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CUVANT INAINTE...

In contextul globalizarii si al interconectirii culturale, educatia multiculturald devine
un pilon esential in formarea generatiilor viitoare.

Conferinta Stiintificd Internationald "Educatia multilingva si interdisciplinard in
axiologia postmodernitatii", editia a Ill-a, se desfasoard in spiritul acestei viziuni,
contribuind la promovarea diversitatii culturale si la consolidarea valorilor fundamentale
care stau la baza comunicarii si colabordrii internationale.

Organizata in cadrul Subprogramului de cercetare si inovare ,, Formarea cadrelor
didactice pentru comunicarea multilingva in context intercultural”, aceastd editie a
conferintei oferd o platformd academicd de dialog si schimb de idei, experiente si practici
inovatoare in domeniul educatiei valorilor. Evenimentul este orientat spre formarea cadrelor
didactice capabile sd raspundd provocarilor comunicdrii multilingve intr-un context
intercultural dinamic.

Prin abordarile teoretice si dezbaterile propuse, participantii vor explora modalitati
de integrare a diversitatii lingvistice si culturale 1n procesul educational, fiind evidentiat rolul
esential al profesorilor in cultivarea tolerantei, a dialogului intercultural si a intelegerii
reciproce.

Articolele incluse in aceastd editie reflectd contributiile variate si abordarile
interdisciplinare ale cercetatorilor si practicienilor din diferite spatii culturale si
educationale. Fiecare lucrare reprezintd un pas inainte In dezvoltarea unei educatii care
transcende frontierele lingvistice si culturale, oferind elevilor si studentilor un spatiu de
invatare in care sd-si dezvolte abilitati pentru comunicare eficientd si empatica intr-o lume
diversa si complexa. Beneficiarii acestei conferinte si ai materialelor publicate in urma ei
vor fi, in principal:

Cadrele didactice — Profesorii si educatorii din diverse medii culturale si lingvistice,
care vor dobandi noi cunostinte si abilitati pentru a integra educatia multiculturald in
activitatile lor didactice si pentru promovarea valorilor tolerantei, respectului reciproc si
empatiei n randul elevilor.

Studentii si masteranzii — Prin intermediul profesorilor formati, elevii, studentii si
masteranzii vor beneficia de un mediu educational care sprijind comunicarea multilingva si
valorifica diversitatea culturald. Acest context educational va contribui la dezvoltarea
competentelor interculturale si la formarea unei perspective deschise asupra realitatilor
sociale si culturale contemporane.

Cercetatorii si practicienii din domeniul educational — vor beneficia de schimbul
de idei si experiente care va stimula inovarea in educatie si va aduce noi perspective asupra
comunicarii interculturale si multilingve.

Factorii decizionali in educatie — Rezolutia, rezultatele si concluziile conferintei
pot influenta politicile educationale, incurajand crearea unor cadre de Invatare care sa
promoveze diversitatea si sd sustind comunicarea multilingva, aliniindu-se cerintelor
educationale moderne.

Astfel, conferinta are un impact extins si de duratd, sustindnd dezvoltarea
competentelor multilingve si multiculturale pe termen lung, atat in cadrul sistemului
educational national, cét si In comunitatile internationale.

Multumim tuturor participantilor si contribuabililor la aceasta editie, exprimand
speranta cd rezultatele conferintei vor servi ca sursa de inspiratie si un reper de referintd
pentru toti cei dedicati educatiei valorilor in spirit multicultural.

Cu ganduri bune, ECHIPA DE PROIECT
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Abstract: In a society characterized by linguistic and cultural diversity, education
must ensure equity and participation for all learners, regardless of their mother tongue. This
paper analyzes the concept of translanguaging as an innovative and inclusive pedagogical
strategy, relevant to the multilingual context of the Republic of Moldova. It presents the
theoretical foundations of translanguaging, linked to European and national language
policies, examples of its application in Moldovan schools, as well as current challenges
related to teacher training and the development of multilingual resources. The study is based
on the conceptual framework proposed by scholars such as Garcia, Wei, Cenoz, and Coste,
complemented by insights drawn from local educational practices. The conclusion
emphasizes that translanguaging is not merely a teaching method, but an educational
philosophy grounded in respect for diversity, the valorization of mother tongues, and the
construction of a harmonious plurilingual identity.

Keywords: translanguaging, inclusive education, multilingualism, Republic of
Moldova, plurilingual competence, CLIL.
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Rezumat: Intr-o societate caracterizati de diversitate lingvistica si culturala, educatia
trebuie sa asigure echitatea si participarea tuturor elevilor, indiferent de limba materna.
Articolul analizeazd conceptul de translanguaging ca strategie pedagogicd inovatoare si
incluziva, relevantd pentru contextul multilingv al Republicii Moldova. Sunt prezentate
fundamentele teoretice ale translanguagingului, corelate cu politicile lingvistice europene si
nationale, exemple de aplicare in scolile din Republica Moldova, precum si provocarile
actuale privind formarea cadrelor didactice si dezvoltarea resurselor multilingve. Studiul se
bazeaza pe cadrul conceptual oferit de autori precum Garcia, Wei, Cenoz si Coste, dar si pe
observatii din practici educationale locale. Concluzia subliniaza ca translanguagingul nu este
doar o metoda didacticd, ci o filozofie educationala bazata pe respectul fata de diversitate,
pe valorizarea limbilor materne si pe construirea unei identitati plurilingve armonioase.

Cuvinte-cheie: translanguaging, educatie incluziva, multilingvism, Republica
Moldova, competentd plurilingva, CLIL.

Educatia contemporana este profund influentatd de realitatea globald a
mobilitatii, migratiei si diversitdtii culturale. Republica Moldova, stat multietnic si
plurilingv, se confruntd cu o provocare dubla: asigurarea coeziunii sociale prin
promovarea limbii romane ca limba de stat si, simultan, garantarea dreptului
minorititilor nationale de a invita in limba materna [1 art. 13],. In acest context,
scoala devine un spatiu de negociere Intre politici lingvistice, identitati culturale si
practici pedagogice. Un raspuns inovator la aceste provocari il oferda conceptul de
translanguaging, introdus initial de Cen Williams (1994) [3] si dezvoltat ulterior de
Ofelia Garcia si Li Wei (2014). Acesta presupune utilizarea integrata si strategica a
tuturor limbilor cunoscute de elev in procesul de Invatare, nu ca obstacole, ci ca
resurse complementare.

In Republica Moldova, translanguagingul poate contribui semnificativ la
diminuarea barierelor lingvistice, la incluziunea elevilor alolingvi si la consolidarea
unei identitdti educationale plurilingve. Prin utilizarea constientd si echilibratda a
tuturor resurselor lingvistice ale elevilor, aceasta abordare sprijina nu doar Invatarea
limbii romane, ci si dezvoltarea competentelor cognitive si metalingvistice.
Translanguagingul oferd un cadru pedagogic incluziv, in care limbile minoritare
devin punti de acces catre cunoastere, nu obstacole, iar identitatile culturale ale
elevilor sunt recunoscute si valorizate. In contextul unei societiti multilingve si
multiculturale, aceastd practica didactica raspunde cerintelor de coeziune sociala si
echitate educationala, promovand o scoala deschisa si adaptata diversitatii lingvistice
a comunitatilor din tara.

Scopul acestui articol este de a explora relevanta translanguagingului pentru
contextul educational moldovenesc, pornind de la fundamentele teoretice si ajungand
la aplicabilitatea sa practica in institutiile cu predare in limbi minoritatilor nationale.

Conceptul de translanguaging are la baza ideea ca repertoriul lingvistic al
unui individ nu este fragmentat in compartimente separate (L1, L2, L3), ci
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functioneazd ca un sistem unitar, dinamic si interdependent [9]. Prin
translanguaging, vorbitorii mobilizeaza toate resursele lingvistice, cognitive si
culturale disponibile pentru a construi sens si a participa activ la invatare. Daca in
abordarile traditionale bilingvismul este perceput ca o alternanta intre doud coduri
distincte (code-switching), translanguagingul presupune o fuziune naturald si
creativa a limbilor, fara granite rigide [6]. Acest fenomen se manifestd in discurs,
scriere, reflectie si chiar in gandirea academicd a elevilor. Din punct de vedere
pedagogic, translanguagingul promoveaza o viziune incluziva: limba elevului devine
un mijloc de Invatare, nu o barierd. Garcia si Kleyn [10] afirma ca , translanguagingul
transforma sala de clasa intr-un spatiu de afirmare identitara si de putere lingvistica
partajata”.

In cadrul european, Common European Framework of Reference for
Languages (CEFR, 2001) sustine conceptul de competentd plurilingva, definita ca
»abilitatea de a mobiliza s1 combina resursele lingvistice disponibile intr-un mod
flexibil, in functie de context” [3, p. 168]. Astfel, translanguagingul devine expresia
practicd a acestei competente.

Republica Moldova este o societate profund diversa lingvistic. Conform
Recensamantului din 2014, 75,1% dintre cetateni au limba romana ca limba materna,
8,4% rusa, 4,6% ucraineana, 4,4% gagauza si 1,9% bulgara [1]. Aceasta realitate se
reflecta direct in sistemul de invatdmant: peste 250 de institutii ofera predare in
limbile minoritare, iar in multe regiuni (Taraclia, Comrat, Balti) se formeaza clase
eterogene, unde limba de instruire si limba familiei nu coincid. In aceste conditii,
aplicarea exclusiva a unui model monolingv conduce frecvent la anxietate lingvistica
si performante scazute pentru elevii alolingvi [13]. Prin contrast, abordarea
translanguaging oferd un cadru echilibrat intre integrare si valorizarea limbilor
minoritare.

Un exemplu practic ar fi ca in scolile cu predare bilingva romdna—rusa din
Taraclia, profesorii de stiinte au experimentat lectii in care termenii-cheie au fost
explicati simultan in ambele limbi, iar elevii au fost Incurajati sd-si noteze glosare
bilingve. Rezultatul: o crestere semnificativd a participarii elevilor si o reducere a
reticentei in exprimarea orald. Un alt exemplu il ofera Liceul ,,Vasile Levski” din
Taraclia, unde, in cadrul orelor de istorie, elevii realizeaza proiecte trilingve
(romana-bulgara—englezd), valorificand patrimoniul cultural propriu. Aceste
activitati ilustreazd aplicarea concretd a principiilor translanguagingului:
flexibilitate, cooperare si transfer de cunostinte Intre limbi.

Totodatd, integrarea modelului CLIL (Content and Language Integrated
Learning) 1n scolile minoritare a favorizat o trecere naturald de la translanguagingul
spontan la translanguagingul planificat, In care profesorul proiecteazd momente
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deliberate de comutare lingvisticd pentru a sustine intelegerea continutului [3].
Aceasta abordare permite utilizarea strategicd a limbii materne alaturi de limba de
predare, creand un mediu de invatare echilibrat, centrat pe sens si pe dezvoltarea
competentei plurilingve. In acelasi timp, CLIL contribuie la formarea unei autonomii
lingvistice mai profunde, intrucat elevii invata sa transfere cunostintele si strategiile
cognitive 1Intre limbi. Studiile recente confirma cd aplicarea constientd a
translanguagingului in contexte CLIL duce la o crestere a performantei academice si
la o atitudine pozitiva fata de diversitatea lingvistica [3]. In pofida acestor reusite,
provocarile raman semnificative: lipsa resurselor didactice bilingve, formarea
insuficienta a profesorilor in pedagogii multilingve si presiunile ideologice privind
statutul limbii romane.

Implementarea translanguagingului presupune o schimbare de paradigma
didactica, centrata pe valorizarea repertoriului lingvistic al fiecarui elev [7]. Aceasta
implica trecerea de la o abordare traditionald, bazatd pe separarea stricta a limbilor,
la una integrata si reflexiva, in care toate limbile cunoscute de elev sunt considerate
resurse legitime pentru Invatare. Din perspectiva pedagogiei incluzive, profesorul
devine un mediator lingvistic si cultural, capabil sa recunoasca, sa valorifice si sa
conecteze diversitatea lingvisticd a clasei cu obiectivele de continut [7]. Astfel,
translanguagingul nu se reduce la o simpla strategie de comunicare, ci devine o
filozofie educationald ce promoveaza echitatea, recunoasterea identitatii plurilingve
si participarea activa a tuturor elevilor in procesul de Invatare.

Din perspectiva pedagogiei incluzive [7], profesorul devine mediator
lingvistic si cultural, capabil sa creeze punti intre limbile elevilor si continuturile
academice.

e Glosare bilingve si resurse vizuale

== Proiecte trilingve colaborative

M [\ Stare bilingvd, jurnal reflexiv etc.

® Glosare bilingve si resurse vizuale
In cadrul disciplinelor stiintifice (biologie, geografie), profesorii pot utiliza liste de
termenti bilingve (romana—rusa / romana—-bulgara), sprijinite de imagini si diagrame.
Aceasta strategie faciliteaza invatarea vocabularului de specialitate si reduce izolarea
lingvisticd a elevilor minoritari.



® Proiecte trilingve colaborative
Elevii pot lucra in echipe mixte pentru a elabora materiale (postere, prezentdri
PowerPoint, videoclipuri) in doua-trei limbi. Astfel, fiecare elev contribuie din zona
sa de confort lingvistic, dar dobandeste expunere la celelalte limbi. Exemplu:
proiectul ,, Traditii comune”, realizat in limbile romana, rusa si engleza, la UPSC —
Laboratorul LEM (Limba — Educatie — Multiculturalitate), in parteneriat cu
Universitatea ,,Dundrea de Jos” din Galati.

® Perechi de invatare bilingva
Formarea de perechi intre elevi vorbitori nativi de limba romana si colegi alolingvi
permite schimbul natural de cunostinte. Comunicarea spontana dintre acestia devine
o forma autentica de translanguaging.

8 Jurnal reflexiv multilingv
Elevii pot alterna liber intre limbi in redactarea unui jurnal de invatare (,,Ce am
inteles azi?”’). Aceasta practicd dezvolta metacognitia si increderea in exprimare.

® Evaluare adaptata
Evaluarea traditionald monolingva poate fi completatd de instrumente flexibile:
rubrici bilingve, portofolii plurilingve, fise de progres care includ toate limbile de
lucru (Council of Europe, 2007 [4]). Aceste practici nu submineaza statutul limbii
romane, ci o consolideazd printr-o abordare pozitiva si accesibila. Ele confirma
principiul ,,limba materna — o resursa, nu o barierd” [7].

Desi translanguagingul este recunoscut international ca o practica incluziva
eficienta [11], aplicarea sa in Republica Moldova intampina obstacole de naturda
sistemica si culturala.

1. Formarea cadrelor didactice. Majoritatea profesorilor nu au fost instruiti in
abordari multilingve; multi continua sa considere folosirea limbilor minoritare o
abatere de la norma didactica. Universitatea Pedagogica de Stat ,,Jon Creangd”, prin
proiecte precum EduPerformance, joacd un rol esential in dezvoltarea competentelor
CLIL si translanguaging prin laboratoare specializate (LEM) si parteneriate
europene.

2. Resurse educationale limitate. Manualele si fisele bilingve sunt rare, iar cele
existente sunt adesea traduceri, nu creatii adaptate contextului local. Este nevoie de
o productie proprie de resurse multilingve digitale (toolkits, aplicatii, glosare
interactive).

3. Atitudini sociale. In unele comunitti, persisti perceptia ci promovarea limbilor
minoritare ar diminua statutul limbii romane. De fapt, translanguagingul dovedeste
contrariul: expunerea simultana la mai multe limbi consolideaza competenta in limba
oficiala [14].



4. Politici educationale. Strategia Educatia 2030 mentioneaza explicit necesitatea
adaptarii procesului educational la nevoile lingvistice si culturale ale elevilor [12].
Cu toate acestea, implementarea acestor prevederi depinde de formarea continua a
profesorilor si de sprijinul institutional.

Pentru viitor, se impune dezvoltarea unei metodologii nationale de
translanguaging, cu ghiduri practice, exemple de planificari didactice si resurse
adaptate diferitelor regiuni lingvistice ale tarii. Aceasta ar trebui sa includa ghiduri
practice, modele de planificari didactice, resurse digitale si exemple de activitati
contextualizate pentru diferitele regiuni lingvistice ale Republicii Moldova. Un
asemenea cadru metodologic ar permite integrarea coerentd a translanguagingului in
politicile curriculare nationale si ar sprijini profesorii In aplicarea unor strategii
pedagogice incluzive si flexibile, adaptate nevoilor elevilor alolingvi. In plus,
colaborarea dintre Ministerul Educatiei, universitatile pedagogice si centrele de
formare continuad este esentiald pentru validarea si diseminarea acestor instrumente,
asigurand astfel sustenabilitatea si impactul lor la nivel sistemic

Universitatea Pedagogica de Stat ,,lon Creanga” din Chisindu, prin activitatea
Catedrei de limba si comunicare, constituie un centru de excelentd in domeniul
formarii cadrelor didactice pentru disciplinele lingvistice si comunicative,
promovand de peste trei decenii o viziune modernd asupra educatiei multilingve si
interculturale. Una dintre cele mai valoroase bune practici institutionale o reprezinta
dezvoltarea parteneriatelor internationale si a mobilitatilor academice, prin care
cadrele didactice si studentii 1si consolideaza competentele lingvistice si
interculturale. Colaborarea constantd dintre Catedra de limba si comunicare a UPSC
si Catedra de Slavistica a Universitatii ,,Alexandru loan Cuza” din lasi s-a concretizat
in proiecte comune, olimpiade internationale (,,Slova rusd”), ateliere tematice si
schimburi de experientd care sustin dimensiunea europeana a educatiei lingvistice.

Totodata, universitatea desfasoara programe de formare continua pentru
cadrele didactice din scolile cu predare in limbile minoritatilor nationale, oferind
suport metodologic pentru implementarea pedagogiei plurilingve si a abordarilor
CLIL (Content and Language Integrated Learning). Aceste programe sunt aliniate la
obiectivele Strategiei Educatia 2030 si la recomandarile Consiliului Europei privind
dezvoltarea competentei plurilingve si interculturale.

In plan didactic, Catedra de limbi si comunicare a initiat si coordoneaza
programul de master ,,Educatie lingvistica si comunicare interculturala”, care are
drept scop formarea specialistilor capabili sa predea limbi n contexte multilingve si
sd gestioneze comunicarea interculturalda in medii educationale diverse (UPSC,
2021). In cadrul acestui program, se aplici metode interactive, translanguaging si
evaluare autentica, in stransa corelare cu nevoile scolilor moldovenesti.
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De asemenea, UPSC integreaza tehnologiile digitale in formarea
competentelor lingvistice prin utilizarea platformei MOODLE si a modulelor de
Tehnologii Informationale si de Comunicare (TIC), oferind studentilor acces la
resurse multilingve digitale si facilitind Invatarea mixta. Laboratorul Limba —
Educatie — Multiculturalitate (LEM) reprezintad un spatiu de cercetare aplicata unde
studentii si cadrele didactice experimenteaza activitdti de translanguaging, proiecte
trilingve si elaborarea de materiale didactice bilingve destinate scolilor din regiunile
alolingve.

In sfera stiintifici, Catedra de limba si comunicare organizeazi anual
manifestdri academice cu participare internationald, precum conferinta ,,Educatia
multiculturald — spatiu formativ pentru educatia valorilor”, oferind un cadru de
reflectie asupra politicilor lingvistice, a pedagogiei incluzive si a rolului limbilor in
constructia identitatii europene. Aceste activitati promoveaza interdisciplinaritatea si
dialogul intercultural, consolidand statutul UPSC drept institutie-pilon in domeniul
formarii lingvistice si comunicarii educationale din Republica Moldova. Prin aceste
directii de actiune — internationalizare, digitalizare, formare continud si cercetare
aplicata — Universitatea Pedagogica de Stat ,,Jon Creanga” demonstreaza capacitatea
de a transpune principiile translanguagingului in practicd educationald, contribuind
la edificarea unei culturi pedagogice bazate pe respectul diversitatii, cooperare
interculturala si competenta plurilingva.

Deci, in contextul globalizdrii si al mobilitatii crescute a populatiei, scoala
contemporana se confruntd tot mai frecvent cu realitdti multilingve. Republica
Moldova reprezintd un exemplu relevant de spatiu educational caracterizat prin
diversitate lingvistica, unde limba roméana coexistd cu rusa, ucraineana, gagiauza si
alte limbi vorbite de diferite comunititi etnice. In acest cadru, asigurarea incluziunii
lingvistice devine o prioritate a politicilor educationale si a practicilor pedagogice
moderne. O strategie eficientd in acest sens este translanguagingul, care valorifica
intregul repertoriu lingvistic al elevilor in procesul de predare-invatare.

Spre deosebire de abordarile traditionale, care impun separarea strictd a
limbilor in mediul scolar, translanguagingul recunoaste faptul cé elevii multilingvi
nu 1si compartimenteaza competentele lingvistice, ci le folosesc simultan si strategic.
Astfel, aceastd abordare contribuie la crearea unui mediu educational mai echitabil
si mai incluziv.

In scoala multilingva din Republica Moldova, translanguagingul poate avea,
deci, un rol esential in sprijinirea elevilor care invatd limba romana ca limba de
instruire, dar care folosesc acasd o altd limba materna. Prin permiterea utilizarii
limbii materne in anumite etape ale lectiei — de exemplu, pentru clarificarea
conceptelor, realizarea sarcinilor de grup sau exprimarea ideilor initiale — profesorii
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pot reduce anxietatea lingvistica si pot creste participarea activi a elevilor. In acelasi
timp, aceasta practica contribuie la consolidarea competentelor in limba de instruire,
fara a diminua statutul acesteia.

Mai mult decit o simpld tehnicd didactica, translanguagingul are o
dimensiune sociald si identitara importanta. Prin recunoasterea si valorizarea tuturor
limbilor vorbite de elevi, scoala transmite un mesaj de respect fatd de diversitatea
culturala si lingvistica. Acest fapt favorizeazd sentimentul de apartenenta si reduce
riscul marginalizarii elevilor din minorititi lingvistice. In acest sens,
translanguagingul contribuie nu doar la succesul academic, ci si la coeziunea sociala.

Translanguagingul reprezintd o strategie pedagogica relevantd si necesara
pentru scoala multilingva din Republica Moldova. Implementarea sa constienta si
sistematicd poate sprijini incluziunea lingvisticd, poate imbunatati performantele
scolare ale elevilor si poate promova respectul fata de diversitatea lingvistica. Pentru
a valorifica pe deplin potentialul acestei abordari, este necesard formarea cadrelor
didactice si integrarea translanguagingului in politicile educationale si curriculumul
national.

Calea spre Incluziune Lingvistica

v N

Definirea Principii de Baza

Translanguagingului Valorizarea limbii materne

Utilizarea flexibild o i respect pentru
limbilor pentru Taviitare identitate lingvisticd.
eficientd.
Aplicarea la Clasa Beneficii

: - Educationale
Explicarea conceptelor in v

g rulte limbi si lucru Tn Cresterea Tntelegerii si

arup- dezvoltarea competentelor
multilingve.

1
MaaTup I
Impact Social si Rolul Cadrului Didactic
Identitar

Mediator lingvistic si creator de

Incluziune lingvisticd si mediv incluziv.
consolidarea identitatii elevului.
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Concluzii:
Translanguagingul reprezintd o solutie pedagogica sustenabild pentru

sistemul educational din Republica Moldova, capabild sa armonizeze diversitatea

lingvistica si obiectivul coeziunii sociale. Prin integrarea sa, scoala devine un spatiu
al echitatii, unde toate limbile elevilor sunt valorizate ca resurse cognitive si
culturale. Aplicarea translanguagingului presupune, insa, o viziune institutionalda
deschisd si formarea profesorilor in spiritul pedagogiei plurilingve. Rolul
universitatilor — in special al UPSC ,,Jon Creanga” — este decisiv in consolidarea
acestei culturi educationale inovatoare, prin cercetare, formare si elaborarea de
materiale didactice adaptate. Astfel, translanguagingul nu este doar o metodd de
predare, ci un instrument de transformare sociald, care contribuie la construirea unei

Moldove educative, incluzive si europene.

8.

0.

REFERINTE BIBLIOGRAFICE:

. Biroul National de Statistica Recensdmantul populatiei si locuintelor 2014. Chisinau

2015.

. BULIBAS, A. Republica Moldova: intre bilingvism armonios si conflict lingvistic.

Slovo, (13), 2023, pp. 87-94.

. CENOZ, J.; GORTER, D. Multilingual education: Between language learning and

translanguaging. Cambridge University Press, 2015. ISBN 9781107455855.

. Council of Europe Common European Framework of Reference for Languages.

Cambridge University Press, 2001. ISBN 9780521005319.

. Council of Europe. From linguistic diversity to plurilingual education: Guide for the

development of language education policies in Europe. Strasbourg, 2007.

. CREESE, A.; BLACKLEDGE, A. Translanguaging in the bilingual classroom. The

Modern Language Journal, 94(1), 2010, pp.103—115.

. CUMMINS, J. Language, Power and Pedagogy: Bilingual Children in the Crossfire.

Multilingual Matters, 2000. ISBN 9781853594871

DENDRINOS, B. Multilingualism in the European Union: Policies and Practices.
University of Athens Press, 2018. ISBN 9789604661876.

GARCIA, O.; WEI, L. Translanguaging: Language, Bilingualism and Education.
Palgrave Macmillan, 2014. ISBN 9781137351642.

10. GARCIA, O.; KLEYN, T. Translanguaging with Multilingual Students: Learning

from Classroom Moments. Routledge, 2016. ISBN 9781138933256.

11. GARCIA, O.; JOHNSON, S. I.; SELTZER, K. The Translanguaging Classroom:

Leveraging Student Bilingualism for Learning. Multilingual Matters, 2021. ISBN
9781800411130.

12. Ministerul Educatiei al Republicii Moldova. Strategia Educatia 2030. Chisinau, 2020.
13. Ministerul Educatiei si Cercetarii al Republicii Moldova. Raport privind performanta

lingvisticd in scolile minoritare. Chisinau, 2023.

14. ORTEGA, Y. “Teacher, Puedo Hablar en Espafiol? PROFILE: Issues in Teachers’

Professional Development, 21(2), 2019, pp. 155-170.

15. PICCARDO, E. Plurilingualism and curriculum design. TESOL Quarterly, 47(3),

2013.pp. 600-614.
13



MULTILINGVISMUL - PUNTE DE COMUNICARE SI INTEGRARE
iIN REPUBLICA MOLDOVA

MULTILINGUALISM - A BRIDGE OF COMMUNICATION AND
INTEGRATION IN THE REPUBLIC OF MOLDOVA

Svetlana DERMENJI, dr., conf.univ.
UPS “lon Creanga’din Chisinau
Liliana NEAGA, asistent universitar
UPS “lon Creanga’din Chisindu

Svetlana DERMENJI, PhD, associate professor,
UPS “lon Creanga” from Chisinau

ORCID ID: 0000-0001-6756-7739
dermenji.svetlana@upsc.md

Liliana NEAGA, university assistant

UPS “lon Creanga” from Chisinau

ORCID ID: 0000-0002-9930-2118
neaga.liliana@upsc.md

CZU: 81°24:378
DOI: 10.46727/¢.05-06-12-2025.p14-21

Abstract: The article analyzes the value of multilingualism in both global and
national contexts, emphasizing its role in academic mobility, social inclusion, and
intercultural dialogue. The Republic of Moldova is presented as a multilingual space where
multilingual education develops through modern methods such as CLIL and through
institutional initiatives. The lon Creanga State Pedagogical University of Chisinau, through
the Department of Language and Communication, the Multilingual Education Laboratory,
and the National Center for Multilingual Education, contributes to the development of
linguistic and intercultural competences, strengthening European and international
integration.

Keywords: multilingualism, multilingual education, intercultural competence, CLIL
(Content and Language Integrated Learning), lon Creanga State Pedagogical University
(UPSC), Multilingual Education Laboratory (LEM), National Center for Multilingual
Education

Rezumat: Articolul analizeaza valoarea multilingvismului in context global si
national, subliniind rolul sdu 1n mobilitatea academicd, incluziunea sociald si dialogul
intercultural. Republica Moldova este prezentatd ca un spatiu plurilingv, unde educatia
multilingva se dezvolta prin metode moderne, precum CLIL, si prin initiative institutionale.
Universitatea Pedagogicd de Stat ,,lon Creangad” din Chisindu, prin Catedra de limba si
comunicare, Laboratorul de Educatie Multilingva si Centrul National de Educatie
Multilingva, contribuie la formarea competentelor lingvistice si interculturale, consolidand
integrarea europeana si internationala.
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Cuvinte-cheie: multilingvism, educatie multilingva, competentd interculturala, CLIL
(Content and Language Integrated Learning), UPSC (Universitatea Pedagogica de Stat ,,lon
Creanga”), Laboratorul de Educatie Multilingvd (LEM), Centrul National de Educatie
Multilingva.

Introducere

Intr-un context global marcat de mobilitate si interdependentd culturala,
multilingvismul devine o componenta strategica a dezvoltarii educationale si sociale.
In Europa, si implicit in Republica Moldova, competentele lingvistice multiple sunt
privite drept fundament al incluziunii, al cooperarii interculturale si al integrarii in
spatiul european. Multilingvismul depédseste dimensiunea strict lingvistica,
reprezentdnd un fenomen complex care influenteazd identitatea, comunicarea si
adaptabilitatea indivizilor in societatile contemporane.

Articolul de fata exploreazd modul in care Republica Moldova valorifica

resursele sale lingvistice si culturale in procesul de modernizare a sistemului
educational, punand accent pe rolul Universitatii Pedagogice de Stat ,,Jon Creanga”
din Chisindu 1n promovarea educatiei multilingve si a competentei interculturale.
Prin abordarea CLIL (Content and Language Integrated Learning) si prin initiative
institutionale inovatoare, precum Laboratorul de Educatie Multilingva si Centrul
National de Educatie Multilingva, universitatea contribuie semnificativ la formarea
cadrelor didactice capabile sa raspundd provocarilor educatiei intr-un context
plurilingv.

Scopul cercetarii este de a evidentia impactul educatiei multilingve asupra
formarii competentelor lingvistice si interculturale Tn Republica Moldova, prin
analiza exemplelor de bune practici institutionale si a politicilor educationale
orientate spre integrarea europeana.

Metodologia cercetarii

Cercetarea are un caracter descriptiv-analitic si se bazeazd pe o abordare
calitativa, orientatd spre analiza documentelor strategice si a experientelor
educationale relevante din Republica Moldova. Au fost utilizate urmatoarele metode
de cercetare:

o Analiza documentard, aplicatd asupra surselor bibliografice si
institutionale (rapoarte UPSC, documente de constituire ale Laboratorului de
Educatie Multilingva, comunicate oficiale si publicatii europene privind educatia
multilingva);

e Observatia indirectd, realizata prin studierea practicilor universitare si a
initiativelor educationale din cadrul UPSC care promoveaza metodologia CLIL si
educatia interculturala;
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e Metoda comparativa, utilizata pentru a corela experientele Republicii
Moldova cu tendintele educatiei multilingve din spatiul european;

e Analiza de continut, aplicatd asupra discursului educational si politicilor
lingvistice nationale, in scopul identificarii directiilor de dezvoltare a educatiei
multilingve.

Datele analizate provin din surse academice, rapoarte institutionale si
documente strategice, iar interpretarea lor se bazeaza pe principiile educatiei
interculturale si ale Tnvatarii integrate limba-continut.

Rezultatele cercetdrii evidentiaza faptul ca Republica Moldova se afla intr-un
proces activ de racordare la standardele europene in domeniul educatiei multilingve,
prin crearea unor structuri institutionale de sustinere, prin formarea continud a
cadrelor didactice si prin consolidarea colaborarii internationale.

In contextul globalizirii, multilingvismul a devenit o valoare fundamentali a
societatilor moderne, fiind asociat cu mobilitatea academica si profesionala,
incluziunea sociald si promovarea dialogului intercultural [1]. In prezent,
aproximativ jumatate din populatia lumii utilizeaza zilnic mai mult de o limba, ceea
ce transformd plurilingvismul dintr-o optiune intr-o necesitate [5]. Competentele
multilingve sporesc capacitatea de adaptare, flexibilitatea cognitiva si deschid noi
perspective pentru integrarea in comunitati diverse [6]. Multilingvismul, inteles ca
utilizarea si cunoasterea a doud sau mai multe limbi, reprezintd astizi o valoare
fundamentald a societdtilor moderne, un factor de progres personal, social si
profesional, dar si un mijloc esential de dialog si coeziune intr-o lume tot mai
interconectata [6; 5].

Republica Moldova este prin excelentd un spatiu plurilingv, unde se
intersecteazd limba romand — limba oficiald a statului — cu limbile minoritatilor
nationale (rusd, ucraineand, gdgauza, bulgard, polonezd s.a.) si cu limbile de
circulatie internationald (englezd, franceza, germand) [2]. Aceastd diversitate
lingvisticd confera un caracter aparte educatiei si culturii nationale, plasand
Republica Moldova in randul statelor europene preocupate de mentinerea
echilibrului intre traditie si deschiderea spre spatiul european.

Educatia multilingva nu se limiteaza la transmiterea cunostintelor lingyvistice,
ci implica si dezvoltarea unei competente interculturale si a capacitatii de a utiliza
limbile n contexte variate de comunicare. Una dintre metodele moderne de predare,
utilizata pe scard larga in Europa, este CLIL — Content and Language Integrated
Learning, adicd invdtarea integratd a continutului si limbii. Aceastd abordare
presupune predarea unor discipline (precum stiintele, educatia artisticd sau
tehnologia) prin intermediul unei limbi straine, astfel incat studentii sd dobandeasca
simultan competente lingvistice si cunostinte disciplinare [2]. In acest sens, predarea
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limbilor strdine si a limbii romane pentru alolingvi nu urméareste doar acumularea de
vocabular si structuri gramaticale, ci si formarea unor atitudini de deschidere,
toleranta si solidaritate [7].

O abordare de referintd in educatia multilingva contemporana este CLIL
(Content and Language Integrated Learning), care presupune invatarea simultana a
limbii si a continuturilor disciplinare. Prin CLIL, limba devine nu doar obiect de
studiu, ci si instrument de acces la cunostinte din domenii variate, favorizind
gandirea critica, autonomia $i motivatia pentru invatare [2].

Astfel, educatia multilingva se contureaza ca un proces complex si integrativ,
care nu urmdreste doar formarea competentelor lingvistice, ci si dezvoltarea unor
competente cognitive, interculturale si sociale, indispensabile pentru participarea
activa intr-o societate globalizata si interdependentd [2]. Ea contribuie la
flexibilitatea gandirii, la deschiderea spre diversitate si la capacitatea indivizilor de
a naviga cu succes intre diferite spatii culturale si profesionale. In acest fel,
multilingvismul devine nu doar o abilitate practica, ci si o valoare strategicd pentru
educatie si dezvoltare societala.

In Republica Moldova, implementarea metodologiei CLIL capata tot mai
multa relevanta, in special in scolile cu predare bilingva si in universitati. UPSC, prin
Catedra de Limba si Comunicare, promoveaza activ metodologia CLIL in cadrul
proiectelor educationale si de cercetare, oferind cadrelor didactice instruiri
metodologice, suporturi didactice si materiale adaptate diverselor contexte de
predare. Aceastd abordare contribuie la formarea unei invatari integrate, in care
limbajul devine atat obiect de studiu, cat si mijloc de acces la cunostinte din alte
domenii. Prin implementarea CLIL, procesul educational se transforma intr-o
experientd interactiva si interdisciplinara, care stimuleaza gandirea critica, dezvolta
autonomia in Invatare si faciliteaza integrarea studentilor internationali si a celor
alolingvi in mediul academic si cultural din Republica Moldova

De asemenea, interculturalitatea reprezintd o dimensiune indispensabila a
educatiei multilingve. Dezvoltarea competentei interculturale ii ajuta pe elevi si
studenti sa interactioneze respectuos si eficient cu persoane provenite din alte culturi,
cultivand toleranta si solidaritatea [1]. In Republica Moldova, unde diversitatea
etnicd si lingvistica este o realitate cotidiana, educatia interculturald se contopeste
organic cu cea multilingva, consolidand un cadru educational pluralist si deschis. In
contextul educatiei multilingve, competenta interculturald devine o componenta
esentiald, completand dimensiunea lingvistica prin capacitatea de a Intelege, respecta
si valorifica diversitatea culturald. Dezvoltarea acestei competente presupune nu
doar cunoasterea unor coduri lingvistice diferite, ci si dobandirea de abilitati de
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interpretare si negociere a sensurilor, de gestionare a diferentelor si de construire a
unor punti de dialog Intre comunitati [1].

Competenta interculturald include mai multe dimensiuni:

cognitive — cunoasterea unor elemente de culturd, istorie, traditii si valori;

atitudinale — deschidere, empatie, toleranta fata de alteritate;

comunicative — capacitatea de a utiliza limbile intr-un mod adecvat contextului
cultural;

critice — reflectia asupra propriei identitati culturale si a modului in care aceasta
interactioneaza cu alte identitati [4].

In Republica Moldova, dezvoltarea competentei interculturale are o importanta
aparte, dat fiind caracterul multietnic si plurilingv al societatii. In scoli si universititi,
aceasta se realizeazd prin programe educationale bilingve, prin predarea limbilor
strdine, dar si prin integrarea metodologiilor moderne (precum CLIL), care
stimuleaza contactul real cu alte culturi si contexte lingvistice. In plus, interactiunea
dintre studenti autohtoni si cei internationali din cadrul universitatilor moldovenesti
creeaza un cadru autentic de exersare a dialogului intercultural [8].

Astfel, dezvoltarea competentei interculturale nu constituie doar un obiectiv
pedagogic, ci si o necesitate sociald, contribuind la coeziunea comunitétilor si la
pregdtirea tinerilor pentru o lume interdependentd si globalizata.

Universitatea Pedagogica de Stat ,,Jon Creanga” din Chisinau (UPSC) are un
rol central in promovarea multilingvismului, datoritd experientei acumulate in
pregatirea cadrelor didactice, dar si prin activitatea Catedrei de limba si comunicare,
care instruieste alolingvi, cetdteni strdini si studenti internationali. Astfel, UPSC
devine un pol educational ce faciliteaza atat integrarea lingvistica, cét si cea culturald
a celor care studiaza in Republica Moldova [8].

Un pas important in consolidarea educatiei multilingve l-a reprezentat
inaugurarea Laboratorului de Educatie Multilingva (LEM) la UPSC. Acest laborator
este conceput ca un spatiu inovator, destinat cercetarii si practicii didactice, in care
sunt dezvoltate metodologii moderne de predare a limbilor, se elaboreaza resurse
digitale si se testeaza strategii de integrare a alolingvilor si a cetdtenilor strdini in
procesul educational [9]. Totodatda, LEM functioneazd ca platforma de formare
continud pentru cadrele didactice, oferind cursuri, ateliere si resurse adaptate noilor
tendinte pedagogice.

Un eveniment major In viata academica recentd a Republicii Moldova este
lansarea, in septembrie 2025, a Centrului National de Educatie Multilingva, n cadrul
UPSC. Centrul are misiunea de a coordona initiativele nationale in domeniul
educatiei multilingve, de a stimula cooperarea interinstitutionala si de a promova
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parteneriate cu scoli, universitdti si organizatii internationale. Prin activitatile sale,
Centrul urmareste:

e dezvoltarea competentelor lingvistice la toate nivelurile educationale,
e sustinerea procesului de formare a cadrelor didactice,

e elaborarea si implementarea de politici educationale,

e promovarea valorilor interculturalitdtii si tolerantei [8].

Aceastd initiativa confirma ca multilingvismul nu este doar o realitate sociala
a Republicii Moldova, ci si o directie strategica de dezvoltare a educatiei, orientata
spre integrarea europeand si internationald. Multilingvismul constituie o resursa
pretioasd pentru societdtile contemporane, stimuland comunicarea, coeziunea si
inovatia. Republica Moldova, prin diversitatea sa lingvisticd si prin eforturile
institutiilor academice precum UPSC, demonstreaza ca educatia multilingva poate fi
un motor al progresului social si cultural. Laboratorul de Educatie Multilingva si
Centrul National de Educatie Multilingva sunt doud repere importante care
contribuie la dezvoltarea unei culturi educationale incluzive si competitive la nivel
european. Scopul de baza al LEM 1l constituie desfasurarea cercetarilor stiintifice
fundamentale, aplicative si avansate in domeniul educatiei multilingve, precum si
activitati conexe (publicarea si diseminarea rezultatelor cercetarilor, organizarea de
sesiuni stiintifice, conferinte, consultanta metodologica etc.), orientate spre:

a) investigarea fundamentelor teoretice si metodologice ale educatiei
multilingve in contextul intercultural;

b) elaborarea si implementarea modelelor pedagogice inovatoare de
dezvoltare a educatiei multilingve;

c) dezvoltarea instrumentelor si metodologiilor de cercetare pentru
masurarea si evaluarea valorilor in educatie multilingva;

d) implicarea activa a studentilor din ciclurile I, II si III, precum si a cadrelor
didactice si cercetdtorilor in activititi de cercetare si inovare, care sa contribuie la
elaborarea lucrarilor de licenta, master si doctorat in domeniul educatiei multilingve
etc.

Activitatea LEM, conform Regulamentului LEM, vizeazd atingerea
urmatoarelor obiective:

a) integrarea cercetdrilor proprii in contextul prioritatilor nationale si
internationale privind educatia multilingva;

b) consolidarea statutului de centru de excelentd in domeniul educatiei
multilingve, prin cercetari fundamentale si aplicative de referinta;

¢) promovarea prestigiului si vizibilitatii Universitatii Pedagogice de Stat ,,lon
Creanga” la nivel national si international;

d) asigurarea parteneriatului activ dintre cercetare, iInvatamant, societate civila
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si mediul de afaceri In domeniul educatiei multilingve;

e) participarea activd la Planurile Nationale de Cercetare — Dezvoltare,
Strategia ,,Educatia 2030 si alte initiative europene si internationale;

f) atragerea de fonduri prin participarea la competitii si apeluri
nationale/internationale, pentru dezvoltarea cercetdrilor avansate si crearea unui
cadru competitiv de motivare a cercetatorilor;

g) colaborarea eficienta cu parteneri institutionali din tard si de peste hotare,
pentru consolidarea calitatii activitatilor de cercetare si inovare in domeniul educatiei
multilingve.

In perspectivi, consolidarea politicilor lingvistice si educationale in Republica
Moldova, in consonanta cu standardele europene, va asigura nu doar formarea unor
cetdteni multilingvi si interculturali, ci si crearea unui mediu educational capabil sa
raspundd provocdrilor globale. Multilingvismul nu este doar un instrument de
comunicare, ci $i o resursd strategica pentru dezvoltarea durabila, favorizind
dialogul dintre comunitati, extinderea cooperarii internationale si cresterea
precum Laboratorul de Educatie Multilingvd si Centrul National de Educatie
Multilingva — reprezintd nu doar realizari institutionale, ci si pasi concreti spre
afirmarea Republicii Moldova ca spatiu educational european deschis, plurilingv si
intercultural.

Concluzii

Analiza fenomenului multilingvismului in Republica Moldova releva faptul ca
acesta constituie nu doar o trasatura definitorie a identitatii nationale, ci si o strategie
de dezvoltare educationald si sociald orientatd spre integrarea europeana.
Multilingvismul devine un element-cheie al dialogului intercultural si al incluziunii,
contribuind la formarea unei societati bazate pe respect reciproc, cooperare $i
deschidere catre diversitate.

Rezultatele cercetarii confirma ca Universitatea Pedagogica de Stat ,,Ion
Creangd” din Chisindu este un pilon al educatiei multilingve in Republica
Moldova, prin viziunea sa modernd si deschiderea constanta catre parteneriate
internationale. Institutia isi consolideaza rolul de centru de excelenta lingvistica si
interculturala, oferind un cadru educational incluziv, adaptat standardelor europene
si orientat spre dezvoltarea competentelor cheie pentru secolul XXI.

Prin activitatea Catedrei de limba si comunicare, a Laboratorului de
Educatie Multilingva (LEM) si a Centrului National de Educatie Multilingva
(CNEM), universitatea promoveaza metodologia CLIL si inovatia pedagogica,
contribuind la formarea cadrelor didactice multilingve si la integrarea studentilor
alolingvi si internationali in mediul academic moldovenesc. Aceste structuri
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reprezintd exemple de bune practici care sustin dialogul intre culturi si perfectionarea
continud a educatiei lingvistice in Republica Moldova.

In acest sens, UPSC demonstreazi o deschidere institutionali activi spre
cooperare europeand si internationald, valorificand experientele partenerilor externi
si promovand o culturd educationala bazata pe diversitate, incluziune si performanta.

In perspectivd, consolidarea educatiei multilingve necesiti continuarea
cercetarii si a inovarii pedagogice, precum si extinderea retelelor de colaborare cu
institutiile academice europene. Multilingvismul ramane, astfel, o resursa strategica
pentru dezvoltarea durabila a Republicii Moldova, o punte Intre culturi si o garantie
a integrarii sale intr-un spatiu educational si valoric comun.
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Abstract: The study investigates the role of the mother tongue and multilingualism
in the development of postmodern axiological consciousness, emphasizing the importance
of linguistic integration in values education. The mother tongue is presented as an
axiological vector, providing students with a cultural and ethical framework for
understanding values and strengthening moral reflection. In the educational context,
strategies are proposed that simultaneously leverage the mother tongue and foreign
languages, such as translanguaging, intercultural projects, plurilingual ethical debates,
comparative reading and text analysis, and the plurilingual portfolio. Additionally, various
educational activities are highlighted that integrate the mother tongue and the studied foreign
languages within axiological education, including the Plurilingual Values Journal,
Plurilingual Readings and Discussions, Plurilingual Ethical Debates, Plurilingual Ethical
Narratives, Atlas of Universal Values, and Stories of Empathy. The study concludes that the
use of the mother tongue and multilingual competencies enriches axiological education and
fosters a robust postmodern ethical consciousness.

Keywords: mother tongue, multilingualism, axiological consciousness,
postmodernity, formation

Rezumat: Lucrarea investigheaza rolul limbii materne si al multilingvismului in
dezvoltarea constiintei axiologice postmoderne, accentuand importanta integrarii lingvistice
in educatia valorilor. Limba materna este prezentata ca vector axiologic, oferind elevilor un
cadru cultural si etic pentru intelegerea valorilor si consolidarea reflectiei morale. In context
didactic, sunt propuse strategii care valorificd simultan limba materna si limbile straine,
precum: translanguarea (eng. translanguaging), proiectul intercultural, dezbaterile etice
plurilingve, lectura comparata si analiza textelor, portofoliul plurilingv. De asemenea se
insistd asupra unor diverse activitati educative, care valorificd simultan, in cadrul educatiei
axiologice, limba materna si limbile strdine studiate, precum: Jurnalul plurilingv al valorilor,
Lecturi cu discutii plurilingve, Dezbateri etice plurilingve, Naratiunea etica plurilingva,
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Atlasul valorilor universale, Povesti ale empatiei etc. Studiul concluzioneaza ca utilizarea
limbii materne si a competentelor multilingve imbogéteste educatia axiologica si favorizeaza
o0 constiinta etica postmoderna solida.

Cuvinte-cheie: limbd maternd, multilingvism, constiinta axiologica, postmodernitate,
formare

Introducere
Formarea constiintei axiologice reprezintd un obiectiv central al educatiei

contemporane si al cercetdrilor In domeniul stiintelor umaniste, intrucit aceasta
defineste capacitatea individului de a identifica, evalua si integra valorile morale,
estetice si culturale in propria experientd personali si sociali. In societatea
postmoderna, caracterizata prin pluralism cultural si tendinta de globalizare, educatia
valoricd se confruntd cu provocari fara precedent, generdnd necesitatea identificarii
unor mecanisme eficiente de transmitere si consolidare a valorilor fundamentale. In
acest context, limba materna se afirmd nu doar ca un instrument esential de
comunicare, ci si ca un vector privilegiat al culturii si identitatii, avand un rol decisiv
in formarea si mentinerea reperelor axiologice ale individului. Ea permite
transmiterea valorilor traditionale, a normelor morale si culturale, precum si a
experientei literar-artistice care modeleazd constiinta esteticd si eticd a
elevilor/studentilor. Prin intermediul literaturii, istoriei si al artei, limba materna
contribuie la dezvoltarea gandirii critice, la capacitatea de reflectie si la
discerndamantul valoric, oferind un cadru stabil si coerent pentru orientarea
axiologicd in conditiile unei societdti caracterizate de relativism si diversitate
culturald. In acelasi timp, un rol complementar si indispensabil in formarea
congtiintei axiologice postmoderne 1l joacd multilingvismul. Studierea si vorbirea
mai multor limbi permit accesul la perspective culturale diverse, favorizeaza
compararea si interferenta valorilor si dezvoltd competentele interculturale ale
indivizilor. Multilingvismul nu diminueaza importanta limbii materne, ci o
consolideaza, oferind un cadru extins pentru dialog intercultural, dezvoltarea
tolerantei si adaptabilitatea axiologicd intr-o lume globalizata. Astfel, combinarea
limbii materne cu competentele multilingvistice constituie un mecanism strategic
pentru educatia axiologicd, in care stabilitatea identitara si flexibilitatea valorica
coexistd armonios. Abordarea interdisciplinara, care Tmbina lingvistica, literatura si
pedagogia, devine esentiald pentru analiza influentei limbii materne si a
multilingvismului asupra constiintei axiologice. Aceasta permite nu doar
evidentierea rolului traditional al limbii materne, ci si explorarea modului in care
competentele multilingvistice contribuie la consolidarea unei perspective critice,
flexibile si responsabile asupra valorilor morale si culturale. Studiul de fata isi
propune sd analizeze aceste relatii complexe, identificand strategii si metode
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didactice care sa valorifice simultan limba materna si multilingvismul in procesul de
educatie axiologica, si sd contribuie astfel la formarea unor indivizi capabili sa
navigheze intre traditie si inovatie, Intre valorile locale si cele globale. Prin urmare,
aceastd cercetare se inscrie intr-un demers mai larg de revalorizare a limbii materne
in context educational postmodern si de evidentiere a beneficiilor multilingvismului
in consolidarea constiintei axiologice. Articolul propune o analizd detaliatd a
modului in care aceste doua dimensiuni lingvistice interactioneaza pentru a sprijini
dezvoltarea identitatii culturale si morale, oferind totodatd perspective metodologice
pentru integrarea lor eficienta in procesul educational contemporan.

Limba materna ca vector axiologic

Limba maternd joacd un rol fundamental in formarea constiintei axiologice,
actiondnd nu doar ca instrument de comunicare, ci si ca purtator al traditiilor
culturale, al normelor morale si al valorilor comunitare. In educatia postmoderna,
unde pluralismul valorilor si criza sensului devin realitati cotidiene, limba materna
serveste drept cadru stabil si coerent in care -elevul/studentul poate sd
internationalizeze si sd interpreteze valorile care ii definesc identitatea. Din
perspectiva psiholingvisticii, structura si lexicul limbii materne influenteazd modul
in care individul conceptualizeaza realitatea si judeca experientele morale. Lingvistul
si antropologul american Benjamin Lee Whorf [5], cunoscut mai ales pentru teoria
relativitatii lingvistice, impreund cu mentorul sdu, Edward Sapir [6] au lansat aceasta
teorie, deseori numita ipoteza Sapir — Whorf, si au ardtat cd limbajul modeleaza
perceptiile, filtreazd experientele si contribuie la construirea unui sistem coerent de
valori. Conform acestei teorii, limba nu este doar un instrument de comunicare, ci
influenteazd modul 1n care percepem si intelegem realitatea. Structurile limbii pe
care o vorbim influenteazd si modeleaza in parte gindirea noastra. Astfel, limba
maternd modeleaza din punct de vedere axiologic vorbitorii: ea transmite implicit
norme sociale, reguli de convietuire si repere culturale care ghideaza
comportamentul si gandirea morald a individului, functionand ca un filtru cultural.

In educatie, utilizarea limbii materne faciliteaza crearea unui cadru familiar si
sigur, in care elevii se pot exprima liber, pot pune Intrebari si pot reflecta asupra
propriei experiente axiologice. Aceasta libertate de expresie stimuleaza gandirea
critica si dezvoltarea competentelor morale si civice, contribuind la formarea unei
congstiinte axiologice autentice, care nu este doar receptiva (individul recepteaza si
intelege valorile: stie ce este o valoare si o recunoaste atunci cand o intalneste), ci si
reflexiva (individul analizeaza semnificatia valorii, o raporteaza la situatii concrete:
o recunoaste si intelege de ce ea conteazd), si critica (individul nu doar intelege
valorile, ci le evalueaza in mod matur si le selecteaza pe cele cu care se identifica si
pe care le considera juste, adica poate discerne intre valorile autentice si cele false)
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[3]. De exemplu, studiile realizate in contextul scolilor bilingve sau multilingve [1]
arata ca elevii care invata in limba materna isi asuma mai usor valorile culturale si
morale ale comunitatii lor, demonstrind o mai mare coerentd intre cunoastere,
atitudine si comportament. Mai mult, limba maternd ofera elevilor un punct de
ancorare in fata diversitatii culturale si lingvistice care domneste 1n scolile
multilingve. In contextul postmodern, unde valorile traditionale coexisti cu
perspective alternative, capacitatea de a se raporta la propriul sistem axiologic devine
esentiala pentru dezvoltarea identitdtii morale si culturale. Prin intermediul limbii
materne, elevii dobandesc nu doar competente lingvistice, ci si 0 ,,busold axiologica”
care le permite sd filtreze informatiile externe, sa evalueze si sd inteleaga
semnificatia unor valori si si dezvolte discernimantul moral. In plus, limba materna
functioneaza ca mediu de transmitere a patrimoniului cultural si a traditiilor morale,
inclusiv prin tezaurul folcloric, paremii, mituri si poezie. Aceste forme culturale nu
doar imbogatesc vocabularul si dezvoltd competentele lingvistice, ci 11 permit
elevului s@ experimenteze si sd adopte valori precum respectul, responsabilitatea si
empatia. Integrarea limbii materne in activitatile curriculare si extracurriculare — de
exemplu, prin povesti traditionale, dezbateri sau proiecte interculturale — oferd un
cadru practic de formare axiologica, consolidand legatura dintre limbaj, gandire si
valori. Astfel, limba maternd nu poate fi considerata doar un instrument de predare,
ci si un vector axiologic esential, un mediu in care educatia postmoderna se
transformd Intr-un spatiu hermeneutic, in care elevul recepteaza valori si le
interpreteaza, le analizeaza critic si le integreaza in propria experientd de viata.
Aceastd dimensiune este deosebit de importantd In contextul educatiei multilingve,
in cadrul careia limba maternd serveste drept reper stabil, iar limbile straine extind
perspectiva axiologica si interculturala.

Strategii didactice de integrare a limbii materne si a multilingvismului in
educatia valorilor

In contextul globalizirii accelerate si al interferentei culturilor, educatia
modernd este chemata sd depdseasca granitele unei abordéri strict monolingve si
monoculturale. Diversitatea lingvisticd si culturala a spatiului educational
contemporan impune noi paradigme pedagogice, capabile sa valorifice potentialul
formativ al limbii materne, dar si al competentelor multilingve. In acelasi timp,
scoala ramane un spatiu privilegiat al formarii axiologice - al cultivarii valorilor
umane, morale, culturale si civice. Astfel, se contureaza o necesitate: integrarea
strategica a limbii materne si a multilingvismului 1n procesul de educatie axiologica,
prin metode didactice care sa stimuleze constiinta identitara, dialogul intercultural si
gandirea criticd. Evident, un demers didactic care valorifica plurilingvismul si limba
maternd in formarea valorilor trebuie sd se fundamenteze pe cateva principii
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pedagogice esentiale: a) principiul interculturalititii (procesul educational trebuie
sd creeze contexte de invatare in care diferentele lingvistice si culturale sunt
percepute ca resurse, nu ca bariere; b) principiul reflexivitatii (elevul este incurajat
sa reflecteze asupra propriei identitati lingvistice si valorice, dar si asupra
perspectivelor celorlalti; ¢) principiul comunicarii etice (interactiunile lingvistice
devin contexte de practicare a valorilor: respect, ascultare, empatie, responsabilitate
discursiva; d) principiul transferului competential (cunostintele si abilitétile
dobandite intr-o limba se transfera in alte limbi, consolidand gandirea criticd si
capacitatea de argumentare); e) principiul valorizarii experientei personale (limba
maternd devine un punct de plecare pentru explorarea celorlalte culturi si pentru
raportarea axiologica la diversitate).

Una dintre strategiile integrative este cea a translanguagingului
(translingvisticd). Introdus initial de Cen Williams [7], ca strategie didactica in
contextul educatiei bilingve galeze-engleze, care implica folosirea ,,ambelor limbi
ale elevului intr-un mod complementar” (elevii citeau in limba galeza si raspundeau
in limba engleza (sau invers), conceptul de translanguaging desemneaza utilizarea
integrata si dinamica a Intregului repertoriu lingvistic al individului in procesul de
invatare. In acest caz, nu este vorba doar despre alternanta codurilor lingvistice, ci
despre o practica pedagogica prin care elevii combina, negociaza si construiesc
sens folosind toate limbile pe care le stipanesc, ca un singur continuum de
resurse comunicative. in contextul educatiei axiologice, translanguagingul devine
o metoda didactica valoroasa pentru ca permite elevilor sa exprime valori, emotii si
convingeri morale in limba care le este cea mai apropiata afectiv — limba materna.
Totodatd, aceastd strategie faciliteazd compararea si negocierea valorilor
exprimate in diferite limbi si culturi, sustine recunoasterea diversitatii lingvistice
ca valoare educationald in sine, promovand respectul si incluziunea. Ofelia Garcia
[4] a dezvoltat teoria translanguagingului ca perspectiva socioconstructivista asupra
limbajului si identitatii, in care limbile nu sunt compartimente separate, ci resurse
comunicative interconectate. Astfel, in aplicarea strategiei respective se porneste de
la ideea ca fiecare vorbitor plurilingv posedd un repertoriu lingvistic unificat,
alcatuit din resurse lexicale, pragmatice si culturale provenite din mai multe limbi.
Aceasta abordare este consonantd cu teoriile lui J. Cummins [1] privind
interdependenta competentelor lingvistice — competentele dezvoltate in limba
materna sprijind invatarea limbilor secundare si invers, intr-un proces de transfer
cognitiv si axiologic.

In plan practic, translanguagingul poate fi implementat printr-o varietate de
activitati educative care valorificd simultan, in cadrul educatiei axiologice, limba
materna si limbile strdine studiate, precum:
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a) Jurnalul plurilingv al valorilor. Elevii redacteaza un jurnal reflexiv in care
descriu experiente personale legate de valori morale, alternand limbile in functie de
contextul afectiv sau cultural al fiecarei experiente. De exemplu, pot povesti o
intamplare din opera literara sau traitd in familie in limba materna si o situatie scolara
intr-o alta limba.

b) Lecturi si discutii translingvistice. Se cauta un proverb in limba materna
care ar insuma mesajul textului literar studiat sau care ar ajuta la asimilarea unui
continut de gramaticd (ex: Cine spune adevarul nu greseste). Profesorul le poate
propune elevilor varianta proverbului respectiv in limba strdina pe care ei o studiaza
in scoala pentru a fi analizat din perspectiva asemanarilor si diferentelor semantice
(sau gramaticale), in alte cazuri elevii insisi pot traduce proverbul.

¢) Dezbateri etice plurilingve. Intr-o dezbatere pe teme morale, elevii pot fi
incurajati sd formuleze argumente in limba maternd, dar sa le traduca si in limba
straind pe care o studiaza. Aceastd alternanta le ofera oportunitatea de a reformula si
a nuanta sensurile valorilor, fapt ce dezvolta precizia morala si capacitatea de a fi
empatic. De exemplu, un elev care vorbeste romana si franceza poate observa ca
adevar si vérité nu implicd exact aceleasi conotatii culturale, el urmand sa reflecteze
asupra modului in care fiecare limba codifica valorile etice.

d) Naratiunea etica §i plurilingva. Se propune redactarea unei povesti morale
colective, in care fiecare elev contribuie cu o parte in limba sa materna sau intr-o alta
limba cunoscuta. Povestea devine un mozaic lingvistic si axiologic, exprimand
solidaritatea si respectul pentru diversitate. Aceastd activitate integreaza educatia
morala cu cea esteticd si comunicativa, punand accent pe creatia colectiva si pe
dialogul intercultural.

O altd metoda care poate plasa elevul in centrul activitatii educative, oferindu-
1 posibilitatea de a explora valori, identitati si perspective culturale prin cooperare si
reflectie, este cea a proiectului intercultural. In esenti, metoda proiectului presupune
organizarea procesului de Invatare in jurul unei teme complexe, cu relevantd morala
si culturald, abordatd interdisciplinar si colaborativ. Conform opiniei lui John
Dewey, pedagog si psiholog american, ,,invatarea autentica se produce atunci cand
elevii participd activ la construirea sensului, pornind de la experientele lor reale” [2,
p. 59]. In varianta interculturald, proiectul capiti o dimensiune suplimentara:
elevii/studentii exploreaza valori si concepte morale din perspectiva mai multor
culturi si limbi. Referitor la etapele principale ale aplicarii metodei, adaptate pentru
scopuri axiologice, acestea ar putea fi urmatoarele: a) selectarea temei valorice si
culturale, care si reflecte o valoare universald (ex. respect, responsabilitate,
libertate, diversitate culturald; b) stabilirea obiectivelor lingvistice si morale (se
stabilesc competentele ce urmeaza a fi dezvoltate: exprimarea valorilor in limba
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maternd si in alte limbi, empatia interculturala, argumentarea etica); c)
documentarea multilingva (formabilii cautd informatii, texte, proverbe, articole,
fragmente literare in diverse limbi, pentru a descoperi modul in care valoarea este
exprimata cultural); d) cooperarea interculturald — activitati in grupuri mixte, unde
elevii/studentii compara, traduc si discutd sensurile descoperite, valorificand
experientele personale; e) realizarea produsului final (poate fi un afis, o prezentare
digitala, o expozitie, o revistd, un clip video sau un portofoliu plurilingv al valorilor);
f) reflectia axiologica (elevii analizeazd ce au invatat despre valoarea studiata,
despre propria identitate si despre diversitatea culturald).

Cat priveste tipologia proiectelor interculturale, acestea pot fi diverse. Dintre
ele mentionam urmatoarele:

a) Atlasul valorilor universale — Impartiti in echipe, elevii aleg cateva valori
fundamentale — respect, onestitate, solidaritate, responsabilitate — si le investigheaza
etimologic, cultural si moral in diferite limbi. Fiecare echipa prezintd rezultatele sub
forma unui atlas digital care cuprinde definitii, expresii, citate literare si proverbe
din diverse culturi;

b) Povesti ale empatiei. Elevii colecteaza povesti autentice din propria familie
sau comunitate, care reflectd anumite valori (bunatatea, compasiunea, curajul etc.).
Povestile sunt redactate in limba maternd, apoi traduse in limbile strdine studiate.
Etapa de reflectie presupune compararea modului in care diferite limbi exprima
emotiile morale. Rezultatul este un volum plurilingv de naratiuni morale, care
poate fi prezentat in cadrul unui eveniment intercultural;

c) Valori in proverbe si expresii populare. Elevii identificd proverbe si
expresii idiomatice in limba maternd si in alte limbi, pe teme morale. Se discuta
asemanarile si diferentele dintre ele. Rezultatul poate lua forma unei expozitii
plurilingve de proverbe ilustrate, insotite de explicatii despre contextul cultural.

d) Dialogul valorilor. Elevii sunt organizati la o masa rotunda plurilingva in
care fiecare prezinta cate o valoare considerata esentiald in cultura proprie si/sau in
cea a altor popoare. Discutiile pot fi purtate alternativ in limba materna si intr-o limba
strdind, cu traduceri reciproce.

In contextul strategiilor de integrare a limbii materne cu alte limbi vorbite,
dezbaterile oferd un cadru excelent pentru educatia morala si civicd. Organizarea de
dezbateri bilingve sau plurilingve stimuleazd argumentarea eticd, empatia si
gandirea critica. Apeland a aceasta strategie didactica, profesorul le poate propune
elevilor sa dezbatd teme, precum ,,Este toleranta o valoare universald?”, folosind
alternativ limba maternd si o limba straina. Schimbarea codului lingvistic determina
o flexibilitate cognitiva si o mai buna constientizare a relatiei dintre limbaj, valori si
culturd. Trebuie de subliniat cd metoda dezbaterii se bazeaza pe pedagogia dialogica
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a lui P. Freire [3], in care Invatarea morald nu se realizeaza prin transmiterea de
norme, ci prin confruntarea si negocierea semnificatiilor in contexte comunicative
autentice.

Lectura comparatd si analiza textelor multiculturale este o altd strategie
didactica, ce poate fi utilizata cu succes in vederea educatiei valorilor prin integrarea
limbii materne si a multilingvismului. In acest caz, textele literare si culturale
reprezintd un teren fertil pentru educatia axiologica. Activitatile de lectura
comparata, ca, de exemplu, analizarea motivului eroismului sau al sacrificiului in
texte provenind din culturi si limbi diferite, favorizeaza descoperirea convergentelor
valorice. Prin interpretarea textelor in limba materna si in limbi strdine, elevii
dezvolta o constiintd plurilingva a valorilor, Intelegdnd cum universul moral se
exprima diferit, dar pastreaza sensuri comune. Metoda respectiva poate fi extinsa si
la analiza discursurilor publice sau a cantecelor populare/culte, explorand felul in
care valorile sunt transmise prin expresii idiomatice si metafore culturale.

Portofoliul plurilingv (recomandat si de Consiliul Europei prin European
Language Portfolio), ca strategie didactica, poate fi adaptat pentru educatia
axiologica. Elevilor 1i se ofera oportunitatea de a documenta experientele lor de
invatare lingvisticd si interculturald si, ulterior, sd reflecteze asupra valorilor
implicate: respectul pentru diversitate, responsabilitatea comunicarii, solidaritatea in
cooperare. Acest instrument dezvoltd metacognitia si autoevaluarea etica, oferind un
spatiu de reflectie personald asupra modului in care limbajul modeleaza valorile si
relatiile interumane.

Concluzii si recomandari

Analiza rolului limbii materne si al multilingvismului in formarea constiintei
axiologice postmoderne evidentiazd importanta integrarii coerente a acestor
competente in educatia contemporand. Studiile teoretice si exemplele de practica
aratd ca limba maternd ofera un cadru stabil pentru interiorizarea valorilor culturale
si morale, in timp ce multilingvismul extinde orizontul axiologic al elevilor,
facilitdnd reflectia comparativa si dezvoltarea empatiei interculturale. Practicile
educationale moderne, inclusiv proiectele Erasmus+, schimburile interculturale si
utilizarea platformelor digitale, precum eTwinning, demonstreaza cad integrarea
limbii materne cu competentele multilingve creeaza un spatiu hermeneutic si
reflexiv, in care elevii/studentii pot experimenta, compara si aplica valori in contexte
multiple si autentice. Aceasta abordare nu doar ca dezvolta abilitati lingvistice si
cognitive, ci si contribuie In mod direct la formarea constiintei morale, a
responsabilitatii civice si a competentelor interculturale, toate esentiale in educatia
postmoderna. Totusi, analiza unor eventuale riscuri sau esecuri aratd ca succesul
acestei integrari depinde de mai multi factori: pregatirea cadrelor didactice, resursele
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materiale, infrastructura digitald, metodologiile interdisciplinare si capacitatea
elevilor de a face fata pluralismului valoric. Lipsa unor politici coerente sau a
suportului institutional poate limita efectele pozitive ale multilingvismului asupra
formarii axiologice. Profesorii trebuie sd fie nu doar mediatori de limba, ci si
facilitatori ai reflectiei critice si ai dialogului intercultural, ceea ce necesitd formare
continud si suport profesional adecvat.

Pornind de la aceste constatari, se pot formula cateva recomandari concrete
pentru practica educationala:

a) integrarea interdisciplinara: limbile strdine si limba materna trebuie sa
fie integrate cu arta, literatura, istoria, educatia civica si studiile culturale, pentru a
permite elevilor sd perceapa valorile In contexte complexe si autentice;

b) proiecte experientiale si comunitare: implicarea elevilor in cercetarea
traditiilor locale, vizitarea muzeelor, organizarea unor festivaluri sau ateliere de
creatie in colaborare cu comunitatea dezvoltd competente axiologice si civice
aplicabile n lumea reala;

c) utilizarea tehnologiilor digitale: platformele de schimb intercultural,
storytelling digital si proiectele colaborative online ofera oportunitati pentru
aplicarea multilingvismului si pentru reflectia asupra valorilor in contexte globale;

d) formarea continud a cadrelor didactice: profesorii trebuie sa
dobandeasca competente interdisciplinare, interculturale si reflexive pentru a ghida
elevii Tn navigarea pluralismului valoric;

e) evaluarea reflexiva si participativa: evaludrile nu trebuie sa se
concentreze doar pe competentele lingvistice, ci si pe capacitatea elevilor de a aplica
valorile, de a analiza dilemele morale si de a actiona responsabil in contexte
interculturale.

Asadar, limba maternd si multilingvismul nu sunt doar instrumente de
comunicare, ci si vectori esentiali ai formarii unei constiinte axiologice postmoderne.
Integrarea lor coerenta in educatia interdisciplinara si interculturala permite elevilor
sa dezvolte judecatd morald, empatie si competente civice, pregatindu-i sd faca fata
complexitdtii lumii contemporane. Astfel, educatia multilingva devine nu doar un
mijloc de comunicare a cunostintelor, ci si un spatiu hermeneutic in care valorile
culturale si morale sunt experimentate, reflectate si aplicate responsabil.
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Rezumat: In contextul educational al secolului XXI, definit de interdependenta si
pluralitate culturala, multilingvismul si incluziunea educationald devin doua dintre reperele
fundamentale ale unei scoli moderne si democratice. Limbile, privite nu doar ca instrumente
de comunicare, ci si ca purtatoare de valori si identitati, ofera posibilitatea construirii unor
punti autentice Intre culturi. Astfel, multilingvismul contribuie la formarea competentelor
interculturale, la stimularea dialogului si la consolidarea coeziunii sociale. Incluziunea
educationald, la randul ei, presupune acces echitabil, participare activd si recunoasterea
valorii fiecarui elev, indiferent de provenienta sau limba maternd. Atunci cand este sustinuta
de principii axiologice clare — echitate, respect, solidaritate — educatia reuseste sa transforme
diversitatea intr-o resursi si nu intr-o bariera. In aceasti viziune, scoala nu este doar un loc
de transmitere a cunostintelor, ci si un spatiu de formare morala si civica, unde valorile devin
fundament pentru dezvoltarea durabila a societatii.

Cuvinte-cheie: multilingvism, incluziune educationald, multiculturalitate, valori
educationale, dialog intercultural.

Abstract: In the educational landscape of the 2Ist century, marked by
interdependence and cultural diversity, multilingualism and educational inclusion stand out
as essential foundations of a democratic and forward-looking school system. Languages are
not only means of communication but also bearers of values, traditions, and identities,
making them powerful instruments for building genuine bridges between cultures.
Multilingualism, therefore, becomes a key factor in shaping intercultural competences,
encouraging dialogue, and fostering social cohesion. At the same time, educational inclusion
requires equal opportunities, active participation, and the recognition of each learner’s value,
regardless of cultural or linguistic background. Anchored in fundamental axiological
principles — equity, respect, and solidarity — education is capable of transforming diversity
into a resource rather than a challenge. Within this framework, schools are called to
transcend the role of simple knowledge providers and to become formative spaces where
moral and civic values guide both personal growth and sustainable societal development.
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Introducere

Educatia secolului XXI se desfasoara intr-un context global marcat de
interdependenta, mobilitate si pluralitate culturala, procese care determina
redefinirea rolului scolii si a functiilor sale sociale. Fenomene precum migratia
internationald, expansiunea mediilor digitale si intensificarea schimburilor
economice si sociale configureaza un spatiu educational complex si divers. In acest
cadru, limbile nu se mai reduc la statutul de instrumente de comunicare, ci se afirma
drept purtatoare de identitati si valori culturale, contribuind la consolidarea coeziunii
sociale si la afirmarea dimensiunii axiologice a educatiei.

Actualitatea problemei

Multilingvismul, in acceptiunea actuala, depdseste simpla acumulare de
competente lingvistice. El este privit ca un element constitutiv al competentelor
interculturale si civice, avand rol formativ in procesul de construire a unei societéti
democratice si incluzive. Documente de politica educationald la nivel european,
precum Cadrul European Comun de Referinta pentru Limbi (2001; Volumul
complementar, 2020), subliniaza relevanta abordarilor plurilingve si pluriculturale,
accentuand faptul cd identitdtile lingvistice multiple contribuie la participarea
democratica si la promovarea echitatii educationale.

Din perspectiva psihopedagogica, studiile lui Jim Cummins (2009)
demonstreaza ca dezvoltarea competentelor bilingve si multilingve este asociata cu
beneficii cognitive, sociale si academice semnificative. Sustinerea limbii materne si
valorizarea identitatilor lingvistice reprezintd, in aceastd logica, premise esentiale ale
incluziunii educationale si conditii ale justitiei educationale. Astfel, multilingvismul
nu poate fi conceput ca o dimensiune optionald, ci ca o necesitate pentru o scoala
care aspira sa fie echitabild, democratica si orientata spre dezvoltare durabila.

Incluziunea educationala depaseste astdzi cadrul restrans al integrarii
traditionale si se defineste ca un proces complex, orientat spre transformarea scolii
intr-un spatiu deschis tuturor. Conform documentelor elaborate de UNESCO (2017,
2019) si in concordantd cu Agenda pentru Obiectivul de Dezvoltare Durabila 4
(ODD4 — Educatie de calitate), scoala incluziva are menirea de a asigura acces
echitabil, participare deplina si valorizarea fiecarui elev, indiferent de origine etnica,
limba, statut socio-economic sau abilitati individuale.

In aceasta perspectivi, dimensiunea axiologici devine indispensabila. Valori
precum echitatea, respectul, solidaritatea si justitia educationald nu constituie
simple orientari de principiu, ci criterii concrete prin care se masoara capacitatea
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sistemului educational de a transforma diversitatea intr-un avantaj si ntr-o resursa
pentru comunitate. Prin promovarea acestor valori, scoala depaseste rolul de
institutie transmisiva si se afirma drept un cadru formativ, cu impact moral si civic,
in care educatia nu numai ca dezvoltd competente academice, dar contribuie si la
fundamentarea unei societati coezive si durabile.

Multilingvismul se contureaza ca un concept complex, care nu se reduce la
acumularea mecanici a unor cunostinte lingvistice disparate. In literatura de
specialitate, acesta este definit ca abilitatea indivizilor sau a comunitatilor de a utiliza
mai multe limbi In contexte variate, intr-o maniera functionald, flexibild si adaptata
situatiilor de comunicare (Jean-Claude Beacco, 2005). Spre deosebire de bilingvism,
care presupune stapanirea a doud limbi, multilingvismul desemneaza un repertoriu
mai extins, In cadrul caruia competentele lingvistice se completeazd si
interactioneaza dinamic, contribuind la dezvoltarea competentelor interculturale si
la consolidarea coeziunii sociale.

Consiliul Europei promoveaza conceptul de competenta plurilingva si
pluriculturala, in baza caruia individul nu mai este privit ca un ,,vorbitor monolingv
ideal” al fiecarei limbi, ci ca un utilizator capabil s mobilizeze si sa integreze resurse
lingvistice si culturale variate in functie de context. Aceastd abordare pune accent pe
interconexiunea si complementaritatea competentelor lingvistice, in locul unei
stdpaniri perfecte a fiecdrui cod. Viziunea este consacratd in mod explicit in
Volumul complementar al CECRL (2020), document care situeaza
multilingvismul in centrul educatiei moderne, tratandu-I drept premisa fundamentala
pentru formarea cetateniei democratice si pentru dezvoltarea dialogului intercultural.

Cercetarile realizate de Jim Cummins (2000, 2009) evidentiazd faptul ca
dezvoltarea bilingvd si multilingvd genereaza beneficii cognitive considerabile,
reflectate in cresterea flexibilitdtii mentale, consolidarea gandirii critice si
amplificarea capacitatii de rezolvare a problemelor. Totodata, competentele
lingvistice multiple favorizeazd transferul cognitiv intre limbi, proces care
faciliteaza accesul la noi cunostinte, optimizeaza strategiile de Invatare si contribuie
la imbunatatirea performantelor scolare.

Din perspectivd sociald, multilingvismul se afla intr-o relatie directd cu
coeziunea comunitara si incluziunea educationala. Potrivit lui Michael Byram
(1997), invdtarea mai multor limbi favorizeaza dezvoltarea competentei
interculturale, definitd prin ansamblul de cunostinte, atitudini si abilitati necesare
medierii intre culturi. In aceasti logici, scoala multilingvd nu se limiteaza la
transmiterea unor cunostinte lingvistice, ci creeazd cadrul pentru construirea unui
dialog autentic intre culturi, contribuind astfel la formarea unor cetateni activi si
responsabili intr-o societate democratica.
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La nivel european, multilingvismul este consacrat ca valoare fundamentala si
ca instrument esential de integrare sociala si culturala. Documente de politica
educationala precum Carta Europeana a Limbilor Regionale sau Minoritare
(1992) si Strategia Comisiei Europene pentru Multilingvism (2007) confirma
dreptul fiecarui cetitean de a invata si utiliza mai multe limbi, subliniind rolul
diversitatii lingvistice in consolidarea coeziunii sociale. In aceeasi directie, este
promovat obiectivul ,,Mother tongue + 2”, care presupune dezvoltarea competentei
in limba materna, la care se adauga cel putin doua limbi straine, ca modalitate de a
sustine participarea democratica, mobilitatea si competitivitatea europeana.

Exemplele nationale din Europa confirmad diversitatea modalitatilor de
gestionare a pluralismului lingvistic. In TItalia, predarea limbilor minoritatilor —
precum germana, ladina sau slovaca — este reglementatd la nivel regional, devenind
0 componenti integranti a identititii educationale si culturale a anumitor teritorii. In
Belgia, organizarea educatiei reflecta structura federala a statului si este realizata pe
baza comunitatilor lingvistice (franceza, flamanda si germana), ceea ce asigura
respectarea si valorizarea diversititii. In Spania, limbile regionale, intre care
catalana, basca si galiciana, beneficiazd de statut oficial atat in educatie, cét si in
administratie, consolidand astfel modelul de coexistenta lingvistica si culturald in
cadrul unei societati multicentrice.

Multilingvismul nu se reduce la dimensiunea strict lingvisticd, ci presupune si
o componenta axiologicd de prima importantd. Valori precum respectul pentru
diversitate, solidaritatea si echitatea devin indispensabile pentru gestionarea
contextelor educationale multilingve si pentru consolidarea coeziunii sociale. Dupa
cum subliniaza Claire Kramsch (2009), limba reprezinta un ,,teritoriu simbolic”
ce poartd amprenta istoriei si a identitdtii colective; in consecintd, educatia
multilingva nu poate fi conceputa doar ca transmitere de coduri lingvistice, ci trebuie
sa fie insotitd de o reflectie criticd asupra valorilor culturale si sociale pe care acestea
le vehiculeaza.

Incluziunea educationald depdseste simpla integrare a elevilor in scoala
obisnuita si se defineste ca un proces dinamic si continuu de adaptare a sistemului
educational la diversitatea beneficiarilor sdi. Aceasta presupune asigurarea accesului
echitabil, a participdrii depline si a valorizarii fiecarui elev, indiferent de
particularitatile sale lingvistice, culturale, sociale sau cognitive (UNESCO, 2017). In
viziunea Consiliului Europei (2019), educatia incluziva constituie expresia practica
a dreptului fundamental la educatie, drept care nu poate fi conditionat de origine
etnicd, limba, religie, statut socio-economic sau de existenta unor dizabilitati.

Un element esential al educatiei incluzive 1l reprezintd perspectiva axiologica,
prin intermediul careia valorile fundamentale — echitatea, respectul, solidaritatea si
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Justitia — se constituie in repere de orientare pentru practica educationala. In aceasti
acceptiune, incluziunea nu poate fi redusa la o simpla strategie pedagogica, ci se
afirmd drept expresia unei filozofii educationale intemeiate pe respectarea
drepturilor omului si pe valorizarea demnitétii fiecarei persoane.

Conform UNESCO - Global Education Monitoring Report (2019), scoala
incluziva se caracterizeaza prin respectarea unor criterii fundamentale care definesc
calitatea si echitatea procesului educational:

e Acces echitabil — eliminarea barierelor de naturd fizica, sociala sau
lingvistica, pentru a asigura participarea tuturor elevilor la procesul de Invatare;

e Participare activa — implicarea efectivd a fiecarui elev In activitatile
educationale, indiferent de nivelul de pregatire, de mediul de provenienta sau de
statutul socio-cultural;

e Recunoasterea diversitiatii — valorizarea diferentelor individuale nu ca
obstacole, ci ca resurse pedagogice ce pot contribui la dezvoltarea comunitatii
scolare.

In acest cadru, rolul cadrelor didactice este determinant. Profesorii trebuie s
detind competentele necesare pentru a valorifica metodologii diferentiate, pentru a
proiecta si implementa curricula flexibile si pentru a construi relatii educationale
fundamentate pe respect reciproc si incredere. Conform cercetdrilor realizate de
Tony Booth si Mel Ainscow (2002), incluziunea autentica nu se reduce la adaptari
pedagogice punctuale, ci implica o transformare profunda a culturii scolare, prin care
diversitatea devine o resursd si un principiu organizator al intregii comunitdti
educationale.

Incluziunea educationald este consolidatd printr-un cadru normativ
international solid, care stabileste principiile fundamentale si directiile de actiune:

e Conventia ONU privind drepturile persoanelor cu dizabilitati (2006),
art. 24, care consacra dreptul la educatie incluziva la toate nivelurile de invatamant
si subliniaza obligatia statelor de a asigura conditii echitabile de participare;

e Declaratia de la Salamanca (UNESCO, 1994), document de referinta ce a
consacrat principiul ,,scoala pentru toti” si a orientat politicile educationale spre
valorificarea diversitdtii ca resursa,

¢ Obiectivul de Dezvoltare Durabila 4 (ODD4), care promoveaza educatia
incluziva, echitabild si de calitate ca fundament al dezvoltdrii durabile si al
participarii democratice la viata sociala.

In spatiul european, strategiile orientate spre promovarea incluziunii se
intersecteaza in mod direct cu politicile dedicate diversitatii lingvistice si culturale.
Programe precum Erasmus+, eTwinning sau Horizon Europe includ componente
explicite menite sd sprijine scolile care integreaza elevi proveniti din medii
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lingvistice si culturale variate, facilitand astfel accesul echitabil la educatie, dialogul
intercultural si dezvoltarea competentelor necesare unei societdti democratice si
pluraliste.

Aplicarea principiilor axiologice in cadrul educatiei incluzive se reflectd printr-
un set de valori fundamentale, care ghideazd atat politicile educationale, cat si
practicile didactice:

¢ Echitate — diferentele dintre elevi sunt interpretate si valorificate ca resurse
de invatare, nu ca deficite ce trebuie corectate;

e Respect — fiecare elev este recunoscut in valoarea sa intrinseca si in dreptul
de a-si afirma identitatea lingvistica si culturala;

e Solidaritate — accentul se deplaseaza spre promovarea cooperarii intre elevi
si Intre comunitati, ca fundament al coeziunii sociale;

e Justitie educationald — presupune reducerea inegalitatilor structurale prin
politici de sprijin, menite sd garanteze accesul echitabil la oportunitati educationale
de calitate.

Conform evidentelor prezentate de UNESCO (2019), acolo unde scolile isi
fundamenteaza practicile educationale pe un set de valori clar definite, diversitatea
este transformatd din potential obstacol intr-o resursa valoroasa pentru intreaga
comunitate scolari. In asemenea contexte, rezultatele academice se imbunititesc
vizibil, iar coeziunea sociald si incluziunea se consolideaza, confirmand rolul central
al dimensiunii axiologice in educatia contemporana.

Multilingvismul si incluziunea educationald nu reprezintd dimensiuni
distincte, ci domenii profund interconectate. Daca multilingvismul faciliteaza
comunicarea si intelegerea interculturala, incluziunea furnizeaza cadrul axiologic si
institutional necesar pentru valorificarea acestor competente. Intr-o scoald
multilingva, respectul autentic pentru diversitate nu poate fi realizat in absenta unor
structuri incluzive, iar, la randul sdu, incluziunea veritabild nu poate fi conceputa
fara recunoasterea si valorizarea limbilor si identitatilor lingvistice.

Numeroase cercetari evidentiaza faptul ca elevii care au posibilitatea de a-si
exprima identitatea lingvistica in cadrul scolii obtin rezultate academice superioare
s1 manifestd un nivel mai ridicat de motivatie. Conform analizei realizate de Jim
Cummins (2009), recunoasterea si integrarea limbii materne in procesul educational
nu doar favorizeazd dezvoltarea competentelor cognitive, ci contribuie in mod
decisiv la consolidarea sentimentului de apartenenta si la cresterea respectului de
sine. In opozitie, ignorarea sau marginalizarea limbilor minoritare este frecvent
asociata cu fenomene de excludere sociala si cu riscul accentuat de abandon scolar.

Un exemplu elocvent este oferit de modelul CLIL (Content and Language
Integrated Learning), aplicat pe scard larga in scolile europene. Prin integrarea
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simultand a continuturilor disciplinare si a invatarii limbilor, CLIL creeazd premise
pentru acces egal la cunoastere, chiar si in situatiile In care limba de predare nu
coincide cu limba materna a elevilor. Rezultatele cercetarilor coordonate de David
Marsh (2002) confirma eficienta acestui model, evidentiind ca el contribuie atat la
sporirea performantelor academice, cat si la cresterea motivatiei pentru invatarea
limbilor straine, devenind astfel un instrument relevant pentru promovarea
incluziunii educationale.

Potrivit perspectivei formulate de Michael Byram (1997), multilingvismul
constituie fundamentul dezvoltarii competentei interculturale, inteleasa ca abilitatea
de a interpreta, de a relationa si de a media intre culturi distincte. In completare,
Claire Kramsch (2009) evidentiazd faptul cd limbile functioneaza ca ,spatii
simbolice”, in care se intersecteaza valori, norme si identitati colective. Prin urmare,
educatia multilingva depaseste dimensiunea instrumentald a transmiterii codurilor
lingvistice si se transforma intr-un proces formativ complex, orientat spre pregatirea
unor cetateni capabili sd construiasca punti intre comunitati si sa contribuie activ la
dialogul intercultural.

Dimensiunea interculturala a multilingvismului actioneaza ca un veritabil
catalizator al incluziunii educationale. Elevii care 1si desfasoara procesul de Invatare
intr-un mediu multilingv si pluralist manifestd o predispozitie crescutd pentru
dezvoltarea unor atitudini precum empatia, toleranta si cooperarea, valori
esentiale pentru functionarea si consolidarea unei societdti democratice.

Programele educationale internationale constituie exemple elocvente ale
sinergiei dintre multilingvism si incluziune:

e eT'winning — platforma europeana de colaborare intre scoli a demonstrat ca
proiectele cu dimensiune multilingva stimuleaza cooperarea transnationala si reduc
prejudecitile, oferind elevilor oportunitatea de a interactiona si colabora dincolo de
granitele lingvistice;

e Erasmus+ — prin liniile sale de finantare, sprijina proiecte educationale ce
imbind dimensiunea incluziva si multilingva, cu un accent special pe integrarea
elevilor proveniti din medii defavorizate sau cu experientd migratorie;

e Proiectele CLIL in Spania si Italia — implementarea predarii disciplinelor
precum stiintele sau istoria in doua limbi (de exemplu, spaniola si engleza, respectiv
italiand si germana in Tirolul de Sud) a demonstrat nu doar cresterea nivelului de
performantd academica, ci si deschiderea unor oportunitdti suplimentare pentru
incluziunea elevilor apartindnd minoritatilor lingvistice.

Pentru comunitdtile caracterizate prin multiculturalism si multilingvism,
interdependenta dintre aceste doud concepte devine esentiald. O scoald care
promoveaza invatarea mai multor limbi creeazd, in mod implicit, conditiile necesare
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pentru participarea deplind a tuturor elevilor, inclusiv a celor proveniti din minoritati
etnice sau din familii cu experientd migratorie. In acelasi timp, o institutie care aplica
in mod consecvent principiile educatiei incluzive recunoaste si valorizeaza
diversitatea lingvistica nu ca pe o dificultate, ci ca pe un patrimoniu comun, capabil
sa consolideze coeziunea sociald si sd imbogateascd procesele educationale.

Republica Moldova, situata la intersectia dintre spatiul estic si cel european,
se distinge printr-un peisaj lingvistic si cultural de o remarcabila diversitate. Codul
Educatiei al Republicii Moldova (Legea nr. 152/2014) consacra, prin articolele
sale fundamentale, principii esentiale precum egalitatea de sanse, respectarea
drepturilor fundamentale si promovarea valorilor democratice. Totodata, cadrul
legislativ reglementeaza statutul limbii romane ca limba oficiala a statului, in paralel
cu garantarea dreptului minoritatilor nationale de a-si pastra, transmite si dezvolta
propria identitate lingvisticd si culturald, in spiritul respectului reciproc si al
coeziunii sociale.

Curriculumul National al Republicii Moldova (2019) se bazeaza pe o
abordare competentiald, in cadrul careia dimensiunile interculturala si lingvistica
ocupd un loc central. Documentul prevede dezvoltarea competentei de comunicare
in cel putin doud limbi strdine, in paralel cu respectarea si valorizarea limbii materne
a fiecarui elev. Aceasta orientare reflectd in mod direct obiectivul european ,,mother
tongue + 27, consolidand atat dimensiunea formativa a educatiei, cat si integrarea
Republicii Moldova in spatiul educational european.

Republica Moldova se confrunta cu o serie de provocari majore in domeniul
multilingvismului si al incluziunii educationale, care influenteazd direct calitatea
procesului instructiv-formativ:

¢ Bilingvism si multilingvism in practica — alaturi de limba romana, in spatiul
educational se utilizeaza rusa, gdgauza, ucraineana si alte limbi ale minoritatilor,
ceea ce genereaza contexte complexe de predare si invatare, cu implicatii asupra
elaborarii strategiilor didactice si a politicilor educationale;

e Migratia — cresterea numarului de elevi proveniti din familii de migranti sau
reintorsi din strdindtate aduce o diversitate lingvisticd sporitd si experiente
educationale eterogene, necesitand adaptari curriculare si sprijin specific pentru
integrare;

e Resurse limitate — lipsa manualelor si materialelor didactice adaptate pentru
elevii minoritari, precum si insuficienta cadrelor didactice pregatite pentru o
abordare interculturald constituie bariere semnificative in implementarea efectiva a
unei educatii incluzive si multilingve.
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In pofida dificultitilor existente, Republica Moldova a dezvoltat o serie de
initiative valoroase care demonstreazd angajamentul pentru promovarea
multilingvismului si a incluziunii educationale:

o Programe bilingve si trilingve — in anumite regiuni, scolile organizeaza
programe de studii In limba romana si rusa, oferind simultan posibilitatea de a studia
o limba straind europeana (engleza, franceza, germana sau italiand). Aceasta
structura sprijind dezvoltarea competentelor plurilingve si contribuie la cresterea
sanselor de integrare academica si profesionald;

) Proiecte Erasmus+ si eTwinning — numeroase institutii de Tnvatamant
din Republica Moldova participa activ la proiecte europene de cooperare
multilingva, care le ofera elevilor ocazia de a colabora online cu colegi din alte tari.
Aceste experiente stimuleazd nu doar invatarea limbilor strdine, ci si dezvoltarea
competentelor interculturale si digitale;

o Formarea cadrelor didactice — universitati precum Universitatea
Pedagogica de Stat ,,Jon Creanga” si Universitatea de Stat din Moldova ofera
programe specializate in didactica limbilor strdine, in metodologia CLIL si in
educatia interculturald, contribuind la pregatirea profesorilor pentru a raspunde
nevoilor gcolilor multiculturale si multilingve.

Perspectiva axiologica dobandeste o relevantd deosebitd in contextul
Republicii Moldova, unde coexistenta mai multor limbi si culturi poate genera, in
anumite situatii, tensiuni sociale si educationale. Valori precum respectul pentru
diversitate, echitatea in accesul la educatie s1 solidaritatea comunitara constituie
repere fundamentale pentru prevenirea segregarii si pentru consolidarea unei
societdti incluzive. In aceasta directie, politicile educationale nationale trebuie
sprijinite prin programe practice, care sda includa formarea continud a cadrelor
didactice, elaborarea si utilizarea manualelor adaptate si instituirea unor mecanisme
eficiente de sprijin pentru elevii proveniti din medii defavorizate sau apartinand
minoritatilor lingvistice.

Desi multilingvismul si incluziunea educationald sunt recunoscute la nivel
declarativ si normativ drept prioritiati strategice, implementarea lor efectiva
intampind multiple dificultati:

¢ Disparitati intre politici si practica — desi documentele normative (Codul
Educatiei, Curriculumul National, CECRL) promoveaza explicit educatia
multilingva si incluziva, resursele didactice si infrastructura existente nu reusesc
intotdeauna sa sustina realizarea acestor obiective in mod consistent;

e Segregare lingvistica — in anumite comunitati persistd tendinta de separare
a elevilor in functie de limba de predare (romana, rusa sau limbile minoritatilor), fapt
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care genereaza riscuri de fragmentare sociald si reduce oportunitatile de interactiune
interculturala;

e Pregitirea cadrelor didactice — un numar semnificativ de profesori nu detin
incd formarea necesard pentru aplicarea metodelor integrate (precum CLIL) sau
pentru gestionarea claselor multiculturale. Conform rapoartelor ANACEC (2022),
lipsa programelor de formare continud si a resurselor metodologice adecvate
constituie un obstacol major;

e Inegalitati socio-economice — elevii din mediul rural si din comunitati
defavorizate au un acces limitat la programe de invatare a limbilor strdine si la
initiative internationale, ceea ce accentueaza decalajele educationale si sociale;

e Impactul migratiei — mobilitatea externd si internd modificd structura
populatiei scolare, aducand in sistem elevi cu trasee educationale si experiente
lingvistice diverse, ceea ce reclama adaptari curriculare flexibile si sprijin diferentiat.

In pofida dificultitilor existente, se contureaza directii clare de consolidare a
unei educatii multilingve si incluzive, cu relevanta atat pentru Republica Moldova,
cat si pentru contextul european:

1. Digitalizarea educatiei — integrarea platformelor digitale (Kahoot, Padlet,
Google Classroom, Moodle) faciliteaza procesele de Invatare colaborativa si
personalizatd, oferind elevilor acces la resurse multilingve si la proiecte
internationale. Programe precum eTwinning si Erasmus+ demonstreaza potentialul
mediilor digitale de a sprijini simultan dezvoltarea multilingvd si incluziunea
educationala;

2. Extinderea modelului CLIL — predarea disciplinelor non-lingvistice prin
intermediul limbilor strdine sporeste motivatia si competentele lingvistice ale
elevilor, reducand totodata barierele dintre cei cu limbi materne diferite. Experientele
implementate in Spania si Italia pot constitui modele relevante de adaptare si
inovatie pentru Republica Moldova,;

3. Formarea continua a cadrelor didactice — universitatile pedagogice si
centrele de perfectionare trebuie sa includa in programele lor module specializate
privind educatia incluzivd, didactica multilingvismului si managementul
intercultural. Investitia In pregatirea profesorilor echivaleaza cu o investitie directa
in calitatea si sustenabilitatea sistemului educational;

4. Promovarea educatiei interculturale — multilingvismul nu poate fi
disociat de dimensiunea interculturald. Programele scolare trebuie sd integreze
activitati dedicate educatiei pentru cetitenie democratica, dialogului intercultural si
valorizdrii patrimoniului cultural al minoritatilor, pentru a construi o culturd a
respectului reciproc;
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5. Parteneriate internationale si regionale — Republica Moldova are
oportunitatea de a valorifica apartenenta sa la spatiul european prin participarea
activa la programe educationale transfrontaliere. Colaborarile internationale extind
resursele, stimuleaza schimbul de bune practici si ofera elevilor modele concrete de
incluziune si respect pentru diversitate.

Perspectiva axiologica constituie fundamentul unei educatii sustenabile si
echitabile. Atunci cand multilingvismul este asumat ca resursd strategica, iar
incluziunea ca responsabilitate etica si sociala, scoala viitorului se poate construi pe
valori solide de echitate, solidaritate si respect reciproc. In aceasti paradigma,
diversitatea lingvisticd si culturald nu mai este perceputa ca o barierd, ci ca un
avantaj competitiv si o resursa de dezvoltare pentru intreaga societate, capabila
sd favorizeze coeziunea sociald, participarea democratica si progresul durabil.

Analiza intreprinsa evidentiazd faptul ca multilingvismul si incluziunea
educationald nu pot fi concepute ca dimensiuni distincte ale educatiei contemporane,
ci ca procese interdependente, care se completeazi si se sustin reciproc. Intr-un
context globalizat si multicultural, limbile nu se reduc la rolul lor functional de
instrumente de comunicare, ci se afirmd ca vehicule ale identitatii, valorilor si
coeziunii sociale. In acelasi timp, educatia incluziva furnizeaza cadrul axiologic si
normativ prin intermediul caruia diversitatea lingvisticd inceteaza sa fie perceputa
ca o barierd si este transformatd intr-o resursa de invatare, inovare si dezvoltare
sociala.

Perspectivele teoretice dezvoltate de Jim Cummins, Michael Byram si
Claire Kramsch, aldturi de orientarile promovate prin politicile internationale
(UNESCO, CECRL, ODD4), converg asupra ideii cd o scoald moderna trebuie sa
fie, in acelasi timp, multilingvd si incluziva. Aceastd viziune implicd nu doar
transmiterea de competente lingvistice, ci si formarea competentelor interculturale,
promovarea respectului pentru diversitate si consolidarea valorilor democratice ca
fundamente ale procesului educational. Exemplele oferite de Italia, Belgia si Spania
demonstreaza ca recunoasterea si valorizarea pluralismului lingvistic contribuie
semnificativ atat la cohesiunea sociala, cat si la cresterea calitatii educatiei.

Pentru Republica Moldova, unde realitatea multilingva reprezintd o
caracteristicd structurald a societdtii, aceste principii dobandesc o relevanta
deosebita. Politicile educationale nationale trebuie sd promoveze, in egald masura,
invatarea limbii oficiale, aprofundarea limbilor strdine de circulatie internationala,
precum si pastrarea si valorizarea limbilor minoritare. O asemenea abordare nu
numai cd garanteaza respectarea drepturilor fundamentale ale elevilor, dar contribuie
si la edificarea unei societati incluzive, democratice si coezive, capabile sa valorifice
diversitatea lingvistica si culturald ca resursa strategica pentru dezvoltare.
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Concluzii generale si recomandari

Pentru viitor, se contureaza cateva directii prioritare care pot consolida
dezvoltarea unei educatii multilingve si incluzive:

e consolidarea formairii cadrelor didactice, prin integrarea metodelor
multilingve si incluzive (CLIL, educatie interculturald, utilizarea mediilor digitale);

e elaborarea si diseminarea resurselor educationale multilingve, care sa fie
accesibile si adaptate diversitatii lingvistice si culturale a elevilor;

eextinderea parteneriatelor internationale, menite sa ofere elevilor
experiente directe de invdtare multilingvd si interculturald, sprijinind astfel
deschiderea catre valori europene si globale;

e intirirea dimensiunii axiologice a educatiei, prin care scoala s 1si mentina
rolul de spatiu de cultivare a valorilor democratice, al solidaritatii si al respectului
pentru diversitate.

in concluzie, multilingvismul si incluziunea educationald constituie impreuna
fundamentul unei educatii durabile, echitabile si orientate spre valori democratice.
Aceste dimensiuni definesc scoala secolului XXI ca un spatiu al dialogului si
cooperdrii, in care formarea cetatenilor nu se limiteaza la acumularea de cunostinte,
ci include si dezvoltarea responsabilitdtii civice si a competentelor interculturale.
Prin valorizarea diversitatii lingvistice si culturale, educatia are potentialul de a
contribui la edificarea unei societati bazate pe respect reciproc, echitate si justitie
sociala, In care fiecare individ este recunoscut si sprijinit In parcursul sdu formativ
s social.
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Abstract: This paper explores the concepts of bilingualism and multilingualism and
applies them to the language situation in the Republic of Moldova. Bilingualism refers to
the ability to use two languages, while multilingualism extends to three or more languages
varying according to competence, age of acquisition, and social context. The case study
highlights cognitive, social, cultural, and political implications of bilingualism and
multilingualism that enhance opportunities, and intercultural communication, but also
generates tensions over identity, rights, and power. Moldova’s language policies reveal an
ongoing struggle between preserving national identity, ensuring minority rights, and
navigating geopolitical orientations. This case study demonstrates how language policies in
education both reflect and shape broader societal debates on bilingualism and
multilingualism.

Keywords: bilingualism, multilingualism, language policy, education, identity.

Rezumat: Aceasta lucrare exploreaza conceptele de bilingvism si multilingvism si le
aplica situatiei lingvistice din Republica Moldova. Bilingvismul se refera la capacitatea de
a utiliza doud limbi, in timp ce multilingvismul se extinde la trei sau mai multe limbi, ambele
fenomene variind in functie de competentd, varsta de achizitie si contextul social. Studiul de
caz evidentiazd implicatiile cognitive, sociale, culturale si politice ale bilingvismului si
multilingvismului sporind oportunitatile, si comunicarea interculturald, dar genereaza si
tensiuni legate de identitate, drepturi si putere. Politicile lingvistice ale Moldovei reflecta o
lupta continud intre conservarea identitatii nationale, asigurarea drepturilor minoritatilor si
orientérile geopolitice. Studiul de caz demonstreaza modul in care politicile lingvistice 1n
educatie reflectd si modeleaza dezbaterile mai ample din societate privind bilingvismul si
multilingvismul.

Cuvinte-cheie: bilingvism, multilingvism, politica lingvistica, educatie, identitate.
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Introduction

Using two or more languages in the process of communication is not just
linguistic exchange, it is a matter of expressing identity, culture, and power.
Cummins (2000) emphasizes that language is linked to social power and argues
that language rights and access are essential for equality in education [5]. When we
bring this perspective into the educational context, it becomes clear that bilingualism
and multilingualism is not only a communicative resource but also a key factor
shaping students’ personalities. Some societies value bilingualism in education as a
bridge between home and school, some value multilingualism as an asset or a
competitive advantage, some force the learners to abandon their native language in
favor of the dominant language to pressure to assimilate only one dominant
language.

According to Baker, bilingualism denotes the ability of speakers to use two
languages proficiently in everyday life. Baker stresses that bilingualism is not
necessarily about mastering two languages perfectly, but it is about having different
levels of competence in speaking, listening, reading, or writing [1].

Some societies are officially monolingual, where is spoken just one language,
others are officially multilingual. Multilingualism, denotes the ability of speakers to
use three or more languages in communication, it is a very common worldwide
phenomenon in countries or regions where several languages are spoken in daily life.

Governments of all countries of the world make up policies that decide on
which languages are officially to be taught or promoted. These policies affect how
languages survive, develop or decline.

Multilingualism is when societies often have a majority language (spoken by
most people, usually with more power and status) but alongside, there may be
minority languages spoken by smaller groups, sometimes with less prestige.
Different societies through language policies may support the continued use of a
minority language in schools, media, and cultural life. Sometimes a minority group
may rely on the majority language of a society making a language shift, experiencing
a decline in their heritage language [1].

In multilingual environments, speakers use various languages in different
social situations (school, home, office or street). Diglossia elucidates when one
language is used for “high” functions like education, politics etc. and another for
“low” functions like home, everyday talk.

Baker (2011) classifies bilingualism by competence, by age, by context.
Bilingualism by competence classifies language holders in [1]:

e Balanced bilinguals are the holders of languages with roughly equal
speaking ability in both linguistic codes.
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e Dominant bilinguals, tend to rely on one language more than the other.

e Receptive bilinguals are individuals who can understand a second language
but their speaking proficiency is weak.

Bilingualism by age of acquisition classifies language users in:

e Simultaneous bilinguals, when the holders of languages learn two
languages from birth.

e Sequential bilinguals, when the holders of languages learn one language
first, then another later.

Bilingualism by context of use classifies language holders in [5]:

¢ Additive bilinguals are speakers who acquire a new language without losing
proficiency in their mother tongue.

e Subtractive bilinguals are individuals whose proficiency in their native
language declines as they acquire a new language.

In multilingual settings, the speakers who use all their three languages
effortlessly can either be balanced multilinguals, using all languages fluently, or
dominant multilinguals, preferring to use just one language in the process of
communication. Language acquisition can occur simultaneously or in a sequential
manner, with learners acquiring additional languages gradually. In multilingualism,
language acquisition may be additive, where languages reinforce one another, or
subtractive, where certain languages diminish or are lost over time.

The Cognitive, Social, Cultural and Political Aspects of Multilingualism

Within this context, Krashen (1985) presents his Input Hypothesis, a central
idea in second-language acquisition, revealing that language learning occurs when
learners understand the language input slightly above their current level (i+1) [9].
The focus is on comprehensible input rather than formal grammar instruction or
correction. Krashen distinguishes language acquisition as a natural, subconscious
process, and language learning as a formal study with conscious assimilation of rules.
He evokes practical implications for teaching, emphasizing that [9]:

1. Students need rich, meaningful language exposure.

2. Understanding messages is more important than producing perfect

language.

3. Anxiety-free environments promote acquisition.

Bilingualism and the constant switch between languages strengthens memory,
attention, and flexibility of thought. Research shows that bilinguals develop mentally
being better at problem-solving and creative thinking skills. Though there have been
highlighted concerns about delays in vocabulary, but overall bilingualism is linked
with long-term intellectual benefits.
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Language choices in the process of communication of bilinguals and
multilinguals enlarges the interaction with more people across different groups.
Bilinguals and multilinguals have higher social mobility as speaking multiple
languages often gives access to better jobs and opportunities. Language skills can
help minority groups integrate, but lack of support for home languages can also cause
social impediments to integrate.

Political aspects of bilingualism and multilingualism are about language rights,
that is whether children have the right to be educated in their mother tongue.
Language power is about majority languages dominating the education, while
minority languages fight for recognition. For this reason, government policies
promote one language assimilation or acquisition of more than two languages
leading to pluralism. Unfortunately, language choice can be tied to political
ideologies leading to conflicts.

Hornberger (2003) presents a framework for understanding biliteracy,
which is the ability to read and write in two languages. Also, she introduces the
concept of “continua of biliteracy”, which is literacy developed within 3 domains:
language contexts, content, and time [8]. Also, Hornberger (2003) focuses on
ecological perspectives, considering social, cultural, and political contexts that
affect language learning and literacy development [8].

Hornberger sees language policies as multilayered norms (ecological
perspective) having multiple levels: government, district, school, classroom, and
community being in constant interaction [8].

Bilingual learning is about learning through and about both languages to
develop full proficiency in both languages, use both languages to think,
communicate, solve problems and to maintain cultural, and linguistic identity.
Teachers apply bilingual learning in the classroom using both languages
flexibly that is translanguaging [6].

Translanguaging is a component part of Translanguaging Pedagogy which is
the process in which bilingual or multilingual people use all their languages together
to communicate, learn, and think. The focus of Translanguaging Pedagogy is to use
language as a resource, not a barrier. Translanguaging involves employing multiple
linguistic codes as a unified system in classroom settings to support comprehension,
communication, and problem-solving [6], [8].

Teachers motivate students to use all their languages to understand and
express ideas. Teachers may split lessons to explain segments of the content in one
language, and another segments in other languages, or teach in dual-language
programs. On the other hand, students can read in one language, exchange ideas in
another, write in either language, translate, paraphrase or summarize ideas across
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languages to reinforce learning. The language becomes a learning tool, not an
impediment [6].

Dual-Language Programs organize instruction to satisfy equally two
languages with the goal to develop full proficiency in both languages. It is used
collaborative/peer learning method mixing language skills and encouraging peer
teaching, discussion, and deeper understanding.

Teachers encourage students to use their home language in classroom
activities to strengthen identity and confidence while learning. They provide
supportive tools such as pictures, charts, gestures, or bilingual texts through
scaffolded bilingual learning to help learners comprehend difficult concepts in all
languages.

In the framework for understanding language acquisition, Cummins introduces
two key distinction BICS - Basic Interpersonal Communication Skills (BICS)
involve everyday conversational fluency, usually developed within 6 months to 2
years, whereas Cognitive Academic Language Proficiency (CALP) encompasses the
academic language required for language acquisition in academic settings for
developing vocabulary, grammar, reasoning skills, which takes between 5-7 years.
Cummins’ distinction reminds teachers that while students may appear fluent in
everyday communication, they still need time and guidance to master the academic
language necessary for learning across subjects [5].

Language Policies in Education

Bilingual education looks very different depending on the country and its
language situation. In some countries, bilingual education is designed to protect and
revive minority languages, while in others is vice versa. More than that, some
countries with many immigrants, build bilingual education to help children learn
the national language, while supporting their home language. Some multilingual
countries have bilingual education as a national policy to equalize languages. As a
rule, in some countries the state policy demands learning an international language
within the bilingual education as a practical tool for globalization.

Baker highlights how language policies in schools are created and how they
develop bilingualism and multilingualism [1]. School policies are choices made by
governments or institutions about which languages are allowed, promoted, or
restricted and they can be:

- Monolingual policies when promoting only one official, national language
in teaching with the aim to unify the nation under one language with the risk to lose
minority or heritage languages.
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- Bilingual education policies, when schools teach in two languages, giving
space to both the national and a minority language with the aim of language
maintenance, and equal opportunities.

- Multilingual policies, when schools work in three or more languages with
the aim to prepare students for a globalized world.

- Immersion programs, when schools create a policy where children are
taught entirely or mostly in another language as part of their schooling with the
aim to promote high proficiency in an additional language.

- Transitional vs. maintenance policies, when within the context of
transitional bilingual education at first, the minority language is employed, but
over time it is supplanted by the majority dominant language. Maintenance policies
are conducted within heritage bilingual education to support the minority
language long-term.

Genesee (2008) states that bilingual education has been shaped by migration
patterns when immigrant communities want to maintain heritage languages; they
target towards protecting cultural preservation efforts, political ideologies about
national identity, assimilation, and minority rights. Genesee advocates that bilingual
education is seen as a tool for social inclusion, linguistic diversity and cognitive
development, and focuses on equity, cultural recognition, and academic
achievement [7].

Coelho (2005) examines how minority languages are learned and
maintained through bilingual education programs globally focusing on practical
strategies for teaching minority languages, while also supporting the majority
language based on the same immersion programs, dual-language programs,
translanguaging etc [3].

The Case Study of Multilingual Moldova

Moldova is officially a multilingual country, not just bilingual, in practice the
society often operates in a Romanian— Russian bilingual tone with the state
language Romanian. The widely spoken language in cities, media, and business is
Russian, which also serves as a strong minority, dominant language alternative.
Other languages present on the territory are Gagauz, Ukrainian, Bulgarian, Roma,
etc.

According to Baker’s typology the citizens of Moldova are [1]:

1. By competence

e Balanced bilinguals who in urban, educated contexts use Romanian and
Russian with almost equal proficiency.

e Dominant bilinguals, who are dominant in Romanian, the official state
language, but also understand and use Russian when necessary. In regions like
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Transnistria or Gagauzia, is the opposite - Russian tends to be used as dominant
language, and Romanian is used when necessary.

¢ Receptive bilinguals, these are older generations, who understand Russian
but prefer not to speak it actively. And the same phenomenon is observed in Russian-
speaking communities, where many people understand Romanian but do not speak
it fluently.

2. By age of acquisition

e Simultaneous bilinguals, who are children born into mixed-language
families with Romanian-speaking and Russian-speaking parents who often acquire
both languages from birth.

e Sequential bilinguals, who learn Romanian at home but acquire Russian
in kindergarten, school, or through media, or vice versa, learn Russian at home
and acquire Romanian at school.

3. By context of use there are observed

¢ Additive bilinguals, when learning Russian or English, or French etc. they
add an extra language without diminishing the native language.

e Subtractive bilinguals are speakers, who learn a dominant language that
causes a reduction in proficiency in the minority or home language. During the
Soviet period, Russian often replaced Romanian in public life, creating subtractive
bilingualism. Over that time Romanian was sometimes suppressed in schools and
workplaces. There is a threat nowadays for some minority groups to lose Romanian
due to dominant use of Russian. Also, another risk is for some Moldovans, who live
abroad and may lose Romanian in favor of the host country’s language.

4. In the multilingual context there are

e Balanced multilinguals, which is a smaller group of Moldovans with
academic or international experience, who are using Romanian, Russian, and a
third language like English, French, German, Italian etc. with high competence.

e Dominant multilinguals are speakers, who prefer one dominant language
(usually Romanian or Russian) and use other foreign languages only in specific
contexts like work, travel, school.

¢ Sequential multilinguals present in Moldova as most Moldovans acquire
languages sequentially: Romanian first, then Russian or another language, and later
a foreign language.

¢ Additive multilinguals are in trend today, because the focus is on learning
English, French or German while maintaining Romanian. However, subtractive
tendencies still exist, especially among emigrants who may shift completely to
Italian, French, or Russian.
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Most state schools use Romanian as the main language of instruction. There
are minority schools with Russian- medium education, and Gagauz-medium
education, Ukrainian- medium education, and Bulgarian- medium education. The
multilingual educational paradigm is viewed in Romanian schools with Russian
taught as a foreign/second language, plus one international language, and many
children grow up switching between Romanian, International language and Russian.

Minority rights are preserved through the laws that allow schooling in
minority languages, but with compulsory Romanian teaching. The laws in Moldova
that guarantee minority rights through education in minority languages are:

1. Constitution of the Republic of Moldova (1994) [4, p. 24-26]

Article 10 (2): ,,The Constitution of the Republic of Moldova guarantees
individuals the right to preserve, develop, and express their ethnic, cultural,
linguistic, and religious identity.”

Article 13 (2): ,,Protects the use and maintenance of the Russian language and
other languages spoken within the country.”

Article 35 (2-3): ,,Everyone has the right to choose the language of education
(2), but the official language must be studied at all levels of education (3).”

2. Law on the Rights of Persons Belonging to National Minorities (Law no.
382/2001) [11]

Article 6 (1): ,,The State guarantees the right of persons belonging to national
minorities to preschool, general, vocational, higher and postgraduate education in
Romanian and Russian, as well as to education in their native language (Ukrainian,
Gagauz, Bulgarian, Hebrew, Yiddish, etc.).”

Article 6 (2): ,,The State facilitates this education by developing curricula,
textbooks, and training teachers, including through cooperation with countries of
origin of the minorities.”

3. Law nr. 234 (2020) on the Functioning of Languages in the Territory of the
Republic of Moldova [10]

Article 1 (2): ,,The State creates the necessary conditions for exercising the
right to education and training in the mother tongue of citizens of other nationalities
living in the country.”

4. Education Code (2014)

Article 10 (1): ,,The State guarantees the development of competences in
Romanian, in the languages of national minorities, and in at least two
international languages.”

Article 10 (2): ,,In areas traditionally inhabited by minorities, if there is
sufficient demand, the State ensures conditions for education in the minority
language at the level of compulsory education.”
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Universities function mostly in Romanian, but Russian is still used informally,
also in some teaching materials. The government policies mix monolingual
Romanian policies with multilingual realities in classrooms and communities.

Social implications are manifested in identity division as Romanian
speakers see language as a marker of national identity, while Russian speakers see it
as a cultural right. Schools and policies aim to preserve Romanian language,
literature, and national heritage, meanwhile there are observed strong media and
cultural products in Russian that continue to shape Moldovan national identity,
especially in urban areas.

There have been serious language debates on Romanian vs. “Moldovan
language”- the central dichotomy to politics since independence (1991). In 2022, the
Parliament officially adopted “Romanian” as the sole state language. The use of
Russian remains politically sensitive, tied to Moldova’s relations with Russia and to
the unresolved conflict in Transnistria.

Conclusions

Being bilingual or multilingual goes beyond language proficiency, it is the way
to express identity, culture, ways of thinking and connection to the global
community. Learning more than one language helps people have sharper minds,
improve cognitive skills, understand others, solve problems better and build stronger
connections. Schools that support different languages help students feel respected
and included. When students are permitted to use their native language in school,
they feel that their culture and identity are valued and it gives them more confidence
and motivation to learn. Teachers who include several languages in the classroom
show that all languages are important and that every student’s background matters.
These schools build understanding between students from different cultures and
prepares young people to live and communicate in a global world where multilingual
skills are a real advantage.

In Moldova, people often use Romanian, Russian, and other languages. This
makes the country rich in culture but also brings challenges. The decision to make
Romanian the only state language shows the wish to unite the nation, but it is still
important to protect minority languages. When education supports both the state
language and other languages, students can keep their identity and learn to
communicate with the world. In conclusion, multilingual education should help
people value all languages as a bridge between cultures, and as a way to grow
personally and socially.
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Abstract: In contemporary schools, classrooms have become increasingly
multicultural, multilingual, and socially diverse. This shift requires future teachers to possess
not only methodological competencies but also intercultural sensitivity, negotiation skills,
and conflict-resolution strategies grounded in respect, empathy, and dialogue. Literature,
with its emotional, symbolic, and psycholinguistic dimensions, offers significant
opportunities to develop value-based reasoning and ethical behavior among pupils. This
article examines how future teachers can be trained to use children’s and adolescent literature
as a medium for developing emotional literacy, negotiation, and moral behavior in
multicultural classrooms. Drawing on psycholinguistic research on children's perception of
literary values, the article proposes a pedagogical model that integrates literary text analysis,
dialogic teaching, and structured reflection. Finally, the discussion outlines implications for
teacher training programs in the Republic of Moldova, where cultural diversity and
European integration agendas emphasize the need to prepare educators for inclusive,
democratic, and culturally responsive teaching.

Key words: multiculturalism, communicative competence, negotiation, conflict
resolution, literature, value development, inclusive education.

Rezumat: In scoala moderni, silile de clasi devin tot mai mult medii formative
multiculturale, multilingve si social diverse. Aceasta realitate solicitd viitorilor cadre
didactice nu doar competente metodologice, ci si sensibilitate interculturala, abilitati de
negociere si strategii de gestionare a conflictelor, fundamentate pe respect, empatie si dialog.
Literatura, prin natura ei emotionald, simbolica si prin modul in care activeaza mecanismele
limbajului, poate deveni un element formativ in formarea modului in care elevii isi
construiesc valorile si isi dezvoltia comportamente etice. In acest articol este analizat felul in
care viitorii profesori pot fi ghidati sd foloseasca literatura pentru copii si adolescenti ca pe
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gandirii morale, mai ales in contexte de invatare marcate de diversitate culturald. Bazandu-
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ne pe studii din domeniul psiholingvisticii care aratd cum percep copiii mesajele si valorile
literare, propunem un model pedagogic ce Tmbind lectura si analiza textului literar cu
dialogul deschis si reflectia ghidata. In final, sunt discutate citeva demersuri pentru
programele de formare a viitorilor profesori din Republica Moldova, unde diversitatea
culturala si procesele de integrare europeana subliniaza nevoia unor cadre didactice capabile
sd creeze un mediu educational incluziv, democratic si sensibil la diferentele dintre elevi.

Cuvinte-cheie: multiculturalism, competentd comunicativd, negociere, rezolvarea
conflictelor; literature, dezvoltarea valorilor, educatie incluziva.

1. Introduction

Nowadays classrooms are characterized by increasing cultural, linguistic, and
socio-economic diversity. Processes of globalization, mobility, migration, and
interethnic coexistence have transformed school environments into places where
multiple identities and communication styles interact actively. As James A. Banks
(2016) mentions, multicultural education is not only about learning about diversity,
but learning to /ive with diversity through dialogue, respect, and shared participation.
In this context, the teacher is not merely a transmitter of subject knowledge but a
mediator of identities, values, and social interaction, capable of promoting
collaborative meaning-making among pupils.

Multiculturalism in education refers to the capacity of the school to
acknowledge, include, and value different cultural experiences and worldviews
within the learning process [8]. It implies recognition of the learner as a cultural and
linguistic subject shaped by family, community, and historical memory.
Communicative practices in multicultural classrooms demand teachers to
demonstrate intercultural sensitivity, empathy, and the ability to negotiate meaning
across cultural boundaries [5].

2. The Role of the Teacher in Building Inclusive Learning Processes

In the 2Ist century, the teacher’s professional identity has expanded
significantly. The teacher is expected to be a designer of inclusive learning
environments, where every student feels seen, valued, and supported. This requires
intentional structuring of classroom activities to ensure participation equity, respect
for linguistic and cultural identities, and collaborative interaction among students
from different backgrounds.

According to Gay, inclusive pedagogy is based on three core principles [6]:
1. Participation — all students are encouraged and enabled to contribute.
2. Recognition — cultural and linguistic backgrounds are validated as learning
resources.
3. Belonging — emotional safety is prioritized as a precondition for cognitive
engagement.
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The teacher, therefore, becomes a facilitator of dialogue and a model of
democratic communication. Nel Noddings (2013) notes that warm relationships are
essential to learning: students internalize ethical attitudes when they experience
empathy, fairness, and respectful listening in the classroom. Likewise, Gert Biesta
(2015) emphasizes that education today must outline the social and moral aspect of
a person, not merely the how to door knowing the procedure, skilled individual.

A 21st-century educator must design the teaching learning process based on
values meaning that students will be guided in developing:

e interpersonal responsibility and cooperation,

e opened toward cultural and linguistic differences,

e the ability to solve conflict or negotiate it without aggression,

e possess reflective thinking about personal and others values.

This ethical orientation gives the teacher a main and monitoring role in
building and growing peaceful, democratic, and inclusive school cultures. In
Moldova, where Romanian, Russian, Ukrainian, Bulgarian, and Gagauz cultural
identities coexist, the need for teachers who show through real experience
democratic, dialogic, and inclusive communication is especially important in the
context of European integration. The development of negotiation-oriented
communicative competence is of great importance.

3. The role of literature in value formation

Literary texts, particularly children’s and young adult literature, create a
narrative space where emotional experience, ethical dilemmas, and cultural values
are internalized through identification with characters, narrative empathy, and
symbolic imagination. Psycholinguistic research shows that children learn values not
by receiving abstract definitions, but by experiencing them emotionally through
story structure, tone, metaphor, and character perspective (Litvinov, 2018;
Arzhanova, 2015). When integrated purposefully, literature becomes a pedagogical
tool that supports the development of negotiation skills, conflict resolution,
emotional literacy, and prosocial values.

In the Republic of Moldova, multiculturalism is an characteristic social reality.
Romanian, Russian, Ukrainian, Gagauz, Bulgarian, and Romani communities co-
exist, often within the same educational environments. The ongoing process of
European integration emphasizes the development of inclusive, democratic, and
intercultural competencies among future teachers, as reflected in national policies
such as Codul Educatiei al Republicii Moldova (2014) and Strategia pentru Educatie
Incluziva (2018). To respond to these priorities, teacher training programs must
prepare educators who are capable of managing diversity constructively, fostering
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respectful communication, and cultivating values of peace, cooperation, and
interpersonal understanding.

Therefore, the integration of literature as a medium for value-based dialogue
and negotiation skill development is not only pedagogically beneficial but socially
necessary in Moldova’s contemporary educational context.

4. Literature as a context for negotiation and conflict resolution

Children do not learn values simply by memorizing moral rules; they feel them
and live through them within the emotional world of stories. A well-written literary
text creates a space where language and emotion meet, allowing young readers to
experience values not as abstract notions, but as part of human relationships, actions,
and conflicts. The text thus functions as a bridge between the linguistic form and the
child’s inner experience, mediating between thought and feeling, between words and
empathy.

When children encounter literature, they do much more than decode words on
a page. They enter into the lives of characters, share their struggles and joys, and
through that identification, begin to internalize values. As Litvinov (2018) observes,
narrative empathy has a stronger formative impact on moral development than direct
moral instruction, because it engages both the emotional and cognitive dimensions
of understanding. The rhythm of the text, its tone, and its symbolic language
stimulate emotional resonance, helping children store moral impressions in long-
term memory, often without explicit awareness (Arzhanova, 2015).

Psycholinguistic studies describe this process as a dynamic interaction
between linguistic input, emotional response, and cognitive interpretation. A story’s
tone, choice of adjectives, or sentence length can influence how a child perceives
kindness, justice, or friendship. For example, short rhythmic phrases and repetition
tend to reinforce feelings of safety and predictability, while metaphor and imagery
create deeper emotional associations that link words to moral concepts such as
fairness or courage.

e Preschool children (3—6 years) respond most strongly to tone, rhythm, and
imagery. For them, moral categories are felt before they are understood—they sense
warmth in kindness and discomfort in cruelty.

e Early school-age children (6-10 years) begin to associate values with
concrete actions of characters: who helps, who shares, who is honest. Their
understanding remains situation-based, relying on visible examples rather than
abstract principles.

e Adolescents (11-15 years) develop the capacity for reflection and ethical
reasoning. They can analyze motives, question moral ambiguity, and recognize that
one action may hold different meanings depending on intention and context.
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The perception of values is also closely linked to age and developmental stage.

Because each age group processes language and emotion differently, teacher
preparation programs must cultivate psycholinguistic sensitivity-the ability to adapt
literary discussions to children’s emotional and linguistic maturity. A teacher skilled
in this area knows how to choose texts that fit the learners’ stage of development,
how to highlight the linguistic details that carry emotional weight, and how to guide
students toward interpreting values through dialogue rather than memorization.

4. Literature as a medium for developing negotiation and conflict-
resolution skills

Literary texts represent one of the most accessible and effective pedagogical
resources for forming negotiation skills and conflict-resolution strategies in
multicultural classrooms. As is known, literature presents conflict within its narrative
structure, which is why it allows learners to explore emotional reactions, reinterpret
judgments, and reflect on alternative responses without personal exposure or risk. As
Noddings (2013) argues, moral learning arises through relational experience, not
through normative instruction: children learn values when they accompany
characters through emotional tension, ethical dilemmas, disappointment,
reconciliation, or growth. Literature thus becomes a symbolic arena in which pupils
can “try out” attitudes and behaviors that they later transfer to real-life interactions.

The central pedagogical task for the teacher is to activate reflection and
dialogue around these narrative conflicts, turning reading into a shared interpretive
event rather than a passive reception of content. For future teachers, this requires
developing skills in guiding text-based conversations, encouraging perspective-
taking, and modeling constructive negotiation language. As Biesta (2015)
emphasizes, the role of the teacher today is not simply to communicate knowledge,
but to create conditions in which the child can learn how to exist together with others
-to listen, to respond, to negotiate meaning.

Wonder as a pedagogical tool for empathy and perspective-taking

The novel Wonder by R. J. Palacio (2012) provides a particularly rich context
for such work. The story of August Pullman, a boy with a facial difference who
enters school for the first time, places learners directly in situations in which fear,
misunderstanding, and curiosity shape social behavior. The narrative is told from
multiple perspectives, which allows students to see how the same event is
experienced differently depending on emotional background, prior beliefs, and
interpersonal expectations.

In a classroom discussion, students do not simply retell the plot; they examine
the motives underlying reactions-why one child chooses exclusion while another
chooses care. Through guided dialogue, the teacher helps students articulate

59



emotional triggers, recognize how tone and language escalate or de-escalate conflict,
and collaboratively propose alternative responses. When practiced consistently, this
approach builds the foundation for empathetic negotiation, where social interaction
is understood as relational, not competitive.

Classroom interactive activities

Activity 1: “Multiple Voices, One Story”
Students chose a key conflict (e.g., cafeteria bullying) and rewrite it from two
characters’ perspectives. They discuss how emotional perception figures narrative
interpretation.

Activity 2: “Conflict Rewind Playback”

Students act out the conflict once as it is presented in the work, then they discuss in
the group and through collaboration suggest a more empathetic resolution and
perform the revised version.

Skills developed: empathy-based negotiation, emotional articulation,
perspective flexibility.

The story Wonder by R. J. Palacio is especially meaningful in Moldova’s
multilingual schools, where questions of belonging and identity are deeply felt and
often tied to language use.

Matilda and the ethics of authority

Roald Dahl’s Matilda (1988) offers another dimension: the negotiation of
power and fairness in the teacher—student relationship. Miss Trunchbull represents a
model of authoritarian discipline still familiar in some educational contexts, while
Miss Honey embodies a relational, supportive approach to teaching. The contrast
makes students to reflect on how authority is exercised and what forms of discipline
contribute to dignity rather than humiliation. In dialogic discussion, learners can
evaluate classroom interactions not only in terms of rules but in terms of ethical
consequences.

For future teachers, this analysis is mainly significant. Moving from an
authoritarian model of teacher identity to a democratic and relational one requires
conscious development. By examining literary representations of authority, the
student, who will be a future teacher, begins to understand how communication style,
tone, and emotional presence impact the classroom climate. Slowly, negotiation
becomes understood not as loss of control but as a shared construction of meaning
and responsibility.

Cultural identity and reconciliation in Creangd’s stories

lon Creanga’s Amintiri din copilarie offers a culturally grounded context for
exploring everyday conflicts and reconciliation. The familiar settings and humorous

tone reduce defensiveness, allowing children to examine emotional reactions with
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openness. Scenes of jealousy, teasing, impulsivity, and forgiveness permit students
to practice expressing emotions in a culturally meaningful vocabulary. For
Moldovan learners, this is doubly important: value education is not imported but
rooted in local cultural memory, making it feel authentic and lived rather than
prescribed.

Through dramatization and role play, conflicts are reenacted, but in these
reenactments, the teacher introduces mediation language-“I feel... when...
because...”-which supports emotional literacy and respectful expression. In this
way, literature becomes a bridge between emotional experience and social
communication competence.

Grigore Vieru — Poems (Abecedar, Mama, Prietenul)

Classroom interactive activities

Activity 1: “Listening with the Heart”

Students listen to the poem read aloud and describe the emotional “color” or
sensation it evokes (warm, quiet, bright, heavy).

Activity 2: “Emotion-to-Action Bridge”

Learners translate the emotion in the poem into a concrete relational action (e.g.,
kindness becomes helping or comforting).

Bringing Grigore Vieru’s poetry into teacher education can become much
more than a lesson in language or literature-it can be a way of shaping how future
English teachers understand inclusion, empathy, and communication. Vieru’s
poems, especially Mama and Prietenul, are short, musical, and deeply human. They
speak about tenderness, affection, and respect in a voice that is both simple and
sincere. Because of this, they touch something familiar in every reader. For student-
teachers, these poems reveal how rhythm, sound, and imagery work together to
create emotional meaning. Reading them aloud-playing with tone, pace, or
emphasis-helps future educators realize that language itself can carry care,
connection, and a sense of belonging.

The experience of prosodic reading, where teachers consciously shape their
voice to express emotion, goes beyond aesthetic appreciation. It becomes a practical
demonstration of how voice and tone can make a classroom more welcoming.
Through such exercises, teachers begin to see how inclusion is not only built through
policies or lesson plans, but also through the way they speak and listen.

Multilingual value dialogue: The example of Micul Print

In multilingual classrooms, literature also provides a natural space for value
comparison across languages. Antoine de Saint-Exupéry’s Micul Print is especially
effective for this purpose due to its philosophical tone and symbolic imagery. When
students translate key value words — responsibility, friendship, fragility, loyalty-into
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Romanian, Russian, Ukrainian, Gagauz, Bulgarian, or English, they engage in
multilingual reflection. They observe how emotional connotations shift between
languages and cultures, reinforcing the understanding that values are not abstract
universals but linguistically and culturally experienced.

This practice supports the development of multilingual empathy: the awareness
that another person’s emotional world is shaped through the language they speak.
Such awareness is essential for negotiation in diverse classrooms.

In conclusion, teachers must act as communicators and mediators who bridge
languages, values, and perspectives in today’s multilingual and multicultural
classrooms. The study highlights how literature can serve as a meaningful tool for
training future English teachers to manage diversity through empathy and dialogue.
Developing linguistic awareness and negotiation skills enables educators to interpret
differences not as obstacles but as opportunities for collaboration. In Moldova’s
multilingual context, these competences are essential for building inclusive
classrooms where every learner feels heard and represented. Teacher education must
therefore strengthen communicative competence as the foundation of intercultural
understanding and peaceful living.
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Abstract: Multilingual education has emerged as an educational and societal
necessity in an era of globalisation and rising linguistic diversity. The aim of this article is
to analyse the junction between multilingual education and interdisciplinarity, with an
emphasis on conceptual foundations, pedagogical methods, and practical applications.
Multilingual education is proposed as a comprehensive method that incorporates social,
cognitive, and epistemological dimensions to enhance linguistic, metacognitive and
intercultural proficiency. The study discusses interdisciplinary instructional methods such
as project-based learning, thematic units, inquiry-based learning, simulations, and
multimodal digital activities, accentuating their importance in creating realistic, contextually
relevant learning experiences. The Content and Language Integrated Learning (CLIL)
paradigm is discussed as an example of how language and content may bolster each other,
providing scientific, historical, geographical, and literary examples. The study substantiates
that interdisciplinarity in multilingual education expands learners' cognitive agility,
metalinguistic comprehension, and interpersonal abilities, qualifying them for operating in
complex multidisciplinary and multilingual environments. The research asserts that
interdisciplinary multilingual education is a pedagogical necessity to educate learners who
are linguistically competent, intellectually adaptable, and capable of living in a globalised,
multicultural world.

Keywords: multilingual education, interdisciplinarity, content and language
integrated learning (CLIL), translanguaging, pedagogical practices, intercultural proficiency

Rezumat: Educatia multilingva a aparut ca o necessitate educationala si societala intr-
o erd a globalizarii si a cresterii diversitatii lingvistice. Scopul acestui articol este de a analiza
legdtura dintre educatia multilingva si interdisciplinaritate, cu accent pe fundamente
conceptuale, metode pedagogice si aplicatii practice. Educatia multilingva este propusa ca o
metodd cuprinzatoare care incorporeaza dimensiuni sociale, cognitive si epistemologice
pentru a imbundtati competenta lingvistica, metacognitiva si interculturald. Studiul prezinta
metode de instruire interdisciplinard, cum ar fi invatarea bazatd pe proiecte, unititile
tematice, Invatarea bazatd pe investigatie, simuldrile si activitatile digitale multimodale,
accentuand importanta acestora in crearea unor experiente de invatare autentica, relevante
din punct de vedere contextual. Paradigma Tnvatarii integrate a continutului este discutata ca
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un exemplu concret de aplicare a modului in care limba gi continutul se pot sustine reciproc,
oferind modele stiintifice, istorice, geografice si literare. Studiul sustine ca
interdisciplinaritatea in educatia multilingva extinde agilitatea, intelegerea metalingvistica
si abilitatile interpersonale ale studentilor, calificAindu-i pentru operarea in medii complexe,
multidisciplinare si multilingve. Cercetarea afirma ca educatia multilingva interdisciplinara
este o necesitate pedagogica pentru a educa studentii care sunt competenti din punct de
vedere lingvistic, adaptabili intelectual si capabili sa trdiasca intr-o lume globalizatd si
multiculturala.

Cuvinte-cheie: educatie multilingva, interdisciplinaritate, CLIL, translingvism,
practici pedagogice, competenta interculturald.

Introduction

Multilingualism has become an inherent characteristic and a fundamental
academic tool in the context of globalisation and social mobility. Multilingual
education involves the systematic incorporation of two or more languages into the
teaching and learning practices of educational institutions. Its primary purpose is to
recognise linguistic diversity as both an academic and societal asset. In contrast to
monolingual systems, which often regard subsidiary languages as auxiliary or
transitional, multilingual education emphasises the equal importance of all languages
in a learner’s development [6].

Fundamentally, teaching through and across languages—while promoting
mental flexibility, cross-cultural awareness, and social acceptance—is what
multilingual education seeks to accomplish. It enables students to maximise their
linguistic abilities while developing emotional intelligence and communicative
competence in a wide range of contexts. According to Beacco et al. [1], multilingual
education fosters individuals who can act as liaisons across cultures, languages, and
professions within a diverse society.

In multilingual education, every language is recognised as a medium of
cultural identity, emotion, and heritage, ensuring that students’ native tongues are
fully integrated into the curriculum. This inclusion aligns with the principles of
linguistic equality and educational justice. According to Cummins’ notion of
common underlying proficiency, multilingual education is based on the idea that
knowledge and skills acquired in one language can be transferred to another [5].
Therefore, instructional practices should include translation, comparison, and
translanguaging—the natural alternation between languages to create meaning—in
order to build bridges across linguistic systems [8].

In multilingual education, interdisciplinary synergies refer to the synthesis of
concepts, practices, and strategies from multiple fields of study to create a holistic
framework for understanding and fostering multilingualism. Such interdependence
is essential for addressing complex issues such as equity, linguistic diversity, and the
evolving digital landscape of education. Garcia and Wei [ibidem] emphasise the
importance of bridging theories of language, sociocultural relevance and pedagogical
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practices to ensure effective multilingual learning. The emergence of cross-curricular
approaches has transformed how educators perceive language acquisition and
instruction, shifting the focus from isolated linguistic competence to character
development and integrative communicative proficiency.

The foundations of interdisciplinarity lie in the epistemological principles of
complexity, integration, and dialogue. Klein defines interdisciplinarity as the
synthesis of ideas and approaches from multiple disciplines to address
multidimensional problems that cannot be resolved within the boundaries of a single
field. In multilingual education, this approach combines pedagogy, linguistics, and
social analysis, allowing educators to create learning environments that mirror actual
communication behaviours [5].

The quintessence of this perspective is transdisciplinarity, which, according
to Nicolescu [11], recognises the interconnected nature of human experience and the
unity of knowledge, offering a deeper understanding of the dynamic character of
multilingualism.

Multilingual education promotes a holistic approach to language learning that
encompasses psychological development, cultural identity, social interaction, and
digital mediation. The aim of this integration is to cultivate citizens who are
multiliterate and proficient in intercultural communication, rather than merely
teaching multiple languages. Bringing these components together results in an
integrative multilingual curriculum that focuses on three interconnected dimensions:

- Cognitive-linguistic dimension: grounded in cognitive and psycholinguistic

theories that explain how languages connect in the mind;

- Sociocultural dimension: rooted in perspectives that examine how language

use is shaped by identity, power relations, and cultural mediation;

- Epistemological-interdisciplinary dimension: reflecting the theoretical and

methodological need for cross-disciplinary convergence.

This model highlights multilingual teaching as both a practical approach and a
domain of conceptual synthesis, where the interplay between culture, languages, and
cognitive processes illustrates how such interconnections enhance comprehension
and instruction in multilingualism.

Multilingual education flourishes where educators, linguists, and
technologists work together. Interdisciplinary cooperation enables the development
of curricula that reflect the complexities of real-world communication. While
merging linguistic theory and educational psychology improves teaching practices
based on learners' cognitive profiles, partnering with digital media specialists
supports translanguaging and intercultural communication.

To ensure that learning experiences reflect the diversity of real-world
communication, interdisciplinarity in multilingual education must involve
collaboration across linguistics, technology, sociology, and cognitive science.
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Students in multilingual environments draw upon their full range of cultural,
linguistic, and cognitive resources. Therefore, to promote integrated understanding,
teaching strategies should transcend disciplinary boundaries [3]. This integration
links language acquisition with subject knowledge, connects language proficiency to
cognitive and behavioural development, and encourages teachers to connect
language objectives with disciplinary content.

As previously stated, integrating related disciplines within multilingual
educational contexts requires cross-disciplinary strategies that combine knowledge,
skills, and language. Project-based learning is an effective approach in which
learners engage in complex, real-life tasks that draw upon both academic knowledge
and linguistic competence. For instance, an urban sustainability project may involve
students exploring local environmental issues in multiple languages, mapping urban
areas through geographical inquiry, analysing ecological processes using scientific
knowledge, and presenting their findings through digital technologies. Such projects
demonstrate how interdisciplinarity fosters authentic learning experiences by
intertwining subject expertise, multilingual competence and cognitive development
[3].

Inquiry-based learning and thematic units offer similar opportunities. For
instance, a thematic study on immigration and identity might intermix history,
literature, and sociology, encouraging students to communicate across several
languages. Learners study migration patterns, analyse their own experiences, and
look into sociocultural implications, resulting in reflective analyses that incorporate
cultural, historical and personal perspectives. Likewise, inquiry-based projects on
renewable energy can provide students with access to research materials in English,
French, or indigenous languages, while engaging them in physics, economics, and
ethics. According to Skutnabb-Kangas [11] and Beacco et al. [1], such approaches
strengthen students both linguistically and intellectually, underscoring the value of
multilingual competence and the interconnectedness of knowledge.

The synergy between language and content is exemplified most clearly by
the Content and Language Integrated Learning (CLIL) paradigm. This methodology
promotes the teaching of subject matter in a distinct language, guaranteeing that
conceptual understanding and language development take place concurrently. A
CLIL-based environmental unit, for example, may study renewable energy systems
in English while also examining their scientific basis, assessing economic feasibility,
and evaluating broader ramifications. By using language as a medium for
constructing knowledge rather than as a separate skill, CLIL fosters multidisciplinary
thinking and deepens subject expertise [4].

An example of the CLIL method is the water cycle lecture given in English
to B2 level upper-secondary students, during which they acquire a larger set of
knowledge of hydrology, therefore enriching their subject-specific vocabulary. This

practice allows them to understand the importance of the studied phenomenon in
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local and global contexts by practising the second language in oral and written form.
In doing so, students fulfil the aim of accumulating knowledge of the water cycle
and its stages.

At the beginning of the lesson, a short animated video is presented showing
the phases of the cycle and key terms such as evaporation, condensation,
precipitation, infiltration, runoff, and water table. In order to maximise their
understanding, students must read a passage in their native and target tongues. The
teacher then asks thematic questions in English, engaging students in discussions in
which the concepts of translanguaging are applied.

During the discovery phase, students draw diagrams in which they explain
the causes and effects of each phase, such as the increase in evaporation during high
temperatures. Learners then apply their knowledge to real-life scenarios through
studying local natural hazards such as flooding or drought and writing brief
descriptions in English that demonstrate how these conditions relate to the water
cycle. As a result, this activity intertwines language and discipline by allowing
learners to consult multilingual resources.

The learning experience culminates with group presentations, in which
students show their diagrams and conclusions in English. The teacher then addresses
questions such as "How does understanding the water cycle help us make
environmental decisions?" to stimulate students to converse. In response, students
display both subject and linguistic competence by combining scientific knowledge
with multilingual dialogue. This technique successfully combines language
acquisition and disciplinary comprehension, fostering intellectual engagement,
logical thinking, and cross-cultural awareness. Thanks to CLIL's fundamental
concepts and practical significance in multilingual education, students not only
improve their understanding of scientific processes but also apply their language
skills into practice.

The CLIL lesson on the water cycle exemplifies multilingual education
values by integrating both language and subject matter in a practical, contextually
relevant environment. In addition to being taught scientific facts about the water
cycle, students enhance their fluency in English, using their native tongue to amplify
their comprehension. This method reflects a fundamental idea of multilingual
education: treating languages as resources instead of separate courses, encouraging
learners to use their entire linguistic arsenal to understand content, explain concepts,
and communicate ideas [7].

Learners whose first language is not English can be taught a CLIL lesson on
the French Revolution in English, implementing linguistic growth within a historical
context. While studying primary and secondary texts in English, students consult
summaries in their native tongue for a better understanding. They evaluate the
reasons, significant events, and implications of the Revolution, juxtaposing

viewpoints from different nations. Their objective is to use English and their mother
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language to negotiate meaning and clarify complicated concepts. To do so, students
gather in small multilingual groups to explore issues such as the social hierarchy,
revolutionary ideas and the impact of propaganda in politics. Participants
simultaneously improve their historical and linguistic knowledge by creating
timelines, writing essays, and delivering speeches in English. As opposed to teaching
English as a separate competence, this lesson reveals the significance of multilingual
education by treating languages as tools for comprehending information, increasing
cognitive versatility, and promoting metalinguistic awareness [ibidem].

In a geography CLIL class on the effects of climate change, students use
French as the target language to investigate local environmental issues and their
global ramifications. They use meteorological data, maps, and case studies to
investigate issues such as rising sea levels, catastrophic weather, and human
reactions to environmental emergencies. To improve comprehension, students
collaborate within multilingual teams, comparing scientific vocabulary in French to
native equivalent words. Data analysis, report writing, and group presentations in
French facilitate students in using disciplinary knowledge while also improving their
academic and technical vocabulary in a second language. The multilingual
component is essential because it encourages students to alternate between languages
to express ideas, compare viewpoints, and communicate productively. It reflects the
aims of multilingual education, where languages are regarded as learning and
cognitive tools rather than as discrete subjects [1], [3].

A CLIL lesson in literature on comparative folk tales allows students to
analyse narratives from various cultures and societies while improving their English
language skills. Students read folk tales from their native languages alongside
English translations, analysing themes, cultural values and character development.
During guided talks, students alternate between English and their native language to
clarify concepts, identify cultural references, and compare story structures.
Afterward, students combine literary analysis with multilingual expression by
writing analytical essays in English and presenting summaries. This method aligns
with multilingual education objectives, allowing students to utilise their complete
linguistic repertoire, promoting cross-cultural communication, and strengthening
both content knowledge and linguistic competence [7].

Additional multidisciplinary techniques that enhance learning include
simulations, role-playing, and multimodal digital projects. For instance, Model
United Nations simulations encompass political science, economics and
international law, whereas multilingual documentaries combine scientific study,
mapping, and media production. These methods implement interdisciplinarity in real
multilingual environments by encouraging teamwork, imagination, critical thinking,
and cultural awareness [2].

The methodology of interdisciplinarity in multilingual pedagogy has proved

to be a fruitful practice. Through content knowledge integration and emphasis on
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cognitive and linguistic proficiency, students develop higher-order thinking, reflect
on their knowledge acquisition and navigate cultures linguistically. CLIL
substantiates that language is concurrently a medium and a resource, offering
learners access to intricate disciplinary content and developing their academic
language capability at the same time.

In essence, interdisciplinarity is not only an option but a well-thought-out
method for strengthening complex social, linguistic and cognitive aptitudes. It allows
students to analyse, comprehend, and surpass linguistic, cultural and disciplinary
limits, demonstrating the effectiveness of multilingual education in modern
institutions.

Conclusion

Through project-based learning, themed units, simulations, inquiry,
multimodal digital tasks, and CLIL, the interdisciplinary approach offers students
the chance to interact meaningfully with the material while sharpening their
language, cognitive, and metacognitive skills.

CLIL demonstrates how structured, flexible learning environments may
transform languages into active instruments for comprehension, interaction, analysis,
and thus strengthening cognitive flexibility, content knowledge and metalinguistic
awareness. CLIL fosters intercultural competence, promotes genuine, culturally
relevant communication across several disciplines, including science, geography,
history and literature, as well as translanguaging.

In conclusion, interdisciplinarity is a pedagogical requirement in multilingual
education. Teachers instruct students to meet the cognitive, social, and linguistic
constraints of a diverse and interconnected world by mobilising their entire linguistic
repertoires and synthesising knowledge across fields. These approaches create
multilingual education systems that are inclusive, innovative, and culturally
sensitive, setting students up for success in the linguistic and social diversity of the
21st century.
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Abstract: The integration of multilingual digital resources in higher education is
becoming increasingly important in the context of internationalization and the diversification
of student needs. At the Ion Creanga State Pedagogical University of Chisindu, students are
increasingly using multilingual digital tools, including Al-based platforms, automatic
translation applications, and online educational resources, to better understand course
materials, access international scientific literature, and support their research activities. This
article examines how these tools are used in practice, drawing on experience in the field of
educational information technologies to highlight the challenges and opportunities that arise
and the extent to which they reflect the current level of digital and multilingual integration
within the university. The analysis is grounded in concrete observations from academic and
technological activities, offering a realistic picture of how students combine university-
provided resources with external tools to adapt their learning processes to contemporary
demands.

Keywords: Multilingual digital tools, artificial intelligence, machine translation,
digital educational resources, academic internationalization, linguistic digital literacy,
technological integration in higher education.

Rezumat: Integrarea resurselor digitale multilingve in invataméantul universitar
devine tot mai importantd in contextul internationalizarii si al diversificarii nevoilor
studentilor. in cadrul Universitatii Pedagogice de Stat ,,lon Creanga” din Chisinau, studentii
utilizeaza tot mai frecvent instrumente digitale multilingve, inclusiv platforme bazate pe
inteligenta artificiald, aplicatii de traducere automata si resurse educationale online, pentru
a Intelege mai bine materialele de curs, pentru a accesa literatura stiintifica internationala si
pentru a-si sustine activitdtile de cercetare. Acest articol exploreazd modul in care aceste
instrumente sunt folosite in practica, din perspectiva experientei in domeniul tehnologiilor
informationale aplicate in educatie, evidentiind provocarile si oportunitatile care apar si
masura in care ele reflectd nivelul actual de integrare digitald si multilingva la nivel
universitar. Analiza se bazeazad pe observatii concrete din activitatea academica si
tehnologica, conturand o imagine realista a modului in care studentii combina resursele
oferite de universitate cu instrumente externe pentru a-si adapta procesul de Invatare la
cerintele actuale.
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Cuvinte-cheie: Instrumente digitale multilingve, inteligenta artificiala, traducere
automata, resurse educationale digitale, internationalizare academicd, alfabetizare digitala
lingvisticd, integrare tehnologica in invatamantul superior.

Digitalizarea acceleratd a educatiei universitare a schimbat modul in care
studentii acceseazi, proceseaza si utilizeazi informatia. In cadrul Universitatii
Pedagogice de Stat ,,Jon Creangd” din Chisindu, aceasta transformare este vizibila
atat 1n activitatile de studiu, cét si in cele de cercetare, unde solutiile digitale au
devenit un instrument de lucru indispensabil. ,,Noile tehnologii de comunicare se
conjugd cu alte tendinte la nivel macrosocial: comunicarea interculturald, declinul
modelelor de consum, evolutia acceleratd a pietelor, globalizarea, modificarea
stilurilor de viatd. Complexul de tendinte care indica schimbari la nivel global va
influenta pe viitor si viata in organizatii. Provocarile la adresa managerilor si
comunicatorilor se leaga de capacitatea lor de a prevedea schimbadrile din exterior si
de a introduce in mod proactiv masuri de adaptare la schimbare.” [1] Intr-un context
in care o parte tot mai mare din literatura stiintifica relevantd este disponibild in alte
limbi, iar unele discipline sunt predate in engleza, franceza, germana si rusa, necesita
consultarea surselor internationale, studentii recurg frecvent la instrumente digitale
multilingve pentru a depasi barierele lingvistice si pentru a intelege mai usor
continuturi complexe.

Integrarea resurselor digitale in procesul educational este sustinuta si la nivel
de politici nationale, unde Planul de actiune in domeniul educatiei digitale 2024—
2027 al Ministerului Educatiei si Cercetarii subliniazd necesitatea dezvoltarii
infrastructurii digitale, a competentelor TIC si a accesului la resurse educationale
moderne pentru toate institutiile de invatamant. [2]

,Dezvoltarea capacitdtii de a transfera cunostinte in contexte noi nu se produce
de la sine prin diversificarea contextelor, ci prin buna organizare a secventei de
invatare, plasatd intr-un context semnificativ.” [3] Utilizarea platformelor bazate pe
inteligenta artificiald, a aplicatiilor de traducere automata si a resurselor educationale
globale a devenit o practica spontana si constantd. Aceste instrumente sunt folosite
atat pentru ajustarea materialelor la curs, cat si pentru accesarea articolelor stiintifice,
pregdtirea lucrarilor universitare sau intelegerea termenilor de specialitate in limbi
diferite. Aceastd tendinta reflecta o nevoie reald: studentii cautd modalitéti rapide si
accesibile de a interactiona cu continut academic multilingv, intr-o universitate aflata
in proces de modernizare digitala.

In acelasi timp, modul in care aceste instrumente digitale sunt integrate in
rutina de invatare ofera indicii importante despre nivelul actual de internationalizare
si despre gradul de adaptare tehnologica al institutiei. Observatiile din activitatea
universitara arata ca studentii combina resursele disponibile in cadrul UPSC, precum
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platforma Moodle si biblioteca digitald, cu instrumente externe care completeaza
sau extind accesul la informatie. Aceastd realitate contureaza un tablou relevant
asupra felului in care resursele digitale multilingve influenteaza procesul educational
si asupra directiilor necesare pentru consolidarea unui mediu academic deschis,
modern si conectat la spatiul international. [4]

Integrarea resurselor digitale multilingve in Tnvatamantul universitar poate fi
inteleasa prin analiza instrumentelor pe care studentii le utilizeaza in mod real pentru
a interactiona cu informatia in limbi diferite. Literatura de specialitate evidentiaza
faptul ca accesul la continuturi academice multilingve, combinat cu competentele
digitale ale utilizatorilor, contribuie la cresterea calitatii invatarii si la extinderea
oportunitatilor educationale.[5]

In acest cadru, instrumentele digitale precum aplicatiile de traducere automata,
platformele bazate pe inteligentd artificiala si resursele educationale online devin
elemente importante ale ecosistemului de Invatare al studentilor, dar si medii de
promovare a culturii digitale.

»Legatura dintre digital si cultura umana este usor de inteles 1n aceasta era a
inovatiilor tehnologice. Comunicarea eficienta, inclusiv cea virtuald, presupune
prezenta atat a culturii clasice de comunicare, cit si o culturd de comunicare
digitala...” [6]

Platforme Al Traducere Resurse

automata :
(Gemini. ChatGPT. _educatlfmalg

| | |
L4

[ Obiective educationale si de cercetare ]

a4

Nivelul de integrare digitala multilingva

Figura 1. Model conceptual al utilizérii instrumentelor digitale multilingve de catre
studentii UPSC

Resursele digitale multilingve includ totalitatea instrumentelor, platformelor si
materialelor care faciliteaza accesul, procesarea si intelegerea continutului academic
in mai multe limbi. Acestea cuprind atat solutii tehnologice avansate, precum
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modelele lingvistice Al utilizate pentru clarificarea sau reformularea textelor, cat si
resurse accesate pe scard largd de studenti, precum Coursera, Google Scholar, Khan
Academy sau manualele digitale disponibile in engleza, rusa si alte limbi. Intr-un
asemenea context educational, ,,profesorul trebuie sa se simtd liber s raspunda
noilor tehnologii critic, dar, in acelasi timp, creativ si sub nicio forma nu poate sa
ignore acest aspect, daca vrea sd comunice eficient cu studentii.” [7]

Un element esential al cadrului conceptual il constituie traducerea automata,
care permite trecerea rapida intre limbi diferite si reduce barierele de intelegere in
cazul textelor stiintifice sau tehnice. Instrumente precum DeepL sau Google
Translate sunt utilizate pentru interpretarea articolelor internationale, rezumarea
continutului sau adaptarea materialelor la activitatile universitare. In acelasi timp,
platformele bazate pe instrumente digitale au un rol distinct in procesul de
invatare. [8]

Studentii utilizeaza diverse instrumente digitale pentru cautarea raspunsurilor,
explicarea conceptelor, verificarea limbajului academic sau organizarea
informatiilor preluate din surse externe. Utilizarea acestor instrumente nu substituie
resursele universitare, ci le completeaza, oferind acces rapid la explicatii
personalizate.

Prin Tmbinarea acestor componente, cadrul conceptual oferd o imagine clara
asupra modului 1n care studentii UPSC construiesc un mediu propriu de invétare
multilingv, in care resursele digitale reprezinta un sprijin constant pentru accesul la
informatie, dezvoltarea competentelor academice si realizarea activitdtilor de
cercetare. In acelasi timp, cresterea volumului de informatii accesibile prin
intermediul acestor instrumente digitale a generat nu doar oportunitati, ci si
provocari. [9]

Extinderea accesului la materiale academice In mai multe limbi a facilitat
procesul de studiu, insd a accentuat un fenomen persistent in mediul universitar:
aparitia formelor de plagiat, fie integral, fie partial. Utilizarea excesiva sau necritica
a traducerilor automate si a platformelor bazate pe inteligentd artificiala poate
conduce la preluarea neasumata a continuturilor, fenomen care afecteaza integritatea
academica si calitatea lucrarilor universitare.

Metodologia acestui studiu are la baza o analiza calitativa a modului in care
studentii UPSC utilizeaza instrumente digitale multilingve in procesul de invatare si
in realizarea activitdtilor academice. Cercetarea s-a orientat asupra materialelor si
produselor educationale generate in mod direct in cadrul programelor de studii, prin
examinarea felului in care aceste instrumente se reflectd in practica reald. Au fost
analizate lucrari, proiecte, portofolii si texte elaborate in contextul formarilor privind
utilizarea tehnologiilor digitale in activitatea de predare-invatare-evaluare.
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Figura 2. Dimensiunea analizei calitative privind utilizarea instrumentelor digitale

multilingve

Analiza calitativa prezentatd in Figura 2 ofera o sintezd a principalelor
dimensiuni care caracterizeaza modul in care studentii utilizeaza instrumentele
digitale multilingve. Modelul evidentiaza aspectele lingvistice si digitale ale textelor,
integrarea surselor internationale si utilizarea explicitd sau implicita a traducerilor si
aplicatiilor bazate pe instrumente digitale. Aceste dimensiuni permit intelegerea
modului real in care resursele digitale influenteaza calitatea lucrarilor academice si
scot in evidenta atat oportunitatile, cat si riscurile asociate utilizarii lor.

Accentul a fost pus pe modul de utilizare a surselor internationale, pe structura
argumentarii si pe particularitdtile lingvistice ale textelor, elemente care pot indica
integrarea aplicatiilor de traducere automata sau a platformelor bazate pe inteligenta
artificiala in procesul de elaborare. Prin aceasta abordare, metodologia permite
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surprinderea modului 1n care instrumentele digitale multilingve sunt integrate in
activitatile de studiu si cercetare ale studentilor, precum si a diferentelor dintre
utilizarea formald a resurselor institutionale si utilizarea informala, adesea tacitd, a
instrumentelor externe.

Trecerea de la instrumentele digitale traditionale la tehnologiile bazate pe
inteligenta artificiald a schimbat semnificativ modul in care utilizatorii acceseaza
informatii in mai multe limbi. Inainte de dezvoltarea accelerati a inteligentei
artificiale, accesul la continut multilingv se realiza in principal prin motoarele de
cautare, instrumentele de traducere automata si retelele sociale. Google Search
continua sa domine piata mondiala cu aproximativ 90% din totalul cautarilor, in timp
ce Google Translate procesa zilnic peste 100 de miliarde de cuvinte, devenind una
dintre cele mai utilizate resurse pentru traducerea rapida. In aceeasi perioada, retelele
sociale au devenit canale esentiale de informare, depdsind cinci miliarde de
utilizatori si facilitdnd circulatia materialelor educationale in diverse limbi. [10]

Incepand cu 2023, odati cu aparitia si extinderea instrumentelor generative pe
platforme de inteligenta artificiala, accesul la informatie multilingva a evoluat intr-o
directie noua. Rapoarte internationale aratd ca tot mai multe organizatii adopta solutii
Al pentru analiza, reformularea si traducerea continutului, iar in 2025 utilizarea
acestor tehnologii devine aproape generala la nivel institutional. Spre deosebire de
traducerile automate traditionale, instrumentele actuale bazate pe Al permit o
intelegere profundd a textelor, generarea de explicatii suplimentare si adaptarea
continutului academic la nivelul lingvistic al utilizatorilor.

Aceasta transformare deschide noi oportunitdti pentru Invatarea multilingva,
dar aduce si provocari legate de etica, originalitate si calitatea lucrarilor universitare,
elemente direct relevante pentru analiza modului in care studentii UPSC utilizeaza
resursele digitale in procesul de invatare. ,,Aceste transformari informationale
resimtite practic ,,de la vladicd pand la opincd” ne-au integrat, volens-nolens, intr-o
societate informatica. Astfel, in celeritatea aceasta informationala ne-am ales si cu o
avalansa terminologicd ,,in trend”. Cu certitudine, ,,societatea informatica reprezinta
0 noua etapa a civilizatiei umane, un nou mod de viata calitativ superior care implica
folosirea intensiva a informatiei in toate sferele activitatii si existentei umane, cu un
impact economic si social major”. [11] Prin urmare, analiza modului in care studentii
UPSC utilizeaza resursele digitale multilingve ofera o imagine clara asupra felului
in care tehnologiile actuale sustin procesul de invatare si influenteaza activitatile
academice.

Rezultatele evidentiazd atat beneficiile utilizarii acestor instrumente pentru
accesarea surselor in diferite limbi, cat si provocdrile legate de acuratetea
traducerilor, integrarea informatiilor si mentinerea integritdtii academice. Aceasta
perspectiva permite formularea unor concluzii si recomandari orientate spre o
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utilizare responsabild, echilibratd si eficienta a resurselor digitale in invatamantul
universitar.

In acest context, resursele digitale multilingve se dovedesc deja integrate in
practica universitard, oferind studentilor sprijin in accesarea si intelegerea
materialelor academice in diferite limbi. Traducerile automate, platformele Al si
accesul la surse internationale contribuie la diversificarea documentarii si la
extinderea perspectivelor de studiu. Totodatd, modul variat in care aceste
instrumente sunt utilizate evidentiaza importanta consolidarii competentelor digitale
si lingvistice, pentru ca studentii sa le poata valorifica in mod autonom si adecvat.

Formarea acestor competente sprijind utilizarea corectd si coerentd a
continuturilor preluate din surse multilingve. Stabilirea unor orientari clare privind
integrarea resurselor digitale 1n activitatile academice poate facilita o utilizare
responsabila si eficienta, contribuind atat la modernizarea procesului educational, cat
si la cresterea calitatii lucrarilor universitare.
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Abstract: In the 21st century education functions within a rapidly globalizing and
culturally varied environment which requires updated approaches to teaching and learning.
Multicultural education is increasingly viewed as a crucial element of contemporary
pedagogy because it supports equality, respect, and constructive interaction among students
from diverse cultural backgrounds. This paper investigates the main principles and methods
that shape multicultural education today, emphasizing value-oriented, inclusive, and
humanistic practices. Particular attention is given to the teacher’s role as a facilitator of
intercultural dialogue and as a mentor who encourages empathy and social unity through
culturally responsive instruction. The paper also considers how processes such as
globalization, digital transformation influence educational priorities and challenge long-
established teaching models. A central focus is placed on the development of intercultural
competence, ethical understanding, and the ability to collaborate effectively within culturally
heterogeneous learning environments. Ultimately, multicultural education in the 21st
century is understood not only as an instructional approach but also as a transformative
framework that promotes tolerance, global awareness, and shared human ideals. This paper
seeks to examine practical principles of multicultural education, existing difficulties, and
real-life applications, identifying both achievements and ongoing barriers.

Keywords: multicultural education, principles, approaches, values, cultural
diversity, globalization, humanism.

Rezumat:

In secolul al XXI-lea, educatia functioneaza intr-un context profund marcat de
globalizare si de diversitate culturald, fapt care impune reconsiderarea abordarilor
traditionale de predare si invatare. Educatia multiculturala este tot mai frecvent recunoscuta
ca o componentd esentiald a pedagogiei contemporane, intrucat sprijind promovarea
egalitatii, respectului reciproc si a interactiunii constructive intre studenti proveniti din medii
culturale diferite. Prezentul articol analizeaza principiile si abordarile fundamentale care
contureaza educatia multiculturald in context actual, cu accent pe dimensiunea axiologica,
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incluziva si umanistd a procesului educational. O atentie deosebita este acordata rolului
profesorului in calitate de facilitator al dialogului intercultural si de mentor educational,
capabil sd stimuleze empatia, coeziunea sociald si participarea responsabila prin practici
didactice sensibile la diversitatea culturald. Lucrarea examineaza, totodata, impactul
proceselor de globalizare si de transformare digitala asupra prioritatilor educationale,
evidentiind provocarile pe care acestea le ridica pentru modelele pedagogice traditionale. Un
punct central al analizei 1l reprezintd dezvoltarea competentei interculturale, a constiintei
etice si a capacitatii de colaborare eficientd in medii educationale caracterizate prin
eterogenitate culturala. In concluzie, educatia multiculturala este conceptualizati nu doar ca
o abordare didactica, ci ca un cadru transformator, orientat spre promovarea tolerantei, a
constiintei globale si a valorilor umane comune. Articolul isi propune sa evidentieze atat
principiile aplicative ale educatiei multiculturale, cat si dificultatile de implementare si
exemplele de bund practicad, identificand realizéarile obtinute pand in prezent, dar si
obstacolele care persista.

Cuvinte-cheie: educatie multiculturala, principii pedagogice, incluziune
educationala, valori, diversitate culturala, globalizare, umanism.

Introduction

Contemporary society is marked by globalization, greater human mobility, and
rapid technological progress. Modern conditions emphasize the crucial role of
education in promoting sustainable development, intercultural understanding, and
global citizenship. The intensification of European integration processes highlights
the importance of multicultural education as a foundation for fostering tolerance,
mutual understanding, and effective intercultural interaction. In the new socio-
cultural context, the issue of creating a global educational space becomes
increasingly relevant, one in which the interests of individuals and the national needs
of different countries can be effectively realized, while also enabling joint efforts to
address vital challenges faced by human civilization as a whole. Traditional
education requires alternative models aimed at transforming it into a means of both
social and personal transformation, with the ultimate goal of building an unbiased,
fair, and free world. As a result, there is a growing necessity to establish an
educational environment that honors cultural diversity, promotes deeper cultural
understanding, and encourages the development of tolerance. In this regard, the
concept of multicultural education becomes a methodological foundation of
education in the 21st century.

Literature Review

Numerous international researchers have thoroughly examined the role of
multicultural education in shaping individual development. Among them are J.
Banks [10], K. Khunduma and J. Mekuria [15], P. Gorski and other foreign scholars
who propose various interpretations and approaches to this issue. Ukrainian
academics have also made a significant contribution to the study of multicultural
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education. This field is reflected in the works of J. Bezugla, N. Savastru, G.
Shevchenko [8], O. Gold [3], L. Hepenko, L. Rybalko [7], E. Kuchmenko [6], and
other national researchers. Special attention is given to the formation of intercultural
competence in the studies of O. Tishchenko [9], D. Kostenko [5], and several other
Ukrainian scholars. These publications form an important theoretical and practical
foundation for understanding the key approaches and principles of multicultural
education in the 21st century.

The term multiculture originates from English and refers to a social and
educational environment that consists of many cultures. In this context, the prefix
multi carries not only a quantitative meaning but emphasizes the qualitative diversity
of national traditions, experiences, and cultural backgrounds. In other words, the
presence of multiple ethnic groups implies the coexistence of multiple distinct
cultures.

The concept of multicultural education includes not only the academic process
but also personal growth and upbringing. The central idea is to provide equal learning
opportunities for students regardless of their cultural, ethnic, or social origins [18].
According to the Cambridge Dictionary [12, p. 785], multicultural education is
defined as education aimed at promoting acceptance and understanding among
students from diverse cultural backgrounds. In the International Encyclopedia of
Education, this term is defined as an educational process in which two or more
cultures are represented, differing in linguistic, ethnic, national, or racial
characteristics [16, p. 576].

In the works of many foreign scholars, there are various interpretations of the
essence of multicultural education and the factors that contributed to its emergence.
American scholar J. Banks is recognized as the founder of multiculturalism in
education. He was the first to formulate the concept of multicultural education,
defining its primary aim as the promotion of an open society in which equal
opportunities are provided for all ethnic groups to fulfill their social and cultural
needs [11, p. 39-43]. Moreover, Banks formulated a set of core principles of
multicultural education, which remain fundamental in modern educational theory.
According to the researcher, these principles include the following: multicultural
education should be regarded as a continuous process rather than a one-time
initiative; participants must first develop an awareness of their ethnic identity; the
multicultural approach should permeate the entire educational system; each society
should develop its own model of multicultural education that reflects its specific
context; both teachers and parents require targeted preparation for its
implementation; the process should not be limited by specific time frames; and
finally, the content of educational programs should comprehensively reflect
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multicultural values [10, p. 9-10]. According to J. Banks, multicultural education is
built upon five fundamental dimensions:

Content Integration — this dimension refers to the nature and extent to which
the teacher incorporates examples illustrating cultural and group diversity within
their subject. Essentially, it involves embedding multicultural content directly into
the curriculum.

Knowledge Construction Process — this reflects the teacher’s role in helping
students understand, investigate, and determine how biases, limitations, instructions,
and guidance within the studied discipline affect perspectives on knowledge. It also
encourages teachers to foster students’ independence in seeking and acquiring
knowledge.

Prejudice Reduction — this dimension focuses on instructional strategies and
classroom activities designed to foster more positive attitudes among students toward
diverse racial, ethnic, and cultural groups. Lessons and materials that provide
accurate, well-researched information about various groups help students cultivate
constructive intergroup relationships, especially when such lessons are intentionally
structured to include positive representations of ethnic groups and consistent use of
multiethnic materials.

Equity Pedagogy — this focuses on modifying teaching methods so that
students’ academic achievements improve regardless of their racial, ethnic, or social
group membership. Such outcomes are more likely when teachers employ
cooperative rather than competitive strategies.

Empowering School Culture and Social Structure — this dimension is achieved
when a school’s environment and organizational practices are reshaped to ensure that
students from diverse racial, ethnic, and social backgrounds have equal opportunities
and status within the educational setting [11, p. 87-92].

In his theoretical framework, Banks emphasizes achieving equality in
education through the recognition and inclusion of cultural diversity. He argues that
multicultural education contributes to reducing prejudice and strengthening social
cohesion. The distinctive features of multicultural education include the
implementation of integrated approaches to learning, in which academic disciplines
serve as tools for developing intercultural competence. This competence involves
the ability to apply various strategies for communicating with representatives of
other cultures, to effectively manage intercultural conflicts and misunderstandings,
and to overcome stereotypes. While these theoretical frameworks provide a solid
foundation, it is essential to examine how these principles are applied in actual
educational settings and what challenges may arise during implementation.

83



O. Tishchenko defines intercultural competence as a dynamic, integrative,
personal, and professional formation, the result of professional training that ensures
the ability to carry out effective professional activity in the conditions of cultural
diversity in modern society and the educational environment [9, p. 61]. In her
research, she also summarizes the pedagogical conditions for developing
intercultural competence during professional training (according to S. Radul). These
conditions include the culturological orientation of professional education, which
provides knowledge of the cultural characteristics of one’s own country and those of
other nations, fosters national self-awareness, and promotes the education of future
teachers as cultural bearers. Another important condition is the stimulation of
intercultural communication, which involves organizing the learning process based
on interaction among equal participants, enriching interpersonal communication
with intercultural content, and intensifying contacts with representatives of other
cultures and native speakers of foreign languages. This contributes to the
development of social and personal qualities of future educators, as well as mutual
assistance and cooperation. Finally, an emphasis on the intercultural aspect in
students’ research activities implies encouraging studies on intercultural issues, the
use of foreign languages, and participation in international scientific projects [9, p.
59-60]. Therefore, the formation of intercultural competence becomes an essential
component of multicultural education, reflecting its practical implementation in the
process of professional teacher training and ensuring readiness for effective
communication in a culturally diverse world.

V. Bolharina and I. Loshchenova define multicultural education as a system in
which culture serves as a key and unifying concept. In their view, it represents a
means of helping an individual progress from assimilating ethnic and national culture
to realizing the shared interests of different peoples in their pursuit of peace,
harmony, and progress through cultural development [2, p. 2].

According to I. Bakhov, multicultural education is a process of purposeful and
systematic formation and development of an individual’s worldview, beliefs, and
emotions based on the recognition of cultural diversity. This process enriches a
person’s emotional and moral experience, fosters a distinctive attitude toward the
surrounding world and others, and involves the internalization and reflection of
essential paradigms of human existence, transforming external cultural meanings
into one’s inner moral and ethical world [1, p. 43]. Therefore, multicultural education
can be understood not only as an educational practice but also as a holistic worldview
paradigm that shapes an individual’s values, attitudes, and behavior in a culturally
diverse and globally interconnected world and serves not only as a pedagogical
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approach but also as a social mechanism for building equality, respect, and dialogue
among diverse cultural groups.

Through examining the historical context surrounding the emergence and
growth of multicultural education, J. Banks highlighted several stages in its
development. The first stage was the emergence and establishment of ethnic
education, the essence of which lay in the educators’ efforts to integrate knowledge
about ethnic minorities into educational programs and to develop the theory of ethnic
education. The second stage marked the struggle for the creation of multiethnic
education, which aimed to provide students belonging to ethnic minorities with equal
educational opportunities. The third stage, according to Banks, was associated with
the growing activism of students representing ethnic minorities, who demanded the
inclusion of historical and cultural knowledge about their ethnic groups in academic
curricula. Finally, the fourth stage represented the formalization of multiculturalism
as a distinct theoretical framework [11, p.120].

In addition, for countries seeking to integrate the concept of multicultural
education into the process of professional training, the approaches proposed by the
American scholar M. Gibson [13] are of particular relevance. The scholar identified
five primary approaches to structuring this process, each representing a unique
dimension of multicultural education and its goals:

ofirst, the approach of education for cultural diversity emphasizes the
equalization of educational opportunities for students from different cultural
backgrounds. This model seeks to ensure that every learner, regardless of origin, has
access to the same quality of education;

esecond, the education for tolerance approach focuses on fostering respectful
and open-minded attitudes toward other cultures. Its essence lies in encouraging
students to value cultural differences and to recognize the right of others to maintain
their unique ethnocultural identities;

ethird, education for cultural pluralism aims to preserve and promote the
coexistence of multiple cultural perspectives within society. Through this approach,
multicultural education becomes a means of supporting social harmony and mutual
enrichment between diverse communities;

efourth, the intercultural education approach highlights the importance of
developing both tolerance and intercultural competence. According to the researcher,
this stage is crucial for preparing individuals to communicate effectively and
respectfully in a multicultural environment;

ofifth, the main goal of this education is to promote unity, tolerance, and
mutual respect within the existing social structure. It includes all students and
focuses on understanding diversity, stereotypes, and differences to foster
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appreciation and empathy. Cooperative learning and conflict-resolution activities are
often used to promote peaceful interaction [13, p. 56-58].

Taken together, these approaches form a comprehensive framework for
understanding the goals and practices of multicultural education, demonstrating its
potential to create inclusive and equitable learning environments.

Equally important is the instructional model developed by E. Said [19], which
outlines the main stages of multicultural learning. These include: understanding the
intercultural functions of different languages as tools of international
communication; recognizing the causes and forms of historical and cultural
interaction among ethnic groups; actualizing intercultural forms of communication
within language and cultural communities; developing a clear understanding of the
role of languages in the lives of various ethnic groups; and cultivating the ability for
compensatory multilingualism in unfamiliar linguistic environments [19, p. 84].

The first word that naturally comes to mind when discussing multicultural
education is tolerance. Tolerance is understood as the recognition and respect for
beliefs, lifestyles, and perspectives that differ from one’s own. However, as
emphasized by Sonia Nieto, one of the pioneers of multicultural education, it is
crucial to move beyond tolerance in both conceptualization and practice. She
identifies tolerance as only the first stage in the hierarchy of multicultural
development, followed by acceptance, then respect, and finally affirmation,
solidarity, and critical consciousness. These stages are not isolated but
interconnected and evolving, representing a continuum of personal and social growth
that leads to genuine intercultural understanding. In this sense, multicultural
education becomes not only an academic concept but also a moral and civic
imperative, promoting social justice and equality.

According to the German scholar G. Thomas, multicultural education can only
be effective when individuals develop a tolerant attitude toward representatives of
other cultures and demonstrate a sincere desire to understand their system of spiritual
and cultural values, integrating this understanding into their own worldview [20].

Studies by researchers such as I. Bakhov [1] and O. Hurenko [4] provide a
basis for identifying the core principles that underpin multicultural education,
shaping both its conceptual understanding and methodological approach. These
principles highlight the human-centered focus of education and its aim to foster
intercultural understanding and respect. Key principles include the principle of
humanism, which nurtures morally conscious individuals guided by humanistic
ideals; the principle of cultural dialogue, which facilitates mutual appreciation and
learning across different cultural communities; the principle of cultural perspective,
which encourages a worldview that values cultural diversity as an integral part of
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modern society; and the principle of ethical and moral priority, which stresses the
importance of moral guidance in the educational process. In contemporary higher
education, there has been a growing emphasis on the intellectual, cultural, and
professional development of students, aiming to create capable human capital while
strengthening society to support economic competitiveness and higher standards of
living. Fundamental values such as freedom, justice, tolerance, humanism, and
mutual understanding underpin peaceful intercultural coexistence and establish a
common ethical and communicative framework that promotes cooperation and
respect among diverse groups. Consequently, higher education now plays a dual role:
it imparts essential knowledge and professional skills while simultaneously
cultivating global citizenship and fostering social cohesion in a multicultural world.
These considerations point to several essential dimensions for evaluating the
effectiveness of multicultural education. These include the content of education,
which should represent diverse cultural narratives and social group histories;
collaborative pedagogy, which encourages cooperative learning and fosters mutual
respect; the overcoming of prejudice, which challenges stereotypes and negative
attitudes; and the harmonization of social and educational environments, ensuring
equality and inclusion for all learners regardless of nationality, religion, or social
background. Moreover, assessment in multicultural education should value not only
knowledge acquisition but also the development of intercultural competence, ethical
awareness, and civic responsibility.

With the theoretical and competency foundations of multicultural education in
place, attention must also be given to practical teaching strategies that apply these
principles. One increasingly utilized method in intercultural education is the
hermeneutic-based conflict approach. The main goal in working with students is to
develop conflict competence, or more precisely, the ability to engage in constructive
behavior in conflict situations. The methods of teaching proposed within the
framework of multicultural education include self-reflection, non-hierarchical
interaction, dialogic performance, the learning circle technique, collaborative
learning, storytelling, the journey method, informal interactive discussions, and the
reflection paper approach, among others. These methods are designed not only to
enhance the learning process but also to encourage the development of empathy,
open-mindedness, and critical cultural awareness. For instance, in many university
courses, a widely practiced approach is the reflection paper, in which students
summarize the author’s main arguments, express their personal reflections, and
present their ideas supported by textual analysis and real-life experiences. This
method transforms learning into a dialogic and introspective process, bridging theory
and practice while fostering intercultural sensitivity and self-awareness [17, p. 98].
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Also, some universities run intercultural workshops, study-abroad programs, and
online projects where students from different countries collaborate. These
experiences not only broaden their cultural understanding but also give them a real
sense of the wider world. Today, technology and global communication tools make
it even easier for students to connect, share ideas, and see things from different
perspectives, while also picking up important digital skills. Thanks to these
approaches, students learn practical things such as conflict resolution, understanding
others’ perspectives, and working effectively together, which is incredibly valuable
in our modern lives.

Furthermore, the strategy for training future professionals must ensure that
they possess a comprehensive understanding of the multicultural landscape. This
includes familiarity with the history, culture, and religions of different peoples, as
well as the ability to recognize and interpret global trends such as globalization,
urbanization, decentralization, and marginalization. Educators and students alike
should cultivate an appreciation for cultural, national, and religious diversity,
acknowledging the right of all communities to preserve their distinct identities.

To function effectively in today’s interconnected world, professionals need to
master a specialized conceptual framework for navigating cultural diversity and
communicating respectfully across differences. They should also acquire practical
skills to collaborate and build trust with people of various backgrounds, taking into
account age, gender, and social factors.

Ultimately, the success of multicultural education depends not only on
knowledge but also on the personal qualities of those who practice it. Empathy,
tolerance, reflexivity, social flexibility, and adaptability are vital attributes that
empower professionals to facilitate intercultural dialogue, help individuals integrate
into new environments, and rebuild social connections in pluralistic societies. In this
way, multicultural education becomes a powerful instrument for personal
transformation and societal harmony in the 21st century.

Despite the numerous advantages and the growing adoption of multicultural
education, it is important to acknowledge certain challenges and barriers that
accompany its implementation. Educational institutions often face difficulties in
integrating multicultural curricula due to limited resources, insufficiently trained
staff, or resistance from stakeholders who may overlook the significance of
intercultural variety.

Conclusion

In our increasingly interconnected world, where cultures continually intersect
and societies grow more diverse, it is vital to train professionals who can work
effectively across cultural boundaries. In response to the challenges faced by today’s
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world and the pressing need to manage cultural diversity responsibly, numerous
European countries, international organizations, and unions are actively engaged in
seeking new approaches to strengthening intercultural dialogue. Establishing such
dialogue is impossible without the consistent implementation of multicultural
education, which in the modern era has emerged as a leading concept aimed at
uniting world cultures, identifying common values, and finding practical ways to
realize them. According to researchers, multicultural education in contemporary
conditions is intended to harmoniously combine the cultivation of national
consciousness and patriotism with respect for other cultures. It should also foster the
development of a well-educated individual who appreciates their nation’s cultural
heritage while being able to adapt to other multicultural environments.
Multicultural education should create an environment where students from
national minorities can study effectively while feeling valued and respected. It plays
an important role in fostering positive values by exposing learners to cultural
achievements from around the world and supporting the development of a strong
sense of cultural identity and respect for their own traditions. Teaching in this context
needs to combine national perspectives with cross-cultural approaches, helping
students gradually understand and appreciate the unique features of different
cultures. Overall, multicultural education has become a key aspect of modern
society, acting as a bridge that brings diverse cultures together and promotes shared
human values. By doing so, it turns education into a tool for fostering understanding,
cooperation, and social harmony, contributing to a more inclusive and culturally
aware global community. Future studies should consider how digital technologies
and modern tools can be used to strengthen intercultural skills and global awareness.
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Abstract: This article analyzes the psychological aspects of personality development
in a multicultural family, a common phenomenon in contemporary multiethnic Moldova.
This type of family is not a simple amalgamation of various ethnic cultures, but rather a
complex interplay and interpenetration of them. The paper explores the role of educational
institutions in personality development in a multicultural environment.

Keywords: multiculturalism, bilingualism, personality, bilingual family.

Rezumat: Acest articol analizeaza aspectele psihologice ale dezvoltarii personalitatii
intr-o familie multiculturald, un fenomen frecvent intdlnit in Republica Moldova
contemporand, caracterizatd prin diversitate etnicd. Acest tip de familie nu reprezinta o
simpla Tmbinare a diferitelor culturi etnice, ci mai degrabd o interactiune complexa si o
interpenetrationare a acestora. Lucrarea exploreaza rolul institutiilor educationale in
dezvoltarea personalitdtii intr-un mediu multicultural.

Cuvinte-cheie: multiculturalism, bilingvism, personalitate, familie bilingva.

Realitatea moderna confrunta educatia cu sarcina complexa de a creste tinerii
in spiritul pacii si respectului pentru toate popoarele, de a dezvolta in tdndra generatie
abilitatile de a comunica si colabora cu oameni de diferite etnii, religii si grupuri
sociale si de a intelege si aprecia unicitatea altor culturi. Prin urmare, problema
dezvoltarii unei personalitati multiculturale si a pregatirii pentru viata Intr-un context
multinational este extrem de relevantd si ocupa o prioritate ridicatd printre
provocarile educatiei moderne. Dezvoltarea personala intr-un mediu multicultural se
modeleaza in primul rand prin activitdti practice, in special prin comunicarea intre
reprezentantii diferitelor culturi.

Multiculturalismul in educatie este construirea educatiei pe principiile
pluralismului cultural si recunoasterea valorii egalitatii tuturor grupurilor etnice care
alcatuiesc o societate concretd. Multiculturalismul presupune inadmisibilitatea
discriminarii dupa criteriu etnie, religie, sex sau varstd. Multiculturalismul in
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educatie ajutd la transformarea diversitatii societdtii intr-un factor benefic in
dezvoltarea acesteia. Acesta asigurd o mai mare adaptabilitate umana la conditiile in
schimbare si 1i ajutd s dezvolte o viziune mai multilaterala asupra lumii. Educatia
globald ne permite sa extindem contextul dialogului la nivel mondial.

Avand in vedere subiectul pe care il exploram, consideram esential sd ne
concentram asupra interactiunii dintre individ si mediul multicultural. Republica
Moldova este un stat multietnic. In cadrul sau interactioneazi diverse grupuri etnice,
multe dintre ele locuind in mod traditional pe acest teritoriu de convetuire comuna.
Principalele si cele mai numeroase grupuri etnice din Moldova sunt romanii,
ucrainenii, rusii, gagauzii, bulgarii, evreii, romii, belarusii, polonezii, germanii,
armenii, azerbaidienii si lituanienii.

Diversitatea etnicd o reprezintd si corpul studentesc al RM, majoritatea
vorbitorilor nativi fiind romani, rusi, ucraineni, gagduzi si bulgari. Prin urmare,
problema dezvoltarii personalitatii multiculturale si dezvoltarea unor relatii
interetnice adecvate sunt extrem de relevante pentru Republica Moldova. Tinerii tarii
noastre multiculturale, la fel ca toti cetatenii sdi, urmeaza calea integrarii europene,
care schimba semnificativ mentalitatea majoritatii cetatenilor tarii. Tinerii dintr-un
mediu multicultural reprezintd un grup social care va deveni in curand participanti
activi in diverse sfere ale societdtii. Eficacitatea programelor socio-economice,
progresul tdrii si bundstarea cetdtenilor sai depind de modul in care acestia isi
imagineaza acest viitor, pe ce se concentreaza si la ce aspira astazi.

Rezultatele cercetarilor moderne in domeniul psihopedagogiei sociale arata ca
nu exista diferente semnificative intre orientarile valorice ale tinerilor din Uniunea
Europeana si cele din Republica Moldova. Acest lucru este confirmat de datele
studiilor sociologice care au identificat cele mai semnificative orientari valorice ale
tinerilor din Europa multiculturald si din Republica Moldova. Astfel, tinerii din
Europa aveau mari asteptari in perioada de aderare la Uniunea Europeand. Aceste
asteptari se bazau In mare masurd pe fundamente economice: crearea de noi locuri
de muncad - 51%; o Imbundtatire a situatiei economice din tard - 72%; posibilitatea
liberei circulatii - 51%; un viitor mai bun pentru tineri in ansamblu - 61%. [5]

Dacé comparam aceste date cu un sondaj rapid realizat in randul studentilor de
la universitatea noastrd, la care au participat 97 de persoane, putem gasi multe
asemanari. Rezultatele sondajului au relevat ca si studentii nostri spera ca aderarea
Republicii Moldova la Uniunea Europeand va ajuta, mai presus de toate, la
rezolvarea problemelor economice. Interesant este ca sunt identificate conceptele de
»avutie” si ,,prosperitate”. De exemplu, cand au fost intrebati: ce este ,,avutia”, au
raspuns ca avutia se refera la: banii care iti permit sd ai libertate, sd cumperi tot ce iti
doresti - 87%; bundstare materiald - 83%; calitatea vietii - 78%; putere - 21%;
oportunitati largi de autorealizare - 69%; valori spirituale - 19%; a avea o familie
fericita - 26%; liniste sufleteascd - 17%; sanatate - 24%; dragoste - 14%; cariera -
11%; traditii nationale - 15%.
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Dupa cum putem observa, datele din sondajele privind tinerii din Uniunea
Europeana si Moldova redau similitudini comparabile. Acest lucru sugereaza ca, in
general, toate tarile europene au un mediu foarte similar pentru dezvoltarea
orientdrilor valorice ale tinerilor. Experienta noastra a ardtat cd pentru abordarea
provocdrilor dezvoltarii personalitatii multiculturale, inclusiv intelegerea diversitatii
culturale si a interconexiunii acestora, este necesar ca cadrele didactice sd fie modele
etnoculturale demne de urmat. Profesorii moderni nu sunt doar specialisti calificati,
ci si persoane complete, cu o perspectiva larga si maturitate morald, capabili sa 1si
asume responsabilitatea pentru dezvoltarea valorica a tinerilor. Acestia trebuie sa
abordeze provocarile educatiei multiculturale, tindnd cont in acelasi timp de
globalizarea obiectivelor comunicarii interetnice, s tind cont de faptul ca specificul
si distinctivitatea culturii tind sd se transforme in puncte comune pozitive,
imbogatind realizarile civilizatiei.

Schimbul cultural are sens doar atunci cand duce la imbogatirea reciproca a
culturilor si, in ansamblu, imbogateste comoara culturii mondiale. Vectorul
progresului ramane de neclintit, iar acesta este scopul si mijlocul existentei umane.
Tara noastra are un potential suficient pentru a implementa un model constructiv de
comunicare multiculturala care nu necesita suprimarea caracteristicilor nationale
distinctive. Poate transforma pozitiv relatiile interetnice reale si poate elimina
stereotipurile etnice care impiedica comunicarea civilizata.

Un model constructiv si armonios de interactiune multiculturala ne permite sa
schimbam stereotipurile interetnice si mentalitatea cetdtenilor in favoarea construirii
unor relatii interetnice armonioase. Diferite culturi exista pentru a se uni intr-un
singur impuls pentru progresul uman.

Una dintre prioritatile educatiei multiculturale este, de asemenea, dezvoltarea unor
relatii adecvate intr-un mediu multicultural. Relatiile multiculturale adecvate sunt
intelese ca relatii care permit persoanelor alolingve sa cunoasca limba tarii in care
locuesc,de rand cu cea proprie si sa dobandeasca calittile de mediator al culturilor,
fara a-si pierde propria identitate culturala.

Printre modalitétile productive de a aborda aceastd gama de probleme in timpul
studiilor universitare se numara seminarii interactive si diverse evenimente culturale
si educationale organizate la initiativa studentilor. Aceste activitdti permit studentilor
sd descopere personal tara multietnicd in care nu existd loc pentru manifestari
discriminatorii de naturd etnica.

Experienta noastra arata ca dezvoltarea unor relatii multiculturale adecvate se
bazeazd Tn mare masura pe capacitatea initiald de a construi astfel de relatii si este
implementata prin mai multe tehnologii educationale: analitice si predictive, instruire
directd si consolidarea cunostintelor. Prima abordare, cea analiticd si predictiva,
permite studierea modelelor de relatii interetnice pe care studentii chiar din primul
an de studii le au deja dezvoltate, pornindu-se de la anumite idei despre valorile

grupurilor entice, formate in familie, gradinita, scoald, comunitate. A doua abordare
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este procesul de Invatare directd. Pe baza principiilor conformitatii culturale, se
utilizeaza un model al procesului de integrare individuala in culturd, care include
anumite etape: studierea istoriei dezvoltdrii culturale a propriului popor;
interiorizarea; asimilarea culturald; compararea propriei culturi cu cultura altor
popoare; dezvoltarea unei culturi a comunicdrii interetnice; integrarea in cultura
mondiala.

Pe de o parte, un context multicultural sugereazd un anume model de
personalitate sub forma unui set de caracteristici si cerinte esentiale pentru un
cetitean al unei tari multiculturale. In acest context, necesitatea sociald serveste drept
sursd de formare a orientdrii valorice intr-un mediu multicultural. Pe de alta parte,
statul are nevoie de tipuri de personalitati Tnalt dezvoltate. lar o astfel de personalitate
poate fi formatd doar prin asigurarea egalitatii de sanse si libera dezvoltare a
cetatenilor sdi - reprezentanti ai unei game largi de culturi. Dezvoltarea acestora
necesitd a fi realizatd pe baza valorilor culturale nationale cu deschidere spre
descoperirea, cunoasterea si acceptarea valorilor altor culturi. Educatia prin valori si
pentru valori nationale culturale este o tendinta in teoria si practica pedagogica care
a apdrut 1n anii 1960 si 1980 in legatura cu raspandirea asa numitei ,,contraculturi”
in rAndul grupurilor de tineri si intelectualilor din SUA, Canada si tarile Europei de
Vest care se opuneau valorilor ,,societatii de masa” si ,,culturii de masa” [4, p. 442].

Sustindtorii educatiei prin valori si pentru valori nationale culturale au subliniat
ca scopul sdu principal nu este transmiterea directa a experientei valorilor culturii
universale catre generatia tandra, ci mai degraba dezvoltarea capacitatii tinerilor de
a alege independent promovarea valorilor culturale nationale bazatd pe acceptarea
valorilor altor culturi.

In psihopedagogia sociald, orientirile valorice sunt privite ca un produs al
socializarii unui individ. Acest concept se refera la procesul de stapanire a idealurilor
sociale, morale si estetice si a cerintelor normative imuabile impuse individului ca
membru al societdtii. Orientarile valorice, conform unor cercetdtori, reprezinta
,,valori sociale impartasite de individ”, servind drept scop in viatd si principal mijloc
de atingere a acestor obiective si, prin urmare, dobandind functia celor mai
importanti regulatori ai comportamentului social al individului” [7]. Orientarea
valoricd a unui individ formeaza aspectul substantial al directiei sale si exprima
aspectul intern al atitudinii sale fatd de multiculturalismul tarii.

Procesul de dezvoltare a orientdrilor valorice la tineri intr-un mediu
multicultural trebuie sd fie intentionat si eficient, bazandu-se In mare masura pe
traditiile pastrate ale familiei, institutiilor de Tnvatamant si mass-media. Interactiunea
dintre personalitate si mediul multicultural este dialectic interdependent. Prin
urmare, este imposibil sa studiem influenta unui context multicultural asupra
formarii orientdrii valorice a personalitatii umane fara a defini, cel putin In termeni
generali, influenta unui mediu multicultural asupra dezvoltarii personalitatii intr-o
familie bilingva.
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Conceptul de bilingvism inseamna posedarea, pe langa limba materna, a unei
alte limbi, in limitele care asigurd comunicarea cu reprezentantii unui alt grup etnic
in una sau mai multe sfere de comunicare, precum si practica utilizarii a doua limbi
intr-o singura comunitate lingvistica [9]. Acest fenomen este extrem de complex si
necesitd un studiu interdisciplinar autonom.

In cercetarea problemelor dezvoltirii personalititii bilingve, studiul
componentelor, conditiilor si mijloacelor de dezvoltare ale acesteia devine extrem de
relevant. Formarea personalitatii bilingve a fost studiata de G.D. Dmitriev, U. Boos-
Niinning si U. Sandfuchs ca instrument de integrare a reprezentantilor unei natiuni
ne titulare in mediul cultural dominant; V.E. Abidova, E.N. Matyukhina, A.L
Odinets, M.A. Timofeeva si T.A. Chikaeva au considerat educatia bilingva ca un
mijloc de dezvoltare a constiintei de sine nationale si a autoidentificdrii culturale.
Lucrarile lui L.G. Vedenina, T.B. Menskaya si A.V. Shafrikikova sunt dedicate
implementdrii abordarii bilingve in continutul procesului educational. Relatia dintre
educatia multiculturald si educatia bilingva este remarcatd in lucrdrile lui M.N.
Pevzner, V.V. Safonova, Yu.A. Sorokin, A.G. Shirin, V. Kronenberg si V. Lambert
[apud: 6].

Din punct de vedere stiintific, relevanta studierii procesului de dezvoltare a
unei personalitati bilingve este determinatd de necesitatea identificarii
caracteristicilor dezvoltirii competentelor bilingve. In termeni practici, aceasti
relevanta constd In necesitatea de a proiecta si implementa programe de studii care
sd poatd servi drept mijloc de formare bilingva a viitoarelor cadre didactice in
vederea pregatirii pentru a lucra cu copii din familii bilingve.

Studierea modului in care doua limbi, cu trasaturile lor structurale diferite, sunt
dobandite in copildria timpurie ne permite sa Intelegem mecanismele prin care
sistemele lingvistice sunt utilizate pentru comunicare. Este la fel de important pentru
noi sd obtinem informatii despre dezvoltarea generald a proceselor cognitive;
impactul bilingvismului asupra mecanismelor dezvoltdrii gandirii, producerii si
perceptiei vorbirii.

Dimensiunile psihopedagogice al dezvoltarii personalitatii in context bilingv
reflecta in primul rand specificitatea mecanismelor psihofiziologice ale vorbirii unei
persoane care utilizeaza doua sisteme lingvistice in comunicare. Psiholingvistica
moderna dispune de date experimentale privind existenta unui singur sistem de
perceptie si a doua sisteme separate de producere a vorbirii la copiii bilingvi, in
ambele limbi, vorbite in familia de origine. Cercetarile asupra aspectului psihologic
ajutd la caracterizarea categoriilor si conceptelor lingvistice depuse in constiinta
lingvistica a bilingvilor si la examinarea unicitatii consolidarii, constientizarii etc.

Vigotski L.S. a subliniat deja necesitatea de a gestiona dezvoltarea vorbirii
unui copil intr-un mediu bilingv, subliniind inadmisibilitatea unui amestec accidental
de diferite sisteme lingvistice si a amestecarii haotice a limbilor in experienta de

vorbire a unui copil [2, pp. 329-337]. Oamentii de stiintd M.S. Ismailov [3], D. Slobin
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[8] considera ca o achizitie consistenta cu privire la posedarea a doud limbi este cea
mai benefica pentru dezvoltarea cognitiva a unui copil de varsta timpurie. Cu alte
cuvinte, studierea unei a doua limbi ar trebui sd inceapd atunci cand copilul a
stapanit-o in mare parte pe prima. Pana la varsta de cinci ani, copilul ar trebui sa
inteleagd, vorbind intr-o limba, cum sa isi realizeze intentiile comunicative prin
intermediul acesteia. Toatd experienta de comunicare verbald, generalizarea relatiilor
dintre subiecte, generalizarea gramaticala si alte abilitdti pozitive dobandite in limba
maternd ar trebui transferate catre a doua limba pe care o dobandeste.

Realitatea de astazi isi face propriile ajustari la interpretarea acestui fenomen.
Oamenii de stiinta ai secolului XXI cred ca, in copilaria timpurie, este posibil sa se
predea unui copil doud limbi simultan. in acest caz, limba materni ar trebui
dobanditd prin intermediul unui parinte, iar a doua limba prin intermediul celuilalt
parinte. De exemplu, n familia bilingva mama ar putea sa vorbeasca copilului doar
in limba ei maternd, iar tatal doar n limba culturii cu care se identifica. Si ceilalti
membri adulti ai familiei copilului ar trebui sa aleagd cu strictete limba de
comunicare cu el. Acest lucru va asigura ca dezvoltarea cognitiva a copilului nu sunt
afectata, ca urmare, copii din familia bilingva vor stapani ambele limbi la fel de bine
fara dificultate.

Familia bilingva in Moldova multietnica se face a fi un fenomen bine cunoscut
si raspandit. Acest tip de familie nu este o simpla amalgamare a diferitelor culturi
etnice, ci o interactiune si o intrepatrundere complexa. In familiile bilingve, o limba
este de obicei dominanta. Existd situatii in care, atunci cind sotii unei familii
bilingve, comunicad in limba de stat, aceasta devinind dominantd pentru sotul care
apartine altei culturi. Acest fenomen este perceput ca fiind ,,dezirabil din punct de
vedere social”, deoarece o bund cunoastere a limbii de stat contribuie adesea la
succesul social, avansarea in cariera professionala.

In familia bilingva, caracteristici pentru spatiului multicultural al tarii noastre,
si in prezent se mai duc discutii privitor alegerea gradinitei/scoali, ca cea mai
potrivitd pentru copilul lor. In prezent, copiii proveniti din familii bilingve au
oportunitatea reala de a studia intr-una din cele doud limbi - romana sau a etniei cu
care se identifica. Unele familii bilingve din Moldova prefera sa-si trimita copiii la
gradinite/scoli cu predarea in limba rusa. Si, desi copiii vorbitori de limba rusa cresc
intr-un mediu bilingv ruso-roman, acestia demonstreaza o slabd cunoastere a limbii
romane. Acest lucru se datoreaza in primul rand faptului ca unii copii, ce provin din
familii bilingve, unde acasa se vorbeste in rusa, manifesta prea putin interes pentru
invatarea limbii romane. Aceastd lipsd de motivatie provine din faptul ca
mecanismele psihologice de dobandire a unei a doua limbi nu sunt luate in
considerare. Limba romana este studiatd in scolile cu predare in limba rusa ca materie
de studiu, si principalul motiv pentru invatarea limbii romane se reduce la obtinerea
unei note de promovare, fard a fi constientizate de catre cetateanul alolingvi in

profunzime totalitatea avantajelor cunoasterii limbii de stat. In primul rand
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cunoasterea limbii roméne de catre alolingvi, este un mijloc de angajare in campul
muncii si comunicare. Nevoia de comunicare si intelegere a lumii vorbite de
bastinasi este cea care il provoaca pe copil la o varsta timpurie sd invete limba tarii
in care traieste. Acest mecanism psihologic este incorporat in metoda de imersiune
lingvisticd, utilizatd pe scard larga in Europa modernd pentru a-i Invata pe copiii
limba tarii lor de resedinta.

In prezent, stiintele psihopedagogice dispun de un arsenal larg de tehnologii
moderne, eficiente pentru predarea limbilor straine, bazate pe principiile psihologice
ale activitatii cognitive si dezvoltarii elevilor. Orice profesor de instruire intensiva a
limbilor straine, ne va sugera cd, avand timpul alocat invatarii limbii de stat si
utilizandu-1 eficient, puteti obtine rezultate destul de bune.

Pentru a spori gradul de motivatie pentru studierea limbii romane de catre
alolingvi, este important ca invatarea limbii de stat s fie semnificativa pentru fiecare
alolingv in parte. Unicitatea, punctele forte si avantajele bilingvismului roméano-rus
trebuie explorate. Profesorii trebuie sa-i ajute pe copii sa inteleaga ca limba si cultura
mediaza intre o persoana si realitatea multietnica si cad acestea joacd un rol vital in
conturarea viziunii sale subiective despre lume. Cu cat o persoand descopera, invata
mai multd diversitate culturald, cu cat cunoaste mai multe limbi, indiferent de statutul
limbii, cu atat viziunea sa despre lume este mai profunda si larga.

- Ce altceva mai putem face pentru a imbunatati eficacitatea achizitiilor
lingvistice a copiilor din familii bilingve, unde se prefera a comunica doar
in limba rusa?

Credem ca situatia actuala poate fi imbunatatita simtitor prin deschiderea gradinitelor
si scolilor primare bilingve. Scopul lor principal sd reside in dezvoltarea unor
cetdteni ai tarii armonios dezvoltati, cu identitate etnica pozitiva, capabili de
autoimplinire productiva Intr-un mediu multicultural, demonstrand dorinta de a
dezvolta nu doar propria cultura, ci si cultura tarii lor de resedintd, utilizand
cunostintele si abilitdtile dobandite prin experiente personale. Nevoia unor astfel de
institutii de invatamant este resimtitd acut in Republica Moldova. Fondarea si
functionarea acestui tip de institutii de invatamant se vor baza pe rezultatele
cercetarilor privind gama de probleme legate de dezvoltarea personalitatii in context
multicultural si pe experienta tarilor europene, precum Germania, Finlanda, etc.

Se stie cd una din principiile fundamentale ale dezvoltdrii mentale este
asimilarea de cdtre copil a structurii activitdtii socio-simbolice externe. Prin
interactiunile sociale si comunicarea dintre copii si adulti, formele sociale externe de
comportament sunt internalizate si transformate in forme interne individuale de
organizare mentala. In consecintd, rezultatele studierii limbii de stat vor fi eficiente
numai daca in mediul social al adultilor, in primul rdnd in cadrul corpului didactic al
diferitelor tipuri de institutii de Invatdmant, exista o comunicare paraleld in limba de
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stat si limba minoritdtilor ca model de comportament/forme sociale externe de
comportament [apud:]

As dori sa abordez si o alta problema: cea a dotdrii institutie educationale cu
personal didactic. Analiza situatiei din Republica Moldova cu privire la aceastd
problema demonstreaza ca formarea cadrelor didactice nu acopera nevoia dezvoltarii
competentelor profesionale pentru educatia si instruirea copiilor ce provin din familii
bilingve. O analiza a cadrului normativ pentru formarea cadrelor didactice releva ca
acesta nu contine prevederi privind specificul educatiei copiilor bilingvi, ceea ce este
important pentru o tard cu o populatie multilingva. Intelegem ci solutionarea
problemelor asociate cu transmiterea valorilor culturale nationale catre generatia
tandra depinde de profesionalismul specialistilor din domeniul educatiei. Prin
urmare, este necesar sa se abordeze constructiv problema formarii unor cadre
didactice calificate, capabile sa lucreze cu copii din familii bilingve, care sa poseda
tehnologii educationale moderne si cunostinte profesionale temeinice, conexe cu
antropologia psihologica si etnopedagogica.

Pentru a promova ideea dezvoltarii personalitatii in context multicultural la

nivel de educatie timpurie si invatdmant primar, exista oportunitdti in sistemul de
formare a personalului didactic, sistemul de perfectionare si recalificare
profesionald, experienta experimentald specifica, aspiratiile inovatoare ale
Ministerului Educatiei si Cercetarii, potentialul de sprijin din resurse externe si, cel
mai important, cererea de schimbare in societate.
In concluzie, dezvoltarea personalititii in context multicultural are propriile
caracteristici unice si necesitd competente psihologice si pedagogice speciale si o
intelegere a mecanismelor care stau la baza formarii unei personalitati cu competenta
multiculturald. Relevanta problemei studiate nu poate fi comparatd decat cu cea a
supravietuirii fiintei umane intr-un mediul social in contunua schimbare. Faptul ca
aceasta stare de lucruri a devenit o problema, ce necesita a fi solutionata, vorbeste
despre aceeasi discrepantd fundamentala dintre teorie si practica in educatie. Acest
articol este o incercare de a umple aceasta lacuna.
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Rezumat: Studiul abordeaza problematica stereotipurilor in contextul integrarii
Republicii Moldova in Uniunea Europeana si evidentiaza rolul Educatiei pentru diversitate,
ca instrument de coeziune sociald si de modernizare a sistemului educational. Persistenta
stereotipurilor culturale, etnice si sociale 1n spatiul dintre Prut si Nistru constituie un obstacol
pentru coeziunea sociald si evidentiaza, totodatd, necesitatea unor politici educationale
orientate spre incluziune, echitate si reducerea discriminarii. La nivelul Uniunii Europene,
promovarea echitatii, coeziunii sociale si cetateniei active reprezintd obiective strategice
esentiale ale cooperarii educationale si profesionale, menite si asigure accesul egal la
oportunitati si sa contribuie la formarea unei societti incluzive, capabile si valorifice
diversitatea si sd pregateascd cetiteni responsabili, implicati In consolidarea proiectului
european. In contextul integririi europene, analiza cadrului normativ national releva directii
ferme de reformd educationald, axate pe modernizarea curriculei, digitalizare,
internationalizare si stimularea cetiteniei active. Educatia pentru diversitate, ca parte a
Noilor educatii, se intersecteaza cu idealurile europene privind echitatea, solidaritatea si
democratia, contribuind la formarea unor cetiteni responsabili si toleranti. Introducerea
acesteia 1n sistemul de Invatamant poate contribui la transformarea societatii moldovenesti,
orientand-o spre valorile europene si spre o dezvoltare durabila, diversa si incluziva.

Cuvinte-cheie: diversitate, stereotipuri, educatie pentru diversitate, valori europene,
societate incluziva.

Abstract: The study addresses the issue of stereotypes in the context of the Republic
of Moldova’s integration into the European Union and highlights the role of Education for
Diversity as an instrument of social cohesion and modernization of the educational system.
The persistence of cultural, ethnic, and social stereotypes in the space between the Prut and
the Dniester constitutes an obstacle to social cohesion and, at the same time, underscores the
need for educational policies oriented toward inclusion, equity, and the reduction of
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discrimination. At the level of the European Union, the promotion of equity, social cohesion,
and active citizenship represents essential strategic objectives of educational and
professional cooperation, aimed at ensuring equal access to opportunities and contributing
to the development of an inclusive society, capable of valuing diversity and preparing
responsible citizens engaged in consolidating the European project. In the context of
European integration, the analysis of the national normative framework reveals firm
directions of educational reform, focused on curriculum modernization, digitalization,
internationalization, and the stimulation of active citizenship. Education for Diversity, as
part of the New Educations, intersects with European ideals of equity, solidarity, and
democracy, contributing to the formation of responsible and tolerant citizens. Its
introduction into the educational system can foster the transformation of Moldovan society,
guiding it toward European values and toward sustainable, diverse, and inclusive
development.

Keywords: diversity, stereotypes, education for diversity, european values, inclusive

society.

Introducere

Republica Moldova se afla intr-un spatiu de intersectie geopoliticd, culturald
si sociald complexd, unde orientdrile identitare sunt marcate de tensiuni intre
mostenirea esticd si aspiratiile occidentale. Procesul de reconstructie a constiintei
istorice s-a suprapus de-a lungul timpului cu emanciparea democratica si nationala,
dar rezultatul nu a fost o clarificare deplina a apartenentei identitare. Dilemele
persista: Intre Vest si Est, intre Uniunea Europeand si Rusia, intre toleranta si
persecutie, intre democratie si autoritarism. Aceste optiuni contradictorii reflectd nu
doar diversitatea culturald, ci si fragilitatea unui stat aflat in cautarea unei coeziuni
sociale durabile si a unei integrdri europene autentice.

Discursurile identitare din Republica Moldova raman in continuare profund
fragmentate, atdt in rdndul populatiei majoritare, cat si printre grupurile etnice,
culturale, sociale minoritare, care continud si oscileze intre duble definitii ale
propriei apartenente. Aceste dileme nu pot fi reduse la simple conflicte lingvistice
sau culturale, ci 1si au radacinile adanci 1n istorie, in traumele si rupturile politice ale
secolelor trecute, consolidate prin stereotipuri si prejudecati si prin traditionalismul
societitii noastre. In consecintd, discursul identitar rimane un teren de disputa si de
divizare la nivel de societate, dar si un potential catalizator pentru redefinirea
coeziunii sociale si a orientarii democratice a tarii.

Odatd cu asumarea obiectivului strategic de integrare europeand si cu
adoptarea Programului National de Aderare la Uniunea Europeana pentru perioada
2025-2029 [13], Republica Moldova isi repozitioneaza directiile de dezvoltare si 1si
ajusteaza actiunile pentru a asigura compatibilitatea legislatiei interne cu acquis-ul
comunitar. Aceastd orientare nu reprezintd doar un exercitiu tehnic de armonizare
juridicd, ci un proces complex de modernizare institutionala si de fundamentare a
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statului de drept, in cadrul caruia politicile sociale si culturale devin piloni esentiali
ai procesului de integrare, avand rolul de a consolida coeziunea sociald si de a
promova identitatea pluralista a tarii.

In acest context amplu, marcat de pluralitate identitard si de transformari
profunde la nivel de societate, Educatia pentru diversitate devine o directie
strategicd din Noile educatii, care urmeaza a fi integratd In sistemul de invatdmant
pentru formarea viitoarelor generatii in spiritul libertatii, diversitatii si al
democratiei, dar si un pilon strategic de consolidare a coeziunii sociale, capabil sa
depaseasca barierele si stereotipurile mentale si sd construiasca solidaritate in cadrul
comunitatilor.

Scopul cercetdrii este de a analiza modul in care Educatia pentru diversitate,
ca directie emergentd n domeniul educational, poate contribui la depasirea
stereotipurilor etnice, lingvistice, culturale si sociale din Republica Moldova si de a
evidentia rolul acesteia in consolidarea coeziunii sociale. Studiul urmareste sa
demonstreze cd promovarea unei identitdti pluraliste prin politici educationale si
practici educationale favorizeaza integrarea democraticd si europeand a societatii
moldovenesti.

Definirea conceptelor. Metodologia de cercetare

Studiul se focuseaza pe analiza si interpretarea conceptelor-cheie privind
stereotipurile, fundamentate stiintific de-a lungul timpului, cat si pe documentele de
politici sociale, culturale elaborate atat la nivel european, cét si national, In contextul
procesului de aderare a Republicii Moldova la Uniunea Europeana. Acestea sunt
corelate cu necesitatile si perspectivele educationale actuale, avand ca obiectiv
promovarea si consolidarea conceptului de Educatie pentru diversitate, ca
instrument de coeziune sociala.

Privite Tn ansamblu, stereotipurile constituie o reprezentare distorsionata, o
opinie preconceputd, acceptatd si promovata fara fundamentare riguroasa cu privire
la un grup uman, etnic, cultural, social etc., care influenteaza negativ perceptiile
colective si relatiile interpersonale la nivel de societate. Ele reduc complexitatea
realitdtii la formule simplificate, genereaza discriminare si excludere, si pot deveni
obstacole majore in procesul de construire a unei societdti democratice, incluzive si
solidare.

Termenul de stereotip social a fost utilizat pentru prima data de cercetatorul
american Walter Lippmann in lucrarea Public Opinion (Opinia Publicd), publicata
in anul 1922. Autorul subliniaza ca oamenii nu reactioneaza la realitatea obiectiva,
cilao,,pseudo-realitate” construita din imagini, stereotipuri si reprezentdri mediatice
[1]. Aceasta idee a devenit fundamentald pentru studiile despre mass-media si
democratie. Cercetatorul introduce conceptul de stereotip ca mecanism cognitiv prin
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care oamenii simplifica realitatea complexa, considerand cd, desi utile pentru
orientare, stereotipurile distorsioneaza perceptia si pot alimenta prejudecati sociale
si politice.

Ulterior, cercetarile sale au fost completate cu alte definitii si interpretari date
stereotipurilor sociale de catre Gordon Allport, Henri Tajfel, Susan Fiske sau David
Hamilton. Acestea sunt intelese ca scheme cognitive simplificate prin care indivizii
si grupurile isi construiesc reprezentirile despre realitatea sociald. In aceastd
perspectiva, stereotipurile functioneaza ca mecanisme de reducere a complexitatii
lumii reale, transforménd diversitatea in imagini standardizate si usor de utilizat in
procesele de gandire si comunicare. Totodata, din punct de vedere psihologic,
stereotipurile faciliteaza simplificarea, organizarea si sustinerea informatiilor
necesare individului pentru orientarea in mediul social. Din punct de vedere social,
ele permit anticiparea comportamentelor si pozitiondrilor grupurilor, oferind totodata
justificari pentru actiuni si atitudini in raport cu normele colective. De ex., in lucrarea
The Nature of Prejudice (Natura prejudecatilor, 1954), cercetatorul Gordon Allport
defineste stereotipurile ca credinte rigide si simplificate despre un grup, care persista
chiar si in fata informatiilor contrare. Pentru Allport, stereotipurile sunt instrumente
cognitive, dar si surse de prejudecatd [10, p. 6-9]. Fondatorul teoriei identitatii
sociale, Henri Tajfel considera in anii '70 ai secolului trecut, ca stereotipurile sunt
procese de categorisire sociald, prin care indivizii simplifica realitatea si isi definesc
apartenenta la un grup. Ele sunt legate direct de dinamica identitard utilizata in
constructia paradigmei ,,noi” versus ,,ei”’. Referindu-se la identitatea sociala, autorul
considerd cd o parte esentiala a conceptului de sine provine din apartenenta la grupuri
(nationalitate, religie, clasd sociald). Astfel, individul nu se defineste doar prin
trasaturi personale, ci si prin statutul si imaginea grupului din care face parte. in
continuare, autorul sustine ca grupurile sunt evaluate prin comparatie cu altele.
Pentru a mentine o imagine pozitiva despre sine, indivizii cautd sa perceapd grupul
propriu ca superior. Procesul de comparatie sociald devine astfel esential, intrucat
prin raportarea la alte grupuri individul isi evalueaza valoarea de sine. Daca rezultatul
comparatiei este favorabil, acesta dobandeste un sentiment de satisfactie si stima de
sine, ceea ce 1l motiveaza sa conserve si sd amplifice superioritatea grupului propriu.
In schimb, daci identitatea sociald este perceputi ca negativi, individul resimte
disconfort si cautd modalitdti de schimbare pentru a-si imbunatati imaginea de sine.
Aceastd dinamicd explica aparitia prejudecatilor si a conflictelor intergrup. [17].
Teoria sa este utild astazi pentru explicarea perceptiilor referitoare la intergrupurile
si la comportamentele de mobilitate sociala in Europa.

In anii '90 ai secolului trecut, cercetitorii Susan Fiske [7,8] si David Hamilton
[11] au dezvoltat Modelul continutului stereotipurilor (denumit SCM - Stereotype
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Content Model), aratand ca stereotipurile se organizeaza in jurul a doud dimensiuni
fundamentale: caldura (perceptia intentiilor altora) si competenta (perceptia
capacitatii lor). Aceastd abordare oferd o schemd mai concretd si predictiva a
modului 1n care stereotipurile functioneaza. Astfel, grupurile percepute ca avand
statut social inalt sunt asociate cu competentd, in timp ce grupurile percepute ca fiind
in competitie pentru resurse sunt asociate cu lipsa de caldura. Pornind de la aceste
idei, autorii dezvolta cateva tipuri de stereotipuri mixte:
Tabel 1. Tipuri de stereotipuri sociale conform modelului SCM

Stereotipuri Trasaturi Rezultate, impact social
Paternaliste caldura ridicata, | genereaza emotii de mila (ex.
competenta persoane varstnice
scazutd
Invidioase competenta genereaza invidie sau resentiment
ridicata, caldura | (ex. minoritati percepute ca
scazutd reusite economic)
Admirative caldura ridicata, | genereaza admiratie (ex. grupuri
competenta dominante sau aliate)
ridicata
Dispretuitoare | caldura scazuta, | genereaza dispref sau contempt
competentd (ex. grupuri marginalizate)
scazutd

Sursa: Susan T. Fiske, Stereotype Content: Warmth and Competence Endure, p. 67-68.

Prin urmare, Fiske si Hamilton au demonstrat ca stereotipurile nu sunt
arbitrare, ci urmeazd o logica sistematica bazatd pe perceptia de caldurd si
competentd, ceea ce le face predictibile si utile pentru analiza conflictelor sociale si
a coeziunii comunitare. Modelul continutului stereotipurilor, creat de autori, este
folosit pentru a explica relatiile intergrup in societati multiculturale si contribuie la
intelegerea dinamicii discrimindrii si @ modului In care stereotipurile influenteaza
politicile sociale 1n diferite societati.

Pe de alta parte, cercetarea noastrd isi fundamenteaza demersul pe o analiza
integrata, de tip cantitativ si calitativ, a politicilor elaborate de institutiile europene
in domeniul diversitatii si incluziunii. De ex., Consiliul European promoveaza
Strategia pentru diversitate si incluziune 2030, in cadrul careia adopta o abordare
intersectoriala a diversitdtii si o abordare integratd a incluziunii [6].

Aceastd abordare permite nu doar inventarierea cadrului normativ si a
documentelor programatice, ci si evaluarea impactului lor asupra coeziunii sociale si
asupra proceselor educationale. Prin combinarea metodelor statistice cu interpretarea
critica a discursurilor institutionale, studiul urmareste sa evidentieze modul in care
principiile europene privind diversitatea se reflectd in practici concrete si cum pot fi
adaptate la specificul Republicii Moldova.
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Astfel, analiza politicilor europene nu este privitd ca un exercitiu descriptiv, ci
ca un proces de problematizare a raportului dintre standardele comunitare si
realitdtile nationale. Cercetarea scoate in evidenta atat oportunitatile pe care le ofera
integrarea acestor politici - consolidarea incluziunii, reducerea stereotipurilor,
promovarea unei identitati pluraliste, cat si provocdrile legate de implementarea lor
intr-un context marcat de tensiuni identitare si culturale. In acest fel, studiul
demonstreaza relevanta educatiei pentru diversitate ca instrument strategic de
armonizare intre valorile europene si dinamica sociald interna.

Nu 1n ultimul rand, cercetarea se fundamenteaza pe o abordare comparativa,
care pune in paralel cadrul normativ al Uniunii Europene cu cel existent in Republica
Moldova. Aceastd perspectivd comparativa urmareste sa evidentieze convergentele
si divergentele dintre cele doua sisteme, modul in care principiile europene privind
diversitatea si incluziunea sunt transpuse sau adaptate In contextul national, precum
si gradul de compatibilitate al politicilor moldovenesti cu standardele comunitare
europene.

In acest fel, cercetarea scoate in evidentd dinamica procesului de integrare
europeand, demonstrand cd educatia pentru diversitate si politicile de incluziune nu
reprezinta doar exigente externe, ci si necesitati interne pentru consolidarea coeziunii
sociale.

Stereotipurile ca obstacol in consolidarea unei societiti incluzive in Republica
Moldova

Studiile recente, realizate de Fundatia Est-Europeand intre anii 2021-2025,
prezintd citeva idei importante despre fragmentarea comunitatilor din Republica
Moldova. Astfel, in opinia autorilor:

® Stereotipurile etnice si lingvistice au fost folosite in discursul public si politic
pentru a accentua diferentele dintre grupuri, ceea ce a dus la consolidarea
diviziunilor sociale.

® Aceste stereotipuri au alimentat conflicte identitare intre majoritatea
romano/moldoveneasca si minoritdtile rusofone, ucrainene sau gagauze,
amplificand tensiunile istorice.

® Polarizarea politica s-a intensificat prin exploatarea acestor stereotipuri in
campanii electorale si in dezbateri publice, ceea ce a redus capacitatea societatii
de a construi un consens democratic.

® Studiile subliniazd ca stereotipurile nu sunt doar prejudecati individuale, ci
instrumente de manipulare politicd, utilizate pentru a mobiliza sau diviza
electoratul [9].

In alta lucrare publicati recent in spatiul nostru, Formarea si consolidarea

coeziunii sociale in Republica Moldova in contextul apropierii de Uniunea
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Europeana: Vol.1. Studiu sociologic, cercetatorii considera coeziunea sociald un
fenomen multidimensional, care depinde de diverse contexte si perspective sociale,
un fenomen prin urmare greu de masurat si de analizat cu ajutorul unui singur aparat
categorial. Bunastarea sociald, capitalul social si mobilitatea sociald sunt considerate
dimensiuni de bazd in majoritatea cercetarilor despre coeziune sociald, in special in
cele realizate de OECD, Consiliul Europei si Comisia Europeana [12, p. 5-35].

Asadar, analizand lucrdrile de referintd, am putut constata, ca stereotipurile
culturale, etnice si sociale, prezente in Republica Moldova, reflecta tensiuni istorice
si realitdti contemporane. Ele influenteazd perceptiile colective, relatiile
intercomunitare si coeziunea socialda, dar pot fi depasite prin educatie, politici
incluzive si dialog intercultural.

Dupa cum am putut remarca, existd mai multe tipuri de stereotipuri in
societatea noastra: de gen, profesionale, religioase, culturale sau etnice, fiecare avand
un impact diferit asupra modului in care indivizii se percep si interactioneaza intre
el la nivel de societate. Totusi, in continuare ne vom referi la trei categorii esentiale:
culturale, etnice si sociale, care, prin diversitatea lor, contribuie la configurarea si
consolidarea unei societati democratice si pot fi inlaturate prin Educatia pentru
diversitate.

Stereotipurile culturale tin de perceptia dualistd a societdtii Vest-Est (UE-
Rusia) si nu se limiteaza doar la dimensiunea geopolitica despre ,,orientarea pro-
rusd” versus ,,orientarea pro-europeana”, ci se extind asupra modului in care cetatenii
percep identitatea nationald si apartenenta la spatii de valori diferite. Aceasta
polarizare genereaza adesea tensiuni simbolice intre modernitate si traditie, intre
deschiderea spre globalizare si conservarea specificului local, pornind de la ideea, ca
valorile europene sunt ,strdine” sau ca traditiile locale sunt ,invechite”. in
consecintd, stereotipurile devin instrumente prin care se contureazd ,tabere”
ideologice, influentand atat discursul public, cat si comportamentele sociale
cotidiene.

Pe de altd parte, aceste stereotipuri culturale pot fi privite si ca un catalizator
al dezbaterii democratice, intrucat obliga societatea sa-si redefineasca pozitia fata de
valori, norme si modele externe. In masura in care sunt gestionate prin dialog si
educatie interculturala, ele pot stimula reflectia criticd si maturizarea civica. Totusi,
atunci cand sunt exploatate politic sau mediatizate unilateral, stereotipurile risca sa
accentueze fragmentarea sociald si sd limiteze capacitatea comunitétilor de a construi
un proiect comun de dezvoltare.

Stereotipurile etnice sunt printre cele mai persistente de-a lungul timpului in
spatiul dintre Prut si Nistru. Potrivit Etnobarometrului Moldova 2020, comunitatile
etnice din Republica Moldova sunt diverse, incluzand majoritatea
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moldovenilor/romanilor, dar si grupuri semnificative de ucraineni, rusi, gagauzi,
bulgari si romi, fiecare cu propriile traditii, valori si identitati culturale, care
contribuie la complexitatea si pluralismul social al tarii. Conform studiului
mentionat, exista o legatura stransa intre factorul etnic si relatia perceputa cu statele
inrudite din motive istorice si culturale. Astfel, majoritatea grupurilor etnice, cu
exceptia romanilor, simt legaturi speciale cu Rusia. Gagauzii, la rindul lor, considera
Turcia drept statul care le este cel mai aproape cultural. Relatia dintre afinitatea
culturala a minoritatilor nationale fatd de alte state si loialitatea fata de statul in care
isi au resedinta este complexa. Toate minoritdtile nationale simt legaturi culturale
stranse cu un numar de state si nu doar cu un singur stat, ceea ce ar putea fi interpretat
ca normalizare a identitatilor multiple. Acest lucru este un factor pozitiv in vederea
gestiondrii diversitatii in Republica Moldova [2, p. 37].

La nivel de societate, comunitatile romane, ruse, ucrainene, gagauze si bulgare
sunt adesea percepute prin etichete simplificatoare: romanii — ,,majoritari, dar
intoleranti fatd de minoritati”, rusii — ,,dominatori cultural si lingvistic”, gagauzii —
»izolati si traditionalisti”, ucrainenii — ,,muncitori, dar marginalizati”, iar bulgarii —
,conservatori si retrasi” [2].

Aceste etichete, desi aparent descriptive, reduc complexitatea reald a
interactiunilor sociale si culturale, alimentand prejudecati si bariere in comunicarea
interetnica. Persistenta lor este explicata prin transmiterea intergenerationald, prin
discursul politic si mediatic, dar si prin lipsa unor politici educationale coerente de
promovare a diversitatii in sistemul educational si la nivel de societate. In acelasi
timp, stereotipurile etnice pot fi depdsite prin initiative interculturale, prin dialog
comunitar si prin valorizarea contributiilor fiecarei etnii la patrimoniul comun, ceea
ce ar permite consolidarea unei societdti democratice si incluzive.

Stereotipurile sociale se reflecta In modul in care este perceput statutul
economic si profesional al indivizilor. In combinatie cu stereotipurile etnice, acestea
genereazd inegalitati si forme de discriminare, vizibile atat in procesul de angajare,
cat si in accesul la servicii educationale si medicale. Conform Etnobarometrului
Moldova 2020, principalii trei factori de discriminare la locul de munca sunt limba,
coruptia si statutul socio-economic. Limba a fost invocatd cu precadere de
comunitatile ruse si ucrainene, in timp ce coruptia a fost mentionata mai frecvent de
moldoveni. Statutul socio-economic ramane o barierd semnificativa pentru
majoritatea grupurilor etnice, iar in cazul populatiei rome, criteriul etnic se
evidentiaza ca fiind cel mai puternic factor discriminatoriu. [2, p. 32].

Aceste stereotipuri contribuie la polarizare sociald si la limitarea mobilitatii
sociale, intrucat accentueaza diferentele dintre grupuri si reduc oportunitatile de
integrare. Ele consolideaza bariere invizibile Intre comunitati, generand perceptii de
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superioritate sau inferioritate si perpetudnd inegalititi structurale. In acest fel,
stereotipurile nu doar afecteaza relatiile interpersonale, ci si influenteaza accesul la
resurse, la pozitii profesionale si la participarea civica, diminuand potentialul unei
societdti de a se dezvolta pe principii de echitate si incluziune.

Educatia pentru diversitate in contextul idealului de integrare europeani

Promovarea echitatii, consolidarea coeziunii sociale si stimularea cetateniei
active constituie obiective strategice fundamentale ale cooperarii in domeniul
educatiei si formarii profesionale la nivelul Uniunii Europene, Intrucat acestea nu
doar asigurd acces egal la oportunitdti educationale si profesionale pentru toti
cetatenii, indiferent de origine sau statut socio-economic, ci contribuie si la
dezvoltarea unei societati incluzive, capabile sa valorifice diversitatea culturala, sa
reduca disparitatile regionale si sa formeze indivizi responsabili, implicati in viata
democratica si in consolidarea proiectului european.

Inci in perioada anilor 2015-2018, Comisia Europeani si-a prezentat viziunea
privind crearea spatiului european al educatiei de calitate, incluzive, valorile comune
pentru asigurarea coeziunii i mobilitdtii sociale si pentru crearea unei societati
echitabile [3], iar Consiliul European a formular recomandari pentru promovarea
valorilor comune, a educatiei favorabile incluziunii si a dimensiunii europene in
domeniul predarii[5]. Documentul sustine consolidarea coeziunii sociale,
combaterea xenofobiei, a radicalizdrii, a nationalismului care instiga la dezbinare si
a raspandirii stirilor false. In acest sens, sunt propuse urmatoarele masuri:

® Promovarea valorilor comune in toate etapele educatiei;
® Favorizarea educatiei incluzive;

® Incurajarea unei dimensiuni europene in materie de predare, consolidand, in
acelasi timp, competentele administratiilor nationale in domeniu;

® Facilitarea accesului cadrelor didactice si a institutiilor de invatamant la o gama
larga de sprijin. [5]

Totodatd, prin Strategia pentru diversitate si incluziune 2030, Consiliul
European recunoaste interactiunea dintre mai multi parametri ai diversitatii si 1si
propune:

® si promoveze echilibrul de gen;

® sid devind o organizatie pe deplin favorabila incluziunii persoanelor cu
dizabilitati;
sa sprijine persoanele LGBTI+;
sa consolideze diversitatea etnica;

sd atraga o mai mare diversitate socioeconomica;

sd promoveze colaborarea intergenerationala [6].
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Pentru a integra diversitatea si incluziunea pe scard mai larga, UE 1isi propune
sa dezvolte o strategie coerentd care sd combine informarea transparenta,
optimizarea conditiillor de munca si cultivarea unei culturi a respectului.
Diversificarea activitatilor de comunicare are rolul de a evidentia angajamentul fata
de valori incluzive, In timp ce Imbunatatirea mediului profesional sprijind fiecare
angajat 1n atingerea potentialului sau. Totodatd, accentul pus pe starea de bine si pe
unitatea colectiva contribuie la consolidarea unui sentiment autentic de apartenenta,
ceea ce permite statelor europene sa functioneze ca un spatiu deschis, echitabil si
orientat spre coeziune sociala.

Republica Moldova, aflatd la intersectia dintre traditiile locale si aspiratiile
europene, isi aliniaza treptat politicile educationale si sociale la idealurile Uniunii
Europene, in conformitate cu Strategia nationala de dezvoltare ,,Moldova
Europeana 20307, aprobata de Parlamentul Republicii Moldova in anul 2022,
promovand echitatea, coeziunea sociald si cetatenia activa ca fundamente ale unei
societati democratice si incluzive.

Pe plan social, aderarea la Uniunea Europeana presupune adaptarea institutiilor
si serviciilor publice la standardele europene, cu accent pe incluziune, reducerea
inegalitatilor sociale si protectia grupurilor vulnerabile. In conformitate cu
Programul national de aderare a Republicii Moldova la Uniunea Europeana pentru
anii 2025-2029, politicile sociale sunt orientate spre crearea unui cadru legislativ si
institutional care sa sprijine solidaritatea si sd reduca fragmentarea comunitatilor
(Capitolul 19 din CLUSTERUL III: COMPETITIVITATE SI CRESTERE
INCLUZIVA, vizeaza intre altele: Pilonul european al drepturilor sociale, Dialog
social, Protectia sociala i incluziunea sociala, Fondul social european,
Nediscriminare in politica sociala si ocupationala, Egalitate intre femei si barbati
in politica sociald si ocupationald). In acest sens, coeziunea sociala este priviti ca
un indicator fundamental al maturitatii democratice si al capacitatii Republicii
Moldova de a se integra 1n spatiul european [13].

Pe plan cultural, integrarea europeand aduce, de asemenea, oportunitati majore.
Politica culturald, adesea marginalizata in trecut, cunoaste o transformare vizibila si
durabilad: finantarea proiectelor culturale, promovarea patrimoniului national si
cooperarea internationald in domeniul culturii, valorilor spirituale devin prioritéti
nationale. Astfel, cultura nu mai este perceputd doar ca un domeniu de expresie
artisticd, ci ca un instrument strategic de consolidare a diversitdtii si coeziunii
sociale.

In ansamblu, politicile sociale si culturale dezvoltate de Republica Moldova in
contextul aderdrii la Uniunea Europeana reflectd o dubla perspectiva: pe de o parte,
asigurd modernizarea institutionala si legislativa pentru a raspunde cerintelor
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europene; pe de alta parte, contribuie la valorizarea diversitatii culturale si sociale ca
resursa de integrare si consolidare a identitatii colective. Acest proces complicat si
durabil nu este lipsit de provocari, dar ofera Republicii Moldova sansa de a se afirma
ca un stat democratic, inclusiv si rezilient in cadrul Uniunii Europene.

In ceea ce priveste politicile educationale de integrare a Republicii Moldova in
Uniunea Europeand, acestea sunt incluse n mai multe acte normative nationale. De
exemplu, Strategia de dezvoltare ,, Educatia 2030 "s1 Programul de implementare a
acesteia pentru anii 2023-2025, aprobate de Guvernul Republicii Moldova 1n 2023,
stabilesc faptul, ca sistemul educational trebuie sa fie aliniat la standardele europene
de calitate, prin modernizarea curriculei, promovarea competentelor cheie si
consolidarea mecanismelor de evaluare si acreditare. Documentul subliniaza
importanta dezvoltarii capitalului uman, ca premisa pentru integrarea economica si
sociala 1n spatiul european [14]. De asemenea, Strategia prevede extinderea
accesului la programe internationale, precum Erasmus+, Horizon Europe si alte
initiative educationale si de cercetare, pentru a facilita mobilitatea academica si
schimbul de bune practici. In acest sens, Republica Moldova isi propune si creeze
parteneriate durabile cu universitdti si centre de formare din statele membre ale
Uniunii Europene, consolidand astfel dimensiunea europeana a educatiei.

Un alt obiectiv major il constituie promovarea incluziunii sociale si a echitatii
in educatie, prin reducerea disparitdtilor regionale si sprijinirea grupurilor
vulnerabile. Accentul se pune pe integrarea minoritatilor etnice si lingvistice, pe
asigurarea accesului egal la resurse educationale si pe dezvoltarea unei culturi a
diversitatii, in conformitate cu valorile europene.

Nu in ultimul rand, Strategia ,, Educatia 2030” evidentiaza digitalizarea si
inovarea ca directii prioritare, prin introducerea platformelor moderne de invatare,
formarea cadrelor didactice in utilizarea tehnologiilor educationale si crearea unor
centre de excelentd conectate la retelele europene. Aceste masuri sunt menite sa
pregdteascd Republica Moldova pentru integrarea deplind in spatiul educational
european si sa contribuie la consolidarea unei societdti democratice, incluzive si
competitive.

In anul 2025, Ministerul Educatiei si Cercetarii al Republicii Moldova a
elaborat si a propus pentru discutii si aprobare CONCEPTUL Programului de
implementare a Strategiei de Dezvoltare ,, Educatia 2030 pentru anii 2026-2030.
Documentul afirma necesitatea dezvoltarii unui sistem educational rezilient, capabil
sd faca fatd socurilor de naturd sociala, demografica, economica, ecologicd sau
sanitard, prin consolidarea, in cadrul invatamantului formal, nonformal si informal,
a competentelor individuale care permit adaptarea si reactia eficienta la astfel de
perturbari [4, p. 3].
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Printre obiective stabilite pentru urmatoarea perioada, figureaza: promovarea
educatiei de calitate, incluziunii si echitdtii; imbunatatirea infrastructurii scolare si a
procesului de predare-invatare, inclusiv prin digitalizare; cresterea atractivitatii
profesiei didactice prin sprijin social, financiar si perfectionarea formarii lor;
diversificarea formadrii continue pentru adulti si crearea centrelor de educatie
nonformald, cu implicarea partenerilor privati, cresterea eficientei cercetarii,
inventiilor si inovarii, alinierea la standardele europene. Intre altele, obiectivul de
dezvoltare durabila 4.7 statueazd, ca toti elevii/studentii vor obtine cunostinte si
competente, inclusiv transformative, necesare pentru promovarea dezvoltarii
durabile si a stilurilor de viatad durabile, protectiei mediului, modului sdnatos de viata,
drepturilor omului, egalitatii de gen, culturii pécii si nonviolentei, cetateniei globale
si aprecierii diversitatii culturale, precum si a contributiei culturii la dezvoltarea
durabila [4, p. 8].

Prin urmare, integrarea conceptelor din Educatia pentru diversitate in sistemul
educational din Republica Moldova ar reprezenta un pas esential pentru
compatibilizarea obiectivelor nationale cu cele europene in domeniu. Aceasta ar
permite formarea unor generatii capabile sa recunoasca si sa valorifice pluralismul
cultural, lingvistic si social, reducand tensiunile si barierele care fragmenteaza
comunititile. Intr-un context marcat de polarizare politica si de diferente identitare,
Educatia pentru diversitate devine un instrument de reconciliere si de construire a
unui spatiu comun de Intelegere.

Impactul acestei abordari se reflectd nu doar la nivelul relatiilor interpersonale,
ci siin dinamica sociala mai largd. Prin cultivarea respectului reciproc si a tolerantei,
se diminueaza riscul excluderilor sociale si se creeaza premisele pentru participarea
echitabila a tuturor grupurilor la viata comunitara. Educatia pentru diversitate poate
contribui la dezvoltarea unei societdti democratice si reziliente, in care diferentele nu
mai sunt percepute ca obstacole, ci ca resurse pentru progres si inovare.

In plus, introducerea acestei dimensiuni educationale favorizeaza mobilitatea
sociald, prin eliminarea stereotipurilor si a discrimindrii care limiteaza accesul la
oportunitati. Elevii si studentii formati intr-un asemenea cadru vor fi mai pregatiti sa
participe activ la viata civica si sa construiasca punti de colaborare intre comunitati
diverse. In acest fel, Educatia pentru diversitate devine un catalizator al integrarii
europene si al dezvoltarii durabile. Asadar, in cadrul paradigmei Noilor educatii,
diversitatea este privita ca resursda pentru dialog intercultural, cooperare
internationala si formarea unei cetatenii globale. Educatia pentru diversitate nu se
limiteaza la recunoasterea diferentelor etnice sau culturale, ci este un principiu
transversal, care se extinde la acceptarea pluralismului global, se regaseste in
educatia pentru pace, pentru drepturile omului, pentru sanatate, pentru mediu si
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pentru cetatenie globala. Ea asigura, 1n egald masurd, sustenabilitatea proceselor
educationale, deoarece promoveazd interculturalitatea, echitatea si coeziunea,
reducand astfel inegalitdtile, iar prin componenta sociald si civicd accentuatd de
elementele cetdteniei active, devine un instrument de coeziune sociala.

Prin urmare, Educatia pentru diversitate Inseamna formarea unor noi generatii
capabile sa traiasca iIntr-o societate pluralistd, democratd si interconectatd, unde
diferentele nu sunt bariere, ci resurse pentru dezvoltare si coeziune.

Concluzii. Analiza subiectelor abordate evidentiaza faptul ca Educatia pentru
diversitate nu este doar un concept teoretic, ci un instrument practic de consolidare
a coeziunii sociale si de pregétire a Republicii Moldova pentru integrarea in Uniunea
Europeana. Prin recunoasterea pluralismului cultural si social, sistemul educational
poate deveni un catalizator al incluziunii si al participarii democratice, unde
diversitatea nu este o problema de gestionat, ci o resursa de consolidat.

Persistenta stereotipurilor culturale, etnice si sociale in spatiul dintre Prut si
Nistru demonstreazd necesitatea unor politici educationale orientate spre reducerea
discriminarii si promovarea echitatii. Aceste stereotipuri, alimentate de perceptii
simplificatoare si de lipsa dialogului intercultural, contribuie la polarizare si la
limitarea mobilitatii sociale. Introducerea Educatiei pentru diversitate in sistemul de
invatamant poate diminua aceste bariere, favorizand respectul reciproc si integrarea
comunitara.

Documentele strategice nationale, corelate cu cele europene, stabilesc directii
clare pentru modernizarea sistemului educational: alinierea la standardele europene,
digitalizarea, internationalizarea si incluziunea sociala. Aceste politici sunt
fundamentale pentru integrarea Republicii Moldova in spatiul educational european
si pentru crearea unui sistem rezilient, capabil sd raspunda provocdarilor
contemporane.

Nu 1n ultimul rand, Educatia pentru diversitate, integrata in paradigma Noilor
educatii, se suprapune cu idealurile europene fundamentale, precum: echitatea,
coeziunea sociald si cetatenia activd si poate contribui la formarea unor cetiteni
responsabili, toleranti si implicati in viata comunitatii. Prin aceasta abordare,
educatia nu este doar un domeniu de reforma, ci un motor al orientdrii societatii
moldovenesti spre directia valorilor europene ale incluziunii, solidaritatii si
democratiei.
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Rezumat: Analiza discursului in contexte interactionale, in special in contexte
bilingve si multilingve, examineaza modul in care vorbitorii utilizeaza mai multe limbi
pentru a-si construi expresia orald si a gestiona schimburile comunicative, evidentiaza
strategiile discursive, schimbarea codului si fenomenele de mediere lingvistica. Acest
domeniu exploreaza modul in care identitatile lingvistice si culturale se intersecteaza in
comunicare. Atentia este concentratd pe negocierea sensurilor si co-constructia discursului.
Interactiunile bilingve dezviluie dinamici de putere, incluziune si excluziune. In cele din
urma, aceastd abordare contribuie la intelegerea complexitatii cognitive si sociale a
multilingvismului in situatii de comunicare din lumea reala.

Cuvinte-cheie: discurs, bilingv, multilingv, identitate lingvisticd/culturala, situatii de
comunicare.

Abstract: Discourse analysis in interactional contexts, especially in bilingual and
multilingual contexts, examines how speakers use multiple languages to construct their oral
expression and manage communicative exchanges, highlights discursive strategies, code-
change, and linguistic mediation phenomena. This field explores how linguistic and cultural
identities intersect in communication. Attention is focused on the negotiation of meanings
and the co-construction of discourse. Bilingual interactions reveal dynamics of power,
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inclusion, and exclusion. Ultimately, this approach contributes to understanding the
cognitive and social complexity of multilingualism in real-world communication situations.

Keywords: discourse, bilingual, multilingual, linguistic/cultural identity,
communication situations.

L'analyse des discours en interaction dans un contexte bi/plurilingue
représente un domaine de recherche crucial pour saisir la complexité des échanges
communicatifs dans des milieux ou cohabitent plusieurs langues. Elle a pour objectif
de montrer comment les interlocuteurs utilisent, échangent et associent différentes
ressources linguistiques et culturelles pour construire le sens durant I’interaction [14,
pp. 269-292]. Cette méthode souligne des phénomenes tels que le code-switching, le
translanguaging, la reformulation, la traduction implicite ou la médiation
linguistique, qui illustrent tous une compétence plurilingue adaptable et adaptée au
contexte [7].

Outre la description linguistique, cette ¢étude examine la dimension
pragmatique, interactionnelle et identitaire du discours. Dans les interactions
plurilingues, la sélection des langues ou des niveaux de langue n'est jamais innocente
: elle fait référence a des positions sociales, a des dynamiques de pouvoir ou a des
stratégies discursives de rapprochement et de distinction [12, pp. 120-123]. Le
discours se transforme donc en un lieu de négociation identitaire, de reconnaissance
ou de légitimation linguistique, ou les acteurs redéfinissent continuellement leurs
roles, leurs identités et leurs intentions de communication.

Dans les sociétés modernes, influencées par la mondialisation, la mobilité et
la diversité des langues, les interactions multilingues représentent un phénomene
habituel. Elles apparaissent dans les sphéres éducatives, institutionnelles,
professionnelles ou médiatiques, ou les parlants utilisent diverses langues pour
interpréter le sens et fagonner leurs identités [Ibidem].

L’analyse de discours en interaction dans un cadre bi/plurilingue cherche a
dépeindre ces pratiques linguistiques ¢laborées et a saisir comment les langues se
mélent dans la communication concrete.

Selon Goffman, 1'échange verbal constitue un type d'“ordre social local”, ou la
langue sert de moyen de coordination et d'affirmation de soi. Dans ce contexte, le
plurilinguisme n'est pas un chaos linguistique, mais plutdt une ressource pour le
discours et I'identité [14].

Dans le secteur de la didactique des langues, I'examen du discours plurilingue
en interaction aide a comprendre les stratégies des apprenants quand ils utilisent leurs
répertoires plurilingues pour acquérir, saisir ou co-construire des connaissances [15,
pp. 3-11]. Cette vision s'aligne avec les méthodes intégrées comme le CLIL/EMILE
et s'intégre dans une approche écologique de la classe de langue, ou le plurilinguisme
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est per¢u comme un atout cognitif et culturel plutét que comme un obstacle a
l'apprentissage.

Finalement, 1'analyse des discours en interaction bi/plurilingue propose un
cadre théorique et méthodologique adéquat pour comprendre la dimension sociale et
dynamique du langage. Elle éclaire les mécanismes de création de sens, d'identités et
de relations intersubjectives a travers une diversit¢ de pratiques langagicres. Ce
domaine d'étude aide donc a mieux saisir 1'importance du langage dans la médiation
entre cultures, 1'éducation inclusive et la préparation a une citoyenneté multilingue.

La notion d’analyse du discours est apparue en 1952 aux Etats-Unis sous
I’appellation Discourse analysis (Harris) dont on a fait une traduction «analyse du
discoursy et la notion s’est largement développée dans les années 60.

Aujourd’hui, quand on parle d’analyse du discours on ne peut plus ignorer que
cette étiquette recouvre dans le monde entier des travaux d’inspirations tres
différentes. On a beau multiplier les syntheses, les présentations, les mises au point,
I’analyse du discours reste extrémement diversifiée.

Pour nous, I’analyse du discours n’est pas seulement venue combler un manque
dans la linguistique du systéme, comme si a Saussure (Cours de linguistique
générale), Roman Jakobson - Ecole de Prague (Eléments de linguistique générale)
on avait ajouté Bakhtine a une linguistique de « langue » une linguistique de la
«parole». Certes, elle a un lien privilégié¢ avec les sciences du langage, dont elle
reléve, du moins dans la conception qui prévaut communément, et particuliérement
en France, mais son développement implique non seulement une extension de la
linguistique, mais aussi une reconfiguration de ’ensemble du savoir. On notera
d’ailleurs que ses grands inspirateurs des années 60 ne sont que pour une part des
linguistes. Avec Harris, nous retrouverons Halliday et son modéle de linguistique
fonctionnelle systémique qui trouvera sa suite dans trois courants dominants :

- L’Ecole de Birmingham (Sinclair et Coulthard)
- L’Ecole de Geneve avec Eddy Roulet et son modele fonctionnel
- Jean-Michel Adam et la linguistique textuelle en France

On y trouve aussi des anthropologues comme Hymes. Ce dernier publie en
1962 un article intitulé « The ethnography of speaking » ou il postule : « La parole
est un processus de communication a ¢tudier dans son contexte social a la manicre
des ethnographes (...). Une communauté linguistique se définit non pas par une
compétence linguistique idéale mais par une compétence communicative qui associe
les ressources verbales de cette communauté et les regles d’interaction et de
communication. » De ce postulat naitra tout un courant qui se reconnaitra dans
I’ethnographie de la communication.

A T’heure de « I’émail » et de la mobilité des chercheurs, les découpages
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géographiques et intellectuels traditionnels doivent composer avec des réseaux
d’affinités scientifiques qui modifient profondément les lignes de partage
épistémologique.

Ainsi cette pluralité dans les approches scientifiques a transformé la notion
«analyse du discours » en « analyse de discours ». Elle s’exprime par la diversité des
genres de textes abordés dans leurs contextes : conversations, entretiens, débats,
consultations, interrogatoires, articles de presse. Lorsque vous procédez a 1’analyse
de méthodes d’apprentissage de langues étrangeres, pour nous le francais, vous
retrouvez cette diversité de textes et de discours.

L’analyse de discours en interaction n’est pas une notion nouvelle. Déja, au
début du XVIlle Jonathan Swift écrivait : « j’ai observé peu de sujets aussi évidents
que la conversation ; et, vraiment, j’en connais peu d’aussi difficiles a traiter comme
il faudrait, ni sur lesquels il y aurait tant a dire. »

Cette dimension est réservée aux interactionnistes et en particulier a ceux
spécialisés dans I’analyse conversationnelle. Petit rappel : jusque dans les années 60,
la linguistique ne laissait que peu d’espace aux autres dimensions du langage que la
dimension textuelle. Pourtant Jakobson voyait, dans la langue, 1’interlocution
qualifiée d’échange entre un émetteur et un récepteur, comme objet d’étude
essentielle. En France, il faudra attendre les travaux de Kerbrat-Orecchioni [10] qui
fait une excellente synthése des courants américains, pour que les universitaires
s’intéressent a ce champ de ’analyse de discours s’exprimant essentiellement en
milieu naturel : les échanges dans une boulangerie, les guides de musées ou les
chauffeurs de taxis.

Le discours en interaction a comme point de repére deux principes:

e Fonder I’analyse sur des données authentiques;

Si on veut savoir comment les choses se passent vraiment dans les
interactions quotidiennes, le seul moyen fiable consiste a enregistrer des échanges se
déroulant entre personnes réelles dans des situations réelles, puis a les transcrire de
la fagon la plus fidele possible, le corpus étant constitué a la fois par I’enregistrement
(auquel il faut sans cesse revenir) et par sa transcription, artefact indispensable pour
pouvoir procéder commodément a 1’analyse.

Il n’est évidemment pas interdit de recourir, a titre de complément, a d’autres
types de données, et en particulier aux dialogues fictionnels (roman, théatre, et mieux
encore cinéma, ou le dialogue se réalise sous forme orale), qui peuvent fournir des
indications relativement précises et donc précieuses sur certains types de
phénomenes (formes de 1’adresse, formulation des actes de langage, fonctionnement
des rituels et de la politesse, déroulement de certaines activités conversationnelles
comme la dispute ou la confidence...) mais a condition de ne jamais oublier que « la
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carte n’est pas le territoire », c¢’est-a-dire que ces simulations que nous offrent les
constructions fictionnelles, méme lorsqu’elles se veulent « réalistes », sont toujours
considérablement simplifiées et stylisées par rapport a ce qui s’observe dans la
réalité.

Quant a la méthode, souvent pratiquée en pragmatique contrastive, des
questionnaires et des fests d’évaluation, consistant de différents types de discours,
comme par exemple a demander a des informateurs comment ils saluent, remercient,
s’excusent ou complimentent avec telle ou telle personne dans telle ou telle situation.
Cette méthode permet aussi d’obtenir certaines indications utiles.

e Autant que possible prendre en compte la totalité du matériel sémiotique ainsi
que tous les éléments pertinents du contexte.

Les interactions orales sont multicanales et plurisémiotiques insistant sur le
role que peut jouer 1’accompagnement paraverbal (vocal et prosodique) et non
verbal (mimo-gestualité, laquelle n’est accessible a I’analyste que s’il dispose d’un
enregistrement vidéo) du matériel proprement verbal produit dans 1’interaction.

On doit ici mentionner davantage la notion de contexte, dont le traitement est
I’objet de vifs débats entre les différents courants de ’interactionnisme.

Dans le cadre de I’apprentissage d’une langue en groupe, les participants
effectuent des échanges verbaux, construisant ensemble un dialogue oral dans le but
d’apprendre ou d’enseigner la langue cible. Les interlocuteurs n’ont pas le méme
statut et sont confrontés aux autres a un moment de 1’interaction.

IIs ne sont pas dans la méme position par rapport au savoir, a I’objet a
transmettre. L’un est compétent et I’autre doit apprendre. C’est 1a un élément
essentiel du contrat didactique qui régit les échanges et attribue aux interlocuteurs
un « role conversationnel » différencié : d’un coté le réle conversationnel enseignant,
de I’autre celui d’apprenant. Mais, le groupe d’apprenants n’est pas homogéne,
I’enseignement d’une langue étrangere au sein d’une classe se présente comme une
forme dialoguée, c’est-a-dire une suite d’échanges verbaux constitués par une
alternance de tours de parole des co-actants. La particularité¢ de ce dialogue - parce
qu’il s’effectue dans une situation explicitement didactique - est qu’il met en contact
des participants dont le statut est différent.

L’¢tude du discours dans des contextes ou plusieurs langues coexistent, permet
de comprendre comment les locuteurs combinent leurs ressources linguistiques pour
construire le sens, organiser la conversation et gérer leur identité sociale [11, p. 114].
Cette approche se décline en plusieurs dimensions interconnectées :

Sur le plan linguistique, I’attention se porte sur le choix des mots, les structures
grammaticales, 1’usage des marqueurs discursifs et les alternances de codes. Par
exemple, dans un cours de francais langue étrangere, un étudiant peut ponctuer sa
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phrase frangaise par un mot anglais lorsqu’il ne trouve pas le terme exact (« Je n’ai
pas compris, can you repeat, s’il vous plait ? »). Selon Androutsopoulos [1], ces
passages d’une langue a ’autre sont des stratégies conscientes qui facilitent la
communication et reflétent des compétences plurilingues.

La dimension interactionnelle s’intéresse a la manic¢re dont les participants
prennent la parole, se relaient et clarifient leurs propos [8, p. 86]. Dans un débat en
classe bilingue, un étudiant peut reformuler une question posée en frangais dans sa
langue maternelle pour vérifier sa compréhension avant de répondre, ce qui contribue
a la fluidité et a I’efficacité de 1’échange.

La dimension socioculturelle explore I’influence des normes sociales, des
attentes culturelles et des rapports de pouvoir dans la production du discours [16].
Par exemple, un étudiant choisira parfois 1’anglais pour s’exprimer dans un groupe
multinational afin que tous puissent participer, illustrant comment les choix
linguistiques sont liés a 1’identité et au contexte social.

Enfin, dans un cadre éducatif, I’analyse du discours plurilingue offre des
indications pratiques pour I’enseignement des langues. Elle montre comment
enseignants et étudiants peuvent mobiliser différentes langues pour atteindre des
objectifs d’apprentissage et développer des compétences intégrées [9]. Par exemple,
un professeur peut demander aux étudiants de résumer un texte en francais, puis de
discuter en espagnol ou en anglais pour comparer les nuances et enrichir la
compréhension interculturelle. Ces pratiques renforcent non seulement les
compétences linguistiques mais aussi la collaboration et I’inclusion dans la classe.

Ainsi, 1’analyse du discours interactionnel dans les contextes bi/plurilingues
constitue un outil précieux pour comprendre la complexit¢ des échanges
linguistiques et soutenir le développement des compétences plurilingues des
apprenants.

Selon le Cadre européen commun de référence pour les langues [6] la
qualification plurilingue et pluriculturelle autorise un individu a profiter de tout son
bagage linguistique et culturel pour communiquer d’une maniere efficace dans
diverses circonstances.

Dans I'échange, cette aptitude se manifeste par :

* une tache pratique, liée a l'adaptation de l'allocution selon le cadre et
l'auditoire;

* une fonction identitaire qui témoigne d'une appartenance multiple [11],

« une fonction métalinguistique, soutenant la réexpression et la médiation [15,
pp. 3-11];

« une fonction sociale, soulignant la camaraderie ou la plaisanterie [Ibidem)].
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Les recherches de Mondada [14, pp. 269-292] au sujet des échanges
multilingues en ambiance de travail montrent que la sélection linguistique est souvent
conditionnée par le cadre d'échange présent et par la «négociation immédiate du
sensy». Dans une salle de classe bilingue, par exemple, le professeur modifie de langue
pour faciliter la compréhension ou mettre en relief I'éventail plurilingue des
apprenants [5].

En guise de conclusion, ’analyse de discours en interaction dans le contexte
bi/plurilingue met en lumicre la richesse et la complexité des pratiques langagicres
dans les sociétés globalisées. En considérant le plurilinguisme comme une ressource
interactionnelle et non comme un obstacle, cette approche renouvelle notre
compréhension de la communication humaine. Elle montre que parler plusieurs
langues, c’est aussi savoir gérer la co-présence de mondes symboliques, culturels et
sociaux différents [11]. Loin de fragmenter la communication, le plurilinguisme
renforce la capacité a négocier le sens, a faire preuve d’empathie et a co-construire
des identités partagées. Ainsi, 1’analyse de discours plurilingue, a la croisée de la
linguistique, de la sociologie et de la didactique, contribue a repenser la formation
linguistique et la recherche en communication a 1’¢ére de la diversité linguistique et

culturelle.
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Riassunto: Il presente contributo esplora i principi e le pratiche dell’istruzione
inclusiva in un contesto accademico multiculturale, partendo dall’esperienza dell’autrice
come lettrice di lingua e cultura italiana presso I’Universita Pedagogica di Stato “Ion
Creanga” di Chisinau, nella Repubblica di Moldova. L’articolo analizza il concetto di
inclusione come valore etico e civile, volto a garantire pari opportunita di accesso,
partecipazione e apprendimento per tutti gli studenti. Vengono evidenziati il ruolo della
competenza interculturale, della pedagogia costruttivista e della giustizia educativa come
basi di una didattica realmente inclusiva. Particolare attenzione ¢ riservata all’insegnamento
delle lingue come spazio privilegiato di dialogo interculturale e di partecipazione
democratica. Attraverso esempi concreti di attivita e progetti formativi, il contributo mostra
come la lingua italiana possa diventare uno strumento di integrazione, riflessione identitaria
e coesione sociale. In conclusione, 1’istruzione inclusiva viene presentata come un processo
dinamico e trasformativo che promuove empatia, cooperazione e cittadinanza globale
nell’ambito dell’istruzione superiore.

Parole chiave: istruzione inclusiva, competenza interculturale, didattica delle lingue,
multiculturalita accademica, lingua italiana L2, cittadinanza globale.

Abstract: This paper explores the principles and practices of inclusive education
within a multicultural academic environment, drawing on the author’s experience as a
lecturer in Italian language and culture at the Ion Creanga State Pedagogical University in
Chisinau, Republic of Moldova. It examines the concept of inclusion as an ethical and civic
value aimed at ensuring equal access, participation, and learning for all students. The
discussion highlights the importance of intercultural competence, constructivist pedagogy,
and educational justice as foundations of inclusive teaching. Special attention is given to
language education as a space for intercultural dialogue and democratic participation.
Through concrete classroom examples and project-based activities, the paper illustrates how
the Italian language can become a tool for integration, identity reflection, and social
cohesion. Ultimately, inclusive education is presented as a dynamic, transformative process
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that promotes empathy, cooperation, and the development of global citizenship within higher
education.

Keywords: inclusive education, intercultural competence, language teaching,
academic multiculturalism, Italian as a second language (Italian L2), global citizenship.

Rezumat: Prezentul studiu examineazad principiile si practicile educatiei incluzive
intr-un context academic multicultural, avind drept punct de plecare experienta autoarei ca
lector de limba si cultura italiana la Universitatea Pedagogica de Stat ,,Jon Creanga” din
Chiginau, Republica Moldova. Lucrarea abordeaza incluziunea ca valoare etica si civica
fundamentala, menita sa asigure acces echitabil, participare activa si Invatare semnificativa
pentru toti studentii. Sunt evidentiate rolul competentei interculturale, al pedagogiei
constructiviste si al justitiei educationale ca fundamente ale unei didactici autentice si
incluzive. O atentie deosebitd este acordata predarii limbilor striine, cu accent pe limba
italiand, conceputd ca spatiu privilegiat al dialogului intercultural si al participarii
democratice. Prin exemple concrete de activitati didactice si proiecte formative, articolul
ilustreazd modul 1n care limba italiand poate deveni un instrument de integrare, reflectie
identitard si coeziune sociali. In concluzie, educatia incluzivi este conturatd ca un proces
dinamic si transformator, capabil sd promoveze empatia, cooperarea si formarea cetateniei
globale in cadrul invatamantului superior.

Cuvinte-cheie: educatie incluziva, competentd interculturala, didactica limbilor
strdine, multiculturalism academic, limba italiana L2, cetatenie globala.

L’istruzione inclusiva rappresenta oggi una delle sfide e, al contempo, una
delle opportunita piu significative per i sistemi educativi di tutto il mondo. In
un’epoca caratterizzata da mobilita internazionale, migrazioni, pluralita linguistica e
culturale, la scuola e 1’universita si trovano a essere luoghi d’incontro e di confronto
tra diversita. L’inclusione, intesa non solo come accoglienza ma come reale
partecipazione di tutti, implica la costruzione di un ambiente educativo equo,
rispettoso e sensibile alle differenze individuali. In questo quadro, I’insegnamento
delle lingue e delle culture straniere svolge un ruolo centrale: ¢ infatti uno strumento
privilegiato per promuovere il dialogo interculturale e la comprensione reciproca.
Nel presente elaborato intendo riflettere sul significato e sulle pratiche dell’istruzione
inclusiva in un contesto multiculturale, facendo riferimento alla mia esperienza come
lettrice universitaria di lingua e cultura italiana presso 1’Universita Pedagogica di
Stato “Ion Creanga” di Chisinau, nella Repubblica di Moldova. Tale esperienza,
maturata in un ambiente accademico dinamico e -caratterizzato da grande
eterogeneita linguistica e culturale, ha permesso di osservare da vicino come
I’inclusione possa tradursi in azione didattica concreta, e come la lingua italiana
possa diventare uno spazio di incontro e di condivisione.
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11 significato dell’istruzione inclusiva

L’istruzione inclusiva rappresenta oggi uno dei principi cardine delle politiche
educative a livello internazionale e costituisce un pilastro fondamentale per la
costruzione di una societa democratica e giusta. Essa si fonda sull’idea che ogni
persona ha diritto a un’educazione di qualita, capace di rispondere ai suoi bisogni,
valorizzare le sue potenzialita e promuovere la piena partecipazione alla vita sociale
e culturale della comunita. L’inclusione, dunque, non ¢ semplicemente una pratica
pedagogica, ma un valore etico e civile, che coinvolge I’intera istituzione scolastica
e universitaria. A differenza del concetto di integrazione, che implica I’inserimento
di individui “diversi” all’interno di un sistema gia strutturato, 1’inclusione si propone
di trasformare il sistema stesso affinché diventi flessibile, accogliente e capace di
adattarsi alle esigenze di tutti. Come affermano Booth e Ainscow (2011) nell’Index
for Inclusion, I’obiettivo non ¢ quello di “inserire” gli studenti in un ambiente
prestabilito, ma di “ricostruire” I’ambiente educativo in modo da garantire a ciascuno
le condizioni per apprendere, partecipare e sentirsi parte di una comunitd. In
quest’ottica, I’inclusione educativa si basa su tre dimensioni principali:

1. Accesso — tutti devono poter accedere ai percorsi formativi senza barriere
fisiche, linguistiche o sociali;

2. Partecipazione — ogni studente deve essere coinvolto attivamente nel
processo di apprendimento;

3. Apprendimento — [D’insegnamento deve essere personalizzato e
significativo per ciascun individuo.

L’UNESCO (2017), nel documento A Guide for Ensuring Inclusion and Equity
in Education, sottolinea che I’inclusione ¢ un processo continuo, non un risultato
statico. Essa richiede una costante riflessione sulle pratiche didattiche, sui curricoli
e sull’organizzazione scolastica, in modo da eliminare progressivamente tutte le
forme di esclusione e discriminazione. In un contesto multiculturale, I’istruzione
inclusiva assume un significato ancora piu profondo, poiché deve affrontare non solo
le differenze individuali, ma anche quelle culturali, linguistiche e religiose. La
presenza di studenti provenienti da ambienti diversi impone al docente di sviluppare
una competenza interculturale, ossia la capacita di comprendere e gestire la diversita
come valore educativo. L’inclusione, in questo senso, si intreccia con 1’educazione
interculturale: entrambe mirano a creare ambienti di apprendimento democratici, in
cui il dialogo tra culture diventi occasione di crescita e di arricchimento reciproco.
Dal punto di vista pedagogico, I’istruzione inclusiva si colloca all’interno di un
paradigma costruttivista e socio-relazionale, che considera 1’apprendimento come il
risultato di interazioni sociali e culturali. Seguendo la prospettiva vygotskiana, il
sapere non ¢ trasmesso unilateralmente, ma costruito insieme attraverso il
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linguaggio, la collaborazione e la partecipazione. In questo contesto, il ruolo
dell’insegnante non ¢ piu quello di “trasmettere conoscenze”, ma di facilitare
processi di apprendimento personalizzati, favorendo la collaborazione e
I’autonomia. Un aspetto fondamentale dell’inclusione ¢ anche la giustizia educativa.
Come sottolinea Martha Nussbaum (2012) nel suo approccio delle capacita
(capabilities approach), una societa giusta ¢ quella che garantisce a ciascuno la
possibilita effettiva di sviluppare le proprie capacita umane fondamentali.
L’istruzione, pertanto, non deve limitarsi a fornire contenuti, ma deve creare le
condizioni perché ogni persona possa esprimere il proprio potenziale e partecipare
pienamente alla vita collettiva. L’educazione inclusiva promuove inoltre la
cittadinanza attiva e globale: gli studenti imparano non solo a rispettare le differenze,
ma anche a riconoscere le ingiustizie e a contribuire alla costruzione di comunita
solidali. In questo senso, la scuola e I’universita diventano laboratori di democrazia,
dove si esercitano valori come I’empatia, la cooperazione, la responsabilita e il
rispetto reciproco. Nel mio lavoro di docente universitaria di lingua e cultura italiana,
ho sperimentato quanto questi principi possano tradursi concretamente nella pratica
educativa. L’inclusione si manifesta, per esempio, nel modo in cui si accoglie uno
studente che parla una lingua diversa, nel modo in cui si riconoscono le sue difficolta
e si valorizzano i suoi talenti, o ancora nel modo in cui si costruisce una comunita di
apprendimento in cui ciascuno si senta parte integrante del gruppo. Ogni scelta
didattica — dal tipo di testo proposto alla metodologia adottata — puo contribuire a
rendere il percorso formativo pit o meno inclusivo. In conclusione, ’istruzione
inclusiva non ¢ soltanto un obiettivo da raggiungere, ma un processo dinamico e
collettivo, che richiede impegno, riflessione e apertura al cambiamento. Essa invita
docenti e studenti a riconsiderare continuamente il significato stesso di
“educazione”, intesa non come uniformita, ma come ricchezza di differenze, unite
da un comune desiderio di crescita e di conoscenza condivisa

Il contesto multiculturale e la didattica delle lingue

L’Universita Pedagogica di Stato “lon Creanga” di Chisinau rappresenta un
ambiente profondamente multiculturale. Gli studenti che frequentano i corsi di
lingua e cultura italiana provengono da regioni e contesti linguistici differenti: alcuni
hanno il rumeno come lingua madre, altri parlano russo o ucraino; molti conoscono
I’inglese o il francese come lingue straniere. Questa pluralita linguistica costituisce
una ricchezza, ma anche una sfida, poiché ogni studente porta con s€¢ un proprio
bagaglio culturale e un proprio modo di apprendere. L’ insegnamento dell’italiano in
un tale contesto non puo limitarsi alla trasmissione di regole grammaticali o lessicali:
deve diventare un’esperienza di comunicazione interculturale. Attraverso la lingua
italiana, gli studenti scoprono non solo un nuovo codice linguistico, ma anche un
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modo diverso di vedere il mondo, di esprimere emozioni e valori, di interagire con
I’altro. Per rendere inclusiva questa esperienza, ¢ necessario costruire ponti tra le
culture. Nelle lezioni ho sempre cercato di partire dalle conoscenze pregresse degli
studenti, valorizzando le loro lingue e tradizioni come punto di partenza per
comprendere quella italiana. L’approccio contrastivo (tra italiano e rumeno, tra
italiano e russo, ecc.) si rivela particolarmente utile per evidenziare somiglianze e
differenze, promuovendo al tempo stesso consapevolezza linguistica e rispetto per la
diversita.

Strategie inclusive nella pratica didattica

L’adozione di una prospettiva inclusiva implica un ripensamento delle
metodologie tradizionali. Nella mia attivita di lettrice universitaria, ho adottato
strategie finalizzate a favorire la partecipazione di tutti gli studenti,
indipendentemente dal livello linguistico di partenza o dal contesto socioculturale.
Tra le pratiche piu efficaci posso citare:

e ’apprendimento cooperativo, che valorizza il lavoro di gruppo e la
collaborazione tra studenti con competenze diverse;

e la didattica per progetti, che permette di integrare competenze linguistiche,
culturali e digitali;

e ’uso di materiali autentici, come articoli di giornale, video, canzoni e testi
letterari, che stimolano la motivazione e favoriscono un approccio comunicativo;

e la valutazione formativa, basata su osservazioni continue, feedback
individualizzati e momenti di autovalutazione.

Un esempio significativo ¢ stato lo svolgimento di un progetto interculturale
intitolato “L’Italia vista dai giovani moldavi”, in cui gli studenti hanno realizzato
brevi presentazioni multimediali sul proprio modo di percepire la cultura italiana,
mettendo in dialogo la loro identita con quella appresa. Questo tipo di attivita non
solo rafforza le competenze linguistiche, ma contribuisce a costruire empatia e
comprensione interculturale.

La lingua italiana come strumento di inclusione e dialogo interculturale

La lingua italiana, con la sua forte dimensione culturale e artistica, si presta in
modo naturale a essere veicolo di valori universali: bellezza, espressione, dialogo,
rispetto per la tradizione e apertura all’innovazione. Nel contesto moldavo, essa
suscita particolare interesse perché rappresenta non solo un’opportunita formativa,
ma anche una finestra sull’Europa mediterranea, su una societa percepita come
accogliente e creativa. Nel corso degli anni, ho osservato come I’apprendimento
dell’italiano favorisca nei giovani studenti una maggiore consapevolezza della
propria identita linguistica e culturale. Studiare un’altra lingua li spinge a riflettere
sulle proprie radici, a confrontarsi con 1’alterita e a superare stereotipi. Questo
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processo di apertura ¢ il cuore dell’inclusione: quando lo studente sente che la propria
voce ¢ ascoltata e rispettata, ¢ pit motivato a partecipare e a costruire insieme agli
altri un percorso di apprendimento condiviso.

L’universita come comunita inclusiva

L’Universita Pedagogica di Stato “lon Creangd” promuove attivamente la
dimensione interculturale dell’insegnamento. I corsi di lingua straniera sono spazi
privilegiati di dialogo tra culture, in cui la diversita non ¢ percepita come ostacolo
ma come risorsa. In tale ambiente, il docente assume il ruolo di mediatore culturale,
capace di facilitare la comunicazione e di creare un clima di fiducia e collaborazione.
Nel mio lavoro, ho cercato di costruire un’aula “inclusiva”, dove ogni studente
potesse sentirsi accolto, valorizzato e libero di esprimersi. Cio ha richiesto non solo
attenzione ai bisogni individuali, ma anche sensibilita interculturale, empatia e
capacita di ascolto. Le attivita di gruppo, 1 dialoghi interculturali e i momenti di
riflessione collettiva hanno contribuito a consolidare un senso di appartenenza e a
sviluppare competenze trasversali fondamentali per una societa globalizzata.

Riflessioni conclusive

L’esperienza di insegnamento della lingua e cultura italiana in un contesto
multiculturale come quello moldavo ha confermato quanto I’istruzione inclusiva sia
non solo un dovere etico, ma anche una straordinaria opportunita di crescita
personale e professionale. Ogni studente, con la sua storia, le sue aspettative e le sue
difficolta, arricchisce I’ambiente educativo. Il compito del docente ¢ riconoscere e
valorizzare tale diversita, trasformandola in risorsa per tutti. Promuovere I’inclusione
significa costruire una scuola e un’universita capaci di educare cittadini consapevoli,
aperti e solidali, in grado di dialogare con culture diverse e di contribuire alla
costruzione di una societa piu giusta. La lingua italiana, in questa prospettiva, diventa
non solo oggetto di studio, ma strumento di integrazione e di umanita condivisa.
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Abstract: In today’s postmodern context, marked by cultural plurality and the
relativization of values, language education can no longer be confined to the transmission of
purely linguistic skills. The Common European Framework of Reference for Languages
(CEFR) underscores the axiological dimension of language learning by emphasizing the role
of attitudes, beliefs, and values that support the development of intercultural competence.
Learning a foreign language thus becomes a space for reflection on the self and the Other,
fostering dispositions such as openness, tolerance, empathy, and the capacity to question
one’s own cultural references. Drawing on an analysis of the CEFR descriptors and its
Companion Volume (2018), this article examines how the framework envisions the
formation of an “intercultural personality” through the cultivation of valued attitudes and the
acknowledgment of axiological diversity.

Keywords: language education, axiological dimension, cultural references.

Rezumat: In contextul postmodern actual, marcat de pluralitatea culturald si de
relativizarea valorilor, educatia lingvistica nu mai poate fi limitata la transmiterea exclusiva
a competentelor lingvistice. Cadrul european comun de referintd pentru limbi (CECRL)
subliniazd dimensiunea axiologicd a invéatarii limbilor, evidentiind rolul atitudinilor,
convingerilor si valorilor care sprijina dezvoltarea competentei interculturale. Invatarea unei
limbi strdine devine astfel un spatiu de reflectie asupra sinelui si a celuilalt, favorizand
dispozitii precum deschiderea, toleranta, empatia si capacitatea de a-si relativiza propriile
repere culturale. Pornind de la analiza descriptorilor CECRL si a Volumului sau
complementar (2018), acest articol analizeaza modul in care cadrul concepe formarea unei
,personalititi interculturale” prin cultivarea atitudinilor valorizate si recunoasterea
diversitatii axiologice.

Cuvinte cheie: dimensiune axiologica, competenta interculturala, atitudini si valori,
invatarea limbilor straine.
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L’enseignement d’une langue étrangere ne se réduit pas a la transmission de
connaissances linguistiques : il implique nécessairement une dimension culturelle.
Celle-ci, longtemps considérée comme un simple complément a I’apprentissage
grammatical et lexical, occupe aujourd’hui une place centrale dans les approches
didactiques contemporaines. Apprendre une langue étrangere, c’est aussi apprendre
a comprendre et a respecter d’autres systémes de valeurs, d’autres visions du monde.

Dans ce contexte, les valeurs telles que la tolérance, I’empathie et 1I’ouverture
deviennent des composantes essentielles de la compétence communicative. Elles
permettent aux apprenants de mieux interpréter les comportements et les messages
des locuteurs natifs. Le développement de ces attitudes contribue a la formation
d’une identité interculturelle capable d’entrer en dialogue avec d’autres cultures tout
en préservant sa propre singularité. Ainsi, la dimension culturelle ne se limite pas a
un enrichissement de la compétence linguistique : elle en constitue une condition
indispensable, favorisant une compréhension plus profonde et plus authentique de la
langue. Cette conception rejoint I’idée selon laquelle la langue ne constitue pas une
fin en soi, mais un moyen d’accés a Il’altérité. Comme le souligne Florent
Windmiiller, «La langue est un moyen d’apprentissage qui tend vers une autre
chose : la communication avec les membres d’une culture étrangére. Mais plus que
I’objectif formatif et fonctionnel, I’apprentissage d’une langue poursuit aujourd’hui,
et plus que dans le passé, un objectif humaniste : I’intercompréhension entre les
différentes cultures» [3, p. 23].

Dans le prolongement de cette réflexion, il convient de préciser la signification
du syntagme dimension axiologique dans le contexte de la didactique des langues
¢trangéres. Cette dimension renvoie a I’ensemble des valeurs morales, sociales et
culturelles de la société cible, valeurs qui s’entrelacent intimement avec les
composantes linguistiques de 1’apprentissage. En intégrant cette dimension
axiologique, 1’enseignement d’une langue étrangere favorise non seulement le
développement des compétences communicatives, mais aussi la formation d’une
personnalité interculturelle capable d’apprendre, de comprendre et de mettre en
pratique les valeurs de 1’autre culture tout en conservant sa propre identité.

Cette orientation axiologique et interculturelle de 1’enseignement des langues
trouve un appui institutionnel dans le Cadre européen commun de référence pour les
langues (CECRL). Congu pour harmoniser 1’apprentissage, I’enseignement et
I’évaluation des langues en Europe, le CECRL intégre en effet une conception de la
compétence communicative qui dépasse la simple maitrise linguistique pour
englober les dimensions culturelle, sociale et éthique de la communication.

Dans cette perspective, la tache, telle qu’elle est congue dans 1’approche
actionnelle du CECRL, intégre pleinement la dimension axiologique de
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I’apprentissage. En effet, « Tout type de tache requiert que soit activé un ensemble
de compétences générales appropriées telles que la connaissance et I’expérience du
monde, le savoir socioculturel (sur le mode de vie dans la communauté cible et les
différences essentielles entre les pratiques, les valeurs et les croyances dans cette
communauté et dans celle de 1’apprenant), des aptitudes d’apprentissage et des
aptitudes et savoir-faire pratiques de la vie quotidienne » [1, p. 122].

Ce passage illustre clairement que I’exécution d’une tiche communicative ne
se réduit pas a la mobilisation de compétences linguistiques. Elle implique également
la prise en compte des valeurs, croyances et représentations propres aux
communautés en interaction. Ainsi, I’apprentissage d’une langue étrangére devient
un espace de rencontre interculturelle, ou I’apprenant est amené a réfléchir sur ses
propres référents culturels tout en développant une attitude d’ouverture et de
médiation.

Cette conception rejoint les orientations du Volume complémentaire du
CECRL (2018), qui approfondit la notion de médiation et insiste sur la place centrale
des dimensions éthique et sociale dans la compétence plurilingue et pluriculturelle.
Les notions précédemment exposées trouvent leur concrétisation dans les échelles
du CECRL, qui permettent d’évaluer de maniere détaillée la progression des
apprenants dans les différentes dimensions de la compétence plurilingue et
pluriculturelle. Ces échelles sont organisées par niveaux de maitrise (A1-C2) et par
types de compétence. Elles offrent non seulement des descripteurs de performance
linguistique, mais également des indicateurs précis de la maturité interculturelle et
axiologique de I’apprenant. Chaque échelle traduit ainsi le passage progressif : d’une
simple prise de conscience des différences culturelles (niveaux A1-A2); a la capacité
de réflexion et de relativisation des valeurs (niveau B1); puis a une interprétation
analytique et critique des pratiques et valeurs (niveaux B2—C1); pour culminer dans
une médiation interculturelle compléte, ou 1’apprenant ajuste ses comportements et
discours de maniére éthique et contextuelle (niveau C2).

L’échelle Adeéquation sociolinguistique [2, p. 144] illustre la dimension
axiologique de la langue, c’est-a-dire D’intégration des valeurs, attitudes et
comportements ¢éthiques et culturels dans la communication. Elle souligne que
I’usage linguistique s’accompagne d’un rapport éthique a autrui, fond¢ sur le respect
des différences, la tolérance, 1’ouverture et I’adaptabilité aux registres et valeurs
implicites. L’axiologie du CECRL s’enracine ainsi dans une éthique de la
communication : comprendre, respecter et ajuster son discours selon les contextes et
interlocuteurs. La progression axiologique se décline ainsi: A1-A2: socialisation de
base; B1: conscience interculturelle; B2: ajustement conscient; C1-C2: médiation
interculturelle et éthique de la nuance. Cette approche congoit la langue non
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seulement comme un outil de communication, mais comme un vecteur de valeurs
visant a former un citoyen interculturel, empathique et respectueux de la diversité.

L’échelle Exploiter un répertoire pluriculturel [2, p. 167] du CECRL illustre
directement la dimension axiologique, c’est-a-dire la progression des valeurs et
attitudes de 1’apprenant. Elle décrit un passage de la reconnaissance passive a
I’analyse critique et 1’ajustement subtil. Pour les niveaux débutants (A1-A2) il s’agit
de la reconnaissance des différences — I’apprenant prend conscience que différents
systtmes de valeurs et codes existent (pratiques quotidiennes, perception du
message, différences de communication). Le niveau B1 comprend la conscience
axiologique explicite — 1’apprenant peut expliquer comment ses propres valeurs
influencent sa perception des autres et relativiser les jugements de valeur. Vers le
niveau B2 I’apprenant évalue et discute des pratiques et points de vue en tenant
compte des valeurs implicites et des préjugés, y compris dans les médias, ce qui
signifie une analyse critique. L’interprétation, le débat nuancé et la médiation
axiologique compléte sont caractéristiques pour les niveaux avancés C1 et C2.

L’échelle Etablir un espace pluriculturel [2, p. 129] met 1’accent sur la
médiation interculturelle active et la création d’un espace partagé ou la
communication entre interlocuteurs de cultures différentes devient possible et
efficace. Elle dépasse la simple utilisation d’un répertoire pluriculturel en plagant
I’apprenant dans un role de médiateur, responsable de favoriser la compréhension
mutuelle et la coopération. Trois axes principaux se dégagent:

- reconnaissance et traitement de 1’altérité: identifier ressemblances et
différences culturelles pour s’appuyer sur des caractéristiques connues ou nouvelles;

- création d’un environnement interactif positif: établir un espace commun
neutre et fiable, ou les participants peuvent communiquer sans malentendus et
surmonter les conflits potentiels liés aux divergences culturelles;

- compétences médiatrices clés : questionner et promouvoir la compréhension
des normes et points de vue culturels ; faire preuve de sensibilité et de respect envers
les différences socioculturelles et sociolinguistiques ; anticiper, gérer et résoudre les
malentendus interculturels.

En résumé, cette échelle illustre la dimension axiologique la plus avancée du
CECRL : P’apprenant devient non seulement conscient des différences culturelles,
mais capable de gérer activement les interactions interculturelles en adoptant une
posture ¢thique, respectueuse et médiatrice.

Dans la didactique des langues, la dimension axiologique est consolidée par le
recours a des documents authentiques, conformément aux recommandations et aux
principes énoncés par le CECRL. Pour ce qui suit, il est impératif d’identifier
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quelques exemples de pratiques pédagogiques qui peuvent étre porteuses de valeurs
interculturelles et contribuer a la formation du sujet éthique et réflexif:

- La correspondance virtuelle interculturelle : réciprocité et responsabilité, les
échanges entre apprenants de cultures différentes (via courriel, visioconférence ou
plateforme collaborative) créent un espace de communication authentique.

- Le carnet de voyage interculturel : ouverture et relativisme culturel, cette
activité invite les apprenants a consigner leurs observations et réflexions sur les
différences culturelles rencontrées dans les interactions ou dans les supports étudiés.

- La lecture d’ceuvres francophones : reconnaissance de la pluralité, I’étude
d’ceuvres issues de diverses aires francophones expose les apprenants a des visions
du monde contrastées.

- L’atelier de théatre interculturel : empathie et tolérance, les apprenants
mettent en sceéne des situations de malentendus interculturels (politesse, hiérarchie,
temporalité).

- La semaine interculturelle : éthique du partage et hospitalité, organisation
d’un événement ou chaque étudiant présente un ¢lément symbolique de sa culture
(gastronomie, musique, littérature).

- Le projet « Presse du monde francophone » : pluralité des points de vue et
esprit critique, comparaison de la couverture médiatique d’un méme événement dans
plusieurs journaux francophones.

- L’¢étude de cas de malentendus culturels : conscience critique et médiation,
analyse de situations réelles de choc culturel, suivie d’un débat sur les valeurs en jeu.

Ces activités illustrent la maniere dont la dimension axiologique s’intégre dans
la didactique interculturelle des langues. Elles permettent de dépasser une approche
purement cognitive pour viser une formation éthique de la personne. L’apprenant
devient un acteur social conscient de ses propres valeurs et capable d’interagir avec
respect, discernement et sens des responsabilités dans la diversité culturelle.

Dans la perspective de la didactique interculturelle contemporaine,
I’enseignant ne peut plus étre envisagé comme un simple transmetteur de savoirs
linguistiques ou culturels ; il se constitue en acteur axiologique, en médiateur de sens
et de valeurs, dont la posture éducative et relationnelle participe activement a la
formation ¢éthique de I’apprenant. Ainsi, en tant que modele axiologique,
I’enseignant contribue a la formation d’un sujet interculturel capable de conjuguer
compétence linguistique, conscience critique et sens moral. En tant que facilitateur,
il transforme ’acte pédagogique en un espace de médiation éthique, ou se négocient
non seulement des savoirs linguistiques, mais aussi des valeurs de coexistence, de
solidarité et de respect de la pluralité.
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Les réflexions développées dans cet article mettent en évidence une
problématique majeure en didactique du FLE: I’évaluation des attitudes et des
valeurs. Bien que ces dimensions soient reconnues comme essentielles pour le
développement de la compétence interculturelle, elles restent encore peu explorées
et insuffisamment valorisées dans les pratiques d’enseignement et d’évaluation
actuelles. Cette lacune ouvre ainsi des perspectives intéressantes pour de futures
recherches, visant a formaliser des outils et des critéres permettant de mesurer et de
promouvoir la maturité axiologique des apprenants.

L’analyse présentée souligne que 1’enseignement des langues étrangeres ne
peut se réduire a la maitrise linguistique: il implique nécessairement une dimension
axiologique et interculturelle. Les valeurs, attitudes et comportements éthiques font
partie intégrante de la compétence communicative et permettent a I’apprenant de
développer une identité interculturelle, capable de dialoguer avec d’autres cultures
tout en préservant sa propre singularité.

Les échelles du CECRL (A4déquation sociolinguistique, Exploiter un
répertoire pluriculturel, Etablir un espace pluriculturel) montrent que la progression
axiologique des apprenants évolue de la prise de conscience des différences
culturelles a la médiation interculturelle active et éthique, en passant par la réflexion
critique et 1’ajustement conscient des comportements. Cette approche illustre que la
langue est un vecteur de valeurs et d’attitudes, et non un simple outil de
communication. En définitive, la prise en compte de la dimension axiologique
permet de concevoir I’enseignement des langues comme un processus éthique et
humaniste, contribuant a former des citoyens interculturels capables de comprendre,
respecter et dialoguer avec la diversité culturelle dans un esprit de tolérance,
d’ouverture et de médiation.
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Rezumat: Acest articol analizeazd competenta de a comunica monologat la lectia de
limba germana. Lucrarea prezintd definitiile cele mai relevante si incearcd sia ofere un
raspuns la urmatoarele intrebari: Ce Inseamna competenta de a vorbi monologat?, Care sunt
provocarile legate de vorbirea monologata la lectia de limba strdind?, Ce loc ocupa acest
fenomen in CECRL (Cadrul European Comun de Referintd pentru Limbi)?, Ce activitati
dezvoltd cel mai bine comunicarea monologati? In articol sunt incluse sfaturi si idei
interesante pentru toti cei interesati de acest subiect, care pot fi aplicate cu succes la lectiile
de limba straina.

Cuvinte-cheie: competenta de a comunica monologat, insarcinari productive pentru
comunicarea monologata, lectia de limba straina.

Abstract: This article analyzes the competence of monologic communication in the
German language lesson. The paper presents the most relevant definitions and attempts to
offer an answer to the following questions: What does the competence of monologic
speaking mean? What are the challenges related to monologic speaking in the foreign
language lesson? What place does this phenomenon hold in the CEFR (Common European
Framework of Reference for Languages)? Which activities best develop monologic
communication? The article includes tips and interesting ideas for all those interested in this
subject, which can be successfully applied in foreign language lessons.

Key-words: monologic communication competence, productive tasks for monologic
communication, foreign language lesson.

Sprechen steht im Mittelpunkt eines Fremdsprachenunterrichts und ist das
Hauptziel beim Erlernen einer Fremdsprache gemafl GER. Obwohl die modernen
Lehrwerke und die gut ausgebildeten Lehrkréfte viel Wert darauf stellen, viel Zeit
und andere Ressourssen investieren, bleibt die kommunikative Kompetenz die
schwierigste Fertigkeit nicht nur in den Schulen und an den Universititen, sondern
auch in den Sprachkursen. Der vorliegende Artikel befasst sich mit der Frage, was
monologisches Sprechen im Fremdsprachenunterricht bedeutet.

Beginnen mochte ich mit der Definition des Sprechens im
Fremdsprachenunterricht. Dazu gibt es in der wissenschaftlichen Literatur
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tatsdchlich viele Definitionen, aber relevant finde ich die Definition von Krumm
[3,vgl. S. 316], weil das eine detaillierte und strukturierte Definition der
Sprechfertigkeit ist und beleuchtet ihre komplexen Herausforderungen, insbesondere
beim Fremdsprachenlernen. Der Autor identifiziert das Sprechen als eine von vier
sprachlichen Fertigkeiten neben Horen, Lesen und Schreiben und verweist im
Weiteren auf den Gemeinsamen européischen Referenzrahmen fiir Sprachen, der die
Fertigkeit in zwei wesentliche Unterbereiche unterteilt: 1) Zusammenhéingendes
Sprechen (Monolog, Prisentation etc.) und 2) Interaktives Sprechen (Teilnahme an
Gespriachen, Dialog). Diese Unterscheidung ist fundamental, da sie zeigt, dass
Sprechen sowohl die Produktion lingerer AuBerungen als auch die dynamische
Reaktion im Dialog umfasst. Krumm listet auch vier zentrale Merkmale des
Sprechens auf, die das Wesen der miindlichen Kommunikation beschreiben: a)
Kontextabhiingigkeit: Miindliche AuBerungen sind stark von der Situation, den
Gesprichspartnern und dem Ort abhdngig; b) Ungeplanter Charakter: Im Gegensatz
zum Schreiben ist Sprechen oft spontan, die Texte entstehen im Moment (real-time)
und c¢) Dynamische und vergéingliche Form: Miindliche Kommunikation ist fliichtig,
nicht permanent fixiert und &ndert sich stindig im Fluss des Gespriachs. Die
Definition betont auch die soziale und interaktive Funktion des Sprechens, die drei
Aspekte betont. Der erste Aspekt ist die zwischenmenschliche Interaktion, in der das
Sprechen der zentrale "Baustein" fiir soziale Interaktion sei. Der zweite Aspekt
bezieht sich auf Beziehungsarbeit, die dem Aufbau und der Pflege menschlicher
Beziehungen dient. Und der letzte Aspekt hebt die Perspektive hervor, dass Sprechen
mehr als nur Grammatik sei, es sei ein Werkzeug fiir soziales Handeln.

Welche Herausforderungen im Fremdsprachenerwerb sind aus diesem Zitat zu
bemerken, wenn das Sprechen so komplex ist? Die Lernenden miissen eine Vielzahl
von Zielen gleichzeitig verfolgen. Hier geht es um Spontanietdt und Kreativitit: Die
Lernenden sollten in der Lage sein spontan zu reagieren, improvisieren. Korrektkeit,
was Grammatik und Wortschatz angeht, spielt auch eine wichtige Rolle. Und nicht
zuletzt die angemessene Aussprache und Sprechweise sollten stimmen, sowie die
kulturellen und pragmatischen Elemente. Ein anderes Problem ist die Zeit und das
Tempo. Beim Sprechen muss das Gehirn gleichzeitig auf Wortfindung, Grammatik,
Kontext, soziale Angemessenheit und Aussprache achten — und das in hohem
Tempo. Eine bewusste (explizite) Kontrolle ist unter diesen Bedingungen schlicht
nicht mdéglich [vgl. 1]. Das weitere Problem, das bei Lernenden oft vorkommt, ist
die Notwendigkeit des impliziten Wissens. Um spontan und fliissig sprechen zu
konnen, miissen die Regeln und Strukturen der Sprache automatisiert sein. Das
intuitive, unbewusste Wissen (implizites Wissen) muss das explizite, bewusste
Wissen (Grammatikregeln) dominieren. Die Sprechfertigkeit muss nicht nur als eine
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technische Fahigkeit, sondern als ein komplexes Zusammenspiel aus linguistischen,
pragmatischen und sozialen Anforderungen, das in Echtzeit bewaltigt werden muss.
Es macht deutlich, dass die groffte Herausforderung im Fremdsprachenunterricht
nicht die Vermittlung expliziter Regeln, sondern die Forderung des impliziten
Wissens und der Automatisierung ist, damit Lernende spontan und kulturell
angemessen interagieren konnen.

Im Weiteren beabsichtige ich, die Verbindung zwischen GER und der oben
genannten Difinition zu erkldren. Zur Umsetzung der kommunikativen Absicht
braucht der Sprachverwendende/Lernende eine spezifisch bezogene kommunikative
Kompetenz, die im engen Sinne aus linguistischen Kompetenzen,
soziolinguistischen und pragmatischen Kompetenzen besteht. Linguistische
Kompetenzen beziehen sich hauptsdchlich auf lexikalische Kompetenz,
grammatische, semantische und phonologische Kompetenz. Soziolinguistische
Kompetenzen beschreiben den Sprachgebrauch und befassen sich mit sprachlicher
Kennzeichnung sozialer Beziehungen; Hoflichkeitskonventionen; Redewendungen;
Ausspriichen; Zitaten und sprichwortlichen Redensarten; Registerunterschieden;
Dialekt und Akzent. Die pragmatischen Kompetenzen umfassen in diesem Sinne
Diskurskompetenz, funktionale Kompetenz und Schemakompetenz [6, siehe auch
109-130].

Im GER wird der Monolog meistens als zusammenhingendes monologisches
Sprechen vorgestellt. Auf dem Niveau A2 [6, S. 43] kann der Lernende z. B. in
einfachen Worten sagen, wie es ihm/ihr geht; kann ausfiihrlich {iber alltigliche
Aspekte des eigenen Lebensbereichs berichten. Im GER werden auch Beispielskalen
zur Verfiigung dafiir gestellt: Erfahrungen beschreiben, Argumentieren, 6ffentliche
Ankiindigungen, Durchsagen machen, vor Publikum sprechen.

Im Gegensatz zum Dialog liegt der Fokus hier auf der Ubermittlung eines
kohirenten Inhalts durch einen einzelnen Sprecher. Monologe dienen typischerweise
dazu, Wissen, Berichte, Argumentationen oder Erzdhlungen zu vermitteln, bei denen
der Fokus auf dem Inhalt und seiner logischen Verkniipfung liegt. Beispiele sind
Vortriage, Reden, schriftliche Texte (obwohl der Fokus auf dem Sprechen liegt) oder
auch ldngere Erkldrungen. Es gibt zwei Hauptquellen fiir die im Monolog
weitergegebenen Informationen: 1) Ubernommene Informationen von anderen
Quellen. Dies kann Wissen aus Biichern, Lehrmaterial, Berichten, Nachrichten oder
Gesprichen sein, das der Sprecher nun reproduziert oder synthetisiert und weitergibt.
Der Sprecher fungiert hier primir als Vermittler von bereits bestehendem Wissen. 2)
Selbst produzierte Informationen sind das Ergebnis einer Auseinandersetzung mit
der auBersprachlichen Umwelt, das die reale Welt, Erfahrungen, Beobachtungen,
gedankliche Prozesse, Reflexionen und Interaktionen umfasst. Der Kommunikator
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produziert die Information selbst (z. B. eine eigene Analyse, eine Schlussfolgerung,
eine neue Idee, eine subjektive Beobachtung), indem er diese Auseinandersetzung
sprachlich formuliert. Dies unterstreicht die kreative und kognitive Leistung des
Sprechers, der neues Wissen oder eine neue Perspektive generiert.
Zusammenfassend kann man sagen, dass monologisches Sprechen sowohl ein
Instrument der Wissensvermittlung und -speicherung als auch ein Medium der
Erkenntnisgewinnung und -duflerung ist.

Fiir den Fremdsprachenunterricht ist auch die Meinung von Dusemund-
Brackhahn wichtig: Bei den monologischen Sprechsituationen handele es sich um
eine ohne Kommunikationspartner gehaltene Rede (z.B. Erzdhlung, Bericht,
Priasentation), die aber natilirlich auch eine Zielgruppe habe. Monologisches
Sprechen wiirde den Lernenden meistens schwerer als dialogisches fallen, deswegen
lohnt es sich, schon vom Anfang an kleine Monologe zu iiben wie z. B. eine kleine
Présentation {iber die Heimatstadt [2, S. 143].

Beim monologischen Sprechen findet kein unmittelbarer Sprecherwechsel im
Gegensatz zum Dialog statt und die Rede wird nicht durch direkte, spontane
Reaktionen des Partners unterbrochen oder gesteuert. Der Sprecher behilt die
Kontrolle tiber den Redebeitrag. Obwohl kein direkter Partner interagiert, ist
monologisches Sprechen nicht sinnlos, es ist funktional und richtet sich an ein
Publikum (Horer oder Leser). Dies ist entscheidend: Es handelt sich um adressiertes
Sprechen. Die Zielgruppe beeinflusst die Auswahl der Inhalte, den Sprachstil, die
Struktur und die Komplexitédt der Rede (z.B. eine Présentation fiir Fachkollegen vs.
fiir Laien). Monologisches Sprechen bedeutet erhdhte Schwierigkeit fiir Lernende.
Die Griinde fiir diese Schwierigkeit sind die kognitive Last, weil im Monolog der
Sprecher allein die gesamte Strukturierung, Kohédrenz, Inhaltsproduktion und
sprachliche Korrektheit iiber einen ldngeren Zeitraum aufrechterhalten muss.
Mangel an Interaktion ist auch ein weiteres Problem. Im Dialog helfen Riickfragen,
Bestéitigungen oder nonverbale Signale des Partners dem Sprecher bei der
Themenfiihrung und der Reparatur von Fehlern. Im Monolog fehlt diese Spontan-
Korrektur und Unterstiitzung. Auflerdem erfordern Monologe eine hohere Fahigkeit
zur Vorausplanung (mindestens kurzfristig) und zum Beibehalten des roten Fadens.
Um die Lernenden auf die Komplexitit des Monologs vorzubereiten, sollte das
Training frithzeitig und gestuft beginnen. Der Vorschlag "eine kleine Prasentation
iiber die Heimatstadt" zu {iben, dient als perfektes Beispiel flir einen kontrollierbaren,
personlichen und thematisch zuginglichen Ubungsmonolog.

Im Weiteren mochte ich auf die Meinung von Kroemer und Hantschel [4, S.
16] eingehen. Sie betonen die Tatsache, dass beim Sprechen sowohl dialogisches,
als auch monologisches Sprechen sehr wichtig sei. Im Unterricht sollte man mit
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verscheidenen Dialogen beginnen, aber je hoher das Sprachniveau wird, desto
wichtiger wird auch das monologische Sprechen. Die Wissenschaftler schlagen
deshalb vor, ab dem Niveau A2 in Kurzreferaten ihre Herkunftslénder, Hobbys oder
ein aktuelles Thema zu prisentieren und dabei diese Referate mit Bild- und
Tonmaterial oder anderen mitgebrachten Dingen zu unterstiitzen. Auch kleine
Buchprésentationen seien moglich. Das monologische Sprechen sei auch eine gute
Vorbereitung auf den Beruf, z.B. bei einem Bewerbungsgesprich iiber eigene
Erfahrungen sprechen.

Beim monologischen Sprechen geht es um freies Sprechen. Der Lernende hat
den Monolog nach eigenen Prinzipien, Gedanken, Inhaltspunkten gestaltet. In
diesem Fall legen wir Wert in erster Linie auf den logisch zusammenhidngenden
Inhalt und achten daher weniger auf grammatische Korrektheit: Satzbau,
Konjugation, Deklination. Weil ich fest davon iiberzeugt bin, dass Fehler beim
Lernen total wichtig sind und weil wir aus eigenen Fehlern am effektivsten lernen
konnen, bin ich der Meinung, dass wir beim monologischen Sprechen spéter, nach
dem schon prisentierten Monolog die Fehler bearbeiten sollten. Am besten wire es,
wenn die Lehrkraft die Fehler individuell aufschreibt und als Hausaufgabe zur
Korrektur dem Lernenden gibt.

Die Einstellung der Didaktikerin Schatz [5, siehe S. 132-147] ist besonders
wichtig, weil wir bei ihr viele interessante Tipps flir die Gestaltung des
monologischen Sprechens finden konnen. Die Wissenschaftlerin hdlt zuerst den
Aspekt Satzbau beim monologischen Sprechen fiir sehr wichtig. In der
Fremdsprache sollten Gedanken, Erzdhlungen, Wiinsche und vieles mehr bewusst
geiibt werden. Fiir lingere Erzihlungen sollte man gezieltes Uben von Referenzen
(Personalpronomen, Possessivartikel und Possessivpronomen, Demonstrativartikel
und Demonstrativpronomen, Adverbien, Lokaladverbien), von Konjunktionen (und,
aber, denn) und Subjunktionen (weil, wenn, dass, ob, bevor) sowie Textgliederung
(erstens, zweitens, drittens, zuerst, spdter, am Anfang, dann) iiben. Diese
Textelemente wiirden den Sprechenden helfen, Mitteilungen zu strukturieren, das
heiflt, in eine bestimmte Ordnung zu bringen und Zusammenhinge deutlich zu
machen. Ein weiterer Aspekt beim monologischen Sprechen ist Erzdhlen auf der
Grundlage von Stichpunkten. Besonders in frithen Lernstadien ist es wichtig, den
Lernenden als Hilfe Stichpunkte zu geben und sie aus diesem ,,Wortsalat* eine
Geschichte ,basteln* zu lassen. Voraussetzung dafiir sei natiirlich, dass eine
Geschichte auch eine inhaltliche und eine sprachliche Kohédrenz aufweisen muss:
Die Gedanken miissten strukturiert und die einzelnen Séitze miissten durch
Referenzen und Konjunktionen/Subjunktionen verbunden werden. Zuerst wére es
empfohlen, diese Stichwortgeschichten schriftlich zu fixieren und so wird auch das
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Schreiben geiibt. Eine weitere Idee besteht in Erstellen von Wortgeldndern. Die
Schiiler sollten aus einem vorgegebenen Text die wichtigsten Stichpunkte
herausarbeiten und danach die Geschichte neu erzdhlen. Dariiber hinaus wiirden
Strategien geiibt, wie man Wichtiges von Unwichtigem unterscheidet. Das kann
linear geschehen oder grafisch dargestellt werden. Bei der Kontrolle sollte der Lehrer
auf strukturierte Rede Wert legen, nicht auf fehlerlos sprechen. Deswegen sollten die
Lehrer nur auf Strukturierungsfehler achten. Ein anderer Vorschlag wéren
Geschichten, die zu Ende erzdhlt sein miissen. Geschichten mit offenem Ende
weiterzuerzdhlen, eignen sich dazu und es muss mindestens eine oder mehrere
Stellen geben, die eine iiberraschende Wendung ermdglichen, an denen die
Geschichte sich in verschiedene Richtungen weiterentwickeln kdnnte. Dadurch
konnen wir Phantasie und Erzéhlfreude der Lernenden wecken. Es entstehen ganz
unterschiedliche Geschichten und die Spannung steigt, wenn die Geschichten erzihlt
oder vorgelesen und miteinander verglichen werden. Die néchste Idee ist
Perspektivenwechsel. Leute erzdhlen gern interessante Geschichten aus dem eigenen
Blickwinkel. Didaktisch kénnte man diese natiirliche Situation nutzen. Mit Ubungen
zum Perspektivenwechsel bewegen sich die Lernenden bereits sehr nahe an
Rollenspielen. Sie brauchen dazu die nétigen Diskursmittel sowie Assoziations- und
Empathieféhigkeit. Interessant sind auch Geschichten zu Bildern, weil die Bilder im
Fremdsprachenunterricht eine grofe Rolle spielen. Im Mittelpunkt stehen der
unmittelbare Eindruck, die spontane AuBerung und das Gesprich iiber
unterschiedliches Wahrnehmen.

Und nun mochte ich auf monologische Aktivitdten im Unterricht eingehen.
Diese monologischen Aktivitdten sollten sich darauf konzentrieren: dem Lernenden
Raum geben, flieBend, zusammenhéngend und strukturiert zu sprechen. Diese
Aktivitdten trainieren das Sprechen am Stiick und reduzieren Hemmungen, da die
Angst vor stindigen Korrekturen oder Unterbrechungen geringer ist. Sie fordern
aullerdem die Fahigkeit, Gedanken logisch zu ordnen und einen klaren Aufbau
(Einleitung, Hauptteil, Schluss) zu verwenden, stirken das Selbstbewusstsein beim
freien Sprechen vor einer Gruppe, bereiten die Schiiller auf formelle
Kommunikationssituationen wie Vortriage, Beschreibungen und Présentationen vor.
Aber die monologischen Aktivititen haben auch irgendwelche Nachteile, wie z. B.
die fehlende Interaktion, Angst vor dem Vortrag, hoher Zeitaufwand. Daher eignen
sich gut fiir das Trainieren des monologischen Sprechens spielerische oder kurze
Ubungen, wie z. B. Kurzbeschreibung, kurze Prisentationen und Vortriige,
miindliche Zusammenfassungen, Mini-Monologe, Bildbeschreibungen,
Bildergeschichten, Rollenspiel-Monologe, iiber Erlebnisse berichten, Gegenstinde
beschreiben, Gedanken ausdriicken. Um den Lernenden zu helfen, ihre Angst zu
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iiberwinden und gut zu sprechen, ist es wichtig, sprachliche Geriiste anzubieten.
Dazu gehoren: Niitzliche Redewendungen und Satzanfange (z. B. "Zuerst mochte
ich...", "Ein weiterer wichtiger Punkt ist...", "Abschlieend kann man sagen...");
Wortfelder und Vokabular zum Thema. Monologische Aufgaben beziehen sich auf
Situationen, in denen ein Lernender allein spricht, ohne direkte Unterbrechung durch
andere. Dies ist ein wichtiger Bestandteil der Sprechkompetenz, da es die Fahigkeit
fordert, ldngere, strukturierte Gedanken zu dullern.

Als Zusammenfassung mochte ich noch einmal betonen, dass monologisches
Sprechen extrem wichtig im Fremdsprachenunterricht ist, aber manchmal
unterschétzt bei der Kommunikationsforderung. Das ist die Fahigkeit, eine Rede zu
halten, die geplant, kohdrent und strukturiert ist. Durch monologisches Sprechen
kann der Lernende beweisen, dass er seine Ideen, Inhaltspunkte gestalten kann, dass
er grammatische und lexikalische Phédnomene beherrscht. Das monologische
Sprechen bereitet besonders gut die Lernenden auf reale Lebenssituationen vor.
Monolog ist komplexer und schwerer als Dialog, weil der Lernende allein den Inhalt
strukturiert. Er denkt selbst an Einleitung, Hauptteil, Schlu3. Der Inhalt muss von
Anfang an bis zum Ende klar, ausdriicklich, sinnvoll, mit entsprechenden Pausen
vorgestellt werden. Das monologische Sprechen ist noch deswegen problematisch,
weil es vor dem Publikum zu sprechen angstbesetzt ist, weil das viel
Vorbereitungszeit in Anspruch nimmt und weil das schwer einzuschétzen ist. Das
regelmiBige Uben des monologischen Sprechens kann Probleme, Angste,
Hemmungen abschaffen und die sprachliche Ausdrucksfdhigkeit des Lernenden
verbessern.
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Abstract: Early foreign language teaching should become a key priority in
contemporary pedagogy, in response to globalization and the digital transformation of
education. Based on theories of cognitive and affective child development, this stage of
learning capitalizes on natural curiosity, brain plasticity, and play-based motivation. The
article explores the specific characteristics of language teaching at the preschool level,
emphasizing the role of play as a fundamental mediator between experience and language
construction.

It then examines the integration of digital technologies in early language education,
in relation to the learning habits of the current generation of children—children who have
been living in a digital environment since birth. Finally, the study discusses the principles of
designing a digital textbook that could be used in teaching foreign languages to young
children and that combines multimodality, interactivity, and creativity. Such an approach
aims to create a harmonious balance between play, technology, and human mediation in
early foreign language teaching.

Keywords: playful pedagogy, early language learning, foreign languages, digital
textbook.

Rezumat: Predarea timpurie a limbilor strdine ar trebui sd devind o prioritate esentiala
in pedagogia contemporana, ca raspuns la globalizare si la transformarea digitald a educatiei.
Fundamentatd pe teoriile dezvoltarii cognitive si afective a copilului, aceastd etapa de
invatare valorificd curiozitatea naturald, plasticitatea cerebrald si motivatia bazatd pe joc.
Articolul exploreaza caracteristicile specifice ale predarii limbilor la nivel prescolar,
subliniind rolul jocului ca mediere fundamentala intre experienta si constructia limbajului.
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De asemenea, sunt analizate modalitatile de integrare a tehnologiilor digitale in
procesul de invitare timpurie, in concordanta cu obiceiurile de invitare ale generatiei actuale
de copii — copii care triiesc intr-un mediu digital inca de la nastere. In final, studiul discuta
principiile de concepere a unui manual digital care ar putea fi folosit in predarea limbilor
straine copiilor mici si care combina multifunctionalitatea, interactivitatea si creativitatea. O
asemenea abordare urmareste sd creeze un echilibru armonios intre joc, tehnologie si
mediere umand in predarea timpurie a limbilor straine.

Cuvinte-cheie: pedagogie Iudica, invitare timpurie a limbilor, limbi striine, manual
digital.

Introduction

Dans un contexte €¢ducatif en pleine évolution, marqué par la mondialisation,
la mobilité et la communication numérique, la maitrise de plusieurs langues constitue
désormais une compétence essentielle pour le citoyen du XXI¢ siécle [6].
L’apprentissage des langues étrangéres ne reléve plus seulement d’un simple objectif
scolaire, mais d’une nécessité a la fois sociale, cognitive et culturelle.

En République de Moldavie, I’enseignement des langues étrangeéres au niveau
préscolaire demeure cependant limité. I se développe principalement dans les
¢tablissements privés, ou 1’anglais occupe une place prédominante. Quelques
initiatives publiques €émergent néanmoins, parmi lesquelles le projet pilote
« Soutenir I’attractivité de la langue frangaise par des actions éducatives dans les
institutions d’éducation préscolaire et dans les classes primaires bilingues
francophones », mis en ceuvre par I’Ambassade de France et I’ Alliance Frangaise de
Moldavie, implémenté pendant 1’année 2024-2025. Ce programme a permis
I’introduction du francais dans certaines écoles maternelles publiques, démontrant la
faisabilité et la pertinence d’un tel enseignement des le plus jeune age.

Ces expériences, encore isolées, soulignent la nécessité d’une généralisation
progressive de I’apprentissage des langues dans le systéme public, afin d’assurer une
€quité linguistique et éducative entre tous les enfants. L enseignement précoce des
langues ne se limite pas a 1’acquisition d’un code linguistique : il engage la
sensibilité, la mémoire, la créativité et la curiosité du jeune apprenant.

Toutefois, son efficacité dépend largement des approches pédagogiques et des
supports  didactiques mobilisés. L’intégration du jeu comme principe
d’apprentissage, et plus récemment des technologies numériques, ouvre de nouvelles
perspectives pour une pédagogie adaptée a la génération actuelle d’enfants, familiers
des écrans et de I’interactivité.

L’objectif de cet article est d’analyser les conditions d’un enseignement
précoce réussi a l’¢re numérique : en examinant d’abord I’importance de
I’apprentissage des langues dés la petite enfance, puis les spécificités cognitives et
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méthodologiques de ce public, avant d’explorer les potentialités offertes par les
technologies et la conception d’un manuel numérique intégré.

Importance stratégique de I’apprentissage des langues étrangeres des le

plus jeune age

Les politiques linguistiques contemporaines valorisent la diversité linguistique
comme facteur d’inclusion, de cohésion et de développement cognitif [3, p. 9-10].
Apprendre une langue étrangere tres tot, ¢’est apprendre a comprendre la différence,
a écouter I’autre, a penser autrement. Dans cette optique, I’enseignement précoce
constitue non seulement une initiation linguistique, mais aussi une éducation
interculturelle [7, p. 15], fondée sur la tolérance et la curiosité.

Dans le contexte européen, cette orientation s’inscrit dans les
recommandations du Conseil de I’Europe en faveur du plurilinguisme et de
I’intercompréhension [6]. L’introduction des langues étrangeres dés la maternelle
vise a développer des attitudes positives envers la communication et la diversité
culturelle, plutdt qu’a atteindre une compétence linguistique compléte.

Fondements neurocognitifs de ’apprentissage précoce des langues

Les recherches en neurosciences montrent depuis plusieurs décennies que les
premicéres années de la vie constituent une phase d’activité cérébrale particulieérement
intense. Le jeune enfant bénéficie a ce stade d’une plasticité neuronale remarquable,
qui rend son cerveau extrémement réceptif aux sons, aux rythmes et aux structures
phonologiques des langues [5]. Entre trois et sept ans, cette sensibilité atteint un
sommet : il s’agit d’une période durant laquelle I’imprégnation linguistique se fait
presque naturellement, par exposition et imitation, un peu a la maniére du processus
d’acquisition de la langue maternelle.

Il est aujourd’hui largement admis que 1’acquisition d’une ou de plusieurs
langues étrangeres, avec un niveau potentiellement proche de celui d’un locuteur
natif, demeure possible au sein de fenétres développementales dites « sensibles » [7,
p. 11]. On distingue généralement plusieurs étapes :

—entre 0 et 3 ans, la prononciation peut atteindre une qualité quasi native et les
habiletés langagieres se développent avec une rapidité impressionnante;

— entre 4 et 8 ans, la maitrise phonétique reste excellente et les progres
linguistiques notables, méme si 1’activation des zones cérébrales associées au
traitement linguistique exige déja davantage d’effort cognitif.

Une fois ces premicres phases dépassées, I’enfant — ou I’adolescent — entre
dans une période sensible plus large, approximativement située entre 8 et 22 ans.
Durant cette étape, il conserve de réelles potentialités neurocognitives permettant un
apprentissage linguistique solide. Toutefois, il devient progressivement plus difficile
d’atteindre un niveau comparable a celui d’un natif.
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Un accent étranger tend a se fixer, dans une mesure variable selon les
individus, et le développement des structures morpho-syntaxiques reste possible,
mais au prix d’un investissement cognitif plus important. Quant au lexique, son
acquisition demeure généralement fluide, sauf pour les mots appartenant aux classes
ouvertes, qui nécessitent une exposition prolongée, contextualisée et riche en
variations.

En somme, tout porte a croire que le jeune enfant apprend sans effort conscient
: 1l écoute, imite, joue, répete — et c’est a travers ces expériences quotidiennes que
se structurent 1’attention, la mémoire a long terme et les automatismes. Profiter de
cette flexibilité cognitive en introduisant une langue étrangére dés le plus jeune age
revient donc a poser les bases d’une compétence linguistique durable, mais aussi a
soutenir 1’émergence de capacités métalinguistiques utiles pour les apprentissages
futurs.

Dimension affective et ludique de [’apprentissage précoce des langues

L’enfant n’apprend pas dans [’abstraction : il apprend en agissant, en
manipulant, en imaginant et, surtout, en éprouvant des émotions. Le jeu constitue a
ce titre un moteur puissant, capable de transformer une activité apparemment simple
en une expérience riche de sens. Dans le cadre préscolaire, le plaisir joue un role
déterminant : il engage I’enfant, renforce sa motivation et crée un environnement
propice a la communication. Le jeu devient ainsi une passerelle entre 1’expression
personnelle, I’exploration symbolique et I’apprentissage linguistique.

Dans le champ de la didactique des langues destinées aux jeunes enfants, la
notion de méthodologie ludique est fréquemment évoquée. Cette approche confére
au jeu une fonction stratégique, non seulement pour |’acquisition d’habiletés
linguistiques, mais également pour le développement cognitif, relationnel et culturel
de I’enfant [apud 7]. Elle repose sur une vision globale du développement, dans
laquelle les objectifs linguistiques s’articulent étroitement avec des finalités
éducatives plus vastes.

La méthodologie ludique peut étre envisagée comme une traduction concrete
de l’approche formative, a la condition de respecter les mécanismes naturels
d’acquisition linguistique propres a I’enfant [7, p. 48]. Pour étre réellement efficace,
un contact précoce avec la langue étrangere devrait donc :

a. s’appuyer sur les stratégies d’acquisition implicite déja mobilisées pour la
langue maternelle ;

b. proposer des parcours d’apprentissage qui integrent la langue étrangere dans
des expériences authentiques, de sorte que les automatismes se construisent
progressivement, sans contrainte excessive ;
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¢. mettre en avant 1’usage opératoire de la langue — par exemple a travers la
création d’un jeu, l’invention d’une chanson ou la réalisation d’activités
d’exploration menées en langue étrangere ;

d. favoriser le développement neurosensoriel de 1’enfant en multipliant les
activités impliquant sons, images, gestes et manipulations variées.

Dans cette perspective, les outils numériques constituent aujourd’hui un
prolongement naturel de la méthodologie ludique. Ils permettent de diversifier les
canaux sensoriels, de multiplier les contextes d’exposition et de renouveler les
formes d’interaction entre 1’enfant, la langue et le monde. En cela, ils s’inscrivent
dans la continuité¢ des principes décrits ci-dessus tout en ouvrant la voie a de
nouvelles modalités pédagogiques.

Intégration des technologies numériques dans I’enseignement précoce des

langues

La diversité des supports pédagogiques constitue depuis longtemps un atout
essentiel dans I’enseignement précoce des langues. Dans la pratique quotidienne,
I’enseignant est amené a combiner des ressources trés variées : des objets concrets
— ou realia — tels que marionnettes, masques ou matériel artistique, mais aussi des
supports plus traditionnels comme les albums illustrés, les jeux éducatifs ou les
premiers manuels adaptés aux jeunes enfants [8, p. 49].

A cette panoplie viennent s’ajouter les médias contemporains : vidéos courtes,
contes animés, programmes télévisés destinés a la petite enfance, sites éducatifs —
autant de ressources qui facilitent la multimodalité et qui permettent a 1’enfant de
rencontrer la langue dans des situations diversifiées, sensorielles et culturellement
riches.

Les enfants nés apres 2025, souvent désignés sous le nom de génération Béta,
grandissent dans un environnement ou [’écran tactile, 1’image animée et
I’interactivité font partie du quotidien. Leur manic¢re d’explorer le monde est
différente : plus visuelle, plus immédiate, parfois plus fragmentée, mais aussi
extraordinairement curieuse. Face a cette réalité, 1’école n’a plus vraiment le choix :
elle doit apprendre non seulement a accepter cette présence du numérique, mais aussi
a la canaliser en une ressource ¢ducative pertinente.

Le véritable défi n’est donc pas de « numériser » I’enseignement — une
approche qui risquerait d’étre superficielle — mais de repenser la classe comme un
espace de médiation ou technologie et relation humaine se complétent. Le numérique
peut soutenir la curiosité de 1’enfant, renforcer son implication et diversifier les
expériences d’apprentissage, a condition d’étre utilis¢ avec mesure et discernement.
L’enjeu consiste a préserver 1’équilibre entre exploration libre et accompagnement
pédagogique.
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Il apparait ¢galement que les outils numériques offrent des possibilités que les
supports traditionnels ne peuvent pas toujours garantir. Applications éducatives,
vidéos interactives, plateformes de jeux linguistiques ou histoires animées — autant
de dispositifs qui stimulent simultanément la perception auditive et visuelle. Ils
renforcent la motivation, favorisent la mémorisation par action et permettent une
différenciation pédagogique plus fine.

La multimodalit¢ — sons, images, gestes, mouvements — correspond par
ailleurs au mode naturel d’apprentissage du jeune enfant. L’interactivité constitue un
avantage supplémentaire : I’apprenant agit, tente, échoue parfois, recommence et
regoit un retour immédiat. Ce cycle d’essais et d’erreurs nourrit I’engagement et
consolide les apprentissages. Aujourd’hui, ces principes se trouvent au cceur des
approches contemporaines de la didactique des langues étrangeres a visée ludique et
inclusive.

Il importe enfin de mentionner que la variété des supports peut étre pensée a la
lumicre de la théorie des intelligences multiples formulée par Howard Gardner [9].
En mettant en évidence la pluralit¢ des formes d’intelligence — linguistique,
logique, kinesthésique, musicale, interpersonnelle, intrapersonnelle, spatiale, etc. —
cette théorie invite les enseignants a diversifier encore davantage leurs approches.
Le jeu, I’art, le mouvement, et méme certains outils technologiques s’intégrent
naturellement dans cette perspective, car ils sollicitent différents canaux cognitifs et
permettent a chaque enfant de mobiliser ses forces propres.

Vers un manuel numérique pour ’enseignement précoce des langues

Le manuel numérique ne se limite plus a une simple fonction de support : il
devient un environnement d’apprentissage global, modulable et interactif. Congu
selon une logique de scénarisation, il permet de combiner activités linguistiques,
jeux, vidéos et ressources culturelles. L’enfant y progresse a travers des parcours
narratifs, ce qui renforce la cohérence et le sens des apprentissages.

Un manuel numérique destiné aux enfants d’age préscolaire devrait répondre
a plusieurs exigences:

e adéquation au développement cognitif et affectif (simplicité, clarté,
répétition);

e ¢quilibre entre ludique et cognitif, pour que le jeu demeure porteur de sens;

e sécurité numérique: protection des données, contrdle du temps d’écran,;

e csthétique douce et cohérente, propice a la concentration et au plaisir.

Un modéle de manuel numérique pour I’enseignement précoce pourrait
s’organiser en unités thématiques, chacune comprenant:

— une vidéo d’introduction avec narration et musique douce;
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— un ensemble de mini-jeux lexicaux et phonologiques;
— une chanson interactive;

— une activité de création (dessin, collage virtuel, jeu d’imitation).

L’enseignant pourrait adapter la progression, enregistrer la voix de I’enfant, ou
ajouter ses propres consignes. Ainsi, le manuel devient un espace collaboratif et non
un instrument figé.

L’activit¢ menée dans le cadre du projet de recherche institutionnel
«Numérisation du processus de formation initiale des enseignants pour garantir une
approche pédagogique efficace, dans le contexte des exigences du marché du
travaily, code 040102, Priorités stratégiques IV: Défis sociétaux, Orientation
stratégique: Valorisation du capital humain et social (,,Digitalizarea procesului de
formare initiala a cadrelor didactice pentru asigurarea unui demers didactic
eficient, in contextul solicitirilor pietei muncii”, cod 040102, Prioritati
strategice I'V: Provocari societale, Directia strategica: Valorificarea capitalului
uman si social), pour la période 2024-2027, nous a permis de développer une
génération des manuels scolaires au format numérique a partir des manuels
traditionnels. Les manuels numériques congus par les chercheurs participant au
projet sont développés a 1’aide du logiciel Delphi 10.4, qui offre la possibilit¢ de
créer une version interactive du manuel a partir de son format PDF initial [2]. Toute
la procédure de création des activités numériques interactives est déja bien détaillée
dans d’autres publications [1, 2], il n’est pas nécessaire de reprendre ici I’ensemble
de cette procédure.

Cette version de manuel numérique, potentiellement congue par 1’enseignant
lui-méme, lui permet de personnaliser son enseignement a son gré, a condition qu’il
ait des compétences pédagogiques solides avec une maitrise approfondie des
principes de la didactique des langues, car 1’enseignement des langues a un jeune
public requiert des enseignants hautement qualifiés [8, p. 50].

L’introduction du manuel numérique dans I’enseignement des langues
étrangeres ne reléve plus d’une simple option méthodologique, mais d’une évolution
devenue inévitable. Cette transition nécessite une réflexion approfondie et un
accompagnement pédagogique adapté. Il ne s’agit pas de remplacer les pratiques
traditionnelles, mais de les enrichir par des outils interactifs capables de soutenir la
curiosité, la créativité et I’autonomie des apprenants. L’enjeu n’est donc plus de se
demander si le numérique a sa place dans la classe de langue, mais comment
I’intégrer intelligemment, dés les premicres étapes de la scolarité, afin de répondre
aux réalités d’une génération déja connectée au monde digital.
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Conclusions

L’enseignement précoce des langues étrangeres apparait aujourd’hui comme
I’'un des domaines ou I’innovation pédagogique se manifeste de facon
particulierement dynamique. L’association entre pédagogie ludique et outils
numériques offre aux jeunes enfants un acces plus spontané, plus sensoriel et souvent
plus motivant a la diversité linguistique.

La génération actuelle — immergée deés les premiers mois dans un
environnement d’images, d’écrans et d’interactions numériques — appelle des
approches capables de conjuguer le jeu, la créativité et une médiation technologique
réfléchie. Dans cette perspective, le manuel numérique de conception intégrée
constitue une réponse intéressante : il peut devenir un espace d’apprentissage vivant,
souple et évolutif, ou I’enfant explore la langue tout en développant confiance en soi,
curiosité et plaisir de communiquer.

Bien entendu, la réussite d’un tel dispositif repose en grande partie sur la
préparation et I’accompagnement des enseignants. Concevoir ou utiliser des outils
numériques adaptés au jeune public ne s’improvise pas : cela exige une formation
rigoureuse, a la fois sur le plan didactique et sur le plan technique. C’est pourquoi la
formation initiale et continue des enseignants, de méme que I’élaboration de
ressources professionnelles fiables, doivent étre considérées comme des priorités.

En définitive, I’avenir de ’enseignement précoce des langues se dessine dans
un équilibre subtil entre humanité, jeu et technologie. Le numérique ne remplace ni
I’interaction humaine, ni I’attention au rythme individuel de chaque enfant ; il les
prolonge, les soutient et, lorsque son usage est pertinent, les enrichit. Cette
complémentarité¢ ouvre la voie a des pratiques pédagogiques renouvelées, capables
de répondre aux besoins d’une génération qui grandit déja dans un monde
profondément transformé par le digital.
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Abstract: Artificial intelligence is revolutionizing various sectors, and education is
no exception. In the educational context, Al is defined as the set of technologies that allow
a machine to act by simulating cognitive functions associated with the human mind, such as
learning, reasoning, and self-correction. Applied in education, Al has the potential to
transform traditional teaching methods, which are extremely closed and uniform for all
students, promoting a more personalized and dynamic learning experience. Al also improves
the ability to assess the learning process, by introducing automated tools for analyzing
assignments and providing immediate feedback to students. Teachers benefit from these
technologies, using them to identify patterns in student data and personalize teaching
programs.

Keywords: artificial intelligence, artifacts, modern methods, language teaching,
linguistic models, etc.

Rezumat: Inteligenta artificiald revolutioneaza diverse sectoare, iar educatia nu face
o exceptie. In contextul educational, IA este definiti ca setul de tehnologii care permit unei
masini sa actioneze prin simularea functiilor cognitive asociate cu mintea umana, cum ar fi
invatarea, rationamentul si autocorectarea. Aplicatd in educatie, IA are potentialul de a
transforma metodele traditionale de predare, care sunt extrem de inchise si uniforme pentru
toti elevii, promovand o experientd de invatare mai personalizatd si dinamicd. 1A
imbunatateste, de asemenea, capacitatea de evaluare a procesului de invitare, prin
introducerea unor instrumente automate de analiza a temelor si prin furnizarea de feedback
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imediat elevilor. Profesorii beneficia de aceste tehnologii, folosindu-le pentru a identifica
tipare in datele despre elevi si a personaliza programele de predare.

Cuvinte cheie: inteligenta artificiald, artefacte, metode moderne, didactica limbilor,
modele lingvistice, etc.

In ultimii ani, inteligenta artificiald (IA) a devenit una dintre cele mai
revolutionare tehnologii si a avut un impact major asupra diverselor sectoare,
aducand mai multe schimbari foarte importante si in educatie. Cand vorbim despre
IA 1n contextul educatiei scolare, ne referim adesea la un set de instrumente capabile
sa aiba un impact semnificativ asupra predarii si invatarii, cum ar fi tutorii digitali si
sistemele inteligente de invétare. Aceste instrumente nu numai ca promit o predare
mai rapidd si mai eficientd, dar isi propun si sd creeze oportunitdti de Invatare
accesibile tuturor elevilor prin dezvoltarea unui plan de studiu personalizat, bazat pe
nevoile si performanta fiecarui elev.

Utilizarea celor mai inovatoare tehnologii in scoli nu este nimic nou, dar
posibila implementare a IA reprezinta un punct de cotiturd fatd de instrumentele din
trecut. Spre deosebire de sistemele traditionale de e-learning, care nu implica
interactiune reala cu materialele, ci mai degraba le fac accesibile, aplicatiile bazate
pe IA sunt capabile sd& modifice continutul si metodele de predare pe baza
raspunsurilor elevilor la materiale. Acest concept de invatare adaptivd se numara
printre cele mai promitatoare inovatii din domeniul educatiei, avand potentialul de a
imbundtéti eficacitatea predarii la nivel mondial prin alinierea tuturor elevilor. Cu
toate acestea, utilizarea inteligentei artificiale ridica, de asemenea, o serie de indoieli
si provocari morale cu privire la aplicarea sa. In special, apar ingrijorri cu privire la
confidentialitatea elevilor si la securitatea datelor furnizate acestor modele
lingvistice mari, deoarece sistemele bazate pe IA necesitd o cantitate mare de
informatii personale pentru a functiona eficient si fara probleme. Alte intrebari
privind rolul profesorilor intr-un context in care unele dintre functiile lor traditionale
ar putea fi automatizate si riscul ca IA sa amplifice inegalitatile existente: scolile cu
resurse limitate ar putea sd nu aiba acces la astfel de tehnologii, agravand astfel
decalajul educational existent.

In contextul educational, IA este definiti ca setul de tehnologii care permit unei
masini s actioneze prin simularea functiilor cognitive asociate cu mintea umana,
cum ar fi invatarea, rationamentul si autocorectarea (cum ar fi modelul GPT-40) [2,
p. 27]. Aplicata in educatie, IA are potentialul de a transforma metodele traditionale
de predare, care sunt extrem de inchise si uniforme pentru toti elevii, promovand o
experientd de invatare mai personalizata si dinamica.

Un exemplu al acestei transformari poate fi observat in sistemele de invatare
adaptiva, care utilizeaza algoritmi pentru a monitoriza periodic progresul fiecarui
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elev si pentru a ajusta continutul sau abordarea predarii in baza nevoilor lor, ceea ce
face ca procesul sa fie mai individualizat. Alte aplicatii includ tutori inteligenti, care
simuleazd interactiunea cu un profesor, oferind suport individual elevilor in timp
real. Acesti tutori se pot adapta la ritmul de invatare al elevilor, oferind explicatii
suplimentare daca este necesar sau provocari mai complexe, dupd cum este necesar.

Utilizarea inteligentei artificiale in educatie, insa, nu se limiteaza la eficienta:
ea reprezintd o provocare etica si sociald, In special In ceea ce priveste accesul
echitabil la aceste tehnologii, protejarea vietii private a elevilor si potentiala
dependentd de masini pentru evaluarea abilitatilor umane in contextul educational
contemporan.

Artefactele tehnologice sunt cu sigurantd instrumente utile, dar sunt si
adevarati mediatori n procesele de invatare. Aceste artefacte capata o dimensiune si
mai largd atunci cand sunt examinate in contextul educatiei, deoarece nu se limiteaza
doar la simplificarea activitatilor sau la iImbunatétirea eficientei, ci influenteaza
profund modul in care elevii interactioneaza cu cunostintele si cu ceilalti elevi.
Vigotsky, unul dintre principalii cercetatori ai dezvoltarii cognitive, a subliniat
importanta artefactelor ca instrumente care mediaza relatia dintre individ si mediu.
Pentru el, aceste artefacte nu erau doar obiecte fizice, ci includeau si simboluri,
limbaje, sisteme numerice: pe scurt, tot ceea ce oamenii folosesc pentru a intelege si
a da sens lumii. Aplicand acest concept la situatia actuald, putem considera
tehnologiile educationale, si in special pe cele bazate pe inteligenta artificiala, ca o
formd avansata a acestor artefacte, capabile sd Tmbunatateasca invatarea umana [1,
p. 145].

Astazi, artefactele tehnologice bazate pe inteligenta artificiald nu mai sunt doar
instrumente pasive, ci participa activ la procesul educational. Luati in considerare,
de exemplu, un tutore inteligent: nu este doar un program care ofera raspunsuri, ci
un sistem care poate imbunatati si invata din interactiunile cu studentii, adaptandu-
si explicatiile si oferind exercitii personalizate. Acest tip de mediere nu este doar
cognitiva, ci si sociald si culturald, deoarece ne permite sa raspundem nevoilor
studentilor din medii si culturi diverse si cu stiluri unice de invatare.

Pentru a intelege cat mai bine utilitatea [A in invatarea limbilor strdine, este
util sd intelegem metodele de invétare utilizate astazi, cum ar fi modelul Flipped
Classroom, Dual-Modal Input si toate derivatele si sistemele sale bazate pe repetitie
spatiata (SRS), pentru a Intelege cum difera acestea de abordarea traditionald si ce
rezultate ofera.

Dupa cum a subliniat Joseph P. Vitta, modelul clasei inversate ofera rezultate
mai bune decat clasa traditionald, imbunatatind performanta elevilor. Metoda
inverseaza procesul educational: elevii isi fac temele si pregatesc materialul inainte
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de a veni la curs, iar timpul de curs este dedicat in schimb practicii, discutiilor si altor
activitati de nivel inalt pentru consolidarea Invatarii. Eficacitatea metodei se bazeaza
pe optimizarea timpului petrecut in clasa si a castigat recent popularitate. Comparativ
cu lectiile traditionale, aceasta incurajeaza elevii sd dezvolte niveluri cognitive mai
ridicate, in special ,nivelurile cognitive superioare ale taxonomiei, unde are loc
aplicarea cuno stintelor si dezvoltarea abilitdtilor” [Ibidem, p. 76]. Conform
taxonomiei lui Bloom, aceste niveluri superioare includ aplicarea, analiza, evaluarea
si crearea, adica utilizarea cunostintelor pentru a rezolva probleme mai complexe.
Aceastd metoda are si provocari, cum ar fi faptul ca elevii incepatori au dificultéti in
intelegerea materialului din clasa inversata si nu este ideald deoarece nu au
oportunitatea de a cere clarificari in timp real. In plus, nu este foarte practica,
deoarece necesitd multa planificare din partea profesorului .

Dual-Modal Input. Informatiile audio-vizuale sunt extrem de importante si
eficiente pentru invatarea si retinerea vocabularului. Cercetdtorii Chun si Plass,
Ramezanali si Faez si altii au demonstrat potentialul inputului multimedia in
invitarea vocabularului. In conformitate cu teoria cognitiva a invatarii multimedia,
integrarea inputului verbal si vizual este mai eficientd decat utilizarea exclusiva a
inputului verbal sau vizual.

Teoria se bazeaza pe trei ipoteze fundamentale despre modul in care oamenii
proceseaza informatiile:

1. Ipoteza canalului dual: Oamenii au canale separate pentru procesarea
informatiilor vizuale si auditive, cum ar fi un canal pentru cuvintele rostite si un canal
pentru imagini. Acest lucru este in concordanta cu teoria codarii duale a lui Paivio,

2. Ipoteza capacitatii limitate: Oamenii au o capacitate limitata de a procesa
si retine informatii in orice moment.

3. Ipoteza procesdrii active: Pentru a invata, trebuie sa fii implicat activ In
procesele cognitive; nu este suficient sa primesti informatii in mod pasiv [4, p. 214].

Pentru a Tmbunatati invatarea vocabularului, diverse studii indicd foarte
frecvent utilizarea audio + animatie + subtitrari, de obicei legate de stimularea
canalelor vizuale si auditive. Acest lucru permite crearea de reprezentdri multiple ale
cunostintelor si integrarea acestora in memoria pe termen lung. De asemenea, ajuta
la mentinerea atentiei elevilor facilitand procesarea profunda a informatiilor.

Modul text + imagine este, de asemenea, util si reduce riscul de supraincarcare
cognitiva in comparatie cu modul audio. Modul audio + animatie, de exemplu, le
permite elevilor sd construiasca reprezentdri multimedia ale vocabularului si sa le
integreze in memoria lor. Animatiile, fiind vii si captivante, cresc interesul pentru
materialul de studiu. In cele din urmi, modul audio+ subtitriri faciliteaza
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intelegerea si extragerea informatiilor cheie, datoritd suportului vizual oferit de
subtitrari.

Integrarea Inteligentei Artificiale in domeniul educatiei genereaza un interes
tot mai mare oferind noi oportunitati pentru a incuraja creativitatea si personalizarea
in invatarii lingvistice. Ea a demonstrat capacitatea de a genera texte lingvistice
originale si chiar de a imita stilul unor autori umani celebri. Datorita progreselor
recente In modelele lingvistice bazate pe retele neuronale, algoritmii de inteligenta
artificiald sunt capabili sa produca poezii, povesti, articole si multe altele, care adesea
surprind prin calitatea si originalitatea lor. Aceasta capacitate de a genera un limbaj
asemandtor celui uman deschide noi posibilitati pentru exprimarea si comunicarea
creativa. Aplicatiile practice ale inteligentei artificiale (IA) in creativitatea lingvistica
sunt numeroase si variate. De exemplu, algoritmii de generare de text pot fi utilizati
pentru productia automata de continut multimedia, pentru crearea de asistenti virtuali
cu capacitati conversationale avansate si chiar pentru procesarea limbajului natural
in domeniul artistic. In plus, IA poate fi utilizatd pentru a asista in procesul creativ
de scriere a unui text, oferind sugestii, inspiratie si feedback. Retelele neuronale
artificiale, In special modelele lingvistice bazate pe instrumente, cum ar fi GPT
(Generative Pre-trained Transformer), s-au dovedit incredibil de capabile sa
genereze texte creative. Aceste modele sunt antrenate pe cantitati masive de text,
invatand modelele statistice si structurile lingvistice prezente in datele de
antrenament. Acest lucru le permite s producd texte coerente si persuasive intr-o
gama larga de stiluri si subiecte [3, p. 45].

Unul dintre principalele avantaje ale inteligentei artificiale este capacitatea sa
de a personaliza invatarea in functie de nevoile individuale ale fiecarui elev.
Sistemele bazate pe inteligenta artificiald pot analiza punctele forte si punctele slabe
si pot crea trasee de invatare personalizate. De asemenea, pot crea experiente de
invatare imersive, medii virtuale care simuleazd conversatii si situatii din viata reala,
creand conditiile pentru exersarea abilitdtilor lingvistice intr-un mediu sigur si
antrenant. Datorita inteligentei artificiale, putem beneficia de tutori virtuali capabili
sa ne ghideze prin conversatii simulate, jocuri de rol si activitdti interactive, folosind
sisteme capabile sa recunoascd vocea, sa raspunda in timp real si chiar sd evalueze
pronuntia si gramatica, oferind feedback imediat si personalizat. In plus, inteligenta
artificiald poate analiza cantitdti uriase de date lingvistice pentru a identifica modele
si tendinte, ajutand elevii sa inteleaga mai bine modul in care limbile sunt folosite in
lumea reala si cum pot fi combinate diferite expresii. Aceastd abordare bazata pe date
ne permite sa credm experiente de Invatare mai bogate, mai contextualizate si mai
inovatoare printr-o abordare ludica. Aceste contexte comunicative incurajeaza
productia de limbayj, atat orala, cat si scrisa, si stimuleaza creativitatea lingvistica.
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Avantajele utilizarii chatbotilor conversationali pentru exersarea limbii sunt
semnificative. In primul rand, acestia ofera utilizatorilor un mediu pentru a exersa
vorbirea i scrierea fara presiune si fara frica de judecata sau jena. Pot corecta erori,
pot sugera modalititi mai bune de exprimare si chiar pot gestiona subiecte complexe,
facand practica mai captivantd si mai putin intimidantd. Existd chatboti bazati pe
inteligenta artificiala care spun povesti si se angajeaza in dialog cu utilizatorii,
permitandu-le sd exerseze limba intr-un context narativ sau sa isi foloseasca
imaginatia si creativitatea pentru a-si imagina contexte noi. Utilizatorii pot
interactiona cu personajele, pot cere clarificari si pot invdta vocabular nou in mod
natural. Printre exemple se numara ELSA Speak and SayHi, Replika si ChatGPT,
care pot crea conversatii cu vorbitori nativi in timp real; software de recunoastere
vocald, cum ar fi Dragon NaturallySpeaking si Google Speech-to-Text, care pot
oferi, de asemenea, un sprijin valoros pentru imbundtatirea pronuntiei si a ascultarii;
si italki, o platforma online pentru conversatii in timp real. Inteligenta artificiald, prin
recunoasterea vorbirii, poate analiza pronuntia elevilor in timp real, comparand-o cu
cea a vorbitorilor nativi si oferind sugestii de imbunététire si feedback. Datoritd
aplicatiilor care oferd traducere si subtitrari in timp real, este posibil sa vizionezi
videoclipuri intr-o limba straina cu subtitrari generate de inteligenta artificiald, ceea
ce poate ajuta la o mai bund Intelegere a contextului si pronuntiei cuvintelor.
Instrumentele de traducere includ Google Translate si DeepL Translate, care ofera
traduceri precise si naturale; Aivia poate traduce audio si subtitrdri In timp real prin
tehnologii de recunoastere vocald si traducere automata. Alte instrumente includ:
Memrise, care foloseste jocuri si fise pentru a invata cuvinte noi si a construi
propozitii; Copilot, un asistent virtual integrat in sistemele de operare actuale si
diverse aplicatii, care foloseste inteligenta artificiald generativd pentru a sprijini
utilizatorul; Kahoot!, care permite crearea de jocuri personalizate pentru invatare
distractiva; Preply, care oferd rapoarte detaliate despre progresul elevilor, folosind
activitati, instrumente si continut captivant pentru a stimula invatarea; GoStudent
VR, care ofera o experienta captivantd de invdtare a limbilor strdine prin medii
virtuale care imita locuri reale; Duolingo si Babbel, care personalizeaza invatarea si
creeaza experiente de invatare captivante si motivante.

Inteligenta artificiala (IA) poate crea povesti interactive In care utilizatorii
trebuie sa faca alegeri sau sa raspunda la intrebari pentru a progresa in poveste sau
sd creeze atit imagini, cat si text, sd reinventeze povestile si, pe scurt, sa combine
diferite elemente ale limbii ca piesele unui puzzle. Acest tip de invatare bazatd pe
jocuri incurajeaza imersiunea lingvistica si gandirea critica.

Instrumente precum Scratch permit integrarea IA in crearea de povesti digitale,
oferind cai de invatare captivante.
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Invitarea creativa a limbilor striine cu ajutorul IA deschide usa citre o lume a
posibilitatilor, unde tehnologia nu este doar un instrument de invdtare, ci un
companion de cdlatorie pentru a descoperi noi culturi in legiturd cu oameni din
intreaga lume [6, p. 234].

In ciuda progreselor semnificative, utilizarea inteligentei artificiale prezinta,
de asemenea, o serie de provocari si limitari in domeniul lingvisticii si nu numai.
Una dintre principalele provocari este producerea de elemente scrise si orale
caracterizate prin originalitate, profunzime emotionald si Intelegere conceptuala, si
nu doar prin imitarea exemplelor furnizate in datele de antrenament, care uneori
contin prejudeciti ce genereaza continut discriminatoriu sau ofensator. In plus, exista
riscul ca TA sa produca texte incoerente sau lipsite de sens, lipsite de intelegerea
intuitivd a lumii si a experientelor umane care caracterizeaza creativitatea lingvistica
umand. Lipsa de constientizare si intentionalitate. Inteligenta Artificiala nu intelege
intotdeauna ambiguitdtile vocabularului, nuantele lingvistice, comunicarea
nonverbala si trasaturile suprasegmentale ale unei limbi.

Implementarea asistentilor educationali virtuali reprezintd o oportunitate
semnificativa de a imbunatati experienta de invatare pentru profesori. Printre acestea
se numara reducerea volumului de munca: sarcinile repetitive, cum ar fi raspunsul la
intrebari recurente sau oferirea de feedback de baza la teme, pot fi gestionate de
asistentii virtuali, eliberand profesorii sd se concentreze asupra sarcinilor mai
complexe. Asistentii educationali pot, de asemenea, colecta date detaliate despre
progresul elevilor si pot monitoriza aceste date, oferind instrumente utile pentru o
analiza aprofundatd a performantei, identificand punctele forte si punctele slabe ale
fiecarui elev. In cele din urma, aceste instrumente pot fi utilizate pentru a suplimenta
predarea traditionala prin furnizarea de activitdti de consolidare sau practici
personalizate care imbogatesc munca in clasa si, de asemenea, ajuta la reinnoirea
atentiei 1n timpul lectiilor.

Privind spre viitor, inteligenta artificiald (IA) este menita sd joace un rol din ce
in ce mai central in educatia lingvistica. Odata cu evolutiile tehnologice
suplimentare, instrumentele bazate pe IA vor deveni si mai sofisticate, facand
invatarea limbilor strdine mai accesibila, personalizata si eficienta.

> Inovatii tehnologice: Vom continua sa vedem imbunatatiri ale IA care vor
face instrumentele de Invatare a limbilor straine si mai eficiente.

> Integrare mai larga: IA va fi probabil adoptata pe scara mai larga in salile
de clasa traditionale si online.

> Concentrare pe umanizare: Dezvoltatorii de IA lucreaza pentru a face
tehnologiile lor mai ,,umane”, integrand intelegerea emotionala si sociala [5, p. 95].
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Inteligenta Artificiala a avut deja un impact semnificativ asupra invatarii
limbilor straine, iar acest impact este asteptat sa creasca in timp. Cu masurile de
precautie corecte si o implementare atentd, IA nu numai ca poate imbunatiti eficienta
educatiei lingvistice, dar o poate face si mai echitabild si accesibila la nivel global.

In concluzie, integrarea inteligentei artificiale in invitarea limbilor striine nu

eficienta si eficacitatea, dar pune si sub semnul intrebarii abordarea traditionala a
predarii, punand bazele unui model educational mai dinamic si centrat pe elev.
Aceastd teza a demonstrat cd sinergia dintre inovatia tehnologicad si metodologiile
pedagogice consolidate poate contribui la o invatare a limbilor strdine din ce in ce
mai eficienta si mai captivanta.
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Abstract: The development of modern society and the global challenges facing
humanity require a rethinking of communication processes, interaction processes, and the
achievement of effective solutions. In this context, intercultural communication plays a
leading role, which in turn is defined as systematic interaction between individuals or groups
representing different cultural systems, the ability to communicate effectively and
appropriately with representatives of other cultures, and interpret and respond to
communicative situations involving subjects from different linguistic and cultural systems.
One of the components of communicative competence is its connection with discursive
competence, which in turn serves as a connecting element in the process of constructing,
understanding, and interpreting discourses (texts, statements) within the context of specific
speech activities and communicative tasks.

Discursive competence and intercultural communicative competence are closely
related and complementary in the education system, particularly in foreign language
teaching and preparation for intercultural interaction. If an educational program aims to
successfully develop intercultural communication among students, it cannot ignore
discursive competence-the ability to construct and understand discourses and adapt to
different discursive models. Contemporary research confirms that technologies such as
online interaction and videoconferencing, personal experience, reflection, and active forms
of learning (projects, telecommunications) contribute to the effective use of both
competencies in the educational process.

Keywords: intercultural communicative competence, discursive competence,
communication.

Rezumat: Dezvoltarea societdtii contemporane si provocdrile globale cu care se
confruntd umanitatea impun o reconfigurare a proceselor de comunicare si de interactiune,
precum si identificarea unor solutii eficiente. In acest context, comunicarea interculturald
dobandeste un rol central, fiind definitd ca interactiune sistematicd intre indivizi sau grupuri
care apartin unor sisteme culturale diferite, precum si ca abilitatea de a comunica eficient si
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adecvat cu reprezentanti ai altor culturi, de a interpreta si de a raspunde situatiilor
comunicative ce implica participanti proveniti din sisteme lingvistice si culturale diverse.

Una dintre componentele fundamentale ale competentei comunicative este
competenta discursiva, care functioneaza ca element de legitura in procesele de construire,
intelegere si interpretare a discursurilor (texte si enunturi), in cadrul unor activitati de vorbire
si sarcini comunicative specifice. Competenta discursivd si competenta comunicativa
interculturala sunt strans intercorelate si complementare in cadrul sistemului educational, in
special in domeniul predadrii limbilor strdine si al pregatirii pentru interactiunea
interculturala. Un program educational orientat spre dezvoltarea eficientd a comunicarii
interculturale nu poate ignora competenta discursiva, inteleasa ca abilitatea de a construi si
de a intelege discursuri si de a se adapta la modele discursive diverse. Cercetérile
contemporane confirmd faptul ca utilizarea tehnologiilor educationale digitale, precum
interactiunea online si videoconferintele, aldturi de experienta personald, reflectie si formele
active de Invatare (proiecte, activitati bazate pe telecomunicatii), contribuie semnificativ la
valorificarea eficienta a ambelor tipuri de competente in procesul educational.

Cuvinte-cheie: competentd comunicativd interculturald, competentd discursiva,
comunicare.

The development of modern globalized society has led to intercultural
interaction becoming a permanent feature of professional, academic, and social
communication. In the context of intensive migration, international educational
programs, and digital forms of learning, the ability to interact effectively with
representatives of other cultures has become a key aspect of successful socialization.
Therefore, issues related to the formation of discursive and intercultural
competencies occupy a central place in contemporary humanities and pedagogical
research. This work emphasizes that the development of these competencies is
impossible without a deep understanding of the peculiarities of communicative and
cultural behavior, as well as without the ability to adapt one's own statements and
thoughts to the norms and rules of another culture.

Contemporary research in teaching methodology shows that intercultural
competence is viewed as the result of a long and multi-layered process of
socialisation, which encompasses the intellectual, emotional and behavioural
development of the individual. According to M. Byram's concept (Byram, 1997),
intercultural competence encompasses knowledge of cultural systems, the ability to
critically reflect on culture, the capacity to interpret and compare phenomena, and
the skills to interact effectively with representatives of other cultures.

Michael Byram's model of intercultural communicative competence (ICC)
includes four key components: knowledge (savoirs), skills (savoir-faire), attitudes
(savoir-étre), and critical cultural awareness. All key components of this theory are
reflected in the following picture. Knowledge creates a cognitive basis for
understanding the differences and similarities between cultures. Without this, a
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person is unable to correctly interpret communicative situations. Skills allow a
person to adequately ‘translate’ elements of one culture into the concepts of another,
ensuring mutual understanding. Attitudes determine a person's willingness to engage
in intercultural communication spontaneously, accepting the other partner as an
equal. Critical cultural awareness enables a person to reject blind acceptance of
cultural norms, leading to the formation of their own meaningfulness, to define and
take their position in intercultural dialogue.

The scholar emphasises that the formation of intercultural competence occurs
not only through the study of foreign languages, but also through extensive
experience of intercultural communication, which allows a person to understand the
behavioural characteristics of others and recognise their own cultural limitations.
This highlights the importance of the reflective aspect of this competence.

The concept of cultural otherness plays a key role in intercultural
communication. It describes how a culture or social group forms an image of the
“Other” - someone who is different from them, who is ‘on the other side’ of cultural
boundaries. By contrasting themselves with this “Other”, people affirm and
highlight their own identity and distinctive features, which are decisive factors in
communication.

French scholar Simone de Beauvoir was one of the first to propose the modern
systematic use of this term. In her work “The Second Sex” (1949), she analyses the
process of creating the image of the “Other” using the example of the position of
women in a patriarchal society, where men are seen as the “Absolute” and women
are defined as their opposite. An opposition is created between the Self and the Other,
where communicative differences are starkly demonstrated.

Nowadays, the term “Otherness” is actively used to study racial differences,
gender and sexual norms, national self-identification, media representations, and
religious differences. In the field of intercultural communication, this concept
occupies a key place: it describes the perception of another person or social group as
something different, alien, outside the usual framework and belonging to a ‘different
world.” The concept of otherness allows us to understand how representatives of
different cultures evaluate each other and what psychological and social mechanisms
can lead to misunderstanding, tension or, conversely, productive and harmonious
interaction.

From this, we can conclude that the concept of otherness allows us to gain a
deeper understanding of the nature of cultural barriers that arise between
representatives of different nations. This concept helps us understand why
misunderstandings often arise in intercultural communication, why people may
avoid interacting with those who are different from them, and why ethnocentric
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perceptions arise, in which one's own culture is perceived as central and other
cultures as secondary. Very often, when we encounter another person who is “too
different” from us, we tend to misinterpret their behavior, perceive their actions as
inappropriate or offensive, and, as a result, exclude such individuals from the
communicative space.

It can be concluded that this concept enables us to understand the phenomenon
of “The Other” not only as a bearer of a different culture, but also as a subject whose
norms, values, and communication strategies may differ radically from those to
which we are accustomed. As noted by Zander, Butler, and Mockaitis (2018), the
perception of cultural difference influences the communication process at the level
of expectations and interpretations, forming patterns of perception of the interlocutor
that can contribute either to mutual understanding or to the emergence of conflicts.
In other words, recognition of cultural differences is not only a theoretical concept
but also a practical condition for successful interaction.

Discursive competence in this context serves as a mechanism that enables a
person to express their thoughts accurately and effectively in an intercultural setting.
It implies mastery of the genre, as well as pragmatic and strategic organization of
speech. Research by Ryshina-Pankova (2018) demonstrates that successful
intercultural communication relies on a set of discursive strategies, including
clarification, reformulation, renegotiation of meaning, the use of polite strategies to
mitigate disagreements, and confirmation of understanding. These strategies enable
speakers from different cultures to structure their communication in a way that
minimizes misunderstandings arising from differences in discursive models.

Contemporary research emphasises that the development of discursive
competence contributes to an increase in the level of intercultural readiness for
interaction. For example, in the tele-collaborative projects studied by Gutiérrez-
Santiuste and Ritacco Real (2023), learners encounter real-life intercultural
communication situations where they need to adapt their speech behaviour
depending on their partner's response. Such projects create a learning environment
that simulates real communication challenges, allowing students to master the skills
of discursive adaptation in intercultural situations.

Ukrainian studies also emphasise the key role of discursive competence in the
structure of intercultural education. Thus, N. V. Gorobchenko (2020) considers
discursive competence to be an important component of foreign language
communicative competence, associated with the ability to construct one's own
discourse in accordance with the goals, tasks and conditions of communication in an
intercultural context.
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The works of O. Gladka (2021) and T. Maslova emphasise that the formation
of discursive competence should be based on the analysis of authentic texts, the
mastery of various genres of discourse, and the modelling of professionally oriented
communication situations, which contribute to the understanding of culturally
specific communication strategies.

This approach enables students to recognize elements of discourse that are
shaped by cultural norms and values, and to adjust their own speech behavior in
intercultural interactions.

An important aspect is the use of comparative analysis, a method that allows
us to identify differences in argumentation structures, models of politeness, and ways
of expressing one's position. For example, in some cultures, directness is considered
the norm for interaction, while in others, indirectness, softening, and implicit forms
of expressing one's intentions are preferred. O. Ilie (2019) points out that
misunderstandings of differences in pragmatics and discursive norms can lead to
communication conflicts, even in situations of friendly interaction. Therefore, the
training of future specialists in intercultural communication should include an
analysis of typical communication errors arising from cultural differences.

The impact of digitalisation on the development of intercultural and discursive
competences deserves special attention. Modern online platforms create conditions
for frequent and diverse contacts between representatives of different cultures.
According to H. Xu (2025) notes that digital communication poses new demands on
discursive strategies, including the need to interpret non-verbally limited texts, the
ability to read the context of a message, and the capacity to account for cultural
differences in online behavioral norms. These features require the expansion of
traditional teaching methods to include the analysis of digital discourse, online
dialogues, comments, and video conferences.

Thus, the formation of discursive and intercultural competences is a complex,
multi-level process. An effective educational model should include a cognitive
component (knowledge of cultures and languages), an operational component
(discursive strategies), and a reflective component (understanding the cultural
conditioning of behaviour). As analysis of Ukrainian and foreign studies shows, the
most effective methods are those that integrate real intercultural experience, project
work, telecollaboration, the study of authentic texts, and the development of critical
discourse analysis skills. Only such a holistic model can ensure the successful
development of students' ability to communicate effectively across cultures.
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Abstract: Recent advances in technology, pedagogy, and applied linguistics have
transformed traditional approaches to language assessment and feedback. This article
explores innovative ideas that aim to make language evaluation more dynamic, learner-
centered, and authentic. It examines emerging methods such as adaptive computer-based
testing, multimodal assessment, and the use of artificial intelligence to provide personalized,
real-time feedback. The integration of formative and summative assessment practices is also
discussed, emphasizing continuous feedback loops that support language development
rather than merely measuring proficiency. Additionally, the article highlights the role of
learner autonomy, peer feedback, and digital portfolios in promoting reflective learning and
engagement. By synthesizing recent research and classroom innovations, this paper proposes
a framework for reimagining language assessment as an ongoing, interactive process that
empowers learners and enhances linguistic competence in diverse educational contexts.

Keywords: Language Assessment Innovation, Formative Feedback, Technology-
Enhanced Assessment, Learner-Centered Evaluation, Artificial Intelligence in Language
Learning.
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Rezumat: Progresele recente In tehnologie, pedagogie si lingvisticd aplicatd au
transformat abordarile traditionale ale evaluarii si feedback-ului in domeniul limbilor. Acest
articol exploreaza idei inovatoare care urmaresc sa faca evaluarea limbilor mai dinamica,
centrata pe cursant i autentica. Sunt examinate metode emergente, precum testarea adaptiva
asistata de calculator, evaluarea multimodald si utilizarea inteligentei artificiale pentru a
oferi feedback personalizat, in timp real. De asemenea, se discutd integrarea practicilor de
evaluare formativa si sumativa, subliniind importanta buclelor continue de feedback care
sustin dezvoltarea limbajului, in loc si se limiteze la masurarea competentei. in plus,
articolul evidentiazd rolul autonomiei cursantului, al feedback-ului intre colegi si al
portofoliilor digitale In promovarea Invatarii reflexive si a implicarii active. Prin sinteza
cercetarilor recente si a inovatiilor din salile de clasa, aceastad lucrare propune un cadru
pentru reimaginarea evaluarii limbilor ca proces continuu si interactiv, care Imputerniceste
cursantii si sporeste competenta lingvistica In contexte educationale diverse.

Cuvinte cheie: inovatie, feedback formativ, evaluare asistati de tehnologie,
evaluare centrata pe student, inteligenta artificial

Introduction

Language assessment has long been shaped by high-stakes, standardized
instruments intended to yield reliable measures of proficiency at specific points in
time. While such assessments remain essential for purposes of certification and
accountability, their limitations in fostering and informing learning have become
increasingly evident. Recent developments in both scholarship and technology have
catalyzed a paradigm shift toward a more dynamic and learner-centered conception
of assessment—one that views evaluation as a continuous process providing timely,
actionable insights to learners and educators alike. This approach emphasizes the
generation of authentic evidence of communicative competence across diverse
contexts rather than static snapshots of ability. The present paper synthesizes
contemporary advances in technology, pedagogy, and applied linguistics that enable
this reconceptualization—focusing in particular on adaptive testing, multimodal and
performance-based assessment, and Al-mediated feedback—and proposes a
practical framework for reimagining language assessment across formal and
informal educational settings.

Theoretical and Practical Rationale for Reimagining Assessment

Two overarching developments underpin the need to reconceptualize
assessment design. The first concerns shifts in pedagogical theory, particularly the
growing influence of constructivist, sociocultural, and communicative approaches to
language learning. These paradigms foreground learning as a socially situated,
interactional process and prioritize communicative competence over the mastery of
discrete, decontextualized skills. Research on formative assessment further
underscores the value of targeted, ongoing feedback and learner self-monitoring,
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which have been shown to promote significant learning gains and increased
engagement [3, p. 25].

The second development involves the rapid advancement of digital
technologies—from computerized adaptive testing (CAT) to multimodal authoring
platforms and artificial intelligence (Al)—driven systems—which have made new
forms of assessment feasible and scalable. Such technologies afford opportunities
for personalization, multimodal task design (e.g., integrating speech, text, and
video), and near-real-time feedback, thereby aligning assessment more closely with
pedagogical intent and learners’ communicative objectives. When implemented
judiciously, these innovations can strengthen both measurement validity and
formative support. However, they also raise critical questions regarding ethics,
fairness, and equity that must be addressed through thoughtful policy and practice.

Taken together, these theoretical and technological developments call for a
coherent framework that integrates assessment, pedagogy, and technology in
mutually reinforcing ways. Such a framework must move beyond the dichotomy of
summative versus formative assessment to encompass a continuum of practices that
capture learning-in-progress while maintaining rigor and validity. Central to this
reimagined model is the alignment of assessment design with principles of
authenticity, adaptivity, and learner agency—ensuring that assessment not only
measures communicative competence but actively contributes to its development.
The following section outlines a conceptual and practical framework that
operationalizes these principles, illustrating how adaptive technologies, multimodal
tasks, and Al-mediated feedback can be leveraged to create more equitable,
responsive, and pedagogically meaningful forms of language assessment.

Computerized adaptive testing (CAT) employs item response theory (IRT)
algorithms to dynamically select test items that correspond to a learner’s estimated
proficiency level. This adaptive mechanism enhances measurement efficiency by
delivering shorter assessments without compromising reliability or accuracy. Recent
applications in language assessment—including large-scale national initiatives and
institutional implementations—highlight CAT’s capacity to reduce testing duration
while preserving score precision [2, p. 136]. Moreover, adaptive testing
environments offer expanded possibilities for diagnostic insight by targeting the
learner’s ability range and revealing consistent patterns of strength and weakness.

Despite these advantages, CAT systems were originally conceived for
summative evaluation rather than formative use. When reoriented toward learning
support, careful design is required to ensure that adaptive mechanisms facilitate
pedagogically meaningful interactions. For instance, item-selection algorithms can
be modified to incorporate scaffolding sequences, provide immediate explanatory
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feedback, or generate branching remedial pathways—features consistent with
formative assessment principles. Emerging research on hybrid CAT models that
embed formative elements demonstrates encouraging results for both measurement
accuracy and learning outcomes. Nonetheless, further controlled investigations are
necessary to determine the magnitude of these effects within authentic classroom
settings.

Recent advances in artificial intelligence—particularly in natural language
processing (NLP) and machine learning—have significantly expanded the capacity
to automate scoring and feedback for productive language skills such as writing and
speaking. Established systems like ETS’s e-rater have long provided automated
scoring and analytic feedback for written performance. However, newer Al
technologies, including large language models (LLMs) and other generative systems,
now enable more sophisticated feedback generation, simulation of learner output,
and even interactive conversational practice for oral communication.

The potential advantages of such systems are considerable: they offer
scalability, rapid feedback turnaround, and opportunities for personalized feedback
targeting specific linguistic or discourse-level features. Emerging empirical research
(2024-2025) has begun to investigate the pedagogical impact of Al-mediated
feedback, revealing mixed but generally promising outcomes, particularly when Al
tools are integrated with teacher mediation [1, p. 53]. Nevertheless, notable
limitations persist. Al systems can misclassify learner errors, produce explanations
that appear credible but are inaccurate, and exhibit biases derived from training data
that disadvantage certain language varieties or rhetorical conventions.

In addition, the widespread accessibility of generative Al raises immediate
concerns for academic integrity, assessment design, and the interpretation of learner
performance. In response, many institutions are revisiting assessment policies and
integrity frameworks rather than relying solely on unreliable Al-detection
mechanisms (e.g., TEQSA guidance; recent policy reports). Consequently, current
best practice conceptualizes Al as an assistive tool that complements rather than
replaces human expertise. Hybrid models—combining automated analytics with
teacher interpretation and human feedback—present the most defensible approach to
ensuring both pedagogical soundness and assessment validity.

Taken together, developments in adaptive testing, multimodal assessment, and
Al-mediated feedback illustrate a clear shift toward more dynamic, data-informed,
and learner-centered approaches to language assessment. Yet realizing the full
potential of these innovations requires an integrative framework that connects
technological capabilities with sound pedagogical and theoretical foundations. Such
a framework must balance precision with authenticity, automation with human
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judgment, and innovation with ethical and equitable practice. The following section
outlines a comprehensive model for reimagining language assessment—one that
situates emerging technologies within a principled pedagogical architecture designed
to support learning, uphold validity, and promote communicative competence across
diverse educational contexts.

Contemporary communication increasingly integrates multiple semiotic
resources-text, speech, image, gesture, and digital interaction—to construct
meaning. Multimodal assessment frameworks acknowledge this reality by
evaluating learners’ communicative competence across diverse modes of expression
and composition [4, p. 29]. Tasks such as digital storytelling, video-based
presentations, and collaborative multimedia projects can elicit complex, integrated
skills that single-modality tests are unable to capture. In doing so, they align
assessment practices with the authentic communicative demands of academic,
professional, and digital environments.

Implementing multimodal assessment, however, requires reconceptualizing
traditional scoring and interpretive frameworks. New rubrics and analytic models are
needed to articulate criteria related to coherence across modes, multimodal rhetorical
strategy, and audience awareness. Recent scholarship has advanced theory-informed
rubrics designed to enhance both the validity and reliability of teacher judgments,
while promoting transparency in evaluative criteria. Digital portfolios complement
these approaches by enabling learners to curate a longitudinal record of multimodal
artifacts-such as audio recordings, video narratives, and annotated texts-that
collectively evidence growth, reflection, and communicative competence over time.

While multimodal and authentic assessment approaches expand the scope of
what can be evaluated, emerging advances in artificial intelligence offer new
possibilities for zow assessment and feedback can be delivered. The integration of
Al-driven analytics and natural language processing tools enables more immediate,
individualized responses to learner performance across modalities. These
developments suggest a shift from static evaluation toward continuous, data-
informed interaction, in which feedback itself becomes an integral part of the
learning process.

A key challenge in language assessment lies in balancing the formative
advantages of continuous feedback with the accountability demands of summative
evaluation. Recent research highlights the value of hybrid assessment architectures,
in which frequent, low-stakes formative tasks inform larger summative judgments
while simultaneously promoting learner development [3, p. 90]. Digital platforms
can facilitate these continuous feedback loops, providing analytics dashboards,
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automated progress reports, and teacher annotations that make learning trajectories
transparent to both students and instructors.

In practice, course design can incorporate aligned task matrices, combining
micro-assessments that deliver targeted formative feedback with performance-based
tasks that accumulate as evidence for summative decisions. E-portfolios are
particularly effective in this context, allowing assessors to triangulate automated
scores, peer evaluations, teacher judgments, and artifacts of authentic work. This
integrated approach not only strengthens validity claims regarding both learning and
proficiency but also foregrounds learner agency, positioning students as active
participants in their own assessment processes.

Learner autonomy is a cornerstone of effective formative assessment: when
students are able to monitor, evaluate, and regulate their own learning, outcomes
tend to be deeper and more enduring. Developing feedback literacy-learners’
capacity to interpret, evaluate, and act on feedback—is especially critical in digital
and Al-enhanced learning environments. Peer feedback represents a pedagogically
powerful and cost-effective approach; meta-analyses and reviews of online peer
review in ESL/EFL contexts indicate improvements in writing performance, critical
thinking, and learner engagement when structured peer evaluation is implemented
[5, p- 25].

Effective peer feedback design requires careful scaffolding. Students benefit
from training in rubric use and commenting protocols, guided exchanges that
prioritize higher-order concerns such as organization and rhetorical strategy
alongside surface-level errors, and integration of peer input with teacher moderation.
Reflection exercises-including learning journals, guided prompts, and portfolio
annotations—help learners translate feedback into actionable revision strategies,
fostering self-regulated learning. Digital platforms can further support these
practices by prompting revisions, tracking responses to feedback, and maintaining
iterative drafts, thereby enhancing both the visibility and utility of the learning
process.

While technological innovations enable more dynamic and personalized
assessment, they also introduce important ethical and equity challenges. Al-driven
systems may replicate demographic or linguistic biases embedded in their training
data, and automated scoring tools can privilege certain language registers while
disadvantaging legitimate alternative varieties. Issues of data privacy, informed
consent, and secure storage of learner artifacts are non-negotiable. Additionally,
disparities in access to advanced technological platforms risk widening existing
inequities in assessment opportunities across institutions.
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Policy measures should emphasize transparency regarding algorithmic design,
rigorous validation of automated scoring systems-particularly when used for high-
stakes decisions-and clear institutional guidelines on acceptable Al use. Professional
development is essential to equip educators with the skills to interpret analytics,
identify misuse, and integrate technology while maintaining pedagogical
responsibility. Recent higher education policy discussions advocate moving beyond
detection-focused integrity approaches toward designing assessments that are
inherently authentic and less susceptible to misuse of generative technologies.

Effective implementation requires sustained institutional investment in
infrastructure, faculty training, and ongoing validation research. Cross-institutional
collaboration can further enhance fairness and validity by supporting shared item
banks, standardized rubrics, and comparative studies, thereby accelerating best
practices while minimizing the influence of local idiosyncrasies.

To strengthen the empirical foundations of dynamic, learner-centered
assessment models, several research priorities warrant attention:

1. Efficacy of Hybrid Systems: Conduct controlled trials comparing courses
that integrate Al-augmented formative feedback with teacher mediation versus
traditional feedback models. Preliminary studies from 2024-2025 show promise but
remain heterogeneous, underscoring the need for larger, more systematic
investigations.

2. Validity and Fairness of Automated Scores: Examine algorithmic
performance across nonnative and diverse language varieties to detect potential
biases and develop mitigation strategies.

3. Design Patterns for Multimodal Rubrics: Investigate rubric reliability
and teacher training protocols in multimodal assessment to establish best practices
for consistent evaluation.

4. Longitudinal Impact of Feedback Literacy: Study whether explicit
training in feedback interpretation fosters sustained self-regulated learning and
transfer across contexts.

5. Policy Responses to Generative Al: Analyze institutional case studies
where assessments are redesigned-such as through secure oral tasks or Al-positive
policies—to evaluate system-level outcomes. Recent regulatory commentary and
institutional reports highlight the rapid evolution of this landscape.

Practical Recommendations for Researchers and Practitioners

1. Prioritize Validity: For adaptive testing, Al scoring, or multimodal tasks,
clearly document intended interpretations and decisions and collect supporting
validity evidence.
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2. Adopt Hybrid Feedback Models: Combine automated, near-real-time
feedback with teacher or peer reflection sessions, using analytics to guide targeted
instructional interventions.

3. Invest in Portfolio Practices: Design e-portfolios with structured prompts
and reflective exercises aligned to assessment criteria, enabling triangulation of
evidence for summative judgments.

4. Train Students and Teachers: Implement feedback literacy programs for
learners and professional development for educators on interpreting Al outputs and
multimodal rubrics.

5. Ensure Governance and Ethics: Develop policies addressing data
privacy, acceptable Al use, and transparency in automated scoring; require vendors
to disclose algorithmic features and validation evidence for high-stakes applications.

This framework conceptualizes language assessment as a continuous,
integrated, learner-centered ecosystem rather than a discrete evaluative event. It rests
on three interrelated dimensions-pedagogical alignment, technological mediation,
and ethical governance-which collectively ensure assessments are educationally
meaningful and socially responsible.

1. Pedagogical Alignment

Assessment should extend rather than separate from teaching and learning,
aligning with communicative, sociocultural, and constructivist principles. Tasks
should reflect the cognitive, linguistic, and pragmatic demands of authentic
communication, allowing learners to demonstrate skills in context. Formative cycles
of feedback, reflection, and goal-setting should be embedded within assessment
routines to promote deep learning and metacognitive growth.

2. Technological Mediation

Technologies such as adaptive testing platforms, multimodal environments,
and Al-driven analytics should enhance personalization, scalability, and immediacy.
Beyond efficiency, technology can provide richer, more contextualized insights into
learner performance. Adaptive algorithms can calibrate task difficulty, multimodal
platforms can capture integrated skill sets, and Al systems can offer real-time,
individualized feedback to support iterative improvement. All technological
interventions must be transparent, interpretable, and pedagogically justified.

3. Ethical Governance and Equity

Dynamic assessment must consider the ethical, social, and policy implications
of technology integration. Concerns include fairness, data privacy, algorithmic bias,
and accessibility. Institutions should implement accountability frameworks
incorporating human oversight, bias auditing, and learner consent mechanisms.

172



Equity must remain central: innovations that benefit some learners should not
marginalize others due to linguistic or technological disparities.

Together, these dimensions provide a principled foundation for designing
adaptive, authentic, and ethically grounded assessment systems. By framing
assessment as a dynamic, evidence-generating process mediated by technology and
anchored in pedagogy, this framework positions language assessment as a tool for
learning rather than a static record of achievement. It invites ongoing collaboration
across applied linguistics, educational technology, and policy research to ensure
innovations align with human development and communicative competence.

Conclusions

Language assessment is at a critical juncture. Advances in adaptive testing,
multimodal assessment, and Al-mediated feedback allow for its reconceptualization
as a continuous, interactive process that empowers learners and mirrors authentic
communication. Realizing this potential requires vigilance regarding validity,
fairness, and pedagogical alignment: Al and automated tools should complement,
not replace, human judgment; multimodal tasks must be supported by reliable
rubrics; and learners must be equipped to act on feedback. Through coordinated
research, policy initiatives, and professional development, dynamic assessment can
evolve from a technological ideal into practical, equitable practice across diverse
educational contexts.
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Abstract: The implementation of communication competency certification in the
Romanian language represents a significant milestone in aligning the educational system
with European language assessment standards. This form of certification provides pre-
university students with the opportunity to achieve the highest score on the baccalaureate
examination and, for the first time, introduces a comprehensive model for the integrated
assessment of receptive and productive skills. The article examines the evaluative dimension
of listening comprehension, highlighting the specific challenges that may arise during the
oral comprehension test. The analysis is based on a reflective and constructive approach to
current educational policies, emphasizing the necessity of systematic and continuous
listening skills development throughout the entire schooling process. The research findings
and conclusions support the view that cultivating listening competence is a fundamental
element in forming proficient speakers capable of communicating effectively and
authentically in Romanian across diverse social, cultural, and academic contexts.

Keywords: listening comprehension, language certification, assessment.

Rezumat: Implementarea certificirii competentelor de comunicare in limba
roméana reprezintad un moment semnificativ in procesul de aliniere a sistemului educational
la standardele europene de evaluare lingvisticd. Aceasta forma de certificare ofera elevilor
din institutiile de invatdmant preuniversitar posibilitatea de a obtine nota maxima la
examenul de bacalaureat si introduce, pentru prima datd, un model complex de evaluare
integratd a competentelor receptive si productive. Articolul examineazd dimensiunea
evaluativd a competentei de intelegere orald, evidentiind dificultatile specifice care pot fi
intalnite in cadrul probei de comprehensiune orald. Analiza se fundamenteaza pe o abordare
reflexiva si constructiva a politicilor educationale actuale, argumentand necesitatea formarii
sistematice si continue a competentei de ascultare pe parcursul intregii scolaritati.
Rezultatele si concluziile cercetarii sustin ideea ca dezvoltarea competentei de ascultare
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constituie un element fundamental in formarea unor vorbitori competenti, capabili sa
comunice eficient si autentic in limba roména, in contexte sociale, culturale si academice
diverse.

Cuvinte-cheie: comprehensiune orald, certificare lingvistica, evaluare.

Introducere

In contextul transformarilor educationale actuale si al diversitatii lingvistice tot
mai accentuate din Republica Moldova, competenta de comunicare in mai multe
limbi reprezintd o conditie esentiald pentru integrarea sociald, academica si
profesionald. In acest cadru plurilingv, dezvoltarea competentelor de comunicare in
limba romand devine un obiectiv strategic al sistemului educational, orientat spre
incluziune, echitate si participare activa. Adoptarea Hotararii Guvernului nr. 476 din
30 iulie 2025 [9] privind certificarea competentelor de comunicare in limba romana
marcheazd un pas important in procesul de modernizare si aliniere a educatiei
lingvistice din Republica Moldova la standardele europene de evaluare. Noul cadru
de certificare, elaborat in conformitate cu descriptorii Cadrului European Comun de
Referintd pentru Limbi (CECRL) [4], instituie un examen complex, structurat pe
patru domenii fundamentale ale competentei lingvistice: ascultare, citire, scriere si
vorbire. Aceasta abordare reprezinta o schimbare de paradigma, oferind un model de
evaluare integrat si echilibrat intre competentele receptive si cele productive, spre
deosebire de formatul traditional, centrat preponderent pe exprimarea scrisa.

Pentru elevii care studiaza limba romana ca limba nematerna, certificarea
competentelor lingvistice oferd oportunitatea de a-si valida cunostintele si abilitatile
intr-un cadru standardizat, echitabil si recunoscut international. In acest proces, rolul
cadrului didactic este esential, constituind o investitie simultand In reusita elevilor
si In consolidarea prestigiului profesional al profesorului de limba roméana, chemat
sd gestioneze eficient dimensiunile formative si evaluative ale invatarii.

Un aspect deosebit de relevant al noii forme de certificare 1l constituie
evaluarea competentei de intelegere orala, componentd adesea subevaluatd in
procesul educational, desi reprezintd baza dezvoltarii tuturor celorlalte competente
lingvistice. Dupd cum remarcd Larry Vandergrift, ,,intelegerea ascultérii se afla in
centrul invatarii limbii, dar este cea mai putin Inteleasd si mai putin cercetata
abilitate” [13, pp. 191-210]. Aceasta perspectiva confirma necesitatea aprofundarii
modului 1n care ascultarea si comprehensiunea orald sunt formate si evaluate in
contextul educational actual.

In vederea investigarii acestei problematici, prezentul articol isi propune s
analizeze particularitatile evaludrii competentei de intelegere orala in cadrul
procesului de certificare lingvistica a elevilor de liceu. Studiul se fundamenteaza pe
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analiza cadrului normativ si conceptual al evaluarii, pe examinarea procesului de
ascultare si comprehensiune, pe identificarea dimensiunilor, provocarilor si
relevantei evaludrii competentei de ascultare, precum si pe explorarea rolului
profesorului de limba roménd in formarea si evaluarea acestei competente in
procesul didactic.

De asemenea, cercetarea integreaza un sondaj aplicat profesorilor de limba
romand, conceput pentru a identifica principalele dificultati intdmpinate in procesul
de formare si evaluare a competentei de ascultare la elevi, in contextul pregatirii
acestora pentru certificarea lingvistica. Prin aceastd abordare, studiul isi propune sa
contribuie la consolidarea fundamentului teoretic si metodologic al evaludrii
competentei de intelegere orald, oferind totodata repere practice pentru optimizarea
procesului de predare-invatare si pentru pregatirea eficienta a elevilor in vederea
certificarii competentelor lingvistice la limba romana ca limba nematerna.

Cadrul normativ si conceptual al evaludrii competentei de intelegere orala

Evaluarea competentei de intelegere orala in cadrul certificarii lingvistice a
elevilor de liceu se fundamenteaza pe un ansamblu normativ si conceptual coerent,
aflat la intersectia reglementarilor nationale si a standardelor internationale de
evaluare a limbilor.

Cadrul national. Baza legislativa este constituitd de Codul educatiei al
Republicii Moldova nr. 152/2014 [3], care stabileste principiile generale privind
formarea competentelor lingvistice si asigurarea calitatii Invatamantului, si de
Hotararea Guvernului nr. 476/2025 [9], care reglementeaza procesul de
certificare a competentelor de comunicare in limba roméina. Actul normativ
mentionat defineste domeniile de evaluare (ascultare, citire, scriere si vorbire),
principiile de organizare a examenului si criteriile de apreciere a performantelor
elevilor.

Conform Regulamentului privind certificarea competentelor (art. 4, pct.
9.1), proba de audiere consta 1n ascultarea unei Inregistrari o singurad datd, urmata
de identificarea raspunsurilor corecte. Acest format pune accentul pe ascultarea
activa, pe intelegerea globala si specificd a mesajului oral si pe capacitatea de
reactie rapida la stimuli auditivi autentici.

Cadrul european. La nivel international, procesul de certificare se aliniaza
Cadrului European Comun de Referinta pentru Limbi (CECRL), care oferd un
sistem unitar de descriere a competentelor lingvistice. Conform CECRL [4, p. 32],
la nivelul B2, nivelul-tinta al invatamantului liceal, elevul trebuie:

® si inteleagd discursuri si prelegeri lungi si sd poatd urmari argumentari
complexe pe teme familiare;
® sd inteleagd majoritatea programelor de stiri si de actualitéti televizate;
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® sa inteleagd majoritatea filmelor in care este folosit un limbaj standard.

Acesti descriptori ofera repere masurabile pentru proiectarea si evaluarea
sarcinilor de ascultare, stabilind criterii clare privind nivelul de complexitate,
gradul de familiaritate al temelor si autenticitatea contextului de comunicare.

Cadrul curricular national. In Republica Moldova, obiectivele de formare a
competentei de ascultare sunt definite prin Curriculumul disciplinar la limba
romana (Ordin MEC nr. 906/2019) [S]. Pentru nivelul liceal, descriptorii relevanti
pentru receptarea mesajelor orale includ:

e Receptarea sensului global al unui discurs oral 1n interactiuni verbale
sau transmisiuni audio-video;

e Recunoasterea informatiilor specifice din mesaje sau discursuri
complexe pe teme de interes personal;

e Ascultarea activa a diferitelor mesaje in situatii reale de comunicare;

e Distingerea sensului principal al unei conversatii cotidiene intre

vorbitori nativi.

Acesti descriptori vizeazd o competentd functionald, orientata spre intelegerea
sensului si participarea activa la schimbul comunicativ.

Anexa nr. 1 a Regulamentului HG nr. 476/2025 defineste descriptorii
specifici nivelului B2 pentru competenta de intelegere orala, care includ:

. identificarea semnificatiei globale a mesajelor audiate, audiovizuale
si multimedia;

. extragerea informatiilor relevante pentru indeplinirea unei sarcini;

. perceperea organizdrii logice a mesajelor si structurilor discursive;

. ascultarea activa a mesajelor de complexitate medie, in comunicarea
directa sau mediata tehnologic;

. manifestarea deschiderii socioculturale fata de varietatea registrelor

si situatiilor de comunicare.

Acesti descriptori extind perspectiva curriculard, introducand dimensiunea
interpretativa si componenta socioculturali a intelegerii orale, ceea ce contribuie
la formarea unei competente comunicative autentice.

Armonizarea cadrului national §i european. O analizda comparativa a
descriptorilor din CECRL, curriculumul liceal si Regulamentul de certificare
aratd, in general, o coerenta conceptuald si functionala intre documente. Toate
vizeaza dezvoltarea capacitatii de a intelege mesaje autentice, de a interpreta
intentiile comunicative si de a utiliza strategii de ascultare adaptate contextului.
Totusi, se pot observa diferente de accent:

. Curriculumul pune accent pe formarea treptati a competentei, in
context didactic si interactiv;
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. CECRL oferd o viziune globala si standardizatd, orientata spre
performanta si autonomie lingvistica,

. Regulamentul de certificare se concentreazd pe mdsurarea
rezultatelor finale, prin sarcini specifice de evaluare standardizata.

Aceste diferente nu reflectd contradictii, ci o complementaritate de abordiri:
curriculumul asigurd procesul de formare, CECRL ofera cadrul de referinta, iar
regulamentul defineste mecanismele de validare a competentei. Intr-un spirit
constructiv, este important ca procesul didactic sd asigure continuitatea dintre
Sformare si evaluare, astfel incét elevii sa perceapa certificarea ca pe o etapa fireasca
de confirmare a competentei dobindite.

In acest context, evaluarea competentei de intelegere orald presupune
implicarea elevilor in activititi comunicative autentice, analiza proceselor de
receptare si aplicarea strategiilor de ascultare activa. Totodata, se mentine necesitatea
consolidarii acestei competente prin resurse audio autentice, prin formarea continua
a cadrelor didactice si prin valorificarea contextului multilingv ca resursd
educationala.

Astfel, certificarea lingvistica B2 oferd un cadru unitar si standardizat de
evaluare a competentelor receptive si productive, asigurand coerenta intre politicile
educationale nationale si cele europene. Ea confirma rolul central al
comprehensiunii orale In comunicarea autentica si sprijind dezvoltarea elevilor ca
vorbitori competenti, capabili sd interactioneze eficient si nuantat Tn limba romana,
in contexte sociale, academice si profesionale variate.

Ascultarea si intelegerea orala: proces si comprehensiune

Receptarea mesajului oral reprezinta una dintre competentele fundamentale ale
comunicarii, indispensabild atat in interactiunile cotidiene, cat si in cele profesionale,
fiind strans legata de producerea mesajului oral. In aceasta perspectiva, cercetitoarea
Platon subliniaza ca ,,fard a subestima necesitatea stapanirii celorlalte competente,
competenta de receptare, respectiv cea de producere orald, sunt cruciale. Evaluarea
acestora nu este decat o confirmare a capacitatii elevului de a interactiona si de a
functiona eficient in viata de zi cu zi, profesionald, sociala si personala” [10, p. 61].
Importanta acestei competente justifica analiza detaliatd a proceselor cognitive
implicate in ascultare si comprehensiune, esentiale pentru intelegerea modului in
care elevul construieste sensul mesajului oral.

Intelegerea orala implica un proces complex de decodare, selectie, anticipare
si interpretare. Elevul nu este un receptor pasiv, ci un participant activ, care identifica
semnalele fonetice, stabileste sensuri contextuale, face inferente si integreaza
informatiile Tn memoria de lucru. Dupa cum subliniaza Buck G. [2, pp. 1-2],
ascultarea nu se reduce la o simpld decodare a sunetelor, ci constituie un proces
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interactiv 1n care ascultitorul construieste sensul pornind de la informatiile auditive
si cunostintele anterioare. Prin urmare, evaluarea acestei competente trebuie sa
reflecte nu doar rezultatul final, ci si mecanismele cognitive care contribuie la
comprehensiune.

Din perspectiva didactica, este esential sa distingem intre ascultare ca proces
cognitiv si Intelegerea orald ca abilitate de comprehensiune. Aceastd distinctie
terminologica si metodologica are implicatii directe asupra proiectarii activitatilor de
predare si evaluare, precum si asupra elabordrii instrumentelor de certificare
lingvistica.

Ascultarea (listening competence) este un proces cognitiv activ, prin care
individul receptioneaza si interpreteaza semnale auditive pentru a construi sensuri,
implicand atentie selectiva, recunoasterea fonemelor, segmentarea propozitiilor si
integrarea informatiilor in contextul situational si cultural [1, pp. 247-249]. Ea
constituie mecanismul de decodare a mesajului, fundamentul comprehensiunii
efective.

Intelegerea orald (listening comprehension) desemneaza capacitatea de a
interpreta si valorifica informatia receptionatd prin ascultare. Aceasta presupune
identificarea ideilor principale si a detaliilor relevante, intelegerea relatiilor logice
dintre informatii si integrarea mesajului in cadrul de cunostinte al elevului [6, pp. 20-
28]. Evaluarea intelegerii orale nu se limiteaza la perceptia auditiva, ci masoara
nivelul de comprehensiune, adica ceea ce elevul intelege efectiv din textul auzit.

Lingvistul Vandergrift L. [13, pp. 191-210] subliniaza, in analiza sa asupra
noilor directii de cercetare privind comprehensiunea auditivd in limbile strdine,
distinctia esentiald dintre ascultarea ca proces cognitiv activ, implicand mecanisme
de decodare, anticipare si integrare a sensului, si intelegerea orald ca produs final
al acestui proces, care reflectd nivelul de comprehensiune si capacitatea de reactie
adecvata la mesajul receptat.

Din perspectiva evaluativa, ascultarea poate fi consideratd o competentd
procesuald, implicdind mecanisme cognitive si perceptive, in timp ce intelegerea
orala reprezinti competenta evaluabila, orientatd spre produs, reflectand gradul de
comprehensiune si capacitatea de a interactiona eficient in situatii reale de
comunicare [8, pp. 188-213]. Aceastd relatie proces-produs poate fi reprezentata
schematic (Fig.1.), evidentiind interdependenta dintre mecanismele cognitive activ
implicate in ascultare si rezultatul evaluabil al intelegerii orale.
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Figura 1. Relatia dintre ascultare si intelegerea orala in procesul comunicativ
(adaptare dupa Goh, 2008; Vandergrift, 2007)

Din perspectiva didactica si evaluativa, se poate observa ca ascultarea implica
o serie de etape interdependente: perceptia sonoria, decodarea lingvistica,
integrarea informatiei, activarea constiintei metacognitive si aplicarea
strategiilor de ascultare. Aceste componente reflectd complexitatea proceselor
interne care permit elevului sa construiasca sensul mesajului auditiv si sd gestioneze
informatia Tn mod activ.

In contrast, intelegerea orali reprezinti manifestarea externi si evaluabili a
acestui proces, concentrandu-se asupra a trei dimensiuni: interpretarea sensului,
reconstruirea mesajului si producerea unui raspuns comunicativ eficient.
Aceastd distinctie subliniaza faptul ca, intelegerea orala este dependentd de
mecanismele cognitive complexe implicate in ascultare, iar evaluarea competentei
se face asupra produsului final, vizibil si masurabil.

In contextul certificarii lingvistice B2, evaluarea competentei de intelegere
orald presupune selectarea de texte autentice in limba romana, stabilirea nivelului de
dificultate adecvat liceenilor, integrarea competentelor in Curriculumul national si
luarea in considerare a contextuiui muitiiingv. Astfel, certificarea B2 nu introduce
principii noi, ci aplicd intr-un cadru standardizat si adaptat contextului national
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principiile internationale de evaluare, combinand aspectele procesuale ale ascultarii
cu cele de produs ale comprehensiunii, oferind o imagine fideld a competentelor reale
ale elevilor. Aceastd perspectivd integratd constituie fundamentul analizei
dimensiunilor, provocarilor si relevantei evaludrii competentei de ascultare in cadrul
certificarii lingvistice B2.

Evaluarea comprehensiunii vorbirii orale: dimensiune, provocari, relevanta

Evaluarea comprehensiunii vorbirii orale in cadrul certificarii lingvistice B2,
conform HG nr. 476/2025 (pct. 9.1 si Anexa 1), presupune ascultarea unei
inregistrari o singurad datd si identificarea raspunsurilor corecte pe baza mesajului
receptionat. Dimensiunea evaluarii integreaza atat procesul, cat si produsul ascultarii
si se concentreazd pe comprehensiunea rezultatd, respectiv identificarea ideilor
principale si a detaliilor relevante, perceperea coerentei si a organizarii logice a
mesajului, precum si integrarea informatiilor din surse multiple.

Proba de intelegere orald genereaza provocari specifice: presiunea cognitiva
de a procesa informatia imediat, necesitatea de concentrare si anticipare, gestionarea
mesajelor complexe sau cu mai multe surse de informatie, aplicarea strategiilor de
comprehensiune globala si selectiva si adaptarea la diversitatea tipurilor de texte
autentice — informative, dialogate, narative, argumentative sau multimedia.
Intelegerea mesajului oral poate fi influentata si de dificultiti fonetice si lexicale,
precum absenta granitelor intre sunete si cuvinte, fonemele necunoscute, accentele
siritmul vorbirii [11, pp. 51-53]. Fara o practica sistematica a ascultarii active, aceste
provocdri pot dezavantaja elevii, chiar si in conditiile unei bune stapaniri a gramaticii
si vocabularului [13, p. 200; 7, pp. 285-310]. Succesul depinde de implicarea activa
a elevului si de mobilizarea atentiei, memoriei si imaginatiei pentru a construi sensul
mesajului. Exersarea sistematica a ascultarii trebuie sa vizeze receptia auditiva,
memoria de scurta duratd, vorbirea interioara si prognozarea sensurilor — precum si
expunerea la limba din surse multiple: vocea profesorului, inregistrari audio,
programe radio si TV [12, pp. 3-7].

Relevanta evaluarii consta in capacitatea acesteia de a reflecta situatii reale de
comunicare i de a masura daca elevii pot utiliza eficient limba 1n contexte autentice.
Testele B2 urmaresc astfel sa ofere o imagine fidela asupra competentei functionale
a elevului, integrand atat aspectele cognitive, cat si cele practice ale comprehensiunii
orale.

Pentru a evidentia modul de manifestare a competentei de intelegere orala
in cadrul certificarii lingvistice B2, Tabelul 1 sintetizeaza descriptorii specifici
(conform Anexei 1 a Regulamentului HG nr. 476/2025), formele de manifestare a
competentei, tipurile de contexte de ascultare si orientarile metodologice
corespunzatoare procesului de formare si evaluare.
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Tabelul 1. Repere metodologice ale evaluarii comprehensiunii orale B2

Descriptor Manifestarea | Contexte de Orientari
competentei ascultare metodologice

Identificarea Elevul trebuie | Stiri radio, Incurajarea
semnificatiei globale | sa surprinda reportaje TV, | ascultarii active
a mesajelor audiate, | ideea centrala, | prezentari, si a sintezei
audiovizuale si tema sau interviuri sau | informatiilor;
multimedia 1n scopul clipuri concentrarea pe
diverse contexte comunicarii, informative | Intrebarea despre
sociocomunicational | fara a se pierde | online. ce este mesajul?
e. in detalii si nu pe fiecare

secundare. cuvant in parte.
Desprinderea unor Elevul trebuie | Dialoguri in | Identificarea
informatii relevante | sa selecteze contexte cuvintelor-cheie,
din mesajele/textele | detaliile functionale si | concentrarea
audiate, in scopul importante cotidiene asupra
indeplinirii unei care permit (ex. elementelor
sarcini de lucru. rezolvarea unei | rezervari, esentiale, filtrarea
sarcini orientarti, detaliilor
concrete, cum | instructiuni), | secundare pentru
ar fi explicatii a facilita
completarea audio, comprehensiunea
unui tabel, anunturi. si realizarea
alegerea sarcinilor
raspunsurilor asociate
corecte sau mesajului.
rezumarea unui
mesaj.
Perceperea Elevul Prezentéri, Organizarea
organizarii logice a recunoaste dezbatersi, logica a
unor mesaje/texte structura naratiuni sau | informatiilor si
audiate. discursului, expuneri recunoasterea
ordinea ideilor, | argumentate. | semnalelor

legaturile intre
fraze si
segmente.

discursului (ex.
,»in primul rand”,
»totusi”, ,.in
concluzie”),
precum si
identificarea
structurilor
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problema—
solutie.

Ascultarea activa a Elevul trebuie | Conversatii | Exersarea
mesajelor, de sa fie telefonice, continui a
complexitate medie, | concentrat,sd | tutoriale, ascultarii cu o
in comunicarea proceseze interviuri singura audiere,
directd sau mesajul in video, prognozarea
intermediata de timp real si s3 | conferinte continutului si
suporturi tehnice. aplice strategii | scurte. mentinerea

de intelegere atentiei asupra

globala si ideilor principale.

selectiva.
Manifestarea Elevul Mesaje Dezvoltarea
deschiderii recunoaste interculturale | sensibilitatii
socioculturale pentru | diferentele , dialoguri culturale,
receptarea mesajelor | culturale si informale, interpretarea
orale in varii adaptdarile materiale intentiei
interactiuni verbale. | lingvistice audio din vorbitorului si

intre registre contexte recunoasterea

formale, sociale variatiilor de stil

informale, diverse. si ton.

academice sau

mediile

multimedia.

Analiza descriptorilor evidentiaza faptul ca evaluarea comprehensiunii orale
presupune implicarea activa a elevului in procese de selectie, interpretare si reflectie
asupra sensului. Aplicarea acestor repere metodologice depinde esential de rolul
profesorului, care actioneaza ca mediator intre cerintele evaluarii si formarea
competentei reale de ascultare si intelegere. In ansamblu, descriptorii contureazi
dimensiunile, provocdrile si relevanta evaluarii competentei de intelegere orala,
subliniind necesitatea unei abordari integrate, In care ascultarea activa este conceputa
ca proces cognitiv, comprehensiunea ca produs, iar capacitatea elevului de a
reactiona eficient devine indicatorul performantei comunicative autentice.

Rolul profesorului in dezvoltarea si evaluarea competentei de intelegere orala
in procesul didactic

Profesorul de Limba si literatura roméana joacd un rol central in orientarea
elevilor catre certificarea competentelor lingvistice, actionand ca mediator Intre
cerintele evaluarii standardizate si practicile pedagogice din clasa. Succesul evaluarii
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depinde de interventia activa a profesorului, care modeleaza procesul de invatare si
dezvolta strategii eficiente de ascultare activa si comprehensiune orala.

Analiza raspunsurilor cadrelor didactice relevd un tablou preocupant al
nivelului de pregatire al elevilor pentru proba de ascultare unicd. Majoritatea
profesorilor semnaleaza ca elevii intampind dificultdti semnificative in captarea
mesajului dintr-o singurd audiere, pierzand informatii esentiale si neputand urmari
firul logic al textului. Aceasta problema este accentuata in cazul materialelor cu ritm
rapid sau cu accente si intonatii diferite de cele cu care elevii sunt obisnuiti.
Vocabularul necunoscut, structurile complexe si lipsa experientei in gestionarea
mesajelor autentice contribuie la dificultatea intelegerii globale si selective. O parte
dintre elevi manifestd blocaje in procesarea informatiei in timp real si se pierd in
detalii irelevante, ceea ce afecteazd capacitatea de a raspunde corect la sarcinile de
evaluare.

Un studiu de caz desfasurat pe un esantion de 20 de profesori din diferite
regiuni ale tarii a confirmat aceste dificultati si a identificat principalele provocari:
ritmul rapid al vorbirii, vocabularul necunoscut, structurile complexe si dificultatea
de a retine si selecta informatiile esentiale dintr-o singurd audiere. In baza acestor
observatii, s-au conturat nevoile cadrelor didactice si oportunitatile de interventie
pedagogica.

Recomandari pentru profesori, rezultate din studiul de caz:

= TIncurajarea ascultarii active si a prognozirii sensului inainte si in timpul
auditiei.

= Selectarea de materiale autentice si variate (interviuri, reportaje, dialoguri
literare, materiale audio didactice), adaptate nivelului elevilor.

= Crearea de exercitii structurate care sd dezvolte comprehensiunea globala,
selectiva si detaliatd a mesajului.

» Instruirea elevilor in utilizarea strategiilor de memorie, prin identificarea
cuvintelor-cheie si a relatiilor logice din text, care sprijind dezvoltarea
capacitatii de comprehensiune si a proceselor cognitive implicate in
intelegerea orala si scrisa.

*= Promovarea feedback-ului constructiv si a discutiilor post-auditie pentru
clarificarea mesajelor complexe.

= Facilitarea schimbului de bune practici intre cadre didactice si utilizarea
resurselor autentice Tn mod sistematic.

= Asigurarea accesului la materiale audio variate si autentice, care sa reflecte
diversitatea limbii vorbite si sa familiarizeze elevii cu diferite ritmuri, accente
si intonatii.
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Activitatile considerate eficiente de cadrele didactice includ ascultarea de
materiale autentice, exercitii de comprehensiune cu feedback imediat si activitati
interactive post-audiere. Totusi, aceste metode sunt aplicate inegal, iar accesul la
materiale autentice adecvate nivelului B2 este adesea limitat. Sprijinul necesar
profesorilor include ghiduri practice cu exemple concrete de sarcini, schimb de bune
practici intre cadre didactice si instruire metodologica axata pe strategiile de
ascultare activa.

Prin interventii pedagogice sustinute si prin aplicarea unor strategii adaptate
nivelului elevilor, dezvoltarea competentei de ascultare poate deveni un proces
eficient si motivant. Desi provocdrile sunt atat de ordin cognitiv (procesarea
mesajului n timp real), cat si lingvistic (vocabular, pronuntie, ritm), acestea pot fi
depdsite printr-un mediu educational stimulativ si prin implicarea activd a
profesorilor, care ghideaza elevii spre atingerea nivelului de performantd cerut de
certificarea B2.

Concluzii. Dezvoltarea competentei de ascultare si intelegere reprezinta un
pilon esential al educatiei lingvistice, reflectand capacitatea elevilor de a integra
informatia auditivad in comunicarea reala si de a utiliza limbajul in contexte autentice.
Succesul acestei componente depinde de reconceptualizarea ascultdrii ca proces
activ de invatare si de integrarea sa intr-un demers instructiv sistematic, orientat spre
dezvoltarea atentiei, a memoriei auditive si a strategiilor de comprehensiune incd din
invitamantul primar. Intr-o perspectivi mai largi, evaluarea competentei de
intelegere orald devine un instrument de calibrare a sistemului educational,
reflectand maturitatea acestuia in promovarea unei educatii incluzive, multilingve si
orientate spre aplicarea practica a limbii.

Noua viziune de evaluare a competentelor impune, implicit, o redefinire a
culturii evaludrii in predarea limbii romane ca limba nematernd, orientand activitatea
profesorilor de la acumularea de cunostinte lingvistice spre dezvoltarea
competentelor de receptare auditiva. Astfel, ascultarea activd devine o competentd
transversald, esentiala pentru performanta evaluativa si pentru integrarea eficienta a
elevilor in contexte autentice de comunicare, academice si profesionale.

REFERINTE BIBLIOGRAFICE:

1. BROWN, H. D. Teaching by Principles: An Interactive Approach to Language
Pedagogy. Longman, 2001. ISBN: 0-13-612711-8

2. BUCK, G. Assessing Listening. Cambridge University Press, 2001. ISBN 978-0-511-
73295-9

3. Codul Educatiei al Republicii Moldova nr. 152 din 17 iulie 2014, publicat in Monitorul

185



Oficial nr. 319-324 din 24.10.2014, intrat in vigoare la 23.11.2014.

4. Consiliul Europei. Cadrul european comun de referintd pentru limbi: invatare, predare,
evaluare. Volumul complement (CECRL), 2020. ISBN 9975-78-259-0

5. Curriculum disciplinar la Limba si literatura romana, clasele X—XII (Ordin nr. 906 din
17.07.2019). Ministerul Educatiei, Culturii si Cercetarii. ISBN 978-9975-3437-2-5.

6. FIELD, J. Listening in the Language Classroom. Cambridge University Press, 2008.
ISBN: 9780511575945

7. GOH, C. M. Instructional listening practice and strategy use. In Listening in the language
classroom. Cambridge University Press, 2008. ISBN 978-0-521-685702

8. GOH, C.M. Metacognitive instruction for second language listening development:
Theory, practice, and research implications. RELC Journal, 39 (2), 2008.

9. Hotararea Guvernului Republicii Moldova nr. 476 din 30.07.2025, privind certificarca
competentelor de comunicare in limba romana. Publicat: 21.08.2025 in Monitorul Oficial
nr. 441-444, art. 517.

10.PLATON, E. (coord.) s.a. Procesul de evaluare a limbii roméne ca limba nematerna
(RLNM) la ciclul liceal. Cluj-Napoca: Casa Cartii de Stiintd, 2011. ISBN 978-606-17-
0077-6

11.POPOVICI, A. Teoria formarii competentei de audiere. Lingvistica didactica si
metodica. Chisinau: U.P.S. ,,Jon Creanga”, Tipografia ,,Garomont-Studio”, 2014. ISBN
978-9975-115-46-9

12.POPOVICI, A. Ascultam si vorbim romaneste. Ghid pentru profesori. Chisindu:
Tipografia ,,Garomont-Studio”, 2025. ISBN 978-9975-3693-6-7

13.VANDERGRIFT, L. Recent developments in second and foreign language listening
comprehension research. Language Teaching, 40 (3), 2007.

186



DIFFICULTES D’ACQUISITION DES VERBES DE MOUVEMENT EN
FRANCAIS CHEZ LES LOCUTEURS NATIFS ROUMAINS ET RUSSES :
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Abstract: This paper presents a contrastive-typological analysis of motion verb
constructions in French, Romanian, and Russian from an applied perspective, aiming to
identify the main difficulties encountered by native Romanian and Russian speakers in
learning French as a foreign language (FLE). The research is based on L. Talmy’s (2000)
typological distinction between verb-framed languages (e.g., French) and satellite-framed
languages (e.g., Romanian and Russian), which has significant implications for the teaching
and learning of semantic-syntactic structures expressing motion. The study analyses the
primary types of lexical and syntactic errors observed in the written production of
intermediate-level (A2-B1-B2) Romanian- and Russian-speaking learners, offering both
linguistic and pedagogical interpretations. Finally, methodological proposals are presented for
differentiated teaching and explicit instruction of these structures in the context of FLE.

Keywords: contrastive analysis, difficulties in teaching French (FLE), linguistic
interference, motion verbs, verb-framing/satellite-framing.

Rezumat: Acest articol propune o analiza contrastiv-tipologica a structurilor cu verbe
de miscare in limbile franceza, romana si rusa, dintr-o perspectiva aplicata, cu scopul de a
identifica principalele dificultati intdmpinate de vorbitorii de romana si rusa in procesul de
invatare a limbii franceze ca limba strdind (FLE). Cercetarea se bazeaza pe distinctia
tipologica propusa de L. Talmy (2000) intre limbile de tip ,,verb-framing” (ex: franceza) si
cele ,,satellite-framing” (ex: romana si rusa), cu implicatii semnificative pentru procesul de
predare-invitare a structurilor semantico-sintactice care exprima miscarea.
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Studiul propune o analiza a principalelor tipuri de erori lexicale si sintactice observate
in productia scrisd a cursantilor roménofoni si rusofoni de nivel intermediar (A2-B1-B2),
oferind o interpretare lingvistica si didacticd a acestora. In final, sunt prezentate propuneri
metodologice pentru predarea diferentiatd si explicitarea acestor structuri in contextul
predarii limbii franceze ca limba straina.

Cuvinte-cheie: analizd contrastiva, dificultati in predarea limbii franceze (FLE),
interferenta lingvistica, verbe de miscare, limbi centrate pe verb/ limbi centrate pe satelit.

Préliminaires

Le mouvement dans l'espace et son expression verbale constituent un
universel linguistique, dont la manifestation varie selon les langues. L'importance
communicative des verbes de mouvement est fondamentale. De ce fait, ils sont
incontournables a toutes les étapes de 'apprentissage linguistique.

Le mouvement est défini par le dictionnaire Larousse comme un «
déplacement d'un corps, changement de position dans I'espace» [12]. D’un point de
vue typologique, la chercheuse B. Lamiroy [11] distingue trois catégories de verbes
de mouvement, présentant des traits distincts (Figure 1) :
® Jes verbes de direction (Vdi), impliquant la localisation dans I’espace (par

exemple entrer ou sortir) ;

® /es verbes de déplacement (Vd), en relevant la progression dans 1’espace (comme
dans courir ou marcher) ;

® Jes verbes de mouvement corporel (Vmc), qui supposent un changement de
posture ou d’état corporel (par exemple se pencher ou se lever).
L'étude de ces verbes est indispensable dans 1'enseignement des langues, car
ils se rapportent aux actions de la vie quotidienne.

vd
Vm

Vdi Vme

Figure 1. Typologie des verbes de mouvement d’une langue

A la charniére du XXe et du XXle siécle, en s’inspirant du CECRL, la
didactique des langues promouvait des méthodes actives, fondées sur l'approche
authentique et centrées sur I’apprenant.

On avait I’impression que cette voie était parfaite pour I’enseignement-
apprentissage des langues étrangeres et qu'elle apporterait d'excellents résultats.
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Cela est vrai dans un contexte authentique, assurément, mais tous les
apprenants ne se trouvent pas dans une telle situation ; de plus, ils n'ont pas tous le
méme rythme ou ne sont pas confrontés aux mémes difficultés. Certains apprenants
progressent sans subir l'influence de leur langue maternelle, tandis que d'autres, en
revanche, recourent a la traduction de constructions issues de celle-ci. C'est ainsi
qu'apparaissent les interférences linguistiques, phénomene étudi¢ dans le cadre de
I’analyse contrastive [6, p. 204]. « Concrétement, cela se traduit par I’apparition de
nouveaux mots (éventuellement adaptés a la prononciation spécifique de la langue
cible), de nouvelles tournures de phrase et/ou par la traduction littérale d’expressions
idiomatiques (calques). » [10, p. 94].

Sous l'influence du structuralisme saussurien, bloomfieldien et du
générativisme chomskien, la didactique des langues a commencé a se fonder sur
I’idée de systeme dans 1’acquisition d’une langue étrangere. On postule ainsi que, par
la transformation des phrases a 1’infini, les apprenants peuvent atteindre le niveau de
performance apres celui de compétence. Cependant, ce contact entre les langues
connues et étudiées engendre des situations d'erreur.

Afin de proposer des pistes de remédiation efficaces, il est nécessaire de
recourir a la méthode contrastive en didactique des langues. Cette approche assure
une interdisciplinarité, impliquant la didactique, la linguistique et la psychologie de
I’apprenant. (Dans ce dernier volet, I'enseignant doit é¢galement prendre en compte la
motivation de 1’¢léve et son encouragement).

Le processus de communication en classe représente donc le résultat de
I’unité de ces trois facteurs essentiels [9, p. 12], dont il convient de tenir
compte (Figure 2) :

langue individu contexte

Figure 2 : Les facteurs du processus de communication

Quant aux verbes de mouvement, ils constituent un groupe qui présente des
similarités, mais également des divergences, en roumain, en frangais et en russe.
Cette situation engendre des difficultés lors de leur assimilation lexicale et
contextuelle par les apprenants francophones issus de ces deux aires linguistiques.

Par conséquent, cette étude vise a mettre en lumiére les contrastes structurels
et sémantiques qui existent entre le francais, d'une part, et le roumain et le russe,
d'autre part, dans la manic¢re d'exprimer le mouvement. L'objectif est également
d'identifier précisément les obstacles que ces différences linguistiques peuvent
engendrer dans le cadre de l'enseignement et de 1'apprentissage du Frangais Langue
Etrangére (FLE). La présente recherche se propose d’atteindre les objectifs suivants :
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® [’identification des différences typologiques entre les verbes de mouvement des
trois langues étudiées ;

® |’observation des difficultés rencontrées par les étudiants roumains et russes lors
de I’acquisition des structures impliquant les verbes de mouvement en FLE ;

® [a proposition de solutions didactiques basées sur la contrastivité [5, p. 175] et
la conscience linguistique.

Les questions de recherche formulées sont les suivantes :

1. Quels types d'interférences linguistiques se manifestent le plus souvent chez les
locuteurs roumanophones et russophones lorsqu'ils utilisent les verbes de
mouvement en francgais ?

2. De quelle maniére l'intégration d'activités didactiques contrastives permet-elle de
prévenir ou de corriger efficacement ces interférences ?

L'étude s'appuie sur une approche méthodologique rigoureuse, combinant une
analyse contrastive et I'examen systématique des erreurs relevées dans les corpus
suivants :

® traductions réalisées par les étudiants(e)s (du roumain/russe vers le francais,
et inversement) [4, p. 246],

® productions écrites (dissertations, essais, etc.) et tests de Francais Langue
Etrangére (FLE) correspondant aux niveaux Bl et B2,

® exercices appliqués en classe, notamment les activités de complétion et de
restructuration de phrases.

Le corpus d’analyse ayant servi de base a 1’é¢tude était composé de 30 étudiant(e)s
inscrits dans les parcours francophones — principalement les spécialités anglais—
francgais et francais—anglais — comprenant des locuteurs roumanophones ainsi que
quelques locuteurs russophones. Il incluait également un ensemble de phrases
contrastives contenant des verbes de mouvement, élaborées spécifiquement pour
¢valuer la maitrise et 1’'usage adéquat de ces verbes en francais, ainsi que dix
productions écrites dans lesquelles les étudiant(e)s mobilisaient des structures
exprimant le mouvement.

Il convient néanmoins de souligner plusieurs limites méthodologiques de cette
recherche.

* Taille réduite de 1’échantillon : le nombre restreint de participant(e)s limite la
portée des généralisations possibles.

» Homogénéité du niveau linguistique : la concentration des étudiant(e)s aux
niveaux A2-B1-B2 restreint 1’observation des phénomeénes propres aux
apprenant(e)s débutants ou avanceés.

* Absence de corpus oral : I’analyse reposant exclusivement sur des productions
écrites, les interférences phonologiques et les erreurs spécifiques a I’expression orale
n’ont pas pu étre prises en compte ; elles feront 1’objet d’une étude ultérieure.
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La typologie de I'expression du mouvement : un cadre linguistique et
cognitif

La typologie de I’expression du mouvement constitue un cadre d’analyse a la fois
linguistique et cognitif, permettant d’examiner la maniere dont les langues
structurent et conceptualisent les événements de déplacement.

Les recherches sur l'expression linguistique du mouvement constituent
aujourd’hui un champ d'étude particulierement fécond et solidement établi en
linguistique moderne. Il est bien reconnu que les langues ne différent pas seulement
dans leurs régles grammaticales, mais aussi dans la maniére dont elles encodent les
é¢vénements de mouvement [7, p. 137].

Cette approche théorique repose principalement sur les travaux novateurs menés
par des chercheurs tels que L. Talmy, D. Stosic et D. Slobin, dont les publications
ont jalonné I'évolution du domaine depuis les années 1975.

De maniére générale, les langues du monde se distinguent par leur facon
d'exprimer le mouvement.

Les langues satellites (langues-S) : des langues telles que l'anglais (groupe
germanique) inteégrent le mode de I'action (la maniére dont on se déplace : courir,
marcher) dans le verbe principal. La trajectoire (le chemin parcouru) est, quant a elle,
exprimée par un ¢lément secondaire, appelé satellite.

Les langues verbales (langues-V) : a I'inverse, des langues romanes telles que le
francais ou le roumain lexicalisent la trajectoire (le chemin) a l'intérieur du verbe
principal (ex. : entrer, sortir). Le mode de I'action est alors soit omis, soit exprimé
par un constituant distinct, généralement un satellite [8, p. 81].

La typologie des verbes de mouvement, a la fois complexe et
multidimensionnelle, impliquant syntaxe, sémantique et lexique, a été formalisée par
le linguiste cognitif renommé Leonard Talmy (Université d’Etat de Buffalo, New
York). Pionnier dans ce domaine, Talmy a mis en évidence la relation profonde entre
les structures sémantiques et formelles des langues.

Selon sa classification, I'événement de mouvement se divise en trois composantes
fondamentales [14] :

1. le mouvement (I'action de déplacement) ;

2. la trajectoire (le path : la direction du déplacement, ex. : entrer, sortir) ;

3. la modalité (la manner : le type de mouvement spécifique, ex. : courir,

glisser, ramper).

Talmy définit le satellite comme un constituant grammatical qui inclut divers
¢léments accompagnant le verbe principal (préfixes verbaux, compléments,
adverbes, prépositions, etc.) [14, p. 59].

I1 est crucial de noter que cette classification n'est pas rigide. Talmy lui-méme a
reconnu que chaque type de langue peut posséder des structures spécifiques a 1'autre
catégorie. Par exemple, les langues satellites peuvent avoir des verbes de trajectoire,
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et inversement, les langues verbales (comme le roumain) disposent de verbes
exprimant la modalité (a alerga, a zbura). Ces systémes plus complexes peuvent étre
considérés comme des langues équipollentes (equipollently-framed languages)
[13, p. 109].

Essentiellement, les deux types de langues expriment la trajectoire, mais les
langues romanes le font au niveau du verbe principal, tandis que les langues
germaniques le font au niveau du satellite. On peut souligner que : « Les langues
germaniques permettent une description plus détaillée de la trajectoire et mettent
davantage en évidence les spécificités du mode que ne le font les langues romanes.
En revanche, les langues romanes décrivent plus minutieusement la localisation des
personnes et des objets. » (notre trad.) [8, p. 83], pour plus de détails, se reporter au
Tableau 1.

Tableau 1. Typologie des langues d’aprés L. Talmy et D. Stosic [7, p. 138]

Langues verbales Langues satellites Langues équipollentes
Verbe Y trajectoil Verbe Y modalil Verbd trajectoire,
Satellite (gérondif, adverb Satellite (gérondif, adverbl modalité
préposition)Y  modalité | préposition) ¥ Satellite (gérondif, adverbe

trajectoire préposition)Y  trajectoire
modalité

Roumain, frangais, Anglais, allemand, russe Persan, russe, roumain,
espagnol, italien, coréen, chinois etc. frangais etc.
turc, arabe etc.

Exemple: Exemple: Exemple:
El a iesit din casa alergdn|{ On evibedican uz ooma. Ne-am intors in oras. / Nou|
1l est sorti de la maison en| [[oicon nepenivli pexy. sommes rentrés en ville./ M|
courant. He ran out of the house. | eepuyauce 6 20poo.
El trece raul inot (inotand| He swims across the river.
1l traverse la riviere a la
nage.

En matiere d'expression du mouvement, les langues se distinguent par leur approche
typologique. D'un coté, les langues romanes (comme le frangais, le roumain, 1'italien
ou l'espagnol) tendent a privilégier 1'encodage du trajet par le verbe principal. De
l'autre, les langues germaniques (tel que 1'anglais) recourent majoritairement aux
satellites pour exprimer cette information.

Cette différence fondamentale se traduit par une priorité sémantique inversée:

8 les locuteurs de langues germaniques — la mamniére du déplacement dans la

signification lexicale du verbe (to stroll, to hike, to rush).

® les locuteurs de langues romanes, quant a eux, - le trajet (aller, venir, entrer) dans

la sémantique verbale, reléguant la manicre de se déplacer a un rdle
complémentaire, ou en 'omettant totalement.
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Selon la typologie de D. Slobin, ces divergences dans l'organisation linguistique
du mouvement ont un impact direct sur la conceptualisation et, par conséquent, sur
les défis de la traduction interlinguistique. Par exemple, une expression comme a
zbura la Paris (en roumain) ou zememow 6 [lapuoic (en russe), qui utilise un verbe de
maniere (voler, s'envoler), ne peut étre rendue littéralement en frangais par un verbe
équivalent s'il s'agit d'un déplacement ordinaire. Le frangais privilégiera un verbe de
trajet orienté, tel que « aller a Paris ». On constate donc que les traducteurs
substituent fréquemment un verbe de trajectoire a un verbe de maniere afin de
respecter la typologie de la langue cible [7, p. 139].

En didactique des langues comme dans la communication courante, la pertinence
contextuelle est primordiale. Lorsque la mani¢ére de mouvement ou le trajet précis ne
sont pas essentiels a la compréhension, ils peuvent étre omis. L'objectif premier
demeure la transmission efficace du message, ce qui rend la précision lexico-
grammaticale absolue secondaire face a I'exigence communicative.

Analyse des erreurs en contexte didactique du FLE

« Chacun a le droit d’apprendre a son propre rythme et de prendre son temps...
Chacun a le droit de bénéficier d’une aide didactique différenciée au cours de ses
apprentissages. » [15, p. 84].

Dans le cadre de cette recherche, nous avons mis en lumiére les distinctions
structurelles et sémantiques dans 1'expression du mouvement entre le francais, le
roumain et le russe, ainsi qu'a identifier les défis que ces divergences soulévent en
didactique du frangais langue étrangere.

L'é¢tude s'articule autour d'une approche double, combinant une analyse
contrastive (AC) et une analyse des erreurs (AE). Le corpus de données analysé est
issu de contextes d'apprentissage variés et se compose des ¢léments suivants :

a) traductions bilatérales : les travaux de traduction réalisés par les étudiants,
couvrant les paires de langues roumain/francais et russe/frangais. Cette source
permet de cibler directement le transfert interlinguistique ;

b) productions écrites évaluées : les essais et €crits tirés des évaluations formelles
de francais langue étrangeres (tests et épreuves), ciblant les niveaux de
compétence A2, B1 a B2. Ces données révelent I'intégration des structures en
situation de production semi-contrdlée ;

c) activités formatives ciblées : des exercices de complétion et de restructuration
de phrases effectués en classe. Ce corpus permet d'examiner les schémas d'erreur
récurrents sur des points linguistiques spécifiques, dans un cadre didactique plus
guidé.

En conséquence, notre démarche s'est articulée autour de la recherche de
réponses a deux questions fondamentales.: 1. Quels types d'interférences
linguistiques se manifestent le plus fréequemment dans l'usage des verbes de
mouvement en frangais chez les locuteurs roumanophones et russophones ? 2. De
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quelle maniere ces interférences peuvent-elles étre prévenues ou corrigées
efficacement par des activités didactiques contrastives ?

Les ¢léments examinés dans 1’étude portaient notamment sur un ensemble de
verbes de mouvement fréquemment employés — aller, venir, entrer, sortir, monter,
descendre, partir, arriver — associés a divers compléments. Ces combinaisons
incluaient, entre autres, 1’'usage de prépositions (a, de, dans), d’adverbes (loin,
dehors) ainsi que de syntagmes exprimant la maniére du déplacement (en courant,
a pied, etc.).

Dans les langues a cadrage satellite, la possibilité de combiner les verbes avec
des particules (par exemple, a cobori jos, evitimu napyscy) permet une plus grande
finesse sémantique, mais peut engendrer des redondances per¢ues comme des
erreurs dans des langues comme le frangais.

De ce point de vue, l'apprentissage d'une langue étrangére par des locuteurs
roumains ou russophones peut générer [2, p. 116]:

® un transfert négatif : l'application de structures de la L1 a la L2 (par
exemple, il a sorti dehors* — conjugaison incorrecte).

® une surgénéralisation : 1'utilisation excessive des verbes aller, venir, sortir
sans prépositions adéquates.

®  une ambiguité sémantique : la confusion entre monter et descendre selon le
contexte spatial ou métaphorique.

En synthétisant les résultats de la recherche, nous présentons dans le tableau ci-
dessous, la nature des interférences (transferts négatifs) des verbes de mouvement
en frangais pour les locuteurs roumanophones et russophones.

Tableau 2. Synthése des principales erreurs interférentielles

Nr. Type d’erreur Exemple L2 Cause L1

1. Calque verbale - 1l est sorti. * Influence de la L1 | roumain

sur la L2 francais

2. Interférence - Je vais | Omission roumain

Syntaxique maison. * prépositionnelle frangais

3. Mauvaise Il est arrivé | Surextension roumain

sélection verbale | dans le bus.* sémantique francgais

4. Pléonasme Elle est montée | Transfert de la| roumain

lexicale en haut.* redondance francais
(pléonastique)

5. Transfert Voler avec | Priorité a I’encodage | roumain
typologique [’avion.* de la manigcre

Les données du tableau révelent que, bien que typologiquement différentes, les
langues source roumaine et russe (L1) générent des interférences qui s’opposent a la
logique francaise d’expression du mouvement (L2), qui intégre la maniére dans le
verbe de trajet.
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A partir des observations issues de 1’analyse contrastive, nous avons cherché des
stratégies et des activités pédagogiques de remédiation visant a faciliter I’acquisition
correcte des verbes de mouvement dans I’enseignement du frangais (voir le

Tableau 3).
Tableau 3. Activités pédagogiques a approche contrastive intégrée

Nr. Activités proposées Descriptions Niveaux
1. | Traductions (thémes) | Les éléves traduisent des phrases de
commentées leur langue maternelle vers le
frangais et expliquent le choix du
verbe et de la préposition.
2. | Analyse des erreurs Des exemples erronés produits par
d'autres éléves sont fournis ; la tiche
consiste a identifier et a corriger les
erreurs.
3. | Triangulation La méme structure est comparée en | A2-B1-B2
trilingue roumain, en russe et en frangais,
(analyse comparative | avec l'identification des points
trilingue) critiques.
4. | Reformulation visuelle | Utiliser des images ou des vidéos
pour créer des descriptions de
mouvements en frangais.
5. | Evaluation formative | Découverte des erreurs en contraste
par la  correction | et application des exercices de
explicite des erreurs | remédiation.
de contraste.

Ainsi, pour une recherche ou un module universitaire portant sur les verbes de
mouvement, les objectifs spécifiques pourraient €tre les suivants :
® Analyser les divergences typologiques : identifier les différences structurelles
et sémantiques entre le francais (langue centrée sur le verbe), le roumain (langue
romane flexible) et le russe (langue a satellite) dans 1I’encodage du mouvement ;

® Développer I’analyse contrastive : appliquer les théories linguistiques
pertinentes, pour examiner les erreurs et comprendre les mécanismes
d’interférence ;

® Renforcer la pensée critique : favoriser les compétences métalinguistiques des
¢tudiants en les incitant a analyser et a déconstruire les structures de leur langue
maternelle et de la L2 ;

® Concevoir des outils didactiques : élaborer des activités pédagogiques
contrastives ciblées, visant a prévenir et a corriger les transferts négatifs liés a
I’usage des verbes de mouvement.
Conclusion
En généralisant les constatations sur les interférences linguistiques, la méthode

contrastive s'affirme comme un outil didactique fondamental. Elle offre la capacité
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non seulement de prédire et de décrire les erreurs découlant de l'influence de la L1
sur la L2, mais surtout de les expliquer et de les corriger [6, p. 205].

Les erreurs sont inévitables dans I’apprentissage du FLE, car elles constituent un
vecteur d’apprentissage; I’objectif de I’enseignement est d’éviter leur pérennisation.
Une grammaire préventive, loin d'abolir les classifications traditionnelles, vise a
renforcer la cohérence linguistique en identifiant et en neutralisant les obstacles
spécifiques aux apprenants. La didactique moderne doit donc recenser et classifier
rigoureusement les difficultés d'expression (telles que 1'encodage du mouvement, de
la localisation, ou de la distance) afin de proposer des solutions linguistiques
précises [1].

Une intervention didactique efficace repose sur l'explication des points
problématiques. Lorsque les étudiants comprennent la source de leurs erreurs, ils
peuvent développer leur capacit¢ d'auto-correction, s'appuyant sur I'analyse
comparative.

Il est toutefois contre-productif de corriger chaque erreur : une surcharge de
rétroaction peut démotiver et entraver l'apprentissage. La stratégie la plus efficace
consiste a cibler les erreurs les plus fréquentes ou celles qui nuisent significativement
a la compréhension, puis a fournir une rétroaction constructive et sélective [2,p. 116 ;
1]. La prévention, notamment par des discussions métalinguistiques en début de
cours, est un moyen puissant de réduire les interférences morphosyntaxiques, ces
derniéres devant devenir un matériel pédagogique central pour consolider les savoirs
antérieurs.

L'étude a démontré de maniére concluante que les divergences typologiques
(entre le roumain, le russe et le frangais) influencent significativement l'usage des
verbes de mouvement en FLE. Le transfert direct des structures de la L1 engendre
des erreurs systématiques telles que la redondance lexicale, I'omission
prépositionnelle ou l'emploi inapproprié des verbes (confusion maniere/trajet), etc.

L'application ciblée de la méthode contrastive et l'intégration d'activités
métalinguistiques sont des leviers essentiels pour rendre ces difficultés conscientes
et les traiter [3, p. 380]. Cette approche fournit un cadre pédagogique flexible et
pertinent pour les contextes universitaires multilingues.

Finalement, elle positionne la linguistique théorique (et notamment la
typologie) comme un outil indispensable de formation et de perfectionnement
professionnel pour les futurs enseignants et traducteurs, assurant un lien étroit entre
la théorie et la pratique anticipative.
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Abstract: This paper examines how educational creativity and digitalisation
contribute to empowering student-centred learning in contemporary education. The focus is
on the shift from conventional teacher-led instruction to tactics that prioritise learner
autonomy, collaboration, and critical thinking. Instructors can create interactive,
personalised, and inclusive educational environments by combining digital technologies and
innovative teaching strategies. The discussion focuses on practical approaches such as
personalised learning platforms, project-based tasks, and online collaboration tools. The
paper also considers challenges of teachers’ digital readiness, while emphasising the
transformative power of innovative technology in fostering student engagement, motivation,
and continuous education skills.

Keywords: Student-centred learning, Pedagogical innovation, Digitalisation,
Learner engagement, Higher education

Rezumat: Aceastd lucrare isi propune sd analizeze modul in care inovatiile
pedagogice si digitalizarea sustin dezvoltarea invitarii centrate pe student in contextul
educational contemporan. Studiul evidentiaza trecerea de la metodele traditionale de
predare, axate pe profesor, catre abordari care promoveaza autonomia elevului, colaborarea
si gandirea critica. Prin integrarea tehnologiilor digitale cu strategii didactice inovatoare,
cadrele didactice pot crea medii de invéatare interactive, personalizate si incluzive. Lucrarea
prezintd si exemple practice, precum platformele de invétare adaptiva, sarcinile bazate pe
proiecte si instrumentele de colaborare online. De asemenea, sunt analizate provocarile
existente, cum ar fi lipsa competentelor digitale sau pregétirea insuficientd a profesorilor,
evidentiind in acelasi timp potentialul transformator al digitalizarii in cresterea implicarii
studentilor, a motivatiei si in dezvoltarea competentelor pentru invatarea pe tot parcursul
vietii.

Cuvinte-cheie: Invitare centrati pe student, Inovatie pedagogici, Digitalizare,
Implicarea studentului, Invatamant superior

Introduction

In present-day higher education, there is a growing concentration on student-
centred learning (SCL) as an organising principle for promoting involvement, critical
thinking, and learner autonomy. The combination of pedagogical innovation and
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digital tools is critical in transforming standard teacher-led instruction into more
engaging and personalised learning experiences. This study investigates the
concepts, challenges, and practical strategies for implementing SCL in higher
education, with a focus on digitalisation, collaborative learning, and learner
autonomy. Approaches that put students at the centre of the learning process are
gradually replacing traditional lecture-based models, in which instructors primarily
impart knowledge and students passively absorb it [1, p. 21]. Active engagement,
learner autonomy, teamwork, and critical thinking are the main goals of student-
centred learning (SCL), which pushes teachers to use cutting-edge teaching
strategies and digital tools [2, p. 47]. Digitalisation and pedagogical innovation can
improve SCL and raise the standard of higher education as a whole.

Moldova is currently committed to student-centred, digital education. The
backbone infrastructure is provided by national strategies and government initiatives
(MLearn, e-admissions, digital transformation documents); teacher training,
curriculum reform, and inclusive access are supported by international partners
(EU/Erasmus+, UNICEF, GPE, UNDP, etc.). Although there has been noticeable
progress since 2020, significant gaps remain, including uneven teacher preparation,
disparities in educational opportunities in rural areas, and a lack of classroom
renovations for active learning [10].

National digital evolution and education strategies (2022—2030): In line with
larger European initiatives, Moldova has implemented a Digital Transformation
Strategy that prioritises education to modernise public services and digital
capabilities. This creates a favourable legislative environment for the systemic
digitalisation of education [10].

Quality assurance, learning outcomes, and modernisation are supported by
sector initiatives and reforms in higher education (MHEP and associated program
documents), which make room for student-centred approaches in postsecondary
education [11].

Current situation in Moldova on Digital platforms and infrastructure:

The government e-learning platform, MLearn, was introduced in 2020 and
serves as the foundation for blended and remote learning, enabling the delivery of
courses and interactive materials for both professional and general education. It
serves as the foundation for numerous digital initiatives in teacher preparation
programs and schools [12].

New digital offerings for higher education: In 2024, the Ministry introduced
eadmitere.gov.md (online admissions), demonstrating advancements in digital
administrative functions and the possibility of integrating learner data for upcoming
student-centred analytics [13].

Moldova has entered a dynamic phase of educational change in recent years,
characterised by an increasing focus on teacher professional development as a driver

of pedagogical innovation. A teacher's role as a facilitator and creator of interactive
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educational opportunities is gradually taking the place of the traditional perception
of them as knowledge transmitters. This change reflects broader global trends in
general and higher education, but in Moldova, it becomes especially important in
light of student-centred reform and digitalization. One of the main pillars of
modernisation is education, according to the national strategy for digitization (2022—
2030), which encourages educators to use technology as a pedagogical tool that
fosters critical thinking, engagement, and collaboration rather than just as a means
of delivery.

For instance, DigiProf (2025) — ongoing professional development: The
Ministry, in collaboration with UNICEF and other stakeholders, initiated the
DigiProf program to teach educators how to incorporate technology into the
classroom in accordance with DigCompEdu standards. This is a significant step
toward developing one's ability to use technology meaningfully rather than just for
the sake of using it [14].

Or, Pilots and on-the-ground training: Regional programs supported by
UNICEF, UNDP, and the EU have trained teachers in student-centred, creative
strategies (e.g., workshops in Cahul and Ungheni, Jan 2024), emphasising both
pedagogical methods and tools [14].

Another important step is Higher education and curriculum reform, Erasmus+
and CBHE initiatives: Several Erasmus+ initiatives (such as RE-GRAD and other
CBHESs) seek to update curricula, implement inclusive and digital teaching methods,
and assist colleges in transitioning to competency-based, student-centred learning.
These initiatives provide Moldovan HEIs with international standards, resources,
and expertise.

Strengths: Moldova's advantageous position:

Education is part of an apparent national strategy and political consensus
(Digital Transformation 2022—-2030).

The time and expense of implementing digital learning are decreased by the
existence of governmental digital platforms (MLearn, e-admissions).

Electronic Governance - active international assistance (UNICEF, GPE,
UNDP, EU/Erasmus+), funding for inclusive projects, pilot projects, and teacher
training [10].

Moldova's Risks and Challenges (what's impeding progress):

e Digital divide and infrastructure gaps: The equitable implementation of
student-centred, tech-enabled learning is hampered by rural and underprivileged
communities' continued lack of connectivity and device access. (This is
acknowledged in several program records and investment overviews, but there are
still persistent gaps.)

e Teacher readiness and workload: Although there are CPD programs
(DigiProf, EU/UNICEF trainings), it is still very difficult to scale high-quality
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instructional innovations across hundreds of thousands of teachers. To redesign
instructional materials for active learning, many teachers require ongoing coaching
and classroom-level support [14].

e Assessment and curriculum mismatch: Unless assessment techniques are
updated to align with student-centred objectives, standard exam-oriented evaluation
and curriculum structures may discourage pupil independence and project-based
work. This is being addressed by MHE reforms, but change is happening
gradually [12].

e Sustainability and funding: Donor-driven pilots are effective, but in order
to prevent fragmentation, long-term funding and institutionalization (at the district
and school levels) are required.

In this context, the Ministry of Education and Research's DigiProf program,
which was started in collaboration with UNICEF, marks a significant advancement
in professional capacity building. The initiative, which is in line with the European
DigCompEdu framework, aims to improve teachers' pedagogical and digital
competencies through ongoing professional development. Teachers can create
interactive learning environments that encourage student autonomy and creativity
through workshops, mentoring activities, and blended training sessions.
Additionally, international partnerships funded by UNICEF-UNDP regional
programs and Erasmus+ Capacity Building in Higher Education (CBHE) projects
have encouraged the sharing of best practices in inclusive classroom management,
digital pedagogy, and innovative teaching [13].

Despite the fact that these initiatives clearly indicate a shift toward student-
centred education, difficulties still exist. Due in large part to time constraints,
infrastructure limitations, or the lack of ongoing pedagogical support, many
educators still find it difficult to integrate recently learned digital skills into regular
classroom practice. Additionally, the pace of change is slowed by the fact that current
curricula and evaluation models frequently continue to be in line with teacher-led
instruction. However, the rise of online training centres like MLearn, professional
learning communities, and the slow institutionalisation of competency-based
methods indicate that Moldova's educational system is changing in the direction of
an innovative and reflective practice culture. The possibilities for developing truly
interactive and inclusive educational settings keep growing as educators are given
the freedom to get creative with technological resources and learner-oriented
approaches.

After this close analysis of the current situation, challenges and outcomes, we
would like to present some practical suggestions and observations that can help
enhance the quality of education in our country. to start with is definitely:

Principles of Student-Centred Learning

SCL is founded on several key principles, including:
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e Active Engagement: Students actively participate in class discussions, take
ownership of their education, and help to create new knowledge.

e Autonomy and Choice: In terms of subjects, learning pathways, and
evaluation techniques, students have choices.

e Collaborative Learning: A focus on collaboration and communication
fosters the growth of problem-solving and communication abilities.

e Personalisation: Teaching methods are modified to meet the needs and
learning preferences of each student [3, p. 68].

By following these guidelines, teachers can create classrooms where students
are inspired, involved, and ready for lifelong learning.

Role of Pedagogical Innovation

To support SCL, pedagogical innovation is crucial. Active learning, project-
based learning, flipped classrooms, and problem-solving activities are some of the
strategies that improve student engagement, deepen comprehension, and allow them
to apply theoretical knowledge in real-world situations [4, p. 75]. For instance, using
case studies in an enterprise course encourages critical thinking and independent
learning by simulating real-world decisions.

Digitalisation as an Enabler

Digital technologies have a lot of potential to help SCL. Personalised and
adaptable learning experiences are made possible by educational management
systems, interactive applications, virtual classrooms, and multimedia tools [5, p. 89].
Additionally, feedback is made easier by digital tools, which let students track their
development and modify their tactics. The necessity for balanced integration is
highlighted by the fact that an excessive reliance on technology without didactic
guidance can result in cognitive exhaustion and disengagement [6, p. 94].

For instance, Professor Ionescu assigns group projects and discussion boards
using an online platform. Students create an engaging, interactive atmosphere for
learning by submitting multimedia presentations, getting feedback from their peers,
and having access to additional resources.

Challenges in Implementation

Despite its advantages, there are several difficulties in putting SCL into
practice through innovation and digitalisation:

e Faculty Preparedness: To effectively use new technologies and implement
student-centred methods, educators require training.

o Infrastructure Limitations: Implementation may be hampered by a lack
of technical assistance or digital resources.

o Assessment Adaptation: Conventional assessment techniques might not
be consistent with SCL principles.

o Resistance to Change: Both teachers and students may be reluctant to

abandon traditional teaching methods [7, p. 103].
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Strategies for Effective Implementation

The following tactics can increase SCL initiatives' efficacy:

1. Professional Development: Teachers who receive ongoing training are
better equipped to use innovative pedagogy, digital literacy, and active learning.

2. Collaborative Networks: Interdisciplinary cooperation and peer
mentoring promote idea sharing and lessen isolation [8, p. 59].

3. Structured Digital Integration: By combining both asynchronous and
synchronous tools, one can prevent digital fatigue while maintaining engagement.

4. Flexible Assessment: Student autonomy is supported by the use of
formative, individual, and project-based assessments.

5. Inmstitutional Support: Faculty participation is encouraged by policies that
support smaller class sizes, digital tool access, and acknowledgement of pedagogical
innovation [9, p. 62].

Long-Term Perspective

SCL empowerment is a continuous endeavour. Teachers need to take a long-
term approach, understanding that changing culture in the classroom necessitates
ongoing experimentation, introspection, and adaptation. Innovative approaches may
be difficult to implement at first, but over time, iterative assessment and
improvement produce better learning results [3, p. 70].

Recommendations

e (reate curricula that incorporate project-based, collaborative, and active
learning.

e Instead of just delivering content, strategically use digital tools to improve
learning.

e Encourage students to choose their own routes to education and
assessments.

e Boost faculty competencies through training, workshops, and peer
assistance.

e Continue to assess SCL results and improve instructional strategies.

Personal Insight

One practical class a week is devoted to project-based teamwork in my classes.
Students may meditate on their learning experiences, present their findings, and get
feedback using digital tools. This approach shows how pedagogy and technology can
be successfully integrated while promoting autonomy and engagement.

Conclusion

Both innovative pedagogy and careful digital integration are necessary to
advance student-centred learning in higher education. Universities can produce
capable and driven graduates by emphasising active engagement, teamwork, and
learner autonomy. Faculty development, institutional support, and a sustained
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dedication to innovative teaching are essential for success. Higher education
institutions can develop inclusive, dynamic, and resilient learning environments that
equip students for the challenges of the twenty-first century by embracing SCL.
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Abstract: This study explores how integrating Content and Language Integrated
Learning (CLIL) with Green Education principles in English language teacher education
can enhance environmental awareness, pedagogical motivation, and professional identity.
Conducted with 36 pre-service teachers from lon Creangé State Pedagogical University of
Chisindu, the research employed a mixed-method, quasi-experimental design based on a six-
week CLIL module. The findings demonstrate that even a short, well-structured module can
transform teacher education into a reflective and action-oriented process, integrating
linguistic competence with sustainability values. The study proposes the CLIL-for-
Sustainability model as a bridge between language and environmental education, preparing
responsible and empathetic teachers capable of inspiring change.

Keywords: CLIL, Green Education, sustainability, teacher training, environmental
awareness, professional identity, reflective pedagogy

Rezumat: Studiul investigheaza modul in care integrarea principiilor Content and
Language Integrated Learning (CLIL) si ale Educatiei Verzi in formarea initiald a
profesorilor de limba englezd poate dezvolta constientizarea ecologicd, motivatia
pedagogica si identitatea profesionald. Cercetarea, realizata cu un grup de 36 de studenti de
la Universitatea Pedagogicéd de Stat ,,Jon Creangd” din Chisindu, a utilizat un design mixt,
cvasi-experimental, bazat pe un modul CLIL de sase saptamani. Rezultatele demonstreaza
ca un modul scurt, dar bine structurat, poate transforma procesul de formare a profesorilor
intr-o experienta reflexiva si actionabild, care uneste competentele lingvistice cu valorile
sustenabilitatii. Studiul propune modelul CLIL-for-Sustainability ca o punte intre educatia
lingvistica si cea ecologicd, capabild sd formeze profesori responsabili si empatici, pregatiti
sd inspire schimbare.
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globala centrala, strans legatd de Obiectivele de Dezvoltare Durabila ale Natiunilor
Unite, in special ODD 4 (Educatie de calitate) si ODD 13 (Actiune climatica). In
domeniul formarii profesorilor de limba englezd (ELTE), sustenabilitatea
functioneaza atat ca o responsabilitate morala, cat si ca o directie pedagogica: prin
intermediul temelor de mediu, predarea limbii poate cultiva gandirea critica,
competenta interculturald si implicarea civica [4, pp.23-25].Cu toate acestea,
includerea elementelor de educatie ecologicd in programele ELTE rdmane sporadica
si inegala.
Primii sustinatori, precum Cates, au subliniat importanta pacii, a drepturilor
omului si a responsabilitatii fatd de mediu in educatia globala, in timp ce cadrele
ulterioare au integrat sustenabilitatea prin intermediul Educatiei pentru Dezvoltare
Durabila (ESD). Intre timp, modelul CLIL (Content and Language Integrated
Learning) — care integreaza continutul, comunicarea, gandirea si cultura— ofera o
abordare ideala pentru introducerea problemelor de mediu in predarea limbii. Studii
recente aratd ca temele legate de sustenabilitate oferd contexte autentice si motivante
pentru Invatarea limbii engleze[3, p.72].
Totusi, dovezile empirice privind modul in care modulele de sustenabilitate
bazate pe CLIL influenteazd constiinta ecologica si identitatea pedagogica a
viitorilor profesori de engleza sunt inca limitate. Acest studiu abordeaza aceasta
lacuna, analizand dacd un modul CLIL scurt si structurat, axat pe teme precum
schimbadrile climatice, eco-turismul si reciclarea, poate imbundtati constientizarea
ecologica si disponibilitatea de a integra sustenabilitatea In procesul de predare.
Bazat pe cadrul celor 4C al lui Coyle, modulul combind materiale autentice,
proiecte multimodale si sarcini reflexive care stimuleazd gandirea critica,
colaborarea si creativitatea — competente esentiale pentru educatia secolului XXI
[5, p-168]. Studiul isi propune:
1. sa proiecteze si sa implementeze un modul CLIL care integreaza
sustenabilitatea in formarea profesorilor de engleza;

2. sa masoare schimbadrile in nivelul de constientizare ecologicd printr-o
analiza mixta; si

3. sdidentifice trasaturile sarcinilor CLIL care promoveaza responsabilitatea
ecologicd si dezvoltarea profesionala.

Aceasta cercetare contribuie la eco-pedagogie prin extinderea teoriei CLIL
catre alfabetizarea ecologica, oferind dovezi empirice privind cresterea gradului de
congtientizare si propunand un model reproductibil pentru integrarea sustenabilitatii
in formarea profesorilor de limba engleza [12, p.79].
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Studiul a urmat principiile transparentei, validitatii si replicabilitatii pentru a
asigura fiabilitatea si transferabilitatea rezultatelor in contexte similare de formare a
profesorilor de limba engleza.

Un design cvasi-experimental cu metodd mixtd a combinat instrumente
cantitative si calitative pentru a surprinde atat rezultatele masurabile, cat si
experientele traite ale participantilor. Aceastd abordare a echilibrat acuratetea
statisticd cu autenticitatea pedagogica [1, p.11]. Interventia — un modul de
sustenabilitate bazat pe CLIL, desfasurat pe parcursul a sase saptamani — a fost
implementatd intr-un singur grup experimental. Testele aplicate inainte si dupa
interventie au masurat schimbarile 1n nivelul de constientizare ecologica, atitudini si
intentii comportamentale, in timp ce observatiile, jurnalele reflexive si interviurile
semi-structurate au explorat motivatia In dezvoltare si identitatea profesionala a
participantilor.

Treizeci si sase de viitori profesori de limba engleza (28 de femei, 8 barbati),
cu varste intre 20 si 23 de ani, au participat voluntar. Toti erau studenti in anul al
treilea la Universitatea Pedagogica de Stat ,,Jon Creanga” din Chisinau si aveau
pregatire anterioard in metodologia predarii limbii engleze, dar fara experientd in
domeniul educatiei pentru sustenabilitate. Participantii au fost selectati in mod
intentionat pentru gradul lor de constientizare pedagogica in formare si deschidere
catre inovatie. A fost obtinuta aprobarea etica si consimtamantul informat, asigurand
confidentialitatea si respectarea standardelor institutionale de cercetare.

Toate sesiunile s-au desfdsurat intr-o sala multimedia, echipatd pentru
utilizarea resurselor online autentice, precum BBC Earth, National Geographic
Learning si rapoartele de sustenabilitate ale The Guardian.

Modulul CLIL a fost integrat in cadrul cursului regulat Metodologia predarii
limbii engleze si a fost conceput conform cadrului celor 4C propus de Coyle —
Content, Communication, Cognition, and Culture — adaptat la Content,
Communication, Cognition, and Community pentru a sublinia responsabilitatea
ecologica si sociald. Secventa a durat sase saptdmani, cu cate doud sesiuni de 90 de
minute pe saptdmana, fiecare dedicata unei teme de sustenabilitate relevante atat in
context global, cat si local [5, p.94].

Tabelul 1. Structura modulului CLIL
Activitate  |Accentul Rezultat
principald |invatarii asteptat

Saptimana [Tema

Vocabular si )
’ Auto-reflectie

Sustenabilitatea |discutii Constientizarea
. : . . asupra
1 s alegerile|despre impactului S
1 obiceturilor
cotidiene amprenta personal o
L zilnice
ecologica
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< <A Activitate  |Accentul Rezultat
Saptaimana [Tema

principala |invatarii asteptat
Lectura
Schimbarile critica si
. . . ’ . Recunoasterea
climatice sifidentificarea |Alfabetizare N
2 . DT IS perspectivelor
discursul partinirii  injcritica A .
. si a biasurilor
mediatic textele de ’
presa
Crearea  de
. .materiale Constientizare .
Eco-turismul si|, . . . . ./Colaborare si
3 . i _|turistice interculturald si .
identitatea locala . creativitate
bazate pelecologica
proiecte
Interpretare
. . .Rezolvare = de/Dezvoltarea
Deseuri side date si e
4 . probleme  prinfabilitatilor
reciclare redactare .
. . |argumentare |retorice
persuasiva
Dezbateri de
. . . Integrarea
Orase verzi sijgrup siComunicare
5 . . . . |competentelor
inovatie crearea  demultimodala ..
. digitale
infografice
. .[Elaborarea Aplicarea
Reflectie S .. phicar
. " imini-lectiilor |Transfer practicilor
6 proiectare de . .
lectii CLIL pe temejpedagogic sustenabile de
’ verzi predare

Modulul a integrat resurse autentice in limba englezd pentru a mentine
realismul lingvistic si relevanta tematica. Fiecare sesiune a urmat un ciclu didactic
in trei faze:

1. Faza de input — expunerea la materiale autentice si intelegerea ghidata;

2. Faza de focalizare pe limba — sprijinirea achizitiei lexicului si structurilor
gramaticale esentiale;

3. Faza de output — producerea colaborativa prin dezbateri, proiecte sau
activitati de micro-predare.

Aceasta structurd a incurajat comunicarea, gandirea critica si creativitatea,
fiind aliniatd competentelor secolului XXI.

Au fost utilizate patru instrumente complementare pentru a evalua impactul
modulului:
1. Chestionarul de Constientizare Ecologica (EAQ) — un instrument de 20 de
itemi, bazat pe scala Likert in cinci puncte, adaptat din Pe’er, Goldman & Yavetz,
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care a masurat cunostintele, atitudinile si intentiile comportamentale. Fiabilitatea a
fost ridicatd (oo Cronbach = 0,87). EAQ a fost aplicat Tnainte si dupd interventie
(Saptamanile 0 si 6).

2. Lista de Observatie — o rubricd de 10 itemi creatd pentru acest studiu, care a
evaluat implicarea, colaborarea si utilizarea vocabularului de mediu. Doud persoane
independente au observat sase sesiuni, obtindnd o concordantd interevaluatori de
90%.

3. Jurnalele Reflexive — participantii au redactat saptdmanal reflectii de 150-200
de cuvinte, in care au documentat idei, emotii si schimbari de perspectiva, conform
modelului de practica reflexiva propus de Farrell.

4. Interviuri Semi-Structurate — realizate cu zece studenti selectati aleatoriu dupa
finalizarea modulului, interviurile (20-30 de minute) au explorat motivatia,
fezabilitatea si aplicabilitatea in predare.

Instruirea s-a desfasurat in limba engleza, cu utilizarea ocazionala a limbii roméne
pentru clarificari [8, pp. 43-44].

Datele cantitative au fost analizate in SPSS v.26 utilizdnd statistici
descriptive si teste ¢ pentru esantioane pereche. Rezultatele obtinute prin intermediul
Chestionarului de Constientizare Ecologica (EAQ) au indicat cresteri semnificative
pe toate cele trei dimensiuni (p <.001).

Tabelul 2. Compararea scorurilor medii pre-test si post-test pe cele trei
dimensiuni ale Chestionarului de Constientizare Ecologica

. . Media pre- Media Diferenta |t- p-
Dimensiune post-test .
test (SD) medie valoare |valoare
(SD)

Cunostinte 3.21(0.42) |4.09 (0.38) [+0.88 8.43 <.001
Atitudini 3.45(0.50) |4.18 (0.41) [+0.73 7.66 <.001
Intentit 3.32 (0.46) |4.06 (0.44) |+0.74 789  |<.001
comportamentale

Aceste rezultate confirmd o Imbunatatire semnificativd a nivelului de
cunostinte, a atitudinilor si a intentiilor comportamentale privind mediul, in urma
implementarii modulului.

Datele calitative (jurnale, observatii, interviuri) au fost codificate tematic
conform metodologiei lui Braun & Clarke, generand trei teme principale:
constientizare si implicare cognitiva, formarea identitatii, si orientarea spre
actiune [7,p.85]. Triangularea datelor a asigurat convergenta dovezilor, iar acordul
intre codificatori a atins 90%.

Toate instrumentele au fost pilotate (n = 8) pentru a asigura claritatea si
coerenta itemilor. Datele cantitative si calitative au fost integrate printr-un design
paralel convergent. Aprobarea etica si consimtamantul informat au fost obtinute in
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conformitate cu Codul European de Conduita pentru Integritatea Cercetarii
[1, p.57].

Toate cele trei dimensiuni au Inregistrat imbunatatiri semnificative,
confirmand efectul pozitiv puternic al interventiei CLIL. Cea mai mare crestere
medie (+0.88) s-a observat la dimensiunea cunostinte, ceea ce arata cd expunerea la
materiale autentice in limba engleza pe teme de sustenabilitate a aprofundat
semnificativ intelegerea conceptuald. Schimbadrile atitudinale si comportamentale,
desi usor mai reduse, au reflectat o implicare personald sporitd si un sentiment
crescut de responsabilitate — sustinand concluziile lui Lozano si Banegas , potrivit
carora activitatile lingvistice orientate spre sustenabilitate pot stimula reflectia si
actiunea autonoma.

Analiza calitativa a evidentiat dimensiunea umana din spatele datelor
numerice. Din jurnalele reflexive si interviurile realizate au rezultat trei teme
dominante si interconectate:

(1) constientizare si auto-reflectie,
(2) pregatire pedagogica si motivatie, si
(3) colaborare si identitate profesionala.

Datele aratad ca constientizarea a fost tema cea mai pronuntatd, reflectand
dezvoltarea unui sentiment crescut de responsabilitate fatd de problemele de mediu.
Motivatia s-a situat pe locul al doilea, evidentiind entuziasmul si increderea sporite
in integrarea sustenabilitdtii in lectiile de limba engleza. Colaborarea a subliniat
importanta muncii in echipa si a scopului comun de a aborda provocarile globale prin
invatarea limbii.

Tema 1: Constientizare si Auto-reflectie
Participantii au descris o trezire treptata a constientizarii legaturii dintre Invatarea
limbii si responsabilitatea ecologica:

JInainte de acest curs stiam despre schimbarile climatice, dar nu m-am gandit
niciodatad cd ar putea fi un subiect pentru orele de engleza. Acum vad cum limba
poate face elevii sa reflecteze si sd actioneze.”

Aceasta tranzitie de la o constientizare pasiva la o implicare critica reflecta
conceptul de conscientizag¢do formulat de Freire, conform céruia cunoasterea devine
un instrument al reflectiei sociale si al schimbarii [11,p.136].

Tema 2: Pregatire pedagogica si motivatie
Initial, unii participanti au perceput sustenabilitatea ca fiind o tema abstractd sau prea
tehnicd. Prin practica CLIL, ei au descoperit insa fezabilitatea pedagogica si
potentialul motivational al acesteia:

,Credeam ca elevii vor considera aceste teme plictisitoare, dar CLIL mi-a ardtat cum
sarcinile mici si creative pot face lectiile semnificative.”

Materialele autentice si sarcinile bazate pe rezolvarea de probleme au transformat
sustenabilitatea dintr-o tema indepartata intr-un context atractiv de invatare.
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Tema 3: Colaborare si identitate profesionala
Proiectele colaborative — dezbateri, crearea de postere si rezolvarea de probleme in
grup — i-au ajutat pe participanti sa Inteleagd cooperarea atat ca metoda, cat si ca
mesaj:

,,Lucrul in echipa m-a facut sa realizez ca educatia verde nu tine doar de fapte, ci de
colaborarea de care avem nevoie pentru a rezolva probleme reale.”

Aceastd perspectivd a reflectat o schimbare profesionald profunda:
participantii au inceput sa se perceapa nu doar ca profesori de limba, ci ca facilitatori
al unei invatari responsabile din punct de vedere social, in acord cu conceptia lui
Sterling despre educatie ca forma de participare transformatoare [10,p.77].

Integrarea ambelor dimensiuni — cantitativd si calitativa — oferd o imagine
coerentd a transformarii la nivel cognitiv, afectiv si comportamental:
o Cognitiv: participantii au dobandit cunostinte factuale si claritate
conceptuala privind sustenabilitatea.
e Afectiv: au manifestat o empatie mai profunda, curiozitate si motivatie de a
include teme de mediu in procesul de predare.
o Comportamental: au initiat practici ecologice la clasa — propunand
proiecte fara hartie si includerea subiectelor verzi in planurile de lectii.
Aceste constatari aratd cd integrarea sustenabilitétii prin CLIL nu reprezintd doar
o tehnica de predare, ci o experienta educationala transformatoare. Ea consolideaza
constientizarea ecologicd, stimuleazd inovatia pedagogica si formeaza identitati
profesionale etice si reflexive, capabile sd ghideze viitorii elevi spre o gandire
sustenabila.
Studiul confirmd ca modulele CLIL orientate spre sustenabilitate sporesc
constientizarea ecologicd, motivatia si pregatirea pedagogica a viitorilor profesori de
limba engleza. Datele cantitative au aratat imbundtdtiri semnificative in ceea ce
priveste cunostintele (+0,88), atitudinile (+0,73) si intentiile comportamentale
(+0,74) (p < .001), demonstrand sinergia dintre invatarea limbii si continutul legat
de mediu [8, p.91]

Datele observationale au evidentiat, de asemenea, o crestere de 40% a
nivelului de participare si colaborare. Studentii au trecut de la schimburi ezitante la
discutii sigure, bazate pe idei, utilizdnd in mod spontan termeni specifici domeniului
ecologic precum carbon footprint si renewable resources — dovada ca metoda CLIL
favorizeaza atat intelegerea conceptuala, cat si fluenta lingvistica [6, p.195]

Rezultatele calitative au addugat o dimensiune umana acestei transformari.
Din jurnalele reflexive si interviurile realizate au reiesit trei teme majore:

3. Constientizare si reflectie — Studentii au legat temele de mediu de

responsabilitatea personald si profesionald, reflectdind ideea lui Freire de
conscientizagdo, prin care constientizarea devine actiune [7, p. 44].
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4. Motivatie si pregitire pedagogica — Participantii au raportat o incredere
sporitd In proiectarea lectiilor bazate pe teme de sustenabilitate, confirmind

observatiile lui Banegas, conform cdrora CLIL creste motivatia intrinsecd atunci
cand este asociat cu continuturi din lumea reala [2, p.20].

5. Colaborare si identitate profesionalda — Proiectele de grup si
planificarea lectiilor ,,eco” au promovat munca in echipa si constientizarea sociald,
in concordanta cu viziunea lui Sterling (2014) asupra educatiei ca act participativ si
transformator.

Privite Impreuna, rezultatele cantitative si calitative indica progres pe toate cele trei
dimensiuni ale dezvoltdrii — cognitiva, afectivd si comportamentald. Studentii nu
doar au acumulat cunostinte, ci au dezvoltat empatie si au inceput sd transfere

.....

propunand activitdti cu tematica ecologica si implicand colegii in discutii despre
mediu.

Cele mai impactante activitati — dezbaterile, proiectele de postere si
proiectarea mini-lectiilor — au combinat colaborarea cu creativitatea, sprijinind
astfel cadrul celor 4C propus de Trilling si Fadel pentru invétarea profunda
[11, p.72].

Rezultatele studiului confirma faptul ca CLIL si Educatia Verde impartasesc
principii compatibile: investigatia, interdisciplinaritatea, reflectia si centrarea pe
elev. Temele de sustenabilitate au actionat ca amplificatori contextuali ai modelului
celor 4C al lui Coyle — Content, Communication, Cognition, and Culture —
reformulat aici ca Community, pentru a sublinia responsabilitatea colectiva [5, p.58].
Intr-un astfel de cadru, sala de clasi devine un microcosmos al implicirii civice, unde
competenta ecologica si cea comunicativa se dezvoltd simultan.

Din perspectivd pedagogica, rezultatele arata ca sustenabilitatea poate fi
integratd in formarea profesorilor fard o restructurare majora a curriculumului.
Modulele scurte CLIL pot introduce gandirea ecologica in cursurile existente de
predare a limbii engleze, aliniindu-le cu Obiectivele de Dezvoltare Durabila ale ONU
(ODD). Materialele autentice si multimodale — videoclipuri, infografice si articole
— s-au dovedit deosebit de eficiente in dezvoltarea alfabetizdrii mediatice si a
congtientizarii interculturale.

Desi incurajatoare, rezultatele trebuie interpretate in contextul lor. Esantionul
redus (n = 36) si durata scurtd a interventiei (sase saptdmani) limiteazd gradul de
generalizare, iar reflectiile auto-raportate pot contine o anumitd dozd de
subiectivitate. Cercetarile viitoare ar trebui sa includa grupuri mai mari, monitorizare
longitudinald si feedback din partea mentorilor pentru a evalua impactul pe termen
lung.
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Acest studiu confirmd cd aplicarea modelului CLIL imbogatit cu principii de
sustenabilitate transforma formarea profesorilor de engleza intr-un proces reflexiv si
orientat spre actiune. Prin Tmbinarea limbii, gandirii si eticii, aceastd abordare cultiva
atat alfabetizarea ecologica, cat si identitatea profesionald. Dupa cum a concluzionat
un participant:

,, Nu mai vad engleza doar ca o limba de predat, ci ca o modalitate de a
inspira schimbarea.”

Aceasta cercetare a demonstrat ca imbinarea Content and Language
Integrated Learning (CLIL) cu principiile Educatiei Verzi in formarea profesorilor
de limba engleza poate stimula in mod eficient constientizarea ecologica, pregatirea
pedagogica si identitatea profesionald. Realizat cu viitori profesori la Universitatea
Pedagogica de Stat ,,Jon Creanga” din Chisinau, studiul a aratat ca chiar si un modul
scurt, bine structurat, bazat pe materiale autentice si practici reflexive, poate produce
schimbari cognitive, atitudinale si comportamentale semnificative.

Rezultatele obtinute prin metoda mixtd au confirmat cd modelul CLIL-for-
Sustainability este atdt eficient, cat si adaptabil. Datele cantitative au evidentiat
cresteri semnificative ale cunostintelor si motivatiei ecologice, in timp ce
perspectivele calitative au subliniat cresterea Increderii, a creativititii si a
angajamentului etic. Impreuni, aceste rezultate arati ca integrarea sustenabilitatii in
predarea limbilor nu doar imbunatiteste competenta lingvisticd, ci formeaza
profesori responsabili, constienti de rolul lor ca cetateni globali.

In esentd, studiul pozitioneazi CLIL ca o punte transformatoare intre
invdtarea limbii si educatia ecologica — o abordare capabild sa pregateasca viitorii
educatori sd inspire constientizare ecologicd, empatie sociald si Invatare orientata
spre actiune 1n salile lor de clasa.
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AHHoOTanus: B crarbe omucaHa TEOPETHKO-METOAMYECKAs OCHOBA JIEKCHYECKOTO
MOAX0/a B KOHTEKCTE HMHTETPUPOBAHHOTO MpPEeAMETHO-s3bIK0Boro obyuenust (CLIL).
PaccMoTpensl NpUHIMIBI, CTPAaTErMM M METOJbl JIEKCHYECKOro mnoaxona. OcCHOBHOE
BHUMAHUE YAEJIEHO MCIOJIb30BAaHUIO JIEKCUUYECKUX €IMHUL], KOJJIOKALUH U yCTOHYUBBIX
CJIOBOCOYETAHUI JIJIs1 OAHOBPEMEHHOTO PA3BUTHUS SI3BIKOBBIX U MIPEIMETHBIX KOMIIETEHLINH.
Marepuansl CTaTbu MOTYT OBITh MOJIE3HBI METOAUCTAM U MPETIOAABATEIISIM [IPU peaTu3aun
SI3BIKOBOTO W MHTETPUPOBAHHOTO O0YUEHHUSI.

KuaioueBble cioBa: TeKCHYIECKHUHA TIOIXO0/1, HHTETPUPOBAHHOE TPEAMETHO-I3BIKOBOE
o0yueHue, SI3BIKOBBIE M IPEIMETHBIE KOMIIETEHIINH, JIEKCHYeCKHe OJIOKH.

Abstract: The article presents the theoretical and methodological foundations of the
lexical approach within the framework of Content and Language Integrated Learning
(CLIL). It examines the key principles, strategies, and methods of the lexical approach, with
particular emphasis on the use of lexical units, collocations, and fixed expressions to foster
the simultaneous development of linguistic and subject-specific competences. The materials
of the article may be useful for curriculum developers and teachers involved in implementing
language and integrated learning.

Keywords: lexical approach, Content and Language Integrated Learning, linguistic
and subject competences, lexical chunks.

Rezumat: Articolul descrie fundamentul teoretico-metodologic al abordarii lexicale
in contextul Invatarii integrate de continutului si limbii (CLIL). Sunt analizate principiile,
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strategiile si metodele abordarii lexicale. Atentia principala este acordata utilizarii unitatilor
lexicale, colocatiilor si expresiilor fixe pentru dezvoltarea concomitentd a competentelor
lingvistice si de continut. Materialele prezentate pot i utile metodistilor si cadrelor didactice
in procesul de implementare a Invétarii lingvistice si integrate.

Cuvinte-cheie: abordare lexicald, invatare integrata de continut si limba, competente
lingvistice si de continut, blocuri lexicale.

CoBpeMeHHOe OOy4YeHHE HEPOJHBIM /MHOCTPAHHBIM SI3BIKAM TpeOyeT
MEPEOCMBICTICHUS TPAIUIIMOHHBIX METOJIMK, OPUEHTUPOBAHHBIX TPEUMYIIECTBEHHO
Ha TpammaTuky. B ycroBusx rmoOanu3anuu M pacTylieil moTpeOHOCTH B
MEXKYJIbTYPHONH KOMMYHHUKAIIUM BO3pPAcTaeT 3HAu€HUE JIEKCMYECKOro IOAX0/a,
KOTOpBI (QOKycupyeTcss Ha H3yUYEHUH CIIOBApHBIX €IUHUI], KOJUIOKaUUH U
YCTOMYMBBIX BBIpOKEHUM. TakoW MOIXOJ] TMO3BOJSIET OOYdYalOIIMMCS HE TOJBKO
3¢ (}eKTHBHO ycBaWBaTh JIEKCHKY, HO W pPa3BUBaTh CIOCOOHOCTh TOHUMATh U
BOCIIPOU3BOJUTh €CTECTBEHHBIC SI3BIKOBBIE KOHCTPYKIIMM B ayTCHTHYHBIX
CUTyalusix. B KOHTEKCTE HWHTETPUPOBAHHOTO TMPEIMETHO-S3BIKOBOTO OOYYCHHS
(CLIL) nexcudeckuii moaxo ] mpuoOpeTaeT ocoOyo 3HAYUMOCTh: Yepe3 paboTy ¢
JIEKCUKON 0Oydaromuecss OJHOBPEMEHHO OCBAaWMBAIOT MPEIMETHOE COJCpKAHHUE U
Pa3BUBAIOT S3bIKOBYIO KOMIIETEHIIMIO. B 11€710M BHEIpEHUE JEKCUUYECKOro MOIX0/1a
CIOCOOCTBYET  MOBBIMIEHUIO  3(deKkTuBHOCTH  00ydeHus, (HopMUpPOBaHUIO
YCTOWYMBBIX HABHIKOB KOMMYHUKAIIMHA U MEXKIAUCIUILTHHAPHOTO MBIILUICHUS, YTO
JIeNlaeT TeMy aKTyallbHOUM Ui COBPEMEHHOW METOAMKH IMPETNOoJaBaHUsI HEPOIHBIX
/MHOCTPaHHBIX SI3BIKOB.

B  Pecny6Gmuke MongoBa, MHOTOHAIIMOHAJIBHOM,  IOJUKYJIBTYPHOM
rocyfapctBe, OOmbIias 4YacTh HaceleHHs JKMBET W paboTaeT B  YCIOBHAX
MOCTOSIHHBIX S3BIKOBBIX KOHTAKTOB, a B y4e€OHOM Ipoliecce B KAaUEeCTBE SI3BIKOB
oOyudeHus: PyHKIIMOHUPYIOT B OCHOBHOM JIBa SI3bIKA — PYMBIHCKUI U pycckuid. s
MIPOJIBIXKCHHST €BPOIEHCKOM 00pa30BaTeIbHON MOJUTHUKH B c(hepe MHOTOS3BIYMS B
cucteMe o0pa3oBaHus ObLT peaTu30BaH Psij MPOeKTOB. Tak, paboTa 1Mo yBeIn4eHUI0
KOJIMYECTBA M3y4YaeMbIX SI3bIKOB Haudajach B KOHIE 90-X roloB MpOILIOTO BEKa B
pamkax pedopmbl oOpa3zoBanus. Torma ke ObUTH CO37aHBI YCJIOBHS, B KOTOPBIX
MPE/ICTaBUTENIM PA3HbIX HAlMOHAJIBHOCTEW (YKpaWHIIbI, PYCCKHE, Taraysbl,
Oomrapsbl), C OTHON CTOPOHBI, U3yYalOT TOCYAAPCTBEHHBIN S3bIK, a C IPYTON — UMEIOT
BO3MOXXHOCTb U3y4aTh POJHOMU SA3BIK U JUTEPATYpPy, a TAKKe UCTOPUIO, TPAJAULIUU U
KyJbTYPY CBOETO Hapo/a.

B suBape 2012 r. MongoBa crama yuyacTHUKOM Egponetickoeo
obpazosamenvioco npoexkma VIA LIGHT, wHampaBIeHHOTO Ha CO3JaHUE
METOJIOJIOTUYECKOH 0a3bl TPO(heCCHOHATBHOM MOTOTOBKH MEar0TroB /sl pabOTHI C
nerbmu-OmuHTrBaMu. C 2015 mo 2020 rr. HarmonansHas accomuanus eBporneicKux
tperepoB Monaossl (ANTEM) peanusoBana npoexm « bununesanvroe oopasosanue
6 laeayzuu: u3zyueHue pPYMbBIHCKO20 U 2A2AY3CKO20 A3bIKO8 6 OOUKONbHBIX
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yupedcoenusx. Iloocomoeka  kadpos». bpeuta  paspaborana IIporpamma
MapajuIebHOTO OOYYEeHUS PYMBIHCKOMY W Taray3ckoMy SI3bIKaMm JJisi CpellHEH,
CTapIIei U MOATOTOBUTENBHON TPYII QOUKOILHO2O 00pA3068aHuUsl, KOTOPAs 3aTeM
obuta BHeapeHa B 37 perckux cagax ATO Taraysus. C 2021-2022 yvyeGHOro roua
Havajia BHEIPSTHCS MIJIOTHASsI IporpaMma OMJIMHTBAIBHOTO OOYYCHHsI Ha YPOBHE
Ha4anvbHo2o U cpeoHe2o obweco obpasoeanus. B Hell Obula 3anelicTBOBaHA
MOJIOBMHA 1WIKO ["aray3uu.

B mae 2024 r. B Pecnybmuke MongoBa yTBepxkaeHa «Konyenyus
MHO2053bIYH020 00pa306anUsLy, TN KOTOPOU TUTAHUpYeTCs: ocymiecTBUTh K 2030
roxy. OHa mpenrnosaraer, 4To 00y4eHHe B MIKOJaX OyJeT BECTUCh OJJHOBPEMEHHO
Ha PYMBIHCKOM SI3BIKE, OJHOM U3 SI3bIKOB MECHBIIMHCTB (B TOM YHUCJIE PYCCKOM) U
OJIHOM MHOCTpaHHOM si3bIke. J[71s apdexTuBHOTO BHepeHus: CTpaTeruu B KauyecTBe
OCHOBHOTO I10/IX0/1a MpeJiaraeTcs UCIOIb30BaHNUE HHTEIPUPOBAHHOTO MPEAMETHO-
SI3BIKOBOTO O0YyUYCHHUSI.

HNuTterpupoBanHoe npenMeTHO-s1361Kk0Boe oOyuenue (Content and Language
Integrated Learning, CLIL) mpexactaBmsier coboii oOpa3oBaTeIbHBIM TOIXOJ, B
KOTOPOM H3y4Y€HHE MHOCTPAHHOTO WJIM HEPOIHOTO SI3bIKa OCYLIECTBIIETCS uepe3
OCBOEHHUE COJIEp)KaHUsl APYTUX Y4YeOHBIX MpeaMeToB. To ecTb OH peaau3yercs
OJTHOBPEMEHHO B JIBYX HANpaBICHUSIX: TOMOIHUTEIbHBIA A3BIK HCIONb3YETCs IS
M3YYEeHMs U MpernojaBaHusl Kak COAep)KaHUs, TaK U caMmoro sizbika. CyTh JaHHOTO
MOJAX0Jla COCTOMT B TMPENOAaBaHUH OJHOTO (MM HECKOJBKHX) HESI3bIKOBBIX
MPEAMETOB Ha BTOPOM SI3BIKE, TIPH 3TOM BTOPOM SI3BIK — ATO JIF000H (MHOCTpaHHBIMH,
HEPOJIHOM, HACJIEAHBIN) JOTIOTHUTENBHBIN SI3bIK, HA KOTOPOM HE BEJAETCS OCHOBHOE
oOydeHue B IIKOJE WM KOTOPBIA HE SBISICTCS POJIHBIM WU JTOMUHHUPYIOIIIM
S3BIKOM OOyHdaromerocsi. B aToM cirydae He TOJIBKO M3y4aeTcsi BTOPOH SI3bIK, HO U
ocBamMBaeTCs MpeaMeT (My3bIKa, Teorpadus, MaTeMaTHKa U JIP.) Ha 3TOM si3bIke. [1pu
TakOM TIOJXOJE B TpOIlECCe M3YUYCHHs] MaTepuaia Mo KaKOW-TMO0 TUCIUTUINHE
oOydJaroluecs: OBJIAJICBAIOT AKAJEMUYECKUM SI3BIKOM U SI3BIKOM KOMMYHUKAIIWH,
pa3BUBas KOTHUTHUBHbBIE HABBIKH.

B otnuune oT TpaAMIIMOHHOTO MpEnofaBaHus S3bIKa, IJI€ OCHOBHOM aKLIEHT
JienaeTcss Ha 00yYeHUH IpaMMAaTHKe U BBIMIOJIHEHUH SI3BIKOBBIX ynpaskHeHuid, CLIL
UCIOJIL3YET COACPIKaHUE TIPEIMETHON 00JIACTH KaK HMHCTPYMEHT OOYUYECHHUS SI3BIKY,
TO €CTh (POKYC MEPEHOCUTCS C U3yUEHUS A3bIKa Ha €ro ucrob3oBanue. KimroueBbiMu
npuniunamMu CLIL gBAstOTCS NpUHIMIT JBOMHOIO 1ienenonaaranvs u npuHuun 4C.
[IpuHIMI ABOMHOrO IeNenojiaraHusl COCTOMT B TOM, YTO OOYy4YeHHE S3BIKY U
OTpeieIEHHOMY MPEAMETY MPOUCXOIUT OJHOBPEMEHHO: B MPOIIECcCe MPEo1aBaHus
1 00y4yeHHs] BHUMaHUE YyJEJSETCs HE TOJIBKO COACPKAHWUIO MpeIMeTa, HO U He
TOJIBKO SI3BIKY; 3TH J[Ba acleKTa «IeperuieTaloTcsa», Jaxe eclid B Kakoi-mubo
MOMEHT 3aHATHS aKLEHT JEeNaeTcs TO Ha OJHOM, TO Ha JApPYyrom acmekrte [3J].
[Tpunnun 4C obecrieynBaeT MHTETPAIIMIO YETHIPEX TIaBHBIX KommoHeHToB CLIL:

Content (ITpenmetrnoe conepxkanne), Communication (Kommynwukanust), Cognition
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(ITosnanne) u Culture (Kynbsrypa). Ilpm peanuzanmm JaHHBIX MPUHIIAIIOB
dbopMUpOBaHHE W Pa3BUTHE KOMIIETEHIIUI MPOUCXOTUT HCKIIOYUTEIBHO 4Yepes
MPAKTUKY.

WHTerpupoBaHHOE NPEAMETHO-SI3bIKOBOE OOydeHHEe CcrocoOcTByeT Ooee
rIyOOKOMy TIOHHMaHHI0 Yy4e0HOrOo MaTepuana, CTUMYJIHPYET KPUTHUECKOE
MBIIJICHHE U TOBBIIIAET MOTUBAIUIO O0YUYAIONTUXCsI, TOCKOIBKY SI3bIK U3y4YaeTcs B
KOHTEKCTE pealbHbIX 3a1au U cutyauuid. B pamkax CLIL ocoOeHHO 3¢ heKTHBHBIM
Py 0OYUYCHHH SI3BIKY SIBIISICTCS JIGKCHUECKUN TTOIXO].

Jlekcuueckuil Moaxon, MpeayIoKEHHbIM aHIVIMMCKUM JIMHIBUCTOM MalkioM
JIproncom B koH1e XX BEKa, OCHOBAH Ha IPEICTaBICHUU, YTO HHOCTPAHHBIN SI3bIK
clieqyeT u3ydaTh IO O0pasily MOCTHXKEHHUS POJHOTO, KOTJa HOCHUTENb SI3bIKa
ucnonb3yer ¢pa3dy, He Bcerja NOHMMAas M 3Has 3HaueHUE e€ DIIEMEHTOB, U
3alIOMUHAET HE OT/ICJIbHBIE CII0OBA, a CJIOBOCOUETAHUA U BhIpakeHus [4]. [1o MHEeHHIO
UCCIIEIOBATENsl, «SI3bIK COCTOUT M3 CJIOBOCOYETaHHM, a HE OTHEIbHBIX CIIOB; W3
rpaMMaTHKOJIM30BaHHOM JIEKCUKH, @ HE U3 JICKCUKOJIM30BAHHON rpaMMaTukny [4, c.
6]. OTO0 O03HauaeT, YTO HOCHTENIM S3bIKa BOCIHPUHUMAIOT €ro HE Kak Habop
OTHENbHBIX TpPaMMAaTHUECKUX TMpaBWJI, a KaK COBOKYNHOCTh YCTONYMBBIX
CJIOBOCOYETaHUH M (PPa3oBBIX HOPMYIT («JIEKCHUIECKUX OJIOKOBY).

Wnen nekcuyeckoro mojaxoja B COBPEMEHHOM HayKe IMOJAJIEPKUBAIOTCS HE
BCeMH HuccaenoBarensaMu. Tak, Oputanckue ydensie JIx. Puuapnc u T. Pomxkepc
YKa3bIBalOT Ha OTCYTCTBHUE y HEro yeTkoit meronosioruu [6]. K. Yonrep u M. CyoH,
aBTopbl OKCPOPACKOTO Kypca aHTJIMHCKONH TpaMMaTHKH, CYUTAIOT, YTO YJallIuecs,
3aTpaTUB TOpa3l0 MEHbIIE BPEMEHU M YCWIUW, 4YeM IMpu 3alOMHUHAHUHU
OTpEAENIEHHOTO KOJMWYeCcTBa (PparMeHTOB, MOTYT OCBOMTH TPAMMATHUKY JISI
COCTaBJICHUS MOHATHBIX (Ppa3 U MPeUIOKESHHIA, KOTOPBIC IPUTOIATCS UM Ha JIOJITOM
MyTH K OBJIAJICHUIO S3bIKOM, IPUOIMKEHHOMY K YPOBHIO HocuTens sa3bika [8]. Tem
HE MEeHee, HE00XO0IUMO YUYUTHIBaTh, YTO HMHOCTPAHHBIN S3BIK, Kak yTBepxkaaet E. J1.
ABepuHa, ycBauBaeTcs IO NMPUHIUIY POJHOrO si3blka [1]. A yCBOeHHE JEKCUKU
BO3MOKHO JIUIIb C YYETOM €€ CUCTEMHOCTH, CMBICTIOBBIX M CTUJIEBBIX OTHOIICHUH,
XapakTepa CBA3aHHOCTH W B3aumojeictBus [2]. [lomuMo 3TorO, HCcaeaoBaHUs B
00JacT KOTHUTHUBHOW JIMHTBUCTUKU [7] TOATBEPXKIOAIOT, YTO MPU H3YUCHHUH
HEPOJHOTO /MHOCTPAHHOTO SI3bIKa CIIOBOCOYETAHUS, KOTOPHIE MO3T BOCIIPUHUMAET
KaK eIMHOE 11€JI0€, OCTAIOTCS B JOJITOBPEMEHHOMN MaMsITH.

Jlexcuyeckuit moaxo OCHOBBIBAETCS Ha TPEX MPUHIIMIIAX.

1. B ocHnose szvika nexcum naexkcuka. YToObl peub Oblia Oerjol u
€CTECTBEHHOM, HEOOXOIMMO 3HATh OOJIBIIOE KOJUYECTBO OO0OBeAMHEHUH (OJI0KOB)
cioB. bernocTs peun He SIBISIETCS Pe3yJIbTATOM 3HAHUSI TPAMMATHYECKUX MPABUIT U
Oonpmioro konuyectsa cinoB. OHa mpencTaBisieT coOOW yMEHHE HCIOIb30BATh
KJIWIIE WU YCTOWYMBBIE BBIPAXKEHUS, IO3BOJSIONINE CTPOUTH BBICKA3bIBAaHUE.
HccnenoBanusi moKa3bpIBalOT, YTO IUIABHOCTH PEYM BO MHOTOM OO0YCJIOBIIEHA
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YMEHHEM HCIIONb30BaTh SI3bIKOBbIE Ia0iaoHbl. ClIOBa HE COYETAIOTCS B pPEuu
CIIy4aifHO, @ YaCTO BBICTYTAIOT KAK MHOTOCJIOBHBIE OJIOKH (MOTYT COCTOSITh U3 ABYX,
TpeX, YEThIPEX, MATH WJIH JaXKe IMIECTH CIOB). DTU MIa0JIOHHBIC €IUHULIBI TIPUIAIOT
pa3roBOPHOM peyd KauyecTBO €CTECTBEHHOCTH. 3HAYMT, OCBOEHHE TOTOBBIX
JIEKCUYECKUX EMHUI] CYIIECTBEHHO YCKOPSIET pa3BUTHE YCTHOM peyu.

2. Jlexcuxa u epammamuxa mecHo 83aumocea3ansl. JJNXoToMus rpaMmMaTuka/
CJIOBapHbIM 3amac HeAoNmyCcThMa. JIeKCHYeCKUMi IOAXO0J OCHOBBIBAECTCS Ha
WHIYKTUBHOM W3yY€HUM TPaMMaTHK{ IOCPEICTBOM pPabOThl C JIEKCHUYECKUMU
eauHUIAMU. JIekcnueckue eMHUITbI, To MHEHUIO0 M. JIpronca, mpeacTaBIsItoT CO00M
JEKCUKO-TpaMMaTHUeCKUe OJIOKM, XapaKTepH3YyIOIIHUeCs Pa3HOW  CTENEHBIO
yCTOMUMBOCTH M (PYHKIMOHUPYIOIIME B S3bIKE Kak enuHoe wnenoe [4, c. 15].
I'pammaTHUeckue CTPYKTYpbl, IO MBICTH HCCIENOBATENs, CIEAYeT H3ydaTh NpPHU
MOMOUIM HAOMIOACHUS, JOTaJKHM M SKCIEPUMEHTHPOBAHUS C S3BIKOM, MIpPUYEM
TOJBKO B KOHTEKCTE, MOCKOJIbKY JIUIIb B ATOM CJIy4ae IMOSBIISIETCS BO3MOKHOCTh
OLICHUTH BECh CIEKTP 3HAYCHHH JEKCUUEeCKOM enuHuLbl. M. JIpronc nogqu€pkuBacr,
YTO U3yYEeHHE JIEKCMUYECKUX OJIOKOB TMO3BOJSIET HE3aMETHO YCBOUTH U
rpaMMaTH4YeCKUE OCHOBBI $S3bIKa, MPH ATOM KOHLEHTPUPYs BHUMaHUE HE Ha
M3YyUYEHUHU TPaBUJI, & HA YCBOGHUHU HUX Ha MpakTHKe. [ paMMaThueckue CTPYKTYpbl
MPETOAI0TCS B BHJIE MOJICTICH WIIM CJIOBOCOUYETAHUH, UTO CIIOCOOCTBYET pa3BUTHIO
y 00yyarouxcs 4yBCTBa A3bIKa U S3bIKOBOM JTOTAIKH.

3. ObyyeHue cmpoumcs Ha u3y4yeHuu U UCNONb308AHUU 8 Pedl JIeKCUUECKUX
0110Kk08. Jlekcuueckre OJ0KH COCTaBIISIOT OCHOBY s3bIKa. [[eHTpaIbHBIM B TIpoIiecce
o0ydeHus JOKHO CTaTh UX U3YUYCHHE, 3aKPEIUUICHUE U TIOCTOSTHHOE MCIIOIh30BAHHE
B pPa3IWYHBIX KOMOMHALMAX. B COOTBETCTBUM C 3TUM y4eOHBIA IJIaH CTPOUTCS
BOKPYI 4YacTOTHBIX ()pa3 M coUeTaHUW CJIOB. YUHUTENIb CMEUIAaeT AaKIUEHT C
a0CTpaKTHBIX MPABWJI Ha KOHKPETHBIC SI3BIKOBBIC 0OPA3IIbl: yUAIIMXCS MOOUIPSIOT
3aMeydaTh M aHAJIU3UPOBATh YCTOWYUBHIE COUETAHMS, a HE 3ayYMBaTh IPAMMAaTHKY
otnenbHo. M. JIplonc yka3bIBaeT: BMECTO JpOOJIEHHS TEKCTa Ha OTIENbHbBIE CI0Ba
HY’)KHO MBICIUTH (Gpa3aMH U BUACTH SI3bIK «IIEJIOCTHO, KPYIMHBIMU €IUHHUIIAMI.
Takum 00pa3oMm rpamMmaTHKa yCBaWBaeTCS KaK YacTh SI3BIKOBBIX IIA0JIOHOB MPH
OCBOCHHHU JIEKCUKH, & HE U3YYaETCsl U30JUPOBAHHO.

C ToukM 3peHHs JEKCHYECKOro MOJX0Ja YETKO pa3rpaHUYMBAIOTCS TaKHe
MOHATHUSA, KaK BokaOymsp (oT anri. Vocabulary) u mekcukon. IlepBoe o6o3HagaeT
CJIOBApHBIN 3aMac — MHOXKECTBO OTJEIBHO B3STHIX CJIOB CO CTPOIO ONPEaeICHHBIM
3HAUYECHHUEM.

JlekcMkOH B paMKax HCCIEIyeMOro IOAXOAa paccMaTpUBaeTcs, Kak
CIIOBAapHBIN COCTaB, BKIIIOYAIOLIUI HE TOJNBKO OT/AEIbHBIE CIOBA, HO U pPa3iHyYHbIE
COUYETaHMsI CIOB — JeKcuueckue 0yioku, miu yaHku (lexical chunks). Jlekcuaeckue
6noku/uanku, o onpeneneHuro O. JI. CBUpUHOHN, TPECTABISAIOT COOO0N «S3bIKOBBIE
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SIBJIGHUS, KOTOPbIE BCTPEUAIOTCA B YCTOMUYMBBHIX M IMOJIYYCTOMYMBBIX €AMHUIIAX U
TpeOYIOT CAaMOCTOSITENIFHBIX YCUITUH B ycBoeHUM» [3, c. 282]. K HUM OTHOCHT:

e 1enbie (passl ('ckopo yBuIuMCH'),

e Havaso ¢pa3 (‘MHE HpaBUTCA ..."),

® KOJUIOKAIUH, TO €CTh CJIOBA, YACTO yNOTpeOsieMble BMECTE

('XomuTh 3a MOKYINKaMu', TIPOTMBHOM JTOXKIb'),

e yaromsbl ('ciienu 3a sI3bIKoM'),

® (hpa3zoBble riIaroisl,

® T[IOCJIOBHUIIBI M KpBUIAThIC (hpa3bl.

Oco0oro BHUMaHUS 3aCTyKMBAIOT KOJUIOKAIIMA — CJIOBA, KOTOPBIE YacTO
BCTpEUAIOTCs /ymoOTpeONsAoTCsT BMecTe. B pycckoM si3bIKe IOAABISIONIEE
OOJBIIMHCTBO KOJIJIOKAIMA CTPOUTCS MO ABYM Oa30BBIM MOJEINSM: TJIaroJIbHO-
MMEHHbIE COYeTaHusl (riaroa + CyIIECTBUTENbHOE: 'MPUHUMATHh pEUICHUE',
'omepxkaTh moOeny', 'BOIUIOTHTH HJCK', 'MpHaaBaTh 3HAYCHHUE'); YCTONYHMBBIC
MMEHHBIE coueTaHus (MpuiiaraTelbHOe/IpuyacTie + CyIecTBUTENbHOE: '3aKISIThII
Bpar', "Kryumii wmopo3', 'kaBep3Hbii Bompoc'). IlomumMo 23TOro, B pamkax
JIEKCUYECKOT0 TOJX0Ja, K KOJUJIOKAIMSIM OTHOCST KOHCTPYKLHHU C JIEKCUYECKU
3aBUCHUMBIMH TIPEAJIOramMu (TJaroj + Mpeajior: TOBOPUTH O (KOM/4eM), CMOTPETh Ha
(koro/uTo), UATH B (HAmpaBJICHHE), CYIIECTBUTEIBHOE + TPEIIor: MpaBo Ha...,
O0opn0a 3a..., BOIA K...).

Komnokaruu 061a1ar0T pa3HoOM CTENEHbIO YCTOMUNBOCTU. BBICOKast CTeneHb
YCTOWYMBOCTHU MPUCYIIA COUETAaHUSAM, B KOTOPBIX 3aMEHa OJHOIO U3 KOMIIOHEHTOB
HEBO3MOJKHA WJIM KpaliHe 3aTpyIHHUTENbHA (Cp., B COUETAHWU 'CTaBHTh YCJIOBHS',
3aMEHUTH IJIaroj 'CTaBUTh' HEBO3MOXHO, HCIOJIb30BaHUE JAPYroro riaroia,
HampuMmep, 'menare' TpuBEAET K OMmMOKe). MeHee yCTOHYMBBIE KOJUIOKAIMU
JOMYCKAlOT 3aMEHy 3aBHCHMOTO KOMIIOHEHTa €ro CHHOHUMOM (B COYETAaHUU
'He3HauuTeNbHasE OMMOKa' MpuiaraTeJIbHOEe MOXHO 3aMEHHUTh CJIOBaMHU 'MelnKas,
'MaJIEHbKasl', IPX 3TOM €T0 CMBICI COXPAHUTCH).

KonndecTtBo nekcudecknx OJOKOB, MO CaMbIM CKPOMHBIM TIOJICUETaM,
OXBAaTBIBACT COTHHU THICSY CIIOBOCOUYETAHH, KOTOPBIC YCBAUBAIOTCS TOCTETICHHO, IO
Mepe COBEpIIECHCTBOBaHMs B pogHoM si3bike. O. JI. CBupuHa pa3aenser ux Ha TPU
rpynnsl [3, c. 284]:

® T[PUBBIYHBIC, TPATUIMOHHO YACTOTHBIE CIIOBOCOYETAHUsS, KOTOpbIE HE
XapaKkTepHBI JUIsI POJHOTO SI3bIKAa B CHIy Pa3lIU4Mii B CMBICIIOBOM OO0BEME,
9T0 OOYCIIOBIMBACT Pa3JIMYUsi B COUYETAEMOCTH; OOJBIIYI0 YacTh M3 HUX
COCTaBJISIOT KOJUTOKAITUH;

® KIMIIC, HUAUOMBI H YCTOﬁqHBBIe CJIOBOCOYCTAHUSA, HC HaAPYLIACMbIC
BBCICHUECM HOBBIX CJIOB HMJIN HOI[CTaHOBKOﬁ OJHOI'0O U3 KOMIIOHCHTOB;,
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e Tr0oTOBbIe (OPMYJIbI U MPUBBIUHBIE (Hpa3bl, «JIEKCUKATUZUPOBAHHBIE OCHOBBI
NpeNIoKEHU»,  KOPPEKTHOE  HCIOJb30BaHHE  KOTOPBIX  TpeOyeT
Pa3BEPHYTOr0 KOMMEHTApUs COLIMOKYJIBTYPHOTO, TMHIBOCTPAHOBEYECKOTO
XapakTepa JUIsl MPaBUILHOTO YHOTPEeOIeHHS B PEUH.

Jlekcuueckuil COCTaB pPycCKOTo si3blka OoraT M pa3HooOpa3eH, a MHOTHE
JICKCUYECKUE eIMHUIIBI MHOTO3HA4YHbI. B CBSI3M ¢ 3THUM 00ydeHue s3bIKy TpeOyer
60sb1ION PabOTHI MO OTPAHUYEHUIO JIEKCUKH, IPEAHA3HAYCHHOMN I YCBOCHHUS, U
0TOOpPY JIEKCHYECKUX MUHUMYMOB, HEOOXOJUMBIX JUIS YCIIEIIHOTO BXOXKACHUS B
KOMMyHHMKanuio. C TOYKM 3pEHUS BHEAPEHHS HMHTEIPUPOBAHHOIO MPEIMETHO-
S3BIKOBOTO 00Y4EHUS 0TOOD JIEKCUYECKUX €AMHUI] IPOBOJUTCS Ha OCHOBE ABOHHOTO
¢okyca: JIekcuKa JoJKHA OBITh PEJIeBaHTHA KaK MPEAMETHOMY CO/EPIKAHUIO, TaK U
KOMMYHUKATHBHBIM LIEJISIM Ha UHOCTPAaHHOM si3bIke. [Ipuuem nexcuueckue Onoku/
YaHKH — 3TO T€ (pa3bl, KOTOpbIe 00yUaIONIMECs MOTYT 3alIOMHHUTD U UCIOJIH30BATh
Ha ypoke. B 3aBUCUMOCTH OT YPOBHS BIIaJICHUS S3IKOM 00YYaIOIIUXCsl IIPOBOAUTCS
METOJIMYECKHU BBIBEPEHHBIH 0TOOP TEPMHUHOB, CHIELIU(PUUHBIX 1 U3y4aeMON TEMBI,
KJIFOUEBBIX CJIOB, CJIOBOCOYETaHUN U (pa3, HEOOXONMMBIX MAJisl OIpeneTeHUs
pa3IMYHBIX SBJIEHWH, UX OMHCAHMS M aHAU3a, a TakXke cJIoB U (¢pa3, KOTOpbIE
MO3BOJISIT YYEHHKaM 00CYyXJlaTh U TNpe3eHTOoBaTh MaTepuai. Ilpu 3tom cHauana
BBOJHUTCSI OCHOBHAasT W YacTO ymnoTpedisieMas JIEKCHKa, a 3aTeM MaTepua
ITOCTENEHHO YCIIOXKHSIETCS.

He meHee BaXHBIM acmeKTOM SBJIsieTCS MOUCK 3((EKTUBHBIX CTpaTerui
paboTsl ¢ nekcukoil. Cpeau mocaeAHUX MOKHO OTMETHTh: HHTEHCUBHOE CITyIlIaHHE
Y YTeHHE ayTeHTHUYHbIX MaTepHalioB, CPABHEHHE IIEPBOT0 U BTOPOro (M3y4aeMoro)
S3BIKOB Ha YpOBHE (Ppa3, MOBTOPEHHUE U PELIUPKYIISILIHIO.

HHTEHCUBHOE CITyIlIaHNE U YTEHUE ayTEHTUYHBIX MAaTEPHUAJIOB II0Ipa3yMeBacT
BHUMAaTeIbHOE HAOMIOICHNE 32 YCTHOW M MUCHbMEHHON PEYbl0 HOCUTENEH S3bIKa C
LIEJIbI0 BBISABIICHUSI XapaKTEPHBIX JIUHIBUCTUYECKUX sBICHUM [4, c. 54]. M3yueHue
IpeaMeTa U 1eJIeBON JIEKCUKU OCYILIECTBISIETCs pU paboTe ¢ TEKCTOM (YCTHBIM U
MIMCBMEHHBIM) 10 PEIMETHON TeMATHKE (UCTOPHsL, KYJIbTYypa, JINTeparypa u T. 1.).
VYyammecss ri1yOOKO TMOTpYXaloTcs B Marepuan, (QOKYCHpPYsICh Ha JeTajsx,
MOHMMAaHUM OOIIel waen W W3BJICUEHUU HOBOM Jiekcwku. [Ipeamomnaraercs
JeTalbHbII aHAU3 YacTo yMOTPeOsseMbIX KOJUIOKAUH U (pa3 U MHOTOKpAaTHOE
oOparieHue K Tekcty. [lomrmo ureHust, 3a1aHusl MOTYT BKITIOYATh BbIIETICHUE HOBOM
JIEKCUKH, TEPEBOJ, COKpAIllEHHE TEKCTa, IEepEecKa3 COJEp)KaHus, COCTAaBICHUE
BOIIPOCOB M JTUAJIOTOB, Pa0OTY € WIUTIOCTPALUSIMHU.

CpaBHeHHE POAHOTO U HM3Y4YaeMOTro SI3bIKOB Ha ypoBHE (hpa3 IMpenrnoiaraer,
YTO TEKCTHI TepeBoasTcss «Omokamu» (chunk-for-chunk), a He mocioBHO. DTO
MIOMOTaeT ySICHUTh U OCMBICIUTH TUITUYHBIE CIIOCOOBI COUYETAHUS CJIOB B U3y4aeMOM
S3bIKE€ M TPEAOTBPATUTh OYKBaJbHBIA JOCIOBHBIM IEepeBOjA, YTO B LEIOM
CHOCOOCTBYET aJIeKBaTHOM Iepefade cMbIcia Mpu OO0CYKICHUH MPEAMETHBIX TEM.
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Takolf moaxon pas3BUBaeT CHOCOOHOCTh OCO3HAHHO BBIACHATh JIEKCHUECKUE
NaTTepHBl B 000MX SI3BIKAX M YCKOPSIET aBTOMATU3ALHUIO pPeueBBIX (OpMYJ IpU
YCTHOM 1 MUCbMEHHOH padoTe.

Perupkynsiiivss HampaBieHa Ha aBTOMATH3alMI0 JIEKCHYECKUX OJIOKOB:
MHOTOKpaTHas  LieJICHalpaBieHHass paboTa C  OIpeleslieHHbIMU  (pa3amu,
KOJIJIOKALIUSIMU U T. 1. B Pa3HBIX 3ajjayaxX NepeBOIUT UX U3 MACCUBHOTO B aKTUBHBIN
3amnac. ¢ (HeKTUBHO cOUYeTaTh HHTEPBAILHOE TOBTOPEHUE U PELUPKYJIISAIIMIO BO BCEX
BUJIAX PEUYEBOH ACATEIBHOCTH (ayJUpOBaHKUE, TOBOPEHHE, YTEHHUE, TUCHMO), YTOOBI
3aKpeIUIATh U3y4YeHHbIE ()OPMBI B pAa3HBIX KOMMYHHMKATUBHBIX KOHTeKCTax. Cpenn
MPAaKTUYECKUX MPUEMOB HanOoJiee pe3yNbTaTUBHBIMH SBISIIOTCA paboTa ¢ ¢uidIi-
KapTOUYKaMM, JUKTAHTBI, pOJIEBbIE UIPHl C HCIOJIb30BAHUEM M3YUYECHHBIX
JEKCUYECKUX OJIOKOB, KyMYJIATUBHBIE IIMCbMEHHBIE 3a/aHusl, I/€ KaXKIbli
CIIEAYIOIIMA TEKCT CONEPXKHUT paHee U3ydeHHble coderaHus. CucreMHas
PELUPKYJIALMS MOBBIIIAET OETJIOCTh PEYM M CHHXKAET KOTHUTHUBHYIO HArpy3Ky IpH
IIPOU3BOJICTBE BBICKA3bIBAHU.

B uHTErpupoBaHHOM NpPEAMETHO-SA3bIKOBOM OOYYEHUU JIEKCHYECKUe OJOKH
PELIUPKYJIUPYIOT 4Yepe3 NPEIMETHBIH KOHTEHT (Ha ypoKax HCTOpPHH, OMOJIOruH,
JUTEPaTyphbl, B IPOEKTHBIX 3aJaHUAX U T. 1.). Ba)kHO MiIaHMPOBATh PELUPKYIISLIHIO
gyepe3 MOJyJIM: CHadajla BHUMAHUE KOHIIEHTPUPYETCsl Ha PELENTUBHOM y3HaBaHUU
B IPEIMETHOM TEKCTE, 3aT€M Ha PENpOAYKLIHU B MPEIMETHO-OPHEHTUPOBAHHBIX
3ajjayax; IIOCTENEHHOE CHMWXEeHHE cKapQoJAMHra IMO3BOJAET  y4YalluMCs
HCIOJIb30BATh JIEKCUKY CAMOCTOSITENBHO MPHU PEIIEHUH TPEIMETHBIX 3aa4.

JUns TpakTHUECKOW peanu3aluy JIEKCHYECKOTrOo MOIX0Aa MPUMEHSIOTCS
CrieluaNbHble METOJIbl M MpueMbl. Ha HauyalbHBIX 3Tanax H3y4eHHUsS HEPOIHOTO
/MHOCTPAHHOTO SI3bIKA 3HAYUTEIBHO OOOTaTUTh CIIOBApHBIA 3amac o00y4yaeMbIX
MO3BOJISIFOT: paboTa co CIOBOOOpa30BaHHEM, MOAOOP CHHOHUMOB U aHTOHHMOB,
nepedpasupoBaHUe  CKa3aHHOTO, pACIIMPEHHE KOHTEKCTa C  MOMOIIBIO
MCTIOJIB30BAHUS OJJHOM M TOW e KOHCTPYKIIMU B PA3HBIX CUTYalUsX.

[Tpu paGoTe ¢ KOHTEHTOM /MaTEpUAIIOM IPUMEHEHHE JIEKCUYECKOT0 MOIX0/1a
mpenarnoyiaraeT  ucmoib3oBaHue wmeroga «Habmogenme — l[umoresa —
OkcnepuMmeHT» [4, c. 178], KOTOpBI BBICTYNAET albTEPHATUBOM TpaJWLIMOHHBIX
MocyeI0BaTeNbHBIX OJJaul MaTepHaja U ero 3akperieHus (myth: [Ipesentanus —
VYnpaxHeHnus: Ha 3akperuieHue — [IpoaynupoBanue /camocrosiTenpHas peds). B
COOTBETCTBUH C Ha3BaHHEM METO/A paboTa C JEKCUKOW IPOBOJUTCS B TPU 3TaIa.

Ha srane «HabmroneHnue» oOyuaromuecs cpasy Mocie 3HaKOMCTBA ¢ TEKCTOM
TOBOPST, YTO AYMAIOT O HEM, M TOJIBKO 3aT€M IIPENoaBaTellb IpeJlaraeT OTBETUTh
Ha BOIPOCHI, CBSI3aHHbIE C €r0 NOHMMaHueM. Jlajee MpoBOAUTCS CaMOCTOATENbHAs
pa0oTa, HanpaBJIeHHas Ha IIOUCK U BBIAEICHUE B TEKCTE JIEKCUUECKUX OJIOKOB, UTO
CIIOCOOCTBYET Pa3BUTHIO HABBIKOB CHHTAarMaTH4eCKOTO BOCIPHSTHS TEKCTa U
CHUHTAaKCUYECKOro aHanus3a npeanoxeHuid. Creqyer OTMETHTh, YTO TEKCTHI,

npeayiaraeMble  00yJaromuMCsl Ha JaHHOM JTare, JOJDKHBI OBITh MPOCTHIMU M
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MOHSATHBIMU, a TaKXe COOTBETCTBOBaTh MX BO3PACTy IO YPOBHIO CIIOHOCTH.
Haubonee > QexTHBHOI Ha JaHHOM 3Tare sBJIsSETCs padoTa B Mmapax WJIM MUHH-
Ipynnax: OHa CHOCOOCTBYeT HHTEHCH(UKAUUU OOy4eHHUs, CTUMYJIHPYET
AKTUBHOCTH U OOMEH MHEHUSMHU 00yUYaIOITIXCA.

Ha BTOopoMm srtamne — «l'umnoTe3a» — IPOBOAUTCS aHAIM3 COCTaBa M 3HAYCHUS
BBISIBIICHHBIX paHee JIeKCHYecknx 0710koB. OOyuaromumecs AeiaioT MpeanoIoKeHus
00 MX yrnoTpeOJIeHUN B PEUH U MBITAIOTCS BHIBECTH 3aKOHOMEPHOCTH (0000ILIEHMS).
PesynbraThl (UKCHPYIOTCS NHCBMEHHO, MPUYEM CHOCOOBI MOTYT 3HAYUTEIHHO
pPasHUTBCA B 3aBHCHMOCTH OT YpPOBHS BIAJCHUS S3BIKOM: OT HPOCTOH 3amucu
KOJUTOKAIi 110 TeMe 0 cocTaBieHus Tabaui. DPPeKTUBHBIM CIIOCOOOM PabOTHI C
JMEKCUYECKUMU OJIOKaMHU SIBISIETCS «CEMaHTHUYeCKash MaTpHIla», TaK Kak B Hee
BKJIIOYAIOTCS HE TOJIBKO MPaBUIIbHBIE COUETaHUS, HO U OMIMOOYHBIE, TPaBUIIbHbBIE
IpU 3TOM OTMeuaroTcs ranodkoil. IloMuMo 3Toro, Marpuiia MOXET BKIIIOYaTh
BO3MOXXHbIE CHHOHHMMBI paccMaTpUBAaEMON KOJUIOKAIMU, COJIEP’KaTh IOMETHI,
YKa3bIBAIOIIME Ha pa3iuuue MEXAY POJIHBIM M H3y4daeMbIM si3bIkOM U Jp. Ilpu
MPOBEpPKE pE3yJIbTaTOB Ha JAHHOM JTale HE JEMOHCTPUPYIOTCS IpaBHJIbHBIE
OTBETHI — JJIS1 UX MOJYUYEHHUSI UCTIOJIb3YIOTCS HAaBOASIIME BOIPOCHI.

Tpernit sTam  paGoThl ¢ JIEKCHYECKUMHU OnokaMu  («IKCTIEPUMEHT)
MpeIoyiiaraeT akTUBHOE HUX HCIOJIb30BaHHWE B YCTHOM W MHCbMEHHOH peuu.
OtpaboTka MOXeT OBITh TpOBeIEHa C TNPUMEHEHHEM IIHUPOKOTO CIEKTpa
yrpaxHeHuil. Hanpumep:

® COOTHECTH COYETAIOIINECs CII0Ba (M COUCTaHMUs);

® [IPOJIOJKUTH CJIOBOCOYETAHHE;

® BCTaBUTb B TEKCT IPOIMYIICHHbIE YacTH JIEKCHUYECKUX OJIOKOB
(¢ dexTuBHO TpH paboTe C Ay TUOTEKCTOM);

® BCTaBUTb B TEKCT HENOCTAIOIIME JIEKCMYEeCKHe eIUHMIbI (CJIoBa,
COYETaHUs CIIOB);

® COCTaBUTh CIIOBOCOYETAHHS MO MOJAETH (HampuMmep, KOJUIOKAILIUU:
CYLIECTBUTENbHOE  +  MpHJAraTtelibHoe C  [pujaraTeabHbIMU-
AHTOHUMAaMHU );

e rnepedpasupoBaTh MPEIOKEHUS, UCIONIB3YsI U3ydaeMble JIEKCHYECKHE
OJI0KU;
OTBETUTH Ha BOIIPOCHI, UCIIONb3YsI U3yYaeMble JIEKCHUECKHUE OJIOKH;
MIPOBECTU UHTEPBbIO-OMPOC M PACCKa3aTh O COOECETHUKE;
COCTaBUThH HEOOJIBIION paccKa3s, UCIOJIb3Ys OMPe/ICICHHbIE JTEKCHUECKHEe
OJIOKH | JIp.

O PekTUBHBIM CIIOCOOOM paCIIMpPEHUsT JEKCUKOHA 00yUYaIOIIUXCS SIBISICTCS
MeTol «TeMaTH4eckuil CIoBapb», IMO3BOJSIOIIMN  ONTUMAJIBHO COYETATh
CHCTEMaTHU3alluI0 JIGKCUKM U AaKTHBHOE HCMOJb30BaHUE s3bIka. OOyuarommecs
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BEIyT CJOBaphb /rioccapuii, B KOTOPOM JIEKCHMKa TPYNNUPYETCs IO TeMam
(tematnyeckuMm mnoiasMm). Ilpu coctaBieHuMM cloBapsl aKIEHT CTaBUTCA Ha
aKKyMYJIMPOBAHUHU HE OTJEIBHBIX CJIOB, & JEKCHUECKUX OJIOKOB.

Takue coBapu MOTYT OBITh JBYSI3bIYHBIME WJIH CHAOKATHCS MOSCHEHUSIMU HA
POJIHOM $I3BIKE, BKJIIOUAIOLMMU ONPEEIICHUs, TEPMUHBI, KOJUIOKAIIUH, CHAHOHUMBI,
aHTOHMMBI, (Pa3eoNIOTU3MBI, TpPUMEPHl  YHNOTpPeOJCHUs B  MPEII0KECHUH,
CTWJINCTUYECKHE TIOMEThl M IEPEBOJ HA POJHOW A3BIK. 3alUCU HEU3MEHHO
CHAOXKAIOTCS TpHUMEpaMU M3 TPEIMETHBIX TEKCTOB (UCTOpHS, OHOIIOTHs), UTO
o0JieryaeT nepeHoc 3HaHUM MeX1y TUCIUITTHHAMU.

JIaHHBIII METOJ IPEANojaraeT peryjasipHOE BbIIIOJIHEHUE 3aJaHUM Ha
MCIIOJIb30BAHUE 3aIMMCAHHBIX B CJIOBAph eAMHUIL. L{MKimyHOe popabaThiBaHuE ITHX
JIEKCUYECKUX €TUHUI] NaéT 00ydyarouuMcsi BO3MOXKHOCTbh OINEPUpPOBaTh UMM HE
TOJILKO BO BpeMSI M3yuU€HHUsSl pPEJIeBAaHTHOM TEMbI, HO U B TE€UYEHHE BCEro Kypca
oOydeHus. JTO YBEIMYMBAET BEPOSITHOCTh 3allOMHHAHMS JIEKCUKH W3 CIIOBaps B
HECKOJIbKO pa3. B paMkax HWHTErpMpOBaHHOIO MPEIMETHO-A3BIKOBOIO OOY4YEHHS
TEMaTUYECKH cioBapb oOecrneynBaeT CHCTEMHYIO TPUBSI3KY JIEKCHKA K
MPEeIMETHOMY COJEP>KaHUIO, YTO OOJIETYaeT yCBOEHHUE M TNpPUMEHEHHE S3blKa B
pealbHbIX yUeOHBIX 3a7auax.

Takum  oOpa3zoMm, Jekcuueckuii moaxon  sABiseTcsa  d(PPEeKTHBHBIM
MHCTPYMEHTOM TMIpH peall3alliii HUHTErPUPOBAHHOTO MPEIMETHO-S3bIKOBOTO
oOyudenus. HecMoTpst Ha TO, YTO OH HEQOCTATOYHO pa3paboTaH W IMpPEACTaBISET
co0o¥ UMb OJTHY W3 CTpaTeruii 00y4YeHUS SI3bIKY, €ro IPUMEHEHUE CIIOCOOCTBYET
NPOAYKTUBHOMY  PAa3BUTUIO MPEIMETHOM W  UHOSA3BIYHOW  KOMIICTECHIMH
o0yJaroImuxcs ¥ CHU)KAET MX KOTHUTHUBHYIO Harpy3Ky 3a C4€T aBTOMAaTHU3alUU
SI3BIKOBBIX 11a00HOB. ONUCaHHBIE B CTaThe METOABI (OTOOp JIGKCHKHU C BOMHON
peNeBaHTHOCThIO, paboTa ¢ JekcuyeckMMH Onokamu, meron «Habmonenne —
I'unoreza — OKcIepUMEHT», TEMAaTHYECKHH CIIOBapb) JIETKO aJalnTUPYIOTCA K
MHOTOSI3bIYHOM peanbHocTH PecryOnmku Monnoa. Ocoboe BHUMaHUE CIETyeT
YACNIATH afanTalui AUAAKTHYECKUX MAaTEPUAJIOB K BO3PACTY U YPOBHIO yYaIIUXCH,
a TaK)Ke UX SMIIMPUYECKON IIPOBEPKE.
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OPTAHM3AIIMS METOJAYECKOMN PABOTHI HAJI TEKCTOM
CKA3KHN HA YPOKAX PYCCKOI'O A3bIKA B THMHA3UAX
C PYMBIHCKHUM A3bIKOM OBYYEHMUA

ORGANIZING METHODOLOGICAL WORK WITH FAIRY-TALE
TEXTS IN RUSSIAN LANGUAGE LESSONS IN GYMNASIUMS WITH
INSTRUCTION IN ROMANIAN

ABORDAREA DIDACTICA A BASMULUI POPULAR LA LECTIILE
DE LIMBA RUSA iN GIMNAZIILE CU PREDARE iN LIMBA ROMANA
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Abstract: The article addresses current issues in the methodology of teaching the

Russian language in national schools. It examines the process of working with the text of a
Russian folk tale. Folk tales vividly reflect national psychology, diverse patterns of
behaviour, interpersonal relationships, and thus the modes of communication characteristic
of a specific national and cultural environment. Folk tales represent a cultural phenomenon
that embodies the national worldview, reinforces traditional moral ideals, and manifests
national behavioural models.
From a methodological perspective, the texts of folk tales serve as an ideal means for
developing communicative, cultural, and linguo-cultural competences, as they contain the
key cultural codes of the people. Working with a folk tale in Russian language classes in
national schools provides ample opportunities for the integrated development of language
skills — listening, speaking, reading, and writing. It engages students in cognitive activity
aimed at understanding textual meaning and fosters the ability to perceive and interpret texts
independently during the reading process. The author concludes that folk tales can and
should be actively used in teaching Russian as a non-native language, as they cultivate
students’ cultural awareness, enhance motivation to learn the language, and serve as an
important didactic unit.

Keywords: folklore, folk tale, methodology of teaching through folk tales, Russian
as a non-native language, foreign-language learners, communicative competence, cultural
competence.

Rezumat: Articolul este consacrat problemelor actuale ale metodicii predarii limbii
ruse 1n scoala nationald. Autorul examineaza procesul de lucru cu basmul popular rus, in
care se reflectd psihologia nationald, diverse forme de comportament si relatii interumane,
modalitatile de comunicare specifice unui anumit mediu cultural-national. Basmul constituie
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un fenomen artistic In care se oglindeste imaginea nationald a lumii, se afirma idealurile
morale traditionale si se manifesta forme specifice de comportament al personajelor literare.
Din perspectiva metodica, textele basmelor reprezintd un mijloc eficient de formare a
competentelor de comunicare, culturologice si lingvo-conceptuale, integrand principalele
coduri culturale ale poporului. Abordarea basmului la lectiile de limba rusd in scoala
nationald oferd largi posibilitdti pentru realizarea intercorelatd a tipurilor cunoscute de
activitate verbala — audierea, vorbirea, citirea si scrierea — si implica elevii intr-un proces
cognitiv complex de intelegere a mesajului textului. Totodata, aceastd activitate contribuie
la formarea capacititii de percepere autonoma a textului in procesul lecturii. Autorul ajunge
la concluzia ca basmul poate fi si trebuie utilizat activ la lectiile de limba rusa ca limba
nematernd, deoarece dezvoltd interesul elevilor pentru cultura, stimuleaza motivatia pentru
invatarea limbii si, nu in ultimul rand, este o importanta unitate didactica.

Cuvinte-cheie: folclor, basm, metodologia lucrului cu basmul, limba rusa ca limba
nematerna, vorbitori de altd limba, competentd de comunicare, competenta culturologica.

Cka3ka Ha ypoKax MO PYCCKOMY SI3bIKY KaK HEPOJHOMY HE OIpaHHYMBAETCS
BBITIOJITHCHUEM OJIHOW, HO BXHOW (PYHKIIMU — «OBITH CPEICTBOM COIMATBLHON H
MEXKYJIbTYpPHOH KOMMYHHKAlMM, KaHAJOM MepeJadd KyJbTYPHBIX 3HAHUN U
comraibHOro ompiTay [10]. C mOMOMmBIO CKAa30K pPEHIaloTCs MHOTHE Y4eOHO-
METOANYECKHUE 3a]1a4H.

PaGota Haj TEKCTOM CKa3KU Ha ypoOKax IO PYCCKOMY SI3BIKY NAET IIMPOKHE
BO3MOXXHOCTH IS B3aMMOCBSI3aHHOTO OOy4Y€HHs BHJIaM pPEUYEBON NEATEIbHOCTH:
ayIUpOBAaHUIO, TOBOPEHHMIO, YTEHMIO UM TUCbMY; BOBJEKAET y4YallMXCid B
KOTHUTUBHYIO JI€ATEJIbHOCTh, CBSI3aHHYI0 C TIOCTHKEHHEM CMBbICIA TEKCTa,
Mpe/CcTaBiIsieT coOoi 00ydYeHHE CaMOCTOSTEIbHOMY CMBICIOBOMY BOCIPHSTHIO
TEKCTOB B mporecce ureHus [10, c. 19].

Pycckas HapogHasi cka3zka COACPKUT HIMPOKUE BO3MOKHOCTHU ISl pa3BUTHUS U
3aKpEIUICHUS SI3bIKOBBIX U PEUYEBBIX HABBIKOB. 3AMETHM, UTO UMEHHO € 3TOTO JKaHpa
HAa4YMHAETCs, KaK IPaBUII0, IPOLIECC OCBOEHUS POAHOIO CJIOBA CAMUMHU pyCCKUMU. B
MOCNeHEE BpeMs TMOSBUIUCh HHTEPECHBIC IMyOIMKAIMM, W3JaHUS, B KOTOPBIX
YUUTEIb HAWJIET METOAWYECKHE COBETHl IO HCIOJB30BAHUIO CKAa3KU YpOKax IO
PYCCKOMY SI3BIKY KaK HEpOIHOMY [2, ¢. 28] wiu moa00pKy MPaKTHYECKUX 3aaHUN
1o TekcTam cka3ok [3]. «IIpuBneubr BHUMaHKE K CKa3Ke, MOKa3aTh, YTO OHA MOXKET
OKa3aTbCs IMOJIE3HOW ... MpH MpOpadOTKe pa3sHOOOpasHBIX TEM B PA3TUYHBIX
acreKTax MpenoJaBaHUsl PyCCKOrO sI3bIKa KaK MHOCTpaHHOro» [2, c. 28] — TakoBa
1eJIb YIOMSHYTBIX HaMU UCTOYHHUKOB. «CKa3ka — JIob, 1a B Hell HamEk! J[oOpbim
Monoanam ypok!» [6, c. 31] — u3BecTHas MyIIKMHCKasg ¢pa3a MOMOTAET MOHSThH
INIyOMHHYIO HUJEI0 3TOr0 JKaHpa YCTHOTO HApOJHOTO TBOpYECTBAa. A UYTOOBI
pasrajiath «HaMEK», HY>KHO 1MOpadoTaTh HaJ COAECPKAHUEM CKA3KU.

Cpenu Bcero MHOroo0pasusi pyCCKUX HAPOJHBIX CKAa30K MPUHATO BBIIEISTH
CJIEIYIOILME TPYIIIIbI:
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— CKa3KH O )KHBOTHBIX;

— BOJIIICOHBIC CKa3KH;

— OBITOBBIE CKa3KH.

CuuTaem, 4To 11€1€CO000pPa3HO 3HAKOMCTBO C PyCCKUMH HAPOJHBIMU CKa3KaMH
HAYMHATH CO CKa30K O KUBOTHBIX, TOCKOJIBKY OHU HauOOJIee MPOCTHI U JOCTYITHBI
JUTsl IOHUMAHUS U B SI3bIKOBOM, M B COJIEP>KATEIIbHOM acleKTax. brITOBbIE e CKa3Ku
TECHO CBfA3aHbl CO 3HAHUEM pEAINH CTaApUHHOIO PYCCKOIO >KM3HEYCTPONCTBA!
OBITOBOTO yKJIaJa, TPAAUIINA U T. 1. Ha HauanpHOM 3Tare o0ydeHus yJdarirecs emie
HE BJIAJICIOT HEOOXOIUMBIM (POHOBBIM MaTepHaioM. BoeOHble CKa3Ku coepkar
0OJBIIOE KOJUYECTBO TEPCOHAXKEH U SBICHHMA, ISl OOBSICHEHHS KOTOPBIX
HEJIOCTaTOYEH UX JIGKCUUYECKUH 3amac.

CaM TEKCT pyCCKMX HapOJHBIX CKa30K O >KMBOTHBIX IpeajaraeT 3aJdaHus
(hOHETHYECKOHN, JIEKCUKO-TPAMMAaTHYECKOH W KYJBTYPHO-CTPAaHOBEIYECKOM
HaIpPaBJIEHHOCTH.

B ckazke «TepemMok» oueHb MHOTO (DOHETHUECKOTO MaTepuasa, HO Haubosee
SApKUM sIBIsieTCsl pedpeH. MHOrOKpaTHOCTh MOBTOpa C HApaCTaHHEM KOJIMYECTBa
JEHCTBYIONINX TIEPCOHAXKEH CITOCOOCTBYET:

® KOPPEKTHPOBKE (OHETHKO-OPHOIMUICCKUX HABBIKOB,
® 0TpabOTKE HABBIKOB UTEHUS PYCCKOTO TEKCTA.

B Havane ckasku: «— Tepem — Tepemok! Kto B Tepeme xuBer? Hukro He
or3bIBaeTcs. Bonwia Mpliika B TEPEMOK U CTalla TaM >KUTh — MOXKUBaTh» [9, c. 3].
[Tocne mosBiICHMS IOCTIEAHETO MPETEHACHTA Ha MPOKMBaHNE B TepeMouke pedpeH
BBITTISLANT Tak: «— TepeM — tepeMok! KTo B Tepeme xuBeT? — S, MblIIKa — HOpYLIKA.
— 51, narymika — kBakymka. — S, 3aii4MK — nonpeIraiduk. — 51, mucuyka — cecTpuyka.
— S, Bom4ok — cepblit 60490K. — A TBI KTO? — A s MeBeb Kocomanblid. — au kK Ham
KUTh. [9, c. 5]»

IIpuBeneM HEKOTOpBIE NPUMEPHI 3aJaHUM IO TEKCTY CKa3Ku «TepemMok».
[TomoOHBIE 3amaHusl MOMOTAIOT MOYYBCTBOBATh «IMOIMOHAIBHYIO TOHAIBHOCTH
cKazkm» [2, c. 12]:

1. I[IpousHecTty cioBa, MPaBUIBLHO U YETKO IPOroBapuBasi MpoOIeMHbIE 3BYKH
(«rePemox», «aHoPymikay, «cectPulkay» u np.)

2. Pacemotpets cTpykTypy (ctpoeHue) cioB: «3aitd—UK», «mc—NYK—-ay,
Bom4—OK». UTO mpugaeTr OTTEHOK YMEHBIIUTEIbHO-JACKATEIBHOIO OTHOIICHUS
HapoJa K 3TUM IepcoHaxam?

3. Kak o0Gpa3oBanbl Cll0Ba, XapaKTEepU3YIOIIHE KUBOTHBIX (B TpaMMaTHKE 3TO
— npwinoxenus): «Hop—Y llIK—ay», «kBak—YIIIK—a», «monpseiraii—4NUK»?

4. OnpenenuTh JIEKCHYECKOE 3HAYCHHE cioBa «Tepem». [logobpaTe k Hemy
CHHOHHUMBI (TepeM — u30a — AoM — kumuie). MumrocTpanuy B KHUKKE TTOMOTAOT
MPEACTaBUTh, KAK BBITJISUT TEPEM — KUIMIIE, MOCTPOCHHOE U YKPAIICHHOE IO
PYCCKHM HallMOHAJBLHBIM TPAIULIASIM 30/14€CTBA.
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3aBeplIaeT CKa3Ky KpaTKO€ ONMCAaHUE IpoIecca CTPOUTENHCTBA HOBOTO
TepeMKa —oOpalaeT BHUMAHHUE yYalluXCcs Ha HAIMOHAIBHYIO PYCCKYIO TPATUIUIO
JeNaTh YTO-TO «BCeM MHUpOM, cooOmia». [lomoOHas cuTyanmus W B CKaszKe
«Permikay [8].

WNnmoctpanun k ckazke «Tepemok» [8] M K ApyrMM CKa3kaM IIOMOIAarOT
COCTaBUTh HATJISIIHOE MPEJCTaBICHUE O HALMOHAIBHBIX OCOOCHHOCTSIX PYCCKOM
OJICKIBI («pydaxay, «ImosICoK», «kadTan», «capadan», «IEPETHUK» H T. 11.).

«B cunmy cBoero coOBITUHHOrO XapakTepa CKazka M300MIyeT IiarojiaMu, a
IJIaroJl, Kak M3BECTHO, — OCHOBA peun. [[o3ToMy Bce JIEKCMKO-TPaMMAaTHYECKUE
TEMBbI, CBSI3aHHBIE C HUMH. .., U3HAYAJILHO 3aJI0’KEHBI B MaTepuale cka3zok...» [1, c.
34]. Pycckas wHapomnas cka3ka «Pemka» [8] mopaxkaer oOWIMEM TIJIarojioB H
pa3Hoo0Opa3HbIX UX HopM.

IIpuBeeM HECKOIBKO IPUMEPOB 3aJaHUN:

1. HasBath (BbIIMCATh) IJ1aroyibl COBEPIICHHOTO M HECOBEPIIEHHOTO BHI0B

(«mmocaiuiny, «BBIPOCIIAa» — COB. BUJI, KTSIHYT» — HECOB. BH]I).

2. Halitu B cKaske TIJIaroiabl-CHHOHUMBI, OO0O3HAYalOIIME 3BaTCILHBIN

nporiecc («mo3Bajia» 6adka BHYUKY — «KJIMKHYJa» BHy4Ka JKydky).

3. Haiitu B Hauame cka3ku OECHPUCTABOYHO — MPHCTABOYHYIO Mapy

OJTHOKOPEHHBIX TJIAroJioB (TSHYT — MOTSHYT). BCIOMHUTE, B KaKuX eIie
CKa3Kax BcTpeuaroch Bam moxoxue mapel (ctana Mpllika <«OKUTh —
noxuBatb» B «Tepemke» [9, c. 2]).

Her, moxamyii, HU OJHOW CKa3KH, TJ€ HE BCTPETUIUCH OBl yCTOWYHBBHIE
COUYETaHUsI, KOTOPBIE, BBIW]IA 32 IPENEIbl TEKCTA, CTAIHN KPbUIATBIMU BBIPAKEHUSIMHU.
Tak, Hanpumep, B ckazke «Boik u Jluca»: «oKuiau — ObUIH», «KPUYU HE KPHUYH, a
HHYETO He MoJenacIIby, «OUThIH HeOuTOro Be3e™ [9, c. 2, 3, 4].

Uuras ckazky «Mama u MeaBenb» co3AaeTcs CUTyauus Uisl oOCYKIEHUS
BOIIPOCOB, CBSI3aHHBIX C OCOOCHHOCTSIMH OBbITa, HAIMOHAIBHBIX KyXOHB: «bymenib
neyky TONUTh, OyNellb Kauly BapuTh, MEHS Kallleld KOPMUTBHY», — TOBOPUT MEIBEIb
Mare. Kamry npoOyer u neBouka B ckaske « Tpu MeaBensi».

Kak u 110001 XyJ0KECTBEHHBIA TEKCT, CKa3KU CIOCOOCTBYIOT PACHIUPEHUIO
CJIIOBApHOTO 3amaca. BO3pMEM TEMaTHYECKyIO TIpPYIILy CIOB, OTHOCSAIIUXCSA K
XapakTepUCTUKE YelloBeka. Tak, MameHbka B cka3zke «Mama u MenBeap» —
2nazacmas u Xumpas, BBIXOAUT U3 KOpoba — 300posas u Hespedumas; B CKa3Ke
«/IBeHaaaTh MecsALEB» Mauexa — 371ds U HcaoHasl, NOUKA — KanpusHas U JeHueas, a
naguepuiia — 0oopas u mpyooaoobusas, CHeTypouka U3 OJJHOMMEHHON CKa3Ku U —
VMHAA, U CMIWIEHAS, U 8E€CENaS.
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Cka3ku MO3BOJSIOT OOOraTUTh CJOBapb IJarojaMM YyBCTB: YCTarThb,
00pazioBaThCs, yIbIOATHCS, IIAKaTh, UCIYTaThbCsd U Jp.; KaK MPABUIIO, HACBHIIICHBI
TJIaroJiaMu JIBUKEHUS: IPUNATH, BOMTH, yOeKaThb, OPOCUTHCS, BBICKOYHTD U T. JI.

VYyamuecs 3akperuisioT 3HaHUS O POJCTBEHHBIX CBA3SIX JIFOJIEH, TIOCKOJIBKY B
CKa3Kax TepoM SBIIAIOTCS JAeAylIKamMM W 0alylIkamMu, BHYYKaMH U BHYKaMH,
J0YEPbMH U CBIHOBBSIMU, MaY€XaMH U MaJUepUIIaMH.

OOyueHne Ha pEUYEBBIX MOJEISAX B KAKOW-TO CTENEHU MpEeACTaBIsIeT
HCKYCCTBEHHYIO Cpely, B TO BpeMs KaK CKa3ka, IpocTas IO CIOXKETy M He
OTSTOIIIEHHAS HEMOCHJIbHOM JIGKCUKOM, CIIY’)KUT OCHOBOM JJISl BBIXO/IA B PEAJIbHBIN
aKT KOMMYHHMKaIIH, HACTPAauBaeT yUalllUXCsl HA aKTUBHOE CAMOBBIPAYKEHUE B PEUM.

Kak u3BecTHO, B CKa3Kax MHOI'ME JAEHCTBUS IOBTOPSAIOTCS TPUXKABI, TEM
CaMbIM €CTECTBEHHBIM 00pa3oM o00ecreunBaeTcsi METOAMYECKOe TpeOoBaHHE K
MHOT'OKPaTHOCTH IIOBTOPEHHUSI C LIENBI0 YCBOEHUS MaTepuaia. [Ipu aTom co3znaercs
CUTyallus Yyclexa, IO3BOJSIOIIAs y4allMMCs 4YyBCTBOBaTh ce0si yBEpEHHEE,
ONTUMHUCTUYHEE, YCIEIIHOCTh 00Y4YEHHUs Y HETO BO3pACTAET.

BaxHo momyepkHyTh, 4TO paboTa ¢ TEKCTAaMHM CKAa30K HE JIOJKHA HOCHUTH
AMU30JUYECKUI XapaKTep: He0OOXOAMMO IIPEUIaraTh y4aumMcs/o0yyaeMbIM YUTAaTh
U PAcCKa3bIBaTh BCE HOBBIE U HOBBIE NI HUX CKa3ku. [Iponecc mo3HaHus HapoJHON
CKa3KM MOXeT ObITh  OOOIOJHBINA:  Y4YHMTENb/TpenojaBaTeib  Mpeiaraet
yYaIMuMCcs1/00yJaromuMesl TTO3HAKOMHUTBCA C PYCCKAM (POJIBKIOPOM, a ydalluecs
paccka3blBAalOT CBOM CKa3KW, NPUYEM, UYTOOBI TOJYYMIIOCH YCIEUIHO, WM
HEOOXOAMMO MpeXkae INEepeBeCTH HX Ha pycckuil s3blk. Takum oOpasoMm, u
MEXKYJIbTYPHBIH aCIEKT UIPaeT HEMAJIOBAXHYIO POJIb HA 3aHATHUAX MO PYCCKOMY
A3BIKY KaK HEPOJHOMY.

«...MlHOCTpaHIly, N3yyarolmeMy pyCCKUH A3bIK», CKa3Ka «J1aéT BO3MOKHOCTh
MOJIyYUTh PA3HOCTOPOHHEE MPEACTaBICHUE O KOPEHHBIX HayajlaX HallMOHAJIbHOU
KU3HI» [2, ¢. 28]: 0 ceMeHHBIX U TPYIOBBIX TPAIUIHX, O OBITOBBIX OCOOCHHOCTSIX
U 0 CBOEOOpa3sHHM MEXJIMYHOCTHBIX OTHOILICHUH PYCCKHX. SI3bIKOBBIE U pEUYEBBIC
BO3MOYKHOCTH CKa3KM — 3TO O€3JOHHBIA KJaAe3b IS YUUTEIs/TIpernoiaBaTess
TUCUUIUIAHBI «PyCcCKuUil sI3bIK KaK HEPOAHOM/ MHOCTPAHHBII».

IToaroToBka 3aHATUH C HUCHOJIB30BAHUEM CKAa30YHBIX MATEpUAIOB YMECTHA
TaKXke B ayJAUTOPUH C 0a30BBIMHU 3HAHUSIMU PYCCKOTO fA3bIKA, TAK KaK CKA30YHBIN
TEKCT XapaKTepU3yeTcs: OJHOMEPHOCTBIO CHOKETa, OTCYTCTBUEM MHOTIOCIOHHOCTH,
a Takxe HeOonpmMM 00bEMOM. [Ipu mocneayroneM U3yuyeHUH MOXKHO YCJIOXKHATh
IpearaeMple ynpaxxHEH!s!, HAlPaBJIsAsd UX HAa PaCKPhITHE TBOPUYECKON aKTUBHOCTHU
yuamuxca. Cpenau 3alaHuii, KOTOPbIE MOXHO HCIOJb30BaTh HAa JAaHHOM JTalle,
MOKHO BBIIEIUTH IE€pPECcKa3 TEKCTa C MOMOILIBIO MPEUIOKEHHBIX CIIOB, a TaKkKe
yHpaXHEHHUE, MPU3BIBAIOIINE PUAYMATh CBOM COOCTBEHHBIM KOHEI CKa3KH.
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ITpu nnaHupoBaHUU ypoKa, CBSI3aHHOTO ¢ pabOTOI Hal PyCCKUMHU CKa3KaMH,
HE00X0AUMO (OPMHUPOBATH 3a]1a4l, KOTOPHIE TIOMOTYT YUUTEIIO CACNATh y4eOHBIN
IpoIlecC HHTEPECHBIM U HACHIIEHHBIM. Tak, mpu o0O0yd4eHUH HEoOXOIUMO
MIPUBJICKATh PA3JIMYHbIC JOTOJIHUTENbHBIE MaTepuaibsl. [Ipexie Bcero, Ha KaxkJIoM
YpOKE JIOJDKEH MPUCYTCTBOBATH MABYS3BIYHBIA CIIOBapb, KOTOPBIM HE TOJIBKO
MIOMOKET 3aKPEIHUTh HOBYIO JIEKCUKY, HO U OTKPOET Ul HUX YTO-TO HOBoe. Taxxke
YUUTENlb JOJDKEH IOMOYb C(OPMHUPOBATH YyYallUXCA OJHO W3 BaKHEHIIUX
YUTATENICKUX YMEHHUH — A3BIKOBYIO JIOTaJIKY, KOTOPask IOMOXET UM JOTa/ibIBaThCs
O 3HAUYEHUE HEU3BECTHBIX CJIOB IO KOHTEKCTY, YTO OOJIerdyuT oOllee MOHMMAaHUE
TEKCTa.

Taxum o6pazom, paboTa HaJl TEKCTOM CKa3KU JOJDKHA BKIIOYATh B ceOs mpu
8ADICHBIX MANA:

® [IPEITEKCTOBBIN (HAIUTE CHHOHUMBI);
® TCKCTOBEIH;
® [IOCJIETEKCTOBBIN (OTBETHTE HA BOMPOCHI) [5].

OCHOBHBIMU 3a7jauaMU nPeomeKcnmogo20 Imana SIBIAIOTCA Pa3BUTHE YMEHUS
IIPOTHO3UPOBATh, U CHATHUE A3BIKOBBIX TpYJHOCTEH y 0Oydaronuxcs. [Ipexne Beero,
IpU TUIAHUPOBAaHMM YPOKAa HEOOXOIMMO NPUHATH BO BHHMAaHUE BO3MOKHBIC
JICKCUYECKUE W TpaMMaTHYECKHE TPYAHOCTH, KOTOPBIE MOTYT TOSBUTHCS Y
oOyyaromuxcs. /i1 ux npeaoTBpaieHust He0OX0IMMO MPOBECTH PabOTy, KOTOpast
Oyzer BKIIOYATh B ce0sl psA HEOOXOMUMBIX yNpakHEHHH. B yucie BO3ZMOKHBIX
Ipo0JIEM MOTYT OKa3aThCsl: HE3HAHUE HEKOTOPBIX JIEKCUYECKUX €AMHULL, TPYAHOCTH
B BOCIPUATHM TPaMMATHYECKUX KOHCTPYKLUH, TPYJHOCTH HPOHUKHOBEHHS B
KoHTekcT. Kak npumMep, MOXKHO 3a/1aTh y4alluMcs psiji BOIIPOCOB, KOTOPbIE TOMOTYT
UM HacTPOUTHCSI Ha OOLIYI0 TEMAaTHKy ypoka. Takike MOXKHO cO3[aTh TaOJuIly, B
OJTHOM W3 KOJIOHOK KOTOpOW OyaeT HOoBas JICKCHKa, a B APYrod 3HAKOMBIE WM
CHHOHMMMYHBIE CIIOBA, U MIPEIOKUTh HAUTH COOTBETCTBUS. Ellle MOKHO BKIIIOUUTH
3aJjaHue, KOTOpOe OyJIeT 3aKIII0YaThCsl B YIabIBAaHUU CO/ICPIKAHUS CKa3KH.

Texcmoegulii man pabOTHI HaJl CKa3KOHM BKIIOYAeT B ce0sl 3a/laHusl, KOTOPbIE
y4ariuecs: BBIOTHSAIOT BO BpeMs YTEHHUs. MIMEHHO Ha 3TOM 3Tare pa3BHBAIOTCS
KOMMYHUKaTHBHBIE YMEHMs pa3IMuHbIX BHAOB uTeHMs. [IpoureHue ckasku
COIIPOBOKAAETCS JIEKCUYECKUM M JIMHTBOKYJIBTYPOJIOTHYECKUM KOMMEHTapUeM CO
CTOPOHBI YUHUTENSI HA IOCTYITHOM JIJIsl YPOBHS YYALIMXCSl PyCCKUM SI3BIKOM, @ TaKXkKe
pa3buparoTcs ycroluuBble BbIpaxkeHMs. Ilocie mpouTeHHs TEKCTa, Mpeagaraercs
MOAPOOHBINA JTEKCUKO-TPAMMAaTUYECKUH KoMMeHTapuil. HeoOX0oIMMo OTMETHTh, YTO
KOMMEHTapUil MOXET cojepkaTh B cebe MpHUMepbl COOTBETCTBUNA MEXIY
M3Yy4aeMbIM SI3bIKOM M POJHBIM SI3BIKOM 00yYaeMBbIX.

231



Lenb e nocnemexcmosozo a3mana COCTOUT B TOM, YTOOBI UHTETPUPOBATH YKe
MMEIOIIMECS] 3HAaHUS Y MHOSI3BIUHBIX YYalllMXCd C BHOBb IOJIYYEHHBIMHU.
[TocnerexkcroBas paboTa MOXKET CTPOUTHCS CIECAYIOLUIMM 00pa3oM:

® 33J1aI0TCs BOIIPOCHI 10 COAEPKAHUIO CHOXKETA CKa3KU;

®  BBINOJIHAIOTCS JIGKCUKO-TPAMMAaTUYECKHUE YITPAKHEHUS;

® 00CYXIaloTCs BOMNPOCHl O MOpaIM, I[EHHOCTAX U HalMOHAIbHBIX
0COOCHHOCTSIX BOCIIPUSITUS, UAECH CKA3KU.

Yuutens MOXET NPeJIOKUTh KIIAcCy B Ka4eCTBE MaTepualia il JUCKYCCUU
cneayrome Bonpockl: Uto moHpaBuiock B ckaszke? [louemy? UTo mokaszanoch
ctpaHHbIM? IloueMy? EcTh 1M mOX0’KH€ CKa304YHBIE MOMEHTHI B BallEM POJIHOM
¢donbkiiope? Kakue oHu? Yuurtenb Takke MOXET emié pa3 OOBSICHUTH 3HAYCHHE
YCTOMYMBBIX BBIPAKEHUM, BCTPEUEHHBIX M HCIOIb3YEMBIX B TEKCTE CKa3Ku, U
MIPUBECTH MIPUMEPHI UX YIIOTPEOICHNS B COBPEMEHHOM Pa3roBOPHOI peun. YUuTelb
MOXET TAKXKE MOMPOCUTH KIIACC NEPECKA3aTh CKa3KYy.

Ha nannom sTane MoryT ObITh 3¢ ()EKTUBHBI CIIETYIONTNE YIPAKHECHHUS:
BOIIPOCHO-OTBETHBIE 3aJaHUS;
3a/1aHMs], COAEPIKAIUE TPOITYCKH;
MHOKECTBEHHBIH BBIOOD;

YHOpaXHCHUA HAa JOMMOJIHCHUSA HC3aKOHYCHHBIX HpC,Z[.HO)KCHHﬁ.
[TocnmerexcroBas paboTa MOKET OBITH IIPOBEICHA KaK B KJlacce, Tak U [oma. B
ayJIUTOPUU YYUTEIh MOXKET IPOBECTU TMOCIETEKCTOBYIO paboTy cpaszy Mocie
YTEHHUSI, WM Ha MOCJIEeAYIoIeM ypoke. JlomaliHss mocierekcToBas padboTa J10JKHA
OBITh TpEJCTaBlieHA B BHUIE YIPAKHEHHH, YTOOBI 3aKpPENUTh MPONICHHBIN
MaTepua.

Jl5is cocTaBneHus: mpuMepa 3aaHusl, MOCBSAIIEHHOTO CKa304YHON TEMaTHKe, 3a
OCHOBY Obuia B3siTa cka3ka «CuBka Oypka». JlaHHBIA BBIOOp OBLT OOYCIIOBIICH
CIIEAYIOMIMMHU (haKTOPaMHU:

1. B naHHOM mnpou3BENEHHM BCTPEYAETCS Cpa3y HECKOJIbKO TUIIMYHBIX
CKa304HBIX CIOKeTOB. Cpel HUX MOXKHO OTMETHTh TakHe, Kak 0oprda ¢
YyACCHBIM IIPOTHUBHUKOM, CHOXKET O ‘Iy,[[GCHOﬁ CHJIC WJIN YMCHHUH, O
paspelieHre TpyAHO! 3a7auu, O CIACeHUH U T. JI.

2. VYwdyamuecs mojydaroT MPeICTaBICHUE O TOHMMaHUU 100pa U 371a B pyCCKON
KyJbTYpE.

3.  MmHorue ¢pa3sl U3 ITOM CKa3KH CTAITH KPBUIATBIMUA U MOTYT YIIOTPEOIATHCS

COBPEMEHHBIMHU PYCCKUMU JIIOJbMH B Pa3rOBOPHOM pedu: OTIYCTH MEHH,
noMory tede u zip.
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CroKeT 3TOM CKa3Ku YK€ JIaBHO CTaJ MPELEACHTHBIM TEKCTOM B PYCCKOH
KYJbTYpE, IEPCOHAXH €€ SIBIAIOTCA JIETKO y3HABAEMBIMU KYJIbTYPHBIMU
MapKepaMHu.

Cka3ka Oorara JIEKCHUKO-TPAMMAaTHYECKUM MaTEepHalOM, KOTOPBIN
IIOMOKET YYalluMCs, H3Yy4YalOIMM pPYCCKUH A3BIK Kak HEPOJHOM,
3HAYUTEJIBHO OBBICUTh CBOM KOMMYHUKATHBHBIE HABBIKH.

Ili1an 3anaTHA 110 cKa3Ke «CHUBKA-0OypKa»:

IIpenrexkcroBbie 3a1aHNS:

1.

Uwuranu 1 BBl KOTJa-HUOYIb PyCCKHe BoJIIeOHbIe cka3ku? Ecnu na, kakue
pyccKue BOIIEOHbIE CKAa3KH BBl UUTATN?

Crayin ObI BBI paccKa3bIBaTh CKa3Ky CBOMM OpaTHKaM WM CECTpUUYKam?
Kakux u3 cnemyromux nepcoHaxeil Bbl 3Haere: MBaH-mypauok, CuBka-
Oypka, baba-sra, Enena-Ilpekpacnas, Mopo3sko, I'ycu-Jlebenu, Kap-ntuua,
Ceppblii BOJIK, MOPCKOM LIAPb.

ITocMoTpHTE Ha KapTUHKY U C €€ MOMOUIbI0 IOCTapalTech MOHATh, O YEM
OyJIeT ckaska.

Onummre 3Ty KapTUHKY, UCHOJB3Ysl CIEIYIOIIME CIOBa: IMOJE, MalbyuK,
KOHb, MILIEHUIA, CUJIETh, JIEXKATh, CIaTh, JIETATh, 30JI0TOE KOJIbIIO.

PadoTa ¢ TeKCTOM CKa3KH:
IIpourtuTe cka3sky.

1.

HO,Z[‘-IepKHI/ITe KapaHJamnoM BCE CJIOBA, KOTOPLIC BaM HC 3HAKOMEI.

ITocaerekcToBBIC 3aJaAHUA:

1. OTBeThbTE HA BONPOCHI:

KTo Takoii cuBka Oypka?

KTo0 Kax1yt0 HOUb TONTAJ MIIEHUILY ?

Koro UBanymika noiiman B ose?

3a xoro xorena BbiiTe 3aMyK Enena IlIpekpacHas?

3auem nmoexayu O6patbst B ropoa?

Kto nomor MBanymike cHATH Koib10 ¢ pyku Enensl [IpexkpacHoii?
Kak y3nana Enena IIpexkpacHas 0 TOM, KTO €€ KeHUX?

Kak BbI nymaere, uem 3aKoHUYMIACh CKa3zKka?

2. liist TOro, 4To0bl y3HaTh, Y€M 3aKOHYMJIACH CKA3KA, 3alI0JJHUTE MPOIYCKH,

HCIOJIB3Ysl CJIeAYyIOIne CJI0BA: CHJIUT, PBAaHbBIC, TPAMKOW, MOTHOCHT, MOJIOJEII,
X0, 00paoBaiach, KEHUX.

Obomwta oHa Bcex, MOAXOIUT K mocienneMy — K MiBanymike. A OH 3a me4xkon
.., OJI©)KOHKAa Ha HEM XyJAas, JANTUIIKHA ............ , OJHA PYKa ............

obBsizaHa. bpares risnar u nymarot: « b ThI, HapeBHA U HameMmy VBamike BUHA
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CIIpallliBaeT:

—IloyemMy 3TO y T€OS, ...ovvvennnn.... , pyka oOBsizaHa?

e B JIeC TI0 TPHOBI ]a HAa CYK HAKOJIOJICS.

— A Hy-Ka, pa3BsbKH, OKaXH!

Pa3zpsizan Banymika pyky, a Ha majble y HETO LIAPEBHUH MEPCTEHb 3aBETHBINM:
TaK U CUSIET, TaK U CBEPKaeT!

Enena IIpekpacHas, B3suia MiBaHylIKy 3a pyKy, OABENA K OTILY U TOBOPUT:

— Bor, 6aTromka, MOH .................. H Hamescs!

YMbum MBanyiiky, npuyecaiu, OA€NIH, U cTal OH He VBaHyIIKON-ypayKkoM,
a MOJIOJEL] MOJIOJLIOM, IPSIMO U HE y3Haeulb!

TyT knath Aa paccykaaTh HE CTAIM — BECEIBIM ITUPKOM Jia 3a CBaIeOKy!

S Ha ToM mupy OBLI, MEII-TIMBO MHUJI, TI0 YCaM TEKJIO, a B POT HE MOMao.
3. HaiinnuTe COOTBETCTBHE MEKAY CKA30YHBLIM MEPCOHAKEM U OTPHIBKOM €ro
peIuIuKH (PenjuKa — T0, YTO TOBOPHUT KOHKPETHbIH MEePCOHANK):

Konp a) oTIycTu MeHs, MiBany1ka, s Tebe momMory
Enena Ilpexpacnas 0) BOT MO )KEHHUX, 32 HETO 3aMYyX TOUTy

4. CoequHHTE CJIOBA U3 TEKCTA C X 3HAYECHUSIMU:

Crapuk a) BBICOKHI OOTaThIii JOM

Tepem 0) MOXKUITION YEIIOBEK

5. lomoiHUTE HEe3aKOHYEHHbIE NMPeIJI0KeHH S :
Konb monpocuin UBAHYIIIKY, ....ovvuiieiiiieiiiieeeiieeaiiaenns
[To3Bast OH CHBKY-OYPKY M HA HEM  ...nuteenttennteenaeeneenneeaneenneeanaeenns
JIBa pa3a MIBaHYIITKA TIPOOOBAIT, HO ...uuveenreeenteenneennneanneenneeanneenneennns
Enena [IpekpacHast HAUaTh UCKATD TOTO, «...vuuneeeennneeennneeeannneeennnnens
A xorna yBujena MBaHYIIIKY, CKa3ala: ....oovvveennneeennnnn..
6. BctaBbTe HeoOXoAMMBIE NPeIJIOTH:
Kun-6b11 crapuk, ... ObUIO ... HETO TpH chlHA. Muasmero Bce MBaHymkoii-
JypayKkoM 3BaJIH.
[Tocesin pa3 crapuk mmenuiy. [loOpas ypoawnace MIIEHWIA, J1a TOJBKO
MTOBAJUJICS KTO-TO Ty MIIEHUILY MATH ... 14 TONTATh.
Bort crapuk .... TOBOPUT CHIHBBSM:
— Muible mou naetu! Creperute MNIICHUIY KaKAYHO HOYb ... OYEPEIH,
normaiite Bopa!
Hacrana nepsast HOUb.
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7. PaboTa ¢ TadJuIen:

Ha3zBanue DyHKUMH B
cKa3Ke

3aunn UToObI IEpEeHECTH CITyIIATeNsl B CKa30UHBIA MHP,
3a4UH TOBOPUT O BPEMEHH U MECTE IEUCTBHUA,
KOTOpbIE HEOpeIeNeHHbl, (JaHTaCTUYHBI.

IKCNO3NIUA BceTynenue, 3HaKOMCTBO C T€pOsSMH, MECTOM
JICVCTBUA.

3aBsi3ka HavanpHbIii MOMEHT B pa3BUTHHU COOBITHIT
IIOBECTBOBAHUA.

Kyabmunauus | Beiciiee HanpsikeHUe ACHUCTBUS B IOBECTBOBAHUU

Pa3Bsizka Pazpemenne koH(MKTa, TPYAHOCTH B
ITOBECTBOBAHUU, UCXOJ COOBITHH.

Konnoska 3aKI0YMTEIbHAS YaCTh IOBECTBOBAHUSA, HOCUT

LIYTOYHBIA XapaKTep, pUTMUYHA, IIEPEKII0YAcT
BHHUMAaHUE CIIyIIaTeNIed OT CKa304HOTO MHUPa K
peaabHOMY.

TakuM 006pa3oM, MOXKHO OTMETHUTh, UTO JaHHAs CKa3Ka uype3BblyaiiHO OoraTa
JUHTBOKYJIbTYPOJIOTHYECKUMH KOMIIOHEHTaMHU, KOTOpbIE JenatoT ee 3¢ HeKTUBHON
pu 00YYEHHH PYCCKOIO s3bIKa KaK HE POJIHOTO.

Padora Han ckaskoil «/IucMuka-cecTpu4Ka M cepblii BOJK» [6]
IIpearekcroBbie 3a1aHHS:

1. IIpounTaiite 3arnaBue ckazku. Kak Bbl JymMaeTe, 0 4eM JaHHAs cKa3ka?

2. [IpounTaiite cnoBa. OO6paTuTe BHUMAaHUE HAa IPOU3HOLICHUE 3BYKa [C].
Jlucuuka, cectpruyka, CEpblid, CaHsX, CEJl, IOBUCh, HE CMOT.

3. IlpounTaiiTe mapsl cjioB. YeM OHU OTIIMYAIOTCS IO 3HAYECHUIO?

Jluca — nucuuka, caHu — CaHsX, CaHei, 3uMa — 3UMOM, CeCTpa — CeCTpUUKa.

[Tpu momoru yero oOpa3oBaIuCh HOBBIE CJIOBA?

4. YuraiiTe CIMTHO MPEAJIOTH C MOCIEAYIOIIUMHU CIOBaMU:

[Tonoxwun on nucy Ha canu. Jlait u Mue. Mnu, HaJOBH, KaK 5 3TO CAenaa.

5. JlononaHuTe NpeaioKeHus CIIOBAMU HECET, BE3ET:

MyX¥UK ......... Ha CaHsX pPhIOy.

JleBoukKa ......... HEeCeT MJIaJIero opara.

6. [Tonbepute cmoBa, KOTOPBIE TOMOTYT OTBETUTH Ha BOIPOC, KAKOW BOJIK M KaKas
nuca. Jlonumure npaBUIbHbIE OKOHYAHUS.

['nym.., xuTp..., pbIXK..., C€p..., TOJIOA....., 311..., YMH...., IyOIUCT.....

7. CocTaBbTE CIIOBOCOYETAHUS U3 JAHHBIX CYIIECTBUTENbHBIX U IIPUIAraTeIIbHbIX.
CymiecTBUTEIbHBIC: JIHCA, BOJIK, PHIOKA,

[TpunararenpHbIC: TOTOHAS, XUTPast, OONBIIIAs], MATCHBKASI.
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Padora ¢ TekcTom:
IHocaymaiite cka3sky.
1. [TonuepkHUTE KapaHalIoOM BCE CJI0Ba KOTOPHIE BaM HE 3HAKOMBI.
IocnerexkcroBblie 3a]aHuA:
1. [IpounTaiite ckazky. OTBEThTE Ha BOMPOCHI:
e Ko Be3 pri0y?
e Kak oOmaHysa nuca Myxuka?
e Yro crenana iuca BoJKy?
e UTto Cc1ydnsioch ¢ BOJIKOM?
Ucnonb3ys Auarpammy BeHH, cpaBHUTE T€pOEB CKa3Ku — JIUCY U BOJIKA.
2. BeinmonHute 3a1aHusl.
e Haiinure B Tekcte onucanue Juckl. [Ipountaiite. Kakoii Bbl npeacrasisieTe
Jlucuuxy?
e Uro eme roBopuTtcs o auce? (ym, xapakrtep)
e Krto Bam GosbIie BCEro MOHPABUIICS U MTOYEMY ?
3. Pacrionoxute B MpaBUILHOM MOPSAIKE KAPTUHKU. Pacckakute mo HUM CKa3Ky.
T i 4 /

L~

b

a3

4. BmecTo TOYEK BCTaBbTE HEOOXOAWMBIA TIJaroji, NpU HEOOXOAUMOCTH
MOJIB3YHUTECH TEKCTOM.

............ nen na 6ada. Kak-to pa3 nmern ........0a0e:
— Ts1, Oaba, ...... MUPOTH, a 5 3aMpsry CaHu, ....... 3a PBIOOIA.
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...... pBIOBI TIOJIHBINA BO3. ........ IOMOW W BHJWT: JIUCA .......... TIOCPEIN

noporu, Oy/ATO HE KUBas.

.... K Hell crapuk, a oHa He mmeBenuTcs. «CnaBHbIA OyaeT BOPOTHUK IS

CTapyXu!» — .......... CTapUK H ........ JIUCY B CaHHU.

5. Paspirpaiite auajor Mexy JIMCOM U BOJIKOM.

6. BcraBpTe NponynieHHbIE TPEJIOTH.
My:KHK BE3€ET ... CaHsAX PHIOY.
[Tonoxxwui OH JIUCY .... CaHWU.

A XuTpast uca BCIO PhIOY ... U3 caHEel BBHIOpOCHIIA.

Cunen oH 10ITO, TTIOKA BOJA ... IPOPYOH HE 3amep3a.

7. llpencraBbTe, 4TO Ball APYT 3a00JeN U He ObUT CEroAHs Ha ypoke. Pacckaxute

€My, KaKyl0 CKa3Ky Bbl CEI'OJIHs YUTAIU HA YPOKE U O YEM B HEU TOBOPUTHCH.

8. Kak ObI BBI XO0TETH, YTOOBI 3aKOHUMIIACH CKa3Ka? BO3MOKHO 11 e€ poJoiKeHHe?

Taxkum O6p330M, CKa3Ka, MOXKET MW JOJDKHA aKTHBHO HCIIOJB30BAaThCA Ha

YPOKax MO PyCCKOMY SI3bIKY KaK HEPOIHOMY, IMOCKOJIbKY (DOPMUPYET y yUalIUXCs
KyJIbTYPOJOTUUECKHI HHTEPEC, MOBBIIAET MOTHBAINIO K U3YUYCHHIO S3bIKA, a TAKKE

BBICTYTIACT B KAYECTBE BAKHOW JUAAKTUYECKON EAMHUIIBI.

8.
9.

BUBJINOI'PADUA :

. BABYIIKHH, A.I1. KoHnenTs! pa3HbIX TUIIOB B JIEKCHKE U (Ppa3e0I0ruu U METOANKA

WX BBIABICHUS // MeTomoNIOTHYecKue MpPOOIeMbl KOTHUTHBHOW JIMHI'BUCTHKH.
Boponex, 2001.

. BAPCYKOBA-CEPI'EEBA, O.M. Pycckas HapogHass cKa3ka Kak HHCTPYMEHT

(hopMUpOBaHUS KOMMYHUKATUBHOW KOMICTCHIIMM WHOCTPAHHBIX ydammuxcs //
Pycckuii s3Ik 3a pyOeskoM. YdeO-MeTo . WLTIOCTPUPOB. KypHai, 2013 — Ne 4,

. BAPCYKOBA-CEPTEEBA, O.M. Uutasg cka3ku.... YueOHOe mocobOue. m3fa. 2-¢,

crepeorurniHoe. M.: U3n-Bo ®@nuHTa: Hayka, 2012.
Bouik u Jluca. Pycckas HapomHas ckaska // Ckasku janst masbimeii. Kpacuonap: Uzn-
BO YibiOka, 2014.

. KYJIMBUHA, H.B. 3auem, 4To 1 Kak 4YUTaTh Ha ypoke? Xy10KeCTBEHHBIN TEKCT NTPH

H3yYEHHH PYCCKOTO sI3bIKa Kak nHocTpaHHoro. CII6., 2001.

. IIYIOKWH, A.C. Cka3zka o 3omotom merymike // Co6. cod. B 3-x Tomax. M.:

XymnoxxecTBeHHas aueparypa, 1985 — T.1.

[NOAPYYHAA, JL.IO. UuTeprperaus npocTpaHCTBA U BPEMEHH BOJIIEOHOH CKa3Ku
B IIporiecce 00yUYeHHUs PyCCKOMY SI3BIKY Kak mHOocTpanHoMy // M3ectust KI'TY ., 2007.
— Ne 12. URL. http://www klgtu.ru/science/magazine/2007 12/.

Penka. Pycckas Haponnas ckaska. KpacHomap: YmeiOka, 2013.

Tepemok. Pycckast HaponHast ckaszka. KpacHogap: YibiOka, 2013.

10.TPBII'YB, U.C. JIuarBOMETOIMYECKUI MOTEHIMAT HAPOAHBIX CKa30K B OOy4YeHUH

PYCCKOMY SI3bIKY KaK WHOCTPaHHOMY MJIAJIIINX HIKOJHHUKOB. ABTOped. JTHCC. KaH].
nen. Hayk. M., 2006.

237



PROVOCARILE EDUCATIEI MULTILINGVE PRIN METODA
PROIECTULUI iN CONTEXTUL VALORIC POSTMODERNIST

THE CHALLENGES OF MULTILINGUAL EDUCATION THROUGH THE
PROJECT METHOD IN THE POSTMODERNIST VALUE CONTEXT

Ludmila BEJENARU, conf., dr. hab.,
UPS ,, Ion Creanga "din Chisinau
Maria-Magdalena FOTACHE, drd.

Ludmila BEJENARU, associate professor, PhD
UPS "lon Creanga",
ORCID: 0000-0002-4984-0620
bejenaru.ludmila@upsc.md
Maria-Magdalena FOTACHE, PhD student
CZU: 37.02:81°246.3
DOI: 10.46727/¢.05-06-12-2025.p238-247

Abstract: This study analyzes how the postmodern paradigm influences the
development and application of educational concepts that aim at multilingualism and
interdisciplinarity. It examines axiological values and principles such as pluralism,
relativism and the autonomy of knowledge, in the context of a constantly changing world.
Through a critical approach, it highlights the effects of globalization, cultural diversity and
technological advances on the learning process, as well as the challenges and opportunities
they bring for the formation of a global citizen, capable of communicating in multiple
languages and integrating knowledge from multiple fields. It is argued that, in education, the
postmodern context represents a critical and pluralistic approach to the learning process,
characterized by the rejection of total meta-narratives and the promotion of diversity,
relativism and reflexivity. In this paradigm, the emphasis is no longer on the transmission of
a single and absolute truth, but on the exploration of multiple perspectives, dialogue and
collaborative construction of knowledge.

Keywords: paradigm, postmodernism, principles, axiology, pluralism, collaboration.

Rezumat: Acest studiu analizeazd modul in care paradigma postmoderna influenteaza
dezvoltarea si aplicarea conceptelor educationale care vizeaza multilingvismul si
interdisciplinaritatea. Se examineaza valorile si principii axiologice precum pluralismul,
relativismul gi autonomia cunostintelor, in contextul unei lumi in continua schimbare. Printr-
o abordare criticd, se evidentiaza efectele globalizarii, diversitatii culturale si avansurilor
tehnologice asupra procesului de Invétare, precum si provocdrile si oportunitétile pe care
acestea le aduc pentru formarea unui cetatean global, capabil s comunice in mai multe limbi
si sa integreze cunostinte din mai multe domenii. Se argumenteaza ca, In educatie contextul
postmodern reprezintd o abordare critica si pluralistd a procesului de invitare, caracterizata
prin respingerea metanaratiunilor totale si promovarea diversitatii, relativismului si
reflexivitatii. In aceastd paradigma, accentul nu mai este pus pe transmiterea unui adevar
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unic si absolut, ci pe explorarea multiplelor perspective, dialog si construirea colaborativa a
cunostintelor.

Cuvinte-cheie: paradigmd, postmodernism, principii, axiologie, pluralism,
colaborare.

1. Introducere

Importanta temei in lumea actuald constd in faptul ca societdtile
contemporane se caracterizeaza prin complexitate, ritm rapid de schimbare si
diversitate culturald. In acest context, abordirile educationale din perspectiva
postmoderna raspund nevoii de a forma cetdteni critici, flexibili si capabili sa
navigheze intr-un mediu informational vast si variat. In plus, acestea sprijini
dezvoltarea gandirii critice, autonomia in procesul de invatare si respectul pentru
diferente, elemente esentiale pentru o societate democratica si incluziva.

Prin urmare, in lumea modernd, in care notiunile de adevar si cunoastere
sunt relativizate, iar mediul educational este in continua transformare datoritd noilor
tehnologii si procesului de globalizare, perspectiva postmoderna devine un cadru
valoric important pentru Intelegerea si abordarea provocdrilor actuale. Ea
promoveaza flexibilitatea, inovatia si deschiderea catre multiple perspective, fiind
astfel, extrem de relevantd pentru dezvoltarea unui sistem educational adaptat
nevoilor societdtii contemporane.

2. Rolul axiologiei in era postmoderna

Axiologia reprezinta ramura filozofiei care se ocupa cu studiul valorilor, a ceea
ce este perceput ca fiind valoros, bun sau estetic. In contextul postmodernismului,
axiologia se distinge prin pluralism, relativism si scepticism fatd de conceptul de
valori universale. Aceasta perspectiva contestd ideea de valori absolute si incurajeaza
diversitatea valorilor culturale si individuale.

2.1. Implicari:

« In epoca postmoderna, valorile devin mai flexibile si mai dependente de
contextul cultural si social.

* Se pune accent pe subiectivitate si pluralitate in evaluarea valorilor,
influentand modul 1n care societatile si indivizii percep binele si raul.

« In domeniul educatiei, aceastd viziune stimuleazi respectul pentru
diversitatea opiniilor si valorilor, promovéand un discurs tolerant si incluziv.

Procesul de invatare si predare in mai multe limbi, cunoscut si sub
denumirea de educatie multilingva, implica dezvoltarea competentelor lingvistice si
interculturale ale persoanelor implicate. Aceasta nu se refera doar la acumularea de
cunostinte despre mai multe limbi, ci si la intelegerea si aprecierea diversitatii
culturale asociate acestor limbi.
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2.2. Consecinte

* Formarea abilitatilor interculturale: educatia multilingva incurajeaza
respectul si intelegerea fata de diferite culturi, contribuind la formarea unor cetateni
globali.

« Stimularea proceselor cognitive: cercetarile indica faptul ca utilizarea mai
multor limbi stimuleaza creativitatea, flexibilitatea mentald si capacitatea de
rezolvare a problemelor.

* Promovarea incluziunii si egalitdtii: aceasta forma de educatie poate reduce
disparitatile sociale si poate oferi oportunitati egale pentru diverse grupuri culturale
si etnice.

* Participarea 1n societate: educatia multilingva sustine implicarea activa in
comunitati multiculturale si faciliteaza dialogul intercultural.

3. Conexiunea dintre valori si educatia multilingva in epoca postmoderna

In perioada postmoderna, valorile pluraliste si relativiste influenteaza modul
in care abordam educatia multilingva. Respectul pentru diversitatea lingvistica si
culturala devine o valoare centrala, iar promovarea acesteia in procesul educational
reflectd o atitudine axiologici deschisd si toleranti. In acelasi timp, educatia
multilingva devine un instrument pentru realizarea unor societdti echitabile, in care
pluralitatea de valori si identitdti este recunoscuta si apreciata.

Astfel ca:

* Valorile in epoca postmoderna pun accent pe pluralism si relativism.

* Educatia multilingva incurajeaza diversitatea lingvistica si interculturala,
avand beneficii sociale si cognitive importante.

» Aceste concepte impreund contribuie la crearea unei societdti deschise,
toleranta si incluziva, in concordanta cu principiile postmodernismului.

Valorile specifice postmodernismului, precum pluralismul, relativismul si
scepticismul fatd de naratiuni universale, au influentat profund modul in care
aborddm procesul educational, in special In domeniul multilingvismului si al
studiilor interdisciplinare. In context educational, acestea promoveazi o deschidere
spre multiple perspective, incurajand elevii si studentii sa exploreze si sd integreze
diverse culturi, discipline si moduri de cunoastere.

4. Educatia multilingva si interdisciplinara in contextul valorilor postmoderne

4.1. Promovarea diversitatii culturale si lingvistice: prin prisma educatiei
multilingve, se incurajeaza dezvoltarea unei perspective globale, in care respectul
pentru diferentele culturale si lingvistice joaca un rol central. In conformitate cu
valorile postmoderne, se evidentiazd importanta pluralismului, ceea ce duce la
acceptarea relativismului in cunoastere si la recunoasterea existentei multiplelor
adevaruri si interpretari.
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4.2. Integrarea disciplinelor: conceptul de educatie interdisciplinara reflecta
ideea postmoderna de a depasi limitele traditionale ale disciplinelor pentru a aborda
probleme complexe din mai multe unghiuri. Aceastd abordare stimuleaza
creativitatea si gandirea criticd, contribuind la flexibilitatea si adaptabilitatea
cunoasterii.

4.3. Deconstructia metanaratiunilor: valorile postmoderne promoveaza critica
marilor naratiuni si explicatii unificatoare, incurajand o abordare pluralistd a
cunoasterii. In domeniul educatiei, acest lucru inseamni recunoasterea si
valorificarea diversitdtii de perspective si experiente ale elevilor si studentilor.

5. Rolul diversitétii si pluralismului in formarea identitatii si cunoasterii

* Formarea identitard: diversitatea culturald si lingvisticd contribuie la
conturarea unei identitati multiple si fluide, In care indivizii 1si pot reflecta si
imbogati propria fiintd prin contactul cu alte culturi si perspective. Pluralismul
faciliteaza exprimarea autenticitdtii si promoveaza respectul si empatia.

* Dezvoltarea cunoasterii: intr-o societate caracterizatd prin pluralism,
procesul de invatare devine unul dinamic si co-constructiv, in care multiplele
perspective si experiente contribuie la o Intelegere mai nuantatd si complexa a
realitdtii. Acest lucru stimuleaza gandirea critica si abilitatea de a evalua informatiile
provenite din diverse surse.

* Promovarea tolerantei si coeziunii sociale: diversitatea si pluralismul
favorizeaza dialogul intercultural si reduc riscul excluziunii, contribuind la formarea
unei societati mai toleranta si echitabila.

Valorile postmoderne, prin accentul pus pe pluralism si diversitate,
influenteazd profund modul in care percepem educatia multilingvd si
interdisciplinard. Ele sprijind formarea unor identitdti multiple si flexibile si
incurajeazd o cunoastere deschisa, criticd si adaptabild, contribuind astfel la
construirea unei societdti mai tolerante, incluzive si capabile sd raspunda
complexitatilor lumii contemporane.

6. Digitalizarea procesului educational si posibilitatea accesului la resurse in
diverse limbi si domenii reprezinta schimbéri majore in sectorul educatiei, aducand
atat avantaje, cat si provocari pentru valorile fundamentale ale invatdmantului.

6.1. Avantaje:

Democratizarea accesului si extinderea oportunitatilor: utilizarea tehnologiei
permite elevilor si cadrelor didactice din diferite zone geografice sa beneficieze de
resurse variate, in mai multe limbi, contribuind la reducerea inegalitatilor socio-
economice si la promovarea egalitatii de sanse.
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Dezvoltarea competentelor interculturale: accesul la continut in diverse limbi
sprijind Intelegerea si respectul pentru diversitatea culturald, favorizand o atitudine
toleranta si deschisa.

Flexibilitate si adaptabilitate In procesul de invétare: resursele digitale
faciliteaza personalizarea experientei educationale, raspunzand nevoilor individuale
ale elevilor si promovand autonomia in invatare.

Imbogitirea continutului educational: accesul la multiple discipline si domenii
stimuleazd gandirea criticd, creativitatea si abordarile interdisciplinare, aspecte
esentiale pentru dezvoltarea personald si profesionala.

6.2. Provocari:

Pierderea valorilor traditionale: dependenta excesivd de tehnologie poate
diminua accentul pus pe valorile traditionale si pe relatiile umane in cadrul
procesului educational.

Riscul fragmentarii si superficializarii cunostintelor: accesul la un volum mare
de informatii din mai multe limbi si domenii poate duce la supraincércare
informationala si la o intelegere superficiala daca nu se gestioneaza corespunzator.

Disparitatile 1n accesul la tehnologie: diferentele in disponibilitatea
echipamentelor si resurselor digitale pot amplifica inegalitatile sociale si regionale,
afectand echitatea in educatie.

Eroziunea valorilor fundamentale ale educatiei: In mediul digital, valori
precum integritatea academica, responsabilitatea si empatia pot fi puse sub semnul
intrebarii daca nu sunt promovate si consolidate in mod explicit.

Pentru a valorifica pe deplin avantajele digitalizarii si diversitatii lingvistice
si disciplinare, este crucial ca sistemele educationale sd promoveze o culturd a
valorilor solide, precum respectul, responsabilitatea si autonomia, asigurand totodata
echitatea si calitatea procesului de invatare.

7. Metoda proiectului in educatia multilingvd: Analiza provocarilor si a
contributiei sale la dezvoltarea interculturalitatii.

7.1. Procesul educational contemporan

Cercetarile psihopedagogice aratd ca procesul educational contemporan se
afld Intr-o continua transformare, impusa de cerintele globalizarii si de diversitatea
culturald tot mai vizibildi in contextul scolar. In acest cadru, dezvoltarea
competentelor comunicative interculturale reprezintd o prioritate strategica, iar
metoda proiectului se contureaza ca instrument fundamental in atingerea acestui
obiectiv. Se urmdreste evidentierea diferentelor intre proiectele didactice
implementate Tn mod traditional si cele realizate prin metoda proiectului, justificand
alegerea temei prin relevanta sa pentru formarea unei educatii incluzive si
interactive.

242



7.2. Metoda proiectului
Aceastd metoda poate fi consideratd un reper identitar si social pentru
grupurile de elevi, deoarece interpretarea mesajelor lingvistice este influentata de
contextul socio-cultural in care are loc actul comunicativ. Astfel, predarea si
invatarea prin proiecte nu mai sunt simple instrumente de transmitere a cunostintelor,
ci reprezintd un cadru de descoperire, socializare si interactiune culturala.
7.3. Educatia formala, in contextul globalizarii
Educatia formald, in contextul globalizarii nu se limiteazd doar la
transmiterea informatiilor; ea trebuie sa fie orientata catre formarea competentelor
complexe: gandire critica, empatie, adaptabilitate si competenta interculturala — atat
la elevi, cat si la cadrele didactice. Metoda proiectului ofera experiente autentice de
colaborare si reflectie, legdnd sarcinile de invatare de realitdtile elevilor si
pregatindu-i pentru a rezolva probleme concrete. Pregitirea adecvatd a cadrelor
didactice este esentiald pentru ca elevii sa dezvolte aceste cunostinte si atitudini.
Competenta didactica interculturald nu consta doar in respectarea metodologiei, ci
presupune ca profesorul sa devind facilitator al invatarii interculturale, modeland
atitudini, abilitati si valori care sustin creativitatea relationald. Astfel, rolul
profesorului se extinde de la simpla transmitere de informatii la medierea trecerii de
la gandirea monoculturala la una interculturala si universala.
7.4. Perceptia profesorilor asupra culturii
Din perspectivd personald si profesionald, aceasta constituie un reper
esential Tn modelarea competentei comunicative interculturale la elevi. Integrarea
dimensiunii interculturale in curriculum poate fi realizatd prin tehnici neinvazive,
cum este infuzarea unui concept intercultural in lectii, care ofera continutului
didactic o nuantd si un sens suplimentar. Literatura de specialitate indica un interes
crescut pentru metode didactice inovative care sd sustind dezvoltarea competentelor
interculturale. Profesorul intercultural sustine invatarea colaborativa, coordoneaza
intelegerea diferentelor culturale fara prejudecati, promoveaza reflectia si dialogul si
evalueazd procesul de invatare si comportamentele interculturale ale elevilor.
Formarea cadrelor didactice reprezinta un element central in redefinirea culturala a
scolii contemporane. Competenta interculturala trebuie sa fie continud, intentionatd
si integrata transversal In activitatile educative, iar competenta comunicativa
interculturald devine instrumentul principal pentru atingerea acestui obiectiv.
Metoda proiectului se dovedeste a fi cea mai eficientd pentru dezvoltarea
competentelor interculturale: oferd elevilor experiente reale de cooperare,
responsabilitate si reflectie, iar contexte autentice de invatare faciliteaza transferul
competentelor in viata cotidiand. Profesorul, perceput ca ,,agent al schimbarii”,
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trebuie sd construiascd discursuri accesibile tuturor grupurilor culturale si sa
actioneze ca modelator al relatiilor interumane si interculturale.

Profesorul intercultural, constient de identitatea sa, anticipeaza si cultiva
competentele pe care elevii le vor demonstra in contexte multiculturale.
Interculturalitatea presupune prezenta si interactiunea echitabild a diverselor culturi,
promovand aprecierea propriei culturi, deschiderea catre ceilalti si colaborarea intre
segmente culturale variate ale comunitatii.

7.5. Competenta interculturala

Reprezinta mobilizarea eficienta a cunostintelor, a metodelor de actiune, a
trairilor afective si a atitudinilor pozitive pentru gestionarea situatiilor de interactiune
interculturald. Aceasta include comunicarea adecvata, adaptarea creativa si cdutarea
armoniei sociale. Diferitele conceptii despre competentd — ca performanta, proces
sau perspectivd constructivistd — contribuie la un cadru teoretic solid pentru
educatia interculturald. Educatia interculturald nu este un supliment, ci o dimensiune
esentiala a educatiei moderne; prin metoda proiectelor, valori precum solidaritatea,
respectul si toleranta devin experiente reale pentru elevi, nu doar concepte teoretice.

Competenta comunicativad interculturala este un ansamblu de cunostinte,
abilitati si atitudini care se modeleaza gradual, incurajand la reconceptualizari in
dimensiunea personald si profesionald a individului ca urmare a implicarii intr-un
contact intercultural contextualizat formal. Pentru dezvoltarea acestei competente
cea mai eficientd metoda este “metoda proiectelor”, care ofera elevilor experiente
autentice de colaborare, Invatare si reflectie iar sarcinile de invatare provin din lumea
acestora care, in timp 11 vor ajuta sa rezolve probleme reale din viata. Profesorul este
perceput in contextul actual ca fiind un ,,agent al schimbarii care promoveaza
intelegerea si toleranta’’ (Delors, J., 2000, p. 119), care trebuie sd formuleze ,,un
discurs accesibil si semnificativ pentru toate grupurile a caror compozitie este, din
punct de vedere cultural, din ce in ce mai diversificatd’’ (Conseil superior de
I’éducation 1987, p. 14 apud. Cucos, C., 2000, p. 259). Educatorului intercultural i
se atribuie un nou rol, cel de ,,modelator al relatiilor interumane si interculturale®’
(Cozma, T., 2011, p. 212), intrucat invétarea interculturald cuprinde Intreaga
persoana.

Interculturalismul implicd intelegerea, aprecierea si valorizarea culturii
proprii, propune o relatie Innoita a propriei persoane cu toti cei din jur, cunoscuti sau
straini, indiferent de cultura sau mediu social dezvoltand un grad ridicat de maturitate
culturala si de intelegere si acceptare a celor din jur dar si colaborarea intre diferitele
segmente culturale si etnice ale unor comunitati. Interculturalismul este o dezvoltare
sociabild si individuala, echitabild si durabild care dezvoltd atitudini, abilitati,
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incredere, deschidere, respectul pentru cultura celorlalti si este rezultatul unui proces
de Invatare.

Competenta interculturald reprezinta capacitatea de a mobiliza cunostinte,
metode de actiune, trdiri afective, atitudini pozitive in rezolvarea unor situatii de
interactiune interculturald, abilitatea de a comunica adecvat si eficient cu persoane
care apartin altor culturi, Intelegdnd diferentele de norme, de conduita, de
comportamente, de valori si moduri de gandire, capacitatea de adaptare a individului,
de reorganizare intr-un mod creativ, organizat, tolerant care ajuta la formarea
armoniei sociale. In acest context ne putem gandi la mai multe tipuri de concepte de
competente:

conceptul de competenta ca performanta este definit si inteles ca si ,,capacitate
de actiune intr-o clasd de situatii comparabile”, care leagd competenta de
performanta.

conceptul de competenta ca proces este un ,,model integrator al competentei”,
un construct dinamic”.

conceptul de competenta ca perspectiva constructivista: Stoof, A. propune un
,ooundary-approach” (,,abordare de frontiera”) pentru competenta ca perspectiva
constructivistd, o reprezentare vizuala sub forma de “ameba” pentru a demonstra ca,
granitele competentei pot varia In functie de aceste variabile.

Tardif, J defineste competenta ca o capacitate complexd de actiune care se
bazeaza pe mobilizarea eficace a unei varietati de resurse.

7.6. Educatia interculturala

Educatia interculturala este o educatie a relatiilor interpersonale, abordeaza
diferentele culturale, promoveaza comunicarea si interactiunea eficientd intre
persoane din medii culturale diverse, este fundamentalda pentru pregatirea elevilor
pentru a calatorii si prospera intr-o lume complexa si interconectata. Aceasta nu este
un ,supliment”, ci o dimensiune necesara educatiei moderne caracterizatd prin
interactiune, comunicare, cooperare, depasirea barierelor culturale, solidaritate,
incredere, respect reciproc, iar metoda proiectelor creeaza cadrul perfect pentru ca
aceste valori sd devind experientd de viatd, nu doar teorie Concentrandu-se pe
intelegerea culturii si interculturalitatii, cercetand identitatea culturald, profesorii,

292, b4 =9

folosindu-se de abordarea pedagogica “invatarea prin practicd”, pot pregati si
“Inzestra” elevili cu cunostinte, competente, abilitati de cooperare, deprinderi si
atitudini necesare pentru interactiuni interculturale de succes pentru a dezvolta
diversitdti si manifestatii culturale.

Legatura dintre abilitatile interculturale, provocdrile din educatia
multilingva si interdisciplinard, procesul de Invatare din zilele noastre,

interculturalitate si utilizarea ,,metodei proiectului” poate fi inteleasd prin modul in
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care aceste concepte se coreleazd pentru a sustine dezvoltarea unor indivizi
competenti, pregatiti pentru societatile globalizate si caracterizate prin diversitate.

Abilitatea interculturald include capacitatea de a intelege, aprecia si
comunica eficient cu persoane din culturi diferite. In contextul educatiei, aceasti
competentd devine fundamentald pentru promovarea respectului, tolerantei si
dialogului intercultural. Provocarile generate de mediul educational multilingv si
multidisciplinar implica faptul ca elevii si studentii trebuie sd se descurce intr-un
mediu plin de varietate lingvistica si cunostinte din diverse domenii. Aceste
provocari necesitd adoptarea unor metode inovatoare si integrate pentru a dezvolta
competente multiple, inclusiv cele interculturale. Procesul de invitare din zilele
noastre se caracterizeaza prin accent pe metode active, colaborative si centrate pe
beneficiar, precum si pe dezvoltarea de competente generale. In acest sens, integrarea
elementelor interculturale si a abordérilor interdisciplinare devine esentiala pentru a
pregati elevii si studentii sa faca fata provocarilor societatii globale.

Interculturalitatea reprezintd promovarea dialogului si intelegerii intre
diferite culturi, fiind un pilon al educatiei moderne. Ea sustine dezvoltarea abilitatilor
interculturale si faciliteaza invétarea intr-un mediu caracterizat prin diversitate
lingvistica si interdisciplinaritate.

»Metoda proiectului” este o tehnica pedagogicd bazata pe invétarea prin
realizarea de proiecte, care incurajeazd autonomia, gandirea critica si colaborarea
intre elevi. Aceastd abordare favorizeazd integrarile interdisciplinare si
interculturale, oferind elevilor oportunitatea de a explora subiecte din perspective
multiple, de a colabora 1n echipe diverse si de a-si dezvolta competente interculturale
in contexte reale.

8. Concluzie

Integrarea metodei proiectului in procesul educational contemporan sprijina
dezvoltarea competentei interculturale, raspunzdnd cerintelor unei educatii
multilingve si multidisciplinare. Astfel, se contribuie la formarea unor cetateni
globali, capabili sd comunice si sa colaboreze in societati din ce in ce mai diverse si
complexe, promovand interculturalitatea ca valoare fundamentald a educatiei
actuale.
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Abstract: Knowing how function various media, the way we interact with them and
use them, is becoming a necessary component of the literacy of a modern person. Media
education performs a unique function of preparing university students for life in the
information society. It can be considered as a process of personality development, as with
the help of media communication methods it’s possible to improve the level of culture,
develop creative, communicative abilities, increase the depth perception, interpretation,
analysis and evaluation of media texts. Media educational tasks and forms of work promote
reading, writing, listening and spoken English skills, develop critical thinking, creative
students’ abilities and significantly increase their cognitive interest.

Key words: media education, communication, approach, method, student.

Rezumat: Cunoasterea modului de functionare a diferitelor media, a felului in care
interactiondm cu acestea si le utilizdm devine o componentd necesara a alfabetizarii unei
persoane moderne. Educatia media Indeplineste o functie esentiala in pregéatirea studentilor
universitari pentru viata in societatea informationala. Ea poate fi consideratd un proces de
dezvoltare a personalitatii, deoarece, cu ajutorul metodelor de comunicare media, este
posibila imbunatdtirea nivelului de culturd, dezvoltarea capacititilor creative si
comunicative, sporirea profunzimii perceptiei, interpretarii, analizei si evaluarii textelor
media. Sarcinile educatiei media si formele de lucru asociate promoveaza competentele de
citire, scriere, ascultare si vorbire n limba engleza, dezvolta gandirea critica, capacitatile
creative ale studentilor si sporesc semnificativ interesul lor cognitiv.

Cuvinte-cheie: educatie media, comunicare, abordare, metoda, student.

Effective teaching of English based disciplines has become a crucial task of
modern higher education. Modern methods and technologies aim to promote the
quality of education. The development of the Internet and artificial intelligence
programs provide unlimited opportunities for choosing optimal programs and
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resources in higher education. Among the various terms for defining the features of
the functioning of language in the information environment, Computer-Mediated
Communication / Internet-Mediated Communication, or, as it is also called, Digital-
Mediated Communication, occupies a prominent place in education. The World
Wide Web is a source of information and one of the most powerful motivational
factors in learning English. The development of Internet technologies has
emphasized the importance of English as a communicative standard for
representatives of different cultures. Therefore, a deep knowledge of English is
paramount for obtaining a competitive information-literate employee. The
combination of information and communication technologies, the impact on
educational practice indicates that the main task facing their implementation is the
adaptation of students to life in the information society [1, p.10-11].

In many European countries media education today functions as a system that
has become an integral part, on the one hand, of the general educational training of
young people, and on the other, of mass information processes. It is an attribute of
globalization transformations, a factor in the competitiveness of the economy, and is
inextricably linked with the development of democracy in the information society
[2, p. 76].

Media technology in the process of education is based in the interactive
approach, that puts into action interactive textbooks, different online platforms and
digital recourses, as Gemini, BBC Learning English, Grammarly, Kahoot, Coursera,
video conferencing services Zoom, Google Meet. Online platforms allow you to
diversify classes, and at the same time significantly facilitate the work of the teacher.
Besides, various group projects and online discussions, help students exchange
experience [3, p. 12-13]. This also serves to develop their social skills. For example,
online platforms Moodle are effectively used in English language teaching.

To improve lexical, grammatical, and stylistic skills of monologue and dialogic
speech, presentations are used, which allows you to combine information from
various sources, involve images, and include video clips in training. They rase
language learning effectiveness, individualize it. Students tend to be more motivated
to develop language proficiency when using their media experiences in an
educational environment. Furthermore, the internet may be fostering new forms and
styles of civic engagement, that are at least potentially more inclusive, while digital
technology opens new ways of bringing theory closer to practice [4].

The process of teaching the features of media communication in higher
education should be organized taking into account the principle of individualization
of students' learning, which will make it possible to ensure a high level of their
cognitive activity and achieve the intended learning results. The teacher should
create optimal conditions for revealing the possibilities of the student's personality,
in particular through trusting relationships between the students themselves and the

teacher, which mobilizes their creative potential, forms confidence in their abilities
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and, thus, will lead to the process of intensive assimilation of the material, will arouse
a steady interest in studying the academic discipline [5, p. 14].

Various genres of mass media communication are implemented in new
textual and discursive practices, for example, communication in Chatbots and the
use of artificial intelligence capabilities in "digital" communication; the use of
messengers, virtual storytelling, SMM technologies and interaction with the
addressee in digital media. In addition, such key medialinguistic concepts as
"mediatext", "mediagenre", "mediadiscourse" and others in the communicative
space of the Internet have been thoughtfully investigated [6, c. 65]. The results of the
work provided students with a lot of language practice through activities using
newspapers, magazines, radio, TV, movies, books, Internet, and tasks which develop
reading, writing, speaking and listening skills. These media not only entertain
students, they encourage reading English in general, both inside and outside the
classroom, promoting extensive reading by giving the students the confidence, the
motivation and the ability to continue their reading outside the classroom [7, p. 81].
Speech exercises based on the use of films are able to convey cultural values,
interpersonal relationships, and current behavioral patterns, stimulating students'
communication in English classes.

Teaching English to university students called forth the need to rely on the
preferable use of authentic materials of different type, since text arrays from the real
communicative practice of native speakers have a special impact on the development
of students' communicative and linguistic competence. According to communication
principles, practical English classes are considered as a special form of interaction,
aimed at revealing the students’ inclinations, and taking into account their general
level of training, capabilities and abilities and aptitudes [8, p. 45]. For example, The
University of Cambridge's online platform Empower is available to all Ukrainian
universities and offers courses not for self-study, but with the support of a teacher.
This online resource contains Cambridge Empower courses from Al to C1, general
English courses for adults, students and high school students, which combine
classroom material with individual online practice [9, p. 212].

The involvement of media texts in the learning process opens up
opportunities for supplementing and updating the content of the program material
with relevant useful information, while relying on the latest scientific works.
Students learn to distinguish media information by type, form, genre and content. A
variety of written and oral tasks combine exercises that should teach them to react to
the information received, to comprehend it and provide thorough answers, to analyze
according to the scheme, to interpret the information heard or read.

Monological speech, as a form of oral speech, involves a detailed, coherent
and continuous narration produced by one person, and addressed to the addressee
that may be a separate person, a group of people, or even a whole audience. Such

forms of communication, as well as dialogical lines, must be logically connected to
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the general context of the conversation with the help of special linguistic means
(speech clichés used to enter into a conversation, express agreement/disagreement,
objection, etc.) The specific features of digital monologue include dynamism,
emotionality, and multifunctionality [10, c. 68].

The modern education goals state that media literate students become not
information gathering, but information creating. Today's students can create different
stories on almost every topic expressing a particular point of view. These may be
realized as the cases of storytelling, digital narration and presentation formats [11, p.
18-19].

Further development of monological speech in class involves taking into
account the level of development of monological speech skills according to the
following criteria:

- to what extent the monological presentation reflects the topic of the
proposed mediatext and whether all the aspects specified in the task have been fully
highlighted;

- whether the volume of the monological presentation is complete and what
is its lexical, grammatic and stylistic design;

- whether it’s being performed at a natural pace, what are the phonetic-
phonological characteristics of speech.

The effectiveness of the formation of communicative English-language
competence is based on continuity, integrity, and systematicity during training. By
choosing forms, methods, and techniques for working with media texts in English
classes, students acquire critical thinking and learn to analyze, synthesize, compare,
evaluate information, and express their assessment. For this purpose, authentic media
texts, short animated films, excerpts from popular films, television programs (shows,
interviews, materials from English-language newspaper and magazine websites) can
be used.

Dialogical skills involve possessing a sufficient stock of functionally diverse
replicas and combine the ability to replicate (exchange replicas in a dialogue), to
pursue one's strategic line in the process of communication in agreement with the
linguistic intentions of the interlocutors or contrary to their intentions; to predict the
behavior of the interlocutors. The result of dialogic pedagogical technology is not
only the acquisition of English with the readiness to participate in various forms of
communication, but also the development of motivation to understand the
interlocutor, to dialogue, which contributes to mutual enrichment with cultural
values, stimulates partnership cooperation [3, ¢. 12]. The practical results will show
the competences in email communication, participation in different talks (round-
table, interview, conflict situations).

Methodological approaches to teaching English are closely related to the
planning and organization of students' independent work. Multimedia technologies

allow students to prepare and present their own projects, find material for writing
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term papers. Mastering certain knowledge and skills in the process of active
cognitive and practical activity improves students’ communicative competence.
Along this path, it is possible to offer project methodology, case method, and
preparation of one's own portfolio. Students may work independently, or in groups,
develop their lingual skills, learn to be interactive. Using gamified materials, like
specific textbooks is sure to increase students’ interest in the English language
learning and activate their background knowledge. Besides, students may evaluate
themselves, identifying shortcomings and choose the tasks corresponding their
educational level.
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Abstract: Learning a foreign language helps to contribute to the formation of students'
creative abilities. The purpose of teaching a foreign language is the formation of
communicative competence, but the formation of creative abilities is equally important.
Foreign language competence is the ability and willingness to use language to solve
communicative tasks. The main task for the development of creative thinking is to move
away from habitual behavior. The article is devoted to the formation of creative abilities.
Special attention is paid to the formation of communicative competence. The article
highlights various methods of developing creative potential, such as divergent thinking,
associative techniques and an interdisciplinary approach, which will allow students to
become more flexible and adaptive in a rapidly changing world. To develop students'
creative thinking, it is advisable to organize brainstorming sessions, solve non-standard tasks
and create innovative projects. The presentations can help to understand the nature of
students' creative thinking and develop skills in generating ideas, solving non-standard tasks,
and finding original approaches to learning and everyday life.

Keywords: creative thinking, learning English, avoiding habitual behavior, ability to
think outside the box, an unusual solution

Rezumat: Invitarea unei limbi striine contribuie in mod semnificativ la formarea si
dezvoltarea capacitatilor creative ale studentilor. Desi scopul principal al predarii unei limbi
straine este dezvoltarea competentei comunicative, formarea gandirii creative reprezintd o
dimensiune la fel de importanta a procesului educational. Competenta intr-o limba strdind
presupune nu doar cunoasterea sistemului lingvistic, ci si capacitatea si disponibilitatea de a
utiliza limba pentru rezolvarea unor sarcini comunicative diverse. Dezvoltarea gandirii
creative implicd, In primul rand, depasirea comportamentelor si tiparelor de géndire
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obisnuite, favorizand flexibilitatea si originalitatea in abordarea situatiilor de Invatare.
Prezentul articol este dedicat analizei formaérii capacitatilor creative ale studentilor in
procesul de invidtare a limbii engleze, cu un accent deosebit pe rolul competentei
comunicative. Sunt evidentiate diverse metode de stimulare a potentialului creativ, precum
gandirea divergentd, tehnicile asociative si abordarea interdisciplinara, care contribuie la
dezvoltarea unor competente esentiale pentru adaptarea intr-o lume aflatd intr-o continud
schimbare. Pentru dezvoltarea gandirii creative a studentilor, se recomandad organizarea
sesiunilor de brainstorming, rezolvarea sarcinilor non-standard si realizarea unor proiecte
inovatoare. Activitatile de tip prezentare faciliteazd intelegerea particularitatilor gandirii
creative ale studentilor si contribuie la dezvoltarea abilitdtilor de generare a ideilor, de
solutionare a problemelor neconventionale si de identificare a unor abordéri originale atat in
procesul de invatare, cat si in viata cotidiana.

Cuvinte-cheie: gandire creativd, invatarea limbii engleze, depasirea tiparelor
comportamentale, gandire ,,outside the box”, solutii neconventionale.

A foreign language is a general education subject and can contribute to the
formation of students' creative abilities. The purpose of teaching a foreign language
is the formation of communicative competence, but equally important is the
formation of creative abilities in the classroom. In foreign language lessons,
functional literacy is a foreign language competence, the ability and willingness to
use language to solve communicative tasks. The content of functional literacy
includes: mastering competent oral and written speech; the ability to have a dialogue
in a standard life situation; the ability to formulate a problem independently.
Teachers face the task of developing a personality capable and willing to participate
in intercultural communication. The existing contradiction between the need to
develop students' creative abilities and the organization of the learning process in
foreign language classes requires the teacher to find teaching methods that enable
the acquisition of knowledge, skills and abilities, the expansion of educational
horizons, the development of personal qualities, moral values, attitudes and beliefs,
as well as the formation and development of students' creativity.

The purpose of the research is to create, describe and substantiate a creative
approach and a set of methods and techniques aimed at shaping the creative thinking
of students in English classes. The use of a creative approach in teaching English and
the inclusion of methods and techniques, aimed at the formation of creative thinking,
in the educational program will significantly increase the level of creativity of
students and contribute to the formation of their communicative competence.

Currently, a transition from the theoretical foundations of the development of
creative thinking to finding ways to develop creative abilities is underway. The
nature of creative abilities has been revealed, the features and criteria of creativity
have been identified, however, methods and techniques for the formation of students'
creative abilities have not been sufficiently developed. In the process of developing
creativity, it is necessary to involve students in creative activities, to form
knowledge, skills and abilities. In the process of developing creativity, the teacher
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acts as the organizer of the students' activities. Various methods and techniques of
work are used to form students' creative thinking. To achieve maximum results, one
can use methods and techniques of creativity formation not only in foreign language
lessons, but also during extracurricular activities. It is worth noting that along with
the use of various methods and techniques, it is necessary to take into account the
following principles in the process of developing creativity among students:
systematicity and consistency, accessibility, visibility, individual approach, strength,
consciousness and activity, communication skills.

The development of students' creativity in foreign language classes is more
effective if the following conditions are taken into account:

- the teacher is competent and has a high level of professional skills;

- a favorable socio-psychological climate has been created in the foreign
language classes;

- tasks and exercises of different difficulty levels are used, depending on the
individual and age characteristics of the students and their creative, intellectual and
physical abilities;

- pedagogical methods, techniques and forms of teaching a foreign language
correspond to the personal and age characteristics of students;

- the educational institution is well equipped with all necessary technical
facilities and modern equipment;

- positive qualities of students are formed and developed in the classroom;

- encouraging original ideas expressed by students, avoiding criticism.

Creativity and creativity are two concepts that are inextricably linked and give
the teacher great opportunities. Creativity is understandable and close to every
student and is of great importance in their lives.

Knowledge and creativity help to increase interest in learning a foreign
language and remove the language barrier. The methods that can be used in a foreign
language learning course in order to develop students' creativity help not to focus on
memorization and what students should remember, but to remove the fear of
evaluation through creativity and develop communication skills.

One of the well-known methods is the TPR (Total Physical Response) method,
aimed at perceiving language through the senses. It is an example of the
comprehension approach, where at the first stage the most important thing is to listen
and perceive a new language.

The essence of the method is to memorize new words, phrases and lexical
constructions using gestures, commands, pantomime and games. The necessary
information is absorbed by students through all the main channels of perception:
visual, auditory, kinesthetic.

The left hemisphere is mainly responsible for abstract logical thinking and
speech, while the right hemisphere is responsible for imaginative thinking, that is,

for creativity, imagination and intuition. Using the TPR method allows to use both
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hemispheres, new information gets not only to the left hemisphere through speech
perception, but also to the right hemisphere in the form of images supported by
positive emotions.

The purpose of this method is to form students' communicative competence
and develop their creative abilities. This method also provides an opportunity to
enjoy learning a foreign language and reduce stress during the learning process.

The principles of TPR are: stimulating memory through psychomotor
associations, reducing anxiety, inductive learning of grammatical material, the
formation and development of creative abilities, conscious understanding of the
material.

Students are not passive listeners in the classroom, they are actively involved
in the educational process: they repeat words, phrases with different intonation,
movements and invent their own games. The teacher plays an active role. It is the
teacher who decides what to teach, how to model and present new material, and also
selects supporting materials.

TPR can and should be used to solve a variety of tasks: to work out vocabulary,
activate temporary constructions, learn stable expressions, stage stories, physical
training sessions.

The exercises of this method are diverse: Invisible pictures, Action songs,
Story time, Leap frog, Guess who/what, Make a snowman, Crocodile and others.

This method opens up an incredible scope for the teacher to perform various
game tasks, which, despite their seeming frivolity, contribute to the study and
consolidation of very complex aspects of language learning, while developing the
creative thinking of each student.

Another well-known method is the method of musical influence. With the help
of music and songs in English, lexical units are more firmly assimilated and
vocabulary is expanded, pronunciation skills are improved, grammatical
constructions, rhythm, intonation are better absorbed due to «immersion» in an
authentic environment, and musical hearing develops.

All types of song work help to stimulate interest in the subject, promote team
building and develop the creative abilities of each student. The song fosters high
moral qualities, broadens horizons, helps to get acquainted with foreign culture.
Thanks to music, a favorable environment is created in the classroom and the
psychological burden is reduced. There are many different techniques and exercises
for working with music. The selection of exercises takes place depending on the level
of language proficiency, the age of the students, their interests, the topic of the
material being studied, and what a particular lesson is aimed at (vocabulary,
grammar, phonetics or communication).

Conclusions. The considered methods have a positive effect on the dynamics
of results in several indicators: the level of motivation to learn English, the level of

development of creative thinking, the level of formation of communicative
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competencies. The researchers note that during the use of creative approach methods
in teaching English lessons, students' interest in the subject increases, there is a desire
to participate in a competitive movement; positive dynamics of the development of
creative thinking among students and indicators of the formation of communicative
competence in this subject are revealed. The prospects of using these methods in
English classes in the formation of students' communicative competence and the
development of creative thinking.
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Abstract: This article examines the axiological potential of teaching English in the
context of multicultural education. It is emphasized that modern foreign language teaching
should go beyond a purely linguistic focus and become value-oriented. This axiological
approach to education is aimed at developing students' tolerance, respect for cultural
diversity and readiness for intercultural communication. The article analyzes the role of
English as a means of promoting humanistic and civic values and identifies pedagogical
conditions that ensure the realization of this axiological potential. It is concluded that
teaching English contributes to the development of a multicultural individual capable of
conscious and value-oriented interaction in the modern world.

Keywords: axiological approach, values, multicultural education, teaching English,
intercultural communication.

Rezumat: Prezentul articol examineaza potentialul axiologic al predarii limbii
engleze 1n contextul educatiei multiculturale. Se subliniaza faptul ca predarea moderna a
limbilor strdine trebuie s depaseasca o perspectiva strict lingvistica si sd capete o orientare
valoricd. Abordarea axiologicd a educatiei este orientatd spre dezvoltarea tolerantei, a
in randul studentilor. Articolul analizeaza rolul limbii engleze ca instrument de promovare
a valorilor umaniste si civice si identificd conditiile pedagogice care asigurd realizarea
acestui potential axiologic. in concluzie, se evidentiaza faptul ci predarea limbii engleze
contribuie la formarea unei personalitati multiculturale, capabile de interactiune constienta
si orientata axiologic in lumea contemporana.

Cuvinte-cheie: abordare axiologica, valori, educatie multiculturald, predarea limbii
engleze, comunicare interculturala.
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Modern society is characterized by dynamic processes of globalization,
migration and cultural interaction, making teachers all over the world to rethink the
goals and objectives of education. In this context, multicultural education, aimed at
developing individuals capable of effective intercultural dialogue and respect for the
values of different peoples, is particularly important. At the same time, the role of
English as a universal means of communication, culture and self-identification in the
global world is constantly growing.

However, teaching English in today's context goes beyond the traditional
approach to education, which merely presupposes the acquisition of grammatical
structures and vocabulary. It is becoming a tool for shaping students' value
orientations, fostering tolerance, respect for cultural diversity and willingness to
interact with representatives of other cultures [3, p. 425]. Now, teaching English
possesses significant axiological potential, the realization of which contributes to the
development of multicultural individuals and more meaningful language learning
[2, p. 84].

The purpose of this article is to identify the axiological potential of teaching
English and determine the pedagogical conditions for its implementation in the
context of multicultural education.

The axiological approach is based on the recognition of the central role of
values in the educational process [1, p.688]. Education is viewed not only as a means
of transmitting knowledge, but also as a space for the development of spiritual, moral
and cultural values of the individual and for the formation of students' ability for
value self-determination and dialogical perception of the world. In pedagogy, the
axiological approach is realized through conceptualizing education as a process of
educating an individual who is oriented towards humanism, tolerance and
cooperation. Consequently, the teaching of foreign languages, particularly English,
becomes not only a means of understanding another culture, but also a means of
instilling in students a system of values based on respect, openness, and awareness
of the world's diversity [5]. The implementation of a wide range of axiological
objectives is observed in the process of teaching English.

Firstly, through linguistic materials (authentic texts, audiovisual resources,
cultural realities) students become aware of the diversity of cultural behavior
patterns, norms and traditions. They understand that no culture is better or worse
than another; each culture is unique.

Secondly, English lessons create conditions for developing critical skills for
cultural dialogue: willingness to discuss current social issues, mutual teamwork on
various projects, participation in international exchanges and online communication.
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Thirdly, language learning develops personal qualities in demand in the
modern world: responsibility for one's words, willingness to listen and be heard,
critical thinking and empathy. All of this reflects the individual's axiological
potential, aimed at fostering an active, culturally mature and tolerant person.

The realization of the axiological potential of the English language teaching
requires a systematic approach and a conscious position. It is important for teachers
to view the lesson not as a transfer of knowledge, but as a dialogue between cultures
and values. The following effective methods of teaching can be recommended:
project-based activities, where students explore cultural phenomena and create joint
projects; analysis of media texts (films, interviews), allowing the discussions on
moral and cultural issues; debates on tolerance, cultural diversity and social justice;
the case study method aiming at problem-solving and communication.

Let’s consider the use of the case study method in the process of teaching the
subject “Communicative English course” for Master’s students.

The axiological potential of using the case study method in teaching English
in the context of multicultural education lies in its ability to integrate language
learning into the development of students' values and intercultural competence. The
learning of the English language “means no longer the study of its speakers’
language, but the language of intercultural communication which enables speakers
of different languages and cultures to understand each other” [4, p. 117]. By
analyzing real-life situations reflecting diverse cultural characteristics, students
develop their language skills, as well as engage in moral and ethical reflection,
practising respect and tolerance for other cultures.

For example, the students are given the case “Bessarabia brand” about the need
of countries and territories to create a unique brand to promote themselves both
among their citizens and abroad. The students read the text, identify the problems
and start discussing possible solutions to solve them. While thinking, they are asked
to answer the following questions:

1) What values, in your opinion, can be the basis for the creation of the brand
of Bessarabia?

2) Which audience should the promotion of Bessarabia primarily target: its
own citizens or the international community?

3) What can become a positive symbol of Bessarabia? Then, the students are
asked to propose their concepts and tools for promoting the region of Bessarabia,
taking into account its multiculturalism and diversity of nationalities.

Solving this case stimulates critical thinking and problem-solving, allowing
students to evaluate their actions and decisions in the context of universal values. It
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serves as an effective pedagogical tool for developing students' value-based
worldviews and enhancing their communicative competence in English.

Thus, teaching English possesses a high axiological potential, which is realized
through the development of key values of multicultural education: respect, tolerance,
openness, and citizenship. Through language learning, students master not only the
means of communication but also models of cultural behavior, learning to see
diversity as a source of development and mutual understanding. Implementing an
axiological approach to teaching English fosters individuals capable of conscious
participation in the global community, possessing a sense of responsibility, empathy,
and cultural identity. In a multicultural world, it is the value-based aspect of
education that becomes the foundation for the sustainable and humanistic
development of the individual and society as a whole.
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Abstract: The article analyzes the role of folk tradition as an axiological resource in
contemporary education, emphasizing the transformation of didactic folklore into a
reflective tool for developing cultural, ethical, and civic competences. Starting from the
premise that post-modernity generates a crisis of value references, the paper argues that folk
tradition can function as an “informal curriculum” capable of re-configuring meanings and
supporting education for diversity. The approach is interdisciplinary: theoretical
perspectives from hermeneutics, ethnography, critical pedagogy, and practical theory are
placed in dialogue with concrete examples of teaching practices (craft workshops,
integrative curricular units, cultural mobility projects). The study proposes methodological
models through which folklore becomes both an interpretative object and an active resource
in schools, alongside formative assessment criteria focused on reflective and intercultural
competences. The paper concludes that the revalorization of folk tradition does not imply
conservative restoration, but rather critical and creative reconstruction, essential for shaping
citizens in a pluralistic society.

Keywords: folk tradition, axiological resource, education, cultural diversity

Rezumat: Articolul analizeaza rolul traditiei populare ca resursd axiologica in
educatia contemporana, insistand asupra transformarii folclorului didactic intr-un instrument
reflexiv de formare a competentelor culturale, etice si civice. Pornind de la premisa ca
postmodernitatea provoaca o criza a reperelor valorice, lucrarea sustine cé traditia populara
poate functiona ca ,,curriculum informal” capabil sd reconfigureze sensuri si sd sustind
educatia pentru diversitate. Abordarea este interdisciplinara: teoretizéri din hermeneutica,
etnografie, pedagogie critica si teoria practica sunt puse in dialog cu exemple concrete de
practici didactice (atelier de mestesug, unitati curriculare integratoare, proiecte de mobilitate
culturald). Se propun modele metodologice prin care folclorul devine obiect interpretativ si
resursa activd 1n scoald, alaturi de criterii de evaluare formative axate pe competente
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reflexive si interculturale. Lucrarea concluzioneaza cé revalorificarea traditiei populare nu
inseamnd restaurare conservatoare, ci reconstructie criticd si creativa, esentiald pentru
formarea cetdtenilor Intr-o societate plurala.

Cuvinte-cheie: traditie populara, resurse axiologica, educatie, diversitate culturala

Introducere

Traditiile populare reprezinta una dintre cele mai vechi forme de expresie a
valorilor, credintelor si practicilor colective, configurand un sistem complex de
repere axiologice care au modelat, de-a lungul secolelor, identitatea culturala a
comunitdtilor. Ele constituie nu doar un depozitar de simboluri si obiceiuri, ci si 0
forma de intelepciune colectiva transmisd intergenerational, prin care se asigura
continuitatea valorilor morale, estetice si sociale. In lumea contemporani, dominata
de pluralism cultural, de fluiditate identitard si de schimbari accelerate la nivel
tehnologic si social, se ridicd tot mai insistent problema raportului dintre aceste
valori traditionale si noul context axiologic al postmodernitétii. Educatia, in calitatea
sa de principal instrument de transmitere a valorilor si de formare a constiintei
individuale si colective, se confrunt astazi cu o provocare dubla: pe de o parte, aceea
de a ramane relevanta intr-o lume globalizata, digitalizata si fragmentatd din punct
de vedere valoric; pe de alta parte, aceea de a conserva sensurile profunde ale culturii
traditionale, fara a le transforma in simple relicve ale trecutului. In acest sens, relatia
dintre educatie, traditii populare si axiologie devine o tema centrala in dezbaterile
pedagogice si culturale actuale. Postmodernitatea, ca etapa istorica si culturald, se
defineste printr-un proces amplu de relativizare a valorilor, de pluralizare a sensurilor
si de contestare a metanaratiunilor. Intr-o asemenea paradigma, adevarul, binele si
frumosul — piloni ai culturii moderne si premoderne — sunt reconsiderati n functie
de contexte, de perspective individuale si de experiente subiective.Aceastd
fragmentare a universului valoric produce, inevitabil, o tensiune intre stabilitatea
traditiilor si fluiditatea postmodernitatii. Traditiile populare, prin caracterul lor
conservator si normativ, par sa se afle in contradictie cu spiritul libertar, ironic si
autoreflexiv al lumii postmoderne.Totusi, o analiza atentd releva ca intre cele doud
nu existd o opozitie absolutd, ci mai curand un potential dialog — un proces de
resemnificare axiologica in care valorile traditionale pot fi reinterpretate, adaptate si
integrate in noile contexte educationale. Din perspectivd educationala, traditiile
populare nu sunt simple obiecte de studiu etnografic, ci resurse formative capabile
sa sustind dezvoltarea integrald a personalitatii. Ele oferda modele de comportament,
principii de viatd, repere morale si simboluri identitare care contribuie la formarea
unei constiinte axiologice stabile. Educatia valorilor, intr-o lume dominatd de
incertitudine si relativism, are nevoie de un fundament care sa ii asigure coerenta si
continuitate, iar traditiile populare pot juca acest rol, daca sunt recontextualizate
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263



resemnifica in acord cu nevoile si experientele generatiilor actuale. De pilda,
obiceiurile calendaristice, cantecele si povestile populare, mestesugurile sau
ritualurile comunitare pot fi valorificate in procesul educational ca suporturi
simbolice pentru transmiterea unor valori precum solidaritatea, harnicia, respectul
fata de natura, ospitalitatea si simtul comunitar. Aceste dimensiuni axiologice, care
definesc cultura traditionald roméneasca, pot deveni instrumente pedagogice
relevante pentru formarea unei atitudini etice si civice responsabile. In contextul
postmodernitatii, in care educatia riscad sd devind excesiv instrumentalizatd si
orientata exclusiv spre performanta si competente pragmatice, reintegrarea traditiilor
populare 1n discursul educational reprezintd un act de reumanizare a invatarii.
Problematica identitatii culturale este, de asemenea, esentiala in aceastd discutie.
Postmodernitatea propune o conceptie deschisa, fluida si plurald asupra identitatii,
insd acest pluralism nu trebuie confundat cu pierderea radacinilor culturale.
Dimpotriva, educatia are misiunea de a forma indivizi capabili sa-si asume propria
identitate Intr-un dialog permanent cu alteritatea. Traditiile populare, in masura in
care sunt intelese ca expresii vii ale unei experiente istorice si culturale, pot oferi un
cadru de stabilitate identitara, o ,,memorie axiologica” care leaga trecutul de prezent.
In absenta unei asemenea ancoriri, educatia risca si devina un simplu proces de
acumulare de informatii, lipsit de sens si coerentd valorica. Astfel, tema
resemnificarii axiologice a traditiilor populare in educatia postmoderna implica o
dubla perspectiva: una teoreticd, ce priveste redefinirea valorilor in contextul
pluralismului cultural si moral actual, si una practica, ce vizeaza modalitatile
concrete prin care aceste traditii pot fi integrate in strategiile educationale
contemporane. Discursul educational actual, aflat la intersectia dintre stiinta, culturd
si societate, are nevoie de repere axiologice stabile, iar traditiile populare pot oferi
tocmai aceastd dimensiune de profunzime, autenticitate si continuitate. In acelasi
timp, trebuie evitatd abordarea romantica sau muzeificatd a traditiei. Reintegrarea
traditiilor populare in educatia postmodernd presupune un proces critic si reflexiv,
prin care valorile transmise de acestea sunt interpretate in lumina actualitatii. Este
vorba despre un demers de resemnificare, nu de simpla restaurare. Educatia devine
astfel un spatiu de dialog intre vechi si nou, intre universal si local, intre autentic si
virtual. In acest dialog, traditia isi regaseste sensul, nu ca relicva a trecutului, ci ca
resursd axiologica pentru viitor. Prin urmare, obiectivul principal al prezentului
studiu este acela de a examina modul in care traditiile populare pot fi revalorizate n
cadrul discursului educational, in scopul consolidarii identitdtii culturale si al
reechilibrarii sistemului valoric al educatiei. In mod concret, cercetarea isi propune
sa evidentieze functiile formative si axiologice ale traditiilor, sa analizeze riscurile
de instrumentalizare culturald si sd contureze posibile modele pedagogice de
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integrare a patrimoniului traditional in educatia contemporana. Intrebarea centrali a
acestui studiu se referd la faptul daca traditia populard mai poate functiona ca resursa
axiologica in educatia contemporani. In cautarea raspunsului, pornim de la doua
premise. Prima: traditia populard nu este doar un repertoriu estetic sau muzeal, ci un
set de practici, naratiuni si norme transmise intergenerational [9; 10]. A doua:
educatia eficienta in context postmodern implica nu numai transmisia de cunostinte,
ci si cultivarea competentelor reflexive si valorice. Prin urmare, integrarea criticd a
traditiei in curriculum poate contribui la construirea unor repere de sens, fard a
aluneca in traditionalism dogmatic. Or intr-o societate marcatd de globalizare,
migratie si digitalizare accelerata, riscul pierderii identitdtii culturale devine tot mai
acut. Educatia, prin intermediul traditiilor populare reinterpretate axiologic, poate
oferi tinerilor un sens al apartenentei, o orientare valoricd si un sentiment al
continuitatii istorice. In acest sens, demersul de fati nu propune o intoarcere
nostalgicd spre trecut, ci o relectura critica si constructivd a traditiei ca forma de
educatie moralad si culturald, capabild sa genereze sens si coerenta intr-o lume
postmoderna fragmentata.

1. Cadrul teoretic si conceptual

Postmodernitatea, desi este un termen cu multiple acceptiuni, desemneaza, in
esentd, o crizd a reperelor universale si o pluralizare a discursurilor despre lume,
cultura si om.In plan cultural, ea se manifesta prin relativizarea valorilor si printr-o
tendintd de deconstructie a metanaratiunilor istorice, religioase si educationale.
Filosoful Andrei Marga [13] observa ca postmodernitatea nu inseamna doar o epoca
istoricd noua, ci o modificare de paradigmd a constiintei, In care accentul se
deplaseaza de la universal la particular, de la unitate la diversitate, de la traditie la
inovatie. Aceastd mutatie afecteaza in mod direct domeniul educatiei. Or dupa cum
remarca cercetatorul Constantin Cucos [6], educatia postmoderna este pusd in fata
unei dileme axiologice: pe de o parte, trebuie sa respecte pluralismul valorilor si
libertatea de alegere a individului, pe de altd parte, este chemata sa asigure o coerenta
morali si culturald minima, fira de care formarea umana isi pierde sensul. Intr-un
univers dominat de mobilitate, tehnologizare si globalizare, educatia nu mai poate
functiona exclusiv pe baza unui canon valoric rigid, dar nici nu poate abdica de la
rolul sau formativ. Intr-o directie similara, Mihai Diaconescu subliniaza ca valorile
traditionale, precum demnitatea, solidaritatea, credinta, respectul fata de natura si
munca, pot oferi repere axiologice stabile in fata relativismului postmodern. Ele nu
se opun progresului, ci constituie un orizont moral care permite o dezvoltare
echilibrata a persoanei. Postmodernitatea nu ar trebui, asadar, interpretatd ca o
rupturd radicald fatd de traditie, ci ca o ocazie de relecturd a traditiei in cheia
actualitatii [8].
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Axiologia educatiei constituie fundamentul teoretic al formarii personalitatii
morale si culturale. Dupa cum aratd Ioan Cerghit [4], procesul educational nu este
doar unul de transmitere de cunostinte, ci mai ales de formare a constiintei valorilor.
Valorile nu se predau, ci se trdiesc, se interiorizeaza prin experientd, model si
exemplu. Educatia, In acceptiunea sa deplina, presupune o dublda dimensiune:
cognitivd si axiologicd, adica formarea mintii si a caracterului in acelasi timp. In
contextul postmodernitatii, axiologia devine o provocare majora, deoarece sistemele
valorice traditionale se confrunti cu tendinte de relativizare si hibridizare. In aceasta
ordine de idei, Andrei Marga afrima cd ,.educatia contemporand trebuie sa se
repozitioneze intre doud extreme: pe de o parte, dogmatismul traditionalist, care
refuzd schimbarea, pe de alta parte, relativismul radical, care dizolva orice reper
axiologic. Solutia consta intr-o axiologie a dialogului, care recunoaste pluralismul,
dar pastreaza sensul etic fundamental al educatiei” [14, p.59]. Abordand acest aspect
al valorilor, Constantin Cucos [7], considera cd ele nu pot fi intelese in afara
contextului cultural si spiritual care le-a generat. De aceea, educatia axiologica
trebuie sd integreze dimensiunea culturald a Tnvatarii, iar traditiile populare, prin
simbolismul si profunzimea lor, ofera un teren privilegiat pentru aceasta integrare.
In acelasi sens, Nicolae Iorga [11, p. 171] considera traditia o ,scoald vie a
poporului”, in care se concentreaza experienta morald si spirituald a comunitatii.
Axiologia educationala, in aceastd perspectivd, nu este o disciplind abstracta, ci o
pedagogie a sensului, 0 modalitate de reconectare a omului cu valorile fundamentale
ale existentei sale. Intr-o epoci a individualismului accentuat, educatia trebuie si
regdseasca echilibrul intre libertatea personald si responsabilitatea comunitard —
echilibru pe care cultura traditionala 1-a cultivat de secole.

In cultura romaneasca, traditiile populare au fost dintotdeauna o sursi de
coeziune si de educatie morala. In viziunea lui Ernest Bernea traditia, definita de el
drept ,,0 forma de ordine a spiritului”, ,,0 expresie a armoniei dintre om si lume”, nu
este staticd, ci dinamicd si creatoare, un mod prin care comunitatea isi mentine
echilibrul interior in fata schimbdtrii. ,,Datina si obiceiul reprezinta in natura, in fiinta
aceluiasi fapt, forma ordonatoare si actul creator al vietii sociale satesti”, subliniaza
cercetatorul roman citat” [2, p 50].Tot astfel, Mircea Eliade [9] observa ca traditiile
populare conserva, prin ritualuri i simboluri, ,,memoria sacrului” — acea dimensiune
de profunzime care da sens existentei umane. Aceasta functie identitara, intr-o lume
caracterizatd de globalizare si pluralism cultural, in care pastrarea si valorizarea
radacinilor devine un act reflexiv de educatie culturala, devine cruciala ,,Cunoasterea
si intelegerea traditiilor proprii, sublinia Gheorghe Marin, constituie o conditie
necesard pentru formarea identitatii culturale si pentru dezvoltarea apartenentei la
comunitate” [15, p. 65].
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Pe plan estetic, traditiile populare constituie surse de sensibilitate artistica si de
dezvoltare creativd. Muzica, dansurile, mestesugurile si naratiunile populare
stimuleaza perceptia estetica si capacitatea de interpretare simbolica. loan G. Coman
subliniaza ca ,traditiile populare nu sunt doar expresii ale trecutului, ci forme
simbolice active care cultiva estetica si creativitatea indivizilor” [5, p.34]. In acest
sens, educatia care valorificd traditia contribuie la formarea unui individ capabil sa
relationeze critic si creativ cu mediul cultural, sd genereze noi sensuri si sa
interpreteze simbolurile in mod original.

Din punct de vedere educational, traditiile populare functioneaza ca vehicule
de transmitere a valorilor colective. In basme, cantece, obiceiuri sau proverbe, se
regaseste o Intreagd pedagogie a binelui si raului, a echilibrului moral si a respectului
fata de viata. Dupa cum afirma Dumitru Staniloae [19] valorile traditionale izvorasc
dintr-o conceptie crestind asupra lumii, care vede omul ca fiintd responsabild si
relationald, capabild si participe la ordinea morali a cosmosului. In acest sens,
educatia prin traditii populare nu este doar o forma de cultura populara, ci o educatie
a sensului si a comuniunii. Lucian Blaga [3] accentua ideea cd satul roménesc si
cultura populara reprezinti o ,,matrice stilistica” a spiritualitatii noastre. In cadrul
acestei matrice, traditia nu este o povard, ci un principiu de continuitate, o sursa de
energie creatoare. In educatia contemporani, valorificarea acestei dimensiuni poate
contribui la formarea unei identitati culturale stabile, capabile sa dialogheze cu alte
culturi fara a-si pierde autenticitatea. Satul, cu universul sau simbolic, cu miturile,
cantecele si ritualurile sale, devine un spatiu pedagogic implicit, un ,laborator de
sensuri” in care omul Tnvata sd traiasca in armonie cu natura, cu comunitatea si cu
sine. Asa cum observa Blaga, ,,spiritualitatea populard romaneasca este o sinteza
intre mister si ratiune, intre sacru si profan, Intre permanenta si Tnnoire — valori care
pot deveni repere educationale esentiale intr-un context dominat de relativismul
axiologic” [3, 93]. Abordarea blagiana inspira o pedagogie a dialogului intercultural.
Or intelegerea propriei matrice culturale nu conduce la inchidere, ci la deschidere
autentica catre alteritate. Cunoasterea radacinilor permite un dialog echilibrat cu alte
culturi, fird complexe si fard tendinta de a absolutiza diferentele. In acest fel,
educatia bazata pe traditie nu devine un instrument de excludere, ci unul de integrare
prin constiinta de sine. Asadar, revalorizarea ,,matricei stilistice” a satului si a culturii
populare, in spiritul lui Blaga, oferd educatiei romanesti o directie de reconstructie
spirituald. Ea propune o sinteza intre memorie si inovatie, intre local si universal,
formand indivizi capabili sa traiasca lucid si creativ Intr-o lume plurala.
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2. Discursul educational postmodern — intre pluralism si resemnificare
culturala

Discursul educational postmodern este caracterizat printr-o deschidere
interdisciplinara si printr-o orientare spre formarea competentelor interculturale
si valorice. Privitd din perspectiva respectivd, educatia actuald trebuie sa se
concentreze pe dezvoltarea capacitatii de reflectie criticd, empatie si dialog cultural.
In acest proces, traditiile populare pot deveni mijloace de educatie identitari si
civica, daca sunt abordate nu ca relicve muzeale, ci ca resurse vii. Tot mai multe
cercetdri recente [18] aratd ca reintroducerea traditiilor populare in educatia formala
si nonformald are un impact pozitiv asupra formarii valorilor morale si culturale
ale elevilor, stimuland totodatd creativitatea si sentimentul apartenentei. Activitatile
educationale care valorifica obiceiurile, mestesugurile, portul sau folclorul local
contribuie la dezvoltarea unei identitati culturale reflexive, adica constiente de
propriile radacini si deschise catre alteritate. Educatia postmoderna, pentru a fi
autentica, nu poate ignora aceasta dimensiune a continuitatii spirituale. A integra
traditiile populare in discursul educational nu inseamna a refuza modernitatea, cia o
umaniza, a o ancora intr-o perspectiva axiologica profunda. Prin urmare, analiza
teoretica evidentiaza ca Intre postmodernitate, educatie si traditii populare nu
existd opozitie ireductibild, ci un spatiu de complementaritate. Postmodernitatea
oferd libertatea si pluralismul necesare reinterpretarii traditiilor, iar traditiile ofera
educatiei un nucleu axiologic de stabilitate si sens. Educatia postmoderna are, astfel,
misiunea de a resemnifica traditiile populare prin intermediul unei pedagogii a
valorilor, care sa uneasca reflexivitatea critica cu sensibilitatea culturala. Intr-o lume
in care modelele culturale sunt volatile, traditiile pot constitui repere de echilibru si
orientare morald. Traditia nu trebuie privitd ca un obstacol in calea modernitatii, ci
ca o resursa regeneratoare a acesteia. Prin valorile sale fundamentale — solidaritate,
respect, modestie, credintd, armonie — cultura traditionald romaneascd oferd un
fundament axiologic solid pentru o educatie care sd nu fie doar eficientd, ci si
umanista.

In plan metodologic, discursul educational postmodern se distinge prin
deschiderea catre interdisciplinaritate si creativitate. Peter McLaren , unul dintre
promotorii pedagogiei critice, sustine ca scoala trebuie sd devind un ,spatiu de
rezistenta culturala”[16, p. 38] , unde elevii sa fie incurajati sa analizeze critic
ideologiile dominante si sa-si exprime propria voce. Aceastd viziune depaseste
modelul transmisiv, propunand o pedagogie a emanciparii, care formeaza subiecti
reflexivi, capabili sa inteleagd complexitatea lumii sociale si culturale, sd Invete a
citi semnele culturii proprii, dar si sd le compare cu alte sisteme simbolice,
dezvoltind o constiinti critici a apartenentei. In acest fel, educatia devine o
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hermeneuticd a identitatii, un proces de autointelegere si de traducere
interculturala. Abordat din aceasta perspectiva, discursul educational postmodern se
poate constitui, intr-o tensiune fertild, intre pluralism si resemnificare. Pe de o parte,
pluralismul valoric si epistemologic garanteazd deschiderea catre alteritate,
promovand toleranta si dialogul. Pe de alta parte, resemnificarea culturald asigura
stabilitatea sensului si continuitatea spirituald a comunitatii. Echilibrul dintre cele
doud dimensiuni este esential pentru educatia viitorului, care trebuie sd formeze
indivizi reflexivi, empatici si responsabili, capabili s traiasca Intr-o lume complexa
fara a-si pierde reperele fundamentale. Asadar, discursul educational postmodern
marcheazd o transformare esentiald a functiei educatiei: de la autoritate la
interpretare, de la uniformitate la diversitate, de la traditie inchisd la traditie
resemnificatd. El propune o pedagogie a sensului, a dialogului si a deschiderii, in
care pluralismul devine principiu formativ, iar resemnificarea culturala — mijloc de
consolidare identitara. Educatia postmodernd nu cautd sa ofere certitudini, ci sd
cultive capacitatea de a trai in incertitudine cu demnitate, curaj si reflectie. Intr-o
lume a mobilitatii si a relativismului, aceasta este poate cea mai inalta forma de
stabilitate pe care educatia o poate oferi.
3. Traditiile populare ca resursa axiologica in educatia postmoderna

Traditiile populare functioneaza ca sisteme simbolice complexe, structurate
pe experienta colectiva si pe transmiterea valorilor esentiale ale comunitatii. Acestea
includ basme, mituri, ritualuri, proverbe si simboluri, care, dincolo de dimensiunea
narativa sau estetica, contin structuri pedagogice si axiologice profunde, capabile sa
modeleze constiinta morala si identitara a tinerilor. Astfel, in basmele culese de Petre
Ispirescu, eroul nu este prezentat ca un supraom, ci ca un model de initiere morala,
care, prin Incercari si obstacole, Tnvata valoarea curajului, a perseverentei si a
dreptitii. In sens mai larg, educatia prin mit si simbol permite o formare integrala a
constiintei, imbinand dimensiunea cognitiva cu cea emotionala si spirituald. Clifford
Geertz [10] subliniaza ca simbolurile culturale au rolul de a conferi sens experientei
umane, transformand realitatea sociald intr-un orizont interpretabil. Din aceasta
perspectiva, valorificarea traditiilor populare in educatie nu reprezintd doar un
exercitiu cultural sau estetic, ci recuperarea unei dimensiuni hermeneutice a culturii,
permitand elevilor sd interpreteze lumea printr-o lentilda axiologicd. Totodata,
valorile traditionale transmise prin mituri, basme si simboluri sunt purtatoare de lectii
morale si norme sociale fundamentale. Ele ofera un cadru pentru dezvoltarea gandirii
critice si a empatiei. Martha Nussbaum [17] subliniazd importanta ,,imaginatiei
morale” — capacitatea de a iIntelege situatiile etice complexe prin empatie si
reflectie. Traditiile populare constituie un instrument privilegiat pentru cultivarea
acestei imaginatii, deoarece permit elevilor sd se identifice cu personajele si sa
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exploreze dilemele morale intr-un cadru narativ sigur si accesibil. Mai mult,
simbolurile si ritualurile populare — cum ar fi dansurile si cantecele traditionale —
au un caracter experiential: ele transmit norme sociale si valori prin participare
activa. Elevii care recreeaza un dans traditional sau interpreteaza un cantec popular
nu doar ca inteleg mesajul cultural, ci 1l traiesc, dezvoltand constiinta sociald si
abilitatea de a coopera. Aceste activititi promoveaza valori precum respectul
reciproc si responsabilitatea fatd de comunitate, contribuind la formarea unei
identitati morale coerente [1].Traditiile populare mai ofera si un cadru pentru
reflectia criticd asupra lumii, deoarece simbolurile pot fi interpretate in functie de
experienta individuala si de contextul social contemporan.

Integrarea traditiilor populare in educatie trebuie sa evite atat reproducerea
mecanica, cit si folclorizarea superficiald. Intr-o abordare postmoderni, traditiile
trebuie percepute ca resurse vii, capabile sa genereze sens si sa fie adaptate nevoilor
si provocarilor contemporane [5] C. Cucos, 2004). In acest sens, educatorul are rolul
de mediator intre patrimoniul cultural si experienta elevilor, facilitdind o pedagogie
reflexiva si participativa. Pe plan practic, integrarea traditiilor se poate realiza prin
activitati experientiale si interdisciplinare, cum ar fi: a) proiecte de Invatare prin
experientd, precum recrearea obiceiurilor de nunta sau organizarea unui eveniment
de colindat, care permit elevilor sd invete prin implicare directd; b) vizite si
parteneriate cu comunitdti locale, pentru a observa si participa la traditii autentice,
consolidand legatura intre scoald si comunitate; ¢) analiza critica a simbolurilor si
miturilor, unde elevii identifica valorile promovate, le compara cu principiile
contemporane si le aplica in situatii de viata reale; integrarea traditiilor Tn activitati
interdisciplinare, combinand literatura, istorie, arte vizuale si educatie civica pentru
a oferi o perspectiva holisticd asupra culturii populare. Astfel, traditiile nu sunt doar
obiecte de studiu, ci instrumente de formare morala si civicd, care permit elevilor sa
inteleagd valorile comunitatii, sa le experimenteze si sd le adapteze. Participarea
activa la festivaluri, activitati de voluntariat sau ateliere de mestesuguri stimuleaza
implicarea civica si empatia, dezvoltdnd competente sociale esentiale. David Kolb
[12] subliniaza cd invatarea experientiala se realizeaza prin reflectia asupra actiunilor
concrete, ceea ce transforma traditia intr-un vehicul educativ care conecteaza teoria
cu practica, trecutul cu prezentul.Prin acest proces, elevii percep traditiile nu ca
forme fixe si depasite, ci ca resurse dinamice, capabile sa fie reinterpretate, adaptate
si valorificate pentru dezvoltarea identitdtii lor axiologice si culturale.

Concluzii:

Traditiile populare reprezintd, in ultimd instantd, o forma de cunoastere
morald si culturald transmisd prin limbaj simbolic si experientd comunitari. In

educatia postmoderna, ele pot deveni instrumente pedagogice pentru dezvoltarea
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congtiintei valorilor si consolidarea identitatii culturale. Conditia esentiald este
abordarea lor critica si reflexiva: nu ca relicve ale trecutului, ci ca resurse pentru
viitor. Prin intermediul traditiilor, educatia isi redescopera functia originara — aceea

de formare a omului intreg, capabil nu doar sd gandeasca si sa creeze, ci si sa simta,
sd se raporteze moral si cultural la lume. Intr-o societate dominatd de schimbare,

aceasta dimensiune a continuitatii axiologice devine nu o piedicd, ci o conditie a
libertatii autentice.
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Abstract: This article analyzes how cultural conflicts influence the formation of the
protagonist's personal identity in Marjane Satrapi’s graphic novel, Persepolis (Vol. 2). The
author explores the experiences of Marjane, a young woman caught between two worlds—
traditional Iran and Western values—highlighting the tensions arising from cultural,
religious, and social differences. In the context of exile and adaptation to a foreign
environment, the protagonist faces dilemmas related to belonging, identity, and acceptance,
which reflect the complexity of the intercultural integration process.The study emphasizes
the narrative and visual role of the graphic novel in conveying these conflicts, focusing on
how Satrapi utilizes symbols, contrasts, and personal anecdotes to illustrate the impact of
culture on individual development. The conflict between family values and Western societal
norms generates both challenges and opportunities for growth and self-definition,
emphasizing the formation of a hybrid identity. The article concludes that Persepolis is not
only an autobiographical account but also a valuable tool for analyzing interculturality,
offering readers insight into how diverse cultural experiences shape self-perception and the
ability to navigate different social and cultural contexts. Thus, Persepolis becomes an
essential pedagogical instrument, providing adolescents with concrete examples of how to
manage cultural differences, form their own identity, and cultivate respect and understanding
for diversity.
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Rezumat: Acest articol analizeazd modul in care conflictele culturale influenteaza
formarea identitatii personale a protagonista in romanul grafic Persepolis (Vol. 2) de
Marjane Satrapi. Autoarea exploreaza experientele lui Marjane, o tdnara prinsa intre doud
lumi - Iranul traditional si valorile occidentale - evidentiind tensiunile care decurg din
diferentele culturale, religioase si sociale. In contextul exilului si al adaptirii la un mediu
strain, protagonista se confrunta cu dileme legate de apartenentd, identitate si acceptare, care
reflectd complexitatea procesului de integrare interculturala. Studiul subliniaza rolul narativ
si vizual al romanului grafic in transmiterea acestor conflicte, concentrandu-se pe modul in
care Satrapi utilizeaza simboluri, contraste si anecdote personale pentru a ilustra impactul
culturii asupra dezvoltarii individuale. Conflictul dintre valorile familiale si normele
societale occidentale genereazd atat provocdri, cat si oportunitéti de crestere si autodefinire,
subliniind formarea unei identitati hibride. Articolul concluzioneaza ca Persepolis nu este
doar o relatare autobiograficd, ci si un instrument valoros pentru analiza interculturalitatii,
oferind cititorilor o perspectivd asupra modului in care experientele culturale diverse
modeleaza perceptia de sine si capacitatea de a naviga in diferite contexte sociale si culturale.
Astfel, Persepolis devine un instrument pedagogic esential, oferind adolescentilor exemple
concrete despre cum sa gestioneze diferentele culturale, sa isi formeze propria identitate si
sd cultive respectul si intelegerea diversitatii.

Cuvinte-cheie: roman grafic, conflict cultural, identitate personald, strainul, integrare
interculturala, exil, diversitate, acceptare

Interactiunea culturald, concept strans legat de interculturalitate, reprezintd o
formad complexa de relatii si conexiuni directe care se stabilesc intre cel putin doua
culturi. Interculturalitatea presupune nu doar contactul dintre culturi, ci si dialogul,
intelegerea si influentarea reciproca, care conduc la transformari in cadrul fiecareia
dintre ele. Aceste procese pot fi observate si in literatura contemporand, unde
personajele se afla frecvent la intersectia dintre lumi culturale diferite. In cadrul
proceselor de interactiune culturala si interculturald, un rol esential il are schimbarea
treptata a starii, calitatilor, domeniilor de activitate si valorilor celor doud culturi.
Sub actiunea impulsurilor externe, se genereaza noi forme de activitate culturala, noi
orientari spirituale si noi trasaturi ale modului de viata al oamenilor. Fenomenele
interculturale sunt procese de durata, adesea subtile, care pot conduce la noi forme
de expresie culturald si la redefinirea identitatii individuale si colective. Prin contrast,
schimburile simple de bunuri materiale, informatii sau contactele ocazionale, chiar
daca sunt constante, nu patrund in structura profunda a activitatii culturale si nu pot
fi considerate procese autentice de interculturalitate, ci doar forme de coexistenta sau
contact intre culturi.

Aspectele interculturalitatii sunt reprezentate complex in romanul grafic
Persepolis al Marjanei Satrapi, care surprinde confruntarea dintre traditiile iraniene
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si influentele occidentale, reflectate atat in plan social, cét si in evolutia personala a
protagonistei. Transformadrile subtile, acumularea lentd a influentelor culturale
externe si redefinirea propriilor valori sunt elemente ce ilustreazd procesul
intercultural. Astfel, articolul de fatd isi propune sa exploreze in detaliu modul in
care aceste dinamici interculturale subtile sunt construite si reflectate in traseul
personal si politic al personajului principal din Persepolis, argumentand cd romanul
grafic este o marturie vie a procesului de redefinire identitarda sub presiunea
influentelor culturale opuse.

Titlul Persepolis provine de la denumirea celebrului oras Persepolis, capitald
ceremoniald a Imperiului Persan antic (din perioada dinastiei ahemenide 518-330 1.
Hr.). Capitala statului persan a fost incendiatd de Alexandru Macedon. Orasul se afla
astazi in Iran, la Est de Shiraz. Sau péstrat pana astdzi ruinele palatului lui Darius si
ale palatului Xerxe. [1, p. 1468] Aceasta trimitere simbolica este esentiald: orasul,
considerat odinioara un reper al identitdtii si maretiei culturii persane, devine in
opera autoarei un punct de referintd pentru intelegerea rupturilor si continuitatilor
culturale prin care trece Iranul modern. Alegerea titlului creeaza o legatura subtila
intre gloriile trecutului si transformarile dramatice ale prezentului, reflectand
tensiunea dintre traditie si influentele occidentale. In acelasi timp, metafora
,Persepolisului interior” sugereaza procesul prin care identitatea protagonistei
romanului este remodelata in context intercultural, sub impactul migratiei, al
contactului cu Europa si al confruntarii dintre valorile traditionale si cele moderne.

Romanul grafic Persepolis este o autobiografie vizuald, plina de tristete, dar
totodata si amuzantd, realizata in alb-negru de autoarea Marjane Satrapi. Opera
relateaza experientele personale ale autoarei in timpul evenimentelor majore din
istoria Iranului, respectiv Revolutia Islamicd din anii 70 si Razboiul Iraniano-
Irakian din anii 80 (secolul al XX-lea). Datorita subiectului sau universal si stilului
sau distinctiv, cartea a fost tradusd in numeroase limbi, a obtinut multiple premii
internationale si a acumulat un numar impresionant de cititori si aprecieri critice.
Succesul a fost atat de rasunator, Incat revista Time scria: ,,Memoriile unei maturizari
in Iranul revolutionar, Persepolis aruncd o privire fard egal intr-un mod de viata
aproape necunoscut si greu accesibil. Satrapi a ales sd-si spund remarcabila poveste
intr-o minunati carte de benzi desenate, unica si indispensabila. Iti lasd o senzatie
ciudata, ca si cand ai citi un mesaj trimis intr-o sticld de un naufragiat.” [2]

Romanul Persepolis este structurat in doud volume ample, reflectand intr-o
manierd profund personala si totodata documentard impactul revolutiei islamice, al
razboiului si al exilului asupra formarii identitatii individuale, precum si tensiunile
generate de intalnirea dintre diferite spatii culturale.
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Primul volum, Persepolis 1, surprinde copildria Marjanei in Iran, o perioada
marcatd de Revolutia iraniana din 1979, de schimbdrile radicale aduse de instaurarea
Republicii Islamice si de experientele traumatizante ale rdzboiului Iran—Irak.
Naratiunea este organizata in capitole scurte, fiecare avand un titlu distinct si
functionand ca o povestire autonoma, dar integrata intr-un fir narativ coerent. Aceste
fragmente surprind modul in care o fetita incearca sa inteleaga realitdtile sociale si
politice ale lumii care se prabuseste in jurul ei, evidentiind totodata dinamica subtila
dintre valorile traditionale si influentele culturale moderne.

Al doilea volum, Persepolis 2, prezintd adolescenta si maturizarea autoarei,
axate in principal pe experienta exilului in Austria. Aici, Marjane se confrunta cu un
mediu cultural strain, intra in contact cu norme, mentalitati si stiluri de viata diferite
si experimenteaza dificultatile integrarii Intr-o societate occidentala. Aceastd etapa
evidentiazd profund fenomenul interculturalitatii, Intrucét protagonista isi negociaza
constant identitatea intre traditia iraniand si modelele culturale europene. La
intoarcerea in Iran, dificultatea reintegrarii si constrangerile sociale, in special cele
privind statutul femeii, o determina sa paraseascd din nou tara, de aceastd data
definitiv. Si acest volum este organizat in episoade scurte, care pun in lumina atit
conflictele interioare, cat si presiunile externe ale unei lumi fragmentate.

Din punct de vedere compozitional, romanul Persepolis este realizat intr-un
stil grafic minimalist, Tn alb si negru, cu linii clare si simboluri recurente care confera
coerenta vizuald intregii opere. Ilustratiile joacd simultan un rol narativ si simbolic,
completand textul si accentudnd tensiunile emotionale sau sociale ale fiecarei scene.
Compozitia fragmentara, caracteristica genului autobiografic ilustrat, este echilibrata
de o voce narativa unitard, la persoana intai, care pastreaza autenticitatea relatarii si
transmite direct trdirile si reflectiile autoarei. Temele centrale ale romanului, precum
identitatea, libertatea, opresiunea, conditia femeii, trauma istoricd si
interculturalitatea, se disperseaza in intregul text sub forma unor nuclee narative
recurente, fiind activate si dezvoltate prin intermediul diferitelor episoade din viata
protagonistei. Fragmentarismul controlat, alternanta dintre registrul tragic si cel
ironic si succesiunea cadrelor vizuale accentueaza dinamica interioara a autoarei,
aflata Intr-o continud cautare de sine intre doud lumi culturale.

In ansamblu, structura si compozitia romanului Persepolis contribuie la
construirea unei opere unitare, expresive si profund autentice, in care autobiografia
individuala se impleteste cu istoria colectiva, iar experienta personala devine martor
al unor transformari culturale majore. Este o lucrare in care interferenta culturala,
confruntarea dintre traditie si modernitate si procesul reconfigurarii identitare sunt
reliefate cu o fortd artisticd deosebitd. Desi intregul roman grafic Persepolis ofera o
perspectiva ampld si complexa asupra istoriei personale si colective, prezenta
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cercetare se va concentra in mod special asupra volumului II (cunoscut si sub
denumirea de Persepolis 2). Acest volum este deosebit de relevant pentru analiza
noastrd, intrucat surprinde etapa adolescentei si a maturizarii protagonistei, Marjane
Satrapi, punand accent pe experienta exilului in Austria si pe confruntarea directa cu
mediul cultural occidental. In acest context, Persepolis 2 reprezinti cadrul ideal
pentru examinarea aprofundata a proceselor de interculturalitate si a modului in care
identitatea individuald este renegociatd sub influenta presiunilor si contactelor
culturale multiple.

Primul capitol al volumului, intitulat Supa, functioneaza ca o introducere
esentiald 1n etapa exilului si marcheaza debutul procesului de confruntare directa cu
spatiul cultural occidental: ,,Noiembrie 1984. Sunt in Austria. Am venit aici ca sa las
in urma Iranul religios si sa descopar Europa laica si deschisa. Credeam ca Zozo,
cea mai buna prietena a mamei, ma va iubi ca pe propriul copil.” [2] Acest fragment
fixeaza coordonatele narative si emotionale ale maturizarii fortate pe care Marjane
este nevoita sa o traiasca. Incipitul capitolului ofera un contrast pregnant intre doua
lumi: Iranul religios, pe care eroina il pardseste cu speranta de a descoperi Europa
laica si deschisa. Aceasta opozitie constituie chiar fundamentul tensiunilor
interculturale dezvoltate in intregul volum. Iranul apare ca un spatiu al constrangerii,
al supravegherii si al lipsei de libertate, in timp ce Europa este imaginatd ca un
teritoriu al libertatii, al modernitatii si al autonomiei personale. Aceasta reprezentare
idealizata anticipeaza insa un proces de dezamdgire: contactul cu Occidentul nu va
fi, pentru Marjane, nici simplu, nici complet pozitiv.

Fragmentul introduce si prima dezamagire a exilului: asteptarile legate de
prietena mamei, Zozo, care ar fi trebuit sa-i1 ofere protectie, afectiune si continuitate
afectiva 1n noul spatiu. Marjane porneste la drum cu ideea ca aceasta figura materna
substitutiva o va primi ,.ca pe propriul copil”. Insa realitatea o contrazice brutal: in
loc de sprijin si apropiere, Zozo o duce la un internat de calugarite, decizie care
pentru adolescenta echivaleaza cu un abandon.

Aceasta rupturd afectivd are o mare valoare narativd si simbolicd. Ea
marcheaza prima confruntare cu vulnerabilitatea exilului: intr-o culturda noud, eroina
romanului nu dispune nici de repere, nici de protectie, nici de garantii emotionale.
Asteptarile optimiste se ciocnesc de rigiditatea institutiilor si de indiferenta
oamenilor, ceea ce amplifica sentimentul de singuratate. Internatul catolic, condus
de calugdrite, reprezintd un paradox esential: Marjane paraseste Iranul religios pentru
a ajunge Intr-un spatiu occidental... tot religios. Aceasta ironie subtila, tipica stilului
Marjanei Satrapi, accentueazd ideea cd Occidentul idealizat nu corespunde
realitatilor concrete si sugereaza ca tensiunile interculturale sunt mult mai nuantate
decat o simpla opozitie Est—Vest.
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In plan compozitional, capitolul Supa este si o punte intre tonul copilaresc al
primului volum si tonul mai sobru, introspectiv al celui de-al doilea. Marjane Incepe
sad perceapa lumea printr-o lentild mai matura, marcatd de dezamagire, anxietate si
nevoia de adaptare. Imaginea adolescentei care paseste Intr-un internat necunoscut,
fara sprijin emotional, devine simbolul singuratatii exilului si al inceputului unui
proces sinuos de formare identitara. Capitolul deschide volumul cu o scend de
tranzitie dramaticd, in care sperantele se confruntd cu realitatea, iar imaginarul
Occidentului este pus la incercare. Este un moment-cheie care configureaza temele
esentiale ale romanului: exilul, dezrddacinarea, interculturalitatea si cdutarea
identitatii intr-o lume care nu ofera intotdeauna siguranta sau intelegere.

Titlul celui de-al doilea capitol din volumul doi face referire directa la regiunea
Tirol din Austria, unde Marjane Satrapi este trimisd sa studieze dupa ce parintii ei
decid sd o protejeze de rigorile regimului islamic din Iran. Pentru adolescenta
Marjane, Tirolul devine primul spatiu al exilului si locul in care incepe confruntarea
cu o lume radical diferitd. Astfel, titlul nu desemneaza doar un loc fizic, ci si un
spatiu simbolic al rupturii dintre Est si Vest, dintre traditie si modernitate, dintre
»acasa’” si ,.strainatate”. Prin peisaj, religie, limba, mentalitate si stil de viata, Tirolul
se contureaza ca o regiune europeand profund diferita de Iranul natal al protagonistei,
iar aceasta diferentd culturald devine esentiala pentru sensul capitolului, deoarece
aici debuteaza procesul ei de adaptare si redefinire identitard. Pentru eroina
romanului, Tirolul nu reprezintd un loc al bucuriei, ci unul al singuratatii si
dezradacinarii, intrucat nu are prieteni si se confruntd cu bariere lingvistice si
culturale. In acest nou context, Marjane este nevoita si se redefineasca fara sprijinul
familiei sau al mediului familiar in care a crescut. Din acest motiv, ,, Tirol” devine
un topos al exilului interior, marcand ruptura dintre identitatea ei veche si cea pe care
trebuie sa o construiasca in Europa.

In structura romanului Persepolis 2, capitolul Tirol marcheazi inceputul etapei
europene a protagonistei si reprezintd un moment esential in evolutia ei. Este punctul
de plecare al confruntarii interculturale si al trecerii de la statutul de adolescenta
iraniand la cel de strdina intr-o lume libera. Prin urmare, titlul fixeaza atat reperele
geografice, cat si pe cele emotionale ale transformarii protagonistei, desemnand locul
concret in care ajunge, dar si simbolurile rupturii culturale, ale exilului si ale
procesului de redefinire identitara. Pentru Marjane Satrapi, Tirolul este spatiul
inceputului unei noi vieti, dar si al pierderii unei parti din sine. In acest sens, capitolul
capata valoarea unei reflectii asupra fenomenului interculturalitatii, subliniind faptul
ca intlnirea cu o alta culturd devine inevitabil o confruntare intre lumi si identitati.

Dupa perioada initiala de singuratate si dificultati de adaptare, Marjane incepe
treptat sd se integreze in noul mediu. Primele semne ale acestei schimbari apar in
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relatia cu o colegd de clasa: ,,Se schimbau lucrurile. Dupa o vreme, Julie, fata tacuta
din al doilea rand a-nceput sa ma bage-n seamd. O frantuzoaica de 18 ani intr-o
clasa in care media de varsta era de 14 ani. Am inteles mai tdrziu cd era mai retrasa
pentru cd-i considera pe toti niste copii razgaiati. Eu eram altfel. Trecusem printr-
un razboi.” [2] Acest episod evidentiazd modul in care experientele profunde traite
de Marjane 1n Iran ii conferd o maturitate si o perspectivd diferita, facilitind
integrarea treptat intr-un mediu cultural complet nou. In acest fel, capitolul Tirol
devine nu doar o relatare a exilului geografic, ci si o meditatie asupra procesului
interculturalitatii, ardtdnd ca intalnirea cu o altd culturd implicd intotdeauna o
confruntare Intre lumi, valori si identitati. Relatia Marjanei cu Julie, Momo, Thierry
si Olivier reflecta diversitatea culturala a mediului occidental in care se afld. Grupul
este alcatuit din tineri provenind din contexte diferite — o frantuzoaicd, un punkist,
doi tineri elvetieni orfani si o fatd din Orientul Mijlociu. Aceastd pluralitate
evidentiazd specificul mediului intercultural european, unde identitatile se
intersecteaza si uneori se confrunti. In ciuda diferentelor de origine, acesti tineri
impartasesc un element comun, si anume marginalitatea. Niciunul nu se incadreaza
pe deplin in ceea ce societatea considera ,,normalitate”: Julie este retrasa, cei doi
tineri elvetieni orfani locuiesc departe de casd cu unchiul lor diplomat, Momo
apartine unei subculturi nonconformiste, iar Marjane provine dintr-o lume marcata
de razboi si represiune. Formularea ironica ,,0 iluminata, un punkist, doi orfani si o
fata din lumea a treia, ce mai, supergasca!” concentreaza spiritul de diversitate si
apartenenta alternativa. Privit din aceasta perspectiva, grupul devine un spatiu de
solidaritate interculturald, in care diferentele nu separd, ci devin punti de legaturda
intre membri.

Aceastd tensiune intre apartenenta si marginalitate devine vizibila in perioada
Craciunului: ,,Se apropia vacanta de Craciun. Toatda lumea vorbea despre ce-avea
de gand sd facd.” In timp ce colegii Marjanei isi fac planuri pentru vacante exotice
sau vizite la familie — Nisa, Barcelona, Chicago, Insulele Fiji —, ea se simte straina:
traditia sarbatorii ii este necunoscutd, iar perspectiva sa asupra lumii contrasteaza cu
entuziasmul occidental: Anul Nou se sdrbatoreste in Iran pe 21 martie. Craciunul,
simbol al bucuriei si al familiei, se transforma intr-un moment de introspectie amara
si de auto-constientizare a alteritatii. Strazile pline de febra sdrbatorii si internatul
gol amplifica sentimentul de singurdtate. Aceasta experientd subliniaza alienarea
interculturala: Marjane nu impartaseste valorile si simbolurile lumii occidentale, iar
izolarea afectivi si culturald devine o parte centrald a experientei ei de exil. In acest
context, procesul de integrare devine mai clar, iar diferentele dintre culturi nu mai
sunt doar obstacole, ci si un teren in care identitatea tinerei se negociaza $i se
redefineste.
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Colega de camera a Marjanei, Lucia, remarcad starea ei de melancolie si i
spune: ,,Nu prea pari ok. Stiu, e greu de Crdaciun fird familie.” Intelegand izolarea
culturald si emotionald in care se afla, Lucia ii propune Marjanei sa paraseasca
internatul pentru cateva zile, oferindu-i ocazia de a experimenta un mediu familial
complet diferit de cel iranian. Aceasta invitatie nu este doar un gest de solidaritate
personala, ci si o punte catre integrarea interculturald: Marjane are sansa sa cunoasca
un alt tip de viatd, sd compare valorile si obiceiurile si sd inteleagd mai bine
diversitatea mediului occidental. In acest fel, relatia cu Lucia devine un catalizator
al adaptdrii si al negocierii identitare intr-un spatiu cultural strdin. Marjane este
perceputa ca fiind exotica si fascinantd de catre familia Luciei, fiind primul iranian
pe care 1l intalnesc. Aceasta primire calduroasa 1i ofera protagonistei un sentiment
initial de recunoastere si acceptare, ilustrat prin fraza: ,,/n fiecare zi eram invitatd ba
de un unchi, ba de o matusa, sa ma cunoascd.” Aceastd deschidere simbolizeaza o
integrare temporard, in care protagonista se simte apreciata, iar diferentele sale
culturale devin obiect de fascinatie, nu de respingere. Spre deosebire de mediul
internatului, unde dominau discutiile despre razboi sau moarte (teme care 11 definesc
identitatea in Iran), aici Marjane descopera o viatd adolescentina obisnuita, lipsita de
traume si marcatd de experiente simple si placute. Familia Luciei oferd lui Marjane
nu doar o experientd de cunoastere a altor culturi, ci si o reconstructie simbolica a
sentimentului de familie, In opozitie cu singurdtatea experimentatd in internat.
Astfel, scriitoarea aratd cd interculturalitatea nu este doar despre soc cultural sau
diferente, ci si despre posibilitatea construirii de punti afective, care permit
individului sa se simta recunoscut si acceptat, chiar in contextul unei lumi straine.

Capitolul Pastele surprinde un moment de ruptura culturald, evidentiind atat
ciocnirea dintre normele sociale iraniene si cele occidentale, cat si tensiunea dintre
identitate si adaptare. Scena se desfasoard la internatul catolic, unde Marjane se
intoarce dupa Criciun. Intr-un gest de libertate si foame autentica, ea isi pregiteste
spaghete si le mananca direct din cratita, in fata televizorului. Comportamentul, de o
naturalitate adolescentina, este perceput de maica staretd ca un semn de lipsa de
educatie si de ,,barbarie orientald”: ,,E-adevarat ce se spune despre iranieni. N-au
nici un pic de educatie.” Replica reflecta stereotipul occidental fatd de Orient,
perceput ca primitiv si incapabil de maniere ,,corecte”. Cand Marjane raspunde: ,,E-
adevdrat si ce se zice despre voi. Inainte sd va faceti calugdrite, erafi niste
prostituate!”, se produce o inversare a prejudecatii. Reactia ei, impulsiva, arata
refuzul de a accepta etichetele culturale si nedreptatea judecatii superficiale.
Confruntarea devine astfel un conflict intercultural in care cele doud personaje
reprezintd sisteme de valori aparent ireconciliabile: maica staretd simbolizeaza
Occidentul institutionalizat, moralizator, dominat de reguli si ierarhii, iar Marjane

279



reprezintd Orientul rebel si autentic, spontan, care nu se supune conventiilor.
Exmatricularea ei devine o consecintd simbolicd a neintelegerii reciproce dintre
culturi, fiecare judecand prin prisma propriilor norme. Satrapi aratd astfel ca
interculturalitatea nu este intotdeauna armonioasa, ci poate fi dureroasa, plind de
respingeri si etichetdri. Dupa conflict, Marjane reflecteaza: ,,/n toate religiile dai
peste aceiasi extremisti.” Afirmatia are valoare universald, criticind nu doar
intoleranta calugaritelor, ci si rigiditatea si fanatismul care pot aparea in orice cultura,
fie ea islamica sau crestina. Este momentul in care protagonista realizeaza ca nici
Occidentul nu este lipsit de prejudecdti, ceea ce reprezintd un pas important in
maturizarea ei si In intelegerea complexitatii lumii.

In aceasta perioada, eroina romanului s-a dedicat studierii operelor marilor ganditori
europeni. Lectura devine pentru Marjane nu doar o sursa de cunoastere, ci si un
mijloc de integrare culturala: prin ea Incearca sa inteleaga Europa si, in acelasi timp,
sa se redescopere intr-un context nou. Aceasta etapa marcheaza inceputul procesului
ei de hibridizare culturala, transformand-o intr-o identitate compusa din valorile
iraniene ale perseverentei si cele europene ale libertatii individuale. Totodatd, eroina
pastreaza o lucida constiintd a contrastelor profunde dintre cele doud lumi — una
definitd de idealuri politice si filosofice, cealaltd modelatd de lupta pentru
supravietuire si de numeroase interdictii. Marjane conchide: ,,Cititul nu era de-ajuns,
ca sa ma integrez, mai aveam drum lung de batut.” Aceasta concluzie rezuma esenta
experientei interculturale: integrarea nu se reduce la cunoasterea teoretica a culturii
gazda, ci presupune acceptare reciproca, empatie si intelegere profundd. Desi
invatase despre Bakunin, Sartre si Beauvoir etc., eroina intelege ca integrarea sociala
este mult mai dificila decat simpla asimilare intelectuala.

Dupa exmatricularea din internatul religios, Marjane se muta in casa lui Julie, o
tandard europeana moderna. Noul camin este mai confortabil, dar libertatea si
sofisticarea mediului occidental o pun in dificultate. Confruntarea cu valorile
occidentale — lipsa de respect fatd de parinti, deschiderea fata de sexualitate si
obiceiurile de petrecere — contrasteaza cu educatia si normele traditionale iraniene,
iar Marjane experimenteaza socuri culturale profunde. Singura care o intelege si o
sprijind este mama lui Julie, Armelle, care cunoaste Iranul si i1 ofera empatie, aratand
ca interculturalitatea autentica presupune intelegere si deschidere. Pe masurd ce se
adapteaza noului mediu, Marjane cautd integrarea prin mimare: adopta vestimentatia
occidentald, incepe sa fumeze si preia ritualurile sociale ale grupului din care doreste
sa faca parte. Totusi, aceasta strategie 1i provoaca un sentiment acut de vinovatie si
o profunda disonantd morald, deoarece percepe o rupturd intre comportamentul
adoptat si valorile transmise de parinti. Experientele sociale — inclusiv barfele
colegilor si contactul direct cu normele emanciparii sexuale — o determind sd se
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opreasca si si se regandeasca. In cele din urma, Marjane isi reafirma identitatea:
,unt iranianda si sunt mandra de asta!”. In acest proces, sfaturile bunicii — ,,Fii
mereu demna si cinstita cu tine insati” — devin reperele morale care 1i ghideaza
parcursul spre o integrare autentica. Capitolele Pilula si Leguma arata cd adaptarea
interculturald nu se reduce la imitarea comportamentelor externe, ci implicd un
proces complex de negociere a identitatii intre valorile proprii si cele ale culturii
gazda. Transformarea Marjanei se realizeaza treptat, prin confruntari, greseli si
reafirmarea demnitatii, demonstrand ca integrarea autentica presupune sinceritate
fatd de sine, empatie si intelegere a diferentelor culturale.

Urmatoarea parte, Calul, marcheaza o etapa a maturizdrii afective si a
confruntdrii cu diferentele culturale dintre Iranul razboiului si Europa libertatii.
Marjane locuieste acum intr-un ,,wohngemeinschaft” Tmpartit cu opt barbati
homosexuali, ceea ce o expune unei lumi diverse si o obligd sa-si relativizeze
valorile: ceea ce in Iran ar fi de neimaginat, in Austria devine normalitate. Experienta
coabitarii i1 dezvolta toleranta si o ajuta sd Inteleaga adaptarea ca proces de integrare,
nu ca revolta: ,,Renuntasem de tot la lookul de punkista, nu mai voiam sa fiu
marginala.”

Vestea sosirii mamei din Iran aduce un moment simbolic puternic. Parul alb al
acesteia semnaleaza trecerea timpului si suferinta rdmasa in tard, iar intdlnirea lor
evidentiazd contrastul dintre doud realitati: in Iran, frica si interdictiile definesc viata
cotidiana (,,feama c-o sa te aresteze pentru niste suvite), in Europa, libertatea poate
fi apasatoare (,,Toata linistea asta ma cam apasa’). Tacerea si grijile reciproce
ascund dragoste si vinovatie: Marjane stie ca siguranta ei se datoreaza sacrificiului
parintilor, iar mama evitd sd-i cunoascd pe deplin libertatea fiicei. Dialogurile
evidentiazd modul diferit in care este perceputd libertatea: pentru mama,
vestimentatia si autonomia corporala sunt un lux, pentru Marjane, acestea sunt rutina,
dar si sursa de singurdtate. Experienta intr-o comunitate diversd si intdlnirea cu
mama conduc la o formd mai profunda de identitate hibrida, in care traditia si
libertatea pot coexista. Zilele petrecute impreund, mancarurile traditionale si atentia
maternd ofera protagonistei un bagaj afectiv care o ajuta sa faca fatd singuratatii si
sd se integreze intr-un mod echilibrat. Capitolul ilustreaza astfel maturizarea
interculturald: Marjane nu mai imitd Occidentul, ci invatd sa-si defineasca propria
identitate, echilibrand apartenenta la doua lumi si asumandu-si rddacinile.

Reaparitia mamei 1n viata lui Marji are o valoare profund simbolica: ea aduce
cu sine memoria Iranului — mirosurile, gusturile, gesturile de tandrete (,,m-a
mangdiat in fiecare seard la culcare”). Pentru tanara, aceasta vizitd este o ancora
afectivi, o reconectare cu radicinile sale. Intr-o lume occidentald rece si
individualistd, mama reprezintd caldura, siguranta si sensul apartenentei. Ea
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intruchipeaza acel acasd care nu mai este accesibil geografic, dar care traieste in
gesturi si amintiri. Cuvintele mamei —,,sa muncesti mult, sa ajungi cineva... incearca
mereu sa fii cea mai buna” — exprima viziunea parintilor asupra succesului copiilor
lor. Libertatea de care se bucura Marjane in Europa trebuie dublatd de reusita
profesionala, altfel sacrificiul parintilor si exilul nu si-ar gisi justificarea. In acest
sens, mama devine purtatoarea unei etici a efortului si a excelentei — valori care in
mediul iranian traditional sunt asociate cu onoarea familiei si demnitatea personala.
Istoria mamei despre fratele ei, Masud, si despre cum iranienii sunt priviti in Europa
(,,te perchezitioneaza peste tot, de parc-am fi tofi teroristi”’) scoate in evidenta fata
intunecatad a interculturalitatii: prejudecatile. De la respectul de odinioard (,,ifi
intindeau covorul rosu”) s-a ajuns la suspiciune si marginalizare. Aceastd observatie
aratd cum identitatea nationald devine o eticheta stigmatizanta, nu o carte de vizita,
in contextul tensiunilor politice dintre Iran si Occident. Pentru mama lui Marji,
femeia care a cunoscut libertatea anterioard revolutiei islamice, aceasta schimbare
este profund umilitoare: nu doar tara, ci si imaginea ei in lume s-a degradat. Dupa
plecarea mamei in Iran, Marjane traverseazd o perioada marcatd de experiente
contrastante: Intalneste oameni care o sprijina si 11 ofera stabilitate, dar si persoane
care o dispretuiesc, o ranesc si o injosesc. Protagonista descopera ca apartenenta la
doud lumi nu Inseamna libertate deplind, ci o continua negociere intre identitati, intre

imaginea de sine si perceptia celorlalti.
I

Tabel 1. Experiente interculturale
Manifestare in text

Tip de
experietta
interculturala

Semnificatie

Empatie 31
solidaritate

Dialogul cu doamna Agrouas. ..4m vorbit mult cu doamna
Arrougs, mama profesorului meu, o frantuzoaicd evreicd
de origine marocand. [...] ‘Te infeleg, e greu, trebuie sd
muncesti de trei orf mai mult decdt ceilalfi ca sd reusesti!

Asta-pseqmnd sd fii imigrant!™

Recunoasterea
Comuna a
emigrantilor

[=H

Xenofobie s

Mama lu Markus (.Credea cd eu nu infeleg germana

Reactia defensiva

excludere Spunea cd trebuie 54 md duc , rqug”, afard. [...] Spunea | 2 Occidentului
cd prafit de Markus 5i de situatia lui ca sd obtin un | fatd de Orient
pasaport austriac. Cd sunt o scorpie, o vrdjitoare.”),
mjuriile din metrou
Adaptare 51| Viatala liceu. .01 /i fost eu dealer, dar de-nydtqr, invdram | Negocierea
hibriditate bine. Era la sfirsinud clasei a Xl-a. Urma sd dau bacul | identititii intre
francez.” doui cultur
Reconciliere | Dialogul cu directorul. . Esti inteligentd 5i am fncredere cd | Educatia ca
morala nu md vei obliga sd-ff mai atrag atentia a doua oard.” mediu de

mtegrare culturala
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Marji trdieste prima sa mare iubire in Austria, intr-un spatiu complet diferit de
cel iranian. Relatia e o forma de cautare a apartenentei — o Incercare de a-si reconstrui
un sens intr-un mediu strdin. Cand iubirea esueaza, pierderea nu e doar afectiva, ci
si ontologica: se destrama ultima legdturd de stabilitate pe care o avea in Occident.

A urmat prima mea noapte sub cerul liber, prima dintr-o luuunga serie...”

Aceastd frazd marcheaza prabusirea sociala si morala a personajului. Marjane
trece de la statutul de studenta strainad la cel de persoand fara adapost — o cadere
simbolica a ,,exilatului modern”, prins intre doud lumi si exclus din ambele.

~Eram leftera. Nici nu-ti vine sa crezi ce repede iti poti pierde demnitatea. Am
ajuns sa fumez mucuri de tigara, sda caut de mancare in gunoaie.” [2]

Aceastd marturisire e una dintre cele mai crude din Intregul roman. Din
perspectiva interculturala, ea exprima vulnerabilitatea imigrantului intr-o societate
striina, unde protectia sociald, reteaua de sprijin si identitatea colectiva lipsesc. In
Iran, Marji fusese ,,fata parintilor buni”, crescutd cu idealuri morale si educatie
solida. In Europa, ea devine o ,strdind invizibild”, o tandrd care trdieste
marginalizarea in formele ei cele mai dure: foame, frig, boala, pierderea demnitatii.
Astfel, fragmentul exploreazd dimensiunea socio-umana a interculturalitatii: in
spatele ,,mitului Europei” se ascunde realitatea emigrantului izolat, neprotejat, lipsit
de repere.

»Irecusem printr-o revolutie in care-mi pierdusem o parte din familie.
Scapasem vie dintr-un razboi care ma indepartase de tara mea si de parintii mei...
Si o0 banala poveste de dragoste era cat pe ce sa ma coste viata.” [2]

Aceastd frazd concentreaza tema absurdului suferintei: desi a supravietuit
ororilor politice, Marjane aproape ca moare dintr-o cauza banald — o dezamagire
afectiva. Dragostea devine aici metafora exilului interior. Nu doar patria e pierduta,
ci si increderea, sensul de sine, coerenta identitatii. Caderea 1n boald si mizerie este
simbolul dezagregarii interioare, a destramarii identitatii hibride pe care Incercase s-
o construiasca.

,Am stat mai mult de doud luni pe strazi, in miez de iarnd. Era frig rau de tot.
M-am imbolnavit. Am inceput sa tusesc putin, apoi mai mult, apoi si mai tare, nu ma
mai opream din tusit, pan-am ajuns sa scuip sange... pand la urma m-am trezit la
spital.” [2]

Spitalul devine un loc al renasterii — o noud ,,initiere” in propria fragilitate.
Este momentul de cotitura in parcursul personajului, o forma de moarte si re-nastere
simbolicd, specificd naratiunilor de formare.

»Mi-am pus iar valul... cat despre libertdtile individuale si sociale ... asta e ...
Aveam mare nevoie sa ma intorc acasda.”
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Revenirea in Iran inchide un ciclu intercultural complet. Desi intoarcerea
implica renuntarea la libertatile occidentale, ea semnificd si recuperarea radacinilor.
Marjane acceptd valul — simbolul opresiunii — nu ca pe o infrangere, ci ca pe o forma
de impécare cu sine. Interculturalitatea devine aici ciclicd: personajul trece de la o
culturd la alta, dar sfarseste prin a intelege ca identitatea nu se poate ,,importa”; ea
se reconstruieste doar prin reconcilierea cu trecutul. Dezamagirea 1n dragoste a fost,
in fond, un moment de revelatie: eroina invatd cd libertatea nu este garantatd de
Occident, ci de capacitatea interioard de a-ti pastra demnitatea si sensul propriu.

In concluzie, experientele Marjanei Satrapi din perioada exilului evidentiaza
complexitatea procesului de formare identitard intr-un context intercultural.
Confruntata atat cu acceptare, cat si cu respingere, protagonista invata cd integrarea
nu este un drum linear, ci unul marcat de incercari, dezechilibre si redescoperire de
sine. Contactul cu diversitatea europeana 1i largeste perspectiva si 1i relativizeaza
valorile, iar Intalnirea cu mama 1i reaminteste pretul libertatii si legatura profunda cu
radicinile sale. Intre discriminare si solidaritate, intre singuratate si sprijin, Marjane
ajunge sa-si construiasca o identitate hibridd, in care traditia si modernitatea,
Orientul si Occidentul, vulnerabilitatea si forta personald coexistd. In acest fel,
drumul ei devine simbolul maturizarii intr-o lume fragmentatd, unde apartenenta se
castiga greu, dar devine cu atat mai semnificativa.
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Abstract: Despite their considerable numbers, immigrants from the Republic of
Moldova have received little attention in German-language literature, film, and television to
date. Exceptions include the fictional Moldovan character Nastya Pashenko from the TV
series “Lindenstrale” (“WDR”, 1985-2020) and the characters Natalia and Anna Litvina
from the feature film “Das bleibt unter uns” (“Arte”, “ZDF”, 2023). This article first
introduces both productions and situates them in the context of the German television
landscape. It then offers a detailed analysis of the three Moldovan character portrayals, and
examines the challenges faced by screenwriters and directors in creating authentic
representations while avoiding clichés. Practical aspects of producing TV series and feature
films will also be considered.

Keywords: Interculturality, Republic of Moldova, migration, TV series, feature film

Rezumat: In ciuda numarului mare de imigranti din Republica Moldova, acestia au
fost pand acum rareori subiecte de discutie in literatura, filmul si televiziunea in limba
germand. O exceptie este personajul fictiv moldovean Nastya Pasenko din serialul TV
,Lindenstrafie” (,, WDR”, 1985-2020) si Natalia si Anna Litvina din lungmetrajul ,,Das bleibt
unter uns” (,,Arte”, ,,ZDF”, 2023). Acest text va introduce mai intdi ambele productii si le
va plasa in contextul peisajului televiziunii germane. Apoi va fi discutata in detaliu
portretizarea celor trei personaje din Republica Moldova. Vor fi discutate in detaliu
dificultatile intdimpinate de scenaristi si regizori in crearea de personaje realiste, evitand
cliseele. De asemenea, vor fi luate in considerare aspectele practice ale filmarii serialelor TV
si a lungmetrajelor.

Cuvinte-cheie: Interculturalitate, Republica Moldova, migratie, serial TV, film
artistic
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Fragt man im Ausland Studenten ganz allgemein, was sie mit Deutschland
verbinden, sind die Reaktionen relativ gut vorhersehbar: Fuflball, Mercedes, BMW,
Bratwurst, Bier, deutsche Piinktlichkeit, Beharrsamkeit und die Schattenseiten der
deutschen Historie stehen erfahrungsgemaf3 weit oben auf der Liste der Antworten.
Schwieriger wird es dagegen, wenn man Deutsche fragt, was sie mit der Republik
Moldau verbinden. Ein langes Schweigen, vielleicht gefolgt von der Nennung der
Weinkeller Cricova und Milestii Mici, manchmal auch ein kurzer Hinweis auf die
Zustdnde in Tiraspol ist meist alles, was der Fragesteller erfihrt.

Zieht man auf der Suche nach Informationen iiber die Republik Moldau gar
eine deutschsprachige Suchmaschine im Internet zurate, erfihrt man recht schnell,
dass die Republik Moldau zu den nachweislich unbeliebtesten Reisezielen der Welt
gehort [1]. Passend hierzu sind mit nur wenigen Mausclicks dngstliche Fragen von
Reisenden zur aktuellen Sicherheitslage im Stadtzentrum von Chisinau auffindbar.

Bedrohlich erscheint auch vieles, was man vom deutschen Zoll und deutscher
Polizei {iiber Moldauer vernimmt: Meldungen iiber Razzien gegen illegal
beschiftigte ,moldawische‘ Staatsangehorige sind beinahe an der Tagesordnung [2],
[3]. Dass die meisten in Deutschland lebenden Moldauer dank eines zusitzlichen
ruménischen Passes hier vollig legal arbeiten, erfihrt man ebenso selten wie den
Umstand, dass sie oft in Bereichen wie der Pflege oder dem Bau tétig sind, wo akuter
Fachkréftemangel herrscht.

Andererseits hat in jiingster Zeit ein trauriger Anlass dazu gefiihrt, dass in
Deutschland die mediale Berichterstattung iiber die Republik Moldau differenzierter
geworden ist: Der russische Angriff auf die Ukraine im Februar 2022 hat ein breites
offentliches Interesse an der Region geweckt. Neben der Berichterstattung iiber die
aktuelle politische Situation wurden auch mehrfach Reportagen iiber das
moldauische Alltagsleben verdffentlicht [4], [S]. Das gewachsene Interesse spiegelt
sich im Ubrigen auch in den seitdem erschienenen Ubersetzungen literarischer Texte
wider: 2023 erschienen deutschsprachige Fassungen von zwei Romanen der Autorin
Tatiana Tibuleac, 2025 folgte Iulian Ciocans dystopischer Roman ,,Am Morgen
kommen die Russen” [6], [7], [8].

Neben diesen Beitrdgen, die sich an ein iliberwiegend politisches oder
literarisch vorgebildetes Publikum richten, ist die Republik Moldau jedoch auch
Gegenstand deutscher TV-Fiktion. Im Folgenden soll der Versuch gemacht werden,
zwei besonders pragnante Beispiele hierfiir genauer zu analysieren. Erste
Erfahrungen mit einem fiktiven moldauischen Seriencharakter machten deutsche
Fernsehzuschauer bereits vor mehr als 20 Jahren. Die von der polnischen
Schauspielerin Anja Antonowicz verkdrperte Nastya Pashenko zdhlte ab Februar
2002 fiir mehr als 14 Jahre zu den festen Figuren der wochentlich ausgestrahlten
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Unterhaltungsserie ,,Lindenstrale®, die vom offentlich-rechtlichen TV-Sender
»WDR* produziert wurde [9].

Von 1985 bis zur Einstellung im Jahr 2020 zdhlte die ,,Lindenstralle zeitweise
zu den erfolgreichsten Produktionen im deutschen Fernsehen. Bis zu 15 Millionen
Zuschauer verfolgten in den Anfangsjahren der Serie das fiktive Leben von Familien
aus den Mehrfamilienhdusern der Miinchner Lindenstrale. Neben unterhaltenden
Elementen steht unter dem Produzenten Hans W. Geiflendérfer auch ein
gesellschaftspolitischer Ansatz im Focus. Die Serie betont demnach ,,politisches und
soziales Engagement, [...] Meinungsfreiheit, Demokratie, gleiche Rechte fiir alle
und Integration® [10].

Ein solcher Ansatz mag aus kommerzieller Sicht nachteilig erscheinen, bewegt
sich aber in Einklang mit den staatsvertraglichen Aufgaben des offentlich-
rechtlichen Rundfunks in Deutschland: Auftrag der 0Offentlich-rechtlichen
Rundfunkanstalten ist, durch die Herstellung und Verbreitung ihrer Angebote als
Medium und Faktor des Prozesses freier individueller und o6ffentlicher
Meinungsbildung zu wirken und dadurch die demokratischen, sozialen und
kulturellen Bediirfnisse der Gesellschaft zu erfiillen. [...] IThre Angebote haben der
Bildung, Information, Beratung und Unterhaltung zu dienen. [11].

Konkret nimmt sich die Serie zahlreicher Tabuthemen an, darunter AIDS,
Homosexualitét, Behinderung und Rechtsextremismus. Eine exponierte Rolle spielt
in der Serie die Migration: Die fiktive Familie Sarikakis aus Griechenland z&hlt
ebenso wie der aus Vietnam stammende Gung Pham Kien zur Erstbesetzung, gefolgt
von Familien und Einzelcharakteren aus Frankreich, Italien, der Schweiz, Osterreich,
Polen, der Tiirkei, den USA, Kanada, Siidafrika und Tunesien. Diese Charaktere
werden meist als Sympathietrdger aufgebaut, um so beim Zuschauer Vorurteile
abzubauen.

Diesem Muster folgt zundchst auch die Darstellung der Moldauerin Nastya
Pashenko, die in der Serienhandlung als Zwangsprostituierte nach Deutschland
verschleppt worden ist. Schutzbediirftig wendet sie sich bei ihrem ersten Auftritt an
eine in der Lindenstrale lebende Polizeibeamtin und wird erhort. Schon bald helfen
die Bewohner der Mehrfamilienhduser der jungen Moldauerin nach Kréften. Dass
die Figur zumindest aus der Perspektive von Zuschauern, die mit der realen Situation
in Osteuropa vertraut sind, einige Unstimmigkeiten aufweist, muss ausdriicklich
betont werden: Der Name Pashenko deutet auf einen ukrainischen Hintergrund hin,
allerdings spricht die junge Frau neben gebrochenem Deutsch ausschlieSlich
Russisch mit horbar polnischem Akzent.

Leider kippt die Darstellung der jungen Moldauerin bereits nach wenigen
Folgen ins Klischeehafte: Nastya Pashenko neigt zu aggressivem und
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autoaggressivem Verhalten, was die verstindnisvollen Bewohner der Strafle vor
erhebliche Herausforderungen stellt. Zu allem Uberfluss hilt sich die Moldauerin
illegal in Deutschland auf, weigert sich jedoch beharrlich, in ihre Heimat
zuriickzukehren: ,,Wir [Pashenko und eine ebenfalls nach Miinchen verschleppte
Kollegin, Anm. CF] gehen nicht nach Moldawien, wir bleiben hier in Deutschland!*
Nur durch eine Scheinehe mit einem dlteren Mann aus der Lindenstral3e gelingt es
schlieBlich, den Aufenthaltsstatus zu legalisieren.

Wihrend die Rolle bis zu diesem Zeitpunkt immerhin noch einen Rest von
Glaubwiirdigkeit aufweist, muss fiir ihre nachfolgenden Jahre in der ,,Lindenstrafe*
das Gegenteil attestiert werden. In Kurzform ldsst sich der weitere Lebensweg der
Moldauerin wie folgt zusammenfassen: Wohlwissend, dass ihre Scheinehe eines
Tages auffliegen wird, verfiihrt Nastya den Sohn der beim Publikum beliebten
Serienfamilie Beimer. Sie wird prompt schwanger, bekommt eine Tochter und kann
somit nicht mehr nach Chisindu abgeschoben werden. Einige Zeit spater wird sie als
Fotomodell reich, kauft einen SUV, entfiihrt die eigene Tochter, schlieB3t sich einer
siidamerikanischen Sekte an und kehrt lange Zeit spéter nach Deutschland zuriick.
Um erneut schwanger zu werden, vergewaltigt sie unter Zuhilfenahme eines
Elektroschockers ihren ehemaligen Liebhaber und endet schlieBlich psychisch
erkrankt in Berlin.

Dass die Figur Nastya Pashenko keine realen Bezugspunkte zur Republik
Moldau hat, sondern vielmehr gesammelte Klischeebilder von Osteuropa in sich
vereint, ist offenkundig. Ungewollt werden Vorurteile bei den Zuschauern nicht
entkriftet, sondern verstirkt. Uber die Motive, die Figur iibertriecben stark zu
stereotypisieren, kann leider nur gemutmalt werden. Nicht von der Hand zu weisen
ist, dass Nastya Pashenkos extremes Verhalten einen hohen Unterhaltungswert
aufweist. Gleichzeitig verzeichnete die Serie seit Ende der 1990er Jahre einen
dramatischen Riickgang der Einschaltquoten. Eine zunehmende Akzentuierung des
Unterhaltungsauftrags zu Lasten des Bildungsauftrags wirkt somit naheliegend,
zumal die ,,Lindenstral3e* mittlerweile im Ruf stand, zu stark zu moralisieren.

Einen ginzlich anderen, wieder stirker den Bildungsauftrag des offentlich-
rechtlichen Fernsehens in den Mittelpunkt stellenden Ansatz verfolgt ein zweites
fiktionales Werk, auf das im Folgenden eingegangen werden soll: Der TV-Spielfilm
,Das bleibt unter uns“ (,,Arte*, ,,ZDF*, 2023) der Regisseurin Verena S. Freytag
thematisiert das Leben der Berliner Familie Nolding-Schenke und ihrer illegal
beschiftigten moldauischen Putzfrau Natalia Litvina [12]. Wihrend ihrer Arbeit
wird die Moldauerin Opfer eines Unfalls und fallt fiir mehrere Wochen ins Koma.
Notgedrungen nimmt die deutsche Familie Natalias achtjéhrige Tochter Anna bei
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sich auf. Hoffen und Bangen um Natalia Litvinas Gesundheit sowie die Furcht vor
der Aufdeckung ihrer illegalen Beschéftigung bestimmen fortan den Alltag.

,,Das bleibt unter uns‘ ist ein Film, der die Themenfelder Moral und Gewissen
heutig [sic] und spannend erzdhlt“ [13], betont der offizielle Pressetext des
Fernsehsenders ,,ZDF*“. Er unterstreicht damit, welche Wirkung das Werk bei den
deutschen Zuschauern hervorrufen soll: Gespannt folgen sie Familie Nolding-
Schenke, die zwischen Eigennutz und moralisch korrekter Entscheidung hin- und
hergerissen ist: ,, Tot ist billiger*, lautet der zynische Rat einer eiligst herbeigerufenen
Rechtsanwiltin, die vor horrenden Regressanspriichen warnt, sollte Natalia
dauerhaft zum Pflegefall werden. Die Entlarvung der illegalen Beschéftigung wiirde
iiberdies der politischen Karriere des Familienvaters ein Ende setzen. In jedem Fall
sei es daher ratsam, Anna Litvina schnellstmoglich in die Republik Moldau
zurlickzufiihren und das Beschéftigungsverhéltnis der Mutter strikt zu leugnen. Dem
entgegen stehen die hehren Selbstanspriiche von Herrn Nolding und Frau Schenke,
die als Vertreter griiner Politik erkennbar sind. Auch mochten sie ihren beiden
leiblichen Tochtern ein moralisches Vorbild sein. Die zwei Méadchen haben sich
namlich trotz aller Sprachbarrieren bereits nach kurzer Zeit mit Anna Litvina
angefreundet.

Immerhin bietet der Umstand, dass in der Heimat des moldauischen Madchens
die GroBmutter aufgefunden werden kann, Gelegenheit, vor Ort die Option einer
Riickfiihrung zu priifen. Mit dem Pass einer der leiblichen Tochter fliegt Jana
Schenke in Begleitung von Anna Litvina kurzentschlossen in die ehemalige
Sowjetrepublik. Hier erweist sich die GroBmutter nicht nur als {iberaus
gastfreundlich und hilfsbereit. Sie ist als ehemalige Deutschlehrerin auch der
deutschen Sprache méchtig. Leider aber sitzt sie schwer erkrankt im Rollstuhl und
ist zwingend auf regelmifBige Geldtransfers ihrer Tochter angewiesen. Es ist ihr
somit unmdoglich, fiir die Enkeltochter zu sorgen.

In dieser nahezu ausweglosen Situation wéhlt der Spielfilm ein in der TV-
Kritik umstrittenes, utopisches Ende: Nach der Riickkehr nach Deutschland
entschlieBt sich Familie Nolding-Schenke zur Selbstanzeige. Wenig spiter wacht
Natalia Litvina unbeschadet aus dem Koma auf und erhédlt von Herrn Nolding, der
seine politische Laufbahn mittlerweile aufgebeben hat, eine Anstellung in dessen
Unternehmen flir erneuerbare Energien. ,,Verena S. Freytag und ihre
Drehbuchautorin bringen es schlieBlich doch noch fertig, den ganzen sorgsam
ausgebreiteten Konflikt auf den letzten Metern in Wohlgefallen aufzuldsen.
Hoffentlich erst auf den Druck irgendeines iibermichtigen Fernsehspielredakteurs
und nicht aus eigenem Antrieb®, kritisiert Jens Miiller von der Berliner Tageszeitung
Htaz“ [14].
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Zweifelsfrei stellt sich die Frage, ob sich der Spielfilm &hnlich
schablonenartiger Muster wie die TV-Serie ,,Lindenstrafle* mit ihrer moldauischen
Figur Nastya Pashenko bedient. Kritisch zu betrachten ist beispielsweise die
schwarzweill erscheinende Rollenverteilung, in der Familie Nolding-Schenke
eindeutiger Titer und Familie Litvina eindeutiges Opfer ist. Uberdies gibt es erneut
Zweifel an der Authentizitdt der Herkunft der vermeintlichen Moldauer, die klar
erkennbar Ukrainisch sprechen. Auch bietet die Reise in die Heimat des Médchens
wenig Kulisse: Quasi sdmtliche Szenen sind im Inneren der altertiimlich
eingerichteten Plattenbau-Wohnung der GroBmutter verortet. Der Zuschauer erhalt
so den Eindruck eines beliebig austauschbaren Familienhintergrunds an einem
beliebigen Ort in der ehemaligen Sowjetunion.

Diesen Kiritikpunkten sind allerdings eine Reihe von Aspekten
entgegenzuhalten, die ,,Das bleibt unter uns* positiv von der zuvor diskutierten Serie
,Lindenstrale* abheben. So bietet der Spielfilm in mehreren Momenten Einblicke
in das Berliner Privatleben der illegal arbeitenden Putzfrau, die mit mehreren
osteuropdischen Frauen in einer kleinen Wohngemeinschaft lebt und im Ubrigen
einen Verehrer mit afrikanischem Hintergrund hat. Anna Litvina unterdessen wird
als ein Méddchen gezeigt, das dem Leben im Haushalt von Familie Nolding-Schenke
mit gemischten Gefiihlen begegnet. Sorge um die Mutter, Sehnsucht nach ihrem
Zuhause und die Faszination, die westlicher Luxus auf sie ausiibt, halten sich die
Waage.

Nicht frei von Ambivalenz ist bei nidherer Betrachtung auch die Darstellung
der deutschen Familie Nolding-Schenke. Zwar erscheint Alexander Nolding
einerseits als machtbewusster Geschédftsmann und Politiker, dessen Einsatz fiir griine
Politik und erneuerbare Energien bigott und eigenniitzig wirkt. Vehement pladiert er
fiir die Riickkehr Anna Litvinas in ihre Heimat und fiihrt damit die ,,Doppelmoral
einer linksliberalen Vorzeigefamilie“ (,,Frankfurter Allgemeine Zeitung®) vor [15].
In bester patriarchaler Manier betont er im Laufe der Handlung mehrfach, nur seine
harte Arbeit ermogliche den opulenten Lebenswandel der Familie.

Seine von Beginn an humaner wirkende Ehefrau Jana Schenke hingegen
studiert in fortgeschrittenen Jahren dank der finanziellen Unterstiitzung ihres
Ehemanns an der Universitdt und beweist damit {iber weite Strecken des Spielfilms,
dass man sich einen gerechten Lebensstil auch leisten kdnnen muss. SchlieBlich ist
ihre Mehrfachbelastung als Studentin, Hausfrau und Mutter nur durch die tatkriftige
Unterstiitzung der prekir beschiftigten Anna Litvina moglich.

Allerdings zeigt der Spielfilm deutlich, dass es sich beim moralischen
Fehlverhalten des Ehepaares nur um einen kurzzeitiger Irrweg handelt: In Anschluss
an ihre Reise in die Republik Moldau sorgt Janka Schenke fiir die Riickbesinnung
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der Familie auf ihre einstigen moralischen Werte: ,,Kein Mensch ist illegal. Das
stand doch mal auf euren Plakaten®, lautet ihr Vorwurf an den Ehemann. Nach ihrem
personlichen Einblick in die Armut der ehemaligen Sowjetunion ist sie nicht langer
dazu bereit, personliche NutznieBerin des geographischen Wohlstandgefilles zu
sein. Auch Alexander Nolding wird sich seiner Unaufrichtigkeit bewusst und zieht
daraus die richtige Konsequenz: Er verzichtet auf seine politische Karriere.

Wenn somit also die Darstellung der Figuren weniger scherenschnitthaft als
zunédchst vermutet ist, stellt sich gleichwohl eine andere Frage: Folgt der Spielfilm
dem Muster eines Entwicklungsromans, ja gar eines Erziehungsromans, wie
Rezensent Jens Miiller ferner beméngelt [14]? Auch dieser Einwand darf bezweifelt
werden: Das utopische Ende des Films ist fiir das Publikum klar als solches
erkennbar und diirfte in der Praxis eher zur Reflexion und Hinterfragung fiihren:
Mirchenhafte Ausgidnge entsprechen grundsitzlich nicht der Realitdt, was jedem
Zuschauer bewusst ist.

Das Ende ist im Ubrigen nicht der einzige Aspekt des Spielfilms, der die
Grenzen einer mimetischen Abbildung der Wirklichkeit sprengt. Gezielt greift die
Handlung bei der Darstellung Anna Litvinas und der Téchter des Ehepaars Nolding-
Schenke auf das Doppelgéngermotiv der Romantik — Ausdruck von Identititskrise
und Selbstzweifel des Individuums — zuriick: Auch eines der deutschen Médchen
heiit Anna. Dem Zuschauer wird so die grundsitzliche Austauschbarkeit von
Menschen unterschiedlicher Herkunft verdeutlicht, deren Lebensweg weniger durch
individuelle Entscheidungen, sondern vielmehr durch bloBen Zufall und schieres
Gliick bestimmt wird.

Ein groBeres Problem stellt indes das Rétsel um die angeblich moldauische
Herkunft von Natalia und Anna Litvina dar, deren Muttersprache
iiberraschenderweise Ukrainisch ist. Wenngleich in der Republik Moldau eine nicht
unerhebliche Zahl ethnischer Ukrainer lebt, deuten weitere Details des Films auf die
Ukraine als Ausgangspunkt der Familie hin. So wird beispielsweise kurz ein
ukrainische Diplom Natalia Litvinas gezeigt, an anderer Stelle erkennt man die
Position des Flugzeugs von Jana Schenke und Anna Litvina auf der Flugkarte
irgendwo zwischen Lwiw und Kyjiw. Wie bereits erwéhnt, zeigt der Film zu allem
Uberfluss auch keine Alltagsszenen in der Republik Moldau auBerhalb der Wohnung
der GrofSmutter.

Tatsédchlich liegt hier ein gewisses Manko, das jedoch durch die langjéhrige
Entstehungsgeschichte des Spielfilms erkldrbar ist. Bereits 2008 gab es laut
Regisseurin Verena S. Freytag erste Uberlegungen zum Drehbuch. Die Handlung
sollte demnach grdBtenteils in der Ukraine verortet sein. Doch erst im Jahr 2021
kaufte das ,,ZDF* die Rechte fiir die Geschichte, die im weiteren Verlauf von der
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Autorin Frauke Hunfeld bearbeitet wurde. Vier Tage vor Drehbeginn begann der
Krieg in der Ukraine. Angesichts der groen Zahl ukrainischen Fliichtlingen mit
legalem Aufenthaltstitel in Deutschland entstand ein Glaubwiirdigkeitsproblem,
sodass das ,,ZDF*“ in der Postproduktion den Handlungsort Ukraine kurzerhand
durch die Republik Moldau austauschte. In Hinblick auf die seit langem dort
lebenden Ukrainer entschied man sich gegen eine Synchronisation der ukrainischen
Sprecherrollen [15].

Somit wartet das deutsche Fernsehpublikum unter strengen Gesichtspunkten
weiterhin auf ,echte‘ fiktive TV-Figuren mit moldauischem Hintergrund — ein
Umstand, der bei der iiberwéltigenden Mehrzahl der deutschen Fernsehzuschauer
génzlich unbemerkt bleiben diirfte. Gleichwohl gelingt es dem Spielfilm ,,Das bleibt
unter uns®, unter weitgehender Vermeidung von Klischees, Problembewusstsein fiir
Missstidnde hervorzurufen, die die Republik Moldau stark betreffen. Der Umstand,
dass die Handlung urspriinglich in der Ukraine verortet sein sollten und die Figuren
erkennbar ukrainisch sind, erscheint dabei zumindest aus deutscher Sicht
zweitrangig.

Eine bislang unbeantwortete Frage ist indes, wie der Film auf Zuschauer in der
Republik Moldau wirken konnte. Der Einsatz von ,,Das bleibt unter uns im DAF-
Unterricht erscheint als ein sinnvolles Unterfangen, da er an Lebenserfahrungen
ankniipft, die viele moldauische Schiilerinnen und Schiiler sowie Studentinnen und
Studenten aus ihrem Umfeld personlich bekannt sind. Das Werk liefert
Diskussionsgegensténde fiir Themen wie Migration im Allgemeinen und Osteuropa
im Speziellen, kulturelle, politische und soziale Differenzen zwischen Ost und West,
Fremdsprachigkeit und nicht zuletzt das Bild der Republik Moldau. Eine besonders
spannende Frage diirfte dabei sein, ob und inwieweit die moldauischen Zuschauer
der ukrainische Hintergrund der Hauptfiguren irritiert und welche mdglichen
Erkldrungsmodelle sie anbieten.
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Abstract: The article examines the religious structures and developments within the
German minority in Dobruja from the 19th to the early 20th century. Using the three central
confessions — the Evangelical-Lutheran Church, the Evangelical-Free Church movements,
and the Roman Catholic Church — it analyzes institutional structures, social dynamics, and
confessional conflicts. The article shows that religion for the Germans of Dobrogea was both
an instrument of cultural self-assertion and a factor of social differentiation. The study
highlights the ambivalent role of religious organizations in a multiethnic environment and
contributes to the exploration of the German settlement history in Southeastern Europe.

Keywords: Dobruja, German minority, Evangelical-Lutheran Church, Catholicism,
Free Churches, Religious history, Southeastern Europe.

Rezumat: Articolul analizeaza structurile religioase si evolutiile din cadrul minoritatii
germane din Dobrogea, Intre secolul al XIX-lea si inceputul secolului XX. Pe baza celor trei
confesiuni centrale — Biserica Evanghelicd-Luterand, miscarile evanghelice-libere si
Biserica Romano-Catolicd — sunt analizate structurile institutionale, dinamica sociald si
conflictele confesionale. Articolul arata ca religia pentru germanii din Dobrogea a fost atat
un instrument de autoafirmare culturald, cat si un factor de diferentiere sociala. Studiul
subliniaza rolul ambivalent al organizatiilor religioase Intr-un mediu multi-etnic si aduce o
contributie la cercetarea istoriei colonizarii germane in sud-estul Europei.

Cuvinte-cheie: Dobrogea, minoritatea germand, Biserica Evanghelica-Luterana,
Catolicism, Biserici libere, Istoria religioasa, Sud-estul Europei.

1. Einleitung
Das religiose Leben der deutschen Siedler in der Dobrudscha bildete seit dem
19. Jahrhundert einen zentralen Bestandteil ihrer kulturellen Identitdt und sozialen
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Ordnung. Unter osmanischer und spéter ruménischer Verwaltung entwickelten sie
kirchliche Strukturen, die trotz ihrer peripherer Lage und begrenzter Ressourcen
bemerkenswerte Eigenstindigkeit aufwiesen. Die religiose Organisation diente nicht
nur der spirituellen Orientierung, sondern fungierte zugleich als Tréger kollektiver
Selbstdefinition. Die verschiedenen Konfessionen — evangelisch-lutherisch,
freikirchlich und romisch-katholisch — bildeten jeweils eigenstédndige Milieus, die in
wechselseitiger Beziehung und teils in Konkurrenz zueinander standen.

Fig, 1 Die evangelische Kirche von Atmadscha (rum. Atmagea; 1930-er Jahre, linkes
Foto; Quelle: Heimatbuch der Dobrudschadeutschen [1986]) ist heute ein orthodoxes
Gotteshaus (rechte Aufnahme von 2014, Foto: J. Sallanz).

2. Die evangelisch-lutherische Kirche

Die Mehrheit der Dobrudschadeutschen gehorte der evangelisch-lutherischen
Kirche an, deren Anteil 1935 etwa 55 Prozent der deutschen Bevdlkerung
ausmachte. [10, p. 120] Kirchlich unterstanden die Gemeinden dem Evangelischen
Oberkirchenrat (EOK) in Berlin, der Pfarrer entsandte und eine institutionelle
Verbindung zum Mutterland aufrechterhielt. Der Gottesdienst wurde ausschlielich
in deutscher Sprache abgehalten und trug wesentlich zur Bewahrung kultureller
Identitdt bei.
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Die erste evangelische Gemeinde entstand 1849 in dem abgelegenen Dorf
Atmadscha (rum. Atmagea), welche von bessarabiendeutschen Siedler gegriindet
wurde. [3, pp. 8-16] Der reformierte Pfarrer Johannes Bonekemper, durch die Basler
Mission vermittelt, spielte hierbei eine zentrale Rolle. Unterstiitzung erhielten die
Gemeinden vom Preuflischen Konsulat in Galatz (rum. Galati), insbesondere durch
die Konsuln K6nig und Bliicher, in Zusammenarbeit mit dem Gustav-Adolf-Verein
aus Deutschland, der die seelsorgerische und materielle Versorgung der deutschen
Protestanten sicherstellte.

Mit Richard Kiihn trat 1858 der erste fest eingesetzte Pfarrer seinen Dienst in
Atmadscha an. Sein Wirken war geprigt von schwierigen sozialen Bedingungen,
weiten Entfernungen zwischen den Gemeinden, die er zu betreuen hatte, und
mangelnder materieller Unterstlitzung. Trotz intensiver Bemiihungen fiihrte die
Kombination aus wirtschaftlicher Not, internen Spannungen und der Bedrohung
durch tscherkessische Ansiedlungen schlielich zu einer Schwichung der
evangelischen Gemeinden. Nach Kiihn iibernahm Hugo Lackner die Pfarrstelle,
musste sie jedoch aufgrund der widrigen Umsténde bald wieder aufgeben.

In den folgenden Jahrzehnten blieben viele evangelische Gemeinden ohne
standige geistliche Betreuung. Dies begiinstigte eine Form von Laienfrommigkeit,
die sich in der Entstehung sogenannter Briidergemeinschaften &uflerte. Diese
strenggldubigen Versammlungen, in denen Mitglieder sich gegenseitig als ,,Bruder*
und ,,Schwester* ansprachen, entwickelten eine pietistische Frommigkeitspraxis mit
regelmifBigen Treffen, Gebet, Gesang und moralischer Selbstdisziplin. Weltliche
Vergniigungen wie Tanzen, Kartenspiel oder Alkoholkonsum wurden abgelehnt.
Trotz oder gerade wegen des Fehlens institutioneller Strukturen bildeten die
Briidergemeinschaften ein stabiles religioses Fundament und stérkten den inneren
Zusammenhalt der evangelischen Dobrudschadeutschen.

3. Evangelisch-freikirchliche Bewegungen

Die fehlende seelsorgerliche Kontinuitit und die pietistische Pragung vieler
Dorfgemeinschaften begiinstigten seit dem spdten 19. Jahrhundert die Entstehung
freikirchlicher Bewegungen, vor allem der Baptisten. Etwa elf Prozent der
Dobrudschadeutschen schlossen sich diesen Gemeinschaften an. Sie betonten die
personliche Bekehrung, die Glaubenstaufe und ein strikt moralisches Leben. [10, p.
126].

Das Verhiltnis zwischen Lutheranern und Baptisten blieb héufig
konfliktbeladen. In der Chronik der Gemeinde Tschukurowa (rum. Ciucurova)
bezeichnete Johann Adam (1932) die Beziehungen als von ,,Fanatismus* und offener
Ablehnung geprdgt. Diese Spannungen zeugen von einer Auseinandersetzung um
religiose Autoritdt und Deutungshoheit, die sich besonders dort verschirfte, wo
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kirchliche Strukturen schwach oder nicht vorhanden waren. Trotz der Differenzen
existierten pragmatische Formen der Zusammenarbeit, etwa in gemeinschaftlichen
Angelegenheiten auflerhalb des religiosen Bereichs. Neben den Baptisten traten
kleinere Gruppen von Adventisten auf, insbesondere in Neue Weingérten (rum. Viile
Noi) und Sarighiol (rum. Albesti), die jedoch nur eine marginale Rolle spielten.
[vgl. 2; 3].

Fig. 2. In Karamurat (rum. Caramurat, heute: Mihail Kogalniceanu)
wurde 1881 mit dem Kapuzinerpater Willibald Steffen aus der Schweiz als
Pfarrverweser eine eigene Pfarrei gegriindet. Wihrend der Amtszeit von
Luigi di Benedetto wurde 1897 mit dem Bau der romisch-katholischen Kirche
begonnen. Die Kirche wurde 1902 dem HI. Antonius von Padua geweiht, sie
dient heute noch als romisch-katholisches Gotteshaus; Aufnahme von 2014.
Foto: J.Sallanz.

4. Die romisch-katholische Kirche

Rund ein Drittel der Dobrudschadeutschen — 1935 etwa 32,5 Prozent — gehorte
der romisch-katholischen Kirche an. [10: 127] Bis 1883 unterstand sie dem Bistum
Nikopoli, danach der Erzdiézese Bukarest, die zunehmend deutschsprachige Priester
einsetzte. Trotz des supranationalen Charakters des Katholozismus orientierte sich
die kirchliche Organisation in der Dobrudscha stark an der ethnischen Zugehorigkeit
der Glaubigen. Die katholische Kirche bot aufgrund ihrer hierarchischen Struktur
eine grofere institutionelle Stabilitit als die evangelischen Gemeinden in der Region.

Erzbischof Raymund Netzhammer (1905-1924) forderte den Aufbau
katholischer Strukturen und den Bau mehrerer Kirchen in deutschen Siedlungen,
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darunter in Grof3-Pallas (rum. Palazu Mare), Techirghiol oder Kulelie (rum. Colelia).
Der Kirchenbau erfolgte oft in Eigeninitiative der Siedler, wobei Materialien und
Arbeitsleistung gemeinschaftlich erbracht wurden. Die Einfachheit der Bauweise —

hiufig aus Lehmziegeln (,chirpici) — zeugt von den bescheidenen
Lebensverhiltnissen, aber auch von der tiefen religiésen Motivation der Kolonisten.
[vgl. 8; 9].

Wie im evangelischen Umfeld entwickelten sich auch unter den katholischen
Deutschen Laiengemeinschaften, die sogenannten Maria-Bruderschaften, die
gemeinsames Gebet, religiose Bildung sowie titige Nachstenliebe pflegten.

Ein Beispiel fiir den nachhaltigen Einfluss der katholischen Bildungsarbeit in
der Dobrudscha sind Hieronymus Menges und Johannes Florian Miiller, beide in
Karamurat geboren und 1934 in Bukarest zu Priestern geweiht. Thre akademische
Laufbahn (Promotion in Theologie an der Universitit Miinster) und seelsorgerische
Tatigkeit in Ruménien und Deutschland verdeutlichen die kulturelle und geistliche
Vernetzung zwischen der Dobrudscha und dem deutschsprachigen Katholizismus
Mitteleuropas. [vgl. 5; 7].

5. Schlussbemerkung

Das religiose Leben der deutschen Minderheit in der Dobrudscha war
zweifellos ein zentraler Faktor fiir den Erhalt kultureller Identitit in einem
multiethnischen Umfeld. Zugleich offenbart sich in der konfessionellen Vielfalt eine
deutliche Ambivalenz: Die religidose Bindung wirkte sowohl integrierend als auch
trennend.

Die starke konfessionelle Fragmentierung — zwischen Lutheranern, Katholiken
und den zahlreichen freikirchlichen Bewegungen — fiihrte nicht nur zu
unterschiedlichen Formen religidser Praxis, sondern auch zu sozialen und kulturellen
Spannungen innerhalb der deutschen Gemeinschaft. Besonders das Verhiltnis
zwischen der evangelisch-lutherischen Mehrheitskirche und den freikirchlichen
Gruppierungen, allen voran den Baptisten, war von Misstrauen und teilweise offener
Ablehnung geprégt. Zeitgendssische Berichte, etwa von Johann Adam (1932),
belegen, dass diese Konflikte bis in den Alltag hineinwirkten und die soziale
Kohision in den Dorfern beeintrachtigten. Der Vorwurf des ,,Fanatismus‘ gegeniiber
den Freikirchlern verweist auf den Kampf um religiose Deutungshoheit innerhalb
einer ethnisch homogenen, aber konfessionell zersplitterten Minderheit. [vgl. 1:
29-37].

Auch die evangelische Kirche selbst blieb in einem Spannungsfeld zwischen
der institutionellen Anbindung an den Evangelischen Oberkirchenrat in Berlin
und den lokalen Bediirfnissen einer isolierten Landgemeinde. Der Mangel an
Pfarrern, die Abhéngigkeit von externen kirchlichen Strukturen und die daraus
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resultierende religiose Selbstorganisation fiihrten zu einem wachsenden Einfluss der
Laienbewegungen, die einerseits spirituelle Selbststdndigkeit forderten, andererseits
aber auch zur Abkehr von der etablierten Kirche beitrugen.

Die romisch-katholische Kirche stellte demgegeniiber ein stérker hierarchisch
organisiertes und institutionell stabiles System dar. IThre organisatorische Kontinuitat
unter der Leitung der Erzdiozese Bukarest bot den Gldubigen eine klare
Orientierung. Gleichwohl bedeutete die katholische Universalitdt keine vollstéindige
Uberwindung ethnischer Abgrenzungen — auch hier blieb die religiése Praxis eng
mit der deutschen Volkszugehorigkeit verkniipft.

Insgesamt zeigt sich, dass Religion fiir die Dobrudschadeutschen eine
doppelte Funktion erfiillte: Sie war sowohl Mittel zur Selbstbehauptung als auch
Ursache fiir interne Abgrenzungen. Das kirchliche Leben bot Halt, Bildung und
soziale Ordnung, zugleich aber auch Anlass zu Konflikten, moralischer Kontrolle
und Spaltung. Im Riickblick ldsst sich feststellen, dass die religiose Vielfalt der
Dobrudscha zwar Ausdruck lebendiger Frommigkeit war, jedoch langfristig die
Herausbildung einer einheitlichen deutschen Identitdt erschwerte. Gerade diese
Ambivalenz macht das religidse Leben der deutschen Minderheit in der Dobrudscha
zu einem aufschlussreichen Beispiel fiir die Wechselwirkung von Glaube, Kultur
und sozialer Dynamik in ethnischen Siedlungsgesellschaften.
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Abstract: The rapid expansion of digital culture has profoundly reshaped educational
values and practices across multicultural contexts. Digital technologies alter the ways
knowledge is produced, distributed, and experienced, influencing equality, autonomy, and
intercultural understanding in global education. This paper examines how digital culture
transforms core educational values and the ethical, cultural, and pedagogical challenges that
arise from it. Drawing on perspectives from digital pedagogy, cultural studies, and global
education, it argues that the digital transformation of education demands culturally
responsive digital literacy and value-oriented approaches to teaching to ensure that
technology enhances, rather than diminishes, diversity and inclusion.

Keywords: digital culture, multicultural education, digital transformation,
intercultural learning, inclusion, equity, global education, digital literacy, pedagogy.

Rezumat: Extinderea rapidd a culturii digitale a remodelat profund valorile si
practicile educationale in contexte multiculturale. Tehnologiile digitale transforma modul in
care cunoasterea este produsd, distribuitd si traita, influentdnd egalitatea, autonomia si
intelegerea interculturald in educatia globala. Prezentul articol analizeaza modul in care
cultura digitald determina transformarea valorilor educationale fundamentale, precum si
provociarile etice, culturale si pedagogice generate de acest proces. Pornind de la perspective
oferite de pedagogia digitala, studiile culturale si educatia globala, lucrarea sustine ideea ca
transformarea digitald a educatiei reclama dezvoltarea unei alfabetizari digitale sensibile la
diversitatea culturald si adoptarea unor abordari didactice orientate axiologic. Numai printr-
o astfel de perspectiva este posibil ca tehnologia sa contribuie la consolidarea diversitatii si
a incluziunii, si nu la diminuarea acestora.

Cuvinte-cheie: cultura digital, educatie multiculturald, transformare digital, invatare
interculturald, incluziune, echitate, educatie globala, alfabetizare digital, pedagogie.
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The digital age has transformed almost every aspect of contemporary
education. Beyond offering new tools for communication and learning, digital
culture introduces a distinct set of values, expectations and behaviours that interact
with the ethical and cultural foundations of education. In multicultural classrooms -
where students and teachers engage across diverse cultural, linguistic and socio-
economic background - the influence of digital culture is particularly profound.

Digital culture promotes flexibility, participation, and innovation; it also raises
questions about equality, access and cultural integrity. Educators must therefore
navigate a dual challenge: embracing the benefits of technology while safeguarding
values such as inclusivity, respect for diversity, and cultural identity. This article
explores how digital culture redefines these educational values in multicultural
settings and how digital pedagogy can support intercultural understanding.

Digital culture can be understood as a set of social practices shaped by digital
technologies and networked communication. Within education, it changes the very
notion of learnig - from a process of knowledge transmission to a more participatory
and collaborative experience. Learners are now producers as well as consumers of
information, and this shift supports values of autonomy, creativity and active
engagement.

Research has shown that digital tools such as online forums, multimedia
storytelling and collaborative learning platforms enhance participation among
culturally diverse students by giving each learner a voice [1]. For example, digital
storytelling projects in multicultural classrooms in Italy allowed migrant-
background pupils to represent their identities and share their narratives,
strengthening inclusion and intercultural understanding [2]. Similarly, studies in
Canada and Indonesia revealed that digital pedagogy, when designed with cultural
awareness, can promote equality and linguistic diversity by enabling students to learn
in their own language environments [3].

Thus, digital culture empowers multicultural education to move beyond mere
coexistence towards genuine dialogue and mutual enrichment. It transforms
traditional hierarchies of learning, decentralising authority and opening up spaces for
shared creation of knowledge.

As digital technologies penetrate educational systems worldwide, the values
underpinning teaching and learning are being reinterpreted. Digital tools expand
opportunities for learning but also highlight inequalities in infrastructure,
connectivity and skills. The digital divide often mirrors existing social and cultural
inequalities. Ensuring equitable access to digital resources has therefore become a
fundamental educational value in the 21st century [4]. The internet encourages self-
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directed learning and collaboration across borders. Students can choose resources,
pace and partners independently, fostering learner autonomy. Autonomy in digital
environments also requires critical awareness and digital literacy to evaluate sources
and avoid manipulation or misinformation. Online collaboration and global virtual
exchange projects allow learners to engage with peers from other cultures. Such
experiences contribute to empathy, respect, and understanding - key values in
multicultural education. Research in Ukraine and Turkey found that virtual
exchanges significantly improved students’ intercultural competence and language
confidence [5].

However, digital transformation also introduces new tensions. Cultural
homogenisation may occur when dominant languages and Western perspectives
prevail on global platforms, potentially marginalising local identities. Moreover, the
rapid pace of change can create ethical uncertainty, challenging traditional concepts
of responsibility, authenticity and respect within education.

The integration of digital culture in education presents several critical
challenges:

a) access to reliable internet, hardware and digital literacy remains uneven,
particularly in multicultural societies where economic disparities are significant.
This inequality can reinforce existing barriers to participation and contradict the
principle of educational equity [6];

b) global digital platforms are often dominated by Western content, leading to
the spread of uniform cultural norms. This dynamic risk suppressing local cultural
expressions and indigenous knowledge. Educators must therefore adopt culturally
responsive pedagogies that highlight diversity and resist cultural erasure [7];

¢) online environments blur the boundaries between public and private spaces.
Issues such as plagiarism, misinformation and data privacy complicate the moral
fabric of education. Furthermore, digital consumerism and algorithmic bias may
conflict with communal and humanistic educational values [8].

These challenges underline the need for a deliberate, values-based approach to
digital transformation - one that integrates ethics, inclusion, and intercultural
dialogue into the heart of educational design.

To ensure that digital transformation strengthens rather than weakens
educational values, educators and policymakers should focus on the following
strategies:

1. Promote culturally inclusive digital literacy. Digital literacy should include
critical and intercultural dimensions - teaching learners to analyse digital content,
recognise cultural bias, and participate ethically in online communities.
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2. Design value-oriented pedagogy. Technology should not be used merely for
efficiency but to support humanistic and democratic values such as inclusion,
collaboration and mutual respect.

3. Ensure equitable access. Bridging the digital divide through infrastructure,
teacher training, and community support is essential to uphold equality and
participation.

4. Encourage intercultural collaboration. Digital projects that connect students
across cultures - virtual exchanges, joint media production, online discussions - help
nurture empathy and global citizenship.

When grounded in cultural awareness and ethical reflection, digital pedagogy
can transform the classroom into a truly inclusive, intercultural and innovative
learning space.

Digital culture is not merely a technological phenomenon but a cultural
revolution that redefines the purposes and values of education. In multicultural
settings, it offers both opportunities and dilemmas. On one hand, it supports learner
autonomy, creativity, and cross-cultural dialogue; on the other, it raises concerns
about equity, cultural identity, and ethical responsibility.

The transformation of educational values in the digital age thus demands
conscious effort from educators, institutions and policymakers. Digital education
must be more than the adoption of tools - it must represent a moral and cultural
choice to promote inclusivity, respect for diversity, and meaningful intercultural
learning. Only through a values-driven approach can the digital transformation of
education contribute to a more equitable and culturally rich global society.
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Abstract: In many educational contexts, students demonstrate strong receptive and
written skills in English, yet continue to struggle with oral expression, coherence in
communication, and the ability to apply linguistic knowledge in spontaneous conversation.
The persistent gap between language knowledge and active speaking performance remains
a widespread concern, which has not been sufficiently addressed in many schools. This
article reviews what it means to possess communicative competence, how spoken dialects
define us, what types of activities help students gain confidence after years of studying
English, the influence of Al on improving speaking skills, and what other methods are used
recently to encourage students to speak, considering their culture and background. Also, it
describes techniques that teachers could use to help students use English spontaneously and
actively in real-life situations. Additionally, the study emphasizes the importance of creating
an environment, where mistakes are accepted and students feel free to speak.

Keywords: communicative competence, interaction, speaking skills, learner
confidence, Al-assisted language learning, interactive pedagogy.

Rezumat: in numeroase contexte educationale, elevii demonstreazi competente
dezvoltate de receptare si exprimare scrisd in limba englezd, Tnsd continua sa Intdmpine
dificultdti in exprimarea orala, in mentinerea coerentei comunicative si in aplicarea
cunostintelor lingvistice in conversatii spontane. Discrepanta persistentd dintre cunoasterea
limbii si performanta orald. Acest articol examineaza conceptul de competentd comunicativa
si modul in care practicile discursive si identitatea culturald influenteazd dezvoltarea
competentelor orale ale elevilor. Sunt analizate tipurile de activitati care pot sprijini cresterea
increderii dupa ani de invatare predominant pasiva, precum si impactul tot mai accentuat al
instrumentelor bazate pe inteligentad artificiald asupra dezvoltarii abilitatilor de vorbire.
Studiul evidentiaza, de asemenea, metodele pedagogice recente care stimuleaza participarea
verbala activa in contexte de invatare multiculturale. Se pune accentul pe crearea unor medii
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educationale incluzive in care erorile sunt considerate o parte fireasca a procesului de
invatare.

Cuvinte cheie: competentd comunicativa; exprimare orald; clase multiculturale;
increderea elevilor; instrumente bazate pe inteligentd artificiald; metode interactive de
predare.

Introduction. The importance of speaking in modern education.

Speaking is the primary method of communication and plays a crucial role in
education. Speaking skills define one’s personality — the ability to arrange thoughts
and feelings in a coherent answer, to give a clear explanation, to demonstrate
knowledge, empathy level, social awareness and confidence.

Throughout History, people were judged for their speaking because it revealed
which social class a person belonged to, while nowadays, it marks our education
level, which directly affects our chances of getting a well-paid job, for example,
Cockney dialect in Great Britain. Lack of speaking has consequences:
misunderstandings, antipathy, losing opportunities for self-growth and success, and
losing or missing the ability to properly talk in a foreign language. According to
Maria Khan in post-Soviet area, people were taught to write and read English for
decoding messages from abroad, but weren’t taught to talk, thereby avoiding
interaction with the outside world'[6;1].

In  multicultural classrooms, foreigners come from different cultural
backgrounds, which, of course, influences their interactions. Inevitably, experiences,
opinions will be exchanged. English has become the language of international
communication in the 21% century. Learning it properly helps people voice their
thoughts correctly without being perceived as impolite. However, students are
usually too shy to speak, making all their efforts of learning grammar and written
exercises in vain. Speaking involves building relationships, expressing ideas, and
understanding. Modern education considers that oral language skills demonstrate a
developed communicative competence. Communicative competence refers to the
ability to use a foreign language effectively and appropriately in interpersonal and
intercultural communication, while observing the linguistic and cultural norms of its
native speakers. It involves the knowledge, skills, and attitudes that enable a person
to understand and express meaning in diverse social and cultural contexts [3, p.1].
Using vocabulary and grammar rules without hesitation is the moment when

' Russian educational system, of a higher education in particular, inherited all the traditions of
teaching languages from the Soviet Union, where the grammar-translation method was the prevailing
one. This method included translation of texts on specific topics, making lists of vocabulary and
explicit learning of grammar with a focus on reading skills to the disadvantage of speaking and
listening.” a quote from Teaching English Communicatively using Translations by Maria Khan.
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speaking evolves. Unfortunately, foreign educational systems focus on writing in
English more than on speaking as students have their exams in writing. As a result,
students can easily formulate written sentences, write the “fill the gaps™ type
exercises, do a written retelling, but struggle to maintain a casual conversation.
Including the oral communication aspect such as preparing students for an interview,
simulating debates, analysing differences between informal and formal speaking, in
other words, preparing them for direct confrontation on a daily basis means that
graduated students possess English fully. Purposes of speaking
According to Brown and Yule there are three speaking functions:
» Talk as an interaction
Communication is impossible to occur between less than 2 individuals.
> Talk as a transaction
The focus in the discussion is on message and its ability to be
understood by the interlocutor

> Talk as a performance

Entails speeches, storytelling, and public performances, that is to say, it is more
about maintaining a coherent monologue than dialogue.

An effective educational system helps students to adapt according to the situation
and demonstrate these functions, distinct between speaking while we have a
presentation and having a dialogue with a small group of colleagues, and
spontaneously convert using specific vocabulary and grammar during these different
processes.

Components of speaking
Anne Burns [2, p.3] identifies 3 components of a second language speaking
competence, which are:
> Knowledge of Language and Discourse
Specifically, for English, entails:
- proper pronunciation
- applying the grammatical features
- applying lexis.
> Core Speaking Skills
Not only involves processing the speech rate, pausing, formulaic language,
discourse markers, but also giving feedback, building on previous utterances,
monitoring understanding, initiating topics, and opening/closing conversations.

» Communication Strategies
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Means developing strategies to avoid inconvenient language speaking barriers,
such as planning in advance what to say, thinking consciously about how you say
something, asking for clarification/repetition or rephrasing.

Having established the core components of speaking competence, we could
explore how these skills are practiced through the six categories of classroom
speaking performance.

Types of Activities
H.D. Brown in his book, Teaching by principles: An interactive approach to
language pedagogy |5, 272], defines 6 types of activities in a classroom:

> Imitative

Consists of practicing the intonations or accurately identifying a certain vowel sound.
It is used for adapting to the language’s particular intonation and pronunciation of
the words.

> Intensive
Unlike imitative, intensive focuses on the words or sentences as a whole, rather than
on single sounds.

» Responsive
Consists of short exchanges such as teacher—student interactions (“How are you?”,
“What’s the answer to the third question?”’) that usually do not flow into a dialogue.

> Transactional

Conducted in pairs or groups with the purpose of exchanging specific information.

> Interpersonal
Aims to maintain social relationships and natural conversation, namely: using slang,
colloquial language, ellipses, and idioms. Improves learners’ fluency.

> Extensive
Students in intermediate and advanced are given tasks of taking speeches, oral
reports, and summaries.

These types of speaking activities provide a foundation for developing
learners’ oral proficiency, which in turn requires appropriate methods and techniques
for its assessment. Speaking in a second language is not just about knowing grammar
and vocabulary; it also involves developing confidence, interaction skills, and the
ability to communicate meaning effectively. The different types of speaking
activities used in the classroom—from simple imitation to full, extended speaking
tasks—help learners grow step by step, moving from controlled practice to real
communication. When these activities are carefully selected and supported by
suitable teaching and assessment methods, students become more fluent, more
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accurate, and more confident speakers. In this way, speaking practice truly supports
the development of overall communicative competence.

Methods of assessing speaking skills
To effectively assess speaking skills, students first need to understand the skill

they are developing and recognize when and how it can be applied. Secondly, they
must practice using it. For this purpose, different types of methods are used, each
containing various techniques, such as the interactive method (discussions, debates,
role-playing), the case method (analysis of practical situations), the project method,
translanguaging, and others [4,99-101]. Below are some of the techniques that are
commonly employed:

>

>

Information-gap activities

Students share information to complete the gaps in the pictures they have.
Storytelling

Learners practice narrating events or experiences.

Favourite objects

Students are asked to talk about their favourite objects without naming them,
for their colleagues to guess.

Meeting and Greeting

Technique used at the beginners’ level. Students simulate a situation where
they have to greet the interlocutor and introduce themselves.

Describing things or person

Learner provides details of an image or an object is tasked to describe. Unlike
the Favourite Objects technique, this one does not require guessing the object.
Presentations

On a selected topic, student gives a talk in front of the class. Usually, at the
end of the presentation, colleagues give feedback.

Debate

There is given a topic which groups of students have to debate. This task is
given only to students of intermediate level and higher.

Describing pictures

Students have to describe the picture using sentences appropriate to it in a
short time.

Picture differences

This is a task meant to work in pairs, where each receives an image identical
to the other, with slight differences. Through communication, they must
identify the differences together by comparing their images.

Things in common
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Also, a task for pairs, where they need to find out as many things as possible,
they have in common through talking.

> Solving a problem
Students are given a hypothetical problem which they have to analyse and
solve.

» Discussion
Students are divided into groups, which have to discuss a topic for a certain
time. When time is out, one representative of each group comes in front of
the class and retells everything.

Al must be mentioned as an instrument for developing speaking skills; it has
evolved significantly in recent years. Al is used for a lot of tasks nowadays: searching
information, paraphrasing, summarising, helping with homework, generating
images, essays, predicting financial changes for traders, giving instructions and
many others. There are a lot of apps that contain Al now, even those for learning
foreign languages.

Different studies show that using Al does help students develop speaking
skills. Of course, this method has its benefits and limitations. Benefits that are
marked: gives customizable learning experience after each student’s needs, offers
support for students with disabilities, personalized and instant feedback, improved
pronunciation, significantly enhanced pleasure, reduced anxiety, increased
motivation and strengthened self-efficacy compared, with traditional methods.
Nevertheless, further researches are needed to explore the long-term efficiency, there
are no guidelines to address privacy, security. Also, Al could never replace real-life
communication, because it fails capturing intonational and cultural nuances and do
not develop the skills needed for spontaneous responses [9; p.753] [1, p.21].

Studies show that students who used Al for language learning improved more
than students who didn’t. It isn’t quite clear which method of integration it by
teachers is the best.

Another new method appeared recently and used in multicultural classes is
translanguaging.

According to Ileana Najarro, translanguaging is “the ability to move fluidly
between languages and a pedagogical approach to teaching in which teachers support
this ability.” [11]. Students don’t just move fluidly, but also use their knowledge
about the languages they already possess for studying the new one. For example,
they find similarities between English grammar and Korean grammar, such as lack
of suffixes that indicate the gender of the words, the main verb doesn’t change for
the persons, except for the third singular in present simple, they have a strict word
order, constructions ,,there is” and ,,there are” as in Italian ,,c’e” and ,,ci sono”,
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searching for a literal translation for a word using multiple languages, as for
,overwork” in Russian we have the word ,,nepepabotka”(pererabotka), while in
Romanian you can express it using more words ,,Jucru in plus”, although it can’t
express the exhaust you feel spelling the same in Russian and English. Ileana Najarro
also mentions that once teachers started doing these activities, research had found
that students who had not spoken before started speaking, and students who hadn’t
been as engaged in text-comprehension activities suddenly were. The
translanguaging method helps student appreciate their identities, and their mother
tongue, their culture is part of their identity. Using classroom activities, Al tools, and
translanguaging together helps students improve speaking skills. These methods
develop fluency, accuracy, and cultural awareness.

Conclusion

In a multicultural classroom, learning to speak means learning to interact with
people from different cultures and backgrounds. To achieve this goal, teachers must
combine different methods and techniques, considering students’ identities,
personalities, and speaking problems, such as debates, discussions, role-playing, and
solving problems. They are also using innovative technological instruments such as
chatbots, Al, which can’t be fully trusted, and the translanguaging method, which
requires the use of more than one language for studying English or another foreign
language. Finding the best mix of techniques and adapting them for the students is
one of the problems an English teacher must solve.
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Abstract: This paper examines the transformation of English language teaching in
vocational and technological education through the EngRED+ model (English through
Digital Educational Resources). The model promotes an integrated approach that combines
Open Educational Resources, multimodal hypertexts, and digital platforms to support the
development of linguistic, professional, and digital competences. Applied in three vocational
institutions, the pedagogical experiment revealed visible progress in students’ language
performance in line with CEFR descriptors, as well as positive changes in learning
motivation and the use of digital tools. The results confirm that the integration of digital
resources and hypertexts turns the learning of English into a complex formative process that
encourages critical thinking, creativity, collaboration, and learner autonomy. Within this
framework, English is no longer viewed only as a school subject, but as a functional
instrument for professional training, social integration, and active participation in a
knowledge-based society. These findings support innovation in vocational education.

Keywords: vocational education, digital resources, English language teaching, learner
autonomy, digital competence.

Rezumat: Acest articol analizeazd transformarea predarii limbii engleze 1in
invatamantul profesional si tehnologic prin aplicarea modelului EngRED+ (English through
Digital Educational Resources). Modelul promoveaza o abordare integratd care combina
Resursele Educationale Deschise, hipertekstele multimodale si platformele digitale pentru
dezvoltarea competentelor lingvistice, profesionale si digitale ale elevilor. Aplicat in trei
institutii de invatdmant profesional, experimentul pedagogic a evidentiat progrese vizibile in
performanta lingvisticd a elevilor, in conformitate cu descriptorii CECRL, precum si
schimbéari pozitive in motivatia pentru invatare si utilizarea instrumentelor digitale.
Rezultatele confirma faptul ca integrarea resurselor digitale si a hipertekstului transforma
invatarea limbii engleze intr-un proces formativ complex, care stimuleaza gindirea critica,
creativitatea, colaborarea si autonomia elevilor. In acest cadru, limba englezd nu mai este
perceputd doar ca disciplind de studiu, ci ca instrument functional pentru formarea
profesionald, integrarea sociald si participarea activd in societatea bazatd pe cunoastere.
Aceste constatdri sustin inovarea in educatia profesionala.
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Cuvinte-cheie: invatamant profesional, resurse digitale, predarea limbii engleze,
autonomia elevului, competenta digitala.

Introducere

Invatamantul profesional se confrunti cu provociri majore legate de nivelul
scazut de motivatie si de heterogenitatea competentelor lingvistice ale elevilor. Multi
dintre acestia pornesc cu un bagaj minimal de cunostinte, manifestand adesea o
anxietate lingvistica ce le afecteaza performantele [9, p. 69]. In acest context, este
necesard o abordare didacticd moderna, care sd valorifice resursele tehnologice si sa
ofere oportunitati de invatare relevante si stimulative. Modelul EngRED+, propus in
cercetarea doctorald cu acelasi titlu, propune o reconceptualizare a paradigmei
traditionale de predare—invatare, inlocuind accentul pe memorare cu dezvoltarea
competentelor de comunicare, reflectie metacognitiva si utilizare constienta a limbii
engleze in contexte profesionale [7, p. 121].

Continutul lucrarii

Scoala contemporana are in centrul sau elevul si contextul social. Tindnd cont
de profilul de formare al absolventului de invatdmant profesional si de integrarea
acestuia pe piata muncii, activitatea educationala se bazeaza pe urmatoarele principii
[3;6]:

1. Explorarea deplind a potentialului mental, cognitiv si metacognitiv

Scoala profesionald trebuie sd valorifice integral potentialul intelectual al
elevilor, stimuland gandirea criticd, creativitatea si capacitatea de autoreglare a
invatarii. Procesul educational trebuie s dezvolte nu doar competente cognitive, ci
si dimensiunea afectivd si motivationald, formand tineri echilibrati emotional,
autonomi si deschisi spre diversitate. Creativitatea, spontaneitatea si capacitatea de
adaptare devin esentiale pentru integrarea profesionala.

2. Explorarea valorilor personale si imbinarea acestora cu cele sociale

Scoala sprijind elevul in constientizarea propriei valori si In integrarea sa In
comunitate si pe piata muncii. Educatia vizeaza formarea gandirii reflexive, a
responsabilitatii, a tolerantei si a deschiderii interculturale. Profesorul devine
facilitator al invatarii, iar procesul educational se conecteaza permanent la realitatile
vietii practice.

3. Centrarea pe competente

Accentul se pune pe ceea ce elevul stie sa facd, nu doar pe volumul de
cunostinte. Invitarea este orientatd spre aplicabilitate, rezolvarea de probleme reale
si dezvoltarea competentelor practice, lingvistice si digitale. Calitatea formarii este
prioritara in raport cu cantitatea informatiei.
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4. Obiective aplicabile tuturor elevilor

Obiectivele educationale sunt formulate astfel incat sa fie accesibile tuturor,
prin adaptarea activitatilor la nevoile fiecarei grupe de elevi. Mediul de invatare
trebuie sa fie stimulativ, placut si favorabil dezvoltdrii continue a potentialului
fiecarui elev.

5. Resursele umane

Colaborarea dintre cadrele didactice, elevi si administratie reprezinta
fundamentul eficientei procesului educational. Profesorii au rol de mentori si
facilitatori, elevii sunt parteneri activi ai invatarii, iar administratia asigura cadrul
organizatoric necesar. Interactiunea eficientd dintre acesti actori sustine formarea
competentelor reale.

6. Democratia si echitatea

Scoala asigurd sanse egale tuturor elevilor, promoveaza politici incluzive si
nondiscriminatorii si dezvolta parteneriate cu comunitatea. Respectarea diversitatii
si implicarea responsabild a elevilor contribuie la prevenirea excluziunii sociale si la
formarea unui climat democratic.

Eficientizarea predarii limbii engleze in invatamantul profesional tehnologic
presupune implicarea activd a elevilor, utilizarea metodelor moderne, claritatea
competentelor, relatii pedagogice favorabile si un curriculum adaptat, centrat pe
invatarea activa si pe controlul elevului asupra propriei formari.

De-a lungul anilor, incercarile psihologilor de a da o explicatie adecvata
modului in care se produce invatatrea, sunt extrem de numeroase si de diverse, ceea
ce a lasat de multe ori impresia ca elaborarea unui model pedagogic unitar si coerent
al acestei complexe activitati psihice, cum este si invatarea unei limbi straine, ar fi
practic imposibila. In cele ce urmeazi, ne propunem un model pedagogic de invatare
a unei limbi straine, In care au fost valorificate idei, concepte, teorii si modele
analizate in capitolul anterior. Intre acestea:

-Modelul conditionarii clasice a lui Pavlov, B. Skinner bazat pe intdrirea
repetatd a unei legdturi Intre stimul S §i un raspuns R: stimulul neconditionat S este
urmat de un raspuns caracteristic R; un alt stimul — acesta conditionat, SC — este
inadecvat pentru raspunsul R; totusi o lunga serie de situatii repetate, in care S este
intotdeauna precedat de SC, face ca SC sa inceapa a provoca acelasi raspuns R.

-Modelul invatarii instrumentale (prin Incercari si greseli sau conditionarea
operantd) a lui E. Thorndike. Conform acestui model organismul poate sa dea
raspunsuri variate, dar raspunsul corect este acela care este urmat de reconpensa,
pntru care el este adecvat unei anumite necesitati a organismului. Dupd un numar
mare de incercari recompensate, raspunsul correct apare cu o posibilitate, pentru ca
a existat o Invatare. Acest raspuns este deci instrumental, este un mijloc de a obtine
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recompense, iar daca raspunsul corect nu apare, organismul nu-si gaseste
recompense. Aici motivatia joacd un rol mai important decat in primul model.

In ambele modele se subliniazi faptul ci raspunsul corect trebuie si existe in
repertoriul de comportamente ale organismului, inainte de conditionare.

Totodata, mentindm ca didactica particulara, angajatd specific in formarea-
dezvoltarea competentei de comunicare in limbi strdine, evolueaza in raport de mai
multe paradigme. Cele mai importante pentru cercetarea noastra sunt [48, p.54-84]:

-Paradigma cognitiva. Este dezvoltata in spiritual “lingvisticii functionale”,
lansata de J. Austin. Aceasta urmareste centrarea studiului limbajului pe actele de
vorbire. Sustine corespondenta dintre cercetdrile lingvistilor si cognitivismul
promovat de neurostiinte, care a permis crearea unor metodologii mult mai bine
adaptate pentru insusirea abilitatilor comunicationale. Pune accent pe didactica
limbilor strdine, construitd interdisciplinar (lingvistica, psiholingvistica, psihologie,
pedagogie).

-Paradigma comunicativa. Este afirmata prin contributia lui D. Krashen si are
ca scop principal dobandirea competentei comunicative in situatii de interactiune
simultane. Proiecteaza demersuri didactice mai personalizate, mai individualizate,
bazate pe resurse motivationale ale Tnvatarii. Metodologic, implica distinctia dintre:
a) achizitia unei limbi strdine — aplicarea unor operatii mentale subconstiente, fara
moment de reflectie, dupa exemplul copilului care invata limba materna. Ca achizitie
completd presupune stdpanirea automatismelor de limbaj; b) invatarea unei limbi
straine - care are ca fundament cunoasterea explicita si constientd a regulilor limbii
vizate.

-Paradigma valorificarii  inteligentelor multiple. Aceatd paradigma
promoveaza un tip de “Invatare centratd pe elev”, inspirata din teoria lui H. Gardner.
Formarea si dezvoltarea competentei de comunicare in limbi straine depinde, astfel,
de inteligenta verbal/lingvistica, dar si de resursele (cognitive si noncognitive) ale
altor tipuri de inteligentd care pot juca un rol important la nivelul invatarii, in raport
cu particularite fiecarui elev.

-Paradigma invatarii unei limbi strdine pe baza de continut consta in faptul ca
sustine realizarea activitatilor din curriculum traditional prin intermediul unei limbi
straine [28].

-Paradigma actionala este promovata odatd cu aparitia Cadrului European
Comun de Referinta pentru Limbile Straine. Proiecteaza demersurile didactice prin
sarcini curente care pot fi indeplinite la nivelul unor fapte ale vietii cotidiene.
Angajeaza elaborarea de manuale noi scolare, reinventarea materialelor didactice,
promovarea muncii in ecchipd, a jocului de rol, a abordarii elevilor ca actori sociai
[ibidem, p.73-74].
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Paradigmele teoretice propuse in predarea - Invitarea limbilor striine in
invatamantul profesional tehnic, si prezentate, reliefeaza acoperirea interdisciplinara,
asigurandu-ne, odata in plus, cd nu este vorba doar despre un demers al unui specialist
in stiintele educatiei, ci si de al unui profesor de limbi strdine, cu experienta si care
cunoaste esenta didactica si precautiile de specialitate filologice, nu doar exigentele
educationale ale schimbarilor pe care urmeaza sa le propuna.

Actiunea de elaborare a unui posibil model pedagogic de invatare a unei limbi
straine n invatamantul professional tehnic, adaptat procesului educational
profesional din Romania, porneste si se bazeaza pe analiza documentelor de politici
educationale, lingvistice si a practicii pe plan international si national, a conceptelor
si teoriilor, modelelor de nvatare.

-Modelul pedagogic propus de noi are la bazd modelul comunicativ-functional
care raspunde exigentelor Invatimantului contemporan, exigente exprimate in noul
profil de formare al absolventului de ciclu inferior al liceului (elevii din Invatamantul
profesional). Gandit in functie de asteptarile societatii contemporane, portretul
proiectiv al absolventului Invatantului obligatoriu care cuprinde capacitati, atitudini
si valori ce se regdsesc, aproape integral, in finalitafile Tnvatarii limbilor straine. Aici
putem adduga acele trasaturi ce trimit explicit la “pedagogia” comunicarii: folosirea
unor modalititi de comunicare diverse in situafii reale; intelegerea sensului
apartenentei la diferite grupuri de comunitati; dezvoltarea capacitatii de adaptare la
situatii diferite; dezvoltarea capacitatilor de investigare si configuarea unui set de
valori individuale si sociale, menite sa orienteze comportamentul si cariera.

Paradigma educationald actuala pune accent pe invatarea activa, colaborativa
si pe integrarea competentelor digitale In procesul instructiv. Cercetarile recente
evidentiazd importanta imbinarii strategiilor cognitive si metacognitive cu utilizarea
resurselor digitale pentru a spori implicarea elevilor [2, p.56], [3, p. 79]. In acest
context, predarea limbii engleze in Invatdmantul profesional nu mai poate fi limitata
la exercitii gramaticale sau memorarea de vocabular, ci trebuie transformata intr-un
proces comunicativ-functional, bazat pe experiente concrete si continuturi relevante
pentru formarea profesionala a elevilor. Modelul EngRED+ are la baza paradigmele
comunicativa, cognitiva si actionald, promovand autonomia, reflectia criticd si
interdisciplinaritatea. Profesorul devine un mediator al invatarii, un designer al
experientelor educationale si un facilitator al proceselor de construire a sensului prin
resurse digitale interactive [5, p.85].

Modelul EngRED+ a fost conceput ca un instrument pedagogic aplicativ,
adaptat elevilor din invatamantul profesional. El valorifica resursele educationale
deschise (RED), hipertextele multimodale si platformele educationale (eXeLearning,
Quizizz, Wordwall, Wand, Magic School sau Eduboom care au permis integrarea
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continuturilor multimodale - text, imagine, sunet, animatie - in activitati de citire,
scriere, ascultare si vorbire) pentru a crea un mediu de invatare interactiv. Prin
intermediul acestui model pedagogic, elevii au acces la continuturi digitale postate
pe platforma http://mecanici21.ro [10] oferind in timp real materiale transcurriculare

integrate cu domeniul tehnic. Activitatile propuse urmaresc dezvoltarea celor patru
competente lingvistice fundamentale (listening, speaking, reading, writing), precum
si formarea competentelor digitale si profesionale transferabile. EngRED+ sprijina,
totodata, procesul de autoevaluare si invatarea autodirijatd, stimuland
responsabilitatea si autonomia elevilor.

Experimentul pedagogic a fost realizat in trei unitati de Invatamant. Astfel, s-
au format cele doud grupuri: grupul experimental si grupul de control. Selectia
grupului experimental si a celui de control a fost realizatd pe baza principiului
reducerii la minimum a influentei unor factori externi, precum mediul de rezidenta,
situatia economicd si familiala sau resursele educationale disponibile la nivel
institutional. Alegerea acestei optiuni a fost aceea de a conferi un grad mai ridicat de
obiectivitate cercetdrii si de a permite o analizd cat mai fidela a impactului
interventiei pedagogice. In acelasi timp, experimentul a fost gandit ca un demers
menit sd diminueze discrepantele dintre mediul rural si cel urban permitand
identificarea atdt a similitudinilor, cat si a diferentelor dintre tipurile de contexte
educationale.

Inovatia educationala a constat in integrarea RED-urilor si a hipertextelor in
activitatile de predare si evaluare la limba engleza printr-o abordare transcurriculara.
Astfel, nevoia acestei abordari treanscurriculare a decurs din lipsa maualelor, cu care
ne confruntam de ani de zile, pentru acesti elevii din invatamantul profesional, ciclu
inferior, cu o durata de trei ani. Din experienta la catedrd am constatat ca acesti elevii
sunt practici, ei vin sa invete o meserie si au nevoie de continuturi adaptate profilului
lor si nevoilor lor tehnice, pentru a le starni curiozitatea si interesul profesional.

Analiza rezultatelor experimentului pedagogic a aratat o evolutie semnificativa
a elevilor din grupul experimental, grup in care au fost prelucrate continuturi
transcurriculare (specialitatea mecanic auto) la limba engleza, pe parcursul unui an
scolar (texte, glosare si exercitii cu vocabular tehnic si dialoguri in limba engleza
create cu ajutorul RED), iar grupul de control a folosit manualul traditional, pentru
licee teoretice sau tehnologice. Astfel, trecerea de la nivelurile A1-A2, niveluri
stabilite Tn primul an al cercetarii noastre, la nivelurile B1 si B2 conform CEFR in al
doilea an de cercetare, a fost remarcabild. Elevii din grupul experimental au
manifestat o motivatie crescutd, o implicare activa in activitatile digitale si o
capacitate imbunatatita de a utiliza limba engleza in contexte profesionale [4, p. 92].
Profesorii au remarcat o crestere a calitdtii actului didactic si a colaborarii dintre
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discipline, in timp ce utilizarea platformei http://mecanici21.ro [10] a facilitat accesul

la materiale autentice, specifice domeniului tehnologic.

Inovarea educationala, analizatd in demersul cercetarii doctorale, mai sus
mentionata, isi are originea in anul 2021, odatd cu lansarea platformei informationale
mecanici2l.ro, conceputd ca rezultat al implementérii proiectului unitatii noastre,
»Mecanicii secolului XXI”, finantat prin Programul de Educatie, Burse, Ucenicie si
Antreprenoriatul Tinerilor in Romania. Proiectul a urmarit armonizarea
continuturilor educationale traditionale cu provocarile generate de schimbarile
accelerate din domeniul formarii profesionale si al educatiei digitale [1, p. 78].
Modelul EngRED+ reprezintd o solutie pedagogicd inovatoare, care raspunde
cerintelor educatiei contemporane prin Imbinarea competentelor lingvistice, digitale
si profesionale. Se recomandd extinderea acestui model in reteaua liceelor
tehnologice si profesional-tehnice, precum si formarea continud a cadrelor didactice
pentru utilizarea eficienta a resurselor digitale. Astfel, predarea limbii engleze devine
un proces integrator, capabil sa conecteze scoala cu realitatea socio-profesionala si
sd pregdteasca elevii pentru societatea bazata pe cunoastere.

In abordarea transcurriculara, mai ales in invatdmantul profesional, devine
necesard o colaborare reald intre cadrele didactice de discipline generale si tehnice,
psihologi si consilieri scolari, dar si agenti economici sau experti in tehnologie [8, p.
178]. Aceastd olaborare asigurd dezvoltarea unor continuturi transcurriculare,
instrumente digitale si aplicatii software centrate pe particularititile cognitive
implicate in invatarea unei limbi strdine si Invatarea prin hipertext. Integrarea
hipertextelor multimodale n predarea si nvatarea limbii engleze, elaborate prin
corelarea continuturilor programei scolare cu cele ale Curriculumului in Dezvoltare
Locala, in functie de profilul cognitiv si profesional al elevilor din invatdmantul
profesional, s-a conturat ca o abordare pedagogica inovatoare, capabild sa influenteze
semnificativ dezvoltarea competentelor lingvistice. Aceste resurse educationale
digitale au fost concepute prin combinarea textului multimodal cu elemente
interactive - linkuri catre texte si inregistrari video cu explicatii necesare n contexte
autentice, oferind elevilor experiente de invétare contextualizate si dinamice. Aceste
materialele au fost publicate pe platforma educationala www.mecanici2l.ro [10],
asigurand acces liber atat cadrelor didactice, cat si elevilor interesati de explorarea
continuturilor intr-un mediu digital colaborativ. In continuare vi oferim citeva
exemple de fise de lucru si teme care pot fi utilizate la clasd cu elevii unei scoli
profesionale, specializarea Mecanic auto sau Tehnician transporturi. Pot fi accesate
mai multe exemple pe platforma informationald a liceului nostru:
http://mecanici21.ro [10].
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in concluzie, Modelul EngRED+ demonstreazi potentialul resurselor digitale

de a moderniza predarea limbii engleze in Invatdmantul profesional, favorizind
dezvoltarea competentelor lingvistice, digitale si profesionale ale elevilor. Integrarea
OER si a hipertekstului multimodal contribuie la cresterea motivatiei, a autonomiei
si a eficientei procesului de invatare, sustinand necesitatea inovarii continue in
educatia vocationala.
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Abstract: This article examines the role of educational games as a strategic approach
for teaching English to primary school students, while also promoting intercultural
competence. Traditional methods often fail to engage young learners or maintain their
motivation, leading to limited linguistic and cultural awareness. In contrast, game-based
learning creates an interactive environment where pupils can practice vocabulary, listening
comprehension, and speaking skills in meaningful, context-rich situations. Moreover, games
provide opportunities to encounter cultural elements, compare values, and develop openness
towards other cultures. By combining play with language learning, students not only acquire
communicative skills but also empathy, respect, and curiosity about global diversity. The
article presents theoretical perspectives on learning through play, illustrates how games can
be adapted for both linguistic and intercultural objectives, and offers practical suggestions
for integrating this approach into English lessons.

Keywords: educational games, English language learning, primary education, game-
based learning, listening skills development.

Rezumat: Acest articol exploreaza rolul jocurilor educationale ca strategie eficientd
pentru predarea limbii engleze elevilor din invatdmantul primar, promovand totodata
competenta interculturald. Metodele traditionale nu reusesc adesea sa implice elevii mai
tineri sau sa le mentind motivatia, ceea ce duce la o constientizare lingvistica si culturala
limitata. In contrast, invitarea bazati pe joc creeazi un mediu interactiv in care elevii pot
exersa vocabularul, Intelegerea auditiva si abilitatile de vorbire in situatii semnificative,
bogate in context. Mai mult, jocurile ofera oportunitati de a intalni elemente culturale, de a
compara valori si de a dezvolta deschiderea fata de alte culturi. Prin combinarea jocului cu
invatarea limbii, elevii nu doar dobandesc competente de comunicare, ci si empatie, respect
si curiozitate fatd de diversitatea globald. Articolul prezintd perspective teoretice asupra
invatarii prin joc, ilustreaza modul in care jocurile pot fi adaptate pentru obiective lingvistice
si interculturale si ofera sugestii practice pentru integrarea acestei abordari in lectiile de
limba engleza.

322


mailto:mariacholak00@gmail.com

Cuvinte cheie: jocuri educationale, invatarea limbii engleze, invitamant primar,
invatare bazata pe joc, dezvoltarea abilitatilor de ascultare.

Introduction

Game-based learning has emerged as a powerful and innovative approach in
English language teaching, offering both linguistic and intercultural benefits.
Traditional methods of instruction often emphasize rote memorization and
mechanical drills, which fail to sustain student engagement or stimulate authentic
communication. As a result, learners may struggle with motivation, vocabulary
acquisition, and comprehension skills.

In contrast, educational games create interactive learning environments that
combine enjoyment with purposeful practice. Within such settings, students acquire
not only linguistic skills—such as listening, speaking, and vocabulary use—but also
vital social and cognitive abilities, including collaboration, problem-solving, and
adaptability. Through goal-oriented tasks and structured rules, games mirror real-life
communication and promote the development of communicative competence.

Motivation plays a decisive role in successful language learning, particularly
at the primary level. Integrating games into English lessons fosters intrinsic
motivation by engaging learners emotionally and cognitively, encouraging
participation, and building self-confidence. Research has shown that game-based
activities lower anxiety, stimulate spontaneous language use, and reinforce
grammatical structures in meaningful contexts [7, p. 2; 12, p. 65].

Beyond their linguistic benefits, games serve as bridges between cultures.
When designed with cultural themes, stories, or interactions, they expose learners to
diverse values, perspectives, and behaviors, nurturing curiosity and respect for global
diversity. In this way, game-based learning not only enhances students’
communicative competence but also contributes to the formation of intercultural
competence—the ability to interact effectively and empathetically across cultural
boundaries.

This article synthesizes theoretical perspectives, practical applications, and
recent empirical findings to highlight how game-based learning can simultaneously
motivate students, enhance linguistic development, and promote intercultural
awareness in English language education.

Historical and theoretical foundations of educational games

The concept of "game" has developed across different cultures and historical
periods. In ancient Greece, games were closely tied to childhood activities, whereas
in Roman culture, they were viewed as expressions of joy and pleasure. Within the
field of education, a game is commonly defined as “an activity with rules, a goal,
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and an element of fun” [6], emphasizing its structured yet enjoyable nature. The
pedagogical use of games began to take shape in the 18th century, particularly
through the work of educators like Johann Bernhard Basedow, who recognized their
value in creating more engaging and child-friendly learning environments.

The systematic study of games expanded significantly in the late 19th century,
largely due to the work of German scholar Karl Groos. He famously described games
as “a pre-exercise of instincts to future conditions of the struggle for existence,”
suggesting that play serves as a repetition of real-life challenges. This view aligns
with evolutionary theories of learning, in which play is seen as a natural mechanism
for developing adaptive behaviors. Building on this idea, Polish educator Janusz
Korczak mentioned that games offer not only immediate enjoyment but also simulate
real-life social dynamics and decision-making processes, helping children acquire
essential interpersonal and cognitive skills.

Modern educational research has further supported the idea that games can
foster higher-order thinking, creativity, and collaborative learning. Neurological
studies show that play activates the brain's reward system, increasing dopamine
levels, which in turn boost motivation and memory retention. Moreover, digital
educational games are now widely used in classrooms to enhance language learning,
particularly in vocabulary acquisition and listening comprehension. These games
often incorporate elements such as storytelling, visual feedback, and challenges that
cater to various learning styles and promote sustained engagement.

In essence, games—whether traditional or digital-are not just recreational tools
but powerful educational instruments. They stimulate cognitive development,
emotional involvement, and social interaction, all of which are critical for effective
and meaningful learning.

How learning theories explain the role of games in learners' development

Games are more than just entertaining-they are powerful tools that support how
children grow and learn. A number of well-known learning theories explain and
demonstrate why games are so helpful in the classroom, especially when teaching
languages or other skills. These theories explain how different types of games match
with stages of mental, physical, and emotional development in children.

One of the most influential thinkers in child psychology, Jean Piaget,
described learning as a step-by-step process, where children build knowledge
through hands-on experience. He identified four main types of play that reflect a
child’s stage of growth:

e Functional play involves basic physical activity—such as running, jumping,
or playing with objects. It supports the development of movement control and basic
awareness.
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e Constructive play is when children build or organize things to reach a goal,
like stacking blocks or drawing. This kind of play helps children make sense of
space, shape, and how things fit together.

e Symbolic or pretend play includes role-play, storytelling, or using one object
to stand for another (like pretending a stick is a sword). It boosts imagination,
creativity, and emotional understanding.

e Games with rules are structured activities where children follow set tasks,
such as board games or team sports. These games help develop logic, patience, turn-
taking, and social behavior [2].

While Piaget focused on individual discovery, Lev Vygotsky emphasized the
social side of learning. He believed that children learn best when they interact with
others—especially adults or more capable peers. Vygotsky saw play as a key part of
early learning, calling it “the highest level of pre-school development.” According
to him, games move from open fantasy with hidden rules to more structured activities
with clear rules but hidden imagination. In short, games train both the mind and the
social skills children need to thrive.

Another valuable perspective comes from Robert Gagné, who outlined
different kinds of learning and what each requires from teaching. Educational games
often support all of these learning types in a natural, engaging way [9]:

1. Learning facts (spoken or written) — games can help learners take in and
remember useful information through songs, flashcards, or quizzes.

2. Problem-solving skills — games that ask children to follow patterns, answer
riddles, or use logic help build their thinking ability.

3. Learning how to think — games often push players to try different paths,
test new ideas, and reflect on what works.

4. Body movement skills (motor skills) — especially in young children, games
that include actions (like Total Physical Response) support both fine and
large movements.

5. Values and behavior — many games teach patience, fairness, teamwork,
and even how to handle losing with grace [9].

In addition to these, modern teachers recognize that well-chosen games can
increase children’s focus, build resilience, and make hard tasks feel less threatening.
They also support mixed-ability classes by allowing each learner to take part in ways
that match their level. Whether through physical play, digital tools, or word-based
games, the act of playing remains one of the richest and most flexible ways to learn.

Many studies have shown that adding games to language lessons brings a wide
range of benefits. According to Lengeling and Malarcher, these advantages can be
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grouped into four main areas: emotional, thinking-based, classroom-related, and
flexible use [5].

Benefits of games in language teaching

1. Emotional (affective) benefits

Games help lower learners’ stress and build a more relaxed atmosphere in
class. By turning the focus away from pressure and fear of mistakes, games allow
students to feel safer when using the new language. They also spark creativity and
encourage learners to speak freely in real-life situations. Since games involve
movement, laughter, and teamwork, they create a fun setting that motivates students
to take part.

Research shows that when games are used regularly, students show a more
positive attitude toward learning and are more likely to attend class. As one study
puts it, “games reduce the stress of learning another language” by offering a different,
more enjoyable way to stay involved [5].

2. Thinking (cognitive) benefits

Games don’t just make learning fun-they help learners think more deeply.
They give students chances to use what they know in hands-on ways, not just repeat
it. Through games, students can go over and build on what they’ve learned in a
setting that feels natural and connected to real life.

Many games are built around grammar or new words, but in a way that’s less
dry than drills. Because they are tied to emotion-like the excitement of winning or
the joy of teamwork-games help students remember things better. Digital games, in
particular, have shown “positive impact on vocabulary learning, speaking skills, and
grammar understanding when compared to regular classroom methods” [5].

3. Classroom dynamics benefits

Games change the feel of the classroom. Instead of focusing on the teacher, the
focus moves to the learners. In this setting, the teacher becomes more of a guide or
helper, and students work with each other. This helps create a sense of teamwork and
shared purpose.

Games also help get everyone involved, even those who are usually quiet or
unsure. A bit of healthy competition can boost energy and make students want to do
better. As one study notes, games turn “a dull and ordinary lesson into an active,
engaging one where students and their learning come first.”

4. Flexibility and adaptability

One of the biggest strengths of games is how easily they can be changed to fit
different ages, language levels, and interests. Many games use all four main language
skills-listening, speaking, reading, and writing-so they can support a balanced
approach to learning.
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Once a game is set up, it often needs very little prep the next time, which makes
it easy to reuse. Games can also be used in a wide range of teaching plans, making
them useful across many different lessons and styles. Their flexible nature makes
them especially helpful in mixed-level classrooms, where they can include both
stronger and weaker students. As one study notes, games can “pull weaker learners
into the learning process, helping them gain confidence and improve their use of
English.”

Classifications of educational games for language learning

Educational games come in many forms, each serving a different goal in the
language classroom. Grouping or classifying games based on shared features helps
teachers choose the most suitable ones for their learners. A well-thought-out
classification makes it easier to match games with lesson goals, learning styles, and
student needs. It also allows teachers to strike a balance between accuracy and
fluency, teamwork and competition, or fun and focus. As Lengeling and Malarcher
point out, knowing how games differ helps educators make better choices for
meaningful and enjoyable learning [5].

By type of competition

One basic way to group games is by how players work toward the goal. As
Hadfield explains, games can be:

— Competitive games, where players or teams race to finish first or score the
most points;

— Cooperative games, where players work together to reach a shared aim [16].

— Both types have their role in the classroom. Competitive games add energy
and excitement, often raising motivation by offering a challenge.
Cooperative games, on the other hand, build trust, team spirit, and speaking
skills as students help each other succeed.

By language purpose

Another useful way to group games is based on their language goal. Hadfield
divides them into:

-Linguistic games, which focus on correctness-getting grammar, spelling, or
pronunciation right;

-Communicative games, which aim to build fluency and natural speaking, even
if mistakes are made [1].

This distinction helps teachers choose the right type of game for their objective.
For example, when teaching a new grammar rule, a linguistic game might work best.
But when the goal is to get students speaking freely, a communicative game would
be more useful.
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By use and structure

Some games are grouped by what they ask students to do and how they are
built. These types include:

-Sorting or ordering games — where learners group or arrange words by
category or sequence;

-Information gap games — where each player has different information and
must speak or listen to complete a task;

-Guessing games — where students guess based on clues, like “Who am [?” or
“What’s in the bag?”;

-Matching games — where learners pair related items, such as pictures and
words;

-Labeling games — where players name or identify items or ideas;

-Role-play games — where students act out everyday scenes, such as shopping
or job interviews [1].

These types of games help build specific skills like vocabulary recall, speaking
fluency, or listening accuracy. They also offer structure and variety in lesson
planning.

By learning purpose: teaching vs. testing

Kapp provides another helpful distinction: games can be designed to teach or
to test [8].

-Testing games check what learners already know. These include quiz games
or trivia-style formats, where students recall facts or grammar points.

-Teaching games, however, help students learn something new. In these
games, the challenge or puzzle leads learners through a process that builds
knowledge step by step.

As Kapp affirms, “There is an important difference between games that teach
a learner how to do something and games that test what a learner already knows” [9].
While testing games are good for review, they often fall short in helping students
grasp new ideas. Teaching games, by contrast, are more effective at guiding learners
through discovery and practice in a fun, low-pressure setting.

Knowing how to classify games gives teachers more control and clarity in
lesson design. It helps ensure that play is not just fun but also purposeful-meeting
language goals, supporting different skill levels, and keeping learners active and
involved.

Games are important formative learning tools; they can be used purposefully
to build key language skills. When chosen and guided well, games allow learners to
practice speaking, listening, reading, and writing in ways that feel natural and
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enjoyable. Below are clear examples of how games can support specific language
skills, especially listening and vocabulary, which are core parts of language learning.

Intercultural competence through game-based learning

Intercultural competence—the ability to communicate effectively and
appropriately across cultures—is increasingly recognized as a central objective of
foreign language education. In a globalized world where English serves as a lingua
franca, learners must not only master linguistic forms but also understand cultural
meanings and communicative norms that shape real-life interactions. According to
Byram’s model (1997), intercultural competence involves five interrelated
components: attitudes (curiosity, openness, and respect for otherness), knowledge
(of social groups and cultural products), skills of interpreting and relating, skills of
discovery and interaction, and critical cultural awareness.

Game-based learning naturally supports these dimensions by combining
cognitive engagement with emotional and social experience. When learners play,
they enter imagined situations that mirror cultural realities, enabling them to practice
empathy and adaptive communication in low-risk contexts.

The role of games in fostering cultural understanding

Games simulate real-life situations and social exchanges, making them ideal
for exploring cultural perspectives. Through role-play activities, such as “At the
British Market,” “A Day in London,” or “Around the World in English,” students
experience how everyday interactions reflect specific cultural values—politeness,
time perception, personal space, or humor.

For instance, a shopping simulation might highlight the difference between
British indirectness (“Could I have...?”) and more direct expressions in other
cultures. Learners thus recognize that effective communication depends not only on
grammar but also on sociocultural appropriateness.

Moreover, storytelling games allow learners to explore traditions, festivals,
and customs. When playing games based on cultural holidays (e.g., Halloween Quest
or Christmas Around the World), students learn vocabulary and idiomatic
expressions tied to those traditions, enhancing both linguistic and cultural literacy
[6, p. 44].

Cooperative and comparative learning

Games also create conditions for comparative cultural learning, where students
actively analyze and reflect on similarities and differences between cultures. For
example, during the game “Cross-Cultural Scenarios,” students are presented with
short stories illustrating misunderstandings caused by cultural differences—such as
gestures, forms of address, or notions of punctuality. Working in teams, they identify
what went wrong and propose alternative culturally appropriate responses.
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Such activities build critical cultural awareness—Byram’s fifth component—
helping learners move beyond stereotypes to a more nuanced understanding of
diversity. In cooperative settings, they learn that intercultural communication is not
about memorizing cultural facts, but about developing the ability to interpret,
negotiate, and adapt to new situations [15].

Digital games as cultural windows

Digital platforms and serious games provide authentic exposure to English-
speaking cultures through visual storytelling, avatars, missions, and virtual worlds.
Modern educational technologies (e.g., Kahoot!, Wordwall, Duolingo Stories,
Classcraft, or LinguaCulture Quest) combine language learning tasks with cultural
exploration [4].

These games frequently include interactive maps, dialogues, and decision-
making scenarios that immerse students in foreign environments. For instance,
LinguaCulture Quest introduces players to virtual cities where they solve linguistic
and cultural challenges—ordering food, interacting with locals, or attending virtual
festivals. This process strengthens intercultural awareness by allowing learners to
“travel” virtually and engage with different worldviews [5, p. 15].

Another example is Google Earth-based English Challenges, where students
navigate global landmarks, answer cultural trivia, and practice describing places.
These digital experiences promote not only vocabulary growth but also a sense of
global citizenship.

Intercultural communication skills

Game-based tasks develop discourse competence—the ability to use language
appropriately in context. Activities such as “Lost in Translation” or “Cultural
Detective” require learners to interpret ambiguous messages, express disagreement
politely, and negotiate meaning. Through guided reflection, teachers can help
students understand why a particular response may be perceived as rude or respectful
across cultures.

Group-based games also cultivate inclusivity and respect for diversity,
encouraging students to value collaboration over competition. Cooperative
challenges—where success depends on understanding others’ perspectives—
mirror intercultural dialogue in real life. As a result, learners develop empathy,
adaptability, and global-mindedness, essential qualities for effective international
communication [16].

In conclusion, game-based learning not only enhances linguistic competence
but also shapes intercultural identity by fostering open-mindedness, curiosity, and
tolerance. It transforms English learning into a process of cultural discovery and
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ethical growth, positioning the language classroom as a microcosm of global
interaction.

Practical applications in the English classroom

Game-based learning can be adapted to any age, proficiency level, or teaching
environment—from traditional classrooms to digital platforms. The following
applications demonstrate how teachers can integrate games to develop both linguistic
and intercultural skills [14].

Games for listening and vocabulary development

Listening is a foundational skill in early language acquisition. Games such as
Simon Says, Flashcard Hunt, or Sound Match engage learners through movement,
supporting the Total Physical Response (TPR) approach, which links language with
action [11]. This multisensory method reduces anxiety and promotes long-term
memory retention.

Examples:

- “Sound Bingo”: Students receive cards with pictures of culturally themed
vocabulary (e.g., foods, landmarks). As they listen to recordings, they mark the
corresponding images.

- “Around the World Listening Race”: Learners hear short audio clips
representing accents from English-speaking countries and match them to flags or
cultural icons, discovering linguistic diversity within the English language [3].

Digital tools like Kahoot! Quizzes, Bamboozle, and Wordwall enhance
vocabulary learning through gamified quizzes and competitions. Teachers can design
thematic sets (e.g., British Traditions, American Holidays, English Idioms from
Around the World) that combine lexical development with intercultural insights [4].

Role-playing and simulation games

Role-play remains one of the most effective ways to develop communicative
and pragmatic competence. It provides learners with opportunities to engage in
authentic social exchanges, simulating real-life interactions such as checking into a
hotel, giving directions, or resolving misunderstandings.

Examples:

- “At the International Airport”: Students act out travel-related
conversations, using polite requests and culturally appropriate expressions.

- “Cultural Misunderstanding Scenarios”: Learners are presented with
conflicts arising from cultural norms (e.g., interrupting during conversation,
differences in eye contact) and discuss appropriate responses.

Through such activities, learners acquire sociolinguistic competence—the
ability to choose expressions that suit a given social context [6]. Teachers can
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scaffold learning by introducing background information about the target culture
before or after the role-play, reinforcing reflection and comparison.

Cooperative games for classroom cohesion

Cooperative learning games foster teamwork, communication, and empathy.
Instead of competing, students collaborate to solve linguistic or cultural challenges,
reflecting the spirit of inclusive education.

Examples:

- “Cultural Quiz Challenge”: Teams answer questions about cultural
practices, landmarks, or idioms from different countries where English is spoken.

“Find Someone Who...”: Learners circulate around the room asking
questions related to cultural experiences (“Find someone who has tried British tea,”
“Find someone who knows an English proverb”). This encourages authentic
communication and peer bonding [7, p. 52].

By working collaboratively, students develop listening, negotiation, and
social-emotional skills that parallel intercultural cooperation in real-world settings.

Integrating games with technology

Digital Game-Based Language Learning (DGBLL) merges technology and
pedagogy to create immersive, adaptive environments that respond to learner needs.
Research consistently shows improved outcomes in vocabulary retention, oral
fluency, and grammatical understanding through gamified learning [4].

Applications:

-Kahoot! and Nearpod provide instant feedback and encourage competitive
engagement.

-Minecraft Education Edition allows students to build virtual cultural
landmarks (e.g., the Tower of London or Sydney Opera House) while using English
for collaboration and description.

-Duolingo Events connect learners from different countries through shared
challenges, fostering both linguistic progress and intercultural friendships.

Teachers can also use augmented reality (AR) and virtual reality (VR) tools,
such as Google Expeditions, to create “virtual trips” to museums or historical sites.
This immersive exposure allows students to explore cultural artifacts and discuss
them in English, combining visual literacy with language learning [5, p. 16].

Digital environments support differentiated instruction, enabling
personalized pacing and adaptive feedback. They also democratize learning by
providing equitable access to global cultures, even in remote or resource-limited
contexts.
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Reflection and assessment in game-based intercultural learning

An often-overlooked aspect of game-based instruction is post-game
reflection. Teachers should encourage students to discuss not only what they learned
linguistically, but also what they discovered culturally—values, gestures, customs,
or beliefs. Journals, group discussions, and short reflective essays consolidate
intercultural learning.

Assessment in this context should focus on both linguistic performance
(accuracy, fluency) and intercultural behaviors (empathy, curiosity, respect). Rubrics
can include criteria such as: “uses polite expressions in role-plays,” “shows openness
to other perspectives,” or “demonstrates teamwork and cooperation.”

In conclusion, game-based learning represents a comprehensive and
forward-looking methodology for enhancing the teaching and learning of English.
Grounded in the theories of Piaget, Vygotsky, and Gagné, it provides a solid
theoretical foundation for understanding how games stimulate cognitive growth,
social interaction, and language acquisition. Games do not merely entertain; they
function as structured learning experiences that encourage creativity, autonomy, and
collaboration—key components of modern pedagogy.

The multifaceted benefits of games—spanning affective, cognitive, social,
and adaptive dimensions—make them indispensable in language classrooms. By
lowering anxiety, sustaining motivation, and promoting active participation, they
foster an inclusive environment where every learner can succeed. From traditional
flashcard games to complex digital and virtual reality simulations, teachers now have
access to an extraordinary range of tools that can be adapted to various proficiency
levels, age groups, and learning contexts.

Importantly, game-based learning extends beyond linguistic outcomes. It acts
as a catalyst for developing intercultural competence, a crucial skill in today’s
interconnected world. Through cultural role-plays, storytelling, and international
collaboration platforms, learners encounter diverse perspectives and values,
developing empathy, tolerance, and curiosity toward global cultures. As Byram’s
model (1997) suggests, intercultural competence requires openness, critical cultural
awareness, and communicative adaptability—all of which are naturally cultivated in
well-designed educational games.

Furthermore, the expanding field of digital game-based language learning
(DGBLL) opens new pathways for innovation in English education. Research
demonstrates that technology-enhanced games improve vocabulary retention,
pronunciation accuracy, and communicative fluency [5]. Digital environments—
especially those integrating cultural narratives or global collaboration—support
authentic communication and intercultural engagement. As classrooms increasingly
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move toward blended and hybrid models, these tools offer meaningful ways to
personalize learning, connect learners globally, and foster 2Ist-century
competencies.

For educators, the challenge is not whether to use games, but how to use them
effectively and purposefully. Teachers should select or design games that integrate
linguistic objectives with intercultural awareness, ensuring that play leads to
meaningful communication, reflection, and growth. When implemented
thoughtfully, game-based learning transforms lessons from static instruction into
dynamic experiences that connect language, culture, and identity.

As Harmer rightly observes, “Games are a vital part of a teacher’s equipment,
not only for language practice, but for creating the conditions in which effective
learning can flourish.” In this sense, games are not a supplement but a core strategy
of contemporary English language teaching—bridging linguistic mastery with
intercultural understanding, and transforming classrooms into spaces of
collaboration, creativity, and global citizenship.
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Abstract: This study explores negation in English and Romanian through contrastive
linguistic analysis and pedagogical assessment. The central thesis posits that negation is not
merely a syntactic operator but an axiological dimension pivotal in meaning formulation and
value judgment expression. The research maps the syntactic allocation, morphological
manifestations, and semantic scope of negation across particles, pronominal forms, adverbs,
and affixation. Core comparative analysis examines productive negative morphemes—
prefixes un-, in-, dis-, non- and suffix -less—illuminating distinct linguistic solutions for
encoding logical inversion and subjective assessment. Empirical evidence from English
literary excerpts and authorized Romanian translations delimits semantic discrepancies and
translational obstacles emerging from structural and typological differences. Situating
negation within postmodern axiological theories, the paper views it as an indicator of
intellectual skepticism, discursive positioning, and truth relationality in multilingual
academic settings. Conclusions provide grounding for optimizing contrastive grammar
instruction and understanding how linguistic denial encodes cultural and evaluative
significance.

Keywords: negation, contrastive linguistics, affixal morphology, English—-Romanian
comparison, axiological semantics, multilingual education.
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Rezumat: Studiul exploreaza negatia in limbile englezd si roménd prin analiza
lingvisticd contrastiva riguroasd si evaluare pedagogica practica. Teza centrala sustine ca
negatia nu este doar operator sintactic, ci dimensiune axiologica esentiala in formularea
sensului si exprimarea judecatilor de valoare. Cercetarea cartografiaza sistematic alocarea
sintactica, manifestarile morfologice si scopul semantic complex al negatiei prin particule,
forme pronominale, adverbe si afixare. Analiza comparativi examineazd morfemele
negative productive—prefixele un-, in-, dis-, non- si sufixul -less—iluminand solutiile
lingvistice pentru codificarea inversiunii logice si evaluarii subiective. Proba empirica din
fragmente literare engleze si traduceri autorizate delimiteaza discrepantele semantice si
obstacolele de traducere din diferentele structurale si tipologice. Plasand negatia in teoriile
axiologice postmoderne, lucrarea o considerd indicator al scepticismului intelectual,
pozitionarii discursive si caracterului relational al adevarului in mediile academice
multilingve. Concluziile oferd bazd pentru optimizarea instruirii gramaticale contrastive si
intelegerea modului In care negarea codifica semnificatia culturald si evaluativa.

Cuvinte-cheie: negatie, lingvisticd contrastivd, morfologie afixald, comparatie
englezd-romana, semantica axiologica, educatie multilingva.

Introduction

Negation unequivocally stands as one of the most fundamental categories of
human language and cognitive processing, functioning not merely as a basic
grammatical operator but as a highly sophisticated conceptual tool through which
language users are able to articulate denial, explicit opposition, and the concept of
absence. [7, p.768] Within the complex landscape of multilingual education, a
comprehensive understanding of how negation is realized and encoded across
disparate linguistic systems becomes a matter of particular, heightened importance.
[8, 9, p.456] Such a comparative cognitive endeavor serves to illuminate both the
universal cognitive patterns that underpin the act of negating and the language-
specific encoding strategies which frequently reflect deeper, more entrenched

cultural and philosophical perspectives regarding the nature of reality and truth.
This present investigation meticulously scrutinizes negation as both a
grammatical and semantic phenomenon in English and Romanian, placing a
pronounced emphasis on its critical role as an axiological marker within postmodern
educational contexts. The forthcoming comparative analysis will demonstrate that,
while both English and Romanian share certain fundamental typological features in
the manner by which they express negation, they exhibit significant divergence in
their practical morphosyntactic realizations and consequential pragmatic
implications. These structural and functional divergences are precisely what generate
specific learning challenges for language acquisition specialists and professional
translators alike, underscoring why contrastive analysis remains an absolutely
essential component for the formulation and implementation of genuinely effective
pedagogical approaches in the highly dynamic multilingual education al setting.

8, 9, p.456]
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Within the philosophical framework of postmodern axiology, negation is
understood to transcend its conventionally assigned purely grammatical function.
Instead, it is elevated to a crucial marker of critical thinking, a mechanism for
expressing epistemological uncertainty, and an engine for driving discursive
relativism. The contemporary postmodern educational paradigm places great
importance on the methodical deconstruction of absolute truths, the explicit
recognition and validation of multiple, often competing, perspectives, and the
cultivation of advanced critical thinking skills. Consequently, the linguistic
expression of negation assumes a role of exceptional relevance in contemporary
pedagogical discourse. [7, p.452]

By systematically examining the differential ways in which English and
Romanian formally encode negation, we gain a far deeper and more nuanced
comprehension of precisely how language, at its structural core, actively shapes and
faithfully reflects evaluative stances in the intricate process of intercultural
communication by systematically examining the differential ways in which English
and Romanian formally encode negation, we gain a far deeper and more nuanced
comprehension of precisely how language, at its structural core, actively shapes and
faithfully reflects evaluative stances in the intricate process of intercultural
communication.

From the vantage point of postmodern axiological philosophy, the role of
negation moves decisively beyond its conventional description as a simple
grammatical function. It is, instead, conceptualized as an essential indicator of
critical thought, a sophisticated instrument for articulating epistemological
ambivalence, and a driving force behind discursive relationality. The foundational
principles of the contemporary postmodern educational model are rooted in the
imperative to systematically deconstruct established, absolute narratives, to formally
acknowledge and validate a multiplicity of often-conflicting viewpoints, and to
prioritize the rigorous development of sophisticated critical analysis skills. This
focus consequently elevates the linguistic realization of negation to a position of
paramount importance within current pedagogical theory. By undertaking a detailed
examination of the structurally different ways English and Romanian formulate
negation, we facilitate a more profound and acutely refined understanding of the
mechanisms by which language, at its deepest level, actively structures and
unerringly mirrors evaluative perspectives within the complex dynamic of
intercultural exchange.

1. The Syntactic Distribution of Negation

The specific syntactic positioning of negation across English and Romanian

immediately brings into sharp relief fundamental differences in the underlying
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principles guiding how these languages construct negative propositions. Standard
English generally adheres to a strict principle of single-negation (or "negative
absorption"), a constraint that prohibits multiple surface negative markers within a
single clause [9, p.782]. In stark contrast, Romanian not only permits but frequently
requires the manifestation of multiple negative markers [8, p.456] within one clause,
a pervasive linguistic phenomenon formally designated as negative concord [10,
p.134]. This profound typological distinction carries substantial implications for both
rigorous linguistic analysis and effective pedagogical strategies.

1.1.1.  Subject Negation

In the English language, the negation can be seamlessly integrated into the
subject position of a clause through the judicious utilization of negative pronouns
and determiners, such as nothing, nobody, no one, or the construction no + noun.
This specific structural positioning intrinsically generates a negative sentence,
obviating the need for the presence of any additional negative markers within the
verbal predicate. For example, the sentence sourced from Defoe, "Nothing can
describe the confusion of thought, which I felt when I sunk into the water”,
demonstrates that the negative pronoun nothing single-handedly negates the entire
propositional content. [3, p.78]

The direct Romanian equivalent of this construction serves to immediately
illustrate the grammatical requirement for negative concord inherent in the language:
"Nimic nu putea sa descrie confuzia gandului meu.". [10, p.134] Here, the negative
pronoun nimic (meaning 'nothing') is obligatorily reinforced by the negative particle
nu, which is positioned immediately before the verbal element. This compulsory
double marking of negation is a strict grammatical requirement in Romanian,
reflecting a distinctly different underlying grammatical logic where the principle of
negative agreement operates systematically across the entire clause structure.
Likewise, when the subjects nobody or no one occupy the initial subject position in
an English sentence, as observed in the example from Hemingway, "Nobody knew
anything about it although they all spoke with great positiveness”, the standard
Romanian translation requires the systematic application of concord: "Nimeni nu stia
nimic despre aceasta.". This consistent pattern of negative reinforcement is
consistently manifested throughout a wide range of diverse syntactic contexts. [3,
p.78] 5, p.156]

1.1.2.Object and Adverbial Negation

When the focus of negation is directed toward the object position within the
clause, the English language faithfully maintains its governing single-negation
constraint [9, p.782]. The sentence, "I had no difficulty cutting it down”, clearly
exemplifies how the negative determiner no directly functions to modify the object
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noun difficulty [3, p.96]. Romanian, conversely, demands the presence of an
additional negative marking. The translation renders as "nu m-a fost greu," which,
when literally translated, conveys the sense of "not fo-me was difficult,"
demonstrating the language's tendency to restructure the negation to meticulously
adhere to its characteristic negative concord pattern. [10, p.134]

Temporal adverbial negation in English strategically employs inherent
negative adverbs, such as never, seldom, and rarely. Crucially, these specific
expressions carry an inherent negative meaning and therefore do not necessitate the
use of any supplementary auxiliary negative markers. For instance, the statement, "/
had never handled a tool in my life”, is translated into Romanian as "Eu niciodata in
viata mea n-am luat in mana nici un instrument,". Here, the temporal negative adverb
“niciodata” ('never') is obligatorily co-occurrent with the negative particle n- (a
contracted form of nu) which is attached to the auxiliary verb, and further with the
negative determiner “nici” un ('no/any') placed preceding the object. [3, p.94]

Beyond these foundational syntactic locations, the realization of negation
within non-finite constructions introduces layers of additional complexity. In
infinitive constructions, English mandates the precise placement of the negative
particle not immediately preceding the infinitive marker to: "He pretended not to
have heard of her marriage". The corresponding Romanian structure preserves a
similar mechanism, involving the negation of the subordinate clause: "EI s-a prefacut
cd nu a auzit de taina casatoriei ei," where the negative particle nu correctly precedes
the conjugated verb within the subordinate clause. Gerundial constructions in
English display comparable patterns, where the negation can be directed either at the
gerund form itself or at its associated complements. The phrase, "The folly of not
allowing people to be comfortable”, distinctly illustrates the direct negation of the
gerund allowing [2, p.223]. Romanian often translates this semantic content using an
infinitive construction: "prostie sa nu permiti," again utilizing the negative particle
nu before the verb. These observed structural parallels and divergences are highly
illustrative of the distinct mechanisms by which both languages manage the
expression of negation within non-finite contexts, despite achieving this via differing
morphosyntactic realizations.

A further significant distinction emerges in the linguistic expression of
negative quantification. English relies on dedicated negative quantifiers (such as no,
none, neither) to express the sheer absence of quantity, whereas Romanian
structurally requires the use of forms involving nici un, nici o, niciun in mandatory
combination with the fundamental negative particle “nu . [2, p.87] For example, the
sentence "I have none of the usual inducement of women to marry" utilizes the
negative pronoun none to effectively negate the quantity. Romanian's translation,
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"Eu nu am stimulentul caracteristic femeilor," reverts to the standard negative
particle construction, rather than relying upon an autonomous negative quantifier.

1.2. Morphological Patterns: Affixal Negation

Beyond the application of purely syntactic strategies, both the English and
Romanian languages systematically employ morphological strategies to formally
express negative meaning through the process of affixation. The English language is
particularly notable for its richness in this domain, deploying a considerable variety
of negative prefixes and suffixes that attach across various word classes. This
extensive morphological diversity serves to facilitate nuanced semantic distinctions
and functions as an exceptionally productive mechanism for word-formation.

1.3. Negative Prefixes in English

The prefix un- holds the distinction of being the most productive negative
prefix in contemporary English [9, p.1540]. It is typically attached to adjectives and
participles to signal the concept of contrary or the absence of a quality: unhappy
(nefericit), unkind (nepoliticos), unexpected (neasteptat), unfinished (neterminat).
Furthermore, it strategically combines with verbs to denote the reversal or undoing
of a prior action: undo (a desface), unlock (a descuia), unfold (a desfasura).
Crucially, the semantic contribution of un- extends beyond simple logical negation,
encompassing subtle yet important notions of reversal, removal, and inherent
deprivation.

The prefix in- (including its common allomorphs im-, il-, ir-) primarily affixes
itself to lexical items of Latin origin, often conveying a more formal or technical
register: incomplete (incomplet), impossible (imposibil), illegal (ilegal), irregular
(iregular), inadequate (inadecvat), incapable (incapabil). The presence of this
allomorphic variation is strictly governed by phonological conditioning, wherein the
nasal consonant systematically assimilates to the subsequent sound to ensure ease of
articulation.

The prefix dis- is deployed to communicate a range of meanings, including
reversal, removal, direct negation, or an intensive force: disagree (a nu fi de acord),
disappear (a disparea), disconnect (a deconecta), dislike (a nu-i placea), distrust (a
nu avea incredere). When affixed to verbs, it characteristically signals the reversal
or undoing of an action. Conversely, when used with nouns and adjectives, it
expresses the absence or the direct opposite of a specific state or quality.

The prefix non- is linguistically characterized by its primary function of
denoting a simple state of lack or explicit absence, a crucial distinction being that it
does not typically introduce the strong evaluative bias often associated with other
negative prefixes: non-essential, non-fiction, non-verbal, non-profit, non-standard.
Its application is overwhelmingly concentrated in technical, taxonomic, or highly
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formal classificatory environments, where its purpose is to construct objectively
neutral oppositional terms, rather than emotionally or subjectively charged
antonyms.

1.4. The Suffix -less and Other Negative Formations

The suffix -/ess holds the designation as the most significant negative suffix
within the English lexicon. Tracing its origins back to the Old English period, it
maintains a remarkably high degree of morphological productivity in modern usage.
It systematically combines with various nominal bases to generate adjectives that
formally indicate a state of being without or deficient in: hopeless (fara speranta),
careless (neglijent/lipsit de grija), endless (fara sfarsit), meaningless (fara sens),
countless (nenumarate), worthless (fara valoare). Importantly, the semantic load of
-less frequently surpasses a simple declaration of absence; it actively carries
powerful undertones of inherent deprivation, demonstrable inadequacy, or a tacit
negative value judgment. While Romanian certainly utilizes analogous
morphological strategies, the realization of these concepts occurs through distinctly
different formal means. Romanian prefixes such as ne-, de-, dis-, a- perform negative
functions that are largely analogous in scope to the established English prefixation
models: nefericit (unhappy), deschide (to open/unlock), disconfort (discomfort),
amoral (amoral). [9, p.1548]

However, the precise scope of application and overall frequency of these
specific Romanian affixes deviate notably from their English counterparts, reflecting
the language's specific morphological tendencies and its unique history of
etymological borrowing and formation.

1.5. Modal Auxiliaries and Negation

The complex interplay between modal auxiliaries and negation introduces a
specific layer of grammatical intricacy within the English language. This complexity
arises because the precise positioning of the negative element relative to the modal
verb exerts a significant and direct influence on the semantic scope and the overall
pragmatic force of the resulting utterance. English modal auxiliaries demonstrate two
clearly distinguishable patterns of negation: auxiliary negation, where the contracted
negative form is directly affixed to the auxiliary verb (can't, won't, shouldn't), and
main verb negation, where the full form not follows the auxiliary (may not, will not,
must not). [6, p.798]

The modal auxiliary can, when deployed in its epistemic meaning (expressing
possibility), strictly follows the auxiliary negation pattern: "¢ can't be true" functions
to express the concept of impossibility. In its deontic meaning (denoting permission
or ability), contraction is similarly the customary usage: "You can't go there".
Romanian translates these scenarios differently depending critically upon the
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specific context. The epistemic reading translates to "Nu poate fi adevarat" (literally
"not can be true"), whereas the permission reading is rendered as "Nu poti merge
acolo" or "Nu ai voie sa mergi acolo" (literally "not you-can go there" or "not you-
have permission to go there"). [6, p.802]

The modal auxiliary must provide a particularly insightful and often-cited case
study of negation's semantic impact. When deployed to signal strong obligation, its
negative counterpart, mustn't, is semantically restricted to express categorical
prohibition: for example, "You mustn't smoke here" directly enforces the meaning it
is forbidden or obligatory not to smoke here'. Crucially, to articulate the distinct
concept of the lack or absence of an obligation, English cannot use a negated form
of must. Instead, it necessitates a structural shift to alternative lexical operators such
as needn't or don't have to: "You needn't come if you don't want to". This inherent
semantic split, which arises from the contrast between negating the very modality
(prohibition) and negating the underlying proposition (lack of necessity), remains a
persistent and significant source of structural complexity for non-native language
acquisition. Romanian, in contrast, consistently employs distinctly different and
dedicated structural forms to mark these two separate meanings: prohibition is
rendered using constructions like "Nu trebuie sa fumezi aici" or "E interzis sa fumezi
aici", whereas the articulation of non-obligation is achieved through phrases such as
"Nu e nevoie sa vii" or "Nu esti obligat sa vii".

1.6. Negative Interrogatives and Question Tags

Negative interrogative constructions in English [9, p.808] fulfill a range of vital
pragmatic functions, commonly serving to convey surprise, to seek confirmation, or
to formulate polite requests. The structural formation of these involves the strategic
placement of the negative particle not (often contracted) immediately following the
auxiliary verb in yes-no questions: "Haven't you finished yet?" or "Don't you like my
new dress?". These specific types of questions inherently carry an implicit
presupposition, namely that the speaker had anticipated an affirmative response,
thereby expressing a degree of surprise or disappointment when that initial
expectation is unmet.

Question tags (also known as tag questions) represent a truly distinctive and
complex feature of English grammar, providing speakers with a highly efficient
linguistic mechanism for converting simple statements into questions that are
specifically designed to solicit confirmation or agreement from the interlocutor.
Following affirmative statements, a negative tag is systematically employed: "You
paid him, didn't you?" or "She would like to come, wouldn't she?". Conversely,
negative statements are followed by affirmative tags: "You didn't see him, did you?"
or "Ann can't swim, can she?". This characteristic alternating pattern is crucial for
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maintaining the underlying single negation principle, while simultaneously enabling
the speaker to effectively seek interlocutor engagement and confirmation. [9, p.810]

The Romanian language does not possess a direct structural equivalent to the
English question tags. Instead, Romanian utilizes a small set of invariant particles,
such as nu-i asa? (literally translating to "isn't it so?") or the simple nu? ("no?").
These particles can be universally appended to any statement, entirely irrespective
of its preceding grammatical structure, and retain an invariant form. For example:
"Tu stii ce s-a intamplat aici, nu-i asa?" ("You know what happened here, isn't it
so?") corresponds both syntactically and pragmatically to the English "You know
what happened here, don't you?". This fundamental structural divergence reflects
broader typological patterns that differentiate the two languages and poses a
significant challenge for Romanian learners of English who must fully internalize
the complex system governing tag formation.

2. Semantic Asymmetries in Translation

The fundamental structural disparities that exist between the negation systems
of English and Romanian inevitably create substantial hurdles for professional
translation activities and for the crucial language acquisition process itself. These
challenges are far-reaching; they extend beyond mere grammatical transposition to
deeply embedded semantic nuances, consequential pragmatic implications, and
specific stylistic preferences that are intrinsically woven into the expressive
strategies of each respective language.

One key fundamental asymmetry revolves around the scope and precise focus
of the negation. English speakers are compelled to position their single negative
element with extreme care and precision in order to unambiguously indicate exactly
what is being negated. In contrast, the Romanian system of negative concord
strategically distributes the negative marking throughout the entire clause, which
potentially generates a wider range of interpretive possibilities. [10, p.134] For
instance, the English sentence "I saw nothing but Death before me" employs a single
negative pronoun to negate the object. The corresponding Romanian equivalent, "Eu
nu vedeam nimic in afara de Moarte," simultaneously reinforces the negation with
both the particle nu and the pronoun nimic [3, p.79].

The translation of negative affixes introduces difficulties of a particular nature,
primarily because the semantic fields covered by the English negative prefixes often
fail to map directly onto their Romanian equivalents. An English word systematically
formed with the prefix un- may be translated into Romanian either by utilizing the
parallel prefix ne-, or it may require a completely different, alternative lexical
strategy, such as employing a specific antonym or a more generalized syntactic
negation. For instance, the term unfinished correctly translates as neterminat in
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Romanian, indicating a direct morphological correspondence. However, unhappy
may be rendered either as nefericit (a direct morphological parallel) or as trist (a
common lexical alternative), depending entirely upon the specific contextual
subtleties and the stylistic register required.

3. Negation as Axiological Marker in Postmodern Education

Within the extensive and complex framework of postmodern axiology, the
function of negation extends far beyond its customary grammatical status. It assumes
a vital role as a crucial marker of critical consciousness and the speaker's
epistemological positioning. The postmodern educational paradigm is
philosophically characterized by its strong emphasis on the systematic questioning
of absolute truths, the formal recognition of multiple valid perspectives, and the
conscious cultivation of advanced critical thinking skills. In this specific
environment, the linguistic expression of negation is deployed as a fundamental tool
for clearly articulating doubt, for effectively challenging underlying assumptions,
and for persuasively articulating alternative viewpoints. [7, p.452]

The acquired ability to express negation with both accuracy and pragmatic
appropriateness across multiple languages becomes of paramount importance within
intercultural and multilingual education al settings. Students who are learning to
effectively navigate between English and Romanian must not only thoroughly master
the established grammatical rules that govern negation, but they must also cultivate
a heightened sensitivity to the pragmatic and evaluative dimensions that negative
expressions convey. The careful choice between utilizing affixal negation versus
syntactic negation, or between a direct denial versus a mitigated disagreement,
fundamentally reflects the speaker's underlying attitudes concerning authority,
certainty, and social relationships. [8, 9, p.456]

Furthermore, the contrastive study of negation provides illuminating insights
into the precise mechanisms by which different linguistic communities structure their
comprehension of fundamental concepts such as absence, opposition, and logical
contradiction. The single-negation principle in English reflects a long-standing
logical tradition that consistently favors clarity and explicit expression within the
propositional content. Romanian's negative concord system, conversely, achieves the
effect of negation by means of redundancy and reinforcement, potentially signaling
different communicative priorities that prioritize emphasis and overall rhetorical
strength. These distinctions are not simply technical grammatical details; rather, they
serve to encode deep-seated cultural assumptions regarding the most effective and
appropriate ways for meaning to be constructed and efficiently communicated. [10,
p-134]
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4. Pedagogical Implications for Multilingual Education

The detailed contrastive analysis of negation in the English and Romanian
languages offers a series of significant and indispensable implications for language
pedagogy, particularly within the dynamic sphere of multilingual education al
contexts. [8, 9, p.456]

Firstly, providing explicit, targeted instruction regarding the fundamental
structural differences between the two negation systems is absolutely essential. This
instruction must centrally address the crucial distinction between the single-negation
constraint prevalent in English and the obligatory negative concord required in
Romanian. [9, p.782] Romanian-speaking learners of English frequently generate
characteristic errors, such as the widely documented double negative "I didn't see
nothing”, which arises from the direct transfer of their native language's negative
concord pattern. Conversely, English speakers learning Romanian may initially fail
to supply the necessary negative reinforcement. To effectively counteract these
specific challenges, pedagogical interventions must integrate consciousness-raising
activities designed to explicitly direct the learners' cognitive attention toward the
systematic differences between the two linguistic approaches. Contrastive grammar
presentations can be used to explicitly compare parallel structures, highlighting
precisely where the two languages converge and where they structurally diverge [10,
p.134].

Secondly, the teaching of negative affixes necessitates a systematic and
nuanced approach. Instruction should pay careful attention to semantic subtleties,
differences in register, and language-specific productivity patterns. A highly
productive pedagogical methodology involves presenting the negative affixes within
semantic networks that clearly expose their core meanings and extended usages. For
example, the prefix un- can be initially introduced via its primary function of
negating adjectives (happy — unhappy, clear — uncléaand subsequently extended

to its reversative function with verbs (fock — unlock, tie — un¥iSpecific exercises

that compare the English un- with the Romanian ne- can effectively reveal both direct
parallels (unknown — necunoscudnd semantic divergences (unhappy — nefericits.

trist), profoundly enriching the learners' understanding of both morphological
systems.

Thirdly, translation exercises that specifically focus on negation serve as
extremely valuable instruments for simultaneously developing metalinguistic
awareness and deepening the mastery of both languages. By actively examining how
negative constructions are consistently rendered across languages, learners gain
direct insights into the diverse ways languages encode logical relationships and

articulate evaluative stances. Translation activities should be structured to progress
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logically from simple sentence-level exercises to more complex, discourse-level
assignments. More advanced exercises can involve the translation of entire literary
passages where the specific choice of negative expression carries significant stylistic
and rhetorical weight, requiring learners to consider not only grammatical
correctness but also pragmatic appropriateness and aesthetic effect.

Error analysis constitutes another exceptionally valuable pedagogical tool.
Collecting and analyzing the typical errors observed in negation production by
learners from both language backgrounds can directly inform targeted instructional
strategies. Romanian learners of English frequently exhibit double negatives ("He
doesn't know nothing"), may omit the necessary negative particles with negative
pronouns ("Nobody know" instead of "Nobody knows"), or struggle significantly with
the correct formation of question tags. English learners of Romanian, conversely,
may fail to supply the required negative concord ("Nimeni stie" instead of "Nimeni
nu stie") or inappropriately apply English-like structures. [10, p.134]

Finally, the crucial axiological dimension of negation must be integrated into
advanced language instruction, specifically helping learners to recognize and
understand how negative expressions function within critical discourse, academic
argumentation, and rhetorical persuasion. Phrases such as "not all evidence
suggests," "it cannot be denied that," and "by no means conclusive" fulfill vital
rhetorical functions in scholarly discourse, enabling writers to strategically position
themselves relative to existing research and articulate genuinely nuanced positions.

Conclusions

This contrastive study focusing on the mechanisms of negation in English and
Romanian has successfully revealed fundamental and significant differences in the
way the two languages structurally encode negative meaning, distinctions evident at
both the syntactic and morphological levels. The single-negation principle which is
characteristic of standard English stands in sharp contrast to Romanian's obligatory
negative concord system, thereby creating specific and predictable challenges for
both language learners and professional translators as they navigate between the two
linguistic environments. [10, p.134]

The thorough analysis of negative affixation has clearly demonstrated the
inherent richness and high productivity of English negative morphology, particularly
through the highly utilized prefixes un-, in-, dis-, non- and the pervasive suffix -less.
Each of these affixes contributes a set of distinct semantic nuances to the base forms
they modify, collectively generating a highly complex system of oppositional and
privative meanings.

Crucially, beyond its conventional grammatical and morphological
dimensions, negation operates as a powerful axiological marker within the
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contemporary multilingual education al setting. It functions as a versatile tool for
expressing critical thinking, articulating epistemological uncertainty, and conveying
nuanced evaluative positioning. [8, 9, p.456]

The key pedagogical implications derived from this study underscore the
imperative need for explicit contrastive instruction. This instruction must address not
only the palpable structural differences between English and Romanian negation but
also the crucial semantic, pragmatic, and axiological dimensions of negative
expressions. By successfully cultivating metalinguistic awareness regarding the
intricate ways in which negation operates across diverse languages, learners are
enabled to achieve a far more sophisticated level of communicative competence and
are better prepared to adeptly navigate the inherent complexities of multilingual
academic and professional environments.
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Abstract: Today, in the context of globalization and linguistic diversity, language is
the basic element of cultural identity. Culture, however, includes all forms of art, love,
thought, which, over time, has helped us to be increasingly free in thought. When we talk
about the Romanian language, we are not only talking about communication, but also about
a symbol of our national identity, of the history and cultural heritage of the Romanian people.
The Romanian language highlights our values, traditions and experiences as a people and
plays an essential role in maintaining a social and cultural bond in a multilingual space.

In the European and global multilingual space, the Romanian language has an official
status in the European Union and is used in various institutions and communities of the
diaspora. At the same time, it faces various challenges, such as the influences of dominant
languages (such as English), the decline in interest in the mother tongue in the diaspora and
the tendencies of cultural uniformity. Broadly speaking, language and cultural identity are
products of the spirit and contribute to the formation of the set of ideas and feelings that
reflect the community of which we are a part.

Keywords: language, identity, multilingual space, culture, interculturality

Rezumat: Astazi, In contextul globalizarii si al diversitatii lingvistice, limba este
elementul fundamental al identitatii culturale. Cultura, insd, include toate formele de arta,
iubire, gandire, ceea ce, de-a lungul timpului, ne-a ajutat s fim din ce n ce mai liberi in
gandire. Cand vorbim despre limba romana, nu vorbim doar despre comunicare, ci i despre
un simbol al identitatii noastre nationale, al istoriei si mostenirii culturale a poporului roman.
Limba roména evidentiaza valorile, traditiile si experientele noastre ca popor si joaca un rol
esential Tn mentinerea unei legaturi sociale si culturale intr-un spatiu multilingv.

In spatiul multilingv european si global, limba roména are statut oficial in Uniunea
Europeani si este utilizata in diverse institutii si comunitati ale diasporei. in acelasi timp, se
confruntd cu diverse provocari, precum influentele limbilor dominante (cum ar fi engleza),
scaderea interesului pentru limba materna in diaspora si tendintele de uniformizare culturala.
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In sens larg, limba si identitatea culturala sunt produse ale spiritului si contribuie la formarea
ansamblului de idei si sentimente care reflectd comunitatea din care facem parte.
Cuvinte cheie: limba, identitate, spatiu multilingv, culturd, interculturalitate

Diversitatea etnicd presupune politica lingvisticA a comunitatii axata pe
multilingvism. Conceptul de multilingvism se refera la:

spatiul national (fenomenul de coexistenta pe acelasi teritoriu a doud sau mai
multe limbi oficiale, regionale sau minoritare);
relatia de comunicare intre vorbitori ai unor limbi diferite (multilingvismul);
existenta individuald (competente comunicative avansate, concretizate prin
cunoagterea si utilizarea a doud sau mai multe limbi). [7, p. 87]

In spatiul in care ne construim existenta, limba vine ca un fenomen al
dezmarginirii, aducand, prin trasaturile ei esentiale, vocatia omului de a-si afirma
libertatea. In timp ce geografia ne impune anumite hotare, istoria le modifici in
functie de evenimentele istorice, limba detine spiritul ce invoca libertatea identitatii
culturale. Indiferent unde nu am trdi, spatiul limbii In care ne-am nascut construieste
libertatea de a fi ceea ce adancul istoric al natiei noastre ne-a circumscris in ADN-ul
poporului caruia i1 apartinem. Romanismul lingvistic este mostenirea pe care o avem
de la aparitia noastrd ca popor si neam, chiar daca diverse evenimente istorice s-au
perindat prin destinul nostru, limba nu ne-au ucis-o, ci, dimpotriva, au innobilat-o
prin suferinta si jertfa.

Existda diverse tipologii ale multilingvismului. Autorii  studiului
,Multilingvism si dialog intercultural in UE. O viziune roméneasca” ne contureaza
urmatoarele forme ale fenomenului dat:

In functie de gradul de cuprindere sociala:

® multilingvism social (colectiv),
® multilingvism de grup,
® multilingvism individual.
In functie de geneza:
® multilingvism succesiv (secvential), adica limba a doua este invatata dupa
fixarea primei limbi (dupa 3—4 ani),
® multilingvism tardiv, care permite identificarea unor subtipuri in functie de
varsta la care este invatata limba a doua, a treia etc.
In functie de relatia dintre limbi, reflectatd de uz:
® multilingvism compus (limbile sunt privite ca similare functional, unitdtile
lor afldndu-se intr-o relatie de corespondenta - cazul limbilor invatate la
scoala),
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® multilingvism coordonat (limbile sunt separate functional, considerandu-se
ca unitatile lor exprima semnificatii partial sau total distincte — o limba este
folosita in situatii oficiale: administratie, scoala etc., cealalta - in familie,
intre prieteni etc.).
In functie de gradul de cunoastere:
® multilingvism asimetric (exista diferente de cunoastere),
® multilingvism receptor sau pasiv (una dintre limbi este inteleasd, dar nu este
vorbita),
® multilingvism ethnic (una dintre limbi este cunoscutd numai atdt cat o cer
necesitdtile strict profesionale).
In functie de situatia politicd dintr-un stat sau o comunitate suprastatald:
® multilingvism impersonal (caracteristic sistemului de guvernare dintr-un
stat, al carui cetateni sunt monolingvi - cazul Belgiei),
® multilingvismul natural (rezultat al unor casatorii mixte),
® multilingvism personal (specific pentru o singurd persoana),
® simetric (toate limbile sunt cunoscute in egala masura). [1, p. 126]
Ca orice alta limba, limba romana este o unitate in diversitate. Lingvistica de azi
ne propune trei tipuri principale de diversitate glotica.
® yarietate geografica (genereaza variante teritoriale: dialecte, subdialecte,
graiuri care constituie obiectul dialectologiei si al geografi ei lingvistice);
® varietate sociala (propune variante specifice unor grupuri socioculturale),
® yarietate stilistica (genereaza variante stilistice, desemnate ca variante
stilisticocontextuale care constituie obiectul stilisticii). [5, p. 38]

Limba romana se plaseaza pe un loc important in spatiul multilingv, dat fiind
faptul ca este o limbad romanicad vorbitd de multi oameni, in special in Romania si
Republica Moldova. Limba roména se constituie din elemente latine cu influente
slave, turcesti, grecesti si maghiare, care oglindesc istoria si diversitatea culturald a
identitatii noastre ca popor. ,Dacd e sa vorbim de un context multilingv, putem spune
cd romdna coexista alaturi de alte limbi, precum rusa, ucraineana, maghiara sau
germana, mai ales in zonele de frontiera si in comunitatile mixte. Aceasta coexistenta
influenteaza schimburile culturale si imbogateste vocabularul. Totodata,
promoveaza toleranta si intelegerea intre vorbitori de limbi diferite. Limba romana
Joacd un rol esential in pdstrarea identitdtii nationale si culturale. In acelasi timp,
prin diaspord, ea devine un mijloc de comunicare interculturala in diverse parti ale
lumii,. [1, p. 102]

,Limba romdna are patru dialecte: dacoromadn, aromdn (macedoroman),
meglenoroman si istroromdn. Ultimele trei sunt dialecte sud-dundrene. Numai
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dialectul dacoroman si-a dezvoltat o forma literara. Specificul dialectal nu afecteaza
unitatea limbii romdne, mai ales ca pe baza tuturor varietatilor geografice s-a
constituit o singurd limba de cultura, o limba literara unica’. [2, p. 92]

Limba romana face parte din contextul multilingvismului si bilingvismului
european, si isi adduce un aport considerabil la bogatia culturald a continentului.
Cunoasterea limbii romane si a altor limbi europene oferda multiple
avantaje. ,Trebuie de mentionat ca graiurile limbii romdne din Republica Moldova
si din zonele invecinate tin in principal de subdialectul moldovean, vorbit pe ambele
maluri ale Prutului, in spatiul Moldovei istorice. Niciodata nu s-a vorbit despre un
grai basarabean, acesta identificandu-se cu cel moldovean”. [2, p. 92]

Limba roméana este vorbitd in toatd lumea, de aproximativ 26 milioane de
persoane. Dintre acestea, 20 de milioane se afld In Romania. Limba romana este una
dintre cele sase limbi oficiale ale Provinciei Autonome Voivodina (Serbia). in
Uniunea Europeand, acolo unde se promoveaza plurilingvismul si se pune un mare
accent pe respectul pentru diversitate si identitate culturald, limba romana are statut
de limbd oficiala si este folositd in diverse institutii europene, in documente,
traduceri si comunicare oficiald. Datoritd acestui fapt se scoate in evidenta
importanta limbii romane, dar totodata ne oferd si o platformd internationalda de
afirmare culturala. ,Limba romadna provine din limba latina, fiind singura limba
romanica supravietuitoare in Europa de Est, ceea ce o face unica din punct de vedere
lingvistic”. [2, p. 109]

Pe de altd parte, in diaspora romaneascd din Europa, America sau alte parti ale
lumii, limba romana prezinta o legdtura intre comunitatile de roméani si un mod de a
pastra legitura cu radicinile. In scolile romanesti din striinitate, al bisericilor,
centrelor culturale sau prin mass-media in limba roméana, se depune un efort major
pentru conservarea limbii materne in randul tinerelor generatii.

Totusi, in acest spatiu multilingv, limba roméanda intampind si anumite
provocdri. Tinerii romani ndscuti sau crescuti in afara tarii pot ajunge sd vorbeasca
romana din ce in ce mai putin sau chiar deloc, daca nu exista un mediu activ in cadrul
caruia sa se favorizeze vorbirea in limba roméana.

Limba are un rol activ in constructia sociald si ofera culturii optiunea de a
supravietui si a se dezvolta, influentdnd modalitatea in care omul modern
congtientizeazd fenomenele culturale. Imaginea vie a culturii unui popor este
reflectatd in limba vorbita, care devine un symbol al identititii culturale. In contextul
interrelationarii culturale in spatial multilingv, comunicarea reprezintd cel mai
eficient mijloc de exprimare a propriei identitati culturale. Deci, cultura nu poate
exista, nici progresa in afara limbii, aceasta din urma fiind determinata drept ,,cod
cultural al natiunii”, materializat in procesul de comunicare.
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Imprumutul lexical constituie o component esentiald al contactului dintre limbi si
mereu prezintd un produs al bilingvismului fara de care nu poate fi conceput si se
realizeaza atat in mod direct (contactul nemijlocit intre populatii cu limbi diferite),
fie in mod indirect (adica prin intermediul cartilor si al scrisului).

In ce priveste conceptul de culturi in raport cu cel de comunicare
interculturald, Edward T. Hall ne prezinta trei niveluri ale unei culturi:

® _constient §i tehnic”, (cel in care limbajul verbal si simbolurile, cu o
semnificatie precisd, au un rol important in comunicare),;

® ascuns”, (rezervat unui numar restrans de indivizi, dintre care cei straini
de acea cultura sunt exclugi);

® | inconstient si implicit”, (cel al culturii primare, care este compus din datele

fundamentale ce structureaza modul nostru de gandire). [6, p. 129]
Identitatea culturald reprezintd un tot intreg, care reflecta valori, obiceiuri, traditii,
credinte si, nu in ultimul rand, limba maternd. Limba este mecanismul prin care o
comunitate isi exprima experientele, isi transmite mostenirea culturalda si fsi
formeazi constiinta de sine. In ce priveste poporul roman, limba romani a fost si este
un factor de conexiune, o punte Intre generatii si 0 marturie vie a parcursului istoric
in spatiul multilingv.

Spatiul multilingv este considerat un spatiu al libertatii si al respectului
pentru valorile celuilalt. Romanul Intelege faptul ca a comunica lingvistic si social
inseamnd a dobandi constiinta apartenentei la o identitate culturald. Acest fenomen
reprezinta actualmente, pentru poporul nostru, o reevaluare a destinului istoric si o
resetare a acestuia pentru perspectivele care urmeazi. Intr-un spatiu comunitar
european, in care limba romana si valorile identitatii culturale sunt respectate, ar fi
bine sa le redefinim, avand ca reper identitatea culturald in spatial multilingv.
Educatia si mass-media contribuie essential la promovarea limbii romane. Prin
intermediul scolii, al literaturii, al televiziunii si al internetului, limba poate fi
transmisa si valorificatd de generatiile care vin.

Multilingvismul contribuie la formarea fundamentului democratiei culturale
a UE. Studiat in plan diacronic, acesta devine obiect al politicii lingvistice a UE
incepand cu 2001, fiind apreciat ca unul din domeniile prioritare de actiune in
vederea valorificarii mostenirii identitatii culturale. Prin culturd omul se afirma, in
culturd omul se regaseste si evolueaza spiritual. Identitatea culturald vine ca un
ansamblu de elemente (valori, norme, semnificatii, actiuni intentionate si atitudini
comportamentale) o datd cu ansamblul suporturilor materiale, care le asigura un
dynamism important, precum si multitudinea celor implicati si a institutiilor ce-si
propun scopuri spirituale, morale, artistice etc. Acest ansamblu variat este completat

353



cu alte sisteme, care contin componente culturale precum limbajul, artele, etica,
dreptul, religia etc.

Educatia are un rol fundamental in ce priveste promovarea limbii si a

identitatii culturale. Predarea limbii roméane, atat in tara, cat si in afara térii, necesita
adaptata noilor realitati sociale si tehnologice. Manualele moderne, platformele
digitale, lectura literaturii romane si proiectele interculturale pot face limba romana
mai accesibila si mai atractiva pentru tineri. Mass-media, in toate formele sale —
televiziune, radio, presa scrisd, retele sociale — are o influentd enorma asupra modului
in care limba este folositd, perceputa si valorificatd. Este foarte important ca limba
romana promovata prin aceste canale sd fie una corectda, expresiva si adaptata
contextului actual, evitdnd limbajul vulgar sau excesiv anglicizat.
Multilingvismul reprezintd una dintre competente-cheie necesare oricarui om pentru
a se implini in plan personal, pentru a avea un stil de viata sandtos, pentru a se integra
cat mai usor pe piata muncii si pentru a fi un cetatean activ si integrat social. Peste
tot in Europa, copiii migranti aduc in clase o multitudine de limbi si competente
lingvistice. Acestea reprezintd un avantaj de mare importanta pentru cetateni, scoli
si societate. Apare problema unei mai bune exploatari a potentialului prezentat
de diversitatea lingvistica a UE. ,,Se necesita ca scolile sa isi adapteze metodele de
predare pentru a stimula participarea constructiva a copiilor care vorbesc alta
limba si provin din medii culturale diferite, oferindu-le tuturor posibilitatea sa se
dezvolte in conditii optime. Este nevoie de integrarea tematicilor precum
diversitatea lingvistica si sensibilizarea cu privire la aceste subiecte in scoli’. [4, p.
59]

In timp ce intreaga lume este in continua schimbare, in care limbile dominante
precum engleza sau franceza au o influentd foarte mare, limba romana trebuie sa isi
gaseasca locul si sa fie valorificata atit pep e intern, cat si extern. Alte provocdri cu
care se confruntd limba romana sunt:

~Emigrarea masiva si pierderea legaturii cu limba materna in randul copiilor
romanilor din diaspora; Influentele lingvistice strdine, care intr-un final duc la
alterarea limbii (anglicisme, calcuri lexicale); Interes redus fata de literatura si
cultura romdna in randul tinerilor;, Promovarea scazuta a limbii romane in spatiile
internationale de educatie, cercetare si arta. ,, [2, p. 66]

Totodatd, ne bucuram si de niste perspective pozitive. Limba romana are un
tezaur lexical si expresiv deosebit, o literaturd de mare valoare nationald si o
comunitate globala care poate deveni un ambasador al limbii si identitétii culturale
romanesti. Cu ajutorul digitalizarii, prin crearea de continut cu scop educativ si
artistic de calitate In limba romana, si cu ajutorul promovarii traducerilor si stimularii
dialogului intercultural, limba romana poate deveni un mesager major in spatiul
multilingv al secolului XXI.
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La fel, in ultimul timp se pune un accent major pe diversitatea expresiilor
culturale care sa creeze conditii pentru stimularea interactiunii libere intre culturi si
promovarea acestora intr-o manierd reciproc benefica, care incurajeaza dialogul
dintre culturi pentru a asigura in lume schimburi culturale mai largi si echilibrate, in
favoarea respectului identitatii culturale si a limbii vorbite.

Tinand cont de patrimoniul bogat, pe care il invocd diversitatea lingvistica si
culturala in Europa, putem vorbi despre o resursd de mare pret comuna, care necesita
protejatd si promovatd cu eforturi considerabile ce impun anumite obiective
domeniului educatiei, pentru ca aceasta diversitate, in loc de a fi un obstacol in calea
comunicarii, sa devind o sursd de imbogatire si intelegere reciproca.

Atunci cand globalizarea si interactiunea devin tot mai intense intre diverse
culturi si popoare, limba devine un element ce defineste identitatea nationale si
culturala. Spatiul multilingv actual, care se caracterizeaza prin mobilitate, migratie
si diversitate lingvisticd, aduce cu sine numeroase provociri, dar si oportunitati. In
acest context, limba roména nu este doar un mijloc de comunicare, ci si un simbol al
continuitdtii istorice, un pilon al culturii romanesti si un instrument esential de
pastrare a identitatii in fata uniformizarii globale.

In concluzie, limba romana ni se prezinti drept un reper al identititii culturale
romanesti in contextul unei lumi tot mai interconectate. Este important ca fiecare
vorbitor sa fie responsabil pentru a o pastra si a o promova cu scopul de a o transmite
mai departe, pentru ca aceasta sa rdmana, mai apoi, un simbol viu al apartenentei si
al continuitdtii culturale. Numai prin constientizarea valorii limbii romane, prin
cultivarea sa In educatie, cultura, media si comunitati, putem asigura continuitatea si
vizibilitatea identitatii noastre culturale intr-o lume in care diversitatea lingvistica
este 0 comoara ce trebuie pretuita, nu uniformizata.
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Abstract: In the context of accelerated globalization and increased mobility,
intercultural competence is becoming a central value for postmodern education, going
beyond the status of a simple set of functional skills and transforming into a fundamental
principle of educational action. In a world where cultural boundaries are blurring, and
interactions between individuals belonging to diverse identity spaces are increasingly
frequent, the school is called upon to respond to unprecedented challenges. It is no longer
enough for students to have solid academic knowledge; they must be prepared to
communicate effectively, cooperate and coexist harmoniously with people who have
different values, norms, beliefs and behaviors. Thus, intercultural competence is established
as a necessary condition for responsible participation in contemporary social life, becoming
a benchmark of cognitive and affective maturity.

Keywords: intercultural competence, identity spaces, cooperation, values, social life,
maturity

Rezumat: in contextul globalizirii accelerate si al mobilitatii crescute, competenta
interculturala devine o valoare centrala pentru educatia postmodernd, depasind statutul unui
simplu set de abilitati functionale si transformandu-se intr-un principiu fundamental de
actiune educationala. Intr-o lume in care granitele culturale se estompeaza, iar interactiunile
dintre indivizi apartindnd unor spatii identitare diverse sunt din ce In ce mai frecvente, scoala
este chematd sd raspunda unor provocari fard precedent. Nu mai este suficient ca elevii sa
detind cunostinte academice solide; ei trebuie sd fie pregatiti s& comunice eficient, sa
coopereze si sd convietuiascd armonios cu persoane care au valori, norme, credinte si
comportamente diferite. Astfel, competenta interculturald se instituie ca o conditie necesara
pentru participarea responsabild la viata sociald contemporand, devenind un reper al
maturitdtii cognitive si afective.
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Cuvinte-cheie: competenta interculturala, spatii identitare, cooperare, valori, viata
social, maturitate

Articolul analizeaza rolul competentei interculturale in formarea personalitatii
elevului, accentudnd faptul ca aceasta contribuie la dezvoltarea unei identitéti
flexibile si deschise, capabile sa integreze experiente culturale variate fard a pierde
coerenta si autenticitatea sinelui. In educatia postmoderni, personalitatea elevului
este privitd ca rezultat al unui proces dinamic de constructie sociald, In care
experientele interculturale joacad un rol esential. Contactul cu diversitatea dezvolta
empatia, toleranta, gandirea criticd si capacitatea de autoreflectie — competente
profund necesare Intr-o societate democratica.

Totodatd, analiza vizeazd reconstructia paradigmelor educatiei
contemporane, evidentiind faptul cd modelul traditional, centrat pe transmiterea de
cunostinte uniforme, nu mai corespunde nevoilor societdtii actuale. Educatia
postmoderna impune o reconfigurare a finalitatilor, a continuturilor curriculare si a
strategiilor de predare, astfel incat acestea sd reflecte diversitatea culturald si sa
promoveze dialogul intercultural ca modalitate privilegiati de invatare. In acest
cadru, competenta interculturald devine atdt un obiectiv, cit si un principiu de
proiectare curriculara. Dintr-o perspectiva interdisciplinard, articolul abordeaza
repere teoretice, dimensiuni psihopedagogice, implicatii sociale si directii de
dezvoltare didacticd. Sunt analizate fundamentele conceptuale ale competentei
interculturale, integrarea acesteia in modelele socio-constructiviste ale invatarii si
impactul sdu asupra comportamentului elevului in situatii reale de interactiune. De
asemenea, sunt evidentiate legaturile dintre competenta interculturala si incluziunea
sociald, participarea civicd, echitatea educationald si prevenirea discrimindrii —
aspecte esentiale pentru consolidarea unei societati democratice si incluzive.

Accentul este pus pe nevoia integrarii competentei interculturale ca valoare-
cheie in curriculumul postmodern, pentru a forma cetdteni autonomi, reflexivi si
deschisi catre diversitate. Educatia are astfel misiunea nu doar de a transmite
informatii, ci si de a construi punti intre culturi, de a dezvolta capacitatea elevilor de
a naviga in cadrul acestei diversitati si de a interactiona cu ceilalti in spiritul
respectului si al responsabilitatii sociale. Competenta interculturald devine, astfel, un
element definitoriu al educatiei pentru secolul XXI, o conditie pentru evolutia
personald, profesionald si civica Intr-o lume in permanentd schimbare.

Educatia postmodernd se confruntd cu schimbari radicale generate de
globalizare, migratie, diversificarea identitdtilor culturale si transformarea modelelor
de comunicare. Aceste transformari au impactat profund atat structura sistemelor
educationale, cat si finalitatile acestora. Globalizarea, prin amploarea fluxurilor
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informationale si intensificarea schimburilor economice si culturale, a determinat
aparitia unor noi tipuri de competente necesare pentru participarea activa la
societatea contemporana. Migratia, fie ea temporard sau permanentd, a modificat
compozitia demograficd a comunitatilor scolare, generand contexte educationale
marcate de diversitate etnica, lingvistica si religioasa. In acelasi timp, dezvoltarea
tehnologiilor digitale a transformat modelele de comunicare si a inmultit situatiile de
interactiune intercultural, atat in mediul fizic, cat si in cel virtual. In aceast realitate
fluida si complexd, competenta interculturald nu mai reprezintd o optiune
pedagogica, ci un imperativ. Educatia nu mai poate functiona in paradigma
traditionald, in care diversitatea era perceputi ca dificultate sau anomalie. In schimb,
diversitatea devine un element constitutiv al societdtii postmoderne, iar sistemele
educationale sunt chemate sa dezvolte resurse umane capabile sa relationeze eficient
cu persoane provenind din medii culturale diferite. In ultimele decenii, teoriile
educationale au plasat accentul pe dezvoltarea competentelor transversale,
evidentiind faptul cd abilitatile tehnice, izolate de contextul social, nu mai sunt
suficiente. Printre aceste competente, cea interculturald dobandeste un rol strategic
pentru formarea elevilor capabili sd actioneze autonom, reflexiv si responsabil Intr-
o societate pluralista (Deardorft, 2015).

La nivel european, promovarea dialogului intercultural a devenit o prioritate
in politicile educationale, reflectatd in documente si programe precum Cadrul
European al Competentelor Cheie, Agenda Europeand pentru Educatie si Formare
sau programele Erasmus+. Aceste initiative subliniazd importanta formdrii unor
cetateni deschisi catre diversitate, capabili sa combata discriminarea si sa participe
activ la construirea unei societiti incluzive. In Romania, adoptarea acestor orientiri
europene a determinat reconfigurarea politicilor educationale nationale, accentul
fiind pus pe incluziune, coeziune sociald si valorizarea patrimoniului cultural.
Documente precum Legea educatiei nationale, strategiile privind reducerea parasirii
timpurii a scolii sau cele privind integrarea minoritatilor etnice reflectd aceasta
orientare spre o educatie interculturala.

In acest context, scoala devine un spatiu privilegiat in care diversitatea
culturala nu este doar tolerata, ci valorizatd ca resursa educationald. Elevii aduc in
sala de clasa multiple identitati culturale, lingvistice si religioase, iar aceste identitéti
devin puncte de plecare pentru activititi de cunoastere reciprocd, dialog si
colaborare. Mediul scolar se transformd Iintr-un laborator al convietuirii
interculturale, in care elevii invata prin experientd ce inseamnd respectul pentru
diferenta, solidaritatea si cooperarea. Pentru ca acest proces sa fie autentic, rolul
profesorului se redefineste. El nu mai este doar un transmititor al cunoasterii
academice, ci si un mediator cultural, care faciliteazd interactiunile intre elevi,
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gestioneaza situatiile de conflict intercultural, promoveaza valori precum echitatea
si empatia si creeaza contexte de Invatare care stimuleazd dezvoltarea competentei
interculturale.

Articolul de fatd 1si propune sa analizeze competenta interculturald ca valoare
fundamentala in educatia postmoderna, discutand atat fundamentele conceptuale, cat
si implicatiile pedagogice, sociale si curriculare ale acesteia. Abordarea vizeaza nu
doar definirea conceptului, ci si intelegerea modului in care competenta
interculturald se manifestd in comportamente, atitudini si procese cognitive. Este
discutatd, de asemenea, integrarea acestei competente in politicile educationale, n
proiectarea curriculara si in formarea cadrelor didactice, precum si impactul ei asupra
climatului scolar si asupra dezvoltarii personale a elevilor. Prin aceasta analiza, se
evidentiazd faptul cd educatia interculturala reprezintd un pilon esential pentru
construirea unei societati democratice, incluzive si coezive, iar competenta
interculturala este o conditie indispensabila pentru reusita sociala si profesionala in
secolul XXI.

Conceptul de competenta interculturald a cunoscut numeroase interpretari
teoretice, fiind abordat interdisciplinar din perspectiva psihologiei, pedagogiei,
antropologiei si sociologiei. Interesul crescut pentru acest construct reflecta
transformarile sociale ale lumii contemporane, marcate de intensificarea contactelor
interculturale si de necesitatea gestiondrii diversititii. In plan academic, cercetitorii
au Incercat sd surprinda atit dimensiunile interne ale competentei interculturale
(atitudini, valori, reprezentari), cat si manifestarile sale observabile in contexte de
interactiune reald. Una dintre cele mai acceptate definitii este cea propusd de
Deardorff (2006), care descrie competenta interculturala ca un ansamblu de atitudini,
cunostinte si abilitati ce permit indivizilor s@ interactioneze eficient si adecvat cu
persoane din alte culturi. Modelul lui Deardorff subliniaza caracterul procesual al
competentei interculturale, accentuand faptul ca aceasta se dezvolta progresiv, prin
experiente directe, reflectie si autoreglare. In acelasi timp, alte perspective, precum

......

cea a lui Bennett (1993), pun accent pe dezvoltarea sensibilitatii interculturale si pe
trecerea treptatd de la etnocentrism la etnorelativism, proces esential pentru
functionarea armonioasi in contexte multiculturale. In ansamblu, fundamentele
teoretice ale competentei interculturale pot fi clasificate in trei dimensiuni majore:
cognitiva, afectiva si comportamentala. Aceste dimensiuni sunt interdependente si
se dezvolta simultan, contribuind la formarea unei personalitati capabile sa
gestioneze complexitatea interactiunilor interculturale din societatea postmoderna.
Dimensiunea cognitiva se referd la cunostintele si intelegerile pe care individul le are
despre culturd, diversitate si functionarea mecanismelor sociale. Aceasta include

familiarizarea cu particularitatile culturale, cu traditiile, valorile si codurile de
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conduitd specifice diverselor comunitati. Un aspect esential este capacitatea de a
intelege relativitatea culturald, adica ideea cd normele si comportamentele umane
trebuie interpretate in contextul in care au aparut.

In viziunea lui Bennett (2013), dimensiunea cognitiva presupune dobandirea
unor cunostinte structurate despre diversitate, dar si dezvoltarea unei gandiri critice
asupra propriilor stereotipuri. Elevii trebuie sd invete sa recunoasca faptul ca
perceptiile lor despre alte grupuri pot fi influentate de prejudecati, reprezentari
simplificate sau informatii incomplete. Prin urmare, educatia postmoderna are
misiunea de a crea contexte de invatare in care elevii sd exploreze concepte precum
identitate culturala, alteritate sau simbolistica sociala.

Aceastd dimensiune se consolideaza prin curricula incluzive, studiul
comparat al culturilor, proiecte colaborative internationale, analize de studii de caz
si expunerea la perspective multiple. In lipsa unei baze cognitive solide, elevii pot
manifesta dificultdti in Intelegerea comportamentelor celor din jur, ceea ce poate
conduce la conflicte sau neintelegeri interculturale. Dimensiunea afectivd a
competentei interculturale vizeaza ansamblul atitudinilor, wvalorilor si
predispozitiilor emotionale care influenteazd modul in care individul percepe si
reactioneazd 1n fata diversitatii. Printre aceste elemente se numard empatia
interculturala, toleranta, flexibilitatea emotionala, curiozitatea fata de alte culturi si
deschiderea catre diferenta. Empatia interculturald este consideratd una dintre
componentele centrale ale acestei dimensiuni, deoarece permite individului sa
inteleagd punctul de vedere al celuilalt, sd interpreteze emotiile si comportamentele
in contextul cultural propriu interlocutorului. Aceasta nu se reduce la o reactie
emotionald spontana, ci implicd un proces de decodare culturala complex, bazat pe
respect si intelegere. In contextul educational, dezvoltarea dimensiunii afective
presupune crearea unui climat scolar sigur, in care elevii sunt incurajati sd exprime
emotii, sd isi cunoasca propriile limite si sa isi dezvolte capacitatea de autoreflectie.
Activitdtile de cooperare, intalnirile interculturale, dialogul asupra diferentelor si
proiectele comune contribuie la modelarea unei atitudini pozitive fata de diversitate.
Elevii care dezvolta aceastd dimensiune afectivd sunt mai predispusi sd manifeste
comportamente prosociale, sa 1si regleze emotiile in situatii tensionate si sa evite
reactiile bazate pe frica, prejudecata sau respingere.

Dimensiunea comportamentald se refera la manifestarea concreta a
competentei interculturale in actiuni vizibile, adaptate la contextul cultural al
interlocutorului. Aceasta include capacitatea de a comunica eficient in contexte
interculturale, flexibilitatea in adoptarea unor comportamente adecvate, utilizarea
strategiilor de negociere culturala si gestionarea conflictelor. Comunicarea
interculturald nu presupune doar abilitatea de a vorbi o limba strdina, ci si intelegerea
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diferentelor legate de stilurile de comunicare: direct vs. indirect, formal vs. informal,
expresiv vs. retinut etc. Elevii trebuie sa deprinda capacitatea de a ajusta tonul,
vocabularul, gestica si distanta interpersonald in functie de normele culturale ale
interlocutorului. In plan educational, aceastd dimensiune se traduce prin promovarea
cooperdrii, dialogului si colaborarii in echipe multiculturale. Activitatile de invatare
in grup, jocurile de rol, simuldrile si situatiile autentice de interactiune faciliteaza
dezvoltarea comportamentelor interculturale adaptative. Comportamentele
interculturale eficiente implicd nu doar adaptarea la celdlalt, ci si asumarea unei
pozitii reflexive, in care individul isi analizeaza propriile reactii, revizuieste modul
de actiune si isi ajusteaza comportamentul pentru a mentine armonia interactionala.

Educatia postmodernd este caracterizatd prin descentralizare, flexibilitate
curriculard, accent pe constructivism si orientare spre elev. Aceste trasaturi reflecta
o schimbare fundamentala in modul de concepere a actului educational, care nu mai
este centrat exclusiv pe transmiterea de cunostinte, ci pe formarea unor competente
adaptate unei societdti dinamice si diverse. Descentralizarea aduce autonomia
unitatilor de invatamant si posibilitatea de a adapta oferta educationala la specificul
comunitatii. Flexibilitatea curriculara permite configurarea unor parcursuri
educationale variate, care sd tind cont de interesele, nevoile si particularitatile
elevilor. Orientarea spre elev si constructivismul promoveaza invatarea activa,
colaborativa, bazata pe explorare si reflectie critica.

Toate aceste elemente creeaza cadrul ideal pentru dezvoltarea competentelor
interculturale, deoarece educatia postmoderna pune accent pe procesele interne ale
invatirii, pe experiente reale si pe construirea sensului in contexte sociale. Intr-o
astfel de paradigma, elevii sunt incurajati sa descopere diversitatea, sa puna intrebari,
sd analizeze propriile convingeri si sa dezvolte capacitatea de a coopera in situatii
multiculturale. In paradigma modernistd, multe sisteme educationale au promovat
uniformizarea, considerand ca scopul educatiei este formarea unui ,tip ideal” de
elev, care sia se conformeze normelor sociale dominante. Diversitatea culturala,
lingvisticd sau religioasd era adesea privitd ca o provocare, uneori chiar ca o
problemd ce trebuia diminuata sau ignoratd. Educatia postmodernd inverseaza
complet aceastd perspectivd. Diversitatea devine o resursa educationald cu valoare
formativa, un stimulent pentru inovare, creativitate si deschidere intelectuala. In loc
sd urmdreascad uniformizarea, scoala postmodernd valoriza unicitatea fiecarui elev,
incurajand exprimarea identititii personale si culturale. In acest context, competenta
interculturald devine un indicator esential al unei educatii democratice si incluzive.
Ea reflectd capacitatea elevilor de a intelege, aprecia si respecta diferentele,
contribuind la formarea unui climat scolar in care diversitatea nu genereaza tensiuni,
ci imbogateste procesele de invatare. Diversitatea ca valoare educationala presupune,
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totodata, responsabilitatea institutiilor de invatdmant de a adopta practici si politici
care s prevind discriminarea si excluderea. Societatea globalizatd accentueaza
interdependenta dintre comunitati, natiuni si culturi. In ultimele decenii, fluxurile de
migratie au devenit mai intense si mai diversificate, generand spatii sociale in care
coexistd numeroase identitdti culturale. Parteneriatele europene, mobilitatile
academice, retelele internationale de colaborare si virtualizarea comunicarii (prin
platforme digitale, retele sociale, medii virtuale de invdtare) au amplificat
interactiunile interculturale, transformandu-le intr-o componentad constanta a vietii
cotidiene.

Acest context obliga sistemele educationale sa isi reconfigureze finalitatile.
Elevul postmodern nu mai este pregatit doar pentru viata intr-o comunitate locala, ci
pentru a functiona Intr-un spatiu multicultural extins, in care trebuie sd poatad
colabora, negocia, comunica si construi proiecte comune cu persoane provenind din
culturi diferite. Competenta interculturala devine, astfel, o necesitate pentru succesul
social, profesional si personal. Adaptabilitatea, comunicarea interculturala,
economie globald si Intr-un mediu social in continud schimbare. Fard dezvoltarea
acestor competente, scoala riscd sd pregiteasca elevi pentru o lume care nu mai
existd, pierzand din vedere provocarile si oportunitatile lumii globalizate. Institutia
scolard reprezinta primul cadru social in care copilul experimenteaza diversitatea
culturala intr-o forma organizati si sistematica. In majoritatea comunititilor, elevii
provin din medii etnice, religioase, lingvistice si socio-economice diferite, iar
interactiunile zilnice dintre acestia genereaza contexte autentice de Invatare
interculturala.

Scoala devine astfel un microcosmos al societatii, un spatiu in care elevii
invatd sda convietuiascd si sd isi negocieze identitatile. Este locul in care au loc
primele confruntari cu stereotipurile, diferentele de perspectiva si nevoia de adaptare
relationala. In acest proces, rolul profesorului este decisiv. Profesorul, in rol de
mediator intercultural, are responsabilitatea de a crea un climat educational incluziv,
lipsit de discriminare, bazat pe echitate si respect. O scoala orientatd spre dialog
intercultural dezvolta in randul elevilor nu doar cunostinte, ci si abilitati relationale,
competente civice si morala sociald. Astfel, educatia devine un instrument al
coeziunii sociale, iar competenta interculturald un fundament al unei societdti
democratice si pluraliste. In educatia postmoderni, competenta interculturala
depéseste statutul de abilitate functionala si devine o valoare fundamentala, integrata
profund in sistemul axiologic al scolii si al procesului de formare personalitatii
elevului. Educatia nu mai este conceputa exclusiv ca transmitere de cunostinte, ci ca
un proces complex de formare a principiilor, atitudinilor si valorilor care sustin
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convietuirea intr-o societate pluralistd. In acest context, competenta interculturala
apare nu doar ca o conditie necesard interactiunilor sociale, ci ca un principiu esential
al unei educatii democratice, incluzive si echitabile. Valorile promovate de educatia
postmodernd — deschiderea, toleranta, solidaritatea, respectul pentru alteritate,
echitatea si responsabilitatea — sunt in stransad legaturd cu practicile si atitudinile
specifice competentei interculturale. Din aceastd perspectiva, competenta
interculturald devine un indicator al capacitatii sistemului educational de a raspunde
provocarilor societdtii contemporane si de a forma cetateni reflexivi, empatici si
constienti de diversitatea lumii in care trdiesc. Dimensiunea morald a competentei
interculturale se refera la interiorizarea unor principii de conduitd etica, esentiale
pentru relationarea cu persoanele apartinand altor culturi. Aceastd interiorizare nu se
limiteaza la respectarea unor norme de politete sau comportament civilizat, ci
presupune construirea unei constiinte morale solide, fundamentata pe respect pentru
demnitatea celuilalt, responsabilitate si justitie sociala. Elevii care dezvolta aceastd
dimensiune morald sunt capabili sa interactioneze intr-o maniera etica, sa recunoasca
nedreptatile si sa contribuie activ la reducerea comportamentelor discriminatorii in
mediul social si scolar. Pe 1anga dimensiunea morala, competenta interculturala are
si 0 semnificatie sociali majora. Intr-o lume globalizati, in care pluralismul cultural
este o realitate cotidiana, capacitatea de a coopera cu persoane provenite din medii
diferite devine o competentd indispensabild pentru coeziunea sociala.

In educatia postmoderni, competenta interculturali nu se limiteazi la
dezvoltarea unor abilitati de comunicare, ci contribuie la formarea unui ethos social
bazat pe echitate, incluziune si justitie. Un sistem educational capabil sa formeze
elevi cu competente interculturale solide este un sistem orientat spre consolidarea
unei societati democratice si pluraliste. Din punct de vedere educational, competenta
interculturald devine un criteriu fundamental in proiectarea curriculumului, in
strategiile de predare-invatare si In evaluarea performantelor elevilor. Educatia
postmodernd nu se limiteaza la transmiterea continuturilor culturale generale, ci
urmareste crearea unor contexte autentice de invatare, care sa reflecte diversitatea
reald a societatii. Astfel, competenta interculturald devine atat o finalitate, cat si un
principiu pedagogic. Ea nu este un continut izolat, ci o valoare transversald care
trebuie si strabati toate disciplinele si toate activititile educative. In educatia
postmoderna, identitatea elevului este perceputd ca un construct fluid, in continua
transformare, influentat de experientele sociale si culturale. In acest context,
competenta interculturala contribuie la formarea unei identitéti deschise, reflexive si
flexibile. Astfel, identitatea elevului nu se construieste in izolare, ci in dialog cu
identitati multiple, iar competenta interculturala reprezintd mecanismul interior prin
care elevul integreaza sau armonizeaza aceste influente.
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Integrarea competentei interculturale in educatia postmoderna presupune nu
doar adaptarea continuturilor curriculare, ci si o restructurare profunda a
paradigmelor didactice. Educatia contemporana se afla intr-un proces continuu de
transformare, iar rolul scolii devine tot mai complex: nu mai este doar un spatiu al
acumularii de cunostinte, ci un mediu de formare morald, sociala si culturala, in care
elevii invatd sa convietuiascd armonios intr-o societate diversd. De aceea,
dezvoltarea competentei interculturale implicd actiuni convergente la nivel
curricular, pedagogic, institutional si comunitar. Scoala, profesorul si comunitatea
constituie actori-cheie in acest proces, fiecare avand responsabilitati distincte, dar
complementare. Integrarea competentei interculturale in curriculum reprezinta una
dintre cele mai importante provocari pentru sistemele educationale postmoderne.
Aceasta nu poate ramane un continut marginal sau facultativ, ci trebuie sa devina o
competentd transversald, prezenta la nivelul tuturor disciplinelor si activitatilor
scolare.

Un curriculum intercultural presupune trecerea de la o educatie centratd pe
transmiterea de valori monolitice la una care promoveaza gandirea critica,
compararea perspectivelor culturale si intelegerea pluralitatii identitare. Metodele
traditionale, centrate pe predarea directd si memorarea de continuturi, nu sunt
suficiente pentru formarea competentei interculturale, care necesitd experientd,
reflectie si interactiune. Aceste metode stimuleazd invatarea activa si experientiald,
ajutand elevii sd internalizeze valori interculturale si sa transfere cunostintele in
situatii reale. In educatia postmodernd, profesorul capati o noud identitate
profesionald. El nu mai este doar un furnizor de informatii, ci un mediator cultural,
un facilitator al dialogului si un garant al echitatii educationale. Formarea initiala si
continua a profesorilor trebuie sa includa module despre interculturalitate, psihologie
sociala, sociologia educatiei si managementul diversitatii.

Evaluarea acestei competente este un demers complex, deoarece presupune
madsurarea unor dimensiuni cognitive, afective si comportamentale. Totusi, evaluarea
este esentiald pentru intelegerea progresului elevilor si ajustarea interventiilor
didactice. Evaluarea trebuie sa fie formativa, orientatd spre dezvoltare, nu spre
sanctionare. Rolul ei este sd incurajeze introspectia, dialogul si autodepasirea.
Competenta interculturald nu se formeaza exclusiv in scoald; ea are nevoie de
implicarea intregii comunitati educationale. Astfel, competenta interculturald devine
un proiect social comun, nu doar un obiectiv scolar.

Implicatiile pedagogice ale competentei interculturale sunt profunde si ating
toate nivelurile sistemului educational. Pentru ca educatia sa raspunda provocarilor
lumii postmoderne, este necesard o schimbare de perspectiva: de la transmiterea
rigidd de cunostinte la formarea unor cetdteni reflexivi, empatici si capabili sa
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convietuiascd armonios intr-o societate diversa. Integrarea curriculara, metodele
didactice adecvate, rolul profesorului, evaluarea si parteneriatele comunitare
reprezinta piloni ai unei educatii interculturale autentice. Numai prin astfel de directii
de actiune sistemice, scoala poate deveni un spatiu al dialogului, al respectului si al
cooperdrii, contribuind la consolidarea unei societati democratice, incluzive si
coezive.

Concluzii

Competenta interculturala se contureaza ca una dintre valorile fundamentale
ale educatiei postmoderne, avand o contributie decisiva la formarea personalitatii
elevului si la reconstructia paradigmelor educationale contemporane. Intr-o lume
caracterizata de interdependentd globald, mobilitate crescuta si diversitate culturala
accentuata, educatia nu mai poate ramane ancorata in modele traditionale, centrate
pe uniformitate si transmiterea standardizata de cunostinte. Dimpotriva, scoala este
chemata sd devind un spatiu al dialogului, al cooperarii si al intelegerii interculturale,
in care elevul este Incurajat sa isi dezvolte capacitati reflexive, cognitive, afective si
comportamentale adaptate realitatilor lumii postmoderne. Analiza de fatd
evidentiazd faptul cd dezvoltarea competentei interculturale presupune o abordare
sistemicd, in care dimensiunile cognitive, afective si comportamentale se imbina
armonios. Educatia postmodernd trebuie sd ofere elevilor cunostinte despre
diversitate, sa cultive empatia si respectul fatd de alteritate si sd stimuleze
comportamente adaptative in contexte multiculturale. Diversitatea, privitd nu doar
ca o caracteristica a societatii, ci ca o resursa educationald, devine un element central
al procesului de invatare, iar competenta interculturald devine un indicator al calitatii
actului educativ si al maturitatii institutiilor scolare.

De asemenea, integrarea acestei competente 1n curriculum, formarea
profesorilor in spiritul medierii culturale, adaptarea strategiilor de predare si
evaluare, precum si dezvoltarea parteneriatelor cu familiile si comunitatile reprezinta
directii esentiale pentru consolidarea educatiei interculturale. Fara aceste demersuri
convergente, competenta interculturald riscd sd ramanda un concept abstract,
nevalorificat in practica educationala. Din perspectiva dezvoltarii sociale,
competenta interculturald contribuie la construirea unei societati democratice,
incluzive si coezive. Ea reprezintd un instrument pentru prevenirea conflictelor,
pentru promovarea echitatii si pentru crearea unui climat de respect reciproc. Elevii
formati in spirit intercultural vor deveni adulti capabili sd participe activ la viata
comunitatii, sd coopereze In medii profesionale diverse si s isi asume roluri sociale
complexe.

365



In concluzie, competenta interculturali nu este doar o necesitate a
prezentului, ci si o investitie in viitor. O educatie bazata pe valori interculturale
formeaza cetdteni autonomi, empatici, responsabili si constienti de complexitatea
lumii in care triiesc. Intr-o societate in continui schimbare, aceasta reprezinti una
dintre cele mai valoroase resurse pe care scoala le poate oferi.
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Rezumat: Speculand pe marginea educatiei postmoderne, marcatd de pluralism
cultural, mobilitate axiologica si de nevoia consolidarii unui dialog autentic cu Celilalt,
educatia literara se contureazd drept un cadru privilegiat pentru dezvoltarea gandirii critice
si a competentelor interculturale. Articolul exploreazd modul in care orele de limba si
literatura roména pot integra atat dimensiunea analitic-reflexiva, cat si pe cea imagologica,
prin strategii precum lectura predictiva, jurnalul de lecturd critica, analiza discursului,
dezbaterea si interogarea socratica. In acord cu perspectivele teoretice formulate de Dewey,
Ennis, Paul si Elder, studiul evidentiaza necesitatea cultivarii unei autonomii intelectuale
capabile sa sustind dialogul intercultural si intelegerea alteritatii. Concluziile subliniaza
faptul ca educatia literard, reconfigurata interdisciplinar, poate contribui semnificativ la
formarea unei constiinte axiologice si la dezvoltarea competentelor esentiale pentru
navigarea responsabila a lumii contemporane. Prin metoda analizei comparative, articolul
exploreaza eficacitatea strategiilor didactice, precum lectura predictiva, jurnalul de lectura
criticd, metoda cubului, interogarea socratica si dezbaterea literara, in dezvoltarea capacitatii
elevilor de a construi rationamente riguroase, de a decanta informatia relevanta si de a aborda
textele din perspective multiple. Rezultatele cercetérii indicd faptul cd integrarea acestor
metode optimizeaza procesul de comprehensiune si de interpretare a textului, generand
totodatd si un cadru propice pentru formarea unei gandiri autonome, reflexive si profund
analitice. Concluziile subliniaza necesitatea restructurarii paradigmelor educationale, astfel
incat ora de limba si literatura romand sa nu se limiteze la o abordare pur estetica si
informativa, ci sd devind un spatiu de formare a discernamantului critic si a competentelor
esentiale pentru explorarea complexitatii lumii contemporane.

Cuvinte-cheie: gandire critica, educatie literard, dialog intercultural, alteritate,
competenta imagologicd, autonomie intelectuala.

Abstract: Speculating on the nature of postmodern education—marked by cultural
pluralism, axiological mobility, and the need to strengthen an authentic dialogue with the
Other—literary education emerges as a privileged framework for developing critical
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thinking and intercultural competences. The article explores how Romanian language and
literature classes can integrate both the analytic-reflective and the imagological dimensions
through strategies such as predictive reading, the critical reading journal, discourse analysis,
debate, and Socratic questioning. In line with the theoretical perspectives formulated by
Dewey, Ennis, Paul, and Elder, the study highlights the necessity of cultivating an
intellectual autonomy capable of supporting intercultural dialogue and the understanding of
alterity. The conclusions emphasize that literary education, reconfigured interdisciplinarily,
can significantly contribute to shaping an axiological consciousness and to developing
essential competences for navigating the contemporary world responsibly. Using the
comparative analysis method, the article examines the effectiveness of teaching strategies
such as predictive reading, the critical reading journal, the cube method, Socratic
questioning, and literary debate in developing students’ ability to construct rigorous
reasoning, filter relevant information, and approach texts from multiple perspectives. The
research results indicate that integrating these methods optimizes the process of text
comprehension and interpretation, while also creating a favorable context for the formation
of autonomous, reflective, and deeply analytical thinking. The conclusions underscore the
need to restructure educational paradigms so that Romanian language and literature classes
do not remain confined to a purely aesthetic or informational approach, but rather become a
space for cultivating critical discernment and the essential competences required to explore
the complexity of the contemporary world.

Keywords: critical thinking, literary education, intercultural dialogue, alterity,
imagological competence, intellectual autonomy.

Educatia actuala, marcata de diversitate si de pluralitate de perspective, 1si
reconfigureaza prioritatile, orientdndu-se dincolo de simpla transmitere de informatii
catre formarea unor competente cognitive complexe, indispensabile unei participari
constiente si responsabile la viata sociald. Una dintre aceste competente
fundamentale este gandirea criticd, o abilitate complexad care presupune analiza,
interpretarea, evaluarea si elaborarea de judecati informate asupra diverselor aspecte
ale realitatii. Mai mult decat o simpla metoda de rationare, gandirea critica reprezinta
un proces intelectual activ, ce permite elevilor sa distinga intre informatiile valide si
cele distorsionate, sd formuleze argumente coerente si sa abordeze problemele cu un
spirit analitic si reflexiv.

In acest sens, educatia contemporani nu mai poate functiona in paradigme
traditionale, bazate exclusiv pe memorare si reproducere, ci trebuie sd creeze
contexte de Invatare care sd stimuleze autonomia intelectuald si discerndmantul
elevilor. John Dewey [4, 1910] afirma ca invatarea autenticd nu constd doar In
acumularea de informatii, ci in capacitatea de a gandi critic si de a pune sub semnul
intrebarii presupunerile preexistente. Acest principiu rdmane valabil si in prezent,
intrucat formarea unor indivizi capabili sd evalueze informatiile si sd ia decizii
informate este un imperativ al oricarui sistem educational modern.

In acelasi timp, educatia literara se constituie si ca un spatiu al intAlnirii cu
alteritatea, in care elevul isi formeaza disponibilitatea de a Intelege perspective
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culturale diverse. Prin structura sa dialogicd, lectura devine un exercitiu de
deschidere catre Celalalt, facilitdnd atat dezvoltarea unei constiinte interculturale, cat
si consolidarea unor valori precum empatia, toleranta si respectul pentru diferenta.
Astfel, gandirea criticd se articuleaza organic cu dimensiunea interculturald a
educatiei, ceea ce confera disciplinei un rol esential in formarea elevilor din
societatea postmoderna.

In mod particular, limba si literatura roméana oferd un cadru didactic
privilegiat atat pentru formarea gindirii critice, cat si pentru cultivarea capacitatii de
a Intelege alteritatea si de a dialoga cu aceasta. Disciplina, prin natura ei duala -
lingvistica si cultural-literara -, solicitd elevului sa intre In contact cu mecanismele
profunde ale limbajului si cu universuri fictionale diverse, in care se proiecteaza
valori, identitati si perspective culturale distincte. In acest sens, lectura devine un
exercitiu complex de interpretare, negociere a sensurilor si raportare la Celalalt,
configurdnd un spatiu educational in care cognitia se Intilneste cu etica si cu
dimensiunea interculturala. Prin lectura criticd a textelor literare si nonliterare, elevii
sunt provocati sa isi exerseze gandirea analitica, dar si empatia cognitiva, sa compare
viziuni, sa identifice pluralitatea perspectivelor si sd argumenteze pozitii proprii in
mod riguros si responsabil. Structura dialogicd a textului literar ii obligd sa se
confrunte cu diferenta, sa Inteleagd motivatiile personajelor, valorile epocii sau
particularitatile unui context cultural, activand implicit mecanisme ale competentei
interculturale. Astfel, dimensiunile identificate de Facione [8, 2007] - interpretare,
analiza, evaluare si autoreglare - se resemnifica in cadrul orei de literatura, devenind
instrumente cognitive si axiologice.

Altfel spus, in societatea actuald, caracterizatad de hiperexpunere la informatie
si de suprapunerea discursurilor, educatia trebuie sa i sprijine pe elevi sa distinga
intre valid si manipulatoriu, intre argument si sofism, intre diferentd culturala si
stereotip. In acest sens, formarea gandirii critice nu reprezinti numai un ideal
intelectual, ci, mai mult, o conditie necesara pentru participarea constienta la viata
sociald, civica si culturald, precum si pentru intelegerea responsabila a diversitatii
culturale.

O privire asupra literaturii de specialitate aratd ca gandirea critica a fost
conceptualizata in multiple directii: Ennis [7, p. 75-78] o defineste drept gandire
reflexiva si rationala - orientatd spre decizie, in timp ce Richard Paul si Linda Elder
[11, 2010] accentueaza caracterul sau auto - reglativ si responsabilitatea epistemica.
Dewey introduce, la randul sau, dimensiunea pedagogicd a reflectiei, subliniind
necesitatea confruntarii cu propriile presupuneri. Toate aceste perspective converg
in ideea cd gandirea criticd este nu doar un mecanism de analizd, ci o practica a
luciditatii, a dialogului si a evaluarii nuantate a realitatii.

369



Modelul ierarhic propus de Benjamin Bloom [1, 1956] permite structurarea
proceselor cognitive necesare invatarii limbii si literaturii romane intr-o succesiune
fireasca: de la recunoastere si intelegere, la analiza, evaluare si creatie. Pe aceasta
axa, elevul evolueaza de la comprehensiune la interpretare critica, apoi la formularea
unui discurs propriu, pozitionat axiologic si intercultural.

Astfel,