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Bologna Process in 2005. Some key developments attained since then include reform of degree system (three cycles of education), revision 

of educational standards and requirements, etc. One of the future challenges includes employability of graduates. It means HE institutions in 

Moldova will be made to be more responsive to employers’ needs, to pay particular attention to improving the teaching quality of the study 

programmes, to continue to develop learning outcomes in accordance with the programmes.  

At this point, it has become urgent to define the learning outcomes in higher education. University of Warwick defines learning 

outcomes as the skills and knowledge a student will possess upon successful completion of a course. Learning outcomes as set out 

in Warwick course specifications are divided into four categories: 

1. Subject knowledge and understanding; 

2. Subject-specific skills are practical skills, practice of which is integral to the course, e.g. laboratory skills, language skills, counselling skills; 

3. Cognitive skills, intellectual skills such as an understanding of methodologies, synthesis, evaluation or ability in critical analysis; 

4. Key skills are skills that are readily transferable to employment in other contexts, such as written and oral communication, working 

within a team, problem solving, numeracy and IT skills92. 

Stephen Adam notes that the creation of learning outcomes is not a precise science and they require considerable thought to write. 

Learning outcomes are commonly further divided into different categories of outcomes. The most common sub-divisions are between: 

subject specific outcomes that relate to the subject discipline and the knowledge and/or skills particular to it; and generic (sometimes called 

key transferable skills) outcomes that relate to any and all disciplines e.g. written, oral, and problem-solving, information technology, and 

team working skills, etc. Adam believes that the identification of generic skills is seen as important in enhancing the employability of gradua-

tes whatever their discipline [1]. 

Strictly speaking, we may assume that a learning outcome should answer the question: What should a student be able to do at the end of in-

struction/training?” It should come along with assessment of student learning. Thus, a student should be widely aware of what we are doing in 

the classroom, why we are doing it and what the expected results might be. Learning outcomes are broad goals that describe what the learners are 

supposed to know or be able to do and may be based upon the needs of the learner, the needs of society and what the learner should know about a 

particular subject. Because learning outcomes are broad goals, they are stated in general terms. For example, “The student will become familiar 

with the major forms and conventions of Romantic literature” or “The student will develop a general understanding of Victorian Values” may be 

taken as reasonable learning outcomes. On their own, however, learning outcomes like these cannot be observed, measured, or evaluated. Each 

learning outcome, therefore, must be supported and defined by one or more specific objectives. Objectives are the primary building blocks of 

good curriculum design. They support the learning outcome in that each is a small step in arriving at what the learner is supposed to know or 

be able to do. The following guidelines should be kept in mind when we write objectives to support the learning outcomes in our modules:  

 Sequence the content of each objective in a logical order, for example, from simple to complex, from known to unknown, chronologi-

cally, etc.  

 Avoid the use of verbs that represent actions or concepts that are difficult to measure, such as appreciate, be familiar with, believe, 

comprehend, enjoy, know, learn, master, and understand.  

 Avoid the use of vague qualifiers, such as very, completely, fully, totally, and quickly93. 

Learning a foreign language should be viewed and used as an efficient tool in developing 21st century literacies. Because languages are 

complex, with rules and exceptions, mental agility and flexibility is required in studying them. Learning and applying these rules requires 

thinking and analysing, as well as accepting that languages are different from each other. It develops a sort of open-mindedness, as well as 

creativity and divergent thought. Studying a foreign language also involves dedication and tenacity. Continuing to learn a language in spite 

of disappointments, lack of time or any other reasons, educates a person who can put an effort to achieve a set goal. It is through language 

learning that we grow more culturally-aware and more tolerant persons, with a greater capacity to understand people. Finally, mastery of a 

foreign language might be useful in building one’s career.  

The European Concept of Higher Education is oriented towards preparing highly qualified individuals with knowledge of foreign 

languages, intercultural communication and multidisciplinary skills. It is not clear yet to what extend our University responds to this demand 

of the time. However, it is definitely urgent to discuss and adopt a unified policy regarding the concept of foreign language instruction at the 

University in view of raising employability of our graduates nationally and internationally.  
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Nothing else in foreign language teaching has caused so many discussions as the question of how to teach grammar. The long domina-
ting analytic grammar-translation approach was strongly opposed in the last decades of the XX-th century by the direct method focused on 

use. The appearance of the communicative method divided the educators into those who thought grammar was necessary in foreign language 
teaching/learning and those who were against it. While in the West the opposition was very strong, in Moldova it was weaker. Though there 

were attempts to exclude grammar from teaching foreign languages this position was much weaker. It looks as if the teaching of grammar in 
teaching foreign languages has always been favored by Moldovan teachers. However their opinions on how to teach grammar vary greatly. 

The number of those who insist on teaching the rules and the forms only and on students memorizing them is regretfully not too small.  
Thus the question of the role of grammar in foreign language teaching in Moldova is not an outmoded one. It is especially important in 

teacher training universities where students are the teachers of tomorrow. Teaching practices show that there is no single method that could 
be called the best in teaching foreign languages. We believe that we should focus on both, form and use as we should integrate the study of 

language with that of language in use. We start from the assumption that grammar, like reading, writing and speaking, is a skill which means 
that the student should be able to use grammar items in practice, i.e., be able to communicate successfully. And, as it is mentioned in the Pr-

face to Grammar Dimensions: Form, Meaning and Use (Series director - Diane Larsen-Freeman) “…a major means to this end is to teach 
students to use grammatical structures”94. This will help them learn grammar dynamically, in the process of communication and not stati-

cally. Such an approach will wash away the boring atmosphere in grammar teaching/learning and the process will become an enjoyable one.  
When we decide how to teach grammar in EFL, what exactly and how much of it, we should very carefully consider the objectives and 

how they meet the students’ needs. In a teacher training program we train future teachers who will enter the job market well equipped with 

the necessary knowledge, abilities and skills. Thus the role of grammar in this kind of program is essential and cannot be diminished. Foreign 
language students should not only learn the grammatical material and know all the rules, they should be able to explain and analyse grammar 

items and answer their future pupils’ questions.  
Even though most foreign language students realize this, to many of them grammar is a boring subject that means learning by heart and 

memorizing. It is therefore the teacher’s very important task to interfere and persuade his students that they will succeed in acquiring the 
foreign language and in learning how to teach it only when they know its grammar that is the backbone of language. He should be able to 

illustrate how grammar can provide learners with the necessary structures so that they can organize and express their messages. This is 
important for this category of students because they are not trained only to become good users of a foreign language. They undoubtedly need 

to master the language but as future teachers they need to learn the terminology and get into the essence of grammatical items. The teacher’s 
arguments should be interesting and convincing. For example, the teacher may try to prove how important it is to be able to make the right 

choice between the infinitive and the ing-form after certain verbs. To do it he may analyse the two sentences:  
a) He stopped smoking.  

b) He stopped to smoke.  
The students learn in (a) that smoking is given up while in (b) that the person makes a pause to perform the act of smoking.  

The students’ attention should be also drawn to the semantic difference between stop in (a) and stop in (b).  
Examples in which Romanian and Russian speaking learners very often make mistakes in placing words in the sentence could be very 

helpful here. Thus in English, the adverb very much follows the verb and the object.  
He likes coffee very much.  

In Russian, it is usually placed before the verb predicate: Oн очень любит кофе. 
In Romanian, it may precede the verb-predicate or follow it or the object: 

Foarte mult îmi place cafeaua.  

Îmi place cafeaua foarte mult.  
Îmi place foarte mult cafeaua. 

Examples with Romanian and Russian Dative (both of nouns and pronouns) are also worth being used by teachers to convince the 
students of the urgent necessity to consciously learn the grammar of the language as in English it will always correspond to the 

Common/Nominative case of nouns/pronouns.  
I am cold.   He likes French.  

Îmi este frig. Lui îi place franceza. 
Mне холодно. Eму нравится французский. 
These structures constitute a source of mistakes for learners of English whose native language is Romanian or Russian. Impersonal 

sentences also add to the problems Romanian and Russian speaking learners of English have to face. “Weather sentences” have a subject (it) 
in English that is an analytical language while in Romanian and Russian, representatives of synthetic languages, they don’t:  

It is getting dark. /Se întunecă. /Tемнеет.  
In Romanian and Russian existential senteneces the adverb of place precedes the verb-predicate: 
În curte sînt mulţi copii. /Bo дворе много детей. 
In English, this adverb will be placed at the end of the sentence:  
There are a lot of children in the yard.  
These are only a few of the examples that point to the striking differences between English, on the one hand, and Romanian and 

Russian, on the other hand, that can help to make students realize the great importance of learning grammar items.  
When we have to teach some new material we must think of how to introduce it. There are various ways of introducing the material but 

the most important thing is to provide context and exposure to real language and real situations. This means that grammar should be con-
textualized and thus it will allow the teacher to develop students’ awareness of the form, meaning and use. Marianne Celce-Murcia and 
Sharon Hilles point out how important it is to integrate form, meaning and content in syllabus design [2, p. 19]. Diane Larsen-Freeman very 
thoroughly analyzed the above mentioned three dimensions of grammar: form, meaning and use and emphasized the idea that context gives 
the possibility to synthesize them [4, p. 21]. If the teacher focuses on form, meaning and use he will help the students achieve formal accu-
racy and get skilled in using grammatical structures meaningfully and appropriately. 

The creation of contexts when teaching grammar is of particular importance under the circumstances we teach future teachers as the stu-
dents practically have no opportunities to go to an English speaking country to practice the language. In this case we have to deal with a “non-
language environment” contrary to the “language environment” where a foreign language is learnt in the country where this language is spoken. 
In such an environment the general context is provided. But even there, in class, teachers have to create micro contexts necessary to teach a cer-
tain grammar item. We are more successful when the grammar exercises and activities are supplemented by authentic texts that contain the target 
grammatical forms. That is why students best of all learn the English tenses and how to use them in communication when natural contexts are 
used. The English articles are also highly depended forms and only the context will tell us which article should be used in a certain situation. 
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The next thing we should take care of is to decide whether the grammatical information we offer the students should be explicit or 

implicit. A grammar item may be introduced either in one way or another but there cannot be one single way. When we make the decision 

we take into account the character of the grammatical item, the students’ level and other factors. In our classroom, we most often choose the 

explicit way of teaching grammar. Even if some material is introduced implicitly it will be later explained explicitly. This is for the students 

to consciously acquire the material and learn how things are explained in grammar. At a lower level we often teach grammar using speech 

patterns. Afterwards the grammar will be explained and the students will learn the necessary rules.  

Based on my experience of teaching English as a foreign language and on my own experience of learning two foreign languages I dare say 

that grammar should be studied systematically. The importance of this thesis is proved by the resolution of ATEG: “Therefore, be it resolved that 

The Assembly for the Teaching of English Grammar recognize the value of systematic grammar study for teachers and students through peda-

gogies that promote not only the conscious knowledge of language structure but also an awareness of how language works”95. We should not be 

afraid of conducting regular and formal lessons that are suitable for foreign language students who are trained to be teachers and should possess 

the knowledge that will be necessary when they face their own students and have to answer their questions in class. We should neither be 

afraid of teaching some difficult items of grammar out of context, that is, in isolation, “…before students can do interesting things with them”96.  

There are numerous works devoted to the role and place of grammar in foreign language teaching; there are different techniques and 

activities that contribute to making the teaching more effective and interesting. However the success depends on the teachers’ beliefs and 

decisions as they are “active, thinking decision-makers who make instructional choices by drawing on complex practically oriented, 

personalized, and context-sensitive networks of knowledge, thoughts and beliefs” [1, p. 97]. 

Thus we have attempted to reveal some beliefs based on personal knowledge built from experience about the role of grammar and 

grammar instruction in teacher training institutions. 
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Rezumat: În articol este analizată, în mod comparativ, categoria genului în limbile engleză şi română. Utilizarea neobişnuită, nemotivată şi chiar ilogică a 

genurilor masculin, feminin şi neutru în limba engleză este deseori legată de personificare, „upgrading” sau „downgrading”, precum şi de pronumele generic 

„he”. În limba română, genul substantivelor este o categorie morfologică; prin urmare, substituirea prin pronumele „el” sau „ea” a substantivelor care denotă 
animale sau obiecte neanimate este o normă, fără orice devieri sau înţelesuri conotative. Deşi o neînsemnată atenţie se acordă categoriei genului în gramaticile 

tradiţionale ale limbii engleze, utilizarea pragmatică şi stilistică a genului este un aspect important de competenţă lingvistică şi predare sau învăţare a limbii. 
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Abstract: The article analyses the category of gender in English and Romanian. Unusual, not motivated and even illogical use of the masculine, feminine 

or neuter gender in English is often related to personification, ‘upgrading’ or ‘downgrading’, as well as with generic ‘he’. In the English language, the use of the 
personal pronouns ‘he’ and ‘she’ with nouns denoting animals, plants or inanimate objects is more expressive than in Romanian. It is a more attention-attracting 

phenomenon creating a certain psychological effect and providing foregrounding. In Romanian, the gender of nouns is a morphological category; therefore, the 

use of the pronouns ‘he’ or ‘she’ with nouns denoting animals or things is a norm, without any deviation or connotative meanings. Although little attention is paid 
to the category of gender in traditional grammars of English, pragmatic and stylistic gender usage is a significant aspect of linguistic awareness and language 

teaching or learning. 
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There seem to be two major, sometimes competing systems for assigning gender in the world’s languages. On the one hand, there are 

SEMANTIC SYSTEMS, "where semantic factors are sufficient on their own to account for assignment"97. Various features are used as the basis 

for gender assignment in such systems. Systems where masculine gender is attributed to males and feminine gender to females are often 

called “natural gender systems”98. Criteria for such systems are widespread; often, the general division is one between human and non-

human, and humans are divided into male and female in turn99. Sometimes the dividing line is animate – inanimate instead of human - non-

human. English might be an example, as animals (particularly domestic animals) are usually masculine or feminine according to sex; 

however, there are other factors that may influence pronoun choice (e.g. conventions of children's stories100). 

A more complex system can be found in Algonquian languages: Most of these have two genders, with a basic animate – inanimate contrast. 

An additional factor for gender assignment is POWER: powerful and/or dangerous things (although inanimate) usually belong to the animate gender, 

i.e. are grammatically animate101. In Caucasian languages, a count - non-count distinction seems to play a role; for example, liquids and abstracts 

(non-count, non-rigid) belong to the same gender102. Cross-linguistically, “[t]he feature animate is particularly pervasive” in semantic gender systems103. 

On the other hand, there are FORMAL SYSTEMS, where formal criteria (usually phonological, e.g. in Romanian, or morphological, e.g. in 

Russian) determine gender to a large extent104. It is important to note that neither strict semantic nor strict formal systems seem to exist. Most 

of the world's languages make use of mixed systems, but even in formal systems “gender always has a basis in semantics”105. Thus, when 

conflicting rules exist, semantic considerations normally take precedence106.  
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