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FOREWORD

This volume brings together the scientific papers presented at the First
Edition of the International Conference on Transversal Education (CET), entitled
“Transversal Perspectives in Education — Competencies for the Future”, organized
by the Department of Transversal Competencies within the University of
Agricultural Sciences and Veterinary Medicine of Cluj-Napoca, on June 20, 2025.

The inaugural edition of this conference aimed to create a platform for
academic dialogue and interdisciplinary reflection on the role of transversal
competencies in contemporary education, in a global context marked by continuous
digital, social, and economic transformations. These changes necessitate a redesign
of traditional educational paradigms and call for a renewed focus on adaptability,
critical thinking, and lifelong learning.

Transversal Education — An Integrative Concept in Higher Education - Over
the past decades, education has evolved beyond disciplinary boundaries,
increasingly emphasizing the development of generic, transferable, and
interdisciplinary competencies. Such competencies — including critical and creative
thinking, teamwork, intercultural communication, digital literacy, and professional
ethics — represent essential foundations for modern higher education and for the
sustainable development of knowledge-based societies.

The CET Conference explores the epistemological and praxeological
dimensions of these competencies, highlighting their effective integration into
teaching and learning processes across different academic fields. Through their
research, participants contribute to the consolidation of a theoretical and
methodological framework grounded in transversality, interdisciplinarity, and
innovation in education.

Educational Research as a Driver of Academic Innovation - Within the
framework of European higher education, the promotion of transversal competencies
is aligned with the objectives of the European Qualifications Framework (EQF) and
the Education 2030 Agenda, both of which emphasize lifelong learning, cognitive
autonomy, and ethical responsibility as fundamental pillars of professional and
personal development.

The studies included in this volume exemplify the academic community’s
ongoing commitment to advancing educational research and to adapting pedagogical
methodologies in response to the demands of a rapidly evolving world. They
encompass both theoretical analyses of didactic paradigms and empirical
investigations addressing digital competencies, inclusive learning, and the ethical
implications of artificial intelligence in education.
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As such, this publication stands not merely as a collection of conference
papers, but as a landmark of critical reflection and innovation within the broader
field of educational sciences.

Interdisciplinary Dialogue and International Collaboration - The first edition
of CET has brought together university lecturers and researchers from both Romania
and abroad, fostering an environment conducive to the exchange of ideas, exemplary
practices, and educational experiences. The plenary sessions were distinguished by
the contributions of eminent keynote speakers: Professor Musata Bocos, PhD, from
“Babes-Bolyai” University of Cluj-Napoca, who delivered the lecture titled
“Reflections and Problematic Issues of General and Special Didactics”, and Lecturer
Elena Pacurar, PhD, representing the same institution, with the presentation titled
“What's Ethics Got to Do with Al Literacy?”.

The hybrid format of the event successfully integrated academic tradition
with innovative digital collaboration, broadening access to knowledge and
encouraging participation from a global community of scholars.

This scientific volume, published by the Presa Universitarda Clujeana
Publishing House, comprises papers which have been submitted to a rigorous peer-
review process, in accordance with the academic and editorial standards established
by the scientific committee. Each contribution presents relevant theoretical and
practical insights into the field of transversal education, reflecting both disciplinary
depth and cross-disciplinary integration.

The articles have been thematically arranged according to several central
areas of focus — didactics and professional development, applied psychopedagogy,
language and academic communication, digital education, and ethics in learning —
providing a coherent overview of current directions in educational research.

The Organizing Committee expresses its sincere gratitude to all authors,
participants, and collaborators, whose dedicated efforts have contributed to the
successful realization of the inaugural edition of the International Conference on
Transversal Education.

Through this publication, the Department of Transversal Competencies
reaffirms its commitment to academic excellence, pedagogical innovation, and
interdisciplinary collaboration, emphasizing the belief according to which
transversal education is not merely a theoretical concept, but a vital foundation for
cultivating competencies required for the future.

On behalf of the Organizing Committee,

Prof. Dr. loana Roman

Head of Department of Transversal Competences

University of Agricultural Sciences and Veterinary Medicine of Cluj-Napoca
Cluj-Napoca, October 2025



CUVANT-INAINTE

Volumul de fatd reuneste contributiile stiintifice prezentate in cadrul
Conferintei Internationale de Educatie Transversalda (CET), editia I, cu tema
,Perspective transversale in educatie — competente pentru viitor”, organizatd de
Departamentul de Competente Transversale din cadrul Universitdtii de Stiinte
Agricole si Medicina Veterinara din Cluj-Napoca, in data de 20 iunie 2025.

Prin aceasta initiativad, organizatorii si-au propus sd ofere un spatiu de
reflectie si dialog stiintific asupra rolului competentelor transversale in educatia
contemporand, Intr-un context marcat de transformari rapide — digitale, sociale si
economice — care impun o regandire a paradigmelor educationale traditionale.

Educatia transversald este un concept integrator in formarea universitara.
Astfel, in ultimele decenii, educatia a evoluat dincolo de granitele disciplinare,
orientdndu-se tot mai mult spre dezvoltarea de competente generice, transferabile si
interdisciplinare. Aceste competente — cum ar fi gandirea criticd, creativitatea,
abilitatea de a lucra In echipa, comunicarea interculturala, etica profesionald sau
alfabetizarea digitala — constituie fundamentele unei formari universitare moderne si
relevante pentru societatea cunoasterii.

Conferinta CET 1si propune sa exploreze dimensiunile epistemologice si
praxiologice ale acestor competente, analizand modul in care ele pot fi integrate in
procesul educational, din perspectiva diverselor domenii de studiu. Prin temele
abordate — din limbi moderne, psihopedagogie si didactica — autorii participanti aduc
o contributie semnificativa la dezvoltarea unui cadru teoretic si metodologic unitar,
bazat pe transversalitate, interdisciplinaritate si adaptabilitate.

Cercetarea educationala ca vector al inovatiei universitare este relevanta in
contextul invatamantului superior european, promovarea competentelor transversale
se aliniazd obiectivelor stabilite prin Cadrul European al Calificarilor (EQF) si
Agenda pentru Educatie 2030, documente strategice care subliniazd importanta
invatarii pe tot parcursul vietii, a autonomiei cognitive si a responsabilititii etice.

Lucrarile reunite in acest volum demonstreazd preocuparea constantd a
comunitatii academice pentru adaptarea metodelor didactice la noile realitati
educationale, dar si pentru consolidarea legdturii dintre cercetarea pedagogica si
practica universitard. Ele reflecta o diversitate de metodologii si abordari — de la
analize teoretice asupra paradigmelor didactice contemporane, pana la studii
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empirice privind formarea competentelor digitale sau evaluarea atitudinilor etice in
randul studentilor.

Astfel, volumul devine nu doar o colectie de lucrari stiintifice, ci si un reper
al inovatiei si reflectiei critice in domeniul educatiei, contribuind la definirea unei
directii strategice pentru dezvoltarea profesionald a cadrelor didactice universitare.

Dialogul interdisciplinar si deschiderea internationald subliniate de CET,
editia I, s-a bucurat de participarea unor cadre didactice si cercetatori din universitati
din tara si din straindtate, oferind un cadru propice pentru schimbul de idei, bune
practici si experiente educationale. Prelegerile plenare, sustinute de Prof. Univ. Dr.
Musata Bocos, de la Universitatea ,,Babes-Bolyai”, cu tema ,Reflectii si
problematici ale didacticii generale si speciale”, si Lect. Univ. Dr. Elena Pacurar, cu
tema ,,What's ethics got to do with Al literacy?”, au adus in discutie teme de
actualitate majora, situate la intersectia dintre etica, pedagogie si tehnologie.

Prin natura sa hibrida (in format fizic si online), conferinta a reusit sa imbine
traditia academica cu noile forme de colaborare virtuala, facilitind accesul la cunoastere
si participarea internationald, elemente esentiale pentru o educatie de calitate in secolul
XXI. Structura volumului de fatd, publicat la Editura Presa Universitara Clujeana,
include lucrarile selectate In urma procesului de evaluare stiintifica, conform criteriilor
de calitate stabilite de comitetul stiintific al conferintei. Fiecare articol reprezinta
rezultatul unei cercetari riguroase, cu implicatii practice si teoretice pentru domeniul
educatiei transversale. Textele sunt grupate tematic in functie de principalele arii de
interes — didacticd si formare profesionald, psihopedagogie aplicatd, limbaj si
comunicare academica, educatie digitala si etica in invatare — oferind o imagine coerenta
asupra directiilor actuale ale cercetarii educationale.

Comitetul de organizare adreseaza sincere multumiri tuturor autorilor,
participantilor si colaboratorilor pentru contributiile lor valoroase, care au facut posibild
realizarea acestei prime editii a Conferintei Internationale de Educatie Transversala.

Prin acest volum, Departamentul de Competente Transversale isi reafirma
angajamentul fatd de excelenta academica, inovatia pedagogicd si colaborarea
interdisciplinard, pornind de la convingerea ca educatia transversala nu este doar un
concept teoretic, ci o realitate esentiala pentru formarea competentelor viitorului.

In numele Comitetului de Organizare,

Prof. univ. dr. loana Roman

Director al Departamentului de Competente Transversale

Universitatea de Stiinte Agricole si Medicina Veterinard din Cluj-Napoca
Cluj-Napoca, octombrie 2025
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PREZENTARE iN PLEN: PROSPECTAREA
iN EDUCATIE SAU EDUCATIA LA TIMPUL VIITOR

Musata-Dacia BOCOS, Prof. univ. dr.

Universitatea Babes-Bolyai Cluj-Napoca
musata.bocos@ubbcluj.ro

1. Contextele societale si prospectarea in educatie

In analizele contemporane ale sistemelor educationale, contextele societale
joacd un rol determinant in configurarea directiilor de evolutie transformativa, de
planificare anticipativd si de transformare educationald. Aceste contexte sunt
generate de ansamblul schimbarilor sociale, economice, culturale, tehnologice si
digitale care caracterizeaza societdtile actuale si care influenteaza, in mod direct,
procesele de invatare, instruire, educare, formare si integrare sociald si profesionala.

Schimbarile si evolutiile societale din ultimele decenii au transformat, in mod
semnificativ, modalitatile in care este privita, proiectata si realizata educatia, In toate
formele ei, analizata, nu doar la timpul prezent, ci si la timpul viitor. De asemenea,
aceste evolutii impun reconsiderarea si resemnificarea rolului educatiei ca factor
fundamental al dezvoltirii sustenabile si durabile. In aceste conditii, prospectarea in
educatie devine un demers strategic, un instrument esential pentru anticiparea
tendintelor, politicilor, directiilor emergente, orientdrilor prospective, strategiilor si
practicilor educationale viitoare, pentru construirea unei societdti si a unei lumi
sustenabile, durabile si reziliente. Societatile moderne si societatile viitorului vor fi
acelea care vor sti si vor fi capabile sé anticipeze schimbarile, sé se adapteze rapid
la acestea si la noile realitati, sa actioneze proactiv, sa depdseasca obstacolele si sa
promoveze un echilibru intre progresul tehnologic si digital, pe de o parte, si valorile
umane fundamentale, pe de altd parte. pentru a asigura, astfel, un progres autentic,
centrat pe om.

Din perspectiva prospectarii in educatie, intelegerea contextelor societale
permite anticiparea stiintificd a tendintelor si a provocarilor viitoare si adaptarea
activa si proactiva a sistemelor educationale la cerintele unei lumi aflate intr-o
permanenta transformare si evolutie. Fenomene majore, precum globalizarea,
digitalizarea, mobilitatea fortei de munca, diversitatea sociala, diversitatea culturala
si contextul macrosocietal al secolului XXI exercita o influentd profundad asupra
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filosofiilor, viziunilor si proceselor educationale. Ele reprezinta nu doar caracteristici

ale societatilor contemporane, ci si factori care impun planificare si analiza strategica

in educatie, implicit, prospectare — un instrument esential pentru a asigura o educatie

la timpul viitor, caracterizata prin echitate, egalitate de sanse, incluziune si calitate

in procesele educationale:

globalizarea a condus la intensificarea interdependentelor economice,
culturale si informationale, determindnd necesitatea formarii unor
competente interculturale, transversale si transformative;

digitalizarea a determinat necesitatea reconsiderarii spatiilor, mediilor si
formelor de invatare, promovand accesul extins la informatie, dezvoltarea
competentelor digitale si aparitia unor noi paradigme pedagogice centrate pe
invatarea digitald autonoma si colaborativa;

provocdrile fortei de munca, mobilitatea ocupationald crescutd genereaza
dinamici complexe pe piata educationald si profesionald, solicitand
adaptarea permanentd a sistemelor de formare initiald si continud a
specialistilor la cerintele economiei globale;

diversitatea sociala, diferentele dintre indivizi si grupuri in functie de mediul
de rezidenta, cultura, etnie, traditii, limba, religie, statut socio-economic, gen
biologic, varsta, cerinte educationale speciale, fac necesare sisteme
educationale flexibile si incluzive (in care ca educabilii de diferite varste au
nevoi educationale, experiente, perspective si ritmuri de invatare si formare
diferite), capabile sd rdspundd proactiv diversitdtii sociale, pentru a se
asigura interconectarea sociald gi pentru a se evita inegalitatile Tn accesul la
educatie;

diversitatea culturald aduce in prim-plan importanta incluziunii, a tolerantei
si a respectului fatd de identitatile multiple, transformand educatia intr-un
spatiu al dialogului intercultural, al schimburilor culturale si al dialogului
intre civilizatii; educatia contemporand are misiunea de a transforma
diversitatea culturald intr-un vector al intelegerii reciproce, al coeziunii
sociale, de a promova egalitatea de sanse, combaterea discriminarii si
participarea activa a tuturor persoanelor si grupurilor sociale la viata
comunitatii si a societatii, sistemele educationale incurajand valorificarea
pluralitdtii culturale ca resursa strategica de invatare, formare si tranformare
si nu ca obstacol.

12
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2. De ce educatie la timpul viitor?

Ca 1intélnire a individului cu mediul social, cu intreaga viatd sociald si cu
societatea, In general, educatia constituie o componentd complexd a existentei
socioumane, care asigurd nu doar adaptarea la prezent si formarea in paradigmele
prezentului, ci si formarea pentru adaptarea la spiritul viitorului. Prospectarea
evolutiei societatii, anticiparea viitorului din perspective stiintifice diverse si
studierea lui complexa, reprezinta astazi o necesitate obiectiva, manifestata in toate
domeniile de activitate umana si, cu atat mai mult, iIn domeniul educatiei. Au fost
valorificate multe virtuti si valente ale educatiei in directia formarii si modelarii
personalitatii umane, precum si a potentarii resurselor umane, astfel ca educatia nu
mai este un segment distinct al vietii, ci un fenomen social atotcuprinzator, o
dimensiune permanenta a vietii, in ultima analiza, un instrument de imbunatatire a
conditiei umane, de asigurare a inovatiei sociale, de articulare a unui mod nou de a
fi, a se transforma si a deveni al omului in lume. O educatie cu adevarat eficienta si
moderna este, iTn mod obligatoriu, o educatie la timpul viitor, orientatd spre viitor,
care urmareste o formare si 0 modelare a omului nu doar de natura adaptativa, ci si
anticipativa, bazata pe o filosofie a educatiei reconsideratd din perspectiva lifelong
learning si lifewide learning. Este o educatie care face fatd solicitarilor si
provocdrilor tot mai numeroase si mai complexe ale lumii actuale si viitoare, o
educatie flexibild, adaptabila, formativa, holistica, integratoare si continua.

Educatia la timpul viitor devine o abordare, deopotriva, fireasca si necesara,
domeniul educatiei fiind domeniul 1n care se fac cele mai rentabile investitii pe
termen mediu si lung, investitii care se fundamenteaza, din ce in ce mai mult, pe
prospectarea viitorului, pe studierea viitorilor posibili i probabili in educatie. Cu
alte cuvinte, sunt necesare eforturi pentru ca viitorii posibili si probabili sa devina
convergenti si consensuali cu cei dezirabili, descrisi prin intermediul finalitatilor
educationale, stabilite din perspectiva cerintelor de sistem ale viitorului.

3. Educatia prospectiva

In contextul analizelor ideatice referitoare la educatia la timpul viitor,
profesorul Constantin Cucos afirma ca ,,nu numai realul este demn de a fi cercetat,
ci i posibilul, viitorul probabil. Stiinta (si, implicit, pedagogia) poate fi o punte intre
real si posibil, o cale de concretizare a gandurilor prezente in fapte de perspectiva, o
modalitate de translare a dezirabilitatii in act. De aceea, din preocuparile pedagogiei
nu va trebui sa lipseasca ceea ce poate fi, cici ceea ce urmeaza a se intruchipa este
precedat de ideea Intemeiatd exemplar acum. Stiinta educatiei nu va incremeni in
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fata unei realitdti si nu se va supune limitelor prezentului, ci se va aventura si
construiascd proiecte, scenarii, trasee paideutice dezirabile si concretizabile in
perspectiva devenirii temporale.” (2002, p. 18).

Astfel, se afirma, din ce 1n ce mai mult, educatia prospectiva, ca tip de educatie
care sustine ideea cd prospectarea evolutiei societdtii si educatiei, anticiparea
viitorului din perspective stiintifice diverse si studierea lui complexa reprezintd a o
necesitate obiectiva, de altfel, in toate domeniile de activitate umana. ingeleasé ca
fenomen social atotcuprinzator si complex si ca dimensiune permanentd a vietii,
educatia vizeaza modelarea personalitatii umane si Imbunatatirea conditiei umane;
toate acestea fac necesara nu doar adaptarea la prezent si valorizarea paradigmelor
prezentului, ci si formarea pentru adaptarea activa si proactiva la spiritul viitorului.
Practic, o educatie autentic eficienta si moderna ,,este, In mod obligatoriu, o educatie
la timpul viitor, orientata spre viitor, care urmareste o formare si o modelare a omului
nu doar de natura adaptativa, ci si anticipativa, bazatd pe o filosofie a educatiei
reconsiderata din perspectiva lifelong learning si lifewide learning. Este o educatie
care pregateste oamenii pentru a se adapta la problemele cu care se anticipeaza ca se
vor confrunta in viitor, pentru a face fatd solicitarilor si provocarilor tot mai
numeroase §i mai complexe ale lumii actuale si viitoare, o educatie flexibila,
adaptabila, formativa, holistica, integratoare si continud. Educatia pentru viitor si
educatia la timpul viitor devin abordari, deopotriva, firesti si necesare, domeniul
educatiei fiind domeniul in care se fac cele mai rentabile investitii pe termen mediu
si lung, investitii care se fundamenteaza, din ce in ce mai mult, pe prospectarea
viitorului, pe studierea viitorilor posibili si probabili in educatie. Nu putem vorbi
despre formarea si modelarea personalittii umane in absenta anticiparii viitorului, a
perspectivelor si provocdrilor acestuia, In absenta exercifiului sistematic de
descifrare a viitorilor posibili, probabili §i dezirabili, in absenta realizarii de
demersuri anticipative pentru situatiile educationale viitoare si de prevedere a
anumitor elemente educationale etc. Cu alte cuvinte, este necesard adoptarea unei
atitudini prospective si a unei viziuni prospective, in realizarea educatiei, la
nivelurile macro-, mezo- si microeducational. De altfel, prin insasi vocatia ei,
educatia este o activitate anticipativd; a educa inseamna a anticipa cerintele
viitorului, a forma si dezvolta capacitatea de anticipare, capacitatea de a face fata
schimbarilor, capacitatea de a se adapta noilor situatii, de a le solutiona aplicand si
operationalizand, in mod creativ, inovativ si prospectiv, sistemul de achizitii
dobandite.” (Bocos et al., 2021a, p. 447).
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4. Prospectarea in educatie si pedagogia prospectiva

Premisele care stau la baza actiunii de prospectare in pedagogie se refera la
conditiile, tendintele si nevoile care fac necesara planificarea si anticiparea educatiei
si se pot clasifica astfel:

1. Premisele societale tin de transformarile din societate, care influenteaza
direct educatia si reprezintd ansamblul caracteristicilor, conditiilor si factorilor
existenti n societate chare influenteaza filozofia, politicile si legislatia educationala,
precum si viziunea strategicd asupra sistemelor educationale, determinand
necesitatea prospectarii si adaptarii sistemelor educationale, pentru a se adapta la
realitdtile sociale si pentru a raspunde eficient diversitdtii si schimbérilor din
societate. Dintre cele mai relevante premise societale care influenteaza cerea de
educatie si realizarea educatiei, amintim: diversitatea si dinamica demografica
(structura, vérsta, marimea, mobilitatea si migratia populatiei determind nevoi
educationale in functie de etnie, limba materna, cultura, culturd educationald);
diversitatea culturala si etnica (caracterul multicultural, multietnic multilingvistic si
multireligios al societatilor contemporane impune adaptarea curriculumului, a
metodelor de predare-invatare si training si promovarea valorilor diferitelor
comunitati); diferentele socio-economice (nivelul veniturilor, accesul diferit la
resurse materiale, educationale si culturale intre grupuri/ comunitati sociale, gradul
diferit al sprijinului familial si comunitar conduc la realizarea de politici
educationale diferentiate pentru reducerea inegalitatilor sociale si economice si
pentru satisfacerea nevoilor educationale diferite intre zone si categorii sociale);
schimbarile n structura familiei si variatiile sociale (familii monoparentale, parinti
plecati la muncd in strdinatate, familii extinse etc., care influenteaza sprijinul
parental in procesul educational, implicarea parintilor si a familiei in viata scolii,
existenta parteneriatului educational autentic scoala-familie si scoald-familie-
comunitate); evolutia reglementarilor, normelor si valorilor sociale (societatile
promoveaza empatia, echitatea, egalitatea de sanse, educatia pentru cetitenie
democratica, participarea civica, acceptarea si respectarea diversitatii, incluziunea,
ca valori-mijloc care ne permit sd atingem valorile-scop: succesul personal si
profesional, starea de bine si de sandtate, toleranta sociald, responsabilitatea si
autoresponsabilizarea; progresul tehnologic, progresul digital; mass-media, accesul
nelimitat la informatii (resursele tehnologice si digitale schimba modul de
relationare, de interactiune, de comunicare, de (e-)informare, (e-)documentare si de
invatare al educabililor, ceea ce face necesara adaptarea strategiilor educationale la
noile forme de informare, documentare, predare, invatare si colaborare digitala).
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Diferentele obiective dintre premisele societale, dintre structurile, traditiile
contextul si conditiile social-istorice ale diferitelor tari, fac ca diferitele sisteme
educationale nationale sau regionale sd aiba libertatea de a-si promova valorile
specifice, de a-si fixa si urmari finalitati educationale proprii, realiste, in functie de
diversitatea si de eterogenitatea contextelor si situatiilor educationale din regiune sau
din tara. Asadar, sunt dezirabile modelele educationale sistemice, flexibile si
incluzive, bazate pe linii strategice de politica educationala, pe valorizarea aspectelor
de globalitate, a abordarilor holistice, pe respectarea principiilor generale ale
educatiei. Existenta problemelor si a abordarilor globale ale educatiei face necesara
cautarea de solutii in comun, urmand ca acestea sd se aplice in mod creator, prin
experimentarea de strategii educationale flexibile, fireste, in concordantd cu
standarde educationale comune. Spre exemplu, se vorbeste despre o proiectare
sociala integratd a spatiului social, modelul social fiind singurul obiectiv care poate
articula globalizarea cu cultivarea resurselor identitare ale fiecarei comunitati etnico-
sociale (St. Buzarnescu, 2010).

2. Premise psihopedagogice, care tin de procesele de invatare, formare si
dezvoltare umana:

— diferentele interindividuale se referd la: caracteristicile interindividuale,
trasaturile si dinamica relatiilor dintre oameni, diferentele dintre aptitudini,
interes, motivatie, nevoi educationale, stiluri de Invatare etc.;

— nevoia de Invatare permanenta (lifelong learning);

— cunoasterea si modernizarea proceselor de invatare, transformare,
dezvoltare si devenire umana, evolutia paradigmelor despre educatie,
predare, Invatare, training etc.

3. Premise economice — schimbarile si transformarile din economie (piata
muncii, automatizarea, globalizarea, tehnologizarea, digitalizarea) impun corelarea
educatiei cu cerintele economice si cer noi competente pentru adaptabilitatea la
societatile viitorului si pentru pregitirea educabililor pentru profesiile viitorului,
pentru formarea resurselor umane pentru viitor.

4. Premise politice si legislative — politicile publice din educatie influenteaza
demersurile de prospectare, de asemenea politicile educationale si curriculare ofera
cadrul pentru schimbare si inovatie educationald si curriculara, iar reformele si
strategiile educationale nationale si europene definesc directiile generale de
dezvoltare.

5. Premise culturale si valorice — demersurile de prospectare au rolul de a
anticipa impactul culturii si al valorilor asupra fenomenelor educationale, educatia
fiind chemata s conserve si sa transmita valorile culturale, dar, 1n acelasi timp, sa
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stimuleze deschiderea spre diversitate, adoptarea de modele culturale diverse,
realizarea de adaptari curriculare etc., in vederea formdrii identitatii si coeziunii
sociale.

Asadar, stimularea prospectdrii In pedagogie, deschiderea educatiei spre
problemele societdtii actuale si indeosebi spre cele ale societatii viitoare, necesitatea
pregatirii si formarii adaptative, dar si anticipative a persoanelor, orientarea spre
satisfacerea cerintelor pietei muncii, sunt, astdzi, imperative educationale la
nivelurile macro-, mezo- si microeducational.

Prospectarea in educatie reprezintd actiunea de cercetare stiintifica
interdisciplinard sistematica a tendintelor si a nevoilor din educatie, pe intervale mai
mari de timp, in perspectiva viitorului imaginat si anticipat, a viitorilor probabili,
posibili si dezirabili, prin elaborare de filosofii, politici, constructii si modele
educationale, plecand de la datele si tendintele actuale. Adoptarea unei viziuni de tip
creativ-inovativ, participativ, anticipativ si prospectiv conditioneazd progresul
stiintelor educatiei, ceea ce impune cercetarii educationale finalitati referitoare la
studierea dinamicii educationale, a inovatiei §i a creatiei in educatie, a elementelor
de prospectiva educationala. Prospectarea reprezintd un proces proactiv, care nu
asteaptd aparifia problemelor si a disfunctionalitatilor, ci le previne prin procese de
anticipare, analiza, studiere, planificare strategicd (de exemplu, identificarea de
modalitati de comunicare in diferite medii si contexte, identificarea resurselor
necesare pentru diferite categorii de educabili; adaptarea curriculard; adaptarea,
diferentierea si personalizarea instruirii; regandirea subsistemelor de formare initiala
si continud a cadrelor didactice. Prospectarea in educatie reprezintd o consecintad
fireasca a ritmului accelerat de evolutie si de transformare a societatii, ceea ce face
necesard educarea omului pentru a face faté cerintelor viitorului, pentru a putea face
fatd cu succes unor situatii imprevizibile, pentru a se putea integra activ, proactiv si
eficient in viata sociald si profesionald (Bocos et al., 2021c). ,,Maine nu-l repeta pe
ieri; maine face sa infloreasca ceea ce astazi existd numai virtual. Iatd de ce trebuie
sd analizam In profunzime prezentul acesta in care traim, pentru a gasi in el tendintele
fundamentale care ne vor impinge intr-o directie sau alta.” (G. Berger, 1973, p. 44).

In acest sens, prospectarea in educatie devine un demers strategic menit sa
identifice directii de transformare ale sistemelor educationale, mecanisme de analiza
si anticipare a schimbdrilor, tendinte in politicile educationale si curriculare,
instrumente de reflectie si de planificare, in acord cu principiile si cu obiectivele unei
educatii sustenabile si durabile.

Preocupdrile pentru studierea anticipativa a educatiei au condus Ila
cristalizarea pedagogiei prospective, ca ramura disciplinara a stiintelor educatiei, cu
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caracter interdisciplinar, care promoveazd ideea orientarii educatiei spre viitor, a
educatiei la timpul viitor si care are ca obiect studierea anticipativd a viziunilor,
tendintelor, filosofiei si politicilor educationale, a directiilor si a sensurilor de
dezvoltare a ansamblului de fenomene, procese, mesaje, influente etc. educationale.
Dezvoltarea pedagogiei prospective se realizeaza in paralel cu dezvoltarea altor
stiinte prospective si este strns legata de elaborarea unor strategii si metodologii
stiintifice adaptate domeniului stiintelor sociale si filosofice. (Bocos et al., 2021b).

5. Exemple de elemente de prospectare

Demersurile de prospectare au caracter complex si adesea interdisciplinar, ele
situandu-se la intersectia dintre prospectiva educationald, cercetarea pedagogica si
politica educationald, intre care se stabilesc interactiuni complexe si influente
benefice, care pot fi exploatate 1n directia sporirii calitdtii fenomenelor educationale.
In Tabelul nr. 1 identificim cateva domenii de studiu si de actiune educationald si
elemente de prospectare corespunzatoare.

Tabelul nr. 1. Domenii de studiu si de actiune educationali in care se evidentiazi
elemente de prospectare

Nr. Domeniul de studiu . , .
. . L Scurta explicitare
crt. si de actiune pedagogicd

Filosofia educationala,
politicile educationale, politicile
curriculare, politicile
instructionale, reforma
educationala, reforma
inviatamantului, reforma
curriculara

Studiile prospective, alaturi de achizitiile din
domeniul stiintelor educatiei, progresele din stiinta,
tehnica si tehnologie, de tendintele inregistrate pe plan
european si mondial stau la baza elaborarii politicilor
educationale si curriculare si a liniilor de reforma in
educatie.

Sistemul stiintelor educatiei
(spre exemplu: Fundamentele
pedagogiei, Teoria si metodologia
instruirii, Teoria si metodologia
evaludrii, Teoria si metodologia
curriculumului, Managementul
curricular)

Prospectarea, ca studiere anticipativa a instructiei si
educatiei societatii viitoare pe intervale mari de timp,
de ordinul zecilor de ani, reprezintd o tendintda de
modernizare in stiintele educatiei, bazata pe studierea
si prospectarea dinamicii sociale §i culturale a
societatii §i pe adecvarea la acestea.

Selectarea valorilor care vor fi transmise prin
educatie, functie de orientarea axiologica la nivel
societal si mai ales functie de aceste dinamici, face
posibila pregatirea educatilor in perspectiva viitorului,
pentru perioada in care isi vor exercita propriile
profesii.
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crt.

Domeniul de studiu
si de actiune pedagogica

Scurta explicitare

Delimitarile conceptuale,
configurarea intensiunii i
extensiunii conceptelor (spre
exemplu, conceptul de educatie
globala, conceptele de lifelong
learning si lifewide learning)

Educatia globala este justificata in analizele globale
ale unor probleme generale ale educatiei mondiale,
care tin de problematica globald a omenirii §i care se
impun a fi abordate in viziune integratoare, holistica si
prospectiva, ce considera fenomenele educationale in
globalitatea lor si in perspectiva viitorului.

Practicile contemporane care valorificd societatea
ca primad sursd in proiectarea curriculumului se
centreaza din ce 1n ce mai mult pe facilitarea integrarii
elevilor nu numai in mediul social si cultural al tarii in
care traiesc, ci si intr-un mediu socio-cultural la nivel
european sau chiar mondial, promovand astfel
globalizarea.
multiplica si se diversificd pe parcursul intregii vieti
(lifelong learning) si in toate situatiile si contextele
(lifewide learning). Perspectivele lifelong learning si
lifewide learning confera educatiei valoare, forta
euristica, fortd creativd si determind reconsiderari,
resemnificari i operationalizari noi in planul teoretic-
conceptual si in planul practic-actional al educatiei.
Pentru ca toate acestea sd poatd fi, la randul lor,
identificate si explicitate stiintific, este necesar sa fie
cunoscute finalitatatile educationale de maxima
generalitate, unul dintre acestea fiind promovarea unei
atitudini prospective, constientizarea faptului cd
educatia si autoeducatia trebuie sd tind cont de
perspectivele si provocarile viitorului.

Psihopedagogia invitarii

Ca disciplind de sinteza, psihopedagogia invatarii
configureaza proiectul devenirii umane prin invatare
intr-o societate a cunoasterii si stiintei, prin
valorificarea  diferitelor achizitii ale stiintelor
implicate: pedagogie, psihologie, axiologie, stiinte
biologice, sociologie etc.

invitarea este un proces cumulativ prin care o
persoana asimileaza, gradual, notiuni din ce in ce mai
complexe si abstracte (concepte, categorii si tipuri de
comportament sau modele) si/ sau dobandeste
deprinderi si competente generale.

invatarea de tip traditional, bazati pe achizitie
mnezica, de mentinere si de soc a devenit anacronica
si este inlocuitd cu Invatarea de tip creativ-inovator, de
tip metacognitiv, cu caracter participativ, anticipativ si
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crt.

Domeniul de studiu
si de actiune pedagogica

Scurta explicitare

prospectiv. ,,(...) specializarea noastrd ca specie este
specializarea in invétare (...), iar educatia, inventie a
omului, il face pe cel ce invata sa depaseasca simpla
invatare” (Bruner, 1970).

Proiectarea pedagogica,
proiectarea didactica si
proiectarea curriculara

Conceptele de proiectare pedagogica si de
proiectare didactica s-au impus datorita preocuparii de
a conferi activitatii de instruire §i autoinstruire
rigurozitate stiintifica si metodica si datorita aparitiei
in pedagogia si didactica modernd a unor orientari si
tendinte, cum ar fi:

- pedagogia anticipativa si prospectiva;

- problematica finalitdtilor educationale;

- sistemul principiilor didactice generale si
sistemul  principiilor  didactice  specifice
disciplinelor de studiu;

- organizarea instructiei si educatiei in functie de
achizitiile din teoria invatarii;

- elaborarea documentelor de proiectare a
curriculumului;

- aplicarea unor metode didactice moderne si
eficiente (de exemplu, e-learning);

- elaborarea unor instrumente obiective pentru
evaluarea didactica s.a.

Finalitatile educationale

Pentru ca finalitdtile educationale sd reprezinte
termeni de referintd pentru actiunea educationald, este
necesar ca in stabilirea lor si se tind seama de
prospectiva educationald, de problemele cu care se vor
confrunta maine cei care astdzi sunt educati.

in absenta referirilor §i raportirilor stricte la
finalitatile  educationale, nu sunt  posibile
monitorizarea, evaluarea, ameliorarea §i prospectarea
educatiei, In cadrul general al activitdtii sociale,
culturale, stiintifice, economice etc.

Psihopedagogia creativitatii

Ca disciplina de sintezd, psihopedagogia
creativitatii  studiaza problematica  creativitatii,
educarea §i dezvoltarea ei, implicatiile multiple ale
acesteia in instructie si educatie.

Dezvoltarea creativitdtii constituie o finalitatea
educationald generald, a cdrei realizare presupune
restructurarea proceselor educationale de la toate
nivelurile si aplicarea viziunii sistemice in:

- restructurarea si/ sau reelaborarea Curriculumului

National,
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Nr. Domeniul de studiu . .
. . L Scurta explicitare
crt. si de actiune pedagogica

- proiectarea pedagogica, proiectarea didactica si
proiectarea curriculara eficiente;

- asigurarea unui management educational si
curricular eficient;

- utilizarea unei metodologii didactice prospective
si operationale;

- imbogatirea sistemului formelor de organizare a
activitatilor instructiv-educative;

- eficientizarea evaluarii didactice;

- eficientizarea autoevaluarii;

- reglarea permanenta a demersurilor didactice;

- modernizarea relatiilor educationale.

8. Pedagogia audiovizualului Pedagogia audiovizualului reprezinta acea ramura a
pedagogiei care studiazd problemele teoretice si
practice ale instruirii §i formarii realizate cu ajutorul
mijloacelor moderne de informare si comunicare,
tinand de prospectarea tendintelor si evolutiilor in
domeniu, de cerintele societatii informationale.

invitarea electronici (e-learning) este o formi
interactiva si cvasiautonoma de acces la cunoastere fara
medierea profesorului (doar cu ghidarea lui), bazata pe
demersuri cvasiautonome de informare si de prelucrare
a informatiilor, pe o invatare 1n ritm propriu, realizata,
practic, prin observare, experimentare i descoperire, cu
utilizarea resurselor digitale (Bocos, 2013, Cucos,
2006).

6. Elemente concluzive

Relatia trecut-prezent-viitor este o relatie dialecticd, raporturile reciproce
dintre ieri, azi §i maine s-au schimbat si se schimba permanent, trecutul prezentul si
viitorul se pot contopi, astfel cd azi nu mai apare determinat atat de ieri, cat mai ales
de maine. Pe de o parte, viitorul se construieste pe baza trecutului, de aceea se
impune reconsiderarea §i ierarhizarea permanenta a sistemului de valori promovate
in trecut, reactualizarea, resemnificarea si imbogatirea lui In prezent. Pe de alta parte,
conturarea viitorilor dezirabili in educatie sprijina procesul de prevedere, identificare
si adaptare la noile realitéti, a tendintelor valoroase, a schimbarilor dezirabile si a
inovatiilor educationale care se impun.

In domeniul educatiei, consecinta practicd imediatd este necesitatea adoptarii
unei atitudini prospective i a unei viziuni prospective, la nivelele macro-, mezo- si
microeducational. Nu putem vorbi despre formarea si modelarea personalitatii
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umane in absenta anticiparii viitorului, a perspectivelor si provocarilor acestuia, n
absenta exercitiului sistematic de descifrare a viitorilor posibili, probabili si
dezirabili, in absenta realizarii de demersuri anticipative pentru situatiile
educationale viitoare si de prevedere a anumitor elemente educationale etc.

Prin 1nsasi vocatia ei, educatia este o activitate anticipativa; a educa Inseamna
a anticipa cerintele viitorului, a forma si dezvolta capacitatea de anticipare,
capacitatea de a face fata schimbarilor, capacitatea de a se adapta noilor situatii, de
a le solutiona aplicand si operationalizand, in mod creativ, inovativ si prospectiv,
sistemul de achizitii dobandite.

Pregétirea si construirea viitorului si, implicit, educatia prospectiva, reprezinta
prezentul, aldturi de paradigmele sale si de a adopta, In mod curajos, viziuni
prospective. Acest demers implica o reflectie continua, critica si profunda asupra
tendintelor majore care reconfigureaza lumea globald, asupra modului in care
cunoasterea, valorile si actiunea prospectiva se impletesc pentru a genera progres,
sustenabilitate si dezvoltare durabila.

Prin intermediul analizei prospective, institutiile de invatdmant pot identifica
directiile emergente, pot adapta strategiile curriculare si pot raspunde in mod
proactiv cerintelor pietei muncii si nevoilor sociale. Astfel, educatia nu mai este
perceputa doar ca un proces de transmitere a cunostintelor, ci ca un sistem dinamic,
capabil sd integreze inovatia, digitalizarea si diversitatea socio-culturald intr-un
model coerent de formare a competentelor pentru viitor.
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Abstract: This case study explores the particular language requirements of undergraduate
life science students with the aim of guiding the design of a customised English for Specific
Academic Purposes (ESAP) course. As English proficiency becomes increasingly essential
in scientific communication, academic research, and professional collaboration, aligning
language instruction with learners’ educational and professional contexts is a critical aspect.
The study employs a mixed-methods approach, with particular focus on the results of a
detailed questionnaire distributed to life science students. Findings demonstrate a complex
network of elements, ranging from academic requirements to students’ future career
aspirations, that significantly influence ESAP needs. While reading, especially related to
scientific texts and research communication, emerged as a top priority, students expressed a
stronger need for developing oral communication skills, such as presenting research,
participating in discussions, and collaborating internationally, over writing skills, which
many felt would be less relevant in their professional futures. The study emphasises the
importance of integrating authentic materials, discipline-specific vocabulary, and task-based
learning approaches. Overall, the research contributes to the design of more targeted and
effective ESAP courses for science-oriented learners.

Keywords: specialist vocabulary, English for Specific Academic Purposes, instruction,
needs analysis, life sciences.

Rezumat: Acest studiu de caz analizeaza nevoile lingvistice specifice ale studentilor de la
ciclul de licenta din domeniul stiintelor vietii, iInvatamant cu frecventa, in vederea propunerii
unui curs de Limba Engleza pentru scopuri academice specifice (ESAP) adaptat nevoilor
reale ale acestora. Avand 1n vedere cd nivelul de competentd in limba englezd devine o
componentd tot mai vizibila in comunicarea stiintifica, in cercetarea academicd si in
colaborarea profesionald, alinierea instruirii lingvistice la contextul educational si profesional
al cursantilor se dovedeste a fi de o importanta critica. Studiul adopta o metodologie mixta,
cu accent pe rezultatele unui chestionar detaliat distribuit studentilor anului II. Constatarile
pun in lumina existenta unei retele complexe de factori, de la cerinte academice la aspiratiile
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profesionale viitoare ale studentilor, care influenteazd in mod semnificativ nevoia unor
cursuri personalizate. Desi lectura — in special cea asociata textelor stiintifice si comunicarii
cercetarii — a fost identificata ca prioritate principald, respondentii au evidentiat o nevoie mai
accentuatd de dezvoltare a competentelor de comunicare orala, precum prezentarea
rezultatelor cercetdrii, participarea la dezbateri si colaborarea internationald, comparativ cu
abilitatile de redactare, percepute de cei mai multi dintre participanti drept mai putin
relevante pentru viitoarea lor carierd profesionald. Studiul de fatd subliniazd importanta
integrarii materialelor autentice, a vocabularului specific disciplinelor studiate si a
abordarilor de invitare bazate pe sarcini de lucru. In ansamblu, demersul contribuie la
elaborarea unor cursuri de ESAP mai bine orientate si mai eficiente Inspre formarea
studentilor de la facultati cu profil stiintific.

Cuvinte-cheie: vocabular de specialitate, Limba Engleza pentru scopuri academice
specifice, educatie, analiza nevoilor, stiintele vietii.

1. Introduction

The purpose of this article is to discuss the role of needs analysis as a
cornerstone in the teaching of English for Specific Academic Purposes (ESAP) to
undergraduate students in life sciences. Let us begin by imagining English not
merely as a subject within the academic curriculum, but as a crop in a field, which,
if one may indulge in such an allegorical projection, adds a subtle flavour of terroir
to the topic and its final sarvest. While some students strive to sprout quickly, others
work on strengthening their roots, anchoring themselves as firmly as possible, and
there are some who seem to remain dormant buds. The secret garden of blooming
English requires fertile soil for future growth, which must be tested before planting;
needs analysis may rightly be considered the quintessentially vital soil test. Without
it, one risks venturing into uncharted territory, neither compass in hand nor guiding
North Star high in the sky. Needs analysis aligns the curriculum with its context, and
a thorough understanding of that context is of utmost importance. At this point, the
key question to be addressed is: ‘What does it take to tailor English learning to
agricultural students, and why is understanding their needs not just helpful, but
essential?’

A wise step forward is to rethink the way ESAP instruction is approached,
understanding it as far more than a standard crop: it must be cultivated to respond
and adapt to local conditions. For life science students, English is not ornamental but
functional and instrumental. It must open the gates to the latest scientific literature,
enable engagement with cutting-edge technology and its integration into ever-
evolving research protocols, and, most importantly, foster the will to communicate
and connect with both peers and mentors. Yet, without a proper needs analysis,
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instructors are left merely guessing what to teach, similar to planting seeds in
unknown soil with inadequate tools. In such cases, the risk is not only the waste of
time and motivation, but also the loss of students along the way.

Over the last two decades, we have all seen English become not only the
dominant language of publication in the sciences but also the medium of instruction
and collaboration in many non-Anglophone academic contexts. This shift demands
more than generalised language education. It calls for context-sensitive, purpose-
driven instruction—the core premise of ESP, defined by Tom Hutchinson and Alan
Waters not as a product but as “an approach to language teaching in which all
decisions as to content and method are based on the learner’s reason for learning”
(1991, p. 19), an idea equally supported by Peter Strevens who was adamant that one
of the core missions of ESP is that it is designed to meet the specified needs of the
learner, while related in content to particular disciplines, occupation and activities
(1988). Jack Richards and Theodore Rodgers (2001, p. 107) describe ESP as a
movement aimed at addressing the language requirements of learners who need
English to perform specific roles (such as students, engineers), and who must acquire
subject content and real-world competencies through English rather than study the
language as an end in itself. This is the terrain of English for Specific Academic
Purposes (ESAP), a subject-specific strand of English for Academic Purposes (EAP)
originally conceptualised by George Blue (1988), which focuses on the particular
language needs of students within specific academic disciplines, thereby
distinguishing it from English for General Academic Purposes (EGAP) (Bell, 2018,
p. 162).

The imperative to equip future professionals with robust English language
skills necessitates a tailored approach that is finely tuned to their specific educational
and professional contexts. This case study delves into the particular language needs
of undergraduate life science students, with a specific focus on those in agricultural
disciplines, with the explicit aim of informing the subsequent development of a
bespoke ESAP course. Recognising the evolving requirements of scientific
discourse, the research sought to identify how academic demands, current learning
activities, and future career aspirations collectively shape the linguistic competencies
that are essential for these young adult learners.

2. Methodology and materials

Beyond any methodology or critical framework lies the most important pillar
upon which the entire future scaffolding must be erected: the human factor, the
learner. The second-year undergraduates that form the target audience of this study
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are enrolled at the faculty of Agriculture, specialising in three distinct areas:
Agriculture, Biology, and Agricultural and Food Industry Machinery and Equipment
Engineering, whose mainstream subjects are mostly related to plant anatomy, plant
physiology, farm machinery, soil science, biophysics, biochemistry, crop science,
and land surveying. English instruction is organised as a two-semester, 28-hour
practical course, scheduled on a fortnightly basis. This limited timeframe reduces the
learning budget to a critical minimum, requiring both trainer and trainees to adopt a
rigorous and highly effective approach, one that enables the students to broaden their
technical vocabulary within their specialism, while focusing on “language structure,
vocabulary, the practical skills needed for the subject, and the appropriate academic
conventions” (Jordan, 1997, p. 5). Topic-based syllabi aim to integrate theoretical
and practical knowledge more effectively into students’ learning processes,
encouraging them to build bridges between the two reference systems they operate
with—as non-native speakers of English and as future professionals in their fields.
“Many students, [...], already possess study skills to an advanced level in their own
language. They may simply need help to transfer their skills into English and,
possibly, to adjust them to a different academic environment. [...] Equally, there will
be many students who do not already practise study skills efficiently in their own
language or in their own country, or who do not possess all the study skills needed
for effective study through the medium of English” (Jordan, 1997, p. 5). The use of
authentic materials and a carefully tailored syllabus is crucial in laying the
foundations of any effective learning scenario.

The first-semester curriculum includes units such as communicating in
scientific communities, conducting a literature review, describing a data collection
process, designing an experimental setup, describing material phenomena and
processes, and biomimicry. In terms of specialist vocabulary, lexical areas addressed
include model adaptation, natural systems, sustainability, innovation, prototype, bio-
inspired design, ecological efficiency, and resilience. Regarding EAP elements,
students familiarise themselves with scientific definitions, classifications,
taxonomies, and descriptions of natural processes across biological, physical, and
chemical domains. The second semester focuses on terminology specific to topics
such as biodiversity, ecology, and sustainability, while engaging students in
academic writing tasks that include summarising, paraphrasing, synthesising
information from multiple sources, and drafting short compositions. At all times
throughout the academic year, special emphasis is placed on oral communication and
active participation in class discussions, encouraging students to articulate their ideas
clearly, respond to peers, and develop confidence in using English within their field
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of study and beyond, as English thrives when it functions as a living, spoken
language. Motivating students to voice their opinions, ask questions, engage in
debates during seminars, and not be afraid of making mistakes—which will be
corrected as part of the learning process—Ilies at the very heart of the proposed
scenario, a fluid dance in between Foreign Language Anxiety (FLA) and Foreign
Language Enjoyment (FLE), the latter as a prominent feature of positive education
(PE). Seligman and Csikszentmihalyi (2000) were the scholars who introduced the
idea of positive concepts into educational psychology (MaclIntyre et al., 2019), while
Lopez and Snyder added “happiness, optimism, hope, well-being, meaning,
empathy, resilience, and grit” to a successful recipe (MacIntyre et al., 2019; Lopez
and Snyder, 2009). Doing something that one enjoys is the first step towards a fruitful
accomplishment, hence the importance of enjoyment in learning a foreign language.
Dewacele and Maclntyre (2014) are regarded as pioneering researchers in this area,
having explored and compared the interplay between negative emotions, FLA
defined as “the worry and negative emotional reaction aroused when learning or
using a second language” (Maclntyre, 1999, p. 27) and the positive emotions entailed
within FLE, nothing else but “a complex emotion, capturing interacting dimensions
of the challenge and perceived ability that reflects the human drive for success in the
face of difficult tasks” (Dewaele and Maclntyre, 2016, p. 216). Keeping the
lighthouse of FLE at the heart of our proposed approach, we have established a
twofold aim for this study. First, to identify the specific language needs of life
science undergraduates, and second, to use these insights to inform the development
of a more targeted ESP course. The study aims to bridge the gap between students’
academic English training and their actual day-to-day scientific communication
needs. Rather than regarding them as self-evident, we view needs as dynamic,
continuously shaped by evolving academic demands and professional aspirations. In
this respect, language is far more than a mere vehicle for content; it serves as a deeply
personal expression of engagement in scientific communication.

Thus we decided to build our own needs analysis, the pivotal structure that
allowed us to sketch the future architecture of the learning scenario. Introduced in
the 1970s, the needs analysis first entered the literature on ESP as a formal concept,
and it has been widely used ever since. From one of its earliest definitions as “the
learner’s wants, desires, demands, expectations, motivations, lacks, constraints and
requirements” (Brindley, 1984) to a more recent one that sees it as “a device to know
the learner’s necessities, needs and lacks” (Fatihi, 2003), the needs analysis has been
recognised as “the starting point for devising syllabuses, courses, materials” (Jordan,
1997, p. 20). Needs analysis serves as the overarching framework that supports
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learners’ development once their learning profile is clarified and the initially blank
canvas turns into the host of new experiences and abilities. “Needs analysis refers to
the techniques for collecting and assessing information relevant to course design: it
is the means of establishing the how and what of a course. It is a continuous process,
since we modify our teaching as we come to learn more about our students, and in
this way it actually shades into evaluation — the means of establishing the
effectiveness of a course” (Hyland, 2006, p. 73). If Hutchinson and Waters (1987)
and Belcher et al. (2011) argue that needs analysis represents a crucial feature of any
ESP course, Basturkmen (2010) stresses its importance even further by stating that
needs analysis is not only the defining feature of LSP, since needs analysis and
language for specific purposes (LSP) courses are inextricably intertwined
(Basturkmen, 2018). Inspired by Jordan, who argues that “implicit in needs analysis
is the requirement for fact-finding or the collection of data. The data, for example,
about the students, the subject to be studied can come from a variety of sources and
can be collected by various methods” (1997, p. 22), we felt encouraged to gather our
own data through an anonymous questionnaire (Appendix A). Consisting of five
sections (A-E) and 33 items, the questionnaire was administered to a sample of 70
life-science students aged 18 to 22 (54 men and 16 women) who study English as a
foreign language. The first section, which collects participants’ personal background
information (Items 1-4) - such as age, gender, specialism, and prior English study—
provides essential context for interpreting the subsequent data and facilitates the
identification of the most effective working strategies. Section B is about the
participants’ current proficiency levels (Items 5-10) and was designed around six
Likert-scale items, where participants were asked to self-assess their ability on a
scale from 1 (Very Poor) to 5 (Excellent). The evaluated skills included listening
comprehension, speaking fluency, reading technical texts, writing academic content,
grammar usage, and knowledge of agricultural vocabulary. This section provided
valuable insights into learners’ perceived strengths and weaknesses across core
language competencies, thereby helping to establish a baseline for a subsequent
needs analysis. Section C examined students’ perceived language needs through
eight Likert-scale questions (Items 11-18), inviting them to rate the importance of
some language skills (1 = Not important, 5 = Very important). The items covered a
broad range of academic and professional competencies, including reading textbooks
and research papers, writing reports and lab results, listening to lectures and
presentations, participating in class discussions, understanding agricultural
terminology, communicating with international experts, attending conferences or
training, and using English in agricultural workplaces. This section aimed to

29



TRANSVERSAL PERSPECTIVES IN EDUCATION. SKILLS FOR THE FUTURE

highlight which skills students considered most essential for their academic success
and future careers. The fourth section targeted students’ personal learning
preferences (Items 19-25) by asking them to assess the effectiveness of different
learning methods on a five-point Likert scale (1 = Not helpful, 5 = Very helpful).
The items included multimodal resources such as watching agriculture-related
videos and listening to podcasts, group discussions and role-play simulations, as well
as more traditional approaches such as (technical) reading and translation.
Furthermore, students assessed the value of presentations and speaking tasks, digital
resources such as online language games, and access to qualitative content materials.
This section provides insight into the pedagogical strategy that learners perceive as
the most supportive of their English acquisition in a discipline-specific context. E,
the fifth and final section, is about students’ motivations and long-term goals
concerning English learning. Using an eight-item (26-33) Likert scale (1 = Strongly
disagree, 5 = Strongly agree), this part explored both intrinsic and instrumental
dimensions of motivation. Items assessed learners’ general drive to improve their
English, their enjoyment of the subject, and their aspirations to use English in
academic and professional contexts. Specific statements targeted the perceived value
of English for reading scientific literature, accessing modern farming techniques,
pursuing international opportunities, and achieving academic success. The
questionnaire used in this study is included in the Appendices under the section
entitled Needs Analysis Questionnaire for Agriculture Students Learning English.

3. Results and discussions

The study yielded substantial results, enabling us to identify the genuine
language priorities of the students, closely intertwined with a complex network of
factors that shape their ESAP needs. Moreover, it proved to be an invaluable tool for
designing targeted motivational activities while simultaneously fostering genuine
engagement in the language course. The results of the first section of the
questionnaire were predictable, with the majority of students (92%) reporting that
they had studied English at school, whereas only a small proportion (8%) reported
having learned it independently. Regarding the number of years of study, only 34%
of the respondents stated that they had studied English for 8 years or more, and 66%
reported that they had studied it for 4 years or even less. In the second section (Items
5-10), students’ self-assessment of current English proficiency revealed a mixed
picture across the questionnaire’s six core skills. Listening comprehension was rated
at higher levels by 42% of the respondents, whereas speaking fluency was perceived
as more challenging, with only 31% acknowledging having confidence in this area.
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Reading technical texts emerged as the strongest skill, with 66% of students
reporting good to excellent ability, as they felt that strong reading skills were
essential for staying current in their fields of study and understanding new scientific
developments (suffice to look at Al progress, and everyone understands the real
dimensions of the problem). Writing (academic) content showed more modest
results, with 38% of the respondents rating themselves at higher levels. Grammar
usage followed closely, with 40% of students demonstrating confidence, while 53%
of students recognised specialist vocabulary as a relatively strong point, though still
indicating room for future development. When asked to evaluate the importance of
English skills for their academic and professional development as derived from the
eight questions in Section C, students assigned high ratings across almost all areas,
thus underlining the importance of mastering English for their future careers.
Reading textbooks and research papers emerged as the top priority, rated highly
important by 78% of respondents, corresponding roughly to a Likert score of 5 (Very
important). Understanding agricultural terms in English (76%) and writing reports
and short presentations (72%) were also strongly valued, aligning with a Likert score
around 4-5 (Important to Very important). Listening to lectures or presentations was
considered essential by 65% of students (approximately Likert 4), while
participating in class discussions was highlighted by 58%, roughly a Likert score of
3—4. Communicating with international professionals and experts (70%) received a
Likert approximation of 4, and attending seminars or training in English (59%)
aligns with about a 3—4 rating. Finally, 54% of respondents regarded the use of
English in agricultural workplaces as highly relevant, corresponding to a Likert score
around 3-4, highlighting the link between language competence and future
employability, mostly for those anticipating work in multinational companies. Going
to Section D, in terms of learning preferences, the majority of students (85%)
considered watching videos about agriculture the most helpful tool, corresponding
to a Likert score of approximately 5 (Very helpful), highlighting the importance of
visual, audio, and authentic context-rich materials. Group discussions (67%) and
role-play or simulations (61%) were also highly valued, aligning with a Likert score
of about 4 (Helpful), as they create interactive opportunities for active language
practice. More traditional approaches, such as technical reading and translation
(55%) and presentations or speaking tasks (48%), were regarded as moderately
attractive, roughly correlating with a Likert score of 3 (Somewhat helpful). Writing
with feedback, ranked lower at 38%, corresponds to a Likert score of about 2 (Not
very helpful), indicating an area where students may feel less confident; however,
this also represents a valuable opportunity to provide additional support,
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transforming writing into a more engaging and productive skill-building exercise.
The findings for Section E, which addresses motivation and goals, reveal a strong
overall commitment to language learning. A remarkable 91% of respondents
reported clear motivation to improve their English, corresponding to a Likert score
of approximately 5 (Strongly agree). Motivation serves as the driving force
sustaining students in their studies. Yet, there remains room to enhance foreign
language enjoyment (FLE), as only 61% of respondents reported experiencing
genuine enjoyment while learning English, roughly aligning with a Likert score of 4
(Agree). A large majority, 85%, expressed a desire to speak confidently with
international colleagues, also corresponding to a Likert score of 5 (Strongly agree),
while 78% recognised the central role of English in accessing modern farming
techniques (Likert ~4). Practical and career-oriented motivations appeared more
moderate: 55% considered English directly beneficial for their agricultural careers
(Likert ~3), and 47% regarded it as essential for reading scientific articles (Likert
~3). Finally, 43% of students indicated intentions to study or work abroad,
representing a smaller yet determined group with international aspirations (Likert
~3). The key findings of the study revealed that students’ language priorities were
shaped not only by immediate academic needs but also by considerations for their
long-term professional development.

The implications of these findings for course design are significant.
Specifically, the research clearly showed a consistent emphasis on reading skills,
particularly those about scientific texts and the comprehension of research
communication. This finding, strongly supported by high ratings for “Reading
textbooks and research papers” (Item 11) in Section C and “English will help me
read scientific articles” (Item 29) in Section E, underscores the foundational role of
textual comprehension in scientific learning and indicates where foundational
language support should be concentrated. Thus, reading was the skill students most
frequently prioritised with a view to gaining access to scientific texts such as popular
science magazines, journal articles, and textbooks. This highlights the central role of
research literacy not only in their academic success but also in scaffolding this
critical language skill. Students felt that strong reading skills were essential for
staying current in their fields, understanding sweeping new scientific developments,
and thus connecting to the world in real time. A critical divergence emerged
concerning productive skills, providing clear direction for curriculum focus. Despite
the acknowledged importance of reading, students articulated a notably stronger and
more urgent need for the development of oral communication skills. This was
powerfully indicated by high importance ratings in Section C for items such as
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“Participating in class discussions (Item 14), “Communicating with international
experts” (Item 16), and “Attending conferences or training in English” (Item 17). On
the other hand, a significant result was that many students expressed a perception
that advanced writing skills would be less critical in their prospective professional
futures, leading to a de-prioritisation of extensive writing instruction. This was
reflected in lower importance ratings for “Writing academic content” (Item 8) in
Section B, further reinforced by the gathered responses to “Writing reports and short
presentations” (Item 12) in Section C, which indicated a greater desire to improve
all other language abilities rather than writing. This finding challenges conventional
ESP curriculum design, which often allocates substantial time to academic writing,
suggesting a need to rebalance skill emphasis and tailor a bespoke syllabus where
writing does not seem to rank among the students’ top preferences, especially for
those not planning to pursue further postgraduate research. Furthermore, if one
considers that we are designing a syllabus for future specialists whose work will
largely consist of spending time outdoors, closely monitoring the growth stages of
crops, the modest position of writing within the framework of language abilities
appears to be linked primarily to professional requirements rather than to a biased
dislike, to which one can add the fact that many students felt they were unlikely to
write papers or grant proposals early in their careers. Nevertheless, there were some
students who did see the value of writing skills, particularly for applying to
postgraduate programs. If we are to filter the results through the metaphorical
projection of a Gauss diagram, starting from the lowest point—represented by
students’ interest in developing their writing abilities—the needs analysis highlights
what most interviewees perceived as the peak of the distribution: a strong need to
strengthen oral communication skills for real-world application. Positioned at the
peak of the metaphorical Gauss curve, oral communication emerged as the skill
students considered most critical. This encompassed presenting research,
participating in academic discussions, and collaborating across cultures, reflecting
the perceived necessity of speaking for future careers in international exchange
programmes, fieldwork, and research contexts. Integrating authentic, discipline-
specific materials is a primary step in designing the most appropriate academic
curriculum. Moreover, instruction should be grounded in task-based, performance-
oriented models, where students present oral reports, take part in structured or
spontaneous discussions, and participate in simulated interdisciplinary meetings.
Vocabulary instruction should evolve beyond simple memorisation, emphasising
collocational knowledge, rhetorical function, and genre awareness.
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To add that special terroir flavour we mentioned at the beginning of our
manuscript, within the broader learning engagement framework, the final step would
be to wrap the needs analysis around a genuine Problem-Based Learning (PBL)
scenario involving complex, real-world problems, such as those biomimicry so
generously encompasses, whilst encouraging inquiry, collaboration, and problem-
solving. The first new term students are invited to unveil is almost like an allegorical
“Open, sesame” magical phrase, providing access to an amazingly complex, yet-to-
be-discovered face of Nature, which Janine Benyus—biologist, best-selling author,
and co-founder of Biomimicry 3.8, the leading firm in nature-positive design and
innovation—defines as the science “that studies nature’s models and then imitates or
takes inspiration from these designs and processes to solve human problems” (1997,
p- 7). With it comes the will and curiosity to discover what lies behind such intriguing
concepts, which continually spark some of our iconic scientific breakthroughs—
solar power, air-conditioned buildings, flying machines, aerodynamic cars,
harvesting water from fog, wind turbines, the Shinkansen train, protective glass, the
Velcro tape, sharkskin-inspired swimsuits, oil repellents, biodegradable plastics,
gecko-inspired adhesives, self-cleaning surfaces, structural dyes, bee-inspired micro
aerial vehicles, spider silk-inspired materials, and more—all beautifully illustrating
the power of biomimicry: the mesmerising practice of learning from and mimicking
strategies found in nature to solve human design and engineering challenges. A
compelling example, highly relevant to agricultural sciences and to the needs of our
students, is the ingenious water-collection mechanism developed over millennia by
the Namib Desert beetle. This particular case study offers rich opportunities for
language development within an ESAP course. The anecdotal example refers to a
small insect that lives in one of the most arid areas of the planet, the Namib Desert
in Africa; despite its size, this beetle happens to be a remarkable creature that
manages to live in some of the harshest weather conditions imaginable due to one of
the simplest, yet wisest biological mechanisms of adaptation. It tells a story that
extends far beyond mere survival to one of thriving through intelligent design.
Though arid, this territory is swept by coastal fogs that come from the adjoining
Atlantic Ocean, almost inviting the beetle to climb to the top of dunes, raise its
abdomen, and face the wind. Soon, tiny water droplets would begin to form on its
back, coalesce, and roll down directly into its mouth. Surprised to discover any form
of life in such an inhospitable environment, scientists were curious to understand the
mystery of its existence and following deep investigations into the microscopic
structure of its shell, they ultimately revealed the alternating hydrophilic and
hydrophobic patterns that are key to the beetle’s survival. Its hardened forewings are
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covered with alternating hydrophilic bumps and hydrophobic troughs. As fog rolls
in, tiny water droplets condense on the hydrophilic bumps, grow larger, and then roll
down the waxy, hydrophobic troughs into the beetle’s mouth. The beetle’s wings
served as an inspiration for the design of fog-catching nets along coastal, foggy,
though arid areas, a technology that holds immense promise for sustainable
agriculture, particularly in drought-prone areas, by providing a low-energy, eco-
friendly method for irrigation or drinking water. It could even be a real lifesaver in
refugee camps, supplying sanitation water that is dramatically scarce and costly in
the arid regions where most of these sites are currently located (Algeria, Mauritania,
Syria, the Sudan, and Ethiopia). This topic serves as an enticing opportunity for
students to develop the language skills identified as priorities in the analysed needs
analysis, and, last but not least, it encourages them to pause for a moment of
reflection on the fragile geopolitical balance and the injustices faced by billions of
people. The proposed problem for the seminar debate addresses one of those topics
that concerns both farmers and scientists alike and reads as follows: ‘Agriculture
faces increasing pressure to reduce environmental impact while maintaining
productivity. Farmers need innovative solutions that use fewer chemicals, conserve
water, and adapt to climate change. Biomimetics offers promising strategies. Your
task is to design a biomimetics-inspired solution for sustainable agriculture and
present it to an international panel of experts.” Nevertheless, the main focus lies on
how the topic can stimulate students’ interest, encourage the development of critical
thinking, and empower them, within the scaffolding of their arguments, to explore
the challenge of the proposed PBL case study. The first language skill that opens the
invitation to embark on a fascinating odyssey of exploration is reading, which 66%
of the survey participants acknowledge as one of their strong points. This enables
them to engage with research papers and articles on the Namib Desert beetle’s
biology, the physics of fog condensation, and the engineering of biomimetic water-
harvesting technologies. In doing so, it directly addresses their need for reading
scientific literature (Items 7, 11, 23, 29). Ingrained in this activity is the discovery
and use of specialist vocabulary, which represents 53% of students’ ESAP
proficiency level. This vocabulary relates to some of today’s most sensitive topics,
including water management, arid environments, desertification, and sustainable
technology (Items 10 and 18). Blending the two skills helps students brainstorm
aspects of how agriculture can apply the concept of biomimicry, while encouraging
them to move back and forth between what they already know and the new
vocabulary they need to master, i.e. suffixes, -philic and -phobic, that refer to
something that either attracts or repels water, respectively. “However, the biphilic
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topographies are found on the beetles living in the Namib Desert, where hydrophilic
bumps are distributed on the hydrophobic dorsal back” (Zhu et al., 2019).

All this time, students are encouraged to engage in research and self-directed
learning focused on the biological model and its technical applications, specifically
beetle-inspired wettable materials (see the aforementioned article). The next step
involves oral communication, as students discuss the implications of such
technologies for farming communities, compare them to traditional irrigation
methods, and brainstorm potential implementation challenges (Items 16 and 21).
Working in groups, they develop their ideas into practical agricultural solutions,
which they then prepare and present to the whole class, e.g. ‘Inspired by the Namib
Desert beetle, we propose developing water-attracting greenhouse coverings that
reduce conventional irrigation costs.” (Item 24). Students come to deliver short
presentations on the beetle’s biology, the design of biomimetic surfaces, or a
suggested application of the technology in a particular agricultural context; this drill
directly addresses their desire to improve existing speaking skills (Items 6, 21, 24).
Furthermore, role-playing scenarios (Item 22) provide invaluable practice in both
formal and informal oral communication, ultimately supporting the development of
proficient English use (Item 26) and directly addressing the discipline-specific
communicative skills central to ESAP. The use of authentic materials (authentic
reference sources, video presentations) demonstrating the beetle’s water-collection
capacities or different prototypes of fog-catching nets or wettable materials should
make the entire learning experience highly engaging and relevant, aligning it with
identified student preferences for real-world content.

4. Conclusions

Incorporating specifically tailored case studies into the ESAP course syllabus
can effectively bridge the gap between language learning and the scientific and
professional demands of undergraduate life science students, fostering both
linguistic proficiency and disciplinary understanding. A rigorous needs analysis
framework forms the foundation for developing highly effective ESAP class units.
By taking into account student backgrounds, proficiencies, perceived needs, learning
preferences, and motivations, one can design genuinely customised learning
programmes. The integration of discipline-specific content provides authentic
contexts for language acquisition, enabling students to expand their working
knowledge of English. The outcomes of such research support the design of targeted,
relevant, and ultimately successful language instruction for science-oriented
learners, preparing them for the realities of scientific communication in a globalised
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world. Moreover, needs analysis is far more than a merely preliminary step; it has
proven to be the very cornerstone of any effective ESAP curriculum design, ensuring
it remains relevant, targeted, and authentic to both current and future students’
scientific and professional contexts.
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Appendix A
Needs Analysis Questionnaire for Agriculture Students Learning English

SECTION A: Personal Background
1. Age:
2. Gender: [ Male [0 Female
3. Specialism:
4. Have you studied English before? 00 Yes [0 No

SECTION B: Current Proficiency
Rate your ability in the following skills (1 = Very Poor, 5 = Excellent):
5. Listening comprehension 11 1 0O 2 003 0O 40 5
6. Speaking fluently 0 1 O 2 030405
7. Reading technical texts 1 1 OO 2 003 0O 405
8. Writing academiccontent 0 1 O 2 003 0405
9.Grammarusage O 1 O 203 0405
10. Specialist vocabulary 0 1 0 2 O3 0 4 O 5

SECTION C: Language Needs
How important are the following English skills for your studies and future career? (1 = Not
important, 5 = Very important):
11. Reading textbooks and researchpapers 0 1 O 2 O 3 0O 4 O 5
12. Writing reports and short presentations 1 1 0 2 O 3 0 4 O 5
13. Listening to lectures or presentations 1 1 0 2 O3 0O 4 0O 5
14. Participating in class discussions (0 1 O 2 0 3 04 O 5
15. Understanding agricultural terms in English 00 1 O 2 03 0 4 O 5
16. Communicating with international experts 0 1 0 2 0 3 04 O 5
17. Attending conferences or training in English 0 1 0 2 0 3 04 O 5
18. Using English in agricultural workplaces 00 1 0 2 0 3 0 4 O 5

SECTION D: How helpful do you find these methods when learning English?
(1 = Not helpful, 5 = Very helpful):

19. Watching videos about agriculture 1 1 00 2 03 04 0 5

20. Listening to podcasts/audio O 1 O 2 0 3 04 0O 5

21. Groupdiscussions 0 1 O 2030405

22. Role-play and simulations 0 1 0 2 0 3 04 O 5

23. Technical reading and translation 0 1 0 2 OO0 3 0O 4 0O 5
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24. Presentations and speaking tasks [1 1 O 2 03 0O 4 O 5
25. Writing practice with feedback O 1 0 2 03 0 4 O 5

SECTION E: Motivation and Goals
To what extent do you agree with the following statements? (1 = Strongly disagree, 5 =
Strongly agree):
26. 1 am motivated to improve my English. O 1 02 03 04 0O 5
27. English will help me in my agricultural career. 00 1 00 2 OO0 3 0O 4 O 5
28. 1 enjoy learning English. 0 1 O 2 03 0405
29. English will help me read scientific articles. 1 1 O 2 00 3 0405
30. I want to study or work abroad inthe future. &0 1 02 030 405
31. English will help me with modern farming techniques. 1 1 O 2 00 3 00 4 0O 5
32. 1 want to speak confidently with foreigners in agriculture. J 1 O 2 0 3 0O 4 0O 5
33. English is necessary for my academic success. 1 1 OO0 2 O 30 4 0O 5
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CAPITOLUL II: SUPPORTING (BUSINESS)
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Abstract: The main aim of this paper is to show how (business) students can be supported
in developing their (business) vocabulary with the help of LexTutor.ca, a user-friendly tool
that provides applications for testing, improving and researching vocabulary learning.
LexTutor.ca is a useful tool for finding out how words are used in context, therefore it enables
students to improve and develop their vocabulary in general and specialized vocabulary. Not
only words can be searched for, but also phrases, collocations and more complex structures.
We will try to demonstrate that LexTutor.ca is a valuable tool not only for students, who can
improve and develop their vocabulary in a specific field, but also for teachers, who have an
invaluable free tool to design a wide range of exercises to consolidate students’ learning.
Key words: LexTutor.ca; business vocabulary; corpus; phrases; learning; teaching; enabling
learning through technology.

Rezumat: Scopul principal al acestei lucrari este de a arata cum studentii (care studiaza
domeniul afacerilor) pot fi sprijiniti in dezvoltarea vocabularului lor (de afaceri) cu ajutorul
LexTutor.ca, un instrument usor de utilizat care ofera aplicatii pentru testarea, imbunatatirea
si cercetarea invatarii vocabularului. LexTutor.ca este un instrument util pentru a afla cum
sunt folosite cuvintele in context, prin urmare, permite studentilor sa isi imbunatateasca si sa
isi dezvolte vocabularul general si specializat. Nu numai cuvinte pot fi cautate, ci si sintagme,
colocatii si structuri mai complexe. Vom incerca sd demonstram ca LexTutor.ca este un
instrument valoros nu numai pentru studenti, care isi pot imbunatati si dezvolta vocabularul
intr-un anumit domeniu, ci si pentru profesori, care au la dispozitie un instrument gratuit
nepretuit pentru a concepe o gama larga de exercitii menite sa consolideze invatarea elevilor.
Cuvinte-cheie: LexTutor.ca; vocabular de afaceri; corpus; expresii; invatare; predare;
facilitarea invatarii prin tehnologie.
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Motto: “Technology in the classroom is not the end goal.
Enabling learning everywhere is the goal.”

(Andrew Barnay)

1. Introduction

AWL', Phrasebank Manchester University, LexTutor.ca have emerged as
powerful platforms when it comes to developing students’ vocabulary. The main aim
of this paper is to show how LexTutor.ca can be used as a helpful tool for finding
out how words are used in context and it provides applications for testing, improving
and researching vocabulary learning. LexTutor.ca is a platform with multiple
benefits both when teaching and learning ESP. In my paper, [ am going to refer to a
small part of LexTutor.ca, namely Corpus Concordance English
(https://www.lextutor.ca/conc/eng/) which is a user-friendly tool in Complete
Lexical Tutor (https://lextutor.ca/). This platform was developed in Canada, at the
University of Quebec at Montreal by Tom Cobb and is one of the most
comprehensive multi-faceted web-based data-driven language resource for second-
language learning, being available not only in English, but also in French, German
and Spanish. My interest in this area developed while | was attending an intensive
course in Teaching Academic Writing Skills, held by Euroexam International and
Babes-Bolyai University from Cluj-Napoca, Romania in 2024. Since then, I have
been trying to take advantage of the benefits that different online resources for
second-language learning provide and adapt them to my students’ needs.
LexTutor.ca, as you can see in Figure I, includes a lot of resources, such as corpus
grammar, concordance, vocabulary profiler, text tools, text compare, interactive
resources, like flashcards, clickers and tests). Since it provides so many tools, the
teachers and the students can both benefit. For teachers, the platform is a tool of
critical importance because it greatly reduces the time a teacher would spend
preparing exercises and searching for appropriate sources and contexts especially in
those situations when, as a teacher, you need to prepare exercises from one day to
the next day. For students who are willing to improve and develop their second
language, it is a very practical, easy to use, extremely accessible tool that helps them
test their knowledge, find answers to certain linguistic dilemmas they might have.
Both as a teacher and a student, a lot of activities can be developed through
LexTutor.ca (searching for phrases and collocations, getting concordance, choosing
a corpus adapted to your students’ needs, in terms of language teaching and learning

I AWL — Academic Word List
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at different educational levels), finding out associated words for the target words or
distinguishing between different homonyms and much more.

L3 @ 5 eneco

1) OHIIN G CoMuead s D) mudp @ Adobe Aot

ilkommen/bienvenue/welcome - y jHolal - to the

ompleat Lexical Tutor .ss

For data-driven language leamning on the Web
BEST SCREEN : B
Brow:

Figure 1. LexTutor.ca — Start Page (Source: lextutor.ca)

It is my experience of working with LexTutor.ca that has driven this
research, which is mainly exploratory and totally based on the concordance resource
provided by LexTutor.ca. This is the resource that [ have been using in the last couple
of months, and I consider it very useful since it provides a wide range of
opportunities in terms of designing general and business-based vocabulary activities
adapted to the students’ needs and expectations.

A large and growing body of literature has investigated concordances, and a
considerable amount of literature has been published on it (Barlow, 2004; Tribble &
Jones, 1997; Sinclair, 1991, 2004, 2005; Wynne, 2005; Wulff et al. 2020). All these
studies point out the idea that a concordance is an alphabetical list of words
(especially the important ones) present in a text, usually with citations of the
passages in which they are found, a valuable tool not only for linguists but also for
foreign language teachers interested in developing with their students activities that
are based on real examples, more frequent or more typical rather than invented ones.

2. Methods

This study was mainly exploratory due to the fact that I have been trying to
discover the functionalities provided by LexTutor.ca not for the linguist, but for the
foreign language teacher and it is mostly based on different types of vocabulary
activities that I created for my business students with the help of LexTutor and the
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way in which they were adapted so that they would suit their linguistic needs. The
activities that I developed with the help of LexTutor.ca were mainly addressed to
students from the 2™ year of study, at the German Line of Studies, from the Faculty
of Economics and Business Administration within Babes-Bolyai University Cluj-
Napoca. Students are taught in medium - sized groups (maximum 25 students with
at least an intermediate level of proficiency in English) in weekly, compulsory and
credit bearing courses, covering a variety of business topics, such as: Professional
Communication, Company Structure, Business Ethics, Recruitment, Business Travel
(1" year topics) and Marketing, Advertising, Banking, Finance, Accounting,
Insurance, International Trade (2™ year topics). The activities presented in this
paper are based on my experience of teaching Business English. I have chosen a few
examples of activities that generally work for my students, and I hope that they
provide potential for being used in other contexts and other classrooms where
teachers will make them work for their context. They can be used for teaching upper
intermediate and advanced level of students with a particular focus on business
terminology.

3. Corpus

The activities suggested in this paper are based on the use of LexTutor.ca
which [ am going to introduce briefly.

LexTutor.ca provides a variety of academic corpora for searching, smaller
(like 1k graded or 4k graded) or larger (like Brown v_. BNC Writ.* - 2+million,
Academic General — 6 million, BAWE — Parsed POS* - 6.5 million and a lot more)
and a selection of subject-specific sub-corpora of the British National Corpus
(BNC): BNC Commerce - 2.2 million, BNC Humanities — 3.3 million, BNC Law —
2.2 million, BNCMed — 1.4 million, BNC Social Science — 2.3 million). Thus,
LexTutor.ca allows discipline-specific queries which can be useful for students from
different subject areas and gives the teachers the possibility of choosing the most
appropriate corpus to meet the students’ needs and expectations, either by discipline
or level of proficiency.

As far as I am concerned, I chose a corpus that is neither too large nor too
small and combines British and American features (Brown v_.BNC Writ. —
2+million) since a percentage of my students (around 50%) prefer American English
whereas the other half enjoys British English and this corpus offers real examples
where students can easily see and understand the linguistic features of British and
American English, such as spelling, grammar and punctuation differences.
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Figure 2. LexTutor.ca — Search Page (Source: lextutor.ca)

There is a simple procedure that must be followed in order to get the
expected results, as shown in Figure 2. Step 1 (Enter the word you are interested in),
Step 2 (Enter the word form — equals, starts, ends, family options). The Equals option
and Family option help you obtain a wide range of results. If you set Starts or Ends
options, LexTutor will look for a word with different suffixes or words with the same
suffix. It depends on what you are looking for and your students’ needs.

Personally, I would recommend, at least till you get familiarised with the
tool, to use the Equals option. There is also Contains option which might help you
look for a longer word that contains a short word and (f)lemma option which helps
you look for a base word and its inflections), Step 3 (Choose a corpus), Step 4 (Sort
the results to the right or left from the keyword) and Step 6 (Get concordance) are
mandatory steps. In addition, Step 5 (Search with associated word) is not necessary
to follow unless you want to get more specific and detail-oriented examples.

4. Results and discussion

The chosen activities (business vocabulary-based exercises) that I am going
to detail below were created to make students understand the meanings of the word
market in different business contexts and be able to use them correctly in different
vocabulary practice exercises. The activities that I will present below have different
levels of difficulty, but they are all built around the same keyword — market. For the
very beginning I am going to provide some larger screenshots to show the
consistency of the pattern. However, in case of overly long patterns the screenshots
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were cut and represent a sample of a pattern. [ was interested in looking for contexts
with the word market. First, with the help of LexTutor, using the Controls option to
define how to sort the concordance lines, I wanted to sort / word to the left for easy
observation, being mostly interested in identifying contexts where the word market
has a word in front of it. [ obtained 648 hits (see Figure 3), out of which I was trying
to select those phrases that I was mostly interested in (see Figures 4,5,6,7,8,9,10,11)
for teaching business vocabulary: black market, bond market, business market,
common market, competitive market, consumer market, free market, internal market,
international market, job market, labour market, open market, single market and
stock market. There are 14 phrases that I wanted to discuss with my students; some
of them are troublesome phrases, such as bond market vs. stock market, labour

market/labor market vs. job market, free market vs. open market.

equals  vijmarket 1 [Brown_v_BNC Wiv[SORT| 1 wd v][lefl  vjeAssocitl O] LR~ FOR| 25 00K [LNES @ 100 v Wi (EETIEET]

or KEYNESS=1.00 in USbrown UKbnow

J0000000000000000000

2d fo US_brown
said ab US_brown

black- MARKET butter, back
Bldgs MARKET Place). All

bonds have b UK bacw
3bn by sellin UK bmow
s, along with de UK bacw
£ mmmeimn +ha e UK bnew

JO0000000000000000000000C

bond MARKET. Dealing

cn mmdl MADYBM ~mnvaeiame (S

Figure 4. LexTutor.ca — Market (hits for black market and bond market)
(Source: lextutor.ca)
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Figure 5. LexTutor.ca — Market (hits for business market) (Source: lextutor.ca)
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Figure 6. LexTutor.ca — Market (hits for common market, competitive market
and consumer market)
(Source: lextutor.ca)
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Figure 7. LexTutor.ca — Market (hits for free market) (Source: lextutor.ca)
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I have been looking for. Therefore, I had to choose the most relevant and suitable
contexts for my students, and I decided to choose two examples for each one of the

As it is shown in all these figures, there are a lot of contexts with the phrases

phrases.

To see a larger context, you simply select the hit number and click on the keyword,
in this case market and then, on the right side, you have the large context (see Figure

12 — An example of how it works for black market hit).
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Figure 12. LexTutor.ca - An example of how it works for black market hit
when looking for a larger context

The chosen context for my students were 22 contexts you can see below, and I
made some minor changes to make the contexts more meaningful wherever I
consider it necessary.

1. He said that unless the government moved swiftly on economic reform, the
outcome would be a flourishing black MARKET, widespread shortages,
inflation much higher than its current level of about 20 per cent, and high
unemployment.

2. In the prison camp’s black MARKET civilian clothes were quietly bought
and forged papers were devised for him; during long weeks the plan for his
flight was rehearsed.

3. NEC says its new focus on the business MARKET instead of the scientific
and engineering market is down to the 36% growth in the latter market.

4. The airlines clearly believe that they can hang on to their lucrative
business MARKET despite evidence from France that high speed trains can
have a major impact on travel preferences.

5. In 1957 the social-economic approach to European integration was capped
by the formation among “the Six” of a tariff-free European
Common MARKET, and Euratom for cooperation in the development of
atomic energy.

6. EC joins plans for common MARKET including East Europe economies.
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14.
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16.
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18.
19.

20.
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In a competitive MARKET, the customer feels his weight and throws it
around; providing good customer service requires as thorough a marketing
and general management planning job as the original selling of the product.
The results coming out show that some inner city schools are failing to
achieve the results found in the suburbs, providing little hope for school
leavers, fighting for jobs in a fiercely competitive MARKET.

The consumer MARKET would be saturated with goods. Enterprise
managers would be free to make their own deals with suppliers, but there
would be no change in the basic concept of state ownership of industry.
They had contacted selected publishers to seek support for the platform and
were forecasting a launch in the autumn with a consumer MARKET focus
at a player price of about 250.

Create a free MARKET here, give us a sound, debt-free money system, and
we’ll compete with anyone, Europe and Asia combined.

The Polish parliament yesterday approved a set of new rules placing the
country firmly on the road towards a free MARKET economy, cancelled the
Communist Party’s leading political role and dropped constitutional clauses
defining the country as a socialist state.

While the factories were always the center of the labor MARKET, they were
often on the city’s periphery.

In terms of availability on the labour MARKET, then, 93 per cent of
conversion students were in work, waiting to start work, or looking for
work.

Many studies of previous generations have shown that many young people
leave rural areas before they even enter the job MARKET, and that these
migrants are the most able and motivated.

Research students whose work covered physics, computing or optical fibres
seemed particularly well-placed on the job MARKET.

To the extent that the new Administration has its wishes, the Federal Reserve
would conduct its open MARKET operations throughout the entire maturity
range of Government securities and aggressively seek to force down long-
term interest rates.

Investment properties should be included at open MARKET value.

Even more significantly, they viewed the goal of Economic and Monetary
Union (EMU) as the logical next step of a single MARKET.

The single MARKET programme requires each member state to turn 279
rules and regulations into national law.
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21. Shares in London’s water provider fell 7p to 485p in a rising
stock MARKET after the company announced a profits increase of just 5%
to124m to end-September.

22. In the stock MARKET, the normal trading package is a hundred shares.

Taking into consideration the fact that these are the chosen contexts for the class,
I am going to present two activities that might be created based on the above contexts
and used with upper-intermediate students.

Activity 1 (designed for upper-intermediate students)
Choose the right answer (A, B, C or D). There is only one correct answer.

1. He said that unless the government moved swiftly on economic reform, the
outcome would be a flourishing (... ...), widespread shortages, inflation much
higher than its current level of about 20 per cent, and high unemployment.
A) common market B) black market C) single market D) consumer

market

2. The airlines clearly believe that they can hang on to their lucrative (... ... )
despite evidence from France that high speed trains can have a major impact
on travel preferences.

A) free market B) single market C) business market D) competitive
market

3. EC joins plans for (... ...) including East Europe economies.

A) business market B) black market C) business market D) common
market

4. The results coming out show that some inner city schools are failing to
achieve the results found in the suburbs, providing little hope for school
leavers, fighting for jobs in a fiercely (... ...).

A) competitive market B) labour market C) consumer market D) stock
market

5. The (eee o ) would be saturated with goods. Enterprise managers would be
free to make their own deals with suppliers, but there would be no change
in the basic concept of state ownership of industry.

A) common market B)free market C)single market D) consumer market

6. The Polish parliament yesterday approved a set of new rules placing the
country firmly on the road towards a (.. ... ) economy, cancelled the
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Communist Party’s leading political role and dropped constitutional clauses

defining the country as a socialist state.

A) common market B) free market C)single market D) consumer market
7. Interms of availability on the (... ...), then, 93 per cent of conversion students

were in work, waiting to start work, or looking for work.

A) labour market B) black market C)single market D) consumer market
8. The (w. o ) programme requires each member state to turn 279 rules and

regulations into national law.

A) black market B) free market C) single market D) consumer market
9. Shares in London’s water provider fell 7p to 485p in a rising (... ...) after the

company announced a profits increase of just 5% to124m to end-September.

A) common market B) black market C) single market D) stock market
10. In the (... ...), the normal trading package is a hundred shares.

A) common market B) stock market C) single market D) consumer

market

Activity 2 (designed for advanced students)
Choose the right phrase and fill in the gaps. The phrases are given below.

black market business market common market competitive market
consumer market
free market job market labour market open market single market

1. To the extent that the new Administration has its wishes, the Federal Reserve
would conduct its (... ...) operations throughout the entire maturity range of
Government securities and aggressively seek to force down long-term
interest rates.

2. Many studies of previous generations have shown that many young people
leave rural areas before they even enter the (... ...), and that these migrants
are the most able and motivated.

3. In 1957 the social-economic approach to European integration was capped
by the formation among the Six” of a tariff-free European (... ... ), and
Euratom for cooperation in the development of atomic energy.
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4. The (... .. ) would be saturated with goods. Enterprise managers would be
free to make their own deals with suppliers, but there would be no change
in the basic concept of state ownership of industry.

5. Create a (.. o ) here, give us a sound, debt-free money system, and we’ll
compete with anyone, Europe and Asia combined.

6. The airlines clearly believe that they can hang on to their lucrative (...
...) despite evidence from France that high speed trains can have a major
impact on travel preferences.

7. Interms of availability on the (... ...), then, 93 per cent of conversion students
were in work, waiting to start work, or looking for work.

8. Ina (.. .. ), the customer feels his weight and throws it around; providing
good customer service requires as thorough a marketing and general
management planning job as the original selling of the product.

9. Even more significantly, they viewed the goal of Economic and Monetary
Union (EMU) as the logical next step of a (... ...).

10. He said that unless the government moved swiftly on economic reform, the
outcome would be a flourishing (... ...), widespread shortages, inflation much
higher than its current level of about 20 per cent, and high unemployment.

Activity 3 (designed for advanced students)

Some troublesome phrases for my business students who have an upper-
intermediate up to advanced level is the difference in meaning between bond
market vs. stock market and free market vs. open market. I have used the activity
that I am going to present below with my upper-intermediate and advanced
students. I selected from LexTutor.ca relevant examples with these phrases, then
we tried to identify the meanings and then we practiced these phrases in different
types of exercises.

The selected contexts were the following ones:

Bond market (see Figure 4 — hits 084, 085, 090, 093,100)

084. In the bond MARKET, the bank does not actively try to sell at a time when
prices are falling; indeed its spokesmen have often asserted that it cannot sell in
such conditions, that the views of investors in the short-term are predominantly
extrapolative and that few will wish to buy stock when the price is falling.
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085. Financial futures and options, discussed fully in the next chapter, are now
used widely by market makers and investors in the sterling bond MARKET as a
means of managing risk.

090. Exchange controls continued to prevent foreign issuers from raising bond
finance in London and the eurosterling market was still in its infancy. The
sterling bond MARKET apart from gilt-edged had all but ceased to exist.

093. The size of the international bond MARKET was estimated by the Bank for
International Settlements to be $1,472.5 billion (763.15 billion).

100. Attention focused on the bond MARKET after the Government raised
1.3bn by selling off part of its debt in BT and the privatised utilities.

Stock market (see Figure 11 — hits 429, 431, 433, 437, 440)

429. The stock MARKET will continue to rise but there will be problems next
year.

431. Inthe stock MARKET, the normal trading package is a hundred shares.
433. The City’s top gurus reckon that the new package will certainly set shares
alight when the stock MARKET opens this morning but there are doubts as to
whether it will continue to keep share prices riding high.

437. After she had served the detectives coffee and toast, she settled down with
a morning newspaper and began reading the stock MARKET quotations.

440. But the one that upset the financially wise was the professional dancer who
related in a book how he parlayed his earnings into a $2,000,000 profit on the
stock MARKET.

Free market (see Figure 7 — hits 220, 222, 224, 225, 228)

220. The 12 Community governments have speeded up implementation of rules
to create their barrier-free MARKET but are still far behind schedule, the
Commission said yesterday.

222.Create a free MARKET here, give us a sound, debt-free money system, and
we’ll compete with anyone, Europe and Asia combined.

224. 1t argues that free MARKET mechanisms can not resolve, or even erode,
the North-South Divide and that positive national and regional planning is
needed to ensure that it does not widen after 1993.

225. The Polish parliament yesterday approved a set of new rules placing the
country firmly on the road towards a free MARKET economy, cancelled the
Communist Party’s leading political role and dropped constitutional clauses
defining the country as a socialist state.
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228. They campaigned in the May elections on a straightforward anti-Noriega
platform, pledging to renew democratic institutions, purge the armed forces of
corrupt elements (a reference to the involvement of the PDF in drug trafficking)
and restore Panama’s economic fortunes through a free MARKET system.

Open market (see Figure 9 — hits 351, 353, 355, 356, 357)

351. Investment properties should be included at open MARKET value.

353. Near the station of the cable railway which takes you up to Gabulowka for
a lovely view across the town, there are Russians and other traders selling bric a
brac in the open MARKET.

355. There is always an open MARKET for this sort of delicacy, in spite of low-
calorie diets, cottage cheese and hands-off-all-sweets to the contrary.

356. It is a pleasant walk into the smaller town of Heviz which is famous in
Hungary and much of Europe as a health Spa. Heviz also has a permanent
open MARKET for inexpensive shopping.

357. The Federal Reserve would conduct its open MARKET operations
throughout the entire maturity range of Government securities and aggressively
seek to force down long-term interest rates.

We tried to identify the meanings that these phrases have, based on the
contexts that students read. Therefore, some important aspects were clarified:

Bond market is a phrase that refers mainly to a place where investors go to
buy and sell debt securities issued by corporations or governments whereas stock
market refers to a place where investors go to trade equity securities (e.g. shares)
issued by corporations.

In case of free market and open market, students realised that the phrases
can be used interchangeably since both phrases refer to an economic system
based on supply and demand with little or no government control, but fiee
market is a more comprehensive term.

After discussing the differences between bond market and stock market, we
can move on to vocabulary practise exercise like the one below (the same chosen
contexts can be used or other contexts provided by LexTutor.ca and adapted to
your students’ needs).
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Activity 3.1
Bond market or Stock market? Choose the right phrase and fill in the gaps.

You may use the same contexts that were discussed or totally new contexts

provided by Lextutor.ca.

1. In the (.. ...), the bank does not actively try to sell at a time when prices are
falling.

2. But the one that upset the financially wise was the professional dancer who

10.

related in a book how he parlayed his earnings into a $2,000,000 profit on
the (.. ...).

In the (... ...), the normal trading package is a hundred shares.

Financial futures and options, discussed fully in the next chapter, are now
used widely by market makers and investors in the sterling (... ...) as a means
of managing risk.

Faced with this ambiguity, the Bank has sought to make a clear distinction
between its money-market operations (for purposes of monetary policy) and
its (... ...) operations (for purposes of meeting the government’s borrowing
requirement).

Attention focused on the (... ...) after the Government raised 1.3bn by selling
off part of its debt in BT and the privatised utilities.

The (... ...) will continue to rise but there will be problems next year.

In the USA, the financing of unusually high federal government deficits
(averaging over $150 billion throughout the 1980s) has produced a
government (... ...) of a size equivalent to more than 1,000 billion or more
than eight times the size of the UK government bond market.

The City’s top gurus reckon that the new package will certainly set shares
alight when the (... ...) opens this morning but there are doubts as to whether
it will continue to keep share prices riding high.

The sterling (... ... ) is not only small compared to those denominated in
dollars and in yen, it is also much smaller than those denominated in marks,
lira and French francs.

Second, with the help of LexTutor.ca, using the Controls option to define how

to sort the concordance lines, I wanted to sort I word to the right for easy

observation, being mostly interested in identifying contexts where the word market

has a word after it. I obtained 648 hits (exactly the same number of hits as in the case

of sorting 1 word to the left) out of which I was trying to select those phrases that I

was mostly interested in (see Figures 13,14,15,16,17,18) for teaching business
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vocabulary: market conditions, market demand, market leader(s), market
operations, market price, market share, market value.

34 of MARKET conditions They are re ank o UK bnew
35 ult MARKET conditions we have been able to dispose of UK bnow
36. nly be exercised if MARKET conditions were favourable. It is intended UK bnow

Figure 13. LexTutor.ca — Market (hits for market conditions) (Source:
lextutor.ca)

that will determin UK bnow
across a wide rang UK_bnew

251. D mine whether it emerges in one form or er is MARKET demand -- the same
252. bonds. The Bank of England is happy to respond to MARKET demand and issues s
253. uations as a result of changing MARKET demand and only by ch

e will market price UK bmow

254. Oo ation. Faced with the down th ly producer will ma UK bnow
2ss. O« ural commodities.._ T US_brown
aee 12 i el an leaw edan: U0 DI

Figure 14. LexTutor.ca — Market (hits for market demand) (Source:
lextutor.ca)

UK MARKET leader -- Thomson -- having about 3lpc of ¢ vA_uuue
g before ot UK buow
ver. Gordon UK_bacw
et sectors. UK bacw

Figure 15. LexTutor.ca — Market (hits for market leader(s)) (Source:
lextutor.ca)

435. LJ ght to make a clear dis ion between its money-MARKET operations ( for purposes of monetary polic VA_Pnow
436. [:l s ( poses of m ary policy) a nd-MARKET operations (for pu es of meet. ne gov UK bnow
437. O ie e next several s, cond open MARKET operations in longer-term Governm bonds, US_brown
438. g i the Federal Reserve would cof open MARKET operations throughout the entire maturity r US_brown

Figure 16. LexTutor.ca — Market (hits for market operations) (Source:
lextutor.ca)

JOooooooooooc

nauscane US_brown

Figure 17. LexTutor.ca — Market (hits for market price) (Source: lextutor.ca)
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aving a MARKET share grea
but MARKET share has

1000000000000000000000000aac

fair MARKET value
r MARKET value
& MARKET value of

Figure 19. LexTutor.ca — Market (hits for market value) (Source: lextutor.ca)

As you can see in all these figures (13,14,15,16,17,18,19) there are a lot of
contexts with the phrases I would like to discuss with my students. The chosen

contexts for my students were 14 contexts you can see below, and I made some minor

changes to make the contexts more meaningful wherever I consider it necessary.

L.

We sincerely hope that the increased sales we are now seeing will be
sustainable, although we must all be aware that the recession remains deep
and we are still vulnerable to MARKET conditions.

Despite difficult MARKET conditions we have been able to dispose of
assets at varying stages of development at prices which compare favourably
with those achieved for recent industry sales.

The Bank of England is happy to respond to MARKET demand and issues
stocks across a wide range of maturities.

Once issued, bonds will, of course, be subject to continual price fluctuations
as a result of changing MARKET demand and only by chance will
market price be equal to par value.

With its clear identity and superior taste, it very quickly became
the MARKET leader.
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Guinness Brewing Worldwide had developed a strong portfolio of
exceptional, premium brands. Some, like the eponymous stout, have a long
and distinguished heritage. Others are MARKET leaders in new and
dynamic market sectors.

Faced with this ambiguity, the Bank has sought to make a clear distinction
between its money-MARKET operations (for purposes of monetary
policy) and its bond-market operations (for purposes of meeting the
government's borrowing requirement).

To the extent that the new Administration has its wishes, the Federal Reserve
would conduct its open MARKET operations throughout the entire
maturity range of Government securities and aggressively seek to force
down long-term interest rates.

Once issued, bonds will, of course, be subject to continual price fluctuations
as a result of changing MARKET demand and only by chance
will market price be equal to par value.

In the case of land, its MARKET price is of course one yardstick, but this
can be distorted by all types of factors, for example, proximity to expanding
towns.

If a proposed merger is likely to lead to the merged firms having
a MARKET share greater than one quarter or alternatively involves assets
in excess of £30 million, then it may be referred to the Monopolies and
Mergers Commission.

Whatever, or wherever, the opportunities, we have to be flexible in our
business approach in order to increase our worldwide presence
and MARKET share.

The investment property was valued at open MARKET value during the
year by the directors, resulting in a surplus of 4,000 which has been credited
to the revaluation reserve.

Over 100 stocks were listed with a total nominal value of just under 125
billion and a MARKET value slightly in excess of this.

Exactly as in the case of sorting 1 word to the left, similar exercises might be

created when sorting 1 word to the right, such as: multiple choice, fill in the gaps.
An interesting activity that business students at an advanced level always enjoy is to
create exercises where they have to choose on the right form of the phrase. Below
there is an example of such an exercise which combines both examples from the first
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contexts (when sorting 1 word to the left) and these last contexts (when sorting 1
word to the right):

Activity 4
A. Match the noun market with the following words to form meaningful
phrases:

demand bond value open leader competitive common  single
operations labour price stock consumer share black

MARKET MARKET

B. Now fill in the gaps below with the collocations you found above:

1. In terms of availability on the (... ... ), then, 93 per cent of conversion
students were in work, waiting to start work, or looking for work.

2. Attention focused on the (... ... ) after the Government raised 1.3bn by
selling off part of its debt in BT and the privatised utilities.

3. If a proposed merger is likely to lead to the merged firms having a (...
...) greater than one quarter or alternatively involves assets in excess of
£30 million, then it may be referred to the Monopolies and Mergers
Commission.

4. Faced with this ambiguity, the Bank has sought to make a clear
distinction between its money- (... ...) (for purposes of monetary policy)
and its bond-market operations (for purposes of meeting the
government's borrowing requirement).

5. There is always an (... ...) for this sort of delicacy, in spite of low-calorie
diets, cottage cheese and hands-off-all-sweets to the contrary.
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6.

10.

11.

12.

13.

14.

15.

5.

The results coming out show that some inner city schools are failing to
achieve the results found in the suburbs, providing little hope for school
leavers, fighting for jobs in a fiercely (... ...).

Over 100 stocks were listed with a total nominal value of just under 125
billion and a (... ...) slightly in excess of this.

EC joins plans for (... ...) including East Europe economies.

In the case of land, its (... ...) is of course one yardstick, but this can be
distorted by all types of factors, for example, proximity to expanding
towns.

With its clear identity and superior taste, it very quickly became the (...
).

Once issued, bonds will, of course, be subject to continual price
fluctuations as a result of changing (... ... ) and only by chance
will market price be equal to par value.

Even more significantly, they viewed the goal of Economic and
Monetary Union (EMU) as the logical next step of a (... ...).

In the (... ...), the normal trading package is a hundred shares.

They had contacted selected publishers to seek support for the platform
and were forecasting a launch in the autumn with a (... ... ) focus at a
player price of about 250.

He said that unless the government moved swiftly on economic reform,
the outcome would be a flourishing (... ... ), widespread shortages,
inflation much higher than its current level of about 20 per cent, and
high unemployment.

Conclusions

This study has a number of practical implications not just for students but

for teachers too. For students, it offers “autonomy and independence, ability to be in

control of their learning process, instant access to help with many language problems

and authentic examples of usage” (Karpenko-Seccombe, 2023, p.175). For teachers

it is an invaluable tool for preparing foreign language classes where the material is

100% based on real examples, from trustful sources and it helps in reducing

significantly the preparation time by providing ideas for teachers. The insights

gained from this study may be of assistance to foreign language teachers who have

to be encouraged to use corpus tools, such as LexTutor.ca. Corpus concordance can

be easily integrated in teaching foreign languages because it is dual-oriented: on one

side, it satisfies the practical needs of the teachers who often find themselves in a
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situation where the material they use does not meet all the students’ needs and
expectations, especially if it has to do with specialized vocabulary and, on the other
side, it always grabs the students’ attention. Nowadays, the students we are working
with are specialized learners in the internet age; therefore, using online tools will not
only spark their curiosity, but it will also motivate them to discover more. In most of
the cases, students show appreciation of the corpus tools and willingness to continue
using them.

I would like to end with a quote that summarizes the student’s profile
nowadays: ”Learners in the internet age don’t need more information. They need to
know how to efficiently use the massive amount of information available at their
fingertips — to determine what’s credible, what’s relevant, and when it’s useful to
reference” (Anna Sabramowicz)®. Therefore, credibility, relevance and usefulness
are what our students are looking for and these can be accomplished in the academic
environment as long as they have an interest in developing activities that will enable
their willingness to discover, desire to become better and openness to further studies.
What I tried to present in this paper is just a very small part of what can be done with
the huge potential that LexTutor.ca has for business students in terms of developing
their business vocabulary. The paper provides specific examples of corpus-based
activities which can be easily integrated into everyday classroom practice depending
on the students’ needs, their level of proficiency in English, the available time and
their e-literacy. The activities that I suggested are flexible enough to be used for
groups of students with different proficiency levels (from intermediate to advanced
groups), giving each students, even to the quietest one a voice, due to the fact that
there might be created different (vocabulary) activities as self-study practice. In a
nutshell, there is abundant room for further research in the field of the unlimited
possibilities LexTutor.ca offers.
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Abstract: Al is widely regarded as a useful tool in language teaching. But is it merely a tool
or does is mark the beginning of a much bigger educational paradigm? What consequences
will this have for teachers and the process of language teaching? This paper attempts to reveal
the potential of some Al tools, their possible uses in the classroom, in order to reveal their
ground-breaking effects on education. Regarding the question about the consequences of
these technologies on language teaching, the reactions of key decision-makers were first
tracked using a qualitative analysis method based on several public documents from 2021 to
2025. The analysis shows that Al applications are already widely used in education across
Europe and that general guidelines have already been translated into specific courses of
action and implementation measures. With the help of these documents, the situation of Al-
supported language teaching at university level is explained and its prospects discussed. This
technology will undoubtedly bring radical changes to all areas of life, especially education.
These changes will affect the design of the learning process and the learning contents, as well
as the role of the teacher in Al-supported teaching.

Keywords: artificial intelligence, Al-tools, language learning, language teaching, Al-
guidelines.

Rezumat: Inteligenta artificiala este considerata pe scara largad un instrument util in predarea
limbilor strdine. Dar este ea doar un simplu instrument sau marcheazd inceputul unui
paradigme educationale mult mai ample? Ce consecinte va avea aceasta pentru profesori si
pentru procesul de predare a limbilor? Lucrarea de fatd incearca sa evidentieze potentialul
unor instrumente bazate pe inteligenta artificiala, posibilele lor utilizari in sala de clasa, cu
scopul de a arita efectele lor revolutionare asupra educatiei. In ceea ce priveste intrebarea
referitoare la consecintele acestor tehnologii asupra predarii limbilor, reactiile factorilor
decizionali importanti au fost urmarite printr-o analiza calitativd bazatd pe mai multe
documente publice din perioada 2021-2025. Analiza aratd ca aplicatiile de tip Al sunt deja
utilizate pe scard largd in educatia europeana si ca liniile directoare generale au fost deja
transpuse in actiuni concrete si masuri de implementare. Cu ajutorul acestor documente este
explicatd situatia predarii limbilor cu suport Al la nivel universitar si sunt discutate
perspectivele acesteia. Aceasta tehnologie va aduce, fard indoiala, schimbari radicale in toate
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domeniile vietii, in special in educatie. Aceste transformari vor afecta proiectarea procesului
de invatare si continuturile educationale, precum si rolul profesorului in predarea asistatd de
inteligenta artificiala.

Cuvinte-cheie: inteligenta artificiald, instrumente Al, invatarea limbilor, predarea limbilor,
linii directoare Al.

1. Einleitung

Kiinstliche Intelligenz (KI) ist bereits ein fester Bestandteil unseres Alltags
geworden. Bei einer einfachen Google-Suche ist das erste Suchergebnis, das man
bekommt eine durch KI generierte, d.h. durch einen Algoritmus erstellte Antwort.
Fast jede Smartphonfunktion wird KI gesteuert. Eine bewusste Nutzung von KI—
Tools erfordert eine tiefere Kenntnis iiber ihre Funktionsweise und ihr Potenzials,
thre Risiken und Einflussnahme auf das Menschsein. Wir sind schon dabei, unser
Leben mit einer anderen intelligenten Spezies teilen zu miissen: der denkenden
Maschine, die eine jahrhundertlange philosophische Tradition des ,,Cogito, ergo
sum* auf den Kopf stellt. Kein Wunder, dass das bedeutendste wissenschaftliche
Thema des Jahres 2024 generative KI wund ihre unterschiedlichen
Anwendungsmoglichkeiten war. KI hat das Potenzial, jede wissenschaftliche
Disziplin und die Art und Weise, wie wir Wissenscahft betreiben, zu veréndern
(WEF Report Juni 2024). Dass daurch das gesamte Bildungskonzept neu definiert
werden muss, ldsst sich leicht erahnen. Im Moment aber hinkt das gesamte
Bildungswesen - mit wenigen Ausnahmen- der Technik hinterher.

In der einschldgigen wissenschaftlichen Literatur werden KI-Anwendungen
allgemein als hilfreiche ,,Tools” oder Werkzeuge bezeichnet. Diese Bezeichnung
deutet darauf hin, wie KI betrachtet und eingesetzt wird. Es stellt sich jedoch die
Frage, ob es sich dabei nur um ein Tool handelt, beziehungsweise wie hochkomplex
dieses Tool zu werden droht, so dass schlieSlich schwer zu unterscheiden sein wird,
wer wen nutzt. Hat sich in den letzten Jahren die Perspektive auf KI-Tools verdndert?
Falls es zu einer Wahrmehmungsénderung gekommen ist, wird dieser in der
Bildungspolitik Rechnung getragen? Wie wird der Unterricht in Zukunft aussehen?
Und nicht zuletzt wird der Sprachunterricht iiberhaupt noch bestehen? Auf diese
Fragen wird im Folgenden eingegangen.

2. Methode

Mithilfe einer qualitativen Analysemethode werden 6ffentliche Dokumente
internationaler Institutionen und Organisationen, die im Bildungsbereich tétig sind
(UNESCO, OECD, Europidische Kommission) miteinander verglichen und gezielt
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auf die erwdhnten Fragestellungen untersucht. Bereits seit der Bejinger Konferenz
zum Thema ,,Planning education in the Al era: Lead the leap im Jahr 2019, also schon
vor der Ver6ffentlichung von ChatGPT am 30. November 2022 setzt man sich in der
Bildungspolitik intensiv mit dem Thema kiinstliche Intelligenz auseinander, obwohl
es aufgrund der rasanten Enwicklung der KI schwierig ist, die zukiinftige Bildung zu
planen. Wenn man bedenkt, dass sich die Rechenleistung seit 2021 alle 2 bis 3 Monate
verdoppelt (UNESCO, 2023 S.12) ist allein der Umfang dieser Entwicklung schwer
zu fassen, geschweige denn das kognitive Potenzial dieser Technologie.

3. KI Tools im Sprachunterricht

Natiirliche Sprachverarbeitung (Natural Language Processing - NLP), mit
deren Hilfe Computer in der Lage sind menschliche Sprache zu verstehen, zu
interpretieren und wiederzugeben, spielt eine Schliisselrolle in der Entwicklung der
KI. Obwohl die KI-Forschung der Informatik zugeordnet wird, ist sie inetrdisziplinér
und grenzt an unterschiedliche Disziplinen. DaF/DaZ ist deshalb auch iiberall dort
zu Hause, wo Sprache, Kommunikation oder Ubersetzung eine Rolle spielen
(Hoffmann & al.,, 2025, S.1). KI im DaF/DaZ-Kontext kann daher als
»interdisziplindren Schnittpunkt verschiedener Forschungszuginge auf Sprache‘
betrachtet werden (Ebd., S.1).

Eine Studie aus dem Jahr 2023 belegte, dass Sprachlernen die Nummer eins
bei der Nutzung der KI-Anwendungen im Bildungsbereich war. Die eingesetzten
Anwendungen betrafen Lesen, Vokabeltarinig, Ubersetzungen und Feedback fiir
schriftliche Aufgaben (vgl. Crompton-Burke, 2023). Im Bereich des Sprachlernens
haben sich Apps mit integrierten KI-Tools wie Duolingo, Talk Pal, Babbel, Rosetta
Stone oder Busuu als sehr erfolgreich erwiesen. Was den Sprachunterricht
anbelangt, so stehen hier den Lehrenden und Lernenden eine weitaus breitere Palette
von Anwendungen und Anwendungsmoglichkeiten zur Verfiigung. In den letzten
zwei bis drei Jahren kam es zu einer Marktiiberflutung mit KI-Tools; 2023 wurden
bereits 90 Apps per Tag gebaut (Digitalisation World News September 2024), was
die Suche nach dem besten oder das am besten passenden KI-Tool erschwert.

KI Tools im Sprachunterricht haben vielfaltige Anwendungsméglichkeiten
(siche dazu Abb.4). Unter anderem bicten siec eine exzellente Hilfe bei
Recherchearbeit und helfen Lehrern bei der Gestaltung des Unterrichts, indem sie
die Moglichkeit bieten, mafgeschneiderte Materialien damit zu erstellen. Erwdhnt
man KI-Tools, so wird hauptsichlich iiber ChatGPT diskutiert, weil durch die gro3e
Anzahl der Anwendungsmoglichkeiten und Verbreitung ChatGPT schon als
Standardtool gilt (dhnlich etwa verhilt es sich mit Google Gemini oder Claude
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Opus). Es gibt aber eine Vielzahl spezieller KI-Tools, die gezielt fiir bestimmte
Aktivititen gedacht wurden und sich bei Lernenden und Lehrenden einer
wachsenden Beliebtheit erfreuen. Trotz der Wahlschwierigkeiten werden hier im
Folgenden ein paar relevante KI-Tools erwéhnt, die sich sowohl im Sprachunterricht
als auch im Studium und Forschung als niitzlich erweisen konnen. Die angegebenen
KI-Tools sind kostenlos oder bedingt kostenlos verfiigbar, manche frei oder tiber
eine Kontoanmeldung zugénglich. Die Absicht dabei ist nicht diese Anwendungen
ins Detail zu analysieren, sondern einen Uberblick iiber ihr Potenzial zu verschaffen.

ChatPDF (https://www.chatpdf.com) ist ein in Deutschland entwickeltes
Tool, mit dem man lange oder vollstdndige Pdf-Dateien hochladen und analysiern
kann, indem man dem Text Fragen stellt, bzw. mit der Datei “chattet* (Abb. 1). Stellt
man eine Frage zum Dateitext (in der Abb. 1 lautete die Frage z.B. ,,Welche sind die
Konsequenzen fiir Lehrer im Sprachunterricht?‘) so findet dieses Tool sofort die
dazu entsprechenden Passsagen in der Datei. In diesem Sinne wird in der UNESCO-
Leitlinie 2023 den Lehrern empfohlen, pddagogische Strategien zu entwickeln,
Mehrsprachigkeit und Inklusivitit zu fordern, Sensibilisierung fiir ethische Aspekte
zu vermitteln, die menschliche Interaktion und Kreativitdt zu bewahren und nicht
zuletzt professionelle Weiterbildung im Al Lexikon zu besuchen. ChatPDF
funktioniert auch auf Deutsch und eignet sich zum schnellen Erfassen von
Textinhalten durch automatisch erstellte Zusammenfassungen oder schnelle Suche
von bestimmten Informationen in langen und komplexen Texten.

P ChotPDF [ | + Upload PDF D UNESCO 2023.pef - IR sicn
UNESCO 2023.pdf unesco I
Al and education pdf skills to effectively incorporate Genal tools into language
instruction, ensuring these tools support rather than hinder
Blickpunkt_KI-Monitor-2.pdf language proficiency and intercultural understanding
5. Maintaining Human Agency and Creativity: Teachers
B Folders should ensure that Al complements human interaction
= = rather than replacing it, preserving the development of
leamers: creatty, socil interaction, el rtal hinking
skills in language learning
5 Tools
In summary, foreign language teachers are expected to
© Al Scholar } O@ JPEE, actively quide students in critically engaging with GenAl,
®) T . o advocate for linguistic and cultural inclusivity in Al

Sign up for free to save you G applications, and develop their own competencies to

Q
chat history 43 2o effectively integrate Al tools while safeguarding the human-
. ﬁ . centered dimensions of language learning
- "
B / \l Fast  High quality
f
‘ .

Abb. 1 ChatPDF

Perplexity Al (https://www.perplexity.ai) ist ein sehr gutes Tool fiir die
Unterrichtsvorbereitung und zur Recherche (Abb.2). Perplexity Al erstellt Texte mit
Quellenangaben, wobei es mehrere Optionen zur Einschrinkung der
Quellenangaben gibt Man kann z.B. nur akademische Quellen einbeziehen. Das Tool

67


https://www.perplexity.ai/

TRANSVERSAL PERSPECTIVES IN EDUCATION. SKILLS FOR THE FUTURE

funktioniert jedoch nur fiir eine begrenzte Anzahl von Pdf-Dateien. Die Verarbeitund
groBerer Mengen von Dateien wird nur durch die kostenpflichige Version moglich.

[%] 0 Erstelle mir einen Text zum Thema Kl im Sprachunterricht. # R m
Entwicklungstendenzen und 6ffentliche Richtlinien.
5 # Answer «ts Sources 20 I Steps
Deutschstunde Portal sprachen.provinz.bz ake aks-sprachen sz Software Vergleich 20.
O Wie veréndert sich die Rolle Kinstliche Intelligenz im Einsatz von KI-Systemen im Mit KI Sprachen lernen
der L durch.. : Wie. i 2026 | So geht's effektiv
Home
@ Hier ist ein umfassender Text zum Thema Kinstliche Intelligenz (KI) im Sprachunterricht mit Fokus

auf Entwicklungstendenzen und 6ffentliche Richtlinien:

@ Kiinstliche Intelligenz (KI) hat im Sprachunterricht in den letzten Jahren einen tiefgreifenden
Wandel eingeleitet. Moderne Ki-gestitzte Lernsysteme erméglichen eine personalisierte, adaptive

und interaktive Lernumgebung, die sich an die individuellen Lernbediirfnisse und das Lerntempo

Abb. 2 Perplexity Al

Quillbot (https://quillbot.com) ist ein von Jugendlichen sehr beliebtes und
benutztes KlI-Tool, welches die Automatisierung im Texteverfassen und
Rechtschreibepriifung ermoglicht, indem es jede Korrektur erklért. Andere
Funktionen davon betreffen  Texteumschreibung, KI-Humanizer oder
Plagiatspriifung (Abb. 3)

m QuillBot

Hallo Mona Tripon. Woran arbeitest du heute?

@ Text umschreiben > 0 Rechtschreibprifung >

Erhéhe die Lesbarkeit Verbessere Fehler

@ Plagiatsprufung > Al-Detector >

Vermeide Plagiat Analysiere Text

@ Kl-Humanizer > @ Kl-Chat >

Vermenschliche Text Generiere Ideen

Abb. 3 Quillbot

Eine attraktive und hilfreiche Kategorie von KI-Tools sind diejenigen, die
sogenannten ,,visuals® integrieren, bzw. generieren. Erwdhnenswert wére hier
SlidesGPT (https://slidesgpt.com), ein Tool zum Erstellen von Pridsentationen.
Nach der Eingabe des Themas erstellt das Programm eine komplette Prasentation
und bietet in einer unteren Leiste auch Notizen und Rahmenerkldarungen dazu.
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Falls man grafische Darstellungen und Diagramme anhand eines eingegebenen
Textes erzeugen mochte, so eignet sich Napkin Al (https://www.napkin.ai) dafiir.
Das untere Bild iiber die Anwendungsmdglichkeiten von KI im Sprachunterricht
wurde mithilfe dieses Tools erstellt, indem eine Textdatei im Word-Format
hochgeladen wurde.

Kl-Anwendungen im Sprachunterricht

Personalisierte

Lernpfade Automatische
Individuelle Ubersetzung

Lernpléne basierend Kl-Tools erleichtern
auf den das Versténdnis

Bediirfnissen der
Lernenden

Chatbots

Verbesserter

mehrsprachiger
Ressourcen

Virtuelle Partner fir Sprachunterricht Kl bewertet
Gespréchsiibung Aufgaben und gibt
sofortiges Feedback
Spracherkennung Unterstutzung
Ki-Systeme fiir Lehrende

analysieren und
geben Feedback zur
Aussprache

KI-Tools helfen
Lehrern bei der

Erstellung und
Personalisierung von
Materialien

Abb. 4 KI-Anwendungen im Sprachunterricht (erstellt mit Napkin AI)

Attraktiv fiir den Unterricht sind auch Tools zur Bild- oder
Videogenerierung. Damit lassen sich anhand eines Prompts passende Abbildungen
fiir jede Unterrichtseinheit oder Handelssituation erstellen. Ein detailreiches Prompt
erhoht dabei die Wahrscheinlichkeit, das beabsichtigte Bild zu erhalten. Mittlerweile
gibt es viele KI Tools, die Bildgenerierung anbieten, die besten davon wie z.B.
Midjourney sind jedoch kostenpflichtig oder kostenlos nur begrenzt zugénglich. Frei
zugingliche Tools, die sich auszuprobieren lohnt sind Micorosoft Copilot, Gemini
Canvas oder Ideogram (https://ideogram.ai). Bildgenerierung ldsst sich im
Unterricht einfach integrieren, indem sie die klassischen Ubungen zur
Bildbeschreibung ersetzen kann. Man kann dabei sowohl das Verfassen eines
entsprechenden Prompts iiben, als auch das damit erzegte Bild beschreiben,
vergleichen, oder dariiber kommentieren. Die Abbildungen zeigen KI generierte
Bilder zum Thema ,,KI und beriihmte Zitate*.
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“10 be, or
not to be,
that is the |
\_question.’

The affairs of our lives have a
mysterious course
that cannot be

L calculated.

Abb.5 : KI-generiertes Bild aufgrund eines Prompts (links) und
aufgrund eines Zitats (rechts)

4. Konsequenzen fiir den Sprachunterricht

Nach einem einfachen Ausprobieren einger KI Tools haben sich sicherlich
viele Lehrer die Frage gestellt: Was nun? Diese Frage zersetzt mittlerweile nicht nur
das Bildungswesen weltweit, sondern die ganze Gesellschaft. Die
Lehrergemeinschaft hat sich in KI-Befiirworter und KI-Gegner gespalten. Es liegt
auf der Hand zu begreifen, dass KI -Tools die Arbeit eines Lehrers nicht nur
erleichtern, sondern nahezu ersetzen konnen.

Seit dem Erscheinen dieser Technologie setzen sich Forschungswelt und
offentliche Entscheidungstriger intensiv mit diesem Thema auseinander.
Organisationen wie UNESCO, OECD, die Europdische Kommision haben frith bzw.
nach der Beijing Konferenz im Jahr 2019 zum Thema KI in der Bildung das
disruptive Verdnderungspotential dieser Technologie erkannt und haben Hinweise in
Form von Richtlinien zusammengefasst, die sowohl auf das Potenzial, als auch auf
die verborgenen Gefahren dieser Technologie aufmerksam machten. Im Folgenden
werden oOffentliche Dokumente zu diesem Thema aus der Zeitspanne 2020-2025
unter folgenden Fragestellungen miteinander verglichen:

1. Wie haben sich die Offentlichen Richtlinien zum Thema  KlI-gestiitzte
Sprachlerntools im Hochschulwesen zwischen 2020 und 2025 entwickelt?

2. Wie verdndern Kl-gestiitzte Sprachlerntechnologien den Sprachunterricht auf
Hochschulniveau?
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3. Welche weiter Verdnderungen lassen sich im Kl-gestiitzten Sprachunterricht auf
Hochschulniveau voraussagen?

4.1. Offentliche Richtlienien: AI ist hier um zu bleiben

Vergleicht man die fritheren Dokumente dieser Organisationen bzw. aus der
Zeitspanne 2021-2023 mit den Ausgaben aus den letzten 2 Jahren, so fallen ein paar
wichtige Punkte auf. Die Dokumente bieten wichtige Rahmenbedingungen im
Umgang mit KI im Bildungswesen. Wahrend aber die UNESCO—Leitlinien aus dem
Jahr 2021 auf das Beachten wichtiger Grundsidtze wie Ethik, Transparenz und
Achtung der Menschenrechte im Umgang mit dieser Technologie aufmerksam
macht und zu einen menschenorientierten Ansatz ,human centred approach®
anregen, so werden im UNESCO-Dokument 2023 konkrete Malnahmen fiir zum
Einsatz der KI in der Bildung vorgeschlagen. Diese konkreten Empfehungen
betreffen einen sicheren Einsatz der KI Tools in Bezug auf Datenschutz,
akademische Ethik, Forderung der KI-Kompetenz unter Lernenden und Lehrer,
padagogische Anpassung und Fortbildung der Lehrer. Der KI-Handlungsraum wird
dabei klar umrissen und die strategischen Vorgehensweisen werden festgelegt.

Im Vergleich zu den erwdhnten Dokumenten aus den fritheren Jahren finden
sich ab 2024 Hinweise darauf, dass KI im Bildungssektor, bzw. an Universititen zum
bildungspolitischen Brennpunkt wurde. Eine dafiir relevante Studie ist der
GoStudent Future of Education Report 2025, der ganz konkrete MaBnahmen und
klare Strategien fiir die Neugestaltung des Kl-unterstiitzten Unterrichts enthilt. In
der Studie werden auBlerdem einheitliche, ethisch korrekte und klar umrissene
Einsatzformen der KI-Tools im Unterricht vorgeschlagen, was neue
Unterrichtsmethoden, neue Bewertungsmethoden, ein neues Curriculum mit
Einbeziehen des KI-Kompetenztrainings fiir Lehrende und Lernende einschlieft,
sowie auch ein Umdenken der Skills betrifft, die von nun an durch Bildung erzielt
werden miissen.

4.2. Kl-unterstiitzter Unterricht an Hochschulen und verinderte

Lehrerrolle

Vergleicht man dhnliche Dokumente aus dem deutschen Bildungssektor wie
,,KI an Hochschulen 2021 und ,,Blickpunkt KI Monitor 2024 so stellt man fest,
dass die Einfiihrung dieser Technologie dort schnell voranschreitet. Wahrend 2021
der Einsatz der KI- Technologien an deutschen Hochschulen in Bezug auf die
ethischen und rechtlichen Aspekte, Infrastuktur und interdisziplindre Nautr noch als
Herausforderung galt (KI an Hochschulen 2021, S. 7), so zeigt sich drei Jahre spéter
die Situation ziemlich zufriedenstellend: Gut die Hilfte der Lehrenden und
Studierenden nutzen KI-Tools, Hochschulleitungen sind sensibilisiert fiir KI und
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bereiten Maflnahmen zum Einsatz von KI in Studium und Lehre vor, folglich sind
deutsche Hochschulen insgesamt auf einem “guten Weg” in Richtung
Implementierung von KI in die Lehre (KI Monitor 2024, S. 5). Hierzulande liegt
keine entsprechende Studie vor, obwohl einzelne Universititen wie SNSPA,
Universitatea de Vest Timisoara, UTCN eigene Forschungen bzw. Umfragen zum
Thema durchfiihrten. Eine Studie groBeren Umfangs iiber die Auswirkung der KI-
Technologien wurde 2025 von der Vodafone Stiftung unternommen. Demzufolge
haben nur 54% der Schiiler in Ruménien den Eindruck, dass die Schule sie auf den
Einsatz dieser Technologien vorbereitet.

In vielen Publikationen wurde auf eine Verdnderung der Lehrerrolle im KI-
gestiitzten Unterricht verwiesen (Hartmann, 2021, 2024; Cigzka 2024; Strasser
2020). Was der Sprachunterricht anbelangt, so konnen hier Intelligente Tutoring
Systeme die Lehrerolle komplett ibernehmen, was zum einen Besorgnis erregend
erscheint, zum anderen aber auch neue Perspektiven eroffnet. Lehrer konnen sich
dabei auf iibergeordnete Denkaktivititen wie z.B. Forderung der Kreativitit, der
sozialen Werte, der Zusammenarbeit fokusiern. Viele Autoren sprechen in diesem
Zusammenhang von metakognitiven Féhigkeiten (vgl. Nerlicki, 2014 und Al in
Education, 2021). Im Sprachunterricht geht es nicht nur um Sprache, sondern um
die Entwicklung anderer Fahigkeiten wie kritisches Hinterfragen der Sprachoutputs,
Entwicklung der kritischen Medienkompetenz, Vermeiden von stereotypen
Darstellungen, Identifizieren der sogenannten Biase auf kultureller Ebene
(UNESCO 2023, S. 24-28). Mediation wird dabei eine immer wichtigere Rolle
spielen (Hartmann, 2024). Der Schwerpunkt sollte sowohl auf die Entwicklung der
Mehrsprachigkeit, als auch auf die Fihigkeit gelegt werden, KI-Produkte
verantwortungsvoll einzusetzen.

Die wichtigsten Aspekte, die sich aus daraus ergeben, betreffen erstens die
Notwendigkeit einer entsprechenden Schulung der Lehrer in Bezug auf den Einsatz
der KI-Tools im Unterricht und zweitens die entsprechende Schulung hinsichtlich
des Bewahrens eines menschenzentrierten Einsatzes, d.h. die Férderung der sozialen
und interkulturellen Kompetenz, die Forderung der Kreativitit (UNESCO 2023, S.
29) und das Bewahren menschlicher Interaktion (Ebd., S. 34).

4.3. Eine Verinderung der Perspektive im Sprachunterricht und nicht nur

In der letzten Ausgabe der OECD wird vorausgesagt, dass in relativ naher
Zukunft KI in der Lage sein wird, alle wissenschaftlichen Uberlegungen und
Problemlosungen auf einem Niveau durchzufiihren, das sowohl die
durchschnittliche als auch die fachliche Leistungsfahigkeit des Menschen iibertrifft
(OECD 2025, S.3). Allerdings werden Menschen bei der Ausfilhrung von
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Arbeitsaufgaben, die sich auf wissenschaftliches Denken und Problemlosen
konzentrieren, wirtschaftlich nicht mehr wettbewerbsfihig sein (Ebd., S. 3).
Angesichts einer derartigen Herausforderung stellt sich die Frage wie die Bildung
Menschen darauf vorzubereiten hat, um mit KI zu leben und zu arbeiten zu konnen?
Die Antwort lautet: indem man sich auf das konzentriert, was Menschen gut konnen
(UNESCO 2021, S. 26).

In einer Umfrage an der mehr als 10.000 Schiiler, Eltern und Lehrer aus
sechs europdischen Léndern teilnahmen, wurden anhand der Antworten die
Priorititen fiir die Bildung von morgen herausgearbeitet (GoStudent. Future of
Education Report 2025). Die drei wichtigsten Priorititen sind demnach das
Entwicklung der KI-Kompetenz, der Kompetenz in Cybersicherheit und das Férdern
von kritischem Denken (Go Student 2025, S. 16). Gefragt ist eine Curriculum
Reform, die aber nicht nur neue Bewertungsmethoden betrifft (z. B. durch
simulationsbasierte Bewertung oder digitales Portfolio), sondern auch das Fordern
von neuen Soft Skills wie Kommunikation, Stressmanagement, Kreativitit,
kritisches Denken und emotionale Intelligenz (Ebd., S. 41) in Sicht hat. All diese
sollten den Schillern und Studenten dazu verhelfen, eine {ibergeordnete
Metafdhigkeit zu erreichen, ndmlich emotionale Resilienz, die ihnen schlielich
psychische Gesundheit gewédhrleisten sollte (Ebd., S. 41). Stressbewéltigung wird
dabei als die wichtigste Lebenskompetenz angesehen.

Das formulierte Ziel, zumindest fiir die MINT Fécher ist es die Schiiler als
kompetente AuBlenstehende, ,,competent outsider” auszubilden, das heilit dass sie,
ohne Spezialisten in jedem wissenschaftlichen Bereich zu sein, die Fihigkeit
besitzen, wissenschaftliche Informationen zu verstehen, sich mit ihnen
auseinanderzusetzen und sie kritisch zu bewerten (OECD, 2025, S. 3).

Fremdsprachen gehdren zu den Themenbereichen, fiir diesich sowohl Eltern
als auch Lehrer und Schiiler Interesse zeigen. Das Fach Fremdsprachen steht in der
Umfrage an dritter Stelle nach der Enwicklung von Kompetenzen zur
Stressbewiltigung und Gesundheit&Fitness (Go for Students, 2025 S.15). Jedenfalls
hiangt das Interesse der Schiiler weniger vom Fachinhalt als von ihrem
Lieblingslehrer ab (Ebd., S. 11). Diese Erkenntnis bedeutet eine Chance fiir Lehrer
bestimmte Bildungsbereiche einzugehen, in denen KI-Tutoren ihre Unzulénglichkeit
erweisen. Das betrifft vor allem die erwidhnten Merkmale der emotinale Resillienz.

Zum anderen gehen bei der Auslagerung von Lernprozessen durch KI-Tools
oder KI-Tutoren inhaltliche Tiefe und eigenstidndiges Denken verloren. Aulerdem
werden Aspekte wie kollaboratives Lernen, gefiihrtes Entdecken und produktives
Scheitern ignoriert (UNESCO, 2023, S. 20). Es wurde herausgefunden, dass KI-
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Tools den geistigen Aufwand reduzieren, jedoch aber die Tiefe der
wissenschaftlichen Forschung der Studierenden beeintrachtigen (vgl. Stadtler &Co.,
2024). Eine sinvolle KI-Nutzung im Unterricht setzt die Fahigkeit der kritsche
Reflexion voraus. Lehrkréfte, die soft skills in den Unterricht integrieren werden,
einen menschenzentrierten Ansatz pflegen, emotionale intelligenz, kritisches
Denken, Kreativitdt und kulturelles Verstdndnis fordern, konnen in der Zukunft
einen sinnvollen Beitrag leisten.

5. Schlussfolgerungen

Kommt man auf die Titelfrage zuriick, ob die KI im Sprachunterricht einfach
nur ein Werkzeug ist, so ldsst sich diese Frage einfach beantworten. Die erwéhnten
Dokumente zeigen, dass KI-Tools die Bildung wesentlich verdndern werden und
psychologische Risiken sowie pédagogische Verantwortung mit sich bringen. KI
wird Lehrer nicht tiberfliissig machen (vgl. Strasser 2020, S.5), jedoch muss ihre
Funktion im Unterricht tberdacht werden. Sie werden eher als Mentoren,
Motivatoren oder Mediatoren fungieren.

KI ist sicherlich mehr als ein Werkzeug. Um den unkonventionellen
Professor und Philosophen Bayoy Akomolafé, zu zitieren, ist KI nicht nur ein
disruptives Tool, sondern der Katalysator fiir eine zivilisatorische Neuorientierung
(UNESCO 2025, S.20). KI wird Intelligenz neu definieren, unsere Vorstellungen
von Genialitdt zerstoren, neue Praktiken der Lesbarkeit fordern und unsere
Vorgehensweisen im Bildungswesen infrage stellen (Ebd., S. 21).
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Abstract: The writer and the metropolitan fit into worlds that are thoroughly ideal, as
idealism in its concentric form does not disturb, distort or jeopardize the attribute of
confessional devotion: “I will keep pace with measured time/ Even then in that now/ When I
fall asleep in the saddle/ With the dying stars behind me” Although many writers and
theologians have attempted to portray an all-encompassing facet of the soul, the sovereign
soul remains that inconspicuous thing that can hardly be appreciated under its variable or
unchanging banners and values. The present work even mentions the Darwinian concept at
the very beginning and implicitly its evolutionary factors, because some people, too driven
by reason, have imagined Father Anania's personality in a permanently sober and cold style
only in appearance: «All humanity is delirious, freedom has been reduced to slavery, tricks,
rules and crazy theories, scientists promise to discover and “perfect” God's creation of the
world, but so far they have only discovered the earthly hell [...].» Even the attainment of a
poetic kind of happiness is not, in fact, a basis that depends on a future ‘consequence of
virtue’, but only those beings endowed with this synergetic phenomenon happen to define
virtue in its fullest expression as a state of happiness that is peculiar to them and untouched,
unspectacular by anyone under different auspices.

Key words: portrait, free poet, translation, dependency, cosmic perspective

Rezumat: Scriitorul si mitropolitul se integreaza in lumi cu totul ideale, intrucat idealismul
in forma sa concentrica nu tulburd, nu distorsioneaza si nu pericliteaza atributul devotiunii
confesionale: ,,Voi tine pasul vremii masurate/ Chiar si atunci intr-un acel acum/ Cand
impietrit voi adormi in sa/ Cu stelele-asfintind In urma mea.” Desi multi scriitori si teologi
au Incercat sa redea o fatetd atotcuprinzatoare a sufletului, sufletul suveran raimane acel lucru
insesizabil, greu de apreciat sub stindardele si valorile sale variabile sau imuabile. Lucrarea
de fatd mentioneaza chiar la inceput conceptul darwinian si implicit factorii sdi evolutivi,
pentru ca unii, prea dominati de ratiune, si-au imaginat personalitatea Parintelui Anania intr-
un stil permanent sobru si rece, doar in aparenti: «Intreaga umanitate este deliranta,
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libertatea a fost redusa la sclavie, siretlicuri, reguli si teorii nebunesti, oamenii de stiinta
promit sd descopere si sa ,,perfectioneze” creatia lumii de catre Dumnezeu, dar pana acum n-
au descoperit decét iadul pamantesc [...].» Chiar si dobandirea unui tip poetic de fericire nu
este, de fapt, o baza ce depinde de o viitoare ,,consecintd a virtutii”, ci doar acele fiinte
inzestrate cu acest fenomen sinergic ajung sa defineascd virtutea in expresia ei deplind ca
stare de fericire proprie lor si neatinsa, nespectaculoasd pentru oricine, sub auspicii diferite.
Cuvinte-cheie: portret, poet liber, traducere, dependenta, perspectiva cosmica, prezentd
invariabila.

1. Einfiihrung in die poetische Stimmung von Valeriu Anania

Im weiteren Verlauf von Pater Ananias' weitreichender Reise wird es
moglich sein, diese erkundende oder sogar implizite Natur eines Charakters zu
bemerken, der zwischen den Pfaden des geliebten und des gescholtenen
Erdenbiirgers ,,hin und her schwankte”, wenn diese Variablen bis zum gegenwértigen
Zeitpunkt der Forschung gebracht wurden. Obwohl der Gefingnisfall im
vorangegangenen Kapitel sowohl als ,,Unschuldsvermutung” als auch als Fall
dargestellt und abgeschlossen wurde, gelang es Valeriu Anania, auch diesen Status
zu erfiillen, indem er dem Archetyp des Intellektuellen folgte, der zwischen einem
Hammer und einem Amboss gefangen ist, d.h. zwischen zwei Phédnomenen, die
immer schwierig zu verflechten sein werden, ndmlich zwischen Tradition und
Modernitét. Die wiirzige Zutat, die eine gewisse Vereinheitlichung zwischen den
beiden Komponenten herbeifiihrt, ist die Liebe oder die sentimentale
Selbstentdeckung.

Wenn wir die Vorzeichen und das Natiirliche auf den Bereich der Literatur
beziehen wiirden, dann konnte man deutlich hervorheben, dass beide Begriffe in
einen desakralisierenden und deformierenden Raum eingetreten sind, und einige der
Schriftsteller der ruménischen Literatur haben genug Sorgfalt darauf verwendet, dass
bestimmte episodische Sequenzen in den Romanen selber die wahre Facette oder
Version einer ruménischen Gesellschaft wiedergeben, die sich in einem schweren
Prozess des kontinuierlichen Ubergangs zu befinden schien, auch zum Zeitpunkt der
Abfassung dieser Arbeit. Eine andere kiinstliche Beziehung, die viele Nerven
erfordert, wie ein hitziges ,,Spiel” auf spanischem Boden, um in soliden Parametern
zu funktionieren und gleichzeitig bestimmte Zeichen der Befragung und
vorsichtigen Erhohung mit dem Willen des beteiligten oder unbewussten Lesers
sichtbar zu machen, wird durch die Antinomie Wissenschaft-Glaube dargestellt.

Sicherlich ist die Einmischung des Schauspielers Dorel Visan, des
Gesamtkiinstlers, der eine der beiden Valenzen nicht verdammt, eindeutig
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erforderlich, gerade weil sie zu neutralisierenden Begriffen werden, das heifit zu
zwei Wahrheiten desselben ,,Wirbelwinds”, die ,,entschliisselt” (Visan in Onesim,
2023, S. 524) werden, genauer gesagt, die von dem Schauspieler, Dichter, Prosaisten,
Essayisten und nicht zuletzt dem Philosophen aus Klausenburg wiedergegeben
werden.

Das vorliegende Werk erwéhnt sogar ganz am Anfang das Darwinsche
Konzept und implizit seine evolutioniren Faktoren, denn manche Menschen, die zu
sehr von der Vernunft getrieben sind, haben sich die Personlichkeit von Pater Anania
in einem permanent niichternen und kalten Stil nur dem Anschein nach so
vorgestellt: ,,Die ganze Menschheit ist im Delirium, die Freiheit ist zur Sklaverei
geworden, Tricks, Regeln und verriickte Theorien, die Wissenschaftler versprechen,
Gottes Schopfung der Welt zu entdecken und zu «vervollkommnen», aber bis jetzt
haben sie nur die irdische Holle entdeckt [...].” (Visan in Onesim et al., 2023, S. 524)

Selbst das Erreichen einer poetischen Art von Gliick ist in der Tat keine
Grundlage, die von einer zukiinftigen ,,Konsequenz der Tugend” abhingt, sondern
nur, dass Wesen, die mit diesem besonderen synergetischen Phénomen ausgestattet
sind, dazu kommen, die Tugend in ihrer vollsten Ausprigung als einen Zustand des
Gliicks zu definieren, der ihnen eigen und unberiihrt, unspektakuldr von
irgendjemandem unter verschiedenen Auspizien ist.

In einer Welt, die politisch von Abnormitét und einer anarchischen Ordnung
gepragt ist, wie ein guter Teil des Weges von Pater Anania, sind die bosen Taten die
der Starken und Tugendhaften, aber die gottlosen und verachtenswerten bleiben die
der Unterwiirfigen. Das Werk von Valeriu Anania richtet sich an jede Epoche oder
zum Beispiel an jede menschliche Typologie, nur neigt die Geschichte dazu, in
bestimmten Momenten andere Wahrheiten zu verzerren oder zu iibermitteln, die
nicht unbedingt mit der Realitét {ibereinstimmen und das Wesen so empfindlich
indoktrinieren, dass es nicht die beste Version werden kann.

Der von Valeriu Anania und dem gesamten panorthodoxen Phdnomen
aufgezeigte Weg erhellt einmal mehr die Tatsache, dass das Angebot eines Werkes
in der Jugend ohne Alter und dem Leben ohne Tod besteht. Durch den Zugang zu
Pater Ananias' Werk strebt der Leser stdndig danach, ein groBartiges Gebdude zu
werden, in dem, wenn schon nicht im Augenblick, so doch wenigstens teilweise Gott
wohnt. Arch. Mag. Dr. Teofil Tia erinnert an den Fall, der auf der evolutionéren
Ebene in einem ersten Abschnitt ,, Wir Menschen schitzen den Ort, an dem wir leben,
wohnen und uns ausruhen.

Der umgebende Ort bedingt unsere emotionalen Erfahrungen und «diktiert»
sogar unsere Stimmungen (Teofil, 2022, S. 5). Von der Jugend bis ins hohe Alter ist
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diese Umgebung Verdnderungen, Umgestaltungen, Ergénzungen, Verbesserungen
usw. unterworfen, denn wir wollen, dass sie belebend, erneuernd und von Frische
gepragt ist. Wir wollen, dass sie den Stempel unserer Personlichkeit trigt, dass sie
originell ist, dass sie uns widerspiegelt, dass sie uns Freude und innere Erfiillung
bringt.” (Teofil, 2022, SS. 5-6)

Fiir den Schriftsteller Valeriu Anania hat die Erkenntnis des Selbst bedeutet,
eine doppelte weltliche Hypostase zu durchlaufen, ndmlich die vorwiegend
doktrinire Zeit und das wissenschaftliche Zeitalter, das nichts anderes getan hat, als
,»die Menschheit und die Geschichte ihres Sinns zu berauben.” (Vigan in Onesim et.
al, 2023, S. 525)

Der Mensch oder das Ma@ aller Dinge scheint weit vom Sinn entfernt zu sein
und in die Zone eines kiinstlichen Lebensraums einzutreten, der von ihm selbst oder
vielmehr von seiner egozentrischen Seite geschaffenen Kulmination, die er in
seinem eigenen Vorzimmer deponiert, ohne sich gestort zu fiithlen, eingeschlossen
von einer Lawine, die das Menschliche zerstort und dem Géttlichen nicht geniigend
Raum l&sst.

Die Eroberung einer antichristlichen und anti-orthodoxen Welt scheint durch
diese einfache Weigerung, das Licht in seiner Absolutheit und in allem, was sich
verwirklicht, zu sehen, heftig an Raum und Zeit zu gewinnen, getragen von einer
Liebe, die fruchtbar und heiligend ist. Ohne den Gewissenskonflikt oder den
Moment der Dankbarkeit wird der Mensch zum Objekt, und zwar nicht einmal eines,
das durch die Geschichtsschreibung geweiht ist, sondern zu einem der Massen, aber
das Werk verlangt, storend zu sein, auf einer finalen Ebene zu erforschen und
gleichzeitig von jener mystischen Neugier belebt zu werden, die auch Friedrich
Nietzsche in der Keilschriftversion wiedergibt: ,,Wie viel Wahrheit hat Bestand, wie
viel Wahrheit wagt ein Geist? Das ist fiir mich immer mehr zum MafBstab der Werte
geworden. Irrtum (Glaube an das Ideal) ist nicht Blindheit, Irrtum ist Feigheit.”
(Nietzsche, 2012, SS. 6-7)

Das Werk zeugt von der Féahigkeit, das Wesen des Lesers iiber Nacht oder
dariiber hinaus zu erschiittern, denn keine Monographie ist konkreter und
kontextbezogener als diejenige, der es gelingt, die Intellektuellen in einer perfekten
und zugleich erfiillten Richtung zu bewegen oder zu mobilisieren. Bevor er die
Atmosphiére aufhellt, portritiert der Kiinstler und Schriftsteller Dorel Visan eine
sowohl kalte als auch warme ruménische Gesellschaft, die nach der groflen
Revolution gefallen und stark degradiert war, in der die Hoffnung eines Volkes auf
seine gewdhlten Vertreter dennoch bedeutsam und gleichzeitig bestimmend war,
ohne einen Moment zu vergessen, auf den alten Mihai Eminescu und das
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dramatische Werk Mira zu verweisen, in dem die Figur des Luca Arbore einen fast
halluzinatorischen Monolog hilt: ,,Wenn es keine Tugend mehr gibt, wenn es keine
Macht mehr gibt/ Die arme Tugend siehst du, wie sie auf den StraBlen zugrunde
geht.” (Andercau, S. 2021, S. 68)

Der Schriftsteller und der Metropolit fiigen sich in Welten ein, die durchaus
ideal sind, denn der Idealismus in seiner konzentrischen Form stort, verzerrt oder
gefdhrdet nicht das Attribut der konfessionellen Frommigkeit: ,,Ich werde mit der
gemessenen Zeit Schritt halten/ Auch dann in jenem Jetzt/ Wenn ich im Sattel
einschlafe/ Mit den sterbenden Sternen hinter mir.” (Visan, 2023, 525) Obwohl viele
Schriftsteller und Theologen versucht haben, eine allumfassende Facette der Seele
darzustellen, bleibt die Seele jenes unscheinbare Ding, das unter seinen variablen
oder unveranderlichen Bannern und Werten kaum zu schétzen ist. Die Fahigkeit, das
Portrit des Metropoliten Bartholomius Anania klar zu sehen, ist nicht zu iibersehen,
wenn man bedenkt, dass er die literarische und theologische Welt seit etwa einem
Jahrhundert mit seiner Existenz und seinem Schaffen erfreut.

Diese falsche und sogar versuchte Rolle, formuliert unter einem Schirm, der
den Stempel einer vermeintlichen Ausstrahlung trigt, demonstriert nicht umsonst,
aber sehr vertikal das Auftauchen von Dichtern, die sich mit Lyrik oder poetischen
Phianomenen iiberhaupt nicht auskennen oder einfiihlen kdnnen.

Die Worte des Dichters Valeriu Anania hatten das Gliick und die Gnade
konstanter Kldnge, von Stimmen, die aus dem Inneren diktiert wurden, und von
Geistern, die es nicht erwarten konnten, in einem Stil herauszukommen, der vollig
beschworend und vollmundig war, ein Vorgeschmack auf den Himmel. Die
Ubersetzerin und Linguistin Carmen Ardelean selbst hilt es fiir notwendig zu
betonen, dass die Ubersetzung bestimmter poetischer Strukturen, die in Versen
formuliert sind, sicherlich die anstrengendste Aufgabe fiir einen Ubersetzer oder
Linguisten gleich welcher Art oder Sprache ist. Diese Form der Transkreation wird
auch als kulturelle Anpassungsleistung bezeichnet (Ardelean, 2016, SS. 126-127).

Es liegt auf der Hand, dass Valeriu Anania seine Rolle als freier Dichter und
freier Schriftsteller gerade deshalb verdient hat, weil der literarische Ausdruck, der
in einem so bewussten und extravaganten Stil ausgeiibt wird, dem Ubersetzer mehr
Vertrauen und Geschmack verleiht. Der renommierte Ubersetzer Adrian Sihlean
hingegen, ein Férderer und prominenter Ubersetzer von Eminescus Werken, der sich
fiir eine lange Reise in die Vereinigten Staaten niedergelassen hat, versteht das
poetische und musikalische Phdnomen nicht nur in Bezug auf die Bedeutung und
den Reim, sondern auch in Bezug auf den Betonungsgrad.
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2. Traditionelle und moderne Methoden aus der Poesie des Hierarchen

Die poetische Sensibilitidt des Hohen Hierarchen iiberschritt in bestimmten
Momenten die Grenzen des Unaussprechlichen, gerade weil der melancholische
Zustand die Angst und den intensiven Wunsch zu schreiben forderte, ausgehend von
den Zeilen: ,,Der Dichter geht getotet durch das Weil der Nacht/ durch die Kélte und
die Leere.” (Visan in Onesim et. al., 2022, S. 526). Die meisten der aufgeklarten
Kopfe, die das ruménische Volk mit Gottes Hilfe dem ruménischen Volk geschenkt
hat, befanden sich in einem ganz dhnlichen Zustand, damit es fiir die kommenden
Generationen Freude, Frieden und Gliick geben méoge.

Valeriu Anania hat sowohl die Kilte als auch die Stille nicht als negative,
schicksalhafte, todbringende Instrumente wahrgenommen, sondern er hat sie im
Gegenteil metamorphosiert und ihnen einen forschenden Sinn des Seins gegeben.
Durch die vorsichtige, innerliche und sogar gemeinsame Erforschung dieses
Seinsgefiihls erreichte der Dichter den Zustand der ,,gewdhlten Aneignung”, von
dem Dorel Visan auf der textlichen und intertextuellen Ebene spricht, die auch den
Leser dazu bringt, das, was noch als gegeben oder urséchlich bezeichnet wird, zu
erfassen und natiirlich zu empfangen, und der Akteur nimmt eine kritische Haltung
ein, wobei er diesmal den Geist von Grigore Vieru heraufbeschwdrt, der in der
gefiihlvollen und lyrischen Version von Vater Anania allgegenwirtig ist: ,,.Der
Dichter Bartholoméus — bemerkte der Dichter, der uns am Herzen liegt, Grigore
Vieru - ist ein Schopfer neuer Werte, die er in der Wirklichkeit noch nicht gefunden
hat. Seine Poesie 6ffnet Wege. Sie macht die Tat moglich und erhellt den Weg zur
Erkenntnis und zur Freiheit von der Erbsiinde. Seine Eminenz Bartholoméus
Ananias hat verstanden, dass der Sieg der Dichter, die Zukunft gegenwirtig zu
machen und sich durch ihr Leid Gott zu ndhern, diese von zu viel Hass und Dekadenz
geschwirzte Erde erhellt.” (Visan in Onesim et al., 2022, S. 526)

Es ist keine Kleinigkeit fiir die Poesie, den Leser aus den Fesseln zu 16sen
oder ihn in einen Raum zu versetzen, der frei ist von jenem Ballast, der Last der
Stinde, die an sich so natiirlich und normal ist. Zur Selbstfindung braucht der Mensch
die teuflische Liebe, die Nihe und die entstehende Ganzheit, denn nur so spielt die
Empathie auf dem Schachbrett mit, sie allein ist der einzige rechtméBige Sieger.

Der Dichter hat in der Tat gegen das Schicksal gekdmpft, er hat sich ihm
entgegengestellt, er hat hinter den Toren eines Damaskus, das darauf wartet, fiir die
Menschheit gedffnet zu werden, einen einzelnen Mann gesehen, der bereit ist, ein
Meer von Geistern unter seinen Armen zu umarmen, und zwar nicht irgendwelche
Geister oder durstige Miinder, sondern echte diistere Gesichter, die auf wenigstens
einen Tropfen der himmlischen Farbe warten.
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Metropolit Bartholomédus erlangte in den Augen aller eine phantastische
Wirkung, und es war sicher kein Zufall, dass er in der Verwaltung das Lowenbanner
bzw. in der Messe die Lammkrone trug, wenn wir uns an einer Paraphrase des
Patriarchen Justinian Marina orientieren, aber gleichzeitig eine Erwdhnung des
damaligen Mitarbeiters und Kulturberaters der Erzdidzese Klausenburg (1999-
2012), im Namen von Pater Mag. Dr. Stefan lloaie. Tatsdchlich wurde der
Metropolit und Schriftsteller selbst zu einer {iberlegenen Version im Glauben und in
den Gefiihlen und schaffte es so, seinen Mentor, Patriarch Justinian Marina, zu
tiberschreiten.

Die Antwort auf gesellschaftliche Phanomene wie Abtreibung, Korruption,
Selbstmord, Drogensucht und viele andere Abhingigkeiten, die den Korper, aber vor
allem die Seele zerstoren, war eine brennende Phantasie durch Verse, das Ego
schaffte es so, sich selbst zu beschreiben und gleichzeitig zu erkennen, in Bezug auf
eine vollig verfallene Gesellschaft, ohne konkrete Moglichkeiten der Entfremdung
oder des intellektuellen Trostes: ,,Statt in Butter zu tauchen/ und die Erde zu
betrachten,/ besser in Salz zu tauchen/ und die Sonne zu betrachten.” (Iloaie, 2023,
S. 541) Die Perspektive der kosmischen Elemente bestimmt die periphrastische
Positionierung des Dichters Valeriu Anania, die ihm automatisch einen Status in der
Gestalt von Lucian Blaga verleiht, voller Unruhe und einem klaren kreativen
Wunsch.

Die poetische Annahme wird durch ein intensives Fegefeuer verwirklicht,
das der Lyriker bereits in vollem Alter im Kloster Piatra Fantanele (Juli 2010) gefiihlt
und geschérft hat, wo er sanft die fientalische Transposition bemerkt, keine einfache,
sondern eine, die in jeder Pore gefiihlt wird, sogar superlativ im Tihuta-Pass: ,,Es ist
so schon, dass, wenn du hier stirbst, du nicht einmal weif3t, wann du in den Himmel
kommst; du gehst von einem Himmel zum anderen Himmel.” (Visan in Onesim et
al., 2022, S. 526) Man kann die Unzulidnglichkeiten eines Schriftstellers mit tiefen
Beweggriinden erkennen, die sorgfiltig aus der Vorbliite der Menschheit gepfliickt
wurden.

Von diesem Standpunkt aus betrachtet, lie sich das Ego nicht von der Welt
und dieser stillschweigenden, gefliisterten Schwingung tiberzeugen, sondern ging im
Gegenteil liber die menschliche Existenzfahigkeit hinaus, die wiederum in derselben
Form allgegenwdrtig ist: ,,Als Mensch zu existieren bedeutet von vornherein, einen
Abstand zum Unmittelbaren zu finden, indem man sich im Geheimnis verortet. Das
Unmittelbare existiert fiir den Menschen nur, um tiberwunden zu werden. Das
Unmittelbare existiert fiir den Menschen nur als Durchgang. Als Symptom von etwas
anderem, als Zeichen von etwas Jenseitigem.” (Andercau, 2021, S. 65).
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Die Ubertragung des Denkens und Fiihlens in ein Paralleluniversum
bedeutet eine gro3e Frontalitidt mit Raum und Zeit, die beide im rein biblischen Gott
nicht existieren, dem einzigen, der den Geist durch verschiedene Mittel und Wege in
seine Welt rufen kann, die auf ideale und konzentrische Weise fiir Menschen mit
gottlichem Streben gestaltet ist. Im Sinne des Archetyps von Lucian Blaga ist Valeriu
Anania mit dieser privilegierten Position in Berithrung gekommen, die in der Tat
auch ihre eigenen Konsequenzen hat: ,,Wenn du dein ganzes Wesen kennst, in seiner
Tiefe, dann kannst du ein wahres, starkes, solides, fruchtbares Leben aufbauen! Und
am Ende deines Lebens wirst du dich — in Frieden — dem Reich Gottes ndhern
konnen, mit dem Gedanken, dass du deine Mission erfiillt und wirklich das Leben
gelebt hast, das dazu bestimmt war, gelebt zu werden, und das eins ist!” (Iloaie in
Onesim et al., 2023, S. 546).

Durch die Berufung auf das intrinsische Wissen widmet sich der Dichter
Valeriu Anania unbewusst und sogar diskret einem Schicksal, das die
Vervollstindigung des Selbst mit einem weiteren Uberschuss, frisch aus der Sphére
der Intimitat gepfliickt, impliziert. Nicht zufallig fiihlt Lucian Blaga das Bediirfnis,
durch die Tatsache zu ergidnzen, dass der Mensch als Wesen sich an der Grenze
stdndiger Entdeckungen und Permutationen befindet, nur dass der Unterschied in
den folgenden Etappen liegt, die es zu durchlaufen gilt und die ins auch zu einem
grenzenlosen Schopfer machen: ,.Durch seine Offenbarungsversuche wird der
Mensch zum Schopfer, und zwar zum Schopfer der Kultur im Allgemeinen.”
(Andercau, 2021, SS. 65-66).

Der Glaube an das Geheimnis und die Offenbarung scheint eine komplizierte
Ubung zu sein, die gleichzeitig ausgefiihrt werden muss, aber Blaga vergisst nicht,
die Beziehung der beiden verklirenden Formen zu erwihnen, die verstanden und
nicht zuletzt akzeptiert werden muss. Mit anderen Worten, die ,,Existenz im Horizont
des Geheimnisses und im Hinblick auf die Offenbarung” ist ein wesentliches Datum,
das fiir den Menschen so niitzlich und notwendig ist, dem letztlich nicht weniger als
zwel Wege oder Moglichkeiten der Offenbarung angeboten werden, namlich Akte
der Erkenntnis und Akte der Verklarung.

Die von Lucian Blaga aufgezeigte Bedingung ist nichts anderes als eine
klare Formulierung im Traum und in der Erfiillung der essentiellen menschlichen
Bedingung: ,,Um Kulturschdpfer zu sein, muss der Mensch nichts anderes sein als
der Mensch, [...] ein Wesen, das einer in seine Struktur eingeschriebenen
Bestimmung folgt.” (Andercau, 2021, SS. 65-66). Das heifit, der schopferische Akt
ist mit Opfern verbunden, bis hin zum vollstindigen Verzicht auf die eigene
Personlichkeit oder zum Vergessen und Verdndern der eigenen menschlichen
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Version. Der Philosoph, Dramatiker und Ubersetzer Lucian Blaga vertritt in seinem
Werk unter anderem die Ansicht, dass der schopferische Akt in der menschlichen
Seelenstruktur angelegt ist und dass er nicht sofort und auf einem einfachen Weg
oder einer einfachen Losung geschieht: ,,Die Schaffung von Kultur erfordert
manchmal grofle Opfer: Sie totet und verwiistet. Die Schopfung hat ihr eigenes
Brennen.” (Andercau, 2021, S. 66) Diese Art der Verwiistung oder des Riickzugs des
Selbst betrifft sowohl den Schopfer als auch die Wesen oder Objekte in seiner Nihe,
wie der Philosoph Blaga zugeben wiirde: ,,Diese Leidenschaft, die von anderswo im
Menschen her kommt, ist ein Feuer, das den Angehorigen und den Trager verzehrt.
Und sie ist eine Strafe und ein Fluch.” (Andercau, 2021, S. 65).

Der Mythos des Opfers ldsst sich am besten im Bereich der volkstiimlichen
Schopfung erforschen, wo beide Stile von Valeriu Anania und Lucian Blaga
weiterhin durch balladeske Schriften aufgewertet wurden, jedoch mit einem
ausreichend authentischen Einschlag, ohne dass es zu verschiedenen ausldndischen
Einfliissen oder Ubergriffen kam. Obwohl der Mythos des Meisters Manole in der
ruménischen Literatur sehr umstritten ist, passt er nach Ansicht des Kritikers George
Cilinescu als Typologie in den ,,dsthetischen Mythos, der unsere Vorstellung von der
Schopfung, die das Ergebnis des Leidens darstellt.” (Andercau, 2021, S. 66) Mircea
Eliade wiirde schlieBlich sogar zu einer Hyperbolisierung kommen, die den
Schlussfolgerungen des Werks Von Zalmoxe bis Dschingis Khan folgt.

Damit der Mythos mit der Ballade koexistieren kann, miissen beide
Elemente von einem Opfer begleitet werden, sogar mit einer blutigen und
fruchtbaren Chromatik im Hintergrund wie ein Schrei in das Unendliche.
Insbesondere das Opfer stellt diese Ubertragung der Seele dar, und sie kann nicht
allein durch einen gewaltsamen Tod vollzogen werden, ohne dass andere Dritte an
der Gleichung beteiligt sind. Die Episodenfigur des Abtes Bogumil tritt an einer
Stelle im Theaterstiick von Blaga ins Licht: ,,Die Seele eines Mannes, der in die
Mauer eingebaut ist, wiirde die Klosteranlage fiir immer und ewig zusammenhalten.”
(Andercau, 2021, S. 65).

Unter diesem Gesichtspunkt nimmt Valeriu Anania in seiner Schrift einen
Vorschlag auf, der von den Handwerkern sogar unterbreitet wurde, und kein anderer
als Manole, der Handwerker, bringt es auf eine angrenzende und ausdriickliche
Weise zum Ausdruck: ,,Wir werden nicht in der Lage sein, die Schonheit zu beenden,
es sei denn, wir beenden in ihr ein Verlangen!” (Andercau, 2021, S. 68). Valeriu
Anania verwirklicht diese Aussage auf eine besondere Art und Weise, gerade weil er
ihre Wurzeln im Bereich der Kosmogonie findet. Mircea Eliade hat hier mit einer
gewissen Flexibilitit eingegriffen, denn diese Mythen basieren auf dem Grundsatz
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der Erschaffung des Universums durch die systematische Totung eines grofen
Giganten. Der Akt und der Versuch der Gewalt erfiillen eine stirkende Rolle fiir die
materielle und sogar geistige Weiterentwicklung.

Der Akt und der Versuch der Gewalt erfiillen eine stirkende Rolle fiir die
materielle und sogar geistige Evolution. Nicht zuletzt appelliert der gegenwértige
Akt des Opfers an den Schopfer und richtet sich gegen ihn. Indem er dem Prinzip
des Natiirlichen folgt, bleibt der Schopfer stindigen, offensichtlichen und konstanten
Umwiélzungen und Verschleppungen unterworfen, aber nicht einmal ein modernes
Mittel der kiinstlichen Intelligenz konnte ihn ersetzen, gerade um ihn in einer
permanenten Anspannung zu halten. Nicht zuletzt appelliert der gegenwartige Akt
des Opfers an den Schdpfer und richtet sich gegen ihn. Indem er dem Prinzip des
Natiirlichen folgt, bleibt der Schopfer stidndigen, offensichtlichen und konstanten
Umwiélzungen und Verschleppungen unterworfen, aber nicht einmal ein modernes
Mittel der kiinstlichen Intelligenz konnte ihn ersetzen, gerade um ihn in einer
permanenten Anspannung zu halten.

Die Haltung des kleinen Kiinstlers gegeniiber dem absoluten Schopfer
funktioniert aufgrund von Antinomien, die mit dem herkdmmlichen Verstand nur
schwer zu erfassen und gleichzeitig zu quantifizieren sind, vielleicht auch wegen
dieser Hiirden, die an der Grenze zwischen dem Lustigen/Tragischen und dem
Grandiosen/Majestétischen liegen. Valeriu Anania verwendet einen interessanten
und zugleich zutreffenden Ausdruck, ndmlich im Tandem mit dem rastlosen
Schopfer, fiir den es weder Ruhe noch Frieden gibt. Sie sind in der Tat die ,, Taucher
des Geheimnisses”, d.h. jene Schopfer, die das Leiden mit dem Kampf verbinden,
mit dem Aufruhr oder dem Schrei des Bergmanns im Tal, der nach Antworten und
greifbaren Zeichen sucht, die nicht unter dem Staub und dem Aufruhr der Geschichte
verborgen sind.

Auch die Gedichte von Valeriu Ananiania funktionieren und konvergieren
auf der empathischen Ebene, gerade durch das Prisma der Gegeniiberstellung und
des Wissens, das immer wieder darauf wartet, an die Oberfliche zu kommen und
sich zu vervielféltigen, ohne von dem dicken Bibliotheksstaub verborgen zu werden,
wie es in dem Gedicht Wir, die Aussdtzigen Sdinger heil3t: ,,Von inneren Wunden
verzehrt, gehen wir durch die Zeiten” oder in dem Gedicht mit dem Titel Kranke
Sédnger taucht das Motiv des Kreuztragens und der Kreuzannahme auf, obwohl es
nicht als solches erwihnt und beschworen wird: ,,Durch Leiden, von einem Ort zum
anderen, durch Verbrennungen/ tragen wir unsere zweifelnde Natur.” (Andercau,
2021, S. 67).
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Die vergleichende und relationale Ebene, d.h. zwischen einem in Prosa und
einem in Versen wiedergegebenen Text, wird gerade deshalb durchgefiihrt, weil das
Theater von Blag, wie die von Valeriu Anania gewéhlte Komposition, seit seinen
Anfingen ein ,,poetisches Theater” geblieben ist und sich somit als Poesie etablieren
konnte. Nach Ansicht von Eugen Todoran ist es im Gegenteil eine Medizin, nach der
jeder Dichter durch Selbstfindung und Selbstdefinition strebt:

,Das Drama des Menschen, der von der Leidenschaft des Schonen ergriffen
ist, nimmt die Form der Poesie im authentischsten Geist der volkstiimlichen
Tradition an, in der der Mythos einer der dltesten Versuche ist, das Geheimnis zu
enthiillen, indem er den menschlichen Gehalt der historischen Fakten bereichert.”
(Todoran, 1985, S. 98).

Das Werk von Blaga bietet eine Perspektive des Lebens und des Wohnens,
die nicht nur intensiv, sondern auch innerlich ist, wodurch der Mensch eine andere
Dimension einer kosmogonischen Ordnung annimmt, ,,die von demjenigen als
Realitdt empfunden wird, der sich in den Mittelpunkt der Welt hinein versetzt und
die ganze Welt zum Schauplatz seines eigenen Dramas macht.” (Todoran, 1985, S.
99) Die Unbekiimmertheit wird zu einem auffilligen Gefiihl, das genau darauf
ausgerichtet ist, die schidliche Leidenschaft durch die vielfaltigen Valenzen oder
Eigenschaften der Schonheit, die das Verlangen nach dem Geheimnis und der
Schaffung eines intimen Rahmens vertiefen, auszuldschen oder zu lindern. In dem
Gedicht mit dem Titel Quartett von Lucian Blaga gibt es ein Drama, das im Inneren
des Wesens auftaucht und dazu neigt, stindig an ihm zu nagen.

In der Tat bleibt der zentrale Plan, der sich herauskristallisiert, der des
Poetischen und des Spektakuldren, eine Paarung, die hypothetisch und prégnant die
Tatsache bezeugt, dass ,,kein Leiden so grof} ist,/ dass es nicht zu einem Lied wird.”
(Todoran, 1985, S. 98)

Es gibt also keinen klareren und offensichtlicheren Beweis dafiir, dass die
Poesie harmonisch mit den darstellenden Kiinsten verschmelzen kann, auch wenn
die Poesie sowohl bei Valeriu Anania als auch bei Lucian Blaga mit einer besonderen
Egozentrik traditionalistischer Art einhergeht. Die poetische Ebene, die von diesen
beiden Ikonen der ruménischen Literatur eingefiihrt wurde, ist auch eine
Erweiterung der Gedanken und telegrafischen Schriften von Sebastian Stanca (1878-
1947), der nicht nur ein Kleriker, sondern auch ein Gelehrter aus dem Miihlbach
(Sebes) der Vergangenheit war, wiahrend der gesamten Zeit des Modernismus.

Zu den besonderen Qualititen des Priesters und Gelehrten gehorte seine
Féhigkeit, historische Ereignisse aufzuzeichnen und festzuhalten, die unmittelbar
nach dem Erscheinen der Budapester Abendstern- Zeitschrift in Textform
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niedergeschrieben wurden. Seine unablédssige Verbindung mit der Generation der
Abendstern- Zeitschrift weiht ihn als einen wahren Gedenkkiinstler des Ersten
Weltkriegs ein, zu dem noch seine mehrfache Zusammenarbeit mit der
Veréffentlichung namens Theologische Rundschau hinzuzufiigen ist, ein Zeichen,
das seine Qualitit als Forscher der orthodoxen Kirche von Miihlbach verstarkt. Das
Schicksal scheint sich mit dem von Valeriu Anania zu decken, denn die ersten
Versuche stammen aus der frithen Kindheit, und viele seiner Werke, darunter auch
die von Sebastian Stanca, sind vor den Augen eines grofSen Lesepublikums
unaufgezeichnet oder unausgewertet geblieben. Im Falle des Dichters aus Miihlbach
wurden jedoch einige seiner Werke in der Geheimgesellschaft George Cosbuc
gelesen, einer von Sebastian Stanca zusammen mit einigen Kollegen des
Gymnasiums in Kronstadt initiierten Versammlung.

Der Literaturzirkel der Seminaristen in Hermannstadt wird Sebastian Stanca
die Tiiren zu einer rebellischen Seite der Lyrik 6ffnen, ndmlich der Erotik oder der
Erotik der Liebe, die er als furchtbar schwierig empfindet. Nachdem er diesem
Literaturkreis beigetreten war, erschienen seine ersten drei erotischen Werke mit den
Titeln Gute Nacht, Erinnerungsstiick und Auf ihrem Album, eines nach dem anderen.

3. Diskussionspunkte. Der Charakter der Lyrik und ihre

interdisziplinire Dimension

Die Lyrik ist mit der des Hohen Bartholomius gleichzusetzen, gerade weil
Sebastian Stanca einer der Forderer des Bildes, der visuellen und frontalen
Versifikation bleibt, wie der Kritiker Alexandru Cistelecan in verschiedenen
Interviews in lokalen Sendern in Targu Mures anldsslich ebenso bedeutender
Ereignisse erinnerte, ndmlich die Tatsache, dass die Poesie und die Literatur im
Allgemeinen einen erkundenden und iiberzeugenden Faktor braucht, wenn es um die
erotische Seite geht, wobei diese Elemente, wenn moglich, intensiv auf den Wunsch
ausgerichtet sein sollten, Zeit in Intimitdt und Melancholie mit dem vom Dichter,
Dramatiker oder Prosaschriftsteller evozierten Beispiel zu verbringen.

Auf der Ebene des Imagindren zeigt Radu Stanca jedoch eine grof3e
Frivolitdt durch einen schiichternen, zuweilen verspielten Charakter, der bei der
Formulierung von Epitheta, die in seiner Ansprache Angst und Emotionen
ausdriicken, jene Unbeholfenheit an den Tag legt, die manchmal sogar zuléssig ist,
weil er in den Augen seiner Geliebten eine Rolle zuweist, die durchaus attraktiv, aber
gleichzeitig auch komisch ist: ,,Du bist jetzt ein kleines Kind, gliicklich, 1dchelnd,/
Unbeschwert auf dem Weg deiner Lebensneuheit,/ Die stiirmische Welle des Lebens,
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die dich in der Zukunft erwartet,/ Kannst du noch nicht verstehen...” (Feier, 2021, S.
100).

Obwohl spielerisch, latent mit einer neckischen Sanftheit in der
Versifikation, ist die auktoriale Erzéhlinstanz letztlich auch ein ausreichendes Mittel
der stidndigen Fiirsorge, der begleitenden Erziehung neben einer Liebe, die es nicht
nur schwer hat, sondern fiir die er ein Wegweiser im stiirmischen Meer des Lebens
sein will. Im ersten Gedichtzyklus mit dem Titel Musa tritt der Dichter mit dem
Gedicht Entschluss auf, wo er sich in die Meditation vertieft und die Sehnsucht und
das Streben nach der ersten Liebe verscharft.

Wie man sieht, hat bei Valeriu Anania der frivole Faktor der erotischen Lyrik
einen eher unschuldigen, anspruchslosen Charakter angenommen. Der Dichter selbst
wird zu jener Gestalt, die das Bediirfnis nach miitterlicher Verbundenheit verspiirt,
ein erhabenes und seltenes Gefiihl fiir einen Vater, der seine Aufgabe oft nicht in
vollem Umfang wahrnimmt, aber diesmal bietet der Dichter Valeriu Anania beiden
Figuren hochste Gleichberechtigung, und das Gedicht mit dem Titel Einschlaflied
stellt die zentrale Rolle der Mutter wieder her, die auch von einem metamorphen
Selbst in voller Askese und Harmonie libernommen werden kann: ,,Wiegenlied,
Wiegenlied, Sehnsuchtskind,/ Frucht der vorigen Stunde,/ herabgestiegen aus dem
schweren Alter/ Gast meiner Wiege,/ schlaf wie kein Kiiken,/ ist besser in seiner
Schauseite,/ noch der Saugling der Tigerin,/ noch der mutterlose Kéfer./ Mach deinen
Tag/ so lang wie immer/ ohne zu ahnen, ohne zu wissen/ dass in einem Biischel
Basilikum/ Flammen und Blitze erblithen.” (Anania, 2010, S. 145).

Das Thema der Transhumanz folgt bei beiden Dichtern einem einheitlichen
Zyklus. Im Fall von Radu Stanca ist das Gedicht Der Schdifer jedoch eine
Umgestaltung und sogar eine musikalische Wiederholung der deutschen Version, die
der Sprachwissenschaftler, Dichter, Jurist und Politiker Johann Ludwig Uhland
vortrug. Der Dichter aus Miihlbach wird von Pater Nicolae Feier, einem Ubersetzer
von groBem Schwung, prignant in seiner Wortwahl, ,,der Reife in Ubersetzung,
Ausdruck und Stil beweist.” (Feier, 2021, S. 100).

Obwohl die Geschichte selbst ein idyllisches Szenario durch das Phdnomen
des Verliebtseins, das Entfachen eines Funkens zwischen dem Burgmédchen und
einem Hirten darstellt, bleibt es ein unerfillter Traum und unendlich schwer zu
erreichen. Die Idylle folgt selbst dem Ziel der Jugendliebe, die in diesem Fall nicht
von Dauer, sondern nur fliichtig ist und sich in den einfachen Nervenkitzel des
Augenblicks und die Welle der Jugend verwandelt. Der Schriftsteller Valeriu Anania
hat bei vielen Gelegenheiten, dhnlich wie Eminescu, das Gefiihl der Sehnsucht im
Superlativ beschrieben, das von der Sattigung, der offensichtlichen Liebe zur Heimat
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und der Opferbereitschaft zeugt, bis hin zu den letzten Trdnen, die auf den feurigen
Wangen zuriickbleiben, die vom Regen, dem Wind oder den mithsamen Hénden des
Bauern geschlagen werden. Andererseits respektiert das Gedicht Sehnsucht die
hohen Proportionen dieses Gefiihls durch die Vielfalt der Reime und gleichzeitig
durch die Musikalitét des Verses, und der Faden der Geschichte oder stillschweigend
der Legende hat ,eine gut gegliederte Struktur zwischen den Asterixen des
Gedichtes.” (Feier, 2021, S. 100).

Der poetische Faden ist nicht nur ein geschlossener, sondern folgt einem
Weg mit Pilgercharakter, wobei die Dichterin versucht, jenen vollstindig
doxologischen Zustand anzubieten, gerade weil ein gewisser Mann, der reich genug
ist, keine Kinder bekommen konnte. Der einzige rettende Weg in ihrer Ikonografie
ist das Gebet, und so wird sie einen Sohn bekommen, den sie Doru taufen wird. Der
Handlungsstrang funktioniert wieder bei der nichsten Gelegenheit mit dem
dramatischen Wert von Valeriu Anania, gerade weil seine Mutter ihn verflucht, die
Tochter der Winde zu treffen und sich leidenschaftlich in sie zu verlieben, ,,eine Art
Fata Morgana, namens Ileana.” (Feier, 2021, S. 101).

Das Zusammentreffen der beiden Liebenden oder gar der Wendepunkt wird
von den beiden Beteiligten betont, beginnend mit einer Befragung: ,,Woher kommst
du, mein Kind? Sagte er zu ihr, mit deinem sanften Lied/ Das mein ganzes Leben
mit seiner unbegreiflichen Folter austrocknet/ Ich hore es immer, wenn der Wind
abends auf der Wiese weht,/ Ich hore es verloren, ich hére dir zu, meine Gedanken
fliegen davon, ich bin verloren im Zauber.” (Feier, 2021, SS. 101-102) Das Gefiihl
der Sehnsucht entpuppt sich als hinreiend, aber der Wind bleibt ein feierlicher
Verkiinder des Vaters, und er reif3t sie sofort aus seinen Armen, ein Szenario, das in
den folgenden Aufnahmen eingefangen wird, die durch ihre Eigenart noch deutlicher
und eigentiimlicher werden: ,,Ich wurde auf den Fliigeln des Windes in die Welt
geboren/ Mein Zephir auf meinem Arm wiegte mich sanft/ Und er war mein
Gefihrte, mein Begleiter, in meinen Trdnen ein Trdster/ In meiner jugendlichen
Frohlichkeit ein frohlicher Sanger,/ Herr der Winde ist mein Vater, mein sanfter
Vater/ Die fliisternden Winde trugen meine Sehnsucht zu Dir,/ Wenn der Tag sein
Kopf an den klaren Abenden neigt.” (Feier, 2021, S. 102).

Zartheit, Eleganz fassen diese Hypostase der weiblichen Figur in einem
Monolog von ausfiihrlicher, ja schauspielerischer Natur. Die AuBerungen des Hofes
kristallisieren sich in verschiedenen simulativen und spirituell einfallsreichen
Kompositionen heraus, es gibt ein stindiges Entkommen aus der Bescheidenheit der
Darstellerin.

89



TRANSVERSAL PERSPECTIVES IN EDUCATION. SKILLS FOR THE FUTURE

Der Schriftsteller und Dramatiker Valeriu Anania hat als menschliches,
vernunftbegabtes Wesen immer das Bediirfnis nach Darstellung und das
aufkommende Streben nach einer Vielfalt von edlen Dingen gespiirt, die ihn in den
unmittelbaren Umkreis der Sphdre des Idealistischen stellen wiirden. Seine
Anndherung an die Vollkommenheit verwirklichte er stets durch das, was man als
schones oder kiinstlerisches Schaffen bezeichnet. Obwohl er sich aus verschiedenen
asthetischen Griinden nicht ganz als Dichter-Dramatiker betrachtete, scheint Valeriu
Anania dennoch den folgenden Ausspruch von Sebastian Stanca in seinem
Palimpsest ,,festgehalten” zu haben: ,,Das Drama preist gute Taten, bringt Tugend
hervor, schiittelt den Staub aus dem Buch der Zeiten und bringt grof3e und edle Taten
hervor. Durch das Drama werden Siinden und Vorurteile verurteilt.” (Feier, 2021, S.
113).

Es ist kein Zufall, dass wir es vorgezogen haben, in einem der Unterkapitel,
die dem Drama gewidmet sind, zu erwihnen, dass Valeriu Anania durch sein
stdndiges theatralisches Beharren eine Vision hatte, die der von Eugene Ionesco
dhnelt und von einem nationalen Geist beeinflusst ist, ndmlich der ersten, die auch
von Sebastian Stanca aufgezeichnet wurde, denn nur so ,,werden wir Werke von dem
Wert haben, der weltweit anerkannt wird.” (Feier, 2021, S. 113).

Die religiose Dichtung des Bartholoméus, die manchmal schwer zu
entziffern ist und eine kurze, leicht gekiirzte Versifikation aufweist, stellt nicht nur
in wenigen Augenblicken ,,den wunderbaren Ausdruck des Verstindnisses dessen
dar, was schwer zu verstehen ist.” (Feier, 2021, S. 113).

Der gelehrte Sebastian Stanca stimmte dem zu, gerade weil die Angst, der
Aufruhr, die Gefiihle der Freude, der Trauer wie ein Chirurg den Filter der Seele
durchdringen, der sich wiederum der Seele mitteilt, auch durch die Versifikation und
die Infusion blithender Gefiihle. Wie ist die Religion in dieser grofien Konstellation
zu sehen?

In der Tat ist ,,Religion ein Attribut der Seele.” (Feier, 2021, S. 113). Sie
bleibt diejenige, die jenen unverwechselbaren Zustand bietet und das Wesen mit
kindlicher Liebe durchflutet, denn ,,die urspriingliche Quelle der Literatur aller
Volker ist die Religion, konkretisiert in den Formen der goéttlichen Verehrung.”
(Feier, 2021, S. 113).

Das transfigurative Gefiihl, das bei der Erschaffung des Hohen
Bartholomaus ,,gefordert” wird, manifestiert sich also nicht nur auf der Ebene der
Transzendenz, sondern stillschweigend in der realen Umsetzung des Subjekts in das
Objekt, wo diese beide Instanzen bis zur Materialisierung des Projekts reichen, wie
das Gedicht namens Herr Hirn — der Architekt zugibt: ,,Herr Hirn — der Architekt/
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Mit glorreichem Geschick/ Und Glauben,/ Hatte er ein Projekt/ Einer heiligsten
Kathedrale entworfen,/ Doch, obwohl er perfekt dachte,/ Glaubte er nicht an den
Sieg./ Der Baumeister wollte sie kronen/ Mit einem méchtigen, schweren Turm/ Mit
Feueradlern darauf,/ Auf den Stein gebaut,/ Etwa siebzig Meter hoch./ Aber wie kann
man sie kronen,/ Rund und breit und tief,/ Auf zwei Mauern gelehnt,/ Wenn selbst
die kleinsten Steinmetze/ Und die Zigeuner am Herd/ Von zu Hause wissen,/ Dass
ein schwerer Turm/ Auf nur vier starke Punkte/ Von vier steinernen Sdulen driickt?”
(Anania, 2010, S. 111)

4. Schlussfolgerungen. Die bevorzugten symbolischen Bestandteile

von Valeriu Anania

Obwohl am Anfang dieses Gedichts, wie man sieht, ein Wirrwarr von
Gegensténden steht, ldsst sich der Erzéhler von den geistigen Méchten der Welt der
nicht verschwindenden Geschopfe des Himmels inspirieren und anrufen, wie dem
Adler, einem Uberbringer der Geisterwelt, der gegen Donner und Blitz bestindig ist,
ohne Dekadenz zu kennen.

Die Anspielung auf die Zigeuner oder Zigeunerinnen steht fiir Freiheit und
einen brennenden Glauben an die Einfachheit und an die soziokulturelle und
ethnografische Vielfalt des Dorfes. Im vorliegenden Kontext symbolisiert der
Kirchturm Freiheit und heiligende Gemeinschaft durch die Darstellung und
kiinstlerische Verschmelzung der zwdlf alttestamentlichen Propheten Daniel,
Hesekiel, Jesaja, Jeremia (in perfekter mystischer Beziehung zu den vier
Evangelisten) bzw. Avdie, Haggai, Amos, Avacum, Joel, Jona, Malachi, Micha,
Nahum, Hoschea, Zephron und Sacharja (diesmal in perfekter Funktionsfédhigkeit
mit den zwolf evangelischen Aposteln). Die vier Anhénger bilden den Sockel der
Turmspitze, auf dem die vier evangelisierenden Heiligen in einer besonderen
symbolischen Art und Weise gemalt sind.

Die symbolischen christlichen Einfliisse haben daher auch in den lyrischen
Werken von Valeriu Anania ihre Bedeutung behalten, insbesondere aufgrund der
prézisen Anzahl biblischer Figuren, die nach den Gegebenheiten der Heimat des
Autors, d. h. unter dem Himmel von Olt, neu interpretiert wurden, wo jedes
Bauwerk, jedes strukturelle Element entzaubert, entschliisselt und dekodiert wird.
Die Gedichte haben ihrerseits die architektonische Dynamik {ibernommen.

Dieser Rahmen verleiht beispielsweise dem Kirchturm nicht nur Gréfe und
Grenzenlosigkeit, Schutz fiir die Gemeinde, sondern implizit auch die sakrale
Verbindung zu einer christlichen Welt des Dorfes, jedoch mit lyrischen Mingeln
einer Volkserzéhlung, die in Versen aufgebaut ist. Ein Beispiel hierfiir wére der
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Turm, der als axiologischen Mittelpunkt den Erloser Jesus Christus aufweist, den
sanften Hirten, den Liebhaber der Freiheit und den Beschiitzer aller Heiligen.
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Abstract: Foreign language teaching does not only include aspects of real interaction within
learning processes but also includes factors such as teachers and students with their linguistic
and non-linguistic requirements, learning objectives, teaching materials, methodological
methods and decisions, control of learning objectives and institutional conditions, socio-
political factors that influence foreign language teaching at a higher level. The fundamental
assumption is that foreign language teaching is always embedded in a specific, historically
developed social context, which determines whether and how foreign languages are taught
and learned in a society, according to specific objectives. The aim of foreign language
teaching is to educate competent, responsible and critical individuals in the linguistic field.
It allows us to understand cultural differences and other mentalities and ways of life. In this
sense, foreign language teaching promotes the development of the learners' personality and
their intercultural competence. The present paper focuses on the topic of education in the
interwar period in Romania, along with its specific traits and issues, as well as their evolution
throughout the last century. A comparative study is thus forwarded, targeting the current
situation of the Romanian education system, including aspects related to historical and
legislative frameworks, the national curriculum, teaching methods and school organisation.
Keywords: Foreign language teaching, Intercultural competence, Education in interwar
Romania, Romanian education system, Comparative study
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Rezumat: Predarea limbilor strdine nu include doar aspecte ale interactiunii reale din cadrul
proceselor de Invatare, ci si factori precum profesorii si studentii, cu cerintele lor lingvistice
si non-lingvistice, obiectivele de invatare, materialele didactice, metodele si deciziile
metodologice, controlul obiectivelor de invatare si conditiile institutionale, precum si factorii
socio-politici care influenteazd predarea limbilor striaine la un nivel superior. Premisa
fundamentald este cd predarea limbilor strdine este intotdeauna integratd intr-un context
social specific, format istoric, care determind daca si cum sunt predate si invatate limbile
straine Intr-o societate, in functie de obiectivele stabilite. Scopul predarii limbilor straine este
formarea unor indivizi competenti, responsabili si critici in domeniul lingvistic. Ea permite
intelegerea diferentelor culturale, a altor mentalititi si moduri de viatd. in acest sens, predarea
limbilor strdine promoveazd dezvoltarea personalititii cursantilor si a competentei lor
interculturale. Lucrarea de fatd se concentreazd asupra temei educatiei din perioada
interbelicd in Romania, cu trasaturile si problemele sale specifice, precum si asupra evolutiei
acestora de-a lungul ultimului secol. Este astfel propus un studiu comparativ, care vizeaza
situatia actuald a sistemului de Invatamant romanesc, incluzand aspecte legate de cadrul
istoric si legislativ, curriculumul national, metodele de predare si organizarea scolara.
Cuvinte-cheie: predarea limbilor strdine, competenta interculturala, educatia in Romania
interbelicd, sistemul educational romanesc, studiu comparativ

1. Einleitung

In einer zunehmend globalisierten ~ Welt gewinnt der
Fremdsprachenunterricht immer mehr an Bedeutung. Ob im Beruf, auf Reisen oder
im digitalen Alltag — Sprachkenntnisse er6ffnen neue Moglichkeiten der
Kommunikation und foérdern das Verstandnis zwischen Kulturen.

Gleichzeitig stellt der Erwerb von Fremdsprachenkompetenzen eine zentrale
Schliisselqualifikation dar. Der Fremdsprachenunterricht nimmt dabei eine
entscheidende Rolle im Bildungssystem ein, da er nicht nur sprachliche Fertigkeiten
vermittelt, sondern auch interkulturelle Kompetenzen fordert.

Der Fremdsprachenunterricht zeigt, dass und wie sich Sprachen wandeln
und gegenseitig beeinflussen. Dadurch erkennen die Lernenden Gemeinsames und
Fremdes im Weltbild, das jede Sprache auf ihre Weise erschlieft. Sie werden auch
aufmerksam auf die Eigenheiten der Muttersprache und der damit verbundenen
Kultur. Die Beschiftigung mit Fremdsprachen fordert das logische und das
vernetzende Denken und weckt das Verstindnis flir die poetischen und &sthetischen
Dimensionen der Sprache.
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2. Historischer Rahmen

Im Folgenden wird auf den historischen Rahmen und einige der Probleme
des Schulwesens und des Deutschunterrichtes in den ruménischen und den
Minderheitenschulen nach der Griindung des grofSruménischen Staates eingegangen.

Ruménien war zwischen den beiden Weltkriegen ein riickstdndiges
Agrarland, was die Tatsache kennzeichnet, dass im Jahre 1930 78,8 % der
erwerbstitigen Bevolkerung in der Landwirtschaft und bloB3 6,7 % in der Industrie
beschiftigt waren. In der Landwirtschaft iiberwog der Zwerg- und Kleinbesitz,
dessen Gewicht nach der Bodenreform von 1921 eher noch grofler wurde. Auch in
der Industrie und im Handel ist der groBe Anteil der Kleinbetriebe auffallend. Die
wirtschaftliche Entwicklung wurde langfristig durch die Expansion der modernen
Schwerindustrie (Erddlgewinnung, Bergbau, Stahl- und Eisenindustrie) und
teilweise des Maschinenbaus bestimmt. Sowohl an den industriellen GroBbetrieben
als auch an den Banken war neben dem ruménischen das franzosische, belgische,
deutsche und in geringerem Mafe das ungarische Kapital (dieses insbesondere in
Siebenbiirgen) interessiert.

Die gesellschaftliche Struktur trug als osteuropdisches Kennzeichen den
Stempel der wirtschaftlichen Riickstindigkeit, was bedeutete, dass die Bauern die
iiberwiegende Mehrheit stellten, die breiten Bevolkerungsschichten unter primitiven
Umsténden lebten und ihr Lebensstandard aufBerordentlich niedrig war. Die
unentwickelte Arbeiterklasse befand sich auch geographisch betrachtet in einem eng
umgrenzten Raum und konzentrierte sich auf einige Industriezweige. Die
Handwerker-, Einzelhdndler- und Angestelltenschicht stellte das Biirgertum dar, der
Staat wurde zumeist von Reprasentanten des Kapitals und des Grofigrundbesitzes
gelenkt.

In der Zwischenkriegszeit stellte der Analphabetismus in Siebenbiirgen ein
zentrales soziales und bildungspolitisches Problem dar. Nach dem Ersten Weltkrieg
und dem Anschluss Siebenbiirgens an das Konigreich Ruménien im Jahr 1918 (durch
den Vertrag von Trianon 1920) kam es zu tiefgreifenden Verédnderungen in der
Verwaltung, Schulpolitik und gesellschaftlichen Struktur. Die neue ruménische
Staatsfithrung war bestrebt, das Bildungswesen zu zentralisieren und die ruménische
Sprache in den Vordergrund zu riicken, was weitreichende Auswirkungen auf die
ethnisch und sprachlich vielfiltige Region hatte.

Der Analphabetismus war insbesondere in lédndlichen Gebieten weit
verbreitet. Grof3e Teile der bauerlichen Bevolkerung — Ruméanen, Ungarn, Deutsche
(Sachsen), Roma und andere ethnische Gruppen — hatten nur eingeschrinkten oder
gar keinen Zugang zu schulischer Bildung. Ursachen hierfiir lagen in der
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unzureichenden Infrastruktur, dem Mangel an Lehrpersonal, wirtschaftlicher Not
sowie sozialen und kulturellen Barrieren. Besonders betroffen waren Frauen und
Angehorige marginalisierter Gruppen, etwa der Roma.

Statistische Erhebungen aus den 1930er-Jahren zeigen, dass der Anteil der
Analphabeten in Ruménien landesweit bei iiber 40 % lag — in manchen Regionen
Transsilvaniens sogar noch héher. Der ruménische Staat versuchte in dieser Zeit,
durch Alphabetisierungskampagnen und Schulreformen gegenzusteuern. Allerdings
wurden diese MaBnahmen durch politische Instabilitdt, wirtschaftliche Krisen
(insbesondere wihrend der Weltwirtschaftskrise) sowie den ethnischen Spannungen
im Bildungswesen erschwert.

Trotz dieser Herausforderungen trugen konfessionelle Schulen (z. B. der
evangelisch-séchsischen oder ungarisch-katholischen Gemeinden) in manchen
Regionen wesentlich zur Bekdmpfung des Analphabetismus bei, insbesondere dort,
wo der ruménische Staat nur begrenzt anwesend war. Dennoch blieb das
Bildungsniveau vieler Bevolkerungsschichten niedrig, was langfristige
Auswirkungen auf die soziale und wirtschaftliche Entwicklung der Region hatte.

Tabelle 1: Geschiitzter Analphabetismus in Siebenbiirgen (ca. 1930)

Bevolkerungsgruppe Geschiitzter Bemerkungen
Analphabetismus (%)
Ruménen (ldndlich) 50-60 % Besonders hohe Raten bei Frauen
und in abgelegenen Gebieten
. Besserer Zugang zu Schulen, vor
tadtisch 15-259
Ungarn (stidtisch) S25% allem in stddtischen Zentren
Geri Schulbesuch auf d
Ungarn (landlich) 3545 9 eringerer Schulbesuch auf dem
Land
Siebenbiirger Sachsen 5.10 % Hoher Bildungsstand dank
’ kirchlicher Schulen
Jidische Bevolkerung 10-20 % Starker Wert auf Bildung, vor allem
’ in stddtischen Gemeinden
Roma 80-90 % Kaum Zu.gang zu Schulbildung,
soziale Ausgrenzung
Gesamt Siebenbiirgen Regionale Unterschiede, stark
ca. 40-50 % . .
abhingig von Ethnie und Wohnlage

Quelle: Daten des ruménischen Zensus von 1930

Heute liegt der Analphabetismus in Ruménien bei nur 6 %, jedoch stellt der
funktionale Analphabetismus ein ernstes Bildungsproblem dar. Laut dem Nationalen
Bericht zur Lesekompetenz von 2023 zeigen 42 % der Schiiler der Klassen 1 bis 8
ein ,,nicht funktionales Leseverstindnis, was bedeutet, dass sie einfache Texte wie
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Veranstaltungshinweise oder Verkehrsschilder nicht verstehen kdnnen. Weitere 47 %
erreichen lediglich ein ,,minimal funktionales“ Niveau, wéahrend nur 11 % als
»funktional® gelten, also in der Lage sind, Informationen aus einem Text zu
extrahieren, zu verstehen und zusammenzufassen.

3. Probleme der rumiinischen Schule in Siebenbiirgen

3.1. Bildungskrise und Reform des Schulwesens

Die Erweiterung Ruméniens mit den neuen Provinzen aus dem Jahre 1918
rief Bildungskrisen hervor und forderte die Reform des Schulwesens. Die
Zwischenkriegszeit kannte einen groflen Aufschwung der Tatigkeit des
Ministeriums und der Gesetzgebung im Bereich der Bildung. Nur zwischen 1918
und 1924 wurde die Leitung des Unterrichtsministeriums (Ministerul Instructiunii)
elfmal gewechselt. Doch die National-Liberale Partei mit ihrem Unterrichtsminister,
Constantin Angelescu, hatte den grof3ten Impakt. Angelescu war Unterrichtsminister
in den Jahren 1919, 1922-1927 und 1933-1937.

Bezeichnend fiir die aggressiven Kulturpolitiken der National-Liberalen war
die Benutzung des Ausdruckes ,Kulturkampf”, eigentlich ,Kulturoffensive®
(ofensiva culturala), fiir die Beschreibung des eigenen Programms fiir nationale
Vereinigung durch die Schule. Die doppelte Offensive bestand in der Ausdehnung
des Bildungsnetzes und der Vereinigung der vier Systeme (und zwar das alte
ruminische System, das ungarische aus Siebenbiirgen, das Osterreichische aus
Bukowina und das russische aus Bassarabien) und Traditionen des
Unterrichtswesens aus dem damaligen GroBruménien (Livezeanu, 2000, S. 45).

Nach 1918 hatte die Regierung Grofruméniens zwei Probleme im Rahmen
der Neugestaltung des Schulwesens zu bewiltigen: der Mangel an Schulen und an
Lehrer fiir die ldndliche Bevolkerung, und der extreme Mangel an Proportion
zwischen der offiziell unterrichteten Sprache in Schulen, verglichen mit der von der
Bevolkerung gesprochenen Sprache, fiir die diese Schulen errichtet wurden (Caliani,
1944, S.11).

Mit der Ubernahme der politischen Fiihrung in Siebenbiirgen wurde die
ruminische Staatsschule die offizielle in dieser Provinz. Das erste Regierungsorgan
in Siebenbiirgen, der Dirigierungsrat (Consiliul Dirigent), 16ste das Problem ,,auf
eine extrem weise Art™ (Caliani, 1944, S.11), und zwar durch ein Dekret, das vorsah,
dass der Unterricht an den staatlichen Volksschulen in der Sprache der Mehrheit der
Bevolkerung erteilt wird; fiir die Minderheit, die eine geniigende Anzahl von
Schiilern stellt, um wenigstens eine Lehrkraft beschéftigen zu kdnnen, werden
Parallelklassen errichtet, in denen in der Sprache der Minderheit unterrichtet werden
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sollte. An den Mittelschulen soll in der Sprache der Mehrheit eines Bezirks
unterrichtet werden, wéhrend in den Gemeinde-, konfessionellen und privaten
Schulen der Schulerhalter die Vortragssprache bestimmt.

Wihrend der Regierung es Dirigierungsrates hat das Ressort fiir Bildung und
Religion die Verstaatlichung der existenten Schulen und die Griindung von neuen
Schulen eingeleitet. Seit Dezember 1918 bis September 1919 hat das Ressort die
Eroffnung, im Herbst des Jahres 1919, der konfessionellen Schulen der orthodoxen
und unierten Kirchen vorbereitet, sowie von 1 306 staatlichen Primérschulen mit
Rumainisch als Unterrichtsprache, 20 ruminische Gymnasien, 40 ruménische
Biirgerschulen und 8 Lehrerbildungsanstalten. Das Ressort hat 11 Kunst- und
Berufsschulen verstaatlicht, hat 6 staatliche Handelsschulen eroffnet und hat die
Universitét aus Cluj und die Verwaltung des Unterrichtswesens aus Siebenbiirgen
umorganisiert.

Die Rumadnisierung der Schulen und den anderen kulturellen Instituten aus
Siebenbiirgen war eine schwierige Aufgabe, wegen der fritheren ungarischen
Hegemonie. Die ruménischen Anfiihrer jedoch hatten verschiedene Auffassungen
tiber das anzuwendende Verfahren: manche wollten eine schnelle und radikale
Rumadnisierung, andere hingegen ein graduelles Vorgehen. Diese alternativen
Meinungen wurden von dem Generalsekretér, Onisifor Ghibu, bzw. Vasile Goldis,
Leiter des Ressorts fiir Bildung vertreten. Goldis hatte die Nationalisierung eines
jeden Studienjahres allméhlich, angefangen mit dem Jahr 1919, vorgeschlagen; die
Rumadnisierung hétte somit in acht Jahren abgeschlossen werden kdnnen. Ghibu
hingegen war der Ansicht dass die ,extrem schwierige Situation der
Sekundérschulen aus Siebenbiirgen eine drastischere Methode bendtigte, da man die
Schulen nicht weiterhin fiir eine Dauer von acht Jahren ,,ungarisch lassen konnte
(Livezeanu, 2000, S. 189).

Die Rumiénisierung des staatlichen Schulapparates stie auf eine ernste
Schwierigkeit: der Mangel an ruménischem Lehrpersonal, das notwendig war, um
die Stellen an den vielen Mittelschulen zu besetzen, die von der magyarischen auf
die ruminische Verwaltung {ibergegangen waren. Die Beschrinkung des
ruménischen Unterrichtes unter magyarischer Herrschaft hatte als Folge eine kleine
Anzahl von ruminischen Lehrern und gar keine Reserven, die den plotzlich
gestellten zahlreichen Anspriichen entsprochen hitte.

Unter diesen Bedingungen hat der Dirigierungsrat die ungarischen Lehrer
behalten, unter der Bedingung der Ablegung eines Treueides gegeniiber der neuen
Regierung, gleichzeitig aber wurden neue Lehrer ruménischer Herkunft ,,rekrutiert*.
Ghibu hat im Winter des Jahres 1919 ein Appell an die siebenbiirgischen
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ruménischen Lehrer gemacht, die in ungarischen Schulen unterrichteten nach Hause
zuriickzukehren, wo sie gebraucht werden. Man hat auch an alle verfiigbaren
Lehrkrifte aus dem alten Konigreich und Siebenbiirgen appelliert, an den Lehrern
aus den ruménischen Konfessionalschulen, an die Reaktivierung der sich schon in
Rente befindenden Lehrkrafte (Formac, 1927, S.78).

AuBlerdem wurden im Sommer des Jahres 1919 und 1920 spezielle
Vorbereitungskurse fiir die zahlreichen Elemente mit anderer akademischer Bildung
gehalten, die durch eine synthetische Anleitung fiir den speziellen Gegenstand und
Ausbildung auf dem ebiete praktischer Pddagogik gute Lehrer werden konnten.
Diese Kurse wurden auf drei Sektionen organisiert: fiir Gymnasium,
Lehrerbildungsanstalten und Biirgerschulen. Die erste Kursserie wurde in Cluj im
Sommer des Jahres 1919 gehalten, es haben 528 Horer teilgenommen. Die Lehrer,
die den Unterricht gehalten haben, waren ,,vornehme Personen aus dem sekundéren
Unterrichtswesen aus dem alten Konigreich, ergénzt mit einigen aus Siebenbiirgen*
(Formac, 1927, S.79). Die Kurse wurden unter der Form von Gymnasiumlektionen
gehalten. Fiir die Teilnehmer wurde auch ein péddagogisches Praktikum an einer
speziellen Applikationsschule, die extra dafiir gegriindet wurde, mit
Gymnasialschiiler der Klassen VII und VIII organisiert. Die Abschlusspriifung
wurde vor einer interimistischen Kapazititskommission verteidigt, gegriindet an der
Universitit Cluj, und wurde als spezielle Priifung &4quivalent mit der
Staatsdiplompriifung betrachtet. Ergénzt mit der pddagogischen Priifung, gab sie das
Recht der Ernennung der Kursteilnehmer als Titular im Lehramt. Die Kommission
funktionierte bis im Jahre 1923, als die Absolventen der Universitit Cluj ihre
Priifungen nach den Gesetzvorschriften aus dem alten Konigreich abgelegt haben.

Allerdings wurden die verédchtlich genannten ,Kurslehrer (profesori
cursisti) als minderwertig aus dem Sichtpunkt der beruflichen Qualifikation
betrachtet. Nach Ghibus Plan, stellten diese nur eine Losung aus einer Notlage dar,
und sollten ihre Studien ergénzen, um weiterhin an den Schulen bleiben zu kénnen.
Doch da der Dirigierungsrat im Friihling des Jahres 1920 aufgeldst wurde, wurde
diese ,,revolutiondre Mallnahme* von der Biirokratie aus Bukarest institutionalisiert.
Die Kritiker aus Siebenbiirgen, insbesondere die Worttrager der Minderheiten,
betrachteten die ,,Kurslehrer* als ,,Ruménisierungsinstrumente*

(Livezeanu, 2000, S. 190).

Eine der Schwierigkeiten der Ruménisierung in Siebenbiirgen war die
Rekrutierung der ruménischen Schiiler. Die Gymnasien hatten die grof3ten Probleme
in der Erginzung der Plitze, da sie ,,Basteien des Madjarismus* (Livezeanu, 2000,
S. 191) waren. Das Ressort fiir Bildung des Dirigierungsrates hat eine Kampagne
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der Einschreibung der Schiiler in den neuen ruménischen Schulen organisiert. Im
Mairz 1920 wurde das Dekret Nr. 7185 verkiindet, um die Schulrekrutierung zu
fordern, und zwar veranlasste es die ruménischen lokalen Intellektuellen (Lehrer,
Priester, Notar) zu einer systematischen Propaganda unter den Dorfbewohner, damit
diese ihre Kinder in den nahegelegenen Stddten zur Schule schicken.

Der Bau und die Eréffnung von neuen ruménischen Schulen in
Siebenbiirgen, als auch die Umwandlung der ungarischen Schulen in ruménischen
Schulen war ein variabler Prozess, der verschiedenartig die Dorf- und Stadtwelt,
Redner der ungarischen, deutschen und ruménischen Sprache einbezogen hat.
Archivberichte und andere Quellen sprechen {iber ,,einen Reibungskampf, bestreut
mit einigen Erfolgen® (Livezeanu, 2000, S. 200).

In den Stadtgegenden Siebenbiirgens hatten sowohl die Ruméner als auch
der Staat das Interesse, das Netz der ruménischen Schulen zu erweitern, die als
Flamme des Ruménentums gesehen wurden. Die Schwierigkeiten waren grofer in
den Dorfzonen, wo die Versuche, das Interesse zu wecken, die Quellen und die
Lehrer zu finden, auf Armut und Apathie stieBen. In den Dorfgegenden
Siebenbiirgens war die Motivation des Wechsels der ungarischen Sprache mit der
ruménischen schwach, die Bevolkerung widersetzte sich dem Schulbau, weil sie
einen finanziellen Beitrag erbringen musste, was vorher nicht der Fall war.

3.2. Lehrer und ihre Fortbildung

Was die Tétigkeit der Lehrer betrifft, entwickelten die Lehrer eine rege
wissenschaftliche und Forschungs- Tétigkeit in der Zwischenkriegszeit. Sie nahmen
an nationalen und internationalen Kongressen fiir Grundschullehrer, sekundére
Lehrer und Universititsprofessoren teil, verdffentlichten Zeitschriften und
wissenschaftliche Arbeiten iiber Péadagogik, Psychopédagogik,
Unterrichtsmethodik, ferner Ubersetzungen, wie zum Beispiel Pestalozzi, sowie
auch soziologische Werke (Bordeianu, Vladcovschi 1979, S. 325-363).

Schon im Januar 1919 fand der erste Kongress der Grundschulelehrer aus
Banat und Siebenbiirgen in Hermannstadt statt, im April 1919 das erste generale
Treffen des Generalverbandes der Sekundérlehrer aus Ruménien in Bukarest, im Juli
der Kongress des Lehrkorpus in Jassy; die Treffen und Kongresse setzen sich
wihrend der néchsten zwanzig Jahre fort, am meisten die der Grundschullehrer, die
in Bukarest (1920, 1921, 1929, 1930, 1931), Clyj (1922), Galati (1928), Craiova
(1929), Jassy (1934), Temeswar (1935) stattfanden. Der Generalverband der
Sekundérlehrer traf sich auch in Cluj und Bukarest, auBerdem gab es noch Treffen
der drei Verbidnde des Lehrkorpus (primires, sekundires und universitires
Unterrichtswesen) in den Jahren 1929 und 1932.
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Bei all diesen Treffen und Kongressen besprachen die Teilnehmer Probleme
des Unterrichtswesens, wie zum Beispiel im Jahre 1923 in Cluj das Problem der
Vereinheitlichung des Unterrichtswesens auf dem ganzen Territorium des Landes,
die Notwendigkeit einer Reform des sekundéren Schulwesens; ferner besprachen die
Lehrer wéhrend der ganzen Zwischenkriegszeit das Problem der Besoldung, trafen
Malnahmen, dulerten Kritiken, erhoben Proteste, z.B. im Jahre 1933 wurde gegen
die ,.klégliche Situation der Lehrer aus unserem Lande® protestiert und es wurde die
Organisierung eines Protestes gegen die Reduzierung der Schulen- und
Stellenanzahl beschlossen. Auflerdem besprachen die Teilnehmer auch padagogische
Probleme, wie die Organisierung des Stundenplans, des Lehrplanes, ferner die
Reifepriifung, und auch ,,Méngel und Defekte* der Sekundarschulen.

Ruménische Delegierte der Lehrer nahmen auch an internationalen
Kongressen teil, wie z.B. in Luxemburg (1922), Warschau (1924), Belgrad (1925),
Genf (1926), Briissel (1930), Paris (1931), London (1932) und Riga (1933), an denen
die Teilnehmer aus Ruménien, wie Prof. Paul Teodorescu oder Elena Radulescu-
Pogoneanu Referate zu verschiedenen Themen verteidigten, wie zum Beispiel
,.Uberarbeitung und das sekundire Unterrichtswesen oder ,,Sachorganisierung der
Sekundérschulen®.

3.3. Gesetzgebung

Die administrative Zentralisierung wurde von Reformen im Jahre 1924,
1925 und 1928 gefolgt, Reformen die das primére, das sekundére und das private
Unterrichtswesen beeintridchtigt haben. Das Hauptziel dieser Gesetzgebung war die
Vereinheitlichung der Schulen, die eine verschiedene Evolution in den neuen und
alten Provinzen gehabt hatten, sowie auch die Schaffung eines einmaligen,
gleichméfBigen und zentralisierten Unterrichtswesens. Die Projekte der drei
wichtigsten Gesetze wurden von Unterrichtsminister Angelescu verfasst, und sie
umfassten wichtige und weniger wichtige pidagogische Anderungen. AuBerdem
erschien noch das Bakkalaureatsgesetz, das den siachsischen Schulen sowie auch den
tibrigen Minderheitenschulen das Recht auf die eigene Reifepriifung nahm.

Die Schulgesetze, die in der Zwischenkriegszeit verabschiedet wurden, sind

folgende:
Jahr Gesetz
1923 Gesetz der Organisierung des Forstunterrichtswesens
1924 Gesetz des staatlichen Volksschulunterrichtes
1925 Gesetz liber das nichtstaatliche Schulwesen
1928 Gesetz tiber das Sekundarschulwesen
1931 Gesetz des hoheren Unterrichtswesens
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Jahr Gesetz

1932 Gesetz der Organisierung des universitidren Unterrichtswesens

1934 Gesetz des staatlichen Volksschulunterrichtes

1936 Gesetz der Organisierung des Handelsschulwesens

1936 Gesetz der Organisierung des sekundéren Schulwesens fiir Mddchen und Knaben
1936 Gesetz der beruflichen Vorbreitung und Ausiibung der Berufe

1937 Gesetz der Organisierung des industriellen Unterrichtswesens

1938 Gesetz der Organisierung des landwirtschaftlichen Unterrichtswesens

1939 Gesetz der Organisierung des priméren und normalen Unterrichtswesens
1940 Gesetz der Organisierung des beruflichen Unterrichtswesens

3.3.1. Gesetz iiber den staatlichen Volksschulunterricht

Das Gesetz iiber den staatlichen Volksschulunterricht aus dem Jahre 1924
hat als wichtigste Bestimmungen:

Der  Volksunterricht umfasst Kleinkinderschulen (Kindergérten),
Volksschulen, Schulen und Kurse fiir Erwachsene, sowie Schulen und Sonderklassen
fiir behinderte Kinder.

Was die Schulpflicht betrifft, ist verpflichtend der Besuch:

- der Kleinkinderschule (des Kindergartens, bzw. der Bewahranstalt) alle Kinder
vom erfiillten 5.-7. Lebensjahr, wenn am Orte eine Kleinkinderschule vorhanden
ist;

- der Volksschule, alle Kinder vom erfiillten 7.-16. Lebensjahr; (wenn sie die
Abgangspriifung vor dem 16. Lebensjahr mit Erfolg abgelegt haben, sind sie
vom weiteren Schulbesuch befreit)

- der Kurse fiir Schulerwachsene, alle Jugendlichen vom erfiillten 12.-18.
Lebensjahr, die nicht wenigstens vier Volksschulklassen mit Erfolg beendet
haben.

Die Volksschule dient der allgemeinen Volksbildung. Sie umfasst 7 Klassen,
bei zwei Stufen. Die Unterstufe mit 4 Klassen soll die Elemente der allgemeinen
Kultur vermitteln. Die Oberstufe mit 3 Klassen hat zur Aufgabe die Vertiefung und
Wiederholung des Unterrichtes der Unterstufe mit praktisch-utilitaristischem
Zweck.

Am Ende der 7. Klasse ist eine Abgangspriifung abzulegen. Nur wer diese
besteht, erhilt ein Volksschulzeugnis. Wer die 4 Unterklassen der Volksschule mit
Erfolg beendet hat, kann in eine Mittel (Sekundir)-schule iibertreten. Wer ein
Abgangszeugnis iiber die Beendigung der 7.Klasse erworben hat, kann eine
Unterschiedspriifung aus dem Stoff der Unterstufe von Mittel (Sekundir)-schulen
ablegen, nach deren Bestehen er berechtigt ist, gleich in die Oberstufe zu treten.
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Das Schuljahr dauert vom 15.September bis zum 10.Juli. Die Hochstzahl der
Ferientage ist 150.

Die Lehreranzahl hingt von der Schiileranzahl ab, bei 60 Schiiler — 1 Lehrer,
bis bei 220 Schiiler — 4 Lehrer. Wenn mehr als 220 Schiiler in einer Schule sind, muss
eine zweite Schule errichtet werden, die Midchenschule sein soll.

3.3.2. Gesetz iiber das Sekundarschulwesen (1928)

Das Gesetz iiber das Sekundarschulwesen oder das Mittelschulgesetz stellt
zunichst den fritheren Zustand wieder her, indem verordnet wird, dass die
Promovierung aus einer Klasse in die andere auf Grund der Jahreswertungsnoten
und des Ergebnisses einer Jahrespriifung zu erfolgen habe, und dass die
Einschreibung in die 1. Gymnasialklasse nur auf Grund einer Aufnahmepriifung
erfolgen kénne. Aus einer voll ausgebauten Volksschule ist ein Ubergang nach
Ablegung einer Unterschiedspriifung in das Gymnasium moglich. Auch neue
verschirfte Bestimmungen betreffend das Bakkalaureat werden gegeben und die
Wertung mit Ziffern von 1-10 neu angeordnet.

Die Lyzeen wurden zu siebenklassigen Einheitsmittelschulen mit
dreiklassiger Unter- und vierklassiger Oberstufe, aber 1934 wurden sie wieder
achtklassig mit einer neuen Gabelung ab Klasse 7 in eine literarische und eine
mathematisch-naturwissenschaftliche Abteilung, die sich besonders in der 8. Klasse
auswirkte.

4. Deutsch als Fach

Die Einfiihrung des praktischen Studiums der Fremdsprachen war am
Anfang des zwanzigsten Jahrhunderts neu, nicht nur in Ruménien, sondern auch in
den westlichen Landern.

In den ruménischen Mittelschulen der Zwischenkriegszeit spielten die
Fremdsprachen eine bedeutende Rolle. An erster Stelle steht natiirlich Franzosisch,
und eine kleinere Stundenanzahl, bei wenigeren Klassen, nehmen die anderen
Fremdsprachen ein - Deutsch, Englisch, Italienisch.

Auch in den Lehrpldnen kam Deutsch immer an zweiter Stelle, was die
Stundenanzahl betrifft, immer auf gleicher Ebene mit den anderen ,,zweitrangigen*
Sprachen wie Englisch und Italienisch, immer als die zweite Sprache als Bedeutung
gleich nach Franzosisch, und das obwohl in einem von Sachsen bevdlkerten
Siebenbiirgen die deutsche Sprache Vorrang hatte haben miissen.

Trotz der Bemiihungen des Ministeriums und des Kulturkampfes, war laut
einem Bericht der Alliance Israelite Universelle, mit Sitz in Paris, in Siebenbiirgen
und im Buchenland Deutsch die wichtigste Sprache, und nicht Franzdsisch, es
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wurden deutsche und englische Zeitungen verkauft, aber keine franzdsischen, und
die jungen Leute fuhren nach Osterreich und Deutschland zum Studium, aber nie
nach Frankreich, das das traditionelle Studiumszentrum der Studenten aus dem
Altreich war. In Siebenbiirgen wurden Deutschland und Osterreich als zivilisierte
Lander angesehen.

Wihrend der gesamten Zwischenkriegszeit schwankte die Stundenanzahl
fiir Deutsch als Fremdsprache stindig. Am Anfang, 1919-1920 lernte man schon ab
de II. Klasse bis I'V. Klasse 3 Stunden pro Woche Deutsch, im oberen Kurs, V. — VIL.
Klasse jedoch nur 2 Stunden. Am Ende des ersten Jahrzehntes, 1929-1930 lernten
die Schiiler nur ab IV. Klasse Deutsch 3 Stunden pro Woche, wobei die Klassen V-
VII 2 Stunden pro Woche Deutschunterricht hatten. Zwischen 1930 - 1935 lernte
man nur im oberen Kurs (Klassen V.-VII.) 2 Stunden pro Woche, von 1935 bis 1939
jedoch, da die Bedeutung Deutschlands in Europa gewachsen war, stieg auch die
Anzahl der Deutschstunden fiir die Klassen V.-VIIL. auf 3 Stunden pro Woche, um
unmittelbar vor dem Krieg, im Schuljahr 1939-1940 wieder auf 2 Stunden pro
Woche zu sinken.

5. Lehrpline

Eines der beliebtesten und umstrittensten Diskussionsthemen in der Epoche
war das Problem des Lehrplans.

Die Lehrplane aus den Jahren 1919, 1923 und 1935 haben den gleichen
Aufbau, und zwar Hinweise, in denen Ziel und Methode angezeigt werden, dann gibt
es ,,Personliche Variationen des Lehrer (Programa analitica, Sibiu, 1919, S.64), der
die Vorschriften beriicksichtigen muss. Diese Vorschriften schreiben alles vor und
lassen dem Lehrer kaum Freiraum fiir eigene Initiativen, es werden alle Aspekte des
Fremdsprachenunterrichtes beachtet und festgelegt: Aussprache; Umgang mit
Texten durch Ubersetzung, Wortschatz, Konversation, Grammatik; ferner die
schriftlichen Arbeiten und der Literaturunterricht. Zie/ des unteren Kurses ist die
Befdhigung der Schiiler, sich einiger leichten Deutschschriften bedienen zu kénnen,
ein Gesprach lber tigliche Geschifte zu halten, Kenntnisse iiber das deutsche Volk
und seine Kultur zu gewinnen; Ziel fiir den oberen Kurs: der Schiiler deutsche
literarische Schriften oder Schriften tiber Geschichte, Wissenschaft und Kultur des
deutschen Volkeslesen lesen und verstehen und die deutsche Sprache in Schrift und
Konversation benutzen kdénnen.

Die vorgeschlagene Methode ist die Vermittelnde Methode, “Mittelmethode
zwischen der grammatikalischen und der direkten oder nachahmenden”.
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In den kleinen Klassen wird der Schwerpunkt auf miindliche Wiedergabe der
Sprache gesetzt. Fiir Textverstindnis wird zuerst die Ubersetzung verwendet und zur
Bereicherung des Wortschatzes empfiehlt der Lehrplan das Auswendiglernen von
kurzen Prosatexten und Gedichten und deren stdndige Wiederholung.

Die Konversation soll als Thema die Gegenstinde und Bilder aus der
Umwelt des Schiilers haben, in den Klassen V-VI kann auch ein ,,historisches und
kulturelles Bild* benutzt werden, auch werden die narrativen und deskriptiven Texte
der deutschen Geschichte und Geographie in der Schule besprochen.

Die Grammatik wird 6fters induktiv, seltener deduktiv und immer kontrastiv
mit der ruménischen Grammatik unterrichtet. Die Regeln werden immer ruménisch
erklart und es werden auch die deutsch-lateinischen Terminologien eingefiihrt, wie
z.B. Verba, die schwachen Verba.

Die Literatur wird nur im oberen Kurs gelernt, und umfasst von der alten
epischen Literatur bis zum Klassizismus Werke wie: Nibelungenlied, Wilhelm Tell,
Minna von Barnhelm und Autoren wie Goethe, Schiller, Herder, Grillparzer, Kleist,
Hebbel, und auch, in der VIII. Klasse, ein Kapitel iiber Literaturgeschichte.

Der Lehrplan schreibt eigentlich den Aufbau der Lehrbiicher vor. Ab
siebente Klasse wird vorwiegend Literatur und sogar Fragmente aus den deutschen
Philosophen unterrichtet. Es scheint etwas viel fiir Schiiler die vier Jahre frither die
ersten Worte in deutscher Sprache erlernen, und es ist wenig wahrscheinlich, dass
sic wihrend drei Stunden pro Woche bis in die VIII. Klasse mit dem
Fremdsprachestudium schon so weit kamen, dass sie schwierige literarische Texte
und, mehr noch, philosophische Texte verstehen und auch analysieren konnen.

6. Lehrbiicher

Die Lehrbiicher fiir Deutsch als Fremdsprache haben versucht, au3er der
Vermittlung des deutschen Wortschatzes und der Grammatik, einen Beitrag zu der
Erziehung der damaligen Schiiler zu leisten. Die meisten Lektionen haben
interkulturelle Ansédtze (Lektionen iiber deutsche und ruménische Landeskunde),
eine erzieherische Wirkung und sind pragmatisch orientiert, entsprechend dem Alter
und Niveau des Schiilers. Manche Lehrbiicher sind von einer Uberfiille des Stoffes
charakterisiert, die aber auf die genaue Einhaltung der Hinweise der Lehrpline
zuriickzufiihren ist.

In den Lehrbiicher fiir die Unterstufe (eigentlich den ersten vier
Studienjahren) wird der Lehrstoff dem Aufnahmeniveau des Schiilers aus der
Unterstufe, also dem Anféngerunterricht, angepasst. Auch lehrreiche Texte sind
dabei, die beispiclhaft auf die kleinen Schiiler wirken sollen. Die Texte wirken ein
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bisschen kiinstlich, wegen der Einflihrung zu vieler Worter zum Thema. Die
Lektionen sind pragmatisch und situativ und stellen die Umgebung des Schiilers dar.
Einige Lektionen haben auch Bilder zur visuellen Darbietung. Die Grammatik ist
strikt auf das nétigste beschrinkt und wird auf ruménisch erklart. Es werden auch
Modellsédtze geiibt. Die Gedichte sind mit dem methodischen Hinweis zum
Auswendiglernen. Es gibt auch Hinweise fiir die Lehrer, die sehr prizise sind und
den Unterricht erleichtern, was den jungen Lehrern zur Hilfe kommt.

Die Lehrbiicher, die gegen Ende der Zwischenkriegszeit verfasst wurden,
also fiir das Jahr 1938 z.B., weisen einige Besonderheiten auf. Erstes konnte bemerkt
werden, dass die damalige politische Orientierung auch in der Auswahl der Lesetexte
wiederzufinden ist, was allerdings in der gesamten Zwischenkriegszeit bemerkt
werden kann. Aus den 50 Lektionen des Lehrbuches geschrieben von Michail
Demetru und Dr. Konrad Richter fiir die V. Klasse der Handelslyzeen, haben 29
Lektionen Deutschland als Thema, und zwar angefangen mit Sagen wie ,,Die alten
Germanen* iber Geographie-Lektionen wie ,,Deutschlands Gebirge und Fliisse* und
Beschreibung vieler deutschen Stidte (Hamburg, Dresden, Leipzig, Bremen, Berlin,
Niirnberg, Kdln u.v.a.) bis zu Beschreibungen der deutschen Landwirtschaft und des
deutschen Handels.

Auch die Beziehungen zwischen Ruminien und Deutschland werden in
einigen Lektionen présentiert, wie z.B. ,,Ruminiens wirtschaftliche Beziehungen zu
Deutschland® oder ,,Verkehrsmittel zwischen Ruménien und Deutschland®, jedoch
sind auch Fachtexte dabei (Grundlagen der deutschen Landwirtschaft, Die deutsche
Reichsbank). Grammatik wird erst ab Lektion 43 eingefiihrt, denn Schwerpunkt ist
Retroversion.

Die Lehrbiicher fiir die Oberstufe beinhalten nur Literatur, so wie es von
dem Lehrplan vorgeschrieben wird, was jedoch eine Herausforderung fiir die
Schiiler bedeutete. Beispiele von literarischen Texten wiren: Lessings
»17.Literaturbrief*, ein Auszug aus ,,Minna von Barnhelm®, Goethe und seine
Werke: Gétz von Berlichingen, Iphigenie auf Tauris, und Lyrik — Der Fischer und
Prometheus, Schillers Wallenstein-Trilogie und Wilhelm Tell, Clemens Brentano,
Friedrich Holderlin und Joseph von Eichendorf, aber auch Wilhelm Hauff und
Heinrich Heine sowie auch Osterreichische Dichter wie Grillparzer und Nikolaus
Lenau.
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7. Lehrmethoden

Die wichtigsten Unterrichtsmethoden des zwanzigsten Jahrhunderts sind:
Grammatik-Ubersetzungsmethode, direkte Methode, Audio-linguale / audio-
visuelle Methode, Vermittelnde Methode, kommunikative Methode und kognitive
Methode.

In der Zwischenkriegszeit wurde Deutsch nach der direkten und der
vermittelnden Methode unterrichtet, die auch von den Lehrpldnen empfohlen
wurden.

Die Vermittelnde Methode vereinigt die besten Verfahren der Grammatik-
Methode (das ernste Studium der Grammatik und die Benutzung der Priifungs- und
Kontrollmittel) mit dem Besten der direkten Methode (Intuition und exklusive
Verwendung, so gut es mdglich war, der Fremdsprache). Die Grammatik soll durch
Beobachtung und Induktion gelehrt werden, aufgrund der Textbeispiele, die
Verwendung der Muttersprache soll so weit wie moglich reduziert und nur als
Priifmittel benutzt werden.

Merkmale der vermittelnden Methode, die sich besonders im gymnasialen
Fremdsprachenunterricht herausgebildet haben, sind:

» Orientierung an geistig-formalen Bildungskonzepten

» hoher Stellenwert des Grammatikunterrichts (nur iiber Wissen kann
Konnen erreicht werden; vom Beispiel zur Regel)

» der Grammatikunterricht verlduft in zyklischen Progressionen (vom
Elementaren zum Spezifischen)

» hoher Stellenwert des Literaturunterrichts (Textanalyse/Reflexion
iiber Texte)

» Orientierung an pragmatischen Lernzielen (wichtig ist die
Verstindigung in Gesprachen)

» Betonung von dialogischer Kommunikation (Alltagskommunikation)

» Beachtung des Prinzips der aufgekldrten Einsprachigkeit (das
Verstehen muss gesichert werden)

» Bevorzugung frontaler Unterrichtsformen (der Lehrer muss Kénnens-
und Wissenserwerb kontrollieren)

» Beriicksichtigung der die Selbstidndigkeit der Lernenden fordernden
Unterrichtsformen (die Eigentdtigkeit des Lernenden muss gestlitzt
werden)
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8. Schlussfolgerungen

Die Kulturoffensive und die Zentralisierung des Unterrichtswesens in der
Zwischenkriegszeit wurden durch Gesetzgebung, Lehrplidne und Lehrbiicher
ausgeiibt.

Die Lehrer besallen keine Freiheit der Unterrichtsgestaltung, sie kimpften
mit einem viel zu ambitidsen Lehrplan, der den Unterricht bis ins kleinste Detail
festlegen wollte und dieses durch die Schulinspektoren auch verfolgte.

Lehrplédne sind immer umstritten, sie stellen Handlungsanweisungen und
Planungshilfen fiir den Lehrer, aber auch Vorgaben fiir die Schiiler dar. Der
fremdsprachliche Deutschunterricht in der Zwischenkriegszeit besal Lehrpliane, die
eine Herausforderung fiir Lehrer und Schiiler darstellten. Erstens wurde das Alter
der Deutschlerner stindig verdndert, zuerst lernten die Schiiler ab der zweiten
Klasse, dann ab der vierten, dann nur ab der fiinften Klasse Deutsch. Sie hatten zwar
Deutschunterricht bis in die VII. oder VII. Klasse, abhidngend von den eben
durchgefiihrten Schulreformen, doch in den letzten zwei Jahren sah der Lehrplan nur
Literaturunterricht vor. Und das obwohl nach 1935 die Schiiler vorher nur 2 Jahre
zur Verfiigung hatten, um der deutschen Sprache kundig zu werden, was viel zu
wenig war, um gleich in der VII. Klasse Literaturwerke von Goethe und Schiller
durchzunehmen. Die Hinweise der Lehrpline empfahlen zwar, dass die
Interpretation und die Kommentare der Lesestiicke auf Ruménisch stattfinden
sollten, aber das Fragment sollte gelesen und iibersetzt werden. AuBBerdem sah der
Lehrplan insbesondere fiir die VIII. Klasse, bei nur einer Deutschstunde pro Woche,
iiberméBig viel Lehrstoff vor.

Die Lehrbiicher fiir Deutsch als Fremdsprache haben versucht, auler der
Vermittlung des deutschen Wortschatzes und der Grammatik, einen Beitrag zu der
Erziehung der damaligen Schiiler zu leisten. Die meisten Lektionen haben
interkulturelle Ansétze (Lektionen iiber deutsche und ruméinische Kultur), eine
erzieherische Wirkung und sind pragmatisch orientiert, entsprechend dem Alter und
Niveau des Schiilers. Manche Lehrbiicher sind von einer Uberfiille des Stoffes
charakterisiert, die aber auf die genaue Einhaltung der Hinweise der Lehrplidne
zuriickzufiihren ist. Unter den gut und weniger gut verfassten Lehrbiicher, sind die
Bratu-Klein Lehrbiicher die einzigen, die sorgfiltig aufgebaut sind, deren
Sprachstoff jeder neuen Stunde, jedem neuen Jahrgang bei Abwechslung und
stindiger Wiederholung und Einpridgung wachsende, aber zu meisternde,
Schwierigkeiten bringt. Auch der Inhalt der Lesestiicke, insbesondere der
Literaturstiicke, ist der wachsenden Reife der Schiiler angepasst.
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Die Lehrbiicher wurden nach den Hinweisen des Lehrplanes geschrieben,
folglich stellten sie zu hohe Anspriiche an die Schiiler, von denen erwartet wurde,
dass sie nach vier Jahren Deutschunterricht deutsche Literatur und Philosophie
interpretieren konnen.

Die wichtigsten Unterrichtsmethoden des zwanzigsten Jahrhunderts sind:
Grammatik-Ubersetzungsmethode, direkte Methode, Audio-linguale / audio-
visuelle Methode, Vermittelnde Methode, kommunikative Methode und kognitive
Methode. In der Zwischenkriegszeit jedoch wurde Deutsch nach der direkten und
der vermittelnden Methode unterrichtet, die auch von den Lehrplénen empfohlen
wurden. Aullerdem gab es noch die Bratu-Methode, die in einer Vereinfachung der
Grammatik bestand und einem Mittelweg zwischen der direkten und der
grammatikalischen Methode bildete. Diese Methode fand auch auf3erhalb des Landes
Anerkennung, so wie es von der Akademie aus Miinchen bestitigt wird.

Im Deutschunterricht an den Siebenbiirgischen Schulen hatte Deutsch als
Fach eine groBe Bedeutung, obwohl es als Stundenanzahl an zweiter Stelle nach
Franzosisch kam. In den meisten Schulen aus Siebenbiirgen wurde Deutsch gelehrt
und gelernt, und die Lehrer versuchten, die Lehrinstrumente wie Lehrplan, Lehrbuch
und Lehrmethoden so einzusetzen, um an den Lerner so viel Wissen es moglich war
zu vermitteln, auch wenn das manchmal bedeutete, dass die Hinweise der drei
Lehrinstrumente nicht vollkommen beachtet wurden.
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Abstract: How we learn is multifaceted and it involves interdisciplinary dimensions also
applicable to foreign language learning, with Martin (2007) and Skinner et al. (2008)
discussing classroom enjoyment and engagement aspects such as its emotional, behavioral
and motivational dynamics, the role of the teacher and the self-system support model. It is in
this particular context that the current research proves its relevance by identifying and
classifying learner-internal and learner-external foreign language enjoyment and engagement
motivations and their interplay. These desiderata were achieved through a questionnaire (a
combination of the Foreign Language Enjoyment and Foreign Language Anxiety scales)
applied on 392 ESP/EFL students at the University of Agricultural Sciences and Veterinary
Medicine in Cluj-Napoca, Romania, during the challenging pandemic period of 2020-2021.
The questionnaire was interpreted by means of descriptive quantitative statistics and
revealed the two-fold dimension of motivation for FL learning enjoyment and engagement.
The learner-external dimension was more consistently based on the foreign language
provider’s qualities and support during complex speaking activities and in general, as the
main indicators identified by beginner, intermediate and advanced learners, but rather limited
in number (71 students). By comparison, the highest learner-internal motivation indicators
were the feelings of self-confidence and empowerment that mastering a foreign language
entails (for 150 learners), regardless of the language level. It is thus notable that for
generation Z young adult learners, their self-support system is more reliable and essential
than extrinsic mechanisms and factors in learning a language, which is of the essence inside
and outside the classroom, converging towards the postulates of learning motivation theory.
Keywords: foreign language enjoyment and engagement, teacher support, foreign language
empowerment, learner-internal, learner-external.
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Rezumat: Modul in care invatam este unul complex, implicdnd dimensiuni interdisciplinare
aplicabile si in invitarea limbilor striine. In acest sens, Martin (2007) si Skinner et al. (2008)
analizeaza aspectele legate de placerea si implicarea in sala de clasd, accentuand dinamica
emotionald, comportamentald si motivationald, rolul profesorului si modelul de sustinere
individual intrinsec al studentilor. In acest context specific, cercetarea de fata isi
demonstreaza relevanta prin identificarea si clasificarea motivatiilor de ordin intern si extern
ale Invatarii si implicarii in timpul orelor de limbi straine, precum si a legaturii dintre acestea.
Obiectivele a fost realizate prin aplicarea unui chestionar (o combinatie intre scala Foreign
Language Enjoyment si scala Foreign Language Anxiety) unui numar de 392 de studenti
inscrisi la cursurile de Engleza pentru Scopuri Speciale de la Universitatea de Stiinte Agricole
si Medicind Veterinard din Cluj-Napoca, Romania, in perioada pandemiei (2020-2021).
Chestionarul a fost interpretat prin metode statistice cantitative descriptive si a evidentiat
caracterul dual al motivatiei privind placerea si implicarea in Invatarea limbii strdine.
Dimensiunea extrinseca a motivatiei a fost sustinutd mai consecvent de calitatile profesorului
de limba strdina si sprijinul acordat in timpul activitatilor complexe de exprimare orala si, in
general, conform principalilor indicatori identificati de catre cursantii de nivel incepator,
intermediar si avansat, insa a fost relativ restransa ca numar (71 de studenti). Prin comparatie,
cei mai frecvent raportati indicatori ai motivatiei de ordin intern au fost sentimentele de
incredere 1n sine asociate cu stdpanirea unei limbi strdine (150 de studenti), indiferent de
nivelul lingvistic. Este astfel remarcabil faptul ci, pentru tinerii adulti din generatia Z,
sistemul de sustinere internd se dovedeste a fi mai fiabil si mai esential decat mecanismele si
factorii extrinseci 1n procesul de invatare a unei limbi, aspect crucial atat in interiorul, cat si
in afara silii de clasa, propriu postulatelor teoriei motivatiei in invatare.

Cuvinte-cheie: placerea si implicarea in invatarea limbilor straine, sprijinul profesorului,
emanciparea prin limba straina, motivatie internd, motivatie externa.

1. Introduction

Learners approach the study of foreign languages fueled by diverse
motivations, attitudes, and support systems. Over the past four decades,
interdisciplinary research in applied linguistics and educational psychology has
distinguished between internal (intrinsic) and external (extrinsic) factors as central
dimensions of learner motivation (Deci & Ryan, 1985; Dornyei, 2009) and learning
engagement. Briefly, internal factors refer to psychological elements such as self-
confidence, self-efficacy, autonomy, and the personal satisfaction of learning, while
external factors, in contrast, encompass influences outside the individual, such as
teacher support, classroom environment, peer interactions, and institutional
resources. Broadly, a learner who is engaged tends to report satisfaction with the
learning process and perceives language study as useful and empowering.
Engagement is also inherently relational: learners often feel most involved when

112



TRANSVERSAL PERSPECTIVES IN EDUCATION. SKILLS FOR THE FUTURE

they connect with teachers and peers, consistent with the sociocultural accounts of
learning. This interdependence can lead to the inference that engagement cannot be
reduced to an internal trait, but emerges dynamically in interaction.

In educational psychology, engagement is broadly defined as a state of
heightened attention and active involvement (Philips & Duchesne, 2016), where
learners invest behavioral, cognitive, and emotional resources in classroom
activities. It is more than compliance or attendance; it reflects the depth and quality
of participation, where learners find enjoyment, meaning, and purpose in tasks and
sustain motivation over time. It is thus both a process and an outcome, linking
individual dispositions to social and instructional contexts (Hiver et al., 2021).

Building on the multidimensional model of Fredrick et al. (2004),
engagement in foreign language learning (FLL) is also typically conceptualized as
encompassing behavioral, cognitive, and emotional dimensions (Svalberg, 2009).
Behavioral engagement involves observable participation, such as paying attention,
completing tasks, and contributing to discussions. In FL classrooms, this might
include persistence in grammar drills or willingness to speak despite mistakes.
Cognitive engagement refers to learners’ mental investment—using strategies,
making connections, and solving problems. For example, students engage
cognitively when they infer meaning from context or actively monitor their
interlanguage. Emotional engagement captures affective responses, ranging from
enthusiasm and curiosity to boredom or anxiety. Positive emotional engagement
manifests when learners enjoy collaborative speaking tasks or feel excited by
authentic materials. Among these dimensions, behavioral engagement tends to be
especially influential, as learners who actively participate, attend to tasks, and persist
with activities are more likely to experience measurable learning gains. In contrast,
while emotional engagement—such as enjoyment, enthusiasm, or curiosity—
enhances the overall classroom atmosphere and learner well-being, it does not
consistently predict language achievement outcomes (Chiu, 2021) in the same way
behavioral involvement does.

Studies (Philips & Duchesne, 2016; Hiver et al., 2021) also propose a fourth
dimension—social engagement—which emphasizes the importance of peer and
classroom interaction. This form of engagement highlights the relational aspects of
learning, where participation is shaped by interpersonal dynamics and students’
sense of connection with others and it is highly relevant for the scope of this study.

This paper explores the interplay between these external and internal
dimensions of what motivates a learner towards foreign language (in this case,
English) learning efficacy and integrate these findings with established motivational
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theories to better understand how learners remain engaged in the FL classroom and
achieve foreign language acquisition. The research relies on declared good and bad
experiences of English language learning and proposes a series of research questions,
with a chief one:

Q1: What is the convergence of intrinsic and extrinsic dimensions of foreign
language learning engagement and does effective learning arise from both the
internal drive of the learner and the external scaffolding provided by educational
institutions?

This first question is supported by a few secondary ones:

Q2: Is there any one category of learning engagement factors (either intrinsic
or extrinsic) that is more relevant in young adult learners’ foreign language
engagement and ultimate learning efficiency?

Q3: What is the most determining factor in the learner-internal category for
FLL motivation?

Q4: What is the most determining factor in the learner-external category for
FLL motivation?

2. Literature Review

Research on the matter has revealed that intrinsic and extrinsic dimensions
interact in dynamic ways. For instance, Sulis et al. (2022) found that learners’
engagement fluctuates within and across lessons depending on task demands,
scaffolding, and interpersonal dynamics. In a later study, Sulis (2024) showed that
micro-events—such as teacher prompts, peer support, or sudden comprehension
difficulties—can shift engagement levels moment by moment. This supports the
argument of Hiver et al. (2024) that engagement in FL is best studied as a process
unfolding in time, rather than a fixed attribute. That is why students’ experience with
FLL is of the essence, as it may provide explanations on the factors at play that
contribute to Foreign Language Engagement (FLE).

Other studies highlight the mediating role of engagement in the interplay
between emotions and outcomes. For example, engagement can buffer the negative
effects of Foreign Language Anxiety (FLA), allowing students to remain active even
under stress (Dewaele & Maclntyre, 2014; Wang et al., 2024). Wang et al. further
demonstrated that mastery-oriented classroom goal structures indirectly promote
engagement by enhancing learners’ self-efficacy—showing how external design
influences internal confidence, which then translates into active participation.

Beyond oral interaction, engagement also extends to feedback practices and
independent work. Han and Hyland (2015) found that learners’ engagement with
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written corrective feedback (WCF) comprises emotional reactions, cognitive
reflection, and behavioral uptake, all moderated by trust in the teacher and clarity of
input. Likewise, research on mobile-assisted language learning (MALL) emphasizes
the importance of sustained engagement beyond the classroom, where learners’ self-
regulation and collaboration predict persistence and achievement (Viberg &
Kukulska-Hulme, 2021).

Altogether these studies support a view of engagement as a
multidimensional and dynamic construct that is shaped by the interplay of internal
factors (confidence, enjoyment, self-efficacy) and external factors (teacher support,
classroom climate, task design). These motivations for engagement has been
regarded from different thoretical perspectives:

2.2. Motivation frameworks for L2 learning

Classic accounts distinguish intrinsic drivers (self-determination theory),
where autonomy, competence, and relatedness fuel durable intrinsic motivation
(Deci & Ryan, 2000). In L2 contexts, this maps onto learners’ enjoyment of
communication, sense of progress/mastery, and supportive relationships. Démyei
(2009)’s L2 Motivational Self System reframes motivation around the Ideal L2 Self
(future self-image as a proficient user), the Ought-to L2 Self (external
expectations/obligations), and learning experiences (day-to-day classroom climate),
supporting that vivid, internalized future selves predict persistence and engagement
across cultures.

2.3. Emotions, enjoyment, and anxiety in L2 learning

The Control—Value Theory of Achievement Emotions (CVT) (Pekrun, 2006)
explains when learners experience enjoyment vs. anxiety: emotions hinge on
perceived control over learning and the value attached to outcomes. Enjoyment rises
when students feel agentic and see tasks as meaningful; anxiety spikes when control
is low but stakes are high. CVT predicts downstream effects on attention, strategy
use, and performance, and has been refined in recent reviews (including updates
extending CVT beyond classroom settings).

Following the “positive turn” in SLA, Foreign Language Enjoyment (FLE)
emerged as a key internal resource counterbalancing Foreign Language Classroom
Anxiety (FLCA). Seminal work by Dewaele & Maclntyre (2014) developed the 21-
item FLE scale and a program of studies showing FLE is distinct from, not the mere
absence of, anxiety; both fluctuate dynamically during lessons and across contexts.
Recent syntheses (Mihai et al., 2022) confirm FLE’s links to willingness to
communicate, persistence, and achievement.
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In 2002, Bandura, identifies competence as self-efficiency including self-
belief systems with four major elements related not to one’s actual learning abilities,
but to one’s skill self-assessment: mastery experiences (comprised of previous
individualized accomplishments), vicarious experiences (observing others on task),
social persuasions (verbal judgments of others) and somatic and emotional states
(stress, anxiety). Thus, self-efficiency becomes part of cognitive engagement and,
when rendered at a higher level, students perceive difficult learning tasks and
activities as challenges, while, in the opposite case, they consider them threats.
According to various researchers, among whom Deci & Ryan (2000) and
Linnenbrink & Pintrich (2002), the behaviors corresponding to the former case may
vary from keep being motivating, persisting in solving the task, avoiding distractions
to accurate self-reflection processes and quick recovery of self-efficiency, while
those pertaining to the latter case show students not investing too much effort and
perseverance in learning and avoiding difficult tasks (Guney & Al, 2012; Budiman,
2017).

2.4. External supports: teacher qualities, relational climate, and task

design

External (contextual) supports remain critical triggers for internal states.
Teacher emotional support—warmth, responsiveness, and constructive feedback—
predicts students’ motivation and engagement through perceived autonomy support
and competence. Engagement research conceptualizes behavioral, emotional, and
cognitive engagement as distinct yet interrelated, with disaffection capturing
withdrawal and frustration; teacher—student relatedness reliably forecasts higher
engagement and lower disaffection. In language classrooms, this translates into
facilitative feedback during complex speaking tasks, psychologically safe turn-
taking, and tasks with optimal challenge.

While Ellis (2010) follows a three-sided approach, underlining the fact that
accepted corrective feedback is a sign of behavioral engagement, the students
attending to it represents a sign of cognitive engagement, and the students’ attitude
towards it renders affective engagement, Norton (2008) stresses the fact that
investment or engagement is complementary to motivation, connecting students’
desire to learn and their identity changes (in a larger discussion on the identity of the
educational actors. Philip & Duchesne (2016) debated the idea according to which
engagement is always contextualized and contextual factors should be taken into
consideration (engagement in tasks, participants, multidimensionality, confirming
previous task-based language researchers and teachers’ intuitions). Positive activities
lead to greater FL enjoyment and sense of freedom/choice and autonomy, while
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teacher’s traits are also considered highly important (humorous, happy, well
organized, respectful, praising students (Dewaele & MclIntyre, 2014).

3. Methodology

3.1. Data collection

A questionnaire (a combination of the Foreign Language Enjoyment (FLE)
and Foreign Language Classroom Anxiety (FLCA) scales was applied on a large
cohort of 394 ESP/EFL first and second-year students at the University of
Agricultural Sciences and Veterinary Medicine in Cluj-Napoca, Romania, during the
2020-2021 period. Participation was voluntary, preceded by an explanation of the
study’s aims, and conducted under full anonymity with assurances of data protection.

The use of a combined FLE and FLCA (Dewaele and Mclntyre, 2014)
questionnaire aims at establishing students’ positive emotions and motivators toward
teacher, peers and the learning experience (Zeng, 2021). Its use aligns with best
practice: (a) wvalidated scales with known factor structures and (b) the
recommendation to model positive and negative emotions separately. On an overall,
the questionnaire was interpreted by means of descriptive quantitative statistics and
revealed the two-fold dimension of motivation for FL learning enjoyment and
engagement. All responses, but for Q5 and Q6, were recorded on a five-point Likert
scale ranging from strong agreement to strong disagreement.

These two open-end questions asked learners to reflect on their positive and
negative experiences with learning a FL., English in particular, Q5- “Describe one
specific event or episode in your FL class that you really enjoyed, and describe your
feeling in as much detail as possible”. The mirror question Q6 was "Describe one
specific event or episode in your FL class when you felt anxious, and describe your
feeling in as much detail as possible". For the scope of this paper and efficacy
reasons, only the statistical analysis of Q5 was performed and the results were
retained for interpretation.

The employment of this questionnaire started form the question of a
dominance rapport between enjoyment and anxiety in the foreign language
classroom and the quality of these two concepts’ relationship (Mihai et al., 2022),
but in our case Q5 focuses on the impact on motivation and ultimate FL. mastery.
Internal factors assessed included self-confidence, empowerment, and intrinsic
enjoyment. External factors included teacher qualities, institutional support, and peer
interaction.The distribution of responses was examined to identify patterns in the
relative importance of internal versus external factors.
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3.2. Data Analysis

Basic content analysis was used to identify recurrent vocabulary and
accounts, followed by descriptive statistics used to characterize the sample. To
reduce items and identify latent dimensions, a principal component analysis with
varimax rotation was applied (Brown, 2015). Reliability of the emerging factors was
examined using Cronbach’s alpha, with thresholds above 0.60 deemed satisfactory
(Hair et al., 2006). Prior to factor extraction, the suitability of the data was verified
through Bartlett’s test of sphericity (significance level below 0.05) and the Kaiser—
Meyer—Olkin measure of sampling adequacy (values above 0.70 indicating
acceptable fit) (Hair et al., 2006). Only factors with eigenvalues above one and items
loading at 0.40 or higher were retained for interpretation.

4. Results and Discussions

4.1. Socio-demographic characteristics
In their first two years of study, students enrolled in English as a Foreign Language
(EFL) and English for Specific Purposes (ESP) follow a curriculum that includes at
least one compulsory foreign language. While in some academic programs this
requirement extends across both years, in others the foreign language is mandatory
only during the first year and becomes elective in the second. When allowed to
choose, about 75% of cohorts opt for English, with the remaining quarter divided
between French and German. This distribution reflects the wider educational context
in Romania, where English is generally the first foreign language introduced in state
schools from the preparatory class at age six, while the second foreign language
usually begins in the fifth grade at age eleven.

The surveyed group displayed heterogeneous linguistic backgrounds and
self-rated their English ability using the CEFR scale (A1-C2). Beginners (A1) and
intermediates (B1) represented the largest segments, with 94 and 98 students
respectively. They were followed by upper-intermediate learners (B2, 97 students)
and pre-intermediates (A2, 56 students). Advanced users were less common: 44
students reported C1 competence and only 3 students assessed themselves at the C2
level. In total, female participants accounted for 62.9% of the sample. The vast
majority of respondents were 21 years old or younger (92.9%). In terms of residence,
57.9% lived in urban areas, while 42.1% came from rural settings (Table 1).
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Table 1. Socio-demographic sample characteristics for EFL/ESP language
learners in the study

Table 1. Sample characteristics (n = 394).

Characteristics Frequency Percentage
Female 248 62.90
Gender
Male 146 37.10
18-21 years 366 92.90
Age 22-30 years 16 4.06
>30 years 12 3.05
Urban 228 57.90
Residency
Rural 166 42.10
First 270 68.50
Year of study
Second 124 31.50
Beginner (A1) 94 23.86
Pre-intermediate (A2) 74 18.78
Intermediate (B1) 98 24.87
Level of English knowledge self. ent
Intermediate + (B2) 81 20.56
Advanced (C1) 44 11.17
Advanced + (C2) 3 0.76

4.2. Intrinsic and Extrinsic Factors Deriving from Enjoyable FL

Experiences

In the context of FLL, several internal and external factors shape learners’
engagement and progress according to our findings from Q5 responses (Table 2) and
its initial content analysis. On the internal level, learners experience empowerment
when they recognize the importance of English for both personal and professional
development, perceiving it not only as an academic subject but as a practical skill
(Learner-internal factor 1- 50 respondents). This sense of empowerment is closely
tied to self-confidence (Learner-internal 2- 150 respondents), as learners who believe
in their ability to develop English language skills are more motivated to participate
and persist. It can be depicted from such accounts as: ‘An important moment for me
was during my English classes at university, when I overcame my fear of speaking
and managed to hold a coherent conversation with only one grammatical mistake,
which was made out of carelessness, or rather because I was so focused on not
forgetting everything I had planned to say. Slowly, I am managing to overcome my

fear’.
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Table 2. Disambiguation of learner-internal and learner-external factors and their
content according to the basic content analysis

Learner internal-1 - feeling empowered — acknowledging the importance of English for personal
and professional development (English included as a skill)

Learner internal 2 - feeling self-confident in developing EL skills

Leaner internal 3 - feeling included - in English language activities

Learner internal 4 - feeling capable at performing activities resulting in hands-on products

Learner-external 1 -being included by the ESL provider

Learner-external 2 - being engaged and rewarded by peer-to-peer activities

Learner-external 3 - being rewarded (acknowledged) after giving correct solutions/answers

Learner-external 4 - being given real-life opportunities to practice English skills

Inclusion (Learner-internal 3- 16 students) also plays a crucial role; when
learners feel that they belong in English language activities, they are more likely to
interact and take risks in communication, as proven by this account: ‘In primary
school, whenever there was a holiday such as Thanksgiving, Christmas, etc., we
would do a project specific to that holiday where we felt like a family, telling stories,
bringing specific foods, and playing different games. The feeling was always very
good, of closeness to one another’. Additionally, a sense of capability emerges when
learners can successfully perform activities (Learner-external 4- 3 respondents) that
lead to tangible, hands-on outcomes, further reinforcing their competence.

Externally, the learning environment created by the ESL provider is equally
important. Feeling included by the institution or instructor (Learner-external factor
1- 71 respondents) strengthens learners’ sense of belonging and encourages
consistent participation. A sample example would include: ‘In high school, I had an
extremely passionate and open-minded English teacher. She was like a mother or
sister to us. We could always joke around with her, she always supported and helped
us. Her passion was evident in the way she taught her class. I thank her for making
me love English. Personally, I found it extremely amusing when she would randomly
ask a classmate to conjugate the verb "to be" and end up giving them a 2 in the grade
book’.

120



TRANSVERSAL PERSPECTIVES IN EDUCATION. SKILLS FOR THE FUTURE

Peer-to-peer activities (Learner-external 2- 26 respondents) that are
engaging and rewarding further promote collaboration, allowing learners to practice
language in meaningful ways. Recognition and reward (Learner- external 3- 24
respondents), such as acknowledgment after providing correct answers, acts as
positive reinforcement and enhances learners’ confidence. Finally, the provision of
real-life opportunities (Learner external 4- 2 respondents) to practice English skills
bridges the gap between classroom learning and authentic communication, fostering
both competence and autonomy. Figure 1 also provides an overview of the recurrent
words in respondents accounts that would contribute to the disambiguation of factors
and their categories (‘passion’, ‘proud’, ‘speak’, ‘openly’, ‘family’, ‘successful’).
Together, these words prove both the need to achieve competence, but also
belonging, sustaining long-term relational and emotional engagement.
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Figure 1. Word-cloud with the most recurrent words used by Q5 respondents

The findings revealed that the majority of learners emphasized self-
confidence and empowerment as the most influential motivators for FL engagement.
Learners reported a sense of accomplishment and personal growth when mastering
English, which reinforced their willingness to engage in further learning activities.
Internal drivers were consistently reported across proficiency levels, indicating their
universal importance (Table 3).

Similar patterns have been observed in other settings: learners with higher
self-confidence tend to be more persistent, take risks, and exhibit stronger uptake in
FL instruction (Tungel, 2015). Moreover, empowerment has been empirically linked
to enhanced engagement via psychological capital, showing that when learners feel
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in control of their learning, their participation intensifies (You, 2016; Gebregergis &
Csukonyi 2024). In online and hybrid contexts, studies have found that learners’
sense of self-efficacy mediates the relationship between motivation and engagement
(Almayez, 2025) and that online learning environments that support learners’ agency
foster stronger engagement (Pan et al., 2023).

The highest learner-internal motivation indicators (learner-internal 2) was
the feelings of self-confidence and empowerment that mastering a foreign language
entail (for 150 learners) (Table 3). Confidence and empowerment appear to serve as
the foundation of sustained engagement, as they fuel learners’ willingness to persist
despite challenges. The predominance of internal motivation in this study aligns with
a broad evidence base showing that intrinsic drivers—rooted in autonomy,
competence, and relatedness—tend to be more sustainable than purely extrinsic
pressures in academic contexts (Deci & Ryan, 2000), especially for adults and young
adults, who are more autonomous.

Table 3. Learner-internal and learner-external motivation factors thematic
and quantitative overview

Q5
Al A2 B1 B2 Cc1 Cc2 TOTAL
don’t remember 5 1 5 0 0 14
not the case 12 2 0 0 20
activities not suited for English | 6 1 0 0 0 0 7
no answer 2 4 0 13
Learner-internal (Intrinsic) 1 11 12 15 5 7 0 50
Learner-internal 2 30 23 43 36 16 2 150
Learner-internal 3 1 1 8 3 3 0 16
Learner-internal 4 0 0 3
Learner-external (Extrinsic) 1 | 15 15 13 16 11 1 71
Learner-external 2 3 4 10 8 1 0 26
Learner-external 3 9 7 4 0 24
Learner-external 4 0 0 0 1 1 0 2
TOTAL | 394

Recent SLA work connects these internal states with enjoyment and
classroom engagement—when learners feel competent and empowered, enjoyment
rises and participation deepens, further reinforcing persistence (Dewaele &
Maclntyre, 2014; Oga-Baldwin, 2019; MacIntyre, Gregersen, & Mercer, 2016).
These effects, as in the case of our study, appear across proficiency levels, with
studies showing that internal drivers (e.g., self-efficacy, autonomous motivation)
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predict engagement and achievement in beginner through advanced cohorts,
including online and hybrid settings (Noels et al., 2000; Oga-Baldwin, 2019; Pan,
2023).

Although cited less frequently, external factors were nonetheless significant.
A prominent theme was the role of teacher support, particularly in speaking
activities: learners valued psychologically safe classrooms, constructive feedback,
and encouragement to participate, all of which are linked to higher motivation,
engagement, and willingness to communicate in L2 settings (Liu, 2021). The study
has also confirmed teachers’ immediacy behaviors (warmth, responsiveness,
verbal/non-verbal closeness) reliably predict students’ motivation and engagement
across language classrooms, as was also confirmed by research (Hu et al., 2023).
Similarly, Ruzek et al. (2016) found that teacher emotional support strengthens
students’ sense of competence and autonomy. Constructive feedback—including in
online and hybrid environments—has small-to-moderate positive effects on learning
and supports motivation, which can translate into greater participation in speaking
tasks (Scherer et al., 2024; Cen et al., 2024). Social-emotional classroom climate
also matters: positive climates boost foreign-language enjoyment and, in turn,
engagement—mirroring learners’ reports that supportive teachers are central to their
motivation (Mihai et al., 2022; Hosseini et al., 2022) especially in the case of A1-A2
and B1-B2 learners (Fig.2). Consistent with our dataset, where 71 learners explicitly
highlighted teacher qualities as essential to their motivation, recent evidence shows
that perceived teacher support directly fosters L2 engagement and willingness to
communicate (Fan et al., 2024; Yang, 2024).

25.00%
20.00%
15.00%
10.00%
5.00% I I
0.00% - — . I
Intrinsic 1 Intrinsic 2 Intrinsic 3 Intrinsic 4 Extrinsic 1 Extrinsic2  Extrinsic 3 Extrinsic 4

HA mB mC

Figure 2. Distribution of learner-internal and learner-external factors for
engagement motivation according to levels of English
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4.3. Comparative distribution

Overall, internal motivation outweighed external motivation in reported
influence. However, the study also revealed areas of convergence: learners often
reported that internal confidence was reinforced by external validation. For example,
a learner’s self-confidence in speaking English was strengthened when teachers
encouraged risk-taking and recognized progress. Research also supports these areas
of convergence, with Deci & Ryan (2000) discussing intrinsic motivation as the self-
regulation of extrinsic motivation and its facilitation and Linnenbrink & Pintrich
(2002) minutely tackling the role of self-efficacy in behavioral, cognitive and
motivational engagement. Moreover, task and material selections (presentation,
games, conversation) are of utmost importance in determining the students’
motivation and ultimate engagement, as well as teachers’ constructive, encouraging
feedback, as our study has proven, alongside Linnenbrink & Pintrich (2002),
Niemiec & Ryan (2009) and Skinner & Pitzer (2012).

That is why the external and the internal motivation of learning engagement
in EFL classes cannot be dissociated (Fig. 3). Our respondents’ account prove it and
it has been proven, time and time again, in research starting with Skinner et al. (2008)
debating the interrelation between aspects such as the emotional, behavioral and
motivational dynamics of engagement, encompassing the role of the teacher support
and the self-system model of motivational dynamics. They viewed students as being
either engaged or disengaged/disaffected and their model focused on context, self,
action and outcomes, wherein context comprises teacher’s warmth, structure and
autonomy support (as opposed to rejection, chaos and coercion) and students’ self-
perceptions (relatedness, competence, autonomy in the context of being given useful
classroom experiences) - all these aspects are seen as facilitators and indicators for
motivation and engagement.

In our study, engagement indicators deriving from Q5 answers are placed at
the level of behaviour and emotion - in the case of engagement they consist of self
confidence and empowerment reflected in action initiation, effort, attempts,
persistence, intensity, attention, concentration, absorption, involvement and,
respectively enthusiasm, interest, enjoyment, satisfaction, pride, vitality, zest, which
transpire from students’ experience accounts and the words they predominantly used

(Fig.1).
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Figure 3. Distribution of learner-internal and learner-external factors
for engagement motivation according to levels of English- convergence

Thus, the components of the behavioral engagement were broadly enriched
by the addition of traits such as being focused and persevering, while the cognitive
aspect comprised a purposeful approach, goal strivings, strategy use, willingness to
participate, preference for challenge, mastery, attention and concentration, care,
follow-through, thoroughness, in relation to engagement.

Our study’s findings in terms of convergence between these factors are
undoubtedly reinforced by the aforementioned contemporary perspectives
emphasizing that internal and external dimensions are mutually constitutive. CVT
(Pekrun, 2006) links emotions to perceived control (often built via instruction and
scaffolding) and value (made salient by meaningful tasks). The L2 Self framework
(Doryei, 2009) posits that supportive environments help crystallize the Ideal L2
Self and convert it into sustained action. Recent FLE research (Dewaele and
Mclintyre, 2024; Mihai et al., 2022) similarly frames enjoyment as a dynamic system
emerging from learner traits and classroom affordances—precisely the convergence
our study identifies: internal confidence gains are amplified by external teacher (and
peer) support during oral interaction.

Finally, the idea that internal and external factors are not mutually exclusive
but interdependent supported by our study is particularly consistent with Generation
Z young adult learners’ profile, with the highest levels of engagement being achieved
when their intrinsic motivation is validated and strengthened by external conditions
(Chunta et al., 2021). For foreign language learners, especially Generation Z students
in higher education, engagement emerges as both a personal stance toward learning
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and a socially co-constructed phenomenon. This duality helps explain why our
findings revealed a certain balance: internal confidence as the most frequently cited
motivator, but external teacher support as an indispensable condition for sustaining
active participation. Generation Z young adult learners’ self-support system is
reliable and essential as well as relevant inside and outside the classroom converging
towards the postulates of the self-determination theory of human motivation (Deci
& Ryan, 2000). In these young adult learners, one can argue that internalisation also
occurs from extrinsic motivation onto intrinsic one, which paves the way to the onset
of adulthood.

Perhaps that is why, alongside the convergence of these factors, our study
brings forth some relevant perspectives. We cannot shy away from the fact that most
young adult learners find their motivation for EFL learning internally, which is
highly consistent with adult learning theory—andragogy- partially distinct from
pedagogy. In andragogy, there is consistency in self-directed or even autonomous
learning, where control lies with the learner and their experience integrated into their
social and professional contexts to enhance their professional abilities and goals.
This is especially relevant in higher education, where our respondents have already
set their career goals, they are academically motivated as adults, they are problem-
and relevance-centred and able to express their opinions and preferences related to
the content, methods applied, and classroom environment. Hence, they are more
reliant on internal motivation to achieve their learning goals, for FLL included.

5. Conclusions

The present analysis highlights the importance of both internal and external
factors in foreign language learning. Internal factors in particular, including self-
confidence and empowerment, emerged as the most influential motivators, as we are
dealing with young adult learners. However, external influences—most notably
teacher support—remain essential in sustaining and validating these internal drives.
Effective teaching approaches must therefore balance the cultivation of intrinsic
motivation with the provision of high-quality external support. By creating
environments that both challenge and encourage learners, educators can maximize
engagement and long-term success.

Short term future research perspectives include an interdisciplinary
comparative approach to content analysis of Q5 and Q6 in depth, with data coded
and analyzed using ATLAS.ti Scientific Software for Qualitative Analysis (2023).
Long term future research should extend these findings by conducting longitudinal
studies, cross-cultural comparisons, and analyses of digital learning contexts. Also,
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for a palpable and scientifically sound assessment of learning efficacy correlated to
engagement, formal assessments and evaluations of learners’ progress can be
performed, or task achievement evaluation, enjoyment and anxiety during classes
evaluations to paint a more complete picture of what classroom engagement yields
for young adult learners.
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Abstract: Foreign language engagement (FLE) has always been considered one of the
cornerstones particular to the process of teaching a language, thus being thoroughly studied
and, consequently, undergoing numerous modifications, both at a conceptual and applied
level. The main aim of the current research is to render a comprehensive contextualised
analysis of the interdependent relation between the reciprocally compelling aspects
comprised by FLE in the case of English taught for specific purposes at higher education
level. The method employed was that of descriptive statistic methods relying on a
questionnaire answered by the students of The University of Agricultural Sciences and
Veterinary Medicine of Cluj-Napoca, and implicitly targeting the variation according to
individual language level, content and skill-specific activities, the knowledge provider’s
methodological and instructive reasons, as well as the students’ emotional response
significantly influencing the learning outcomes. Therefore, the study’s results are threefold,
a clear connection being established between the elements mentioned above. The
engagement displayed by the students throughout the ESP (English for Specific
Purposes)/EFL (English as a Foreign Language) interactions has been shown to have been
intrinsically determined mostly by the format in which the content and skill-related learning
sequences were conducted, with the added value conferred by the feelings allotted to them,
hence validating the importance of emotions when associated with learning and engagement,
especially in the case of performative academic subjects (i.e. foreign languages).

Key words: foreign language engagement (FLE), learning outcomes, emotions - tools for
learning, interactive format for content and skill-related activities in English
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Rezumat: Implicarea activd a studentilor in vederea dezvoltarii deprinderilor specifice
limbilor strdine a fost consideratd dintotdeauna o piatra de temelie in cadrul procesului de
predare a unei limbi. Astfel, aceasta a fost studiatd indelung, operindu-se numeroase
modificari conceptuale si aplicative. Scopul principal al prezentei lucrari de cercetare este
acela de a reda o analizd comprehensiva contextualizatd a relatiei interdependente dintre
aspectele reciproc determinante subsumate implicarii active a studentilor in cazul limbii
engleze specializate predate la nivel universitar. S-a folosit chestionarul interpretat prin
metode statistice descriptive, acestuia raspunzandu-i studenti ai Universitatii de Stiinte
Agricole si Medicind Veterinara din Cluj-Napoca. Intrebarile chestionarului au vizat
diferentierile in functie de nivelul de limb4, precum si in functie de activitatile de predare-
invatare generate de continutul de invatare si de dezvoltarea abilitatilor corespunzatoare, de
motivele instructiv-metodologice ale furnizorului de cunostinte si, nu in ultimul rand, de
raspunsul emotional al studentilor, raspuns care a influentat in mod semnificativ rezultatele
invatarii. In consecintd, rezultatele studiului se impart in trei directii caracterizate de o
puternica legatura de cauzalitate. Implicarea activd demonstrata de studenti pe parcursul
interactiunilor LES (Limba engleza specializata)/ ELS (Engleza ca si limba straind) a fost
determinatd intrinsec i majoritar de formatul in care s-au desfasurat secventele de invatare
(continut si abilitati), acestuia adaugandu-i-se emotiile individuale alocate de catre studenti,
validandu-se, astfel, importanta acestora pentru invatarea activa si angajata, cu accent crescut
in cazul materiilor academice performative (i.e. limbile striine).

Cuvinte-cheie: implicare activa, rezultate ale invatarii, emotii-unelte ale invatarii, formatare
interactivd a continutului de invatare si a dezvoltarii abilitatilor de comunicare in limba
engleza

1. Introduction - General Educational Engagement and Foreign

Language Engagement

Foreign language engagement (FLE) has been thoroughly studied and has
suffered various modifications, both at a conceptual and applied level. One thorough
example is Ocakli (2022), who, in her 2019 PhD thesis manages to minutely render
the transformation the FLE concept has undergone, analytically displaying the
interplay between the various underlying theoretical aspects merging as to exhibit a
complex applied tool meant to measure students’ involvement in different
educational activities.

For a better understanding of the concept of foreign language engagement
and for pinpointing some of the main discussion aspects generated by the results of
students’ answers in connection with FLE, answers around which the current paper
is designed, there are some general engagement theoretical threads that need to be
presented. Thus, Finn’s 1989 model (Finn, 1989), one of the first in the field, in an
attempt to solve the problem of school drop-out by involving students in more
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interesting activities and reducing and/or eliminating some of the reasons generating
this phenomenon, focused on the connection between behaviour and affect, terming
the former as participation and the latter as identification.

Previous to this shift, Connell and Wellborn’s 1991 model debated the idea
of contextual engagement heavily resting on people’s needs for competence,
autonomy and relatedness which, in turn, are translated into students being placed in
such educational contexts as to act on them, make them feel engaged/interested and,
thus, acquire better learning outcomes (Connell and Wellborn, 1991).

In 2006 Appleton et al. reinterpreted these aspects into academic,
behavioural, cognitive and psychological, also designing an engagement scale
coined “Student Engagement Instrument”, showing the fact that measuring students’
cognitive and psychological engagement is of utmost importance when it comes to
improving learning outcomes (Appleton et al., 2006). The scale is displayed on three
aspects, each comprising subcategories and specific elements: a. context: a.1.family
(academic and motivational support for learning, goals and expectations,
monitoring/supervision, learning resources in the home); a.2. peers (educational
expectations, shared common school values, attendance, academic beliefs and
efforts, peers’ aspiration for learning); a.3. school (school climate, instructional
programming and learning activities, mental health support, clear and appropriate
teacher expectations, goal structure-task vs ability-, teacher-student relationships); b.
student engagement: b.1. academic (time on task, credit hours toward graduation,
homework completion); b.2. behavioral (attendance, voluntary classroom
participation, extracurricular participation, extra credit options); b.3. cognitive (self-
regulation, relevance of school to future aspirations, value of learning/goal setting,
strategising); b.4. psychological (belonging, identification with school, school
membership); ¢. outcomes: ¢.1.academic (grades, performance on standardized tests,
passing basic skills test, graduation); c.2. social (social awareness, relationship skills
with peers and adults); c.3. emotional (self-awareness of feelings, emotion
regulation, conflict resolution skills) (Appleton et al., 2006). In 2008, Appleton,
Christenson and Furlong offer a summarized view on engagement - critical concepts
and methodological issues (Appleton et al., 2008).

Applying a complementary perspective, both the engagement and
disaffection indicators are placed at the level of behaviour and emotion - in the case
of the former, they consist of action initiation, effort, exertion, attempts, persistence,
intensity, attention, concentration, absorption, involvement and, respectively
enthusiasm, interest, enjoyment, satisfaction, pride, vitality, zest; in the case of the
latter, they are related to passivity, giving up, withdrawal, inattention, distraction,
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mental disengagement and lack of preparation, and, correspondingly, boredom,
disinterest, frustration/anger, sadness, worry/anxiety, shame, self-blame (Skinner et
al., 2008).

Narrowing the conceptual discussion down to connecting foreign language
acquisition with language class engagement, many education researchers undertook
the task of establishing engagement indicators through -classroom activity
observations (Okali, 2022). Thus, Dornyei (2019) emphasizes the difficulty of
analyzing the L2 learning experience as part of the L2 motivational self-system and
defines it as a perceived quality rendered by students’ engagement within the entirety
of the language learning process, while also concluding that second language
acquisition/ learning should result from the intersection of different elements of the
language learning process and the quality of the learners’ engagement as perceived
by the facilitators, some example being those of school, syllabus, teaching materials,
learning tasks, peers, and the teacher, in such a way as to be able to measure students’
language engagement (Dornyei, 2019).

Svalberg (2009) coined the concept of “engagement with language” in
connection with language awareness, at a cognitive, affective and social level, the
first being marked by alertness, focused attention and construction of one’s
knowledge, the second, by positive, purposeful and autonomous willingness to
acquire the language, and the third one by interactive and initiating behaviours
(Svalberg, 2009), and, in 2017 she discussed the aspects of contextual engagement,
task engagement and engagement with corrective feedback, discovering that
meaningfulness is directly related to students’ engagement (Guo, 2021).

According to various researchers, among whom Ryan and Deci, as well as
Linnenbrink and Pintrich are the most prominent, the behaviors corresponding to the
former case may vary from keep being motivating, persisting in solving the task,
avoiding distractions to accurate self-reflection processes and quick recovery of self-
efficiency, while those pertaining to the latter case show students not investing too
much effort and perseverance in learning and avoiding difficult tasks (Ryan and
Deci, 2000; Linnenbrink and Pintrich, 2003). Moreover, task and material selections
are of utmost importance in determining the students’ engagement, as well as
teachers’ constructive, encouraging feedback, as Linnenbrink and Pintrich (2003),
Niemiec and Ryan (2009) and Skinner and Pitzer (2012) emphasize.

When it comes to autonomy, researchers such as Little (2007), Niemiec and
Ryan (2009), and Ryan and Deci (2000) put forward several ideas of autonomy
reinforcement: using the target language during classroom activities (to inspire
language mimicking behaviour), exposing students to supportive social conditions,
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giving the sense of freedom and choice, designing useful and meaningful tasks
(according to the students’ values and learning goals).

Deep-processing learning strategies are classified by Rebecca Oxford (2003)
as being direct and indirect, the former consisting of memory-related, cognitive and
compensatory strategies, while the latter, of metacognitive, affective (meant to
reduce anxiety, being consciously self-employed by the students and acting as self-
rewarding) and social strategies (cooperation, asking for help), stressing the fact that
an L2 learner is able and willing to work when teachers employ different styles and
strategies (Oxford, 2003).

And, in 2015, Kil’s drawing of the effective English language teacher
comprised the following: motivating students, making classes enjoyable, being
friendly, knowledgeable, speaking good English and using different methods and
materials (a questionnaire applied to 227 students) (Okali, 2022).

Therefore, taking into account the entirety of the theoretical background
detailed above, the main aim of the current paper is to analytically display the
connection between specific methodological, content-related elements and the
students’ engagement, enjoyment and, most importantly, individualised learning
outcomes, filtered by their own assessing framework.

2. Methods

The current study is based on the descriptive survey method/design which
was defined in a specialised way, in 2006, by Lodico, Spaulding and Voegtle as
applicable to cases of collecting perceptions, opinions, attitudes and beliefs on an
important topic in education (Okali, 2022). Adding to these, Akbari et al. in 2016,
while presenting Astin’s 1984 theory of student engagement, mentioned that
engagement can be rendered in a qualitative and quantitative manner (Akbari et al.,
2016).

Thus, the present research stems from a questionnaire comprising a series of
quantifiable items, out of which two intermediary questions, placed in the first half
of the quiz, are open answer items. They are question 5 (Describe a specific foreign
language event or episode that you really enjoyed and describe the corresponding
feeling you experienced as detailed as possible, including the period before your
university/college years) and question 6 (Describe a specific foreign language event
or episode that made you feel anxious and describe the corresponding feeling you
experienced as detailed as possible, including the period before your
university/college years), with the former being an adapted paraphrase of the one
posed by Dewaele and Maclntyre’s 2014 study -“Describe one specific event or
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episode in your FL class that you really enjoyed, and describe your feeling in as
much detail as possible” (Dewaele and MaclIntyre, 2014, p.246).

The 394 respondents were students in their first and second year at the
University of Agricultural Sciences and Veterinary Medicine of Cluj-Napoca,
between 2020-2021. When answering the questionnaire, they were instructed to
consider the entirety of their English language learning experience. Moreover,
language qualifiers were applied according to the Common European Framework
Reference for Languages (CEFR, https://www.coe.int/en/web/common-european-
framework-reference-languages/level-descriptions).

Despite the fact that English language learning was the main focus of the
survey, along with any other aspects entailed by it, the respondents were allowed to
use Romanian when formatting their answers, such a decision resulting from the aim
of obtaining truthful answers unhindered by the language impediment. As the
objective items of the questionnaire are analytically tackled in another article (Mihai
et al., 2022), the current one, due to the complexity of the recorded answers and also
taking into account Dewaele and Maclntyre’s 2014 conclusions (foreign language
engagement and foreign language anxiety, though connected, are statistically distinct
phenomena) (Dewaele and MaclIntyre, 2014), solely focuses on the foreign language
engagement in an inclusively contextualised manner, connecting EFL/ESP content,
methods, level of English (according to the European frame of reference for
languages (Dewaele et al., 2022) and learning outcomes, as they arise form the
students’ responses.

3. Results and Discussion

3.1. Results

Due to the particularities underlying the formatting of the two questions
mentioned in the section above, with special emphasis on question 5 - Describe a
specific foreign language event or episode that you really enjoyed and describe the
corresponding feeling you experienced as detailed as possible, including the period
before your unmiversity/college years -, the students’ answers varied greatly, as
expected, being heavily influenced by a wide range of external factors, such as the
language providers’ teaching style (17.86%), the number of classes per week, the
teaching content (topics of personal or professional interest), targeted linguistic skills
(5.36% - equally favouring speaking and listening skills), efc.

A further noteworthy observation refers to the fact that 87 (22.20%) students
experienced the highest engagement in the case of interactive classes, focusing on
several aspects, such as: movie debates and sensitive subjects; benefitting from the
expertise of specialised guests; interactive games and quizzes played in teams,
pairs or individually; developing speaking skills in different forms (dialogues,
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discussions on topics of concern, presentations, debates, role play, guessing
activities, communicating in English, using the British accent); peer learning.
When motivating their answers, the students mentioned tackling engaging

themes, improvising and expressing ideas, whereas the feelings experienced
ranged from confident, included (belonging) to being empowered and cognitively
engaged (Table 1).

Table 1. Different Forms of Interactive Activities Based on Speaking Skills

English No. of
Type of activity | Level (self- Feelings Reasons

assessed) answers
- interactive B2, A2, -pleasant -learning how to participate in a 48
classes (debates B1, B1, feelings dialogue (on topics of interest)
on movies and B1, Cl1, -interested -dialogue fill-in
sensitive Cl,A2, -confidence -learning how to use verbal tenses
subjects, Bl1, B2, - correctly
specialized A2, B2, -fun, relaxed -being involved in a new teaching
guests, B1, B1, -feeling as being | method based on dialogues
interactive B1,Al, part of a group -feeling more empowered and
games, quizzes - Al, A2, (belonging) confident in using personal
teams, pairs, Al, A2, -joy language and communication
individually- Al Al, -engaged abilities
speaking) B1, B2, -encouraged -being competitively involved
-taking part in Al, A2, -bonding -being helpfully involved in the
dialogues, A2,Al, | -appreciative learning process (peer learning)
discussions B1, Al, -self-aware -performing the dialogue as a
(topics of B1, B2, -competitive play, in front of an audience
interest), B1, B2, -happy -improvising a play in a given
presentations, Al, A2, -communicative | situation, with no thinking time
debates, role B2, B2, -lucky which led to better interpersonal
play, guessing Al Al, -included/not relationships and performing it in
activities, peer BI1, A2, being criticized front of an audience
learning Al, Bl, | -encouraged -being able to present a speech in
(SPEAKING) Al, A2, front of an audience
-communicating Al, Bl -freely debating different subjects
in English, -sharing experience with foreign
using the British students and welcoming them
accent -students’ interaction
(SPEAKING) -assessing one’s own level of

English

-competing with colleagues
-finding new information and
learning how to communicate
-educational activity
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English No. of
Type of activity | Level (self- Feelings Reasons
assessed) answers
-successful result of oral
assessment
-the facilitator’s engagement
-being given the opportunity to
present without being criticized
-being given the chance to
understand that everybody can
learn English if they want to
B2, Bl1, -pleasant -stimulating thinking and 39
B1, B1, feelings, speaking in a foreign language
B2, B2, cognitive and (English)
Cl1, B1, professional -educational output
B2, B2, (contextual) - English language progress
B2, C1, satisfaction (self)awareness (applied ipsative
Cl1, B2, - fun assessment)
B2, B2, -interested -improving communication skills
C1*,Bl1, | -greatjoy and fully engaging all the students
B2, B2, -fun, playful, -improving contextual speaking
B2, BI, liberated, skills
C2,Cl, fascinated -understanding other perspective
Cl1,Cl, -engaged (time than your own
B1, C1, flew) -managing speaking anxiety
B1, B1, -empowered -expressing opinions - listen and
B1, B1, -level-headed, being listened to
B1, B1, anchored in -cognitive, logical challenges
B1, B1, reality -being given the opportunity of
B2, Cl1, -enthusiastic expressing personal interests in a
B2 -shared good fascinating foreign language
mood (English)
-not being -everybody is engaged and has
judged/being the opportunity to express their
included opinions
-proud -improved vocabulary and
-relaxed pronunciation
-positive - learn better
-joy -expressing opinions* and,

simultaneously, learning specific
vocabulary

-positive feedback from the
facilitator

-freely expressing oneself in an
uninterrupted flow (English)
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English
Type of activity | Level (self- Feelings Reasons
assessed)

No. of
answers

-making oneself understood in a
foreign language

-developing language skills
-tackling political and social
issues

-strengthening group bonds and
class atmosphere

-learning English better

-talking about books of interest

*one statistic respondent with two answers fitting two distinct categories (source: authors’ own)

A group of 36 students (9.14%) stated that the most enjoyable and engaging

activities were those in which they had to present projects and take part in the

ensuing

debates, individually or in teams, the rationale focusing on acquiring new
(specialized) information and getting feedback from peers or from the teacher, with
the underlying emotions ranging from accomplishment and acknowledgement to

challenged (understood as cognitively engaged) and confidence (Table 2).

Table 2. Engaging Activities Based on PBL

Type of English No. of
. Level (self- Feelings Reasons
activity answers
assessed)
- presenting A2,A2, | -pleasant feelings | -looking for (specialized) 36
projects and A2, Al, | -feeling great information highly contributed to a
taking part in Al,A2, | - better information retention
the ensuing B2,B1, | -pride -getting a very good grade (9/A-)
debates B2, Bl1, -confidence -learning new information from
(individually Al, Bl, | -accomplished colleague’s presentations and from
and in teams) B2, Cl, -ambitious one’s own research work
(PBL, B1,Bl1, | -pleasantly -improving team work skills
SPEAKING) B1,B1, | challenged to -improving presentation skills in
C2,B2, | work under time front of an audience
Al, Bl, | pressure (short -being acknowledged by peers and
B1,B1, | deadline) facilitators (from the point of view
B2, A2, | -beingunique of the English language)
B2,B1, | -engaged, amazed | -improving self-confidence in using
Al, B2, | -inventive English in front of an audience
B1,A2, | -pleased -inspiring the students to develop
A2,Al, | -happy and themselves and to present
A2,B2 | inspired trustworthy information
-proud
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Type of English No. of
L. Level (self- Feelings Reasons
activity answers
assessed)
-nostalgic -contributing to the gathered
-competitive information with personal
(positive and informational inputs
negative) -presenting in English for the first
-interested time

-being acknowledged by the
facilitators (teacher)

-presenting hands-on projects, with
real-life products

-creating beautiful memories
-getting feedback from peers and
getting to watch the result of one’s
work

(source: authors’ own)

Another set of 27 respondents (6.85%) chose to present face to face
discussion/ dialogues or in front of an audience (face to face format), descriptive
sequences on specialization related topics, analyzing a quote and discussing power
point presentations (delivered by peers or teachers) as being the most engaging
language learning activities, with reasons related to developing public speaking
skills and improving language confidence, while the feelings were predominantly of
pride, self-confidence and encouragement (Table 3).

Table 3. Activities Relying on Face-to-face Formats

Type of English . Number of
. Feelings Reasons
activity Level answers
-face to face Al,B2, | - - 27
discussion/ Cl,Al, | -pleasant feelings | -being able to speak in front of
dialogues or A2,Cl1, | -relaxed an audience in spite of suffering
in front of an B1, B2, | -encouraged (to from stage track
audience (face | B2, B2, | speak) -overcoming the anxiety of
to face B2, Al, | -proud/ feeling speaking in public and enjoying
format), Al, Al, | good about the activity (despite initial
descriptive Cl1,B1, | oneself reluctance)
sequences on Al,A2, | -being helped -no anxiety related to not
specialization A2,A2, | -happiness knowing how to answer (to
related topics, C1,Al, | -proud which the ESP provider’s
analyzing a Al, -creative personal traits contribute too)
quote, -feeling great -being aware of the efficiency
discussing -rewarded of the learning process
power point -improving pronunciation
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Type of English . Number of
. Feelings Reasons
activity Level answers
presentations -improving self-confidence
(SPEAKING) (discussing specialization topics
in English, using specific
vocabulary)

-using free speech

-improving language skills and
self-confidence in the individual
ability of learning English
-improving vocabulary

-no mistakes in discussing with
colleagues, being focused on
the spoken outcome and activity
engagement

-freely expressing one’s
opinions

-the facilitator’s engagement

(source: authors’ own)

The rest of the answers were divided between different types of tasks, with
specific feelings and rationale behind the engagement experienced by the students,
although the statistic rendering is not as impressive as in the case of the tasks
mentioned above (tables 1-3). Thus 16 students (4.1%) considered vocabulary-
related activities as being the most engaging, either constructed as such per se or
derivative from other types of activities: tackling specific scientific themes,
denominations, as well as tongue-twisters; vocabulary games (miming, explaining,
apps, short movies/clips, fill in the gaps of lyrics, learning a song). While the reasons
behind these options refer to improved vocabulary (general, specific or technical),
the predominant feelings were those of happiness and motivation (Table 4). A group
of 13 students (3.29%) focused on a combination of listening comprehension and
vocabulary (watching documentaries/movies/PowerPoint presentations related to
the field of specialization or to general topics), whereas a set of 11 respondents
(2.79%) stated that they felt engaged as long as the activity was rewarded by the
facilitator (table 4). Another group of 10 students (2.53%) found engaging those
activities that mixed English in Use exercises with reading and listening
comprehension (Table 4), and several sets of 9 respondents each considered the
following tasks as engaging: a. team work/building, flexible team work used for
creating chain stories, poems, business plans and discussing different topics (2.28%)
- the students felt acknowledged and they enjoyed communicating and working with
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peers; b. activities focused on solving the exercises correctly (2.28%) - skill level
recognition was the main reason and the corresponding feeling was that of academic
success; c. activities focused on developing interpersonal relationships (Secret Santa,
Oscar Awards, Christmas, Thanksgiving Day, talk shows, songs, caroling, listening
to Christmas songs) (2.28%)- the students experienced the sense of belonging and
sharing joy and happiness (Table 4). Other groups of 7 students each mentioned the
the following activities as being engaging: a. written assignments/tasks: plays, ads,
book summary*, career essay, opinion essay, e-mails (1.77%) - good learning
experiences about which they felt proud when successfully solved; b. tackling
interesting, sensitive, real-life topics (1.77%) - the students felt included and
understood by being given the opportunity to freely express their opinions (Table 4).
Three students (0.76%) signaled intense satisfaction when understanding complex
grammar knowledge, while other three (0.76%) felt engaged when being asked to
produce an item (video making*) in the target language (English), as they considered
their language level was improved and their product had limited, private exposure
(only the teacher viewed the result of their work) (Table 4). One answer was given
for each of the following situations: a. translating for a group of foreigners (C1 -
intense use of English generating high levels of confidence); b. low level of task
difficulty (A2 - no reasons or feelings were stated); c. student exchange opportunity
(B2 - no feelings were provided in the answer, the main reasons being the fact that
the students spent four months in Cambridge) (Table 4).

Table 4. Task Variety

English No. of
Type of activity Level (self- Feelings Reasons
assessed) answers
- tackling specific A2,B2, | - -technical vocabulary 16
scientific themes, A2,A2, | -being rewarded improvement
denominations, as B2, A2, | (good grade), - correct pronunciation of
well as tongue- B1,Al, | captivated (technical) vocabulary
twisters A2,A2, | -fun items
(VOCABULARY) B1,B1, | -relaxed -vocabulary reinforcement
-vocabulary games Al,Al, | -motivated and improvement
(miming, explaining, Al, Bl -happy/fulfilled -better vocabulary and
apps, short -successful pronunciation
movies/clips, fill in -feeling good -being the best at an app
the gaps of lyrics, game
learning a song)
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English N
Type of activity Level (self- Feelings Reasons o- of
answers
assessed)
-watching A2,Cl - pleasant feelings | - achieving specific 2
documentaries/movies - technical vocabulary
/PowerPoint A2,B2, | -fun - learning new information 11
presentations related Bl, Cl, | -focused related to the field of
to the field of Al, Bl, specialization
specialisation or to B2, C1, -educational output
general topics Al, Cl, -managing with the given
(LISTENING and Al English resources (no extra
VOCABULARY) help)
-activities focused on B2,Al, | -negative feelings | -being given the highest 11
rewarding the student BI1,Al, | replaced by the mark after a long series of
B1, C1, | feeling of being 8s (Bs)
C1,Al, | appreciated -being given extra points
Al,A2, | -relieved for kinaesthetic activities
Al -engaged -proving class attention,
-successful comprehension and
-happy engagement
-self-confidence, -doing well in formal
empowered examinations
-getting the highest mark
for correct answers that
were not copies
-graded oral answers
-passing the exam/making
the grade
-correctly solving subjects
related to language skills
without extra help
-English in use B2, B2, | -pleasant feelings | -as compared to high 10
exercises, reading C1*,Bl1, | -engaged* school English activities
comprehension B1,A2, | -motivated (translation exercises)
exercises, listening A2,B2, | -proud -everybody gets the chance
comprehension Al, Bl to actively participate in
(READING, USE OF the class activities
LANGUAGE, -interesting, up-to-date
SPEAKING, texts*
LISTENING) -the aims of the activity:

comprehension, correct
speaking and writing,
vocabulary improvement
-exercising for skill
examination

-being acknowledged
(congratulated)
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English N
Type of activity Level (self- Feelings Reasons o- of
answers
assessed)
- team work/building Al,A2, | -pleasant feelings | -benefiting from the 9
-flexible team work B2, B1, | -pride colleagues’ help in
used for creating B2,A2, | - feeling expressing ideas in English
chain stories, poems, B1,Al, | wonderful -activities resulting in
business plans and B1 -fun, playful communicative debates
discussing different -engaged and strengthening
topics -being helpful competitiveness due to the
-creative facilitator’s traits (open-
-joy mindedness,
-being communicative)
acknowledged -everyone was involved
-the engaging element of
the novelty of the activity
(using kinaesthetic
activities)
-the effect of strengthening
group relationships
(getting to know one
another better)
-peer learning
-improving vocabulary
-impressing the facilitator
-promoting a business
- activities focused on A2,A2, | -being rewarded -skill level recognition 9
solving the exercises A2,Al, | (empowerment) (being the best; being the
correctly B1,B1, | -pride only one to know the
Al,A2, | -successful answer; solving an
Al -inquisitive exercise correctly; getting
-joy, pride the highest mark for the
first time; the first English
language experience)
-activities focused on B1,B2, | - - 9
developing BI1,Bl1, | -engaged -being part of a larger
interpersonal B2, Bl, | -being part of a group event
relationships (Secret B1,A2, | group/family -getting to know the new
Santa, Oscar Awards, Al -being close to the | group
Christmas, others -transforming a negative
Thanksgiving Day, -pleasant feelings | aspect into a positive one
talk shows, songs, -fun -bonding activity for the
caroling, watching -nostalgic well-being of students
Christmas songs) -happines, joy
- written assignments: B1, -pleasant feelings | - good learning 7
play, ads, book BI**, -cognitive and experiences
summary**career B2, B2, | emotional -individual learning
essay, opinion essay, BI1, Bl1, | satisfaction of experience**
e-mails (WRITING) B2 expressing oneself
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English No. of
Type of activity Level (self- Feelings Reasons
assessed) answers
-proud -being given the chance to
-feeling express career wishes/path
extraordinarily design
-being given the
opportunity to read
individual written products
(essays on topics of
interest)
-being acknowledged and
impressing the facilitator
(teacher)
-being able to write ideas
that could be reinforced
with pertinent examples
- tackling interesting, Cl1,Bl1, | -being accepted -inclusive experience 7
sensitive, real-life BI1, B2, | and understood -engaging learning
topics (LGBT) Cl,Bl1, | - experience (due to
(SPEAKING) Cl -interested personal interests)
-engaged -freely expressing personal
-enthusiastic opinions on interesting
subjects
-talking about oneself
- review of verbal A2,B2, | - - 3
tenses (GRAMMAR) Al -intense -the generated feeling
- if clauses satisfaction -understanding the notions
(glorious/victoriou
s)
- video making** B1**, -pleasant -the product was watched 3
-video making after A2,B2 | feelings** only by the teacher
famous books or -engaged (reduced number of
presenting a movie -fun stressors), no fear of
ridicule from the others**
-learning new words
(English), learning the
lines (English), having fun
-self-assessment
- translating for a C1 -confidence - intensely using language 1
group of foreigners skills
(TRANSLATION)
- easy tasks (LEVEL A2 - - 1
OF DIFFICULTY)
-exchange B2 - -studying for 4 months in 1
opportunities Cambridge

**one numeric respondent with a double answer fitting two distinct categories

(source: authors’ own)
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It must be specified that a number of 14 students (3.55%) (A1-5; A2-1; B1-
3; B2-5; C1-0; C2-0) mentioned the fact that they do not remember a specific foreign
language event or episode they enjoyed and another 20 (5.07%) (A1-12; A2-4; B1-
2; B2-2; C1-0; C2-0) stated that there was not the case, with no reasons to support
their answer, while only one of them admitted that it was because he/she did not
understand the subject (English). Moreover, 13 (3.29%) (A1-4; A2-2; B1-1; B2-2;
C1-4; C2-0) of them gave no answer to this question and some students did not attach
a feeling to the task they enjoyed. There was also a group of 7 (1.77%) students (6
students of Al level and 1 of A2 level) who chose to answer in the negative, by
presenting events/episodes they considered to be unsuited for the English class (e.g.
drawing), the reasons being related to: accusing the facilitator for their (i.e. the
students’) lack of English knowledge, benefiting from no English classes, the teacher
being in a hurry all the time or even missing classes and being allowed to solve
Baccalaureate exam exercises for other subjects during the designated English
classes. One student (B1) gave an answer that could not be quantified, while there
were also several respondents in each category, insignificant from a statistical point
of view, that did not provide either the feelings or the reasons.

3.2. Discussions

The results, as presented above, render the concepts of student engagement
and enjoyment on four main levels determined by the type of specific language
activity, ranging from complex speaking activities and PBL (Project-based Learning)
to simpler speaking activities and vocabulary-related.

3.2.1. Engagement rationale based on complex speaking activities

Although the moments of engagement were the same, the reasons behind
them led to a double categorization. On one hand, 48 (12.18%) students (Table 1)
focused on: a. use of language aspects (how to take part in dialogues, how to
communicate, how to use verbal tenses, empowered and confident in communication
abilities in a foreign language, language self-assessment, successful assessment); b.
personal and interpersonal skills (benefiting from a new way of teaching, feeling
empowered, being competitively involved, peer learning, performing, improvising,
presenting, debating, sharing, progress self-awareness, teacher support
acknowledgement); c. academic aspects (acquiring educational information, being
presented with opportunities for professional development). On the other hand, 39
(9.89%) respondents (Table 1) showed higher cognitive engagement through the
variety of the given answers, out of which the most relevant refer to stimulating
thinking and speaking in a foreign language (English), acknowledging the
importance of the contextual educational output, as well as of fully engaging in
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communicative activities with peers, English language self-assessed progress in an
ipsative manner, understanding different standpoints, managing speaking anxiety,
being presented with cognitive and logical challenges, learning specific vocabulary
by simultaneously expressing opinions on a certain topic and tackling complex
discussion themes (political and social issues).

The language level distribution of answers reveals that the second group (in
Table 1) is characterized by the lack of A1 and A2 respondents, while the first is
predominantly represented by A1-A2 users of English (24; 50%), these aspects
leading to the conclusion according to which students with a low level of language
acquisition seem to prioritise those elements they feel more secure utilising, while
higher, more complex linguistic skills are dismissed for practical reasons, as well as
in order to avoid feelings of language inadequacy and anxiety.

3.2.2. Engagement rationale related to PBL (project-based learning)

Among the answers given to question number 5, 36 (9.13%) (Table 2) stated
that the most engaging foreign language activities were those based on projects,
including their presentations and the participation in the ensuing debates, listing
aspects such as: a.conscious peer learning; b. the importance and rigour of research
and presentation for long-term information retention (learning), adding personal
input to the research work, observing the results of one’s work through peers’
perspectives; c. improved interpersonal skills (team work, presenting in front of an
audience) and language self-confidence; d. conscious peer and teacher
acknowledgement; e. inspiring self-development and encouraging new experiences
(presenting in English for the first time, presenting a hands-on product); f. creating
memorable experiences. The corresponding feelings are, thus, of a higher order,
including pride, confidence, accomplishment, challenges, uniqueness, amazement,
inventiveness, inspiration, competitiveness and even nostalgia.

These elements resonate to Little’s (2007), Niemiec and Ryan’s (2009) and
Ryan and Deci’s (2000) ideas of exposing students to supportive social conditions,
designing useful and meaningful tasks and also giving them the sense of freedom
and choice, while engagement is shown to be cognitive, emotional and behavioral as
well.

The language level distribution of answers favours B1 and B2 users (55.5%),
strengthening the idea according to which higher English level students tend to
emphasise the importance of cognitive information processing in a foreign language
(i.e. English) and, most significantly, rendering communicative skills in a wide
variety of context.
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3.2.3. Engagement rationale based on simpler speaking activities

Twenty-seven (6.85%) students highlighted the fact that they felt mostly
engaged in English class activities while being involved in: a. face to face
discussions and dialogues, in front of an audience; b. descriptive sequences on
specialization related topics; c¢. analyzing a quote; and, d. discussing power point
presentations. The reasons they provided preponderantly refer to overcoming the
anxiety of speaking in public, as well as being able to give free answers, without the
constraints of answering objective assessment items or of making mistakes leading
to lower assessment results, as well as improving different language aspects
(pronunciation, vocabulary) and language confidence. The most relevant feelings
were those of being relaxed, encouraged, proud, helped/supported, happy, creative,
rewarded and feeling pleasant, great. These issues are congruent with many
researchers emphasizing the significance of meaningful task and material selection
(Skinner and Pitzer, 2012; Ryan and Deci, 2000; Linnenbrink and Pintrich, 2003;
Little, 2007; Niemiec and Ryan, 2009).

The language level distribution of answers shows beginner users (Al, A2 -
55.5%) preferring a safe environment and tackling easier tasks they feel confident
enough with, according to their knowledge of English.

3.2.4. Engagement rationale related to other types of activities

Although not necessarily statistically relevant, clusters of students provided
various reasons behind their enjoyment of different task-related or skill-oriented
(language, personal, interpersonal) English class activities, as follows, targeting:
vocabulary and pronunciation improvement (specific themes and specialized or
technical vocabulary, games of mime, apps, watching clips, lyrics of songs), the
majority of the respondents belonging to A2-B1 language levels (language level
distribution of answers: Al-4; A2-6; Bl-4; B2-2; C1-0; C2-0); listening
comprehension, the reasons consisting mainly of acknowledged educational output
(technical vocabulary, new information acquisition related to individual
specializations, self-management of language resources), C1 level registering the
highest number of respondents (language level distribution of answers: A1-3; A2-2;
B1-2; B2-2; Cl-4; C2-0); officially rewarding activities based on behavioral
engagement (being given the highest mark after investing a lot of effort, proving
class attention, comprehension, doing well in examinations, getting the highest mark
through academic effort, providing correct answers with no extra help) - A1 was the
level scoring the highest, with the underlying feeling of increased language
confidence and self-confidence (language level distribution of answers: A1-5; A2-1;
B1-2; B2-1; C1-2; C2-0; language in use, reading, speaking, listening - interactive
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and inclusive activities, up-to-date texts, better language learning experiences than
in the case of high school language learning experiences, clearly explained aims of
the activity, with underlying feelings of motivation, pride and acknowledgement
(language level distribution of answers: A1-1; A2-2; B1-3; B2-3; C1-1; C2-0); class
management (pair and team work) promoting peer learning, peer support,
strengthening competitiveness and group bonds under the guidance of the foreign
language provider (open-minded, communicative), all-around engagement and
generating pleasant feelings, pride, playfulness, support, creativity, joy and
acknowledgement - the language level distribution of answers shows similar values
throughout language levels, with the mention that C1 and C2 are not represented
(A1-2; A2-2; B1-3; B2-2; C1-0; C2-0). Moreover, while acknowledgement of
correct answers generated by skill level recognition (language level distribution of
answers: A1-3; A2-4; B1-2; B2-0; C1-0; C2-0) seems to appeal to beginners’ level,
with most respondents in the A1-A2 category, thus revealing the correlation between
engagement and the need to solve the task correctly, in the case of the activities
focused on socializing and developing interpersonal skills strengthening the sense of
belonging (language level distribution of answers: Al-1; A2-1; B1-5; B2-2; C1-0;
C2-0), most respondents were in the intermediate category (B1), familiarizing
oneself with new students and group bonding being the main reasons for
engagement. Other highlights refer to: written tasks, which were considered good
learning experiences mostly by respondents in B1-B2 category, as they provided the
opportunity to explain career choices or express ideas in an argumentative, coherent
and logical manners, in such a way as to lead to cognitive and emotional satisfaction,
pride and feeling extraordinarily (language level distribution of answers A1-0; A2-
0; B1-4; B2-3; C1-0; C2-0); being given the opportunity of bringing real-life,
sensitive topics into class discussions was the rationale 7 students assigned to
language engagement activities, their feelings being rated as intense (inclusion,
acceptance, enthusiasm) - the language level distribution of answers (A1-0; A2-0;
B1-3; B2-1; C1-3; C2-0) exposes most of the respondents at the B1 and C1 levels;
engaging grammar tasks, as they ensured academic comprehension and intense
satisfaction to students (3 students - A1, A2, B2); activities placing the students in a
control position (creating videos), as they felt fully engaged and able to control
language acquisition (vocabulary and structures) and public exposure of their
products, and conduct self-assessment (3 students - A2, B1, B2); manageable level
of difficulty (1 A2 student), translation applied in real-life contexts (1 C1 student)
and student exchange opportunity (I B2 student), although poorly represented,
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inspired confidence (the second example) and implied intense use of language skills
(the second and the third examples).

All the above-mentioned aspects come as supplementary confirmation of
different research conclusions stressing the correspondence not only between
proportional engagement and quality of learning outcomes, but also between
enjoyment and disaffection, behaviour and emotion, engagement with language and
language awareness (Appleton et al., 2006; Martin, 2007; Skinner et al., 2008;
Skinner and Pitzer, 2012; Dornyei, 2019; Svalberg, 2009; Guo, 2021; Dewaele and
Maclntyre, 2014; Sulis, 2022). And, although not statistically significant, they add
to the qualitative analysis of foreign language engagement, by allotting importance
to individual answers reflecting complex motivations and behavioral patterns within
the larger frame of the foreign language learning process.

4. Conclusions

As the present study has tackled the detailed rendering of the concept of
foreign language engagement (FLE), the particular case of ESP (English for Specific
Purposes) and GE (General English) observed through the UASVMCN (University
of Agricultural Sciences and Veterinary Medicine of Cluj-Napoca) students’
individual English language learning experience, it has been minutely acknowledged
that both self-assessed language acquisition level and self-perceived language skill
performance are significantly influenced by the specific content and the provider’s
chosen methods, setting the path for future learning outcomes stemming from
willingness to be engaged that further leads to constant language improvement, thus
merging along the theoretical directions established by Connell and Wellborn (1991).

Pinned down by Dewaele and Maclntyre (2014) as distinct phenomena, FLE
(foreign language engagement) and FLA (foreign language anxiety) have actually
created a complementary relationship of reciprocal consequence. However, although
targeted by the research questionnaire, FLA has not been included in the current
paper, being the aim of a separate article.

The analytical framework applied to the students’ answers in connection to
FLE has revealed the intrinsic nature underlying the individual motivational variety
constructed on positive emotions advancing deeper and interrupted engagement,
weaving an interdependency between learning content (as close as possible to topics
of interest), teaching methods (synchronized with students’ learning needs and traits)
and learning outcomes (language levels and performative language knowledge).
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Abstract: Unlike Hungarian, where the accent has a fix position, or French, where most of
the words have the accent on the last syllable, in Romanian things are more complicated.
What does this mean? That there is a variety of possibilities and almost the impossibility to
set some clear norms. Could we communicate ignoring the accent? Yes and no. There are
some words which are spelled in the same way, but are pronounced differently. Thus, we
could need precision and attention to details when communicating. Sometimes it is difficult
even for native speakers to accentuate words by-the-book (that is why there were and still
are words with two possibilities of being accentuated), not to speak about foreigners learning
Romanian. In the current article we will try to set some criteria to group words according to
the type of the accent and we will propose a practical course design starting from this
problematic issue: the accent in today’s Romanian.

Keywords: accent, rule, RFL, humanistic language

Rezumat: Spre deosebire de maghiard, unde accentul cade intotdeauna pe prima silaba, si de
franceza, unde cade in majoritatea cazurilor pe ultima, in romand lucrurile sunt mai
de a trasa niste norme clare. Putem sa comunicam fara sa ne preocupe accentuarea corecta?
Da si nu. Exista cuvinte cu aceeasi forma, dar cu o modalitate diferitd de accentuare. Asadar,
putem avea nevoie de precizie In comunicare. Nu e usor uneori nici pentru vorbitorii nativi
de romana sa accentueze ca la carte (de aceea au si existat multe situatii cu variante de
accentuare), dar mai pentru striinii care invati romana. in prezentul articol vom incerca s
stabilim niste criterii de a grupa cuvintele in functie de particularitatile de accentuare,
propunand un mod de desfasurare a unui curs practic pornind de la problematica accentului.
Cuvinte-cheie: accent, norma, RLS, limbaj umanist

1. Introducere

Situatia privitoare la accent In romana actuala este, in egald masura, simpla
si complicata, stand si sub semnul libertatii, dar si sub cel al constrangerii. Pe scurt,
situatia este aceasta: accentul este liber. (v. DOOM3, Studiu introductiv). Acest lucru
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atrage dupd sine varietatea de posibilitdti, de variante de pronuntare,
imprevizibilitatea si, uneori, imposibilitatea de a trasa reguli clare. Ca dascal si
vorbitor nativ, ne-am pus intrebarea daca putem sa comunicam fara sa ne preocupe
accentuarea corectd. Fara doar si poate, avem nevoie de precizie In comunicare; pe
de alta parte, trebuie sd admitem cé nu este usor uneori nici pentru vorbitorii nativi
de roméana sd accentueze ca la carte (de aceea au si existat multe situatii cu variante
de accentuare). Desi ne-am propus ca obiectiv sa identificdm criterii relevante de a
grupa cuvintele in functie de tipul si locul accentului, ne-am gandit cé este mai realist
si mai util sa propunem un mod de desfasurare a unui curs practic de RLS, pornind
de la problematica accentului, scotand in evidenta cd particularititile de accentuare
a cuvintelor permit asocieri noi.

2. Contextul

Studentii de la Programul Pregatitor de limba romand pentru cetdtenii
straini, din cadrul Facultatii de Litere, Istorie, Filosofie si Teologie (Universitatea de
Vest din Timisoara) au primit ca sarcind in cadrul orelor de limbaj specializat (stiinte
umaniste si arte) sa recite o poezie in limba romana. Una dintre studente (de origine
albaneza, vorbitoare de albaneza, italiana, engleza) a ales sa recite poezia Rar, de
George Bacovia (rezultatul: o inregistrare audio). in strofa Nimeni, nimeni, nimeni,/
Cu atdt mai bine --/ Si de-atata vreme/ Nu stie de mine/ Nimeni, nimeni, nimeni...
apare repetitiv nimeni, pronuntat [nimeni], deplasarea accentului fiind evidenta 1n
momentul ascultarii Inregistrarii. Sarcina a fost indeplinitd, atmosfera fiind perfect
transmisd, mesajul fiind autentic redat, rimane insa Intrebarea daca este necesar ca
profesorul sa atragd atentia asupra modalitatii de pronuntare sau, mai mult, sa
deschida discutia privitoare la accent.

Daci ne uitim in DOOM sau in Indreptar, gisim recomandarea privind
modalitatea de accentuare si cateva reguli generale privitoare la accent. Importanta
este Tnsa si raportarea vorbitorilor la regula ori atitudinea specialistilor fata de astfel
de chestiuni formale. In acest sens, ni se pare relevanti pozitia lingvistei Adina
Dragomirescu,  exprimata in  cadrul  emisiunii Vorbeste  corect!
(https://www.youtube.com/watch?v=VRjjWzVhqA4&t=14s). Se face vorbire in
cadrul emisiunii difuzate la TVR1 despre modificarile de accente din DOOM3, 1n
minutul 4 lingvista afirmand cé accentul este un tip de subiect pe care nu l-ar da la
examene, pozitie argumentatd puternic iIn momentul urmator. Acest lucru sustine
dificultatea elementului teoretic. Contextul nostru este unul special, in care nu [udm
in calcul accentul ca subiect/obiect(iv) al evaludrii,ci ca element ce intregeste
insusirea corectd a unor fapte de limba. Revenim asupra chestiunii: corectam? Un
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raspuns afirmativ ar putea avea drept contraargument unul dintre principiile
taxonomiei lui Fink (v. Taxonomy of Significant Learning (Fink, 2003a). | Download
Scientific Diagram): Ce impact vreau sa aiba activitatea asupra studentilor? Impact
de durata. Mai mult, accentul regésibil in literatura ori in artd poate demonstra cat de
personala si interpretabild poate fi pronuntia: Apoi inchipuirea isi strange-a sa
aripa,/ Tablourile toate se sterg, dispar incet,/ Si mii de suvenire ma-nconjurd intr-
o clipd/ In fata unui tainic si drdgalas portret. (V. Alecsandri); Dar de-am reusit o
clipa/ Sa va fac sa mai visati/ Dati-mi toti cdte-o aripd/ Si sa fim pe lume frati.
(Pasarea Colibri). Putem continua, sprijin fiindu-ne lucrarile lexicografice: aripa:
accent fluctuant (v. CADE, 1926; Scriban, 1939; DLRM, 1958; NODEX, 2002;
DEX, 2009).

In discursul obisnuit, accentul este o provocare pentru romani, situatiile
speciale ori problematice nefiind putine. O intrebare simpla si deschisd: cum
accentuam corect urmatoarele cuvinte: caisa, adidas, taxi, trafic, rucola, butelie,
tiramisu?

Ezitam? De ce ezitdm, oare?

Cateva explicatii:

- influenta altor limbi (Trebuie evitatd tendinta deplasdrii accentului spre
inceputul cuvantului, care se observa la diversi profesionisti (mai ales sub
influenta modelului limbii engleze): *colon, *pancreas — DOOM;3, Studiu
introductiv);,

- formele care circuld (butelie, caisa);

- asocieri gresite (muzicd, poezie — vorbire curentd: Mi-am pus camasa de
nailon...);

- lipsa de interes/de constiinta lingvistica (rostirea fireasca, naturala — Eu am
impresia ca pronunt asa... (Sextil Puscariu))

- aspect formal complicat (In romana, accentul este liber, putdnd atinge
oricare din silabele cuvantului, de la ultima pana la prima: ca-la-tor, lu-ma-
na-re, cam-pi-i-le, va-lu-ri-le. In alte limbi, accentul este intotdeauna fix:in
franceza, cade pe ultima silaba (maison, sentiment), iar In maghiard numai
pe prima (kenyér ,,paine”, vdaros ,,oras”). Celelalte limbi romanice — italiana,
portugheza si spaniola — au accentul liber, la fel engleza, germana sau rusa.
(Funeriu, 2019)

In ortografia roméaneasca, accentul grafic nu se foloseste decat atunci cand
apare pericolul unei confuzii. Cand scriu vesela nu e nevoie sa marchez grafic silaba
accentuata. Cititorul intelege imediat, din context, daca e vorba de adj. ,,voioasa” sau
de ,,ustensilele din bucatarie”. Se Intampla rareori, dar se intampla, ca un context sa
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fie insuficient si atunci e bine sa notdm accentul prin semnul corespunzator pentru a

nu crea confuzii. (/bidem)

Avand in vedere toate aceste aspecte, expunem in continuare cateva

elemente teoretice relevante.

L.

Dupa DEX, 2009, ACCENT, accente, s. n., cuvant Insemnand
pronuntare mai intensd, pe un ton mai Inalt etc. a unei silabe dintr-un
cuvant sau a unui cuvant dintr-un grup sintactic; semn grafic pus de
obicei deasupra unei vocale pentru a marca aceastd pronuntare sau alta
particularitate de pronuntare. (Notd In DOOM3: De reguld, in scrierea
limbii romane nu se noteaza vocala accentuata).

in functie de uzul literar actual, prezentele norme recomandi
o singurd accentuare la cuvinte (substantive, adjective) si nume proprii
precum: acatist, anaford, anost, antic, aripd, avarie, axild,
bantu, bengali, bolnav, butelie, calcar, caracter, calugarita, chivot,
delebil, doctorita, Dobrogea, duminica, dugman, editor, februarie,
fenomen, furie, gingas, hatman, ianuarie, icos, intim, jilav, miros,
nandu, niscai, penurie, picnic, pilotd, pojghitd, precaut, pricind,
profesor, puber, radar, regizor, satird, sever, simbol, simpozion, servet,
trafic, unic, vector, vultur.

Unele accentudri si silabatii nerecomandate de norma sunt percepute
ca gresite/inculte: *amnistie, *butelie, *capsuld, *email ,,smalt”, *seif
(corect: amnistie, butelie, capsula, email, seif).

Norma accentuala fiind relativ laxa, alte accentuari decat cele
recomandate se pot utiliza in anumite cazuri, fiind uneori /ivresti, chiar
resimtite ca pedante, mai apropiate de etimon, eventual cu Incercare de
specializare semantica sau de domeniu ori reprezentand accentuari mai
vechi si/sau regionale: antic, profesor; caracter, fenomen, calugarita,
doctorita;, bolnav, dusman; ! editor (de carte)/editor (TV) s. m.,
pl. editori/editori; abr. ed.

La verbul @ fiind. prez. 1, 2 pl. se recomanda accentuarea suntem,
sunteti.

Observand tonul lejer din DOOM3: (se) recomanda, sunt percepute, norma

relativ laxa, Intarim ideea ca problematica accentului in limba roména actuala este

dificil de conturat, incadrarile, listele, trasarile exacte fiind elemente complicat de

realizat.

Astfel, ce (mai) inseamna accentul?
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Consideram cd in urmaitoarele situatii accentul este absolut necesar, de
neignorat, relevant pentru o discutie filologica, cu si pentru specialistii actuali si
viitori:

1. in imprumuturi: café-frappé (pl. café-frappéuri), chou a la créme, pieta,
tiramisu;
2. in lantul vorbirii: cuvinte rostite mai puternic vs cuvinte rostite mai slab:

Mie mi-a spus. (un element special pentru un nonnativ);

3. in comunicarea culturala: Am vizitat Muzeul Torturilor din Amsterdam,
4. 1in comunicarea profesionala si profesionist facuta: editor (de carte)/editor (TV).

Prin urmare, suntem de parere cd accentul poate fi integrat intr-un curs
special elaborat pentru studentii programului pregétitor (care studiazd in semestrul
al II-lea limbajul umanist).

3. (Ce?) (Cum?) predam?

Exista criterii de a grupa cuvintele in functie de tipul accentului (fonetic vs
grafic) si de locul accentului (mai exact, dupa pozitia in cuvant a silabei accentuate:
oxiton, paroxiton, proparoxiton, superproparoxiton), insa acest sistem de
categorisire este greoi, plictisitor, nefunctional pentru strdini. Pentru studentii straini,
ar fi interesantd o grupare a cuvintelor cu accent special in functii de domeniile de
interes pentru ei: culturd, moda, gastronomie etc. sau in functie de origine: franceza,
engleza, italiana etc. Asadar, ar putea fi realizat un corpus care s cuprinda cuvinte
cu un accent special In functie de origine sau de domeniul in care au aparut/sunt
active. De la o chestiune formala, arida, accentul, s-ar ajunge la idei precum
importanta fiecarui element intr-un discurs, la pronuntarea corectd a unor nume
proprii straine ca marci ale identitatii culturale si dovezi ale unei culturi bogate.
(contextualizare: limbaj specializat: stiinte umaniste si arte: Hdndel, Racine, Yale,
Roland Barthes — curente culturale, elemente culturale pastrate, identificabile in
artele intregii Europe si nu numai).

4. De la provocari la solutii si metode
Pentru a urmari concretizarea subiectului in discutie intr-un act
conversational si pentru a exersa diverse elemente culturale (in care accentul este
important), putem lua in considerare urmatoarele aplicatii:
+ exercitii de asociere cuvant-imagine;
» exercitii de ascultare: ,,Ce nu sund bine/romaneste?” (v. Raris-Fierbinteanu,
2023);
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» vizionarea filmelor/reels (in limba roméand) (un model convingator pentru
importanta accentului:
https://www.youtube.com/shorts/E_ WIHS2ZgmM ?feature=share);

* jocuri de rol: la consulat, primirea unui ambasador, sustinerea unui discurs
public.

5. Motivatia

Profesorii de RLS pot utiliza diverse metode si instrumente didactice
eficiente pentru a facilita invatarea si utilizarea acestor cuvinte de catre studenti. Este
esentiald integrarea aspectelor legate de plasarea accentului in cadrul cursurilor de
RLS pe tot parcursul nivelelor de studiu, oferind clarificari punctuale si relevante,
fara a deschide discutii complexe despre accent, ci concentrdndu-ne asupra
cuvintelor introduse in lectiile de vocabular sau intalnite de studenti in diverse
contexte. (v. Raris-Fierbinteanu, 2023).

6. Propunere

Propunem un curs practic de RLS (sem. 2, A2-B1), avand la baza modelul
reflexiv-colaborativ’, fundamentat pe cateva principii: invdtarea este o constructie a
cunoasterii; invdatarea este colaborativa; invdtarea este contextuald; invatarea este
autodirectionatd; invatarea este un efect al actiunilor de predare si evaluare. Toate
converg inspre un principiu simplu, repetabil, tangibil: mentinerea mintii active.

Cadrul teoretic se compune din cateva idei simple, extrase din lucrarile lui
Bloom si Biggs: Create — apply — remember; The outcomes — formulated first
(cft.vanderbilt.edu; www.ucdoer.ie).

Fundamentele si, totodata, specificul modelului RCL (v. cda.uvt.ro,
documentul de prezentare) pot fi reduse benefic la triada: activitate individuala —
activitate colectiva — activitate in plen. Pornind de la premisa ca modelul care sta la
baza activititilor propuse este adaptabil, functional®, activ, interactiv, creativ, dar si
creator, am aplicat esenta modelului RCL: reflectia individuala + reflectia colectiva;

3 Am propus si alte tipare de organizare a unui curs pentru studentii programului pregititor in
urmatoarele studii: Explorarea reflexiv-colaborativa a spatiului: familiarizarea cu elemente de
arhitecturd §i design urban. Quaestiones Romanicae, 203-211; Explorarea reflexiv-colaborativa a
frumosului prin lecturd. Lexic comun / Lexic specializat General Lexicon / Specialized Lexicon Lexique
commun / Lexique spécialisé, 17-28.

4V. Emina Cipilnisan, Ana-Maria Radu-Pop. Fixarea modului conjunctiv: tipar gramatical vs. model
comunicativ-functional. Quaestiones Romanicae. Lucrarile Colocviului International Comunicare si
culturd in Romania europeand, 179-187, articol in care care se pledeaza pentru identificarea si aplicarea
unor tipare de predare-invatare utile studentilor, gandite pornind de la scopul Invatarii si finalitatea
actului educational.
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raportarea rezultatelor/plen; framework de reflectie; roluri clare pentru fiecare in
echipe; reguli clare pentru reflectia colectiva; indicatori ai invatarii (feedback si
evaluare — auto-/heteroevaluare). Redim in continuare tiparul RCL®, urmand sa
expunem cateva activitati i sarcini:

L. Debutul activitatii

II. Anuntarea temei/subiectului activitatii si a obiectivelor

III. Reflectia individuala

IV. Reflectia colectiva

V. Raportarea rezultatelor

VI. Reflectia colectiva

VII. incheierea activititii

1. Activitate conversationala

Activitatea de debut poate cuprinde discutii libere cu studentii: Va plac
dulciurile? Care sunt dulciurile voastre preferate? Ce dulciuri ati mdncat in
Romdnia? Discutia este colectiva si nu urmeaza un tipar. Raspunsurile pot fi folosite
ca element declansator al urmétoarei etape:

II. Citim Tmpreuna!
Text-suport:

Tiramisu este poate cel mai cunoscut desert italian. Reteta
originald de Tiramisu prevede piscoturi Insiropate 1n cafea tare,
montate cu o crema fina si aeratd de mascarpone cu zahar si oud si
pudrate din abundenta cu cacao. Asa cum v-am obisnuit pana acum,
incercdm sa va oferim reteta originald de Tiramisu, asa cum este
consemnata in Italia si cum este preparata acolo. Tiramisu este un
desert pentru adulti, deoarece contine cantitati destul de mari de
cofeind si uneori de alcool (vin dulce licoros Marsala sau lichior de
migdale Amaretto), iar numele lui s-ar traduce ,,ridica-ma!”. Este un
desert revigorant care efectiv te pune pe picioare si-fi da energie.

(dupa savoriurbane.com)

Acest exercitiu are ca scop o trecere fireasca de la general la particular, de la
discutii lejere si ton colocvial la ideea de limba romana ca discurs/limbaj specializat
(cu particularititi si influente). In sens pragmatic, ne-am propus si facem un pas

5> Mentiondm cd am inceput s analizim si sa aplicim modelul RCL in urma participarii la un program
de formare psihopedagogica, desfasurat la Universitatea de Vest din Timisoara si la competitia de
granturi CNFIS-FDI-2020-0274 (v. https://cda.uvt.ro/granturididactice2020/).
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important spre constientizarea diferentelor dintre limbajul comun si limbajul
specializat.

Ca sarcina de seminar am propus citirea activa a unui text (folosind metoda
SINELG®). Cateva intrebari-suport: Ce pdrere ai despre opiniile exprimate in text?
Esti de acord sau nu? Argumenteazd’. Se activeazi aici conceptul de reflectie
individuala, iar materialele pot fi variate (doud texte de nivel diferit de dificultate;
intrebari stabilite in functie de nivelul textului, texte cu teme diferite: gastronomie
vs modd). Acest demers constituie un argument pentru sustinerea invatamantului
centrat pe student. In felul acesta, considerim ca fixitatea unor sarcini lasa loc
adaptabilitatii si creativitatii.

Concluzia care trimite direct spre elementul teoretic (formal): forma
recomandata este:

r—— . &
DOOM tramisu xn sagina principald  Principii generale  Studiu introductiy  Ajutor

Cuvinte ~

tiramisi { it. ) 5. n., art. tramisuwl; pl. tramisg

cuvinte-titly 1 = = = Abrevier
sbrevie

forme flexionare 1

Gramal

Substentiy - 2

Semne pentru

T R ~
Lirmbsa ds provenienta indicarea pranungri

alia 1
Reslrictii de uz ~

Variante R

M. Sarcini
Ce stim deja vs ce e nou: activitati lexicale, folosirea dictionarului: gasiti
explicatii/sinonime pentru cuvintele noi, integrati-le in contexte noi/propuse de voi.

¢ Sistemul Interactiv de Notare pentru Eficientizarea Lecturii si a Gandirii.

7 ,Consolidarea competentei de utilizare a limbii prin obtinerea unei independente de comunicare se
realizeaza in procesul de insusire a limbii la nivelul B2, cand studentul trebuie sa converseze si sd
actioneze spontan. La nivel interactional si in planul exprimarii orale si scrise, elementele-cheie ale
acestei etape de invatare sunt: pdrerea argumentatd [subl. n. E. C.], comparatia, optiunea, alegerea. in
acest sens, activitatile de invatare a limbii vor fi orientate spre acte de limbaj ce sustin independenta
lingvistica si interactionala a studentului (de exemplu: cum emitem si argumentam o pdrere [subl. n.
E.C.], cum exprimdm o convingere, cum aducem contraargumente; cum captdm si cum verificam
cum ne corectam si cum reformuldam, cand nu suntem intelesi; cum 1i cerem interlocutorului sa dea
detalii suplimentare).” Pentru cadrul teoretic complet, vezi Gabriel Barddsan, Emina Capalnasan,
Modalitati de valorificare a descriptorilor de competenta din cadrul european comun de referintd
pentru limbi in predarea limbajelor specializate la programul pregatitor de limba romdna. ,,Studii de
stiinta si cultura”, 53-65.
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IV. Sé colaboram!

1. Scrieti o reteta (text scurt; notati ingredientele si pasii de urmat) — roluri clare
in cadrul echipei: scriitor, raportor, traducétor, economist). Notati costul si
timpul necesar prepararii.

2. Realizati o listd a ingredientelor de baza folosite la un desert (urmarirea
chestiunilor privitoare la accent).

Problematizam: Pronuntie previzibila? Probleme de accentuare? Dificultati
la nivel de lexic?

V. Comunicarea rezultatelor in fata colegilor: prezentarea retetei.

VI. Sarcini: Care retetd este cea mai ieftind? Care retetd este cea mai
scumpa? Care reteta este cea mai simpla? Care este cel mai bun desert?

Sa punctam: clasic sau clasic?; tiramisu sau tiramisu?; lichida sau lichida?.
Alte variante? Situatii speciale? Putem sustine acest moment teoretic printr-un
filmulet (https://youtu.be/vgmFvOe4P1k).

Pentru a varia continutul si resursele, dar si pentru a-i expune pe studenti la
un alt tip de discurs, propunem vizionarea unui alt filmulet: Si strdinii...
gatesc/vorbesc romdneste — https://youtu.be/d65bFWbdISU. Vizionarea va fi una
activa: accentul fiind pe accent/pronuntie: Tanzania, Clyj etc.

VII. Descrie pe scurt povestea Dianei: de unde este, de ce a venit in
Romania, ce face acum In Romania?
In final, putem redeschide dialogului lejer: Care este povestea ta: de unde

esti, de ce ai venit in Romdnia, ce o sa faci anul viitor?

7. O incercare de teoretizare: accentul in sase pasi usori:

Obsesia corectorilor: faxi, trafic.

Obsesia profesorilor de romana: a mdnca, a cdnta, a iubi; mancam, suntem.
Respectul pentru origine: Ankara, Nicosia, Bogota, Peru.

Respectul pentru mancare: tiramisu, frappé, ragu.

Respectul pentru Romania: Coseriu, Funeriu, Prunariu, Puscariu.

AN T ol

Respectul in romana: Tdceti (din gura)!

Incheierea seminarului le apartine exclusiv studentilor, care sunt invitati si
puna Intrebdri cu privire la tema seminarului si sd noteze una-doua idei interesante,
precum si idei despre care vor sd mai discute. Sunt rediscutate si constientizate
obiectivele si rezultatele invatarii.
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8. Concluzii

Competenta gramaticala, care constd in cunoasterea resurselor limbii gi
capacitatea de a le folosi (dupd CECRL), este necesard a fi dobandita, gramatica
fiind unul dintre principalele instrumente in comunicare. Prin urmare, cei care invata
romana ca limba strdind Intr-un cadru institutional trebuie sa si-o dezvolte. Aparent
un detaliu, chiar o problema, accentul poate fi greoi si plictisitor daca este un scop,
iar nu un mijloc; transformat insé in element declansator poate duce, fara indoiala,
la discutii interesante intre filologi si oameni de culturd. De aceea, sustinem, prin
propunerea noastra de design al unui curs de RLS, apelul la fapte de limba pentru a
ajunge la teme culturale relevante astdzi, intr-un context al plurilingvismului, al
intercomprehensiunii, al dialogului cultural ori al folosirii englezei ca mijloc de
comunicare academic.
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Abstract: Discourse analysis focuses on the forms and functions of a language and the
specific contexts in which it is used. It also represents a shift from grammar-centered teaching
to communication in real-life contexts using specialized language. First, we need to consider
the difference between the two concepts. Then, we must adapt the course to the specific needs
of the learner. Next, we should conduct a needs analysis to develop the teaching materials. A
well-structured course centered on communication in concrete, professional, or academic
contexts is essential for acquiring Romanian as a foreign language. Therefore, by
investigating the functions of language, teachers can create materials and adapt existing ones
to improve several skills, including comprehension (both oral and written) and
communication. Building on theories concerning language functions and discourse
structures, providing insights into the language and communication practices of specific
professional or academic communities. Thus, it prepares the learner to communicate
effectively in their line of work, beyond general language. In this approach, starting from the
idea that no group is homogeneous, the article aims to present how discourse analysis is
useful to the RFL teacher in specialized language and language for specific purposes courses.
Keywords: discourse analysis, Romanian for specific purposes, Romanian for academic
purposes, specialized language, Romanian for occupational purposes

Rezumat: Analiza discursului se concentreaza pe formele si functiile unei limbi, dar si pe
contextele specifice in care ea e utilizata. Reprezinta, totodata, trecerea de la o predare
centrata pe gramatica la una centrata pe comunicare in contexte reale, utilizdnd limbaj
specializat. In primul rand, trebuie sa avem in vedere diferenta dintre cele doua concepte, ca,
mai apoi sa adaptam cursul la specificul cursantului, ca mai apoi sa realizam o analiza de
nevoi necesara in elaborarea materialelor didactice. Un curs bine structurat si centrat pe
comunicarea in situatii concrete, profesionale sau academice este esentiald pentru achizitia
limbii romane ca limba strdind. In acest sens, prin investigarea functiilor limbajului,
profesorii pot crea materiale si pot adapta unele existente in scopul Imbunatatirii mai multor
competente: comprehensiune (orald si scrisd) si comunicare. Pornind de la teoriile care
privesc functiile limbajului si structurile discursului, oferind informatii utile despre limbajul
si practicile de comunicare ale anumitor comunitati profesionale sau academice. Cu alte
cuvinte, pregateste cursantul pentru a comunica in domeniul sdu, dincolo de limba generala.
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In acest demers, pornind de la ideea cé nicio grupad nu este omogena, scopul articolului este
sa prezinte modul in care analiza discursului 1i este de folos profesorului de RLS in cadrul
cursurilor de limbaj specializat si limbaj pentru scopuri specifice.

Cuvinte-cheie: analiza discursului, romana pentru obiective specifice, romana pentru
scopuri academice, limbaj specializat, romana pentru scopuri ocupationale

1. Introducere

In ultimele decenii, analiza discursului a devenit un domeniu esential de
cercetare in lingvistica aplicata, cu implicatii semnificative pentru predarea limbilor
strdine. In contextul predarii limbii romane ca limba striinid (RLS), integrarea
perspectivei discursive ofera un cadru teoretic si practic adecvat pentru dezvoltarea
competentei comunicative autentice, depasind limitele unei abordari strict formale
sau structurale a limbii. Dincolo de simpla intelegere a regulilor gramaticale,
invatarea limbii roméane implicd familiarizarea cu mecanismele subtile ale
interactiunii lingvistice: coerenta si coeziunea textului, adecvarea la context, intentia
vorbitorului, precum si normele socio-pragmatice care guverneaza utilizarea limbii
in diverse situatii de comunicare.

Analiza discursului, prin natura sa interdisciplinara, permite o investigatie
complexa a limbii ca practica sociald, contribuind astfel la formarea unei competente
pragmatice si interculturale solide. In acest sens, articolul de fatd isi propune si
exploreze relevanta si aplicabilitatea analizei discursului in predarea limbii romane
ca limba straina, concentrandu-se asupra modurilor in care aceasta abordare poate
sprijini procesul de predare-invatare si poate raspunde nevoilor reale ale cursantilor
in contexte de comunicare autentice.

Articolul va incepe prin a discuta diferentele dintre limba romana pentru
scopuri specifice si limba romana pentru scopuri academice, Intrucat cele doua tipuri
de limbaj specializat se adreseaza unor tipologii distincte de studenti. Dupa stabilirea
unui cadru teoretic succint, vom prezenta cateva tipuri de activitati specifice fiecarui
limbaj specializat.

2. Analiza discursului. Roména pentru scopuri specifice

Limba romana pentru scopuri specifice, la fel ca celelalte limbi, cum ar fi
engleza, se concentreaza pe aspectele practice derivate din analiza nevoilor, analiza
genurilor si comunicarea eficientd. Necesitatea unei discipline de acest fel este
dirijatd de rezultatul evolutiilor din diferite domenii, precum domeniul medical, al
constructiilor, domeniul economic, sau cel tehnic. Fiecare dintre acestea presupune
un set de instrumente lingvistice necesare care sa satisfacd nevoile de comunicare
ale fiecarui vorbitor. Astfel, prin analiza discursului, se delimiteaza doua tipuri de
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limbaj: romana pentru scopuri academice si cea pentru scopuri ocupationale. Asa
cum 1i spune numele, romana pentru scopuri academice pregiteste studentii pentru
a urma studii academice in Romaénia, fiind mai concentratd asupra structurilor
formale si a textelor academice. Pe de alta parte, romana pentru scopuri ocupationale
se concentreaza asupra utilizarii practice a limbii si pe vocabularul utilizat in
desfasurarea activitatilor de la locul de munca.

Pentru analiza textelor, in scopul delimitarii acestora pentru a servi nevoilor
studentilor, ne folosim de analiza discursului. Astfel, ponind de la teoria oferitd de
Sophie Moirand, textele se analizeaza pe trei paliere: macrotextual (global), mezo
(nivel al tipurilor de secvente) si microstructural (al marcilor lingvistice), toate
acestea fiind interconectate. Astfel, privind textele si urmarind structurile, putem sti
ce tip de text este si pentru ce tip de studenti e potrivit. Analiza se realizeaza pornind
de la nivelul microtextual, reprezentat de lexicul utilizat. Mai exact, in cazul utilizarii
unor elemente lexicale de tipul ,,cu toate acestea”, ,,totusi” sau ,,stimate domnule” ne
ofera indicii legate de gradul de formalitate a textului.

Plecand de la nivelul micro, dupa observarea marcilor lingvistice, putem
stabili tipul de secventa textuald, de la nivel mezo, care ne conduce cétre genul/tipul
textului, la nivelul macro.

In urma analizei, putem delimita doud tipuri de romana pentru scopuri
specifice, si anume romana pentru scopuri academice, specifica textelor academice,
formale, utilizate cu precddere in mediul universitar, si romana pentru scopuri
ocupationale, destinata celor interesati de gasirea unui loc de munca in noua tara,
avand un lexic mai comun si adecvat utilizarii zilnice.

In cele ce urmeazi, vom discuta fiecare tip de limbaj specializat, pentru a
avea o mai bunad privire de ansamblu asupra lor.

3. Roména pentru scopuri academice

Asa cum anticipam 1n randurile anterioare, prima categorie de limbaj
specializat discutati este romana pentru scopuri academice. In literatura de
specialitate exista deja numeroase referinte la limba engleza si functiile acesteia, deci
pentru delimitarea aplicata limbii rom&ne vom apela la acea bibliografie.

In acest sens, primul lingvist la care ne vom referi este lucrarea lui J.M.
Swales (1990), Genre Analysis: English in Academic and Research Settings, una
dintre cele mai relevante din domeniul din studiul genurilor academice, avand un
impact major in predarea limbii engleze pentru scopuri academice. Swales propune,
in lucrarea sus mentionata, o abordare sistematica a limbajului, punand accent asupra
modului 1n care textele academice sunt structurate pentru a servi diferitelor
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comunicative. Tot in aceasti lucrare, redefineste conceptul de gen® ca un tipar
recognoscibil de comunicare folosit de membrii unei comunitati discursiv-
stiintifice pentru a atinge scopuri comune. Potrivit lui, ,,genul este este o clasa de
evenimente comunicationale, caracterizatd de un set de miscari retorice
structurate pentru a indeplini un scop comun recunoscut de o comunitate
discursiva.” (Swales 1990, p. 58)
Termenul de comunititi comune apare ulterior explicat prin sase trasaturi
definitorii:
1. Obiective comune — studii sau proiecte de cercetare, unde participantii
utilizeaza aceleasi elemente lexicale;
2. Mecanisme intercomunicative — reviste, conferinte, simpozioane;

98]

Participare si feedback intre membri;
4. Niveluri diferite de expertizd — profesori vs. studenti, experimentati vs.
incepatori;
5. Genuri proprii;
6. Un repertoriu specializat de terminologie.

Tipurile de texte ce apartin acestor genuri sunt texte precum articolele de
cercetare, recenziile de carte, prezentarile orale sau scrisorile de intentie, principala
lor trasatura fiind formalitatea.

Una dintre contributiile esentiale ale lucrarii lui Swales o reprezinta modelul
CARS (Create a Research Space), un cadru pentru scrierea introducerilor de articole
de cercetare, structurat 1n trei etape:

1. Stabilirea unui teritoriu de cercetare’ - etapi in care se prezinti contextul de
cercetare si pertinenta subiectului pentru domeniu;

2. Stabilirea unei nise'® - mentionarea unor lacune pe care lucrarea le acoperi;

3. Ocuparea unei nise'' - mentionarea structurii si scopul studiului.

Prin lucrarea sa, Swales ofera instrumentele necesare intelegerii structurii
textelor academice, oferind un cadru teoretic fundamental pentru analiza discursului
stiintific.

O alta cercetare fundamentala este Research perspectives on English for
academic purposes coordonatd de Flowerdew si Peacok, care exploreaza EAP
(English for Academic Purposes) dintr-o varietate de perspective — teoretice,
pedagogice si aplicative. Scopul lucrarii este sa ofere o imagine de ansamblu asupra

8 genre (t.n.)

9 ,,Establishing a territory” (t.n.)
10 Establishing a niche” (t.n)

11 Occupying a niche” (t.n.)
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stadiului de dezvoltare al domeniului, sa identifice problemele, modelele, practicile
si metodologiile, oferind sugestii de eficientizare pentru viitor. Una dintre ideile cele
mai importante de retinut, In opinia noastra, este aceea conform careia specificitatea
disciplinei ca, in cadrul cursurilor de EAP, sd se abordeze conventiile lingvistice si
retorice unice ale anumitor domenii academice, cum ar fi vocabularul,
caracteristicile genului si practicile comune de scriere. In acelasi timp, este necesara
incorporarea continutului si stilurilor foarte specializate, cum ar fi medicina, dreptul
sau ingineria, pentru a raspunde mai bine nevoilor academice autentice ale
studentilor.

Cursurile de limba pentru scopuri academice presupun:

1. Citire critica — capacitatea de a analiza si evalua informatiile din texte
academice;

2. Scriere academicd — capacitatea de a produce eseuri, lucrari, proiecte de
cercetare, respectand rigorile si normele academice;

3. Vocabular specific — invatarea termenilor tehnici si utilizarea corectd a
acestora,

4. Prezentdri academice — capacitatea de a vorbi in fata unui public specializat;

Limbajul specializat pentru scopuri academice devine esential pentru
comunicarea in mediul academic si profesional, distantdndu-se de limba generala
prin formalitate, rigiditate, adresandu-se numai unui anumit public-tintd. Din acest
motiv, cursurile de limbaj specializat academic trebuie sa formeze studentii ca viitori
cercetdtori si studenti, nu doar ca simpli practicanti ai unor profesii.

Privind la modelele oferite pentru limba engleza, in romana pentru scopuri
academice, studentii trebuie sd inteleagd structurile textului, sd identifice si sa
utilizeze structuri-cheie (precum ,stimate domnule”, trebuie sid poatd analiza
interactiuni reale, sa aibd o gandire critica bine dezvoltata si sa utilizeze limba pentru
a se adapta la diferite registre. Astfel, in crearea cursului, trebuie sa avem in vedere
aceste obiective clar delimitate. Predarea trebuie si se realizeze tindnd cont de toate
competentele necesare comunicarii $i pragmaticii.

Pentru inceput, este esentiald o analizd de nevoi pentru a putea adapta
obiectivele la necesitétile reale ale studentilor care alcatuiesc grupa. Mai apoi, cursul
trebuie structurat astfel incat sa cuprinda o varietate larga de activitati.

Important este faptul ca toate competentele trebuie dezvoltate in paralel,
acestea nu pot fi delimitate, Intrucat ar ingreuna procesul de invitare. Pentru
dezvoltarea comprehensiunii, orale, studentilor trebuie sd li se prezinte exercitii pe
baza de luare de notite sau extragerea unor idei principale. Acestea sunt importante,
deoarece asigura atat intelegerea globala a textului, cat si cea detaliatd. Exercitiile de
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comprehensiune a textului scris trebuie sa cuprindd rezumarea textelor si parafraza
acestora, in scopul de a utiliza un vocabular cat mai variat. Daca la cursurile de limba
generald se opteaza pentru itemi cu alegere duald, n acest caz, de preferat ar fi cele
care pun in evidenta si structura textului, nu doar elementele lexicale.

In cazul comunicarii, dezvoltarea acesteia este un element extrem de
important. Pentru comunicarea orald, temele abordate devin mai specifice, astfel ca
activitdtile se vor centra in jurul dezbaterilor si a prezentarilor (inclusiv a
prezentarilor cu suport vizual). Acestea trebuie sa joace dublu rol: acela de a pregati
cursantul pentru comunicarea in limba romana, dar si de a-l1 pregiti pentru
comunicarea in medii academice si specializate. In ce priveste comunicarea scrisa,
textele solicitate vor fi mai ample, implicand si o parte de cercetare. Astfel, studentii
vor avea sarcini de lucru precum realizarea unor eseuri sau a unor proiecte de
cercetare, teme care depasesc simplele scrisori sau clasicele e-mailuri, si care implica
o intelegere mai detaliata si un efort mai mare.

In cazul lexicului si al gramaticii, lucrurile nu iau alti forma decat cea
clasica, fiind utilizate cu precadere exercitii traditionale ce vizeaza aspectele lexicale
si gramaticale, cum ar fi asocierea imaginilor si cuvintelor, completari de spatii libere
cu un cuvant sau o forma verbala corespunzatoare.

Una dintre caracteristicile esentiale ale cursurilor este capacitatea de a
abstractiza informatiile si de a teoretiza, spre deosebire de cursurile de limba pentru
scopuri ocupationale, asa cum vom vedea in continuare.

4. Romiana pentru scopuri ocupationale

Al doilea tip de limbaj specializat il reprezintd roména pentru scopuri
ocupationale. La fel ca in randurile anterioare, vom apela la literatura de specialitate
ce vizeaza limba englezd pentru scopuri ocupationale, urmand ca, mai apoi, si
propunem tipuri de activitati aplicabile limbii romane.

Asa cum mentionam anterior, cursurile de limba pentru scopuri ocupationale
au un caracter mai practic, abordand teme mai palpabile, fiind mai adaptate la nevoile
concrete ale cursantilor. Potrivit lui Robinson, in lucrarea ESP Today: A
practitioner s guide (1991), un ghid practic destinat profesorilor, in care autorul ofera
un cadru comprehensiv, dar accesibil, pentru conceperea, planificarea,
implementarea si evaluarea cursurilor ESP, activitétile trebuie sa fie centrate pe
sarcini, activita{i autentice, si integreze abilitatile de comunicare in contexte
relevante pentru cursanti. Acesta considera ca, n elaborarea cursurilor trebuie sa
urmam urmatorii pasi:
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1. Analiza nevoilor — realizabild printr-un chestionar sau printr-o discutie,
pentru a intelege de ce doresc cursantii sa invete limba;

2. Analiza limbajului — selectarea campului lexical potrivit pentru elaborarea
cursurilor si exercitiilor;

3. Crearea syllabusului — stabilirea tematicilor abordate la curs;

4. Stabilirea metodologiei;

5. Selectarea materialelor — crearea/selectarea unor texte si activitati cat mai
apropiate de situatiile reale de comunicare;

6. Evaluarea — stabilirea modului de evaluare.

Desi nu are foarte multe parti teoretice, lucrarea lui Robinson ofera
instrumentele practice in elaborarea cursurilor de limbaj specializat specializat, fiind
un ghid util pentru profesori, nu doar pentru cei de engleza, ci si pentru orice alte
limbi stréine.

Cativa ani mai tarziu, in 1998, Tony Dudley-Evans si Maggie Jo St John
publica cercetarea Developments in English for Specific Purposes: A
Multi-Disciplinary Approach, cu scopul de a oferi o prezentare actualizata, la
momentul acela, a evolutiilor din domeniul ESP, combinénd teoriile, metodologia si
practica, si sa arate cum ESP interactioneaza cu alte discipline relevante (sociologie,
antropologie, lingvistica, psihologie etc.). Lucrarea se prezintd ca un ghid practic,
dar care cuprinde si teorie, In scopul de a servi profesorilor de ESP.

Pe langa analiza de nevoi, dezbatuta si de Robinson, lucrarea din 1998 aduce
si notiunea de specificitate'?, care se reflectd nu doar in vocabular sau terminologie,
ci si in structuri discursive, genuri, sarcini si contexte de utilizare. In plus, cursurile
de limbaj specializat nu presupun doar predarea limbii, in cazul mentionat de autori,
a limbii engleze, ci predarea acesteia orientatd catre un scop/profesie/domeniu/
disciplina specific. Este lesne de inteles ca ,,specific” poate varia in functie de
disciplina, sarcini, genurile de texte, sau interesele cursantilor.

O alta idee importanta este aceea a rolului teoriei in engleza pentru scopuri
specifice, autorii subliniind importanta analizei discursului si a genurilor. Idee cu
care suntem in total acord, fiindca, pe de o parte, nu e posibila selectarea unui text
potrivit fara o analiza prealabild a acestuia, iar, pe de alta, studentii trebuie sa fie
capabili sa inteleagd un text si structurile acestuia, chiar daca nu discutim despre
nivelul academic. Pe langa acest argument, mentiondm ca teoria ajuta la Intelegerea
limbajului 1n context si a modului in care textele isi ating scopurile Intr-o comunitate
profesionala.

12 specificity” (t.n.)
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Cu toate cd, in prezent, contextul cultural s-a schimbat, unele idei prezentate
in carte nemaifiind de actualitate, totusi ne putem apleca atentia asupra ideilor
mentionate anterior, carora li se adauga si mentiunea cu privire la rolul profesorului,
care nu doar livreaza continutul unui curs sau a unui text, ci trebuie sa analizeze, sa
proiecteze cursurile, dar si s selecteze materialele cele mai relevante in elaborarea
cursurilor.

Helen Basturkmen, in Ideas and Options in English for Specific Purposes,
2006, bazandu-se pe numeroasele cercetari din anii precedenti, reuseste sa expuna
diferitele idei, teorii si optiuni existente in domeniul ESP si sd promoveze o
perspectiva critica si analiticd asupra modului in care se proiecteaza si se preda ESP.
Lucrarea ei este una complexa, venind cu cateva propuneri relevante in realizarea
cursurilor de limbaj specializat:

1. Varietatea limbajului — autoarea opteaza pentru diversificarea
elementelor lexicale si a activitatilor, pentru a o oferi o privire cat mai
complexa asupra limbii si a utilizarilor ei;

2. Contextualizare si autenticitate — este important ca textele sa fie cat
mai autentice, iar elementele lexicale sa fie predate contextualizat, nu izolat;

3. Procese de invatare si conditii de invatare — autoarea pune accentul
pe input si pe feedbackul oferit de profesor;

4. Metodologii variate — conform autoarei, nu existd o singura
metodologie corecta, ci alegerea ei depinde de nevoile cursantilor;

5. Obiective clare in predare - Basturkmen insistd asupra definirii clare
a obiectivelor (competentele care trebuie dezvoltate, genurile textuale,
utilizarile limbii);

6. Analiza critica si reflectie — e important, in opinia lui Basturkmen,
ca studentii sa stie in permanenta ce s-a facut si ce nu.

Avand aceste instrumente de cercetare si elaborare a cursurilor, putem
ajunge la ideea conform careia roména pentru scopuri ocupationale pregiteste
cursantii pentru ocuparea locurilor de muncéd, avand un scop mai practic spre
deosebire de romana pentru scopuri academice. Acest lucru trebuie sa se realizeze
prin predarea unui vocabular relevant, care sa satisfacd nevoile imediate de
comunicare, abordand contexte reale. In ceea ce priveste analiza discursului, trebuie
sd avem 1n vedere tipurile de texte, care sa surprinda fise medicale, spre exemplu,
sau tabele de achizitii din domeniul constructiilor. De asemenea, este competenta
pragmaticd si dezvoltarea ei joacd un rol-cheie, intrucat ajuta la imbunatatirea
eficientei profesioanale.
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Fiind totusi vorba de invatarea unei limbi strdine, nici in acest caz
competentele nu trebuie separate, intrucat achizitia lor depinde de succesul
comunicarii. Astfel, in ceea ce priveste comprehensiunea textelor orale, trebuie sa se
lucreze cu texte autentice, iar itemii sa fie cat mai variati (completare de spatii libere,
alegere duald sau multipld), aceleasi model aplicandu-se si in cazul comprehensiunii
scrise. De mentionat este ca in selectia textelor se pot utiliza platforme precum
www.youtube.com sau canale de stiri, recomandandu-se si diversificarea accentelor

pentru a-i expune pe cursanti sa diferite tipuri de limba;.

In ceea ce priveste comunicarea orald, utile sunt exercitiile de tipul
dezbaterilor, al jocului de rol, dar si al celor de tip problem-based, in care studentii
primesc o ,,problema” pe care sa o solutioneze. Utilitatea lor se inscrie in faptul ca
se abordeaza contexte reale si se activeaza diverse sfere lexicale. Pentru scriere,
exercitiile pot fi de tipul raspuns la mesaje pe diverse teme, nefiid necesare proiecte
si cercetdri ample.

Ultima competenta, cea lexicala si gramaticala, continua trendul tiparului de
exercitii utilizate si pentru limba generala, utile fiind exercitiile de asociere a
imaginilor sau definitiilor si cuvintelor, completari de spatii libere sau desfacere de
paranteze.

5. Concluzie

Articolul de fatd a prezentat o scurtd diferentiere intre romandna pentru
scopuri academice si cea pentru scopuri specifice, privind importanta analizei
discursului in distinctia dintre cele doud. Astfel, plecand de la analiza marcilor
lingvistice, putem realiza distinctia intre cele doua tipuri de limbaj, care servesc
doua tipuri de nevoi.

Cu alte cuvinte, roméana pentru scopuri academice abordeazd texte
complexe, discursuri specializate si intdlnite Tn medii universitare, In timp ce romana
pentru scopuri specifice se adreseazd comunicarii la locul de munca, fiind mai
practica si mai accesibila. Punctul comun dintre cele doua este modul in care trebuie
sd se realizeze achizitia, competentele trebuind sd se dezvolte in acelasi timp, nu
separat. Cu toate ca tipurile de activitati de comunicare sau de comprehensiune se
realizeaza diferit, de pilda, in cazul romanei pentru scopuri academice, se vor realiza
prezentari, iar in cazul romanei pentru obiective specifice studentii vor lucra cu
activitati de tip jocuri de rol, cele pentru dezvoltarea competentelor lexicala si
gramaticala se vor realiza dupa modelele clasice.
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Abstract: This article presents aspects of project pedagogy used in the process of learning
French, as a foreign language in Romanian education at high school and university. Since its
beginning, up to the present days, the project, as a pedagogical tool, has undergone structural
changes. Today, macro-, micro- and mini projects coexist in the current teaching of the French
as a foreign language, in which the notion of « task », as defined by The Common European
Framework of Reference for languages, plays a most important role. Nowadays, foreign
languages learners use the digital environment in the practice of the idiom to be acquired, a
fact that not only promotes an online ‘’kaleidoscopic reading” but also the creation and use
of fragmented discourse. In order to learn a language in 2025, we can use texts from Internet.
This one becomes a mirror of real life and knowledge in general. By abolishing borders, the
Internet now facilitates and supports intensive exposure to foreign languages, which
stimulates their learning. Examples from the author’s practice of teaching French as a foreign
language in Cluj-Napoca illustrate the kaleidoscopic nature of communication, inherent to
modern language acquisition today. We also question the relevance of using artificial
intelligence in learning French, as a foreign language.

Keywords: Project pedagogy, Internet, kaleidoscopic reading, Al, French as a foreign
language

Rezumat: Acest articol prezinta aspecte legate de pedagogia proiectului, utilizata in procesul
de Insusire a limbii franceze ca limba straina, in invatdmantul liceal si universitar romanesc.
De la inceputurile sale si pana in prezent, proiectul, ca instrument pedagogic, a suferit
schimbari structurale. In predarea limbii franceze din zilele noastre se recurge adesea la
macro-, micro- §i mini-proiecte, in care notiunea de ,,sarcina de lucru” (task in limba engleza)
asa cum este definitd de Cadrul European Comun de Referinta pentru limbi, joacd un rol
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extrem de important. Cei care invata azi o limba straina se folosesc de mediul digital pentru
a o practica, fapt care promoveaza atat o ,,lecturd caleidoscopica” online, cét si crearea unor
discursuri fragmentate, de aceeasi factura caleidoscopica. Dat fiind ca mediul virtual devine
o oglinda a realitatii traite si a cunoasterii in general, studierea unei limbi implica, adeseori,
in 2025, faptul de a recurge la texte inspirate sau chiar imprumutate de pe internet. Anuland
frontierele, Internetul faciliteaza si sustine acum expunerea intensiva la limbi striine, ceea
ce stimuleaza Invatarea acestora. Natura caleidoscopicd a comunicarii din mediul virtual este
ilustratd in acest articol cu ajutorul unor exemple de proiecte scolare din practica autorului
ca profesor de limba francezd la Cluj. Este abordatd de asemenea si relevanta utilizarii
inteligentei artificiale in invatarea unei limbi straine.

Cuvinte-cheie: Pedagogia proiectului, Internet, lectura caleidoscopica, 1A, franceza ca limba
straina

1. Introduction

L'enseignement des langues étrangeres a profondément évolué avec les
avancées technologiques, et notamment avec l'essor des outils numériques et
l'avénement de l'intelligence artificielle (IA). Le domaine du Frangais Langue
Etrangére (FLE) ne fait pas exception. Les pratiques pédagogiques en ont été
réformées, parmi lesquelles la démarche de projet. Il s’agit d’une approche active et
participative qui place I'apprenant au centre de son apprentissage, tout en l'incitant a
réaliser des taches significatives pour lui pendant son parcours.

Dans notre article, on propose une réflexion sur des formes de projets qui
enrichissent I’étude du FLE, ainsi que sur l'impact de I’environnement numérique et
de I'Intelligence Artificielle dans ce processus. Quel type de lecture a lieu
aujourd’hui dans la pratique du projet et quels types de discours construit-on a I’aide
d’Internet et des outils numériques qui dominent 1’apprentissage du frangais ?

Un peu d’histoire sur la pédagogie du projet

La pédagogie du projet, dont les origines se trouvent dans la philosophie de
John Dewey"® (1859-1952), philosophe et pédagogue américain, est une méthode
d’enseignement qui situe I’apprenant au centre de ses apprentissages. On lui propose
de réaliser un projet concret, individuel ou collectif, souvent pluridisciplinaire.
L'¢leve apprend en faisant, en résolvant des problémes réels, qui ont du sens pour
lui, et tout en construisant activement ses savoirs.

L’idée selon laquelle 1’étude devrait partir de 1’expérience concréte des
¢éléves et étre centrée sur leurs intéréts s’est imposée a travers le temps. Cependant,
le concept de pédagogie de projet s’est réellement structuré et popularisé au XXe

13 John Dewey (1859-1952)
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siécle grace a d'autres penseurs et praticiens, tels William H. Kilpatrick ', Célestin

t'>, et, plus récemment- Philippe Meirieu'®.

Freine

Selon le Cadre Européen Commun de Référence pour les Langues, pour
apprendre le frangais aujourd’hui, c’est une perspective de type actionnel qui est a
privilégier, une perspective a travers laquelle 1’usager et 1’apprenant sont vus
« comme des acteurs sociaux ayant a accomplir des tiches (qui ne sont pas seulement
langagiéres) dans des circonstances et un environnement donné, a I’intérieur d’un
domaine d’action particulier. Si les actes de parole se réalisent dans des activités
langagiéres, celles-ci s’inscrivent elles-mémes a 1’intérieur d’actions en contexte
social qui seules leur donnent leur pleine signification. » (CECRL, p. 15).

On retrouve les idées de Dewey, Kilpatrick, Freinet et Meirieu dans la
philosophie promue par le Conseil de ’Europe dans le CECRL. La démarche du
projet dans 1’acquisition d’une langue reste encore, dans ce contexte, en 2025, une
stratégie de travail tout a fait pertinente a tous les niveaux d’étude.

L'évolution de la pédagogie de projet dans I'enseignement du FLE

En France, la pédagogie de projet est apparue dans les années 1970. A ses
débuts, elle était considérée comme un outil permettant d’immerger les éléves dans
des situations proches de la réalité, tout au long de leur apprentissage. Aujourd'hui,
elle est utilisée pour répondre a des objectifs multiples, allant de la construction de
compétences communicatives a la prise en compte des dimensions interculturelles et
des compétences numériques.

En Roumanie aussi, l'enseignement du FLE a largement intégré la pédagogie
de projet, derniérement.

Dans les années 2010, afin d’obtenir le premier grade didactique comme
professeur dans I’enseignement préuniversitaire en Roumanie, nous avons réalisé
une étude sur 1’utilisation du projet dans I’enseignement du FLE au collége et au
lycée, basée sur des activités que nous déroulions & 1’école a ce moment-1a depuis
une dizaine d’années déja. Cette expérience nous permet de pouvoir porter un regard
comparatif entre la démarche du projet d’avant 2000 et celle qui a lieu aujourd’hui,
dans I’enseignement roumain préuniversitaire et universitaire.

Autrefois, les projets scolaires étaient créés avec des moyens techniques plus
simples: textes linéaires, souvent manuscrits, accompagnés d’images collées ou

14 William H. Kilpatrick (1871-1965) est un disciple de Dewey, qui a développé dés 1918 le concept du
Project Method, en insistant sur I’implication active des éléves dans des projets concrets.

15 En France c’est Célestin Freinet (1896-1966) qui a joué un rdle central dans la mise en ceuvre de
démarches pédagogiques basées sur des projets coopératifs et ancrés dans la réalité des éléves.

16 Philippe Meirieu a théorisé et modernisé la pédagogie du projet dans le cadre de I’école
contemporaine.
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dessinées. De nos jours, ¢’est a I’aide de 1’ordinateur et des logiciels que I’on réalise
la plupart des projets scolaires et, donc, ceux utilisés pendant I’apprentissage du
frangais aussi. L’environnement numérique influence fortement la nature des
discours pratiqués dans I’acquisition de la langue, aujourd’hui.

2. Méthode

2.1. Constitution d’un corpus de projets

Entre 2010 et 2020, dans nos classes de francais langue étrangére au College
National « Gheorghe Sincai » de Cluj-Napoca, on a recueilli une quarantaine
d’exemples de projets écrits et oraux, effectués par nos €léves, sur des CD ou sur le
papier, parmi lesquels aussi quelques-uns écrits a la main. Dans la plupart des cas
ils ont été réalisés comme support matériel permettant 1’évaluation de leurs
compétences d’expression orale et écrite en FLE.

Depuis 2020, a partir de la pandémie de Covid-19, a la suite de
I’enseignement en ligne, nous recueillons bon nombre des devoirs de nos apprenants
sous forme de projet en ligne. C’est ce qui nous a permis d’examiner au moins vingt
autres projets scolaires, en francais, écrits et oraux — enregistrés sur Google
Classroom.

2.2. L’analyse qualitative du discours numérique mobilisé dans les
exemples retenus dans le corpus

Nous avons analysé les projets retenus dans notre corpus afin de saisir les
caractéristiques du « discours numérique » (Paveau 2018) créé pendant le processus
d’apprentissage du FLE.

Cette analyse nous permet de constater I’importance de 1’image dans la
communication actuelle, en ligne. Les textes rédigés sont illustrés dans 85 % des cas.
La comparaison des projets réalisés avant et aprés 2020, I’année de la pandémie de
Covid-19 et du début de I’enseignement massif en ligne, montre que I’emploi de
I’ordinateur et du réseau Internet est devenu, actuellement, un contexte
d’apprentissage incontournable.

Pendant cette période, le logiciel utilisé le plus souvent par les éléves, pour
leurs projets, c’est Powerpoint (90 %). La présentation orale des produits réalisés par
les apprenants de FLE peut étre enregistrée, ajoutant cette dimension a celle des
¢léments visuels et auditifs permis par I’'usage de 1’ordinateur et du web. A partir des
années 2020, la vidéo accompagnée par de la musique devient une maniére
d’expression importante dans I’apprentissage du francais. Le discours construit par
les apprenants - dans leurs présentations orales, illustrées de projets numériques- est
composé de textes appartenant a plusieurs codes d’expression.
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3. Résultats et discussions

Notre analyse nous permet de souligner ’importance de 1’image dans la
communication actuelle, en ligne. Les textes rédigés sont illustrés dans 85 % des cas.
La comparaison des projets FLE réalisés avant et apres 2020, I’année de la pandémie
de Covid-19, et du début de I’enseignement massif en ligne, montre que 1’emploi de
I’ordinateur et du réseau Internet est devenu, actuellement, un contexte
d’apprentissage incontournable.

Pendant cette période, le logiciel utilisé le plus fréquemment pour leurs
projets, par les éléves et les étudiants, c¢’est Powerpoint (90 %).

Le discours construit par les apprenants de FLE dans la présentation illustrée
de leurs projets numériques est composé de textes appartenant a plusieurs régimes
d’expression. Ils y combinent 1’oral et 1’écrit avec I’emploi des images fixes ou des
vidéos, car c’est surtout a partir des années 2020 que créer des vidéos accompagnées
de musique devient une maniére d’expression importante dans I’apprentissage du
francais.

3.1. Types de projets possibles, selon leur étendue : macro, micro et mini

Selon leur ampleur, on peut distinguer :

a. Macro-projets : Il se déroulent a long terme et impliquent les apprenants
sur plusieurs mois, voire sur toute une année. lls permettent d'aborder des
thématiques complexes et de développer des compétences variées
linguistiques, culturelles, et transversales.

L'élaboration d'un magazine en francais (Pop, A.G., 2017), la conception

d’un blog, ou l'organisation d'une exposition en sont des exemples.

b. Mini-projets : Ces projets sont généralement réalisés sur des périodes plus
courtes, de quelques semaines a quelques jours. Ils sont plus ciblés et se
concentrent sur des compétences précises. Ils entrent, la plupart du temps,
dans la structure des macro-projets.

Quelques exemples : réaliser une vidéo sur un théme précis de la culture

francophone ou créer des articles utiles a un blog, en francais.

En 2021 nous avons proposé a nos éléves de lycée de répondre a la question

« Pourquoi apprendre le francais ? » en réalisant un matériel illustratif sur ce

théme. Le discours a créer devait contenir une forte visée persuasive, étant

destiné a motiver les apprenants dans 1’acquisition de cette langue. Ce mini-
projet a été intégré ensuite dans un macro-projet : participer & un concours
de vidéoclips avec ce théme, lancé par le Club Francophone des Affaires de

Cluj. Un des groupes d’¢leves (Maria P., Patricia P. et Daria M.) ayant
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participé a avec une vidéo portant le titre « Pourquoi apprendre le francais ?»
y a gagné le troisiéme prix.
¢. Micro-projets : Ce sont des productions de plus petite envergure et peuvent

étre intégrés dans une séquence d'apprentissage ou a des projets de type

mini- et macro-. Ils visent a encourager 'autonomie et la créativité des

apprenants. Par exemple, réaliser une présentation en francais sur un sujet

appartenant au domaine personnel, ou créer un jeu de role utile dans la

perspective de 1’usage de la langue étudiée lors d’un séjour possible de

I’apprenant en France.

3.2. Un macro-projet qui intéegre des mini et micro-projets durant sa

mise en pratique

Il est intitulé « AGRI-CULTEURS. Quatre saisons, de la nature a la culture
». Le public visé, ce sont des étudiants en Sciences Agricoles. Il se déroule tout au
long de I’année universitaire. La tiche générale a laquelle doivent répondre les
apprenants est liée au domaine dans lequel ils doivent agir : I’agriculture. Ils doivent
se conduire en professionnels de ce domaine, simulant le fait d’étre agriculteurs
pendant toute I’année, résolvant toute la panoplie de problémes qu’un tel domaine
peut impliquer et communiquer a I’intérieur de cette tache. Par exemple : gérer une
ferme d’animaux et communiquer afin de résoudre les travaux quotidiens ou cultiver
la terre et communiquer dans le souci de bien organiser cette activité avec une équipe
disponible pendant les quatre saisons.

Voici quelques ¢éléments culturels spécifiques au théme, susceptibles d’étre
intégrés dans la mise en place de ce projet :

a. Commencer et/ou finir, éventuellement, avec la dégustation d’une pizza

Quatro stagioni. Communiquer en frangais lors de ces moments a propos de ce

que I’on déguste. (Bien ancrer dans la réalité les taches du projet en précisant

que c’est souvent autour d’un bon repas que sont prises les décisions dans une
famille, par exemple).

b. Pendant le déroulement de ce macro-projet on peut mettre en valeur, a
différentes fins linguistiques et culturelles des ceuvres abordant le théme des quatre
saisons. Il s’agit de la musique d’Antonio Vivaldi et des portraits
anthropomorphiques d’Arcimboldo'” dans la peinture, mais aussi des tableaux de
Nicolas Poussin sur le méme théme.

17 https://unebrevehistoiredart.com/2024/01/14/les-quatres-saisons-de-giuseppe-arcimboldo/; consulté
le 5/06/2025
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3.2.1. Quelques objectifs généraux a avoir en vue:

a. Développer la capacité de réflexion et de communication en frangais sur les
domaines de connaissances liés a la problématique des saisons.

b. Etablir des liens interdisciplinaires au sein du sujet.

c. Transférer les connaissances acquises auparavant par les étudiants a de nouveaux
contextes.

d. Organiser les informations scientifiques sur les saisons, en fonction du domaine
d’intérét des étudiants impliqués dans les activités.

De multiples compétences transversales sont a travailler avec les apprenants
dans I’accomplissement de ce macro-projet. Le parcours proposé répond a la
nécessité d'intégrer, de la maniere la plus flexible possible, les connaissances sur le
monde - acquises préalablement par les étudiants - afin d'examiner la question des
saisons sous de multiples angles communicatifs.

Le public-cible a I'occasion d'observer la diversité des approches possibles
du théme des saisons dans la vie quotidienne, puis dans 1’agriculture, mais aussi dans
la culture.

Les étudiants sont, ainsi, amenés a créer des mini et des micro-projets dans
la réalisation desquels ils devront employer un vocabulaire spécifique (nommer et
décrire les éléments de I’environnement marqués par 1’évolution de chaque saison
ou présenter, décrire et raconter les activités agricoles possibles durant toute
I’année), en fonction du niveau auquel ils appartiennent.

Les compétences travaillées dans le processus d’apprentissage de la langue
(compréhension écrite et orale, production écrite et orale, médiation) seront exercées
a travers diverses activités de mini-projets ou de micro-projets mettant en avant les
intelligences multiples.

Un exemple de micro — projet, réalisable en 2025 a I’aide du logiciel
https://wordart.com/, est la « salade de mots », qui permet de créer des images
servant de support graphique a des présentations orales réalisées par les étudiants :

AUTOMN
Il A E AV
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\',\‘iz ? .T‘Hﬁ\’l;ie
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AN
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HiViz?

Figure 1 : Exemple de « salade de mots » réalisée a I’aide de « wordart »
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Pendant un parcours d’apprentissage visant a développer des compétences
transversales chez les étudiants qui apprennent le francais comme langue
étrangére, ils s'appuient sur leurs compétences générales individuelles afin
d’acquérir une variété de « savoirs », « savoir-faire », des « savoir-étre » et des
« savoir-apprendre ».

3.2.2. Des savoirs, savoir-faire, savoir-étre et savoir-apprendre

(CECRL, p. 16)

a. Les « savoirs » a exercer en FLE dans le cadre de ce macro-projet, appelés aussi
« connaissances déclaratives » « sont a entendre comme des connaissances résultant
de I’expérience sociale », selon le CECRL (op.cit.). Elles sont liées a la connaissance
du fonctionnement de la nature, du role de la météo, ou du déroulement des activités
agricoles : la succession des travaux agricoles spécifiques a chaque période de
I’année, ainsi que le maniement des machines et outils appropriés pour les mettre en
ceuvre.

b. Les « savoir-faire » a pratiquer pendant I’étude de la langue durant ce macro-
projet sont des « habiletés » ; «relevant de la maitrise procédurale » : savoir
comment consulter un site pour apprendre a cuisiner des plats traditionnels de saison
a partir de recettes en frangais, par exemple. Les savoir-faire grammaticaux, li¢s a
I’emploi correct des formes verbales dans la communication ou celles du vocabulaire
appropri¢ a la tache a résoudre sont a exercer aussi lors de ce projet.

c. Les « savoir-étre » a y intégrer : écrire des courriels en francgais, correctement
construits du point de vue socio-linguistique, a différentes fins liées au domaine
agricole, ou bien étre capable d’interagir avec un Francais tout en respectant le code
des bonnes maniéres du pays.

d. Des « savoir-apprendre » a mettre en place : recourir a la bibliotheque réelle ou a
celle fournie par le vaste réseau Internet afin de retrouver des informations
nécessaires a la bonne réalisation de leurs projets, identifier son type d’intelligence
afin de I’exploiter au mieux dans 1’apprentissage, etc.

3.3. L'impact de I'environnement numérique sur l'apprentissage du

FLE

Afin de construire leurs projets, nécessaires dans I’acquisition de la langue,
les apprenants recourent désormais a une variété de ressources trouvées en ligne :
vidéos, forums, blogs, réseaux sociaux., etc. lIs peuvent s’en servir en tant qu’« ilots
de sécurité » (CECRL, p 53), en intégrant des séquences ou des fragments
numériques extraits du web, aux textes qu’ils sont amenés a composer.

Les projets réalisés a partir du matériel textuel et discursif rencontré sur
Internet, sont, ensuite, assez souvent, distribués sur différents canaux de
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communication numérique. Internet devient ainsi un environnement complexe qui
les abrite comme le ferait le dispositif d’un kaléidoscope dans le monde réel.

Un nouveau phénomeéne est présent dans 1’acte de réception des textes
publiés sur Internet : la lecture kaléidoscopique. 11 s’agit d’une lecture navigante sur
la mosaique textuelle affichée sur I’écran de 1’ordinateur, guidée par les hyperliens
qui y sont proposés et accompagnée de la mise en pratique d’une série de roles
discursifs empruntés par I’internaute pendant le processus.

3.3.1. Caractéristiques de la lecture kaléidoscopique, guidée par les

hyperliens.

En aofit 2022, nous avons réalisé un sondage concernant le comportement
actuel des internautes, a [’aide d’un questionnaire Google distribué par
I’intermédiaire de la messagerie de notre compte Facebook. On y a compté 237
répondants, dont 197 en roumain et 40 en francais (Pop, A.G. 2024, p. 92). [ nous a
permis de montrer la présence d’un nouveau type de lecture, sur Internet.

Voici I’'une des questions posées dans notre sondage : « Quel type de
comportement adoptez-vous, le plus souvent, lorsque vous lisez en ligne ? » Selon
les réponses enregistrées, presque 60% des répondants suivent les liens insérés sur
la page numérique lue, tout en retournant sur la page d’origine ou non. Le
pourcentage de ceux et celles qui déclarent conserver totalement en ligne leurs
habitudes de lecture linéaire, exercées auparavant sur papier, se situe - & ce moment-
1a, entre 30 et 40%.

En 2016, Dominique Maingueneau évoquait déja, de manicre suggestive, les
gestes d’une lecture « navigante » (Maingueneau 2016, p. 36) qui domine les
pratiques existantes sur Internet. Marie-Anne Paveau parle d’ « écrilecture », terme
qui désigne la fusion de deux activités de lecture et d’écriture impliquée par le
dispositif technique reposant sur 1’usage de I’hyperlien » (Paveau 2018, p. 218).

Nous avons tent¢ de décrire ce type de lecture dans le chapitre 3 du
livre « Discours et lecture kaléidoscopique en ligne. Construction de I’identité dans
le cadre du blog », paru a Cluj-Napoca, a la fin de I’année 2024. (Pop, A.G. 2024,
pp-119-129)

Deux types de réception numérique possibles y ont été exposés : une lecture
« mono-page », déroulée sans que le lecteur internaute quitte I’espace discursif ou
se situe le document qu’il parcourt, ainsi qu’un deuxiéme type, une lecture « multi-
page », qui suppose que le récepteur quitte le site consulté initialement pour rendre
visible le contenu caché derriére un hyperlien. Il va ainsi consulter d’autres pages
Internet sur son parcours de lecture en ligne.
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La lecture multi-page peut étre effectuée de plusieurs manicres. Nous en
avons décrit trois types de parcours gestuels possibles : une lecture circulaire, une
autre - effectuée en spirale- et une troisiéme dessinant un parcours ouvert sur
Internet.

Il s’agit non seulement de passer d’un texte a ’autre sur I’écran, a 1’aide
d’un click. Pendant cette lecture navigante, plusieurs roles discursifs peuvent étre
exercés, parmi lesquels trois que nous avons proposé de nommer : « lecteurnaute »,
« scripteurnaute » et « auteur virtuel ».

Celui qui se manifeste en ligne peut, donc, étre:

®» ]. Lecteurnaute. S’il parcourt des pages en ligne au moyen de clicks,
n’enrichissant pas de maniére énonciative les textes qu’il lit, il prend le role

de « lecteurnaute » (id, p.121)

®» 2. Scripteurnaute. S’il inscrit un simple commentaire apres les séquences
découvertes sur un site, il agit en « scripteurnaute » (ibid.).

= 3, Auteur virtuel. S’il publie en ligne des ceuvres de différents genres, tout
en faisant don de ses discours virtuels, il agit en tant qu’« auteur virtuel ».

(ibid.)

3.3.2. Le texte kaléidoscopique dans les projets créés dans le domaine

du FLE

Ce phénomene ou le lecteur navigue de maniére non linéaire a travers les
contenus virtuels, exercant des roles diversifiables, devient un mode d'apprentissage
tout naturel sur Internet. On le rencontre aussi lors de la pratique du FLE. Si la lecture
exercée sur Internet est kaléidoscopique, le discours que les apprenants de langue
produisent durant la mise en ceuvre d’un projet, a ’aide de 1’ordinateur, va 1’étre, a
son tour.

Tout se passe dans un environnement technique ou se déroulent des
processus dont le fonctionnement et la structure sont inaccessibles a celui qui n’est
pas formé a cette fin. Il y a des dispositifs énonciatifs numériques et une interaction
permanente entre 1’homme et I’ordinateur, qui rendent possibles tant 1’acte de
réception que celui de 1’écriture (Pop. 2024, p. 111).

C’est Pierre Lévy qui annongait déja en 1995 que le texte numérique est un
texte « kaléidoscopique ». Il se référait a « une nouvelle plasticité du texte » publié
dans un dispositif d’énonciation numérique, y voyant une « petite révolution
copernicienne », c’est -a-dire « un texte mobile, kaléidoscopique, qui présente ses
facettes, tourne, se plie et se déplie a volonté devant le lecteur » (Lévy, P., 1995, p.
129). Lorsqu’on apprend le frangais, on rédige souvent des textes de ce type, dans la
démarche du projet.
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Figure 2. Page de projet extraite d’une présentation Powerpoint

sur la Mayotte

La création d’un tel genre de matériel en langue étrangere s’appuie sur une
recherche préalable, a travers laquelle a lieu une lecture de ressources, trouvées en
ligne ou imprimées, qui permettent a ’apprenant de s’approprier des éléments
linguistiques nécessaires a 1’acquisition de la langue-cible.

La Figure 2, ci-dessus, est une diapositive extraite d’un projet réalisé par
Carla R., Thea P. et Gabriela G., trois apprenantes de niveau A2+, sur la Mayotte.
Elles avaient comme tache de présenter les régions francophones ot on peut devenir
touriste hors du continent européen, et employer le francais dans la communication.
Composée d’images extraites de différents sites consultés sur le net, cette diapositive
montre un texte kaléidoscopique qui permet une lecture non linéaire. Les images
incitent le lecteurnaute qui découvre ce document numérique a quitter I’espace visuel
ou elles apparaissent et a en rechercher les références, qui se trouvent sur la derniere
diapositive - en tant qu’éléments « techno-langagiers » (Paveau 2018, p.117). Elles
peuvent en étre importées sur un moteur de recherche et devenir des adresses
¢électroniques menant a d’autres pages numériques a lire, en ligne.

3.4. Le web comme espace d’immersion linguistique

Le web est devenu le nouvel espace d'immersion linguistique qui offre aux
apprenants un acces instantané a des documents authentiques, fort variés et proches
de la réalité vécue. Que ce soit par le visionnage de vidéoclips, la découverte de 1’art
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en ligne, la lecture de blogs, I'écoute de podcasts ou l'interaction sur les réseaux
sociaux, de nos jours, les apprenants de FLE bénéficient d'une exposition continue a
la langue dans des contextes inspirés du monde réel. Cette immersion numérique
contribue a un apprentissage en adéquation avec les usages linguistiques
contemporains.

3.5. L'intelligence artificielle: une nouvelle frontiére pour I'enseignement

du FLE?

L'intelligence artificielle (IA) commence & jouer un role croissant dans
I'enseignement des langues étrangéres. Des outils comme les chatbots, les
traducteurs automatiques et les plateformes d'apprentissage basées sur 1'lA offrent de
nouvelles possibilités pour personnaliser l'apprentissage et faciliter la pratique de la
langue en dehors des sessions en classe.

On se pose la question suivante : dans quelle mesure l'utilisation de
l'intelligence artificielle dans 1’accomplissement des tiches impliquées dans la
réalisation de projets en FLE est-elle acceptable ? Doit-on parler de fraude ou de
copie, dans ce type d’usage ? A notre avis, l'intelligence artificielle n’est pas en soi
un outil de copie, tout comme un dictionnaire, une encyclopédie ou une calculatrice
ne le sont pas. C’est 'intention de 1’apprenant et la maniere dont il s’en sert qui
détermine si ’'usage est formatif (permettant d’acquérir quelque chose d’utile a
I’apprentissage authentique) ou simplement reproductif (donnant comme résultat
une simple copie). On peut, donc, distinguer deux usages opposés:

1. Usage intelligent et formateur de I’IA: L’apprenant utilise I’IA comme un guide,
pour reformuler une idée, obtenir des explications, vérifier une compréhension,
¢largir un vocabulaire ou explorer un sujet. Il y a apprentissage actif, car 1’acteur
s’interroge, choisit, trie, critique.

Exemple : L'apprenant demande a 1'TA: « Peux-tu m'expliquer la différence entre
I’irrigation de surface et l’irrigation goutte-a-goutte ? » Puis il écrit un résumé
personnel pour son devoir. — C’est formateur.

2. Usage passif ou détourné (copier-coller). L’éléve demande a I’Intelligence
artificielle d’effectuer son travail a sa place, sans lecture ni appropriation. Il colle la
réponse sans modification, sans compréhension du contenu. Il n’y a aucun effort
cognitif, donc pas de mémorisation durable.

Un exemple : 1’¢éléve demande: « Rédige une dissertation sur I’agriculture durable
au Sénégal », puis il la rend telle quelle. — C’est du copier, donc contre-productif.
L’acte de copier un devoir, méme a partir d’une IA, reste une pratique d’évitement
cognitif : 1’étudiant contourne l’apprentissage au lieu d’y participer. Cela ne
développe ni la compréhension, ni les compétences d’expression, ni I’esprit critique.
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3. Que pourrait faire I’école ? Voici, esquissées, quelques solutions possibles:

a. Eduquer a I’usage critique de I’IA : apprendre a s’en servir comme outil de soutien,
pas comme raccourci.

b. Valoriser les processus de création de tout projet formateur : demander des traces
de réflexion, de brouillons, de comparaisons.

c. Proposer des taches personnalisées ou orales : moins "copiables", plus ancrées
dans I’expérience de 1’¢léve.

d. Utiliser I’TA comme support d'apprentissage, par exemple : écrire un texte avec
I’TA, puis le corriger soi-méme ; comparer deux réponses IA pour détecter les
erreurs, ou reformuler avec ses propres mots un texte généré par | 1A, etc.

Il y a aussi cette question qui se pose : I'A peut-elle remplacer 1'interaction
humaine dans l'apprentissage des langues ? Bien qu'elle puisse offrir des exercices
de répétition et de correction grammaticale, 1'lA ne saurait offrir toute la richesse des
échanges culturels et la complexité nuancée des interactions humaines nécessaires a
une maitrise approfondie de la langue. L'IA, tout en étant un outil précieux, ne doit
pas étre vue comme une solution unique, mais comme un complément aux pratiques
pédagogiques traditionnelles.

4. Conclusion

L'enseignement du francais langue étrangére connait de grandes
transformations ces derniéres décennies, notamment grace a l'intégration de la
pédagogie de projet et des outils numériques, y compris de 1’intelligence artificielle
dans le processus d’acquisition de la langue.

Les discours des projets réalisés par les apprenants de FLE, aujourd’hui, sont
— le plus souvent - de type kaléidoscopique, issus du contact avec les nombreux
textes numériques qu’ils manient dans la pratique de la langue. La lecture sur le web
se construit, elle-aussi, de la méme manicre.

L'utilisation d'Internet et 1'émergence de l'intelligence artificielle ouvrent de
nouvelles perspectives pour 'apprentissage des langues, offrant aux apprenants des
ressources inédites et un environnement d'apprentissage plus interactif. Toutefois, il
est important de souligner que l'interaction humaine reste essentielle pour une
maitrise compleéte de la langue, et que I'A doit étre utilisée de manicre
complémentaire et non exclusive.
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Abstract: The research investigates through qualitative methods how students perceive
artificial intelligence (Al) functions in their foreign language education. The research uses
open-ended questions from a questionnaire to study USAMV Cluj students about their Al
educational experiences and their thoughts on Al applications for language education. It
shows multiple student perspectives about Al through two main views: students view Al as
a tool for translation, explanation and exercise delivery or they see Al as a future learning
partner and mentor and personalized teaching assistant. Two distinct educational perspectives
are highlighted: students envision technology integration through diverse methods in their
learning activities and they express worry about Al system reliability and oversimplification
and dependency issues. This method is designed to explore student perceptions of Al in
education and to clarify how they view its role in language development. The research
findings will help develop educational methods which match the digital age student
population's needs and expectations.

Keywords: digital imaginary, artificial intelligence, language learning, student perceptions,
conceptual metaphors.

Rezumat: Cercetarea investigheaza, prin metode calitative, modul in care studentii percep
functiile inteligentei artificiale (Al) in procesul de invatare a limbilor strdine. Studiul
utilizeaza Intrebari deschise dintr-un chestionar adresat studentilor de la USAMYV Clyj, cu
scopul de a analiza experientele lor educationale legate de Al si opiniile privind aplicatiile Al
in predarea limbilor. Rezultatele evidentiaza multiple perspective studentesti asupra Al prin
doua directii principale: unii studenti considera Al un instrument pentru traducere, explicatie
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si rezolvarea exercitiilor, in timp ce altii o vad ca pe un viitor partener de invatare, mentor si
asistent personalizat. Sunt reliefate doud perspective educationale distincte: studentii isi
imagineaza integrarea tehnologiei prin metode variate in activitatile lor de invatare si,
totodatd, 1si exprimd ingrijorarea cu privire la fiabilitatea sistemelor Al, simplificarea
excesiva si riscul de dependentd. Aceasta metoda este conceputd pentru a explora perceptiile
studentilor asupra Al in educatie si pentru a clarifica modul in care acestia ii inteleg rolul in
dezvoltarea competentelor lingvistice. Concluziile cercetarii vor contribui la dezvoltarea
unor metode educationale adaptate nevoilor si asteptarilor generatiei digitale actuale.
Cuvinte-cheie: imaginar digital, inteligentd artificiald, invatarea limbilor, perceptii
studentesti, metafore conceptuale

1. Introduction

The research examines how people interact with Al tools which help them
communicate in foreign languages. More than one hundred micro-narratives were
collected from two open-ended prompts that invited participants to share their
experiences with Al-assisted foreign language content understanding and
production, as well as to suggest improvements for current Al tools in foreign
language education and use. Spontaneous corpus data reveal how young people
perceive Al through repeated words and symbolic language. Findings are grounded
in two theoretical models that examine collective mental constructs and conceptual
metaphors to decode these representations. This article integrates Gilbert Durand's
imaginary framework with George Lakoff and Mark Johnson's theory of metaphor
in human thought (Durand, 1960 / cited edition — 2026; Lakoff & Johnson, 1980 /
cited edition — 1999). Frame metaphors that structure human experiences are
examined through Al representations functioning as translator, teacher, friend,
cognitive prosthesis, guide, and multiple other categories, while selected student
responses that demonstrate these points are included in the analysis.

The education system underwent a fast digital transformation during the last
ten years which accelerated because of the COVID-19 pandemic when it moved to
online learning. Digital technology integration in teaching and learning has created
favorable conditions for developing advanced educational resources. The student
population of today known as "digital natives" learned technology skills from an
early age and expect educational institutions to implement these resources (Prensky,
2001, p. 2). The widespread adoption of online educational platforms and
multimedia resources enabled artificial intelligence to enter educational learning
practices (OECD, 2021).

Al technologies in education create both positive and negative reactions
among people in the educational community. This technology shows promise to
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enhance education through customized learning experiences and instant feedback
and expanded knowledge access which leads to better educational efficiency. Al
implementation in education faces two major challenges according to researchers
who predict it will either replace teachers or push them to the margins while creating
new educational gaps and turning student information into commercial products
(Selwyn, 2019, pp. 21-24). The educational community continues to debate about
evaluating Al's actual educational value while developing rules to control its proper
classroom implementation (Holmes et al., 2021, p. 10).

The public discussion about Al applications in foreign language education
shows mixed opinions and raises multiple moral challenges. Users view Al-based
tools including automated translation software and conversational chatbots as
modern learning tools which enable interactive and accessible target language
practice. Users express doubts about Al system accuracy and worry that their
growing dependence on these tools will harm their ability to think critically. The use
of Al in education raises three main ethical issues which include student plagiarism
through Al text generation and data privacy concerns and algorithmic discrimination
(Baker & Smith, 2019; Kasneci et al., 2023). Some writers warn about the potential
loss of human connection in education because Al might take over essential aspects
of learning (Turkle, 2017, p. 360). The implementation of Al in language teaching
requires specific ethical standards to protect human-centered educational values
while maintaining technological progress.

2. Methodology

2.1. The data collection instrument was an online questionnaire developed
in Google Forms, structured into five sections and fully translated into Romanian
and French using the “forward—backward translation” method to ensure semantic
equivalence. The research included 334 students who studied Romanian and French
at USAMYV Cluj-Napoca during the 2024-2025 academic year across four out of six
faculties. The student distribution across years showed equal participation between
the two language tracks but first- and sixth-year students made up the largest group
at 37.25% and 14.35% respectively. Participants’ ages ranged from 18 to 29 years.
During enrollment, students reported their biological sex, revealing that females
represented 77% of the Romanian-language group and 81.5% of the French-
language group. Included in the study were students who were currently enrolled,
had consented to data processing, and completed the entire questionnaire.

Comprising 26 items in total, the survey included 23 closed questions with
predefined answer options and 3 open-ended questions, with 5-point Likert scales
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and frequency and multiple-choice options and 3 open-ended questions. The
questionnaire followed this order: Section A contained 4 items for demographic
information and digital profile assessment. Section B contained 7 items about Al
usage frequency and purposes. The following 5 items in Section C focused on Al
applications for foreign language education. The 6 items in Section D examined
participants' views about Al along with their ethical worries. The final section E
contained 4 questions about professional Al usage predictions. Three experts who
included a career development specialist and a veterinary clinician and a linguist
reviewed the questionnaire items to verify their content validity. Data collection took
place between May 14 and June 10, 2025. In the following subchapter, findings from
two open-ended questions are presented, directly related to the research goals on
how imaginary Al representations affect learning activities. Results that remain from
the questionnaire will be analyzed in upcoming research projects.
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Figure 1. Questionnaire items Q11 & Q12

2.2. The theoretical framework uses an analytical method unites imaginary
theory with conceptual metaphor theory and digital pedagogy principles to determine
optimal Al implementation strategies for foreign language education.

The theory of imaginary serves as the first interpretative framework which
scholars Gilbert Durand and Cornelius Castoriadis have developed. According to
Durand the imaginary functions as an intersubjective system which contains
symbolic images and mythical narratives that shape human experiences and cultural
expressions. According to Durand (2016, pp. 52-53) the imaginary functions as an
archetypal collective framework that shapes human understanding of reality and
their position within it. As stated by Castoriadis, the human capacity to create new
social structures and personal life systems forms the foundation of his social
imaginary concept which includes institutional practices and symbolic elements and
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value systems for defining reality. The social environment receives its meaning
through the imaginary structure which consists of institutions and laws and shared
myths and collective representations.

Students develop their understanding of Al in language education through
their mental pictures and conceptual meanings about Al technology in educational
settings. The research method enables us to examine both students' explicit
statements and their underlying symbolic frameworks which affect their worldview.
Students develop two main Al archetypes through modern technological myths
which they use to create the "savior AI" symbolizing an ideal tutor and "dangerous
AI" representing risk. Analysis of student discourse through imaginary theory
reveals hidden meanings and archetypes that would otherwise remain invisible.
Within this framework, it becomes possible to understand how students perceive Al
through their digital cultural environment. Imaginary theory also provides
researchers with a method to analyze qualitative data from interviews and student
essays, highlighting how individual perceptions connect to broader social and
cultural narratives about technology and education.

As established by Lakoff & Johnson (2003), conceptual metaphor theory
functions as our analytical framework for examining concrete student expressions of
the Al imaginary. This approach demonstrates that metaphors operate as
fundamental cognitive building blocks enabling the understanding of complex ideas.
Students use metaphors about Al in educational discussions to show their mental
models and the related mental images they possess. Lakoff & Johnson (2003, p.121)
explain that daily metaphors shape our understanding and actions, so student-
selected Al metaphors reveal their core beliefs. The following section analyzes
student responses to identify their conceptual metaphors which include their
descriptions of Al as "teacher" "learning partner" and "tool" that establish separate
conceptual frameworks about Al. The "teacher" metaphor for Al establishes an
active pedagogical agency in the imaginary but the "tool" metaphor shows an
instrumental support-based understanding of Al

Research shows that learners employ multiple analogies to describe Al,
including the 'black box' to capture system opacity and Al as an 'educational co-pilot'
rather than an 'autopilot' learning system (Luckin et al., 2016, p. 42). Applying
conceptual metaphor theory makes it possible to interpret their language and uncover
the mental organization of Al concepts. Through this method, participants gain a
deeper understanding of the learning process via metaphors while simultaneously
developing the ability to analyze their own beliefs. Metaphor analysis links spoken
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words to digital imagination, demonstrating how language shapes comprehension of
modern educational technology.

Ongoing developments in Al create ethical dilemmas and socio-cultural
obstacles, as prejudiced algorithms and opaque automated decisions affect student
digital identity and require both teachers and learners to acquire critical digital
literacy competencies (Holmes et al., 2021; Baker & Smith, 2019). The research
environment reveals student perspectives about Al through their diverse reactions
which span from doubt to enthusiasm based on their views about algorithmic justice
and their desire for customized learning experiences. Al has become a teaching and
learning partner according to the current educational perspective.

The Contemporary digital pedagogy promotes Al integration as a learning
partner, emphasizing humanistic approaches and evidence-based educational
methods (UNESCO, 2019). Perceptions of Al vary according to how its role is
understood—either as a teaching aid that enhances education or as a means of
fostering learner autonomy (Godwin-Jones, 2022). To examine these perspectives,
the research design draws on digital competence standards from the European
Commission (2018) together with Al literacy frameworks proposed by Long and
Magerko (2020), enabling analysis of both educational value and levels of digital
proficiency.

3. Findings and discussions

Students associate artificial intelligence with three fundamental action verbs
which include translation, correction, explanation and assistance. The primary
metaphor of Al exists because it functions as a “bridge” or “translator” which helps
users solve language barriers. Students apply the fundamental metaphor to explain
their Al experiences through examples such as Response #24 where they needed
project information and best German articles so Al translated selected words and
Response #29 where they used Al to translate anatomy book content. Users can
access content they previously could not reach through the connecting function of
Al which provides text translation and explanation services. The “bridge” metaphor
contains three essential elements that start with the user's current knowledge and
skills as the initial point followed by the foreign language or content as the distant
endpoint and Al as the connecting link which facilitates user access to foreign
content.

3.1. Students who use Al describe it as a “bridge/translator” because they
employ it to link different languages through text and word translation and content
explanation and paraphrasing. Users understand Al to operate as a universal
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translation system which functions continuously throughout the day. A user
demonstrated how Google Translate failed to translate a German proverb but
ChatGPT successfully translated and explained it (Response #52). The Al system
provides users with both direct translation services and advanced contextual
interpretation capabilities which surpass traditional translation software. A student
who loved French music despite being non-fluent in the language used Al tools to
translate song lyrics (Response #27). The example illustrates how Al operates as a
cultural pathway which lets users access foreign language materials they can
comprehend. Users apply the “Al the translator” metaphor to demonstrate their
understanding of this technology as a functional tool which strengthens their
language skills to handle complex communication obstacles.

3.2. Students frequently use the educational metaphor because they
understand virtual assistants to function as teaching mentors who guide them. The
Al system received a request from a student who needed essential Spanish verbs with
their corresponding conjugation rules (Response #83). The system operates as a
grammar teacher by delivering educational organization with fundamental data
through lists of required verbs and explanations about grammar rules. The system
enables students to check their schoolwork through grammar checks (Response #63).
Users establish Al as an authority source by accepting its correction and explanation
process in the same way they would with human instructors. Respondents anticipate
Al to offer both guidance and feedback because they used it to create a speech model
with connectors for their presentation (Response #43). As an educational mentor, Al
enables students to enhance their communication competencies. In its conceptual
dimension, Al raises essential questions about the capacity to deliver customized and
interactive learning through digital teaching methods. Due to their mode of
operation, Al systems cannot detect students’ emotional or motivational aspects, nor
can they adapt teaching methods in the same way as humans do. Numerous reports
describing Al as offering guidance, explaining errors, and recommending practice
exercises contribute to the image of an ideal tutor—accessible and faultless—who
supports students more effectively than traditional teachers.

3.3. A specific part of the pedagogical metaphor shows students using Al as
a dialogue partner to improve their speaking skills and pronunciation. The French-
language responses show examples of this concept through “M’entrainer a parler
avec ChatGPT... discussions ciblées” and Romanian responses demonstrate it
through “When I talk to someone foreign via messages... [Al] helps me create
grammatically correct messages” (Response #77). A student treats Al as a linguistic
coach operating as a training partner to improve spoken communication skills. One
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respondent expresses the desire to participate in actual dialogues to strengthen accent
and intonation (Response #300), which requires Al to act as a vocal conversational
partner. At present, the system offers more than information access, functioning also
as a practice partner. Authentic dialogue between users and non-human entities that
respond to user input emerges as the core of imaginary approaches. The desire for a
“live conversation” (Response #300) shows how users want to move from scripted
text-based Al to a vocal dialogic agent which can have natural speech patterns and
timing. Users want Al to deliver information while creating a linguistic learning
experience through its function as a “conversation coach” metaphor.

3.4. Among several respondents, members of the Francophone group
describe artificial intelligence as a permanent life companion accompanying them
throughout daily activities. Respondents recount supermarket shopping experiences
involving product name translation (Response #309) and humanitarian missions
facilitated by Al-assisted interaction unlocking (Response #311). Through these
accounts, the silent partner metaphor emerges, portraying Al as a mobile companion
available on their phone to provide assistance at any time during street, store, or
travel activities. Existing everywhere yet remaining unobtrusive, the digital
companion resembles a cyberpunk daemon that observes from the shadows to offer
help when needed. Students illustrate Al’s role as a daily portable tool through
supermarket and travel scenarios, even if they do not explicitly call it a 'pocket
companion.! This 'pocket companion' concept highlights a practical safety
dimension, since users retain access to translation and information assistance that
helps them prepare for unexpected situations while abroad.

3.5. Students describe Al as a tool which enhances their capabilities through
the statements “Al assists me in correcting errors while working at high speed”
(Response #138) and “I’IA me permet de débloquer ma production” (Response
#317). The technology operates similarly to medical equipment because it replaces
knowledge deficits and vocabulary shortages and fluency problems to deliver fast
and precise accurate results. The cognitive prosthesis metaphor demonstrates how
Al functions as an intellectual tool which students integrate into their mental
operations. One student demonstrates Al's ability to assist with English-to-Romanian
paraphrasing for creating longer written content (Response #36). Students, more
broadly, utilize Al to expand their writing potential. In some cases, Al is employed
as a hidden writing tool operating beneath the text surface to produce the final work,
while remaining invisible to readers. The prosthetic imaginary reveals two
significant aspects of Al use: users develop dependence on such tools because
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complex tasks require them, and students feel disabled when Al assistance is
unavailable.

3.6. Multiple students describe Al as a “ghost-writer” which operates as a
shadow text editor because it “created a speech model and indicated connectors”
(Response #43) and “it helps me rephrase sentences” (Response #102). The script-
doctor concept from film production serves as the basis for this metaphor because it
describes experts who enhance other writers' work. A system may accept unedited
content or input prompts to generate output, refining it through error correction,
added logical connections, and rewrite suggestions. Users maintain control over
content selection, while Al performs text creation tasks that ensure smooth and
coherent writing. In one case, a student employed ChatGPT to produce an
assignment requiring English vocabulary from specialized fields (Response #12),
thereby demonstrating AI’s ability to function as an expert co-author who
understands technical terms and generates appropriate written content. The students
view Al assistance as a tool for better self-expression although this practice creates
ethical concerns about plagiarism boundaries. They do not use the terms "ghost-
writer" or "speechwriter" but their described activities match these professional
roles.

3.7. The respondents describe how Al helped them during their international
travels through examples such as car rentals abroad (Response #136) and phone-
based communication with a woman while lost in the provinces (Response #458).
Al functions as an immediate guide which translates written content and enables
instant communication during unexpected situations. The new metaphor presents Al
as a mapping system which creates verbal directions for unfamiliar areas in a way
that GPS systems direct drivers through uncharted territories. The student uses
Google Translate apps throughout their daily activities to achieve communication
success during clinical exchange programs (Response #90) thus Al becomes an
essential tool for travelers. The practical aspect of this system stands out because
users need it for survival in everyday situations rather than for intentional learning,
Al functions as a personal linguistic tour guide which provides immediate assistance
during foreign language situations.

3.8. Within the imagined landscape, the economy relies on the meaning of
both present and absent metaphors. Notably, student discourse reveals no techno-
futuristic descriptions or apocalyptic fears related to rogue malevolent intelligence,
and this absence itself becomes significant. Learners view Al as a functional tool
which lacks autonomy in their current understanding of the technology. They focus
on two main issues regarding the virtual mentor system which include translation
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and information accuracy and their wish to create a more human-like interface
through voice and natural speech. The students' lack of dystopian or sci-fi elements
in their discussions indicates that educational Al has become a familiar trusted
technology according to Geraci (2010, p. 83). The educational environment has lost
its sense of technological wonder because Al operates as an ordinary tool which
students view as an everyday educational resource. The positive outlook in student
responses stems from Al being treated as an ordinary educational tool because it has
lost its magical quality.

3.9. The open-ended inquiry about Al tool enhancements produced fresh
metaphorical patterns in learner responses. The main objective expressed is to make
Al systems more human-like. Respondents want Al to develop such characteristics
through requests for 'human-like' behavior and natural Romanian voice integration.'
They envision an Al system that would eliminate the 'bridge' while making the
'mentor' appear as a human being through voice and natural speech patterns, thereby
creating a teaching dialogue experience. One participant requested Al to function as
a guide instead of providing direct answers (Response #349), a shift that would
transform the system from an authoritative teacher into a maieutic coach leading
learners to answers. The need for an Al system to verify and filter information
emerges from dissatisfaction with Al-generated hallucinations that produce false
information or fake sources (Kasneci et al., 2023). These proposed improvements
reveal how learners imagine Al evolving into a tool that blends seamlessly into
learning processes while also developing human-like qualities for authentic
communication.

Students develop four main digital concepts about educational artificial
intelligence which explain how Al operates in educational learning systems. The first
axis of instrumentality shows Al functions as both a translator and cognitive
prosthesis and script-doctor. The educational Al system operates as a cognitive
enhancement tool which helps students with vocabulary needs and enhances their
written work quality and provides instant access to access information. The
educational authority function of Al serves as a learning guide which offers
mentorship and coaching services through exercise suggestions and error correction
and oral practice facilitation. The projections show Al performs two types of
functions because it develops into a flexible educational authority. The relationality
axis shows Al operates as a companion who provides friendship and teamwork and
personal assistance. Al provides continuous support throughout daily activities
which include supermarket shopping and unexpected encounters with people from
various cultural backgrounds. The system operates as a trustworthy verifier during
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certain situations yet produces flawed predictions during other times. The tools
create trust problems for students because they want correct responses but
experience letdowns from mistakes and "hallucinations" which shows their doubts
about tool reliability and system internal workings.

Individual axes operate independently to generate multiple interconnected
metaphorical frameworks. 'Prosthesis' and 'bridge' metaphors construct a sequential
story of deficiency followed by transition to proficiency, illustrating how Al enables
users to enhance their language abilities. Formative learning unfolds through a
sequence of learner feedback that drives progress, aligning with mentor and coach
roles that highlight how individuals advance with assistance. Within their imaginary
world, learners articulate fundamental conceptual contrasts that reveal a dual
understanding between magical and mechanical aspects, self-directed and controlled
systems, and specialized versus highly specialized domains. Students believe Al
systems should perform both general and specialized tasks. The different
perspectives in conflict with each other reveal the complex nature of Al relationships
which create an ambiguous understanding that unites technological interest with
analytical thinking and shows students moving their work to Al while needing
human supervision.

Younger users have made artificial intelligence their educational tool,
employing practical metaphors such as bridges and prosthetics to describe it, which
indicates that technology is no longer perceived as something special. Tools are now
assessed according to ethical standards and the quality of interaction they provide.
Learners articulate their technological imagination through requests for personalized
features and sustainable digital practices, linking these needs to contemporary
discussions on sustainability and digital intimacy (Turkle, 2017). Trust in Al appears
pragmatic, as it is treated as a proven technology in need of improvement rather than
as a dangerous threat.

4. Limits

This research contains multiple built-in restrictions that affect its findings.
Data were collected from USAMYV Cluj-Napoca students studying Romanian and
French, yet these results cannot be generalized to all university students. Digital
perceptions of Al vary substantially depending on academic background, cultural
environment, and individual technological experience. Use of an online
questionnaire with open-ended questions enabled participants to share their thoughts
freely but limited researchers’ ability to ask follow-up questions to clarify ambiguous
answers or pursue emerging themes.
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The researchers performed subjective interpretation during analysis because
they needed to identify and group metaphors yet their approach might have missed
particular details. Future studies should use quantitative methods such as Al attitude
scales and student Al tool usage observations to validate their findings.

5. Conclusions

Open-ended questions allowed researchers to identify a unified digital
framework that students use to connect artificial intelligence with their actual
learning experiences of foreign languages. Repeated appearance of these metaphors
demonstrates that people rely on stable mental frameworks to assign different roles
to Al systems according to their individual requirements and expectations. Al
functions as a bridge between unknown and known territories through its role as a
translator which enables users to move from unfamiliar to familiar language
domains. The teacher or mentor metaphor presents Al as an educational authority
which provides explanations and correction and leads users through their language
learning process even when human teachers are absent. The pocket companion
metaphor represents Al as an invisible yet always accessible tool which accompanies
users throughout their daily activities from shopping to traveling abroad while
cognitive prosthesis describes Al as an intelligence enhancement system that
performs tasks like writing and translation and proofreading and drafting. The
learning subject experiences Al as an organic addition to their mental processes.

Student mindsets reflect technology acceptance through the complete
absence of negative Al representations such as controlling, superhuman, or invasive
systems. In educational and everyday contexts, Al now appears as a standard
component, as the initial phase of 'technological wonder' has passed. Learners
demonstrate a practical orientation toward Al while articulating specific emotional
and moral requirements for the technology to function as a human-like system—
equipped with natural Romanian speech, free from fabricated sources, and marked
by empathy and adaptability. Within the symbolic environment, an ideal Al system
is envisioned as operating invisibly for maximum efficiency while producing
human-like responses that convey empathy and contextual understanding.
Contemporary digital culture faces an essential conflict between the demand for
automated processes and the parallel requirement for human-like interaction, a
tension that constitutes a core aspect of modern digital thinking. To address this
tension, systems must deliver assistance through automation while maintaining
human involvement and emotional connection in digital interactions.
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The study found that students maintain conflicting expectations about their
learning process which include needing both self-directed learning and complete
system visibility and requiring specialized Al functions and universal capabilities
and expecting Al to deliver both impressive results and dependable outcomes. The
observed contradictions in user behavior demonstrate a developmental stage in
digital thinking because people move between trusting Al systems and being
cautious about them while experiencing both fascination and practical application
and making optimistic predictions and conducting thorough evaluations.

The research findings present essential paths which researchers and
developers of Al-assisted educational systems should investigate. Students require
training in technological literacy which combines practical competencies with skills
to assess Al tools effectively. Educational technology developers should make Al
systems more transparent and context-specific while accepting methods that
personalize learning experiences with empathy. Teachers should use these
representations to create genuine learning environments that uphold ethical
principles. The current state of human-artificial boundary management in
educational institutions becomes evident through students' imaginative abilities. The
development of future educational methods needs designers to build a teaching
approach which prevents students from dismissing technology and from accepting
absolute technological control. The method enables Al to boost teaching abilities
while students take an active role in creating educational content within an expanded
learning space.

References:

Baker, T., Smith, E. (2019). Educ-Al-tion Reimagined.: The Future of Learning with Artificial
Intelligence. Nesta.

Castoriadis, C. (1999; first edition - Seuil, 1975). L'institution imaginaire de la société.
Poche.

Durand, G. (2016; first edition - Presses Universitaires de France, 1960). Les structures
anthropologiques de l'imaginaire — 12e. Dunod.

European Commission. (2018) DigComp 2.1: The Digital Competence Framework for
Citizens. Publications Office of the European Union.

Geraci, R. M. (2010) Apocalyptic Al: Visions of Heaven in Robotics, Artificial Intelligence,
and Virtual Reality. Oxford University Press.

Godwin-Jones, R. (2022). Emerging Technologies: Al Tools in Language Learning—
Expanding Capabilities or Narrowing Options? Language Learning & Technology,
vol. 26, no. 1, 3-8.

201



TRANSVERSAL PERSPECTIVES IN EDUCATION. SKILLS FOR THE FUTURE

Holmes, W., Bialik, M., si Fadel, Ch. (2019). Artificial Intelligence in Education: Promises
and Implications for Teaching and Learning. Center for Curriculum Redesign.

Kasneci, E. et al. (2023). ChatGPT for Good? On Opportunities and Challenges of Large
Language Models for Education. Learning and Individual Differences, vol. 103,
102274.

Lakoff, G., Johnson, M. (2003; first edition - 1980) Metaphors We Live By. University of
Chicago Press.

Long, D., Magerko, B. (2020). What is Al Literacy? Competencies and Design
Considerations. In Proceedings of the 2020 CHI Conference on Human Factors in
Computing Systems, ACM.

Luckin, Rose. Machine Learning and Human Intelligence: The Future of Education for the
21st Century. UCL IOE Press, 2018.

OECD. (2021) Artificial Intelligence in Education: Challenges and Opportunities for
Sustainable Development. OECD Publishing.

Prensky, M. (2001). Digital natives, digital immigrants part 2: Do they really think
differently?. On the horizon, 9(6), 1-6.

Selwyn, N. (2019). Should Robots Replace Teachers? Al and the Future of Education. Polity
Press.

Turkle, S. (2017) Reclaiming Conversation: The Power of Talk in a Digital Age. Penguin
Books.

UNESCO. (2019). Artificial Intelligence in Education: Challenges and Opportunities for
Sustainable Development. Paris: UNESCO.

Zawacki-Richter, Olaf, et al. (2019). Systematic Review of Research on Artificial
Intelligence Applications in Higher Education — Where Are the Educators?.
International Journal of Educational Technology in Higher Education, vol. 16, no.
1, 1-27.

202



CAPITOLUL XII: THE ROLE OF SPECIALIZED
LANGUAGES IN F. SCOTT FITZGERALD'S NOVELS

Raluca GHENTULESCU, Associate professor

Technical University of Civil Engineering, Bucharest
raluca.ghentulescu@utcb.ro

Abstract: This article explores the role of various specialized languages in the literary works
of F. Scott Fitzgerald, with particular emphasis on his major novels, including This Side of
Paradise (1920), The Great Gatsby (1924) and Tender Is the Night (1934). Although this
writer is mostly appreciated for his lyrical prose, full of symbols of the Roaring Twenties,
and for his keen exploration of the Jazz Age's social dynamics, the way he combines different
jargons in his literary texts is worth an in-depth analysis. The nuanced incorporation of
terminology from diverse specialized domains, such as finances, medicine, psychology,
technology, architecture, education or philosophy, plays a major part in the narrative, as it
provides a meaningful context for the evolution of the characters. Combining the
terminological analysis with the literary one, the article examines how the elements from
specialized languages contribute to the thematic development and narrative authenticity of
each novel. The results of this analysis suggest that F. Scott Fitzgerald's strategic use of
specialized languages enhances the realism of his settings and reflects the cultural and
intellectual anxieties of the early 20" century. By bridging the characteristic elements of a
profound literary universe with the peculiarities of a thorough linguistic investigation, this
article offers a fresh insight into the stylistic complexity and socio-historical resonance of
Fitzgerald's fiction.

Keywords: terminology; various jargons; stylistic role; the saturation method

Rezumat: Articolul exploreaza rolul diverselor limbaje de specialitate in operele literare ale
lui F. Scott Fitzgerald, cu accent deosebit pe romanele sale majore, inclusiv This Side of
Paradise (1920), The Great Gatsby (1924) si Tender Is the Night (1934). Desi acest autor
este apreciat in principal pentru proza sa lirica, plina de simboluri ale anilor ,,Roaring
Twenties”, si pentru analiza patrunzatoare a dinamicii sociale din Epoca Jazzului, modul in
care el combina diferite jargoane in textele sale literare meritd o analizd aprofundata.
Integrarea nuantatd a terminologiei din diverse domenii specializate — precum finante,
medicind, psihologie, tehnologie, arhitecturd, educatie sau filosofie — joacd un rol esential
in constructia narativd, oferind un context semnificativ pentru evolutia personajelor.
Combinand analiza terminologicd cu cea literara, articolul examineazd modul in care
elementele din limbajele de specialitate contribuie la dezvoltarea tematica si la autenticitatea
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narativd a fiecdrui roman. Rezultatele acestei analize sugereaza ca utilizarea strategica a
limbajelor de specialitate de catre F. Scott Fitzgerald amplifica realismul cadrului narativ si
reflectd nelinistile culturale si intelectuale ale inceputului de secol XX. Prin imbinarea
elementelor caracteristice unui univers literar profund cu particularitatile unei investigatii
lingvistice riguroase, articolul ofera o perspectivd noud asupra complexitatii stilistice si a
rezonantei socio-istorice a fictiunii lui Fitzgerald.

Cuvinte-cheie: terminologie; jargoane diverse; rol stilistic; metoda saturatiei

1. Introduction

As one of the major American authors of the 20™ century, F. Scott Fitzgerald
is typically celebrated for his lyrical prose and vivid portrayal of the Jazz Age.
Nevertheless, there is another important component of his style, which, though
usually neglected, provides a deeper understanding of his modernity in fiction. A
closer linguistic examination of his three major novels reveals a lesser-studied
element of his craft: the extensive use of various jargons (e.g. economic, medical,
technical and philosophical), which, included in ample descriptions or as part of
metaphors, contribute to the unicity of his fiction. This article aims at showing the
different ways in which Fitzgerald incorporates specialized vocabularies into his
fiction, as a stylistic instrument that enhances characters’ credibility, historical
specificity, and thematic complexity.

If we analyse Fitzgerald’s prose starting from Holmes’ definition, according
to which style is ‘a set of measurable patterns which may be unique to an author’
(Holmes, 1994, p. 87), we shall see that the linguistic choices add diversity and depth
to some texts that would be otherwise superficial from the viewpoint of topics and
characters. The stylistic markers of the novels under analysis are linguistic elements
or features that create an entire symbolic universe, full of grandeur and vividness.

One of these stylistic markers is symbolism. Fitzgerald's prose is
characterized by the so-called saturation method, which implies mixing a diversity
of styles and forms. ‘His writing style is impressionistic, and his details evoke
sensory responses in the reader’ (Keshmiri & Mahdikhani, 2015, p. 83). What is truly
remarkable is that he manages to evoke such responses by using not only common
figurative language, but also specialized terms from different fields, which would be
otherwise considered deprived of any potential to elicit emotions in the readers.

Fitzgerald’s selective adoption of jargons reflects broader societal trends in
early 20M-century America; the rise of professionalization, mass capitalism, and
psychoanalysis all find echoes in his fiction. Rather than being literarily
inappropriate, as they may seem at first sight, Fitzgerald’s specialized languages root
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his characters in a rapidly modernizing world, where identity and value are
increasingly mediated by systems of knowledge and expertise.

2. Methodology

The study adopts a qualitative approach, combining close textual reading
with basic corpus-assisted linguistic analysis. In the order of their literary
importance, three major novels — The Great Gatsby (1925), Tender Is the Night
(1934), and This Side of Paradise (1920) — serve as primary sources. The research
identifies and categorizes specialized terms based on their domain of origin and
analyses their narrative context and function, pointing to the extent in which each
kind of jargon contributes to the success of the saturation method, characteristic for
Fitzgerald’s style.

The main fields the terms belong to are the following:

e Finances, best represented because economic terminology is essential for
describing topics like the relationship between the rich and the poor, the
Great Depression, the Prohibition and other concerns of the Roaring
Twenties;

e Medicine, mainly psychiatry, which was of great importance after the shock
of World War I and the significant changes it brought to people’s lives in the
1920s;

e Psychology, which was flourishing at that time, thanks to the significant
contributions brought to the field by Freud, Jung or Lacan;

e Technology, which was developing after World War I, with emphasis on
automobiles, modern buildings and all sorts of gadgets;

e Education and Philosophy, especially in This Side of Paradise, where the
academic jargon, reflective of the university environment and the
intellectual self-image of the protagonist, Amory Blaine, is meant to
illustrate the development of tertiary education in the inter-bellum epoch.
Besides these fields, the analysis includes the specific terminology of the

elite social register, such as terms about horse riding, fashion, interior design or
various ways to entertain the upper class, and a particular type of youth slang,
including a lot of colloquialisms that spread during the Jazz Age.

3. Specialized Language in Context

3.1. Financial Terminology

The financial and economic terminology is mainly used in The Great
Gatsby, where Fitzgerald intends to highlight the themes of wealth and social
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mobility. The most frequently used terms are ‘bonds’, ‘speculation’, ‘stocks’ and
‘stock market’, which appear both in dialogues and narrative passages, particularly
around the protagonist, Jay Gatsby, whose mysterious fortune is a central concern
for other characters and a counterpoint for Nick’s more conventional economic role.
This kind of jargon points to his capitalist success, but at the same time hints at its
moral ambiguity and instability, as shown in the example below:

“I carry on a little business on the side, a sort of sideline, you understand. And I
thought if you don’t make very much — You’re selling bonds, aren’t you, old sport?”
(Fitzgerald, 1925, p. 89).

In many of his works of fiction, Fitzgerald wants to highlight the role of
money in the American society of his time, so many critics defined him as a
materialistic writer. Money is a catalyst of power, ambition, success and even love,
which is not criticized by the author, but seen with a sympathetic eye. Even if he
seems to distrust the rich, Fitzgerald is at ease writing about them and especially
about the effects that wealth or poverty might have on shaping the character. He
considers money a significant component of the American Dream, which allows
people to fulfil their ambitions and to seize opportunities. Only those rich people
who waste these opportunities become the objects of Fitzgerald’s disappointment or
contempt. (Bruccoli, 2002). In The Great Gatsby, for example, ‘the Buchanan's
money makes them careless, hard and directionless.” (Fitzgerald, 1925, p. 10). In
Tender is the Night, ‘Dick Diver has been swallowed up like a gigolo and somehow
permitted his arsenal to be locked up in the Warren safety-deposit vaults.’
(Fitzgerald, 1934, p. 209).

As shown in the examples above, Fitzgerald believes that money is neither
good, nor bad; the only ones who can decide whether to use it for something positive
or negative are its owners. Furthermore, the example from Tender is the Night best
illustrates the idea that even highly specialized economic terms, such as ‘Warren
safety-deposit vaults’, can be included in very eloquent metaphors, thanks to the
writer’s literary genius.

Above the stylistic level of each novel, Fitzgerald uses a pervading financial
metaphor, ‘emotional bankruptcy’ (Fitzgerald, 1931, p. 1), which refers to the fixed
amount of emotional capital that people possess. When this capital is spent on
reckless emotions, it cannot be replaced, as he clearly explains in The Crack-Up:
‘like a man over-drawing at his bank, he felt a vast irresponsibility toward every
obligation, a deflation of all my values’ (Fitzgerald, 1993, pp. 77-78).

This metaphor is best illustrated in Tender is the Night, where Dick Diver
reaches emotional bankruptcy after giving too much to too many people, and
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becomes a failed small-town doctor after he was a well-appreciated psychiatrist in
Switzerland and on the French Riviera.

This financial metaphor that pervades his entire work was inspired by
Friedrich Nietzsche’s philosophy and existentialism. While praising the individual,
Fitzgerald criticizes the ‘increasingly commercial and consumer culture and rejects
the capitalistic values, identities and norms prescribed by and reinforced through the
increasingly oppressive social and political structures of American culture’
(Keshmiri & Mahdikhani, 2015, p. 79).

3.2. Medical and Psychological Vocabulary

In Tender Is the Night, which is heavily concerned with themes of mental
illness and psychiatry, Fitzgerald integrates medical language to deepen the
psychological realism of his characters. Dick Diver, a central character, is a
psychiatrist, and, consequently, terms like ‘schizophrenia’, ‘diagnosis’, ‘neurosis’
and ‘sanitarium’ are not merely referential — they actively shape the narrative
structure and character dynamics. For example, the excerpt of a medical record,
containing specialized terms from the field of psychiatry, introduces the reader to the
general atmosphere of the novel and points to the protagonists’ interaction as doctor
and patient: ‘Diagnosis: Divided Personality. Acute and down-hill phase of the
illness. The fear of men is a symptom of the illness and is not at all
constitutional... The prognosis must be reserved’ (Fitzgerald, 1934, p. 88).

Despite this accurate diagnosis, the doctor falls in love with his patient,
Nicole, but he refuses to see this as a genuine feeling, considering it a normal
instance of ‘transference’ — a very specialized term in psychology — to his colleague’s
indignation: ‘““I have nothing to do with your personal reactions”, said Dohmler. “But
I have much to do with the fact that this so-called ‘transference’ [...] must be
terminated. Miss Nicole does well indeed, but she is in no condition to survive what
she might interpret as a tragedy”.” (Fitzgerald, 1934, p. 96)

The different terms that Dick Diver uses to describe Nicole’s personality
reveal his attempt to deeply understand her and treat her accordingly. In the
beginning, he does not hesitate to call her ‘ill” or ‘schizoid’, but, as their love affair
progresses, he starts using terms from French — as if trying to dissociate himself from
her medical condition — or milder synonyms like °‘split personality’: ‘A
“schizophréne” is well named as a split personality — Nicole was alternately a person
to whom nothing need be explained and one to whom nothing could be explained’
(Fitzgerald, 1934, p.132).

Another mild term used by the doctor is ‘sanitarium’, a synonym for asylum
or mental hospital, which could also refer to any kind of medical institution for
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people who are convalescing or have a chronic illness, not necessarily for mental
disorders. In the same context, there is a slight irony against the mentality
encountered in this kind of institution, where mental illnesses are seen as nothing but
some changes of disposition: ‘Nicole told me that you took part care of her and had
a lot to do with her getting well. What I can't understand is what were supposed to
do — they were so indefinite at the sanitarium; they only told me she ought to be
natural and gay’ (Fitzgerald, 1934, p. 104).

This way of treating schizophrenia as moodiness is subjected to more intense
criticism later in the novel, when Nicole’s illness is inaccurately presented by doctors
as a form of hereditary neurosis, caused by overprotective parents: ‘There was
nothing much to be done for her — a family history of neurosis and nothing stable in
her past to build on. The father, normal and conscientious himself, had tried to protect
a nervous brood from life's troubles and had succeeded merely in preventing them
from developing powers of adjustment to life's inevitable surprises’ (Fitzgerald,
1934, p. 128).

The use of all these psychiatric terms shows that Fitzgerald was deeply
interested in the topic of psychological instability — an issue he dealt with in his daily
life, since his wife, Zelda, was suffering from a mental illness, diagnosed as
schizophrenia in the 1930s, but later considered by the specialists a typical case of
bipolar disorder. Given the impact that his wife’s condition had on his life, we can
also understand why, in this novel in particular, Fitzgerald approaches the topic of
fragile identity, of subtle changes in one’s behaviour that could lead to dramatic
effects on oneself and on the closest ones.

3.3. Technical Language

Together with the economic and medical terminology, the technical
language in Fitzgerald’s novels is well represented and performs multiple
functions: in characterization, as it points to the characters’ level of education,
profession, and class, in reinforcing the main topics of his fiction, such as
modernity, disillusionment, and the American Dream, and in providing a stylistic
contrast, by juxtaposing lyrical passages with precise, often cold, specialized
language, thus highlighting the two opposite directions of the text, the emotional
and the intellectual one.

An example meant to show this ability to combine lyricism and
intellectualism is the evocative symbols of the green light at the end of Daisy's dock,
in The Great Gatsby. Although it is described as a mere light on a dock, it symbolizes
both Gatsby's dream of reuniting with Daisy, the love of his life, and the American
Dream, which seems to be easy to grasp, but, in fact, could be elusive. The two
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quotations below, one from the beginning of the novel and the other one from the
end, clearly show the contrast between the simple description of the green light and
its deep symbolism: ‘Involuntarily I glanced seaward — and distinguished nothing
except a single green light, minute and far away, that might have been the end of a
dock’ (Fitzgerald, 1925, p. 24). ‘Gatsby believed in the green light, the orgastic future
that year by year recedes before us. It eluded us then, but that’s no matter — tomorrow
we will run faster, stretch out our arms farther...’ (Fitzgerald, 1925, p. 193).

Another powerful symbol in The Great Gatsby is the protagonist’s
automobile, which is both a material object — a very expensive one, as a wealth and
status marker — and the representation of all his ideals of power, love and admiration,
which are finally destroyed, just like Myrtle’s life, which the car, driven by Daisy,
carelessly crushes.

The detailed description of the automobile, with a lot of specialized terms
and eloquent epithets — ‘adjectives which communicate a sense not only of opulence,
but of combined brittleness and softness, almost of decay’ (Cooperman, 1986, p. 35)
— gives credit to Cooperman’s interpretation, according to which the car is ‘far more
than a material object; it is a sign of the pathetic mystique which serves Gatsby — the
representative of the American dream — as he worships a kind of ultimate value that
far transcends any material object at all’ (Cooperman, 1996, p. 34). The car is a
symbol of Gatsby’s triumph over poverty and social prejudices, as well as a mark of
his flamboyant personality, meant to match the epoch he lives in, the Roaring
Twenties:

‘It was a rich cream color, bright with nickel, swollen here and there in its
monstrous length with triumphant hatboxes and supper-boxes and toolboxes, and
terraced with a labyrinth of windshields that mirrored a dozen suns. Sitting down
behind many layers of glass in a sort of green leather conservatory we started to
town’ (Fitzgerald, 1925, p. 85).

Since in the 1920s automobiles were constantly improved with new gadgets,
Fitzgerald grasps the symbolistic potential of this kind of possession and takes full
literary advantage of it. He carefully selects details of description to convey through
each automobile the character and vision of its owner (Liu, 2010). For example,
Gatsby's car is given by Nick Caraway the ample description in the quote above but
simply defined by Tom Buchanan as a ‘circus wagon’ (Fitzgerald, 1925, p. 22).

Jay Gatsby’s and Tom Buchanan’s mansions are depicted in opposition to
one another, with the purpose of characterizing their owners as antagonists. Gatsby’s
mansion is described as a ‘a colossal affair by any standard — it was a factual
imitation of some Hoétel de Ville in Normandy, with a tower on one side, spanking
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new under a thin beard of raw ivy, and a marble swimming pool and more than forty
acres of lawn and garden.’ (Fitzgerald, 1925, p. 7).

On the other hand, the Buchanan mansion is presented by Nick Carraway as
‘even more elaborate than I expected, a cheerful red and white Georgian Colonial
mansion overlooking the bay. [...] The front was broken by a line of French
windows, glowing now with reflected gold, and wide open to the warm windy
afternoon, and Tom Buchanan in riding clothes was standing with his legs apart on
the front porch’ (Fitzgerald, 1925, p. 9).

The terms from the field of architecture, used in these descriptions, are meant
to place the two mansions and, implicitly, their owners in contrast, since Tom’s house
is a genuine white Georgian Colonial mansion, whereas Gatsby’s residence is
nothing but a factual imitation, like Gatsby himself, who is an impostor, not a true
aristocrat.

Even if they do not belong to the technical field stricto sensu, the terms used
in the description of Nicole Diver's shopping trip in Tender Is the Night pertain to
different specialized jargons, such as the ones of interior design, fashion or
economics. Critics referred to this complex enumeration of objects, to this detailed
description, as a typical illustration of the saturation method, which combines styles
and forms and contains a severe critique against the rich people like Nicole, who buy
all sorts of useless things just for the sake of feeling powerful, to the detriment of the
workers or the farmers who toil in factories or on the fields for producing these
goods, of poor people who must satisfy all the whims of a wealthy woman like her:
‘She bought colored beads, folding beach cushions, artificial flowers, honey, a guest
bed, bags, scarfs, love birds, miniatures for a doll's house and three yards of some
new cloth the color of prawns. She bought a dozen bathing suits, a rubber alligator,
a travelling chess set of gold and ivory, big linen handkerchiefs for Abe, two chamois
leather jackets of kingfisher blue and burning bush from Hermes. [...] Nicole was
the product of much ingenuity and toil. For her sake trains began their run at Chicago
and traversed the round belly of the continent to California; chicle factories fumed
and link belts grew link by link in factories; men mixed toothpaste in vats and drew
mouthwash out of copper hogsheads; girls canned tomatoes quickly in August or
worked rudely at the Five-and-Tens on Christmas Eve; half-breed Indians toiled on
Brazilian coffee plantations and dreamers were muscled out of patent rights in new
tractors (Fitzgerald, 1934, p. 37).

All the quotes from Fitzgerald's novels in this article show that symbolism
is mainly rendered by means of the interplay between poetic words and specialized
terms, which create symbolic patterns up to saturation and turn ordinary technical
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terms, such as the ones referring to cars, houses or fashion, into powerful images of
the American society during the Jazz Age.

3.4. Educational and philosophical jargon

This kind of jargon is mostly encountered in This Side of Paradise (1920),
often read as a portrait of the ‘lost generation’ made up of restless young people
searching for identity amid the intellectual, cultural, and moral uncertainties of the
early 20™ century. Though considered a mere autobiographical work, based on the
author’s life at Princeton, this debut novel reflects the entire academic environment
and the broader intellectual climate of the time.

The protagonist, Amory Blaine, identifies himself with his prestigious
academic education and the philosophical ideas he encounters and expresses. His
language is full of terms related to higher education, such as ‘examination’,
‘scholastic’, ‘electives’, ‘tutors’, ‘education’, ‘professor’, ‘subject’ or ‘syllabus’.
These terms not only situate Amory in the specific institutional setting of Princeton,
but also highlight the social prestige attached to the education provided by the elite
American universities of the early 1900s.

In this highly intellectual environment, Amory’s conversations with peers
and mentors are often infused with terms from the jargon of philosophy, such as
‘idealism’, ‘immortality’ or ‘logical necessity’, or with proper names of famous
philosophers like Kant, Nietzsche or Marx. This usually pretentious language
functions less as a demonstration of mastery and more as an attempt at self-
definition, since Amory is trying to find his identity, at the border between academic
education and social ambition. The terms connected with his academic achievements
and philosophical inclinations signal not only his intellectual growth, but also his
gain in social capital, thus marking his belonging to a privileged circle.

The philosophical terminology employed in the novel is rather elusive; it
often obscures the concepts more than it clarifies them, thus mirroring the characters’
confusion, specific for the post-war era, and their struggle to reconcile great ideas
with disappointing experiences. Fitzgerald uses this jargon as a stylistic device that
lends authenticity to the voices of students and would-be thinkers. The specialized
language anchors the novel in its university setting, while also exposing the fragility
of the intellectual posturing it represents and capturing the spirit of a generation that
tries — and often fails — to translate abstract ideals into authentic life experience.

4. Conclusion
Though rarely analysed as the focus of Fitzgerald’s literary mastery, the

specialized languages used in his novels play a crucial role. On the one hand, they
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provide authenticity to his characters’ professions and social status; on the other
hand, they emphasize specific thematic directions, such as the American Dream, the
disillusionment of the ‘lost generation’, the relationship between the rich and the
poor or the role of elite education in the intellectual climate of the era.

The financial terminology in particular frames the characters’ ambitions,
excesses, and failures, reflecting the social transformations of the 1920s and the ways
in which wealth and status were conceptualized. By integrating economic terms into
the narrative texture of his prose, Fitzgerald places his protagonists within the
structures of capitalism and, at the same time, criticizes the transient and illusory
character of richness.

Equally significant for the symbolism of Fitzgerald’s fiction is the use of
medical terminology, which lends precision and depth to his exploration of
psychological breakdowns, mental frailty and psychiatric evaluation. In Tender Is
the Night, for example, the medical jargon is employed with the view to underscoring
the tension between personal identity and professional authority, in a world in which
sanity itself is questioned by various traumatic experiences.

Technical language, predominantly used with a symbolic value in The Great
Gatsby, mirrors the modernist fascination with progress and technologization.
Detailed descriptions like the ones contained in the book, full of technical terms
placed in lyrical contexts, expand the novel’s semantic fields and reveal Fitzgerald’s
ability to create unexpected metaphors centred on mundane words.

Finally, the philosophical lexicon used in 7his Side of Paradise raises larger
existential questions about morality and the nature of truth. His selective use of
philosophical vocabulary allows him to elevate intimate conflicts into universal
dilemmas, thereby situating individual fates within broader intellectual traditions.

Taken together, the economic, medical, technical, and philosophical jargons
demonstrate Fitzgerald’s mastery in weaving specialized languages into his literary
fabric, enhancing both thematic richness and stylistic variety. This lexical hybridity
is so interesting that I can only hope that future studies will expand on this foundation
by applying quantitative methods to the terminological analysis or by comparing
Fitzgerald’s linguistic approach to some of his contemporaries, such as Hemingway
or Dos Passos.
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Abstract: This study addresses the heterogeneity of English for Specific Purposes (ESP)
skill development among technology students by empirically identifying distinct learner
profiles. While the need for ESP is well-established, students adopt varied strategies, leading
to non-uniform skill sets that challenge standardized pedagogical approaches. Using a
quantitative methodology, this research analyzed the reading, writing, listening, and speaking
skill scores of 174 Albanian informatics undergraduates. A two-step cluster analysis,
employing Ward’s hierarchical method followed by K-means refinement, was conducted to
segment students into meaningful groups. The analysis revealed four statistically significant
and interpretable clusters: a large cohort of “High Achievers” (n=88), a substantial group of
“Average Achievers” (n=60), a smaller group of “Low Achievers” (n=22), and a distinct
outlier group of “Extreme Low Achievers” (n=4). These empirically derived profiles provide
a robust framework for pedagogical intervention. The findings challenge a one-size-fits-all
curriculum, offering an evidence-based foundation for designing differentiated instruction
and tailored support systems to better meet the diverse ESP needs of informatics students.
Keywords: learner heterogeneity, differentiated instruction, needs analysis, learner
segmentation, educational data mining

Rezumat: Acest studiu abordeaza eterogenitatea dezvoltarii competentelor de tip English for
Specific Purposes (ESP — engleza pentru scopuri specifice) in randul studentilor din domeniul
tehnologic, prin identificarea empirica a unor profiluri distincte de cursanti. Desi necesitatea
ESP este bine stabilitd, studentii adopta strategii de invatare diferite, ceea ce conduce la seturi
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de competente neuniforme, care pun in dificultate aplicarea unor abordari pedagogice
standardizate. Folosind o metodologie cantitativa, cercetarea a analizat scorurile obtinute la
competentele de citire, scriere, ascultare si vorbire ale 174 de studenti albanezi de la
specializarea informatica. A fost realizata o analiza de tip two-step cluster, utilizand metoda
ierarhicdi Ward, urmata de rafinarea K-means, pentru a segmenta studentii in grupuri
relevante. Analiza a evidentiat patru clustere statistic semnificative si usor de interpretat: un
grup numeros de ,,performeri de nivel inalt” (High Achievers, n=88), un grup substantial de
»performeri de nivel mediu” (4verage Achievers, n=60), un grup mai mic de ,,performeri de
nivel scazut” (Low Achievers, n=22) si un grup distinct de ,,performeri de nivel extrem de
scazut” (Extreme Low Achievers, n=4). Aceste profiluri obtinute empiric ofera un cadru solid
pentru interventii pedagogice. Constatarile studiului contestd validitatea unui curriculum de
tip ,,unic pentru toti”, oferind o baza fundamentatd empiric pentru conceperea unor metode
de instruire diferentiata si a unor sisteme de sprijin adaptate diversitatii nevoilor ESP ale
studentilor de la informatica.

Cuvinte-cheie: eterogenitatea cursantilor, instruire diferentiatd, analiza a nevoilor,
segmentarea cursantilor, analiza datelor educationale

1. Introduction

In an era defined by globalization and technological advancement, English
has solidified its status as the lingua franca of science, technology, and international
commerce. For students in technical disciplines like informatics, proficiency in
English is not merely an academic asset but a professional necessity essential for
accessing research, understanding technical documentation, and competing in a
globalized job market (Irshad & Anwar, 2018; Andas et al., 2021). This high-stakes
context underscores the critical importance of effective English for Specific
Purposes (ESP) instruction, which aims to equip learners with the precise language
skills required for their specialized fields (Hutchinson & Waters, 1987).

However, a persistent obstacle complicates the implementation of ESP
pedagogy: learner heterogeneity. University classrooms are composed of individuals
with widely divergent proficiencies and skill needs, rendering a conventional, one-
size-fits-all curriculum fundamentally ill-equipped to address this diversity
(Tomlinson, 2001). Such an approach risks disengaging both advanced and
struggling learners, leading to demotivation and a collective failure to develop the
nuanced communicative competencies required for professional success (Kizilcec et
al., 2013).

While the foundational principle of ESP is to counteract this problem
through rigorous needs analysis, the traditional models proposed by Hutchinson and
Waters (1987) and Dudley-Evans and St. John (1998) have a notable limitation.
These frameworks investigate learner “necessities,” “lacks,” and “wants,” but their
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reliance on the subjective component of learner “wants” can be problematic, as
student perceptions often fail to align with their objective, holistic skill requirements
(Anthony, 1997; Iswati & Triastuti, 2021).

This potential discrepancy points to a critical research gap and necessitates
a more empirical approach. To address this, the current study employs cluster
analysis, a powerful educational data mining technique, to move beyond assumption-
based grouping and uncover the underlying structure of learner needs (Antonenko et
al., 2012). By applying a two-stage clustering method to a cohort of 174 Albanian
informatics undergraduates, this research aims to identify distinct, empirically
grounded ESP skill profiles, guided by the following research question:

RQ: What distinct, transversal ESP skill-use profiles emerge when Ward's
hierarchical clustering is applied to reading, writing, listening, and speaking needs
among Albanian informatics undergraduates?

By answering this question, this paper seeks to provide a validated, nuanced
understanding of learner diversity that can serve as an evidence-based foundation for
designing the differentiated instruction essential for meaningful learning
(Tomlinson, 2001).

2. Literature review

2.1. The dual demands of English for technology students

English proficiency in technology-related fields presents a twofold
challenge, spanning both academic and professional contexts. Academically,
students depend on English to access a global body of knowledge, as the majority of
scientific literature, technical documentation, and online learning resources are
published in the language (Irshad & Anwar, 2018; Sari et al., 2019). Needs analyses
consistently identify reading and listening as crucial for understanding course
materials and lectures among informatics students (Tangkelangi et al., 2021).
However, academic success also hinges on productive skills like writing assignments
and delivering presentations, areas which are frequently cited as significant
deficiencies (Irshad & Anwar, 2018).

Professionally, these demands shift and intensify. The modern technology
workplace is defined by multidisciplinary collaboration and global teams,
compelling employers to prioritize communication and other "soft skills" over purely
technical abilities (Patacsil, 2017; Dore & Willis, 2024). This creates a distinct “skills
gap,” where the formal writing styles emphasized in academia fail to prepare
graduates for the practical, collaborative communication required by industry. The
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discrepancy underscores the need for ESP programs to address the real-world
communicative competencies that determine professional success.

2.2. Learner Heterogeneity and Skill Profiling in ESP

Traditional ESP frameworks have long used needs analysis to tailor
instruction by identifying student "necessities," "lacks," and "wants" (Hutchinson &
Waters, 1987; Dudley-Evans & St. John, 1998). This process investigates what the
target situation requires (necessities), the gap between current and target proficiency
(lacks), and what learners themselves wish to learn (wants).

While influential, this model's reliance on subjective “wants” can be
problematic, as learner perceptions often fail to align with objective needs (von Eye
& Bogat, 2006). Educational data mining offers a powerful alternative through
cluster analysis, a statistical technique for identifying naturally occurring subgroups
within a heterogeneous population (Shavelson, 1979). This person-oriented
approach allows researchers to move beyond broad generalizations and create data-
driven "learner profiles" based on authentic performance patterns (Kizilcec et al.,
2013). Methodologically, this is often achieved via a two-step process combining a
hierarchical method (like Ward's) to explore the data with a partitioning method (like
K-means) to refine the solution (Antonenko et al., 2012). Applying such techniques
makes it possible to identify distinct, empirically-grounded skill profiles, providing
a more robust foundation for curriculum design than subjective surveys alone.

2.3. Pedagogical Responses to Learner Diversity

The inadequacy of 'one-size-fits-all' curricula for meeting diverse student
needs is well-documented (Tomlinson, 2001; Iswati & Triastuti, 2021), as such
approaches often disengage both high-achieving and struggling students (Kizilcec et
al., 2013). The primary pedagogical response to this challenge is differentiated
instruction, a framework for modifying curriculum, teaching methods, and
assessments based on learner readiness and learning profiles (Tomlinson, 2001).

In the context of ESP for technology students, Project-Based Learning (PBL)
emerges as a particularly effective application of this philosophy (Zaitseva et al.,
2023). PBL enables students to work on authentic projects that require integrating
multiple language skills—from reading technical specifications to presenting
solutions—and naturally accommodates different learner strengths. By first
identifying distinct learner profiles, as this study does, instructors can more
strategically design projects and form teams to ensure all students are appropriately
challenged and supported.

217



TRANSVERSAL PERSPECTIVES IN EDUCATION. SKILLS FOR THE FUTURE

2.4. The Transversal Nature of Communication Skills

Finally, it is crucial to frame English communication not merely as a subject-
specific requirement but as a transversal competency essential for 21st-century
professionals (Fullan & Scott, 2014). The literature on the future of work
consistently emphasizes the growing importance of skills like communication,
collaboration, and critical thinking as automation handles more routine technical
tasks (World Economic Forum, 2018). Employers, particularly in technology,
confirm that these skills are critical for long-term career advancement (Dore &
Willis, 2024). Therefore, an ESP curriculum that cultivates these transversal skills
provides value far beyond the immediate academic context. This perspective
reinforces the argument that an empirical understanding of students' communication
profiles is a vital first step in designing education that is truly responsive to both
present needs and future demands.

3. Methodology

To identify transversal ESP skill profiles, a quantitative, cross-sectional
study was conducted with undergraduate informatics students (n=174) based in
Tirana. Data were collected using an online survey, a method well-suited for
gathering information from a large population in a timely manner (Oppenheim,
2000; Fraenkel et al., 2012). The survey included sections to gauge students'
perceived needs across the four primary ESP skills—Reading, Writing, Speaking,
and Listening and General English—with items rated on a 5-point Likert scale (1 =
"Not important at all" to 5 = "Extremely important). The collected data were
managed and analyzed using R statistical software.

The analysis began with data preparation, where mean scores for each of the
four ESP subscales were calculated per participant and then standardized into z-
scores to ensure each skill contributed equally to the clustering algorithm. Prior to
the main analysis, the internal consistency of the subscales was confirmed using
Cronbach’s Alpha and McDonald's Omega. Both measures yielded reliability
coefficients well above the standard .70 threshold, affirming the instrument's
robustness (Hair et al., 2010).

To identify learner profiles, a two-step cluster analysis was subsequently
performed, an approach well-suited for empirical segmentation in educational
research (Antonenko et al., 2012). First, Ward’s hierarchical clustering method with
squared Euclidean distance was used to explore the data structure and determine the
optimal number of clusters (Kaufman & Rousseeuw, 1990). This exploratory step,
supported by an examination of the dendrogram and elbow plot, identified a four-
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cluster solution as the most meaningful representation of the data's variance. The
visual results of this exploratory step, including a dendrogram and elbow plot, are
presented in the Results section.

Second, a non-hierarchical K-Means clustering algorithm was applied to
finalize and stabilize the group memberships, assigning each student to one of the
four profiles (MacQueen, 1967). This two-step combination leverages the
exploratory strengths of hierarchical methods with the partitioning stability of K-
Means, a technique widely used for creating learner profiles (Antonenko et al.,
2012).

Finally, the resulting four-cluster solution was rigorously validated. Internal
validity was established through a Multivariate Analysis of Variance (MANOVA),
which confirmed the clusters were statistically distinct (p <.001), and an analysis of
silhouette widths, which assessed cluster cohesion and separation (Rousseeuw,
1987). External validity was then examined using Chi-square tests of independence
to assess the relationship between cluster membership and external variables (faculty
and self-reported proficiency).

4. Results

4.1. Preliminary Data Analysis & Reliability

Prior to the main analysis, the internal consistency of the measurement
instrument was confirmed. The four ESP skill subscales—Reading, Writing,
Listening, and Speaking—were assessed using both Cronbach’s Alpha and
McDonald's Omega to ensure the data were reliable for the subsequent clustering
procedure. As detailed in Table 1, all calculated coefficients for each subscale
exceeded the standard acceptability threshold of .70, indicating a strong and
consistent measurement of each construct.

Table 1. Reliability Statistics for ESP Skill Subscales

Skill Cronbach’s a OmegaT
General English 0.87 0.871
ESP Writing 0.749 0.759
ESP Listening 0.806 0.819
ESP Reading 0.759 0.759
ESP Speaking 0.763 0.771

The above table presents reliability coefficients (Alpha and OmegaT) for
different language skills: General English, ESP Writing, ESP Listening, ESP
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Reading, and ESP Speaking. The values indicate the internal consistency of
assessments for each skill. General skill has the highest reliability (Alpha = 0.870,
OmegaT = 0.871), while Writing has the lowest (Alpha = 0.749, OmegaT = 0.759).
All coefficients are above 0.74, suggesting acceptable to good reliability for the skill
assessments.

4.2. Determining the Optimal Number of Clusters

The exploratory phase of the analysis used Ward’s hierarchical clustering to
identify the most appropriate number of clusters inherent in the dataset. The resulting
dendrogram (Figure 1) and elbow plot (Figure 2) were the primary diagnostic tools
used for this purpose.

Hierarchical Dendrogram (Ward)

Height

Figure 1. Hierarchical Dendrogram Using Ward's Method.

The dendrogram displays the results of hierarchical clustering using Ward’s
method to group students by their ESP skill patterns. Each leaf at the bottom
represents an individual student, and branches show how students are merged into
clusters based on similarity. Students within the same cluster have similar ESP skill
profiles, while those in different clusters have more distinct skill patterns.
Complementing this visual evidence, the elbow plot (Figure 2) reinforced the
selection of a four-cluster solution, serving as a key diagnostic tool to determine the
most meaningful grouping.
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Elbow Plot for Ward Clustering
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Figure 2. Elbow Plot for Determining Optimal Number of Clusters.

An inspection of the elbow plot reveals that the sharpest "bend" which is the
point of diminishing returns where adding more clusters explains substantially less
variance, occurs at a four-cluster solution. The elbow plot shows how the total
within-cluster sum of squares drops as we raise the number of Ward clusters kk; the
curve bends sharply at k=4k=4, where the error falls steeply up to that point and
flattens afterward, indicating that four clusters capture most of the meaningful
variation in students’ ESP-skill patterns while additional clusters add little benefit.
This choice was driven by the primary research goal of achieving a more granular
and pedagogically meaningful segmentation of the student profiles, which the four-
cluster model provided more effectively.

4.3. Learner Profile Characteristics

Following the exploratory phase, a K-Means clustering algorithm was
applied to derive the final four-cluster solution, assigning each of the 174 students
to a specific profile. Based on the mean scores for each ESP skill, the clusters were
assigned descriptive names reflecting their distinct characteristics, as detailed in
Table 2.
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Table 2. Mean ESP SKkill Scores for Each Learner Profile Cluster

Cluster = N | General = Writing Listening Reading = Speaking = Avg. Silhouette

1 88 4.83 4.65 4.7 4.83 4.78 0.459
2 60 4.03 4.26 4.13 4.02 4.14 0.239
3 22 33 3.6 33 3.52 3.47 0.12
4 4 1.5 2.75 1.5 1.5 1.33 0.238

Based on the mean standardized scores for each ESP skill, the four clusters
were assigned descriptive names that reflect their distinct holistic profiles. The "High
Achievers" (Cluster 1) represent the largest cohort, demonstrating well-above-
average scores across all four skills. The "Average Achievers" (Cluster 2) form the
second-largest group, with performance levels close to the overall sample mean. The
"Low Achievers" (Cluster 3) constitute a smaller group with skill levels consistently
below the average, while the "Extreme Low Achievers" (Cluster 4) represent a small
but distinct outlier group with exceptionally low scores.

The internal cohesion and separation of these profiles were then validated
the overall average silhouette score for the four clusters is 0.335, with Cluster 1
having the highest cohesion and separation (0.459), while Clusters 4, 3, and 2 have
lower silhouette values (0.120, 0.239, and 0.238), indicating that Cluster 1 is the
most well-defined group. The silhouette summary tells us how cleanly each of the
four clusters separates from the others. Overall cohesion is moderate at an average
width of 0.335, but the clusters are not equally strong. This clear separation is
visually represented in the scatter plot in Figure 3.

K-means (k = 4) — first two principal compeonents

Cluster
1

PC2

a
a

50

P

Figure 3. Scatter Plot of Final K-Means Clusters.
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The PC1-PC2 scatter plot shows four clearly separated K-means groups: a
large main group (purple, 88 students) in the center, a big second group (green, 60)
mainly shifted along PC2, a smaller group (red, 22) far to the left on PC1, and a tiny
outlier group (blue, 4) far to the right. The clear color clusters show that the k=4
solution divides students’ ESP-skill patterns well.

4.4. Statistical Validation of the Cluster Solution

Once the four learner profiles were established, the solution's statistical
validity was rigorously assessed through both internal and external measures. First,
to confirm the clusters were statistically distinct and represented genuine variations
in skill sets, a one-way Multivariate Analysis of Variance (MANOVA) was
performed. The results, shown in Table 3, indicate a highly significant overall effect,
leading to firm differences between the clusters. The multivariate null is
emphatically rejected: the five ESP-skill vectors differ across the four clusters. These
statistics confirm that the k = 4 solution captures real, statistically significant
differences in learner proficiency, even if some clusters overlap moderately.

Table 3. Multivariate Analysis of Variance (MANOVA) for Skill Scores by Cluster

Source Wilk's A Approx. F num df den df P

Cluster 0.09 42.66 15 458.65 <.001

To perform external validation, the relationship between the empirically
derived learner profiles and students' self-reported English proficiency was first
examined visually. The cross-tabulation presented in Table 4 reveals a notable
disconnect between these two measures. A visual inspection shows no clear linear
pattern; students from all self-reported proficiency levels are distributed across the
various skill profiles, with a particularly wide dispersion among those who identify
as B1 and B2.

Table 4. Contingency Table of Cluster Membership by Self-Reported English Proficiency

Cluster Profile A2 BI1 B2 C1

1. High Achievers 3 17 52 16
2. Average Achievers 4 15 29 12

3. Low Achievers 0 3 15 4

4. Extreme Low Achievers 0 0 3 1
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This scattering suggests that the data-driven clusters capture a different
dimension of student ability than self-perception does. To formally assess this
observation, Chi-square tests of association were conducted. As summarized in Table
5, the results confirm the visual inspection of the proficiency data, revealing a very
weak, non-significant relationship between the learner profiles and their self-
reported proficiency levels.

Table 5. Chi-Square Test of Association Between Cluster Membership and External Variables

Variable x2 Value df p-value Cramer's V
Faculty 6.94 3 0.081 0.19
English Proficiency Level 4.6 6 0.596 0.1

Faculty shows a small, borderline association with cluster membership (V =
0.19, p = 0.08) while English-proficiency level shows a very weak, non-significant
relationship (V = 0.10). These findings provide strong evidence that the empirically
derived skill profiles are largely independent of these external factors, representing
authentic skill-based patterns.

5. Discussion

5.1. Data-Driven Profiles vs. Learner Self-Perception

This study’s primary contribution is the empirical validation that learner
heterogeneity is not random but structured into distinct profiles. The analysis
revealed four holistic skill profiles, showing that students generally exhibit
consistent competence across all four language domains rather than isolated
strengths.

The most consequential finding, however, is the statistically non-significant
relationship between these empirically-derived profiles and the students' self-
reported proficiency levels. This clear discrepancy suggests that learner self-
perception is an unreliable diagnostic tool for actual skill sets. Consequently,
curricula designed primarily around the subjective “wants” component of traditional
needs analysis (Hutchinson & Waters, 1987) may be built on an unstable foundation.
The findings therefore make a compelling case for supplementing or replacing
subjective evaluations with objective, data-driven methods like cluster analysis to
gain a more accurate and actionable understanding of student needs.

224



TRANSVERSAL PERSPECTIVES IN EDUCATION. SKILLS FOR THE FUTURE

5.2. Pedagogical Implications

The findings present a clear imperative for moving beyond a one-size-fits-
all curriculum, which is demonstrably ill-suited for the diverse student profiles
identified. The empirically-grounded clusters enable educators to apply
differentiated instruction with far greater precision. For instance, the “High
Achievers” can be challenged with complex, integrated projects that foster
autonomy, while the “Low” and “Extreme Low Achievers” require targeted,
foundational support across all four skill domains to ensure they are not left behind.

Ultimately, this research advocates for a methodological shift. By leveraging
data-informed learner segmentation, ESP programs can design more efficient,
responsive, and effective instruction that is tailored to the authentic, holistic needs
of students rather than their potentially unreliable self-perceptions.

5.3. Limitations and Future Directions

While this study provides valuable insights, its limitations invite important
avenues for future research. The findings are specific to a single cohort of Albanian
informatics students, and since the analysis is based on self-reported data, replication
with diverse populations and objective performance metrics is necessary to establish
generalizability. Furthermore, the small size of the "Extreme Low Achievers" cluster
warrants caution in interpretation, though its identification is critical for highlighting
a vulnerable group requiring urgent pedagogical intervention.

These limitations present clear directions for future work. Cross-institutional
or international comparative studies could test the stability of these profiles across
different educational contexts. Longitudinal studies are also needed to track how
these profiles evolve in response to tailored pedagogical strategies. Such research
would not only validate the findings of this study but also contribute to a more
dynamic and evidence-based understanding of ESP development in technology
fields.
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SOURIRE LES TRADUCTEURS
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Abstract: Humor is a vital element of our society. It helps us relax; it helps us break the ice
during a speech. Humor is a polyvalent actor. In this article, we will approach the subject of
humor in the work of translators. Humor is one of the biggest challenges that translators face,
and translating it is not so simple. We will identify all the challenges posed by the translation
of humor, such as translating play on words, puns, and cultural references. We will discuss
the strategies we can adopt to meet these challenges, and we will provide concrete solutions.
We will also look at the importance of cultural and social context and the target audience in
achieving an accurate translation. We will also talk about the essential elements we need to
consider when translating humor, such as sentence structure, flow, tone, nuance, and
pronunciation. We will highlight the role of each element in achieving a translation that does
not lose the amusing component of the translated content. We will also tackle the challenges
involved in translating a joke accompanied by a visual image that must itself be modified.
We will exemplify the translation of humor in several situations. We will give famous
examples of correct and less successful translations, but we will also exemplify how we
ourselves have translated some challenging situations. This article aims to highlight the
importance of research and cultural and social knowledge when translating humor. Our work
also offers perspectives on how to combat the challenges posed by this type of translation.
Keywords: cultural and social context; nuance; play on words; jokes; humor

Rezumat: Umorul este un element esential al societatii noastre. El ne ajuta sa ne relaxam si
sa spargem gheata in timpul unui discurs. Umorul este un actor polivalent. In acest articol
vom aborda tema umorului in activitatea traducatorilor. Umorul reprezintd una dintre cele
mai mari provocari cu care se confrunta traducatorii, iar traducerea lui nu este deloc simpla.
Vom identifica toate dificultatile ridicate de traducerea umorului, precum redarea jocurilor
de cuvinte, a calambururilor si a referintelor culturale. Vom discuta strategiile pe care le
putem adopta pentru a face fata acestor provocari si vom oferi solutii concrete. De asemenea,
vom analiza importanta contextului cultural si social, precum si a publicului-tinta, in
realizarea unei traduceri corecte. Vom aborda si elementele esentiale de care trebuie s tinem
cont in traducerea umorului, precum structura frazei, fluenta, tonul, nuanta si pronuntia. Vom
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evidentia rolul fiecarui element in obtinerea unei traduceri care nu pierde componenta comica
a continutului original. Vom trata si provocarile implicate In traducerea unei glume insotite
de o imagine vizuala, care la randul ei trebuie modificatdi. Vom exemplifica traducerea
umorului In mai multe situatii, oferind exemple celebre de traduceri reusite si mai putin
reusite, dar si cazuri concrete din propria noastra experientd. Scopul acestui articol este de a
evidentia importanta cercetarii i a cunoasterii contextului cultural si social in procesul de
traducere a umorului. Lucrarea oferd, de asemenea, perspective asupra modului de a depasi
provocarile specifice acestui tip de traducere.

Cuvinte-cheie: context cultural si social; nuanta; jocuri de cuvinte; glume; umor

1. Introduction

L’humour est une composante essentielle de notre société, mais méme si on
peut s’amuser grace a I’humour, il peut quand méme faire les traducteurs pleurer.
Bien sfir, nous avons commencé notre article par une blague.

Selon (Mabrunot, 2023), la traduction de I’humour est parmi les travaux les
plus difficiles dans le domaine de la traduction, a cause de la sensibilité culturelle de
chaque public cible. L’humour signifie plus que des mots, il est li¢ a la culture, a la
société, au public (Motaword, 2024).

« Ce qui peut provoquer un éclat de rire dans une culture peut étre
complétement incompréhensible, voire offensant, dans une autre » (Pacheco, 2024,
para. 2). Il est trés important de bien choisir les mots pour ne pas changer 1’intention
du message original. Pour mener a bonne fin une traduction qui comprend des
¢léments humoristiques, il est essentiel de comprendre profondément la langue
source et la langue cible, aussi que les deux cultures que les y accompagnent
(Pacheco, 2024). Mais, cette compréhension ne suffit pas, le traducteur doit aussi
posséder une qualité essentielle- I’inventivité.

L’écrivain américain E.B. White a écrit que « I’humour peut étre disséqué
comme une grenouille, mais il meurt au cours de 1’opération. » (Ilari, 2002, para. 5).
Cette citation souligne la caractéristique culturelle de I’humour. 11 est trés difficile
de rendre I’humour dans une autre langue, car chaque langue a ses spécificités qui
pour certains peuvent provoquer des émotions, mais pour d’autres peuvent é&tre
nulles.

Dans cet article, nous allons identifier les plus grands défis posés par la
traduction de I’humour, nous allons souligner les ¢léments essentiels qui doivent étre
pris en compte lors de la traduction, nous allons exemplifier les solutions possibles
pour traduire ce type de texte et nous allons aussi offrir quelques exemples réussis
ou moins réussis.
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2. Défis posés par ’humour

Marina Ilari affirme que « L’humour est intrinséquement lié a la culture dans
laquelle il a été créé et, a ce titre, peut étre 1’'une des choses les plus difficiles a
traduire. » (Ilari, 2002, para. 1). La traduction de I’humour pose beaucoup de
difficultés aux traducteurs qui essaient de rendre plusieurs ¢léments de la langue
source dans la langue cible. Nous allons identifier les plus grands défis rencontrés
lors de la traduction de I’humour.

Le premier défi dont nous allons parler est représenté par les jeux de mots
qui sont « quasiment impossibles a traduire littéralement » (Mabrunot, 2023, para.
6). Les jeux de mots se basent sur le double sens dans la langue source d’un mot ou
d’une phrase et ce double sens est rarement transféré dans la langue cible. Ce qui est
le plus difficile ¢’est le caractére humoristique de ces jeux de mots qui constituent la
blague. Sans ces jeux de mots, la blague n’aurait pas le méme effet (Motaword,
2024).

Les jeux de mots sont étroitement liés a la langue. La signification d’un mot
anglais compris dans un jeu de mots qui est extrémement amusant en anglais peut
étre completement différent dans une autre langue, par exemple en francais, ou le
méme mot ne signifie pas la méme chose ou méme il n’existe pas (Motaword, 2024).

Motaword (2024) donne un exemple classique d’un jeu de mots anglais qui
peut étre traduit littéralement en frangais car le mot qui donne 1’aspect humoristique
a la méme signification dans les deux langues. Le jeu de mots anglais « I used to be
a baker, but I couldn't make enough dough » peut étre traduit par « J'étais boulanger,
mais je ne pouvais pas faire assez de pate ». Ces deux jeux de mots se concentrent
sur les termes « dough » et « pate ». Dans les deux langues, ce terme a le méme
double sens : le sens dénoté est de produit qui sert a la fabrication des produits de
boulangerie, mais il a aussi un sens connoté qui fait référence a 1’argent, donc il a
une connotation financiére. Mais, dans une autre langue dans laquelle le méme mot
ne renvoie pas a la caractéristique monétaire, ce jeu de mots devrait étre traduit d’une
maniere différente pour faire rire le public cible.

Le jeu de mots anglais « Why was the math book sad? It had too many
problems. » peut étre traduit de maniere littérale car le mot anglais a la méme
signification que le mot frangais « problémes ». Donc, on peut traduire ce jeu de
mots par « Pourquoi le livre de mathématiques était-il triste ? Il avait trop de
problémes. » Le mot « problémes » se référe a la fois aux exercices de maths et aux
problémes personnels (Nicole, 2024). L’humour ici repose sur le double sens du mot
« problemes ».
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Nous allons donner un exemple de blague qui est amusante pour le public
anglais, mais qui ne serait pas amusante si traduite littéralement pour le public
frangais. Prenons comme exemple la blague « Why did the British man bring a ladder
to the restaurant? Because dessert was on the house ». Cette blague est comique car
le syntagme « on the house » traduite de maniére littérale signifie « sur le toit », mais
le sens de I’expression est de « gratuit ». Si on essaie de traduire la méme blague en
francgais, on n’obtiendra pas le méme effet, car « sur le toit » ne signifie pas gratuit
en francais. On devrait alors adapter cette blague pour garder I’humour dans la
langue cible.

Les jeux de mots se basent assez souvent sur des homophones ou des
homonymes (Pacheco, 2024). Nous allons donner un exemple d’un jeu de mots
anglais qui ne pourrait pas étre traduit de maniere littérale en francais, car il perdrait
tout caractére humoristique. Le jeu de mots anglais « I’'m on a seafood diet. I see
food and I eat it. » est amusant grace aux homophones « seafood » et « see food »,
mais si on essaie de traduire littéralement ce jeu de mots en frangais « Je suis un
régime a base de fruits de mer. Je vois de la nourriture et je la mange » on n’obtient
pas I’effet humoristique parce qu’on n’a pas les mémes homophones (Nicole, 2024).

Il faut donc que le traducteur adapte parfois les jeux de mots en trouvant de
bons équivalents pour pouvoir garder ’intention initiale et le méme humour
(Mabrunot, 2023).

Le deuxiéme défi que nous allons aborder est li¢ aux références culturelles.
L’humour se base souvent sur des références « a des personnages célébres, a des
événements, a des moments historiques ou a des icones de la culture pop »
(Motaword, 2024, para. 4). Ces références culturelles sont extrémement difficiles a
traduire, car le traducteur doit prendre en compte le contexte culturel, mais aussi les
connaissances culturelles du public cible pour s’assurer que la blague est comprise
par tous (Motaword, 2024). Le traducteur pourrait quand méme choisir de préserver
les éléments culturels qui sont généralement connus par tout le monde, mais juste
dans le cas des exemples trés célébres. Si on rencontre une référence a une série
télévisée locale par exemple, la référence pourrait étre inutile pour le public cible qui
n’est pas familiarisé avec le sujet (Motaword, 2024).

Motaword (2024) donne aussi I’exemple des blagues spécifiques des
Britanniques qui sont connus pour leur humour. Si une blague se moque de la
politesse britannique et cette blague est acceptée et comprise par le public anglais, le
public américain pourrait rencontrer des difficultés de compréhension, car ils ont une
interprétation différente de la politesse et de I’humour. « Le traducteur a la tache
monumentale de déterminer s'il convient d'adapter la référence a quelque chose de
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plus familier au public cible ou de fournir un contexte supplémentaire afin que
I'humour fonctionne toujours » (Motaword, 2024, para. 5).

Nous allons donner un exemple d’une blague qui contient une référence
culturelle a4 un film. La blague « May the coffee be with you this morning » fait
référence au film Star Wars qui a donné naissance a une phrase célébre « May the
force be with you ». Cette référence peut étre comprise par les gens qui ont regardé
Star Wars et qui connaissent cette référence. Sans cette compréhension, la blague n’a
aucune signification pour le public. L’humour repose dans l’association d’une
situation banale (boire son café le matin) avec la situation héroique de Star Wars
quand les gens luttent souvent. Cette blague peut aussi étre traduite en frangais par «
Que le café soit avec toi » qui fait référence a la phrase originale qu’on peut traduire
par « Que la force soit avec toi ».

Nous allons donner un autre exemple des blagues qui nécessitent des
connaissances culturelles. La blague « Louis XVI a perdu la téte » est comique car
I’expression « perdre la téte » signifie de maniére générale perdre le contrdle, devenir
agité, mais dans ce contexte elle devient humoristique car Louis XVI a été en fait
guillotiné. Sans connaitre cet aspect de I’histoire, cette blague n’aurait pas eu aucun
effet sur le public cible.

Le troisiéme défi est la sensibilité culturelle. « L'humour, lorsqu'il est mal
géré, peut offenser au lieu d'amuser. » (Motaword, 2024, para. 6). La sensibilité
culturelle est un aspect extrémement important lors de la traduction des blagues. Il y
a beaucoup de blagues qui se fondent sur les stéréotypes, sur le sarcasme ou qui se
moquent de certains aspects de la vie sociale, politique etc. La méme blague peut
provoquer de I’indignation selon le contexte culturel, méme si elle est appropriée
dans la culture source (Motaword, 2024).

(Motaword, 2024) souligne I’'importance de la sensibilité culturelle dans les
domaines professionnels comme le marketing et les relations publique car les textes
produits dans ces domaines s’adressent au plusieurs clients qui font partie de
plusieurs publics cibles. Donc, la mal traduction d’une blague qui devient offensive
pour un certain public peut entrainer des conséquences graves en termes de la
réputation et de la crédibilité de 1’entreprise ou I’organisation. Il y a aussi le risque
de perdre I’humour lors de la traduction des blagues. (Motaword, 2024) donne
I’exemple d’une publicité allemande qui promeut un produit de nettoyage qui utilise
un jeu de mot régional pour attirer les clients. Si le jeu de mots est gardé dans les
autres langues cibles, le public va percevoir la publicité comme « fade et non
pertinente » (Motaword, 2024, para. 7). La publicité ne sera pas attirante pour les
clients potentiels dans d’autres pays que 1’ Allemagne. Il faudra adapter la publicité
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et trouver des équivalents pour les jeux de mots pour préserver I’intention du
message original.

La connaissance des normes et sensibilités culturelles par le traducteur est
obligatoire. Le traducteur doit posséder toutes les connaissances nécessaires pour
trouver les meilleures solutions pour adapter un contenu étroitement li€ a la culture
d’un certain public cible a la culture d’un public cible qui est parfois complétement
différent.

Par exemple, la blague « Pourquoi est-ce que le Suisse est arrivé deux heures
avant la rencontre ? Parce qu’il ne voulait pas étre en retard » est comique juste si on
connait le stéréotype sur les Suisses qui sont connus pour leur ponctualité. En
général, cette blague ne serait pas offensive, mais il faut faire attention a ne pas
exagérer et a indiquer I’image une rigidité excessive de la ponctualité des Suisses.

On peut prendre aussi I’exemple suivant « Comment un Italien sait-il que la
recette qu’il vient de cuisiner est bonne ? Car sa maman lui dit que la nourriture est
presque aussi bonne que la sienne ». Cette blague touche le cliché sur la cuisine
italienne qui dit que la nourriture est meilleure et a un meilleur gott si elle est
préparée par la meére, par la famille. Ce stéréotype peut étre offensive si on exagere.

Il existe aussi un stéréotype li¢ a la culture espagnole- celui de la sieste. Les
Espagnols ont la culture de la sieste ou ils se reposent pendant la journée. La blague
« Pourquoi est-ce que 1I’Espagnol est fatigué aujourd’hui ? Parce qu’il a fait la sieste
qu’une fois aujourd’hui » est comique car elle souligne I’importance de la sieste pour
les Espagnols, mais elle peut devenir offensive si elle suppose que les Espagnols sont
paresseux.

Le dernier défi dont nous allons parler est représenté par les supports texte
et image. Traduire une blague c’est difficile, mais traduire une blague qui a aussi un
support visuel, c’est méme plus difficile. Traduire une vidéo ou un dessin
humoristique pourrait poser plusieurs désavantages. « L’image peut effectivement
complexifier la tiche puisque le traducteur doit « coller » au sens a la fois du texte
et de I'image. » (Mabrunot, 2023, para. 11). Dans la plupart des cas, I’image
contribue a la signification de la blague, en ajoutant des explications nécessaires,
donc il faut étre créatif en I’adaptant pour un autre public cible (Mabrunot, 2023).

Nous allons donner un exemple d’une blague qui est accompagnée par un
support visuel. Imaginons une fille qui a I’air triste qui tient sa téte dans une main et
qui pense (une boule spécifique aux pensées est dessinée sur I’image) a un pain au
chocolat (on voit dans la boule le dessin d’un pain au chocolat). Sous I’image on voit
écrit « The only pain I want is a pain au chocolat ». Cette blague est comique grace
aux homographes- le nom anglais « pain » qui en anglais signifie « douleur » et le
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nom frangais « pain » qui est un produit de boulangerie. Il est trés difficile de traduire
I’élément frangais en anglais, ¢’est a dire « pain au chocolat » par « chocolate bread
», on perd le jeu de mots grace a ’homonyme anglaise « pain ». Le traducteur doit
trouver une mani¢re de préserver le jeu de mots en conservant le terme frangais «
pain au chocolat » dans la phrase en anglais. Si on essaie de traduire entiérement
cette phrase en frangais, on perd aussi le caractére humoristique « La seule douleur
que je veux, c’est un pain au chocolat », car il n’y a plus un jeu de mots grace a
I’homographe « pain ». Dans ces situations, I’image ne devrait pas étre changée, car
elle garde sa signification.

Nous allons donner un exemple d’un support visuel qui devrait étre changé
lors de la traduction. L’expression anglaise « You're the apple of my eye » signifie
I’amour, I’importance d’une personne pour quelqu’un. Un support visuel pourrait
étre une femme qui a des pommes pour les yeux et qui regardant quelqu’un. Cette
expression a un équivalent dans la langue francaise « Tu es la prunelle de mes yeux
». Cette expression a la méme signification, mais sa structure est différente. Les deux
expressions contiennent des noms de fruits dans leurs structures, mais ce n’est pas
le méme fruit. Les Anglais utilisent les pommes et les Frangais les prunelles. Donc,
dans ce cas, I’image devrait étre aussi adaptée et pas seulement le texte. Dans ce cas
la femme devrait avoir des prunelles pour les yeux au lieu des pommes, pour que le
support visuel accompagne le message.

3. Eléments importants que nous devons prendre en compte lors de la

traduction de I’humour

Dans cette partie, nous allons insister sur les ¢léments qu’un traducteur doit
prendre en compte pour bien traduire les ¢léments humoristiques. « L'humour
dépend souvent du timing. Une punchline au bon moment peut faire ou défaire une
blague. » (Motaword, 2024, para. 15). Ce timing est trés difficile a garder lors de la
traduction, parce que chaque langue a ses spécificités (Motaword, 2024, para. 15).
L’un des éléments qui influencent beaucoup le timing et qui doit étre considére est
la structure des phrases.

Les phrases ont des structures parfois complétement différentes en fonction
de la langue et cela influence énormément la blague. La punchline (la partie qui
donne la composante humoristique a la blague) est trés importante et si elle n’est pas
bien synchronisée, personne ne rira. Par exemple, en anglais, la punchline est
mentionnée a la fin de la blague, mais dans d’autres langues la punchline peut arriver
avant la fin, et parfois c’est trop tot et la punchline ne remplit pas son but comique
(Motaword, 2024).
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(Motaword, 2024, para. 17) donne I’exemple du japonais, ou « les phrases
suivent souvent un ordre sujet-objet-verbe, alors qu'en anglais, I'ordre typique est
sujet-verbe-objet ». « Siune blague repose sur le fait que le mot final est la punchline,
cela peut créer des problémes lors de la traduction dans des langues ou 'ordre des
mots est inversé. » (Motaword, 2024, para. 17). Il faudra donc adapter les blagues a
la structure de phrases pour que cette derni¢re n’affecte pas la qualité et 1’intention
de I’humour.

Le débit est un autre élément extrémement important pour produire une
bonne traduction. Les traducteurs essaient de garder le rythme de I’humour pour que
la punchline arrive au moment le plus percutant. (Motaword, 2024). Ils doivent
reformuler les phrases, changer 1’ordre des mots pour s’assurer que 1’effet comique
ne se perd pas. Un traducteur a besoin de plusieurs compétences pour traduire
I’humour. Premic¢rement il doit posséder de trés bonnes compétences linguistiques
qui sont renforcées pas les connaissances sur le timing de ’humour qui est un défi
pour beaucoup de traducteurs (Motaword, 2024). Ensuite, le traducteur doit utiliser
sa créativité pour proposer de nouvelles solutions de traduction des blagues ou jeu
de mots qui ne peuvent pas étre traduits de maniére littérale.

(Motaword, 2024) donne un exemple qui montre une comparaison entre le
japonais et 1’anglais « en japonais, la punchline d'une blague sur le comportement
inhabituel d'un chien peut apparaitre t6t en raison de la structure de la phrase, tandis
qu'en anglais, elle créerait du suspense jusqu'au dernier mot » (Motaword, 2024,
para. 19). Ce changement est essentiel pour le résultat de la blague qui peut ainsi
faire rire le public cible.

Un ¢élément vital lors de la traduction de I’humour et I’humour implicite. I
est trés difficile de traduire les blagues classiques, mais il est encore méme plus
difficile de traduire le sous-texte. Il existe beaucoup de types d’humour et I’humour
implicite est, selon nous, le type qui pose le plus de défis. « De nombreuses blagues
reposent sur le sous-texte, la subtilité ou des significations implicites qui ne sont
droles que lorsque le public comprend le contexte sous-jacent » (Motaword, 2024,
para. 20). Ces significations implicites font rire juste le public de la langue source
qui est familiarisé avec ce type de I’humour, mais le public cible qui va recevoir
I’humour traduit sera difficile a faire rire, car il y a un manque d’équivalents pour
I’humour implicite dans une autre langue que celle de départ (Motaword, 2024). Un
traducteur doit rechercher minutieusement le public cible pour essayer de trouver un
sous-texte proche dans la langue d’arrivée. Les mentalités des gens sont treés
différentes méme dans la méme culture, donc chercher de s’adapter aux mentalités
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diverses d’un autre public cible que le sien est un vrai défi auquel les traducteurs
doivent faire face.

(Muller, 2024) donne un exemple d’humour implicite. La blague « What do
you call a lazy kangaroo? A pouch potato. (Pourquoi appelle-t-on un kangourou
paresseux ? Une patate a poche.) ». Cette blague a été traduite en francgais, mais elle
a perdu son caracteére humorique. La blague repose sur le jeu de mots qui se base sur
I’expression anglaise « couch potato » qui renvoie a une personne tres paresseuse.
Le mot « couch » a été remplacé par « pouch » qui désigne la poche des kangourous.
En francais, la blague ne fait pas rire, car I’expression « couch potato » n’est pas
connue par beaucoup de gens et n’a pas un équivalent. La traduction littérale « une
patate a poche » ne garde pas la signification originale de la blague et pers donc tout
¢lément humoristique (Muller, 2024).

Lors de la traduction de I’humour, le traducteur doit prendre en compte le
ton et la nuance de la langue. Il est trés important d’adapter le ton de la langue source
au ton requis par la langue cible. « Le sarcasme et 1'ironie sont des formes d'humour
implicite qui reposent largement sur le ton et la prestation. » (Motaword, 2024, para.
21). La traduction du sarcasme est particuliérement difficile, car la traduction
littérale n’est pas une solution. Les remarques sarcastiques doivent étre adaptées a la
culture cible pour ne pas créer des confusions ou pour ne pas perdre la composante
humoristique (Motaword, 2024).

(Motaword, 2024) donne un exemple de phrase sarcastique en frangais « Eh
bien, c'est tout simplement génial ». Dans d’autre langues, cette phrase pourrait étre
per¢ue comme normale, comme une phrase positive qui montre la satisfaction, quand
en fait elle veut exprimer le contraire, la insatisfaction. « Le traducteur doit donner
le ton au moyen d'une formulation alternative ou d'indices contextuels. » (Motaword,
2024, para. 22).

On peut aussi prendre I’exemple de la phrase sarcastique roumaine « Ce
surpriza placuta... ». Méme si cette phrase peut aussi exprimer la joie dans certains
contextes, elle est parfois utilisée avec un ton ironique qui exprime le contraire. Une
traduction littérale de cette phrase dans une autre langue ne pourrait pas exprimer le
mécontentement implicite.

Conformément a (Mabrunot, 2023), si I’humour se base sur la prononciation
d’un mot, il est plus difficile de traduire I’humour. Le traducteur doit ainsi avoir de
trés bonnes connaissances des deux langues, car il doit trouver le bon équivalent ou
une bonne adaptation pour la blague.

(Muller, 2024) propose I’exemple suivant « What do you call a fish with no
eyes? Fsh. (Comment appelle-t-on un poisson sans yeux ? Fsh.) ». Cet exemple se
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base sur un jeu de mots phonétique, mais aussi visuel, parce qu’en anglais, la lettre
«1» est prononcée de la méme maniére que le mot « eye » qui signifie « il ». En
frangais, le mot « poisson » n’a aucune lettre similaire a une lettre du mot « ceil »,
donc enlever une lettre ne fait pas rire ou ne donne aucune signification a la blague.
Dong, la traduction de cette phrase n’obtient pas 1’effet humoristique, a cause du
manque d’un équivalent sonore.

Un autre exemple d’une blague qui fonctionne qu’en anglais est la suivante
« What do you call a a bee that comes from America ? A USB (Comment appelle-t-
on une abeille qui vient des Etats Unis ? USB.) ». Cette blague est amusante grice
au fait qu’en anglais la lettre « b » et le mot « bee » se prononcent identiquement.
« US » est ’acronyme anglais pour les Etats Unis (United States), et le mot USB se
termine par la lettre « b » prononcée comme le mot anglais pour abeille. En frangais,
cette blague ne fonctionne pas car la lettre « b » ne renvoie pas a une abeille en
francais, donc le jeu de mots n’a aucun sens.

Ilari (2002, para. 3) propose un jeu de mots anglais « Last night, I dreamed
I was swimming in an ocean of orange soda. But it was just a Fanta sea. » Si on
essaie de traduire le syntagme « Fanta sea » en frangais ¢a serait « une mer de Fanta
», mais en anglaise ce syntagme se prononce comme « fantasy » qui en frangais sera
traduit par « réve » ou « fantasme ». Le traducteur ne peut pas garder le méme jeu
de mots, car en frangais il ne fera pas rire. Il pourrait créer une nouvelle blague, peut-
étre a partir d’une autre boisson mais pas nécessairement, pour chercher de trouver
de sens (Ilari, 2002).

L’un des éléments les plus importants dont on doit tenir compte lors de la
traduction de I’humour est le public cible. Conformément a (Mabrunot, 2023, para.
9), « connaitre la cible va aider le traducteur a opter pour les meilleures options ».
La diversité de langues influence beaucoup le langage qui doit étre choisi par le
traducteur pour traduire une blague. Il faut penser aux connaissances et au contexte
cultuel du public cible pour identifier les termes les plus approprié€s pour un certain
public (Ilari, 2002).

Si la blague qui doit étre traduite a pour public cible un public plus général,
le traducteur doit choisir d’employer un langage généralement connu par les gens.
Les expressions familiéres pour certains peuvent poser des problémes a d’autres. Il
est aussi le cas pour les régionalismes qui ne sont pas connus par tous. Adapter ces
¢léments c’est plus difficile car ces ¢léments donnent de la couleur locale et créent
un lien avec le public spécifique (Motaword, 2024).

L’age du public cible est aussi essentielle pour bien traduire une blague. La
traduction d’une blague destinée aux enfants sera différente de la traduction d’une
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blague destinée aux adolescents et différente de la blague pour les adultes
(Motaword, 2024). Le traducteur doit choisir un langage approprié et un vocabulaire
spécifique pour le public cible pour lequel il traduit ce contenu. S’il n’adapte pas son
ton et son langage, la blague ne sera pas percutante et I’humour sera perdu.

Motaword (2024, para. 13) souligne que « réussir une blague pour un public
spécifique demande de I’inventivité et de 1’ingéniosité ». La langue d’un public est
I’un des facteurs qui contribuent au succés de I’humour. L’écriture, la prononciation,
les associations des mots sont étroitement liés a I’humour. Au-dela de la langue, on
parle aussi de I’héritage de chaque culture. L’humour peut étre né en partant des
valeurs, de I’histories, des traditions (Motaword, 2024). Le traducteur a la tache trés
importante, mais difficile de garder la composante humoristique lors de la traduction
d’une langue source vers une langue cible, tenant compte du fait que les personnes
de la culture cible doivent trouver cette blague amusante (Motaword, 2024). Adapter
les blagues au public cible est I’'un des éléments les plus importants qui doivent
guider cette démarche traduisante.

4. Exemples réussis et moins réussis de la traduction de I’humour

Ce qui distingue un échec d’une réussite lorsqu’il s’agit de la traduction de
I’humour est la capacité de transmettre le message original dans une autre langue
cible, en adaptant les éléments clés et bien sir, en faisant le public cible rire.

(Nosmeilleursfilms, 2023) donne 1’exemple d’une traduction réussie dans la
série télévisée tres connue Friends. La série américaine est renommée pour les
personnages avec des répliques humoristiques qui sont célébres dans tout le monde
et dans toutes les langues. Les traducteurs de cette série ont réussi a adapter les
blagues aux différents publics cibles. Prenons I’exemple de la blague « You're so far
past the line, you can't even see the line! The line is a dot to you! ». En frangais, cette
blague a été traduite par « Tu as tellement dépassé les limites que tu ne les vois méme
plus! Pour toi, les limites, c'est un point c'est tout! ». Par cette traduction, le
traducteur a gardé D’esprit de la blague originale, mais il I’a aussi adapté pour le
public frangais (Nosmeilleursfilms, 2023).

Un autre exemple d’une traduction réussie est le cas de la série Les
Simpsons. Cette série se base dans la plupart des blagues sur des références de la
culture pop américaine, donc les traducteurs ont eu la mission de trouver des
références culturelles appropriées pour la culture cible. « Une approche réussie a été
la version frangaise, ou les blagues faisant référence a des célébrités américaines ont
été remplacées par des références a des célébrités francaises, garantissant ainsi la
pertinence de I'humour. » (Motaword, 2024, para. 25).
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Nosmeilleursfilms (2023) donne exemple d’une traduction moins réussie.
C’est le cas de la série britannique « Monty Python's Flying Circus ». Il y a beaucoup
de blagues dont la traduction n’a pas atteint son but, elle n’a pas eu le méme impact
dans d’autres langues. « Par exemple, le célébre sketch The Dead Parrot repose sur
une longue série de synonymes pour dire qu'un perroquet est mort »
(Nosmeilleursfilms, 2023, para. 38). Cette énumération des synonymes n’est pas
amusante dans plusieurs langues et « devient simplement une liste de mots pour dire
"mort" » (Nosmeilleursfilms, 2023, para. 38).

Trouver les bons équivalents et les bonnes adaptations lors de la traduction
de ’humour d’une langue source vers une langue cible est une étape trés importante
pour assurer la qualité de la traduction et le maintien du sens original qui rend le
contenu amusant.

5. Stratégies et solutions pour répondre aux défis posés par la traduction

de ’humour

Ilari (2002, para. 2) affirme que « Pour conserver 1’esprit d’une blague, le
traducteur est confronté au dilemme suivant : préserver le sens original (en optant
pour une traduction littérale) ou 1’adapter radicalement. ». (Motaword, 2024)
renforce cette idée, en soulignant que la traduction directe d’une phrase est moins
conseillée et que le traducteur devrait chercher un équivalent approprié pour la
langue cible. Le traducteur doit prendre en compte tous les éléments mentionnés ci-
dessus pour bien préserver le sens du message original. Aprés avoir pensé a tous les
¢léments qui continuent la composante humoristique, il peut choisir une approche
appropriée pour le contenu qu’il doit traduire.

Dans cette dernicre partie de notre article, nous allons discuter et proposer
plusieurs solutions pour surmonter le défi de la traduction de I’humour.

La premiére solution que nous proposons pour faire face aux défis est
I’adaptation. L’adaptation est ['une des meilleures options qu’un traducteur peut
choisir. Le traducteur est chargé de trouver un équivalent dans la langue cible qui
peut remplacer la blague de maniére innovative (Mabrunot, 2023). « La clé de cette
substitution est de capturer 1’essence de la blague originale et de s’en rapprocher le
plus possible dans la langue cible. » (Mabrunot, 2023, para. 12). Le traducteur peut
opter pour la traduction idiomatique dans le cas de certains jeux de mots, mais s’il
n’y a aucune référence culturelle dans la langue cible, le traducteur doit créer un
nouveau jeu de mot et doit employer de plus sa créativité (Mabrunot, 2023).

Nous allons aussi exemplifier un jeu de mots qui devrait étre adapté pour
garder son humour. Le jeu de mots anglais « What do you call fake spaghetti? An
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impasta. » fait rire car il comprend le mot « impasta » qui est un jeu de mots forme
du mot « imposter » et « pasta ». En frangais le mot « imposter » peut étre traduit par
« imposteur », mais le mot « pasta » est traduit par « pates », donc le jeu de mots ne
peut pas étre traduit littéralement. Le traducteur devrait chercher une adaptation pour
traduire ce jeu de mots (Nicole, 2024). Pour le public frangais, nous pouvons adapter
cette blague de la maniére suivante « Comment appelle-t-on des pates qui se font
passer pour d’autres ? Des patiches. ». Ce jeu de mots repose sur les deux mots «
pates » et « pastiche » qui signifie une imitation. Cette adaptation garde 1’idée de
I’imposteur, mais elle est adaptée au public frangais.

Une autre approche pour traduire I’humour est ’explication. Cette option
n’est pas la meilleure, car elle implique la disparition des éléments humoristiques,
Si on explique une blague, elle perd son charme. « On retrouve néanmoins ce
procédé en littérature lorsqu’une note de bas de page vient disséquer I’intention de
I’auteur » (Mabrunot, 2023, para. 15). Cette solution pourrait étre appropriée dans
les cas extrémes quand le traducteur ne trouve aucune solution et il doit faire le public
cible comprendre.

Nous allons prendre ’exemple d’une expression de la série télévisée Big
Bang Theory. L'un des personnages principales Sheldon Cooper utilise 1’expression
« Bazinga ! » apres qu’il fait une blague. C’est un mot qui a été inventé par lui, donc
il n’y a aucune traduction pour cette expression. Si on veut conserver 1’intention
originale on ne doit pas chercher de traduire I’expression. Elle reste comme ¢a dans
toutes les langues. Mais, si quelqu’un choisit de 1’expliquer et choisit d’ajouter au
lieu de « Bazinga ! » I’explication suivante « Interjection inventée par Sheldon pour
souligner ses tentatives d’humour », il tue ainsi ’humour et 1’expression perd son
sens.

Une solution qui existe, mais qui est trés difficile a employer suppose
I’invention des blagues. Parfois, il n’y a pas d’équivalent approprié pour traduire une
blague, donc le traducteur doit étre inventif et doit créer lui-méme une traduction qui
pourrait exprimer le ton de 1’expression originale. Le traducteur doit ainsi faire appel
a son humour, et parfois cela est le plus difficile aspect de la traduction (Mabrunot,
2023).

Prenons I’exemple proposé par (Nicole, 2024) « What do you call an
alligator in a vest? An investigator. ». Si on traduit cette blague en frangais par «
Comment appelle-t-on un alligator en gilet ? Un enquéteur », on perd 1’essence et le
caractére humoristique, Cette blague fonctionne en anglaise car elle est base sur le
jeu de mots « investigator » (en frangais enquéteur) et « alligator », mais méme si le
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mot « alligator » est le méme dans les deux langues, la traduction frangaise pour «
investigator » détruit I’humour.

Nous devons donc chercher d’adapter cette blague. Une solution pourrait
étre la blague suivante « Comment s’appelle un alligator qui surveille tout ? Un
aliguetteur », car elle implique un jeu de mots entre « alligator » et « guetteur ».

Il y a aussi la possibilité d’omettre la blague si le traducteur a beaucoup de
difficultés a la rendre dans la langue cible. « Il peut supprimer entiérement la
blague si cela ne dénature pas le propos initial » (Mabrunot, 2023, para. 17).
(Mabrunot, 2023) propose cette solution pour les blagues qui peuvent étre
considérées taboues ou offensives dans la culture du public cible, mais acceptées
dans la culture de la langue source. Par exemple, les blagues qui font des références
au différents races ou stéréotypes raciales et ethniques, a la religion ou les blagues
vulgaires peuvent étre omises dans certains pays cible pour ne pas offenser
’audience.

Pacheco (2024) propose la transposition culturelle comme solution pour
adapter ’humour. Le traducteur doit adapter la blague en tenant compte des
spécificités et références culturelles de la langue et du public cible. Il s’agit d’adapter
des personnages, des fétes, des plats.

L’exemple proposé par (Pacheco, 2024) est celui d’une marque de glace qui
utilise un personnage sumo pour une publicité adressé au public japonais. La méme
publicité pourrait étre adaptée pour le public frangais en remplagant le sumo par un
jouer de rugby dont I’image est plus percutante pour le public cible.

C’est aussi le cas de fétes. Si une blague parle d’une féte qu’un public cible
ne célébrée pas, le traducteur doit adapter la féte. Par exemple, la féte américaine
Thanksgiving qui apparait dans une blague pourrait étre comprise par le public
familiarisé avec cette célébration. Cette blague peut étre adaptée en changeant cette
féte avec la Noel par exemple. On a besoin d’adapter d’autres éléments lors de la
localisation, par exemple les noms de supermarchés. Si une publicité veut
promouvoir un supermarché aux Etats Unis en faisant une blague, elle pourrait dire
« The fridge is empty ! To Walmart ! », cette référence est probablement peu connue
par le public francais. Il serait mieux d’adapter le nom du supermarché avec un nom
connu par le public frangais « Le frigo est vide ! Chez Carrefour ! ».

Pacheco (2024, para. 10) mentionne aussi la possibilit¢ d’utiliser
I’équivalence fonctionnelle qui « cherche a trouver une blague dans la langue cible
qui provoque un effet similaire chez le lecteur ou le spectateur ». Méme si les blagues
ne seront pas identiques, 1’effet produit sera le méme. L’exemple propose par
Pacheco (2024) est issu du film Shrek, ou il y a une référence a un jeu de mot frangais
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sur le mot « parfait » qui a un double sens. Il peut désigner un adjectif ou le dessert.
La traduction espagnole a remplacé le dessert typiquement frangais par le dessert
espagnol « pastel » qui est un type de gateau. Ce remplacement a réussi de maintenir
la composante humoristique en remplagant un élément de la culture frangaise qui
était approprié pour la culture source avec un élément culturel de la culture espagnole
qui est approprié pour le public cible.

Toutes les solutions proposées sont appropriées pour certaines situations,
donc le traducteur doit choisir la meilleure variante selon le contexte. Traduire
I’humour représente un trés grand défi, mais grace aux stratégies proposées, les
traducteurs peuvent les surmonter.

6. Conclusions

Pour conclure, cet article vise a résoudre les problémes liés a la traduction
de ’humour. Les solutions proposées sont destinées a aider les traducteurs qui se
confrontent avec les défis posés par la traduction des ¢léments humoristiques. Tous
les ¢léments discutes contribuent au développement d’une bonne traduction. Le
traducteur peut surmonter tous ces défis en employant les approches appropriées au
contenu qu’il doit traduire et en tenant compte du public cible. L’humour ne devrait
pas faire pleurer le traducteur si celui-ci a des connaissances culturelles spécifiques
pour les deux langues (source et cible). La maitrise de la traduction de 1’humour
renforce les qualités d’un traducteur et le rend un expert dans le domaine des
traductions.
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Abstract: Higher Education Institutions aim to provide various services and programs to
support participation and access for students who may experience challenges due to their
disabilities or various vulnerabilities. The study aims to investigate how inclusion of students
with disabilities in higher education institutions can be facilitated through student-centered
support services and programs. We used a Google Forms questionnaire for students having
different disabilities to capture their perspectives, experiences and real needs connected with
the services provided by the institutions. The results highlight the importance of a
personalized and flexible approach in which educational support, psychological counselling,
curricular adaptations, along with physical and digital accessibility are correlated with the
individual needs of the students. The participants emphasized the positive impact of well-
organized services on motivation and social integration, but they also revealed some barriers,
such as lack of information or resources and negative attitudes. To conclude, the study
highlights the need to strengthen and diversify student-centered support programs, promoting
an inclusive institutional culture, capable of responding effectively to student diversity. These
conclusions provide relevant recommendations for the development of inclusive educational
policies and practices in higher education.

Keywords: students with disability, access, participation and support, social inclusion.

Rezumat: Institutiile de Invatdmant superior au ca obiectiv furnizarea de diverse servicii si
programe pentru a sprijini participarea si accesul studentilor care se pot confrunta cu
dificultdti din cauza dizabilitatilor sau a diverselor vulnerabilititi. Studiul are ca scop

invatamant superior poate fi facilitata prin servicii si programe de sprijin centrate pe student.
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Am utilizat un chestionar Google Forms pentru studentii cu diferite dizabilitati, pentru a le
afla perspectivele, experientele si nevoile reale legate de serviciile oferite de institutii.
Rezultatele evidentiaza importanta unei abordari personalizate si flexibile, in care sprijinul
educational, consilierea psihologica, adaptarile curriculare, impreuna cu accesibilitatea fizica
si digitald sunt corelate cu nevoile individuale ale studentilor. Participantii au subliniat
impactul pozitiv al serviciilor bine organizate asupra motivatiei si integrarii sociale, dar au
evidentiat si unele bariere, cum ar fi lipsa de informatii sau resurse si atitudinile negative. in
concluzie, studiul subliniaza necesitatea consolidarii si diversificarii programelor de sprijin
centrate pe studenti, promovand o cultura institutionald incluziva, capabild sa raspunda in
mod eficient diversitatii studentilor. Aceste concluzii ofera recomandari relevante pentru
dezvoltarea de politici si practici educationale incluzive in invatamantul superior.
Cuvinte-cheie: studenti cu dizabilitati, acces, participare si sprijin, incluziune sociala.

1. Introduction

For universities to become inclusive environments, it is important to
understand the way in which policies and organizational procedures need to be
developed and implemented, support programs to be identified and barriers to be
eliminated (Fuller, Bradley, Healey, 2004), so that individuals can engage in their
own learning and develop a sense of identity and belonging, that comes along with
an increased self-esteem and empowerment. There is an increased awareness for the
importance of a broader understanding of the societal, cultural, and political
structures that shape students’ experiences and produce barriers to academic success
(Shpigelman et al., 2022). Ainscow (2020) mentions five interrelated factors within
a framework of levers for promoting inclusion and equity in the educational systems,
these are inclusion and equity as principles, school development as central part,
administration, use of evidence, and community involvement.

Higher Education Institutions are aiming to become inclusive universities to
address their programs to a larger and more diverse populations, thus acknowledging
the need to consider the specific implications of diversity which may need to be
supported, the diverse learning needs and experiences of students who may face
challenges to access and participation, with the aim to reduce social exclusion and
underachievement or even abandonment of studies. There can be various categories
of individuals who are underrepresented in HEI in different countries, but common
themes include low socioeconomic background, low income of families or low
education of parents, gender issues, immigrant status and disability, that are often
agreed as main aspects of disadvantage (European Commission / EACEA / Eurydice,
2024).
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Four dimensions are essential in the development of inclusive and equitable
education systems: (1) concepts, (2) policies, (3) structures and systems, (4) practices
(UNESCO-IBE, 2016; UNESCO, 2017). These dimensions determine the way in
which the development, implementation and evaluation of educational systems
occur, the way that policies become practices, and the way in which beneficiaries
become active agents of their own decision, but also clients of services and programs
that support their specific developmental and learning needs (Hathazi, Serban,
2024). Concepts of inclusion and diversity should guide all policies, plans, and
educational practices, not only those that refer to specific support (UNESCO-IBE,
2016; UNESCO, 2017). These dimensions are intra-personal awareness,
interpersonal awareness, curriculum transformation, inclusive pedagogy and
inclusive learning environments (Salazar, Norton, Tuitt, 2010).

In the evolving landscape of higher education institutions (HEIs), the
discourse surrounding inclusion and academic achievement for students with
disabilities has gained substantial attention. Recognizing the diverse needs of the
students, universities are increasingly implementing student-centered support
services and programs designed to create equitable learning environments (Romhild,
Hollederer, 2024). Such initiatives not only aim to provide academic
accommodations but also to promote social inclusion and personal growth. It is
essential to understand the relationship between support services and the academic
success of students with disabilities to overcome barriers and to enhance their
participation in academic life. Moreover, an inclusive environment is not only an
advantage for individuals with disabilities, but represents an enrichment for the
educational experience of all students, developing a diverse academic community
(Bruce, Aylward, 2021).

Inclusion in higher education is not only a legal right, but a profound moral
imperative that significantly influences the academic achievement of students with
disabilities. This inclusive approach creates an educational environment that
recognizes the abilities and potential of all students, developing their motivation and
engagement (Beauchamp-Pryor, 2012). The multi-faceted and integrated approach
takes into consideration not only the indicators of successful inclusion that refer to
one factor or dimension, but to a comprehensive and complex understanding of each
dimension: philosophical, methodological, educational in terms of strategies and
resources, services and support, competences, economical. Promoting equity and
inclusion requires not only a technical or organizational change, but embracing a
philosophical approach and direction (Ainscow, 2020). The value of the student-
centered approach evolves from the social model of disability to a identity or
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affirmation model of disability (Hathazi, 2023). Inclusion and belonging become key
indicators of a successful educational inclusion. Disability is a personal construct of
defining own identity and experience that is organized in the context of six-
categories (externally ascribed and dis-empowering, overcompensating, identities
that shift attention to other disabilities, empowerment, complex identity, common
identity (Johnstone, 2004). The social model of disability distinguishes the impact
of constraints and environmental barriers, considering that the implications and the
difficulties emerge when the level of interaction between the person with disability
and the environment do not allow an active participation so that the person can make
use of the contexts and the resources provided by the environment (Hathazi, 2023).

The need for inclusion and acceptance of individuals comes from the
individuals' basic need to establish and maintain social connections to support
physical and psychological well-being (Baumeister, Leary, 1995 cited by
Wesselmann, Wirth, Bernstein, 2017).

2. Theoretical background

2.1. The importance of inclusion and academic achievement for students

with disabilities in higher education institutions (HEI)

In the appreciation of the level of inclusion of an educational experience,
Anderson, Boyle and Deppeler (2014) recommend the evaluation of three key
principles: participation, achievement and values. Participation means to learn
together with others, to cooperate to share experiences in an active engagement.
Performances and results refer to the achieved objectives, and the concept of value
refers to the value of a person in terms of respect and appreciation (Anderson, Boyle
and Deppeler, 2014).

Within this framework, academic accommodations are frequently considered
by students as alternative test and exam arrangements, tutoring and academic
coaching, note-taking services, use of assistive technologies, and adapted
assignment formats and due dates (Bruce, 2017).

Students with disabilities may still encounter different barriers in the inclusion
process, leading to a large drop-out percentage in many European countries
(R6mhild, Hollederer, 2024). For instance, in Germany, as mentioned by the same
authors, between 2008 and 2015, the rate of students who interrupted their studies
due to health issues, doubled from 4 to 8%. Moreover, two-thirds of the students
reported that study conditions influenced their decision to drop-out. Recent studies
conducted in Greece (Papadakaki et al., 2022, Pappas et al., 2018) mention that out
of 185.627 students, 5086 were identified with disabilities, a great majority
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presenting a chronic disease (76%), receiving a late degree or dropping out along the
way. The same study points out that one of the largest universities in Greece reports
31% of students with disabilities as stagnant, while only 15% are graduating.

Students with disabilities face several barriers, such as greater academic
distress, lower social support, and less engagement in academic tasks compared to
their peers (Kerby, 2015). In addition, it is worth to mention some attitudinal
barriers, meaning beliefs and attitudes that teachers, students without disabilities,
administration, and disability services staff may have about educational services for
students with disabilities, including curricular adjustments, interactions and
participation in the institution and community activities. Within a short literature
review, part of the studies state that teachers have demonstrated more favorable
attitudes toward students with disabilities compared to other members of the
academic environment. They showed more empathy, support and guidance (Polo
Sanchez et al., 2018). On the contrary, other studies refer to faculty members,
including teachers perceived as sources of stigma, due to a lack of understanding of
the specific needs that the students could have, to a poor commitment in offering
support and in implementing adjustments to the content (Papadakaki et al., 2022).
Training in disability awareness for all lecturers is highlighted as a key factor which
should help in ensuring inclusive practice (Kendall, 2016).

The Convention on the Rights of People with Disabilities (CRPD) ensures
access to and participation in higher education. Higher education institutions are
therefore required to guarantee the provision of reasonable accommodations for
students with disabilities (United Nations, 2008). However, some of the students are
not sufficiently aware of these supports due to of a lack of information or some of
them fear stigma and isolation and therefore they hesitate to declare their disability
(Morifia, Biagiotti, 2021).

Students with disabilities may notify personally faculty members of their
accommodations. Failure to do this may mean that accommodation is not honored
because the faculty member was unaware of the student’s needs and legal
entitlements (Bain De Los Santos et al., 2019).

Previous research shows that although students value counseling services,
these are typically not used as they should, they do not seek out professional campus
counseling services due to their desire for privacy, fear of being found out, and
personal beliefs about receiving treatment (Walker, 2016) which can compound with
stigma around having a disability.

As mentioned by Romhild and Hollederer (2024), research on student success
and drop-out in higher education shows various theoretical approaches that focus on
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connecting student and institutional characteristics with external factors. One of the
theoretical models that explains the association between supportive and inclusive
environments, student learning, and student success is the one developed by Tinto
and Pusser, Model of Institutional Action, in 2006. According to this model,
institutional support, academic, and social integration can have a positive impact on
students’ level of achievement. According to previous studies, especially for students
with different disabilities, an institutional support during the first year can develop a
sense of belonging and better academic success (Dong, Lucas, 2016).

Within recent studies referring to academic environment, Fernandez-Batanero
and colleagues (2022) identify some of the aspects to be addressed as facilitators for
the inclusion of students with disabilities: environmental modifications, changes in
policies, and institutional resources. Concerning environmental modifications, it is
important to include technological resources and to adapt the infrastructure to the
needs of the students, and regarding policies, one of the main aspects could be
changing mentalities and proposing curricular adaptations according to each type of
disability.

One other concept that raises a great interest among specialists is participation,
that consists of three interdependent sub-dimensions. First, it refers to a sense of
belonging or the perception of a high level of well-being resulting from an
established social and academic self-esteem. It also means being part of a peer group,
where students with disabilities are valued and recognized as important members.
And third, it concerns educational participation, responding successfully to different
academic tasks, being part of projects and cognitive achievements (Pérez-Castro,
2019).

2.2. The importance of student-centered support services promoting

inclusion and academic success

Student-centered support services are crucial for an inclusive academic
environment that promotes well-being, acceptance of diversity, and understanding
different special needs for students with disabilities in higher education institutions
(HEIs). These services encompass a variety of programs designed to address
individual learning needs, such as personalized tutoring, mentor-ship initiatives, and
accessible technologies. For example, individualized academic advising can
facilitate tailored educational pathways, allowing students to navigate their unique
challenges effectively. Additionally, programs focusing on peer advocacy and
empowerment enhance social integration and promote self-advocacy skills among
students with disabilities, as highlighted by recent research (Kovach, 2024).
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Research has demonstrated a positive correlation between self-determination
and academic performance among students with disabilities, reinforcing the
significance of self-management and goal-setting skills (Jeno et al., 2021). By
providing tailored resources, such as academic advising, tutoring, and psychological
support, specific programs empower students to cultivate autonomy and resilience,
which are essential for academic success. Moreover, structured support services can
mitigate barriers to learning while enhancing students’ confidence and overall
academic outcomes. At the same time, health promotion interventions, as well as
social and academic inclusion are among the most promising interventions to
improve academic success, as emphasized in recent research (Morifia & Biagiotti,
2021, Romhild & Hollederer, 2024). In a study by Shahed, Ilyas and Hashmi (2016)
it was shown that there is a positive correlation between academic results, self-
efficacy and social support, and self-efficacy and self-esteem represent key
indicators of academic results. There is also a strong correlation between the
academic results and the support of parents and friends. To promote social inclusion,
there is a need to be aware of social abilities within learning, interaction,
communication, so that social experiences are positive, they offer the possibility for
cooperation and teamwork, participation in curricular and extra-curricula activities,
volunteer work and various campaigns. (Roe, 2008). Other benefits refer to
improvement of interactions at group level, campus climate, increased chances and
opportunities to access resources, access to mentoring systems, acquiring various
perspectives, increased learning and participation (Guo, Jamal, 2007).

3. Method

The aim of the study is to investigate the experiences of students with
disabilities, the difficulties they encountered during their training period and the
amount of support they received within their academic background.

3.1. Participants

The participants were 5 students and former students with disabilities: 2
males, 3 females, aged between 21-37, 2 former students, 2 bachelor degree students,
the second year of study and one master degree student. Three of the participants
have visual disabilities and two of them have motor disabilities, being wheel-chairs
users. All participants live in urban areas and two of them are living on their own.

3.2.Measure

In order to emphasize students’experiences and to reach our objective, we
conceived a questionnaire ’Students’ experiences regarding difficulties encountered
and the amount of support received within the learning process in the university”,
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with 16 questions concerning the disability, the experience within the University, the
way in which disability has an impact on learning, the amount of support received
from the lecturers and from the University and the types of support services or
programs.

3.3.Procedure

The questionnaire was exported to Google Forms and was distributed online
to the students.

3.4.Results and discussions

The analysis of the responses from the participants showed that 3 of them
would rate their experience as a student as very good and 2 as good, meaning that
generally speaking they were satisfied with most of the aspects included in the
learning process. Nevertheless, the results indicate that 60% of the participants (3)
consider that their disability has a small impact on learning, while 2 of the
participants consider that their disability has an important and a great impact on
learning. This result could be related to studies that stressed out one of the the most
significant factors affecting academic success and learning, the lack of time to focus
on tasks while managing with the effects of disabilities (Bain De Los Santos, 2019).
Most of the respondents consider that they did not encounter great difficulties in
taking notes, having access to materials, respecting deadlines for the assignments
and being understood by members of the staff. Nevertheless, one of the participants
mentioned some obstacles in writing and with some teachers who proved a poor
understanding of the disabilities. One the other hand, concerning the degree of
satisfaction about the amount of support offered by the university and the academic
staff, 3 of the participants were very satisfied, one was satisfied and one of them
gave a neutral answer (“I don't know”). Recent studies connect students’
satisfaction, autonomous motivation, persistence and psychological well-being with
autonomy-supportive instructors. These are willing to seek students’ perspectives,
provide meaningful choices, informative feedback and reasonable learning activities
(Jeno et al., 2021, Jeno et al., 2018, Girelli et al., 2018).

All the participants mentioned the services and the way in which they were
supported, offering some examples: accessible materials, teaching assignments in
electronic format, as well as power-point presentations, individual support when
needed, extra time for the exams, permanent support from the Disability Support
Center. In the same time, all of them considered they were supported by their
colleagues without disabilities. This finding is revealed also by other studies that
suggest peer support would enhance the participation of students with disabilities
and facilitate their academic inclusion (Fernandez-Batanero et al., 2022).
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The last question was an open one concerning the improvements proposed
by the participants for a more inclusive learning process. Within this section, the
participants offered some useful feedback, they suggested the inclusion of an audio
description for some videos presented during the lectures, of a tactile support for the
anatomy courses to allow students with visual disabilities to understand the way in
which the human body is functioning. In the same time, one of the suggestion that
came from most of the participants was to organize more practical activities within
specialized institutions, as well as to invite specialists teaching in special schools to
share their experience with the students. The participants mentioned also they would
consider very useful to create mixed work groups with students without disabilities.
These findings are mentioned in some other recent studies, specifically, the analysis
of the responses of students with disabilities indicated that they feel included in
university life, and demonstrate a willingness to work and cooperate with their non-
disabled peers (Vlahou and Papanou, 2018, Gracia et al., 2022).

The responses of the students included also the Disability Support Centers
(DSC) as very important services providers within universities. As highlighted by
several studies (Beauchamp-Prior, 2013, Shpigelman et al., 2022), DSCs seem to be
an affirmative solution to higher education inequality, reflecting an individual
approach focusing on caring for students with disabilities and compensating them
for being disabled. One other aspect proposed by previous studies is related to the
recommendation that Disability Support Centers could be turned into general support
centers which provide services for all students, with or without any disability. This
approach could enhance the notion of learner diversity without segregating and
stigmatizing forms of provision (Morifia, 2017, Goodley et al., 2017).

Disability Support Centers should promote disability rights-related activities
not only to increase disability awareness on campuses but also to provide
opportunities for positive social interactions among students with disabilities and
without disabilities in a context of positive self-identity.

4. Conclusions

Scientific literature still has to be enriched concerning the effects of
institutional support like testing accommodations, disability-related services on the
success of students with disabilities. As some authors mention in their studies
(Kendall, 2016, Dreyer, 2021), although support throughout the educational process
is necessary, it is also essential to provide support during the transition from
secondary to higher education by establishing transition strategies, as all students
require support. Therefore, it is important to consider deep cultural changes that
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achieve inclusion, developing clear educational policies, establishing economic
funds, as well as establishing protocols of good practices. Inclusion of all these
aspects has beneficial results for all these students, allowing them to successfully
complete their studies, as well as enter the workforce, once those studies have come
to an end (Herrero et al., 2020).

University policymakers, the university staff along with relevant disability
advisors and together with students with disabilities, should consider future policy
development that ensures inclusive practices across all departments of the
universities. Consideration should be given to different modes of academic delivery
and different forms of inclusive assessment, aspects that still need to be studied in
order to find the best methods tailored for each student (Kendall, 2016).

The results of our study are, of course, difficult to generalize due to the small
group of participants and also to the lack of a validated instrument that could reveal
information concerning other concepts related to the inclusion of students with
disabilities in universities. Nevertheless, the results enhanced the need to give a voice
to students with disabilities in raising the awareness of all students to promote
educational inclusion policies in the university environment. Therefore, we suggest
the need to carry out advisory and support programs for the university community.
In the sphere of education, disability is a reality of a great importance that interests
the whole educational community, involving students, teachers and administrative
and services staff, since the acceptance and socialization of students with disabilities
depends on them.

And to conclude, further research is needed as mentioned by Shaw (2024)
focused on staff expertise, research that aligns with disabled people’s lived
experiences and which supports the inclusion of students with disabilities in higher
education institutions.

References:

Ainscow, M., (2020) Promoting inclusion and equity in education: lessons from international
experiences, Nordic Journal of Studies in Educational Policy, 6:1, 7-16, DOI:
10.1080/20020317.2020.1729587

Anderson, J., Boyle, C., & Deppeler, J. (2014). The ecology of inclusive education:
Reconceptualising Bronfenbrenner. In Equality in education: Fairness and
inclusion (pp. 23-34). Rotterdam: SensePublishers.

Bain De Los Santos, S., Kupczynski, L., Mundy, M.-A. (2019) Determining Academic
Success in Students with Disabilities in Higher Education, International Journal of
Higher Education, 8 (2).

255



TRANSVERSAL PERSPECTIVES IN EDUCATION. SKILLS FOR THE FUTURE

Beauchamp-Pryor, K. (2012) From Absent to Active Voices: Securing Disability Equality
within Higher Education. International Journal of Inclusive Education 16(3): 283—
295.

Beauchamp-Pryor, K. (2013). Disabled Students in Welsh Higher Education: A framework
for equality and inclusion. Rotterdam: Sense Publications.

Bruce, C. (2017). Precarious Possibilities: Disability, Self-Advocacy, and University
Learning. PhD diss., Acadia University.

Bruce, C., Aylward, M.L. (2021). Disability and Self-Advocacy Experiences in University
Learning Contexts. Scandinavian Journal of Disability Research, 23(1), pp. 14-26.

Dong, S., Lucas, M.S. (2016) An Analysis of Disability, Academic Performance and Seeking
Support in One University Setting. Career Development and Transition for
Exceptional Individuals 20 (10): 1-10.

Dreyer, L.M. (2021) Specific learning disabilities: Challenges for meaningful access and
participation at higher education institutions. Journal of Education, 85, 75-92.
European Commission / EACEA / Eurydice, 2024. The European Higher Education Area in
2024: Bologna Process Implementation Report. Luxembourg: Publications Office of

the European Union

Fernandez-Batanero, J.M., Montenegro-Rueda, M., Fernandez-Cerero, J. (2022) Access and
Participation of Students with Disabilities: The Challenge for Higher Education.
International Journal of Environmental Research and Public Health, 19, 11918.

Fuller, M., Bradley, A. & Healey, M. (2004) Incorporating disabled students within an
inclusive higher education environment, Disability & Society, 19:5, 455-468, DOLI:
10.1080/0968759042000235307.

Girelli, L., Alivernini, F., Lucidi, F., Cozzolino, M., Savarese, G., Sibilio, M., & Salvatore,
S. (2018). Autonomy supportive contexts, autonomous motivation, and self-efficacy
predict academic adjustment of firstyear university students [original research].
Frontiers in Education, 3(95).

Goodley, D., R. Lawthom, K. Liddiard, and K. Runswick Cole. (2017). “Critical Disability
Studies.” In The Palgrave Handbook of Critical Social Psychology, edited by Brendan
Gough, 491-505. London: Palgrave Macmillan UK.

Gracia, M., Pereira Leite, L., Cafiete-Massé, C. (2022) Attitudes toward disabilities in higher
education, The UB Journal of Psychology, 52/2, 137-145.

Guo, S., & Jamal, Z. (2007). Nurturing cultural diversity in higher education: a critical review
of selected models. Canadian Journal of Higher Education, 37(3), 27-49.

Hathazi, A. (2023). Experiente si practici incluzive pentru studentii cu dizabilitati senzoriale.
Dizabilitatea vizuala [Inclusive experiences and practices for students with sensory
disabilities. Visual disability], in Mihaela Rusu (2023), Dizabilitate si incluziune in
mediul universitar. Acceptare, intelegere, comunicare. (p. 155-174). Bucuresti:
Editura Academiei Romaéne.

Hathazi, A., Serban, I.L. (2024), Educatia incluziva: de la paradigme si politici la bune
practice [Inclusive education: from paradigms and policies to good practices], Alois

256



TRANSVERSAL PERSPECTIVES IN EDUCATION. SKILLS FOR THE FUTURE

Ghergut, Adrian Rosan (2024), Terapii si interventii psihopedagogice la persoane cu
cerinte speciale, lasi: Editura Polirom, pp.664-677.

Herrero, P.R.; Gasset, D.I.; Garcia, A.C. (2020) Inclusive education at a Spanish university:
The voice of students with intellectual disability. Disability and Society, 36, 376-398.

Johnstone, C.J. (2004). Disability identity: Personal constructions and formalized supports.
Disability Studies Quarterly, 24 (4).

Kendall, L. (2016) Higher education and disability: Exploring student experiences. Cogent
Education, 3, Taylor & Francis online, 1256142.

Kerby, M. B. (2015) Toward a New Predictive Model of Student Retention in Higher
Education. Journal of College Student Retention: Research, Theory & Practice 17
(2): 138-161.

Kovach, R.R, (2024) "Empowerment and Advocacy Culture within Higher Education for
Adults with Intellectual Disabilities: A Qualitative Case Study", Scholars Crossing,

Jeno, L.M., Nylehn, J., Hole, T.N., Raaheim, A., Velle, G., Vandvik, V. (2021): Motivational
Determinants of Students’ Academic Functioning: The Role of Autonomy-support,
Autonomous Motivation, and Perceived Competence, Scandinavian Journal of
Educational Research.

Jeno, L. M., Danielsen, A. G., & Raaheim, A. (2018). A prospective investigation of students’
academic achievement and dropout in higher education: A Self-Determination Theory
approach. Educational Psychology, 38 (9), 1163—1184.

Morifia, A. (2017). “Inclusive Education in Higher Education: Challenges and
Opportunities.” European Journal of Special Needs Education 32 (1): 3—17.

Morifia, A., Biagiotti, G. (2021) Academic Success Factors in University Students with
Disabilities: A Systematic Review. European Journal of Special Needs Education 37
(5): 1-18.

Papadakaki, M.; Maraki, A.; Bitsakos, N.; Chliaoutakis, J. (2022) Perceived Knowledge and
Attitudes of Faculty Members towards Inclusive Education for Students with
Disabilities: Evidence from a Greek University. International Journal of
Environmental Research and Public Health, 19, 2151.

Pappas, M.A.; Papoutsi, C.; Drigas, A.S. (2018) Policies, Practices, and Attitudes toward
Inclusive Education: The Case of Greece. Social Sciences, 7, 90.

Pérez Castro, J. (2019) Between barriers and enablers: The experiences of university students
with disabilities. Sinéctica, 53, 1-22.

Polo Sanchez, M. T., Fernandez-Jimenez, C., Fernandez Cabezas, M. (2018) The Attitudes
of Different Partners Involved in Higher Education Towards Students with
Disabilities. International Journal of Disability, Development and Education 65(4):
442-458.

Roe, J. (2008). Social inclusion: meeting the socio-emotional needs of children with vision
needs. British Journal of Visual Impairment, 26(2), 147-158.

Romhild, A., Hollederer, A. (2024) Effects of disability-related services, accommodations,
and integration on academic success of students with disabilities in higher education.

257



TRANSVERSAL PERSPECTIVES IN EDUCATION. SKILLS FOR THE FUTURE

A scoping review, European Journal of Special Needs Education, 39:1, 143-166, DOI:
10.1080/08856257.2023.2195074

Salazar, M. D. C., Norton, A. S., & Tuitt, F. A. (2010). 12: Weaving promising practices for
inclusive excellence into the higher education classroom. To improve the academy,
28(1), 208-226.

Shahed, S., Ilyas, Z., & Hashmi, A. M. (2016). Academic performance, self-efficacy and
perceived social support of visually impaired students. Annals of King Edward
Medical University, 22(1), 72—72.

Shaw, A. (2024) Inclusion of disabled Higher Education students: why are we not there yet?,
International Journal of Inclusive Education, 28:6, 820-838

Shpigelman, C.N, Mor, S., Sachs, D., Schreuer, N. (2022), Supporting the development of
students with disabilities in higher education: access, stigma, identity, and power,
Studies in Higher Education, DOI: 10.1080/03075079.2021.1960303

Tinto, V., Pusser, B. (2006) Moving from Theory to Action: Building a Model of Institutional
Access for Student Success. USA: National Postsecondary Education Cooperative.

United Nations, 2008. Convention on the Rights of Persons with Disabilities and Optional
Protocol. retrieved from https://www.un.org/disabilities/documents/convention/
convoptprot-e.pdf.

UNESCO-IBE (2016). Reaching out to all learners: A resource pack for supporting inclusive
education.  Geneva: UNESCOIBE. http://unesdoc.unesco.org/images/0024/
002432/243279¢.pdf

UNESCO (2017). A guide for ensuring inclusion and equity in education. United Nations
Educational, Scientific and Cultural Organization, Paris. https://doi.org/10.54675/
MHHZ2237.

Vlachou, V., and Papananou, I. (2018). Experiences and Perspectives of Greek Higher
Education Students with Disabilities, Educational Research, 60 (2), 206-221.
Walker, L. (2016). Impact of academic support centers on students with disabilities in post-

secondary institutions. Learning Assistance Review, 21(1), 82- 92

Wesselmann, E. D., Wirth, J. H., & Bernstein, M. J. (2017). Expectations of social inclusion

and exclusion, Frontiers in Psychology, 8, 112.

258


http://unesdoc.unesco.org/images/0024/‌002432/243279e.pdf
http://unesdoc.unesco.org/images/0024/‌002432/243279e.pdf
https://doi.org/10.54675/‌MHHZ2237
https://doi.org/10.54675/‌MHHZ2237

CAPITOLUL XVI: DIMENSIUNILE COMUNICARII
iN CADRUL RELATIEI TERAPEUTICE: IMPACT SI
APLICATII PSIHOPEDAGOGICE

Carolina BODEA-HATEGAN, Conf. univ. dr.
Dorina TALAS, Lect. asociat dr.
Carmen COSTEA-BARLUTIU, Lect. univ. dr.
Andrea HATHAZI, Conf. univ. dr.
Raluca TRIFU, Asist. univ. dr.
Cristina BALAS-BACONSCHI, Lect. univ. dr.

Universitatea Babes-Bolyai, Cluj-Napoca
carolina.bodea@ubbcluj.ro

Abstract: The article explores the dimensions of communication within the therapeutic
relationship, emphasizing their impact and relevant psycho-pedagogical applications. The
starting point is a self-assessment scale of communication effectiveness, completed by a
group of speech therapists, which made it possible to highlight the main aspects related to
the perception of one’s own communicative abilities in relation to professional practice. The
communication skills of the speech therapist— including active listening, empathy, message
clarity, and adaptability to the individual needs of the client—are elements to be addressed
and developed, especially in emotionally charged communication situations. In addition, the
article discusses how these skills can be developed and refined through continuous training
and targeted psycho-pedagogical interventions. The role of communication is emphasized as
a central element of the therapeutic relationship, with direct implications for the clients’
motivation, engagement, and progress. In conclusion, the paper underlines the need for a
systematic approach to developing communicative competences among speech therapists, as
an integral part of professional training, as well as of effective educational and therapeutic
intervention.

Keywords: therapeutic communication, speech therapists, communication effectiveness,
communication self-efficacy, communication self-efficacy questionnaire

Rezumat: Articolul exploreazd dimensiunile comunicérii in cadrul relatiei terapeutice,
punand accent pe impactul acestora si aplicatiile psihopedagogice relevante. Punctul de
plecare il constituie o scala de autoevaluare a eficacitatii comunicarii, completata de un lot
de logopezi, ce a permis evidentierea principalelor aspecte legate de perceptia propriilor
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abilitati comunicative in raport cu practica profesionala. Competentele de comunicare ale
specialistului logoped, care includ ascultarea activd, empatia, claritatea mesajului si
adaptabilitatea la nevoile individuale ale beneficiarului sunt elemente de abordat si dezvoltat
mai ales in situatiile de comunicare cu impact emotional. In plus, articolul discutd modul in
care aceste abilitati pot fi dezvoltate si perfectionate prin formare continua si interventii
psihopedagogice directionate. Se evidentiazd rolul comunicarii ca element central al relatiei
terapeutice, cu implicatii directe asupra motivatiei, implicarii si progresului beneficiarilor. In
concluzie, lucrarea subliniaza necesitatea unei abordari sistematice a formarii competentelor
comunicative in randul logopezilor, ca parte integrantd a pregétirii profesionale, dar si a
interventiei educationale si terapeutice eficiente.

Cuvinte-cheie: comunicarea terapeutica, logopezi, eficacitate comunicationald,
autoeficacitate comunicationald, chestionarul autoeficacitatii comunicationale

1. Introducere

Comunicarea este fundamentul relatiei terapeutice, reprezentand nu doar un
mijloc de transmitere a informatiilor, ci si un instrument esential de sustinere a
proceselor emotionale, motivationale si comportamentale ale beneficiarului. In
domeniul psihopedagogiei si terapiei tulburdrilor de limbaj (TTL), dimensiunea
pragmaticd a comunicarii are un rol integrator, reunind aspecte lingvistice, cognitive
si relationale. Comunicarea eficientd cu beneficiarii serviciilor a fost relationata cu
satisfactia fata de tratament, aderenta ridicata, ameliorarea simptomelor, efecte
benefice pe plan fiziologic (Axboe et al., 2016).

Comunicarea terapeutici este o abordare extrem de valoroasd in
interactiunile cu pacientii, aplicabild in mai multe domenii. Aceastd activitate
analizeaza comunicarea terapeuticd, inclusiv istoria, definitia si aplicatiile sale, si
utilizarea comunicarii terapeutice (Sharma & Gupta 2023). Aceiasi autori prezinta
urmitoarele strategiile ale comunicarii terapeutice: (1) intrebiri deschise — se
adreseaza intrebari deschise pentru a afla mai multe despre pacient si pentru a
permite un flux liber de schimb de informatii; intrebarile inchise pot fi utilizate
pentru afla informatii specifice. (2) Ascultarea activa - ascultarea activa implica
comportamente precum contactul vizual si miscarea capului; (3) Indicatori non-
verbali - exemple privitul ceasului, batutul din picior, postura deschisad a corpului;
(4) Tacerea - a sta alaturi de un pacient aflat intr-un moment dificil si a-1 asculta fara
intrerupere; Reflectarea - incurajarea pacientului sa reflecteze asupra sentimentelor
sale.

Pragmatica comunicérii, definita de Dragos (2000) drept stiinta care asigura
relatia dintre mesajul transmis si contextul comunicarii (timp, loc, persoand), se
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ocupa de dimensiunea practica si interactiva a limbajului, esentiald pentru functia
interpersonald. In terapia limbajului, aceasta vizeaza atit initierea, mentinerea si
incheierea conversatiilor, cat si utilizarea adecvata a formularelor de adresare,
ascultarea activa, respectarea randului la vorbire si gestionarea componentelor non-
verbale, aspecte generale, cit si aspectele specifice legate de comunicarea
diagnosticului, gestionarea emotiilor celor cu care ai relatia de comunicare
terapeutica, gestionarea timpului si a modului in care reusesti sa inchei o conversatie
intr-un context de comunicare cu o Incarcaturd afectiva specifica, gestionarea
propriilor experiente si comunicarea asertiva, empatica, fara ca aceasta sa fie mult
prea impersonald sau mult prea personald. Problematicile aceste pe care le putem
considera ca tindnd de pragmatica generald In comunicare se nuanteaza specific in
contextul terapeutic, In cazul nostru in contextul terapeutic logopedic.

2. Cadrul teoretic

2.1. Pragmatica comunicarii — definitie si relevanta

Pragmatica comunicérii este definitd de Dragos (2000) ca stiinta care
studiaza relatia dintre mesajul transmis si contextul in care acesta este emis si
receptionat, parametrii principali fiind timpul, locul si persoana implicatd in
interactiune. Din aceastd perspectivd, pragmatica se concentreaza asupra
dimensiunii active si practice a limbajului, facilitind indeplinirea functiei
interpersonale a comunicarii.

Aceasta dimensiune are caracter integrator, intrucat reuneste componentele
fonetico-fonologica, morfologica, lexico-semantica si sintactica ale limbajului intr-
un ansamblu functional, orientat cétre scopuri interactionale concrete. Astfel,
pragmatica presupune:

e abilitdti conversationale (initiere, mentinere, incheiere de conversatii);

e respectarea normelor sociale (formule de salut, adresare, politete);

e asumarea rolurilor de vorbitor si ascultator;

e coordonarea comunicarii verbale si non-verbale (gestica, mimica, postura,
contact vizual).

In context terapeutic, aceste elemente sunt esentiale pentru stabilirea unei
relatii de incredere cu beneficiarul si pentru adaptarea interventiei la particularitatile
acestuia.

2.2. Comunicarea dintre logopezi si parinti

In literatura de specialitate din ultima decada se accentueaza rolul unei
comunicari deschise si eficiente Intre logoped si parinte in contextul terapeutic,
studiile insistand asupra necesitatii considerarii parintilor ca parteneri activi in
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procesul terapeutic. Acest aspect presupune o implicare directd, la domiciliu, a
acestora, potentand si consolidand eforturile depuse de logoped si de alti membri ai
echipei multidisciplinare.

Colaborarea implicd Impartasirea de catre terapeuti si parinti a unor
cunostinte si a unor abilitati prin interactiuni suportive mutuale in dublu sens, dupa
cum afirma An si Palisano (2014). Studii recente s-au concentrat asupra colaborarii
dintre specialistii in terapia limbajului si parintii copiilor cu tulburari de limbaj
(Klatte si colab., 2024). Prezenta tulburdrilor de limbaj are deseori un impact
puternic atat asupra interactiunii parinte-copil, cat si asupra starii de bine psihologice
a pdrintilor, acestia simtindu-se nesiguri in privinta abilitatilor lor de a sprijini
dezvoltarea limbajului copilului lor (Jensen-de Lopez, 2021). De aceea, este cu atat
mai importantd orientarea specialistilor in terapia limbajului nu doar asupra
participarii si dezvoltarii abilitatilor copilului, dar si asupra stimularii si valorizarii
familiei (Klatte si colab., 2020).

Pe baza studiilor de specialitate, competentele logopezilor de a colabora cu
parintii pot fi definite in termeni informationali (legate de strategiile de angajare a
parintilor in procesul terapeutic), de cunoastere a dinamicii familiale (Hornby,
2011), de abilitati de comunicare, ascultare activa si cooperare (Warren si colab.,
2011, Roben si colab., 2012), de atitudini fatd de parinti. Dupa cum mentioneaza
Jerneja si colab. (2024), abilitatile pe care profesionistii trebuie sa le aiba pentru a
putea fi eficienti in colaborarea cu parintii copiilor cu tulburiri de limbaj se refera
cu precadere la comunicare. Calitatea interactiunilor cu parintele depinde
esentialmente de cea a comunicarii, iar studiile confirma faptul ca parintii apreciaza
abilitatile de comunicare si ascultare activa ca punct de plecare pentru construirea
unei relatii de incredere si de cooperare intre logoped si parinte (Wilson, 2016, Ross,
2018).

Un studiu recent scoate in evidentd unele convingeri specifice ale
terapeutilor din domeniul limbajului care influenteaza modalitatea de colaborare cu
parintii (Klatte si colab., 2025). In acest context, este importanti identificarea
prioritatilor, Ingrijorarilor si nevoilor parintilor, stabilirea obiectivelor terapiei de
limbaj pentru copii si operationalizarea acestor obiective Tmpreund cu parintii.
Perspectivele logopezilor asupra rolului lor profesional pot fi atribuite pregatirii,
reglementarilor care se bazeaza pe abordari centrate pe copil si asteptdilor din partea
parintilor. O colaborare eficientd cu périntii necesitd, ca urmare, din partea
terapeutilor, o atitudine facilitatoare. Aceasta implica lipsa prejudecatilor si a unor
prezumtii, recunoasterea faptului ca fiecare parinte iti foloseste cel mai bine resursele
disponibile, jucand un rol central in viata copilului lor. De aceea, terapeutul trebuie
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sd includa sistematic parintele in sesiunile terapeutice, sa inteleaga perspectivele
acestuia si sa 1l determine sa aleagd o modalitate eficientd de contributie in procesul
terapeutic al copilului (Reeder si Morris, 2021).

Un alt aspect care trebuie avut in vedere este cel al Increderii in sine si al
autoeficacitdtii profesionistilor din domeniul limbajului (Klatte si colab., 2025).
Multi dintre acestia mentioneazd nevoia de a se simti increzitori in competentele
proprii si 1n abilitdtile de colaborare cu parintii. Ei sunt mai predispusi spre folosirea
unor tipuri de interventii si spre integrarea acestora dacd se simt Increzatori in
propriile abilitati de adaptare la schimbare care pot determina indeplinirea
obiectivelor terapeutice (Damschroeder si colab., 2022).

2.3. Eficacitatea comunicationala si autoeficacitatea comunicationala

Eficacitatea comunicationald se refera la gradul de concordantd dintre
mesajul intentionat si cel efectiv inteles de interlocutor. Este un indicator al calitatii
actului comunicational, implicand atadt componenta expresiva (transmiterea clara a
mesajului), cat si componenta receptiva (intelegerea corecta a mesajului primit).

Autoeficacitatea comunicationalid este componenta subiectivd a acestui
concept si exprima nivelul de incredere pe care o persoana il are in propria capacitate
de a comunica eficient (Bandura, 1997), precum si auto-reglarea proceselor mentale,
motivatiei, starilor fiziologice necesare comunicdrii eficiente intr-o situatie data,
increderea individului in faptul ca poate implementa cu succes abilitétile pe care le
detine pentru comunicarea eficienta (Hodis & Hodis, 2012). In domeniul sanatatii si
al psihopedagogiei, autoeficacitatea comunicationala este esentiala, deoarece
influenteaza:

e modul de gestionare a situatiilor cu Incarcatura emotionala ridicata;

e capacitatea de adaptare la diverse tipologii de beneficiari;

e mentinerea unei relatii functionale si de sprijin cu apartinatorii.

2.4. Autoeficacitatea comunicationala in context psihopatologic

In contexte patologice, evaluarea autoeficacititii comunicative are dubla
relevanta:

1. La nivelul profesionistului — pentru identificarea nevoilor de formare in
gestionarea  emotiilor, comunicarea vestilor dificile, abordarea
comportamentelor agresive sau violenta verbal, si implicarea beneficiarilor
in decizii.

2. La nivelul persoanei cu tulburiri de comunicare — pentru aprecierca
impactului unei afectiuni (ex. afazie, tulburare neurologicd) asupra
capacititii de interactiune si pentru monitorizarea progresului in terapie.

263



TRANSVERSAL PERSPECTIVES IN EDUCATION. SKILLS FOR THE FUTURE

2.5. Instrumente de evaluare a dimensiunilor pragmatice
Evaluarea eficacitatii si autoeficacitatii comunicationale se realizeaza prin

instrumente validate international:

Self-Efficacy Questionnaire (SE-12) — creat de Axboe, Christensen,
Kofoed si Ammentorp (2016), vizeaza autoevaluarea competentelor clinice
de comunicare ale profesionistilor din sdnatate. Are doud sectiuni:
comunicarea cu pacientul (12 itemi) si gestionarea situatiilor
conversationale specifice cu pacienti/rude (5 itemi). Masoara competente
precum identificarea nevoilor, structurarea conversatiei, exprimarea
empatiei, adaptarea mesajului si verificarea intelegerii.

Communicative Effectiveness Index (CETI) — elaborat de Lomas si
colab. (1989), cuprinde 16 itemi evaluati pe o scald vizualad analogica. Este
utilizat in special in afazii si alte tulburari neurologice, pentru a cuantifica
nivelul de functionalitate comunicativa in contexte cotidiene.
Communicative Effectiveness Survey (CES) — chestionar cu 8 itemi ce
exploreaza  eficacitatea  comunicdrii In  contexte  contrastante
(familiare/nefamiliare, zgomotoase/silencioase, fata-in-fatd/telefon etc.).
Aceste instrumente nu doar cd masoard performanta, dar pot fi reaplicate

pentru a urmari progresul terapeutic.

2.6. Dimensiunea psihopedagogica si implicatiile practice
In psihopedagogie, dezvoltarea competentelor pragmatice este un obiectiv

transversal, deoarece acestea sprijind integrarea sociald, Invatarea si adaptarea

comportamentald. Pentru profesionistii implicati direct in relatia cu beneficiarii

(logopezi, profesori, psihopedagogi), capacitatea de a asculta activ, de a formula

mesaje clare si de a adapta limbajul la context si persoand nu este doar o abilitate

profesionald, ci un element central al succesului interventiei educationale si

terapeutice.

Formarea continua in vederea dobandirii unor abilitati cat mai eficiente si

pragmatice de comunicare are efecte directe asupra:

calitatii relatiei terapeutice;

implicarii beneficiarului;

eficientei procesului de recuperare sau invatare;

reducerii tensiunilor si conflictelor in interactiunile cu apartindtorii.

In acest context, s-a urmdrit traducerea, adaptarea si validarea instrumentului

Self-Efficacy Questionnaire (SE-12), elaborat de Axboe, Christensen, Kofoed si
Ammentorp (2016) pentru categoria profesionald a logopezilor.
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3. Metodologie

3.1. Participanti

Dupa traducerea si adaptarea intrebarilor categoriei specifice a logopezilor
s-a transmis acest instrument membrilor ASTTLR-Asociatia Specialistilor in
Terapia Tulburarilor de Limbaj din Roméania. Au fost completate 170 de chestionare.
Experienta in domeniu a celor care au completat chestionarele este variabila: peste
10 ani (74,1%), 5-10 ani (9,4%), 2-5 ani (7,1%) si mai putin de 2 ani (9,4%).

3.2. Instrument

Self-efficacy questionnaire (SE-12, Axboe, Christensen, Kofoed si
Ammentorp, 2016) destinat masurdrii autoeficacitatii profesionistilor din domeniul
sanatatii In ceea ce priveste abilitatile lor de comunicare clinicd constd din 12
intrebari, fiecare incepand cu formularea: ,,Cat de sigur sunteti ca puteti reusi sa...”,
urmata de o abilitate specifici de comunicare. Completarea acestuia presupun
notarea pe o scald Likert, unde 1 inseamna foarte nesigur, iar 10 foarte sigur. Acest
instrument are o consistenta interna ridicata - Cronbach’s a 0,95, fiabilitate test-retest
0,71, ceea ce 1l face a fi un instrument fiabil pentru autoevaluarea abilitatilor de
comunicare clinica. Este, de asemenea usor de utilizat si poate fi administrat
electronic.

3.3. Procedura

Chestionarul a fost distribuit online, raspunsurile fiind anonime.
Participantii au evaluat nivelul de sigurantd perceput in diverse contexte
conversationale, inclusiv gestionarea emotiilor pacientilor, comunicarea vestilor
dificile si implicarea beneficiarilor in luarea deciziilor.

4. Rezultate si discutii

Analiza datelor obtinute prin aplicarea chestionarului SE-12 la un lot de 170
de profesionisti din domeniul sdnatatii si educatiei speciale a evidentiat o serie de
tendinte relevante privind perceptia asupra autoeficacititii comunicationale. In acest
articol se vor detalia datele care vizeaza legdtura dintre formarea profesionald in
vederea dezvoltarii de abilititi de comunicare eficiente si nivelul perceput de
auteficacitate comunicationla in context terapeutic logopedic.

Rezultatele globale aratd o corelatie pozitiva intre participarea la cursuri de
formare in abilitdti de comunicare si scorurile de autoeficacitate raportate.
Participantii care au beneficiat de formare formald au raportat:

e niveluri mai ridicate de incredere in gestionarea situatiilor conversationale
complexe;
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e variatie mai scazutd a raspunsurilor, ceea ce sugereazd o competentd mai
stabild si mai putin dependenta de factori contextuali;
e 0 mai buna capacitate de adaptare la nevoile individuale ale beneficiarilor.
4.1. Gestionarea dimensiunii emotionale a comunicarii
Unul dintre aspectele cele mai dificile raportate a fost gestionarea emotiilor
si a sensibilitatii emotionale ale pacientilor sau rudelor acestora. Chiar si in randul
celor cu experientd, aceasta dimensiune a necesitat un nivel mai mare de competente
empatice si strategii de reglare emotionald, confirméand datele din literatura conform
carora componenta afectiva a interactiunii terapeutice solicita resurse profesionale si
personale considerabile. (Mata et al., 2021). Dat fiind ca In munca terapeutica sunt
implicate numeroase aspecte care tin de nevoile clientilor, suferintele acestora,
disponibilitatea emotionald a profesionistului este esentiald pentru calitatea

serviciilor.
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terminarea studiilor?

Figura 1 relevd comparatia intre nivelul de incredere al persoanelor in
gestionarea emotiilor si sensibilititii emotionale a pacientilor/rudelor (variabila 13)
in functie de participarea sau nu la un curs de formare 1n abilitati de comunicare
(variabila 23). Participarea la cursuri de formare in comunicare pare corelatd cu o
incredere mai mare in gestionarea emotiilor pacientilor si rudelor. Cei care nu au
participat raporteaza, in medie, un nivel mai mic de incredere, cu mai multe variatii

si valori extreme scazute.
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4.2. Abordarea comportamentelor conflictuale si a situatiilor care

presupun comunicarea de informatii negative

Gestionarea pacientilor sau apartinatorilor furiosi a fost un alt domeniu in
care formarea profesionald a demonstrat impact. Cei instruiti in vederea dezvoltarii
de abilitati de comunicare au raportat o capacitate mai mare de a evita conflicte, de
a mentine controlul conversatiei si de a reconstrui cadrul relational. Aceste rezultate
se aliniaza studiilor internationale care evidentiaza rolul tehnicilor de comunicare
asertiva si al strategiilor de mediere verbala in reducerea tensiunilor.

Overton & Lowry (2013) sumarizeazd urmatoarele principii comune care
stau la baza tuturor modelelor de gestionare eficienta a conflictelor: (1) Conflictul
este inevitabil si poate avea consecinte pozitive sau negative, in functie de modul in
care este gestionat. (2)Rezultatele sunt mai bune in cazul implicarii active decét in
cazul evitarii.(3) Oamenii trebuie motivati sd abordeze conflictul.(4) Abilitatile
comportamentale, cognitive si emotionale pot fi dobandite.(5) Abilitatile emotionale
necesita constientizare de sine.(6) Mediul trebuie sd fie neutru si sa ofere un
sentiment de siguranta.

O descriere a unui mediu sigur este cea caracterizatd de respect reciproc si
scop comun. Respectul reciproc implica utilizarea unui ton al vocii, a cuvintelor si a
expresiilor faciale care transmit respectul fatd de ceilalti ca fiinte umane. Scopul
comun Inseamnd urmarirea atingerii aceluiasi obiectiv de rezolvare a problemelor.
(Patterson et al. 2005).

Mediul trebuie sa fie neutru si sd ofere un sentiment de siguranta.
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terminarea studiilor?
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Acest al doilea boxplot ilustreaza nivelul de incredere al participantilor in
capacitatea de a gestiona pacienti/rude furioase (Intrebarea 14) in functie de
participarea la un curs de formare in abilititi de comunicare (intrebarea 23).
Participarea la cursuri de formare in comunicare pare sa fie asociatd cu un nivel mai
mare de Incredere in gestionarea pacientilor sau rudelor furioase, a celor care cauta
sa faca coping cu situatia generand un conflict.

Situatiile care pot genera conflicte sunt mai ales acelea care presupun
comunicarea de informatii negative, vesti mai putin placute sau asteptate de
apartindtori. Si In cazul asocierii increderii participantilor la studiu legat de
capacitatea lor de a comunica vesti neplacute (intrebarea 15) si participarea la cursuri
de formare care tintesc aceasta abilitate de comunicare pragmatica in context clinic
(Intrebarea 23) este identificatd corelatia pozitivd. Grupul ,,nu stiu” din nou se
remarca printr-o incredere foarte mare, ceea ce poate indica alte surse de
pregatire/influenta (ex. experienta personala sau profesionala).
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4.3. Gestionarea resursei timp
Capacitatea de a gestiona eficient timpul alocat pacientilor si rudelor a
fost perceputa pozitiv de cei cu formare specificd in acest sens. Aceasta abilitate
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combind aspecte organizatorice cu elemente de comunicare pragmaticd, precum
structurarea clara a discutiei si focalizarea pe obiective comune. Interesant este faptul
ca grupul ,,nu stiu” in privinta participarii la cursuri a raportat scoruri ridicate, ceea
ce poate sugera dobandirea abilititilor prin experientd practicd, mentorat sau

autoformare.
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4.4. Implicarea beneficiarilor in luarea deciziilor

Un rezultat important a fost corelatia intre formare si capacitatea de a
implica pacientii/apartinatorii in procesul decizional. Acest aspect este esential
din perspectiva psihopedagogicd, deoarece participarea activa a beneficiarului in
planificarea interventiei creste motivatia, aderenta la tratament si satisfactia fata de

serviciile primite.
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4.5. Interpretarea globala a datelor

Analiza cumulativa a raspunsurilor indicd faptul ca dimensiunea
emotionala a interactiunii terapeutice este perceputa ca mai provocatoare decét
dimensiunea cognitivi sau organizatorica. Astfel, desi abilitatile tehnice
(structurarea discutiei, clarificarea informatiilor) sunt importante, cele care implica
reglarea emotiilor si construirea unei relatii empatice necesitd formare continud si
suport profesional.

De asemenea, datele sugereaza cd experienta profesionald indelungata nu
garanteaza neaparat un nivel ridicat al autoeficacitétii comunicationale daca nu este
dublata de formare specifica. Aceasta confirma importanta includerii modulelor de
comunicare pragmatica in curricula initiald a formarii profesionistilor din domeniul
sanatatii si educatiei speciale, precum si in programele de perfectionare continua.

5. Concluzii

Datele au evidentiat o corelatie pozitiva intre participarea la cursuri de
formare in comunicare si nivelul autoeficacititii percepute. Aceste rezultate
confirmd importanta formdrii continue 1in dezvoltarea competentelor
comunicationale, nu doar ca element de sprijin emotional, ci si ca instrument
functional de crestere a eficientei terapeutice. Comunicarea eficientd, in special in
situatii cu Incarcatura emotionald, trebuie privitd ca o competentd profesionald de
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bazd, avand implicatii directe asupra motivatiei si progresului beneficiarilor. Avand
in vedere cd in domeniul logopedic, cazuistica cu care terapeutii ajung sd se
confrunte din ce in ce mai mult este una cu afectare severa, multidimensionata, cu
atat mai mult rezultatele acestei cercetari ar trebui sa se oglindeasca la nivelul unor
cursuri de formare continud care sa raspunda nevoilor efective, practice, din teren
ale logopezilor.
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Abstract: Problematic smartphone use (PSU) among high school students is a growing
challenge that has implications for academic performance, mental health, and psychosocial
development. Recent research suggests that poor emotional regulation and reduced self-
control are key psychological mechanisms underlying PSU. This article presents the
phenomenon of problematic smartphone use among high school students, starting from the
conceptualization of PSU, based on current psychological literature. In addition, it provides
an overview of the prevalence of PSU both globally and in Romania, highlighting national
statistics that underscore the urgent need to address this phenomenon. Furthermore, the
article presents intervention strategies aimed at improving emotional regulation and self-
control as means of reducing problematic smartphone use among adolescents. The proposed
approach integrates cognitive reappraisal technique and goal-setting interventions to
strengthen students' ability to manage emotional triggers and control the tendency to access
their smartphones impulsively. The practical implications of the results presented in the paper
include the need to train teachers in emotional coaching, the inclusion of digital well-being
in health education, and the involvement of parents to reinforce self-control strategies within
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the family. In cotrast to restrictive approaches (restricting access to smartphones), the
approach presented in this paper focuses on developing students’ psychological resources.
Keywords: problematic smartphone use, adolescence, intervention, emotional regulation
strategies, self-control.

Rezumat: Utilizarea problematica a smartphone-ului (abreviat, PSU) in randul elevilor de
liceu constituie o provocare tot mai mare, care are implicatii asupra performantelor scolare,
sanatatii mintale si dezvoltarii psihosociale. Cercetarile recente sugereaza ca reglarea
emotionald deficitara si autocontrolul redus constituie mecanisme psihologice cheie care stau
la baza PSU. Acest articol prezintd fenomenul utilizdrii problematice a smartphone-ului in
randul elevilor de liceu, pornind de la conceptualizarea PSU, fundamentata pe literatura
psihologici actuala. In plus, oferd o imagine de ansamblu asupra prevalentei PSU atét la nivel
global, cat si in Romania, evidentiind statisticile nationale care subliniaza necesitatea urgenta
de a aborda acest fenomen. Totodata, articolul prezinta strategii de interventie care vizeaza
imbunatatirea regldrii emotionale si a autocontrolului, ca mijloace de reducere a utilizarii
problematice a smartphone-ului in randul adolescentilor. Abordarea propusa integreaza
reevaluarea cognitiva si interventii de stabilire a obiectivelor pentru consolidarea capacitatii
elevilor de gestionare a factorilor declansatori emotionali si de control al tendintei de a accesa
smartphone-ul in mod impulsiv. Implicatiile practice ale rezultatelor prezentate in lucrare
includ necesitatea formarii profesorilor in coaching emotional, includerea bunastarii digitale
in educatia pentru sandtate si implicarea pdrintilor pentru a consolida strategiile de
autocontrol, in familie. Spre deosebire de abordarile de tip restrictiv (restrictionarea accesului
la smartphone), abordarea prezentata in cadrul acestei lucrari se concentreazd asupra
dezvoltarii resurselor psihologice ale elevilor.

Cuvinte-cheie: utilizarea problematicd a smartphone-ului, adolescenta, interventie, strategii
de reglare emotionald, autocontrol.

1. Introducere

In ultimele decenii, accesibilitatea smartphone-urilor la nivel global a
inregistrat o crestere considerabila. Rezultatele unui sondaj efectuat in 2023 au aratat
cd 95% dintre adolescentii americani, cu varste cuprinse intre 13 si 17 ani si
aproximativ 43% dintre copiii cu varste cuprinse intre 8 si 12 ani aveau acces la un
smartphone. De asemenea, potrivit sondajului, pana la varsta de 18 ani, aproape toti
tinerii detin un smartphone (ACT for Youth Center for Community Action, 2024).
Statisticile disponibile la nivel national privind disponibilitatea si utilizarea
smartphone-ului in randul adolescentilor sunt comparabile cu cele disponibile la
nivel international. Mai specific, datele publicate in anul 2020 au aratat ca
aproximativ 86% dintre copiii si adolescentii din Romania utilizau zilnic
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smartphone-ul pentru a naviga pe internet, comparativ cu doar 2%, in anul 2010
(Samahel et al., 2020).

Odatd cu extinderea accesului la smartphone-uri si cu multiplicarea
utilizatorilor, literatura de specialitate semnaleaza aparitia unor comportamente de
utilizare problematica a acestor dispozitive si a unor efecte negative asupra sanatatii
psihice si fizice (Elhai et al., 2017; Busch et al., 2021; Fischer-Grote et al., 2021).

Utilizarea problematica a smartphone-ului (PSU) reprezinta incapacitatea de
a autolimita utilizarea smartphone-ului si a fost asociata cu efecte negative asupra
functionalitatii persoanei (Horwood & Anglim, 2018; Panova & Carbonell, 2018;
Cilugar & Buzgar, 2025). PSU este un fenomen cu o prevalenta in crestere, la nivel
global, adolescentii fiind frecvent afectati (Olson et al., 2022).

La nivel international, se poate observa o intensificare a demersurilor
investigative desfasurate in ultimul deceniu, care au avut ca scop identificarea
prevalentei utilizarii problematice a smartphone-ului, a predictorilor si a efectelor
negative corelate acestui fenomen, in special la varsta adolescentei (Busch et al.,
2021; Harris et al., 2020; Elhai et al., 2019; Yang et al., 2020; Sunday et al., 2021;
Long et al., 2016).

In ceea ce priveste situatia din Romania, remarcam ci ne situim in stadiile
incipiente din perspectiva intelegerii (stiintifice) a raspandirii si manifestarii
utilizarii problematice a smartphone-ului, precum si din punct de vedere al articularii
unor strategii de preventie/interventie bazate pe dovezi stiintifice. Cu toate ca exista
putine studii care au adresat acest fenomen, rezultatele raportate evidentiaza:

- o prevalenta ridicata a utilizarii problematice a smartphone-ului in randul

tinerilor din Romania: aproximativ 1 din 3 tineri, elevi de liceu si studenti, au

inregistrat niveluri problematice ale utilizarii smartphone-ului (Cocorada et

al., 2018);

- asocieri ale utilizarii problematice a smartphone-ului cu probleme de

sanatate mintald (Poetaru et al., 2024);

- vulnerabilitate ridicata a elevilor de liceu fatd de instalarea tiparelor de

utilizare problematicd a smartphone-ului (Cocorada et al., 2018).

Rezultatele celor doua studii pot fi interpretate ca un semnal de alarma privind
necesitatea de a dezvolta programe de preventie si interventie pentru reducerea PSU
in randul elevilor de liceu. La momentul redactarii acestei lucrari, masurile de
interventie identificate la nivel national erau exclusiv de naturd restrictiva -
interzicerea utilizarii smartphone-ului pe perioada orelor de curs (Legea
Invatamantului Preuniversitar, 2023). Nu am identificat programe sau strategii de
preventie/interventie recomandate la nivel national, implementabile 1n scoli, care sa
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vizeze modificarea tiparelor comportamentale de utilizare a smartphone-ului prin
dezvoltarea resurselor psihologice ale elevilor. Cu toate acestea, cercetarile
desfasurate international sugereaza cd intarirea resurselor psihologice ale elevilor (de
ex., dezvoltarea strategiilor de reglare emotionald), poate avea efecte pozitive asupra
comportamentului digital al elevilor, contribuind la comportamente mai echilibrate
de utilizare a dispozitivelor digitale (Efinger et al., 2019; De-Sola Gutiérrez et al.,
2016).

In continuare, sunt prezentate puncte-cheie de interventie asupra utilizarii
problematice a smartphone-ului - prin dezvoltarea reglarii emotionale si a
autocontrolului, doud dimensiuni psihologice pe care literatura de specialitate
internationald le considera relevante din perspectiva preventiei si interventiei
(Efinger et al., 2019; De-Sola Gutiérrez et al., 2016; Elhai et al., 2019; Rozgonjuk et
al., 2021; West et al., 2021; Zahrai et al., 2002; Wills et al., 20006).

2. Dimensiuni ale interventiei pentru reducerea PSU

Rezultatele cercetarilor sugereaza faptul ca strategiile adaptative de reglare
emotionald gi abilitatile de autoreglare sunt corelate negativ cu severitatea utilizarii
problematice a smartphone-ului (Elhai et al., 2019; Rozgonjuk et al., 2021; Calugar
& Buzgar, 2025). Elevii si adultii care dispun de mecanisme sdndtoase pentru
gestionarea emotiilor (de ex., reevaluarea cognitiva, rezolvarea constructiva a
problemelor sau acceptarea emotiilor) si care manifestd un nivel ridicat de
autocontrol au o probabilitate mai scdzuta de a dezvolta un tipar de utilizare
problematicad a smartphone-ului (Gross & John, 2003; Michelson et al., 2022;
Wolgast et al., 2011). O potentiala explicatie a acestor asocieri este ca persoanele cu
abilitati bune de autoreglare nu recurg atét de frecvent la utilizarea smartphone-ului
ca mijloc de evitare sau de diminuare rapida a emotiilor negative. In schimb, acestea
pot gestiona situatiile stresante prin strategii interne (de ex., reinterpretarea pozitiva
sau cautarea de suport social direct) farad a depinde de stimularea externa imediata pe
care o oferd telefonul (de ex., divertismentul accesibil pe platformele de social
media).

Rezultatele obtinute de Elhai et al. (2019) arata ca reglarea emotiilor prin
evitarea experientelor neplacute este un predictor al utilizdrii problematice a
smartphone-ului, in timp ce strategiile adaptative reduc riscul acestei forme de
comportament problematic. Similar, Rozgonjuk si colegii (2021) evidentiaza faptul
ca nivelul ridicat al autocontrolului este asociat cu o frecventd mai scdzuta a
comportamentelor disfunctionale legate de smartphone.
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In baza rezultatelor prezentate anterior, cei doi factori - reglarea emotionala,
autocontrolul - ar putea constitui elemente-cheie in proiectarea interventiilor pentru
reducerea PSU, 1n context scolar (Figura 1). Consolidarea strategiilor de reglare
emotionald si dezvoltarea autocontrolului ar putea fi asociate cu diminuarea tendintei
de a utiliza smartphone-ul ca mijloc de evitare a emotiilor negative sau ca modalitate
de gestionare dezadaptativa a acestora, reducand astfel riscul aparitiei si mentinerii
PSU.

RN

Interventie pentru
reducerea PSU

~
A =N

Reglare emotionala Autocontrol

N N

Figura 1. Dimensiuni ale interventiei pentru reducerea utilizarii problematice

a smartphone-ului, in rindul elevilor de liceu

2.1.Dezvoltarea strategiilor de reglare emotionala

Reglarea emotionald se refera la procesele prin care o persoana influenteaza
emotiile pe care le trdieste, momentul si modul in care le experimenteaza si
modalitatea de exprimare a acestora (Gross, 1998; Gross, 2008; Calugar & Buzgar,
2025). Utilizarea strategiilor de reglare emotionala are ca efect, dupa caz,
diminuarea, mentinerea sau intensificarea emotiilor experimentate (Gross, 2008;
Cilugar & Buzgar, 2025). Pentru a exemplifica aceasta definitie, s presupunem ca
un elev primeste o notd mai micd decat se astepta la un test si simte tristete si
frustrare. Pentru a-si diminua emotiile negative, deschide smartphone-ul si urmareste
cateva videoclipuri amuzante pe o platforma de social media. Aceasta activitate 1i
distrage atentia de la gandurile legate de nota primita si 1i oferd un ,,remediu” rapid
pentru alinarea disconfortului emotional experimentat. In acest exemplu, telefonul
este folosit ca instrument de reglare emotionala, iar strategia de reglare emotionala
utilizata este bazata pe distragerea atentiei (o strategie bazata pe evitare). Pe termen
scurt strategia de reglare emotionald bazata pe distragerea atentiei contribuie la
diminuarea intensitatii emotiilor negative (de ex., tristete, frustrare), insa pe termen
lung, strategia este dezadaptativa, fiind asociata cu adaptare deficitara la factorii de
stres si cu dificultati de reglare emotionald (Duvenage et al., 2020).
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In cadrul acestei lucriri vom prezenta succint trei strategii adaptative de
reglare emotionald (Figura 2), care pot fi cultivate in mediul scolar si vom
exemplifica activitati care pot sd contribuie la dezvoltarea fiecarei strategii (i.e.,
reevaluarea cognitivd, rezolvarea de probleme, recunoasterea si acceptarea
emotiilor).

VRN

Strategii adaptative de
reglare emotionala

~
N

S

Reevaluarea cognitiva Rezolvarea de probleme

=

Recunoasterea si
acceptarea emotiilor

N N N

Figura 2. Exemple de strategii adaptative de reglare emotionala

a) Reevaluarea cognitiva

Reevaluarea cognitiva este o strategie de reglare emotionald adaptativa, prin
care o persoand isi schimba modul de interpretare a unei situatii, cu scopul de a
modifica impactul emotional al acesteia (Gross & John, 2003). De exemplu, un elev
care primeste o notd micd la un test poate folosi reevaluarea cognitiva pentru a
interpreta situatia nu ca un ,,esec definitiv”, ci ca o ,,oportunitate de invatare si de
imbunatatire pentru situatiile de evaluare viitoare”. A doua interpretare
(exemplificatd anterior) se va asocia cu o intensitate mai scazuta a emotiilor negative
si cu reactii emotionale (mai) functionale.

Pentru a cultiva utilizarea reevaludrii cognitive, cadrele didactice sau
consilierii scolari pot propune elevilor o activitate in cadrul careia elevii primesc
diverse scenarii (ex. ,,prietena ta/prietenul tau ti-a refuzat invitatia de a iesi in oras
cu tine”). Elevii vor fi incurajati sa identifice interpretarea negativa automata care ar
putea sa apara (de ex., ,,prietena mea/prietenul meu nu vrea sa se vada cu mine pentru
ca nu sunt interesant/a”) si sa gaseasca explicatii alternative ale comportamentului
persoanei din scenariu (de ex., ,,era obosit/d, era preocupat/a de o problema
personald”).
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b) Rezolvarea de probleme

Rezolvarea de probleme este o strategie adaptativd de reglare emotionala,
orientatd spre actiune, prin care o persoand identifica, analizeaza si implementeaza
solutii concrete pentru a gestiona situatiile care genereaza emotii negative sau stres
(Aldao & Nolen-Hoeksema, 2012; Blanchard-Fields et al., 2004). Strategia se
bazeazd pe asumptia cd emotiile negative apar frecvent ca raspuns la dificultati
percepute ca depdsind resursele personale. Rezolvarea de probleme contribuie la
redobandirea sentimentului de control, acesta fiind asociat la randul siau cu scaderea
intensitatii emotiilor neplacute (Michelson et al., 2022).

Consilierii scolari pot sd contribuie la dezvoltarea strategiei de rezolvare de
probleme, in randul elevilor, prin desfagurarea unor activitati structurate astfel:

- identificarea clara a unor probleme curente cu care se confrunta elevii si care
sunt generatoare de stres/emotii negative;

- generarea de solutii posibile (de ex., prin brainstorming);

- evaluarea costurilor si beneficiilor asociate fiecarei solutii identificate in pasul
anterior;

- alegerea si implementarea celei mai bune solutii;

- evaluarea rezultatului si invatarea din experienta;

¢) Recunoasterea si acceptarea emotiilor

Recunoagterea si acceptarea emotiilor reprezintd o strategie de reglare
emotionald adaptativa, prin care o persoana identificd emotiile resimtite (de ex.,
tristete, anxietate) si accepta emotiile ca reactii normale la evenimentele de viata,
fard a le judeca sau suprima (Dan-Glauser & Gross, 2015). Spre deosebire de
strategiile dezadaptative de reglare emotionala, precum suprimarea, acceptarea
emotiilor a fost asociatd cu scaderea nivelului de stres subiectiv, diminuarea
reactiilor fiziologice asociate cu emotii negative si reducerea evitarii
comportamentale (Dan-Glauser & Gross, 2015; Wolgast et al., 2011).

Pentru dezvoltarea acestei strategii in randul elevilor, una dintre activitatile pe
care poate si le propund consilierul scolar este Jurnalul emotional. Elevii vor nota
intr-un jurnal situatiile stresante prin care au trecut, emotiile resimtite in acel context
si modul in care si-au gestionat emotiile. O datd pe sdptdmana se va organiza o
intalnire coordonata de consilierul scolar, in cadrul careia elevii, In mod voluntar vor
impartasi experientele lor emotionale si modul in care le-au gestionat. Activitatea
poate sa contribuie la alfabetizarea emotionald a elevilor, normalizarea trairilor prin
experientele Tmpartasite de catre alti colegi, acceptarea emotiilor negative ca
experientd umana fireasca si la dezvoltarea autoreglarii prin reflectie (Kauer et al.,
2012).
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2.2.Dezvoltarea abilitatilor de autocontrol

Tangney et al. (2018) defineste autocontrolul ca ,,abilitatea de a intrerupe sau
de a schimba raspunsurile interne si tendintele comportamentale nedorite si de a
infrana actiunea in baza lor” (p. 274). Autocontrolul implicd persistentd in
comportamentele congruente cu scopurile si obiectivele personale, controlul
impulsului si rezistentd in fata tendintelor comportamentale incompatibile cu
obiectivele (Grund & Senker, 2018; Tice & Bratslavsky, 2000; Calugar & Buzgar,
2025).

Studiile aratd cd nivelul scézut al autocontrolului constituie un predictor
puternic al utilizarii problematice a smartphone-ului, in adolescenta (Lee et al., 2018;
Zhao et al., 2024; Horwood & Anglim, 2021). Autocontrolul deficitar favorizeaza
utilizarea compulsivd a smartphone-ului. Adolescentii cu un nivel redus de
autocontrol sunt mai predispusi sa utilizeze smartphone-ul ca mijloc de evitare a
emotiilor negative (de ex., anxietate, plictiseald, singuratate), contribuind astfel la
mentinerea si agravarea PSU (Gtilden & Polat, 2024).

Oettingen et al. (2015) prezintd doud mecanisme care contribuie la
autocontrol. Primul dintre acestea se referd la compararea in plan mental a unei
finalitati viitoare dorite (de ex., obtinerea unei note mari la un proiect scolar) cu
realitatea din prezent, care prezinta obstacole 1n realizarea viitorului dorit si imaginat
(de ex., lipsa materialelor pentru realizarea unui proiect estetic si bine documentat).
Compararea in plan mental a celor doua stari (reald, actuala vs. doritd) este denumita
contrastare mentald (Oettingen et al., 2015). Al doilea mecanism care contribuie la
autocontrol este reprezentat de intentiile de implementare, definite de autori ca
planuri concrete care delimiteaza spatial, temporal si instrumental modalitatea in
care o persoand va desfasura actiuni necesare pentru atingerea obiectivului sau
(Oettingen et al., 2015). Intentiile de implementare se formuleaza specific, ,,Daca
apare situatia X, voi face comportamentul Y.” (Oettingen et al., 2015; Calugar &
Buzgar, 2025). Aceste formuldri diminueazd distanta dintre intentii si actiuni
(Oettingen et al., 2015). Pornind de la mecanismele prezentate anterior, propunem
in continuare o activitate care, sub coordonarea consilierului gcolar, poate sa
contribuie la dezvoltarea autocontrolului in randul elevilor de liceu.

Elevii vor primi o fisa de lucru, pe care vor nota un obiectiv personal legat de
utilizarea telefonului (de ex., ,,sa nu verific telefonul pe durata timpului alocat pentru
completarea temelor”). Elevii vor vi incurajati sd isi imagineze si sd noteze
beneficiile atingerii obiectivului (de ex., ,,voi fi mai concentrat, voi incheia mai
repede temele pentru acasa, imi va raméane mai mult timp liber dupa-masa”). Elevii
vor fi ghidati de cétre consilierul scolar pentru a identifica obstacolele interne si
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externe in atingerea obiectivului (de ex., ,,sunt tentat sd verific notificarile”, ,,ma
plictisesc”, ,.telefonul e la Indemana, pe birou”, etc.) si vor transforma (cu sprijinul
consilierului) obstacolele in planuri de actiune (de ex., ,,Dacad sunt tentat sa iau
telefonul 1n timpul studiului, atunci il voi pune in sertar si imi voi seta un cronometru
de 30 de minute.”). Consilierul va incuraja monitorizarea progresului in
implementarea planului, pe parcursul unei saptimani.

3. Discutii

Argumentele expuse anterior in aceastd lucrare indica, pe de-o parte, spre
necesitatea de a dezvolta strategii de interventie bazate pe dezvoltarea resurselor
psihologice ale elevilor, pentru reducerea utilizarii problematice a smartphone-ului
si, pe de alta parte, evidentiaza strategiile de reglare emotionald si autocontrolul ca
factori psihologici cu valoare predictiva in instalarea si mentinerea acestei probleme.

In cadrul lucrrii, am exemplificat cAteva activitati care pot fi implementate in
mediul scolar si care, in baza rezultatelor studiilor desfasurate international, ar putea
sd contribuie la comportamente digitale mai echilibrate, non-problematice.
Valorificarea rezultatelor studiilor desfasurate international (prezentate succint
anterior), in cadrul unor programe de interventie pentru reducerea PSU, in contextul
educational din Romania, poate avea o serie de implicatii practice pentru elevi,
institutiile de invatamant si la nivelul politicilor educationale nationale.

Pentru elevi, introducerea unor activitati axate pe dezvoltarea strategiilor de
reglare emotionala ar putea avea numeroase beneficii precum: dezvoltarea abilitatii
de a identifica gandurile automate negative si de a le reformula in mod constructiv,
dobandirea unor strategii adaptative de diminuare a intensitatii emotiilor negative,
imbunatatirea capacitatii de a analiza situatiile dificile cu care se confrunta si de a
genera alternative de raspuns, dezvoltarea abilitatii de a alege solutii eficiente si
adaptative, 1n locul evitarii sau al reactiilor impulsive, etc.

De asemenea, activitdtile care vizeazd dezvoltarea autocontrolului pot sa
contribuie la cresterea constientizarii obstacolelor interne (de ex., impulsuri, ganduri
automate) si externe (de ex., proximitatea smartphone-ului in toate momentele zilei)
care apar in atingerea obiectivelor personale sau educationale si la reducerea
comportamentelor impulsive legate de utilizarea smartphone-ului.

Printre implicatiile practice ale rezultatelor prezentate anterior in lucrare, la
nivelul institutiilor de invatamdnt se regasesc: necesitatea formarii profesorilor
pentru a putea implementa si integra in activitatile educationale elemente care pot sa
contribuie la dezvoltarea strategiilor de reglare emotionala ale elevilor si la cresterea
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nivelului de autocontrol, includerea bunastarii digitale in educatia pentru sénatate si
implicarea parintilor, ca parteneri, in programele de interventie destinate elevilor.
Nu 1n ultimul rand, rezultatele studiilor internationale, care arata ca strategiile
de reglare emotionala si autocontrolul sunt predictori ai utilizarii problematice a
smartphone-ului, alaturi de argumentele expuse anterior in aceasta lucrare, pot avea
implicatii pentru politicile educationale din Romdnia, pentru fundamentarea unor
masuri adaptate contextului social, cultural si economic romanesc, precum:
integrarea competentelor socio-emotionale in curriculumul national, similar
initiativelor de tip social-emotional learning (SEL) promovate la nivel European,
formarea cadrelor didactice in recunoasterea si sprijinirea dezvoltarii autocontrolului
si autoregldrii emotionale la elevi, dezvoltarea de politici privind utilizarea
smartphone-ului in scoald, care sd cuprinda programe educative, nu doar restrictii si
dezvoltarea si testarea unor programe de interventie pilot, pentru reducerea utilizarii
problematice a smartphone-ului, in randul elevilor de liceu din Romania.

4. Concluzii

Rezultatele cercetdrilor internationale subliniazd cé strategiile de reglare
emotionala si autocontrolul reprezinta predictori importanti ai utilizarii problematice
a smartphone-ului in adolescenta (Elhai et al., 2019; Gross & John, 2003; Aldao &
Nolen-Hoeksema, 2012; Blanchard-Fields et al., 2004; Rozgonjuk, & Elhai, 2021).
In acest sens, interventiile educationale implementate in licee pot contribui la
preventia si reducerea comportamentelor digitale problematice, prin dezvoltarea
abilitatilor de identificare si acceptare a emotiilor, exersarea reevaludrii cognitive si
a rezolvarii de probleme, precum si prin consolidarea autocontrolului prin tehnici
validate empiric, precum contrastarea mentald si formularea intentiilor de
implementare (Oettingen et al., 2005).

Integrarea unor programe de educatie socio-emotionald, formarea cadrelor
didactice si sprijinirea activitatii consilierilor scolari pot constitui directii practice cu
impact major asupra sanatatii mintale a elevilor si asupra performantei scolare.

Totodata, integrarea acestor rezultate la nivelul politicilor educationale din
Romania ar putea contribui la o abordare echilibrata a utilizarii tehnologiei, care sa
depaseasca perspectiva restrictivd si sd promoveze dezvoltarea unor resurse
psihologice importante pentru o viata digitala si sociala echilibrata, in randul elevilor
de liceu.

283



TRANSVERSAL PERSPECTIVES IN EDUCATION. SKILLS FOR THE FUTURE

Referinte bibliografice:

ACT for Youth Center for Community Action. (2024, April 17). Youth statistics: Internet and
Social Media. Youth Statistics: Internet and Social Media - ACT for Youth. Accesat:27
august 2025. https:/tinyurl.com/5km52kk7

Aldao, A., & Nolen-Hoeksema, S. (2012). The influence of context on the implementation
of adaptive emotion regulation strategies. Behaviour research and therapy, 50(7-8),
493-501.

Blanchard-Fields, F., Stein, R., & Watson, T. L. (2004). Age differences in emotion-
regulation strategies in handling everyday problems. The Journals of Gerontology
Series B: Psychological Sciences and Social Sciences, 59(6), P261-P269.

Busch, P. A., & McCarthy, S. (2021). Antecedents and consequences of problematic
smartphone use: A systematic literature review of an emerging research
area. Computers in human behavior, 114, 106414.

Calugar, A. & Buzgar, R. (coord.) (2025). Lucrare de licenta (nepublicatd). Interventie pentru
reducerea utilizarii problematice a smartphone-ului prin dezvoltarea reglarii
emotionale si a autocontrolului. Universitatea “Babes-Bolyai” Cluj-Napoca,
Facultatea de Psihologie si Stiinte ale Educatiei.

Cocorada, E., Maican, C. L., Cazan, A. M., & Maican, M. A. (2018). Assessing the
smartphone addiction risk and its associations with personality traits among
adolescents. Children and Youth Services Review, 93, 345-354.

Dan-Glauser, E. S., & Gross, J. J. (2015). The temporal dynamics of emotional acceptance:
Experience, expression, and physiology. Biological psychology, 108, 1-12.

De-Sola Gutiérrez, J., Rodriguez de Fonseca, F., & Rubio, G. (2016). Cell-phone addiction:
A review. Frontiers in psychiatry, 7, 175.

Duvenage, M., Correia, H., Uink, B., Barber, B. L., Donovan, C. L., & Modecki, K. L. (2020).
Technology can sting when reality bites: Adolescents’ frequent online coping is
ineffective with momentary stress. Computers in Human Behavior, 102, 248-259.

Efinger, L., Thuillard, S., & Dan-Glauser, E. S. (2019). Distraction and reappraisal efficiency
on immediate negative emotional responses: role of trait anxiety. Anxiety, Stress, &
Coping, 32(4), 412-427.

Elhai, J. D., Dvorak, R. D., Levine, J. C., & Hall, B. J. (2017). Problematic smartphone use:
A conceptual overview and systematic review of relations with anxiety and depression
psychopathology.  Journal  of  Affective  Disorders, 207,  251-259.
https://doi.org/10.1016/j.jad.2016.08.030

Elhai, J. D., Levine, J. C., & Hall, B. J. (2019). The relationship between anxiety symptom
severity and problematic smartphone use: A review of the literature and conceptual

frameworks. Journal of anxiety disorders, 62, 45-52.

Fischer-Grote, L., Kothgassner, O. D., & Felnhofer, A. (2019). Risk factors for problematic
smartphone use in children and adolescents: a review of existing
literature. neuropsychiatrie, 33(4), 179-190.

284


https://doi.org/10.1016/j.jad.2016.08.030

TRANSVERSAL PERSPECTIVES IN EDUCATION. SKILLS FOR THE FUTURE

Gross, J. J. (1998). The emerging field of emotion regulation: An integrative review. Review
of general psychology, 2(3), 271-299.

Gross, J. J. (2008). Emotion regulation. Handbook of emotions, 3(3), 497-513.

Gross, J. J., & John, O. P. (2003). Individual differences in two emotion regulation processes:
implications for affect, relationships, and well-being. Journal of personality and
social psychology, 85(2), 348.

Grund, A., & Senker, K. (2018). Motivational foundations of self-control and mindfulness
and their role in study—leisure conflicts. Learning and Individual Differences, 68, 72-
84.

Giilden, C., & Polat, K. (2024). Mobile Phone Addiction, Emotion Regulation, Mindfulness,
and Self-Control Among Adolescents: A Serial Mediation Analysis. Erzincan
Universitesi Egitim Fakiiltesi Dergisi, 26(4).

Harris, B., Regan, T., Schueler, J., & Fields, S. A. (2020). Problematic mobile phone and
smartphone use scales: A systematic review. Frontiers in psychology, 11, 672.
Horwood, S., & Anglim, J. (2021). Emotion regulation difficulties, personality, and
problematic smartphone use. Cyberpsychology, Behavior, and Social Networking,

24(4), 275-281.

Horwood, S., & Anglim, J. (2021). Emotion regulation difficulties, personality, and
problematic smartphone use. Cyberpsychology, Behavior, and Social Networking,
24(4), 275-281.

Kauer, S. D., Reid, S. C., Crooke, A. H. D., Khor, A., Hearps, S. J. C., Jorm, A. F., ... &
Patton, G. (2012). Self-monitoring using mobile phones in the early stages of
adolescent depression: randomized controlled trial. Journal of medical Internet
research, 14(3), e1858.

Lee, J., Sung, M. J., Song, S. H., Lee, Y. M., Lee, J. J., Cho, S. M., ... & Shin, Y. M. (2018).
Psychological factors associated with smartphone addiction in South Korean
adolescents. The Journal of Early Adolescence, 38(3), 288-302.

Legea Invatimantului Preuniversitar nr. 198 (2023). Publicat in Monitorul Oficial, (613/5)

Long, J., Liu, T. Q., Liao, Y. H., Qi, C., He, H. Y., Chen, S. B., & Billieux, J. (2016).
Prevalence and correlates of problematic smartphone use in a large random sample of
Chinese undergraduates. BMC psychiatry, 16(1), 408.

Michelson, D., Hodgson, E., Bernstein, A., Chorpita, B. F., & Patel, V. (2022). Problem
solving as an active ingredient in indicated prevention and treatment of youth
depression and anxiety: An integrative review. Journal of Adolescent Health, 71(4),
390-405.

Olson, J. A., Sandra, D. A., Colucci, E. S., Al Bikaii, A., Chmoulevitch, D., Nahas, J., Raz,
A., & Veissiere, S. P. L. (2022). Smartphone addiction is increasing across the world:
A meta-analysis of 24 countries. Computers in Human Behavior, 129, 107138.
https://doi.org/10.1016/j.chb.2021.107138

Panova, T., & Carbonell, X. (2018). Is smartphone addiction really an addiction?. Journal of
behavioral addictions, 7(2), 252-259.

285


https://doi.org/10.1016/j.chb.2021.107138

TRANSVERSAL PERSPECTIVES IN EDUCATION. SKILLS FOR THE FUTURE

Poetar, C. R., Dobrean, A., & Florean, I. S. (2024). Problematic smartphone use and Mental
Health problems: a Network analysis of Romanian adolescents. Youth & Society,
56(6), 1048-1070.

Rozgonjuk, D., & Elhai, J. D. (2021). Emotion regulation in relation to smartphone use:
Process smartphone use mediates the association between expressive suppression and
problematic smartphone use. Current Psychology, 40, 3246-3255.

Smahel, D., Machackova, H., Mascheroni, G., Dedkova, L., Staksrud, E., Olafsson, K., ... &
Hasebrink, U. (2020). EU Kids Online 2020: Survey results from 19 countries.
Sunday, O. J., Adesope, O. O., & Maarhuis, P. L. (2021). The effects of smartphone addiction

on learning: A meta-analysis. Computers in Human Behavior Reports, 4, 100114.

Tangney, J. P., Boone, A. L., & Baumeister, R. F. (2018). High self-control predicts good
adjustment, less pathology, better grades, and interpersonal success. In Self-regulation
and self-control (pp. 173-212). Routledge.

Tice, D. M., & Bratslavsky, E. (2000). Giving in to feel good: The place of emotion regulation
in the context of general self-control. Psychological inquiry, 11(3), 149-159.

West, R., Ash, C., Dapore, A., Kirby, B., Malley, K., & Zhu, S. (2021). Problematic
smartphone use: The role of reward processing, depressive symptoms and self-
control. Addictive behaviors, 122, 107015.

Wills, T. A., Walker, C., Mendoza, D., & Ainette, M. G. (2006). Behavioral and emotional
self-control: relations to substance use in samples of middle and high school students.
Psychology of Addictive Behaviors, 20(3), 265.

Wolgast, M., Lundh, L. G., & Viborg, G. (2011). Cognitive reappraisal and acceptance: An
experimental comparison of two emotion regulation strategies. Behaviour research
and therapy, 49(12), 858-866.

Yang, J., Fu, X., Liao, X., & Li, Y. (2020). Association of problematic smartphone use with
poor sleep quality, depression, and anxiety: A systematic review and meta-
analysis. Psychiatry research, 284, 112686.

Zahrai, K., Veer, E., Ballantine, P. W., & Peter de Vries, H. (2022). Conceptualizing self-
control on problematic social media use. Australasian Marketing Journal, 30(1), 74-
89.

Zhao, X., Lai, X., Huang, S., Li, Y., Dai, X., Wang, H., ... & Wang, Y. (2024). Long-term
protective effects of physical activity and self-control on problematic smartphone use
in adolescents: A longitudinal mediation analysis. Mental Health and Physical
Activity, 26, 100585.

286



CAPITOLUL XVIII: EXPLORARI CALITATIVE ALE
ABLEISMULUI SI INTENTIA DE A DEZVALUI O
DIZABILITATE, BOALA CRONICA SI/SAU
PROBLEMA DE SANATATE MENTALA IN MEDIUL
UNIVERSITAR DIN ROMANIA

Carmen COSTEA-BARLUTIU, Lect. univ. dr.!
Laura Elena RUNCEANU, Dr., cercetor afiliat?

"'Universitatea Babes-Bolyai, Facultatea de Psihologie si Stiinte ale Educatiei,
Departamentul de Psihopedagogie Speciald, Cluj-Napoca, Romania
? Jénkdping University, School of Education and Communication, Research Group
Communication, Culture and Diversity, Jonkoping, Suedia
carmen.costea@ubbcluj.ro; laura.elena.runceanu@ju.se

Abstract: The pressure to achieve high standards, to be able-bodied and able-minded is
constant in the higher education environment, and it is usually reported by academics and
researchers working in HEIs to a larger extent, compared to other work environments. A
growing number of academics have disabilities, illnesses, neurodivergent profiles, but the
option to disclose these conditions is often regarded with fear of stigma, is avoided or
considered as having negative consequences on workplace security and career path. Ableism
is defined by Fiona Kumari Campbell (2001) as a sum of beliefs, processes and practices
leading to standards about body and mind as perfect, species-typical, while disability is
considered in this light a diminished state of being human (p. 44). It becomes a necessity to
investigate the perceptions and the discourses around norms, normalcy, disability, and health
in HEIs and to discuss their impact on the possibility to disclose the presence of such a
condition. The current study explores, within a qualitative design, the opinions of academics
and researchers regarding the disclosure of a disability, chronic illness and/or mental health
problem, in relation to ableism, norms, policies and working conditions in Romanian HEISs.

Keywords: ableism, disability, chronic illness, mental health problem, disclosure, academia

Rezumat: Presiunea de a atinge standarde inalte, de a fi apt fizic si mental este constanta in
mediul invatamantului superior si este raportatd de obicei de citre cadrele didactice si
cercetatorii care lucreaza in aceste institutii intr-o masura mai mare, comparativ cu alte medii
de lucru. In plus, tot mai multi dintre acestia au dizabilitati, boli cronice sau sunt
neurodivergenti insd ideea dezviluirii acestor conditii este adeseori privitd cu teamd de
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stigmatizare sau este evitatd mai ales datoritd consecintelor negative asupra sigurantei la locul
de munca si asupra carierei. Ableismul este definit de Fiona Kumari Campbell (2001) ca o
suma de credinte, procese si practici care conduc la standarde privind corpul si mintea ca
fiind perfecte, tipice speciei, in timp ce dizabilitatea este considerata, in aceasta perspectiva,
o stare diminuata a fiintei umane (p. 44). Prin urmare, este necesar si se investigheze
perceptiile si discursurile referitoare la norme, normalitate, dizabilitate si sanatate in

dezvalui prezenta unei astfel de conditii. Studiul de fatd exploreaza, intr-un cadru calitativ,
opiniile pe care le au cadrele didactice si cercetatorii din institutiile de invatamant superior
din Romania cu privire la ideea de a dezvalui o dizabilitate, boala cronica si/sau problema de
sandtate mentald, in raport cu ableism, normele, politicile si conditiile de munca din mediul
universitar.

Cuvinte-cheie: ableism, dizabilitate, boald cronica, problemd de sanatate mentala,
dezvaluire, mediu universitar

Motto:

We are all, regardless of our status, shaped and formed by the politics of ableism. (Campbell,
2009, p.17)"8

As ableism in the academy thrives on silence, universities can be places where the messages

of activists supporting the vocational inclusion of scholars with disability are encouraged
and not dismissed. (Mellifont et al. 2019, p. 1194)"°

1. Introducere

Acest studiu abordeaza problematica ableism-ului si a dezvaluirii unei
dizabilitati, boald cronica si/sau problema de sanatate mentald in mediul universitar
contemporan romanesc. Continutul studiului face parte dintr-o cercetare cu caracter
exploratoriu, prima de acest gen din Romania dupa cunostinta noastra, fiind precedat
de o prezentare pe tema conceptului de ableism in mediul universitar roméanesc la o
conferinta internationald organizatd la Cluj Napoca in luna mai 2025. Data fiind
natura subiectului abordat, consideram ca este necesar si important s mentionam
pozitia empirica a autorilor; astfel, primul autor este influentat de perspectiva clinica
si psihoterapeutica, iar cel de-al doilea autor de perspectiva studiilor critice ale
dizabilitatii (in limba engleza, ,,Critical Disability Studies”). Din punctul nostru de
vedere, aceste doud perspective au in comun reflexivitatea, valorizarea diversitatii,
a nuantelor care definesc umanitatea si a intersectiilor multiple care constituie

18 Suntem cu totii, indiferent de statutul nostru, modelati si formati de politica ableismului.

19 Deoarece ableismul in mediul academic prosperd prin ticere, universititile pot fi locuri in care
mesajele activistilor care sustin incluziunea profesionald a cadrelor didactice cu dizabilitati, sunt
incurajate si nu respinse.
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identitatea individului Intr-un anumit context istoric, politic, socioeconomic si
cultural; aceste elemente se regasesc in limbajul si metodologia acestui studiu.

2. Terminologie

»Ableism”, un termen care ocupa un loc tot mai important in discursurile
contemporane (Felder, 2025), nu are un echivalent in limba romana. In traducere
directa, cel mai apropiat cuvant ar fi ,,capabilism”, insd Dictionarul explicativ al
limbii romane®’ nu indica niciun rezultat sau definitie. Prin urmare, autoarele opteazi
pentru termenul 1n limba engleza pentru a explora idei, procese si practice ableiste
prezente 1n contextul universitar actual din Roméania, asumandu-si posibilele critici
cu privire la vocabularul folosit. Astfel, acest articol deschide posibilitatea de a
discuta in cadrul diverselor discipline academice, explora si eventual identifica si
introduce termeni de specialitate considerati adecvati limbii roméane.

Termenul ableism a evoluat in anii 1960 si 1970 in contextul miscarilor
pentru drepturi sociale din comunitdtile persoanelor cu dizabilitati din Marea
Britanie si Statele Unite ale Americii (Albrecht, 2006). in prezentarea sa din 1996,
Terry introduce acest concept alaturi de alte forme de ,,—ism” (de exemplu, sexism,
rasism) pentru a descrie un ,,set de asumptii si practici care promoveaza tratamentul
inegal al oamenilor din cauza diferentelor fizice, mentale sau comportamentale
aparente sau presupuse” (p. 4-5). Wolbring considera ableismul un "-ism” umbrela
acesta fiind ,,unul dintre cele mai adanc inrddacinate si acceptate -isme din societate”
(2008, p. 253). Din aceasta perspectiva, ,,Ableismul este discriminare in favoarea
persoanelor care au un corp capabil, persoane care nu sunt bolnave, persoane care
nu au dizabilitati, care sunt neurotipici. Ableism constituie discriminarea si
prejudecitile sociale impotriva persoanelor care se situeazd in afara limitelor
considerate normale.” (Griffiths, 2020, p. 157), desi unele practici ableiste nu sunt
intotdeauna intentionate (Dunn, 2019).

Ableismul este implicit asociat cu ideea de a avea abilitati sau de a fi capabil,
si ca atare este impregnat de normele si evaludrile sociale cu privire la ceea ce este
considerat corpul capabil (in limba engleza, ,,able-bodied”) si mintea capabild (in
limba engleza, ,,able-minded”) intr-un anumit context istoric, ideologic, politic,
social si cultural. Astfel, ableismul valorizeaza capitalul fizic, emotional si mental,
urmand asteptarile construite social cu privire la abilitati (Loja si colaboratorii,
2013). In contexul educatiei, Felder (2025) analizeazi critic lipsa unei baze
conceptuale adecvate pentru termenul de abilitate ca atare si propune abordarea

20 Dictionar explicativ al limbii roméne | dexonline. Accesat 29 August 2025.
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ableismului ca ,,...0 problema normativa deoarece privilegiaza anumite asteptari cu
privire la abilitate care sunt considerate ca fiind universale sau evidente” si care
genereaza ,,probleme practice deoarece aceste asteptari produc mecanisme concrete
de excludere.” (p. 13).

Ableismul este adanc inradicinat la nivelul sistemelor epistemologice de
viata, personalitate, putere si ceea ce este considerat, in general, benefic vietii.
Ableismul nu este doar o simpla chestiune de ignoranta sau atitudini negative fata
de persoanele cu dizabilitati; este o traiectorie a perfectiunii, un mod profund de a
gandi despre corp, minte, integritate si modul in care anumite grupuri sunt abilitate
prin drepturi valoroase. Fiona Kumari Campbell, un teoretician recunoscut al
ableismului, ne invitd sd reconsideram modul in care gandim despre corp, si
defineste ableismul ca ,,0 retea de credinte, procese si practici care produce un
anumit tip de sine si corp (standardul corporal) care este proiectat ca fiind perfect,
tipic speciei si, prin urmare, esential si complet uman. Astfel, dizabilitatea este
considerati o stare diminuati de a fi uman.” (2001, p. 44). In mod direct, ableismul
are rolul de a ,,inaugura norma”. (Campbell, 2001, p. 5), respectiv dizabilitatea este
construitd din perspectiva normelor cu privire la corpul capabil. Ulterior, Campbell
propune o schimbare in cadrul teoretic al ableismului prin care pune in centru
aspectul dinamic, procesual al acestuia si introduce conceptul de abledment pentru a
descrie procesul prin care are loc ,,formarea ‘persoanei capabile’ (2019, p. 153).

In reflectiile cu privire la ,institutia politica a corpulului capabil” (2003, p.
77) si In relatie cu studiile feministe, Alison Kafer considera corpul capabil ,,un ideal
universal si un mod normal de viatd” (p. 79), caracterul obligatoriu al corpului
capabil fiind manifest in asumptiile culturale si in limbaj, ceea ce face ca dizabilitatea
important in identificarea persoanei ca apartindnd grupului persoanelor cu sau fara
dizabilitati, deoarece in absenta unui aspect vizibil al dizabilitatii, persoana este
implicit considerata ca neavand dizabilitati; mai mult, persoanele care au dizabilitati
invizibile, insa care vor si aleg sa fie identificate ca atare, sunt privite cu suspiciune
deoarece 1n sistemul de idei cu privire la caracterul obligatoriu al corpului capabil
aceste persoane ar putea sau sunt de asteptat sa evite identificarea ca persoana cu
dizabilitati. Pe de alta parte, in cazul persoanelor cu dizabilitati vizibile, asumptia de
bazd, adeseori explicita, este ca aceste persoane ,,isi doresc un corp care nu are
dizabilitati, isi doresc cu disperare o curd, si/sau se simt teribil de incomplete” (p.
80). McRuer (2006) considera, in analogie cu caracterul obligatoriu al
heterosexualitatii, cd ableismul rezultd intr-un corp capabil obligatoriu (in limba
engleza ,,compulsory able-bodiedness)”, ceea ce presupune cd persoanele cu
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dizabilitati trebuie si se prezinte ca si cum nu ar avea o dizabilitate. Insa oricine
poate avea o dizabilitate, deoarece ,,normele cu privire la corpul capabil sunt
‘intrinsec imposibil de intruchipat’ complet si in sensul in care statutul de corp
capabil este Intotdeauna temporar, dizabilitatea fiind singura categorie de identitate
pe care toate persoanele o vor avea daca traiesc suficient de mult.” (McRuer, 2006,
p- 47). Orice individ poate sa fie subiect al ableismului la un anumit moment n viata,
de vreme ce ,,Abilitatile sunt fluide si se schimba in functie de context si pe parcursul
vietii. Unele conditii sunt cronice, altele imprevizibile, iar altele temporare —
termenul ableism clarifica notiunea ca oricine poate fi afectat de discriminarea pe
baza abilitatilor.” (Nario-Redmond, 2019, p. 107).

Dizabilitatile, bolile si neurodiversitatea sunt considerate de obicei ca fiind
deviante si divergente de la norme. Ableismul este internalizat, normalizat si
inradacinat intr-o asemenea masura incat a fi ,,normal sau fara o dizabilitate” nu mai
este suficient, imbunatatirea transhumanistd hiper normativa devenind o noua
normalitate (Goodley, 2014, p. 25), ,,0 practica ce are un impact asupra tuturor.”
(Goodley, 2025, p. 1013). Ableismul ca si concept presupune convingerea cé boala,
dizabilitatea (indiferent de tip) sunt inerent negative si ar trebui ameliorate, vindecate
sau eliminate. Astfel, ,,abilitatile sau caracteristicile unei persoane sunt determinate
de dizabilitate sau persoanele cu dizabilitati ca grup sunt inferioare persoanelor fara
dizabilitati” (Linton, 1998, p. 9). Rolul institutiilor si a contextului social este
ignorat, ceea ce ,,face ca dizabilitatea sa fie perceputa ca fiind abjectd, invizibila, de
inlocuit, mai putin umana, in timp ce abilitatea corporala este reprezentata in acelasi
timp ca fiind ideald, normala si media sau ceva obisnuit.” (Dolmage, 2017, p. 7). Ca
urmare. ableismul este internalizat de cétre persoanele cu dizabilitati, ceea ce
inseamna ca ,,...pentru a emula norma, persoana cu dizabilitati trebuie sa imbratiseze,
de fapt sda-si asume, o 'identitate' diferita de a sa.” (Campbell, 2009, p. 26).
Microagresiunile cu caracter ableist au un rol in acest proces, mai ales cand
dizabilitatea este invizibila (Kattari, Olzman gi Hanna, 2018).

Intr-o sinteza a teoriilor sale, Wolbring defineste ableismul ca ,,un set de
credinte, procese si practici care produce - pe baza abilitatilor pe care o persoana le
demonstreaza sau le valorizeaza - o intelegere particulara a sinelui, a corpului sau si
a relatiei sale cu alti membri ai umanitatii, alte specii si mediul inconjuritor, si
include modul in care persoana este judecatd de ceilalti. Preferinta pentru anumite
abilitati In detrimentul altora duce la etichetarea abaterilor reale sau percepute de la
sau a lipsei abilitatilor ,,esentiale” ca fiind o stare diminuatd de existentd.” (2008, p.
252-253). Ulterior, Wolbring propune ca termenul sd fie inteles in sens mai larg
deoarece indivizii prefera abilitati diferite, dat fiind ca ,,Ableismul nu se limiteaza
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doar la discursul despre abilitatile corpului si abilitatile persoanelor cu dizabilitati.”
(2012, p. 78).

Calder-Dawe, Witten si Carroll (2019) considera ca ableismul cotidian are
loc printr-un proces de gandire cu caracter binar care clasifica si produce corpul ca
fiind fie normal, fie anormal. Prin urmare, este necesard o schimbare sociala in ceea
ce priveste modul in care intelegem dizabilitdtile. Mai degraba decat sa ne
concentram asupra dizabilitatilor si bolilor, este timpul sd analizdm céat de
inradacinate sunt in societate normalizarile la care aspirdm cu totii. A fi om 1n aceasta
comunitate sau societate ableista nu inseamna doar a fi, ci a fi perfect si a indeplini
criterii specifice (Campbell 2009, Brown si Leigh, 2018). Spre exemplu, Mik-Meyer
(2016) identifica normele cu privire la corpul capabil ca fiind unul dintre aspectele
care informeazd modul 1n care angajatii fara dizabilitati percep colegii care au
paralizie cerebrala. Intr-un studiu referitor la mintea capabila si abilitatile digitale,
Vaahtera si Lappalainen (2022), exploreazd modul in care abilititile mentale sunt
intelese din punct de vedere cultural in contextul educatiei pentru formarea
abilitatilor digitale si contributia la producerea sau perpetuarea mintii capabile in
educatie. Atat timp cat dizabilitatea nu este consideratd o dimensiune pozitiva a
fiintei umane, un aspect al diversitétii din societatea contemporana, iar diversitatea
nu este normalizata, ideile, atitudinile si practicile ableiste vor continua sa defineasca
interactiunile dintre indivizi. Pentru a combate ableismul in educatie, Felder (2025)
propune o abordare integratd care presupune schimbari la trei nivele centrale, si
anume atitudinile individuale, structurile institutionale si normele sociale.

In subcapitolele urmatoare, vom discuta aspectele specifice ableismului in
mediul universitar si, In mod special, problematica dezvaluirii unei dizabilitati, boli
cronice, si/sau problema de sanatate mentald in acest mediu.

3. Ableismul in mediul academic

Dolmage introduce in 2017 conceptul de ableism universitar sau academic
(in limba engleza, ,,academic ableism”), constatand ca ,Dizabilitatea a fost
intotdeauna construita ca fiind inversul sau opusul invatimantului superior.” (p. 3)
si cd ,,De fapt, putine institutii culturale fac o munca mai buna sau mai cuprinzatoare
in promovarea ableismului.” (p. 7) deoarece ,,ableismul trebuie vazut ca o serie de
structuri adanc inradacinate - nu doar ca actiunea unui individ sau a unor indivizi.”
(p. 53).

Abilitatea este privilegiata in mediul universitar unde existd asteptarea ca
»fiecare student si membru al personalului universitar sa fie un om construit, sinatos
fizic si mental; dispus si capabil sa acceseze mediul fizic construit normativ si cultura
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educationala a universitatii.” (Goodley, 2025, p. 1005), atitudinile constituind o
barierd importanta in angajarea persoanelor cu dizabilitati (Levitt, Thelwall si
Moreira, 2024).

Asteptarile Tnalte din mediul academic, calibrate pe masura standardelor
aplicate persoanelor fard dizabilitati, contribuie la ,,...alienarea si marginalizarea
cadrelor universitare care nu corespund normelor corpului capabil” (Yerbury si
Yerbury, 2021, p. 507), desi unele universitati sprijind acesti angajati. Acest mediu
se mandreste cu activitatea de cercetare, excelenta in predare, competitivitate in
clasamentele internationale, accesare de fonduri etc. ceea ce contribuie la
promovarea ableismului si individualismului In mediul universitar, diversi autori
indicand o legatura directd intre curentul neoliberal din universitati si ableism
(Dolan, 2023; Rodgers si colaboratorii, 2023; Olsen si colaboratorii, 2020; Peruzzo,
2020). in acest mediu de lucru, surmenajul este normalizat, iar contributiile
cercetatorilor si apartenenta institutionala sunt atat de apreciate Incat concediile si
concediile medicale sunt reduse la minimum, daca nu chiar evitate (Bromser-
Kloeden, 2024; Lindsay si Fuentes, 2022; Brown si Leigh, 2020; Dolmage, 2017).
Ableismul institutionalizat poate sd creeze si sd mentind multe bariere in cariera
cadrelor didactice cu dizabilitati din universitati, lipsa accesibilizarilor si adaptarilor
fiind cea mai evidenta (Saltes, 2022). Din pacate, mediul universitar nu este diferit
de alte contexte profesionale, angajatii cu dizabilitati confruntdndu-se cu bariere
sistemice 1n recrutare, angajare si promovare in carierd, reflectate in discriminare,
stigmatizare, excludere si lipsa adaptarilor adecvate la locul de munca (Sharma si
colab., 2025).

4. Dezvaluirea in mediul academic

Dat fiind contextul si practicile institutionale prezentate mai sus, nu e
surprinzator cd existd un numar redus de cadre didactice universitare si de cercetare
care se identificd ca avand dizabilitdti, boli cronice si/sau probleme de sandtate
mentala.

Literatura de specialitate si bazele de date statistice din Marea Britanie, spre
exemplu, aratd ca un numar redus de cadre didactice din mediul universitar dezvaluie
o dizabilitate ITn comparatie cu studentii care au dizabilititi si persoanele cu
dizabilitati care lucreaza in alte medii. Aceasta situatie le determina pe Nicole Brown
si Jennifer Leigh sa se Intrebe unde sunt cadrele didactice universitare care au
dizabilitati sau sunt bolnave (2018). De asemenea, exista un numadr relativ redus de
studii care exploreaza practicile ableiste si experientele directe ale cadrelor didactice
universitare care au dizabilitati.
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Desi un numar considerabil dintre autorii citati in studiul de fata se identifica
universitar nu dezviluie dizabilitatea cu usurinta. Aceasta decizie este ,,personala si
politica” (Gillberg, 2020, p. 13) date fiind potentialele consecinte pe care dezvaluirea
le implica. Dezvaluirea este adeseori asociatd cu teama ,,...de a nu mai fi perceputi
ca academicieni sau persoane, ci ca dizabilitatea sau problema de sdnatate pe care o
au” (Brown si Leigh, 2018, p. 988). Un rol important in dezvaluire il are vizibilitatea
sau invizibilitatea conditiei (Dolan, 2023; Brown si Ramlackhan, 2022; Brown,
2020; Griffiths, 2020; Marshall si colaboratorii, 2020), etapa din cariera (Dolan,
2023; Brown si Leigh, 2018), accesibilitatea si accesul la adaptari (Saltes, 2022;
Merchant si colaboratorii, 2020) si impactul perceput asupra carierei (Dolan, 2023).
De cele mai multe ori, dizabilitatea nu este dezvaluita si ,,Metaforic vorbind, aceasta
tacere este cea care hraneste elefantul ableismului, permitandu-i sa se plimbe liber si
distructiv pe coridoarele mediului academic.” (Mellifont si colaboratorii, 2019, p.
1196). Hassard si colaboratorii (2024) discuta intr-o recenzie sistematica a studiilor
existente (in limba engleza, ’scoping review”) barierele si factorii care faciliteaza
acestor autori, motivele care stau la baza dezvaluirii sunt complexe si au conotatii
emotionale, iar alegerea si decizia de a dezvilui o dizabilitate invizibild este
influentata de factori individuali, sociali si de mediu. Un factor individual important
care faciliteazd dezviluirea este capacitatea persoanei de a influenta sau de a lua
decizii, In timp ce stigma si discriminarea au un rol inhibitor. Ableismul si stigma la
locul de muncd sunt factori majori care influenteaza decizia de a dezvilui o
dizabilitate invizibild, alegerea persoanei, a modului si a momentului in care are loc
dezviluirea. Autorii concluzioneaza ca decizia de a dezvélui dizabilitatea formal
(spre exemplu, managerilor, personalului din resurse umane) sau informal (colegilor)
ar include ,,...un proces de evaluare a riscului care este influentat de consideratii
ableiste” (p. 37). Sumarizand, ,,Acest proces de evaluare a riscurilor este dinamic si
este influentat atdt de experientele anterioare, cat si de schimbarile din rolul
individului in organizatie (de exemplu, avansarea in carierd) sau de starea de sanatate
(de exemplu, fluctuatii sau grad de severitate crescuta), schimbarile in perceptiile si
practicile manageriale (de exemplu, formarile profesionale pentru sensibilizarea
managerilor directi), conditiile si cultura de lucru (de exemplu, program de lucru
flexibil) si disponibilitatea retelelor de suport (de exemplu, reteaua personalului cu
dizabilitati).” (p. 37)

Intr-un studiu in care participantii au fibromialgie, Brown (2020) au
identificat trei conditii de baza care trebuie sa fie indeplinite pentru ca dezvaluirea
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sd aibd loc in mediul universitar: persoana care are diagnosticul trebuie sa fi atins un
anumit nivel al acceptarii de sine; persoana trebuie sa fie acceptata la locul de munca
(deoarece conditii invizibile ca fibromialgia si sindromul oboselii cronice nu sunt n
general intelese la locul de muncd); si persoana trebuie sé fie convinsa ca nu vor fi
repercusiuni dupa dezvaluire.

Factorii analizati mai sus vor fi discutati si In acest studiu, in relatie directa
cu ableismul, normele si politicile din mediul universitar romanesc.

5. Metodologie

Acest studiu isi propune sd investigheze si sd raspunda la urmdtoarea
intrebare de cercetare: Care este legatura dintre opiniile privind corpul si mintea
capabile i intentia de a dezvalui o dizabilitate, boald cronica si/sau problema de

sandtate mentald in contextul universitar romdnesc?

6. Participanti

La acest studiu au participat 19 cadre didactice, cercetatori si/sau doctoranzi
din universitati din Romania. Lotul a fost non-randomizat, de convenienta, bazat pe
voluntariat, iar participantii au primit un link spre chestionarul elaborat de catre
autoare pentru acest studiu in luna aprilie 2025. Un numar de 14 respondenti s-au
identificat de gen feminin, reprezentdnd 73.7% din totalul participantilor si 5
respondenti de gen masculin; intervalul de varsta al respondentilor a fost intre 25-57
ani. Din punct de vedere al experientei profesionale, un numar de 2 respondenti au
avut intre 1-10 ani de experientd, un numar de 8 respondenti intre 11-20 ani si un
numar de 9 respondenti intre 21-30 ani. Din punct de vedere al gradului didactic, 3
respondenti au fost profesori universitari, 6 conferentiari universitari, 6 lectori
universitari, 3 asistenti universitari si unul doctorand.

In privinta conditiei de sinitate a participantilor, 38.9% (7 participanti) au
oferit raspunsul ”Da”, reprezentand faptul ca au o boala fizicd cronicd si un
participant a raspuns “Da” la Intrebarea ”Aveti o dizabilitate?”.

7. Instrument si procedura

Pentru studiul de fatd a fost dezvoltat un instrument de evaluare de tip
chestionar, avand la baza teoriile din literatura de specialitate cu privire la ableism,
care contine intrebari cu raspuns deschis si intrebari cu raspunsuri multiple.

Chestionarul contine 25 de intrebari si este structurat in doua parti. Prima
parte contine 8 intrebari care vizeaza culegerea unor date demografice (experienta
profesionald in universitate in numar de ani, gradul didactic/de cercetare, varsta,
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genul, prezenta unei dizabilitati vizibile/invizibile, a unei boli cronice si/sau a unei

probleme de sandtate mentald). A doua parte a chestionarului contine 17 intrebari
care vizeaza conceptul de ableism, politici si norme institutionale, dezvaluirea unei

dizabilitati, boli cronice, si/sau a unei probleme de sanatate mentald si experiente ale

ableismului In mediul universitar romanesc. Aceste intrebdri sunt grupate in

urmadtoarele domenii generale si subdomenii:
1. Domeniul ”Ableism ca si concept” cuprinde urmatoarele subdomenii:

Opinii privind corpul capabil;
Opinii privind mintea capabila;
Standarde profesionale si de conduita necesare muncii in universitate.

2. Domeniul Politici si norme institutionale” cuprinde urmatoarele subdomenii:

Avantaje ale persoanelor care sunt capabile din punct de vedere fizic si
psihic (de exemplu, pentru avansare, obtinere de granturi, remunerare);
Acces egal al persoanelor care au o dizabilitate, boald cronicd si/sau
probleme de sanatate mentald;

Mediu de lucru din universitate si cerinta ca membrii personalului didactic
si de cercetare sd performeze la nivel nalt, sd fie sdnatosi, capabili si
echilibrati mental.

3. Domeniul ”Dezviluirea dizabilitatii, bolii cronice, si/sau problemei de

sanatate mentald” are urmatoarele subdomenii:

4,

Conditii (mediu, individuale) in care, in eventualitatea In care persoana ar
avea o dizabilitate, boala cronica si/sau probleme de sanatate mentala, ar
vorbi deschis despre aceasta situatie;

Discutii deschise pe tema conditiilor de tip dizabilitate, boala cronica si/sau
probleme de sanatate mentala;

Riscul ca o persoand cu dizabilitate, boald cronicd si/sau probleme de
sanatate mentald sa-si piarda locul de munca in universitate;

Mesaje subtile negative, agresive, tensiune in mediul de Iucru din
universitate, la adresa persoanelor care au avut concediu de boala.
Domeniul ”Experiente ale ableismului in institutii de invatdmant superior”

cuprinde urmatoarele subdomenii:

Suport oferit de universitate personalului didactic si de cercetare care are o
dizabilitate, boala cronica si/sau probleme de sindtate mentald, respectiv
conditii 1n care persoana ar apela la acest suport;

Impact fizic si psihic al standardelor profesionale si de conduitd impuse
asupra personalului didactic si de cercetare.

296



TRANSVERSAL PERSPECTIVES IN EDUCATION. SKILLS FOR THE FUTURE

7.1. Procedura de lucru

Chestionarul a fost incarcat pe platforma GoogleForms si accesul a fost dat
participantilor care au decis sa-1 completeze pe baza de voluntariat. A fost ales acest
mod de colectare a datelor deoarece protejeazd identitatea persoanei si asigura
confidentialitatea raspunsurilor. Este important de mentionat faptul ca nu au fost
colectate niciun fel de date personale (nume) sau institutionale din partea
respondentilor, care ar face posibila identificarea persoanei sau a institutiei de
provenienta.

Analiza calitativd a raspunsurilor participantilor a urmat etapele analizei
tematice reflexive elaborata de Braun si Clarke (2019, 2006), iar autoarele au optat
pentru codarea inductiva a datelor. Analiza tematica reflexiva are ca puncte centrale
subiectivitatea si reflexivitatea cercetatorului, iar rolul acestuia in generarea ideilor
este esential. In cazul in care sunt mai multi cercetitori implicati in procesul de
analizd a datelor, codarea datelor presupune in mod implicit colaborarea dintre
acestia si transparenta Tn comunicare, ceea ce faciliteaza reflectia si analiza nuantata
a datelor (Braun si Clarke, 2019).

Braun si Clarke (2006) propun sase faze in analiza datelor, intr-un proces
iterativ si flexibil, adaptat In functie de intrebarea cercetarii. Aceste faze si procesele
aferente fiecareia sunt sumarizate astfel:

1. Familiarizarea cu datele (presupune transcrierea datelor, daca este necesar,
lectura repetata a datelor, notarea ideilor initiale).

2. Generarea codurilor initiale (presupune codarea sistematicd a aspectelor
interesante ale datelor in integralitate, asocierea datelor relevante fiecarui
cod).

3. Cautarea temelor (presupune asocierea codurilor in teme potentiale,
colectarea tuturor datelor relevante pentru tema potentiald).

4. Revizuirea temelor (presupune a verifica daca temele functioneaza in relatie
cu codurile extrase — nivelul 1 - si cu colectia integrala a datelor — nivelul 2,
generand astfel o ,,harta” tematica a analizet).

5. Definirea si numirea temelor (presupune analiza continua pentru a nuanta
aspectele specifice fiecdrei teme, si naratiunea pe care o indica analiza in
general, generand astfel definitii clare si nume pentru fiecare tema).

6. Redactarea raportului (presupune analiza finald a datelor, selectarea
exemplelor relevante, analiza finald a exemplelor care au fost alese,
coroborarea analizei cu intrebarea de cercetare si referinte, redactarea
raportului analizei). (2006, p. 87)

Etapele prezentate mai sus au fost parcurse in acest studiu.
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8. Rezultate si discutii

Intr-un alt context, autoarele au prezentat perceptia participantilor privind
corpul capabil si mintea capabild, respectiv standardele din universitate asociate
acestora (Costea-Barlutiu si Runceanu, mai 2025, comunicare personald).
Sumarizand rezultatele, corpul capabil si mintea capabila reprezinta din punctul de
vedere al respondentilor din acest studiu un ideal functional si performativ al fiintei
umane, centrat pe eficientd, adaptabilitate si autonomie. Corpul capabil este vazut ca
fiind sanatos, complet, tandr, autonom si functional, adicd un corp care poate
indeplini fara dificultate sarcinile zilnice si profesionale, fara limitari fizice sau nevoi
speciale; mintea capabild presupune un set de competente sociale, cognitive si
emotionale, combinate cu responsabilitate, eticd, echilibru psihic, capacitate de
adaptare si orientare spre succes si creativitate.

Aceastd viziune pune accent pe performanta si auto-suficientd, conturand un
model de persoand ,,ideald” care functioneazd optim in toate domeniile vietii, o
viziune profund ableistd asupra fiintei umane.

In ceea ce priveste capacitatea de a atinge standardele profesionale si de
conduitd necesare pentru a munci In universitate, autoarele au remarcat din
raspunsuri faptul cd ableismul in universitate se manifesta prin asteptarea tacita sau
explicitd ca toti membrii comunitatii academice (profesori, cercetatori, studenti) sa
functioneze la un nivel aproape suprauman de performanta si rezilientd, marcat de
standarde nalte ca norma, fard a tine seama de diversitatea capacitdtilor sau de
limitarile individuale (de sdnatate fizica, mintald, emotionald). De asemenea, exista
asteptarea ca acesti membri sd fie intotdeauna disponibili, pasionati, autonomi,
echilibrati emotional si cognitiv, indiferent de context si etapa in viata. Un alt aspect
relevant 1l constituie idealizarea performantei continue si in multiple domenii
(facilitate in scrisul de tip academic, predare impecabild, gestionarea stresului,
acceptarea feedback-ului critic constant). Este de remarcat diminuarea recunoasterii
nevoii de suport, a adaptarilor sau limitelor umane si promovarea unui model de
profesor sau cercetator ,,perfect” — competent, calm, empatic, dedicat, tot timpul
functional.

In acest articol, autoarele discuta rezultatele cu privire la dezvaluirea oficiala
a dizabilitatii, bolii cronice, si/sau a problemei de sandtate mentald in documentele
de la universitate, motivele dezvaluirii si conditiile in care respondentul ar declara
oficial o dizabilitate, boala cronica si/sau problema de sandtate mentala, si normele
si politicile universitare existente. Sunt analizate si discutate raspunsurile
participantilor la urmatoarele patru intrebari din chestionar: 1.,,Dacd nu aveti o
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dizabilitate, boala cronica si/sau probleme de sdndtate mentald ati declara oficial in
eventualitatea In care ati avea o astfel de conditie? Va rugdm sa motivati raspunsul
Dvs.”; 2. ,,Daca aveti/ati avea o dizabilitate, boald cronica si/sau probleme de
sdnatate mentald ati vorbi deschis despre aceastd problema? Cu cine anume? Va
rugdm sd motivati raspunsul Dvs.”; 3. ,,In ce conditii ati declara oficial o dizabilitate,
boald cronica si/sau probleme de sdndtate mentala? Va rugadm sa motivati raspunsul
Dvs.”; 4. ,,Ce norme si politici ale universitatii considerati cd avantajeaza persoanele
care sunt capabile din punct de vedere fizic si psihic (de exemplu, pentru avansare,
obtinere de granturi, remunerare etc.)? Va rugam sa oferiti cateva exemple de norme
si politici universitare.”

Parcurgand etapele propuse de Braun si Clarke (2006) autoarele au
identificat urmatoarele teme principale: Dezvaluirea In documente oficiale, o
optiune doar In anumite conditii; Bariere si factori facilitatori in dezvéaluirea in
contexte profesionale; si Norme si politici universitare in focus.

Dezviluirea in documente oficiale, o optiune doar in anumite conditii

La intrebarea ,, Daca nu aveti o dizabilitate, boala cronica si/sau probleme
de sandatate mentala ati declara oficial in eventualitatea in care ati avea o astfel de
conditie? Va rugam sa motivati raspunsul Dvs.”, 68.8% dintre respondenti (un
numar de 11 din totalul de 19) au raspuns afirmativ. Dintre cei care au declarat ca
prezinta o dizabilitate, boala cronica si/sau probleme de sandtate mentala, un numar
de 5 respondenti dintr-un total de 6 au declarat prezenta conditiei/conditiilor in
documentele de la universitate, in timp ce un respondent nu a declarat aceasta
conditie. Printre argumentele pentru a declara oficial conditia, respondentii au
afirmat urmatoarele: ,, Nu este ceva ce sa ascund.”; In cadrul medicinei muncii am
declarat afectiunile pe care le am.”; ,,Nu s-a cerut declararea in documentele
oficiale, dar conditia fizica apare in examinarea realizata de medicina muncii, dar
se mentine conditia de apt de munca.”; ,, Consider cd institutia in care imi desfasor
activitatea ar trebui sa fie informata daca sufar de o boald care ar putea sa imi
afecteze randamentul si performantele.”

In marea majoritate, participantii care au rispuns la aceasti intrebare aleg si
dezvaluie dizabilitatea, boala cronica si/sau problema de sdnatate mentald Intr-o
situatie ipotetica, iar cei care au aceste conditii au ales sa le dezvaluie in documentele
oficiale, ceea ce ar indica deschiderea lor iIn comunicare in context oficial.

La intrebarea ,, In ce conditii ati declara oficial o dizabilitate, boald cronica
si/sau probleme de sanatate mentala? Va rugam sa motivati raspunsul Dvs.”,
majoritatea respondentilor ar declara oficial o astfel de conditie doar in situatii limita,
in special daca:
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- Este afectata capacitatea de munca sau performanta profesionala: ,, 4s face
cunoscutd problema de sandatate la nivelul conducerii daca as considera ca
imi este afectata activitatea si daca as avea nevoie de suport.”; , Daca
influenteaza semnificativ viata mea de zi cu zi §i dacd as avea nevoie de
adaptari sau sprijin special.”

- Nu existi alte solutii personale de gestionare: ,, [n conditiile in care as simti
cd aceasta dizabilitate/boala/problema de sanatate mentald mi-ar afecta
munca, respectiv rezultatele muncii mele si nu as putea gasi nicio alta solutie
pentru a gestiona situatia pe cont propriu.”

- A declara este o conditie necesard pentru a obtine adaptari, sprijin sau
tratament echitabil la locul de munca: ,, As declara in situatia in care acest
lucru mi-ar permite o mai bund incluziune si anumite facilitati de care as
avea nevoie.”; ,,In mdsura in care as avea nevoie de adaptari la locul de
muncd, combaterea discrimindrii si a unor prejudecdti, evitarea unor
prejudicii si criterii de evaluare care sunt discriminatorii.”

Printre retinerile frecvent mentionate, se identifica teama de discriminare si
stigmatizare, in special in cazul problemelor de sanatate mentald si dorinta de a
pastra confidentialitatea: , /ntr-o societate prea putin incluzivi cum e cea
romdneasca, si intr-un mediu academic extrem de concurential si de inegal, cu
siguranta mi-ar fi destul de teama sa declar oficial vreo dizabilitate (mai ales o
problema de sanatate mentala).”; ,,Nu as declara nimic datorita discriminarii la
care as fi supusa.”

Unii respondenti ar informa doar conducerea, nu si colegii sau studentii, ca
in acest exemplu: ,, Strict la nivelul departamentului si conducerii facultatii, pentru
a fi cunoscute de superiorii mei, nu si de colegi, colaboratori sau de studenti.”

Se remarca opinii variate privind tema, unii respondenti ar declara doar
dizabilitati vizibile sau fizice, considerand mediul prea competitiv si inegal pentru a
mentiona dizabilitatile invizibile, in timp ce altii ar manifesta deschidere totald,
considerand ca in contextul actual declararea nu implica riscuri majore. In ansamblu,
decizia de a declara depinde de gravitatea situatiei, necesitatea sprijinului si nivelul
de Incredere In mediu.

Raspunsurile participantilor releva caracterul personal si politic al deciziei
de a dezvalui oficial, discutat de Gillberg (2020). De asemenea, se constata faptul ca
decizia de a dezvalui este intrinsec relationata cu perceptia ableista asupra corpului
capabil si mintii capabile, respondentii performénd o analizd a riscurilor si
beneficiilor (Hassard si colaboratorii, 2024). Asteptarea implicitd a respondentilor
este Tn mod evident ca dizabilitatea se asociaza cu excluderea si discriminarea.
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Bariere si factori facilitatori in dezviluirea in contexte profesionale

La intrebarea ,,Daca aveti/ati avea o dizabilitate, boala cronica si/sau
probleme de sandtate mentala ati vorbi deschis despre aceasta problema? Cu cine
anume? Va rugam sa motivati raspunsul Dvs. ”, majoritatea respondentilor manifesta
reticentd in a vorbi deschis despre astfel de probleme in mediul universitar. Un numar
de 18 participanti au raspuns la aceasta intrebare; astfel, un numar de 7 respondenti
nu ar vorbi deschis despre aceastd problemad, 8 respondenti ar vorbi doar in conditii
speciale si cu anumite persoane, deci nu deschis, si doar 3 respondenti dintre cei care
au raspuns afirma ca ar vorbi deschis.

Respondentii sunt reticenti In privinta dezvaluirii din urmatoarele motive:

- Lipsa unui context sigur sau a unui cadru institutional care sa incurajeze
comunicarea deschisa: ,, Oficial, nu avem un context real de comunicare.”

- Frica de stigmatizare, discriminare, marginalizare sau reactii ostile: ,, Ma
feresc sa vorbesc despre starea mea mentala in mediul profesional si incerc
pe cdt posibil sa nu dau semne ca ar fi ceva in neregula cu mine sau ca ar fi
ceva foarte serios, pentru cd, pe de o parte, nu sunt o persoand prea deschisa
sa ofer detalii despre cum ma simt, si, pe de alta parte, mi-e teamd sa
Impartasesc asa ceva cu profesorii sau cercetdtorii cu care lucrez (fie ei din
Romdnia sau din alte tari). Asta si pentru ca fie am vazut ce prejudecati sau
comentarii ofensatoare/ironice au unii profi/cercetdtori legat de persoane
care sufera de depresie sau orice alt diagnostic din sfera psihologicad, deci
m-as simfi foarte incomod sa vorbesc despre mine, fie pentru ca eu insami
minimalizez sau invalidez ceea ce simt sau trdiesc.”

- Atmosfera nefavorabila si cultura institutionald care nu normalizeaza astfel
de discutii: ,, Exista incd, ca un fel de lege nescrisa in mediul academic -
ideea ca, daca vrei sa ramdi in universitate, trebuie sd fii nu doar genial, ci
si extrem de rezistent psihologic, asa incadt sa rezisti pe termen lung si, mai
ales, sa fii extrem de productiv (sa publici, sa mergi la conferinte, sa sustii
workshopuri etc.), idee care ma angoaseaza destul de mult, asa ca evit sa
vorbesc despre starile mele.”

Comunicarea cu privire la dizabilitate, boala cronicad si/sau problema de
sanatate mentala ar avea loc, in general, in mod limitat si conditionat, si anume: doar
in scopul obtinerii de adaptari sau sprijin formal, iar in cazuri grave, cu persoane din
conducere (de exemplu decan, director de departament) sau personal medical
(medicina muncii); in afara spatiului profesional, cu specialisti (psihologi, medici)
sau membri ai familiei, in contexte informale si de incredere, cu colegi apropiati sau
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prieteni, pentru sprijin emotional, dupa cum se reflectd in urmatoarele raspunsuri:
,,As vorbi deschis cu persoanele apropiate care ar putea sa imi acorde suport
emotional, cu persoanele din institutiile specializate care cunosc legislatia si care

’

ar putea sa md sprijine in procesul de incluziune.”; ,,...cu personalul care are
posibilitatea  adaptarii  activitatii  profesionale la lipsurile generate de
boald/dizabilitate”; ,,In cazul in care m-as afla in astfel de situatii, as discuta cu
familia, cu personal medical specializat si cu un specialist care sa imi acorde sprijin
din punct de vedere psihologic.”; ,,As vorbi deschis doar in cazul in care aceasta
mi-ar afecta abilitatile de a realiza anumite sarcini profesionale, pentru a solicita
sprijin sau recomandari. As discuta cu persoanele cu care as colabora.”; ,,Cu
colegii, sefii, deoarece unele activitati nu vor putea fi realizate in termenii solicitati,
care In ultimul timp au devenit extremi de stransi. Birocratia este o problema foarte
serioasd a perioadei actuale.”; ,,...daca am vorbit, mai mult a fost sub forma de
bonding cu altd prietene/colege din mediul academic, care traverseaza stari similare
si fata de care nu imi era atdt de greu sa ma exprim.”

Nevoia de normalizare si de reducere a stigmei, dar si tendinta frecventa de
a evita sau minimaliza problemele personale daca acestea nu afecteaza semnificativ
performanta la locul de munca, sunt evidente: ,, As vorbi in cadrul medicinei muncii
insa si cu sefa/seful de departament (cred ca este necesar ca astfel de discutii sa aiba
loc pentru a putea avea suportul necesar la locul de munca). Cred ca e necesar sa
avem mai multe discutii deschise pe aceste subiecte pentru a le putea destigmatiza.”

Unii respondenti (3 din totalul de 18) afirma ca ar vorbi deschis despre acest
subiect atit cu colegii in care au incredere, cat si cu superiorii, cu studentii sau
medicul de medicina muncii, dupa cum reflecta extrasele din aceste raspunsuri: ,, 4§
vorbi, dar eu vorbesc despre multe alte lucruri societal tabu. Sigur as vorbi cu o
parte din colegii din departament, cu seful de departament actual; as vorbi cu
colegi/colege in care am incredere personala, as spune medicului care face medicina
muncii o data pe an; as pomeni studentilor daca ar fi relevant pentru discutia de la
seminar/curs (asa cum vorbesc, de pilda, de riscurile mele personale pentru un
anumit tip de cancer datoritd incidentei familiale ca sa exemplific logica
asigurarilor sociale sau cum vorbesc de depresia post-partum, pe care o

’

personalizez, desi nu am avut experienta personald.”; ,,Am o boald cronica despre

care vorbesc deschis.”

O parte dintre respondenti (7 din totalul de 18) afirma cd nu ar dezvalui
prezenta unei dizabilitdti, de teama consecintelor sau fard a expune niciun argument,
respectiv nu ar dezvalui in universitate, aga cum reiese si din aceste exemple: ,, Am

incercat, in trecut, sa discut despre faptul ca sunt coplesita si de muncd, dupa o
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perioadd extrem de incarcatd, cu responsabilitati multe, dar si emotional, iar
raspunsul nu a fost cel pe care l-am sperat, ci mai degraba mi s-a ardtat cdt sunt de
,slaba” prin comparatie cu colegii mei dedicati trup si suflet slujbei.”; ,, Nu,

’

datorita discriminarii de care as avea parte.”; , Putin probabil ca as vorbi.

’

Atmosfera de la munca nu creeaza un astfel de cadru de relationare.”; ,,Nu in
universitate.”

Barierele si factorii facilitatori discutati si exemplificati mai sus se regasesc
si In studiile lui Hassard si colaboratorii (2024), Saltes (2022), Merchant si
colaboratorii (2020), decizia de a dezvalui fiind, in esentd, rezultatul unei analize a

riscurilor si a avantajelor percepute sau anticipate.

Norme si politici universitare in focus

La intrebarea ,,Ce norme si politici ale universitatii considerati ca
avantajeazd persoanele care sunt capabile din punct de vedere fizic si psihic (ex.,
pentru avansare, obtinere de granturi, remunerare etc.)? Va rugam sa oferiti cateva

b

exemple de norme §i politici universitare.”, participantii au identificat politici si
practici universitare care favorizeaza indirect persoanele fard dizabilititi sau
probleme de sanatate. Unele dintre aspectele identificate sunt ilustrate si ca factori
inhibitori ai dezvaluirii.

Astfel, lipsa accesibilitatii si a suportului a fost identificatd in birocratia
excesivd, necesitatea deplasarilor fizice Intre birouri pentru obtinerea semnaturilor
necesare; lipsa digitalizarii care face dificil accesul pentru persoanele cu dizabilitati;
ignorarea dizabilitatii in norme si lipsa unor politici care sd includd nevoile
persoanelor cu dizabilitati, dupa cum reflectd exemplul: ,, trebuie sa mergi adesea de
la un secretariat la altul sau de la o institutie la alta pentru o semndtura [...] Mi se
pare un calvar pentru o persoand care are, de pilda, o dizabilitate motorie.”

Un alt aspect mentionat a fost cel al criteriilor de performanta nerealiste sau
rigide, mai specific accentul pus pe cantitate, nu calitate (de exemplu numarul
publicatilor, participari la conferinte); criterii standardizate, uniforme care nu iau in
considerare diversitatea situatiilor personale; implementarea principiului nescris
»publish or perish” (in limba romana, “publicd sau pieri”), care penalizeaza
persoanele care nu pot sustine acest ritm intens din motive de sdnatate. Acest aspect
este discutat si in studiile autorilor mentionati in acest articol care analizeaza relatiile
dintre curentul neoliberal din universitati si ableism si se regaseste in urmatoarele
raspunsuri: ,, Principiul ,,publish or perish” mi se pare unul foarte toxic, mai ales
daca te lupti cu o problema de sanatate mentala. Daca nu publici si nu te expui la

conferinte, poti ramdne foarte usor in urmad, poti rapid sa nu mai reprezinti un interes
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’

pentru a face parte dintr-un proiect de cercetare de tipul granturilor.”; ,, Normele
cerute pentru avansarea profesionald sunt mai degrabd formale decat substantiale
si mai degrabd cantitative decdt calitative. In esentd, nu existd un for administrativ

>

credibil pentru evaluarea activitdtii profesionale a profesorului.”; ,, Normele de

performantd bazate pe productivitate ridicata in cercetare.”

Participantii au indicat in raspunsurile lor dificultétile datorate discriminarii
si lipsei de echitate, care au fost evidentiate in inegalitatea de sanse, favoritism,
aplicarea arbitrard a regulilor, discriminarea de gen si pe criteriul sanatatii, prin faptul
ca universitatile de provenientd au o conducere preponderent masculind, privesc
boala ca un minus; favorizarea persoanelor fara copii sau fara responsabilititi
suplimentare, asa cum indicd aceste exemple: , Conducerea este preponderent
masculind, se recompenseaza acele persoane care sunt "ca ei”, si nu este clar ce
inseamnd acest lucru. Persoanele cu afectiuni cronice sunt tratate cu mild, cu
"compasiune" si "mai bine lasate" sa isi faca treaba cum pot, sa "nu fie deranjate";
,,O problema de ordin psihic/emotional ar fi in primul rand vazuta ca un minus, ca

’

un risc pe care seful/departamentul/facultatea nu si l-ar dovi.”; ,,De multe ori
cerintele din raportarile periodice nu iau in considerare situatii specifice, ci sunt
uniforme fapt ce poate dezavantaja persoanele care au o dizabilitate/boala
cronicd/probleme de sandtate mintala sau persoanele care au copii.”

Un ultim aspect care a fost dedus din aceastd intrebare este acela al
promovarii si recompensdrii conditionate de performanta constantd, respectiv
gradatii de merit, colabordri, proiecte si granturi oferite celor care sunt considerati
performanti si activi, adesea excluzand tacit persoanele cu dizabilitate, boala cronica
si/sau probleme de s@natate mentala: ,, Persoanele capabile din punct de vedere fizic
si psihic sunt sustinute pentru acces sistematic la parteneriate §i colaborari
profesionale nationale si internationale, sunt implicate in proiecte institutionale si
interinstitutionale (proiecte editoriale, proiecte de cercetare, proiecte cu
comunitatea). Performantele profesionale sunt apreciate si sustinute prin gradatie
de merit, precum si in contextul avansarii in grad.”

Este important de mentionat in acest context ca un numar semnificativ de
participanti (7 din totalul de 16) au declarat ca nu cunosc politici specifice in
universitate. In ansamblu, se relevi cu claritate ideea ca politicile universitare actuale
sunt percepute ca fiind orientate spre performanta standardizata, flexibilitate minima
si sprijin redus pentru diversitate functionald, fizicd si psihica. Se releva din
raspunsuri faptul ca respondentii considera ideea de boala, dizabilitate ca fiind opuse
ideii de abilitate si capacitate, inerent negative si ca reprezentand suferinte, care
afecteaza negativ performanta in munca, conduc la discriminare si excludere aceste
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idei fiind discutate si in literatura de specialitate (Campbell, 2001, 2019; McRuer,
2006; Goodley, 2014, 2025; Dolmage, 2017).

9. Concluzii

In esentd, ableismul universitar sau academic ignora realitatea complexa si
variabila a fiintei umane, promovand o culturd a exigentei extreme si a excluderii
tacite sau a discrimindrii persoanelor care nu pot atinge sau mentine aceste standarde
(Costea-Barlutiu si Runceanu, 2025, comunicare personald). Perceptia corpului
capabil si a mintii capabile, ca ideal functional si performativ al fiintei umane, centrat
pe eficientd, adaptabilitate si autonomie se regdseste in raspunsurile participantilor
cu privire la conditiile si factorii care faciliteazd sau inhiba dezviluirea unei
dizabilitati, boli cronice si/sau probleme de sandtate mentald. O stare de dizabilitate,
boala cronica si/sau probleme de sanatate mentala este, in general, perceputa de catre
respondentii din studiu (cadre didactice universitare si cercetatori) ca fiind intrinsec
negativd si ar conduce la diminuarea performantei in context universitar. De
asemenea, aceasta ar fi asociatd automat cu o serie de prejudecati din partea
celorlalti, excludere si marginalizare, diminuare a accesului la drepturi si facilitati in
universitate. Prin urmare, majoritatea respondentilor prezinta tendinta de a nu
dezvalui o astfel de conditie - in situatia in care ar avea-o, si mai ales in cazul in care
conditia este invizibila - sau ar dezvélui in contexte specifice si doar unor anumite
persoane, pentru a obtine facilitati si a preveni inechitatile, stigma sau discriminarea
de la locul de munca.

Studiul de fatd reprezintd o explorare ineditd, dupa cunostintele noastre in
premiera in Romaénia, a unui concept care in literatura de specialitate este intens
discutat, si anume ableismul in context universitar. Fiind un studiu exploratoriu,
calitativ, care a cuprins un lot de convenientd format dintr-un numar redus de
participanti, selectati pe bazd de voluntariat, rezultatele nu pot fi extrapolate la
intreaga populatie din Romania. Consideram, insa, cd datele calitative obtinute
prezinta interes si relevanta, in special pentru ca reflectd experiente idiosincratice
profunde ale participantilor care au decis sa raspunda la chestionar, si astfel pot
constitui un punct de plecare pentru alte investigatii ale acestui fenomen, cu impact
asupra stérii de bine a cadrelor didactice universitare si cercetatori, in particular, si
in educatie, in general. Dupd cum indicd rezultatele acestui studiu, structurile
institutionale, politicile si practicile ableiste sunt prezente in mediul universitar
romanesc, iar aceasta stare de fapt trebuie sa fie recunoscuta ca atare, discutata de
catre diverse foruri si investigata cantitativ si calitativ cu un numar mai mare de cadre
didactice si de cercetare.
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Abstract: This article explores the role of animals in fostering empathy and compassion
among students through Animal-Assisted Interventions (AAI). Recent studys show that by
including animals in regular every day activities with students — whether through Animal-
Assisted Therapy (AAT), Animal-Assisted Activities (AAA) or Animal-Assisted Education
(AAE) — teachers are able to create a safe space for their students to develop compassion and
empathy. Simultaneously, by integrating AAI we are promoting a more emotionally
supportive, inclusive and compassionate environment for students to develop. Throughout
this study we will take an indepth look at why pro-social qualities and behaviours are so
important and how we can integrate AAI in universities.

Keywords: empathy, compassion, adolescents, students, inclusion, AAI.

Rezumat: Acest articol exploreaza rolul animalelor in cultivarea empatiei si compasiunii in
randul studentilor prin intermediul interventiilor asistate de animale (Animal-Assisted
Interventions — AAI). Studii recente aratd cd, prin includerea animalelor in activitatile
cotidiene ale studentilor — fie prin terapie asistatd de animale (Animal-Assisted Therapy —
AAT), activitati asistate de animale (Animal-Assisted Activities — AAA) sau educatie asistata
de animale (Animal-Assisted Education — AAE) — cadrele didactice pot crea un spatiu sigur
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in care studentii si isi dezvolte compasiunea si empatia. In acelasi timp, integrarea AAI
contribuie la promovarea unui mediu educational mai incluziv, mai suportiv din punct de
vedere emotional si mai orientat spre compasiune. De-a lungul acestui studiu, vom analiza n
detaliu importanta calitatilor si comportamentelor pro-sociale si modalitatile prin care AAI
poate fi integrat in universitati.

Cuvinte-cheie: empatie, compasiune, adolescenti, studenti, incluziune, AAIL

1. Introducere

In prezent, mediul universitar contemporan ar trebui si acorde o atentie
sporitd nu doar transmiterii de cunostinte teoretice, ci si formarii competentelor
profesionale. Institutiile de invatdmant superior ar trebui sd-si asume rolul de a
pregati studenti capabili sd raspunda atat provocarilor academice si profesionale, cat
si celor sociale si emotionale. Empatia si compasiunea sunt valori fundamentale
pentru coeziunea sociala si pentru relatiile interpersonale autentice, motiv pentru
care ar trebui sa devind competente esentiale in procesul de formare universitara.

Pentru a dezvolta aceste abilitati, studentii trebuie sa fie pusi fatd in fatd cu
diferite situatii concrete, contexte In care sd poatd interactiona, dar si practici
educationale inovatoare. Printre metodele care ar putea fi integrate se numara si
Interventiile asistate de animale (Animal-Assisted Interventions — AAI).

In societatea actuala, animalele ocupa un loc tot mai important, fiind adesea
parte integranta a vietii de familie. Aceasta apropiere reflectd constientizarea faptului
ca animalele traiesc experiente emotionale pozitive si negative similare celor umane
(Veissier et al., 2009; Panksepp, 2011). Desi studiile sustin aceasta realitate, pentru
majoritatea oamenilor ea se confirma prin interactiunea directd cu animalele.

Interactiunile responsabile dintre oameni si animale au efecte demonstrate
stiintific atdt asupra sanatatii fizice, cat si asupra stérii de bine psihologice. De
exemplu, studii experimentale au aratat ca simpla mangaiere a unui cdine determina
o crestere semnificativd a nivelului de imunoglobulind A secretorie, indicator
important al functiondrii sistemului imunitar (Charnetski, Riggers & Brennan,
2004). Mai recent, cercetarile au confirmat cd contactul cu animalele reduce
raspunsurile fiziologice asociate stresului, in special la persoanele provenite din
medii urbane, ceea ce evidentiaza rolul lor In sustinerea rezilientei organismului
(Langgartner et al., 2025). De asemenea, AAI implementate Tn mediul universitar s-
au dovedit a fi eficiente In diminuarea anxietatii si a stresului la studenti, confirméand
din nou argumentul ca aceste practici pot sprijini sanatatea mintald si performanta
academica (Wood et al., 2021).

Dincolo de beneficiile individuale, interactiunea eticd si echilibrata cu
animalele sustine conceptele ,,One Health” si ,,One Welfare”, care subliniaza
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interdependenta sanatatii umane, animale si a mediului (Brown et al., 2024; Broom
& Johnson, 2019). In acest sens, educarea tinerelor generatii nu reprezinta doar o
strategie de dezvoltare a empatiei si compasiunii, ci si un punct de pornire
fundamental pentru sustenabilitate si coeziune sociald la scard globala.

2. Abilitatile si comportamentele prosociale

Adaptarea individului in societate depinde in mare masura de dezvoltarea
abilitatilor prosociale, precum empatia, compasiunea si altruismul (Li Wei et al.,
2024). Dintre acestea, empatia ocupd un loc central in formarea adolescentilor si
tinerilor, avand un impact direct asupra starii de bine, a satisfactiei fata de viata si a
echilibrului psihologic. In plus, empatia este considerati un predictor esential al
implicarii in activitati sociale si civice (Lenzi et al., 2014). Primele etape ale
adolescentei constituie un moment critic pentru cultivarea acestei abilitati, deoarece
empatia stimuleaza comportamentele prosociale (Carrizales et al., 2021; Gamble et
al., 2023).

Empatia este definitd drept capacitatea de a intelege si de a impartasi
emotiile, gandurile sau experientele altor persoane (Decety & Jackson, 2004).
Aceastd abilitate are un rol fundamental in construirea si mentinerea relatiilor
sociale, favorizeaza aparitia comportamentelor prosociale si contribuie la reducerea
manifestarilor agresive (Fig. 1). Studiile arata ca persoanele cu un nivel ridicat de
empatie tind sd se implice mai des in actiuni de sprijin si sa dezvolte relatii echilibrate
si armonioase (Eisenberg, Fabes, & Spinrad, 2006). in sectiunile urmatoare vom
aprofunda dimensiunile empatiei, modalitatile prin care se manifesta si strategiile
educationale prin care aceasta poate fi dezvoltata.

Comportamente
prosociale

Relatii sociale
armonioase

Figura 1. Relatia dintre empatie, comportamente prosociale si relatii sociale
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Empatia este strans corelatd cu simtul responsabilitatii si cu moralitatea
sociala. Potrivit lui Hoffman (2020), ea constituie una dintre motivatiile centrale ale
comportamentului moral, fiind prezenta inca din copilérie si evoludnd odata cu
dezvoltarea cognitivd. Totodatd, cercetirile aratd cd interventiile educationale
orientate spre cultivarea empatiei au un efect pozitiv semnificativ asupra
comportamentului social al copiilor si adolescentilor, contribuind inclusiv la
reducerea fenomenului de bullying (Batson, 2009; Malti & Krettenauer, 2013). Un
exemplu relevant constd in programele de tip Social and Emotional Learning
(SEL). Acestea sunt implementate la nivel international si urmaresc dezvoltarea
empatiei, autoreglarii si cooperarii, avand rezultate notabile in cresterea
comportamentelor prosociale si scaderea conflictelor interpersonale (Durlak et al.,
2011). In Romania, proiecte educationale dezvoltate in colaborare cu UNICEF si
Universitatea ,,Babes-Bolyai” au integrat competentele socio-emotionale in
curriculum, demonstrand efecte benefice asupra capacitatii elevilor de a-si gestiona
emotiile si de a construi relatii pozitive (Opre & Mihailescu, 2018). Astfel de
programe confirma faptul ca empatia poate fi cultivata si consolidata prin experiente
educationale bine structurate, cu impact pe termen lung.

Comportamentele prosociale constituie un element fundamental al
dezvoltarii personale si sociale 1n randul tinerilor si al studentilor, puténd fi definite
drept ,,un set de actiuni orientate spre binele altora” (Pfattheicher et al., 2022).
Relevanta lor se extinde dincolo de sfera relatiilor interpersonale imediate.
Implicarea in activitati prosociale contribuie atat la sprijinirea unui bine colectiv —
individual, comunitar si societal — precum si la cultivarea emotiilor pozitive, la
trairea satisfactiei personale si la consolidarea stérii generale de bine (Varma et al.,
2023). Printre exemple se numarad voluntariatul, asistenta sociald, organizarea de
evenimente caritabile sau orice alte actiuni de sprijin reciproc (Aknin et al., 2020).

In context universitar, dezvoltarea abilitatilor prosociale dobandeste o
relevanta suplimentara, Intrucat trecerea din mediul preuniversitar in cel universitar
marcheazd o perioadd de tranzitie citre independenta si responsabilitate sociala.
Tinerii petrec din ce Tn ce mai mult timp In grupuri noi, contexte academice si
extracurriculare, iar asumarea unor comportamente prosociale faciliteaza integrarea,
adaptarea si mentinerea unor relatii sociale sanatoase (Li Wei et al., 2024). Relatiile
interpersonale pozitive, cultivate prin colaborare si sprijin reciproc, au un rol esential
in dezvoltarea emotionald, sociala si a identitatii studentilor.

Cercetarile subliniaza, de asemenea, rolul crucial al influentei colegilor.
Feedback-ul pozitiv si incurajarile primite din partea grupului sunt corelate cu o
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implicare crescutd in comportamente prosociale si cu o mai mare satisfactie
personald (Wagemaker et al., 2022). in schimb, expunerea la contexte sociale
negative — cum ar fi colegii implicati in comportamente antisociale — poate favoriza
internalizarea si perpetuarea acestor modele, chiar si dupd ce influenta directa a
grupului scade (Wang & Qi, 2023; Li Wei et al., 2024).

Prin urmare, mediul universitar reprezintd o platforma privilegiata pentru
cultivarea comportamentelor prosociale. Activitatile extracurriculare, programele de
voluntariat, proiectele de invatare prin serviciu comunitar (service-learning) si
practicile educationale colaborative pot deveni resurse eficiente pentru consolidarea
empatiei, responsabilitétii sociale si a sentimentului de apartenenta. Studiile recente
aratd ca influenta pozitiva a colegilor este deosebit de puternica in aceasta etapd de
viata, iar directia generala a grupului — fie prosociala, fie antisociald — tinde sa se
consolideze si sd influenteze pe termen lung traiectoria comportamentald a
individului (Li Wei et al., 2024).

3. Interventiile asistate de animale (IAA)

Pe langa nevoia inndscuta de socializare si apartenenta, specificd nu doar
adolescentei, ci si tranzitiei spre viata adultd, studentii resimt o nevoie crescutd de
conectare, mai ales in contexte academice solicitante. Teoria biofiliei formulata de
Edward O. Wilson explica tendinta naturala a oamenilor de a stabili legéturi cu
natura si animalele (Wilson, 1984; Kellert & Wilson, 1993). Aceasta orientare
constituie baza Interventiilor Asistate de Animale (AAI), tot mai utilizate in mediul
universitar si In programele de sprijin psihologic pentru studenti, avind scopul de a
reduce stresul academic, a creste capacitatea de concentrare si a facilita dezvoltarea
empatiei (Capaldi, Dopko, & Zelenski, 2014; Pendry et al., 2019).

Literatura aratd ca presiunea academicd, nesiguranta privind viitorul
profesional si adaptarea la noul mediu social cresc vulnerabilitatea studentilor la
stres, anxietate si depresie (Beiter et al., 2015). In acest context, AAI sunt
recomandate de specialistii in psihologie educationald si consiliere universitarad ca
parte a unor programe multidisciplinare de sprijin emotional si dezvoltare a
competentelor socio-emotionale (Adams, 2009). Studiile arata ca interactiunea cu
animalele reduce nivelurile de cortizol, promoveaza relaxarea si imbunatiteste
dispozitia studentilor in perioade de examene sau tranzitii academice dificile (Beetz
et al., 2012; Pendry & Vandagriff, 2019).

O meta-analiza (Crossman, 2017) confirma faptul ca o relatie constanta cu
animalele de companie sustine reglarea emotionald, scade simptomele depresive si
sprijind adaptarea sociald in randul tinerilor. Mai mult, Brelsford si colaboratorii
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(2017) au demonstrat ca terapia asistata de animale contribuie la cresterea stimei de
sine si la consolidarea comportamentelor prosociale, aspecte esentiale pentru
studentii aflati In tranzitie catre maturitate.

Conform IAHAIO - International Association of Human-Animal Interaction
Organizations (2014), interventiile asistate de animale sunt definite ca ,,activitati
structurate care implicd animale In procese terapeutice, educationale sau de
promovare a sanatatii, desfasurate In baza unor obiective documentate si evaluate”.
In practica academici, aceste interventii se regasesc in trei forme principale:

e Terapia asistata de animale (AAT) — derulatd de specialisti in sdnatate
mintald, poate fi utilizatd pentru studentii cu anxietate sociala sau tulburari
emotionale. De exemplu, Nimer si Lundahl (2007) au ardtat ca includerea
unui caine de terapie in sedinte de terapie cognitiv-comportamentala sprijina
reducerea anxietatii si faciliteaza exprimarea emotionala.

o Activititile asistate de animale (AAA) — cu rol informal, sustin bunastarea
emotionald si motivatia. In mediul universitar, programe de tip Stress Relief
Pet Therapy sunt organizate In biblioteci sau campusuri in perioada
examenelor, demonstrand o scadere imediatd a stresului si o crestere a
sentimentului de apartenentd (Crossman & Kazdin, 2015; Pendry et al.,
2020).

o Educatia asistati de animale (AAE) — poate fi integrata in proiecte
educationale interdisciplinare, menite sia stimuleze colaborarea,
responsabilitatea si gandirea critica. Spre exemplu, activitatile de tip
Service-Learning, in care studentii se implica in actiuni comunitare ce includ
protectia animalelor sau voluntariat in adaposturi, au demonstrat efecte
benefice asupra empatiei, implicarii civice si dezvoltarii abilitatilor socio-
emotionale (Celio, Durlak, & Dymnicki, 2011).

Un alt cadru relevant pentru mediul universitar este Educatia bazata pe
compasiune (Humane Education — HE), care promoveaza respectul fata de toate
fiintele vii, responsabilitatea sociald si incluziunea. Aceasta se poate integra in
activitati curriculare si extracurriculare, avand efecte demonstrate asupra reducerii
comportamentelor antisociale si cultivarii empatiei (Ascione, 1993; Melson, 2001;
Kidd & Kidd, 2004).

Astfel, AAI reprezintd o resursd interdisciplinard cu beneficii validate
stiintific atat in plan terapeutic, cét si educational. In mediul universitar, aceste
interventii pot functiona ca un “adaos” valoros al serviciilor de consiliere si sprijin
psihologic, facilitand nu doar reducerea stresului, ci si dezvoltarea competentelor
prosociale si consolidarea bunastarii studentilor.
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4. Provociri si perspective in implementarea interventiilor asistate de

animale in mediul universitar

Desi AAI au demonstrat beneficii clare pentru sandtatea mintald si
dezvoltarea socio-emotionald a studentilor, implementarea lor in mediul universitar
nu este lipsitd de provocari. O prima limitare tine de variabilitatea metodologica.
Studiile existente diferd considerabil in ceea ce priveste speciile implicate, durata
programelor, obiectivele urmarite si instrumentele de evaluare, ceea ce face dificila
compararea rezultatelor si stabilirea unor standarde aplicabile la nivel international
(Wood, Ohlsen, Thompson, & Hulin, 2021). Aceastd limitare reduce puterea
concluziilor si subliniaza nevoia unor cercetari longitudinale, capabile sa ofere date
concrete despre eficienta AAI in contexte educationale diverse (Crossman, 2017).

O altd provocare majora este reprezentati de bunidstarea animalelor
implicate. Conform recomandarilor IAHAIO (2014), animalele participante trebuie
selectate riguros, monitorizate permanent si protejate impotriva stresului si a
suprasolicitarii. O publicatie din 2015 (Ng et al., 2015) accentueaza importanta
responsabilitatii etice a profesionistilor implicati si atrage atentia asupra riscului ca
animalele sa dezvolte reactii negative dacd nu sunt respectate standardele de
siguranta si confort.

Un alt aspect este legat de acceptabilitatea culturala si institutionald. In unele
campusuri, prezenta animalelor poate ridica probleme legate de alergii, fobii sau
bariere culturale referitoare la relatia om—animal (Gee, Fine, & McCardle, 2017). In
plus, resursele logistice si financiare necesare implementarii unor programe de
calitate reprezintd adesea o provocare pentru universitati, mai ales in tarile din
Europa de Est, unde literatura stiintifica privind AAI este inca in curs de dezvoltare.

In pofida acestor dificultati, viitorul este promititor. Integrarea AAI cu
programele de educatie socio-emotionald (SEL) deja validate 1n scoli si universitati
poate amplifica impactul asupra empatiei, autoreglarii emotionale si rezilientei
(Durlak et al., 2011). Totodata, abordarile interdisciplinare inspirate de conceptele
One Health si One Welfare oferd un cadru inovator de colaborare intre facultati de
psihologie, medicind veterinara si stiinte sociale, consolidand legatura dintre
bunastarea umana, animala si sustenabilitatea comunitara (Broom & Johnson, 2019;
Brown, Jones, & Rushton, 2024).

In plus, dezvoltarea tehnologiei deschide noi posibilititi. AAI mediate
virtual pot sprijini sandtatea mintala si pot reprezenta alternative pentru studentii
care, din motive medicale sau logistice, nu pot participa direct la interactiuni fata in
fata. Tardif-Williams si colaboratorii (2025) aratd ca astfel de solutii pot extinde
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accesibilitatea AAI si pot completa programele clasice in contexte academice hibride
sau internationalizate.

Concluzionand, implementarea interventiilor asistate de animale in mediul
universitar presupune atat beneficii evidente, cat si provocari metodologice, etice si
logistice. Standardizarea programelor, consolidarea cercetarilor longitudinale si
integrarea tehnologiilor inovatoare pot contribui la transformarea AAI intr-o
componenta stabila si responsabila a strategiilor educationale si de sprijin psihologic
destinate studentilor.

5. Concluzii

Interventiile asistate de animale (AAI) reprezinta o resursa interdisciplinara
valoroasa pentru mediul universitar, cu beneficii demonstrate atat in plan terapeutic,
cat si educational. Prin integrarea acestora in activitatile academice si
extracurriculare, studentii 1si pot dezvolta empatia, compasiunea si comportamentele
prosociale, abilitati esentiale pentru adaptarea la provocarile sociale si profesionale
contemporane. Totodatd, AAI contribuie la reducerea stresului si a anxietatii, la
consolidarea stimei de sine si la crearea unui climat educational mai incluziv si mai
suportiv din punct de vedere emotional.

In acelasi timp, implementarea acestor programe necesiti o abordare
responsabild, care sa tind cont de standardele etice privind bunastarea animalelor, de
adaptarea la specificul cultural si institutional al universitatilor si de nevoia de
cercetdri riguroase si de lunga duratd. Prin valorificarea unor concepte precum One
Health si One Welfare si printr-o deschidere mai mare catre tehnologi, AAI pot fi
dezvoltate ca practici sustenabile, capabile sd raspunda atat nevoilor studentilor, cat
si celor ale comunitatii academice.

Astfel, interventiile asistate de animale se contureazad nu doar ca o metoda
de sprijin psihologic, ci si ca o strategie educationald inovatoare, cu impact pe termen
lung asupra bunastarii si formarii integrale a tinerilor.
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Abstract: This study investigates the differences and similarities in the preferred
communication styles of Generations X, Y, and Z within educational and personal contexts.
A mixed-methods approach was employed, combining both quantitative and qualitative
research methods. A structured questionnaire was administered to participants from the three
generations who are active in or frequently engaged with educational environments. In
addition, semi-structured interviews were conducted to explore participants' perspectives and
motivations in greater depth. Previous studies (Lee & Yi, 2023; Watson, 2018; Dick, 2019)
have highlighted notable differences in communication styles and work values across
generations. Similarly, research by Raslie & Ting (2021) and Jenei & Machova (2024) points
out that Generations Y and Z tend to favor fast, digital, and flexible communication, while
Generation X prefers more direct and formal styles. The findings of this study support these
trends and reveal a shared need for clarity, empathy, and constructive feedback across all
generations. Despite the evident generational differences in communication preferences and
channels, the study highlights a common ground rooted in the need for authenticity, clarity,
and empathetic interaction. Understanding these generational characteristics can
significantly improve the educational process and support the development of
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communication strategies tailored to intergenerational diversity. The results offer valuable
insights for educators, trainers, and education professionals seeking to foster effective and
inclusive dialogue across generation.

Keywords: intergenerational communication, communication styles, Generation X,
Generation Y (Millennials), Generation Z, intergenerational diversity.

Rezumat: Acest studiu investigheaza diferentele si asemanarile dintre stilurile de comunicare
preferate ale Generatiilor X, Y si Z in contexte educationale si personale. A fost utilizata o
abordare mixta, care a combinat metode de cercetare cantitative si calitative. Un chestionar
structurat a fost aplicat participantilor din cele trei generatii, activi sau frecvent implicati in
medii educationale. In plus, au fost realizate interviuri semi-structurate pentru a explora in
profunzime perspectivele si motivatiile participantilor. Studii anterioare (Lee & Yi, 2023;
Watson, 2018; Dick, 2019) au evidentiat diferente notabile in stilurile de comunicare si in
valorile de munca dintre generatii. in mod similar, cercetarile realizate de Raslie & Ting
(2021) si Jenei & Machova (2024) arata ca Generatiile Y si Z tind sa prefere o comunicare
rapida, digitala si flexibild, in timp ce Generatia X favorizeazd forme mai directe si mai
formale. Rezultatele acestui studiu sustin aceste tendinte si dezvéluie o nevoie comuna de
claritate, empatie si feedback constructiv la toate generatiile. in ciuda diferentelor evidente
intre generatii, in ceea ce priveste preferintele si canalele de comunicare, studiul evidentiaza
existenta unui teren comun, fundamentat pe nevoia de autenticitate, claritate si interactiune
empatici. Intelegerea acestor caracteristici generationale poate imbunatiti semnificativ
procesul educational si poate sprijini dezvoltarea unor strategii de comunicare adaptate
diversitatii intergenerationale. Rezultatele oferd perspective valoroase pentru cadre didactice,
formatori si profesionisti din domeniul educatiei care urmaresc sa incurajeze un dialog
eficient si incluziv intre generatii.

Cuvinte-cheie: comunicare intergenerationala, stiluri de comunicare, Generatia X, Generatia
Y (Millennials), Generatia Z, diversitate intergenerationala

1. Introducere

In ultimele decenii, transformarile sociale, culturale si tehnologice au
contribuit la conturarea unor diferente semnificative intre generatii. Generatiile X, Y
(Millennials) si Z se disting nu doar prin reperele istorice si socio-economice care
le-au marcat formarea, ci si prin stilurile de comunicare, preferintele si valorile care
le caracterizeaza.

Intr-o societate din ce in ce mai interconectatd, modul in care aceste generatii
interactioneaza si comunica intre ele are un impact direct asupra educatiei, relatiilor
profesionale si vietii cotidiene.

Literatura de specialitate subliniazd ca diferentele intergenerationale pot
genera atat provocari, cat si oportunititi. Pe de o parte, diversitatea stilurilor de

321



TRANSVERSAL PERSPECTIVES IN EDUCATION. SKILLS FOR THE FUTURE

comunicare poate conduce la tensiuni, neintelegeri si bariere in procesul educational
sau 1n cadrul familial iar pe de altd parte, intelegerea acestor particularitati si
valorificarea lor poate facilita cooperarea, co-crearea si construirea unor punti solide
intre generatii. In acest sens, Lee si Yi (2023) au evidentiat c4, desi Generatia X se
diferentiaza de Generatiile Y si Z prin valorile de munca, stilurile de comunicare ale
X si Y prezintd similitudini, in timp ce Z se distinge printr-o abordare diferita.

in domeniul educational, Watson (2018) a aritat ci preferintele de
comunicare variazd In functie de context, cadrele didactice optand pentru
interactiunea fata-in-fatd cu administratorii iar in relatia cu parintii pentru mijloace
digitale precum emailul sau telefonul, In studiul sdu asupra profesorilor Watson a
aratat ca modul 1n care acestia preferd s comunice depinde de situatie si de
persoanele implicate, cu alte cuvinte cu administratorii (director, conducere,
superiori ierarhici, etc.) profesorii prefera comunicarea directa, fata-in-fata, deoarece
discutiile cu administratia scolii sunt de obicei mai formale, mai importante si
necesita claritate si feedback imediat iar cu parintii elevilor profesorii nu aleg
predominant intdlnirile fatd-in-fatd, ci preferd canale digitale (email, telefon).
Explicatia este una prctica: aceste canale sunt mai rapide, mai flexibile si mai usor
de folosit pentru a transmite informatii sau pentru a raspunde punctual la intrebari.
Watson subliniaza ca nu existd o singura preferintd de comunicare valabild pentru
toate situatiile: profesorii aleg fata-in-fata atunci cand este nevoie de dialog direct si
formal dar se bazeaza pe digital (email, telefon) atunci cand comunica cu périntii,
unde conteaza eficienta si rapiditatea.

Totodata, Dick (2019) atrage atentia asupra faptului ca, dincolo de
diferentele accentuate in literatura de specialitate, exista si numeroase asemanari in
valorile de muncd ale generatiilor, ceea ce sugereazd nevoia de a evita
stereotipizarea.

Alte cercetari (Raslie & Ting, 2021; Jenei & Machova, 2024) confirma
tendinta Generatiilor Y si Z de a prefera o comunicare rapida, digitala si flexibila, in
timp ce Generatia X continua s manifeste o inclinatie spre forme mai directe si mai
formale. Totusi, indiferent de aceste diferente, studiile converg asupra existentei
unui teren comun in comunicarea intergenerationald, fundamentat pe autenticitate,
claritate si empatie.

In acest context, studiul de fatd isi propune si exploreze stilurile de
comunicare specifice Generatiilor X, Y si Z cu accent pe modul in care acestea se
manifesta atat Tn mediul educational, cét si n viata de zi cu zi. Cercetarea are la baza
un chestionar aplicat unui esantion divers de participanti, urmarind identificarea
asemandrilor, diferentelor si a posibilelor strategii de armonizare a dialogului
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intergenerational. Scopul acestui demers este de a oferi o perspectiva analitica asupra
modului in care comunicarea poate contribui la consolidarea relatiilor dintre
generatii si la dezvoltarea unor practici educationale si sociale adaptate unei lumi
aflate Intr-o continud schimbare.

2. Metode

Pentru a investiga diferentele si asemanarile dintre stilurile de comunicare
ale Generatiilor X, Y si Z, cercetarea de fatd a adoptat o abordare metodologica
mixtd, combinand analiza teoreticd, prin revizuirea sistematicd a literaturii de
specialitate, cu o investigatie empirica bazatd pe date primare colectate prin
intermediul unui chestionar structurat si al interviurilor semi-structurate.

Optarea pentru o metodologie mixta a fost determinata de complexitatea
temeli, care implica atat dimensiuni conceptuale — cum ar fi caracteristicile stilurilor
de comunicare, influentele culturale si digitale asupra interactiunii intergenerationale
— cét si experiente concrete, perceptibile si interpretabile la nivel individual.

In acest sens, analiza literaturii oferd un cadru teoretic solid, care sprijina
formularea ipotezelor si a obiectivelor cercetarii, in timp ce investigatia empirica
permite validarea acestora In contexte reale, prin observarea si compararea
comportamentelor si preferintelor de comunicare ale participantilor din cele trei
generatii. Mai mult, combinarea metodologiilor cantitative si calitative faciliteaza o
perspectiva integratd si mai nuantatd asupra fenomenului studiat: datele cantitative
ofera posibilitatea identificarii unor tipare generale si a diferentelor statistice intre
generatii, In timp ce datele calitative permit aprofundarea motivatiilor, perceptiilor
si experientelor subiective ale participantilor. Aceastd abordare contribuie la
cresterea validitatii si relevantei rezultatelor, oferind o baza solida pentru formularea
concluziilor si recomandarilor practice in domeniul comunicarii intergenerationale,
in special in mediul educational.

Etapa teoretica a cercetdrii a constat in examinarea sistematicad a surselor
relevante din literatura stiintifica internationala si nationald, cu scopul de a identifica
trasaturi definitorii ale stilurilor de comunicare specifice fiecarei generatii,
influentele culturale si tehnologice asupra acestora, precum si implicatiile lor in
mediul educational si social. Au fost analizate lucrari semnificative precum: Lee &
Yi (2023) — referitoare la valorile muncii si stilurile de comunicare intre Generatiile
X, Y si Z; Watson (2018) — privind diferentele intergenerationale Tn comunicare in
randul cadrelor didactice; Neagu Gh. (2022) — evidentiind caracteristicile
generatiilor in context roménesc; Raslie & Ting (2021) — privind stilurile de
comunicare preferate de Generatiile Y si Z; Jenei & Machova (2024) — referitoare la
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comunicare si leadership in contexte intergenerationale. Aceastd analiza a oferit un
cadru teoretic solid, servind drept baza pentru formularea ipotezelor de cercetare si
pentru elaborarea instrumentului empiric utilizat ulterior.

Partea aplicata a studiului a presupus utilizarea unui chestionar standardizat,
structurat in trei sectiuni principale: Date sociodemografice — varsta, profesie, nivel
de educatie si apartenenta generationald; Preferinte si frecventd a stilurilor de
comunicare — 1n viata personald si in context educational (fatd-in-fata, online, scris,
verbal, formal/informal); Perceptii intergenerationale si autoevaluarea eficientei
comunicarii. Chestionarul a inclus 15 itemi, dintre care 11 inchisi (cu raspunsuri
predefinite, grile si scale Likert) si 4 deschisi, care ofereau posibilitatea completarii
cu comentarii personale. Timpul mediu de completare a fost estimat intre 5 si 7
minute. Instrumentul a fost aplicat online, iar esantionul a fost constituit prin metoda
neprobabilistica ,,bulgire de zapada”, incluzand participanti din mai multe generatii:
Generatia X (1965-1980): 33 respondenti; Generatia Y (1981-1996): 33
respondenti; Generatia Z (1997-2012): 131 respondenti; Baby Boomers (1946—
1964): 4 respondenti.

Aceasta structurd a permis obtinerea de date relevante privind atat tendintele
generale, cat si perceptiile subiective ale respondentilor, facilitind o analiza
comparativa Intre generatii si oferind premise solide pentru identificarea stilurilor de
comunicare $i a preferintelor intergenerationale.

Date demografice: Vérsta:
207 raspunsuri

@ 13-28 ani { Generalja Z )

@ 20-44 ani (Generalia ¥ | Millennials)
45-60 ani (Generatia X}

@ Peste B1 ani (Baby Boomers)

3. Rezultate si discutii

Datele au fost colectate si organizate in format digital Google Forms, iar
analiza statistica descriptivd a fost realizatd prin metoda calculul frecventelor,
procentelor si reprezentarea grafica (diagrame, tabele). Raspunsurile deschise au fost
analizate calitativ prin identificarea temelor recurente. Dintre respondentii care au
completat chestinarul: 71,6 % au fost femei, 27,4% barbati.
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Genul:

201 réspunsuri

@ Feminin
® Masculin
Prefer s& nu rispund

Din totalul raspunsurilor 201 respondenti ca si statut: 65,7 % studenti, 33,3
% cadre didactice.

Statut actual:
201 raspunsuri

@ Siudent

@ Cadru didactic
Reprezentant medical

® cadru didactic auxiliar

La itemul ce a vizat canalele de comunicare folosite pentru a interactiona cu
familia/prietenii: Mesaje scrise (SMS, WhatsApp) este cel mai folosit canal,
majoritatea il folosesc foarte des (peste 100 respondenti); Fata in fata - il folosesc
des si foarte des; Apel telefonic- folosit in mare parte uneori si des, dar si un numar
relevant foarte des; Retele sociale- utilizate mai mult des si uneori; mai putin decat
SMS si Intalniri fata in fatd; Email- Frecventa dominanti este rar si niciodati —
folosit mai putin in viata personald; apeluri video- utilizate uneori si rar — nu este un
canal dominant.

Stiluri de comunicare — VIATA PERSONALA Ce canale de comunicare folasesti pentru a interactiona cu familia/prietenii?

B riciodatz I rar unzori [l des  HEM foarte des
100
a0
i}
Apzel eleforic Meszje scrise [SMS, Retele sociale Email Apsur vidso Fatd in faté
Whatszpg)

Itemul - ,,Cum ai descrie stilul tdu de comunicare in relatiile personale?” a
oferit perspective relevante asupra preferintelor comunicationale ale respondentilor.
Analiza datelor indicd faptul cd majoritatea covarsitoare a participantilor
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(aproximativ doua treimi) se descriu drept persoane empatice si deschise, sugerand
o0 orientare puternica spre conexiunea emotionald in interactiunile personale.

Un procent semnificativ mai mic (aproximativ 25%) se identifica cu un stil
direct si pragmatic, ceea ce indica o abordare mai rationald si orientata spre eficienta
in comunicare. Totodatd, un procent redus de respondenti preferd comunicarea
indirectd sau mentinerea unei anumite distante, ceea ce poate reflecta nevoia de
spatiu personal sau trasaturi introvertite.

Stilurile vizuale si mixte (cum ar fi utilizarea frecventd a GIF-urilor sau
emoji-urilor) sunt aproape marginale, semnaldnd cd in relatiile personale
comunicarea emotionald si verbala raimane mult mai apreciatd decat cea digitala sau
vizuala.

Aceste rezultate sunt coerente cu datele privind canalele preferate pentru
comunicarea personald, evidentiind predominanta mesajelor scrise si a interactiunii
fata-in-fata. in concluzie, datele sugereaza ca, intr-un context personal, stilul cald,
empatic si deschis este mult mai valorat decat comunicarea rationald, rece sau strict
pragmatica.

Cum ai descrie stilul tdu de comunicare in relatiile personale?

201 raspunsuri

@ Empatic si deschis

@ Direct si pragmatic
Reticent, prefer distanta

@ Vizual (emoji, GIF-uri, meme-uri)

@ direct si pragmatic empatic si deschis
50-50

In ceea ce priveste metoda de rezolvare a conflictelor - datele prezentate
indica ca majoritatea covarsitoare a respondentilor (~75%) preferd rezolvarea
conflictelor prin discutie fatd in fatd. Aceasta sugereaza cd, in situatii conflictuale,
participantii acordd o importantd deosebitd dialogului direct si interactiunii
personale, pentru clarificarea neintelegerilor si gasirea unor solutii comune. Un
procent semnificativ mai mic utilizeazd metode indirecte sau pasive: aproximativ
13% aleg tacerea sau distantarea, ceea ce poate reflecta o tendintd de evitare a
confruntdrii sau nevoia de a lua timp pentru a se calma si a analiza situatia inainte de
a reactiona. De asemenea, aproximativ 11% dintre respondenti prefera transmiterea
unui mesaj scris, indicdnd o dorintd de a comunica clar si documentat, dar fara
contact direct imediat. Metodele fizice sau cele care depind de natura conflictului
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sunt foarte rare (~0,5% fiecare), ceea ce sugereaza ca aborddrile agresive sau
ambigue sunt marginale in randul participantilor.

in ansamblu, rezultatele subliniaza ca rezolvarea constructiva a conflictelor
se bazeaza in principal pe dialog direct si deschis, iar metodele indirecte sau non-
verbale sunt utilizate doar ca solutii secundare, complementare.

Se confirma stilul predominant empatic si deschis (66,2%) — corelat cu
preferinta pentru rezolvarea conflictelor fatd in fata (75,1%). Comunicarea fatd in
fatd este importantd atat in interactiuni pozitive, cat si in situatii tensionate.
Persoanele chestionate par sa valorizeze comunicarea directd, sincera si personala.

In relatiile personale, conflictele sunt tratate in mod matur, iar evitarea sau
pasivitatea sunt mai putin frecvente.

Graficul care releva raspunsurile la Intrebarea: ,,Ce canale de comunicare
folosesti frecvent pentru activitati educationale?” putem observa ca cele mai uzuale
canalele sunt: platforme educationale, email, grupuri de chat, apeluri video si
intalniri fatad in fata.

Stiluri de comunicare - EDUCATIE Ce canale de comunicare folosesti frecvent pentru activitati educationale?
100

B nicicdats M rar uneori [l des M foarte des

Il

25

Platforme educationale Email Grupur de chat Apelur video ! int&lInin frtalniri fagd in fatd
{Moodle, Classroom) (WhatsApp, Discord) onling

Grupurile de chat si Intalnirile fatd in fatd sunt cele mai frecvente modalitati
de comunicare educationala — rapide, interactive si directe. Platformele educationale
sunt importante, dar nu dominante — probabil folosite pentru organizare, nu
comunicare efectivi. Emailul si apelurile video sunt mai putin utilizate —
considerate lente sau formale.

Corelare cu celelalte grafice confirma preferinta generald pentru comunicare
directa si instantanee (chat si fatd in fatd), similar cu stilul personal. Comunicarea
educationala este mai functionald decat emotionald, dar rimane ancorata in canale
interactive.

Claritatea conteazd mai mult decat forma. Cea mai mare parte a
respondentilor (43,3%) nu sunt preocupati de canalul de comunicare, atata timp cat
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mesajul este clar — accentul este pus pe continut, nu pe forma. Fata in fatd raméane
important: aproape o treime prefera feedback-ul in interactiunea directd, ceea ce
poate facilita Intelegerea si ofera posibilitatea de clarificare in timp real. Scrisul
ramane relevant: aproape egali cu preferinta pentru fatd in fatd, multi apreciaza
claritatea si trasabilitatea oferite de feedback-ul scris. Apelurile video sunt
nepopulare: feedback-ul prin video este nepreferat, poate din cauza disconfortului
sau efortului suplimentar perceput. Participantii pun accent pe eficienta si claritate,
mai putin pe formatul tehnic.

Graficul care analizeaza preferintele participantilor ,,Ce stil de comunicare
preferi in procesul educational?” releva: 38,3 % prefera un stil relaxant, empatic,
participativ, 35,8% cel vizual, interactiv (imagini, video, prezentari), 18,9 % cel
clar, structurat, formal, 3% succint, la obiect, 2% alte optiuni (combinari, in functie
de subiect). Educatia eficienta este empatica si interactivad. Cele mai apreciate stiluri
sunt cele care stimuleazd implicarea activa, oferd sprijin emotional, includ elemente
vizuale si multimedia. Stilul formal este in scadere. Doar 1 din 5 respondenti prefera
un stil clar si structurat, indicand o tendinta spre forme mai umane si dinamice de
predare. Adaptabilitatea este cea care conteaza. Chiar dacd procentele sunt mici, apar
si preferinte pentru comunicare mixta sau ajustabila in functie de context — ceea ce
sugereaza ca flexibilitatea in comunicare este valorizata. Aceastd preferinta pentru
relaxare, claritate si interactivitate se aliniaza cu preferintele fata de feed-back clar
indiferent de canal, alegerea comunicarii fatd in fata in conflicte, utilizarea frecventa
a grupurilor de chat si intalnirilor directe.

La itemul cu raspuns semi-deschis - Ce elemente conteaza cel mai mult intr-
o comunicare eficienta pentru tine graficul arata astfel:

Ce elemente conteaza cel mai mult intr-o comunicare eficientd pentru tine? (mai multe raspunsuri
posibile)

201 raspunsuri

Claritatea mesajului 184 (91,5 %)
Tonul folosit 139 (69,2 %)
Respectul reciproc 154 (76,6 %)
Viteza de raspuns 44 (21,9 %)
Emotiile exprimate 94 (46,8 %)
Structura / organizarea ideilor 98 (48,8 %)
Respectul , tonul , emotiile si in...|—1 (0,5 %)

Interesul receptorului|—1 (0,5 %)

0 30 100 150 200

Top cinci elemente considerate importante: claritatea mesajului 91,5 %,
respecectul reciproc 76,6, tonul folosit 69, 2%, structura/organiyarea ideilor 48,8%,
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emotiile exprimate 46,8 %. Elemente mai putin importante: viteza de raspuns 21,9
%, raspunsuri combinate, rare 0,5 %.

Graficul care reflectd perceptiile intergenerationale in rAndul respondentilor,
pe baza gradului de acord fata de anumite afirmatii arata astfel: 1. ,,Comunic usor cu
persoane din alte generatii”, 2. Imi este dificil sa colaborez cu persoane din alte
generatii”, 3. ,,Tinerii folosesc un limbaj greu de inteles pentru alte generatii”, 4.
,Profesionistii din alte generatii nu ma ascultd cu adevarat”, 5. ,,Diferentele de varsta
duc la conflicte de opinie”, 6. ,,In viata personala colaborez bine cu persoane de alte
varste”

Perceptii intergenerationale In ce mésur esti de acord cu urmatoarele afirmatji?

100 M dezacord total [l dezacord nici acord, nici dezacord [l acord Il acord total

& 0°

R e\’b
e R o

In general comunicarea si colaborarea intre generatii sunt percepute in mod
preponderent pozitiv, in special in viata personald, provocarile apar mai degraba in
limbajul utilizat de tineri si in mediile profesionale, unde uneori este perceput un
dezinteres din partea generatiilor mai in varsta, conflictul intre generatii nu este o
tema centrald, dar diferentele de viziune sunt recunoscute, atitudinea generald
reflecta deschidere, adaptabilitate si dorintd de cooperare intre generatii.

La itemul cu raspuns deschis - Ce te ajutd sa comunici eficient in mediul
educational, indiferent de varsta? am realizat o grupare tematica. Respect reciproc si
atitudine pozitiva, deschisa, modestie, sinceritate; empatie si ascultare activa,
capacitatea de a Intelege perspectiva celuilalt; rabdare, ascultare fara intrerupere,
incurajarea dialogului; claritate si adaptarea limbajului, limbaj clar, concret,
accesibil; adaptarea mesajului la varsta si nivel de intelegere; structurare si
organizare a mesajului, exemple, organizare a ideilor; suporturi vizuale (PowerPoint,
imagini, video); comunicare fatd in fatd si nonverbald, controlul; emotiilor,
interpretarea semnalelor nonverbale; intalniri directe, tonul vocii, contact vizual,
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mimica; inteligentd emotionald si constientizarea diferentelor; adaptarea la nevoile
emotionale ale interlocutorului s/au dovedit a fi cele mai apreciate.

Comunicarea eficientd In mediul educational este perceputa ca un proces
empatic, bazat pe respect reciproc, claritate si adaptare la contextul interlocutorului.
Oamenii pun accent pe ascultare activa, exprimare clara si lipsa prejudecatilor legate
de varstd, cu un interes crescut fatd de suporturile vizuale si interactiunea directa.

Itemul - Ce propuneri ai pentru o mai buna intelegere intre generatii, in
educatie si viata privata? a relevat raspunsuri majoritare legate de: respect reciproc
si renuntarea la superioritate, tratament egal indiferent de varsti, renuntarea la
prejudeciti (,,am mai multi ani ca si tine”’), empatie, rabdare si ascultare, punerea in
locul celuilalt, intelegerea diferentelor de perceptie intre generatii, comunicare
deschisa si sincerd, exprimare clard, onestd, dialog liber, fara formalism excesiv,
activitati comune si Invatare reciproca, proiecte educationale intergenerationale,
colaborare intre tineri si varstnici, educatie si formare continua, cursuri de
comunicare, empatie, psihologia generatiilor, deschidere catre tehnologie si adaptare
la schimbare, renuntarea la stereotipuri si judecatd, acceptarea diferentelor ca
oportunitati, nu bariere, reducerea conflictelor prin intelegerea contextelor culturale.

Tendintele dominante in ambele intrebari reflectd un consens puternic:
comunicarea eficienta si intelegerea intre generatii nu tin de tehnici sofisticate, ci de
valori umane fundamentale — respect, empatie, claritate si disponibilitate de a invata
unii de la altii. De asemenea, exista o apreciere pentru interactiunea directa, pentru
sinceritate si pentru construirea de punti Intre generatii, nu ziduri.

4. Concluzii

In urma analizei stilurilor de comunicare intergenerationale, studiul nostru
evidentiazd diferente semnificative in preferintele si comportamentele de
comunicare ale diferitelor generatii. Aceste diferente pot influenta eficienta
interactiunilor in mediul educational si profesional, subliniind importanta adaptérii
stilurilor de comunicare pentru a promova intelegerea si colaborarea intre generatii.

Generatia Baby Boomers (n. 1946-1964) - aceastd generatie prefera
comunicarea fatd in fatd sau telefonicd, acordand o mare importantd claritatii,
respectului formal si structurii discursului. Ei evitd utilizarea mijloacelor digitale
rapide, precum mesageria instantanee, considerandu-le mai putin adecvate pentru
discutii importante. Aceasta generatie a fost martora unei perioade de expansiune
economica si schimbari sociale semnificative, ceea ce a influentat profund stilul lor
de comunicare. Ei prefera asadar interactiunile directe si formale, avand o inclinatie
spre comunicarea fata in fata si conversatiile telefonice, in detrimentul mijloacelor
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digitale rapide precum mesageria instantanee. Pentru ei comunicare fatd in fata si
telefonica permit o intelegere mai clara si o conexiune mai personald. De asemenea,
aceste modalitati sunt vazute ca mai profesionale si mai respectuoase. E-mailul este
utilizat frecvent pentru schimburi de informatii mai formale sau pentru documentatie
iar utilizarea aplicatiilor de mesagerie instantanee si a retelelor sociale este mai putin
frecventa in rAndul Baby Boomers, acestia preferand sa evite aceste canale pentru
discutii importante. In sustinerea acestor idei vine si Venter (2017) subliniind ca
Baby Boomers comunica in principal prin intalniri fata in fatd, conversatii telefonice
si e-mailuri, evitand utilizarea blogurilor, wiki-urilor, retelelor sociale si a mesajelor
instantanee in contexte formale.

McCrindle (2023) aratd cd Baby Boomers adera la etichete traditionale, cum
ar fi punctualitatea, evitarea limbajului vulgar in public si utilizarea telefoanelor
mobile in mod respectuos. Acestia sunt mai predispusi sa puna telefonul deoparte in
timpul conversatiilor fatad in fata.

Generatia X (n. 1965-1980) membrii acestei generatii gasesc un echilibru
intre comunicarea directd si utilizarea e-mailului. Ei apreciazd eficienta in
comunicare, dar si relationarea personald, acceptd o intermediere intre stilurile
generatiilor mai vechi si mai noi. Studiul Iui Lee So Hee si Yi Yeojin (2024)
evidentiaza faptul ca Generatia X si Millennials impartasesc stiluri de comunicare
similare, diferite de cele ale Generatiei Z.

Generatia Millennials / Y (n. 1981-1996) aceasta generatie inclind spre
utilizarea mesajelor text, e-mailurilor si platformelor online. Ei prefera feedback-ul
rapid, tonul prietenos, dar profesionist, si sunt mai deschisi spre comunicarea vizuala
si informala. Studiul Iui Raslie si Su-Hie Ting (2021) subliniaza faptul ca Millennials
sunt mai flexibili in utilizarea diverselor canale de comunicare, adaptandu-se
contextului si nevoilor interlocutorilor.

Generatia Z (n. 1997-2012) dominatd de comunicarea digitald instantanee
(WhatsApp, Instagram etc.), Generatia Z recurge cel mai des la mesaje scurte,
vizuale, deseori folosind emoji sau GIF-uri. Ei se simt mai putin confortabil cu
interactiunile fatd in fatd formale. Studiul lui H.G. Whitehead (2022) evidentiaza
faptul ca Generatia Z prefera comunicarea rapida si vizuala, avand o familiaritate
crescutd cu tehnologia digitala.

Diferentele in stilurile de comunicare intre generatii pot duce la neintelegeri
si conflicte. Pentru a reduce aceste bariere, este esential s se adopte strategii de
comunicare adaptate fiecdrei generatii. Teoria acomodarii comunicative (Giles,
1973) sugereaza ca ajustarea stilului de comunicare in functie de interlocutor poate
imbunatati intelegerea si colaborarea. De asemenea, teoria negocierii fetei (Ting-

331



TRANSVERSAL PERSPECTIVES IN EDUCATION. SKILLS FOR THE FUTURE

Toomey, 1985) subliniazd importanta respectarii identitatii si demnitatii
interlocutorilor in procesul de comunicare.

In concluzie, fiecare generatie are valori si preferinte distincte legate de
comunicare, influentate de contextul tehnologic, cultural si social in care au crescut.
Intelegerea si adaptarea acestor stiluri de comunicare in contexte educationale si
profesionale pot spori eficienta interactiunilor intergenerationale. Empatia,
flexibilitatea si constientizarea diferentelor de generatie sunt esentiale pentru
reducerea conflictelor de comunicare si promovarea unui mediu colaborativ si
incluziv.
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Abstract: The psycho-pedagogical training program is structured into two levels: Level I
(initial) and Level II (advanced). Completing this initial psycho-pedagogical training
program enables graduates to become teachers in compulsory pre-university education,
specializing in the field acquired through their bachelor's degree. Spanning three years, Level
I of the psycho-pedagogical module covers both fundamental psycho-pedagogical training
(mandatory subjects) and specialized didactic and practical training (also mandatory). Each
semester includes one course, except for the third year, when observational and teaching
practicums are added. This psycho-pedagogical training program focuses on psychological,
pedagogical, didactic, and practical preparation. Since enrollment in this module takes place
at the beginning of the first academic year, when students are still uncertain about their
professional path, we aimed to explore their expectations and perspectives regarding the
psycho-pedagogical module. We were interested in understanding: the reasons behind their
choice of this module, their expectations from it, their opinions on the teaching profession,
and the perceived usefulness of this psycho-pedagogical training for their future. The
questionnaire was administered to first-year students at the beginning of the second semester.
Keywords: psychopedagogical module, psychopedagogical training program, students,
perspectives
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Rezumat: Programul de pregitire psihopedagogica se realizeazd pe doua nivele: Nivelul |
(initial) si Nivelul II (aprofundare). Absolvirea acestui program de formare psihopedagogica
initiald oferd posibilitatea de a deveni profesor in invatdmantul preuniversitar obligatoriu, n
specializarea dobandita prin diploma de licenta. Cu o durata de trei ani, in cadrul modulului
psihopedagogic Nivel I, se studiaza atat discipline de pregatire psihopedagogica
fundamentala (obligatorii), cat si discipline de pregatire didactica si practica de specialitate
(obligatorii), in fiecare semestru cate o disciplind, cu exceptia anului III, cand se adauga
practica observativa, respectiv de predare. Acest program de formare psihopedagogica
vizeaza pregatirea psihopedagogica, didactica si practicd. Pentru ca Inscrierea la acest modul
se realizeaza la inceputul primului an universitar, iar n aceasta etapa studentii Inca sunt
nesiguri cu privire la parcursul lor profesional, ne-am propus sa aflam care sunt asteptarile si
perspectivele acestora cu privire la modulul psihopedagogic. Ne-a interesat sa cunoastem
motivele care au stat la baza alegerii acestui modul, care sunt asteptarile studentilor cu privire
la acesta, opinia lor cu privire la profesia didactica, precum si utilitatea parcurgerii acestui
program de formare psihopedagogica in viitor. Chestionarul a fost aplicat studentilor de anul
I, la inceputul semestrului II.

Cuvinte-cheie: modul psihopedagogic, program de pregatire psihopedagogica, studenti,
perspective

1. Introducere

A fi cadru didactic presupune un risc asumat. in calitate de profesor, ne
pregatim in permanenta pentru a-i invata pe elevi, studenti sd invete. Si pentru ca
generatiile de educabili se schimba, pentru ca ne adaptam si optimizdm mereu
strategiile didactice la colectivele cu care lucram, este nevoie de mult calm, de multa
rabdare, implicare, dorinta de a ne desfasura activitatea cu succes, putere de munca,
optimism, incredere cd ceea ce facem e spre folosul elevilor/ studentilor nostri.
Aceasta pregatire solicitd multe ore de studiu care, cel mai adesea, nu sunt vizibile
si nici nu sunt cuantificate.

In acest context, o deosebiti importanti o are pregitirea psihopedagogici a
profesorilor. Conform Metodologiei-cadru de organizare a programului de formare
psihopedagogicd in vederea certificarii competentelor pentru profesia didactica de
catre departamentele de specialitate din cadrul institutiilor de invatdmant superior
acreditate, cap. I, art. 1, alin. (2), anexd a Ordinului Ministrului Educatiei nr.
4139/2022 din 29 iunie 2022, ,certificarea competentelor pentru profesia didactica
se poate obtine ca urmare a promovarii urmatoarelor niveluri de formare
psihopedagogica, respectiv:

a) nivelul I (initial) care acorda absolventilor de studii universitare dreptul sa
ocupe posturi didactice 1n invatamantul anteprescolar, prescolar, primar, gimnazial,
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profesional si in ciclul inferior al liceului, cu conditia acumuldrii unui minimum de
30 de credite transferabile din programul de formare psihopedagogica;

b) nivelul II (de aprofundare) care acorda absolventilor de studii universitare
dreptul sa ocupe posturi didactice la toate nivelurile Invatdmantului preuniversitar,
cu satisfacerea cumulativa a doua conditii:

(i) acumularea unui minimum de 60 de credite transferabile din programul de
formare psihopedagogica obtinute prin cumularea celor 30 de credite de la nivelul I
cu cele 30 de credite de la nivelul 1

(i) absolvirea uneia dintre urmatoarele categorii de studii:

- studii universitare de master;

- studii universitare de lunga durata;

- program postuniversitar cu durata de cel putin un an i jumatate sau care
asigura acumularea a cel putin 90 de credite;

- program de conversie profesionala pentru dobandirea unei noi specializari,
finalizat dupa absolvirea studiilor universitare de master sau a studiilor universitare
de lunga durata.”.

Asa cum mentioneaza Metodologia-cadru de organizare a programului de
formare psihopedagogicd in vederea certificarii competentelor pentru profesia
didactica de catre departamentele de specialitate din cadrul institutiilor de
invatamant superior acreditate, formarea pentru profesia didacticd vizeazd doua
niveluri de formare psihopedagogica: nivelul I si nivelul II. Institutiile de invatamant
superior acreditate pot organiza programul de formare psihopedagogica (nivel I si
1) atat pe parcursul studiilor universitare de licentd, respectiv master, cit si in regim
postuniversitar, pentru ambele niveluri de certificare (art. 3, alin. (1)).

Curriculumul programului de formarea psihopedagogica cuprinde
curriculum-nucleu, curriculum extins si §i curriculum optional, conform Planului de
invatamant pentru programul de formare psihopedagogica. Curriculumul-nucleu
este alcatuit din disciplinele si activitatile didactice obligatorii pentru nivelurile I si
II si cuprinde doud pachete de discipline: discipline de pregétire psihopedagogica
fundamentala, respectiv discipline de pregatire didactica si de practica pedagogica
de specialitate. Curriculumul extins este alcatuit din disciplinele si activitatile
didactice obligatorii pentru obtinerea nivelului II si vizeaza 2 pachete de discipline:
discipline de extensie a pregétirii psihopedagogice si discipline de extensie a
pregatirii didactice si a practicii pedagogice de specialitate. Curriculumul optional
cuprinde doua discipline; se alege cate o disciplind din fiecare dintre cele doud
pachete de discipline optionale oferite de planul de invatdmant pentru nivelul II (art.
7, alin. (1)-(4)).
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Deoarece tema articolului vizeaza programul de formare psihopedagogica
nivel I, in continuare vom analiza disciplinele care se studiaza la acest nivel (Anexa
2 la Metodologia-cadru). Disciplinele de invatamant sunt structurate in doua
categorii: discipline de pregatire psihopedagogicd fundamentald (obligatorii) si
discipline de pregitire didactica si practica de specialitate (obligatorii). In prima
categorie sunt incluse disciplinele: Psihologia educatiei, Pedagogogie I
(Fundamentele pedagogiei, Teoria si metodologia curriculumului), Pedagogie II
(Teoria si metodologia instruirii. Teoria si metodologia evaluarii) si Managementul
clasei de elevi. In cea de-a doua categorie regasim urmatoarele discipline: Didactica
specializarii, Instruire asistatd de calculator, Practica pedagogica de specialitate in
invatdmantul preuniversitar (practica observativa si practica de predare).

In planul de invatimant, disciplinele nu sunt prezentate in ordinea studierii
lor, ¢ci in functie de categoria din care fac parte — discipline de pregatire
psihopedagogicd fundamentald sau discipline de pregatire didacticad si practica de
specialitate. Dacd tinem cont de anul de studiu in care se studiazd, precizidm
urmatoarele:

e 1n primul an se studiaza disciplinele Psihologia educatiei (primul semestru)
si Pedagogie I (al doilea semestru);

e 1incel de-al doilea an se studiaza disciplinele Pedagogie II (primul semestru)
si Didactica specializarii (al doilea semestru);

e in cel de-al treilea an se studiaza concomitent disciplinele Instruire asistata
de calculator si Practica pedagogica de specialitate (practica observativa)
(primul semestru) si disciplinele Managementul clasei de elevi si Practica
pedagogica de specialitate (practica de predare) (al doilea semestru).

Cu o duratd de trei ani in care se studiazd o noud disicplind in fiecare
semestru (cu exceptia ultimului an), modulul psihopedagogic reprezintd formarea
initiala a viitorilor profesori. Desi are la bazd un cadru legislativ, un curriculum si
un plan de Invatamant, este important sa Intelegem si nevoile studentilor. Generatiile
de studenti se schimba, prin urmare se modifica si dorintele, si nevoile acestora. Este
cunoscut faptul ca relatia dintre profesori si studenti este una dinamica si complexa.
Pentru studenti este foarte importantd comunicarea deschisa si adaptabilitatea.
Dialogul, atmosfera calda, deschisd, empatia, sprijinul si increderea reprezinta
nevoile si dorintele studentilor de azi. In acest context, ne-a interesat si aflam
opiniile studentilor si perspectivele acestora cu privire la modulul psihopedagogic
si, ca urmare a acestui fapt, sa ne imbunatatim activitatea didactica, respectiv sa
optimizam pregétirea studentilor pentru o posibila cariera didactica.
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2. Descrierea problemei

Chestionarul adresat studentilor a fost conceput de noi si a fost completat de
90 studenti din anul I de studiu inscrisi la modulul psihopedagogic, nivelul I, din
cadrul a 4 facultati. Mentionam faptul ca acest instrument a fost aplicat la prima ora
de curs din semestrul II, la disciplina Pedagogie I, prin urmare numarul
respondentilor nu este acelasi cu numarul studentilor inscrisi la acest program de
formare psihopedagogicd. De asemenea, pentru a asigura anonimatul, studentii au
precizat doar genul biologic (daca au dorit sa 1l precizeze).

3. intrebirile de cercetare
Intrebarile de cercetare care au directionat studiul nostru sunt:

e Care sunt asteptarile studentilor din anul I (inscrisi la programul de formare
psihopedagogica Nivel I) cu privire la modulul psihopedagogic?

e Care sunt opiniile studentilor din anul I (inscrisi la programul de formare
psihopedagogica Nivel I) privitoare la profesia didactica?

4. Scopul cercetarii

Aplicarea chestionarului a avut ca scop evidentierea asteptarilor si opiniilor
studentilor de anul I cu privire la modulul psihopedagogic, respectiv cariera
didactica, in vederea optimizarii activitatii didactice.

5. Metode de cercetare

Metoda de cercetare folosita de noi este ancheta pe baza de chestionar. In
functie de modalitdtile prin care subiectii chestionati au furnizat raspunsurile,
ancheta este indirectd, raspunsurile fiind formulate in scris (Bocos, 2003). Ca
instrument de cercetare am folosit chestionarul.

6. Rezultate

Chestionarul conceput de noi a cuprins 7 itemi (intrebari cu raspuns deschis).
Prin intermediul acestora, am urmarit sa aflam motivele pentru care studentii au ales
sa se inscrie la modulul psihopedagogic, asteptarile lor cu privire la acesta, cum si-
ar dori sa se desfasoare activitatile de curs si seminar la disciplina Pedagogie I, daca
le-ar placea sd profeseze in sistemul de invatdmant preuniversitar, opiniile
studentilor cu privire la profesia didacticd si modul in care ei considerd ca modulul
psihopedagogic ii va ajuta in viitor.
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Au raspuns chestionarului nostru un numar de 90 studenti, din care 74 fete,
11 baieti, iar 5 studenti au ales sa nu precizeze genul biologic, dupd cum putem
observa in Figura 1.

Aleg sa nu

B;’"et'ré‘spund
12%

Fete
82%

Figura 1. Distributia respondentilor in functie de genul biologic

Analizand Figura 1, putem observa ca majoritatea respondentilor sunt de gen
feminin (82%), in timp ce doar 12% dintre acestia sunt baieti. 6% dintre studenti au
ales sé nu precizeze genul.

Prima intrebare din chestionar a vizat motivele care au stat la baza inscrierii
studentilor la modulul psihopedagogic. Figura 2 ne prezinta raspunsurile obtinute.
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Figura 2. Motivele care au stat la baza inscrierii la modulul psihopedagogic
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Analizand cu atentie Figura 2, constatdm ca 38 studenti (din totalul de 90
studenti) au mentionat cd s-au inscris la modulul psihopedagogic, deoarece acesta
reprezintd o noud oportunitate de carierd. Parcurgadnd raspunsurile studentilor, am
observat cd multi studenti au precizat cd au ales acest program de formare
psihopedagogica pentru situatia In care nu isi vor gasi un loc de munca in domeniul
ales/ nu le va placea munca in domeniul de specialitate/ nu vor mai dori sa profeseze
in domeniul de specialitate. Pe baza raspunsurilor primite, am constatat ca pentru
studenti este important sa aiba o alternativa in ceea ce priveste locul de munca. Chiar
dacd acestia nu isi doresc sa devina cadre didactice, domeniul educational ramane,
totusi, ,,un plan B”.

15 studenti au declarat ca isi doresc sau ca le-ar placea sa devina profesori,
in timp ce 13 studenti au mentionat faptul cd modulul psihopedagogic le este necesar
pentru doctorat, de aceea au optat sa urmeze modulul psihopedagogic in decursul
anilor de licentd. 10 studenti au declarat cd au facut aceastd alegere pentru ca isi
doresc sd dobandeasca noi cunostinte ntr-un domeniu diferit de cel de specialitate.
Alte motive pentru care respondentii au ales sa se inscrie si sd parcurgd acest
program de formare sunt:

e modulul psihopedagogic este gratuity (6 studenti);

e domeniul psihopedagogic pare interesant (6 studenti);

e dorinta de a afla ce presupune cariera didactica (6 studenti);

e modulul psihopedagogic reprezintd o oportunitate de dezvoltare personala

(5 studenti);

e curiozitate (5 studenti);

e perfectionarea abilitatilor de comunicare si relationare (4 studenti);

e pentru a invatare diverse metode de predare (3 studenti);

e formarea si dezvoltarea competentelor pedagogice (2 studenti);

e pentru continuarea studiilor in domeniul pedagogiei (pentru studentii care
au absolvit liceul la profil pedagogic) (un student);

e pentru a iesi din zona de confort (un student);

e pentru a Invata cum sa gestioneze situatiile care implica adolescenti (un
student);

e interesat de domeniul psihologiei (comportamentul uman) (un student);

e dorinta parintilor (un student);

e inscrierea colegilor la acest program de formare (un student).

Analizand raspunsurile primite, constatam ca sunt studenti care 1si doresc ca
prin intermediul activitatilor din cadrul modulului psihopedagogic si isi
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imbunatateasca abilitatile de comunicare si de relationare, sa socializeze mai mult.
De asemenea, este imbucurator faptul ca isi doresc sa cunoasca si sd se familiarizeze
cu domeniul educational. Mai mult, sunt studenti care considera acest modul ca fiind
o modalitate de a se dezvolta personal.

Diversitatea raspunsurilor ne arata faptul ca studentii care se inscriu la acest
program de formare nu isi doresc neaparat sd devina profesori, ci, mai degraba,
privesc modulul ca o alternativa, ca, in opinia studentilor din anul I, modulul
psihopedagogic are numeroase valente formative si informative si nu se rezuma la
cariera didactica.

Cea de-a doua intrebare a vizat asteptarile studentilor cu privire la modulul
psihopedagogic. Figura 3 prezinta rezultatele obtinute.

Aprofundarea cunostintelor de specialitate dobandite in liceu... L
Discutii libere L}
Activitati bine organizate si structurate Ll
Exprimarea liberd a opiniilor L
Munciin echips @ 1

Atmosfera plicuts, firs stres TS 4

Socializare cu colegii T 2
Tnvitareainformatiilor la curs/seminar @ 1
Activitdti atractive, interactive I o

Respect reciproc {cadru didactic —student) @1
Orar flexibil @ 1

Dezvoltarea abilitatilor de comunicare S 7
Dezvoltare profesionali (cunostinte + competente in... T 45

Dezvoltare personald (gestionarea ematiilor, iesire din zona... A 26
Nuam asteptdri @1
Dobandirea de cunostinte de specialitate  E————— 13
Dobandirea de informatii interesante s

0 5 10 15 20 25 30 35 40 45

Figura 3. Asteptarile studentilor cu privire la modulul psihopedagogic

Constatam ca jumatate dintre respondenti, 45, s-au focusat pe dezvoltarea
profesionald (cunostinte si competente in domeniul didactic), iar 26 dintre studenti
au precizat ca se asteaptd ca parcurgerea modulului psihopedagogic sa 1i ajute in
dezvoltarea personald. 18 raspunsuri au facut trimiteri la dobandirea de cunostinte
de specialitate (spre deosebire de cei 45 de studenti care au evidentiat atat aspectul
teoretic, cat si cel practic, acestia au precizat doar dobandirea de cunostinte). Alaturi
de aceste asteptari, au mai fost mentionate urmatoarele:

e activitdti atractive, interactive (9 studenti);
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e dezvoltarea abilitatilor de comunicare (7 studenti);

e dobandirea de informatii interesante (5 studenti);

e atmosfera placuta, fara stress (4 studenti);

e socializare cu colegii (2 studenti);

e aprofundarea cunostintelor de specialitate dobandite in liceu (profil
pedagogic) (un student);

e discutii libere (un student);

e activitati bine organizate si structurate (un student);

e exprimare liberd a opiniilor (un student);

e munca in echipa (un student);

e invatarea informatiilor la curs/ seminar (un student);

e respect reciproc (cadru didactic — student) (un student);

e orar flexibil (un student).

Analizand raspunsurile, observam ca acestea sunt foarte diferite. Unii
respondenti s-au axat pe elemente care tin de continut informational sau pe
dezvoltarea unor abilitati, altii s-au focusat pe climatul din sala de curs, pe relatia
profesor-student. Pentru unii studenti s-a dovedit a fi importantd modalitatea de
realizare a cursurilor/ seminarelor, In timp ce un student s-a axat pe importanta unui
orar flexibil. Tot un student a mentionat ¢ nu are niciun fel de asteptari.

Constatam ca existd o gama variata de raspunsuri. Asteptarile studentilor cu
privire la modulul psihopedagogic sunt diverse, fiecare dintre acestia evidentiind
aspectul/ aspectele cel mai relevant/ cele mai relevante pentru ei insisi. Pentru unii
dintre ei formarea si dezvoltarea profesionald primeaza, in timp ce altii se asteapta
ca modulul sa 1i ajute in dezvoltarea personald. Unii studenti au evidentiat nevoia de
comunicare, de interactivitate, de socializare, in timp ce alti studenti fie nu au avut
agteptari, fie s-au dovedit a fi importante aspectele organizatorice, de management
al timpului. Observam si din raspunsurile la aceastd intrebare ca nu toti studentii care
se inscriu la acest program de formare psihopedagogica isi doresc o pregatire
temeinicd in domeniul carierei didactice. Sunt studenti care parcurg cursurile
modulului psihopedagogic pentru a-si dezvolta anumite abilitati/ competente, pentru
a invédta sa gestioneze diferite situatii, pentru ,,a iesi din zona de confort”.

A treia intrebare a urmarit identificarea modalitatilor de desfasurare a
cursurilor de pedagogie preferate de studenti. Ideile mentionate cel mai des sunt
redate in Figura 4.
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Figura 4. Modalitatile de desfasurare a cursurilor de pedagogie
preferate de studenti

Analizand cu atentie Figura 4, constatdm cd mai mult de jumatate din totalul
studentilor respondenti (51 studenti, din totalul de 90) isi doresc ca acest tip de
activitate sa se desfisoare In mod interactiv. 19 studenti au mentionat ca ei isi doresc
ca In cadrul cursurilor de pedagogie sa existe discutii, sa aiba posibilitatea de a
comunica verbal si de a-si exprima oral punctele de vedere. 15 studenti au precizat
ca pentru ei este important sa li se ofere exemple din viata reald; agsa cum am
constatat si In cadrul cursurilor si seminarelor, studentii au nevoie de multe exemple
pentru a intelege mai usor informatia, iar in cadrul modulului pedagogic, ei 1si doresc
sd primeasca cat mai multe exemple din realitatea educationala. 11 studenti si-au
manifestat dorinta de a Tnvata intr-o atmosfera prietenoasa, relaxata; aceasta este o
altd nevoie identificata in relatia profesor-studenti: climatul socio-afectiv din sala de
curs sa fie unul pozitiv, in care s existe deschidere din partea profesorului spre
comunicare si intelegere.

O parte din raspunsurile primite se axeaza pe relatia dintre educator si
educabil, pe climatul educational, In timp ce altele vizeazd strategii didactice:
cursurile sa se desfasoare prin jocuri, sa existe activitati practice, informatiile sa fie
prezentate pe baza unor prezentdri PowerPoint, vizionare de filmulete, prelegeri, sa
se ofere cat mai multe explicatii, astfel incat informatia sd fie bine inteleasa. 7
studenti au precizat doar ca isi doresc ca activitatile desfasurate la curs sa fie
interesante, iar 2 studenti au mentionat ca ei preferd cursuri creative, fara a detalia
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raspunsurile oferite. 7 studenti s-au axat pe importanta structurarii ideilor si a
evidentierii celor mai importante, in timp ce acelasi numar de studenti au precizat ca
isi doresc sd invete continutul informational in cadrul cursurilor. 6 raspunsuri primite
s-au focusat pe durata, respectiv dificultatea cursurilor; studentii isi doresc activitati
de curs mai usoare decit cele de la disciplinele de specialitate si care sa fie scurte/
sd nu aiba o durata prea lunga.

Alaturi de raspunsurile regdsite in Figura 4, studentii au mai oferit
urmétoarele raspunsuri (fiecare raspuns a fost precizat doar de catre un student):

e cursurile sa fie complexe (raspunsul nu a fost detaliat);

e sdnu fie necesard luarea notitelor;

e i existe dezbateri;

e sa se desfasoare intr-un interval orar accesibil;

e studentii ,,sa reuseasca sa se exteriorizeze” in cadrul activitatilor de curs;
e 53 aiba de intocmit proiecte;

e cursurile sa se desfasoare in afara salii de curs;

e sd existe suport de curs;

e sd existe exercitii si studii de caz;

e i existe activitati pe echipe.

Constatam ca si la aceastd intrebare raspunsurile sunt variate. Desi intrebarea
s-a referit la cursurile de pedagogie, studentii au mentionat si activitati specifice
seminarelor, acest aspect reliefand necesitatea corelarii prezentarii informatiilor cu
aplicatii practice, cu exercitii. Desi au un specific expozitiv, este nevoie sd adaugam
in cadrul cursurilor si aplicatii, facilitind comprehensiunea informatiilor si, ulterior,
aplicarea acestora.

O parte din raspunsuri s-au focusat pe locatie si pe interval orar, aratand ca
sunt importante atat locul, cat si ora de desfasurare. Este important sa tinem cont de
faptul ca studentii din anul I nu sunt familiarizati cu un orar foarte Incarcat, care,
uneori, se Incheie seara, prin urmare, pentru ei este important ca orele si se
desfasoare Intr-un interval orar ,,accesibil”. Schimbarea silii de curs cu natura este
un aspect care merita si fie valorificat, cu mentiunea ca nu orice activitate poate fi
desfasurata in afara silii de clasa.

Urmatoarea Intrebare a vizat asteptarile studentilor cu privire la modul de
desfasurare a activitatilor de seminar.
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Figura 5. Modalititile de desfasurare a seminarelor de pedagogie
preferate de studenti

Figura 5 prezinta modalitatile de desfasurare a seminarelor precizate de
studenti. Mai mult de o treime din studenti (33 studenti) au mentionat ca isi doresc
activitati de seminar interactive, in timp ce 18 studenti au precizat ca isi doresc
seminare in care sd existe conversatii. Aceste raspunsuri intiresc ideea conform
careia studentii au nevoie si 1si doresc sd fie implicati in activitatea didactica. Un
numar de 14 studenti au mentionat climatul relaxant, primitor, deschis ca fiind
extrem de important pentru ei, in timp ce 10 studenti au precizat ca isi doresc ca in
cadrul seminarelor sa aplice informatiile dobandite la cursuri. Acelasi numar de
studenti isi doresc sa desfasoare activitati practice, in timp ce 8 studenti au mentionat
munca in pereche/ echipa, iar 8 studenti au precizat jocurile ca fiind principala
modalitate de desfasurare a seminarelor (jocuri de rol, de echipa etc.). Un numar de
8 respondenti s-au focusat pe importanta exemplelor relevante pentru tematica tratata
si a celor din viata reala. 7 studenti au optat pentru proiecte, 6 studenti au precizat ca
isi doresc activitati interesante (rdspunsurile nu au fost detaliate), iar 4 studenti au
precizat ca 1si doresc activitati care sa faciliteze invatarea continuturilor.

Un numédr mai mic de studenti au precizat ca isi doresc ca in cadrul
seminarelor de pedagogie:

e sdisi clarifice posibilele neintelegeri de la curs (3 studenti);
e simularea profesiei didactice (2 studenti);

e sd desfasoare activitati creative (2 studenti);

e studentii ,,s4 reuseasca sa se exteriorizeze” (3 studenti);
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e s existe studii de caz (3 studenti);

e sdrealizeze exercitii practice care sa ii familiarizeze cu cariera didactica (3
studenti);

e sa desfagoare activitati placute (3 studenti);

e sdnu fie necesara luarea notitelor/ sa nu scrie mult (3 studenti);

e sd desfisoare activititi complexe si diverse (2 studenti; raspunsurile nu au
fost detaliate).

Observam ca studentii isi doresc sa se implice in activitdtile de seminar, unii
dintre acestia focusdndu-se pe aplicarea informatiilor dobandite la curs, in timp ce
altii se preocupd de familiarizarea cu profesia didacticd; o parte din studenti 1si
doresc sa desfasoare activitati care sa le faca placere, intr-un climat pozitiv, deschis,
cald.

Alaturi de aceste raspunsuri, care au fost precizate de cel putin 2 studenti,
reddm 1n continuare raspunsurile mentionate de catre un singur student:

e sd existe prezentdri realizate de studenti;

e sdnu dureze mult timp;

e activitdtile sa fie tratate cu seriozitate;

e activitdtile sa se desfasoare intr-un interval orar accesibil;

e sd nu fie necesare multe proiecte si prezentari;

e activitatile sa vizeze o parte teoretica, urmata de o activitate interactiva,

e activitdtile sa vizeze prezentari PowerPoint;

e activitdtile sd urmareascd dezvoltarea abilitatilor de comunicare;

e activitdtile sa se desfagoare pe baza unor chestionare (respondentul nu a
oferit informatii suplimentare).

Analizand multitudinea de raspunsuri, constatdm ca sunt multe asemanari
intre cele doua intrebari care vizeazd modul de desfasurare a cursului, respectiv a
seminarului. Studentii apreciaza activitatile interactive (modalitatile fiind diferite, In
functie de dorintele fiecaruia), climatul educational pozitiv, activitatile care le ofera
posibilitatea de a se exprima.

Intrebarea a cincea a solicitat respondentilor s precizeze daci le-ar plicea
s profeseze in sistemul de invatdmant preuniversitar si sd 1si argumenteze raspunsul.
Figura 6 prezinta rezultatele obtinute.
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Figura 6. Opiniile studentilor cu privire la angajarea in sistemul
de invitimant preuniversitar

Observam ca 46 studenti au rdspuns afirmativ la intrebarea adresatd
(jumatate din totalul respondentilor), adica le-ar placea sa devina cadre didactice 1n
invatamantul preuniversitar, in timp ce 31 studenti au raspuns negativ. 11 studenti
sunt indecisi, iar 2 studenti nu au raspuns la aceasta intrebare.

Redam, in continuare, argumentele oferite de respondenti. Mentiondm ca 11
studenti nu au argumentat alegerea facutd, un student nu a raspuns la aceasta
intrebare si tot un student nu a raspuns la subiect.

Argumente pentru raspunsul afirmativ:

e Imi place si interactionez cu copiii. (3 studenti)

e E o meserie foarte interesanta, cu multe oportunitati. (3 studenti)

e Imi place ideea de a ajuta alte persoane, de a le invita. (3 studenti)

e Consider cd materiile pe care le studiez sunt interesante si cred ca le-ar
placea si le-ar fi de ajutor si elevilor. (3 studenti)

e Mi-ar placea sa iau parte la educarea generatiilor viitoare.

o Copiii sunt mai mari, mai intelegatori si este mai usor s comunici cu ei.

e  Mi-ar placea sa lucrez cu elevii de gimnaziu sau liceu.

e Mi-ar pléacea sd vad cum e sa fii profesor in fata clasei.

e Profesorul e o persoand superioara din perspectiva mea, e o altfel de
profesie, dar care nu e tratatd cu respect, in plus, cariera didacticd e o
provocare.

e Ar fi un pas mare pe care l-as face cu mare placere.

e Daca nu voi gasi loc de munca in domeniul de specialitate ales, da.
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Imi plac copiii si cred ci as putea si predau adolescentilor, chiar daci sunt
mai obraznici.

Intotdeauna mi-am dorit sa fiu in locul profesorului.

Imi plac copiii, cand eram micd ma jucam de-a doamna profesoara.

Vreau sa transmit si altora cunostintele mele.

Imi place si sa lucrez cu copiii, si materia.

Intotdeauna mi-a placut si lucrez cu copiii, ins salariile sunt prea mici.
Cand eram mica, imi doream sa fiu profesoara.

E dorinta mea sa fiu profesor.

Vreau sa indrum elevii carora le place disciplina mea de specialitate si sa 1i
ajut sd aiba mai mare incredere 1n ei.

As incerca, dar as prefera sa predau studentilor, sunt mai mari si mai maturi.
Disciplinele de specialitate au fost materiile mele preferate si cred ca le-as
preda frumos.

Pot deveni un exemplu pentru elevii din clasele mai mici.

Am lucrat ca antrenoare si mi-a placut ideea de a invata pe cineva sa faca
ceva ce tie iti place.

Imi place si ajut alti oameni cu cunostintele mele si imi place interactiunea
umana.

Ma pasioneaza domeniul.

Este ceea ce Tmi doresc sa fac n viitor, tot timpul am admirat profesorii.
Simt cd mi se potriveste.

Imi doresc si schimb ceea ce nu mi-a plicut in comportamentul unor
profesori de la clasa.

Doresc sa incerc sa ofer elevilor ceea ce unii profesori refuza sa accepte.
Sunt o fire disciplinata si imi place sa fiu in preajma elevilor.

Imi surade ideea de a interactiona cu diferiti elevi si de a-i cunoaste, mai
mult, imi doresc s ajung in Invatdmantul universitar.

Argumente pentru raspunsul negativ:

Presupune multd munca si trebuie multa rabdare cu elevii. (2 studenti)

Nu mi se potriveste, desi mi se pare interesant. (2 studenti)

Nu mi se potriveste. (2 studenti)

Ma nemultumeste sistemul educativ din prezent.

Sistemul educativ este destul de rigid si nu ofera libertate profesorilor.
Dintotdeauna mi-am dorit si am o alta profesie, in plus, md preocupa
persoana proprie, nu sa 1i ajut/ invat pe cei din jurul meu.
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Sistemul de invatdmant este corupt si nu raspunde cerintelor societétii.

Am vazut la parinti si cunostinte birocratia, probleme organizatorice si lipsa
fondurilor in sistem.

Am auzit multe aspecte negative despre sistem.

Nu este meseria principald pe care vreau sa o profesez, iar media de varsta
a elevilor este prea mica.

As prefera sa devin profesor in mediul universitar.

Prefer invatdmantul universitar, deoarece studentii sunt mai maturi si
educati.

As prefera sa lucrez in domeniul de specialitate, dar cariera didactica rdméane
o oportunitate de care sunt pasionata.

Este foarte greu de lucrat cu adolescentii.

Am rude 1n familie care lucreaza in gradinite si scoli si mi-am dat seama ca
nu este o profesie pentru mine, dar mi-ar placea sa profesez in mediul
universitar.

Trebuie sa fii nascut sa fii profesor.

Nu doresc s predau la gimnaziu.

Imi doresc si lucrez in cercetare, dar ma simt atrasa si de cariera didactica.
Din cauza salarizarii si a nivelului de incarcaturd emotionald in munca cu
copiii.

Nu am rabdarea necesara pentru a preda si a lucra cu mai multe persoane.
Din cauza timiditatii si a fricii de a vorbi 1n public.

Nu am rabdare, consider cd nu mi se potriveste.

Am alte preocupari, ma simt atrasa de interactiunea cu copiii prescolari.
Doresc sa ma focusez pe domeniul de specialitate ales, dar nu exclud aceasta
optiune.

Materiile din sistemul preuniversitar nu se regasesc in aria mea de interes.
Mi se pare greu sa devin profesor.

Argumente pentru raspunsul ,,nu stiu”:

Inca nu stiu exact ce presupune cariera didactici. (2 studenti)

Nu stiu daca as avea destula rabdare.

Elevii adolescenti sunt dificili si Inca nu am suficientd incredere Tn mine.
Nu imi doresc neaparat sd profesez in acest domeniu, dar nici nu mi-ar
displacea.

Nu ma pot pronunta pana nu voi preda la clasa, dar nu simt ca m-as regasi
in aceasta profesie.
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e Este o oportunitate interesantd, dar nu stiu daca as dori sa profesez, ma voi
hotari dupa practica pedagogica.

e Mai enervez foarte repede si m-ar deranja lipsa de respect a elevilor.

e Imi plac atat ideea de colaborare/ invitare, cét si ideea de psihopedagogie.

Argumentele studentilor care au raspuns afirmativ surprind atasamentul
studentilor fatd de elevi, dar si dorinta si bucuria de a transmite mai departe
cunostintele pe care le detin; o parte din ei si-au dorit de mici copii sd devina cadre
didactice, in timp ce altii vor sd devinad schimbarea pe care si-au dorit-o la profesorii
lor.

Studentii care au raspuns negativ la aceastd intrebare considera ca profesia
didactica nu este pentru ei, nu le place sau nu au rabdare; unii studenti sunt mai
degraba nemultumiti si dezamagiti de sistemul de invatdmant din cauza experientelor
persoanelor apropiate si acuza birocratia, lipsa fondurilor, salarizarea, in timp ce altii
considerd cd nu oricine poate deveni profesor, recunoscand cd e o profesie care
necesitd multd munca. Totusi, sunt studenti care doresc/ le-ar plicea sd devina
profesori, dar in sistemul de invatdmant universitar.

Studentii indecisi cu privire la cariera didactica au evidentiat faptul ca inca
nu detin informatiile necesare despre acest domeniu, dar si faptul cd nu au incredere
in ei Insisi, ca adolescenta este o perioada dificila si ca lipsa de respect a elevilor i-
ar deranja.

Urmatoarea intrebare a incercat sa contureze opiniile studentilor cu privire
la cariera didactica. Figura 7 prezinta rezultatele care au fost cel mai des mentionate.
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Figura 7. Opiniile studentilor cu privire la cariera didactica
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Analizand Figura 7, constatam ca 35 studenti au precizat ca aceasta profesie
este frumoasa, in timp ce 32 studenti au mentionat ca este dificila (,,una din cele mai
grele meserii existente (rdbdarea, dedicarea, curajul si inteligenta sunt doar cateva
din calitatile necesare unei persoane pentru a deveni profesor)”). 19 studenti
considerd cariera didactica interesantd, iar 13 respondenti apreciaza ca necesitd
multd rabdare. In acelasi timp, profesia de cadru didactic mai este considerati
provocatoare (9 studenti), respectabild (6 studenti), foarte stresantd (4 studenti),
solicitantd (4 studenti), importantd (4 studenti) si implica o responsabilitate foarte
mare fatd de elevi/ generatiile viitoare (5 studenti). Constataim ca atributele
mentionate de studenti se regasesc in cariera didacticd — atat aspectele pozitive, cat
si limitele acesteia.

Prezentam, in continuare, raspunsurile care au fost mentionate de un numar
mai redus de studenti:

e nobild (4 studenti);

e ofera satisfactii emotionale (4 studenti);

e obositoare - sa lucrezi cu copii, adolescenti si tineri, care nu sunt interesati
intotdeauna de ceea ce se Intdmpla la clasé (3 studenti);

e implica pasiune pentru educatie (3 studenti);

e solicita timp si implicare (2 studenti);

e necesitd o pregatire academica variata (2 studenti);

e distractiva (2 studenti);

e fascinanta (2 studenti);

e complexa (2 studenti);

e complicata;

e satisfacdtoare — sd stii cd tu personal contribui la bazele cunostintelor
elevilor;

o utila;

e necesitd multa atentie si concentrare;

e cchilibrata, cu un program fix;

e speciald;

e adoua cea mai importantd meserie (dupa medici);

e trebuie tratatd cu seriozitate;

o flexibila;

e nu este apreciata la adevarata valoare;

e necesitd empatie, compasiune, ascultare;

e face oamenii mai buni;
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e Dbenefica pentru viitorul fiecaruia;
e plind de surprize.

Analizand si aceste raspunsuri, constatam ca o parte din studenti recunosc si
accepta faptul ca aceastd profesie este una deosebit de importantd, nobila chiar, care
necesitd implicare, daruire, empatie, timp. Observam ca studentii au identificat
punctele-cheie ale acestei profesii, precizand atét aspectele pozitive, cat si cele mai
putin placute.

Ultima intrebare adresatd studentilor a vizat parerile acestora cu privire la
modul 1n care modulul psihopedagogic ii va ajuta in viitor. Figura 8 suprinde
rezultatele obtinute.
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Figura 8. Opiniile studentilor cu privire la modul in care modulul
psihopedagogic ii va ajuta in viitor

Figura 8 aratd ca un numdar de 31 studenti considerd acest program de
formare ca fiind o noud oportunitate de munca (aspect pe care l-am regasit si in
raspunsurile primite la prima intrebare din chestionar), in timp ce 28 studenti sunt de
parere ca ii va ajuta in domeniul dezvoltarii personale; studentii isi doresc sa devina
mai putin anxiosi, sa Invete sa isi gestioneze emotiile, sd reuseasca sd se exprime
liber in public, sa relationeze cu cei din jur/ elevii, sa aiba mai multa rabdare.
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14 studenti au precizat ca modulul psihopedagogic este necesar pentru a
putea lucra 1n invatamant, iar pentru 11 studenti, acest program de formare se doreste
a-1 ajuta in gestionarea diverselor situatii cu care se confrunta (inclusiv bullying). 10
respondenti au mentionat cd modulul psihopedagogic este necesar pentru doctorat
(atat Nivelul I, cat si Nivelul 11, dar doar Nivelul I poate fi parcurs in decursul anilor
de studiu, nivel licenta), iar alti 9 studenti considera ca acesta 1i ajutd sa afle lucruri
noi. 8 studenti sunt de parere cd programul de formare 1i va ajuta in viata de familie,
in relatia parinte-copil. 7 studenti cred ca modulul psihopedagogic 1i va ajuta ulterior
la locul de munca (in domeniul de specialitate), in timp ce acelasi numar de studenti
considera ca 1i va familiariza cu profesia didactica.

Un numdar mai mic de studenti sunt de parere cd programul de formare
psihopedagogica ii va ajuta In cunoasterea specificului varstei copilariei, a
adolescentei si a tineretii (5 studenti), in formarea si dezvoltarea de noi abilitati (4
studenti), pentru a avea multiple beneficii (studentii nu au precizat la ce beneficii fac
referire) (3 studenti), in procesul de autoeducare (un student) si cunoastererea unor
metode de invatare (un student).

Analizand raspunsurile primite, constatdm ca la fel ca motivele care au stat
la baza Inscrierii la modulul psihopedagogic, opiniile studentilor sunt diferite cu
privire la impactul acestui program de formare psihopedagogica. Chiar si studentii
care nu isi doresc sa profeseze in sistemul educational preuniversitar urmeaza acest
program datorita beneficiilor/ avantajelor pe care acesta le oferd. Pentru unii dintre
ei, contributia pe care o are modulul psihopedagogic in dezvoltarea personala merita
amintitd, in timp ce altii au evidentiat aportul modulului in viata de familie. Pentru
o treime dintre ei, cariera didactica reprezinta o alternativa la munca in domeniul de
specialitate, fapt pentru care au optat pentru inscrierea la acest program de formare.

7. Concluzii

Majoritatea studentilor care au raspuns intrebarilor noastre au ales sa se
inscrie la programul de formare psihopedagogica fie pentru cé 1si doresc o cariera in
sistemul educational (la nivel preuniversitar sau universitar), fie pentru a-si pastra
deschise optiunile profesionale. Pentru unii dintre acestia, primordial a fost interesul
autentic pentru activitatea didactica, In timp ce pentru altii reprezinta o oportunitate
de cariera.

In ceea ce priveste asteptarile fata de programul de formare, studentii isi
doresc ca modulul psihopedagogic sa ii formeze pentru cariera didactica, atat din
punct de vedere teoretic, informational, cat si al formarii si dezvoltarii unor abilitati
si competente necesare profesiei didactice. Studentii isi doresc sa aiba parte de
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activitati interactive, care sa le ofere posibilitatea de a impartasi idei, de a lucre in
echipd cu colegii, de a invata intr-un climat educational pozitiv, fundamentat pe
respect reciproc si intelegere.

Am observat cd interesul pentru o cariera didacticd in invatdmantul
preuniversitar este diferit. Perspectivele studentilor sunt diferite. Unii dintre acestia
isi doresc sa devina cadre didactice, sd contribuie la formarea si dezvoltarea noilor
generatii, in timp ce alti respondenti sunt reticenti, salarizarea, conditiile de munca,
lipsa fondurilor fiind aspecte care 1i determind sd nu isi doreascd sa lucreze in
invatamantul preuniversitar.

Cariera didacticd este apreciatd ca fiind frumoasa, dar dificild. Studentii
recunosc ca aceastd profesie necesitd multd rabdare, ca adesea vine cu multe
provocdri, dar, in acelasi timp, este interesantd si ofera satisfactii care nu pot fi
cuantificate.

Indiferent de intentia de a profesa sau nu in invatdmant, modulul
psihopedagogic are o serie de beneficii. Desigur, principalul scop al acestui program
de formare este de a pregati viitorii dascéli. Totusi, abilitatile, capacitdtile,
competentele transversale pe care le formeaza si dezvoltd sunt elemente care pot fi
valorificate in contexte profesionale variate, nu doar 1n educatie.

,,Un elev pregétit pentru un viitor imprevizibil este un obiectiv care are la
bazd un fundament important: un profesor foarte bun.” (Panisoara, 2017, p. 20).
Formarea acestui profesor foarte bun debuteazd cu parcurgerea modulului
psihopedagogic. Continuturile de specialitate nu sunt suficiente pentru a deveni un
profesor (foarte) bun. Cunostintele si competentele psihopedagogice sunt
fundamentale. Absenta acestora nu este vizibild imediat, consecintele apar ulterior,
uneori peste cativa ani. (Panisoard, 2015). De aceea, formarea psihopedagogica a
viitorilor profesori este primordiala.

Modulul psihopedagogic joaca un rol esential in formarea holisticd a
studentilor, oferindu-le nu doar pregitirea necesara pentru cariera didactica, ci si
instrumente valoroase pentru dezvoltarea personald si profesionald in multiple
contexte.
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Abstract: Emotions are complex processes generated in the brain, triggered by cognitive
appraisals that involve the subjective appraisal of situations in relation to individual goals,
values and experiences. Once initiated, emotions activate multidimensional responses -
cognitive, physiological and behavioral - that reflect how the individual perceives and
interprets the surrounding context. The optimal functioning of the central nervous system,
and thus of mental and emotional states, is conditioned by the complex interactions between
neuronal networks and neurotransmitters - chemicals essential in synaptic signal
transmission. Imbalances at this level can significantly influence emotional homeostasis,
which is why natural stress regulation strategies (based on biological/physiological
regulation) are being explored increasingly. In this context, Aronia melanocarpa, recognized
for its high content of antioxidant compounds, has attracted the attention of researchers for
its neuroprotective potential. Phytonutrients such as anthocyanins and polyphenols help
protect nerve cells, while regular consumption of the fruit has been associated with increased
levels of dopamine and serotonin - neurotransmitters involved in mood regulation and stress
response. The present study aims to comparatively analyze the effects of consumption of
Aronia melanocarpa on stress reduction, based on the literature that highlights the beneficial
impact of antioxidant compounds on the optimal functioning of the human body. Previously
conducted research emphasized its role in supporting 32 psychophysiological balance and
promoting mental health, Aronia melanocarpa intake has been associated with positive
effects on mood regulation, stress resilience, and cognitive function.

Keywords: cognition, chronic stress, bioactive compounds, psychophysiological well-being,
comparative study
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Rezumat: Emotiile sunt procese complexe generate in creier, declansate de evaluari
cognitive care implica aprecierea subiectiva a situatiilor in raport cu obiectivele, valorile si
experientele individuale. Odata initiate, emotiile activeaza raspunsuri multidimensionale -
cognitive, fiziologice si comportamentale - care reflectd modul in care individul percepe si
interpreteaza contextul inconjurator. Functionarea optima a sistemului nervos central si, prin
urmare, a starilor mentale i emotionale, este conditionata de interactiunile complexe dintre
retelele neuronale si neurotransmitatori - substante chimice esentiale in transmiterea
semnalelor sinaptice. Dezechilibrele la acest nivel pot influenta in mod semnificativ
homeostazia emotionala, motiv pentru care strategiile naturale de reglare a stresului (bazate
pe reglarea biologica/fiziologicd) sunt explorate din ce in ce mai mult. In acest context,
Aronia melanocarpa, recunoscutd pentru continutul ridicat de compusi antioxidanti, a atras
atentia cercetatorilor pentru potentialul sdu neuroprotector. Fitonutrientii precum
antocianinele si polifenolii ajutd la protejarea celulelor nervoase, iar consumul regulat al
fructului a fost asociat cu cresterea nivelului de dopamina si serotonind - neurotransmitatori
implicati in reglarea starii de spirit si raspunsul la stres. Prezentul studiu isi propune sa
analizeze comparativ efectele consumului de Aronia melanocarpa asupra reducerii stresului,
pe baza literaturii de specialitate care evidentiaza impactul benefic al compusilor antioxidanti
asupra functiondrii optime a organismului uman. Cercetérile efectuate anterior au subliniat
rolul sau in sustinerea echilibrului psihofiziologic si promovarea sanatatii mintale, consumul
de Aronia melanocarpa fiind asociat cu efecte pozitive asupra regldrii starii de spirit,
rezistentei la stres si functiei cognitive.

Cuvinte-cheie: cognitie, stres cronic, compusi bioactivi, bunastare psihofiziologica, studiu
comparative

1. Introduction

Chronic stress is one of the main risk factors for affective disorders,
cognitive dysfunction and cardiovascular diseases (Shvets et al., 2023). From a
biological perspective, prolonged exposure to stress activates the hypothalamic—
pituitary—adrenal (HPA) axis, increases cortisol levels and leads to neurochemical
and inflammatory imbalances. Nutritional interventions rich in bioactive compounds
with antioxidant and anti-inflammatory roles are attracting increasing interest as a
strategy to support psychophysiological resilience (Ruczaj, et al., 2024). A notable
example is Aronia melanocarpa (also known as “chokeberry”), which has one of the
highest concentrations of anthocyanins and polyphenols among berries. These
compounds reduce oxidative stress, modulate the inflammatory response and may
influence neuroendocrine function involved in stress regulation (Ahles et al., 2024).
Experimental studies on animal models have demonstrated that supplementation
with aronia extract reduces the effects of immobilization stress, protecting
mitochondrial enzymatic activity and limiting oxidative damage at the neuronal level
(Sarikaya et al., 2025).
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2. Genus Aronia, distribution

The genus Aronia (Medik.) includes four species: Aronia arbutifolia (L.)
Elliot, Aronia prunifolia (Marsh.) Rehd., Aronia melanocarpa (Michx.) Elliot and
Aronia mitschurinii. The first two species are less resistant to low temperatures and
produce lower quality fruits, which is why they are mainly grown for ornamental
purposes. In contrast, Aronia melanocarpa (Michx.) Elliot has spread to several
countries, where it has been frequently used for the establishment of plantations
(Kokotkiewicz, Jaremicz and Luczkiewicz, 2010). Aronia melanocarpa, also known
as blackcurrant, is a fruit-bearing shrub in the Rosaceae family, native to eastern
North America. It grows in Europe and eastern North America and is cultivated in
various regions for its antioxidant-rich fruits (Kiilling and Rawel, 2008). Initially
cultivated in Europe as a fruit-bearing shrub, it was later also appreciated for its
medicinal properties (Balan et al., 2017; Rosca et al., 2019).

3. Food and therapeutic uses

Aronia berries are used for juices, canned goods, tinctures, teas and dietary
supplements (Vagiri and Jensen, 2017). Due to their high polyphenol content, they
have beneficial effects on health: they reduce oxidative stress, decrease risk factors
of metabolic syndrome and have antitumor, anti-inflammatory, antidiabetic and
cardiovascular effects (Lee et al., 2017; Banach et al., 2020; Xu et al., 2024; Zhang
et al., 2025).

4. Study objective

The present study aims to carry out a comparative analysis of the effects of
Aronia melanocarpa consumption on stress reduction, through a detailed analysis of
the data available in the specialized literature. The focus is on highlighting the
mechanisms by which the antioxidant compounds present in this plant contribute to
maintaining homeostatic balance and optimizing the physiological functions of the
human body, as well as on their potential to modulate the body's responses to
stressors. By integrating the results of experimental and clinical studies, the research
aims to provide a comprehensive synthesis of the role of Aronia melanocarpa as a
bioactive agent with beneficial effects on health and psychophysiological well-
being.

Previous research highlights its potential to support psychophysiological
balance, promoting mental health and mood regulation, as well as positively
influencing cognitive function and stress adaptation capacity. Thus, the proposed
comparative analysis aims to clarify the mechanisms by which Aronia melanocarpa
can be integrated as a bioactive agent in natural stress reduction strategies.
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5. Discussions

5.1. The influence of the chemical composition of Aronia melanocarpa

fruits on the human body

Aronia melanocarpa (Michx.) Elliot, also known as black chokeberry, is
valued for its complex chemical composition and high concentration of polyphenols.
Aronia melanocarpa fruits have a significant biological value for human health
(Figure 1) due to the high content of bioactive compounds with antioxidant, anti-
inflammatory and cell-protective effects. Recent analyses have shown that aronia
fruits, pomace and leaves contain considerable amounts of polyphenols,
anthocyanins, proanthocyanidins, phenolic acids and carotenoids, as well as
vitamins such as vitamin C, which contribute to maintaining the body's redox
balance (Negreanu-Pirjol et al., 2023). A variety of compounds, such as
polyphenols, organic acids, proteins, vitamins and carotenoids, with polyphenols
predominating (Kasprzak-Drozd et al., 2021), are responsible for the antioxidant
activity. Main polyphenols: Tannins (procyanidins), Anthocyanins (cyanidin 3-
glucoside, 3-galactoside, 3-xyloside, etc.), Phenolic acids (chlorogenic and
neochlorogenic), Flavonols (quercetin derivatives, isorhamnetin, myricetin,
kaempferol). These compounds are responsible for the astringent, bitter and sour
taste, as well as the dark color of the fruits (Meng et al., 2019; Veberic et al., 2015;
Tian et al., 2017). Factors such as growing area, harvest period, cultivar and
fertilization influence the chemical composition (Rati, Raducanu, and Badaluta,
2016); Wojtowicz et al., 2023).

BIOCHEMICAL COMPOSITION OF ARONIA FRUITS
WELL BEING

/9 "L“ .
ANTIOXIDANTS /} \

» Anthocyanins ¢ Immune support

* Proanthocyanidins *» Reduced inflammation

» Vitamin C « Improved digestion

* Polyphenols » Reduced oxidative stress

Figure 1. Influence of the biochemical composition of Aronia melanocarpa
fruits on human health (figure was generated with Al)
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The vitamin C content of chokeberry berries ranges from 90 to 260 mg/kg
in fresh biomass, which confers an important role in neutralizing free radicals and
supporting antioxidant functions (Negreanu-Pirjol et al., 2023). In addition, recently
identified polyphenols — such as caffeoylquinic acids, quercetinic acids and
anthocyanidins — have been shown to be able to reduce the gene expression of pro-
inflammatory cytokines (TNF-a, IL-6, COX-2), decrease the generation of reactive
oxygen species (ROS) and modulate cell signaling pathways such as NF-xB and
LXRa (Sreedharan et al., 2025).

The bioavailability of these compounds varies depending on the food matrix
and processing method. Comparative studies have shown that fruit, leaf and pomace
extracts exhibit significant differences in the stability and absorption of polyphenols
during simulated gastrointestinal digestion (Saracila et al., 2024). At the same time,
technological factors such as temperature directly influence the concentration of
antioxidants in chokeberry juices and products (Sylla et al., 2024).

Although older literature used the term “vitamin P” to describe flavonoids
with vasoprotective effects, modern studies use more precise chemical and
functional classifications, focusing on anthocyanins, flavonols, and tannins (Piras et
al., 2024). These compounds contribute to maintaining capillary elasticity, reducing
oxidative stress, and supporting vascular health, making Aronia melanocarpa a
functional food with potential for prevention of diseases associated with
inflammation and oxidative stress (Sreedharan et al., 2025).

5.2. Analysis of stress reduction and the cultivation of well-being

following the consumption of aronia melanocarpa

Stress is recognized by the World Health Organization as one of the main
risk factors for physical and mental health, being associated with multiple chronic
conditions, from cardiovascular disorders to immune and digestive disorders.
Among students, stress is a major public health problem, associated with academic
overload, deadline pressure, lack of time for balanced nutrition and regular physical
activity (Vasudevan et al., 2025).

Quality of life in young people is a multidimensional concept, encompassing
physical, psychological and social well-being. In the case of students, high levels of
stress can affect academic performance, cognitive abilities and motivation. Coping
strategies, such as social support, problem-solving, relaxation techniques and
mindfulness practices, have been shown to be effective in reducing stress and
maintaining psychological balance (Gonzalez-Martin et al., 2023).
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Physiologically, chronic stress exposure is associated with persistent
activation of the hypothalamic-pituitary-adrenal axis and increased production of
pro-inflammatory mediators. These factors may contribute to the development of
hypertension, cardiovascular disease, and metabolic disorders (Sarikaya et al., 2025).

In this context, nutrition plays a key role in modulating the effects of stress.
Aronia melanocarpa (black chokeberry) is a fruit rich in polyphenols and
antioxidants, studied for its anti-inflammatory and vascular protective effects.
Recent clinical analyses show that supplementation with chokeberry-derived
products reduces the levels of pro-inflammatory proteins such as CRP, IL-6 and
TNF-a and stimulates endogenous antioxidant enzymes (SOD, CAT, GSH-Px), thus
contributing to protection against oxidative stress (Sarikaya et al.,, 2025;
Kaczmarczyk et al., 2024). Regular consumption of chokeberry juice has also been
associated with improved lipid profiles and beneficial modulation of the gut
microbiota, indirect mechanisms by which it may support the body's adaptation to
stress (Chamberlin et al., 2024).

Interest in optimizing cognitive performance, including memory and
attention, is growing. Improving attention is a particularly relevant goal for a wide
audience, as it is correlated with increased efficiency in various activities. Students
and professionals can benefit from increased attention, which translates into superior
academic and professional performance. In addition, cognitive function also plays
an essential role in the sports field. Cognitive skills such as attention, reaction time
and motor function have been shown to directly influence sports performance. In this
context, the administration of a complete natural supplement, containing Aronia
melanocarpa extract, may represent a promising strategy for improving cognitive
performance naturally (https://clinicaltrials.gov/study/NCT03793777).

Integrating psychological stress management strategies with a balanced diet
that includes functional foods, such as aronia, may represent an effective and
sustainable approach to promoting health and resilience in students.

5.3. Preclinical studies (on animals)

There are relevant preclinical studies (presented in Table 1) exploring the
effects of Aronia melanocarpa on cognition and psychological stress/behavior in

mice and rats, which are presented comparatively in Table 1.
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Table 1. Preclinical studies

What it tells us
/ what we can't
What was measured extrapolate
What (cognition/stress/ directly to

Title / details | species/design behavior) Main results humans
Cognitive- Mice treated with | Memory tests: Morris | Aronia extract Scopolamine
Enhancing scopolamine water maze; passive | reduced scopolamine- | models are
Effect of (cognitive deficit |avoidance; induced memory useful but do
Aronia model); hippocampal BDNF | deficits; increased not fully
melanocarpa compared with and p-CREB BDNF and p-CREB | replicate human
Extract against | control; A. expression; in the hippocampus; | cognitive
Memory melanocarpa acetylcholinesterase | decreased AChE complexity/
impairment extract 200-400 | (AChE) level (Lee et | (improved psychological
induced by mg/kg al., 2016) cholinergic function) | stress; animal
scopolamine in doses are high;
mice (Aronia bioavailability
extract) (Lee et differs in
al., 2016) humans.
Reduction of | Rats; drank Anxious/depressive | Aronia juice group Frequently
anxiety-like and | chokeberry juice |behavior: elevated showed significant dose/route of
depression-like | (>20 ml/kg body | plus maze, forced reduction in anxiety |administration

behaviors in
rats after one

weight/day) for 1
month; compared

swimming test; plus
exploratory behavior

and depression-like
behavior; less

are not directly
comparable to

month of to control groups |in open field; “depression-like human doses;
drinking Aronia proposed mechanism: | behavior” in forced | animals do not
melanocarpa MAO-A / MAO-B swim; suggested experience
berry juice inhibition MAO inhibitory complex
(Tomic et al., effect psychological
2016) stress as
humans;
behavioral
endpoints are
proxies.
Aronia Aged rats (24 Learning and Aronia juice Old animals
melanocarpa months); oral memory tests: active |improved active can be a model
Sfruit juice supplementation | avoidance; locomotor | avoidance (learning), |for cognitive
improves of Aronia juice tests; brain increased nerve fiber |decline, but

cognitive and
locomotor
functions in
aged rats
(Daskalova et
al., 2019)

for 105 days (~15
weeks)

morphology (density
of nerve fibers in the
perforant pathway of
the hippocampus)

density in the
hippocampus;
acetylcholinesterase
activity changed
(marker of
cholinergic activity)

differences
with human
metabolisms;
long duration is
positive, but
translation to
humans
requires clinical
trials.
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In mice, aronia extract prevented scopolamine-induced memory deficits by
increasing the expression of BDNF and phosphorylated CREB in the hippocampus.
In aged rats, administration of aronia juice improved learning and memory (Food &
Function, 2016), correlated with an increase in nerve fiber density in the
hippocampus. In vitro and in vivo: Aronia extracts reduce the expression of
proinflammatory cytokines (IL-6, TNF-a, IL-1f) and inhibit the NF-xB and MAPK
pathways. Anthocyanins in aronia limit oxidative stress by increasing the activity of
antioxidant enzymes (SOD, catalase, GPx). Aronia juice or extract reduced anxious
and depressive behaviors in rats, through mechanisms related to the inhibition of
monoamine oxidases (MAO-A and MAO-B) and by regulating the neurotransmitters
dopamine/serotonin. Other studies have shown effects in reducing “depression-like”
behaviors in the forced swim test and anxiety in the elevated plus maze. A study in
rats showed that Aronia melanocarpa fruit juice (AMFJ) administered daily for one
month reduced anxiety and depression behaviors. The tests used were the “elevated
plus maze” for anxiety and the “forced swim test” for depression. The groups treated
with polyphenol-rich juice showed significantly better scores than the control groups
(Tomi¢ et al., 2016). In a model of metabolic syndrome in rats (high-fat and fructose
diet), AMFJ administration reduced anxiety-like behavior and improved spatial
memory (Abutulov et al., 2024). Another study investigated the effect of Aronia
juice in rats subjected to estrogen deficiency (ovariectomy). AMFJ decreased
anxious and depressive behavior and reduced sensitivity to thermal pain compared
to untreated rats (Georgieva et al., 2022). Other relevant experimental studies - in
aged rats subjected to immobilization stress, administration of Aronia melanocarpa
extract 60 minutes before stress had a protective effect on mitochondrial creatine
kinase activity in the heart, suggesting that Aronia may increase myocardial
resistance to stress factors (Shvets, et al., 2023). In in vitro experiments, Aronia
extracts showed protection against glutamate-induced oxidative stress in
hippocampal cells (HT22). They reduced ROS and intracellular Ca*" levels,
increased antioxidant enzyme activity, and protected mitochondrial membrane
potential. This mechanism is important for the anti-stress/neuroprotective effect (Lee
et al., 2017). There have been a few human studies, but fewer on psychological
manifestations (anxiety, depression) directly. In the long-term clinical study, the
authors assessed mood states but did not observe very large changes in all scales
(Ahles et al., 2020). The limitations are that animal models are not always fully
translatable to humans; the astringent taste of the products may limit acceptance in
the diet; variability in cultivar, harvest time, processing method affects the content
of bioactive compounds. Since Aronia melanocarpa fruits represent one of the most
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important natural sources of polyphenols, including proanthocyanidins, flavonoids
and phenolic acids. Studies conducted by Eftimov and Valcheva-Kuzmanova (2013)
showed that some of these compounds were highlighted as having the ability to cross
the blood-brain barrier, which gives them potential for action at the central level. In
this context, the effects of Aronia melanocarpa fruit juice (AMFJ) on depressive-
like behavioral manifestations in male Wistar rats, treated subchronically for 21 and
30 days, were evaluated by applying the forced swim test (FST) (Eftimov and
Valcheva-Kuzmanova, 2013).

Human clinical studies are limited (Table 2), but there is evidence that
standardized aronia extracts can influence levels of BDNF (brain-derived
neurotrophic factor), a marker implicated in stress and neuronal health.
Supplementation with aronia reduced inflammatory and oxidative markers in
individuals at metabolic risk (obesity, hypertension, metabolic syndrome). Anti-
inflammatory effects often correlate with cardiovascular improvements (blood
pressure, endothelial function). Aronia melanocarpa is one of the richest natural
sources of anthocyanins and polyphenols (including procyanidins, flavonols,
phenolic acids). These bioactive compounds are associated with antioxidant, anti-
inflammatory, and vasoprotective effects, which provides a biological basis for
possible effects on mental health and cognitive functions. Effects on mood are
generally modest, and no clear benefit has been demonstrated in clinical
psychological disorders (anxiety, depression). Human clinical studies on stress,
mood, and psychological parameters

Randomized controlled trial — long-term supplementation with Aronia
extract and effects on mood and cognition - Aronia melanocarpa extract was
administered at doses of 90 mg and 150 mg per day for 24 weeks to healthy,
overweight, middle-aged adults (Ahles et al., 2020). Cognitive performance
(psychomotor speed tests, attention, cognitive flexibility), mood (visual scales),
neurotrophic factor BDNF, and vascular function were assessed (Ahles et al., 2020).
Results did not show significant consistent effects on all mood parameters, but there
was a trend for improvement in certain states, such as tiredness or tenseness, in the
extract groups compared to placebo (Ahles et al., 2020; Miquel et al., 2018).

Studies on markers of inflammation and oxidative stress - A 2024 systematic
review investigated controlled trials involving Aronia juice/extract/powder in
humans for periods of 4-13 weeks, regarding the effects on inflammatory markers
(CRP, IL-6, TNF-qa, etc.) and antioxidant enzymes (SOD, CAT, GSH-Px). The
results showed significant reductions in some proinflammatory cytokines and
increases in antioxidant enzyme activity (Sarikaya et al., 2025). Long-term clinical
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trial with Aronia melanocarpa extract in healthy adults: assessment of mood,
cognition and vascular function. There were improvements in some conditions
(nervous tension, fatigue) in the treated groups compared to placebo (Ahles et al.,
2020).

In elderly people with metabolic syndrome, supplementation with Aronia
extract led to improvements in diastolic blood pressure values, blood lipids, as well
as reductions in ox-LDL and sdLDL (markers of oxidative stress) and inflammatory
markers (IL-6, TNF-a) (Baltaci et al., 2025).

There are clinical studies exploring the effects of Aronia melanocarpa on

cognition and stress/psychological behavior Table 2.

Table 2. Clinical studies

Cognition/
stress,

Title / details Population/design | psychological Main results Limitation
Short-term 35 healthy young | Cognition: Reduction in Short duration (1
Aronia adults; CANTAB movement time week), few
melanocarpa randomized, tests — was observed in cognitive
extract double-blind, reaction, the reaction test, domains; unclear
supplementation | cross-over study; | memory, ~4.8% faster than | whether the effect
improves 1 week AME executive placebo; is sustained; 180
cognitive (180 mg functions; significant mg anthocyanins,
performance: ... | anthocyanins/day) | serum BDNF | increase in BDNF | the amount is high
healthy young vs placebo; wash- | level; vascular | compared to —not all
adults (Ahles et | out >2 weeks. (arterial placebo; other commercial
al., 2024) stiffness) cognitive domains | products have

did not change comparable doses.

significantly;

vascularity was

not significantly

affected
Long-Term Middle-aged, Cognition: AME improves Modest effects;
Aronia overweight, psychomotor | psychomotor endpoint-
melanocarpa healthy adults; speed speed at 90 mg vs | psychological
Extract randomized, (grooved placebo; did not (mood) not clearly
Supplementation | double-blind, pegboard), alter attention or defined as a
on Cognitive placebo- attention, cognitive clinical diagnosis;
Performance, controlled; 24 cognitive flexibility; mood dose and extract
Mood, and weeks; AME flexibility did not have have been
Vascular doses 90 mg and (Stroop), robust changes; standardized (but
Function (Ahles | 150 mg/day vs mood (mood 150 mg reduced not all
et al., 2020) placebo via visual diastolic blood commercial

scale), BDNF; | pressure versus products are the
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Title / details

Population/design

Cognition/
stress,
psychological

Main results

Limitation

and vascular
parameters
(blood
pressure,
carotid
ultrasound,
etc.)

the lower dose in
some
comparisons;
BDNF did not
change
significantly
compared to
placebo.

same); it is not
known how
generalizable they
are to people with
major
psychological
distress or mental

illness.

In clinical studies conducted in healthy adults, presented in Table 3, long-

term supplementation with Aronia melanocarpa extract (90-150 mg/day) for 24

weeks showed trends in mood improvement, including decreases in nervous tension

and fatigue, although not all measurements were significant. Effects on cognition are

highlighted in short-term studies (1 week, standardized extract, ~180 mg

anthocyanins/day) showing improved reaction time and increases in BDNF, but no

major changes in other cognitive domains.

Table 3. Relevant clinical studies on the effects of chokeberry on stress and cognition

Administered
Study Study type dose Duration Observed effects Conclusions
Improvement in
RCT, double- p . v Positive effects
Ahles et blind 90 mg or 150 ) " reaction speed and i
ind, cross- wee on cognitive
al., 2024 mg AME/day BDNF g
over . performance
concentration
Aronia may
Reduction of reduce
Sarikaya . . . .
Systematic . 4-13 inflammatory inflammation
etal., . Various .
2025 review weeks markers and and oxidative
oxidative stress stress in various
conditions
Reduction of Aronia protects
Daskalo . . .
. 50 mL oxidative stress in | against age-
vaetal., | Animal study . 3 months .
2004 juice/day the testes of aged induced
rats oxidative stress

At the same time, a long-term 24-week study, 90-150 mg extract/day

(Figure 2) showed improvements in psychomotor speed and, partially, in attention,

but the effects on mood and executive functions were limited (Ahles et al., 2024).
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Recent systematic reviews highlight that Aronia juice/extracts/powder,
administered for periods of 4-13 weeks, reduce inflammatory markers (CRP, IL-6,
TNF-a) and increase the activity of antioxidant enzymes (SOD, CAT, GSH-Px),
which suggests a mechanism by which Aronia could ameliorate the effects of chronic
oxidative stress, associated with stress disorders, anxiety or depression (Sarikaya et
al., 2025).
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a) b)
Figure 2. Comparison of the effects of chokeberry on cognitive performance
(Ahles et al., 2024)

AME — Aronia melanocarpa extract, a) Changes in reaction time and movement time in the
five-choice reaction test after one week of supplementation with AME or placebo. b)
Changes in serum concentrations of brain-derived neurotrophic factor (BDNF) after one
week of supplementation with AME or placebo.

Many human studies focus more on biological markers (inflammation,
oxidative stress, cardiovascular parameters) than on clear and standardized
measurements of psychological stress, anxiety or depression. Doses, form of
administration (juice, extract, powder), duration of studies and population
characteristics (age, metabolic status, mental health status) vary widely, making
direct comparison difficult.

Taste, acceptability of Aronia-based products are important if long-term use
is intended. Validation of commercial products — standardization, purity, clinical
studies — is necessary to demonstrate efficacy and safety in combating psychological
stress.

There is strong evidence that aronia reduces inflammation and oxidative
stress (Figure 3), both at the cellular level and in clinical studies in individuals at
metabolic risk (Kaczmarczyk et al., 2024).
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Figure 3. Effect of Aronia melanocarpa administration on inflammatory

markers (source: Kaczmarczyk et al., 2024)

As summarized in Table 4, there is consistent preclinical evidence that

aronia reduces stress and has anxiolytic/antidepressant effects in humans; however,

the effects are still modest and insufficiently demonstrated clinically. There is initial

evidence (especially for psychomotor speed and cognitive response) and biological

support through increased BDNF; confirmation is needed in larger studies in

populations with cognitive deficits.

Table 4. Preclinical and clinical evidence of the effects of Aronia melanocarpa fruits on stress,
cognition and inflammation (comparative interpretation based on Tomi¢ et al., 2016;
Lee et al., 2016; Ashles et al., 2020; Ahles et al., 2024)

B (increases
serotonin and
dopamine) -
Increases BDNF
and p-CREB -
Central antioxidant
effect (Tomic et al.,
2016)

and depressive
behaviors (elevated
plus maze, forced
swim test) - Mice:
the extract increases
BDNF, decreases
ACHhE activity and
protects against
induced stress

standardized extract
— increases BDNF;
mood did not
change significantly
- No large RCTs on
clinical depression
or anxiety

Field Proposed Preclinical evidence Clinical evidence Current
mechanisms (in vitro/animal) (in humans) limitations
Stress/ - Inhibition of - Rats: aronia juice - Limited data: short | - Few clinical
mood MAO-A and MAO- | decreases anxious studies with studies - Short

duration -
Healthy
populations,
not patients
with major
psychological
distress
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Field Proposed Preclinical evidence Clinical evidence Current
mechanisms (in vitro/animal) (in humans) limitations
Cognition | - Increases BDNF- - Mice with - 1 week, 180 mg - Small and
Modulation of scopolamine- anthocyanins/ day selective
cholinergic induced deficiency: | — better reaction effects - No
neurotransmitters- aronia improves time, increases studies on
Synaptic protection | memory - Aged BDNF- 24 weeks, populations
(increases neuronal | rats: aronia juice 90-150 mg/day — with severe
density in the improves learning improved cognitive
hippocampus) and memory and psychomotor speed, | decline (e.g.
increases neuronal modest effects on dementia)
density attention
Inflamma- | - Inhibition of NF- - Cell cultures: - People with - Not all
tion kB and MAPK - aronia extract metabolic products are
Decreases pro- decreases the syndrome/ standardized -
inflammatory expression of obesity: juice or Effects vary
cytokines (IL-6, inflammatory extract decreases greatly
TNF-o, IL-1pB) - mediators - Animal | inflammatory and depending on
Increases the models: reduction oxidative markers dosage and
activity of of systemic and improves form (juice vs
antioxidant enzymes | inflammation and endothelial function | extract)
(SOD, catalase, oxidative stress
GPx)

Currently, aronia can be considered a promising nutraceutical for neuronal
protection and inflammation reduction, but there is not enough clinical evidence to
recommend it as a specific treatment for stress disorders, depression or cognitive
decline. Thus, inflammation is the area with the most robust clinical evidence;
cognition has promising results, but rather subtle effects, demonstrable on
parameters such as psychomotor speed; and stress has biological support and clear
results in animal models, but data in humans are still insufficient.

5.4. Oxidative/inflammatory mechanisms involved

A pilot clinical study (in humans) showed that consumption of 100% Aronia
melanocarpa juice, 50 mL three times daily for 3 months, increased superoxide
dismutase (SOD) activity and reduced TBARS (a marker of oxidative stress) levels
in overweight individuals (Gancheva et al., 2021). A recent systematic review of
randomized controlled trials reported beneficial effects of Aronia melanocarpa on
some markers of inflammation (CRP, IL-6, TNF-a) and on antioxidant enzymes
(SOD, CAT, GSH-Px). These changes may contribute to reducing oxidative stress
and protecting against the effects of chronic stress (Sarikaya et al., 2025). The link
between stress and oxidative stress, in many studies it is suggested that stress,
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anxiety and depression are associated with increased production of reactive oxygen
species (ROS), decreased antioxidant enzymes, etc. Aronia melanocarpa, through its
rich content in polyphenols and antioxidants, can modulate these parameters, which
contributes to the improvement of the effects of stress.

Dosage and administration forms: Efficacy seems to be related to the dose
(in animal studies, doses of juice or oral extract were used) and the duration of
treatment. Products rich in polyphenols (juice, extract) give the most visible effects.

5.5. Pharmacological aspects / proposed mechanisms

There are commercial products containing standardized Aronia extracts, but
evidence on specific effects on psychological and behavioral stress is more limited.
More studies are needed to: determine the optimal dose and duration of treatment;
conduct controlled clinical trials focusing on anxiety/depression as the primary
endpoint; evaluate the bioavailability of polyphenols in the product and how the
pharmaceutical forms (capsules, syrup, liquid extract) affect efficacy (Baltaci et al.,
2025).

Aronia extracts, rich in polyphenols, anthocyanins, proanthocyanidins, and
phenolic acids, can cross the blood-brain barrier, directly influencing the central
nervous system. Animal studies suggest that these compounds contribute to the
modulation of the expression of BDNF and transcription factors (e.g. p-CREB) that
are important for stress adaptation and cognitive function (Lee et al., 2016). Aronia
melanocarpa also appears to inhibit enzymes such as MAO-A / MAO-B (monoamine
oxidase), which may lead to an increase, in neurotransmitters such as serotonin,
noradrenaline, etc., with anxiolytic / antidepressant effect. From a pharmacological
point of view, Aronia is believed to act by:

- Inhibition of MAO-A and MAO-B enzymes — increase in monoamines with a role
in mood and anxiety;

- Activation of the NRF2/ARE antioxidant pathway — stimulation of endogenous
antioxidant defense;

- Incresed expression of BDNF and p-CREB in the hippocampus — support
neuroplasticity and adaptation to stress;

- Reducing oxidative stress and systemic inflammation, which are factors that
exacerbate psychosocial stress.

This has been suggested in animal studies with Aronia juice administration (Tomi¢
et al., 2016). Activation of the antioxidant NRF2/ARE pathway has been observed
in in vitro studies with fractions of Aronia extract. This pathway regulates the
expression of some antioxidant enzymes and cellular responses to oxidative stress
(Dufour et al., 2022; Baltaci et al., 2025). A summary of the pharmacological
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mechanisms of Aronia fruit products applied in the context of stress is presented in

Table 5.
Table 5. Pharmacological mechanisms of aronia in the context of stress
Acti bst
Mechanism ¢ 1\./e Substances Observed effects Reference
involved
Polyphenol Reduci idati
antioxidants ovP eno' > cducing - oxidative Go et al., 2024
anthocyanins stress
Fl ids, D i
Anti-inflammatory avonot S . eerease n Sarikaya et al., 2025
anthocyanins inflammatory markers
Anth ins, N 1 tection,
Neuroprotector frocyanins ) euron.a proteetion Ahles et al., 2024
polyphenols increasing BDNF
Gut microbiome Polvphenol Improving Kaczmarczyk et al,
olyphenols
modulator P microbiome diversity | 2024

5.6. Relevant products and nutraceuticals

There are numerous dietary supplements and functional products (tablets,
ampoules, powders, juices, combinations) on the market that contain Aronia or
standardized extracts. These are marketed as supplements (nutraceuticals) or herbal
remedies, not as prescription drugs for the treatment of anxiety/stress. Reviews and
articles in the specialized press (e.g. Pharmacy Times) discuss the potential of aronia
for metabolic syndrome and parameters associated with oxidative stress (Valletti,
2025). Aronia melanocarpa extract / standardized supplements: there are products
that contain Aronia extract standardized for anthocyanins or polyphenols, for
example concentrations of ~90-150 mg pure extract in the clinical study mentioned
above (Ahles et al., 2020). Aronia Complex 300 mg, 30 cps — example of a
commercial supplement. This product has fruit extract (with ~1% anthocyanins) 300
mg + acerola extract in its composition. The benefits advertised on the website
include immune support, blood vessel protection, etc. There is no clear published
evidence that this combination product has been clinically tested specifically for
stress/anxiety. (https://www.adamssupplements.com/produse?c=aronia). Artemis
International — Aronia Extract / Powder & Concentrate: manufacturer of aronia
extract standardized for anthocyanin content, intended for dietary supplements /
functional foods. Reported benefits include cardiovascular support, healthy glucose
metabolism, antioxidant support, etc. I have not yet found clinical studies with this
product specifically for psychological stress. (https://artemis-nutraceuticals.com/
product/aronia-extract/).

The product “Antistress Formula, 60 tablets, Aronia Charlottenburg” is a
dietary supplement sold in Romania, which is claimed to “contribute to reducing
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daily stress” etc., this is not a medicine. “Aronia+ PRO IMMUN?” dietary supplement
produced by Ursapharm, in the form of ampoules with aronia juice and
vitamins/minerals.

From the description, it is not a medicine, but a food supplement
(https://ursapharm.de/en/products/food-supplement/aronia-immun/).

5.7. Why is there not (yet) an approved Aronia medicine for

stress/anxiety?

The research identifies several findings:

- Lack of strong clinical trials with primary psychological endpoint
Although there are studies in which Aronia is used and effects on mood/anxiety are
reported, they often do not have anxiety or psychological stress as the primary goal,
or are not well randomized, are not on clinical populations diagnosed with
anxiety/stress, and are not approved by medical authorities for this indication.

- Insufficient regulation, as herbal/botanical products are often classified as dietary
supplements or herbal remedies/phytotherapy, not as drugs, unless the necessary
clinical trial has been conducted and drug authorization has been obtained. In the
European Union and other regions, to be classified as a drug, it must comply with
regulations regarding safety, efficacy, dosage, manufacturing standards, clinical
evaluation, etc. So far, there is no Aronia product that has gone through all these
phases and is authorized as a drug against stress or anxiety.

- Standardization / dosage / formulation - for drugs, there must be a stable extract,
with well-defined composition (e.g. anthocyanins, polyphenols), precise dosage,
pharmaceutical form (capsule, tablet, tincture, etc.), and pharmacokinetic data.
Pharmacodynamics and safety studies, these aspects are quite well described for
supplements, but not enough for an authorization as a drug.

Thus, we did not find an officially approved drug that has Aronia
melanocarpa as an active ingredient and is used to treat stress or anxiety. However,
there are dietary supplements and botanical products, plus clinical studies that
suggest the possibility of beneficial effects on mood, oxidative stress and
inflammatory markers, but they have not obtained drug status. Relevant
pharmaceutical databases (FDA/UNII, ClinicalTrials.gov, clinical literature and
regulatory reports) were checked to see if there are approved drugs that have Aronia
melanocarpa as an active ingredient and that are authorized to combat stress/anxiety.
At the time of this study, there are no publicly available data (FDA,
ClinicalTrials.gov and literature searches) related to an approved drug that has
Aronia melanocarpa extracts as an active ingredient and that is authorized to treat
stress or anxiety. However, there are numerous supplements/botanical products
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based on chokeberry and several clinical studies (trials) and scientific papers
investigating relevant biological effects (antioxidant, anti-inflammatory, potentially
beneficial effects on mood/cognition) — but these do not equate to the existence of
an approved drug (https:/precision.fda.gov/ginas/app/ui/substances/646cbbef-
2317-42¢5-8704-c9btb9f5c9bb ). Thus, the FDA has registered entries for Aronia
melanocarpa (e.g., UNII for fruit, juice, etc.), which confirms recognition as a plant
substance/ingredient, but this does not mean approval as a drug for specific
therapeutic indications (e.g., stress treatment).

Clinical Trials (ClinicalTrials.gov and related publications) state that there
are several registered clinical trials testing the effects of aronia consumption (extract,
juice, powder) in humans — for example, studies on vascular function,
inflammatory/oxidative biomarkers, and even cognition/mood (e.g.: NCT03793777;
NCT03824041; NCT04208451; NCT06702696).

These trials investigate potential benefits, but have not led to the approval of
an Aronia-based drug for stress (https://onderzoekmetmensen.nl/en/node/49838/pdf).

Regarding clinical studies/publications, it was found that there are
randomized, double-blind, controlled publications that evaluated standardized
extracts of Aronia melanocarpa (e.g.: 90-150 mg extract/day for 24 weeks) on
cognition, mood and vascular parameters; some report trends in improving some
conditions (tension, fatigue) and favorable effects on oxidative/inflammatory
markers, but the results are not yet sufficient to support a medicinal indication (Ahles
et al., 2020).

There are also administrative/regulatory documents in which chokeberry
juice is mentioned for food uses (e.g., USDA/FDA petition/file regarding use as a
food colorant/ingredient); this confirms its widespread use in food, not authorization
as a drug.

According to the documentation, Aronia melanocarpa is marketed and used
as a functional food/supplement, but there are no approved Aronia drugs for the
treatment of stress/anxiety. (quotes FDA/UNII and ClinicalTrials). Some of the
relevant commercial products, recommended dosage and indications are presented
in Table 6. We note that randomized trials that evaluated standardized extracts and
mixed results (some favorable signals on mood and inflammatory/oxidative
biomarkers, bioactive products on the market, are definitive evidence for certain
therapeutic indications (Ahles et al., 2020). However, we must distinguish between
“biological/mechanistic effect” and “clinical indication”: aronia has plausible
mechanisms (antioxidant, anti-inflammatory, influence on BDNF/ neuronal signals
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in preclinical studies), but these are currently not sufficient to create an approved
drug (Ren et al., 2022).

On the Romanian market there are capsules (lyophilized and concentrated
extracts), pressed juices, powders and combined formulations — but labeling and
potency vary widely. For predictable effects and to be able to compare results
between products/studies, there is urgent need standardization (clear thresholds for
CoA per batch,
compliance). Recent scientific literature supports the benefits, but the results are

anthocyanins/polyphenols, contaminant testing and GMP
much more convincing when extracts are standardized.

Table 6. Commercial products based on Aronia melanocarpa

Recommended . . .
Product Form Directions Observations
dose
. . Positive clinical stud;
) Standardized 180 mg Cognitive . . y
Brainberry® . on improving
extract anthocyanins/day | support ..
cognitive performance
Aronia PRO Concentrated Food Contains antioxidants
S 10 ml/day -
IMMUNE juice vials supplement from aronia
Anti-str Reduci Contai i
nti-stress TABLETS | tablet/day educing ontains aronia
Formula everyday stress extract

Standardization in the case of Aronia means determining and guaranteeing
an active parameter (e.g. mg anthocyanins/serving or mg total polyphenols/serving)
and delivering it consistently from batch to batch. Without this, the same nominal
dose can contain very different amounts of active compounds. Clinical studies
reporting effects generally use standardized extracts — otherwise the results are not
reproducible (Buda et al., 2024). Product variability: different methods (cold
pressing vs. freeze-drying vs. hydro-ethanolic extraction) and the lack of
specification of anthocyanins/polyphenols lead to products with different potencies.
Many manufacturers simply list “aronia extract” without specifying the active
content. Safety and quality: standardization goes hand in hand with testing for
contaminants (pesticides, heavy metals, and microbes), certification (GMP) and the
existence of a Certificate of Analysis (CoA) per batch — all of which are important
for a safe and predictable product.

5.8. Typical products on the Romanian market

Some of the products obtained from Aronia melanocarpa fruits and existing
on the Romanian market are presented in Table 7.
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Table 7. Products obtained from Aronia melanocarpa fruits

Product

Form / shape

Standardization
information / declared
active content

What is missing / observations related
to standardization

Aronia Biotic
50 Billion, 30
capsules
(Aronia
Charlottenburg)

Capsules —
combined
with
probiotics +
aronia extract

Aronia extract 25:1, 5%
anthocyanins; rich in
polyphenols.

I couldn't find any clear information on
mg of anthocyanins per capsule (other
than percentage), nor any public CoA.
It is based on the extract/percentage
ratio, but batch verification is
unknown.

Aronia Forte —

It states "100% organic
freeze-dried aronia

There is no mention of percentage of

freeze-dried

Freeze- extract"; it says the )
Raw Eco, 120 . .. anthocyanins, or mg of polyphenols or
dried/RAW | antioxidants are ~15x o
capsules . batch/CoA assay; the claim “15x
. capsules, more than blueberries or \ .
(Aronia . . more” 1S comparative, not
organic cranberries. .
Charlottenburg) . quantitatively accurate.
(https://aronia-
charlottenburg.ro/)
It is declared to contain
natural polyphenols
Capsules —

(anthocyanins), vitamins
C and E, flavonoids,

There is no stated percentage of
anthocyanins or standardized extracts;

Organic aronia orgal.nc carotenoids, it does not say how much of the
capsules SDC | aronia . . . .
microelements powder is active (by mg anthocyanins)
powder (400 (https://melissimo.ro/pro | or if a batch/CoA test was performed.
mg/powder) .
duct/capsule-de-aronia-
bio-5dc/)
Aronia Aronia extract (fruit 1% anthocyanins is clear, but it is not
Complex 300 extract) with /% known if it is standardized per batch;
me (Adams capsule anthocyanins, 300 mg. there is no information on total
Vision) (https://www.naturasanat. | polyphenols, nor on external
ro/9099-aroniacomplex) | verification.
Aronia + sea Organically certified;
buckthorn juice produced in organic There is no visible data on the juice's
— Aronia Juice (liquid), | agriculture. anthocyanin content, flavonoids, or
Charlottenburg | organic (https://www.agriculturae | whether the juice is standardized; no
(organic cologica.ro/producatori/a | publicly available batch/CoA test.
product) roniacharlottenburg/)

Capsules /pills (Iyophilized powder or concentrated extract) — e.g.: Aronia

Forte (lyophilized capsules, sold under Romanian brands such as Aronia

Charlottenburg). These can be either 1:1 lyophilized powder or concentrated extracts

(some products state extraction ratios such as 25:1).
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Standardized extracts (tinctures, solutions) — some marketed supplements
list extraction ratio or concentrated extract content; however, labeling varies widely
between brands.

Juices / ampoules with 100% Aronia juice (cold pressed, 330 ml bottles or 3
L cans) — locally marketed organic/eco products (e.g.: Aronia Charlottenburg,
Medicura). These are popular in Romania as a liquid food/"food supplement".

Powders / lyophilized for mixes (smoothie powder) — powder obtained by
freeze-drying, sold in capsules or bulk.

Combined formulations (e.g. probiotic capsules + chokeberry extract or
multivitamins + chokeberry) — often use concentrated extracts in the mixture.

We found no published evidence that any of the Romanian products
mentioned (Aronia Biotic / Aronia Forte from Aronia Charlottenburg, the
commercially available freeze-dried bio capsules, Aronia Complex from Adams
Vision, or the commercial Aronia Charlottenburg juice) have pharmacokinetic
studies or clinical trials with a clear psychological endpoint (e.g., diagnosed
reduction in depression/anxiety or validated primary cognitive endpoint) that would
support a specific medical indication for that brand/product. There are clinical trials
on Aronia melanocarpa extracts that used cognitive/mood endpoints — for example,
randomized trials that reported improvements in attention, psychomotor speed, or
mood scores after supplementation with standardized extract (Ahles et al., Nutrients
2020; short/1-week studies reported in 2024). These studies use standardized
extracts (AMEs) and general clinical protocols, not necessarily a specific Romanian
commercial product (Ahles et al., 2020). There is research on the
bioavailability/pharmacokinetics of anthocyanins and polyphenols from Aronia
(bioavailability/ADME studies and some work testing formulations that increase
stability/bioavailability). These studies show that anthocyanins are absorbed and
metabolized, but bioavailability is variable and highly dependent on the formulation
(product matrix, nanoparticles, starch binding /transporters, etc.). But — the critical
difference: clinical and PK/published studies generally refers to standardized
extracts or protocol-tested formulations, not to the branded capsules/juices/combo-
products found in pharmacies. Public searches of Romanian manufacturers' websites
and clinical databases do not show pharmacokinetic studies or RCTs with
psychological endpoints explicitly attributed to those brands (e.g. Aronia
Charlottenburg website contains commercial and agri-food quality information, but
does not list clinical PK/psychological studies for its products).

Obviously, Aronia fruit extracts (standardized extracts), contain bioactive
compounds and their role is promising for improving some mild cognitive measures
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and metabolic/vascular parameters (Ashles et al., 2020). The recommendation is
that, in the absence of an approved drug, the use of Aronia-based products for stress
reduction should be viewed as a nutritional/adjunctive intervention, and people with
health problems or taking medications (e.g. antidepressants, anticoagulants) should
consult a doctor before starting to consume these supplements. The consumption of
Aronia melanocarpa fruits and derived extracts has been associated in several
clinical studies with possible beneficial effects on mental state and resilience to
oxidative stress. Randomized, double-blind, placebo-controlled studies have
demonstrated that administration of standardized aronia extracts for 12—-24 weeks
can improve some mood and fatigue-related parameters in healthy adults, while
reducing inflammatory and oxidative markers (Kuntz et al., 2020; Chrubasik-
Hausmann et al., 2018). These results suggest an adjuvant role of aronia polyphenols
in modulating perceived stress and neuronal homeostasis, possibly through
antioxidant and anti-inflammatory mechanisms. From a pharmacological point of
view, the effects of aronia are attributed to the high content of polyphenols and
anthocyanins, which can cross the blood-brain barrier and influence signaling
pathways involved in neuroinflammation and neuroplasticity. Preclinical studies
have shown that administration of aronia extracts can increase the level of brain-
derived neurotrophic factor (BDNF), with potential anxiolytic and antidepressant
effects (Simeonov et al., 2019). At the same time, the reduction of oxidative stress
and systemic inflammation may indirectly contribute to the reduction of symptoms
associated with chronic psychological stress. From a pharmaceutical perspective,
aronia is available in the form of dietary supplements (tablets, capsules, ampoules
with concentrated juice, powders) marketed in Europe and North America, with
general indications of supporting immunity and reducing daily stress. Examples are
“Antistress Formula” (Aronia Charlottenburg) or “aroniat PRO IMMUN”
(Ursapharm), both classified as dietary supplements, not as drugs. These products
do not have official approvals for the therapeutic indication “combating stress” and
should be differentiated from actual drugs. In terms of regulation, Aronia
melanocarpa is recognized as a botanical and food ingredient by the FDA and EMA,
being used in functional products and supplements. However, to date, there is no
drug approved by regulatory agencies (FDA, EMA) that has chokeberry as an active
ingredient and the specific indication for stress or anxiety reduction (FDA UNII
Database, 2025). Registered clinical trials (e.g. NCT03793777; NCT04208451)
explore in particular the effects on cognition, mood and inflammatory biomarkers,
but the existing results are not sufficient to substantiate an official medical indication
[ClinicalTrials.gov, 2025]. Thus, the use of chokeberry for stress reduction currently
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falls into the category of nutritional and adjunctive interventions, with promising
pharmacological potential, but not yet validated by large-scale clinical trials and
regulatory approvals. Further investigations are needed to clarify optimal doses,
bioavailability, pharmacokinetic interactions and effects on populations diagnosed
with anxiety disorders or chronic stress.

6. Conclusions

Aronia melanocarpa fruits are an important source of polyphenols and
anthocyanins, with antioxidant and anti-inflammatory properties demonstrated in
both preclinical studies and small clinical trials. Existing evidence suggests that these
mechanisms may contribute to reducing the impact of oxidative stress and,
indirectly, to the improvement of symptoms associated with psychological stress and
fatigue. However, despite the promising results, current clinical data are not
sufficient to support the use of aronia as a standardized therapy in combating stress
or anxiety. There is a wide range of dietary supplements and botanical products on
the market that contain aronia extracts, but these are classified as nutraceuticals and
do not benefit from the status of drugs approved by regulatory agencies (FDA,
EMA). The lack of large-scale clinical trials with well-defined psychological
endpoints, as well as the absence of detailed data on pharmacokinetics,
bioavailability and drug interactions, currently limits the use of aronia in medical
practice. Thus, consumption of aronia can be recommended as a nutritional adjuvant
for maintaining general health and reducing oxidative stress, but cannot be
considered an established therapy for combating psychological stress. Additional
research is needed, including randomized clinical trials on target populations,
standardization of extracts, and long-term safety evaluation, to substantiate any
official medical indications.
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Abstract: Although there is growing awareness of the need for equitable and effective co-
teaching practices in inclusive secondary classrooms, the "One Teach, One Assist" (OTOA)
model remains the most implemented—even though it is widely recognized as the least
effective for delivering specialized instruction to students with disabilities (SWDs). This
practitioner-focused research article explores the systemic, logistical, and perceptual factors
that contribute to the persistent use of OTOA in high school co-teaching environments.
Drawing on recent research and practitioner insights, the paper identifies key barriers
including limited co-planning time, inadequate teacher training, structural scheduling
challenges, and deeply rooted beliefs about teacher roles. It also examines how the perceived
convenience of OTOA often masks its failure to deliver evidence-based interventions or
promote shared instructional responsibility. Recommendations for shifting toward more
collaborative and responsive co-teaching models are discussed, with an emphasis on the
conditions necessary to align instructional practices with the diverse needs of SWDs in
inclusive settings.

Keywords: instruction to students with disabilities (SWDs), effective co-teaching practices
in inclusive secondary classrooms, the effective co-teaching practices

Rezumat: Desi existd o constientizare tot mai mare a necesitatii unor practici de co-predare
echitabile si eficiente in clasele secundare incluzive, modelul ,,One Teach, One Assist”
(OTOA) ramane cel mai implementat, chiar daca este recunoscut pe scara largé ca fiind cel
mai putin eficient pentru oferirea de instruire specializata elevilor cu dizabilitati (SWD).
Acest articol de cercetare axat pe practicieni exploreaza factorii sistemici, logistici si
perceptivi care contribuie la utilizarea persistentd a OTOA in mediile de co-predare din licee.
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Bazandu-se pe cercetari recente si pe perspectivele practicienilor, articolul identifica
obstacole cheie, inclusiv timpul limitat de co-planificare, formarea inadecvata a profesorilor,
provocidrile structurale legate de programare si convingerile profund inrddacinate despre
rolurile profesorilor. De asemenea, examineazd modul in care comoditatea perceputd a
OTOA mascheaza adesea esecul sdu de a oferi interventii bazate pe dovezi sau de a promova
responsabilitatea comuna in materie de instruire. Sunt discutate recomandari pentru trecerea
la modele de co-predare mai colaborative si mai receptive, cu accent pe conditiile necesare
pentru alinierea practicilor de instruire la nevoile diverse ale SWD 1n medii incluzive.
Cuvinte-cheie: instruirea elevilor cu dizabilitati (SWD), practici eficiente de co-predare in
clase secundare incluzive, practici eficiente de co-predare

1. Understanding the Persistent Use of the “One Teach, One Assist”

Model in High School Co-Teaching

Despite growing evidence emphasizing the need for collaborative and
differentiated instructional practices in inclusive settings, the OTOA model remains
the most commonly implemented co-teaching format in secondary schools (Solis et
al., 2012; Scruggs et al., 2007; Davis, 2024; Friend, 2019; Fry, 2023; Giangreco &
Broer, 2025). In this model, the general educator typically leads whole-class
instruction while the special educator provides individual support by circulating the
classroom. Although widespread, this approach is often ineffective in meeting the
needs of SWDs (Losinski et al., 2019; King-Sears et al., 2019).

One key reason for the model’s persistence is its perceived simplicity and
efficiency. OTOA requires minimal joint planning and maintains the traditional
instructional hierarchy, which may appeal to educators facing significant time and
curricular pressures (Solis et al., 2012). However, this structure frequently results in
role imbalances where the special educator is underutilized, diminishing their ability
to implement evidence-based interventions (EBIs) aligned with Individualized
Education Program (IEP) goals (Scruggs et al., 2007; McDuffie et al., 2009).

Systemic barriers further contribute to the overuse of OTOA. Research
shows that secondary co-teachers often cite insufficient co-planning time,
misaligned schedules, and limited administrative support as major obstacles to
implementing effective co-teaching practices (King-Sears et al., 2019). These
logistical barriers create a structural environment that discourages collaboration.
Compounding this issue is the lack of professional development specific to co-
teaching, which results in a limited understanding of collaborative models beyond
OTOA (Losinski et al., 2019). As a result, co-teachers may feel ill-equipped to
experiment with more complex and equitable instructional formats.
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2. Lack of Training and Preparation

A significant barrier to moving beyond OTOA is the lack of adequate
training for both general and special educators. Many teachers enter co-teaching
roles with limited knowledge of differentiated co-instructional formats and EBPs
(Solis et al., 2012). Without exposure to the full range of collaborative strategies,
educators may struggle to adapt to models that require co-equal engagement and
planning. Teachers unfamiliar with models such as Station, Parallel, and Alternative
Teaching often default to OTOA due to its familiarity and ease of implementation
(Scruggs et al., 2007). This lack of preparation not only limits teachers' ability to
implement varied co-teaching approaches, but also affects their capacity to deliver
meaningful instruction tailored to student needs.

Losinski et al. (2019) emphasized that most co-teachers report minimal
professional development related to co-planning or delivering differentiated
instruction. Without adequate support, teachers may feel unprepared to deliver
instruction that aligns with individualized learning profiles. King-Sears et al. (2019)
similarly found that secondary special educators often substituted accommodations
for specially designed instruction due to a lack of training in EBIs. This training gap
is especially problematic in secondary classrooms, where complex content and
diverse student needs demand advanced pedagogical skills.

Without ongoing professional development, instructional hierarchies remain
unchallenged. Michaels and Wilson (2006) reported that students often perceive
general educators as the primary instructors, reinforcing the marginalization of
special educators. When special educators are consistently viewed as support staff
rather than instructional leaders, their contributions become undervalued. Without
explicit training in equitable co-teaching practices, educators are less likely to
implement models that promote parity and shared instructional responsibility.

3. Co-Planning Time Constraints

Effective co-teaching requires protected time for joint planning. In
secondary schools, departmentalization and rigid schedules often limit opportunities
for co-teachers to collaborate meaningfully (Solis et al., 2012; Scruggs et al., 2007).
These time constraints not only impact day-to-day instructional decisions but also
limit long-term strategic planning. As a result, teams frequently default to OTOA
due to the logistical ease of implementation. King-Sears et al. (2019) highlighted the
direct link between limited planning time and the underuse of specialized instruction.
Their research showed that co-teachers who lacked time to design differentiated
lessons often defaulted to generic whole-class approaches. This practice not only
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undermines the quality of instruction for SWDs but also limits opportunities for
instructional innovation.

Scruggs et al. (2007) and Losinski et al. (2019) found that lack of co-
planning time contributes to poor implementation fidelity, resulting in missed
opportunities to deliver high-quality EBIs. These missed opportunities can have a
cumulative negative impact on students' academic progress. Michaels and Wilson
(2006) further emphasized that without co-planning, the special educator’s role
becomes passive, eroding their instructional agency and professional identity. This
passivity further reinforces hierarchical instructional roles that do not reflect true
collaboration.

4. Instructional Imbalance and Mismatch with Student Needs

The OTOA model often reinforces traditional instructional hierarchies,
positioning the general educator as the lead and relegating the special educator to a
supporting role (Murawski, 2006). These hierarchical dynamics can be particularly
damaging in inclusive settings where equity and shared responsibility are critical.
This arrangement limits the implementation of specialized instruction, which is
essential for helping SWDs meet IEP goals (Strogilos et al., 2023; King-Sears et al.,
2019). Losinski et al. (2019) found that student achievement gains in co-taught
settings were only significant when co-teaching included intentional, intensive
instructional strategies. These findings underscore the need for purposeful
instructional design and shared pedagogical ownership. Murawski and Swanson
(2001) similarly warned that without parity, co-planning, and instructional
flexibility, co-teaching is unlikely to yield meaningful outcomes.

Rea et al. (2002) demonstrated that SWDs in well-implemented inclusive
settings outperformed their peers in pullout programs, but only when there was
consistent collaboration and instructional alignment. This evidence challenges the
assumption that inclusion alone is sufficient—it must be accompanied by quality
instruction. When co-teaching lacks these features, it risks replicating the limitations
of segregated models (Wang et al., 1988). In effect, poorly executed co-teaching may
offer the illusion of inclusion without the substance.

5. Organizational and Structural Barriers

Rigid school structures, including strict pacing guides, departmental silos,
and accountability pressures, often make flexible co-teaching models difficult to
implement (King-Sears et al., 2019). These systemic constraints inhibit innovation
and reinforce the use of simple, hierarchical models. The OTOA model may appear
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more manageable in these contexts because it preserves traditional teaching roles
and requires less coordination. In schools driven by test scores and pacing calendars,
administrators may prioritize compliance over instructional quality.

Michaels and Wilson (2006) found that secondary students frequently
perceived the special educator’s role as secondary, particularly in literacy
instruction. This perception can limit student engagement with the special educator
and reinforce stigmas around disability. This reinforces the notion that special
educators are assistants rather than equal instructional partners. Such perceptions,
when left unaddressed, diminish both the credibility and efficacy of co-teaching.

6. Teacher Beliefs and Comfort Levels

Teachers’ beliefs and comfort levels play a pivotal role in sustaining OTOA.
Monsen et al. (2014) found that educators who lack confidence in supporting
students with complex academic or behavioral needs are more likely to revert to
familiar instructional routines. This tendency reflects a broader issue of teacher self-
efficacy in inclusive education. Many teachers are hesitant to adopt shared
instructional roles due to discomfort with co-leadership and lack of training in
collaborative planning (Murawski, 2006; Solis et al., 2012). Without targeted
support, educators may perceive co-teaching as risky or burdensome.

As a result, OTOA becomes the default model—not because it is effective,
but because it feels safe and manageable. Its simplicity provides a false sense of
instructional security. Strogilos et al. (2023) noted that co-teaching partnerships
often lack shared expectations or structured development. When co-teachers fail to
cultivate shared norms, misunderstandings and role ambiguity are likely to persist.
When educators do not perceive themselves as equal partners, they are less likely to
advocate for models that promote instructional equity and specialized support.

7. Implications for Practice

To move beyond the limitations of OTOA, schools must invest in
professional development, provide co-planning time, and create a culture of
collaboration. These systemic supports are not optional—they are essential to
realizing the full potential of co-teaching. Teachers require training in co-teaching
models that support EBIs and differentiated instruction (Cook & Friend, 1995;
Losinski et al., 2019). These models should be introduced through job-embedded
learning that is practical, sustained, and grounded in classroom realities.

Protected co-planning time must be embedded into the school schedule to
enable meaningful collaboration (King-Sears et al., 2019; Scruggs et al., 2007). Time
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for co-teachers to plan together is essential for building relationships, designing
instruction, and addressing student needs. Administrative leaders should also
recognize co-teaching as a strategic instructional model and allocate time for team-
building, role definition, and data-informed planning (Strogilos et al., 2023).
Leadership support is critical to building the infrastructure necessary for successful
co-teaching.

Finally, shifting school culture to value co-teaching as a professional
partnership is essential. Teachers must be supported in developing trust, parity, and
shared responsibility for student outcomes (Monsen et al., 2014). This cultural shift
requires explicit attention to beliefs, norms, and expectations around collaboration.
With these systemic supports in place, schools can move beyond compliance and
toward inclusive classrooms where all students, especially those with disabilities,
can thrive.
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Abstract: In light of the European guidelines concerning the development of key
competences, transversal education has assumed a heightened significance in preparing
students for future societal roles. This paper offers a practical examination of how Erasmus+
accreditation within the school education sector can function as a platform for implementing
innovative pedagogical approaches aimed at fostering transversal competences, including
digital, environmental, and life skills. Through a case study conducted in pre-university
education at "Petru Rares" National High School, the study presents activities undertaken in
three strategic areas: the integration of technology and the enhancement of digital
competences; education for sustainability through interdisciplinary green initiatives; and the
development of social, emotional, and collaborative skills via non-formal activities and
international mobility. This initiative involved the active engagement of students and
teachers in a learning process focused on autonomy, responsibility, and reflection.
Preliminary findings, derived from direct observations, questionnaires, and qualitative
feedback, suggest a substantial impact on student motivation, teacher adaptability, and the
overall educational environment. The paper provides concrete examples of cross-curricular
practices and offers recommendations for replicating and extending this educational model
in other school contexts.

Keywords: Erasmus, Accreditation, digital, green, learning experiences

Rezumat: In contextul noilor directii europene privind dezvoltarea competentelor cheie,
educatia transversald a dobandit o importanta tot mai mare in procesul de formare a elevilor

pentru societatea viitorului. Acest articol oferd o analizd practicA a modului in care
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acreditarea Erasmus+ in sectorul educatiei scolare poate servi drept platformd pentru
implementarea unor metode didactice inovatoare, axate pe dezvoltarea competentelor
transversale: digitale, ecologice si de viata. Printr-un studiu de caz realizat in invatamantul
preuniversitar la Colegiul National ,Petru Rares” Beclean, sunt prezentate activitati
desfasurate in trei directii strategice: integrarea tehnologiei si dezvoltarea competentelor
digitale; educatia pentru durabilitate prin initiative verzi interdisciplinare si dezvoltarea
abilitatilor sociale, emotionale si de colaborare prin activitdti nonformale si mobilitati
internationale. Acest demers a implicat participarea activa a elevilor si profesorilor intr-un
proces de invitare centrat pe autonomie, responsabilitate si reflectie. Rezultatele preliminare,
obtinute prin observatii directe, chestionare si feedback calitativ, indica un impact
semnificativ asupra motivatiei elevilor, adaptabilitatii profesorilor si climatului educational
general. Lucrarea oferd exemple concrete de practici transversale si formuleaza recomandari
pentru replicarea si extinderea acestui model educational in alte contexte scolare.
Cuvinte-cheie: acreditare, Erasmus, digitalizare, sustenabilitate, experiente de invatare

1. Introduction

In the context of the European Union’s strategic emphasis on the
development of key competences, transversal education has gained increasing
importance as an instrument for preparing students for the demands of future society.
The European Education Area (EEA) and the Digital Education Action Plan (DEAP
2021-2027) place particular focus on fostering digital skills, sustainability
competences, and active citizenship (European Commission, 2021). The Erasmus+
accreditation offers a coherent framework for educational institutions to design and
implement innovative pedagogical approaches that address these priorities
systematically.

The present paper explores the Erasmus+ accreditation experience from
Colegiul National ,,Petru Rares” Beclean (accreditation number: 2021-1-RO01-
KA120-SCH-000047536) as a case study of transversal education in practice. The
article analyzes three consecutive cycles (2022-2025) implemented under the
accreditation: the E-Digital Academy (2022-1-RO01-KA121-SCH-000058302), E+
Skills for Life (2023-1-RO01-KA121-SCH-000134608), and EU Digital Citizenship
Education (2024-1-RO01-KA121-SCH-000225193) projects, focusing on their
contributions to digital competence development, green education, and the
cultivation of life skills.

2. Methods

This research adopts a qualitative case study approach focusing on “Petru
Rareg” National College’s three-year Erasmus+ accreditation period (2022-2025).
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The Erasmus Plan focused on three major areas (digital competences,
environmental competences and life skills) and defined three main objectives:

o Developing digital skills for at least 25% of students and 75% of

teachers through blended-learning activities, eTwinning projects and
Erasmus+ mobilities.

o Increase of environmental literacy for at least 15% of students and

promotion of interdisciplinary approaches for at least 10% of teachers.

o Strengthening collaboration, autonomy, social and emotional learning

for at least 15% of students through non-formal education, intercultural
exchanges, and project-based learning.

Data collection included direct classroom and extracurricular activity
observations, structured questionnaires administered to students and teachers,
measuring perceived impact on motivation, skill acquisition, engagement and
qualitative feedback gathered through interviews and reflective reports from
participating teachers and students. Another analysed aspect was of dissemination
outputs, including Twinspace materials, and final project reports.

3. Results and Discussion

The intermediary report of the Erasmus+ accreditation on school education
at Colegiul National ,Petru Rares” Beclean emphasizes the focus on
students'mobilities from the beginning of the project. Though the focus remained,
the number of participants lowered due to the financial allocation received for each
year, as shown in figure 1.

30}
Student Mobilities

Teacher Trainingfjob-shadowing

25
20
15

10

Number of Participants

Phase | Phase Il Phase Il

Accreditation Phase |

Figure 1. Students’ mobilities and teacher’s professional development
activities across phases
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Across all three phases, there were 79 participants: 63 pupils and 16 teachers,
with an average activity duration of 5.2 days. More than 60% of all participants
engaged in blended activities and 78% used green travel. These indicators show
strong alignment with Erasmus+ priorities on digital integration and sustainable
mobility.
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Figure 2. Timeline of focus: students vs. teachers

The timeline from figure 2 highlights a strategic shift: while phase I was
highly student oriented, subsequent phases gradually balanced the emphasis by
increasing teacher training activities. This evolution suggests a deliberate focus on
building internal capacity to ensure long term sustainability of innovation. By phase
III, teacher professional development had become a primary driver of change,
preparing the institution for deeper integration of digital tools, Al literacy, and
interdisciplinary approaches in the coming years, while still prioritizing students’
participation.

In terms of digital competences, there were three phases that structured the
intervention. Phase 1 (E-Digital Academy, 01.06.2022-31.08.2023) focused on
digital integration and blended learning. Phase Il (E+ Skills for Life, 01.06.2023—
31.08.2024) added inclusion and early Al training elements together with a summer
school for teachers. Phase III (EU Digital Citizenship Education, 01.06.2024—
31.08.2025) consolidated teacher capacity with courses on Al for education, coding
and robotics, and digital tools for cultural heritage. Participants reported increased
confidence in integrating technology into learning processes and a better
understanding of digital citizenship.
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Table 1. Erasmus+ Accreditation phases, timeframe and focus areas (2022-2025)

Phase Project name Timeframe Main focus areas

I E-Digital Academy (2022-1- 01.06.2022 Digital competences, ICT
ROO01-KA121-SCH- 31.08.2023 integration, blended learning
000058302)

II E+ Skills for Life 01.06.2023 Inclusion, Al training, project-
(2023-1-RO01-KA121-SCH- 31.08.2024 based learning, summer school
000134608)

11 EU Digital Citizenship = 01.06.2024 Al tools, coding and robotics,
Education 31.08.2025 cultural heritage education
(2024-1-RO01-KA121-SCH-

000225193)

Green initiatives were integrated through interdisciplinary projects and
environmental campaigns. Students engaged in project-based activities addressing
sustainability issues such as waste reduction, biodiversity preservation, and climate
awareness. Teachers co-designed interdisciplinary lessons linking science,
technology, and social responsibility, which strengthened their own competences and
promoted student participation. A notable result is the school's participation to the
first Erasmus forest-planting in Romania, and, on microscale, the creation of an
outdoor learning space for students learning at this institution. On a local scale, the
creation of an outdoor learning space within the institution provided the following
tangible benefits:

o A practical application of sustainability principles;

o A versatile environment for learning across multiple subjects;

o Opportunities for students to connect with nature and observe
ecological processes firsthand;

o A demonstration of the school's commitment to environmental
education and sustainable practices.

These initiatives collectively contributed to a holistic approach to
sustainability education, integrating theoretical knowledge with practical action and

fostering a culture of environmental responsibility within the school community.
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Table 2. Summary of Erasmus+ activities and participation (2022-2025)

Average = Blended Green

Activity Type Number | duration | learning = transport Erasmus+ priority
Group mobility of = 63 5 39 53 Inclusion & democratic
school pupils participation, digital

transformation
Job-shadowing 9 5 5 7 Staff development, Digital
transformation
Courses and 4 6 2 1 Professional development,
training green transition
Teaching/training = 2 5 2 1 Teacher capacity building
assignments
Invited experts 1 5 0 0 Excellence & inclusion,

green skills

Total 79 5.2 48 62 —

The data reveals significant student participation, with 80% of participants
being pupils, indicating strong student engagement. Teacher involvement, at 19%,
suggests a strategic focus on capacity-building. The program's alignment with key
priorities is evident, with over 60% of participants engaging in blended activities,
supporting the digital transformation agenda, and 78% utilizing green travel options,
addressing the green transition priority. The alignment of activities with eTwinning
themes further demonstrates policy coherence and European relevance.

Through Erasmus+ mobilities, students participated in collaborative
activities across Europe, which encouraged development of their social and
emotional skills, helped them gain autonomy, adaptability, and facilitated the
intercultural dialogue. Teachers engaged in job-shadowing and training activities in
Bulgaria, Poland, Hungary, Turkey, Croatia and France, gaining insights into
inclusive pedagogies and student centered approaches. Qualitative feedback
suggested improvements in school climate, student motivation, and teacher
resilience in adapting to change.
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Table 3. Main outcomes by competence area

Competence area Key activities Reported outcomes
Digital competences ICT fundamentals, blended- = Improved digital tool adoption,
learning, Al training increased student collaboration
confidence
Environmental education Green projects, recycling Heightened awareness, better
initiatives integration of sustainability
topics
Life skills International mobilities, Improved teamwork, autonomy,
summer school, eTwinning intercultural competence
collaboration

The outcomes of the Erasmus+ accreditation period reveal clear progress
across all three targeted competence areas.

In the field of digital competences, the integration of ICT fundamentals,
blended-learning strategies, and Al training led to a measurable increase in student
confidence when using digital tools. Teachers reported more frequent use of
collaborative platforms, while students demonstrated improved digital task
completion rates and higher engagement in online learning activities. This aligns
with the EU’s Digital Education Action Plan, which calls for systemic adoption of
digital pedagogies.

Within environmental education, the introduction of green projects and
recycling initiatives had a tangible impact on school culture. Surveys indicated that
students displayed heightened environmental awareness, and teachers reported a
broader integration of sustainability topics across disciplines. This cross-curricular
embedding of ecological themes represents a key step toward the European Green

Deal objectives.
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Figure 3. Distribution of Life Skills developed by students

As illustrated in Figure 3, emotional intelligence (12%), communication
skills (11%) and active listening (11%) were the most frequently reported skills,
followed by critical thinking, creativity, empathy, and target-setting (each at around
9%). These results confirm that Erasmus+ activities cultivated a balanced
combination of cognitive, social, and emotional competences, while highlighting
opportunities to further strengthen self-esteem (5%) and decision-making (7%) in
future cycles.

Finally, the life skills dimension benefited substantially from international
mobilities and the Erasmus summer school. Participants reported stronger teamwork,
greater autonomy, and improved intercultural competence. Focus group data
suggested that students became more adaptable and collaborative, skills essential for
both academic and professional success in a European context.

In addition to mobilities and teacher training, the Erasmus+ accreditation
period generated a significant number of tangible intellectual and collaborative
products. At the beginning, 194 initial questionnaires were administered to establish
a baseline of student motivation, digital competence, and environmental awareness.
Evaluation continued throughout the project through regular formative assessments
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and two structured focus group sessions, followed by over 100 semi-structured
interviews with both student beneficiaries and their parents. These instruments
provided rich qualitative data, helping the project team refine interventions in real
time.

Over the three years, the school produced three intellectual outputs in the
form of good-practice kits (one for each year of implementation) which compiled
strategies, lesson scenarios, and tools for transversal competence development.
Furthermore, approximately 150 collaborative products (about 50 per project year)
were created by students and teachers working together on interdisciplinary projects.
These included lesson plans, digital multimedia artifacts, and reports, many of which
were shared across European partner schools. Dissemination was an integral part of
the project: on average, five dissemination events per year were organized, ranging
from Erasmus Days activities to international and regional conferences (for example,
eTwinning — creativity and innovation). Also, teachers contributed to the production
of 25 open educational resources (OER) each school year, which were published on
the website of our Accreditation, thereby ensuring that good practices are widely
accessible and replicable.

Also, academic outcomes of students show promising results: final exam
pass rates increased by 5% in 2024 compared to the 2021-2022 baseline, and also,
the number of students applying for this school increased, with one more 9™ grade
class/each school year. Students demonstrated improved performance in digital
literacy tasks, and teachers reported enhanced student engagement. These findings
suggest that Erasmus+ activities have had a positive impact on academic
performance, extending beyond the program's immediate scope.

Overall, these outcomes suggest that Erasmus+ accreditation not only
achieved its' stated objectives but also fostered a holistic transformation in school
practice, with measurable effects on student motivation, teacher adaptability, and the
overall learning climate. This reflects a mature approach to Erasmus+
implementation, demonstrating not only the school’s capacity for innovation but also
its commitment to sharing knowledge and contributing to the broader European
education community.

4. Conclusions

This case study demonstrates that Erasmus+ accreditation provides a
structured pathway for embedding transversal competences into school education.
The combination of digital skills development, environmental education, and social-
emotional learning generated measurable benefits for students and teachers alike,

399



TRANSVERSAL PERSPECTIVES IN EDUCATION. SKILLS FOR THE FUTURE

contributing to a more inclusive and future-ready educational environment. By
balancing student-centered initiatives with increased emphasis on teacher
development, the program has enhanced its capacity for widespread implementation
of innovative methodologies

While outcomes were generally positive, challenges included administrative
complexity, the need for sustained teacher training, and ensuring equitable access to
mobility opportunities (for teachers and students). A key lesson was the importance
of systematic dissemination - through school events, and local community
partnerships, to ensure sustainability and scalability of the results.

Future efforts will focus on consolidating the digital infrastructure,
diversifying mobility opportunities, and fostering continuous professional
development for teachers. Replicating the model of collaboration (through the
eTwinning platform) across other schools may accelerate progress towards achieving
the objectives of the European Education Area and the Digital Decade 2030.
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Abstract: One Health is an integrated and integrative approach that aims to balance and
sustainably optimize the health of humans, animals, and the environment, based on the idea
that the health of people, domestic and wild animals, plants, and the environment (including
ecosystems) are closely connected and interdependent. This approach involves creating a
space for interdisciplinary collaboration and cooperation, as well as joint efforts between
sectors and cross-border partnerships (among specialists, experts, scientific fields,
institutions, communities, and countries) to ensure integrated, planetary health and overall
global well-being. The relevance of the One Health approach makes One Health education
essential. It aims to prepare and empower individuals, human communities, and societies to
address issues of integrated and global health, to foster a culture of integrated health, and to
promote responsible attitudes and behaviors toward health—necessary for ensuring global
well-being and for solving current and future complex planetary health challenges.
Keywords: One Health, integrated health, global health, health education, One Health
education, One Health educational approaches and actions

Rezumat: One Health este o abordare integratd si integrativa care vizeaza echilibrarea si
optimizarea durabila a sanatatii oamenilor, animalelor si mediului, bazatd pe ideea ca
sandtatea oamenilor, a animalelor domestice si salbatice, a plantelor si a mediului (inclusiv a
ecosistemelor) sunt strans legate si interdependente. Aceasta abordare implica crearea unui
spatiu pentru colaborare si cooperare interdisciplinara, precum si eforturi comune intre
sectoare si parteneriate transfrontaliere (intre specialisti, experti, domenii stiintifice, institutii,
comunitati si tiri) pentru a asigura sandtatea integratd a planetei si bundstarea globalad
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generald. Relevanta abordarii One Health face ca educatia One Health sa fie esentiala.
Aceasta vizeazd pregitirea si responsabilizarea indivizilor, comunititilor umane si
societatilor pentru a aborda problemele de sanatate integrata si globala, pentru a promova o

de sanatate, necesare pentru asigurarea bunastarii globale si pentru rezolvarea provocarilor
complexe actuale si viitoare in materie de sanatate planetara.

Cuvinte-cheie: One Health, sanatate integrata, sdnatate globald, educatie pentru sanatate,
educatie One Health, abordari si actiuni educationale One Health

1. Introduction

The concept of One Health derives from the term One Medicine, introduced
by Calvin Schwabe, a professor of veterinary medicine at the University of
California, Davis. The fundamental idea posits that the course of disease and
treatment in humans and animals is essentially identical, and that health practitioners
and scientists in human and animal health domains strive towards identical general
objectives (Schwabe, 1984): to control and mitigate disease, ensure food security,
safeguard the quality of the environment, and uphold human values in society.

One Health is an integrated, unifying, dynamic and evolving key concept,
currently expanding, and globally prevailing in most strategies, programmes, and
scientific activities across environmental, medical, social, and educational domains.
They are founded on scientific findings derived from interdisciplinary research
(scientific evidence), encompassing human medicine, veterinary medicine,
environmental sciences, social sciences, educational sciences.

Introduced in America in the early 2000s, the innovative concept of One
Health, advocates for the necessity of aligning significant decisions concerning
human health with insights derived from advancements in human and veterinary
medicine, as well as environmental sciences. One Health promotes human health in
direct and inseparable relation to the health of our planet (Chakraborty, Andrade &
Smith, 2022; Danasekaran, 2024; Mackenzie & Jeggo, 2019).

In 2003, the One Health concept appeared in response to the Ebola virus
threat (Pettan-Brewer et al., 2024), during which, dr Karesh emphasised the
necessity of addressing human, domestic life, and wildlife in a convergent manner
rather than in isolation. His vision encompasses a unique health, that of our planet,
which requires a joint effort of all states, at all levels, to safeguard it (Weiss, 2003).

In 2008, the One Health Commission is founded
(https://www.onehealthcommission.org/), unifying worldwide associations of
medical doctors, dentists, veteriarians, and environmental health specialists to
collaboratively link human health with animal health and the broader planetary
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ecosystem, aiming to identify potential or existing risks at an integrated soil-plant-
animal-human level and within their ecosystems. Therefore, to foster global well-
being, public health, quality of life, environmental protection (including
biodiversity) and sustainable development it is essential to implement One Health
and EcoHealth approaches (Roger et al., 2016; Yopa, 2023).

In 2015, the One Health — Academician Nicolae Manolescu Strunga
Association was founded, serving as a platform that unites over 400 members,
including medical researchers, scientists, university professors, environmental and
health specialists etc., from 20 institutions in the country and abroad such as
universities, research institutes, and various organisations. Moreover, the One Health
Commission has been operational for one year within the Romanian Academy
(https://acad.ro/institutia/comisiile.html?41). Currently, the One Health movement
is part of the global primary prevention of diseases in humans and animals, fecilitated
by extensive international scientific studies and research, as well as monitoring,
surveillance, and the dissemination of information regarding pathology aspects
within the environment-plants-animals-human web.

2. Principles of One Health Approaches

In formulating the One Health principles, we commence with the dynamic
and systemic nature of the concept of the environment, a complex, yet unified system
composed of a large number of elements (microsystems) and their interconnections,
each possessing distinct functionalities and contributing to the achievement of
system’s objectives. The environment, akin to any system, inherently seeks balance
and possesses a degree of self-regulation to maintain and enhance its condition. The
environment comprises a synthesis of components and natural elements that coexist,
are interwoven, and dynamically (inter)correlate with one another, with human
communities serving as the most influential factor, in which human values are
promoted (Danasekaran, 2024).

The principle of interconnectedness refers to the fact that human health,
food health, animal health and environmental health are intricately interrelated and
interdependent, necessitating a unified approach and management. Therefore,
human health, animal health and environmental health are addressed in an integrative
and systemic manner. Systemic links are formed among them, generating
interdependence; health threats and risks may emerge in any of these domains and
can exert a systemic influence on the others (Kazim, 2023).

The principle of multisectoral collaboration and interdisciplinary and
international cooperation indicates that “One Health recognises the
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interconnection between the well-being of humans, animals, and ecosystems
requiring collaborative, transdisciplinary, and multisectoral interventions to
effectively tackle complex health challenges” (Danasekaran, 2024, p. 260). One
Health approach entail the development of a framework for interdisciplinary
collaboration and cooperation, fostering a collaborative effort between sectors and
across borders (specialists, experts, scientific domains, institutions, communities,
countries), as human, food, animal and environmental health may be interconnected,
with health issues impacting all species and ecosystems.

Consequently, One Health advocates for multi- and interdisciplinary
approaches, involving human physicians, veterinarians, biologists, ecologists,
education specialists and other specialities to address intricate public health issues
and safeguard the health and integrity of the ecosystems (Adisasmito et al., 2022;
Brown, Pursley, Horton & La Ragione, 2024; Danasekaran, 2024;).

This strategy enhances global health security and may be implemented at
community, national, regional, and international levels. Interdisciplinary and
intersectoral collaboration is essential for safeguarding the health and integrity of
ecosystems (Kazim, 2023).

The principle of systemic thinking advocates for development that
integrates both modern and traditional knowledge forms, emphasising that societal
systems require being comprehended and developed as knowledge ecosystems
characterised by complexity and multi-dimensionality from medical (health)
psycho-social, educational, socio-cultural, economic, technologic perspectives.

Consequently, systemic thinking is an approach to comprehending the
complexity of the world considering it as a whole, holistically, including the
(inter)relationships and interactions among numerous components of the systems
existing in the surrounding reality (and not the separate components). In an
integrative and systemic approach, human health is intricately linked to the health of
food, animals, and environment. The balance between these factors is crucial for
human existence, prosperity, and development (Kazim, 2023).

The principle of prevention/prophylaxis emphasises the significance of a
comprehensive set of measures, interventions and prophylactic actions designed to
avert the onset or worsening of risks and threats to human, animal, and
environmental health (diseases, pandemics, accidents, unforeseen events and
phenomena) (Heymann, Jay & Kock, 2017). The primary objective of prevention is
to enhance long-term quality of life and, by extension, improve environmental
health, through actions to reduce risks and minimise impact such as: development of
public policies (environmental policies, health policies, health management);
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national strategies on environmental education; informative initiatives; educational
strategies (serving various functions: information, behaviour formation, skill
formation, attitude formation and transformation); medical strategies in human and
veterinary medicine (initiatives for the enhancement of medical care; strategies for
increasing the quality of medical services); sanitary protocols (hygiene practices,
implementation of procedures, treatments, immunisations, etc.).

The prospecting principle advocates for the adoption of a prospective
mindset and vision in One Health approaches across macro-(society), mezzo —
(organisations and communities) and microsocial (small groups, families,
individuals) levels. The health of various species may only be secured by
anticipating future prospects and challenges, deciphering possible, probable, and
desirable outcomes, an implementing anticipatory and preventive strategies and
procedures. Prospecting global health issues whilst forecasting future developments
from diverse scientific viewpoints and conducting thorough studies is currently a key
objective across all domains of human activity, due to the critical need for adaptation
(individual, institutional, community, societal, global) to the unique characteristics
and ethos of the future. The primary function of prospecting is fulfilled by
interdisciplinary scientific study conducted actively and prospectively, which
examines events, phenomena, their components, variables, characteristics,
developments, trends, practices, technologies, etc. Scientific research, through its
investigations and results, provides benchmarks for reflection, action, further
inquiry, fostering sustainable interdisciplinary solutions and efficient measures to
safeguard human, animal, environmental and overall global health.

The principle of equity pertains to the balance between sectors and
disciplines, setting priorities and allocating resources in an equitable manner.

The principle of socio-political and multicultural parity emphasizes that
all individuals are equal and entitled to the same rights and opportunities, that
inclusion of all communities is required including marginalized groups and opinion
makers, that access to health services ought to be equitable for all citizens, including
those from disadvantaged communities (Adisasmito et al., 2022).

3. Key challenges for successful implementation of One Health

approaches

One the one hand, the overall health of humans — physical, emotional,
mental, social, financial — is interconnected with the animal health and to the health
of our natural environment. Human and animal health are interconnected,
interdependent and linked to the ecosystems, in which they coexist and which are
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constantly evolving and developing. Thus, environmental health is a construct that
requires ongoing maintenance and enhancement, irrespective of whether it pertains
to sparsely inhabited, undeveloped, or developing regions, or densely populated,
developed urban areas. Conversely, the environment embodies a multifaceted reality
that encompasses not only the natural environment, but also human activities, their
products and creations that impact, alter, and shape the environment in which
individuals inhabit.

Moreover, humans and the environment are interconnected and inseparable
as the entire human existence and development rely on environmental factors, and
components and elements may be modified due to human actions and interventions.
Actually, humans perform a double role — as active components of the environment,
influencing the condition and quality of the environment, and as consumers, who
benefit from it in many ways. This may occur both directly (the environment may
offer resources, food, water and other essentials for survival) and indirectly (the
environment provides them with a habitat, a space for living, for existence and
development, and contributes to their complex health).

» Implementing holistic approaches

General health is regarded as an integrated concept that encompasses human
health, animal health and ecosystem health, examined and comprehended through a
complex, holistic approach, considering the (inter)relationships between them
(rather than separately) and implementing holistic practices. These may include a
variety of approaches and practice models designed to maintain a balance among the
various aspects of health, assessed globally, to ensure and enhance an optimal state
of well-being.

» Implementing systemic approaches

One Health is an integrated approach that systematically values the
interconnections and interdependencies among human, animal, and ecosystem
health. Each component contributes to planetary health by maintaining a social-
ecological balance that fosters harmonious human-animal-environment interactions,
while acknowledging the significance of biodiversity, access to sufficient natural
space and resources, as well as the intrinsic value of all living beings within the
ecosystem (Adisasmito et al., 2022).

As an integrated and integrative approach, One Health requires
transformative actions to enhance the health and well-being of humans, animals, and
the environment carried out by interdisciplinary teams of professionals and experts
collaborating effectively. The role of One Health practitioners is to facilitate
communication among scientists, policymakers and the public to address intricate
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issues, in order to enhance health, society, to safeguard natural resources, and to
implement significant modifications in agricultural practices and policies for the
benefit of society — figure no. 1 (Garcia et al., 2020).

Colaboration and
cooperation
Interdisciplinary teams
Cultural consciousness
Awareness
Empowerment
EDUCATION

Figure no. 1. Roles of practitioners in integrated One Health domains
(according to Garcia et al., 2020)

P Aligning One Health with other approaches

The contemporary world has faced a particularly complex challenge — that
of ensuring a healthy life for the continuously growing population while promoting
sustainable global development.

To address this challenge, modern approaches are needed (such as One
Health), as well as modern models of integrated health promotion, all of which
collaborate to safeguard public health, prevent and combat diseases, ensure food
security and health, and protect the quality of the environment.

» Designing One Health policies and programmes

The operationalisation of One Health approaches includes the formalisation
of efforts to design measures and actions at the convergence of human, animal, and
environmental health:

- formalisation of legislative initiatives

- policies at local, regional, national, and international levels

- implementation of projects (regional, national, European, etc.) for
sustainable food policies

- local, regional, national, and global action plans

- developing of collaborative spaces and networks among experts in human
health, veterinary health, agriculture, the environment and public policies to

formulate recommendations for reforms and innovations in public policies
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- implementation of interdisciplinary research projects
- setting up support organisations and partnerships between them.

Notable European and international institutions include the European Centre
of Environment and Health of the WHO; World Health Organisation (WHO); World
Organisation of Animal Health (WOAH); the Food and Agriculture Organisation of
the United Nations (FAO).

Among the reference programmes, we mention the United Nations
Environment Programme (UNEP).

» Promoting One Health Education

From an educational perspective, the key objective is the achievement of
One Health education, which may provide frameworks for human development
based on a system of values that are in accordance with the unique characteristics
and trends prevalent in today’s society. These frameworks facilitate the design of
curricula for formal, non-formal and informal activities educating learners of all ages
to transcend immediate outcomes, identify and formulate problems, ask themselves
intricate questions, pursue in-depth comprehension of integrated solutions to
planetary health challenges. The aim of One Health education may be to empower
individuals to modify their behaviours and implement sustainable solutions that
acknowledge the significance of animal welfare and the integrity of the entire
ecosystem, thus safeguarding the well-being of present and future generations
(Adisasmito et al., 2022).

4. The axiological relevance of One health approaches

One Health Education defends and promotes the following fundamental
values, significant to humanity, essential for the transformative actions of modern
man: personal, community and social responsibility; strategic and political
responsibility; environmental respect and care to safeguard natural environment and
biodiversity; planetary health; human health; animal health; environmental health;
cultural consciousness; social, community and environmental justice; sustainable
development, etc. Moreover, these values may be linked to other key components
that promote people’s health and well-being at the community level, such as Circle
of Care, Service-learning, Animal-assisted therapy, and STEM education. The links
between these concepts (from different domains) and their impact on human health,

animal health, and biodiversity are illustrated in Table no. 1.
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Table no. 1. Key-concepts in promoting health, safeguarding well-being, and disease prevention

K ¢ Human Animal Environmental Promoting preventive
ey componen

¥ P health health health behaviours and attitudes
One Health

Circle of Care
Service-learning
Animal-assisted

therapy

STEM Education

These values are reflected in the Sustainable Development Goals (SDGs),
collectively referred to as the Global Goals, included in the 2030 Agenda for
sustainable development of the United Nations. In September 2015, at the United
Nations General Assembly, several countries, including Romania, adhered to the
2030 Agenda for sustainable development and to the seventeen goals of sustainable
development (SDGs), which are interrelated and collectively referred to as Global
Goals. Agenda 2030 represents a global action programme for development,
applicable to both developed and developing countries, aimed at achieving balance
between the three dimensions of sustainable development- economic, social, and
environmental (https://www.mae.ro/node/35919). This agenda proposes a new
framework for global development, comprising ambitious actions that consider the
interconnected the environmental, social and economic dimensions of global
sustainable development centred on sustainability, and which aim to eradicate
extreme poverty, address inequality, inequity, and safeguard the planet. Within the
framework of the strategic vision promoted by the United Nations 2030 Agenda of
sustainable development (2015), One Health facilitates the achievement of
Sustainable Development Goals (SDGs), mainly by integrating health into general
and global development, based on the premise that good health:

a) enhance the achievement of other goals of sustainable development: SDG3

— Health and well-being; SDG6 — Access to clean water and sanitation; SDG

11- Sustainable cities and communities;

b) supports social functionality, well-being, social and economic development
and prosperity, as well as social and economic justice;

¢) enhances the quality of life;

d) contributes to maintaining environmental integrity, preserving and
improving emvironmental conditions, protecting the environment and
ensuring sustainable prosperity;
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5. Educational approaches and One Health examples of good practice

5.1. General purposes of One Health education

One Health education aims to equip and empower individuals,
(micro)groups, human (micro)communities and societies with regard to integrated,
global, planetary, environmental health issues, fostering a culture of integrated
health, responsible health attitudes essential for addressing the intricate current and
future challenges of planetary health.

One Health approaches have a crucial role in achieving education for
sustainable development and may be introduced in primary school education,
considering that interdisciplinary teaching activities are frequently implemented at
this educational level (Akello, 2025).

The role of One Health education may be essential due to the necessity for
cross-border strategies and action plans, interdisciplinary collaboration and
cooperation among various domains and sectors concerning human health, the health
of domestic and wild animals, environmental health, aspects that need to be
addressed in an integrated manner rather than separately. This encompasses medical
issues pertaining to diseases that may occur in humans and animals, as well as
educational matters concerning attitudes; personal, community, and social
responsibility; environmental respect and care for natural environment and
biodiversity; lifestyle; health education; medical education; hygiene and sanitation
education; nutritional education; physical education; education for sustainable
development. Consequently, the One Health approach provides opportunities for
teaching scientific content that may foster the development of healthy lifestyle habits
and encourages appropriate behaviours, for:

e preventing zoonotic diseases;

e combatting antimicrobial resistance;

o safeguarding environmental health (for example, by addressing issues such
as pollution and climate change);

¢ reduce the risk of pandemics, social inequity and food security risks

e safeguarding natural resources;

¢ planning initiatives to ensure global health and well-being;

e assessing global challenges, the impacts of urbanisation and global crises,
the drivers of epidemics and strategies to improve the quality of life (Akello,

2025; Danasekaran, 2024; Destoumieux-Garzon et al., 2018; Haxton, et al.,

2015; Mumford et al., 2023; Yopa, 2023).
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5.2. General approaches in One health education and example from

Romania

To enhance One health education level and to raise public awareness

regarding the importance of promoting integrated health, from an educational point

of view, the following measures may be implemented:

launching information campaigns to popularise One health approaches
among the general public and obtaining feedback from various
communities;

leveraging role of the mass media to disseminate specific information,
relevant from medical, educational, and social viewpoints, of transformative
processes and innovations, of assessing (individually or collectively) various
current and prospective scenarios, adapting to the complexities of social life
and forecasting future developments.

Example: Vet Show / Pet Care Tips hosted by Maria-Paula Bocos,
MRCVS, on the weekly programme Sesame, open up!, produced by
Rodica Ofelia Tulbure, Cluj Radio Station, Romania

introducing the One Health discipline in pre-university education, within the

national or local curriculum

Example: Optional school subject Ora cu si pentru animale (Life Lessons
from Animals), 5"/6™ school years, 2024, School curriculum approved by
Il1fov County School Inspectorate
(https://cdn.edupedu.ro/wp-content/uploads/2024/09/14095-Programa-
scolara-ptr.-disciplina-optionala-Ora-cu-si-pentru-animale-1-

1_compressed-1_compressed.pdf)

introduction of specific modules within conventional school disciplines in
pre-university education;

inclusion of concepts related to One health approaches within conventional
school disciplines, in pre-university education;

professional development for trainers and teachers in integrated One Health
teaching — encompassing both initial and continuing professional
development;

introduction of the One Health module in universities, at the initial training
level- at the undergraduate, master’s, doctoral and postdoctoral levels.

Example: One Health Module, Veterinary Medicine, Plant and Animal
Resources Engineering, USAMYV, Cluj-Napoca, Romania
(https://www.usamvcluj.ro/wp-content/uploads/2024/11/Fisa-
disciplinei-One-Health-2024.pdf)
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- the organisation, by specialists, of socialisation, educational, and therapeutic
activities assisted involving animals for various categories of people (pre-
schoolers, pupils, students, adults, and elderly) to enhance their awareness
and responsibility regarding their relationships with animals, foster positive
human-animal interactions, and promote respect for animals, the living
world, and the environment.

Example: Socio-educational activities organised in nurseries, primary
schools, secondary schools, high schools, universities, and social

communities by Maria-Paula Bocos, MRCVS.

- providing guidance to teachers, pupils/students, parents, and the general
public regarding One Health education as a lifestyle, encompassing a
framework of desirable, healthy attitudes and behaviours, integrated
throughout daily life.

5.3. One Health educational approaches and actions

According to Cai et al. (2024), Jia, Jalaludin & Rasul (2023), Maknuunah,
Kuswandi, & Soepriyanto (2021), Matsuda et al. (2024), Panasan & Nuangchalerm
(2010), the key pedagogical approaches for achieving One Health education are
outlined in Table no. 2.

Table no. 2. One Health approaches and actions

Formal educational
approach Impact Examples of teaching activities
Problem-based Scientific/ -Present problem-situations in order to identify
learning Innovative and recommend optimal solutions
Team-based learning Practical- -Consultations with experts
applicable -Launch school clubs
-Organisation of debates and competitions
between school teams
Simulation-based Practical- -The utilisation of virtual reality or artificial
education applicable intelligence to simulate scientific and social
phenomena
Case-based learning Scientific/ -Analysis and discussion of real or hypothetical
Practical- case studies for educational purposes
applicative
Interdisciplinary Scientific/ -Organise scientific communications and
workshops Creative workshops with interdisciplinary topics
Service-learning Civic/ -Implement service-learning activities
Community -Organise information and awareness raising
level campaigns
-Engage students in volunteer activities in their
communities
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Formal educational
approach Impact Examples of teaching activities
Inquiry learning Scientific -Research the online environment to identify and

develop educational products (newspaper, TV
and radio programmes, online campaign)
-Formulate hypotheses and testing them through
experiments and research.

Creative Practical- -Plan topic-based activities focused on problem-

thinking/Design applicable solving

thinking -Suggest innovative products and solutions

Project-based learning Practical- -Implement projects at local, national, and
applicable international levels;

-Organise scientific, literary, artistic or
recreational activities
- Facilitate experiential and collaborative learning

Design Thinking and Innovative -Implement projects aimed at addressing tangible
Project-based learning issues, by applying the design-thinking
(DT-PBL) methodology

Through the previously mentioned approaches, skills necessary for the 21*
century may be formed, facilitating the identification of innovative solutions with a
significant civic, community, and societal impact.

6. Conclusions

One Health is modern, integrated and dynamic approach, currently
experiencing significant expansion due to advancements and trends in social,
educational, economic, technologic, and environmental domains. This approach is
studied interdisciplinary by specialists from several domains: environmental
sciences, human medicine, veterinary medicine, social sciences and education.
Consequently, One Health initiatives transcend conventional regulatory barriers,
acknowledging the intrinsic link between human, animal, plant and environmental
health.

One Health is an integrated, integrative, and interdisciplinary approach that
aims to ensure, balance, and optimise the health of humans, animals, and the
environment sustainably, within the framework of sustainable development. This
approach acknowledges and advocates for the interconnectedness of human, animal,
and environmental health, seeking interdisciplinary solutions for the prevention and
management of planetary health problems.

From the educational perspective, the key concern is the achievement of One
Health education, which may provide framework for human development aligned
with the values and trends of contemporary societies. These frameworks facilitate
the design of a curricula for formal, non-formal and informal activities, teaching
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learners of all ages to transcend immediate outcomes, identify and formulate
problems, ask themselves intricate questions, and pursue in-depth insights into the
integrated solutions of planetary health problems. Teachers play a vital role in pre-
university and university settings by promoting One Health education by involving
students in interdisciplinary educational and research projects that address health,
the environment, and society therefore fostering responsibility, positive attitudes
and, specialised skills.

Authors note: The authors have equal contributions to this article.
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Abstract: The present article focuses on the relevance of project-based learning for the
development of students’ transversal competences by providing a clear pedagogical model
for the design and implementation of educational projects in the academic environment, as
well as concrete examples of current projects for students. The article focuses on explaining
the strategies adopted by university teachers in the academic environment, to involve students
in project-based learning for the formation/development of transversal competences, in terms
of value acquisition and attitudes: autonomy and responsibility, social interaction, personal
and professional development. Through constructivist, project-based learning, university
teachers can engage practical-actional students to develop such skills as teamwork, oral and
written communication in Romanian and international languages, critical thinking and
argumentation, digital skills, problem-solving and decision-making, recognition and respect
for diversity and multiculturalism, learning autonomy, initiative and entrepreneurial spirit,
lifelong learning, and adherence to professional values and ethics etc. The project method
stimulates the active involvement of teachers in the learning process. In this paper we
describe some types of projects (structured, guided and open) that can be proposed in higher
education. The conclusions emphasize the formative aspects of project-based learning,
which engages students in scientific research activities and systematic investigation of
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complex, authentic or realistic and relevant problems, fostering the development of soft skills
that are crucial for their future careers.

Keywords: project-based learning, research, autonomy, responsibility, transversal
competences

Rezumat: Articolul prezintd relevanta invatarii bazate pe proiecte pentru dezvoltarea
competentelor transversale ale studentilor oferind un model pedagogic clar de proiectare si
implementare a proiectelor educationale in mediul academic si exemple concrete de proiecte
actuale destinate studentilor. Articolul se focalizeaza pe explicarea strategiilor adoptate de
profesori in mediul academic, de implicare a studentilor in invatarea bazata pe proiecte pentru
formarea/dezvoltarea competentelor transversale, in termeni de achiziitii valorice si atitudini:
autonomie si responsabilitate, interactiune sociald, dezvoltare personala si profesionala. Prin
invatarea bazatd pe proiecte, de tip constructivist, profesorii pot implica practic-actional
studentii pentru a-si dezvolta abilitati de lucru in echipa, abilitati de comunicare orala si scrisa
in limba romana si in limbi strdine de circulatie international, abilitati de argumentare si
gandire critica, abilitati digitale, de rezolvare de probleme si luare a deciziilor, de
recunoastere si respect a diversitatii si multiculturalitatii, de autonomie a invatarii, initiativa
si spirit antreprenorial, de invatare pe tot parcursul vietii, respect al valorilor si eticii
profesionale etc. Concluziile articolului evidentiaza aspectele formative ale metodei invatarii
bazate pe proiecte care implica studentii in activititi de cercetare stiintifica, in investigatii
sistematice a unor unor probleme complexe, autentice sau realiste, relevante si provocatoare
dezvoltandu-le acele competente soft skills atat de necesare 1n viitor, la locul de munca.
Cuvinte-cheie: invatarea bazati pe proiecte, cercetare, autonomie, responsabilitate,
competente transversale.

1. Introduction

Project-based learning is an interactive method proposed by William H.
Kilpatrick, in the work entitled The project method (1918), which involves a
systematic investigation of a real or realistic, relevant and challenging issue/topic
and is based on the principle of learning through practical action. Project-based
learning provides a pragmatic education to students by cultivating their activism,
independent thinking and higher-order thinking operations, creativity, motivation for
study, and it promotes experiential learning, interdisciplinary learning, and the
application of theory in practice, i.e. in real-life situations.Thus, project-based
learning can be elevated to the rank of a pedagogical strategy widely recognized for
its results in developing students’ transversal competences, such as critical thinking,
creativity, collaboration and communication skills, in order to make them able to
solve modern-world problems. These competences, which extend beyond specific
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subject areas, are crucial for preparing students for an ever-evolving world, as well
as for contributing to the goals of sustainable development.

Boss, S., & Krauss, J. (2014) recommend that teachers make the most of
available and emerging technologies in authentic projects and create learning
communities, in which each member learns from the experience of others,
disseminates the results of their own projects with opportunities and threats, but also
with their strengths and weaknesses, thus reinventing project-based learning. Chen
& Yang (2019) demonstrated through a meta-analysis that project-based learning has
a medium to large positive effect on the academic performance of learners as
compared to traditional instruction. Ciolan (2008) highlights an essential aspect of
the project method, the fact that “(...) it usually involves a micro-research or
systematic investigation of a topic of interest to students.” (p. 215). Almulla (2020)
believes that in universities, project-based learning brings added value by involving
students in authentic research, by facilitating the exchange of knowledge,
information and productive debates. He demonstrated that there is a significant
relationship between the project-based learning method and collaborative learning,
disciplinary learning, iterative learning and authentic learning.

Hojiyeva (2023) recommends that teachers adopt project-based teaching and
start by identifying learning objectives, develop project ideas together with learners,
plan project activities, provide support in their implementation and evaluate learning
outcomes. The method engages learners in authentic works and tasks in a deep and
active way and challenges them to find new solutions to problems, disseminating
knowledge, collaborating with colleagues and getting multiple resources involved
(Lampert, 2010, Gomez-Pablos et al., 2017; Bilbao et al., 2018). In addition, students
have the opportunity to formulate their own learning tasks and, ultimately, to become
autonomous, but also involved with other colleagues in solving project tasks.
Project-based learning is a constructivist, highly contextualized, in-depth,
autonomous and practically-oriented learning. It starts from obstacles and cognitive
conflicts strongly anchored in concrete reality, thus being relevant and motivating
for students. Project-based learning is a creative action, building personal, original
knowledge, oriented towards solving cognitive conflicts and problem situations.
Following a meta-analysis, Zhang, L, Ma Y. (2023) argues that project-based
learning can significantly improve the learning outcomes of learners compared to
traditional teaching models, and the effects of project-based teaching-learning are
influenced by multiple variables, such as: field of study, type of course, academic
period, group size, class size and experiment period. Guo, Saab, Post & Admiraal
(2020) identified four categories of student learning outcomes in project-based
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learning and eight corresponding measurement instruments in a meta-analysis of 76
articles focusing on project-based learning. The authors highlighted that students’
cognitive outcomes, i.e. knowledge and cognitive strategies, as well as behavioural
outcomes, i.e. students’ skills and engagement, have been measured by other
researchers through questionnaires, rubrics, tests, interviews, observations, self-
reflection diaries, artifacts and journal data. The authors have shown that the
fundamental difference between project-based learning and problem-based learning
lies precisely in the fact that project-based learning emphasizes the active
construction of knowledge, while problem-based learning focuses more on the
application of knowledge. Hafeez (2022) conducted a detailed analysis to evaluate
the effectiveness of project-based learning strategies in various educational fields.
The author identified some challenges, such as the lack of skills and funds required
to implement projects. Possible solutions to these challenges suggested by the author
would be: regular training and involvement of the governmental and non-
governmental sector to minimize the difficulty of financing.

Project-based learning favours the acquisition of highly individualized
knowledge and most often involves finding unique, creative solutions to approach,
understand and solve problems specific to the project topic. In the evaluation of
results, project-based learning takes into account not only the concrete final
products, but also the process as such or the stages followed that led to the
achievement of the results in question. Project-based learning involves an integrated
approach to the topic under research, from the point of view of acquisition (abilities,
skills, working methods, tools) specific to several fields involved in solving the
project problems.

2. Types of learning in the context of project use
Educational projects can be conducive to multiple learning contexts and can
engage students in multiple types of learning:

a. learning as structuring knowledge and practising cognitive skills offers
that perspective that highlights the central role of the exercise of active and
autonomous involvement in all stages of the learning process. This type of
learning assumes that within the learning task there is a central question for
which answers are requested, around which the entire cognitive approach is
organized. The contextualization of the learning situation is very important
and it requires the adaptation of the learning approach and learning
outcomes to the particular context. Also, the autonomous nature of the
learning approach determines self-control, monitoring of one’s own
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learning, identification of motivational resources and innovative learning

resources can be used to enhance the exploration, understanding and

structuring of knowledge: virtual laboratories, graphic applications,
multimedia laboratories, the Internet, etc.

b. learning as participation requires full participation of students in the sense
of their involvement in the so-called “learning community” and is based on
cooperation to solve complex learning tasks which allows the practice of
relationship behaviours, the analysis of learning outcomes, the request and
provision of feedback.

c. learning as an act of creation in knowledge requires that opportunities for
deepening the field of knowledge exist and be exploited. The teacher
encourages the production of original and atypical learning products, which
are subject to collective reflection and analysis: models, reports, portfolios,
recordings, multimedia presentations etc.

Project-based teaching and learning brings the teacher into the role of
facilitator of the learning processes students are to be introduced in. In order to solve
the project tasks and implement the activities themselves, students must possess not
only a set of knowledge, but they must also master the skills of selecting, critical
analysis, processing and using the accumulated information. They must be very
familiar with the life cycle and the stages of the respective project.

3. Project life cycle and project stages
Any project has a life cycle, which involves going through the following
phases: initiation, planning, implementation, monitoring and control, and
completion. The main stages of any project are: choosing the topic, developing the
project brief, carrying out the proposed project, and evaluating the project. The
project brief is a key tool of any project and usually presents the following structure:
- Project title, project logo and specification of the partners involved
- Project implementation period
- Identification data (university, specialization, group)
- Target group(s)
- The purpose and usefulness of the project
- Activities and subactivities projected in the Gantt matrix
- Project product(s)
- Resources needed to carry out project activities and products
- The person responsible for carrying out activities
- Deadlines for activities and for project products
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- Partners and/or collaborators involved persons, institutional structures,
institutions)

- Indicators/criteria for evaluating project activities and products

- Visibility and dissemination elements of the project

4. What transversal competences can students develop through project-

based learning?

Insights from educational research indicate that engaging students in
problem solving allows them to acquire both subject matter knowledge and critical
thinking skills. Students can develop several transversal competences while
participating in projects, such as:

- critical thinking and problem solving by putting students in various
situations, which they analyse and within which they search for effective
solutions;

- teamwork by collaborating with colleagues, by developing communication
and cooperation skills;

- creativity and innovation by generating new ideas in the process of planning
and executing projects;

- autonomy and responsibility by managing one’s own learning process and
taking responsibility for the results obtained.

- communication skills by presenting results and ideas to different audiences
in a clear and effective way.

- time organization and project management by planning and managing
resources for the successful completion of projects.

- adaptability and flexibility by adjusting the strategies adopted according to
the changes that have occurred.

5. Example of a community animal-assisted education project that

contributes to the training/development of students’ transversal

competences

The “Animals and Well-Being” project was initiated in September 2024 by
Dr. Maria-Paula Bocos, a veterinarian and doctoral student at USAMYV Cluj-Napoca,
and has been implemented ever since then by the “Pro Assisto” association from
Campia Turzii, which considers it an investment in the local and regional
community, aimed at raising awareness among the general public regarding the
protection and care of animals, improving attitudes towards animals, understanding
their role in ensuring human well-being and increasing the quality of life. The
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educational project is carried out as socio-educational activities assisted by therapy
animals, in the service of the local and regional community. The socio-educational
activities of the project are integrated and aim to raise awareness among children,
young people and adults about the beneficial and therapeutic role of animals, to get
closer to them and develop skills for interacting with them, to get closer to nature, to
develop desirable attitudes towards animals and the environment, to develop skills
for investigating and exploring the environment, and to develop skills in the fields
of language, mathematics, science and art.

Being a community project initiated through an association, it has a
personalized structure:

The goal of the project is to promote social and prosocial values, prosocial
civic behaviours, to raise awareness among different social categories (preschoolers,
young schoolchildren, students, adults) about the beneficial and therapeutic role of
animals in improving human life and to develop desirable attitudes towards animals
and the environment.

The project objectives aim at the following:

- raising awareness of the local and regional community about the benefits of animals
in the process of human development and in increasing the quality of life;

- providing scientific arguments on the role of animals, especially of pets, in human
life;

- exerting a positive influence on the processes of socialization and harmonious
development of learners, with the help of therapy animals;

- improving the well-being of different social categories, with the help of therapy
animals.

The project beneficiaries are:

a. direct: preschoolers, young schoolchildren, students, adults who will
participate in the socio-educational activities of the project

b. indirect: colleagues, friends and families of direct participants, the local and
the regional community

The initiator of the project — Dr. Maria-Paula Bocos — will carry out, through
the “Pro Assisto” Association, socio-educational animal-assisted activities oriented
towards the community, in educational institutions in Cluj County, in social work
institutions (for example, nursing homes), in charitable actions organized by the
association, as well as within the framework of various activities organized at the
association level. These activities and services to the community may include:

e Discussions on the field of veterinary medicine, desirable attitudes and
behaviours towards animals, animal protection and care
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Informative activities on animals — for different social categories

Socialization activities with pets — for different social categories

Educational activities assisted by therapy animals, with groups of
children/classes of students, including students with special educational
needs — in educational institutions, for different categories of students:
kindergartens, primary schools, middle schools, high schools.

Investigative activities on pets, their influence on human well-being and
quality of life and identifying new ways to capitalize on human-animal
interactions in the direction of increasing the quality of life.

The major purpose of the project is to discover and promote the benefits that
animal-assisted therapy has in the development of different social categories.

The project locations can be:

- Educational institutions premises
- Social welfare institutions premises
- The premises where the “Pro Assisto” Association organizes activities.

The promotion of the project, its activities and the results obtained will be
carried out on the websites of the institutions involved, in the media, on platforms
and websites in the field of education, on the Facebook pages of the institutions and
of the individuals involved and through other media channels.

The implementation of the project activities will be subordinated to the
mission, vision and principles of the institutions involved, as well as to the
educational objectives at the level of the educational macrosystem, formulated for
the different social categories.

The results obtained in the context of the development of the project
activities will be exploited, mainly, as follows:

- as examples of good practices in community services
- in discussions and informative activities regarding the field of veterinary
medicine, desirable attitudes and behaviours towards animals, animal
protection and care
- in activities of developing texts to popularize the project’s issues,
informative texts and scientific texts.

6. Conclusions

Projects are valuable learning tools for learners of different ages and can be
carried out individually or in groups. The latter option has the advantage of allowing
for the establishment of interactions between students that are intended to ensure, on
the one hand, the solving of the learning task, and, on the other hand, the chance for
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students to get to know each other, to cooperate and work together. By completing
projects, students gain confidence in their own strengths and in their ability to solve
problems on time, they have many opportunities to take responsibilities, develop
their decision-making skills, can practise their communication skills and develop
their creative and problem-solving abilities. Moreover, by carrying out project-
based learning, students are encouraged to organize their learning according to new
criteria, to seek new sources of information according to the needs of solving
specific tasks, to develop work strategies etc. Thus, students learn to carry out
precise activities directed towards achieving goals, which also contributes to the
formation of strong characters. Therefore, project-based learning brings about
several benefits for the students involved in diverse and complex activities, which
most often lead to:

- active and dynamic learning by applying the principle of learning by doing,
which allows the development of practical-actional skills;

- autonomous learning, which increases the autonomy of the students
involved in planning, research and implementation, which take
responsibility for their progress;

- collaborative learning, which emphasizes teamwork and effective
communication;

- situational learning accompanied by problem solving;

- reflective learning, as a result of evaluating the process and the results as a
means of consolidating learning.

Following the development of the projects, some disadvantages of project-
based learning were also identified, which students need to be aware of and even
anticipate:

- long time to implement activities and, sometimes, a rather difficult
management of time resources;

- lack of availability of additional resources foreseen;

- effort in monitoring and evaluating project progress, as results may be
subjective or variable depending on the approach;

- variable predicted results;

- increased effort, motivation and involvement from participants.
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Abstract: The article analyzes the impact of the austerity measures introduced in the
Romanian pre-university education system starting with August 2025, through the lens of
Abraham Maslow's theory of motivation. It starts from the idea that education cannot be
reduced to a simple economic calculation, it argues on the recognition of human value and
dignity, emphasizing the fundamental needs of students and teachers. The increase in the
teaching norm, the merging of schools, the increase in the number of students in the
classroom and the lack of an emotional support strategy directly affect the motivation, safety
and psychological balance of teachers. The analysis is also supported by Daniel Goleman's
contributions on emotional intelligence, as well as by the perspective of strategic educational
management offered by Alois Ghergut. The article demonstrates that administrative
measures, applied without a deep understanding of motivational and emotional factors,
destroy the quality of the educational act, especially in rural areas, where the deficiencies are
greater. Several directions for reflection and analysis are proposed regarding the role of
school management and the need for an integrative approach, adapted to local realities.

Keywords: austerity, motivation, Maslow, emotional intelligence, teachers, rural education

Rezumat: Articolul analizeazd impactul masurilor de austeritate introduse in sistemul de
invatdimant preuniversitar din Roménia incepand cu august 2025, prin prisma teoriei
motivatiei formulate de Abraham Maslow. Se pleaca de la ideea ca educatia nu poate fi redusa
la un simplu calcul economic, se argumenteaza pe recunoasterea valorii si demnitatii umane,
subliniind nevoile fundamentale ale elevilor si ale profesorilor. Cresterea normei didactice,
comasarea scolilor, marirea numarului de elevi in clasa si lipsa unei strategii de sprijin
emotional afecteaza direct motivatia, siguranta si echilibrul psihologic al cadrelor didactice.
Analiza este sustinuta si prin contributiile lui Daniel Goleman privind inteligenta emotionala,
precum si prin perspectiva managementului educational strategic oferitd de Alois Ghergut.
Articolul demonstreaza cd masurile administrative, aplicate fara o intelegere profunda a
factorilor motivationali si emotionali, distrug calitatea actului educational, in special in
mediul rural, unde deficientele sunt mai mari. Sunt propuse cateva directii de reflectie si
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analiza privind rolul managementului scolar si necesitatea unei abordari integrative, adaptate
realitatilor locale.

Cuvinte-cheie: austeritate, motivatie, Maslow, inteligentd emotionala, profesori, educatie
rurala

1. Introducere

Sistemul educational romanesc, in cei peste 30 de ani de tranzitie, s-a aflat
intr-o provocare continud. Multi dintre noi am sperat ca, in timp, lucrurile se vor
echilibra, astfel incat efortul tuturor celor care activim in acest domeniu sd se
concretizeze in generatii de elevi echilibrati, pregatiti pentru viatd si pentru piata
muncii. Din pécate, realitatea arata ca educatia se afla astazi intr-un context extrem
de dificil, as putea spune chiar mai compromitator ca oricand. Masurile de austeritate
intrate in vigoare 1n august 2025 au adus reduceri bugetare ce afecteaza direct viata
scolilor: cresterea normei didactice, comasarea unitdtilor de Invatamant si marirea
numirului de elevi in clase. in acest context, diferentele dintre mediul urban si cel
rural devin tot mai vizibile, nu doar la nivelul rezultatelor scolare, ci mai ales in ceea
ce priveste starea emotionala si motivatia elevilor si a profesorilor.

In contextul actualelor masuri de austeritate, dincolo de obiectivul strict
contabil al reducerii cheltuielilor bugetare si al economisirii resurselor financiare,
este necesar sd ne reamintim ca fiinta umana nu poate fi redusa la simple calcule si
operatii matematice. Omul nu inseamna doar cifre si indicatori, ci este si spirit,
emotie si potential de dezvoltare. Politicile care se aplica in prezent par s ne impinga
spre o intoarcere in timp, spre o stagnare sau chiar o regresie, in loc sa ne conduca
spre dezvoltare si progres. Tocmai de aceea consideram oportun sid aducem in
discutie teoriile lui Abraham Maslow, care, in urma cercetarilor sale, a conturat in
mod clar ierarhia nevoilor umane, subliniind ca evolutia si performanta nu pot exista
acolo unde aceste nevoi fundamentale sunt ignorate.”

2. Fundamente teoretice: piramida lui Maslow

Cu totii cunoastem ierarhia nevoilor formulatd de Abraham Maslow,
structuratd pe cinci niveluri fundamentale: fiziologice, de siguranta, de apartenenta,
de stimd si de autorealizare. Conform acestei teorii, un individ nu poate progresa
catre nevoi superioare daca cele de baza rdman nesatisfacute. Transpusa in domeniul
educatiei, aceastd perspectivd evidentiazd cu claritate faptul ca directia in care
evolueaza in prezent sistemul nostru se indeparteaza de principiile unei dezvoltari

armonioase.
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Piramida Iui Maslow a devenit un model fundamental in psihologie,
management, educatie si resurse umane. Sa ne reamintim succint cele 5 etape si
importanta lor.

Cele cinci niveluri fundamentale sunt:

- Nevoile fiziologice — hrana, apa, odihna, conditii minime de viata.
- Nevoia de sigurantd — protectie fizicd si emotionala, stabilitate, lipsa fricii si

a incertitudinii.

- Nevoia de apartenenta — relatii interumane pozitive, sentimentul de a face
parte dintr-un grup, sprijin afectiv.

- Nevoia de stimd — respectul de sine si recunoasterea valorii de cétre ceilalti.

- Nevoia de autoarealizare — dezvoltarea maxima a potentialului personal,
creativitate, contributie personald la comunitate.

Aceasta reamintire nu are doar rolul de a ne improspata memoria asupra
teoriei lui Maslow, ci urmareste s ofere un cadru de analizd si constientizare a
impactului pe care il au unele masuri aplicate fara un studiu si o analiza prealabila,
masuri implementate fara a tine cont de diferentele majore dintre mediul urban si
mediul rural.

Maslow subliniazd ca nu se poate progresa citre nevoi superioare atita
vreme cat cele inferioare riman nesatisfacute. Transpus in context educational, acest
principiu inseamna cd motivatia elevilor si implicarea profesorilor depind in mod
direct de modul in care scoala si politicile educationale reusesc sa raspunda acestor
nevoi fundamentale. Ori, asa cum vom arata In continuare, masurile recente adoptate
in sistemul de invatimant tind sa ignore aceste realitati, aplicind solutii uniforme
fara sé tind cont de diferentele dintre mediul urban si cel rural.

3. Analiza efectelor masurilor de austeritate prin prisma piramidei lui

Maslow

Incepand cu august 2025, politicile de austeritate aplicate in invatimantul
preuniversitar, adoptate prin Legea nr. 141/2025, aduc schimbari majore care
afecteaza direct climatul educational:

- Cresterea normei didactice: profesorii sunt obligati sa predea un numar mai
mare de ore sdptamanal (20 de ore pentru gimnaziu si liceu, iar pentru
anumite discipline 22-26 ore).

- Cresterea numarului de elevi in clase: efectivele pot depasi normele actuale,
in special acolo unde scolile sunt comasate, ceea ce inseamna mai putind
atentie individuala pentru fiecare copil.
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- Reducerea resurselor sociale: fondurile pentru burse si sprijin social sunt
limitate, iar programele de masa caldd sau sprijin material raméan
insuficiente.

Sa analizam cateva dintre masurile luate.

- Cresterea normei didactice — stres si demotivare
»Cresterea normei didactice, introdusd fard o fundamentare clard si fard

asumarea unei strategii organizationale, precum si in absenta unei compensari
financiare sau a oricdrei alte forme de recunoastere, are consecinte directe asupra
starii psihologice a cadrelor didactice. Mai multe ore la clasa se traduc prin mai putin
timp pentru pregdtirea lectiilor, mai putina energie pentru activitatile extracurriculare
si 0 presiune constanta asupra echilibrului emotional al profesorilor.

Sé& nu uitdm ca aceasta crestere a normei didactice se adaugd unui context
deja marcat de salarizare precard si de un cost al vietii tot mai ridicat. In aceste
conditii, povara suplimentard nu face decat sa amplifice frustrarea si sa adanceasca
starea de nemultumire si de epuizare a cadrelor didactice.

Este esential sa reamintim ca profesorul nu este un robot, ci o fiintd umana,
cu propriile nevoi si responsabilititi. El are o familie cireia trebuie sa-i asigure
existenta, iar cand resursele sale de baza — materiale, emotionale si psihologice —
sunt tot mai limitate, capacitatea sa de a performa in sala de clasa scade inevitabil.
La toate acestea se adauga si stilul managerial specific fiecdrei scoli: un management
autoritar amplificd stresul si sentimentul de neputinta, in timp ce un leadership
empatic si participativ poate atenua partial efectele negative. Cum poate un profesor
sa fie un model de echilibru si inspiratie pentru elevi, daca el Insusi nu are conditiile
minime care sa i asigure echilibrul interior?

Din perspectiva teoriei lui Abraham Maslow, cresterea normei didactice
loveste n doud dintre nivelurile esentiale ale piramidei: nevoia de siguranta si nevoia
de stima. Profesorul, obligat sa petreaca mai multe ore la clasa, fara o recompensare
financiard sau o recunoastere suplimentara, resimte presiunea acestei schimbari ca
pe o amenintare. In lipsa unui echilibru intre efort si recompensa, apare sentimentul
de insecuritate si lipsa de valoare, ceea ce conduce la demotivare. Un profesor care
functioneaza In mod constant sub aceste presiuni nu mai are energia necesara pentru
a urca spre nevoile superioare din piramida, precum creativitatea si autorealizarea,
iar efectele se transmit imediat asupra elevilor.”

Daniel Goleman, in lucrarea sa Inteligenta emotionala (1995), dezvolta exact
aceastd legatura dintre stres si performantd. El aratd ca stresul cronic si lipsa
recunoasterii duc la epuizare emotionala, reduc autocontrolul, scad empatia si
afecteaza motivatia. Profesorul obosit si stresat nu mai poate asculta elevul cu
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rabdare, nu mai reuseste sé creeze un climat pozitiv si devine mult mai vulnerabil la
reactii impulsive. De exemplu, un profesor suprasolicitat va evita discutiile
individuale cu elevii sau activitatile extracurriculare, limitdndu-se la strictul necesar:
predare si evaluare. In aceste conditii, elevii percep scoala ca pe un spatiu rigid si
ostil, nu ca pe un mediu de crestere si formare.

Astfel, ceea ce Maslow a descris ca blocaj motivational la nivelul nevoilor
de baza, Goleman explica prin mecanisme emotionale: lipsa resurselor interioare
duce la pierderea empatiei si la un climat educational marcat de tensiune. Aceasta
realitate ne aratd cd orice masurd de tip administrativ, aplicatd fara o analiza
psihologica, riscd sd creeze efecte de lant, cu impact negativ nu doar asupra
profesorilor, ci si asupra intregii generatii de elevi.

Efectele se rasfrang imediat asupra elevilor. Un profesor obosit, stresat si
nemultumit nu mai are disponibilitatea emotionald de a asculta, de a motiva si de a
crea o atmosfera pozitiva in clasa. Consecinta este o clasa tensionatd, mai putin
atentd, mai putin creativa.

In cartea sa Inteligenta emotionald, Daniel Goleman arati ca performanta
oamenilor depinde in mare méasura de autocontrol, empatie si gestionarea emotiilor.
Un profesor stresat, cu resurse emotionale epuizate isi pierde capacitatea de a
manifesta empatie fatd de elevi; reactioneazad negativ, ceea ce creeaza conflicte si
frica in clasd; nu mai poate fi un ,,lider emotional” pentru grupul de elevi.

Astfel, lipsa echilibrului emotional la profesor scade motivatia intrinseca a
elevilor, lucru confirmat si de Maslow: daca mediul devine ostil, elevii nu mai pot
urca pe treptele superioare ale dezvoltarii personale.

Cresterea normei didactice, mentinand acelasi nivel salarial, este o masura
care erodeazd sanatatea psihica a profesorilor si afecteaza direct calitatea actului
educational. Maslow explica mecanismul: presiunea asupra nevoilor de siguranta si
stima blocheaza motivatia.

Goleman completeaza: un profesor lipsit de echilibru emotional nu mai
poate ghida clasa, iar efectele negative se multiplica asupra intregului grup.

Comasarea scolilor — marginalizarea structurilor

Una dintre cele mai problematice consecinte ale masurilor de austeritate
adoptate in august 2025 este comasarea unititilor de invatamant. In acest proces,
multe scoli din mediul rural, si-au pierdut personalitatea juridica, devenind structuri
arondate ale unei scoli-centru. Desi, in teorie, toate scolile dintr-o retea educationala
ar trebui sd functioneze unitar, 1n practica, structurile comasate devin invizibile in
plan decizional si managerial.
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Acolo unde nu mai exista conducere proprie, resursele (atit materiale, cat si
umane) sunt directionate cu prioritate spre scoala principald, iar structurile riméan pe
plan secundar. Comunicarea este adesea defectuoasa, deciziile se iau la centru, iar
profesorii din structuri se simt izolati, ignorati si nesprijiniti. Activitatile
extracurriculare, dotarile, formérile profesionale si chiar supravegherea calitatii
didactice tind sd fie concentrate in scoala cu personalitate juridicd, in timp ce
structurile devin spatii de intretinere, nu de dezvoltare.

Elevii din aceste scoli percep rapid diferenta: lipsa evenimentelor, a
oportunititilor, sau a resurselor devine frustranti. In acelasi timp, profesorii care
predau in structuri isi pierd sentimentul de apartenenta, stimd profesionala si
motivele de implicare activa. Ei nu mai sunt consultati in procesul decizional, nu mai
fac parte din comisii-cheie, nu au initiativa in proiecte scolare si se simt tratati ca
fortd de munca de sacrificiu.

Cum putem comasa scolile doar de dragul reducerii cheltuielilor, in
conditiile in care Romania traverseazd o crizd demograficd profunda? Este o
contradictie evidentd intre nevoia de a sustine dezvoltarea comunitétilor rurale si
deciziile care duc la depopularea lor prin inchiderea institutiilor care mentin
vitalitatea satului.

Nu se fac investitii serioase in politici de stimulare a natalitatii, nu exista
programe de sprijinire a tinerelor familii, ceea ce ar putea genera, pe termen mediu,
o crestere a numarului de elevi. In lipsa acestor misuri, simpla comasare a scolilor
nu rezolva problema, ci o agraveaza: copiii trebuie sa parcurga distante mai mari
pana la scoald, riscul de abandon scolar creste, iar comunitétile rurale pierd un
element central de identitate si coeziune sociala.

In realitate, comasarea scolilor este o economie aparenti — o reducere de
cheltuieli pe termen scurt, dar cu efecte negative pe termen lung asupra dezvoltarii
umane, educationale si sociale.

Clasele aglomerate — pierderea legaturii umane

O altd masura cu impact negativ imediat si profund in sistemul educational
rural este cresterea numarului de elevi in clase. In urma reorganizarii unitatilor de
invatdmant, efectivele au crescut semnificativ in multe scoli, depdsind adesea
normele recomandate. Clasele aglomerate nu reprezintd doar un disconfort fizic, ci
si 0 problema structurald a procesului educativ, cu efecte vizibile pe termen scurt si
consecinte dramatice pe termen lung.

- Scade calitatea interactiunii elev-profesor — cadrul didactic nu mai are
timpul necesar pentru interventii individuale, clarificdri sau sprijin
emotional.
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- Cresc tensiunile in clasa — un numar mare de elevi in spatii mici duce la
agitatie, zgomot, conflicte intre colegi si pierderea controlului clasei.

- Oboseala psihica a profesorului creste, intrucat trebuie sa gestioneze mai multi
copii, mai multe nevoi, mai multe tipuri de comportamente in acelasi timp.

- Performantele scolare scad — elevii care au dificultati de invatare sau care
provin din medii defavorizate sunt rapid marginalizati intr-o clasa
aglomerata.

- Se pierde relatia educationala autentica — profesorul nu mai are capacitatea
sa creeze legaturi semnificative cu fiecare elev.

- Scade motivatia — elevii devin pasivi, simtindu-se ,,invizibili” intr-un
colectiv prea mare, iar profesorii ajung sa evite implicarea emotionala.
Meérirea numarului de elevi in clasa este o masurd cu aparenta de eficienta

economica, dar cu costuri educationale si psihologice greu de reparat. Pe termen lung,
ea afecteaza motivatia elevilor, echilibrul profesorilor si in final calitatea procesului
educational. Un sistem care ignora aceste realitati nu doar ca pierde din calitate, dar
cultiva, treptat, indiferenta i abandon — exact opusul a ceea ce ar trebui sa fie educatia,
exact opusul a ceea ce am incercat sa evitdm, sd corectam 1n ultimii ani.

4. Consideratii finale

Masurile de austeritate nu afecteazd doar structura administrativd a
sistemului educational, ci lovesc direct in sufletul si spiritul scolii romanesti. Ele pur
si simplu surpa, treptat, tot ceea ce s-a construit cu efort si sperantd in deceniile de
dupa Revolutia din 1989: valori, idealuri, Incredere 1n actul educational. Mai grav,
aceste schimbari transmit mesaje negative subtile care, in timp, sunt inregistrate la
nivelul subconstientului — atat de catre profesori, cit si de catre elevi — si incep sa
erodeze judecata, motivatia si echilibrul interior. Astfel, nu doar performanta
educationala este amenintatd, ci nsdsi fibra umana a scolii: capacitatea de a forma
caractere, de a transmite sens si de a cultiva sperantd. Fara respectarea nevoilor
fundamentale, nu putem vorbi despre performanta si calitate in educatie. Politicile
educationale trebuie s tind cont de psihologia umana, nu doar de economie.

In concluzie, masurile recente aplicate in invatimantul preuniversitar din
Romania — cresterea normei didactice cu doud ore pe saptimana, marirea numarului
de elevi in clase, stagnarea sau chiar scaderea salariilor — nu reprezinta doar ajustari
bugetare, ci au un impact profund asupra structurii motivationale si emotionale a
profesorilor. Conform teoriei lui Maslow, aceste masuri afecteaza grav nivelurile de
baza ale piramidei: siguranta, stima de sine si chiar apartenenta profesionala. Din
perspectiva inteligentei emotionale (Goleman), un profesor epuizat, stresat,
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nesustinut financiar si uman, nu poate crea un mediu favorabil invatarii, nu poate
relationa autentic cu elevii si nu mai are resurse interioare pentru a inova sau inspira.

In acest context, calitatea didacticd se va eroda rapid. Efectele se vor simti
chiar din primul an. Profesorii nu vor mai fi motivati sd se concentreze pe actul
educational profund, ci pe supravietuire personala si profesionala. Elevii, la randul
lor, resimt indirect tensiunea din sistem: isi pierd motivatia, atasamentul fatd de
scoald, sentimentul de siguranta si speranta ca educatia le poate schimba viata. Elevii
percep in mod direct modul in care este tratatd educatia de catre autoritati si societate.
Felul in care este respectata (sau ignoratd) profesia de dascal transmite mesaje
subtile, dar puternice: daca statul minimizeazd importanta profesorului, elevul
invata, implicit, sa-1 desconsidere. Aceasta conduce la o erodare a respectului fata de
scoald, fatd de procesul educational si mai grav, fatd de ideea Insdsi de vocatie
didactica. In loc s cultivim admiratia si increderea fata de actul educational,
perpetudm o culturd a indiferentei si a lipsei de respect, cu efecte nocive asupra
relatiei profesor-elev si a calitatii formarii umane si profesionale. Riscul este ca
scoala sa-si piarda treptat rolul formativ si sd rimana doar o structurd administrativa,
golita de misiunea ei esentiald. Ce va fi societatea fara educatie?

Daca nu regandim politicile educationale prin prisma nevoilor umane si a
contextelor reale din scoli, in special cele rurale, riscam sa transformam sistemul
educational intr-un mecanism golit de sens, care functioneaza, dar nu formeaza.

Nu putem cere profesorilor sa fie surse de inspiratie, dacé le negam conditiile
umane minime. Nu putem pretinde excelentd, daca nu oferim siguranta, respect si
apartenentd. Nu putem vorbi despre performanta scolard, fard sa vorbim mai intai
despre starea profesorului. Dacé scoala devine un spatiu al epuizarii, nu va mai fi un
loc al invatarii. lar daca educatia nu mai formeaza oameni, ci doar trece elevii prin
sistem, atunci ce viitor pregatim, de fapt?
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Abstract: Pedagogical practice is a subject in which students in the final year of the third
year of the psycho-pedagogical training program participate. Why is this subject challenging?
What are the difficulties encountered by students in carrying out classroom teaching activities
in application schools? Writing down their experiences, feelings and emotions in a journal,
discussing them with the supervising teacher from the faculty facilitates their intervention
and support in the realization of their teaching in the school. Also the reflections of the
coordinating teacher and the mentor teacher from the school as a result of the communication
they have with the students, the permanent link between the school of application and the
university contribute to the harmonious conduct of the activity in harmonious conditions of
support and harmonious professional development. Students' reflections during the initial
period of teaching activities, as well as the reflections noted by the coordinating teacher and
the mentor teacher from one year to the next, enrich the learning experience, developing
assertive communication and supportive intervention by both the teacher and the mentor
teacher.Second year students who are preparing for the teaching practicum are beginning to
question and question their work in the application schools, because of this they have been
encouraged and guided to write down their concerns and fears about teaching in their
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reflective journal. The reflective teacher who encourages the expression of emotions,
feelings, discussing the uncomfortable feeling, the fear of being in front of the class,
communicating with students, being prepared to dialog and answering students' questions
contributes to both the professional and human development of the practicing students.
Reflective students become aware of their externally imposed or self-imposed limitations due
to the educational, family or school environment in which they grew up and learned.
Keywords: students, pedagogical practice, reflection journal, pupils, classroom, feelings

Rezumat: Practica pedagogica este o disciplina la care participa studentii din anul terminal-
IIT al programului de formare psihopedagogica. De ce este o provocare aceastd disciplina?
Care sunt dificultdtile pe care le intdmpina studentii in derularea activitatilor de predare la
clasd 1n cadrul scolilor de aplicatie? Scrierea trairilor, sentimentelor si emotiilor intr-un
jurnal, discutarea acestora cu profesorul indrumator de la facultate faciliteaza interventia si
sprijinirea acestora in realizarea orelor de predare din scoald. De asemenea reflectiile
profesorului coordonator si a celui mentor din scoald In urma comunicérii care o au cu
studentii, a legaturii permanente intre scoala de aplicatie si universitate contribuie la
derularea activitatii in conditii armonioase de sprijin si dezvoltare profesionald armonioasa.
Reflectiile studentilor din perioada initiald a activitatilor de predare, precum si reflectiile
notate de profesorul coordonator respectiv mentor diverse de la un an la altul imbogatesc
experientele de Invatare, dezvoltind comunicarea asertiva si interventia suportiva atat a
didacticianului cét si a profesorului mentor. Studentii anului II care se pregatesc pentru
practica de predare incep sa isi pund intrebari si s puna intrebari referitoare la activitatea din
scolile de aplicatie, datorita acestui fapt au fost incurajati si indrumati sa isi noteze in jurnalul
de reflectie fraimantarile si temerile referitoare la predare. Profesorul reflexiv care incurajeaza
exprimarea emotiilor, trairilor, discutarea sentimentului inconfortabil, al fricii de-a sta in fata
clasei, de-a comunica cu elevii, de-a fi pregatiti sa dialogheze si s raspunda la intrebarile
elevilor contribuie la dezvoltarea atit profesionald cat si umana a studentilor practicanti.
Studentii reflexivi devin constienti de limitele lor impuse din exterior sau autoimpuse din
cauze educationale, a mediului familial sau scolar in care au crescut si au invatat.

Cuvinte cheie: studenti, practica pedagogica, jurnal de reflectie, elevi, clasa, traire

1. Introducere

Practica pedagogica este un exercitiu de adaptabilitate, de integrare in viata
scolard, de empatie, de exprimare a personalitatii studentilor, de infruntare a
propriilor limite de exprimare si de transmiterea informatiilor in fata unor grupe
diverse de elevi. In cadrul acestei discipline derulate in anul III de formare
psihopedagogicd studentii practicanti experimenteaza dificultatea sau usurinta
predarii, rabdarea, acceptarea unor comportamente, replici sau intrebari incomode,
modul de a impune reguli, de-a te face ascultat. Aceastd disciplind de formare a
viitorului profesor nu este o doar o disciplina tehnica, algoritmica in care scenariul
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didactic pregatit dinaintea sustinerii orelor se bazeaza pe urmarea unor pasi si o
stdpanire a continuturilor, este autodezvoltare, daruire, flexibilitate, creativitate si
invatare prin descoperire. Profesorul reflexiv se dezvoltda permanent prin
autoevaluare si reflectie asupra propriului act didactic. Este deschis la nou, integrand
metode, idei, tehnologie, informatii corelate cu nevoile elevilor. Procesul de reflectie
bazat pe autocunoastere, autoanalizd contribuie la realizarea unui feedback si asupra
rezultatelor obtinute de elevi. Un profesor reflexiv incurajeaza elevii sa reflecteze
asupra propriei invatari. Jurnalul de reflectie reprezintd un instrument de
imbunatatire continud a activitatii didactice. Profesorul isi poate tine un jurnal in care
sd Inregistreze observatii si impresii despre propriile lectii si interactiuni cu elevii.
Acest jurnal devine o resursd valoroasd pentru analiza ulterioara si pentru
identificarea punctelor tari si a aspectelor care necesitd imbunatatire (Zelinschi,
2023).

Tinand cont de importanta reflectiei in obtinerea unor rezultate pozitive in
imbunatatirea activitatii didactice concrete la clasa, am fincurajat ca studentii
practicanti care urmeaza sa predea in scolile de aplicatie sd isi noteze trdirile,
sentimentele, temerile, provocarile sau nerabdarea, entuziasmul dinaintea predarii
efective. Jurnalul de reflectie a studentilor practicanti care debuteaza in activitatile
de predare pe de-o parte le faciliteazd acestora exprimarea emotionala, iar pe de alta
parte prin discutarea acestora cu profesorul indrumaétor sau cu cel mentor, acestia pot
interveni suportiv in pregitirea si derularea lectiilor la clasa. In cadrul acestui studiu
dorim sa evidentiem ce simt, cu ce stari se confrunta acestia inainte de-a intra la orele
de predare precum si modul in care Tn urma exprimarii si discutarii cu profesorul
indrumator sau mentor se realizeazd o interventie de calitate asupra studentilor
practicanti. Practica reflexiva 1n afara rolului de exprimare si descarcare emotionala
credem ca poate Tmbunatati activitatea la practici pedagogica si de asemenea
dezvoltarea pe diferite paliere a personalitatii.

2. Metode

Studentilor din anul II de la specializarile de Medicind Veterinara si
Biotehnologii din cadrul USAMV-CN care urmeaza formarea psihopedagogica, li s-
au dat urmatoarele probleme de gandire: 1. Ce simtiti referitor la faptul ca veti preda
in anul urmator? 2. La ce va ganditi Tnainte de-a intra la ora? Ce simtiti inainte de
prima ord de predare? 3. Notati tot ce simtiti, ganditi referitor la orele de predare.
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3. Rezultate si discutii
Pentru clarificarea conceptului ,,predare reflectiva”, Dewey aduce 1n prim

=9

planul atentiei doud notiuni aflate in antiteza: ,actiunea rutinierd” si ,,actiunea
reflectiva” (1933, in Pollard, 2008). Un educator care abordeaza predarea traind
rutina se bazeaza pe elemente: traditie, tipare, autoritatea exagerata, reglementarile
institutionale. In rutini, personalitatea este statici, fara impact asupra procesului
educational, fard o interventie autenticd in demersul didactic si circumstantele
acestuia. Reflexivitatea implicd evaluare, autoevaluare, flexibilitate, constientizare.
Datorita studiilor Iui Dewey, cercetdtorii au implementat in didactica — practica
reflexivd, gandirea critica, predarea critica etc. In timpul activittilor derulate la
seminariile de didactica, studentii au pus de multe ori intrebari referitoare la scolile
de aplicatie, disciplinele si clasele la care urmeaza si predea in anul urmitor. in acest
dialog am simtit de foarte multe ori 1n afara de curiozitatea fireasca pentru rolul de
student practicant si o oarecare temere. Deoarece intrebdrile s-au repetat ne-am
gandit sa-i incurajam sa-si noteze trdirile, gandurile si emotiile care apar referitor la
predare intr-un jurnal de reflectie. Ulterior am discutat, am cautat solutii, raspunsuri
pentru a veni in Intdmpinarea si facilitarea rolului de student practicant, de profesor
foarte tanar care trebuie si transmitd, si coordoneze si sa relationeze cu elevii.in
general, expertii In domeniul educational sunt de acord ca reflectia este esentiala in
domeniul predarii si formdrii profesorilor (Hojeij, et al., 2021; Jenkins & Clarke,
2017; Boud & Walker, 1998). Auto-reflectia si practicile reflexive sunt o parte vitala
a curriculumului educational, deoarece acestea favorizeaza gandirea de ordin
superior si capacitatea de autoreglare a studentilor (Kovanovi¢, et al., 2018).
Cercetarile actuale arata cd scrierea unui jurnal 1i ajutd pe educatori in toate fazele
carierei lor, 1n rafinarea cunostintelor lor (de ex. pedagogice, conceptual, teoretic),
practicile didactice si autoevaluarea propriilor performantei (Alt & Raichel, 2020;
Lindroth, 2014). Lee (2008) sustine ca jurnalul poate activa gandirea candidatilor la
profesie si poate incuraja crearea de sensuri in timpul procesului de invétare.
Procesul de redactare a jurnalului poate ajuta cursantii (inclusiv profesorii) sa 1si
examineze gandurile si sa 1i ghideze sa aiba succes pe masura ce avanseaza (Burton
& McNamara, 2009). Reflectia le permite candidatilor la profesie sd isi dezvolte
cunostintele prin adresarea de intrebdri, criticAnd, evaluand si ajutandu-i sa reduca
decalajul dintre convingerile lor convingerile imaginate si realitatile predarii
(Denton, 2018). Pentru a rezuma, jurnalul reflexiv este o metoda eficientd pentru
profesorii in formare de a obtine o perspectiva asupra propriei practici de predare si
de a reflecta asupra experientelor lor la clasa. Profesorii incepatori pot, de asemenea,
sd identifice domeniile de dezvoltare si sa elaboreze strategii pentru a le aborda
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(Kefah A., Barham, 2023). Ne-am gandit in timpul analizei celor scrise de studenti
in jurnalele de reflectie ca poate ne-am pierdut in informatii si “nu educam emotia si
nici nu stimulam dezvoltarea celor mai importante functii ale inteligentei cum ar fi:
contemplarea frumosului, deprinderea de-a gandi Tnainte de a actiona, de-a expunesi
nu de-a impune ideile, administrarea gandurilor, spiritul intreprinzitor. Ii informam
pe tineri, nu le formam personalitatea.” (Cury, 2005, p.11).

Tabelul 1. intrebarea nr. 1 din jurnalul de reflectie

Ce simtiti referitor la faptul ci veti preda in | Provocare, Frica, Emotii, Entuziasm, Nerabdare,

anul urmitor? Evitarea experientei

I. O. Panisoara utilizeaza sintagma de ,,practici reflexive”, care reprezinta
~un grup de metode si tehnici menite sd ajute indivizii sau grupurile de
elevi/profesori sa reflecteze asupra propriilor experiente, comportamente sau actiuni
pentru a se angaja intr-un proces de invatare continud”. Autorul accentueaza ca
practicile reflexive ,,faciliteaza identificarea unor sabloane de gandire”: presupuneri;
prejudecdti; tipare de comportament care ne influenteaza gandirea sau actiunile;
permit explorarea unor perspective deschise referitoare la tiparele care ne
influenteazd (nu este vorba doar despre propriile actiuni, ci ne referim aici la
dezvoltarea noastra holista, felul in care convingerile noastre sunt legate de
presupunerile pe care le facem Intr-un mod constructiv sau distructiv, felul in care
scopurile pe care ni le propunem sunt influentate de aceste tipare) (Panisoara, 2022,
p. 405).

Intrarea 1n scolile de aplicatie da nastere la tot felul de trairi: provocare
datoratd atitudinii elevilor si a profesorului mentor din scoald, a modului in care
studentii practicanti sunt primiti de acestia; frica de necunoscut, de lucruri care pot
scdpa de sub control, dorinta lor repetata ca si intrebare la fiecare generatie daca nu
se poate preda in scolile de unde provin ei ca si elevi acestea reprezentand o zona de
confort, cu lume cunoscuta, o lume in care copilul interior din fiecare stie ca poate
fi sprijinit; emotiile sunt firesti pentru fiecare etapd noud de viatd, fiecare lectie noua
care trebuie sd o experimentezi; am Intalnit in jurnalele lor de reflectie la un numar
mic de studenti trdirile de entuziasm si nerabdare vizavi de experienta de studenti
practicanti in scolile de aplicatie, la disciplina de didactica specializarii acestia fiind
buni comunicatori si dornici de-a se exprima in fata grupei. Din pacate exista si un
esantion de studenti care ar dori sd nu intre in scoald, sa nu predea au exprimat acest
lucru unii dintre studentii introvertiti, timizi, cu o Incredere scazuta in propriile forte,
ulterior in discutiile individuale avute cu acestia fiind tributari unor experiente
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neplacute din trecutul lor de elevi fie in relatia cu profesorii, fie cu evaluarea orala
realizata la tabla sau in fata clasei.

Tabelul 2. intrebarea nr. 2 din jurnalul de reflectie

La ce va ginditi inainte de a | - stres

intra la ora? - nu ma vor intelege elevii

- incapacitatea de-a raspunde la intrebarile elevilor

- frica de-a nu capta atentia levilor

- panica

- imposibilitatea de gestionare a situatiilor de indisciplind

- neincadrare in timp

- uitarea continuturilor care trebuiesc predate

- curiozitate

- entuziasm

- emotie

- frica de-a se intampla ceva neplacut cu tinuta

- frica de-a fi singur/a in fata clasei

- nesiguranta

- frica  provocata de diferenta generationald exprimata
comportamental sau accesul la alt tip de informatii a elevilor

Metodele reflexive 1i motiveaza pe studenti sa 1si analizeze propriile actiuni,
atitudini si rezultate, ceea ce le permite sa 1si identifice punctele forte si slabe si sa
giseascd modalitati de imbunatitire. In acest fel, procesul de invitare devine mai
personalizat si adaptat fiecarui individ (Rusov, V. 2024, p. 53). In ceea ce priveste
trairile studentilor care se pregétesc sa predea pentru prima data conceptul repetitiv
este cel de frica, acest fapt fiind ingrijoritor. in afard de conflictul generational care
este din ce in ce mai accentuat, provocdrile fiind elevii super tehnologici cu nevoi
diferite cognitive, comportamentale si afective exista o teama majora fata de locul
de la catedra considerat un loc singur si nesigur. Cei mai multi studenti au explicat
acest fapt prin prisma experientelor de elevi cand au trait emotii disfunctionale de
umilire, incapacitate de exprimare, de simt al ridicolului, Aceste trdiri nefiind
vindecate readuc in constiintd aceste stari cu toate cd 1n practica pedagogica ei
experimenteaza cealalta parte a scenariului didactic. Un alt aspect din emotia numita
frica este cea legata de continuturile care urmeaza sa fie predate si eventualele
intrebari puse de elevi la care studentul practicant sa nu poata raspunde. Explicatiile
date pentru acest comportament ar fi: apelarea pe termen indelungat ca si mecanism
de invitare la memoria mecanicd, imposibilitatea de intelegere si explicatie a
limbajului de specialitate, teama de esec, existenta unor profesori care predau frontal,
apelau la dictare si putine activitati interactive la clasa mentinand astfel disciplina si
controlul in activitatile derulate la clasd. O altd triire negativd este frica de
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neincadrare in timp, un sentiment inregistrat nu numsi de studentii practicanti, dar si
de profesorii debutanti. Acest factor poate fi diminuat printr-o corectd proiectare
didactica, o cunoastere buna a ritmului de invatare a claselor si prin exersarea
secventelor de lectie. Din experienta practicii pedagogice din alte sisteme
educationale o posibila eficientizare a resursei temporale ar fi si predarea diferitelor
momente ale lectiei de céte un student, aceste intrari succesive probabil ar familiariza
studentul practicant cu locul din fatd, cel de la catedra si cu atmosfera din clasd. Un
numar foarte mic de studenti (3) asteaptd cu nerabdare sa predea, sunt entuziasmati de
faptul ca vor putea sa isi pregateasca lectiile si sa interactioneze cu elevii; ei reprezinta
acel esantion care au avut ca si experiente de cunoastere taberele sau alte diferite actiuni
in care s-au ocupat de alti copii, au realizat activitati educationale nonformale cu acestia
- acest fapt inseamna exersarea ,,locului din fata”, responsabilitate, dezvoltarea increderii
si a sigurantei In sine. Jurnalul reflexiv a Incurajat studentii sa se gandeasca la activitatea
de la clasd, sa vada ce pot sd schimbe prin constientizarea trairilor, a fricilor vizavi de
provocarile iIntAmpinate in procesul de predare din cadrul practicii pedagogice din anul
urmator al formarii psihopedagogice.

4. Concluzii

Profesorul reflexiv este un factor determinant in formarea viitoarelor cadre
didactice si n asigurarea unor activitati de predare calitative la clasa. Acest jurnal
devine o resursd valoroasa pentru analiza ulterioara si pentru identificarea punctelor
tari si a aspectelor care necesitia imbunatatire (Zelinschi, 2023). In timp, jurnalul
documenteaza evolutia profesionala (permite confruntarea perspectivelor de gandire
si urmadrirea traiectoriei profesionale), exemplifica prin bune practici si idei ceea ce
se poate dezvolta in timpul orelor de curs (acestea pot fi utilizate si dezvoltate si in
alte contexte: cercuri pedagogice, comisii metodice, simpozioane etc.) si reduce
stresul profesional (prin crearea obisnuintei de a exprima si controla emotiile)
(Alexandrache, 2014). Este important sd incurajam nevoia de exprimare a
temeririlor, emotiilor disfunctionale pe care le poartd in mintea si sufletul lor
studentii care vor intra in practica pedagogica. Fatd in fatd cu jurnalul existd o
libertate de exprimare a sentimentelor, necenzuratd de nimenea; de asemeneca
discutiile deschise si empatia profesorului coordonator si a mentorului din scoala pot
sa fie interventii eficiente in activitatea de predare la clasa si sustinerea emotionala
a studentilor practicanti. in incheiere dorim si mentionim citeva solutii unele
aplicate deja care ar realiza trecerea de la disfunctional la functional pe parte
emotionala: micropredari la facultate in fata grupei de seminar, consilierea
psihologica, completarea jurnalului de reflectie, comunicarea asertiva cu mentorul si
cadrul didactic de la universitate, realizarea si exersarea prezentirilor in fata
clasei/grupei. Familiarizarea cu locul dificil considerat de studenti ,,cel din fata, de
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la catedrd” se poate realiza prin exersare, exemple graitoare fiind din pacate un
numar mic de studenti din esantionul studiat care au avut exercitiul acesta in tabere,
activitati desfasurate cu elevi mai mici si care au Intampinat cu mult entuziasm si un
stres constructiv activitatea de predare. Augusto Cury, psihiatru brazilian in urma
cercetdrilor sale asupra inteligentei si dinamicii emotiilor, gdndurilor ne spune:
LInvitati-va copiii si faci din scena mintii lor un teatru al bucuriei si nu unul al
groazei” (Cury, 2005). Exprimarea si comunicarea emotiilor face posibild aparitia si
mentinerea bucuriei In teatrul mintii noastre.
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Abstract: This article reflects the author's experience as an ARACIS (the Romanian Agency
for Quality Assurance in Higher Education) evaluator. In compliance with the legislation, in
Romania, learning must be centred on the students, on their needs and interests because
students are the direct beneficiaries of the educational process. However, sometimes, the
syllabus (course description) fails to be accurately elaborated in terms of teaching
methodology and it is not developed in a comprehensible and beneficial manner to the
students: there isn't always a good correlation between the learning outcomes, the aimed
objectives and the course content; prerequisites are sometimes not clearly communicated or
difficult to understand by the students; objectives are mistaken for professional and
transversal competencies; the chosen teaching strategy does not stimulate students to learn;
some teaching methods fail to motivate the students to acquire knowledge; the assessment
methods and criteria are sometimes poorly formulated.

Keywords: student-centred learning, learning outcomes.

Rezumat: Articolul de fatd este realizat din perspectiva autorului de expert evaluator
ARACIS (Agentia Romani de Asigurare a Calitatii in Invatimantul Superior) si atrage
atentia asupra faptului c, uneori, in fisele de disciplina utilizate in universitati din Romania,
nu existd o concordantd intre rezultatele asteptate ale invatarii studentilor, continuturile
transmise acestora, metodele de predare si modalititile de evaluare. Accentul cade, din
nefericire, pe continuturi (de multe ori excesive), si nu pe rezultatele Invatarii, ceea ce ne
demonstreaza ca profesorii se concentreazd mult pe ,,ce predau”, prea putin pe ,,cum predau”
(prin ce strategie, adica prin ce metode de invatdmant si cu ajutorul cdror mijloace de
invatamant) si aproape deloc pe ,,de ce predau” un anumit continut (adica la ce ii va folosi cu
adevarat studentului, in profesia/profesiile Iui viitoare, continutul respectiv). Acest aspect
este mentionat foarte clar si in raportul despre invatimantul din Romania prezentat, la
mijlocul lunii mai 2025, de ministrul Educatiei, Daniel David. Demnitarul le cere profesorilor
s predea mai putin, dar mai relevant si cu un impact mai mare asupra competentelor pe care
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dorim sa le aiba partenerii nostri de activitate (elevii si studentii), inclusiv in ceea ce priveste
competentele transversale.
Cuvinte-cheie: standarde de calitate centrate pe rezultatele invatarii.

1. Introducere: ce intelegem prin ,,rezultatele invatarii”?

Prezentul articol, realizat din perspectiva autorului de expert evaluator
ARACIS (Agentia Roméni de Asigurare a Calititii in Invatamantul Superior), a fost
elaborat in primul rand ca urmare a intrarii in vigoare a Metodologiei de evaluare
externd a calitatii educatiei in invatamdntul superior aprobate prin Hotdrarea
Guvernului Romaniei nr. 962 din 8 august 2024*' si a ghidurilor si standardelor
subsecvente?, aprobate de Consiliul ARACIS in anul 2025%. Pe de alti parte,
articolul de fatd vine In completarea a doua studii publicate de autor in anul 2024:
Nevoia de perfectionare metodicd a cadrelor didactice din invatamantul superior’
si Centrarea invatarii pe student (si) prin intocmirea fiselor de disciplina — premisa
pentru asigurarea calitatii®.

Potrivit prevederilor art. 32 din Legea nr. 199/2023 (Legea invatamdntului
superior), cu modificarile si completarile ulterioare, ARACIS elaboreaza standarde
de calitate specifice centrate pe rezultatele invatarii privind modul de desfasurare
a activitatilor aferente programelor de studii universitare, diferentiate pentru formele
de organizare, si in raport cu domeniile de studii, precum si cu ciclurile de studii.

Standardele de calitate specifice privind modul de desfasurare a activitatilor
aferente programelor de studii universitare la forma de organizare cu frecventa, din
ciclul I de studii, diferentiate in raport cu domeniile de studii universitare, aprobate
de Consiliul ARACIS in martie 2025, si Standardele de calitate specifice privind
modul de desfasurare a activitatilor aferente programelor de studii universitare la
forma de organizare cu frecventa, din ciclul Il de studii, diferentiate in raport cu
domeniile de studii universitare, aprobate, de asemenea, de Consiliul ARACIS,
stabilesc ca, pentru fiecare disciplind de Invatamant, se Intocmeste fisa disciplinei in
care se vor formula 1n primul rand rezultatele invatarii, alaturi de continutul predarii
si invatarii, metodologiile asociate invatarii, predarii si evaludrii, bibliografia

21 Publicatd in Monitorul Oficial al Roméniei, Partea I nr. 807 din 13 august 2024. A se vedea
https://www.aracis.ro/metodologie-generala/.

22 Este vorba despre ghidurile privind procedurile de desfisurare a proceselor de evaluare si despre
standardele si indicatorii de performanta de evaluare externa.

23 A se vedea https://www.aracis.ro/ghiduri/.

24 Publicat in revista Intertext nr. 1/63, anul 18.

25 Publicat in Conference Proceedings: Un-Bordering Disciplinarity. TRANS-/CROSS-/POST-
Disciplinary Approaches to Humanities and Social Sciences VII, Rediviva Edizioni, Universitaria
Collection, Rediviva Publishing House, Milano, Italia.
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minimala recomandatd, timpul alocat pentru fiecare activitate, numarul de credite de
studii alocate. In ceea ce priveste creditele de studii transferabile, acestea reprezinta
— potrivit documentelor mentionate — ,,volumul de munca necesar pentru acumularea
unui set coerent de rezultate ale Invatarii corelate cu competentele solicitate de
ocupatiile corespunzatoare”.

Potrivit European Qualifications Framework (EQF, 2017), prin rezultatele
invatarii se Inteleg acele enunturi care se refera la ceea ce stie, intelege si este capabil
sd facd un student/absolvent dupa o secventad de invatare, cu un anumit grad de
responsabilitate i autonomie. Metodele de evaluare trebuie sa fie stabilite prin
corelare directa cu rezultatele vizate ale Invatérii. Anexa 2 la Standardele de calitate
specifice, aplicate programelor de studii universitare de licentd (elaborate de
ARACIS), prezinta rezultatele Invatarii pe domenii fundamentale si domenii de
licenta. Prezentam un exemplu pentru domeniul fundamental Stiinte umaniste si arte,
domeniul de licentd Limba si literatura: 1in privinta cunostintelor,
»studentul/absolventul descrie conceptele fundamentale din lingvistica generala si
din teoria literara si le coreleaza cu elemente dintr-o limba/literaturd particulara”; in
cazul aptitudinilor, ,,studentul/absolventul aplicd modele metodologice si teoretice
specifice studiului limbilor naturale si studiului literaturii”; in ceea ce priveste
responsabilitatea si autonomia, ,,studentul/absolventul redacteaza si editeaza texte
stiintifice, lucrari stiintifice si academice pe diferite teme, evitind comportamentele
gresite, cum ar fi falsificarea si plagiatul”. Legiuitorul ofera si exemple de discipline
care pot contribui la atingerea rezultatelor invatarii tocmai mentionate: Lingvistica
generala, Teoria literaturii, Scriere academica.

In perioada 19-20 iunie 2025, ARACIS a organizat, la Constanta, un seminar
in domeniul asigurarii si evaluarii calitatii educatiei, in contextul aniversarii a 20 de
ani de la infiintarea agentiei. Dupd cum se mentioneazi pe site-ul institutiei®®,
evenimentul a reunit peste 80 de responsabili cu asigurarea calitatii din cadrul a 67
de institutii de invatimant superior din Romania, reprezentanti ai Ministerului
Educatiei si Cercetarii, Autoritatii Nationale pentru Calificari (ANC), Centrului
National de Recunoastere si Echivalare a Diplomelor (CNRED), alaturi de membri
ai Consiliului ARACIS, Comisiilor permanente de specialitate si Aparatului Tehnic
al agentiei. Una dintre principalele teme abordate in cadrul seminarului s-a intitulat
Rezultatele invatarii: repere europene si principii psiho-pedagogice de elaborare.
Pe de alta parte, in cadrul sesiunilor de lucru pe grupuri, au fost realizate aplicatii
legate de rezultatele Invatarii, participantii fiind invitati sd descrie asemenea

26 A se vedea https://www.aracis.ro/seminarul-in-domeniul-asigurarii-si-evaluarii-calitatii-educatiei-
19-20-iunie-2025/.
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rezultate aferente unei discipline alese si s aprofundeze strategii de elaborare a
acestora. Ne-au retinut atentia prezentarile facute de Adrian Opre, Dana Opre si
Horia Onita, intitulate Rezultatele invatarii: dimensiune europeana si nationald,
Scrierea rezultatelor invatarii — aplicatii practice, respectiv Rezultatele invatarii:
repere europene i principii psiho-pedagogice. Prezentdrile aratd ca exista o
diferentd intre obiectivele unei discipline de Invdtdmant, rezultatele invatarii si
competente. Astfel, obiectivele mentionate in fisa disciplinei se refera la intentiile de
predare ale cadrului didactic, sunt mai degraba focalizate pe procesul de predare-
invatare si nu reflectd rezultatele asteptate, in timp ce competenta reprezintd
capacitatea dovedita a studentului/absolventului de a utiliza cunostinte, aptitudini si
abilitati personale, sociale si/sau metodologice in situatii concrete de munca.
Rezultatele Invatdrii aproximeaza competenta din context profesional. Tocmai de
aceea, competentele sunt profesionale (prin care intelegem ansamblul de cunostinte
si abilitati specifice unui domeniu) si transversale (acestea fiind achizitii valorice si
atitudinale transdomeniu). in invatimantul superior din Roménia, rezultatele
asteptate ale invatirii sunt corelate cu competentele aferente calificarii, conform
ocupatiilor corespunzitoare, definite de standardele ocupationale din RNCIS
(Registrul National al Calificarilor din Invatamantul Superior) si/sau de Clasificarea
Europeana a Ocupatiilor.

Rezultatele invatarii contribuie la reducerea discrepantelor dintre oferta
universitard §i cererea angajatorilor, facilitind mobilitatea pe piata muncii si
cresterea angajabilitatii studentilor si absolventilor de invitamant superior. in cadrul
seminarului organizat de ARACIS la Constanta, s-a subliniat foarte clar ca, in
procesul de evaluare externd a calitatii, se analizeazd cu multd atentie daca
obiectivele educationale se stabilesc in raport cu rezultatele invatarii, daca
activitatile de predare-invatare le permit beneficiarilor directi (studenti, masteranzi)
sd atingd rezultatele Tnvatarii si daca metodele de evaluare folosite de cadrul didactic
sunt adecvate pentru a masura realizarea rezultatelor invatarii. Rezultatele invatarii
se mentioneaza in fisa disciplinei si sunt considerate rezultate intentionate. Printre
beneficiile procesului instructiv centrat pe rezultatele invatarii, se numara
clarificarea asteptarilor profesorilor fatd de studenti, ghidarea profesorilor in
elaborarea materialelor de curs, de seminar si de lucrari practice, dar si n alegerea
metodelor de predare potrivite si In elaborarea corectd a probelor de evaluare,
asigurarea coerentei intre obiectivele asumate, continuturile predate si evaluare. Este
important ca rezultatele invatarii sa poata fi atinse in cadrul volumului de munca
specificat 1n figa disciplinei.
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In procesul de evaluare externa a calititii programelor de studii universitare
de licentd in scopul autorizirii de functionare provizorie’’, rezultatele invatirii
formeaza un criteriu distinct — Criteriul B.5 — (cu Indicatorul I.P.B.5.1.1 ,,Rezultatele
invatarii sunt descrise in mod adecvat si sprijina intelegerea asteptarilor studentului
si cadrului didactic cu privire la continutul disciplinelor din planul de Invatamant.”
si Indicatorul I.P.B.5.1.2 ,Verificarea obtinerii rezultatelor Invatarii se realizeaza
prin examene de evaluare pe parcurs si prin examene de finalizare a studiilor.”), dar
aceste rezultate sunt avute 1n atentie si atunci cdnd se urmdareste indeplinirea unor
standarde si indicatori de performanta precum Standardul S.B.1.1. Confinutul
programului/programelor de studii (,,Programul de studii are la bazd un curriculum
prin care se urmareste obtinerea de catre studenti a rezultatelor asteptate ale
invatarii.”), Indicatorul I.P.B.2.1.1 (,,Rezultatele invatirii sunt concordante cu
nivelul calificarii.”), Indicatorul I.P.B.2.1.2 (,,Rezultatele asteptate ale invatarii sunt
corelate cu competentele solicitate de ocupatiile corespunzatoare, conform
standardelor ocupationale si/sau Clasificarii europene a ocupatiilor.”) s.a.

2. Metode utilizate in cercetare. Rezultate si discutii

Intre directiile strategice de actiune asumate de ARACIS pentru perioada
2022-2026%, aprobate de Consiliul ARACIS prin Hotirarea nr. 107/H/28.10.2022,
se numara si proiectarea §i derularea unor procese de evaluare externd a calitatii
relevante, la inalte standarde profesionale, iar una dintre actiuni este cresterca
accentului pe rezultate ale Invatarii Tn evaluarea externa a programelor de studii
universitare, actiune descrisa in felul urmator: ,,ARACIS deruleazd actiuni si
activitati pentru sprijinirea institutiilor de invatamant superior pentru a dezvolta
programe de studii bazate pe conceptul de rezultate ale invétarii, revizuieste
standardele specifice ale comisiilor de experti de specialitate ale ARACIS prin
schimbarea paradigmei de la programe de studii centrate pe discipline la programe
de studii centrate pe rezultate ale invatarii”. Planul operational pentru anul 2025 pune
in practica Strategia Agentiei Romane pentru Asigurarea Calitatii in Invatimantul
Superior pentru perioada 2022—2026, stabilind actiuni care urmeaza sa se desfasoare
pe parcursul anului 2025, unele dintre ele continuand din anul 2024 sau nefiind
realizate in anii anteriori. Directia strategica nr. 1 (Proiectarea si derularea unor

procese de evaluare externd a calitdtii relevante, la inalte standarde profesionale)

27 A se vedea documentul intitulat Standarde si indicatori pentru evaluarea externd a calitdtii
programelor de studii universitare de licentd in scopul autorizarii de functionare provizorie, aprobat
de Consiliul ARACIS (https://www.aracis.ro/ghiduri/).

28 A se vedea https://www.aracis.ro/strategie/.
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vizeaza, la activitatea 1.2., cresterea accentului pe rezultate ale invatarii in evaluarea
externa a programelor/domeniilor de studii universitare, ceea ce presupune concret
finalizarea ghidului destinat institutiilor de invatamant superior si derularea de
activitati pentru sprijinirea acestor institutii in dezvoltarea de programe de studii
universitare bazate pe conceptul de rezultate ale Invatarii

Pentru a vedea in ce masurd cadrele didactice din invatamantul superior
romanesc constientizeaza importanta rezultatelor invatarii, am intreprins o
microcercetare observationald (neexperimentald), cu un caracter descriptiv. Am
utilizat, ca metode, observatia directi® (am analizat fise de disciplini din domeniul
Limba si literatura, postate si pe site-urile unor universitati din Romania — suficiente
ca numadr incat sd ne conduca la formularea unor concluzii) si interviul (este vorba
despre discutiile avute de catre echipa de experti evaluatori ARACIS, conform
procedurii, atunci cand se evalueaza un program de studii universitare de licenta sau
de masterat, un domeniu de studii universitare de masterat ori Programul pregatitor
de Invatare a limbii romane de citre cetatenii strdini, cu cadrele didactice, cu
studentii/masteranzii si cu absolventii). Din motive usor de Inteles, nu vom preciza
institutiile de Invatdmant superior vizitate de autor in calitate de expert evaluator
ARACIS si nici universitatile ale caror site-uri au furnizat date legate de fisele de
disciplina. Ne vom limita la a mentiona ca atat observatia directa, cat si interviurile
s-au desfasurat in anii 2024 si 2025, ani in care — asa cum am precizat anterior — a
fost elaborat un nou cadru legislativ privind asigurarea calitatii in Invatamantul
superior, adus la cunostinta tuturor celor implicati (inclusiv universitatilor).

In privinta fiselor de disciplind, am constat cd, uneori, acestea nu sunt
intocmite corect din punct de vedere pedagogic si metodic si nu sunt elaborate pe
intelesul si 1n folosul beneficiarilor directi ai procesului de invatamant (studenti si
masteranzi). Rezultatele invatarii, in cele mai multe cazuri, nu apar mentionate
explicit (ca atare), nu existd mereu o buna corelare intre competentele asumate,
obiectivele vizate si continuturile propuse; preconditiile se dovedesc uneori neglijent
indicate sau dificil de inteles de catre studenti/masteranzi; se identifica obiective
stabilite In mod nejustificat; se face confuzia intre obiective si competente
profesionale; strategia didacticd aleasd genereazd pasivitate intelectuald; unele
metode de predare nu motiveaza deloc pentru studiu; apar confuzii intre metodele de
invatamant si mijloacele de invatamant; metodele si criteriile de evaluare sunt uneori

2 In pedagogie, observarea presupune urmdrirea sistematica si intentionatd a unui fenomen aflat in
conditii naturale de existenta cu scopul de a il intelege, explica si ameliora.
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formulate neclar pentru studenti si nu permit verificarea dobandirii certe, de catre ei,
a rezultatelor invatarii*’.

In privinta interviurilor avute in cadrul evaludrilor externe cu echipa
ARACIS, cadrele didactice au subliniat ca le prezintd studentilor si masteranzilor
fisele de disciplind, la Inceputul semestrelor de instruire, si cd respectd ceea ce este
mentionat in respectivele documente (obiective stabilite, continuturi pentru curs si
pentru seminar, metode de predare, modalitati de evaluare, standarde minime de
performanta s.a.). In schimb, studentii (este drept, nu in numir mare) au semnalat,
in cadrul interviurilor derulate in mod special cu ei, cd nu se initiazd discutii pe
marginea figelor de disciplina ori ca profesorii nu folosesc Intocmai metodele de
predare mentionate. Beneficiarii directi ai procesului de invataméant sunt nemultumiti
deoarece profesorii lor apeleaza prea mult la metodele expozitive, demotivante,
plictisitoare, in detrimentul celor activ-participative. Studentii considera, pe de alta
parte, ca li se formeaza niste competente foarte Inguste (inclusiv competente
transversale), astfel incat ei nu reusesc sa dobandeasca abilitatile de viatd de care
efectiv au nevoie In meseria/meseriile viitoare.

Prezentam, in continuare, exemple concrete de fise de disciplina din care se
observa lesne ca profesorii se concentreazd mult pe ,ce predau” (adicd pe
continuturi) si aproape deloc pe ,,de ce se predd” un anumit continut (adica la ce 1i
va folosi cu adevérat studentului, in profesia/profesiile lui viitoare, continutul
respectiv). In plus, exemplele urmitoare evidentiazi diferite deficiente intalnite in
fisele de disciplina, formulate mai sus.

- Limba romdna contemporanad (licentd, anul I, semestrul 1) — una dintre
competentele profesionale mentionate este dificil de inteles de catre studentul din
anul I: ,,capacitatea de a privilegia continuitatea in detrimentul discontinuitatii, prin
promovarea unei semantici dinamice, unde sensul nu mai este dat, ci se construieste
in sau emerge din context, pe masura ce se deruleaza discursul si interactiunea de
limbaj”; metodele folosite de cadrul didactic la curs si la seminar sunt aceleasi:
»~expunere, conversatie euristica, problematizare”.

- Elemente de stilistica (licenta, anul I, semestrul 1) — competentele profesionale
asumate (,,descrierea sistemului fonetic, gramatical si lexical al limbii B si utilizarea
acestuia 1n producerea si traducerea de texte si in interactiunea verbald; explicarea
clasificarilor morfologice, sintactice, semantice, pragmatice si analizarea

30 Desi am analizat alte fise de disciplind fatd de cercetarea intreprinsd in anul universitar 2023-2024,
am ajuns cam la aceleasi constatari prezentate (si unele preluate aici ca atare) 1n articolul nostru intitulat
Centrarea invatarii pe student (si) prin intocmirea fiselor de disciplind — premisd pentru asigurarea
calitatii.
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discursurilor orale si scrise in limba B, utilizand aparatul conceptual al lingvisticii”)
vin 1n contradictie cu obiectivul general urmarit la respectiva disciplind
(,,cunoasterea stilurilor si limbajelor functionale ale limbii romane de azi si a
principalelor particularititi ale acestora”).

- Introducere in literatura comparata (licenta, anul I, semestrul 1): la preconditii de
competente, se solicitd ,,asimilarea conceptelor si categoriilor literare” (or studentii
abia au absolvit liceul; in plus, formularea este vagd, nespecificand conceptele si
categoriile avute in vedere); la competentele profesionale, se mentioneaza ,,analiza
si receptarea integratd a literaturii universale” (or, dupd un singur semestru de
instruire, studentul nu poate analiza Intreaga literatura universald); In aceeasi fisd de
disciplina, nu se realizeaza distinctia clara intre competente si obiective, intrucat, la
obiectivele specifice, apare urmatoarea mentiune: ,,La finalizarea cu succes a acestei
discipline, studentii vor dobandi urmétoarele abilitati si competente...”).

- Literatura engleza (licentd, anul II, semestrul 1) — unele competente profesionale
sunt neclar mentionate (de exemplu: ,,sa cunoasca si sa identifice continutul textelor
si conventiile literare specifice perioadei respective”).

- Fundamentele culturii europene (masterat, anul I, semestrul 1) — preconditiile de
curriculum sunt imposibil de respectat de catre masterandul ,,boboc”: ,,Asimilarea
cunostintelor predate in cadrul cursurilor aferente in cadrul ciclului masterat”;
metoda de predare la curs este exclusiv ,,prelegerea”, care se regaseste la seminar,
alaturi de ,,activitati interactive”, dar fara a se particulariza asemenea activitati.

- Literatura romdna in context comparatist (masterat, anul II, semestrul 1) — la
»Standardul minim de performanta” (adica in ce conditii i se acordd masterandului
nota 5), se mentioneaza: ,,Includerea tuturor componentelor cu referire la lucrarea de
disertatie”; ,,Abilitatea de a formula sintetic un raspuns coerent la cerinta din materia
cursului si abilitatea de a elabora un eseu interpretativ pe o tema din domeniul
disciplinei”.

- Modernitate si canon in cultura romdand (masterat, anul II, semestrul 2) — la
»Standardul minim de performanta”, se mentioneaza: ,,La evaluarea finald (examen)
studentii trebuie sa dovedeasca faptul ca au inteles suficient materia predata si ca si-
au insusit principiile critice ale disciplinei”.

- Norme si tehnici de editare a textelor. Aspecte practice (masterat, anul I, semestrul

=9,

1) — preconditii de competente: ,,cunostinte de filologie roméneasca”; activitatile
frontale, individuale si de grup sunt considerate metode de predare la seminar; la
»Standardul minim de performanta”, se mentioneaza: ,,participarea reald (activa) la

curs si laborator”.
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- Practica editarii (masterat, anul II, semestrul 1) — conditii de desfasurare a
seminarului: ,,Studentii sunt rugati sa dialogheze in mod civilizat, s pastreze
telefoanele pe modul silent, sa evite comportamente discriminatorii, sd accepte senin
indrumarea tutorelui”.

- Modele literare ale spatiului hispanic (masterat, anul I, semestrul 1) — rezultate
asteptate ale invatarii (printre altele): ,,Intelegerea evolutiilor istorice si culturale ale
ideilor generale asupra fenomenului literar”; la evaluare, nu sunt prezentate criteriile
avute in vedere si nici ponderea avuta de ,,lucrarea scrisd” si de ,,elementele specifice
activitatii de seminar”.

- Modele literare ale spatiului romanic (latind) (masterat, anul I, semestrul 1) —
rezultate asteptate ale Tnvatarii (printre altele): ,,reflectia pe marginea si contributia
la elaborarea unor politici institutionale si sectoriale in vederea realizarii de
transferuri culturale si intelectuale relevante, apte sa Tmbogateasca cognitiv,
intelectual si estetic spatiul cultural si dezbaterea intelectualda din Romania
europeana si extra-europeand”; in plus, nu sunt mentionate metodele de evaluare.

- Modele literare ale spatiului romanic (italiand) (masterat, anul I, semestrul 1) —
planul de invatamant prevede o ora de curs si o ord de seminar pe saptimana, dar in
fisa disciplinei exista doar trei continuturi vagi de curs (,,Cultura si literatura de
masa; Romanul protopolitist in Italia; "Il giallo" implicatii literare si culturale”) si
un singur continut la seminar, la fel de vag (,,Aprofundarea obiectivelor propuse in
tematica de curs. Proiectii cinematografice. Analizarea raporturilor dintre literatura
italiand si cinema: perspectiva teoretica si cazuri specifice”).

- Teoria si practica traducerii 1 (masterat, anul I, semestrul 1) — criteriile de evaluare
la curs (,,Proba scrisa online: evaluare finald”) vin in contradictie cu metodele de
evaluare la curs: ,,Examen scris fata-n fata”.

- Literatura din perspectiva interdisciplinara 2 (masterat, anul II, semestrul 2) —
metode de predare la seminar: ,,referat”.

- Introducere in studiul limbii romdne (Programul pregatitor de invatare a limbii
romane) — preconditiile de competente sunt neglijent formulate pentru o disciplina
propusd pentru primul semestru (de pilda, ,utilizarea de cunostinte de limba
romana”); nu exista corelatii intre obiectivele asumate ale disciplinei (care, asa cum
se observa din fisd, sunt de curs practic de limba romana) si continuturi (care sunt
teoretice si tin mai degraba de istoria limbii romane si de dialectologie roméneasca);
continutul 7 de la curs si majoritatea continuturilor de la seminar sunt total
nepotrivite pentru primul semestru de instruire (de exemplu: ,,Literatura populara
romaneascd. Pagini de poezie”); bibliografia contine titluri vizdnd exclusiv
continuturi de curs practic de limba romana, neacoperind deloc continuturile
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prevazute de fisa disciplinei; metodele de predare nu sunt interactive pentru primul
semestru de instruire (se mentioneaza ,,prezentare PPT, exemplificari”); nu este clar
in ce consta examenul din sesiune, deoarece, la metodele de evaluare, se precizeaza:
»Scrisd (S): lucrare scrisd; chestionar; grild; test examen scris”; in plus, sunt
nepotrivite pentru semestrul 1 criterii de evaluare precum ,,Capacitatea de a consulta
surse bibliografice, de a analiza si sintetiza informatiile furnizate de acestea”;
,»Capacitatea de a utiliza aceste informatii in ansamblul cunostintelor generale de
limba romana”.

- Curs practic de limba romdna: fonetica, vocabular si structuri gramaticale
(Programul pregétitor de invatare a limbii romane) — preconditiile de competente
sunt neglijent formulate pentru o disciplind propusa pentru primul semestru (de
pilda, ,,utilizarea de cunostinte de limba roménd”); obiectivul general preconizat de
disciplind (,,Dobandirea competentelor de comunicare in limba roméana pentru
nivelul minim B1”’) —si reluat prin obiectivele specifice — nu poate fi atins la sfarsitul
primului semestru de instruire.

- Cultura si civilizatie romdaneasca (Programul pregatitor de invatare a limbii
romane) — multe continuturi prevazute a fi transmise la seminar (de pilda: 1. ,,Limba
romana, limba romanica: formarea poporului si a limbii romane; elemente latine in
vocabular, foneticd, morfo-sintaxa; elemente traco-dace; influentele vechi (slava,
greaca, turca, maghiard) si noi (franceza, italiand, germand, englezd) exercitate
asupra limbii roméne; dialectele limbii romane”; 4. ,,Principalele momente de la
formarea statelor feudale roméanesti la formarea Romaniei mari”; 6 — repeta
continutul 4, fara a 1l detalia; 7. ,,Roménia moderna si contemporand”) se dovedesc
dificile pentru studenti si presupun, din partea cadrului didactic, folosirea unor
metode expozitive, generatoare de pasivitate (de altfel, expunerea este mentionata ca
metoda).

3. Concluzii

Cele douad metode folosite in microcercetarea Intreprinsa (observarea directa
a fiselor de disciplind si interviul cu profesorii si cu studentii/masteranzii) ne-au
condus cdtre concluzia cd, in procesul educational desfasurat in Invdtdmantul
superior din tara noastra, curriculumul nu se bazeazd pe rezultatele Invatarii, pe
competente (profesionale si transversale) si pe metode moderne de predare. Am
constatat, de asemenea, ignorarea faptului ca, intre principiile fundamentale in
abordarea calitatii educatiei — asa cum sunt ele formulate Tn noua Metodologie
ARACIS, dar si in strategia agentiei pentru perioada 2022-2026, afisata pe site-ul
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institutiei —, un accent sporit se acordd centrarii pe rezultate (potrivit acestui
principiu, 1n asigurarea si evaluarea calitatii, rezultatele Tnvatarii sunt esentiale).

In aceste conditii, 1i sfatuim pe autorii fiselor de disciplina din universitati
sd predea mai putin, dar mai relevant si cu un impact mai mare pentru competentele
pe care doresc sd le aiba studentii/masteranzii lor. Continuturile stufoase nu ne
garanteaza oferirea, catre societate si cdtre piata muncii, a unor absolventi de
facultate extraordinar de buni. Acest lucru este mentionat explicit si Tn raportul
despre invatdmantul din Romania prezentat, la mijlocul lunii mai 2025, de ministrul
Educatiei, Daniel David, document intitulat Raport de diagnostic al educatiei si
cercetarii din Romdnia. Realizari prezente si implicatii pentru noi reforme in
domeniu (Raportul 0X)*'.

Tot ministrul Educatiei a afirmat’® ci, prin Legea invatamantului
preuniversitar din 2023, s-a stabilit ca 25% din timpul alocat unei discipline sa fie
dedicat nu predarii si evaludrii, ci unor activitati care vin In sprijinul invatarii si mai
ales 1n sprijinul raportarii lucrurilor Invatate la viata de zi cu zi. Ministrul a precizat
ca va prelua aceasta prevedere printr-un ordin si o va extinde si cétre celelalte cicluri
de Invatamant, intr-o forma sau alta. Credem ca ar fi foarte potrivit ca masura
mentionata sa se aplice si in invatdmantul superior unde, pentru fiecare disciplina, ar
trebui sa existe o listd clara de rezultate asteptate ale Tnvatarii studentilor. Dar ca sa
ajungem la rezultate, trebuie sa simplificim, nu sa ,,sarim”, la cursuri si la seminare,
dintr-un continut in altul si sa le oferim partenerilor nostri de activitate tot felul de
detalii inutile. Ministrul Daniel David considera — si credem ca are perfectd dreptate
— ca simplificarea reprezinta cheia succesului, in sensul ca este necesar sa renuntam
la conceptul de cantitate In favoarea calitatii, este necesar sd reducem din pretentiile
pe care le avem fata de studenti/masteranzi, deoarece, de multe ori, 1i suprasolicitam,
ii demotivam si unii dintre ei, in loc sa aiba mintea deschisa pentru profesiile catre
care se indreapta, ajung practic sd nu mai vrea sa stie nimic.
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