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COMUNICARI iN PLEN

Karl Wilhelm Biicher: ritmuri in munca si in limbaj

Ala SAINENCO, conf. univ., dr.
Universitatea de Stat ,, Alecu Russo” din Balti

Cuvinte-cheie: ritm, originea limbii, Karl Wilhelm Biicher,
sincretismul munca-poezie-muzica

In intentia de a impartisi cunostintele acumulate din domeniul
fiziologiei, psihologiei, filologiei si muzicii, intuind importanta acestora
pentru istoria poeziei si a metricii, economistul german Karl Wilhelm Biicher
construieste una dintre cele mai coerente teorii privind trei aspecte ce {in de
evolutia umana si care pot constitui scopul unor lecturi separate ale lucrarii
sale Arbeit und Rhythmus: originea artei; rolul ritmului; importanta muncii.
Constient ca domeniul pe care il supune investigatiei este extrem de larg,
Karl Wilhelm Biicher, printr-o respectare a unei ,,deontologii gnoseologice”,
a stat la indemana si de a-l prelucra intr-atat incét acesta sa fie pasibil de a fi
transmis specialistilor din domeniile respective, care l-ar interpreta in
continuare” [p. I]. Interesat, de fapt, de studiul formelor asocierilor de munca
si pornind de la acestea, prin analiza unor fapte si a unui corpus vast de texte
de munca, economistul german ajunge la concluzia cd muzica, poezia si
munca au o origine comuna, iar anterior acestora este ritmul.

Activitatea de muncda trebuie 1inteleasd, dupa Karl Biicher, in
contextul altor activitati umane (arta, joc, sport etc.), tindndu-se cont de doua
aspecte: in evolutia umand corelatia dintre activitdti a fost diferitd, iar
diferentierea acestora nu a fost transanta in toate timpurile. Pe de alta parte,
este necesar a depasi stereotipul (consemnat si etimologic prin cuvantul
muncd, care in unele limbi insemna, initial, ,,necesitate, impunere, sclavie”)
care denota un fel de horror laboris si care este, dupa Karl Biicher, fable
convenue. Or, daca ar fi existat oroarea pentru muncd, omul nu ar fi iesit
niciodata din starea de salbaticie, iar progresul fiintei umane ar fi fost
imposibil. Omul preistoric si omul contemporan insa au o intelegere diferitd a
muncii, care genereaza o atitudine diferitd: munca omului preistoric are drept
obiectiv necesitatile imediate si se incheie cu satisfacerea acestora $i nu cu
acumularea de beneficii; activitatea de munca si beneficiul de pe urma
acesteia vizeaza, in perioada preistorica, aceeasi persoana, neexistand situatii
de divizare a efortului si a plicerii de pe urma efortului (beneficiului). in
aceastd ,,comuniune” dintre producitor si produs se aflau germenii culturii,
iar orice activitate era, la inceputuri, creatie: ,,Ceea ce simte astazi pictorul,
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sculptorul, poetul, savantul, datorita artei care 1i aduce slava, simtea orice om
atunci cand realiza ceva prin stiinta mainilor sale. Bucuria creatiei, pe care o
traieste omul de culturd astdzi doar in cazul unei activitati spirituale, omul
primitiv o trdia continuu atunci cand realiza un obiect de uz casnic, de decor,
de munca si de luptd” [p. 9]. Omul preistoric traia, dupa Karl Biicher, un
sentiment de bucurie, cinste si exaltare din faptul de a avea in proprietate si
de a face uz de un obiect care era propriul produs si rezultatul efortului
depus. Munca nsa nu era in exces: omul primitiv muncea doar atunci cand
aparea necesitatea. Nefiind un exces si neimpunand un efort sustinut
continuu, dar satisfacand necesitatile, munca producea placere.

Pe langa finalitatea placerii ar fi trebuit sa existe in activitatea de
muncd a omului preistoric, in opinia lui Karl Biicher, un ,mecanism”
compensatoriu, de echilibrare, care ar diminua efortul depus. Acest mecanism
ar trebui cautat, iarasi, in diferentele dintre activitatea de munca a omului
preistoric si cea a omului contemporan: activitatea de munca contemporana
,»S€¢ produce regulat si metodic”, pe cand cea preistoricd — ,,neregulat si
impulsiv”’; respectiv, prima impune ,,concentrarea vointei”, iar ultima ofera
ocazia eliberdrii ,,fortei nervoase, adunate in centrele psihice”; prima necesita
o noud analiza si activitate volitiva Tnnoitd, ultima presupune automatisme [p.
10-11]. Aceasta ar explica un fel de ,lene” de origine psihica, caracteristica
omului preistoric: ea nu apare din cauza oboselii fizice, ci din incapacitate de
fortare a mintii si a vointei.

,Lenea” sau ,.eschivarea de la munca” poate fi anulatid sau redusa
daca se intelege clar cd orice activitate de munca are doud componente —
spirituald si fizica —, iar pentru realizarea cu succes a muncii este necesar ca
cel care munceste sa determine corect, in fiecare caz aparte, efortul muscular
solicitat si forta real depusd. In momentul in care se ajunge la automatisme
(la migcari ritmice), eforturile spiritual si fizic sunt diminuate, iar oboseala
apare mai lent. Ritmul intern al muncii este sustinut de ,,tonurile” care se
produc in rezultatul muncii. Karl Biicher constata ca in orice activitate,
indiferent daca aceasta tine de uzul casnic sau agriculturd, ,,pot fi identificate
o serie de operatii, in care un ton sau altul marcheaza ritmul activitagii de
muncd. Acest ton poate fi auzit la sfarsitul actiunii si nu se poate pune la
indoialda cad tonurile sau sunetele care marcheaza ritmul muncii,
automatismele, permit extinderea duratei temporale a miscarii si faciliteaza
munca. Tonurile sau sunetele sunt expresia ritmului muncii, care insd nu
reprezinta inca, in sine, un ritm tonic” [p. 14]. Ritmul tonic apare, dupa Karl
Biicher, atunci cand tonurile se diferentiaza dupa intensitate, indl{ime sau
duratd. Acest ritm, tonic, insotind activitatea de munca individuald sau



colectiva, o faciliteaza si o stimuleaza, iar in cazul muncii colective exercita
si functii de coordonare si disciplinare.

Acolo unde este posibila reglarea ritmata a muncii, dar unde sunetul
natural insotitor lipseste, tactul este produs prin mijloace oarecum exterioare
procesului muncii. Este vorba, in primul rind, de vocea umana. Vocea sau alt
sunet insotitor, prin melodie, care are o functie vitalizatoare, ii provoaca
muncitorului plicere. In felul acesta apare simbioza melodie-sunet-munca,
caracteristica tuturor popoarelor. Cuvantul-melodie, ca element ce insoteste
munca, are cateva functii: creeaza placere, sustine durata de muncad si
respectarea tempoului muncii. Conteazd insa, in opinia lui Karl Biicher, nu
melodia in sine i nu cuvintele textului cantat, ci ritmul. Iar ritmul ,,nu este
caracteristic, initial, nici muzicii, nici limbii; el vine din afara si este
conditionat de miscdrile fizice, care se cer a fi insotite de cantec; In absenta
acestor miscari, cantecul este ca si inexistent” [p. 22-23].

Intr-o tipologie a cantecului pe care o propune, Karl Biicher constati
trei categorii mari de cantece: cantece cu ritm fluctuant; cantece de comanda;
cantece interpretate in cazul unei munci individuale sau colective. Acestea
din urma insotesc macinarea boabelor (a graului, in principal), prelucrarea
inului, tesutul, Tmpletirea cosarelor, tAmplaria, cositul, vanatul si pescuitul.
Existd, de asemenea, cantece de ceremonial care insotesc tatuarea,
circumcizia, infibulatia etc.

Diacronia cantecelor denota o trecere ,,de la sunete si exclamatii
naturale, dar lipsite de sens, spre cuvinte si propozitii care se repetau regulat,
exprimand sentimentele muncitorilor, si apoi spre continuturi mai bogate si
mai coerente sau divagatie liricd” [p. 66]. Cu cat mai vechi este un cantec de
muncd, cu atat mai stransa este legatura acestuia cu munca. Cantecul este
legat de substanta si conditiile acestei activitati i, chiar dacd la o anumita
etapd, cantecul se desprinde de munca si isi construieste existenta in afara
acesteia, incontestabil e faptul ca isi are originea in munca. Partea cea mai
stabila a cantecului este ritmul: continutul se poate schimba, ritmul 1nsa se
mentine in timp.

Reflectand la raportul dintre cele trei elemente ale sincretismului
munca-melodie-cuvant, Karl Biicher constatd cd poezia si cantecul au o
origine comund; poezia este, in acelasi timp, cantec, melodia si cuvantul
constituindu-se concomitent. Elementul liant si coeziv al acestora, in situatia
popoarelor primitive, este ritmul. In acelasi timp, nicio limba, in opinia sa, nu
construieste de la sine cuvintele si enunturile dupd principii ritmice, iar
cazurile de vorbire ritmatd sunt simple accidente: ,,este imposibil ca oamenii
in baza unui simplu studiu al limbii sd ajunga la a calcula si masura cuvintele
si silabele sau tonurile dupa cantitatea lor, sa plaseze ridicarile si coborarile la
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distante egale, adicd sa-i confere vorbirii o formd conformda cu legile
ritmului”. Asa cum limba nu putea produce ritmul de la sine, cauzele acestuia
trebuie cautate 1n afara limbii, mai exact In miscarile inscrise in activitatile de
muncd, fapt demonstrat de originea cantecelor de munca. Nucleul formei
sincretice, nedisociate in preistoria umana, muncd-poezie-muzica il constituie
munca, celelalte doua elemente avand o semnificatie complementara, iar
liantul celor trei elemente este ritmul, esenta poeziei si a muzicii vechi.

Legaturii aparent mai stranse dintre muzicd si dans Karl Biicher i
opune urmatoarele: In dans ritmul este un element arbitrar, pe cand in munca
el se naste din constructia interioara a corpului uman sau din conditiile
tehnice ale muncii; aparitia dansului nu este conditionatd de necesitati vitale;
si, in sfarsit, trebuie sa avem in vedere faptul ca numeroase dansuri ale
popoarelor primitive nu sunt altceva decat imitari constiente ale unor procese
de munci, dansul fiind precedat de activitatea de munca, din care isi trage
originea.

Prin urmare, in originea muncii trebuie cautata si originea poeziei. lar
pentru o intelegere mai clard a acestei proveniente comune, Karl Biicher
revine la definitia muncii si o raporteaza la starea omului primitiv: ,,munca
presupune o activitate a corpului nostru din care ar rezulta ceva situat in afara
acestuia”. Aceastd definitie poate fi raportatd si la formele culturii, daca
intelegem prin ,activitatile corpului nostru” inclusiv activitatile mintale
creatoare.

Miscdrile ritmice ale corpului au dus la aparitia poeziei, atat in partea
el materiald, cat si in partea ei formald. Partea materiald poate fi observata
clar in cantecele de munca, in segmentul lor liric. Partea formalad se releva
prin faptul ca in munca lantul ritmic are aceeasi structurd ca si in poezie.
Exista o simetrie Intre miscarile ritmice din cadrul muncii si piciorul de vers
al poeziei. lar cuvantul sub accent se aseamand cu momentul de concentrare
musculard maxima. Aceastd relatie este, in plan evolutiv, nu doar de
asemanare, ci chiar de coincidenta.

In acelasi timp, Karl Biicher constati ci intre ritmul miscarii si ritmul
poeziei este o distantd destul de mare ca sa admitem provenienta lor reciproca
directa. In necesitatea de a identifica elementul comun pentru cele doui
aspecte ritmate, Karl Biicher evidentiaza tonul, pe care il genereaza
activitatea de munca in consecinta uzitarii instrumentelor de munca. Aceste
sunete-tonuri trezesc dorinta de imitatie prin voce. Sunetul articulat urmeaza
migcarea ritmicd a corpului antrenat in activitatea de munca si o
acompaniaza. Mai mult, Karl Biicher considera cé picioare distincte de vers
pot fi raportate la activitdti concrete. Astfel, iambul si troheul sunt marimi
corespunzatoare strivitului si mersului pe loc; spondeul este masura loviturii
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si poate fi recunoscut in baterea din palme; dactilul si anapestul — masuri ale
loviturii cu ciocanul, care mai poate fi auzit in sate, cand fierarul, lovind
fierul infierbantat, produce o loviturd puternica principala, urmata de doua
mai slabe; piciorul peonic corespunde loviturilor lucratorilor de drumuri care
bat ritmic, de trei ori pietrele din pavaj, iar distanta dintre ciocan §i pavaj
conditioneaza producerea piciorului Creticus, Bacchius sau Antibacchius [p.
72]. Constient de pericolul absolutizarii, Karl Biicher atentioneaza ca
dezvoltarea piciorului de vers si a artei versificatiei a urmat, dupa ce s-a
desprins de muzica, un drum aparte.

La origine, activitatea de munca nu a existat separat de ludic, iar in
perioada primitiva exista o trecere continud de la o forma la alta, astfel incat a
fost posibil si transferul cantecelor de munca in domeniul ludicului. ,, Totusi
legdtura dintre miscarile corpului si limbajul articulat era atit de puternica,
incat cantecul nu putea exista separat. Cantecul isi asuma miscarile de
munca, dezvolta continuu partea lor ritmico-artistica [...]; in felul acesta au
aparut dansurile mimetice, raspandite pe larg, iar dintre ele, cele mai bune au
fost considerate demne pentru inchinare divinitatilor” [p. 73]. Activitatea de
munca se apropie 1n acest fel de inchinarea fatd de divinitati si este evident,
considera Karl Biicher, ca cea mai mare parte a poeziei religioase era legata
de ritualuri, de activitatea slujitorilor de cult.

Extrapolata spre inchinarea fata de divinitati, triada miscari corporale
— poezie — muzicd este supusd unei prelucrdri pur artistice dinspre
diversificarea miscarilor spre complicarea si dezvoltarea continuturilor
poeziei si sunetelor melodiei. Treptat, dansul, care reproducea initial
activitatea de munca, se apropie tot mai mult de mimarea vietii umane in
toatd complexitatea ei. Astfel apare actorul si se creeaza drama, comedia si
tragedia.

Mai complicatda este, dupa Karl Biicher, evolutia liricii: ,,asa cum
cantecele de munca mai vechi nu aveau un text bine stabilit, ci reprezentau
improvizari in functie de caz si timp, poezia nu putea avea o existentd
independenta. O existentd independentd are la inceput partea muzicald a
procesului de muncd — melodia” [p. 79]. In timp, s-a produs, dupa Karl
Biicher, imbunétatirea tonurilor, cici existand deja ritmul, crearea muzicii nu
a Tnsemnat decdt accentuarea tonurilor si innobilarea lor, diversificarea
ritmurilor si ajustarea lor la exprimarea starilor. In acest scop, in directia
modificarilor tonurilor si a calitdtii sunetelor, s-a produs si perfectionarea
instrumentelor de munca. Din acestea au fost create instrumentele muzicale,
primele fiind cele de percutie: toba ,,nu este altceva decat o piud acoperita cu
piele pentru pisarea boabelor de grau, raspanditad pretutindeni, la unele
popoare, in aceste scopuri folosindu-se ulcele acoperite cu piele” [p. 81].
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Instrumentele de suflat si cele cu strune ar fi aparut mult mai tarziu. Karl
Biicher nu pretinde ca exista o corespondenta absoluti intre instrumentele de
munca si cele muzicale, cici, afirma el, ,,despartindu-se de munca, muzica a
fost mai libera in a-si cauta instrumentele adecvate” [ibid.].

Instrumentele care produceau sunetele pentru acompanierea dansului
popular genereaza ritmul, dupd care urmeaza, prompt, textul cantecului, din
care se desprinde, de fapt, textul liric. Dansul se profesionalizeaza devenind o
forma aparte a artei. Cantecul se desprinde de dans, insd cuvantul mai este
atat de legat de melodie, incat ultima se prezinta drept elementul cel mai
stabil al acestei imbindri. Un timp, poetul si cantaretul este reprezentat de
aceeasi persoana. Treptat, poezia se rupe de melodie si apare ,,poezia curata”
(lipsita de melodie si bazata doar pe ritmul cuvantului), ,,vorbirea articulata”,
iar pe de altd parte — muzica (lipsita de cuvintele care aveau si o functie
explicativa in text) [p. 82-83]. Compozitorul se detaseaza de poet, iar de
acesta — declamatorul si cantaretul. Genurile se perfectioneaza si se dezvolta
continuu.

In felul acesta are loc trecerea de la forme sincretice complexe spre
forme simple ale manifestarilor umane, dupa care, printr-o evolutie calitativ
diferita, formele simple devin din nou complexe. Daca astazi, afirma Karl
Biicher, ,,nu orice vorbire ritmatd o numim poezie $i nu orice sunet ritmat il
consideram muzica este pentru ca perceperea noastra estetica s-a schimbat”,
iar intre etapa cand poezia era o necesitate a activitatii de munca si cea cand
ea devine creativitate voluntara si constientd, intre momentul cand omul traia
placerea unui ritm al muncii si cel cand traieste placerea cuvantului si a
muzicii se Intind mii de ani. Sigur este insa ca ritmul a incantat dintotdeauna
sufletele umane.
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Abstract

The German economist Karl Wilhelm Biicher pinpoints the importance of
rhythm in constitution and evolution of the syncretic form work-poetry-
music, from which, by time, art's forms and language are being detached.
Being interested in study on work associations’ forms and starting from
these, through analyses of some facts and a large text corpus of work songs,
Karl Biicher concluded that music, poetry and work have common origin, but
rhythm was the first.
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Dimensiuni spatio-temporale in proza lui Franz Kafka
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Spatio-temporalitatea constituie, in proza lui Franz Kafka, un reper
esential al demersului sau, relevandu-i principiile in construirea sensului si,
implicit, a universului sau epic. Cum ,,fiecare text literar instituie un model al
lumii prin integrarea si pe baza unei dimensiuni spatio-temporale proprii,
imaginarul textual si tipul de model al lumii se definesc §i in functie de
aceastd dimensiune cronotopica instituiti” (Boc 2001: 89-96). In acceptia
savantului rus Mihail Bahtin, cronotopul este ,,coeziunea esentiala a relatiilor
temporale si spatiale, valorificate artistic in literatura” (Bahtin 1982: p. 294).
Notiunea este conceputd ca element al imaginatiei, si nu ca grild prin care
percepem si structuram lumea, intrucat in literaturd timpul ,,se condenseaza,
se comprimad, devine vizibil din punct de vedere artistic”, iar spatiul ,,se
intensificd, patrunde in miscarea timpului, a subiectului, a istoriei” (ldem,
ibidem).

Mai jos, ne propunem sa identificam in proza kafkiana unele aspecte
ale configuratiilor cronotopice, din care descind si modalitatile textuale
inedite, utilizate de prozator. Relationdnd cu un sistem de semne, spatio-
temporalitatea din aceastd opera neordinara se circumscrie viziunii
scriitoricesti, prin care realitatea, transpusd, de cele mai multe ori, in
perspectiva oniricului, este exploratd minutios, cu o perseverenta
impresionantd, fiind comprimata pana la proportiile unei parabole.

in contextul unui imaginar deformator, proza kafkiani releva o
structurare specifica a spatiului si a timpului, care, in cadrul semantic, devin
limbaje de reprezentare a lumii. Evocarea unor aspecte de ordin tipologic ale
dimensiunilor spatio-temporale, precum si unele principii dinamice in
construirea sensului si, implicit, a lumii epice va facilita reperarea modelului
lumilor alegorice, construite intr-o maniera epica neordinari. In acest sens,
descifrarea corectd a manifestarilor cronotopice din opera prozatorului ne
ghideazd in explicarea artei sale narative, axatd, in special, pe descrieri
spatiale si temporale, ceea ce denota o viziune auctoriald indreptatd nu doar
spre decorul exterior, ci, in primul rand, spre definirea oscilatiilor interioare
ale personajelor. In fond, prozatorul evoci un sistem de legi, situat in afara
firescului si guvernat de un timp halucinatoriu, impins pana la grotesc.

In majoritatea operelor kafkiene, cum au remarcat exegetii, un accident
impune protagonistului iesirea subitd din timpul cursiv si, respectiv, din
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spatiul ordinar. In acest sens, renumitul cercetitor al prozei kafkiene, Radu
Enescu, opineaza: ,,Exceptionalul, care modifica structura curentd a timpului,
se insereaza 1n universul certitudinilor necontestate cu violentd, cu proportii
de cosmar, (...) smulgidnd eroul din cercul habitudinal al vietii sale, din
raporturile sale firesti i mai presus de discutii. Un moment de distractie, de
uitare de sine, de spaima scoate protagonistul din circuitul obisnuit al lumii n
timp si in spatiu” (Enescu 1968: 138).
Dintr-o eroare temporald, conditia medicului de tard din povestirea
omonima suportd fisuri dramatice, destinul sau luand cu totul un alt curs
decdt cel obisnuit. Toate se deruleazad imprevizibil, intr-un mod
halucinant, intr-o noapte de iarnd, pe un viscol cumplit. Fiind chemat de
urgenta la un bolnav intr-un sat situat la o departare de zece mile, medicul
constatad ca i lipsea calul, caci 1i murise cu o noapte in urma. Ca Intr-un
vis, din cocina porcilor, apar doi cai vigurosi, sunt inhamati la trasura de
un randag, care 1si face aparitia in chip misterios tot din aceastd Incapere
bizard. Evenimentele se configureazd in functie de vointa malefica a
randagului care ia 1n posesie fatis gospoddria medicului. Timpul se
comprima substantial, se condenseaza, Intdmplarile se deruleaza
fulminant, distanta de zece mile fiind parcursa intr-o singura clipa. La
pornire, protagonistul constata cu stupoare: ,trasura este smulsa din loc ca
un lemn in suvoiul apelor; mai apuc sé aud cum usa casei mele se sparge
si sare in tandari sub izbiturile randasului, apoi ochii si urechile mi le
umple un vgjait ce patrunde deopotriva prin toate simturile. Dar si asta
doar vreme de o clipa, caci am si ajuns la destinatie, de parca in fata portii
mele s-ar intinde indati curtea pacientului” (Kafka 1990: 517). in final,
personajul, care intrd intr-o dimensiune temporald laxa, dezarticulata,
infinitd, rimane suspendat in gol, ,,intr-un pustiu de zapada”, traind acut
sentimentul intoarcerii imposibile la conditia sa fireascad. Se confirma rolul
diabolic al randasului (imagine mefistofelicd) 1n denaturarea
configuratiilor realului, in dezlantuirea colapsului existential, de care este
constient medicul de tard, care se lamenteaza: ,,Asa n-am sd mai ajung
niciodata acasd; clientela mea infloritoare s-a prapadit, un succesor ma
furd, dar fara folos, cdci nu ma mai poate inlocui; in casa mea face ravagii
scarbosul de randas; Roza e victima lui; nu vreau sa-mi duc gandul &sta
pana la capat. Om batran, despuiat, expus gerului astor vremi nenorocite,
umblu haihui Intr-o trdsurd pamanteasca, cu cai nepamanteni. Suba imi
atarnd In urma trdsurii, dar n-0 POt ajunge cu mana, $i nimeni din
adunitura de pacienti in plind miscare nu misca un deget. Inselat! Inselat!
Am ascultat pentru o data sunetul gresit al clopotelului de noapte —
niciodatd nu vor fi indreptate consecintele” (Kafka 1990: 521).
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Mai toate prozele kafkiane debuteaza sub semnul unei intamplari
abrupte, care declansecaza catastrofa ontologicd. De obicei, constata
cercetatorul Radu Enescu, protagonistul ,.este aruncat brusc 1n alt orizont
temporal, unde legile obignuite care reglementeaza realitatea nu mai sunt
valabile. E vorba de o mutatie temporala (si spatiald), fatala pentru erou, care
provoaca drept prima reactie deruta, sentimentul unei mirdri in fata
inexplicabilului” (Enescu 1968: 138). In acest sens, incipitul romanului
Procesul e mai mult decéat exemplar: ,,Pe Joseph K. il calomniase pesemne
cineva caci, fara sa fi facut nimic rau, se pomeni intr-o dimineata arestat...
Am fost victima unei agresiuni — reflecta el in fata proprietaresei — atta tot”
(Kafka 1990: 283). Incluziunea brutalda in mediul casnic al procuristului
Joseph K. 1i modifica radical viata, care, pana in acest moment, decurgea
firesc. Haosul se instaureaza treptat. De aici si pana la Incheierea fabulei,
protagonistul romanului, procurist la o bancd, va cunoaste o evolutia epica
dramatica, esenta sa consumandu-se intr-o lume care se dezasambleaza
progresiv, atingdnd limitele cele mai pronuntate ale absurdului. De notat ca
aceasta se Intdmpld extrem de rapid, caci, iIn momentul arestarii, salonul
doamnei Grubach, invadat de cativa necunoscuti, se goleste inexplicabil,
chiriagul constatdnd cd ,,in Incdperea ticsitd de mobile, dantelarii, portelanuri
si fotografii, era ceva mai mult spatiu gol decat de obicei” (Kafka 1990: 284).
De aici incolo, fiinta ineficientului K. ia forme labirintice, ceea ce proiecteaza
si in spatiul prin care se deplaseazi. Personajul kafkian isi pierde axa
ontologica, se impotmoleste, nu ajunge niciodatd la destinatie, incheindu-si
traseul existential la modul tragic.

Mutatiile ce se produc abrupt in esenta protagonistului din nuvela
Metamorfoza reorganizea spatiul si timpul in care se va consuma tragedia
voiajorului: aflat mereu pe drumuri, de aici si pana in finalul textului, el va
ramane captiv odaii sale, usa separandu-l1 de familie si de restul lumii.
Incipitul il plaseaza pe intr-un cadru aiuristic: ,,Intr-o buni dimineata, cand
Gregor Samsa se trezi In patul sdu, dupd o noapte de vise zbuciumate, se
pomeni metamorfozat intr-o ginganie inspdimantitoare. Zacea intins pe
spatele sdu tare ca o carapace si, cand ridica putin capul, isi vedea abdomenul
cafeniu boltit in sus si divizat in segmente rigide, de forma unor arcuri;
plapoma abia se mai tinea sa nu alunece cu totul de pe aceastd proeminenta.
Nenumaratele lui picioare, jalnic de subtiri in comparatie cu dimensiunile
sale de altadata, 1i tremurau, neajutorate, inaintea ochilor”. Cu referinta la
semnificatiile textului, Iulian Baicus, un alt exeget al creatiei kafkiene,
consemneaza: ,,Un fenomen similar ar fi alunecarea in timp, pe tunelul
evolutiei, de la un animal complex cum ¢ omul la unul mai putin evoluat,
acest gindac descris de Fafka, o evolutie in filogeneza. Se poate insd ca
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povestirea acesta sd fie una extrem de importantd pentru Kafka, cel ce
construieste cu ajutorul numelor personajelor o veritabilda psihodrama"
(Baicus 2006: 141).

In debutul romanului Castelul, spatiul, ,,in aparenta gol”, in care intra
protagonistul, K., este relationat cu un nocturn dens, unde toate par vagi,:
,,Era seara tarzie cand K. sosi. Satul zacea inzapezit. Muntele cu castelul nu
se zarea, era invaluit in ceata si bezna; nici cea mai mica licarire de lumina nu
ardta unde se afla marele castel”. Personajul iese din timpul rectiliniu,
obisnuit si intrd intr-un prezent continuu, unde relatia cu trecutul sau viitorul
se estompeazad cu desavarsire. Si spatiul se situeazd sub semnul incertului,
caci arpentorul se intreaba: ,In ce sat m-am raticit oare? E vreun castel pe
aici?”. Situatiile descrise se desfasoara intr-o succesiune lentd, fara nicio
finalitate, de aceea romanul pare neterminat. Ajuns in satul din preajma
castelului, K. e mereu descumpanit, enervat, zapada il invaluie, il tintuieste in
loc, el doarme mereu sau se afld Intr-o stare de somnolentd. Repeta frecvent:
»ount foarte obosit”. Chiar dupa prima plimbare prin sat, ,,se simtea cu
adevarat obosit. La inceput, drumul lung facut pe jos pana aici nu paruse sa-I
fi ostenit deloc. Ce linistit inaintase zile intregi pas cu pas! — abia acum se
aratau urmarile efortului prea mare si, bineinteles, intr-un moment nepotrivit.
Se simtea irezistibil imboldit sa caute societatea altor oameni, dar cu fiecare
cunostingd noud 1i crestea oboseala”. Acest spatiu aglomerat il acapareaza
treptat, drumul pe care merge spre castel se ramifica la nesfarsit, personajul
ratacindu-se intr-0 dimensiune labirintica, lipsita de viata, glaciala: ,,Asadar,
porni inainte, dar mai era o cale lunga. Caci strada, aceasta strada principala a
satului, nu ducea spre dealul castelului, ci doar pana-n apropiere, iar de acolo
cotea ca dinadins in altd directie, si chiar daca nu se indeparta de castel, dar
nici nu se ma apropia de el. K. se astepta mereu ca drumul si facd o noua
cotitura care sa duca spre castel, si numai pentru cid se astepta la asta, mai
mergea inainte; se vede cd din pricina oboselii ezita s-o ia pe altd poteca
decat pe drum, si era mirat de lungimea satului care nu se mai isprivea,
mereu casute si geamuri cu flori de gheta, mereu zdpada si nici tipenie de om.
In cele din urma se smulse strizii acesteia, care parea sa-1 tina strans, si coti
pe o ulicioard cu si mai multd zdpada; era o trudd grea sd-si scoatd picioarele
ce se afundau mereu, il treceau naduselile; deodata se opri locului si nu mai
putu Tnainta”.

In Castelul, timpul se comprima pe masuri ce spatiul se dilata. Intors
la birt, pe intuneric, protagonistul are o idee confuza despre timpul pe care 1-a
petrecut la plimbare, céci, ,,dupa socoteala lui, sa fi trecut cel mult o ora-
doua. Si doar pornise de dimineata. Si nici nu-i fusese foame. Iar pana mai
adineauri era ziua, abia acum se facuse deodata intuneric”. Timpul isi pierde
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dimensiunile obisnuite, se reduce succesiv, se relativizeazd. Dupa o ampla
perioada de aflare in aceasta ciudata localitate, arpentorul K are sentimentul
cd ,tocmai am venit in sat... ”. Desi nu intdlneste niciun impediment in
drumul spre castel, K. nu ajunge la el. In realitate, nici nu era un castel, ci
,»doar un mizerabil orasel, format din case de tara, care se impunea prin faptul
ca era cladit tot din piatrd, dar tencuiala cazuse de mult si piatra parea ca a
inceput sd se fardmiteze”. Protagonistul romanului Castelul, hoinarind fara
niciun rost, consumandu-si energiile in aventuri absurde, isi pierde
identitatea, spatiul si timpul devalorizindu-se respectiv.

Observam cd structurile spatio-temporale devin, implicit, simple
conventii, reflexe ale unei lumi interioare, sfartecate de absurditati.
Determinante in conturarea personajelor, detaliile cronotopice sintetizeaza
esenta acestora. Dacd in cele noud capitole ale romanului Procesul
evenimentele se consuma in spatii inchise (odaia, sala de sedinte, tribunalul,
catedrala, orasul, atelierul pictorului), metafore ale unui interior labirintic, in
capitolul final, intitulat Sfdrsitul, personajul Josef K. este scos de doi indivizi,
calaii sai, in afara orasului. Sugestia contureazd ideea cd din acest cerc al
existentei halucinante se poate evada doar prin moarte. In aparents,
nefinalizata, trama operei e dusa totusi pana intr-un punct logic: personajul
este asasinat exact dupa un an de la arestarea sa. ,,Ca un caine”, sunt ultimele
lui cuvinte.

Comentand sensul dimensiunii spatio-temporale in proza lui Kafka,
Radu Enescu vorbeste ,de o tendintd centripeta a timpului si de una
centrifugd a spatiului, direct proportionale” (Enescu 1968: 151), subliniind
ideea ca formele acestor categorii se modifica in functie de relieful interior al
eroului. Criticul constata ¢ ,,Nu omul se afla intr-un anumit loc al spatiului si
intr-un anumit moment al timpului, ci omul isi constituie In permanentd
realitatea crono-spatiala” (Idem, ibidem). Argumentele exegetului evoca
imagini spatiale din Verdictul, Procesul, Castelul, care, odatd cu inaintarea
fabulei, se dilatd in proportii monstruoase, timpul concentrandu-se respectiv.
Astfel, realitatea isi pierde contururile firesti, transformandu-se ,,intr-un ce
haotic” (Enescu 1968: 152), reverberaind la modul direct in planul
personajelor, caci mutatiile ce se produc in destinul lor se reflectd imediat n
cadrul cronotopic. Lumea pe care o configureaza prozatorul se situeaza sub
semnul vagului, halucinantului, devenind un construct oniric prin excelenta,
dovada a unui imaginar presat de complexe si bantuit de fantasme. Opera sa,
elaboratd cu scrupulozitate, abundd in imagini pretate semnificatiilor
debordante, care, scdpate, uneori, de sub control, induc ideea unui spatiu
alegorizat, incarcerat in absurd, situat in imediata apropiere a lumii obiective.
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In fine, aceasta viziune katkiana decurge din perceptia tragica a realitatii, dar
si din reactiile refractare in raport cu propria persoana.
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Abstract

In this article, we pursue the meaning of chronotopic elements defined in
Franz Kafka's prose. Starting from the idea that in most Kafkaesque prose
time and space are configured in a novel manner, we assume that in most
cases an accident imposes the Kafkaesque character to exit from the cursive
time and,respectively, the space of routine. Thus, almost all Kafkaesque
prose, to which we make reference (the short stories Metamorphosis and
Country Doctor, the novels The Castle and The Process) make their debut
under the sign of the abrupt chance that alters the ontological status of the
protagonists. Although spatial and temporal structures implicitly become
mere conventions, reflections of a world torn apart by nonsense, they do not
exceed the area of the objective.

HHocTpanHble sI3bIKH B MPOIEcCe PA3BUTHSA COBPEMEHHOTO
001IecTBa M Ka4eCTBO MOATOTOBKH CHENHATNCTOB MO
WHOCTPAHHBIM A3BIKAM

Anna [IOMEJIBHUKOBA, k.¢.#H., doyenm
Tocyoapcmeennwiti Yuusepcumem um. A. Pycco, banyb

KarueBble  ciaoBa:  MHOCTPAaHHBIM  SI3bIK,  MEXKYJIbTypHas
KOMMYHHUKaTHBHAasI KOMIIETEHTHOCTD, CITIOCOOHOCTb, KyJIbTYypa,
MEXKYJIBTYpHOE OOIIeHHE.

Bynyun BaskHeHIIMM cpeAcTBOM OOIIECHUS, S3bIK SIBISETCS TEM, UTO
Hapsily C HeBepOaJIbHBIMH CpPEICTBaMH oObOecreunBaeT OecTpephIBHBIN
KOMMYHUKATUBHBINA IpoLecce. MexIM4HOCTHOE 51 COLIMAJIBHOE
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B3aMMOJEHUCTBUE C IEJBI0 OCYHIECTBICHUS NPAKTUYECKON JESITEITbHOCTH
MMEET CBOUM PE3yJIbTaTOM OOMEHa, HAKOIUICHUS U XpaHEeHHS MH(OPMAIHH.
CoBpeMeHHBII ~ KOMMYHUKAaTHBHBIM  IIPOLECC  OTPAKACT  CUTYalHIO
COBPEMEHHOT0 3Tama pa3BUTHs OOIIECTBAa, & UMEHHO CHTYalHUIO, KOTOPYIO
XapaKTepu3yeT MOBBIIICHHBIN HHTEPEC K MEKKYIbTYpHOMY o0menuto. 1 ato
CIPaBEUIMBO, YYUTHIBAas PpACIIMPEHHE KYyIbTYPHBIX H OKOHOMHUYECKHX
CBi3ell MEXAy TrocyrapcTBaMM B 300Xy rIiobammzammu. Ortcioga u
NOTPeOHOCTh COBPEMEHHOTO 0OIIecTBa B CKOpEHIIeM pa3BUTHH Kpyra
MEXKYJIBTYPHOTO OOmIeHus. Takue BO3MOXHOCTH OOecIeuHBaeT 3HAHHE
WHOCTPAHHBIX S3BIKOB, BJAJE€HHE KOTOPBIMH Ha JOCTATOYHO BBICOKOM
YPOBHE MOXET cTaTh 3(pPeKTUBHBIM CPEICTBOM AOCTHKCHUS LIENeH U 3a/1au
KOMMYHUKALIH.

W3meHeHnsi, pa3BuUBaioOmiuMecss B~ COBPEMEHHOM  OOILECTBE,
CYyILIECTBEHHO BIIUSIIOT Ha copepxKaHue u HaIlpaBJICHHOCTH
KOMMYHUKATHBHBIX ITPOLIECCOB, HA BO3MOYKHOCTH aJaNTAallMM 4YEJIOBEKa K
HOBBIM COLIMATbHBIM-3KOHOMHYECKUM YCJIOBHSIM. OOIIECTBO, HaLleIeHHOE Ha
3 QeKTUBHOE pa3BUTHE, PACIIUPEHHE MEXKIYHAPOAHBIX KOHTaKTOB B
Pa3IUYHBIX OO0JNACTAX SKOHOMHUKH, HHTETPAIlUI0 B CIUHBIA EBPONCHCKUN
PBIHOK, OCTPO HYXIAeTcsi B CHEHHANMCTax, OOJAAAIOUIMX HE TOJBKO
COJMIHBIMU IPOGECCHOHAIBHBIMU M JCJOBBIMH KadyecTBaMu, HO U
CHOCOOHBIX OCYIIECTBIATH CIOXKHEHIINI MPOIecC MEKBSI3BIKOBOTO U
MEXKYJIBTYPHOTO TMOcpeaHudyecTBa. VIMEHHO MO 3TOM mpuU4HMHE OOLIECTBO
OPUXOAUT K OCO3HAHMIO HEOOXOAMMOCTH BJAJCHHUS HHOCTPAHHBIMH
SI3BIKAMH, KOTOPBIE IAI0T OECCIOpHBIe MPEUMYIIECTBA U IIAHCHI KaK B TUIAHE
WHTETPUPOBAHUSI B HENPEPHIBHO M B OBICTPOM TEMIIE HW3MEHSIFOIIEeCs
O0IIECTBO, OCHOBAaHHOE€ Ha PHIHOYHONW OSKOHOMHKE, TaKk M B IUIaHE
TpyaoycTporicTBa. MHOCTpaHHBIE SI3BIKM TakKe JAENAlT JOCTYIHBIMU
SKOHOMUYECKHE U KYJIbTYPHBIE JTOCTHKEHHUSI MUPOBBIX LUBUIM3ALUN, JAIOT
BO3MOXHOCTb IIOHUMATh U aJI€KBaTHO MHTEPIPETUPOBATH HE TOJBKO JAPYTHE
HapoOJIbl U UX PEabHOCTh, HO M CHOCOOHOCTh KPUTHUYECKH OLIEHMBATH CBOIO
COOCTBEHHYIO PEaNbHOCTb.

B HOBBIX YCIOBHSIX peallbHOM KU3HHU BaXKHBIM (DAKTOPOM CTAHOBUTCS
CHOCOOHOCTD M JKEJIaHUE YeIOBEKa MHTEITPUPOBATHCS B U3MEHUBILUICS MHD,
B H3MEHHUBIIYIOCS KOMMYHHKAaTHBHYIO cuUTyanuto. LleHTpoMm, riaBHBIM
COIIMAJIbHBIM WHCTHTYTOM, CIIOCOOHBIM COJEHCTBOBATH 3TOW WHTETPAIHH,
ABJISIETCSl B JIIOOOM TOCylapcTBE cucTeMa oOpa3oBaHMA, KOTOpas Hpu3BaHa
He3aMeUIMTeNIbHO pearupoBaTh Ha HOTPeOHOCTH OOIIeCTBa, B KOTOPOM
(hopmHpyeTCs COBEpIICHHO HOBOE OTHOIIIEHHE K MHOCTPAHHBIM SI3BIKaM, K UX
W3Y4YEHUIO U BIAJICHUIO UMHU.

18



VYHUBEpPCHUTETHI, OTBeYash JaHHOW TMOTPEOHOCTH, HE TOJBKO
PacUIMPSIOT Kpyr HOpejlaraéMblX CHENUANIBHOCTEH W NHUCLHMIUIMH, HO U
YCTaHABIUBAIOT YPOBHH BIAJICHIS MHOCTPAHHBIMHA SI3BIKAMH, (DUKCUPYS UX B
yueOHbIX mporpamMmax. Crnenu@ukodl COBpEeMEHHBIX TpeOOBaHMHA K
H3Y4YECHUIO WHOCTPAHHBIX  S3BIKOB  SIBJISICTCS OpUEHTalUA Ha
(YHKIIMOHANBHOCTD, T.e. (hOPMYyIHMPOBaHUE 33Jadd KaK — KCIIOJIb30BaHUE
WHOCTPAHHOTO SI3bIKa KaK CPEICTBA PEaTbHOTO OOIIEHHS C MIPEeICTaBUTEISIMU
JIpyT'X HalMOHAJIbHOCTEH, ApPYrux cTpaH. B ycioBuAX HacTymaromei
rIIo0anu3aliy, YCTpaHEHHs TpaHUIl MEXIy EBpPONEHCKIMH CTpaHaMH,
BO3MOXKHOCTH CBOOOJHOTO TEPEIBMKEHHS JIOJEH B  OTKPBIBIIEMCS
MIPOCTPAHCTBE 0co0y1o 3HAYUMOCTh npuoOpeTaer MIOHSTHE
KOHKYPEHTOCIIOCOOHOCTH HAIlUX YHUBEPCUTETOB, KOTOpass BO MHOTOM
3aBHCHT OT KadecTBa TpejaraeMoro oOpasoBanus [bymrakosa M.,
[TomensHUKOBa A., 2012].

B cootBeTcTBUM ¢ 3TOM HOBOM 3ajaduell YHUBEPCUTETHI CTABST IEpe/]
c000i1 11eh MOATOTOBUTH MIMPOKO 00Pa30BaHHOTO COBPEMEHHOTO YeJIOBEKa,
uMeromero  (pyHJaMEHTATbHYIO IIOATOTOBKY HE TOJIBKO TIO  Y3KOH
CIEIMAHOCTH, BJAJCIONIET0 WHOCTPAHHBIM S3BIKOM B paMKax CBoei
mpoeccuu, HO M CIIOCOOHOTO MPUMEHATh Ha JOCTATOYHO BBICOKOM YPOBHE
W3YYEHHBIA MHOCTPAHHBIN s3bIK. BiajeHue MHOCTPaHHBIM S3BIKOM JOJIKHO
obecrieynTh BO3MOXHOCTH OOIEHHS, OOMeHa WH(pOpPMAIUE M OMBITOM, a
TaK)Xe COTPYIHUYECTBA CO CIIELUATNCTAaMH, TOBOPALIMMU Ha IPYTOM SI3BIKE.
Hpyrum cioBamMu, OZHOBPEMEHHO ¢ Tpodeccreil W MpoQecCHOHATLHBIMA
HaBBIKAMHU BBITYCKHUK YHUBEpPCHUTETa JIOJDKEH O0JIalaTh MEXIyHapOIHOM
KOMMYHUKATUBHOM KOMIIETEHLIUEH, OT YPOBHS KOTOpPOM 3aBUCAT, B
KOHEYHOM  cUeTe, W  yCIeXW TrocyaapcTBa. TakuMm  oOpaszom,
aKTyaJbHas HallMOHANIbHAs 3ajaya - aJalTUpPOBAaHUE HACENEHUs K
COBPEMEHHBIM  YCIOBUSM  CTPEMHTENIBHO  Pa3BUBAIOLIETOCS ~ MUpa-
00ycaBIMBaeT HACTOSTENbHYI0 HEOOXOIUMOCTh (POPMUPOBAHHSA B CTEHAX
By3a CIIEIMAINCTOB, NPOPECCHOHAILHO BJIAJCIONUX WHOCTPaHHBIMU
s3eikamu [3umuss LA, , 2006].

l'ocynmapcTBO BUAUT MHCCHIO BBICIIETO OOpa3oBaHUS B CO3JIaHUH,
COXpAaHEHUU U PACHpPOCTPAHCHUM 3HAHUM HA CaMOM BBICOKOM YPOBHE; B
MOATOTOBKE  CHENMATINCTOB  BBHICHIEH  KBadu(uKamuu,  CHOCOOHBIX
KOHKYpHpOBaTh Ha HAIMOHAIFHOM W MEXIYHApOIHOM pBIHKE Tpyda; B
o0ecrieyeHUH BO3MOXKHOCTEH NpodeccHoHaTbHOH HOATOTOBKM B TEUEHHE
BCEM OJKM3HU; a TakXke B  COXPAHEHUHU, PA3BUTUU M IPOJBUKECHUU
HAI[MOHAIBHBIX  KyJIbTYpHO-UCTOPHYECKMX IIEHHOCTEH B  KOHTEKCTE
KyJabTypHOTO pasHooOpazusi [Kozexc 00 oOpazoBanmm PecmyOmmku
Monnoga, 2014].
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B sToM cBeTe 0c0o0yr0 3HAYUMMOCTH MMPHOOPETACT KOMMYHHKAaTUBHAS
KOMITETCHIIUSI O0YJaIOmUXCsl KaK OyJAyIIMX MapTHEPOB MO KOMMYHHKAIIWH,
KOTOpasi Tmpearnoiaraer (yHKIMOHAIBHYI0 TPaMOTHOCTH BO BIAJICHUU
WHOCTPaHHBIM  SI3BIKOM, T.€. TaKYIO (YHKIMOHAIEHO-HATIPABICHHYIO
(bUIIOTOTHUECKYIO TIOJITOTOBKY, KOTOpasi Obl (hopMUpOBAJIa Y 00YYArOIIHXCS
YMEHHE MEXJIMYHOCTHOTO B3aUMOJEHCTBHSI B  PAa3IMYHBIX  PEYEBHIX
cutyarusix. KoMMyHHWKaTWBHas  KOMITETEHIMSI ®  (YHKIHOHAIbHAS
rPaMOTHOCTb BO BIIQJIGHUM WHOCTPAHHBIM SI3BIKOM OCHOBBIBAIOTCS Ha
KOPPEKTHO WCIIOJIb3YeMOW CHCTeMe S3bIKOBBIX M pEYEeBBIX HOPM, Ha
MPaBWJIFHOM BBIOOpPE KOMMYHHKATHBHOTO TIOBEJEHHS B COOTBETCTBUU C
KOHKpEeTHOH cutyanueit oomenus [Haponuna B.1., 2010].

OnmHako 3a4acTyl0 TOJBKO BEJHMKOJNCMHOE 3HAaHHE Y4YUTeJeM
WHOCTPAHHOTO  SI3pIKA HE MOTYT CTaTh yCJIOBHEM  JOCTH)KCHHUS
0€30rOBOPOYHOrO yCIieXa B MeAaroruieckoi AesaTebHOCTH. YTOOBI 3HAHUS U
YMCHHS YYUTEIs MOTJIH MEPEUTH B TOJHOM OO0BEME €ro y4YeHHKaMm, OH
JIOIDKEH OBIT B CBOE BpeMs BOOPYKHUTHCS TEOPETUYECKUMH OCHOBAMH
METOJUKH, TENaroTHKH W TICUXOJIOTMH W yMETh pealin30BBIBaTh MX Ha
IIPaKTHKE. He wMeHee BaXXHBIM SIBIISIETCS JIUYHOCTHAS XapaKTCpPUCTHUKaA
VUUTENS W €Tr0 TO3UTHUBHBIA HACTPOH Kak K MpeaMeTy OOy4deHHs, TaK U K
CTyJeHTaM KaK 00beKTy 0OydeHus. JINIIb Ha OCHOBE TAKUX KaYECTB YUUTEIh
MOYET CTaTh MOCPETHUKOM B MPOIECCE 3HAKOMCTBA C UY)KOH KyJIbTYpoOH 1
YCBOCHHEM 3HAHUH MHOCTPAHHOTO A3bIKA.

Opranuzanus cucTeMbl 00YYeHHUS Peanu3yeTcs KaK eJIHHCTBO IIEIH,
COJiep)KaHusl, METOJIOB, MPHEMOB M OOydarommx cpeictB. be3 uérkoro
B3aUMOJICHCTBUS BCEX KOMIIOHEHTOB HEMBICTMMA Y4eOHast cuTyanus (ypoK).

OOyunTh (YyHKIIMOHAIBHON CTOPOHE WHOCTPAHHOTO SI3BIKA C IEIIHIO
€ro MPaKTUIEeCKOTO NMPUMEHEHHUS — 3TO TIEPCIIEKTUBHAS, HO JAJIEKO HE JIETKO
BbIIIOJTHUMAaA 3agavda, KOTopasd CTOUT nepea yduTeiIeM HWHOCTPAHHOTO
sa3bIka, Jlns ycnemHo peanu3alMu 3TOM 3aJjayd CielyeT OCBOUTH HE
TOJILKO WHBIE, COBPEMEHHBIE METOMABI IpENojaBaHus, HO W pa3paboTatb
NPUHIMITMAIEHO HOBBIE MaTepHabl, KOTOPbIE CIOCOOCTBOBAIU OBI YCIEIIHO
OCYIIECTBUTh 3ajJady: HAy4YHTh JIIOAEW IJIOAOTBOpPHO obmathkest [TaTyp
10.I"., 2004].

s BeICIIEH CTyneHM OOy4eHHs — SI3BIKOBOTO (haKylbTeTa By3a —
HHaHpreMBII’I YPOBCHBb BJIAJICHUA A3BIKOM MOXKHO 0003HAYUTH TEPMHUHOM
«OWIIMHrBANbHAS JINYHOCTBY), YTO COOTBETCTBYET YPOBHIO OOpa30BaHHOIO
HOCHUTEJIS] COOTBETCTBYIOLIETO s3bIKa. KOMIIOHEHTaMH, COCTaBIISIFOIIUMH 3TOT
YPOBE€HB, ABJIAIOTCA, BO-IICPBBIX, OCHOBHBLIC A3BIKOBBIC Ka4Y€CTBA JIMYHOCTHU
00pa30BaHHOTO HOCHUTEJISI IAHHOTO S3bIKa, BO-BTOPBIX, MIEpPEeYeHb YMEHUH O
BCEM BHJAM PEYEBOM JESATEIBHOCTH, COOTBETCTBYIOLUIMX OOpa30BaHHOMY
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HOCHUTEIIIO WHOCTPaHHOTO S3BIKA, u, B-TPETHHX, nepevyeHb
Npo¢eCCHOHANBLHBIX YMEHUH, CBSA3aHHBIX C HCIOIBb30BAaHHEM WHOCTPAHHOTO
sa3pIka.  Takke BaKHO, 4YTOOBI pa3pabaThiBacMble YPOBHH YCBOCHWUS
WHOCTPAHHOTO S3bIKa COOTBETCTBOBAIM MUPOBBIM CTaHIApTaM.

Pacmmpenue auanasoHa (UIONOTHYECKHX W3BICKAHWM, OCHOBAaHHOE
Ha TPHBICUCHUU 3HAHWN JPYrUX HAYYHBIX JAHCIUIUIMH, HANpaBJICHO Ha
00BEKTHBHYIO HWHTEPIPETAIUIO JIeHCTBUTENLHOCTH, HoBas peanbHOCTh
npeabsaBsieT K mpodeccroHagaM B O0JacTH TNpenojaBaHHs TpeOOBaHHS
pellieHHsT MPUKIAIHBIX 33724, YTO BJICYET 32 cOOOM MOMCK HOBBIX MyTeH U
CHOoCcO0OB OpraHW3aIlK JUJAKTHYECKOTO TpoIlecca, KOTOPhIE CMOTIH OBl
obecieunTh  APQPEKTUBHOEC  HWCIONB30BAaHHE  MOJYYCHHBIX  3HAHUH
WHOCTPAHHOTO S3bIKA.

[MpuoOpereHre CTyJACHTAMH 3HAHWA WHOCTPAHHOTO S3bIKA HE
ClelyeT CTaBUTh B 3aBHCUMOCTh TOJBKO OT KOJMYECTBA BPEMEHH,
BBIACJICHHOI'O HAa ayOAWUTOPHBIC 3aHATHA IO PYKOBOJACTBOM IIPEIIOAaBATCIIA.
Benp HayuuThesi OOMICHHIO, MOXHO TONBKO oOmiasce. Jlnsg storo
MpenoJaBaTeib HCIOJIb3YeT pasHooOpasHble (OPMBI M BO3MOXKHOCTH
MOJICIIMPOBaHUsI OOCTAaHOBKM peajbHOTO OOImeHHs. JIMimb Takum o0pazom
MOJXHO CIPOCIMPOBATh TOJYYCHHbIC 3HAHUS HWHOCTPAHHBIX S3BIKOB Ha
JKU3HCHHYI0 cUTyanuio. Takyro (QYHKIMIO MOTYT BBIMOJIHATH MOATOTOBKA
pedepaToB ¢ UX TOCICAYIOIIUM OOCYXICHHUEM, YTCHHE U OOCYKICHHE
W3BECTHBIX JIUTEPATYPHBIX MPOM3BEIEHUH (B paMKax 3acelaHusi KIyOOB MO
WHTEpecaM), YTeHUE M OOCYXJICHHE JOKIAJOB Ha CTYJACHYCCKUX HAy4YHBIX
KOH(EpEeHIIUsAX, aKTHBHOE IMPOBEICHHE IEPEBOIUECKON IPAKTUKU, TJe
TpeOyeTcs BBICIYIIaTh, OHATh U MepeAaTh UHPOPMAIHIO Ha WHOCTPAHHOM
s3pike. OTpOMHOE 3HAUCHHE HMMEIOT TAaKKe BHEAYJAUTOPHBIC BO3MOXKHOCTH
obmenwus. [Tep-Munacosa C., 2008]

Yuutens JOJDKEH YETKO IIPEACTABIATH IEPCHEKTUBY SI3bIKOBOTO
pa3BUTUA CTYyACHTA, ONPCACIIATL €ro WCTHUHHBIN YPOBE€HL BJIaACHHA A3bIKOM,
JUIS TOTO, 4TOOBI aJanTHpPOBaTh OOy4YCHHWE HA JIOCTUTHYTBHIA YPOBEHb U
OpPMEHTHPOBATh HA XKeJaeMblid pe3yibTaT. IIpm 3TOM ypOBEHb BIIAJEHUS
HWHOCTPAHHBIM A3BIKOM JOJDKEH CTPOr'0 COOTBETCTBOBATL CTYIICHU 06yqu1/15{.

OtBeyast OCHOBHOH 3ajgaye O0Oy4YeHHMS HWHOCTPAHHOMY SI3BIKY -
(OpMHPOBAaHMIO KOMMYHUKAaTHBHOW KOMIIETEHIIMH, 3aHATUS  CIEAyeT
BBICTPanBaTh C OpUEHTAIMEH Ha (GOpMUpPOBAHUE Y CTYJEHTOB CIIOCOOHOCTH
OCYILECTBIISITh MHOSI3BIYHOE MEXIMYHOCTHOE M MEXKKYJIbTYpHOE OOLIeHHE.
[IpakTuyeckn 3Ta 3ajada OCYIIECTBHMMA B Takux (opMax OpraHu3aLuH
3aHATHI Kak NapHas, rpymmoas padora. HemanoBaxHO Takxke ydacTHe BO
BCEX CHUTyalusaX 06HICHI/I$[ HWHOCTPAHHBIX CIICIUAJIUCTOB, IIOCTOAHHO
npenojarImux Ha Kadeape.
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dopMHupoBaHHE KOMMYHHKATHBHONH KOMIICTCHIIMM BO3MOXKHO Ha
OCHOBE BCEX BHWJIOB PEUCBON JNEATEIBHOCTH (ayJUpOBaHUE, TOBOPEHUE,
YTEHHUE, MIICHMO), TIOPOXKIAst ¥ BOCTIPHHUMAsI HHPOPMAITHIO.

TI'oBopenne | Yemnoe e3aumooeiicmesue | AyaupoBaHue
Ipooykmue- Peyenmusnuie
Hule KoMMyHHKaTHBHAs1 KOMIETEHIHs 6U0bl peuesoll
8UObL peuesoll OdesimenbHOCMU
OesimenbHOCHU

Iucemo | Tucvmennoe 63aumodeticmeue | YUrtenue

Mexny mpenofaBaHHEM HHOCTPAHHBIX SA3BIKOB M MEXKYJIBTYPHOH
KOMMYHHKAallUE€H  CYIIECTBYeT O4YEBHIHAsl CBSI3b W 3aBHCHUMOCTB.
IIpakTHdeckn Kakooe 3aHATHE WHOCTPAHHOTO SI3bIKA CTAJIKMBAacT HAC C
9y)KOHM KyJIbTYpOH, KOTOpas MpecTaBlicHa HaM MpH MOMOUIH si3biKa. JIroboe
3aHSTHE, OCBeINaroliee oy u3 (opM HHOS3BIYHON neicTBUTensHOCTH («Ha
noure», «B a’spomopry») 3TO yKe MEXKKyIbTypHas KOMMYHUKALHS, T.K.
CJIOBO MHOCTPAHHOTO SI3bIKa €CTh OTPAKEHUE UY)KOH NEeHCTBUTENBHOCTH U
KYJBTYpPBI, UyXO€ MpeJCTaBICHHE O MHUpE, XapaKTepHu3yloliee CHenupuKy
JAHHOHM SI3BIKOBOM KyJbTYphl. M3ydeHue S3bIKOB, aKTHUBHOE MOJIb30BaHUE
UMH OJHOBPEMEHHO SBJSETCS M JYYIIUM YCJIOBHEM IOCTHXKEHUS
COOCTBEHHOH KYJIBTYPHI, MECTO TIOATOTOBKH K MPOAYKTHBHOMY AHMAIOTY C
YyKOH KynbTypoH (NPHHATHE MO3UTHUBHOIO M OTTOP)KEHHUS HEraTHBHOIO)
[Tep-Munacosa C., 2008].

B HacTosiee BpeMsl CYLIECTBYET €IMHBINA E€BPONEUCKUN PBIHOK,
OJTHAKO B5TO HE 3HAYUT, YTO MEHEKEpbl pa3HBIX CTpaH BeayT cels
onrHakoBoro. KylbTypHbIE NpPOTHBOpPEUMs BO3HHKAIOT M PAa3BUBAIOTCS
Hapsay C TpoOiiemMold BeleHWst OW3Heca HAa HMHOCTPAHHOM  SI3BIKE.
CrnenoBaresibHO, HEOOXOAMMO 3HATh HE TOJIBKO SI3BIK KaK TaKOBOH, HO H
KyJIBTypHBIE TPAIULIUH Pa3HBIX CTPaH.

Kak wu3BecTHO, MeXJy KOMIIOHEHTaMH A3BIK, KYJIbTypa H
KOMMYHHKAIIUS CYIIECTBYET Hepa3pbIBHAsI CBsI3b. [IpH OOIIEHUN HETOCTATOK
BIAQJCHUS SI3BIKOM HE SBISETCS €IMHCTBEHHBIM IPENSTCTBHEM, KOTOpOE
HEOOXOIUMO TNPEO0J0JIeBaTh B MPOLIECCe KOMMYHHKALWU MPEACTaBUTEISIM
pasHbBIX KyabTyp. OTCYTCTBHE QOCTATOYHBIX 3HAHWU SI3bIKa yCYyryOumsercs
HEBO3MOKHOCTBIO TPEOIONETh KYJIbTYpHBIA Oapbep, 3aTPpyAHAIOMUN e B
Oomplield cTemeHNM KOMMYHUKanuioo. DYHKIUIO TOCpeAHUMKa B mepeaade
CBEJICHU 00 WHOS3BIYHOW  KyNbTYpE  BBINONHSET  IPEIoJaBareib
WHOCTPAHHOTO SI3BIKA.

Xoporo chopMHUPOBaHHbIE HaBBIKU MEXKKYIbTYPHOR
KOMMYHUKAILIUM 3aBUCAT HE TOJIBKO YCTOHYMBBIX S3BIKOBBIX HAaBBIKOB Y
CHEIMaTUCTa CO 3HAHHEM HMHOCTPAHHOTO SA3BIKAa, HO M OT MPUOOPETEHHBIX
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(OHOBBIX 3HAHWH COLHUOKYJIBTYPHOTO XapakTepa M OT PEaJbHOTO
MIPEJICTABJICHUS O KyJIBType U MHPE HOCUTEIIEH TaHHOTO S3bIKA.

IIpoBoxast 3aHATHE 1O HMHOCTPAaHHOMY S3BIKY, IPEIbBSBISAA HOBBII
JEKCUYECKHH,  TpaMMaTHUeCKU Wi (OHETHYECKHH  MaTepHal,
MpenoJaBaTenb BBHIMONHSACT (DYHKIMIO MOCPETHHKA MEXKIy ydalluMcs H
KyIbTypOH CTpaHBl HM3y4aeMOro WHOCTPAHHOTO s3bIKa. BepbampHOU
Mpe3cHTalned KyJIbTyphl W XpaHUTENEM €€ HalWOHAIbHBIX LIEHHOCTEH
BBICTYIIA€T CaM HWHOCTPAHHBIA f3bIK. SI3BIK, B CBOIO oOYepenb, OyaydH
OTPaXKCHHEM YHHUKAJIBHOTO BHJEHUS MHpa W KyJIbTYPBl YEIOBEYECKHX
OTHOIIECHUH, BIMSET Ha Y€JIOBEKA, TOBOPAIIEM Ha JAHHOM SI3bIKE, (POPMHUPYS
€ro MUPOBO33PEHUE U crieu(pUIecKoe BOCTIPUITHE IEHCTBUTEILHOCTH.

3HAKOMCTBO C HHOSI3BIYHOM KyNbTYpoil B Tmporecce oOydeHHS

WHOCTPAHHBIM SI3bIKaM IPENCTABISIET HEOCIOPUMYIO LIEHHOCTh HE TOJIBKO
MIPU OCBOEHUH JINHI'BOCTPAHOBEIYECKOTO, HO TAaKXKe U COLIMOKYJIBTYPHOTO U
BOCIIMTATEIHHOTO KOMIIOHEHTOB B KOHTEKCTE IMajIora KyJubTyp.
IIponecc M3y4eHUs WMHOCTPAHHBIX SI3BIKOB, ITOCTPOCHHBIM HAa KOHTPACTE
POOHON M HMHOCTPAHHOW KYJbTYpPbI, BKIIOYaeT €CTECTBEHHBIM 00pa3oM
KpOMeE CTpaHOBEeIYeCKOH HH(POPMALIMU TaKKe M IEeHHOCTHBIH (akTop. Takoit
MOIXOT crocoOcTByeT (hopMupoBaHHUIO WHTEPHAIIMOHAIBHON
KOMMYHHMKAaTUBHOH KYyJbTYypbl 00y4aeMoro 1 AejaeT BO3MOXKHBIM OOILEHHE B
paMKax peasbHOro MEeXKYIbTypHOTro KoHTekcta [[ersiroa I'.T7., 2002].

PasBuBaTh MHTEpPEC K A3BIKY KaK HOCHTEIIO CBOCOOPA3HON KYJIBTYPHI
BO3MOXHO, B TOM YHCJI€, HA OCHOBE KYJIBTypHOIO M JYXOBHOI'O HacCJeIus
CTpaHbl U3ydaemoro sizbika. OcoOyro poilb 3/1eCh UTPaeT XyJOXKECTBEHHAS
JuTeparypa. 3anoxeHHast B XYI0KECTBEHHOMN JTUTepaType
KyJIBTYypoJIOTHYeCKasi HMHQOpPMAIMsl CONEPXKHUT HCTOpUYecKHe  (haKThl,
yOexIeHHs W >KM3HEHHbIE LEHHOCTH IpEICTaBUTENed Opyro KyJbTYpBI,
3HAKOMHT C WX TpagulusSMH, OObYasiMu, o00pa3oM >ku3HU. UreHue
JUTEPATYPHBIX IPOW3BEJEHUM pacIIupsieT 3HaHUSA O CTpaHe U JIIOJAX,
HaceJstoImuX e€, coleiicTByeT NPUOOIIEHUIO K HCTOPUYECKUM KYJIBTYPHBIM
HEHHOCTSIM CTpaHbl (TIOCJIIOBHIIBI, MTOTOBOPKH, (hPa3eoOTU3MBbI, UINOMBI H
KpbUIaThle BBIPAXKEHUS U T.11.)

VYcBoeHHE KyJIbTypOBEIUECKHMX KOMIIOHEHTOB 00Ja/laeT OrPOMHBIM
BOCIIMTATENbHBIM  MOTEHIMAJIOM, T.K. 3TO MPHUBHBAET TOJEPAaHTHOE
OTHOIIEHWE K WHBIM TPATUIMSIM U KyibTypam. JIfo0o0il denoBek, KOTOPBIH
BIIa/Ie€T OJJHUM WM HECKOJIBKMMH MHOCTPAHHBIMHU A3bIKAMHU, HETIPOU3BOIBHO
CTaHOBHTCS HOCUTEJIEM MHOSA3BIYHOM KYJIBTYpBI, €€ IPOBOIHUKOM.

Takum o0pa3oM, oOOy4eHHE WHOCTPAHHOMY SI3BIKY  CIIAYeT
OpUEHTUPOBATh KaK Ha (OPMUPOBaAHHE KOMMYHHKATUBHOW KOMIIETCHIIUU B
CUTyalHUsAX PE4YeBOro OOIIEHMS, MPUOIMKEHHBIX K PEaIbHON HHOSM3BIYHOM
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JNIEHCTBUTEIHHOCTH, TaK M HAa MEKKYJIBTYPHYIO KOMIIETCHTHOCTh  Kak
CIIOCOOHOCTPH BBITYCKHHUKA (DaKyJIbTeTa OCYIIECTBIATh PEUCBOE OOIICHUE Ha
MEXHAIMOHAJIBHOM YPOBHE.

Kakue 0b1 peopMbl HE Kacaauch 00J1aCTH HAPOHOTO 00pa30BaHUs,
BONPOC 00YYCHHS HHOCTPAHHBIM SI3bIKaM BCera ObLUT U OCTAETCS KITFOUEBBIM.
[MpocmarpuBaeMasi HEBOOPYKCHHBIM TIJIa30M MOTPEOHOCTH OOIIECTBa B
3HAHUHM HWHOCTPAHHBIX S3BIKOB, KA3aJoCh Obl, JOJUKHA HAHTH OTPa)KCHHE B
YBEJIIMYCHUH YYCOHBIX YacOB, BBIIEISIEMBIX MPOTPaMMOI Ha 3TOT HPEIAMET,
YTO MOBBICKIIO OBI CTaTyc B OOINECTBE MHOCTPAHHOTO SI3bIKA KaK y4eOHOTO
npeamera. Ho, yBbI, moka Bcé HaoOOpPOT: HAUMEHBIIIEE YUCIO YacOB B
y4eOHOM  IUIaHE BBIIEISICTCS HMEHHO MPAaKTUKE MPErojgaBaHus
WHOCTPAHHOTO SI3bIKA.
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Actualmente didactica (prin obiectivele, continuturile ei) se axeaza, in
special, pe creativitatea, independenta, mobilitatea viitorului specialist.
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Dezvoltarea competentei de comunicare interculturald in procesul de
pregatire a studentilor ce studiazd limbi strdine contribuie la formarea

in unison cu cerintele societatii moderne.
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ATELIERUL: LINGVISTICA GENERALA

Despre tipologia actelor de vorbire

Mihail RUMLEANSCHI, dr., conf.
Universitatea de Stat ,, Alecu Russo” din Balti

Cuvinte-cheie: act de vorbire direct / indirect, continut propozitional,
fortd ilocutionara, enunt, enuntare, intentie, verb performativ, act locutiv /
ilocutiv / referential / perlocutiv / fonetic / gramatical / semantic / pragmatic /
social / informativ, valoare de veridicitate.

Limba 1si realizeaza functia comunicativa prin intermediul actelor de
vorbire. Comu- nicarea reprezinti o forma specifica a activitatii umane’, un
element de baza al existentei sale. ,,Nu se poate sd nu comunici, mentioneaza
D.Roventa-Frumusani. Cuvant sau tacere, privire concentratd sau absenta,
postura crispata sau destinsa, totul comunica” [2005, p. 21; a se vedea Inca:
Watzlawick P. citat de C.Kerbrat-Orecchioni, 1998, p. 8].

Activitatea de comunicare este un proces care se desfasoara in timp si
spatiu. Ca si oricare proces ea se supune segmentarii in unitati componente.
Un astfel de segment este actul de vorbire. Conform opiniei lingvistilor, actul
de vorbire reprezintd prin sine un fragment functional al comunicatiei,
formula traditionald al ciruia este:

Cine vorbeste — ce — cUi — in ce mod — de ce — care este rezultatul?

Actul de vorbire / comunicare este traditional conceput ca fiind
procesul de emitere si receptionare a informatiilor. Trebuie sd retinem, ca
informatia emisd constituic un act de comunicare numai daca ea este
receptionatd si interpretati de o altd fiintd umana. In caz contrar vom putea
vorbi numai de acte de informare.

Actul de comunicare se compune dintr-un continut propozitional (p)
— continutul lingval al actului — si o forta ilocugionara (fi) — valoarea
intentionald a actului. Realizat cu ajutorul mijloacelor verbale, actul verbal
este numit inca enuntare (cel mai des ea coincide cu o frazd), iar produsul
enuntarii este numit enunt. Enuntul, opineaza J.Lerot, constituie o realitate
direct observabilad si ar putea fi definit drept un mesaj delimitat in timp si
spatiu. Este enuntare tot ce se spune sau se scrie intr-un moment anumit
atunci cand un destinator se adreseaza unui anumit destinatar [1993, p. 37].

La analiza, activitatile pe care le realizeaza omul pot fi de doua tipuri:
individuale sau sociale. Actele de comunicare fac parte din cele sociale.

Wezi la V.A.Maslova: «...6yzeM cyuTaTh KOMMYHHKaIueil 0co6y0 (GOopMy denoBedecKoil
nesitensHOCcTH » [2008, p. 30].
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Comunicarea e verbala atunci cand ea face uz de limbaj si e neverbala daca
la realizarea sa sunt utilizate alte mijloace: gesturi, mimici, semne rutiere,
focuri ale semaforului, stegulete, batdi de toba, sunete de trimbita s.a. Astfel,
putem spune cd enuntarea este un act verbal (act de comunicare). Ea poate
contine un singur enun{, precum si un ansamblu de enunfuri legate intre ele
prin coeziune, tematica, situatie etc.

Conform opiniei lui J. Lerot [ibid.], putem numi act tot ce omul face,
adica actul este o activitate dorita si realizata de un individ. Atunci cand
afirmam ca enuntarea este un act, e necesar sa admitem ca ea poseda anumite
proprietati. Printre proprietatile de baza ale actului de vorbire sint evidentiaza
urmatoarele:

(a) el rezulta dintr-0 motivatie (adica este motivat prin faptul ca are la
bazi o intentie si vizeaza un obiectiv anumit care trebuie atins);

(b) este un eveniment material (se realizeaza prin intermediul
undelor sonore);

(c) acest eveniment produce un efect (el provoacd o anumita reactie
din partea cuiva). De exemplu, pregatirea pentru examen este un act, avand
achizifia cunostintelor ca stimulent functional, iar nota foarte bund este
efectul actului; pregatirea pentru o competitie internatio- nala este un act care
are obtinerea performantelor inalte ca stimulent, iar stabilirea unui record
mondial este efectul acestui act.

Actul de vorbire se deosebeste cu mult de alte acte. In lucrarea sa
J.Lerot mentioneaza urmatoarele[1993]:

a) el foloseste un mijloc specific: limbajul,

b) se materializeaza printr-un semnal de naturd lingvistica (Sunete
articulate),

C) permite organizarea interactiunilor, (organizeaza cooperarea
participantilor in execu- tarea activitatilor),

d) este un produs cu precadere individual,

e) produce un efect care nu e intotdeauna material,

f) are caracter pragmatic pentru ca vizeaza o anumitd modificare a
realitdtilor din lumea inconjuratoare sau din lumea interioard a celui
ce 1l realizeaza.

Astfel, actul de vorbire apare ca o unitate integrd cu caracter
material, motivat prin faptul ca are la baza o intentie ce vizeazd un scop
anumit §i o functie bine determinatd — organizarea cooperarii interactive a
interlocutorilor.

Ideeca care a fost pusd la baza teoriei actelor de vorbire a fost
urmatoarea: unitatea minimald a comunicatiei nu este cuvintul sau propozitia,
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dar actiunea — realizarea anumitor acte verbale (de poruncd, constatare,
explicare, felicitare, ocard s.a.). Fondatorul acestei teorii este lingvistul
englez J.-L.Austin. El, primul, a atras atentia asupra unor verbe specifice,
care 1n pozitia primei persoane singular reprezintd prin sine actiuni si le-a
numit verbe performative: jur, cer, cred, implor, subliniez, ma indoiesc, iert,
recomand, intentionez, neg, declar s.a. Austin a descris astfel de cazuri de
utilizare a vorbirii cand Insasi enuntul este deja o actiune: ordon sa plecati;
jur cd voi face totul; eu cred cd criza are un caracter trecdtor etc. El a numit
aceste acte performative. Aceasta conceptie a permis afirmatia ca limba nu
numai ca reflectd realitatea inconjuratoare, dar si o poate crea, fiind in acelasi
timp una din componentele ei. Afirmatia concordeaza cu ideea ca lumea reala
este numai una din lumile posibile care existd, iar insasi realitatea nu este
decat una din realitatile posibile [vezi: Kpacapix B.B., 2002].

Actele de vorbire pot fi informative (transmit o informatie) si
neinformative (care servesc la stabilirea sau la mentinerea contactelor sociale:
intrebari despre starea sanatatii, salutarile s.a.). Ele pot fi directe (Dagi-mi
cartea aceasta pdand mdine) si indirecte (4r fi bine daca as consulta cartea
aceasta pentru lucrarea mea, adica: Dafi-mi cartea aceasta. Vrieau sd o
consult pentru lucrarea mea).

Potrivit opiniei lui J.-L.Austin [1970, pp. 22-129], se deosebesc cinci
clase de acte de vorbire: verdictive, exercitive, comisive, behabitive si
expozitive. Prima clasd este marcata de indiciul “pronuntarea unui verdict de
catre jurati, arbitru sau referi”, a doua clasa intruneste unitati care exprima
realizarea puterii, drepturilor sau a autoritatii, a treia — promisiunile si alte
angajamente, a patra tine de comportamentul social si relatiile interumane iar
a cincea indica ce loc ocupd enunturile noastre pe parcursul discutiilor sau
convorbirilor, cum sunt utilizate cuvintele”.

J.-L.Austin recunoaste personal ca ultimele doud clase nu sunt prea
reusit determinate, insa, la analizd, observam cd nici celelalte clase nu sunt
clar delimitate. Daca clasificarea a fost facutd, dupa cum afirma el, in baza
criteriilor ilocutive, nu este prea clar in ce constau deosebirile dintre fortele
ilocutive ale actelor verdictive si exercitive.

Neajunsurile clasificarii lui J.-L.Austin, in forma cea mai
sistematizata, au fost expuse de J.R.Searle [1977, p. 180] care constatd, in
primul rand, lipsa unei baze clasificatorii bine determinate. El propune o
taxonomie alternativad in care baza clasificarii este constituitd din forta
ilocutiva si conditiile de sinceritate [ibid.].

In lucrarea ,,Nofiunile de baza ale logicii ilocutionare” J.R. Searle si
D. Vanderveken [1985, pp. 12-20] mentioneaza un numar mai mare de indici
de clasificare a actelor de vorbire: a) forta ilocutiva, b) intensitatea fortei
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ilocutive, ¢) modul de realizare, d) conditiile continutului propozititional, )
conditiile preliminare, f) conditiile de sinceritate, g) intensitatea conditiilor de
sinceritate etc.

Clasificarea propusa nu se deosebeste cantitativ de cea austiniana,
insd difera din punct de vedere calitativ. Searle si Vanderveken evidentiaza
urmatoarele clase de vorbire: 1) asertive, 2) directive, 3) comisive, 4)
declarative, 5) expresive si 6) interogative. Ilocutivitatea ca indiciu principal
in delimitarea acestor clase e formulatd de autori in felul urmator: pentru
asertive ea consta 1n faptul de a spune cum stau lucrurile (Magazinul e inchis;
Cerul s-a acoperit cu nori), pentru directive — in faptul de a impune pe un
altul / pe altii de a face ceva (Inchide | inchideti fereastra | Pune cartea pe
masa !), pentru comisive — faptul ca locutorul isi asuma anumite angajamente
(Eu te voi face fericita, Eu va voi conduce pind la Universitate), declarativele
indicd statutul social al locutorului si in functie de aceste prerogative poate
modifica statutul altuia (Va declar sot si sotie; Va numesc in postul de
comisar de politie; Adunarea este declarata deschisa), expresisivele sunt acte
cu ajutorul carora locutorul exprimd condoleante, multumire, isi cere scuze,
felicita (Ma iertati pentru deranj; Va felicit cu ocazia cdsdtoriei), iar intero-
gativele servesc la solicitarea unei informatii (Cine este cel care cuvanteaza?
Imi puteti explica de ce anume noi am fost invitati la Senat?) [Searle, 1977,
pp. 252-253; Searle & Vanderveken, 1985, pp. 37-38].

Alti autori, care au elaborat taxonomii de acte de limbaj, propun si o
taxonomie de stari psihologice, dat fiind faptul ca intre actele de limbaj si
starile psihologice exista o legatura stransd. O astfel de taxonomie este
propusd de Leech G.N. care asociaza fiecare clasda de predicate ilocutive cu
anumite predicate psihologice, numite Incd predicate ale obiectivelor
propozitionale [Leech G.N., 1983, pp. 211-212]. Asertivelor ilocutionale, in
acest sistem, le corespund creditivele psihologice; directivelor si comisivelor
— volitionalele; rogativelor — dubitativele, iar expresivelor — atitudionalele.
De exemplu: Jim reported that no one had arrived (asertiv) — Jim believed
that no one had arrived (creditiv); Sheila urged me to do the shopping
(directiv) — Sheila wanted me to do the shopping (volitional).

In sistemul propus de G.G.Poceptov [I'.I'.IToueros 1981, pp. 267-
281] clasele actelor de vorbire sunt numite tipuri pragmatice de propozitii
(mparmatndeckumMu Tunamu npesnoxxennid). El Intruneste cinci tipuri: 1)
constativele, 2) promisivele si menasivele, 3) performativele, 4) directivele si
5) cvesitivele. Putem observa cd unele din clasele evidentiate coincid cu
clasele taxonomiei propuse de J.R. Searle si D. Vanderveken [1985, pp. 12-
20]: constativele cu asertivele, promisivele si menasivele — cu comisivele,
directivele — cu clasa cu aceeasi denumire. Cvesitivele coincid cu rogativele
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leacheene. Un interes deosebit prezinta clasa performativelor, care, in urma
analizei explicatiilor si exemplelor utilizate de autor constatim ca ele
corespund expresivelor lui J.R.Searle si D.Vanderveken. Separarea
performativelor intr-o clasd pragmatica aparte ne pare nejustificata dat fiind
ca performativul nu constituie o clasa, dar o functie caracteristica pentru
verbele ilocutive §i expresiile care contin aceste verbe.

In lucrarea lui K.Bach si R.M.Harnish ,,Comunicarea Lingvistica si
Actele de Vorbire” sunt evidentiate sase clase de acte ilocutive dintre care
afectivele si verdictivele sunt calificate ca fiind conventionale si
institutionale; ele primesc ilocutivitate de la instantele ritualizate [1980, pp.
110-113]. In baza acestui fapt, ele sunt eliminate din schema generala si sunt
supuse analizei numai patru clase relevante: 1) constativele, 2) directivele, 3)
comisivele si 4) declarativele (Acknowledgement). Dupd cum recunosc
autorii, aceste clase corespund intocmai asertivelor, directivelor, comisivelor
si expresivelor searliene [ibid., p. 40].

Clasificarea de mai sus prezintd un interes deosebit prin faptul ca in
afara celor patru clase de bazd autorii evidentiaza 15 subclase de acte de
vorbire: asertivele, predictivele, retrodictivele, descriptivele, confirmativele,
ascriptivele, informativele s.a.

Reiesind din functia si capacititile de utilizare performativa, Iu.
Apressian [1986, pp. 208-223] elaboreaza un sistem in care sunt definite 15
clase de acte de vorbire. Autorul a inclus in taxonomia sa grupurile principale
de verbe performative, sau altfel spus, performativele canonice [ibid., p. 208].
Aceste clase cuprind: 1) comunicarile specializate si afirmatiile, 2)
marturisirile, 3) promisiunile, 4) cererile, 5) propunerile si sfaturile, 6)
preintdmpinarile si prezicerile, 7) cerintele si poruncile, 8) interdictiile si
permisiunile, 9) aprobarile si obiectiile, 10) consimtamintele, 11)
dezaprobarile, 12) scuzele, 13) ritualurile discursive, 14) actele specializate
de transmitere, expropriere, anulare, refuz etc., 15) denumirile si prescriptiile.

Clasificarea propusd are un neajuns serios: nu sunt clare criteriile
delimitarii acestor 15
clase. Autorul afirma cd foloseste o nomenclaturd un pic largitd de acte
ilocutive® si pentru a denumi clasele sale indici deseori notiunile corelative
austiniene. Putem trage concluzia cad aceastd clasificare este rezultatul
divizarii claselor lui J.-L.Austin si J.R.Searle in subclase. Una din problemele
de baza in clasificarea actelor de vorbire consta in Intrebarea: ce trebuie sa fie
clasificate — actele de vorbire / de limbaj sau mijloacele de limbaj (verbele,
de exemplu).

%In original: «...HECKOJBKO PaCUIMPEHHOW HOMEHKIATYpOW HIUIOKYTHBHBIX akToB » [1986,
ctp. 208]
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J.R.Searle a supus criticii sistemul de acte propus de J.Austin pentru
faptul ca in el se clasificau nu actele, ci verbele. Problema data nu si-a gasit
inca solutionare. J.Verschueren, de exemplu, este de parerea ca trebuiesc
evidentiate, mai Intdi, mijloacele lexicale care reflectd conceptualizarea
actelor de limbaj [J.Verschueren, 1983, p. 174], iar A.Tsui insistd asupra
oportunitatii de a clasifica in primul rand actele de vorbire [A.Tsui, 1987, pp.
359-377].

A doua problema importantd constd in formularea bazei initiale a
clasificarii. Taxo- nomiile analizate mai sus demonstreaza faptul ca cele mai
raspandite criterii sunt cel ilocutiv si cel ilocutiv-performativ. Exista insa si
alte clasificari care se deosebesc radical de cele expuse mai sus. Taxonomia
lui G.N.Leech, de exemplu, este construitd pe o baza absolut noua si cuprinde
patru clase definite, reiesind din relatiile ce le leagd de scopul social in
stabilirea si mentinerea politetei [Leech G.N., 1983, p. 104]. Aceste clase
sunt:

1) competitivele (in ele scopul ilocutiv concureazd cu scopul social
(le avem 1n ordine, intrebari, cerinte, rugaminti s.a.),

2) convivialele 1n care scopul ilocutiv coincide cu scopul social (ele
se manifesta in propuneri, invitatii, salutari, mulfumiri, felicitari),

3) colaborativele unde scopul ilocutiv este indiferent fatd de scopul
social (le remarcam in afirmatii, comunicdri, anunguri, informatii),

4) conflictivele caracterizate prin faptul ca scopul ilocutiv este in
stare de conflict cu scopul social (le detectam in ameningari, invinuiri,
blesteme, mustrari s.a.).

In opinia lui G.N.Leech, rolul scopului social consti in eliminarea
conflictelor dintre interlocutori prin intermediul categoriei politetei. In asa
fel, scopul ilocutiv devine pregnant nu prin faptul existentei sale, dar datorita
relatiilor cu scopul social, care, in cazul dat, devine principal si baza
clasificatorie.

Actul de vorbire, pe langa aspectul ilocutiv, care este destul de
important 1n intelegerea naturii sale, mai include aspectele perlocutiv si
locutiv. Aceste aspecte, la fel, sunt exprimate prin anumite mijloace (cu
ajutorul verbelor, printre altele). De aceea, atunci cand se cere de a stabili o
clasificare veridica a faptelor de limba, aspectele locutiv si perlocutiv ar
trebui sa fie incluse in mod obligator in descrierile continutului semantic al
unitatilor. Insd in majoritatea clasificarilor pe care le-am detectat si, partial,
le-am prezentat, lor nu li se acord atentia cuveniti®. Numai dictionarul lui

3Mai putem adauga, pentru informare, clasificarile propuse de van der Auwera [1980, pp. 253-
264], D.Wunderlich [1976], B. Fraser [1975, pp. 187-210], W. Stiles [1981, pp. 227-249], Th.
Ballmer si W. Brennenstuhl [1981], A. Wierzbicka [1987] s.a.
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Th. Ballmer si W. Brennenstuhl [1981] trateaza intr-un anumit mod verbele
locutive si perlocutive.

Una dintre cele mai reusite clasificari ale actelor de vorbire, in opinia
noastra, este cea a lui J.Lerot [1993, pp. 38-39] in care sint evidentiate patru
clase: locutive, ilocutive, referentiale si perlocutive:

(1) Actul locutiv este actul pe care il efectueaza locutorul atunci
cdnd spune ceva. El este direct legat de caracteristicile fizice ale vorbirii si
este:

() un act fonetic, care consta din actiunea de a produce ansambluri
de sunete;

(b) un act gramatical pentru ca reproduce unitdti semnificative ce
apartin unui vocabular, plasdndu-le intr-o ordine impusa de normele lingvale,
fapt care permite crearea unui sens;

(c) un act semantic prin care aceste unitati si constructii sunt utilizate
cu un sens determinat, constituind, astfel, un ansamblu dotat cu o anumita
semnificatie;

(d) un act pragmatic care are scopul de a influenta o altd persoana;

(e) iar, in opinia noastrd, este si un act social pentru ca deserveste
necesitatile de comunicare si de organizare a unei colectivitati sociale.

(2) Actul referential (de referentiere) reprezinta plasarea mesajului
in relatii cu obiectele, persoanele sau starile faptelor exterioare limbajului.
Aceste obiecte si fapte pot fi atat reale, cat si imaginare. Actul referential
permite:

(@) identificarea persoanelor, obiectelor, calitatilor, starilor,
proceselor, fenomenelor si a relatiilor dintre ele;

(b) aprecierea valorii de veridicitate a propozitiilor din mesaj prin
compararea acestora cu starile lucrurilor din universul extralingvistic;

c) reflectarea relatiilor dintre membrii colectivitatii sociale prin
intermediul diferitor marcatori conotativi.

(3) Actul perlocutiv care reprezinta efectul produs de actul de vorbire
asupra destina- tarului. Enuntarea poate declansa reactii emotive (surpriza,
uimire, manie, extaz, tristete etc.), poate sugera asocieri de idei, poate suscita
opunere sau aprobare [a se vedea: J.R.Searle, 1877, p. 30]" etc.

(4) Actul ilocutiv este actul prin care locutorul isi manifesta intentia
comunicativd. El isi extinde influenta sa asupra tuturor actelor de vorbire,
este dominant in activitatea comunicativa si formeaza baza a ceea ce locutorii
verbalizeaza sub forma de proiect de realizare, evaluand factorii colaborativi

“Actele de vorbire mentionate sunt astfel delimitate numai pentru a le putea cerceta mai lesne.
In genere, un act locutiv, de exemplu, este in acelasi timp si ilocutiv, si perlocutiv, si
referential. Un act ilocutiv detine caracteristicile actului perlocutiv, referential si locutiv etc.
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si opozitivi, crednd o scard progresiva de fapte care se cer realizate, alegand
argumentele necesare pentru a le sprijini.®

In concluzie se impune o remarca generala: oricare tip de act verbal
mentionat incadreaza in sine obligator o intentie comunicativa care ii §i
acorda dreptul de a functiona in interactiunile verbale.

Analizand opiniile savantilor privitor la natura actelor de vorbire si
esenta lor, ajungem la concluzia cd este aproape imposibil de a construi o
clasificare necontradictorie din mai multe cauze. Printre ele mentionam:

1) ele sunt foarte variate,

2) au structuri diferite (ele pot fi compuse dintr-un text intreg
(predica, de exemplu), precum si dintr-un singur cuvant (Ah! Vx muoi!
Mmm!).®

Taxonomia actelor de vorbire prezentatd in articol poate servi ca
material de referintd la expunerea tipologiei textelor, la analiza si
interpretarea lor, la prezentarea mai coerenta a teoriei discursului.
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Résumé:

Dans le présent article on expose la bréve histoire de la définition et
de la classification des actes de parole — les unités de base de la
communication — en commengant par les opinions du fondateur de la théorie
J.-L.Austin, jusqu’a nos jours. L’analyse qu’on propose comprend des
remarques sur les avantages ou les déficiences de telle ou telle classification.

Gramatica si semantica numelor proprii in creatia viereana

Adela NOVAC, dr., conf. univ.
Universitatea de Stat ,, Alecu Russo” dinBalti

Cuvinte-cheie: nume propriu, sintagma, frecventa, singularizare, raport.

In creatia poeticd a lui Grigore Vieru, atestim si unititi lexicale —
nume proprii.
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Numele propriu in acceptia noastrd este un cuvint sau o sintagma
care desemneaza un obiect (in sens gramatical) cu scopul singularizarii lui si
al cdrui semn grafic este scrierea cu majusculd. Astfel, ne propunem sa
analizim numele proprii in poezia lui Grigore Vieru, utilizind metoda
statistica.

Opera poeticd a lui Grigore Vieru numara 92 de unitati lexicale —
nume proprii: Dumnezeu, Hristos, Precista, Apostolul Pavel, Apostolul, luda,
Diavolul, Pastele, Duminica Mare, Craciunul, Sfintul Duh, Sfinta Scriptura,
Prut, Nistru, Dunare, Volga, Olt, Mures, Pacific, Taiga, Lipcani, Basarabia,
Sibiria, Lancram, Voronet, Romdnia, Opaci, Bucuresti, Serbia, Vorniceni,
Soroca, Taul, Pererita, Bulgaria, Roma, America, Naha, Chiginau, Miorcani,
Husi, Cornesti, Pelenia, Plopi, Orhei, Mereni, Manta, Carpati, Predeal, Ana,
Alexandra, loana, Maria, Otilia Cazimir, lon, Manole, Mihai, Nicolae,
Stefan, Orfeu, Noe, Tudor Arghezi, Lucian Blaga, Bacovia, Alexei Mateevici,
Nicolae Labis, Mihai Eminescu, Stefan cel Mare, Toma Alimos, Constantin
Brincoveanu, Cantemir, lancu, Enescu, llascu, Zamfir, lon Mircea, Mesterul
Manole, Mioara Baladei, Miorita, Babe Cloante, mos Martin, piata Matache,
piata Obor, Putna, Capriana, Literatura si arta, Nistru, Limba Romdnd,
Luceafirul, Canon', poetul Vatietis.

Numele proprii pe care le-am enumerat mai sus se deosebesc prin
frecventa lor. Aplicind metoda statisticd, propunem in continuare gradul de
utilizare a acestora in ordine descrescinda: Dumnezeu (77); Prut (34); Hristos
(33); Dunare (7); Basarabia (6); Carpati (6); Limba Romana (5); Tudor
Arghezi (4); Precista (4); luda (3); Diavol (3); Nistru (3); Orhei (3); Mihai
(3); loana (3); Mihai Eminescu (3); Stefan (3); Sibiria (3); Paste (2);
Apostolul Pavel (2); Mures (2); Ana (2); Romdnia (2), Olt (2); Lucian Blaga
(2); Bacovia (2); Nicolae (2); Luceafarul (2); Taul (2); Taiga (2); Craciunul
(1), Sfintul Duh (1), Sfinta Scriptura (1); Lancram (1); Voronet (1); Manole
(1), Arges (1); Opaci (1); Stefan cel Mare (1); Toma Alimos (1); Constantin
Brincoveanu (1); Cantemir (1), lancu (1); Enescu (1); llascu (1); Zamfir (1),
lon Mircea (1); Mesterul Manole (1); Mioara Baladei (1); Miorita (1); Babe
Cloante (1); mos Martin (1); piata Matache (1); piata Obor (1); Putna (1);
Capriana (1); Literatura si arta (1); Nistru (1); Limba Romdna (1);
Luceafarul (1); Canon (1); poetul Vatietis (1); Alexei Mateevici (1); Nicolae
Labis (1); Orfeu (1); Noe (1); Apostolul (1); Alexandra(l); loana (1); Maria
(1); Otilia Cazimir (1); lon (1); Predeal (1); Opaci (1); Bucuresti (1);
Vorniceni (1); Soroca (1); Pererita (1); Bulgaria (1); Roma (1); America

1 . P
Denumirea unui ciine Japonez.
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(1); Naha (1); Serbia (1); Chisinau (1); Miorcani (1); Husi (1), Cornesti (1),

Pelenia (1); Plopi (1); Mereni (1); Manta (1); Volga (1); Pacific (1).
Unitatile lexicale — nume proprii sunt frecvente in titlurile poeziilor:

wTudor Arghezi’’; ,,Lucian Blaga’’; ,,Brincusi’’;,, Tu, Domnule’’; ,,Scrisoare

din Basarabia’’; ,,Eminescu’’; ,,Intre Orfeu si Hristos’’; ,,Pe muntele
Predeal’’; , Poarta prin care a intrat Dumnezeu’’; ,,De-ai curge tu,
Prutule’’; ,,Piciorul lui Iuda’’,, Basarabie de And si Manole’’; ,,De ce-ai
dat, Doamne?’’; , Atdta iarba, Doamne!’’; ,, In ziua de Pasti’’; , ,Hristos
veni-va pe pamint’’; ,,Bacovia’’; ,,Se-aud pasii lui Hristos’’; ,, Ciinele

IE]

japonez Canon’’; , Ilascu’.

Am realizat, de asemenea, o clasificare semantica a unitatilor lexicale
- nume proprii prezente in poezia lui Grigore Vieru. Astfel, atestam:

1. Nume proprii romanesti masculine: Labis, Lucian Blaga, Mihai

Eminescu, Cantemir, Toma Alimos, Iancu, Tudor Arghezi,
Bacovia, Alexei Mateevici, Enescu, Constantin Brincoveanu, lon
Mircea, Brincusi, Stefan cel Mare.

2. Prenume masculine: Mihai, lon, Manole, Zamfir, Stefan, lonica,

Nicolae.
3. Prenume feminine: Ana, Alexandra, Maria, loana, Otilia
Cazimir.

In aceastd ordine de idei, venim cu precizarea ci atunci cind poetul
evocd mediul rural, foloseste nume proprii din inventarul onomasticii
populare a vremii si din folclor, iar cind investigatia eului liric tine de mediul
citadin se utilizeaza nume proprii din cultura moderna, din mitologie, istorie,
geografie si din literatura culta.

4. Nume proprii din povesti si basme: Babe Cloante, mos Martin.

5. Nume de tiri, regiuni, sate (provincii), orase: Romdnia,

Basarabia, America, Siberia, Serbia, Praga, Roma, Chisindu,
Orhei, Pelenia, Lipcani, Soroca, Taul, Voronet, Lancram,
Pererita, Vorniceni, Miorcani, Husi, Mereni, Plopi, Manta,
Cornesti, Naha, Copou, Arges, Opaci.

6. Nume de riuri: Nistru, Prut, Volga, Dunare, Olt, Mures.

7. Nume de munti: Carpati, Predeal.

8. Nume de ciini: Canon.

9. Nume de oceane: Pacific.

10. Nume ce tin de zone naturale: Taiga.

11. Nume de piete: piata Matache, piata Obor.

12. Nume de manastiri: Putna, Capriana.

13. Nume de reviste: Literatura si arta, Nistru.

14. Nume de sarbatori: Craciunul, Paste, Duminica Mare.
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15. Nume istorice: Stefan cel Mare, Constantin Brincoveanu,
Cantemir.

16. Termeni cu caracter mitologic si religios: Dumnezeu, Hristos,
Iuda, Diavol, Precista, Miorita, Mesterul Manole, Noe, Sfintul
Duh, Sfinta Scriptura, Apostolul Pavel.

Analizind unitatile lexicale — nume proprii, constatim cad ele sunt
insotite de calificative: Preabunul Dumnezeu (39); Domnule al nostru (110);
cerescul Parinte (332); Eminescu cel durut (336); Mihai cel drag (176);
Luceafarul martir (175); marite Arghezi (35); Carpaticul Prut (24); Siberii
de gheatd (171); Bucurestiul grabit (282); Siberii fara de sfirsit (171).

Analizind calificativele de mai sus, observam preferinta autorului
pentru structurile in componenta carora calificativul este postpus cuvintului —
determinant, autorul reusind astfel sa individualizeze calitatile care s-au
(110); Eminescu cel durut (336); Mihai cel drag (176); Luceafdirul martir
(176); Siberii de gheata (171); Bucurestiul grabit (282); Siberii fara de
sfirsit (171).

In acelasi timp, atestim si citeva calificative antepuse: cerescul
Pdrinte (332); Carpaticul Prut (24), marite Arghezi (35); in calitate de
calificative apar si atributele pronominale, care sint mai putine ca numar si
frecventa: Roma mea (347); Serbia ta (265); Bulgaria ta (344); Pererita
mea (339); Domnule al nostru (110).

Mentiondam, de asemenea, si frecventa calificativelor postpuse
exprimate prin atribute prepozitionale: Doamne cel din slavile crestine, | Ce
pdcate oare-ai savarsit, / Ca te-au dus acolo si pe Tine -/ In Siberii fard de
sfirsit?! / Toate le ierti, / Doamne de Sus, / Cu blindetea mareata / Chiar si
pe cei / Care te-au dus / In Siberii de gheati (Reaprindeti candela, 171).

Atestam, in poezia lui Grigore Vieru, diverse raporturi care se
stabilesc intre elementele componente ale Tmbinarilor analizate. Astfel,
deosebim:

a) un raport calificativ in structura urmatoarelor imbindri de cuvinte:

Eminescu cel durut (336); Preabunul Dumnezeu (39); Mihai cel drag

(176).

b) raport posesiv: Doamne al nostru (110); Serbia ta (265); Roma mea

(347); Pererita mea (339); Bulgaria ta (344);

c) raport sociativ: ne unim cu Dumnezeu (175);
d) raport atributiv: ochii lui Dumnezeu (257); apele Prutului (203);

malul Prutului (226); ochii Basarabiei (367);

e) raport completiv: citesc pe Arghezi, Blaga (161).
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In continuare, ne propunem sa analizam si functile sintactice pe care

le indeplinesc numele proprii in poezia lui Grigore Vieru. Astfel, in poezia lui
Grigore Vieru putem selecta nume proprii in functie de:

1)

2)

3)

4)

5)
6)

7)

subiect: Ndascindu-ma pe un pamint / Pe care-I pdstrase Dumnezeu /
Pentru El (Din imperiul acelei gradini, 183); Dar Dumnezeu / aripi
nu-i dete (Femeia, 58); Reaprindeti candela-n cdscioare / Linga
busuiocul cel mereu - / Degerat la miini si la picioare, / Se
intoarce-acasa Dumnezeu (Reaprindeti candela, 171);
complement direct: Citesc azi pe Arghezi, Blaga- / Ce tare,
Doamne,- am fost mintit. (Scrisoare din Basarabia, 161);
complement indirect : La zidirea soarelui, se stie / Cerul a muncit
o vesnicie, / Noi muncind intocmai, ne-am ales cu, / Ne-am ales cu
domnul Eminescu (Eminescu, 163);

atribut: Nu mai stie Atotziditorul unde / Sd ne-aseze mai bine /
Plutind ca somnambulii / Pe marginea Sfintei Scripturi (Omul,
201); Si vei tace lung cu mine / Cu vaz tulbur si durut, / Casd
vaduva si trista / De pe margine de Prut (Casa mea, 38); Nicolae
zice ca-1 calul / ciobanului din Miorita (Balada, 52-53); Trec prin
ploaie / Induiosat / ca printre copiii / Moldovei (Balada, 52); N-ai
ce sd cauti / In visele in care / Nu te-asteaptd / Ochii lui Dumnezeu
(Chipul in ape rasfrint, 257); Pe un vers de Eminescu, / Pe
pamintul ce-1 iubescu (De leagan, 51); Ochii cu care privesc, /
Inlauntrul fiintei, / Mersul — mdret al Dundrii, / Frumusetea
Carpatilor, | Splendorile Patriei mele (Rana, 236); Sunt trist / Esti
trist / Ca ochii Basarabiei (Riul, ramul 366-367); Femeia / pasdre
trebuia sd fie, / sa zboare / in preajma lui Dumnezeu (Femeia, 58).
circumstantial sociativ: [n raza candelei mereu / Sub care sufir si
creez / Noi ne unim cu Dumnezeu (Inscriptie pe stilpul portii, 175).
circumstantial de loc: Toamna tirzie / la noi la Lipcani (Acasa,
105).

circumstantial modal: Ca Stefan nestiind sageata / Sa o trimita
frumos in zbor... (Albina, 154-155).

In acelasi timp, am observat ci numele proprii in creatia viereani

inregistreaza forme populare, regionale si arhaice. In acest sens, atestim:
Mioara Baladei (219), Christ (256), lisus (171), Alexie Mateevici (329),
Americi (347), Siberii (171), Lancrame (225), Pelinia (197), care la ora
actuald sunt considerate arhaice si incorecte. Consultind dictionarele,
explicativ si ortografic, precizam formele corecte ale acestor lexeme: Hristos,
Isus, Alexei Mateevici, America, Siberia, Lancram, Pelenia, Balada Miorita.
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O situatie speciald o prezintd substantivele comune scrise cu
majusculd: Stiu: cindva la miez de noapte, / Ori la rdsarit de Soare, /
Stingemi-s-or ochii mie (Legamint, 30); Chipul Lui de pe icoana | Se arata
si-L auzi (Autobiografica, 39); Fierbintea ei respiratie / Roteste pe cer
Soarele, Luna (Cind sint eu lingda mama, 40); Departe esti de mine / Cum
Luna e de Soare (E-o liniste iubirea? 101), Zis-a Cerul: Fiecare / Cu-al sau
port, cu legea sa! (Cintare scrisului latin, 169); Prin roua Patriei cea dulce /
Intiiul fi carare...(Cinstirea proverbelor, 172); Venim din Marele Poem, /
Noi nu rivnim alt Riu sau Ram... (Inscriptie pe stilpul portii, 176); Tu
vesnica mea legdaturd | Intre mine | Si Cerul de Sus! (Poarta, 182); Nascindu-
ma pe un pamint / Pe care-l pastrase Dumnezeu / Pentru EIl (Din imperiul
acelei gradini, 183); latd, va zice Poetul | Afi asteptat pentru copii... (Poate
numai atunci, 189); Isi lipise buzele arse | De hainele Orbului (Poetul, 199);
lata si Gloria / Pe care o am dobindit (1ata si gloria, 212); Va trebui sd fie
crucea / Pe care ochii voi inchide. | Calda, Parinte, de singele meu (Crucea,
222); Astfel e si cintecul tau - | Fereastra spre Tara (Cintecul, 226);
Auzi?!-ce caut eu / In Tara mea (De-ai curge tu, Prutule, 232); Spre mine
strigat-a / Marele Orb (Ilascu, 340). Grigore Vieru ortografiazd lexemele
date cu majusculd, considerindu-le, pe unele din ele, adevarate valori (Gloria,
Tara, Patria, Marele Poem), altora insa dindu-le importantd (Soare, Cer,
Lund, Riu, Ram etc.). Fenomenul dat tine de aditia semnelor grafice, o figura
a deviatiei grafemice, care se produce in structura cuvintelor (in pozitie
initiald, mediana si finald): chipul Lui (39); si-L auzi (39); cred intr-Insul
(39); pentru EI (183) etc.

La o analizd de suprafatd, constatim ca unitatile lexicale- nume
proprii isi dau concursul la crearea sirurilor sinonimice. De exemplu:

Dumnezeu — Sfintul Duh, Atotziditorul, Parinte, Stapine, Mintuitor,
Mesia, lubitor de oameni: Tu, Doamne al nostru, / Ce porti pe cap cunund /
Stravechiul Soare ziua, / lar noaptea mindra Lund! (110); In colindd este
omul, / In colindd este Domnul (343); In tainica lucoare matinald / Parea ca
Sfintul Duh pogoard (183); Nu mai stie Atotziditorul unde / Sa ne-aseze mai
bine (201); Cu noi ecerescul Pdrinte! (332); Pdseste, Doamne,- aldaturi / Si
daca merita, Stapine (357); Pe acest pamint Mesia / Va sosi (327); Vom
vedea pe Mintuitor / De crestini doritor, doritor (327),; Citi dintre noi / Se
vor fi intrebat: Stapine, | lubitorule de oameni (262).

Hristos — Crist, Isus, lisuse: /fstpdmfnt se cheama Crist | Intre stele
cel mai trist (347); Dar parca mi-e teama / De Christ (256); Vom vedea pe
Isus / Pre pamint cum coboard (327); Strdin credeam cd sunt / In lumea
aceasta, Doamne lisuse (273).
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Un fenomen ce se cere a fi semnalat este si transformarea numelui
propriu in nume comun, in utilizari metonimice de tipul: De parca n-am avea
din mosi / Un cint, un Toma Alimos; | Un Stefan sau un Cantemir, / lar sus-
Luceafarul martir (Inscriptie pe stilpul portii, 175). Nu mai putin importanta
e si situatia In care numele proprii, fiind insotite de adjective cantitative,
creeazd mbindri sintactice cu nume proprii intrinsec numdrabile: Vom sti /
Citi romani | In Tard-au ramas / Si citié Basarabie / Acasd-a ajuns (Rana,
236).

in concluzie, mentionim ca unititile lexicale-nume proprii sint un
constituent destul de insemnat, atit cantitativ, cit si calitativ in cadrul
vocabularului poetic vierean. El 1si sporeste importanta si prin faptul ca este o
categorie de unitdti lexicale motivatad, cu o anume pondere stilistica,
contribuind Intr-un anumit mod la Tmbogatirea prozodiei vierene. Numele
proprii analizate ofera un spatiu vast pentru multe alte cercetari.

Bibliografie:
Vieru Grigore, Taina care mad apard. Opera poeticd (editie realizata de
Grigore Vieru si Daniel Corbu), lasi, Editura Princeps, 2008.

Abstract

The proper noun can be a word or phrase that names an object,
generally used in singular. The purpose of the paper is to analyze the
frequency of the proper noun usage in G. Vieru’s creation. Using the
statistical method, we classified these proper nouns from the semantical point
of view (male and female first names, names of rivers, mountains, etc.), we
emphasized the relationships established between the components of the
phrases that contain proper names (qualifying, possessive, associative,
attribute, completive) and we analyzed the syntactical functions the proper
names perform (subject, attribute, direct and indirect objects, adverbial
modifier of place, modal).
Keywords: own , phrase , frequency, singularization, report.

40



Analiza si interpretarea materialelor lingvistice experimentale (diftongul
central englez /"va/)

Nicanor BABARA, doc. hab., prof. univ.
Tatiana SANDU, doctoranda
Universitatea de Stat din Moldova

Cuvinte cheie: aspect fonologic, caracteristica acustica si
articulatorie, integrald, diftongii centrali, fonem, formant, frecventa, grafem,
intensitate, naturd fonetica, particularitdfi perceptive, spectru, statut
fonematic, sunet-tip.

Datele acustice ale diftongului central englez /va/, in temeiul
materialelor de oscilografiere si spectrografiere Tn urma analizelor cuvintelor
bisilabice a'ssure, con'tour, ‘'tenure, ‘rural, ‘influence si trisilabice
bu'reaucracy, argumenteaza cu siguran{d un proces succesiv autentic al
componentelor /v/ si /o/. Calitatea/inaltimea, intensitatea, tonul si cantitatea
elementelor fonice ale diftongului /ve/ este mai conturatd la inceputul
emiterii si scade spre sfarsit gradual: F1=451 Hz, F2=1.244 Hz, F3=2.349 Hz
(nucleul /u/: F1=444 Hz, F2=1.489 Hz, F3=2.152 Hz (glaidul /o/); durata:
173 ms /v/; 148 ms /o/; intensitatea: 88 db pentru /v/, 82 db — pentru /o/;
tonul: 275 Hz pentru /v/ si 230 Hz pentru /o/ (cuvantul ‘rural — subiectul 1).
Aceastd dinamicd omogena a indicilor acustici este atestatd si in cuvantul
a'ssure. in cuvintele 'contour, 'influence, bu'reaucracy, 'tenure, in cuprinsul
carora diftongul /'vo/, este in silabe neaccentuate, se contureazd o altd
dinamica a Insusirilor fizice ale elementelor diftongului, deci ea este
neomogena. In componenta diftongului, intre elementele lui constituente /v/
si /o/ — cuvintele (a'ssure, 'rural) nu apar sunete straine, de tipul celor
epentetice, a celor ce {in de metastaza sau catastaza sunetelor consonantice
nazale, de exemplu. Ansamblul insusirilor fizice/acustice este uniform, fluent
in care se pastreaza intonema (intoneme) silabei /'vo/, fie separat, ca in
cuvantul ,, Ur 'va/” sau in cuvinte, de rand cu alte sunete-tip, cum ar fi
fonemele-monoftongi, diftongi, consoane, semivocalele /j/ si /w/: ure /jua/,
you're /jua/, pronuntate si cu variantele /joa, jo9, jo:, jo, jod', jod, jo: ', o',
cure, gruel, lure, newer, poor, pure, 'rural, spoor, spore, tore, tour, 'usual,
'valuer, 'vacuun etc. Diftongul /'va/, preponderent in silabe accentuate,
prezinta un tot ritmo-metodic, care include: durata — 321 ms (173-148);
intensitatea 88 db pentru /u/ si 82 db pentru /o/; frecventa (indltimea),
diferenta de miscarile vibratorii (perioada intr-0 unitate de timp): F1=451 Hz,
F2=1.344 Hz, F3=2.349 Hz (nucleul /v/: F1=444 Hz, F2=1.289 Hz, F3=2.152
Hz (glaidul /o/); tonul 275 Hz pentru /v/ si 230 Hz pentru /o/; o trecere —
pauza, glisantd de scurtd duratd (20 ms) intre componentele diftongului in
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intregime (in toto). In acest context acustic ritmo-melodic, se demonstreaza
inseparabilitatea componentelor diftongului esential englez /"va/, care este
mai evidentiatad in silabele de tipul: /ure, poor, pure, spoor, tour/ pronuntate
si cu diftongul /'09/ sau /'09/ ori cu monoftongul /o:/, de exemplu ,,poor”
/pus, pos, paa, pa:/. In cuvantul ,sewer” (One who sews) apare triftongul
/'oud/, iar in cuvantul sewer (drain) sunt atestate doar formele /'sjus, 'sjoa/. In
cuvintele 'contour, 'influence, bu'reaucracy, 'tenure se contureazd mai multe
variante ale diftongului /'vo/ — toate sunete-diftongi descendenti, care pot
capata si o pronuntie ascendentd. Aceste variante se atestd, preponderent in
silabe neaccentuate, cum sunt cele enumerate supra, care sunt alofone
neesentiale (unessentials). Deci, diftongul /"va/, este absolut autentic doar in
silabe accentuate, in cuvinte monosilabice, fapt confirmat de analiza vizuala
prin segmentarea cuvintelor inregistrate la oscilograf si spectrograf: cure,
gruel, lure, poor, pure, spoor, tour. Aceste variante nu au statut fonematic,
nu au putere relevanta, nu denatureaza, In principiu, intonema cuvintelor,
frazelor, propozitiilor limbii engleze standard (RP). Familia de sunete
irelevante (alofone) ale diftongului /"va/, este: /09, ua, ua', ud', u's, 09, 2:, ',
9,2:1,0%, 9", vd', w:g, u:d', B9, ud”, 99, U, 2, jo:, juo, ui/.

Diftongul /'va/, in cuvintele monosilabice de tipul: lure, poor, pure,
spoor, tour, cure, gruel poate fi considerat un sunet compus (doua elemente)
dar, totodata, redus cu o usoara apocopa — reducere a duratei §i a intensitatii
(checked, clipped sound). in alte cuvinte diftongul /"ve/, prezinti, sunete
variante (alofone) mai libere (free sounds): 'arquer, a'ssure, bu'reaucracy,
‘casual, ‘contour, ‘cureless, Jua'nita, 'mutual, ‘rural, ‘usual, ‘usually,
‘'valuable. Aceste categorii de sunete in cuvintele nominalizate prezinta
opozitii privative (private oppositions), care au si un statut preventiv in
cercetarile de fonetica experimentala.

Insusirile fizice (acustice) ale diftongului /"vo/: calitatea, intensitatea,
taria, durata, timbrul, tonul ilustreaza trecerea glisanta specifica de la vocala
/u/ la /o/, care in fonetica este numitd mixta, neordinara (in rusa
Hhepexiect”). Glisarea datd se caracterizeaza printr-o trecere paralela si
concomitentd in cadrul vocalelor clasificate dupa pozitia limbii pe orizontala
(according to the position of the bulk of the tonque) si dupa gradul de
apertura (according to the height of the raised part of the tongue): nucleul /u/
o vocala posterioara/parietald avansata (back advanced), inchisa (close/high,
broad variation); glaidul /o/ o vocala centrala, mixtd (central, mixed), medie,
semiinchisa, semideschisd, varianta larga (mid, mid-open, broad variation).
Nucleul diftongului /"va/ este mai lung, mai evidentiat: durata medie a
sunetului /v/ este de 405 ms, durata vocalei /o/ este de 301 ms, cu 104 ms mai
mica. Diftongul englez /"va/ este mai lung decat monoftongii englezi /u/ si
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/o/. Durata diftongului /"ve/ este cauzatd de mai multe conditii fonetice: de
ritmul vorbirii, lungimea cuvintelor, pozitia diftongului in cuvinte, pozitia lui
fatd de accent, de pozitia lui fata de alte cuvinte inconjurdtoare etc. Primul
element al diftongului /'vo/ tinde spre o usoara diftongare sau aparitia unei
durate mai mari /u:/ ca in cuvintele: , valuer /vee'lju:a/, | flou'rescent
/ flu:a'resent/”, al doilea element tinde spre o disparitie totald sau se schimba
in vocala /A/. A se vedea datele acustice ale sunetului /o/ in cuvantul
., bu'reaucracy” (subiectii 1, 2, 3) in cuprinsul caruia /o/ nu se depisteaza
(tabelele de mai jos). In cuvintele a'ssure, contour, ‘influence, rural,
‘tenure, glaidul /o/ posedd toate particularititile fizice. in cuvintele
mentionate, complexul general al indicilor acustici se mentine, nu este unul
denaturat. Atunci cand glaidul diftongului dispare totalmente, apare
fenomenul apocopei (apocope). Glaidul diftongului /"ve/, In comparatie cu
sunetele vocalice /i/, /u/ din cuprinsul diftongilor /'ei, 'ai, 'au, 'ou (‘au)/, este
un sunet mai sonor, unul sonant, un sunet intermediar intre /i/ si /u/. Acest
sunet intermediar in literatura rusa de specialitate este numit ,,ma3Byx” (pas,
step sound).

In baza analizelor obiective ale duratei componentelor diftongului
/"va/, am stabilit cd, in majoritatea cazurilor, existd o unitate purd/clara intre
caracteristicile temporale ale sunetelor din cadrul diftongului analizat.
Probele, obtinute la analiza auditiva si vizuald diferentiatd dupa tipurile de
silaba/silabe si structura sonora, materiald a diftongilor, in general, confirma
cd apar in evidentd componentele accentuate ale diftongului /'ve/, care se
caracterizeaza prin durata maxima de la identificarea de treapta intdi pana la
treapta a doua. Vocalele din cadrul diftongului /'va/ sunt diferentiate intre ele
din punct de vedere temporal: am evidentiat si concretizat existenta
segmentelor diftongului (pe elemente) cu o durata maxima (primul
component) si una minima (al doilea component). Al doilea component este
perceput si identificat de auz mai repede decat primul (nucleul). Materialele
noastre acustice, la fel ca si cele ale altor cercetitori, confirma statutul
silabei-diftong /'vo/ ca unitate acustica autenticd si de nadejde in procesul
cuantarii/cuantificarii perceptive a vorbirii engleze. Caracteristica timbrului
elementelor /v/ si /o/ ale diftongului /'ve/ la analiza oscilografica si spectrala,
bazatd pe: durata segmentelor fonice; numarul contrastantilor; valoarea
centrald; limitele dintre contrastanti; intensitatea lor; comportarea
formantilor; caracteristica partii stationare a formantilor si a celor in tranzitie;
caracteristica coarticulatiilor aratd ca structura componentelor acustice ale
elementelor diftongului /'va/ este stabila. Acestea, luate impreuna, constituie
un indiciu de bazd de ordin acustic, caracteristic vocalelor din componenta
diftongilor englezi, la general, si pentru diftongul /'va/, in particular. Am
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stabilit cd, din punct de vedere constitutiv, elementul /v/ al diftongului /"ve/
alcatuieste unul din componentele sale de baza — nucleul unui sunet compus,
intreg si integru, al unei unitati minime, deci al unei silabe ca in cuvintele:
a'ssure, ‘casual, ‘gruel, lure, 'mutual, pure, 'rural, spoor, tour. Din punct de
vedere recognitiv, am precizat si am identificat fiecare component al
diftongului /vs/. Pe plan culminativ, am marcat punctul central al
diftongului, care coincide cu nucleul silabei /'vo/. Pe plan diferential, am
precizat trasaturile distinctive ale fiecarui segment prin care diftongul /" va/
diferd de alte sunete vocalice — monoftongi. Din punct de vedere emotiv, am
demonstrat cd pronuntia diftongului /'vo/ nu este una exageratd, ca ea
consund/cadreazd cu melodia tipica a diftongilor descendenti cum este
diftongul /'va/. Pe plan emotivo-modal, am demonstrat ca rostirea cuvintelor
monosilabice, cum sunt cele cu diftongul /"va/, tine de modul intonational de
enumerare cu o intonare neutrd si succesivd, specificd unor atare sunete
compuse cum sunt diftongii. Dinamica acusticd a diftongului /'vo/ este un
proces care manifestd o crestere rapidd in prima fazd a diftongului /"ve/ si
care decurge mai lent spre sfarsitul producerii ei. Aceastd dinamica constituie
un proces activ, nivelarea foneticA nu comportd un caracter sporadic.
Cercetarile noastre acustice arata ca diftongul /"ve/ poate prezenta o silaba de
unul singur cum este cuvantul-silaba ,,Ur” /va/. Acest diftong formeaza
silabe si cu alte sunete consoane, semiconsoane: ure /jua/, cure, gruel, lure,
pure, spoor, valure etc. Silaba-diftong /"vo/ poate fi divizatd din punct de
vedere articulatoriu (pe elemente) si acustic, dar nu si functional. Silabele
ure, cure, gruel, lure, pure au doar o culme articulatorie si acustica. Aceasta
silaba-diftong /'vo/ este o unitate minima a vorbirii sonore §i este emisa
printr-o impulsie articulatorie, dirijatd si autocontrolatd prin auz de catre
sistemul nervos central. Silaba-diftong /ve/, apare pe baza articulatiei
fonatiei, perceptiei auditive, motricii respiratiei, a miscarilor motrice si a
acusticii, ea indeplinind functiile: constitutiva, delimitativa, culminativa si
recognistiva. In cursul analizelor acustice ale elementelor diftongului /"vo/
am constatat cd la producerea lui fiecare component se caracterizeaza prin
trasaturi articulatorii fundamentale constante, care au la baza o articulatie
vaditd, ceea ce Inseamnd ca ea este sprijinitd de un efort al organelor
articulatorii. Acest suport obiectiv alcatuieste latura materiald a cuvintelor,
care, conform normelor literare de pronuntie, trebuie sa fie rostite clar si
raspicat. Prin rostirea corectd a diftongului /'ve/, se contureaza imaginea
esteticului, datoritd cadrui fapt se formeaza o consonan{d armonioasd a
sunetelor de diferite inaltimi, adevarata si atridgitoarea muzica a limbilor 1n
intregime. Rostind diftongul /"va/ corect, vom reusi sd mentinem/pastram
tinuta esteticd a cuvintelor, frazelor, propozitiilor si a enunturilor.
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Recapituland cele mentionate supra concluzionam ca segmentele
componentelor /v/ si /o/ ale diftongului /'va/ se comporti diferit in actul de
comunicare si diferd de la subiect la subiect, dar aceste segmente se mentin,
totodatd, ca entitati fonice integrale, stabile, disociabile articulatoriu si acustic
(in vorbire), dar nu si pe plan functional. Elementele diftongului /"va/ sunt
capabile sa formeze silaba /'vo/ si sd sustina toate verigile, din punct de
vedere ritmic si melodic, ale cuvintelor, frazelor, propozitiilor engleze.

Diftongul /"va/ este un sunet compus oral, el producandu-se doar in
cavitatea bucald. Curentul de aer fonator trece din plamani, prin rezonatoarele
faringal, bucal si cel labial (primul element component /v/). Cand rostim
diftongul /'vo/, nu avem de-a face cu o pronuntare a doua sunete vocalice de
sine statatoare /v/ si /a/, cum ar fi in cazul vocalelor duble, celor alaturate sau
celor in hiat, care urmeazi una dupi alta. In cazul diftongul /"ve/ este vorba
de un singur sunet compus, fonem bivocalic, partea finald a caruia fsi
schimba timbrul (nuanta fonetica). Pronuntand diftongul /"va/, incepem cu un
element vocalic /v/ si sfarsim articularea lui cu altul /o/ si, ca urmare, se
formeaza o imbinare a doua sunete vocalice /"va/, care se rostesc, In mod
obligatoriu, intr-o singura silaba. In aceastd ordine de idei, diftongul /"vo/
trebuie tratat ca un sunet vocalic de sine statdtor cu o trecere glisantd de la
nucleul lui /u/ spre glaidul /o/. Nucleul /v/ are caracter silabic, iar glaidul /o/
nu comporta acest caracter. In diftongul /"vo/ se cuprind doud elemente, iar
fiecare in parte poate prezenta caracter silabic (in cazul monoftongilor /v/ si
/a/). Acestea sunt sunete vocalice silabice potentiale ca in cuvintele: ,,b00Kk,
look, a bun, a pen ” etc.

In cursul emiterii diftongului-silaba /"ve/, una din vocalele lui /o/ isi
pierde caracterul silabic, fiind Inglobata intr-o singurd silaba cu o singura
tensiune musculara impreuna cu vocala /u/. Diftongul /'va/ nu este format din
doua vocale identice prin intensitate si sonoritate, cum ar fi in cazul
diftongilor egali, ascaleni, echidiftongi, care nu sunt frecventi in limbi.
Diftongul esential /"vo/ se afla, de regula, in silabe accentuate, dar apare si n
cele protonice si posttonice: | bu'reaucracy, 'manicure, 'muture, 'Papua,
'tenure, 'usually, 'valuable etc. In atare silabe, diftongul /"va/, de regula, are o
variantd /lia’/, care nu comporta statut fonologic, relevant, aceasta varianta
este una subsidiara, un alofon neobligatoriu. Diftongul /'vo/, spre deosebire
de ceilalti diftongi centrali /'eg, 09, 'ia/, nu apare in pozitie initiald, ci doar in
pozitie mediald si finald cruel, furious, boor, poor, sure etc. in silabe
accentuate diftongul /'vo/ este unitar, elementele lui /v/ si /o/ nu pot fi
despicate, disociate. In cuvinte multisilabe; preponderent, derivative,
diftongul /vo/ 1si pierde statutul unitar, cum ar fi in cuvintele 'manual
I'meenju-al/, indi'vidual /indi vidju-al/. In acest caz, avem fenomenul fonetic
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de diereza (diaeresis). In diftongul /'vo/, glaidul /o/ este inlocuit cu
monoftongul englez /a/: 'actual /'zk'tjusl/, — ac'tuality / aktju'eliti/. In
urmatoarele cuvinte, diftongul /'va/ se mentine: cruel /krusl/ — ‘cruelty
/kruoliti/. In alte cazuri, atestim schimbarea glaidului /o/ cu monoftongul /e/,
diftongul /"ei/: “influent /influant/ —  influ'ential /. influ’en)(2)l/, influ'entially
/ influ'enfali/, 'valuable /veljuabl/ — valu'ation /velju'eiln/. In temeiul
exemplelor aduse cu diftongul /'vo/, deducem ca diftongul /'ve/ are un statut
fonematic mixt, cu unele particularitati de despicare a nucleului /u/ si a
glaidului /o/, chiar cu schimbarea acestuia in alte sunete vocalice accentuate,
deci plasarea accentului de pe primul element /v/ al diftongului /"va/ pe noi
sunete vocalice /&, ¢/ — monoftongi si pe diftongul esential englez /'ei/.
Diftongul /"va/ este infratit cu diftongul /'0g/ si viceversa. Aceasta ,,infratire”
nu este una fonologica. A se analiza cuvintele: boar, cure, curia, gourd, poor,
'‘poorbox, sure, tour; curiosity, ‘curium, ‘gourmand, ‘gourmet, pou'parler,
‘poor-house, ‘poor-law, 'poorly, 'surer, surest, sure-‘footed, 'surelyships,
tours, 'touring, tour'billions, ‘'tourist, ‘'tourmal, 'tourmalin, 'tournament,
'tourney, Ural, 'urinal etc.

In continuare sunt prezentati parametrii acustici ai diftongului central
/"v9/, obtinuti in baza materialelor experimentale.

Parametrii acustici ai diftongului central englez /va/
Sunetele /v/, [a/ rostite in cuvintul englez_a ssure

Subiectii Sunetul F1 F2 F3 durata intensitatea tonul
Subiect - 1 ol 593 1.488 2520 | 0,110 ms 90 db 265 Hz
Hz Hz Hz
o/ 589 1.415 1.807 | 0,100 ms 88 db 184 Hz
Hz Hz Hz
Subiect - 2 ol 486 2.560 3.348 | 0,197 ms 73 db 140 Hz
Hz Hz Hz
faf 426 2.063 3.091 | 0,109 ms 60 db 100 Hz
Hz Hz Hz
Subiect - 3 ol 557 1521 2.490 | 0,095 ms 86 db 176 Hz
Hz Hz Hz
o/ 523 1.367 2.336 | 0,093 ms 85 db 174 Hz
Hz Hz Hz

Sunetele /v/, la/ rostite in cuvintul englez con tour

Subiectii Sunetul F1 F2 F3 durata intensitatea tonul
Subiect - 1 hl 545 1.714 2.731 0, 163 72 db 189 Hz
Hz Hz Hz ms
1o/ 535 1.587 2.613 0, 099 69 db 169 Hz
Hz Hz Hz ms
Subiect - 2 hl 437 2.067 2.678 | 0,208 ms 75db 128 Hz
Hz Hz Hz
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/ol 632 2.038 2.273 | 0,097 ms 63 db 88 Hz
Hz Hz Hz
Subiect - 3 hol 598 1.467 2.619 | 0,136 ms 85db 172 Hz
Hz Hz Hz
/ol 401 1.444 2.501 | 0,079 ms 77db 168 Hz
Hz Hz Hz
Sunetele /v/, [a/ rostite in cuvintul englez influence
Subiectii Sunetul F1 F2 F3 durata intensitatea tonul
Subiect - 1 hol 565 1.441 2.845 0,131 78 db 186 Hz
Hz Hz Hz ms
/ol 451 1.548 2.806 0, 076 76 db 169 Hz
Hz Hz Hz ms
Subiect - 2 hl 444 1.972 3.128 | 0,113 ms 63 db 93 Hz
Hz Hz Hz
/ol 415 1.947 2.942 | 0,114 ms 57 db 82 Hz
Hz Hz Hz
Subiect - 3 hl 526 1.426 2.629 | 0,067 ms 87 db 174 Hz
Hz Hz Hz
/ol 549 1.733 2.661 | 0,057 ms 85db 173 Hz
Hz Hz Hz
Sunetele /v/, la/ rostite in cuvintul englez bu reaucracy
Subiectii Sunetul F1 F2 F3 durata intensitatea tonul
Subiect - Il - este 507 1.625 | 2.379 0,061 80 db 262
1. influentat | Hz Hz Hz ms Hz
Diftongul | de sunetul
este precedent
denaturat | /j/
o/ Nu se depisteaza
Subiect - hl 341 1.026 | 2.482 0,101ms 75db 132
2 Hz Hz Hz Hz
/ol 337 1.617 2.648 0,112 76 db 137
Hz Hz Hz ms Hz
Subiect - hl 497 1.698 2.404 | 0,044 87 db 210
3 Hz Hz Hz ms Hz
/a/ Nu se depisteaza
Sunetele /v/, la/ rostite in cuvintul englez tenure
Subiectii Sunetul F1 F2 F3 durata intensitatea tonul
Subiect - | /u/ - este 549 1.735 2.631 | 0,048 73db 171
1 influ-entat | Hz Hz Hz ms Hz
de sunetul
precedent
1il
/ol 707 1.566 2.877 0,190 79 db 100
Hz Hz Hz ms Hz
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Subiect - v/ 399 2.308 2911 0,124 72 db 125
2 Hz Hz Hz ms Hz
o/ 522 1.931 2.695 0,170 61 db 194

Hz Hz Hz ms Hz

Subiect - o/ 535 1.909 2.852 0,088 86 db 172
3 Hz Hz Hz ms Hz
/a/ 682 2.017 2.956 0,068 83 db 181

Hz Hz Hz ms Hz

Sunetele /v/, la/ rostite in cuvintul englez ‘rural

Subiectii Sunetul F1 F2 F3 durata intensitatea | tonul
Subiect - ol 451 1.344 2.349 | 0,173 ms 88 db 275
1 Hz Hz Hz Hz
ol 444 1.289 2,152 | 0,148 ms 82 db 230
Hz Hz Hz Hz
Subiect - ol 495 1.516 2.983 | 0,201 ms 75db 152
2 Hz Hz Hz Hz
ol 392 993 Hz 2.717 | 0,105 ms 77 db 132
Hz Hz Hz
Subiect - ol 465 1.169 2462 | 0,184 ms 87 db 197
3 Hz Hz Hz Hz
/a/= intre /u/ 559 1.148 2498 | 0,172 ms 87 db 194
si /o/ mai Hz Hz Hz Hz
este sunetul
Ir/ de
legatura
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Parameters for Defining Diphthongs.
http://tanvirdhaka.blogspot.com/2012/03/diphthongs.html (vizitat
27.10.2014).

Abstract

The present paper deals with the acoustic characteristics of the English
central diphthong /'ve/ and presents an analysis and a description of the
experimental data based on the oscillograms and spectrograms of bisyllabic
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and polysyllabic English words: a’ssure, "contour, "influence, bu reaucracy,
"tenure, ‘rural.

We proved that the articulatory dynamics of the diphthong /’ve/
correspond to the syllabic/syllable model having its borders and top. The
syllable diphthong /‘ve/ differ from monophthongs and other compound
English sounds by a special articulation and correlation of the tongue and
prelaringal impulses. The peculiarity of the syllable diphthong /'va/ is the
subordination of consonant activity to the vocalistic one and this
differentiating it from syllables with other structure. We came to the
conclusion that the English diphthong /ve/, from the point of view of
articulation and acoustic characteristics, differ from monophthongs by an
unequal correlation of tongue impulses and those of the pre-laryngeal zone of
the pharynx and have different durations. The “diphthongal” feature of
tensity is manifested in this diphthong /"va/ continuously on the length of its
both elements and in such a way unifying them in the diphthong structure.
The articulation and acoustic characteristics dynamics of the diphthong /vs/
is characterized by a gradual (step by step) energy decrease of the articulation
and acoustic complex which shows that this descending diphthong /"va/ is a
monophonematic one.

There is a corresponding diphthong in the Romanian phonological
system for the English diphthong /"va/. The stress in English diphthong /"va/
is on the first element, while in the Romanian language the stress is on the
second element /va’/. In this context it should be mentioned that speakers of
the Romanian Language must change the stress from the second element on
the first one, must avoid any tendencies of lengthening the first element or
pronouncing the elements of the diphthong separately.

Neuprigungen auf onymischer Grundlage in den deutschen
Medien

Irina BULGACOVA, lector superior
Universitatea de Stat ,, Alecu Russo ** din Balfi

Cuvinte-cheie: neologism, ocazionalism, formarea cuvintelor,  model
derivational, onim, deonim, antroponim, toponim

Die modernen Massenmedien gewinnen immer mehr an
Bedeutung. Zeitungen und Zeitschriften, die man heutzutage nicht nur in
Druckform, sondern auch online lesen kann, aber auch Blogs und soziale
Netzwerke sind zu einer dominierenden Informationsquelle und zu einem
der wichtigsten Kommunikationsmittel geworden. Um mehrere Leser
anzulocken, ihr Interesse am Berichteten zu wecken und aufrecht zu
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erhalten, sind die Medien immer auf der Suche nach verschiedenen
auffallenden sprachlichen Mitteln. Eines der fruchtbarsten Mittel dieser
Art ist die Neuwortbildung. Neologismen sind in allen massenmedialen
Textsorten zu treffen.

In den sprachwissenschaftlichen Lexika wird der Begriff
Neologismus &hnlich definiert. So versteht R. Conrad darunter jedes zu
einer bestimmten Zeit neu gebildete Wort (Conrad 1985: 161). H. Bumann
erkldrt den Terminus als einen neu eingefiihrten oder neuartig gebrauchten
sprachlichen Ausdruck (BuBmann 2002: 463). Nach M. Kinne sind die
Usualisierung und Akzeptierung die wichtigsten Kriterien zur ldentifizierung
von Neologismen und gleichzeitig zu deren Trennung von Okkasionalismen,
die sich vor allem durch ihre geringere Vorkommensfrequenz von den
Neologismen abgrenzen lassen (Kinne 1996: 331). Bei der praktischen
Erforschung ist jedoch eine deutliche Grenze zwischen zwei Begriffen oft
problematisch zu ziehen, weil man den Grad der Vorkommensfrequenz und
der Usualisierung nur bedingt tiberpriifen kann. Deshalb verwenden wir im
Weiteren nur synonymische Termini Neuprdgung und Neubildung, ohne
zwischen Neologismus und Okkasionalismus zu unterscheiden.

Zu Neuprigungen auf onymischer Grundlage zéhlen wir die Worter,
die von den Eigennamen nach den in der modernen Sprache funktionierenden
Wortbildungsmodellen (Komposition, Ableitung, Konversion, Kiirzung,
Kontamination) gebildet werden. Den Untersuchungsgegenstand dieses
Beitrags bilden nur solche Neupriagungen auf onymischer Basis, die als
Resultat der Derivation entstanden sind.

Als Derivationsbasis konnen unterschiedliche Klassen von
Eigennamen (Anthroponyme, Toponyme, Ergonyme u.a.) auftreten, dabei ist
das Wortbildungsprodukt, das Derivat, immer als Appellativ zu betrachten. In
den Medientexten dominieren jedoch abgeleitete Verben, Substantive und
Adjektive auf anthroponymischer Grundlage. Besonders gut ist die
Verbalbildung auf Personennamenbasis in der Mediensprache zu beobachten.
Das Basismorphem deanthroponymischer Verben besteht gewdhnlich aus
einem einfachen Familiennamen, dessen Struktur sich durch das Anhingen
von Affixen modifizieren ldsst. Die Analyse der morphologischen Struktur
solcher in den Medientexten vorkommenden Neuprigungen zeigt, dass sie
vorwiegend folgende Strukturtypen aufweisen:

FN+ -(e)n: merkeln, gaucken, wulffen, riestern, hartzen, seehofern
FN/VN+-ieren: mekelisieren, lafontainieren, putinisieren, cameronisieren;
zlatanieren

an-+FN+-(e)n: anmerkeln, anrdslern

durch-+FN+-(e)n: durchwulffen, durchmerkeln
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ein-+FN+-(e)n: einmerkeln, einwulffen

herum-+FN+-(e)n: herummerkeln, herumstoibern, herumwulffen
ver-+FN+-en:  vergaucken, verschdublen, verschrodern, vermerkeln,
versteiinmeiern

zu-+FN+-(e)n: zuriestern, zuwullfen.

Mit der Uberfithrung in die Klasse des Verbs iibernchmen die
dargestellten deanthroponymischen Neupragungen grammatische
Eigenschaften des Verbs. Sie werden schwach flektiert und verfiigen iiber ein
vollstdndiges Flexiosnparadigma: merkeln - merkelte-gemerkelt, einwulffen -
wulffte ein - eingewulfft. Doppelformen desselben Verbs sind auch haufig
belegt. Dies betrifft vor allem den Familiennamen Merkel, dessen Struktur in
vielféltiger Weise durch Hinzufligung von Affixen gedndert wird.

Die Motivationsvielfalt solcher Bildungen sowie der Referenzbezug
auf ein bestimmtes Individuum lassen sich im Einzelfall analysieren. Manche
Neupragungen sind aber zu gefliigelten Worten geworden. So bezeichnet
riestern, die Ableitung von dem Namen des Bundesministers fiir Arbeit und
Sozialordnung W. Riester, die Versorgung mit einer zusitzlichen Rente.
Lafontainieren (Ableitung vom Namen des deutschen Politikers und
Publizisten Oskar Lafontaine) wird in der Bedeutung ,Hals tiber Kopf
zuriicktreten* gebraucht. Das Verb guttenbergen, das vom Namen des durch
seine abgeschriebene Doktorarbeit bekannten Ex-Verteidigungsministers
Deutschlands Karl-Theodor zu Guttenberg stammt, wird als Synonym fiir
abschreiben und plagieren verwendet. Die Neupragung wulffen ist im
Zusammenhang mit Christian Wulffs Affare erschienen und steht in der
Mediensprache fiir folgende Bedeutungen: ,.etwas verschweigen, nicht die
ganze Wahrheit sagen®, ,,moglichst viel mitnehmen, ohne zu bezahlen®. Der
produktivste Figenname fiir die Bildung von deanthroponymischen Verben
ist zweifelsohne der Name der deutschen Bundeskanzlerin Angela Merkel.
Die einfache Neubildung ,,merkeln* mit den Bedeutungen ,,viel reden, aber
keine Entscheidung treffen, sich nicht genau festlegen* ist zum Kern einer
ganzen Wortfamilie geworden: bemerkeln, ausmerkeln, vermerkeln,
tibermerkeln, wegmerkeln u.a.

Auch im Bereich des Substantivs sind Neubildungen auf
anthroponymischer Basis sehr produktiv. Als Wortbildungsbasis treten meist
Familiennamen, deonymische Bildungen auf der Grundlage von Vornamen
sind hingegen seltener belegt. Im Hinblick auf das Derivationsmodell der in
den Medien vorkommenden Substantive auf deanthroponymischer Basis sind
in erster Linie Neubildungen auf —ismus, (is)-ier-ung, -(i)ade zu erwéhnen.
Dabei bilden die deantrhoponymischen Derivate mit dem Suffix —ismus die
grofite Zahl der Belege, z.B.: Wulffismus, Schréderismus, Merkelismus,
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Putinismus, Cameronismus (nach dem Namen des englischen
Premierministers D. Cameron). Nur wenige Suffixbildungen haben als Basis
einen Vornamen: Lenanismus (hach dem Namen von Lena Meyer-Landrut,
Siegerin der Eurovision Song Contest 2010).

Die meist entsprechenden Derivate zu den oben genannten
Neubildungen auf —ismus stellen die Derivate auf —(i)st dar, die als Basis
Familiennamen bekannter Personlichkeiten haben. Diese Substantive
kommen hiufig in der Pluralform vor: Hollandisten, (nach dem Namen des
franzosichen Prédsidenten F. Hollande), Obamisten (von dem Namen des
USA-Prisidenten B. Obama), Merkelisten, Putinisten, Rosleristen (nach dem
Namen des ehemaligen deutschen Wirtschaftsministers Ph. Rdsler). Als
Synonyme der Neupridgungen mit dem fremden Suffix —ist kénnen die
deanthroponymischen Substantive mit dem einheimischen Suffix —(i)an-er
betrachtet werden, z.B.: Merkelianer, Stoiberianer (nach dem Namen des
deutschen Politikers, Ehrenvorsitzenders der CSU E. Stoiber), Seehoferianer
(H. Seehofer - deutscher Politiker, CSU).

Neben den Anthroponymen Westerewellisierung, Obamanisierung
u.a.m. bilden auch Toponyme die Basis der Substantivbildungen auf —ierung.
Als Beispiele derartigen Neupragungen sind folgende zu nennen:
Ukrainisierung, Libanisierung, Koreanisierung, Iranisierung.

Die Préfigierung als ein Wortbildungsmodell ist fiir den
substantivischen Bereich nicht typisch. Die wenigen deonymischen
Substantive, die in ihrer Struktur ein Prifix aufweisen, sind bereits von einem
deonymischen Prifixverb abgeleitet: entwalterisieren - Entwalterisierung
(nach dem Namen des Auflenministers Walter Steinmeier), entiranisieren -
Entiranisierung.

Zu den produktivsten Suffixen von deonymischen Adjektivbildungen
konnen die Suffixe —(i)sch und —haft gezdhlt werden. Wie bei Verben und
Substantiven treten die Familiennamen als Basis von adjektivischen
Neupragungen bekannter Personlichkeiten auf: Genschersche
Scheckbuchaufsenpolitik, der Kohlsche 10-Punkte-Plan, merkelhafte
Weihnachten. Der heutige Sprachgebrauch &hnlicher Bildungen von
Rufnamen wie z.B. theresianisch oder rudolfinisch ist nach Seibicke relativ
beschrénkt (Seibicke 1982: 167). Der Unterschied im Gebrauch der Suffixe —
sch und —isch ergibt sich aus syntaktischer Sicht. Nach Seibicke werden
Bildungen mit —sch attributiv, solche mit —isch priadikativ und adverbial
gebraucht:

Die Merkelsche Politik bringt faule Friichte. (Die ZZ, 30.11.2014)

Steinmeier  antwortete steinmeierisch:,, Wir  sind Menschen mit
Maf ...(WAZ.de, 23.08.2010)
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Die Klein- bzw. GroBschreibung von deonymischen Adjektiven ldsst
sich anhand der Beziehung zwischen dem Namen und dem von ihm
Bezeichneten nachvollziehen. Die Grofischreibung {iiberwiegt bei der
Bezugnahme auf den individuellen Namentrdger, d.h. der Name erfiillt in
diesem  Zusammenhang eine reine Identifizierungsfunktion, die
Kleinschreibung dominiert dagegen in den Fillen, wo der Name bestimmte
Charakteristika iiber die Eigenschaften des Namentrégers aussagt.

Die zunehmende Verbreitung von Neupridgungen auf onymischer
Grundlage ist heutzutage in erster Linie den online — Medien, zahlreichen
Blogs, Chats und Foren im Internet zu verdanken. lhre Entstehung und die
Verwendung koénnen vor allem durch subjektive Griinde erklart werden.
Durch den Gebrauch solcher Neupragungen, die der Leser mit Tragern der
entsprechenden Eigennamen assoziiert, wird einerseits eine optimale
Verdichtung der mitzuteilenden Information erreicht, andererseits wird die
Aufmerksamkeit des Lesers gefesselt und seine Meinung beeinflusst.
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Abstract
In articol sunt trecute in revisti modurile de formare a cuvintelor noi in baza
numelor proprii si se efectuiazd o analizd a utilizarii acestora in textele
publicistice germane. O atentie deosebitd se acorda modelelor productive de
formare a verbelor, substantivelor si adjectivelor deonimice, fiind descrisa
raddcina onimica a acestora.
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Urdtul in mentalitatea romanilor
(in baza experimentului asociativ)

Lilia TRINCA, conf.univ., dr.
Universitatea de Stat ,, Alecu Russo” din Balfi

Cuvinte-cheie: asociatie, experiment asociativ, tabloul lingval al lumii,
categorie estetica.

Psiholingvistica e o disciplind de frontiera, care incearca sa
fundamenteze legdtura intre procesele neuropsihice, lumea gindirilor si
exprimarea verbald a acestora, intre constient si inconstient, in vederea
surprinderii mecanismelor reprezentdrii prin identificarea proceselor prin
intermediul cérora are loc cunoasterea. Studiile in domeniul psiholingvisticii
relevd relativitatea lingvistica si cea culturala: or, din perspectiva
fenomenologica, limba si logica exprimata prin aceasta, reprezinta un factor
extrem de important pentru Tnelegerea si reprezentarea lumii Inconjuratoare.
E, intr-un fel, o evolutie a ,,ipotezei Sapir-Worf”, conform careia diferite
tipuri de mentalitati antreneaza diverse modelaje ale limbajului.

In demersul nostru stiintific ne propunem si demonstrim ci
elementele de fundal cultural contribuie la modelarea semnificatiilor
conceptului de urit, intepretat atit drept categorie estetica, cit si drept stare
sufleteasca. Prin aceasta vom denunta prejudecata ce a functionat un timp
indelungat in antropologie, precum cd emotiile, viata spirituald, categoriile
estetice reprezintd niste ,,universalii” ce tin de o eventuala naturd umana,
identicd pretutindeni. Si ne asociem opiniei lui Umberto Eco, exprimata in
lucrarea ,,Istoria uritului” ca ,,conceptele de Frumos si Urit variaza in functie
de diferite perioade istorice si de diferite culturi” (Eco 2007: 10). Astfel, scrie
U. Eco, pentru un occidental, o masca rituald africand ar parea oripilanta, in
timp ce pentru oamenii locului ar putea pur si simplu reprezenta o divinitate
binevoitoare. In schimb pentru cineva apartinind unei religii extracuropene,
imaginea unui Crist biciuit, singerind si batjocorit ar putea fi perceputa drept
neplacuta, In timp ce pentru un crestin aparenta uritenie a trupului Lui nu
poate inspira decit piosenie si induiosare. In cazul altor culturi, bogate in
texte poetice si filozofice (cum ar fi cea indiand, japonezd sau chinezd),
vedem imagini si forme, dar, prin traducerea unor imagini, fie de beletristica,
fie de filozofie, reiese aproape intotdeauna dificild incercarea de a stabili pina
in ce punct conceptele lor pot fi identificabile cu ale noastre, chiar daca
traditia ne-a obisnuit sd le traducem 1n termenii occidentali de ,,Frumos” si
,Urit” (ibidem).

Ne-am propus sd scoatem in evidenta profilul cultural al uritului,
intrucit 11 consideram circumscris spatiului cultural roman, la fel precum
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conceptele de dor, jale, amar. Ca si acestea, uritul reprezinta un afect cu
denumire intraductibila, fara echivalent lingvistic, intrucit, dupa cum explica
Lucian Blaga, aici ,,ne gdsim pe un teren al nuantelor, al inefabilului si
imponderabilului, dar si pentru ca uritul ca si jalea si dorul, sint stari specific
romanesti” (Blaga 1969: 218).

Remarcam, in aceastd ordine de idei, si opinia lui C. Noica, precum
ca ,,uritul are valoare de reper in limba romana si face parte din acele cuvinte
ce ,,pot deschide cimpuri sau un orizont si daca ecuatia de cimp e simpla in
cele mai multe dintre ele, nu e lesne de gasit la cele citeva care fac aurul
limbilor” (Introducere la dor 1987: 208).

O nuantare a cercetdrilor In domeniul respectiv nu poate fi realizata
decit dintr-o perspectiva interdisciplinard — bundoara psiholingvistica — din
care motiv am aplicat metoda experimentului asociativ (in continuare EA).
Prin EA se incearcd stabilirea modului de organizare a informatiei din
perspectiva cognitiva, ceea ce ne permite a surprinde si felul in care iau
nastere diverse forme culturale. Aceasta e conditionat de interactiunea strinsa
intre sistemul de procesare mentald a informatiei si reprezentarile mentale si
culturale propriu-zise. lata de ce rezutatele EA dovedesc, o data in plus, ca
,»Orice culturd poate fi caracterizatd de un set specific de ,,harti cognitive”,
care definesc experienta si servesc la orientarea comportamentului membrilor
culturii respective” (Terzea-Ofrim 2002: 24).

Am efectuat’ un EA liber cu tineri cu virsta cuprinsa intre 18-25 de
ani, pentru care limba maternd este romana. Respodentii au fost rugati sa
raspundd instantaneu cu primul cuvint care le-a venit in minte la auzul
cuvintului-stimul wurit (fiecare anchetd propusd continea 100 de cuvinte-
stimul, selectate si generate de calculator din circa 500 de stimuli, ce fac
parte din nucleul si masa vocabularului de baza al limbii romane: stimulul
urit apare, in medie, in una din 5 anchete). Or respectarea acestei conditii in
timpul anchetarii permite a reduce la minim intervalul temporal dintre stimul
si reactie: respondentul nu trebuie sa mediteze asupra reactiei, Intrucit
conceptul de asociatie exclude ideea de ,gindire” a raspunsului (cf.
®pymkuna P.). In calitate de respondenti au fost circa 1000 de studenti din
mai multe universitdfi din Republica Moldova si Romaénia. Trebuie de
mentionat cd factorul determinant pentru alegerea studentilor in calitate de
respondenti in cadrul EA revine faptului cd la virsta de 17-25 de ani se
produce deja formarea identitatii lingvale, iar asociatiile, identificate in

'EA a fost realizat de un grup de cercetatori de la Universitatea de Stat ,,Alecu Russo” din
Balti, implicati intr-un proiect de elaborare a Dictionarului asociativ al limbii romdne.
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cadrul EA, reflecta competenta lingvistica si sint relevante pentru mentalul
romén (Kapayimos 2011: 192)2.
In baza EA realizat, am identificat doud tipuri de bazi de asociatii
pentru cuvintul-stimul uriz: asociatii sintagmatice si asociatii paradigmatice®:
ASOCIATI PARADIGMATICE:

e Sinonime: hidos (28); neplacut (27); rau (9); strasnic (6); murdar (6);
scirbos (5); dezgustator (5); defect (5); groaznic (4); neingrijit (4); hid
(4); sinistru (2); strasnic (2); fioros (2); disgratios (1); neagreabil (1);
nefrumos (1); zalud (1); neatragator (1); de prost (1); gust (1);
dizgratios (1); antipatic (1); odios (1); neatractiv (1); bestial (1);
caraghios (1); dezagreabil (1); pocit (1); oribil (1); greoi (1);
monstruos (1); nesimpatic (1); grefos (1); infricosator (1); disgrafios
(2); respingator (1); neghiob (1); neplacut (1); dezgust (1);

o Antonime: frumos (139); dragut (2); frumoasa (1); placut
(1); mai frumos; subiectiv (2);
ASOCIATII SINTAGMATICE:

o om (13); baiat (5); persoana (3); fata (3); o persoana (1); omenesc (1);
batrini (1); batrina (1); batrin (1); imbatrinit (1); baba (1); tata (1),
mort (1); vorbitor (1); profesor (1); coleg (1);

¢ Animale sau insecte: animal (4); ciine (2); cal (1); soarece (1); melc
(1); soarecele (1); babuin (1); gindac (1); pisica (1); maimuta (1); lup
(2); insecte (1);); insecte (1);

e Sentimente implicate: nepldcere (4); dispret (2); rautate (2); spaimd
(2); respingere (2); chin (1); sila (1); lacrimi (1); curiozitate (1);
depresie (1); impresie (1); ura (1); scirba (1); suparare (1); dezinteres
(1); indiferenga (1); tristefe (1);

e Aspect: neproportional (1); asimetrie (1); asimetric (1); aspect (1);

e Aspect fizic slut (3); fizicul (1); chip (3); exterior (1); aspect
nepotrivit (1); chipes (1); nas (1); infafisare (1); trasaturi (1); fizic (1);

%In conformitate cu opinia lui lu. Karaulov, stabilitatea relativi a capacitatii lingvistice a
vorbitorilor nativi (de exemplu, vocabularul, ierarhia de valori, valentele lexicale) poate servi
drept baza pentru descrierea constiintei de masa in societatea romaneasca in urmatorii 20-30
de ani, adica pentru perioada cind respondentii de azi vor constitui nucleul activ al societatii
(ibidem).

SRespectind traditia modelarii cimpului asociativ, la inceput se prezintd cuvintele-reactii ce
apar mai des (numarul reactiilor e indicat intre paranteze), constituind nucleul cimpului
asociativ, dupa care se indicad cuvintele aparute mai rar ca reactii la stimulul respectiv —
periferia cimpului asociativ.
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caracteristica (1); infatisare (1); par (1); cap (1); cos (1); cosuri (1);
buba (1);

Calititi spirituale: caracter (3); suflet (4); destept (1); nebun (1);
trasatura (1); (1); rece (1); incorect (1); ascuns (1); sufletist (1); stricat
(1); inexpresiv (1); complex (1); pozitiv (1); straniu (1); neiubit (1);
necdjit (1); unic (1); criticat (1); cioplit (1); neintruchipat (1); judecat
(2); pirit (1); bun (1); minciunos (1); sarac najpa (1); nevazut (1);
pesimist (1); tocilar (1); albicios (1);

Personaje i-/reale / de basm /: monstru (4); rdfusca (2); Quasimodo
(1); diavol (1); spin (1); extraterestru (1); capcaun (1); baba cloanta
(1); drac (1); bestia (1); vedenie (1); drac (1); caricaturi (1); Ana
Zavoranu (1);

Entititi abstracte: lucru (4); comportament (3); fapta (2); soarta (2);
drumul (1); zimbet (1); element (1); parere (1); miros (1); fapte (1);
groapa (1); petrecere (1); soarta (1); vorbe (1); problema (1); viata
(1); cuvint (1); vint (1); obicei (1); pierdere (1); nenoroc (1); speranta
(1); adevar (1); deficienta (1); cosmar (1);

Natura, fenomene atmosferice: vreme (4); ploaie (4); timp (2); frig
(2); posomorit (2); innorat (1); ploios (1); vreme friguroasa (1); ploaia
(1); mohorit (1); nor (1);

nefericit (4); nedorit (4); ciudat (3); destept (3); urit (3); iubit (2); trist
(2); hitru (2); prost (2); nepoliticos (1); ); slab (1); umilit (1); meschin
(1); neglijent (1); neinteles (1); nepotrivit; inferior (1); divers (1);
nefolositor (1); artistic (1); neexistent (1); impropriu (1);

bube (2);

fmbiniri stabile de cuvinte: incheagd apa (1);

Asociatii neasteptate: copil (2); scoala (1); brad (1); copilul (1);
oglinda (1);

Culori: negru (9); verde (1); gri (1);

de tot (2); intuneric (2); intotdeauna (1); straina (1); defecte (1); doar
altfel (1); naspa (2); el (1); bass (1); desen (1); lapte (1); iposibil (1nu
(1); tare (1); semn (1); foc (1); (1); gest (1); (1); hip-hop (1); nasol
(2); cimp (1); fipatura (1); deloc (1); tricou (1); neant (1); naspa (1);
iphone (1); mine (1); de lume (1); figan (1); numai (1); estetica uritului
(1); altii (1); la nedescris (1); sentiment (1); necesar (1); spus (1);

Asociatii predicative: diferit (2); moare (1); ce spune (2); nu existd
(2); ce esti (1); zace (1); nu pe plac (1); ploua (1); incalca (1); iesit din
comun (1);
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Asociatiile sintagmatice depasesc cantitativ asociatiile paradigmatice,
raportul fiind de 314 / 279. A se vedea fig. 1:

OAsociatii paradigmatice

B Asociatii sintagmatice

Fig. nr. 1 Raportul cantitativ intre asociatiile sintagmatice i cele
paradigmatice

Asociatiile relevate denota retelele asociative ale semnificatiilor in care
e antrenat cuvintul urit in vocabularul limbii roméane, determinate de rolul
important pe care il joaca unitatea lexicala respectivd in articularea unei
palete intregi de valori culturale, relatii sociale si circumstante geografice,
politice si de alt ordin. Reactia asociativa cea mai frecventa pentru urit a fost,
precum e si firesc, frumos (139). Inci in prima si cea mai completi ,,Estetica
a uritului”, elaborata de Karl Rosenkranz in secolul al XIX-lea gasim
relevatd ideea traditionalda prin care Uritul ,este o notiune ce poate fi
conceputd doar ca un termen relativ, in raport cu o altd notiune. Aceasta alta
notiune este cea a frumosului, caci uritul nu existad decit in masura in care
exista frumosul, care exprimd premisele sale pozitive. Dacd n-ar exista
frumosul, atunci nici uritul nu ar exista deloc, deoarece el nu este decit o
negatie a acestuia. Frumosul este ideea divind, originara, iar uritul negatia ei,
avind ca atare o existenta secundard. El se constitui in si prin frumos” [Karl
Rosenkranz, O esteticd a uritului. Intre frumos si comic, Bucuresti, Editura
Meridiane, 1984, p. 35]. Astfel, si in mentalitatea traditionala se urzeste un
sistem binar de reprezentdri prin intermediul carora se realizeaza
sistematizarea valorilor in serii simetric opuse. In asa fel, apar perechi de
termeni aflati in opozitie. Bundoara opusul lui urit poate fi atit frumos, dar si
dragoste, dor, iubit etc.
Pomenim si reactiile similare, desi mult mai modest reprezentate
cantitativ — draguy (2); frumoasa (1); placut (1); mai frumos (1). In acelasi
context, pomenim si reactia subiectiva (3), care implica ideea ca ,,Uritul insa
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este relativ, pentru ca el nu poate fi masurat prin sine insusi, ci numai prin
intermediul frumosului. In viata obisnuitd fiecare isi urmeazi propriul gust,
potrivit caruia i se pare frumos ceea ce altul gaseste ca e urit si invers” [idem,
p. 36]. Elocvent e si proverbul romanesc Nu-i frumos ce-i frumos, dar e
frumos ce-mi place mie, care sugereaza criteriul hedonist in definirea
conceptului de frumos, adica intotdeauna atitudinea personald isi pune
amprenta asupra evaludrii estetice. Elocvent este, in acest sens, catrenul dintr-
o poezie populara: Ce mi-e drag nu mi-i urit,// De-ar fi negru pamint. // Ce
Mi-i urit nu mi-i drag, // De-ar fi cit casul de alb”.

In aceasta ordine de idei, ,,se spune adesea cd o frumusete europeni
n-ar fi pe placul unui chinez sau al unui hotentot, intrucit chinezul are o
conceptie asupra frumusetii cu totul diferita de cea a unui negru. $i invers,
dacd luam in consideratie operele de artd ale unor astfel de popoare
extraeuropene, de pilda felul in care sint infatisate zeitatile lor, zamislite din
imaginatia lor ca sublime si vrednice de veneratie, acestea ne pot aparea drept
niste idoli cu totul monstruosi, in aceeasi masurd in care muzica lor poate
suna de-a dreptul detestabil pentru urechile noastre. La rindul lor, acele
popoare pot socoti ca sculpturile, picturile, muzica noastra sint lipsite de
semnificatie sau de frumusete” (Eco 2007: 12].

Impresionante din punct de vedere cantitativ sint, fireste, si
asociatiile paradigmatice sinonimice, ce reprezintd aproximativ o jumatate
din totalul reactiilor: hidos (28); nepldacut (27); rau (9); strasnic (8); murdar
(6); scirbos (5); dezgustator (5); defect (5); groaznic (4); neingrijit (4); hid
(8); disgratios (3); sinistru (2); fioros (2); neagreabil (1); nefrumos (1); zalud
(2); neatragdtor (1); de prost gust (1); antipatic (1); odios (1); neatractiv (1);
bestial (1); caraghios (1); dezagreabil (1); pocit (1); oribil (1); greoi (1);
monstruos (1); nesimpatic (1); gretos (1); infricosator (1); respingator (1);
neghiob (1); neplacut (1); dezgust (1).

La romani, ca, de altfel, la toate popoarele, manifestarile uritului, ca
forma, presupune un dezechilibru dintre parti si intreg, incoerenta, asimetrie,
dezarmonie: cf. neproportional (1); asimetrie (1); asimetric (1); aspect (1).

Oamenii definesc frumosul si uritul in raport cu ei insisi, de aceea
Nietzche afirma in lucrarea sa Amurgul zeilor ci: ,,in Frumos omul se pune
pe sine ca norma a perfectiunii §i, In aceasta, se peamareste... Omul, in fond,
se oglindeste in lucruri si considera frumos tot ceea ce ii rasfringe chipul®...

*Noi i consideram uriti pe negrii din tinuturile Etiopiei, dar printre ei tocmai cel mai negru
este considerat cel mai frumos. Voltair in Dicfionarul filozofic mentiona: ,,intrebati o broasca
rfioasa ce este Frumusetea, Frumosul adevarat, cel tu kalon. Va va raspunde ca o veti gasi in
femela lui, cu ochii ei uriasi §i rotunzi ce se bulbuci din capsoru-i mititel, cu gura-i larga si
turtitd, cu burta gilbuie si spinarea bruni. Intrebati un negru din Guineea: pentru el Frumusetea
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Uritul e inteles ca un semn sau ca un simptom al degenerescentei”’. Asa ne
putem explica reactii de genul: om (13); baiat (5); persoand (3); fatd (3); 0
persoand (1); omenesc (1). Urit apare ca judecatd de valoare in raport cu
amurgul propriului sau model pe care il uraste: cf. batrini (1); batrina (1);
batrin (1); imbatrinit (1); baba (1) si mai ales fatd de moarte: cf. mort (1).
Culoarea neagra ocupa locul central in imagistica atasatd uritului, asociindu-
se devitalizarii si chiar mortii. Asocierea intre culoarea neagra, moarte si urit
e una fireasca pentru mentalul roméanesc.

Societatea traditionald este guvernatd de modele prezente la toate
nivelele existentei de zi cu zi. Experienta individuald deci este supusa
modelarii in conformitate cu normele adoptate de grupul respectiv. Normele
sint articulate intr-un sistem rigid, care propune o viziune asupra lumii §i care
are, de reguld, o motivatie de ordin mitic. In comunitatea traditionala exista o
dubla ritmare a vietii. Prima are loc la nivelul grupului si este legatd de
armonizarea cu ciclurile naturii si de ocupatiile care asigura supravietuirea. A
doua este situatd la nivel individual si realizeaza integrarea succesiva in
stadiile constituite cultural si suprapuse momentelor esentiale, cum ar fi
nasterea, casatoria si moartea. Riturile de trecere consacra identitatea si
fixeaza pozitia individului in grup. Modelul propus este rigid, ferm, nu
admite abateri sau alterari. O datd asumat, modelul exercitd un cimp de
presiuni asupra individului, acesta avind drastic limitat spectrul actiunilor
permise. Buna functionare a societatii presupune conformarea indivizilor la
solutiile de viatd verificate de traditie si impuse de consensul colectiv.
Traditional, batrinetea e vazuta ca o virsta urita si foarte trista, spre deosebire
de alte popoare unde sema dominantd a semnificatiei unitatii lexicale
respective este ,,inetelepciune, experientd, respect” s.a.

Desigur, pentru roman, frumusetea si uritul au o acceptiune mai
larga, cuprinzind atit domenii ale eticului, cit si ale esteticului:

e Aspect fizic fizicul (1); slut (3); chip (3); exterior (1); aspect nepotrivit
(1); chipes (1); nas (1); infatisare (1); trasaturi (1); fizic (1);
caracteristica (1); infatisare (1); par (1); cap (1); cos (1); cosuri (1);
buba (1);

e (Calitati spirituale: caracter (3); suflet (4); destept (1); nebun (1);
trasatura (1); (1); rece (1); incorect (1); ascuns (1); sufletist (1); stricat
(2); inexpresiv (1); complex (1); pozitiv (1); straniu (1); neiubit (1);
necdjit (1); unic (1); criticat (1); cioplit (1); neintruchipat (1); judecat

inseamni piele neagrd si uleioasd, ochi infundati in orbite, nas turtit. intrebati diavolul: va va
spune ca Furmusetea inseamna o pereche de coarne, patru labe cu unghii ascutite si o coada”
(Eco 2007: 12).
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(1); pirit (1); bun (1); minciunos (1); sarac naspa (1); nevazut (1);
pesimist (1); tocilar (1); albicios (1).

Asociatiile obtinute infirma cele mentionate de Tache Papahagi
despre faptul ca frumosul si uritul desemneaza mai mult aspecte fizice decit
,unele morale si spirituale” (Poezia liricd populara 1967: 279).

O imagine destul de frecventa pentru intelegerea uritului este si cea
de boald, asociata in mentalul roméanesc la fel si cu dragostea si dorul:
WFrunza verde ca ritul, // Mare boala-i uritu”. ,,Sarac dor, sarac urit, // Grea
boala esti pe pamint”.

Uritul se asociaza cu personaje biblice, din poveste, basme populare:
monstru (4); ratusca (2); diavol (1); spin (1); extraterestru (1); capcaun (1);
baba cloanta (1); drac (2); bestia (1); vedenie (1); caricaturi (1); Quasimodo
(1), ultimul un personaj fictiv — cunoscut erou tragic din romanul “Cocosatul
de la Notre Dame” al lui Victor Hugo, ce avea o mare cocoasa in spate §i 0
fata diformad, erupt din adincurile imaginatiei autorului. Traditional, uritul se
considera o stare psihica disforicd, in a cérei etiologie are implicatie o forta
externd, malefica. Nu in zadar, unul din numele ce a rezultat din interdictia
tabuistica de a pronunta numele Diavolului era Uritul (Gorovei 1995: 95).
Numele respectiv cu profunda incarcaturd malefica, comportd o semnificatie
dubla, facind trimitere atit la aspectul respingdtor, pe de o parte, dar si la
sentimentul de aversiune fata de spiritul raului.

In ceea ce priveste reactia copil, satul roméanesc traditional cunoaste o
serie de interdictii ce trebuiau respectate de femeia gravida, care nu avea voie
sd ,,se uite prea lung si cu prea mare pasiune la lucruri si oameni sluti, uriti,
ologi, schiopi, orbi” (Nasterea la romani 1995: 17), intrucit fatul e foarte
vulnerabil inainte de nastere si orice imagine odioasd ar putea avea
repercusiuni asupra lui.

In concluzie, aplicarea metodei EA ne-a permis elucidarea bogatiei
»sarcinilor” semantice pe care le poarta conceptul de ,,urit” in romana. in asa
fel, unitatea lexicald datd devine un operator in demersul de dezviluire a
viziunii despre lume in spatiul romanesc. Uritul este un cuvint-marca
culturala ce desemneazda scenarii pentru interactiunea sociala. Variatele
moduri in care e traitd starea de urit reprezintd consecinta unei elaborari
culturale si are repercusiuni asupra mentalitatii poporului.

Asociatiile identificate prin intermediul EA permit decodificarea si
construirea asemenea unui puzzle a semificatiilor conceptului de urit prin
angajarea atit a componentei cognitive, cit si a celei afective — procese
simultane, dar si complementare, iar limbajul reprezintd o cale preferentiala
in tentativa de a releva modul in care ¢ organizatd si stocatd cunoasterea in
mintea umana.
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Abstract

In this article we intend to prove that cultural background elements
contribute to shaping the meanings of the concept ugly, interpreted both as an
aesthetic category and as a state of the soul. We will argue against the
opinion that has existed for a long time in anthropology, according to which
feelings, spiritual life and aesthetic categories represent some "universals"
related to human nature, which is identical everywhere. We share the view
that concepts such as Beautiful and Ugly vary in different historical periods
and in different cultures.
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Unele particularitati ai pamametrilor acustici ai unitatilor
monofonematice consonantice compuse in contextul formarii
competentelor comunicative (in baza materialului limbii engleze)

Alexei CHIRDEACHIN, dr., conf.univ.,
Universitatea Libera Internationala din Moldova

Cuvinte-cheie: pronuntie, foneticd, fonologie, unitati monofonematice
consonantice compuse, competente comunicative, glotodidactica.

Cerintele pedagogiei de astazi presupun orientarea spre formarea
competentelor ca finalitati ai procesului didactic. In cazul limbilor striine
sunt vizate competentele comunicative aferente limbii in cauza. Dupa cum
mentioneazd S.Danail, M.Timus, Gh.Braniste, problematica formarii
competentelor comunicative este abordatd de catre mai multi autori care o
examineaza din perspectivd epistemologico-pedagogicd si sociala [1].
Competenta face apel la organizarea unui ansamblu de resurse: cunostinte,
experiente, scheme, automatisme, capacitati, priceperi de diferite tipuri etc.
(Ibidem). Potrivit lui M.L.Vicol, competenta de comunicare didacticd
reprezintd un ansamblu interconex de cunostinte, capacitati, atitudini,
determinate teleologic, didactic, profesional prin care se asigura realizarea
eficientd a activitatii didactice in contextul formal si nonformal [6]. Conform
opiniei lui M.-M. Rusu, competenta lingvisticid se defineste prin achizitiile
despre formele limbii, despre evolutia acestora, coreland semnificatul cu
semnificantul, in contextual semnificarii, adicd al producerii de sens.
Competenta de comunicare vizeazad aplicarea de citre o persoand a
competentei lingvistice proprii in actul comunicarii personale si interactive.
Prin urmare, relatia dintre cele doud dimensiuni ale termenului de
competentd, dimensiunea lingvistica si dimensiunea comunicativa, vizeaza
aspectul complementar al lingvisticii cu interactiunea sociald [3]. Reiesind
din cele examinate, observim cd competenta este formatd in baza anumitor
cunostinte si capacitati care constituie premise pentru dezvoltarea celei dintai.

Dupa cum se stie, a poseda o limba inseamna a fi apt de a participa la
schimb de informatii pe cale verbald (orala si scrisd) la nivel productiv si
perceptiv (aceasta constituind procesul de comunicare), ceea ce presupune
cele patru deprinderi comunicative: a vorbi, a audia (a intelege oral), a scrie
si a citi. Totodata limba, fiind cel mai important mijloc de comunicare
interumana, reprezintda un sistem cognitiv-logic format din mai multe
subsisteme 1In care unitatilor operationale aferente compartimentelor
respective li se atribuie o anumitd semnificatie in legatura cu statutul lor de
membri ai compartimentelor in cauza. Astfel, se evidentiazd cele patru
compartimente de bazd ale limbii: pronuntie (foneticd si fonologie),
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gramatica (morfologie si sintaxd), vocabular (lexic) si scris (ortografie). in
acelasi timp nu putem vorbi despre existenta in sine a acestor compartimente
deoarece limba este un organism unic §i indivizibil. Fiecare compartiment
existd doar in legatura cu alte compartimente si este o parte sau un membru al
sistemului limbii. De aceea nu se vizeazd predarea separatd a
compartimentelor limbii ci o imbinare armonioasd si coerentd a lor in
procesul de predare a limbii in vederea dezvoltirii deprinderilor
comunicative.

Majoritatea specialistilor In domeniul lingvisticii si a glotodidacticii
sunt de parere ca latura fonetico-fonologica este de o prima importanta. Pe de
o parte, cand copilul se naste el insuseste mai intai sunetele vorbirii cu
ajutorul carora devine ulterior apt de a forma cuvinte si enunturi. Daca
studierea limbii materne se incepe cu pronuntie cu atit mai mult trebuie sa se
inceapa cu ea si invatarea celei strdine. Pe de altd parte, in plan lingvistic
fonemul este cea mai mica unitate a limbii apta sa serveasca atat ca ,,material
de constructii” pentru alte unitdti compuse ale limbii cat si ca semn distinctiv
pentru deosebirea dintre unitati (la nivel scris fonemului 1i corespunde
grafemul). De felul cum se insuseste materialul fonetico-fonologic depinde
capacitatea studentului de a insusi materialul ce tine de alte compartimente
ale limbii. In acest context, conchidem c3 studierea unei limbi trebuie
inceputa cu regulile de pronuntie si de ortografie.

Unitatile monofonematice consonantice compuse (in continuare
UMCC), cunoscute si ca africate, semioclusive (mioclusive),
semiconstrictive, oclusiv-constrictive (oclusiv-fricative), consoane complexe
(compuse, contopite), oclusive contopite (sau continue), diftongi
consonantici, ridica o serie de probleme dificile la nivel fonetico-fonologic.
Una dintre ele tine de statutul lor fonematic. Altd problemad, care, intr-0
anumitd masura, este conditionatd de cea dintai, vizeaza numarul africatelor.
In continuare prezentim o privire generald asupra datelor obtinute ca rezultat
al experimentelor efectuate in laboratorul de fonetici experimentala a
Universitatii Nationale ,,T.Sevcenko” din Kiev (29 iunie — 2 iulie 2005),
aplicandu-se metodele de oscilografiere, spectrografiere §i suprimarea
consecutiva a segmentelor secventelor sonore, cea din urma fiind propusa de
cercetator roman Andrei Avram si presupunénd si analiza sonoritatii in cazul
consoanelor sonore. La experimente au participat patru subiecti / informatori,
cate doi pentru fiecare limba. Cerintele regulamentare stiintifice fata de
subiecti au fost respectate de noi conform indicatiilor reputatilor foneticieni
experimentalisti I.Stan, G.Gogin, V.A.Artiomov, L. G. Skalozub. Obtinerea
si prelucrarea oscilogramelor si spectrogramelor a fost efectuatd cu ajutorul
programei de calculator Praat in cadrul laboratorului mentionat supra. Au fost
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segmentate si prelucrate 38 de oscilograme si 38 de spectrograme. Drept
materiale ne-au servit inregistrarile in calculator prin intermediul programei
Praat. Materialul faptic, supus experimentelor, il constituie cuvintele: bici,
brici, cioc, cea, ce-am; dragi, gip; toi, otel, balti, bat, put (in romana), beach,
breach, chalk, char, charm (in englezd) si in contrast bici — beach, brici —
breach, cioc — chalk, cea — char, ce-am — charm; dragi — drudge, gip — gip (in
romana si englezd); africatele /ff, dz, ts/ (in romand) si /ff, d3 / (in englezd),
inregistrate la oscilograful si spectrograful electronic in 2005, 24 silabe si
sunete segmentate si analizate, 99 cuvinte separate si 52 in fraze (In roména
si engleza).

Ca rezultat am stabilit ca valoarea africatei /f/ la nivelul intensitatii in
engleza este mai mica decat in romand, la nivelul frecventei si al primilor
patru formanti — mai mare, ceea ce este identic tuturor perechilor precedente
de cuvinte. Totusi, la nivelul duratei valoarea africatei in cauzad in engleza
este mai mica decat in romana, ceea ce este identic celei de-a 2-a si celei de-a
3-a perechi, si se deosebeste de cazul primei si al celei de-a 4-a perechi, unde
situatia este inversa. In afard de aceasta, spre deosebire de primele patru
perechi de cuvinte, valoarea celui de-al 5-lea formant este mai mica in
engleza decat in romana. Tonul de baza (general, minim, maxim) nu este
determinat, ceea ce este asemanator situatiei din toate perechile precedente,
in afara de cea de-a 3-a, unde, dupa cum s-a mentionat, in cazul cuvantului
romanesc Cioc tonul de baza a fost determinat. Cea mai mica diferentd dintre
valorile parametrilor africatei /f/ in romana si engleza (indiferent de directia
acestora) se atesta la nivelul duratei, iar cea mai mare — la nivelul frecventei.
Atat In romand, cat si in engleza, energia sonord este concentratd in zona
frecventelor Tnalte si caracterizatd prin uniformitatea relativa a repartizarii,
limita dintre elementele oclusiv si africata propriu-zisa asemanandu-se cu cea
dintre ocluzia si implozia unei consoane oclusive. Audiind 0,024 sec. de la
inceputul secventei sonore, auzim un sunet neclar asemanator cu /t/ in
roméana (amandoi subiecti) si englezd (subiectul I). In cazul subiectului II in
englezd auzim un sunet intermediar intre /t/ si /§/. Audiind toate celelalte
secvente, am auzit consoana /f/ atat in romana, cat si in engleza. Pe baza
celor examinate mai sus, conchidem ca parametrii acustici ai africatei /ff/ au
tendinta de a fi mai mari in engleza decat in roména. Aceasta se explica prin
faptul ca in engleza sunetul in cauza se pronuntd cu mai multd incordare a
organelor articulatorii si cu mai multd energie decat corespondentul lui din
romana.

Ca si in cazul africatei /f/ valoarea tuturor parametrilor acustici ai
africatei /d3/ in engleza este mai mare decét in romana, cu exceptia frecventei
si a duratei, in cazul cirora situatia este inversa, si a tonului de baza (general,

66



minim §i maxim) care nu a fost determinat. Cea mai mica diferentd intre
valorile parametrilor se atestd la nivelul duratei, iar cea mai mare — la nivelul
frecventei. Aceste date confirma concluzia formulatd mai sus ca se atesta
tendinta generald a parametrilor acustici ai africatei /d3/ spre ascendenta in
comparatie cu sunetul respectiv din roméana.

Analiza parametrilor acustici ai africatelor in romana si engleza in baza
literaturii lingvistice si a experimentelor, efectuate prin aplicarea metodelor
de oscilografiere, spectrografiere si suprimarea consecutiva a secventelor
sonore, denotd in mod concludent ca africatele au parametrii lor acustici
specifici care demonstreaza cad atare sunete compuse sunt secvente
fonematice unitare. Spectrogramele arata procesul difuz / neclar al trecerii de
la primul element la cel de-al doilea, bara atestata fiind asemanatoare cu cea
dintre ocluzia si inlaturarea ei din oclusive. Analiza dinamicii duratei ne
convinge cd durata totald a africatei este comensurabilda cu cea a oricarei
consoane (oclusive sau fricative) in parte, pe cand cea a secventei
consecutive a sunetelor oclusiv si fricativ este aproximativ de doud ori mai
mare. Suprimand consecutiv secventa totald a duratei, am observat absenta
totald a elementului fricativ, nu intotdeauna a fost deslusit cel oclusiv, in
majoritatea cazurilor neclar sau intermediar intre oclusiva si africata.
Sonoritatea africatei /d3/, singura africatd sonora atit in romand, cat si in
englezi, in pozitia initiald este mai puternica decat in cea finald. In cea dintai
sonoritatea se plaseaza spre partea a doua a secventei, pe cand in cea din
urmd — spre initiala. Mai mult, in roména in pozitia finald acest fenomen
acustic poate fi conditionat de vocala precedenta, nefiind aferent africatei
insasi din cauza aceasta. In general, valorile sonoritatii si ale celorlalti
parametri acustici sunt mai mari in englezd decat in romana, ceea ce se
explica prin faptul ci africatele engleze se pronuntd cu mai multd energie si
cu o Incordare mai mare a organelor aparatului de articulatie.

Dupa cum se stie, unul dintre principiile didactice este cel al insusirii
congtiente a materiei. Principiul dat presupune asimilarea materialului
didactic in mod constient in baza intelegerii logice. In cazul studierii limbilor
strdine faptul acesta este valabil in mod deosebit deoarece finalitatea
procesului glotodidactic este dezvoltarea competentelor comunicative in
vederea formarii capacitatii de a fi participant al procesului de comunicare
spontana.

La nivel universitar si la cel postuniversitar avem de a face cu
reprezentanti ai categoriilor de varsta la care memoria mecanica nu mai joaca
rolul pe care l-a avut in timpul copilariei. Pe de alta parte, ei nu mai sunt
tabula rasa, ci poseda un anumit bagaj de cunostinte, abilitati si deprinderi
prin prisma caruia percep orice materie noua. Dacd studentul nu are
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experienta de invatatare a unei limbi diferite el aplica principiile si regulile de
utilizare a limbii materne la cea strdind (in cazul prezentei unei astfel de
experientd o aplica si la Tnvatarea limbii noi). O astfel de influentd a limbii
materne asupra celei studiate poate fi negativd deoarece provoacad aparitia
greselilor tipice. Totodata, in vederea asigurdrii Insusirii constiente a
materialului de limba si a formarii ulterioare a abilitatilor si deprinderilor, nu
putem exclude complet factorul limbii materne deoarece este necesar ca
acesta sa se integreze armonios in sistemul individual de cunostinte, abilitati
si deprinderi ale studentului.
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Abstract

The today's pedagogy requirements skills training assume the
orientation to the formation and development of communicative
competences. To master a language is to be able to participate in the process
of communication in the respective language. Most experts in linguistics and
language teaching regard phonetics as being of prime importance. The
system of Romanian and English compound consonantic monophonemic
units is represented by affricates. These units provoke controversies among
researches as far as there is no unique opinion regarding their phonetic nature
and phonological status, as well as their number in this or that lanuage. The
acoustic research shows that the acoustic parameters in English are greater
than in Romanian, which can be explained bz more power in pronunciation in
the former. In ordet to be taught consciously, they have to be learnded in
comparison with their native language (Romanian) counterparts.

Formarea termenilor economici (termeni de export si import
conform Sistemului Armonizat de Comert din UE)
Partea |

Natalia HIOARA, lector univ.,

Ina ANDONI, lector sup.,

Ecaterina RUGA, dr. conf.univ.

Academia de Studii Economice din Moldova

Cuvinte cheie: elemente constitutive in structura termenilor, termeni
monovalenti si polivalenti,Sistemul Armonizat de termeni - standard din UE,
camp terminologic
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Terminologia economica reprezintd un vast fenomen care contribuie
perpetuu la dezvoltarea si mentinerea limbajului de specialitate economic,
fapt pentru care e necesar sistematizarea multitudinii de termeni intr-un
sistem (sau subsistem) si de a defini particularitatile lexical-semnatice ale lor
este impundtoare. Prin structurarea terminologiei economice, abordam
actiunea de sistematizare, ordonare, clasare, aranjare a unui material
factologic dupd un anumit sistem.

Terminologii din perioada contemporand demonstreaza un interes
considerabil pentru problemele de cercetare sistematicd a limbii [Bidu-
Vranceanu, Angela, p.32].

Sistemul terminologic economic reprezintd un ansamblu de elemente
dependente intre ele, in cadrul unui micro - sau macro - domenii, formand un
intreg organizat, care pune ordine, reglementeaza clasificarea materialului
sau face ca aplicatia sa functioneze potrivit scopului urmarit.

Cu toate cd domeniul economic este un sistem complex si nu este
rezervat doar specialistilor, el este, totusi, considerat deschis si incumba,
pentru cercetare, procedee necesare corespunzatoare. Fiind (sistemul) un
agregat complex, greoi ca o totalitate de insusiri si trasaturi specifice, metoda
de abordare a obiectelor poate fi redusa la insusirile partilor lor componente.
Acest sistem ramane sd fie modelat, dacad posedd urmaitoarele proprietati:
unitate, omogenitate, autoreglare, integralitate. Analiza de tip structural
presupune aplicarea unor rigori (reguli) metodologice: [Macovciuc, Victor,
1999, p.85] 1. Regula imanentei-- sitemul este explicat prin insusiri, si nu
prin apel la factori exteriori. 2. Regula comutarii — inventarierea elementelor
componente, accentul fiind pus pe deosebiri (aici, diferite categorii (de
articole, bunuri) si subcategorii); 3. Regula ierarhiei — nu existd un sistem
absolut si nici un element absolut; un sistem absolut poate fi considerat
subsistem (aici, in domeniul terminologiei economice — termeni ai celor 18
categorii de termeni din export si import impreuna cu 137 de subcategorii
respectiv); 4. Regula varietatii diacronice — structurile nu sunt invariabile, ci
au o evolutie ulterioard (demonstrat ,,prin etimologia termenilor, cum ar fi
termenul market ,, atestat in secolul XII ,,A meeting at a fixed time for buying
and selling live stock and provisions” , from O.N.Fr.market (O.Fr.Marchi et
Fr.marche), from L.mercatus , trading, trade, market” (of: It. mercato, Sp.
mercado), from pp. of mercari (,to trade, deal in, buy,”) from merx (gen.
Mercis) ,,wares, merchandise”, from Italic root merk - , possibly from
Etruscan, referring to various aspects of economics. Meaning ,,public
building or space where markets are held’ first attested mid-13c. Sense of
,sales, as controlled by supply and demand” is from 1680s. The verb is from
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1630s, from the noun. Market value (1609s), first attested in writings of John
Locke. Market economy is from 1951; market research is from 1926.

Tabelul 1
®
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< = Distributia termenilor de export si import confrom modelelor de structura
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S8 | _ |E|R
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v 16 (10| 7 |16 3 1 3 - 1 - - - - 8 8
\Y 2119|921 9 - 1 2 - - - - - 9 | 12
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Xl |3 |5|8|31| 17 | 6 3 3 - - - 2 - - 17 | 14
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Tgtfolcm - |- - | - 138,19030,5%(11,1%) 9,7% | 2,9% [ 2,9% | 1,4% | 2,1% | 0,4% | 0,4% [38,1%0/61,8%
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Microsistemul de termeni de export si import este alcatuit din 18
subcategorii dupa cum urmeaza: 1) Animale si produse ale regnului animal,
2) Produse ale regnului vegetal, 3) Grasimi si uleuiri animaliere si vegetale,
4) Produse alimentare: bauturi, tutun, 5) Produse minerale, 6) Produse ale
industriei chimice, 7) Materiale plastice, 8) Piei brute, tabacite, 9) Lemn....,
10) Pastd de lemn, hartie, 11) Textile, 12)incaltaiminte, 13) Articole din
piatra, 14) Pierle, pietre si metale pretioase, 15) Metale comune, 16) Masini...
, 17) Vehicule, aeronave.., 18) Instrumente optice .

In general, metoda structurala angajeaza o cunoastere fira continuturi
si valorizari subiective. Un sistem trebuie sd cuprinda: 1. Un repertoriu de
termeni (aici 412 termeni de export si import), pornind de la valoarea
notionala a termenului sistem, care ,,formeaza un intreg organizat” [Gardner,
Dee, and Davies, Mark p.306] , aici, in lucrare, conform clasificarii, s-au
identificat 157 de termeni — monomembri, 126 de termeni alcatuiti din 2
elemente (bimembri), 46 — din trei membri, 40 - din 4 membri, 12 — din 5
membri, 12 — din 6 membri, 6- din 7 membri, 9 — din 8 membri, 2- din 9
membri §i 2 termeni compusi din 10 membri) prin caracterul sau finit. 2.
Reguli de aranjare care guverneazi prezentarea termenilor in ordinea
alfabetica sau tematica (in cercetare, terminologia a fost prezentata in ordinea
celor 18 tematici conform Standardelor Uniunii Europene incluse in tematica
Comertului Exterior pe principalele categorii de marfuri parte componenta a
Sistemului Armonizat) de comert din UE (Engl.”The main HS categories of
goods.External Trade”). De exemplu, Categoria X,” Pastd de lemn, hartie,
carton si articole din acestea” Categoria XIII ,,Articole din piatrd, ipsos,
ciment, ceramicd, sticld si materiale similare” sau Categoria XIV ,Perle,
pietre pretioase sau semipretioase, metale pretioase, metale placate si articole
din acestea, imitatii de bijuterii, monede”si alte 13 Categorii, care fiecare
(categorie)la rindul sau se imparte in subcategorii, diferite la numar,
totalizdnd o suta si treizeci si sapte de subcategorii. Ele, in continuare , includ
alte sub-subcategorii, denumite specialitati ce totalizeaza 225 de unitati,
formand intregul subsistem de termeni ai articolelor de export si import a RM
in 5 tari: Rusia, Romania, Ucraina, Germania si Belarus, incluse in datele
statistice a Bancii Nationale a Moldovei pe o perioada de cinci ani.

Prin intermediul unei asemena proceduri formale, se realizeaza
subdiviziunea unui camp terminologic si corespunzétor, In microcampuri de
diferite ordini (1,2,3). Conform estimarilor, realizim ca sistemul are
proprietatea integralitatii, existd si functioneazd ca un tot intreg; prin
structura, se demonstreazd modul de construire si aranjare a elementelor de
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sistem, iar structura desemneazd schema functionala a sistemului. Campurile
terminologice reprezintd modalitati de structurare a vocabularului economic
corespunzand unor campuri notionale (conceptuale) din domeniul
,,Comertului Exterior.”

Sistematizarea propusa poate fi utilizata la pregatirea expertilor in
problemele corelate cu intelegerea si memorizarea terminologiei de
specialitate care se confrunta cu unele dificultati in particular la: 1)
descrierea structurii sale ; 2) indicarea genurilor fundamentale de relatii
dintre subdomenii (subcategorii) ; 3) determinarea pozitiei exacte a
termenilor in sistemul datelor (cifrelor) si operatiunilor descrise de prelucrare
distributiv-statistic (vezi tabelele) a datelor, cer o munca asidua si imensa la
elaborarea dictionarelor de specialitate . Munca se dubleaza sau chiar se
tripleaza la explicarea si traducereca  elementelor  constitutive
(notiuni,termeni) care iau forma nu doar de lexeme ( cum ar fi mono-
termeni ) , ci si de sintagme specializate. De exemplu, traducerea articolelor
de robinetorie : taps, cocks , valves, similar appliances for pipes ,
boilershells , tanks , vats..., sau a aparatelor electro-termice : electric
instantaneous, storage water heaters, immersion heater. La negocierile
bunurilor de export sau de import, adesea, nu se solicita doar piese izolate ,
dar si un sir de piese interdependente si complexe De exemplu, se
negociaza si se solicitd aparatura pentru comutarea , trierea, protejarea ,
racordarea sau conectarea circuitelor electrice - Engl. electrical apparatus
for switching or protecting electrical circuits , or for making connection to
or in electrical circuits, ceea ce Inseamnd cd se negociazd ansamblul de
aparatura dintr-un domeniu anumit necesa in tara in care se specializeaza
produsul-tara, avansata la producerea articolelor cu tehnologii sofisticate .
Spre exemplu, Moldova a exportat, in Ucraina in 2007-2011, fire, cabluri si
alte conductoare electrice izolate ; cabluri de fibre optice — Engl.isolated
wire , cable and other isolated electric conductors , cu cifrele de afaceri 0.27 ,
0.12 , 0.06 , 0.02 , 0.02 si a importat din Ucraina In acceasi perioada
articolele respective (cu preturi C.I.LF) avand indicii 10.64 , 12.57 , 7.48 ,
15.13 , 13.64 min. dolari.S-a demonstrat ca se comercializeaza nu articole
separate (wire), dar tot setul de articole necesare tarii, deci termenii
respectivi prezinta sintagme specializate care formeazd un camp semi-
axiologic (Bedeutungsfeld) [Dosca Elena p.311] acest camp (subsistem) care
reprezintd un sistem bilateral compus (in cele 2 limbi) ; structura sa omogena
este determinata de planul de continut (aici subcategoriaXV1 “Masini si
aparate; echipamente electrice” etc.) ingloband si alte subcategorii de
ordinul 1,2 etc.- deci microcAmpuri], care, ulterior, formeazd planul de
expresie prin metode semantico-lexicografice si distributiv-statistice.
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La modelarea nivelului de continut al subsistemului terminologic
economic, notiunile stiintifice sau specializate, in mod explicit (altadata,
mai putin explicit,) prezentate In plan istoric, ajutd la reprezentarea
modelelor de clasificare a termenilor dintr-o limba , care exprima un sistem
de idei . [Gardner, and Davies, p.311]

A fost determinata structura termenilor monovalenti (membri) -1Msi
polivalenti (I M — doi membri, 111 M, IV M, V M, VI M, VII M, VIII M, IX
M, X M). S-au atestat 15 frecvente — atestari ale modelului monomembru N
(substantiv); modelul cu 9 membri constituenti
N+prep+N+conj+N+N+conj+adj+N —cu frecventa 1; modelul cu 6 membri
constiutuenti Adj+adj+N+conj+N+adv  cu frecventa 1; modelul cu 3
membri constituenti N+prep+N cu frecventa 4; modelul cu 4 membri
constituenti Adj+N+prep+N  cu frecventa 1; modelul cu 2 membri
constituenti Adj+N cu frecventa 31 care mentine cel mai inalt grad de
productivitate: modelul cu 5 membri constituenti Adj+conj+N+prep+N cu
frceventa 1; modelul cu 3 membri constituenti Adj+adj+N cu frecventa 5
(fiind al treilea dupa gradul de productivitate); modelul cu 4 membri
N+prep+adj+N cu frecventa 2; modelul cu 10 membri
Adj+N+prep+N+N+conj+N+N+conj+N cu frecventa 1; modelul cu 5
membri Adj+N+prep+adj+N cu frecventa 1; modelul cu 8 membri
Adj+N+prep+N+conj+N+adj+N cu frecventa 1; modelul cu 10 membri
Adj+N+prep+N+N+prep+conj+prep+adj+N cu frecventa 1; modelul cu 8
membri Adj+N+prep+adj+N+conj+adj+N cu frecventa 1; modelul cu 8
membri N+prep+N+N+N+conj+adj+N cu frecventa 1.

1. In concluzii, putem mentiona cd cele mai productive modele, din
cele 15 atestate, sunt: Adj+N, (frecventa 31), pe locul II s-a plasat modelul
N —termen monovalent cu frecventa 15, pe locul III si IV s-au plasat
modelele Adj+Adj+N cu frecventa 5, si N+prep+N cu frecventa 4. Celelalte
zece modele demonstreaza o productivitate micd, unde predomind frecventa
1.

2. La predarea terminologiei si la alcatuirea dictionarelor trebuie
atrasd atentia studentilor la memorizarea formarii termenilor cu structura
Adj+N,(frecventa 31),N — termenul monovalent cu frecventa 15.

3. E necesar, deasemenea sa se atragd o deosebita atentie la
structurile Adj+Adj+N (cu frecventa 5) si N+prep+N (cu frecventa 5). In
categoriile termenilor din Sistemul Armonizat de comert, conform
standardelor europene, predomina structurile din I, II si III membri
(monovalente, bivalente si trivalente). Analiza a fost efectuata in subsistemul
terminologic economic de termeni export-import ai unui corpus ce include
412 unitati lexicale si sintagme specializate.
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4. In subsistemul economic (cAmpul semantic) care cuprinde 412
termeni monovalenti sau identificat 157 de termeni simpli, monovalenti si
polivalenti 255, s-au atestat doar 15 structuri reprezentative, monovalenti —
38,1%, si polivalenti 61,8%. Toata terminologia (subsistemul) termenilor de
export si import este reprezentatd de termeni polivalenti cu rata 1:2, ceea, ce
este imperativ ca profesorii sa tind cont de distributia termenilor la studierea
unui camp semantic concret pentru a pregati experti Intr-o ramurd economica
anumitd, care se conformeaza standardelor europene incluse in Titlul IV din
Acordul de Asociere a Republici Moldova cu UE.

5. La studierea terminologiei economice, sa se studieze si rigorile din
(documentul) Acordul de Ascociere dintre RM si UE si anume: Council
regulation (EC) No 1234/ 2007 of 22 October 2007 establishing a common
organization of agricultural markets and on specific provisions for certain
agricultural products (Single CMO Regulation).

The following provisions of this Regulation shall apply:
- for horizontal issues: article 113, Annex |, Annex Il and Annex IV;
- for seeds for sowing: Article 157’
- forsugar: Annex IV b;
- for row tobacco: Articles 123, 124, 126, it should be noted that

Acrticle 104 is not applicable for this Agreement;

- for hops: Articles 117,121g, Article 158, it should be noted that

Article 185 is not applicable for this Agreement;

Timetable: these provisions of this Regulation shall be implemented
within 5 years of the entry into force of this Agreement.

Tabelul 2
Structura termenilor de export si import.
Categoria de marfuri nr.XVI ,,Masini si aparate; echipamente..,”
confom Sistemului de Armonizare in comert din UE.
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Abstract
Receptive vocabulary breadth knowledge and vocabulary fluency are nor
strongly correlated with each other at specific time points and frequency level
affects the correlation. Comparisons among students with different
statistically terminological scores suggested for the higher frequency words,
vocabulary (terms of export and import) tends to be not consistently for
learners with lower levels of overall breadth knowledge. To determine
whether the level (vocabulary) was due to the criteria in the groups where
economic terminology is intensively learned revealed striking differences in
accumulation of polyvalent terminological structures. There were attested 15
terminological patterns with the most productive quantative indexes Adj+N
(the frequency 31), and N —monovalent terms (frequency 15), Adj+Adj+N (
frequency 5), and N+prep+N (frequency 4).

Terminologia discriptiv-lingvistica versus terminologia cognitiva
Partea 11

Natalia HIOARA, lector univ.

Carolina ANDRONIC, lector univ.
Ecaterina RUGA, dr. conf.

Academia de Studii Economice din Moldova

Cuvinte-cheie: disciplina in expansiune, elementul privat, conceptul
semnificat, terminologie cognitiva, termeni-etichetd, terminologie discriptiv-
lingvistica, terminologie dinamica

Dictionarele generale recente definesc terminologia numai cu sensul
concret, de ,,ansamblu” a termenilor apartindnd unui domeniu specializat.
Terminologia ca disciplina stiintificd nu apare cu claritate nici in dictionsrele
specializate. Cutoateca unii cercetdtori considera céd ,terminologia este o
stiintd pretendentd la autonomie”, fiind menitd la rezolvarea problemelor
comunicdrii specializate, ca impune conventional termenii-etichetd dintr-un
anumit domeniu, idee sustinuta si de Tournier [Bidu-Vranceanu, p.22].

Astfel se defineste doar terminologia ,,clasicad” (cognitivd) aparuta
prin anii 1930 prin Wuster si discipolii sdi. Astazi se neglijeaza multitudinea
de studii care s-au dezvoltat pe parcursul ultimilor 20 de ani a secolului XX
CuU 0 orientare ,,modernd” cu numeroase tendinte noi, sustinutd si dezvoltata
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de lingvistii H.Bejoint si Ph.Thoiron. Noua tendintd sustine fatis o alta
abordare in cercetarile terminologice — descrierea lingvistica a termenilor,
propusa de lingvist -terminologi F.G. Gaudin si C. Fevre-Perner.

1. Cercetarile care se orienteaza la studii descriptiv—lingvistice evita
caracterul (vechi) normativ al terminologiei cognitive, care (strict) impun
termenii—eticheta. Vechea abordare a terminologiei analizeaza termeni,
semne lingvistice in uzaj. E de evidentiat faptul ca terminologia cognitiv —
normativd stabileste termenii dintr-un anumit domeniu drept baza de
investigare a terminologiei discriptiv — lingvistice. Depecker sustine ca,
elementul — pivot al oricdrei terminologii este conceptul, diferentiat de
semnificat, care adaugéd proprietati semantice termenului si care blocheaza
interpretarea exclusiv lingvistica, determinatd doar de exprimare printr-0
anumita limba. Metodele de lucru (in terminologii) ale ambelor orientari (1.
cognitiv — normativa si 2. discrptiv — lingvistica) sunt delimitate si atesta
existenta mai multor terminologii, cuprizand mai multe discipline, supun
termenul mai multor perspective de analiza si sustin idea unei terminologii
dinamice (evitand cea stabild). Rolul lingvisticii in terminologia clasica -
cognitiva mai degraba “a specialistilor pentru specialisti” a fost (si mai este)
secundar si limitat la amenajarea lingvistica a termenilor.

Cercetatorii care promoveaza orientarea noud, discriptiv — lingvistica
in terminologie [Cobapmios U. cTp. 66] au purces la 1) exprimarea termenilor
prin imprumuturi din alte limbi si neologizme si 2) la investigarea originei si
a rolului elementelor formative. Mai tirziu s-a atras atentia la 3) latura
semnificat si la conditiile reale din uzajul din contexte, tipuri de comunicare.
Terminologiile (mai vechi) cognitiv — normative si cele descrptiv. —
lingvistice sunt supuse ,,dezbaterilor deschise”, mentin acelas raport circular
cu filozofia limbajului si lingvistica generala prin metodele si conceptele
oferite spre o posibilitate de analiza a limbilor dintr-un nou punct de vedere
(in dezvoltare).

2. Noua abordare de analiza a termenilor intreprinsd de terminologia
descriptiv — lingvistica sustine relatia (relationship) dintre lexicul comun si
lexicul specializat, care a condus spre o ,.evolutie doctrinard” resimtita la
determinarea dinamismului terminologiei ca rezultat al analizei termenului in
uzaj, texte si contexte bazate pe criterii lingvistice.

Analiza variatiei termenilor in uzaj se face doar pe principii
lingvistice, este sustinutd de numerosi specialisti printre ei fiind Gaudin, care
considesera ca terminologia nu mai e interpretatd ca un ,.esperanto” (ceva
artificial, subl. n.). Ea este sustinutd de afirmatia ,precum ca, ,lingvistica
secolului XX dezvoltd domenii autonome”, apreciaza lexicologia aplicativa.
Analiza unui mare numir de texte dintr-un domeniu, dupd spusele lui
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Condamines se poate efectua cu ajutorul lingvisticii corpusului dirijat cu
mijloace informative pentru reperajul termenilor dupa criterii lingvistice.
Lingvistica corpusului a demonstrat cd aproximativ 40% din dictionarele
moderne contin termeni specializati, unde relatia dintre dictionar si texte a
aparut ca o modalitate de apreciere obiectiva care stabileste: 1) raporturile
dintre stabilitate si variabilitate, 2) mobilitatea denotativa, care in plan
sincronic si diacronic reprezinta efectul variatiei terminologice (a se vedea
dictionarele cu definitii schimbate atunci cand se compara termenii din
sec.XIX si XXI), 3) relatiile semantice in care diferite terminologii satisfac o
conditie ideala pentru eficienta comunicarii specializate — univocitatea
semantica a termenilor. Ea, la randul ei, a semnalat existenta studiilor in cel
putin 2 directii: terminologia lexicalistd, bazatd pe o analiza paradigmatica,
aplicatd cu precadere in sincronie cu un potential de extindere in diacronie si
terminologia textuala (sau discursivd) care dispune de mai multe mijloace de
abordare, si stabilesc mai multe puncte comune ce creeaza interdependenta ce
poate determina gradul densitatii (condensararii) terminologice.

3. In studiul propus gradul de densitate terminologica, reprezinti
gradul de specializare a unui text. Gradul de specializare la randul sau se
identificd de unicitatea semantica, de absenta (sau prezenta) ambiguitatilor
din definitiile dictionarelor si de actualizarea termenilor in texte, face
diferenta dintre densitatea sporitd si cea mica, asa zis, gradul de dezolutie a
conceptelor in discurs.

S-a analizat o categorie (camp terminologic) de articole de export si
import din Sistemul Armonizat al UE indexat XVI ,Machinery and
mechanical appliances; electrical equipment, sound and image recorders and
reproducers, parts thereof”’, care este alcatuit din 24 de subcategorii
(microcampuri terminologice) expus in Partea I al acestui studiu, si al doilea
camp terminologic  “Textiles and textile articles”cu 12 subcategorii,
respectiv. Aici s-a operat cu cel mai simplu instrument de masurare —
frecventa atat la descrierea, formarea structurii termenilor cét si la
determinarea gradului de intensitate a termenilor in contextul ,,Comertului
Exterior”. In primul cAmp terminologic s-au evidentiat termeni monovalenti
si polivalenti, aproximativ 17 si 20. Cercetarea si analiza structurii termenilor
au demonstrat (detaliat) un numar exact de modele la formarea termenilor de
export-import (15:5), care, conform factorilor extralingvistici, au demonstrat
densitatea, mobilitatea si gradul de specializare ale terminologiilor in
contextele investigate. [Xian, Zhang, and Xceaofei Lu, p.294].
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Tabelul 1

Structura termenilor de export si import. Categoria XI-,, Textile si articole din acestea”

1 2 3 4 5
— [<5)
'§ § i, ™ =
— | ® = | £ o o S
X | Sle |Y2 |S = | @
Comerful exterior pe g =i § - o % é |3 .% § §
principalele categorii de S |@2E|5|232|<s2|c=2]| 8 S
Nrde| T .~ X | 5 |=85| 8|28E s=| EE| €
ordin marfuri conform Sistemului | .= 2 S = E 2 to3 82| & ©
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S|E3| ¥ |L |25°| 8| S| =
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hny . = o
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z < <
1 Carpets and other textiles 1) 1 1 5 2
2 Knitted or crocheted fabric 2) 2 5 2
3 IArticles of apparel... 3) 1 6 1
4 Man — made staple fibres 4) 1 6 1
5 \Woven fabrics... 5) 1 6 1
6 Bedlinen ... 6) 1 3 4 4
7 Overcoats ... 7) 6 2 2 8
8 Suits;jackets; 8) 8 1 1 9
9 Floor coverings... 9) 1 1 9 2
10 \Worn clothing... 10) 2 5 2
11 Cotton 1) | 1 6 1
12 \é\;?rol,fme or coarse animal 12) 1 3 2 3 6
[Total 12 | 21 |11 5 1 1 - 39

Subcategoria XI (ce formeaza un microsistem termenologic) cu
cinci modele de formare a termenilor de export si import N; Adj+N;
Adj+Adj+N; Adj+N+prep+Adj++Adj+N; N+conj+N cuprinde:
a).termeni monovalenti- 21 unitati; b) bivalenti- 11; ¢) trivalenti- 5; d)
termeni cu cinci membri constituenti- 1; e) termeni cu sase membri
constituenti- 1. Cel mai inalt grad de productivitate i-I detine subcategoria
nr.8 — ,,Suits, ensembles, jackets, blazers, trouses, bib and overall, breaches
and shorts”; locul doi se atesta la subcategoria nr.7 — ,,Overcoats, (car coats),
capes, cloaks, anoracs, windcheaters (wind-jackets), and similar articles;
printre cele solicitate bunuri se afla articolele din subcategoria nr.12 -
»Wool,fine or coase animal hair, horse hair, yarn and woven fabric”.
Ultimele subcategorii au atestat o productivitate mai mica (4,5,6), probabil la
momentul actual de negocieri unele articole sint mai putin solicitate ( Cum ar
fi;”Carpets and other textiles floor coverings”, ,,Articles of apparel and
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clothing accessories”,”Bedlinen, table linen, toilet linen, and kitchen linen”,
,»Woven fabrics or synthetic filament yarn, etc.””) de agentii economici, dar
cunoasterea traducerilor acestor termeni nu le diminuiazd importanta-
realitatile sint mereu in schimbare.

S-au identificat 5 modele de formare a termenilor, dintre care cel mai
productiv — N (substantiv) inscrie cea mai inalta frecventa -20. Pe locul 11 s-
a plasat modelul Adj + N cu frecventa 13. Locul trei i-l1 detine modelul
Adj + Adj + N cu frecventa 5. Modelele Adj + N + prep + Adj + Adj + N
si modelul N + conj + N atestd o productivitate joasa- 1.

In concluzie putem constata urmatoarele: 1) ambele categorii ( XVI
si XI ) de bunuri ,,Textile,..” si ,,Masini si echipamente,...” cuprind
aproximativ 110 subcategorii de articole, respectiv 70 si 40; b) fiecare bun
are denumirea sa, termenul specific. Prin urmare, s-au cercetat si s-au
clasificat 110 termeni de export si import, monovalenti si polivalenti- doua
micro-sisteme; ¢) s-au identificat mai mul{i parametri pentru modelele de
formare a termenilor, productivitatea fiecarui model, distributia fiecarui
model, densitatea sau gradul de specializare a micro-sistemului terminologic,
care se inscrie ca parte componentd a Sistemului Armonizat de Comert din
UE. S-au constatat 15 modele de formare a termenilor in categoria XVI-
»Masini ...” si doar 5 — in categoria XI- ,, Textile...” d) predomina termenii
polivalenti atit in primul microsistem, cit si in al doilea; e) modelele de
formare a termenilor monovalenti (17+20) si polivalenti (55+22) au aceeasi
structura in contextul economic; i) diferenta dintre termenii monovalenti si
polivalenti nu o alcatueste indicii calitativi doar cei cantitativi; f) indicii
cantitativi a intregului corpus de termeni de export si import constitue 412
unitati, numarul termenilor polivalenti este de doua ori mai mare in
comparatie cu termenii monovalenti (255 : 157), cifrele, care ar fi un indiciu
suplementar la elaborarea curicumului pentru studierea terminologiei
economice; g) doud modele ( mono- si bivalente) de formare a termenilor
atesta cea mai 1nalta frecventa (157 — 126) —un alt indiciu de care e bine sa se
utilizeze la studirea termenologiei economice. O influentd mare asupra
acestor indici cantitativi si calitativi o au, fara indoiald, factorii extralingvisti.
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Xian, Zhang and Xceaofei Lu, A Longitudinal Study of Recepteive
Vocabulary Breadth Knowledge. Growth and Vocabulary Fluency
Development. Applied Linguistics, Vol.35, Glasgow 2014, pp.283-305

Abstract
Frequency level showed a significant effect on the rate of vocabulary
(terminology) knowledge productivity and that of the structure models’
development in lexical micro-system. The specific models will be useful for
the learners’ initial and advanced terminology breadth knowledge of import —
export terms according to EU standard.

Natura lingvistica, filosofica si logico-semantica a comparatiei

Stella HIRBU, lect. Superior,

Academia de Studii Economice a Moldovei

Cuvinte-cheie: comparatie lingvistica; comparatie filosofica; comparatie

logicd; identitatea, asemanarea, diferenta; Structura comparatiei; tertium
comparationis.

In istoria gandirii stiintifice, precum si in stiinta moderna, una dintre
probleme globale este de a studia esenta conceptuala, cum ar fi realitatea
obiectiva, gindirea si limbajul, i mai presus de toate studierea relatiilor intre
ele: interdependenta, interactiunea sau influenta mutuald. Fard indoiala,
fiecare dintre aceste entitdti poate si ar trebui sa fie studiata de stiinta al carui
obiect este. Dar un studiu al relatiei lor prin aplicarea datelor si a metodelor
acestor stiinte, impreund ar trebui sa conduca la rezultate, eventual, mai utile
si mai interesante, astfel cum a confirmat intreaga istorie de dezvoltare a
stiintei.

Una dintre categoriile, care a fost studiata, intr-un sens sau altul,
prin prisma filozofica, logica, si lingvisticd si reprezinta actualmente
obiect de studiu, este comparatia. Aceasta categorie fiind un fenomen
multidimensional provoacd un interes pentru o varietate de domenii
stiintifice. In logica, psihologie si lingvistica are loc o lunga traditie de
analizi a comparatiei in diverse aspecte. In prezent, in lingvistica,
comparatie este abordata, sub trei aspecte: epistemologic, conceptual /
logic si lingvistic. In functie de nivelul de aplicare a acestor aspecte s-
au dezvoltat trei directii de cercetare a acestei categorii, ceea ce
afecteaza determinarea statutului lingvistic al comparatiei (JIepuep K.,
Kymepman B. 1998: 89-96). Cu toate acestea, interesul pentru acest

82



fenomen nu s-a diminuat, ceea ce este, probabil, asociat unui rol
specific al comparatiei in procesul cunoasterii umane a lumii reale:

Categorie lingvistica:
ca o unitate lingvo -
conceptuala,
structural-semanticd,
ca o figura de stil

Categorie
filosofica: cao
reflectare a
realitatii, modul
de cunoasterea

COMPARATIA

Categorie logica: ca
un procedeu logic, ca
o functie de gandire

Schema 1. Abordarea comparatiei prin prisma filosofica, logica si
lingvistica

Ca mijloc plastic, ca figura de stil, comparatie a fost identificata chiar
si in domeniul stiintelor antice indiene si grecesti. Interpretare "Poeticd" a
comparatiei, i a continuat Aristotel, care, din cauza universalitatii a gandirii
sale stiintifice, a mers mai departe si a dat prima descriere a conceptului de
comparatie aplicat la logica, si la activitate cognitiva si intelectuala a omului.

in filozofie si logica comparatia este traditional definitd drept operatie
cognitivd. Prin intermediul unui criteriu fixat — baza comparatiei — se
stabileste asemdnarea sau deosebirea obiectelor pe calea confruntarii
acestora. In aceste conditii, de exemplu, filozoful francez Michel Foucault
completeazd, cd comparatia reprezintd prin sine unul dintre cele mai
universale si mai evidente, dar 1n acelasi timp cel mai ascuns, care urmeaza a
fi descoperit element, care determina forma cunoasterii si garanteaza bogatia
continutului acestuia. Maslova V.A., care trateazd comparatia din punct de
vedere lingvo-culturologic , la fel subliniaza, ca comparatia reprezintd nu
numai un simplu mijloc de cunoastere a lumii, dar un mijloc de confirmare a
rezultatelor acestei cunoasteri in culturd. Formarea imaginii privind
continutul sau manifestarea materiei este direct legatd de actiunea cognitiva
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de comparare, care in opinia lui Sapir reprezintd cea mai veche activitate
intelectuala care a precedat calculul.

O analiza a literaturii stiintifice ne da motive sa afirmam ca istoria
studiului comparatiei se trage din lucrarile ganditorilor indieni antici, care
abordau comparatia de pe pozitie filosoficd, si numai partial ii acordau atentie
aspectului logic al comparatiei. In filologia sanscritd poate fi identificati o
clasificare destul de avansata ,,a figurilor bazate pe asemanare” (Keith 1941:
398-400). Ultimul abordeaza un numar mare de metode de exprimare a
comparatiei. Lucrdri asemanatoare dupa continut pot fi gasite si la filosoful
grec antic Quintilian (Quintilianus 1974: 330-358).

Si totusi se pare ca pentru prima datd comparatia ca metoda de
cunoastere a fost studiatd detaliat de catre Aristotel, care a lansat
presupunerea cd insisi materia nu poate fi cunoscutd, si o imagine despre
aceasta noi o obtinem prin intermediul comparatiei a diverselor obiecte
materiale (Aristotel 1983:1, 7,191a 8-12). Cu ajutorul comparatiei pot fi
identificate caracteristicile cantitative si cele calitative ale obiectelor.
Aristotel afirma ca nimic nu poate fi calificat mare sau mic de la sine, dar
numai 1n cazul in care acesta se confrunta cu altceva, ca de exemplu, muntele
poate sa fie mic iar grauntele mare, deoarece muntele este mic intre munti si
bobul de grau este mai mare decat alte boabe. Astfel, se realizeaza
confruntarea unui obiect cu altul: deoarece daca un lucru va fi mai mare sau
mai mic fata de sine insdsi atunci muntele nu va fi niciodata mic, iar bobul de
grau mare.

Dupa Aristotel, pe parcursul mai multor secole, problema
comparatiilor i-a interesat pe multi dintre filosofi, cu toate ca ceva principial
nou nu a fost emis. Se deosebeau numai caracterul abordarilor operatiilor
logice ale comparatiilor.

Cele mai generale relatii, care mai frecvent pot fi depistate in actele de
cunoastere prin comparatii, se dovedesc a fi identitatea, aseméanarea si
diferenta. O opinie mai concretd asupra problemei relatiilor de identitate si
asemanare apartine Arutiunova N.D., care a definit aceasta categorie de
relatii in asa fel: ,,Asemdnarea — reprezintd relatia dintre diverse obiecte;
identitatea fiind atitudinea obiectului fatd de sine insasi, sau mai precis,
relatia dintre diverse ipostaze ale aceluiasi obiect. Identitatea poate fi stabilita
in urma identificarii, aseménarea — prin actul analogiei. <...> Psihologic prin
analogie se compara ori doud obiecte diferite, ori un obiect si 0 imagine, ori
doud imagini. In cazul identificarii realizatd in contextul vietii, se compara un
obiect cu imaginea acestuia, extrasd din memorie” (ApyTioHoBa 1999: 294).

In viziunea Arutiunova, relatii dintre identitate si aseminare sunt
destul de apropiate, dar in acelasi timp profund diferite. Identitatea exprima
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unitatea §i continuitatea lumii in timp, pe cand aseménarea vorbeste despre
Unitatea si continuitatea lumii in spatiu. Identitatea formeaza imaginea,
aseminarea — conceptul. In aceste conditii identitatea este independenti de
om, si asemanarea depinde de perceperea subiectiva (ApyTionoBa 1999: 294-
295).

In afara de aceasta, Arutiunova. subliniazi, ca identitatea reprezinta un
adevar suficient; asemdnarea 1n general nu se preteazd unei estimari

asemanarilor sunt nelimitate si sunt determinate de specificul variabil al
perceptiei realitatii de catre diversi subiecti, precum si de infinitatea
caracteristicilor obiectelor percepute (ApytionoBa 1999: 295).

In structura unui act elementar al comparatiei de reguld sunt
evidentiate urmatoarele elemente: 1) obiectul supus comparatiei, termenul
comparativ determinant sau comparandum; 2) obiectul cu care se compara
primul obiect, termenul in comparatie sau comparatum; 3) continutul
comparatiei - tertium comparationis — caracteristicd dupad care se compara
obiectele; si 4) concluziile ce reies din comparatie.

Barton, care a descris detaliat fiecare element din structura
comparatiei, a atras atentia asupra faptului ca concluzia din comparatie, in
afard de identitate si deosebire, contine o expresie a dimensiunii relativa sau
grad de intensitate, a unei proprietdti a obiectului, supus comparatiei.
Obiectul, cu care se compara in relatia datd in nici un caz nu poate sa exprime
dimensiunea proprietatii proprii. (bapton 1978).

In actele de comparare, obiectul care intruchipeazi baza comparatiei,
poartd denumirea conventionald de model, iar obiectul comparat cu modelul
— prototip.

Obiectul care reprezinta modelul, din punct de vedere gnoseologic,
poate si joace acest rol datoritd faptului ca acesta reprezinta prin sine deja un
stereotip fixat In constiinta purtatorilor de limba sau un obiect deja relativ
cunoscut, In ultimad instantd in domeniul proprietatii In baza careia se
realizeazd comparatia. La randul sau prototipul este obiectul studiat, motiv
din care noi percepem sau cunoastem proprietatile lui prin relatiile cu alt
obiect.

Aceste imprejurari au fost observate de catre Potebnea. ,,Cunoasterea —
scria el — este concordarea celui ce-l cunoastem (B) cu cel deja cunoscut (A),
compararea lui B cu A cu ajutorul proprietdtii valabile si pentru unul si
pentru celalalt, preluata din A ... ” (ITore6us 1905: 137).

Reiesind din aceasta, prototipul si modelul se conditioneaza reciproc,
fiind elemente indispensabile ale relatiei de comparare. In acelasi timp
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acestea reprezinta prin sine doud poluri care se exclud reciproc. Un obiect
poate sa intre in rolul de prototip In baza la aceea ca alt obiect 1i este
contrapus pe pozitie de model. Orice obiect in aceeasi relatie comparativa nu
poate fi in acelasi timp si model si prototip. Ca momente ale relatiei modelul
si prototipul se presupun dar §i se exclud reciproc unul pe altul.

Indeplineste un anumit obiect rolul de model sau de prototip, se
determind in exclusivitate prin locul, pe care acesta il detine in relatia de
comparare eclementard respectiva, adicd serveste drept obiect a carui
proprictate se exprima, sau este obiectul in raport cu care se exprima
proprietatea altui obiect.

Acea proprietatea (sau set de proprietati), datorita careia douad obiecte
diferite pot forma o relatie de comparare, adica datoritd carei acestea devin
comparabile, poarta denumirea de baza de comparare (tertium compationis).
In opinia lui Barton, trebuie si deosebim doui sensuri a tertium compationis.
in primul rand acest termen Inseamna ,,sensul tert” in componenta caruia
intra alte doud intelesuri, iar in al doilea rand, el semnifici dimensiunea
obiectelor comparate. In ambele cazuri tertium compationis va avea functia
de baza a comparatiei, care cuprinde In dimensiunea sa ambele obiecte, sau
calitatile valabile pentru ambele. (bapton 1978: 54). O calitate specificd a
unui obiect comparat nu poate sd serveascd drept baza pentru comparare,
deoarece relatia dintre acestea (deosebirile exterioare) In acest caz devin non
sens.

Concluzii

Atunci cand se iau in considerare toate cele trei aspecte ale comparatiei
(epistemologic, conceptual si lingvistic), ea este interpretata in sens larg ca o
categorie filosofica a cunoasterii, ,,categoria a categoriilor”, deoarece limba
este tesuta din rezultatele compararii, dar faptul de numire a obiectului,
identitate si caracteristicile taxonomice a acestuia reprezintd stabilirea
asemanarii sale cu alte obiecte. Prin comparare are loc procesului de
ierarhizare sau clasificare a cunostintelor noastre despre lume, formarea
legdturilor sistemice ale elementelor din realitatea obiectiva in constiinta
noastra, precum si lumea launtrica a omului.

In sens mai ingust, comparatia este definiti ca o unitate ,lingvo-
conceptuala” sau ,lingvo-cognitivd”, deci ca ,forme speciale cu statut
cognitiv”’ (Bapmasckast 2008:25). Studiul privind aspectul formal al unitatii
lingvistice cu semantica comparativa se efectueaza In comuniune cu aspectul
de continut al unitatilor lingvistice respective. In aceste conditii poate fi
constatatd o legéturd cu formele logice de cunoastere, prin care se determina
caracterul si natura conceptuala a categoriei de comparatie, deoarece ea se
bazeaza pe notiunea de asemanare si deosebire fata de obiectele comparate.
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Abstract
The present study proposes to investigate the philosophic, linguistic
and logical-semantic nature of comparison. It reflects a synthesis of views
concerning this category and represents a result of its contemporary linguistic
research.

Franz Kafka: Drama ”Vinovatului fiari vini”

Diana VRABIE, conf. univ. dr.
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Cuvinte-cheie: vinovat fara vind, complex oedipian, ontologie,
angoasd, nimicnicie existentiala

Personalitatea lui Franz Kafka, evreul vorbitor de germana,
»azilantul” culturii pragheze, frapeaza prin natura ei dihotomica, Insingurata,
paradoxala. Viitorul autor al Procesului isi relevad plenar esenta sa
contradictorie in scriitura intima, unde isi denunta tripla imposibilitate
lingvistica: imposibilitatea de a scrie in germana, imposibilitatea de a scrie
altfel decit in germand, imposibilitatea de a nu scrie. Sclav benevol al
literaturii, Kafka si-a consumat destinul intr-o celebra insingurare, alimentata,
in mare parte, de felul sau inedit de-a fi, dar si de complexele unei copilarii
frustrante. Pe de o parte, scriitorul este perceput de apropiatii sai ca un tip
dezinvolt, inteligent, sarmant, cu simtul umorului, sociabil, bucurindu-se de
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atentia femeilor. De cealalta parte, scrisorile, jurnalul si chiar opera sa de
fictiune dezviluie o fobie inexplicabild si angoasantd fatd de oameni, o teama
constanta ca acestia l-ar putea respinge, condamnindu-| la solitudine, pentru
ceea ce el considera uritenia sa fizicd si spirituald, o vina ontologica
devastatoare, sustinutd de relatia dificila cu tatal sau. Mai mult, Kafka le
insufla oamenilor din jurul sdu debilitatea sa fizica, cersindu-si, astfel,
condamnarea la 0 izolare expansiva. Astfel, in momentul cind urmeaza sa se
casatoreasca cu Felice Bauer, scriitorul 1i formuleaza o cerere in casatorie
destul de bizara, avind in vedere faptul cd tinde mai degraba sa o determine
sd renunte decit sa accepte: ,,Vei pierde Berlinul, biroul care iti place atit de
mult, prietenele, micile placeri, perspectiva maritisului cu un barbat sanétos,
fericit si cumsecade, cu care sa ai copii frumosi si sanitosi [...] In locul
acestor inestimabile sacrificii vei cistiga un om bolnav, slab, nesociabil,
taciturn, posac, rigid si aproape fara speranta, a carui singura virtute consta in
faptul ca te iubeste.” Constatim, ca autorul Castelului este marcat de un
»refuz provenit dintr-un soi de autointerdictie monahala, o ascezd cvasi-
religioasd, ofrandd pe altarul scrisului, cit §i dintr-o extrema tensiune
resimtita intre senzualitatea concretd si cea purificatd in mit”.

Prozator vizionar, detinatorul unui stil inconfundabil, al unei inedite
recuzite epice, Franz Kafka si-a axat creatia pe o singurd problema: conditia
tragicd a individului Intr-o lume tiranica, guvernata de arbitrar si aservitd in
totalitate absurdului. Astfel se explicd si esenta personajelor sale, care nu
intruchipeaza, in mod obisnuit, entitdti umane, ci sint reprezentari atipice,
esente metaforizate ale unor concepte filosofice, convertind ideea de
predestinare a omului la esec si zadarnicie. In acest sens, mai toti
protagonistii scrierilor kafkiene pun in lumind un complex de motive
relevante in planul intelegerii opticii auctoriale.

Lumea kafkiana este tripartita, dupa ierarhia propusa chiar de autor:
lumea sclavilor - revoltati, supusi legilor care fuseserd inventate numai
pentru ei, apoi lumea miniei, a tatalui - Demiurg rdau, care emite porunci si
legi ce se vor respectate doar de ceilalti, si lumea celor fericiti, pentru care nu
exista legi sau, daca existd, ele nu sint niste limite, putind fi evitate. Prezenta
tatdlui este strivitoare, limitind relatiile fiului cu ceilalti. Asa se explica faptul
cd imaginea tatélui 1n scriitura lui Kafka apare in tandem cu cea a casatoriei.
,Imaginea tatdlui si cea a casatoriei 1si {in necurmat balanta cu indirjire si
intr-un echilibru de o fragilitate extraordinara, echilibru, care, pentru a putea

'Kafka, Franz, Corespondenta (I), trad. de Radu Gabriel Parvu, Bucuresti, RAO,
2005, p. 25.
2 Sahighian, Alexandru, Prefatd, in Pagini de jurnal §i corespondentd, Bucuresti,
Univers, 1984, p. 19.
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fi pastrat, ii consuma toate energiile”.’® Aceastd ipotezi este intiriti si de
faptul ca celebra scrisoare destinatd tatalui sdu este conceputd la 36 de ani,
dintr-un motiv foarte precis: dupa esuarea logodnei cu Felice (in 1917) si cu
un an Tnainte de a o cunoaste pe Milena (in 1920), Kafka se logodeste cu
Julie Wohryzek, pe care o cunoaste la Liboch. Si aceastd logodna sfirgeste
lamentabil, inclusiv din cauza dezacordului violent manifestat de Hermann
Kafka: ,Insa, fiind noi ceea ce suntem, cisitoria este pentru mine exclusa,
prin faptul tocmai cé ea este de domeniul tdu personal. Uneori Imi Inchipui
harta lumii desfacuta in fata mea si pe tine lungit de-a curmezisul ei. Si atunci
ma simt ca i cum pentru viata mea nu m-as mai putea gindi la regiunile pe
care tu nu le acoperi sau peste care tu nu te-ai putea intinde”.* in mod cert,
esecul in privinta intemeierii unei familii este de sorginte mult mai complexa
la Kafka.

Un alt punct de vedere al relatiei fatd-fiu in cazul lui Kafka consta in
paradoxul vinovatiei fara vind, care va insoti intreaga sa creatie ca un refern.
Kafka insistd destul de ciudat asupra unei nevinovatii initiale. Cu toate
acestea, culpa comuna a celor doi este stridentd si logica, simultan: tatdl este
un excelent persecutor, iar fiul, un persecutat fidel. Chiar daca intr-un sens
negativ, ei formeaza ,,un cuplu perfect sudat, o pereche opozitionald (de la
antinomia fizicd, scheletic/corpolent, la cea psihicd, nimicnicia fiului
/autosuficienta tatalui). De altfel, Kafka, va relua contrapunctic, in scrisoare,
motivul anihildrii sale concrete de catre tatal ,,urias”. Aceastd ,,uriesenie”
paterni completeazd fragilitatea fiului pind la nimicire.” Toate aceste
consecinte rezultd din tema axa a creatiei kafkiene, vina de a exista, ,,care e
vina oricarui ins facind parte din lumea moderna, indiferent pe ce pozitii se
situeazd fatd de modernitate. Un merit recunoscut al lui Kafka este tocmai
faptul ca nu isi permite sd exprime nici un fel de supozitii cu privire la ce
anume a cauzat aceasta vind, o vina care, tocmai din acest motiv, poate fi
inscrisa in categoria tragicului”.®

Comentind opozifia dintre tata-fiu, Iulian Baicus aplica teoria lui
Swift referitoare la familie ca formd a unui complex animalic, ceea ce ar
explica duritatea acida a acestei relatii: ,,Pornind de la ipoteza lui Jonathan
Swift ca dragostea parinteasca este animalicd, instinctuala si luind in calcul si
premisele psihanalizei lui Feud, Kafka ajunge sa analizeze relatiile dintre fii

® Sahighian, Alexandru, op. cit., p. 16.
4 Kafka, Franz, Scrisoare citre tatd, in Pagini de jurnal §i corespondentd, ed. cit., p.
283.
> Cesereanu, Ruxandra, Kafka, fiul, in ,,Familia”, 1997, nr. 7-8, p. 136.
® Mironescu, Doris, Kafka si Blecher: corvoada mdrtrisirii, in ,,Timpul”, 2005, nr.
11, p, 15.
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si parinti in termenii unei patologii sociale, oferd o deconstructie lucida a
acestei legaturi, si explicd foarte exact toate nuantele sufletesti, toate
sentimentele negative inchise in aceastd subterani a familiei moderne™.’
Explicarea complexului oedipian prin mecanismele animalice pare fortata,
dacad avem in vedere faptul ca naratorul se vede pe sine deopotriva vinovat in
aceasta relatie ratata: ,,...cu tine nu am stat niciodatd de vorba deschis, la
templul n-am venit niciodata sa stau linga tine, nici la bai, la Franzesbad, nu
ti-am facut niciodata vreo vizitd, si n-am avut in nici vreun alt fel sentimentul
vietii de familie...”®. Mult mai plauzibild in acest sens ni Se pare interpretarea
pitoreasca a lui Gilles Deleuze, unul dintre cei mai influenti $i mai comentati
filosofi postbelici, si Félix Guattari, in eseul Un Oedip prea mare: ,Kafka
trece de la un Oedip clasic de tip nevroza, in care tatdl preaiubit este urit,
acuzat, declarat vinovat, la un Oedip mult mai pervers, care basculeaza spre
ipoteza unei nevinovatii a tatélui, a unei ,,nefericiri” comune atit tatalui, cit si
fiului, aceasta insa pentru a face posibila o acuzatie ridicata la puterea n, un
repros cu atit mai puternic cu cit devine cu neputintd de atribuit si infinit
(asemenea ,tergiversarii” din Procesul), printr-o serie de interpretari
paranoice”.’ Kafka are constiinta perfecti a acestui lucru, oferind, in
imaginatie, cuvintul tatdlui sau, care ar spune: ,,vrei s demonstrezi, in primul
rind, ca esti nevinovat, in al doilea rind, ca eu sint vinovat si, in al treilea
rind, ca tu, din purd marinimie, esti gata nu numai s ma ierti, ci i — Ceea ce e
si ceva mai mult, si ceva mai putin decit atit — sa dovedesti —si chiar sa vrei sa
si crezi tu insuti asta — cd si eu — oricum, Impotriva adevarului — sint
nevinovat”.'® Aceastd alunecare imprevizibild este calificati de autorii
francezi drept perversa, intrucit se extrage din presupusa nevinovitie a tatdlui
- ,,0 acuzatie mult mai grava, avind in chip evident, un scop, un efect si un
procedeu”."’ Solutia acestor interpretiri ar trebui cautati in delimitarea
punctuald intre ,kafkianismul” existential (inhibitii, complexe) de cel literar
(constructia-parabola, vinovatul fara vina, autoritarismul sufocant, angoasa
provenita din nimicnicie), chiar daca primul il genereazi pe al doilea”."?

De la antici la Shakespeare, inaintind spre modernitate, asa-zisul
»complex oedipian” a reasezat intr-o viziune noud insusi conceptul de tragic.

! Biicus, lIulian, Esenta infricositoare a Ilui Franz Kafka, Bucuresti, Editura
Universitatii, 2006, p. 18.

8 Scrisoare citre tatd, ed. cit., p. 236.

® Deleuze, Gilles, Guattari, Félix Guattari, Un Oedip prea mare, in ,,Kafka. Pentru o
literatura minora”, trad. de Bogdan Ghiu, Bucuresti, ART, 2007, p. 16.

10 Scrisoare catre tatd, ed. cit., p. 239.

1 Deleuze, Gilles, Guattari, Félix Guattari, op. cit., p. 16.

12 Cesereanu, Ruxandra, Kafka, fiul, in ,,Familia”, 1997, nr. 7-8, p.135.
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Astazi ,,oricine vrea sd inteleagd ceva despre tragedie se intoarce la Oedip al
lui Sofocle ca la eroul care a suferit pedeapsa (si autopedeapsa) cea mai
cumplita din cite au existat vreodatd”, observa justificat [leana Malancioiu, in
studiul Vina tragica.” Dincolo de speculatiile psihanalistilor, daci Oedip se
dovedeste un vinovat in virtutea legii destinului si in ignoranta inocentei,
fiind un erou tragic nu pentru suferinta justificata, ci pentru cea ,,nejustificata,
asumata pentru a reface echilibrul lumii clatinat prin patricid si incest”,'* vina
lui Hamlet deriva din menirea sa de a fi un pring al gindirii umaniste, creat in
vederea unei anume misiuni §i totodatd impotriva ei. De aici, Indoiala tragica
in care va plonja, scindata intre chinul gindului si al faptei, si care 1l va
determina sd-si construiasca propriul univers, dupa legea chinului sau.
Hamlet se sustrage vinei, fiind constient cd rdzbunarea reprezintd o fapta
incriminatorie careia nu-i va putea supravietui, dar si-o va insusi practic, in
clipa cind revolta sa impotriva propriei morti va atinge forma limita.

Galeria ,,vinovatilor fara de vind”, ,inauguratd de antici”, este
completatd de unele personajele dostoievskiene. Dmitri Karamazov este
condamnat pentru o crima pe care n-a savirsit-o, dar pe care ar fi putut-o
savarsi. Raskolnikov ramine un criminal inocent, tocmai pentru ca el nu-si
vede fapta in adevarata sa oribilitate. Alt caz e Miskin, care nu pare mécinat,
asemenea lui Hamlet, de chinul de a-si fi insusit in mod nedorit o vina. Cazul
sdu este unul patologic, intrucit el se simte vinovat de tot ce se intimpla in
univers, fara discernamint, fara ratiune, impunind acest punct de vedere si
celor din jurul sdu, care sfirsesc in a-1 condamna de toate si de tot. Miskin
este un vinovat fara vind, asa cum demonstreaza Ion lanosi in cartea sa
Dostoievski — tragedia subteranei, deoarece, amalgameaza binele si raul,
nobilii si ticdlosii, sfirsind prin a-i iubi pe cei din urma, ceea ce aproape
echivaleaza cu o condamnare a celor napastuiti.

Dintr-un alt unghi, Kafka abordeazd vinovatii tragici, vizind
culpabilitatea ontologica. Vina se dovedeste mai presus de orice indoiald in
Colonia penitenciard. Parabola coloniei penitenciare sugereaza mecanismul
insusi al sanctiunii in conditia tragica in care vina e confundata cu incalcarea
unei porunci inumane. ,,Necesitatea de ispasire a acestei vine-fara-indoala si
aparatul mecanic cu care se sdvarseste executia in-toate-sensurile-exemplara
sunt elemente determinante ale tragediei tuturor timpurilor. Ele fac ca
tragedia si fie mereu aceeasi si in acelasi timp mereu alta”.'® Dacd omul ,,este

3 Milancioiu, Ileana, Vina tragica. Tragicii vechi. Shakespeare. Dostoievski.
Kafka, Bucuresti, Editura Cartea Romaneasca, 1978, p. 9.

“Ibidem, p. 17.

> Malancioiu, Ileana, op. cit., p. 79.
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insa vinovat prin insusi faptul de a exista, nu este oare anulatd libertatea si
raspunderea sa? Nu este oare posibild o interpretare care sa nu porneascd de
la problema culpabilitati sau non-culpabilitatii procuristului? Ci exclusiv de
la ideeca de justificare a existentei omenesti?”'® Spre deosebire de toti
vinovatii fara vind de pind la el, eroul kafkian lasd impresia ca in cazul sau
vina se identifica realmente cu existenta sa. Piesa a monstruoasei masini, care
amestecd, ca intr-un malaxor, victimele cu vinovatii, fiinta umana se face
vinovatd prin incapacitatea sa de a discerne gradul de vinovatie a fiecaruia.
Mai mult, intr-0 societate care frizeaza moralitatea, viata launtrica si existenta
exterioard dobindesc ritmuri cronologice divergente. Exigentele profesiunii il
confiscad pe om total si atrag dupa sine sacrificarea intimitatii si familiei,
inoculindu-i vina. Omul se face vinovat de faptul ca permite ca viata sa-i fie
sacrificata, vidata de sensuri adinci. insési drama lui Kafka este, in acest sens,
o marturie elocventd. Ca sa se dedice scrisului in sens de arta, a renuntat
practic la tot.

Ileana Malancioiu considerd ca ,,vina nu poate fi asumatd in mod
tragic altfel decit, plecind de la disperarea autentica pe care i-o provoaca prin
sine insdsi celui vinovat™.!” Fiindca, disperarea, asa cu afirmi Kierkegaard,
,»hu este numai cel mai rau dintre rele, ci Insdsi pierzarea”, dar ,.ea reprezinta
in acelasi timp si verticalitatea umana, sublimul fara de care nu poate fi vorba
de o adevarata spiritualitate”.

Procesul reprezinta cartea genezei si constituirii sentimentului de
culpabilitate al procuristului Joseph K. Vreme indelungata acesta a trait fara
sd aibd constiinta Incdlcarii legii sacre a armoniei vietii sale. Functionar
perseverent si abil, cu o conduita ireprosabila, dupa toate aparentele, el nu are
o existentd nimbata de vreo afectiune reald. O existentd mediocra, intretinuta
doar din succese exterioare. Toate acestea converg spre ideea ca el nu este,
cum observi Radu Enescu, dans le vrai. Intr-o zi, are revelatia propriei
vinovatii, fara a putea identifica sursa acesteia. Sentimentul vinovatiei sale se
naste in nevinovatie, pe fondul unei fericiri ignorante. E nevoie de un
complex proces, menirea caruia este sd confirme vinovatia sa, adica statutul
de vinovat cu vina. Wilhelm Emrich, in studiul sdu, Franz Kafka, il calificd
pe Joseph K., ,un vinovat metafizic, existential, ca si condamnatii din
Colonia penitenciard, unde procedura barbard a executiei capitale este astfel
motivata: delincventul trebuie s se identifice cu vina sa. El insusi este vina.
Vina si existenta sint identice”.'® Totodatd, Joseph K. este vinovat pentru ci

16 Enescu, Radu, Franz Kafka, Oradea, AION, 2007, p. 83.

1 Malancioiu, Ileana, op. cit., p. 117.

18 Cf. Emrich, Wilhelm, Franz Kafka, Athendum Verlag, Frankfurt am Main, 1960.
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nu si-a gasit acel ceva prin care sa-si justifice existenta. ,,Frica de realitate 1-a
impiedicat sa ducd o viata justd. Dipd morala burgheza curenta este inocent.
Nu se poate spune mare lucru, sau aproape nimic, impotriva lui. Dar el este
totusi diabolic in deplina sa nevinovdtie. Vina sa este semiconstientd, dar
totusi chinuitoare. In orice caz este general-umani. Propria constiinti a
procuristului isi intenteaza sie insdsi acest proces cu consecinte fatale”.™®
Procesul are menirea de a-1 recupera pe Joseph K. intru umanitate, céci
trairea de la inceputul procesului este doar vietuire comund, anonima, ce
pastreazd aparenta vietii. Fortind nota, am putea deduce din transgresarea
personajului a spatiului inocentei (camera drei Burstner) o tentativa de viol,
care i-ar inocula o vina neindoielnica.

Joseph K., asemenea regelui Hamlet, care tergiverseaza sentinta, isi
amind ,procesul” in speranta gasirii unei marturii salvatoare, care se
dovedeste de negasit 1n tinutul morbid unde e silit sa traiasca. Astfel, eroul se
va infatiga in fata tribunalului ca vinovat nu numai in raport cu societatea, ci
cu el insusi. El va cauta sprijinul in omul simplu din popor: ,,Si acum,
domnilor, care este sensul acestei masive organizatii? De a-i aresta pe
nevinovati, de a le intenta procese fard motiv si in majoritatea cazulor, de
asemenea — ca si in cazul meu — fara rezultat?” Micii functionari ai acestei
organizatii infernale nici nu sunt in fond culpabili. Vinovat este sistemul,
functionarii superiori. Procesul lui Joseph K. ajunge la apogeu cind il
apostrofeazi pe preot in catedrali: ,Minciuna a devenit ordine universala”. In
Mitul lui Sisif, Camus spune ca Procesul este diagnosticul pus de Kafka
epocii sale, iar Castelul reprezintd tratamentul prescris, desi ambele se
dovedesc doar partial eficiente. Radu Enescu defineste vina lui Joseph K.
drept o vind secretd care 1l invadeaza chiar Tnainte de a fi condamnat. Prin
urmare, nu mai este vorba despre o porunci exterioard incilcatd (fn colonia
penitenciard), ci despre vina tragica de incalcare a propriei exigente morale,
imposibil de formulat exact in contextul crizei si ca atare imposibil de
respectat”?® Dar asa cum nu te poti considera vinovat fati de o lege
necunoscutd, inoculindu-ti o vind iluzorie, prin raportare la propriile exigente,
Joseph K., se dovedeste, finalmente, si el, un vinovat fara vind. Si daca
cautdm cu tot dinadinsul sd-i imputdm vreo vind, ar fi tocmai aceastd
disperare autenticd, la care ajunge datoritd responsabilitatii exacerbate,
asumate prin intermediul vinei, ipotezd cu care autoarea studiului Vina
tragicd, este doar partial de acord: ,In realitate insd, procuristul nu este
vinovat fiindcd dispera, ci, dimpotriva, disperd pentru o vind asumatad in

9 Enescu, Radu, op.cit., p. 73.
% Enescu, Radu, op.cit., p. 98.
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nevinovatia ignorantei. El incepe si intuiasca aceasta vina, dar nu o percepe
Ca atare §i prin urmare nu poate sd si-o insuseasca in mod tragic si sd se
impace astfel cu legea incalcatd.”* Exterminarea sa fizici este o consecinti a
atitudinii sale ambigue. ,,El sfirgeste tragic pentru ca s-a razvratit cu mijloace
insuficiente. Deci, Joseph K. este vinovat, dar si victima”.*?

Transgresind hotarele din lumea fictionala in cea reald, Kafka Tnsusi
pare a fi macinat de complexul vinovatului fard vina. Refuzind, ca individ,
integrarea intr-0 societate, care i-ar fi putut oferi iluzia unei vieti armonioase,
iar ca artist, negasind o solutie estetica ideald intr-o epocd de criza, se
prezinta lumii ca un om deformat, fard sugestia redobindirii armoniei ratate.
Nu era suficient pentru Kafka sa inteleaga la nivel teoretic ca ordinea vremii
sale este inumana, spre a putea scrie Procesul si Castelul, era nevoie ,,sa-si
asume el insusi vina reala — dar generalizata si, ca atare, greu de determinat
concret, a omului comun al vremii sale — spre a-i putea intelege tragica
pedeapsa de a duce o viata fara sens si dureroasa nevoie de a gasi o dovada
salvatoare”.”® La fel ca si Joseph K. care opteazi pentru umanitate si
cunoastere, esuind finalmente, Kafka va trai drama insului care a incercat sa
se justifice omeneste fard o conexiune adecvatd a realitatii, fara mijloacele
necesare de a o transforma. Asemenea lui Joseph K., Kafka va lupta toatd
viata sd-si descopere propria culpabiliate si, prin ea, o cale de absolvire. Atit
Kafka, cit si Joseph K. isi insusesc, de fapt, in mod tragic propria conditie
invaluitd in mister, determinatd aparent printr-o cauzalitate magica. Toate
personajele kafkiene, niste nemintuiti Tn esentd, vor deveni vinovatii fara
vind, facind cariera in proza moderna.

Viziunea kafkiana asupra destinului uman, acribitia generalizarii si a
demonstratiei dezvaluie ,,un caz”, o drama personala, formele propriului
relief launtric proiectindu-se in structuri epice de o rezonanta neordinara. tot
ce surprinde Kafka in opera-i nu echivaleaza cu exteriorul, ci relationeaza cu
propriile angoase, fobii, complexe, pe care le reproduce intr-un discurs,
organizat in conformitate cu contururile tenebroase ale fiintei. In
profunzimile operei sale, vibreaza complexul oedipian, sub incidenta céruia a
trait mereu omul Kafka si din care scriitorul si-a extras, fara indoiala,
fantasmele.
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Abstract

In literatura universald galeria ,,vinovatilor fard vind” constituie un capitol
aparte, fiind original valorificata de scriitori veniti din diverse spatii culturale,
apartinind diferitelor epoci. Sofocle, Shakespeare, Dostoievski vor ilustra in
mod diferit aceasti vind asumatd in lipsa unei vinovatii propriu-zise. In
prezentul articol cercetam acceptiile (ne)vinovatiei la Franz Kafka, vizind atit
literatura sa de marturisire, cit si cea fictionald. Autorul praghez abordeaza
culpabilitatea ontologica, in virtutea unui complex oedipian. Vina de a exista,
nevinovatia initiala, vinovatia metafizica, nevinovatia ignorantei, vina lipsei
de vina constituie doar citeva acceptii prin care ,,filtram” creatia lui Kafka.

HanuoHanbHbIE OTIHYMSA PE€YEBLIX ITHKETOB B Pa3HbIX CTPaHax

Kouncrantun "/KOCAH, cmapwuii npenodasamens
Puoionuykuii punuan HT'Y um. T.1. [llesuenxo (2. Poibnuya)

KiwueBble cjioBa:  peueBOW  JTHKET,  HAIMOHAIbHAS  KyJbTypa,
HaI[MOHAJIbHAS crieluduKa.

PeueBoif »>THMKET - BaXHBIM DJIIEMEHT BCSIKOM HAIMOHAJILHOM
KynbTypbl. B  s3bIKe, peueBOM TMOBEACHWM, YCTOWYHMBBIX (opMyrIax
(crepeoTunax) OOIICHWS  OTJIOXKWICA  OOraThli  HAPOJHBIA  OIBIT,
HETIOBTOPHMOCTh 00bIYaeB, 00pa3a KU3HH, YCIOBUHA ObITa Ka)JIOr0 HapoJa.
A 310 OeckoHeyHO LEeHHO. [lo3TOMy HECKOJIBKO CIOB O HAalMOHAJILHON
cneur(uke peueBoro STUKETA.

3arisiHeM B CBOM COOCTBEHHBIC OOraTCTBa, Aa U K coceAsM Toxe. M.
OpeHOypr OCTaBWJI TaKOE€ WHTEPECHOE CBHICTEIBCTBO: ‘‘EBpOmIEHIIHI,
3II0pOBAsCh, MPOTATHUBAIOT PYKY, & KHTaEl, SAMOHEI WIN WHAWEI BEIHYXICH
MOKaTh KOHEYHOCTh UY)XOro 4dejoBeka. Ecmm Obl mpuesxuii  coBam
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naprkaHaM MM MOCKBHYaM OOCYIO HOTY, BPSA JIU 3TO BBI3BAJIO ObI BOCTOPT.
JKutens BeHbl TOBOPUT “Lienyr0 pyKy’, HE 3aAyMBIBAsCh Haj CMBICIOM
CBOHX CJIOB, a XKUTENb Bapiasel, KOT/1a ero 3HAKOMST C 1aMO, MaIlllMHAIHHO
Henyer el pyky. AHINIMYaHWH, BO3MYIUIEHHBIH MPOAETKAMH CBOETO
KOHKYpeHTa, muuieT emy: “Jloporoil c3p, Bl MOIIEHHHK’, 0e3 “mopororo
copa” OH He MOXET HayaTh MHCHMO. XPHUCTHAHE, BXO/S B IEPKOBB, KOCTEN
WIH KUPXy, CHUMAalOT TOJIOBHBIE YOOpHI, a €Bped, BXOAS B CHHArOTY,
MOKPBIBAET ToOJIOBY. B KaTonMueckux cTpaHax >KEHIIMHBI HE JIOJIKHBI
BXOJIUTh B XpaM C HETIOKPHITOH TOJIOBOM.

B Eppormie mBeT Tpaypa uepHbid, B Kurae - Oensrif. Korma xuraen
BUJUT BIIEpPBBIC, KAk €BpOIEEl] WM aMepuKaHell HAET NOoJ pyKy ¢
JKEHIIMHOM, MOpoil naxe ee LelyeT, 3TO KaXeTcsd eMy 4Ype3BblYaiiHO
OeccThinHBIM. B SITOHMM HENb3s1 BOWTH B IOM, HE CHAB O0YBH; B pECTOpaHax
Ha 1OJdy CHIOAT MYXYUHBI B eBpOHeﬁCKHX KOCTIOMax M B Hockax. B
MEKUHCKOM TOCTHHHMIIC MeOesb Oblia EBPOICHCKOW, HO BXOJ B KOMHATY
TPAIUIIMOHHO KUTANCKUM - IIUPMa HE ITO3BOJISIIa BOUTH MPSIMO; STO CBSI3aHO
C MIPeNICTaBICHNEM, YTO YePT WAET HAMPSIMHK; a MO HAIIUM MPEICTaBICHUSM
4epT XUTep, U eMy HUYEro He CTOUT 00OUTH Jr00yIo meperopoaky. Ecmm k
€BpONEHIy IPUXOAUT FOCTh U BOCXMILNAETCS KapTUHOW Ha CTEHE, Ba30M Win
Ipyroii Oe3menymKod, TO XO3iWH JaoBoJieH. Ecim eBporeer; HadyWHaeT
BOCTOPraThCs BEUIMLECH B IOME KUTalla, XO35IMH €My AapUT 3TOT MPEAMET —
TOTO TpeOyeT BEXKIMBOCTD.

Math MeHS y4dwia, 4TO B TOCTSIX HEJNb3sS HUYETO OCTaBJIATH Ha
tapenke. B Kutae k yarike cyxoro puca, KOTOpYyO IOJIAIOT B KOHIIE 00ena,
HUKTO HE [PUTPAruBacTcss - HYKHO I[I0Ka3aTb, YTO Tbhl CHIT. Mup
MHOT000pa3eH, ¥ He CTOWT JIOMATh TOJOBY HAaJ TeM WJIH WHBIM OObIYaeM:
€CJI eCTh 4yXXHe MOHACTBIPH, TO, CJIEOBATEIHHO, €CTh M UYXKHE YCTaBHI’
(. Dpenodypr. JIroau, rojpl, )KU3Hb).

HaunmonanpHast crienuduka pedeBOro 3THKETa B KaXJIOW CTpaHe
Ype3BBIYANHO SpPKa, NMOTOMY YTO HAa HEMOBTOPHMEIE OCOOCHHOCTH S3bIKA
3/1eCh, KaK BUJIMM, HAKJIQJIbIBAIOTCSI OCOOCHHOCTH OOPSIIOB, IPUBBIUEK, BCETO
MIPUHATOTO W HENPUHITOTO B MOBEJICHUH, Pa3pelIeHHOT0 U 3allpeleHHOTo B
couuansHOM 3THKeTe. [lopoii caMbiM HEOXKHAAHHBIM 00pPa30M MPOSBISIOTCS
HaIlMOHAJIBHO-KYJIBTYpPHbIE OCOOEHHOCTH PEUEBOIO IMOBEACHHUS TOBOPALIMX.
Commemcsi Ha OTpPHIBOK M3 KHuTH ouepkoB K. Yameka, B KOTOpOM OH
OTMCHIBAET BCTpEUy M 0OMEH MPUBETCTBUSAMH ABYX YEXOB: ‘- 31pachbTe, KaKk
noxkusaete? - Jla ckBepHo, He axTu Kak! - 1 He roBopure! A B ueM aeno? -
-3, 3HaeTe, CKOJILKO 3a00T! ....
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- Hy, BBI-TO 4TO MOXeTe ckazaTh o 3a00Tax? MHe Obl Bamu 3a00Tb!!
- Hy, nmoporoii, OpITh OBl BaM B MOEH IIKype, Torma OBl BaM He
MO3A0POBUIIOCH! .... A y Bac Kak jena?

- Jla, 3HaeTe, HeBaXKHO!

- A Kax 310poBbe?

- Tak cebe. A grto y Bac qoma?

- Huuero, ckpurm!

- Tak OynpTe 300poBHI! - Moe mouTeHne

He mpaBna nm, co3maercs BredariieHue, 9T0 y cOOECETHUKOB Jema
nayt HeBaxkHo. Ho, mpuBens takoi auanor, K. Yanek roBoput, 4yTto eciu
yuTaTeNh MOWMET, OyATO Yy BCTPETHBIIMXCS HE TaK YK BCE XOpOIIO H
MOLIATHYJIOCH 3/0poBbe, OH ommubercs. [Ipocto uex mpu Berpede 1O
00bI9ato, MPUBBIYKE HE CKIIOHEH TOBOPUTH, YTO Y HETO JKU3HD HJIET XOPOIIIO,
OH CKOpee MPEeANoYnTACT KajJoBaThes. OIHAKO JKATyeTCsl OH OOJpbIM TOHOM
M Kak Obl XBacTaercsi 3a00TaMHu, TOPAMUTCS TPYIAHOCTSAMH M OTOPYCHHUSIMHU,
MOTOMYy 4YTO 0€3 TpPYAHOCTEW, MO €ro IPEICTABICHUSM, >XHUBET JIHIIb
0e3menpHUK. Y Cephe3HOro JKe YeloBeKa Ha yMe omHu 3a00Tel. Hy a ecnm
OmmxHuii Ha Bompoc: Kak pgenma? - OTBETUT, YTO Y HEro BCE XOPOIIO, TO
TOTYac BO3OYIWUT CMyTHOE TIOJ03pEHHe: OH 4TO-TO CKphiBaeT! BOT Benp kak
TMOOOIBITHEI ~ HAIIMOHAIBHBIE OCOOEHHOCTH  HWCIONB30BAaHHUS — PEUEBOTO
stukera! [lo HabmroneHusM, pycckue Ha Bompoc: Kak nena? - mpeanoynTaroT
ycpenHeHHbIH oTBeT: Hudero! - a BOT oT OonraprHa He peAKOCTh YCIBIIIATS!
Xopomro! Boo6mie ciennrka NpUBETCTBUI U BCSIKOTO POAa OCBEIOMIICHHHA
MpH BCTpede y pasHBIX HApoJOB oueHb MHTepecHa. [lo cBumerenncTBy b.
BraxHOKOBa, HCCIIEJOBABIIErO OTUKET aJBITOB, MpelebHO o0meMy
pycckoMy  «3apaBCTBYWTE!»  COOTBETCTBYET  MHOMXECTBO  CIIOCOOOB
MPUBETCTBOBaTh B 3aBUCUMOCTH OT TOTO, MY)XYWHA WJIHM KCHIUHA, CTAPUK
WM MOJIOZION BBICTYINAET B KayecTBE ajjpecaTa, BCAJAHUK 3TO WIH IMYyTHHK,
MacTyX WM Ky3Hell... Benukoe pasHooOpas3ue W y MOHToj0B. IIpuBeTcTBUS
W OCBEIOMIIEHHS O JellaX pasHATCS B 3aBUCUMOCTH OT BPEMEHH TOa.
Ocensio cnpammBaroT: JKupHblil 11 cko1? ; XOpoILIo JH MPOBOJAUTE OCEHB?
BecHO: bmaromomyuyno nm BcTpedaete BecHy? 3umoit: Kak 3umyere?
Boobuie xe caMbiM OOIIMM MPUBETCTBUEM JayKe€ TOPOJICKUX JKUTENEH, naxe
WHTEJUTUTEHTOB SIBIISICTCS CTEPEOTHUII, OTPA3HBILMA KOUEBOW 00pa3 XU3HU
ckotoBo0B: Kak xouyere; Kak Bamr ckor? U y pycckux, KOHEYHO, HE OJTHO
camoe oOmiee. 3apaBcTByiiTe. [IpuBeTcTBHIl y Hac, Kak Mbl YK€ TOBOPHIIH,
npumepHo 40, a To u Gonbire. M ecTs Takoe, mpaBjaa, ycrapesiiee, KOTOPOe
HampaBJsAOT paboTaromeMy: bor B momormip; €CTh W JUIS TNPHUEXaBIIEro:
Jobpo moxanosats!; C mpuesnom, U A BXoAsamiero: Munoctu mpomry! (¢
npUriameHueM BMeCTe), eCTh I moMbIBInerocs B Oaune: C nerkum napom! ,

|
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€CTh NPHUBETCTBUS B 3aBUCUMOCTH OT BpeMeHH cyTOK: [loOpelii neHb. ;
Hobpoe ytpo. ; JoOpsiit Beyep! , a ecTh ¥ TOMY, KOI'O JaBHO HE BHICIIH:
CKomnbpKo 3uM, CKOJBKO JieT! U erre MHOKECTBO MPUBETCTBUH y Hac!

®. @oncom B “Kuure o s3wpike” (M. 1974) paccka3wiBaeT, 4TO
JIpeBHME T'peKU NMPHUBETCTBOBAJIM ApYT apyra : Panyiica! , a coBpeMeHHBbIE
rpexu: byns 3mopoBeiM! ApaGs1 ToBOpAT: Mup ¢ T060i1! , a UHAEHITEI HaBaxo:
Bce xopormo!

Pycckue cmnpammuBatot: “Kak 3m0poBre? ”A BOT JpEeBHHME ETUIITSHE
1ojarajiy, 4To IpPU BCTpeYe HAKOPOTKE HEKOIZa, 1a M HU K 4eMy JeJaThb
aHaJn3 CBOETO 370poBbs. OHHU crpammBaiy KoHKpeTHO: “Kak BeI moreere?
”Kak BHIOUM, caMble pa3HOOOpa3HbIE CTEPEOTHIIBI PEUYEeBOrO ITHUKETa
3areyvatienn 0COOEHHOCTH ObITa.

[IpumepoB HAIMOHANBHON CHEIM(QUKHA PEYeBOTO W HEPEUYEBOTO
MIOBEJICHUSI Pa3HBIX HAPOJOB B KOMMYHHKATHBHBIX CHUTYalHSX MHOMXECTBO.
Kaxnpiii 13 pycckux, KTO OKa3alcsl B KakKoH-Ti00 pecryOJinke WU CTpaHe,
cpa3y 3aMedaeT Takue ocoOeHHocTH. Bor Bmewarnenus o Kwurae: “Omno
HaOmronenue. [loka3piBasi, maxe pacckasbiBas 0 ceOe, KUTAHIbl yMYyIPSIFOTCS
TOBOPUTH 00JIee BCETo ¢ BaMH O Bac, HEXEJH 0 caMuX cede, Kak Obl OTCTymast
B TEHb, TYLIYSACh BechbMa JenukaTHO. Ho mycTe Bac 3TO mHOBeAeHuE He
oOmaner. Kuraen npu 3ToM 0YeHb BHUMATEIBHO CMOTPHUT, HACKOJIBKO M BBI
JIeNIUKAaTHBI, yMes BCe K€ HacTOATh Ha cBoeM HHTepece K Hemy (JI
BacunwseBa. Henpuchusmmiics Kutaif). Wnu Bnewarnenus o. Kaszaxcrane:
“Bckope s MHOHSUI, YTO MPOCTOTa 3Ta KaxXylascs - Ha JOy MacTepa
BBICTYIWIN OYyCHHKH TI0Ta, HO OH OBbUI MO-NIPSKHEMY J00pOKeaaTesieH U
yIBIOUMB, TepefaBas 3aKa3yWKy IepeiellaHHbIii  camMoBap, HEU3MEHHO
nosropsu: “KyrTel GomceiH! ” 4To MOXHO mepeBecTH Tak: ‘“‘CyacTIMBO
MOJIb30BaThCS”. TONBKO B Ka3aXCKOM SI3bIKE 3TO 3BYUHT €IlI€ CepleyHeil...”
(13 razetsr). Unu Bnevatnnenus o6 AHrimuu: “S yke rOBOpHII, UTO K MOEMY
CBIHY 4YacTO MPHUXOJWJ AaHIVIMHCKMA Malb4WK JieT TpuHaauath. JKena
yromana ux yaeMm ¢ OyJo4YKamMH WM MUPOXHBIM. Kaxkaplii pa3 mocie yas
MapeHb MPUXOIWIT Ha KyXHIO M TOBOPHJI MOEH JKeHe:

— Bonpmioe cmacubo, muccuc OpecToB, 3a Yail U OYCHb BKYCHBIE
Oynouku. 5l maBHO HE el TAKUX 3aMedaTeNIbHBIX MUPOKHBIX, OJarogapio Bac.

He 6ena, uto nupokHble ObUIN KYIUIEHBI B COCEHEH KOHIUTEPCKOH,
re X TMOKYMalT ¥ POJUTENH Maibuuka. [Ipocto OH TBepAo 3HaeT, 4UTO
HeJb3s YUTH U3 4y>KOro JI0Ma, He Mo0JIaroiapyuB U He MOXBaJIMB yromieHue”
(O. Opecros. [lpyras xu3Hb u 6eper ganpHuii). CKOIBKO 100pa B peueBOM
9THKETE U CKOJIbKO HalMOHAIBbHOW KynbTypbl? JloOpbiii aens! u JloOpbrit
Beuep! ; [loOpo moxamoBare! Xne6 na cons!; He momunaiite mmxom!;
MunocTu npoury kK Hamemy manamy!; bynere kak qomal; 3axoaute, rocreM
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oyaere! ; Ilpomry moOuTh ¥ JkalnoBaTh! - W Bcerjga OJarornokeilaHue,
IOOPOKENTaTENHCTBO, B KOTOPOM TITYOOKHI HCXOMHBIN HAPOAHBIA CMBICIT.

PeueBoil 3THKET SIBISIETCSI OOHOM M3 COCTABJISIOIIUX HAMOHAIBHOU
KYJBTYpBI, KOTOpasi 0epET Ha ceOsl OCHOBHYIO TSDKECTh COXPaHEHHUS 3THOCA.
Bo3poxaenue u 3akperuieHHe HOPM 3THKETa M PEUYEBOr0 STHUKETA, B TOM
Yuciae MODKHO, CTaTh NPHOPUTETHOM 3amadedi oOmiecTtBa B Ommkaiimiee
BpeMsI.
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Abstract
This article considers the national specific character of the speech
etiquette of different people. The language, speech behavior, set-expressions
(stereotypes) reflect rich national experience, unique customs, a life style,
conditions of life of each people.

Ubersetzungstransformationen in Wirtschaftstexten

Ninel BARBAROS, drd., lect. sup.
Universitatea Pedagogica de Stat ,,lon Creanga”, Chisinau

Cuvinte-cheie: traducerea textelor de specialitate, echivalenta, transformare,
metode de traducere, substituire, inversiune

Beim Fachiibersetzen entstehen in den Wirtschaftstexten bestimmte
Umwandlungen oder Transformationen. Sie entstehen wegen der
Unterschiede zwischen den Systemen der Ausgangs- und Zielsprache. Diese
Transformationen kommen sehr oft beim Ubersetzen von Wirtschaftstexten
vor. Man darf ein Wirtschaftstext nicht wortwortlich libersetzen. Man muss
groflen Wert auf Terminologie und richtigen Wortergebrauch legen. Das ist
doch jedem klar, denn die Elemente einer Sprache fallen mit den Elementen
einer anderen Sprache nicht vdllig zusammen. Das betrifft die
Wirtschaftstexte auch, deren Ubersetzung im Vergleich zu den literarischen
Texten schwieriger ist. Barhudarov ldsst die Arten der Umwandlungen auf
vier Typen reduzieren[1.S.156 ]:

1. Umstellungen
2. Substitutionen
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3. Ergédnzungen und Weglassungen

Im Folgenden nehmen wir uns vor, alle diese Transformationen beim
Ubersetzen von Wirtschaftstexten zu analysieren:

1. Umstellungen

Die Umstellung ist eigentlich eine Transformation, bei der die
Reihenfolge der sprachlichen Elemente im Ubersetzungstext gegeniiber dem
Originaltext gedndert wird. In verschiedenen Sprachen gelten fiir die
Wortfolge verschiedene Normen, was sich selstverstindlich auf die
Ubersetzung auswirkt.

Es ist schon bekannt, dass hundertprozentige Aquivalenz beim
Ubersetzen unmdglich ist. Aus diesen Griinden habe ich in der
vorliegendenen Ubersetzung bestinmmte Worter und Redewendungen
zielgemal umgestellt. So wird der Satz “ Das neue Rettungspaket fiir Zypern
umfasst laut den Unterlagen 23 Milliarden Euro.” ins Ruménische
folgenderweise iibertragen: Potrivit documentelor, noul pachet de salvare
pentru Cipru include 23 de miliarde de euro. Der deutsche Satz beginnt also
mit einem Kompositum, wihrend im Ruménischen Satz die Préposition
»potrivit“ an erster Stelle steht. In der vorliegenden Tabelle habe ich auch
andere Beispiele von Umstellungen eingefiihrt:

Ausgangssprache Zielsprache

Deutsch Ruminisch

Die Differenz von sechs Milliarden Euro
muss Zypern selbst ausgleichen.
AT. Objekt (I Stelle)

Cipru trebuie sa compenseze diferenta de
6 miliarde de euro.
ZT Subjekt (I Stelle)

Statt eines urspriinglich geplanten
Eigenanteils von sieben Milliarden Euro
muss die Insel nun 13 Milliarden Euro
aufbringen

In loc de cota de capital de sapte
miliarde de euro planificata initial, acum
insula trbuie sa solicite 13 miliarde de
euro

Die vorangestellte
konstruktion wird im ZS
nachgestellt

Partizipial

Die internationalen Geldgeber stellen
wie verabredet weiterhin Hilfen in Hohe
von zehn Milliarden Euro bereit.

AT Subjekt (I Stelle)

Dupa cum s-a convenit,

donatorii internationali continuesa ofere
asistentd in valoarede zece miliarde de
euro.

ZT Adverbialbestimm.

(I Stelle)

2. Substitutionen
Die meistverbreitete

und

vielfdltigste Art der

Ubersetzungstransformationen ist eben die Substitution. Bei der Ubersetzung
konnen sowohl grammatische Einheiten als auch lexikalische Einheiten
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substituiert werden, weshalb spricht man von grammatischen und
lexikalischen Substitutionen. Beim Ubersetzen von Wirtschaftstexten
benutzen wir auf Schritt und Tritt Substitutionen. Im Text ,,Zypern braucht
sechs Milliarden Euro mehr” habe ich zum Beispiel die Genetivpréposition
zufolge durch die Redewendung scoate la iveala ersetzt. Das ist eine
kontextgebundene Substitution, in anderen Fillen wére es nicht logisch
solche Transformation durchzufiihren. Einer grammatische Sunbstitution
kommt hier deutlich zum Vorschein. Die Singularform wird durch die
Pluralform ersetzt: Das deutsche Wort Finanzbedarf {ibersetzt man ins
Ruménische necesitati financiare und nicht necesitate financiara, denn die
Pluralform des erwdhnten Wortes wird in der ruménischen
Wirtschaftssprache iiblich.

Vorgang Ausgangssprache Zielsptache
Substitution Deutsch Rumiinisch
AT Préposi- Neuen Unterlagen zufolge braucht | Noile documente scot la
tion zufolge die angeschlagene Insel rund 23 iveala faptul ca insula are
ZT: Rede- Milliarden Euro nevoie de aproximativ inca
Wendung 23 de miliarde de euro
a scoate la
iveala
AT Singular Der Finanzbedarf Zyperns ist Necesititile financiare ale
ZT Plural deutlich hoher als bisher bekannt | Ciprului sunt mult mai mari

decit se preconiza

Die Aquivalenz kann auch durch eine Substitution besonderer Art
gewihrleistet werden. Sie wird Kompensation genannt. Dieses Verfahren
wird angawandt, wenn bestimmte Elemente des Ausgamgatextes aus
irgendeinem Grunde keine Aquivalente in der Zielsprache haben und mit
deren Mittel nicht wiedergegeben werden konnen. Um den semantischen
Verlust auszugleichen, gibt der Ubersetzer dieselbe Information mit
irgendeinem anderen Mittel, das zudem nicht unbedingt an der gleichen
Stelle erscheinen muss, wie im Original.

3.Erginzungen und Weglassungen

Eine andere Art der Umwandlungen bilden die Ergéinzungen. Die
formelle Unausgedriicktheit der semantischen Komponente  verlangt
Erginzungen. Diese formelle Unausgedriicktheit kann vom Standpunkt der
generativen Grammatik aus als Ellipse oder Weglassung aufgefasst werden.
Von dieser Ellipse sind oft Worter betroffen, die der amerikanische
Wissenschaftler Haaris als ,,passende Worter” bezeichnet. Jetzt wollen wir
zeigen, wie diese passende Worter beim Ubersetzen erginzt werden kdnnen.
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In Folge meiner Untersuchungen habe ich festgestellt dass
Substitutionenn beim Ubersetzen am hiufigsten verwendet werden, wihrend
die  Weglassdungen nicht so oft vorkommen. Die Ergebnisse meiner
Untersuchungen weise ich in der folgenden Tabelle vor:

Umstellungen Substitutionen Weglassungen Ergénzungen

10 50% 5% 35%

Die wichtigste Eingenschaft von Fachtexten ist Prézision und
Neutralitdt. Aus diesen Griinden diirfen wir nicht beim {iibersetzen auf
fachlich relevante Informationen verzichten. Daher sin zahlreiche
Weglassungen unerwiinscht. In den Fachtexten ist es sehr wichtig, die
reihenfolge von dargestellten Prozessen zu beachten. Aus diesen Griinden
treten Umstellungen, nur ganz selten auf, meistens wenn die Wortfolge in
den beiden Sprachen aus syntaktischer Hinsicht nicht zusammenfallen.
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Abstract
In acest articol am tratat problematica traducerii textelor de
specialitate si anume a textelor economice. Pornind de la ideea ca echivalenta
totald e un ideal irealizabil al traducerii, m-am axat cu precddere pe
transformadrile care au loc in timpul unui proces adecvat de traducere a
textelor de specialitate i am ajuns la concluzia cd de cel mai frecvent
recurgem la substituiri si cel mai rar la inversiuni.

Zur Verwendung von Fremdwortern als euphemistische Substitute
in der ruménischen Sprache

Oxana CHIRA, lector universitar

Universitatea de Stat “Alecu Russo” din Balfi

Keywords: euphemism, borrowing, neologism, Romanian
vocabulary, loan, economy.

Die Fremdworter stellen uns immer wieder vor besondere
Herausforderungen. Man kann sie verkehrt buchstabieren, ihre Bedeutung
missinterpretieren, sie falsch aussprechen. Nach Zollner (Zo6llner 1997:146)
erreichen Fremdworter in zweierlei Hinsicht eine euphemistische Wirkung:
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zum einen, weil sich der Horer (und manchmal auch der Sprecher) {iber ihre
Bedeutung nicht immer im klaren ist; wird auf diese Wiese eine kiinstliche
Vagheit erzeugt und zum anderen, weil entlehnte Worter haufig als elegante,
hofliche Variante des entsprechenden Ausdrucks in der Muttersprache gelten.
Das Fremdwort als vornehmes sprachliches Element und erhoht den Status
des Sprechers. Aus diesem Grund kann es eine soziale Sprachgrenze
erzeugen und wirkt dadurch ausgrenzend. Gleichzeitig ermoglicht das
Fremdwort - vor allem dann, wenn es in der euphemistischen Funktion
verwendet wird - zusétzlich auch die Verhiillung von Tabubereichen (ibidem,
146).

Euphemistische Fremdworter finden sich im Bereich das 6ffentlichen
Verkehrssprache wie z.B. Seniori oder casa de toleranta fir ,Bordell”,
driveri fiir ,,soferi”, chef fiir ,,bucatar calificat”, bodyguarzi fir ,,garzile de
corp, paznic”, dealer fiir ,,vinzatori de masini”, babysitter fiir ,,dddaca”, shop
manageri fiir ,,sefi de aprovizionare”, Head-hunter fiir ,,expert pe resurse
umane”, copywriter fiir ,,redactor pentru mesaje publicitare”, paparazzo fiir
,fotograf” etc. sowie ,,SPA sector 6 angajez Hair-Stylist (coafor si frizerie)
cu experienta de minim 1 an” (www.jobs.bizoo.ro, 10.06.2013).

Worter deutscher Herkunft, die die euphemistische Funktion nur in
der ruménischen Sprache haben, zihlen:

gastarbeiter anstatt lucrator invitat”: ,Bulgaria renunta la
gastarbeiteri, inclusiv la cei din R. Moldova” (www.timpul.md, 31 martie
2009);

auslinder anstatt ,,strdin, venetic”: ,,Este ceea ce voi Incerca sa fac
in aceastd temd, descriind diverse aspecte inedite / mai pufin cunoscute
despre viata ca ausldander in Germania” (www.diseara.ro, 7 decembrie 2010);

Alzheimer anstatt ,,dementa”: Ce nu ma cunosti, ai alzheimer? este un
xenism utilizat eufemistic de provineta germana: ,,Aproximativ 500.000 de
romani sunt diagnosticati cu Alzheimer, afectiunea cunoscutd si ca boala
uitdriii, la care incidenta si prevalenta cresc puternic odatd cu varsta
(www.monitorulcj.ro, 28 octombrie 2013);

Fiihrer anstatt ,,dictator”: ,,Dacd existd o metafizica a romanului politic,
aceasta nu poate fi decit anti-politicul, opozifia politic-sacru, conditia
Domnului lisus cind ajunge pe acel munte inalt si i se aratd tot pamintul
pentru a-1 lua in stapinire. Si a incheiat studentul: ,,lisus nu a primit oferta
satanei fiindca nu voia sa fie fuhrer... Auzi, loana, cum vorbesc copiii 1n ziua
de azi?...” (Stanca, 54).

Aus dem Vokabular des Nationalsozialismus kann man folgende
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Beispiele nennen: a lichida anstelle von ,a omori”, actiune (actiune

=9

evreiascd) anstelle von ,,omor in masa”, a evacua anstelle von ,,a deporta”.
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Im Sprachwandel kann der Euphemismus durch das Tabuwort
verdringt werden. Bestimmte Bereiche des menschlichen Lebens sind in
vielen Gemeinschaften dauerhaft tabuisiert. Unten sind ein paar Beispiele fiir
viele:

Als Euphemismen fiir ,,toaletd” wurden im Ruménischen folgende
Fremdworter verbreitet: Abort, WC, restroom, ladies'/gents' room, bathroom,
closet etc.

Euphemismen fiir ,.chilofi” werden ebenfalls mit solchen
Fremdwaorter wie slip, boxer seit Mitte des 20. Jh. bezeichnet.

Euphemismen fiir ,,homosexual” sind gay (engl. gay), pedik (ru.
HE/NK) .

Euphemismen fiir ,prostituatd” werden im Ruménischen
nacheinander mit call girl, lady of the night, lady vinzatoare.

Wie es aus den Beispielen ersichtlich ist, sind die Ausdriicke selber
eigentlich vollig harmlos. Der Mechanismus der Ersetzung eines Tabuwortes
durch einen Euphemismus beruht darauf, daB das Designatum anstoBig ist.
Dieses wiederum hat mit Sprache wenig zu tun, sondern beruht auf
moralischen Konventionen einer Gemeinschaft (oder von Teilen davon). Die
Ersetzung des Ausdrucks kann deshalb nichts an einem Tabu dndern. So wird
das, was ein Euphemismus war, sofort seinerseits wieder tabu und muf3 durch
einen wieder neuen Euphemismus ersetzt werden. Der Mechanismus von
Tabu und Euphemismus (er wird auch die “Euphemismus-Tretmiihle”
genannt) ist ein Fall des allgemeineren Phidnomens, dal man ein soziales
Problem als sprachliches Problem konzipiert und sodann, anstatt die soziale
Sprachfrage zu 16sen, die Sprache dndert.

Zu Euphemismen fiir 6konomische Krisen, die sich schnell abniitzen
und durch neue Euphemismen ersetzt werden, ergeben sich oft internationale
Parallelen. Aus dem Bereich des englischen Wortgutes finden sich auch im
Ruménischen recensiune, das nicht mehr auf Fach- und Sondersprache
beschriankt ist, und stagnatiune in verschleierndem Gebrauch. Zu den
wirtschaftspolitischen Euphemismen gehdren auch diejenigen, die ,mita*
betreffen, wie in humorvoll-verhiillender Weise sponsorizare, ofertd, suport
financiar.

Viele Euphemismen werden infolge der Modernisierung gebraucht.
Die Sprecher beherrschen die direkte Bedeutung der Lexeme, trotzdem sie
benutzen die Fremdworter um ihnen die verhiillende oder pejorative Funktion
zu verleiehen: z. B.: boss, high-life, summit, speech: ,La pauza avem un
summit la boss” anstatt von ,,adunare la sef”’; second-hand anstatt von ,,uzat,
folosit, vechi”: ,Citeste pe wall-street.ro ultimele stiri legate de masini
second-hand” (www.wall-street.ro, 12.11.2014); topless anstatt von ,,cu sinii
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goi”: ,,De data asta, Brit nu a surprins cu vreo aventura nocturna la hotel sau
cu vreun topless la piscind, ci prin hainele pe care a ales sa le poarte,
relateaza Daily Mail” (http://unimedia.info/stiri/-1894.html).

Euphemismen werden in der politischen Sprache benutzt, um etwas
zu verschonern besser darzustellen, als es real ist. Fiir Bildung der politischen
Euphemismen sind vor allem folgende Maoglichkeiten von Bedeutung:
Metaphern, vage und mehrdeutige Ausdriicke, Auslassungen und
Nulleuphemismen, ihre Fremdworter. Der euphemistische Einsatz von
Fremdwortern anstelle  muttersprachlicher  Kraftausdriicke wird im
Ruménischen seit Jahrhunderten praktiziert. Der Einfluss des Russischen auf
die ruminische Sprache wird heute als abgeschlossenes Kapitel behandelt.
Die Zahl der Russismen, die nach 1945 ins Ruménische eingedrungen sind,
wird auf 90 geschitzt, darunter einige Lexeme, die die sowjetische Realitét
betrafen. Zum Beispiel:

gulag statt ,,regim totalitar, represie, lagar”:

Z. B.: ,,Daca-ar fi sa-i innod cap la cap pe iubitii mei, cimpul electric
format astfel ar fi suficient pentru a-mprejmui un gulag” (Galaicu-Paun,
2009: 29);

,»Astfel societatea este pusd in fata unei alegeri: piata liberd sau
GULAG. Dar eu spun ca liberalii gresesc dacad manifestd increderea ca, in
prezenta unei astfel de dihotomii si a lipsei de alternative, societatea va alege,
din nou si obligatoriu, piata” (Ernu, 2012: 99);

Perestroika statt ,,restructurare:

Z. B.: ,,Perestroika, la Chisinau, avea sd vind peste mai bine de un an.
Odata cu ea, a aparut Insd si un impresionant numar de fosti disidenti
(,,Postdisidenti”, cum mi-am permis obraznicia sa-i numesc mai demult.) Nu
aveam de gind sa le ingros rindurile...” (Busuioc, 2011: 23).

Dariiber hinaus erfiillen Fremdworter in der politischen Sprache fast
ausschlieBlich eine verschleiernde Funktion. Sie erhalten ihre euphemistische
auch Wirkung dadurch, dass der Horer sich oft iiber die Bedeutung der
Worter nicht im Klaren ist. Andreas Bohlen (Bohlen 1994: 142) meint, dass
die Mehrheit der politischen Euphemismen Ausdruck existierender Tabus
sind. Sie dienen dazu, ,,Tabuzonen® zu errichten, um unerwiinschte Effekte
z.B. offenen Protest und Kritik zu vermeiden. Die meisten Fremdworter, die
Euphemismen in der ruminischen Sprache bilden, stammen aus der
englischen Sprache, um die Ereignisse aus der Geschichte der Gesellschaft
zu verhiillen: z. B. collateral damage, axis of evil, domino effect, friendly
fire etc..

Die ecinfache Form der Bedeutungsidnderung eines Wortes zur
Erreichung euphemistischer Wirkung ist die Abkiirzung der Fremdworter, die
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in der ruménischen Sprache sehr oft vorkommen, z. B. WC, BH, H-Bombe
etc. Abkiirzungen konnen auf verschiedene Art euphemistisch wirken: der
abgekiirzte Name kann in Vollschreibung als anst68ig empfunden werden -
z.B. Biistenhalter — BH. d.h. in diesen Féllen wird der Euphemismus zur
Schonung der Gefithle des Horers verwandt bzw. die Gefahr wird
verschleiert.

Da viele Menschen sich scheuen, offen zuzugeben, dass sie ein
Fremdwort nicht verstehen, macht sich der Sprecher ungreifbar. Durch ihre
Vagheit, die auf Unkenntnis beruht, konnen Fremdwdorter daher aufwertend
wirken. Dabei wird ein eindeutiges Ziel verfolgt: ,,Desinformation ist
wichtiger als eine prézise Benennung, die Fremdworter sind geradezu
prédestiniert fiir eine euphemistische Ausdrucksweise” (Dieckmann 1964:
78).
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Abstract

The main purpose of this article is to touch on a strictly topical
subject in the field of Romanian vocabulary: borrowings from English,
French, German, etc. The invasion of borrowings nowadays is due to
advertising, commercial or political purposes. Traders and politicians tend to
impress the audience by using more sophisticated, foreign or institutionalized
terms. Today's communication turns into a false one. The adoption and the
usage of these terms in speech reflect some cultural and social expressive
needs.

106



Tipologia definitiei numelor de actiune versus tipologia numelor
de actiune

Victoria MASCALIUC, lector universitar
Universitatea de Stat ,, Alecu Russo” din Balti

Cuvinte cheie: notiune, nume de actiune, reprezentare lexicografica, nume
de actiune din zona de nucleu, nume de actiune din zona de periferie, termen,
definitie

Notiunile sint considerate drept elemente din care se constituie
gindirea. Studiul notiunilor are la baza studiul claselor. Astfel fiecarei clase,
care a devenit obiect al cunoasterii, 1i corespunde in plan logic o notiune.
Fiecare notiune se materializeaza pe plan lingval si are rolul de nume pentru
elementele clasei reflectatd de notiune. Ansamblul format dintr-un nume si o
notiune formeazi un termen’. Notiunea de nume de actiune are un caracter
dual. Ea e formata din sfera si continut. Sfera numelui de actiunii este acea
latura care se refera la reprezentantii clasei respective. Aici se Inscriu toate
numele de actiune pe subclase: nume de actiune ce exprima activitati fizice si
cotidiene, nume de actiune ce exprima procese mentale, nume de actiune ce
exprimd sunete produse de oameni, animale si obiecte, nume de actiune ce
exprimd procese — evenimente etc. Toate aceste subclase au proprietiti®
comune, ce le caracterizeazd pe toate, si particularitati proprii. Aceste
proprietati formeaza continutul notiunii. Grafic am putea reprezenta notiunea
de nume de actiune in felul urmator:

Notiunea de nume de actiune

Nume de actiune ce exprima Nume de actiune ce exprima
activitati fizice si cotidiene procese mentale
Propriul: denumesc activitdti fizice | Propriul: denumesc procese

sau cotidiane; numarul lor e mare; | mentale; numarul lor e relativ
ele nu migreaza spre periferia | mare; ele migreazd spre periferia
numelor de actiune etc. numelor de actiune etc.

Genul: toate numele de actiune exprima actiuni; mentin particularitatile
substantivului; se repartizeaza intre periferie si nucleu;  implica
agentivitatea etc.

Notiunea de nume de actiune este una vagi, deoarece reprezentantii
acestei notiuni devin nume de stare. Acest fapt se explicd prin existenta

! In logica modernd, teoria notiunilor a fost inlocuitd cu studiul termenilor. Se
studiazd notiunea doar in functia de termen. Teoria notiunilor trebuie sa aiba loc in
logica moderna, fiind tratata in cadrul logicii claselor (Botezatu 1994: 7).

? Toate aceste proprietiti ale clasei unei notiuni se numesc note (Botezatu 1994: 35).

107



nucleului si a periferiei numelor de actiune. Pe de altd parte, dupd marimea
sferei notiunii date, numele de actiune este o notiune extensional infinita.
Aceasta se explicd prin numarul nedeterminat al acestei clase de substantive.
Ele, in dependenta de context, pot migra in clasa de nume statice (agitation,
rougissement) sau pot concretiza sensul (construction, dictation).

Notiunea este o sinteza logica care are o forma lingvala, reprezentata
de un nume. Acest ansamblu dintre sinteza logica si nume se numeste termen.
Anume explicarea termenului std la baza oricarei definitii. Definitia oricérui
nume de actiune trebuie, conform regulilor logicii de creare a definitiei
(Bieltz 1992: 30], sa specifice notiunea de actiune (definitul) si sa spund ce
este numele de actiune (definitorul). In literatura de specialitate, o definitie
lexicografica este consideratda perfecta, daca aceasta ,,poate garanta, pe de o
parte, intelegerea corectd a sensului cuvintului definit, iar pe de altd parte,
utilizarea corectd a cuvintului in actul comunicativ, adica in vorbire” (apud
Bahnaru 2008:12).

Analizind explicarea numelor de actiune de nucleu (ce exprima
actiuni cotidiene, procese — evenimente si procese mentale) In diferite
dictionare, am constatat ca definirea numelor de actiune e diferitd. Marea
majoritate de dictionare (Le Petit Larousse en couleurs, Dictionnaire de la
Langue Frangaise, Le Robert Micro) ofera niste definitii nominal - lexicale.
In aceste definitii explicatia materializeazd notiunea de nume de actiune,
fiind caracterizate de definit si definitor. Aceste definitii nu sint apreciate de
logicieni si de lexicografii exigenti. Ele ,, nu constituie, la drept vorbind,
definitii adevarate, asa cum nu sint decit niste echivalente nominale sau
apropieri aproximative de sensuri prin care semnificatia definita urmeaza sa-
si afle descifrarea” (Bahnaru 2008: 35). Patrunderea in esenta sensului se face
pe baza unor formule verbale ca fiind cunoscute:

Le Petit Larousse en couleurs: tanissage - n.m.action de tanisser,
unde nom masculin si action reprezinta definitul, iar action de tanisser este
definitorul; tissage — n.m. ensemble d’ opération constituent la fabrication
des tissus; pliage — n.m.action de plier etc. Aceeasi structura a definitiei ofera
Dictionnaire de | ’Académie, 8™ édition.

Dictionnaire de la Langue Frangaise. este mai exact in definirea
numelor de actiune, acest dictionar specificd definitul prin substantiv si
actiune, iar definitorul prin actiunea ce caracterizeaza numele in cauza; pliage
— subst.m. action de plier; bronzage - subst.m. action, fait de bronzer, ce
résultat; négation - subst.m.action de nier; compréhension - subst.f. faculté de
comprendre;

Le Robert Micro:ofera citeva tipuri de definitii. Acestea sint
nominativ — lexicale ca si in cazul celorlalte dictionare, doar ca adauga
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trasatura definitiilor enumerative: construction — n.f. action de construire—
assemblage, édification; balayage - n.m. action de balayaer— nettoyage;
réflexion - n.f. retour de la pensée d’examiner une idée— méditation etc; si
adauga trasatura definitiilor genetice: ensilage - n.m. dérivé d’ensiler;
plantation — n.f. dérivé de planter; savonnage - n.m. dérivé de savonner.
Aceste definitii nu sunt reusite, pentru ca nu este specificat pana la sfirsit
definitorul si definitul.

Sint o serie de dictionare care descriu numele de actiune mai
complex. Definitia lexicografica e de tip mixt, care constd In combinarea
tipului analitic® si discriptiv®.Printre ele putem enumera Dictionnaire de
I’ Académie, 9°™ édition, Dictionnaire Larousse en ligne (www.larousse.fr) si
Trésor de la Langue Frangaise informatisé (www.cnrtl.fr):

Dictionnaire de 1’Académie, 9°™ édition ofera niste definitii
stipulative ale numelor de actiune cu caracteristici ale definitiilor genetice
(etimologice). Explicatiile lexicografice sint, in cazul acestui dictionar,
complexe, pentru cad stipuleaza si sfera de utilizare a numelui de actiune:
ajustage — n.m. derivé d'ajuster ; Mécan. Opération ayant pour but de donner
a une piéce la forme précise et les dimensions exactes requises pour qu'elle
s'assemble avec une autre, avec d'autres ; résultat de cette opération. ;
Monnaies. Action de donner le poids 1égal ; résultat de cette action. ; décision
- XIVe siecle, au sens 1 ; XVlle siécle, au sens 2. Emprunté du latin decisio ;
1. Action de décider ou de se décider ; résultat de cette action.; Droit
administratif. Acte par lequel une autorité ou une juridiction compétente rend
ses conclusions. ; Cybernétique. Processus par lequel un systéme
cybernétique répond a un nouvel environnement pour maintenir ; chromage —
n.m. dérivé de chromer en XXe siécle. Techn. Action de chromer ; résultat
de cette action.; chauffage — n.m. dérivé de chauffer en XIlIe siécle ;
1. Action de chauffer ; résultat de cette action.; Techn. Chauffage
industriel, permettant la transformation, la fusion, la cuisson de certaines
matieres. 2. Maniere de chauffer. etc.

Dictionnaire Larousse en ligne si Trésor de la Langue Frangaise
informatisé descriu numele de actiune din mai multe puncte de vedere:
etimologic si morfologic. Definitia numelor de actiune este genetica si

¥ V. Bahnaru identifica tipul analitic de definitie lexicografica ca unul care ,,consta in
identificarea logica a genului proxim fatd de care cuvintul ce urmeaza a fi definit se
afla in subordine ierarhica” (Bahnaru 2008: 164).

* In cazul definitiei descriptive, se identifici genul proxim, dupa care urmeazi
descrierea partilor componente ale obiectelor sau calitatilor (Bahnaru 2008: 164).
Unii cercetatori sint de opinia ca definitiile descriptive in dictionarele explicative se
reduc la prezentarea sensurilor numelor si ale verbelor (apud Stog 2008: 12).
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stipulativa. Reprezentantii acestei subclase de substantive sint explicati clar
cu modalitati de utilizare in diferite contexte. Trésor de la Langue Frangaise
informatisé, pe lingd toate acestea, mai ofera randamentul de folosire a
numelui in diferite perioade: savonnage — subst. masc. lavage au
savon. Savonnage d'un carrelage, d'un parquet; faire un petit savonnage;
savonnage et ringage du linge. Votre serviteur est encore venu aujourd'hui,
pour refaire un savonnage a Diane qui est hérissée de puces (Flaub.,Corresp.,
1865, p. 39). B. — Technol. Opération consistant a frotter I'une contre l'autre
deux glaces entre lesquelles on a interposé de I'émeri en pate, délayé dans
l'eau. ; Etymol. et Hist. 1. 1680 « blanchissage au savon » (Rich.); 2.1875
technol. (Lar. 19¢). Dér. de savonner*; suff. -age*. Fréq. abs. littér.: 23.;
Mécanisation — subst.fem. A. Emploi intensif des machines pour remplacer
les opérations manuelles dans la réalisation des travaux. Les régions rurales
sont presque désertes et le travail repose sur une mécanisation poussée a
l'extréme (Wolkowitsch, Elev., 1966, p. 144). ; B. — Domaine milit.Dotation
d'une unité en engins mécaniques servant au combat ou au transport. Une
mécanisation et une motorisation poussée de certains éléments
mobiles (Billotte, Consid. strat., 1957, p. 4202). Etymol. et Hist. 1. 1870 «le
fait de rendre semblable & une machine» (Goncourt, Journal, p. 593); 2. 1949
«emploi généralisé de la machine comme substitut de la force humaine»
(Brunerie, Industr. alim., p. 17). Dér. de mécaniser®; suff. -(a)tion*. Fréq.
abs. littér.: 17. Se observa ca definitul coreleaza cu definitorul, se propune un
enunt in care numele de actiune se foloseste, se descrie etimologia si
randamentul de utilizare in lucrdrile literare. Astfel, definitiile In dictionarele
sus-numite pot fi numite niste definitii stiintifice, deoarece ele ,reflecta
imaginea generalizatd in constiinta populard a obiectului, care trebuie
inteleasd de toti” (Bahnaru 2008: 74). Aceste dictionare pot fi numite
dictionare enciclopedice, agsa cum ele explicd notiunea de nume de actiune,
pe cind dictionarele explicative doar identifica notiunea de nume de actiune.
Insd se cere identificarea concreti a clasei gramaticale, care ar trasa granite
precise intre numele de actiune si celelalte substantive.

Analiza dictionarelor demonstreaza ca notiunea de nume de actiune e
una implicitd si nu se specificd in explicarea numelor de actiune in cauza.
Introducerea notiunii analizate in structura definitiei ar face-o mai clara si
logic — afirmativa. Tinem sa subliniem ca majoritatea numelor de actiune sint
cuvinte derivate si e necesar de avut in vedere citeva momente: ,, in
componenta definitiei cuvintului derivat urmeaza si fie prezentate cu claritate
si diferentiate corect componentele sensului determinate de continutul
cuvintului, componentele sensului apartinind formantului si componentelor
suplimentare ale sensului, acestea fiind determinate de sensurile morfemelor
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din componenta cuvintului respectiv; cuvintele care tin de acelasi model
derivativ urmeaza a fi explicate in mod similar, in baza unei formule
identice” (apud Smeleva 2008: 129).

Una din posibilele definitii ale numelui de actiune ar fi:
ajustage — nom d’ action, dérivé d’ ajuster en 1350, formé par dérivation
suffixale ; 1. action d’ajuster et son résultat ; 2. Mécanique: action d'adapter
ensemble, par polissage, les différentes pieces d'un ensemble technologique
(machine, instrument) ou autre, en vue de son fonctionnement. In aceastd
definitie notiunea de nume de actiune e clara.

Atunci cind apare un nume de actiune de periferie, ar fi de dorit de
specificat ca numele in cauza poate pierde din proprietatile sale de clasa. De
obicei, aceste nume de tranzitie nu sint definite prin cuvintul actiune
(création - l'acte, le fait de créer ; réflexion - faculté qu'a la pensée de faire
retour sur elle-méme pour examiner une idée, une question, un probléme;
capacité de réfléchir). Se cere specificarea acestor nume de actiune ca de
tranzitie, care ar sugera ca contextul este foarte important pentru definirea
lor :

réflexion - nom d’ action contextuel, emprunté de lat. reflexio en
1377; faculté qu'a la pensée de faire retour sur elle-méme pour examiner
une idée, une question, un probleme; capacité de réfléchir ou acte de la
pensée qui revient sur elle-méme, qui revient sur un objet afin de l'examiner;,
admiration - nom d’ action contextuel, emprunté de lat. admiratio au Xlle s.,
proces complexe d'étonnement, le plus souvent mélé de plaisir exalte et
d'approbation devant ce qui est estimé supérieurement beau, bon ou grand.

Cu certitudine, prezentarile lexicografice sus-numite vor ajuta in
delimitarea numelor de actiune propriu-zise si a numelor de actiune
contextuale. Ca urmare, poate fi obtinutd o anumitd unitate in definirea
acestor unitati lexicale. E lesne a constata ca, in asa fel, ,lexicograful nu va
elebora o simpla colectie de cuvinte, ci o opera stiintifica care se bazeaza pe
principii stricte de descriere a cuvintelor, dictionarul reprezentind nu un
simplu glosar de unitéti lexicale, ci clase si paradigme intregi de cuvinte intre
care existd relatii semantice, paradigmatice si sintagmatice” (Bahnaru 2008:
162). Mai mult ca atit, conform aceluiasi lingvist, cind vine vorba de
explicarea cuvintelor derivate trebuie de luat n consideratie citeva momente:
,»1.In componenta definitiei cuvintului derivat urmeaza sa fie prezentate cu
claritate componentele sensului determinate de continutul cuvintului
determinat; 2. cuvintele ce tin de acelasi model derivativ urmeazd sa fie
explicate in mod similar, in baza unei formule identice” (Bahnaru 2008: 169).
Aici insistaim asupra unei formule unice de reprezentare lexicografica a
numelor de actiune in dictionarele limbii franceze.
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In mod obisnuit, in lexicografie sint practicate citeva metode de
structurare a sensurilor. Alcatuitorii dictionarelor limbii franceze au folosit
patru metode de structurare a sensurilor: empirica, genetica, logica si istorica.
Dictionarele Le Petit Larousse en couleurs, Dictionnaire de la Langue
Frangaise, Le Robert Micro se limiteaza la metoda empiricd in ordonarea
sensurilor. Acestd metoda are drept scop de a intui ce va cduta cititorul si de a
oferi informatia necesard fard ocolisuri si pierderi de timp (Bahnaru 2008:
172). Alcatuitorii acestor dictionare (folosind metoda empirica) sint in putina
masurd interesati de nivelul stiintific al lucrarilor lexicografice.

Dictionarele Dictionnaire de |’Académie, 9°™ édition, Dictionnaire
Larousse en ligne (www.larousse.fr) si Trésor de la Langue Frangaise
informatisé (www.cnrtl.fr) structureaza sensurile in functie de metoda istorica
ce se identificd cu cea genetica. Sensurile sint ordonate cronologic si toate
sensurile existente sint oferite. Totusi, cel mai mare neajuns este ca sensul
modern si cel mai frecvent este plasat pe ultimul loc. Aceste dictionare
presupun prezenta unui ,cititor cultivat, cu spirit curios, satisfacerea
curiozitatii avind drept rezultat cresterea nivelului de cultura, fapt ce va trezi
interesul pentru dezvoltarea limbii materne” (Bahnaru 2008: 173).

In concluzie, notiunea de nume de actiune este una vaga si
extensional — infinita, de aceea definirea lui e o problema. Dictionarele nu
specifica numele de actiune, ele doar folosesc cuvintul action pentru
definirea lor. Numele de actiune se clasificd in nume de nucleu si periferie, se
cere folosirea termenului de nume de actiune in explicatia lexicografica
pentru reprezentantii acestei clase de substantive care creeazd zona de nucleu
si nume de actiune contextuale pentru cele din zona de periferie.

Dictionarele analizate sint create in functie de metoda empirica si cea
istorica, satisfacind doud tendinte in lexicografie: prima referindu-se la
utilitatea practic, iar cea de-a doua se referd la corectitudinea stiintifica. in
aceastad ordine de idei, ne alaturdm parerii cd alcatuitorii unui dictionar pe
baza principiului empiric cauta sa satisfaca cerintele majoritatii cititorilor,
care nu se intereseaza de originea si evolutia semanticd a cuvintului, n timp
ce alcatuitorii unui dictionar pe baza principiului istoric Incearca sa satisfaca
un grup putin numeros de persoane, care doresc sd afle mai mult despre
sensurile unui cutare cuvint (Bahnaru 2008: 173).
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Abstract
The article under consideration touches upon different types of nouns
of action in French. It presents an overview of the lexicographic presentation
of these nouns in a series of dictionaries. We have pointed to the advantages
and disadvantages of a new lexicographic presentation of these nouns.

Unele consideratii asupra cauzelor si factorilor aparitiei
ocazionalismelor in limba romana

Lina Cabac, lector universitar
Universitatea de Stat ,, Alecu Russo” din Balti

Cuvinte-cheie: ocazionalism, factori lingvali, factori extralingvali,
expresivitate, economie lingvala, vorbire

Limba — fiind un organism viabil — se afla intr-o permanenta miscare
si schimbare’, datoratd in mod special inovatiilor aparute la nivel lexical. Or
anume lexicul reprezinta, dintre toate nivelele limbii (fonematic, morfematic,
lexematic si sintaxematic), un sistem deschis, flexibil, frecvent supus
modificarilor din partea utilizatorilor limbii.

In general, prin termenul inovafii lexicale se face referire
preponderent la neologisme si ocazionalisme. Daca primele sunt acceptate si
studiate de lingvisti drept o categorie lexicald independentd, de rand cu
arhaismele,  regionalismele, argotismele, jargonismele etc., apoi
ocazionalismele sunt, de cele mai dese ori, subordonate categoriei
neologismelor cu remarca ,,expresiv’.

In studiul nostru facem o delimitare stricta intre notiunile (si,
respectiv, categoriile lexicale) de neologism si ocazionalism, intelegand prin
ocazionalism un fapt de vorbire, ce nu se incadreaza in sistemul limbii,
format atat cu incalcarea normei, cat si respectand legile ei, cu un grad foarte
inalt de noutate, ce nu depinde de timpul credrii, cu functie preponderent
expresiva, ce prevaleaza asupra functiei de nominalizare, care este strict legat
de contextul (lingvistic si cultural) al crearii si folosirii sale si nu pretinde de
a deveni fapt de limba. De exemplu: ,,Surpringi pe cand planuiau un alt
atentat la adresa poporului roman, acesti talibabani vor ca, daca tot nu pot
deturna avioanele alea la mana a treia, fiindcad nu le-am primit inca, sa
deturneze macar niste fonduri europene” (AC, 10.10.2012). Lexemul

1 - . . . © A ~ < =
»Limba se face prin schimbare i «moare», ca atare, atunci cand inceteaza s se
schimbe” (Coseriu 1997: 246)
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talibaban, format prin contaminarea lexemului ,taliban” (membru al unei
grupdri fundamentaliste islamice din Afganistan, a carei strategie de lupta
include, printre altele, si deturnari de avioane in scopuri teroriste) cu lexemul
,baban” (argou: ,mare, de dimensiuni apreciabile”, prin metonimie:
»persoane importante In stat, guvernanti”), este un ocazionalism creat in
scopuri ludice, pentru a ironiza o clasa intreagd de politicieni.

S-ar pérea ca ocazionalismul care, dupa cum am mentionat anterior,
datorita caracterului sau efemer, nu pretinde de a se Incetateni in limba si deci
nu poate fi considerat drept factor ,veritabil” de dezvoltare a limbii.
Totodata, existenta unor asemenea fenomene glotice scoate la iveald, poate
chiar intr-o masura mult mai mare, caracterul dinamic al limbii sub influenta
modificarilor survenite In vorbire. Cu alte cuvinte, ocazionalismele pun in
evidentd posibilitatile sistemului limbii, propunind modele pentru
completarea locurilor vacante din cadrul acestui sistem.

Acceptind drept punct de reper axioma ca limbajul este o reflectare a
realitatii obiective, aparitia ocazionalismelor poate fi examinata prin prisma
factorilor lingvali si a celor extralingvali. E. Coseriu invoca referitor la
conditiile si cauzele aparitiei inovatiilor urmatoarele: ,,0 inovatie [...] poate
sa fie: a) o alterare a unui model traditional; b) o selectie intre variante si
moduri isofunctionale existente In limba; c¢) o creatie sistematica («inventie»
«limbay [...]; e) un fapt de economie functionald” (Coseriu 1997: 70).

Dintre obisnuitii factori lingvali mentionam:

1) Tatonarea mijloacelor de nominare. Dupa cum se stie, exista realii
care trebuie sa fie desemnate verbal, dar in limba nu exista unitatile glotice
valorificate in conditia respectarii a doud tendinte:

a) tendinta spre concizie, care se manifesta la nivel lexical prin
diverse mijloace de nominare, avand ca particularitate esentiald
comprimarea: abrevierea, crearea de falsi derivati (lexemoide), compunerea,
formarea cuvintelor telescopate, lexicalizarea locutiunilor s.a. De exemplu
haosmos ,,haos de amploare cosmicad”, rurbanitate ,,urbanitate ce si-a pastrat
originea din mediul rural”, ceapeizat ,,inclus in CAP [cooperativa agricola de
productie]”.

b) tendinta spre claritate, care se manifestd prin transparenta si
motivarea semanticd a tuturor elementelor unitatii glotice create si care se
realizeaza prin trunchiere, compunere, derivare, metaforizare, metonimizare
s.a. De exemplu: becalizare ,,proces de zombare a populatiei cu ajutorul
imaginii lui G. Becali”, teveristic ,,propriu TVR-ului”, smenofag ,,persoana
care ia mitd”, pasdre rard de Bucuresti ,,demnitari de la Bucuresti”, praz in
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labute ,.bani in maini, mita” etc.

In marea lor majoritate, ocazionalismele se conforma cel putin uneia
dintre aceste doua tendinte specifice limbajului in general. in aceasti ordine
de idei, se cere de facut o remarcd privind claritatea notiunii exprimate:
avand 1n vedere faptul ca ocazionalismul este strans legat de contextul in care
este folosit, aceastd unitate gloticd are sanse reale de a fi perceputd univoc in
afara acestuia. In plus, claritatea, transparenta semanticd a ocazionalismului
depinde mult si de cunostintele extralingvistice de care dispune cititorul,
deoarece fara aceste informatii suplimentare despre realitatea inconjuratoare
sensul, ba chiar mesajul in general al ocazionalismului ramane opac. De
exemplu: ,,Farsa pe care Mamarutd i-a facut-o, la Happy Hour, lui Andreea
Tonciu va schimba, mai mult ca sigur, bancurile cu prosti. Prevad ca, pe
viitor, celor mai saraci cu duhul sau cu cartea li se va spune ca sunt mai
Tonciu decit un Garcea” (AC, 31.10.2012). Pentru a intelege mesajul
imbinarii ocazionale ,,mai Tonciu decit un Garcea”, cititorul ar trebui sa stie
cd Andreea Tonciu este prezentatoare de stiri meteo la TV (pronosticurile cu
referire la timp sunt deseori aproximative), Garcea este un personaj al
emisiunii umoristice ,,Vacanta Mare”, un politist tont, ignorant. Numai
detinand aceste informatii, cititorul va decupa sensul ,mai tont decit un
prost” din Tmbinarea mai Tonciu decat un Garcea.

2) Analogia. Si acest fenomen poate fi considerat drept o cauza ce
determind, ba chiar si faciliteaza aparitia ocazionalismelor. E stiut faptul ca
noul nu apare din nimic, ci are la baza o realitate cunoscuta, prin a carei
transformare se si creeaza noul. E. Coseriu invoca in aceasta ordine de idei:
,,himic nu apare in sistem care sd nu fi existat mai Tnainte in norma si invers,
nimic nu dispare din sistemul functional decat dupa o ampla selectie realizata
de norma” (Coseriul997: 114). in felul acesta, analogia devine o sursi a
inovatiilor lexicale din limba. In general, ocazionalismele create prin
analogie posedd un grad inalt de comprehensibilitate, sensul lor fiind lesne
inteles de cititor, care face o paraleld intre cuvantul sau expresia uzuald
cunoscutd si unitatea nou creatd. Pentru ilustrare: fuicoman, beroman,
lactoman, somnoman, fustoman (dupd existentul cuvant meloman). Foarte
frecvent se efectueaza transfigurari ocazionale in baza analogiei cu citate
biblice sau frazeologisme bine cunoscute: ,,Fericiti cei saraci cu duhul juridic,
cici a lor e imparatia Parlamentului!” (C, 22.06.2011). in acest exemplu, prin
analogie cu citatul biblic ,,Fericiti cei sdraci cu duhul, caci a lor e imparatia
cerurilor”, parlamentarii sunt caracterizati drept persoane cu incélcéri penale.
Frazeologismele formeaza si ele o sursa importantd pentru ocazionalisme: ,,A
facut Michael fete-fete, dar a trebuit sa inghitd sarmalele balcanoide ale
Cajvanezului, intelegind iute cd el 1nsusi, dacd nu imploda sistemul
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bolsevicios local in 1989, ar fi avut de ales intre doua rele: intre a practica
oportunismul minoritar in Valahia Puturoasa si a emigra in Butterland, catra
ai Hertei Miiller actionsgrupisti, exploatatori literari Indirjiti ai temelor
banatice, pe care 1i durea tocmai 1In pix de Roméania
Ceausiliesconstantinesciana, grijulii doar cu succesele lor editorioase” (Pitu
2002: 185). Ocazionalismul sa inghita sarmalele balcanoide se descifreaza
cu usurintd prin analogie cu frazeologismul a inghifi galusca, care Tnseamna
»a fi pus in fata unui fapt implinit”.

3) Abaterea de la norma limbii. Conform punctului de vedere al lui
E. Coseriu precum cd anumite fenomene sporadice (a se citi ,,abateri de la
noma”, ,greseli”) inregistrate, care se raspandesc si se generalizeaza,
modifica, in consecintd, in mod treptat limba (Coseriu 1999: 74), putem
include in sirul factorilor lingvali care provoaca aparitia ocazionalismelor si
greseala (eroarea) sau abaterea de la normd. Desigur, e departe de noi
gandul de a considera orice greseala drept un ocazionalism, dar vom
considera acceptabild abaterea de la norma si, ca urmare, drept ocazionalism
doar acel fenomen glotic care provoaca anumite efecte stilistice sau
comportd, eventual, modificari de sens. Exemplificim: ,,Gata cu parazile
astea. Ba jurnale, e frumoase astea cu soldati, tance, titiuri, avionuri si cum
trece ele pe sub Arcul de Triumf, da n-are amplititudicisitatea unui
eveniment realizat de mine” (AC, 05.12.2012). Erorile mentionate au
misiunea de a ironiza lipsa de cultura lingvisticd a politicianului roman,
primarul sectorului 5 din Bucuresti.

4) Imprumutul si calcul. Drept rezultat al intensificirii relatiilor
internationale si patrunderii in societatea noastra a unor fenomene apartinand
realitatilor strdine, o cauza obiectiva a aparitiei ocazionalismelor o reprezinta
imprumutul si calcul. Pentru ilustrare: ,,Pind si marele Gutd a dat-0 pe
reggaetoane si housereala.” (AC, 07.11.2012). Cuvantul housereala 1si are
origine in englezescul house (muzica dance electronica care a luat nastere in
Chicago, initial popularizata in discoteci), prin atasarea sufixului —eald. Un
alt exemplu de calc este: ,,dezgheful gorbaciovist” (LA, 14.10.2010), unde
cuvantul dezghet, preia semnificatia rusescului ommenenv si se refera la
perioada cand M. Gorbaciov se afla la conducerea Uniunii Sovietice si cand
au inceput a se ameliora relatii cu tarile vestice. Inca un exemplu: ,,Cea mai
buna mistificare intinsd Pacalitorului Suprem al Ardealului de Nord cata sa
hie ceea cu tigarturile, vreo sapte-opt la numar, pe care Echinoxistii
imprimasera titula Intiiului volum al universitarului clujean.” (Pitu 2002: 90).
Ocazionalismul format in baza cuvantului englez T-Shirt cu adaugarea
desinentei de plural romanesti -uri se refera la piesa vestimentara respectiva.
Desi T-Shirt este un cuvant raspandit in limba roméana, forma tisarturi este
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una ,,neaosa”, ocazionala.

Printre factorii extralingvistici de aparitie a ocazionalismelor putem
mentiona:

1) Captarea atentiei cititorului”. Nu de putine ori se recurge la
folosirea formei originale a cuvantului nou, care scoate la iveald semantica
acestui cuvant. In acest caz este vorba de asa numita deautomatizare a
perceptiei. Vom exemplifica: ,,Este Ipate Stan un nume valah? De ce Patitul?
A patimit, a trecut prin furcile caudiene ale alterizarii, ale straneizarii, ale
STANificarii, a cunoscut-o pe propria sa nevasta in chip de alien, de xenos, i-
au fost baba si dracul proxeneti de ocazie.” (Pitu 1991: 186). Lexemul
STANificare capteaza, fara indoiala, atentia cititorului, dar si permite, dat
fiind contextul respectiv, o reconsiderare a viziunii autorului cu referire la
personajul Stan Patitul, implicand o aluzie la procesul de devenire, asemenea
personajului care a trecut prin multe Intdmplari neplacute, tragand
invataminte din acestea (cu sensul de ,,a se transforma in Stan Patitul”).

Deseori ocazionalismele sunt parti componente ale titlurilor
articolelor publicistice sau ale denumirilor rubricilor din ziare sau reviste. Si
in aceste situatii, intentia autorului este de a capta atentia cititorului. De
exemplu Cu madinile furate (AC, 14.11.2012): aluzie la expresia a fi cu
mdinile curate;, Sau Redactia socuri si concursuri (AC, 21.11.2012): aluzie la
denumirea unui departament TV ,,Redactia jocuri si concursuri”.

Fara indoiald, cititorul poate fi tentat sa citeascd un articol sau altul
daca interesul sdu este incitat de ineditul exprimarii autorului, fara expresii si
constructii rasuflate. Astfel tendinta de debarasare de sclavajul limbii de
lemn® se numirad printre factorii lingvali ce determini aparitia
ocazionalismelor. Mai mult ca atat, saracia informationald, dar mai ales cea
emotionald sau expresiva a unitdtilor ce fac parte din lexicul uzual
conditioneaza creatia unui lexic nou, purtdtor de semnificatie concreta si, in
mod special, de un grad inalt de expresivitate. Venim si aici cu un exemplu
din corpusul selectat: ,,Nu pricepeam principialitatea asa cum ar fi cerut-0
parametrii hermeneutici ai momentului conversational, ai cronotopului

Z Pentru detalii a se vedea de asemenea N. Babenko (BaGerko 1997: 3)

*Desi multi lingvisti, de exemplu R. Zafiu, L. Rosca si A. Cornea, pun la indoiala
procesul de renuntare la limba de lemn in articolele de presa, mentiondnd ca in
prezent s-a instituit o noud limba de lemn cu anumite trasaturi specifice cum ar fi
»metaforizarea excesiva”, caracterul neologic al vocabularului (cu predilectie pentru
anglicisme), utilizarea elementelor argotice, reinvierea ,retoricii politicianiste”
(Dumistracel 2011: 205), existenta cuvintelor ocazionale (acestor efemeride lexicale)
in textele publicistice ne demonstreaza, totusi, ca autorii, §i in special jurnalistii, se
conforma tendintei de a se debarasa de limba de lemn.
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ceausin, ce mustea de reziduuri din limba de brad staleniniand, adinc infipta
in isteria bolsevicioasd” (Pitu 2002: 203), in care cliseul limba de lemn este
inlocuit prin Tmbinarea ocazionald limbd de brad, ce implicd inevitabil
imaginea Siberiei staliniste, plind de brazi, §i face aluzie la cliseele
discursului politic din perioada sovietica.

2) Precizia exprimarii. Necesitatea vorbitorului de a-si exprima mai
precis gandul reprezintad un factor pentru apelul la creatii lexicale neobisnuite,
in conditia in care cuvintele uzuale, in opinia autorului, ar putea fi
insuficiente pentru aceasta. Ocazionalismul, fiind de cele mai dese ori un
lexem derivat, este capabil de a desemna anumite nuanfe semantice care le
lipsesc cuvintelor uzuale: ,,O data absurdul cobiltiie dogmele seculare, alta
data e pus in slujba acelui gen de negativitate propriu statului totalitont: unde,
nicicind sigur pe sine, ciolovecul bolseviciat gindirostivietuieste la umbra
simultanietatii tezei cu antiteza [...]” (Pitu 2002: 239). Lexemele bolseviciat
si a gindirostiviefui denotd anumite nuante semantice care sunt improprii
cuvintelor uzuale ,,viciat” sau ,,a gandi / rosti / vietui” luate aparte. Prin
crearea lexemului bolseviciat autorul sugereazd nu doar o simpla stare de
fetiditate, ci invoca, suplimentar, ca aceastd stare vicioasd este cauzatd de
hegemonia puterii bolsevice. Verbul a gandirostiviefui denotd viziunea
autorului asupra complexitatii existentei umane, cdci omul este o fiinta
ganditoare, vorbitoare si vietuitoare, or in limba inca nu existd o unitate
lexicald care sd exprime toate aceste atributii umane ca un tot unitar, iar
fiecare actiune in parte (daca ar fi fost folosita astfel in context) nu invoca
implicit pe celelalte doua.

3) Brevilocventa. Tendinta vorbitorului de a-si exprima gandul intr-0
forma laconica reprezintd o cauza pentru crearea cuvintelor ocazionale, din
motiv cd unitatea lexicald noud ar putea inlocui o Tmbinare de cuvinte. De
exemplu: ,,Abia pe urma, cind a realizat ca se urcase, de fapt, in masinuta cu
ministri cinstiti, dar neprinsi, a copy-lotului Ponta, fard sa ia seama cine o
conduce si incotro, pe biata femeie au cuprins-o regretele.” (AC, 17.10.2012).
Lexemul copy-lot enuntd prin forma sa concisi o multitudine de idei. In
primul rand, cititorului i se comunica pozitia premierului romén Victor Ponta
in relatie cu Crin Antonescu, guvernarea carora a fost caracterizatd de presa
romaneasca drept guvernarea ,,co-pilotilor”, in al doilea rand, avand in vedere
contextul dat, lui Victor Ponta i se atribuie functia de copilot al
autoturismului In care a urcat ,,biata femeie”, iar in al treilea rand se face
aluzie la faima de ,,plagiator” (de le eng. to copy” ,,a copia”) al premierului

*Faptul alegerii de citre autorul ocazionalismului copy-lot a cuvéantului englez copy
poate fi explicat prin necesitatea pur formala de a crea un calambur prin analogie cu
lexemul roméanesc copilot, or utilizarea, in acest caz, a romanescului copiere, (a)
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roman. Ne punem intrebarea, daca ideile autorului ocazionalismului copy-lot
in contextul respectiv ar fi avut acelasi efect ilocutiv in conditia in care ar fi
fost exprimata prin cuvinte uzuale? Cu sigurantd nu. Textul ar fi pierdut nu
numai din concizie, dar i din farmecul stilistic.

4) Factorii pragmatici. Necesitatea autorului de a sublinia atitudinea
sa fatd de obiectul sau fenomenul pus in discutie, de a-i da o0 apreciere, 0
caracteristica, reprezintd deseori un motiv pentru crearea ocazionalismelor.
Incarcatura estetici, emotionald ii este sugerati cititorului prin insisi
structura cuvantului nou creat: , Hasasinii erau deasupra Coranului, Securoii
Caghebeici - deasupra lui Engels, Marx, Lenin, Trotki, Stalin, Mao, instalind-
se ei in uniune mistica [...]” (Pitu 2002: 280). Intuitiv, facand apel la
experienta lingvistici® pe care o are, cititorul percepe o notd de sarcasm, de
dispret fatd de reprezentantii acestui organ de stat.

Cu titlu de parantezd mai mentiondm cé un rol important in procesul
aparitiei si raspandirii cuvintelor ocazionale il joacd si particularitdtile
individuale ale vorbitorilor, avem in vedere aici, in mod special, simtul
lingval al vorbitorului si deprinderea sa de a utiliza creativ mijloacele lexicale
mijloace de formare a cuvintelor. Luand in consideratie aceste particularitati,
cuvintele ocazionale sunt strans legate de autorul lor, anume din acest motiv
in multe lucrari lingvistice ocazionalismele sunt denumite si ,,inovatii ale
autorului” sau ,,neologisme individuale”.

In contextul problematicii puse in discutie considerim rezonabil de a
observa ca delimitarea cauzelor ce provoaca aparitia ocazionalismelor este
una formald. De reguld, aceste cauze nu actioneaza in mod separat, ci mai
degraba interactioneaza, generand creatii lexicale noi, neobisnuite ca forma si
foarte expresive.

Sintetizdnd cele spuse, putem concluziona ca la aparitia
ocazionalismelor contribuie un sir de factori extralingvali, printre care
mentiondm: tendinta spre o exprimare ineditd prin care se urmareste captarea
atentiei cititorului, necesitatea exprimarii precise §i laconice, nazuinta
autorului de a scoate in evidentd atitudinea sa subiectiva fata de fenomenul

copia, copi- nu ar avea efectul scontat si ar ramédne neinteles, pe cand(to) copy
realizeazi intentia autorului atat din punct de vedere pragmatic, cét si structural. In
plus, putem intui incd un calambur, si anume acest lot ar putea proveni de la engl. a
lot ,,mult”, obtinidnd in rezultat aluzia la to copy a lot ,,a copia mult”, cu alte cuvinte
,-a fl un plagiator”.

*Din practica lingvistici pe care o are, vorbitorul de limbi roméana cunoaste ci
sufixul -oi este un sufix augmentativ si denota o atitudine zeflemitoare fata de cele
exprimate.
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invocat. Un rol important in procesul de creare al ocazionalismelor 1l joaca
factorii lingvali cum ar fi tendinta spre concizie, manifestatd indeosebi prin
crearea cuvintelor telescopate, si tendinta spre claritate, exprimatd prin
motivarea transparentd a ocazionalismului creat. Nu in ultimul rand se cere
consemnatad importanta analogiei, care are un rol fundamental atat in crearea
ocazionalismului, cat si in descifrarea, intelegerea sa de catre locutor.
Greseala, dupa cum s-a mentionat anterior, contribuie de asemenea la aparitia
ocazionalismelor cu efect stilistic, evocand, de regul, ironia.

Se cere accentuat aici incd o data faptul ca factorii descrisi anterior
sunt capabili sa actioneze distinct, dar si sd interactioneze intre ei.
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Abstract
This paper reviews the factors that cause the production of nonce-
words in language. These factors may act separately, but may also overlap
through interaction. The individual genesis of nonce-words is being
emphasized, insisting on the reasons of their use, and the impact this
language phenomenon has on the reader/listener.
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Weisheit der Bibel und der Mérchen

Prascovia GARGALIC, prof. de limbd germand
Liceul Teoretic ,,M. Eminescu“, Balti

Als  Weisheit wird eine transkulturell-zeitlose, universal-
menschliche, reale oder ideale aber als gottlich verliehen gedachte,
exzeptionelle Fahigkeit bezeichnet. Es gibt tausende Definitionen und
Konzepte der Weisheit von Philosophen, Theologen, Wissenschaftlern,
Schriftstellern.

Wie gliicklich ist ein Mensch, der die Weisheit gefunden hat!
Weisheit besitzen ist besser als Silber, wertvoller als das reinste Gold. Sie ist
kostbarer als Edelsteine; nichts, was man sich wiinschen konnte, ist mit ihr
vergleichbar. Mit der rechten Hand bietet sie dir langes Leben und mit der
linken Wohlstand und Ansehen. Sie erfiillt dein Leben mit Gliick und
Sicherheit. Sie ist der wahre ,Baum des Lebens“; wer sie erlangt und
festhélt, kann sich gliicklich preisen!

In der Bibel wird Weisheit als Geschenk Gottes dargestellt. So
bekam der weise Salomo seine sprichwortliche Weisheit als Antwort auf ein
Gebet (Kapitel 1. Konige Versen 3,5-14) Mérchen beeinflussen unser Leben
sehr viel mehr, als wir meinen. Schon lange ist bekannt, dass die Mérchen
keine erfundenen Liigengeschichten sind, sondern in Bildern und
Stimmungen  ausgedriickte =~ Wahrheiten, die frither iiberwiegend
Erwachsenen erzihlt wurden und nur derjenige konnte sie entdecken, der sie
mit dem Herzen horte.

Es waren einmal zwei Briider, der eine hiefl Jacob, der andere
Wilhelm, und weil die beiden unzertrennlich waren, nannte man sie einfach
"die Gebriider Grimm". Die Briider Jacob und Wilhelm Grimm waren
fasziniert von den Marchengeschichten. Sie sammelten die Erzahlungen, um
sie zu bewahren. Die Briider Grimm kamen aus einem evangelisch-
reformierten Elternhaus. Grofivater und Urgrofvater waren Pfarrer in
reformierten Gemeinden. Das wirkte sich auch auf ihre Arbeit aus, die sie
durchaus als einen religiosen Auftrag empfanden. Jacob schrieb: ,,Gott will
doch, dass wir auf Erden leben und unsere Zeit erfiillen. Und er prézisierte:
,,Gott hat die Welt erschaffen und das Leben gesetzt, unsere Wissenschaft
besteht auch darin, die mannigfaltigen Verhéltnisse und Gesetze dieses
Lebens zu erkennen.“ Die Briider verstanden ihre Arbeit als religidse
Aufgabe, als ihren Auftrag. Oft begegnen und verwickeln sich Mérchen und
Bibel dabei in ganz iiberraschender Form.

Marchen beeinflussen unser Leben sehr viel mehr, als wir meinen.
Die Bildersprache von Bibel- und Mérchenwelt ist im Grunde ein
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interkulturelles Esperanto der menschlichen Seele. Schon lange ist bekannt,
dass die Mirchen keine erfundenen Liigengeschichten sind, sondern in
Bildern und Stimmungen ausgedriickte Wahrheiten, die friiher iiberwiegend
Erwachsenen erzahlt wurden und nur derjenige konnte sie entdecken, der sie
mit dem Herzen horte. Wéahrend Marchen generationsiibergreifende
Antworten auf die zeitlosen Fragen des Lebens aufzeigen, erzéhlt die Bibel
von Gottes zeitloser Antwort auf die Fragen nach Leben und Tod.

Biblische Symbole entdecken

Wer sich in die Méarchenwelt hineinbegibt, findet - vordergriindig -
wenig religiose Elemente. Man muss sich auf die Symbolsprache des
Mirchens einlassen, um zu entdecken, dass es durchaus bedenkenswerte
»Botschaften im Maérchen gibt. Dabei werden erstaunliche Parallelen zur
biblischen Sprache erkennbar.

Vielleicht ist das Wegmotiv das verbreiteteste Symbol der biblischen
und der Mérchenwelt. Der Mérchenheld muss - wie Abraham - seine Heimat
verlassen und in die ungewisse Ferne wandern. ,,Weg* und ,,Wanderung*
bedeuten immer Verdnderung wagen, dem Wachstum Raum geben,
Erfahrungen sammeln. Man muss sich auf die Symbolsprache des Méarchens
einlassen, um zu entdecken, dass es durchaus bedenkenswerte ,,Botschaften*
im Mairchen gibt. Dabei werden erstaunliche Parallelen zur biblischen
Sprache erkennbar.

Es ist spannend, Mirchen und Bibel miteinander ins Gesprach zu
bringen. Ein besonders instruktives Beispiel ist dafir das Mérchen von
,Hansel und Gretel” und die biblische Erzédhlung von ,,Adam und Eva®. In
beiden geht es um die uralte Frage: Ist der Verlust der Urheimat bei Gott/bei
den Eltern eher eine Vertreibung oder eine Befreiung aus dem ,Paradies’ des
Elternhauses? Es gibt gute Griinde dafiir, dass es eher eine Befreiung’ ist,
sowohl fiir die Mérchenhelden wie auch fiir die biblischen Helden.

Wer braucht die Mirchen?

Mirchen sind nicht nur fiir Kinder. Mérchen sind psychologisch
gesehen sehr wertvoll, das Gute besiegt immer das Bose. Die Bedeutung von
Mairchen ist, dass sie eine simple Moral haben. Gut wére vielleicht ein
Happy End. Die meisten Mérchen sind ururalt, die Urspriinge kommen vom
Anfang der Menschheit, ja wirklich, als wir noch Steinzeitmenschen waren,
haben wir uns schon am Lagerfeuer fantastische Geschichten erzahlt. Und
das ist das magische: Mérchen sind unsterblich. Sie sind uralt und doch
immer wieder neu.
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Difficulties in the Translation of Fauna Idioms from English into
Romanian and Russian

Angela CALARAS, lector superior
Universitatea de Stat ,, Alecu Russo” din Balfi

Cuvinte-cheie: strategie, substitutie culturald, asimilare, sens direct (literar)
si idiomatic, echivalentd completd, echivalenta partiala, parafrazare.

Idioms occupy a special place in phraseology as they give flavour
and a certain colourful effect to people’s speech. Language learners have
always shown a great interest in learning idioms as they help both students
and translators to bridge the gap between cultures. Linguists claim that
special care should be taken working with idioms in order to avoid ambiguity
in language. It is known that phraseological units or idioms represent what
can be described as the most picturesque, colourful and expressive part of the
vocabulary [1; 146].

The given article dwells on fauna idioms and the main reasons which
make these idiomatic expressions such a difficult issue for language learners.
To cope with this difficulty scholars suggest three strategies to be used by
translators and they affirm that it is up to the translator to adopt the one he
sees most suitable in the given text under translation [2; 60]. However,
“stress is laid on cultural substitution in which the meaning is given priority
over the form in order to preserve the cultural flavour of the target
language” [1;149] . It is considered that the cultural dimension seems to
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constitute the most serious problem in translating idioms between English
and Romanian/Russian. According to Larson “We may treat animals badly
but our culture, our dreams, and our waking thoughts are full of them. They
dominate religion, art and language. Every language is full of animal
idioms” [5;140]. The linguist affirms that an” idiom is a word or phrase
which means something different from what it says, its meaning is not literal,
but can be understood by the users of that language and region”.

Some of them have a history for instance in English “No Room To
Swing a Cat” is a maritime idiom: sailors were punished by being whipped
with a whip called a 'cat o'nine tails' (and a space was cleared on the ship so
that the person doing the whipping had room to swing the cat) [7;124]. Some
are nonsensical but rhyme like the “Bees Knees” which means a person of
importance[7;91] and “Dog's breakfast” is an idiom used to describe a total
mess or disaster; If a particular recipe was botched so badly that no person
would eat it, it would be given to the dog[7; 252]. Another idiom “Barking
up the wrong tree” goes back to the practice of hunting with dogs. If a dog
followed the wrong scent it might find itself barking at a tree that held
nothing [7;373]. According to Richards and Schmidt [8: 246], an idiom can
be defined as: " an expression which functions as a single unit and whose
meaning cannot be worked out from its separate parts." Thus, the meaning of
the idiom to have a bee in one's bonnet is: " to be continually occupied with,
or obsessed by one idea or thing. This meaning has nothing to do with the
meanings of the separate words of which the idiom is composed. However, it
is to be noted that an idiom usually has started as a phrase having a literal
meaning which then starts to be used in a figurative way. H. Hulban [ 4.:117],
argues that there must be some relationship between the meaning of most
idioms and the meanings of their constituents at some time in the past, and, if
not, they would not have been expressed by them. Idioms, therefore,
constitute a problematic area for both foreign learners of English and
translators. The foreign learners should possess a good knowledge of idioms
in terms of their true meanings as well as their cultural associations. As a
matter of fact, fauna idioms are rather problematic and difficult to learn. This
can be accounted for a number of factors that are related to the nonliteral
meanings of idioms or to the odd word grouping of some idioms, or rather to
the rigid word order of some idioms. Other factors can also be detected. H.
Hulban [ 4: 118] mentions four more such factors: insufficiency of teaching
techniques followed in this very area, inadequacy of the criteria of textual
frequency, the foreign learning situation in which English is learned, and lack
of cultural assimilation on the part of the students. Thus, the translator, on the
other hand, has a great responsibility laid on his shoulder: he should possess a
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good mastery of idioms in terms of meanings and cultural backgrounds and,
what is more importantly, he should give equivalent idioms in the target
language to which he is translating, taking into consideration the cultural
differences that may arise between both languages due to the symbols certain
fauna elements might have in different cultures. Makkai A. [6;36] states that:
‘The translation of idioms is as difficult as it is central”. While Larson
(5:143), considers that idioms should be translated with great care:’” The
translator must first be sure of the meaning of the idiom and then look for the
natural equivalent way to express the meaning of the idiom as a whole’’.
The difficulty arises from the fact that words of an idiom should not be
translated literally " [2: 63]. It has also been empasized by Larson [5:20],
that:>> The real danger comes in translating an idiom literally, since the
result will usually be nonsense in the receptor language’’. \Words of an
idiom, therefore, are not to be translated in isolation; rather the translator
should go after the real meaning or image transferred by each idiom. In this
respect language learners come across the following problems: 1) It may
sound rather difficult at times to be recognized on the part of the translator
that he is facing an idiom in a given text. This is due to the fact that not all
idioms are to be recognized easily. Some idioms are easier to recognize than
others. To overcome such a problem, the translator may resort to literal
rendition as a start and see whether the meaning fits, and if not, i.e., if the
literal meaning does not make sense, he can then recognize it as an idiom and
deal with it as such: " Generally speaking, the more difficult an expression is
to understand and the less sense it makes in a given context, the more likely a
translator will recognize it as an idiom." [Baker, 1992: 65]. 2) Another
problem the idioms that have two meanings, one of which is literal, and the
other is idiomatic. So, the idiom “A white elephant”- has two meanings.
The first is literal, (something that is not useful and costs a lot of money to
maintain), whereas the second is idiomatic ( a secret that is not disclosed) [3:
220] . The second idiom “a fly in the ointment” has its literal meaning ( a
little flaw that ruins something good) and the second is idiomatic (an
undesirable or a quarrelsome person ) [3; 259]. The text-type in which such
expressions are used will determine which of the two meanings is intended,
and then the translator makes his decision regarding the strategy he adopts in
dealing with those expressions. Examining the problem of idioms M. Baker
considers that the translator can achieve the best effect in his rendition of
idioms by selecting any of the three strategies to be discussed next [2;71-78].
Thus, three different strategies are suggested to help the translator in his
endeavor to produce the most effective counterpart for any idiom he may
encounter in the source text. It is to be noted that the first two strategies may
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be regarded as more effective than the third one, which he may choose as a
last resort if he finds out that the other two strategies prove inapplicable.

1.Total Equivalence (Form + Meaning) According to Baker M.
[2:72]," this strategy of finding an idiom of similar meaning and similar form
in the target language may seem to offer the ideal solution, but that is not
necessarily always the case". It is to be emphasized that idiomatic
expressions are culture- bound. A great majority of idioms, in all languages,
have cultural associations which make them peculiar. G. Coltun [1:152]
states that a lot of English and Romanian/Russian idioms have appeared as
metaphors which started to be used, unchanged until they have been
recognized as established forms of a given language. This point is later
mentioned by H. Hulban [4:119], when he argued that " The meaning of
many idioms results from the figurative extension of the original situation
which is often unknown to the majority of speakers. . Again, this aspect has
been pointed out by Larson [5:21], when he mentioned that idioms are
figures of speech and as such,’” are often based on stories or historical
incidents. Many times, the origin of the figure is no longer apparent’’. When
culturally remote languages such as English and Romanian/Russian are
involved, it is not advisable to resort to total equivalence since the source
language idiom and the target language idiom may have distinct cultural
implications. It is worth mentioning that many English idioms have got
currency in the Romanian language through translation, and have been used
to a great deal in the daily journalistic register or present — day writing. In
fact, such a phenomenon has become so common in modern Romanian that it
might be thought, at times, “that such expressions are originally Romanian.
This is probably explained by the fact that some languages have a unique
ability to digest the foreign terms and make them look like the genuine ones
in them “ [1:160].The following examples illustrate the usage of many
foreign idiomatic expressions in present-day Romanian: To shed crocodile
tears / To fish in troubled water/ Lion’s share.

2. Partialal Equivalence (Similarity in meaning not in form). This
strategy involves translating an ST idiomatic expression into its equivalent
TT idiom which conveys the same meaning, but has a different form. It is
often possible to find an idiom in the TL which has a meaning similar to that
of the SL idiom, but which consists of different lexical items. The translator
should possesse a good cultural background concerning the idiomatic
expressions he may be faced with. A lack of such a background may prevent
him from getting the real image and the comprehensive idea and/ or meaning
behind any idiom having a cultural specification. It is worth mentioning that
having a good cultural background about idioms is a necessity which is
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supposed to make the translator not only get the true and complete meaning
of idioms, but also’’ to enable him to find equivalent idioms having the same
or similar functions in the TL’’. [5:30].Moreover, cultural background has
been looked upon as a must in translating idioms if the translator searches to
produce a truly effective target language text” The cultural background is the
only way out to translating idioms in an equivalent way’’( [9:51]. The
following are illustrative examples of ST idioms which have been translated
into their TT counterparts which carry the same meaning, but differ in their
forms: Cock and bull story- a silly, made up story( din pod); It rains cats
and dogs -a hard rain ( toarna ca cu galeata).

3. Paraphrasing is applied to demodivated idioms. According to
Charles Bally [9: 68] “demotivated idioms are characterized by the integrity
of meaning as a whole, with the meaning of each of the components entirely
lost”. This usually occurs when the translator comes across idiomatic
expressions in the SL which have no corresponding idiomatic expressions in
the TL, or, more often, when he fails to find an idiomatic expression in the
TL that matches the one used in the SL. Paraphrasing may be considered the
most common way of translating idioms when a match cannot be found in the
TL or when it seems inappropriate to use idiomatic language in the TT
because of differences in stylistic preferences of the SL and the TL. It is to be
noted that this strategy is best applied to such idioms which are less culture-
specific than others, otherwise the cultural flavour will be lost. Let’s
compare some examples of paraphrasing-“To let the cat out of the bag” a
divulga un secret; “ A dirty dog”- a mean, dishonourable person- o persoana
josnica; “To be on the high horse “- to insist on being treated with proper
respect; behave haughtily or arrogantly/ a se comporta arrogant [ 3:200-
246]; “A cduta iepuri in biserica”- a pierde vremea/ to waste time; "A-i
trece un sarpe rece prin sin »- a se inspaiminta, a se ingrozi / to get
frightened[10 :136-150]. Practically, there are very few idioms having
exactly the meaning of the component words. Nevertheless, one may say that
their meaning is based on the literal meaning of their constituents. For
example, the phrase “as mute as a fish” (a tdcea ca un peste) means "a
person who doesn't say a word, who keeps silent"[3;p75].A slight figurative
meaning may be met in all phrases, and this is the reason why we say that a
phrase is a sense unit. Here, we may talk of a surface and deep_meaning of
idiomatic phrases. Idiomatic phrases, among which "to let sleeping dogs
lie"-a pune cdinii pe cineva", contain in their deep structure a smaller or a
deeper degree of abstraction, giving the possibility of expressing new notions
through already existing complexes. It is very important to note that when
speaking, people keep the dual meaning of a phrase only in their
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subconsciousness, the abstract meaning being met both in the process of
encoding and decoding. If this condition was not fulfilled, communication
would be extremely difficult, imprecise, or impossible.

In conclusion it should be remarked that translation of idioms is a
complicated, problematic process due to certain factors that make idioms
distinctive and difficult to tackle. Some idioms are characterized by their odd
word grouping and/or their rigid and unjustifiable word order. Thus, when
dealing with idioms the translator should use on the one hand, his ability to
recognize and interpret an idiom correctly, and his success in finding the
most suitable rendition of an idiom into the target language, on the other
hand. ldioms are culture-specific, a matter which needs accuracy and
awareness on the part of the translator and in order to preserve such a
criterion, the translator should be careful enough, not only to avoid
literalisms— but also to endeavour to provide his readers, with idiomatic
translations which preserve both the meaning and the cultural colouring as
well.
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Abstract
Idiomurile constituie partea cea mai expresiva a vocabularuluie, atit
in limba englezd, cit si in cea romanda. Constructiile idiomatice sint
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considerate ca o parte componentd a limbii vorbite, Intrucit ele redau un
colorit specific limbii. Idiomurile ce contin elemente de faund comportd o
serie de dificultati in procesul traducerii dintr-o limba in alta, deoarece ele
reflectd trasaturi specifice culturii unei anumite natiuni. Pentru a efectua o
traducere corectd, translatorul trebuie sa tind cont de strategiile folosite la
traducerea lor, cit si de simbolismul pe care aceste elemente il au in cultura
data.

Hiatul ca fenomen lingvistic
(studiu de sinteza)

Natalia BANARU, lector universitar
Universitatea de Stat ,, Alecu Russo” din Balfi

Cuvinte chee: hiat, vocalele invecinate, calitatea si cantitatea elementelor
fonice, diftongi

In orice limba, vocalele invecinate constituie o problema complicata.
Este vorba de calitatea si cantitatea elementelor fonice din componenta
hiatului. In fonetica, un hiat este o succesiune de doui vocale ce fac parte din
silabe separate. Un exemplu de hiat atestam chiar in cuvintul hiat, care se
pronunta /hi'at/. Daca doua sunete vocalice constituie aceeasi silaba, ele nu
formeaza un hiat, ci un diftong, iar unul dintre cele doua sunete vocalice este,
de fapt, o semivocala.

Termenul de hiat isi are originea din latina populard literalmente
“spatiu, pauzd” ce provine de la “ hiare”, “gape”. In limbile engleza si
franceza, este ortografiat hiatus, in germana Hiatus si in spaniold hiato.
Fenomenul lingvistic de hiat ca termen fonetic apare, in primul rind, la
Cicero. In lingvisticd, oamenii de stiintd nu au ajuns la o opinie unanimi
referitor la fenomenul de hiat. in limba engleza, fenomenul dat se intilneste
ca: pause, break, gap, lacuna intermission, , interruption, suspension; in
limba romana: lacuna, interval, gol, discontinuitate, intrerupere, pauzi, o
intilnire a doua vocale pronuntate succesiv in silabe diferite, continuum,
succesivitate cu statut fonetic, dar nu si fonologic; in rusd: coueranue
IJ1acHbIX, 3MsIHMe, COeJWHEHHe, KOHTHMHYyM. Secventele  vocalelor
adiacente 1n mai multe limbi evocd o problemd complexa ce vizeaza
cantitatea si calitatea elementelor fonice. In cazul in care cele doua vocale
adiacente sint separate in doud silabe diferite, ele produc o continuitate
vocalicd numitd hiat: engl. cooperate, reality, theatrical, bluer, abbreviate,
cowing, layoff, alveolar, abeyance; rom. aortg, autor, raion, aviator,
coordonator, vacuum; rus. paduoysei, asponiam, 2epou, 60uH.
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Este evident ca limbile evolueaza continuu, de la formarea lor pina in
momentul in care dispar. Fonetica istorica, priveste evolutia fonemelor intr-
un segment temporal concret. Pe la sfirsitul sec. 11 si o buna parte a sec. 12,
limba engleza se afla sub influenta limbilor franceza si latina, ca rezultat al
cotropirii Normande. Aceste doud limbi erau des utilizate in sfera educatiei si
cea publicd. Pe la mijlocul sec. 12, isi face aparitia o noua limba mai mult
asemanatoare cu engleza veche, care a fost transmisa mai mult pe cale orala,
pe cind limba scrisa avea trasaturi distinctive ale limbilor franceza si latina.
Datele restabilite din sec.13 demonstreaza ca limba era o combinare de
material englez, francez si latin, care a pus baza unei limbi sofisticate si noi
inventii. Richard M. Hogg [Hogg 1987: 65] mentioneaza faptul ca secventele
hiatale vechi erau de doua tipuri:

1. Vocala lunga sau diftong + vocala anterioara ex. de-ist = thou

dost, so-es =shoe
2. Vocala lunga sau diftong + vocala posterioara, subdivizat in:

Cu toate acestea, este evident faptul ca tendinta englezei vechi este
de a pierde vocala atona cind aceasta urmeaza imediat dupa o vocala tona
lunga sau un diftong. Alti autori ca Girvan, Campbell, Brunner sugereaza ca
factorul crucial in determinarea naturii rezolutiei hiatului a fost vocala
accentuata sau diftongul.

Istoria limbii engleze sustine ca fonologia diacronica a invocat doua
metode de solutionare a fenomenului de hiat de-a lungul anilor, una este
tautosilabismul, unde doud vocale hiatale sint organizate in aceeasi silaba si
cea de a doua — heterosilabismul, unde doud vocale hiatale sint divizate in
silabe diferite.

O buna parte din textele vechi englezesti sugereaza ca, in majoritatea
cazurilor unde fenomenul de hiat, format dintr-o vocala tond sau diftong
imediat urmat de o vocala silabica atona, este solutionat prin evitarea vocalei
neaccentuate sau prin diftongare. In acest mod, cea de-a doua vocald devine
nonsilabica. In ambele cazuri, vocala tona sau diftongul obtineau durata unei
silabe.

In limba engleza moderna, a apirut un nou tip de solutionare si de
tinere sub control a secventelor hiatale. Cind constituentii de dreapta sint
accentuati, intervine procesul de disimilare vocalica, ce desparte continuumul
vocalic, redind constituentilor trasaturi distinctive unul fatd de altul prin
palatalizare, sonoritate: theatrical, piano, hiatus, iota, meiosis; sau
organizarea structurala ca: iambus, naive, hzena, aorta, diurnal, olio,
abbreviate, actuate, unde constituentii monoftongali sau diftongali
contrasteaza.
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Experimentalistul moldovean George Gogin afirma, in cercetarile
sale, referitor la vocalelor invecinate, ca structura articulatorie si acusticd a
grupurilor vocalice constituie o problema complicatd, deoarece purtatorii de
limba confunda sunetele pline (entitati integrale ce constituie silabe aparte)
cu diftongii, producind, astfel, confuzii in actul comunicarii. Metodele
actuale de cercetare a sistemelor sonore permit o analizd obiectiva a datelor
obtinute. Distinsul fonetist George Gogin a constatat ca cele sapte vocale ale
limbii romane literare contemporane (LRLC) constituie sisteme de grupuri
vocalice in hiat: binar, ternar, cvadrinar, cvintinar ex. contraofensivd, ca 0
aureold, nu e a europencei. Sistemele enumerate au fost constatate pe baza
exemplelor selectate din proza si poezia clasica si cea contemporana. Fiecare
sistem este caracterizat din punct de vedere matematic. Deci in LRLC,
vocalele hiaturilor se afld in sisteme, si nu in structuri fonice ocazionale.
Existenta hiaturilor in structuri sistemice constituie o legitate fundamentala a
vocalismului LRLC si formeazad un sistem unitar. Unul din postulatele
teoretice principale ale studiului limbii roméne se constituie in lansarea
conceptiei referitor la existenta hiaturilor in structuri sistemice [Gogin
2004].

Hiatul, in limba portugheza, este un continuum de vocale unite, unde
fiecare sunet 1si mentine caracteristicile sale fonetice, raminind ca nuclee ale
diferitor silabe. Cercetarile efectuate au demonstrat tendinta de a introduce un
element separabil intre aceste vocale. Hiaturile sint stabile cind una din
vocale este accentuata, iar cealalta neaccentuata Daca ambele vocale sint
neaccentuate, este evidenta tendinta, de diftongare a hiatului.

Limba rusa, de asemenea, poseda cazuri de hiat ex: xpucmuanun,
xpucmuancmeo, nuanuno. Multe din cuvintele ce contin secvente vocalice
sint stabilite ca Tmprumuturi de origine strdind, dar o bund parte din ele au
fost incorporate in limba foarte demult si, in unele instante, nu se manifesta
ca Tmprumuturi. Fonetistul rus R. I. Avanesov a cercetat citeva cazuri de
solutionare a hiatului: 1) reducerea sunetelor neaccentuate /o, a/ la /o/ dupa o
consoand nepalatalizata, 2) trecerea unei vocale inchise 1n altd vocald cu
aceleasi trasaturi specifice protejeaza hiatul de reducerea vocalelor. 3)
secventele [Vi] tind spre inserarea elementului de sprijin /j/

In limba spaniola, hiatul se referd la aparitia vocalelor adiacente
heterosilabice fie la limita cuvintului, de exemplu, la-escuela sau la limita de
silaba, de exemplu, re-al. Ca multe alte limbi, spaniola favorizeaza in mod
regulat alternanta vocald-consoand-vocald, si, prin urmare, hiatul este, de
regula, solutionat in vorbire. Tipurile posibile de rezolutie includ eliminarea
uneia dintre cele doud vocale, crearea unui diftong, coagularea celor doua
vocale in alta sau inserarea unui element de sprijin.
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Lingvigtii spanioli J. Jimenez, H. 1. Hualde, T. Navarro
diferentiaza contrastul diftong — hiat care, se pare, nu intotdeauna sint
reduse la diferentele structurii morfologice sau pozitie accentuatd ori
neaccentuata. Multi vorbitori disting doua clase de cuvinte: diftongi si
vocale in hiat Analiza spectrografica a demonstrat ca in pronuntarea
cuvintelor care contin diftong este o tranzitie usoard de la un element la
altul, pe cind in hiat este o discontinuitate abruptd a formantilor vocii
[Hualde1997 :65].

in limba italiana, secventele de doud vocale constituie diftongi, una
din vocale avind, din punct de vedere fonetic, statut de semivocala. in
limba italianad, numai vocalele /i/ si /u/ functioneazd ca membri
semivocalici in componenta diftongilor. In total, in italiand sint 21 de
diftongi, dintre care 6 cu semivocala /i/ pe primul loc, 6 cu semivocala /u/
pe primul loc, 6 cu /i/ pe locul doi si 3 cu /u/ pe locul doi. In rest,
secventele vocalice sint considerate bisilabice. Aceste observatii sint
stabilite in baza situatiilor fonetice si fonemice ale limbii vorbite. in proza,
poezie si alte forme artistice, continuumurile vocalice pot constitui
componentii unei singure silabe [Agaro 1965 :37, 40].

Dupa cum fenomenul de hiat este o lege a gramaticii universale,
este depistat §i in limbile germand si franceza si, ca toate celelalte limbi,
acestea nu tolereaza procesul dat in cursul vorbirii. Limba germana evita
hiatul prin intermediul ocluziunii glotale (glottal stop) nainte de V, EX:
Beamte [ba amts], pe cind limba franceza, prin eliminarea primei vocale din
cele doua ale continuumului. Ex: le amour [I'amur].

Opiniile fonetistilor referitor la segmentarea torentului vorbirii in
sunete separate deviaza de la un cercetator la altul. Unii afirma posibilitatea
delimitarii sunetelor in unitati articulatorii independente cu anumite trasaturi
fonetice, iar al{ii o neagd, sustinind ca torentul vorbirii formeazda un
continuum sonor indivizibil, ca sunete separate nici nu existd in vorbire.
Posibilitatea de a separa sunetul este sustinutd de prof. P. S. Kuznetov, care
accentueaza: ,,Vorbirea constd din consecutivitatea sunetelor vorbirii: orice
sunet al vorbirii poate fi separat de sunetul precedent si de cel urmator. Cu
toate ca exista prezenta tranzitiilor articulatorii si acustice de la un sunet la
altul, o atare separare o face orice vorbitor in limba data, o face cu o mare
precizie observatorul-lingvist, o face cu precizie si mai mare aparatul.”’[
Gogin 2004 : 4].

Schimbarile fonetice sint constante. Constanta schimbarilor fonetice
este un caz particular al legii care sta la baza oricarei stiine pozitive: aceeasi
cauza, actionind in aceleasi conditii, produce intotdeauna aceleasi efecte. In
domeniul foneticii, este important si se determine cauzele si conditiile
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prezente in fiecare tip de schimbare, pentru a clasa intr-o singurd categorie
schimbarile de natura identica si pentru a lua in calcul aparentele exceptii de
la o lege.

Profesorul filolog N. F. lakovlev a observat ca sunetele se modifica
in dependentd de pozitia lor fonetica, adica de vecinatatea altor sunete, de
accent etc. Foneticianul D. Jones subliniaza faptul ca fonetica instrumentala
demonstreaza ca unul si acelasi sunet nu poate fi repetat in aceeasi pozitie.

Fonemul, in conceptia mai multor scoli lingvistice, a convocat
discutii referitor la existenta sunetelor ca unitati discrete, ce ar putea fi
delimitate din torentul vorbirii. Ele sint caracterizate din diferite perspective:
producerea, prin actul de vorbire, apartenenta la un cod anume,
caracteristicile (de tip fizic, acustic si fiziologic), tipologia (vocale, consoane
si semivocale), regimul, in calitate de componente ale unor unitati specifice
nivelurilor integrante (cuvint, propozitie etc.) si, nu in ultimul rind, raportarea
la fazele procesului de comunicare (cea articulatorie, acusticd si
neuroceptiva).

Diferentele dintre sunete exista si datorita pozitiei lor in cuvint. in
vorbire, sunetele se rostesc inlantuite: migcarile articulatorii se interpatrund si
se leagd intre ele: un sunet Incepe sd fie produs inainte ca articularea
sunetului precedent sa fi luat sfirsit. Fenomenul dat se numeste coarticulatie.
De aici rezulta ca intr-un context fonetic — in cadrul unui cuvint sau la limita
dintre cuvinte, sunetele se influenteazd reciproc. Aparatele electroacustice
performante (spectrograf, oscilograf, computer), ne permit determinarea
indicilor acustici de frecventa, duratd, ton si intensitate, stabilirea modului de
articulatie, in vederea precizarii spectrului sunetelor, examinarea
schimbarilor fonetice si a cauzelor ce le produc, precum si interactiunea
vocalelor din secventele stabilite.

In timpul producerii vocalelor, organele articulatorii nu se alaturd
unele de altele si de aceea curentul de aer trece usor prin rezonatorul bucal.
Dupa cum s-a mentionat mai sus, caracteristicile sunetelor sint descrise din
punctul de vedere al pozitiei limbii fatd de palatul dur, al gradului de
deschidere a gurii si de rotunjire a buzelor.

Una din problemele majore in descrierea articulatoricd a sunetelor
vocalice este inexistenta unei bariere clare Intre diferite tipuri de sunete. Este
foarte usor de produs un sunet vocalic intermediar intre cel semiinchis si
mediu. Teoretic, este posibila emiterea unei vocale la orice distantd dintre
oricare doud sunete vocalice. Spre exemplu, daca se va rosti mai intii sunetul
[a:], apoi, lent, se va face o tranzitie la sunetul [i], vom observa cd limba
trece treptat prin pozitia sunetelor [e], apoi [e], pina, in final, ajunge in pozitia
specifica sunetului [i].
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Limba engleza, ca si alte limbi inrudite si neinrudite, posedd vocale
in hiat ce se afld in sisteme, si nu in structuri fonice ocazionale. La nivelul
foneticii fiziologice, acustice si perceptive, grupurile numite constituie
structuri bine conturate.

Problematica statutului fonematic este foarte complicata, deoarece
unii foneticieni considera ca secventele vocalice In hiat se comportd ca
structuri monofonematice, asemanindu-se cu diftongii corespunzatori, iar altii
le considera ca structuri bifonematice, fiind separate in silabe diferite.
Dinamica articulatorie §i acustica a sunetelor simple si compuse, a silabelor,
a cuvintelor si a frazelor in catena vorbirii prezintd un proces dinamic destul
de complicat, care are o structura deosebitd. Modificarea sunetului in timpul
vorbirii este destul de diversa. Lingvistii experimentalisti mai au multe de a
lucra pina a obtine ca atare probleme si fie rezolvate. Ele pot fi cercetate si
rezolvate in baza metodelor experimentale clasice si moderne, in temeiul
altor metode obiective §i subiective in complex pentru fiecare limba in
particular.
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Abstract

The sequences of adjacent vowels in any language evoke a complex
problem, that views the quantity and the quality of the phonic elements the
hiatus consists of. Pronouncing two vocalic sounds, there can be a pause
between them as a result of the reduction of the air current intensity that
comes out of the lungs. In this case those two adjacent vowels are separated
in two different syllables, producing a vocalic continuity called hiatus.
During the process of articulation, one of the vowels loses its syllabic
character, being included into a single syllable, with a single muscular
tension together with another vowel. During a thorough research it came out
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that in spoken languages sues a general predisposition of simplifying the act
of communication. There is a wide spread tendency to avoid the hiatus
through the introduction of a supporting element between those two adjacent
vowels. In some situations, the supporting element is not only justified but
also inevitable. The given article is a synthesized study of the conditions that
favour the phenomenon of the phonic elements’ neutralization, the causes of
devocalization, and the ways of hiatus avoidance.

K Bomnpocy o :kaHpe npuT4YM B TBOPYECTBE
BaabTepa benbsimnna

Haransas EBTOAMEBA, npenodasamens
Qunuan IIpuonecmposcko2o 20cy0apcmeenH020 yHusepcumema
um. T. I'. Illesuenko 6 2. Poionuya.

KuaroueBbie cioBa: mputya, mputda B TBOpuecTBe B. beHbsimMuHa, THI
TEKCTa (TEeKCTOBas MOJICIIb).

Wpero NMHIBUCTUYECKOrO aHajiu3a XyIOXKECTBEHHBIX TEKCTOB B
OTEYECTBCHHOM SI3BIKO3HAHWU OJHMM M3 IIEPBBIX Hayald pa3pabaTbIBaTh
akagemuk JI. B. lllep6a, KOTOpbIi B CBOMX ONBITaX JHHTBUCTHYECKOTO
TONKOBaHUsl cTuxoTBopeHmi («Bocnmomunanue» A. C. Ilymkuna, «CocHa»
M. 10O. JlepMOHTOB2) THIIET O TOM, KaK Ba)KHO «IPHyYaTh YYAIIUXCA K
JUHTBUCTUYECKOMY aHaJM3y TEKCTa H K PAa3bICKaHHIO TOHYAMIIHX
CMBICJIOBBIX HIOAHCOB OTJICNBHBIX BBIPA3UTENBHBIX 3JIEMEHTOB PYCCKOTO
s3pikay (Llepba JI. B. 1957: 26-27). UccnenoBarens MpOBOAUT MOAPOOHBIH
aHaMM3  BBIPA3UTENIBHBIX ~ CPEACTB  s3blKa  HAa  (HOHETHUYECKOM,
MOP(OJIOrHIECKOM, JIEKCHYECKOM, CHHTAKCHYECKOM U CEMaHTHYEeCKOM
YPOBHSAX, 4YTO MO3BOJNAET [JOCTHYb Oojee TJIyOOKOro MOHHUMAaHHS
MO3THYECKUX Mpou3BeneHUH. Llenb TakuX OMBITOB 3aKIIOYaeTcs B IOKase
«T€X JIMHTBUCTHYECKHX CPEJCTB, IIOCPEJCTBOM KOTOPBIX BBIpaKaeTCs
UeliHOe W CBSI3aHHOE C HMM AOMOIIMOHAJHLHOE COJIEPXKAHUE JINTEPATYPHBIX
npousBeneHuin» (Illep6a JI. B. 1957: 97). Ilo yo6exnenuro JI. B. llepOsr,
«IPHUBOJIUTH K CO3HAHUIO» ITU JIMHTBUCTUYECKUE CPEJICTBA JIOJDKHBI YMETh
KaK JIMHTBHCTBI, TaK U JIUTEPATypOBEIbl, TaK KaK OHH HE MOTYT
«IOBOJIBCTBOBAThCSI MHTYWLUEH M paccykgarb 00 HIesX, KOTOpble OHH,
MOJXKeT OBITh, HENPaBUIHLHO BeuuTaN U3 Tekctay (Llepba JI. B. 1957: 97).

B cdepe nurepaTypHOTO sI3bIKA JUBEPICHIMS MUNOE HMeEKCma
(“Textsorte”) neoObvaiitHo BenauKa. OCHOBHBIM BOIIPOCOM JIMHTBUCTHKHU
TEKCTa, TUCHMIUIMHBI, BO3HUKILEH B ceMuaecsaTbie Toabl XX B. U CTaBLICH
MpeeMHHIIEH PUTOPUKU M CTUIIMCTHKH, SIBIISIETCS OINpENENIeHUE TEKCTa Kak
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SI3BIKOBOM BEJIMYMHBI, KaK €JUHMIBI SI3bIKA, T. €. ONHCaHWE TNPH3HAKOB,
KOTOPBIE OTIMYAIOT TEKCT OT He-meKCmd.

ITog cTtmmem THma TekcTta, Bcienm 3a . 1. Puzenb, moapoOHO
onucasieii B 1975 r. nepapxuueckue OTHOMICHUS MEKAY CTHIMCTUYCCKUMU
CHUCTEMaMH M OCHOBHBIMH TEKCTOJOTHYECKUMH €IWHHUIAMHU, Mbl TIOHUMaeM
CHUCTEeMY WCIIONB30BaHUS S3BIKOBBIX CPEICTB, CYIIECTBYIOIIYIO Kak
BO3MOYKHOCTh M PEAFHOCTH SI3BIKA, T. €. 0OHAPY)KMBAEMYIO B S3BIKOBOM U
pedeBoM cTwisix. «byaydnm cuCTeMO#, CTWUNb THIIa TEKCTa OXBAThIBAET
3aKOHOMEPHOCTH Y3KO OTpaHHMYEHHOW cdepbl OOIIeHHWs Ha ypPOBHE THIIA
TeKCcTa, T. €. Kiacca TEeKCTOJOTHYECKHX EIWHHAIl C OJMHAKOBOW
(yHKUMOHANBHOW  cnenupuKod W TNPUOIM3HTENFHO  OJMHAKOBOM
CTWJIMCTHYCCKOW  aktyammsanumeit»  (Pusens D.T'. 2006: 72-73).  «Kak
HOpMUpYIOIHMI  oOpaser; THII TEKCTa  XapakTepusyercs Habopom
00sA3aTeNbHBIX  TEKCTOOOPA3yIOUIMX TMPHU3HAKOB M TpedrnojaraeT Hx
PETYISIPHYIO TOBTOPSAEMOCTD MTPH TEKCTONPOU3BOJICTBE — B 3TOM CMBICIIE THIT
TEeKCTa TOXJIECTBEHEH TMOHATHIO WHBapUAHTHONW Mozaenw». llpm Takom
MOHUMAaHUHU THUIBI TEKCTa UMEIOT WHIAYKTHBHO-OMITUPHUYECKUH CTATyC, T. €.
00ecTeynBaloTCsl ONpeAeICHHBIM MUHUMYMOM KOHKPETHBIX HaOI0AaeMBbIX
SI3BIKOBBIX W HES3BIKOBBIX MPU3HAKOB U COOTHOCATCS ¢ OOBbIIeHHOW chepoit
KOMMYHHUKAaIU. TUIBI TEKCTa MOTYT U JOJDKHBI CIIOHTAHHO PAacIiO3HABATHCS
KaK TaKOBBIE CPEAHECTATUCTUYECKMM HOCHTENEM Ss3blka. THI TEKCTa Kak
0003HaYCHNE KOHBEHIMOHAILHOTO 00pa3lia OpraHu3aliy JJs TEKCTOB C
AHAJIOTUYHBIMU CTPYKTYPHBIMH U (YHKIIMOHAIBHBIMH TPU3HAKAMHU HMEET
«moreopernueckoe mpoucxoxacauey (Uepuseckas B. E. 2003: 55-56).

B nanHO#i cTathe B NPUMEHEHHH K MPUTYE MBI Oy/IeM YHOTpeOsTh
TEPMHH <OKaHp» (MBI CUHTAaE€M €r0 BO MHOTOM CHHOHMMHUYHBIM TEPMHUHY
«THTl TEKCTa»), TOCKOJBbKY OH SIBISICTCS TPAIWIIMOHHBIM IPH OIHCAHWUU
XYA0)KECTBEHHO-ICTETHUECKIX TPOU3BEACHUH, TOrJa Kak TepMHUH mun
meKkcma WCTONb3yeTcss B JIMHTBUCTHKE, B OCHOBHOM, NPUMEHUTEIBHO K
TUTIOJIOTUYECKUM OTMCAaHUSIM HEXYJ0KECTBEHHOTO TeKcTa. llputdy MoxHO
OTJIIMYHTH OT TEKCTOB JPYTHX THUIIOB C MOMOIIBIO PsiJia KPUTEPHEB.

[MpuTya, Oyayyu BEIMBILIICHHON HCTOPHEN, OTHOCUTCS K SMTUYECKUM
(UKIUOHABHBIM  JKaHpaM, OTIMYMTENBHOW YEpPTOM KOTOPBIX SBIISETCS
HaJIM4Me He TOJIbKO CEMaHTHYECKOH, HO M XyJOXXECTBEHHOH, 3CTETUUECKON
UHQOPMAIUH, TPHYEM KpUTEpUH (PHUKIIMOHAIBHOCTU OTIENSET MPUTIY OT
HE(PHUKIMOHAIBHBIX, UICTOPUIECKUX TEKCTOB M JOKYMEHTOB.

O0s13aTeNIbHBIM YCIIOBUEM MTPUHAAJICKHOCTH TEKCTA K JKaHPY MPUTUYH
SIBTISICTCSl HAIMYHME KOTePEHTHOM aJIJIETOPHH: B TEKCTE MPUTYH MPUCYTCTBYET
Kak MHHUMYM OJMH TpaHC(QEpHBId CUTHAI  HWHOCKA3aTeNIbHOCTH
(OKCIUIMUMTHBIA TpaHCcEpHBId CHUrHAd, CQOPMYIHUPOBAHHBIA Ha YpPOBHE
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cofepKaHusl, MO0 MUMIUTMIUTHBIA TpaHC()EPHBI CHTHAJ, KOTOPBIH MOXKHO
U3BJIEYb U3 COJEPKAHUS IIOCPEACTBOM UHTEPIIPETALIUN).

PykoBo#CTBYSICb  3TUMHM  KPUTEPUSIMHM, PACCMOTPUM  IPUTUH
Banbsrepa benpsmuna (Walter Benjamin, 1892—-1940). Ha tBopuecTBo 3TOTO
HeMeluKoro ¢uiocoda M TeOpeTMKa KyJbTYphl —3HAYMTENBHOE BIIMSHHE
okazan MapkcusM. B. benpsimuH yumncs B yHuBepcuterax DpeitOypra u
bepmuna, B 191971, 3amurun B bepre mucceprammio «lloHsarne
XY0’KECTBEHHOW KPUTUKH B HEMELIKOM poMaHTH3Me. B 1925 r. yauBepcuret
®pankdypra-Ha-MaitHe oTBepr counHeHne B. benbsamuna «lIponcxoxnenne
HEMELIKOTO THWIIA TpareAun», BCIEICTBUE YEro BCSA €ro JAEATeNbHOCTb
MpoTeKaja BHE aKaJeMUYeCKOH cephl.

Camass wusBectHas pabora B. benpsmuna — «[IpousBenenus
UCKYCCTBA B 310Xy TEXHHYECKOW BOCIPOM3BOAUMOCTH», B OCHOBE KOTODPOM
JIEKUT uzes 00 aype XyH0KECTBEHHOI'O MPOU3BEICHUS, KOTOpas Hcye3aer,
€ClIi IIeNeBp THpakupyercs. B Hambonee KOHIEHTPUPOBAHHOM BHJIEC
ucropuueckass KoHuenuusi B. beHpsiMHHa U3NMOXKEHA B €ro  CTaThe
«O TOHSTHU UCTOPUMY.

ITocne npuxona k BiacTu HauucToB B. beHbaMuUH sMurprupoBan Bo
O®pannuio, otkyaa mocne okkymarwm Ppanmmu B 1940 r. GesycmenrHo
nbiTanics BolexaTh uepe3 Ucnanuro B CIIA. Ilocne cmeptu B. benpsiMuna
X. ApeHar, wuchbITaBinas — OOJIBIIIOE  BIAMSHHE €ro  WJACH, CcMorjia
nepenpaBuThes yepe3 rpaHuily u nepesesna B CLIIA ogauH 13 BapuaHTOB €ro
tekcta «O moHaTun ucropum». [lo MHenuto A. B. MuxaitioBa, TBOPUECTBO
B. benbsiMrHa He YKJIaJbpIBAIOCH B paMKu obmienpuHsaThix B 20-30-e TT.
MPEJICTABICHUH 0 HAYYHOM aesaTeabHOCTH. Ero dpopmanbHo npuHaiekarime
K HCTOPHMU JIMTEpaTyphl COYMHEHHS SBISIOTCS (uiiocodckumu B Oosee
IIMPOKOM CMBICTIE CJIOBA, TaK KaK MOJb3YIOTCS MCTOPHUECKUM MAaTepHaIoM
JUIE TIPOHUKHOBEHUSI B TIYOMHHYIO JIOTUKY WCTOPHUYECKOTO JBHXeHUs. B
MPUMEHEHUH K HallleMy MCCIICIOBAHUIO BaKHBIM MPEJCTABISCTCS TOT (aKT,
4yro B. BeHbsMUH paccMaTpUBaeT HCKYCCTBO KaK «KJIHOY K UCTOPHUH M MUDPY»
(beubsimuH B. DnekTpoHHBIH pecypc).

Cepust puty B. Benpsmuna ony6nukoBaHa B coopuuke M. bumiena
noJ oOmuM 3arojoBkoM «YBenuwueHue» (“Vergrdferungen®) m BKIIOYaeT
LIECTh 3aKOHYEHHBIX IMPOU3BEACHUH, OOBEIUHEHHBIX KOMIIO3HUIIMOHHO
3aroyioBkamu. JTo mputun «Yuraromuii pedenok» (“Lesendes Kind”),
«Ono3naBmmmii  pedenok» (“ZU  spdt gekommenes Kind®), «PebeHox,
ykpankoi Ttackaromuii  ciaamoctm» (“Naschendes Kind®), «PebGenok,
Kararomuiics Ha kapycemm» (“Karussellfahrendes Kind*), «HeakkypaTHbrit
peberok»  (“Unordentliches  Kind“) wu «CnpsitaBmmiics  peGeHOK»
(“Verstecktes Kind®).
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B kadecTBe cpencTBa KOMIIO3MIMOHHOTO YJICHEHHUS LUKIA Ha
COCTABJISIIOIINE KOMIIOHEHTBI, a TaKK€ B KadeCTBE CPEICTBA CMBICIOBOIO
BBIJCJICHUS] BBICTYNAeT JICKCHYECKUM MOBTOpP (JISKCHMUYECKas eAMHHULA
“Kind”). Bee mecth npuTd IPUMEPHO OJMHAKOBHI 110 00bEMY, BbIICPKAHBI B
OJIMHAKOBOM CTHJIC M OCBEINAIOT HECKOJIBKO MIIOCTACEeH JTMYHOCTH peOeHKa,
CUTYyalllH, B KOTOPBIX MPOSBIISIIOTCS T€ WM MHBIE TPAHU €TI0 XapakTepa.

JIMHIBOCTUIMCTUYECKUI aHANINU3 MPENCTABISIETCS JOTUYHBIM HAa4aTh
c obpa3a aBtopa. B xone wuHTepmnperauuu OyIyT pacCMOTpPEHbI TaKXke
KOMIIO3UIIMOHHO-pEeYeBble (DOPMBI TOBECTBOBAHHUS B TEKCTE, BOIPOCH
KOHTEKCTYaJIbHOTO B3aUMOAEUCTBUS CPEACTB PA3IMUHbBIX S3bIKOBBIX YPOBHEH
B TEKCT€ W TO, KaK 3TH CPEACTBa CIyXaT CTPYKTYpPHO-CEMaHTHYECKOH
OpraHU3alMy TEKCTOBOI'O LIENOTO.

OOpaz aBrOpa sBIAETCS «KaTeropueld, OOBEIUHSIONIEH Bce
9IEMEHTHl CMBICJIa M CTHJIS XYAO0)KECTBEHHOTO MPOM3BEICHHS B CIUHOE
uenoe» (HdomamHes A. 1. 1989: 60), «uemeHTHpyOmEel CHIOH, KOTOpas
CBSI3bIBAET BCE CTUIJIEBBIE CPEICTBA B LIEJBHYIO CIIOBECHO-XYIOKECTBEHHYIO
cuctemy» (bpargec M. I1. 1971: 52). OcranoBuMcst IOJIpoOHEH Ha TIEPBOM
(parmenTe u3 3T0# cepum nputy B. beHbsiMuHa.

Lesendes Kind'. — Aus der Schiilerbibliothek bekommt man ein
Buch. In den unteren Klassen wird ausgeteilt. Nur hin und wieder
wagt man einen Wunsch. Oft sieht man neidisch ersehnte Biicher in
andere Hinde gelangen. Endlich bekam man das seine. Fiir eine
Woche war man ginzlich dem Treiben des Textes anheimgegeben,
das mild und heimlich, dicht und unabléssig, wie Schneeflocken
einen umfing. Dahinein trat man mit grenzenlosem Vertrauen. Stille
des Buches, die weiter lockte! Dessen Inhalt war gar nicht so wichtig.
Denn die Lektiire fiel noch in die Zeit, da man selber Geschichten im
Bett sich ausdachte. Thren halbverwehrten Wegen spiirt das Kind
nach. Beim Lesen hélt es sich die Ohren zu; sein Buch liegt auf dem
viel zu hohen Tisch, und eine Hand liegt immer auf dem Blatt. Ihm
sind die Abenteuer des Helden noch im Wirbel der Lettern zu lesen
wie Figur und Botschaft im Treiben der Flocken. Sein Atem steht in
der Luft der Geschehnisse, und alle Figuren hauchen es an. Es ist viel
ndher unter die Gestalten gemischt als der Erwachsene. Es ist
unsdglich betroffen von dem geschehen und den gewechselten

! B mpuBeseCHHOM TEKCTE COXpaHEHbI aBTOPCKHE ophorpadus M MyHKTYarus

(ITpumeuanue — H. E.)
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Worten, und wenn es aufsteht, ist es tiber und iiber beschneit vom
Gelesenen (Deutsche Parabeln 2007: 131).

Yumarowuti pebenok. — Tl TOIy4daelms KHUTY M3 IIKOJBHOM
Ooubimorexku. KHUrM BBIAAIOT yyeHHMKaM MIIAAIINX Kiaccos. Jlumib
M3peAKa OCMENIMBAeIIbcs MOMPOCUTh KaKylO-TO OIPENEICHHYIO0
kHUry. C 3aBUCTBHIO IIOCMATPUBACIIb HAa KHUIH, NOMNABLIME B PYKH
npyrux. Hakonen nmomyuun cBoro. Ha nemyro Henemto Thl OJTHOCTHIO
OTIAJICS TEKCTY, KOTOPBI OKYTHIBaJT TeOsl, KaKk XJIOMbsI CHETa, MSTKO
W TailHO, TycTO © 0€30CTaHOBOYHO. ThI BXOOWJI Tyda C
0e3rpaHuYHBIM AOBepreM. THIIMHA KHWIHM, MaHALIas Bce Oaiblue!
Conepxanue ObUTO HE Tak YK BaxHO. [[oToMy 4TO uTeHHE Kak pas3
MPUIIUIOCH Ha TO BpeMs, KOTJa Thl caM COYHMHsUI HCTOPUHU Tepen
cHoM. TeOe emie TONBKO MNPENCTOUT PACHO3HATH HPUKIFOUEHUS
repoeB B KpyroBopore OYKB, Kak 0o0pa3 W TOCIaHWE B CyMaTOXe
CHE)KUHOK. B BO3myXe COOBITHI KHUTH — TBOE JbIXaHHE, W TEPOH
OBesiHbI UM. ThI TOpa3fo ONMXKe COMPUKACACIIbCS C MEPCOHAKAMH,
yeM B3pociblif. Thl 10 ryOMHBI Oy B3BOJIHOBAH MPOUCXOASAIINM H
NPOM3HOCHMBIM, H, KOTJIa Thl BCTA€Illb, CHET MPOUYUTAHHOTO BCE €IIe
nokpbIBaeT te0s1. (Ilepesod naw. — H. E.)

B nmanHOM TekcTe Tak ke, KaKk W B MATH OCTaJbHBIX, 00pa3 aBTOpa
XapaKkTepU3yeTcs BCEOOBEMITIONIEH, W HEOIpPaHUYEHHOU
MMOBECTBOBATEIILHON TepcnekTuron (die uneingeschrinkte, iiberschauende
Erzihlperspektive (JJomamneB A. M. 1989: 70). Mbl umeeMm Jneno c
HE3pUMBIM, HEOOO3HAYEHHBIM B TEKCTE IIOBECTBOBATEIEM, MaKCHMAaIbHO
MpHUOIIKEHHBIM K aBTOPY W BEIYIIMM IOBecTBOBaHME OT 3-ro ymna. OH He
MPUHAUIEKUT K JEHCTBYIOIIMM JIMIIaM XYA0KECTBEHHOTO MPOU3BEICHUS U
HE y4YacTBYeT B XYyJOKECTBEHHOM JEWCTBHH, a JIMIIL HAOIIOMAeT 32 HHM.
DTOT THN TOBECTBOBATEIsl B CHIIy €ro OOJNbIIed OOBEKTHBHOCTH YacTO
0003HAYAETCS KaK «ayKTOPHAIbHBINY, «00BEKTUBHBINY) TTOBECTBOBATEIb WU
aBTOP-TIOBECTBOBATEb.

DONeMeHThl Pa3INYHBIX YPOBHEH TEKCTa MPHOOPETAIOT CBOIO
XYZO0XXECTBEHHYIO 3HAUNMOCTh, B3aUMOJIECHCTBYSI MEXy COOOW B KOHTEKCTE.
OpnHOM M3 3aKOHOMEPHOCTEW KOHTEKCTYaJIbHOTO B3aWMOJEHCTBHUS CPENCTB
pa3IMuYHBIX YpOBHEH sA3bIKa SBISIETCS CTPYKTypa TPEUIOKEHUS H,
COOTBETCTBEHHO, CHHTaKCHYECKOE BBIJCJIEHUE CIOB, COCTaBIIAIOLINX
JIOTMYECKUM WJIM IKCIIPECCUBHBIN LIEHTP BbICKa3biBaHUs. B kauecTBe cpencTB
BBIJIETIEHNSI CJI0BAa WJIM CJIOBOCOYETAHHUSI MOTYT BBICTYIIATh 3KCIPECCUBHBIN
MOPSIIOK  CNOB  (CTWJIMCTHYECKOE TIEpBOE MM  IOCIEIHEe CJIOBO B
MpeIOKEeHNN), Hapuesinus u ap. llapoemtsmust sSBisieTcs OZHUM U3
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MIPUEMOB, HCIIOJNb3YyEMBbIX KaK B aHAIM3UPYEMOM TEKCTE, TaK U B OCTAJIBHBIX
mATH QparMeHTax, HaupuMep:

Dessen Inhalt war gar nicht so wichtig. Denn die Lektiire fiel noch in
die Zeit, da man selber Geschichten im Bett sich ausdachte. —
Cooepoicanue 6b110 He mak yoc saxcuo. llomomy umo umenue xax
pas npuulilocb Ha mo 6pems, K020a Mbl cam COYUHSLL ucmopuu neped
crom (Deutsche Parabeln 2007: 131).

OKCIUTUITUTHBIM TpaHChHEpHBIM CUTHAJIOM (curaamom
WHOCKA3aTeIbHOCTH) B  TEKCTE SBISAETCS  KOTCPEHTHAs  aJUICTOPHS,
MOCTPOCHHAS HA COYCTAaHWS HECKONbKAX CTUJIMCTHYECKHX IPHEMOB
(cpaBHenmuit 1 Mmeradop). B oCHOBE ITHX MPHEMOB JICKHUT CEMAHTHICCKUH
3JIEMEHT «CHET, CHEXKHBIC XJIOTbSI, CHS)KUHKI.

Fiir eine Woche war man gdnzlich dem Treiben des Textes
anheimgegeben, das mild und heimlich, dicht und unabldssig, Wwie
Schneeflocken einen umfing. — Ha yenyio nedento mot noanocmoio
0mOoaCcs MmeKkcmy, Komopbulii OKYmuleéal meds, KaK XjJA0nvsa cHezd,
MAZKO U MAHO, 2YCcmo U 6e30CTAHO80YHO.

Ihm sind die Abenteuer des Helden noch im Wirbel der Lettern zu
lesen wie Figur und Botschaft im Treiben der Flocken. — Te6e ewe
MONbKO — NPeOCmoum  pacno3Hamv — NPUKTIOYEHUs.  2epoes 8
Kpyeosopome OyKg, Kak 06paz u nociaHue 6 CyMamoxe CHeICUHOK
(Deutsche Parabeln 2007: 131).

IIporiecc packpeITHS TEMBI MOXKET OBITH ONMHCAH KaK KOMOHHAITHS
JIOTUYECKH OIPEIENIIEMbIX KPUTEPUEB, KOTOPhIC YKa3bIBAIOT Ha BHYTPEHHUE
OTHOIICHUS TaKUX OTACIBHBIX (PPAarMEHTOB COJCPIKAHHS, KaK 3arojOBOK,
a03anpl, npemiokenus. Ocoboe MeCTO B CEMaHTHKO-CTHIUCTUYECKOM
CTPYKTYpE TEKCTa 3aHHUMAIOT €ro Havajuo U KOHEll, TaK Ha3bIBaeMbIe CHIIbHBIC
no3uiuu  Tekcta. CyIIecTBEHHYI0 pOJb B KOMIO3UIIHOHHO-CHOKETHOM
CTPYKTYpE aHATM3UPYEMOT0 MPOU3BEICHHS UIPACT MOCIICIHES MPEUIOKEHHIE
(Es ist unsdglich betroffen von dem geschehen und den gewechselten Worten,
und wenn es aufsteht, ist es iiber und iiber beschneit vom Gelesenen. — Tol
00 21yOUHbl OYUU 8360THOBAH NPOUCXOOSUUM U NPOUSHOCUMBIM U, KO20A Mbl
ecmaeuib, CHeZ RPOYUMAHHO20 NOKpbleaem mebs chosa u cnosa (Deutsche
Parabeln 2007: 131)); oHO TOABOAWT HMTOT IIOBECTBOBAHHIO M 3aBEpIIAET
KOTEPEHTHYIO aJUIETOPHUI0, CKPEIUIIIONLYI0 CTPYKTYPHBIE KOMIOHECHTBI
TEKCTa.

OcHoBHBIE (DOPMBI  PACKPBITHS TEMBI, KOTOPBIE B KOHKPETHBIX
TEKCTaX MOTYT MPOSBISATHECA B PA3IUYHBIX MOAUPHUKAIMIX U 00Ja1aTh
MHOT000pa3HBIMH OCOOCHHOCTSIMH, OIPEIEISIOT TEMATHUECKYIO CTPYKTYpPY
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TekcTa. B 3aBHCHMOCTH OT TOTO, Kakas OCHOBHas )opMa JOMHUHHPYET, IO
mueHnto K. bpunakepa (Brinker, 1938-2006), MOXXHO TOBOPHUTH O
npeobIagammeM JeCKPUNITHBHOM, SKCIUIMKATHBHOM WJIH apTyMEHTATHBHOM
cnocobe packpeitusi Temsl (die descriptive, die explicative und die
argumentative Themenentfaltung) (Brinker K. 2010: 63-64).

PykoBoCTBYSICh (haKTOM HAITMYHMS TAKUX YKAHPOBBIX MPU3HAKOB, KaK
aNJIerOPUYHOCTh, KPATKOCTh, HEONPEACICHHOCTh BPEMEHH M MecTa
JIEHCTBUS, OTCYTCTBHE aHTPONMOMOP(HBIX MNEPCOHAXKEH, HEOrpaHMYCHHAS
MOBECTBOBATENbHASl TEPCICKTHBA, JIECKPUNTHBHBIA CIIOCO0 PAaCKPBITHSI
TEMbI, MO’KHO XapaKTePH30BaTh aHATM3UPYEMBIN TEKCT KaK MPUTYY.

Jlutepartypa:

benbsimun B. Kynomyponozua XX gex. — [DneKTpoHHEIN pecypc]. — Pexxnm
JlocTyma:
http://yanko.lib.ru/books/encycl/cultXXall1&2volumes.htm#BM20014 -
2015.

bpannec M. [l. Cmunucmuueckuti ananuz (Ha mamepuaie HeMeyKo2o
sa3vika). — M.: Beicmmast mikona, 1971. — 189 c.

Homamaes A. U. u ap. Uumepnpemayus xyoosxcecmeennozo mexkcma: Hem.
A3.. Y4aeb. mocobue mmns cTy/eHTOB Ten. nH-ToB 1o cret. Ne 2103 «uocTp.
s3.» / A.W. Jlomamues, W. I1. lllumkuna, E. A. l'onwapoBa. — 2-¢ wusm.,
nopab. M.: IIpoceenienue, 1989. — 208 c.Puzens 2006: 72—73

Uepnsickas B. E. Jlunesucmuxa mexcma. Jlunesucmuxa ouckypca: ydeo.
noco6ue / B. E. Uepnsickas. — M.: ®JIMHTA: Hayka, 2013. — 208 c.lllepba
1957: 26-27

Brinker K. Linguistische Textanalyse. Eine Einfiihrung in Grundbegriffe und
Methoden. 5., durchgesehene und ergénzte Auflage. — Berlin: Erich Schmidt
Verlag, 2010. — 160 S.

Deutsche Parabeln. Hrsg. von J. Billen. — Stuttgart: Philipp Reclam jun.
GmbH &Co., Bibliographisch ergénzte Ausgabe, 2007. — 308 S.

Abstract
The article analyzes the parable by W. Benjamin (1892-1940),
published in the anthology edited by J. Billen; the means of composite text
partitioning, an image of the author, contextual interaction between elements
of different levels of a text , signals and allegorical forms of the topic are
interpreted. The conclusion is about the brevity, allegory in the analyzed text,
which are typical of the text parable model.
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DaMITLPHO-APYKECKHE U CTHIMCTHYECKH CHUKEHHbIE
oOpaleHusi B AaHTJIHIICKOM SI3bIKe
(ua maTepuaJjie pomana Teomopa [dpaiizepa “Sister Carrie”)

Haranes IIEPEBS3KA, npenooasamens
Poionuyxuit punuan IHTI'Y um. T.I. Illesuenxo (2. Poibnuya)

KaroueBble ciaoBa: oOpallieHHe, pEYeBOH OTHUKET, COIMOJIMHIBHCTHKA,
AHTPOTIOHUMBI, ANICIUISTHBEI, (POPMYJIBI TPUBIICUCHHUS BHUMAHUS, OIICHOYHbBIC
1 HEOIICHOYHBIC 0OpaIeHus.

[Ipobnema oOpamieHust SBISETCS OCHOBHBIM AaCIEKTOM IPAKTHUKU
o0y4yeHHsl aHTJIMHCKOMY pEYeBOMY ATHKETy. Biagenue uM mpeamonaraet
YMEHHUE TPaBUIBLHO BHIOMpATh OOpallleHHe K YelOBEKY, COOTBETCTBYIOIIEE
CUTyaluH OOILIeHNUs, B3aMMHOMY CTaTycy cOOECeIHUKOB, OTHOIIEHUIO MEXIY
HUMH, XapakTepy TOro BO3JEHCTBUS, KOTOpoe TpedyeTcs OKa3aTb. OTO
0c0OEHHO BaXKHO B HAcTosIIIee BpeMsi, Korja cdepa KyJIbTypHOTO oOMeHa ¢
3apyOeKHBIMH CTpaHamMH, B 4dYacTHOCTH ¢ BenukoOputanueit, CIIA,
3HAYUTEJIHO PACIIMPUIIACE.

OOBekTOM  HcciaeqoBaHUsl — SBISIIOTCS  (opMbl  oOpaiieHui,
yIOTPEOISIOIINECS B aHTJIMHCKOM SI3BIKE.

[Ipeamerom uccnenoOBaHUS BBICTYHAIOT (aMUIBIPHO-APYKECKUE U
CTHJIMCTUYECKU CHI)KEHHBIC OOpAIlieHNs B aHTJIMIICKOM SI3bIKE B MMCbMEHHON
JINAJIOTUYECKON peyH.

Lesnbto paboTel  sBISIETCS UCCleI0BaHue CTPYKTYpHO-
CTHJIMCTUYECKUX OCOOCHHOCTEH (haMUIbIPHO-IPYKECKUX M CTUIMCTHYECKH
CHI)KCHHBIX 00OpallleHui B aHTJIOSA3bIYHOM tuTeparype koHia XIX Beka. Jlns
JNOCTIDKEHHS 3TOW Tend ObUIM  IOCTaBJEHBI  CIICAYIOIIUE  3ajauu:
paccMOTpeTh KIacCU(PUKALMIO OOpAIIEHUH B aHTJIMICKOM SI3BIKE; W3YyYUTb
CTHJINCTHUYECKHE 0COOEHHOCTH (yHKIIMOHUPOBAHUS oOparteHni;
NpoaHaIM3UPOBaTh yHnoTpebneHne (opM oOpalleHWid Ha Marepuaie
npoussenenus Teonopa [paiizepa “Sister Carrie”.

OOpameHnue — 3TO TpaMMaTHYECKH HE 3aBUCSIIEE OT MPEIOKEHHS
CJIOBO WJIM COYETAHHWE CIIOB, Ha3bIBAIOIIEE TOrO, K KOMY oOpalleHa peyb, U
XapakTepHu3ymoleecs: 3BaTesbHON MHTOHanued. M.A. OnnkoBa mpeniaraet
CTPYKTYPHYIO KJacCU(HUKALNIO Pa3IUIHBIX (popM oOpaleHus, T1ie 3a OCHOBY
Oepércss wacTh peuu, SBISIIONIASCS SIEPHBIM DJIIEMEHTOM OOpalleHUs
[OmukoBa  1979]. Hambonee  pacnpoCTpaHEHHOW  dYacThIO  pedd,
BBICTYIAIOIIEH B pOJNM OOpalleHHs, SBISETCS HUMs CYIIECTBUTEIBHOE.
BHyTpu 3TOH TpYIIBI CIIOB BBIICISIOTCS JIBa JIEKCUYECKUX paspsja: MMeHa
COOCTBEHHBIE, WJIM AHTPOMOHHMMBI, W HMEHAa HapHWIATelbHbIC, WIH
ameIsITUBEI.
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I[lo cBoemy (YHKIMOHAIBHOMY COJACPKaHHIO COOCTBEHHBIE
UMEeHa AeITcs Ha (aMWINH, TOJIHBIC JIMYHbIE MMEHA, YMEHbBIINTEIbHBIC
JUYHBIE WMEHAa M Tpo3BUmA. Kakmplii W3 3THX pas3psIoB CIOCOOEH
BBICTYIIATh B POJIM OOpaILlCHHS.

Cpenu aHTPOIOHMMOB-00PAIICHUH BBIIEIAIOT CIEAyIOIe GOpMBI:

1) «HyneBot apTHUKIb + UM COOCTBEHHOEY;

2) «npuaraTelIbHOE + UM COOCTBEHHOEY,

3) «npuTsDKaTeIbHOE MECTOMMEHHUE + UMSI COOCTBEHHOE;

4) «uMs HapHUIaTSIBHOE + UMsI COOCTBEHHOEY;

5) «cOOCTBEHHO 3MOITMOHAIBHOE 0OpaIeHre + UM COOCTBEHHOEY.

Haunbonee pacnpoctpan€HHOM sBIIsSIeTCS YeTBEPTAst MOZAEIb, KOTOpasi
MOJKET MPEACTABIATH COOOI:

— CO4YeTaHWE TPANUIMOHHBIX (OPM BEKIMBOCTH ¢ (ammmueit /
IIOJIHBIM JIMYHBIM UMCHEM / YMCHBIIUTCIbHBIM JIMYHBIM UMCHEM, HAIIPUMEDP:
Are you subject to premonitions, Miss Lilly?;

— coueranue Gamunuu / UMEHH C THTyJIaMH, Hampumep: May |
introduce the lady Mayoress, Sir Marcus? My friend captain Hastings, lady
Clarke.

— coderaHue (GaMIIAK CO CIOBaMH, 0003HAYAIOIIMMHU YHH, 3BaHHE,
Y4EHYIO CTeNeHb, 3aHUMaeMyI0 TOJDKHOCTH: major Jones, inspector Clarke,
professor Greene, doctor Fox;

— COYCTaHUC (paMI/IJ'H/II/I / ITIOJIHOT'O JIMYHOI'O UMCHU / YMCHBIINUTCIBHOT'O
JMYHOTO MMEHU ¢ TepMUHamMu pojctsa, Hampumep: Uncle Tom, is Abyssinia
a long way away?

ITo CBOEMY (YHKIIMOHAIEHOMY COJZIEpIKaHUIO HMEHa
HapHUIaTeJIbHBIE B PpONM OOpamieHus JAeNATCS Ha JBE TPYIIbL:
HEOIIEHOYHbIE, Ha3bIBAIONIME ajpecaT, U OIEHOYHbIE, NMPU3BAHHBIC HE
TONIBKO TpPHBJIEYh BHUMaHHE ajpecarta, HO M JaTh €My OIpeJcIEHHYIO
XapakTepucTuky. He Bce anesuiaTuBbl, a TOJBKO T€, KOTOPBIE, TAK WJIM UHAYE,
CBSI3aHBI C HAa3BaHUEM JIMIA, BBICTYMAIOT B GpyHKIMH oOpamenus. B rpymme
HEOIEHOYHBIX 0OpaIeHUH BBIICISIFOTCS CIIEIYIOIIE Pa3psiIbl:

— TpamuioHHble (Gopmel BexkiamBocTH (madam, sir, lady, mister,
missis, miss);

— cJI0Ba, 0003HAYAIOUINE YHMH, 3BaHUE, YUEHYIO CTENEHb, 3aHUMAEMYIO
nomxaocts (IS there a chance, doc? But, Parliamentary Secretary, where can
we get some action?);

— tepMmuHBI poactsa (The moment approaches, my son.);

- OKKa3UOHAIILHBIE obparieHus, XapaKTepU3YIONIHecs
WHJIMBUIYallbHBIM BKYCOM, YIOTPEOJIEHHBIE TOBOPSIIUM «OJWH pas3y, Ui
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nanHoro ciydas (Like | said, man, you've got trouble. A splendid suggestion,
old boy.).

OueHouHble oOpalleHNs MOAPA3AEIAIOTCS HA 300HUMbI, Ha3BaHUS
pacTteHuii, crnagocTed, dYacTedl Tena, aOCTPaKTHBIE CYIIECTBHTENBHBIC,
COOCTBEHHO SMOIMOHAIBHBIE CYIIECTBUTENbHBIC, CIICHTOBBIE 00pa3oBaHUs,
Ha3BaHMS JIMII 110 XapaKTePHOMY BHEILIHEMY IIPU3HAKY .

OO0s3aTeTbHBIM ~ KOMIIOHEHTOM ~ ITPOHOMHUHAJIBHBIX hopm
oOparienus siBisiercst imyHoe MecronMenue you. Cornmacao M.O. daeHoBoi
[@aeHoBa 1991], H.M. dopmanorckoii [Dopmanorckas 1990], pazmauans
MeXIy (paMIIBIPHON W BEXKIMBOW NMPOHOMHHAIBHOW (hOpMOil mcye3nun B
JTUTEPaTyPHOM aHTJIMHACKOM sI3bIKe. YOU sIBIIsieTCS HEOOXOAUMBIM aTpuOyTOM
coOcTBeHHO AMouMoHanbHbIX oOpamenuii: Well, you little so-and-so.

Ocoboe MecTo 3aHMMAalOT TaKk Ha3blBaeMble Oe3TMYHBIC
oOpamreHusi. K HUIM OTHOCSTCS CJIOBa U CIIOBOCOYETAHHMS, YTPATHBIINE CBOE
npeIMeTHO-JIorn4Yeckoe 3Hauenue, Hanpumep: Oh, my God, oh, my God, no.
Oh, my Goodness, you are so smart.

BexnuBoe oOpamieHue K HE3HAKOMOMY YEJIOBEKY HAUYMHAETCS C
HN3BUHCHUA 3a IPUIUHACMOC 6€CHOKOI\/'ICTBO, BBIPA)KCHHOI'O OHpeI[eJ'[éHHLIMI/I
peueBbIMH IITaMIamMu — QGopMyjJdaMu NpPHUBJICYEHHUS BHUMAHUS,
kotopsle, 1o MHeHUIo JLII. Ctynuna u H.M. ®opmaHOBCKOM, 34€Ch CIIyKaT U
dbopmoii oOpaiieHUss K HE3HAKOMOMY COOCCeIHUKY (OHM 3aMEHSIOT
3BaTeNIbHBIE PyCCKUE POPMBI 0e@VUIKA, MYHCUUHA, JiceHuyuna U T.11.). CTynuH
Ha3bIBaeT WX «HyJIeBbIMH» Gopmamu oOpamenus [Ctynun 1980: 42].
CaMbIMH pacrpoCTpaHEHHBIMHU Cpeau HUX sBIAIoTcs |I'm sorry, Excuse me,
Pardon (me), | beg your pardon, Forgive me, | say! Say... (TTocnymaiire!),
WU CTHIMCTHYECKU-CHIKeHHbIe Hi! wu Hey! (Dit!).

PeueBoil 3THKET, Kak M3BECTHO, NPEANUCHIBAET TOBOPSIIIM
UCIIOJIb30BaHUE ONpEeACIEHHBIX (OPMYJT B 3aBHCUMOCTH OT CHUTYaIlHH
oburenus. Hocutenu si3plka MHTYUTHBHO OCYIIECTBIISIIOT BBIOOP TPeOyeMbIX
€IMHULl, OPHEHTHPYSACh HA SKCTPAJIMHI'BUCTUYECKHE YCJIOBHUS, CpPEIH
KOTOpPBIX 0CO00€ 3HaYeHHWE MMEET CTeNeHb OPHUINAILHOCTH OOCTAHOBKU H
OTHOLUEHUH MEXy KOMMYHUKAaHTaMU.

B OonpmmHcTBe ciiyyaeB oduuManbHOM  (GopMoH  oOparieHus
gBysieTcss oOpamieHue 1Mo (aMWIMM B COYETAaHMM C TPAAMLMOHHBIMHU
(hopMaMH BEXIJIMBOCTH, TIPUYEM TOCIEJHHE MOTYT VYIOTPEOISATECS W
€IMHUYHO.

Ha damunespHO-IpyKEeCKOM YypOBHE BEXIMBOCTH K 3HAKOMOMY
YeJIOBeKy oOpamraroTcss 10 HWMEHM B IIOJIHOM, COKpAlleHHOH U
YMEHBIINTENLHO-JIACKaTeIbHON (popMe B paMKax pPaBHOMOIOXKHBIX WU
Pa3HOMONOXHBIX OTHOIIEHHH. Taxke Ha (haMHIBSPHO-APYKECKOM ypPOBHE
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yrIOTp€6J'I$IeTC$I O6paH_IGHI/IC no TCpMHUHAM POACTBA, HpI/I‘-IéM HC TOJIBKO IIpU
oOpareHny K WICHaM JTaHHOH CEeMbH, HO M K IOCTOPOHHHM JIIOASM, Kak
3HAaKOMBIM, TaK 1 HC3HAKOMBIM.

JlackoBele W JpyKeCTBeHHBbIC (HOPMBI OOpAIIEHHs] MOTYT OBITH
BBIPpAXXCHBI WU OKKa3MOHAJIbHBIMHA 06paIII€HI/ISIMI/I. TaK, yl'IOTpe6J'ICHI/Ie CJIOB
boy, girl, child, angel cankioHUpyeTCST HOPMOW  AHTJIMICKOIO
JINTEPATYPHOTO SA3bIKA.

Oxka3noHajJ bHBIe 00paleHus, ColepKaIe BO3PACTHON MPU3HAK U
COIIpATarOINHUECA C npuiiaraTCJIbHbBIMU, Jar0IMHA BO3pacCTHYIO n
OSMOIMOHAJIbHYIO  XapaKTCpHUCTUKY aapecary, HUMEIT OSMOIHNOHAJIIBHO-
YCHIIUTCIBHOC 3HAYCHUC U ABJISAFOTCS BBIPA3ZUTCIIEM (l)aMI/IHI)SIpHO-J'IaCKOBOFO
obpamienus, Hanpumep: old boy, old chap, little girl, dear child, young man,
young fellow. CymectButensroe thing wucmomssyercs kak dopma
(haMUIBSIPHO-APY>KECTBEHHOTO oOpaieHus npu PaBHOIIOJIOKHBIX
OTHOWICHUSAX M TP OOpalleHuH CTapimero K MIagmeMy [pH
Pa3HOMOJOKHBIX OTHOMmIEHUsX: Poor, poor thing, wherever would you go?
Wuorma simpoM HEOIEHOYHOTO OOpalmieHus BBICTYHAaeT HEOAYIICBIEHHOE
CyllecTBUTEIbHOE Creature wim wuciutenbHoe one: My dear creature, |
haven’t seen you for centuries. Don’t be unhappy, my little one.

s rnepenayu (haMUITBSIPHO-TACKOBOTO, Py KECTBEHHOTO
oOpallieHusT  yIOTPEOJIAIOTCS  300HUMBI-O0pAlICHUS ¢  TOJIOXKHUTEIbHOU
okpackoii (turtle, mouse, duck, monkey “manyn’), Ha3BaHHs pPACTCHHN U HX
vacteit (flower, bud, fig, old buddy), abcrpakrabie cymecrsurensabie (love,
beauty ...), masBamms cmamoctedt (Ssugar, honey, sweet, sweetie-pie ...),
Ha3BaHus yacrteir Tema (heart, soul, eye), coOCTBEHHO 3MOIMOHATbHBIC
olOpaiiieHus1, BeIpaKEHHBIE JIacKaTesibHOM Jiekcukoit (dear, darling, dearest,
cookie, my beloved, my precious, sweetheart). B ycioBusix paBHOIIOJIOKHBIX
OTHOIIICHUH BHINIETIEPEUUCIICHHbIE (OPMBI JIOMYCTUMBI B PaMKaxX CEMBbH,
MCXKAY APY3bAMHU, KOJIJICTAaMH, MCXKAY JIMIAaMH MPOTUBOIIOJIOKHOI'O I10JI1a B
HeO(l)HHHaHBHOfI WTH MHTUMHOM O6CTaHOBKe, a B YCJIOBHAX Pa3HOIIOJIOXKHBIX
OTHOIIEHWH — TIpU OOpalmIeHWH K MOJYMHEHHOMY, K JIHIly, MJIaJIie
TroOBOPAIICTO, K MJIaAIIUM 4YJICHaAaM CEMbHU.

Bcenen 3a ®opmanorckoit H.U., OnukoBoit M.A., CTOUT 3aMETUTBH,
YTO B OCHOBHOM BC€ OKKa3HMOHAJIbHBIC 06paH.[eHI/IH JISKAT B Ipeaciax
mpocropeyusd U CJIC€Hra Hu YHOTpe6H$[IOTC$I B CTHJIMCTHYECKHU HH3KO
MapKUpoBaHHOW peun: baby — a mean or intimidating man; a popular girl;
boy — a male Negro of any age; a manual servant regardless of age; man — a
term of direct address to both known men and strangers; chum — a term to
mean an intimate friend, a girl; fellow — a familiar affectionate term of
address.
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[lpu pa3HOMONOKHBIX OTHOIICHHUAX OKKAa3HOHAIbHBIC OOpaIleHHs
YIOTPEOIISAIOTCS IO BCEM ITapaMeTpaM 10 OTHOLICHUIO K MOAYMHEHHOMY, a B
YCIIOBHSAX DPaBHOIOJIOKHBIX OTHOIIEHHH — B paMKaX CEMbH, NMPHYEM OHHU
MHOT/Ia MPHOOPETAIOT IIYTIIMBYI KOHHOTaluWIo, Hampumep: Don't be angry
with me, baby doll. Now sit you down, gal. OkkaznonanbHble OOparieHHs
XapaKTepHBI VISl HIHOJICKTOB MOJPOCTKOB.

B mpenenax mpocTopeumss W CleHra HWMEHa COOCTBEHHBIE B
COYETaHMH C TEpMHHAMH POACTBA  MPHOOPETAIOT  OIpeIciEHHbIC
KOHHOTamuu: cousin Jan or Jacky — »wurens Kopuyosma, cousin Tom —
HOJIOYMHBI 4esoBeK, COusin Betty — momoymHas sxemuna, Jackson —
oOparmieHnue, mog4EpKUBArOIIEe, YTO apecaT XOpouo B 4éM-TO pazdoupaercs.
Kitty ymorpebmnsieTcss Kak CHHOHHUM CJIOBOCOYETAHHUSI «MOJIOJAsl JICBYIIIKAY,
Jack, Mac kak obpamenus k He3HakoMity, Tabby — crapas nesa.

B npeznenax mpoctopeuns U cieHra HEKOTOpbIe POPMBI 0OpAIICHHS
10 YMHY MMEIOT IIyTJIMBBIA OTTEHOK, Hampumep: captain — a familiar and
jesting term of address.

CnoBocoueranust old granny, old wife ¢ orrenkom mnpespenus
YHOTpC6HH}OTCH M0 OTHOHMICHHWIO K HCPBHBIM CYCTJIMBBIM JIMIaM O6OI/IX
nosios; daddy moxkeT ymoTpeOasThCs Kak mryTiamBas (opma oOparmieHus K
peOEHKy.

Cpenu HeEraTMBHBIX OOpalleHWI MHOTO 300HMMOB: ass, cat, cow,
goat, hog, jackass, louse, pig, shrew, skunk, swine, turkey, vermin, marmoset
M Tak jgamee. Bce oSTM HasBaHHMsA coIepKaT B CBOEH CTPYKType
KOMMYHHKAaTUBHO-peJIeBaHTHbIE MU QepeHInabHbIE TPU3HAKH, B KOTOPBIX
TIPOSIBIIAETCS. OTHOIIIEHHME TOBOPAIIETO K aapecaTy. goose — a Silly creature,
ninny; rabbit — a person who deserves contempt; rhineceros — a large
unwieldy person u 1.x.

OcHoBHONl ~ cocTaB  (aMWIBIPHO-TPYOBIX,  OCKOPOHTENLHBIX
oOpallleHu#l MpeICTaBIeH COOCTBEHHO SMOIMOHAJILHBIMH OOpamieHus MU, B
OCHOBHOM 3TO CJOBa CJIGHFOBOTO XapakTepa, BYJIbrapu3Mbl, OpaHHAs
Jekcuka. HeoTbemMaeMBIM 31eMEHTOM JaHHBIX q)OpM SABJISICTCA MECTOMMCHUE
you, a Takke IeiopaTuBHbIC MpuiararesbHbie: You bloody swine, you old
cow, you ass, you bloody fool, you dirty bastard, you goddam jailbird, you
bum,

B anrmmiickoM S3BIKe CYIIECTBYET TaKXE APKO BbIpaAXXCHHAA
TeHJICHIIMS 00pa30BBIBATh HETaTUBHBIC oOpalieHus ¢ KomrnoHeHToM —head:
blockhead, dunderhead, blunderhead, bonehead, fathead, muttonhead,
pinhead, puddinghead, steephead u Tak nasee.

AHanm3upysi MANOTHYECKYI0 pedb TepoeB pomaHa Teomopa
Hpaiizepa “Sister Carrie”, mbl yOeauiauch B MHOrooOpasuu oOpamieHuil B
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CTPYKTYPHOM M CTHJIMCTHYECKOM IUIaHe. McclienoBanne KOHCTaTHPYET, Y4TO
HanboJiee ynoTpeOJIieMbIMH SIBIISIOTCS TPAAHIIMOHHBIE (HOPMBI BEXKIIUBOCTH,
MpUMEHsIeMbIEe KaK €JMHUYHO, TaK M B COUCTAHUU C aHTPOIIOHHUMAMH, BBHILY
odurmaneHOCTH  cBeTcKOro oOmieHus. OpHAKO B HENPHHYXISHHOMN
00CTaHOBKe, MOJpa3yMeBaiolIeii OOLICHUE B CEMEWHOM Kpyry, coO
3HAKOMBIMH JIIOJBMH, CaMOW pacmpocTpaHEéHHON (opMoit oOpameHus
SIBIISICTCS JIMYHOE MM, KaK TIOJTHOE, TaK U YMEHBIIUTEIbHO-TACKATELHOE:

* “Say, Kitty,” called one to a girl who was doing a waltz step in a few
feet of space near one of the windows, “are you going to the ball with me?”
(oOpamenue B pasroBope pabounx Ha (pabpuke) [Dreiser 1991: 37].

* “What did you do that for, Carrie?” asked Minnie, when she saw it
(Munnu x cBoeii cectpe) [Dreiser 1991: 51].

* “Minnie! What’s the matter? Here, wake up” (Mucrtep I'aHCOH K
cBoeii xene) [Dreiser 1991: 77].

* “George, I let Mary go yesterday” (Muccuc I'epctBya k cBOEMy
myxy) [Dreiser 1991: 78].

* “I am going away, Julia, for a few days” (Mucrep I'epcTBy 1 K CBOEI
xene) [Dreiser 1991: 89].

* “Who was that with you, Jessica?” (Muccuc I'epcTByn K j0uepH)
[Dreiser 1991: 82].

Takoe oOpailieHHe CTAHOBUTCS BO3MOXHBIM MEXIy KOMIAaHbOHAMH,
a TaKke B a/Ipec 3HAKOMOTO, HO HE OJIM3KOT0 YeIoBeKa:

* “You see that things are safe and all the employees are out when you
go home, George,” Moy had once remarked (6ecema Mex 1y KOMITaHBOHAMM)
[Dreiser 1991: 116].

* “Hello, Charlie,” said Hurstwood, looking out from his office door
(obparenue k 3Hakomomy) [Dreiser 1991: 77].

IMpu 3HAKOMCTBE obpaurenue no baMunuu c
HUCIOJIb30BAHUEM TPAAUIUOHHBIX (OPM BEXKJIUBOCTHU CTAaHOBUTCS
BO3MOXHBIM TOJBKO B YyCIOBHSAX TMEpBOM BcTpeun. B ycroBusix
MOCJICIYIONIMX KOHTAKTOB MPOMCXOTUT CABUT B CTOPOHY (HaMUIIbSIPHOTO
oOpallleHus1, BIUIOTh 10 YMEHBIIUTEIBHOTO TMYHOTO UMEHH, HAIIPHUMED:

» “Carrie,” said Hurstwood, using her first name with sympathetic
familiarity, “I want you to love me” [Dreiser 1991: 119].

* “Hello, Carrie,” he said, as a sprightly figure of a girl drew near him
(Apy» k cBoeit HOBoM 3HakoMoii) [Dreiser 1991: 58].

* “Where are you, Cad?” Drouet said, using a pet name he had given
her [Dreiser 1991: 97].

* “Well, how goes it, Caddie?” Drouet said [Dreiser 1991: 97].

147



B npuBenéHHBIX BbINIe yMeHbIIUTENbHBIX (opmax (Cad, Caddie >
Caroline) cremgyer ycMmaTpuBaTh HE TOJNBKO (DaMUIBIPHOCTh HPHUSTEIBCKHX
OTHOIIICHUH, HO U HAMEYAIOIIYIOCS TCHJICHIIMIO HOCUTENICH sI3bIKa MpHUOeraTh
K COKpam€HHbIM (OopMaMm CIIOBa Be3Je, TN Ul 3TOr0 IMPEJOCTaBISETCS
BO3MOKHOCTH (Cap, doc).

B Tekcre Takke BeTpedyaercs oOpalieHHEe TO  POAY
nestensaocTu (“I’ll fix this,” exclaimed Drouet. “Sst, waiter” [Dreiser
1991: 55].), mo TepmuHam pojacTBa B cemeitHoM kpyry (“Did you know,
mother, the Spences are getting ready to go away?” [Dreiser 1991: 131]).
Bormee cBoOOmHBIA  CTHIB  OOpamieHHss K  POAMTENSIM  TO3BOJISET
UCIIOJIb30BaHUE PA3TOBOPHOM JICKCHKH:

* The next morning at breakfast his son said: “I saw you, Governor,
last night” (Governor — pasr. ‘orert’) [Dreiser 1991: 115].

He mackoBbIfi, ckopee TNPeHEOPSIKUTEIILHBI OTTCHOK  HECET
obpareHue MaTepu K JOUSpH:

* “Mind how you address me, missy. I’ll not have it” [Dreiser 1991:
191].

Bonee QamunbsipHblii wim Ipyxkeckuil ToH Oeceme mpumaér Bcé
BO3pacTarolice KOJINYECTBO OKKa3MOHaIbHBIX oOpanreHui.
TeopeTHUeCKH OHM BXOAAT B TPYIIY HEOICHOYHBIX AINCIIISITUBOB-
obparmenuii. OgHaKo, OMpeneIsieMble dYMOIMOHATBFHBIMY IPHIAraTeIbHBIMU
U / MJIM MECTOMMEHUSIMHU, OHH, KaK TPaBHUIIO, TPUOOPETAIOT OKKA3HOHAIbHBIC
KOHHOTAIlUK, KOTOpbIe MOTYT BapbHpPOBaThCS W BBIPAXKATh  Kak
JpYXeTro0HOe, JTACKOBOE OTHOIICHHE TOBOPSILETO, TAK M B OMPEACIEHHBIX
KOHTEKCTaX MOKPOBUTEIbCTBEHHOE U JIAXKE HErOIyIOIIee:

» “Well, young girl,” observed the old gentleman, looking at her
somewhat kindly, “what is it you wish?” (B mmuonekrax mpencraBuTeneit
BBICIIUX M CPEJHUX COILMAJBHBIX CIOEB coderanue ‘young girl” smusercs
CHUCXOIUTEIILHO-JPYKECTBEHHBIM OOpAIlleHHEM CTapIiero K MJajimemMy)
[Dreiser 1991: 17].

* “Why, hello, Charlie, old man,” said Hurstwood, as Drouet came in
that evening about eight o’clock [Dreiser 1991: 46].

* “You foolish girl!” (Mecrommenue “you” cCiIyXHT 37eCh IS
YTOYHEHHs aJpecata M YCHJICHUs OTpHULATeIbHOW KOHHOTanuu) [Dreiser
1991: 51].

* “Thanks, old man,” said his friend (Drouet), “I’ll see what the girl
says and let you know” [Dreiser 1991: 125].

* “Why, woman,” he exclaimed, “you did it for me!” [Dreiser 1991:
167].
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3aMETHO YBEIHUYMBACTCS YHCIO JPYTHX OE3bIMSHHBIX 3BATEILHBIX
dhopmM, 0cOOEHHO COOCTBEHHO IMOIMOHANIBHBIX 00pameHuit, KOTOphIe
MIPEACTABIICHEI JIACKATEILHON M OpaHHOM JICKCHKOM:

* “T told him I called on you, dearest, when he was away” (I'epcTBya K
Keppu) [Dreiser 1991: 127].

* “You mustn’t worry, sweetheart,” he said (I'epctByn x Keppn)
[Dreiser 1991: 128].

* “Answer by special messenger when you get this, and, darling, |
must see you” (I'epctByn k Keppu) [Dreiser 1991: 128].

* “Who is he, my dear?” inquired Mrs. Hurstwood (MaTes obparaercs
k nouepu) [Dreiser 1991: 81].

* “Own to it, dear,” he said feelingly, “you do, don’t you?” (I'epcTBya
k Keppmu) [Dreiser 1991: 121].

* “Aw, let me go,” she explained angrily, “duffer” (u3 peun pabounx)
[Dreiser 1991: 35].

* “Rubber!” he called back as she looked after him (u3 peun pabounx)
[Dreiser 1991: 35].

* “Go on, Rubber,” was her only comment (13 peun pabounx) [Dreiser
1991: 37].

* “Ah, rascal, that’s pretty hard on the little girl” (13 peun pabounx)
[Dreiser 1991: 100].

O Gonee cBOOOAHOM CTHIIEC OOLICHHUS, HE OTPAHUYCHHOM CBETCKUMHU
(GOpMabHOCTSIMH, CBHJIETEIBCTBYET IMOSBICHUE B PEUHd TEPOEB pPOMaHa
“Sister Carrie” ocoboro Tuma obparieHuit — okAuKOB. OHM HE Ha3bIBAIOT
aapecara, a ClIy»XaT TOJIBKO JIA IMTPUBJICUCHNWA BHUMaHUA:

* “Say,” he called, “if you wait, I’ll wait with you” [Dreiser 1991: 38].

* “Say, she was a little dandy, I tell you,” went on Drouet
confidentially, and trying to impress his friend [Dreiser 1991: 46].

* “Say, that fits like a T, don’t it?”” he remarked, feeling the set of it at
the waist and eyeing it from a few paces with real pleasure [Dreiser 1991:
72].

* “Say,” said Drouet, as if struck by a sudden idea, “I want you to come
out some evening” [Dreiser 1991: 77].

* “Say,” he said one morning ..., “I’ve invited my friend Hurstwood to
come to us some day and spend the evening with us” [Dreiser 1991: 89].

* “| say,” said Hurstwood, as they came up the theatre lobby, “we are
exceedingly charming this evening” [Dreiser 1991: 102].

I'py6o, ByJibrapHo 3BYYHT OOpallleHue CIy»Kallero o0yBHOU (hadpuku
K NOJUNHEHHOM:
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* “You,” he said, “show this girl how to do what you’re doing” [Dreiser
1991: 33].

JanHoe TmpoHOMHWHaANbHOE oOOpameHue ynoTpeomsercs B
npefenax MPOCTOPEYHss M COACPKUT OINpeleNEHHbIE OTpULATEIbHbIC
SMOLUH.

Takum 00pa3om, MBI BHUIUM, YTO B JAHHOM IIPOM3BEICHUHM KOHIA
XIX Beka yxke HamedaeTcsl TEHISHIHS OTCTYIUIEHHS OT CTPOTO
opunmaneHeIx (popM oOpamieHuss W CTpEeMJICHHE CBECTH OOIIEHHE ¢
(hopmanpHOTO Ha GoTee (paMUITBSIPHBIN YPOBEHD BEKIHMBOCTH.
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Abstract:

The paper considers structural and stylistic peculiarities of direct
address in the English language in written dialogical speech; their
classification and some general and distinctive features are given.
Consideration is given to the choice of the forms of address depending on
extralinguistic conditions, among which account is taken of the officialism
degree of the situation and relationship between the speakers. Emphasis is
placed on the analysis of the emotional connotations in the system of direct
address forms used on the familiar friendly level and in stylistically low
speech in terms of examples taken from Theodore Dreiser’s novel “Sister
Carrie”.

150



Particularitati ale consonantismului limbilor germana, engleza si
romana

Ana POMELNICOVA, conf. univ., dr.
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Cuvinte cheie: sistemul fonetic, aspectele fonetic si fonematic, consoane,
consonantismul, foneme

Studierea unei limbi strdine, cum ar fi engleza si germana, necesita
un efort considerabil atit din partea celor ce doresc sd insuseascd aceastad
limba, cit si din partea celor ce o predau. Deoarece este vorba despre
utilizarea unei limbi strdine nu numai ca mijloc de comunicare simpla, ci si
ca obiect de cercetare stiintifica, studierea limbii date se va efectua sub toate
aspectele sale: fonetic, fonematic, gramatical, lexical si grafic. Fiecare aspect
isi are importanta sa. Un rol deosebit ii revine foneticii deoarece obiectul ei
de studiu 1l constituie sunetul vorbit, pe care 1l studiaza din punct de vedere
articulatoric, acustic, perceptiv in baza metodelor obiective si subiective ale
foneticii experimentale. Sunetele vorbite formeazd semnale audibile si
vizibile ale vorbirii, ceea ce ne permite comunicarea cotidiana. Ca sunetul sa
fie inteles, el trebuie sd fie pronuntat corect. Se stie cd, de exemplu,
discrepanta dintre scris si pronuntie a limbei engleza in cursul dezvoltarii
sale a luat o amploare enorma. Astfel, forma scrisd a cuvintelor se deosebeste
enorm de forma rostitd. Dificultétile de pronuntare a unei limbi straine vor fi
inliturate studiind constiincios fonetica. insd, rolul decisiv in insusirea
fundamentala a foneticii apartine matodei comparativ-contrastive, astfel,
dupa cum a mentionat L. Scerba (JI. Illep6a, 1963), elevii trebuie sd invete
totul ce e nou si dificil in limba strdind, comparand un fenomen sau altul cu
corespondentul sau din limba maternd. Procesul de predare a unei limbi
strdine se poate realiza pe baza a doua criterii: a) particularitatile fonetice a
limbii materne si b) particularitatile fonetice a limbii strdine. Pe baza acestora
vom putea evidentia deosebirile si similitudinile fonetice dintre limba
materna si cea straina.

Sistemul fonetic al unei limbi poate fi studiat la urméatoarele niveluri:
cel al vocalismului, ce include monoftongi, diftongi si triftongi si cel al
consonantismului. Consoana este un sunet al vorbirii produs prin inchiderea
totald sau partiala a canalului vorbitor, astfel incit curentul de aer este
impiedicat sa iasd liber. Consoanele pot fi Insotite sau nu de vibrarea
coardelor vocale. In ceea ce priveste segmentele consonantice din limbile
germand, englezd si romand o bund parte din ele sint identice sau aproape
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identice, dar exista si unele deosebiri. Consoanele pot fi clasificate dupa mai
multe criterii: dupa locul de articulare, dupa modul de articulare, dupa tonul
si zgomotul produs, dupad participarea coardelor vocale (I'omybes A.IL,
Cwmupnosa U.B., 2005).

In limba roména sint 20 de consoane: b, ¢, d, f, g, h, j, k, 1, m, n, p, 1,
S, s, 4,1, v, X, Z.

Acestea pot fi clasificate:

1) dupa locul de articulare consoanele sunt de doua tipuri: a) labiale
si b) linguale. a) Consoanele labiale se divizeaza in: a.a) bilabiale, la a caror
pronuntare iau parte ambele buze: b, p, m; si a.b) labiodentale, la a céror
rostire participa buza de jos si dintii de sus: v, f. b) Consoanele linguale se
divizeaza in: b.a) dentale, la a caror rostire virful limbii se indreapta spre
dintii de sus: d, t, n; b.b) alveolare, la a céror rostire varful limbii Inscrie un
obstacol partial cu alveolele dintilor de sus: z, s, t, 1, r; b.c) prepalatale, la a
caror rostire partea de mijloc a limbii se ridicd spre palatul tare: ci (ce), gi
(ge), j, s; si b.d) postpalatale, la a caror rostire partea de miloc a limbii se
apropie de partea moale a cerului gurii: c, g, k, h.

2) Dupa modul de articulare distingem: a) explozive sau oclusive, la
a caror rostire unele organe de articulatie la un moment dat opresc aerul iesit
din plamini care ulterior Inlaturd obstacolul producind o explozie: b, c, d, g,
k, p, t, m, n; b) fricative sau constrictive, la a caror rostire unele organe de
articulatie se apropie unul de altul formind un slab obstacol, dar intre ele
ramine, totusi, o mica deschizatura prin care trece aerul expirat: f, h, j, s, s, v,
z, 1, r; Constrictivele z, s, j, $ se mai numesc siflante sau suieratoare. Spre
deosebire de z, s, ca siflante obignuite, la articularea constrictivelor j si s
santul de pe linia mediala a limbii e mai adanc, din cauza care suvoiul de aer
continuu dezvolta un zgomot suierdtor mai pronuntat, de aceea j si $ se mai
numesc sibilante (lat.sibilare ,,a fluiera”, ,,a suiera”). Consoanele constrictive
1 si r sunt lichide. La articularea consoanei r zgomotul de frictiune (explozii
repetate) se produce in timpul apropierii si Indepartarii varfului limbii de
dintii de sus, producandu-se un sunet vibrant, continuu. c) semioclusive sau
africate, la inceputul rostirii carora organele formeaza un obstacol complet,
iar spre sfirsit obstacolul slabeste, devine partial: ci (ce), gi (ge), t.

3) Dupa tonul si zgomotul produs deosebim consoane: a) laterale, la a
caror rostire aerul trece usor prin partile limbii, mai ales prin partea stinga: 1;
b) vibrante, la a céror rostire limba vibreaza apropiindu-se si indepartindu-se
de dintii de sus: 1; ¢) nazale, la a caror rostire aerul iesit din plamini trece, in
primul rind, prin cavitatea nasului si partial prin cavitatea bucala: m, n.

4) Dupd participarea coardelor vocale consoanele se clasifica in
doud grupe: a) surde, la a céror rostire coardele vocale se afla in pozitie
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deschisa, nu vibreaza si aerul se scurge liber printre ele: c, ci (ce), k, f, h, p, s,
s, t; b) sonore, la a céror rostire iau parte coardele vocale care intr-0 oarecare
masura vibreaza: b, d, g, gi (ge),j,l, m,n, r, v, z In cazul dat apar opt perechi
corelative: b-p, v-f, d-t, z-s, j-s, g-C, g-k, g-c. Aceastd opozitic sonor-
nonsonor (surdd) are valoare fonologica si contribuie la diferentierea
cuvintelor si a formelor gramaticale: vin-fin, drag-trag, dur-tur, zare-sare,
joc-soc, jale-sale, ger-cer, unghi-unchi, ghem-chem, grai-crai etc. (Corlateanu
N., Zagaevschi V., 1993; Bogdan M., 1962).

Uneori, pentru acelasi fonem existi doud sau mai multe alofone
(moduri de pronuntare fizic diferite, dar cu functii identice). De exemplu,
fonemul /n/ se pronuntd diferit in cuvintele ban si banc, corespunzind
transcrierilor fonetice [ban] si [bank]. Diferenta este ca inban/n/este o
consoand alveolard, produsa prin blocarea si eliberarea fluxului de aer de
catre virful limbii pe alveolele dintilor de sus. In cuvintul banc, sub influenta
consoanei velare [k] fonemul /n/ se articuleaza intr-o cu totul alta pozitie, si
anume 1n partea posterioara a cavitatii bucale, prin atingerea radacinii limbii
de vilul palatului (spunem ca se velarizeaza). Aceasta diferenta se marcheaza
prin folosirea de simboluri fonetice separate. In mod similar
fonemele /k/ si /h/ se pronunta diferit in functie de sunetele invecinate.

In limba germana sint 24 de foneme consoane: / p, b, d, t, k, g, m, n,
nLfv,s [,z 3¢, h X, R, pf, ts, t[ /. Dupd locul de articulare in limba
data distingem 8 grupuri de consoane: a) bilabiale: / p, b, m /; b) labiodentale:
[ f, v, pf /; c) dental-alveolare: / f, d, n, |, s, z, ts /; d) postalveolare (sau
prepalatale): / [, tf, 3 /; e) palatale: / ¢, j /; f) velare, care se articuleaza in
partea posterioara a cavitatii bucale, prin atingerea sau prin apropierea

.....

care se articuleaza prin ingustarea canalului fonator la nivelul glotei: / h /.
Dupad modul de articulare distingem consoane: 1) explozive: / p, b, t, d, k, ¢
/, 2) fricative: / f, v, s, 7, [, 3, ¢, ], X, h /; 3) africate: / ts, tf, pf/; 4) nazale: / m,
n, 1, n, /; 5) sunete oscilatorii, cu alte cuvinte poate fi uneori sunet fricativ
sau lingval: / R /. Dupd participarea coardelor vocale ca si in romana sint
consoane sonore: /b, m, v,d,n,m, z,1,j,g,3 R/sisurde: /p, f, t,s, [, ¢, k, X,
h, pf, ts, t[/ (Rausch R., Rausch I., 2002)

Dupa cum am mai mentionat, dupa participarea coardelor vocale in
romand se deosebesc 8 perechi de consoane sonore si surde. La care trebuie
de mentionat ca locul si modul de formare a oricarui sunet din aceste perechi
e la fel si se deosebesc doar prin participarea sau absenta vocei. Consoanele
sonore din limba romana (b, d, g, j, v, z) spre deosebire de cele din limba
germand nu devin surde la sfirsitul cuvintului, ci se pronunta cu intensitate,
de ex: club, nord, bagaj, bolnav, troleibuz — Klub, Glas, Tag, Band. in limba
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romand opozitia surd — sonor ajutd la deosebirea sunsului cuvintelor si a
formelor gramaticale, de ex: vin — fin, joc - soc, corb — corp (Pomelnicova
A., 2003).

in limba engleza sint 22 de consoane: /p, t, k, b, d, g, m,n, 1, L, f, 0, s,
[, h,v, 0,z 3,1,j, w, tf, d3/. Consoanele in limba engleza pot fi clasificate
dupa trei parametri articulatorii: a) dupa locul de articulare, b) dupa modul de
articulare si ¢) dupa vibratie sau lipsa vibratiei (dupa participarea coardelor
vocale). Articulatia este procesul prin care volumul miscator de aer este
modelat. a) Dupa locul de aticulare distingem: 1) consoane bilabiale: / b, p,
m, w /; 2) consoane labiodentale: / f, v /; 3) consoane dentale: / 0, 3 /; 4)
consoane alveolare: / t, d, s, z, n, 1 /; 5) consoane palatale: / [, z, r, tf, d3, j /; 6)
consoane velare: / k, g, n / si 7) fricative glotale: / h /. b) Dupd modul de
articulare deosebim urmitoarele grupe de consoane: 1) ocluzive, care se
articuleaza printr-0 ocluzie a canalului fonator: / p, t, k, b, d, g /; 2) fricative,
la a caror pronuntare canalul fonator se strimteaza dar nu se blocheaza
complet, astfel Incit aerul se scurge pe toatd durata emisiunii: / f, v, 0, 9, s, z,
J, 3, h /; 3) africate, la a caror pronuntare se incepe cu o ocluziune si se
termind cu o frictiune: / tf, d3 /; 4) nazale, sint acelea in la care in timpul
pronuntiei fluxul de aer este expirat (exclusiv sau partial) pe nas: / m, n, 1 /;
5) lichide, ce reuneste doud clase de consoane: cele laterale:/ | /si
cele vibrante: / r / si 6) semivocalele (numite si semiconsoane): / w, j /, ce
exprima sunete care au atat proprietati de vocale cit si de consoane.

Din punct de vedere articulator si auditiv semivocalele se apropie de
vocale, in general vocale inchise. Din punct de vedere fonemic (in cadrul
cuvintelor) semivocalele joaca rol de consoane si spre deosebire de vocalele
propriu-zise nu pot forma silabe. ¢) Dupd vibratie sau lipsa de vibratie a
coardelor vocale consoanele din limba engleza ca si cele din romana se
impart in doua grupe: 1) surde, la rostirea carora coardele vocale se relaxeaza
si aerul trece prin ele fara a produce vibratia: / p, t, k, £, 0, s, [, [, h / si 2)
sonore, la rostirea carora iau parte coardele vocale si vibreaza atunci cind
aerul se scurge prin ele: /b, d, g, v, 0, z, 3,d3, 1, |, w, j, n, )/ (Babara N.,
Chirdiachin A., 2003)

Consoanele sonore din limba engleza la sfirsitul cuvintului nu se
asurzesc, 1n caz contrar aceasta duce la schimbarea sensului cuvintului, de ex:
/det/ - /ded/; pe cind in roméana consoanele sonore / z, 3, g, d, v, b/ la sfirsitul
cuvintului se asurzesc, pronuntindu-se in locul lor / s, [, k, t, f, p / respectiv.
Consoanele din limba englezd se pronuntd tare, neinmuindu-se niciodata,
deoarece nu le este specifica palatalizarea, caracteristici fonemelor
consonantice din roména / [, 3, g, 1/. In englezd / 1/ are doua variante, un / 1/
clar ca in romana, care se intilneste totdeauna inaintea unei vocale si un / 1/

154



velar necunoscut in romana si apare inaintea unei consoane sau in pozitie
finala. In limba englezd consoancle surde explozive / p, t, k / inainte de
vocale se articuleazd cu aspiratie, ceea ce nu-i caracteristic limbii romane
(Bet E., 2000)

In engleza ca si in romana sau germani consoanele se impart in surde
si sonore dupd vibratia coardelor vocale; dupa modul de articulare apar
consoane ocluzive (explozive), fricative, africate, precum si nazale. Dar dupa
locul de articulatie sint consoane ce se produc cu ajutorul buzelor, dintilor,
palatului tare sau moale si a glotei, acestea insd majoritatea difera de la o
limba la alta.
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AHHOTAIUA
B ganHol cTathe gaeTcs OINKMCAaHME KOHCOHAHTHM3Ma B HEMEIKOM,
aHTIIMHACKOM U PYMBIHCKOM SI3bIKaX, TIOKa3aHa HEOOXOJUMOCTh OBJaJICHUS
(dboHeTHUECKUMU HOpMaMH HWH 3. [IpemynpexieHue BO3MOXHBIX OIMMOOK U HX
MIPEOJ/IOJICHUE BO3MOKHO TIPU YCJIOBHUU OCO3HAHUS NPUYUH APTUKYJISAIIMOHHBIX
OMMOOK, MPU IMIOHUMAHUH OTJIMYUH apTUKYJISIIIMOHHON 0a3bl HHOCTPAHHOTO SI3BbIKA OT
APTUKYISAUOHHON 0a3bl POJHOTO SI3BIKA.
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ATELIERUL: DIDACTICA PREDARII LIMBILOR STRAINE

Interference of Mother Tongue in the Acquisition of a Foreign
Language
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Key words: language interference, interlanguage, positive/negative transfer,
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Linguists and methodologists have long been discussing the problems
caused by the influence of mother tongue on the acquisition of a foreign
language. Scholars usually refer to this influence as language interference,
cross-linguistic influence or transfer. Many of them think that this influence
is unavoidable and that sometimes the native language distorts the foreign
language that is being studied. Some believe that the distortion is so strong
that the learned foreign language becomes a blend as it contains much from
the mother tongue and because of this it would be better to call it
interlanguage (Wikipedia). The term was first introduced by Larry Selinker
(1972) and is often explained as a term used when second language learners
produce results which are neither fully native-language-like nor target-
language-like. There is no unity of opinions among linguists concerning
mother tongue influence on foreign language acquisition. However some
linguists deny the importance of mother tongue influence. According to
Oldin (1989:36), the effects of positive transfer can only be determined
through comparison of the success of groups of learners that have different
native languages. Today most linguists admit that the learners’ native
language significantly affect their acquisition of the foreign language. It is
worth mentioning that scholars’ opinions differ when they discuss language
interference. Generally speaking, it means the transfer of certain linguistic
features from one language to another one in the speech of a person who
speaks two or more languages. We should mention here the two kinds of
language transfer- positive and negative. Positive transfer means that some
of the rules in the native and the foreign languages overlap; some words or
syntactic structures are similar. All this makes the transfer from the native
language to the foreign one result in something correct. It also makes it easier
for learners to produce correct foreign language, for example: ambulance —
ambulanya; elephant-elefant; park-parc. That is why learners need less time
to develop good reading and listening comprehension. Similarities between
writing systems contribute to the development of good writing and reading
skills. The grammatical similarities will help learners become more proficient
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in grammar. Thus, due to the fact that Romanian has articles, acquisition of
the English aricle system is much easier for Romanian- speaking learners
than for those whose native language is Russian, or any other Slavic
language, except Bulgarian (the only Slavic language that has articles).
Negative transfer means the transfer of rules, words, word combinations and
structures from the mother tongue to the foreign language that results in
something incorrect. This kind of transfer constitutes a source of errors for
learners of foreign languages. That is why both Romanian and Russian
speaking learners whose languages have free word order often make mistakes
when building sentences in English in which the word order is strict. Positive
transfer is not discussed as widely as negative transfer although it is very
important for learners. The closer the native and the foreign languages are,
the more positive transfer occurs and the easier it is for the learner to master
the target language. On the contrary, the greater the difference between the
two languages, the more negative transfer occurs. As differences between
languages (even between those that belong to the same family of languages)
are usually more numerous than similarities, language interference mainly
deals with negative transfer. Probably because of this language interference
and negative transfer are often considered synonyms (Dulay et al 1982:101).
Speaking about language interference we cannot avoid mentioning
the importance of contrastive studies of languages for foreign language
acquisition. In the middle of the twentieth century, a lot of applied linguistic
research was done in the field of comparing the native and the foreign
languages. It was believed that such investigations could help predict the
mistakes learners made when acquiring a foreign language (Corder 1981:1).
This approach focused, we believe, mainly on negative transfer. Thus the
learners’ errors were most often ascribed to the influence of the negative
transfer on the acquisition of a foreign language. It is difficult to agree to this
because the influence of the learner’s mother tongue on the foreign language
that is being learnt may also be, as we have mentioned before, positive. It
was not incidental that later in the twentieth century, linguists started to pay
more attention to the positive influence of the mother tongue on the
acquisition of a foreign language (Dulay et al 1982:97). Both teachers and
learners benefit from the comparison of the native and foreign languages as
they can help predict some of the mistakes. However the mistakes foreign
language learners make are not caused only by language interference. Later
methodologists started to pay more attention to the analysis of the types of
mistakes. Many of them ignored the importance of contrastive studies for
foreign language studying setting out to discover and describe various types
of mistakes in order to understand how learners acquire a foreign language.
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The recognition of the method of error analysis and of its importance in the
field of foreign language learning and teaching does not diminish the
significance of contrastive studies in the field.

In the present paper, we will focus on the differences between
Romanian as a native language and English as a foreign language to explain
some of the mistakes Romanian speaking learners may make when learning
English. This may help teachers, especially young ones, to discover these
mistakes and to find ways of preventing them or, at least, to try not to miss
the chance to offer the learners the necessary information. Talking about
speakers of a foreign language linguists speak about Learner Language, for
example, Learner English. (Swan&Smith, 2001:39). It is the English spoken
by people whose native language is a different one. It is not the same as
territorial variants of English, such as American English, Australian English,
Canadian English, etc. If we admit that the native language plays a significant
role in the English that is produced by learners, we will have to agree that
there are as many varieties of Learner English as there are native languages
of those who study English.

The major aim of this research was to reveal the patterns of
Romanian interference in Romanian speaking students’ English. It should be
mentioned here that by Romanian speaking students/learners | mean those
who live in the Republic of Moldova. | have limited my analysis to grammar
only. Having summarized and analyzed the most frequent mistakes made by
my students in the field of grammar, | tried to state where the major
difficulties of a Romanian- speaking person who is learning English are.
While English, a West Germanic language that sprang from Proto-Germanic,
refers genetically to the Germanic family of Indo-European languages and is
closely related to German, Dutch, Frisian, Afrikaans, Norwegian, Danish,
Swedish, Icelandic and Faroese, Romanian belongs to the Romance family of
Indo-European languages. Its ancestor language being Latin, Romanian is the
sister language of French, Spanish, Portuguese, Italian, Catalan and other
numerous Romance languages that are not so widely spoken. Due to the
Norman Conquest, English was greatly influenced by French. At the same
time, because Latin was a kind of lingua franca of the Christian Church and
of European intellectual life, many English words were constructed based on
Latin roots. As a result there are numerous similarities between English and
Romance languages. From a typological point of view, English is closer to
isolating languages, such as Chinese and Vietnamese than to Romance
languages. It has, however, preserved some inflections that, though not
numerous, are very frequently used in the language. Besides, culturally,
English is much closer to Romance languages. All this makes the contrastive
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analysis between English and Romanian very interesting and useful. There
are many commonalities between the grammatical systems of English and
Romanian: the same parts of speech, definite and indefinite articles, singular
and plural numbers, common and possessive cases, transitive and intransitive
verbs, present, past and future verb forms, perfect verb forms, active and
passive verb forms, real and unreal conditionals, etc.

There are, at the same time, considerable differences. Unlike English,
Romanian nouns have more cases; in the possessive case, the Romanian noun
comes before the name of the noun that is possessed; definite articles do not
precede the nouns and are not separate words in Romanian; articles and
adjectives in Romanian have singular and plural forms; attributive adjectives
come after the nouns they modify though they may also precede them; the
nouns that express nationality have plural forms in Romanian; the
comparative and superlative forms of Romanian adjectives are formed only
analytically; Romanian articles, nouns and adjectives have gender;
Romanian verbs are classified into four groups from the point of view of their
endings; there are no continuous forms of the verbs in Romanian; the
Romanian perfectul compus, though formed like the English present perfect
with the help of the auxiliary have, is used differently and it also has inverted
forms (vazut-am); the Romanian mai mult ca perfectul, an equivalent of the
English past perfect, has only synthetic grammatical forms; there are gerunds
in both languages but they seldom correspond to each other. There are
considerable distinctions in the sphere of syntax, particularly, in word order,
inversion, negation and some types of clauses and sentences. Below, we shall
point out the cases where Romanian-speaking learners of English make
mistakes under the influence of their mother tongue.

Articles

Although English, like Romanian, has articles, using them is often a
problem for Romanian learners. In Romanian, the definite article is not a
separate word and it does not precede the noun but follows it as an inflection.
Moreover, it has gender and number distinctions. The article system in
Romanian is more varied as it includes articles proper, possessive and
demonstrative ones. The following are typical mistakes that arise from uses
of the Romanian articles:

1. In Romanian, the definite article is used with nouns with a generic
meaning. Hence:

The cat is a domestic animal.

When he was pupil....

I like the tennis.

The sugar may be dangerous.
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The music is very special to me.

No article is used in Romanian before names of professions when
these are used as predicative.

His father is doctor.

He wants to be engineer.

Romanians use the article before possessive pronouns and other
determiners.

The most pupils chose volley ball.

This book is the mine.

In Romanian, it is possible to omit the article after as, like, with and
without.

He behaved like child.

You may work with dictionary.

They used the stick as fork.

He went without umbrella.

Romanian does not use articles in some expressions of location.

She is at seaside.

They spent the vacation in mountains

More typical mistakes arise from Romanian use of articles.

The Tim’s phone.

We have the lunch at 1pm.

| study the German.

The Manchester United.

The Queen Victoria

Other difficulties include:

Few — a few:; little — a little

In future Vs in the future

Last year — the last year

Next month — the next month

(the) school, hospital, prison, church, bed, etc.

Nouns

Like English, Romanian has countable and uncountable nouns;
however, they do not always coincide (advice-sfat, sfaturi; income-
venit, venituri; information-informatie, informatii; knowledge-
cunostinte; money- ban, bani; work- munca, munci).

She gave me many good advices.

They have great incomes.

He brought a lot of informations.
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In Romanian, the number of nouns that lack agreement between
grammatical form and grammatical meaning is much smaller than in
English.

The news are interesting.

The police is coming.

Quantities of money and measures of liquids, solids and distances
typically take a plural verb and are followed by plural pronouns in
Romanian.

I need another five pence, but I haven’t got them.

Fifteen litters are more than | can carry.

Three miles aren’t far to walk.

English noun+noun compounds may lead to problems where one of
the nouns has a plural meaning and a singular form.

A teethbrush, a toys shop, a books publisher

Adjectives

Adjectives in Romanian usually follow the noun and inflect for
number which may lead beginners to making mistakes.

A book thick

Clevers boys

More advanced learners may make mistakes with substantivised
adjectives.

Give money to the poors.

Romanian does not have comparative and superlative inflections.

She is much more old than me.

Some expressions in Romanian use an adjective where English would
use an adverb.

Speak slow.

Walk quick.

Any adjective can be used anaphorically without the equivalent of the
English proform one.

Which one is your brother?  The tall.

Prepositions
Most Romanian prepositions have rough English equivalents.

Problems arise in cases where an English expression is not constructed with
the equivalent of the Romanian preposition or where one of the languages
uses a preposition and the other does not. Typical mistakes in this area are:
made from plastic, married with my sister, listen a record, contribute at,
participate at.

Verbs
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. Romanian speakers tend to have trouble learning to pronounce the s-
endings in third person singular present tense verbs. There are many
reasons for this. English is known as a non-inflected language
compared to Romanian so the one sign of inflection tends to be
forgotten.

. The auxiliary do has no equivalent in Romanian. Romanian speakers
can run into problems in English trying to form interrogatives by
adding a question mark or by using question information (You are
coming this evening?) or by inversion (When think you to leave
England?)

. Negatives in Romanian are formed by putting the negation nu before
the verb.

She not lives in Paris.

. The negation nu precedes the verb when another negative follows it.

| have not said nothing.

. Conjugated question tags do not exist in Romanian; whereas in
English, the question tag agrees with the main verb, Romanian uses
nu-l asa? equal to isn 't it? or more casually nu? after all verbs.

You are American, isn’t it?

Alice loves Tim, no?

Time, tense and aspect

Past time

The Romanian perfectul compus is formed much like the English
present perfect but it functions like a simple past in speech and
informal writing.

| have visited them last summer.

In Romanian the present tense is used to talk about actions or states
that began in the past and are continuing in the present.

I work in Paris since August/ for six months.

In Romanian, in writing and sometimes in speech, especially when
reporting conversation, the present tense may be used to talk about
the past. In Romanian, it gives an effect of fast moving action to a
narrative.

Last week he calls and invites me to a party.

I talked to him yesterday. When I ask him “Are they leaving?” he
says he doesn’t know.

In Romanian, there is a tense imperfectul that is used in the same way
as the English past progressive to talk about an action in progress at
a given point in the past. But the same past tense is also used to talk
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about habits or repeated actions in the past, so Romanian speakers
may use the past progressive in place of a simple past tense.

We were often going to the seaside when | was a child.

I was swimming a lot when | lived in the village.

This tense is also used where the past perfect progressive would be
used in English with for and since.

When he came we were writing a dictation for twenty minutes.

In Romanian, all verbs, including ‘state verbs’, can be put into this
tense.

I was knowing him when | went to school.

5. The Romanian mai mult ca perfectul is formed like the English past
perfect and its usage generally corresponds to the English tense. But
it can also be used when the action spoken about is separated from
the present by facts that are common knowledge to the speakers even
though they may not be mentioned.

These are the flowers. All are red. But we had spoken about white
flowers.

Future time
Romanian has the same three ways of expressing future time as
English: a present tense, a going to structure and a future tense. In general,
Romanian and English usage of these is similar but there are some
differences.
1. Since Romanian has no present progressive, the simple present may
be used incorrectly for the future.
I go to the cinema this evening.
2. In Romanian, the present tense is used to express a decision at the
moment it is taken.
Somebody has come. | open the door.
3. Romanian uses the future tense for future time in clauses of condition
and time.
I’ll phone you when she will arrive.
I will go if they will invite me.

Clause structure
1. Romanian often uses a clause where English uses a predicative
construction.
I want that you accompany me.
| saw that she ran.
In cases where English uses an infinitive after a verb to express
purpose, Romanian uses the equivalent of for.
He is going to London for to buy some books.
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2. Spoken Romanian allows an additional subject in a sentence.
My father he is very good at chess.

3. Relative pronouns are very seldom omitted in Romanian, so
Romanian speakers can have trouble understanding and producing
sentences like: This is the book | have always wanted to read.

Sentences with “It” and “There”
1. Romanian does not use a subject in impersonal sentences.
Is raining.
Is important to go there.
2. Romanian does not have an expression corresponding to there is/
there are. This can lead to mistakes:
It’s a book on the table. or On the table is a book.

Word order

Word order in Romanian is free; this makes it difficult for Romanian
speakers to get used to English strict word order. This causes many mistakes.
Very often Romanian sentences begin with the verb predicate.

1.Comes spring. Rings the telephone.
2.In Romanian, an adverb often comes between the verb and the direct
object.
I like very much this film.
3.Romanian can use inversion in an object or relative clause if the
subject of the clause is a noun.
I want to know what said your brother.
What is doing Anna?
The book that is reading my sister is very interesting.
The village where live my grandparents is very small.
4.0ther mistakes are related to the use of the word enough.
Is it enough warm?
5.Romanian never uses a preposition at the end of a clause.
Of what is she thinking?
For whom is this book?
6. Other typical mistakes are:
In this book is spoken about...
| feel myself well.
The answer to this question you can find...

The research we have done has revealed a number of patterns of
mother tongue interference that occur in Romanian-speaking learners’
English. Knowledge of these patterns would help teachers of English provide
the required explanation that can prevent the learners from making mistakes.
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Abstract

Axata pe interferenta limbii materne in studierea unei limbi striine,
lucrarea data scoate in evidentd originea greselilor comise in limba engleza
de catre vorbitorii de limba roména care studiaza limba engleza. Elaborata in
baza analizei greselilor admise in limba engleza de studentii vorbitori de
limba romana de la USARB, atat in vorbirea orald cit si scrisa, lucrarea
reliefeazd cele mai raspindite cazuri in care greselile in limba engleza sunt
cauzate de transferul negativ al regulilor si structurilor din limba materna in
limba engleza.

L’image dynamique dans la didactique du FLE

Angela COSCIUG, conf. univ., dr.
Universitatea de Stat ,, Alecu Russo” din Balfi

Cuvinte-cheie: tehnica, predare, invatare, imagine dinamica, elev.

Généralités

Comme I’affirme Fr. Demougin dans son article «Image et classe de
langue: quels chemins didactiques? [3], quant a I’image et [a la - A.C.] classe
de langue [maternelle, seconde ou étrangere - A.C.], la problématique n’est
certes pas nouvelle [car beaucoup de recherches importantes dans le pays et a
I’étranger - A.C.] lui ont déja été consacrées. Ce qui pourtant est nouveau
dans ’appréhension de [’'image c’est le role qu’on lui donne.: moins objet que
sujet du regard qu’on lui porte, elle ['oriente et I'imprégne, le faconne et
[’éduque [3, p. 103]. L’image, selon Fr. Demougin, éduque le regard et le
regard éduqué peut alors regarder l'image. Ni simple sensation, ni seule
réflexion, elle suppose la sensation, puisqu’elle procéde a partir d’elle, et
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elle est condition de possibilité de la pensée [ibidem]. L’image est ainsi une
sorte de ligne de passage ou un pont entre le réel et lintellect, ¢’est-a-dire le
domaine du visible (de la sensation) et celui de [’intelligible (de la réflexion)
[ibidem]. L’image, méme celle statique, apparait donc comme un principe
dynamique qui ouvre l'accés a la réalité qu’elle reproduit, le tout par le
truchement d’une langue sans laquelle elle reste muette [ibidem].

Ou se situe, dans ces circonstances, la vérité didactique du support
appelé «image»? Comme Fr. Demougin, nous croyons qu’on peut répondre a
cette question a travers ’identification de deux choses, en premier lieu, de ce
qu’apporte d’individuel, c’est-a-dire de plus ou de différent ce support dans
une classe de langue et, en dernier lieu, de ce comment s’opére le passage de
la visibilité de 1’image a son intelligibilité et a son appropriation. Pour ce
faire, on se propose premieérement de définir I’image comme support
d’enseignement (ISE), tenant compte du fait qu’il s’agit seulement de 1’usage
de I’'image en classe de FLE et pas en classe de langue maternelle ou
seconde, tout ¢ca pour en préciser les réles didactiques. Deuxiémement, on
définira, dans wune perspective comparative et comme support
d’enseignement, I’image dite dynamique ou animée (IDSE): BD interactive,
dessins animés, image filmique, clips etc. Dans ce cas on fera appel a I’image
dite fixe ou statique — dessins, photos, tableaux etc. - pour mettre mieux en
relief la vérité didactique de I’image du premier type. Puis on analysera les
différentes postures de 1’apprenant moldave confronté a I’image dynamique
en classe de FLE et on proposera de nouveaux outils spécifiques pour
accompagner le cheminement de celui.

1. Nature, fonctions et caractéristiques de base des ISE et des

IDSE

Selon M. Tardy [4, p. 104], toute image didactisée (ID) ou ISE, soit-
elle fixe ou animée, remplit:

- une fonction psychologique de motivation;

- une fonction d’illustration ou de désignation, puisqu’il y a
association d’une représentation imagée du terme et de 1’objet qu’il désigne;

- une fonction inductrice, puisque toute ID est assortie d’une
invitation a décrire, a raconter;

Les images transposant des réalités étrangéres — socioculturelles,
linguistiques - ont encore une fonction de médiateur intersémiotique entre
deux systémes de signes, celui de la socio-culture, de la langue étrangeres et
celui de la socio-culture, de la langue maternelles, tout ¢a car I’interprétation
d’une image portant sur une socio-culture ou langue étrangéres se fait
toujours a travers la comparaison de celles-ci avec celles maternelles. Par
conséquent, les images transposant des réalités étrangeres sont une sorte de
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vecteur de la socio-culture, de la langue en particulier, c¢’est-a-dire des traits
identitaires collectifs, des représentations collectives étrangeres.

Les fonctions de base de I’'ID, mises en place par M. Tardy,
permettent a Fr. Demougin de mettre en place cinq caractéristiques de celle-
ci, et notamment le fait qu’elle:

(1) raconte une histoire, surtout celle animée, une histoire qui plait
ou non et cette dimension narrative donne a cet outil didactique
sa dimension ludique; a travers I’image on retrouve la fonction
sociale et symbolique du conteur;

(2) apparait comme un document efficace dans 1’ouverture d’un
nouveau champ de perception en dehors des automatismes
mentaux acquis en culture et langue maternelles;

(3) estrévélatrice a la fois des autres, de ceux qui I’ont prise, de leur
conscience, de la conscience de 1I’époque ou ceux-ci ont vécu;

(4) est, par conséquent, un vecteur privilégié de la culture 1égitimée
officiellement;

(5) permet de percevoir une langue dans ses états verbaux (les
images secondées par des mots) et non verbaux (les images non-
secondées par des mots).

Dans les pages qui suivent nous mettons a la base de la recherche les

cinq caractéristiques mises en place par Fr. Demougin.

2. L’image dynamique en classe de FLE

En classe de FLE I’image fixe et puis animée a toujours été un
support didactique de choix qui permettait des activités diversifiées, inscrites
en méme temps dans les deux types de pédagogie: celle de la reproduction et
celle de la production: (1) activités orales — questions, réponses, discours
analytiques, débats etc.; (2) lectures — lectures-balayage, lectures
silencieuses, lectures a haute voix; (3) travaux écrits — questionnaires a choix
multiples, tests, rédactions, compositions, résumés ou analyses a 1’écrit etc.

Ce support était premiérement employé comme facilitateur
semantique (étant, dans ce cas, une image sémantique) au cas des unités de la
langue et/ou de la culture frangaise/s difficiles a comprendre par un étranger,
par exemple, les plats, les articles du costume frangais a différentes époques
historiques, les meceurs du peuple simples et des bourgeois et les unités
lexicales qui les désignent, tout ¢a car ’image authentique fixe, mais surtout
celle animée permet un transcodage du sens linguistique étranger souvent
difficile a expliquer dans un sens iconique qui est évident dans la bonne
majorité des cas (par conséquent, directement accessible a un apprenant de
langue et culture étrangéres), car I’on enregistre quand méme des situations
ou I’image n’est ni universelle (car foute chose n’est pas également
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représentable et les formes de représentation ne sont pas nécessairement
identiques [3, p. 104]), ni monosémique (par exemple, les images fixes et
surréalistes de René Magritte ou les images filmiques science-fiction qui
nécessitent une lecture a part sur des régles a part). Ultérieurement 1’image et
surtout celle animée a commencé a étre employée de plus en plus
fréquemment comme support situationnel. L’emploi de 1’image situationnelle
en classes de FLE a entrainé le passage a la pédagogie de la reproduction
verbale (ou I’apprenant tient, par exemple, le discours imposé par I’image
situationnelle), puis a celle de la production verbale (ou I’apprenant critique,
par exemple, le discours présent dans ’image situationnelle). Dans le
deuxiéme cas, et notamment celui de la production verbale en FLE (ou la
pluralité des lectures est sollicitée en tant qu’ingrédient principal dont la
parole spontanée a besoin pour naitre), I’image situationnelle, surtout de
nature animée (qui renferme des composantes socioculturelles, socio-
pragmatiques et linguistiques) est un stimulateur, un déclencheur verbal
d’excellence, car elle aide en particulier a 1’expression orale de I’apprenant.
Elle révéle parallelement DI’interdépendance de la langue et la culture
francaises, la production du sens.

3. L’apprenant du FLE face a I’'image

Pour mettre en place une didactique de 1’image dans une classe de

FLE ou de toute autre langue étrangére il faut savoir au juste quelles sont les
postures de lecture de ce support. Comme le démontrent les pratiques de
classe, la lecture de ce support peut étre de cing types [3], [1], [2]:

(1) dénotative, par conséquent minimaliste, car on demande au
mieux a I’apprenant une simple identification des composantes
¢élémentaires de I’image sans que I’apprenant établisse de lien
cohérent entre ces derniéres et par tout cela il ne parle que de
l’image, mettant surtout en relief un lexique de 1’espace en
accord avec la consigne de base: que vois-tu sur cette image?,
fait qui dégage 1’idée que la compétence linguistique est alors la
seule sollicitée lors de ce type de lecture de I’image fixe ou
animée;

(2) psychologique, personnelle, quand les apprenants (a)
reproduisent, répétent en décrivant ainsi I’histoire de 1’image
(par une paraphrase narrative); (b) la reproduisent en
I’expliquant (par une paraphrase explicative qui introduit une
méditation argumentative) ou (c) la reproduisent en I’évaluant
(par une paraphrase évaluative), mettant chaque fois en place
des consignes du type que comprends-tu dans cette image? que
veut dire cette image? a quoi te fait penser cette image?, parlant
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ainsi de, sur et puis a partir de l'image, déchiffrant un sens,
affirmant ainsi la dimension connotative de 1’image et leur
expérience interprétative qui repose essentiellement sur la
sensibilit¢ du regard singulier de I’apprenant, son vécu
personnel, fait qui dégage 1’idée que la triple compétence
linguistique, socio-pragmatique et culturelle y est sollicitée;

(3) analytique sur les régles montées par la sphére des lettrés, par
conséquent, une lecture des experts en interprétation des images
qui véhicule la consigne rédige un commentaire composé de
cette image et qui a pour objectif de base la vérification des des
savoirs érudits.

Les types les plus fréquemment adoptés par les apprenant du FLE de
la République de Moldova et les plus fréquemment demandés par ses
enseignants sont les premiers deux, car ils sont simples, faciles a effectuer et
a évaluer.

La quatriéme posture, comme le remarque Fr. Demougin [3, p. 104],
est plus complexe: elle met en jeu la singularité de I’apprenant, libére sa
parole. Mais elle ne peut exister que si les autres postures ont été adoptées, a
un moment donné et sur une image donnée [ibidem].

4. Un nouveau outil pour accompagner le cheminement de
I’apprenant moldave du FLE dans le travail de I’image animée

Dans ce compartiment nous pensons décrire en bref un outil
pédagogique qui est insuffisamment exploité aujourd’hui en classe de FLE
dans la République de Moldova, mais qui s’avére trés efficace quant au
travail d’une image animée dans n’importe quelle classe. Il s’agit du cahier
de bord, décrit en détails par Fr. Demougin comme outil spécifique dans le
travail de I’image dynamique dans les classes de FLM.

Nous croyons que cet outil peut étre également employé avec succes
dans les classes de FLE dans la République de Moldova. Le cahier de bord
est un cahier ou I’apprenant ayant tout niveau de connaissance du frangais
(ce qui importe beaucoup! — A.C.) accompagne la construction de son regard
de l'image animée en notant, de la maniere qu’il souhaite ses ré-actions a
l’image que le professeur propose a sa lecture. Aucune norme n'y est
attachée, qu’elle soit linguistique, discursive ou textuelle [3, p. 106].

Dans les notations prises dans le cahier de bord on enregistre toutes
les «phases» de I’image dynamique. Ces notes permettent de construire plus
tard un parcours pédagogique de différente complexité qui débute, par
exemple, par des questions élémentaires sur ’image vue et entendue, telles
quelles: A quoi l'image te fait-elle penser? Qu’as-tu ressenti a la lecture de
cette image? Est-ce que cette image te plait? Si oui, pourquoi?
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Le professeur qui pense employer le cahier de bord dans le travail des
images dynamiques dans ses classes doit savoir le fait qu’il encourage par cet
outil les moments de partage oral (qui a toujours besoin d’une sorte d’aide-
mémoire qu’est cet outil), pendant lesquels les apprenants qui le souhaitent
font part a leurs collégues de leurs notations sur I’image. On crée ainsi les
conditions du cheminement linguistique, intellectuel et expérientiel de
["apprenant a la base de l'image vue et entendue [ibidem]. Comme le
remarque Fr. Demougin, le cheminement en question est construit grace au
rapport authentique a la langue francgaise, surtout a travers cette image
animée authentique psychologique qui donne a I’apprenant un modele
d’usage authentique de la langue frangaise qui est approprié a ’aide de trois
activités langagieres de base: répéter (redire, restituer, reformuler); transférer
(expliciter); inventer (compléter, développer) et qui développent
simultanément chez 1’apprenant du FLE des compétences (1) culturelles par
la construction d’un motif culturel qui méne I’apprenant a maitriser un
codage culturel et communicationnel frangais et (2) de lecteur actif, c’est-a-
dire d’un lecteur capable de (a) saisir la culture francgaise authentique; (b)
s’appuyer toujours sur le «hors champy et le «hors récit» d’une image animée
en frangais, créant ainsi un goiit de 1’image (d’un rapport plat au réel a un
rapport proliférant); (c) de construire des liens de complicité avec 1’image,
avec les autres lecteurs de cette image (en réalité avec 1’imaginaire collectif),
avec la langue frangaise [ibidem].

Par conséquent, le cahier de bord décrit par Fr. Demougin qui vise
[’appropriation d’une image animée authentique francaise [cette fois par un
apprenant moldave, donc étranger — A.C.], placé au ceeur d’un systeme de
construction linguistique et culturelle [étrangere — A.C.] et progressive,
permet de mener conjointement l’apprentissage de la langue frangaise et du
regard [ibidem]. S’il s’agit de cette double pédagogie, on dira méme triple -
de la langue, de la culture et du regard - il faut noter que toute image, soit-elle
statigue ou dynamique, a deux traits importants: la réticence et la
prolifération, autrement dit, toute image animée renvoie (1) a la non
évidence de ce qu’elle signifie en amorcant des conflits potentiels entre
lecteurs et (2) a [’existence possible de plusieurs axes interprétatifs amorgant
l’idée d’une communauté interprétative dont la classe peut étre le lieu
[ibidem].

L’existence de ces traits dans toute image oblige I’apprenant a un
retour métacognitif sur son propre regard qui le fait se poser des questions
telles quelles: Que n’ai-je pas pris en compte? Ou me suis-je laissé prendre?
Cela le fait initier une collaboration active avec ses colléegues - les autres
spectateurs de la méme image animée — afin de vérifier la justesse de son
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regard et de ses interprétations. On met ainsi 1’accent sur /’analyse de son
point de vue sur I’image, enregistré en détails dans le cahier de bord, en
renvoyant la lecture de I’image animée a une lecture en acte dans laquelle la
notion prioritaire devient celle d’altérité, car 1’apprenant se pose
continuellement la méme question a travers tout son travail d’interprétation
de I’image: est-ce que les autres ont-ils vu dans I’image la méme chose que
moi? Par conséquent, regarder ensemble une image implique donc une
conversion du regard, la prise de conscience que sa maniére de regarder n’est
pas exclusivement un produit personnel, mais, en premier lieu, le produit
d’une éducation au sein d’une communauté sociale quelconque, de
I’intériorisation de certains schémas perceptifs collectifs, spécifiques a cette
communauté et, en dernier lieu, d’une expérience personnelle acquise au
sein de cette communauté, car il faut toujours apprendre des autres a regarder
guelque chose ou quelqu’un, comme il faut apprendre des autres a parler une
langue quelconque.

Donc (1) c¢’est moins I’image vue et entendue qui est modifiée par le
regard de quelqu’un que le regard de celui-ci par elle; (2) dans la lecture de
I’image il s’agit donc moins de promouvoir un savoir linguistique et/ou
culturel qu’une compétence lectorale (spectatoriale), définie comme la
capacité a comprendre I’image en acte et non pas comme un objet figé,
ossifié. L’interprétation collective d’une image est celle qui donne plus de
siireté a I’apprenant qui constate qu‘il voit ou ne voit pas I’image comme ses
collegues, il y voit plus ou moins que ceux-ci. Mais toute interprétation d’une
oeuvre sonore et/ou visuelle se fait toujours a travers une ré-actualisation de
son contenu. Le meilleur outil de ré-actualisation est, dans ce cas, le cahier de
bord qui se fait sur des consignes personnelles, car il refléte la maniere
personnelle de I’apprenant d’interpréter les choses vues et entendues dans
une image animée.
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Abstract

In articol, ne propunem si trecem 1in revisti natura, functiunile si
caracteristicile de bazd ale imaginii dinamice din punctul de vedere al
didacticii limbii franceze. Tinem cont, in expunere, de dificultatile cu care se
confruntd elevul care 1si propune si interpreteze o imagine dinamicd in
franceza. Accentul este pus pe tehnici de lucru mai putin Intrebuintate in
institutiile de Tnvatamant din Republica Moldova. E vorba, n acest context,
de jurnalul de bord si alte tehnici.

Reading to Speak. Development of Oral Communication Skills

Eugenia BABARA, conf. univ., dr.
Daniela TIRSINA, drd.,
Universitatea Pedagogica de Stat ,,lon Creanga”, Chisindu

Keywords: competence, skill, ability, purpose, debate, deliberation,
interview, interviewee, communication, acquisition.

All the four skills (listening, speaking, writing and reading) are
important. But speaking appears to be the most important one. A foreign
language weather it is the first or the second language for the learners gives
the possibility to converse with the speakers of that language, either as a
necessity of doing business or simply using it for pleasure. In learning to
speak a foreign language the students encounter several difficult micro-skills
such as pronoun of unfamiliar sounds, the use of correct stress, the chaise of
formal & informal expressions. The students have few opportunities to speak
the foreign language they learn outside institutions. That’s why they rather
often can’t communicate with foreigners properly well. Integrated
approaches and techniques are required to be added in teaching speaking.

Speaking is introduced at reading & writing lessons where the
students can acquire oral communication practice. The interesting topics
connected with reading and writing lessons help the students fulfill the
speaking tasks. In such a way this facilitates acquisition of English by the
students through creating themes for discussion and opportunities to test their
language performance.

172



Language came into life as a means of communication and is alive
only through speech. When we speak about teaching a foreign language we
first of all have in mind teaching it as a means of communication. Speech is a
bilateral process. It includes hearing, on the one hand, and speaking, on the
other. When we say “hearing” we mean auding or listening and
comprehension. Speaking is one of the four skills. Speaking is closely
connected with the other three skills. The produce (result) of reading and
listening is speaking, after you have written the message you are to speak it
up. Consequently speaking is a means of presenting linguistic material:
sounds, words, grammar items, and vocabulary assimilation. It is used for
developing pronunciation skills and is connected with reading and writing
demonstrating the ability of the students to pronounce correctly what they
read and write. Speaking is a complex skill requiring the simultaneous use of
different abilities which often develop at different rates. Motivation is crucial
in allowing students to express themselves in classroom. A way that allows
students to interact with one another and to exchange information, attitudes
and feelings would be integrating speaking with reading. This integration has
many advantages, as it adds variety, involves students different strengths and
creates interactive possibilities by concentrating on both productive and
receptive skills. In addition, the interesting topics associated with reading
furnish well with speaking tasks. This contributes to students acquisition of
English and opportunities to test their language knowledge. The activities
designed should be focused on students’ attention first in meaning and
secondly on form.

Nuan D (1989 : 194) suggests the use of activities that involve oral
communication, carrying out, meaningful tasks, and using language which is
meaningful to the learner” as well as the use of “materials that promote
communicative language use and are task- based”. H. D. Brown (1994 : 81)
proposes that communication is likely to occur in the classroom when 1) a
significant amount of pair work and group work is conducted; 2) students are
encouraged to produce language for authentic, meaningful communication;
3)classroom tasks are conducted to prepare students for actual language use
outside the classroom.

The integration of speaking with reading activities are shaped on a
reading text of various difficulties. The text selected should contain a plot
involving more than one person and be represented through dialogues.

The students are encouraged to use their imaginations and make
some changes in the plot or dialogues. This type of activity is called theatre
arts and read to act.
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The students are divided into groups supervised by a person who
distributes the roles. The students scan the story concentrating on the plot
then they act in a new language, interpreting and expressing it, relying on
their memories. They are given a second chance to scan the story, to take
some notes of the key words. After this they present the performance of the
story. The results obtained show that it is possible to achieve not only a two
skill integration but even a four skill one, because during these activities the
students read, write, listen and discuss problems. Another activity referring to
integrating speaking and reading is language for a purpose or read for a
debate, deliberation.

The students use the language for real communication goals, that is,
they discuss a controversial issue on the basis of an article read in class.
Deliberation can deepen the students’ understanding of the problem
discussed in the article, they learn how to view and defend an issue, using
ideas from the article which will support their arguments, even to personalize
the topic with some information about themselves.

The teacher should lead students to unprepared speaking through
prepared speaking.

Another activity is connected with reading for further interview.
Work is performed in class students form pairs. One of them acts as an
interviewer who asks questions based on the text, the other who is
interviewee answers them trying to use ideas or facts from the text.

The text is looked through, notes can be taken, new pairs are formed
but the roles are changed, the content of the questions differs. The result of
such an activity is concerned with the opportunity of presenting ideas from
the read text orally. As a result of speaking through reading we develop other
two  skills-listening  comprehension and  questions  formulation.
Communication (speaking) takes place, including role relationships, the
shared knowledge of the participants and the communicative purpose of their
interaction. Oral language (speaking) is a means of testing students
comprehension when they hear or read a text. Consequently speaking is an
aim when students make use of the target language for: a) teacher — students
communication in the classroom; b) students’ communication when talking
on a subject under supervision; c) students discussing problems touched in a
text (article); d) students’ communication beyond the classroom.
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Abstract
In articol se trateaza problema dezvoltarii competentei de comunicare
prin alte, competente - citire, scriere si audiere in ansamblu, accentul
punindu-se pe citire. Activitatile descrise in materialul prezent demonstreza
posibilitatea de imbundtatire a acestei competente importante atit la lectiile de
limba engleza, cit si in afara lor, i.e. In viata cotidiana.

Register Variation in Teaching English as a Foreign Language

Valentina SMATOV, conf. univ., dr.
Universitatea der Stat ,, Alecu Russo” din Balfi

Key terms: register, variation, register of fiction, academic register,
conversational register

The term “register” has become rather popular and it has acquired a
number of meanings in modern linguistics: a sub-discipline, an approach to
analysis, a set of linguistic characteristics, a text having special
characteristics, a degree of formality.

Register may be understood as a sub-discipline of linguistics, that is
clearly defined in the foreword to the book “Register Analysis: Theory and
Practice® edited by Mohsen Ghadessy: ”As a sub-discipline of linguistics,
Register Analysis has been developing very fast in the last few decades.
Many people are now working with examples of genuine texts in the hope of
establishing the linguistic features that characterize each”. (Ghadessy,
1992:1) It is also pointed out here that “several of the chapters base their
analyses on the Systemic Functional Theory of grammar proposed by
Michael Halliday”. (Ghadessy, 1992:1)

The grammar of M. Halliday is most often mentioned in linguistic
discussions of register. M. Halliday analyses register from the point of view
of field, tenor and mode. The dimension of field realizes a referential
function, defining domain; tenor deals with interpersonal function,
establishing relations between interlocutors; and mode refers to textual
function, determining its form: spoken or written. Being interpreted through
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the dimensions of field, tenor and mode, registers can be given a more
detailed description (Halliday, 1989).

In the textbook for students “Register, genre, style” the authors
Biber Douglas and Susan Conrad resort to the terms “register”, “genre”,
“style” to refer to three different perspectives on text varieties. Register is
considered just as one of possible approaches to text analysis. They also note
that the term “genre” tends to be used speaking about literature while the
term “register” usually refers to the situation in which the utterance is used
(Biber and Conrad, 2009:15).

It is difficult to draw the borderline between genre and register. In
fact, register and genre are synonymous overlapping terms and they are used
very often interchangeably. Some linguists consider that the term ‘register’ is
wider than the term ‘genre’ but narrower than a functional style (Gvishiani,
2007) whereas others prefer to apply the term ‘genre’ as a wider term. The
term “register” tends to form combinations with language, discourse,
communication in which it coincides with the term “style”. As can be seen,
there is no consensus about the term “register” among linguists as far as the
definition of register is concerned and the situation grows more complicated
when other terms such as text types, domains, idiolects are involved in the
discussion.

Robert de Beaugrande entitles his article “Register in discourse
studies: a concept in search of a theory” because, in his view, “the practical
has gone ahead of the theoretical” (De Beaugrande 1993:14). It becomes
evident that terminological confusion about register, genre, style and other
terms should be clarified by further research into discourse.

Register is often regarded as a set of linguistic and paralinguistic
characteristics conditioned by the combination of speech situation variables
consisting of a speaker, a listener, place, time and text. It is important to
realize the fact that according to register variation there are many Englishes
or situational varieties of English .The aim of the article is to outline
problems dealing with register usage in teaching English as a foreign
language.

Register is a universal feature of well developed languages. It allows
the choice of linguistic features on the basis of the main components of
speech situation; we modify the register of our voice depending on who we
are talking to, on where we are, in what social situation we are. Our choice of
lexical and grammatical elements is conditioned by the common language
practice. Vocabulary and grammar absorbs the speech peculiarities of the
social situation and they become appropriate and associated with certain
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dimensions of the speech situation. Even body language must be suitable to
the main components of a speech situation.

There is no definite answer to the question how many registers there
are in English — are there as many registers as there are situations? According
to Asif Aga (p. 24) “a register is a linguistic repertoire that is associated,
culture-internally, with particular social practices and with persons who
engage in such practices”. (Asif, 2004:24) The basic types of register in
English include newspaper register, political register, military register,
religious register, classroom register, register of fiction, register of
conversation, telephone conversations to name but a few.

Register analysis takes texts into formal and informal, written and
spoken. Some registers have two varieties: spoken and written, for example,
business register. Electronic register has only a written variety but with great
variations in formality. Register analysis uses clines for its analysis,
displaying nuances, modulations, differences in the degree of formality. By
placing a sample of register on the cline we can also determine the degree of
its being planned/unplanned, socially structured/less socially structured,
aided by writing/unaided by writing, less reciprocal/more reciprocal
(McCarthy M. and Ron Carter, 1995: 25; Cook, 1996:116).

In teaching English we often use register of fiction which represents
several registers to create a portrait of characters. For example, a fable from
James Thurber “The Peacelike Mongoose” can exemplify a number of
registers as it is rich in words and expressions from different registers: the
register of narration (in mongoose country a mongoose was born), family
register (he is crazy, he is sick), law register (he was tried, convicted and
condemned), political register (pro-cobra, anti-mongoose, against the ideals
and traditions). By playing with registers, blending the formal and the
informal, James Thurber creates a dramatic combination of irony, humour
and sarcasm.

The text of the fable in question represents a multitude of voices of
different registers: the one of the author, the innocent mongoose, the crying
father, the sympathetic mother, the shouting brothers, the whispering sister,
the neighbours, the strangers, and the voice of the moral written in the
register of the Bible. Such blending of registers is typical of fiction.

Another example of register use in fiction is part of the conversation
where interlocutors have difference in education:

- The weather conditions have been very unfavourable lately,
said Owl.

- The what?

- It has been raining, explained Owil.
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- Yes, said Christopher Robin. It has.
- The flood level has reached the unprecedented height.
- The who?
- Thereis a lot of water about, explained Owl.
- Yes, said Christopher Robin, there is.
(Milne, p. 110)

In this case the formal register of the owl is translated into the less
formal of Christopher Robin. The difference in background and education
evidently causes the disruption in communication. Communication may be
blocked because one uses specialized vocabulary as in the following
example:

- Martin Eden demanded:
- What is Trig?
- Trigonometry. Norman said. A higher form of Math.
- And what is Math? was the next question, which somehow
brought the laugh on Martin.
- Mathematics — arithmetic was the answer.
(London, p. 35)

Misunderstanding may occur when one of the interlocutors uses

informal words unknown to the listener:
- By the way, Mr. Eden, she called back as she was leaving the
room.
- What is booze? You used it several times, you know.
- Oh, booze, he laughed, it's slang. It means whiskey and beer —
anything that will make you drunk.
(London, p. 79)

The reason for misunderstanding here is the use of the informal word
“booze” and the following context resolves the problem. While translating
one must be careful to render the variations of the register.

English is taught at the faculty of foreign languages as a means of
communication, embracing spoken and written, formal and informal
registers. We teach most frequent words, stylistically neutral, good for any
situation, however, our classroom discourse is more formal than informal,
more written than spoken. Our classroom English is more literary and official
and may be less appropriate than it should be with native speakers.
Colloquial words are rarely used, sometimes they appear at the lesson, but
teachers would comment on them as slang and would not encourage students
to use slangy words and expressions. Even such frequent words in
conversation as “guy”, “weird” or “awesome” can hardly find their way into
the classroom language. In the majority of cases students tend to speak like
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robots, to make artificial question-answer dialogues, far from being natural
exchange of ideas. Their speech does not display conversational words,
structures and culture of spoken English grammar.

The trouble is that many teachers of English focus more attention on
written language and there is a sort of neglect of teaching conversation with
its structural and cultural conventions. On the pages of English Language
Teaching Journal there appeared a number of articles, discussing the state of
art in this domain, revisiting teaching conversation and proposing new
activities for its teaching in accordance with grammar of spoken English
(McCarthy and Carter, 1995; Timmis, 2005).

Analysis of conversation should include analysis of a speech
situation and appropriate language: Who are the speakers? What are they
talking about? What are the relations between them? How well do they know
each other? What would they say in a formal context? Who said to whom, at
what point, with what goals and purposes, in the context of what relationship,
under what circumstances? What would they say in a similar context in their
language? (Timmis, 2005:123)

At present English has accumulated special lexico-grammatical
means to carry conversations, which include well known stylistic features:
idioms, phrasal verbs, substitution, ellipsis, tag questions, vague language,
flexible word order as well as some less known structures such as heads,
tails, agreement by synonyms, fillers and backchannels (Timmis, 2005:117;
Timmis, 2010; Hilliard, 2014; McCarthy M. and Ron Carter, 1995). The
above mentioned register features deserve consideration and inclusion into
conversations as effective means of communication.

Discourse markers of conversation should be introduced and
practiced, especially those that fulfill pragmatic functions (well, ok, oh).
According to the dictionary (OALD) the exclamation “well” has nine
meanings which are used to express surprise, anger or relief, different forms
of agreement, waiting, pausing, ending the conversation, correcting yourself.
Question tags are also useful tools in carrying a conversation, as well as
question techniques. Every item of speech grammar must be put into the
syllabus of conversational English.

“By adopting a register-sensitive approach, proposed by C.
Rithlemann (2008: 690) we would not only make an important contribution
to bringing school English into closer correspondence with the language
actually spoken but also get closer to redressing the balance which has
traditionally been in favour of writing”. Findings of corpus linguistics,
discourse analysis, grammars of spoken English must be applied in teaching
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English speech through conversation analysis, imitation and creative
performance.

Another register of interest to practice at the university is academic
or scientific. It is important to note that academic register has its oral and
written variations and differs in degree of formality. Before making a
presentation at the conference we write it using formal English. During the
delivery we shall try to make the presentation more friendly, emotional, and
interactive. We shall watch the reaction of our listeners, we can change our
register if we sound boring and ask questions to keep in touch with listeners
or we may switch from one register to another to arrest attention. While
speaking, we shall use our voice and face and body to keep the attention of
the audience. Making a presentation involves prepared and extempore
speech, by keeping an eye on the audience and changing the strategy of
delivery. When we write the article we follow other rules of written academic
register in stating facts and as a result, our written variant is sure to become
more formal and less subjective and personal than its oral variety.

If we consider academic discourse in linguistic journals we discover
the difference of registers in them. For example, “English Teaching Forum”
uses less formal register than “English language Teaching Journal”, which
has less formal register than that of “Applied Linguistics”.

The format of articles and the registers are different. In the same way
students’ graduation papers and master’s papers must differ not only in size
and research requirements but also in consistency of employed register and
its formality. Students’ academic papers often represent a mixture of
paragraphs written in different registers, formal passages mixed with
informal ones (Turner, 1998). However, we must agree that the students’
register may be less formal and academic than the register of a doctor’s
dissertation.

In teaching English as a foreign language it is important to widen the
range of registers for understanding and for using them in speaking and
writing by students of English. The analysis of both written and spoken
registers makes students aware of register variation in all language activities:
speaking, reading, writing, listening. In mastering translation students must
be able to determine registers and to be competent to switch registers if
translation requires it. They must be given a chance to specialize in several
registers in accordance with their choice. Register studies could give
important insights into the properties of the English Language as a means of
communication.
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AOcTpakT
JanHas craThsi KacaeTcsi aHaju3a CTWIMCTHYECKHX PErHCTPOB
AHTIIMHACKOTO A3BIKA, HCIOJIB3YEMBIX B IMPOLECCE €ro IMperioJjaBaHus B
KayecTBe HMHOCTpaHHOro. B craree mnpemnaraiorcst peKOMEHAAIMH TI0
YIIy4IIEHUIO TPENOAaBaHusl aHIJIMICKOrO S3bIKa B CTYIEHUYECKOW ayTUTOPUU
Ha OCHOBC BHUMATECJIILHOTO U3YUCHUS PETUCTPOB.
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Recherche und Aktion der Schiiler, die Motivation zum Lernen, das
interkulturelle Lernen

Zu den erfolgreichen Methoden im landeskundlich orientierten
Unterricht gehort der Projektunterricht. Der Projektunterricht unterscheidet
sich nicht nur theoretisch, sondern auch praktisch von dem traditionellen
Schulunterricht. Das Wort ,,Projekt* leitet sich vom lateinischen Terminus
,proiectum‘ ab und bedeutet so viel wie ,, das nach vorne Geworfene®. Die
Begriffe wie ,Projektunterricht, ,Projektmethode”, ,Projektidee®,
»~Projektarbeit”, projektorientierter Unterricht stehen hiufig undifferenziert
nebeneinander. (Schart Michael 2003).

Landeskunde, betont Krumm ,,wird SO zu einem interessanten
Erfahrungsfeld, das nicht iiber trockenes angelerntes Wissen, sondern iiber
eigene Erfahrungen erschlossen wird.“(Krumm, 1991) Die landeskundlichen
Themen konnen sehr gut im Projektunterricht behandelt werden. In der Form
der Projektarbeiten kann bei den Schiilern ihr Interesse an einem fremden
Land geweckt werden. Die Schiiler beschiftigen sich dabei intensiv mit dem
bestimmten Thema und konnen dabei ihre eigenen Ideen in den Unterricht
bringen. Bei dem Projektunterricht erfiillen die Schiiler und Schiilerinnen
verschiedene Aufgaben und suchen Informationen zum Thema im Internet
oder anderen Quellen. Das Ziel der Projektarbeit ist, dass die Schiiler und
Schiilerinnen im Unterricht aktiv mitarbeiten ohne Stress. Die Schiiler stellen
fest, dass sie nicht nur mit den Biichern arbeiten konnen, die sehr oft veraltet
sind. Die Bilder und Texte scheinen fiir heutige Schiiler und Schiilerinnen ein
bisschen trocken zu sein. Das wesentliche Merkmal des Projektunterrichts ist
Ergebnis- und Produktorientierung, besonders die Erstellung eines
Endproduktes und die anschlieBende Pridsentation der Ergebnisse nehmen
einen hohen Stellenwert ein.

Ein Unterrichtsprojekt nach Tweilmann wurde folgendes definiert:
“Ein Projekt im Rahmen schulischen Unterrichts ist ein VVorhaben, das von
Lehrern und Schiilern gemeinsam getragen und verantwortet wird und das
sich auszeichnet durch eine begrenzte Bezogenheit auf die Gesellschaft.
Dieser Gesellschaftsbezug wird vor allem deutlich im Ergebnis des
gemeinsamen Vorgehens, das irgendwie gesellschaftlich relevant, also
“einsetzbar” und “benutzbar” sein soll. (Krumm, 1991)

182



Es gibt wesentlich fiinf Elemente, die als wichtige Merkmale der
Projektarbeit dienen (Krumm, 1991), ndmlich:

1. Ein konkretes Ziel , das es erlaubt, Sprache in kommunikativer Funktion
zu verwenden, das es erlaubt, Neues, Fremdes zu entdecken und zu erfahren .
2. Gemeinsame Planung und Ausfiihrung durch Lehrer und Schiiler, wobei
zunichst einmal die Schiiler versuchen, mit ihren vorhandenen
Sprachkenntnissen zurechtzukommen.

3. Die Hereinnahme der Aufenwelt in den Unterricht bzw. die Erweiterung
des Unterrichts in die Aufenwelt hinein, wobei die Einheit von Sprache und
Handeln, von Sprache und Situationen konkret erfahrbar wird,;

4. Die selbstdndige Recherche und Aktion der Schiiler unter Benutzung aller
verfligbaren Hilfsmittel.

5. Ein présentables Ergebnis, das auch iiber das Klassenzimmer hinaus
vorgezeigt werden kann.

Basierend auf diesen Merkmalen kann man feststellen, dass die
Durchfiihrung eines Projekts im Landeskundeunterricht denkbar und
anwendbar ist. Solches Unterrichtsprojekt kann sogar einen positiven
Einfluss auf die Lernenden wirken. Dabei spielen die Phantasie und
Kreativitét eine entscheidende Rolle im Projektunterricht. Der Lehrer hat hier
nicht die fithrende Rolle, sondern nur die Rolle eines Koordinators und
Helfers. Die Projektarbeit unterstiitzt die Selbstdndigkeit der Schiiler,
verbessert ihre Fahigkeit zur Informationsbearbeitung und steigert ihre
Motivation zum Lermen der Fremdsprache. Die Schiiler bewiltigen
selbstédndig verschiedene Aufgaben, arbeiten nicht stindig unter Leitung,
Unterstiitzung und Kontrolle des Lehrers. Eben die Selbststindigkeit spielt
bei dieser Methode eine wichtige Rolle. Sie setzen sich mit dem Thema
auseinander, sammeln Materialien und Informationen und bereiten weitere
Hilfsmittel vor. Das starkt ihr Vertrauen in die eigenen Krifte. Am Ende wird
das Projekt von den Schiilern und auch der ganzen Gruppe présentiert.

Das Unterrichtsprojekt wird in drei Stufen (Phasen) durchgefiihrt. In
der ersten Phase diskutiert der Lehrer mit den Lernenden die Formen von
Projekten, die in diesem Kurs durchgefiihrt werden. Es werden mehrere
Optionen erortert, einschlieBlich Posters, Rollenspiel machen oder einen
kurzen Film produzieren. Unabhingig von der gewéhlten Form wird es
erwartet, dass die Unterschiede zwischen der Kultur von den Lernenden und
der Zielkultur dargestellt werden konnen. Die Durchfiihrung eines Projekts
hilft das interkulturelle Lernen verstirken, wie die Stellungnahme von
Krumm (1991) ,,Interkulturelles Lernen, das dem Vergleich der eigenen und
der Zielkultur dient, hat immer einen gewissen Projektcharakter, der mit
Hilfe von Medien noch verstirkt werden kann.*
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In der zweiten Phase wird es diskutiert, welche Aspekte der
deutschen Kultur von der einheimischen Kultur unterschiedlich sind. Dies ist
ein Prozess des Vergleichens. Pauldrach (1992) sagte, dass dieser Prozess aus
drei Dingen besteht: (1) Identifizieren, also Gleichheit feststellen, (2)
Differenzieren, also Unterschiede d.h. Nichtgleichheit feststellen und (3)
Komparation, also Verschiedenheit in der Gleichheit messen. Die Themen
sind unter anderem: gemeinsames Essen, Umweltbewusstsein, Geschenke,
Fahrkarte kaufen usw.

In der dritten Phase machen die Lernenden Bildaufnahme und
Bildbearbeitung, und danach préasentieren die Endergebnisse. In dieser Phase
wird eine gemeinsame Evaluierung der Umsetzung der Projektarbeit
gemacht.

Die Durchfiihrung eines Projekts im Landeskundeunterricht ist
empfehlenswert, um interkulturelle und kommunikative Kompetenz bei den
Lernenden zu bilden. Fiir die Schiiler ist es neu, ungewohnliche und damit
vielleicht auch unkonventionellere Methoden und Prisentationsformen
auszuwihlen und diese entsprechend zu kommentieren. Die Schiiler konnen
z.B. Collagen anfertigen, Wandzeitungen gestalten, Geschichten schreiben,
Aufgaben fiir Mitschiilerinnen und Mitschiiler formulieren, einen Katalog,
einen Prospekt oder eine Broschiire erstellen, eine illustrierte Zeitung
zusammenstellen, Liedertexte, Gedichte schreiben , ein Quiz entwickeln, ein
Puzzle anfertigen, Briefe schreiben usw. Sie lernten auch mit sich, wie man
mit den elektronischen Medien wie Kameras und Computer gut umgehen
konnen, um den Film zu bearbeiten —s0 genante Medienkompetenz.

Ein interessantes Merkmal des Projektunterrichts ist, dass er nicht
unbedingt in der Schule stattfinden muss. Die Schule ist nicht der einzige Ort,
an dem die Schiiler lernen. Es konnen auch eigene Erfahrungen der Kinder in
den Unterricht miteinbezogen werden. Bei der Projektarbeit im
landeskundlich orientierten Unterricht ist meistens ein hoher Erfolg
garantiert, denn die Schiiler konnen ihr Lernen selbst bestimmen. Wenn die
Schiiler selbst etwas anfertigen, werden sie die neuen Erkenntnisse ldnger im
Gedichtnis behalten. Die Schiiler fithlen gemeinsame Verantwortung bei
Planung und Ausfithrung des Projekts, sie lernen selbststéindig verschiedene
Hilfsmittel zu verwenden. Die Schiiler beteiligen sich alle an der Arbeit,
jeder einzelne hat sein Verdienst und kann die Arbeit der ganzen Gruppe
beeinflussen. Gleichzeitig lernen sie die Arbeit im Team und tragen die
gemeinsame Verantwortung. Beim Projektunterricht gibt es meistens keine
Noten. Jeder Schiiler beurteilt seine Arbeit und auch die Arbeit der ganzen
Gruppe selbst. Der Projektunterricht befahigt damit die Schiiler zur Kritik
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und Selbstkritik. Die Arbeit ohne Streben nach einer guten Note kann auch
effektiver sein und mehr Spaff machen.

Der projektorientierte Unterricht verdndert auch die Rolle des
Lehrers. Die Lehrer verlassen ihre traditionelle Fiihrungsrolle und stehen den
Schiilern als Helfer und Berater bei Schwierigkeiten zur Verfiigung.

Im Zuge der Globalisierung ergeben sich fiir den
Fremdsprachenunterricht neue Lernziele. Es besteht die Forderung und die
Notwendigkeit, den Unterricht an die neuen Gegebenheiten anzupassen. Fiir
den Fremdsprachenunterricht bedeutet dies zum Beispiel, dass neben der zu
erwerbenden sprachlichen und landeskundlichen Kompetenz, Werte und
Befdhigungen wie Kommunikationskompetenz, Teamarbeit und die
Fahigkeit, gemeinsam Probleme zu I0sen, an Wert gewinnen. Eine
Moglichkeit, auf diese Gegebenheiten angemessen zu reagieren und den
Bildungsauftrag der Schule ernsthaft zu erfiillen, stellt der Projektunterricht
oder zumindest projektorientierter Unterricht dar. Er bringt neue Impulse in
den Fremdsprachenunterricht und wird zur Steigerung der Motivation der
Schiiler und Schiilerinnen zum Lernen der Fremdsprache beitragen.
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Abstract

Proiectul, ca metoda de predare limbi striine, genereaza formarea
individuala progresiva, problematizatd, sociorelationald, pragmatica.
Aplicand aceastd metoda la orele de limba straina, avem convingerea faptului
cd, In procesul activitatii individuale si in grup, elevii, pusi in situatia de a
cauta, analiza, sintetiza, asocia, compara, de a crea un produs final, ce
urmeaza a fi prezentat unui public, isi formeaza capacitatea si isi anima
dorinta de a demonstra ce stiu si, In special, ce stiu sa faca. Astfel, isi
dezvolta potentialul creativ.

Communicative approach as a means of foreign language teaching
through literature

Larisa PANCENCO, lector superior, drd.
Nina PUTUNTEAN, lector superior, drd.
Universitatea Agrara de Stat din Moldova

The latest turning point that marked the 5000 years of history
(Germain 1993: 174) of the second and/or foreign language (FL) teaching
was the emergence of the Communicative Approach (CA). Although this
approach has undergone developments since the 70s when it was elaborated,
its basic concepts and principles have remained almost the same: focus on the
learner, use of authentic documents, notional concepts — functional,
cognitive, interactional, etc. The CA whose objective is “learning to
communicate” in a FL is still the most common approach used for teaching a
FL. One of the strong points of this approach has resulted in the “learner-
centered teaching”. In other words, the language teaching/learning can be
considered as a process where priority is given to the language needs of
learners, and where they use their own learning strategies according to their
own skills in order to build their own learning.

The FL teacher is no longer the holder of knowledge about the
Grammar-Translation method, or the technician of the Audiovisual methods.
He/she has several roles. The teacher can be defined as an actor, negotiator,
decision maker, resource, coach, motivator, mediator, conductor, advisor,
monitor, etc. C. Tagliante (1994: 15) summarizes this role by stating that the
teacher “has become the one who animates in every meaning of the term”.

The concept that makes the reason of CA existence is the
communicative competence and the intended purpose is to help learners to
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acquire this competence in a FL. The concept of communication has changed
significantly since the “ideal” model of Jacobson. The notion of
“communicative competence” has become, over the last few decades, a
central concept in contemporary teaching of modern languages. Analyzes of
classroom interactions showed that language teaching was too often focused
on linguistic learning, namely the knowledge related to vocabulary, grammar,
syntax and phonology, and all this at the expense of the communicative
aspect of language proficiency. Faced with these results, we now recognize
the importance of the communicative approach that is vital to supplement
traditional teaching of modern languages.

But what is precisely this “communicative competence”? According
to the Common European Framework of Reference for Languages (CEFR),
published by the Council of Europe in 2001, the communicative competence
comprises three hierarchical components, and namely linguistic,
sociolinguistic and pragmatic components. Purely linguistic knowledge is
therefore not enough to communicate. One must also master the socio-
cultural parameters of a language use (socio-linguistic competence) and
know how to use appropriately that language in a concrete situation of
communication (pragmatic competence). As highlighted by Kerbrat-
Orecchioni (1990: 37), “the overall communicative competence is prior to
linguistic competence, which constitutes only an extract”.

Thus, the communicative competence is envisaged today as the result
of a complex process. It is defined as “the ability of a speaker to produce and
interpret statements appropriately, to adapt his speech to the communication
situation taking into account the external factors which influence it: the
spatio-temporal features, identity of the participants, their relationship and
roles, the acts they perform, their compliance with social norms, etc.” (Cuq et
al, 2003. 48). The Communicative Approach implies the usage of literature as
a stimulus for discussion and genuine communication (Jenny Elliot de
Riverol 1991: 65). Over the past few years there is a positive swing back to
using literature in a language context, or at least literary texts are being used
hand in hand with other authentic material and with this use, opening up a
whole new world to the language learner.

It is sometimes difficult for teachers to justify their professional
existence, a difficulty that contributes in part to “the anxiety of teaching”. It
is therefore understandable that FL teachers may sometimes find it even more
difficult to justify the inclusion of literature in their lesson plans. Some
reasons for this difficulty are the following:

1. FL teaching should engage with “real life” and “real life” situations;
literature — conceived as some sort of aesthetic artifact — is not “real
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life”, at times not even realistic, and barely relevant to day-to-day
living.

2. Literature is often remote from learners, whether historically,
geographically, socially, culturally or linguistically.

3. Under a communicative approach, FL teaching should favour
speaking and listening skills, whereas literature is a matter of
reading, writing or writing to be read.

4. Teaching literature entails an imbalance of power and work in the
teacher-student relationship, for the teacher is more knowledgeable
and takes a more dominant role in communicating that knowledge
(Sell 2005: 86).

The question that concerns FL teachers is what to do with literature

and, perhaps more importantly, why do anything with it at all.

Some reasons for, or benefits of, teaching literature in the FL

classroom have been provided by a variety of authors. The more or less
approved include:

Cultural enrichment. Reading literature promotes cultural understanding
and awareness.
Linguistic model. Literature provides examples of good writing,
linguistic diversity, expressive ranges and so on.
Mental training. Better than any other discipline, literature trains the
mind and sensibility.
Motivating material. Literature is more likely to engage with and
motivate a learner than artificial teaching inputs because it is generated
by some genuine impulse on the part of the writer and deals with subjects
and themes which may be of interest to the learner. (Jonathan P.A. Sell
2005: 87)
Encouraging language acquisition. (Putuntean 2010: 91) Extensive
reading increases a learner’s vocabulary and facilitates transfer to a more
active form of knowledge. Of course, literature language is not always
that of daily communication, but with well-chosen works, the students of
literature will become more creative and will begin to appreciate the
richness and variety of the language they are trying to master.
Open to interpretation. Because literature is open to interpretation, it can
serve as a basis for genuine interaction between learners.
Convenience. Literature is a handy (photocopiable) resource.

Before we go on to look at specific classroom activities we should

perhaps clarify what we mean by literature. According to A.S. Hornby (2001.:
692), it is “pieces of writing that are valued as works of art, especially novels,
plays and poems”. Literature then provides us with authentic language —
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works which have not been written specifically with the foreign learner in
mind. Other examples of such authentic material may include cartoons,
advertisements, tickets, timetable and so on.

Choosing a text to be used in the classroom should be carefully
considered. One of the objections to use literary texts is that they may
embody the language which is not typical of everyday life, nor might it be
like the language encountered in modern textbooks. Language and style do
have to be considered.

The teacher might also take into account the needs and abilities of the
learner group and also analyze the amount of background information
required for a true appreciation of the text.

An appropriate choice of text will provide the learners with examples
of many features of the written language — the structure of sentences, the
variety of form, and the different ways of connecting ideas. This will enrich
their writing skills.

A literary text might also provide the stimulus for oral work and
encourage students to be aware of the vast range of language which is
incorporated in a particular text.

Likewise, literary texts make students use their imagination when
dealing with this or that work. The learner may find himself completely
absorbed by the work and this will lead to a high motivation level making the
activity memorable and enjoyable.

The texts we choose should also include the structures and
vocabulary previously learnt (Turker 1991: 304). There should not be any
difficult and ambiguous structures.

When considering the abilities of the learners perhaps we should
establish that a language minimum is desirable, both to be able to respond
personally in the FL and to recognize particular aspects of language use.

The following is the list of possible activities that may be used in
your classroom to teach a FL by means of literature.

1. One might use limericks in order to practice particular sounds with
beginner groups. The learners are given copies of the limerick with the final
word in each line missing. The mixed words are mixed up at the bottom of
the page and the phoneme sign is written where the missing words should be
placed. The learners practice saying the words in groups and write them in
the spaces. This is merely a pronunciation exercise, the learners are not
required to be able to understand the piece as a whole:

There once was a young lady named ...
/brait/
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Whose speed was much faster than ...

Nart/

She set out one ... /de1/

In a relative ... /wer/

And returned on the previous ... /nart/".
(bright, light, day, way and night are the missing words)

In the above exercise the learners will be communicating in their mother
tongue even though the missing words will be said in the target language.
However, the activity is usually fun and therefore motivating.

2. We may tend to choose the works which also might be read in
students’ mother tongue. Let’s take for example “Jabberwocky” from “Alice
in Wonderland” by Lewis Carroll, which is usually found to be highly
amusing and original and requires the leaners to discuss which words exist
and which ones are nonsense words. The teacher might ask the learners to
rewrite some of the passage, using modern prose:

Twas brillig, and the slithy toves

Did gyre and gimble in the wabe;

All mimsy were the borogoves,

And the mome raths outgrabe.?
This type of activity is quite a complete one since the learners are using
several skills and discussion should be done in the target language as this
particular task will be suitable for advanced learners.

3. Alternatively, the teacher might give out short prose extracts from
different sources, followed by phrases said by some of the characters who are
mentioned in the extracts. Learners have to discuss in groups who they think
said which phrase. A follow up activity might be to ask further questions in
order to clarify certain aspects of character, which the passages illustrate, for
example:

Who would help you in your need?

Who likes spending time with his/her

friends?
This kind of activity requires quite a lot of imagination but the teacher will
have considered this when choosing such an activity with a particular group.
As far as language function is concerned, the learners will be arguing with
each other, giving opinion and making suppositions.

4. Alternatively, the learners might be asked to guess the title of a prose
extract or some poetry.

! http://www.webexhibits.org/poetry/explore_famous_limerick_examples.html
2 http://www.gutenberg.org/files/11/11-h/11-h.htm

190



5. Another worthwhile activity with advanced learners is to rewrite
some poems without punctuation and mix them up with prose extracts. The
learners have to identify which extracts were originally written in the form of
poetry. This leads to a great number of choices.

6. Jigsaw listening or reading tasks are another way of using literary
texts. The learners are given the lines of a poem in the incorrect order.
Learners read out loud the line they have in groups and the groups decides
what they think the correct order is. As a listening activity, the reader reads
out the poem and the learners put the lines in the correct order.

7. Another listening activity is to read a poem at normal speed and ask
the participants to write down as much as they can. After about three hearings
most people are able to complete the poem.

8. The teacher may also offer three versions of a poem and the learners
have to decide which version is the most successful.

There are numerous activities that a teacher can prepare in order to
create a stimulating learning situation for the language learner in the
framework of literature. The teacher’s enthusiasm towards the material will
undoubtedly be communicated to the learners. Fortunately, there are many
textbooks on the market which help the teacher to develop new ideas in this
area.
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Abstract

Abordarea Comunicativa al cdrei obiectiv este de “a invata sa
comunicam” Intr-o limba strdind este pand in prezent cea mai cunoscutd
abordare utilizata in procesul de predare a unei limbi straine. Conceptul care
reprezintd motivul existentei Abordarii Comunicative este competenta de
comunicare, iar scopul acesteia este de a ajuta elevii s dobandeasca aceasta
competentd intr-o limba strdind. Abordarea Comunicativd implicd, de
asemenea, utilizarea textelor literare ca un stimul pentru discutii si
comunicare reald. Acest articol oferd cateva activitti pe care un profesor le
poate elabora si dezvolta cu scopul de a crea o situatie motivantd de nvatare
pentru cel care Invata limba straina utilizand textele literare.

Lehren als Nicht-Lehrer

Jonas TEUNE, Bosch-Lektor
Universitatea de Stat ,, Alecu Russo” din Balti

Der Titel meines Aufsatzes ,,Lehren als Nicht-Lehrer ist zuerst ein
Paradox. Er spiegelt jedoch wieder, dass ich kein ausgebildeter DaF-Lehrer
bin. Ich bin weder Didaktiker noch Philologe, sondern Historiker. Trotzdem
bin ich Lektor an der Staatlichen Alecu-Russo-Universitdat Balti. Wie kommt
das? Und was mache ich eigentlich in der Republik Moldau? Dazu muss ich
etwas ausholen.

In Westeuropa gibt es eine lange Tradition der Angst vor ,,dem
Osten®. Ein populdres Beispiel ist hierfiir die Welt von Mittelerde aus den
Biichern von J.R.R. Tolkien. In dieser Welt gibt es ein Land des Bdsen, das
Land des finsteren Fiirsten Sauron: Mordor. Und wo liegt Mordor? Natiirlich
im Osten. Dies ist kein Zufall, sondern typisch fiir eine Angst des Westens
vor dem Osten.

Woher kommt diese Angst? Es scheint Tradition zu haben: Die
Perser bedrohten die Griechen, dann fielen die Hunnen in Rom ein. Im
Mittelalter kamen erst die Mongolen und dann die Pest aus dem Osten. Im
19. Jahrhundert fiirchteten sich westliche Liberale vor dem Zaren als dem
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»Gendarmen Europas“ und im 20. Jahrhundert bekriegte Deutschland
zweimal Russland beziehungsweise die Sowjetunion im Namen der Kultur.
Spéter nannte Ronald Reagan die Sowjetunion ein ,,Reich des Bésen*. Auch
heute befinden wir uns in einer Situation, in welcher manche wieder einen
zweiten Kalten Krieg beflirchten und uralte Stereotype neu ausgepackt
werden.

Neben dieser Angst gab es auch immer wieder eine Faszination fiir
den Osten — das gro3e Unbekannte, die Weite, die Exotik, die Hoffnung auf
etwas jenseits von westlicher Moderne und Dekadenz.

Beide Sichtweisen haben meist wenig mit der Realitdt zu tun. Denn
weder Ddmonisierung noch Idealisierung kdnnen einer unendlich komplexen
Realitdt je gerecht werden. Beide enden in Stereotypen und betreiben
sogenanntes othering. Othering kommt vom englischen the other, dem
anderen. Dies bezeichnet die Distanzierung von einer anderen Gruppe zur
Konstruktion oder Stiarkung der eigenen Identitdt und fulit auf der Tradition
des Sozialkonstruktivismus (IDA 2010).

Dieses othering ist natiirlich nicht nur auf den Westen beschrinkt,
sondern findet in allen Gesellschaften statt. Zum einen ist dies notwendige,
kollektive Selbstverortung, denn nur wenn gesellschaftlich definiert ist, was
man nicht ist, kann eine eigene Identitit gebildet werden. Zugleich ist
othering die Voraussetzung fiir exkludierendes Verhalten und Intoleranz. Erst
wenn bestimmte Gruppen zu ,,den anderen” gemacht werden, kdnnen sie
auch so behandelt werden.

Ich bin hier in der Republik Moldau um einen kleinen Beitrag gegen
dieses othering zu beizutragen und beide Seiten fiir einander ein bisschen
weiter zu Offnen. Ich bin auch hier, weil mir das Lektorenprogramm der
Robert-Bosch-Stiftung und die Alecu-Russo-Universitit dies ermdglichen.
Robert Bosch war ein erfolgreicher und sehr international veranlagter
Unternehmer. Frith legte er fest, dass das Vermodgen seiner Firma die
Volkerverstindigung voranbringen sollte. Zu unter anderem diesem Zweck
wurde 1964 die Robert-Bosch-Stiftung gegriindet.

Den groBiten Aufwand betreibt die Stiftung seit 1993 fiir das
Lektorenprogramm. Hierbei gehen junge deutschsprachige
Universitéitsabsolventen als Sprach- oder Fachlektoren an Hochschulen in
oOstliche Lander.

In den 90er Jahren konzentrierte sich das Programm vor allem auf
ndhere osteuropdische Linder, doch im Laufe der Zeit riickten die Standorte
immer weiter nach Osten. Jedes Jahr wird neu evaluiert, welche Standorte
wichtig sind und in welchen Léndern eine weitere Arbeit sinnvoll ist.
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Heute gibt es 45 Lektorate, vor allem in Russland und China.! In
Moldau ist das Lektorenprogramm seit 2007 und seit 2008 in Balti (Bosch-
Stiftung 2015).

Die Aufgaben des Boschlektor umfassen natiirlich den Unterricht an
der Universitit, des Weiteren belegen die Lektoren Fortbildungen im Bereich
des Bildungs- und Projektmanagements und zu guter Letzt haben sie die
Aufgabe Projekte und auBeruniversitiren Angeboten fiir Studierende und
eine interessierte Offentlichkeit anzubieten.

Die meisten Boschlektoren haben wenig Erfahrung im Lehren von
Deutsch als Fremdsprache. Zum Beispiel bin ich als Historiker nicht speziell
dafiir ausgebildet. Die Stirken der Lektoren liegen also nicht in der
Vermittlung von Metawissen iiber die deutsche Sprache. Vielmehr gilt die
Sprache als Instrument der interkulturellen Kommunikation.

Dementsprechend sehe ich auch meine Aufgaben als Dozent. Ich
kann meinen Studierenden vielleicht keine Grammatik erkldren — ich kann
ihnen dagegen sehr gut ein modernes Deutschlandbild vermitteln.

Sprache ist immer ein Ausdruck der Welt in der wir leben und wir
konnen die Sprache nur verstehen, wenn wir die Kultur verstehen — oder es
zumindest versuchen. Genauso steht die Sprache immer in einem
dialektischen Verhéltnis zur Kultur. Sie wird von der Kultur veréndert und
verandert selbst die Kultur von der sie ein Teil ist. Lektoren sind Botschafter
dieser Kultur und konnen damit dieser Dialektik eine lebendige Seite geben.

Des Weiteren {iberbriicken Lektoren Ungleichzeitigkeiten von
Lehrbiichern und tatsdchlich gesprochener Sprache. So koénnen sie die
Sprache fiir die Studierenden ein bisschen lebendiger machen. Die
Studierenden haben die Mdglichkeit, schneller und lebensnaher Deutsch zu
lernen. Ein Beispiel hierfiir wére der Standardsatz: ,,Er ist von hohem
Wuchs.“ Eine Formulierung, die von vielen Studierenden, aber keinem
Deutschen je verwendet wiirde. Ein anderes Beispiel ist die Bezeichnung
ihrer Mitstudierenden als ,,Kollegen“ wobei jeder deutsche Studierende
,Kommilitone* sagen wiirde.

Um solche Ungleichzeitigkeiten zu entdecken und um den
Studierenden die Moglichkeit zur Ubung zu geben, versuche ich, sie so viel
wie moglich frei sprechen zu lassen.

Zum Beispiel beginne ich fast alle Stunden mit der Aufforderung an
die Studierenden von ihrem Leben auBerhalb der Universitét zu erzéhlen. Ich
versuche dabei, viele meiner eigenen Erfahrungen und Einstellungen in den

! Das Programm hat Lektorate in Aserbaidschan, Belarus, China, Georgien,
Kasachstan, Kirgistan, Russland, Tadschikistan, der Ukraine und Usbekistan.

194



Unterricht einzubringen, um auf die Geschichten der Studierenden auf einer
personlichen Ebene zu reagieren und sie so zum weiteren Sprechen zu
animieren.

Bedenkt man, wie schwer das freie Sprechen ist, schlagen sich die
Studierenden in Balti beachtlich. Natiirlich haben sie hdufig Liicken im
Vokabular, doch sind sie oft dazu in der Lage, diese Liicken kreativ zu
umgehen oder zu umschreiben.

Sprache  und  Sprachvermittlung ist mehr als  pure
Wissensvermittlung. Es ist auch Kulturmittlung und —vermittlung. Diese zu
stirken ist die Aufgabe der Boschlektoren.
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Abstract
,Lehren als Nicht-Lehrer* is a short paper about the role of the
lectors of the Bosch foundation in their respective host countries. Most of the
lectors aren’t trained teachers of German but university graduates of many
different faculties. This paper is about their approach to teaching and
lecturing.

Reassessing the Role of Learners’ Native Language in Foreign
Language Teaching

Elena VARZARI, lector superior
Oxana STANTIERU, lector universitar
Universitatea de Stat “Alecu Russo”

Key words: language-oriented professionals, role of mother tongue/ native
language, foreign/second-language learning context, target language, positive
transfer, negative transfer.

o “All the praise that is heaped on the classical languages as an
educational tool is due in double measure to the mother tongue,
which should more justly be called the 'Mother of Languages'; every
new language can only be established by comparison with it..”
(Jean Paul Friedrich Richter)
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*  “If'there is another 'language teaching revolution' round the corner,
it will have to assemble a convincing set of arguments to support
some alternative (bilingual?) principle of equal power". (Howatt
1984: 298)

It is fashionable to know at least one foreign language, that is why
learning FL, and mainly English, has become more essential over the last
decades. In-depth study of foreign languages, that once used to be accessible
only to a limited number of learners, has become a necessity nowadays.
Teachers try to make languages more accessible, developing a new
awareness of language competence (i.e. social and cultural proficiency)
changing their teaching styles, so that they meet modern students’ needs.

For many years, English language teaching (ELT) experts and
methodologists assumed that English is best taught and learnt without the use
of the students’ own language. Practically all language teachers worldwide
tried to minimize the use of their students’ native language in the EFL class.
Though it makes sense, lately, this point of using only English has been
reconsidered, thus raising the role of own-language use in an EFL class.
Graham Hall and Guy Cook assert that “though, there are substantial gaps in
our knowledge and understanding of the extent to which, and how, learners’
own languages are used in ELT classes, and the attitudes practising teachers
hold towards own-language use.” (Hall & Cook 2013: 6) Moreover,
experience shows that there is a possible difference between conventional
EFLT works and practicing teachers’ performances in the classroom. Thus
foreign language acquisition has become less concerned about what practices
teachers use in class, and more concerned about the outcomes of the learning
process during which the learners alongside language competence also gain
cultural competence that would enable them to actively participate in any
conversation. Perhaps, this is where the foreign and the native languages
come across in a FL class, thus enhancing foreign language acquisition.

In the present article we aim at:

1. Researching the works of several experts in the domain, about the long-
standing debate over whether or not the student’ own language plays a
constructive role in the EFL learning-teaching context.

2. Investigating and analysing practicing EFL teachers’ actual reasons,
attitudes, and purposes regarding the use of learners’ own language in
teaching English-as-a-foreign language to Moldovan students- native
speakers of Russian/Romanian/ Ukrainian, etc.

3. Offering some suggestions on when and how learners’ own language
can be exploited in the process of learning another language.
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Before starting the analysis itself we should clarify whether the terms
first language; L1; native language; native tongue; own language; mother-
tongue; and maternal language are synonymous. In case they are not
identical, we should decide which is more accurate, as there is still some
controversy in terms of using appropriate, accurate terminology when
describing the notion under consideration.

The first controversial notion, first language, is defined as “a
person's native language” in Collins English Dictionary, as “the language that
you learn to speak first as a child”, “the language that you speak best” in
Oxford Advanced Learner’s Dictionary (Hornby 2000: 479), as “the language
that someone learns to speak first” in Cambridge Advanced Learners
Dictionary & Thesaurus, as “the first language that you learn to speak; the
main language that people speak in a region or country” in The Online
English Dictionary from Macmillan Publishers Limited.

On the other hand, L1 (language one) is defined as “first language;
native language” in Dictionary.com Unabridged. Based on the Random
House Dictionary (It is the only Dictionary in which we managed to find the
definition of L1)

Native language is described as “the language that a person has
spoken from earliest childhood” by The Free Dictionary, as “the language of
the country that someone is born in or native to” in Collins English
Dictionary, “as the first language that you learn” in Cambridge Dictionaries
Online.

Mother-tongue is defined as “one's native language; a parent
language” in the American Heritage Dictionary of the English Language, as
“the language first learned by a child” in Collins English Dictionary, “the
language first learned by a person” in in WordNet 3.0, Farlex clipart
collection, as “the first language that you learn com, as “one's native
language; the language learned by children and passed from one generation
when you are a baby, rather than a language learned at school or as an adult”
in Cambridge Dictionaries Online. YourDictionary definition and usage
example defines the same notion as “the first language that a person learns
and the language used in that person's home country”, while English
Wiktionary describes it as “the language one first learned; the language one
grew up with; one's native language; the language spoken by one’s
ancestors”.

Another notion, maternal language, is defined as “one's native
language; the language learned by children and passed from one generation
to the next” in WordNet 3.0, Farlex clipart collection.
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A thorough research of the most appropriate term has been done by
Graham Hall and Guy Cook, who affirmed that “the term ‘own language’ is
used in preference to ‘first language’ (L1), ‘native language’ or ‘mother
tongue’, all of which seem unsatisfactory. For example, in many language
classrooms, the most common shared language of the learners is not the first
or native language of all students (e.g. although German is the language used
in German secondary schools and therefore the language likely to be used to
assist the teaching of English, it is not the first language of all the pupils in
those schools who may, for example, be recent arrivals from Turkey or
Poland). Furthermore, the term ‘native language’ is imprecise — it mixes
several criteria and can mean the language someone spoke in infancy, the
language with which they identify, or the language they speak best; these are
not always the same. Finally, ‘mother tongue’ is not only an emotive term but
also inaccurate — for the obvious reason that many people’s mother tongue is
not their mother’s mother tongue!” (Hall & Cook 2013: 6)

Though the issue is still being debated, and the researchers have not
come to a consensus yet, we came to the conclusion that the preference of the
term usage depends on the linguistic tradition in the area. As far as the
linguistic tradition in Moldova is concerned, the terms mother tongue and
native language are commonly used.

It is common knowledge that most English teachers, (the authors of
this article inclusively) advocate for foremost use of the target (i.e. English)
language in the EFL class, trying to limit as much as possible the use of the
learners’ the mother tongue. On the other hand learners’ native language is
definitely a potent source that teachers could use in a number of ways to
enhance learning, though it must always be used appropriately. Furthermore,
it can become a good tool at the disposal of EFL teachers in their classrooms.
Relevant native language use has got certain pedagogic functions such as the
successful transmission of meaning (i.e. the linguistic material, difficult
vocabulary or grammar issues etc.), maintaining discipline in class and
classroom management, teacher-student relationship. Graham Hall and Guy
Cook describe Edstrom’s point of view who “proposes that debates
surrounding own-language use go beyond concerns about language learning
processes or classroom management and involve value-based judgments in
which teachers have a moral obligation to use the learners’ own language
judiciously in order to recognise learners as individuals, to communicate
respect and concern, and to create a positive affective environment for
learning.” (Graham Hall and Guy Cook 2013: 9)

At the same time FL teachers are aware of the negative impact the
students’ native language can have on the language acquisition. The
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interference of one’s native language is often quite frustrating, as it leads to
numerous grammar and lexical mistakes. In fact the learners use the rules of
their native language transferring them on the new language they study.
Terence Odlin affirms “transfer is the influence of the first language (L1) on
the second one (L2), resulting from the similarities and differences between
them.” (Odlin 1989: 27) Moreover, “Learners may retain something from
their L1 <...> to aid in coping with new challenges.” (Jarvis & Odlin 2000:
573) This universal phenomenon is known as L1 transfer that can have both a
positive and a negative influence on foreign language acquisition.

Linguists classify two main types of transfer: positive and negative.
Positive transfer happens when a native language form is used in the
production of an L2 statement, and it is also considered as a part of the L2
norm. On the other hand, negative transfer takes place when the L1 form
that is used in L2 production is not a part of the L2 norm. As a result the
utterance is inaccurate. That is why teachers try to minimize L1 negative
transfer and realize L1positive transfer. As it has been mentioned earlier
some language teachers still belief that the FL acquisition is strongly
influenced by the learners’ first language while the role of the L1 in FLA is a
negative one. Still, this conviction is perhaps one-sided, thus not reflecting
the truth of foreign language learning. We are certain that L1 has both a
negative and a positive transfer on the FLA.

Time changes, as well as dogmas and views. Not so long ago the firm
opinion that there is ‘no room for the mother tongue in the EFL classroom’
has been substituted by a more differentiated approach. There is an opinion
that some teachers prohibit using L1 in a FL class as a matter of principle.
Others claim that it seems to be an issue of extent which may depend on the
cultural and educational situation where each individual teacher is working.

One of the goals we have set for ourselves was to investigate and
analyse Moldovan practicing EFL teachers’ real reasons, attitudes, and
purposes regarding the use of learners’ own language in teaching English-as-
a-foreign language to Moldovan students — native speakers of
Russian/Romanian/ Ukrainian, etc. We have distributed a survey in which we
asked them to indicate what language they would prefer (own or target)
while giving instructions, maintaining discipline, explaining vocabulary and
grammar issues, organising a reading activity, doing a writing task,
performing a speaking activity, giving feedback, and correcting grammar,
pronunciation, or style errors. It was interesting to conclude that the data
provided by university, lyceum, gymnasium and primary school teachers
varied in concerning the frequency of using the target language. University
and lyceum teachers use the target language more frequently than their
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colleagues from gymnasia and primary schools. While analysing the data
regarding various activities we have got the following results. Teachers gave
preference to the:

- target language while giving instructions, maintaining discipline,
correcting grammar or pronunciation errors, organising a reading
activity;

- own language while giving feedback, explaining difficult grammar
issues or abstract notions (vocabulary);

- both languages while explaining vocabulary, doing a writing task,
performing a speaking activity or correcting style errors.

We have also asked the teachers to provide arguments for or against
using learners’ own language in class. Here are the most common ones.

Arguments against using mother tongue:

» the abuse of the mother tongue weakens the learning process
inevitably cutting down exposure to the target language;

* no mother tongue, if the meaning can be conveyed directly through
demonstration and action;

» all should always be explained in English, only if there is no other
choice then teachers could switch to the MT;

» teachers should be committed to the FL in their teaching although
students will always try to drag them into using the MT;

» once the teacher starts using the MT, there is no way back;

» the use of the MT slows down the process of learning;
Advantages of using mother tongue:

* it helps to explain difficult issues;

* agood mix of the FL and MT is useful to keep beginners going;

* it is easier for weak students to understand grammar and vocabulary
when they get an additional explanation in their MT;

» explanations can be more comprehensive in the MT;

» explanations in the MT provide confidence;

» explanations in the MT save time as it clarifies issues in the shortest
and most efficient way;

* in large, heterogeneous classes, the use of the MT is a must, or else
weak students might become disturbing;

» the MT reduces nervousness among students with learning disorders;

* it helps to check understanding of very complex expressions, like
idioms, phrases, etc.

* it might be helpful to clarify very difficult concepts or vocabulary
which is unfamiliar to students and the teachers cannot elicit their
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meaning from students, or when they cannot guess their meaning

from the context.

The attentive analysis of these arguments proves us that the real place
of the native language use has not been definitely settled yet, therefore the
arguments require extra examination and even debate by the methodologists
and the teachers.

Taking into consideration the examined facts we came to the
conclusion that there is no point in banishing the native language from the
classroom, as it cannot be wiped out from the students' minds. “It could even
be counterproductive since it would mean trying to stop them thinking
altogether”. (Butzkamm 2003: 31) It has also become evident that during the
first year of learning a new language students DO need support from the L1.
Later, instruction should be more in English, as we tend to consider that bi-
lingual education stretched too much does not bring desired results.
Nevertheless, we reject absolutism and recommend being open to any
suggestions, as long as they lead to good language acquisition. We are
convinced that complete/ total prohibition of the mother tongue will certainly
bereave students, beginners especially, of certain opportunities to learn more
and better, at the same time the overuse of the mother tongue leads to
incapacity to communicate in the target language, it slows down the entire
process of the language acquisition.
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Abstract

De-a lungul anilor, teoreticienii s§i profesorii aduc un numar
impunator de argumente, dar si contraargumente referitor la impactul limbii
materne in cadrul orelor de limba engleza. In aceasta ordine de idei, prezentul
studiu isi propune doud obiective: primul vizeaza elucidarea terminologiei
utilizatd de specialistii din domeniu cu privire la sustinerea sau negarea
necesitatii de a folosi In procesul de predare limba maternd a celor ce
studiazd limba engleza; al doilea - investigarea si analiza opiniilor
profesorilor din Republica Moldova privind utilizarea limbii materne a
studentilor in procesul de predare a limbii engleze.
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Einsatz des Rollenspiels im DaF-Unterricht
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Schliisselworter: Rollenspiel, Ziele, Arten, Einsatz und Bedeutung des
Rollenspiels, soziale Kompetenz, kommunikative Kompetenz,
kommunikativer DaF — Unterricht, Fertigkeit Lesen.

I. Definition

Das Rollenspiel ist in der Universititspraxis eine Ubungsform der
sanktionsfreien Rolleniibernahme, um gesellschaftliche Rollen kennen zu
lernen und einzuiiben.

Il. Die Ziele des Rollenspiels sind nach Broich in folgenden
Vorstellungen zu suchen:

Zum einen bietet das Rollenspiel die Moglichkeit zur Verbesserung
der eigenen Handlungsfdhigkeit und zum anderen gibt das Rollenspiel die
Trainingsmdglichkeit bestimmter sozialer Fahigkeiten und Fertigkeiten. Zur
Realisierung sozialer Situationen auch im Spiel sind Kompetenzen
notwendig, die sich unter den beiden Begriffen soziale Kompetenz und
kommunikative Kompetenz zusammenfassen lassen. Vor allen die soziale
Kompetenz dient beim Rollenverhalten dazu, Rollen flexibel zu gestalten. Die
kommunikative Kompetenz ermoglicht die mimische und sprachliche
Fahigkeit zum Umgang mit Lebenssituationen. Die anderen Ziele des
Rollenspiels  sind: Antizipation, = Empathie,  Entscheidungsféhigkeit,
Kommunikationskompetenz, Kreativitit, Selbstbestimmung,
Situationshbewusstsein, Kooperation.

I11. Die Arten der Rollenspiele

In der fachdidaktischen Literatur unterscheidet man:

a) pragmatische Rollenspiele - In dieser Variante werden neue
Textteile (auch Textsorten) fiir die vorhandenen Figuren in einem
Text hinzugefiigt, die vor allem zur ErschlieBung des Subtextes
dienen: geheime Gedanken, Gefiihle, Wiinsche, Verarbeitung von

Erfahrungen, innere Auseinandersetzungen, mogliche
Kontroversen und Harmonisierungen;
b) literarische Rollenspiele (als Methode des

produktionsorientierten Literaturunterrichts) - In dieser Variante
werden  neue Rollen zum Personal eines epischen oder
dramatischen Textes hinzugefiigt und erfunden, die so im Text
nicht vorkommen, aber in der Personenkonstellation erscheinen
konnten. Es konnen historisch adidquate Rollen sein, die dann in
die Zeit des Textes passen, oder aber auch gegenwirtige Rollen,
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die so mit historischen Situationen und Partnern konfrontiert
werden.

IV. Einsatz des Rollenspiels in der Spielphasen

a) Die Hinfilhrung zur  Spielfdhigkeit. Ein  Mittel  zur
Rollenspielbefdhigung sind nonverbale und verbale
Interaktionsiibungen.

b) In der Motivationsphase warmt sich die Spielgruppe auf, es werden
Vorinformationen zu der zu spielenden Szene, zum Spielinhalt, zum
Spielverlauf, zur Rollenbesetzung und Zu den
Beobachtungsschwerpunkten gegeben.

¢) Die ndchste Phase beinhaltet das Spielbarmachen der Spielsituation,
in dem der Szenenaufbau und der Spielinhalt geplant wird: Wer,
warum, wo, wie, wann, was - mit den Bedingungen des realen
Umfeldes. Auch werden die konkreten Beobachtungskriterien der
Zuschauer/innen vereinbart, wobei auf den Wirklichkeitsbezug des
Spiels bei den Verhaltensweisen, den Kommunikationsformen und
den Problemlésungsstrategien der Spieler/innen geachtet werden
muss. Diese Kriterien gehen von einem idealen Spielaufbau aus.

V. Beispiele zu: Bernhard Schlink: Der Vorleser, Roman von 1995

Zum Autor

Bernhard Schlink (*1944) ist Professor fiir 6ffentliches Recht und
Rechtsphilosophie an der Humboldt-Universitdt in Berlin und zahlt zurzeit
wohl zu den erfolgreichsten deutschen Autoren im In- und Ausland. Seinen
schriftstellerischen Erfolg verdankt er vor allem seinem 1995 erschienen
Roman Der Vorleser, der 2008 mit Kate Winslet, Ralph Fiennes und David
Kross verfilmt wurde.

Zum Inhalt

Der Weltkrieg ist seit gut eineinhalb Jahrzehnten vorbei, die
nationalsozialistischen Machthaber sind tot, hinter Gittern oder gefliichtet,
die Triimmer sind aufgeraumt und das Dritte Reich ist nur noch eine dunkle
Erinnerung. Man richtet den Blick nach vorne und feiert das deutsche
Wirtschaftswunder. Das ist die Welt des fiinfzehnjahrigen Michael, der ein
ruhiges und sorgloses Leben fiihrt. Zumindest bis er die zwanzig Jahre dltere
Hanna trifft und die Liebe entdeckt. Dann ist Hanna jedoch eines Tages
plotzlich verschwunden. Erst Jahre spéter sieht er sie an einem Ort wieder,
den er in seinen kithnsten Traumen nicht erwartet hétte. Michael, mittlerweile
ein engagierter Jurastudent, nimmt als Prozessbeobachter an einem
Kriegsverbrecherprozess teil. Ungldubig beobachtet Michael wie seine erste
Liebe auf der Anklagebank sitzt und fiir ihre NS-Vergangenheit geradestehen
muss...
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Lesehinweise

Der Roman ist einfach zu lesen, da die Sprache recht klar und
deutlich ist. Die Studenten werden aber dazu aufgefordert iber einige
schwierige Fragen nachzudenken: Was ist Schuld, was Unschuld? Gibt es so
etwas wie eine Kollektivschuld? Wie geht eine Gemeinschaft mit einem
begangenen Unrecht um? Ist es Unrecht, wenn man nach Regeln und
Gesetzen handelt? Und, wenn ja, wie geht man nachtréiglich damit um? Die
Mitte des Buches, in der der Erzdhler den Prozess beschreibt und sich mit
Hannas Vergangenheit auseinandersetzt, werden die Studenten vielleicht als
etwas schwieriger zu lesen wahrnehmen, allerdings werden sich ihnen hier
auch die interessantesten Fragen stellen.

Zum Nachdenken

Neben den schon erwdhnten Fragen, mit denen sich Der
Vorleser auseinandersetzt, sollten die Studenten auch dariiber nachdenken,
welches Bild der Roman von der deutschen Vergangenheitsbewiltigung
entwirft. Sie bekommen folgende Fragen: Wie nehmen Sie das wahr? Kann
Vergangenheit diberhaupt bewdltigt werden? Und wie beurteilen Sie den
deutschen Umgang mit der Vergangenheit im Vergleich mit dem
moldauischen? Wo sind Parallelen und wo Unterschiede?

VI. Entwicklung der Rollenspiele zum Roman (Aufgaben dazu)

1. Entwickeln Sie mit Ihren Kollegen zum Roman der Vorleser von B.
Schlink ein Rollenspiel!

2. Bilden Sie Kleingruppen (4-6 Personen) oder Paare und beantworten
Sie folgende Fragen:

e Welche Personen aus dem Roman konnten in einem Rollenspiel
mitspielen?

e Welche Situationen aus dem Text, die die Themen der Schuld, der
Geschichte, des Jugendalters und des Analphabetismus
anbetreffen, eignen sich fiir Rollenspiele?

e In welchen Situationen konnten moglichst mehrere Personen
auftreten*?

(z.B.: Fiir eine Reportage befragt eine Reporterin alle Beteiligten.)

3. Die Gruppen (oder Paare) stellen ihre Ergebnisse vor und
vergleichen sie.

4. Jede Gruppe (jedes Paar) entscheidet sich fiir eine Situation und die
dazugehorenden Personen.

Beispiel:

Situation: In dem Textauszug von S.134 — 139, ist ein Gesprdch
zwischen Michael und seinem Vater dargestellt. Michael sucht Rat
bei seinem Vater und méchte ihm eine Frage stellen, die sich mit der
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Schuld und der Verantwortung Hannas und Michaels befasst.

Michaels Schuldgefiihle gegeniiber Hanna sind grofs, doch er méchte

ihr helfen, weifs aber nicht, wie er sich verhalten soll. Er hat Hanna,

nachdem er mehrere Monate und Jahre keinen Kontakt zu ihr hatte,
in einem Prozess wieder gesehen.

Personen: Michael und sein Vater.

Die Studenten setzen sich in Gruppen oder Paaren (Personenzahl je
nach Anzahl der Rollen) zusammen, um das Rollenspiel vorzubereiten. Die
Gruppen (Paare) bestimmen dabei die Besetzung der Rollen, suchen im Text
nach Hinweisen zur Charakterisierung der Personen und schreiben die
notwendigen Dialoge oder Gespriche.

VII.  Die Bedeutung der Rollenspiele im DaF — Unterricht

Zentrales Thema aller Spielprozesse ist die Frage danach, wie die
sozialen Erfahrungen und situativen Bedingungen Menschen dazu bringen,
ihre abgespaltenen, moglicherweise aufgezwungenen, kontrollierten oder
rationalisierten Gefiihle, Phantasien und Wiinsche auf andere zu projezieren.
Das Rollenspiel ist wie die Erfahrung gezeigt hat, ein geeignetes Mittel,
solche Ubertragungs- und Abwehrmechnismen bei einzelnen und in Gruppen
in konkreten Situationen zu untersuchen. So werden diese wieder erlebbar
und konnen in das eigene Selbstbild so integriert werden, dass neue
Sichtweisen und Verhaltensweisen zumindest moglich werden.
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Abstract
Metoda comunicativa reprezintd unul dintre modurile moderne (ne-
traditionale) de predare a unei limbi strdine. Obiectivul principal urmarit prin
aceastd metoda este fluenta studentilor, ceea ce se realizeaza utilizind limba
in contexte cat mai ,,reale”/, realiste”, actuale si des Intdlnite. Tehnicile cele
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mai folosite in cadrul acestei metode sunt bazate pe comunicare, mai ales
orald, dar si scrisa: discutii, jocuri lingvistice, jocuri de rol etc. Materialele
folosite sunt cat mai ,autentice” si mai interesante, menite sa sprijine
caracterul interactiv al lectiilor. Rolul studentilor este unul foarte activ, in
timp ce al profesorului este mai putin ,,vizibil”, acesta din urma fiind doar un
facilitator si un manager al activitatilor studentilor.

Testing Speaking Skills: Task Design

lulia KONOPLINA, prof. I. engl., gr. did. Superior
Liceul Teoretic “D. Cantemir”, Balfi

Key Words: testing, task design, speaking assessment process, tasks,
context, guidelines, interaction format, test mode, task-related materials.

1.Introduction:

The ability to speak in a foreign language is at the very heart of what
it means to be able to use a foreign language. Our personality, our self image,
our knowledge of the world and our ability to reason, to express our thoughts
are all reflected in our spoken performance in a foreign language (Alderson
and Bachman 2011: ix). Thus, learning to speak in English is a number one
priority for the majority of our students though they may need this skill for a
variety of reasons — to be able to communicate with friends, colleagues,
visitors, to travel abroad, and to study. This skill is also the one by which our
students are judged while first impressions are being formed (Hedge 2003:
261).

One of the essential elements of the process of teaching speaking
skills is definitely its testing component. Unfortunately, testing speaking
skills reliably has always been very problematic. It happens so because of the
constraints it brings about. The most important of these constraints are
definitely the tasks we use to make our students speak while testing speaking
skills.

The present paper explores some of the initial considerations that
should be taken into account when we start choosing tasks for speaking
assessment, and tries to answer the following questions:

o Why is task design important?
o What factors define the choice of tasks? and
o What are the main decisions to be made on the initial steps of the
process of speaking assessment task design?
2.Why Is Task Design Important?

It is worth mentioning here that task design is one of the most

important elements of the speaking assessment process.
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According to Luoma (2011: 23), when we assess our students’
speaking skills, we use tasks to provide: (a)the context for their talk, and
(b)guidelines about what they must do with language (these tasks outline the
content and the general format of the talk to be assessed). (c)Besides, task
design makes the construct assessed in the test (all the information about the
students’ skills we may get due to the test) more tangible for us as testers.

3.The First Decisions and Choices to Be Made

Luoma (2011: 31) considers that on the first steps of speaking
assessment task design it is necessary to make decisions about what the test
will be like and what it will contain. This includes plans about the tasks the
speaker will be given, and about the practical arrangements for the test. The
choice of tasks is usually defined by the following factors: (a)the purpose of
the test, (b)the practical circumstances in which it will be arranged, and
(c)most importantly, the construct — related information that the scores will
give us, or, in other words, what we, as score users, need to know about the
students’ speaking skills.

Thus, our initial steps in speaking assessment task design put forward
certain questions we need to answer.

4. What are the Students Asked to Do?

One of the key questions in speaking assessment task design is what
the speakers will be asked to do with language during the test.

In their early studies of the nature of talk Brown and Yule (1983:
127) made certain distinctions between four different types of informal talk —
description, instruction, story-telling, and opinion-expressing or justification.
They also considered that the logical order of these types represent the logical
order of difficulty between them.

Bygate (1986: 24) made even a more exact distinction between types
of informational talk. He defined the following groups:

Factually oriented talk: Evaluative talk:
e description e explanation

e narration e justification

e instruction e prediction

e comparison e decision

Both Bygate and Brown and Yule regarded that the use of language
is different in each of these types, as each type follows its own routines of
organizing information for easy comprehension. It is clear that if a student is
good at one type of informational talk (for instance, description), it does not
automatically mean that he is good at the other types and can tell a story or
justify his opinion well. Thus, it becomes obvious that we need to test the
types of talk separately, so that we could get a full range of information about
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the students’ speaking skills. Van Lier (1989: 491) supports this idea
suggesting that the best approach to testing speaking skills should diversify
oral testing so that it includes a range of performance tasks. This multi-genre
approach, in fact, has been adopted by Cambridge English examinations. For
example, the specifications for the Speaking component (the fifth of five
papers) of the Certificate of Advanced English (CAE) is as follows: “The
Speaking Test assesses candidates’ ability to interact in conversational
English in a range of contexts. It contains four parts, including an interview
section, individual long turns, or collaborative task and a discussion.
Candidates are provided with stimulus materials such as photographs and
drawings. Candidates normally take the Speaking Test in pairs.” (Thornbury
and Slade 2007: 305).
5.How to Arrange Speaking Tests?

One more question to be answered is related to the ways of arranging
speaking tests Luoma (2011: 35) suggests three main formats: individual,
pair, and group tasks. They all have their positive and negative sides which
may influence our choice.

5.1.Individual Testing

The most typical format of arranging a speaking test is to assess
students one at a time, often in the form of an interview. The following
advantages make this type of individual testing really popular and attractive
for oral language testers.

(a)First of all, Madsen (1983: 162) considers this format to be one of the
most communicative and authentic, as it can provide a genuine sense of
communication.

(b)Secondly, both Madsen (1983: 166) and Luoma (2011: 35) regard it as
remarkably flexible, because all its item types (for example, questions) can
be easily adapted to each student’s performance.

(c)Luoma (2011: 35) also points out that the interview format provides each
student with an opportunity to show a full range of how well they can speak
the language.

(d)This format makes scoring more consistent and simple as it is much easier
to score each student talking separately than two or three students
communicating in pairs or in groups (Madsen 1983: 166).

(e)Finally, the interview format gives the testers a lot of control over what
happens in the interaction (Luoma 2011: 350).

In spite of all its positive sides, this test mode has got some serious
limitations and weaknesses.

(a)The first and the most serious of them seems to be the fact that the tester
has considerable power over the examinee in an interview. It is the tester who
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initiates all phases of the interaction and asks questions. And the role of the
examinee is to obey and to answer. In other types of interactions, such as
discussions and conversations, the participants may take the initiative
themselves — they have more opportunities to start new turns, to change
topics, and to direct the conversation in the way they want. Unfortunately, the
interview format does not give direct evidence of the examinee’s ability to
deal with such demands (Luoma 2011: 35).

(b)Besides, oral interviews are rather time-consuming, especially if they are
taped and scored later (Madsen 1989: 166).

It is important to mention here that most official face-to-face oral
exams include structured interviews which contain a number of different
tasks. A typical structured interview usually begins with a warm-up
discussion of a few quite simple initial questions. They cover information
that the student is thoroughly familiar with, such as getting to know each
other or talking about the day’s events. However, they avoid highly personal
items — his parents’ marital status, religion, economic level, weight, age and
so on. These questions include “the truth” factor which means that they do
not ask for manufactured answers, and they are not language focused. They
are almost exclusively questions that the examiner does not already have
answers to (Madsen 1989: 162). The following example of warm-up
questions comes from a sample IELTS exam:

What is your full name? What do people usually call you? Where are you
from?

Where you grew up: What kind of town is it? What’s the most interesting
area? What kinds of jobs do people do there? Do you think it is a good place
to live?

What you do in your spare time: Do you have any hobbies or interests?
How did you first become interested in that? What other things like that
would you like to do?

Travelling and transport: What kinds of transport do you use regularly?
How do people in your country travel on long journeys? How has transport
there changed over the last twenty-five years? (May 2010: 36).

The main interaction, then, would contain some pre-planned tasks
such as describing or comparing pictures, narrating from a picture series
talking about a pre-announced or examiner-selected topics. The test usually
ends in a wind-down phase where the aim is to put the examinee at ease.

Madsen (1989: 162) remarks that in an interview where two people
are talking face-to-face, the rapport between them becomes of great
importance, because the examinee may be ineffectual on occasion when
feeling threatened or talked down to. The good interviewer should be neither
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harsh nor familiar, neither condescending nor intimidating. A sincere, open,
supportive manner is most effective.
5.2.Interviewing Pairs

One alternative to face-to-face interview format is interviewing pairs.
According to Swain (2001: 275), this way of arranging a speaking test allows
us to include more types of talk than traditional interviews and, thus, to get
more information about the student’s speaking skills. Besides, interviewing
pairs is less time-consuming. As a result, paired interviews have become part
of the oral test in the five examinations of the Cambridge main suite — KEY,
PET, FCE, CAE, and Proficiency.

However, in spite of all their advantages, paired tasks bring about
some challenges. One of them is the fact that the student’s talk is almost
inevitably influenced by the other participant’s personality, communication
style and possibly also language level (Luoma 2011: 37). So, not all test-
takers may get an equal opportunity to show their speaking skills at their
best.Nic Underhill (1988: 30) suggests pairing learners in a special way —
strong with strong and weak with weak, both for linguistic level and for
personality. However, it is practically impossible within the framework of an
official exam, when testers do not know their examinees and cannot pair
them properly.

5.3.Group-Interaction Format

One more format of arranging a speaking test is using group
interaction tasks. In this case a group of three to six learners carry out a set
task together, the assessor remains silent throughout, and preferably does not
get involved even in setting the situation up and briefing the learners.
Underhill (1988: 31) points out the fact that in this format the participants
tend to be less inhibited and more spontaneous in the speech because they are
working with a peer group of other learners. Thus, this kind of interaction
with more than one other person is highly authentic and generates
spontaneity and group creativity which is lacking in most oral tests.

Although group interaction tasks are generally well received by
learners, and give a lot of information about the examinees’ speaking skills, it
is difficult to administer them, as keeping track of five or six different people
is clearly very problematic. Thus, group interaction tasks are rarely used at
formal tests of speaking.

6. ”Pedagogic” Tasks or “Real-Life” Simulations

When choosing speaking assessment tasks, test-designers usually
distinguish between “pedagogic” and “real-life” tasks. Nunan (1989: 247)
describes “pedagogic” or “language-focused” tasks as the ones created
specifically for certain types of language use. This is the example of such an
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activity: Learner A is given a drawing of a man’s face and told to instruct
learner B to draw it. This activity has an indirect relationship to real-life
instruction-giving tasks, yet it is meaning-focused and communicative.

As for “real-life” tasks, Nunan (1989: 248) calls them “target tasks”,
which simulate language use outside the classroom. These tasks replicate the
essentials of non-test language use in the assessment situation. Real-life tasks
are more suitable for testing professional speaking skills. Typical real-life
tasks in formal tests put examinees in their professional role while the
examiners act as customers, patients, guests, or other people who are likely to
interact with examinees in real-life situations. Luoma (2011: 40) remarks that
the development of real-life test tasks requires careful analysis of the target
language use situations.

7. Stand-Alone or Integrated Assessment of Speaking?

Choosing tasks for speaking assessment tests we need to decide
whether we want to use stand-alone or integrated tasks. According to Luoma
(2011: 43), many speaking tests clearly concentrate on spoken interaction or
spoken production, and avoid mixing extended reading, writing or listening
activities with the speaking tasks. Integrated types of tests do explicitly
include tasks that involve combinations of reading and writing activities with
speaking. They are often used when task-designers want to make language
use in the test authentic.

8. Test Mode: Live or Tape-Based?

While choosing between live and tape-based modes we need to
remember what advantages they offer and what weaknesses they bring about.

Underhill (1988: 34) remarks that the most common way of assessing
speaking is through live, face-to-face interaction. It is done in several formats
including one-to-one interviews, paired tasks between examinees, and group-
testing. More rarely, live interaction can be tested through the telephone or
skype. This is normally only done when it is difficult or impossible to bring
the tester and the examinee face-to-face for geographical reasons.

The main advantage of the live test-mode is that interaction goes in
two directions. It means that each speaker’s turn is a reaction to the previous
turn, and if the tester needs some clarifications, he can easily change his or
her interaction plan. Besides, the construct assessed in this case is clearly
related to spoken interaction (Luoma 2011: 44).

Any oral test can be recorded on tape. Test-based testing is usually
used only when there are large numbers of examinees so that it would be
difficult to get enough live testers to interact with them. Owing to this test-
mode, the test-marking is not necessarily done in real time, i.e. in the same
place and at the same time as the test itself, it can be done where and when
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convenient with the facility to replay any part of the tape if desired. Besides,
the largely predictable nature of what the learner will say makes it possible to
anticipate the most likely responses and produce a marking key, thus, such
tests normally produce reliable marks.

As Madsen (1989: 35) has it, one of the challenges recorded oral tests
bring about is connected with technical difficulties which can lead to poor
quality recordings, or even no recording at all. Thus, recorded tests should be
carefully checked at the end of each recording session to ensure, at the very
least, that each learner’s voice has been registered.

One more weakness, according to Luoma (2011: 45) is related to the
fact that tape-based testing, in contrast to live-testing, is one-directional. It
means that the examinee is expected to accommodate to the tape, but the tape
cannot accommodate to the examinee. There are few real life situations in
which what the learner says has absolutely no effect on what he hears next.
So, we can say that this type of test is not very authentic.

In addition, the assessor of a recorded test can hear everything a live
assessor can, but s/he can’t see the test. S/he therefore misses all the visual
aspects of communication such as gesture and facial expression. Even silence
often has a visible meaning (Madsen 1989: 35).

Finally, Luoma (2011: 45) underlines the fact that tape-based tests
often include monologic speaking tasks, where one speaker produces a long
turn alone without interacting with other speakers. Thus, it only covers some
aspects of interactive speaking and the construct is more clearly concerned
with spoken production.

9. Open-Ended or Structured Speaking Tasks?

Choosing concrete tasks for speaking assessment tests we need to
take into consideration the fact that usually test-designers divide all speaking
task types into open-ended and structured tasks. The distinction is built on the
relative amount of structures the tasks provide for the test discourse.

According to Luoma (2011: 50), open-ended speaking tasks guide the
discussion, but allows room for different ways of fulfilling the task
requirements. Open-ended speaking tasks are subdivided into three
categories. The first one includes making descriptions, comparisons, and
predictions, giving instructions and explanations, presenting narratives and
justifications, and making decisions. For example, the Oral Proficiency
Interview includes a description task, and the interviewers ask the examinees
to describe something that is familiar to them, such as their aunt’s house or
their favourite nephews.
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Another category of open-ended tasks is role-play. Such tasks usually
simulate either the examinee’s professional context or certain social and
service situations, which have fairly predictable structures.

The third category represents semi-structured tasks that focus on
socially or functionally complex language use. They are mostly based on
reactions in certain situations. Fulfilling such tasks, the examinee reads or
hears the social situation where he should imagine himself to be, and he is
asked to present what he would say in this situation. The response requires
the use of formulaic language, and the ability to modify expressions, as the
situations often include a social twist. For instance, the examinees might be
asked to complain about the noisiness of a neighbour’s party while they have
to study (Luoma 2011: 49).

As for structured speaking tasks, they specify quite precisely what
the examinee should say. They are very precise and usually call for limited
production. The expected answers’ are usually short, and the items tend to
focus on one narrow aspect of speaking at a time. These tasks cannot assess
the unpredictable and creative elements of speaking, and their only strong
point is comparability — as they are exactly the same for all examinees, and
with the help of a scoring key all the students can be evaluated in a proper
way. Among the most popular structured tasks one can name reading aloud,
sentence repetition, sentence completion and factual short-answer questions.
Structured speaking tasks are commonly used in tape-based tests. In addition
to them, a tape-based test would also typically contain some less structured
tasks such as reacting to situations and giving a presentation or talking about
a topic.

Wigglesworth (2001: 189) notes that structure makes a task easier, as
it “reduces the cognitive load on the speaker by providing scaffolding upon
which to build language”. Most tests contain both structured (or controlled)
and open-ended speaking tasks. The usual sequence comes from the easiest
tasks — the structured ones — to more difficult tasks — open-ended ones. For
instance, in the Cambridge main suite Speaking Tests the level of control
varies in this very way.

10. Task-Realted Documents and Materials

The initial task design provides the general action plan for
developing a certain speaking assessment procedure. But before it can be put
into practice we need to create a number of materials which will direct the
activities of the testers and the examinees.

Luoma (2011: 51) offers the following list: (a)the rubric and the
instructions to examinees; (b)the task materials, which the examinees use
while performing the tasks (if relevant); (c)an interaction outline, which gives

214



guidelines or scripts for examiners about the content and wording of
questions or prompts.
10.1. Test Rubric

The test rubric defines the structure of the assessment and provides
instructions to participants about what they should do. The rubric is a tool for
the assessment designers, and the part of it that is visible for test participants
is instructions and any other test information material that the developers
may produce. (It gives the structure of the assessment and indicates how test-
takers should act to accomplish the tasks-instructions). Bachman and Palmer
(1996: 50) describe the test rubric in the following way: “The test rubric
includes those characteristics of the test that provide the structure for
particular test tasks and that indicate how test takers are to proceed in
accomplishing the tasks. In a test task these need to be made as explicit and
clear as possible, while in language use these characteristics are generally
implicit. For this reason, rubric may be a characteristic for which there is
relatively little correspondence between language use tasks and test tasks”.

10.2. Task Materials

Luoma (2011: 53) notes that task materials represent any written or
picture-based materials given to the examinees during their speaking
assessment. They provide contents, outlines, or starting points for the test
discourse. These include role-play cards, menus, schedules and pictures.

Task materials are important because they help testers to guide the
tasks during the test.

10.3. Interaction Outline

All interviewers or facilitators need to have special instructions of
what to do and to say. These instructions often take the form of an outline for
the test (which is sometimes called an “interlocutor frame”) and possibly
some suggested prompts.

Luoma (2011: 55) offers the following example of an interaction
outline of a classroom test:

Time: Phase and Prompts:

2-3min. Warm-up:

Greeting and seating

How are you doing? How has your day been today?

What are you planning to do during the rest of the day?
Explain interviews structure: description / narration task,
discussion, role-play.

4-5 min. Description — Narration:
Have you read the instructions for this task? Any questions?
Please start.
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2-3 min. Discussion:

(nothing if they start themselves; otherwise: Please go on to
discussing the themes that you took up in your talk just now.
(Support with questions if the pair cannot get the discussion
started, e.g. So, do you think about X sometimes? / How do
you feel about X? / Does X have relevance in our life here at
school, do you think?)

(If one dominates, ask the other a question ot two at the end.)
Thankyou and  ; now let’s go on to the role-play.

4-5 min. Role-Play:
(Nothing unless one or both are completely stuck)

1 min. Closing:

Have either of you thought about something like this a
possible thing to do? / Has something like this happened to
either of you or anyone you know?

(If yes, how realistic / what happened?; if not, why not?)

Do you have any plans for the summer?

Thank you, goodbye

11. Conclusion
The present paper offers an insight into the explorations in the sphere
of task design of speaking assessment tests. It tries to give answers to the
questions which appear when we start choosing tasks for testing our students’
speaking skills. It also gives some examples from real life official speaking
tests to illustrate the ways speaking assessment tests are created and arranged.
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Abstract

Task design is one of the most important elements of the speaking assessment
process. The present paper explores some of the initial considerations that
should be taken into account when we start choosing tasks for speaking
assessment. The present research shows that tasks used in speaking
assessment tests provide the context for the students’ talk, and guidelines
about what they must do with language. Besides, task design makes the
construct assessed in the test more tangible for testers. Arranging speaking
assessment tests, task designers usually choose between three types of
format, stand-alone or integrated assessment, live or test-based modes, open-
ended or structured speaking tasks. The initial task design also presupposes a
number of special documents including test rubrics, task materials, and
interaction outlines.

Kompetenzorientierter Fremdsprachenunterricht im
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Schliisselworter: Kompetenzorientierung, Gemeinsamer Européischer
Referenzrahmen fiir Sprachen, kommunikative Sprachkompetenz, allgemeine
Kompetenzen, Kompetenzenentwicklung, zielsprachige Lehrplane.

In der Republik Moldau ist die Kompetenzenorientierung seit der
Umsetzung des Bologna-Prozesses 2005 im Bereich der Hochschulbildung in
den Mittelpunkt der padagogischen und fachdidaktischen Forschung geriickt.
Der tiefgreifende Reformenprozess sollte durch Kompetenzenorientierung
»eine bessere Nutzung der vorhandenen Wissenspotenziale® ermoglichen®
und ,,bessere Qualitdtsstandards im Hochschulwesen nachhaltig fordern®. [6]

In der Fachrichtung Fremdsprachen zeichnete sich das durch
Annahme des Gemeinsamen Européischen Referenzrahmens fiir Sprachen
(GERS) aus, in dem fremdsprachliche Kompetenzen erstmals beschrieben,
Teilkompetenzen definiert und Kompetenzniveaus bestimmt wurden. [2, p.1]

Im GERS werden das Wissen, die Kenntnisse und die Fertigkeiten
(Kannbeschreibungen) beschrieben, die in jedem Sprachniveau (von Al bis
C2) fiir die Lernenden notwendig sind, um die Sprache aktiv im 6ffentlichen,
beruflichen und privaten Bereich ihres Lebens einsetzen zu konnen. Der
GERS stellt somit eine gemeinsame Basis fiir die Entwicklung der
zielsprachigen Lehrpldne, curricularen Richtlinien und dient zur
Vereinheitlichkeit der Bildungssysteme in ganz Europa. [5, p.227]

Die Kompetenzorientierung laut GERS hat auch im Hochschulwesen
der Republik Moldau wesentliche Verdnderungen auf verschiedenen Ebenen
in Gang gesetzt: Curriculumentwicklung, Lehr- und Lernziele, bzw. -inhalte,
Sprachaktivitéten, Unterrichtsplanung, Leistungsmessung und
Selbstbeurteilung, was die Betonung der Sprache als Vermittler in der
zunehmenden Globalisierung in allen Bereichen des Lebens, der Vernetzung
von politischen, wirtschaftlichen, kulturellen und demzufolge auch
zwischengesellschaftlichen Kontakten zum Ziel hat.

Der Kompetenzbegriff in der Pddagogik geht auf Wolfgang Klafkis
Kompetenzmodell der kritisch-konstruktiven Didaktik zuriick. Gemeint ist
die Fahigkeit und Fertigkeit, in den genannten Gebieten Probleme zu 16sen,
sowie die Bereitschaft dies auch zu tun. Der Bedeutungskern umfasst
Féhigkeit, Bereitschaft und Zustandigkeit.

Etwa seit 1990 wird verstirkt von der Kompetenz statt von
Qualifikation gesprochen. [7]

Im Europarat wird unter Kompetenzen ,,.Summe (des deklarativen)
Wissens, der (prozeduralen) Fertigkeiten und der personlichkeitsbezogenen
Kompetenzen und allgemeinen kognitiven Fahigkeiten verstanden, die es
einem Menschen erlauben, Handlungen auszufiihren.” [5, p.226]
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Weinert (1999, 2001) ist bei der Analyse verschiedener
Ausfilhrungen und Bestimmungen zum Begriff Kompetenz zu einem
Ergebnis gekommen, dass Kompetenz mehrdimensional ist und Dimensionen
wie Wissen, Fahigkeiten, Fertigkeiten, Einstellungen und Motivation, aber
auch volitionale (Absicht, Bereitschaft) und soziale Aspekte ebenso wie
Erfahrung und konkretes Handeln umfasst. Entscheidend ist dabei nicht das
Vorhandensein von diesen Komponenten einer spezifischen Kompetenz,
sondern dass der Kompetenzenbegriff einschlieBt, dieses Konnen, dieses
Wissen, die vorhandenen Einstellungen usw. auch tatsdchlich zu gebrauchen,
zu nutzen, sie beim erfolgreichen Bewiéltigen von Aufgaben und Problemen
einzubringen und anzuwenden. [2, p.3]

Klieme und Hartig unterstreichen in dieser Hinsicht, dass die
Kompetenzenorientierung im Fremdsprachenunterricht darauf gerichtet ist,
die isolierten Wissensbestinde zu iliberwinden und anwendungsfdhiges,
ganzheitliches Konnen zu fordern. Aus diesen Auslegungen ldsst sich
schlieBen, dass alle Dimensionen des Kompetenzbegriffs grundlegende
Bestandteile bei der ganzheitlichen Kompetenzenentwicklung sind, die
darauf abzielt, die Qualitdt des Fremdsprachenunterrichts auf breiter Ebene
zu verbessern. [2, p.7]

In der Republik Moldova ist der Begriff Kompetenz laut dem
nationalen Curriculum (Curriculumul National) auf die Dreieinheit
Kenntnisse, Fahigkeiten und Haltungen konzentriert. Im pddagogischen
Bildungsprozess kann die Kompetenz durch integrierendes Zusammenwirken
der Kenntnisse, Fahigkeiten und Haltungen herausgebildet werden. Aus
psychologischer Sicht repriasentiert die Kompetenz die psychische
Befdhigung einer Person durch bestimmte Haltungen addquat zu handeln
oder ein Aneignungssystem, der neben den Kenntnissen, Fertigkeiten und
Erfahrungen zu effektiven Handlungen sowie zur Vervollkommnung fiihrt.
[3, p.17; 1, p.18]

Die Entwicklung der Kompetenzen zur Realisierung der Aufgaben
und Sprachaktivitidten in kommunikativen Situationen bilden das Ziel des
Fremdsprachenunterrichts. Unten werden die Kompetenzen des GERS
tabellarisch gefasst: [5, p.229]

Die Kompetenzen im Fremdsprachenunterricht laut GERS:

Allgemeine Kompetenzen Kommunikative
Sprachkompetenzen
Deklaratives Wissen (savoir) Linguistische Kompetenz
*Weltwissen elexikalische Kompetenz
ssoziokulturelles Wissen egrammatische Kompetenz
einterkulturelles Bewusstsein esemantische Kompetenz
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*phonologische Kompetenz
sorthographische Kompetenz
sorthoepische Kompetenz

Fertigkeiten und  prozedurales | Soziolinguistische Kompetenz

Wissen (savoir-faire) *Verbalisierung sozialer Beziechungen
spraktische Fertigkeiten *Hoflichkeitskonventionen
sinterkulturelle Fertigkeiten *Redewendungen, Spriiche, Zitate, ...
*Registerunterschiede
*Varietdten (sozial, regional,
ethnisch,...)
personlichkeitsbezogene Pragmatische Kompetenz
Kompetenz (savoir-etre) *Diskurskompetenz

*funktionale Kompetenz

Lernfihigkeit (savoir- apprendre)
*Sprach- und Kommunikationsbewusstsein
*Allgemeines phonetisches Bewusstsein und phonetische Fertigkeiten
*Lerntechniken
*Heuristische Fertigkeiten

AbschlieBend sei folgendes zusammenzufassen: die erste Gruppe
bilden allgemeine Kompetenzen, zur zweiten Gruppe gehoren
kommunikative Kompetenzen. Die beiden Gruppen der Kompetenzen mit
ihren weiterhin unterteilten spezifischen Arten von Kompetenzen bilden
gegenwirtig den gesamten Komplex der Kompetenzen, die bei der
Entwicklung der Curricula, bei der Unterrichtsplanung und dem
Unterrichtsprozess, bei der Leistungsmessung und bei der Selbstbeurteilung
eine wichtige Rolle im Bildungswesen Europas sowie der Republik Moldau
spielen und daher als wichtiger Faktor respektiert werden sollte. In der
tabellarischen Fassung der Kompetenzen im Fremdsprachenunterricht laut
GERS  wird  hervorgehoben, dass im  kompetenzorientierten
Fremdsprachenunterricht traditionelle und moderne Kompetenzen in die
Beziehung der Interdependenz gebracht werden sollten. Im modernen
Fremdsprachenunterricht  sollten  nicht nur  Sprachkenntnisse  als
Komponenten der kommunikativen Sprachkompetenz, sondern auch
soziokulturelles ~ Wissen, Interkulturalitdt,  Diskurskompetenz = bzw.
funktionale Kompetenz gefordert werden, d.h., dass soziokulturelle bzw.
interkulturelle Kenntnisse gleichzeitig und parallel zum linguistischen
Sprachsystem zu erwerben sind. Das wird durch den Gemeinsamen
Européischen Referenzrahmen nachdriicklich betont.
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Abstract

In articol se pune in discutie orientarea spre competente a
curriculumului la disciplina limbi straine conform Cadrului European de
Referintd pentru Limbi in institutiile de invatdmant superior. Centrarea pe
competente reprezintd baza dezvoltarii curriculelor, continuturilor,
finalitatilor, planificarii si evaluarii orelor de limba strdind in Republica
Moldova. Studierea dimensiunilor principale ale competentelor pentru
imbunatatirea calitatii in studierea limbilor trdine reprezintd scopul principal
al articolului.

Internet beim Studium der Fremdsprachen

Oxana STATNIC, lector superior
Universitatea de Stat din Transnistria ,, Taras Sevcenko”, filiala din Rabnita

Schliisselworter: das Internet, der DaF-Unterricht, die Web-Projekte, die
didaktisierten Angebote im Netz.

»Computer und Internet haben sich in fast allen gesellschaftlichen
Bereichen erfolgreich durchgesetzt. Fiir den DaF-Unterricht erweist sich der
Einsatz des Internets als sinnvolle Ergénzung, ... als Informationsquelle mit
aktuellen, authentischen und héufig multimedial aufbereiteten
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Informationsquellen in der Zielsprache oder als Medium zur Publikation von
Projekten und Ergebnissen“[Donath 1998: 5].

Durch die Erstellung von landeskundlichen Aufgaben mit Hilfe von
virtuellen Texten, Bildern, Videos und anderen Ressourcen aus dem WWW
werden interdisziplinidre Sprach- und Kulturerfahrungen moglich, die bisher
nur Besuchern deutschsprachiger Lander zuginglich waren. Auflerdem
konnen einfach Kontakte zu Personen geschlossen werden, die man auf
anderen Weg niemals kennenlernen wiirde.

Der alltdgliche Umgang mit Computer und Internet wird zunehmend
zur Selbstverstidndlichkeit und gilt in manchen Léndern neben Schreiben,
Lesen und Rechnen bereits als vierte Kulturtechnik.

Das Internet darf nicht als Ersatz fiir den bisherigen Unterricht
verstanden werden, sondern als Ergdnzung und damit als Bereicherung.

Im Netz existieren eine Vielzahl von freien Unterrichtsmaterialien
oder Angebote zu Lehrwerken, Lehrfilme, Bilder, Animationen,
Sammlungen von Ubungsaufgaben usw. Besonders fiir projektorientierte
Arbeitsformen bietet sich der Zugriff auf das WWW an. Das Internet wird
zum Vermittler von Faktenwissen, das dem Schiiler hilft, Losungen fiir die
im Unterricht gestellten Probleme zu finden. Dem Lehrer dient das Netz als
optimales Hilfsmittel zur Unterrichtsvorbereitung.

Durch den  Einsatz des Internets im  alltdglichen
Fremdsprachenunterricht erhdlt man Zugang zu einer Fiille authentischer
landeskundlicher Informationen, durch {iberschaubare und héaufig durch
Graphiken  visuell  gestiitzte = Texte  wird eine  authentische
Kommunikationssituation in der Fremdsprache geschaffen.

Das Internet ist wie kein anderes Medium geeignet,
Unterrichtsmaterialien in praktisch unbegrenzter Menge einer breiten Masse
von Interessenten zur Verfligung zu stellen. Die Schiiler und Studenten
konnten beispielsweise Informationen {iiber bestimmte Regionen oder
aktuelle Veranstaltungen erarbeiten, Reisen per Flug, Bahn oder 6ffentlichen
Verkehrsmitteln in deutschsprachige Lander planen oder Informationen iiber
Firmen, Produkte, Arbeitsmoglichkeiten usw. beschaffen. Lehrbuchthemen
koénnen durch www-Recherche erginzt und vertieft werden.

Vor allem auch fiir die Lehrkraft bietet sich das Netz als Quelle zur
Materialbeschaffung an, um so das Gefundene als schnell zu erstellendes und
mit Worterkldrungen versehenes Arbeitsplatt im Unterricht zu nutzen.

Optimal fiir die Unterrichtsvorbereitung sind komplett ausgearbeitete
Unterrichtseinheiten und Projekte sowie die Mdglichkeit, sich aus
verschiedenen WWW-Seiten Materialsammlungen zusammenzustellen.
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Wilfried H. Busch listet in seinem Internet-Guide fiir Lehrer zahlreiche
Material-Angebote auf.

Um das Lernpotential des WWW sinnvoll nutzen zu kdnnen, miissen
Web-Projekte mit Blick auf die Deutschkenntnisse der Lernenden gestaltet
werden. Die sprachliche Qualitdt und der Schwierigkeitsgrad von WWW-
Seiten, die von Lernenden aufgesucht werden, ist nur bei vorgegebenen und
von Lehrenden ausgesuchten WWW-Adressen kalkulierbar sowie bei
didaktisierten Angeboten im Netz, wie sie zum Beispiel vom Goethe-Institut
oder von vielen anderen DaF-Institutionen zur Verfiigung gestellt werden.
Besonders fiir Anfanger, die weder tiber grole Sprach- noch
Internetkenntnisse verfiigen, sind diese didaktisierten Projekte hilfreich
[Busch 1998].

Professor Riidiger Riechert leitet seit langem an der Heinrich-Heine-
Universitét in Diisseldorf Seminare fiir den Einsatz des WWW im Unterricht
Deutsch als Fremdsprache. Im Studiengang ,,Zusatzqualifikation DaF*
erprobt er mit seinen Studentinnen den didaktischen Einsatz des WWW im
Unterricht Deutsch als Fremdsprache.

In seinen Seminaren verfolgt R. Riechert den produktionsorientierten
Ansatz fiir web-Projekte: ,,Webbasiertes Lernen heifit nicht nur, Online-
Ubungen zur Grammatik, Landeskunde oder Wirtschaftsdeutsch zu
absolvieren. Neben reinen Selbstlernaktivititen, etwa Grammatikiibungen,
stehen bisher Rechercheaufgaben, z. B. zu landeskundlichen Themen, im
Vordergrund des Medieneinsatzes* [Riechert].

Nach R. Riechert sind besonders produktionsorientierte
Lerneinheiten mit dem Internet didaktisch besonders interessant. Wenn
Studenten oder Kursteilnehmer eigene Webseiten zum Deutschlernen
erstellen, konnen die Vorteile des autonomen Lernens mit dem technischen
Potential des Internets in didaktisch effizienter Weise verbunden werden
[Riechert]. Seine Studenten lernen im Rahmen der Seminare, eigene Web-
Seiten mit unterrichtsspezifischen Inhalten zu erstellen und Web-Projekte mit
Lernenden zu organisieren.

Geschult  werden  dabei  sowohl didaktische als auch
medienspezifische Kompetenz im Umgang mit dem Internet.
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Projekte Deutsch als Fremdsprache, http://www.deutsch-als-
fremdsprache.de/lehren/web-projekte/
Abstract

In diesem Artikel geht die Rede um den Gebrauch des Internets im
Deutschunterricht. Das Internet darf nicht als Ersatz fiir den bisherigen
Unterricht verstanden werden, sondern als FErginzung und damit als
Bereicherung.

Abordarea individualizata a lucrului cu lexical la lectiile de Limba
romana in scoala cu predare in limba rusa

Aurelia CABAC, prof. I. romdna, grad. did. I1
Gimnaziul nr. 14, Balfi

Cuvinte-cheie: traseu individual de formare, implicarea elevului in procesul
de formare, abordare individuala , individualizare, semantizarea lexicului

Pot fi identificate trei tendinte in dezvoltarea reprezentarilor despre
individualizarea instruirii.

Prima tendintd se referd la luarea In consideratie a particularitatilor
individuale ale elevilor in conditiile caracterului colectiv al instruirii. O
asemenea abordare, care a primit denumirea de abordare individuala a
instruirii nu urmarestea obtinerea de catre elev a unor rezultate de invatare
semnificative pentru el si este orientatd numai spre ,adaptarea” lui la
miscarea colectiva spre un rezultat comun [1,2].

A doua tendintd se refera la diferentierea instruirii. De regula,
diferentierea este realizatd dupa nivelul de pregatire al elevilor. Elevii cu
nivelul aproximativ egal sint uniti in grupuri, lor li se propun sarcini de
invatare potrivite nivelului de pregitire. Si In cazul acestei tendinte nu este
prevazuta dezvoltarea capacitatilor ale unui elev concret.

A treia tendintd tine de aparitia asa numitelor trasee individuale de
formare. La inceput, se presupunea ca rezultatul final al parcurgerii traseului
este unic pentru toti elevii, iar individualitatea fiecarui elev se manifesta prin
modul de parcurgere a traseului (alegerea mijloacelor si metodelor de
atingere a rezultatului).

Mentiondm ci toate tendintele enumerate au aparut in perioada
invitimantului magistrocentric. In esenti, in cadrul fiecarei tendinte,
profesorul adapteaza continuturile de invatare la particularitatile individuale
ale elevilor, iar ultimii nu-si manifesta pozitiile lor de subiect al procesului de
invatamant.
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Abia in ultimul deceniu, In conditiile centrarii procesului de
invitamant pe cel ce invatd, notiunea de traseu individual de formare a
capdtat o semnificatie noud: traseul este proiectul personal de invatare al
elevului in spatiul educational. Acest proiect este elaborat in colaborare cu
cadrul didactic si fixat sub forma unui program individual de formare.
Rezultatul parcurgerii traseului poartd denumirea de traiectorie individuala
de formare. Miscindu-se de-a lungul traseului, elevul 1isi dezvolta
competentele de invatare, isi construieste sistemul propriu de valori, isi
formeaza modul de comportament social.

Schimbarile care au intervenit 1n semnificatia notiunii de
individualizare a formarii sunt niste consecinte ale schimbarilor parvenite la
nivelul obiectivelor de baza ale sistemului de invatimant. Dupd cum
mentioneazd cunoscutul filosof B. Posmna [3], in ultimele decenii, In
invatamant devine tot mai actuald abordarea antropologicad; conform careia,
obiectivul de baza al invatamantului este dezvoltarea individului.

Traditional, scoala, inclusiv scoala superioard, urmarea realizarea
comenzii statului (societdtii) prin care erau stabilite anumite prioritati in
continutul invatamantului, formarea unor calitati si a unui potential cerut de
societate si cimpul muncii. Nu mai putin importantd pentru formare este
comanda infterioara a individului, care reprezintd un raspuns rational la
intrebarea: ce si de ce eu doresc sa invat? Vorbind la figurat, ceea ce elevul
invatd conform comenzii de stat, este Invatare pentru ,,trup”, iar ceia ce invata
conform comenzii interioare este invatare pentru ,,suflet”.

Asimilarea continuturilor unui program (impus), adica realizarea
comenzii de stat nu-i permite elevului sa-si asume responsabilitatea pentru
rezultatele Tnvatarii (In virtutea caracterului impus al programului). Tocmai
de aceia In formarea moderna este importantad comanda elevului referitoare
la propriul program de formare. Vorbind despre aceastda comanda, cercetatorii
subliniaza faptul ca se are in vedere nu alegerea unui sau altui program de
de formare propriu [4]. Cercetitoarea T. KoBanesa defineste individualizarea
drept un principiu al instruirii care asigurd constituirea de catre elev al
propriului program de formare. In lucrarea [5] T. Kopanesa face o distinctie
importantd intre notiunile de individualizare a instruirii si abordare
individuald in invatdmant. Abordarea individuald este realizatd in vederea
sustinerii  eficientei instruirii, orientate spre socializarea individului.
Abordarea individualad ia in consideratie faptul ca toti indivizii sunt diferiti,
poseda diverse tipuri de percepere si memorizare a informatiei, utilizeaza
predominant anumite canale de percepere a informatiei. Individualizarea
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instruirii are un obiectiv mai larg — implicarea elevului in procesul de

Cercetatoarea C. MamamkuHa [5] evidentiazd urmatoarele
caracteristici ale abordarii individuale si ale individualizarii (tab. 1).

Tabelul 1. Comparatia notiunilor ,,abordare individuala” si ,,individualizare”.

Abordare individuala Individualizare
Centrata pe profesor Centrata pe elev
Profesorul este facilitator
Orientata spre sprijinul eficientei Orientata spre formarea capacitatii de
procesului de instruire autogestiune a traiectoriei individuale

de Invatare

Continutul formarii este prestabilit Continutul formarii este selectat de
elev

Forta motrice a procesului de individualizare a formadrii o constituie
un set de contradictii, dintre care mentionam:

activitatii lui de invatare;

b) contradictia dintre caracterul individual de finsusire a

cunostintelor, formare a abilitatilor si caracterul colectiv al
activitatii de Insusire (acesta este de fapt contradictia de baza a
procesului de invatimant )

Scopul individualizarii formarii il constituie integrarea potentialului
individual intern al elevului cu resursele mediului de invdtare extern prin
implicarea elevului in construirea traseului propriu de formare.

Principiul individualizarii formarii este strans legat de un alt
principiu al invatdmantului modern — principiul deschiderii in invatamant.
Acest principiu se referd la largirea spectrului de entitdti care pot oferi
servicii educationale. Se presupune cd orice element al mediului social si
vor fi utilizate in modul corespunzator. Mentiondm cd numarul de entitati
care pot oferi servicii de formare a crescut in ultimul deceniu.

In consecintd, traseul individual de formare va fi constituit din
secvente de invatare individuald offline, secvente de invatare individuald
online, invatare traditionala ,,fatd in fatd” cu profesorul, invatare colaborativa
online. Mai multi cercetari afirma ca cea mai promitatoare cale de constituire
a traseului individual de formare a elevului consta in elaborarea unor resurse
informationale colective .
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Lucrul cu lexicul constituie o parte proeminenta in desfasurarea unei
lectii mixte de limba roména in scoala cu predare in limba rusa. Iar incepind
cu clasa a V-a o lectie intreaga-prima din cadrul unui modul alcatuit din trei
lectii-este consacrata lucrului cu lexicul. Asigurarea insusirii temeinice a
lexicului va da posbilitatea de a explora textul (la lectia a doua) si de a utiliza
cunostintele achizitionate in situatii noi, de viata (in cadrul lectiei a treia).

Lucrul cu lexicul spre deosebire de traditionala prezentare-traducere
si memorare a cuvintelor-este mult mai divers si antrenant, prin aceasta
venind in concordantd cu diferitele aptitudini individuale ale elevilor de a
insusi cuvinte noi. Asa deci lucrul cu lexicul parcurge prin mai multe etape:

1. Perceperea cuvintului “acopera necesitatile” auditivilor,
vorbitorilor, chinestezilor. Cuvintele noi la inceput sint audiate, pronuntate
dupa modelul profesorului, citite din manual si apoi inregistrate in
vocabulare. Aceatd ordine de actiuni Inlesneste perceperea auditivilor a
cuvintelor noi, care sint de obicei neglijati 1n procesul instructiv.
(Vezi:lucrarea care rastoarnd lumea in acest sens si te face sa-ti distribui
atentia si asupra audierii la lectiile tale). Pentru vorbitori si chinestezi este
creatd situatia de invatare cind sint nevoiti sd abordeze alt stil cognitiv-
inchistarea intr-un singur stil duce la regres.

Semantizarea (explicarea sensului) cuvintului se face in ultimul rind
prin traducere. Nivelul cel mai inalt de posedare a unei limbi este cind
gindesti in aceastd limba, omitind segmentul de transfer.

2. Semantizarea cuvintelor se va face prin:

e demonstrarea obiectelor; daca in clasele mai mari se pot folosi metode
bazate pe un grad inalt de abstractizare si generalizar, apoi in clasele mai
mici sunt utile metodele bazate pe reprezentarile concrete ale obiectelor
si fenomenelor;

e prezentarea imaginilor va facilita comprehensiunea cuvintelor,
termenilor pentru cinestezi si vizuali;

e sinonime;

e antonime; evident, cd semantizarea se va face printr-un sinonim, antonim
deja bine cunoscut de elevi;

o familie de cuvinte; daca cuvintul-ridacind este arhicunoscut elevilor,
atunci un cuvint inrudit nou se va integra lesne in familia de cuvinte.,
cum ar fi: floare - florar, gheatd-a ingheta-inghetata,

o identificare a sensului in context,; care este citit (vizualizat) sau audiat de
elevi; 1n acest scop fragmentul (poate fi chiar un enunt) se va lua de
proportii mici;

e talmacirea cuvintelor; de asemenea se va face prin intermediul cuvintelor
din lexicul activ;
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mimicd, gesturi, actiune; este o modalitate destul de atractiva pentru
elevi de prezentare a cuvintelor noi. In clasa intii profesorul invita in fata
clasei un elev, caruia 1i sopteste la ureche sd mearga pina la usa, spunind
in voce “’lonel merge la scoald”. Apoi il roagd sd parcurgd acelasi drum
fugind: “Tonel fuge la scoala”. La fel se poate de procedat si in cazul
cuvintelor-actiuni scrie, deseneazi, citeste, invitind la tabla trei elevi
concomitent, fiecare din care primeste sarcina n soapta in limba rusad de
a scrie cuvintul ”mama” in limba materna, de a desena un soare, de a sta
cu o carte deschisa imitind citirea. De a “arata” sensul unui cuvint prin
mimica si gesturi este pe placul elevilor claselor a 4-5.
analiza structurii cuvintului,
traducere.
3. Exersarea lexicului la nivel de cuvint succede etapa de explicare
a cuvintelor noi
restabilirea cuvintului din litere; profesorul selecteaza din lexicul lectiei
un cuvint mai lung si 1l inscrie in prealabil pe tabla in mod haotic, invita
elevii sd restabilieascd ordinea literelor. E un mod de insusire a
cuvintului pentru elevul cu atentie focusatd. De ex. wu,c,d,tb,d,ir.e
(bucatdrie)
selectare; sa zicem ca elevii au facut cunostintd cu cuvintul a funciona la
etapa premergatoare. Ei sint rugati din sirul de cuvinte dat a dicta, a
scrie, a functiona, a ride, a plinge sa gaseasca sinonimul cuvintului a
lucra. Un elev cu atentie scanata va putea spune ca in acest sir se mai
afla si o pereche de antonime;
completare; Atentiei elevilor se vor prezenta enunturi cu cuvinte omise
luate din lexicul nou al lectiei - inca un prilej de consolidare a lexicului.
De ex. Eu cu mama ma aflu in ...(bucatdrie) si pregdatim prinzul.
Clasificare; de ex. continua sirul Fotoliu, dulap, noptiera-... dupa
modelul Radierd, creion, pix-rechizite scolare,
Ordonare; scrieti cuvintele date in ordine alfabetica, etc.
ierarhizare.
4. Exersarea lexicului la nivel de imbindri de cuvinte.
5. Exersarea lexicului la nivel de enunt. Se poate de invitat pe elevi
sd anticipeze continutul textului, indemnindu-i sd alcatuiasca
enunturi cu fiecare cuvint pe rind din cadrul lexicului nou.
Pe parcursul unei lectii este imposibil de abordat toate tipurile de

activitati enumerate mai sus, desi depinde de la caz la caz. Totusi diversitatea
exercitiilor asigurd o implicare a tuturor elevilor la lectie, cu aptitudini
diferite, cu diferite stiluri de invatare, fiecare la momentul sau oportun. Si
aici este vorba de individualizare, adica de centrare pe elev.
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In ceea ce priveste formarea capacitatii de autogestiune a traiectoriei
individuale de invatare, desi la prima vedere este o prerogativa a instruirii la
distanta, 1si gaseste loc si in cadrul lectiilor de Limba si literaturd roména in
scoala cu predare in limba rusa. Fiind familiarizati destul de bine cu
paradigm lucrului cu lexicul, precum si cu cea a lucrului cu textul nou si cu
sea a lucrului posttextual; elevii se bucura foarte mult, cind li se propune de a
juca rolul profesorului. Asa deci, In mod prealabil elevul sau grupul de elevi
primeste sarcina pentru lectia viitoare de a monitoriza o secventd anumita a
lectiei. Odata cu lansarea sarcinii se termind implicarea profesorului, elevul
isi autogestioneaza traseul individual de “’predare” a materialului, adica se
dirija acest proces.

Incd un exemplu in aceasti ordine de idei poate servi urmitoarea
practica: elevii sint Indemnati sa inscrie pe biletele cuvintele noi intilnite pe
altd cale decit in cadrul orelor de limba romana (din lecturi particulare, etc.),
pe care le pun intr-o cutie. Periodic se deschide aceasta cutie si se analizeaza
cuvintele. Elevul 1si identifica cuvintul sdu si alege singur modul de talmacire
al acestuia pentru ceilalti colegi.

Concluzii:

Trecerea In Invatamant de la educatie si formare clasica, bazata pe
modelul gnoseologic la dezvoltarea potentialului uman, bazat pe modelul
social-antropologic, a schimbat viziunea cercetitorilor asupra notiunii de
individualizare a Tnvatamantului. Initial, individualizarea avea o semnificatie
ingustd si semnifica luarea in consideratie a particularitatilor individuale ale
elevilor la organizarea procesului de formare. In ultimii ani individualizarea
are o semnificatie mai larga: implicarea elevului in procesul de formare /
readucerea lui pe pozitia de subiect prin oferirea posibiltitii de a proiecta si
dirija acest proces.
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Abstract

One of the current problems of didactics is confusing notions
individual approach and individualization. The first one is the prerogative of
the teacher. The second is student-centered and focused on building capacity
for self-management of individual learning path. Training content is selected
by student.

Working with vocabulary lessons of Romanian Language and
Literature in Russian-language schools includes a complex set of exercises:
explaining word by various methods, practicing words in word combinations,
practicing words in sentences. This gives the students the opportunity to
select the level in which to practice depending on new word knowledge, etc.
Students like to play the role of teacher during the lesson "explaining the
words" As for the homework they will have to develop new vocabulary
presentation paradigm for future lesson.

Motivarea studentilor prin diversificarea metodelor de predare:
lectia - proiect
Irina GUTUL-GORDIENCO, lector-superior universitar

Lidia PANAITE, lector-superior universitar
Academia de Stiinte Economice din Moldova

Cuvinte-cheie: Motivatie, metode de predare, elev, educatie centrata pe elev,
lectia — proiect

Literatura de specialitate promoveaza in ultimul timp tot mai mult
educatia centrata pe elev (pe cel ce invatd).

Dar ce este educatia centratd pe elev? Existd multe definitii ale
invatarii centrate pe elev (pe cel ce invatd), unele din ele sunt “Invitarea
centratd pe elev descrie modalitati de a gandi despre invatare si predare ce
pun accentul pe responsabilitatea elevului pentru activitati de genul planuirii
invatarii, interactiunii cu profesorii si alfi elevi, cercetarii si evaludrii
invatarii”, (Cannon, R 2000). ,,Tnvé@area centrata pe elev le ofera elevilor o
autonomie si un control mai mare in privinta alegerii subiectului, a metodelor
de invatare si a ritmului de studiu”, (Gibbs, G. 1992 pag.23). Analizand
numeroasele definitii si explicatii putem deduce ca educatia centrata pe elev
(cel ce Invatd) trebuie sd se bazeze pe reactia, interesele si nevoile elevului
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sau studentului, stimularea elevului si pe o predare moderna si captivants;
subiectele lectiei sd contind intrebari si probleme legate de scenarii reale si
actuale. Specialistii cred ca invatarea centratd pe cel ce invatd contribuie
puternic la motivatia acestuia.

Dar ce este motivatia? Motivatia poate fi definitd ca un proces de
stimulare a interesului cognitiv si a celui afectiv (emotii, sentimente, pasiuni)
cu scopul de a finaliza cu succes o activitate.

Inca filozofii antici-Aristotel, Heraclit, Platon, Socrate si altii s-au
ocupat cu studierea motivatiei activitatilor umane si a animalelor, subliniind
ca ,,necesitatile” au contribuit la evolutia omului, la dezvoltarea lui mintala si
la formarea limbii, vorbirii si obisnuintelor de lucru. In secolul 20 in
psihologia americana se nasc teorii motivationale avand la baza studierea
omului. Celebrul psiholog A. Maslow a prezentat bazele teoriei ierarhiei
nevoilor umane. Maslow observa ca fiintele umane nu sunt impinse sau
atrase numai de forte mecanice, ci mai degraba de stimuli, obiceiuri sau
impulsuri instinctive necunoscute. Astfel, el sustine cd fiintele umane sunt
motivate de anumite nevoi nesatisficute, si cd nevoile situate pe treptele
inferioare ale piramidei trebuie satisfacute inainte de a se putea ajunge la cele
superioare. Astazi teoria lui Maslow sta la baza stiintelor economice.

Schopenhauer a mentionat pentru prima datd cuvantul motivatie in
articolul sau ,,0On the Fourfold Root of the Principle of Sufficient Reason”. in
prezent existd diverse abordari stiintifice ale motivatiei. Dupa K. Madcen, J.
Godfrua motivatia reprezintd o totalitate de factori, care determina un anumit
comportament (behaviour). Dupa psihologul rus E. P. Iliin motivatia este un
proces de formare a motivelor sau un sistem complex a motivelor
multilaterale care reprezinta diferite domenii in care activeaza omul si rolul
lui in societate.

Psihologia moderna recunoaste urmatoarele tipuri de motivatie:

e motivatie intrinsecd - In care persoana urmareste o activitate (sau
chiar mai multe) strict cognitivd, cind actiunile intreprinse sunt
pentru sine. Ex. cand faci o munca cu plicere.

e motivatie extrinsecd - in care persoana urmareste, prin activitatile
depuse: prestigiu, notorietate, faima, bani, statut, pozitie, etc...

o motivatie negativa ( frica de esec - Theory X)
motivatie pozitiva (realizari si succese personale —Theory Y).

Orice profesor cunoaste ca factorii intrinseci si cei extrinseci pot
influenta motivatia celui ce Invata de a dobandi cunostinte si de a directiona
comportamentul sau uman. De reguld, motivatia contribuie la productivitatea,
calitatea si intensitatea muncii. Mentiondm in continuare componentele
interne ale motivatiei pe care le descrie literatura de specialitate: curiozitatea,

231



autoeficienta, atitudinile, necesitétile, competenta. Profesorul trebuie sa
stimuleze curiozitatea celui ce invata printr-0 complexitate de stimuli clari,
adresand elevilor, studentilor intrebari sau creand situatii - problema, care vor
starni curiozitatea acestora de a afla mai multe despre subiectul in discutie.
Psihologii descriu autoeficienta prin ,increderea in propriile forte” si
»prezenta convingerii de reusita”. Rolul profesorului este de a intreprinde
actiuni cu scopul de a ameliora starea elevului, impartind sarcini concrete si
oferindu-i posibilitatea de a reusi la etapele timpurii ale invatarii care
dezvolta forta convingerii a acestuia. Atitudinea elevilor referitor la profesor
si 1n special, la continutul disciplinei precum si necesitatile acestuia duc la
formarea unui set de competente. Pe de altd parte specialistii mentioneaza
Modelul ARCS a motivatiei extrinseca: care constd din: atentie, relevanta,
incredere si satisfactie (attention — A, relevance — R, confidence — C,
satisfaction - C). Depinde doar de iscusinta profesorului de a capta si mentine
atentia celui ce invatd pe parcursul intregii lectii, de a oferi continuturi si
subiecte in concordanta cu interesele si necesitatile elevului. Si doar in cazul
unei reusite a acestui proces instructiv-educativ, elevul capata incredere in
sine si in profesor si se simte satisficut de rezultatele obtinute continuand
procesul de invatare.

Desi o multitudine de factori cum ar fi factorii biologici, factorii
sociali, factorii psiho-pedagogici influenteaza procesul de invatamant, cel
mai dominant factor este factorul pedagogic care prin metodele de predare
contribuie la succesul sau insuccesul celui ce invatd. Rolul cadrului didactic
in activitatea instructiv — educativa si alegerea metodelor de predare atat cele
moderne cit si cele traditionale este crucial, deoarece profesorul contemporan
nu mai modeleaza personalitati, ci ajutd sa creascd aceste personalitati si sa
construiasca optiuni pentru viitorul lor.

Influenta cadrelor didactice asupra celor ce invatd nu se compara cu
nimic, de aceea succesul 1n procesul de invatdmant depinde in cea mai mare
masura de constiinta profesionald a profesorului: de dragostea lui pentru
profesie, de pregatirea profesionala, de experientd, de competenta de a
guverna gandurile si atitudinile lui si de creionarea unui plan de dezvoltare
profesional.

Profesorul decide care este cea mai eficientd metodd de predare
pentru 0 anumita activitate didactica, tindnd cont de mai multe considerente:
obiectivele lectiei, specificul continutului de invatat, autenticitatea elevului,
timpul, materialele disponibile etc.

Metodele moderne de predare - invatare, niste metode active,
eficiente, interesante si interactive 1i determina pe cei ce invata sa-si formeze
un sistem de cunostinte, priceperi, deprinderi, capacitati, competente si sa-si
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dezvolte gandirea criticd, creativitatea, logica si aptitudinea de comunicare.
Inviatarea independenta si cooperarea, precum si respectarea altor pareri sunt
punctele forte al acestor metode. Cu toate acestea, noi recomandam o
combinare a metodelor tradifionale de predare-invitare cu cele moderne cat si
o adaptare a metodelor traditionale la contextul actual. Nu trebuie sa scoatem
din uz importanta si avantajele folosirii metodelor traditionale. Mentiondm
cateva metode didactice, la limita dintre traditional si modern, care pot fi
aplicate: Organizatorul grafic, Brainstorming, Nufarul, Cubul, Mozaicul,
Daca a-si fi, Parinti si copii, FRISCO efc.

Metodele moderne de predare - invatare imbogdtesc procesul
instructiv, evitdnd rutina si monotonia, contribuind la invatarea de tip
euristic; punandu-1 pe elev sau student in situatia de a dobandi cunostintele
printr-un efort propriu de investigatic experimentala, unele din ele fiind:
Brainstorming, studii de caz si scenarii reale, jocuri educative, invatare
diferentiata, activitati de grup, activitati la calculator, analiza SWOT, lectia
— proiect etc.

Una dintre metodele de predare —invatare pe care o aplicam cu
studentii-economisti la orele de limbi strdine, pe care vrem sa o analizam este
lectia — proiect. Din punctul nostru de vedere metoda elaborarii proiectelor la
lectia de limbi straine se incadreaza in conceptul educatia centratd pe cel ce
invatd. Aceastd metoda ofera posibilitate celui ce invatd de a-si dezvolta o
complexitate de calitati si abilitati: de comunicare (depasirea barierelor de
comunicare), sociale (lucrul in echipd) si capacitatea de autoevaluare, la fel,
si creativitatea si responsabilitatea. Lectia proiect se realizeaza pe parcursul
intregului modul, fiind o Incheiere logica a acestuia.

Studentul alege obiectul de studiu, decide ce surse suplimentare de
informare (literatura, enciclopedii, internetul) si utilizeze, analizeaza,
compara si selecteaza cea mai importanta informatie.

Etapa initiald a proiectului este  introducerea si discutarea
subiectului, unde profesorul impreund cu studentii discutd si analizeaza
vocabularul de baza, gramatica, unitdtile principale de sintaxa. Partea
practica a proiectul se desfasoard la etapa de consolidare si recapitulare si
devine o parte armonioasa a procesului de invatare.

Una dintre principalele caracteristici ale activitatii de proiect, in
opinia noastra, este orientarea spre un scop practic specific - 0 reprezentare
vizuala a rezultatului, indiferent daca acesta este un eseu, un studiu de caz ori
descrierea unui grafic.

in limba engleza, metoda proiect oferd o oportunitate studentilor de a
folosi limba in situatii reale de viatd, de zi cu zi, care contribuie, fara
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indoiala, la o asimilare mai buna si la o consolidare a cunostintelor de limba
strdina.

Etapele desfasurarii unei lectii axate pe elaborarea unui proiect.

1. Etapa organizatorica.

La etapa initiald, organizatoricd este foarte important de a formula
tema si obiectivul final al proiectului. De asemenea este necesar pentru
desfasurarea proiectului de a:

* stabili timpul rezonabil (ar trebui sa se ia in considerare faptul cd studentii
economisti sunt foarte ocupati cu alte proiecte la disciplinele de specialitate);
* decide ce materiale si resurse studentii pot utiliza;
* selecta forma optima de prezentare a rezultatelor;
* elabora si discuta planul de lucru.

2. indeplinirea proiectului.

Aceasta etapa este una din cele mai dificile si de duratd pentru ca
studentii colecteaza informatii noi, fac apel la cunostintele deja existente,
lucreaza cu diverse surse de informare, formeaza propriile opinii si opinii cu
privire la obiectul de studiu. Sarcinile trebuie sa corespundd nivelului de
pregatire individual al studentului si sd se formeze grupuri de lucru pe nivele.
Rolul profesorului la aceasta etapa constd in a discuta rezultatele
preliminare, de a corecta greselile in utilizarea unitatilor lingvistice. Studentii
capatd incredere in sine si ca rezultat dispar barierele de comunicare. O
conditie importanta pentru activitatea eficientd in cadrul proiectului este de a
mentine un mediu prietenos, si de a permite studentilor sa experimenteze
sentimentul de succes.

3. Prezentarea.

La aceastd etapd studentii prezintd rezultatul muncii lor in diverse
forme, inclusiv folosind sursele multimedia (postere, picturi, colaje, video,
Power-Point, blogul etc.,).

4. Feedback-ul.

La aceasta etapa profesorul impreund cu studentii discuta in plenum
rezultatele proiectelor prezentate, dupa ce urmeaza evaluarea lor .

Metoda de proiect are mai multe avantaje fatd de metodele
traditionale de invatare. Principalele avantaje sunt:

* cresterea motivatiei studentilor in studierea unei limbi straine;
* integrarea constientd a cunostintelor pe diferite teme ale curriculei;

In concluzie putem spune ca participarea la elaborarea proiectelor
permite studentilor si actioneze in calitate de autori, cercetatori dezvoltandu-
si creativitatea si imbunatatind in acelasi timp cunostintele generale si
competentele lingvistice. Proiectul oferd studentilor oportunitatea de a-si
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exprima propriile idei intr-un mod convenabil pentru ei. Utilizarea metodei
proiectelor la orele de limba straina a demonstrat ca studentii obtin rezultate
bune in studierea unei limbi strdine, au posibilitatea de a aplica practic
cunostintele obtinute, si sa Inteleagd nevoia de conexiuni interdisciplinare.
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Abstract

This article describes one of the most effective, interesting and
interactive methods of teaching. This method leads learners to form a system
of knowledge, skills, abilities, capacities and to develop their critical
thinking, creativity, logic and communication skills. On the other hand the
success in education depends on the professional awareness of the teacher:
the passion for his profession, his qualifications, his experience and the
competence to govern his way of thinking and attitudes and to outline his
own plan for professional development. The both factors motivate the
cognitive and affective interest of students to carry out successfully a task.

Zu didaktischem Mehrwert und Methode des gezielten
Interneteinsatzes

Emilia DENISOV, conf. univ., dr.

Universitatea Pedagogica de Stat ,,lon Creanga*, Chisindu
Svetlana DZECHIS, lect. univ., drd.,

Universitatea de Stat ,, Alecu Russo” din Balti

Schliisselworter: Internet, Computer, Web-Quest-Modell, lernerzentrierte
Methode, Kompetenzen, problemorientiertes und selbstgesteuertes Lernen

Das Internet bietet als Informationsquelle einen rasch wachsenden
Bestand an sehr variablen und qualitativen Informationen. Eine steigende
Ausstattung der Bildungseinrichtungen mit vernetzten und internetfihigen
Computern fithrt jedoch nicht zwangsldufig zu Verbesserungen, sondern
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stellt die Hochschullehrer(innen) und auch die Studierenden vor neue
Herausforderungen.  Um Computer und Internet nachhaltig und sinnvoll
nutzen zu konnen bedarf es neuer Konzepte, welche speziell im Bereich der
Hochschulbildung an den  Grundlagen eines  konstruktivistisch-
problemorientierten und damit erwachsenengerechten
Fremdsprachenunterrichts orientiert sein sollten. Web-Quests bieten so eine
Moglichkeit, wie an der Universitdt im DaF-Unterricht sinnvoll mit dem
Internet gearbeitet werden kann.

Das Web-Quest-Modell wurde 1997 von dem amerikanischen
Wissenschaftler Bernie Dodge von der San Diego State University mit Hilfe
des Australiers Tom March entwickelt. Die Grundiiberlegung war, wie es
moglich sei, dass Lernende Informationen aus dem Internet sinnvoll nutzen
konnen. Sie konzipierten ein Modell, dass sie Web-Quest nannten. Bernie
Dodge definiert das entwickelte Konzept eines Web-Quests wie folgt:

“A Web-Quest is an inquiry-oriented activity in which some or all of
the information that learners interact with comes from resources on the
internet, optionally supplemented with videoconferencing” (Dodge 1997:
36).

Nach Gerber sind Web-Quests eine addquate Methode, um sinnvoll
mit PC und Internet zu arbeiten (Gerber 2002: 66). Zielgruppe sind in erster
Linie unerfahrene Lerner(innen), welche vor der ,Informationsflut des
Internets bzw. WWW geschiitzt werden sollen, um so der Gefahr eines
cognitive overload begegnen zu konnen. Die Methodik beruht darauf, dass
die Studierenden ,,in relativ vorstrukturierter Form Informationen zu klar
umrissenen Themen aus unterschiedlichen Informationsquellen recherchieren
und diese fiir eine abschlieBende Présentation aufbereiten* (Staiger 2011: 52-
57).

Laut Moser lassen sich Web-Quests wie folgt definieren:

., Ein Web-Quest ist eine entdeckungsorientierte Aktivitdt, bei welcher
die meisten oder alle Informationen, die von den Lernenden beniitzt werden,
aus dem Web stammen. Web-Quests werden geplant, um die Zeit der
Lernenden gut zu nutzen, den Akzent auf die Nutzung der Informationen und
nicht auf die Suche nach ihnen zu legen, und um das Denken der Lernenden
auf den Ebenen der Analyse, der Synthese und der Evaluation zu
unterstiitzen * (Moser 2000: 39)

Einer der wenigen Hinweise auf eine mogliche Adaption in der
Hochschulbildung findet sich bei Seufert N. Hier werden Web-Quests als
lernerzentrierte Methode geschildert, bei der die Bearbeitung spezifischer
Problemstellungen mit Hilfe von Informationsressourcen des Internets in
einen padagogischen Rahmen gestellt wird. Der Lehrende iibernimmt hier die
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Rolle eines ,,Online-Tutors“, der die Studenten(innen) bei der Bearbeitung
der Aufgabenstellungen unterstiitzt und individuelles Feedback geben kann
(Seufert 2010: 89).
Die Eignung dieser Methode fiir einen FEinsatz in der
Erwachsenenbildung wird bereits bei einer bloBen Auflistung deren Spezifika
deutlich:
hoher Anteil an Selbststeuerung des Lernprozesses
problemorientiertes Lernen
Umfang zeitlich flexibel gestaltbar
eine Kombination mit anderen Lernformen (z.B. Workshops) ist
leicht moglich: Blended Learning
e Lehrende agieren eher als Lernberater und Coach, und nicht als
Wissensvermittler

e Forderung von Internet-Kompetenzen, wie z.B. Umgang mit der
Informationsfiille, Selektion wichtiger von unwichtiger
Information, mediale Ergebnispriasentation, etc.

e einfache und schnelle Aktualisierbarkeit der Inhalte.

Dodge differenziert zwischen kurz- und langfristigen Web-Quests,
die je nach Lerngruppe, Zielvorgabe und organisatorischen
Rahmenbedingungen sehr unterschiedlich sein kénnen. Web-Quests miissen
daher nicht notwendig komplexe und zeitintensive unterrichtliche Vorhaben
sein, sondern auch kleinere Unterrichtsvorhaben. Moser fachert die Methode
fiir den hochschulischen Einsatz in sechs Teilschritte auf:

1. Wie stets im unterrichtlichen Handeln ist ein ansprechender und
motivierender Einstieg von groBer Bedeutung.

2. Daraus erwachsen konkrete Aufgabenstellungen, die bereits fiir
sich strukturierenden Charakter besitzen. Hier ist eine Sichtung, didaktische
Gliederung und Bewertung des vorhandenen Materials durch den Lehrer
notig, damit die Studenten, die sich moglichst mit den Aufgabenstellungen
identifizieren sollten, im Umgang mit der Informationsmenge des Internets
Routine entwickeln kdnnen, ohne dabei die Aufgabenstellung aus den Augen
Zu verlieren.

3. Um die Aufgabe addquat bearbeiten zu konnen, werden der
Lerngruppe verschiedene Ressourcen angeboten. Das Internet mit seinem
hohen Aktualitdtsbezug spielt dabei eine wichtige, aber nicht exklusive Rolle.
Ebenso konnen andere Informationsquellen, wie Biicher, Zeitungen,
Zeitschriften etc. genutzt werden.

4. Im Arbeitsprozess wird der den Rahmen fiir die methodische
Vorgehensweise der Lerngruppe festgelegt. Dieser zeichnet sich durch
Handlungsorientierung sowie problem- und prozessorientiertes Denken aus.
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Daraus resultiert eine verdnderte Lehrerrolle im Lernprozess. Der
Hochschullehrer steht den Studenten hier nicht nur als Berater zur Seite,
sondern begleitet und fordert ggf. auch die Ldésung von Problemen
hinsichtlich der Informationsgewinnung und -verarbeitung.

5. Die Prisentation ist ein elementarer Bestandteil von Web-Quests.
Um diese der Offentlichkeit zuginglich zu machen, werden die Ergebnisse
der Arbeit zur Weiterverwendung" dienen. Eine eher konventionelle
Présentation mit Vortrag, Folie, Wandzeitung oder Plakat ist jedoch ebenso
moglich.

6. Zum WebQuest-Verfahren gehort stets eine abschlieBende
Evaluation, die das inhaltliche Ergebnis, den methodischen Ablauf und die
Arbeit der Gruppe analysiert und thematisiert. Im Sinne der beschriebenen
verdnderten Lehrerrolle wird diese Bewertung Lehrenden und Lernenden
gemeinsam durchgefiihrt. Der Einsatz von Bewertungsbogen hat sich als
hilfreich erwiesen (Reinmann-Rothmeier 2009: 127-148).

Zusammenfassend ldsst sich behaupten, dass Web Quests
Lernarrangements sind, die das selbstindige und autonome Lernen fordern.
Web Quest steht fiir die Losung von Aufgaben mit Hilfe von Informationen
aus dem Internet. Web Quests ermoglichen durch ihr didaktisches Konzept:

e Erarbeitung eines Unterrichtsthemas durch gezielte Recherche

e Lernen z.B. in Projektunterricht, Partner- und Gruppenarbeit,

Freiarbeit

e Projektorientiertes Lernen mit Internet und Multimedia

o FEigenstindiges, kooperatives und selbst gesteuertes Lernen

e Verwendung vom aktuellen und authentischen Material

Die Verwendung des Internets als Unterrichtsmethode durch Web-
Quests im Hochschulbereich besitzt eine hohe Affinitit zu Formen eines
problemorientierten, selbstgesteuerten Lernens. Dementsprechend beruhen
Web-Quests auf  einem Modell eines problemorientierten,
konstruktivistischen Lernens, bei welchem die zentralen Prozessmerkmale
der konstruktivistischen Auffassung vom Lehren und Lernen (Arnold 1993:
47) beriicksichtigt sind. In Kombination mit einem handlungsorientierten
Unterricht wird so ein handlungsorientiertes, selbstgesteuertes Lernen
moglich, welches den Anforderungen an eine Hochschulbildung gerecht
wird. Web-Quests stellen damit eine didaktische Methode zur Férderung von
handlungsorientiertem selbstgesteuerten Lernen dar.

AnschlieBend lésst sich behaupten, dass Web-Quests inzwischen als
eine  (im  hochschulischen  Bereich)  erprobte  Methode  zur
Informationsrecherche unter Einbeziehung des Internets angesehen werden
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konnen, welche die ansonsten hdufig auftretenden Probleme der
Informationsrecherche im Internet zu vermeiden hilft.

Ein implizites Ziel der Verwendung von Web-Quests liegt darin, den
Studenten neben den fachlichen Inhalten auch Medien- und
Methodenkompetenzen zu vermitteln, welche zu einer eigenstindigen
Auseinandersetzung mit Informationsressourcen befahigen. Dabei sollen mit
dem Einsatz des Internets als neuem Lernmedium nicht ,,alte Medien“ (z.B.
Printmedien) vollstindig ersetzt, sondern in sinnvoller Art und Weise ergénzt
werden, um so den Fremdsprachenstudierenden ein moglichst
breitgefachertes Informationsangebot zu ermoglichen. Erst in einem solchen
sinnvollen Einsatz liegt der didaktische Mehrwert des Einsatzes von Internet
und Computer.
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Abstract
Cu accent pe limbd, comunicare si culturd strdind in standardele
nationale pentru Invatarea limbilor moderne, cadrele didactice sunt intr-0
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continud cautare de modalitdti mai bune de accesare a materialelor autentice
si de furnizare de experienfe care vor dezvolta mai bine competentele
studentilor de comunicare in limbi striine. Computer este probabil cel mai
bun mijloc pentru crearea unui mediu favorabil pentru invatare. Internetul
poate sprijini profesorii in a face invatarea limbilor strdine rapid, mai usor,
mai atractiv si mai interesant.

Kooperatives Lernen als Voraussetzung fiir den
handlungsorientierten Unterricht

Tamara Arnaut, prof. [. germana, gr. 1l
Liceul Teoretic “N. Gogol”, m. Balti

Um die personlichen sowie beruflichen Chancen der Lernenden zu
erhohen setzt der Fremdsprachenunterricht als Hauptziel die
Mehrsprachigkeit  voraus. Ausgesehen davon fordert eine gute
kommunikative Kompetenz die gegenseitige Verstindigung der Beteiligten.
Die beiden Seiten erwerben bei dem Austausch der Gedanken neue
Kenntnisse und Fahigkeiten. Jedoch werden beim Kooperativen Lernen auch
gemeinsame Ergebnisse erreicht. Beim Kooperativen Lernen geht es nicht
um Partner- oder Gruppensozialformen als Ersatz der Einzelarbeit oder dem
Frontalunterricht. Ziel wire es die Aktivierung der Lernende. ES
entwickeln sich nicht nur die Sozialkompetenz der Schiiler/-innen, sondern
dariiber hinaus auch ihre methodischen und fachlichen Fihigkeiten. Nicht
zuletzt steigern sie auch ihr Selbstwertgefiihl und das Selbstmanagement. Des
Weiteren konnen Schiiler/-innen an der Entwicklung von Unterrichtsplanen
und MaBnahmen in der Klasse beteiligt werden und ihre
Kommunikationsfertigkeit trainieren.( Benkmann, 2010:126).

Was unterscheidet das kooperative Lernen von der traditionellen
Gruppenarbeit? Es sind die drei Grundbedingungen, welche eine
urspriingliche Gruppenarbeit in ein kooperatives Lernen verwandelt:

1) Eine sichere Lernumgebung zeichnet sich dadurch aus, dass
Schiilerinnen und Schiiler ein Gefiihl der Sicherheit verspiiren. Sie miissen
dafiir wissen, was in der Arbeitsphase erwartet wird und auch féhig sein, sich
auf andere Personen und Situationen verlassen zu konnen. Fiir die Phasen der
Gruppenarbeit ist das Gefiihl der Zugehorigkeit und des "Man-selbst-sein™ zu
schaffen.

2) Kooperatives Lernen setzt sich aus Zeiten der Einzel-, der Partner-
und auch der Gruppenarbeit zusammen. David W. Johnson und Roger T.
Johnson untersuchten die Erfolgsbedingungen von effektivem kooperativen
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Lernen.( Johnson, 2005:205) Dabei erkannten sie fiinf grundlegende
Elemente der Prozesssteuerung:

a) Positive Abhingigkeit - alle Gruppenmitglieder fiihlen sich bezogen
auf das gemeinsame Arbeitsziel verbunden.

b) Individuelle Verantwortung - jedes Gruppenmitglied ist fiir den
Arbeitserfolg verantwortlich und wird in der Gruppe fiir den
gesamten Prozess verantwortlich gemacht.

¢) Gruppenstrategien / Gruppenevaluation - die Gruppenmitglieder
geben selbst Auskunft {iber ihre Arbeit in der Gruppe und benennen
Moglichkeiten zur Verbesserung des Gruppenprozesses.

d) Soziales Lernen - Schiiller lernen Kommunikations- und
Interaktionsfahigkeiten wie Entscheidungs- / Leitungsstrukturen und
Konfliktldsestrategien um in einer Gruppe effektiv arbeiten zu
konnen.

e) Face-to-Face-Interaktion - Gruppenmitglieder befinden sich in
unmittelbarer Néhe; direkte Absprachen oder Dialoge sind stindig
moglich und notwendig fiir ein effektives sowie erfolgreiches
Arbeiten in der Gruppe.

3) Alle Verfahren des kooperativen Unterrichtens beinhaltet die
Arbeitsphasen Think, Pair und Share(Denken, Austauschen, Préisentieren).(
Johnson, 2008:18)

a) THINK - individueller Denkprozess - jede Schiilerin und jeder

Schiiler arbeiten selbststéindig an der Aufgabe.
b) PAIR - Austauschphase - Partnerarbeit zum Vergleichen der
Arbeitsergebnisse und Diskutieren von abweichenden Resultaten
¢) SHARE - Présentationsphase - ausgesuchte Gruppen stellen ihr
Arbeitsergebnis vor.

Neben dem Grundprinzip (think — pair — share) wurden vielseitige
Methoden des Kooperativen Lernens entwickelt und evaluiert, welche
soziales und kognitives Lernen fordern:

e Gruppenpuzzle (auch Jigsaw): Beim Gruppenpuzzle werden den
Stammgruppen Probleme und Aufgaben gestellt. Zu deren Losungen
teilen sich die Schiiller in Expertengruppen auf und sammeln
Informationen, um die Probleme bzw. Aufgaben spiter in den
Stammgruppen 16sen zu kénnen. Die Experten erkldren nach der
Informationsphase den  Gruppenmitgliedern ihrer jeweiligen
Stammgruppe das in den Expertengruppen erworbene Wissen. Meist
wird  dieses  Wissen auf  Strukturblittern von  allen
Gruppenmitgliedern zur Ergebnissicherung festgehalten. Danach ist
eine Losung des Eingangsproblems moglich.
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o Kugellager:  Mittels dieser  Unterrichtsform  werden die
Sozialkompetenz, Teamféhigkeit sowie positive Auswirkung auf das
Klassenklima gefordert. Die Lernenden bilden einen inneren und
einen duBeren Sitz- bzw. Stehkreis mit gleicher Personenanzahl.
Diejenigen im inneren Kreis schauen nach auflen, die im dufleren
Kreis schauen nach innen. Sie sitzen/stehen einander jeweils
gegeniiber. Die Lehrkraft stellt eine Frage. Mit einem akustischen
Signal der Lehrerin/des Lehrers (Glocke, Gong etc.) beginnt der
Gesprachsaustausch der sich jeweils gegeniibersitzenden Partnern.
Wenn das Signal erneut ertont, verstummen die Gespriche und die
Lernenden des Innen- bzw. AuBenkreises riicken ein oder zwei
Platze nach rechts. Mit dem Signal beginnt der ndchste Austausch.
Je nach Konzentrationsfahigkeit der Gruppe geniigen 4-6
Stuhlwechsel. Nach Beendigung des Kugellagers kann die
Moglichkeit gegeben werden, die neuen, dazu gewonnenen
Erkenntnisse schriftlich festzuhalten (z. B. Notizzettel, Mindmap,
etc.).

e Eckenplausch: An den Ecken des Raumes wird grof3formatig je ein
Bild aufgehédngt oder ein Symbol bzw. Gegenstand bereitgelegt. Die
Lehrkraft stellt eine Frage dazu. Die Lernenden schauen sich alles an
und positionieren sich entsprechend. Zunéchst findet ein Austausch
in der Gruppe der Gleichgesinnten statt, danach treten die Gruppen
miteinander ins Gesprach.

e Placemat: Bei der Placemat - Methode handelt es sich um ein
Verfahren, bei dem - unter Nutzung einer grafischen Struktur -
kooperative  Arbeitsabldaufe  strukturiert und  Arbeitsresultate
verschiedener Personen zusammengefiihrt werden. Damit liefert sie
die Moglichkeit, sowohl individuelle Arbeitsergebnisse als auch
Ergebnisse aus Gruppenarbeitsprozessen festzuhalten. Die Methode
eignet sich sehr gut zum Einstieg in ein Thema, indem
Vorerfahrungen abgefragt werden, aber auch zur Erfassung von
Lernzwischenstinden und Arbeitszwischenergebnissen sowie zur
abschlieBenden Diskussion eines Themenkomplexes.(Weidner,
2003:89)

Die Ergebnisse von Untersuchungen zu einem Vergleich von
kooperativen und konkurrenzorientierten Ansdtzen zeigen eine erhohte
Leistungsbereitschaft und Transferleistung des Gelernten bei Lernenden in
kooperativen Lernumgebungen. Weiterhin werden eine hohe intrinsische
Motivation und eine positivere Einstellung zum Lernen festgestellt. Die
Beziehungen der Lernenden untereinander gestalten sich ebenso wie das

242



Selbstwertgefithl  und  die Selbstwirksamkeit ~ des Einzelnen
positiver.(Johnson, 2008:20)

Das soziale Lernen in inklusiven Klassen erfahrt durch die
Einbindung kooperativer Unterrichtsstrukturen ebenfalls eine Aufwertung.
Ein Wert, der durch Kooperatives Lernen vermittelt wird, lautet: ,,Menschen,
die andere Fihigkeiten besitzen, sind wertvoll, denn sie konnen durch ihre
Ressourcen moglicherweise zum eigenen Erfolg beitragen®.(Konrad, Silke,
2010:26) Die Gruppenmitglieder nehmen sich wéhrend der kooperativen
Arbeit in ihrer Unterschiedlichkeit wahr und erkennen diese an. Sie erlernen
vielfaltige  Sozialfertigkeiten, die fiir eine effektive fachliche
Auseinandersetzung erforderlich sind. Kooperative Lernformen schaffen
somit einen Raum fiir gegenseitige Hilfestellungen der Gruppenmitglieder
mit den damit verbundenen positiven Auswirkungen auf die Férderung einer
inklusiven Lernkultur.(Scholz, 2012:65)

Die einzelnen Phasen des Kooperativen Lernens im inklusiven
Unterricht sollten sich stets flexibel an der Situation der gesamten
Lerngruppe und der einzelnen Schiilerinnen und Schiiler orientieren. Hier
bietet das Kooperative Lernen vielfaltige Moglichkeiten, gemeinsame und
individuelle  Lernsituationen zu  gestalten. Um  dabei allen
Gruppenmitgliedern einen Zugang zu kooperativen Lernprozessen zu
ermoglichen, sind vor allem die Bereiche Barrierefreiheit, Unterstiitzung,
Kommunikation und Interaktion von groer Bedeutung.
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Abstract

The article practical-oriented. It presents the investigation in the field
of didactics. The overall aim here is to explore the possibilities of improving
the conversational skills with the help of the cooperative learning in the
foreign language teaching. Cooperative learning is an approach to groupwork
that minimizes the occurrence of those unpleasant situations and maximizes
the learning and satisfaction that result from working on a high-performance
team. This paper offers a number of suggestions for forming teams, satisfying
the five defining criteria of cooperative learning, and minimizing the
problems.

Strategies for Effective Paragraph Writing

Svetlana Filipp, lector superior
Universitatea de Stat “Alecu Russo” din Balti

Cuvinte cheie: principii, strategii, proces de scriere, dezvoltarea paragrafului,
coeziune, coerentd, organizare, stil, cuvinte cheie, structuri paralele.

“That’s what makes a paragraph interesting,
because it comes alive as it’s written. ... It’s like
city planning. It’s a vast work of architecture.”
(Gore Vidal)

Although in academic writing students often need to write separate
paragraphs for class and homework assignments, generally they write essays
more frequently. However, acquiring the skills of writing effective paragraphs
is an essential initial step in learning to write an effective essay. In fact, a
paragraph and an essay share many common features. The paragraph deals
with a restricted topic which is stated in a topic sentence and then supported in
a series of sentences. The topic sentence helps to control and outline the
message of the paragraph. The essay discusses a wider topic which is revealed
in a thesis statement and then supported in a sequence of paragraphs. The
thesis statement helps to control and structure the content of the whole essay.
Paragraphs explore the main idea of the essay in shorter, more comprehensible
parts. Actually, one may regard the paragraph as a small essay. Just as an essay
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presents a series of paragraphs that explore one large idea, a paragraph
presents a series of sentences that support a minor idea. The essay may be
considered a longer variant of a paragraph, though the essay requires more
development. So, we can say that the essay corresponds to the paragraph in
structure as it contains three main parts — the introduction which creates the
overall impression (the introductory paragraph with the thesis statement in an
essay, and the topic sentence in a paragraph); the body which presents the
development and the support (at least 3-4 supporting paragraphs in an essay,
and 3-4 supporting sentences in a paragraph); the conclusion which brings the
development of the idea(s) to a definite ending (the last paragraph in an essay,
and the last sentence in a paragraph). Thus, training students to write effective
paragraphs is of prior importance in the academic writing practice. If students
learn to develop efficient paragraphs they will be able to write effective essays
as well. That is why the practice of paragraph writing in the academic
environment should be given due attention and time. Namely this perspective
determined the choice of the topic for the present article.

During my teaching experience in academic writing | have observed
a series of students’ most common mistakes and difficulties. The majority of
the students become quickly familiar with the structure and the format of a
paragraph. They arrange their paragraphs according to the basic paragraph
structure, including a topic sentence, supporting sentences and a concluding
sentence (if necessary), respecting indentations, spaces and basic punctuation
marks. However, when it comes to the development of the paragraph proper,
students don’t prove efficient. Even if some students possess quite good
language skills they often repeat the main idea, stated in the topic sentence,
over and over in circles restating it in different words. Their supporting
sentences are inefficient. A paragraph developed by such supporting sentences
doesn’t keep the reader’s interest as it neither informs, nor persuades. This is
probably the most frequent flaw encountered in students’ writing. Another
typical mistake of student writers is the use of irrelevant sentences in their
paragraph development. Such sentences do not relate to the topic sentence,
they go off the topic and distract the reader’s attention, making him lose tack
of the main idea. Sometimes students’ supporting sentences don’t flow
sensibly from the previous ones. As a result their writing seems unanticipated
and abrupt. In other words, students lack the technique of coherence. Finally,
students’ writing lacks variety and emphasis. Some of them write very many
short sentences and their style sounds too simple and primitive. Others, on the
contrary, use complicated sentence structures, thinking that they make their
writing impressive. They write long complex sentences with sophisticated
polysyllabic words to support an idea. As a rule, such a style fails to transmit
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the intended message and to explain the ideas clearly. Both in the case of using
simple sentences and in the case of using complex sentences students are not
able to make distinctions between more important and minor ideas.

Considering the above 1 intend to bring into focus the major
strategies to be followed while writing an effective paragraph, and namely
stress will be put on the main characteristics of paragraph development, as
well as on the technique of reaching variety and emphasis in writing.

Lynn Quitman Troyka defines strategies in writing as “techniques for
presenting ideas so that a writer’s intended message is delivered with clarity
and impact”. (Troyka 1996:72) There exist various strategies to make writing
effective. If students become familiar with these strategies they can apply them
in writing paragraphs, and even essays.

A paragraph is a series of sentences that develop one main idea called
topic. Paragraphing allows to subdivide the material into logical parts and to
organize these parts into a whole unit to communicate effectively the message.
The purpose of a paragraph determines its organization and the technique
applied. There are different patterns of paragraph writing — informative,
descriptive, narrative, argumentative, persuasive, and others. There are also
introductory, concluding or transitional paragraphs. Most paragraphs,
however, are topical paragraphs (or developmental, or body paragraphs). They
include a major idea and specific, explicit support for this idea. For a
paragraph to be efficient it must be characterized by unity, development,
coherence and organization.

A paragraph is unified when all the supporting sentences come to
support the main idea. In other words, unity is achieved when there is a
reasonable correlation between the main idea of a paragraph and the
supporting details for this main idea.

So, a paragraph consists of a sentence that contains the main idea,
called the topic sentence (TS), and a series of sentences that contain details
supporting that main idea, the so called supporting sentences (SS). For an
effective paragraph it is not only necessary to formulate well a generalization
which is stated in the TS. A good paragraph needs proper development. As it
was mentioned, one of the most difficult parts encountered by students in
academic writing is the development of ideas. To develop a paragraph means
to write sentences that support, explain and enlarge the main idea expressed in
the TS. In short, effective development is provided by specific, concrete details
to prove the generalization in the TS. Without development a topical paragraph
includes only a mere claim of the major idea. It doesn’t convince the reader.
“What separates most good writing from bad is the writer’s ability to move
back and forth between generalizations and specific details”, says Lynn Q.
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Troyka. (Troyka 1996:79) Different handbooks on academic writing
recommend the same methods of development for the TS, using various terms.
Macmillan English suggests that the technique of development may include:
concrete details, examples or incidents, facts or statistics and reasons.
(Macmillan English 1986:39) Simon and Schuster Handbook for Writers offers
a memory device student writers can use to check if they have covered
sufficient detail in a topical paragraph. This is the abbreviation ‘RENNS’
(Reasons, Examples, Names, Numbers, Senses). (Troyka 1996:79-80) It must
be mentioned that, as usual, a well-supported paragraph includes only a
selection of RENNS. Besides, Using RENNS doesn’t necessarily mean that the
support should be presented in the same order of these letters. Thus, a properly
developed paragraph assures its unity.

Sometimes students’ paragraphs lack wunity because their
development is interrupted by irrelevant details (or ideas). Sentences which
contain details that go off the topic are called irrelevant sentences. Below is a
paragraph which has lost unity as it includes a sentence that is not related to
the main idea, but which is easily observed in the process of revision.

Cats make wonderful pets. They are very loving and friendly. They are
clean. They don’t eat much, so they are not expensive to keep. Many people are
allergic to their hair. They look beautiful. (Blanchard 1984:8)

Students should be encouraged to have a closer observation while
revising their initial drafts and cross the irrelevant sentences out.

Further, in a good paragraph students must aim to relate sentences to
each other not only in content. Each sentence in a paragraph should flow
logically from the previous one, there must be a sense of continuity. In order to
achieve this, students should become familiarized with the technique of
coherence. A writer uses repeated words or phrases, pronouns and transitional
expressions to produce a coherent paragraph. Most common in reaching
coherence are the transitional expressions as they signal distinctly connections
among ideas. In academic writing textbooks students may come across lists of
transitions arranged according to the relationships they denote (example,
addition, comparison/contrast, space and time, etc.) and which are regularly
used in writing. | usually advise students to make their own lists of transitions
and include them in their academic writing folders for a more convenient use.
At the same time, when working with these lists students should vary their
choices of transitional expressions in order to achieve variety in their writing.
Here is a student’s sample paragraph that contains appropriate transitions.

Exercise is important for good health. First of all, exercise helps maintain
physical fitness and develop better intellectual ability. It also increases the efficiency
of the heart and reduces the risk of many diseases. Moreover, regular exercise
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improves the appearance and delays the aging process. Finally, it decreases everyday
stress. (Negru Alina, 2013)

Student writers can also achieve coherence by repeating key words.
This technique helps to keep track of the written material. However, repetition
should be used carefully, as, because of its overuse the writing may become
dull and uninteresting. To keep links between ideas students may be suggested
to use synonyms of key words to add variety to their writing.

Sometimes students are advised to use pronouns to refer to a
preceding word or idea in a sentence. Pronouns are like “bridges” between
sentences, making the paragraph coherent.

An appropriate technique of achieving coherence in writing is using
parallelism, when in one paragraph grammatically equivalent structures and
forms are repeated. Such structures and tempos reinforce relationships among
ideas. Still, this technique may be practiced more effectively with advanced
level students.

An efficient paragraph must also be well organized. To write a well
organized paragraph students should arrange the supporting sentences
according to a certain order of development, so that the readers can follow the
writer’s flow of mind without interruption. The most prevailing way to
organize a paragraph is time order, or chronological order. In this type of
organization the sentences are put into a sequence which tells what happens
during a period of time. This technique is used in relating events, summarizing
incidents or in writing narratives.

A paragraph can also be developed according to spatial order. This is
not a simple paragraph organization. It requires specific knowledge and
student writers must become familiar with this specific technique before
starting to use it. This strategy is used in descriptive writing and here students
must remember that the main point of this type of paragraph organization is
giving the readers a “sense of direction and of where things are”. (Writer’s
Choice 2001:141)

Another way of organizing paragraphs is order by comparison-
contrast, used when we want to describe similarities and differences. There
also exists a special technique for this type of paragraph organization as well,
which is presented in academic writing handbooks and which must be
practiced by student writers. As indicated in Macmillan English, when using
this way of organization a writer “can give a paragraph more precise definition
and clearer boundaries”. (Macmillan English 1986:54)

Finally, a paragraph can be organized according to cause and effect.
This way of organization helps the reader realize that one, or a series of events
take place because another event, or events have previously taken place. Cause
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and effect paragraphs are mostly productive when students are writing research
papers or other types of investigation work.

Nevertheless, even if students learn how to develop a good paragraph
considering all its main characteristics (unity, coherence and organization),
this is not sufficient for a successful paragraph. Maya Angelou writes: “It is
incumbent upon the person who wants to become a writer to learn the
language, to have that language in such control that she can ball up a handful
of words and throw them against the wall and make them bounce like a
basketball, or that she can rearrange them to make people weep”. (Macmillan
English 1986: 96)

When students learn the first steps of the writing process they are
advised to avoid the use of complex language and sentence structures,
following the motto: the simple the writing, the better it will be understood. At
an initial stage in teaching academic writing this might be a useful strategy.
Still, if students are further encouraged to keep to this principle they will
become inclined to use a simplistic uninteresting and even boring way of
writing. To make their writing more engaging and effective students will also
have to learn how to achieve variety and emphasis. For this student writers
must learn to write effective sentences that will make the reader listen to what
they want to say. In other words, students’ sentences must be structured to
communicate the relative importance of their ideas. Series of many short
sentences seldom reveal connections and degrees of consequence among ideas.
Readers cannot easily make distinctions between main and secondary points.
Here is a paragraph written with a string of repetitive brief sentences.

There is a legend. This legend is about a seventeenth-century Algonquin
Indian. It says that he was inspired. He had an idea about popcorn. He transformed it
into a gift. It was the first gift to a hostess in American history. He was invited to the
Pilgrims’ harvest meal. He brought along a bag of popcorn. This was a demonstration
of good will. The occasion is honored to this day with Thanksgiving dinner. (Troyka
1996:369)

The sentences of this paragraph have the same basic structure and,
thus, sound monotonous and unexciting. This is elementary writing which
lacks emphasis and variation. Below is another reviewed version of the same
paragraph.

According to legend, in the seventeenth century an inspired Algonquin
transformed popcorn into the first hostess gift in history. Invited to the Pilgrims’
harvest meal, the Indian brought along a bag of popcorn as a demonstration of good
will. The occasion is honored today with Thanksgiving dinner. (Patricia Linden,
“Popcorn”, Troyka 1996:369)
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Doubtless this paragraph holds attention from beginning to end. It is
obvious that the sentence structures of the paragraph permit to lay stress on the
main ideas. The writer has combined some sentences, alternating their length,
inverted the word order in a sentence and varied the beginning of the first
sentence. As a result, the paragraph reads naturally and manages to keep the
reader’s interest.

Thus, as students are perfecting through the process of paragraph
writing, they will also have to practice the following skills in order to reach
variety and emphasis: expanding sentences with modifiers, combining
sentences, varying sentence length and structure, inverting standard word
order, using the four basic types of sentences and using deliberate repetition.

Sentences that contain a subject and a verb as a rule are very narrow.
They do not communicate the ideas well. In creative writing short sentences
should be avoided, unless such sentences are written on purpose to create a
certain effect. Brief sentences can be expanded by adding modifiers to nouns
and verbs. For example, let us regard the following sentences:

Brief sentence: Marula trees grow in South Africa.

Expanded sentence:  Scattered exclusively across Africa’s sub-
Saharan plains, the leafy marula trees grow wild under the golden sun.

Brief sentence: Elephants like the marula fruit.

Expanded sentence:  Elephants adore the delicious, juicy and
nourishing flesh of the marula fruit.

Expanding a brief sentence depends on the focus of the sentence. A
student writer can supply new details by asking the following questions: What
kind? How many (much)? How? When? Where?

To write effectively students must also practice writing efficient
sentences. Combining sentences can help them achieve this. It will help them
express the meanings of the short sentences in more interesting ways. As truly
stated in the Writer’s Choice, sentence combining also develops the student’s
writing style and helps “find the own voice as a writer”. (Writer’s Choice
2001:360) While trying new kinds of sentence structures students’ personal
style will unfold naturally. This technique works and is widely used by many
in academic writing. There are various ways of combining simple sentences
into a more complex one, but most common are the following strategies: using
connecting words, deleting repeated words, rearranging words and changing
the word form. (Writer’s Choice 2001:361)

At the same time, writing effectively doesn’t mean writing merely
long sentences. Sentences create effect when a writer uses a variety of
sentence lengths. A short sentence is perfectly fit after a longer one, while a
long sentence creates a natural smooth rhythm when it follows a shorter one.
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Sentences that have the same structure — all short or all long — do not flow.
They sound monotonous and can make the reader lose track of the material.
That is why student writers are advised to offer their readers a variation,
alternating simple and complex sentences. This strategy will permit the key
ideas to be featured. In this way the reader will grasp the focus of the written
material easier. The sample paragraphs about the Algonquin Indian show the
difference between the two writing styles revealing the use of contrasting
sentence length and structure.

Another way of achieving variation and emphasis in writing is
inverting word order. The verb is usually placed after the subject in an English
sentence. That is why, any variation from this standard pattern creates
emphasis. Placing the verb before the subject is sometimes used by writers to
call the readers’ attention. For example,

Standard sentence structure: Responsibilities begin in dreams.

Inverted sentence structure: In dreams begin responsibilities.

(Delmore Schwartz, In Dreams Begin
Responsibilities, Troyka 1996:376)

This is an effective strategy, though student writers should be aware
that when used too often inverted word order can be distracting.

Also, to reach variety and emphasis students can make use of the four
basic types of sentences. The most frequent type is the declarative sentence.
Occasional use of interrogative, imperative and exclamatory sentences can
help to involve the reader and encourage him/her to follow the writer’s line of
thinking.

Finally, repeating important words or phrases can be rather efficient
in reaching emphasis in writing. But students should know that suitable for
repetition are only the key words that help to create a rhythm which, in its turn,
calls attention to the main idea.

Practicing the described principles and techniques students can
become more experienced writers. These strategies, especially the technique of
reaching variety and emphasis, can, as truly stated by Lynn Q. Troyka, “move
students’ writing beyond being correct to having style and grace”.
(Troykal996:368) However, this is a lasting and strenuous process. It is an
appealing intellectual endeavor that stimulates students to apply the maximum
of their efforts.
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Abstract

Articolul trateazd unele principii si strategii de scriere ale unui
paragraf. Sint descrise caracteristicile principale ale paragrafului: coeziunea,
coerenta, dezvoltarea si organizarea paragrafului. De asemenea este prezentata
tehnica de formare si perfectare a stilului individual in procesul de scriere, cum
ar fi dezvoltarea si Tmbinarea propozitiilor, folosirea diferitor structuri
sintactice, inversia ordinii cuvintelor folosirea cuvintelor cheie si a structurilor
paralele.

STUDENT’S CULTURAL AWARENESS AND
INTERCULTURALALITY

Micaela TAULEAN, lector superior, dr.
Universitatea de Stat ,, Alecu Russo ” din Balfi

Key words: cultural awareness, cultural shock, cultural elements,
intercultural communication, intercultural competences, self-awareness,
stereotyping

The formal education system such as schools or universities provides
students basic knowledge to be used for their social integration into society.
This is co-called “starting point” in analysing in terms of applying policies
relevant for intercultural learning. Non-formal education that a person
receives during his life, carries out major shifts in his inner world, it
contributes to the moral and intellectual education as well as it broadens the
mind and, ultimately, change the behaviour. The entire civilized world is
trying to become more open and therefore the role and importance of learning
foreign languages is growing nowadays. There is a significant change in the
content and teaching methods, including teaching a foreign language.
Training within the framework of cultural interaction helps to develop
students' cognitive activity. This creates a need to acquire knowledge
independently and allows the students to improve all types of speech activity
while studying of a foreign language. It is important to keep in mind all the
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elements of communication in the socio-cultural environment that include
non-verbal means of intercultural communication.

The study of language and culture interaction becomes up-to-date in
the research of many scholars, such as G. Chen, W. Starosta, G.Elizarova,
I.Sterlin, S.Ter-Minasova and others. In modern methods of teaching foreign
languages, a special attention is given to the ability to cross-cultural
communication. In this context, it seems appropriate at the initial stage of
training to acquaint university students with the culture and traditions not
only of the target language but also learning to analyze the similarities and
differences in communicative behaviour of different cultures. Lessons of a
foreign language are primarily designed to establish and develop
communicative competences in the target language, but they are also a good
opportunity to teach social, personal, interpersonal and intercultural skills.
Awareness of how different cultural beliefs may influence one’s own and
others’ linguistic choices is fundamental to successful spoken
communication. The problem of intercultural competences might be
discussed from the point of view of cultural differences of interlocutors,
possible communication barriers and misunderstanding, intercultural
education and the problematics of foreign language tuition.

According to G.Chen and W.Starosta [Chen, 1996], intercultural
communication competence is comprised of three dimensions: intercultural
awareness, intercultural sensitivity, and intercultural adroitness. We decided
to focus our attention to students’ intercultural awareness because it is the
cognitive dimension of intercultural communication competence and it refers
to a person's ability to understand similarities and differences of others'
cultures. It is worth mentioning that the individual’s perception of reality is
determined by his cultural background, experience, interests, education and
others. By the way, it is also shaped by the process of an active interaction of
an individual with the surrounding cultural and social environment. But when
people from different cultures begin communicating with each other, the
impact of a cultural aspect on perception is particularly apparent. The
research done by G.Elizarova [Elizarova, 2001] proved the fact that the
attribution in the process of intercultural communication can lead to
interpreting events and the behaviour of people from different cultures on the
basis of their own cultural categories. When meeting representatives of other
peoples and cultures, people usually have a natural disposition to perceive
their behaviour from the position of their own culture, leading to a distorted
interpretation. This determines the main psychological difference between
intercultural communication and communication within one culture when
attributing own categories doesn’t impede but promotes communication.
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Since the process of intercultural communication is associated with
overcoming stereotypes, cognitive parameters of tolerance — intolerance to
unrealistic experience and rigidity — flexibility of cognitive control hold great
importance as they are responsible for individual differences in ways of
organizing his perception.

Having post-doctoral studies in problems of Interculturality in teaching
English as a Foreign Language at UPV (Valencia, Spain) and elaborating the
questionnaire for UPV language students with the purpose of understanding
the level of students’ intercultural awareness, we focused our attention to the
willingness of students to learn a foreign language (English) and on their
initial understanding of “culture”, “cultural elements”, “and stereotyping”,
“cultural shock” and on the necessity of integrating intercultural issues in
EFL learning process. The participants included 20 language learners with
B1 levels of English who voluntarily filled out the questionnaires and whose
first language was different — Chinese, Spanish, Korean and others. The age
of the learner participants varies — the majority’s (85 %) age ranged was 20-
25 and the minority’s (15%) age ranged was 25-30. In our research we did
not apply to any scales that include “agree” or “disagree” variants as we were
interested in students’ point of views and their attitudes.

The main conclusions of the research show that for successful
implementation of intercultural communication, students must have extensive
background knowledge. The learners found it rather desirable to have better
understanding of cultural diversity, to learn the target culture in order to
communicate appropriately with English-speaking friends and with other
cultural groups. Learners believe that it is rather necessary to learn cultural
features to communicate appropriately. Besides, the majority of respondents
(90%) stand for the necessity of learning intercultural issues at EFL classes
but they are not prepared enough to live in a multicultural society as they
need to learn about the target language culture and traditions as well as to
learn and to analyze the similarities and differences in communicative
behaviour of different cultures. The students believe that the integration of
intercultural issues into the language classroom might help them overcome
any negative reaction or misunderstanding and give them the opportunity to
compare and contrast the cultural values of different languages and the ability
to cite a basic definition of culture, to contrast aspects of the host language
and culture with their own language and culture, to recognize signs of
cultural stress and learn strategies for overcoming them. Learning a foreign
language enables students to learn about other cultures (English-speaking and
non-English speaking counties) and contributes to the discovery of their own
identity and the developing of their own culture. This process leads to
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tolerance, understanding, sympathy and sensitivity, and brings a higher
quality of life. We strongly agree that teaching of foreign languages
nowadays should be carried out taking into account the specific
characteristics of the national communicative behaviour and cultural
traditions of interlocutors.
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Estudio Europeo de Competencia Linguistica,
http://www.mecd.gob.es/dctm/ievaluacion/internacional/eeclvolumeni.pdf?do
cumentld=0901e72b813ac515

Abstract

In articol se subliniaza ideea ca lectiile de limba strdind urmiresc, in
primul rind, stabilirea si dezvoltarea competentelor de comunicare in limba
tintd si, In acelasi timp, ele sunt, de asemenea, un bun prilej pentru a preda
aptitudinile sociale, personale, interpersonale si interculturale. Autorul
cercetarii descrie o parte din experienta sa la UPV (Valencia, Spania), si
anume despre valoarea constiintei interculturale a studentilor ca dimensiune
cognitiva a competentei de comunicare interculturala si impotanta capacitatii
de a intelege diferentele culturale.

Hcnonb3oBaHus MeTOa MPOEKTOB JJI1 (POPMUPOBAHUS
MOJIOKMTEJIbHOH MOTUBAIIUN B 00y4eHHH IIKOJbHUKOB
HHOCTPAHHOMY SA3bIKY
H. BOJAEUKAS, yuumens nemeyxoco a3vika

A. KOIMAYEBCKAS, yuumens anenutickoeo a3vika
MOY «PPCOILLIN26 ¢ n/xn»

KamoueBble cjoBa: METOA TMPOEKTOB, OOy4YeHHE B COTPYIHUYECTBE,
(dhopMHUpPOBaHHUE MOJOKUTEILHOW MOTHBALIMH, TUYHOCTHO-OPUECHTUPOBAHHBIN
MOJXO/I.
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CerogHst mepe] IWIKOJOW OCTPO CTOMT TIpo0JieMa aKTUBHOTO
TBOPYECKOTO BOCIIPHSITHSA 3HAHWN, TIOSTOMY HEOOXOAMMO CAENaTh yIeOHBIH
mporiecc Ooinee yBIEKAaTeNbHBIM M WHTEPECHBIM, DPACKPHITh 3HAYEHHUE
MOJIy4aeMbIX B IIKOJICE 3HAHUM U HUX MPAKTUUYECKOE MPUMEHEHUE B KU3HU.
Pemenue »stux 3amau TpeOyeT TNPUMEHEHHS HOBBIX IEJarOrMYeCKUX
MMOJAXOJ0B M TEXHOJOTHH B COBPEMEHHOH 00IIeo0pa3oBaTeIbHON IITKOJIE.
Konmernmmst  mkonsl  HamejaeHa Ha  (QOPMHUPOBAHHWE  BCECTOPOHHEH
WHTCIUICKTYaIbHONH  JINYHOCTH, OOJIQJaloIIeld  aKTUBHOW  KU3HECHHOU
no3unuel. CTaHOBJIEHWE TAaKOW JIMYHOCTH MOXKET IPOUCXOIUTh, €CIH
MOCTAaBUTh YUEHHWKA B IIEHTP y4eOHOTO Tpollecca, CIeNaTbh ero CyObeKTOM
JISATEILHOCTA YUYCHHS, NpUIaTh Y4SOHOMY MPOIECCY NPAKTUYCCKYI0 U
TBOPYECKYH) HAINPaBJICHHOCTh. KaxIblii y4eOHBIH TpPEAMET HUMEET CBOIO
CHEenU(pUKy U COOTBETCTBEHHO CHENH(PHKY HCIOIB30BAHUS T€X WM HWHBIX
METOJI0B, MHHOBAIIMOHHBIX TEXHOJIOTUN 00yUYCHUSI.

Heo0XoauMoCTh  TOCTOSHHOTO  COBEPIICHCTBOBAHHUS CUCTEMBI U
MPaKTHKH  00pa3oBaHUs  OOYCIIOBJIEHA  CONMAIbHBIMH  IIEPEMEHAMH,
MIPOUCXOISIIIIUMH B 00IIecTBE. BOMpoCk! MOBHINIEHUS KauecTBa 00yIeHHOCTH
U YPOBHS BOCIUTAHHOCTH JIMYHOCTH OOydaromerocs ObUIM W OCTalOTCs
MPUOPUTETHBIMH B COBPEMEHHOM METOAMKE NPENOAaBaHUs WHOCTPAHHOIO
SI3BIKA.

PedopmupoBaHue IIKOIBHOTO OOpa30BaHUS U BHEAPSHHE HOBBIX
MEAarOTUYeCKUX TEXHOJOTHI B MPAKTUKY OOYUYCHHS CIEAYET pacCMaTpUBATh
KaK BaKHEHWIIee YCJIOBHE  HMHTEIUIEKTYaJlbHOTO, TBOPYECKOTO U
HPAaBCTBEHHOTO Pa3BUTHs OOywyarorierocs. VIMEHHO pa3BUTHE CTAaHOBHUTCS
KIJIFOUEBBIM CJIOBOM II€IaTOTHYECKOTO MPOIIeCcCa, CYIIHOCTHBIM, TITyOMHHBIM
MOHATHEM O0yUYEeHHS.

Wnoctpannsrii s3pik (US1), kak ydeOHBIH mpenMeT, oOmamaeT
OONBIIUMH BO3MOXHOCTSIMH JIJIT  CO3[IaHUSI YCJIOBUU KYJIBTYpHOTO U
JIMYHOCTHOTO CTaHOBJICHHS IIKOJbHUKOB. ColMaiabHBIN 3aKa3 OOINECTBa B
obmactu oOyueHust WS BeyBuraeT 3amady  pasBUTHA  JIMYHOCTH
00y4aroIIerocs, yCHUJICHUS T'YMaHUCTHUECKOTO CoZiepKaHus 00ydeHus, OoJiee
MOJIHOW pealiu3allii BOCIIUTATEILHOTO, 00Pa30BaTEIbHOIO,  PAa3BUBAIOIIETO
MOTEHIMAIa MpeaMeTa MNPUMEHUTENbHO K HHIWBHUIYAIBHOCTH KaXIO0ro
oOyuatomerocs. [loaTomy He ciay4aiftHO, 9TO OCHOBHOH IeNbI0 00ydyenus M5
Ha COBPEMCHHOM OJTalle pa3BUTHS OO0pa30oBaHUS SIBISICTCS JTUYHOCTH
oOyuJaromerocsi, ciocoOHasi U JKeJarollas y4acTBOBaTh B MEXKKYJIbTYPHOU
KOMMYHUKALIUU Ha HU3y4aeMOM SI3BIKE u CaMOCTOSITENIbHO
COBEpILECHCTBOBATHECSI B OBJAJEBAEMOM KM  MHOSA3BIYHOM  pedeBOi
JIeATeITLHOCTH.
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B cBs3u ¢ 3THM nipu 00y4eHNH UHOCTPAHHOMY SI3BIKY M BOCIIUTAHHIO
CPEACTBAMH  HMHOCTPAaHHOTO  S3bIKA 51  HCIONB3YK  JINYHOCTHO-
OPHEHTHPOBAHHBIM IOJXOJ, B OCHOBE KOTOPOTO JIEXKHT OOydeHHE B
COTPYAHUYECTBE M METOA TMPOEKTOB. JTO B ONpEACICHHOW CTENeHH
MO3BOJIIET PEIINTh MPOOJIeMYy MOTHBAIMK, CO31aTh IOJOKUTEIbHBIA
HACTPOW K M3YYCHHIO HEMEIKOTO S3BIKA, JaTh BO3MOXKHOCTH YYHUTHCS C
YBIICYCHUEM M PACKPBITH MMOTCHIMATBHBIE BOZMOKHOCTH Ka)KI0TO peOeHKa.

MeTox TPOEKTOB MpeArnonaraeT ONpeAe]CHHYI0 COBOKYMHOCTh
y4eOHO-TT03HABATENBHBIX HPHUEMOB, KOTOPHIE IO3BOJIIOT PEUINTh Ty WIH
HHYIO TIPOOJIEMy B pe3yJIbTaTe CaMOCTOSTENBHBIX AEHCTBUI 00yJaronmxcs ¢
00s13aTeFHON Mpe3eHTallued 3THX Pe3yIbTaTOB.

[IpoexTHass pabora W oOyueHHEe B COTPYIHHYECTBE HAXOAUT BCE
OoJpIliee PacIIpOCTpaHEHUE B CHCTEMax OOpa30BaHUS Pa3HBIX CTpaH MHpa,
4YTO 00YCIIOBJICHO CIIEAYIONIMMHU PHYUHAMU:

- HEOOXOJTUMOCTBIO HE CTOJIBKO MEpeAaBaTh YUaIUMCS CYMMY TEX WIIN
MHBIX 3HAaHWH, HO W HAYYWUTh NPHOOpETaTh 3TH 3HAHHS CaMOCTOSTENEHHO,
YMEThb TMOJb30BAThCS MPUOOPETEHHBIMU 3HAHHSAMH JUIS PEIICHHS HOBBIX
IMMO3HABATCJIbHBIX U MPAKTUYCCKUX 3aJiay;

- aKTyaJbHOCTBIO TIPHOOPETEHHS KOMMYHUKATHBHBIX HAaBBIKOB H
YMEHHH, TO €CTh YMEHHH padoTaTh B pa3sHOOOPA3HBIX TIPYIIAX, MCIOIHSSA
pa3InvHbIe COLUANIBHBIE PO (JTUAEpa, HCTIOTHUTES, TOCPETHUKA);

- aKTYaJIbHOCTBIO IIMPOKHX YEJOBEYECKUX KOHTAKTOB, 3HAKOMCTBA C
Pa3HBIMH KyJIbTYpaMH, Pa3HbIMH TOYKAMH 3pEHUS Ha OJHY IIpolemy;

- 3HAYMMOCTBIO [JId pa3BUTHUA 4YCJIOBEKA YMCHUA I10JIb30BATHCA
UCCIIEIOBATENbCKUMH METO/IaMU: COOMpaTh HEOOXOAMMYIO WH(OpPMAIHIO,
(baKThl, yMETh UX aHAJIM3UPOBATH C PA3HBIX TOYEK 3PEHUS, JIeNaTh BBIBOJBI U
3aKITIOYEHHUS.

ConepxxaHrue MeTO/Ia MPOEKTa PACKPHIBACTCS Yepe3 ero MPHHIIHIIEI.
K Ba)KHEHIIINM M3 HUX OTHOCSITCSI:

(1) cBsI3b e MPOEKTA C peaTbHON KU3HBIO;

WHTEpEC K BBIMOJIHEHHUIO MPOEKTa CO CTOPOHBI BCEX €TI0 YYaCTHHKOB;

(2) Bemymas poib  KOHCYJIbTaTHBHO-KOOPAWHHUpYIOIEH  (QyHKIHMH
NPEnoJaBaTes;

(3) camoopranu3zanys 1 OTBETCTBEHHOCTh YYACTHUKOB MTPOEKTA;

(4) HATEIEHHOCTH Ha CO3/IaHNe KOHKPETHOTO TIPOAYKTA;

(5) MoHOTIpEIMETHBIN M MEXKIIPEAMETHBINH XapaKTep NPOEKTOB;

(6) BpeMeHHast U CTPYKTYpHas 3aBEPILIEHHOCTH MTPOEKTA.

Hnsa ycnemHo# pa®oTel HEOOXOAWMO COONMIOJATh HE TOJBKO
IIPUHLOMAIILI, HO 1 OTallbl pa6OTBI HaJ IIPOCKTOM.

|. [ToAroTOBUTENBHBINH, KOTOPBIN BKJIIOYAET B ce0sI CIEAYIOIINE [Iaru:
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(1) IInanupoBanye y4nuTeneM MPOeKTa B paMKax TeM MPOTrPaMMBI.
(2) BoigBmkeHue uaen yIuTeaeM Ha YPOKeE.
(3) O6cyxnenne wuimen OOYYAIONUMICS, BBIIBIMIKCHHE HMH CBOHWX HIEH,
apryMEHTUPOBAHUE CBOETO MHEHHUSI.
Il. Opranuzanus paboTHI:
(1) ®opmupoBaHTEe MUKPOTPYTIIL.
(2) Pactipenenenvie 3agaHusi B MUKPOTPYIITIax.
(3) IIpakTryeckas AESATENBLHOCTh OOYYAIOLIMXCSI B PaMKaX MPOEKTA.
I1l. 3aBepmaromuii yTam:
(1) IlpomexyTOUHBII KOHTPOJb (TIPH AITUTETEHOM MTPOEKTE).
(2) O6eyxaenne cnocoboB OPOPMIICHHUS TPOEKTA.
(3) IIpesenTanms pe3yabTaToB MPOEKTa BCEll rpymIie.
(4) TlonBenenre WTOTOB BBHIIOJHEHUS MPOEKTa: OOCYXKICHHE PE3yIbTaTOB,
BbICTaBJIeHHE ONIEHOK. OIIEHKY CIIeyeT BBHICTABIATH 32 IPOEKT B LIEJIOM:
- 34 JUHI'BUCTHYCCKYIO ITPABUJIIBHOCTD,
- 32 MHOTOIJIAHOBOCTh XapaKTepa IIPOeKTa;
- 32 YPOBEHb MIPOSIBICHHOI'O TBOPYECTBA,;
- 32 YETKOCTb MIPE3CHTAIINH.

OnpIT HCHONB30BaHUSI IMPOEKTHOIO MeToja B OOydeHMH U
BOCIIMTAHUM Ha YpPOKax HeMeUKoro s3pika. Ilpm oOydeHunm yuammxcs
ucnionbdyto YMK «lllarul-5» W.JI. bum, «Konrakter (10-11 xmacc)» I'.H.
Boponuna, 11.B. Kapenuna. Ilo 3aBepiieHHH TeMbl KaKk UTOT €€ W3Y4EHUS
npeaaraeTces NPEICTaBUTh MIPOCKT: npoOieMHoe 3aJaHHE,
OPHUCHTUPOBAHHOC Ha HWHTCIIICKTYAJIbHO-MBICIIUTCIIBHYIO JCATCIBHOCTL U
AKTUBHOCTL Yy4YalllUuXCd B TIIPOLCCCE 3aKPCIJICHUA HOBBIX SA3BIKOBBIX H
peueBBIX SIBICHMH M HMX pacIIMpeHHs, HPOeKTHas padoTa, CBs3aHHAS C
CaMOCTOSITETIbHBIM PEIICHHEM TBOPUYECKMX 3aad y4yeOHOW cuTyauuu. ITO
ocobas popmMa KOMMYHHUKATHBHO-ITO3HABATEIILHOM JCSITEILHOCTH Ha YpPOKE
HEMEIKOTo si3bIka. Tak paboty Ham Temamu «Kinder-Eltern-Kontakte» u
«Familie» B 10 kimacce MOXHO 3aBEpIINTh MPOSKTaMU. bBOJBIIMHCTBO
yyaluxcs Tpeanow paboTaTh WHAWBUAYAIBHO, PEUIMIIN paccKazaTh O
CBOCH ceMbe C IIeJbI0 OIpEeJeUTh HPABCTBEHHBIE OPHEHTHPBI CBOCH
Oyaymeil cemMbr Ha COOCTBEHHOM OIBITE M Ha TIOJIOKUTEIHHOM OIIBITE
apyrux cemei. IlogroroBka © 3amuTa MpoeKTa MPOBOAMIACH Ha
3aBepuIaroIeM dTarne paboTsl HaJ TeMOil. DTO yKe TBOPYECKHH YPOBEHb,
KOTOpOMY IpeAllecTBOBajia O0JbIasi KPONMOTINBas padoTa Mo 3aKpEIICHHIO
Y aKTHUBHM3ALUHU S3bIKOBOTO MaTeprana Ha PENPOAYKTHBHOM 3Tame. 3alluTa
KQXJIOTO IIPOEKTA COIIPOBOXKAAIACH JEMOHCTpAaLMEl HAIISIIHBIX cpeAcTB. Ha
IMMPE3CHTAU IIPOCKTOB ydalluecsa npeacTaBuIn q)OTOKO.H.Ha)KI/I, CMCIIaHHBIC
KOJUTaXH, (OTOANBOOMBI, JUArpaMMbl, OTpaKarolllMe >XU3Hb CEMbU C €€

258



npobieMaMd W pagocTAMU.  Kakablii  MPOEKT  COMpOBOXKAAICA
coJepKaTeJIbHBIM paccka3zoM. IIpeseHTanus 3akoHUMIACh IUCKYCCHEH U B
3aKJII0YEHUE KaKIblil BHEC CBOIO JIENTY B COCTaBJIEHHE MOJENU HACATbHOU
ceMbu. BO3MO)XHO OTKpBITBIE B XO/€ TOMCKOBOW AEATENHHOCTH MPHUHLUIBI
MOCTPOEHUS UJICATBHON CEMBbH CTaHYT 3aT€M HPAaBCTBEHHBIMU OPHEHTHUPAMU
B CEMbAX CaMHX YYaIIUXCH.

Hpoexr «Kinder-Eltern-Kontakte».

Tun npoexkTa — MOHOIIPOEKT.

Ilenu npoexra:

- O3HAaKOMJICHHE C 00pa3oM >KU3HM HEMELKOW CEMbH, OIpEACICHUE
Kpyra BOCIIUTATENbHBIX IPOOJIEM B PYCCKOM U HEMEIKOH CeMbE;

- 00y4eHHe MOCTaHOBKE BOMPOCOB MO TEME M apryMEHTHPOBaHHBIM
OTBETaM, COBETaM (ITHKE TUCKYCCHOHHOTO OOIICHMUS);

- oO0y4yeHHME BBICKAa3bIBAaHHMIO CBOEr0 MHEHHUS, ONHpasCh Ha
Juarpammy, KoJulax, WJUTIOCTPaTUBHBIN MaTepua.

Kiacc — 10. YpoBeHb 00y4eHHOCTH — 6a30BEIiA.

Tewma (o mporpamme) «Kinder-Eltern-Kontaktey, «Familiey.

[IponomkurenbHOCT MpoeKTa — 16 ypoKoB, 2 ypoka — Ipe3eHTalus
MIPOEKTA.

Marepuansr: yuebnuk mas 10 kmacca «Kontakte», marautodos,
ayauokaccera, pabo4Me JIMCTBI, JOMOJHHUTENBHBIA MaTepHhal, IUIaKaThl,
(iomacTepsl, BBIpe3KH KapTuH, hoTtorpaduu.

IIpoexTHOE 3a1aHME:

Kaxnerit u3 Bac Oyzer co3maBaTh ceMblo. Kakue HpaBCTBEHHBIC
OpUEHTUPHI MOTJH OBl cTaTh (QyHAaMEHTOM Baiueil Oymymei cembu? (Ha
npuMepe COOCTBEHHOW CEMBH M IOJIOXKHUTENBHOTO OMNBITA APYTHX CeMei).
Bama 3apmawa: mnpopabortate mpobiemy:  «/leTH-poanTenu-KOHTaKThI»,
MPOAHAIM3UPOBATD U CIIENATh BHIBOJIBI.

[MomMuMO TIpeUIOKEHHBIX UHTEPECHBIMU OBLITH CIIETYIOLIHE TPOSKTHI:
«CpenctBa MaccoBoil uHpopmanum», «llyremectsuss no ['epmanumy,
Agctpun, IlBeitmapun», «@opMynbl 3THKETa», «CeMeiHble Mpa3IHUKN,
«Poxnecteo B I'epmanun, B Poccum», «Hemusl B Haiiem ropoze»,
«Oxojoruyeckue mpobiaeMsl B Halleld 001acTH, B HAIlIEM TOpojie, B HAlIeM
MUKpOpailoHe, B IIIKOJIEY.

IIpoekT «The place we live in»

Tun npoekra — MOHOIPEKT.

Henu mpoekra:

- 03HAKOMJIEHHE C OCHOBHBIMH JOCTONPUMEYATENBHOCTSIMHA POJTHOTO
ropoja, coop nHpopMau 0 KPaCUBEUIITNX MECTAX;
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- ONpENeNIeHHE  OCHOBHBIX  KpPUTEpUEB  TPU  OINUCAHUH
MpPUMEYATEebHBIX MECT, MOCTAaHOBKAa BOIPOCOB O MECTE€ HAXOXKIEHUS U
WCTOPHUH JAaHHOTO TIpeaMeTa

- o0y4eHue 3aluTe MPOeKTOB, PaccKasy ¢ OMOPOi Ha Mpe3eHTALHIO,
KapTy H T.1.

Kiacc - 5. YpoBeHb 00y4eHHOCTH — 0a30BBIN.

Tema o nporpamme«My town»«My Country»

Marepuansl: yuebnuk ais 5 xnacca Kysosnes B.I1., Jlama H.M., [leperynosa
O.., ayanonpuioxenne, Gororpaguu ropofa, KapaHmamd, (IoMacTepsl,
BaTMaH.

IIpoexTHOE 3a1aHME:

JaBaiiTe mpuriacuM HHOCTpaHILIEB NMOCETUTh Haml ropoj. Beasr B
HallleM TOpOJieé €eCTh CTONBKO KPACHBBIX MECT, HHTEPECHas HWCTOpHUS
no0OpoxenaTelibHbie JItoau. YTo Morio Obl mpuBiieub WHOCTpaHIeB? Kyma
MOKHO MX 0TBe3TH? O KaKuX TPaJULUIX MOXKHO pacckazaTh? C KeM MOXKHO
Mo3HakoMUTh? Bamie 3amanue: u3yduth TeMy «MoOH ropoa» U COCTaBUTh
MyTEBOJNUTENb ISl TOCTEH ropoa.

B mnpomecce cbopa marepuana mo Teme NPOEKTa OOyUYAOIIUMCS
MIPUXOJIUTCS] CTAIKUBATHCS C ayTEHTUYHBIMH MaTepHallaMH, 49TO B JaHHOE
BpeMsl CTall0 BO3MOXXHBIM HE TOIBKO OJlarofaps HaJIH4YUI0 OOJBIIOTO
KOJIMYECTBA AYTCHTUYHBIX y‘Ie6HI)IX MaTcpuajioB, HO W BO3MOXKHOCTBLIO
noctyna k cetu Murepuer. Takue wmarepuanbl colepxar OOJBIIONHN
JUHTBOCTpaHOBeIYEeCKHi moTeHnuail. Kpome Toro pabora Haja MpOEKTaMu
yrIyOJsieT W pacuiupsieT 3HaHUsl 00YJalolIuXCsl O KyJIbType, ObITe, 00bIvasix,
9THKE CTpaHbl M3y4aeMOro s3blka. TakuM o0pa3oM, MPOUCXOJUT Pa3BUTHE
JUHTBOCTPAHOBETYECKON KOMITETEHITHH. [IpoextHas pabota
mpeaycMaTpuBaeT HE TOJNBKO cOOp HMH(GOpMAalMu O CTpaHe H3y4aeMOTo
s3p1Ka. HeoOX0TMMBIM KOMIIOHEHTOM SIBIISTIOTCS TAKXKE aHKETHPOBAaHUE, COOp
WHQOPMAIUK, ONpPOC M HWCCIEOBaHWE, TMPOBOAMMBIE B POJHOW CTpaHe, B
POJTHOM COIMOKYJIBTYPHOU IEHCTBUTEIHLHOCTH C BO3MOXHBIM MTOCIIETYIOIIHM
CpaBHCHUEM JIBYX KYJIbTyp, HOITOMY MOXHO TOBOPUTH O pPa3BUTUH
MC)KKy.HLTypHOﬁ KOMIICTCHIIUHU 06y11a}01u1/1xc;1 B IIPOLECCE BBINIOJIHCHUA
MPOEKTHOH PabOTHI.

[Ipy BbIMONHEHUH MPOEKTHOH pabOTHl O0YYAIOUIMMCS MPUXOAUTCS
MHOI'O YWTaTh, MOMOJHAS CBOM IACCUBHBIM JIGKCMYECKHH 3amac, 4acTb
KOTOpOTO 3aTeM MEPEXOAUT B aKTUBHBIM, TAK KaK HEKOTOpPBIE HOBBIE CJIOBA U
pedeBbie  00pasnbl  oOydaromuecs: JOJDKHBI YHOTpeONsATh B Ipolecce
mpe3eHTanuu paboThl. TakuM 00pa3oM MPOUCXOIAMT MX OSKCIUIUKALUSA MU
3aKkperuieHre. B mporiecce mpe3eHTanyuu NpoeKTHON paboThl IPETyCMOTPEHEI
JUCKYCCHH TIO Te€ME, JONOIHUTEIbHBIE BOIPOCH, TO €CTb TYT MOXHO
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TOBOPUTH O  MPAKTUYECKU  HEMOATOTOBICHHOM WM  YaCTUYHO
MTOATOTOBIICHHON JTHAIIOTMYECKOW W MOHOJIOTHYECKOW pedr. ITO MOXKET
MPOUCXOANTD OJIaroAapsi TOMY, UTO, BO-TIEPBBIX, MPOEKT AENAETCS B TPYIIIE U
oOyJaromeiicss 4yBCTBYeT MOJJCPKKY TPYIIbl 0Oe3 BMEIIaTeNbCTBa
MPEToAaBaTeIsl; BO-BTOPBIX, TEM, YTO peUeBas EATSIHEHOCTh 00YJarOIIerocs
mproOpeTaeT BHYTPEHHE-MOTHBHUPOBAaHHBIA XapakTep, TaKk Kak OOIIeHne
MPOUCXOANT TIO aKTYaJIbHOM ISl HEro mpoOIeMaTHKe Ha OCHOBE COOpaHHON
UM uHpOpMaIK, (aKTOB M JIOMOJIHHUTEIBHBIX MaTepuaioB. B rpymme c
HU3KUM YPOBHEM OOYYEHHOCTH HE MPEAYCMOTPEHBI TUCKYCCHH.

bubanorpadpus:

Komwmosa B.B. Memoouxa npoexmuoui pabomer Ha ypoxax aneauticko2o
Azvika: MeTtoaumdeckoe mocobue. — 2-e u3f., crepeorun. — M.: poda, 2004.
-96c.

I[Momar E.C. Memoo  npoexmoeé Ha  ypoKax  UHOCMPAHHO2O
sazvika//HOCTpanHbIe 361K B mkoie. — 2000. — Ne 2-3.

[onat E.C. O6yuenue ¢ compyonuuecmee// VIHOCTpaHHBIE S3BIKH B IITKOJIE. —
2000. — Ne 1.

[Ipoxopeu E.K., IlnexanoBa M.B., Xmenuaze W.H. Ocnosvr npoexmmuoii
pabomvl HA 3AHAMUAX NO HEMEYKOMY SA3bIKY 8 MeXHUUecKom gy3e: YdeOHoe
nocobue. — Tomck: U3np-so TITY, 2003. — 112 c.

Cunopenko A.C. Teopusi u npaxmuxa opeanusayuu yueoHozo npoyeccall
Kypnan «3aByu». — 2003. — Ne 6.

bum W.JL. Jluunocmno-opuenmuposannsiii n00X00 — OCHOBHASL CMpameus
obnosnenust wxonwvl // IHocTpanHble sA3bikd B mikoe.- 2002. - Ne2 — C. 11-
15.

ConosoBa E.M. [llodeomosxka yuumens uHOCMpPaHHO20 A3bIKA C YHUEMOM
COBDEMEHHbIX ~ MEHOeHYUtl  0OHOGIEHUsL — COOepicanus — 00pa306anus
/E,M.ConooBa//Unoctpannsie s3biku B mikoje — 2001. — C. 8-10.

Abstract

The practice of earlier project works show us that the use of
traditional form of teaching in combination with projects helps to motivate
the students, enlarges students’ vocabulary that causes the increase of general
interest in studying foreign languages, and develops students’ linguistic and
cultural competence.

To our mind, method of project includes vast opportunities in solving
such problems as overcoming inactivity and the fear of making mistakes
while speaking.

This method fosters independence, creativity, activity which are
required by modern educational standard. The use of the method of projects
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turns the students from the object into the subject of the educational process.
The teacher acts as an assistant not a leader. Moreover the project involves
the students to work in cooperation, thus educates in them such moral values
as mutual assistance, desire to help and ability to sympathize, forms creative
abilities. So we can conclude that the two processes of education and
upbringing are comprised and method of projects forms and improves the
general culture of communication and social behavior.

Blogs - Space for Teaching and Learning

Corina CEBAN, prof. L. engleza, gr. did. Superior
Liceul Teoretic ,, V. Alecsandri”, m. Balti

Among the many strategies and tools to incorporate meaningful
activities into the writing curriculum, the use of the Internet stands out for its
ability to create conditions for idea generation, research, and collaboration,
especially with teenage learners who are accustomed to interacting online
with social media. Social networking that is targeted to ESL/EFL writing
instruction also offers great potential to integrate the additional skills of
reading, speaking, and listening. Some examples of software that allows
people to connect, to communicate, and to collaborate online are blogs,
wikis, and podcasts [1,p.125]. These platforms are interactive and
multimodal by nature and place texts, images, videos, and audio recording in
one location visited by a community of language learners.

Learning is changing in the 21st century. Technologies used in
learning, such as interactive whiteboards, personal learning environments,
wireless networks and mobile devices, plus the internet and high-quality
digital learning resources — and the ability to access many of these from
home and the workplace — are altering the experiences and aspirations of
learners. Blogging is one of the eventual realization of web 2.0 technologies.
It is the driving engine behind online information revolution. Thousands of
blogs are created everyday and for different purposes. Some people blog to
make money, some to share their voice with the world, some to immortalize
their life events and diaries, and others blog for trolling purposes.

Weblogs are an excellent way to fuse educational technology and
storytelling inside the classroom and beyond school walls. Because their
format is similar to a personal diary, where recounting tales and
autobiographical events is prevalent, blogs provide an arena where self—
expression and creativity are encouraged. Its linkages to other bloggers
establish the same peer—group relationships found in nonvirtual worlds. Its
"underdetermined" design, where a system is engaging, yet intuitive and easy
to learn [2,p.144], makes it equitable for many age groups and both genders,
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and simple for teachers to implement. Being situated within the Internet
allows bloggers to access their blogs anywhere and anytime an Internet
connection is available, an opportunity for learning to continue outside the
classroom.

Blogs are both individualistic and collaborative. Blogs promote self—
expression, a place where the author can develop highly personalized content.
Yet blogs connect with an online community — bloggers can comment and
give feedback to other bloggers, and they can link to fellow bloggers,
creating an interwoven, dynamic organization. In the classroom, students can
have a personal space to read and write alongside a communal one, where
ideas are shared, questions are asked and answered, and social cohesion is
developed.

The tremendous ease of use of a blog has made it a web tool of great
potential in education. From 2005 up to this moment, thousands of
educational blogs have seen the light and educators from all around the globe
have been experiencing with this medium in their teaching.

A blog is a blend of the term ‘web log’[2,p.65]. It can be thought of
as a type of online diary or ‘soapbox’, usually open to the public - although
some blogging platforms allow you to limit who can read the entries. Entries
can be chronologically recorded in what are known as ‘blog posts’. These
posts usually appear in reverse chronological order, meaning that newer posts
are at the top of the page. There are several types of blogs. The more
traditional contains text based posts, however more recently blogs
specifically for images or videos have also emerged.

Many students and some teachers still can not draw a clear border
between a blog and a website. Yes a blog is, in effect, a kind of a website
organized by time and is the equivalent of a diary.It is like a digital magazine
fuelled by fresh content to engage audience . The idea of content refreshment
is in fact one of the major differences that sets a blog from a website. The
content of a website remains mostly the same. Though the webmaster could
add additional pages to the website to increase the content, but the order by
which the information is presented could not be later changed. In blogs, there
are posts. Each post has its static page ( its own URL ), but the main page of
the blog is dedicated to the series of later posts in reverse-chronological
(latest to oldest) order. As for form, a blog has certain characteristics that a
website does not, such as: short posts, follower widgets, and commenting
system . However, as a teacher here is what you need to keep in mind about a
blog: it is a form of a website, it is updated as often as needed, its articles
appear in reverse-chronological order, it is frequently crawled by search
engines, it covers a wide variety of articles and it is easily set up.
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There are things to pay heed to when setting up a classroom blog:
Choose an appropriate blogging platform for your situation.
Understand why and how you will use it in your class.

Understand the features you and your students will need to use.

Set up your students accounts.

Know what to do when students forget their log in information and
keep that info safe

Make sure that all of your students will have fair and equal access to
computers to get the job done.

7. Set the rules for students.

8. Create a code of ethics.

Now that you have considered using blogs with your students, here
are some tips to keep in your mind before you get started : choose the easiest
platform for you and your students and one with which you are familiar.
Teach students about online safety and how to comment properly. Posts
should always be short and informative. It is better to start with an
introduction of themselves and get them to write comments on each others
posts. Give students some freedom to explore the blog. Don't grade. Blogging
is meant to be a way to practice writing for an audience and learning to
respond to critique, not a graded paper. Give it more time. If you think all
students would straight away fall in love with your classroom blog then you
are wrong. Some students take to it right away, others are not so sure, and
yet they will all end up loving it.

Here are some of the main reasons why teachers and educators
should consider blogging as an educational medium:

e Students enjoy blogging; using a blog makes learning independent of
time and place.

e Blogging enhances literacy skills and promotes their communication
skills.

e Just like other asynchronous media, blogs give time to students to
reflect.

e |t gives a chance to shy students to participate with their peers and
get their voice heard

o It keeps parents updated about their kids progress.

e Blogging gives students ownership over their own learning and an
authentic voice allowing them to articulate their needs and inform
their learning.

e Blogging helps teachers develop professionally.

e It fosters the development of writing and research skills as well as
digital skills.

agblrwdE

o
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According to Dr Kist, teachers will often introduce blogging to their
students by teaching the routines and conventions of blogging, feeling that
the key to a successful experience, whether offline or online, is setting up the
agreed upon group norms at the beginning of the process. Staying safe online
is part of introducing blogging into the classroom for many teachers[4,p.98].
It is highly recommened that before you get your students engaged in setting
up their blogs, they first need to have some notions of online safety and how
they can protect their digital identies while working online.

The Internet can be used in a variety of ways to support process
writing as students develop their writing skills in various genres. Although
the Internet is a naturally motivating tool and many young learners are
familiar with using information technology, it is important for teachers to be
active facilitators when the Internet is used for language learning. Since the
Internet is multilingual, an obvious issue is how to make sure that students
use English for their online tasks. In addition, teachers who have never used
blogs or social media for the development of process writing might feel lost
about what steps to take to make the activities interactive and motivating.
Fortunately, these instructors can consult widely available and user-friendly
online resources to make the technology accessible. For example, blogs and
Ning networks are two widely used online platforms that can be easily
researched and adapted to all stages of the process approach.

Blogs can be multidisciplinary. Because reading and writing can be
used in a variety of academic contexts, blogs are fungible across disciplines.
Storytelling should not be relegated to language arts alone — students can
express their perceptions on any number of subjects. A science class, for
instance, can give rise to an exchange of lessons learned after a scientific
experiment [3,p.56]. A discussion of fundamental concepts in mathematics
could help students understand the logic behind the formula. Non—fictional
stories can help students to situate themselves in a particular historical or
humanities context. A global blog could truly introduce students to
international culture or politics. In short, any discipline can use blogs to
approach a style of meta—learning,where concepts or contexts are discussed
and articulated in both a personalized and group exchange, and ideas are built
on previous educational content.

References

Bloch, J. 2008. Technologies in the second language composition classroom.
Ann Arbor, MI: University of Michigan Press.

Campbell, C. 1998. Teaching second-language writing: Interacting with text.
Boston: Heinle and Heinle.

265



Cope, B., and M. Kalantzis. 1993. Introduction: How a genre approach to
literacy can transform the way writing is taught. In The powers of literacy: A
genre approach to teaching writing, ed. B.

J.D. Bransford, A.L. Brown, and R. Cocking (editors), 1999. How People
Learn: Brain, Mind, Experience, and School. Expanded edition. Washington
D.C.: National Academy Press.

Abstract

Un weblog (sau blog, pe scurt) este un site actualizat cu intrari
(insemnari, note) ce sunt automat indexate si datate. Este similar unui jurnal.
De obicei weblogul are o anumitad tematica, iar intrarile sunt comentarii cu
legdturi spre alte webloguri/ resurse online. Altfel spus un weblog reprezinta
un mijloc de comunicare interpersonala si poate lua diverse forme, de la un
jurnal on-line la un depozit de informatii referitoare la un anumit domeniu.
Structura generald a unui blog contine un titlu, o lista a mesajelor curente, o
lista de legaturi utile, listd cunoscutd sub numele de blogroll, statistici etc.
Tot mai mult, weblog-urile sunt folosite in educatie, pentru comunicarea cu
cursantii. Orice instructor isi poate deschide un weblog prin intermediul
caruia sa publice materiale/resurse pentru curs, noutati, sa tina legatura cu
cursantii sdi, sa supuna discutiei diferite aspecte ale cursului, sa faciliteze
formarea unei comunitati de invatare. Prin intermediul unui weblog se pot
invita mai usor lectori, se pot publica proiecte ale institutiei, facilitindu-se
formarea de parteneriate. O sectiune a weblog-ului poate fi o lista de site-
uri/weblog-uri educationale, care ar putea prezenta interes pentru cursanti.

Hcnosib3oBanue HHPOPMALMOHHO-KOMIIBIOTEPHBIX
TeXHOJIOTHH B 00yYeHHHU ayAUPOBAHUIO

Enena PYCCY, npenodasamens
Poionuyxuii punuan Ipuonecmposckozo 2ocy0apcmeeHHo2o
yuugepcumema um. T. I'. [lleguenxo

KamoudeBsle  cioBa:  WHGOPMAIMOHHO-KOMIBIOTEPHBIE  TEXHOJOTHH,
ayJIupoBaHue, 00y4aromas KOMIbIOTEPHAs UTPa, MIIAIIINE IKOJIbHUKH.

Ha ceromusmmmnii neHp Bce Oonee Bo3pacraromas — poib
KOMITBIOTEpHOTO OOy4YeHHs CBsi3aHa C TPOTPECCOM TEXHHKH. ITO
00yCJIOBIEHO  3HAYUTENBbHBIMH  HIPEUMYILIECTBAMU  KOMIIBIOTEpAa  Kak
MYyJBTUMEINHHOTO CpEACTBA MpH OOYYeHHH WHOCTpPaHHOTO s3bika. C
KaXIbIM I'OJJOM ITOABJISACTCSA BCC 0OJIbIIIE CIIOKHBIX ImporpamMm, mo3BOJIAIOIIUX
OCHOBAaTeJIbHEEe M3y4yaTb MHOCTPAHHBIN s3bIK. CHaO)KEHHbIE KaueCTBEHHOU
rpaduKol, aHUMalMeW, XOpPOLIMM 3BYKOBBIM CONPOBOXKICHHUEM U
KOMIIJIEKCOM TPEHUPOBOYHBIX YIPAXKHEHUH KOMIIBIOTEPHBIE IPOrPaMMBbl
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BBICTYIAIOT HY>KHBIM TOMOIIHUKOM YUYHTENS A (POPMUPOBAHUS SI3BIKOBBIX
YMEHHI ¥ PEYEBBIX HABBIKOB, a TaKXKe KaK CPEJCTBO CO3JaHMSI MOTHUBAIIUH K
MPAKTHYECKOMY  OCBOEHHWIO  S3bIKa, (OpPMHpOBaHWS  pEUeBOM U
COLIMOKYJIBTYpHOM KOMIIETEHIINH. [Ipobnemamu MIPUMEHEHUS
WHPOPMALMOHHO-KOMIIBIOTEPHBIX ~ TEXHOJOTHMH B 00pa30BaTelbHOM
Mpoliecce 3aHUMAIHNCh Takue ydeHsle W metoaucTsl kKak O. K. Tuxommpos,
C. O. Periuna, T. U.T'omy6eBa, U. 0. llemenena.

PasHooOpasHble  MynbTUMEOUWIHBIE ~ OPOTPaMMBl M HIPEI
CIOCOOCTBYIOT PACIIUPEHHUIO CIIOBAPHOTO 3araca, 3HAKOMST C TPaMMaTHKOM,
yd4aT IOHUMAaTh PeYb Ha CITyX, MPABHIIBHO MMHACATh.

Lenbto cTaThy SBISETCA PaCCMOTPEHUE MPEUMYILIECTB MPUMEHEHUS
KOMITBPIOTEPHBIX TEXHOJIIOTHH MNpH OOy4YeHHMH WHOCTPaHHOMY SI3BIKY U
MPAaKTUKU OOYYEeHHs ayJupOBaHUIO C MPUMEHEHHEM KOMITBIOTEPHBIX
TEXHOJIOTH BO 2 Kiacce.

Y  KOMIOBIOTEPHOTO O0Oy4YeHHSI HMHOCTPAHHOMY SI3bIKY MHOTO
MPEUMYIECTB, KOTOpPBIE MOXXHO TMPENCTaBUTh C TOYKA  3PEHUS
MICUXOJIOTHYECKOTO, METOAMYECKOTO U TEXHUIECKOTO aCTIEKTOB.

IIcuxosoruyeckuii  acmekT. YYEHMKOB  IIPUBJIEKACT  JKMBOW,
TBOPYECKUH M E€CTECTBEHHBIM IpoLecc H3ydeHUus s3bika. lcmonp3oBaHue
KOMITBIOTEPA Ha YPOKE MHOCTPAHHOTO SI3bIKA BCETJa CTHMYIHPYET WHTEepec
yuamuxcs.  Ucnomp3oBanme UKT  (MHDOpMANMOHHO-KOMITBIOTEPHBIX
TEXHOJIOTH) B y4eOHOM Mpollecce pa3BHBAET HE TOJIBKO TO3HABATEIBHYIO
aKTUBHOCTh, HO W (POPMHUPYET CBOIO MOTHBAIMOHHYIO, AMOIMOHAIHHYIO,
KOMMYHUKaTHUBHYIO cpeny [5, c. 32].

Kpome Toro, HWKT mpenocraBiser HOBbIE BO3MOXXHOCTHU
VHAWBHUIIyaTu3allul  OOydeHWs 3a CcyueT yd4yera HMHIUBUIAYaIbHBIX
OCOOCHHOCTEW BOCTIpUATHSA ydamuxcs. lIpexpe 4eM OTBETHUTh Ha BOIPOC
yUUTeNs, Y4Yalluicsi JOJDKeH W3BIeYb HEOOXOIUMYIO JUIsi  OTBETa
uHpopmarmio. OHa MOXET ObITh B BHJE BHU3yalbHBIX, ayJHalbHBIX H
KHHECTETHUECKUX 00pa3oB. B o0riem cirydae myTH BOCHIPUSITHS Y YIUTENS U
y y4eHHKa He cOBMajaaT. Hampumep, ecnu mpemnopaBareib MPearounTaeT
JEKUOHHYI0 (GOopMy OOYYEHHs, a y YYCeHHUKA IUIOXas CIyXOoBas IaMsTh,
3¢ deKTUBHOCTE Takoil paboThl OyaeT HeBenuKa. Eciau HU penogaBareib, HA
YU4eHHK He 00]ajaloT  JIOCTaTOYHOM  THMOKOCTBIO,  IMO3BOJISIOILEH
MPHUCIIOCOOUTHCA APYr K APYTY, B KOHEYHOM CYETE€ ATO MOXKET CEPHE3HO
ckazarbcs Ha 3P PEeKTUBHOCTH 00Yy4eHHs, Ha 0OCTaHOBKE B KJIacCe.

Hcnonp3oBanne ke KOMIBIOTEPHOH MpOrpaMMBbl Ipeanoaraet
TakoH CTWIb OOy4YeHHA, TpH KOTOPOM B pabore ydwamuxcs OyayT
3aJIeWCTBOBAHBI Pa3HOOOPA3HBIC TUIIHI IO3HABATEILHOMN NEATEILHOCTH U BCE
KaHaJbl BBOJIa mHpopMaruu [4, c.75].
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Meroauueckuil acriekt. B kadecTBe BakHEMILIEro mnpeuMyIlecTBa
BBICTYIIAC€T MPUHITAIT HEMEIJICHHOW 0OpaTHOH cBs3u. OOpaTHas CBSI3b IS
ydamierocsi — 3TO CIoco0 TOMy4YuTh WH(pOpManuio B Tporecce ydeOHOU
JEeSITeIbHOCTH B OTBET Ha €ro yueOHbIe NEHCTBUS OT HEKOTOPOTO UCTOUHHUKA
uHQOpMaIUK, CcrocoOHOrO pearupoBaTh Ha d3TH neictBus. Kommbrorep
IO3BOJIAET  ydYalleMycs  HarJIiAHO  NPEACTaBUTh  PE3yJNbTaThl  €ro
JESITEIbHOCTH. YUHUTENIO K€ aBTOMAaTH3aLusl OOpaTHOH CBSI3U IIO3BOJIET
KOHTPOJIMPOBaTh  MBICIHUTENBHYIO  JIESTENbHOCTh  BCEX  ydalluxcs
OIHOBPEMEHHO. JTO [JaeT €My BO3MOXXHOCTb TOYHO OILIEHUBAThb
[EeJarorH4ecKyl0  CUTyallMl0 W BBIOMpaTh  ONTHMAaJbHBIM  BapuaHT
opraHuzaluyd OOydYeHHs, NPUMEHATh Haubonee 3PQEKTUBHBIE METOABl H
npuemsi [7, . 2].

[IprumeHeHne KOMIBIOTEpa 3HAYUTEIILHO MOBBIAET HHTEHCUBHOCTD
yuebHoro mporecca. [Ipy KOMIOBIOTEpPHOM OOy4YEHHH YCBAaMBAETCS Tropasio
Oompmuii 00beM Marepuania, YeM 3a O3TO JKE€ BpeMs, B YCIOBHX
TpanuimonHoro obyuenus. Cormacao C. B. @aneey, o6vem B 2000 — 3000
CJIOB MAacCUBHOrO 3amaca ycBauBaercs 3a 10 — 15 gHeil mpu npumMeHeHuu
MEPCOHANBLHOTO KOMITBIOTEpPA 10 CPaBHEHHUIO C MOJYTOpa — ABYMS TOJAMH
CHCTEMAaTHYECKHX 3aHSITHI C UCIOJIB30BAaHUEM TPATUIMOHHBIX METO/IO0B [7,
c. 3].

Texuuueckuii aCTIEKT. CornacHo E. IL IIporacene,
10. C. llltemeHko, OCHOBHBIE MPEUMYIIECTBA TEXHMYECKOTO acleKkTa —
3BYKOBBIE M Tpaduyeckue BO3MOXHOCTH KOMIIBIOTEPA, a TaKkKe ero
WHTEPAaKTHBHOCTb.

Onmaum  u3  Hambonee OS(PGEKTUBHBIX CPEACTB pa3BUTHA H
(hopMHpOBaHUSL yMEHUs ayAMPOBaHHS B OOYyYCHMH HMHOCTPAaHHBIM SI3bIKaM
ABJISIFOTCA MH(GOPMALMOHHBIE TEXHOJIIOTHH. Tak Kak yJamemycsi HEOOXOAuMO
HAYYHUTHCSI BOCTIPUHUMATh Ha CITyX TOJIOCA JIIOJICH Pa3HbIX BO3PACTOB, TIOJIOB,
C pa3NUYHBIMH TEeMOpaMH, Y4YWTelb 3a4acTyi0 MpHOeraer K TOMOIIH
KommbtoTepa. OCHOBaTeNbHO pa3paOdOTaHHBIE KOMIUIEKCHI ayIHOTEKCTOB M
3aKPEIUISIONINX YIPKHEHUH MO3BOJISIIOT MPOBECTH LENBIH (parMeHT ypoka,
HE OTPBIBASCh OT KOMIIBIOTEPA, YTO 3HAYUTEIBHO HKOHOMHUT BpeMs
OpraHU3alMOHHOr0 MOMEHTa [§, ¢.11].

UroOwl cpemate oOyueHue Oosiee 3aHMMATENbHBIM ISl JIETEH,
KOMITBIOTEp TIpelyiaraeT Hanboliee MHTEpecHYo GopMy y4eOHON paboThl —
UTPBI, B KOTOPBIX YYaIIMHCS peliaeT Kakytoo-mubo npobneMy. Pacmmpsercs
KJlacC WIp, B MpPOIECCe KOTOPBIX MAllMHA BBIIOJNHSAET LEJbIH KOMIUIEKC
¢byHKIMA:  WMHQOPMHUpYET, YNpaBiseT, KOHTPOJUPYET, PETHCTPHPYET.
Hcnonb30BaTh KOMITBIOTEPHBIE UTPHI MOXKHO JIOBOJIBHO IIMPOKO: B TPOIIECcCe
TPEHUPOBKU MBICIUTENIBHBIX ACHCTBHUM, B LENSAX MOANEPKaHUS MHTEpeca K
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CoJepKaHUI0 YUeOHOTO MaTepHrala, B KaueCTBE Pa3psAAKH U T. JI.

PaccmoTpuM B maHHOH CTaThe NMpPUMEP OpraHU3aluH pPabOTHI HaT
aynupoBaHueM BO 2 kiacce 1o TeMe «CKa3o4yHbIe TepoW» TMPH ITOMOIIU
KoMmmbloTepHOii wurpel  «baba fra: 3a TpugeBars 3emens. Uzyuaem
HEMEIKU.

Tewma ypoxka: «CKka3z0dHBIEC TEPOM».

ens: @opMupoBaHUE HABBIKOB M YMEHUI ayIUPOBAHUS IO TEME
«CKa304HbIE Tepon.

CpencrBa o0ydeHUS:

buwm. U. JI. Hemerkuit si3p1k. [lepBbie maru. 2 kiacc. 2 9acTb.

Ooyuatomas komisloTepHast urpa «bada fra: 3a TpuneBsTH 3eMenb.
Haunnaem yuntb HEMELKUI»

Xon ypoka

Yyuurenn npeparact ydJamuyMcsa BCIIOMHHUTHL, KAaKHMX CKa30YHBIX
repoeB OHU 00CYKAaIH Ha MPOIILJIOM YPOKE.

Yunrens: Wir kennen einige Figuren deutscher Biicher, nicht wahr?
Wollen wir sie nennen.

anumec;[ MOAHUMAIOT PYKH MW HA3BIBAIOT CKa304YHOI'0 T1Cpos,
KOTOpPOTO OHM 3allOMHHJIM ¢ Tpouuioro ypoka. Ydeuuk 1: Daumelinchen!
Vuenuk 2: Rotkdppchen! Vuenumk 3: Nussknacker! Vuenuk 4:
Aschenpulttel!...

Yyuurenn npempiaracT ydalmivMCsa BBIIIOJIHUTH 3alaHUC, 4TOOBI JCTH
BCIIOMHUJIM XapaKTEPUCTUKU KaXKJOr0 Ieposi, HO B 3aJaHUU €CTh XUTPOCTh —
OJIVH IepOM JIMIIHUAN, U1 HEro HET XapaKTEPUCTHUK, U €T0 €Ile HE N3YyYallH.

Yuurens: ConocTaBbTe HMEHA FEPOEB C UX XapaKTEPOM.

Nwms repos UepThl ero xapaxkrepa
Diumelinchen freundlich, hilfsbereit
Till Eulenspiegel gut, klug, tapfer
Rotkédppchen tapfer, fantasiert gern
Gestiefelter Kater klein, gut, nett
Aschenputtel
Nussknacker fleiBBig, nett, gut, hilfsbereit
Baron von Miinchhausen lustig
Zwerg Nase klein, hilfsbereit, gut, hasslich

IMocie TOro, Kak y4amiuecs BHITOJHMIN 3aaHusl, YYUTENb HA3bIBAET
[0 OYepead CKa30YHBIX I'€POEB, JETH MOJHUMAIOT PYKH M HA3bIBAIOT €ro
xapakTepuctuky. Jlummuit repoit — Gestiefelter Kater.

VYuurens COpammBacT y IETe, NOraiblBalOTCsS JIM OHH, KTO 3TO
MOJXET OBITh.
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Yunrens: Sagt mir bitte, wer ist dieser Gestiefelter Kater? Konnt ihr
in russische Sprache sagen?

JleTH TBITAIOTCS yrajgath, YTO ATO 3a TepPOH, MPeIaraloT BapUaHTHI
Ha PYCCKOM si3bIKe. Torja y4uTenb MPUXOIUT Ha MTOMOIIIb.

VYuurens: JlaBaiite oTnpaBUMCs ¢ Hamled cka3ouHoi babou Sroit B
roctu k CKa304HHKY, YK OH-TO TOYHO 3HAeT, KTo Takoii stor Gestiefelter
Kater.

YuuTenb BKIIOYAET WIPY, BKIFOYACT KOJOHKH M BBIBOJUT WIPY Ha
9KpaH TpH MoMomu IpoekTopa. Cka3zouHHUK (Tepoil Wrphl) OOBICHAET Ha
HEMEIIKOM SI3bIKE, YTO KHHUTa CO CKa3KaMH PACCHINANACh, U MPOCUT yUaIIUXCS
MOMOYb cOOpaTh CTPAaHUYKH C KAPTUHKAMHU TI0 TIOPSIKY, HO JUIS STOTO HAI0
MPOCHIyIIaTh CKa3Ky. YMHas MbIIb (TepO-CIIPaBOYHUK) MpeiJiaract
pebsATaM /Ui Havasia MOCMOTPETh B CJIOBAPH JUIS TOTO, YTOOBI TIOHATH CKa3KYy.
Y4yutenab OTKPBIBAET COCTABJICHHBIN B MIPE K TEKCTY CIIOBaph, INIC yKa3aHbI
BCE HEU3BECTHBIC CIIOBA.

hinterlassen — ocmasumo nocne cebs; der Stiefel — canoe; sterben —
ymupams, zu Besuch einladen — npuenawamo 6 2cocmu; das Schloss — 3amox;
das Kaninchen — xponux; der Oger — nawooed; sich verwandeln —
npespauamscsi;

Y4uTeNns TOBOPUT BCIYX KaXKIOE CIOBO, YYaIllMECs MOBTOPSIOT 3a
HHUM, a TIOTOM MEPENKChIBAIOT CJIOBa B CIOBapbh. Jlanee yuutenp BKIIOYAET
CKa3Ky, KOTOPYIO MOJIHOCTBIO 3aUUTHIBAET CKA30YHHK.

Der Vater stirbt und hinterldsst seinem Sohn Hans nur einen Kater
und ein Paar Stiefel. Der Kater will Hans helfen. Der Kater geht in den Wald
und fangt ein Kaninchen. Der Kater zieht die Stiefel an und geht zum Konig.
Er gibt dem Kénig das Kaninchen. Er sagt, sein Herr Karabas lddt dem
Konig und die Prinzessin in sein Schloss zu Besuch ein. Hans hat Angst. Im
Schloss wohnt ein Oger. Der Kater rennt zum Oger. Der Oger freut sich,
denn er hat Besuch. Der Oger will den Gestiefelten Kater tiberraschen und
verwandelt sich in einem Lowen. Der Kater bekommt Angst von dem Lowen.

[Nocie mpocnymmMBaHUs YYUTENh BKIIOYAET IO OYEped KaKIBIN U3
6 oTpBIBKOB TekcTa. K OTpbIBKaM HYKHO NOJ00PaTh OJHY U3 BBHICTaBIEHHBIX
HE M0 TOPSAKY KapTUHOK. Ydaluecs MOJHUMAIOT PYKA H TPEIararor,
KaKyl0 KapTUHKY CIIEyeT BCTaBUTh IIOCJIE KaXJIOTO IMPOCIYIIAHHOTO
OTpBIBKA.

[Tocnme Toro, kak Bce KapTUHKHA PACCTABIICHBI, YUUTENbh HAKUMAET
kHONIKY «['0oTOBOY», HO Babe flre kaxkercs, 4yTo y pedST OCTANHUCh KaKHUE-TO
HeTouHocTH. OHa MpeJiaraeT OTBETUTh Ha BOIPOCHI TECTA.
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1. Was hinterldsst der Vater seinem Sohn? — Der Vater hinterldsst
seinem Sohn ...a) einen Hund und ein Paar Socken b) eine Ratte und ein
Paar Handschuhe c) einen Kater und ein Paar Stiefel

2. Wen fingt der Kater?— Der Kater fingt...a) eine Maus b) ein
Kaninchen c) einen Frosch

3. Wohin lddt der Kater den Konig und die Prinzessin ein? — Der
Kater lddt den Konig und die Prinzessin zu Besuch ... ein. a) ins Geschidift b)
ins Schloss c) in Hansens Haus

4. Wer wohnt im Schloss? — ... wohnt im Schloss. a) der Oger b) der
Mdrchenerzdhler c) die Hexe

5. Wer rennt zum Oger? — ..remnt zum Oger. a) Hans b) das
Kaninchen c) Der Gestiefelte Kater

6) Wer wird der Oger? — Der Oger wird...a) ein Lowe b) eine Kuh c)
ein Krokodil

VYyammuecss IOAHUMAIOT PYKH M OTBEYAIOT Ha BOMPOCHI, MOJHOCTHIO
MPOW3HOCS TpaBWwiIbHOE mpemnokeHue. llocime Toro, Kkak 3amaHue
BEITIOJTHEHO, baba flra mpocuT ydammxcs 3aKOHYHTH pPacckas, KOTOPBIH
3aKaH4YMBaeTCs Ha KyJIbMUHALIUH.

bab6a Aza: Was sagt der Gestiefelte Kater dem Oger? a) eine kleine
Maus zu werdenb) bei ihm Stiefel zu kaufen ¢) das Schloss zu verlassen d)
wieder Oger zu werden e) Prinz zu werden

Jern Ha3pIBalOT NpaBUJIbHBIA BapuaHT. M yuurtens mnpeanaraet
JIETSIM HalucaTh B TETPaJd HECKOIBKUMH TPEMIOKEHUSIMH KOHI[OBKY
CKa3KH.

Takum 00pa3om, IpH TIOMOIIU JAHHOTO ()parMeHTa ypoKa ydaruecs
cMoryT (OopMHpPOBATh HABBIKK U YMEHUS ayIupoBaHus 1Mo TeMe «Cka30uHbIe
repon». IlnaBHBIA mHepexo] OT YK€ YCBOGHHOW paHee K HE3HaKOMOM
WHPOPMAIIUK  OCYIIECTBIISIETCS ~ NMPAKTHYECKH  HE3aMETHO.  JTOMY
CIIOCOOCTBYIOT 33/IaHUS JJIsl TIOBTOPEHHS JIEKCHUKH, IMEH CKAa30YHBIX TE€POCB,
MpeIJIOKeHHbIE  HEe3HaKOMble  cjoBa. J[ByxpazoBoe MpOCITyIIMBaHUE
OJTHOMUHYTHOTO  TOJyayTeHTHYHOro (abynpHOrO TEKCTa, H3BECTHAS
rpaMMaTika, MaJoe KOJMYECTBO HE3HAKOMBIX CJIOB M  MPOCTOE
MOBECTBOBATENFHOE M3JI0KEHHE IOJIHOCTBIO COOTBETCTBYIOT TPeOOBAaHUSIM,
OpeObABISIEeMbIM JJIsl  ayAMpPOBaHMS Ha HavyaJbHOM JTarne OOy4eHUs.
[lpuBeneHHBIE TMOCTE TEKCTa 3aJaHUs TMOMOTAIOT YYallMMCs 3aKperuTh
HE3HAKOMBIE CJIOBA, NPOSICHUTh HETOYHOCTH B MPOCIYIIAHHOM TEKCTe,
BBIJICJINTH [JIABHBIE U BTOPOCTEIICHHBIE YaCTH TEKCTA.
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Abstract

The psychological, methodical, technical aspects of learning process
with help of computer technologies were examined. The advantages of use of
computer technologies as learning method of foreign language were
investigated. The aspects of use of computer technologies by learning
process of auding as kind of speech were examined. The practice of teaching
of auding with use of training computer game for second form on topic
«Fairy characters» in German was presented.
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