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THE EXPANSION OF INTERCULTURALISM AND MULTICULTURALISM: A
PARADIGM OF MODERN EDUCATION

Teodor Patrauta
Prof., PhD, “Vasile Goldis” Western University of Arad

Abstract: The myth of culturally homogeneous societies has increasingly diminished over recent
decades, gradually leading to the conclusion that cultural diversity has always been, and continues to
be, a defining characteristic of European societies. The idea of cultural homogeneity, promoted during
the era of modern European nation-building, is increasingly giving way to an awareness of the
coexistence of distinct cultural groups within the same state entity and to the necessity of establishing
intercultural dialogue.

Within the current paradigm of intercultural education, ethnic differences are regarded as a
source of richness, and intercultural dialogue is actively encouraged. Romania has benefited, and
continues to benefit, from interculturality: through genuine cultural interaction with minority ethnic
groups, society becomes spiritually enriched while, at the same time, supporting their authentic
integration into Romanian society.

Regardless of where we live, it is evident that we inhabit a multicolored world. We live within a
mosaic of structures, cultures, and forms. We are taller or shorter, more timid or more courageous; we
dress, think, speak, and dream differently. Each of us is unique in an extraordinary variety of
expressions, possessing specific characteristics and distinctive features. It is precisely this diversity
cultural, religious, linguistic, political, and economic that saves us from monotony. Likewise, this
increasing plurality of forms represents the element that gives color, meaning, and dynamism to the
contemporary world.

Keywords: paradigm, interculturality, diversity, multiculturalism, education, plurality.

Mitul societatilor uniforme din punct de vedere cultural a suferit tot mai mult in ultimele
decenii, ajungandu-se treptat la concluzia ca diversitatea culturald a fost si este o stare de fapt
caracteristicd a societatilor europene si nu numai. Ideea unei omogenitati culturale,
propovaduita in era constructiei natiunilor europene moderne, lasd tot mai mult locul
constientizarii coexistentei unor grupuri culturale distincte in cadrul aceleiasi entitati statale, si
a necesitatii instituirii dialogului inter ai multicultural.

Educatia interculturald si-a facut aparitia pe agenda politica a Europei odatd cu
scolarizarea copiilor imigrantilor din societatile vest-europene. S-a constientizat atunci pentru
prima data ca existenta unor grupuri provenite dintr-un fond cultural diferit de cel al populatiei
majoritare poate constitui o provocare. in acest prim stadiu al educatiei interculturale, diferenta
este perceputd si tratatd ca o tard. Urmeaza apoi stadiul in care copiilor imigrantilor li se
recunoaste dreptul de a beneficia de ore de studiu al propriilor limbi, culturi si religii, insd in
afara procesului de scolarizare din sistemul de Invatdmant formal, si n afara oricarui dialog
intercultural cu educabili majoritari. Tn cel de-al treilea stadiu, paradigma actuali a educatiei
inter si multiculturale, diferenta constituie o bogatie si se promoveazd dialogul intercultural
intre diferitele grupuri din societate. Roméania ar avea de castigat din ambele directii: ne-am
imbogati spiritual cunoscand si fiind intr-un contact real cultural cu etniile minoritare si, in
acelasi timp, le-am ajuta in integrarea lor reald in societatea romaneasca.

Deschiderea spre o educatie europeana a cadrelor didactice si, in final, a comunitatii
romane va atrage deschiderea spre educatie europeana si a cadrelor didactice si a tuturor
educabililor.



Indiferent unde am locui, pentru oricare dintre noi este evident ca trdim intr-o lume
multicolord. Traim intr-un mozaic de structuri, de culturi, de forme. Suntem mai inalti sau mai
scunzi, mai timizi sau mai curajosi, ne imbracam, gandim, vorbim, visam altfel. Suntem cu
totii diferiti, Intr-o uimitoare varietate de manifestari, avem caracteristici si particularitati
specifice si tocmai acest lucru ne face unici. Tocmai aceasta diversitate culturala, religioasa,
lingvisticd, politica, economicd- ne salveaza de la monotonie. Tocmai aceastd pluralitate de
forme din ce in ce mai diverse reprezintd elementul ce dd culoare, sens si dinamicd moderna
lumii contemporane, de aici si necesitatea de a realiza o educatie inter si a multiculturalitatii.
Evident ca nici scoala sau educatia nu sunt excluse din acest proces de expansiune a diversitatii.
Universul scolii este vizibil ,un spatiu al pluralitatii, al diferentelor, al culorilor. In spatiul scolii
se intersecteaza personalitati, prioritati si stiluri diferite, valori, comportamente, limbi
particulare, oferind astfel multiple provocari abordarilor educationale.

Una dintre nevoile fundamentale ale oricarui individ este aceea de a se defini ca
membru al unui grup, al unei colectivitati. Intre multiplele apartenente la care acesta se poate
raporta, un loc important este ocupat de apartenenta etnica. Printre caracteristicile esentiale ce
definesc 1n general identitatea unui grup etnic se situeaza incontestabil istoria si cultura.
Invatamantul romanesc a promovat pand nu demult o abordare “monoculturald” ce a avut in
vedere reproducerea modelului cultural al populatiei majoritare. Aceastd tendintd, ce ignora
prezenta si participarea la istorie a altor comunitati culturale si favorizeaza asimilarea acestora
de catre majoritate, vine in contradictie cu declaratiile privind recunoasterea minoritatilor si a
dreptului acestora de a-si perpetua si dezvolta propria culturd. Modelul ,,iceberg-ului” poate
ilustra foarte bine complexitatea culturii. Modelul evidentiaza faptul ca unele dintre elementele
culturale fundamentale sunt foarte vizibile, Tn timp ce altele sunt mai greu de descoperit. asupra
culturii.

Ideea ce se afla in spatele acestui model este aceea ca putem intelege cultura asemeni
unui iceberg: numai o portiune foarte micd din iceberg se poate vedea deasupra apei. Acest
varf al iceberg-ului este sustinut de o parte mult mai mare, dedesubtul apei, deci invizibila. Cu
toate acestea, aceastd parte de jos a iceberg-ului este fundatia puternica. De asemenea, in
cultura sunt cateva parti vizibile: arhitectura, arta, gatitul, muzica, limba, pentru a numi doar
cateva. Dar fundatia puternica a culturii este mai greu de observat: istoria grupului de oameni
ce mentine istoria, normele, valorile, parerile lor despre spatiu, naturd, timp, etc.

Modelul iceberg-ului releva faptul ca partile vizibile ale culturii sunt doar expresiile
partilor sale invizibile. De asemenea, scoate in relief cat de dificil este sa intelegi oameni cu
medii culturale diferite — pentru cd noi putem sa observam partile vizibile ale ,,iceberg-ului
lor”, dar nu putem sd vedem imediat care sunt bazele pe care aceste parti se sprijind. Pe de alta
parte, modelul lasd niste intrebari mentionate mai sus fard raspunsuri. De cele mai multe ori,
este folosit ca punct de plecare pentru o analizd mai In adancime a culturii, o prima vizualizare
a faptului de ce este uneori asa de dificil sa intelegi si sa ,,vezi” cultura. Modelul iceberg-ului
ne concentreaza atentia asupra aspectelor ascunse ale culturii.de aici si necesitatea de a vedea
mult mai in profunzime aspectele cu care se confrunta lumea contemporana.

Fenomenul de globalizare, cu tendintele sale de uniformizare, ridica serioase semne de
intrebare privind capacitatea de a distinge in prezent, in viata cotidiand actuala, diferite
modalitdti de manifestare ale elementelor situate in partea invizibila a iceberg-ului Tntre
grupurile culturale (cel putin intre cele care se regasesc in societatea occidentala). Simultan,
sunt Tnsa si numeroase opinii ce insistd pe confruntarea intre culturi ce se manifestd tot mai
acut la nivel global si se reflecta tot mai puternic la nivel local.

Coexistenta mai multor culturi in acelasi spatiu a dat nastere unui set de concepte
inrudite: multicultural, intercultural, precum si multiculturalism, interculturalitate. In pofida
unei Intelegeri superficiale care ar putea concepe cei doi termeni ca fiind sinonimi, binomul de
concepte multicultural / intercultural prezinta unele diferente esentiale. Astfel,



,multicultural” este un termen descriptiv, referitor la o stare de fapt, la convietuirea mai
multor grupuri in aceeasi societate. Conceptul tinde sa evidentieze diferenta sau chiar separarea
netd dintre culturi si grupuri percepute ca fiind diferite, si este folosit cu precddere in societati
post-coloniale (Marea Britanie, Tarile de Jos), unde nu de putine ori este vorba de convietuirea
paraleld a grupurilor etnice, fara o adevarata relationare unele fata de celelalte.

Tn schimb, conceptul de ,,intercultural” pune accentul pe interactiunea dintre grupurile
percepute ca distincte din societate, referindu-se mai degraba la un proces dinamic de
schimburi, de dialog, de negociere intre grupuri, precum si de identificare a unui limbaj comun
si a unui spatiu comun 1n care sa se desfasoare comunicarea. Caracterul intercultural al unui
fapt este tocmai accentul pe relatia reciproca dintre elementele constitutive ale schimburilor.
Acceptarea diversitdtii culturilor conduce la acceptarea ideii de coexistentd a mai multor
culturi, la adoptarea, ca politica de gestionare a diversitatii, a multiculturalismului. Termenul,
echivalent cu pluralismul cultural, politic, religios, etc., predomina in statele anglo-saxone,
unde accentul cade pe recunoasterea existentei mai multor grupuri etnice, ca si politica
nationala. Dincolo de aspectul politic al recunoasterii coexistentei mai multor grupuri etnice in
cadrul aceleiasi entitati statale, multiculturalismul nu se opreste insa decat superficial asupra
modului de interactionare dintre aceste grupuri, si nici asupra permeabilitatii dintre grupuri la
influente reciproce. Constiinta detinerii unei anumite culturi implica nsa, cel putin indirect,
raportarea la o alta cultura fatd de care individul se delimiteaza. Din aceastd prisma, nu poate
exista decat constientizarea interculturald, adica a faptului ca o anumita cultura este perceputa
ca fiind diferita in raport cu alta. Astfel, conceptul de ,,interculturalitate” se refera la spatiul
dintre doud sau mai multe culturi, care este prin excelentd un spatiu dinamic, in permanenta
supus proceselor de negociere dintre doud grupuri percepute ca apartindnd unor culturi diferite.
Ia nastere in acest spatiu comunicarea interculturald, un dialog intre subiectivitati, o negociere
identitara, o interactiune intre indivizi si grupuri percepute ca diferite din punct de vedere
cultural. Accentul se pune pe caracterul dinamic al proceselor de comunicare interculturala,
pe latura de constructie si reconstructie continud, favorizeaza o conceptie dinamica a culturii,
asa cum am definit-0 Tn cele de mai sus. In momentul Tn care devin vizibile procesele de
negociere identitard si de constructie a propriei culturi, printre altele, prin raportarea la alte
entitati culturale, este imposibil sd percepem cultura ca pe un bloc rigid si static. Din contra,
aceasta devine maleabild, un flux continuu de influente in perpetud restructurare si
reinterpretare.

Dincolo de caracterul descriptiv al definitiei interculturalitatii, se intrevede caracterul
normativ al conceptului, care porneste de la ideea ca o mai buna intelegere intre indivizi din
grupuri aparent diferite este posibila si dezirabila.23 Abordarea interculturala se materializeaza
in primul rand prin intermediul educatiei, ca antidot al rasismului, xenofobiei, excluderii si
marginalizarii.

Se intrezareste astfel, intre conceptele de multiculturalism si interculturalitate, aceeasi
diferentd majora ca si intre termenele de multicultural si intercultural. In lumina acestor
clarificari, vom prefera astfel termenului ,,multicultural” conceptul intercultural, care reda cu
o mai mare acuratete faptul ca este vorba de un proces dinamic, de o relationare a diferitelor
grupuri unul fatd de celelalte. Asa cum sustine si Micheline Rey, prefixul inter- sugereaza o
serie de procese dinamice si reciproce: schimburi, interactiune, reciprocitate, Inlaturarea
barierelor si solidaritate intre grupuri. Aceste clarificari fiind aduse, putem aborda in cele ce
urmeaza forme ale educatiei in societate, pentru putea aprofunda apoi rolul educatiei inter si
multiculturale.

Forme si metodologii de realizare a educatiei inter si multiculturale
Formele de realizare a educatiei interculturale raman cele generale, in care se face orice
tip de educatie: lectiile obisnuite, activitdtile nonformale din scoald sau influentele informale



exercitate in afara perimetrului scolar. Cat priveste metodologia didactica, se vor prelua si
adapta procedeele activizante cunoscute, care se vor combina Tn modalitdti cat mai inteligente
pentru a favoriza si forma comportamente interculturale. Va fi promovata o pedagogie activa
si participativa, metode active care sa solicite interesul si creativitatea elevilor, care sa facd apel
la toate capacitatile lor si care sd le permitd sd se exprime si sa colaboreze. La aceasta pot
concura mai multe tipuri de activitati (Rey, 1999, p. 188): realizarea de proiecte, cercetari,
anchete prin interviuri, jurnale de clasa, recitari de poezii, povestiri, interpretari de roluri,
manifestdri teatrale cu sau fara marionete, dezbateri de idei plecand de la studii de caz, discutii
asupra unor probleme cu impact asupra vietii scolii, posibilitatea de a negocia si ajunge la
decizii consensuale, exercitii de reflectie criticA si constructivd. Utilizarea nu doar a
documentelor pedagogice ci si a unor "documente autentice", ca foile de jurnal, fotografii,
diapozitive, emisiuni T.V., filme video, ce vor permite acumularea unor informatii diverse si
reale asupra obiectelor culturilor si limbilor pe care le studiazé elevii

mediatice electronice (indeosebi televiziunea si Internetul) presupun mai multe cahta[:l, prmtre
care ubicuitatea (prezenta peste tot) si imediatitatea (prezentarea faptelor in direct). Lumea este
prezenta aici, indepartatul este apropiat, devin participant activ la un spectacol in care sunt
integrat ca actor. Culturile se amesteca unele cu altele, trecerile de la un spatiu cultural la altul
se fac instantaneu, difuziunea modelelor culturale este pe deplin garantata. Strainul nu-mi mai
este strain, evenimentele petrecute aiurea ma marcheaza, devin mai sensibil la alteritate. Mass
media prezintd o organizare a capitalului cultural al omenirii intr-o modalitate osmotica,
interculturald. Actualitatea mediaticd vine cu un imens potential intercultural. Canalele
specializate (in stiri, documentare stiintifice) penetreazd constiintele, realizind o integrare
cognitiva care, dincolo de functiile discutabile, uniformizatoare au si avantajul de a crea
premisele unei intelegeri in planul savoir-ului la care se raporteaza fiecare.

Un cadru prielnic de realizare a educatiei inter si multiculturale il constituie sportul.
Sportul nu este numai o practica fizica, este si una culturald. Fiecare disciplind sportiva
ingaduie mai multe grade de universalitate. Fotbalul in Europa sau baseball-ul in SUA au in
subsidiar si functii interculturale. Sportul vehiculeaza modele, vedete care intrec spatiul limitat
al unei tari. Marii sportivi nu mai au cetatenie unicd, au devenit “mondiali”. Sportul poate uni,
dar si dezbina. El oferd oportunitati pentru cunoastere si comunicare intre oameni de origini
diverse, dar constituie si prilej de distantare si reliefare a orgoliilor personale, comunitare,
nationale. Dacd nu este semnificat cum trebuie, sportul, practicantii si admiratorii lui isi
intaresc apartenentele, spiritul de casta, de adversitate, de opacitate fatd de “dusmani”, “straini”
etc.

La nivelul practicilor institutiilor scolare se va recurge la mai multe formule:
necesitatea dea apela lao pedagogie activé sl participativa, Invatarea cooperativé ce antreneaza
educationale, gestiunea democratica a invatamantului la nivelul clasei sau scolii, educa;ua
pentru comunicare.

Gama de activitati in scoala se va largi, prin imbinarea diferitelor forme de organizare
cu noi mijloace de invatdmant si Tmprumutarea unor practici sau strategii specifice
manifestarilor culturale de nivel comunitar sau global. Iat posibile tipuri de activitati ce se pot
contura (Rey, 1999, pp. 189-193):

invitarea 1n scoala sau in mediul educativ a unor persoane avizate din exterior; aceste

contacte vor fi cu atat mai benefice si mai instructive daca invitatii reprezinta puncte de

vedere diferite, medii sociale si culturi diferite;

- utilizarea bibliotecilor, a centrelor de documentare audio-vizuale prezente in scoala sau
in comunitate sau chiar a unor bibliobuze, circuland dintr-o localitate Tn alta. Aceste
centre vor trebui sa dispund de lucrari care sd rdspunda obiectivelor educatiei



interculturale: lucrari prezentand drepturile omului si libertati fundamentale accesibile
diferitelor grupe de varsta, documentatii asupra conditiilor unei dezvoltari durabile si
asupra mediului Tnconjurator, expuneri ale unor evenimente istorice sau contemporane,
invitind la reflectie asupra problemelor suprainarmarii, rasismului si excluderii
minoritatilor etnice, nationale sau religioase, documente capabile de a combate teoriile
care vin sd se opund Intelegerii internationale si interculturale, documente in diferite
limbi (exista din ce in ce mai multe carti bilingve pentru copii), documente si jocuri cu
referiri la diferite culturi, mai ales (dar nu exclusiv) cele care sunt reprezentate in
comunitate.

utilizarea noilor tehnologii ale comunicarii (teleinvatarea, televiziunea educativa,
cartile - casetd), care permit accesul la educatia continua a unor noi categorii sociale si
constituie o cale de tranzitie spre o altd forma de educatie;

utilizarea de reviste care pot sd suplineasca materialul pedagogic, frecventa in tarile n
curs de dezvoltare;

participarea la evenimentele culturale si sarbatorile locale, la diversele activitati care
sunt propuse, vizitarea de muzee si expozitii;

antrenarea in activitdtile muzicale si corale. Cantecul constituie un mijloc de participare
si de dezvoltare a unei culturi a pacii;

studiul aportului reciproc al culturilor, care se poate realiza si In afara unor evenimente
culturale specifice. Ca si muzica, arhitectura, artele plastice si motivele lor decorative,
operele literare, stiintele oferd ocazii remarcabile de a ilustra legaturile existente intre
est si vest, Intre nord si sud;

organizarea de ntalniri Tntre persoane de culturi diferite, ca ocazii de stabilire a unor
noi relatii de prietenie;

reactia la evenimentele politice locale si internationale. Dramele (rdzboaie, foamete sau
catastrofe ecologice) sau injustitiile (acte rasiste, respingerea cererii de razboi etc.) care
se petrec zi de zi in intreaga lume si cu care tinerii sunt confruntati, mai ales, prin
televiziune, nu ii lasa indiferenti.

infratirile, care oferd o ocazie concretd a schimbului si solidaritatii. Ele se pot realiza
intre clase ale aceleasi scoli, pentru a initia contacte pozitive intre grupuri, ca si intre
clase din alte regiuni lingvistice sau chiar din alte tari;

corespondenta scolara, care poate fi realizata deja de catre toti copiii prin schimburi de
desene, de casete audio sau video. Noile tehnologii faciliteaza diferite forme de schimb;
colaborarea cu asociatiile locale sau internationale, mai ales cu diverse asociatii
nonguvernamentale ale caror obiective sunt in relatie cu intelegerea internationala si
educatia interculturald, cu drepturile omului si emanciparea grupurilor minoritare,
pacea, dezvoltarea si protectia mediului;

vizitele, cursurile, zilele sau saptamanile de studiu centrate pe un aspect anume (mediul
inconjurdtor, arhitectura, artizanat, limbi);

participarea la activitatile propuse de unele organisme;

celebrarea Zilei drepturilor copilului pe 20 noiembrie, data aniversard a "Declaratiei
drepturilor copilului" (1959) si a "Conventiei privitoare la drepturile copilului" (1989)
adoptata de ONU, ca si celebrarea Zilei drepturilor omului pe 10 decembrie, data
aniversard a "Declaratiei universale a drepturilor omului" (1948) proclamata de ONU.

Dimensiuni ale educatiei inter si multiculturale

Cum era de asteptat, numerosii autori care s-au aplecat asupra educatiei inter si multi

culturale au conceptualizat Tn mod diferit sistemul de procese pe care il angreneaza educatia
interculturala 1n aplicarea sa in practica. Pentru o simplificare analitica, am preferat insa sa ne
referim Tn primd instanta la doud dimensiuni majore ale educatiei inter si multiculturale.
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Aplicarea principiilor acesteia presupune, concomitent, respectul diversitatii, si cel al
echitiatii. Pe aceste doud axe se bazeaza, in practica, atat continuturile cat si procesele
pedagogice proprii educatiei interculturale.

Dimensiunea diversitatii reprezintd prima axd pe care se plaseaza continuturile
educatiei inter si multiculturale. In acord cu principiile enumerate anterior, in cadrul educatiei
inter si multiculturale, interesul pentru oglindirea diversitatii se manifestd In mai multe directii.
In prima instant, este vorba de redarea realititii sociale ca fiind compusa din elemente diverse
(grupuri, indivizi, interese...).

Sensibilizarea educabilului la aceasta realitate plurald este o conditie sine-qua-non a
abordarii eficiente a conceptelor proprii educatiei inter si multiculturale. Ca atare, suporturile
pedagogice ale intregii curricule trebuie sa reflecte aceasta pluralitate de puncte de vedere, prin
care diversitatea, si implicit alteritatea, vor deveni ulterior inteligibile. Din perspectiva
educatiei interculturale, realitatea trebuie redata din unghiuri diferite, permitand astfel
coexistenta unor versiuni care reflectd diversitatea reald a punctelor de vedere din societatea
pluralista.

Tot pe axa diversitatii se afld si preocuparea pedagogica de a oferi educabilului
posibilitatea de a comunica si de a coopera cu ceilalti in cadrul unor grupuri eterogene. Acestea
au menirea de a reflecta diversitatea punctelor de vedere, de a familiariza educabilul cu
existenta unor perspective diferite de a sa.

Cea de-a doua dimensiune a educatiei interculturale se referd la echitate. Tn stransa
legdturd cu prima dimensiune a diversitatii, miza majora a axei echitatii este Intelegerea
faptului ca alte puncte de vedere pot fi la fel de de valabile si poate la fel de ,,corecte” ca si
propria perspectiva, odatd ce sunt evaluate cu ajutorul criteriilor ,,celuilalt”. Astfel, practica
pedagogica trebuie sa se axeze pe valorizarea punctelor de vedere ,,diferite”, pe faptul ca
acestea au tot atata legitimitate ca si propria perceptie. Este vorba, pe scurt, de punerea in
aplicare a principiilor relativismului cultural, insa la micronivelul gandirii individului.

Aceastd dimensiune a educatiei interculturale presupune de asemenea abordarea
conceptelor legate de drepturile omului (céci toti indivizii se nasc egali), si constientizarea de
catre elev a practicilor de intolerantd, discriminare si rasism, care contravin principiilor
drepturilor omului.

Pentru aplicarea acestor principii de catre educabili, este esential, in prima instanta, ca
acestea sd fie respectate inclusiv de catre cadrele didactice in mediul institutiei scolare si al
scolii in general. Astfel, echitatea accesului la resurse educationale, a participarii la actul
educativ, dar si echitatea din punct de vedere al asteptarilor fata de performantele scolare si de
competentele copiilor si tinerilor , sunt conditii fara de care educabilul nu va constientiza cu
usurintd necesitatea de a respecta, la randul sau, principiul echitatii.

Inter si multiculturalitatea si universul educatiei
In cadrul oricarui context am face analiza educatiei , se poate observa ci pedagogia
actuald interculturala traverseaza trei stadii succesive:

e in cadrul primului stadiu, obiectivul ei este de a dezvolta masuri de primire si o
pedagogie de sustinere specificd pentru copiii si tinerii imigranti inscrisi la scoala.
Diferenta este perceputa ca un handicap, o tard la a cdrei eliminare contribuie
scolarizarea.

e cel de al doilea stadiu recunoaste acelorasi copii dreptul de a invata in propria limba,
dreptul la cultura si religia tarii lor de origine. Acest tip de Invatamant se desfasoara
indeosebi inafara orelor de clasa, prin intermediul unor profesori recrutati.

In general din tara de origine a educabililor si nu-i priveste decat foarte putin si indirect
pe copiii autohtoni.
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e 1Incel de al treilea stadiu, cadrul de referinta se largeste, se departeazi din ce in ce mai
mult de situatia scolard a copiilor cu referinte culturale diferite si de nevoile lor
specifice.

e Sistemul scolar trebuie acum sd se adapteze noilor exigente impuse de contextual
pluricultural al societatii.

La acest nivel, interculturalitatea priveste pe toatd lumea. Diferenta nu mai este o tard, o

jena sau un handicap, ci o bogétie.

Nu mai este, deci, cazul sd se creeze un proiect educativ si cultural specific minoritatilor,
complementar proiectului educativ si cultural global; nu mai este cazul ca acesta sa fie exclusiv
centrat pe scoald; nu mai este cazul sd se focalizeze culturalul exclusiv pe dimensiunea
lingvistica.

Se pot stabili astfel doua mari axe ale pedagogiei interculturale:

e Educatia interculturald urmareste dezvoltarea unei educatii pentru toti in scopul
recunoasterii diferentelor care exista In interiorul aceleiasi societdti, si nu o educatie
pentru cei cultural diferiti. Educatia interculturald nu este o problema a publicurilor
specifice. Ea este o educatie a tuturor pentru “parametrul cultural”, atadt minoritari cat
si majoritari, intr-0 reciprocitate de perspective.

e Educatia interculturald dezvoltd o pedagogie a relatiei umane de un anumit tip: o
educatie care permite elevilor sa se situeze ei insisi, in orice moment, in raport cu
ceilalti, ceea ce le ofera mijloace pentru a-si diversifica referintele, pentru a trai
diferitele aspecte culturale ale mediului Inconjurator in deplind legitimitate.

Concluzia poate pédrea provocatoare, ea interpeleazd rolul scolii si gestiunea
metodologica a relatiei scolare: “Nu este rolul scolii sd determine identitatea elevului, sa-l
identifice pentru ca apoi sa-1 inchida intr-o retea de semnificatii, nici sa aleagd pentru el o
identitate oarecare. Educatia interculturald este fondatd pe principiul <<centralitatii
copilului>>, punctul de plecare al oricarei pedagogii adevarate”.

Pedagogia interculturala este astfel definita ca fiind o pedagogie a relatiei, o pedagogie
a diferentei (a cunoasterii, a intelegerii, a respectului pentru diferentd). Ea pregateste individul
sa facd fatd unei noi conjuncturi sociale prin transmiterea de cunostinte si dezvoltarea de
competente specifice (aptitudini legate de comunicare, relatia interpersonala si
intercomunitara, spiritul critic fatd de identitati particulare, relativizarea modelelor ...).

Indiferent de domeniul care face obiectul invatarii, perspectiva interculturala presupune
cd n orice moment elevul se va confrunta cu maniera in care tematica respectiva este perceputa
n alte contexte culturale.

Analiza activitatilor realizate in diferite contexte a permis totodata degajarea conditiilor
prealabile aplicarii acestei politici educative si culturale in sistemele educative.

1. Vointa politica generala de a considera populatiile minoritare ca parte integrantd a
societatii de resedin]a; daca nu se intdmpla asa, conditiile in care grupurile socio-culturale
diferite intrd In contact vor fi unele de inegalitate a schimbului.

2. Nici o societate plurald nu poate spera sa-i fie recunoscut pluralismul in drept si Spirit
fara sa duca in acelasi timp o politica activa pe frontul socio-economic si pe frontul educativ.

3. Reinnoirea scolii trebuie perceputd raportat la functionarea sa internd si raportat la
relatiile sale cu exteriorul, ceea ce implica o reconsiderare a rolului scolii; fara aceasta, nici o
modificare in cadrul relatiilor dintre scoala, cartier si familie nu este posibild; fard de care
adoptarea unei pedagogii interculturale este imposibila.

4. Mass-media si in general informatia constituie, alaturi de scoald, doud surse importante
de reprezentari simbolice, care joaca un rol fundamental in raport cu modul in care noi il
percepem pe celalalt si modul in care noi ne comportam fa]a de acesta. Interactiunea dintre
aceste domenii reprezintd o variabila determinantd pentru coerenta gestiunii dimensiunii
interculturale.
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5. Dezvoltarea de politici educative si culturale active si interventioniste care, pe plan
local, si propun:

e siclimine compartimentarea grupurilor scolare, tinand cont de maximume-ul de factori

care influenteaza procesul de socializare si de educatie;

e sa dezvolte resursele educative si culturale de pe teren (biblioteci, muzee, cluburi
pentru tineri, posturi locale de radio, diverse locuri de creatie artistica si de exprimare
culturala...);

e sa creeze locuri si nivele de concertare si de participare pentru o gestiune sociald a
scolii.

6. Dezvoltarea unui astfel de proiect educativ si cultural implica necesitatea ca el sa
corespunda in mod real nevoilor comunitatii si ca toate componentele comunitatii sa adere la
aceleasi valori de autonomie si de solidaritate.

Datorita acestui caracter multi- si intercultural al societatilor noastre, asistdm la un fel de
reajustare a factorilor in functie de care se structureaza stiinta si se elaboreaza conceptualizarea.
Daca acum cateva decenii aceastd operatie se realiza mai ales prin insusire si comparare de
modele teoretice, pe baza unei axe diacronice, astazi ea se concretizeaza pe baza unei axe
sincronice si se decanteaza din dialogul intre formele variate ale aceleiasi realitdti in contexte
culturale diferite.

Conceptualizarea nu rezultd in mod prioritar din confruntarea intre ceea ce produce cel
care se instruieste si disciplina propusd. Dialogul intre diferente este cel care il determina pe
educabil sa construiasca un model care integreaza particularismele si universalismul grupului
social cdruia ii apartine (aici este vorba, Tn mod evident, de anul de studiu din care face parte).
Acest model se decanteaza ulterior prin confruntarea cu alte productii de acelasi tip. Daca ne
situdm Intr-un domeniu de productie convergenta, confruntarea cu modelul teoretic nu se va
face decat la sfarsitul parcursului.

Ca si concluzie a acestor reflectii despre expansiunea inter si multiculturalismului in
educatie, am putea conchide ca:

e educatia inter si multiculturala constd mai putin intr-o educatie conceputd pentru cei

cultural diferiti, ci este educatie a tuturor pentru un nou parametru cultural;

e educatia inter si multiculturald nu trebuie sa se limiteze in mod exclusiv la transmiterea
unor continuturi specifice in cadrul unei discipline particulare. Consolidarea abordarii
sale interdisciplinare este fundamentald; ea trebuie sa se defineasca mai ales in functie
de raportarea la stiinta, si nu prin stiinta;

e educatia inter si multiculturala nu poate fi conceputa doar pentru mediul scolar, ci si in
legdturd extinderea ei in extrascolar (familie, grupuri sociale, institutii, comunitati,
mass-media ...);

e educatia inter si multiculturald implica centrarea pe educabil, care este actor si nu doar
obiectul Tnvatarii si participd activ la elaborarea si gestionarea regulilor pentru o viata
democratica 1n cadrul clasei si al scolii;

e cducatia inter si multiculturald nu poate fi disociata de educatia pentru mass-media;
dezbaterile au subliniat in mod particular importanta unei analize critice a surselor de
informare 1n cadrul tuturor cursurilor care vehiculeaza date economice, umane, politice,
sociale, culturale;

Implementarea educatiei inter si multiculturale nu trebuie sa inlocuiascad, sa intarzie sau sa
reducd eforturile de a transforma invatdmantul romanesc intr-unul inter si multicultural, in mod
transversal, adica in programa scolard, in oferta educationald, in metodele de predare si
manualele de studiu, si in mod longitudinal, adica la toate materiile. Falsa impresie ca inter si
multiculturalitatea pot fi puse In practicd doar la anumite discipline trebuie combdatuta: inter si
multiculturalitatea este, si trebuie vazuta ca o atitudine generala ci ca o extensie a acestora la
nivelul intregii societati.
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Abstract: Academic learning now encompasses a concrete ethical dilemma: students use artificial
intelligence to understand concepts, complete assignments, and structure academic writing, while
universities are still negotiating the boundaries between legitimate cognitive support, dependency, and
academic responsibility. This article examines the relationship between ethical Al use and cognitive
autonomy in contemporary learning through a pilot empirical study conducted with 118 respondents.
The study employs a structured questionnaire assessing Al use, academic anxiety, perceived learning
autonomy, psychological safety, self-regulated learning, professional values, and privacy-related
concerns. Results indicate that Al is used primarily as a support for conceptual understanding and
academic tasks, rather than as a replacement for instructors. The preference for Al over the professor
is low, while self-regulated learning and privacy awareness are high. Reliability analysis indicates
good internal consistency for most scales, including academic anxiety, evaluation anxiety, perceived
low autonomy, psychological safety, self-regulated learning, Al-support use, competence values,
meaning values, and privacy concern. Correlational and regression analyses suggest that cognitive
autonomy is more strongly associated with psychological safety, lower academic anxiety, and privacy
awareness than with Al use per se. Al-support use is positively related to metacognitive learning,
whereas Al-substitution tendency is associated with lower perceived learning autonomy. On this basis,
the article proposes Homo Ethicus as a psychologically grounded model of the learner who uses Al
while preserving reflective control, academic responsibility, and ethical agency. The study is explicitly
framed as a pilot investigation and offers a rigorous direction for an extended PRISMA-based
systematic review and cross-national mapping of academic Al ethics research.

Keywords: artificial intelligence; cognitive autonomy; metacognition; ethical Al use; higher education;
pilot study; academic responsibility

1. Introduction

Students are not waiting for universities to decide whether artificial intelligence belongs in
learning. They already use it to clarify concepts, organize arguments, draft academic texts, and
test their own understanding. The more urgent question is therefore not whether Al is present
in education, but what kind of psychological relationship students develop with it. Does Al
remain a support for thinking, or does it gradually become a substitute for thinking?

This article begins from that practical tension. Ethical Al use in academic learning cannot
be reduced to plagiarism detection, institutional rules, or technical literacy. It is also a
psychological problem, because the use of Al affects how learners regulate attention, evaluate
information, tolerate uncertainty, and assume responsibility for academic work. Cognitive
autonomy becomes especially important in this context. It refers to the learner's capacity to
remain an active agent in the learning process — to monitor understanding, question outputs,
and make decisions rather than merely accept algorithmic suggestions.

The literature on Al ethics has already identified core principles such as responsibility,
transparency, human oversight, fairness, and the protection of human agency [1, 2, 3].
International policy frameworks similarly emphasize trustworthy, human-centered Al,
accountability, and democratic values [4, 5]. In education, UNESCQ's guidance on generative
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Al stresses the need for human capacity development, policy regulation, and the protection of
learners and teachers in Al-mediated environments [6]. However, these principles remain
incomplete if they are not connected to the psychological mechanisms through which students
actually use Al.

The specific gap addressed here is the limited integration between ethical Al debates and
psychological constructs such as metacognition, self-regulation, perceived learning autonomy,
and psychological safety. Much of the discussion on Al in education focuses either on
opportunities and risks at the institutional level, or on academic integrity. Less attention is
given to the learner as a psychological agent who may use the same tool either reflectively or
dependently [12, 13]. This pilot study responds to that gap by examining the relationship
between Al use, cognitive autonomy, metacognitive reflection, academic anxiety, classroom
climate, and digital responsibility.

The article makes three contributions. First, it offers empirical evidence from a pilot
questionnaire on how students use Al in academic learning. Second, it differentiates between
Al-support use and Al-substitution tendency, demonstrating that these are psychologically
distinct patterns rather than variants of the same phenomenon. Third, it develops the concept
of Homo Ethicus as a model of the learner who integrates Al into learning without abandoning
cognitive control, ethical responsibility, and academic agency.

2. Theoretical framework

The ethical use of Al in learning requires a bridge between Al ethics, educational
psychology, and digital responsibility. From the perspective of Al ethics, algorithmic systems
raise questions about responsibility, accountability, transparency, and human oversight [1, 7].
These questions become particularly sensitive in education because learning is not only the
production of correct answers; it is also the development of judgment, agency, and intellectual
responsibility.

From a psychological perspective, the most relevant constructs are metacognition, self-
regulation, perceived autonomy, and cognitive load. Metacognition refers to the learner's
capacity to monitor and regulate thinking processes [8]. Self-regulated learning describes the
active control of cognition, motivation, and behavior in pursuit of learning goals [9]. Cognitive
load theory explains why external supports may facilitate learning when they reduce
unnecessary burden, but may also weaken deep processing when they replace meaningful
cognitive effort [10]. Self-efficacy — the learner's belief in their capacity to successfully
execute academic tasks — further mediates the relationship between perceived autonomy and
actual self-regulatory engagement [14].

The distinction between support and dependency matters beyond the technical level. In
practice, the same Al tool appears to serve very different functions depending on who uses it
and under what conditions — a student with strong metacognitive habits will interrogate an Al
output, while one operating under high anxiety may simply accept it. This distinction is not
merely technical; it is psychological, and it depends on the learner's metacognitive maturity,
anxiety level, perceived classroom safety, and ethical awareness [12, 13].

Self-determination theory further clarifies the role of perceived autonomy and competence
in learning. When students perceive themselves as autonomous agents, they are more likely to
engage in self-regulated, intrinsically motivated learning [12]. Al use that undermines this
perception may therefore carry deeper motivational consequences than is usually
acknowledged in discussions focused solely on academic integrity.

The present study treats ethical Al use as a situated psychological practice. Responsible use
is not defined solely by compliance with institutional rules, but by the learner’s ability to remain
aware of data risks, preserve authorship, critically evaluate generated content, and sustain
autonomous engagement with learning.
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3. Methodology

This research was designed as a pilot empirical study. The purpose was not to produce
generalizable population estimates, but to test the conceptual and psychometric viability of a
research direction linking Al use, cognitive autonomy, metacognition, anxiety, psychological
safety, and ethical-digital awareness. The pilot design is appropriate because the constructs
investigated are still emerging in the context of generative Al use in education.

The dataset included 118 valid responses collected through a structured questionnaire.
Participants were predominantly students and adult learners, with a mean age of 39.47 years
(SD = 10.40, range 18-59). The sample was predominantly female (n = 104), with 12 male
respondents and 2 respondents who did not declare gender. Most participants were
undergraduate students or participants in continuing education programs. Al use was highly
prevalent: 112 respondents reported using Al tools, while 6 reported not using them.

The questionnaire included several blocks of items rated on five-point Likert-type scales.
The constructs analyzed were: academic anxiety, evaluation anxiety and silence, low perceived
learning autonomy, psychological safety and teaching climate, self-regulated learning and
metacognition, Al academic use, Al-support use, Al-substitution tendency, professional
autonomy values, security values, competence values, meaning values, privacy concern, and
digital trust/safety. Because this is a pilot study, the analysis prioritizes descriptive statistics,
internal consistency (Cronbach's a), Spearman correlations, and an exploratory multiple
regression model.

Items indicating lack of control, constraint, and insufficient freedom in learning were
interpreted as indicators of low perceived learning autonomy. For interpretive clarity, a
reversed index was also computed as perceived learning autonomy. A composite indicator of
cognitive autonomy was obtained by averaging perceived learning autonomy and self-
regulated learning/metacognition. This operationalization is theoretically justified because
cognitive autonomy involves both perceived control over learning and active self-regulatory
monitoring.

The systematic review component is presented here as a PRISMA-oriented extension
protocol rather than as a completed meta-analysis. A valid statistical meta-analysis would
require comparable effect sizes across included studies, systematic database export, duplicate
removal, quality appraisal, and reproducible coding. Since those steps have not yet been fully
conducted across Web of Science, Scopus, ERIC, and PsycINFO, the present article does not
claim to report a completed meta-analysis. Instead, it uses verified literature to frame the pilot
study and proposes a future PRISMA-based systematic review following the PRISMA 2020
statement [11].

Data analysis was conducted using Python (pandas library), with procedures equivalent to
those of standard statistical software (e.g., SPSS).
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Table 1. Descriptive Statistics and Internal Consistency of Pilot Scales

Scale Items | M SD | Cronbach's a
Academic anxiety 6 2.4511.10 | .94
Evaluation anxiety / silence 5 2.2911.02 | .91
Low perceived learning autonomy 4 1.990.85| .87
Psychological safety / teaching climate | 5 4.07 1 0.84 | .88
Self-regulated learning / metacognition | 5 4.08 | 0.76 | .93
Al academic use (total) 5 2.92 | 0.77 | .77
Al-support use 4 3.2510.87 | .79
Al-substitution tendency 1 1.62 1089 | —
Professional autonomy values 2 4221084 | .84
Security values 2 4.02 1 0.77 | .41
Competence values 2 4.391]0.74 | .85
Meaning values 2 4.39 | 0.74 | .89
Privacy concern 5 3.80 1 0.80 | .80
Digital trust / safety 2 3.33/0.89 | .60

Note. Al-substitution tendency is a single-item indicator; Cronbach's a is not applicable.
Security values (o = .41) and digital trust/safety (o =.60) showed lower internal consistency
and should be revised in the extended study.

4. Results

4.1.Descriptive Patterns of Al Use

This was perhaps the most striking finding in the dataset. Despite widespread Al use —
94.9% of respondents reported using Al tools — the feared scenario of students bypassing
professors entirely was simply not present in our data. The pattern of use is not homogeneous.
The strongest use concerns conceptual understanding (M = 3.63, SD = 1.12), followed by
assignment support (M = 3.39, SD = 1.05), support when the instructor is not understood (M =
3.14, SD = 1.18), and writing assistance (M = 2.83, SD = 1.10). The lowest score was obtained
for preferring Al over the professor (M = 1.62, SD = 0.89). Only 5.08% of participants agreed
or strongly agreed with preferring Al over the professor, while 85.59% disagreed or strongly
disagreed.

The data do not support a simple dependency narrative. Students use Al, but they do not
generally position it as a replacement for human instruction. Al functions primarily as a
cognitive support tool, not as a substitute for pedagogical authority.

Self-regulated learning and metacognition yielded high values (M = 4.08, SD = 0.76, a. =
.93). Items addressing the organization of study materials, comprehension monitoring, return
to unclear content, and reflection on learning strategies were strongly endorsed. Psychological
safety and teaching climate also showed high values (M =4.07, SD = 0.84, o = .88), particularly
for instructor availability, clarity of explanations, and encouragement to participate.

Academic anxiety was moderate (M = 2.45, SD = 1.10, o = .94), while evaluation anxiety
and silence were slightly lower (M = 2.29, SD = 1.02, o = .91). Low perceived learning
autonomy had a relatively low mean (M = 1.99, SD = 0.85, a = .87), indicating that most
respondents did not experience strong constraint or lack of control in learning.

Privacy concern was relatively high (M = 3.80, SD = 0.80, a = .80). The strongest item in
this block was attention to information shared online (M = 4.36, SD = 0.95), with 83.05% of
participants agreeing or strongly agreeing. This finding demonstrates that ethical-digital
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awareness is already present in the sample and should not be treated as merely a normative
aspiration.

Table 2. Selected Item-Level Results Relevant to Al Use, Autonomy, and Digital Ethics

Item M SD | Agreement (%)
| use Al to understand concepts 3.63|1.12 | 6441

| use Al for assignments 3.39 | 1.05 | 49.15

| turn to Al when | do not understand the instructor | 3.14 | 1.18 | 45.76

I use Al for academic writing 2.83 | 1.10 | 30.51

| prefer Al over the professor 1.62 | 0.89 | 5.08

| reflect on how I learn 4.15 ] 0.79 | 82.20

| pay attention to what information | share online 4.36 | 0.95 | 83.05

I consider that Al use involves risks for personal data | 3.65 | 1.05 | 55.08

Note. Agreement (%) = proportion of respondents selecting "Agree" or "Strongly agree" on
the five-point scale.

4.2.Correlational Patterns

Spearman correlations clarified the psychological meaning of Al use. Al-support use was
positively associated with self-regulated learning/metacognition (p = .20, p = .028), indicating
that students who use Al for understanding, task support, and writing also tend to report more
reflective and organized learning behaviors. Al-support use also showed a weak positive
association with academic anxiety (p = .18, p = .045), suggesting that some students may turn
to Al when academic pressure increases.

By contrast, Al-substitution tendency was associated with lower perceived learning
autonomy (p = —.29, p = .001), lower self-regulated learning/metacognition (p = —.19, p =
.044), lower competence values (p =—.26, p=.005), lower meaning values (p=-.27, p =.003),
and lower professional autonomy values (p =—.22, p =.017). Taken together, these correlations
empirically support the distinction between Al as a learning support and Al as a cognitive
replacement — a distinction that, in this dataset, maps onto measurably different psychological
profiles.

4.3.Exploratory Regression Model

An exploratory multiple regression model was estimated with the cognitive autonomy
composite as the outcome variable. Predictors included Al-support use, Al-substitution
tendency, psychological safety/teaching climate, academic anxiety, and privacy concern. The
model was statistically significant, F(5, 112) = 15.48, p < .001, and explained 40.9% of the
variance in cognitive autonomy (R? = .409; adjusted R? = .382).

Psychological safety was a significant positive predictor (f = .33, p <.001), and academic
anxiety was a significant negative predictor ( = —.39, p <.001). Privacy concern approached
significance as a positive predictor (B =.15, p =.054), and Al-substitution tendency approached
significance as a negative predictor (p = —.15, p =.060). Al-support use was not a significant
independent predictor after the inclusion of the other variables (f = .12, p = .141).

This pattern suggests that cognitive autonomy is less a direct consequence of Al use and
more strongly connected to the psychological and educational context in which Al is used —
specifically, the quality of the teaching climate and the learner's anxiety level.
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5. Discussion

The pilot study yields a more nuanced picture than the usual opposition between Al as
benefit and Al as danger. In this sample, Al use is frequent, but the dominant pattern is
supportive rather than substitutive. Students use Al to understand, organize, and complete
academic work, but they do not generally replace instructors with Al. This distinction should
become central in future research because it separates adaptive cognitive support from potential
epistemic dependency.

The strongest empirical finding is that cognitive autonomy is not explained primarily by
whether students use Al. It is better explained by the learner's broader psychological context:
anxiety level, perceived safety, reflective learning habits, and ethical-digital awareness. A
supportive teaching climate and lower academic anxiety are stronger predictors of cognitive
autonomy than Al-support use itself. This result aligns with self-determination theory, which
identifies perceived autonomy and a supportive relational context as fundamental conditions
for high-quality, self-regulated engagement [12]. Students with lower self-efficacy may be
particularly vulnerable to Al-substitution patterns, as they may lack confidence in their own
cognitive resources [14].

Framing Al itself as the problem may be a misdiagnosis. What the data point to instead is
a context problem: anxiety, felt isolation, and the absence of a safe space to question and make
mistakes. Remove those conditions, and Al use looks quite different. Conversely, in
psychologically safe learning environments, Al is more likely to remain a useful cognitive tool
rather than a compensatory crutch.

Telling students simply to avoid Al is both unrealistic and, based on these findings, beside
the point. The question worth asking is not whether they use it, but how — and what
psychological conditions make the difference between strategic use and passive substitution.
This reframing is precisely where the concept of Homo Ethicus becomes theoretically
necessary.

Homo Ethicus describes the learner who benefits from technological support without
surrendering cognitive agency. This model integrates three dimensions: metacognitive
monitoring, ethical awareness, and academic responsibility. In practical terms, Homo Ethicus
is not the student who never uses Al, but the student who knows when, why, and how Al is
used — who critically evaluates outputs, protects personal data, preserves authorship, and
remains accountable for the final academic product.

6. Conceptual model

The pilot data support a conceptual model in which Al use does not act directly on cognitive
autonomy. Rather, its effect is filtered through psychological mediators and educational
conditions. The proposed model is organized as follows.

Al academic use is differentiated into two distinct patterns: Al-support use and Al-
substitution tendency. Al-support use may strengthen learning when accompanied by
metacognitive monitoring and ethical-digital awareness. Al-substitution tendency may become
psychologically problematic when associated with lower perceived autonomy, lower
competence and meaning values, and weaker self-regulation. Psychological safety and lower
academic anxiety function as protective contextual factors, while privacy concern indicates the
emergence of ethical-digital awareness as an active psychological variable.

The model can be represented schematically as:

Al-support use / Al-substitution tendency — metacognition, ethical awareness,
psychological safety, academic anxiety — cognitive autonomy and responsible academic
agency

If this model holds in a larger sample, it carries a concrete practical implication: Al literacy
workshops alone will not be sufficient. Universities would need to also address classroom
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climate, assessment anxiety, and students' sense of control over their own learning — things
that sit well outside the IT department's remit and require collaboration between academic
leadership, teaching staff, and student support services.

7. Limitations

Several limitations must be stated clearly.

Sample size and disciplinary concentration. The sample of 118 respondents is relatively
small, and many participants came from psychology or adjacent educational fields. The
findings should be interpreted as pilot evidence, not as generalizable conclusions applicable to
the broader student population.

Self-reported data. Respondents may overestimate reflective behavior or ethical awareness,
particularly on items related to academic responsibility and privacy. Social desirability bias
cannot be excluded in a cross-sectional questionnaire design.

Cross-sectional design. The design does not permit causal inference. The regression model
identifies statistically significant associations, not causal pathways. Longitudinal or
experimental designs would be required to test directional claims.

Scale reliability. Although most scales showed good internal consistency, security values
(a=.41) and digital trust/safety (o= .60) demonstrated insufficient reliability. These constructs
require item revision and retesting in the extended study.

PRISMA component. The systematic review component is presented as a future
methodological protocol, not as a completed review or meta-analysis. A valid PRISMA-based
review requires systematic database searches with transparent search strings, duplicate
removal, independent screening, quality appraisal, and reproducible data extraction. These
steps have not yet been fully executed and are therefore presented as a research direction for
the next phase.

8. Future research

First, the questionnaire instrument should be refined and administered to a substantially
larger and more disciplinarily diverse sample, spanning multiple universities and fields of
study. This would support confirmatory factor analysis, structural equation modeling, and the
rigorous testing of mediation and moderation hypotheses — in particular, whether
psychological safety mediates the relationship between Al-substitution tendency and cognitive
autonomy.

Second, future research should distinguish more carefully among qualitatively different
types of Al use: conceptual explanation, writing support, translation, summarization, problem-
solving assistance, and emotional reassurance. These uses likely carry distinct psychological
consequences and should not be collapsed into a single index.

Third, the theoretical component should be expanded through a full PRISMA-based
systematic review [11]. The review should search Web of Science, Scopus, ERIC, PsycINFO,
and ScienceDirect for peer-reviewed empirical studies published from 2019 onward. Records
should be systematically coded by year, country, educational level, research design, publication
outlet, sample characteristics, constructs examined, and principal findings. Only after this
process can a methodologically valid chronology and geographical distribution of academic
research on ethical Al use in education be produced. A world map in this context would
represent the actual distribution of indexed studies — not a decorative claim about global
CONSensus.

Fourth, if a sufficient number of comparable quantitative studies are identified with
extractable effect sizes, a formal meta-analysis may be conducted. If effect sizes prove too
heterogeneous for statistical aggregation, the methodologically appropriate alternative is a
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systematic review with narrative synthesis. This distinction is not merely technical; it is
essential for the scientific credibility of the synthesis.

9. Verified Policy Chronology for the Extended Study

A future article may incorporate a verified international policy chronology as a background
framework. In 2019, the OECD Al Principles were adopted as the first intergovernmental
standard for trustworthy, human-centered Al, and were subsequently updated in 2024 to reflect
rapid technological and governance developments [4, 5]. In 2021, UNESCO adopted the
Recommendation on the Ethics of Artificial Intelligence, applicable to all member states and
grounded in principles of human rights, human dignity, transparency, fairness, and human
oversight [3]. In 2023, UNESCO published Guidance for Generative Al in Education and
Research, emphasizing human-centered pedagogy, regulatory development, and capacity
building for educators and learners [6].

These policy milestones constitute the normative background against which empirical
research on ethical Al use in academic contexts should be situated. They are cited here as
verified reference points, not as authoritative endorsements of any particular institutional
position.

10. Conclusion

The pilot study demonstrates that the ethical use of Al in learning cannot be adequately
understood through a binary opposition between support and dependency. The same
technology may strengthen autonomy or weaken it, depending on the psychological and
educational conditions in which it is used.

In this sample, Al functions primarily as a cognitive support tool. Students do not generally
prefer Al over instructors, and they report high levels of metacognitive reflection and digital-
ethical awareness. The strongest predictors of cognitive autonomy are not Al use itself, but
psychological safety, lower academic anxiety, and privacy awareness. This pattern suggests
that the conditions most relevant to responsible Al use are not technological but psychological
and pedagogical.

The concept of Homo Ethicus captures this profile. It describes the learner who uses Al
without abandoning cognitive agency — who benefits from technological assistance without
delegating epistemic responsibility, and who understands that ethical Al use is inseparable from
reflective, self-regulated learning. For universities, this shifts the conversation. Regulation
matters, but it is not enough. The institutions that will navigate this well are those that invest
in the psychological and pedagogical conditions behind responsible use — not just in policies
that prohibit or permit specific tools.

Note on Al-Assisted Language Editing

The authors used Al-assisted tools for language editing and structural revision. All
intellectual content, empirical data, analysis, interpretations, and conclusions are the authors'
own and reflect their independent academic judgment.
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PICTURE BOOKS AS NARRATIVE MODELS: INSIGHTS FROM KEIRA
KNIGHTKEY’S | LOVE YOU JUST THE SAME (2025)

Laura loana Leon
Assoc. Prof., PhD, ,,Grigore T. Popa” University of Medicine and Pharmacy, lasi

Abstract: This paper explores the potential of contemporary picture books and graphic narratives in
transferring knowledge on narrative literacy to students, with particular attention to I Love You Just
the Same (2025) by Keira Knightley. Although mainly known for her work in film, Knightley’s
contribution to children’s literature offers a compelling case study for examining how visual and textual
storytelling intersect to communicate complex emotional and social themes. Looked at from a broader
perspective on narrative theory, this study analyzes how the book’s integration of imagery, minimal
text, and symbolic motifs can be used in foreign language classes to introduce students to various
narrative forms, including linear, cyclical, and fragmented storytelling. Through thorough observations
and text analysis, the paper demonstrates how such texts encourage critical analysis, visual literacy,
and the development of empathy. Furthermore, the research argues that picture books and graphic
novels can be used as tools to discuss narrative voices, perspective, and structure. By engaging students
in such analyses, students may get to understand more complex literary narratives while also validating
this type of storytelling. Ultimately, this paper advocates for the inclusion of such texts in the academic
curricula, highlighting their effectiveness in broadening students’ conceptualizations of narrative and
encouraging critical engagement across disciplines education. Ultimately, this paper positions
storytelling as a vital clinical skill, essential for restoring humanity in the doctor-patient interaction.

Keywords: picture books, storytelling, types of narratives, medical students, foreign language classes.

Picture books are often seen as simple tools designed for young children, yet this
perspective overlooks their true educational value. Far from being only introductory reading
materials, picture books are complex literary forms that combine visual and textual storytelling
to support the development of narrative understanding and the communication of life lessons.
Through their unique structure, picture books play a significant role in teaching different types
of narratives while also helping readers engage with moral, emotional, and social themes in
meaningful ways. One of the most important contributions of picture books is their ability to
introduce and model narrative structures. Many picture books follow a clear linear pattern,
presenting a beginning, middle, and end that helps readers understand how stories are
organized. This structure allows learners to grasp key narrative elements such as plot, character
development, and cause-and-effect relationships. Because the text is often concise and
supported by illustrations, readers can easily follow the progression of events and recognize
how stories unfold over time. In this way, picture books provide an accessible foundation for
understanding traditional storytelling. In an attempt to discuss the importance of narratives and
storytelling with medical students, such an exercise could be easily integrated in an English
seminar as a starting point for a later discussion that would involve more complex examples.
Nonetheless, we should not see picture books as being limited to simple, linear narratives.
Many contemporary works experiment with non-linear storytelling, presenting events out of
chronological order or offering multiple perspectives. These types of narratives encourage
readers to think more critically, as they must piece together the story and interpret its meaning
actively. Another advantage in dealing with picture books in medical students’ training is that
of showing that storytelling should never be seen as referring strictly to written language only.
Images may also tell a story, requiring readers to construct the story themselves. This process
strengthens interpretive skills and highlights the importance of visual literacy.
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Beyond teaching narrative forms, picture books are powerful tools to provide life
lessons. Through engaging characters and relatable situations, they introduce readers to
important values such as empathy, kindness, resilience, and responsibility. These lessons are
often embedded within the narrative rather than presented directly, allowing readers to draw
their own conclusions. Picture books also play a crucial role in supporting emotional and social
development. By encountering characters who face challenges, make mistakes, and grow,
readers learn to understand different perspectives and develop empathy. Stories dealing with
themes such as loss, fear, or change provide a safe space for readers to explore complex
emotions. As a result, picture books not only teach how stories are structured but also help
readers make sense of their own experiences and feelings. Moreover, picture books contribute
to cultural and social awareness by presenting diverse characters and experiences. They expose
readers to different ways of life, traditions, and viewpoints, fostering a sense of inclusivity and
understanding. This aspect is particularly important in educational settings, where literature
can be used to promote respect for diversity and encourage open-minded thinking. Through
storytelling, picture books may connect personal experiences with broader social realities.
Another important advantage of picture books is their accessibility. The combination of images
and text makes them suitable for a wide range of learners, including those who are still
developing language skills. Pictures allow readers to engage with the story even if they may
lack sufficient language skills to understand more texts. At the same time, the simplicity of the
format does not limit the depth of the content, as many picture books address complex themes
that can be explored at different levels depending on the reader’s age and experience.

The Introduction to Teaching Comics and Graphic Narratives by Lan Dong presents
graphic narratives as an increasingly important field of academic study, particularly in higher
education, where they are now being actively integrated into a wide range of disciplines.
Though they were not given too much attention by educators and critics, comics have, over the
past few decades, gained recognition as valuable tools for developing reading comprehension,
critical thinking, and cultural awareness. A central idea running through this anthology is that
graphic narratives are uniquely suited for interdisciplinary study because of their hybrid nature,
blending visual and verbal storytelling. This combination allows them to engage students in
ways that traditional texts may not, encouraging deeper analysis of how meaning is constructed
through both images and words (Dong 2012, 5). The same collection of essays emphasizes that
teaching graphic narratives is not simply about adding new texts to a syllabus, but about
rethinking methods of interpretation and classroom practice. Instructors are encouraged to
guide students in analyzing not only narrative and thematic elements but also visual techniques,
cultural contexts, and political implications. For example, graphic narratives can be used to
explore complex issues such as race, identity, gender, trauma, and historical events, often
making these topics more accessible and engaging. At the same time, the medium challenges
students to develop visual literacy and to question traditional definitions of literature and canon
formation (Dong 2012, 7). Eventually, the introduction underscores the broader significance of
introducing the study of graphic narratives in the academic curricula. It suggests that this shift
reflects a larger transformation in how knowledge is produced and taught, as educators move
toward more inclusive and interdisciplinary approaches. Rather than being a passing trend, the
integration of comics into higher education is presented as part of an ongoing development of
the field, one that challenges traditional hierarchies between high and popular culture and opens
up new possibilities for teaching, learning, and scholarship. The main idea is that graphic
narratives are not only legitimate academic texts but also dynamic and versatile teaching tools
that can reshape classroom practices, deepen critical engagement, and broaden the scope of
literary and cultural studies (Dong 2012, 9).

Keira Knightley’s debut children’s book, | Love You Just the Same, describes it as “a
modern classic” (Creamer 2024). The 80-page book is both written and illustrated by Keira
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Knightley herself and it tells the story of a young girl adjusting to the emotional shifts and
changing family dynamics that follow the arrival of a new sibling (Creamer 2024). Keira
Knightley’s book offers a tender exploration of a young child’s inner world as she struggles
with the arrival of her baby sister and the feeling that her place in the family has changed. Many
siblings will recognize these emotions, thus making the story a thoughtful starting point for
parents to discuss jealousy, uncertainty and reassurance with their children. The book is special,
from its striking cover to its delicate illustrations and gentle, lyrical prose. Each page invites
conversation, combining expressive black-and-white portraits with vivid images of the natural
world. The notes from Mum add warmth and emotional depth, reminding the reader of a
mother’s enduring love. It is from here that the first level of interpretation may start, in the
sense that we should see how biographical picture books work with complex questions related
to identity. In Keira Knightley’s book we witness the struggle of the first-born child to accept
the coming of a sister. It is, in a way, an attempt to redefine the whole universe of the first-born
who used to exist there only with her parents and from then on, this universe has to be shared
with a new individual. In Martha Kuhlman’s study on autobiographical and biographical novels
we find some interesting ideas related to how identities are shaped. Thus, picture books seem
to have become a powerful medium for representing real lives, largely because they combine
visual and textual storytelling in ways that raise complex questions about identity, memory,
and truth. Building on traditional definitions of autobiography, the text shows how graphic
narratives expand the genre by allowing authors to represent themselves not only through
words but also through drawn images, often creating a visible “avatar” (Kuhlman 2017, 207)
that can shift across different moments in time. This flexibility enables a more layered and self-
reflexive exploration of personal experience, where the act of drawing itself becomes part of
the narrative and where the relationship between image and text can either reinforce or
challenge claims of authenticity. In Keira Knighley’s book we may say that we witness an
initiation journey of the first-born child who comes to understand her role and position as an
older sister. Though still young enough, the older sister, once she follows her little sister in
order to get her back, she takes that way to come to terms with the idea that her little sister is
hers, i.e. part of her new family. When one of the characters, the Cat, leaves the older daughter
in her journey to seek for her little sister, she says: “I see the sea and the sea sees me [...] [ will
be brave, I say” (Knightley 2025). Following an adventurous journey at sea, mainly, the older
daughter finds her little sister and says: “We take a deep breath and make our wish together.
We wish for home. And Mum. And Dad. And blow and blow and blow. And all the wishes
from the dandelion tree by flee. Lily is tired now. | hold her close. Never will | let you go, |
say” (Knightley 2025). This whole initiation journey does not merely rely on the words that
the characters say, but as we can expect from a picture book, from images as well. Elisabeth El
Refaie’s book on visual metaphors puts forward some very interesting ideas related to graphic
novels (but we can easily apply the same principles to picture books as their images work on
the same principle. The introduction of El Refaie’s book challenges the traditional view of
metaphor as merely a stylistic or literary device, presenting it instead as a fundamental
mechanism of human thought. Moving on, it explains that according to conceptual metaphor
theory (El Refaie 2009, 4), people rely on bodily and sensory experiences, such as vision,
movement, or spatial orientation, in order to understand abstract concepts like knowledge,
emotion, and social relations. In this sense, metaphor is deeply rooted in “embodiment” (El
Refaie 2009, 4), meaning our physical interaction with the world shapes how we think and
communicate, often unconsciously. These ideas can be found in Knightley’s book which
suggestively works with such visual metaphors. Here comes one of the most significant values
provided by picture books. As they work with pictures or images, they are thought of as
appropriate mainly for children. Therefore, their full significance is frequently overlooked. It
is obvious that very few children’s books are destined only for children to read. In his chapter
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entitled Decoding the Images: How Picture Books Work (in Peter Hunt’s 2nd edition of
Understanding Children’s Literature), Perry Nodelman argues that picture books, despite often
being treated as simple books for very young children, are in fact highly complex semiotic
objects. Through a close reading of the opening image and text of John Burningham’s Mr
Gumpy’s Outing (Nodelman 2005, 206), Nodelman demonstrates that neither pictures nor
words communicate in a purely natural or transparent way. Both depend on learned
conventions, cultural assumptions, visual codes, narrative habits, and ideological expectations.
The chapter’s central claim is that picture books only appear simple because readers have
internalized the codes needed to interpret them.

In the same chapter from Peter Hunt’s anthology, Nodelman develops a broader
semiotic argument. Picture books are made of signs, and signs always stand for something else
within particular systems of meaning. Because signs are conventional, they may also mislead.
Images may appear to show reality directly, but in fact they present reality through cultural
codes. Picture books are especially powerful because they teach young readers how to see the
world. They do not merely reflect reality; they help construct children’s assumptions about
class, gender, race, age, sexuality, authority, family, animals, childhood, and social order. Keira
Knightley’s book is very offering from this point of view, and it may be said to be a good
example of Perry Nodelman’s theory. In the first part of the book, once the older child becomes
aware of the little sister’s presence, the vividly colored first image of the book is juxtaposed
with some pages where pictures alternate between colorful and dark. The older sister, who is
very upset, is represented on an uncolored page, saying: “See me. Not her. Just me” (Knightley
2025). This is still the egotistic world of the first-born who has a hard time accepting the reality
of an enlarged family. At night, all awake, she can hear her mother singing her song to her little
sister (Knightley 2025). The less colored pictures are meant to suggest the emptiness of this
new world she hasn’t adjusted to yet. Likewise, the picture representing the older sister awake
in bed, at night, eyes wide open, is meant to suggest the anxiety that overwhelms her as her
mother sings her song to her little sister. She cannot sleep, and anxiety obviously can grow in
the absence of sleep, and all these are suggested by the white and blue colors that are used to
represent the child’s psychological state. Thus, Keira Knightley’s book becomes very helpful
for any older brother or sister who needs to accept the new child who came in the family. It can
help older siblings to get rid of their selfishness, and at the same time to realize their major role
in the family, and more particularly, in their little brother or sister’s life. Therefore, we may
say that picture books are not that simple just because they contain pictures. On the contrary,
they are complex because they combine multiple systems of signs. Their apparent simplicity
hides sophisticated operations of perspective, framing, style, narration, ideology, symbolism,
sequence, and reader positioning. By learning to read picture books carefully, readers become
more aware of how all representations construct rather than merely reflect reality (Nodelman
2005, 279).

Another interesting study in Peter Hunt’s anthology is Hugh Crago’s contribution. He
begins by defining bibliotherapy (Crago 2005, 364) as the use of texts to help people in
emotional distress. Although the term suggests a specific therapeutic method, comparable to
art therapy or dance therapy, he argues that bibliotherapy has not fully established itself as an
independent form of psychotherapy. It remains peripheral because its theory and practice have
often lacked strong foundations. Advocates of bibliotherapy have not always engaged seriously
with reader-response theory, psychology, or psychotherapy, while psychologists have often
avoided the subject because the emotional effects of narrative are difficult to measure. As a
result, much of the accepted wisdom about bibliotherapy is, in Crago’s view, uncertain or
underdeveloped. The chapter is also interesting as it challenges the common assumptions about
children as readers. Bibliotherapy has often been considered especially relevant to children
because adults assume that children are more impressionable or more easily shaped by books
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than adults. Crago regards this as misleading. Although children and adults differ in experience,
language, and development, the kind of reading most likely to produce lasting emotional impact
is not fundamentally different across age groups. Both children and adults can become deeply
absorbed in stories, identify with characters, and experience texts as personally meaningful.
Keira Knightley’s book works the same, in the sense that it can be read by both adults and
children. Adults may re-live their childhood memories when, maybe, they had to cope with the
same situation, or they may use the book the same way the author used it, i.e. to make their
older child accept more easily the coming of a new baby in the family. Another important part
of Crago’s chapter is the one in which he explores how stories affect individuals. Crago argues
that story-making is fundamental to human consciousness. Young children naturally compose
chants, monologues, songs, and stories, often imitating the forms of speech, print, oral
storytelling, or television around them. In adults, spontaneous story-making continues
internally as an “inner newsreel” of images, thoughts, fantasies, and self-talk. Narrative is
therefore not merely entertainment; it is one of the ways human beings organize experience
(Crago 2005, 320).

The most interesting thing with picture books is that they both operate with images and
words. In their book, How Picturebooks Work, Maria Nikolajeva and Carole Scott examine
how point of view operates in picturebooks, where meaning is produced not only through words
but also through images. The central argument of their study is that picturebooks create a
distinctive narrative dilemma because verbal and visual communication function differently:
words primarily convey narrative voice, while pictures primarily convey visual perspective.
Although verbal texts can easily distinguish between who speaks and who sees, picturebooks
complicate this distinction because images “show” from a particular visual position while
words “tell” through a narrating voice. Thus, the chapter treats picturebooks as complex
iconotexts (Nikolajeva 2001, 6) in which verbal and visual perspectives may support,
contradict, or ironize one another. These observations become very important if we think about
the narrative perspective. Taking the example of Curious George (Nikolajeva 2001, 120), the
authors analyze the difference between omniscient perspective and focalized perspective. In
Curious George, the authors show how visual and verbal points of view may appear simple but
actually contain several competing perspectives. The verbal narration may seem omniscient
and didactic, especially when it evaluates George’s curiosity, while the images may encourage
sympathy or identification with him (Nikolajeva 2001, 121). This tension reveals how
picturebooks often address both child and adult readers at once: the child may identify with the
mischievous protagonist, while the adult narrator imposes a moral or socializing interpretation.
Another particularly important section concerns the difficulty of using first-person narration in
picturebooks. In a verbal text, a first-person narrator can say I, but pictures usually show the
narrator from the outside. A fully visual first-person perspective would resemble a “subjective
camera” in film, where the reader sees exactly what the narrator sees and therefore does not
see the narrator’s body. Yet picturebook conventions usually require the protagonist to appear
in the illustrations, creating a contradiction between the | of the verbal text and the external,
often omniscient perspective of the images. This contradiction places heavy interpretive
demands on young readers, who must negotiate two different forms of focalization at once.
The same tension between the omniscient narrator and the images representing the often |
represented in the story is visible in Keira Knightley’s book as well. In I Love You Just the
Same we can see how the verbal narrative presents the inner experience of a frightened child,
while the images repeatedly shift between subjective and detached viewpoints. At moments the
reader shares the child’s perspective, seeing adults from below and experiencing his smallness
and fear. At other moments, however, the visual perspective becomes distant or omniscient, as
if an adult observer were looking down on the scene. The images also use symbolic and surreal
elements to convey the child’s inner world, suggesting that although pictures cannot directly
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narrate thoughts, they can externalize mental states through visual metaphor, dream imagery,
and symbolic composition.

Setting is another important element in picture books. Picture books construct the world
in which their narratives unfold. Therefore, we may say that setting in picture books does far
more than identify time and place: it can establish genre, shape emotional atmosphere,
comment on characters, support plot development, and even function as an active force within
the narrative. Because picture books combine verbal and visual communication, setting may
be created by words, images, or both. Images are especially powerful in representing space,
since they can show interiors, landscapes, spatial relations, scale, position, and detail more
directly and efficiently than verbal description. Maria Nikolajeva and Carole Scott make the
distinction between verbal and visual descriptions of setting (Nikolajeva 2001, 124). In prose
fiction, verbal description signals the narrator’s presence because the narrator selects which
details the reader should notice. In picture books, by contrast, visual setting appears less overtly
narrated and allows readers greater freedom to explore details for themselves. The setting in
Keira Knightley’s book is circular in a way. It begins with the comfort of the home that was
previously inhabited by the parents and their only child, while, up to the final moment, when
the older sister comes back home safely with her little sister, images speak more than words
(which belong either to the omniscient narrator or to the older sister), describing a universe full
of dangers, symbolized mainly by the presence of hyperbolized creatures and the large blue
sea. On the other side of the sea, it is the little sister who has to be found and brought back
home again. The sea journey is very vividly represented. It is the very moment the older sister
realizes she has to be brave (and this is how she is depicted in the pictures). These pictures
representing the older sister at sea are the most powerful association between the storyteller (in
the 1% person narrative, i.e. the older sister) and the omniscient illustrator (who coincides with
the adult narrator, in Keira Knightley’s case). On page 25 of the book, we probably have the
best representation of this smooth overlapping. On the background of a blue large sea
(populated by turtles), the older sister struggles to resist until she finds her baby sister: “I am
afraid of the deep dark water below. Be brave, Isay. Be brave and find her. | take a step. The
water rises, falls and swells. | look back. The shore has gone. | look ahead. | will believe. I will
go on. Now on and on” (Knighley 2025, 25).

In the same book by Maria Nikolajeva and Carole Scott, we find some references to
time and movement and how they work in picture books. These elements are equally important
in Keira Knightley’s book, as they add to the construction of the narrative perspective. In their
chapter entitled Time and Movement, the authors examine how picture books represent
temporality, sequence, causality, rhythm, and motion despite the fact that their images are
static. The central argument is that picture books are defined by a productive tension between
spatial and temporal modes of narration (Nikolajeva 2001, 136). Pictures occupy space and
freeze moments, while words unfold in time and can establish causal or chronological relations
more explicitly. Because images alone cannot definitively express temporality or causality,
picture books rely on the interaction between verbal and visual signs to fill gaps, clarify
duration, and create narrative movement. The chapter therefore treats time and movement as
key aspects of the picture book chronotope (Nikolajeva 2001, 136), where spatial arrangement
and temporal progression are inseparable. The authors begin by explaining that visual signs
can suggest time only indirectly. Clocks, calendars, sunrise and sunset, seasonal change, and
repeated imagery may all indicate temporal development, but these signs require interpretation.
Words, by contrast, can state temporal relations directly: then, after, one day, for many days,
or almost over a year. The picture book’s narrative power lies in the way these two systems
compensate for one another (Nikolajeva 2001, 138). Images can show movement, simultaneity,
and spatial transformation with immediacy, while words can anchor these visual impressions
within a clearer temporal or causal sequence. This is the case of Keira Knightey’s | love you
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just the same, and it does function effectively. Maybe one of the reasons is that the author is
the same person as the illustrator, but, undoubtedly, the book does manage to create a good
sense of spatiality and temporality. There is a very suggestive moment in the book, when the
older sister loses her baby sister, she is only with the Cat now (Knightley 2025, 17). The older
sister is taught or, better said, becomes aware of the present moment. She is offered a choice,
to choose the Before, “when it was just you and Mum and Dad. And you were the best in all
the world. That’s where you want to be” (Knightley 2025, 17). Nonetheless, the little girl is
ready for the initiation journey, as she is mature enough to realize that there’s no before, it is
only the present moment that has to be lived, and in her case, to show she is brave enough:
“There’s no Before. Only now and on” (Knightley 2025, 17).

In conclusion, picture books are far more than simple educational tools for young
children; they are sophisticated narrative forms that can show, in so many ways how stories are
constructed, interpreted, and felt. In I Love You Just the Same, Keira Knightley demonstrates
how narrative perspective is shaped not only through words, but also through silence, image,
gesture, and emotional implication. The interaction between text and pictures invites readers
to look beyond a single, linear account and to consider how meaning is created through visual
storytelling, emotional touch, and the relationship between what is said and what remains
unspoken. This is especially significant when the book is approached within the context of
medical humanities and presented to medical students as a way of reflecting on patients’ stories.
Just as picture books require readers to attend carefully to tone, image, absence, and
perspective, clinical encounters require doctors to listen beyond symptoms and diagnoses in
order to understand the fuller human experience of illness. A patient’s story may not always be
delivered in a clear or straightforward form, but rather it may emerge through hesitation, body
language, fear, memory, or silence. By becoming familiar with the message of picture books,
medical students can develop a deeper awareness of narrative complexity involved in
developing active listening skills. Such texts encourage future practitioners to recognize that
empathy is not only a compassionate response, but also an interpretive skill: the ability to
notice, to put yourself in someone else’s position, and to remain attentive to meanings that
exceed words. Ultimately, | Love You Just the Same shows that storytelling is a powerful means
of understanding both narrative structure and human vulnerability. Its value lies not only in
teaching how narratives work, but also in reminding readers, especially those entering the
medical profession, that every patient carries a story that deserves to be heard with care,
sensitivity, and respect.
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Abstract: The study presents the research of the relationship between the subjective feeling of loneliness
and adaptation to the university environment. The theoretical aspects of emotional loneliness and the
adaptation process are analyzed. The phenomenological approach in the study of loneliness allowed to
deduce the key reason in the manifestation of the subjective feeling of loneliness — the complex process
of adaptation to changing life conditions. Poor adaptation or maladaptation leads to alienation from
the social environment, other people, self-alienation and a subjective feeling of loneliness. The article
presents the results of an empirical study of this problem. Experimentally, the types of loneliness
characteristic of first-year students were established: alienating loneliness and dissociative loneliness.
These types of loneliness are considered in connection with the imbalance between the processes of
identification and isolation. The association between loneliness and adaptability indicators in first-year
students was proven, revealing significant negative correlations between the general loneliness scale
and adaptability, emotional comfort, self-acceptance, acceptance of others, interiority and dominance.
In conclusion, it was established that poor adaptability is a factor that generates the risks of intense
loneliness in first-year students. The subjective sentiment of loneliness represents a significant obstacle
in university adaptation. Significant differences were revealed in most of the main characteristics of
adaptability between students with a high level of loneliness and those with a low level of loneliness. In
this way, the hypothesis that indicators of low adaptability are an important factor in the development
of psychological loneliness was confirmed.

Keywords: adaptation, loneliness, student, university environment, indicators.

Introducere.

Conditiile moderne in care indivizii trdiesc si se realizeaza pot fi descrise ca fiind
extreme si producatoare de stres. Schimbarile sociale, economice si politice rapide din societate
si fluxul tot mai mare de informatii pot avea un impact negativ asupra sanatatii psihologice a
persoanei, provocand stres, nevroze si stari depresive. Aceste schimbari pot duce, de asemenea,
la o scadere generald a sentimentului de siguranta si securitate al persoanei, la o anxietate
crescuta si la boli psihosomatice [6, pp. 463-474].

Perioada studenteasca devine un moment definitoriu in viata unei persoane, deoarece
in aceasta etapd, individul trece prin schimbari semnificative in dezvoltarea si emergenta sa ca
individ holistic, constient, matur - membru cu drepturi depline al societatii. Mediul social actual
solicitd studentilor cel mai inalt nivel de adaptare psihosociald. Studentii moderni isi
experimenteaza dezvoltarea printr-o serie de crize suprapuse: crize de varstd; crize ale vietii
individuale; crize ale formarii profesionale etc.. Toti factorii enumerati mai sus pot complica
procesul de adaptare sociala si psihologicd si, Tn consecintd, pot impiedica activitatile
educationale si profesionale de succes si productive ale studentilor. Prin urmare, identificarea
factorilor care contribuie la adaptarea sociald si psihologica de succes a studentilor este
relevanta si are o mare semnificatie practica [5, pp. 77-85].

Retelele de socializare si internetul au un impact profund asupra studentilor.
Gadgeturile creeaza iluzia unei interactiuni sociale constante, adesea exclusiv virtuale, ceea ce
poate fi nesatisfacatoare. Toate acestea pot duce la sentimente de singuratate. Mai mult,
singuratatea poate deveni un precursor al depresiei, comportamentului suicidal, anxietatii si
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altor probleme de sanatate mintald. Problema singuratétii psihologice devine una dintre cele
mai acute probleme ale societatii contemporane [1, pp.1-11]. Singuritatea a devenit nu doar o
problema psihologica, ci si una sociald. Este dificil sa o rezolvi doar prin metode de consiliere
psihologica sau psihoterapie. Rezultatele cercetdrilor indica faptul cd trdirea intensa a
sentimentului de singuratate are un efect distructiv asupra omului, asupra sanatatii sale psihice
si fizice, si scade imunitatea [2, pp. 80-91]. Reactiile afective la singuratate prezinta riscul
aparitiei starilor depresive si a comportamentului suicidal. Senzatia subiectiva de singuratate
este adesea perceputd ca o experienta negativa, ca o problema psihologica pe care individul nu
o poate depasi intotdeauna cu fortele proprii [7, pp. 232—236].

In acest studiu vom aborda singuritatea ca o stare subiectivd de alienare emotionala
fatd de lume, societate si propria persoand, perceptia relatiilor existente ca fiind
nesatisfacatoare si superficiale. O altd particularitate a singuratatii ca fenomen psihologic
consta in faptul ca aceastd problema nu este legatd doar de o singurda grupa de varsta.
Singuratatea este o problema actuald nu numai in randul persoanelor in varsta, ci si in randul
adolescentilor, tinerilor si studentilor [9, pp. 1873—1886]. Descrierea abordarilor existente si
a metodelor de cercetare a singuratatii este prezentata intr-o serie de surse. D. Perlman si L.
Peplo, tindnd cont de particularititile metodelor de cercetare, de intelegere a naturii singuratatii
si de cauzele formarii acesteia, au identificat cateva abordari pentru studierea ei. Acestea sunt
abordarile psihodinamica, fenomenologica, existentiald, sociologica, interactionista, cognitiva,
intima si sistemica [3, pp. 1-18].

Singuratatea are numeroase cauze. Cel mai adesea, acestea sunt observate in domeniul
competentei comunicative a unui individ sau asociate cu un set destul de limitat de trasaturi de
personalitate problematice. In acelasi timp, in contextul abordarii fenomenologice, K. Rogers
considera singuratatea ca o manifestare a adaptarii defectuoase a persoanei. El credea ca cauza
singurdtatii consta in discrepantele fenomenologice din ideile individului despre propriul sine.
Adevarul este ca societatea obligd o persoana sd urmeze asteptari sociale, tipare si roluri
sociale. Acest lucru este justificat social, dar, in acelasi timp, da nastere riscului de a pierde
sinele interior, adevirat. In acelasi timp, o persoani are propriul sine interior, dar din diverse
motive este convinsa ca va fi respins de ceilalti. Aceastd coliziune da nastere, potrivit lui K.
Rogers, singuratatii psihologice, unui sentiment de gol si lipsei de sens a existentei [8, pp. 154—
157]. Singuratatea este asociatd cu complexitatea procesului de adaptare, la care nu orice
persoana poate face fatd. Adaptarea mentald este capacitatea unei persoane ca individ de a se
adapta conditiilor de existentd din societate, in conformitate cu cerintele acestei societati si cu
propriile nevoi, motive si interese. Prin adaptabilitate intelegem pregatirea psihologica a fiintei
umane de a-si demonstra capacitatile de adaptare. Dupa ce criterii putem aprecia rezultatele
adaptarii? M. Plesca distinge criteriile interne si externe de adaptare [4, pp. 141-147]. Criteriul
intern include stabilitatea psihoemotionald, conformitatea personald, o stare de satisfactie,
absenta suferintei, un sentiment de amenintare si o stare de tensiune emotionala si mentala.
Criteriul extern presupune ca comportamentul real corespunde atitudinilor societatii, cerintelor
mediului, regulilor acceptate in societate si criteriilor de comportament normativ. Pe baza
acestor criterii, se disting patru niveluri de adaptare: redundant ridicat, optim ridicat, scazut si
inadaptabil. Singuratatea este asociatd cu niveluri scazute si inadaptabile de adaptare. La aceste
niveluri, experienta singuratatii va varia In duratd si/sau intensitate.

Metodologia cercetarii

Relatia dintre singuratate si adaptabilitate a fost insuficient studiatd, atat teoretic, cét si
empiric [6]. Prin urmare, ne propunem o examinare mai aprofundatd a acestei relatii. Am
realizat un studiu empiric al relatiei dintre singuratate si adaptabilitate utilizand un esantion de
studenti. Consideram ca singuratatea se prezinta ca factor care complica adaptarea studentilor
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din anul I la noi conditii educationale si la un mediu social diferit. Ne-a interesat mai mult un
alt aspect: este singuratatea psihologica o consecinta a dificultatilor de adaptare si a inadaptarii?
Scopul studiului: investigarea relatiei dintre sentimentul subiectiv de singuratate si indicatorii
de adaptabilitate la studentii anului I in cadrul institutiilor de invatamant superior.

Pentru atingerea scopului propus, au fost stabilite urmatoarele obiective: identificarea
rolului pe care il are singuratatea in cadrul factorilor care faciliteaza o adaptare universitara
optima; testarea corelatiei dintre nivelul de singuratate si adaptare psihologica, sociala.

Am emis ipoteza ca exista o relatie inversa intre nivelul de singuratate subiectiva si
indicatorii de adaptabilitate; studentii cu diferite tipuri de singuratate prezintd diferente in
adaptarea universitara.

Metoda si studiul participantilor
In studiu au participat 104 de studenti din anul I (82 de femei si 22 barbati).

Instrumente de cercetare

Au fost utilizate urmatoarele metode de cercetare: Chestionarul diferential al
singuratatii ( E.N. Osin si D.A. Leontiev); Chestionarul pentru determinarea tipului de
singuratate si Chestionarul de diagnosticare a adaptarii psihosociale (K. Rogers si R. Diamond).

Prelucrarea si interpretarea rezultatelor

Urmeazi si analizim rezultatele studiului empiric. In primul rind, am determinat
masura in care principalele caracteristici ale sentimentului subiectiv de singuratate au fost
exprimate in randul studentilor din anul I din esantionul nostru, utilizand Chestionarul
diferential al singuratatii. Frecventele de manifestare pentru scalele chestionarului sunt
prezentate in figura 1.
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Fig 1. Frecventele pe niveluri la Chestionarul diferential al singuratatii

25% dintre subiecti au scoruri mari pe scala ,,singurdtate generalda”. Acesti studenti se
simt Tn mod regulat insuficient integrati in noul lor mediu social. Daca stabilesc relatii cu alte
persoane, acestea sunt destul de superficiale si formale; exista o lipsa de comunicare si, uneori,
un sentiment de izolare. Experientele intense de singuratate, in opinia noastrd, sunt un indicator
clar al dificultatilor existente in adaptarea la noile conditii educationale si la comunitatea
educationald. Unora le lipsesc abilitatile de comunicare deschisa si capacitatea de a stabili
contacte informale.

28,8% dintre subiecti au scoruri medii pentru experienta singuratdtii. Spre deosebire de
subgrupul anterior, acesti studenti nu se confruntd constant, ci periodic, cu experiente de
singurdtate in perioadele de dificultati sporite in activitdtile academice si comunicare. Astfel,
peste 50% dintre studentii din anul I se confruntd in mod regulat sau periodic cu sentimentul
de singuratate, ceea ce inseamna ca pentru fiecare al doilea student, singuratatea poate fi o
problema psihologica. Aceastd problema scoate o persoand din zona sa de confort si complica
multe aspecte ale vietii sale.
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46,2% din esantion au avut scoruri scazute la singuratate. Pentru ei, procesul de
adaptare a fost mai reusit. Au fost pregétiti pentru aceasta la nivel personal si comunicativ. Este
important de mentionat ca subgrupurile extreme, identificate prin scorurile Scalei Singuratatii
Generale, au fost desemnate in mod conventional ca studenti ,,singuri” si ,,non-singuri” si au
fost comparate in studiul nostru in functie de diverse caracteristici de adaptabilitate.

Scala ,,Dependenta de Comunicare” a relevat scoruri mai mari decat scala Singuratatii
Generale. 32,7% dintre studentii din anul I au un nivel ridicat de dependenta sociala, 55,8% au
un nivel moderat, iar 11,5% au un nivel scazut. Studentii au frica de posibilitatea de a fi singuri,
alienati, neintelesi si izolati ceva mai des decat experimenteaza singuratatea in realitate. Cei cu
o fricd mai pronuntatd de singuratate tind adesea sa caute interactiunea sociala cu orice pret,
ceea ce creeaza iluzia unei solutii la problema si duce la ,,vanitatea singuratétii”. Probabil, o
parte semnificativd a comunicdrii online este asociata cu aceastd motivatie. Unii respondenti
experimenteaza un disconfort sever atunci cand sunt lasati singuri. In acelasi timp, majoritatea
studentilor din anul I experimenteaza, de asemenea, o nevoie de singuratate. Acest lucru este
evidentiat de scorurile de la scala ,,singuratate pozitiva”. 46,2% dintre respondenti au scoruri
mari la aceastd scala, 48% au scoruri medii. Este clar ca nevoia de comunicare si nevoia de
singuratate se completeaza reciproc. Singurdtatea, spre deosebire de singuratate, nu este
Tnsotitd de un fundal emotional negativ; ea permite unei persoane sa ia in considerare decizii
importante, sd se concentreze asupra studiilor sau pur si simplu sd ia o pauza de la socializare
si de la dificultatile acesteia. Majoritatea studentilor apreciaza singuratatea si isi dedica acest
timp siesi. Doar 5,8% vad o valoare redusid in singuritate. In acest caz, persoana nu este
interesantd pentru ea insasi. Acest lucru se datoreaza adesea respingerii de sine, problemelor
de stima de sine si valoare de sine sau fricii de a fi singur, asociata cu respingerea de catre
persoane importante in copilarie.

Urmatoarele rezultate au fost obtinute folosind Chestionarul pentru determinarea
tipului de singuratate (figura 2). Chestionarul examineaza geneza si tipurile de singuratate pe
baza interactiunii mecanismelor de identificare si izolare. In interactiunea cu mediul social
uman, aceste procese pot fi echilibrate in cazul unei adaptari reusite. In cazul problemelor de
adaptare, acestea sunt dezechilibrate. Cursul normal al adaptarii este asociat cu o schimbare
consistentd a proceselor de identificare si izolare, cu echilibrul acestora. Dominanta unui
anumit mecanism duce la formarea unui anumit tip de singuratate si la esecuri de adaptare.

42.30% 40.20%

35.80%
60.00% 30.70% 27.00%  24.00%
40.00%
0.00%
Nivel Ridicat Nivel Mediu Nivel Scazut
B Singuratate alienanta Singurdtatea disasociatd

Fig 2. Frecventele pe niveluri la Chestionarul pentru determinarea tipului de singurdatate

Categoria de nivel inalt prezintad cele mai mari rate pentru ambele forme de singuratate.
Singuratatea alienata atinge 42,3%, in timp ce singuratatea disociatd atinge 40,2%. Aceasta
indica faptul ca o proportie semnificativd de respondenti se confruntd cu forme severe de
singurdtate, singuratatea alienata fiind ceva mai frecventa. Acest rezultat poate indica o
tendinta spre izolare emotionala si un sentiment de detasare de mediul social.

Nivel mediu prezinta o imagine diferita: singuratatea disociata (35,8%) depaseste
singuratatea alienatd (30,7%). Aceasta poate indica faptul ca formele moderate de singuratate
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sunt mai des asociate cu procese psihologice interne (de exemplu, fragmentarea experientelor,
distantarea emotionald) decat cu un sentiment direct de izolare sociala.

In categoria de nivel scizut, ratele ambelor forme de singuritate scad semnificativ.
Singuratatea alienata reprezinta 27,0%, in timp ce singuratatea disociata reprezinta aproximativ
24,0%. Aceasta indica o prevalentd mai micd a formelor usoare de singuratate In comparatie
cu nivelurile mai intense, ceea ce poate indica o polarizare a experientei singuratatii in randul
respondentilor.

Conform rezultatelor studiului, in esantionul cercetat predomind singuratatea alienanta
- 42,3%, iar singuratatea dezasociata - 40,4%. Singuratatea alienantd este asociatd cu
dominanta mecanismului de izolare. Acest grup de studenti, in timp ce se adapteaza la viata si
studiaza la universitate, prezinta o predominantd a proceselor de izolare fata de procesele de
identificare. Atunci cand apar dificultati In interactiunea cu mediul social si nevoile importante
sunt frustrate, indivizii incep sa se izoleze de ceilalti si sd-si apere limitele personale. Acest
fapt prezinta riscul de a cadea in capcana singuratatii alienante. Situatia este valabila pentru
acei studenti care, datoritd unei serii de trasaturi de personalitate, tind sa raspunda situatiilor
dificile de viata prin retragere.

Subiectii din esantionul de cercetare se confrunta cu aproape acelasi risc de a Intalni o
forma disociatd de singuratate. Specificitatea acesteia nu este asociatd cu dominanta
mecanismelor de identificare asupra proceselor de izolare (aceasta este singuratatea difuza).
Singuratatea disociata este definitd printr-o manifestare excesiv de puternica a mecanismelor
de identificare si izolare, cu o schimbare brusca a acestora. Aceasta este cea mai complexa stare
de singuratate din punct de vedere al experientelor, originii si manifestarilor. Este adesea destul
de dureroasd, o singuratate trditd acut. Riscurile ridicate de a experimenta acest tip de
singuritate sunt asociate cu caracteristici legate de varsta. In plus, tendinta de a experimenta
acest tip de singurdtate este mai tipica pentru elevii cu semne de idealizare a relatiilor
interpersonale, indicatori scazut de stabilitate emotionala si psihologica generala si o viziune
asupra lumii imatura, infantila.

Frecventele de manifestare a adaptarii si diferitor dimensiuni ale adaptarii (Chestionarul
de diagnosticare a adaptarii sociale si psihologice de K. Rogers si R. Diamond) sunt reflectate
n figura 3.
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Fig 3. Frecventele pe niveluri 1a Chestionarul de diagnosticare a adaptarii psihosociale

In ceea ce priveste adaptabilitatea, majoritatea respondentilor (92,3%) se incadreazi la
nivel mediu, in timp ce nivelul ridicat este slab reprezentat (7,7%), iar nivelul scazut este
absent. Aceastd distributie indicd o capacitate generald adecvata de ajustare la cerintele
mediului, fard manifestdri extreme de rigiditate sau dificultdti adaptative.

Dimensiunea acceptarii de sine evidentiaza, de asemenea, o concentrare in zona medie
(82,8%), insa se remarca o proportie relativ mai mare a nivelului ridicat (13,4%) comparativ
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cu alte scale, sugerand existenta unor resurse personale dezvoltate in randul unei parti a
esantionului. Nivelul scazut (3,8%) indica prezenta unor dificultati izolate in raportarea la sine.
In cazul acceptirii celorlalti, distributia este similara, cu predominanta nivelului mediu
(82,7%), insd cu o crestere a nivelului scazut (7,7%), ceea ce poate sugera existenta unor
dificultati relationale mai accentuate comparativ cu autoacceptarea.

Confortul emotional se remarca prin cea mai mare pondere a nivelului ridicat (25%),
indicand cd un sfert dintre participanti experimenteaza un nivel inalt de echilibru emotional.
Cu toate acestea, majoritatea ramane in zona medie (73%), iar nivelul scdzut este marginal
(2%), sugerand o stare emotionala general stabila.

Dimensiunea internalitatii (locusul de control intern) prezinta cea mai mare concentrare
in nivelul mediu (94,3%) si absenta nivelului scazut, ceea ce indicd o tendintd generala a
respondentilor de a-si percepe comportamentele si rezultatele ca fiind partial sub control
propriu, fara polarizari extreme.

In ceea ce priveste dominarea, majoritatea respondentilor se incadreazi la nivel mediu
(86,6%), Insa se observa o proportie relativ mai ridicata a nivelului scazut (9,6%) comparativ
cu alte dimensiuni, ceea ce poate indica 0 tendinta spre evitarea comportamentelor autoritare
sau a impunerii in relatii.

In fine, escapismul (tendinta de evitare a realititii) prezintd cea mai mare pondere a
nivelului scazut (13,5%) dintre toate scalele, ceea ce sugereaza cd o parte semnificativd a
respondentilor manifestd dificultiti reduse in evitarea responsabilitatilor sau a situatiilor
problematice. Totusi, predominanta nivelului mediu (82,7%) indicd o utilizare moderatd a
mecanismelor de evitare.

In ansamblu, profilul obtinut este caracterizat printr-o dominare a nivelurilor medii pe
toate dimensiunile, ceea ce reflectd un nivel relativ echilibrat al adaptarii psihosociale.
Nivelurile ridicate sunt prezente in special in sfera confortului emotional si a acceptarii de sine,
in timp ce nivelurile scazute apar mai frecvent in domeniul relatiilor interpersonale si al
comportamentelor de evitare. Aceste rezultate sugereazd un profil psihologic moderat
adaptativ, cu resurse functionale, dar si cu anumite zone de vulnerabilitate care pot beneficia
de interventii de optimizare psihologica.

In general, scorurile esantionului s-au incadrat in limite normale. Pe toate scalele,
studentii din anul I au demonstrat, in general, scoruri medii de adaptabilitate. Predominanta
scorurilor medii poate indica faptul ca esantionul nostru este destul de tipic in ceea ce priveste
adaptabilitatea. In general, studentii din anul I posedi premisele necesare pentru rezolvarea
problemelor de adaptare, dar se pare ca nu toti sunt capabili sa le utilizeze eficient.

In continuare, am comparat dimensiunile de adaptabilitate ale studentilor cu
sentimentul de singuratate la nivel inalt si ale studentilor cu cote scazute ale singuratatii. Aceste
subgrupuri au fost identificate pe baza cotelor obtinute prin utilizarea Scalei singuratatii ( E.
N. Osin si D. A. Leontiev). Subgrupul ,,studenti singuri” a inclus 25% dintre subiectii cu scoruri
mari si 46,2% dintre subiectii cu scoruri mici la experienta singurdtatii. Analiza diferentelor
dintre studentii singuri si cei nesinguri, realizata prin intermediul testului neparametric U
Mann—Whitney, evidentiaza existenta unor variatii semnificative statistic pentru majoritatea
indicatorilor adaptarii socio-psihologice, masurati prin scalele integrate ale metodologiei SPA
elaborate de K. Rogers si R. Diamond. Alegerea acestui test este justificata de natura ordinala
a datelor si de dimensiunile relativ reduse si inegale ale esantioanelor (ni=13; n»=23), fiind
adecvat pentru compararea a doud grupuri independente. Rezultatele obtinute indica faptul ca
pentru 0 mare parte dintre variabilele analizate, valorile empirice ale coeficientului U sunt
inferioare valorii critice (U=99, p < 0,05). In aceste conditii, se respinge ipoteza nula (Ho), care
presupune absenta diferentelor intre grupuri, si se acceptd ipoteza alternativda (Hi), conform
careia exista diferente semnificative Intre studentii singuri si cei nesinguri.
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Astfel, pentru scala Adaptabilitate (U=6, p < 0,001), valoarea extrem de scazuta a
coeficientului U, mult sub pragul critic, indica o diferentd foarte puternica intre cele doua
grupuri, sugerand un nivel distinct al capacitatii de ajustare la cerintele mediului social si
academic. In mod similar, pentru Acceptarea de sine (U=15, p <0,001) si Acceptarea celorlalti
(U=37, p < 0,001), valorile U situate sub pragul critic confirmad existenta unor diferente
semnificative statistic, reflectand variatii importante in modul 1n care indivizii isi percep
propria persoana si relatiile interpersonale.

In cazul Confortului emotional (U=8,5, p < 0,001), valoarea foarte redusa a
coeficientului U indica, de asemenea, o diferentd semnificativd si pronuntata, sugerand
discrepante relevante intre grupuri in ceea ce priveste starea afectiva si echilibrul emotional.
Pentru scala Internalitate (U=45,5), desi valoarea U este mai apropiata de pragul critic, aceasta
ramane sub nivelul de semnificatie stabilit, indicand o diferenta semnificativa moderata in ceea
ce priveste locusul de control intern.

in schimb, pentru variabilele Dominanta (U=74,5, p < 0,05) si Evadare (U=75,5, p <
0,05), dest valorile coeficientului U sunt mai ridicate, ele se situeaza totusi sub valoarea critica
de 99, ceea ce indicd mentinerea semnificatiei statistice. Totusi, apropierea de pragul critic
sugereazd cd diferentele dintre grupuri sunt mai putin pronuntate comparativ cu celelalte
dimensiuni analizate.

In ansamblu, rezultatele demonstreazi ci statutul de singuritate este asociat cu
diferente semnificative n aproape toate dimensiunile adaptarii psihosociale. Aceste constatari
sustin ideea cd experienta singuratatii influenteaza atat procesele intrapersonale (acceptarea de
sine, internalitatea), cat si cele interpersonale (acceptarea celorlalti), precum si starea
emotionala generala si capacitatea de adaptare. Prin urmare, interventiile psihologice orientate
spre cresterea adaptarii psihosociale ar trebui sd ia in considerare aceste dimensiuni
diferentiale, in special in cazul studentilor care manifestd niveluri ridicate de singuratate.

Tn primul rand, indicatorii generali de adaptabilitate ai studentilor cu sentimentul de
singurdtate la cote inaltei sunt semnificativ mai mici decdt cei ai studentilor care nu
experimenteaza singuratatea reald. Acest lucru confirmd faptul ca adaptarea deficitara sau
inadaptarea sunt un factor important in formarea sentimentului subiectiv de singuratate. Daca
studentul nu indeplineste cerintele procesului educational si nu se adapteaza la un nou mediu
social, atunci alienarea si singurdtatea sunt rezultatul natural. Alte scale detaliaza calitatile
personale care determina o adaptare nereusitd sau semne importante de adaptare. Studentii
singuri sunt mult mai putin predispusi sd experimenteze confort emotional. Aceasta
caracteristicd, pe de o parte, serveste drept unul dintre criteriile de adaptare, pe de altad parte,
disconfortul emotional caracterizeaza starea unei persoane singure din punct de vedere
psihologic. Emotiile, in acest caz, servesc drept semnal al prezentei unui mediu social
nefavorabil. Diferentele fiabile pe scala ,,acceptare de sine” indicd faptul ca studentii cu nivel
inalt al singuratatii sunt mai des caracterizati de o stima de sine scdzuta si de respingerea multor
dintre trasaturile de personalitate. Lipsa unei atitudini pozitive fata de sine creeazd probleme
in relatiile cu ceilalti. Studentii cu nivel inalt al singuratatii, spre deosebire de cei cu cote
scazute, sunt mult mai predispusi sa perceapd negativ persoanele din jurul lor si intentiile lor.
Datoritd trasaturilor lor de personalitate sau a experientelor negative de comunicare, sunt mai
putin predispusi sa aiba incredere in ceilalti, 1i vad adesea ca o potentiala amenintare si le pot
atribui automat cele mai proaste intentii. In ceea ce priveste nivelul de control subiectiv, elevii
singuri nu sunt inclinati sd atribuie responsabilitatea pentru rezultatele propriilor activitati.
Acestia sunt caracterizati de externalitate. Scorurile lor de internalitate sunt semnificativ mai
mici decat cele ale studentii cu nivel scazut al singuratatii. Nu sunt caracterizati de consecventa
si persistenta in atingerea obiectivelor lor si au mai des probleme in dezvoltarea calitatilor
volitive. Diferentele semnificative pe scala dominantd indica faptul ca subgrupul cu scoruri
mari de singuratate din esantion este mai putin proactiv in interactiuni, dovedesc pasivitate Tn
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interactiuni. Acest lucru se explicd in mare masurd prin teama de a intdmpina esecuri de
comunicare, desi nimeni nu este imun la acestea.

Pentru a testa ipoteza unei relatii inverse intre singuratatea subiectiva si indicatorii de
adaptabilitate, a fost efectuatd o analizd de corelatie. Analiza a fost efectuata pe intregul
esantion. A fost determinat gradul de asociere dintre scorurile scalei de singurdtate generala
bazate si principalele scale ale chestionarului de adaptare.

Analiza corelationald realizatd prin coeficientul de corelatie Pearson evidentiaza
existenta unor relatii inverse (negative) intre nivelul singuratatii si principalii indicatori ai
adaptarii psihosociale in cadrul esantionului investigat. Cea mai puternica relatie identificata
este intre singuratate si adaptabilitate (r = -0,79, p < 0,01), coeficient care depaseste
considerabil pragul critic, indicand o corelatie negativa foarte puternica si semnificativa. Acest
rezultat sugereaza ca nivelurile ridicate de adaptabilitate sunt asociate cu niveluri scazute ale
singurdtatii, confirmand rolul central al resurselor adaptive in reducerea vulnerabilitatii
psihosociale. Din perspectiva teoretica, dezvoltarea competentelor de ajustare la mediul social
si academic contribuie la integrarea eficienta in retele relationale si la diminuarea izolarii
subiective.

O corelatie negativa puternica a fost observata si intre singuratate si confort emotional
(r =-0,73, p < 0,01), valoare care, de asemenea, depaseste semnificativ pragul critic. Acest
rezultat indica faptul ca studentii caracterizati prin instabilitate emotionala, tendinte pesimiste
si exprimarea frecventd a emotiilor negative sunt mai predispusi la trdirea singuratatii. Din
punct de vedere psihologic, aceasta relatie poate fi explicata prin faptul ca dispozitiile afective
negative reduc atractivitatea interpersonala si limiteaza initierea si mentinerea relatiilor sociale
functionale.

In continuare, au fost identificate corelatii negative semnificative intre singuratate si
acceptarea de sine (r = -0,69, p <0,01), precum si intre singuratate si acceptarea celorlalti (r =
-0,67, p < 0,01), ambele depasind pragul critic si fiind semnificative. Aceste rezultate
subliniazd importanta imaginii de sine si a atitudinilor fatd de ceilalti in prevenirea
sentimentului de izolare. O imagine de sine pozitiva faciliteazd increderea in propriile
capacitati si creste probabilitatea stabilirii unor relatii interpersonale satisfacdtoare, in timp ce
o0 perceptie negativa poate genera distorsiuni cognitive si relationale, contribuind la retragere
sociala si singuratate.

De asemenea, analiza a evidentiat o corelatie negativda moderatd intre singuratate si
internalitate (r = -0,55, p < 0,01), coeficient care depaseste pragul critic si este semnificativ
statistic. Acest rezultat indica faptul ca studentii care manifesta un locus de control intern mai
pronuntat, percepandu-se ca agenti activi ai propriilor actiuni si rezultate, tind sa experimenteze
niveluri mai reduse de singuratate. Internalitatea favorizeaza asumarea responsabilitatii si
implicarea activa in relatii si activitati sociale, reducand astfel riscul izolarii.

In ceea ce priveste scalele dominanti (r =-0,39, p <0,01) si evadare (r= 0,39, p<0,01),
ceea ce indica existenta unor relatii semnificative statistic. Corelatia negativa dintre singuratate
s1 dominantd sugereazd ca persoanele mai asertive si mai active in interactiunile sociale sunt
mai putin predispuse la singuratate. In schimb, corelatia pozitiva dintre singuritate si evadare
indica faptul ca tendinta de evitare a problemelor si retragerea din situatii dificile sunt asociate
cu cresterea sentimentului de izolare.

Concluzii si discutii
Astfel, studiul realizat ne permite sa tragem urmatoarele concluzii:

1. Peste 50% dintre studentii din anul I din esantionul cercetat experimenteaza
singuratatea, fie constant, fie in perioadele cu probleme de adaptare sporite. Unul din
patru studenti experimenteaza un nivel ridicat de singuratate subiectiva.

2. Studentii din anul I sunt mai predispusi sa experimenteze doua tipuri de singuratate:
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alienanta si disociativa. Prima este asociata cu o tendintd de a reduce contactele sociale
in situatii dificile de viata, ,,retragandu-se in sine”. Cea de-a doua este asociatd cu un
dezechilibru intre mecanismele de identificare si izolare si schimbarea bruscd a
acestora.

3. Au fost constatate diferente semnificative in majoritatea caracteristicilor cheie ale
adaptabilitatii Intre studentii cu cote inalte ale singuratatii si cei cu cote scazute. Acest
lucru sugereaza ca trasaturile de personalitate care complica adaptabilitatea sunt un
factor important care genereaza riscul de singuratate intensa.

4. Rezultatele analizei corelatiei indicd cd studentii cu cote inalte ale singurdtdtii se
descurca mai greu cu problemele de adaptare. Mai mult, acestea sunt caracterizate in
principal prin indicatori normativi ai trasaturilor de personalitate adaptiva. Drept
urmare, se poate concluziona cd singuratatea interfereaza semnificativ cu realizarea
potentialului adaptativ al studentului. In ansamblu, rezultatele analizei corelationale
confirma existenta unui model coerent de relatii Intre singuratate si variabilele adaptarii
psihosociale, toate corelatiile relevante fiind semnificative la nivelul p < 0,01. Aceste
constatari evidentiaza faptul cd singurdtatea nu reprezintd un fenomen izolat, ci este
profund interconectatd cu dimensiuni esentiale ale functiondrii psihologice, precum
adaptabilitatea, echilibrul emotional, imaginea de sine, relatiile interpersonale si locusul
de control. Cu toate acestea, relatia cu aceste variabile este mai putin pronuntata decat
in cazul celorlalti indicatorilor de adaptare psihosociald. Nivelurile mai ridicate de
initiativd in interactiunea cu mediul social sunt, In general, pozitive pentru reducerea
riscului de a experimenta singuratatea. Intensitatea mai slaba a acestei relatii poate fi
explicata prin faptul ca, in unele cazuri, dorinta de dominare are ca rezultat o luare
insuficienta in considerare a intereselor celorlalti participanti la interactiune. Indicatorii
nivelului de experimentare a singuratatii si ai evadarii sunt direct legati.

In perioada de adaptare, studentii din anul I trebuie si rezolve multe probleme noi.
Dispozitia personald de a evita problemele sau de a procrastina, améanand rezolvarea
problemelor ,,pentru mai tarziu”, joaca un rol distructiv in multe relatii. Cu cat sunt mai multe
probleme nerezolvate, cu atat mediul este mai nefavorabil, alienarea de acesta si sentimentele
de singuratate. Intensitatea mai mica a acestei conexiuni poate fi explicata prin faptul ca
experienta esecului 1n rezolvarea unei probleme este uneori mai distructiva pentru bunastarea
emotionald decat evadarea in iluzie.
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Abstract: Whether we are aware of it or not, power is a major component of interpersonal
communication, shaping how individuals influence one another and how they enact roles within
relationships. In this article we shall look at definitions of power, explore sources and types of power
in interpersonal communication, as well as power characteristics. Culture has an enormous impact on
human interaction; therefore, we shall also examine differences in what makes some people more
powerful than others in various cultural contexts. On the whole, this article will argue that power is not
a fixed attribute possessed by individuals, but emerges from the dynamics of social participation in
everyday exchanges, being, in fact, co-constructed by interactants during communication.

Keywords: power, interpersonal communication, types of power, culture, power characteristics

Introduction
Power in interpersonal communication is a foundational dimension of human

interaction, shaping how individuals influence one another, and construct social reality, since
it determines whose voice is heard, whose perspectives are validated, and how meanings are
negotiated in everyday interactions. Scholarly interest in power has expanded significantly
across disciplines, including sociology, communication studies, and social psychology. In
interpersonal contexts, power manifests through language, nonverbal behavior, and
interactional control, influencing both the process and outcomes of communication.
Importantly, power is not inherently negative; it can enable coordination, leadership, and
effective decision-making. However, when misused, it can lead to manipulation, inequality,
and relational breakdown.

This paper examines power in interpersonal communication through a comprehensive lens.
It explores communicative manifestations of power, and emphasizes the critical role of culture
in shaping power dynamics. The paper addresses the following research questions: (1) How is
power conceptualized and theorized in interpersonal communication? (2) Which are the
sources of power? (3) How do cultural factors shape power relations?

I Theoretical Perspectives on Power in Interpersonal Communication

Power in interpersonal communication has been defined in various ways, but a widely
accepted definition is the ability of one individual to influence the attitudes, beliefs, or
behaviors of another (French & Raven, 1959). Multiple definitions emphasize the potential to
affect behaviors and outcomes in interactions: “Power is typically defined as having the ability
and potential to influence others as well as to resist the persuasive attempts of others”
(Guerrero& Floyd 2008:134). Furthermore, Solomon & Theiss (2022:436) underline the
capacity to govern one’s own actions and choices, thus making autonomous decisions:
”Interpersonal power is the ability to affect one’s own outcomes and another person’s
behaviors, attitudes, and outcomes”. Scholars argue that, even if we are conscious of it or not,
power dynamics are part of all our relationships. Hargie & Dickson (2004:339) claim that
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beyond definitions and the amount of truth contained in different assertions, “it is clear that
power is a core determinant for gaining compliance in many contexts”. Martin (2005) explains
that power influences what somebody does, when they do it, and with whom they do it. It
influences the selection of friends, romantic and family relationships, as well as workplace
relationships. Men in positions of power appear “sexy” to women as well as to other men.
Consequently, the question arises: which are the roots or sources of power? With reference to
North-American society, DeVito (2014:17) states that in interpersonal relationships, the more
powerful person is usually the one who is more attractive or the one who has more money. In
other cultures, however, the determinants of power may vary, encompassing an individual’s
family background, age, education, or wisdom. According to research, power can be classified
into six types: legitimate, referent, reward, coercive, expert, and information or persuasion.
(French & Raven, 1968; Raven et.al., 1975).

Legitimate power refers to the authority granted through a designated role and established
policies, enabling an individual to direct or influence others’ actions. In short, the power resides
in the position; the holder of the power is in authority, having a legitimate right to request
certain types of compliance. Thus, legitimate power may be held by a police officer, a judge,
an employer, a manager, a teacher, an instructor, a supervisor, elected officials, etc. People will
comply because those in charge have the power to administer rewards or punishments.
Legitimate power is attached to the role, not the person. It must be noted, however, that this
type of power persists only while the individual is performing their official duties; once they
are off duty or have retired, it is relinquished.

Referent power refers to the influence people have when others want to be like them.
Referent power holders are admired, respected and have prestige. Chesebro (2014:94) states
that this type of power stems from developing strong, positive (working) relationships with
others: “When a good relationship has been established, it becomes less necessary to appeal
to coercive, reward, or legitimate power”. People will comply out of respect and admiration;
this could be the case with best friends, or of children with parents or older siblings. Celebrities
have this power because their fans admire them. According to Hargie & Dickson (2004:342),
“The widely used marketing technique of product endorsement by well-known and popular
personalities is a good example of the use of referent power. (...) Sports stars are paid fortunes
just to wear or use a certain product, as the producers know this will trigger enormous referent
group sales from those who wish to emulate their hero”. This is connected to the power of
one’s reference group —people are influenced by those they identify with, like and to whose
social group they aspire.

Hargie & Dickson argue that, in the same vein, hotels and restaurants often display signed
photos of notable and distinguished guests, which suggests that being in such a place means
being part of an exclusive, “in” crowd.

Reward power refers to the ability to influence others by providing or withholding valued
benefits or incentives that the recipient cannot easily obtain from someone else. According to
DeVito (2014:17), rewards may be material (money, promotion, jewelry) or social (love,
friendship, respect). Starting from the truth in the maxim ‘what gets rewarded gets done’,
Hargie & Dickson(2004:340) comment that we learn about the power of reward administration
from an early age, as young children come to understand that their parents control access to
things they value, and they usually need to complete certain tasks to obtain them. Later on,
teachers have reward power over students, employers over employees, etc. Richmond &
McCroskey (2009:93) argue that reward power is about administering rewards or removing
punishments. Though rewards are more appealing than punishments, they function in a similar
way by securing compliance. When the reward is no longer available, the compliance typically
fades. Additionally, rewards can become less effective over time as they become commonplace
and expected, thus their impact gradually diminishes.
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Coercive power refers to the capacity to influence others’ behavior through threats,
sanctions, punishments or other adverse consequences. As opposed to reward power, it is
rooted in someone’s ability to physically or psychologically punish their partner. The person
who can inspire fear has coercive power as they make clear the negative consequences that are
likely to follow noncompliance. School or playground bullies have coercive power, as well as
abusive spouses, judges over defendants, teachers over students, parents over children, etc.
Hargie & Dickson (2004:341) point out that there is a ““symbiotic relationship between reward
and coercive power”’; those who can reward us, can also punish us by withholding the rewards.
Expert power refers to the influence an individual has, derived from their recognized expertise,
skills, or specialized knowledge (on a given topic), which others see as valuable. People are
more likely to comply when they view someone as a credible and knowledgeable source. This
perception of expertise tends to be domain-specific - somebody may be seen as an expert in a
certain area, but not in others. When we demonstrate strong knowledge in a particular field,
others are more likely to acknowledge and respond to our expert authority. People who have
expert power can be doctors, teachers, stockbrokers, attorneys, sales assistants, trainers,
instructors, electricians, etc.

Information or persuasion power refers to the capacity to influence others through access
to, control over, or the strategic use of information. If someone has the ability to communicate
in a logical or persuasive manner, they have this type of power. Researchers and scientists fall
into this category because they are viewed as informed and critical thinkers (DeVito, 2014). In
the case of information power, the content of the message is of great importance. Hargie &
Dickson (2004:341) assert that here, “Those who are ‘in the know’ are in a privileged position.
The holders of information that is ‘inside’, ‘top secret’, ‘classified’, etc. have considerable
power - they can keep this secret or share it with others”. Hence, the saying “Information is
power”. The two scholars explain that even bribery and blackmail are based on the premise
that someone has (access to) information which others either seek to obtain or wish to keep
concealed.

All things considered, legitimate, reward and coercive types of power derive from the
agent’s capacity to determine and regulate the target person’s outcomes, while referent, expert
and information types of power are related to influence, as the target individual makes the
decision to cooperate.

1. Culture and Power in Interpersonal Communication

Culture plays a crucial role in shaping how power is perceived and enacted in interpersonal
communication. One of the most influential frameworks for understanding cultural differences
in power was proposed by Geert Hofstede, a prominent Dutch anthropologist in the 1980s. In
his highly cited studies, he developed a theory based on cultural dimensions that explained the
influence of culture upon behaviors and values within a given society. Using factor analysis,
Geert Hofstede examined data from an international survey on IBM employees, conducted
between 1967 and 1973. Based on the results, he initially identified four dimensions of cultural
values: individualism - collectivism, power distance, masculinity - femininity, and uncertainty
avoidance. Two additional dimensions - long-term orientation and indulgence versus self-
restraint - were subsequently incorporated into the framework. (Hofstede, 2001; Hofstede
&Bond, 2016)

Starting from Hofstede’s research, we shall address power distance as the degree to which
less powerful members of a society accept unequal power distribution. Lustig & Koester
(2010:114) point out, that “one of the basic concerns of all cultures is the issue of human
inequality” and argue that, despite the widely spread statement that “all men are created equal”
(see also the U.S. Declaration of Independence), individuals within any given culture do not
have equal levels of status or social power. There are many factors which make one person or
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another more powerful: “Depending on the culture, some people might be regarded as superior
to others because of their wealth, age, gender, education, physical strength, birth order,
personal achievements, family background, occupation, or a wide variety of other
characteristics. Cultures also differ in the extent to which they view such status inequalities as
good or bad, right or wrong, just or unjust, and fair or unfair. That is, all cultures have
particular value orientations about the appropriateness or importance of status differences
and social hierarchies” (Lustig & Koester, 2010:114). Consequently, Geert Hofstede identified
and analyzed two types of cultures regarding the approach to power: high power-distance
cultures and low power-distance cultures.

In high power-distance cultures, hierarchy is viewed as natural and authority figures are
treated with considerable respect and deference. Countries such as Malaysia, Mexico, Brazil,
India, China, Singapore, and the Philippines are commonly cited as examples of high power-
distance cultures. Power is often concentrated within specific groups (such as the royal family
or the governing political party), while ordinary citizens possess comparatively limited
influence. Individuals in these cultures are socialized to accept hierarchical distinctions,
wherein certain persons or groups are regarded as inherently entitled to greater authority.
Therefore, deference to authority is prioritized over egalitarian principles. Members of upper
social classes are accorded respect and privilege, while those of lower status are expected to
demonstrate deference and humility. Individuals in high power-distance cultures are taught to
perceive an unequal distribution of power as both normal and, at times, desirable (Ting-
Toomey: 1999, 2005). In particular, people occupying lower-status positions are discouraged
from questioning or challenging the decisions, opinions, or directives of those in authority.
When such hierarchical arrangements are broadly accepted across social groups, societies may
experience a reduction in overt social conflict. Upward mobility is considered unnecessary or
should be restricted, on the assumption that individuals already occupy their appropriate
positions within the established social hierarchy. A salient example of this form of stratified
social organization is India’s caste system, in which individuals are born into ascribed social
categories which constrain patterns of social interaction and association.

By contrast, low power-distance cultures emphasize equality and participative
decision-making. People are encouraged to challenge ideas, express opinions freely, and
interact more informally with authority figures. Countries such as Denmark, Sweden, Austria,
Israel, Canada and New Zealand exemplify this cultural orientation. In low power-distance
cultures, people grow up believing that although some individuals may have greater advantages
- like wealth or social status - no one is inherently superior to others. Floyd (2021:45)
emphasizes the fact that this does not automatically mean “that people in such cultures are
treated equally, only that they value the idea that they should be”. They believe in minimizing
social and class inequalities, challenging authority when necessary, reducing hierarchical
structures, and exercising power only when it serves legitimate purposes. Individuals from low
power-distance cultures are more likely to openly disagree with managers, teachers, political
leaders, and others in positions of power. In organizations, managers are often viewed as
facilitators rather than distant authority figures; teamwork and consultation are strongly valued.
Another distinction is that people in low power-distance cultures feel they have more
personal control over their lives. In contrast, individuals in high power-distance cultures are
usually taught that their social status shapes their future opportunities, while many people in
low power-distance cultures are encouraged to believe they can accomplish whatever they wish
to achieve.

There are different perceptions of authority. For instance, in low power-distance cultures,
such as the United States and Canada, individuals are taught to view questioning authority as
both a right and a responsibility, which means it is normal for a child to ask “Why?”” when they
are told to do something by a parent or a teacher, seeking reasons or justifications for adults'

45



actions. In class, students are expected to demonstrate their knowledge of the subject matter,
actively participate in classroom discussions, and, at times, question or challenge the instructor.
Such behaviors would be inappropriate or even forbidden in other cultures, as students are
expected to be modest, polite, and respectful. (Floyd 2021:46; DeVito et.al. 2015:35) In high
power-distance cultures, like India and Japan, children are less likely to question parents or
supervisors, since these societies place strong emphasis on obedience to authority figures. In
such cultures, individuals are typically taught to comply with the directives of parents and
teachers without question.

The languages of high power-distance cultures also reflect sensitivity to hierarchical

distinctions. For example, Chinese and Korean contain distinct lexical terms for familial roles
differentiated by age, such as older brother, eldest brother, younger sister, and youngest sister.
Control and hierarchy are communicated through the forms of address used in interaction.
Depending on the socio-cultural context, people may address physicians, teachers, or
acquaintances either by their first names or through honorific titles such as “Doctor,”
“Professor,” “Mr.,” or “Ms.” In Malaysia, as well as in many other societies, the use of personal
names among adults is relatively uncommon because it may suggest that the individual being
addressed holds a lower social status. Consequently, speakers employ shortened names,
nicknames, or kinship terms. This practice is meant to avoid disrespect, as greater familiarity
in forms of address is associated with lower social rank or diminished social importance. In
cultures that place strong emphasis on hierarchical relationships, including Japan, Korea, and
Indonesia, linguistic systems explicitly encode distinctions related to individuals’ social status
and dominance. (Lustig & Koester, 2010).
In low power-distance cultures, since status and rank are usually underplayed and muted, when
engaging with individuals who hold greater authority, one feels at ease guiding the direction of
the conversation and, when necessary, questioning or challenging those in positions of power.
(Verderber& MacGeorge 2016:82). Additionally, there is no perceived obligation to employ
formal titles when addressing individuals of higher status.

I11.  Defining characteristics of power

Power is generally associated with people who hold formal positions of authority, such as
politicians or law enforcement officers, but it actually permeates everyday life and exists to
varying degrees in all individuals. It influences how people interact, who has control over
decisions, and whose objectives are prioritized during conflicts (Dunbar, 2004). In what
follows we shall examine the defining characteristics of power as suggested by Wilmot&
Hocker (2010).

> Power is always present

We may not think or even like to think that other people have power over us, yet power is
ubiquitous in personal relationships. Mutual influence is a key component of any interaction.
Whenever we communicate, we are exercising a form of power, even if only to gain someone’s
attention. Being in a relationship involves allowing others to influence us while we also
influence them. (Redmond, 2024) Whether we are speaking with a manager, messaging a close
friend, or spending time with our children, power influences all interpersonal relationships.
Sometimes power is shared equally, (as in a friendship), while in other situations it is uneven
(as between a manager and an employee, a parent and a young child, or a dominant and a
submissive partner).

When power is balanced, we have symmetrical relationships. When power is unbalanced,
we have complementary relationships. Sometimes people are not aware of power dynamics
until conflict arises and the existing balance is challenged. For example, a friend in an otherwise
equal relationship may suddenly begin to act controlling, or an employee in a hierarchical
relationship may question a manager’s decision. (McCornack, 2010:290) Scholars draw
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attention that the power dynamics within a relationship can shift over time. For instance,
parent-child relationships are typically complementary when children are young, but as
children grow into adulthood, these relationships often become symmetrical. (Floyd, 2021)

> Power can be used ethically or unethically

Power itself is neither positive nor negative. Its effects, nonetheless, depend on how it is
exercised, as it can have good or bad consequences for those involved. If the power dynamics
is healthy or sick in a relationship, depends on both partners’ communication abilities and on
whether the partner with greater power uses it ethically or not. (Floyd, 2021:287) Research
shows that many successful marriages, family relationships or lasting friendships are
complementary. In these relationships, one person controls more resources and has more
influence over decisions than the other. However, the person with greater authority uses that
power responsibly, aiming to support both individuals and strengthen the relationship. In
contrast, in other relationships there is misuse of power. The dominant partner can act
unethically or carelessly, using their position to control or intimidate the other person. For
instance, a supervisor might threaten an employee’s job to coerce them into a sexual
relationship, or an abusive husband may warn his unhappy wife that she will lose contact with
their children if she leaves him. (McCornack, 2010: 291) Though it would be ideal if power
were used to benefit everyone, it is often exercised in selfish or unjust ways (see, for instance,
the three common examples of the misuse of power in interpersonal relationships: sexual
harassment, bullying, and power plays).

» Power is granted

People do not exercise authority solely because of social status or personal traits; instead,
their power depends on whether others acknowledge, reinforce, or comply with their actions.
McCornack (2010: 291) states that: “Power does not reside within people. Instead, it is granted
by individuals or groups who allow another person or group to exert influence and control
over them”. This means power is negotiated within relationships. For example, a speaker may
attempt to dominate a conversation through assertive language, expertise, or emotional
persuasion, yet such strategies are only effective if interlocutors interpret them as legitimate or
credible. Participants actively contribute to the distribution of influence by validating or
resisting authority during interaction. Power is also context-specific; most forms of power apply
only within particular situations. A boss may have authority over us in the workplace, but that
authority does not extend into our personal life. In the same way, a doctor has the authority to
provide medical advice and prescribe treatment, but not to direct our financial decisions,
educational choices, or religious beliefs, since those areas fall outside their expertise. These
examples show that power is generally restricted to specific domains or contexts. (Floyd
2021:367) Additionally, power is circumstantial; it depends on the situation and can change
over time. As our needs evolve, the level of power people have over us also shifts. (Redmond
2014:190) For instance, during childhood, we rely heavily on parents and other adults for
support and guidance, but as we grow older, we gain skills and independence and we become
less dependent on them, which reduces their power. In this way, the balance of power in
relationships continually changes based on circumstances and stages of life.

» Power influences conflicts

If we look past the specific words and actions involved in most conflicts, we will discover
an underlying struggle for power. The questions underneath are: Who holds the most influence?
Who has control over the resources, decisions, and emotions at stake? Floyd (2021:370) argues
that whether it is siblings arguing about who gets to use a shared car, neighbors disputing
property lines, or drivers competing for the last available parking space, these situations all
revolve around the same issue: who has the right to control resources? People compete to
determine whose goals will succeed, using whatever influence they possess to advance their
own interests. Yet, as McCornack (2015: 182) points out, power struggles rarely produce
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outcomes that benefit everyone involved. As the author suggests, a more productive approach
is to move beyond the need for control and instead work together to resolve the conflict
collaboratively. While power is always part of relationships, we only become aware of it when
someone disrupts the balance of power we expect.

Conclusion

As argued above, power is a fundamental dimension of interpersonal communication.
The perspectives explored throughout this article demonstrate that power is not a fixed trait of
an individual, but rather a dynamic, continuously constructed process (see the six types of
power: legitimate, referent, reward, coercive, expert, and information or persuasion).

The discussion of culture and power further highlights that interpersonal
communication cannot be understood independently of cultural context. Cultural norms
determine how power is expressed, interpreted, and accepted within relationships. In high
power-distance cultures, authority and hierarchy may be viewed as natural and desirable,
whereas low power-distance cultures encourage equality, openness, and participatory dialogue.
These influences demonstrate that power is not universal in its expression; instead, it is socially
and culturally negotiated. As globalization and intercultural interaction continue to intensify,
understanding the relationship between culture and power becomes very important for effective
communication in diverse personal, academic, and professional environments.

The defining characteristics of power discussed in this article reinforce the idea that
power is multidimensional, context-dependent, and constantly evolving. Importantly, power is
rarely static; it shifts according to relational dynamics and situational contexts. Interpersonal
communication, therefore, serves not only as a channel through which power is exercised, but
also as a mechanism through which power can be challenged or redistributed. This nature of
power emphasizes the importance of awareness in communication practices, particularly in
relationships characterized by inequality or imbalance.

The study of power in interpersonal communication provides valuable insight into
human interaction and social organization. A deeper understanding of the process allows us to
recognize patterns of influence, improve relationships, and promote more ethical and equitable
interactions. Future research may continue to explore how technological communication,
digital media, and changing social norms transform power dynamics, further expanding our
understanding of interpersonal communication in nowadays society.
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DEVELOPING PROFESSIONAL SKILLS AMONG YOUNG SPECIALISTS IN
NEUROPSYCHOLOGY

Victoria Maximciu
Lecture, PhD, ,lon Creanga” Pedagogical State University, Chisindau, Republic of Moldova

Abstract: Recently, there has been an upward trend in the number of children with special educational
needs, which has led to a significant increase in the demand for qualified psycho-educational support.
One of the cornerstones of professional competency development for future specialized educational
psychologists is the study of neuropsychology. Theoretical research has revealed that this issue has not
been sufficiently addressed in the specialized literature. The aim of this research is to develop a
methodological model for training young professionals in neuropsychological skills. This model is
designed based on the purpose, objectives, and fundamental principles of the discipline, as well as the
expected outcomes, and includes both theoretical and practical components. The article analyzes the
course curriculum. The structure of each seminar session includes the topic, objective, and questions,
and provides practical exercises such as drawing diagrams, formulating explanations by filling in
tables, identifying errors in texts on the relevant topic, and analyzing clinical cases. As part of the
clinical case analysis, the student must: identify the disorder of higher mental functions, determine the
location of the process, propose assessment tools and describe them, and propose neuropsychological
intervention methods. To facilitate a better understanding and retention of the characteristics of
disorders of higher mental functions, the following teaching methods are used: dramatizing disorders
of higher mental processes, conducting neuropsychological testing in pairs through role-playing,
writing essays on assigned topics, and performing a neuropsychological assessment of a child,
familiarization with selected works by the researcher A. P. Luria.

Keywords: development, skill, neuropsychology, model methodic, curriculum, practical application.

Formarea personalului in sistemul de invatamant are o importantd strategicd pentru
viitorul tarii. In acelasi timp, in cadrul sistemului au loc schimbiri constante ale dezvoltarii
socio-economice, cataclisme sociale, modificarea normelor morale si etice, elaborarea si
implementarea unei noi politici educationale, lipsa de gandire si supraincarcarea programelor
scolare, modificarea structurii tulburdrilor psihice cu cresterea frecventei tulburdrilor complexe
in dezvoltarea psihofizica, probleme de interactiune cu parintii si modalitdti de rezolvare a
acestora. Unele dintre acestea necesita o atentie speciala din partea specialistilor, dar adesea nu
exista suficienti specialisti.

In Republica Moldova, sistemul educational modern necesiti actualizarea
cunostintelor, abilititilor si competentelor pentru lucrul cu copiii si adultii cu nevoi
educationale speciale (CES), inclusiv cu tulburari de dezvoltare. Conform Biroului National de
Statisticd, se constatd o crestere a numarului de copii cu tulburari de dezvoltare; prezentdm
datele din tabel pentru ultimii 5 ani [8].
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Tabelul 1
Numirul copiilor cu tulburiri de dezvoltare in ultimii 5 ani in Republica Moldova

2020 | 2021 | 2022 | 2023 | 2024
Copiii cu 10684 | 10429 | 10567 | 10936 | 11351
dizabilitdti  cu varsta de pana la
18 ani
Forme
Severa 4865 | 4643 | 4863 | 4995 | 5264
Accentuatd 3735 | 3604 |3478 | 3527 | 3731
Media 2084 | 2182 | 2226 | 2414 | 2356

Datele aratd ca se observa o crestere a numarului de copii cu tulburari de dezvoltare si,
in consecintd, apare o cerere de asistentd psihopedagogica calificata. Cu toate acestea, in ciuda
acestei necesitati acute, sistemul de invatdmant superior nu este pregatit sa raspunda sincronizat
cerintelor sistemului educational modern al tarii.

Una dintre bazele fundamentale ale dezvoltarii competentelor profesionale pentru
viitorii psihopedagogi specializati este studiul neuropsihologiei. Importanta neuropsihologiei
in pregatirea specialistilor este semnificativa; pe de o parte, aceasta permite intelegerea a ceea
ce se intdmpld cu functia psihicd superioara afectatd si cu functiile psihice superioare
interconectate cu aceasta, iar pe de alta parte, permite efectuarea unei evaluari neuropsihologice
si elaborarea unui program individual.

Conform cercetdrii teoretice, lucrarile dedicate elaborarii modelelor metodologice de
pregitire a viitorilor specialisti cu competente neuropsihologice sunt insuficiente [1,2,6]. In
general, cea mai mare parte a literaturii este dedicata aplicarii abordarii neuropsihologice la
elevii cu probleme de invdtare sau cu anumite sindroame, dar existd studii care indica
necesitatea aplicarii abordarii neuropsihologice de catre pedagogi in lucrul cu copiii cu nevoi
educationale speciale [3,4,5].

Scopul cercetarii este elaborarea unui model metodic de pregatire a tinerilor specialisti
cu formarea competentelor neuropsihologice.

Competenta este capacitatea de a aplica abilitatile si cunostintele in practicd. Prin
urmare, vom incepe cu caracteristicile de bazd ale disciplinei (scopul, obiectivele, rezultate
planificate) si vom prezenta apoi continutul modelului metodologic de formare a competentelor
neuropsihologice.

Cursul are ca obiectiv: familiarizarea studentilot cu bazele teoretice si metodele
neuropsihologiei, precum si cu cunostintele privind principalele sindroame in neuropsihologie
ale tulburarilor functiilor mentale superioare si factorii neuropsihologici afectati care stau la
baza acestor sindroame.

Principalele obiective ale disciplinei sunt:

> sistematizarea cunostintelor studentilor cu privire la bazele teoretice ale
neuropsihologiei;
familiarizarea studentilor cu metodele de diagnostic In neuropsihologi si interpretarea
erorilor identificate in urma aplicarii acestora;
formularea principiilor de construire a unui studiu de diagnostic neuropsihologic;
familiarizarea cursantilor cu principalele tipuri de sindroame neuropsihologice si
factorii cu care sunt asociati;

eqge ey
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Rezultatele planificate ale invatarii disciplinei includ:

- cunostinte — crearea imaginii In ansamblu asupra pozitiilor general acceptate si
controversate in intelegerea sistemica a structurii functiilor psihice ale creierului; -
asupra organizdrii functionale a creierului si a principiilor de baza ale activitatii psihice
n stare normala si in cazul leziunilor locale ale creierului;

- abilitati - stie sa analizeze problemele legate de sarcinile neuropsihologiei;

- experientd practica — detine cunostinte si le aplicA in cazul sindroamelor
neuropsihologice ale structurilor corticale si subcorticale ale creierului.

Este important sd ne amintim ca sprijinul neuropsihologic pentru copiii din programele
educationale speciale se bazeaza pe principiile fundamentale ale neuropsihologiei copilariei,
conform lui A.V. Semenovich [7]:

» functionarea creierului poate fi analizatd numai in contextul comportamentului;

» formarea organizarii cerebrale a proceselor psihice corespunde schemei: de jos in sus
(de la formatiunile subcorticale catre cortex); de la dreapta la stanga (de la emisfera
dreaptd cétre cea stangd); de la spate in fatd (de la partile posterioare cétre cele
anterioare);
reciproca prin intermediul interactiunii interemisferice;
somatognozia (perceptia schemei propriului corp ca un intreg) are o importanta
decisiva pentru om, comparabila cu vorbirea;
dezvoltarea psihicd este un proces dinamic, organizat ierarhic si sistemic, iar
,caderea” oricarei verigi se reflecta asupra activitatii sistemului in ansamblu;
in cursul ontogenezei se modifica structura si organizarea functiilor psihice si
interactiunea acestora;
mobilitatea organizarii cerebrale a functiei psihice permite includerea in sistemul
acesteia a zonei cerebrale care o sustine.

La Facultatea de Psihologie si Psihopedagogie Speciald, neuropsihologia se preda de peste
patruzeci de ani in cadrul specializarii psihopedagogie speciala, atat la sectia cu frecventa zi,
cat si la cea cu studii la distantd, precum si in cadrul programului de masterat Logopedie. Cu
toate acestea, in cadrul activitatii noastre ne confruntdm cu o serie de probleme: cunostinte
insuficiente Tn domeniul anatomiei si fiziologiei sistemului nervos , neintelegerea importantei
continutului materialului pentru activitatea practica, contingent redus de studenti, o plasare nu
tocmai corecta a disciplinelor de studiu in planul de Invatdmant. La noi, neuropsihologia se
preda in primul semestru al anului intai, ceea ce este gresit incad de la inceput. Studentii trebuie
sa studieze anatomia si fiziologia sistemului nervos, psihologia generala, psihologia
dezvoltarii, psihologia speciala si pedagogia speciala.

Pentru a imbunatati calitatea predarii acestei discipline, am decis sa studiem programele
de studiu din alte tari pentru aceasta disciplind. Am analizat programa de studiu a Institutului
de Psihanalizd din Moscova, a Universitatii ,,Petre Andrei” din lasi si a Universitatii Babes-
Bolyai din Cluj-Napoca. Dupa analizarea tuturor programelor de studiu, am decis sa
imbunatatim programa noastra de studiu pentru aceasta disciplind, incluzand elemente mai noi.
Analizand fiecare punct al curriculumului pe unitdti de invatdmant, am decis sa ne oprim mai
detaliat asupra continutului unitatilor de invatamant individuale.

vV V V VvV 'V

1. Anatomia functionala a sistemului nervos central

Creierul in dezvoltare. Filogeneza si ontogeneza sistemului nervos. Dezvoltarea
principalelor sisteme functionale ale creierului. Evolutia creierului in functie de varsta.
Principiile heterocroniei in dezvoltarea creierului. Organizarea sistemico-functionala a
activitatii cerebrale. Perioade critice in dezvoltarea creierului. Dezvoltarea functiilor
neuropsihice in conditii patologice.
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Prezentare generald anatomica a sistemului nervos. Neuronul, sinapsa, nevroglie.
Emisferele cerebrale. Cortexul emisferelor cerebrale. Zona subcorticald. Trunchiul cerebral.
Nervii cranieni. Maduva spindrii si nervii spino cerebrali. Sistemul nervos vegetativ. Prezentare
generald a cdilor de conducere. Alimentarea cu sange a creierului. Meninge. Ventricule
cerebrale. Activitate nervoasa superioard. Functii corticale superioare.

2. Bazele teoretico-metodologice ale neuropsihologiei

Neuropsihologia ca domeniu al cunoasterii si practicii psihologice. Caracteristicile generale
ale neuropsihologiei si locul acesteia in sistemul cunoasterii stiintifice. Neuropsihologia ca
stiintd a mecanismelor cerebrale ale psihicului sau a organizarii cerebrale a activitatii psihice
pe baza materialului neuropsihologic.

Istoria dezvoltarii disciplinei: conceptiile lui Luria: antilocalizationismul, localizationismul
restrans, abordarea eclectica. Cercetarile lui P. Broca, K. Wernicke, P. Flourance, F. Golz, G.
Head, K. Monakov si altii. Importanta abordarii cultural-istorice a lui L.S. Vygotsky pentru
neuropsihologia rusd. Conceptul de functii mentale superioare si trasaturile sale distinctive.
Etapa de cercetare din perioada postebelica a lui A.R. Luria. Importanta experientei de lucru in
spitalul de evacuare din Kisegaci pentru formularea postulatelor neuropsihologiei
fundamentale. Cercetdrile postbelice. Principalele studii si monografii ale lui A.R. Luria.
Directiile ale neuropsihologiei contemporane si semnificatia lor practicd. Neuropsihologia
copildriei, neuropsihologia diferentelor individuale, neuropsihologia de reabilitare,
neuropsihologia experimentala.

3. Teoriile fundamentale ale neuropsihologiei

Prevederi si principii ale teoriei localizarii dinamice sistemice a functiilor mentale
superioare de L.S. Vygotsky — A.R. Luria. Concepte de sistemicitate, dinamism, localizare
cronogend, lateralizare progresiva si participarea obligatorie a cortexului prefrontal la
implementarea functiilor mentale superioare. Trei blocuri ale sistemului nervos central: blocul
de reglare a tonusului si a starii de veghe (primul), blocul de receptionare, procesare si stocare
a informatiilor exteroceptive (al doilea) si blocul de programare, reglare si control (al treilea).
Structura si interactiunea blocurilor. Caracteristici biochimice ale blocurilor. Caracteristici ale
genezel morfofunctionale a blocurilor si psthogenezei in general.

4. Analiza neuropsihologica a tulburarilor functiilor mentale superioare in cazul

leziunilor locale ale creierului

Tulburari de atentie: modale specifice si modale nespecifice.

Tulburdri ale proceselor gnostice: agnozii vizuale, agnozii auditive, agnozii tactile.
Evaluarea gradului de exprimare a agnoziilor. Agnozii din emisfera dreaptd si din emisfera
Tulburari ale proceselor intelectuale, problema clasificarii si specificitatii laterale a acestora.

Problema clasificarii afaziilor: abordarile lui A.R. Luria si L.S. Tsvetkova. Afazii aferente
si eferente: localizarea leziunilor cerebrale corespunzatoare, tulburari primare si secundare.

Tulburéri emotionale si de personalitate. Tulburdri emotionale si de personalitate asociate
cu leziuni ale structurilor mediane nespecifice: clasificare, specificitate si simptome. Tulburari
de personalitate asociate cu leziuni ale cortexului frontal.

Trasaturi specifice ale tulburarilor emotionale si de personalitate asociate cu leziuni ale
emisferelor drept si stang. Miscari si actiuni voluntare afectate. Clasificari ale apraxiei.
Taxonomia lui G. Lipmann. Clasificarea lui Lurie: apraxie cinetica, kinestezica, reglatoare si
spatiala. Localizarea tulburarilor cerebrale corespunzatoare.
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5. Analiza sindromicad a tulburirilor functiilor psihice superioare. Problema

factorilor in neuropsihologie

Caracteristici generale. Conceptul de factor. Niveluri de analizd a factorilor
neuropsihologici. Tipuri de factori.

Sindroame de afectare a cortexului occipital si occipitoparietal. Localizarea deficientelor
primare. Asimetria functionald a agnoziei. Alexia opticd unilaterala. Atentie vizuala afectatd
(specifica modalitatii) (ambele emisfere). Analizd si sintezd optico-spatiald afectata.
Apractognozie. Afazie optico-amnestica.

Sindroame de afectare a TPO - sindroame de afectare a cortexului temporoparieto-
occipital. Localizarea deficientelor primare. Relatii ,,cvasi-spatiale”. Afazie semantica.
Acalculie primara. Deficienta intelectuala. Caracteristici ale asimetriei functionale.

Sindroame de afectare a cortexului parietal. Sindromul parietal inferior: agnozie tactila,
agnozie digitala, afazie motorie aferenta, apraxie kinestezica. Sindromul parietal superior:
somatoparagnozie, anosognozie. Tulburarea memoriei tactile, inatentia tactila.

Sindroame de afectare a cortexului convexital al lobului temporal. Localizarea
deficientelor primare. Lezarea lobilor temporali ai emisferelor stanga si dreapta.

Sindroame de afectare a lobului temporal mediobazal. Tulburarea memoriei modal-
nespecifice. Tulburarea emotionala. Tulburarea constiintei.

Sindroame de afectare a cortexului premotor. Localizarea deficientelor. Perseverantele.
Afazia motorie eferentd. Afazia dinamica.

Sindroame de afectare a cortexului prefrontal. Sindroame convexitale prefrontale (sau
sindroame ,,frontale” clasice). Caracteristicile cursului. Specificitatea simptomelor. Sindroame
prefrontale mediobazale.

6. Importanta asimetriei functionale a creierului in psihopedagogia speciala
Conceptul de asimetrie functionald. Asimetria functionald: noi posibilititi in
psihopedagogia speciald. Disfunctii ale emisferei drepte. Stangacia ca fenomen de statut atipic

al interactiunilor interemisferice umane.

7. Caracteristicile afectarii anumitor structuri cerebrale cu consecinte asupra
dezvoltarii cognitive si comportamentale
Rolul cerebelului in dezvoltarea tulburarilor cognitive si comportamentale. Interactiunile
fronto-subcorticale in dezvoltarea tulburarilor cognitive si comportamentale la copii.
Disfunctia neurologicad usoara ca posibil marker al tulburarilor cognitive si comportamentale
la copii.

8. Metode de diagnostic neuropsihologic

Analiza anamnezei obiective si caracteristica generald a pacientului. Planificarea
examinarii neuropsihologice si evaluarea organizarii laterale a functiilor pacientului. Metode
de evaluare a organizarii laterale a functiillor psihice la adulti si copii. Examinarea
neuropsihologicd ca analiza factoriald: clasificarea factorilor si recomandari principale.
neuropsihologica si intocmirea concluziilor. Examinarea sferei cognitive a pacientului.
Organizarea cerebrald si metodele de examinare a atentiei, gnozei, memoriei, proceselor
cantitative privind indeplinirea sarcinilor de cétre copii si adulti.

Evaluarea vorbirii pacientului. Analiza psiholingvistica a activitatii vorbirii. Organizarea
creierului si clasificarea tipurilor si formelor de activitate a vorbirii. Metode de studiere a
vorbirii expresive si receptive, orale si scrise conform lui A.R. Luria si E.D. Khomskaya.
Sisteme alternative pentru diagnosticarea tulburarilor de vorbire.
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Investigatia sferei emotional-personale a pacientului. Nivelurile sferei afective umane si
organizarea acesteia in creier. Rolul structurilor nespecifice In sustinerea proceselor
emotionale. Al treilea bloc functional: emotiile si personalitatea. Metode neuropsihologice si
psihologice generale pentru diagnosticarea starii sferei emotional-personale. Posibile aplicatii
ale metodelor de testare: studierea anxietatii si depresiei. Instrumente proiective si aplicarea lor
n diagnosticul neuropsihologic: testul Luscher, tehnici de desen etc.

Investigatia praxisului: strategie si instrumente metodologice. Organizarea miscarilor pe
niveluri a lui Bernstein: semnificatia practica a conceptului pentru practica neuropsihologica.
Luarea in considerare a starii neurologice a pacientului. Evaluarea cineticii, kinestezicii,

eqe vy

al apraxiei.

9. Neuropsihologia copilului

Sistemo geneza diferitelor structuri si zone ale creierului. lerarhia includerii etape a
sistemelor cerebrale in sustinerea functiilor mentale superioare. Aspecte biologice si sociale in
ontogenezd. Principiul schimbarii in organizarea cerebrald a functiilor mentale superioare.
Principiul heterocroniei; coeficientul de dezvoltare. Principiul competitiei. CaracteristiCi
specifice ale sindromologiei neuropsihologice in copildrie. Plasticitatea sistemelor cerebrale
functionale. Variante de disontogeneza a interactiunilor subcortical-corticale.

10. Interventia neuropsihologica in neurodiversitate

Diagnosticul si interventia ca sistem unitar de insotire psiho-pedagogica a copiilor cu
abateri de dezvoltare. Baza metodologica a interventiei neuropsihologice — teoria lui A.R. Luria
— L.S. Tsvetkova. Teoria lui P. Ya. Galperin. Strategia procesului neuropsihologic in functie
de sindromul neuropsihologic initial al neurodiversitatii si de varsta copilului. Specificul
desfasurarii sedintelor individuale si de grup. Diagnosticul si dezvoltarea abilitatilor de
autoreglare voluntara. Metode de abilitare si reabilitare a capacitatilor cognitive ale copilului.

Predarea disciplinei presupune parcurgerea cursului prin intermediul prelegerilor, al
atelierelor practice, al seminarelor si al muncii individuale a studentilor. Cursurile se desfasoara
in diverse forme, cu scopul de a forma cunostinte, abilitati practice, aptitudini si competente,
fiind insotite de activitati de evaluare.

Fiecare sesiune de seminar este structurata in jurul unui subiect, a unui obiectiv declarat, a
echipamentelor, a intrebarilor si a lucrarilor practice, inclusiv crearea de diagrame,
implementarea explicatiilor, completarea tabelelor si identificarea erorilor in text pe tema
relevanta. La sfarsitul seminarului, studentilor li se ofera intrebari de recapitulare pentru a le
evalua intelegerea materialului si temele pentru lucrul independent. Pentru a intelege si memora
mai bine manifestarile specifice ale deficientelor functiilor mentale superioare, folosim
teatralizarea deficientei si prezentarea testelor neuropsihologice in perechi, folosind jocuri de
afaceri. Tn plus, fiecare student poate dezvolta acasi mai multe intrebari pe componenta
teoreticd sau practica a subiectului, In timp ce se pregateste pentru sesiune, si le poate adresa
oricui doreste din public. Colegii lor de grup isi pun si ei propriile intrebari.

De asemenea, in cadrul seminarelor se realizeaza analiza cazurilor clinice. In acest context,
studentului 1 se pun urmatoarele intrebari: tindnd cont de simptomele descrise, sd determine
care functie psihica superioara este afectatd, ce metode de diagnostic trebuie utilizate pentru a
identifica focarul leziunii, sd propuna un set de instrumente de diagnostic, sd determine care
zone ale creierului au fost afectate.

Practicile sunt organizate cu scopul de a forma abilitati practice la studenti in timpul
studiului materialului teoretic in sala de curs. Cel mai adesea, practicile se desfasoara in sala
de curs, studentii completand un protocol special elaborat pe o tema concretd, care include
sarcini precum desenarea si marcarea, completarea unui tabel.
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Practicile care se desfasoara la sediul institutiei de invatamant. Studentii fac cunostinta cu
copiii, stabilesc contactul cu acestia, colecteazi date anamnestice. Incep si completeze
protocolul de examinare neuropsihologicd (date de identitate, date anamnestice privind
dezvoltarea copilului, anamneza bolii). La urmatoarea vizita la institutie, studentii efectueaza
examinarea neuropsihologica a copiilor succesiv pentru fiecare domeniu (procese gnostice,
praxis, functii simbolice — conform planului cursurilor anterioare).

Recomandari metodice privind realizarea lucrarii individuale. Lucrarea individuala este
realizatd de studenti in conformitate cu tematica aprobatd. Lucrarea individuald constituie un
element al activitatii autonome, de aceea alegerea temei revine studentului. Tnainte de inceperea
lucrarii individuale, studentul trebuie sa se familiarizeze in ansamblu cu sectiunile modulului
prevazute in programa de studiu. Lucrarea de realizare a activitatii individuale incepe cu
identificarea si studierea surselor si a literaturii de specialitate pe tema aleasa. La finalizarea
colectarii si studierii literaturii si a surselor, trebuie elaborat un plan de prezentare a viitoarei
lucrari. Elaborarea planului reprezinta o parte importanta a lucrului la tema. Planul consta intr-
o listd de intrebari care reflectd continutul cercetarii. Este recomandabil sd se includa in plan
cele mai importante aspecte teoretice si practice ale temei, care pot fi detaliate, dacd este
necesar. In plus, folosim si redactarea unui eseu despre una dintre lucrarile stralucitului savant
A.R. Luria (The Mind of a Mnemonist: A Little Book About A Vast Memory, The Man with a
Shattered World: The History of a Brain Wound)

Metodologia de lucru cu studentii cu dizabilitati. Universitatea a creat conditii speciale
pentru ca studentii cu nevoi educationale speciale sd obtind studii superioare in cadrul
programelor sale educationale. Au fost create prevederi speciale pentru a asigura accesul fara
bariere la salile de clasa si alte facilitati pentru studentii cu dizabilitdti si persoanele cu
mobilitate limitatd, tindnd cont de dezvoltarea psihofizica specifica, capacitatile individuale si
starea de sdnatate a acestor studenti. Studentilor cu dizabilitati li se oferd gratuit manuale
speciale, materiale didactice si alte materiale educationale. De asemenea, sunt disponibile
servicii de asistentd pentru a oferi studentilor cu dizabilitati asistenta tehnica necesara, inclusiv
interpreti de limbaj mimico-gestual si interpreti tactili de limbaj mimico-gestual. Invatimantul
superior accesibil si de Tnalta calitate pentru persoanele cu dizabilitati este asigurat prin crearea
de catre universitate a unui set cuprinzator de conditii de invatare necesare pentru aceastd
categorie de studenti. Informatii despre conditiile speciale create pentru studentii cu dizabilitati
sunt disponibile pe site-ul web al universitatii. Pentru educatia elevilor cu nevoi educationale
speciale si afectiuni musculo-scheletice, se asigurd si se imbunatatesc conditiile materiale si
tehnice pentru accesul nestingherit la salile de clasa, grupuri sanitare si alte facilitati, precum
si conditiile de sedere a acestora in aceste facilitdti (prezenta unui lift, rampe, balustrade, usi
largite etc.). Pentru a adapta perceptia materialului de referintd si educational oferit de
programul educational pentru domeniile selectate de instruire de catre elevii cu nevoi
educationale speciale si deficiente de auz, se asigura urmatoarele conditii: pentru o mai buna
orientare 1n sala de clasa, se utilizeaza semnale pentru a anunta inceputul si sfarsitul lectiei (pe
tabla se scrie cuvantul ,,clopotel”); atentia elevului cu deficiente de auz este atrasa de catre
profesor printr-un gest (se pune o mana pe umar, se mangaie usor); atunci cand vorbeste cu
elevul, profesorul 1l priveste, vorbeste clar, in propozitii scurte, facilitand citirea pe buze.
Compensarea dificultatilor de vorbire si dezvoltare intelectuala la studentii cu deficiente de auz
si nevoi educationale speciale se realizeaza prin urmatoarele: utilizarea de grafice, diagrame,
imagini, prezentdri pe calculator cu hyperlinkuri care comenteazd componentele individuale
ale imaginii; utilizarea regulatd a exercitiilor pe graficd care evidentiaza caracteristicile
specifice prin e-mail, dupa cum este necesar. Pentru a adapta materialele de referinta,
educationale si informative oferite de programul de invatamant universitar in specialitatea
aleasa la perceptia studentilor cu nevoi educationale speciale si deficiente de vedere, sunt
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prevazute urmatoarele conditii: site-ul oficial este adaptat tinand cont de nevoile speciale ale
studentilor cu deficiente de vedere, sunt furnizate informatii de referintd cu caractere mari
despre orarul cursurilor; la inceputul anului universitar, studentilor li se prezinta de mai multe
ori cladirea universitatii pentru a memora locatia salilor de clasa si a Incaperilor pe care le vor
folosi; profesorul, interlocutorii sai si cei prezenti se prezinta studentilor, de fiecare data cand
este numitd persoana careia i se adreseaza profesorul; actiunile, gesturile si miscarile
profesorului sunt comentate pe scurt si clar; informatiile tiparite sunt furnizate cu caractere
mari (cel putin 18 puncte) si sunt complet audibile; Se asigura nivelul necesar de iluminare a
incaperii; se asigura utilizarea computerelor in timpul orelor si dreptul de a inregistra explicatii
pe un reportofon (la discretia studentului). Formatul evaluarilor continue si intermediare pentru
elevii cu nevoi educationale speciale este stabilit de catre instructor in conformitate cu
programa. Dacd este necesar, unui student cu nevoi educationale speciale, tinand cont de
caracteristicile sale psihofizice individuale, i se ofera posibilitatea de a realiza evaluarile
intermediare oral, in scris pe hartie, pe calculator, sub forma de test etc., sau i se acorda timp
suplimentar pentru a pregati un raspuns.

Concluzii:

1. Dezvoltarea competentelor neuropsihologice este un proces complex si cuprinzator,
care include studiul stiintelor conexe: anatomie, fiziologie, neurologie, psihologie
generala, psihologie de dezvoltare, psihologie speciala.

2. Astazi, caniciodatd, se pune problema formarii competentelor neuropsihologice pentru

aplicarea lor Tn lucrul cu copiii si adultii cu abilitati speciale.

Cercetarea teoretica a evidentiat o studiere insuficientd a acestei probleme.

4. Formarea competentelor neuropsihologice include pregatirea teoretica si practica.
Ambele necesitd motivarea studentilor, aceasta din urma constand in consolidarea
cunostintelor prin aplicarea practica a materialului studiat.

5. Am incercat sa prezentam programa disciplinei in conformitate cu cele mai actuale
tendinte.

6. Consolidarea materialului teoretic in practicd poate fi realizatd prin diverse metode:
utilizarea jocurilor de rol, dramatizarea tulburarilor functiilor mentale superioare,
analiza cazurilor clinice, elaborarea si completarea tabelelor si schemelor, identificarea
erorilor in text, evaluare neuropsihologica a copilului, familiarizarea cu principiile
elaborarii unui program neuropsihologic individual si studierea unor lucrari ale
maestrului si parintelui neuropsihologiei, A.R. Luria.

7. Un aspect foarte important este organizarea satisfacerii nevoilor educationale speciale
ale studentilor cu CES interesati de formarea competentelor neuropsihologice.

w
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THE ROLE OF SELF-IMAGE IN INTEGRATION OF MENTALLY DEFICIENT PUBERS
IN THE MAINSTREAM SCHOOL

Elena Daniela Calota
Lecturer, PhD, National University of Science and Technology Politehnica Bucharest,
Pitesti University Center

Abstract: Puberty is a critical stage in the formation of self-image and self-esteem, with direct
implications for school and social adaptation. This article compares the specifics of these psychological
constructs at mentally deficient pubers and typical pubers integrated into the mainstream school,
highlighting the developmental peculiarities and .the determining factors

Regarding the typical pubers, the self-image is characterized by an increased degree of
differentiation and flexibility, being influenced by higher cognitive processes and interaction with the
peer group.

In contrast, mentally deficient pubers exhibit a less structured self-image, often dependent on external
evaluations and self-esteem emerges as fragile and unstable.

The article highlights the essential role of a realistic self-image in facilitating school
integration, which helps to increase motivation for learning, improve social relationships and develop
personal autonomy.

The educational and psycho-pedagogical implications are also discussed, emphasizing the
need for interventions focused on successful experiences, constructive feedback and the development of
socio-emotional skills.

The conclusions highlight that promoting a balanced self-image is a key factor in optimizing
the school inclusion of mentally impaired students

Keywords: integration, self-image, self-stimulation, special educational requirements.

Actualitatea temei in literatura de specialitate

Scoala, prin misiunea ei de secole, este o institutie in principal pentru toti copiii §i
tinerii. Ea is1 propune sa formeze tandra generatie si sd valorizeze fiecare copil. Scoala moderna
ofera copiilor mediul prielnic pentru dezvoltarea si formarea prezentd, in perspectiva viitorului.
In 1990, la Conferinta Mondiala a Educatiei pentru Toti de la Jomitem, Thailanda, analiza
educatiei la nivel mondial a evidentiat cd existd anumite grupuri, persoane cu dizabilitati,
membri ai unor comunitati etnice si lingvistice, fete si femei care sunt expuse riscului de a fi,
in general, excluse de la educatie.

Declaratia de la Salamanca si Cadrul de Actiune elaboratda de UNESCO si adoptata de
Conferinta Mondiald la Educatia Cerintelor Speciale din 1994, indicd urmatoarele aspecte:
fiecare copil are dreptul la educatie si trebuie sa i se dea sansa de a ajunge si de a se mentine la
un nivel acceptabil de invatare; sistemul educational trebuie sa {ind seama de marea diversitate
a cerintelor, fiecare copil trebuie sa aiba succes in scoala obisnuita; in scoala de masa, educatia
trebuie sd se adreseze tuturor copiilor; scoala speciald este adesea criticatd de parintii copiilor
cu dizabilitdti desi aceasta ofera mai multe servicii copiilor lor, insa este perceputa ca o forma
de discriminare.

Integrarea copiilor cu cerinte educationale speciale in scoala de masa reprezinta un
deziderat important al educatiei contemporane, fundamentata pe principiile incluziunii si
egalititi se sanse. In acest context, puberii cu deficienti mintali scolarizati in invitimantul de
masa se confruntd nu doar cu dificultati cognitive, ci si cu provocdri emotionale si sociale
semnificative. Un factor important care influneteaza adaptarea scolard a acestor elevi este
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imaginea de sine, construct psihologic ce reflectd modul in care individul se percepe si se
valorizeaza.

In formarea imaginii de sine sunt implicate patru axe : axa cognitiv-actionald, axa
afectiv-motivationald, axa comportamental-relationala si axa moral-valorica. Daca la copil ea
se constituie din exterior catre interiorsi se datoreaza in mod covarsitor atitudinilor adultilor si
congenerilor fatd de comportamentul si performantele scolare si sociale ale elevului, la puber
si adolescent procesul se inverseaza, dinduntru catre afara

La deficientii mintal, toate axele se manifesta insuficient si defectuos pentru a fi atins
nivelul elaborarii personale a imaginii de sine. Din acest motiv, maniera in care cadrele
didactice, parintii si ceilalti membri ai familiei reactioneaza la felul de a fi al copilului cu
deficientd mintala conduce in timp la conturarea si stabilizarea unei imagini de sine specifice.
Axele cardinale ale imaginii de sine la copilul cu deficientd mintald prezinta o dinamica
speciala.

Axa cognitiv-actionala este marcata atat de un interes scazut pentru cunoasterea reala a
celuilalt, cat si de perceperea lacunara si superficiala a caracterului si intentiilor acestuia. Daca,
de pilda, copilul cu debilitate mintald usoara 1si poate da seama, in anumite situatii, cand i se
pregateste o farsa sau ,,se rade de el”, cel cu un grad mai accentuat de deficientd mintald este
incapabil a discerne intentii ascunse sau implicatii mai subtile ale unor anumite reactii sau
sugestii. Perceptia de sine depinde consistent de dispozitia afectiva si de opiniile celor din jur.
Labilitatea emotionala crescuta, pe fondul unei motivatii puerile si fluctuante, determina treceri
rapide de la confort psihologic si incredere in sine, la anxietate si dezavuare personala. Copilul
cu deficientd mintald are tendinta de a recurge la un pattern actional inflexibil, in timp, datorita
contactelor permanente, se dezvolta atitudini diferite, relativ adaptate personalitatilor celor din
anturaj, unii adulti, de pilda, fiind agreati, altii fiind tratati cu suspiciune si chiar cu ostilitate.
Axa afectiv-motivationala este dominatd de labilitatea mare a emotiilor, dar si a trebuintelor.
Satisfactia unei imagini de sine pozitive si initiativa Tn urmarirea unor interese imediate sunt
rapid erodate si transformate in contrarii de indatd ce sunt apostrofati sau se confruntd cu
obstacole semnificative. De asemenea, dispozitia afectiva a grupului sau motivatiile acestuia
influenteaza starea prezenta a copilului cu deficienta mintala.

Axa comportamental-relationala este foarte sensibild la parametrii ambiantei. Copilul
isi formeaza anumite patternuri de conduita si interactiune in urma relatiei durabile si constante
cu adulti sau congeneri semnificativi, patternuri pe care tinde sa le transfere necritic si in
relatiile cu alte persoane. Se remarca indeosebi rigiditatea formulelor de adresare si
preocuparea scdzutd pentru adaptarea manierei de relationare la varsta si pozitia sociald a
interlocutorului ( ex. folosirea pronumelui personal ,,tu” atat in dicutiile cu colegii de clasa, cat
si cu profesorul sau sau directorul scolii), in plus, aceste patternuri depind de contextul in care
au fost elaborate. De exemplu plasarea copilului deficient mintal Tn alte contexte ambientale
sau sociale genereazd frecvent dezorientare si anxietate, avand drept consecintd si denaturarea
manierei favorite de comportare si relationare.

Axa moral-valorica ramane la nivelul piagetian al heteronomiei, din care deriva asa-
numitul ,,realism moral”, caracterizat prin dependenta imuabila de norme si valori impuse din
exterior. Cenzura supraeului este Insa usor coruptibilda de tentatii concrete care pretind
satisfaceri imediate, ceea ce, in absenta supravegherii adultului, se si petrece foarte rapid, fara
traiirea momentand a vinovatiei. Sentimentul de culpabilitate si tentativa de escamotare a
adevarului apar abia atunci cand adultul incearca sa-i reaminteasca copilului regulile si, In acest
fel, sa-1 constientizeze implicatiile faptei comise. Totusi, mai ales cand gradul de discerndmant
este profund afectat, deficientul mintal tinde sa asocieze regula persoanei parintelui sau
educatorului si, deci, s-o eludeze in timpul absentei fizice a acestora.

In ceea ce priveste comportamentul, acesta este in stransi legituria cu gradul de
elaborare a imaginii de sine si cu nivelul functional al celorlalte procese psihice superioare.
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Elevul deficient mintal este capabil sa-si insuseasca seturi de deprinderi sociale acceptabile,
insd acestea sunt extrem de vulnerabile la fluctuatiile contextului ambiental si social, ori la
tentatiile momentane, In lipsa unei supravegheri continue si a unei reglari (verbale sau
actionale) din exterior, deprinderile tind sa fie performate defectuos, cu ignorarea cerintelor
adaptative ale situatiei.

Obligatia formarii unor deprinderi sociale viabile reprezinta una din conditiile integrarii
cu succes a copiilor cu deficientd mintald in scoala de masa, stiut fiind faptul ca nu nivelul
dezvoltarii intelectuale este cel care deranjeaza cel mai mult, ci dificultatile sociale marcante.

Metodologia cercetarii. Formularea ipotezei

In intocmirea lucririi am pornit de la ipoteza ci formarea unei imagini de sine realistd
care sd evidentieze obiectiv modul in care elevul cu deficientd mintala se percepe si se
valorizeaza faciliteaza procesul de adaptare scolara.

Scopul cercetdrii este de a analiza relatia dintre imaginea de sine si nivelul de integrare
scolard la puberii cu deficienta mintala integrati in invatdmantul de masa.

Tinand seama ca dificultatile intampinate de elevii cu cerinte educative speciale in
scoala de masa este necesar ca fiecare cadru didactic sa anticipeze, sa descopere in activitatea
didactica elementele care faciliteaza integrarea si determind succesul la invataturd a tuturor
scolarilor.

Tn cadrul procesului instructiv-educativ este imperios necesar si fie programate noi
atitudini 1n randul profesionistilor si al copiilor. Interventia coerentd a tuturor agentilor
educationali ar fi de naturd sa asigure realizarea incluziunii copilului cu cerinte educative
speciale.

In acest context de impun o serie de intrebari:

e Cum se poate facilita integrarea/incluziunea tuturor copiilor in scoala?

e Cum ar trebui sa procedeze profesorii pentru ai face sd inteleaga toate cunostintele ?

e Ce activitate didactica ar ajuta mai mult copiii in demersul de integrare?
realizeaza cu succes datorita faptului ca toti factorii de susfinere actioneaza in concordanta cu
nevoile individuale.

O atmosfera de invatare stimulativa in sensul ca fiecare copil primeste sarcini accesibile,
succesul si esecul fiind o noud provocare pentru toti, faciliteaza integrarea. Atitudinea cadrelor
didactice de intelegere, apreciere criticd si valorizatoare potrivita potentialului real al fiecaruia
creste coeziunea grupului de elevi.

Sensibilizarea clasei de elevi cu privire la situatia copilui integrat este de o reala necesitate.
Trebuie creatd convingerea ca toti suntem oameni si ca fiecare este unic.

Obiective

Perntru realizarea unui demers obiectiv de investigare a factorilor ce influnenteaza
integrarea puberului cu deficientd mintald in scoala de masa este necesar sa evidentiem
specificul dezvoltarii acestuia. In acest context se pot desprinde trasaturi fundamentale pentru
circumscrierea domeniului psihopedagogiei deficientilor de intelect si pentru metodologia
instruirii, educarii si recuperarii, utilizand tehnici, modalitati de investigare si psihodiagnoza,
de cunoastere si de actiune.

Una dintre acestea este rigiditatea, ce a fost conceputa de 1.S. Kounin ca particularitate
definitorie a deficientului mintal. Autorul considera ca, spre deosebire de copil, adultul poseda
un numar mai ridicat de ,,regiuni psihologice”, dar granitele care delimiteaza aceste regiuni
devin mai rigide, pe masura inaintarii in varstd. Gradul de rigiditate se refera la raportul
functional dintre doua regiuni invecinate ale structurii individului. Cu cat granita dintre regiuni
este mai rigida, cu atat o regiune va influenta mai putin teritoriile fnvecinate, determinand o
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inertie tipica la nivelul intregii activitati psihice. Pentru deficientii cu intelect de limita,
regiunile respective sunt pregnant rigide si nu permit schimbul functional normal dintre ele,
corespunzator varstei cronologice, ceea ce l-a determinat pe A.R.Luria sa vorbeasca de inertia
patologica. Inertia patologica se manifestd printr-o accentuatd instabilitate a noilor legaturi
temporare, stramtorate permanent de legaturile mai vechi.

Tn cazul deficientului mintal, inertia nu se limiteazd doar la reactii intarziate,
incetineala, apatie, ci se manifestd si prin reactii precipitate, insuficient supuse controlului
congtient, care isi gasesc explicatia in stagnarea, peste limitele necesare, a unor focare de
excitatie n scoarta cerebrala.

Abordand o altd caracteristicd B.Inhelder subliniaza cd elevul cu intelect liminar nu
poate atinge stadiul gandirii normale, data fiind nedeterminarea psihica a constructiei sale si de
aici prezenta vascozitatii genetice, ca trasatura specifica. Vascozitatea genetica reprezintd una
dintre acele deosebiri calitative dintre dinamica dezvoltarii intelectuale a copilului deficirnt
mintal, care face necesara diferentierea atentd dusa pana la individualizare, a activitatilor de
invatare desfasurate cu acesta. Daca la normal, mai devreme sau mai tarziu, constructia mintala
se desavarseste la nivelul operatiilor formale, la deficientul mintal liminar aceasta constructie
se impotmoleste, stagneaza, se opreste undeva in zona operatiilor intelectuale concrete.

De asemenea, Inhelder sesizeaza ca debilul mintal regreseaza adesea de pe pozitia
stadiului atins la un moment dat in dezvoltare, alunecand spre reactii proprii stadiilor anterioare
de dezvoltare. Acest fenomen frecvent intélnit in comportamentul lor cotidian, lasa impresia
unei fugi de efort a puberului in fata solicitarilor intelectuale mai intense. Nu este vorba despre
o eschivare intentionatd a puberilor respectivi de la sarcinile grele, ci mai degraba, despre un
reflex de aparare in fata solicitarilor intense.

Zazzo sesizeaza faptul ca ritmurile heterocronice de dezvoltare ale deficientului nu
explica in totalitate specificitatea profilului sau psihologic dizarmonic. Specificitatea acestui
profil se accentueaza si mai mult pe fondul acelui deficit de organizare intelectuald care se
contureaza din insuficienta integrarii Intre sinteza si precizie in procesul rezolvarii diferitelor
sarcini.

Desi dezvoltarea intelectuala cat si dezvoltarea psihomotorie a puberului deficient
mintal, se inscriu fiecare ntr-o scara genetica, ritmurile lor sunt atat de diferite, incat dau
nastere unui tablou discordant, unui stil de comportament care nu apartine nici unei varste.
Datorita acestui tablou discordant in literatura de specialitate se vorbeste uneori despre o
heterodezvoltare intraindividuala care face necesard in procesul didactic abordarea diferentiata
a puberului cu deficientd mintald, nu numai in raport cu alti indivizi din aceeasi categorie, dar
si tinand cont de propriile particularitati si dezechilibre de moment.

Tindnd seama de specificul dezvoltarii elevilor cu deficientd mintald imi propun
urmatoarelor obiective:

- analiza specificului personalitdtii si imaginii de sine la puberii cu deficienta mintal;

— compararea specificului imaginii de sine la puberul cu deficienta mintala cu a puberului

normal;

— studierea stimei de sine la deficientul mintal comparativ cu a normalului de aceeasi

varsta cronologicd;

- relatia dintre imaginea de sine si adaptarea la mediul scolar.

Prin atingerea acestor obiective identificdim dinamica formarii imaginii de sine si a stimei
de sine la elevii cu cerinte educative speciale si conturdm o serie de recomandari metodologice
care faciliteazd integrarea scolara.

Lotul de subiecti a fost constituit astfel: un lot de 30 de elevi puberi cu deficienta mintala
usoard (esantion experimental) si un lot de 30 de elevi puberi normali (esantion de control).
Varsta cronologica a acestora este cuprinsa intre 11-14 ani, respectiv clasa a V-a, a VI-a, a
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VIl-a si a VIII - Subiectii au fost selectati din efectivul unei scoli din reteaua invatdmantului
de masa.

Metode de cercetare si prelucrarea datelor

Am considerat cd elaborarea unei strategii potrivite lucrarii de fatd va ghida si ordona
demersul studiului contribuind la alegerea celor mai potrivite metode care sa fie aplicate.

Metodele folosite in cercetare sunt urmatoarele: observatia, chestionarul, convorbirea,
ancheta in documentele scolare, metoda analizei produselor activitatii, studiul de caz.

Observatia, cand supraevaluatd,cand subevaluatd, ramane indispensabila oricarei
cercetari psihopedagogice, fie ca metodad de sine statatoare, fie ca etapd insotitoare si absolut
necesara a altor metode. Am utilizat in cercetare observatia transversald din dorinta de a
surprinde aspecte ale formarii imaginii de sine la un esantion de elevi de varste diferite, pe
parcursul unei perioade determinate. in vederea realizarii observatiei in conditii optime pentru
a nu perturba caracterul natural de defasurare a fenomenului am recurs in unele situatii la
observator particpant, respectiv profesori-diriginti, alteori am procedat la prezenta deschisa,
realizand familiarizarea reciproca obligatorie Tn asemenea situatii.

Chestionarul, alaturi de observatie, permite realizarea unor investigatii asupra
personalitdtii Tn general, asupra personalitatii copilului Tn mod special, In vederea sesizarii
cauzelor care se afla la baza diferitelor conduite, trdiri sau atitudini. Chestionarele psihologice
utilizate Tn cercetare au permis dezvaluirea unor aspecte ale personalitatii subiectilor
investigati, aspecte ce se sustrag observatiei directe cum ar fi opinii, atitudini. Dintre
chestionarele utilizate amintesc :

e Chestionar de personalitate Who are you? ,Cine esti dumneata?” urmadreste si

determine subiectul sd-si defineasca identitate, statutul social si principalele
caracteristici de natura fizicd si psihica. In studiu realizat am utilizat proba ,,Cine sunt
eu” sub forma de compunere, propusa de Mielu Zlate. Instructajul realizat elevilor afost
urmatorul ,, Va rog sa elaborati o compunere cu titlul Cine sunt eu. Imaginati-va ca
fiecare dinmtre voi si-a formulat o asemenea intrebare §i trebuie sa raspunda in scris
la ea. Relatati cat mai multe lucruri despre voi, asa cum va stiti, asa cum §i cdt va
cunoasteti pana acum. Lucrarile nu le semnati. Daca totusi cineva vrea sa le semneze
este totusi liber sa o faca”.

e Scala privind Stima de sine Rosenberg

Chestionar privind opinia elevilor despre autocunoastere-autoapreciere la puberii

normali si cu deficienta mintald am utilizat un chestionar de autocunoastere alcatuit din

10 intrebari, 5 cu raspunsuri deschise, libere, 5 cu raspunsuri inchise precodificate

multiplu.

Convorbirea fiind folosita fie ca un auxiliar al altor metode de cercetare, fie ca metoda
independenta in obtinerea unor informatii, face apel la experienta subiectului, invitandu-1 sa se
autoanalizeze, sa prezinte anumite fapte, sd formuleze anumite aprecieri.

In experimentul efectuat am utilizat convorbirea ca tehnica de cercetare cu elevii, cu cadrele
didactice, cu directorul unitatii de invatdmant din care a fost construit esantionul de elevi.

Convorbirea s-a dovedit a fi utila, intrucat a permis imbogatirea informatiilor despre elevi
si profesorii-diriginti furniznd date interesante despre comportamentul subiectilor la lectii sau
alte activitati extrascolare. Prin convorbire am reusit sa clarific si anumite probleme legate de
descifrarea comportamentului elevilor in timpul activititilor scolare si extrascolare. In
colaborare cu cadrele didactice am reusit s pun de acord diferite informatii pentru a crea o
imagine de ansamblu asupra fenomenului studiat — imaginea de sine la pubertate si modul in
care aceasta influenteazad adaptarea scolara.
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Studiul de caz a permis investigarea foarte detaliatd a unor elevi cu varste mintale difeite
si evidentierea acelor caracteristici ce tin de formarea imaginii de sine si elementele care
faciliteaza integrarea scolara.

Metoda analizei produselor activitatii

Aceasta metoda vine in sprijinul celorlalte metode, completandu-le, constand in analiza
diferitelor produse ale personalitétii elevilor cu scopul realizérii unor trasaturi ale personalitétii
elevilor prin prisma obiectivizarii si in produsele muncii, lucrdri scrise, desene, obiecte
confectionate, modela etc. , cat si unor aspecte ale procesului de educatie asa cum se oglindesc
in diferite documente scolare (Nicola, 1980).

Analiza psihologicd a acetor produse a scos la iveald informatii despre capacitétile
psihice si de personalitate ale copilului: nivelul dezvoltarii psihomotrice si intelectuale,
deprinderi si abilitati, atitudini, stari, dispozitii

Prezentarea si interpretarea datelor

Se constata ca majoritatea elevilor interogati (lot de control, lot experimental) definesc
autocunoasterea ca fiind ,,sa te cunosti pe tine insuti” si doar o mica parte incearca o detaliere
a notiunii, sustinand ca prin autocunoastere se intelege ,,sa-mi cunosc calitatile si defectele” ,
,cunoasterea calitatilor morale”, ,,sa stii cum esti §i cum ai vrea sa fii”, ,,sa stiu sa ma port cu
mine insumi”.

Cele mai interesante si mai complete raspunsuri le-au formulat puberii normali, aflati
la varsta de 13 ani, ceea ce demonstreaza ca acest moment este important in evolutia sa,
exprimat pe de o parte prin atitudinea fata de propia persoana, iar pe de alta parte prin atitudinea
fata de cei din jur. Spiritul critic, autocritic este prezent la subiectii cu intelect normal si este
exprimat prin raspunsuri de tipul ,,prin autocunoastere inteleg masura in care te cunosti si te
apreciezi asa cum esti, fard laude.” Anticipand orientarea scolara si orientarea spre o anumita
profesiune elevii normali din clasele terminale (a VIl-a, a VIll-a) pun autocunoasterea in
legatura cu aceasta optiune ,,s4 ma cunosc pentru a stii ce meserie sa-mi aleg”

Din raspunsurile subiectilor cu deficientd mintala la aceasta intrebare observam ca
aproximativ 50% asociaza autocunoasterea cu ,,sa te cunosti pe tine insuti”’, doar o mica parte
leagd autocunoasterea de calitdti si defecte si nici un subiect nu pune in legdtura
autocunoasterea cu dezvoltatrea personald. Acest fapt se explica prin carcteristicile gandirii
capacitatea de a sesiza importanta autocunoasterii la justa valoare si de a face asociatii in
legdtura cu acest proces..

In scopul descifrarii ponderii surselor de apreciere a elevilor am introdus in sondajul de
opinie o intrebare de tipul ,,cine te-a ajuat sa te cunosti mai bine?”.

Fig. 1 Raspunsurile elevilor privitoare la sursele
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Din analiza figurii 1 reiese ca familia este o importanta sursa de autocunoastere pentru
ambele loturi cuprinse in studiu (peste 50%). Procentul mic care desemneaza importanta scolii,
a cadrelor didactice in autocunoastere demonstreaza faptul ca profesorii acordd un interes
scazut pentru acest aspect. Se observa ca pentru puberul decient mintal rolul profesorului in
autocunoagtere este mai accentuat decat pentru cel normal, ceea ce indicd faptul ca profesorii
care lucreaza cu copii cu cerinte educative speciale sunt mai preocupati de aspectele formative
decat de cele informative ale scolii.

Faptul ca procesul autocunoasterii este rezultatul unor experiente individuale complexe
traite de copil in famile, scoala, grup de prieteni, permanent raportandu-se pe sine la apropiatii
sai, reiese din distributia raspunsurilor la aceasta intrebare.

Aprecierea obtinuta de copil, asimilatd de el devine un element esential al imaginii de
sine. Principalul factor de apreciere este cadrul didactic, deoarece acesta emite continuu
judecati de valoare asupra activitatii elevului. Sesizarea propriului statut in opinia grupului
constituie un element important al evolutiei imaginii de sine in pubertate. Punerea in paralel a
aprecierii elevului de catre profesori si colegi pe de o parte si propria imagine despre reusita
scolard pe de altd parte creeaza posibilitatea confruntarii a doua opinii: cea a grupului si cea
proprie.

Pentru sondarea stimei de sine s-a aplicat Scala Rosenberg privind Stima de sine.
Rezulatetele obtinute de puberii normali si de puberii cu deficientd mintald sunt evidentiate in
figura de mai jos.

Fig. 2 Reprezentarea nivelului stimei de sine
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Din analiza rezultatelor deducem ca procentul puberilor cu deficientd mintala care au o
stima fatd de sine scazuta este mai mare decat la subiectii normali. Aceste rezultate sunt
explicate prin trasdturile de personalitate specifice deficientului mintal care se caracterizeaza
concomitent, atat prin capacitatea limitata de a se desprinde de etapele anterioare ale
dezvoltarii, de mentalitatea si reactiile proprii acestor etape, cat si prin incapacitatea lor de a
face pasi fermi, In ritm sustinut, spre zona proximei dezvoltiri. De asemenea, dezvoltarea
heterocronica, diferitele functii psihice nu se dezvoltd in mod echilibrat, influenteaza
atitudinea fasa de sine a deficientului mintal.

Rezultatele obtinute la itemii privind justetfea autoaprecierii §i autocunoasterii personale
sunt evidentiate in figura numarul 3.
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Fig. 3 Reprezentarea formei de autocunoastere
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Doar 16% din numarul subiectilor cu deficientd mintala au reusit sa-si formeze o parere
justd despre propia persoand. Constatim o crestere a procentelor ce marcheazd o
autocunoastere nerealista in cazul puberilor cu deficientd mintala sustinuta de faptul ca acestia
nu dispun de mecanisme foarte bune de evaluare critica a situatiilor i a propriei persoane.

In ceea ce priveste subiectii normali ponderea procentelor este schimbati, 83%
manifestd o autocunoastere realistd. Aceste procente demosnstreaza faptul ca puberii normali
dispun de acele instrumente care-i ajuta sa se cunoasca in mod corect.

Raspunsurile la chestionarul de personalitate Who are you? ,,Cine esti dumneata?”’
releva caracteristici interesante pentru personalitatea fiecarui subiect.

Pentru clasele V-VIII intrebarea este mai mult decat fireasca — varsta de 10-14 ani fiind
dominata de preocuparea de sine, de procesul de identificare, de cdutare a unor modele de viata,
de conturare chiar a unui ideal de viata. Raspunsuri de genul ,,ma preocupd de multd vreme
intrebarea” sunt foarte frecvente la elevii ciclului gimnazial, mai ales la cei din a doua parte a
ciclului, respectivcei in varsta 13-14 ani.

Analiza compunerilor elevilor puberi am realizat-o in functie de structura sinelui
prezentata mai sus.

Sinele fizic este definit de atribute de natura fizica ce au sau pot avea influentd in
relatiile interpersonale, ele determind sau pot determina calitatea de membru al unui grup sau
de asociere la un grup. Aspecte ale sinelui fizic sunt prezente in compunerile elevilor deficienti
mintal, dar si a elevilor cu intelect normal: ,,sunt un elev de 11 ani, bine dezvoltata, inalt, solid”
(11 ani, elev normal) ; ,,ma numesc T. sunt un baiat de statura inalta si brunet” (14 ani, elev cu
deficientd mintald); ,,am parul negru si ochii negri, sunt de statura mijlocie” (12 ani, elev
normal); ,,sunt Tnalta si blonda” (14 ani, eleva cu deficientd mintald) etc.

Sinele psihologic vizeaza aspecte de natura psihologica, capacitati cognitive, trasaturi
de personalitate, cunostinte, anumite abilitati de relatare a unor stari afective : ,,Nu suport sa
fiu luata peste picior, iar cand cei din jur incearcd sa ma jigneasca. .. Sunt sincerd cu majoritatea
persoanelor, uneori deranjez tocmai din aceastd cauzd. Sunt o fire neconformistd, ma
deranjeaza ideile vechi, mad intrigd persoanele care critica tineretul de azi. Nu prea sunt
modestd, daca am succes trebuie sa afle toti cunoscutii mei, imi place concurenta... Cred ca
pentru a te cunoaste trebuie sa fii constient de capacitatile sau defectele pe care le ai, sa-ti

ege v

eleva cu intelect normal ). Spiritul critic si autocritic specific perioadei pubertatii este prezent
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Tn numeroase relatari ale elevilor : ,,imi place sa critic incepand de la mancarurile facute de
mama pana la presedintele tarii... internetul, televiziunea sunt pe departe de a-si face datoria
fata de tineretul acestei tari” (13ani, eleva cu intelect normal). ,,Unii cred ca este foarte firesc
sd ai si defecte, nu numai calitati, sunt agresiv, invidios de multe ori, orgolios, rautacios” (12
ani, elev cu intelect normal).

Puberii cu intelect normal relateaza cu mai mare usurinta anumite stari afective : ,,sunt

o fiintd umana care traieste pe acest pamant plin de suferinte si rau, dar care spera ca viitorul
va aduce pace si intelegere intre oameni” (14 ani, eleva cu intelect normal).
Puberii cu deficientd mintala relateaza vag si imprecis anumite trairi afective, iar acestea sunt
in legatura cu anumite moment prezente sau cu anumite persoane: ,,mi-e fricd de mama ca vine
la sedinta cu parintii si vede nota la matematica si se supara pe mine”’(13 ani, elev cu deficienta
mintald).

Sinele social implica trasaturi de personalitate ce se manifesta mai pregnant in relatiile
interpersonale : sociabilitate, altruism, egoism, curaj, dragoste si respect fata de congemeri sau
superiori, dominare, agresivitate etc . ,,imi place si imi impun parerile, nu prea tin cont de
parerile altora ... mi-ar placea sa ma inteleg cu toatd lumea ... sunt Incapatanata si putin cam
egoistd; orgolioasa, din cand 1n cand mai mint” (14 ani, eleva cu intelect normal). ,,Prietenii nu
mi-i aleg dupa starea lor materiala ci dupa felul in care se comporta dupa caracterul lor” (12
ani, elev cu intelect normal).

Sentimentul apartenentei la un grup, dorinta de a fi altfel decat altii, dorinta de
independenta, dorinta de a iesi de sub tutela adultului sunt caracteristici surprinse la toti elevii
cu intelect normal, dar si la subiectii ce deficientd mintala chestionati : ,,imi plac excursiile, imi
plac plimbarile cu prietenii, Imi ajut prietenii ori de cate ori este nevoie” (13 ani, elev cu intelect
normal); ,,la scoala sunt disciplinatd, in familie mai putin” (12 ani, elev cu intelect normal);
,cand nu sunt la scoalda ma Intalnesc cu verisoara mea si ne jucam” (13 ani, eleva cu deficienta
mintald) etc.

Sinele activ exprima calitatea de membru al unui grup, de ocupare a unui statut, de
exercitare a anumitor roluri relative la pozitia sociala : ,,sunt inteligent, invat bine dar numai la
materiile reale : matematica, fizicd” (12 ani, elev cu intelect normal); ,,imi place sa invat, daca
intr-o zi nu invat la toate materiile, nu pot dormi noaptea, ma scol de dimineata, nu pot lasa
lucrurile neterminate” (14 ani, elev cu intelect normal); ,,scopul meu in viata este sa fac studii
superioare” (14 ani, elev cu intelect normal); ,,nu prea sunt hotarata la ce liceu doresc sa-mi
continui studiile §i aceasta pentru cd ma atrage deopotriva biologia, chimia dar si filologia” (14
ani, eleva cu intelect normal); ,,unii imi spun ca am talent la desen, poate, dar eu nu sunt
multumita de ceea ce realizez” (13 ani, eleva cu intelect normal); ,,sunt echilibrat Tn majoritatea
situatiilor, am putere de munca si rezist la efort” (12 ani, elev cu intelect normal); ,,imi place
educatia tehnologica pentru cd doamna profesoara zice ca lucrez frumos,, (13 ani, eleva cu
deficienta mintald); ,,eu sunt seful clasei pentru ca raspund de liniste si de teme, iar atunci cand
cineva nu stie 1l ajut” (14 ani, eleva cu deficienta mintala);

Aspectele privitoare la influenta, continuitatea si claritatea sinelui deriva dintr-0
combinatie unicd a caracteristicilor de natura fizica si psihica, ele dau nota de originalitate
specifica pubertatii Influenta sinelui este evidentiata in relatiile de intercomunicare : ,,cand
vreau sa-mi ating scopurile dovedesc o vointa de fier... imi place ca totul sd fie bine organizat”
(13 ani, eleva cu intelect normal); ,,nu sunt o persoana retrasd si ursuza ci dimpotriva sunt
sociabiald §i comunicativa, imi place sa am multi prieteni” (13 ani, elev cu intelect normal).
Continuitatea sinelui este data de reconsiderarea acestuia, de impregnarea lui cu elemente ale
socialului, de depasire a cadrului familial, de manifestare a interesului pentru semeni, pentru
naturd : ,,imi place sa cred ca ma cunosc destul de bine, dar s-ar putea ca intr-o zi sa descopar
o noud fatd amea” (14 ani, eleva cu intelect normal); ,,imi plac florile si animalele, eu am acasa
o pisicd de care am grija” (13 ani, eleva cu deficientd mintald).
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Congtienti de calitatile si defectele pe care le au, atat puberii normali cat si cei cu
deficientd mintala doresc mai multa consideratie din partea celor din jur, mai mult respect si
chiar mai multa afectiune. Desi aflafi in perioada micilor secrete si a spiritului de aventura,
fizice si psihice, dar si sa-si satisfaca interesul si curiozitatea atat de specifice acestei perioade
de dezvoltare ontogenetica.

Dorinta, interesul pentru autocunoastere sunt prezente cu deosebire la aceasta varsta,
adultul trebuie insa sa intrefina si sa stimuleze procesul atat de complex al definirii de sine, sa
ofere puberilor posibilitati variate de manifestare a personalitatii lor, in actiune omul
cunoscandu-se mai bine.

Acest aspect este mai pregnant in cazul puberilor deficien{i mintal, cu atat mai mult cu
cat ei sunt usor influentabili si au nevoie de Intarire permanenta.

Claritatea sinelui dupa W.Damon si D.Hart inseamna exprimarea unicitatii acestuia,
combinatie specifica a trasaturilor de personalitate care dau acesteia originalitate. Puberul cu
intelect normal nu numai ca manifesta originalitate in ganduri, in sentimente si in actiune, dar
se si exprima ,,sunt original”, ,,sunt neconformist”; ,,vreau sa fiu altfel decat ceilalti”; ,,imi place
sa critic pe toti” etc. Acest aspect se constata cu o frecventa redusa in compunerile puberilor
cu deficientd minatala.

Analiza compunerilor a scos in evidenta urmatoarele aspecte:

— curiozitatea si, mai tarziu, interesul pentru autocunoastere si cunoasterea celuilalt exista
in copilarie si pubertate;

— accentul in relatarile elevilor deficen{i mintal cade pe aprecierile adultilor asupra
comportamentului lor, asupra actiunilor in care sunt implicati,

- 1n clasele V-VIII se fac frecvente trimiteri la continutul activitatilor scolare sau
extrascolare desfasurate de elevi;

- frecventa relativ scazuta a cuvintelor ce exprima trasaturi caracteriale sau insusiri ale
unor capacitati cognitive, elevii deficienti mintal folosesc frecvent cuplurile : harnic —
lenes; cuminte — obraznic; sincer; politicos, iar puberii cu intelect normal adauga :
sociabil, cinstit, inimos, marinimos, respectuos, ambitios, independent;

— descriptivismul Tn prezentarea sinelui mai frecvent intalnit in compunerile elevilor
deficienti mintal.

Avand in vedere rezultatele obtinute formulam o serie de idei cu referire individualizarea

procesului didactic care sa faciliteze procesul integrarii.

» Creearea unor contexte in care puberii cu deficienta de intelect sa se implice 1n
manifestari artistice : trupe de dans, jocuri dramatice, excursii efectuate aldturi de
puberii normali.

> Incredintarea unor sarcini adecvate nivelului de dezvoltare care si ofere prilejul
instaldrii sentimentului de utilitate, de includere in procesul didactic (aldturi de puberii
normali). Aceasta va determina stimularea increderii in sine i dezvoltarea echilibrata
a personalitatii.

» Evidentierea progreselor si a rezultatelor deosebite obtinute in activitati recreative :
desene, modelaje sau alte bunuri realizate de ei sa fie expuse si admirate de cétre cei
din jur. Aceste practici contribuie la imbunatatirea imaginii de sine.

» Utilizarea meloterapie suscita si mentine constiinta de sine si de altii (comunicand cu
acestia prin intermediul muzicii). De aceea recomandam ca in cadrul cat mai multor
activitati sa se creeze posibilitatea relaxarii §i detensiondrii psihice prin audierea unor
scurte fragmente muzicale.cc

» Implicarea puberilor cu deficienta de intelect in activitati in care sa poatd da randament,
va conduce la dezvoltarea intereselor acestora, activarea motivatiei pozitive,
perfectionarea capacitatii de a relationa social.
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» Desfasurarea de activitati ale caror produse sa fie apreciate pozitiv vor schimba optica
unui puber cu deficientd mintala care se subestimeaza, ajutandu-I, treptat, la o apreciere
de sine obiectiva.

» Implicarea puberilor in activitati cat mai variate §i antrenante, care sd trezeasca interesul
acestora si sa contribuie la cresterea coeziunii grupului din care fac parte.

Concluzii

O imagine de sine pozitiva faciliteaza integrarea scolara si adaptarea sociala.
Imaginea de sine are un rol determinant in integrarea scolara a puberilor cu deficietd mintala.
Dezvoltarea unei imagini se sine pozitive contribuie la cresterea motivatiei, la imbunatatirea
relatiilor sociale si sa adaptarea scolara.

Imbunitatirea imaginii de sine constituie premisa integrérii sociale si profesionale a
puberilor cu deficienta de intelect (mai ales a celor cu deficientd mintald usoara).

Interventiile psihopedagogice trebuie sa fie centrate pe elev, integrate si sustinute de
colaborarea dintre scoala, familie si specialisti.
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TEACHERS’ FORMATIVE ASSESSMENT COMPETENCE AS A DETERMINANT OF
FUNCTIONAL LITERACY DEVELOPMENT IN PRIMARY SCHOOL STUDENTS

Dorina Putina
Lecturer, PhD, “Alecu Russo” State University of Balti, Republic of Moldova

Abstract: This article aims to provide a theoretical analysis of primary school teachers’ formative
assessment competence, viewed as a key factor in the development of students’ functional literacy. The
study is grounded in a coherent conceptual framework structured around three interrelated dimensions:
teachers’ professional competence, formative assessment as a pedagogical practice, and functional
literacy as an educational outcome. Within this framework, the paper explores how formative
assessment practices influence the development of reading, writing, and functional numeracy skills
among students in grades I-1V. The core components of formative assessment competence—knowledge,
skills, attitudes, and professional metacognition—are examined, highlighting the central role of
instructional feedback and authentic tasks in supporting learning. Furthermore, the study discusses the
institutional conditions that may either facilitate or hinder the effective implementation of this
competence in teaching practice. The findings emphasize that the impact of formative assessment on
functional literacy is largely determined by the level of competence of the teacher who implements it.

Keywords: formative assessment; functional literacy; primary education; teaching competence;
constructive feedback

Dezbaterea in etapa postmoderna privind calitatea educatiei graviteaza tot mai insistent
in jurul unui paradox: cresterea investitiilor in resursele educationale nu se coreleaza automat
cu imbunatatirea competentelor functionale ale elevilor. Datele comparative furnizate de
studiile internationale OECD PISA (2022) confirma cad un procent semnificativ de elevi din
sistemele educationale europene, inclusiv cel din Republica Moldova, nu detin nivelul minim
de alfabetizare functionala necesar participarii eficiente la viata sociald, civica si economica.
Astfel, pe scara de performanta PISA 2022, in Republica Moldova, ponderea elevilor cu
rezultate slabe la competentele de baza ramane ridicata - 44,3%, unul dintre cei mai Tnalti
indicatori la nivel european[9]. Aceste date evidentiazd cd o parte considerabila a elevilor
finalizeaza nivelurile obligatorii ale sistemului de invatamant fara a dobandi competente
functionale minime, ceea ce constituie un argument fundamental in favoarea reconfigurarii
strategiilor de predare- invatare-evaluare inca din ciclul primar — etapa in care se constituie
fundamentele oricarei achizitii functionale ulterioare. Aceastd constatare deplaseaza
perspectiva analiticd dinspre resursele materiale ale educatiei spre cele umane — si, In primul
rand spre cadrul didactic ca agent central al procesului de predare-invatare — evaluare.

Cercetarile metaanalitice ale lui Hattie J., au demonstrat ca variabilele asociate cadrului
didactic (credibilitatea profesorului, relatia profesor-elev, feedbackul constructiv, etc) se
numara printre cei mai puternici predictori ai achizitiilor elevilor cu efect size-uri situate intre
d=0,70 si d=0,90, net superioare mediei generale a tuturor interventiilor educationale (d=0,40).
In cadrul aceluiasi demers, furnizarea evaludrii formative a programelor au furnizat un effect
size de d=90, plasand-o in zona celor mai eficiente practici pedagogice. Feedbackul,
componentd esentiald al oricarui demers formativ, a inregistrat d=70 , confirmand impactul sdu
ridicat si masurabil asupra succesului scolar[7].

Aceste date cantitative capat sens deplin doar in corelare cu dimensiunea relationala si
contextual adaptativd a competentei de evaluare formativa. Analiza literaturii de specialitate
releva cd competenta de evaluare formativa a cadrului didactic presupune nu doar capacitatea
de a evalua corect, ci si de a crea un mediu de Invatare care sd reducd anxietatea si sa stimuleze
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progresul elevilor (Putind D, 2024)[10]. Prin specificul sdu, aceastd competentd reflecta
abilitatea profesorului de a intelege dinamica situatiilor educationale pentru optimizarea
continud a actului didactic. Altfel spus, evaluarea formativa nu opereaza in vid tehnic: eficienta
ei este conditionata de calitatea climatului pedagogic in care se desfasoard, de gradul in care
elevul se simte in siguranta sa exprime dificultati, sa greseasca si sa reflecteze asupra propriilor
achizitii [12]. Dupa cum specifica Botezatu V. (2024), ,,deplasarea accentului de la evaluarea
invatarii la evaluarea pentru invatare implicd o transformare profundd a rolului cadrului
didactic: dintr-un evaluator exterior, profesorul devine un partener activ al elevului in
construirea cunoasterii si monitorizarea progresului” [21].

Aceasta perspectiva coreleaza cu cerintele Standardelor de competenta profesionald ale
cadrelor didactice din invatamantul general (2025), care plaseazd in centrul profilului
profesional capacitatea profesorului de a organiza un proces educational incluziv, diferentiat,
centrat pe nevoile fiecarui elev- conditii fard de care, evaluarea formativd nu poate produce
efectele scontate asupra alfabetizarii functionale a elevilor[11].

In contextul dezvoltirii alfabetizarii functionale, competenta de evaluare a cadrului
didactic capatd o relevanta deosebitd, deoarece aceasta faciliteaza monitorizarea si reglarea
continud a procesului de formare a capacitatilor elevilor de a aplica achizitiile scolare in situatii
reale de viatd. Astfel, competenta de evaluare poate fi inteleasd ca ansamblul resurselor
cognitive, metodologice si atitudinale care i1 permit profesorului sa proiecteze si sa realizeze
evaluarea procesului educational si a rezultatelor scolare, sd gestioneze eficient situatiile de
evaluare si autoevaluare, sa adapteze strategiile evaluative la specificul contextului pedagogic
si sa valorifice feedbackul in vederea dezvoltarii alfabetizarii functionale si a optimizarii
performantelor elevilor[10].

Structural, competenta de evaluare formativd a cadrului didactic, poate fi
conceptualizatd ca un construct multidimensional si dinamic, fundamentat pe integrarea unor
resurse cognitive, operationale, axiologice si reflexiv-metacognitive, necesare proiectarii,
realizarii si reglarii procesului evaluativ orientat spre progresul elevului si dezvoltarea
alfabetizarii functionale. Aceastd perspectiva este sustinutd de sinteza mai multor modele
teoretice consacrate in domeniul evaluarii formative (Putind D, 2024, Botezatu V), care
evidentiaza caracterul interdependent si autoreglator al componentelor[1, 10]:

=
d

9 L

Figura 1. Dimensiunile competentei de evaluare formativa a cadrului didactic
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In aceastd acceptiune, competenta de evaluare formativa a cadrului didactic include
patru dimensiuni structurale esentiale.

Prima dimensiune, cognitiv-conceptuald, asigurda fundamentarea teoretica si
epistemologicd a practicilor evaluative. Aceasta presupune cunoasterea conceptelor,
principiilor si functiilor evaludrii formative, intelegerea relatiei dintre evaluare, feedback,
autoreglarea invatarii si progresul scolar, precum si cunoasterea standardelor educationale, a
descriptorilor de performanta si a instrumentelor evaluative. Totodatd, aceastd dimensiune
implica valorificarea documentelor curriculare si a inovatiilor pedagogice, precum si
intelegerea rolului evaluarii formative in dezvoltarea competentelor si a alfabetizarii
functionale. Prin urmare, componenta cognitiva oferd cadrul conceptual necesar proiectarii
unor practici evaluative autentice si relevante din perspectiva pedagogica.

Dimensiunea actional-procedurald (operational-strategica) reflectd capacitatea
cadrului didactic de a implementa eficient evaluarea formativa in contexte reale de instruire.
Aceasta include formularea obiectivelor si criteriilor de evaluare accesibile elevilor, elaborarea
si aplicarea sarcinilor autentice si contextualizate, utilizarea metodelor si instrumentelor variate
de evaluare, precum si organizarea activitatilor de autoevaluare si evaluare reciproca. De
asemenea, dimensiunea procedurala presupune colectarea, interpretarea si valorificarea datelor
evaluative, adaptarea strategiilor didactice in functie de rezultatele obtinute, proiectarea
interventiilor remediale si monitorizarea continui a progresului elevilor. In acest mod,
evaluarea formativa devine un mecanism de reglare si optimizare permanenta a invatarii.

Dimensiunea motivational-axiologica exprima ansamblul valorilor, atitudinilor si
credintelor pedagogice care fundamenteazd demersurile evaluative ale cadrului didactic.
Aceasta presupune promovarea unei evaludri obiective, participative si centrate pe elev,
sustinerea motivatiei intrinseci si a increderii in sine, valorizarea progresului individual si a
experientelor de succes, precum si diminuarea anxietatii asociate evaluarii. Totodata,
dimensiunea axiologica vizeaza dezvoltarea unui climat educational securizant si favorabil
invatarii, asumarea rolului profesorului de facilitator al autoreglarii si cultivarea
responsabilitatii si reflectiei elevului asupra propriei invatari. Prin aceste valente, evaluarea
formativa dobandeste un caracter predominant umanist si formativ, orientat spre dezvoltarea
integrala a personalitatii elevului.

Dimensiunea reflexiv-metacognitiva si inovativa evidentiaza capacitatea cadrului
didactic de autoreglare si perfectionare continud a propriilor practici evaluative. Aceasta
include autoreflectia asupra eficientei strategiilor utilizate, analiza criticd a rezultatelor si a
impactului evaluarii asupra elevilor, valorificarea feedbackului primit de la elevi si colegi,
precum si monitorizarea si ajustarea continui a demersului evaluativ. In opinia O. Duhlicher
,oferirea feedback-ului si corectarea greselilor pot servi nu doar pentru a permite elevilor sa
stie cat de bine au Indeplinit ceea ce era necesar, ci si pentru a creste motivatia si pentru a
construi in clasd un mediu favorabil si motivant”’[6]. In egald masura, aceasti componenta
implica deschiderea spre inovatie si experimentare pedagogicd, integrarea experientei
profesionale Tn dezvoltarea competentei evaluative si utilizarea reflectiei in si asupra actiunii
pentru optimizarea practicilor didactice. Astfel, competenta de evaluare formativa se
configureaza ca un proces dinamic de dezvoltare profesionald continud si de adaptare la nevoile
reale ale elevilor si ale contextului educational.

Prin urmare, competenta de evaluare formativa a cadrului didactic poate fi definita ca
un sistem integrat de cunostinte teoretice, abilitdti metodologice, atitudini axiologice si
capacitati reflexiv-inovative, valorificate in scopul reglarii procesului educational, sustinerii
progresului individual si dezvoltarii alfabetizarii functionale a elevilor din Tnvatimantul
primar.

Asadar, structura competentei de evaluare formativd a cadrului didactic poate fi
sintetizata ca un sistem integrat de dimensiuni interdependente, care valorificd resurse
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cognitive, operationale, axiologice si reflexive necesare proiectarii, realizarii si reglarii
procesului evaluativ orientat spre progresul elevului si dezvoltarea alfabetizarii functionale.

Conceptul de alfabetizare functionala depdseste semnificatia traditionala a abilitatii de
a citi si scrie, extinzandu-se spre capacitatea individului de a utiliza in mod activ, flexibil si
creativ cunostintele si competentele dobandite in situatii concrete de viatad. Conform definitiei
elaborate de UNESCO (1978), este considerata functional alfabetizata persoana care a dobandit
cunostintele si competentele de lectura, scriere si calcul matematic esentiale pentru a se angaja
in toate activitdtile in care alfabetizarea este necesara pentru functionarea eficienta in grupul si
comunitatea sa si care ii permit, totodatd, sa continue s utilizeze aceste abilitdti in serviciul
propriei dezvoltari si al dezvoltarii comunitatii [13].

Conceptul dezvoltarii curriculumului scolar specificd cé ,,alfabetizarea, reprezintd
baza pentru continuarea invatarii, interactiunii lingvistice si sociale. Competentele de
alfabetizare sunt In mare parte in corespundere cu ’cunostintele functionale”[3].

Cadrul de referinta al Curriculumului National al Republicii Moldova (MEC, 2025)
pozitioneaza alfabetizarea functionald la intersectia tuturor ariilor curriculare, considerand-0 0
finalitate transversala a intregului proces educational si nu o competenta asociata exclusiv unei
anumite discipline scolare[3]. Curriculumul national pentru invatdmantul primar
operationalizeaza aceasta viziune prin structurarea continuturilor si a competentelor specifice
in jurul capacitétii elevilor de a aplica achizitiile dobandite in situatii autentice si variate de
viatd. In acest context, dezvoltarea alfabetizarii functionale este strans corelatd cu eficienta
practicilor de evaluare formativa utilizate de cadrul didactic, intrucat doar o evaluare orientata
spre progres si adaptare continud poate confirma — si stimula — transferul functional al
competentelor formate[4].

in aceeasi ordine de idei, V. Botezatu subliniazd ca ,,deplasarea accentului de la
evaluarea invatarii la evaluarea pentru Invatare presupune o reconceptualizare profunda a
rolului profesorului”[1]. Astfel, cadrul didactic nu mai actioneaza exclusiv ca evaluator extern
al performantelor elevului, ci devine un partener activ al acestuia in construirea cunoasterii,
monitorizarea progresului si reglarea procesului de invatare. Din aceasta perspectiva, evaluarea
formativa capata functii de sprijin, orientare si dezvoltare, contribuind la formarea unui elev
autonom, reflexiv si capabil sa valorifice functional cunostintele si competentele dobandite in
contexte reale de viata.

Aceasta perspectiva este reflectatd sugestiv in modelul ierarhic al dezvoltarii
alfabetizarii functionale, care evidentiaza caracterul progresiv si integrator al formarii
competentelor necesare utilizarii eficiente a cunostintelor in contexte reale de viata. Modelul
demonstreaza cd alfabetizarea functionala se construieste gradual, prin trecerea de la
competentele instrumentale de baza catre niveluri superioare de analiza, aplicare, reflectie si
transfer al cunostintelor, in conditiile cresterii autonomiei cognitive si a complexitatii
activitatilor de invatare.
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REZULTAT:
Alfabetizare functionald — capacitatea de a identifica, intelege, interpreta, exprima si utiliza
informatiile pentru a actiona eficient si responsabil in contexte reale de viata.

Figura 2. Modelul alfabetizirii functionale (adaptat dupi Kramova)[8]

Analizat prin prisma componentelor structurale ale comeptentei de evaluarea formativa
a cadrului didactic, modelul demonstreazd ca dezvoltarea alfabetizdrii functionale este
conditionatd de calitatea procesului evaluativ si de capacitatea profesorului de a regla,
monitoriza si sutine progresul elevului pe fiecare nivel al Invatarii.

Primul nivel al modelului — ,,Fundamentele alfabetizarii” — vizeaza formarea
competentelor de baza: citirea, scrierea, vocabularul, comunicarea orala, ascultarea si
numeratia. Acest nivel se afla in relatie directd cu dimensiunea cognitiv-conceptuald a
competentei de evaluare formativa. Profesorul trebuie sa cunoasca standardele curriculare,
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descriptorii de performantd si particularitatile dezvoltarii elevului de vérstd scolara mica,
pentru a proiecta sarcini si criterii de evaluare/succes relevante. In aceasta etapi, evaluarea
formativa are rol diagnostic si reglator, permitand identificarea dificultatilor de invatare si
interventia timpurie pentru consolidarea achizitiilor fundamentale.

Al doilea nivel — intelegere si interpretare” — presupune procesarea si
comprehensiunea informatiei, identificarea ideilor principale, clasificarea si interpretarea
mesajelor. Acest nivel reflectd interactiunea dintre dimensiunea cognitiv-conceptuald si
dimensiunea actional-procedurald a competentei de evaluare formativd. Cadrul didactic
utilizeaza metode interactive, Intrebari productive si feedback orientat spre intelegere, pentru a
stimula gandirea elevului si pentru a monitoriza modul in care acesta interpreteaza informatiile
din texte, imagini, grafice sau situatii concrete. Evaluarea formativa faciliteaza astfel trecerea
de la reproducerea mecanica a informatiilor la intelegerea lor functionala.

Nivelul al treilea — ,,Aplicare si problematizare” — evidentiaza utilizarea functionala
a cunostintelor in rezolvarea problemelor autentice. Aceastd etapd este strans legatd de
dimensiunea actional-procedurald a competentei de evaluare formativa. Profesorul proiecteaza
sarcini contextualizate si situatii-problema relevante pentru experienta de viatd a elevilor,
organizeaza activitati de autoevaluare si evaluare reciproca si adapteaza strategiile didactice in
functie de rezultatele evaluarii. In acest context, evaluarea formativa devine un instrument de
reglare a Invatarii, orientat spre dezvoltarea gandirii critice, a autonomiei si a capacitatii
elevului de a aplica cunostintele in contexte reale.

Al patrulea nivel — ,Evaluare si reflectie” — presupune analiza, aprecierea si
autoreglarea propriei activitati de invatare. Acest nivel corespunde in mod direct dimensiunii
reflexiv-metacognitive si inovative a competentei de evaluare formativa. Profesorul stimuleaza
reflectia elevului asupra propriului progres, valorifica feedbackul constructiv si creeaza
contexte de autoevaluare si autoreglare. Prin aceste practici, elevul dezvoltd capacitatea de a
analiza critic informatiile, de a argumenta opinii si de a lua decizii 1n mod autonom. Dupa cum
subliniaza T. Dubineanschi, ,,pentru formarea capacitatilor de reflectie la elevi, cadrele
didactice trebuie sa tind cont de urmatoarele: reflectia este are un caracter individual; reflectia
este, prin esenta sa, dialogata si se formeaza nemijlocit in procesul de activitate (invatare);
reflectia este multidimensionala”[5].

Ultimul nivel — , Transfer si inovare” — reprezintd etapa superioard a alfabetizarii
functionale, in care elevul transferd si adapteaza cunostintele in situatii noi, creeaza solutii
originale si participa activ la viata comunitdtii. Acest nivel reflectd integrarea tuturor
componentelor competentei de evaluare formativd. Dimensiunea motivational-axiologica
devine esentiald, deoarece profesorul sustine initiativa, creativitatea si increderea elevului in
propriile capacitati. In acelasi timp, dimensiunea reflexiv-inovativa permite cadrului didactic
sa valorifice metode inovatoare si sd creeze contexte autentice de invatare, care favorizeaza
transferul competentelor si dezvoltarea autonomiei functionale a elevului.

Asadar, analiza modelului ierarhic al dezvoltarii alfabetizarii functionale prin prisma
componentelor structurale ale competentei de evaluare formativd evidentiazd caracterul
determinant al practicilor evaluative formative in dezvoltarea competentelor necesare integrarii
eficiente a elevului in viata sociala si educationald contemporand. Rezultatele analizei
demonstreaza ca alfabetizarea functionala nu reprezinta o competenta izolata, ci un proces
gradual si complex, construit progresiv de la achizitia deprinderilor fundamentale catre
capacitatea de transfer, reflectie si utilizare autonoma a cunostintelor in contexte autentice de
viata.

Fiecare nivel al modelului dezvoltarii alfabetizarii functionale se afla in relatie directa
cu una sau mai multe dimensiuni ale competentei de evaluare formativa a cadrului didactic.
Dimensiunea cognitiv-conceptuald asigura fundamentarea teoretica si curriculara a evaluarii,
dimensiunea actional-procedurald faciliteazd aplicarea strategiilor evaluative si reglarea
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invatarii, dimensiunea motivational-axiologicd sustine implicarea activd si dezvoltarea
autonomiei elevului, iar dimensiunea reflexiv-metacognitiva si inovativa contribuie la
dezvoltarea autoreglirii, reflectiei si transferului competentelor in situatii noi. In aceasti
perspectiva, evaluarea formativa depaseste functia traditionald de masurare a performantelor
scolare si devine un mecanism pedagogic de sprijin, orientare $i optimizare continud a
procesului educational. Prin feedback constructiv, sarcini autentice, activitati de autoevaluare
si reflectie, cadrul didactic faciliteazd dezvoltarea unui elev capabil sa inteleaga, sa
interpreteze, sa aplice si sa valorifice functional cunostintele dobandite.

Totodata, conditiile de succes evidentiate in model — curriculum relevant si integrat,
metode interactive si centrate pe elev, evaluare formativa continud, mediu educational
stimulativ si parteneriat educational eficient — confirmd faptul ca dezvoltarea alfabetizarii
functionale depinde de existenta unui proces evaluativ coerent, sistematic si adaptat nevoilor
reale ale elevilor.

Prin urmare, competenta de evaluare formativd a cadrului didactic se afirma ca un
determinant fundamental al dezvoltdrii alfabetizarii functionale in Invataméntul primar,
deoarece asigura transformarea procesului educational intr-un demers activ, reflexiv si
aplicativ, orientat spre formarea unui elev autonom, critic si capabil sa participe responsabil si
eficient in societatea contemporana.

CONCLUZII

Analiza teoreticd si interpretarea modelelor conceptuale ale alfabetizérii functionale
evidentiazd ca dezvoltarea acesteia este conditionatd de existenta unor practici evaluative
formative eficiente, centrate pe progresul elevului si pe reglarea continui a invatarii. in acest
sens, competenta de evaluare formativa a cadrului didactic se afirma ca un determinant esential
al calitatii procesului educational, deoarece faciliteazd monitorizarea progresului scolar,
identificarea dificultatilor de invatare si adaptarea strategiilor didactice la nevoile individuale
ale elevilor.

Rezultatele analizei demonstreaza ca structura competentei de evaluare formativa are
un caracter multidimensional si integrator, reunind dimensiuni cognitiv-conceptuale, actional-
procedurale, motivational-axiologice si reflexiv-metacognitive. Aceste componente
functioneaza sinergic si permit cadrului didactic sd proiecteze si s realizeze situatii evaluative
autentice, sd utilizeze feedbackul ca instrument de reglare a invatarii si sa creeze contexte
educationale favorabile dezvoltarii autonomiei cognitive si a reflectiei elevului.

Corelarea modelului ierarhic al alfabetizarii functionale cu structura competentei de
evaluare formativa a evidentiat faptul ca fiecare nivel al dezvoltarii alfabetizarii — de la
formarea competentelor fundamentale pana la transferul si utilizarea creativa a cunostintelor
— necesita interventii evaluative formative specifice. Astfel, evaluarea formativd contribuie
nu doar la consolidarea achizitiilor scolare, ci si la dezvoltarea gandirii critice, a autoreglarii
invatarii, a capacitatii de rezolvare a problemelor si a participdrii active a elevului in contexte
sociale si educationale diverse (Sova, 2024).

Totodata, cercetarea confirma ca eficienta dezvoltarii alfabetizarii functionale depinde
de existenta unui curriculum relevant si integrat, a unor metode interactive si centrate pe elev,
a unui mediu educational stimulativ si a unui proces de evaluare formativa continuu si coerent.
In aceastd perspectivi, cadrul didactic devine nu doar evaluator al performantelor scolare, ci
facilitator al Invatdrii, partener al elevului In construirea cunoasterii si agent al dezvoltarii
competentelor necesare invatarii pe tot parcursul vietii.

Prin urmare, competenta de evaluare formativa a cadrului didactic trebuie valorificata
ca resursd strategica a modernizarii educatiei si ca premisd fundamentalda a dezvoltarii
alfabetizarii functionale in invatdmantul primar, contribuind la formarea unui elev autonom,
reflexiv, critic si capabil sa utilizeze functional cunostintele in viata reala.
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Abstract: This study is focused upon some of the actual major crisis from within the field of scientific
research in psychology. The main approach is centered on the epistemological issue represented by the
replicability crisis from today psychology's scientific research and it stars by depicting the major
conceptual coordinates of the problem. The second step of the study tries to uncover some of the possible
consequences that this crisis could generate in different areas and fields of theoretical interest for
psychology but also for social sciences in general. A distinct discussion is later followed about the way
in which the psychologists themselves perceive this major epistemological problem from within their
own scientific domain. In the end some possible modes in which this crisis could evolve in the future
are also being analyzed.

Keywords: Psychology, Crisis, Replication, Science, Epistemology

Introduction

From its origins in late 19th century as a declared autonomous science and from its
inception as a distinct scientific field of research and theoretical development psychology has
tried to fulfil a whole set of epistemological standards and criteria in order to be considered as
an honorable and credible science, a one based on observation, empirical survey and testability.
Thus, as it was observed, the general epistemological frame for psychology was influenced
directly by positivism and the natural-science model of knowledge implied by positivist general
frame but also by the distinct specificity of psychology in general and its object of study in
relation with the set of positivist epistemological criteria (Jovanovié¢, G., 2022). And the
psychology s struggle to obtain for itself the epistemological status of a serious science, a one
which should be deeply rooted in empirical observation and using tools comparable with those
from the area of natural sciences is continuing even today because even today psychology is
struggling with its most basic foundations (Uher, 2020). In time, the obsession to reach this
fundamental goal has turned for psychology into something dramatic as long as the
psychologists themselves had progressively become more and more aware of the fact that the
epistemological demands for their domain to be considered as an authentic science are so high
and so difficult to achieve and because of this the status of psychology as a science has always
been something fragile and sensitive (Pavelcu, 1972). However, this historical dream was never
abandoned by psychology and it has to be considered as the main core of any serious effort
made in time by the vast majority of the individuals which called themselves psychologists and
which tried to implement various forms of research within the general field of psychology.
Unfortunately for them the goal of constructing a serious and credible scientific domain, a field
of knowledge able to be comparable with fields from natural sciences, was never achieved and
today this historical fact had become a distinct and dramatic issue because it has the power to
undermine the credibility of psychology in the eyes of public opinion. One distinct form in
which appear today this huge historical failure of psychology to become a serious science it
manifests itself within contemporary theoretical debates from the psychology as a distinct topic
represented by the replicability crisis (Wingen, Berkessel & Englich, 2019). The issue of
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replication crisis represents a major reason of concern not only for psychologists but also for
other entities which are or could be involved, in one way or in another, in the general scientific
process of research from psychology. This is happening because the implications of this type
of failure is affecting not only the psychology's scientific community but also the public and
the institutional frame through which scientific research from psychology is managed and
funded. In this study we will try to disclose the major set of coordinates through which the
replication crisis could be understood. In order to do this we will start by depicting the core of
the problem. The approach will continue by trying to asses the set of possible consequences
which can occur form this very negative situation for contemporary psychology. A distinct
discussion will be made about the ways in which psychologists themselves are trying to deal
with the issue of replication crisis. The study will be completed and ended with an effort to
foresee the future possible directions of evolutions of this major epistemological crisis which
is the replication crisis.

The actual replication crisis in psychology

The tragic situation in which has failed today the scientific research from the general
field of psychology, beside other distinct forms, takes mainly the form of replication crisis.
This is a very serious issue for the plethora of psychologists which today exists in the world.
The issue is fundamental and existential for them because it has the power to undermine their
entire effort, developed during a historical time scale, an effort which finally was designed to
achieve and to consolidate the status of an authentic science which should have been deeply
rooted in the empirical research.

As it is well known, from its beginnings as a supposed autonomous scientific domain,
psychology, in fact those individuals who called themselves psychologists, have tried very hard
to implement within the process of any psychological research a set of methods and tools which
are specific to the area of natural sciences as are physics or chemistry for example. This
historical trend had gone further from its historical origins as the goal of transforming
psychology into a credible and empirically solid science is still present. Thus, the dramatic
effort to build psychology as a distinct and credible scientific domain is yet very visible even
today and in order to understand this simple fact it is more than enough to see that almost every
serious book about psychology's methodological issues begins with vast and elaborate chapters
about the nature of scientific knowledge and about the features of its methodological frame
(Ray, 2025).

Before we draw a brief picture about what is in fact this crisis and before we describe
its main form of existence we want to underline here a crucial fact in order to better understand
what an authentic science must be and actually really is. Thus, among the general set of criteria
which must be fulfilled for any form of knowledge in order to be considered as a scientific
knowledge there is the criteria of predictability (Killeen, 2018). This means, in simple terms
and without entering in other epistemological details, that a theoretical frame is about to be
considered science not only where it is tested once with success at the level of empirical reality
but when is tested with success every time and thus when in each testing process are obtained
the same results. This further means that the experimental dimension of the theoretical frame
is replicable. And if it is so then the theoretical frame gains the power to be used as a robust
and reliable tool for obtaining the predictability about the phenomenon which is investigated
through it. Or this is what actually is missing from psychological research at the experimental
level!

Briefly, the fact that an experiment or, largely speaking, a general research process
funded in observation and doubled by some forms of theoretical frames, is not replicable means
that the results of the research will not be every time the same. And this further means that the
theoretical frame used to develop that experiment has no power to make predictions. Finally
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this translates into the fact that so called knowledge which could be obtained in this way is
useless and it could never be considered an authentic scientific knowledge.

The replication crisis in psychology represents today a major topic of debate (Anvari &
Lakens, 2018) and this in our view confirms the fact that the entire historical effort to construct
a domain as a solid science has come now to the point in which it must be reconsidered in a
radical manner. There are today a vast number of studies and works about this topic and the
vast majority of the authors are agree on the fact that a concerning proportion of research
projects, especially from the field of social psychology, do not fulfil the fundamental
epistemological criteria of replicablity (Wingen & et. al.). And this is a major factor of concern
because not only that the issue of replication crisis undermines de credibility of psychology as
a reliable science but it also undermines its honorability in the eyes of public opinion.

Replication crisis and its general effects from different perspectives

Beyond the fundamental epistemological core of the issue the replication crisis from
contemporary psychology's domain of scientific research has serious and systemic
consequences from different perspectives and upon various practical fields of activities. This
topic in itself deserves a distinct discussion but here we will summarize a possible general set
of implications which the issue of replication crisis could directly or indirectly involve.

First of all the replication crisis has a deep and profound impact upon psychologists
themselves. This is happening because they are forced now either to completely reconsider
their historical dream and to reevaluate psychology's main and fundamental epistemological
purpose either to reframe the entire conceptual dimension through which psychology could still
gain its status as a credible scientific domain. Even if among psychologists there are different
opinions about this crisis the main core of the problem remains and it should be treated as the
fundamental issue of the psychology's actual epistemological status.

A different and distinct vision of this crisis could be encountered among the specialists
and researchers from the general area of natural sciences. Within their distinct scientific
communities the conclusions that could be derived from the actual psychology's replication
crisis are very strong and clear. In general, as it is well known, these scientific communities
are rejecting the claim that psychology it could meet the standard epistemological criteria from
the field of natural sciences. As we will see, it seems that this radical but consistent view has
also a specific type of possible answer from the psychologists.

Also a distinct perception could be identified at those entities and institutions which are
responsible, in various forms, with the funding of scientific research from the general domain
of psychology. Here also it could be encountered a specific form of skepticism about the claims
of researchers that what they are really doing could be indeed relevant for the public and
consistent with the demands of a serious and credible scientific effort.

These effects summarize the actual picture of possible consequences which the
replication crisis from the field of psychological research could be induced at various factors
and upon different and distinct domainsof scientific activity. However, one of the most
interesting effects is the effect which this crisis could have upon the public opinion’s perception
regarding the claims that psychology should to be considered as a serious and reliable science
and to be treated in general as a scientific distinct domain from which the general public could
have real and reliable benefits (Anvari & Lakens, 2018).

Public opinion mistrust on psychology and the general status of psychology as a domain
without valid scientific results

As it has been already seen (Wingen, Berkessel & Englich, 2019) the public lack of
trust in psychology's so called scientific research is one of the major issue that psychologists
must face today. This problem has a complete and distinct significance because it has the power
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to put the replication crisis beyond the limited interest of researchers and beyond the specific
needs of scientific community. In our general perspective this issue could be worsening if the
psychologists themselves are not aware about the fact that their actual terrible problem has at
least two distinct perspectives.

A one of these perspectives is represented by the epistemological problem itself. Thus,
this issue is strictly encapsulated within the general frame of methodological debates and is
strictly limited within epistemological debates made by the scientific community. But the
perception of the replication crisis in the eyes of public opinion is indeed a completely different
thing.

And thus we reach to the second perspective of the issue which involve exactly the
perception of the replication crisis at the level of public opinion. In this general social context
psychologists and their scientific community must manifest a distinct attention to the way in
which the replication crisis is transmitted by their own scientific community to the general
public because the public opinion could amplify the dimension of the crisis. It does not matter
and it would never have a consistent effect upon the general public the possible set of
theoretical defenses that psychologists could use in order to defend their domain in the eyes of
public opinion as long the public opinion has the natural tendency to retain only the essential
fact from the entire epistemological problem (Ferguson, 2015). And this essential fact is the
fact that replication crisis has disclose the incapacity of the psychological research and its
results to offer credible predictability and thus it failed to guarantee that the knowledge which
could be provided by this research is indeed a scientific knowledge. It remains to be seen in the
near future how the psychologists themselves will adapt to the distinct problem represented by
the public opinion’s perception about the replication crisis and, of course, how will they be
able to further manage the public communication issue regarding the crisis.

Some possible answers from psychologists themselves to actual replication crisis

It is, at least in some way, interesting to notice how psychologists tried to deal with the
fundamental problem represented by the occurrence of the replication crisis in their field of
academic activity. Thus, among other possible practical ways to mitigate te consequences of
the problem there are few which deserve in our perspective at most a limited attention. Others
are simply unrealistic and in our view are not relevant for the epistemological dimension of the
replication crisis.

A one way in which some psychologists are hoping not only to mitigate but, if possible,
to eliminate the unpleasant effects of the replication crisis from their domain of research is to
revise and to improve some elements from the methodological perspective (Ferguson). But in
our view this could be a serious task only if their object of study will be defined in a complete
and universally accepted manner and only if the entire branch of psychologists would ever have
a proper epistemological training. We are fully aware that this argument are invoked here by
us in a simplified and very general mode but, however, the psychologists must in one day not
only to accept the problematic features of their declared object of study but also they must to
understand and to accept the full set of epistemological issues which are implied by this. Until
that moment the methodological revisions, no matter how serious and honest are made, will be
always completely useless and from some points of view even unreasonable.

As we said there are also other forms through which some psychologists try today to
mitigate the profound issue represented by the replication crisis but those forms do not deserve
in our opinion a serious attention from a solid epistemological perspective. However, there is
one of these forms of defense which is worth to discuss little about it. Firstly, it is important to
notice that this possible form of defending their perspective is not always expressed in a direct
and explicit manner by the psychologists. Anyway, it could be derived from some
epistemological theoretical positions and it could be summarized by the idea that psychology
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has to adopt a radical different point of departure regarding the way in which it should be
considered and recognized its theoretical and research effort. In simple word this would mean
that psychology will continue to be considered as a science but a science which have weaker
standards and criteria that those present in natural sciences.And this point of view is not always
expressed within a traditional frame by which it must be made a clear epistemological
distinction between the area of natural sciences and that of the social and humanistic ones. But
regardless the fact of how they are actually framing here their position this will mean that
psychology it would be no longer a science at all!

Before we try to uncover some possible ways in which the replication crisis from the
field of psychology's so called scientific research could evolve we add here more elements by
which some of the authors have tried to use in order to further mitigate the issue of replication
crisis. These are also some forms of allegedly methodological elements like the need of
reducing QRP within the psychology's scientific endeavor or to improve the level of
transparency in some studies from the field of social psychology for example. However, even
if all these tasks will be in one day seriously adopted and implemented within the real empirical
research the epistemological issue represented by the core ambiguity of the object which
psychologists are claiming that they are investigating by their methodological tools will remain,
and people will always could ask in a complete legitimate manner, if the psychology could ever
be a solid science or no? (Wai, J., 2012).

Replication crisis and its possible lines of evolution

Even if our points of view were expressed here in a simplified and very short versions
we want to underline the fact that these positions are valid because they are based on some
simple and undeniable facts. These facts are mostly epistemological elements and they could
be summarized by recognizing the structural ambiguity of the object which psychologists are
claiming that they are studying but also by recognizing the relativism of their methodological
approaches. And closely linked with this we also can add the psychologists general refusal to
admit that due to the nature of their claimed object of study many of the developed research
methods from natural science just can not be properly adapted to psychological research in
general.

However, is worth noticing the fact that in time some psychologists had proven their

honesty and they admitted that their own domain of study encounters tremendous and
unpassable epistemological issues. Thus, they admitted the fact that it would be completely
unreasonable to ask from psychology to offer what it can never offer admitting by this the set
of fundamental practical limits of their own theoretical domain (Pavelcu).
Regarding now the distinct topic represented by a discussion about the possible future lines of
evolutions on which could evolve the actual replication crisis from psychology we consider
that in this case only about two of them is worth to talk in a relatively extended manner. Of
course, beside these two possible lines of evolution it could be uncovered others but those are
not, at least, in our view, too realistic to be seriously considered.

A first possible line of evolution in which can end the actual replication crisis from
psychology could reaching the point in which psychology itself would be completely
annihilated as a credible science and also as a distinct institutional academic and scientific
domain and field of investigations. This possible dramatic evolution could take time, even at a
historical scale, but, however, in the end the unavoidable will eventually happen for
psychology. At this historical moment, of course, still nobody knows for sure when this
moment will come for psychology but, anyway, what is sure today is the fact that psychologists
must come with a very credible and serious response to the crisis which now is devastating
their own scientific domain. Now we are yet living within historical moment in which the shock

83



of the replication crisis is still absorbed and, of course, will be needed more time to see what
will really happen next for psychology.

The second possible line of evolution for psychology from this historical moment
further could be represented by a systematic and collective robust effort to adapt their
epistemological status and to gradually renounce to any claim that psychology could ever be
considered and treated as a traditional science which is able to produce knowledge which offers
predictability and which it could be indeed trusted by other scientific communities and also by
the general public. It remains to be seen if this possibility would be able to preserve or not an
institutional form of existence for psychology. And within this possible huge collective effort
that psychologists will be forced, in one way or another, to make maybe it is not completely
irrelevant for them to realize that the deep roots of their theoretical domain was not created by
them but by philosophers. And this is exactly one of the main reasons because of which
psychologists should be today more careful with philosophical analysis of their domain and
maybe psychology itself should made a pivotal return to philosophical reflection in order to
clarify some fundamental epistemological issue from their own theoretical area of interest
Thus, psychologists should be more receptive to philosophical reflections upon the
psychology's epistemological issues because by doing so they will increase their chances of
getting a solid theoretical ground for psychology just by this type of return to some traditional
perspectives and by trying to uncover the intimate relation between psychology and philosophy
regarding any form of foundational problem for the general field of psychology (Wendt, 2025).
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COACHING AS AN INSTRUMENT FOR PERSONALIZING ESP INSTRUCTION
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Abstract: Coaching represents an essential strategic tool for personalizing the teaching of English for
Specific Purposes (ESP), transforming the educational process from a standardized one into one
tailored to the individual needs of learners. The article explores the role of linguistic coaching as a
facilitator of learner autonomy, reflection, and the alignment of linguistic competencies with specific
professional or academic requirements in fields such as medicine, engineering, business, or law.
Through a rigorous theoretical analysis based on established conceptual frameworks—such as the
Dudley-Evans & St. John model (1998), the learning-centered approach (Hutchinson & Waters, 1987),
and the principles of andragogy—the study demonstrates the synergy between ESP and coaching
techniques (including the GROW model, powerful questioning, and neurolanguage coaching). It
highlights how needs analysis, the setting of SMART objectives, and personalized sessions of reflection
and feedback optimize learners’ motivation, knowledge retention, and the transfer of skills into
professional environments. The article presents concrete practical examples of implementing coaching
in medical, technical, and business contexts, illustrative case studies (including adaptations for the
Romanian setting), as well as the major challenges involved: limited resources, insufficient teacher
training, and resistance to change. The results indicate a significant increase in learner autonomy,
confidence in communication, and the overall effectiveness of ESP programs when coaching is
systematically integrated. In conclusion, coaching is not merely an innovative method but a
pedagogical necessity in 21st-century education. It aligns ESP teaching with the demands of the
globalized labor market and promotes lifelong learning. The paper offers practical recommendations
for teachers, educational institutions, and corporate trainers, underscoring the transformative potential
of this hybrid approach.

Keywords: linguistic coaching, ESP (English for Specific Purposes), personalized teaching, learner-
centered learning, autonomy

Introduction

In an educational landscape increasingly oriented toward the individual needs of
learners, the teaching of English for Specific Purposes (ESP) represents a field of excellence
in personalization. ESP is not merely a variant of general English, but an approach centered on
the linguistic and communicative requirements of a precise professional or academic field—
whether engineering, medicine, law, real estate, or management. The personalization of
instruction thus becomes essential, as ESP learners do not arrive with a generic set of
knowledge but with concrete objectives, distinct professional contexts, and varied levels of
competence. This is where coaching comes in as a strategic tool, transforming teaching from a
standardized process into one that is tailored, reflective, and focused on measurable results.
Educational coaching, especially in its linguistic form (language coaching), stands out through
its strong emphasis on learner autonomy, reflective practice, and the establishment of
individualized goals. In contrast to traditional teaching, which typically follows rigid curricula
and standardized textbooks, coaching serves as a powerful catalyst for personalization. The
teacher-coach moves beyond the role of knowledge transmitter to become a skilled facilitator
who supports learners in their journey of self-discovery and real-world application. Within the
context of English for Specific Purposes (ESP), this approach proves particularly effective, as
it seamlessly aligns learners’ specific professional needs with adaptable and responsive
teaching methods. Its relevance continues to grow rapidly in today’s digital and globalized
world. Recent studies show that ESP learners participating in personalized coaching programs
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experience significantly higher motivation, improved knowledge retention, and better transfer
of skills into professional settings. This paper provides an in-depth exploration of coaching as
a key tool for personalizing ESP instruction. It examines the theoretical foundations, practical
methodologies, case studies, challenges, and future directions. The central argument is that
integrating coaching principles represents not just a methodological improvement, but a
genuine pedagogical necessity in order to prepare learners for the demands of the modern labor
market. This article has two main objectives: first, to deliver an academic analysis grounded in
specialized literature; second, to offer practical, applicable frameworks for ESP teachers in
general.

Definitions and Fundamental Theoretical Concepts

To fully grasp the role of coaching in personalizing ESP teaching, it is important to
clarify the core concepts. English for Specific Purposes (ESP) is a specialized branch of
language education that focuses on developing the linguistic skills required in particular
professional or academic domains. Unlike English for General Purposes (EGP), ESP is driven
by thorough needs analysis, the use of authentic materials, and task-based performance.
According to the literature, ESP practitioners increasingly fulfill multiple roles: teacher,
facilitator, evaluator, counselor, and — more and more frequently — coach. Personalized
learning (or the personalization of teaching) refers to the adaptation of content, pace,
instructional methods, and assessment to the unique profile of each learner. In ESP, this
involves careful consideration of the learner’s professional background, preferred learning
style, personal motivations, and time limitations. Importantly, personalization does not imply
complete individual isolation; rather, it creates a flexible learning pathway that strategically
combines group interaction with one-to-one sessions. Educational coaching is a collaborative,
non-directive process centered on powerful questioning, deep reflection, and purposeful action.
Unlike mentoring, which primarily involves sharing personal experience, or training, which
focuses on content delivery, coaching prioritizes unlocking the learner’s own potential. When
applied to language learning — as language coaching or neurolanguage coaching — it
incorporates insights from neuroscience to enhance retention, motivation, and overall learning
efficiency. Ultimately, coaching transforms ESP instruction into a genuinely learner-centered
process, where the teacher acts as a trusted partner in defining objectives and tracking progress.
Personalized learning (also known as the personalization of teaching) means tailoring the
content, pace, teaching methods, and assessing the unique profile of each learner. In the field
of English for Specific Purposes (ESP), this involves considering the learner’s professional
background, preferred learning style, personal motivations, and time limitations. Importantly,
personalization does not equate to complete individual isolation; instead, it creates a flexible
learning journey that thoughtfully blends group activities with individualized one-to-one
sessions. Educational coaching is a collaborative and non-directive process grounded in
powerful questioning, reflective practice, and purposeful action. Unlike mentoring, which
primarily shares personal experience, or traditional training, which focuses on delivering
content, coaching places the learner’s own potential at the center. In its language-specific form
— neurolanguage coaching — it incorporates principles from neuroscience to enhance
knowledge retention and sustain motivation. Through this approach, ESP teaching is
transformed into a genuinely learner-centered process, where the instructor acts as a supportive
partner in defining goals and tracking progress.

From a theoretical standpoint, integrating coaching into ESP draws on several key
conceptual frameworks. The influential model by Dudley-Evans and St. John (1998)
emphasizes the adaptable and variable character of ESP, which naturally supports ongoing
customization. The learning-centered approach (in contrast to a language-centered one)
positions the learner’s needs at the heart of curriculum design. Coaching further enriches this
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by adding a metacognitive layer: learners not only master specialized vocabulary and grammar
but also acquire the skills to effectively manage and direct their own learning. Recent studies
highlight a powerful synergy between ESP and coaching. Merging the two creates highly
personalized learning goals, tailored feedback, greater learner empowerment, and advanced
communication competencies. This combination surpasses traditional general English or
Business English courses by emphasizing tangible outcomes and personal responsibility.
Within Romanian context, where ESP is widely taught in technical, medical, and economic
universities, coaching offers effective solutions to recurring challenges such as low motivation,
the theory-practice divide, and heterogeneous learner groups. As a result, coaching emerges as
a strategic tool for personalization, perfectly aligned with 21st-century educational principles:
learner autonomy, transversal skills, and lifelong learning.

Theoretical Foundations and Literature Review

International literature contains abundant research supporting the value of coaching in
personalizing language instruction. Instructional coaching — viewed as a process of
individualized professional support — enables teachers to refine their methods to better address
learners’ specific needs. In ESP, this takes the form of collaborative planning sessions rooted
in thorough needs analysis. A prominent study! (notes that effective ESP practitioners embrace
a learner-centered methodology: they examine students’ professional backgrounds,
motivations, and learning styles, then adjust lessons dynamically in response. Needs analysis
incorporates input from learners, employers, and institutions, making coaching particularly
well-suited for ongoing progress monitoring. Recent researchers also explore the integration of
Al tools in ESP personalization yet consistently underscores that human coaching remains
indispensable for providing emotional support and relational feedback. Adaptive learning
platforms can generate customized pathways, which coaches then enhance through targeted
one-to-one sessions. In Romania, growing interest in neurolanguage coaching emphasizes its
capacity to foster intrinsic motivation and autonomy, qualities that strongly complement ESP
objectives. Systematic review indicates that coaching-driven personalization can boost
knowledge retention by up to 40% in professional settings. Additional benefits include
increased learner confidence, decreased language anxiety, and more effective skill transfer to
the workplace. Since ESP learners are frequently working adults with prior professional
experience, coaching aligns naturally with andragogical principles (Knowles, 1980), such as
problem-centered learning, respect for prior experience, and learner self-direction. In
comparison, traditional ESP instruction often struggles with rigidity — fixed textbooks and
teacher-fronted lessons. Coaching introduces valuable flexibility through regular reflection
sessions, progress journals, and customized role-plays. Research confirms that this
methodology not only reduces teacher burnout but also significantly enhances learner
satisfaction.

Practical Application of Coaching in Personalizing ESP Teaching

Successful implementation of coaching in ESP follows several structured stages. The
first and most essential step is comprehensive needs analysis. The coach gathers data through
questionnaires, interviews, placement tests, and observations to accurately assess current
competencies against desired targets. For instance, a chemical engineer might require
specialized vocabulary for writing laboratory reports, whereas a real estate professional would
prioritize negotiation techniques and property description skills.

! Chaovanapricha, T, Champakaew, W. - Exploring The Multifaceted Roles Of English For Specific Purposes Practitioners
Within The Transformative Paradigm In Higher Education, in Asian Journal of Education and Training Vol. 10, No. 3, pp.
131-140, 2024.
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The following stage consists of jointly setting SMART goals (Specific, Measurable,
Achievable, Relevant, Time-bound) together with the learner. Coaching relies on powerful
questions such as: “What specific result do you want to achieve in the next three months?” or
“What is the main obstacle currently preventing progress?” This collaborative process builds
strong ownership and intrinsic motivation. A session design integrates ESP content with proven
coaching techniques. A typical session includes:

o Reflective warm-up (5-10 minutes): the learner shares their weekly progress.

o Focused activities: authentic role-plays, analysis of professional texts, and VR/AR

simulations.

e Individualized feedback: moving beyond simple correction to guide the learner toward

self-correction.

e Personalized homework: real-life projects drawn directly from the learner’s

professional field.

Key coaching tools include the GROW model (Goal, Reality, Options/Obstacle, Will/\Way
forward), active listening, and powerful questioning. In ESP, these techniques are applied
across the four language skills: speaking (e.g., negotiations), writing (e.g., professional emails),
reading (specialized articles), and listening (conferences and meetings). But what exactly is the
GROW model? This model is among the most popular and effective coaching frameworks
worldwide. Developed by Sir John Whitmore in the 1980s, it offers a straightforward, well-
structured, and highly practical approach that directs coaching conversations toward clear
outcomes and greater personal accountability. By transforming vague or unstructured
discussions into a focused, solution-driven dialogue, the GROW model fosters strong
ownership and responsibility. It is especially powerful in language coaching where adult
learners typically face well-defined professional needs, strict time constraints, and real-world
performance pressures. The next structure is an example of the model used in
business/technical ESP:

G: “I want to deliver a confident 10-minute technical presentation at an international
conference without reading from the slides.”

R: “I have good technical vocabulary, but I speak too fast and avoid eye contact.”

O: Breathing exercises, recorded presentations, feedback from native colleagues,
simulations in front of a mock audience.

W: “Iwill prepare the slides by Friday, deliver the presentation 3 times in front of the coach
by Tuesday, and apply the 3-2-1 technique to reduce speaking speed.”

Technology integration further strengthens personalization. Tools such as Diffit generate
level-appropriate materials, chatbots support conversational practice, and analytics platforms
track progress in real time. The coach analyzes this data and dynamically adjusts the learning
pathway. To teachers, instructional coaching offers valuable support for developing their own
ESP expertise. An instructional coach observes classes, provides focused feedback, and
collaborates on improvement plans, turning teaching into a continuous, iterative process of
growth. The practical examples of this approach are numerous. Corporate ESP + coaching
programs have produced notable gains in employee performance, while universities have seen
improved doctor—patient communication skills after integrating coaching into medical ESP
courses.

Case Studies

One illustrative case is Veronica, a real estate agent in Romania. At an intermediate
English level, she urgently needed specialized vocabulary for property listings and client
negotiations. A tailored ESP-coaching program was designed, including initial needs analysis,
weekly objectives, realistic role-plays, video feedback, and practical assignments. After just
three months, Veronica was confidently handling international transactions independently,
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with significantly higher confidence and efficiency. A second case/initiative was rolled out at
the Technical University of Cluj-Napoca for the 2" year engineering students. A coach
conducted a detailed needs analysis (technical terminology, project presentations), delivered
one-to-one sessions, and incorporated simulations of international conferences. The results
included improved exam performance and successful internships with foreign companies.
Finally, another relevant case involves ESP teachers themselves receiving instructional
coaching. A new medical ESP instructor used coaching to better align materials with students’
diverse learning styles (visual, auditory, kinesthetic). Through video reflection and peer
observation, her teaching became considerably more interactive and personalized. These cases
clearly illustrate measurable outcomes: higher retention rates, increased motivation, and skills
that can be applied immediately in professional settings.

Challenges, Limitations, and Solutions
Despite its benefits, implementing coaching in ESP presents several challenges. Teachers
often face time constraints, limited coaching training, and resistance to new methodologies.
Large class sizes make personalization difficult, and funding for coach training is frequently
insufficient. Among certain practical solutions, the following are included:
o Continuous professional development: offering certification programs in language
coaching for ESP teachers.
« Hybrid approaches: blending group sessions with individualized online modules.
e Rigorous evaluation: applying rubrics and KPIs to clearly demonstrate return on
investment (ROI).
« Institutional partnerships: collaboration between universities and companies to secure
funding.
Ethical issues such as confidentiality and equal access can be managed through transparent
policies and inclusive program design.

Impact on the Educational System and Future Perspectives

The impact is significant and multi-level. Learners gain greater autonomy, stronger soft
skills, and increased self-confidence. Teachers report higher motivation and lower burnout
rates. At the systemic level, personalized ESP through coaching better aligns education with
labor market demands, thereby enhancing Romania’s competitiveness in the European Union.
Looking ahead, promising developments include using Al as a supportive tool for human
coaches, expanding hybrid programs, and conducting long-term longitudinal studies on
effectiveness.

Conclusion

Coaching is a powerful and essential tool for personalizing ESP teaching. It transforms
education from a passive, one-size-fits-all process into an active, adaptive, and results-driven
experience. By combining the specific needs of ESP with the reflective and empowering
techniques of coaching, a superior pedagogical framework emerges — one that prepares
learners not only linguistically but also professionally and personally. The systematic adoption
of coaching in Romania has the potential to revolutionize foreign language education and
establish a model of excellence.
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EDUCATION... WHERE IS IT HEADED?
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Abstract: In the logic of the reality of the school and the problems of the contemporary world (PLC),
when the lack of tolerance of (almost) everyone, the increasingly obvious manifestation of aggression
and violence, of the malaise noticed today in general, we, all teachers, and each one of us, manifest
our indignation, dissatisfaction, and forget (or make ourselves forget) that we are responsible for
these phenomena that are rapidly generalizing in the life of the school and, undoubtedly, in that of the
students. Currently, insistent debates are written and circulated on the "unsightly" face of education,
of what "poor quality education” means, disoriented by unclear policies and without reasonable
feedback, but almost all the authors of these "opinions™ or "speeches" position themselves only on
findings, without following up on clear and obvious beginnings of resolving the existing
state/situation. Well, there are many but..., what's the use?! So, what can we do to improve and
diminish, and ultimately — remove these vestiges of evil and turn the bad state into a good state of life
for students, teachers and the school, thus visualizing the “path of the heart in pedagogy and
pedagogies with heart”?. The answers signify the essence of the text.

Keywords: education, teaching staff, pedagogical education profession, pedagogical and cultural
modeling, philosophical triad of education.

Este stiut ca educatia cauta omul din om, deci identificarea umanitatii sale, acest discurs
filosofic semnificand o preocupare permanentd a educatiei analizatd holistic si fundamental pe
trei patternuri2 majore de intelegere a educatiei permanente: clasic, modern si post-modern.
Acestor patternuri li se asociaza metaforic si trei termeni ai gandirii filosofice antice, si anume:
paideia, phronesis, eudaimonia [2]. In context, profesorul trebuie si-si adapteze activitatea
noilor provocari ale educatiei contemporane in perspectiva motivarii de invdtare pe tot
parcursul vietii pentru ca sa stie cum sa abordeze schimbarea ca o parte normald a activitatii
sale, nu doar 1n legdtura cu cea mai noua politicd, ci ca un mod de viatd personald si
profesionala.

Chemat prin vocatie la actiune apostolica, fiecare cadru didactic valorifica la rang de
constiintd implinirea misiunii sale sublime, deoarece numai constiinta de sine este aceea care
inalta individul la valoarea de subiect de drept, la persoana inzestrata cu toate atributele juridice
si morale. De aceea misiunea lui este sublima, deoarece cuvantul pedagog / profesor / invatator
/ educator Tnseamna o vocatie aproape cereasca, deoarele pedagogul scolii noastre nationale se
considera prezent in avanpostul si in falanga dascaleasca angajata intr-un proces de echilibrare
functionala a invatamantului national, favorizand prin educatie constientizarea valorilor
comune culturii nationale si europene, prin a caror raspandire adulfii si tinerii invata sa traiasca
Tmpreuna, intr-o societate democratica si multiculturald. Deci, care este misiunea cadrului
didactic? René Hubert considera ca principala calitate a profesorului este vocatia pedagogica,
exprimata prin a te simti chemat si a te simti ales pentru aceasta sarcina si a te simti apt pentru
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a o indeplini, acestora corespunzandu-le trei elemente caracteristice: (1) iubirea pedagogica,
(2) credinta 1n valorile sociale si culturale, (3) constiinta responsabilitatii fatd de copil. De aceea
profesorii ,,sunt aidoma podurilor, pe care elevii sunt invitati sa le treaca; iar dupa ce i-au ajutat
sa le treaca, se dau cu bucurie la o parte, incurajandu-i sa 1si creeze propriile lor poduri”. lata
de ce educatia cautd omul din om; ea vrea sa asculte cum respira alte vieti alaturi de viata
noastrd. Oare aceastd misiune, oare aceastd identitate profesionald nu confirma calitatea
superioara a cadrului didactic, aceea de dragoste fatd de scoald asemuitd cu dragostea fata de
Patrie?!

In buna masura, viata noastra, a tuturora, sta sub semnul anilor de formare, cand ne-am
aflat sub pastoria invatatorilor nostri. Avem certitudinea ca, fiecare dintre noi, cei maturi deja,
rascolindu-ne interiorul, in tacere, vom gasi argumentele incontestabile ale muncii cadrelor
didactice in sensul enuntat, deoarece cheia cu care pedagogul deschide poarta succesului in
activitatea educationala este gasita atunci cand el se re-gaseste in elevii sai/in studentii sai, in
valorile socioculturale. De aceea, ca sa fim noi pedagogi, au fost alti pedagogi, si ca sa fie alti
pedagogi, astizi noi suntem pedagogi! In acest postulat se individualizeazi registrele
omenescului cu care sunt inzestrati profesorii...

Insa in aceastd profesiologie a invatimantului pedagogic sunt vehiculate dezbateri
insistente privind ,,educatia necalitativd™, dezorientati de politicile neclare si fard feedback
rezonabil, iar aproape toti autorii acestor ,,opinii” sau ,,discursuri” se pozitioneaza doar pe
constatdri, fara a da curs unor inceputuri clare si evidente de rezolvare a stirii/a situatiei
existente. Or, sunt multi dar..., ce folos?!

Asadar, ce putem face pentru a ameliora si a diminua, iar in ultima instantd — a indeparta
aceste vestigii ale maleficului si a indrepta starea de rau intr-o stare de bine a vietii elevilor, a
profesorilor si a scolii, deci a vizualiza ,,calea inimii in pedagogie si pedagogii cu inima” [9]?.

in context se observa o ,,intrebare” (o ,,dezbatere”) ce Tnsumeaza activitdti concentrate
mai mult pe opinii generale, pe lozinci institutionale si pe decizii ministeriale.

Dar sa explicitam ce sunt si ce sens comporta aceste doud notiuni: opinii si lozinci.

Opiniile (idei, judecati, pareri, dar si discutie, ceartd, ciorovaiald) generale survin
spontan, prin chestiondri deseori multe si nedorite, prin evocari in mass-media, insa ele se
clasifica doar in niste pareri sau presupozitii. Precizam cd etimologia cuvantului ,,opinie” este
derivata din latinescul ,,0pinio, opinionis” ce inseamna ,,cuvant, crez, formula sau principiu” si
aceasta expresie este unul dintre subiectele convergente ale unei probleme emotionale, natura
unei situatii emotionale.

Lozincile (din germana losung, formulare concisa si pregnanta a unei idei, destinata sa
retind atentia si utilizata pentru propaganda politica) semnifica anumite puncte de vedere sau
practici la nivel institutional, fie universitate, scoald generala (nivel primar, gimnazial, liceal)
sau ,,centre de excelentd” (,,ideala” denumire formulatd de ministerul de resort!!!), ce sunt
»fixate/canonizate” in planuri, programe, activitdti de ,,bune practici”, pe termen scurt ori
mediu, in dependentd de cat timp dureaza o situatie/o stare a fenomenului. Si doar atat: am
reactionat cu aceste lozinci, cu aceste placarde in stil de publicitate, de afis/de deviza, si ni se
pare cd am identificat solutia optima a problemei. Exact ca si in perioada scrutinelor electorale
—am lansat lozinca problemei si solutia ei, am clamat aceastd dualitate si credem ca am reusit
(doar poporul ne-a ales, maria sa poporul ne-a votat!). Insi anii trec, problema riamane,
,lozincariada” ramane tot la nivelul acestei dualitati, doar ca se mai repeta ori se mai elaboreaza
si ,,alte” planuri si programe iardsi pe termen scurt ori mediu, in dependenta de alt ,,cat timp
dureaza situatia/starea fenomenului” si cat timp incd ,,ne mai voteaza poporul”.

1_. . L : . . . . o . . - .

Prin transfer tehnologic precizam ca tremenul de calitate reprezinta totalitatea trasaturilor si caracteristicilor de valoarea ale unui produs sau ale unui serviciu, ce determina
capacitatea acestora de a satisface nevoile afirmate sau implicite ale clientilor, iar calitatea institutiei de invitimant semnifici masura in care produsele si activitatea ei
satisfac cerintele si asteptarile clientilor si partenerilor ei interni si externi (Baciu S. Managementul institutiei scolare. Ghid de formare profesionalad a cadrelor didactice.

Chisinau: Editura Stiinta, 2007, p. 55).
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Deci, cum solutionam problema acestui fenomen?. Opinii exista, si una dintre ele se
referd la ,,crearea unui mediu educational orientat spre elev”, deci pe ,,ceea ce reprezinta elevul
intelegere, sprijin, responsabilitate” [11]. Asadar, dorim un mediu orientat spre elev (dar acest
mediu mai poate fi orientat si spre altceva sau spre altcineva, odatd ce acesta este unul
scolar/educational?!) in cadrul caruia sa practicam ,,un management al clasei care sa ne ajute
sa crestem copii sdndtosi fizic si mental, impdcati cu ei insisi si cu aceia din jur, copii care se
simt bune in pielea lor, fie ca sunt elevi de nota noua-zece sau elevi de
cinci-sase. Copii care stiu cine sunt si ce sunt. Copii care pot sa-si
gaseasca echilibrul dupa un seism emotional intr-un alt mod decét prin a-
si curma zilele, ca singura modalitate de rezolvare a problemelor lor”[11].
Oare autoarea acestui citat ,,vede” seismul emotional al elevului atat de oribil 1n scoald, incat
elevul ,,isi curma zilele?”. Sic! - referitor la expresia ,,copii care se simt bune in pielea lor” (ea
semnificd o opinie pripita si exageratd a autoarei citate!), aceasta ar trebui sa fie substituita cu
expresia ,,copii care se simt bine in viata scolii”.

Insa, dupa cum a mentionat la Bruxelles inca la 6 august 2007 in raportul sdu Jean Figel,
comisarul european pentru educatie, formare, tineret si culturd, studiile efectuate indicau, la
nivelul Uniunii Europene, ca exista evolutii ingrijoratoare ale majoritatii statelor membre ce
raportau deficiente in ceea ce priveste competentele profesorilor si probleme in actualizarea
acestora. Mai sunt sesizabile si astdzi astfel de probleme sau ,,evolutii Ingrijordtoare™?. Sa ne
gandim, oare, la un anacronism profesional de tipul unui analfabetism functional sau eclectism
pedagogic in exercitarea functiilor profesionale?; sa acceptam excesul de pedagogizare si de
psihopedagogizare in profesionalizarea cadrelor didactice?. Aici este vorba de doua perceptii
asupra realitatii acestui proces pe care nu le putem ierarhiza, insd le putem confrunta cu
problematica actuala a profesionalizarii cadrelor didactice.

Deci, este vorba de doua forma mentis, doua forme in care ,,sunt turnate” informatiile,
doud moduri de a gindi realitatea profesionalizarii, iar pana la urma — este vorba de doua
perceptii diferite ce apropie acest proces de desenul sau iluzia lui Joseph Jastrow ,,rata -
iepure”.

Cu certitudine, sunt identificate si astazi probleme privind starea in care se simte
profesorul: in cea de bine sau in cea tot de rdu, cand si opiniile, si lozincile institutionale, si
deciziile ministeriale semnificd ancorajul variat si variabil al exercitarii functiei. Cu atat mai
mult, astazi profesorul a devenit Persona Zoom. O definitie cinic-aforistica a lui Zoom,
conform lui Jean-Lorin Sterian [13], ar putea fi ,;mediul online in care ii intdlnesti pe altii
pentru a te uita la tine”. Acest contact vizual permanent cu cineva care seamana cu tine, Se
comporta ca tine dar nu esti tu, fiind in acelasi format digital cu restul participantilor la
intalnirea Zoom, deci este o schimbare esentiala a actului performativ.

In acest sens si vizualizim unele puncte de vedere diferite asupra omului: despre care
om vorbesc stiintele si ce studiaza ele?:

- medicina - organismul omului;

- psihologia - dorintele sale si comportamentul — sau;

- etnologia - culturile sale;

- sociologia - interactiunea cu celalalt in cadrul modului sau de viata;

- filosofia - conditiille de posibilitate ale cunoasterii sale si ale unei vieti
armonioase; antropologia accentueaza faptul ca omul este o fiinta culturala, care se
schimba si evolueaza;

- istoria alimentatiei, a corpului, a sexualitatii, a familiei, a copilariei, a
raportului cu moartea - ele pot fi de asemenea incluse in antropologie.

In orice activitatea socioprofesionali trebuie si ne orientim evaluarea, cunoasterea

omului, deci intelegerea situatiei dupa un principiu metodologic avansat, si anume ca o teorie
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poate sa fie falsa, desi produce ceva corect, dar nu poate fi niciodata corecta, daca produce ceva
fals.

Dar cu aceasta ocazie vom invata in acelasi timp ce inseamna cuvantul ,,a intelege”.
Atare pozitionare semnificd o abordare ,,arhitecturald” centratd pe aspecte antropologice si
pune accent pe utilizatori, cautand sa raspunda nevoilor acestora. O astfel de abordare nu pleaca
doar de la cunoasterea nevoilor, ci mai ales de la intelegerea in profunzime a realitatilor si
problemelor cu care actorii se confruntd, a valorilor si identitatilor pe care si le asuma, a
modului de viatd, a aspiratiilor, a relatiilor pe care le dezvolta sau ar vrea sa le dezvolte cu
ceilalti etc.

Intelegerea (privita drept indepartare de propriile preconceptii si valori ale provocarilor)
avea impact social — identificarea aspectelor asupra carora este propice a se interveni si a
tipurilor de propuneri pertinente, urmarind responsabilitatea sociald in relatie cu ceea ce actorii
vizati sunt pregatiti (nu neaparat in mod constient) sa isi asume sau sa 1si aproprieze, cu ceea
ce ar ITnsemna, pentru ei, imbunatatirea conditiilor de viata si de lucru, progres, dezvoltare
(personala, profesionala, sociala, economica etc.), imputernicire [empowerment] etc.

Capacitatea de a intelege si de a influenta pozitiv prin comportamente contricipative
(de la contributii in cresterea gradului de constientizare a unor probleme sociale precum
inegalitatea si schimbarea atitudinii fatd de categoriile sociale supuse discrimindrii pdna la
participarea in cresterea productivitatii la locul de muncd) se traduce, in final, in valoare a
principiului metodologic privind evaluarea situatiei [1].

Dar educatia, invatamantul, cel putin, la ciclul liceal, sunt preocupate de om, de starea
lui, de existenta lui, de cugetarea lui, de iubirea lui sau programele, curricula si alte mijloace
educationale avanseaza tehnologii ce sunt orientate mai mult spre fatada productiv-consumista,
materialista?. Toate aceste instrumente semnificd ele si valori ale filosofiei, existentei,
cugetarii, sociologiei, antropologiei, logicii, lingvisticii/limbajului, culturii etc?. Este ,,vazuta”
persoana elevului Tn aceste dimensiuni?.

Indiferent de puterea orizontald, verticald sau matriceald din societatea omeneasca
contemporand, persoana este la frontiera temporald a speciei umane, persoana are puterea de
a fi intr-un fel sau ntr-altul (puterea aceasta determini alegerile pe care le face)?, dand dovada
de un stil si un temperament din care realmente izvorasc stdri, precum libertatea de gandire si
de credintd, spiritul critic si marea diversitate relationald, posibilitatea de a vedea viata in culori
si profunzimi dintre cele mai diferite, Incurajarea semnificativa a interesului privat si, totodata,
sustinerea pe scara largd a celor importante sectoare din cadrul vietii publice (economiei,
religiei, moralei si educatiei, apartinandu-le, In context, o pozitie prioritara)[14].

Unii filosofi au considerat ¢d omul are o naturd data, un ,,datum” al sau, iar elementele
definitorii pentru natura umana sunt:
e sociabilitatea (Aristotel);
capacitatea de a da valoare lucrurilor, de a fi masura lor (Protagoras);
creatia (Lucian Blaga);
cugetarea (Rene Descartes);
omul trebuie intotdeauna tratat ca un scop si niciodatd ca un mijloc (Immanuel
Kant);
omul este o etapa evolutiva care trebuie depasita (Friedrich Nietzsche);
fiinta Inzestrata cu abilitatea de a fabrica unelte (Henri Bergson);
omul este Tn primul rand interioritate (Sf. Augustin si Rene Descartes );
omul este o constiinta-proiect, el devine, se face, se construieste (J. P. Sartre);

Omul - modelul dimensiunilor existentei individuale. [online], Disponibil:  https://proiectmoral.ro/ro/d14-omul-modelul-dimensiunilor-existentei-

individuale.html
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e omul este imago dei — creatie a divinitatii (Sf. Augustin).

Contempland aceste elemente definitorii pentru natura umana, vedem Omul, din
punctul de vedere al existentel, situat la intersectia a trei dimensiuni, si anume cosmologicad,
morala $i transcendenta.

Dimensiunea cosmologica vizeaza si contureaza ideea ca spatialitatea si temporalitatea
sunt depdsite, astfel, omul isi construieste esenta si existenta prin deschiderea catre o
temporalitate si o spatialitate transfigurate. ,,Prin existenta sa creatoare, prin istoria sa, omul se
realizeaza pe o linie unica in univers. Prin nivelul sau existential de o demnitate singulara in
comparatie cu al tuturor creaturilor, omul poate avea mandria si satisfactia singularitatii.
Permanenta destinului creator al omului este insa tragic conditionatd. Conditiile care
garanteaza omului existenta creatoare sunt exact conditiile prin care omului i se risipesc sansele
de acces in absolut. Istoria umana ne apare deci ca o rezultanta a doud componente care in
existenta universald actioneaza oarecum in sens opus. Istoria umana apare ca un ,,compromis”,
ca un compromis Intre aspiratia secretd a omului de a se substitui Marelui Anonim si intre
masurile de apdrare luate de Marele Anonim in vederea salvarii centralismului existential”
(Lucian Blaga).

Dimensiunea morald capata conotatii valorice prin viata in comunitate, avand accentul
pus pe cunoastere (pe cunoasterea de sine, dar are accentul pus deopotriva si pe existenta
celuilalt) [3, p. 39]. Coborarea in noi insine nu inseamna o coborare in singuratate si tacere, ci,
dacd nu ne ldsam invadati de imagini false si de viziuni bolnave, mergem catre izvoarele
lucrurilor, acolo unde tot ceea ce este comun naturii umane isi are radacinile si intelesul [4, p.
68]. Cét timp vor exista oameni — scria Karl Jaspers — acestia vor fi fiinte care nu vor inceta
sa se cucereasca pe ei ingisi. Acela care se intreaba ce este Omul ar dori sa obfina singura
imagine valabila §i veridica a Omului, sa vada omul insugi si cu toate acestea el nu poate s-0
faca. Demnitatea omului este de a fi reprezentantul nedefinitului. Daca omul este ceea ce este,
aceasta se datoreste faptului ca el recunoaste aceasta demnitate in el insusi si la toti ceilalti
oameni. Cunoasterea, ca si cunoasterea de sine, dezvaluie nu numai taina noastra, ci si taina
celuilalt si, prin extensie, a tuturor.

Dimensiunea transcendentd, aceea care deschide posibilitatea de intelegere si existenta
a omului, gaseste in setea de absolut calea ascensionald a spiritului. In centrul vietii spiritului
este situat actul creator, caci nu exista creatie dincolo de spirit, chiar daca aduce nou o simpla
unealta [4].

Aceastd pozitionare a Omului in cadrul vietii ii conferd acestuia dimensiune vitald
creatd si manifestata in realismul integral (realitate ce trece dincolo de ceea ce este material,
fiind nu numai palpabila, ci si inteligibild, ,,nu numai inteligibild, ci si insinuantd, cu incitari
tulburatoare in zonele imponderalului” (E. Bernea) si isi gaseste Implinirea in complexitatea
proceselor cognitive ce concep acest mediu si se axeaza pe urmatorii piloni aflati in interactiune
directa: ,,a invata sa stii”, ,,a invata sa faci”, ,,a invata sa faci impreuna”, ,,a invata sa fii” si ,,a
invata sa te transformi pe tine Tnsuti si sd schimbi societatea” (Shaffer). Acestea angajeaza toate
laturile personalitatii In accederea sistemului cognitiv prin procesele de cunoastere senzoriala
(primul sistem de semnalizare), limbaj (al doilea sistem de semnalizare) si gandire (prin
proiectarea in subiect a criteriilor de masurare a ceea ce aspird a fi: generator de relatii sau
rezultat al relatiilor in coraportul omului cu realitatea existentiald [10]).

Or, institutiile abilitate sd formeze cadre didactice, atunci cand propun un curriculum
variat, care, parcurs/citit pe orizontald, ele trebuie sd constientizeze dacd acesta poate
oferi/ofera sau poartd incarcatura/saturatia si energia ,,starii de revarsare, a starii de flux” [1]
sau a starii de bine a viitorului si a actualului profesor, energia credintei profesionale si a
increderii umane, a constructiei identitatii profesionale de rationalizare a reusitei elevilor in
scoala dorita de elev, de familie si de societate ca fiind sanctuar al cunoasterii.
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Asadar, in profesionalizarea cadrelor didactice este necesara vizualizarea unei expriente
neutre, cum ar puncta Kuhn [6], adica a unei experiente neinfluentate de cunoasterea tacita a
unei paradigme. Aceste pozitii puternic paradigmatice si angajarea lor intr-o disputa n-ar face
decat sa intareasca autoritatea axiomatica a fiecareia, sa genereze adeptilor lor un sentiment
de realitate si mai puternic, sa faca aceste pozitii si mai invulnerabile (pe termen scurt si
mediu), tot mai putin traductibile si tot mai putin comunicabile pentru adeptii celorlalte pozitii.
Conform cercetatorilor Tulian-Ciprian Bertea si Victor Tvircun [5], este necesara o armonizare
sociald in formarea profesionala ce presupune orientarea, pregatirea si instruirea profesionala
a resurselor umane tinand cont de modalitétile de valorificare eficientd a resurselor umane.
Trebuie create subsisteme deschise, transparente, flexibile care sa se completeze reciproc. Aici
avem in vedere invatdmantul general, secundar profesional si superior. Trebuie urmarita
orientarea profesionald a elevilor si tinerilor, reorientarea si instruirea profesionald continud a
populatiei pe tot parcursul vietii active. Se observa o lipsa a armonizarii dintre invatdmant si
piata muncii, dintre volumul si calitatea pregatirii profesionale a fortei de munca necesare pietei
muncii [15].

In context, studiul unui anumit model descompus si secvential al politicilor
educationale favorizeaza evidentierea semnificatiei dinamice a procesului de colaborare a
politicilor educationale si identificarea relatiilor, deseori insesizabile, dintre actorii, institutiile
si instrumentele administrative In contextul acestui proces, deci se evidentiaza carenta Intre
aceste structuri.

Evident, desi separarea/impartirea pe faze faciliteaza analiza detaliata a procesului de
politici educationale, intervine intrebarea: cum ,,aratd”, cum ,,se vede” acest proces atunci cand
partile lor compenente sunt reasamblate?. Asadar, exista oare formule de evolutie a procesului
de elaborare a educatiei pentru viata ce ar putea fi considerate caracteristici ale politicii
educationale?. Este important a fi considerata educatia pentru viatd ca un principiu de
securitate umana?! Or, evolutia politicilor educationale este determinata idiosincratic de
contextul in care acestea sunt abordate, la nivel local sau national?. Deci, politica educatiei nu
se scrie ,,pe genunchi”...

Analizand politicile educationale n perspectiva educatiei pentru viata, constatdm ca nu sunt
evidentiate si nu sunt constientizate formule/norme/directive si paradigme de ameliorare a
acestor politici. Asadar, in conformitate cu analiza pe care am efectuat-0, se desprinde realitatea
ca trebuie sa existe anumite formule caracteristice ale procesului de elaborare a politicilor
educationale [7], si anume:

a) invatarea lectiilor, se refera la originile in procesul formal de elaborare a politicilor
publice care influenteaza selectia mijloacelor si a tehnicilor utilizate in scopul atingerii
obiectivelor pe care acestea si le-au propus. Atare lectii pot cuprinde sugestii practice
relationate de diferite aspecte ale ciclului politic, bazate pe experienta anterioara — de
ex., ce instrumente administrative ,,au mers” si in ce situatii, i care ,,nu au mers” si ce
probleme a obtinut sprijinul publicului in procesul de stabilire a agendei si care nu a
avut acest sprijin;

b) formarea la nivel social sau formarea sociala afecteaza constrangerile sau capacitatile
acelora care elaboreaza politica publicd de a influenta ori de a schimba societatea.
Aceasta se refera la obiectivele ca atare si reprezintd tipul fundamental de formare
insotit de schimbari in modul de colaborare a unei politici.

Asadar, acestea influenteaza pregnant necesitatea in care guvernul, administratia publica
locald, comunitatea stiintifico-pedagogica, dar si populatia in intregime, evalueaza si modifica
politicle educationale.

Politicile educationale din statele Uniunii Europene si din Republica Moldova acorda
formarii continue a cadrelor didactice un loc prioritar in strategiile de optimizare a procesului
de invatamant pe termen mediu si lung. In speta, consideram ci pregitirea continui si riguroasa
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a profesorilor, in vederea adaptarii la provocdrile sociale si epistemice, pentru un invatamant
calitativ este cel putin la fel de importanta ca reforma curriculara.

Una dintre directiile de eficientizare a formarii continue a cadrelor didactice accentueaza
necesitatea corelarii judicioase dintre nevoile de dezvoltare profesionala si curricula, iar acest
imperativ poate fi atins prin implementarea unor arii integrative/corelative stiintifice §i
functionald, in acord cu tendintele sociale evolutive. O atare viziune va sintetiza conexiunile
intre componentele de baza ale formarii continue a cadrelor didactice, insa fiecare dintre
acestea isi va dovedi functionalitatea prin modelare/prin modulare 7in acord cu societatea
bazatd pe cunoastere. Realmente, este necesard o actualizare a practicilor de formare
continua, avand 1n vedere atit exigentele stiintifice si metodologice, cét si ritmul vietii sociale
a cadrelor didactice, mult mai accelerat si mai problematic. in context, la ce bun variatele teze
de doctorat in acest domeniu, daca ele nu sunt valorizate [16]?.

Situatia pro-reforma a educatiei in Republica Moldova, ce releva tendintele si orientarile
conceptuale ale modernizarii Invatamantului superior, accentueazd demersul pedagogic
receptat nu doar ca un instrument al interactiunilor cu caracter didactic, ci si ca obiect al
preocuparilor privind dezvoltarea profesionald a cadrelor stiintifico-didactice si a studentului
[12]. In acest context dezvoltarea profesionald este vizualizati in conditiile generale si locale
ale institutiei in care se produce relatia pedagogica si actul educatiei propriu-zise. Aceasta
relatie semnifica stiintele ce studiaza conditiile imediate ale actului educativ — filosofia
educatiei, psihologia educatiei, psihosociologia grupurilor mici, stiintele comunicarii,
didacticile speciale ale diverselor materii scolare, stiinta metodelor si tehnicilor de predare si
stiinta evaluarii. In sensul acesta exista diverse clasificari ale stiintelor educatiei [8], conform
domeniului teoretic fundamental, domeniului specializat, domeniului interdisciplinar,
domeniului aplicativ, domeniului interferentei filosofice. Reflectand, identificdm si intrebarile
dacad o astfel de clasificare satisface sistemul si procesul de invatamant universitar?; daca
aceasta clasificare isi are ,,contul” sau valoarea formativa deplind, integratoare, In arsenalul
activitatii cadrului stiintifico-didactic in procesul de formare profesionald a studentului?; daca
este posibild de ,,rod” aceastd clasificare In stiintele educatiei? si daca toate acestea contribuie
la dezvoltarea invatdmantului general?. Sau mai este vizibil si astdzi paradoxul sesizat atat in
evidente si existente, cat si in anterioritatea si posterioritatea acestor doud sisteme de educatie?.
Aceastd precizare conduce astdzi logica investigatiei noastre ca este imperios necesar ca
formarea profesionald initiald si continua sa fie vizualizatd ca una dintre verigile invatarii
lectiilor si a formarii sociale - sa fie ancorata prin si pentru valori.

Asadar, orice program sau curriculum de invatdmant trebuie axat pe una dintre ,,formele
de viata” ce determina ceea ce este considerat, la un moment dat, obiectivitate, deci acestea sa
se constituie 0 scoald a vietii ca proces.

Aceastd semnificatie procesuala poate fi argumentatd ca un model de ,,hartd”, ce reprezinta
caracteristici selectionate ale ,teritoriului” educativ, fara sa fie atotcuprinzatoare. Asadar,
valoarea unui astfel de model teoretic, metodologic si pedagogic este argumentata in contextul
urmatorului algoritm:

a) lumineaza, clarifica, sistematizeaza unele caracteristici ale domeniului studiat;

b) evidentiaza unele conexiuni intre caracteristici;

C) precizeaza criteriile dupa care s-a facut selectia acestora;

d) delimiteaza domeniul modelat.

Asadar, aceasta algoritmizarea demonstreaza cat de importanta este modelarea in reformele
educatiei prin cercetare si prin actualizarea procesului didacticd si se confirma realitatea ca
existd o stransd legaturda intre sensul mesajului reformelor si interesele de cunoastere ale
elevilor, aceastd relatie fiind vizualizatd prin procesul de transmitere socioculturala
transgenerationista.
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Atare procesualitate a vitalitatii procesului educativ o considerdm ca fiind una a existentei
valorice a omului, ce trebuie imperios abordata si operationalizata In contextul si in simbioza
triadei filosofice a educatiei: existo, cogito, amo.
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TEACHER INVOLVEMENT — DETERMINING FACTOR IN THE EFFICIENCY OF THE
EDUCATIONAL PROCESS

Valeria Pestean
Lecturer, PhD, “Vasile Goldis” Western University of Arad

Abstract: The study is based on a theoretical-applicative approach, based on the analysis of the
specialized literature and the interpretation of the main perspectives on the role of the teacher in the
dynamics of the educational act. The results highlight the fact that involved teachers contribute
significantly to increasing school performance, developing students' skills and consolidating a learning
environment favorable to performance. Also, the active involvement of the teacher favors the reduction
of school dropout, increasing student participation and improving educational relations. The
conclusions emphasize the need to support teacher involvement through appropriate educational
policies, continuous professional training and the valorization of the teacher's social role. Thus, the
efficiency of the educational process depends significantly on the quality and consistency of teacher
involvement in teaching.

Keywords:eacher involvement, teaching-learning process efficiency, quality of education, academic
performance, student motivation, teaching strategies, educational climate, learning outcomes,
professional development, teacher—student relationship, educational management, school performance

Implicarea profesorului poate fi definita ca ansamblul comportamentelor, atitudinilor si
actiunilor prin care cadrul didactic participd activ si responsabil la desfasurarea procesului
instructiv-educativ. Pentru a se implica eficient in activitatea profesionala curenta, profesorul
are nevoie nu doar de o pregatire profesionald de calitate, ci si disponibilitatea de a adapta
strategiile didactice la particularitétile elevilor si la cerintele contextului educational.

In literatura de specialitate, implicarea profesorului este asociati cu motivatia
profesionald care, la randul ei, se fundamenteaza atat pe factori interni, precum vocatia,
satisfactia muncii si dorinta de autorealizare, cat si pe factori externi, precum recunoasterea
sociala, conditiile de munca si sprijinul institutional. Una dintre cele mai importante baze ale
motivatiei profesorului este vocatia pentru activitatea didactica. Profesorul de vocatie percepe
educatia ca pe o misiune sociald si morala, avand satisfactia de a contribui la formarea
personalitatii elevilor.

Prezenta lucrare utilizeaza o metodologie de tip teoretico-aplicativ, bazata pe analiza si
interpretarea literaturii de specialitate din domeniul pedagogiei si stiintelor educatiei, precum
si pe utilizarea chestionarului ca instrument de investigatie. Metodele utilizate au fost analiza
documentard, analiza comparativd a studiilor pedagogice, interpretarea teoriilor privind
eficienta procesului educational, sinteza concluziilor formulate in literatura de specialitate.

Cercetarea a urmadrit identificarea relatiei dintre implicarea profesorului si eficienta
procesului de invatamant, precum si evidentierea principalelor efecte ale implicarii didactice
asupra performantei elevilor.

Analiza datelor teoretice si practice a permis formularea unor concluzii privind
importanta rolului profesorului in crearea unui mediu educational favorabil dezvoltarii elevilor
si obtinerii performantei scolare.

Am investigat valoarea atribuitd vocatiei de profesorii care s-au constituit in lot de
investigatie prin intermediul chestionarului (N=97). Am constatat, pe temeiul analizei ponderii
alegerilor din variantele de raspuns propuse, cd pentru 32% dintre respondenti dorinta de a
transmite cunostinte reprezintd cel mai important ,,pilon” de sustinere a vocatiei profesionale.
Responsabilitatea fata de dezvoltarea elevilor reprezintd pentru 15% dintre cei chestionati o

100



valoare cu efect motivational iar dorinta de a avea un impact pozitiv in societate este
considerata ca fiind cu impact major in implicarea profesionald de alti 15% dintre profesorii
care au raspuns la chestionar. Pentru 38% dintre profesorii chestionati, motivul principal
pentru care se implica in activitatea profesionala este reprezentat de satisfactia rezultatelor
obtinute de elevi.

Constatam ca pentru cei cupringi in lotul de investigatic este mai relevant aspectul
exterior, al produsului obtinut de elevi in urma implicarii lor in activitatea de invatare, generata
de procesul de predare anterior, decat elementele pe care ei, ca profesionisti, le detin in propria
structura valorica. Motivul pentru care apare o astfel de orientare ar putea fi reprezentat de
slaba abilitare a profesorilor in practicarea reflectiei prin autochestionarea bazata pe intrebari
precum: Care sunt valorile si credintele personale si profesionale in spiritul carora actionez?
Ceea ce fac este in consonanta cu aceste valori? Ce pot schimba pentru a fi mai autentic in
raport cu valorile mele si ale institutiei in care lucrez?. Apreciem ca importante practicile
reflexive deoarece consolideaza autonomia si autoeficacitatea profesionala (Peleman et al.,
2018), permit resemnificarea experientelor si dezvoltd o identitate profesionalda mai sigura
(Harrison, 2022).

In contextul invitimantului romanesc contemporan, sunt de actualitate practicile de
relationare de tip mentorat pentru dezvoltarea profesionala a profesorilor. In designul acestor
demersuri isi gdsesc locul cel mai potrivit situatiile de invatare ori de dezvoltare profesionala
bazate pe reflectie. Trairea unor experiente de Invatare de acest tip este folositoare oricarui
profesor, indiferent de vechimea pe care o are in sistemul de invatamant.

Implicarea profesionala este influentata si de satisfactia obtinutd de catre profesori n
activitatea zilnica. Intrebandu-i pe profesori despre sursele satisfactiei profesionale zilnice, am
aflat ca aceasta poate proveni din: progresul elevilor (17%), rezultatele scolare bune obtinte de
elevi la evaluare (29%), aprecierea elevilor si parintilor (14%), climatul pozitiv din scoala (28
%), relatiile profesionale constructive (12%). Apreciem drept ilustrativa puterea pe care o au
emotiile traite in comunitatea profesionald, pentru configurarea satisfactiei mentionate de catre
profesorii chestionati. Astfel, recunoasterea si valorificarea resurselor interioare si a
capacitatilor proprii ale fiecarui profesor, prin cultivarea increderii de sine devin puncte de
referintd cu putere mai mare decat interactiunea cu elevii. Aspectul nu il apreciem a fi adecvat
pentru construirea ori consolidarea unui profil profesional congruent cu contextul pedagogic
contemporan, al carui atribut forte este centrarea pe el. De vreme ce profesorul vine in scoalad
mai mult pentru ceea ce obtine din relafia personald pe care o cultiva cu colegii sai $i mai putin
pentru elevii sai, consideram ca avem de-a face cu un raport nepotrivit, cu influenta negativa
ori neproductiva asupra procesului de dezvoltare profesionala a profesorului.

Validarea sociala este un aspect important deoarece in contextul comunitatii locale si
nationale din care fac parte, aspectul cu relevanta majora este reprezentat de rezultatele pe care
elevii le obtin la evaludrile nationale. Consideram daunatoare constituirea reprezentailor despre
profesori in spatiul social doar pe acest aspect si, deasemenea, daunatoare, limitarea valorii
profesionale la aspectul ce {ine de un element specific iesirii din sistem: calitatea generatiilor
de absolventi.

O solutie pe care o propunem pentru Intdrirea relatiile profesionale constructive este
participarea activd la activitdfi de mentorat in care se practica invatarea reciprocd, prin
respectarea unor rigori recomandate de specialistii domeniului educatiei: ,,grupurile de
mentorat includ de obicei intre 5 si 10 cadre didactice, din niveluri si institutii diferite, care se
intalnesc lunar, de obicei dupa programul scolar. Participarea este voluntara, iar intalnirile nu
implica evaluare sau autoritate formala. Rolul mentorului este acela de facilitator al reflectiei,
nu de evaluator sau formator cu o anumita autoritate formala” (Glava, 2026).

Conform teoriilor motivationale, activitatea didactica poate satisface nevoia de
dezvoltare personalda si profesionald. Profesorul 1isi valorifica in cadrul procesului de
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invatdmant creativitatea, competentele pedagogice, capacitatea de comunicare, spiritul
organizatoric si inovator. Succesul activitatilor desfasurate si recunoasterea rezultatelor
contribuie la consolidarea stimei de sine si a identitétii profesionale. Existenta si functionarea
sistemica a tuturor elementelor enumerate conduce la motivarea puternica a profesorului, ceea
ce 11 garanteaza acestuia o implicare eficienta in procesul de invatamint pe care il conduce la
clasa.

Solicitand profesorii din lotul de investigatie sa clasifice elementele care contribuie la
satisfacerea nevoii de autorealizare in ordinea importantei pe care o atribuie fiecarei dimensiuni
intemeietoare pentru stima de sine si identitatea profesionald, am constatat ca pe primul loc se
plaseaza, cu o pondere de 63% a creativitatii iar pe ultimul loc, cu o pondere de 18% se situcaza
spiritul organizatoric si inovator. Considerdm cd o persoand care apreciazd mai mult
creativitatea decat spiritul inovator poate fi orientatd spre reflectie, imaginatie si libertate
intelectuald, atrasa de procesul ideatic mai mult decat de implementare, sensibila la expresia
artisticd, autenticitate si originalitate, interesatd de explorare conceptuald mai mult decat de
eficientd sau aplicabilitate practica. In plan psihopedagogic sau profesional, aceasta poate
indica preferinta pentru medii flexibile si expresive, valorizarea procesului de gandire in sine,
nevoie de autonomie intelectuald. Din perspectivd educationald si psihologica, aceasta
preferintd sugereaza o personalitate orientatd spre originalitate, sensibilitate intelectuala si
explorare conceptuala. Consideram valoroasa prezenta in sistemul de invatdmant roméanesc a
cadrelor didactice care se autodefinesc prin atributele mentionate mai sus deoarece ele pot fi
vectori de coerentd functionala in procesul de invatimant concomitent cu elemente care
potenteaza schimbarea de practici formative in favoarea copilului care se afld in centrul
preocuparilor educationale.

Complementar elementelor ce actioneaza din interiorul personalitatii, enumerate mai
sus, o suitd de elemente distincte influenteaza din exterior motivatia profesorului si au impact
direct asupra atitudinii profesorului fata de activitatea educationala si fatd de propria dezvoltare
profesionald. Sunt de impact recunoasterea sociald si statut profesional, conditiile
organizationale si materiale, dezvoltarea profesionala continua.

Prestigiul profesiei si aprecierea sociald reprezinta factori importanti ai motivatiei.
Cadrul didactic are nevoie de respect social, valorizare profesionald, stabilitate profesionald,
resimtirea prestigiului profesional de catre profesori, au fost integrate in continutul
chestionarului difuzat de noi, solicitindu-se ierarhizarea lor, pe temeiul impactului resimtit in
validarea externa, de catre fiecare dintre respondenti. Analiza rezultatelor ne-a facilitat
concluzia potrivit cdreia cea mai sensibild dimensiune a sistemului amintit este reprezentatd de
respectul social, plasat in topul alegerilor de 45% dintre profesorii care au raspuns la chestionar.
facut ca profesorul de educatie timpurie. Evenimente si factori sociali arhicunoscuti au facut
ca In Romania ultimelor decenii profesorii sd nu fie percepusi la acelasi nivel al valorii
profesionale pe care il aveau in plan social odinioara. Respectul social este un factor care
influenteaza pregnant, asadar, identitatea profesionald a profesorilor. Identificim o relatie de
tip cauza-efect intre cele doua elemente. Deoarece ,,0 persoand cu o identitate strans asociata
cu ocupatia, rolurile si valorile sale va tinde sa dezvolte un angajament de a actiona competent
si legitim in contextul profesiei” (Trede, Macklin, & Bridges, 2011), apreciem ca implicarea
profesorului in actele didactice care Ti sunt specifice are de suferit. Prea stransa corelatie care
se resimte intre respectul social pe care nu 1l primeste profesorul in proportie cu efortul
profesional pe care il depune, 1i afecteaza identitatea profesionala si implicit, scad nivelul
implicarii reale in actele pedagogice specifice profesiei sale. Tn sens performativ, atunci cand
societatea apreciaza rolul profesorului, nivelul motivatiei profesionale creste semnificativ.

Un mediu educational bine organizat favorizeaza implicarea si eficienta profesionala.
Motivatia profesorului este influentata si de conditiile concrete de munca. Dintre acestea, cele

102



mai relevante le-am apreciat a fi: salarizarea adecvata, resursele didactice suficiente, conditii
moderne de predare, sprijinul managerial, oportunitatile de formare continua. Incluzandu-le in
chestionarul dedicat profesorilor investigati ca variante de raspuns spre a fi ierarhizate, am
constatat cd in proportie de 31% profesorii apreciaza ca fiind relevantd, in primul rand,
salarizarea adecvatd. Doar 7% dintre respondenti considerd de impact pentru o mai puternica
motivatie care ar conduce la o implicare profesionald mai puternica, oportunitatile de formare
continud. Intre aceste extreme se plaseazi valorile atribuite celorlalte elemente mentionate mai
sus: 16% dintre profesorii chestionati considera conditiile de predare ca fiind cel mai important
element ce conditioneazd munca in spatiul scolii, in timp ce 22% apreciaza cu impact major
resursele didactice suficiente. Sprijinul managerial este considerat a fi de prim rang ca impact
de 22% dintre cei chestionati.

Daca pana acum ne-am referit la elementele care, tindnd de profesor si actionand din
interior ori din exteriorul personalitatii acestuia, conditioneaza implicarea lui in procesul de
invatamint, cu scopul de a-i spori eficienta, ne referim in continuare la acele elemente care
circumscriu mijlocul, calea ori efectul implicarii sale in activitatile fundamentale pe care le
desfasoara in cadrul procesului de invatamant — predarea si evaluarea.

Un profesor implicat contribuie la eficientizarea procesului de Tnvataimant in calitatea
sa de principal coordonator si optimizator al activitatii instructiv-educative pe care 0
proiecteaza si o conduce in cadrul procesului de invatamant desfasurat in scoala ori in afara
acesteia. In detaliu, implicarea sa, cu impact direct asupra procesului de invitare pe care il
realizeaza elevii se refera la organizarea eficienta a activitatilor didactice, la adaptarea
metodelor de predare la nivelul clasei, la stimularea motivatiei pentru invatare, la dezvoltarea
gandirii critice si creative, la evaluarea obiectiva a progresului elevilor.

Pentru derularea cu succes a tuturor acestor activitafi specifice este esentiala
cunoasterea de catre profesor a particularitatilor psihologice ale fiecarui elev cu care se
plaseaza in interactiune directd in cadrul procesului didactic. Doar o cunoastere autentica a
fiecaruia, proces care necesita timp, se va putea solda cu o implicare eficienta a lui in toate
sferele actionale mai sus enumerate. Pe fondul adoptarii acestui demers ca element de fond,
adaptarea metodelor de predare la nivelul clasei inseamna a organiza procesul educational in
functie de nevoile reale ale elevilor, nu doar in functie de continutul programei. Profesorul
eficient observa, analizeaza si modificd permanent modul de predare pentru a asigura
participarea si progresul tuturor elevilor. Concret, este nevoie ca sd nu aplice aceeasi metoda
Tn mod rigid pentru toate clasele, ci sd ia in considerare nivelul de pregatire al elevilor, ritmul
de invatare al acestora, varsta si dezvoltarea psihologica de care dau dovada, interesele si
motivatiile elevilor, diferentele individuale care existd intre ei, climatul clasei, precum si
dificultatile de invatare existente la nivel global, al clasei sau la nivelul unor elevi.

O formd a adaptdrii se oglindeste in planul limbajului utilizat de cétre profesor.
Folosirea explicatiilor mai simple sau mai complexe, in functie de nivelul clasei, utilizarea
exemplelor apropiate de experienta elevilor, transpunerea continuturilor invatdrii intr-un
vocabular adecvat nivelului de intelegere al clasei, reprezintd cdi care au fost mentionate de
catre profesorii din lotul de investigare cand au fost solicitati sa raspunda liber la intrebarea
asociatd acestei problematici.

Alegerea metodelor potrivite de cétre profesorul implicat spre a fi utilizate in cadrul
strategiei didactice aplicata in timpul lectiei pe care o conduce, este un demers sa transforme
clasa de elevi intr-o comunitate activa si comunicativa, daca clasa este deschisa dezbaterilor.
Pe de alta parte, o clasa mai timidd poate necesita activitati ghidate gradual, si, pe cale de
consecinta, alte metode sunt adecvate acestui context. Corelat cu acestea, profesorul implicat
este cel care adapteaza dificultatea exercitiilor si formuleaza sarcini mai simple pentru elevii

ey .
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Adaptarea ritmului de predare impica din partea profesorului implicat intelegerea clara
a nevoilor specifice si diferite pe care clasele le au. Astfel, este util ca profesorul sa discearna
care sunt clasele care au nevoie de mai multe explicatii, care dintre ele inregistreaza progresul
daca beneficiaza de recapitulari frecvente, care sunt clasele pentru care exercitiile suplimentare
sunt utile, in ce clase de elevi este necesar a se dedica mai mult timp pentru fixarea
cunostintelor.

Profesorul implicat observa reactiile elevilor si ajusteaza, asadar, ritmul de predare pe
care 1l imprima pe parcursul lectiei.

Adaptarea evaluarii este o alta cale pe care o poate urma profesorul implicat, dornic de
a-si flexibiliza interventiile formative la nivelul clasei de elevi, avand scopul de a le oferi
elevilor pe care Ti conduce ocazii pentru a-si demonstra cat mai corect competentele.

Dezvoltarea gandirii critice si creative a elevilor Inseamna formarea capacitatii acestora
de a analiza, interpreta, evalua si utiliza informatiile in mod autonom, original si eficient, astfel
incat sa poata rezolva probleme, lua decizii si genera idei noi. Profesorul implicat este cel care
genereazd i conduce constant un astfel de demers, profesorul creaza contexte educationale
care stimuleaza reflectia, curiozitatea, initiativa si exprimarea libera a ideilor in timpul lectiilor.
Dezbaterile, problematizarea, folosirea studiilor de caz si a intrebarilor deschise, analiza
textelor si argumentelor, activitatile de reflectie si autoevaluare sunt metode folosite drept cai
de urmat pentru formarea si dezvoltarea la elevi a gandirii critice.

Din raspunsurile pe care le-au oferit profesorii implicati in lotul de investigatie care au
raspuns chestionarului propus de noi, am putut sd discernem comportamentele care nu
incurajeaza dezvoltarea gandirii critice a elevilor. Astfel, in enumerarile oferite de catre
profesorii chestionati au fost cuprinse exemple precum: ,,tind sa ofere sarcini simple, repetitive,
pe baza unui model dat”, ,,nu incurajeaza copiii sd gaseasca singuri solutii pentru provocari
complexe”, ,,profesorii adreseaza majoritar intrebdri care au un singur raspuns corect, in locul
celor deschise care sa solicite reflectia si creativitatea grupului de elevi”.

Gandirea creativa presupune capacitatea de a genera idei originale, de a gdsi solutii noi,
de a imagina perspective diferite, de a combina informatiile intr-un mod inovator, de a crea
produse, proiecte sau interpretdri personale. Dezvoltarea acestui tip de gandire reprezinta o alta
directie importanta de actiune a profesorului care actioneaza eficient, implicandu-se n procesul
de invatamint. Potrivit opiniei respondentilor la chestionar, au relevantd pentru derularea
acestui demers, propunerile profesorilor de proiecte si activitati practice, de jocuri didactice,
de jocuri didactice, de sarcini deschise. Prin intermediul acestor metode se deschid cai pentru
ca elevii sa propuna solutii neobisnuite, sa realizeze conexiuni originale intre idei, sd exprime
idei personale, sa gaseasca mai multe variante de rezolvare, s manifeste curiozitate si
initiativd. Toate cele anterior enumerate au fost identificate de catre profesorii respondenti
drept repere de urmat pentru antrenarea le elevi acest tip de gandire. Implicarea profesorului se
va solda cu efecte la elevi precum: cresterea autonomiei intelectuale, imbunatatirea capacitatii
de rezolvare a problemelor, stimularea participarii active la invatare, pregatirea elevilor pentru
situatii reale de viatd, dezvoltarea adaptabilitdtii si a initiativei.

Motivatia pentru invatare reprezintd ansamblul factorilor interni si externi care i
determind pe elevi sa invete, sd depuna efort si sa isi doreasca progresul. Este necesar ca un
profesor care se implicda in procesul de invatamant sa actioneze in vederea intaririi acestei
dimensiuni a personalitdfii In actiune a elevilor.

A dezvolta la elevi motivatia pentru invétare inseamnd a stimula interesul, dorinta si
disponibilitatea acestora de a participa activ la procesul educational, de a invata cu implicare
si de a persevera in atingerea obiectivelor scolare. Cand profesorul urmareste explicit cresterea
motivatiei pentru invatare este de dorit sd creeze un climat pozitiv in clasa de elevii. Pe aceasta
cale, elevii devin motivati cdnd se simt respectati si Incurajati de catre profesori, ca se simt
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incurajati, nu se tem de greseli. Profesorul implicat ofera sprijin si incredere iar relatiile pe care
le dezvolta cu elevii sai sunt bune.

Elevii sunt mai motivati cand inteleg utilitatea informatiilor. Am putut afla din
raspunsurile oferite de respondenti ca profesorul care se implica explica unde pot aplica elevii
cunostintele, de ce sunt importante cunostintele care pot fi dobandite de catre elevi, cum i ajuta
in viatd ceea ce dobandesc in scoala.

Tncurajarea succesului si progresului este un demers pe care profesorul care se implica
il deruleaza atunci cand apreciaza efortul elevilor, cand le ofera feedback constructiv,
valorizeaza progresul individual al elevilor si stabileste obiective accesibile pentru acestia.

Studiile pedagogice arata ca implicarea profesorului influenteazd semnificativ
rezultatele scolare ale elevilor care beneficiaza de interactiunea cu el. Elevii care beneficiaza
de sprijin si feedback constant dezvolta o atitudine pozitiva fatd de invatare si manifestd un
nivel mai ridicat de incredere in propriile capacitati. In schimb, lipsa implicarii profesorului
poate conduce la demotivare, absenteism si rezultate slabe. Totodatd, implicarea activa a
profesorului contribuie la reducerea abandonului scolar si la dezvoltarea unor relatii
educationale bazate pe respect si colaborare.

In contextul transformarilor actuale din educatie, este necesara sustinerea cadrelor
didactice prin programe de formare continud, politici educationale eficiente si valorizarea
rolului social al profesorului. Eficienta sistemului de invatamant depinde in mare masura de
profesionalismul, responsabilitatea si implicarea profesorilor in activitatea didactica.
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Abstract: Globalization and internationalization of higher education have transformed universities into
academic spaces characterized by cultural and linguistic diversity. Student mobility, international
programs and transnational academic cooperation contribute to the development of multicultural
educational communities, in which communication becomes a central element of the learning process.
However, cultural and linguistic differences can generate significant difficulties in academic
interactions between students and teaching staff. The purpose of this article is to analyze, from a
theoretical perspective, the main communication challenges encountered in multicultural education at
university level. The article also highlights the need to develop intercultural competences in the
academic environment and proposes pedagogical directions for improving communication in
multicultural educational contexts.

Keywords: multicultural education, intercultural communication, internationalization of education,
intercultural competences, university.

1. Introducere

In contextul contemporan, marcat de procese accelerate de globalizare, invitimantul
superior a cunoscut transformari structurale si functionale profunde. Universitatile nu mai sunt
institutii orientate exclusiv catre formarea nationald, ci actori globali implicati in retele
internationale de educatie, cercetare si inovare. Internationalizarea a devenit o dimensiune
strategicd esentiald, reflectatd In mobilitatea academica, programele de studii in limbi de
circulatie internationald si parteneriatele transnationale (Knight, 2012). Aceste evolutii au
condus la aparitia unor comunitdti academice din ce in ce mai diverse din punct de vedere
cultural si lingvistic.

Diversitatea din mediul universitar contemporan nu se limiteaza la prezenta studentilor
internationali, ci implicad interactiuni complexe intre indivizi care aduc cu ei valori, norme,
stiluri de invatare si practici comunicationale diferite. In acest cadru, comunicarea academica
devine un proces dinamic si multidimensional, influentat de variabile culturale si lingvistice.
Capacitatea de a comunica eficient in astfel de contexte nu mai reprezinta doar o abilitate
auxiliara, ci o competentd fundamentald pentru succesul academic si integrarea sociala
(Deardorff, 2006).

Cu toate acestea, literatura de specialitate evidentiaza faptul cd diversitatea culturald poate
genera atat oportunitdti de Invatare, cat si dificultdti semnificative. Diferentele in stilurile de
comunicare, in interpretarea mesajelor sau Tn raportarea la autoritate pot conduce la
neintelegeri, anxietate comunicationala si chiar la marginalizarea unor grupuri de studenti
(Hofstede, 2001; Spencer-Oatey & Franklin, 2009). Tn plus, barierele lingvistice pot limita
participarea activa si pot afecta performanta academica, in special in cazul studentilor care
studiaza Intr-o limba non-nativa (Andrade, 2006).

In acest context, devine esentiald investigarea modului in care comunicarea este modelati
de diversitatea culturala in mediul universitar. O astfel de analizd contribuie nu doar la
intelegerea provocarilor existente, ci si la identificarea unor strategii eficiente de interventie
pedagogica. Abordarea teoreticd a acestor aspecte permite integrarea perspectivelor din
domenii precum comunicarea interculturala, pedagogia universitard si studiile asupra
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internationalizarii educatiei, oferind un cadru conceptual coerent pentru interpretarea
fenomenelor analizate.

In ultimele decenii, internationalizarea invitimantului superior a devenit un proces
definitoriu al educatiei globale, influentdnd structura si functionarea universitatilor. Institutiile
de invatamant superior sunt tot mai implicate in retele internationale, programe de mobilitate
si colaborari academice, ceea ce conduce la crearea unor comunitati educationale diverse.
Literatura recenta aratd ca internationalizarea are un impact semnificativ asupra experientei
studentilor si asupra rezultatelor educationale (Mittelmeier et al., 2024) .

Aceasta diversitate culturala si lingvistica transforma comunicarea intr-un element central
al procesului educational. Interactiunile dintre studenti si profesori nu mai sunt mediate doar
de norme academice comune, ci si de diferente culturale, lingvistice si sociale. Comunicarea
eficientd devine astfel o competenta esentiald pentru succesul academic si integrarea sociala.

Cu toate acestea, cercetarile recente subliniaza ca mediile universitare multiculturale sunt
caracterizate de tensiuni comunicationale, generate de diferente in stilurile de interactiune,
bariere lingvistice si asteptiri academice divergente (Volcic et al., 2023) . In acest context,
devine necesara o analiza aprofundata a acestor provocari si a modalitatilor de gestionare a lor.

Scopul acestui articol este de a examina principalele provocari comunicationale care apar
in educatia multiculturald universitara, printr-o analiza critica a literaturii de specialitate. De
asemenea, articolul urmareste sa evidentieze importanta dezvoltarii competentelor
interculturale si sd propund directii pedagogice menite sd imbunatateascd interactiunea si
comunicarea in contexte academice caracterizate de diversitate.

2. Educatia multiculturala si comunicarea interculturala

Educatia multiculturald reprezintd mai mult decat o simpld recunoastere a diversitatii
culturale; ea implica o restructurare a practicilor educationale astfel incat acestea sa devina
incluzive, echitabile si relevante pentru toti studentii. In viziunea lui Banks (2008), educatia
multiculturald presupune integrarea continuturilor diverse, reducerea prejudecatilor si
dezvoltarea competentelor necesare pentru participarea activd intr-o societate pluralistd. in
mediul universitar, acest deziderat capatd o dimensiune suplimentara prin caracterul
international al comunititilor academice. In acelasi sens, literatura pedagogici romaneasci
subliniaza rolul educatiei in formarea unor indivizi capabili sa functioneze in contexte sociale
si culturale variate, accentuand dimensiunea formativa si adaptativa a procesului educational
(Cucos, 2006; Cristea, 2010)

Comunicarea interculturala devine, in acest context, o dimensiune centrala a procesului
educational. Aceasta nu se limiteaza la schimbul de informatii intre persoane din culturi
diferite, ci implicd procese complexe de negociere a sensurilor, adaptare si reflectie critica
asupra propriilor cadre de referinta culturale (Byram, 1997). Studentii si cadrele didactice
trebuie sd dezvolte nu doar competente lingvistice, ci si abilitdti pragmatice si socioculturale
care sd le permita interpretarea adecvatd a mesajelor in contexte variate.

Din perspectiva psihosociald, interactiunile interculturale sunt influentate de reprezentari
sociale, stereotipuri si dinamici de grup, aspecte evidentiate si In lucrarile coordonate de
Neculau (2004).

Un aspect esential al comunicdrii interculturale il constituie diferentele in normele si
valorile culturale care influenteazd interactiunea. De exemplu, teoriile lui Hofstede (2001)
privind dimensiunile culturale evidentiaza variatii semnificative in ceea ce priveste distanta
fatd de putere, individualismul versus colectivismul sau evitarea incertitudinii. Aceste
dimensiuni se reflecta direct in comportamentele academice: modul de adresare catre profesori,
disponibilitatea de a pune Intrebari sau de a participa la dezbateri.

De asemenea, modelul contextului cultural dezvoltat de Hall (1976) distinge intre culturi
cu comunicare de tip ,,high-context” si ,,Jow-context”. In culturile high-context, mesajele sunt
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adesea implicite si dependente de context, in timp ce in culturile low-context comunicarea este
explicitd si directd. In mediul universitar multicultural, aceste diferente pot genera dificultati
in interpretarea mesajelor, in special in situatii precum evaluarea, feedbackul sau colaborarea
n grup.

In plus, competenta interculturali presupune o combinatie de atitudini (deschidere,
respect), cunostinte (despre alte culturi) si abilitati (de interpretare si relationare), asa cum
subliniaza Deardorff (2006). Aceasta competenta nu este statica, ci se dezvoltad prin experienta
si reflectie, fiind influentatd de contextul educational si de oportunititile de interactiune
interculturala oferite de institutiile de invatamant superior.

3. Provociri comunicationale in mediul universitar multicultural

Diversitatea culturald si lingvisticd din universitati genereaza o serie de provocari
comunicationale care pot afecta atat procesul de predare, cat si experienta de invatare a
studentilor. Aceste provocdri sunt interdependente si se manifestd la nivel individual,
interpersonal si institutional.

Barierele lingvistice rdman o problemd centrald, afectand intelegerea si exprimarea
academica (Andrade, 2006). In acelasi timp, comunicarea didacticd este un proces complex,
care presupune nu doar transmiterea informatiei, ci si construirea sensului in interactiune, asa
cum subliniaza Dumitru (2001). Astfel, dificultatile lingvistice pot perturba intregul proces de
invatare.

Diferentele in stilurile de comunicare sunt amplificate de particularitatile culturale. Acestea
influenteazd modul de interpretare a mesajelor si pot genera conflicte sau neintelegeri
(Spencer-Oatey & Franklin, 2009). Din perspectiva sociologica, conceptele de cultura si
interactiune sociala sunt esentiale pentru intelegerea acestor fenomene (Zamfir & Vlasceanu,
1998).

In ceea ce priveste asteptirile academice, studentii internationali pot intAmpina dificultati
in adaptarea la cerintele sistemului educational gazda (Leask, 2015). Aceste dificultati pot fi
explicate si prin diferentele dintre modelele pedagogice internalizate anterior, aspect subliniat
in lucrarile de pedagogie generala (Cucos, 2006). Relatia profesor—student este, de asemenea,
influentata de variabile culturale. Din perspectiva managementului educational, modul de
organizare si conducere a clasei influenteaza direct calitatea

3.1.Bariere lingvistice si competenta academica

Una dintre cele mai frecvente dificultdti este reprezentatd de nivelul insuficient de
competentd lingvistica in limba de predare. Aceasta nu afecteazd doar intelegerea
continuturilor, ci si capacitatea de a produce discurs academic coerent, de a participa la discutii
si de a interpreta cerintele evaluative. Andrade (2006) subliniazd faptul ca studentii
internationali se confruntd adesea cu dificultati in scrierea academicd, inclusiv in utilizarea
conventiilor de citare si argumentare.

Mai mult, limbajul academic este adesea caracterizat printr-un grad ridicat de abstractizare
si specializare, ceea ce amplifica dificultatile pentru vorbitorii non-nativi. Aceasta situatie
poate conduce la o participare redusa si la o perceptie negativa asupra propriilor competente.

3.2.Diferente in stilurile de comunicare si interpretarea mesajelor

Diferentele culturale influenteaza profund stilurile de comunicare. De exemplu, in unele
culturi, exprimarea directd a dezacordului este consideratd acceptabila si chiar incurajatd, in
timp ce In altele este perceputd ca lipsa de respect. Aceste diferente pot genera tensiuni in
cadrul discutiilor academice sau in activitdtile de grup.

De asemenea, interpretarea feedbackului poate varia semnificativ. Un feedback direct poate
fi perceput ca util Tntr-un context cultural, dar ca ofensator in altul. Spencer-Oatey si Franklin
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(2009) evidentiazd faptul cd neintelegerile interculturale apar frecvent din diferente in
asteptarile privind comportamentul comunicativ adecvat.

3.3.4steptari academice si norme educationale diferite

Studentii internationali intrd in contact cu sisteme educationale care pot avea norme si
practici diferite fatd de cele cu care sunt familiarizati. Aceste diferente includ modul de
evaluare, rolul participarii active, relatia cu profesorul si gradul de autonomie in invatare
(Leask, 2015).

De exemplu, in unele sisteme educationale accentul este pus pe memorare si reproducere,
in timp ce in altele se valorizeaza gandirea critica si argumentarea. Aceastd discrepanta poate
conduce la confuzie si la dificultiti de adaptare, afectdnd performanta academica.

3.4.Dinamica relatiei profesor—student

Relatia profesor—student este profund influentati de normele culturale. In culturile cu o
distantd mare fatd de putere, profesorul este perceput ca o autoritate incontestabild, iar
interactiunea este formala si limitatd. In schimb, in culturile cu o distanta redusi fata de putere,
relatia este mai egalitard si interactiva (Hofstede, 2001).

Aceste diferente pot duce la interpretari eronate ale comportamentelor. De exemplu, lipsa
participarii poate fi interpretata de profesor ca dezinteres, in timp ce pentru student poate
reprezenta o forma de respect. In acelasi timp, abordarile informale ale profesorilor pot fi
percepute ca nepotrivite de catre studentii din culturi mai formale.

3.5.Impactul emotional si social al dificultatilor comunicationale

Provocarile comunicationale nu au doar consecinte academice, ci si emotionale si sociale.
Studentii care intdmpind dificultdti de comunicare pot experimenta anxietate, izolare sau
scaderea increderii in sine. Aceste aspecte pot afecta integrarea in comunitatea academica si
pot conduce, in unele cazuri, la abandonul studiilor.

In acest sens, comunicarea interculturala eficientd nu este doar o chestiune de competenta,
ci si de suport institutional. Universititile trebuie sa creeze medii care sa incurajeze incluziunea
si sd faciliteze adaptarea studentilor la noile contexte culturale si academice.

Prin dezvoltarea acestor dimensiuni, devine evident ca provocarile comunicationale din
educatia multiculturald sunt complexe si necesitd abordari integrate, care sa combine
perspective teoretice cu interventii pedagogice concrete.

4. Dezvoltarea competentelor interculturale

In contextul internationalizrii invatimantului superior, competenta interculturala devine o
conditie esentiala pentru participarea eficientd la viata academica. Aceasta nu trebuie Inteleasa
ca o abilitate perifericd, ci ca o componenta centrald a formarii universitare, avand implicatii
directe asupra calitatii comunicarii, colaborarii si invatarii.

Modelul procesual propus de Deardorff (2006) evidentiaza faptul ca dezvoltarea
competentei interculturale presupune interactiunea dintre trei dimensiuni principale: atitudini,
cunostinte si abilitati. Atitudinile includ deschiderea fatd de alteritate, respectul si curiozitatea
culturala, elemente fundamentale pentru reducerea etnocentrismului. Cunostintele vizeaza
intelegerea sistemelor culturale, a normelor sociale si a diferentelor de comunicare. Abilitatile
implica capacitatea de a interpreta, relationa si adapta comportamentele in functie de contextul
intercultural.

Un aspect important este caracterul dinamic si procesual al acestei competente. Ea nu se
dobandeste exclusiv prin acumulare de informatii, ci prin experienta directd, reflectie critica si
interactiune continua. Astfel, mediul universitar are un rol esential in facilitarea unor contexte
de invatare care sd stimuleze dezvoltarea competentelor interculturale, cum ar fi mobilitatile
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academice, proiectele colaborative internationale sau activitdtile extracurriculare
interculturale.

De asemenea, cadrele didactice joacd un rol central in modelarea competentei
interculturale. Profesorii nu sunt doar furnizori de cunostinte, ci si mediatori culturali, care pot
facilita dialogul intre perspective diferite. In acest sens, formarea pedagogicd a cadrelor
didactice trebuie sa includd dimensiuni interculturale, precum gestionarea diversitatii in clasa,
adaptarea stilurilor de predare si dezvoltarea sensibilitatii culturale (Gay, 2010).

Institutiile de invatdmant superior trebuie, la randul lor, sa adopte strategii institutionale
coerente pentru promovarea competentelor interculturale. Acestea pot include
internationalizarea curriculumului (Leask, 2015), dezvoltarea de programe de sprijin pentru
studentii internationali si crearea unor spatii de dialog intercultural. Integrarea acestor initiative
contribuie la construirea unui climat educational incluziv si favorabil invatarii.

Nu in ultimul rand, evaluarea competentei interculturale reprezinta o provocare importanta.
Aceasta necesitd instrumente complexe care sa surprinda nu doar cunostintele declarative, ci si
abilititile si atitudinile manifestate in contexte reale. In acest sens, metodele calitative, precum
portofoliile reflexive sau evaluarea bazata pe experienta, sunt considerate mai adecvate decat
testele standardizate.

5. Directii pedagogice pentru imbunatitirea comunicarii

Imbunitatirea comunicarii in mediul universitar multicultural necesitia adoptarea unor
strategii pedagogice adaptate diversitatii culturale si lingvistice. Aceste strategii trebuie sa fie
integrate Tn mod sistematic in practicile didactice si sa reflecte o abordare centrata pe student
si pe incluziune. In literatura romaneasci, aceastd idee este sustinuta prin accentul pus pe
individualizarea si diferentierea instruirii (Cristea, 2010).

Clarificarea normelor academice este esentiald pentru reducerea incertitudinii.
Comunicarea didacticd eficientd presupune transparentd si structurare clard a mesajului
(Dumitru, 2001). In acelasi timp, utilizarea metodelor interactive contribuie la crearea unui
mediu participativ si incluziv (Bocos, 2013).

Invitarea colaborativi faciliteaza interactiunea interculturala si dezvoltarea competentelor
sociale. Din perspectivd socio-pedagogica, grupul de invatare reprezintd un spatiu de
socializare si de constructie a identitatii (Paun, 1999).

De asemenea, managementul eficient al clasei contribuie la optimizarea comunicarii.
Organizarea activitdtilor, gestionarea conflictelor si crearea unui climat pozitiv sunt elemente
esentiale in contexte multiculturale (lucu, 2006).

Un prim demers esential il constituie implementarea pedagogiei incluzive, care presupune
adaptarea continuturilor, metodelor si evaludrii pentru a raspunde nevoilor unui public divers.
Gay (2010) subliniazd importanta unei predari sensibile la diversitatea culturald, care
valorizeaza experientele studentilor si le integreazad in procesul de invatare. Aceasta abordare
contribuie la crearea unui mediu 1n care studentii se simt respectati si incurajati sa participe
activ.

O alta directie importantd este clarificarea explicitd a normelor si asteptarilor academice.
Tn contexte multiculturale, presupunerile implicite privind comportamentele academice pot
genera confuzii. Prin urmare, profesorii trebuie sa comunice clar cerintele legate de evaluare,
participare, integritate academica si stilul de lucru. Aceasta transparentd reduce incertitudinea
si faciliteazd adaptarea studentilor internationali.

Utilizarea unui limbaj accesibil si a strategiilor de sprijin lingvistic reprezinta, de asemenea,
o practica esentiald. Simplificarea discursului fara a compromite rigoarea academica, utilizarea
exemplelor concrete si oferirea de resurse suplimentare pot sprijini intelegerea continuturilor.
In plus, integrarea activitatilor de dezvoltare a limbajului academic in cadrul disciplinelor
contribuie la imbunatatirea competentelor lingvistice ale studentilor.
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Invitarea colaborativa constituie o alta strategie eficientd pentru dezvoltarea comunicarii
interculturale. Activitatile de grup care reunesc studenti din medii diferite stimuleaza schimbul
de perspective si dezvoltarea abilitdtilor de negociere a sensului. Totusi, pentru ca aceste
activitati sa fie eficiente, este necesard o structurare atentd si o mediere activd din partea
profesorului.

Un rol important il are si feedbackul intercultural sensibil. Modul in care este oferit
feedbackul trebuie adaptat la diversitatea culturala a studentilor, tinand cont de diferentele in
perceptia criticii si a aprecierii. Un feedback constructiv, clar si echilibrat poate sprijini
dezvoltarea academica fara a genera disconfort sau demotivare.

In plus, integrarea tehnologiilor educationale poate facilita comunicarea in contexte
multiculturale. Platformele digitale permit accesul la resurse variate, ofera oportunitati de
interactiune asincrona si pot reduce presiunea comunicarii in timp real pentru studentii care se
confruntd cu dificultati lingvistice.

Universitatile trebuie sa adopte o abordare institutionald integrata, care sa sustind aceste
practici pedagogice prin politici, resurse si programe de formare. Comunicarea eficientd in
mediul multicultural nu poate fi responsabilitatea exclusivd a indivizilor, ci trebuie sa fie
rezultatul unui efort colectiv si sistematic.

Dezvoltarea competentelor interculturale si implementarea unor strategii pedagogice
adecvate sunt interdependente si contribuie Impreuna la crearea unui mediu educational in care
diversitatea devine o resursa pentru invatare, nu o bariera.
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NASUL TV, AN OASIS OF LIBERTY IN THE ROMANIAN MASS-MEDIA
ENVIRONMENT

Sorin Gheorghe Suciu
Lecturer, PhD, Sapientia Hungarian University of Transylvania

Abstract: Starting from Ben Bagdikian’s assertion that by the end of the last century the American

Journalist was already, “like a small trout on a heavy line” held by the “‘fishing rods” of White House
politicians, our paper hermeneutically explores the decay of the press. Nowadays, for the most part, the
press has become merely a loudspeaker for those who are in power behind governments. In this regard,
given the current context of cascading crises, we highlight the importance of having bastions of truth
within the local media landscape. One of them is “Nasul TV,” serving as an alternative voice to the
“official” narrative on various issues of public interest.

Keywords: free press, truth, manipulation, political inference, economical constraints

1. Preambul

Mai intai, deoarece nu fumez, nu pot spune, precum Cocosild, ca ,,m-am gindit... am facut
la tigari, iar m-am gindit...”! pani am inteles. Apoi, doar gandind, nu prea am a intelege, pentru
cd, vorba evreului, ,,omul gandeste, Dumnezeu rade”?. Dar, la ce m-as fi putut oare gandi att
de intens? Avand 1n vedere faptul ca lucrarea de fatd a fost redactatd pentru a fi prezentata in
cadrul unei conferinte despre presa si cultura in spatiul european, mai precis pe tema ingerintei
factorului politic si economic in mass-media®, libertatea presei ar fi obiectul gandirii mele, mai
mult sau mai putin profunde. Prin urmare, lucrarea aceasta se vrea a fi un punct de pornire
pentru un studiu de caz pe un subiect fierbinte, mai ales in zilele noastre. Interesul meu vine
din faptul ca, incercind a ma orienta in peisajul presei autohtone al anului de gratie 2011,
busola-mi nu prea mai gasea nordul. Astfel, am marsat pe proiectul ,,NasulTV”, lansat prin
subscriptie publica, dupa esuarea visurilor de marire regional europeana ale lui Radu Moraru
& echipa, care construisera brandul in cadrul televiziunii ,,B1TV”, unde presiunea politicului
pe George Marius (Bobby) Paunescu, patronul postului, devenise prea puternica. Consecinta
acestui fapt a fost ca echipa ,,Nasul” a incercat asocierea cu unul dintre magnatii* ,,romani” de
presa, in ascensiune, nitel mai discreti, si la acea ora, in proiectul de televiziune generalista al
RCS&RDS, ,,ZeceTV”. Asocierea a esuat, probabil din cauze care stau la baza supranumelui
actual al trustului, si anume ,,UM Digi 24”, porecla stravezie si destul de des vehiculatd in
mediul de presa de pe la noi.

L Marin Preda, Morometii, vol. I, ESPLA, Bucuresti, 1960, p. 290.

2 Existd un proverb evreiesc admirabil: Omul gdndeste, Dumnezeu rdde (...). Imi place si cred ci arta romanului a venit pe
pamant ca ecoul rasului lui Dumnezeu. Dar de ce radde Dumnezeu privindu-1 pe omul care gandeste? Fiindca omul gandeste si
adevarul 1i scapa. Fiindca cu cat gandesc mai mult, cu atat gindirea unuia se indeparteaza de gandirea altuia. Si, Tn fine, pentru
cd omul nu este niciodata ceea ce gandeste el a fi” (Milan Kundera, Arta romanului, traducere din francezd de Simona
Cioculescu. Editura Humanitas, Bucuresti, 2008, p. 195).

3 Din picate, si la noi, politicul se afla intr-un pagubos concubinaj cu economicul. Pigubos pentru antreprenorul corect si omul
de rand, desigur.

4 Este vorba de Z6ltan Tészari, fost sportiv, ,rivulutionar” cu patalama, apropiat de Marius Vizer si, zice-se, de serviciile
secrete, motiv pentru care trustul de presa pe care il patroneaza e ,,alintat” in breasla ca ,,UM Digi 24”. (Andrei Anca,
Miliardarul fard chip este cel mai puternic om din Romdnia. Secrete si legende, in ,,Vocea banilor”, 24.09.2021, disponibil la
https://voceabanilor.ro/povestea-reala-a-lui-zoltan-teszari-patronul-digi-miliardarul-fara-chip-este-cel-mai-puternic-om-din-
romania-secrete-si-legende-exclusiv, accesat la 21.02.2024).
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Trecand la titlul lucrarii, m-am gandit ca un cuvant autohton®, chiar daca de origine slava,
care sa faca trimitere si la geniala ,,Poiana a lui locan”, daca tot amintii de Cocosila, ar fi mai
potrivit decat consacrata oaza arabeasca. Metaforic, un loc verde, de la poalele muntelui, poate
sugera si un urcus abrupt intru culmea libertatii... presei, albastrul cerului... ca poartd a
Imparitiei. Riscul mare e pariul pe sursa, care poate sau nu a se ridica la indltimea aspiratiilor.
Tapsanul, blog-ul de stiri ,,NasulTV”, fu, un timp, loc de popas pentru ,,fluturii liberi”, avizi de
informatii corecte, comentatori ai stirilor si visatori incorigibili intru o0 Roméanie sdnatoasa,
debarasata de complexe. Totul se duse de rapa, insa, odata cu asaltul concertat al trolilor platiti
regeste din posetutele fara fund ale marilor ,,duamne” ale puterii momentului®, ajunse si ele
maruntite in malaxorul marasmului economico-politic al Romaniei de azi, pe de o parte, dar si
al insertiilor mai fine ale unor comentatori mai mult sau mai putin interesati in a starni galceava
sau a tdia din fasa idei.

2. 1in tara orbilor, chioru’ e impirat

Cat despre televiziunea ,,NasulTV”, avem o mostra de informare avizata, de la sursa, care,
in aprilie 2020, in Romania, suna a profetie, iar profetul a nebun, cand, de fapt, se dovedi din
nou adevarul zicalelor, atit a celei cu orbul si imparatul, cat si a celei cu profetul si tara lui.
Mai exact, este vorba de anticiparea dezvoltarii ,,crizei covid” (care s-a dovedit, pana la urma,
ci nu a fost una legati de sinitate, ci de control’), ficutd in aprilie 2020, din Canada, unde
sursele de informare erau inca departe de cenzura feroce si propaganda silbatica a Romaniei
cioclilor apocaliptici Tmbracati in geci negre de piele, adevarate ventilatoare de frica,
functionand la turatie maxima, 24/24: ,,Se incearca tot felul de metode: pasaportul biometric,
cu certificat ca esti vaccinat. (...) jocul planetar, e atit de evident aici, In Statele Unite si in
Canada, incat ma mir ca inca romanii nu vad liber ce se intampla. Poate ca aici si presa are un
rol negativ. (...) Doamna Merkel vrea bratari, asa... Acum nu mai esti declarat dusman al
poporului, cum te declarau stalinistii, acum esti dusman al sanatdtii poporului fiindcad ai
coronavirus”®.

Acuma, teoretic, informatiile din presa ar trebui sa fie corecte si confirmate din cel putin
trei surse. Din pacate, azi, presa a ajuns, In marea ei majoritate, doar o portavoce a guvernarii,
dupd cum ne arata si Noam Chomski sau Dan Bagdikian, intervievati de David Barsamian si
publicati in volumul Stenographers to Power. Media & Propaganda. Referindu-se la aparenta
diversitate de opinii din dezbaterile publice pe teme sensibile, Chomski ne aratd cum
functioneaza, de fapt, cenzura: ,,Ei trebuie sa controleze ce gandesti. (...) Una dintre cdile prin
care controlezi ce gdndesc oamenii este aceea de a le da impresia ca existd o dezbatere reala a
problemei, dar aceastd dezbatere trebuie mentinuta intre niste limite foarte stricte. De exemplu,
trebuie sa fii sigur cd ambele parti ale dezbaterii acceptd anumite presupozitii, iar aceste
presupozitii se dovedesc a fi tocmai sistemul propagandistic. Atata timp cat toata lumea accepta
sistemul propagandistic poti avea o dezbatere™®. Aceasti deciidere a presei, deveniti portavoce
a puterii, e subliniata si de Lucas A. Powe jr. in lucrarea The Fourth Estate and the
Constitution: Freedom of the Press in America, unde ni se aratd ca presa a ajuns din a patra
putere Tn stat, doar a patra ramura a guvernarii. De altfel, presa aliniata e ilustrata perfect de o

5 tapsan sn [At: (a. 1509) ap. D. BOGDAN, GL. 109 / V: (reg) tep~, top~ / PI: ~e, ~uri / E: tipsi + -ean] 1 (Pop) Loc neted
si usor inclinat (acoperit cu verdeata), aflat la baza versantelor si povarnisurilor in regiunile de deal si de munte (...). 4 (Pop)
Loc viran mai ridicat, aflat de obicei in mijlocul unui sat (sau al unei curti), unde se face hora, unde se strdng oamenii in zilele
de sdrbatoare, unde se joaca copiii” (Coteanu, lon, Micul Dictionar Aacademic, vol. 2, Editura Univers Enciclopedic,
Bucuresti, 2010, disponibil la https://dexonline.ro/sursa/mda2, accesat la 27.02.2025).

6 Elena Udrea si metodele de trolare ale ,,echipei” sale de sunet si imagine.

" Vezi si lucrarea Gazetarul de azi. Somn usor in Patul lui Procust, publicatd in Catalin Negoitd (coord.), Mediamorfoze VIII.
Deontologia jurnalistica in era digitalizarii, Editura Tritonic, Bucuresti, 2024, pp. 255-270.

8 Radu Moraru, Ce se intdmpld, ,,NasulTV”, 06.04.2020.

9 Noam Chomski in David Barsamian, Stenographers to Power. Media & Propaganda, Common Courage Press, Monroe, Me,
1992, pp. 7-8.
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metaford a lui Bagdikian, care, vorbind despre relatia dintre politicienii din Washington DC si
ziaristii infometati de stiri de ultima ora si la prima mana, 1i prezinta pe acestia din urma aliniati
,»ca pastravul mic pe un fir intins”. La aceastd performantd s-a ajuns si prin constrangeri
economice, acolo unde bocancul tintat al politicului are Incd niscai retineri intr-a cdlca mai
apdsat pe tapsane.

Consecintele acestei decaderi le vedem in ascensiunea fulminantd a influentei mijloacelor
social media in domeniul informirii populatiilor lumii'®, pornite din inceputul de implozie al
presei traditionale care, cu subventiile guvernamentale taiate, gafiie amarnic, la limita
supravietuirii, incorsetatad de propriile-i slabiciuni. Un exemplu elocvent este trustul ,,Politico”,
un mare scandal izbucnind 1n Statele Unite odata cu pomenirea elefantului din incapere, dupa
cum se poate vedea pe pagina USASPENDING.gov*!. Pe acest subiect, Karoline Leawitt,
secretarul de presa al Casei Albe declara: ,,Dupd ce am venit aici, in sala de sedinte, am fost
informata cu privire la finantarea din partea USAID pentru mass-media, inclusiv Politico, care
stiu cd are un loc 1n aceasta sald, si pot sa confirm ca cele peste 8 milioane de dolari din banii
contribuabililor care au mers, in esentd, la subventionarea abonamentelor la ,,Politico” pe banii
contribuabililor americani, nu vor mai avea loc”*2.

Pe de altd parte, cand sari din lac in put (asa cum o fac ,,politicienii” si ,,ziaristii” nostri de
carton, cu mici dar notabile exceptii care, de fapt, confirmd regula), o mostrd de presa
damboviteana cred ca ne-ar scuti de orice alte discutii pe aceastd tema. Asadar, iata un dialog
aproape suprarealist Tn esenta sa, un dialog de rasu’ plansu’, daca e sa ne gandim la esenta
noastra, a romanilor, de fapt, cei care trecem prin vremuri, sub vreme, ca-n basme, cu un ochi
razand, cu celalalt plangand: ,,Domnule Becali, dumneavoastra ati mai candidat la alegerile
prezidentiale din Romaéania si vreau sa va Intreb cat costd o campanie prezidentiald
independenta, cat costa?” (...) ,,Pai, da... da’ atunci am candidat sa trag partidul, dar acum
candidez sa castig, dacd candidez! Atunci eu stiam ca nu castig... acuma pe mine o sd ma coste
zero lei si stii de ce? Ma sund Porumbel, si, dacd de exemplu, o sa ma sustind si Gadea... ca
Gadea vreau diseard sa dea tot ce am vorbit cu tine, sd dea din nou Gadea, daca vreti sa
termindm cu Georgescu...” ,,Domnule Becali, noi nu facem campanie pentru candidatii la
presedintie...” ,,Pai, cum nu faceti, nu faceti... pai nu mi-ati spus sa va scap de el? Nu mi-ai
spus inainte «scipati-ne de nebun»? Nu mi-ai spus asa?”*® Pentru conformitate, dialogul de
mai sus a avut loc n cadrul televiziunii ,,Antena 3 CNN”, la ord de maxima audienta, intre
prompterista porumbel (Catédlina Porumbel) si ‘nea Jiji (George Becali), doud personaje care 1-
ar putea readuce printre noi pe eternul Caragiale, invidios nevoie mare pe materialul de lucru
fara numar din coca panii noastre cea de toate zilele. Tradus in termeni simpli, dialogul de mai
sus este incarnarea proverbului cu bata si crapatura, deoarece biata porumbea ar fi vrut s dea’n
catindatul ,,cah! cah!” cu catindatul de ,,bonbon” pe post de bata, subliniind ca 0 campanie
electorald e scumpd, dom’le, a naibii de scumpd, nu ieftind ca braga lu’ nea Peschir'®, dar nu
facu decat un crater de toata frumusetea in credibilitatea mass-media romanesti, la maxim
subrezita deja. Ce e mai trist, insd, e faptul ca pe pagina antenei de-a treia-alu’ sienen, stirea
video publicatd pe 21.02.2025 la orele 16.11 a fost modificata la orele 16.49... si nu mai contine

10 Nici asta nu e bine, din pécate, pentru ¢ nu te poti informa corect si coerent din filmuletele de 30 de secunde de pe ,,Tik-
Tok”, de exemplu.

1 RECIPIENT PROFILE, POLITICO, LLC, disponibil la https://www.usaspending.gov/recipient/faOcefae-7cfb-881d-29¢3-
1bd39cc6ad9e-C/latest, accesat la 24.02.2025

12 Steven Nelson, Fed agencies ending $8M Politico contracts after Elon Musk calls them ‘wasteful’ use of taxpayer money,
,»The New York Post”, 05.02.2025, disponibil la https://nypost.com/2025/02/05/us-news/fed-agencies-ending-8m-politico-
contracts-after-elon-musk-calls-them-wasteful-use-of-taxpayer-money/, accesat la 24.02.2025.

13 Dialog la Antena 3 CNN intre Citilina Porumbel si Gigi Becali, redat in Luminita Arhire, LUl GIGI BECALI I-4 IESIT UN
PORUMBEL-CATALINA PE GURA, ,,ActiveNews”, 24.02.2025, disponibil la https://www.activenews.ro/opinii/Luminita-
Arhire-LUI-GIGI-BECALI-I-A-IESIT-UN-PORUMBEL-CATALINA-PE-GURA-195456, accesat la 24.02.2025.

14 Bogdan Peschir, sponsorul benevol al campaniei de pe ,,Tik-Tok” a candidatului independent la Presedintia Romaniei, Calin
Georgescu, audiat si anchetat pentru o presupusa manipulare a alegatorilor.
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decat acest text: ,,Calin Georgescu nu ar trebui sa aiba dreptul sa candideze la alegerile
prezidentiale, a spus George Becali, vineri, la Antena 3 CNN. Parlamentarul AUR a spus ca
reprezinti o «amenintare la adresa identititii...»°.

Prin urmare, pare-se ca sienenu’ de Dambovita a batut deja orwellianul Minister al
Adevarului, aproape in direct. Porumbelul pe gura scdpat pare ca la loc se vru a fi-ndesat... si
de seama nu s-ar fi bagat... de nu era doamna Luminita Arhire ca sd consemneze stirea si s-0
transforme-ntr-un pamflet de toata frumusetea. Problema, serioasa, insa, in pofida limbajului
meu mai lax, este cd informatiile dispar din mediul online intr-un ritm alarmant, asa cum au
decoperit cercetatorii de la ,,Pew Research Center”, care au ajuns la urmatoarea concluzie: ,,in
anul 2023, un sfert din paginile web existente intre 2013 si 2023 nu mai erau accesibile; 23%
din paginile web contin cel putin un link rupt; 21% din paginile guvernamentale contin cel
putin un link defect; site-urile de stiri — fie ca au un trafic ridicat sau scazut — au aproximativ
aceeasi probabilitate de a avea link-uri nefunctionale; paginile web ale administratiilor locale
au o probabilitate foarte mare de a avea link-uri defecte”!® etc. De altfel, ,,ziaristii” nostri cu
epoleti schimbd in timp real chiar si titlurile articolelor!’, asa cum a ficut Dan Tapalagi, de la
,G4Media”, dupa ce a realizat (sau dupa ce i s-a ordonat sa repare greseala) ca a folosi termenul
»inamic” pentru definirea unui aliat strategic al Romaniei (aliat strategic de la care, prin
fondurile USAID, amintite anterior, si 0 mare parte a presei din Roménia a papat o paine alba),
in urma inflamarii consecutive declaratiilor vicepresedintelui S.U.A. la adresa ,,democratiei”
din Romania.

3. Nou-limba si libertatea presei

Revenind la nivelul macro, prognoza e nitel cam sumbra, cel putin in capul unora, care se
cam dau cu el de... incapatanarea oilor de pe tapsane. Astfel, in nou-limba deja in uz, acestia
ganguresc candid (cacofonie intentionatd) anticipind o noud guvernanta, sustenabild, plind de
,,democratie” suprasaturata cu stakeholderi non-guvernamentali, care, deocamdata, scancesc
din cauza interdictiei de a aproba si ei, tacit, pactul pentru viitor din sald, de la ONU, care e,
totusi, micar cu numele, a natiunilor adunare generald, inci. In 2023, in timpul in care se
desfasurau sesiunile de lucrari ale Adunarii Generale a ONU, au avut loc si intrunirile
Forumului Economic Mondial, prilej cu care onor membrii acestuia nu se mai sfiird deloc intr-
a declara, pe fatd, cd Primul amendament al Constitutiei SUA 1i cam incurcd in realizarea
maretelor lor planuri. Astfel, John Kerry, fost Secretar de Stat al administratiei Obama a
afirmat: ,,Primul Amendament este un obstacol major pentru abilitatea noastra de a starpi
(dezinformarea). Ca sa 1iti castigi... dreptul de a guverna, nu poti decat sd speri ca vei castiga
un numar suficient de voturi ca sa fii liber sd implementezi schimbarea”®. Cu alte cuvinte,
adicd in traducere libera a nou-limbii: libertatea de expresie este ,,0 amenintare la adresa
democratiei globale”, pentru cd oficialii guvernamentali nu mai reusesc sa controleze
informatia. Acest fapt fusese deja subliniat, in anii ‘70 ai secolului trecut, printre altii, de catre
fostul presedinte al CBS, Richard Salant: ,,Treaba noastra e sa nu-i ddm publicului ce doreste

B ***  Gigi Becali: Candidatura lui Cdalin  Georgescu trebuie interzisa, 21.02.2025, disponibil la
https://www.antena3.ro/video/gigi-becali-candidatura-lui-calin-georgescu-trebuie-interzisa-e-o-amenintare-la-adresa-
romaniei-215001.html

16 Athena Chapekis et all, When Online Content Dissapears, Pew Research Center, 27.05.2024, disponibil la
https://www.pewresearch.org/data-labs/2024/05/17/when-online-content-disappears/, accesat la 27.02.2024.

17 Conform lui Bogdan Tiberiu lacob, dandu-si seama cd aliatul strategic nu poate fi considerat inamic, Dan Tapalagd, de la
,,G4 Media”, a schimbat, de pe o zi pe alta, titlul articolului in care se inflamase pe tema declaratiilor lui J. D. Vance,
vicepresedintele S. U. A. (Cronicar, UE a cumpdrat presa cu 132 milioane euro: Antena 3, Spot Media si G4Media printre
beneficiari..., ,,ActiveNews”, 15.02.2025, disponibil la https://www.activenews.ro/stiri-dezvaluiri/UE-a-cumparat-presa-cu-
132-milioane-euro-Antena-3-Spot-Media-si-G4Media-printre-beneficiari.-Tapalaga-a-declarat-SUA-cel-mai-important-
partener-strategic-al-Romaniei-drept-INAMIC-la-fel-ca-propagandistii-URSS-195268, accesat la 27.02.2025.

18 Tyler Durden, John Kerry Says The Quiet Part Out Loud: "First Amendment Stands As Major Block" To "Govern",
ZeroHedge”, 30.09.2024, disponibil la https://www.zerohedge.com/political/john-kerry-says-quiet-part-out-loud-first-
amendment-stands-major-block-govern, accesat la 27.02.2025.
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ci ceea ce hotdrdm noi ci va primi”?®. Declaratia a fost actualizati de disperarea cu care ,,omul
davosian” incearca sa impund o cenzura draconica intr-o lume in care ,,elitele” simt ca le fuge
pamantul de sub picioare: ,,Nu cu mult timp in urma noi eram stapanii stirilor, noi eram paznicii
si eram, in foarte mare masura, stapanii faptelor. Daca noi am spus ceva in Wall Street Journal
sau in New York Times, atunci acel ceva era un fapt. Astazi, oamenii pot accesa tot felul de
surse de informare si pun la indoiald, din ce in ce mai mult, ceea ce spunem noi”?. Daci
punerea la indoiala a narativului oficial e un lucru blamabil si deranjeaza autointitulatele ,,elite”
(bantuite azi de listele lui Epstein) intr-atat incat sa incerce a suprima Primul Amendament,
asta nu aratd decdt ca socictatea are incd anticorpii necesari pentru a lupta cu aparatele
guvernamentale supradimensionate si putrede din cauza coruptiei endemice.

4. Presa nealiniata — morcovul si biciul

Reintorsi pe mioriticul plai, ne reamintim de ceea ce Alis Popa a numit ,,pandemia de
ciclon”, intr-un articol concentrat, in care, pornind de la isteria cauzata de amplificarea
irationala si artificiald a unui banal fenomen meteorologic, subliniazd modul de folosire a mass-
media intru transferul responsabilitatii autoritatilor pe umerii populatiei, care se vrea a fi tinuta
intr-o stare de frica perpetua: ,,Trompetele sistemului, indiferent de pozitia lor in presa sau
printre «influenceri», au in comun incercarea subversiva de a ne face pe toti sd ne simtim
VINOVATI. Ci ploua, ca existd inundatii, ca e seceta, cd se propaga virozele, cd se distruge
bariera de corali, ca pe planetd se poartd razboaie, ca drogatii produc accidente pe sosele,
categoric, orice se intampla, e numai si numai din vina noastra!”?* Nimic nou sub soare, insa,
deoarece si aceastd metoda a fost anticipata de catre John Coleman, catre finele trecutului secol:
,»ocurile viitorului reprezintd o serie de evenimente ce survin atit de rapid incat creierul uman
nu poate asimila enorma cantitate de informatie. (...) Stiinta a demonstrat ca exista limite clare
pentru numarul si natura schimbadrilor carora mintea umana le poate face fatd. Dupa socuri
violente si numeroase, marea masa a populatiei vizate nu mai vrea sa faca alegeri. Se instaleaza,
astfel, apatia, deseori precedati de explozii irationale de violentd”??. Daci ne gandim ci dupa
,pandemie”, sfarsitd abrupt, a venit razboiul din Ucraina, cu intreg spectrul de perspective
sumbre si in paralel se marsa puternic pe efectele presiunii generate de politicile de anihilare a
,incalzirii globale”, observam, pe viu, cum se pun in aplicare aceste metode.

Concret, raportat la cazul televiziunii de la care a plecat articolul acesta, suflul proaspat de
libertate s-a dorit a fi stins prin diverse metode, mai intai prin imbierea cu morcovul, iar mai
apoi, cu scoaterea la vedere a biciului din dotare. Astfel, Th pauza unei emisiuni in care Radu
Moraru punea intrebari incomode fostului Ministru al Economiei, Dan Ioan Popescu, acesta
din urma a prezentat o ,,ofertd de nerefuzat”: ,,Domnu’ Nasu, dar dumneavoastra n-aveti
publicitate de la Petrom? (...) Acum sun s v dea 700.000”?%. Daca morcovul a fost insuficient,
s-a recurs la bici, amenintarile, mai voalate sau mai directe, dupd caz, venind de la o Intreaga
pleiada de autosuficienti vremelnici cu aere de aristocrati, dar care, de fapt, sunt simpli slujbasi
publici in fisa postului, cum ar fi Adrian Nastase sau Elena Udrea, ca sa numim doar doi dintre
el. Totul a culminat cu tentativa de furt a televiziunii, reusita, temporar, sub ,,obladuirea” lui
Florian Coldea, cel caruia marii ziaristi ai natiei nici nu aveau curajul de a-i pomeni numele (la

19 Florin Mitrescu, Holocaustul rosu, Editura Fit Frumos, Bucuresti, 1996, p. 339.

20 Emma Tucker, editor sef la Wall Street Journal, dezbatere cu tema Defending Truth, Tn cadrul Forumului Economic Mondial,
Davos, 18.01.2024, 10’10’ - 10’30’ disponibil la https://www.weforum.org/events/world-economic-forum-annual-meeting-
2024/sessions/defending-truth-battling-disinformation-for-information-integrity/, accesat la 25.01.2024.

21 Alis Popa, Pandemia de ciclon, ,,ActiveNews”, 30.09.2024, disponibil la https://www.activenews.ro/opinii/Pandemia-de-
Ciclon-192256, accesat la 27.02.2025.

2 John Coleman, The Beatles and the Aquarian Conspiracy, ,,Educate Yourself’, disponibil la https://educate-
yourself.org/cn/colemanbeatlesand AquarianConspiracy01mar07.shtml, accesat la 20,09.2022.

23 Radu Moraru in Mihai Palsu, Radu Moraru, presedinte. Politicienii si-au gdsit Nasul, Editura Secunda, Bucuresti, 2019, p.
212.
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cea datd, ci azi...?*). Modul de operare e griitor pentru nivelul de decidere al institutiilor
statului roman: ,,Deci au vrut sa ma intimideze, prin mama mea. Oameni in varsta, trecuti chiar
de 80 de ani, cu operatii grele, toti prieteni ai mamei mele, au fost anchetati si dusi sub escorta
la Politie. Cine conducea Operatiunea? Nicolae Plaiasu, seful ONPCSB, a anchetat pensionarii
Romaniei, in frunte cu mama, pentru spilare de bani si finantiri teroriste”?°.

O altd metoda de ,,corectie” este bombardarea posturilor de radio/televiziune cu amenzi
daca ies din acel cadru al dezbaterilor impuse de aparenta libertate a presei, despre care vorbea
Chomski. Un exemplu de astfel de amenda este cea pe care a aplicat-o CNA-ul postului
,NasulTV” pentru o emisiune dedicatd economiei Romaniei, emisiune in care istoricul Florin
Sandru, de la INST?, a ficut o comparatie intre elementele macro-economice ale tirii noastre
din perioada de dinainte de 1989 si situatia actuala. Motivul amenzii de 25.000 de lei a fost
,apologia regimului totalitar”. Prin urmare, apelandu-se la constrangeri economice de tipul
amenzilor CNA, se incearcd a se pune botnitd, atunci cand nu mai ai puteri discretionare, date
de starea de urgentd, cum a fost cazul inchiderii de catre ANCOM a site-urilor ,,justitiarul.ro”
(cel care il cam Incorseta nitel pe herr guwerner de la Hermanstadt) sau ,,romania-veche.ro”.
Problema mare e si cu gradul de incompetenta al slujbasilor CNA, care reiese din motivarea
cel putin nepotriviti a masurii punitive?’. Bine, am putea spune ci 25.000 de lei nu e o sumi
prea mare, dar pentru o televiziune care nu beneficiaza de publicitate, care exista, n mare parte,
din donatii ale telespectatorilor dornici de informatii corecte, este. Sau ca, daca ai dreptate,
existd justitia, cand, se stie bine cum actioneaza justitia in Romania. Reparatia ar fi doar morala,
deoarece recuperarea banilor de amenda dupa sapte ani nu iti acopera, sd zicem, costul parcarii
din zona tribunalului bucurestean. Ceea ce e ingrijorator, insa, e faptul ca un termen de judecata
care unora li se da in interval de ani de zile, altora, cum a fost cazul recent al deciziei de
inchidere pentru amenzi CNA neplatite a ,,Realitatea Plus” (rebotezata pentru a nu se plati taxe
de zeci de milioane de euro la stat), li se fixeaza de azi pe maine?®.

Un alt aspect de mentionat aici este cel al subventionarii mascate a mass-media romanesti,
si nu numai (vezi scandalui ,,Politico”, amintit mai sus), prin reclame comerciale directionate
la ordin politic (vezi oferta lui Dan loan Popescu pentru ,,NasulTV”, evocatad anterior), sau,
mai nou, direct din fondurile guvernamentale, asa cum reiese din ,,Situatia Angajamentelor si
Ordonantarilor pe Articolul A510103203030”2°, unde sunt vizibile sumele plitite de Guvernul
Romaniei trusturilor de presa, in perioada ,,pandemiei”, pentru publicitate directionatd pe
campania de ,,vaccinare”, publicitate agresivi cu incilcarea flagranti a legilor in vigoare®°, care
nu permit, de exemplu, folosirea reclamelor pentru servicii medicale experimentale, asa cum a
fost cazul ,,vaccinurilor’”®! anti-covid.

24 Simona lonescu, Ion Cristoiu a stiut cd Florian Coldea va ajunge ,,un robot pe cont propriu”, , evz.ro”, 24.05.2024,
disponibil la https://evz.ro/ion-cristoiu-a-stiut-ca-florian-coldea-va-ajunge-un-robot-pe-cont-propriu.html, accesat la
27.02.2025.

%5 Mihai Palsu, op. cit., pp. 160-161.

% Cronicar, Gabriela Calitescu, despre sanctiunea abuzivi a CNA de 25.000 de lei: Democratie sau executie, judecati voi!,
HActiveNews”, disponibil la https://www.activenews.ro/stiri/Gabriela-Calitescu-despre-sanctiunea-abuziva-a-CNA-de-
25.000-de-lei-Democratie-sau-executie-judecati-voi-192123, accesat la 27.02.2025.

27 apologie sf [At: DA / Pl: ~ii / E: fr apologie, lat apologia] 1-2 Scriere sau discurs de apdrare a cuiva (impotriva unor
invinuiri). 3 (Pex) Lauda (aprinsd) a meritelor cuiva sau a ceva” (MDA, 2010).

28 Ionut Muresan, Sanctiunea CNA in cazul Realitatea Plus, intoarsa ,,din pix” de judecadtori. Legea, interpretatd ,,prin
analogie” in  favoarea  televiziunii  lui  Maricel — Pacuraru, ,Libertatea”, 30.04.2026, disponibil la
https://www.libertatea.ro/stiri/sanctiunea-cna-in-cazul-realitatea-plus-intoarsa-din-pix-de-judecatori-legea-prin-analogie-
interpretata-in-favoarea-televiziunii-lui-maricel-pacuraru-5718113, accesat la 09.05.2026.

29 Secretariatul General al Guvernului, Situatia Angajamentelor si Ordonantarilor pe Articolul A510103203030, disponibil la
https://www.activenews.ro/documente/Contracte-media-CAMPANIE-INFORMARE.pdf, accesat la 27.02.2025.

30 Portal Legislativ, LEGE nr. 158 din 18 iulie 2008, disponibil la https:/legislatie.just.ro/Public/DetaliiDocumentAfis/95934,
accesat la 27.02.205.

81 The mode of action of COVID-19 mRNA vaccines should classify them as gene therapy products (GTPs), but they have
been excluded by regulatory agencies/ Modul de actiune al vaccinurilor COVID 19 cu mesager ARN ar trebui s le clasifice
pe acestea ca produse de terapie genetica (GTPs) dar ele au fost excluse de agentiile de reglementare in domeniu” (Banoun
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Nu in ultimul rand, ar mai fi marea problema a fondurilor de campanie electorald, fonduri
care sunt, de fapt, la fel ca cele amintite nitel mai sus, o forma de subventionare a mass-media
obediente. Cantitatile de cascaval guvernamental din care s-au hranit guzganii, soarecii si
soriceii de presa ai Romaniei ultimei campanii sunt defalcate la Departamentul de Control al
Finantirii Partidelor Politice si a Campaniilor Electorale®.

De final, ca sa inchidem cercul, vedem azi cum, paradoxal, sutele de milioane de lei folosite
de la buget de catre partide pe propaganda electorala, din care cea mai mare parte s-au varsat
n buzunarele televiziunilor agreate, au fost spulberate de campania minimalista de pe retelele
sociale ale unui candidat care nu a cheltuit niciun ban din fonduri publice. Scandalul creat de
ascensiunea catre cea mai 1naltd functie din stat a unui un outsider, anularea alegerilor,
prelungirea ilegald a mandatului fostului presedinte si pozitionarea in trangee mpotriva
aliatului de la care ,,sugea” strategic toati clasa politici roméaneasci a ultimelor doua decenii,
ne-a aruncat in centrul razboiului dintre doud viziuni opuse asupra mersului lumii, cu sanse
mari de a fi striviti, literalmente. La aceasta stare de lucruri a contribuit, in mod decisiv, si presa
din Romania, o presa sufocata de factorul politico-economic, care, la noi, din pacate, a ajuns a
fi unul si acelasi.

5. Concluzii

Ajunsi la capatul scurtei noastre calatorii prin ograda tot mai ingustd a libertdtii presei,
constatdim cd se incearcd din greu a se betona pana si ultimele tapsane gabjite de ochiul
atotvazator al cenzurii. Rarele spatii de sandtoasa respiratie a breslei sunt supuse diferitelor
metode de sufocare, doar, doar s-or da pe brazda si or intra in corul tot mai ,,armonic” al
toxicelor oficioase guvernamentale. Daca supravietuirea ziaristilor integri e tot mai grea in
zilele noastre, cea a patronilor integri de presa e aproape imposibila. Prinsi intre ciocanul
politicului interesat de cantareti in struna si nicovala angajatilor care trebuie sa puna de-ale
gurii pe masa familiei, majoritatea fie 1si vand afacerea, fie incearcd a impaca lupul cu capra,
si pe aceasta din urma cu varza, facandu-se, ca tot romanul, frate cu dracul, pana trece puntea.
Din pacate, micul compromis initial este exploatat la maxim de un angrenaj care tinde a nu lasa
nimic la voia intamplarii, de unde si pleiada de ,,jurnalisti” acoperiti din presa romaneasca, din
care cea mai joasi spetd a devenit ceea ce Ion Cristoiu numeste ,,presa de jgheab”,

Din pacate, anchilozata in metehne vechi si supusa la presiuni majore din sfera politico-
economica, presa de azi, cand nu respird pe ventilatia artificiald a subventiilor mascate, cauta
solutii de supravietuire in fata asaltului social-media, care propagd instantaneu un tip de
informatie concentratd, tintitd prin algoritmi alimentati de baze de date din ce in ce mai
consistente. Dupa cum spuneam si la inceputul acestei lucrari, nu e neaparat un lucru bun ca
presa traditionald e surclasata de noile canale informationale, deoarece nu cred ca iti poti face
o imagine corectd despre un subiect pe baza unor clipuri video de 30 de secunde. Dar, asta se
intampla, deja. Ba mai mult, ,,presa” online, asistatd de asa-zisa inteligenta artificiala, a ajuns
la un asemenea grad de poluare incét I-a determinat pe Noam Chomski sa emita un avertisment

H., mRNA: Vaccine or Gene Therapy? The Safety Regulatory Issues. Int J Mol Sci. 2023 Jun 22;24(13):10514. doi:
10.3390/ijms241310514. PMID: 37445690; PMCID: PMC10342157).

%2 Departamentul de Control al Finantarii Partidelor Politice si a Campaniilor Electorale, disponibil la
https://finantarepartide.ro/, accesat la 28.02.2025. Ele au fost sintetizate si diferentiate cromatic, pe partidele parlamentare si
de catre ,,NasulTV”: https://t.me/NasulTv/2972.

33 Vezi taierea fondurilor USAID de citre noua administratie americani si aluzia la pozitionarea strategica a lui Traian Bisescu,
fostul Presedinte al Romaniei, care, intr-o situatie privatd, s-ar fi exprimat astfel: ,,Decat sd sug... la mai multi licurici mai
mici, mai bine sug... la un licurici mai mare” (Oana Dobre, Grupul Rosca-Stanescu ii arata pisica lui Basescu, ,,HotNews”,
20.08.2005, disponibil la https://hotnews.ro/grupul-rosca-stanescu-ii-arata-pisica-lui-basescu-853429, accesat la 28.02.2025).
3 Prin «La jgheab» am semnalat un adevir crud pentru presa noastra. in fiecare redactie existi cite un angajat, desemnat de
mogul sd preia si se semneze (de cele mai multe ori fard sa-1 citeascd macar) articolul fabricat in laboratoarele Serviciilor” (Ion
Cristoiu, .Lupta impotriva Coruptiei la Kiev — o rafuiald singeroasa intre Clanuri, ,cristoiublog.ro”, 25.01.2023, disponibil la
https://www.cristoiublog.ro/lupta-impotriva-coruptiei-la-kiev-o-rafuiala-singeroasa-intre-clanuri/, accesat la 28.02.2025.

119



dur: ,,Produsele ingineriei pot fi benefice sau daunatoare. Ambele aspecte apar in cazul
ingineriei IA. Dezvoltarea actuala a marilor modele lingvistice (LLM-uri), incluzand chatbotii,
ofera instrumente de dezinfomare, defdimare si inducere in eroare a celor neindeajuns
informati. Amenintarile sunt amplificate atunci cand se combind cu imagini si replicatori de
voce. Avand diferite preocupari legate de aspectul daunator al 1A, zeci de mii de cercetatori in
domeniu au emis recent un avertisment, cerand un moratoriu® pe dezvoltarea 1A din cauza
amenintirilor pe care ei le percep”®.

Alternativa sdndtoasd o reprezintd gruparea cititorilor, telespectatorilor, ascultatorilor in
jurul acelor oameni de presa care inca nu si-au pierdut credibilitatea si sustinerea acestora prin
diferite mijloace. Dupa cum spuneam, televiziunea ,,NasulTV” a fost infiintata prin subscriptie
publica, primul demers de acest fel din Romania, si este sustinutd prin donatii ale celor care
vor sd se orienteze, cat de cat, in lumea de azi, o lume bombardata incontinuu de stiri-soc,
menite a ne tine sub teroare, paralizati, intru realizarea acelui viitor utopic (sau distopic,
depinde de perspectiva), o noua ordine mondiald, centralizata, orwelliana chiar...
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THE ROLE OF EMOTIONAL DISCIPLINE IN SHAPING FORMATIVE ASSESSMENT
IN PRIMARY EDUCATION

Natalia Cazacu
Assist. Prof., PhD, ,,Alecu Russo” State University of Balti, Republic of Moldova

Abstract: Current transformations in education highlight the importance of integrating the socio-
emotional dimension into the teaching process. In primary education, formative assessment represents
an essential tool for supporting students’ progress; however, its effectiveness is influenced by how
students emotionally experience evaluation situations. This paper analyzes the relationship between
emotional discipline and formative assessment, emphasizing its role in developing a positive attitude
toward learning. Both theoretical perspectives and examples from teaching practice are presented,
demonstrating that integrating the emotional dimension contributes to creating a supportive
educational climate and increasing students’ engagement.

Keywords: formative assessment, emotional discipline, primary education, feedback, educational
climate.

Transformarile contemporane din domeniul educatiei releva, cu o tot mai mare acuitate,
necesitatea integrarii sistematice a dimensiunii socio-emotionale in cadrul procesului
instructiv-educativ. In contextul invatamantului primar, disciplinarea emotionala se constituie
ca un factor determinant in configurarea modului in care elevii se raporteaza la actul invatarii,
la propriile performante si la situatiile de evaluare. La aceastd varsta, trdirile emotionale
insotesc in mod constant activitatea de invatare, influentand nivelul de implicare cognitiva,
disponibilitatea pentru asumarea sarcinilor si modalitatile de reactie la dificultati si feedback.
Situatiile de evaluare reprezintd contexte educationale specifice in care manifestarile
emotionale ale elevilor se intensifica. Pentru majoritatea eleviilor din ciclul primar, evaluarea
nu se reduce la o simpla verificare a achizitiilor cognitive, ci constituie o experientd complexa,
incdrcatd afectiv, marcatd de aspiratia catre reusitd, anxietatea fatd de eroare si nevoia de
validare sociala. In acest sens, modalitatea de proiectare si desfasurarea a evaludrii, precum si
strategiile de comunicare a rezultatelor de catre cadrul didactic, exercita o influenta
semnificativd asupra climatului socio-emotionalal clasei si asupra modului in care elevii se
raporteaza la Invatare.

In cadrul practicilor educationale actuale, evaluarea formativa este considerati o
modalitate eficienta de sustinere a progresului scolar, deoarece urmareste orietarea invatarii
prin feedback si sprijin pedagogic constant. Prin natura sa, evaluarea formativa pune accent pe
evolutia elevului si pe valorificarea potentialului individual. Totusi, pentru ca evaluarea
formativa sa produca efecte reale asupra invatdrii, este important ca elevii s poatd primi si
interpreta feedback-ul intr-un climat emotional echilibrat, care sa incurajeze reflectia si dorinta
de imbunatatire.

Disciplinarea emotionald dobandeste un rol relevant in cadrul procesului evaluativ.
Formarea capacititii elevilor de a-si intelege si gestiona emotiile contribuie la dezvoltarea unei
atitudini constructive fata de evaluare si fatd de propriul parcurs scolar. In acelasi timp, crearea
unui mediu educational caracterizat prin sprijin, respect si incredere faciliteaza implicarea
activa a elevilor In procesului de nvatare. Explorarea relatiei dintre disciplinarea emotionala
si evaluarea formativa permite conturarea unor repere pedagogice utile pentru organizarea unor
practici evaluative care sd sustind atat progresul academic, cat si dezvoltarea echilibrata a
elevilor din invdtdmantul primar.
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Evaluarea formativa reprezinta, pe de o parte, remedierea procesului didactic pentru
atenuarea dificultatilor intdmpinate de catre studenti (feedback + corectie), pe de altd parte —
reglarea procesului didactic (feedback + adaptare) , care se refera la ajustare, modificare a
procesului de predare-invatare [1, p. 80].

Tn viziunea autorului G. de Landsheere, evaluarea formativa ,,marcheaza faptul ci
evaluarea face parte din procesul educativ normal, ,.erorile” fiind considerate ca momente in
rezolvarea unei probleme, si nu ca slabiciuni ale elevului sau manifestari patologice” [Apud 3,
p. 64].

Evaluarea formativa, este mai degraba, o atitudine, decat o metoda. Ea nu este o
verificare a cunostintelor, ci este o ,,interogare” a procesului de Invatare, o reflectie asupra
activitatii de invatare. Rolul sdu este, inainte de toate, sa-i permitd elevului de a-si considera
traiectoria, de a-i da un sens invatarii; ea isi propune sa atraga atentia elevului asupra lacunelor
sau insuficientelor si, in acelasi timp, sa-1 ajute sa gdseasca mijloacele de a depasi dificultatile
[3, p. 66].

Evaluarea formativa, dupa G. Meyer, ,,nu-l judeca pe elev si nu-1 claseaza pe elev, ea
compara performanta acestuia cu un prag de reusita stabilit dinainte” [Apud 6, p. 328].

Autoarea M. D. Bocos considera cd ,,evaluarea formativd este o evaluare internd,
realizata chiar de catre cei care predau si care gestioneaza procesul curricular. Fiind centrat pe
proces evaluarea formativa este dinamica si flexibila, si gratie unui feedback rapid si sistematic,
permanent, asigura reglarea din mers a activitatii educationale; reglarea este dependentd, in
principal de strategiile educationale pentru care opteaza cadrul didactic” [2, p. 116]. De
asemenea, autoarea mentioneaza si faptul cad ,,evaluarea formativad urmareste dimensiunea
cognitiv-intelectuala a personalitatii evaluatilor, insda nu o neglijeaza nici pe cea
nonintelectuald: temperamentul, caracterul, motivatia, vointa, afectivitatea etc; asupra unor
componente, influentele formative se exercita mediat, gratie eforturilor de dezvoltare a tuturor
proceselor psihice” [2, p. 116].

Din perspectiva data, evaluarea nu poate fi privitad doar ca un proces de constatare a
nivelului de cunostinte al elevilor. In realitate, orice situatie de evaluare este insotitd de trairi,
atitudini si motivatii care influenteaza modul in care elevii se raporteaza la sarcinile de invatare.
Felul in care elevii se implicd in activitatile scolare, precum si modul in care promesc si
valorifica feedback-ul oferit de cadrul didactic este determinant, In egald masurd, att
capacitatile cognitive, cat si de deprinderile de disciplinare emotionala.

Disciplinarea emotionald vizeaza dezvoltarea capacitatilor elevilor de a identifica,
intelege si regla propriile trdiri afective in contexte educationale variate, inclusiv in situatiile
de evaluare. La nivelul invatamantului primar, aceastd dimensiune dobandeste o relevanta
sporita, in conditiile in care particularitdtile de varsta se caracterizeaza prin intensitatea si
variabilitatea reactiilor emotionale, cu impact direct asupra comportamentului scolar si a
raportdrii la activitatea de invatare.

Integritatea sistematica a strategiilor de disciplinare emotionala in demersul didactic
favorizeaza configurarea unui climat educational securizant si stimulativ, in care elevii sunt
incurajati sa participe activ, sa isi exprima ideile si sa valorizeze eroarea ca oportunitate de
invatare. Un asemenea cadru faciliteaza internalizarea feedback-ului si sustine valorificarea
potentialului individual, in special in contextul evaluarii formative.

M. Cojocaru-Borozan considera ca disciplinarea emotionala este ,,puterea de a alege si
a controla felul in care sa te simti, fiecare avand datoria sociald de a-si crea si declansa propriul
proces de autodisciplinare” [4, p. 37].

Subliniind rolul mediului scolar si al strategiilor pedagogice in formarea competentei
emotionale a micului scolar, O. Sandu defineste disciplinarea emotionala drept ,,un proces
complex care implica constientizarea emotiilor, reglarea acestora si exprimarea lor intr-un mod
sanatos. Prin utilizarea strategiilor educationale adecvate, modelarea comportamentelor
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pozitive si crearea unui mediu suportiv, elevii pot dezvolta competente emotionale esentiale
pentru succesul lor academic si personal” [5, p. 240].

Din aceasta perspectiva, disciplinarea emotionald poate fi interpretatd ca un demers
formativ orientat spre dezvoltarea progresiva a capacitatii elevilor de a identifica, intelege si
regla propriile trairi afective, precum si de a le exprima intr-o maniera adecvata contextului
scolar. La nivelul invatdmantului primar, aceastd dimensiune capata o semnificatie particulara,
determinata de specificul varstei, caracterizat prin intensitate emotionala crescutd si printr-un
proces aflat in curs de consolidare al autoreglarii emotionale.

Modalitatea in care elevii reactioneaza la situatii de succes, dificultate sau eroare
influenteaza semnificativ atat conduita lor in mediul scolar, cat si raportarea la sarcinile de
invatare. In consecinti, dezvoltarea sistematica a competentelor de disciplinare emotionala
sustine formarea unor atitudini pozitive fatd de invatare si faciliteaza adaptarea eficienta la
exigentele mediului educational.

In acelasi timp, aceste competente au o influenta directd asupra modului in care elevii
triiesc si interpreteaza experientele de evaluare. In cadrul evaluirii formative, feedback-ul
oferit de profesor are rolul de a orienta si sustine progresul elevului. Totusi, modul in care
acesta este receptat depinde adesea de starea emotionald a elevului si de capacitatea sa de a
face fatd situatiilor evaluative. Atunci cand emotiile precum teama de greseald, frustrarea sau
nesiguranta nu sunt gestionate corespunzator, ele pot reduce inplicarea elevilor si pot limita
valorificarea feedback-ului primit.

Disciplinarea emotionala capatd o semnificatie deosebita in cadrul procesului evaluativ.
Elevii care isi dezvolta treptat capacitatea de a-si intelege si regla emotiile pot privi evaluarea
intr-o maniera mai echilibrata, ca pe o oportunitate de reflectie si imbunatatire a propriilor
rezultate. Astfel, integrarea dimensiunii emotionale in practicile de evaluare contribuie la
valorificarea potentialului formativ al evaludrii si la sustinerea unui parcurs educational
orientat spre progres si dezvoltare personala.

Pornind de la cele mentionate nu putem ignora rolul cadrului didactic in sprijinirea
dezvoltarii disciplindrii emotionale a elevilor. Cadrul didactic nu este doar cel care evalueaza
cunostintele, este persoana care ii ajutd pe elevi sd inteleagd si sd isi gestioneze emotiile in
diferite situatii de Invatare si evaluare. Modul in care acesta comunica, ofera feedback si
reactioneaza la greselile elevilor influenteaza atmosfera din clasa si felul in care copiii se
raporteaza la evaluare. In acest sens, M. D. Bocos mentioneazi ci ,,orice evaluare este insotita
de un mecanism de feedback (cognitiv si/sau afectiv, formativ si/sau sumativ), asigurat de
fluxul informational dinspre elevi si profesori si de cel dintre profesor si elevi” [2, p. 127].

Un climat educational bazat pe respect, incredere si sprijin ii ajuta pe elevi sa se simta
n siguranta atunci cand participa la activitati, isi exprima ideile sau intampina dificultati. In
astfel de conditii, evaluarea nu este perceputd doar ca o verificare a cunostintelor, ci ca un
moment care 1i poate ajuta pe elevi sd inteleagd ce au invatat si ce pot imbunatati.

Felul in care profesorul organizeaza evaluarea si oferd feedback influenteaza direct
modul in care elevii isi percep progresul. Atunci cand greselile sunt tratate ca parte fireasca a
invatarii, elevii capata mai multa incredere si se implica mai activ. Asa cum subliniazd Royce
Sadler, feedback-ul are ,,valoare catalitica si de antrenare, abilitatea de a inspira incredere si
speranta” [Apud 2, p. 125].

Figura 1. prezinta un model conceptual privind relatia dintre dezvoltarea disciplinarii
emotionale si eficienta evaludrii formative in invatdmantul primar, evidentiind rolul factorilor
emotionali in optimizarea procesului evaluativ.

In structura modelului, dezvoltarea disciplinarii emotionale este definiti ca un construct
complex, multidimensional, constituit din 4 componente interdependente: constientizarea
emotiilor, autoreglarea emotionald, controlul impulsurilor si toleranta la frustrare. Aceste
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dimensiuni reflectd nivelul de maturizare emotionala a elevului si capacitatea acestuia de a
Intelege, monitoriza si regla adecvat propriile trairi afective in contexte educationale.

Componenta de constientizare a emotiilor presupune identificarea si intelegerea starilor
emotionale proprii si ale celorlalti, constituind premisa dezvoltarii competentelor socio-
emotionale si a relatiilor interpersonale adaptative. Autoreglarea emotionala se refera la
capacitatea elevului de a modula intensitatea si manifestarea emotiilor in functie de cerintele
situationale, contribuind la mentinerea echilibrului comportamental in situatii de evaluare.
Controlul impulsurilor vizeaza inhibarea reactiilor spontane si adoptarea unor comportamente
deliberate, adecvate contextului scolar. Toleranta la frustrare exprima capacitatea de a face fata
situatiilor de esec, dificultate sau incertitudine, fard manifestari emotionale dezadaptative.

Modelul evidentiaza faptul ca nivelul de dezvoltare al disciplindrii emotionale
influenteaza semnificativ calitatea participdrii elevilor in cadrul evaludrii formative. Astfel, un
nivel redus al acestor competente este asociat cu participare scazuta la activitatile evaluative si
nivel ridicat de anxietate, ceea ce limiteaza implicarea activa si valorificarea feedback-ului
educational. In contrast, un nivel fnalt al disciplindrii emotionale determini cresterea
participarii active, reducerea anxietatii de evaluare si imbunatatirea receptivitatii la feedback,
favorizand astfel eficienta procesului de evaluare formativa.

Prin urmare, figura evidentiaza interdependenta dintre dimensiunile emotionale ale
elevului si eficienta evaludrii formative, subliniind necesitatea integrarii dezvoltarii
competentelor emotionale in demersul didactic din Invatamantul primar.

Toleranta la frustrare Controlul

B . ) impulsurilor
Elevi gestioneaza

frustrarea in mod Elevii is1 controleaza

constructiv % Jf E ﬁ reactiile impulsive

Constientizarea Dezvoltarea disciplinarii Autoreglare
" emotiilor emotionale emotionala
. . @ Elevii isi recunose si
Elevii inteleg emotiile © .- ; ; :
ri1 s1 ale altora ﬁ 151 gestioneaza
propri g @I emotiile
2 & %
O \=/
Evaluare formativi Evaluare formativi
ineficienta eficienta
Participare scazutd, Participare activa,
anxietate ridicata anxietate redusi

Figura 1. Relatia disciplinirii emotionale si a evaluarii formative

Integrarea dimensiunii emotionale 1n evaluare in evaluare 1i ajuta pe elevi sa se implice
mai mult si s valorifice mai bine feedback-ul primit. Tn acest fel, evaluarea contribuie nu doar
la dezvoltarea cunostintelor, ci si la cea emotionald. Pentru a transpune aceste idei In practica,
pot fi utilizate strategii simple si adaptate varstei elevilor.

Un prim pas il reprezintd oferirea unui feedback empatic si constructiv. De exemplu,
in loc sa spund ,,Ai gresit”, profesorul poate formula: ,,Hai sd vedem impreuna cum putem
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imbunatati acest exercitiu”. In practici, am observat ci unii elevi reactioneazi negativ la
corectarea directd, devenind retrasi sau refuzdnd sa mai incerce. De exemplu, un elev care a
spus ,,Nu sunt bun la matematica” a evitat initial sd mai rezolve exercitii. Prin reformularea
feedback-ului si evidentierea pasilor corecti, elevul a devenit treptat mai dispus sa participe.

Autoevaluarea si reflectia sunt, de asemenea, instrumente utile, insa la inceput pot
aparea dificultati. Unii elevi au tendinta de a raspunde superficial sau de a spune doar ,,totul a
fost usor”. Prin ghidare constanta si Intrebari suplimentare, acestia incep sa ofere raspunsuri
mai sincere, precum ,,nu am inteles partea aceasta” sau ,,m-am simtit nesigur”. in timp, elevii
devin mai constienti de propriul proces de invatare.

O altd metoda accesibila este utilizarea unor instrumente vizuale, cum ar fi ,,semaforul
invatarii”: verde — am inteles, galben — nu sunt sigur, rosu — am nevoie de ajutor. La inceput,
unii elevi evita sa aleagd ,,rosu” de teama sa nu fie judecati. Dupa ce profesorul normalizeaza
dificultatile si incurajeaza sinceritatea, elevii incep sa isi exprime mai des nevoile reale, ceea
ce permite interventii mai eficiente.

Discutiile despre emotii completeaza acest demers. Desi initial elevii pot fi recitenti in
a vorbi despre cum se simt, intrebdrile simple si atmosfera deschisad 1i ajutd treptat sa se
exprime. De exemplu, dupa o evaluare, unii elevi au recunoscut ca s-au simtit stresati si
nesiguri, ceea ce a permis adaptarea activitatilor ulterioare.

Aplicarea constanta a acestor strategii duce, in timp, la schimbarile vizibile: elevii devin
mai deschisi, cer ajutor mai usor si nu mai evitd sarcinile dificile. Se observa o crestere a
increderii in sine si o implicare mai activa in activitdti. Chiar daca procesul necesita rabdare si
adaptare, rezultatele confirma faptul ca integrarea dimensiunii emotionale in evaluare sprijina
atat progresul scolar, cat si dezvoltarea personala a elevilor.

Disciplinarea emotionald joaca un rol important In modul in care elevii traiesc si inteleg
evaluarea formativa. Atunci cand sunt sprijiniti sd isi recunoasca emotiile si sd le gestioneze,
elevii devin mai deschisi, mai implicati si mai increzétori in propriile capacitati.

Strategiile simple, aplicate constant, pot transforma evaluarea intr-un proces de sprijin real, nu
doar de verificare. Chiar dacd apar dificultati, rezultatele aratd ca elevii invata treptat sa isi
asume greselile si sa priveascd invatarea cu mai multa incredere.
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MUSEUM EDUCATION — BRIDGE BETWEEN PAST AND PRESENT. CASE STUDY :
PRINCIPIA MUSEUM ALBA IULIA

Camelia Hasa
PhD, Alba lulia Princes' Palace Cultural Center

Abstract: The museum has always represented the perfect setting for learning about the past, and today,
more than ever, museum educators are trying to keep up with new trends in technology and all the
research emerging in psychology, history, sociology and education. Thus, museums become spaces for
active learning, for the intellectual, cultural and social formation of people, for the development of
critical thinking, cultural identity, imagination and empathy. All the interactive programs designed
transform the simple visit into a pleasant way of cultural training.

The Principia Museum in Alba lulia, opened in 2015, is a museum dedicated to the Roman era,
where part of the headquarters building of the X111 Gemina Legion is preserved in situ. This is the place
where history becomes more accessible and at the same time more captivating. Various educational
activities take place within the museum: guided tours adapted to the age, which aim to familiarize
visitors with the organization of the camp and the understanding of Roman military life, as well as
workshops for children (mosaic, shield painting, Roman games, ancient writing, etc.). Temporary
exhibitions presenting various artifacts discovered within the perimeter of the city of Apulum, modern
explanatory panels and the 3D reconstruction film of the fort with all the military buildings facilitate
the understanding of Roman culture and civilization. Thus, the visit to the museum becomes a cognitive
and emotional adventure, meant to awaken interest in knowledge, to relax, to entertain, to amaze and
to ask questions.

Keywords: knowledge, creativity, workshops, guided tours, exibitions.

,Muzeul este o institutie permanenta, fara scop lucrativ, aflata in serviciul societatii si
al dezvoltarii sale, deschisa publicului i care face cercetari cu privire la marturiile materiale
legate de om si de mediul sau, le achizitioneaza, le conserva, si, mai ales, le expune, in scopul
studiului, al educatiei si al delectarii” (Definitia ICOM).

Muzeul este printre cele mai importante componente in transmiterea valorilor culturale
ale oamenilor, care de-a lungul timpului a cunoscut o evolutiec a modului de pastrare,
valorificare si promovare a unui patrimoniu, devenind o punte intre trecut si prezent. Printre
cele mai vechi muzee din lume amintim Musei Capitolini (Italia), Musei Vaticani (ltalia),
British Museum (Anglia), Louvre (Franta), Belvedere (Austria), Prado (Spania), toate avand
un patrimoniu cultural deosebit, imbogatit si valorificat mereu, care a atras si atarge zilnic sure
sau mii de viziztatori.

In ceea ce priveste atributiile muzeului, acesta prezinti in general o expozitie
permanenta, care este staticd si Inregistreazd putine schimbari de-a lungul timpului, dar si
expozitii temporare, care au rolul de a prezenta mai in detaliu anumite aspecte din domeniul
colectiei permanente. *

Daca la inceput muzeul avea rolul acesta de a expune publicului obiecte de interes din
diferite domentii (istorie, artd, stiinte, etnografie etc.), fiind un loc al invatarii elitiste, Incepand
cu a doua jumatate a secolului al XX-lea observam noi abordari legate de acest aspect si o
deschidere pentru publicul larg. Astfel, interesul pentru obiectul expus este Tnlocuit de interesul
pentru vizitator, care devine pionul principal. Specialistii din muzeu incearcd sa tina pasul cu

! Herman Aarts, Anneke Van de Kieft, Judikje Kiers, Plaisier Kees, Diana Timmer, Management muzeal si educatie muzeald
in Roménia, Amsterdam, Asociatia muzeelor din Olanda, 2010, p.22.
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noutatile aparute in tehnologie, psihologie, pedagogie, sociologie, filosofie si s@ coreleze toate
aceste schimbiri pentru a optimiza aceastd formi de educatie.?

Educatia muzeala este un subiect des Intilnit in zilele noastre, nu doar intr-un muzeu,
ci si in Invatdmant. Aceasta reprezintd o alternativd necesard si practica pentru educatia
formald. Maryse Paquin si Rébéca Lemay-Perreault considerd educatia muzeala ca fiind centrul
unui sistem, in jurul cireia graviteaza toate celelalte functii muzeale; altfel spus, educatia
(interpretare, animatie) are legatura cu expozitiile (comunicare, mediatizare), cu obiectele
materiale sau imateriale (acizitie, colectie, conservare), cu studiile (cercetare) si cu publicul
(participare, delectare, receptie). Astdzi vizita la muzeu nu este doar o plimbare si observare a
exponatelor, ci o calatorie cognitivd care are ca scop sa informeze, sd relaxeze, sa ridice
intrebari, si uimeasci si si distreze. *

Rolul educatorului muzeal devine foarte important pentru cunoasterea si intelegerea
patrimoniului unui muzeu. Obiectele expuse Th muzeu nu au doar valoare materiala, ci ele
“capata viatd” si ”spun o poveste”. lar pentru ca acest lucru sa fie posibil, nu este suficient ca
educatorul muzeal sa aiba cunostinte despre exponate. Este necesar ca acesta sa aiba aptitudini
din domeniul psihologiei si pedagogiei, sd adapteze activitatea desfasurata diferitelor categorii
de persoane, in functie de varsta lor, nivelul educational, nationalitate. 4

Explozia tehnologiilor (internet, chestionare on-line, digitalizare) din sfera
informatiilor si comunicarii se aplica si in domeniul muzeal si invitd vizitatorul sa 1i cunoasca
patrimoniul Tntr-un mod mai placut si mai usor de inteles, sunetele, culorile, reconstituirile 3D
ajutand la recreerea contextului istoric sau spatiul natural in care este plasat bunul cultural.®

Tn contextul scurtei descrieri despre educatia muzeala si importanta ei, urmarim in acest
articol sa prezentam Muzeul Principia din Alba Iulia, evolutia sa pe parcursul celor 11 ani de
activitate si accentul pus pe educatia muzeala ca parte importantad a procesului de culturalizare.
Muzeul este deschis din mai 2015 si este un muzeu de sit arheologic, care adaposteste ruine
din cladirea Principia, clddirea comandamentului Legiunii a XIII-a Gemina cantonata la
Apulum (Alba Iulia de azi) dupa cucerirea romana din anul 106 d.Hr. Muzeul, deosebit de
important pentru cunoasterea istoriei antice a orasului, nu se rezuma la pastrarea si prezentarea
in situ a ruinelor descoperite in timpul sapaturilor arheologice din anul 2011.

Un aspect foarte important 1l constituie ghidajul de specialitate in diferite limbi
(romana, maghiara, englezd, franceza, spaniold) facut de educatorii muzeali si curatorii
muzeului. Prezentarea urmareste evolutia locului pe parcursul celor 165 de ani de ocupare

2 Gherghina Boda, Perspective i interpretdiri ale muzeologiei si patrimoniului in secolele XX-XXI, Targoviste, Editura Cetatea
de scaun, 2018, p. 11-14.

3 Ibidem, p.30-34.

4 Dr. Alexandra Zbuchea, Educatorul fird manual, in Revista Muzeelor, anul XLI, 2006, nr. 4, p. 5.

5 Gherghina Boda, Perspective si interpretdri ale muzeologiei , p.76-81.
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romand, cuprinde informatii despre castrul roman, orasul antic Apulum si Palatul
Guvernatorilor Daciei Romane. Accesul la situl arheologic se face de pe un pod suspendat care
oferd o vedere de ansamblu asupra celor doua camere descoperite in urma sapaturilor: un birou
administrativ unde se poate vedea sistemul de incdlzire pe sub pardoseald roman numit
hipocaust si camera tezaurului —Aedes- locul unde se tineau finantele si stindardele legiunii.
Avantajul unei astfel de prezentari este ca se poate adapta fiecarui vizitator indiferent de varsta,
nationalitate sau timp disponibil si este o activitate interactiva, vizitatorii pot primi raspunsuri
la eventuale Intrebari sau pot face schimb de cunostinte cu alti participanti. Pentru copii sunt
gandite si mici jocuri de identificare a unor caramizi stampilate cu numele legiunii, urme de
caini si de pasari de acum 2000 de ani si semndturi ale soldatilor romani. Aceasta interactiune
aduce nu doar placere n descoperirea locului, ci si relaxare si divertisment.

Prezentarea orala este dublatd de un film de 10 minute care prezinta 3D castrul roman
si cladirea Principia astfel ca vizitatorii, ajutati de tehnologie, isi pot imagina zidurile masive
de calcar, portile cu trei etaje, flancate de turnuri , drumurile romane prevazute cu rigole si
canalizari subterane, precum si cladirile militare necesare soldatilor, toate organizate pentru
buna functionare a legiunii. Aceasta reconstituire este mai mult decat necesara intr-un astfel de
muzeu, unde sunt doar fragmente din ziduri.

Din anul 2022 a fost realizata o harta a orasului de dimensiuni foarte mari care prezinta
perimetrul castrului si descoperirile arheologice facute din 2011 pana in prezent astfel ca putem
vedea modul 1n care era organizat orasul antic Apulum (castrul roman, doua colonii, doud
cimitire si Palatul Guvernatorilor). Pentru a ajuta vizitatorii ’sd meargd pe urmele romane”, a
fost conceput un panou care arata locurile din Cetatea Alba Carolina unde exista ruine romane
amenajate si care pot fi vizitate. De asemenea, exista planse cu informatii despre amfiteatrele
romane si luptele de gladiatori, textele si imaginile fiind folositoare in special pentru cei
pasionati de modul in care se desfaturau spectacolele in antichitate. Statuile de marmura din
interiorul muzeului — Jupiter tronans si statuia unui imparat roman careiaii lipseste capul- si
curtea amenajatad sub forma unui lapidarium (colectie de pietre mari sculptate sau gravate) ajuta
la intelegerea modului in care construiau romanii, dar si la cunoasterea religiei acestora.

Muzeul gazduieste si expozitii temporare, care faciliteaza cunoasterea vietii militare si,
in special, a celei civile de la Apulum. Expozitia prezentd in acest moment Domus —Therme,
prezinta artefacte descoperite in anul 2019 la o casa de tip domus (vila romana): vase, bijuterii,
accesorii, oglinzi, opaite, jocuri, masti de teatru, figurine pentru copii. Langa vitrinele in care
sunt expuse acestea, existd planse care contin informatii si imagini despre piesele expuse.
Povestea casei botezatda de arheologii care au descoperit-0 Casa lui Venus de la Apulum
(deoarece aici a fost gasita statueta zeitei Venus) este prezentata pe alte panouri de dimensiuni
mari, foarte complex realizate, care contin atat text, cat si imagini din timpul sapaturilor si
reconstructii virtuale care 1i ajutd pe vizitatori sa-si imagineze cum ardta o vila romana, dar si
termele (baile) romane, complexe impresionante, cu mai multe incdperi, bazine cu apa rece si
calda, sauna, biblioteca si loc de socializare.

In anul 2021, a fost gandit un proiect de confectionare de armuri purtate de citre
legionari, proiect care continud intrucat scopul este imbogatirea colectiei deja existente.
Aceastd expozitie permanenta este deosebit de importanta pentru cunoasterea armatei romane.
Vizitatorii pot vedea replici de lorici (segmentata, hamata, scuamata) folosite de soldatii romani
in perioade diferite, cum ardta un echipament de signifer (soldat purtator de stindard), care
avea specific o blana de animal fioros (in muzeu regdsindu-se o bland de lup), instrumente din
armata romand (cornu, tuba) , gladius (sabia), galea (coif) de soldat si de centurion
(conducatorul unei centurii) si scuturi. Cei care viziteaza muzeul au sansa sa afle diferentele in
ceea ce priveste echipamentul intre soldatii care aveau ranguri diferite, care era greutatea totala
a unui echipament si 1si pot face poze cu echipamentul ca si amintire, dar si pentru a se
transpune intr-un soldat.
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Educatia muzeala s-a dezvoltat in ultimii 2 ani cu o serie de proiecte menite sa atraga
copii de diferite varste (in general peste 6 ani) si sa ii ajute sa inteleagd mai bine istoria. Muzeul
organizeaza ateliere educative si creative pe perioada romana si i1 invatd pe tinerii participanti
mestesuguri din trecut. Toate au rolul de a imbogati cunostintele copiilor, dar si de a le dezvolta
imaginatia, spiritul de observatie, cel critic si curiozitatea. Sub supravegherea si coordonarea
educatorilor muzeali, participantii afla informatii despre indeletnicirile romane, pun mana pe
replici de diferite obiecte, invatd cum realizau romanii unele articole ca mai apoi sa puna in
practica ceea ce au invatat.

Officina Ludi Romani - atelierul de jocuri romane reprezinta o activitate didactica in
care copiii participa la jocurile antice ale romanilor, fiind totodata unul dintre cele mai relaxante
ateliere. Prin joc, participantii descoperd elemente ale vietii cotidiene din lumea romana,
regulile jocurilor, spiritul competitiei si al cooperarii. Astfel promovam invatarea prin joc si
favorizam legatura dintre patrimoniul istoric si publicul tanar. Copiii descopera jocurile Ludus
Latrunculorum, Terni Lapili, Rota, Moara, Duodecima Scripta si afla ca acestea se aseamana
mult cu jocuri din prezent.

Un alt atelier este Officina Scriptoria in cadrul caruia, copiii descopera cum scriau
romanii acum aproape 2000 de ani, nu doar din povesti, ci cu mana lor. Participantii descopera
literele capitale si cursive romane, instrumentele si materialele de scris, formula cernelii
romane. Activitatea practica consta in scrierea pe tablite cerate individuale cu stilusuri. Astfel,
copiii Inteleg importanta scrisului ca mijloc de comunicare si descopera istoria si prin obiecte.

Officina Fabrica Legionis este un atelier educativ prin care doritorii pot descoperi
modul de producere a armurilor de epoca romana, tipuri de armuri, materiale, elemente
constitutive. Totodata ei afla cine purta armura si de ce acesta era important pentru protectie.
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Deoarece printre cei care viziteaza muzeul se regasesc si copii de 3-4 ani, a fost
conceput un atelier destinat si copiilor de varste mai mici -Officina Pintoria- in cadrul caruia
copiii au ocazia de a deveni creativi, sa se exprime prin intermediul culorilor si sa-si proiecteze
propriul scut si gladius personalizat, pe suport de carton decupat si schitat.Totodatd ei
descopera rolul unui scutum si semnificatia simbolurilor de pe el, dar si ce inseamna un gladius.

Arta romana poate fi descoperita de cei tineri prin Officina Tesselis - atelierul de mozaic
roman. Acesta este o activitate educativa practica prin care copiii descopera tehnica si rolul
mozaicului in lumea romana, invatand istoria prin lucru manual si observatie directa. Copiii
invatd cum se construieste un mozaic, pas cu pas. Ei aseaza tesserele in tablite de lemn, creand
un model prestabilit sau unul gandit de ei, sub supravegherea coordonatorilor.

Un alt proiect important pentru cunoasterea istoriei este Officina Monetaria - atelierul
de monetirie care are ca obiectiv familiarizarea copiilor cu sistemul monetar roman. In cadrul
activitatii, participantii isi bat propria moneda, sunt prezentate informatii despre sistemul
monetar roman si modul in care soldatii legiunilor romane erau platiti.

Foarte atractiv si interesant este atelierul de pielarie — Officina Coria. Atelierul are in
primul rand caracter educativ, participantilor fiindu-le prezentate replici de genti, pungute,
sandale si alte articole din piele, utilizate in epoca romand. Organizatorii explica etapele de
prelucrare a pielii, utilizérile acesteia in viata cotidiand, precum si contexte arheologice in care
au fost descoperite articole din piele. Partea creativa a acestei activitdti este reprezentata de
decorarea unor signacule din piele (tablite de identificare purtate de soldati) prin tehnica
poansondrii si de pictarea unor bratari de piele, cu simboluri romane, astfel copiii
experimentand metode variate de lucru utilizate n antichitate.
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Scrierea antica se regaseste si in atelierul Officina Epistularia, in cadrul caruia copiii
sunt introdusi in practicile de comunicare din epoca romana. Activitatea include redactarea
unei scrisori pe foi de lemn, adresata unei persoane apropiate, precum si explicatii privind
modul de transmitere a corespondentei in antichitate si functionarea sistemului de comunicatii
roman (cursus publicus).

In ultimii doi ani de cind se organizeazi toate aceste ateliere antice, numirul
participantilor a crescut, in special in perioada Scolii Altfel si a Saptamanii Verzi. Nu doar
clase din orasul Alba Iulia participd sau din judetul Alba, ci si din judetele vecini. Au fost cazuri
cand aceleasi clase au revenit, participand la diferite ateliere. Aceste activitdti au ca scop o
altfel de prezentare a istoriei antice, mai creativa, mai atragatoare, care sa ridice intrebari in
randul elevilor sau prin care acestia s gaseasca raspunsuri la unele curiozitati si neclaritati.

In fiecare an, Muzeul Principia isi deschide portile pentru Noaptea Muzeelor. Este
ocazia perfectd pentru vizitatori de a cunoaste perioada romand la Apulum. Pe langa tururile
ghidate si in muzeu dar si in Cetatea Alba Carolina la obiectivele romane, sunt prezentate si
ateliere antice educative si spectacole de reconstituire anticd. Numarul participantilor depaseste
anual 2000.

Cu aceasta ocazie, in anul 2025, s-a organizat o activitate complementara — Mica
Legiune- care s-a bucurat de un mare succes. Acest proiect s-a desfasurat in mai multe etape.
Initial, doritorii de diferite varste (intre 4-14 ani) au participat la atelierul de pictura pe scuturi,
in cadrul cdruia, si-au personalizat scutul si gladiusul. Apoi, in seara evenimentului Noaptea
Muzeelor, acesti copii, care au format Mica Legiune Romana, au defilat echipati pe un traseu
stabilit in Cetatea Alba Carolina si in fata Muzeului Principia. Au fost peste 100 de participanti,
echipati si pregatiti pentru a reconstitui istoria. Acest proiect continud, copiii participanti avand
parte de instructaj la final de saptamana pentru a fi pregatiti pentru diferite ocazii (1 iunie-ziua
copilului, 15 august-Festivalul Roman Apulum), cand, sub indrumarea unui centurion fac
defilari si scurte reprezentatii.




In vacanta de var, in anul 2025, Muzeul Principia impreund cu Palatul Principilor
Transilvaniei a organizat tabara de vara Militart, desfasurata in doua editii. Aceasta a avut ca
scop trezirea interesului pentru istoria locului, cunoasterea atat a romanilor, cat si a principilor
Transilvaniei, descoperirea prin joc si prin activitdti creative a mestesugurilor din trecut,
socializarea si colaborarea cu ceilalti participanti si dezvoltarea unor abilitdti necesare pentru
viitor.

Toate aceste proiecte gandite pentru a imbogati vizita in muzeul Principia sunt destinate
tuturor categoriilor de vizitatori, de toate varstele si de nationalitati diferite. Un rezultat benefic
inregistrat e faptul ca multi dintre acestia (si cei veniti la vizita, dar si participanti la ateliere)
revin la muzeu si sunt interesati de povestea locului, feedback-urile lor sunt pozitive si chiar
recomanda cunostintelor acest muzeu. Un avantaj important este faptul cad vizita ghidata se
poate face la orice ord (vizitatorii nu trebuie sd astepte o anumitd ord pentru a intra) si este
organizeaza in orice perioadd a anului si pentru orice numar de participanti (inclusiv 1 doritor).
Vizitarea Muzeului Principia reprezintd un alt fel de a invata istoria, prin informatii spuse intr-
un mod interesant si sustinute de reprezentari 3D, prin artefacte descoperite si replici care pot
fi palpabile, prin ateliere de cunoastere si deprindere a indeletnicirilor antice, precum si prin
transpunerea ntr-un soldat roman, fie prin imbracarea unui echipament specific, fie prin
“Inrolarea” in Mica Legiune.
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PERSONALIZED STRATEGIES FOR MONITORING THE LEARNING PROCESS
AMONG PSYCHOLOGY STUDENTS: IMPLICATIONS FOR MOTIVATION AND
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Abstract: In the context of increasing demands for academic autonomy and the diversity of students’
learning profiles, self-regulation has become a central factor in explaining academic performance in
higher education. In this context, the present paper examines the role of personalized strategies for
monitoring the learning process in supporting motivation and academic performance among
psychology students. Grounded in the relevant literature, the paper proposes an Adaptive Self-
Regulated Monitoring Model (ASRMM), an integrative framework aimed at optimizing the relationship
between self-regulation, motivation, and academic performance. The model emphasizes three
interdependent functional components: adaptive feedback, goal-guided self-regulation through
progressive objectives, and continuous metacognitive reflection, considered essential processes in the
internalization of effective learning strategies. The implications of this framework are further discussed
in culturally similar educational contexts, such as Romania and the Republic of Moldova, with an
emphasis on its transferability across comparable academic environments. The paper advances an
integrative perspective on the relationship between self-regulation, motivation, and academic
performance and outlines directions for future empirical validation of the proposed model.

Keywords: adaptive monitoring; higher education; metacognitive reflection; motivation; self-regulated
learning

1. Introduction

Achieving academic excellence and high performance are strategic objectives for both
higher education institutions and students. Research in the field shows that educational success
is closely linked to subsequent professional performance and personal development
(Oreopoulos & Petronijevic, 2013). In this context, as the educational landscape evolves,
identifying the factors that influence academic performance becomes essential for developing
effective pedagogical strategies (Taggart, 2018). This need is accentuated by increasing
demands for academic autonomy and the diversity of students’ learning profiles, variables that
require a reassessment of how individuals manage their own educational journey in a
globalized and increasingly competitive university context (Knight, 2018).

In an academic environment characterized by increasing complexity, performance no
longer depends exclusively on external resources and traditional teaching methods (Barr &
Tagg, 1995), but rather on the student’s ability to manage their own cognitive process through
self-regulation. In this context, learning monitoring emerges as the critical mechanism through
which students can adjust their efforts and strategies in real time (Winne, 2011). This skill is
all the more relevant for psychology students who, as future specialists in mental processes,
must demonstrate a high level of psychological literacy through the reflective application of
metacognition to their own educational journey (McGovern et al., 2010).

Based on these premises, this paper proposes the Adaptive Self-Regulated Monitoring
Model (ASRMM), an integrative framework designed to optimize the relationship between
self-regulation, motivation, and academic performance. By employing personalized strategies,
the ASRMM model aims to harmonize the need for autonomy and the sense of competence
(Ryan & Deci, 2017) with the demands of the university environment. At the same time, the
implications of this framework within the context of current educational dynamics in Romania

134



and the Republic of Moldova are discussed, offering a practical solution for strengthening
student-centered education. The ASRMM model not only aligns with the modernization efforts
already implemented in these academic settings but also offers a concrete methodology for the
empirical validation of academic success in university environments undergoing a continuous
process of quality refinement.

2. Monitoring the Learning Process: Between Zimmerman’s Cyclical Model and the
Need for Personalization in Psychological Training

2.1. The Self-Regulated Learning (SRL) Paradigm

Among the numerous variables that shape academic success, self-regulated learning (SRL)
stands out as a central factor within the context of modern education (Zimmerman, 2002). Self-
regulated learning is defined as the process through which students activate and sustain
cognitions, affects, and behaviors that are systematically oriented toward achieving learning
goals (Pintrich, 2000).

Far from being a simple management of time or resources, self-regulation involves the
individual’s active participation in their own educational journey, transforming learning from
a reactive activity into a proactive one (Zimmerman, 2000). Within this process, the monitoring
component plays a critical role, functioning as a continuous control mechanism that allows the
student to evaluate the distance between their current state of knowledge and the intended goal,
thereby facilitating the necessary real-time adjustments (Carver & Scheier, 1998; Winne &
Hadwin, 1998).

To understand how these learning-monitoring strategies can be personalized, Zimmerman’s
cyclical model (2002) provides the theoretical foundation for integrating monitoring into the
structure of academic activity.

The model proposed by Zimmerman (2002) conceptualizes self-regulation as a cyclical
process structured into three distinct yet interdependent phases that succeed and influence one
another:

a) The Forethought Phase:

This stage precedes the actual learning effort and includes two major processes: task
analysis (goal setting and strategic planning) and motivational processes (self-efficacy and goal
orientation). For psychology students, this phase is crucial because it establishes the foundation
of intrinsic motivation by aligning academic requirements with personal development interests.
This particularity is explained by the fact that, unlike students from other academic profiles,
psychology students benefit from what the literature refers to as psychological literacy. This
competence enables students to apply the studied concepts (such as metacognition or self-
efficacy) directly to their own learning process, establishing a self-regulatory loop that
simultaneously strengthens both theoretical understanding and its translation into effective
study practices (McGovern et al., 2010).

b) The Performance Phase:

This represents the execution stage, governed by processes of self-control and self-
observation. The latter functions as a metacognitive monitoring mechanism: the student
actively tracks their progress, identifying fluctuations in concentration levels or potential
comprehension difficulties. Based on this information, they can evaluate in real time the
effectiveness of the chosen strategy. At this point, the use of personalized monitoring strategies
becomes essential, allowing the calibration of effort and the adaptation of cognitive resources
according to the complexity of the studied material.
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c) The Self-Reflection Phase:

The final stage of the cycle involves a critical evaluation of the performance achieved after
completing the task. According to Zimmerman’s model, this phase integrates two essential
processes: self-judgment (which involves self-evaluation of the outcome in relation to the
established goals and identifying the causes that led to that outcome) and self-reaction (the
sense of satisfaction or dissatisfaction generated by one’s own performance). The relevance of
this stage lies in its capacity to reconfigure the forethought phase of the next cycle; a
constructive reflective analysis will generate a much better calibrated strategic plan for future
tasks (Zimmerman, 2002).

The need to personalize the learning process derives from the fact that self-regulation is not
an immutable universal trait, but rather a dynamic competence that must be shaped according
to the specific academic and disciplinary environment. As Dunn et al. (2011) emphasize,
psychology training requires a specific development of metacognition, where the student does
not merely store information but critically analyzes their own thinking processes. In Winne’s
(2011) perspective, self-regulation is not merely a set of predefined steps, but a form of applied
metacognition in which the student acts as a researcher of their own cognitive processes. For
psychology students, this perspective transforms monitoring from a generic procedure into a
deeply personalized one: they do not simply check off completed tasks, but instead collect and
analyze data regarding their own efficiency.

2.2. The Relationship Between Metacognition, Motivation, and Performance

In this context, the final stage of Zimmerman’s cycle (2002) functions as a link between
past experience and future projection, demonstrating that understanding academic success
requires an analysis of the interdependence between cognitive processes, affective regulation,
and concrete outcomes. From this perspective, the relationship between metacognition,
motivation, and performance is not linear, but circular and dynamic, with each element
enhancing the others.

1. Metacognition as a Regulator of Effort

Metacognition, described by Flavell (1979) as “thinking about one’s own thinking,” is the
component that connects effort and outcomes (Flavell, 1979, p. 908). The studies indicate that
students who demonstrate a high level of metacognitive monitoring tend to achieve superior
academic performance because they can adjust their study strategies in real time, thereby
avoiding the “illusion of competence” (Bjork et al., 2013, p. 432). However, research shows
that merely possessing metacognitive strategies does not guarantee success in the absence of
the motivational component; students must not only know how to learn, but also be willing to
invest the necessary effort (Schraw et al., 2006).

2. Motivation as the Energy Source for Monitoring

Motivation serves as the driving force behind the self-regulation process. According to
Self-Determination Theory (Deci & Ryan, 2000), the internalization of the value of learning
activities depends on the satisfaction of three fundamental needs: autonomy, competence, and
relatedness. Personalized monitoring strategies directly influence the sense of competence by
providing concrete evidence of progress and thereby strengthening academic self-efficacy
(Schunk & DiBenedetto, 2016). At the same time, by allowing students to select and adapt their
own monitoring tools, the need for autonomy is supported (Ryan & Deci, 2017), transforming
the student from a passive recipient of external evaluation into an active agent of their own
development (Bandura, 2006). From a motivational perspective, this process facilitates the
transition from external regulation - where effort is conditioned by obtaining a grade - to
identified regulation, in which the student internalizes the value of the activity, perceiving it as
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fundamental to their future professional identity. This paradigm shift is essential for academic
success, marking the point at which internal feedback becomes the primary mechanism for
regulating performance (Hattie & Timperley, 2007).

3. Performance as a Result of Calibration

Academic performance is not merely a consequence of intelligence (1Q), but rather of
metacognitive calibration - defined as the accuracy with which a student evaluates their own
level of preparedness (Schraw et al., 1993). Research shows that high-performing students are
not necessarily those with superior cognitive abilities, but those who can rapidly identify when
a strategy is ineffective and possess the flexibility to change it in real time (Winne & Hadwin,
1998). In this context, performance ceases to be merely a final outcome and instead becomes
an indicator of the efficiency with which metacognition and motivation have been orchestrated
in order to achieve the proposed goals.

3. The Adaptive Self-Regulated Monitoring Model (ASRMM)

3.1. Methodology for Developing the Model

The construction of the ASRMM model involved an integrative synthesis of recent
literature on Self-Regulated Learning (SRL), selecting and correlating the processes with the
greatest applicability to the academic profile of psychology students. The proposed framework
systematizes fundamental components from cognitive and motivational theories, reconfiguring
them into an adaptive monitoring instrument.

Student
academic
performance

Figure 1. Schematic representation of the ASRMM model: The adaptive cycle of self-regulated
learning through the integration of operational goals, continuous monitoring, and critical reflection

The proposed model, ASRMM, is based on the premise that monitoring is not a static
process, but a dynamic one that evolves in response to the student’s needs. The ASRMM model
integrates cognitive monitoring with Self-Determination Theory (Ryan & Deci, 2017) to
translate theoretical phases into concrete intervention strategies. By providing active control
over one’s own progress, this framework not only optimizes performance but also addresses
the psychological needs for autonomy and competence, thereby facilitating the development of
intrinsic motivation. Adapting these strategies to the specific nature of the psychology program
allows for a shift from mere compliance with academic requirements to authentic self-
regulation, embraced as part of one’s future professional identity.

To operationalize the transition from theory to practice, the Adaptive Self-Regulated
Monitoring Model (ASRMM) is based on three interdependent functional components: staged
goals, adaptive feedback, and metacognitive reflection. In practice, the ASRMM model
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proposes translating cyclical self-regulation processes into three strategic intervention axes,
designed to support autonomy and maximize academic performance:

1. Guided Self-Regulation Through Operational and Phased Objectives

This component operationalizes Zimmerman’s (2002) forethought phase by transforming
strategic planning into a system based on “small wins” (Weick, 1984). According to Weick
(1984), breaking overwhelming tasks into smaller, manageable achievements reduces the stress
associated with execution and enables the maintenance of active control over the process.
Furthermore, this sense of continuous progress (Amabile & Kramer, 2011) transforms
academic effort into a source of satisfaction, strengthening self-efficacy through the
accumulation of successive successful experiences (Bandura, 1997).

Mechanism: The use of tools for tracking progress (e.g., learning journals or personalized
monitoring protocols). Their effectiveness is supported by the research of Schmitz and Wiese
(2006), which demonstrates that systematically documenting one’s efforts facilitates self-
regulation. Going beyond a strictly administrative function, data recording serves as an
essential metacognitive support for calibrating learning judgments (Winne & Perry, 2000),
providing the objective foundation necessary for the reflection phase (Moon, 2004).

Impact: By reducing the perceived gap between the current state and the target performance
standard, academic anxiety is diminished and autonomy is strengthened, with the student acting
as a conscious and engaged agent in their own educational journey.

2. Adaptive (Internalized) Feedback

Beyond the external feedback provided by the professor or examiner upon the completion
of a task, the adaptive component of the ASRMM model represents a mechanism of continuous
self-correction. Hattie and Timperley (2007) demonstrate that the effectiveness of feedback
depends on answering three fundamental questions: “Where am | going?” (the goals), “How
am | going?” (current progress), and “Where to next?” (the necessary corrective actions)
(Hattie & Timperley, 2007, p.86). For psychology students, the internalization of this process
involves the use of calibration standards (Winne, 2011) through which the level of
understanding is evaluated in real time. Calibration thus becomes an indicator of the accuracy
with which individuals estimate their own level of competence in relation to the reality of their
performance (Stone, 2000).

Mechanism: Developing the ability to identify “monitoring errors,” particularly the illusion
of competence (Bjork et al., 2011). The latter refers to the tendency to confuse familiarity with
the text or study material with a deep mastery of it, leading to a premature cessation of learning
efforts.

Impact: This component directly supports the need for competence (Ryan & Deci, 2017),
transforming academic success from a matter of chance into the result of conscious strategic
adjustments.

3. Continuous Metacognitive Reflection

Unlike traditional models where reflection is primarily retroactive, the ASRMM
framework advocates for “reflection-in-action” (Schon, 1983). By leveraging psychological
literacy (McGovern et al., 2010), this approach prompts students to critically evaluate not only
information retention but, more importantly, the viability of their strategies in relation to real-
world application. A practical instance of such reflective self-interrogation might be: “Does
my current synthesis of this concept allow me to explain it to others, or has it remained at the
level of rote memorization?”’

Mechanism: Implementing reflexive self-questioning to monitor the quality of cognitive
processes and their alignment with targeted professional competencies. This shift redefines the
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student: they cease to be a mere consumer of information and become an analyst of their own
thought patterns.

Impact: This phase accelerates the transition from the simple accumulation of theory
toward the active construction of expertise. Learning is no longer a transient act dictated by
looming assessments; instead, it becomes a deliberate process of internalizing knowledge
essential for future professional practice.

Ultimately, the three axes of the ASRMM model operate cyclically rather than linearly;
every success achieved within the phased goals is validated through adaptive feedback and
subsequently integrated into the future psychologist’s knowledge base via systematic
reflection.

4. Implications and Transferability: Adapting to the Dynamics of the Current
Academic System
The implementation of the ASRMM model in Romania and the Republic of Moldova does
not aim to address an educational gap, but rather seeks to streamline the university experience
in a context marked by digitalization and the need for immediate professional relevance. The
transferability of this framework is supported by its ability to respond to new educational
paradigms:

1. Managing Complexity in the Information Age

Today, the central challenge is no longer accessing information, but rather rigorously
filtering and organizing it. The ASRMM model, through the deliberate structuring of the
learning path (Component 1), provides students with a tool for managing cognitive resources.
This approach resonates with Panisoara’s (2015) vision, which emphasizes the role of active
methods in transforming information volume into operational skills, thereby preventing
overload in an increasingly demanding academic environment.

2. Metacognitive Calibration and Sustainable Performance

In a competency-based assessment system, study logs become the student’s personal
databases. As Neacsu (2015) emphasizes, the effectiveness of the learning process no longer
stems from simple repetition, but from the neuropsychological foundations of effort
monitoring. ASRMM translates these principles into daily practices, ensuring sustainable
learning that transcends the episodic nature of assessment moments.

3. Exercising Agency in the Digital Environment

The transition to hybrid education requires a much more proactive form of human agency
(Bandura, 2006). Through its structure, ASRMM provides the necessary regulatory support for
students to maintain their autonomy and strategic direction. The operationalization of
Zimmerman’s (2002) foresight phase ceases to be a mere theoretical construct, becoming a
practical necessity for the modern student, who is compelled to coordinate their attention
among multiple digital resources and distractions.

5. Conclusions

This paper proposes an integrative perspective on the relationship between self-regulation,
motivation, and academic performance, arguing that academic success is not determined
exclusively by cognitive abilities, but by a systemic process of managing one’s own resources.
Within the ASRMM model, these dimensions function interdependently: self-regulation
provides the structure, motivation is fueled by the perception of incremental success (micro-
victories), and performance becomes the result of aligning effort with staged goals.
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This approach reconceptualizes the learning process, shifting from a paradigm of passive
information storage to a model in which the student actively builds their expert profile through
continuous reflection and deliberate monitoring.

6. Directions for Empirical Validation

To strengthen the theoretical foundation of the proposed model, the following research
directions are being considered:

Intervention study (quasi-experimental): Implementation of the ASRMM model on a
sample of students (Psychology) and comparative monitoring of performance indicators and
academic anxiety levels relative to a control group.

Validation of monitoring tools: Analysis of the correlation between the frequency of study
journal use and the accuracy of metacognitive calibration, measured through Judgments of
Learning.

Qualitative analysis of reflective processes: Investigating, through content analysis, how
reflective self-questioning facilitates the identity transition from student to future practitioner.
Impact on self-efficacy: Assessing how the successive accumulation of micro-victories
influences scores on academic self-efficacy scales over the course of a semester, highlighting
the role of successful experiences in maintaining long-term commitment.

BIBLIOGRAPHY:

1. Amabile, T., & Kramer, S. (2011). The progress principle: Using small wins to ignite
joy, engagement, and creativity at work. Harvard Business Press.

2. Bandura, A. (2006). Toward a psychology of human agency. Perspectives on

Psychological Science, 1(2), 164-180. https://doi.org/10.1111/j.1745-

6916.2006.00011.x

Bandura, A. (1997). Self-efficacy: The exercise of control. Freeman.

4. Barr, R. B., & Tagg, J. (1995). From teaching to learning - A new paradigm for
undergraduate education. Change, 27(6), 13-26. https://scispace.com/pdf/from-
teaching-to-learning-a-new-paradigm-for-undergraduate-3vfdhv3x98.pdf

5. Bjork, R. A., Dunlosky, J., & Kornell, N. (2013). Self-regulated learning: Beliefs,
techniques, and illusions. Annual Review of Psychology, 64, 417-444,
https://doi.org/10.1146/annurev-psych-113011-143823

6. Bjork, E. L., & Bjork, R. A. (2011). Making things hard on yourself, but in a good way:
Creating desirable difficulties to enhance learning. Psychology and the Real World, 1-
13

7. https://www.researchgate.net/publication/284097727 Making_things_hard_on_yours
elf but_in_a good way Creating_desirable_difficulties_to_enhance_learning

8. Carver, C. S., & Scheier, M. F. (1998). On the self-regulation of behavior. Cambridge
University Press.

9. Deci, E. L., & Ryan, R. M. (2000). The “what” and “why” of goal pursuits: Human
needs and the self-determination of behavior. Psychological Inquiry, 11(4): 227-268.

10. https://selfdeterminationtheory.org/SDT/documents/2000_DeciRyan_PIWhatWhy.pdf

11. Dunn, D. S., McCarthy, M. A., Baker, S., Halonen, J. S., & Hill, G. W. IV. (2007).
Quality benchmarks in undergraduate psychology programs. American Psychologist,
62(7), 650-670. https://doi.org/10.1037/0003-066X.62.7.650

12. Flavell, J. H. (1979). Metacognition and cognitive monitoring: A new area of
cognitive—developmental inquiry. American Psychologist, 34(10), 906-911.
https://doi.org/10.1037/0003-066X.34.10.906

w

140


https://doi.org/10.1111/j.1745-6916.2006.00011.x
https://doi.org/10.1111/j.1745-6916.2006.00011.x
https://scispace.com/pdf/from-teaching-to-learning-a-new-paradigm-for-undergraduate-3vfdhv3x98.pdf
https://scispace.com/pdf/from-teaching-to-learning-a-new-paradigm-for-undergraduate-3vfdhv3x98.pdf
https://doi.org/10.1146/annurev-psych-113011-143823
https://www.researchgate.net/publication/284097727_Making_things_hard_on_yourself_but_in_a_good_way_Creating_desirable_difficulties_to_enhance_learning
https://www.researchgate.net/publication/284097727_Making_things_hard_on_yourself_but_in_a_good_way_Creating_desirable_difficulties_to_enhance_learning
https://selfdeterminationtheory.org/SDT/documents/2000_DeciRyan_PIWhatWhy.pdf
https://doi.org/10.1037/0003-066X.62.7.650
https://doi.org/10.1037/0003-066X.34.10.906

13.

14.

15.

16.

17.

18.

19.

20.

21.

22.

23.
24,

25.

26.

217.

28.

29.

30.

31.

32.

Hattie, J., & Timperley, H. (2007). The Power of Feedback. Review of Educational
Research, 77(1), 81-112. DOI: 10.3102/00346543029848

Knight, J. (2017). The international university: Models and muddles. Tn R. Barnett &
M. Peters (Eds.), The idea of the university: Contemporary perspectives (Vol. 2, pp.
99-119). Peter Lang.

McGovern, T. V., Corey, L. A., Cranney, J., Dixon, Jr., W. E., Holmes, J. D., Kuebli,
J. E., Ritchey, K., Smith, R. A. & Walker, S. (2010). Psychologically literate citizens.
In D.F. Halpern (Ed.). Undergraduate Education in Psychology: A Blueprint for the
Future of the Discipline. (pp. 9-27). American Psychological Association.

Moon, J. A. (2004). A handbook of reflective and experiential learning: Theory and
practice. RoutledgeFalmer.

Neacsu, 1. (2015). Metode si tehnici de invatare eficienta. Fundamente
neuropsihologice. Editura Polirom.

Oreopoulos, P., & Petronijevic, U. (2013). Making college worth it: A review of
research on the returns to higher education. The Future of Children, 23(1), 41-65. DOI:
10.1353/foc.2013.0001

Panigoara, 1. O. (2015). Profesorul de succes. 59 de principii de pedagogie practica.
Editura Polirom.

Pintrich, P. R. (2000). The role of goal orientation in self-regulated learning. In M.
Boekaerts, P. R. Pintrich, & M. Zeidner (Eds.), Handbook of self-regulation (pp. 451—
502). Academic Press. https:/ssrlsig.org/wp-content/uploads/2018/01/pintrich-2005-
the-role-of-goal-orientation-in-srl.pdf

Ryan, R. M., & Deci, E. L. (2017). Self-determination theory. Basic psychological
needs in motivation, development and wellness. Guilford Press

Schmitz, B., & Wiese, B. S. (2006). New perspectives for the use of training diaries in
self-requlated learning. Contemporary Educational Psychology, 31(1), 64-96.
https://doi.org/10.1016/j.cedpsych.2005.02.002

Schon, D. A. (1983). The Reflective Practitioner: How Professionals Think in Action.
Basic Books. https://raggeduniversity.co.uk/wp-
content/uploads/2025/03/1_x_Donald-A.-Schon-The-Reflective-Practitioner_-How-
Professionals-Think-In-Action-Basic-Books-1984 redactedaa_compressed3.pdf
Schraw, G., Crippen, K.J. & Hartley, K (2006). Promoting Self-Regulation in Science
Education: Metacognition as Part of a Broader Perspective on Learning. Research in
Science Education, 36, 111-139. https://doi.org/10.1007/s11165-005-3917-8

Schraw, G., Potenza, M. T., & Nebelsick-Gullet, L. (1993). Constraints on the
Calibration of Performance. Contemporary Educational Psychology, 18(4), 455-463.
https://doi.org/10.1006/ceps.1993.1034

Schunk, D. H., & DiBenedetto, M. K. (2016). Self-Efficacy and Human Motivation.
Advances in Motivation Science, 8, 153-179.
https://doi.org/10.1016/bs.adms.2020.10.001

Stone, N. J. (2000). Exploring the Relationship between Calibration and Self-Regulated
Learning. Educational Psychology Review, 12(4), 437-475.
https://doi.org/10.1023/A:1009084430926

Taggart, A. (2018). Latina/o students in K-12 schools: A synthesis of empirical research
on factors influencing academic achievement. Hispanic Journal of Behavioral
Sciences, 40(4), 448-471. https://doi.org/10.1177/0739986318793810

Weick, K. E. (1984). Small wins: Redefining the scale of social problems. American
Psychologist, 39(1), 40-49. https://homepages.se.edu/cvonbergen/files/2013/01/Small-
Wins_Redefining-the-Scale-of-Social-Problems.pdf

Winne, P. H. (2011). A cognitive and metacognitive analysis of self-regulated learning.

141


https://ssrlsig.org/wp-content/uploads/2018/01/pintrich-2005-the-role-of-goal-orientation-in-srl.pdf
https://ssrlsig.org/wp-content/uploads/2018/01/pintrich-2005-the-role-of-goal-orientation-in-srl.pdf
https://doi.org/10.1016/j.cedpsych.2005.02.002
https://raggeduniversity.co.uk/wp-content/uploads/2025/03/1_x_Donald-A.-Schon-The-Reflective-Practitioner_-How-Professionals-Think-In-Action-Basic-Books-1984_redactedaa_compressed3.pdf
https://raggeduniversity.co.uk/wp-content/uploads/2025/03/1_x_Donald-A.-Schon-The-Reflective-Practitioner_-How-Professionals-Think-In-Action-Basic-Books-1984_redactedaa_compressed3.pdf
https://raggeduniversity.co.uk/wp-content/uploads/2025/03/1_x_Donald-A.-Schon-The-Reflective-Practitioner_-How-Professionals-Think-In-Action-Basic-Books-1984_redactedaa_compressed3.pdf
https://doi.org/10.1007/s11165-005-3917-8
https://doi.org/10.1006/ceps.1993.1034
https://doi.org/10.1016/bs.adms.2020.10.001
https://doi.org/10.1023/A:1009084430926
https://doi.org/10.1177/0739986318793810
https://homepages.se.edu/cvonbergen/files/2013/01/Small-Wins_Redefining-the-Scale-of-Social-Problems.pdf
https://homepages.se.edu/cvonbergen/files/2013/01/Small-Wins_Redefining-the-Scale-of-Social-Problems.pdf

33.

34.

35.

36.

In B. J. Zimmerman & D. H. Schunk (Eds.), Handbook of self-regulation of learning
and performance (pp. 15-32). Routledge/Taylor & Francis Group.

Winne, P. H., & Perry, N. E. (2000). Measuring self-regulated learning. Tn M.
Boekaerts, P. R. Pintrich, & M. Zeidner (Eds.), Handbook of self-regulation (pp. 531-
566). Academic Press.

Winne, P. H., & Hadwin, A. F. (1998). Studying as self-regulated learning. In D.
Hacker, J. Dunlosky, & A. Graesser (Eds.), Metacognition in Educational Theory and
Practice (pp. 277-304). Erlbaum.

Zimmerman, B. J. (2002). Becoming a Self-Regulated Learner: An Overview. Theory
Into Practice, 41(2), 64-70. https://doi.org/10.1207/s15430421tip4102 2
Zimmerman, B. J. (2000). Attaining self-regulation: A social cognitive perspective. Tn
M. Boekaerts, P. R. Pintrich, & M. Zeidner (Eds.), Handbook of self-regulation (pp.
13-39). Academic Press.

142


https://doi.org/10.1207/s15430421tip4102_2

PSYCHOPEDAGOGICAL FOUNDATIONS OF AUTONOMY DEVELOPMENT IN
PRESCHOOL CHILDREN

Mirela Georgeta Paraschiva
PhD Student, ,lon Creanga” Pedagogical State University, Chisindau, Republic of Moldova

Abstract: Autonomy formation in preschool children constitutes a foundational dimension
of early education, underpinning later academic achievement and socio-emotional adjustment.
Rooted in psychopedagogical principles, the process involves the deliberate orchestration of
learning  experiences that encourage initiative, responsibility, and self-determination. Key
coordinates include the educator’s facilitative role, the creation of a supportive yet challenging
environment, and the integration of play-based and experiential learning strategies. Particular
attention is afforded to the role of scaffolding; whereby adult guidance is progressively reduced in
favour of child-led exploration. In this context, autonomy is not merely an individual trait, but a dynamic
construct shaped through interaction and reflection. The findings underscore the importance of
aligning educational practices with developmental needs, ensuring that autonomy is cultivated as
a gradual, context-sensitive process embedded in everyday pedagogical interactions.

Keywords: autonomy formation; early childhood; self-regulatory processes; psychopedagogical
frameworks; child-centred learning

Within the contemporary educational paradigm, autonomy has acquired the status of a
fundamental objective of formative action, particularly in the context of early childhood
education, where the foundations of personality, self-regulation, and social adaptation are
progressively established. Educational discourse increasingly emphasises the necessity of
cultivating independent, reflective, and adaptable individuals capable of assuming
responsibility for their own actions and learning trajectories. Against the backdrop of
accelerating social, technological, and cultural transformations, the capacity for autonomous
functioning represents not merely a pedagogical desideratum, but an essential condition for
active participation in contemporary society.

The preschool and primary school periods constitute decisive stages in the development
of autonomy, owing to the profound cognitive, emotional, and behavioural transformations that
characterise early childhood. During these years, children gradually acquire the ability to make
choices, regulate impulses, solve problems, engage cooperatively with peers, and assume
increasingly complex responsibilities. Educational environments therefore become central
spaces in which autonomy may either be stimulated through supportive pedagogical practices
or inhibited through excessive control and rigid instructional patterns.

Interest in the psychopedagogical dimensions of autonomy development has intensified
considerably in recent decades, largely due to the emergence of child-centred educational
theories and constructivist approaches that place the learner at the centre of the educational
process. Such perspectives advocate the replacement of authoritarian models of instruction
with flexible, participatory, and experiential strategies designed to encourage initiative,
creativity, and self-determination. Consequently, the educator’s role has undergone substantial
reconfiguration, shifting from that of a transmitter of information towards that of facilitator,
mediator, and organiser of meaningful learning experiences.

The significance of the present topic derives from the growing recognition that
autonomy influences not only academic performance but also socio-emotional wellbeing,
intrinsic motivation, resilience, and future educational adjustment. Children who develop
autonomous behaviours from an early age demonstrate enhanced problem-solving abilities,

143



greater emotional stability, improved interpersonal competence, and increased engagement in
learning activities. Conversely, environments characterised by excessive dependency,
overprotection, or rigid control may generate insecurity, passivity, and diminished self-
confidence.

The motivation underlying the selection of this research theme emerges from both
theoretical and practical considerations. On the one hand, contemporary educational systems
increasingly promote competence-based curricula centred upon the formation of independent
learners capable of critical reflection and self-directed action. On the other hand, educational
practice frequently reveals tensions between the declared objectives of autonomy development
and the persistence of traditional pedagogical approaches that limit children’s initiative and
decision-making opportunities. Such discrepancies highlight the necessity of a comprehensive
psychopedagogical analysis capable of clarifying the mechanisms, conditions, and strategies
involved in fostering autonomy during the preschool and primary school years.

Moreover, the topic acquires additional relevance in light of the growing concerns
regarding children’s emotional vulnerability, reduced frustration tolerance, and dependency
patterns generated by overstructured educational contexts and excessive adult intervention. The
educational institution therefore assumes a crucial responsibility in balancing guidance with
freedom, support with responsibility, and structure with exploratory learning. From this
perspective, autonomy should not be interpreted as the absence of adult involvement, but rather
as the gradual internalisation of behavioural, cognitive, and emotional regulation mechanisms
facilitated through intentional educational interaction.

The present study aims to provide a thorough theoretical foundation concerning the
psychopedagogical coordinates of autonomy development in preschool and primary school
children, while simultaneously examining comparative perspectives derived from
contemporary educational theories and practices. Attention is afforded to the relationship
between autonomy, self-regulation, emotional development, and experiential learning, as well
as to the pedagogical strategies capable of supporting the transition from dependence towards
independent functioning. Through an interdisciplinary approach situated at the intersection of
pedagogy, developmental psychology, and educational sciences, the analysis seeks to highlight
the complexity and multidimensionality of autonomy as a dynamic educational construct.

Autonomy development represents one of the central processes underpinning children’s
cognitive, emotional, and social maturation. Far from being reducible to mere behavioural
independence, autonomy encompasses the gradual acquisition of self-regulatory capacities,
decision-making competence, responsibility, initiative, and the ability to act intentionally
within diverse social and educational contexts. Within early childhood education, autonomy
constitutes both an educational objective and a developmental necessity, facilitating children’s
transition from externally regulated behaviour towards progressively internalised forms of self-
control and self-direction (Joussemet & Mageau, 2023, p. 41).

Contemporary psychopedagogical literature conceptualises autonomy as a
multidimensional construct integrating cognitive, emotional, motivational, and social
dimensions. Such complexity derives from the dynamic interaction between individual
developmental processes and environmental influences, particularly those originating within
the family and educational settings. According to constructivist perspectives, autonomy
emerges through active engagement with the environment, experiential learning, and
meaningful interaction rather than through passive transmission of knowledge or rigid
behavioural conditioning (Tutkun & Sahin, 2026, p. 88).

A significant dimension of autonomy development concerns the child’s progressive
capacity for self-regulation. Emotional and behavioural self-regulation enables children to
monitor impulses, manage frustration, adapt behaviour to contextual expectations, and persist
in goal-oriented activities. Research conducted by Nilfyr (2025, p. 139) demonstrates that
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preschool children who develop effective self-regulatory abilities exhibit improved emotional
adjustment, stronger interpersonal relationships, and increased engagement in learning
activities. Furthermore, self-regulation contributes substantially to later academic success by
facilitating concentration, task persistence, and adaptive problem-solving.

The educational environment exerts profound influence upon the formation of
autonomous behaviours. Child-centred pedagogical approaches advocate the organisation of
flexible learning contexts in which children are encouraged to explore, make decisions, express
preferences, and assume responsibilities appropriate to their developmental level. Within such
frameworks, the educator no longer functions exclusively as a transmitter of knowledge, but
rather as a facilitator who creates opportunities for initiative, cooperation, and reflective
learning (Lyons, 2024, p. 158).

Particular attention has been afforded in contemporary educational research to the
concept of scaffolding, whereby adult support is progressively reduced as children acquire
competence and confidence in performing specific tasks independently. This gradual transfer
of responsibility allows children to internalise behavioural and cognitive regulation strategies
while simultaneously strengthening their sense of agency and self-efficacy (Joussemet &
Mageau, 2023, p. 53). Consequently, autonomy should not be interpreted as the absence of
adult intervention, but rather as the outcome of intentional and responsive pedagogical
guidance.

Play-based learning occupies a central position within the psychopedagogical strategies
designed to foster autonomy during early childhood. Through symbolic play, cooperative
games, and exploratory activities, children develop decision-making skills, negotiate social
roles, regulate emotions, and exercise initiative within meaningful social interactions. Lyons
(2024, p. 160) argues that classroom play environments significantly contribute to the
cultivation of autonomy, competence, and relatedness, particularly during the transition from
preschool to primary education.

Motor and creative activities likewise constitute effective instruments for autonomy
formation. Gomes (2024, p. 526) highlights the role of motor games in enhancing preschool
children’s independent participation, self-confidence, and initiative during educational
activities. Similarly, Lin (2025, p. 7) demonstrates that creative dance activities stimulate
children’s capacity for self-expression, independent exploration, and emotional regulation
while simultaneously strengthening interpersonal cooperation and self-awareness.

The family environment remains equally decisive in shaping children’s autonomous
functioning. Parenting practices characterised by emotional support, responsiveness,
encouragement of initiative, and respect for children’s perspectives tend to facilitate the
development of autonomy and adaptive self-regulation. Conversely, excessively authoritarian
or overprotective attitudes may generate dependency patterns, emotional insecurity, and
reduced confidence in independent action (Distefano et al., 2024, p. 4).

Comparative educational perspectives reveal considerable differences regarding the
emphasis placed upon autonomy within early childhood education systems. Educational
models grounded in democratic and participatory pedagogies frequently encourage child
agency, exploratory learning, and collaborative decision-making. Scandinavian educational
frameworks, for instance, prioritise independence, outdoor learning, experiential discovery,
and emotional wellbeing as essential dimensions of child development. In contrast, highly
standardised educational systems often prioritise academic performance and behavioural
conformity, potentially limiting opportunities for autonomous exploration and reflective
thinking (Tutkun & Sahin, 2026, p. 94).

Within primary education, autonomy acquires increasing complexity due to the
expanding academic, organisational, and social demands placed upon children. At this
developmental stage, autonomy extends beyond behavioural independence towards cognitive
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and metacognitive dimensions involving planning, self-monitoring, problem-solving, and
learning management. Educational practices must therefore support children in gradually
assuming responsibility for their own learning processes while maintaining appropriate
emotional and instructional support structures (Vasseleu et al., 2024, p. 12).

Eventually, autonomy development should be understood as a gradual, relational, and
context-sensitive process emerging through the interaction between developmental
potentialities and educational experiences. Effective psychopedagogical intervention requires
the establishment of balanced learning environments capable of combining structure with
flexibility, guidance with freedom, and emotional security with opportunities for independent
exploration. Such an approach enables children to acquire not only practical independence but
also the reflective, emotional, and motivational resources necessary for adaptive functioning
throughout subsequent educational and social experiences.

Contemporary educational research increasingly highlights the essential role of
autonomy and self-regulation in children’s overall development, particularly during preschool
and primary school years. Recent studies emphasize that autonomy does not emerge
spontaneously, but rather develops gradually through meaningful interaction, guided play,
emotional support, and carefully structured educational experiences. The findings presented
below illustrate the multidimensional nature of autonomy development while simultaneously
offering practical educational strategies applicable within kindergarten and primary school
contexts.

A ssignificant contribution to the understanding of autonomy development through play-
based learning is provided by Pyle (2022), who examined strategies used by kindergarten
teachers to support children’s self-regulation during play activities. The study demonstrated
that play constitutes an effective framework for fostering emotional regulation, decision-
making, initiative, and independent problem-solving. Two pedagogical approaches were
identified: one centered upon free play as a means of emotional expression and another
integrating guided play with intentional teacher scaffolding. The findings revealed that children
who participated in balanced play contexts developed higher levels of behavioral regulation,
cooperation, and adaptive functioning.

From a practical perspective, several educational applications may be implemented
within preschool and primary classrooms. Educators may organize “choice centers” in which
children independently select activities according to personal interests, thereby encouraging
initiative and responsibility. Role-play corners, construction games, dramatic play, and
collaborative problem-solving tasks likewise stimulate autonomous decision-making and
social negotiation skills. In primary education, teachers may introduce project-based activities
where pupils assume differentiated responsibilities within teams, organize learning materials
independently, or participate in establishing classroom rules and routines.

Another important study addressing autonomy development through play was
conducted by Bay (2023), who analyses the relationship between preschool children’s self-
regulation skills and play abilities. The research revealed a strong positive correlation between
the quality of children’s play interactions and their capacity for emotional regulation, inhibitory
control, attention management, and working memory. Children engaged in interactive and
socio-dramatic play demonstrated significantly higher levels of self-regulatory competence and
independent behavioral management.

The educational implications of these findings are particularly valuable for early
childhood educators. Preschool teachers may stimulate autonomy by implementing socio-
dramatic activities such as “The Grocery Shop”, “The Doctor’s Office”, or “The Restaurant”,
where children negotiate roles, solve interpersonal conflicts, follow self-imposed rules, and
regulate behavior cooperatively. Within primary school contexts, simulation games and
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collaborative debates may similarly support children’s ability to make independent decisions,
manage emotions, and assume responsibility for collective tasks.

Research conducted by Nilfyr (2025) concerning emotional self-regulation in preschool
environments further demonstrates that emotionally supportive educational climates
significantly contribute to autonomy formation. The study emphasized that children exposed
to responsive teaching practices and emotionally secure environments displayed greater
confidence, persistence, and initiative during learning activities. Emotional self-regulation was
found to be directly associated with children’s capacity to adapt behavior independently in
complex social and educational situations.

Based upon these conclusions, educators may implement daily emotional reflection
activities designed to encourage self-awareness and emotional autonomy. For example,
kindergarten teachers may introduce “emotion circles” where children identify and discuss
their feelings independently, while primary school teachers may utilize reflective journals,
emotional thermometers, or self-assessment activities encouraging pupils to evaluate their
emotional responses and behavioral choices. Such practices strengthen children’s
metacognitive awareness and facilitate the gradual internalization of emotional regulation
mechanisms.

A comprehensive scoping review concerning play-based learning in early childhood
education published in 2026 highlighted the broad developmental benefits associated with
child-centered and experiential pedagogies. The review concluded that play-based learning
significantly enhances creativity, communication skills, executive functioning, perseverance,
and autonomous problem-solving. Importantly, the findings emphasized that autonomy
develops most effectively in environments balancing adult guidance with child-led exploration.
Practical educational strategies inspired by these findings may include inquiry-based learning
activities in which children formulate questions, investigate phenomena, and present
discoveries independently. For preschool children, educators may organize exploratory
learning stations involving natural materials, sensory activities, or simple scientific
experiments encouraging curiosity and initiative. In primary education, teachers may develop
interdisciplinary mini-projects allowing pupils to research topics of personal interest, select
working methods autonomously, and collaborate in presenting outcomes.

White bread et al. emphasized the early emergence of self-regulatory abilities and their
fundamental importance for academic and social adjustment. The authors demonstrated that
metacognitive and self-regulatory capacities begin developing from infancy and are highly
responsive to educational intervention. Their analysis particularly highlighted the importance
of symbolic communication, social interaction, and reflective dialogue in supporting children’s
autonomy development.

Educational applications derived from these conclusions may involve integrating
reflective questioning techniques into everyday classroom activities. Educators might
encourage children to explain strategies used during tasks, evaluate personal progress, identify
difficulties independently, and propose solutions collaboratively. In primary education,
learning portfolios and self-assessment checklists may further strengthen pupils’ capacity for
self-monitoring and independent learning management.

Recent educational perspectives also emphasize the significance of experiential and
movement-based learning for autonomy formation. Studies conducted by Gomes (2024) and
Lin (2025) demonstrated that motor games and creative movement activities significantly
contribute to children’s self-confidence, initiative, emotional regulation, and independent
participation during educational tasks. Such activities encourage children to assume risks, make
spontaneous decisions, and express individuality within structured learning environments.

Consequently, preschool educators may implement movement circuits, cooperative
physical games, and creative dance sessions in which children independently select
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movements, organize sequences, or invent collaborative choreographies. Within primary
school contexts, drama activities, role-playing scenarios, and cooperative sports tasks may
similarly strengthen initiative, responsibility, and self-directed participation.

Comparative educational research further indicates that educational systems
prioritizing democratic participation and child agency tend to achieve stronger outcomes
regarding autonomy development. Scandinavian pedagogical models, for example, frequently
integrate outdoor learning, exploratory activities, collaborative rule-making, and flexible
learning environments encouraging independence and reflective thinking. By contrast, highly
rigid and standardized educational systems may inadvertently restrict children’s opportunities
for autonomous exploration and decision-making.

The studies analysed collectively demonstrate that autonomy development in preschool
and primary school children depends upon the creation of educational environments
characterised by emotional security, meaningful participation, experiential learning, and
gradual responsibility transfer. Effective autonomy-supportive pedagogy does not eliminate
adult guidance; rather, it transforms the educator into a facilitator capable of balancing support
with freedom, structure with flexibility, and instruction with exploration. Through such
educational practices, children progressively acquire the cognitive, emotional, and social
resources necessary for independent functioning and lifelong adaptive learning.

From a personal pedagogical perspective, autonomy development should represent one
of the fundamental priorities of contemporary early childhood education, particularly in an
educational climate increasingly marked by overprotection, excessive academic pressure, and
children’s growing dependence upon adult intervention. The preschool and primary school
years constitute decisive periods during which children gradually construct their sense of
identity, competence, and personal agency. Consequently, educational practices capable of
encouraging initiative, responsibility, and independent decision-making acquire profound
formative significance extending far beyond immediate academic outcomes.

Considerable importance should be attributed to the manner in which educators
understand the concept of autonomy itself. In many educational contexts, autonomy continues
to be interpreted superficially as mere behavioral independence or the capacity to complete
tasks without assistance. In reality, autonomy involves a far more complex process
encompassing emotional regulation, reflective thinking, self-confidence, intrinsic motivation,
and adaptive social functioning. A child who independently completes a worksheet but lacks
confidence in expressing opinions, solving conflicts, or making decisions cannot be considered
genuinely autonomous in a psychopedagogical sense.

Particular concern arises regarding the persistence of highly directive educational
approaches that excessively structure children’s activities and inadvertently limit opportunities
for exploration, experimentation, and personal initiative. Although guidance and support
remain indispensable during early childhood, excessive adult control may inhibit curiosity,
creativity, and the development of self-efficacy. Children require educational environments
within which mistakes are perceived not as failures deserving sanction, but as natural
components of the learning process facilitating reflection and personal growth.

Equally significant is the relationship between autonomy and emotional security. In
practice, children become capable of independent functioning only when they feel emotionally
supported, respected, and accepted within the educational environment. Autonomy cannot
flourish in climates dominated by fear, excessive criticism, or rigid authority. Rather, it
emerges gradually through trusting relationships in which educators balance clear boundaries
with emotional responsiveness and genuine respect for children’s perspectives.

The role of play in autonomy formation appears particularly valuable. Contemporary
educational tendencies sometimes underestimate the formative significance of free and
exploratory play in favour of premature academic formalisation. Nevertheless, play remains
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one of the most authentic contexts within which children learn to negotiate, regulate emotions,
solve problems, assume roles, and make independent decisions. Educational systems that
preserve meaningful spaces for play-based and experiential learning are therefore more likely
to support the development of balanced, self-confident, and adaptable individuals.

Moreover, autonomy development should not be regarded exclusively as the
responsibility of educational institutions. The family environment exerts equally profound
influence upon children’s capacity for self-regulation and independent functioning. In many
situations, overprotective parenting practices unintentionally limit children’s opportunities to
assume responsibility appropriate to their developmental level. Genuine educational
partnership between school and family therefore becomes essential in ensuring coherent and
balanced support for autonomy formation.

From a broader societal perspective, the cultivation of autonomy acquires increasing
relevance within contemporary democratic societies characterised by rapid technological
change, informational overload, and complex social demands. Future generations will require
not only academic knowledge but also critical thinking, adaptability, emotional resilience, and
the capacity for independent judgement. Educational systems incapable of fostering autonomy
risk producing individuals who remain excessively dependent upon external direction and
validation.

The analysis undertaken throughout the present study has highlighted the complexity
and educational significance of autonomy development during preschool and primary school
years. Far from representing a secondary or peripheral educational objective, autonomy
constitutes a foundational dimension of children’s cognitive, emotional, social, and
behavioural maturation. Contemporary psychopedagogical perspectives increasingly recognise
that the formation of autonomous individuals begins during early childhood through carefully
structured educational experiences, emotionally secure relationships, and meaningful
opportunities for independent action.

Theoretical and comparative approaches examined within the study demonstrate that
autonomy cannot be reduced to simple behavioural independence or task completion without
assistance. Rather, autonomy involves the progressive internalisation of self-regulatory
mechanisms, reflective thinking, emotional management, initiative, responsibility, and
adaptive decision-making. Consequently, autonomy should be understood as a
multidimensional construct emerging through the dynamic interaction between developmental
processes and educational environments.

The findings derived from recent educational research further confirm the decisive role
played by supportive pedagogical practices in fostering autonomous functioning. Play-based
learning, experiential activities, collaborative problem-solving, creative expression, and
emotionally responsive teaching practices all contribute significantly to the development of
initiative, self-confidence, emotional regulation, and independent learning behaviours. Equally
important is the gradual transfer of responsibility from adult to child through scaffolding
strategies that balance guidance with freedom and structure with exploratory learning.

Particular relevance emerges regarding the educator’s role within autonomy-supportive
educational environments. Contemporary pedagogy increasingly requires teachers to move
beyond traditional transmissive models towards facilitative and relational approaches centred
upon children’s active participation and developmental needs. Educational interaction
grounded in respect, emotional security, flexibility, and reflective dialogue creates favourable
conditions for children to acquire confidence in their own abilities and progressively assume
responsibility for personal actions and learning processes.

The comparative perspectives addressed within the article additionally reveal that
educational systems prioritising child agency, democratic participation, and experiential
learning tend to achieve stronger outcomes concerning autonomy development than
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excessively standardised or authoritarian models of instruction. Such observations reinforce
the necessity of rethinking educational practices in ways that preserve children’s curiosity,
creativity, and capacity for independent exploration while simultaneously ensuring emotional
support and pedagogical coherence.

The practical implications of the study are particularly valuable for both preschool and
primary education contexts. The educational strategies proposed, including choice-based
activities, socio-dramatic play, inquiry-based learning, emotional reflection exercises,
cooperative projects, and self-assessment practices illustrate concrete modalities through which
autonomy may be cultivated systematically within everyday pedagogical interactions. The
integration of such approaches contributes not only to academic adjustment but also to the
formation of emotionally balanced, resilient, and socially responsible individuals.

Certain limitations should nevertheless be acknowledged. The present study has
primarily focused upon theoretical and comparative perspectives derived from contemporary
literature without incorporating extensive empirical investigation conducted directly within
educational institutions. Future research may therefore benefit from longitudinal studies
examining the impact of specific autonomy-supportive interventions upon children’s
emotional, cognitive, and academic development across diverse educational and sociocultural
contexts.

Ultimately, the cultivation of autonomy represents one of the most profound
educational responsibilities of contemporary schooling. In a society increasingly characterised
by rapid transformation, informational complexity, and psychological vulnerability, children
require not only knowledge acquisition but also the capacity to think independently, regulate
emotions, assume responsibility, and adapt constructively to changing realities. Educational
institutions capable of nurturing autonomy from early childhood contribute fundamentally to
the formation of reflective, resilient, and self-determined individuals prepared to participate
actively and responsibly within contemporary social life.
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INTERACTIVE GEOGRAPHY: THE EFFECTIVE INTEGRATION OF EDUCATIONAL
PLATFORMS AND DIGITAL APPLICATIONS IN TEACHING, LEARNING AND
ASSESSMENT PROCESS
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Abstract: This study investigates the role of digital technologies in transforming Geography education,
highlighting the shift from traditional teaching to interactive, student-centered learning environments.
It analyzes the integration of tools such as Google Classroom, Mozaik, Google Earth, Kahoot,
Wordwall and GeoGuessr through a mixed methodology including literature review, questionnaires,
SWOT analysis and a comparative case study of two ninth-grade classes. The results indicate that the
use of digital tools led to improved student engagement, motivation and slightly higher academic
performance compared to the traditional approach. Perceptions from teachers and students were
generally positive, emphasizing increased interactivity and accessibility, while also revealing
challenges related to unequal access and varying digital skills. Overall, the study supports the idea that
digital technologies can enhance Geography teaching when applied strategically and aligned with
educational objectives.

Keywords: Geography teaching; educational platforms; questionnaire; interactive learning;
pedagogical innovation

1. Introducere

In prezent, procesul de predare, invitare si evaluare a devenit unul complex si extrem de
dinamic, astfel incét este necesara utilizarea unor tehnologii moderne si interactive pentru a
facilita procesul de invatare, facandu-1 mai interactiv si adaptat nevoilor unei generatii digitale.
In acest context, Geografia, o disciplini care reprezinti un liant intre cunostintele din stiintele
naturii si stiintele sociale, se dovedeste a fi extrem de pretabila integrarii tehnologiilor digitale
n procesul didactic.

Metodele traditionale utilizate frecvent, timp de decenii, au reprezentat fundamentul
procesului educational, fiind utilizate ca modalitati clasice de transmitere a cunostintelor.
Acestea sunt caracterizate prin faptul ca profesorul detine un control asupra desfasurarii lectiei,
unde abordarea este centratd pe continut, iar elevul are, de cele mai multe ori, un rol receptiv
(Dulama, 2008). Acestea joaca un rol semnificativ inclusiv in prezent, intrucat ofera stabilitate
si structurd lectiei, prin intermediul acestora transmitdndu-se continuturi riguroase, clare si
verificate stiintific. Dintre aceste metode, amintim metoda conversatiei didactice, explicatiel,
exercitiului, demonstratiei, observatiei, etc. Insi, acestea prezinti si anumite dezavantaje,
deoarece nivelul de participare a elevilor in proces este redus, punand accentul pe memorare,
iar gradul de adaptabilitate este unul scazut la diversitatea nevoilor (Tomescu, 2003). De aceea,
pentru eficientizarea procesului instructiv-educativ este necesarda imbinarea metodelor
traditionale cu cele moderne, Intr-o abordare echilibrata, care valorifica punctele lor forte si le
corecteaza limitele prin metode interactive, moderne si digitale (Mandrut, 2014).

Metodele moderne reprezintd instrumente esentiale in procesul educational contemporan,
intrucat acesta este orientat spre formarea de competente, nu doar spre transmiterea de
cunostinte, punandu-Se accent pe implicarea activa a elevului, stimularea gandirii critice si
utilizarea strategiilor de invitare personalizate si interactive. In aceastd categorie se includ
metode precum problematizarea, invétarea prin descoperire, proiectul, jocul didactic, etc. De
asemenea, utilizarea tehnologiilor interactive, precum studiile de caz simulate, aplicatiile
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educationale si platformele de colaborare sprijina dezvoltarea gandirii critice si a abilitatilor de
aplicare practica (Mayer, 2002).

Scopul acestui studiu este de a evidentia avantajele utilizarii instrumentelor digitale si
modul in care acestea pot fi integrate eficient in predarea, invatarea si evaluarea Geografiei, in
raport cu metodele clasice de predare prin intelegerea perceptiei elevilor, cadrelor didactice si
parintilor, dar si prin aplicarea unei analize comparative la nivel practic pentru a evalua
impactul concret al acestor metode si tehnologii.

2. Metodologie

In vederea realizarii acestui studiu au fost prezentate o serie de metode specifice cu scopul
de a evidentia principalele modalitati si mijloace utilizate in procesul de predare, invatare si
evaluare. Pe baza analizei literaturii de specialitate au fost prezentate metodele traditionale si
cele moderne utilizate Tn procesul didactic, fiind reliefate principalele caracteristici, avantajele
si dezavantajele dintre acestea, precum si adaptabilitatea acestor metode la nevoile elevilor. De
asemenea, au fost identificate si prezentate noile tehnologii in educatie, cu accent pe
principalele platforme utilizate in predarea Geografiei, folosite cu scopul de a eficientiza
procesul de predare, pentru explorarea hartilor si a fenomenelor geografice, dar si pentru
procesul de evaluare si feedback.

Pentru a evidentia perceptia integrarii acestor platforme si aplicatii digitale in procesul
educational, a fost aplicat un chestionar pe un esantion de 50 de profesori, 287 de elevi si 100
de parintii ai acestora din Municipiul Bucuresti cu scopul de a analiza opiniile acestora asupra
calitatii invatdrii, dar si disponibilitatea de a le utiliza In contexte educationale. Fiecare
chestionar a fost alcatuit dintr-un set de intrebari inchise si semi-deschise, care au vizat
frecventa utilizarii, tipurile de activitati desfasurate, perceptiile privind impactul tehnologiei
asupra procesului educational si sugestii de imbunatatire.

Mai mult decat atat, a fost aplicata si o analizd SWOT pentru a oferi o imagine echilibrata
si argumentatd asupra eficientei, provocarilor si potentialului de dezvoltare a acestui tip de
interventie didactica. De asemenea, a fost realizat si un studiu practic, de comparare a
metodelor de predare in clase utilizdnd la doua clase de a IX-a, profil real, prin aplicarea a doud
strategii didactice distincte, una bazatd pe metodele traditionale si una bazatd pe utilizarea
resurselor digitale interactive.

3. Rezultate si discutii

3.1.Metode traditionale vs metode moderne

Metodele traditionale constituie baza istoricd a procesului instructiv-educativ, fiind
utilizate pe scard larga in invatdmantul geografic. Acestea includ expunerea, conversatia,
lectura individuald, demonstratia si exercitiul, metode ce urmaresc transmiterea structurata a
cunostintelor si formarea deprinderilor de baza prin predarea directd a continuturilor geografice
de catre profesor. Elevii primesc informatii, reproduc definitii si norme, rolul lor fiind in
principal de receptori pasivi. Aceste metode faciliteaza transmiterea rapidd a unui volum mare
de cunostinte, dar au limite in stimularea gandirii critice a creativitdtii si nu antreneaza
capacitatile cognitive superioare ale elevilor (Dulama. 2008).

Avantajele metodelor traditionale sunt reprezentate de transmiterea rapida a informatiilor,
structurarea logicd si clara a continutului, controlul ridicat al profesorului asupra lectiei,
eficientd in contexte cu resurse limitate (Ceobanu et al., 2022). Dezavantajele acestor metode
sunt legate de rolul pasiv al elevului, stimularea redusd a gandirii critice si creativitatii,
motivatie scazutd, adaptabilitate redusa la nevoile elevilor si participarea limitata a acestora la
procesul educational (Cerghit, 2006).

Metodele didactice moderne constituie componente fundamentale ale educatiei actuale,
care urmareste dezvoltarea competentelor elevilor, depasind simpla transmitere de informatii.

153



Acestea se concentreaza pe participarea activa a elevilor in procesul de invatare, pe cultivarea
gandirii critice si pe integrarea unor strategii interactive si adaptate nevoilor individuale.
Caracteristica principala a metodelor moderne este accentul pus pe interactiune, explorare si
aplicarea cunostintelor in contexte reale. Ele presupun o abordare interdisciplinara, flexibila si
adaptata particularitatilor elevilor, permitdndu-le acestora sa devina constructori ai propriei
cunoasteri (Ilinca, 2008).

Avantajele metodelor moderne de invatare includ: stimularea interesului si a motivatiei
elevilor, dezvoltarea gandirii autonome si a competentelor transversale, promovarea
colaborarii si a Invatarii in ritm propriu, adaptarea la nevoile si stilurile individuale de invatare.
Dezavantajele acestora pot apdrea in conditii de resurse limitate, lipsa timpului sau pregatirea
insuficienta a cadrelor didactice pentru implementarea acestor metode. Aplicarea eficienta
presupune o planificare atentd, un mediu de Invatare favorabil si o abordare flexibila din partea
profesorului (Tomescu, 2003).

3.2.Utilizarea tehnologiilor digitale in procesul educational

In contextul transformarilor generate de progresul tehnologic, sistemele educationale
contemporane se confruntd cu provocarea de a se adapta continuu la noile realitéti sociale si
cognitive ale elevilor. Noile tehnologii educationale precum platformele digitale de invatare,
aplicatiile interactive, materialele multimedia, realitatea augmentata sau simuldrile vizuale
contribuie semnificativ la redefinirea procesului didactic (Spariosu, Vintila, 2021).

Tn procesul de predare a Geografiei sunt utilizate platforme precum Google Classroom,
Eduboom, Microsoft Teams ce faciliteazd managementul clasei si al resurselor educationale,
cu accent pe functionalitatile tehnice, beneficiile pedagogice si relevanta lor in realizarea
demersurilor didactice. Google Classroom este o platforma educationald gratuita, dezvoltata
de Google, destinata sa faciliteze procesul de predare-invatare si chiar evaluare intr-un cadru
digital (Figura 1). Este integratd in suita Google Workspace for Education si permite
profesorilor sa creeze, sa organizeze, sa gestioneze, dar si sa evalueze activitatile educationale
intr-un mod intuitiv, colaborativ si eficient. Platforma este accesibila atat de pe desktop, cat si
de pe dispozitive mobile, ceea ce o face extrem de flexibila si adaptabila diferitelor contexte
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Fig 1. Utilizarea Google Classroom in procesul didactic
Sursa: arhiva personald

educationale.

De asemenea, in contextul predarii Geografiei, instrumentele specializate in vizualizare
cartografice, explorare spatiald si analiza geografica interactiva, precum ArcGIS Online, World
Mapper, Google Earth, dar si aplicatiile dedicate explorarii hartilor si fenomenelor, precum
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Seterra, Mozaik, World Map Quiz, GeoGuessr, permit reprezentarea vizuald, interactiva si
dinamica a spatiului geografic, facilitind intelegerea relatiilor dintre elementele naturale si
antropice. Prin intermediul lor, elevii pot analiza date reale, observa schimbari teritoriale,
interpreta modele spatiale si dezvolta o gandire geografica aplicata.

Platforma educationald Mozaik este o aplicatie dezvoltata de compania ungara Mozaik, care
oferd o gama largd de resurse digitale interactive, manuale electronice, animatii 3D, simulari si
aplicatii pentru discipline variate, printre care si Geografia. Este accesibila atit in varianta
online — prin platforma mozaWeb, cat si offline, prin aplicatia mozaBook, destinata tablei
inteligente. Pentru disciplina Geografie, Mozaik oferd resurse 3D interactive, cum ar fi
reprezentdri ale reliefului, formatiuni geologice, circulatia maselor de aer, curenti oceanici sau
structura interna a Pamantului (Figura 2). Aceste animatii pot fi manipulate de utilizator
(rotatie, zoom, redare partiald), oferind o explorare activa si intuitiva.

3% Hidrocentrala (Barajul Hoover, SUA) ‘ p 7 Q
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Fig 2. PrintScreen animatie 3D din platforma Mozaik
Sursa: www.nl.mozaweb.com

Aplicatia Geoguessr este o aplicatie digitala inovatoare care aduce o componenta
distincta 1n studiul geografiei, prin combinarea explorarii spatiului geografic cu provocarea
deductiva. Utilizand
tehnologia Google Street View, aplicatia plaseaza utilizatorul intr-un punct aleatoriu de pe
Glob, iar sarcina acestuia este sa identifice cat mai precis locatia, bazandu-se exclusiv pe indicii
vizuale din mediul inconjurator, cum ar fi tipul de vegetatie, elementele de relief, stilul
arhitectural, limba afisatd pe panouri sau particularitatile climatice (Figura 3).
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Fig 3. Utilizare aplicatia Geoguessr

Sursa: www.geoguessr.io

3.3.Chestionare aplicate profesorilor, elevilor si parintilor acestora

Cercetarea realizata prin aplicarea chestionarelor adresate pdrintilor, elevilor si cadrelor
didactice evidentiaza o perspectiva complexa asupra utilizarii tehnologiilor digitale in predarea
Geografiei, conturand atat beneficii semnificative, cat si o serie de limitdri.

Tn ceea ce priveste parintii, rezultatele indica o utilizare relativ constanta a platformelor
educationale, 1n special la nivel sdptamanal, cu un procent de 54,1%. Activitatile desfasurate
pe platforme sunt predominant pasive, cum ar fi vizionarea lectiilor video, dar includ si
elemente interactive (teste online, comunicare cu profesorii), ceea ce reflectd un anumit
echilibru intre invatarea traditionald si cea modernd. Parintii apreciazd In mod deosebit
aplicatiile pentru proiecte si teme (45,9%), considerand ca acestea contribuie la o intelegere
mai bund a continuturilor si la cresterea atractivitatii procesului educational (Figura 4).
Perceptia generald a acestora asupra impactului tehnologiei este pozitiva, fiind evidentiate
avantaje precum accesul rapid la informatii, posibilitatea de invatare in ritm propriu si
caracterul interactiv al lectiilor, perceptie exprimati intr-un procent de 47,5%. Tn ceea ce
priveste imbunatatirea utilizarii tehnologiei in scoald, parintii considerd cd este necesard
includerea mai multor lectii interactive si aplicatii vizuale, pentru a stimula implicarea activa a
elevilor (67,2%).

Tn cazul elevilor, rezultatele arati faptul ca acestia utilizeaza platformele educationale in
special pentru vizualizarea lectiilor si materialelor educationale (85%), dar si pentru realizarea
de proiecte (48,4%) (Figura 5). Elevii manifesta o preferinta clard pentru aplicatiile interactive
si ludice (de tip joc), Intr-un procent de 65,5%, care faciliteaza Invatarea prin explorare. Elevii
percep impactul tehnologiei in mod pozitiv, subliniind faptul ca aceasta face lectiile mai
atractive si mai usor de inteles. Printre avantajele principale se enumerd caracterul vizual al
informatiilor, accesul la resurse suplimentare si feedback-ul rapid. Totusi, acestia semnaleaza
dificultati importante, precum problemele tehnice (41,5%) (Figura 6). In ceea ce priveste
imbunatdtirea utilizdrii, elevii propun cresterea numarului de activitati interactive si aplicatii
vizuale (51,9%), dar si asigurarea suportului tehnic adecvat (11,8%).

In ceea ce priveste cadrele didactice, rezultatele evidentiazi o utilizare mai frecventa a
platformelor educationale comparativ cu perceptia elevilor, existdnd insd diferente
semnificative intre profesori. Platformele sunt utilizate Tn principal pentru transmiterea
materialelor si a lectiilor (76,3%), ceea ce indica o utilizare predominant traditionala a
tehnologiei, mai degraba ca suport decat ca instrument interactiv. Profesorii recunosc valoarea
aplicatiilor interactive si manifestd o deschidere catre integrarea acestora in procesul didactic.
Perceptia asupra impactului tehnologiei este pozitiva, fiind evidentiate beneficii precum
cresterea atractivitatii lectiilor (71,1%), accesul facil la resurse si Tmbundtatirea intelegerii
continuturilor (28,9%). Cu toate acestea, principalele dificultati identificate sunt lipsa timpului
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pentru pregitirea materialelor digitale (23,7%) si problemele tehnice (42,1%). In ceea ce
priveste rezultatele scolare, profesorii adoptd o pozitie moderatd (44,7%), recunoscand
potentialul tehnologiei, dar subliniind necesitatea unei implementari mai coerente (Figura 7).
Recomandarile cadrelor didactice vizeaza dezvoltarea lectiilor interactive, imbunatatirea

infrastructurii si, mai ales, formarea continuad in domeniul competentelor digitale.

@ Aplicatii educationale (Kahoot,
Wordwall, Quizizz etc.)

@ Platforme pentru hari si simulari
(Google Earth, GeoGebra etc.)

@ Programe pentru teme si proiecte
(Canva, Padlet, Prezi, MicrosoftOffice,
etc.)
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@ Raspuns 1,2si3
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acestora
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Fig 6. Perceptia elevilor referitoare la limitele
impuse de utilizarea platformelor educationale

In ansamblu, rezultatele celor trei chestionare converg citre o concluzie comuna:
tehnologia educationala este perceputa pozitiv de toti actorii implicati, fiind apreciatd pentru
capacitatea de a face invatarea mai atractiva, interactiva si accesibila. Cu toate acestea,
utilizarea sa este Incd partialda si uneori superficiald, predominand activitatile pasive.
Principalele limitari identificate sunt legate de probleme tehnice, lipsa unei strategii coerente
de integrare si necesitatea dezvoltarii competentelor digitale. Astfel, pentru valorificarea
deplina a potentialului tehnologiei, este esentiala o abordare mixta, care sa combine metodele
traditionale cu cele moderne si sd puna accent pe interactivitate, aplicabilitate si formare
continud.

3.4.Analiza SWOT

In demersul de evaluare a impactului tehnologiilor educationale asupra predarii Geografiei,
analiza SWOT reprezintd un instrument metodologic valoros, capabil sd ofere o imagine
echilibratd s1 argumentatd asupra eficientei, provocarilor si potentialului de dezvoltare al
acestui tip de interventie didactica. SWOT este un acronim care desemneaza patru dimensiuni
de analiza: Strengths (puncte tari), Weaknesses (puncte slabe), Opportunities (oportunitati) si
Threats (amenintari). Aceastd metoda este utilizata frecvent in cercetarile aplicate din domeniul
educatiei, intrucat permite structurarea si interpretarea informatiilor dintr-0 perspectiva
strategica, centrata pe optimizarea procesului didactic.
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Fig 7. Perceptia profesorilor asupra impactului
instrumentelor digitale asupra rezultatelor scolare




Tabel nr 1. Analiza SWOT a utilizarii tehnologiilor in predarea Geografiei

- Cresterea atractivitatii lectiilor Nivel inegal de competenta digitala in

prin utilizarea elementelor vizuale randul cadrelor didactice;

si interactive; - Probleme tehnice recurente (acces la
- Acces rapid la resurse internet, echipamente

educationale diversificate (harti necorespunzatoare);

interactive, aplicatii, simuliri); - Timp suplimentar necesar pentru
- Posibilitatea de a adapta pregatirea lectiilor digitale;

continutul la nivelul si stilul de - Lipsa unei strategii clare de integrare

invitare a elevilor; a platformelor in  proiectarea
- Stimularea motivatiei prin metode didactica.

ludice  (gamificare, aplicatii
interactive).

Oportunitati Amenintari

- Finantari si programe europene - Existenta unui decalaj digital ntre
pentru  dotarea  scolilor cu mediile urban si rural;
tehnologie; - Riscul superficializarii invatarii prin

- Posibilitatea de formare continua consum pasiv de continut digital;
a profesorilor in  domeniul - Suprasolicitarea elevilor si a cadrelor
educatiei digitale; didactice prin utilizare necontrolata;

- Evolutia aplicatiilor educationale - Rezistenta la schimbare din partea
adaptate disciplinelor din unor cadre didactice sau parinti.
curriculum;

- Cresterea interesului elevilor
pentru continuturi digitale
relevante.

3.5.Compararea metodelor de predare in clase cu si fara utilizarea tehnologiilor

digitale

Pentru a investiga impactul concret al integrarii platformelor si aplicatiilor digitale in
procesul de predare-invatare a Geografiei, a fost realizat un studiu de caz experimental,
desfasurat in doua clase de liceu, profil real, nivel clasa a IX-a. Cercetarea a urmarit compararea
rezultatelor obtinute in urma aplicdrii a doud strategii didactice distincte, una traditionald,
bazata exclusiv pe metode conventionale (explicatia, demonstratia la tabld, utilizarea
manualului), si una inovatoare, in care s-au integrat resurse digitale interactive precum Google
Earth, Wordwall si prezentari multimedia. Pentru a asigura echitatea si validitatea comparativa
a studiului, continutul lectiei a fost identic in ambele clase, tema abordata fiind Zonele
biopedoclimatice ale Terrei, iar obiectivele operationale si momentele didactice au fost
mentinute constante in cele doud scenarii pedagogice.

La finalul lectiei, ambelor clase li s-a aplicat acelasi chestionar de evaluare, realizat in
Google Forms, care a vizat verificarea atingerii obiectivelor didactice propuse, in termeni de
intelegere conceptuala, aplicare practica si capacitate de analiza. Rezultatele au evidentiat o
diferentd semnificativa in favoarea clasei in care au fost utilizate instrumente digitale, media
generala a acesteia fiind cu aproape un punct mai mare decat a clasei in care predarea s-a
realizat exclusiv prin metode traditionale. Aceste constatdri preliminare sustin ipoteza ca
integrarea tehnologiilor educationale contribuie la cresterea eficientei invatarii si la
consolidarea competentelor geografice. Elevii din clasa la care a fost integrata tehnologia in
procesul didactic au manifestat un nivel mai ridicat de implicare activa in timpul lectiilor,
raspunsurile au fost mai creative si aplicate in sarcinile de lucru, iar Participarea la activitati
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extracurriculare digitale a crescut. Tn schimb, in clasa in care s-au folosit exclusiv metode
traditionale, activitdtile au avut un caracter preponderent expozitiv si reproductiv, interesul
pentru geografie a fost fluctuant si dependent de stilul profesorului, iar evaluarile au indicat un
nivel mai slab de intelegere a conceptelor abstracte.

4. Concluzii

Studiul de fatd evidentiaza faptul ca integrarea tehnologiilor digitale in predarea Geografiei
reprezintd o directie necesara si beneficd pentru modernizarea si eficientizarea procesului
educational. Utilizarea platformelor educationale si a aplicatiilor digitale contribuie la cresterea
atractivitatii lectiilor, la facilitarea Intelegerii continuturilor si la stimularea implicarii active a
elevilor in cadrul orelor de Geografie.

Rezultatele cercetarii arata cd tehnologia este perceputa pozitiv de catre elevi, profesori si
parinti, fiind apreciatd in special pentru caracterul vizual, dinamic si pentru accesul rapid la
informatii. De asemenea, aceasta sprijina dezvoltarea unor competente benefice, precum
gandirea criticd, autonomia in Invatare si capacitatea de utilizare a resurselor digitale. Cu toate
acestea, impactul asupra performantelor scolare este considerat moderat, ceea ce indica faptul
ca potentialul acestor instrumente nu este inca valorificat la adevaratul lor potential.

In acelasi timp, pe baza chestionarului aplicat cadrelor didactice, elevilor si parintilor
acestora se evidentiazd o serie de dificultati, precum lipsa infrastructurii adecvate,
competentele digitale insuficient dezvoltate ale unor cadre didactice, timpul limitat pentru
pregatirea materialelor si problemele tehnice. De asemenea, utilizarea frecventa a tehnologiei

Un aspect important subliniat in lucrare este necesitatea mentinerii unui echilibru intre
metodele traditionale si cele moderne. Metodele clasice raman valoroase prin transmiterea
clard si structuratd a informatiei, Insd acestea trebuie completate cu strategii interactive si
digitale, adaptate nevoilor elevilor si erei digitale n care ne aflam.

In concluzie, integrarea eficientd a tehnologiilor digitale in predarea Geografiei poate
conduce la un proces educational mai dinamic, mai accesibil, mai relevant pentru societatea
contemporand si mai aplicabil in viata cotidiana. Pentru atingerea acestui obiectiv, este
esentiala dezvoltarea continua a competentelor digitale ale profesorilor, imbunatatirea
infrastructurii si promovarea unor metode didactice centrate pe elev, care sa valorifice in mod
real avantajele tehnologiei.
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THE USE OF ROLE-PLAY IN DEVELOPING DIALOGUE-BASED COMMUNICATION
SKILLS IN FIRST GRADE

Andreea-Simona Elgamal
PhD Student, ,lon Creanga” Pedagogical State University, Chisindau, Republic of Moldova

Abstract: This article investigates the impact of role-play activities on the development of dialogic
communication competence in first-grade pupils. The study analyzes three different contexts of oral
dialogue production: (1) the use of a frog puppet created during AVAP activities, (2) spontaneous
dialogues, and (3) dialogues prepared in advance based on given themes. Comparing the results of
these three activities helped us highlight the degree of task structuring and the quality of dialogue from
the perspective of authenticity. As a result of the research, Activity 2 (spontaneous dialogue with stuffed
toys) yielded the best outcomes in the nonverbal and creative categories, whereas Activity 3 (dialogue
prepared at home) led to the most consistent adherence to conventional formulas, but also to a dramatic
decrease in nonverbal expressiveness. Activity 1 (the frog made during AVAP) occupied an intermediate
position, benefiting from the advantage of object familiarity and the informal context. The research
underscores the importance of a balance between structured and unstructured activities in the
development of dialogic communication competence at early school age.

Keywords: dialogic communication, role-playing, language development, oral communication skills,
nonverbal communication.

Comunicarea dialogata reprezintd o componentd fundamentald a dezvoltarii socio-
emotionale si cognitive la vérsta scolara mica. In contextul educational al clasei intai, formarea
capacitatii de a interactiona verbal in mod adecvat, utilizdnd formule de salut, de multumire,
de solicitare, initierea si sustinerea unui dialog si utilizarea adecvata a limbajului in contexte
variate, constituie un obiectiv major al curriculumului la disciplina Comunicare Tn limba
romana. Dupa cum subliniazd Gardner si Yaacob [6, p. 292] ,,jocul de rol si dialogul ofera
copiilor mici cadrul natural in care acestia isi pot exersa abilitatile de comunicare intr-un mediu
protejat, caracterizat prin asumarea unor identitati alternative” .

Jerome Bruner subliniaza cd ,,interactiunea sociald este cadrul in care copilul invatad sa
utilizeze limbajul” 3, p. 45], evidentiind rolul dialogului in dezvoltarea cognitiva.

Prezentul studiu isi propune sa analizeze modul in care elevii din clasa 1 (28) isi
dezvolta competentele de comunicare dialogatd prin intermediul a trei tipuri distincte de
activitati de tip joc de rol. Cercetarea urmareste sa evidentieze atat aspectele pozitive, precum
dezinvoltura, creativitatea si Intelegerea umorului in dialog, cat si dificultatile intdmpinate de
copii atunci cand contextul devine mai formal sau structurat.

Literatura de specialitate subliniaza faptul ca abilitatile de comunicare dialogata se
dezvoltd progresiv la copiii mici, fiind influentate atdt de maturizarea cognitiva, cat si de
experientele sociale. Flavell [5, p. 45] afirmd ca ,.abilitatea de a adopta rolul celuilalt in
comunicare nu este o capacitate innascuta, ci una care se construieste treptat, prin intermediul
interactiunilor sociale repetitive si al jocului de rol” .

Cercetarile recente 1n domeniul psihologiei dezvoltarii au demonstrat ca, inca de la
varste fragede, copiii manifestd o tendintd naturald de a segmenta informatia complexa in
unitati mai simple atunci cand comunica prin gesturi , ceea ce prefigureaza structura limbajului
vorbit. Aceastd descoperire sustine ipoteza ca interventiile educationale timpurii in domeniul
comunicarii dialogate trebuie sa valorifice aceasta predispozitie naturald a copilului de a
organiza informatia intr-o manierd accesibila interlocutorului.
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Jocul de rol reprezintd un instrument pedagogic valoros in facilitarea dezvoltarii
limbajului la copiii mici. Didow si Eckerman [4, p. 172] aratd ca ,,implicarea in jocuri de
imitatie nonverbale faciliteazd raspunsurile verbale ale copiilor mici $i mentinerea unor
conversatii conectate tematic pe parcursul mai multor schimburi verbale”. Aceasta observatie
este esentiald pentru Intelegerea mecanismelor prin care activitatile ludice sustin dezvoltarea
dialogului.

In plus, cercetatorii australieni au evidentiat faptul ci bebelusii prea mici pentru a vorbi
utilizeazd deja mijloace nonverbale sofisticate, pentru a interactiona social. Aceastd
descoperire sugereaza cd baza comunicarii dialogate se construieste mult inainte de achizitia
limbajului verbal, iar activitdtile educationale trebuie sa valorifice aceste competente
preexistente.

Comunicarea nonverbala joaca un rol esential in eficienta dialogului, chiar si la varste
fragede. Andronic [1, p. 340] subliniaza ca ,,functia expresivd a comunicarii se manifesta
complex prin intermediul mimicii, mimului si gesturilor, nu doar prin cuvinte. Scoala
reprezintda mediul de comunicare si un factor educational important, unde copilul devine
constient de modurile de exprimare verbald si nonverbald” . Aceastd perspectiva integrativa
asupra comunicdrii este fundamentald pentru proiectarea activitatilor didactice care vizeaza
dezvoltarea dialogului.

Cercetarea s-a desfasurat pe parcursul a trei saptdmani la clasa [, din Scoala Gimnaziala
Nr 17, urbana, cu un grup de 28 de elevi (16 fete si 12 bdieti), cu varste cuprinse intre 7 si 8
ani.Toti participantii vorbesc limba romana ca limba materna si nu prezinta deficiente de limbaj
sau de auz semnalate. Cercetarea a implicat trei activitati distincte de producere a dialogului
oral:

Activitatea 1 — Joc de rol cu pipusa-broasci: In cadrul activititilor AVAP, copiii au
realizat individual o broscuta din materiale reciclabile, care putea fi manuita ca o papusa de
mana. Ulterior, li s-a cerut sa ,,dea viatd” broscutei si sa realizeze dialoguri orale in perechi,
simuland intalnirea dintre doud broscute. Fiecare pereche a avut ocazia sa-si prezinte dialogul
in fata clasei si sa-l continue pe parcursul a 2-3 minute.

Activitatea 2 — Dialog spontan cu jucirii de plus: Cu o zi Tnainte, elevii au fost
anuntati si aduca de acasi o jucirie de plus. In ziua urmaitoare, firi o pregitire prealabil a
dialogurilor, copiii au fost rugati sa-si ,,animeze” jucdriile si sa construiasca dialoguri spontane
in perechi, in fata clasei.

Activitatea 3 — Dialog pregatit acasa: Copiilor li s-a oferit o lista cu trei titluri-sugestii
pentru dialoguri, pe care urmau sa le pregateasca acasa:

Intalnire la bibliotecd” — doua personaje care se intalnesc si discuta despre cartea preferati;
,L.a magazin”- un vanzator si un cumparator care negociaza pretul unui obiect;
»In parc”/ ,, La telefon” — doi prieteni care se intilnesc dupi o perioada lungi de timp (la
alegere).

Evaluarea performantelor elevilor a fost realizata pe baza unei grile de observatie care a
urmadrit urmatoarele criterii :

e Respectarea formulelor de salut, multumire si solicitare;
Utilizarea intonatiei adecvate;
Mimica si gesturile asociate discursului;
Creativitatea si originalitatea dialogului;
Capacitatea de a mentine conversatia (numarul de schimburi verbale);
Sinceritatea/autenticitatea exprimarii.
Reactiile la replicile colegilor (intelegerea umorului).
In urma analizei celor trei activititi, au rezultat urmitoarele date sintetizate in Tabelul 1:
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Tabel 1. Performantele elevilor pe criterii (N=28)

Criterii evaluate Activitatea 1 Activitatea 2 Activitatea 3
(Broscuta) (Jucarii plus) (Pregitit acasa)
Respectd formulele de | 26 (92,9%) 27 (96,4%) 28 (100%)
Respectd formulele de |5, g5 705 25 (89,3%) 27 (96,4%)
multumire
Respectd formulele de |55 g5 194 24 (85,7%) 26 (92,9%)
solicitare
Utilizeaza intonatia o 0 0
I 25 (89,3%) 26 (92,9%) 22 (78,6%)
Utilizeaza  mimica  si | g g5 gop) 27 (96,4%) 18 (64,3%)
gesturi
Demonstreaza 0 0 0
reathyitate 25 (89,3%) 27 (96,4%) 20 (71,4%)
Mentine conversatia (>3 o 0 0
schimburd) 22 (78,6%) 25 (89,3%) 24 (85,7%)
Er‘:%crponeaza adecvatla | 5 (g5 705) 26 (92,9%) 17 (60,7%)

Activitatile desfasurate se coreleaza direct cu competentele specifice din disciplina
Comunicare in limba romana (CLR), clasa I:

1.2. Participarea la dialoguri simple in diferite contexte de comunicare, realizata prin
jocuri de rol si activitdti spontane;

2.1. Formularea de mesaje orale in situatii familiare de comunicare, exersatd prin
dialogurile create de elevi;

2.2. Respectarea normelor elementare de comunicare, evidentiatd prin utilizarea
formulelor de salut, multumire si solicitare.

Elevii au folosit ca tipuri de jocuri de rol : ,,Intalnire la bibliotecd” , ,,La cumparaturi”
»In parc” sau ,, La telefon”. Activititile propuse contribuie la formarea competentelor de
comunicare functionald, pundnd accent pe interactiune, adaptare la context si exprimare
coerenta.

Analiza releva faptul ca elevii manifestd o participare activa si spontand la actul
comunicdrii dialogate, ceea ce indica un nivel ridicat de implicare si disponibilitate pentru
interactiune verbala. De asemenea, se constata utilizarea corectd si adecvata a formulelor de
politete, semn al interiorizarii normelor de comunicare. Interesul crescut pentru activitdtile
interactive constituie un factor favorizant in formarea competentei de comunicare dialogata,
iar progresul vizibil Tn imbogatirea vocabularului reflecta eficienta strategiilor didactice
aplicate. Tendinta de a Intrerupe interlocutorul sugereaza o insuficienta consolidare a regulilor
conversationale, iar vocabularul limitat in anumite situatii comunicative poate restrange
expresivitatea si claritatea mesajului.
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Evaluarea componentelor comunicarii (scala 0-100)
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Fig. 2.2. Grafic privind evaluarea
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Datele obtinute evidentiaza faptul cd majoritatea elevilor (peste 70%) manifestd un
nivel ridicat de dezinvoltura in comunicarea dialogata, ceea ce confirma eficienta jocurilor de
rol si interactiune. In ceea ce priveste utilizarea formulelor specifice dialogului, se constata o
consolidare a comportamentelor lingvistice adecvate, elevii demonstrdnd interiorizarea
normelor de politete. Analiza intonatiei si a comunicarii nonverbale releva faptul cd aceste
componente sunt mai bine dezvoltate In contexte spontane decat in cele pregétite, ceea ce
sustine ideea cd autenticitatea situatiei de comunicare favorizeaza expresivitatea. De asemenea,
reactiile de tip ras sau apreciere fata de replicile colegilor indica nu doar intelegerea mesajului,
ci si implicarea afectiva in actul comunicarii.

Graficul 1 - Distributia performantelor pe activitati
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Fig. 3. Grafic comparativ intre cele trei activitati pentru fiecare categorie evaluati

Legenda figura 3: Performante comparative intre cele trei activititi de dialog (date
procentuale). Se observa vizual superioritatea Activitatii 2 la categoriile nonverbale si creative,
respectiv superioritatea Activitatii 3 la respectarea formulelor conventionale.

Graficul 3 prezinta distributia procentuala a performantelor elevilor pentru fiecare
dintre cele trei activitati, pe categorii de competente. Se observa un model distinct: activitatile
caracterizate prin spontaneitate ridicata (Activitatea 1 si, in special, Activitatea 2) genereaza
scoruri superioare la categoriile ce vizeaza creativitatea (96,4% in A2 fata de 71,4% in A3),
utilizarea mimicii si a gesturilor (96,4% in A2 fata de 64,3% in A3) si reactia adecvatd la umor
(92,9% in A2 fati de 60,7% in A3). In schimb, activitatea pregitita acasa (A3) conduce la
performante mai bune la criteriile ce vizeaza respectarea formulelor de politete. (100% la salut
in A3 fatd de 96,4% in A2). Aceste date sugereaza existenta unui ,,cost al formalizarii”, pe
masura ce cerintele devin mai structurate si copiii 1si pregétesc anticipat replicile, autenticitatea
si spontaneitatea exprimarii nonverbale si creative sunt diminuate, In timp ce acuratetea
conventiilor sociale creste. Rezultatele sunt in concordantd cu observatiile lui Kita si
colaboratorilor [7], care au constatat cd ,preferintele copiilor mici pentru comunicare
modeleazd modul 1n care aratd limbajul”, atunci cand li se permite sa fie spontani, copiii
comunicd mai natural si mai expresiv.
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Graficul 2 - Profil competente (Activitatea 2)
Mimica si gesturi

Reactie la

Crgativitate

Formule solicitare

Fig.4. Radar chart pentru profilul competentelor de dialog in Activitatea 2

Legenda Figura 4: Profilul competentelor de dialog in conditii de spontaneitate
(Activitatea 2). Graficul ilustreazd punctele forte ale elevilor (creativitate, comunicare
nonverbald, umor) si zonele care necesita dezvoltare (formule de solicitare).

Graficul oferd o vizualizare de tip radar a profilului competentelor de dialog in
conditiile optime de spontaneitate (Activitatea 2). Se remarcd un profil relativ echilibrat, cu
puncte forte evidentiate la categoriile ,,creativitate” (96,4%) si ,utilizare mimica si gesturi”
(96,4%), care ating niveluri aproape maxime. Aceste date sunt in concordanta cu afirmatia lui
Andronic [1, p. 341] conform careia ,,scoala reprezintd mediul de comunicare unde copilul
devine constient de modurile de exprimare verbala si nonverbald” . Zona care necesitd cea mai
mare atentie formativa este cea a ,,formulelor de solicitare” (85,7%), sugerand ca, desi elevii
de varsta scolara mica stapanesc satisfacator formulele de salut si multumire, formulele de
solicitare — care implica adesea nuante de politete mai complexe (,,ati putea sa...”, ,,va rog
frumos sd...”) — sunt mai putin internalizate. Aceastd observatie este relevanta pentru
proiectarea interventiilor educationale ulterioare.

Aspecte pozitive identificate Datele colectate releva multiple aspecte pozitive privind
competenta de comunicare dialogati a elevilor din clasa pregititoare. In primul rand,
majoritatea covarsitoare a copiilor (24 din 28, reprezentand 85,7%) au demonstrat capacitatea
de a construi dialoguri, respectiand regulile de baza ale conversatiei, inclusiv alternanta rolurilor
de vorbitor si ascultator. Acest rezultat depaseste asteptarile pentru aceastd grupa de varsta si
sugereaza o expunere familiala si scolara favorabild dezvoltarii limbajului.

In al doilea rand, s-a observat o intelegere profunda a umorului in dialog, evidentiata
de reactiile autentice ale copiilor (rasete, zimbete, comentarii spontane) la replicile colegilor.
Asa cum subliniaza cercetdtorii australieni, ,,micutii se foloseau chiar de mici jocuri sociale, de
care adultii nu isi dau seama decat dacd urmaresc foarte atent comportamentul copiilor”.
Aceastd capacitate de a aprecia umorul intr-un dialog sugereazd nu doar intelegerea
continutului literal, ci si a intentiilor comunicative si a nuantelor pragmatice ale limbajului —
un indicator important al dezvoltarii competentei comunicative.

In al treilea rand, dezinvoltura si creativitatea manifestate in cadrul Activitatii 2
(dialoguri spontane cu jucarii de plus) au depasit asteptarile. Copiii au creat povesti elaborate,
au atribuit personalitdti distincte jucdriilor si au mentinut conversatii coerente pe parcursul a 3-
5 minute. Gardner si Yaacob [6, p. 298] explicd acest fenomen prin faptul ca ,,jocul de rol ofera
copiilor un context sigur pentru experimentarea cu diferite registre lingvistice si identitati
sociale” .
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Aspecte negative si dificultiiti intAmpinate. In ciuda performantelor generale bune,
cercetarea a evidentiat si cateva aspecte care necesita atentie formativa. In primul rand, 4 elevi
(14,3%) au intampinat dificultati semnificative in construirea si mentinerea unui dialog coerent,
indiferent de context. Acesti copii au avut tendinta de a produce monologuri paralele ( copilul
mic are tendinta de a-si centra discursul pe propria perspectiva, fara a integra pe deplin punctul
de vedere al interlocutorului si reflectd o dezvoltare insuficienta a abilitdtilor de ascultare
activd ) sau de a raspunde Tn mod neconex tematic la replicile colegului. Aceastd observatie
este in concordanta cu constatarile lui Flavell [5, p. 78], care nota ca ,.existd o variabilitate
individuala semnificativa in ritmul dezvoltarii abilitatilor de preluare a rolului in comunicare” .
In al doilea rand, in cadrul Activitatii 3 (dialog pregatit acasi), s-a observat o diminuare vizibila
a spontaneitatii si a expresivitatii nonverbale. Copiii au devenit mai rigizi, mai preocupati de
,»a spune corect” replicile memorate si mai putin capabili sa reactioneze flexibil la neprevazut.
10 elevi (35,7%) au prezentat o scadere cu peste 30% a scorului la categoria ,,utilizare mimica
si gesturi” comparativ cu activitatea anterioara. Acest fenomen poate fi interpretat ca un efect
al anxietatii de performanta — atunci cand sarcina este perceputa ca fiind evaluatd mai formal,
copiii 1si inhibd comportamentele naturale de exprimare nonverbald. Este important de
mentionat ca aceastd dificultate nu reflectd o deficientda a copiilor, ci mai degraba o
caracteristica a dezvoltarii tipice la aceasta varstad. Dupa cum subliniaza un studiu din domeniul
psihologiei dezvoltarii, ,,copiii de 7 ani aratd cea mai puternica tendintd de a descompune
miscarea si traseul Tn doud gesturi separate, ceea ce inseamna ca mimica lor seamana mai mult
cu limbajul” — aceasta tendinta de a segmenta informatia poate fi exacerbata in conditii de stres,
ducand la o exprimare mai putin fluenta.

Compararea celor trei activitati evidentiaza o relatie interesantd intre gradul de

structurare a sarcinii si calitatea dialogului din perspectiva autenticitatii. Activitatea 2 (dialog
spontan cu jucdrii de plus) a generat cele mai bune rezultate la categoriile nonverbale si
creative, in timp ce Activitatea 3 (dialog pregatit acasd) a condus la cea mai buna respectare a
formulelor conventionale, dar la o scddere dramatica a expresivitatii nonverbale. Activitatea 1
(broscuta realizata la AVAP) a ocupat o pozitie intermediard, beneficiind de avantajul
familiaritatii cu obiectul (copiii si-au creat singuri papusile) si al contextului informal.
Aceste rezultate sustin ipoteza ca spontaneitatea este un factor important in manifestarea
comportamentelor creative si expresive la copiii mici. Atunci cand li se oferd libertatea de a
improviza, copiii activeaza resurse cognitive si emotionale care nu sunt accesibile in conditii
de sarcina structurata. Implicatia pedagogica este clara: activitatile de tip joc de rol trebuie sa
pastreze un echilibru intre structura (pentru a asigura achizitia conventiilor) si libertate (pentru
a permite exprimarea autentica).

Distributia participarii la dialog (activitati spontane)

Spontan - Dezinvolti

Spontan - Dificil

Spontan - Mediu

Fig. 5. Distributia spontaneitatii
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Distributia participarii la dialog in cadrul activitétilor spontane evidentiaza faptul ca
majoritatea elevilor (71,4%) manifesta un comportament comunicativ dezinvolt, ceea ce
confirma eficienta strategiilor didactice centrate pe interactiune si joc. Un procent mai redus
de elevi (17,9%) se situeazd la un nivel mediu, in timp ce doar 10,7% intdmpind dificultati,
ceea ce indicd necesitatea unor interventii diferentiate.

ANALIZA COMPARATIVA IN PROCENTE
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Fig. 6 Compararea activitatilor

Analiza comparativd in procente relevda faptul cad activitdtile spontane favorizeaza
dezvoltarea spontaneitatii (85,7%), expresivitatii (82,1%) si fluentei (78,6%), In timp ce
activitatile pregatite contribuie semnificativ la cresterea corectitudinii exprimarii (85,7%).
Aceste rezultate sustin ideea ca un demers didactic echilibrat, care imbina activitatile spontane
cu cele structurate, este esential pentru dezvoltarea competentei de comunicare orala.

Rezultatele cercetarii se coreleazd direct cu competentele specifice prevazute in Programa
scolard pentru disciplina Comunicare in limba romana, clasa pregititoare si clasa 1. In
conformitate cu programa, la finalul clasei I, elevii ar trebui sa:

o CS1: ,,Sa participe la conversatii in diferite contexte de comunicare” — cercetarea
noastra aratd ca 85,7% dintre elevi ating acest standard, cu mentiunea ca performanta
este superioard in contexte de spontaneitate comparativ cu contexte structurate.

e (CS2: ,Sa utilizeze formule elementare de salut, de multumire, de solicitare” — datele
indica o achizitie progresivd a acestor formule, cu un procent de 100% la salut in
conditii de pregatire prealabild, dar doar 92,9% in conditii spontane. Aceasta
discrepantd sugereaza cad transferul competentei in contexte noi necesitd exersare
suplimentara.

e (CS4: ,Saisi exprime ideile si sentimentele in situatii de comunicare orala” — scorurile
ridicate la categoria creativitate (96,4% in A2) si reactie la umor (92,9% in A2) indica
faptul ca elevii poseda capacitatea de a-si exprima autentic emotiile si ideile atunci cand
contextul este perceput ca fiind sigur si lipsit de presiune evaluativa.

Profilul absolventului clasei I, asa cum este definit in programa scolara, include capacitatea
de ,,a interactiona verbal cu colegii si adultii in diverse situatii de comunicare”. Datele noastre
sugereaza ca majoritatea elevilor (peste 85%) se Indreaptd catre atingerea acestui profil, desi
exista o minoritate (14,3%) care necesita interventii suplimentare.
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Cercetarea de fatd demonstreaza ca elevii din clasa 1 poseda o capacitate observabila de a
construi dialoguri orale creative si expresive, in special atunci cand contextul permite
spontaneitatea si jocul de rol la liberd alegere . Papusa realizatd manual in cadrul AVAP si
jucariile de plus aduse de acasa s-au dovedit a fi instrumente pedagogice eficiente in facilitarea
acestor comportamente comunicative. De asemenea, S-a constatat ca pregatirea anticipatd a
dialogurilor, desi utila pentru fixarea formulelor conventionale, poate inhiba exprimarea
nonverbald autentica si creativitatea.

Principalele implicatii pedagogice ale cercetarii sunt:

1. Echilibrarea activitatilor structurate si nestructurate: Este recomandabil ca
activitatile de tip joc de rol sd alterneze intre momente de pregatire (pentru achizitia
conventiilor) si momente de improvizatie libera (pentru dezvoltarea creativitatii si a
expresivitatii nonverbale).

2. Valorificarea jucariilor si obiectelor familiare: Utilizarea obiectelor create de copii
sau aduse de acasa creste gradul de implicare emotionala si autenticitatea exprimarii.

3. Atentionarea asupra efectelor anxietitii de performanta: Evaluarea competentelor
de comunicare orala ar trebui sa se realizeze preponderent in contexte naturale, non-
formale, pentru a nu inhiba comportamentele autentice ale copiilor.

4. Interventia diferentiata: Pentru cei 14,3% dintre elevi care intampina dificultiti in
mentinerea dialogului, se recomanda activitati suplimentare de tip joc de rol in perechi,
cu sprijinul unui partener mai competent.

Studiul de fatad se incadreaza intr-o abordare exploratorie si oferd o perspectiva practica
asupra dezvoltarii comunicarii dialogate la elevii din clasa I. Dimensiunea esantionului (N=28),
provenind dintr-o singura unitate scolard, permite o analiza detaliatd si contextualizata a
comportamentelor comunicative, surprinzand particularitati relevante ale grupului investigat.
De asemenea, perioada de desfasurare, desi relativ scurtd, a fost suficientd pentru a evidentia
tendinte semnificative in manifestarea spontaneitatii si a corectitudinii exprimarii. Absenta
unei evaluari initiale a fost compensata prin observatia sistematica si prin diversitatea situatiilor
de invatare propuse, care au permis conturarea unui profil autentic al competentelor de
comunicare ale elevilor. Astfel, rezultatele obtinute constituie un punct de plecare valoros
pentru investigatii viitoare si pentru optimizarea practicilor didactice. In acest context, jocul de
rol s-a dovedit a fi o metoda didactica eficientd in stimularea comunicarii dialogate la elevii
din clasa I, facilitand implicarea activd a acestora in situatii de comunicare apropiate de
realitate. Prin intermediul situatiilor simulate, elevii au avut oportunitatea de a-si exersa
exprimarea orala intr-un cadru securizant, dezvoltandu-si atat fluenta verbala, cat si increderea
in propriile abilitati de comunicare. De asemenea, activitatile de tip joc de rol au contribuit la
imbogdtirea vocabularului activ si la formarea unor structuri dialogate corecte, adecvate
contextului.

In acelasi timp, s-a observat o crestere a capacititii de ascultare activa si de respectare
a regulilor de comunicare, aspecte esentiale in formarea competentei de comunicare orala la
varsta scolara mica. Totodata, jocul de rol a contribuit la diminuarea timiditatii si a blocajelor
de exprimare, oferind elevilor mai putin siguri pe sine ocazia de a participa activ fara teama de
a gresi. Activitatile desfasurate in perechi sau in grupuri mici au favorizat cooperarea si
schimbul de idei, ceea ce a condus la 0 mai buna coeziune a colectivului de elevi. De asemenea,
S-a constatat ca aceasta metoda sprijind dezvoltarea gandirii creative, elevii fiind pusi in situatia
de a gasi rapid raspunsuri si formulari adecvate in contexte variate de comunicare. In ansamblu,
utilizarea jocului de rol in activitatile de limba si comunicare reprezintd un demers didactic
valoros, cu impact direct asupra formarii competentelor de comunicare dialogatd la varsta
scolard mica.

In concluzie, studiul confirmi faptul ci vorbirea dialogati nu reprezinti doar un
obiectiv curricular, ci un veritabil instrument de constructie a identitatii cognitive si socio-
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emotionale a elevului de varstd mica. Rezultatele obtinute evidentiazd superioritatea
contextelor de Invatare autentice, In care spontaneitatea, expresivitatea si interactiunea reala
devin catalizatori ai dezvoltarii limbajului. In acelasi timp, rigoarea activitatilor pregitite isi
dovedeste utilitatea in structurarea discursului, conturand necesitatea unei abordari didactice
echilibrate. Din aceasta perspectiva, cadrul didactic este chemat sa proiecteze experiente de
invatare care s valorifice dialogul ca practica vie, nu ca exercitiu formal, transformand sala de
clasa intr-un spatiu al comunicarii autentice. Astfel, educatia timpurie capata valente formative
profunde, contribuind decisiv la dezvoltarea unor viitori comunicatori competenti, reflexivi si
adaptati cerintelor societatii contemporane.
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UNDERSTANDING RESPONSES TO DIFFERENCE IN A TECHNOLOGICALLY
MEDIATED WORLD: A RELATIONAL PERSPECTIVE
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Abstract: This study explores how individuals perceive, interpret, and respond to difference in
contemporary relational contexts, with a particular focus on situations involving neurodiversity, such
as Autism Spectrum Disorder (ASD) and Attention-Deficit/Hyperactivity Disorder (ADHD). Drawing
on qualitative data collected through open-ended questionnaires administered to parents, teachers, and
members of the broader community, the research identifies recurring patterns of response, including
empathic engagement, defensive distancing, and ambivalent positioning. Beyond descriptive analysis,
the study proposes an interpretative perspective that understands these responses as forms of regulation
of relational engagement, shaped by the individual’s capacity to remain involved in situations perceived
as emotionally and cognitively demanding. In this sense, responses to difference are not reduced to
attitudes or levels of knowledge, but are approached as dynamic processes through which individuals
negotiate their involvement in relational contexts. The paper also considers the broader implications
of these dynamics in a technologically mediated world, where the increasing presence of artificial
intelligence in educational settings may influence how individuals engage with complex relational
situations, difference, and relational demands. From this perspective, the study highlights the
importance of maintaining human relational engagement as a central dimension of educational and
social processes.

Keywords: neurodiversity, relational dynamics, engagement regulation, educational contexts, artificial
intelligence

1. Introduction

Contemporary societies are increasingly characterized by diversity in ways of thinking,
learning, communicating, and relating to others, while educational systems are increasingly
challenged to respond to diverse developmental and learning needs [6]. Within this broader
context, neurodiversity has emerged as an important topic in educational, psychological, and
social research. Conditions such as autism spectrum disorder (ASD) and Attention-
Deficit/Hyperactivity Disorder (ADHD) have received growing attention due to their
prevalence and the challenges they may generate in educational and social environments [2].
Research has traditionally focused on the characteristics, needs, and developmental trajectories
of individuals diagnosed with ASD and ADHD. Considerable efforts have been dedicated to
improving assessment procedures, therapeutic interventions, educational adaptations, and
family support programs [1; 4; 3]. While these contributions remain essential, less attention
has been devoted to a complementary question: how do other people perceive and respond to
difference?

The experiences of children with ASD and ADHD are influenced not only by their
individual characteristics but also by the reactions of parents, teachers, peers, and members of
the wider community [5; 7]. Acceptance, inclusion, support, misunderstanding, avoidance, and
stigmatization all contribute to the quality of these experiences. Consequently, understanding
responses to difference becomes an important step toward creating more inclusive educational
and social environments.

This issue acquires additional relevance in a world increasingly mediated by digital
technologies and artificial intelligence. Contemporary technologies provide unprecedented
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access to information and facilitate decision-making processes. However, they also raise
questions regarding how individuals engage with uncertainty, ambiguity, and relational
complexity. As interactions become progressively supported by technological systems, it
becomes important to examine whether such systems encourage deeper engagement with
difference or contribute to forms of relational distancing.

The present study explores how individuals perceive, interpret, and respond to
neurodiversity, with particular attention to ASD and ADHD. Based on qualitative data
collected from parents, teachers, and members of the wider community, the research identifies
recurring patterns of response and examines their relational significance. Beyond descriptive
findings, the study proposes an interpretative perspective that understands these responses as
dynamic processes through which individuals regulate their involvement in situations
perceived as emotionally, cognitively, and relationally demanding.

2. Theoretical Background
2.1. Difference as a Relational Phenomenon

Difference is often approached as a characteristic of individuals who differ from socially
established norms. Within educational and clinical contexts, this perspective tends to
emphasize diagnostic categories, functional limitations, or developmental particularities.
While such approaches provide valuable information, they may overlook an important
dimension of difference: its relational character.

Difference becomes socially meaningful only through interaction, as individual
development and social participation are fundamentally embedded in relational contexts [9,
10]. The challenges associated with neurodiversity emerge not solely from the characteristics
of the individual but also from the ways in which these characteristics are interpreted,
accommodated, accepted, or rejected by others. Consequently, responses to difference
constitute an important component of the lived experience of neurodivergent individuals [5; 4].

Several authors have highlighted the central role of relationships in human development.
Winnicott [10] emphasized the importance of facilitating environments in supporting
emotional development, while Stern [9] demonstrated how interpersonal experiences
contribute to the formation of the self from the earliest stages of life. These perspectives suggest
that development cannot be understood independently of the relational contexts within which
it unfolds.

From this standpoint, situations involving neurodiversity may be viewed as relational
encounters that require individuals to negotiate uncertainty, adapt expectations, and remain
engaged despite emotional or cognitive challenges. Such encounters frequently demand
patience, flexibility, empathy, and tolerance for ambiguity. The ability to sustain these forms
of engagement may therefore influence the quality of responses to difference.

2.2.Relational Engagement and the Regulation of Involvement

The present study adopts a perspective according to which human development involves a
continuous negotiation between engagement and the capacity to sustain engagement over time.
Individuals are constantly confronted with situations that invite greater involvement,
responsibility, visibility, or relational openness. However, the ability to remain engaged in
these situations varies according to personal, contextual, and relational resources.

From this perspective, responses to difference may be understood not merely as expressions
of attitudes or knowledge but also as forms of relational regulation. Acceptance, avoidance,
distancing, and ambivalence may represent different ways through which individuals manage
the demands associated with situations perceived as challenging or emotionally intense.

Such an interpretation does not reduce distancing or withdrawal to simple deficits of
empathy. Instead, these responses may reflect attempts to preserve psychological balance when
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the demands of a relational situation exceed the individual’s perceived capacity for sustained
involvement. This perspective allows for a more nuanced understanding of the dynamics
underlying interactions with neurodivergent individuals and highlights the importance of
considering both personal and contextual factors in the analysis of social responses.

3. METHOD
3.1.Participants and Data Collection

The study is based on qualitative data collected during two successive data collection
periods conducted in 2024 and 2026. Data were gathered through open-ended questionnaires
administered to individuals who were directly or indirectly familiar with autism spectrum
disorder (ASD) and Attention-Deficit/Hyperactivity Disorder (ADHD).

Participants included parents, teachers, educational professionals, medical personnel,
family members, colleagues, and members of the wider community. The diversity of
respondent categories allowed the exploration of multiple perspectives regarding the
challenges associated with neurodiversity and the ways in which individuals perceive and
respond to developmental and functional differences.

3.2.Data Analysis

A thematic analysis approach was employed in order to identify recurring patterns,
meanings, and interpretative frameworks emerging from participants’ responses. Rather than
focusing exclusively on the frequency of specific themes, the analysis aimed to understand how
respondents constructed meaning around neurodiversity and how they described their own
reactions and those of the surrounding social environment.

The analysis followed an iterative process involving repeated reading of responses,
identification of recurring themes, grouping of similar meanings, and interpretation of broader
relational dynamics.

4. FINDINGS
4.1.Theme 1. Difference as a Challenge of Social Acceptance

One of the most consistent findings across both datasets concerns the importance of social
acceptance and inclusion. Participants repeatedly identified acceptance by peers, teachers,
parents, and the wider community as one of the major challenges associated with ASD and
ADHD.

Many respondents emphasized difficulties related to integration into educational settings
and social groups, referring to experiences of rejection, misunderstanding, stigmatization, and
exclusion. Concerns regarding social participation often appeared more frequently than
references to the symptoms themselves, suggesting that relational and social factors constitute
a central component of lived experience [4; 5.]

Statements such as “the challenge of being accepted,” “social integration and
acceptance,” Or “acceptance in society and school integration” illustrate the centrality of this
theme in participants’ accounts.

4.2.Theme 2. Relational Demands and Emotional Burden

A second recurring theme concerns the emotional, cognitive, and practical demands
associated with supporting neurodivergent children.

Parents frequently referred to the need for patience, constant emotional availability,
sustained attention, and long-term commitment. Several responses highlighted fatigue and the
effort required to remain engaged in situations that often involve uncertainty, behavioural
challenges, and continuous adaptation. These findings are consistent with previous studies
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emphasizing parental burden, coping processes, and the emotional demands associated with
supporting children with ASD and ADHD [5; 3].

The recurring references to “permanent emotional availability,” “a lot of patience,” and
“having enough energy” suggest that respondents experienced neurodiversity not only as a
developmental condition affecting the child, but also as a relational reality requiring ongoing
engagement from those around them.

29 ¢

4.3.Theme 3. Defensive Distancing and Ambivalent Responses

Although many participants expressed empathy and willingness to support neurodivergent
children, the data also revealed signs of hesitation, uncertainty, and distancing. These responses
did not necessarily reflect rejection or hostility. Rather, they appeared to emerge in situations
where individuals felt insufficiently prepared, unsupported, or emotionally overwhelmed.

Several respondents referred to the lack of knowledge among teachers and community
members, difficulties in understanding specific behaviours, and uncertainty regarding
appropriate ways of responding. In some cases, these difficulties seemed to generate avoidance
or reduced involvement.

Such findings suggest that responses to difference may not always be determined by
attitudes alone. Instead, they may reflect the individual’s perceived ability to remain engaged
in situations experienced as demanding, unpredictable, or emotionally intense.

From this perspective, distancing may be interpreted not exclusively as a lack of empathy,
but also as an attempt to manage personal limits in the face of relational demands that are
perceived as difficult to sustain.

4.4.Theme 4. Shared Responsibility and Support Networks

Another prominent theme concerns the perception that supporting neurodivergent
individuals should not be viewed as the responsibility of a single person or institution.
Participants repeatedly emphasized the importance of collaboration among families, schools,
specialists, and the wider community.

References to multidisciplinary teams, coordinated interventions, and collective
involvement appeared consistently across both datasets. Respondents frequently argued that
meaningful inclusion requires cooperation between multiple actors and cannot be achieved
through isolated efforts.

These findings indicate that neurodiversity is understood not only as an individual or family
issue but also as a broader social and relational challenge. The quality of support appears to
depend on the extent to which different actors are able to coordinate their efforts and share
responsibility.

The emphasis placed on collective involvement suggests that respondents perceive
inclusion as a relational process rather than as an individual achievement.

5. Discussion

The findings of the present study suggest that responses to difference are shaped by factors
that extend beyond knowledge, information, or explicitly stated attitudes. While educational
interventions frequently focus on increasing awareness and understanding [3; 4], the results
indicate that another dimension may be equally important: the capacity to sustain relational
engagement in situations perceived as demanding.

Across the responses, acceptance, avoidance, empathy, hesitation, and ambivalence
appeared not as fixed personality traits, but as dynamic reactions emerging within specific
relational contexts. Individuals seemed to differ not only in what they knew about ASD or
ADHD, but also in their ability to remain involved when faced with uncertainty, emotional
intensity, behavioural challenges, or prolonged responsibility.
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From this perspective, responses to difference may be understood as forms of regulation of
relational engagement. Empathic involvement, defensive distancing, and ambivalent
positioning can be interpreted as different ways through which individuals negotiate their
participation in situations that require emotional, cognitive, and relational resources.

Such an interpretation allows for a more nuanced understanding of behaviours that are often
described exclusively in moral terms. Rather than reducing avoidance or withdrawal to
indifference or lack of empathy, these responses may also reflect attempts to preserve
psychological stability when relational demands exceed perceived capacities. This perspective
is consistent with relational and developmental approaches emphasizing the role of context and
interaction in shaping human functioning [9; 10].

The findings therefore invite a shift from asking whether individuals are willing to accept
difference to exploring the conditions that enable them to remain engaged with difference in
meaningful and sustainable ways.

5.1.An Interpretative Perspective on Relational Engagement Regulation

The findings identified in the present study suggest the possibility of approaching responses
to difference through a broader interpretative framework focused on the regulation of relational
engagement.

Within this perspective, situations involving neurodiversity may be understood as contexts
that invite individuals to occupy new relational positions characterized by increased
responsibility, visibility, uncertainty, and interpersonal involvement. Such situations frequently
require individuals to expand their capacity for engagement beyond familiar or previously
established patterns.

However, the capacity to sustain such forms of engagement is not unlimited. Individuals
differ in their ability to remain involved in emotionally, cognitively, and relationally
demanding contexts. Consequently, responses such as empathic involvement, defensive
distancing, or ambivalent positioning may reflect attempts to regulate participation in ways that
preserve psychological and relational viability.

This interpretation resonates with a broader conceptual perspective that understands human
development as a continuous negotiation between existential expansion and the conditions
required for its livability [8]. From this viewpoint, acceptance and inclusion may depend not
only on knowledge or attitudes but also on the individual capacity to inhabit increasingly
demanding relational spaces without withdrawing from them.

The present interpretation is consistent with the emerging framework of the Existential Space
Regulation System (ESRS) [8], which conceptualizes human development not as a linear
trajectory of differentiation or growth, but as a continuous negotiation between existential
expansion and the conditions required for its livability.

From this viewpoint, acceptance and inclusion may depend not only on knowledge or
attitudes but also on the individual capacity to inhabit increasingly demanding relational spaces
in ways that remain psychologically and relationally livable.

6. Artificial Intelligence, Technological Mediation and Relational Engagement

The findings presented above acquire additional relevance within a social context
increasingly shaped by digital technologies and artificial intelligence. Educational systems are
progressively incorporating Al-based tools designed to facilitate access to information,
personalize learning, support decision-making, and optimize educational processes [12; 11].

These developments offer significant benefits. Artificial intelligence can contribute to the
identification of learning needs, facilitate communication, provide educational resources, and
support both teachers and families in navigating complex situations. In contexts involving
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neurodiversity, Al may improve access to information, reduce uncertainty, and assist in the
development of individualized educational strategies [12; 11].

However, beyond these practical advantages, the increasing mediation of human
interactions through technological systems raises important ethical and relational questions.
Access to information does not automatically translate into understanding, just as knowledge
about a condition does not necessarily lead to meaningful engagement with the person who
experiences it.

The present findings suggest that one of the central challenges associated with difference
is not merely informational but relational. Participants repeatedly referred to the emotional,
cognitive, and interpersonal demands involved in supporting neurodivergent individuals. These
demands often require patience, flexibility, tolerance for ambiguity, and the capacity to remain
engaged despite uncertainty or discomfort.

From this perspective, there is a risk that technological systems may inadvertently
encourage forms of externalization of understanding. Individuals may increasingly rely on
technological tools to explain, categorize, or manage situations that traditionally required direct
interpersonal engagement. While such tools can provide valuable support, they cannot fully
replace the relational processes through which empathy, trust, and mutual understanding are
developed.

Consequently, the ethical challenge posed by artificial intelligence in education may not be
limited to issues of accuracy, privacy, or access. It may also involve preserving opportunities
for authentic human engagement with difference and maintaining the relational dimensions of
education emphasized in recent international guidelines regarding Al use in educational
contexts [11].

In this sense, the responsible integration of artificial intelligence requires maintaining a
balance between efficiency and human presence, between access to information and relational
understanding, and between technological assistance and direct interpersonal involvement.

7. Conclusions

The present study explored how individuals perceive and respond to neurodiversity,
focusing on autism spectrum disorder and Attention-Deficit/Hyperactivity Disorder as contexts
in which difference becomes particularly visible within educational and social environments.

The findings indicate that responses to difference are shaped not only by knowledge and
attitudes but also by the capacity to sustain relational engagement in situations experienced as
emotionally, cognitively, and socially demanding. Patterns such as empathic involvement,
defensive distancing, and ambivalent positioning appear to reflect different ways of negotiating
participation in such contexts. This perspective suggests that inclusion may depend not only
on awareness and acceptance, but also on the conditions that allow individuals to maintain
relational engagement in ways that remain viable over time.

The study further suggests that understanding responses to difference requires moving
beyond individual explanations and considering the broader relational and contextual
conditions that influence engagement.

Within an increasingly technologically mediated world, these findings acquire additional
ethical significance. While artificial intelligence offers important opportunities for education
and inclusion, maintaining authentic human engagement remains essential. Technology may
support understanding, but it cannot fully replace the relational processes through which
acceptance, trust, empathy, and inclusion are constructed.

Future research may further explore these dynamics through mixed-methods approaches
and investigate the ways in which technological mediation influences relational engagement
across diverse educational and social contexts.
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