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LOCUL LIMBILOR MINORITARE $I
UTILIZAREA LOR iN SISTEMUL PREUNIVERSITAR GERMAN

Oxana CHIRA
dr., lect. univ.
Staatliche Alecu-Russo-Universitit, Balti

Zusammenfassung: Die Sprache(n) prdgen unseren Alltag und sie erméglichen
uns die Kommunikation. Die Herkunftssprache ist Ausdruck einer kulturellen
Praxis und hilft uns anerkannt zu werden. Die Schule nimmt in Bezug auf Sprache
eine wichtige Funktion ein: Sie soll allen SuS gleichermafien befihigen die
Bildungssprache zu erlernen, um erfolgreich Bildungspotential zu entfalten,
unabhdngig von sozialer Herkunft, Religion oder Herkunftssprache. Ein wichtiges
Ziel schulischen Wandels ist eine qualitativ hochwertige und sozial gerechte
Bildung, durch die alle Heranwachsenden die Kompetenzen erwerben konnen, die
sie benotigen, um in einer Gesellschaft unter Anerkennung der Menschenrechte zu
handeln und an demokratischen Prozessen teilzunehmen. Der Artikel versucht
einige  Erfahrungen  fir  eine  inklusive  Bildungspraxis in  der
Einwanderungsgesellschaft vorzustellen, um die Lehrkrifte und andere mit der
Schule befassten Fachkrdfte zu befihigen.

Schliisselworter: HSU, SuS, Mehrsprachigkeit, Schulsystem, Spracherwerb,
Migrationsgesellschaft.

Contributia predarii limbilor traditionale se bazeaza pe teoria limbii si
are legitura cu sarcina integrarii sub semnul diversitatii lingvistice. In urma
stagiului de cercetare in Germania si observatiilor efectuate vom prezenta o
nouad cultura a educatiei limbilor, in care multilingvismul este considerat un
obiectiv educational pentru toti elevii, indiferent de originea lor si limba
vorbitd. Amintim in acest sens cd multilingvismul apare ca o punte dintre
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limbile din societate si limba scolii, iar prezenta multilingvismului este o
conditie educationala in toate scolile din Germania. Avand 1n vedere acest
lucru, se pune problema daca notiunile de educatie lingvistica bazate pe o
traditie de monolingualitate raman actuale. In contextul problematicii
abordate, intelegem prin ,,plurilingvism” in mod general, folosirea mai
multor limbi de catre acelasi individ, iar prin ,,multilingvism” coexistenta
mai multor limbi In cadrul unui grup social. Tinem sa accentudm ca
multilingvismul reflectd diversitatea culturald si lingvistica si, in acelasi
timp, asigurd o mai mare deschidere spre succesul elevului de astdzi,
studentului de maine.

Este lesne sa afirmam cd multilingvismul este un fenomen cercetat
alaturi de bilingvism si monolingvism. Se cunoaste ca pe glob sunt vorbite
circa cinci mii de limbi si exista doar peste doua sute de tari. Asadar, multe
tari pot fi considerate multilingve, tari in care se vorbesc mai multe limbi si
unde trdiesc multe grupuri de vorbitori, utilizind alaturi de limba materna si
limba tarii ai carei cetateni sunt. O astfel de tara este Germania cu un numar
impunator de limbi vorbite de nativi. Cel mai mare procent de strdini din
populatia germana sunt din Turcia, urmata de persoane din fosta Iugoslavie
si Uniune Sovietica, Polonia, Siria, Grecia, Italia si Romania.

Actualmente, fenomenul multilingvismului este studiat aprofundat in
Germania datoriti migratiei masive. In scoald profesorii recomanda
parintilor sa vorbeascéd cu copii in limba pe care parintii o poseda cel mai
bine, in limba familiei, in limba ,,cea mai personald”. Educatia lingvistica ar
trebui sd se bazeze pe aprecierea tuturor limbilor atdt in scoald, cat si
gradinitd. Exprimarea copiilor, fie In limba familiei sau in limba de stat,
posibil si in ambele limbi sa fie tratatd la acelasi nivel, apreciate ideile si
sustinute incercarile de a se afirma fara a fi discriminat. Totodata, este
necesara implicarea pedagogului si optimismul pedagogic bine intemeiat, ca
vorbitorul multilingv sd atingd nivelul inalt al limbilor necesare societatii.
Diversitatea lingvistica trebuie bine monitorizatd si este necesar ca sa se
accepte diversitatea si sd se invete 1n scoala toleranta fata de alte limbi.

In recensamantul german de pana la 1890 nu a existat intrebari despre
limba vorbita. Din 1900, 1905, 1910, 1925, 1933, 1939 etc. in recensamant
au aparut regulat aceasta intrebare. Comisia independenta pentru imigratie
din Germania considerd limba germana drept un ,,criteriu-cheie” pentru o
integrare reusitd, dar in propunerile sale pentru domeniile individuale de
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invatamant se adreseazd, de asemenea, limbile de origine si posibila
»educatie pentru bilingvism”. Discutia despre comparatia internationald a
performantelor scolare PISA (Baumert et alii., 2001) a trezit un subiect de
interes general in constiinta publicd a educatiei lingvistice a elevilor
migranti. Insd aceastd discutie PISA s-a limitat doar la invitarea limbii
germane. Deciziile de politicd scolara locala, de exemplu in ceea ce priveste
recrutarea cadrelor didactice, necesitatea predarii In a doua limba si In limba
de origine, alegerea limbilor pentru predarea limbilor straine si nevoia de
translatori si traducatori de educatie a avut nevoie de reforme, timp si
cercetdri reprezentative.

Intrebarea cu privire la modul de promovare optima a potentialului
tuturor copiilor si adolescentilor si reducerea decalajului existent in ceea ce
priveste performanta, dar si devizarea elevilor pe etnii, origine sociald si
gen este una dintre problemele de baza ale politicii educationale actuale in
Germania. Aproape toti elevii (SuS?) scolarizati in Germania in prezent sunt
familiarizati cu formele de multilingvism. Toti elevii au ore de limba
straind, preponderent limba engleza. O proportie semnificativa de elevi, mai
mult de jumatate in unele landuri - primesc o a doua sau a treia oferta de
limba straina.

Un proiect educational implementat deja in 11 landuri este oferta de
limba minoritard (HSU?) implementat in scoli. Numarul difera de la un land
la altul si reprezinta limba parintilor sau altd limba decat limba germana.
Limba germana este obligatorie, dar nu unica limba de comunicare in
scoala germanad 1n sec. 21. Competenta specificd a orei HSU este Invatarea
despre diversitate, despre societatea multiculturald si despre societatea
interculturala reflectatd 1n cunostinte care presupun atit raportarea
persoanei la propriile repere culturale/propria culturd, cat si raportarea la
alte experiente spirituale/alte culturi etc.

Se poate observa ca, predarea limbii minoritare (HSU) are o lunga
traditie in Renania de Nord-Westfalia. Aceasta oferta este destinata elevilor
de la scoala elementard pand la sfarsitul invatdmantului secundar superior.
Oferta limbilor de origine dureaza de obicei intre 3 si 5 ore saptamanale si
este oferita de profesorii nativi care sunt angajati de stat pe termen limitat.

1 SuS - Schiilerinnen und Schiiler
2 HSU - Herkunftssprache



La orele de limba minoritard, elevii cu o ,.istorie de migratie” preiau
competente deja dobandite in limba familiei. Parintii 1si pot inregistra
copilul pentru aceste ore la scoala primara, completdnd un singur formular.
Grupuri de invatare sunt, de asemenea, alcatuite n scoli, in functie de
numirul de solicitiri, numarul minimal fiind de 15 elevi. In Renania de
Nord-Westfalia sunt 23 de limbi minoritare predate in scoli. Exista in
prezent 936 de locuri vacante pentru profesori, vorbitori nativi pentru 23 de
limbi. Dorinta parintilor de a pastra limba familiei pentru urmatoarea
generatie poate fi pe deplin indeplinita. In scolile germane, aceasta poate fi
predata de catre profesori instruiti in functie de continutul unui curriculum
elaborat in Germania si aprobat de Ministerul Educatiei. Majoritatea
respondentilor la studiul HUBE si-ar dori ca elevii/copiii sa primeasca lectii
de limbd minoritara in scoala germana (62%). Pana nu demult, 12% dintre
elevii de liceu frecventau HSU la scoala, 60% frecventau orele la asociatii
sau institutii religioase si 28% in invatamantul consular (de exemplu
italienii, grecii etc.). In Curriculum din NRW? se pune accent pe importanta
limbii minoritare, pe rolul , filtrului” si ,,mijloc de studiere”, pe adaptarea
curriculara la cerintele sociale, desfasurarea ,,orelor bilingve” si contributia
scolii la pastrarea ,limbii familiei” si la dezvoltarea ,limbii lectiei”
promovate. Urmadtorul citat din curriculum confirma cele expuse: ,,Das
Curriculum beruht auf dem Wissen um die Bedeutung aller einer Schiilerin
oder einem Schiiler verfiigbaren Sprachen als Mittel und Filter des Lernens
in jeder neuen Sprache. Aus diesem Grund konnen fiir Kinder aus
Migrationsfamilien, die die Herkunftssprache in der Familie verwenden,
bilinguale Unterrichtsangebote als sehr gute Unterstiitzung der
Personlichkeitsentwicklung, sowie der sprachlichen Entwicklung in der
Familien- sowie der Unterrichtssprache gelten” (http://www.eucim-
te.eu/data/eso27/File/Material/ NRW.%20Adaptation.pdf,vizitat 5.12.2019).

Acest proiect de predare a limbilor minoritare sustinut de statul

german a fost expertizat si s-a observat o imbunatitire a situatiei
educationale si a dezvoltarii scolare n primul rand la copiii care cresc cu
una sau mai multe limbi, pe langa limba scolara principala.

Ca sd ne convingem de importanta limbii minoritare (HSU) in
contextul studierii limbii germane voi aminti de un experiment a

3 NRW — Nordrhein-Westfalen (Renania de Nord-Westfalia)
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Universitatii. Humboldt si Institutului pentru Dezvoltarea Calitatii in
Educatie (IQB). in ce costa experimentul: Examinarea abilitatilor de citire a
662 elevi vorbitori de limba maternd turca si 502 elevi vorbitori de limba
rusd ca limba materna. Rezultatele demonstreaza faptul cd elevii care
cunosc mai bine limba maternd, au si abilitati de citire in limba germana
mult mai bune comparativ cu cei care sunt departe de lecturi in limba
maternd. Deci, pare sa existe un transfer de la limba materna la a doua
limba, indiferent din ce grupa de limbi face parte. Aceasta se aplicd nu
numai abilitatilor de scriere in limba maternd, dar si abilitatilor orale. Prin
urmare, este util ca elevii din familii cu o ,istorie de migratie” sa
dobandeascd competente inalte mai intdi in limba maternd, ceea ce va
favoriza dobandirea competentelor in a doua limba germana.

Un alt aspect important In predarea limbilor minoritare in scoli tine
de formarea cadrelor didactice. Pentru a raspunde la intrebarea ,,Ce este o
lectie buna?” vom apela la teoria autodetermindrii motivatiei (teoria lui
Deci & Ryan) pentru a privi si a discuta despre HSU din diferite
perspective. Teoria identifica trei astfel de necesitati: de competenta, de
relagionare si de autonomie, care par a fi esentiale pentru dezvoltarea sociala
si bunastarea psihologici. In conceptia autorilor mentionati, o cerinti
fundamentala presupune o stare de tensiune care daca este satisfacuta duce
la sanatate si stare de bine, iar daca nu la boala si disconfort psihic.
Important este ca un mediu care permite doar satisfacerea nevoii de
competenta, dar nu si a celor de autonomie si relationare, nu va conduce la
un nivel foarte ridicat al starii de bine. Teoria s-a dovedit a fi utila in
predictia si intelegerea dinamicii motivatiei in randul cadrelor didactice
profesionalizare si dezvoltare ulterioard, de conexiune si forumuri pe retele
de socializare, de participdri la Intruniri culturale si ateliere didactice etc .

Cu alte cuvinte, viziunea comund asupra predarii, cooperarii,
dialogului profesional al cadrelor didactice - ,,Lectia obisnuita” si HSU -
este un accent de dezvoltare care priveste scoala ca un sistem intreg. Ce
forme noi apar in sistemul scolar german? Multi profesori sunt antrenati in
alte forme, precum doi ani de studii la universitatile germane cu scopul de a
se perfectiona. Vi prezint un Modul din semestrul de toamna 2018/2019 de
la Universitatea din Wuppertal:



Struktur des Moduls

Deutsch als Zweitsprache, alle P (2LP) kein direkter
Mehrsprachigkeit und (> MAP)
Interkulturalitdt in der Schule (V)

Linguistische und didaktische G WP 2P individuelle
Vertiefungen des Deutschen als (nicht (schriftliche)
Zweitsprache (inklusive benotet) Leistung
Zweitspracherwerb) fiir die E
Primarstufe

Linguistische und didaktische HRG WP 2L1P individuelle
Vertiefungen des Deutschen als GYM (nicht (schriftliche)
Zweitsprache (inklusive Zweit- BK benotet) Leistung

spracherwerb) fir die Sekundarstufe

Modulabschlusspriifung alle 4P Klausur,
120 Minuten

(https://moodle.uni-wuppertal.de, vizitat 07.12.2019)
Modulul cuprinde prelegeri si seminare, care pregatesc cadrele
didactice pentru ciclul primar si gimnazial. In pregitirea viitorului cadru

didactic, precum si a cadrelor didactice formate se transmite in cadrul
cursului aprecierea elevului bilingv si/sau multilingv. Totodata sunt invitate
metode de incorporare a limbilor de origine ca resurse in cadrul didacticii,
inclusiv instruirea limbajului educational, precum si procedurile de utilizare
a instrumentelor de diagnosticare a limbajului.

Luarea in considerare a aspectului cercetat si in urma discutiilor cu
profesorii HSU a permis evidentierea urmétoarelor problemele:

- suprasolicitarea orarului din cauza HSU;

- inscrierea elevilor de catre parinti la orele HSU in scoald (minim 15
elevi care aleg aceeasi limba minoritara);

- organizarea lectiei de dimineatd nu este posibild deoarece sunt
disciplinele obligatorii;

- desfasurarea lectiilor HSU de dupa-amiaza intre orelel17-19, iar elevii
sunt extenuati etc.;

- participarea elevilor cuprinde 20% in prezent in scolile NRW, dar
participarea s-ar ridica pana la 100%, daca astfel de lectiile s-ar desfasura in
prima jumatate a zilei;

- deficitul de comunicare: profesorii HSU nu au contact cu colegii sai,
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deoarece dupd masa in scoald nu raman toti.

In legaturd cu avantajele orelor HSU se pot enumera urmatoarele:

- concepte didactice pentru recunoasterea si considerarea multilingvismului
si a diversitatii lingvistice ca resursa comuna pentru toate limbile;

- profesionalismul tuturor profesorilor de limba minoritard, profesori
nativi, antrenati in traininguri si studii internationale;

- pastrarea traditiilor, istoriei limbii buneilor nu doar oral, dar si 1n scris la
orele HSU;

- majoritatea copiilor din familii de imigranti dobandesc limba (limbile)
parintilor in Germania (si nu in tara de origine);

- procesul didactic nu este dirijat de Ambasada sau de alte institutii
politice, cum se desfasura anterior etc.

Luand in considerare discutiile cu profesorii, se observa ca ei vorbesc
adesea despre ,,elevi cu alte limbi de familie decat limba germand” sau de
»elevi cu alte limbi minoritare”, iar cuvintele-tabu ,,strdin” sau ,,migrant”,
,limba migrantilor”, ,.de alta etnie” sunt omise. Gasim rezonabil a invoca si
utilizarea  eufemismelor de catre profesori:  Identitdtssprache,
Hierseinssprache, nicht-dominante Sprache, allochtone Sprache etc. In
cazul multor copii limba minoritard (Minderheitensprache) este limba de
origine (Herkunftssprache) a parintilor, care in paralel cu limba germana
este utilizatd in familie. Aceste observatii si reflectii pe marginea
fenomenului discutat cu profesorii au scos in evidenta atitudinea lor fata de
elevii din familii de migranti, toleranta si relatiile antidiscriminatorii in
sistemul scolar.

Referitor la problema in discutie, se impune o precizare, anume
studiile de evaluare si eficacitatea programelor de educatie lingvistica sunt
sporadice, si nu doar in Germania. Deducem din studii cd evaludrile
programelor de invatdmant bilingve sau multilingve sunt putine. Unii
cercetatori evidentiaza efectele pozitive raportate la invitarea bilingva (a se
vedea Gogolin et alii, 2015), precum si alfabetizarea coordonata (a se vedea
Reich 2011). In scolile din NRW, proiectele multilingve sunt deseori
intalnite de exemplu ,,Rucksack Schule” bazat pe limbi minoritare a
copiilor si a parintilor, care are drept scop promovarea dezvoltarii bilingve
in gcoli si in familii. De-a lungul biografiei educationale a copilului,
»Rucksack Schule” se vede ca o continuare a programelor ,,Griftbereit si
Rucksack KiTa” (cresa) si se adreseaza copiilor si parintilor / familiilor cu
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si fara ,biografie de migratie”, precum si scolilor elementare care

implementeaza programul.

In plus, elevii de limba minoritara stipanesc adesea mai mult decat o
singurd limba de familie, de exemplu italiana si greaca, sau rusa si romana.
In acest sens, o definitie comuna a disciplinei didactice a predarii limbilor
de migratie nu poate fi clar conturatd. Din acest motiv, oferta de predare
este situatd intr-o interfatd intre instruirea limbii germane si cea a predarii
limbilor minoritare, care urmareste sa ofere elevilor competente de scriere,
citire, cultura a parintilor, sau a buneilor.

Desigur, elevii multilingvi isi extind domeniul de experienta in cel
putin doua sau trei limbi. Pentru ei, valoarea addugata de a avea o lectie de
limba minoritard este aceea de a-gi putea relationa propriile limbi intre ele
pentru a-si consolida capacitatea de comunicare si, astfel, a le Tmputernici
sd-si determine propria pozitionare sociala. Citez afirmatia Ofelia Garcia si
Li Wei ,,Scopul unei noi practici de predare a limbilor striine ar fi reunirea
si dezvoltarea abilitatilor lingvistice ale elevilor. Abordarea traducerii ofera
impulsuri noi si interesante pentru acest lucru” (Garcia,Wei 2014). In
aceeasi ordine de idei sunt inregistrate tezele cercetatorilor Reich, Roth et
alii, din care vom extrage primele doua destinate cadrele didactice:

a) ,,Eine Kombination von Zweitsprachforderung und Unterricht in der
Herkunftssprache (Immersion oder Transition) fiihrt zu deutlich
besseren Ergebnissen als einsprachige Submersion-Programme”
(Reich et alii 2002: 24).

b) ,,Es gibt kein Idealmuster der Sprachenverteilung fiir zweisprachige
Lerner. Man weil nur, dass sog. ,,Twoway"- Programme-also
gemischte Lerngruppen aus Lernern mit der Mehrheitssprache als
Erstsprache und Lernern mit der Minderheitssprache als Erstsprache -
allen anderen Modellen iiberlegen sind” (ibidem: 24).

E de mentionat in legdtura cu aceste afirmatii cad multilingvismul
elevilor in mare parte intr-un contextul migratiei este evaluat diferit: copiii
din familii de origine turcd/irakiand/siriand afla adesea ca limba lor de
familie este cel mai probabil, interpretatd ca un ,handicap” decat ca o
competentd suplimentard in scoalad. Altfel este privitd situatia in cazul
copiilor/elevilor care vorbesc franceza, engleza, italiana sau rusa.
Discriminarea pe criteriul de limba vorbita este numita Linguizismus (a se
vedea Knappik, Thoma), acest termen este inregistrat termenul linguicism
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sau logocism in limba romana. Anti-discriminatorii in Germania fac eforturi
deosebite de a acomoda persoanele care vorbesc limbi diferite n sistemul
de invdtamant german, formand catedre, ca de exemplu Mehrsprachigkeit
in der Schule sau cursuri ca de exemplu Mehrsprachigkeit, Deutsch als
Zweitsprache und Interkulturalitdt in multe universitati care formeaza
educatori, invatatori si profesori etc. Proiectele sunt destinate scolilor din
regiune care se concentreaza pe sprijinul educational incluziv si limba
germana ca a doua limba. Aici sunt incluse, In special, scolile care acorda
importantd limbii de origine a elevilor (scoli de proiect Mercator; scoli
KOALA, scoli bilingve etc.).

Generalizand observatiile existente pe marginea limbilor de migratie,
putem conchide faptul ca multilingvismul este considerat in Germania drept
,»scop demn al educatiei scolare” (Furstenau, Gomolla 2011: 7). Deja la
gradinitele bilingve germano-engleza, parintii 1si inregistreaza copiii
imediat dupa nasterea lui pentru a obtine un loc vacant. Iar scolile bilingve,
cum sunt liceele franceze, scolile germano-americane, scolile anglo-
germane, scolile grecesti etc. sunt supraaglomerate. De aceea le dam
dreptate didacticienilor Fiirstenau si Gomolla care considera ca ,,studierea
unei limbi suplimentare este considerata o investitie inteleapta!” (ibidem:
13). E cazul sa amintim ca atat in Suedia, cat si in Canada, limbile de
origine ale migrantilor sunt prioritare intr-un context educational si scolar.
Existi o gama largd de instruire in ambele tari. in ambele tari, limbile de
origine sunt utilizate, de asemenea, pentru a permite copiilor multilingvi sa
se adapteze vietii scolare de zi cu zi i pentru a urmari mai bine continutul
didactic regulat. In comparatie internationald, Suedia se evidentiaza datorita
diversitatii sale de predare a limbilor de origine (a se vedea OECD* 2006:
10). EURYDICE® (2003/2004: 6) subliniazi faptul cd predarea limbilor in
Suedia este disponibild pentru aproximativ 60 de limbi minoritare. Amintim
in acest caz cd una dintre tarile traditionale de imigrare este Canada. In
2005, 19,1% din populatie s-a ndscut in afara térii (a se vedea OCDE 2007),
de aceea Canada a devenit o tard model in domeniul studierii limbilor
minoritare pentru Germania.

# Organisation fiir wirtschaftliche Zusammenarbeit und Entwicklung
(Organisation for Economic Co-operation and Development, OECD).
5 Das europdische Bildungsinformationsnetzwerk (EURYDICE).
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Indiscutabil, potentialul HSU se refera in special la medierea
scrisului, limbajului specializat si stiintific, extinderea vocabularului si
aprofundarea gramaticii complexe, precum si exersarea ortografiei limbii de
origine. Alt rol 1i revine parintelui care este interesat de viitorul copilului si
de educatia la orele HSU: elevul ar gasi mai bine locul 1n societate, ar
invata sa accepte alte culturi/limbi, si-ar identifica propria identitate si in
scoala germand ar avea mai mult succes.

In aceasta ordine de idei, sustinem ci orele HSU, pe langi
alfabetizare, ofera posibilitatea de a aduce cu sine prospetime si concretete
in limba casei si sunt dezvoltate competentele de interculturalitate si
empatie fatda de alte culturi. Prin aceastd abordare a limbilor, speram si
depdsim orice rivalitate actuald dintre limbile vorbite: ,,Die Lehrer haben zu
mir nie gesagt, ,ja, das (Portugiesisch, S.F.) brauchst du’. Bei Englisch
haben sie immer gesagt, ,ja, das brauchst du im Leben’, ja, und was war das
noch, Algebra brauche ich auch im Leben (lacht). Aber die portugiesische
Sprache nicht.“ (Manuel, 16 Jahre, Sohn portugiesischer Arbeitsmigranten)
(Fiirstenau 2004: 107). Profesorii sunt meniti pentru a dezvolta o atitudine
pozitiva fatd de invitarea limbilor, indiferent de originea lor, ca pe un
proces social comun. Cadrele didactice sunt deschise la resursele lingvistice
ale elevilor - fie ca sunt cele care sunt transportate folosind limbile
minoritare sau cele care se bazeaza pe registrele lingvistice cotidiene. Ideea
,ein Land - eine Sprache” sau ,,ein Kopf - eine Sprache” nu mai este actuala
in sistemul de invatdmant german si este criticatd atat de didacticieni (vezi
Wiese et alii), cat si de sociolingvisti.
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Atelierul
nr.1l
Didactica limbilor straine

GRAMMATIK KREATIV...WARUM NICHT?

Svetlana CORCEVSCHI
doctor in pedagogie, dr. conf., USM,

Abstract: fnvd,tarea limbii germane presupune parcurgerea §i Insugirea a
numeroase teme legate de gramaticd, pronuntie, vocabular, citire, scriere, care
adesea pot deveni obositoare si monotone si pot innabusi entuziasmul §i
spontaneitatea elevilor §i studentilor. Dacd insa aceste activitati imbraca forma
unor jocuri sau activitati creative, invdtarea devine mai usoard, mai placutd si
chiar mai eficienta. Jocul poate duce la asimilarea notiunilor mult mai usor,
crednd un mediu relaxat de invatare §i contribuind la dezvoltarea imaginatiei, a
aptitudinilor §i creativitatii elevilor si studentilor.

Cuvinte-cheie: jocul ca metoda didacticd, creativitate, originalitate, spontaneitate,
exercitii de gramatica

Wer eine  Fremdsprache beherrschen will, der muss unbedingt
grammatische Kenntnisse haben. Grammatik ist wie bekannt ein wichtiger
Teil jeder Fremdsprache.

Das Thema Grammatik im Fremdsprachenunterricht ist in der
Fremdsprachendidaktik eine richtige Herausforderung sowohl fiir den
Lehrer als auch flir die Schiiler bzw. fiir die Studenten. Die Lehrer/innen
haben in ihrem Deutschunterricht mit Grammatik viel zu tun. Sie geben
Muster, erklaren und korrigieren, fithren Strukturen ein, verwenden
Nachschlagewerke usw. Fiir die Fremdsprachenlehrer/innen gehort das alles
zum Unterrichtsalltag. ,,Jeder Sprachlehrer hat sich schon irgendwann
einmal gefragt: Stimmt das, was ich jetzt erklirt habe? Gibt es Ausnahmen?
Miissen die Schiiler diese Regel wirklich kennen? Sie machen es sowieso
wieder falsch! Wieso haben die Schiiler das jetzt nicht verstanden? Und gibt
es einen einfacheren Weg, diese Regel zu erkliren? Wo finde ich mehr
Ubungen dazu?* (Funk / Koenig 1991).

Die Grammatik wird oft als traditionelle Schulgrammatik verstanden,
und Schiiler und Studenten finden sie absolut nicht attraktiv, manchmal
langweilig und uninteressant. Die  Grammatik macht dann
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selbstversténdlich wenig SpaB. Die Regeln werden gelernt und dann ihre
Anwendung getestet, und das ist fiir die Schiiler oder die Studenten oft
unangenehm. Die Misserfolge beim Grammatikpriifen konnen negative
Konsequenzen wie schlechte Noten, Arger mit dem Lehrer usw. haben.
Infolgedessen hat Grammatik so eine Image: sie ist schwer, und ist
wichtiger als andere Teilkompetenzen und als Fertigkeiten im
Sprachunterricht. Und wer sie nicht beherrscht, bekommt Arger oder hat
Misserfolg. Deswegen stellen sich viele Lehrer/innen die Frage, was man
machen soll, damit die Vermittlung der Grammatik fiir die Schiiler bzw.
Studenten kreativ, motivierend, inhaltlich interessant sein kann, und damit
sie Spal3 beim Lernen machen kdnnen.

Der spielerische Aspekt ist beim Lernen, Uben und Festigen der
grammatischen Strukturen sehr wichtig, weil die motivierende Kraft von
Spielen unbestritten ist. Die Kenntnisse der Schiiler bzw. Studenten, die sie
spielerisch erworben haben, werden langer und besser behalten.

Im Sprachunterricht wurde das Spiel leider lange nicht eingesetzt.
Mit dem Spielen erleben die Schiiler bzw. Studenten lustvolles Lernen und
die Lernmotivation steigt. Es st klar, dass das Wissen von
grammatikalischen Regeln automatisch keine sichere Sprachproduktion
bedeutet. Die Spiele konnen den Weg zur korrekten Sprachproduktion
motivierend begleiten. Die Spiele konnen nicht nur im Anfangerunterricht,
sondern auch im Fortgeschrittenenunterricht mit Erfolg eingesetzt werden.

Koénig (1991) beschreibt in seinem Artikel Meinungen iiber Spiel:
,»Spiel sollte im Prinzip als Lernspiel verstanden werden, als kreative
Ubung, in der sich Aspekte von Kognition und Emotion vereinigen und die
vor allem die Lernperspektive beriicksichtigt.*

Steinhilber (1982) bietet folgende Definition an: ,,Spiel ist eine auf
Erfahrung von Kompetenz gerichtete, lustvolle Aktivitiat, die der
Informationssuche bzw. - verarbeitung dient und mit der subjektiv keine
auBlerhalb dieser Aktivitdt liegenden Zwecke verfolgt werden. Konkrete
Merkmale des Unterrichtsspiels sind Spannung, Kompetenz, Zweckfreiheit
und Lustgewinn.*

Wenn die Sprachspiele von den Schiilern bzw. Studenten ernst
wahrgenommen und freiwillig gespielt werden, sind dann die Schiiler bzw.
Studenten mit Ernst bei der Sache. Dadurch entsteht im Unterricht eine
reale Kommunikation in der Fremdsprache. Das Spiel steht im VVordergrund
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und die Fremdsprache wird zum praktischen Mittel, um das Spiel zu
spielen. Das Sprachspiel wird im Fremdsprachenunterricht erfolgreich
eingesetzt, wenn spezifische Lernziele damit verbunden werden. In jedem
Sprachlernspiel werden Aspekte wie Spall und Unterhaltung,
Kommunikation und Interaktion, Wissen und Lernen, Regeln und Ziel,
Wettbewerbscharakter, Gliicks- und Zufallsfaktor, Freiheit des Spielers,
Zweckfreiheit, frei von Konsequenzen beinhaltet. Das Nutzen und der
Einsatz von Sprachspielen im Fremdsprachenunterricht er6ffnet zahlreiche
Sprechanlisse und erzielt positive Lernerfolge. Die Schiiler bzw. Studenten
haben die Moglichkeit sich miindlich oder schriftlich, produktiv oder
reproduktiv in der Fremdsprache zu duBlern. Es entsteht auch ein subjektives
Bediirfnis nach Kommunikation in der fremden Sprache. Die Schiiler bzw.
Studenten erleben wéhrend des Spiels viele authentische Situationen. Sehr
wichtiges Lernziel ist der Abbau von Sprachhemmungen und die
Verbesserung von Sprechgeldufigkeit durch Kommunikationsfahigkeit.
Spiele sollen vor allem eine angstlose Atmosphédre in den Unterricht
bringen und Spall machen. Dadurch erreicht man einen Unterricht frei von
Zeit- und Notendruck und reich an Empathie, Zusammenarbeit und
Kommunikation.

Hier werden auch drei wichtige Bereiche der erwarteten Effekte
verfolgt: der kognitive, der soziale und der affektive Bereich.

Aufmerksamkeit, problemlosendes und differentes Denken,
Beobachtungs-, Wahrnehmungs-,  Konzentrations-,  Entscheidungs-,
Erinnerungsfahigkeit, Erweiterung des Vorstellungs- und
Erfahrungshorizontes, Entwicklung von  Flexibilitit, Kreativitét,
Originalitdt, planendes und logisches Denken gelten als Wahrzeichen des
kognitiven Bereichs.

Im sozialen Bereich werden soziale Sensibilitdt, Konflikt-,
Kompromiss-,  Kooperationsbereitschaft,  flexibles  Rollenverhalten,
Empathiefdhigkeit, Toleranz genannt.

Im affektiven Bereich treten im Vordergrund extrinsische Motivation
(Spiel zu Entspannung, Auflockerung, Belohnung, Stimulus fiir neue
Lernanstrengungen), sozialbezogene Motivation, intrinsische Motivation,
Leistungsmotivation, Erfiillen des

Bediirfnisses nach emotional befriedigender Lernsituation, positive
Beeinflussung der
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Einstellung des Schiilers zum Unterricht auf.
Zu den beliebtesten und oft benutzten grammatischen Spielen im

Unterricht gehoren vor allem:

Wortersuche

Ungewohnliche Schreib- und Sprechanlésse

Fehlerkorrektur als Spiel

Ratespiel/ Wettbewerb

Spiele mit Karten/ Worter verbinden

Memory-Spiel

Domino

Quartette

Wiirfelgesteuerte Kartenspiele

Kim-Spiele
Das Lernen spielt sich dabei schneller und effektiver ab. Beim
Spielen wird nicht nur die Personlichkeit der Schiiler bzw. Studenten,
sondern auch die Fahigkeiten und Fertigkeiten in der Fremdsprache
entwickelt. Spiele verstirken die Motivation und positive Einstellung zum
Fach. Das Lernen der Grammatik verliert nichts an Effektivitit, wenn es
spiclerisch geschieht. Bei den Schillern bzw. Studenten wird
Kooperationsbereitschaft, Konfliktbereitschaft, Empathiefahigkeit
gefordert. Angst und Hemmungen werden reduziert.

Die grammatischen Ubungen sollten fiir die Schiiler bzw. Studenten
kreativ, motivierend, inhaltlich interessant sein, auf den bestimmten
Kontext bezogen sein und auf die Mitteilungsbediirfnisse der Schiiler bzw.
Studenten  eingehen. Die Schiiler bzw. Studenten  mogen -eher
kontextbezogene, kommunikative, kreative Ubungen als die abstrakten
Grammatikstrukturen. Wenn die Ubungen kommunikativ und kreativ
gestalten sind, konnen sich die Schiiler bzw. Studenten personlich duflern.

Die Lehrwerke sind an kreative Ubungen meistens arm und enthalten
nur selten spielerische Ansétze, noch seltener dann, wenn es um Grammatik
geht. Hier braucht der Lehrer selbst solche Ubungen oder grammatische
Spiele auszudenken oder kann in den Bibliotheken oder Buchhandlungen
eine Hilfe in der Form der entsprechenden Publikation finden. Heutzutage
sind viele methodische und didaktische Materialien zu Verfligung und
gerade hier kann der Lehrer finden, was er braucht.
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Zusammenfassend will man nochmals betonen, dass der spielerische
Aspekt beim Lernen, Uben und Festigen der grammatischen Strukturen sehr
bedeutungsvoll sein kann, weil die motivierende Kraft von Spielen ein
Wunder machen kann. Das Lernen wird nicht an Effektivitit verlieren,
sondern wird die Motivation und positive Einstellung der Schiiler bzw.
Studenten zur Grammatik verstirken. Das Verhalten des einzelnen Schiilers
bzw. Studenten durch die spielerischen Elemente im Unterricht wird
entwickelt, und die Spiele konnen sie auch auf die Bewiltigung der
Realitdt vorbereiten. Die Grammatikstunde wird fiir die Schiiler bzw.
Studenten interessanter sein, ihnen viel Spall machen, deswegen muss der
Grammatikunterricht  kreativ, kommunikativ, kontextbezogen und
motivierend im modernen Fremdsprachenunterricht sein.
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DER EINSATZ DER MINDMAP ALS ERFOLGSFAKTOR
DER TEXTPRODUKTION IM DAF-UNTERRICHT

Elvira GURANDA, Lina CABAC
Universitatea de Stat ,,Alecu Russo” din Balti

Abstract: Demersul de fata pune in discutie o metoda interactiva de predare-
invdtare la lectia colaborativa de limba straind. Sunt reliefate avantajele si
dezavantajele acesteia. In baza experientei de punere in practici a metodei si a
rezultatelor chestionarului completat de studentii implicati, s-a demonstrat
aplicabilitatea si eficienta ei la lectia de limba germana.

Cuvinte-cheie: metode de predare-invatare, lectie colaborativa, lectie centrata pe
elev, producere de texte, mind map.

Mind Mapping ist eine bewidhrte Methode des kollaborativen
Unterrichts, um Ideen zu sammeln, zu strukturieren und weiter zu
entwickeln. Sie erfordert keine Ausformulierung erster Ideen und
Denkansitze und bietet damit Raum fiir Kreativitit.

Mind Mapping erreicht ihre Popularitit in den 60er Jahren des
vorigen Jahrhunderts durch Tony Buzan, einen britischen Autor und
Psychologen. Seine Hauptidee ,,Mind Mapping ist fiir das Zeitalter der
Raumfahrt und Computer, was linear strukturierte Konzepte fiir das Mittel-
und angehende Industriezeitalter waren® hat groBen Einfluss auf die
Gestaltung des lernerzentrierten Unterrichts ausgeiibt [1]. Die
Lernmethode der MindMapstellt ein Diagramm dar, das durch seine
verzweigte Struktur die Hierarchie und die Zusammenhénge eines Themas
verdeutlicht. Somit eignet sich diese Methode zum einen gut dafiir, um
einen ersten Einblickin die behandelte Thematik zu geben bzw. zu
bekommen. Zum anderen eignet sie sich aber auch fiir die
Veranschaulichung und die Ubersichtlichkeitder hierarchischen Strukturen.
Sie  wird dabei als eine alternative Form betrachtet, um
Notizen anzufertigen, Beziigefestzustellen undInformationen zugliedern.

Im DaF-Unterricht eignet sich die MindMap besonders zum
Erfrischen des fremdsprachigen Wortschatzes. Es ist erwiesen, dass sich
Vokabeln am besten einprdgen, wenn man sie in einen thematischen
Zusammenhang setzt und mehrmals wiederholt. Des Weiteren kann man
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landeskundlicheEreignisse, wichtige Fakten zu einer Personlichkeit oder
einem Thema und vieles mehr mittels MindMapdarstellen lassen. Ebenso
eignet sich Mind Mapping fiir organisatorische Probleme. So kann man
einen Plan fiir die néchsten Schritte der Jahresarbeit oder der
Lizentiatsarbeit realisieren.

MindMap ist ein gut strukturiertes Verfahren, das mehreren Schritten
genau folgt, was im Néchsten deutlich gemacht wird. Normalerweise wird
eine MindMap auf einem grof3eren Blatt Papier konzipiert.Ein Wort in der
Mitte des Blatts macht den Anfang. Von dort verésteln und verzweigen sich
mehrere Linien, die andere mit Bildern, Symbolen und Farben kombinierte
Begriffe verbinden, zu baumartigen Gebilden.SchlieBlich entsteht ein Bild,
das einer Landkarte mit umherwirbelnden Gedanken gleicht. Oder wie es
ihr Erfinder Tony Buzan Ende der 1960er nannte: elne MlndMap[Z]

5 g
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Abb 1: Beispiele von baumartlgen MmdMap -Strukturen

MindMaps ergénzen an Bildungsanstalten (Schulen, Universitéten,
Fachschulen, Fort- und Weiterbildungskursen etc.) schon léngst
das Spektrum  der  Unterrichtstechniken.  Ahnlich  wie  beim
Brainstorming werden Begriffe gesucht, die mit einem Hauptthema
verkniipft sind bzw. damit assoziiert werden. Wéhrend diese Begriffe beim
Brainstorming aber nur gesammelt werden, geht es beim Erstellen einer
MindMap auch um das Strukturieren der entweder im Gedéchtnis
aufgerufen oder im Worterbuch nachgeschlagenen Worter.

Bei einer MindMap wird mit einer Baumstruktur gearbeitet, wobei
man den Baumstamm durchgesigt aus der Vogelperspektive betrachtet.Es
wird empfohlen, die folgenden Richtlinien dabei zu beachten:

e Oberthema oder Idee in der Mitte des Blattesdarstellen.Mdglich:
Oberthema und sonstige Gedanken durch Symbole oder Bilder
veranschaulichen;

o Kurze Begriffe und Schlagworterverwenden;
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o Moglichst viele Begriffe zum Thema hinzufiigen, bis eine
Baumstruktur, also eine MindMap, entsteht.
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Abb. 2: Struktur der MindMap
Wie jede moderne didaktische Methode stellt auch MindMap
bestimmte Vor- und Nachteile dar. Falls die MindMap fiir einen ersten
Uberblick oder eine Einfiihrung in ein bestimmtes Thema benutzt wird,
sollte man sein Augenmerk auf die folgendenVorteilerichten:

e  Minimale Kosten fiir Organisation: es reichen ein Blatt Papier und
ein Stift und schon kannmandamit arbeiten;

e Die graphische Darstellung erleichtert denGedankenfluss und die
Beziehungen zwischen den Begriffen zu einem bestimmten Thema liegen
klar auf der Hand;

e Die Gefahr, dass etwas Wesentliches auler Acht gelassen wird, ist
gering;

e Man kann jederzeit neue Themen bzw. Zusammenhinge
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hinzufiigen und die MindMap vervollkommnen.

Es ist nachvollziehbar, dass dieses Verfahren mehrere Vorteile aufweist.
Trotzdem, wie jedem Phénomen, sind dieser Methode auch Nachteile eigen.
Zu den bedeutendsten konnten folgende zwei Aspekte unterstrichen
werden:

o Nicht alle Themen lassen sich als MindMap behandeln;

e Die MindMap nimmt manchmal viel Zeit in Anspruch.

Die Relevanz dieser Methode wurde von uns im Rahmen des
Deutschunterrichts bewiesen. Die klare Struktur der MindMap erlaubte den
Studierenden sich schnell einzuarbeiten, ihren Gedanken Freiraum zu
geben. Die Kommunikation in den gebildeten Kleingruppen verlief frei,
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ungezwungen und hemmungslos. Dabei entstand unwillkiirlich ein lockeres,
freundliches, zielorientiertes Lernklima. Obwohl manchmal die
Studierenden bei der Diskussion zur Muttersprache iibergingen, blieb die
deutsche Sprache das Hauptkommunikationsmittel in der Gruppe.

Das Ziel dieser Methode besteht nicht nur in dem Trainieren der
Gruppenarbeit, in dem Erarbeiten und Uben des Wortschatzes zu einem
bestimmten Thema, sondern {iiberwiegend in der Entwicklung der
Textproduktionsfahigkeit. Die Texte werden auf der schriftlichen sowie
miindlichen Sprachebene produziert. Das fiihrt konsequenterweise zur
Entwicklung der Sprech- und Schreibfertigkeit in einer Fremdsprache, die
einen Schwerpunkt jedes DaF-Unterrichts bildet.

Die Applikabilitit der MindMap wurde durch einen von uns
erstellten Fragebogen bekréftigt, auf den rund 54 Studierenden geantwortet
haben.

Tabelle 1: Fragebogen

gar nicht
kaum
mittelméBig
ziemlich
sehr

1. Die MindMap hilft mir die Ideen zu
einem Thema klar zu strukturieren.

2. Nach dem Erstellen einer MindMap
habe ich eine klare Vorstellung von dem
zu verfassenden Text bekommen.

3. Die Zusammenhénge einer komplexen
Aufgabe sind mir nach dem Erstellen der
MindMap sichtbar.

4. Die Zeichnungen unterstiitzen mein
Gedéchtnis.

5. Mit der MindMap kann ich die
Aussagen besser formulieren.

6. Ich kann die MindMap-Methode auch fiir folgende Aktivititen
einsetzen:

Die Ergebnisse der Befragung sind in den folgenden Diagrammen
abgebildet:
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1. Frage

~J 35,30% = ziemlich
B sehr
64,70%
2.Frage 3. Frage

B ziemlich Lo

5,88 11.76% H ziemlich
%_ 0 41,17 el 29,41%
_i . % M sehr ‘ M sehr
‘ ¥ mittelmaR o mittelmak
. ig

52,94

18

% 58,82%
4. Frage
W ziem
23,52 ;
lich
%
M sehr
76,47
%
5. Frage
_\/3;,29% o ziemlich
W sehr

64,71%

Abb. 3: Ergebnisse der Abfrage
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Zu der letzten Frage haben die Studierenden eine Reihe von
Einsatzmoglichkeiten der MindMap formuliert: Projekt, Workshop, Poster,
neues Thema behandeln, wissenschaftliche Arbeit, mit Wortschatz arbeiten,
grammatischer Stoff, Brief, Aufsatz, Zeitplanung, alles strukturieren,
Prdsentationen, Konferenz, Vorbereitung auf die Priifung, Hausaufgaben,
Vorbereitung auf ein Gesprdch, einen Text strukturieren, PPT-
Prdsentation, Motivationsbrief schreiben. Diese Antworten zeigen, dass die
MindMap als Verfahren von ihnen verstanden und weitere Verwendung
auch auBerhalb des Klassenraums finden kann.

AbschlieBend ldsst sich behaupten, dass sich die MindMap als eine
erfolgreiche ergidnzende Lehr- und Lernmethode erwiesen hat. Die
Einfachheit der Verwendung und die Vielfalt der Einsatzmoglichkeiten gibt
uns die Hoffnung und die Sicherheit, dass sie einerseits zur Entwicklung
der wichtigen Sprechfertigkeiten gebraucht wird, und andererseits, dass sie
den Methodenkasten der Deutschlehrer bereichern kann. Zudem hat ihr
Einsatz bei den Studierenden mehrerer Lehrgidnge Anerkennung gefunden.

Bibliographie:
Buzan,T., Griffiths,Ch., Harrison,J. Modern Mind Mapping For Smarter
Thinking. Proactive Press 2012. ISBN 9781908934079
Buzan, T., Buzan, B.Das Mind-Map-Buch. Die beste Methode zur
Steigerung lhres geistigen Potenzials. Moderne Verlagsges. Mvg 2005.
ISBN 978-3636062437
Buzan, T.Das kleine Mind-Map-Buch. Goldmann Verlag 2004. ISBN 978-
3442166565
Heuer,W., MindMaps im Fremdsprachenunterricht. Max Hueber Verlag,
Ismaning 2001/2002
https://thesius.de/blog/articles/mind-map-erstellen/
http://zmija.de/mindmap.htm
https://blog.goethe.de/majstersztyk/archives/49-Kollaboratives-
Mindmapping-im-Unterricht.html
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ZUR FORDERUNG MULTIMODALER KOMPETENZ IM DAF-
UNTERRICHT
Tatiana KONONOVA, dr., lector univ.
Staatliche Alecu-Russo-Universitét, Balti

Zusammenfassung: Der vorliegende Beitrag widmet sich der multimodalen
Kompetenz, dieimmer intensiver in die fremdsprachliche Unterrichtspraxisriickt
und auf dem Verstehen digitaler Bilder im Kontext Text-Bild-Kombinationen in
Foto- und Video-Communitys der Social Webs beruht. Ferner werden einige
konkrete Anregungen fiir Einsatzmoglichkeiten der Text-Bild-Kombinationen im
DaF-Unterricht  aufgelistet, sortiert nach einzelnen  Bereichen des
Fremdsprachenunterrichts.

Schliisselworter:  Multimodalitit, multimodale  Kompetenz,  Multimedia-
Umgebung, Text-Bild-Konstruktionen, Text-Bild-Verstehen, Foto- und Video-
Communitys, Social Webs, Bildrezeption, Bildproduktion, Notizfunktion, Tags

Im 21. Jahrhundert findet Kommunikation hiufig in den digitalen
Medien statt und tritt in aktuellen Forschungen als ,visuelle
Kommunikation* (Schmitz, Steinseifer) oder ,Bildalphabetisierung™ (.
Doelker) in Erscheinung. Das wachsende Interesse an Bildern und Text-
Bild-Kombinationen (ebenfalls Text-Bild-Formate, Text-Bild-
Kommunikate,  Text-Bild-Gefiige, Text-Bild-Relationen,  Text-Bild-
Ensemble genannt) fiir Lehr- bzw. Lernprozesse in Multimedia-
Umgebungen hat die Herausbildung der sich gerade konstituierenden
»Bildlinguistik™ bewirkt, bei der es sich um einen noch weitgehend
unerforschten Teilbereich innerhalb der Text- und Medienlinguistik
handelt.

Th. Hug (2011) spricht von einem Visualisierungsschub (pictorial
turn), der sowohl quantitative als auch qualitative Ziige trdgt: Der
qualitative Aspekt betrifft den Umgang mit Bildern sowie verdnderte
Sehpraxen, der quantitative ist auf die einfach gewordene Herstellung
digitaler Bilder sowie deren massenhafte Nutzung zuriickzufiihren, nicht
zuletzt in Foto- und Video-Communitys des Social Webs (Hug 2011: 54).

Infolgedessen entstanden grundlegende Untersuchungen zum Text-
Bild-Verstehen, welche auf entsprechende Arbeiten der
Multimodalitédtsforschung Bezug nehmen.
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In Anlehnung an Ch. M. Siever (2014) wird unter Multimodalitét die
Kombination von mehreren Sinnesmodalitdten (visuell, auditiv, taktil) oder
Kodalititen (Sprache, Bild, Ton) verstanden (Siever 2014 : 381).

Eine dhnliche Definition finden wir bei H. Stockl (2011), der unter
Modalitdt ,, Texte und kommunikative Handlungen versteht, die mehrere
verschiedene  Zeichensysteme (Sprache, Bild, Ton) beinhalten"
(Stockl2011: 45).

M. Steinseifer (2011) rdumt in dieser Hinsicht ein, dasszuweilen eine
Differenzierung zwischen Multimodalitét (mit unterschiedlichen Sinnen zu
rezipierendes Kommunikat) und Multikodalitdt (aus verschiedenen
Zeichenarten bestehendes Kommunikat) vorgenommenwurde und wird,
doch hat sich diese Unterscheidung nicht durchgesetzt (Steinseifer 2011:
170).

H. Stockl (2011) und S.-P. Ballstddt (2005)rechnen der
Multimodalitét visuelle und verbale Komponenten zu, die miteinander eng
verkniipft sind und in rezeptive bzw. produktive multimodale Kommunikate
unterteilt werden (Stockl 2011: 45/ Ballstadt 2005: 61-62).

U. Schmitz (2004) betont, dass konzentrierter Nachvollzug,
Verstehen der Bauweise, kritische Reflexion und gegebenenfalls bewusste
Eigenproduktion der Text-Bild-Kombinationen eine Erweiterung der
Lesedidaktik erscheinen lassen (Schmitz 2004: 230).

V. Frederking et ali (2008), der sich dieser Behauptung anschlieft,
unterscheidet zwei  Griinde, warum Text-Bild-Kommunikate im
Deutschunterricht behandelt werden sollten:

1) ,weil viele visuelle Medienangebote auch sprachliche Anteile
aufweisen und

2) ,,weil Verstehen eng mit sprachlichen Prozessen der Verbalisierung und
der Kommunikation verkniipft ist. Bildrezeption (Wahrnehmen,
Erschliefen, Reflektieren) erfordert stets sprachlich-kommunikative
Prozesse (z. B. Feststellen, Benennen, Paraphrasieren, Begriinden)™
(Frederking et ali 2008: 132).

Daher ergibt sich, dass es im Fremdsprachenunterricht neben der
Sprachkompetenz auch die multimodale Kompetenz zu fordern gilt.

An dieser Stelle ldsst sich zusammenfassend festhalten, dass
multimodale Kompetenz, die sich bei Text-Bild-Kommunikaten aus einer
Kombination aus visueller und verbaler und bei Filmen auch auditiver
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Kompetenz zusammensetzt, kognitive und text- bzw. medienpraktische
Tatigkeiten umfasst, die sowohl fiir die Rezeption als auch fiir die
Produktion von multimodalen Kommunikaten benétigt werden, um die
Integration der verschiedenen Zeichenressourcen zu einer semantischen,
syntaktischen, und funktionalen (pragmatischen) Gesamtheit im
Fremdsprachenunterricht zu ermoglichen (vgl. Stockl 2011: 45).

An selber Stelle unterscheidet H. Stockl (2011) 5 Komponenten

(Fahigkeiten), die zur multimodalen Kompetenz z&hlen:

1. Sorten bzw. Typen von Bildern kategorisierend zu erkennen;

2. dem Bild eine im Verwendungskontext relevante Bedeutung
zuzuweisen;

3. den Sprachtext im Abgleich mit der visuellen Botschaft zu verstehen;

4. semantisierte Sprache und kontextualisiertes Bild zu integrieren und

5. die Bildlichkeit der Sprache und der Textfliche bzw. des
Schriftkorpers in den Prozess des Gesamtverstehens einzubeziehen
(ebd.: 45).

Die meisten DaF-Lernenden realisieren die (multimodale)
Kommunikation in Social Webs, die Communitys wie Social-Networking-
Communitys (z.B. Facebook) oder Social-Sharing-Communitys (z.B.
YouTube, Flickr), den darin entstehenden User Generated Content (=
nutzergenerierte Inhalte) sowie die sich bildenden sozialen Netzwerke
zwischen den Nutzenden umfassen (Siever 2014: 383).

Die dort veroffentlichten Bilder sind stets mit Texten versehen, so
beispielsweise mit Albumtiteln, Bildtiteln, Bildunterschriften, Tags
(Schlagworten) und Kommentaren unterhalboder innerhalb der Bilder.
Gerade die sogenannte Notizfunktion mittels der Kommentare innerhalb
von Bildern ist fiir den DaF-Unterricht von besonderem Interesse (ebd.).
Das vom Nutzer erstellte multimodale Kommunikat besteht aus der
Fotografie, dem Bildtitel ,It’s all aboutlove®, der Bildbeschreibung
»Worum geht es im Leben? Worum geht es bei unseren Bestrebungen?
Worum geht es in unseren zwischenmenschlichen Beziehungen? Wir suchen
immer nach den Sternen und Grofen im Aufen, bei anderen oder
woanders. Doch lasst uns doch einfach mal nach dem Stern in uns selber
suchen. Lasst uns die Dinge mit Liebe tun und die Liebe in uns selber
erwecken. Vielleicht entdecken dadurch die Menschen um uns herum auch
ihre Sterne in sich selber.“ sowie den Tags ,,wandern/ hiking/ deutschland/

3

licht/ elbsandsteingebirge/ sdchsische schweiz/ sterne/ nacht/ himmel/ blau‘
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und den Kommentaren: 1) Sehr schones Bild und der Text dazu ist klasse!!
Du hast offensichtlich ein Faible fiir Philosophie :-); 2) Vielen Dank
Carola! Ja, fiir Philosophische Sachen interessiere ich mich gerne und hin
und wieder ist mir danach etwas davon zu einem Bild zu schreiben. Und
dann hab ich jetzt auch eine Biografie iiber Michael Jackson gelesen die
mich dahingehend auch sehr inspiriert hat =); 3) Ein klasse Gesamtwerk; 4)
Auch wirklich klasse gemacht thumbsup.

Fig. 1. ,It’s all about love®,
https://www.flickr.com/photos/philippzieger/36292189966/#comment7215768757
9360900

Ein weiteres Beispiel fiir Fotografie vom Social-Sharing-

Das Bildtitel ,,Zusammen®, die Tags

,,bayern/deutschland/
westpark/junge/madchen/natur/
blatter/bdume/himmel/“  und  den

Kommentaren: 1) Sieht aus wie im
Mirchen; 2) Schoner Ausblick!

Fig. 2.
Zusammen,https://www.flickr.com/photos/88203791@N00/8179824327/in/

dateposted/
Einsatzmoglichkeiten der Text-Bild-Kombinationen im DaF-

Unterricht:

Bilder aus dem Social Web konnen einerseits offline verwendet
werden, andererseits auch online. Im Folgenden listen wir einige konkrete
Anregungen fiir Einsatzméglichkeiten im DaF-Unterricht auf, sortiert nach
einzelnen Bereichen des Fremdsprachenunterrichts:
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Wortschatz / WortfelderundWortfamilien / Semantik
Thematische Wortschitze zu einem Bild erstellen (Wortfelder,

Wortfamilien, Tags);

Wortschatziibungen rund um Fotografien und digitale Medien
erfiillen (z.B. Kommentar hinzufiigen, Kommentar posten,
hochladen/uploaden, herunterladen/ downloaden usw.);

Der Reihe nach werden in einer Gruppe oder im Plenum Gegenstande
oder Eigenschaften von Gegenstinden genannt, die im Bild zu sehen
sind (z.B. ,Natur”, ,Bus“, ,Berg“, ,Erstklassler, ,Frau“ |,
,melancholisch® usw.);

Ein paar Bilder/Icons werden ausgewihlt, die in einer Geschichte
vorkommen sollen. Zunéchst sammelt man einzeln oder in Gruppen
zu den verschiedenen Bildern passende Worter (Kommentar- oder
Tagging-Funktion nutzen). Dabei sollen sowohl Wortfamilien
(Worter mit demselben Wortstamm) als auch Wortfelder (Synonyme
usw.), Homonyme, Metaphern oder andere Stilmittel verwendet
werden. Wahlweise konnen die Geschichten frei erfunden werden
oder nach bestimmten Vorgaben, z.B. bestimmte Textsorten:
Anreden, Werbeslogans, Heiratsantrige usw.;

(In-)Kongruenz Wort-Bild: Lehrperson vergibt passende sowie
unpassende Tags zu einem Bild; Lernende sollen iiberpriifen, welche
Tags zum konkreten Bild passen und welche nicht;

Lehrperson verfasst eine Bildbeschreibung mit Liicken. Die Worter,
die in die Liicken gehoren, werden als Tags angegeben und sollen
von den Lernenden an der richtigen Stelle eingesetzt werden (Tags
entweder flektiert oder unflektiert angeben);

Bildbeschreibung verfassen: Im Text miissen alle Tags verwendet
werden, die ein Bild enthilt;

Die heutige Kommunikation z.B. im Nachrichtendienst WhatsApp
oder Viber enthdlt immer mehr Bildelemente (die sogenannten
Emojis). Die Lernenden sollen Texte erstellen, bei denen Worter
oder Wortbestandteile durch Emojis ersetzt werden.
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Lieber Tim, wir wollten ja eigentlich
heute Abend im Kino den neuen

James-Bond-i&& anschauen, da es  Fjg. 3. Emojis im DaF-Unterricht
jetzt aber doch nicht ™ und die ¢

so schén scheint, wollte ich fragen,
ob wir nicht stattdessen in den [W/ -
garten wollen? Wir konnten mit dem
&% hinfahren, konnte dich so um /
Uhr abholen, was meinste? Lg Uwe

Phraseologie
Die Lernenden suchen zu bekannten deutschen Sprichwortern oder

Redewendungen Bilder auf Flickr, die diese illustrieren. Davor sollen im

Plenum die Bedeutungen der einzelnen Sprichworter erldutert werden und

die Sprichworter/Redewendungen werden als Tag hinzugefiigt.

Grammatik

— Memory-Kirtchen werden erstellt, auf einem jeweils das Bild, auf dem
anderen das dazugehorige Wort mit Genus, Pluralform, Konjugation der
Verben usw.;

— Die Lehrperson legt den Lernenden Bildtitel vor, die anderen Lernenden
sollen vermuten, was auf dem Bild zu sehen ist. Dabei sollen
vorgegebene Strukturen verwendet werden, z.B.
Konjunktivkonstruktionen, ,,entweder — oder*, ,,einerseits — andererseits*
usw. Im Anschluss daran folgt die Auflosung, was auf dem Bild
tatsdchlich zu sehen ist.

(Dialogische) Kommunikation

- In der Unterrichtskommunikation miissen fiinf zentrale
kommunikative Aufgaben gelést werden, und zwar Bezugnehmen
(iber deiktische Ausdriicke oder Notizen auf Flickr), Beschreiben
(was ist zu sehen?), Deuten (MutmaBungen zum Bild), Erldutern
(Verwendung von Hintergrundwissen) und Bewerten (wie gefallt mir
dasBild?) (vgl. Hausendorf 2011: 524). Die Kommentarfunktion kann
beispielsweise genutzt werden, um die einzelnen kommunikativen
Aufgaben zu 16sen;

- Bilder bewerten: Mehrere Bilder sollen mittels Komparation
miteinander verglichen werden (z.B. ,schon — schoner — am
schonsten oder ,bunt — bunter— am buntesten etc.; ,.das
interessanteste Bild ist — am interessantesten ist...“);
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Innerhalb von Bildern konnen Dialoge mit Hilfe von Notizen
(Sprechblasen) erstellt werden. Viele niitzliche Ideen zum
interaktiven Vorgehen beim Erstellen der Dialoge/Sprechblasen zu
Dialogen an Hand der Bilder kann man auf den Lernplattformen
Pixton, Make Beliefs Comics, Wittycomics und Storyboardthat
finden, die im Rahmen der on-line-Konferenz ,,Educatie online®, im
Webinar ,,Textul multimodal-crearea si receptarea benzilor desenate
cu ajutorul platformelor Pixton, MakeBeliefsComics, Wittycomics si
Storyboardthat® von Cristina Ursu (Republik Moldau) prisentiert
worden sind.
https://www.youtube.com/watch?v=EQVHV7AKieU&feature=youtu.
be&fhclid=lwAR3hBupXmaJlJz5bmDkr4EIhMJo32KwjOJINeHkftB
S5uZYIEXxTdpQOcry2Kk

Sprachreflexion

Im Unterricht soll an Hand von Beispielen reflektiert werden,
inwiefern  sich  die  deutsche  Sprache in  einzelnen
Kommunikationsplattformen wie Flickr vom Sprachgebrauch des
Standards unterscheidet (z.B. Schreibfehler, Tippfehler, Smileys,
Abkiirzungen);

Lernende sollen sprachliche Fehler auf allen Ebenen (Orthographie,
Grammatik) auf Flickr-Fotoseiten aufdecken (in den Bildtiteln,
Bildbeschreibungen, Kommentaren). Die Lernenden sollten die
Textbeispiele herauskopieren, die Lehrperson stellt die fehlerhaften
Texte zusammen und erstellt daraus ein Arbeitsblatt (Papier oder
digital), die Lernenden korrigieren im Anschluss daran alle
gefundenen Fehler.

Landeskunde und interkulturelle Kompetenz
Landeskunde: Fotos iiber die Stadt/Region, in der sich die Lernenden
befinden, werden auf Flickr gesucht, aber es konnen auch Sammlungen
oder Collagen zu verschiedenen Aspekten selbst erstellt werden, z.B.
Lieblingsorte in der Stadt, Ausflugtipps, Historisches zur Stadt usw.
Die Lernenden konnen Bilder/Sehenswiirdigkeiten aus ihrem
Herkunftsland zusammenstellen und den anderen Lernenden
présentieren;
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— An Hand der Fotografien kénnen anschlieBend Ubungen zum
Kulturvergleich erfiillt werden.

Multimodalitdt als  Forschungsgegenstand  dersich  gerade
konstituierenden  Bildlinguistik  rlickt immer intensiver in die
fremdsprachliche Unterrichtspraxis und beruht auf dem Verstehen digitaler
Bilder im Kontext Text-Bild-Kombinationen in Foto- und Video-
Communitys der SocialWebs. Der didaktische Aspekt der jeweiligen Bilder
verkniipft Bildrezeption (Wahrnehmen, Erschliefen, Reflektieren) und
sprachlich-kommunikative Prozesse (z. B. Feststellen, Benennen,
Paraphrasieren, Begriinden), was der Forderung der multimodalen
Kompetenz neben der Sprachkompetenz in Lehr- bzw. Lernprozessen eine
hohe Gewichtigkeit verleiht. Multimodale Text-Bild-Kommunikate aus
Social Webs bzw. Foto-Communitys wie Flickr verfiigen iiber ein groBes
didaktisches Potenzial und verhelfen dazu, grundlegende Teilbereiche der
Fremdsprachendidaktik wie Wortschatzarbeit, Grammatik, (dialogische)
Kommunikation, landeskundliche Kenntnisse sowie interkulturelle
Kommunikation mal anders in der Unterrichtspraxis zu realisieren.
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ZUR ENTWICKLUNG INTERKULTURELLER KOMPETENZ
IM DAF-UNTERRICHT
Ana POMELNICOVA,
dr.conf.
Staatliche Alecu-Russo-Universitét, Balti

AHHOTauusi: B cmamve npedcmasnen meopemuyecKuil AHAIU3 KOHYenyuu
MEIUCKYNLIMYPHOU KOMIEMEHMHOCMU, KOMOPAsl pACCMAMPUBAEmcst MOYKU 3PEHUs.
KOHYenmyaibHulx uoeti KOMNemeHmHoOCmH1o20 nooxooa. Aemop daem onpeoenenue
NOHAMUSL «KOMNEMEHYUSLY U OeMOHCMPUPYem, 4mo 061A0eHUEe MENCKYIbMYPHOU
Komnemenyuet opmupyem 0CHO8Y 015 8blpabomKu y 0yOywux cneyuaiucmos
He0OX00UMbIX  HABLIKOG  YCNEWHO20  BCOCHUS  MEJCKYIbIMYPHLIX — OUANI0208:
MobunvbHOCMU, 2UOKOCMU, NPUCNOCOOISEMOCIU K HOBbIM — CUMYAYUSAM, YO
npeononazaem uHmezpayuio TUYHOCMU 8 2100AIbHYIO U HAYUOHAIbHBIE KYJIbILYDbI.

KimoueBbie caoma: interkulturelle Kompetenz, kompetenzbasierter Ansatz,
Kompetenz, interkulturelle Kommunikation, Féahigkeit, Fremdsprachenunterricht

Der Fokus auf die Internationalisierung der modernen
Hochschulbildung im Kontext von Globalisierungsprozessen fiihrt
zwangsldufig zu einer verstarkten Interaktion von Sprachen und Kulturen.
Diese Situation erfordert die Entwicklung der Fahigkeit der Studierenden,
sich im beruflichen Kontext effektiv durchzusetzen.

Interkulturelle Kontakte fithren zum Austausch von Ideen, zur
Verbreitung bestimmter Kulturelemente Uber ihre Grenzen hinaus. Die
Kommunikation kann jedoch aufgrund unterschiedlicher Wahrnehmungen
der Welt, Sprachbarrieren und kultureller Unterschiede Schwierigkeiten
bereiten. In diesem Zusammenhang besteht ein dringender Bedarf am
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Unterrichten einer Fremdsprache unter Einbeziehung von Methoden, die
interkulturelle Kommunikationskompetenz bilden.

In unserem Beitrag befassen wir uns mit dem Problem der Bildung
interkultureller ~ Kompetenz  von  Studierenden im Deutsch als
Fremdsprachenunterricht, indem wir auf die Fragen unter Beriicksichtigung
der kulturellen und mentalen Unterschiede der Studierenden angehen, was
die Voraussetzung fiir einen erfolgreichen Dialog der Kulturen bildet.

Die meisten Forscher sind sich einig, dass Kompetenz mit einer
ausreichenden Menge an Fihigkeiten verbunden ist, die eine Person besitzt
und mit deren Hilfe sie in der Lage und bereit ist, selbststindig Ziele zu
bestimmen, um die Aufgaben zu erfiillen, denen sie im Alltag
gegeniibersteht.

Der moderne Arbeitsmarkt schreibt die Notwendigkeit vor,
wettbewerbsfahige, ausgebildete Fachkréfte auszubilden, die in der Lage
sind, sicher und effektiv an der professionellen, geschéftlichen,
soziokulturellen und alltiglichen Kommunikation mit Kollegen aus anderen
Léndern teilzunechmen

Die interkulturelle Kommunikationskompetenz sei als Teil der
Kommunikationskompetenz betrachten, die sich in der Fahigkeit duBert,
einen verbalen Kontakt herzustellen, d.h. den Ausdruck von Gedanken im
Prozess der Interaktion mit anderen Kommunikationsteilnehmern
ermdglichen. Es sei zu erzielen, indem man das System von Sprachnormen
verwendet und das Kommunikationsverhalten entsprechend der
authentischen Kommunikationssituation auswéhlt (Latypova 2018). Ein
interkultureller Ansatz setzt die soziokulturelle Ausrichtung des
Fremdsprachenunterrichts voraus, macht die Schiiler mit der Kultur der
Lander der Zielsprache vertraut, um die Kultur ihres Landes besser zu
verstehen, sie mit fremdsprachigen Mitteln zu présentieren und die
Gleichheit der Kulturen zu gewéhrleisten (Biboletova u.a.2013).

Das System von Werten, Normen, Idealen, das fiir eine soziale
Gemeinschaft charakteristisch ist, ist in Texten, Legenden, Brauchen und
Traditionen verankert, die den Sinn der Existenz einer Person und einer
Gesellschaft zusammen mit der Kultur bilden.

Interkulturelle Kommunikationskompetenz basiert auf Wissen,
Verstandnis und  Einhaltung der  universellen Regeln  und
Verhaltensnormen, die die internationale Kommunikationsetikette
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ausmachen. Die Beherrschung dieser Féhigkeit ermoglicht einem
Absolventen, selbst bei mittelmédBigen Fremdsprachenkenntnissen ein
gegenseitiges Verstindnis mit Vertretern verschiedener Kulturen zu
erreichen, Kontakte mit ihnen aufzubauen, ihre kulturellen Werte zu
erkennen, aufkommende Unterschiede in Kommunikationsmanieren,
Verhalten, Lebensstil, Briuchen, Traditionen zu tolerieren.

Unter dem Gesichtspunkt des kompetenzbasierten Ansatzes ist die
Grundlage der Kompetenz eines Spezialisten mit Beherrschung der
deutschen Sprache das System entwickelter Kompetenzen, dessen Inhalt
durch Besonderheiten der kiinftigen beruflichen Tétigkeit geprigt wird
(Latypova, Madjuga 2016).

Die Entwicklung interkultureller Kompetenz als Bestandteil der
Fachkompetenz eines zukiinftigen Spezialisten findet im Hochschulsystem
statt, das heutzutage zum Faktor fiir die Entwicklung des internationalen
Verstiandnisses wird.

Unter den vielen Kompetenzen, die in verschiedenen Phasen der
Berufsausbhildung von Studenten gebildet werden, ist die interkulturelle
Kompetenz am  wichtigsten, da sie den  Charakter  der
zwischenmenschlichen Beziehungen bestimmt, die Probleme in einem
multiethnischen Umfeld hervorhebt, die Beteiligung am Dialog der
Kulturen sichert. Interpersonale Beziehungen sind in der eigenen
Herkunftskultur auch nicht immer einfach. Fiir einen fremden Kulturkreis
werden sie zu einer echten Herausforderung (Biboletova u.a.2013).

Unkenntnis der national spezifischnen =~ Komponenten  der
kommunizierenden Kulturen kann den Prozess der interkulturellen
Kommunikation erheblich erschweren. Eine der wichtigsten Aufgaben beim
Unterrichten  einer  Fremdsprache ist daher, die erforderlichen
Sprachkenntnisse zu, Studierende mit den aktuellen Sprachnormen vertraut
zu machen sowie eine positive Einstellung gegeniiber einer Fremdsprache
zu fordern.

Damit der Prozess der Vorbereitung wvon Spezialisten mit
Beherrschung der deutschen Sprache

effektiv ist, ist eine klare Organisation des Bildungsprozesses
erforderlich, die auf organisatorischen, motivationalen Ziel- und
Inhaltskomponenten basiert, die zur Beherrschung des Wissens beitragen
(Cecun 2007: 19).
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Die Inhaltskomponente umfasst eine Vielzahl von interkulturellen
Kenntnissen, die zur Entwicklung einer ganzheitlichen Sicht auf die Kultur
des Landes der Zielsprache beitragen. Dazu gehdren grammatikalische
Strukturen, Ausdruckseinheiten, Regeln fiir Etikette, sprachliche Realitéten,
Kenntnis des Landes und seiner Geschichte sowie der nationalen
Traditionen (Gudcov 2000: 9).

Spezialisten mit Beherrschung der deutschen Sprache sollen vom
Lehrer motiviert werden, Kultur und Sprache zu lernen. Es wird davon
ausgegangen, dass die Studierenden bewusst eine Reihe von Zielen
verfolgen: Erwerb von allgemeinen und besonderen Kenntnissen,
Entwicklung des Interesses an Disziplin, Entwicklung von bestimmten
Fahigkeiten und Fertigkeiten.

Bei der Bildung von Fachkompetenz sollte der interkulturelle Aspekt
des Schulungsinhalts nicht nur das Wissen iiber die Unterschiede zwischen
den Kulturen und das Wissen umfassen, das zur Uberwindung von
Schwierigkeiten bei der Kommunikation mit auslédndischen Kollegen
erforderlich ist, sondern auch das Wissen, das eine solide Grundlage fiir die
Selbstentwicklung im Rahmen der ,Interaktion von Kulturen schaffen
kann.

Das Wissen sollte allgemeine kulturelle und professionell markierte
Komponenten enthalten. Die allgemeine kulturelle Komponente kann
folgende Phidnomene umfassen: Vorstellungen iiber Stercotypen
verschiedener Kulturen und Moglichkeiten, diese zu iiberwinden;
Vorstellungen iiber die Kulturtypen und kulturelle Tabus; Besonderheiten
und Wert der fremden Intonation im miindlichen
Kommunikationsgebrauch.

Fir ein besseres und angemessenes Verhalten in kulturellen
Uberschneidungssituationen muss ein Spezialist mit Kenntnissen der
deutschen Sprache neben der allgemeinen Bereitschaft zur Kommunikation
und Interaktion folgende Fahigkeiten besitzen:

- Orientierung in eigener und fremder kultureller Werte und
Einstellungen (Sachkompetenz);

- Korrekter Umgang mit Stress (Sozialkompetenz);

- Erkennung der Abhingigkeit von kulturellen Werten und
Einstellungen des Herkunftslandes (Selbstkompetenz);

- Vermodgen, die eigene und eine fremde Kultur zu analysieren
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(Handlungskompetenz) (Kiel 2001).
Nach Ewald Kiel kann die Entwicklung einer interkulturellen
Kompetenz in sechs Etappen eingestuft werden:

1.Kulturelle Sensibilisierung

2.Methoden der Kulturanalyse

3.Analyse der eigenen Kultur

4.Analyse einer Zielkultur

5.Entwicklung kultureller Regeln einer Zielkultur

6.Uberpriifung der entwickelten Regeln in einer Zielkultur (Kiel 2001:13).

Es wire sinnvoll, die zweite Stufe auszuschliefen, da sie in der
Tatsache eine Auflistung von Lebensstilen darstellt (individualistisch,
egalitdr, fatalistisch, hierarchisch usw.). Und der Logik nach konnen
Methoden keine Stufe der Entwicklung einer Kompetenz bilden.

Die Entwicklung interkultureller Kompetenz fiithrt dazu, dass ein
erfolgreicher konkurrenzfihiger Spezialist mit Kenntnis der deutschen
Sprache im Stande ist, durch den Kontrast von eigener Kultur und fremder
Kultur eigenes kulturbedingtes Handeln zu analysieren und das Handeln
von Vertretern anderer Kulturen zu verstehen und addquat zu interpretieren.

Die Entwicklung dieser Fahigkeit des Spezialisten ist unmdglich auf
eine einzelne Stunde oder selbst auf ein bestimmtes Fach im Studienplan zu
beschrinken (wie z.B. Landeskunde, Kulturologie o0.4.). Es wire
zweckmaBiger und korrekter diese Fahigkeit facheriibergreifend im Prozess
der Ausbildung zu vermitteln.

Die Aneignung interkultureller Kompetenz  ermdglicht das
Voraussehen Bewiltigung von Schwierigkeiten im Prozess der
interkulturellen Kommunikation, um einen erfolgreichen Dialog der
Kulturen zu fiihren und akzeptable Losungen zu finden.
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Abstract: Fiecare emotie a evoluat de-a lungul civilizatiilor pentru a ne pdstra in
sigurantd, pentru a ne ajuta sa supravietuim. Suntem in permanenta traversati de
emotii negative - fricd, anxietate, tristete, furie, agresiune, gelozie, rusine, etc.
Oamenii de stiinta Ekman, Plutchik si Humaine au sugerat diferite metode de
clasificare a emotiilor. Studiul propus identifica, analizeaza si clasifica emotiile
negative aparute dupd agitatia Brexit. Sugereaza tehnici, strategii de gestionare a
emotiilor, desi emotiile neplacute sunt, de asemenea, justificate. Emotiile negative
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se sublimeaza prin inteligenta limbajului. Grija pentru calitatea limbii este
responsabilitatea lingvistilor, jurnalistilor, bloggerilor, oamenilor de stiinta etc.

Key words: language ‘watch dogs’, spiritual peak, language intelligence level,
turmoil exoil.

Both positive and negative words and (multiwords) expressions as
well as neutral ones serve the modern language both in present day policy
and in the renovated economy worldwide etc. Their servants are famous
(and less known) journalists, statemen, writers, editors, personalities,
scholars, economists and a lot of common readers. Whenever they write,
describe and analyse the new realities, concepts, ideas, new trends it is
usually the reader they can adjudicate that the journalists, first of all, are
among the accomplished authors with high linguistic attitudes and potential
that make up and determine them as the main creators and builders of
contemporary language; they can be considered the true language “watch
dogs” that decide what new words and expressions should be note down in
dictionaries and what contention should be preserved, what elements should
be left out or wholly changed.

Lots of social subject cultivates and develops a great variety of things
in depth and undoubtedly trains subtle intelligence attitude towards the
people’s elevated knowledgeable and advanced level meaning of next
generation spiritual peak erected by unexplored, brand-new elements
among which are the language up-to-the minute units apt to revolutionalize
and remold the future generation’s spiritual greatness. Watchdogging the
language units development and the ability directed to communication skills
embracing empathy, correctness, fidelity, love straight-forward will be
largely used by a friendly, future human society to human beings, animals,
environment, etc.

Aiming at improving the quality of life, people should be instructed
and educated as there are still humans with poor knowledge, etc. That is
why the language intelligence level should be improved within a certain
concrete generation rather than within an époque (a century). One should
examine the success of today IT (Intelligence Technology) that swiftly
surpassed the modern potential level of human beings leaving behind a
great number of trained and well-read individuals; they are based on deep
knowledge that improves the individuals’ intelligence developing the
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boldness to exceed the edge of fantasy (imagination).

Language intelligence can substantially develop a friendly attitude
towards migration, especially during socio-economic and environmental
crises creating common bank, investment funds, exchange of students.
Those who want to leave in isolation are more precautions towards possible
natural and social calamities, though these nations share their experience,
aptitudes, skills in order to develop their economy, especially starting with
food, medicine, infrastructure, education, etc. A friendly attitude towards
people in need is performed by languages that has developed a high level
potential of intelligence shrinking and behaviour, i.e. the level of
intelligence as a result of education encapsulating empathy, towards fellow
creatures.

Methods and resources’ potential to create words and expressions
with negative emotions.

Ways expressing negative stance unfold in the article “UK
opposition Labour’s McDonell says must work to block a “no deal”
Brexit” (Reuters, May 26, 2019).

1. Expressing negative thinking toward 2 leaders’ friendship using
guotation marks, so-called “reverse effect”:

Boris Johnson and Trump make a “good” pair (Reaction of the reader
called *“ Outsider”, 217)
2. Expressing threat towards extremist Brexiteer. The author’s reaction is
quite negative towards Brexiteers. The word extremist strengthens the
negativity of Brexiteers. “There is real threat now of an extremist Brexiteer
becoming the leader of the Conservative Party and taking us ones the cliff
edge of a no deal”. (Reactions — Alex Capricorn).
3. Criticizing the contradictory MP McMalthouse:

— “Will seek” does not mean will be able to block” (Reactions — Alex
Capricorn).
4.Criticizing the inconsistent PM, Boris Johnson: The author uses irony
to describe the negativity towards PM of the UK.
(Irony) May be send Boris back to New York
5. Demonstrating an opposite attitude towards Remainers: The Leavers
(those who voted to leave the EU) criticize the voters who wanted to remain
within the Europenian Community “Leave means leave” became the most
mocked slogan proposed by Theresa May. (Reaction “User”).
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6. Criticizing clashing Left: Left (party) acquired negativity because of the
unpopular and mistaken attitude towards the country’s major political and
social problems. Left wants ... to replace national sovereignty with
international governing bodies” (Reaction. - Bill);

7. Criticizing Wilson and Left — unelected bodies: The Brits do not
support any unelected body because it contradicts democracy. ... “100
years ago Wilson proposed the League of Nations and Left wanted to treat
every problem in the same. Was... more power to unelected
bodies” (Reaction. - Bill).

8. Criticizing the’ genetic structure’ of a Labour: As far as Labour
repeatedly broke the laws it acquired the negative reputation among
political parties’ members. ‘ Labour can’t do anything other than a cling to
the EU. It is in the Party’s genetic structure”. (Reaction — “Secret
Cowboy”)

9. Criticizing McDonell, the UK Minister: The entire reaction towards
blocking a deal (favourable) for both sides made some members of
Parliament to expose their feelings differently
“ It is going to block a deal but not going to do anything about actually
getting a deal either”. (Reaction — “Alan”)

10. Criticizing the EU, DUP, Mr. McDonell: The process of
renegotiations showed that the former partners don’t accept the solution
suggested by the opponent side.

“The EU has stated that they won’t renegotiate, and the DUP won’t accept
the proposal, so now Mr. McDonnell think anything will get past”.
(Reaction — “Alan”)

11. Negative attitude towards Corby: The expression is rude and
unaccepted by knowledgeable representatives of other parties. But this is
not the case of Corby and Labour. Here is applied a “hint” effect: “Have
just wiped Labour of the bottom of my shoe” (Reaction —“Bill”);

12. Criticizing the EU: The reaction of the reader uses a lot of forbidden
and rude words and expressions (to F-off, to go to hell, to pay a tone of
money in vain, start the dialogue NOW (immediately), set up a deal
(favourable for the Leavers), demonstrating that some Brits criticizes their
compatriots that want to remain and follow the EU rules and laws: “Let’s
see. May’s deal was pay the EU a tone of money, no representation on EU
polices, and you to still follow the EU rules. Tell the EU to F-off, you are
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paying nothing and following none of their rules. If EU countries want to
do business with the UK set up a deal , hell, start the dialogue now’
(Reaction —Bill”).

13. Criticizing the power leaders of the UK: Both Boris Johnson and
Nigel Farage accumulated a tone of negative compliments and the reader
shows his total disrespect: ‘The loud mouthed Boris and Nigel Farage
told a bunch of lies’. (Reaction — “Fred”)

14. Criticizing Boris Johnson and Farage: The words with innate
negative meaning is intensively used and multiply the dissatisfied
representatives of UK’s citizens told the policies of the EU. The reader uses
lots of negative emotions like: gullible haters, repeated lies, blaming Farage
and Johnson for permitting Theresa May to come to power. He nicknames
the banks of the Europe calling them “piggy banks”, “Pigs of Europe” using
capital letters, blaming the remainers that they don’t want to leave EU
because they want a passportless travel and no more: “The gullible
traditional EU haters imbibed all the lies without thinking things through.
Where were Farage and Johnson during the leadership bid that brought
May, to power? They are not leaders. They only shout on roof tops. They
can’t lead showing inconsistent attitude of British towards EU.”

“Brits: foot get the hell out of the EU anyway you can. The EU is just using
Britain for a piggy bank to pay welfare to all the Pigs of Europe. All you
get out of the EU is passportless travel to the Continent”. (Reaction —
“Me”).

15. Negative inconsistent thinking towards the EU: The reactions of J&B
are directed to the citizens that are not able to understand that their taxes are
used to other countries and he is also mocking at the EU that can’t manage
their own finances using the key word get out of the EU.

— “Don’t you think you have better uses for your taxed than given them
away to countries that can’t manage their own finances? Wise up and get
out of the EU” (Reaction — “J&B”).

16. Addressing reverse critics towards the citizens of the UK: The
reaction of the reader Anne Anynomous is bound with the hope that UK
citizens will feel sorry when they would understand they had been cheated
by their own stupidity: — “I really hope the UK gets the do-deal they want
because then they will have to finally have to wake up to the fact that they
royally screwed themselves” (Reaction — “Anne” Anynomous);
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17. The converse reactions of the author, who verily addresses the
“white” Brits: The author uses “white” Brits and “many” Brits and “white
ones” showing that the former once disrespect the people of other colours.
The author complains on the future possible economic recession followed
by high prices and lots of nightmares that will arise after Brexit.

“Many Brits’, “white” ones, just ‘eat up one liner BS slogans ‘that strokes
their hatred and savage instincts. They have no idea what a Brexit with no
deal really means. Let them get out and face recession, higher prises, cross
border nightmare” (Reaction by ‘The Cleaner’).

18. Expressing negative, antagonistic attitude towards governors of the
UK using grotesque words towards Labour Party calling them preacherous
members, ludicrous wig-wearing that should not be allowed to govern the
country:

- “Labour should be a prescribed group because of their preacherous
members.....and Any Party that has the ludicrous wig-wearing Diane Albot
in it must never be allowed into Government — she is a disgrace and an
embarrassment” (Reaction by 'The Cleaner”).

DISTIBUTION OF NEGATIVE EMOTIONS
(in the article "UK Opposition..."Reuters, May 26, 2019)

TABLE 1
Categoies of Productivity | Rate of | Reder’s | Degree  of
negative emotions of negative | neg.emot. | reaction | occurance
emotions
1.UK governors 1, 3,49, |8 4.4% 1-st place
10, 18, 13,
15,
2.Labour Party 11, 8, 2 1.1% 4-th place
3.The EU 12, 14, 15 | 3 1.7% 3-rd place
4.Th. May 12, 13, 2 1.1% 4-th place
5.Boris Johnson 1, 13, 4, 3 1.7% 3-rd place
6. Forage Nigel 13 1 0.6% 4-th place
7.Citizens of the UK | 16, 17, 2, | 4 2.2% 2-nd place
on Brexit 11
8.Remainers 5 1 0.6% 4-th place
9. Critisizing Left 6 1 0.6% 4-th place
10. Critisizing Left 7 1 0.6% 4-th place
and Wilson
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The list of one-word and multi-words  expressions conveying
negative emotions by the common readers in the context referring to the
attitude towards leaders in a crucial historical event . (Brexit)

1. ... both leaders make a “good” pair
2.... to be able really to block the no-deal
3.... to send back (to a wrong destination)
4.... to block the deal
5... a) not to renegotiate
...b) (anything will) get past
...c) precherous
...d) ludicrous
... €) wig-wearing
...T) disgrace
...g) embarrassment
6.... not to think things through
7.... to not be able “to manage the own finances”
8. ...one word and multi-word unaccepted negative emotion
The Outcome:
1. Multiword expressions dominate in rendering negative emotions in a
modern context portraying a major social tumble.
2. Multiword expressions may render negative meaning that only taken
together in a certain consequence provide other side of the coinage covering
/ opposite meaning (or unequivocal positive meaning).
3. The multiword negative occurrences’ predominate more than 17 fold
out of a total amount of 18 fragments in present survey. As in the case of
guotations marks that contribute to create negative emotions.
The second category of negative emotions administered to Labour Party:
Here is a list of words and multi-words conveying negative
emotions in a society’s critical event directed to a certain part of the nation
— the Labour Party. The reader nicknamed in the compartment Reader’s
Reaction as Secret Cowboy has four strong, negative points of view. The
key words characterizes the reader’s emotion:
1. ... not to do a useful thing.,
2....other than cling to smth.,
3. .. to be in the Party ‘genetic structure’ (With negative ( sarcastic)
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meaning).

See all three negative emotions in the sentence: “.... Labour can’t
do anything other than cling to the EU. It’s in the Party’s ‘genetic
structure.” There exists negative emotions that can be rendered by :

1) a negation “not”,

2) by the conjunction “than” while comparing. In many cases

3) the negative meaning is not directly transmitted by common words, but
using them (repeatedly) in certain consequences and in a certain historical
environment, when there was particularly practiced unusual, unforgettable,
vicious behaviour towards citizens, which later on provoked sufferings,
misfortunes, disaster, disrespect, disappointment, disillusion etc. can
remain in the people’s memory as something linked with atrocity. The
leading word in this context conveying negative emotion is

4) “to cling to’ (RuU: nemnsarbes, RO. — a se agata) rendering sarcasm,
undesire, reluctance, unwillingness, mockery, etc.

Delivering  hint - words (allusions) to maintain the language
intelligence level. Watchdogging.

Another fragment of the article that is conveying negative emotion
towards Labour Party is created by common words and no reader would
ever understand its negativity if not the undertakings ( biographies) of
some Labour Leaders (and its members) as well as their historical labour
statesmen and public figures. Here is the portion that shows the reader’s
reaction (Allan) and his conduct towards Labours: ,,Have just wiped labour
of the bottom of my shoe”. It renders impoliteness, rudeness, neglect,
indignity. For the sake of maintaining the language intelligence level the
author of this utterance protects and watches over the readers’ refined,
hurtful and courteous inner world by alternating the affront craftily and
sensitively  with hint-words, allusions, innuendoes, suggestions etc.
delivering refined irony, mockery, bitterness etc.

The structure of negative emotions of multi-word expressions:

The third category of negative emotions (fragments 12, 14, 15
linked with the EU) is rendered by three authors/readers of the surveyed
article: ,,UK opposition Labours McDonnell”. (Reuters, May 26, 2019.)
They are: Fred (the author / reader of portion No.12.which is analysed in
the fourth category of negative emotions). The next cited above reader, Fred
renders his emotions concerning the EU in the following way: Brits: just
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get the hell out of the EU anyway to all of the Pigs of Europe. All you get
out of the EU is passportless travel to the Continent”. The author describes
the way the UK is going to leave the EU using the language of negative
emotions both the accepted forms and the forbidden ones.

Among the unaccepted forms there are:
1) get the hell out of the EU anyway
2) to just use Britain for a piggy bank
3) to pay the welfare to all of the Pigs of Europe
4) all you get out (earn) of the EU is passportless travel
The words with innate negative roots are:
a) hell
b) out
c) anyway (out)
d) just use (smth for smb’s benefit)
e) a piggy bank
f) to pay welfare ( to smb with the meaning to spend money in vein)
g) all you get out(of Europe meaning all you earn, receive
h) passportless travel (to EU acquires negative emotion contrary to the
undoubtedly accepted benefit to travel showing passport); all happens
because the UK wants to regain sovereignty from the former ally.
Out of eight negative emotions only the following like ,.hell”, ,, our”,

anyway (possible), all you get (receive, earn) out of Europe to pay welfare
(to spend money in vain), piggy bank, or Pigs of Europe contain innate
negative emotions (NE) , while “passportless travel” acquired NE being
utilized as common words, meanwhile imbibed with undesired emotions
that made headway in the recent, severe European environment. Another
example of common words that clanged or acquired negative emotions is
,to just use the UK...where ’just’, as an adverb indicates the slyness
intention or the unfair/ dishonest action of the EU to use UK’s money (for
the benefit of some community countries which have stern problems ). As
a result the greatest number of the negative emotions of the 3rd category
are rendered by nouns, prepositions, conjunctions, adverbs, adjectives,
verbs, negative particles being the primary, basic negative emotions as
well as by the newly coined common words that clanged negativity, mostly
due to new rigid economic and political conjunction.

Many European leaders  developed displeasing, repugnant
emotions that partially had been mentioned concomitantly with the
Theresa May’s leadership ado (look into the negative emotions, category
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four). They share the description of the same context (No.13). Besides, Mr.
Johnson’s political liveliness was largely discussed in two more contexts
(No.1 and No.4). In the 1st fragment the reader (“Outsider” 217) has
given the following characteristics to the UK’s Prime Minister: “Boris
Johnson and Trump make a ,,good” pair. The expression ,,t0 make a ‘good
pair’ acquired a negative meaning, thanks to the deeds and actions of these
two leaders. The context’s writer tries to determine and maintains the
standard level of language quality.

As a conclusion one can determine the methods and approaches of
forming the negative emotions (both the author of the article and the
readers’ language adequacy ; any enamored language “watch —dog” is
participating to the interminable process of looking for the new language
progressive approaches). He can:

a) change the parts of speech

b) keep the innate negative meaning

c) appropriately use the newly coined multi- words on the base of
common lexical units that in certain background can be bound to produce
negative meaning — by

d) having recourse to the “rare means “ to form negativitieses (as for
example — particles, interjections, the quotation marks ( ° ...” ),
consequences of unappealing, unacceptable gestures and accomplishments
that create a conclusive ambiance (although the author uses positive or
neutral words the reader of the article understand the wrong way (round)
opens the inside out of the leader ‘s ( Boris Johnson) political involvement
described in the fragment subtly maintaining an appropriate language
effect or semblance called ’reverse ‘effect’. Ex.: “May be send Boris
back to New York”. Using common words without an incontrovertible
political environment, the reader can understand the characteristic feature -
a description with irony. Without indubitable background (the reader is
supposed to comprehend) the meaning may be easily misunderstood. The
procedures of creation the next four categories ( fragments Nos. 7,8,9,10 in
Table 1) of negative emotions words and expressions keep up the former
six ones ( Nos. 1-6; negative attitudes towards : a) citizens of the UK
exposed by themselves; b) Remainers — those who want to stay in the EU,
c) criticizing the Left (Party); d) faulting the Left and Wilson) ) detaining
next to nothing differences .
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Avoiding negativities by changing the strong negative emotional
words with the soft ones using antonyms aiming at maintaining the
appropriate language intelligence level.

Now, let’s analyze the individual reaction of the reader (“Anne”
Onymous) who criticizes the Brits, her UK compatriots. She says: “I really
hope the UK gets the do- deal they want because then they will have to
finally have to wake up to the fact that they royally screwed themselves”.
1. I hope really hope - meaning:

a) she doesn’t hope (she really doesn’t hope)

b) she doesn’t believe,

c) she doubts

2. The UK gets the do-deal they want because “then” — meaning thereafter
(later) - a strong word repellent in the future

3. they will have to finally — meaning: they must ultimately get up

4. have to wake up to the fact that - meaning : they understand the
peril/precariousness that should be unexpectedly confronted

5. they royally screwed themselves -meaning: they were majestically
cheated by their own stupidity.

The fourth category of identifying and forming negative emotions
in the contemporary European context is tired with Theresa May, the
former Prime Minister of the UK notably when she made her crucial
proposals of a ,,hard Brexit deal”, or a ,,no-deal Brexit’ . The reader’s
attitudes and reactions is described by two independent authors: the first
uses the pronoun as a  name-identifier - ME , and the second one -
FRED. The words and multi-words utilized to describe the reactions of
individual readers are encapsulated in two fragments (No.12 and 13). It
reads: ,,Let’s see. May’s deal was pay the EU a ton of money, no
representation of EU polices, and you to still follow the EU rule?

The author ( the so-called ,,ME”) has used several approaches and
methods to render the negative emotions with the structure: Noun + Noun
(N+N) orsg . proper N+N.

1. May’s deal - The attitude towards leaders based on lack of success to
find the solution of the UK’s to leave the EU, suggesting the defeat and
failure of the UK’s historical milieu

2. to pay (the EU ) a tone of money (prep.+V+art.+N+ prep.+N)- although
each word taken separately doesn’t indicate negativity when the partial or
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total attitude and background recalls reluctance, discord.

3. (and you-with the meaning the Government) to still follow the EU rules
(pron + prep + adv + V) — In this sentence’ YOU ° in the present
background is percepted as a failure government, whose unsuccess is
strengthened by the adverb ‘still .

The second fragment covers several negative emotions using quite
different approaches. In the second and the third portions the reader (“ME”)
of the article is using even prohibited words and expressions, forbidden
both in oral speech and in writing . These words visibly render the negative
emotions. Remark the sentence enclosing three negativities: ,, Tell the EU
1o F-off; you are paying nothing and follow none of their rules” .

1. to tell the EU F-off... — meaning to go away as quick as possible
(prep.+V +part.+ adv.),
2. to pay nothing .... — meaning the UK will not pay a cent for the departure

from the EU (prep.+V+N), or (V+N) The next sentence covers a
completely new approach to develop negativity. Consider the sentence: “If
EU countries want to do business with the UK set up a deal, hell, start the
dialogue now ”. The components of the negative emotion expressions are:
1....if EU (smb.) wants ... ( conj.+pr.+V) — the conjuctive ,,if” is used to
render a negative emotion, underlining the humiliated conditions that arise
between actors or partners.
2. to set a deal, hell ...(prep.+V+art .+N +interj.) or (V+art.+N) or
(V+art.+N+interj.)  —usually a forbidden word rendering the immediate
desire to do smth according to someone’s lack of patience, to press the
partner to follow his own wish, desire and rules;
3. to start smth. now (the depreciatory or pejorative’ hell’ may be
workable and serviceable for both expressions ( ‘hell’, start smth.) or
(hell, start smth.now)—
a) the author insists /compels on smb. to begin the dialogue, without
conforming to certain rules and obligations the international jurisdiction is
based on.
b) The use of the adverb ‘now’ carries the meaning to perform a deal
“immediately” laying aside the judgement i.e. without any delay.

The distribution of the negative emotions in sentence No0.13 is
illustrated the author’s reaction towards Boris Johnson ‘s and Nigel
Farage’s highlights who were described by utilizing several parts of speech.
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Read the sentence: ,,The loud mouthed Boris and Nigel Farage told a bunch
of lies. The gullible traditional EU haters imbibed all the lies without
thinking things through. Where were Farage and Johnson during the
leadership bid that brought May to power? They are not leaders. They only
shout on rooftops. They can’t lead”. (The reaction by Fred).
Utterances identifying the authorities of ( two) leaders:
1. the loud- mouthed Boris (art.+adj.+N),
2. to tell a bunch of lies (both Boris and Farage) (prep.+V
+art.+N+prep.+N),
3. gullible (Ru. nerkxosepwsriii, Ro. credibil, naiv) / naive EU haters or
traditional EU haters (adj.+adj.+N+N) or (adj.+N+N),
4. to imbibe all lies (prep.+V+adj.+N)
5. without thinking things through (adv.+N+N+prep.)
6. where were they (Johnson and Farage) during the leadership bid and
(art.+N+N)
7. not to be leaders (adv.+prep.+V+N)
8. they only shout on the roof tops ( pron.) adj.+ V+prep.+art.+N+N),
where the adj. “only” emphasizes the nothingness of their preoccupations
9. notto be able (can’t) to lead (adv.+prep +V+prep.+V)
The words that have derivatively formed additional negative
emotions due to the combination of common words:
1. lie —noun
1) a bunch of lies;
2)all lies
3) to imbibe the lies
2. hater —noun
1) gullible / naive haters;
2) traditional haters;
3) EU haters
3. witout — adv.
1) without thinking;
2) without thinking (things) through
4. not — adv.
1) not (to be) leaders;
2) not (to be) able to lead
5. shout — verb
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1) to (only) shout on (the roof tops)

All  words holding up negative emotions in late (Brexit)
circumstances are represented by nouns, prepositions, particles, articles,
adjectives, pronouns, interjections, verbs, adverbs with the innate (intrinsic
- negative) meaning can produce new words, new multi-words expressions
usually carrying negativity . For example : without thinking through, no,
not, a bunch of lie, not able to be a leader, EU leaders, the UK'’s leaders (
who picked up contradictory fame) etc.

The utterance containing the word ,, mouth” with a common meaning,
the majority make use of, can change its meaning, starting from a neutral
meaning (sometimes a positive one) and can change the part of speech (as
adj.: loud-mouthed) relinquishing a negative emotion. It depends on
certain happenstances on the local , continental or global incidents etc., that
may give rise to the unexpected/ uncontemplated meaning. . EX.. ,, The
loud mouthed Boris’. The anticipated ,, loud” strengthens the negativity of
the’ mouthed (Boris’, as the former intervenes or causes a sensation of
noise, uproar, outcry (although there exists a distinct difference between
noisy sensation and a sensational success).

So, to conclude:

1. There were identified ten categories of negative emotions in a modern
text that has undergone great changes during a major socio-economic
turmoil - Brexit;

2. There appeared new-coined words with negative emotional meaning.
Naturally each community is looking for a higher standard of life the same
happens with journalists; researchers , bloggers and many other language
“watch-dogs” etc. looking for maintaining the quality of language
intelligence level to develop communication and negotiation skills, to
avoid negative emotional expressions, to evade rudeness, grossness
heading to isolation, that doesn’t help to face new challenges ;

3. Besides multiple negative emotions there appeared new words both with
positive and moderate (neutral) meaning but the former one- the negativity
- still dominates; it’s the language watch dogging services responsible
for harmony in the present and future society ;

4. A large number of negative emotions arose as a result of critical attitude
of journalists, economists, bloggers, experts etc. on Brexit.

5. Due to the reactions of the commoners, readers etc.
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there were identified negative emotions directed towards two prime-
ministers, towards the Conservative, Labour and Brexit Parties, towards the
UK’s citizens, the EU, Remainers, former leaders Theresa May and Boris
Johnson, and the present leader of the Brexit Party- Noel Farage etc.The
most productive negative emotional expressions are contoured towards 1)
leaders (context No.1) and 2) the UK’s citizens (context No. 7);

6. There were identified the linguistic units ( the main parts of speech plus
interjections, prepositions ,articles , particles quotation marks, attributes to
the context like: manner of speech, oulook ,temperament, reverse effects
(antonyms), education (gesture) , pose, position etc,) that participate in
creating new words and expressions with negative emotion - preserving
inner negative meaning and creating new negative meaning by
combining common words that suit each other in a certain context;

7. 1t was outlined the role of watchdogging the language emotions in a
contemporary negotiation act - Brexit, an adequate demonstration of the
utilization and preservation of a decent, intelligent level parlance.
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OVERCOMING CULTURE SHOCK AT THE EFL LESSONS

Micaela TAULEAN,
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Abstract: The article focuses on the phenomenon of “culture shock” at
educational institutions.The author of the article tries to identify the factors
contributing to culture shock in order to find some pedagogical strategies to cope
with this phenomenon, and therefore, facilitate the acclimatization in the host
country.

Key words: adjustment, intercultural education, intercultural communication,
culture shock, frustration, social environment

To teach a foreign language is extremely difficult without an
acknowledgement of the cultural context in which the language is used.
Culture has been a component of our understanding of communicative
competence, a term coined by linguist Dell Hymes. “...This competence,
moreover, is integral with attitudes, values, and motivations concerning
language, its features and uses, and integral with competence for, and
attitudes toward, the interrelation of language with the other code of
communicative conduct™ (Hymes 1985: 269). Hymes puts the emphasis on
the importance of sociocultural knowledge.

The process of globalization when the world becomes more
interconnected and is called “global village” affects English language
teachers who teach English as a foreign language, who have different
linguistic courses and develop students’ reading, writing, listening and
speaking skills.Over the last decade and a half, numerous researchers have
described the impact of globalization on language education and teaching,
modes of communication, corporatization of curriculum, and access to
resources (see, for example, Block & Cameron, 2002; Canagarajah, 2011,
Hawkins & Norton, 2009; Kramsch, 2014). As Kramsch (2009: 190) argues
in relation to foreign language teaching, this has fundamental implications:
“the goals of traditional language teaching have been found wanting in this
new era of globalization. Its main tenets (monolingual native speakers,
homogeneous national cultures, pure standard national languages,
instrumental goals of education, and functional criteria of success) have all
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become problematic in a world that is increasingly multilingual and
multicultural”.

Nowadays, any nation is rather open to the perception of someone
else’s cultural experience and at the same time we are ready to share our
own culture to other nations. But any interaction of a person with a new
(but at the same time “alien”) culture is accompanied by a peculiar process
of entering into this culture that can be more or less painful for someone
always having certain consequences. In spite of getting new knowledge,
experience, spiritual enrichment, the person can receive misunderstanding
or even rejection of a new culture that may lead to various problems and
stress. According to Peter S. Adler, a professor from University of Hawaii,
whose field of research is cross-cultural communication, a sojourner (an
exchange student in the host country for the period of time/ a semester/ a
year) might have some disturbance of his mental health that is called
“culture shock™ or “cultural fatigue”(Peter S. Adler,1975: 286).

Culture shock has traditionally been thought of as a form of anxiety
which results from the misunderstanding of commonly perceived and
understood signs and symbols of social interaction. Kalervo Oberg, a
Canadian anthropologist and researcher, describes the phenomenon of
“culture shock” as he has experienced it many times and talks about it as of
illness or disease. Kalervo Oberg, who initially conceptualized the term
“culture shock” in the mid-1950s, defines “culture shock™ as “the anxiety
that results from losing all our familiar signs and symbols of social
intercourse” (Oberg 1960). According to Oberg, a person is not born with a
culture but only with the capacity to understand it and use it. As we grow
up in a determined cultural environment and we learn to interact socially in
this environment, this culture becomes our way of life; it becomes a safe,
automatic and familiar way to get what we want.

When people abandon their home, family, country, i.e. their social
environment (where they feel comfortable and safe) and move to a new
cultural environment (in the case of university students who decide to spend
a period of time abroad), they will have to adjust to the new environment
and the new culture. It should not be assumed that the target culture is ruled
by the same patterns the culture of origin is, as each culture (not only each
country) perceives the world around it in different ways and develops
different mechanisms and strategies to interpret it. For all this, those people
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transplanted abroad will be exposed to stimuli, which, at some point or
another, they will not know how to interpret in a coherent way as they will
try to apply interpretation patterns that they found useful in their culture of
origin but which are not always useful in the target culture. Oberg also
described culture shock as “the anxiety that results from losing all our
familiar signs and symbols of social intercourse” (Oberg,1960:142). Most
people ignore the importance of the symbols, cues and signals they use in
their daily life such as language, gestures, norms and customs. This
importance is only recognized when a person lives in a different
environment with different people. He or she feels confused and anxious in
simple situations that seemed obvious in his or her country; because those
signs of his or her social communication and connections acquired
throughout his or her life have changed in this new environment. In such
situation, frustration and anxiety increase, and serious problems emerge no
matter how the person is. Culture shock is not abnormal, but a common
phenomenon in one way or another, the sojourner is affected by when he or
she comes to a new environment.

Oberg (1954) described the process of adaptation to a new cultural
environment as a U-shape continuum where the following stages are
usually present:

| (Foneymoon stage | ([ Mestory stage )

Rejection/ U Adjustment/
Regression stage Negotiation stage

For several years Erasmus+ Programme has been the cornerstone of
student mobility to a lot of prestigious European universities. Many
students from Balti “Alecu Russo” State University have benefitted to study
abroad, to gain linguistic, professional and communicative skills, to
enhance their experience and future careers.

Almost all students who have ever been “a lucky one” and have had
their experience of studying abroad agreed that before starting their
mobility they needed to learn how to live and adjust to a new culture. 87 %
of respondents were astonished by the new culture; they discovered things
that were alike between the host country and their origin country.
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Later on in some weeks or even one month of being in the new
culture the majority of respondents (80%) felt another stage of culture
shock — anxiety or distress stage. Some students developed a hostile attitude
towards the new culture; the others said that even minor issues became
major problems and cultural differences became irritating.

Later on the emotional and psychological balance of the students
abroad again reigns in their life. As they explained, from the moment as
they started learning a language of the host country, they became more
objective and rational as they understood the culture better and its people.
About 92% of respondents felt comfortable in the new environment. Some
of them agreed that at that stage they were able to deal with some obstacles
without asking for help; it looked like a recovery from frustration.The
students started learning how to make an acceptable adaptation to the new
life.

When the students gained both self-confident and the ability to live
and function in the new culture, the last stage of culture shock
appeared.“Although full assimilation is difficult if not impossible, one will
acculturate and may undergo substantial personal change through cultural
adaptation and development of a bicultural identity”(Winkelman, 1994:
122).

In order to encourage students to consider the meaning of culture
shock at the EFL lessons within the course of “Intercultural
communication”, we suggest starting with Q&A “icebreaker”:

e Have you ever been in a situation where you felt you had to "do as
the Romans do"?

e What is the best/most important thing your culture/country has
adopted from another culture?

e What does it mean to be polite in your culture?

e What is considered rude in your culture?

e What has surprised you when you've met people from other
countries?

e When you move to a new country, what aspects of culture are the
most difficult to get used to? Why?

e Have you ever felt confused by the actions of someone from another
culture? etc.
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The next step might be watching the video clip called “Culture shock
for Amazon Chief s Son” found on the BBC’s official site or on Youtube®.
The BBC film clip is about a man called Nilson Tue HuniKui, who moved
from the jungles of the Amazon to New York. The clip features Nilson
speaking about adjusting to the new way of life and his dreams related to
this. He speaks in his native language, but there are subtitles in English that
the students can focus on.

Before-watching activity might be the following:

You are going to watch a BBC film clip called ‘Culture Shock for
Amazon Chief’s Son’ about a man called Nilson, who moved from the
Amazon rainforest to New York.

a. What might Nilson find difficult about adapting to New York after
living in the Amazon?

b. Compare your ideas with a partner. Do you have the same or different
ideas? If you agree with your partner’s ideas, write down any that are
missing from your list. If you disagree with your partner’s ideas, tell them
why.

’ After watching the clip paying attention to the new vocabulary, the
teacher divides the students into the small groups of 2 or 4 and asks them to
discuss what “culture shock” means to them. Later on the teacher shows
them the Macmillan English Dictionary definition: “Culture shock” (noun)
/’kalffa Jok/ - the nervous or confused feeling that people sometimes get
when they arrive in a place that has a very different culture from their own.
E.g. He had never left his village before so arriving in the capital, Manila,
was a big culture shock.

To make after-watching activities more useful and attractive to
students, we suggest the following procedure:

a) Making predictions about adapting to a new culture.The teacher asks
students to work in pairs and make predictions about what Nilson
might have experienced while getting used to the new culture. If any of
the students have travelled much before can ask them about their own
experiences.

b) Group/ pair discussion.If you were Nilson,how would you feel, living
in New York? Can you think of any more differences between New
York and the Amazon that you would have to get used to? Do you

Shttps://www.youtube.com/watch?v=RFxKs-K70B8
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think there would be any similarities? Look at the pictures below for
some ideas.

c) Creative activity. You are the BBC reporter and want to ask Nilson
some questions. Make a list of questions beginning with What, Where,
Why, How etc.

The abstract presented above is only the first step of series of lessons
dedicated to culture shock in the EFL classroom with the university
students. The next lessons are focused on the ways of reducing feelings of
depression, anxiety and helplessness being abroad. The new culture
(German, Spanish, British, French) should be studied in as many aspects as
possible prior to the actual physical acculturation process. We strongly
believe that before entering a new cultural environment, it is very important
for students to prepare as much beforehand as possible. Detailed
preparation at the course of “Intercultural communication” or the course of
“Civilization”’can improve thestudents’ ability to adjust to new
surroundings and make them become more self-confident.According to
Ferraro, being familiar with a new culture may be considered as another
solution in reducing the negative impact of culture shock on an individual.
Through the familiarity with the new culture, people can imagine many
possible obstacles they will encounter and at least psychologically, become
better mentally prepared for the acculturation process.
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MODALITATI DE EVALUARE A COMPETENTELOR
LINGVISTICE LA LIMBA STRAINA.

Svetlana APACHITA,
Academia de Studii Economice
Republica Moldova, Chisinau

Abstract: Any evaluation process tracks the results or the feedback of the training
process. Thus, the learner's learning activity is influenced by the appreciation
system that targets both summative and formative assessment. Formative
evaluation aims to make student an actor of his / her own learning. The current
evaluation is carried out during the teaching-learning process and serves to
indicate where the partial results are to the final ones.Due to the results obtained,
the student will change his learning strategy, the teacher will change the teaching
strategy and guidance, and the manager will change his management strategy.
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Actualitatea temei:

Orice proces de evaluare urmareste rezultatele sau efectul de
feedback al procesului de instruire. Astfel activitatea de invatare a
studentului este influentatd de sistemul de apreciere care vizeaza atat
evaluarea sumativa cat si cea formativa. Evaluarea formativa are drept scop
de a-1 face pe student actor al propriei invatari.Evaluarea curenti se
realizeazd pe parcursul procesului de instruire si are rolul de a indica unde
se situeaza rezultatele partiale fatd de cele finale. In functie de rezultatele
obtinute, studentul 1si va modifica strategia de invatare, profesorul pe cea de
predare si indrumare, iar managerul strategia manageriala.

Scopul este eficientizarea evaluarii curente a studentilor, evidentierea
criteriilor de evaluare a competentelor lingvistice la orele practice si la
teste.

Metodele de cercetare: metode teoretice: analiza, sistematizare si
generalizare;

Metode empirice: analiza s-a realizat in baza legitatilor, teoriilor,
conceptiilor, principiilor si ideilor din domeniul pedagogiei, psihologiei,
sociologiei educatiei.

Termeni-cheie: evaluarea sumativd cat si cea formativd, metodele de
evaluare, testul docimologic .

Docimologia este stiinta care se ocupd de evaluare. Termenul
»docimologie” este de origine greacd, ceea ce inseamna: ,,dokimie”- proba,
incercare; ,,logos”- stiinta, si ,,dokimaso”- a examina. Acest concept a fost
analizat de savantul H. Pieron si a fost definit ca ,,tehnicile de examinare”.

Docimologia evidentiazd nu doar ,tehnici de masurare” ci este o
stiintd a evaludrii care are drept obiect de studiu elaborarea si aplicarea
probelor de evaluare pentru notarea si examinarea cat mai exactd a
educatilor. Problema - cheie a docimologiei constd in asigurarea
obiectivitatii in cadrul evaluativ.

Caracteristicile principale ale procesului de invatare sunt controlul,
masurarea si aprecierea fiind in primul rand legate de problema
obiectivitatii/subiectivitatii si a criteriilor de masurare.

Proiectarea evaluarii presupune urmatoarele intrebari:
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Ce evaluam?; Cu ce scop evaluam?; Pe cine evaludam?

Cum evaluam?; Cand evaluam?; Cu ce evaluam?

Ce evaludm? — nivelul de performantd; cum evaludm? - prin
stabilirea clara a scopurilor, obiectivelor; cu ce evaluam? — prin intermediul
metodelor (orale, scrise, practice) si instrumentele de evaluare.

Metodele de evaluare pot fi impartite in traditionale si cele
ce stiu si ceea ce pot sa faca, priceperi, deprinderi, abilitati ...

Orice proces de evaluare urmareste rezultatele sau efectul de
feedback al procesului de instruire. Astfel activitatea de Invatare a
studentului este influentatd de sistemul de apreciere care vizeazd atat
evaluarea sumativa cat si cea formativa.

Evaluarea formativa sau curentd contribuie la: 1. urmarirea si 2.
compararea progresului educational al studentilor prin diagnosticarea
dificultatilor, punctelor slabe, punctelor tari, lacunelor si obstacolelor in
invatare. Rezultatele evaluarii pot fi mai bine utilizate de profesor, pentru a
reorienta si diferentia abordarea sa educationald, adaptand-o la nivelul de
invatare si poate stilul de Invatare caracteristic clasei, chiar fiecarei
persoane in parte. Evaluarea trebuie sd devind formativa care constd in a
verifica pe parcurs asteptarile obiectivelor, vizate Tnainte de evaluare finala.
Astfel descriind nivelurile succesive ale competentelor studentului.
Constatand nivelul atins de studenti, profesorul ii propune situatii si
activitati noi care presupun modificari si perfectiondri ale starii existente.

Scopul evaluarea formativd este de a-l face pe student actor al
propriei invatari. Ea mai este denumita si evaluarea pentru reusita prin care
nivelul de invétare depinde de indeplinirea sarcinii didactice in timpul
acordat. Timpul acordat depinde de aptitudinile conform nivelurilor
studentilor pentru rezolvarea sarcinii date: capacitatea de a intelege,
calitatea acesteia.

Conform programelor de studiu obiectivul masurarii si aprecierii
pregatirii studentului il constituie:

- nivelul asimilarii cunostintelor;

- capacitatea de a opera cu aceste cunostinge;

- capacitatea de a utiliza corect cunostintele asimilate;

- gradul de dezvoltare a pricepirilor si deprinderilor formate pe
parcursul procesului de predare/invatare.
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Principala caracteristica a evaludrii curente este posibilitatea utilizarii
tuturor metodelor si instrumentelor de evaluare ludnd in consideratie

urmatorii factori:
- disciplina
- obiectivele instruirii
- continutul si particularitatile specifice grupei si ale studentului

Astfel, fiecare student are sansa sa demonstreze priceperi §i capacitati
care nu pot fi puse 1n evidenta in timpul limitat oferit de un examen.

Metodele traditionale cuprind probele orale si cele scrise. Probele
intrebarilor si gradul de dificultate in functie de calitatea raspunsurilor
oferite de catre student; 2. posibilitatea de a clarifica si corecta imediat
eventualele erori si neintelegeri prin: a) formularea raspunsurilor urmand
logica discursului oral si b) prin modul de structurare a raspunsurilor.

Probele scrise ofera: 1. posibilitatea de a evalua mult mai obiectiv in
baza criteriilor si baremelor de evaluare prestabilite; 2. evaluare tuturor
studentilor asupra aceleiasi unitati curriculare, ceea ce face comparabile
rezultatele studentior, iar evaluarea mai obiectiva; 3. posibilitatea
studentului de a-si elabora raspunsul in mod independent, intr-un ritm
propriu si timp acordat. Evaluarea curentd presupune urmatoarele
instrumente de evaluare: 1. observarea sistematica a activitatii de invatare a
studentului, prin verificarile orale si scrise, testele semestreale, testele
curente la finele fiecarei unitati care presupun evaluarea celor 4 competente
(lingvistice, de citire, audiere, exprimare scrisa si orald n limba straina).

Evaluarea curenta se realizeaza pe parcursul procesului de instruire
si are rolul de a indica unde se situeaza rezultatele partiale fatd de cele
finale. Evaluarea curenta faciliteazid si motiveazi invitarea, evidentiaza
progresul unui student sau lacunele si obstacolele in invitare. Feedback-ul
furnizat de evaluarea curentd poate fi utilizat imediat pentru ameliorarea
rezultatelor invatarii.

In cadrul acestui tip de evaluare pot fi folosite verificarile orale,
scrise si practice. Ritmicitatea aplicarii evaludrii continue depinde de mai
multi factori: numarul de studenti, timpul disponibil, situatia particulara a
fiecarei grupe si a fiecarui student, specificul obiectului de studiu etc.

Programele de studiu precizeaza de la bun inceput sistemul de
cerinte fata de studenti, modalitatile de evaluare iar criteriile de acordare a
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notelor insotesc fiecare test in parte. In conditiile in care evaluarea
pregatirii studentilor pe parcursul instruirii constituie in jur de 50 procente
din nota finala, obiectul evaluirii curente §i criteriile care stau la baza
acesteia devin fundamentale.

Evaluarea 1n sine respectiv indeplineste functii sociale si pedagogice:

1. Analiza rezultatelor academice ofera societatii posibilitatea sa se
pronunte asupra invatamantului ca subsistem, sda confirme sau sa
infirmeacumularea de catre cei instruiti a cunostintelor siabilitatilor
necesare unei activitati social-utile.

2. Din punct de vedere pedagogic evaluarea oferainformatii
referitoare la relatiile dintre componentele interne ale procesului
educational, in special a celordintre profesor si student. Cunoscand
performantele studentilor putem aprecia daca activitatile proiectate si-au
atins scopul.

Constatind functiile si rolul evaluarii curente este necesar de
mentionat si importanta rezultatului testului docimologic. Testul
docimologic pune in evidenta progresul sau regresul inregistrat de student
intr-o perioadd de timp, constituind si un indicator de eficientd a
activitatii profesorului, deoarece ofera, pe baza unor masuratori si aprecieri,
informatii pertinente cu privire la modul de realizare a obiectivelor
didactice, la directiile de interventie de perspectiva a cadrelor didactice
pentru ameliorarea si/sau optimizarea demersurilor instructiv-educative. La
fel de important este urmat anumite etape de elaborare a uni test
docimologic. Astfel trebuie sa se tina cont de urmatoarele etape:

e stabilirea obiectivelor (informative, formative) urmarite;

e stabilirea materiei (teme, capitole, grup de lectii etc.) din care se
va sustine testarea,

e claborarea itemilor  (intrebari  inchise/deschise;  itemi
obiectivi/semiobiectivi/subiectivi — cu variantele aferente) si a
etaloanelor de corectare (rezolvarile vizate);

e cuantificarea testului (atribuirea punctajelor: maxim specific si
minim acceptat; echivalarea in note/calificative);

® organizarea testului
(instiintarea elevilor, prezentarea instructiunilor de lucru, precizarea
timpului de executie, asigurarea conditiilor de aplicare a testului);

e aplicarea testului;
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® notarea rezultatelor obtinute (transformarea punctajului obtinut,
in urma testarii, in nota).

Dupa parerea noastra, toate aceste etape sunt urmate de toti profesorii
catedrei.

Deosebit de important 1n elaborarea unui test docimologic este
stabilirea numarului deintrebari/probe (itemi) si formularea lor. Aceste
intrebari trebuie sa fie reprezentative si relevante pentru materia verificata.
De asemenea, se impune si intocmirea unei liste cu performantele vizate
(PMS si PMA), performante care pot varia de la un obiectiv la altul si n
functie de intinderea materiei din care studentii vor fi testati.

Daca ne referim la structurd atunci putem constata ca orice test
docimologic este compus din urmatoarele parti:

a. obiectivele didactice, stabilite in corelatie cu continuturile de
invatamant;
b. continuturile itemilor;
c.rezolvarile itemilor si modul de acordare a punctajelor;
d.performanta maxima specifica (PMS), care reprezintda nivelul
comportamental maximce poate fi atins de elev;
e.performanta minima admisa (PMA), care desemneaza dobandirea
de catre student acunostintelor necesare pentru trecerea in etapa
urmatoare de instruire.
La fel e important faptul ca profesorii sa tind cont de urmatoarele
exigente metodologice:
= intrebarile sunt formulate explicit (precis, concis);
= testul este clar redactat, astfel incat studentul sa inteleaga,
din formularea intrebarii, ce i Se cere:
= rezolva ceva;
= verificd corectitudinea unei afirmatii sau relatii;
= stabileste o identitate, o dependenta sau indica o caracteristica;
= completeaza un text cu lacune, un alineat incomplet etc.
= Intrebarile acopera intreaga materie parcursd, in aspectele sale
esentiale;
studentilor;
= gradul de dificultate al intrebarilor/ probelor
este esalonat logic, astfel incat ofera posibilitatea unei  distinctii
nuantate a diferitelor niveluri de pregatire a studentilor;
= raspunsurile la  unele intrebari  nu sugereza  raspunsurile la
intrebarile care urmeaza,
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= punctajul corespunde gradului de dificultate al intrebarii sau probei.
Dupa cum am mentionat mai sus este important ca testele sa
evalueze competentele de a sti, a face si a fi si nu doar continutul
programelor analitice, ceea ce majoritatea testelor reusesc sa evalueze prin
atribuirea unor sarcini ce vizeaza atingerea obiectivelor cursului in ceea ce
priveste dobandirea competentilor stipulate in programele de studiu ca
ascultarea, citirea, participarea la conversatie, discurs oral si exprimarea
scrisa.
Pentru atingerea obiectivelor cursului de limba straind sarcinile
propuse studentilor sunt:
pentru citire
e exercitii cu alegere multipld, de formulari a ideii textului sau ideilor
fiecarui alineat 1n parte
e sarcini cu alegere duala pentru intelegerea mai detaliata a textului
completarea spatiilor goale cu cuvantul potrivit pentru a intelege
structura textului
completarea spatiilor goale pentru a evalua competentele gramaticale si
cunoasterea vocabularului necesar.
pentru scriere:
e scrierea, compunerea unor texte simple si coerente pe subiecte
familiare si de interes profesional
e redactarea a unei fise descriptive simple a unui produs
e redactarea unei scrisori personale si administrative descriind experiente
si impresii.
pentru audiere
Dictari curente care testeaza in acelasi timp mai multe competente:
lexicale, gramaticale, ortografie si audiere, cat si alte sarcini de audiere;
Completarea mesajelor, propozitiilor in urma audieri unui text;
Combinarea unor alineate scurte cu ideile mesajului audiat s.a.
Referitor la participarea la conversatie si discursul oral, suntem de
parerea ca cele doud teste semestriale mai putin reusesc sd vind cu probe

care s-ar focaliza pe dezvoltarea competentelor de comunicare orala.

Prin urmare venim cu urmatoarele concluzii:

Din punctul nostru de vedere obiectivele didactice ale evaluarii
curente sunt stabilite in corelatic cu continuturile de evaluat: cunostinte,
priceperi, deprinderi, abilitati, competente. In consecintd, se urmdreste
progresul scolar in directia cunoasterii si intelegerii, cat si a aplicarii celor
invatate. Astfel rezultatele obtinute de studenti In urma testelor curente
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contribuie la reglarea activitatilor instructiv-educative viitoare.

Continuturile itemilor vizeaza, intotdeauna, atit materia predata de
catre profesor, cat si acele sarcini de Invatare repartizate pentru studiul
individual obligatoriu (sarcini de munca independentd).

Construirea itemilort
estului docimologic este deosebit de importanta, impunandrespectarea unor
criterii  stiintifice riguroase. Itemii sunt in asa fel construiti incat
raspunsurile obtinute sa nu fie pasibile de interpretari diferite, iar notarea se
face obiectiv, pe baza unui punctaj stabilit anterior. Astfel putem afirma ca
testele aplicate in evaluarea curenta in mare parte corespund programelor de
studiu.

In incheiere se impune concluzia potrivit careia a stabili o strategie de
evaluare atdt sumativa cat si curentd, In invataimant echivaleaza cu a fixa
cand evaluezi, sub ce formd, cu ce mijloace si metode, cum valorifici
informatiile obtinute etc. Desigur in final, in functie de concluziile
desprinse, studentul 1si va modifica strategia de invatare, profesorul pe cea
de predare si indrumare, iar managerul strategia manageriala.
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THE ROLE OF VISUAL METADISCOURSE IN ACADEMIC
PRESENTATION

Silvia BOGDAN,
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Rezumat: Acest articol se axeaza pe analiza valorii imaginilor, care genereazd

multiple sensuri in comunicarea vizuala si contribuie la decodificarea sensului al

unei reprezentari vizuale gi la construirea identitatii autorului. De asemenea, se
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The 21% century has seen an unprecedented growth in digital literacy
and technology, social media and in graphic and web design. This reality
has become an integral part of any academic instruction and environment
helping the audience to identify a presenter’s/author’s identity both verbally
through oral communication and visually via graphic representation such as
slides, infographics, posters, etc. This multimodal way of communication
is more likely to build credibility among people and produce the desired
effect while interacting during a presentation. According to Adami (2016),
multimodality refers to “the combination of different semiotic resources, or
modes, in texts and communicative events, such as still and moving image,
speech, writing, layout, gesture, and/or proxemics”. Following Sachs-
Hombach (2019), multimodality refers to “the combination of different
modes of communication and representation that are employed in a variety
of aesthetic and functional contexts in contemporary media culture,
including a range of art forms from novels and comics via films and
television series to theatrical performances and video games”. It literally
means that we can apply different codes as interactive resources in visual
representations to express meaning in context.

Nowadays, people have become more aware of the need for visual
content and literacy. It is common fallacy to believe that purely academic
presentation should be devoid of any image or any other type of visual
representations. Cognitive scientists claim that people memorize pictures
better than words, referring to this phenomenon as “the picture superiority
effect” (Defeyter 2009: 265). It is actually the design of a slide or an
infographics with all the visual discourse markers (colour, images, layout
and typography) that communicates the point of an academic research in a
precise and memorable way. It helps academics and researchers to be
focused on essential things as “the way our eyes and brains work together
allows us better to grasp and retain information through pictures rather than
just through words” (Garr 2012: 18).

Obviously, visual constituents enhance the overall perception of the
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information on the slides taking into account the professional and cultural
expectations of the targeted audience in a certain social or academic
environment. Thus, visual metadiscourse is said to “support readability and
microstructural consistency” (Kumpf 2000: 404). Also known as “supra-
textual effect of a document” (Kostelnick 1990: 190), visual metadiscourse
“works with the rhetoric of the text to present to the reader a consistent
whole” (Kumpf 2000: 404). Thus, Kumpf suggests ten categories of
metadiscourse suitable for both online and hardcopy documents:

1. first impression;

2. heft;

3. convention;

4. chunking;

5. external skeleton;

6. consistency;

7. expense;

8. attraction;

9. interpretation;

10. style.

These categories should be interpreted as a whole, as together
they form what is now called visual metadiscourse. Thus, the layout,
tables, graphs, figures, diagrams, photos, font, colour, spacing,
single-column page, bulleted lists, number of words on a page, one-
sided printing, headings, table of contents, footnotes, the length of
sentences and paragraphs in a text, etc. contribute to our first
impression and to our desire to continue reading or listening to a text,
or to put it aside. Our understanding of a written text depends on a
large scale on how it is structured, designed and presented. How
things are arranged and written on a page goes hand in hand with the
propositional content and in such a way they exert varying degrees of
understanding, persuasion and acceptance of a written text. However,
teachers should not overstress the importance of visual metadiscourse
as students may neglect the content at the expense of the graphical
organization of a text and misunderstand the actual aim of different
assignments.
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Any academic or scientific presentation should rely on the
relevance of content that must be made known to people. However, it
is not enough to popularize one’s own academic or scientific visions
only, it is extremely important to be understood, be coherent and be
remembered. Therefore, any presentation should contain three basic
elements: scientific content, visual information and adequate delivery
as “the goal of designing a great presentation is not to take bad
scientific content and disguise it as great. The goal is to communicate
great content in a clear, succinct, and inspiring way [...] and respect
your content by presenting it in the best possible light” (Carter 2013:
5).

It is generally assumed that visual metadiscourse constituents
play an important role in the design of a slide or infographics and it is
characterized by two dimensions pointed out by Hyland and Tse
(2004): the organizational (interactive) dimension and the relational
(interactional) dimension. On the one hand, the interactive dimension
refers to the implicit and explicit organization and representation of
discourse; on the other hand, it sets “the personal or impersonal tone
in the text” (Hyland 2010: 128) and contains such markers denoting
intimacy, commitment and attitudes.

Visual metadiscourse conveys not only the visual constituents
on the slides, but also projects the author’s attitude towards the
content and the targeted audience. It is also used as a device to
interpret, reinforce, persuade or support a point of view, fostering the
presenter’s/ author’s relationships with their listeners and readers. In
such a way, the interpersonal or relational metafunction of visual
discourse is fully realized.

The visual resources employed in visual representations
organize the content, guide the users, attract their attention and
establish direct communication between the author/presenter and the
viewer. However, according to Kress and Leeuwen (2006, p.18),
visuals form “an independent, organized and structured message,
connected with the verbal text, but in no way dependant on it”.
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Relying on the semiotic theory of communication, we will apply
Halliday’s (1978) ideational, textual and interpersonal metafunctions
and Kress and Lecuwen’s (2006) dimensions in the analysis of visual
metadiscourse of the following slide:

Welcome
Class 2020!
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A close view at the slide shows that it includes a naturalistic view of
the world depicted in real colors, which displays a classroom with a wall, a
floor, empty desks and chairs, a whiteboard, a bookcase and a clock, a
teacher who is smiling and holding a bouquet of flowers in her hands. This
3D image arrangement allows us to see the entire picture and realizes the
ideational metafunction of the representational dimension. All the objects
and the personalized image of the teacher are interconnected and they
establish the theme of an academic environment, namely, the beginning of a
new academic year or the beginning of a course in an online format, as
there are no students present in the classroom.

The interactive dimension, seen as the interpersonal function,
visually encodes social meanings into images through several visual
aspects: the gaze, the social distance of the participant from the viewer, the
power and authenticity or the angle from which the participant is seen by
the viewer (Kress and Leeuwen’s (2006)).

The gaze is important when people (or cartoon-like characters) in the
image look at the viewers creating a certain link between the two at the
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imaginary level. Thus, the woman from the slide is actually smiling, which
invites students/viewers to establish relations of social affinity and a
friendly environment. She is also looking straight at the camera projecting
the idea of reaching each student directly from her class. However, her
posture and the flowers in her hands indicate a festive mood, namely, the
pleasure of seeing everyone again.

As for the social distance, it is obvious that viewers can grasp the
woman’s whole figure against the visible background and the imaginary
social space creates an impression of formality.

The power relation between the represented participant and the
viewer depends mostly on the degree of the angle, whether these are low-
angle, eye-level or high-angle shots. In our case, the represented teacher is
seen from a low angle, therefore she is said to hold the power in the
teacher—class relationship.

Authenticity is derived from the realism encoded in the visual picture
aimed at a certain audience and context. Reality is determined by such
modality markers as: colour, contextualization, representation, depth,
illumination and brightness. Figure 1.1 does contain most of these
constituents made as a coherent whole and it represents an authentic picture
of a real classroom. Students as viewers can conclude from the suggested
context of the classroom some additional abstract meaning connected with
the beginning of the academic year, enhanced by the text on the whiteboard
“Welcome Class 2020!”

In the light of Kress and van Leeuwen’s (2006) semiotic theory, all
the textual and visual modes applied on a slide, infographics or poster, etc.
are closely interconnected and their specific arrangement contributes to the
fulfillment of multiple textual meanings. Very often it is the namely the
image that carries the necessary information and dictates the layout of the
text. Moreover, a slight alteration in the layout would completely change
the relation between the written text and the image, and the meaning as a
whole.

Nevertheless, one should keep in mind that academic, scientific,
promotional, abstract, naturalistic and sensory domains of representation
have different coding arrangement and structure and thus have different
definitions of authenticity.

The compositional dimension is related to the textual metafunction,
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which implies the whole compositional structure and how all the elements
are linked together to represent unifying and complete meaning. The use
and arrangement of a text in a visual representation play an important role
in how viewers interpret the meaning. Thus, if the text is framed and
aligned in the centre of a visual composition, then it provides core
information and one can grasp the convergence of all the graphic and
textual ideas at once.

Summing up, the slide from Fig.1 perfectly illustrates the point that
in academic presentations there is always room for creativity when
presenting new and old material in order to keep students engaged and to
facilitate the process of understanding. It also simulates the classroom
environment and helps to create an atmosphere of formal learning. In case
an academic presentation is more scientifically focused, then the visuals in
the slides should be differently conceptualized to render scientific ideas in a
more explicit way.

Exploring visual metadiscourse in the classroom makes more
visible the relationship between the use of multimodal constituents and
the concept of verbal discourse which is broadened by visual components.
Thus, authors/presenters give their viewers/readers the possibility to
visualize a slide or an infographics and interpret different types of content.
Both textual and visual multimodal strategies design the
presenter’s/author’s identity, emphasizing the importance and role of
visual metadiscourse in different communication contexts.
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CROSS-CULTURAL APPROACH IN TEACHING BUSINESS
ENGLISH
Natalia BOLGARI
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Abstract: Articolul abordeaza dimensiunea interculturald in procesul de predare a
limbilor strdine, accentul fiind pe predarea limbii engleze de afaceri. De asemenea,
se caracterizeaza activitatile ce urmeaza a fi aplicate de catre profesorii de limbi
straine in practicile lor, astfel incdt sd-si orienteze predarea mai mult spre
dezvoltarea competentei comunicative interculturale, scopul final fiind pregatirea
unui interlocutor international. Prin urmare, abordarea interculturala contribuie
la dezvoltarea abilitatilor de gandire critica a studentilor si aplicarea lor in
procesul unor negocieri internationale, pastrindu-si identitatile sale sociale.

Key words: cross-cultural approach, English Language Teaching, cross-cultural
dimension, intercultural communicative competence, intercultural awareness,
intercultural sensitivity and intercultural adroitness, essay, project, portfolio.

Introduction
Cross-cultural language teaching has redesigned the curriculum of
foreign languages all over the world, having also an impact on English
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Language Teaching (ELT). A cross-cultural approach prioritizes the need
for a critical, multicultural curriculum, which actively educates and
facilitates the construction of learners' personal and social identities in the
process of developing their language skills. Its major influences in ELT
refer to intercultural competencies, academic and social benefits of
intercultural learning, the use of ethnographic research to implement ELT,
thus adjusting curriculum to situational learning needs, and designing tasks
in an intercultural classroom, as stated Holmes and O’Neill in 2012. The
intercultural curriculum uses ethnographic methods and critical thinking to
develop culturally contextualized knowledge. It motivates learners by
making topics and activities more complex, thereby challenging them to
build higher levels of cross-cultural competencies. Needless to say that the
so-called five “saviors” provide a framework for developing analytical,
reflective and critical thinking skills as they are supposed to help English
language learners acquire and negotiate intercultural experiences in new
social environments and position their social identities through critical
analyses and self-reflection.

Intercultural Communicative Competence as a Prerequisite of Cross-
Cultural Approach in ELT

Many scientists state that the aim of the cross-cultural approach in
language teaching is to develop intercultural communicative competence
since it is vital for language instructors to create an efficient intercultural
speaker who would exhibit certain skills, competences and knowledge. The
most comprehensive model of what intercultural communicative
competence is comprised was presented by Chen and Starosta (2000). It
integrates the following three features: awareness, adroitness and
sensitivity. Each dimension consists of a set of components. For example,
intercultural awareness is the cognitive dimension of intercultural
communicative competence, which concerns a person’s ability to
understand similarities and differences of other cultures. It includes self
awareness and cultural awareness. Intercultural sensitivity refers to the
emotional desire of a person to acknowledge, appreciate and accept cultural
differences. Six components, such as: self-esteem, self-monitoring,
empathy, open-mindedness, non-judgmental behaviour and social
relaxation are involved in this dimension. Finally, intercultural adroitness
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as a behavioural dimension, is understood as an individual’s ability to reach
communication goals while interacting with people from other cultures. It
consists of four elements, namely: message skills, appropriate self-
disclosure, behavioral flexibility and interaction management.

In foreign language instruction, teachers should focus on subjective
culture which includes beliefs, values, assumptions and patterns without
which it is not possible to understand its impact on communication (Bennett
2004). These are the most difficult aspects to be taught and learnt as they
account in particular for the speaker’s intercultural awareness to be clearly
distinguished from intercultural know-how. Whereas intercultural
awareness refers generally to the learner’s awareness of him-/herself as a
member of a global community, intercultural skills and know-how refer
rather to the individual’s way of dealing with cultural differences.

Furthermore, both knowledge and skills develop in students a special
kind of sensitivity expressed as their own need to sustain certain self-
conceptions and self-image, their degree of anxiety and their avoidance
tendencies engendered by strangers. The role of the Business English
teacher consists in making students understand who they are, reinforcing
their self-confidence and overcoming their anxiety. When communicators
are threatened, they often become defensive and can no longer think clearly
or access the knowledge and skills needed to communicate effectively.
Their sensitivity experienced as anxiety hinders their ability to gather
information that could reduce uncertainty and their sense of alienation from
other cultural groups. All the factors decrease their motivation to
communicate further and make them avoid intercultural interactions in the
future.

The cross-cultural dimension in Business English teaching aims at
developing learners as intercultural speakers or mediators who are able to
engage with complexity and multiple identities and to avoid stereotyping
which accompanies perceiving someone through a single identity (Byram et
al. 2004). It is based on perceiving the interlocutor as an individual whose
qualities are to be discovered, rather than a representative of an external
identity. The cross-cultural dimension is concerned with: 1) helping
learners to understand how intercultural interaction takes place, 2) how
social identities are part of all interaction, 3) how their perceptions of other
people and other people’s perceptions of them influence the success of
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communication, 4) how they can find out for themselves more about the
people they are communicating with.

Cross-cultural training in language education requires the application
of three different approaches: experiential learning, ethnographic approach
and comparative approach. According to Kohonen (2001) experiential
learning is an educational orientation which aims at integrating theoretical
and practical elements of learning for a whole person approach,
emphasizing the significance of experience for learning. The approach is
well-known in various settings of informal learning, such as internships in
business and service organizations, work and study assignments,
international exchange and volunteer programmes, etc. However, the
principles and practices can be used both in formal learning (institutional)
contexts and in informal learning. Experiential learning techniques include
a rich variety of interactive practices whereby the participants have
opportunities to learn from their own and each others’ experiences, being
actively and personally engaged in the process:

- portfolios, projects

- reflective personal essays and open questions

- role plays on various business topics

- business games and simulations

- case studies on business issues

- visualizations and imaginative activities

- empathy-taking activities

- discussions and reflection in cooperative groups.

The ethnographic approach focuses on observation and description of
behaviours among representatives of a particular culture. From the point of
view of ELT the most interesting aspect to be investigated refers to human
communication. Corbett (2003) points out that a communicated meaning is
constantly negotiated and constructed by the participants of an interaction
embedded within a context. It does not depend on the intentions
communicated by a speaker. The role of ethnographic methods in foreign
language teaching was indicated by Damen (1987). The advocates of the
cross-cultural approach are positive about the possibility of using
ethnography in integrated culture and language teaching and developing
mediating competences. A learner who possesses ethnographic skills can:

v"use their own experiences;
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observe culture phenomena;

be a participant-observer of their own and the other’s culture;

ask questions in order to obtain information about culture;

search for the most useful sources of information;

take notes during field trips and discussions;

collect, analyze, present, evaluate and distinguish qualitative from
guantitative data

v'  restrain from assessing the other’s culture.

Zawadzka (2004) and Pulverness (1999) note that learning about the
other’s culture provokes comparisons with our own culture. Thus, we tend
to understand and compare new phenomena with the application of
categories employed by our language and culture community. The
comparative approach should be applied in teaching languages only with
the presence of a teacher who will be responsible for preserving an
objective glance at the new phenomena so as not to falsify the newly-learnt
reality. Unfortunately, comparing two cultures does not lead to the
development of intercultural awareness and empathy. Byram and Zarate
(1997) claim that only critical cultural awareness achieved through the
critical analysis of cultural phenomena and their deconstruction contributes
to learners’ general education and development. Constant comparative
analysis remains undoubtedly a crucial element of action conducted by
intercultural mediators. The comparative approach in teaching culture helps
to:

v make learners reflect on how their own language, linguistic and cultural
identity are perceived by others;
v analyze stereotypes and distinguish individual traits;
v' discuss tolerance, xenophobia, acculturation and sustaining one’s
identity;
activate previously gained knowledge and experience;
distance from one’s own cultural norms;
shape one’s curiosity and critical attitude instead of developing
prejudices.

By emphasizing the role of the comparative approach in intercultural
training, Kramsch (1998) recommends various tasks, which require
accepting worldviews which differ from one’s own. Similarly, analyzing
things from a different perspective allows learners to compare those aspects
of their culture, which they are unaware of. To fulfill the expectations of the
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comparative approach, they need to engage their knowledge and experience
indispensable for making comparisons. As a result, Business English
students are able to strengthen their cultural identity (Bandura 2007).
Cross-Cultural Approach in Business English

The cross-cultural approach in teaching Business English is mainly
based on the four perspectives model of Ulla Lundgren (2005): a)
communication skills in a foreign language, b) cultural competences
specific to the foreign language, c) intercultural competences facilitating the
natural behavior in the cultural environment of the foreign language, and d)
organizational communication competences, that develop the ability to
interact efficiently in a new organizational culture, where the foreign
language learned is the formal language of the organization.

The specific cross-cultural competences are described in the
Common European Framework of Reference for Languages. Cultural
knowledge and organizational culture knowledge are compared to the
student’s mother tongue and its set of cultural values, facilitating the
development of a natural behavior in a different professional culture
environment, as it is shown in the table below.

Table 1. Cross-Cultural Business English Framework

Dimension Competence

/A. Communication
L1 - mother language
L2 - foreign language

Reading comprehension

Listening comprehension  Writing
Speaking

General cultural behavior, ideas,
perceptions, art, literature, history,
music, etc.

B. Culture

C1 - trainee’s culture

C2 - the culture of the learnt foreign
language

C. Cross-culture
X - intercultural communication
competences

Adaptability, tolerance, empathy,
flexibility, cultural identity, social
constructivism.

D. Organizational culture
Y - organizational communication
competence

Recognition and use of organizational
culture patterns, communication
stereotypes and procedures.

Hence, the cross-cultural approach in Business English contributes to
learning community, facilitating the

the development of a group
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collaborative processes oriented towards problem solving, creating new
ideas and acquiring knowledge in the professional field. It includes various
tactics and tools, stimulates cognitive and affective processes and leads to
the internalization of new corporate cultural values and knowledge, thus
developing a natural behavior in a new professional and social environment.

This perspective is based on the socio-constructivism learning theory
which stimulates student’s capacity to adapt and react adequately to the
difference of a new cultural and organizational environment. This approach
makes possible the development of various pedagogical strategies such as:
cognitive learning (Shekan, P. 2003), contextual learning (Brooks, I. G. and
Brooks, M. G. 1999), active teaching or problem-based learning (Savin-
Baden, Major 2004), project-development learning (Knoll, M. 1997),
learning media/blended learning (Garrison, D. R.; Vaughan, N.D. 2008),
web-based learning (Schroeder, R. 2002), computer mediated learning
(Gonzalez-Lloret, M. 2008), face-to-face learning (Stein, D.S. 2003),
learning activities (Trofimovich, P.; McDonough, K. 2011) as simulations,
games, brain storming, etc., education formats as lecture, tutorial,
independent learning, distance learning, small/large groups, etc. (Salcedo,
C.S. 2009), which are revealed in the table below.

Table 2: Levels and Dimensions of the Cross-Culture Competence
Development

Cognitive dimension

Pedagogical approach

Specific tactics

Knowledge acquisition

Instructionalism

Knowledge transfer

Comprehension

Constructivism

Actions, facts, simulations

Application Collaborative learning |Brainstorming, games, debates
Mutual problem solving tasks,
Synthesis/Analysis Learning by problems |case studies, simulations,
debates.
Project development, innovative
Knowledge J P

Learning by projects  [solutions, self assessment.

creation/evaluation

However, the model which might be proposed to clarify the cross-
cultural approach in Foreign Language Teaching is composed of learners’
knowing, being and doing. ‘Knowing’ is defined in terms of learners’
knowledge which they bring to an interaction. ‘Being’ is understood as

81



being skillful in interpreting, relating, discovering meanings and
behaviours. Finally, ‘doing’ has to be perceived as an exemplification of
attitudes among learners, which are exhibited towards other interlocutors.
Guilherme (2002) highlights that the knowledge that learners have at
their disposal in an interaction consists of two layers: knowledge about
social groups and their cultures in their own country and similar knowledge
of the interlocutor’s country, on the one hand, and knowledge of the
processes of interaction, on the other hand. It involves the following:

v" historical and contemporary relationships between one’s own and
one’s interlocutor’s country;

v' the types of cause and process of misunderstanding between the
interlocutors of different cultural origins;

v' the national definitions of geographical space in one’s country and
how these are perceived from the perspective of other countries;

v' the processes and institutions of socialization in one’s own country
and one’s interlocutor’s country;

v social distinctions in one’s own country and one’s interlocutor’s
country and the way both of them perceive these distinctions,
which, consequently, conduct to and influence the relationships
between them;

v' the national memory of one’s own country and one’s interlocutor’s
country and how it is interpreted;

v' the processes of social interaction in one’s interlocutor’s country.

As per skills, it is worth distinguishing those of interpreting and
relating, and of discovery and interaction, to be acquired through
experience and reflection with or without the intervention of teachers. The
skills of interpreting and relating draw upon existing knowledge. They are
defined as abilities allowing us to interpret documents or events from
another culture, in order to explain and relate them to the ones typical to our
own culture. The objectives are the following:

. identify ethnocentric perspectives in documents or events and
explain their origins;
. identify areas of misunderstanding and dysfunction in an interaction

and explain them in terms of each of the cultural systems present;
. mediate conflicting interpretations of phenomena.
The skills of discovery are perceived as abilities to recognize
significant phenomena in a foreign environment and to elicit their meanings
and their relationship to other phenomena. The skills of interaction help us
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manage the constraints of time, mutual perceptions and attitudes. Thanks to
their presence interlocutors acquire new knowledge of a culture and cultural
practices and operate it together with attitudes under the constraints of real-
time communication and interaction. In order to succeed in their
interactions interlocutors have to:

e identify significant references within and across cultures and elicit

their significance;

e identify similar and dissimilar processes of interaction and negotiate

their appropriate use in specific circumstances;

o use in real-time an appropriate combination of knowledge, skills and

attitudes to interact with interlocutors from a different country and culture,

taking into consideration the extent of difference;

e identify contemporary and past relationship between one’s own and

the other culture and country;

e use in real-time knowledge, skills and attitudes for mediation between

interlocutors of one’s own and a foreign culture.

Lubecka (2003) recognizes that speakers’ attitudes vary during
interactions. The most distinctive feature refers to cultural meanings, beliefs
and behaviours exhibited by certain social groups. The most desirable
attitudes typical of intercultural speakers are curiosity and openness,
readiness to suspend disbelief about our own and other cultures.

They are eager to:

v' seek out or take up opportunities to engage with otherness in a
relationship of equality;

v' discover other perspectives on interpretation of familiar and
unfamiliar phenomena both in one’s own and in other cultures and
cultural practices;

v' experience different stages of adaptation to an interaction with
another culture;

4 engage with the conventions and rites of verbal and non-verbal
communication and interaction.

Cross-Cultural Activities in Business English

The development of cross-cultural skills in teaching Business English
becomes more effective through careful instruction and the gradual process
of raising learners’ awareness of multiplicity of perspectives. By handling a
selection of language tasks students experience diversity and analyze their
behaviour in order to adjust their language roles to new circumstances. The
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activities designed for proper intercultural training include essays, projects
and portfolios. All the classroom practices enable Business English learners
to improve their linguistic abilities, become more competent language users
and develop proper attitudes necessary for efficient intercultural
communication exchanges.

For the purpose of understanding how the model of “knowing”,
“being” and “doing” functions, it seems vital to analyze the chosen
activities seen as indispensable in creating an intercultural speaker. Through
essays students can demonstrate their understanding of cultural phenomena
and are viewed as the most reliable technique or activity meant to broaden
their knowledge and check their language competence. Under certain
circumstances they can also be treated as a record of individual’s
intercultural experiences, qualifications and specific competences. It goes
without saying, that thanks to planning, reviewing and reflecting on their
own learning, learners will give an account of linguistic and cultural
experiences gained in and outside formal education. Byram (2000)
enumerates the following advantages of essays in the process of developing
effective intercultural speakers: (1) interest in other people’s way of life; (2)
ability to change perspective; (3) ability to cope with living in a different
culture; (4) knowledge about another country and culture.

On the other hand, one of the many effective means of checking
learners’ skills is the project work. A project is usually regarded to be a
long-term task undertaken by learners outside school in which they have to
collect information, organize it, draw conclusions and later present their
findings in class. As noted, projects are ideal in the cross-cultural approach
as they conform to the principles of learner autonomy, affective and
intellectual stimulation of a learner and are interdisciplinary. The topic of
the project is chosen under the teacher’s guidance while the rest of the work
is done either individually or in small groups. As Komorowska (2005)
states, projects help to train and assess the skills of searching for specific
information, comparing and contrasting information originating from
different sources, differentiating facts from opinions, interpreting retrieved
data, formulating and justifying critical judgments, the skills of
linguistically accurate project presentation, and the skills of coherent and
cohesive project presentation.

Bandura (2009) adds that projects are the most suitable form of
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developing the learner’s ethnographic skills, which are an important aspect
of the intercultural approach. Through becoming a participant-observer of
native and foreign culture, a student learns how to use their own experience,
observe cultural practices, find out new information about the culture
studied, specify the most reliable sources of information, gather, analyze,
present, assess and distinguish qualitative and quantitative data, consciously
participate in native and foreign culture, and refrain from judgmental
statements.

Finally, the portfolio, considered as the most useful by Byram (1997)
and Lazar et al. (2007), is a tool for developing and observing learners’
attitudes through involving them in the process of collection, analysis and
presentation of information on some business topics. A portfolio can
include the recording of interviews conducted by the learner in a foreign
language accompanied by their commentary and reports of their
intercultural contacts. It creates the possibility of new ways of assessing the
learners’ language and intercultural competencies. As a result, it encourages
the lifelong learning of foreign languages, increases the learner’s awareness
of their competence and promotes intercultural learning. Thus, it is also
viewed as a means of support in the development of plurilingualism and
pluriculturalism. The idea of adapting portfolios is reported to be very
beneficial among language teachers and learners as it contributes positively
to the growth in the learners’ self-esteem, and by focusing on their abilities
they have a stronger feeling of success. A change was also observed in the
teachers’ approaches to their learners. In place of focusing on their
shortcomings, the teachers concentrated more on what the learners can do,
i.e. on their competencies.

Conclusion

In the current cross-cultural approach, the emphasis has been clearly
shifted towards reflecting on the personal, emotional and social elements
inherent in authentic communication. Whereas communicative competence
related primarily to the individual’s knowledge and skills in communicative
situations, intercultural competence also focuses on the learner’s personal
identity, social abilities and attitudes such as respect for cultural and
individual diversity. It also emphasizes the importance of a reflective
awareness of language use and cultural elements in cross-cultural settings.
Therefore, it should be noted that the frame of ‘knowing’, ‘being’ and
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‘doing’ is a concept suggesting the necessity to integrate the required skills,
knowledge and competences in order to develop successful intercultural
encounters. As cross-cultural communication is a question of attitudes and
emotions, becoming an intercultural language user highlights the central
role of the affective elements in foreign language education. It entails an
element of personal growth as a human being and a language user - all
indispensable and ubiquitous under certain circumstances.
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TEACHING MAIN WAYS OF EXPRESSING NECESSITY IN
ENGLISH
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Abstract: Articolul abordeazd un subiect foarte important din domeniul gramaticii
limbii engleze si este dedicat predarii modalitatilor principale de exprimare a
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necesitatii in limba engleza. Accent se pune pe statutul verbelor modale in limba
engleza oferind o analiza a verbului modal must §i a echivalentilor sai din
perspectiva predarii in gcoald. Articolul dat urmareste sa identifice metode si
strategii effective care ar facilita predarea si asimilarea mai usoara a acestei teme
gramaticale in timpul orelor de limba engleza.

Key words: modal verbs, modal word, equivalents, approaches, methods,
necessity, obligation, advice.

Grammar has always been central to teaching a foreign language, it
was even synonymous with teaching a foreign language. However, for
some time after the rise of communicative language teaching the status of
grammar in the curriculum was rather uncertain. Some linguists considered
that it was not necessary to teach grammar as it would develop
automatically. Yet, nowadays it is widely accepted that grammar is an
important resource in using language communicatively.

The aim of the given research is teaching main ways of expressing
necessity in English therefore special attention would be paid to modal
verbs of necessity which should be taught at school pointing out their
general characteristics, revealing and analyzing main teaching methods and
techniques.

It is known that modality has always remained a disputable subject
among the linguists. Many scholars have exerted great efforts to determine
the notion, the number and the type of modalities through different
approaches.

Modal verbs represent a group of words whose function is to
characterize the contents of the sentence as fact, potentially or urge without
actually being part of that sentence. Not all the linguists group modal words
into a separate grammatical category thus, relating modal verbs to adverbs
of mood in the English language. The meaning of these words often
depends not only on the denotation but also on their position within a
sentence. Linguists claim that being placed at the beginning of the sentence
the modal word renders positive appreciation by the speaker of the
information stated in it, but if it is used at the end of the sentence the modal
word gives final appraisal of expression(Choi 2006: p 83).

Speaking about modal words of necessity, it is worth remarking that
“naturally” may take any position in the sentence and sometimes it is used
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as an affirmative answer. “Evidently” expresses logical conclusion, which
is based on the observation of a fact’s manifestation, while “obviously”
expresses logical conclusion which is based on past experience, and,
therefore it appears before the verb. It is obvious that there are few words
that can express necessity in English. So, as in can be seen the use of words,
expressing necessity, depends on the context and communicative situation (
Iremuar 2012: 73).

Necessity can be expressed by such modal verbs as must and have to,
will, would, ought to and should. It has been remarked that must and have
to are used less frequently than other verbs to express necessity in British
English bur are very often used in while American English.. The difference
between must and have to is considered the difference between “factual”
necessity and “theoretical” necessity which is neutralized in the specific
speech. The Romanian equivalents of these verbs are: must — trebue,
neaparat, ar trebui , have to - e obligat , trebue , este ( a fost) necesar .
Will expresses a conclusion, which is based on the speaker’s competence. It
also expresses “prognostication”. Will is used for designation of habitual
events and it is worth pointing out that the difference between must and
will is both in the source and on the ground of conclusion. Thus, we can
easily see that must expresses conclusion from observing facts and
phenomena and will expresses conclusion from the speaker’s own
information and knowledge. Would expresses necessity and can also
express prediction in the past, at the same time it can be used as the past
form of the verb will, while ought to or should express the logical meaning
of necessity in weak forms. The equivalents of these verbs in Romanian are:
should — ar trebui, ought to — dator, ar fi bine, ar fi de dorit. And, of course,
the verb need can also express necessity, it is used in negative and
interrogative sentences mostly and has only present tense form, its
Romanian equivalents are - e nevoie, nu e nevoie.

The word "necessity” is a general term used for describing the main
meaning of the modal verb must and its substitutes have to, have got to, and
need. The modal verb must expresses strong necessity to do something,
with such shades of meaning as necessity, obligation, duty, responsibility,
requirement. The phrase have to is the most common substitute for must in
the meaning "necessity".

It is stated that the modal verb must in the meaning of "strong
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necessity" forms only the present tense. The future is expressed by the
present tense with the help of the context and adverbs or adverbial phrases
indicating the future time, for example: tomorrow, soon, next week, in an
hour. For example: She must talk to them immediately./ We must obey the
rules./If he wants to go to university, he must pass the exams first./ He
must pay the bills today.

In the meaning "strong necessity" the modal verb must does not have
the past form. The substitute phrase had to (necessity) is typically used
instead of must in the past tense, with a little change in meaning. For
example: Father must go to the bank today. (Strong necessity)

He has to go to the bank today. (Necessity)
Father had to go to the bank yesterday.

(In the last case we have Necessity, with the following meaning: It
was necessary for him to go to the bank yesterday, and he went there.)

It is evident that must is stronger, stricter, and more categorical than
have to. Must implies that the action expressed by the infinitive is
absolutely necessary. Have to in the meaning "necessity” is used in
affirmative statements and questions in the present, past, and future.
Negative questions with have to are also possible in this meaning (Palmer
1990: 134).

Scholars consider that the verb have to is used in both formal and
informal English in speech and writing, and many native speakers use have
to instead of must in many cases, especially in American English. For
example:

He must write a report. (Strong necessity):

He has to write a report. (Necessity)

He must finish his report tomorrow. (Strong necessity):
He has to finish it tomorrow. (Necessity)

He will have to finish his report tomorrow. (Necessity)

He had to rewrite several pages of the report yesterday.

It can be observed that in some cases the difference between must
and have to is bigger than "strong necessity" versus "necessity". Must
shows that the speaker considers that the action specified by the main verb
is necessary, and it's the right thing to do (i.e., the speaker expresses
personal opinion), while have to just states the fact that this action is
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necessary. In order to prove it we can read and compare the following
sentences:
Pupils must go to school. (It's obligatory, and it's the right thing to do.)

Pupils have to go to school. (It's obligatory.)

She must help them. (It's necessary, and it's the right thing to do.)
She has to help them. (It's necessary.)

They must read this story. It is very captivating.

They have to read this story. We are going to discuss it in class

And, of course, the modal verb should can be used instead of must if
the speaker wants to sound less categorical. For example:
He must do it today. (Strong necessity, obligation).

He should do it today. (Advice, recommendation).
We must inform the teacher about it. (Strong necessity, obligation).
We should inform the teacher about it. (Advice, recommendation).

As for the substitute phrase have got to, it is used mostly in
conversational English. Thus, it should be remembered that have got to has
only the present tense form and expresses necessity to do something in the
present and future, mostly in affirmative statements, though negative
questions are also possible. Have to is often used instead of have got to in
guestions: (We've got to leave; I've got to meet her immediately; She's got
to exercise more. She's getting fat). The phrase have got to does not have the
past form, so had to is normally used instead of it in the past.

According to linguistic literature the verb need is frequently used
with a noun object after it: You need money; They need healthy food; she
needs help. Followed by an infinitive, need expresses necessity to do
something and can be used as a less categorical substitute for must: (Kratzer
2013: 124). For example: We need to see him; She needs to exercise more;
Do they need to buy bread and cheese for lunch? — Yes, they do. No, they
don't.

It should be remarked that the verbs must, to be to, should and ought
to in their negative forms do not express absence of necessity. Must not
does not have the meaning "absence of necessity”. Must not and its
contraction mustn't express strong necessity “not to do something”. This
meaning of must in the negative is often called "prohibition"( You mustn’t
cross the street when the lights are red.; Children mustn’t play with
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matches). Must can be used in the meaning of "strong necessity” in the
present and future and it is replaced with had to for "necessity" in the past.
Yet, in a number of cases must can be replaced with have to (necessity) or
should (advice) if we tend to sound less categorical. And , of course,
students can use don't have to; don't need to if there is no necessity to do
something. In the cases of absence of necessity the negative forms
of to have to and need are used. For example: They don't have to go there;
We needn't go there.

The two verbs generally differ in that needn't + infinitive indicates
that the speaker gives authority for the non-performance of some action,
whereas don't (doesn't) have + infinitive is used when absence of necessity
is based on external circumstances (I'omy6esa 2008: 94).

She needn't come here. (I'll manage to do everything myself without
your help.)

They don't have to come to the university tomorrow. (There will be
no lessons tomorrow.)

Thus, we see that modal verbs are the most frequently used means of
expressing necessity in English. Being extremely numerous and often
interchangeable they can render all the nuances of these categories in all
communicative situations.

On the whole, modality can be expressed not only by separate words
but also by certain phrases. And, it is worth mentioning that the English
language is marked by the existence of such phrases expressing necessity: It
is +modal word. For example: It is obvious, it is evident etc. At the same
time it must be stressed that these modal phrases are used mainly in the
scientific speech.

Modal constructions in English are very close in their form and
function to modal phrases. The structural difference between them is in the
absence of the subject and predicate elements in the constructions under
consideration. Thus, we know that necessity is expressed by the
construction: to be bound + Infinitive, which expresses logical conclusion.
It can also be rendered by to be bound to, which means logical supposition
about an event in the future: He is bound to finish his work next week.

Thus, we can state that modal phrases and modal constructions not
being always ascribed to a separate category prove to be really useful in
expressing necessity and supposition. And it is very important to know how
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to teach them to students so that they see and understand the right meaning
of each modal verb and their equivalents. Every teacher knows his class
well and he/she should use some interesting and useful methods in order to
make his/her students understand and use them in speech.

It should be emphasized that modal verbs do not have an exact or
sometimes not even a close translation in students’ mother tongue,
therefore, they can be difficult to teach. According to methodological
literature there are some steps of teaching modal verbs of necessity.

And it is up to the teacher what methods and techniques he/she uses
in class while introducing, explaining and teaching modal verbs to students.
Of course, depending on the level of the class teachers can narrow or
expand, thus introducing all modals at a lesson.

In this case, the teacher can start by introducing all the modal verbs
she/he wishes to talk about. This may include must, will, would,
shall, should, and ought to but, depending on the level of the class, teachers
can narrow it down to those they feel are most important. Obviously there
are no images that can help students understand the meanings of these
words so teachers can do pronunciation practice simply by pointing to the
words on the board. In introduction the teacher can cover some general
rules that apply to all modal verbs that are also called defective verbs,
therefore, unlike most verbs, no -sis needed to form the third person
singular. The teacher should give several examples and make her/his
students understand that, for example, He should ....is correct, while He
write... IS incorrect. Additionally, modals always require another verb
because they cannot function as the main verb in a sentence and they only
have present tense forms. This may seem like a long and confusing
introduction but it is the best one after the pronunciation practice to simply
write the modals and their rules off to the side of the board for reference.

During other classes the usage of modals can be to make suggestions
and give advice, to talk about obligations and prohibitions, where teachers
must also explain students the difference between ought to and should to
saying that the correct action would be for instance We ought to see a
doctor or He should be quiet while the teacher is talking. Teachers may find
that for some classes it is not necessary to cover all the different uses of
modal verbs so they may choose what is most important and then cover
those items thoroughly before moving on to the next topic.
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When teachers cover many different uses of modal verbs in class,
they should be sure to have a lesson which combines them again. This
combinations method allows teachers to start with all the words they plan to
cover in the first class and finish in the same way. Since students have been
focusing on just one use at a time, this lesson will show the range of uses
these words have and really challenge them. In order to involve students in
activities and make the lesson engaging, teachers can use such tasks as fill
in the blank and multiple choice worksheets and, of course, they can
conduct role plays based on different uses of modal verbs, too.

Teachers know their class very well and whenever they work with
new grammar material, they should always think of and give a basic
example in order to make students remember and understand the right usage
of these structures. Thus, during the lesson teachers  should give an
example of how to make sentences using a basic modal verb such as must (
We must visit a doctor now, where the verb expresses necessity). Teachers
should draw students’ attention and explain that the verb following the
modal verb must be used in its basic or infinitive form but without the
particle to. And, of course, they will work with examples using he or she to
show that no -s is added to modal verbs in the third person singular.

To be sure that students have a good understanding of how modals
function, teachers make their students work during lessons also using
negative and interogative (question) forms and the best way to prove how
modal verbs are used in the negative and question forms is to provide
examples. Thus, students’ attention should be drawn to the fact that the
word not must follow the modal verb and not the verb it modifies. Then
interrogative forms should be used to show that in order to form a question,
we simply invert the subject and the modal verb, for example: Must I/ he do
the homework?

Every teacher can affirm that guided work is sure to help students use
modal verbs correctly.

So, teachers should ask students to provide their own examples by
asking them guided questions such as Do you have to go to the library
today? When do you have to visit your grandma? When or where do |
have to stay after classes? In case teachers see that students seem confused
or uncertain, they give suggestions for students to choose the right variants.
And if they seem comfortable and confident, questions that produce a
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negative response should be used.

And it is obvious that one of the key factors for a productive lesson is
to have students work independently. Thus, teachers should motivate and
allow the students to independently produce sentences using modal verbs
by putting them into groups and having them interview each other.
Teachers carefully remind students how to make sentences using modal
verbs, have them use as many verbs as they can and encourage them to be
inventive with their questions and answers. And after students have finished
their interview, they read aloud their interview answers.

In conclusion it can be noted that the most useful means of
expressing necessity in English are modal words and modal verbs.
Alongside with the moods they serve to express all shades of the speaker’s
attitude towards reality and the utterance. And teachers should be very
careful and creative in order to work out interesting and engaging activities
while introducing, explaining and working with modal verbs and their
equivalents in class so that the students understand and use them in speech
correctly.
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Abstract: Astazi, predarea unei limbi strdine este o adevdratd provocare pentru
profesori. Ei trebuie sa faca fata multor obstacole. Acest studiu isi propune sa
examineze strategiile de predare a limbilor pe care un profesor trebuie sa le ia in
considerare in timp ce interactioneaza intr-un context multicultural. Cu sigurantd,
este nevoie de imbundtdtirea calitdtii preddrii in astfel de medii. In acest sens, un
profesor trebuie sa cunoasca si sa inteleaga foarte bine diversitatea culturala si sa
recunoasca diferentele dintre diferitele grupuri culturale si etnice. Comunicarea
interculturala ajuta la crearea si mentinerea unui mediu care incurajeazda bune
relatii interpersonale in clasa. Diversitatea culturald determina diferente de
perceptie si moduri de invdtare a unei limbi strdine.

Cuvinte cheie:Cultural diversity, Ethnicity, Intercultural, Multicultural.

In the last decades, we have witnessed significant geographical,
demographic and structural changes to the foreign language. Thus,
intercultural communication skills should be at the heart of it. Teaching a
foreign language in a multicultural context is a challenge for the teachers.
This paper analyses the language teaching strategies that a teacher should
take into account while interacting in a multicultural context. Thus, the
Strategic framework for European cooperation in education and training
ET2020 (European Commission 2015, 9) presents some educational
priorities for 2020:

e Making lifelong learning and mobility a reality;

e Improving the quality and efficiency of education and training;

e Promoting equity, social cohesion, and active citizenship;

e Enhancing creativity and innovation, including entrepreneurship, at all

levels of education and training.
These strategic objectives uphold the role of education in the society

and show guidelines of development for all those involved in teaching. The
educational sector should play a more active role in providing learners with
the relevant tools and resources. Multicultural pedagogy targets the
development of mutual appreciation among learners, aims to reduce
stereotype thinking and intends to maintain and develop all the languages
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and cultures that should be found in a particular classroom context.

Native language influences the way how we learn a foreign
language. Languages may have similar or different grammatical structure.
They might have common or completely different vocabulary. In addition,
the nonverbal communication among diverse cultural groups may also be
different. We associate the meaning of a word with our experience
and traditions, so the same word might be perceived differently
among members of different cultural groups. According to Wade,
S.E.&Fauseke, J.R.& Thompson, A. (Wade, S.E.&Fauseke, JR.&
Thompson 2008: 405) we construct situated meanings for words from word
associations, which become part of our value-laden theories of the world, or
cultural models. All conceptions of cultural value systems share the
premise that different cultures propose many distinct answers to
essentially the same questions posed by the generalities of the human
situation (Bachmann 2006: 724). By using the same language people
become members and representative of their communities. Thus,
language promotes identity and membership of an individual. There
should be a distinction between spoken and written language when
considering the influence of native language in learning a foreign
language. This is mainly because of their particular characteristics. There
are some languages, which in their written form are completely different
from many other languages. Therefore, there should be paid greater
attention to such language diversities. As Rodrigues (Rodrigues 2002:
1017) highlighted, there is a resistance of teachers to learning to teach for
diversity. He categorized this resistance into two types: resistance to
pedagogical change and resistance to ideological change.

Intercultural Communication

Language teachers should probably focus on the communicable
character of cultural communication. The cultural diversity gives rise to
differences in perception and ways of learning a foreign language. Since
everyone has the right to get equal education, it is very important that
teachers should avoid discrimination based on cultural background,
language, and ethnicity.

Accurate intercultural communication is built on fluency in the target
language, insight into what people are imaging when they speak, a certain
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knowledge of culture, but also the ability to decode non-linguistic symbols
such as body language. Body language can play a specific role everywhere,
there are certain standards that are recognized (decent smile, firm
handshake, steady eye contact, etc.) Charles Darwin, the earliest
investigator into non-verbal communication stated the following in 1872:
“All chief expressions exhibited by man are the same throughout the
world”. As it results from what was mentioned above, language teachers
should not only teach correct and appropriate language but also pay
attention to widen social and cultural horizon of learners. Cultural
differences can be analysed in relation to mother tongue. This can be very
helpful and students can remember better the similarities of their own
culture and those of the target language.

When people travel, they meet people from different cultures and
thus it is of greatest importance to have a level of intercultural competence
that enables them to understand people’s speech and intonations. Teachers
should know that one of the advantages of reading is that it widens one’s
horizon by learning about the world around him/her. Through reading and
learning about other people, students may grow their curiosity to learning
and become more open to communicate with people from other sides of the
world. As a result, they will gain and expand their knowledge. Integrating
culture teaching into the teaching of language can be most efficient if taught
through context, providing pictures and videos from multimedia that
represent the target culture.

Because people use language to compliment other behavioural
purposes, language cannot be understood in isolation from the larger
context of behaviour — all of which is cultural filtered, and most of which is
culturally originated.

A student cannot reach the primary goal of learning a language
without grasping the pragmatics and culture of the language. We need to
handle the necessary information of what constitutes appropriate and
inappropriate speech acts in different contexts (Tatsuki & Houck, 2010).
Creating situations where students have to apologize, invite, request, offer,
or advise one another in the target language, and explaining the way these
functions differ then introduce them to the second language pragmatics.
Watching videos on such situations can help increase their understanding
and interest in learning.
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I also find it substantial to boost the teaching of L2 culture by the use
of technology and the Internet. The Internet and technological tools and
websites including social media can create chances for students to read,
communicate, and expose to other cultures and people from around the
world. “The 21st century and its new job market do not necessarily require
people to relocate” (Spicer-Escalante & DeJonge-Kannan 2014).
Misunderstanding Helps Improve Learners’ Cultural Awareness

Misunderstanding significantly helps improve the students’ cultural
awareness and actually can benefit those foreign language learners in three
aspects:

1) reveals the hidden communicative problems;

2) helps improve learners’ cultural awareness;

3) establishes long-term memory for learners that guides their future
intercultural communication.

To reach a practical understanding in intercultural communication, a
more positive attitude toward misunderstanding should be adopted.

1. Misunderstanding should not be viewed as a very negative
phenomenon. It is part of the spiral critical learning process where
previous understanding turns to be a misunderstanding and then is
replaced with a new better understanding again.

2. Instances of misunderstanding provide valuable opportunities for them
to recognize the hidden cultural differences and communicative
problems. Those misunderstandings can be used as important
instructional material in intercultural communication training and
foreign language teaching programs.

3. As misunderstanding in cross-cultural communication commonly
exists, people often get to the final understanding through
misunderstandings.

The best way to accelerate the process and reduce misunderstandings
is to encourage people to experience the target culture first hand and
practice it earnestly. Rather than sitting in the classroom and listening to
lectures, learners will understand a foreign culture more effectively by
actually doing things in that culture. People learn more from mistakes. The
more misunderstandings one encounters, the deeper the understanding of
the target culture that he can reach.

Implementing the intercultural approach

Teachers should implement the intercultural approach in the EFL
classroom and must consider possible problems and ways of dealing with
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them.

Motivating students - A foreign language teacher might start a course
by conducting a needs analysis in order to be able to teach according to
the students’ language needs and objectives, level of knowledge,
learning preferences, and, especially, what they find interesting and
engaging. It is very possible that not all students will be interested
from the beginning in learning about foreign cultures. The teacher’s
task is to persuade them that intercultural training is the core element
of modern education. The teacher may use cases of real life encounters
where the lack of intercultural awareness led to amusing,
embarrassing, or even dangerous situations. Intercultural lessons need
to be interesting for students and should take place in a friendly,
relaxed atmosphere. Students need to be active class participants,
making choices and taking decisions. Interested, involved, responsible
students are motivated students.

Encouraging appropriate attitudes - It is very important that
students do not treat the information about the world’s cultures as a
curiosity, or, even worse, ridicule it. The teacher has to lead students
make a serious attempt to get to know and understand other cultures
(even if they may not agree with some aspects of those cultures).
Students have to wunderstand that intercultural knowledge is
indispensable for successful communication all over the world.
Stereotyped views and prejudices will prevent students from
developing intercultural skill. The teacher must help students
understand that there can be different sets of behaviours, beliefs, and
values, and the fact that we represent just the one that we have been
“born into” is pure coincidence. Of course, there are aspects of some
culture that students need not accept, such as inequality between men
and women or an inhuman attitude toward animals. The teacher’s task
is not to “convert” the students to other cultures; the role for the EFL
teacher is to help students get to know and understand different
cultures because this knowledge and understanding are indispensable
for successful cross-cultural communication.

Considering students’ ages - The intercultural approach is certainly
the easiest to implement with adult learners, as they will see its
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usefulness clearly, and so will be motivated to learn. Adolescents will
perceive the purposefulness of intercultural education less vividly, and
for children it will be too abstract to comprehend. Teaching these
younger age groups is certainly a bigger challenge for an EFL teacher.
On the other hand, intercultural lessons can be easily made learner
centered, interesting, and fun, and for this reason they may be
successful with all age groups.
Conclusion
In the present paper, | have attempted to illustrate how language may
adapt the various strategies in order to overcome barriers regarding these
issues. They should promote intercultural communication among students
and between students and teachers. As the world is heading evermore
towards globalization, there is a great need for multicultural education
in today’s society. In order to fulfil the obligation for equity in
education, the teachers should be well aware of the needs and
cultural background of their students. Selection of the text books should
be diverse to all cultures and avoid discrimination of minority groups.
Multicultural programs should be designed to help teachers from diverse
ethnicities share their beliefs and opinions.
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Rezumat: Lucrarea data abordeaza problema multilingvismului care este centrata
pe procesul de luare a deciziilor de catre profesorii care predau limba straina in
auditoriu atunci cand se preda a 3 limba straina L3. Studiul de fata analizeaza
informatia privind discutiile focus grupurilor cu profesorii de limba franceza,
spaniola si germana din perspective analizei contextuale. Profesorii considera
multilingvismul ca un instrument pozitiv, poate chiar si un avantaj, desi acestia
considera ca multilingvismul beneficiaza din studierea limbilor straine. Abilitatea
de a fi multilingv nu este neaparat un avantaj pentru student. Profesorii cer
recurgerea la multilingvism ,adica utilizarea cunostintelor posedate in limba
engleza (L2) atunci cand se preda limba a 3 (L3).Oeicumprofesorii rareori se
focuseaza asupra transferului acestor strategii de invatare deoarece acestia cred
ca studierea L3 este complet diferita de studierea L2.,care este engleza. Ca
rezultat, profesorii de limba straina cred ca colaborarea dintre limbi ar putea spori
studierea limbilor straine de catre student. Din pacate nu exista o astfel de
colaborare la moment.

Keywords: multilingualism, teachers’ beliefs, multilingual pedagogy, language
awareness, language learning strategies
Introduction

Interculturalism is a contemporary trend. We live in an epoch where
being human means being multilingual. That is why, interculturalism is an
intrinsic part of the human condition. Some scholars refer to this condition
as the new linguistic dispensation (Aronin& Singleton 2008: 1, 12) that is
the result of technological development and global economic forces.
Friedman (2005) maintains that today, “the world is flat”. What he implies
with this metaphor is that as a consequence of technology, more people can
"plug, play, compete, connect, and collaborate with more equal power than
ever before" (Friedman 2005: x). He acknowledges that this does not lead to
"equal” social and economic situations (Friedman 2005: x), but he insists
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that globalisation holds an “equalising” potential because many more
people than ever before have access to and the ability to use the tools
necessary to connect, compete and collaborate. He describes the flat-world
platform as the product of the development of the personal computer, fibre-
optic cable and work-flow software (Friedman 2005: 10). When people of
diverse backgrounds are in contact, they need a shared language code to
facilitate communication. The incredible spread of English as a language of
wider communication in the world today is closely linked to the forces of
globalisation (Graddol 1997; Pakir 1999; Kloos 2000). At a very basic
level, the spread of English contributes to the increase of interculturalism in
the world today because many people are learning English as an additional
language (Kachru 1996; Cenoz 2009), while they continue to learn and use
local languages. Paradoxically, increased global contact has simultaneously
heightened appreciation for the local (Preteceille 1990; Kloos 2000). In the
context of language, this has given rise to a re-appreciation of the value of
local languages within a broader movement for linguistic rights (Kloos
2000: 282). The tension between the local and the global is also evident in
discussions of the use of English. Scholars accept that English is owned by
all its users and that local and global identities are expressed in English
(Schneider 2007: 14). In the World Englishes community, Pakir (1999)
coined the term "glocal” to refer to the new use of English as a result of
globalisation. "Giocal" English is useful globally, but rooted in the local
contexts where it is used as additional language to express local identity
(Pakir 1999: 346). In discussions of local languages that co-exist with
global English, scholars are increasingly turning to multilingual societies in
Asia and Africa to deepen their understanding of how local languages are
maintained in intercultural repertoires, often in the presence of English
(Hornberger 2002; Stroud 2003) In the ambit of globalisation,
interculturalismtoday is therefore promoted mainly as a result of two broad
realities (Cenoz, 2009: 1 ): an increased awareness of the importance of
linguistic rightsGiven the important role of the language teacher in
promoting learners’ multilingualism, research focused on teachers’
knowledge and beliefs about interculturalism and multilingual pedagogical
approaches is surprisingly scarce. The present research project aims to gain
further insight into these issues. This study explores L3 foreign language
teachers’ beliefs about interculturalism and the use of a multilingual
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pedagogical approach in a lower secondary school setting (years 8-10). The
first part of the theoretical section discusses the main principles of
aintercultural pedagogy. The second part presents the previous literature
regarding teachers’ beliefs about interculturalism. The third part provides
central background information on language learning in the school context
from aninterculturalismperspective In this paper, ‘L3 learning’ and
‘multilingualism’ are used as synonyms and are defined as ‘the acquisition
of a non-native language by learners who have previously acquired or are
acquiring two other languages’ Students begin by learning English, and this
instruction continues when the L3 is introduced in year 8. The L3 learners
in this study are regarded as multilinguals and are proficient in varying
degrees in their languages: L1 Romanian, L2 English and L3
French/German/Spanish. Learners with a home language other than
Romanian are also referred to as L3 learners in this study, although French,
German or Spanish may actually be their L4 or L5

Multilinguals differ from bilinguals and monolinguals in several
respects. Research has shown, for example, that multilinguals demonstrate
superior metalinguistic and metacognitive abilities, such as the ability to
draw comparisons between different languages and to reflect on and
employ appropriate learning strategies (for reviews, see Cenoz, J. (2003The
role of mother tongue literacy in third language learning. Language,
Culture and Curriculum, 3(1), 65-81.emphasise that multilingualism does
not automatically enhance further language learning; for example, when
learners are not literate in their home language, when learners are not aware
of the benefits of multilingualism and ‘when children are not encouraged in
the school situation to rely on their different languages and language
knowledge as positive resources’, p. 136), Multilingualism may not provide
an advantage. In fact, the general view within the field seems to be that
learning multiple languages is best enhanced when learners are encouraged
to become aware of and use their pre-existing linguistic and language
learning knowledge. Moreover, in the school setting, the language teacher is
the key facilitator of learners’ multilingualism.

Intercultural /multilingual pedagogy A multilingual pedagogy
should be regarded not as a unified methodology but as a set of principles
that are used to varying degrees in different approaches depending on the
teaching context, curriculum and learners (Neuner, G. (2004). Thus, rather
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than attempting to maintain learners’ languages in isolation, teachers should
help learners to become aware of and draw on their existing knowledge.
Second, learners should draw on experiences from previous language
learning when learning a new language. Learners should become aware of
which learning strategies they have used previously as well as reflect on,
test, and evaluate the extent to which those strategies can be transferred to a
new language learning context (Neuner, G. (2004). Clearly, a multilingual
pedagogical approach in the classroom requires competent teachers. Based
on the discussions in De Angelis, G. (2011). Teachers’ beliefs about the
role of prior language knowledge in learning and how these influence
teaching practices. International Journal of Multilingualism, 8(3), 216—
234.), Hufeisen language teachers should ideally be able to meet several, if
not all, of the following requirements:

e They should be multilingual themselves and serve as models for their
learners.
e They should have a highly developed cross-linguistic and
metalinguistic awareness.
e They should be familiar with research on multilingualism.
e They should know how to foster learners’ multilingualism.
e They should be sensitive to learners’ individual cognitive and
affective differences.
o They should be willing to collaborate with other (language) teachers
to enhance learners’ multilingualism.

Teachers’ beliefs strongly influence their pedagogical decisions, and

such beliefs are typically resistant to change (Borg, S. (2006). In this
particular study, teachers’ beliefs refer to ‘a complex, inter-related system
of often tacitly held theories, values and assumptions that the teacher deems
to be true, and which serve as cognitive filters that interpret new
experiences and guide the teacher’s thoughts and behavior’
(Mohamed, N. (2006). An exploratory study of the interplay between
teachers’ beliefs, instructional practices & professional development
(Unpublished doctoral dissertation). The University of Auckland,,. 21).
Because teachers’ beliefs are such a strong predictor of what occurs in the
classroom, researchers in the field argue that insight into teachers’ beliefs is
necessary to understand and improve language teaching and students’
learning The following section briefly presents the general results of these
studies. In the  questionnaire study, De Angelis, G. (2011). Teachers’
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beliefs about the role of prior language knowledge in learning and how
these  influence  teaching  practices. International  Journal  of
Multilingualism, 8(3), 216-234. investigated 176 secondary school
teachers’ beliefs about the role of prior language knowledge and the
promotion of multilingualism in enhancing immigrant children’s language
learning. The teachers included in that study taught various subjects in
schools in Austria, Great Britain and Italy. Some of De Angelis’ main
findings include the following: teachers in all three countries generally
encourage learners to use their home languages, but not in the classroom;
they believe that using home languages in class can delay and even impair
the learning of the majority language. Many teachers claim that they never
refer to learners’ home language and culture in class. This finding may be
linked to the prevalent belief that teachers must be familiar with learners’
language to be able to help them In contrast with the study of De
Angelis, G. (2011). Teachers’ beliefs about the role of prior language
knowledge in learning and how these influence teaching
practices. International Journal of Multilingualism, 8(3), 216-234.), nearly
all the teachers included in the study by Heyder and Schidlich were
positive about the benefits of comparing languages in the classroom. These
contrasting findings may indicate that language teachers have a higher
awareness of multilingualism than teachers of other subjects do. Most of the
teachers in the study by Heyder and Schidlich made frequent use of a
contrastive approach, largely between German and the foreign language
that they were teaching. Such contrasting activities typically occurred
spontaneously and were rarely supported by teaching materials.
Furthermore, as in the De Angelis’ study, the majority of teachers were
hesitant to bring other languages into the classroom unless they were
familiar with them. The teachers were overly positive about activities that
had the potential to promote multilingualism. However, when asked
whether they actually make use of these activities, fewer than one-third of
the teachers claimed to do so. International Journal of
Multilingualism, 11(1), 97-119. discusses the results of two studies that
aimed to investigate Polish pre-service and in-service English teachers’
multilingual awareness and practices. The first study employed a
guantitative design and included 233 participants (pre-service and in-
service teachers) who responded to questions and statements in a
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guestionnaire. The second study was a qualitative focus group discussion
with five secondary school teachers. The main results from these studies
indicate that experienced in-service teachers have greater multilingual
awareness than pre-service teachers do. In addition, teachers who are
multilinguals themselves appear to be more multilingually aware than
teachers who have less language learning experience. What is more, the
teachers’ proficiency in the L3 seems to correlate with the level of
awareness. Similar to the findings of De Angelis, the teachers were
reluctant to refer to other languages when teaching English. Furthermore,
teacher education programmes in Poland rarely seem to advocate the
potential benefits of employing a multilingual pedagogical approach.

Whereas the studies discussed above investigated teachers’ beliefs
about multilingualism in general, Jakisch, J. (2014) conducted an interview
study to explore the specific beliefs of three English teachers regarding the
potential benefit of using L2 English as a door opener to learners’
multilingualism. Her results indicate that the teachers in the study had not
spent a significant amount of time reflecting on the issue. Nevertheless, the
teachers have a positive attitude towards the idea and appear to believe that
L2 English knowledge can motivate further language learning. However,
the teachers were uncertain that L2 English knowledge could facilitate the
learning of all languages; instead, they appear to believe that a ‘prototype
language’ is required. The teachers are also unwilling to believe that
English is the only door opener to further language learning, fearing that
their subject might be reduced to an instrument for enhancing
multilingualism. Except for lexical comparisons, the teachers are sceptical
about contrasting English with other languages and believe that only
advanced students would benefit from such activities.

Components of Multilingual Education (MLE)

""Strong Foundation™ - Research shows that children whose early
education is in the language of their home tend to do better in the later years
of their education (Thomas and Collier, 1997). "'Strong Bridge' - an
essential difference between MLE programs and rural "mother tongue
education” programs is the inclusion of a guided transition from learning
through the mother tongue to learning through another tongue.

Related to the emphasis on a child's mother tongue is the implicit
validation of her cultural or ethnic identity by taking languages which were
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previously considered "non-standard™ and making active use of them in the
classroom. Multilingual Education in that sense underscores the importance
of the child's worldview in shaping his or her learning.

Stages of the MLE programme

A widespread understanding of MLE programs (UNESCO, 2003,
2005) suggests that instruction take place in the following stages:

1. Stage I - learning takes place entirely in the child's home language
2. Stage Il - building fluency in the mother tongue. Introductionoforal
L2.
3. Stage Il - building oral fluency in L2. Introduction of literacy in L2.
4. Stage IV - using both L1 and L2 for lifelong learning.
MLE proponents stress that the second language acquisition

component is seen as a "two-way" bridge, such that learners gain the ability
to move back and forth between their mother tongue and the other
tongue(s), rather than simply a transitional literacy program where reading
through the mother tongue is abandoned at some stage in the education.
Based on the theories of Multilingual Education that are spelled out
here, Andhra Pradesh and Orissa have adopted a thematic approach to
multilingual education. Using a seasonal calendar within a relevant cultural
context has provided a space to the tribal children of Orissa and Andhra
Pradesh to rediscover their culture through their language. The Multilingual
Education in this approach emphasizes first language first in the child
taking the socio- cultural curriculum in to classroom culture and then bridge
to second language. In addition to the basic theory of Paulo Freire on
critical pedagogy, Gramscian theory on education, Lev Vigostky's
scaffolding and Piaget's theory of cognition is applied in the Multilingual
Education. The unique thing in this approach is to involve the community in
creating their own curriculum and minimise the theoretical hegemony,
thereby creating a new set of people who believe in the ethics of creating
and sharing knowledge for the society than to limit it to the theoreticians.
Using multilingual approaches involves:

1. Recognising and valuing the multilingual nature of societies, schools
and classrooms.

2. Using pedagogical strategies that encourage inclusive education within
a supportive multilingual learning environment.
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3. Being aware of beliefs about speakers of other languages and how they
can impact on establishing and maintaining an inclusive learning
environment.

4. Assessing individual learners in a manner that takes their linguistic
background into account.

5. Giving my learners appropriate opportunities to use their home
languages to support and demonstrate their understanding of learning
content.

6. Making pedagogical choices that respect and capitalise on my learners’
linguistic diversity.

7. Reflecting on how effective my implementation of multilingual
approaches is in promoting learning.

Results and Conclusions:

The analysis of the focus group transcriptions provided rich insight
into the teachers’ beliefs. Thus, teachers’ beliefs regarding L3 motivation
and contextual factors will be reported elsewhere. Following the
recommendations for thick description in Davis, K. A. (1995) the reporting
of the results includes representative examples from the data and a
description of the general patterns for each major theme. The findings are
summarised and discussed in light of previous theory in the final section of
the paper. The studies discussed above were conducted in various countries
with different learning contexts and with different constellations of
languages taught in schools. Nevertheless, their results are quite similar in
many respects: teachers in all countries have positive beliefs about
multilingualism and think that multilingualism should be promoted, but
they do not often foster multilingualism (i.e. make use of learners’ previous
linguistic knowledge) in their own classrooms. Teachers do not feel
competent at doing so, and many are concerned that it could disrupt further
language learning. However, two important aspects of multilingualism were
not discussed in any of these studies: teachers’ beliefs about the awareness
and transfer of previous language learning strategies to enhance
multilingualism and their beliefs about cross-curricular collaboration among
language teachers.
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MOTUBAIUA U CUCTEMHOE OBYYEHUME KAK
NCUXOJOTO-ITIEJAT'OI'MYECKHUE YCJIOBUS
®OPMHUPOBAHUSA HHOSA3BIYHON KOMMYHUKATUBHON
KOMIIETEHIIMU CTYAEHTOB
HA OCHOBE AYTEHTUYHbBIX TIOJAKACTOB

Cgetanana /ISEKHIII,
lNocynapctBennsiit yauBepceuteT uM A. Pycco, 1. benbiib

Abstract: This article discusses the need to determine the psychological and
pedagogical conditions aimed at optimizing the methodology for the formation of
foreign language communicative competence and intensifying the educational
process based on modern authentic materials.

Key words: foreign language, authentic audiovisual materials, podcasting,
motivation, systematic training.

CoBpemeHHOe BbIclIee 00pa3OBaHHE [OJDKHO OBITh HAaJISKHBIM,
Ka4eCTBEHHBIM, TEXHOJOTHYHBIM, (YHKIHOHAILHBIM W COOTBETCTBOBATH
MEKIyHApOIHBIM  cTaHmaptaMm. IlepecTpoiika cuCTeMBl — OOydYeHHs
WHOCTPAaHHBIM SI3bIKaM B BBICIIMX Y4YeOHBIX 3aBEJCHUSAX JOJDKHA
OCYIIECTBIISITECS B XOJEPEOPTaHM3alMK BCEH CHCTEMBI O0pa3oOBaHUS H
OTBEYaTh MEKTyHapOJHBIM 00pa3oBaTeIbHBIM CTaHIapTam
(Kuraitroponckas 2009:27). B a3Toil cBs3uM, paccmaTpuBas IpoIecc
(hopMHPOBaHUS HHOA3BIYHOW KOMMYHHKATUBHON KOMIETEHIIMH CTYACHTOB
Ha OCHOBE COBPEMEHHBIX ayTEHTUYHBIXMATEPUAIIOB B paMKax pean3aliuu
KOMIIETEHTHOCTHOTO TOJX0Jla K OOy4YeHHIO, CTOUT OTMETHUTh, YTO K
HACTOSIILIEMY MOMEHTY YX€ CIIOXHJIAch JIOBOJILHO OOLIMpHAs Hay4yHO-
TeopeTndeckass 0a3a MCCIIEJOBaHMA, B KOTOPBIX aBTOPBI IO-Pa3HOMY
NPEACTABISIIOT CBOE BHJIEHHE TIOCTPOCHHS COBPEMEHHOW METOIHKH
00y4YeHHs] MHOCTPAHHBIM s3bIKaM. Tak, aHanu3 HEKOTOpwix pabor (Bum
N.JIL., 3umueit U.A., Kopskosiesa H.®.,TuroBa C. B., ComosoBa E.H.,
Savignon S.J., Sysoyev P.V. u np.)B ob6macti pOpMUPOBAHHS WHOSZBIYHON
KOMMYHHKATUBHOM  KOMIETCHIMH  [OKa3al, dYTO, HECMOTps Ha
($yHIaMEHTaIbHOCTh HCCIICI0BaHUH, CYLIECTBYET MHOXECTBO
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HeM3ydeHHBbIX —acnektoB. MuorueaBropel  (Ceicoe  I1.B., Illykun
AH.YepkacoB A.K., ®mmaroa A.B., StorkA. m gap.) ormeuaror, B
YaCTHOCTH, HEOOXOIMMOCTh ONPEAETCHUS ICHXOJOTO-II€AarornyecKux
yCIOBUH(POPMHUPOBAHHUS WHOS3BIYHOW KOMMYHHMKATUBHOH KOMIICTCHIIUH
CTYAEHTOB. JlaHHBIE YCIIOBHS HalpaBJIEHbl Ha ONTHMH3ALMI0 METOIUKH
(OpMHPOBaHUS  MHOSI3BIYHOW  KOMMYHHKATHBHOW  KOMIIETCHLIIMH |
WHTeHCH(HUKAIMIO y4e0HOrOo TMpolecca Ha OCHOBE COBPEMEHHBIX
ayTeHTHYHBIX  MaTepuajoB, a 3TO0 B CBOI  oOuependb,Tpedyer
MEePEeOCMBICIEHUS POPM U METOAOB OOYUCHUS, a TAKIKE BBISIBICHUS OCOOBIX
YCTaHOBOK, 0€3 peanu3aluy KOTOPBIX MeAarorndeckuil mpouecc o0ydeHus
CTaHOBHTCSl HelesnecooOpa3sHbIM.B 3TOll cBs3M cieayeT OTMETHTh, 4TO
OMHUM W3  TCHXOJOTO-TEJarorHYecKux  yCIOBHH  (OPMHPOBAHUS
Mpo(ecCHOHATbHON  WHOS3BIYHOW  KOMMYHHKATHBHOH  KOMIIETCHIIUU
CTY/ACHTOBSIBIISCTCSI Momusayus UCHONIL30BAHUS aAymeHmuyHbIX
Mamepuanos, 6 HACWMHOCMU, NOOKACMO8 6 npoyecce 00yYeHus
UHOCMPAHHOMY A3bIKY 6 YHUGEpCUmeme.

[IpoGiieMa MOTHBaIIMU O0YYAFOIIUXCS BCETIa OCTPO CTOsIa Ha BCEX
sTanax oOydeHWs. B mcuxojormM M meJaroruKe IOBOJIBHO IOAPOOHO
paccMmarpuBayiach mpooiieMa GopMUPOBaHUS YICOHON MOTHUBAIIMM TaKHUMHU
aBTopamu Kak Kuraiiroponckas O. A., MakapoB A. B., bubpux P.P.,
Bapranosa U.U., Uneun E.Il. u np., a Takxke OOCYXAaTUCh BOIPOCHI,
CBSI3aHHBIE C METOOJIOTHEH JUArHOCTUKH W KOPPEKIMH MOTHBALUH B
pa3nuYHbIX ycnoBusx. Jlmaroro YTOOBI OBJIA/IETh CTpaTerusiMu
MOBBIIICHHUS U TIOJJICP’KaHHUsI YPOBHS MOTHBAIMU, HEOOXOJMMO B3TJISHYTh
Ha caM MEXaHW3M JaHHOTO SIBIEeHUsS U3HYTpH. C TOUKHM 3pEHUsI ICUXOJIOTHH
MOTHUBAIMA - 3TO 3(pPeKTUBHBIN cIOCOO ynpaBiIeHUs! y4eOHBIM IPOLIECCOM.
B Oonee y3xkoM 3Ha4eHWM «MOTHBAIMS» pacCMaTPUBAETCS aBTOPaMU
(Kuraiiropoackass O. A., Munbpyn P. I1.Cmeranmna O. M. u jap.)kak
COBOKYITHOCTb IIeJIel, K KOTOPBIM CTPEMHTCS CTYJICHT, M KaK COBOKYITHOCTb
BHYTPEHHHUX (HaKTOPOB JIUUHOCTH, TAKHX KaK >KEJIaHHUsI U TOTPEOHOCTH.

PaccmarpuBas menm Kak BHEUIHWE W BHYTPEHHUE SBIICHHS,
HEOOXOJIMMO OTMETHTh, YTO BHEIIHE Iellb - 3TO 3aJiaHhe, KOTOpoe
CTYACHTY NPEACTOUT BBIIOJIHUTH, YTOOBI TOJYYUTh CYOBEKTHUBHBIH 00pa3
OKHJaeMOI'0  pPe3ylbTaTa, YAOBJIETBOPSIOIIUMN  €r0  JKENaHUsIM U
notpedHocTsIM. Takum 00pa3oM, BIIOJIHE OYEBHIHO, YTO B KaUeCTBE IIETH
BBICTYINAET OXKUIAAEMBIN PE3YNIBTAT OT MPOBOJUMOIL NesitebHOCTH. [Ipruem
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OKUJAEMBII pe3ynabTaT ABISETCS JKEITAEMBIM 3aBEPLICHHEM, a TOCKOJBKY
LeJIb PAacCMaTPUBAETCS C JABYX IO3UIMH, TO M IPHUBJICKATEIbHOCTh WIIH
3aUHTEPECOBAHHOCT, B JEATEIBHOCTH  UMEIOT  MOTUBHUPYIOLIUH
xapaktep(Makapos 2011: 32). CoOTBETCTBEHHO, MOTHBBI CIIEAYET
pa3fenuTh HagHympeHHue u gnewHue. BHyTpeHHHE MOTHBBI UMEIOT MECTO,
KOIJla pe3ysbTaT UHTepeceH o0ydarolemycs caM 1o cede. B To Bpems kak
BHEIIIHUE MOTHUBBI HAIIPSIMYIO 3aBUCST OT pAfa (PaKTOpPOB, BO3HUKAIOIIUX
KaK IIOCJIEICTBHUS OT BBIIIOJIHAEMOHN IEATEIbHOCTH.

UccnenoBanus B 001acTH MeAarornyeckod MCUXOJIOTHH TTO3BOJISIOT
BBIJICJIUTh UCTMOYHUKU 00paA3068aHus T€X WIA WHBIX MOTHBOB, IIPH 3TOM
OoTMeYasi, 4TO He CYIIECTBYET OT/AEIbHO BHEIIHUX M OTJAEIBHO BHYTPEHHUX
MOTHBOB, MOCKOJIGKY 3a4acTyl0 OHH TECHO CBSI3aHBI MEXIy cOOOU u
HaunOoJiee SIBHO MPOSBIISIIOTCSA B CBOEM B3auMojeictBuu. Tak, Hampumep,
BHYTPEHHHE MOTHUBBI CIIOCOOCTBYIOT, M0 MHeHHIO Kutaitropoackoit O.A.:

- TMOBBILICHHUIO POJIM CAaMOCTOSITEIBHOI paboThl B IpoLiecce 00ydIeHuUs;

- BBIOODY CTpaTeruu CaMOPa3BUTHS u WHINBUAYaIBHOTO
[JTAHUPOBAHUS;

- pa3BUTHIO Pe(IEKCUBHBIX YMEHUH,

- (OopMHPOBaHMIO YYBCTBA yJOBJIETBOPEHHOCTH OT Y4€OHOTO Mpolecca,;

- (QopMHPOBaHHIO UHIUBUIYaTbHOCTH CTYICHTA.

-  BHemHue MOTHBBI, HAIIPOTHUB, HATIPABIIEHBIL:

- Ha IOoJyd4eHHe 0co00ro cTaryca M NpecTHxa B yueOHOM KOJUIEKTHUBE;

- TIONyYyeHHe MaTepUalbHOTO BO3HArpaXkIeHus (OIEHKA, NWUIIOMBI U

T.71.);
- obecreueHne CONUATbHO-TICHXOJOMMYECKOT0 PU3HAHMUS B TPYIIIIE;
- (opmupoBaHHE UyBCTBA OE30MACHOCTH.
CpaBHI/IBaSI OTU OBE TPYIIILI MOTUBOB, CJICAYET OTMETHUTH, YTO B

OTIMYME OT BHEIIHUX MOTHBOB, KOTOpBIE 11O BPEMEHH SBISIOTCA
HETPOJIOJKUTENILHBIMKA, BHYTPEHHHE MOTHBBI Ooliee YCTOHYMBBI K
BO3JICHCTBHIO HAa HHUX BHEIIHHX JIOMOJHHUTENHHBIX (AKTOPOB, TAKHX Kak
TPYAHOCTH B OOYYEHHMM W CHIDKCHHE HWHTEHCHBHOCTH BIUSHHS JTHX
(dakTopoB (yrpo3a HakazaHWS 3a HEBBIIOJHEHHYIO JACSITCIBHOCTB,
MarepuaibHoe Bo3Harpaxaenue u T1.1.)(Kuraiiropoackas 2009: 29).
BuyTtpenHue MOTHBBI (QOPMHUDPYIOTCS H HOAJNEPKHUBAIOTCS 3a CUET
3HAYMMOCTH OCYILECTBISIEMON JeATENFHOCTH, KPEATHBHOCTH W YyBCTBA
COTIEPHUYECTBA MEKAY YIACTHUKAMHU Y4€OHOTO IIpoliecca.

OcoOpIii cTaTyc B TIpolecce OOYUCHHUS WMEET 00pamHas C6s3b,
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HeoOXxonumas oOydyaromuMcsl TPH CTOJKHOBEHHH C ONpEACICHHBIMHU
CIIOKHOCTSIMH, TAe TpeOyeTrcsa ToJiepKKa W KypaTOPCTBO CO CTOPOHBI
mpernofaBaressi.  BBINONHSS  perymspHBIE ~ MOHUTOPHHT  y49eOHOU
NeSITENIbHOCTH, BUAMTCS BO3MOKHBIM IOBBICHUTH KaK ypOBEHb MOTHBAIUH
00yJarommxcs, Tak ¥ BEPOSTHOCTh IONYYCHHS BBICOKHX pPe3yJIbTaTOB
(Ceicoes 2013: 92).

Cnemyer  pa3nwyaTh  MOTHBAIHIO  MOJONMCUMENbHYIO,  KOTIA
00yJaromuiicss CTPEMHUTCS KaK MOXHO Jy4lle W ObICTpee BBIOJHHUTH
[OCTAaBJICHHBIE TEpell HUM 3aJayd, U ompuyamenvhylo, KOrjaa
oOydaromuiicss 1Moj pas3INYHBIMHA TIpeIIoraMHu TBITaeTcs H30eXaTh
BHIMIOJIHEHHST ~ 3aJaud B paMKax ydeOHoro mpomecca. Ilepen
OCYILIECTBICHUEM KaKoi-mbo JIeSITeIbHOCTH oOyyaromuiics
CaMOCTOSITETIHHO OIICHHBAET CBOM CHIIBI B JIOCTIDKCHWH ITOCTABIICHHOU
uend. B tom cmydae, ecnum 0OydalolMICS YBEpEeH B CBOMX CHJIaX H
aJIeKBaTHO OIIEHMBAET 3aTpaThl Ha JOCTIDKCHHE OXKHAEMOTO PE3yibTara,
Takas JeATCNbHOCTh HaBEepHsKa OyAeT YCHEImIHOH, TMOCKOJIbKY v
oOyugaromerocsi (opMHUpyeTCs TOJIOKHMTEIbHAS HAINPAaBJICHHOCTh HA
noctmwkenne pesyibrara.  (Stork  2012: 7). Ecom  oOyvarommics
COMHEBAETCS B CBOMX CHJIAX M HCIBITHIBAET YYBCTBO HEYBEPEHHOCTH H
0ECIIONIE3HOCTH BBITIOJHAEMBIX JEHCTBUH, TO B OOJBIIMHCTBE CITydaeB
JESITEIbHOCTh TAKOT0 Pojia OyIeT HEBBIMOJIHCHHOW. ONMUCAHHBIN MEXaHU3M
B TOJIHOM 00beMe JEeMOHCTPHUPYET KOHIEHIIMI0O MOTHBALMHU JOCTHKEHHH,
HaIpaBlieHHYI0O Ha OOBSCHEHHWE MPHUPOJABI aKTUBHOCTH OOYYArOIIUXCS B
nporiecce oOyuenusi. [Ipu TakoM moOJXoNe CBSA3b MEXIy H30eraHuem
HEyJayd W ypPOBHEM TPYIHOCTH TIOCTaBICHHOW 3amaun  Oyner
WHTEPIPETUPOBATbCAd KaK aKTUBM3aUMs Yy oOydwaromerocs 0coboit
NOTPeOHOCTH B JIOCTHDKCHUW — ycIiexa W YJIOBIIETBOPEHUH CBOUX
CyObEKTUBHBIX yCTAaHOBOK. Takum oOpa3om, dYeM Bblle OyJeT
chopMupoBaHa TMOTPEOHOCTH B  JOCTHXKEHUAX, TeM dhdeKTuBHEe
oOyyaromuiics OyzaeT cHopaBisiTbCs € 0Oojiee CIIOKHBIMH  3a/la4aMH.
dopMupoBaHHe MOTPEOHOCTH B JOCTIKEHHUH - 3TO (OPMHPOBaHHUE
perynsitopa y4eOHOW JesSTEeNbHOCTH W OCHOBBI BHYTPEHHEH MOTHBAIIUU
obyuaromuxcs (Turosa 2009: 119).

Ha coBpeMeHHOM »dTame pa3BUTHA HH(POPMAIMOHHOTO OOIIECTBA
WCTIOJIb30BaHUE COBPEMEHHBIX AyTCHTHYHBIX MaTEepPHaJOBIPU OOYYCHUM
WHOS3BIYHOMY  OOIIEHWIO HE  BBI3BIBAET COMHEHHH, IOCKOJBKY

113



BBITIOJIHSIETCS. OCHOBHAS 3ajada OOYUYCHUS - nogvlulenue d@pexmusHocmu
obyuenus. OCHOBHOW akIEHT CTaBUTCA Ha (POpPMHUpOBaHWE JIHYHOCTH
o0ydJaromerocs, cnocoOOHOro ¥ TOTOBOTO OCYLIECTBIISTH CAMOCTOSITEIIbHYIO
y4eOHYI0  JAeATeNIbHOCTh, NPUHUMATh CaMOCTOSITEIIbHBIC  PELICHUS,
apryMEHTUPOBAaTh HMX BBIOOP, IMPOBOJUTH CaMOAHAIM3 M CAMOOLIEHKY
BeIMOHAeMOH nestenbHocTH(CMmeTanmna 2010: 25). TlpeumyiecTBoM xe
WCTIOJIb30BaHMs AayTEHTUYHBIX IIOJKACTOB HAa COBPEMEHHOM 3aHATHH IO
WHOCTPAaHHOMY SI3BIKYB BY3€ CIYXHUT CO3[JaHHE YHHKAJIbHOH BO3MO>KHOCTH
JUIS  CTYJIEHTOB O3HAKOMHUTbCA C AayTEHTUYHBIM M MHOTOIUIAHOBBIM
MaTEepHaJIOM Ha aKTyaJlbHbIC TEMBbI, BHI3bIBAIOIINE HETIOAACIBHBIN HHTEPEC.
B 91001 cBsI3M 0Oyuarommiicss paccMaTpUBaeTCs KaK aKTUBHBIM YYacTHUK
y4eOHOTO Tpolecca, 3aHUMAIOIIUICS TMOCTOSIHHBIM CaMOOOpa3oBaHuEM H
(hopMHpOBaHHEM HABBIKOB pabOTHI C HWHQOpMAIHeld, C KOTOPOH MBI
CTAJIKMBAEMCsl KaXK[Iblii JIeHb B ceTu MHTepHeT. TakuM 00pa3oM, OCHOBHOM
Hesnpl0 00y4YeHHsT HHOCTPAHHBIM SI3bIKAM BBICTYNAET CO3JAaHUE TaKOH
METOAMYECKON Mozenu o0ydeHus, IPU KOTOPOH 00ydaromUCs CMOXKET B
IIOJIHOM ME€pE PaCKPhITh CBOW TBOPUYECKUM IMOTEHIUAI.

OnHUM U3 OCHOBOMOJATAIOUINX HOJAX0J0B B COBPEMEHHOW METOJIMKE
00y4YeHHs] MHOCTPaHHOMY S3BIKY B By3€, Hapsly C KOMIIETEHTHOCTHBIM,
CUMTAETCsl CHCTEMHBIH Moaxoa K oOpasoBanuto. [lo cBoeit cymHOCTH
JaHHBIN TMOJIXOJ MpPEeArojaraeT IEeNOCTHOCTh MeJarornyeckoro mporecca
00y4eHHs1, 4TO TIO3BOJISIET PACCMATPHUBAThH €TI0 KaK eINHYI0 METOJIUYECKYIO
cucTeMY, MPEICTABICHHYIO COBOKYITHOCTBIO B3aMMOCBSI3aHHBIX
CTPYKTYPHBIX KOMITOHEHTOB, BBICTPOCHHBIX B CTpPOro wuepapxuu. B
3aBUCUMOCTH OT TMPEIMETHOW 00JacTH OCHOBY pealu3alid JTaHHOTO
noaxona no MHeHuto [lonar E. C., byxapkuna M. 0., Mouceesa M. B.
Ip. COCTaBJsIeT CHUCTEMa NPHUHIMIOB, HANPAaBICHHBIX Ha JIOCTHXEHHE
orpeneneHHoil yueOHOM wuenu. ClegoBaTeNbHO, IPYTUM ICHXOJIOTO-
MeAarorn4ecKuM YCIIOBUEM (dbopMupoBaHUS WHOSI3BIYHON
KOMMYHHMKATHBHOM KOMIIETEHIIMM CTYAEHTOB BBICTYNAET CUCHIEMHOE
00yyeHue THOCTPAaHHOMY SI3bIKY HAa OCHOBE ayTEHTHYHBIX HOJKACTOB.

HNmenHo cuctemMHOe 00ydeHHE Ha OCHOBE ayTEHTHYHBIX IMOJIKACTOB,
MPEIOIATAONIEe PETYISIPHOE BKIIOYEHHE COBPEMEHHBIX TEXHOJIOTUH B
nporecc o0ydeHus, uMeeT HauOoJbllee 3HAUEHHE B IUIAHE OpraHH3alluU
y4eOHOro mpomecca M HOCTPOCHUS METOAUKH OOy4YeHHs HWHOCTPAaHHOMY
s3piky(Kluckhohn  2009:  17). [InanupoBanme yd4eOHOro mpolecca
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3aKJII0YaeTCs B aJCKBaTHOM HMCIOJIB30BAHUHM AyTCHTHYHBIX MOIKACTOB C
enpio  (OpPMHUPOBAHMS HMHOS3BIYHOM KOMMYHHUKATHBHOM KOMITETCHITHH
cTyneHToB. (dparMeHTapHOE HWCIOJIB30BaHHE AYTCHTHYHBIX IT0JKACTOB,
HANpoOTHB, HE OyAeT CrmocoOCTBOBaTh (yHIAMEHTAILHOMY pPa3BUTHIO
YMEHHI HCIOIB30BaHUS COBPEMEHHBIX TEXHOJIOTHH ISl pelIeHUs 3a71ad B
npoecCHOHANIBHON  AeATENBHOCTH. Tak, HampuMmep, pPEeKOMEHIyeTCs
Kluckhohn K. ucrnons3oBaHue 3aaHuii Ha pEIICHHE KOMMYHHKATHBHBIX
3agau ¢ omopoid Ha KT He pexxe yem nBa-Tpu pasza B Henento. Takum
o0pa3oMm, CleIOBaHWUE JaHHOMY MPHHIMIY OyIeT CHocoOCTBOBAaTh
(OpPMHUPOBAaHHIO HE TOJBKO NMPOPECCHOHAIBHBIX, HO M MEXIPEIMETHBIX
ACIICKTOB, IMO3BOJIAA HCIIOJIB30BAHHMEC AYTCHTUYHBIX IOJAKACTOB B APYTIHUX
00JIacTsIX 3HAHUS.

Hcxomast u3 3TOro, MOKHO CZIENIaTh BBIBOJ O TOM, YTO BXKHYIO POJIb B
3G (GEKTHBHOM TIONYYEHHH OXHIAEMBbIX PE3YyJNbTaToB OOy4YeHHs WIrpaeT
BBIJICTICHUE  TICHXOJIOTO-TIEIarOTHUECKUX ~ YCIOBHHA  (DOPMUPOBAHHS
HHOSI3BIYHOM KOMMyHHKaTHBHOﬁ KOMIICTCHIIMM CTYACHTOB Ha OCHOBC
AYTCHTUYHBLIX MOAKACTOB: MOTUBALIUA CTYACHTOB HUCIIOJIb30BaTh B IIPOLIECCC
OoOyd4eHHsT HMHOCTPAaHHOMY S3BIKY HOAKACTBIM CHCTEMHOE OOydeHHe
MHOCTPaHHOMY SI3bIKY Ha OCHOBE MOJKACTOB.Be3yciI0BHO, OTPOMHYIO POJIb
B TIOBBIIICHHM YPOBHS MOTHBAIIMM WIPAET CTAaTyC M JESATENHbHOCTD
neparora. Beqp B 3HAYMTENBHOM CTENEHN PE3yIbTAaT 00yUSHHS 3aBHCUT OT
€ro MaHepbl YIpaBJICHUS M MOJaud ydeOHOro MaTepuajia, a TaKKe
CIIOCOOHOCTH BBICTYIATh B Ka4eCTBE IMOMOIIHUKA, TEM CaMbIM (OPMHUPYS
YYBCTBa CaMOCTOATCIbHOCTHU WU YBEPECHHOCTU B CBOMX CHJIaX Yy CTYJACHTOB.
JInst 3TOro MpenoaaBaTeNo He0OXOUMO THIATENBHO TMOAXOAUTH K TaKHM
BOIIpOCaM, Kak oOTOOp yd4eOHOro Marepuaja B COOTBETCTBHH C
WHIWBUAYAJIbBHBIMU W BO3pPaCTHBIMHU 0COOEHHOCTSAMU OGy‘IaIOHIHXCH Ha
ONIPE/ICICHHOM CTyNeHH OOy4YeHUs W BBIOOpa CIIOCOOOB IPE3CHTALMH
y4eOHOro MaTepHuaa.
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Abstract: The article introduces the concept of "partial programs”, as well as the
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recommended forms and methods of in-depth training for preschool children. An
important role in the preparation of partial programs is played by taking into
account the psychophysiological characteristics of children.

Keywords: preschool children, partial program, preschool education, foreign
language, psychophysiological features, non-standard approach to the
organization of the educational process, various forms and methods of teaching.

Tema pannero oOydeHHs peOeHKa WHOCTPAaHHOMY SI3BIKY HeE pa3
MOJHUMANACh TMEAaroraMd, IICHXOJOraMH, pOAUTeNsMH. PeOeHok B
Bozpacte 5-6 JeT WMeeT PpSAA TCHXOIOTHYECKHX OCOOSHHOCTEH,
ONaronmpuATHBIX JUIA OBJAJEHUS WHOCTPAHHOW pPEYhI0: CIHOCOOHOCTHh K
BOCIIpUATHIO A3bIKA, MMUTALIMH, XOPOUIO pa3BUTasA OOJTOBpPEMCHHAsA U
orepaTHBHAS MaMATh. Ha MaHHOM 3Tare y JOMIKOJIHHUKOB 3aKJIabIBACTCS
MpaBUJILHOE MPOU3HOIICHNE, HAKAIJIMBAETCs JIEKCUYECKH 3amac, XOpouio
ycBaWBaeTCsd MHOCTpaHHas peyb Ha CIyX U Jla)ke BO3MOXKHA HECIIO)KHas
Oecena.

[Tpu 00y4yeHnn HEOOXOAMMO YUUTHIBATD, YTO Y IETEH IIOXO Pa3BHUTO
MIPOM3BOJIPHOE BHUMaHHE, UM HEOOX0IMMa TIOCTOSTHHAS CMeHa neiicTBuid. K
TOMY, K€ OCHOBHOW BHJ| JEATENBHOCTH B JOIIKOJIHHOM BO3pacTe - UTrpa.
I/ICHOJIB3y51 HUI'POBBIC TCXHOJIOTHH, COPCBHOBAHMA, HaFJISII[HLIfI marcpual,
MOXKHO CO34aTh OJarompusTHBIE YCIOBHUS IS OBIAJACHHUS HWHOCTPAaHHBIM
si3plkoM.  J1d4  co3gaHusi  TakuMX ~ YCIOBUHM B COOTBETCTBUHU  C
VHAWBUIYAIFHBIMA W BO3PACTHBIMU CIIOCOOHOCTSAMH JI€TeH, a Taroke s
Pa3BUTHS UX TBOPUYECKOTO MOTEHIHANIA 0COOYIO POJIb UTPAIOT HapIUaIbHbIE
IIPOrpaMMBI.

OO0BbeKTOM HCCIeN0BAHUS BHICTYIAIOT MaplHaibHbIE MPOTrPaMMBbI
WHOCTPAHHBIX SA3BIKOB.

I[IpenmeToMm - mapuuanbHbIE TPOTPAMMBI HEMEITKOTO SA3bIKA.

AKTYyaJIbHOCTH HAIIETO WCCIIEJOBAHNS onpeenseTcs
HEJIOCTAaTOYHOM pa3paboTaHHOCTHIO TAHHON TIPOOJICMEL.

Heas padoThl: ¢ y4yeTOM INCUXO(HU3HOIOTHUECKUX OCOOECHHOCTEH
JOIIKOJIBbHUKOB pa3paboTarthb peEKoMeHaau IJIST eaaroros,
COCTAaBJIAIOMIUX IMapUHUAJIbBHBIC IIPOTrPpaMMBI 110 HEMEIIKOMY A3BIKY.

Hcxons u3 mocTaBlIeHHOM 1IeTH, 00hEKTa U MPEIMETa UCCISIOBAHUS
HaM¥ ObUTH CPOPMYITHUPOBAHBI CIEAYIONINE 3a]AYUM:

1. V3yuurts nutepaTypy IO BEIIICHA3BAHHOU MpoOIieMe.
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2. TlosHakOMUTBCA € TICUXO(PHU3HOJIOTHIECKUMH OCOOCHHOCTSIMH
NOITKOJIbHUKOB, a Takke QopMaMu W MeTogamMu OOydeHus uX
MapuraIbHBIM IPOTPaMMaM.

3. UByuuTs caiitbl, 00y4aromye JOMKOIbHUKOB HEMELIKOMY SI3BIKY.

4. BKIIOYAT, B PEKOMEHIAIMK JJsl TEAaroroB, COCTAaBIISIOLIMX
napuuagbHble MPOrpaMMBI TI0 HEMEIKOMY SI3BIKY, MaTepHalibl CalTOB,
cofepkammue: Wrpel  (JIGKCHYECKWe W IOJBIIKHBIC);  TOJIE3HBIC
(oHETHYECKHE YNPaKHEHUS; CTUXHM, TECHU W MYJIBT(HUITBMEI,
CHOCOOCTBYIOIINE JTydIIeMy YCBOSHHIO HHOCTPAHHON pedH.

5. Pa3paboraTte Ha OCHOBE HM3YYEHHBIX MAaTEPHaJOB TEMBI, KOTOPHIE
MO>KHO HCIIOJIb30BaTh B COOTBETCTBUH C BO3PACTOM MaJIbIIIEH.

HoBu3na 3akmoyaercds B TOM, 4YTO pe3yJibTaThl  HAIIEro

WCCIIEIOBAHUS MOTYT TMOCIYXHTh OPUCHTHPOM K HMEIONIMMCS HAyYHBIM
pa3paboTKaM 10 TaHHOMH IpodieMe.

[MapruansHple MPOrpaMMBbl SIBISIOTCSI TOMOJHEHUEM K OCHOBHOM
nporpamMMe pa3BUTHUS TOUIKOJILHUKOB. Ha3BaHue mapiuanibHbIX MpOrpamMM
MPOMCXOIUT OT JIATHHCKOTO ,partialis®, 4ro o3HayaeT «JIaCTHYHBIH,
COCTABISIIOIINN YacTh 4ero-ro». OHM, TakuM o0pa3oM, HAIpaBICHBI Ha
yriayOJleHHYyI0 — pa3paboTKy  Kakoro-To  OJIHOTO  HAaIlpaBJICHUS |
MPeIyCMaTPUBAIOT BOCIHMTAaHHE TBOPYECKOH, CBOOOJHON JHYHOCTH,
oOyajaronieid 4yBCTBOM COOCTBEHHOTO JOCTOMHCTBA M YBKCHHEM K
nronsam (partsialnye_programmy).

Heo6xomumMo OTMETUTh, UTO mpobiieMa pa3paboTKH MaplMaibHBIX
00pa30BaTeIbHBIX MPOrPAMM OCBEIICHA B HayKe HEIOCTATOYHO. ABTOPBI
A.A Myparopa, T.H.Konecunuenko u O.I'. Tascryxa (Mopozosa 2019)
OTMEYAIOT BOCTPEOOBAHHOCTh MAPIHUAIBHBIX HPOTPaMM JUIS HPAKTHKH
JIOIITKOJIBHOTO oOpa3oBaHus " HErOTOBHOCTh CIEIHATNCTOR
CaMOCTOSITEJIBHO ~ TPOCKTUPOBaTh W pealiM30BaTh HAa  MPAKTHKE
naplyMaibHyl0  OpOrpaMMy B COOTBETCTBHH € COBPEMECHHBIMH
TpeOOBaHUSIMU.

3aHATHS, TPOBOJAMMBIC MO TAPIHMATIBHBIM MporpamMMam, Oosee
pa3HooOpa3Hbl 1o (opMaM W METOJaM MPEIOoJaBaHMs, HACBIIIEHHBI 110
UCIIONIb30BAHUIO  HOBEWINIMX TEXHUYECKUX CPEICTB, MPEIIOoJaraioT
COBMECTHYIO JESATEIbHOCTh IleJlarora, pojaurtese u jere. Marepuan
JIAHHBIX TPOTPAMM pasJielieH Ha TEMBI, B KOTOPBIX aBTOP CaM PacCUUTHIBACT
BpeMsi pabOTHI C KaXKI0H U3 HUX.

Ilpu cocTaBneHWW MapHUATBGHBIX MPOTPaMM, B YaCTHOCTH, II0
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WHOCTPAaHHOMY f3BIKY, OT aBTOpPOB TpeOyeTcs orpoMHas (aHTa3us |
HECTaHIAPTHBIA TMOAXOI B OpraHU3ali y4eOHOTO IMpoliecca, BBEACHHE
HOBBIX ¥ HEOOBIYHBIX METOJAWYECKHX IPHEMOB, KOTOpBIE OyIyT
CTHUMYJIMPOBATh PEUYEMBICIUTENbHYI0 aKTHMBHOCTh M KOMMYHHUKaTHBHO-
MMO3HABATENHHYIO JIEATENHHOCTb.

[lemaroram  HEOOXOZWMO  TOCTOSHHO  JOMNOJHATH  3aHATHS
Pa3TMYHBIMA ~BHJEOPOJIMKAMH Ha WHOCTPAHHOM SI3BIKE, WIPaMU C
KapTOYKaMH, pacKkpackaMd © JAPYTUMH HATrJSOHBIMH  ITOCOOMSIMEL.
Marepuan cienyer AaBaTh B JO3UPOBAaHHOHN QoOpMe, YIUTHIBAs BO3PACTHEIE
0COOCHHOCTH JeTeH.

Ha nayanpHOM STane o0y4eHus II1aBHasl LeJb- 5TO IPUBHUTH KeJIaHue
JeTSM M3y4aTh MHOCTPAHHBIN S3bIK, OKYHYTh UX B HOBYIO SI3BIKOBYIO CpENy,
00y4YUTh TIPABHIFHOMY IIPOU3HOIIEHUIO U YCBOUTH 0a30BBIN 3armac CJIoB 1O
TeMam.

OBnameHne HOBBIM  SI3BIKOBBIM ~ MaTepHajioM  CIIOCOOCTBYET
WHTEIJIeKTyalbHOMY pa3BuTHIO jaereil. [Ipu ero pacmpeneneHun yduTenb
MOXKET CaMOCTOSITETIbHO PELIUTh, Ha 4YeM CIeAyeT 3aJep)KaTb BHHUMAaHUE,
YTO HEOOXOJMMO TOBTOPUTH, KAKHUE WIPHl M HATJISIHBIC MOCOOWS IydIle
WCIIOJIb30BaTh.

Hwxe mpencraBieHbl TeMbl, KOTOpPBIE MOXHO HCIIOJNB30BAaTh B
COOTBETCTBHHU C BO3PACTOM MaJIbIIIIEH.

IlepBasi  Bo3pacTHasm  ctymeHb(3-4  roma):  3HAKOMCTBO,
npuserctBue. JKusotHsle. Cembs. Onexnaa. [Ipoaykrel nutanus. IIpocTteie
TIOTOJTHBIC SIBJICHUS (COJHIIE, TOXKb, CHET, ...).

Bropas Bo3pactHas crynenb (4-5 uer): HoBeie Ha3BaHus
JKUBOTHBIX, UX NEUCTBUS U nOeWcTBUs ¢ HUMHU. Bexnusble cnmoBa. LBert.
Bpemena roga. Bpems cytok. IlpuBeTcTBue B 3aBUCUMOCTH OT BPEMEHU
cytok. Cuer. Jlerckuii can. TpaHcHoprt.

Tperbss Bo3pacTHasi cryneHb (5-6 Jer): OBomu, QPYKTHI U
neiictBus ¢ HUMU. Mebenb u komHarta. Crioprt. [Ipa3aaukmy.

YerBepTas BoO3pacTHas cryneHb (6-7 Jier): XapakTepuCTUKa
npeaMeToB. DnekTponpudopsl. JlokTop, Oone3ns. IlyremectBue. KyxHs.
[Ipodeccun. B 6ubmmoreke. B cany, na oropoae. Bo neope. Ha npasnnuxe.
B marazune. Ctpana, npyrue crpanbsl. B mecy. Peka, o3epo, mope. I'opon,
nepesust. [Ikoma (Pomguna, ITporacosa 2010)

Jlexcuueckue uepbl OOIKHBI Jiedb B OCHOBY MpPOBEAEHHs JHOO0ro
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3aHATHUA. BO BpEMs BBCACHUA HOBOI71 JICKCUKH HeO6XO,I[I/IMO HCIIOJIb30BaATh
MIPUHIMIT BU3YyaJIHM3aIid, paboTas ¢ KapTUHKaMHU win urpymkamu. [locie
TOTO0, KaK HOBBIC CJIOBa 6y,Z[YT OCBOCHBI, I€TU OOJKHBI ITPOIrOBOPUTH HUX.
BTO MOKHO CAC/IaTh IpU IOMOIIH p33H006p33HI)IX HUI'POBBIX IMPUCMOB:
nepeaaya MI4YMKa MW IOPOroBapuBaHHUE HOBOI'O CJIOBa MWIM HIrpa C
KapTO4YKaMu (KTO HCpBLIfI MOKAXET KApTHUHKY W HA30BET CJIOBO:
https://multiurok.ru/deutschonline/files/ighry-na-urokie-niemietskogho-

iazyka/, https://ifu-institut.at/ ru/online-lernen/spiel). Ha nannsIx calitax BbI
CMOJKETE HAUTHU CIIMCOK urp, KOTOpbIC IIOMOTYT pa3H006paSI/ITI) YPOK "

XOpOLIO BBIYYHTh JIEKCHKY. [J1aBHOE - 3TO TPHCYTCTBHE MOMEHTa
COPCBHOBaHUs, Oyiarojaps KOTOpPOMY TMOJAEPKUBACTCS HMHTEpEC K
H3y4yaeMoMy MpeIMETY.

Cpenu dsueamenbHo- 0300poSUMENbHBIX YIPAdiCHeHUL 0c000e MeCTO
3aHUMaeT PAa3BUTHE MEIKOW MOTOpUKU pYyK. «[lanbunkoBble HIPBD»
(https://vk.com/topic-6869298 21824054) OTJIIMYHO  TOAOWIAYT  UIs
WHCIICHUPOBKH PU(PMOBAHHBIX HCTOPHI M CKa30K.

B mporiecce 3aHATHS TOKHBI OBITh BKIIFOUEHBI HOOGUNICHbIE USPbL U
3apsadKku, TaKk Kak peOeHKy TpPYIHO YyCHIETh Ha MecTe. Bce I0mKHO
MPOXOJNTh HCKIIOYUTEIFHO HAa HWHOCTPAHHOM si3bIKe. Bo  Bpems
(PM3KYJIHPTMHHYTKH MOKHO HCITOJIB30BaTh BHJIEO- M ayuoMarepuan. Takas
AKTUBHOCTH MOJKET CTATh JIFOOMMEIM 3aHSITHEM IS JETEN.

Ha caitre https://www.youtube.com/user/kinderlieder - ecth
MHOXXECTBO Pa3MUHOK Ha HeMelKoM s3bike. Bocnutatenem XKoxosoi U.

M. (OKoxosa 2015) Owimi pa3paboTaHbl pa3HbIE METOAMYECKHE MTPUEMEI,
HalpaBJeHHbIE HA TOAJCPKAHWE HWHTEpeca K M3yYCHUIO HHOCTPAHHOTO
A3bIKa, KaK cpeicTBa oOIeHus u ooMeHa nadopmanueit: https://lukoshko-
tutaev.edu.yar.ru/metod_razrabotka_zhohova i_m .html .

B kauecTBe TONIE3HBIX DOHEMUUECKUX VNPANCHEHUN MOMKHO

HUCIIOJIBb30BaATh paSHI/ILIHI)Ie pI/I(i)MOBKI/I, CUHUTAJIKU U TEMATHUYCCKHUC IICCHU.
PC6GHOK HEC TOJIBKO YE€TKO NPOMU3HOCHUT, HO U XOPOIIIO 3allIOMHUHACT CJIOBA.

Caiit https://www.youtube.com/channel/UCooPit08nD5IkSjgc5Gjxgw
npeajiara€t HamM CGOpHI/IK AC€TCKUX neceH, KOTOPBIC MOXXHO pasydyuBaTh Ha

YpOKax.
3aKkpenuTh JEKCUKY C IMOMOIIBIO CIOBAPHOTO TPeHAKEpPAa MOKHO Ha
caiire https://crazylink.ru/languages/list.php?type=46&lan=deutsch.
ITocetuB  caiir  https://vk.com/nemetskiysmamoyveselee,  Brul
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CMOXXETE HAWTH CTHUXH, MECHH, MYJIbTQWIBMBl M WIPBI, KOTOpbIE OymyT
CIOCOOCTBOBATh JIyYLIEMY YCBOCHHMIO MHOCTpaHHON peun. Ha 3amsTusx
MOJKHO HCIIOJIB30BaTh <OGKHUBOTO» Iepos, KOTOpBI OyneT pa3roBapuBaTh
TOJIKO HA MHOCTPAHHOM SI3bIKE. DTO MOXKET OBITh NMEPCOHaX U3 CKAa3KH,
MyIbTGWIBMA WK IPOCTO UTpymiKka (Hampumep, Mukkn Mayc, [TuHOKKHO,
Bunnu Ilyx u T.1.). Takas kykiga OyJdeT ydyacTBOBaTh Ha BCEX OTarmax
3aHATHSA, TaK YTO JETH OBICTPO MONIO0AT ee 1 OyAy JKIaTh BCTPEYH C HEM.

Takum oOpa3oMm, MNpUMEHEHHE NapLMalIbHBIX [POrpaMM IO
HEMEIKOMY S3BbIKY, KaK  JIOTIOJIHEHUS K OCHOBHOM IIporpaMme, B
COOTBETCTBUHM C COBPEMEHHBIMH TpPEOOBaHMAMH U C  Y4YETOM
MCUXO(HU3HOIIOTHYECKUX ocobeHHOCTeH JIOLITKOJIbHUKOB MOKET
CHOCOOCTBOBATh PAa3BUTUIO JIMYHOCTH OOydYaeMbIX, 4YTO TIpeAarnojaract
(hopMupoBaHue MOTPEOHOCTEH W CIIEIUAIBHBIX HHTEPECOB, BOOOPAKECHHUS,
TBOPYECKOT0 MBIIIICHUSI U Y4eOHBIX criocoOHocTeil. OrpoMHYI0 poJib B
3TOM CBITPAlOT pa3HooOpa3Hble (OPMBI M METOABl MpPENOJaBaHus,
HaCBIIEHHbIE HOBEHIIIMMH TEXHUYECKUMH CPEICTBaMU U TpeAToararonme
COBMECTHYIO JIESTEJIBHOCTD [1€1arora, poauTeei U 1eTeu.

A 3TO, B CBOIO OuYepelb, NMOMOXKET 3aJ0XKUTh OCHOBY, Omarogaps
KOTOpO peOEHOK CMOXET B JIaIbHEWIIIEM YCHEIIHO OBJIaJeTh U3y4aeMbIM
SI3BIKOM.

Jluteparypa
Ponuna, H. M., Ilporacosa, E. 0. Memoouxa obyuenus OowxonbHuxog
UHOCMPAHHOMY  A3bIKY: YyueOnoe nocodue. I'ymaHuTap. H3A. ULEHTP
BJIAJOC — M., 2010.- 210 c.
XKoxosa, U.M. Memoouueckaa pazpabomxa «Obyuenue OOUWKONbHUKOS
anenuickomy aswiky» - Tyraes, 2015.-16 c.
Mopo3zosa, O. H. U3yuenue yposns eomosnocmu 6yoywux eocnumamerel
K NPOEKmuposanuio NapyUaibHulX NpoSpamMm OOUIKOIbHO20 00pA308aHUs.
/[Hayuno-nipaktuueckuii xypHan «CoBpeMeHHas Hayka: AKTyalbHbIC
npobiembl Teopun U npakTukm». Cepust: I'ymanutapubie Hayku.-2019, Ne6.
- C.92-96
https://studme.org/304425/pedagogika/partsialnye_programmy

121



DEZVOLTAREA CALITATILOR SOCIO-CULTURALE ALE
PARTICIPANTILOR LA COMUNICAREA INTERCULTURALA

Lidia PANAINTE,
lector univ. ASEM, Chisinau

Abstract: The article describes the formation and the development of students’
socio-cultural skills at the foreign language classes. Thus, the learning of a foreign
language must inevitably include the learning of intercultural communication,
because, by mastering the language, the student must enter into another system of
values and life orientations. The important qualities from the point of view of
intercultural communication are: tolerance, empathy and the ability to postpone an
ethnocentric evaluation of the communication partners’behaviour. Also, in order to
achieve a mutual understanding with a bearer of a different value system, the
communicator should possess the quality of socio-cultural politeness, socio-
cultural observation, quality of communicative flexibility, etc.

Cuvinte cheie:  Comunicare interculturald, limbi  straine,  calitati
socioculturale,comportament de vorbire, competenta comunicativd, profesor, elev.

in conditiile moderne, procesul de predare a limbilor striine se
dezvolta conform modelului socio-cultural de invatare, care este considerat
ca baza pentru comunicarea interculturald, cea ce presupuneparticiparea la
comunicareale personalitatilor care apartindiferitor comunitati lingvistice si
culturale. Prin urmare, un vorbitor de limba strdind nu trebuie doar sa
formuleze corect gandurile in aceasta limba, ci si sd respecte normele
culturale acceptate de vorbitorii nativi ai limbii studiate. Invitarea unei
limbi straine trebuie sd includd in mod inevitabil invitarea comunicarii
interculturale, deoarece, stapanind limba, elevul trebuie sa patrunda intr-un
alt sistem de valori si orientari de viata.

Astéazi, invatarea limbilor nu este altceva decat un dialog de
culturi,ceea ce presupune o interactiune verbald intre vorbitorii diferitelor
culturi. De aceea, o sarcind importantda profesorului de limbi strdine este
pregatirea elevilor pentru un dialog al culturilor, pentru comunicare
interculturala.in literatura stiintifici exista multe definitii ale fenomenului
dialogul culturilor. Conformdefinitiei lui L. I. Harchenkova: ,,Un dialog
este o interactiune de contactare a culturilor in procesul de invatare a
limbilor strdine, oferind o intelegere adecvata si Tmbogatirea spirituald
reciproca a reprezentantilor diferitelor comunitati lingvistice-culturale”
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(Harchenkova 1997: 7) Dialogul culturilor presupune ca interactiunea
diferitelor imagini ale lumii reprezentate de vorbitori include logica,
gandirea, semnificatiile valorice si nu este blocatd, ci stimulatd prin
intelegere reciproca, toleranti si o atitudine pozitiva. In aceasta interactiune,
un fapt evident este comunicarea culturilor in diferite ,,limbi”.

Numeroase studii asupra problemelor de interactiune culturald indica
faptul ca continutul si rezultatele diverselor contacte interculturale depind in
mare masura de capacitatea participantilor lor de a se intelege reciproc si de
a ajunge la un acord, care este determinat, in principal, de cultura etnicad a
fiecdreia dintre partile care interactioneaza. In antropologia culturala, aceste
relatii  ale  diferitelor  culturi sunt  denumite , comunicare
interculturala”.Comunicarea interculturald este un set de procese specifice
de interactiune Intre oameni care apartin unor culturi si limbi diferite. Ea are
loc intre partenerii de interactiune care nu numai ca apartin unor culturi
diferite, dar si percep strdinatatea partenerului.Recunoasterea si intelegerea
diferitelor culturi duce la interactiune, interdependenta, schimb academic al
elevilor, astfel se deschid oportunitati de cooperare in toate domeniile
socio-profesionale.In acest context devine posibila familiarizarea elevilor
cu valorile culturale ale diferitelor tari, formarea unei constiinte tolerante si
capacitatea de a participa la un dialog direct al culturilor; apare o dorinta de
a depadsi dificultatile intdmpinate in coliziunea diferitelor culturi.

In cadrul cursurilor de limbi striine in universitatea noastra, acordim
o atentie deosebitd nu numai la elaborarea fenomenelor lingvistice separate
de viata reala, ci la lucrul cu situatii reale de comunicare interculturald, in
care studentii se pot afla in procesul activitatii profesionale. Sarcina
principala a profesorului 1n acest caz este de a oferi studentilor informatii
referitoare la evitarea conflictelor, invatandu-i particularitatile culturii si
limbii.

Competenta interculturald include cunoasterea stilurilor cognitive si
comunicative ale reprezentantilor altor comunitati lingvistice si culturale,
formarea pregatirii pentru schimbare, capacitatea de adaptare la o culturad
straind §i recunoasterea valorilor si comportamentelor alternative.Calitati
importante din punctul de vedere al comunicarii interculturale sunt
toleranta, empatia si capacitatea de a amana o evaluare etnocentrica al
comportamentului partenerilor de comunicare.

Trebuie mentionat ca punerea in aplicare a strategiei de parteneriat si
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cooperare intre culturi devine unul dintre cele mai importante subiecte de
cercetare in domeniul comunicérii interculturale.

O conditie necesarda pentru interactiunea comunicativd este
competenta comunicativa, care este inteleasa prin detinerea mai multor
tipuri de cunostinte generale Tmpartasite de participantii la discutie.Aceste
cunostinte se formeaza in primul rand, din cunoasterea sistemului simbolic
real in cadrul caruia se realizeaza comunicarea; in al doilea rand, din
cunostinte despre structura lumii exterioare.Capacitatea de a percepe
sentimentele interlocutorului in procesul de interactiune este un indicator al
intelegerii adecvate a acestuia si a stabilirii contactului emotional cu
purtatorul unei alte culturi. Pentru o intelegere reciproca, atentia principala
a participantului la discutietrebuie sa fie indreptatd asupra componentei
emotionale a enunturilor - sentimentele exprimate de vorbitorinu corespund
intotdeauna cu  continutul mesajului.  Perceptia  sentimentelor
interlocutorului ajutd vorbitorului sa-si modeleze starea sa emotionala si sa
o coreleze cu starea emotionald a partenerului de comunicare. In consecinti,
participantul la comunicarea interculturald, atunci cand interactioneaza cu
un vorbitor nativ al limbii studiate, trebuie sa-si dezvolte calitatea
receptivitdatii socioculturale, ceea ce implica capacitatea unei persoane de a
percepe interlocutorul sdu ca reprezentant al unei alte culturi.

O barierd psihologicd semnificativd in perceptia si intelegerea unui
purtator al unei culturi diferite in cadrul comunicarii interculturale o
reprezintd stereotipurile etnice. La baza stereotipurilor etnice se afld un
sistem de reprezentari etnice - imagini stabile, generalizate, saturate
emotional, care actioneaza ca regulatori ai comportamentului. Drept
urmare, in procesul de comunicare interculturald in interactiunea
reprezentantilor diferitelor grupuri etnice, stereotipurile etnice pot
impiedica reprezentantul unei culturi sd perceapd si sd inteleagd In mod
adecvat interlocutorul lui - un reprezentant al altei culturi. Astfel,
eficacitatea comunicarii interculturale depinde de dezvoltarea impartialitatii
socioculturale al comunicantului, ceea ce reprezintd, de fapt, capacitatea
vorbitorului de a recunoaste si respecta in interlocutorul sdu un reprezentant
al unei culturi diferite, care se bazeaza pe anumite valori, traditii si norme
de comportament.

Conditia de intelegere reciproca intre reprezentantii diferitelor culturi
ar trebui sa fie constientizarea, intelegerea, recunoasterea valorilor culturilor
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si respectul reciproc al participantilor la comunicarea interculturald. Pentru
a realiza o Intelegere reciprocd cu un purtdtor al unui sistem de valori
diferit, vorbitorul ar trebui sa posede calitatea politetii socioculturale, ceea
ce presupune capacitatea de a urmari formulele verbale de curtoazie in
procesul de interactiune cu un purtator al unei culturi diferite, recunoscand
echivalenta si egalitatea reprezentantilor diferitelor grupuri etnice. In
procesul comunicarii interculturale, participantul la discutie isi planifica
comportamentul discursului si pune 1n aplicare propria linie
strategicd,alegand o strategie de comportament din setul de standarde
existente si adaptand acest comportament la situatia creatd. O comunicare
adecvata depinde de modul in care un vorbitor nativ al limbii studiate
interpreteaza actiunile verbale si non-verbale ale unui vorbitor non-nativ si
cat de mult corespunde efectul comunicativ intentiilor vorbitorului de limba
straind. Interpretarea pragmaticd adecvatd al comportamentului vorbirii
unui interlocutor de limbi straine determina alegerea unei strategii de
interactiune. Observatia socioculturaldva ajuta comunicantul si faca
concluziile pragmatice corecte reiesind din comportamentul vorbitorului
limbii studiate, s navigheze 1n conditiile unui mediu cultural si lingvistic
straiin si sa observe modificari in comportamentul partenerului de
comunicare.

In procesul de interactiune, exista mai multe modalititi de realizare a
obiectivului, folosind anumite strategii. Eficienta unei strategii
socioculturale este obtinuta daca vorbitorul implementeaza un
comportament de vorbiretinind cont de linia de comportament al
vorbitorului limbii studiate, ajustdnd in consecintd actiunile sale de vorbire.
Strategiile socioculturale ar trebui sa fie flexibile, deoarece la interactiune
participa reprezentanti ai diferitelor culturi cu caracteristici etnopsihologice
si, in consecinta, procesul de realizare a scopului comunicarii poate fi atins
in moduri diferite. Calitatea flexibilitatiicomunicative permite vorbitorului
sd evalueze perspectiva relatiilor ulterioare, sa ofere suport comunicativ si
emotional interlocutorului, ghidat de linia sa de comportament si de starea
emotionald si implicd capacitatea de a varia strategiile socioculturale in
functie de conditiile, continutul si obiectivele comunicarii.

Dezvoltarea calitatilor socioculturale este posibild cu ajutorul unor
sarcini de orientare socioculturald, care au un caracter multifunctional.
Multifunctionalitatea sarcinilor implica stapanirea simultana si paraleld a
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culturii comunicarii in limbi strdine si dezvoltarea socioculturalda a
personalitatii vorbitorului prin cunoasterea caracteristicilor unei alte culturi
precum si ale purtatorilor acesteia. Specificul sarcinilor multifunctionale
este cd fiecare sarcind implica rezolvarea mai multor activitati:

1) planificarea unui comportament de vorbire adecvat;
2) utilizarea unor instrumente lingvistice adecvate pentru a rezolva o
problema comunicativa;
3) prezentarea abilitdtilor si calitatilor socioculturale care contribuie la
realizarea Intelegerii reciproce cu purtdtorul unei alte culturi.

Exista multe abordari si modalititi de formare a competentei

comunicative interculturale.in primul rand, in timp ce studiazi limbile
straine, studentii stdpanesc un numar suficient de mare de modele de
vorbire autentice, care joacd un rol important in comunicarea
interculturald.In al doilea rand, crearea unui mediu de lucru adecvatin
clasele de limbi strdine ii ajutd pe studenti sd Invete nu numai sistemul
lingvistic, ci si cultura unei anumite tari si a vorbitorilor nativi.In al treilea
rand, aplicarea diverselor tehnici si metode de predare a limbilor straine,
care vizeaza stimularea activitatii cognitive de vorbire a elevilor,
dezvoltarea abilitatilor de vorbire nepregatitd (spontand), gandirea critica si
creativd, contribuie la formarea competentelor discursive, sociale si
strategice.

De asemenea, competenta comunicativa se realizeazd prin
comportamentul comunicatival participantilor la un dialog. Prin
comportamentul comunicativ, care poate fi atat verbal cat si non-verbal,
intelegem regulile si traditiile de comunicare ale unei anumite comunitati
implicate in procesul de comunicare. Deoarece fiecare participant la
discutie este un purtator al unei anumite culturi, comportamentul
comunicativ are, de asemenea, un colorit national.

Asadar, calitdtile socioculturale pot ajuta participantul la
comunicarea interculturald sa inteleagd si sa tind cont de particularitatile
perceptiei si evaludrii realitatii Inconjuratoare a vorbitorului limbii studiate,
orientdrile sale valorice nationale precum si de mijloacele lingvistice. Dar
pentru a forma si dezvolta studentilor aceste si alte calitati socioculturale in
procesul de predare a limbilor straine profesorii universitatii noastretrebuie:

e si se bazeze pe o abordare bazatd pe competente atunci cand predau
limbi strdine studentilor, pentru a asigura contextul de instruire;
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e si tind cont de prevederile abordarii activitatii: sd asigure participarea
studentilor la conferinte stiintifice, seminare, intdlniri si discutii cu
oamenii de afaceri si politicieni, la activititi de cercetare, la
implementarea practica a proiectelor economice inovatoare;

e i creeze o atmosfera liberd, creativa, democratica in clasa;

e sa aplice activ metode de predare problematice: studiu de caz, jocul de
rol si metoda proiectului, etc.;

e si utilizeze forme si metode moderne de predare a limbilor striine:
invatare orientatd spre comunicare, intensiva, asistatd de computer.

Trebuie subliniat faptul, ca principiile comunicarii interculturale sunt

importante pentru activitatile practice ale universitatii noastre.

In primul rand, in universitatea noastraisi fac studiile reprezentanti de
diferite nationalitati, iar sarcina integrarii lor in sistemul de valori si cultura
corporativi a universititii coincide cu sarcinile comunicarii interculturale.In
al doilea rand, procesul continuu de globalizare ridica in mod clar problema
modului de a-si mentine identitatea nationald, mentalitatea si de a fi potrivit
pentru activitati de succes atat in tara cat si in strainatate.

Cunoasterea limbilor strdine si aplicarea lor in practicd permite
absolventilor ASEM-Iui sa extinda semnificativ geografia activitatilor lor
profesionale.Politica de comunicare interculturala deschide pe larg usile
pentru tineri, pentru intrarea lor demna in lumea noua si veche.
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TEACHING THE SPEECH ACT OF PRAISEIN THE EFL CLASS

Elena VARZARI,
Universitatea de Stat ,,Alecu Russo”din Balti

Abstract: Articolul dat se acseazd pe descrierea competentelor lingvistice si
pragmatice. Sunt prezentate unele definitii al actului de vorbire laudasi de
asemenea sunt abordate criteriile de clasificare. Sunt propuse trei activitati
practice, care vor fi utilizate la orele de limba engleza ca limba straindaavand drepr
scop utilizarea corectd in vorbireal actului de vorbire lauda.

Cuvinte cheie: cometenta lingvisticd, competentd pragmaticd, act de vorbire,
lauda, clasificare

“Pragmatics is the study of speaker and
hearer meaning created in their joint
actions that include both linguistic and
non-linguistic signals in the context of

socio-culturally organized activities”
(LoCastro, 2003, p. 15)

Introduction

To be considered a proficient speaker of a language,in additionto
linguisticcompetence (proper pronunciation, grammatical accuracy, relevant
vocabulary, good listening and speaking skills, etc.), one also needs
pragmatic competence (PC). The term was introduced in 1983 by
sociolinguist Jenny Thomas in her article Cross-Cultural Pragmatic Failure
in whichit is written that she does not use the term PC as a synonym for
‘communicative competence'like Candlin (1976) and Schmidt&Richards
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(1980),but rather she uses “it to refer to one of several levels of knowledge
(Hymes 1972)”thatcomprises grammatical, psycholinguistic and ‘social’
competences (Bell 1976). “Communicative competence might be thought of
as a kind of 'mixer' which performed the function of balancing available
linguistic forms chosen by drawing on the linguistic competence of the
user, against available social functions housed in some kind of social
competence”. Thomas adds “a speaker's 'linguistic competence' would be
made up of grammatical competence (‘abstract' or decontextualized
knowledge of intonation, phonology, syntax, semantics, etc.) and pragmatic
competence (the ability to use language effectively in order to achieve a
specific purpose and to understand language in context)” (Thomas1983: 91-
92).Taguchidefines PCas “the ability to use language appropriately in a
social context” (Taguchi 2009). In other words, pragmatic competence
means “using language in a socially appropriate way thanks to increased
awareness of linguistic structures and social norms.”’

Being acknowledged as an essential aspect of a broader
communicative proficiency,  pragmatic =~ competence has  becomean
indispensable tool for effectivecommunication in a contextually
suitablemanner. Language teachers (LT) are aware of the importance of the
PC in foreign language acquisition and they agree that itmust be included in
the curriculum and be taught in the English as a foreign language
classroom.LTare conscious that PC, unlike linguistic competence that is
traditionally explicitly described and trained during the lesson, regrettably
is often ignored. Nevertheless, PC is considered to be fundamental in
developing students’ effective communicative skills in a foreign language.

Teaching Speech Acts

Using speech acts (SA) appropriately is undeniably key to successful
communication. David Crystal (1999) describes a SA as “A communicative
activity defined with reference to the intentions of a speaker while speaking
and the effects achieved on a listener” (Crystal 1999: 314). Yule regards SA
as “actions performed via utterances” (Yule 1996:47) used by interlocutors
to exchange information, while Green (2014) views them as “staples of

"The Importance of Developing Pragmatic Competence in the EFL Classroom,
2015, https://corkenglishcollege.wordpress.com/2015/06/15/the-importance-of-
developing-pragmatic-competence-in-the-efl-classroom/ )
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communicative life” (Green 2014, online). Crystal adds: “In this context, the
act itself is called a locutionary act; the intentional aspect is the act’s
illocutionary force; and the impact on the listener is the act’s perlocutionary
effect (Crystal 1999: 314).People perform SA when they intend to:
apologize for a deed, greet someone, issue a request, express a complaint,
submit an invitation, pay a compliment, etc., and anticipate a relevant
response to the uttered SA.Correspondingly, a SA can be considered
successful only whenits intended meaning is clearly understood by the
addressees. K. Bardovi-Harlig (2001) claims that “Much research has gone
into identifying how speakers of various languages realize speech acts, take
turns, and use silence [...]”. Experimental evidence demonstrates “that
native and non-native speakers of a given target language appear to have
different systems of pragmatics...” (Bardovi-Harlig 2001:13)It is hardly
possible to acquire PC without spending a certain amount of time among
native speakers in a target-language country, however, because not all the
learners have got this opportunity, FL teachers are the ones to form this
competence in their students. It is of paramount importance for students to
study SA, as they learn that, in additionto the literal meaning, i.e. their
grammatical form, the intended meaning, i.e. the practical use of
words,stated by someone, ought to be taken into consideration by the
hearer.

The SA of Praise: Definition and Classification

In this article we intend to focus on the SA of praise, how to raise
learners’ awareness on its appropriate usage in speech, as well as on ways
of teachingpraise in the EFL class. Praise belongs to the group of evaluative
SA that also comprises compliments, laud, extolling, commendation,
flattery, approval, etc.(To) praise is defined as: (n) words that show
approval of or admiration for sb/sth; (v) to express your approval or
admiration for sb/sth (Hornby 2000: 990); (v) to express admiration or
approval of the achievements or characteristics of a person or thing.tIn
other words “praise can be described as verbal, explicit, intentional, sincere
and positive feedback in relation to others. Moreover,by means of praise the
addresser informs the addressee about the correctness of his/her action,
expresses his/her positive attitude to the addressee’s individual actions and

8https://dictionary.cambridge.org/dictionary/english/praise?g=praising
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success” (Varzari 2000: 302-303).

Researchers have come with several classification principles of the
SA of praise, for instance,Mueller and Dweck (1998) distinguish two types
of praise: for being and for doing (Mueller&Dweck 1998: 33),Kamins and
Dweck (1999) consider such criteria as: expressingthe addresser’s own
attitude to the addressee,praising someone forachieved results, praising as
the manifestation of gratitude for some activity (Kamins&Dweck
1999:842).Serebreakova’staxonomy of praise/ compliment is more
fragmented and comprises praise for good performance, ethical qualities,
actions, intents, arrangements, intellectual aptitudes, way of thinking and a
certain point of view, atoast, professionalism or abilities, and for correct
answers at the lesson (Serebreakova2001:145-146).Bell’s (2004) taxonomy
based on the function of praise in modelling one’s the self-esteem is divided
intopraise as a social compliment, praise pointed towardenhancing
addressee’s self-esteem and motivationthat facilitates the development of
the personality, and praise aiming at establishingrelationships and fostering
cooperation (Bell 2004: 1-4).Among other classification principlesthe
contents of the praise, thetarget, the degree of directness, indirectness and
emotionality, thetone and/or level of seriousness, time orientation,language
form, means of expression, etc.could be mentioned.

Introducing PCinto the EFL class

As it has been mentioned above, PC is the skill to use language
formsappropriately and efficiently in a certain context. Research has proved
that the English classroom is the right place to develop and raise learners’
PC. For example, Gabriele Kasper (1997) affirms that the pragmatics of a
FL is teachable, but the teachers should use functioning strategies, methods
and technigues while introducing PC to students, because although there is
a lot material concerning PC, language users do not always know how to
apply it in practice. Students’ pragmatic awareness can be improved via
explicit and implicit instruction onusing SA appropriately that will
definitely lead to improved performance of SA, therefore students’
interactions with native speakers will be more successful. We are confident
that activities designed for building PChave got their place in the language
class, thus inspiringthe studentsto practice and use language more naturally.
We suggest several activities to be used at B2-C1 levels.

Activity 1. Define and translate the following words
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Level: B2

Time: 15-20 min

Rationale:the translation and understanding of the terms compliment,
praise, laud, extolling, commendation, flattery, approval can be very tricky,
as they convey a more or less similar meaning expressing an evaluative
positive connotation. This activity is designed for students whose major is
translation.

Materials needed:

Flipcharts, markers, English- English Dictionaries, Romanian-
English Dictionaries, Russian-English Dictionaries.

Procedure:

1. Divide the class into 7 pairs / groups.Each pair/ group gets
a slip of paper on which a SA (compliment, praise, laud, extolling,
commendation, flattery, approval) is written.

2. Instruct the students to consult appropriate dictionaries,
define the terms and give their Romanian and Russian translations. [e.g. (to)
Compliment(n) a remark that expresses praise or admiration of somebody;
(v) to tell sb that you like or admire something they have done, their
appearance, etc. Rom. Compliment, laudd, magulire, amabilitate;
Rus.KommmMeHT, moxBaia, 1100e3HOCTb. |

3. Discuss the similarities and differences.

Activity 2. Collocations with “Praise”

Level: B2- C1

Time: 30-35 min.

Rationale:this activity is based on students’ collaborative activity. It
aims at helping learners to use the SA of praise in a broader context. It will
enrich students’ vocabulary, will facilitate its understanding and will
practice the writing skill.

Materials needed:

Flipcharts/ A3 paper, markers, English- English Dictionaries, Oxford
Collocations Dictionary for students of English.

Procedure:
1. Divide the class into several groups.
2. Each group gets 2 dictionaries- English- English

Dictionaries and Oxford Collocations Dictionary for Students of English.
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3. Tell them to find the entry PRAISE and systematize
the information on the flipchart. E.g.

[Adj +Praise] glowing, great, high, lavish, special, unstinting,
warm, faint, universal;

[Verb + Praise] be full of, be fulsome/ loud/unstinting, give
sh., offer, single sh. out for, heap, shower (sb. with), come in for,
receive, attract, draw, earn, win; be quick to

[Preposition + Praise] beyond ..., in ... of,

[Praise + Preposition] ... for, ... from, ... of

[Phrases] a chorus of praise, a paean of praise, to have nothing
but praise for sb/sth, sing sb’s praises, a word of praise

[Adv. + Praise] highly, lavishly, warmly, privately, publicly,
rightly], etc.®

4, Tell the students to use the vocabulary in context, for
instance, the 1% group makes up a story, the 2" writes a fairy tale, the
39 writes a poem, etc.

5. Each group presents their writings.

Activity 3. Guess What Am | Praised for?

Level: B2

Time:7- 10 min.

Rationale: the activity will provide speaking practice based on
visual arts (photos, pictures, drawings, etc.) The learners critical
thinking skills will be trained.

Materials needed:

Photos, pictures, drawings of prasing people for various
resons. A4 paper, coloured pencils/ markers/chalks, etc.

Procedure:

1. Tell the students you are going to draw and play.

2. Each student/ pair gets a sheet of A4 paper and coloured pencils,
markers or chalks.

3. Tell them to draw a person/ an animal that has done something
for which s/he/it deserves praise.

°0Oxford Collocations Dictionary for students of English (p.588)
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4.  After they have finished, ask them to show the drawings to the class

and the students should try to guess the reason for being praised.

Variation

Teachers can prepare sets of photos, pictures, cartoons, comics, etc.

The students are asked to make up sentences, dialogues, write stories/
poems, etc.

Conclusion

Much research on how SA are performed by foreign language
students hasbeen done, quite a few differences between FL learners’ and
native speakers’awareness have been identified. (Bardovi-Harlig, 2001).
Blum-Kulka, House & Kasper (1989), Bardovi-Harlig (1999, 2001), Kasper
& Schmidt (1996) suggest how to reduce this imperfection recommending
to include explicit pragmatic traininginto the FL curricula. The contents
should be presented explicitly, include evaluation, have personal
referenceand a definite value. We agree that such a pedagogical
involvementwilldefinitely lead toa positive outcome, improving the quality
of language acquisition, thus raising learners’ pragmatic ability viawell-
designed classroom activities.
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Atelierul nr. 2
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Abstract: Reading is a complex of intellectual activities applied for decoding a text
but also the first step of thinking and communication. Active reading gives you the
opportunity to deeply meditate and feel more. The ability of reading actively offers
a larger amount of pleasure.

Keywords: active reading, didactical strategies, intellectual activity, information,
knowledge.

Lectura activa este o modalitate fundamentala de munca intelectuala,
o activitate complexa de descifrare integrala a unei informatii, o strategie
relevantd de intelegere a textului citit, de examinare si apreciere a calitdtii
unui text. Lectura este uncomplex de actiuni intelectuale aplicate pentru
descifrarea unui text, dar si o prima treaptd a gandirii si
comunicarii.Lectura, In viziunea mai multor cercetatori, indeplineste functii
multiple: a) de culturalizare; b) de invitare propriu-zisd (de instruire si
autoinstruire); ¢) de informare si documentare etc.

Lectura cartii / textului (literar sau nonliterar) are o
importantaexceptionald in viata omului modern, oferindu-i acestuia, pe tot
parcursul existentei sale, ,,0 metoda esentiald de cultivare continua si de
perfectionare profesionald, de autodesdvarsire a propriei formatii culturale
si de specialitate” (Cerghit 2006: 175). Lectura sistematica, mai mult cea de
placere decat cea institutionalizatd sau de informare, ne mentine in
actualitatea creatiei literare, stiintifice si tehnice, ne pune in legaturd cu
oameni ilustri de stiinta si literaturd, de artd si tehnicd, cu faptele si tumultul
vietii socio-economice si culturale, In ansamblul ei. Lectura favorizeaza o
experientdinterioard de adanci meditatii si tensiuni sufletesti, contribuie la
formarea constiintei morale si civice. A citi, in sensul adevarat al
cuvantului, constituie o activitate foarte personala si formativa, care implica
si dezvolta, in acelasi timp, o inteligentd asimilatoare si o judecata critica,
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oferind stari de contemplare si reflectie.

Domeniul lecturii este, cu certitudine, cel mai complex domeniu al
limbii si literaturii materne. In aceastd ordine de idei, Florentina Sadmihaian
afirmd cd ,aceastd complexitate priveste atat obiectul de studiu, care
isilargeste in permanenta contururile, pentru a se adapta realitatilor diverse
ale comunicarii actuale, cat si abordarile variate, strategiile de predare-
invatare-evaluare pe care profesorul le foloseste in clasa” (Sdmihaian 2014:
265). Or, lectura nu poate fi anchilozatad, ea mereu trebuie sa suscite
interesul pentru cunoastere, pentru profunda studiere si lucida formulare a
gandurilor.Mai mult, lectura nu este ,,un tribut” doar al orelor de limba si
literatura romana. Abilitatile de lectura si interesul pentru o atare activitate
este cheia succesului in insusirea celorlalte discipline, in formarea unor
viziuni, in dezvoltarea unei personalitati. Lectura devine astfel o premisa
obligatorie pentru ceea ce inseamna acumularea cunostintelor, atat in sala
de clasa, cat si individual, relationarea cu semenii, colaborarea / cooperarea
in procesul de invatare etc. Este decisiv sa intelegem céd lectura activa
presupune nu doar lectura operelor literare, ci, in mod direct, este vorba de
lectura continuturilor la toate disciplinele. Chiar si ceea ce constituie o
esentiald sau sumard pregatire, de asemenea, ar fi necesar sia devind o
activitate responsabild, edificatoare si complexd. Nu doar manualul este
instrumentul de lectura activa, asa cum eronat se percep lucrurile.
Indubitabil, acesta este, sau cel putin asa ar fi cazul sd fie, un reper de
muncd, dar, de ce nu am recunoaste acest lucru, deseori, manualele nu
invita la lecturd activa, ci mai degraba la o ,,ingurgitare”. Neinteresante si
destul de sofisticate, ,,manualele sunt mult prea incércate si greoaie, prea
descriptiviste si putin accesibile, lipsite de viatd” (Cerghit 2006: 176). lata
de ce o lecturd activi a lor devine deseori aproape imposibild, iar
provocarea profesorului de a se documenta / informa din alte surse devine o
veritabild, salvatoare nisa. Evident, aceasta implicd alte momente, cum ar fi
cautarea celor mai indicate surse, consumarea timpului, trierea informatiilor
etc.

Lectura activa presupune o activitate majorda. Tehnicile rationale si
eficiente de lectura trebuie sia conditioneze formarea abilitatii ,,a sti sa
citesti”. Mai mult, ,,a sti sd explorezi ceea ce citesti” este continuarea
fericita a primei operatiuni. Discrepantele si discordantele care apar intre
cele doud ipostaze induc o stare de confuzie, de neclaritate.
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Lectura activa inseamna o activitate concentrata pe ceea ce citesti, pe
faptul pentru ce citesti si cum realizezi aceasta activitate inteligenta si deloc
facila. Activitatea de lectura ii obisnuieste pe lectori sa practice 0 serie de
elemente de focalizare a atentiei: sublinierea ideilor esentiale in diferite
culori, marcarea pe marginea textului a unor neclaritati, incercuirea unor
cuvinte-cheie, alcatuirea unor scheme, selectarea unor expresii etc.
Bineinteles, acestea reusesc sa-1 ,,mobilizeze” pe cititor, dar, se pare, sunt
insuficiente pentru o lecturd activa si valorificata la maximum. In literatura
de specialitate’’,pentru adevirata citire activd si beneficd a textului scris,
eventual, sunt stipulate mai multe procese complexe de:

-percepere corectd a Intelesului cuvintelor (termenilor stiintifici,
eventual) si a inlantuirilor de cuvinte (propozitii, expresii, sintagme);

- reactualizare a unor prezentiri mintale, ca repere referentiale
constituite deja ca un fond de cunoastere sau ca o zestre culturald, un
background cultural, cu care fiecare elev vine la scoala;

- investigatiesi sesizare a ideilor principale si a detaliilor semnificative
care le insotesc si 0 anumitd ordonare a ideilor;

- punere in miscare a operatiilor de gandire, de imaginatie, indeosebi a
operatiilor de analiza si sintezd, de asociatie si emitere de ipoteze, dar si de
procesare a informatiilor si de stocare a acestora in memorie;

-procesare a cuvintelor, dar si de reactivare a unor abilitati de baza
(deprinderi, priceperi, capacitati de utilizare a cunostintelor, ideilor in
contexte noi, de rezumare etc.);

- activare a unor stari emotional-motivationale;

- asimilare a cunostintelor, ca efect cognitiv al lecturii parcurse, dar si ca
reactie efectiva la acestea, luatd in sens de reflectie, de interpretare, de
examinare si evaluare critica, de atitudine si decizie, de constructie a unei
argumentatii si contraargumentatii.

Lectura activa si eficienta este, asadar, o creatie a interactivitatiicelui
care citeste cu continutul textului citit (cu autorul acestuia), ceea ce conduce
la constructia sensului, la fortareaintelegerii respectivului continut lecturat.
Procesul de comprehensiune, de intelegere a textului, de constructie a
unitdtii de sens si de semnificatii rezultat in urma efectudrii este esential si
constructiv. Toate procesele enumerate mai sus definesc interactiunea

10A se vedea: Cerghit,loan. Metode de invitamant. lasi: Editura Polirom, 2006, p. 178.
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intensa a cititorului cu textul, puncteazd implicarea minutioasd a cititorului
in developarea continutului si valentele instructiv-educative ale activitatii
de lectura.

Asa cum am mentionat de la inceput, studiul dat va cerceta
»mecanismele” de formare a abilitdtii de a citi activ. Or, daca regulile de
citire a cartilor sunt respectate si puse in practicd, acestea duc la o
dezvoltare a abilitatii de a citi care poate fi aplicata la orice fel de material
tiparit — carti, ziare, reviste, pamflete, articole, anunturi, instructiuni, retete
si chiar texte publicitare. Daca cititul, de orice tip, ne referim aici atat la
texte literare, cat si nonliterare, este o activitate, el trebuie sa fie intotdeauna
activ, macar intr-o anumitd masurd. In aceastd ordine de idei, amintim ci
,un cititor ¢ mai bun decat altul exact in masura in care devine capabil sa
fie mai activ si sa depuna mai mult efort” (Adler 2014: 16). Acesta, evident,
e mai bun dacd cere mai mult de la sine si de la textul din fata Iui, daca
incearcad sa decodifice subtil toate nuantele mesajului si interferentele
acestuia. Apropo, se considera ca, tehnic vorbind, cititul absolut pasiv nu
poate exista. Eroarea consta in faptul de a crede ca lectura activa este doar
procesul propriu-zis de a lectura.Dar nu este tocmai asa.in mod similar
oricarei activitati, lectura, perceputd ca un melanj de operatii, dar si ca o
captivantd ocupatie, este o activitate complexa si devine activd, daca
cititorul, care poseda capacitatea de a receptiona / descoperi informatia, de a
trai emotia, de a decala adevarurile, are scopul de a ,,descoperi” integral
mesajul textului. In aceeasi ordine de idei, amintind de fascinatia lecturii,
cercetatorii mentioneaza urmatoarele: ,,Cat de mult 1l «prinde» textul pe
cititor depinde de cat de activ este acesta in timpul lecturii si cat de bine
executd el activitatile mentale implicate de actul cititului”’(Adler 2014: 17).

Or, lectura activa inseamna mai multe activitati mentale implicate,
care ,,survin” pentru a eleva spiritul, mintea, pentru a sensibiliza sufletul,
pentru a descoperi necunoscutul, pentru a defini multimea de entitdti ce ne
inconjoara, pentru a insusi imensitatea de continuturi impuse de programele
scolare.

Formarea abilitatii de lectura activd este definitorie in conturarea
profilului unui cititor elevat, sensibil, reflexiv. Profesorul trebuie sa aiba in
vedere, in mod egal, educarea plicerii de a lectura si a dexteritatilor de
interpretare a textului, selectand din ,,oceanul” de strategii didactice pe cele
mai pertinente, dacé doreste sa educe un cititor competitiv.
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Capacitatea de a citi activ oferd eminamente placerea de a lectura.
Deja la treapta scolii primare, elevul parcurge toate activitatile legate de
lectura si derivate din viziunea globala asupra competentei lectorale, fiind
in stare sa relateze un fragment, sd reproducd oral textul, sa alcatuiasca
planul de idei, sa organizeze informatiile intr-un text, sa formuleze mesajul
textului, s deducd din text indicii ascunse etc. Aceste si multe alte actiuni
conjugate cu strategiile moderne de tipul: Agenda cu notite paralele,
Brainstorming, Controversa academicd, Clusteringul, Discutia-panel,
Explozia stelara, Graficul conceptual, Interogarea multiprocesuald,
Interviul in grup, Intrebari multicolore, Jurnalul triplu, Tehnica Card,
Pagina de jurnal, PRES, RAI, Reactia cititorului, Recenzia de carte,
Scaunul autorului, Scrierea libera, SINELG etc. sunt relevante la formarea
unui cititor activ.

Lectura, ,,aventura care intrigd si fascineaza” (Busuioc 2011: 22),
este ,,paradigma” prin care se realizeazd educatia literar-artistica. Prin
urmare, pentru a forma un cititor, se aplicd metode variate, alternandu-le si
asigurand astfel un continut, deopotriva, didactic si agreabil.

Un loc aparte in formarea unui cititor activ il are Atelierul, care,
alaturi de tipurile traditionale de lectii, vine sa ,,promoveze prin activitati
reale formularea de competente si centrarea pe elev” (Cartaleanu 2014: 3).
Totodata, tinem sa mentionam ca si parcursul acestuia presupune aplicarea
diverselor strategii, intrucatAtelierul de lectura se organizeaza atunci cand
profesorul are in obiectiv lectura textului ca activitate principala, iar textul
poate fi ales — in functie de obiective — dupa factura, specie, volum. Pas cu
pas, lectie cu lectie, elevii vor Invata sa citeasca diferite texte literare si
nonliterare, sd proceseze si sa organizeze informatia, asimiland strategii de
lucru, iar ulterior — sa produca texte literare, nonliterare si metaliterare,
conform cerintelor curriculare.Atelierul de lecturdconstituie pentru elevi
oportunitatea de a se implica, de a-si asuma un rol, de a-si exersa si
demonstra competentele lectorale, indeosebi. latd cateva ateliere de lectura
realizate in clasa a X-a: Specificul lecturii / rostirii textului poetic; Varstele
Simonei din ,,Exuvii” de Simona Popescu, Scrisori cdtre fiul meu
(fragment) de Gabriel Liiceanu, Exercitii de echilibru (fragment) de Tudor
Chirila, Polemici cordiale de Octavian Paler, Amor intellectualis. Romanul
unei educatii de lon Vianu etc.

Notele de lectura, impresiile de lecturd, lectura la microfon, lectura
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expresivd, lectura procesuald, lectura cognitiva, lectura analitica, lecturi
pe roluri a scurte texte dramatice sunt doar unele dintre activitatile de
oinvatare” a cititului activ, care alaturi de produse de tipul Agenda de
lecturd, Fisa de lecturd, Jurnalul de lecturd, Interviul imaginar, videoself-
ul, videorecenzia, valorifica potentialul elevilor.

Jurnalul de lecturd, conceput ca o inerentd prezentd in Portofoliul
elevului, alaturi de Fisa de lectura, este 0 strategie pe care o putem aplica
fie ca pe un instrument de decodificare a mesajului unui text, fie ca pe
modalitate didacticd ce ,.cuantificd” experienta lecturii, dar siemotiile,
atitudinile cititorului. Mai mult, Jurnalul de lectura este o proiectie
personald a elevului, indicand astfel si ce tip de cititor este, o palpabila
mostra de recapitulare a operelor studiate si, nu in ultimul rand, o forma de
evaluare. Propunem elevilor o structura-tip a Jurnalului, dar ramane la
latitudinea elevului completarea acesteia: lista cartilor lecturate, CV-ul
cartilor — realizat in Tehnica Blazonul - careobligatoriu va
contineinformatii despre: autor, titlu, editurd, anul aparitiei, locul aparitiei,
numarul de pagini, note de lectura (citate, fragmente importante / preferate),
comentarii proprii la finalul lecturii, intrebari survenite pe marginea cartii
citite, o scurtd prezentare a personajelor preferate (portret fizic / moral),
referinte critice despre carte / opera (cu indicarea autorilor), o pagina libera
pentru a consemna opiniile colegilor sau ale profesorului despre carte.

Alte strategii de formare a abilitatilor de lectura activd sunt a) Fisa
biografica, b) Prezentareasau c) Recenzia unei carti preferate, concepute
ca proiecte individuale, care se fac, de asemenea, pentru promovarea ideii
de lecturd activa. Elevii sunt anuntati in prealabil despre realizarea unor
atare activitati, li se pune la dispozitie un algoritm de prezentare / recenzare
si o grild de evaluare, in baza carora 1si vor structura produsele curriculare
date, ulterior, un juriu, format din elevi, apreciindu-le.

Abilitatea de a citi activ poate fi dezvoltata, realizindu-se mai multe
operatii de munca intelectuald, pentru care, eventual, se propun strategii
adecvate si accesibile (se va tine cont de preferinte, dexteritati, grad de

U literatura de specialitate existda mai multe tipuri de Fise de lectur,
unele destul de simple, altele suficient de complexe, dar in ambele cazuri realizarea
lor constituie ,,palpabile” mostre de lucru cu textul si forme punctuale de dezvoltare
a abilitatii de a lectura activ.
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Asadar, intr-un cadru proiectat In detalii, sincronizat cu relevante
continuturi de Invatare, organizat minutios de catre profesor si constientizat
de catre elev / student, incontestabil acesta din urma poate sa invete:

- sa organizeze informatia de care dispune — Clusteringul, Graficul
conceptual;

- sa faca dovada intelegerii textului — Lectura ghidata, Metoda
Cadranelor, Diagrama Venn;

- sd discute in baza textului citit independent, sustindndu-si
argumentat opinia— Discutia ghidata

- sa formuleze intrebari si sa obtind raspunsuri — 6 De ce?, Explozia
stelara,

- sa extragd si sd prezinte informatia dintr-un text citit independent —
Organizatorul grafic;

- sd-si verbalizeze (oral /scris) starea afectiva postlectorala —Reactia
cititorului, Asocieri libere; Asocieri fortate, Brainstorming etc.

- sa-gi argumenteze preferintele pentru (un) text / secventa de text —
Agenda cu notite paralele, Jurnalul dublu, Jurnal triplu, Linia Valorii,
Scheletul de recenzie;

- sa cerceteze in detalii un text literar — Lectura ghidata, Metoda
Frisco, Reteaua personajului;

- sa raporteze datele unui text literar la propriile cunostinte despre
viatd — Predictiuni in perechi;

- sd analizeze critic datele unui text literar — Cercetarea impartasita,
Ciorchinele;

- sd cerceteze in profunzime un text literar —Gdandeste-Discutd in
perechi-Prezintd, Reteaua personajului,

- sd dezvolte un text literar — Lectura impotrivd, In cdutarea
autorului;

- sd discute argumentat in baza unui text literar — Pdnza
discutiei,Discutia-panel, Acvariul;

- sa identifice paradigmele semantice ale textului (campuri
semantice) — Lectura tabulara;

- sa deduca sensul termenilor cunoscuti, dintr-un text stiintific —
Revizuirea termenilor-cheie;
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- sd monitorizeze propriul proces de invatare prin lectura — Stiu-
Vreau sa stiu-Am invatat.

Mai presus de orice, atat profesorul, cat si discipolul trebuie sa
inteleaga faptul ca, in mare, lectura activa nu este o deprindere care poate fi
insusita odata pentru totdeauna si dupa aceea ignorata, caci lectura este o
arta, un mestesug. Trebuie sd se organizeze o exersare, CU un material din
ce In ce mai dificil, asta insemnand texte profunde, opere de valoare,
analize complexe pe varia paliere ale interpretarii etc., deoarece ,,a citi este
precum a schia, iar atunci cand sunt ficute bine, atunci cand sunt
confectionate de un expert, atat cititul, cat si schiatul sunt pline de gratie,
armonioase” (Adler 2014: 55).

Lectura activd prin paradigmele ei multiple — informare si
documentare, comprehensiune si sensibilizare — constituie ,,cadrul legal” al
cunoasterii. Indicat este sa percepem cd lectura activa nu inseamnd doar
cititul in anii de scoald sau parcurgerea lecturilor obligatorii pentru
sustinerea unui examen. Lasand la o parte teoriile lecturii si directia
fenomenologica a acesteia, am specificat dimensiunile realizarii lecturii
active, relevand ca acest mecanism devine functional in cazul in care se
citeste cu / din placere si mai putin din obligatie. Nu este o noutate aceasta
dilema: lecturi obligatorii sau lecturi esentiale, acestea din urma constituind
inedite revelatii, cultivand un spirit aparte al lecturii. Si unele, si altele pot fi
realizate insa activ, 1n spiritul dezvoltarii gandirii critice.
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NEPCIIEKTUBU IHTEI'PYBAHHSA JUCHUILJITHA
«YKPATHCBKA MOBA 1 JIITEPATYPA» 3 TYMAHITAPHUMHA
NPEIMETAMM I'NMHA3HWYHOI IAHKA OCBITH B
PECITYBJIILOI MOJITOBA

Hiana ITHATEHKO,

JIrwagmuiaa YOJIAHY

benvrpkuit nep:xaBHUH yHiBepcHuTeT iMeHi Ajieky Pycco

AHHoOTanMsA. B cmamve npeocmasgnena konyenyus Hayuonanvnozo Kyppuxynyma

2019 2. no oucyuniune « VKpAuHCKUll 361K U JUMEPAMYPA», 8 OCHOBY KOMOPO20

3a1004CeH  UHmMezpamusHblil nooxo0. B uacmmocmu, usnogcenvl u 000CHOSAHbI

HOB068E0CHUA COOCPHCAMETLHBIX TUHUL 6 OMHOWEHUU eOUHUY KOMNemeHYull u

eounuy cooeprcanus. OmoenvHoe SHUMAHUE YOENTeHO 803MOICHOCHIAM DA3GUMUS

MENCNPEeOMEMHbIX C853el U UHMESPUPOBAHUIO 2YMAHUMAPHBIX OUCYUNIUH 8

NONUTUHSEANLHOU cpede 00YUeHUs POOHOMY A3bIKY 8 SUMHA3UU.

KaroueBble cn0Ba: Kyppukyiym, unmezpayus, YKpAuHCKull A3ulK U aumepamypd,
ucmopus, Kyismypa u mpaouyuu YKpauHckozo Hapooa, Pecnybauxa Monoosa.

BUHUKHEHHST HOBHUX OCBITHIX Ta KYPHKYJIYMHHX TOJITHK Yy Taysi

PO3BUTKY CHCTEMHU OCBITH; HaliOHAJbHI 1 MDKHAPOJHI TEHACHII
KYPHUKYIYMHOTO PO3BUTKY: rio0atizaris, IHTepHAaIllOHATI3aIlis,
TexHosori3aiis touo [1], oxonwmm B kinmi XX cT. BClo €Bpoiy, B TOMY
guciai Pecriy6iiky MosngoBa i Ykpainy. B Hammx kpainax pedopma ocBiTH
MPOXOJWJIa B TPOIECi BCEOIYHMX JOCHIKEHb, OOMIHY JOCBiOM 1
HNIMPOKOTO IMyOIiYHOTO OOTOBOpEHHS. B OCHOBY HIKiIBHOI OCBiTH OyIo
MOKJIAJIEHO TPHUHIUIM  PO3BUBAILHOTO HaBYaHHA. MeTol  OCBiTH
BH3HAYEHO BHUXOBAaHHS BCEOIYHO PO3BHHEHOI TBOPYOi OCOOHMCTOCTI SIK
rpoMajisHAHA CBO€i KpaiHW. BiamoBigHO 10 MeTH modYaBcs Teperisy i
OHOBJICHHS 3MICTY IIKUTFHOI MOBHO-JiTepaTypHOi ocBitu. Lli iHHOBamii, a
TAKOX OHOBJICHHS 3MICTY IHINIMX JUCIHWIUIIH, JJO3BOJSIOTH HAOIHM3UTH
HaBYaJIbHO-BUXOBHHI MPOLIEC 10 3aLliKaBJIE€Hb IUTHHU.

Kypukynymu, MeToAWYHI TiJy, MKiIBHI MAPYyYHUKH PecmyOmiku
Momngosa MePioAMYHO MOJICPHI3YIOThCS BIJIIIOBI1AHO o
3arajibHOEBPONEHCHKIX TeHACHUIH. BuBUeHHS y mIKOIax yKpaiHCEKOI MOBH
Ta JITEpaTypy TEK BUXOIUTH Ha HOBHH eTarn. HakommueHuii 3a Maike Tpu
JECSATHIIITTS TOCBi BUCBITIMB CyTTEBI OCOOJIMBOCTI HABUAHHS PiTHOT MOBHU
B Jiacriopi.

B cuiny icTOpMYHHMX yMOB Yy MICHEBHMX YKpaiHIiB chopMyBajach
HU3bKa HaIllOHAIbHA CAaMOCBIOMICTh, HEPO3YMiHHS PONi PigHOI MOBH.
[ToOyTyBaHHS yKpaiHCHKOTO MOBJICHHS B ME&KaX XaTH W BYJHIN, HE3HAHHS
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YKpaiHCBKOI icTOpil, HTOBHA HEOOI3HAHICTh Y KyNbTypl YKpaiHU rajJbMyIOTh
CHPUNHATTS JITepaTypHHUX TBOPIB, YCKIAJHIOIOTh BUBUCHHS JITEPATypHOI
MOBH 32 KIIACHYHUMH METOIUKAMHU YKpaiHu.

[TionepoM MOLIYKiB BJIAaCHOIO NUIAXY cTana Kadenpa yKpaiHCBKOT
MOBH 1 JliTepaTypy benbIbKOTo Iep:kaBHOTO YHIBEPCHUTETY iMeHi AJeky
Pycco  (1992-2011). Buknamawamu kadeapu JI. B. Yomany Ta
JI. M. Kpyrmiit 6yn0 po3po6ieHo IPHHIKMIIOBO HOBi, iHTEHCHBHI, KypCH, SKi
o0’emHanmn MOBY 1 JiTepaTypy, Goibkiiop 1 erHorpadiro, BKIIOYMIN
elleMeHTH icTopii, reorpadii VYkpaiHu, 00pa3oTBOPUOTO MHCTENTBA 1
My3ukd. Kypcu manu Ha3By BiANIOBIAHO 10 HOBHX Taly3ei HayKH Ta HOBUX
HaBYaIBHUX IMPEIMETIB y cUcTeMi OCBiTH YKpainu — «Hapomo3zHaBcTBOY 1
«YKpaiHO3HABCTBO». Y HAIl Yac TAKWH MiAXif 10 HaBUAHHS HA3UBAETHCS
IHTETpOBaHUM.

VY 2000-my poui MinicrepctBoMm [Ipocsitu Pecnyoniku Momnnosa y
MOYaTKOBUX INKOJIAX Ta TiIMHA3ifX 3al0YaTKOBAaHO HOBY ULIKUIBbHY
mucuumtiny — «lcropis, KymbTypa 1 Tpamumii yKpaiHCBKOTO HapoOIy».
Po3pobky kypukyiayMiB gopydeHo Kadeapi yKpaiHCbKOT MOBH 1 JiTepaTypH
Benbupkoro nep:xaBHOro yHiBepcuTeTy iMeHi Aneky Pycco.

Y 2003-my pomi 3aTBEp/PKEHO  TeEpHIMH  KypUKYIyM 3
Hapozo3HaBcTBa — «lcTopis, KynpTypa 1 Tpaauuii yKpaiHCbKOro Hapony. 1-
4 xn.» (aBTopu Hikityenko A., Yomany JI., BopobGuenko B.), a B 2010 p.
moaudikosano (aBropu Hikituenko A., Koxyxap K., Yomany J1.).

HoBuii mnpeamer nponeMOHCTpYBaB NOTEHLIaJ IHTETPOBAHOTO
HaBYaHHSI, CIIPUSB 3POCTAHHIO e(PEKTUBHOCTI HABYaHHs YKPaiHCHKOI MOBH 1
JmiTeparypu. AJle 3MICT IIKUJIBHUX AMCUUILTIH «YKpaiHCbKa MOBay,
«Yxpainceka nitepatypa» Ta «lcropis, KyapTypa i Tpaaunii ykpaiHCEKOTo
HapOJLy» JUIIUBCS HEJOCTATHBO Y3TOKESHHM.

3 2017 poky B PecmyGmini MoingoBa movanach OaraToILTaHOBA
pobora 3 Momudikamii MWKUTBHUX KYPHKYJIyMiB, BTUICHHS (GopM
iHTerpoBaHoro HaB4yaHHS. HOBI KypuKynyMu JIKBiAyIOTH PpO3ipBaHICTb
MOBJICHHSI, MOBH 1 JiTE€paTypH, 3aKiIaJal0Th OCHOBH IHTETpYBaHHS MOBHO-
JTepaTypHOTro Kypcy 3 iHIIMMH TUCIUILTIHAME T'1MHA3II.

KonuenTyansHa iHHOBaMLig IHTETPOBAaHUX KYPHUKYIyMiB «YKpaiHChKa
MoBa 1 mitepaTypa» Ta «lcTopis, KyabTypa 1 TpamuIli yKpaiHCHKOTO
HapoIy» TOJATaE B €IHOCTI CHCTEMH KOMIICTEHITIH Ta 3MICTOBUX JIiHIH:
MOBJICHHEBO1, KOMYHIKaTUBHOI, JIITEpaTypHOi, MOBHOI, COLIIOKYJIbTYPHOI, a
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TaKOXX B Opi€HTalii Ha cIeNU(iKy MOJIIHTBaIBHOTO 1 MyJIbTUKYJIBETYPHOTO
cepenoBuia Pecrrybniku Moimosa.

HoBi kypukymymMu BpaxoBYIOTb OCOONHMBOCTI  YKpaiHCHKOTO
MOBJICHHS 1 KyJBTYpH Ha TepeHax MonaoBH, cepel SKHX:

- BIUTUB KyJBTYPH 1HIIUX €THOCIB Mom1oBH,

- iHTepdepeHIIist pyMyHCBKOI Ta POCiiicbKOT MOBH SIK MOB OCBITH,

- IIMpOKe MOOYTYBaHHS YCHUX YKPaiHCHKMX TOBIPOK HPU BY3bKOMY
BUKOPHCTaHHI JIITEPATypHOTO MOBJICHHS,

- VHIKaJbHE pPO3MAITTS YKpaiHCHKUX (DONBKIOPHUX JKaHPiB, B T.4.
apxaiuyHHUX, IPaKTUYHO He 30epekeHuX B YKpaiHi,

- BIICYTHICTh CUCTEMHUX 3B’ S3KiB 3 KYJIbTYPOIO YKpaiHU.

Bxkazani 0coOMMBOCTI BU3HAYWIN MTPOTPaMyBaHHS NMUIIXY JUTHHU Bif

YCHOTO JiaJIEKTHOT'O MOBJICHHSI JIO0 JIITepaTypHOi MOBH, BiJl PiIHOI MOBH 1
KYJIBTYPH A0 KyJIbTypH HapoaiB Monnosu, YKpaiHu Ta KyJbTypH JIFOACTBA.

VY MOBJICHHEBIN Ta KOMYHIKATHUBHIH 3MIiCTOBUX JiHISX BpPaXxOBaHO
0COOJIMBOCTI MiCLIEBUX YKPaiHCHKUX TOBIpOK, BU3HAYEHUX 1 BUCBITICHUX Y
HAayKOBHX ITyOJIKAIisIX MiaJeKTOIOTOM-AOCTITHUKOM >XHBOTO MOBJICHHS
ykpainiie Monnosu J. [rHateHko.

Y MOBHi# 3MiCTOBI1 JiHIT OAHOTUITHI IpaBHUJIa Ta JITEPATypPHI HOPMHU
y3arajabHEHO, IPYropsiiHI NpaBWila, HECYTTEBI sl HOpPMYBaHHS HAaBHUOK
TpPaMOTHOCTi, 3HITO, TOJOJIAHO HE BHIIpaBIaHy /s  Jiacropu
pO3ApOoO0JIeHICT, TPaBWJI HA YWCIICHHI MiAMyHKTH. KOHIlEHTparis yBaru
T'IMHA3HCTIB Ha TOJIOBHHUX 3aKOHOMIPHOCTSIX YKpaiHChKOI MOBH, 30KpeMa Ha
MUJIO3BYYHOCTI BUMOBH Ta (hOHETHUHiH OcHOBiI opdorpadii, momudikartis
0510K0BOi cucTeMu 0a30BUX 3HAHb 3 MOBH JJO3BOJIMJIA 3HAYHO MOCHIINTH
MOBJICHHEBUH, KOMYHIKATHBHWUH 1 MOBHHIA KOMIIOHEHTH, Y3TOJHTH IX 3
JiTepaTypHUM 3MiCTOM JUCIMILTIHH.

B cucremi 06a3oBux BijoMocTed 3 Teopii JiTEpaTypd BHIIICHO
dosbkIIOp 1 JiiTepaTypy fAK JBI TOJIOBHI Tedil YKPaiHCHKOi CIIOBECHOCTI.
[Iponymano onTuMmalibHe CIHIBBIJHOIIGHHS €MIYHMX, JIPUYHUX Ta
IpaMaTUYHUX JKAaHPIB BIJAMOBIIHO 1O PIBHS HaBYAJIbHOT KOMIIETEHIT
riMHazucTiB. PoOOTy Haj aHalli30M JITEPaTYpHOTO TEKCTY Y3TOIKEHO 3
CHCTEMOIO JKaHpIB 1 crieludiko0 yKpaiHchKoi itepaTypu. TBOpH, CKIlaIHI
UL PO3YMIHHS B Jiacmiopi, 3aMiHEHO SCKPaBHUMH 3pa3KaMd JUTSIYOI Ta
IOHAIBKOI JTITEpaTypH, 30KpeMa, T'YMOPHUCTUYHUMH. 30UIBIICHO KiJIBKICTh
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Ka30K, JIereHJ Ta iHMUX (OJBKIOPHUX 1 JIiTEpaTypHUX TBOPIB, IO
BiZOMBAIOTh HAI[lOHAJIBHI OCOOIMBOCTI.

[TpUHIUIIOBO HOBATOPCHKUM € XPOHOJIOTIYHE Y3TO/DKCHHS CHCTEMH
(hOJIBKIIOPHUX KAHPIB 3 ICTOPUYHOKO Tepioau3aiiiero. HalinpesHimnn xaHpu
— MidH, KaTeHTapHO-00psAA0Ba TT0E3is, Ka3KH, JIETEHIN — 3alPOTIOHOBAHO B
5-6 kmacax. Lle BigmoBimae 3allikaBICHOCTI MIKOJSPIB i Y3TOKYETHCS 3
€MOX00, M0 BUBYAETHCS B Kypcax iCTOpii — MOICTOpWYHMIA Tepion Ta
cepenHi Bikn. BuBueHHS poauHHO-TIOOYTOBOrOo (OIBKIOPY B 7 KIaci,
COLIAJIbHO-TIOOYTOBOTO Y 8 Kiaci, *aHpiB iCTOPUYHOTO (OIBKIOpY B 9
KJIaci, a TaKOX JITepaTypHUX TBOPIB Yy IIOMY BiAIOBiZAa€ iCTOPUIHOMY
nepiony. Hanpukmnan, TBopu 3 TeMH Kpinanrsa OyayTh BUBYATHCH HE B 0, a
y 8 kiaci — B ictopudHOMY KOHTeKcTi XIX cT.

Y KoXHOMY KJIaci mependadeHo 03HAHOMIICHHS 3 TBOPAMH CYYaCHUX
YKpaiHCbKOMOBHUX TMO€TiB MOJNJIOBH Ta PYMYHCHKOMOBHHX TIIOCTIB B
YKpaTHCHKUX TepeKIaaax.

TakuM 4YMHOM, BHMBUCHHS PiAHOI Jiteparypu W  (OJBKIOPY
cpusiTuMe GOpPMyBaHHIO €JMHOT KAPTHHH CBITY.

[lin6ip miTepaTtypHuX Ta (ONBKIOPHUX TBOPIB CKOPETOBAHO
CHIUTBHOIO ISl KYPHKYJSpHOI ramy3i Moea i cninkyeanHs CUCTEMOIO
KOMYHIKaTHBHHX T€M, 3aIIPOITOHOBaHUX MiHICTEpCTBOM OCBITH, KYJIbTYPH 1
JIOCTIDKEHb 1 CIIPSMOBaHMX HA aKTHBI3AII0 KOMYHIKATHUBHO-MOBJICHHEBOI
IISUIBHOCTI TIMHA3UCTIB.

Hackpiznoro € tema batekiBuman MommoBu Ta pigHOi MoBH. [HII
TeMH A10paHo 3TiJHO 3 BIKOBUMH IHTEPECAMH Ta MOKJIMBOCTSMHU IIKOJISIPIB:
pimHuit nim, 100po 1 Kpaca, CBIT 3aXOIUIeHb (5 Kiac); IpUpoJa i JIOJUHA,
3BHMYAi i Tpaauiii Hapody (6 kiac); mkomna, 1pyx0a, moins roaunu (7 Kiac);
peanbHICTh 1 Mpii, MUHYNE 1 chorojeHHs (8 kiac); BUOIp mpodecii, cBIT
MPEKpacHOro i 110008 (9 knac) Tomo. Po3mMaiTTs KOMyHIKAaTHBHOT TEMaTHKA
JIO3BOJIJIO CHUCTEMAaTH3YBaTH ¥ BIOCKOHAIUTH POOOTY Haa pi3HUMHU
BUJAMHU TEKCTY i ONTAaHYBaHHSIM CTUJIICTUYHUX HABUYOK.

HoBuii KypuKyJlyM 3Ha4HO PO3LIMPIOE MOXKIMBOCTI MIKIIPEAMETHHX
3B’sI3KiB, CTBOPIOE YMOBH JIJIsl 0araToacrieKTHOTO 1HTerpyBaHHSL.

TemaTnuHO-OMOKOBa CTpyKTypa 0a30BuUX Bimomocteld 3 Teopii
MOBJICHHSI 1 MOBH Ma€ CIIUJIbHY OCHOBY 3 IHIIAMH MOBAaMH, IO TOCHITIOE
MOXUIMBICTh BUBYATH YKPATHCHKY MOBY Y 3B’SI3KY 3 POCIHCHKOIO STK MOBOIO
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HaBYaHHs, Jep>KaBHOIO Ta iHo3eMHOIo. IlepenbadeHo mocTiiiHy yBary no
POCIHChKOI Ta MOJIJOBCHKOI/pyMYHCHKOI iHTEp]epeHtIii.

CuctemMa TEOPETHKO-JIITEpATYpHUX 3HaHb BBOIUTH YKPaiHCBKY
JiTepaTypy B KOHTEKCT POCIHCbKO1, pyMYHCBKOI Ta CBITOBOI JIiTEpaTypH.

Cucrema  KOMYHIKATHBHO-MOBJICHHEBOI  MISITBHOCTI 00’ €mqHYy€E
MOBJICHHS 1 MOBY 3 JITEpaTypol0 i CTBOPIOE OCHOBY Ui MOJAIBIIOTO
IHTEerpyBaHHS 3 HapOJIO3HABCTBOM. B IIKONax 3 BUBUEHHSM YKpPaiHCBHKOI
MoBH 1e «lcTopis, KydapTypa 1 Tpamumii YKpaiHCBKOTO HapOmy».
AHaJIOriYHMHN MIPEMET € B IIKOJIAX 3 BUBYCHHSIM O0NrapchKoi i raray3bkol
MOB. B pocCilichKOMOBHUX IIKOJIaX BHUKIAMacTbes «lcropus, KymbpTrypa u
TPaJUIMK PYCCKOTO Hapona». AJie 10 cux mip y MongoBi Hema IKiJIbHOTO
Kypcy, A¢ O BUBHYaNach KyJabTypa THTYJIbHOI Hamii. ToMy B KypHKYIyMmi
«IcTopis, KyapTypa 1 Tpamuiii ykpaiHcekoro Hapomy. 1-4 xm» (2018 p.)
aKIEHTOBAHO CaMe Kpae3HaBUYMIA aCIEKT, MPOCIIIKOBAHO 3B’SI30K HAPOIHOT
KyJIbTypHU YKpaiHIliB i MOJIZIOBaH.

Le#i npeamer mae Benude3Hui noteHIian. [IpeacraBienuii 3rigHo 3
HaBYAJIBHUM IUIAHOM HaBiTh MiHiManbHO (1 YpoK Ha THXIEHB), BiH
3HAaHOMUTH MiTed 3 MOPAIbHO-AYXOBHMMH LIHHOCTSIMH Hapoxy, HOro
BIKOBUMH 1 CY4aCHUMH TPaJUIIisIMU, PO3KPUBAE HAI[IOHABHY CBOEPIIHICTD
KyJlnbTypH, 0€3 4Ooro HEMOXXIIMBE TIOBHOIIIHHE 3aCBOEHHS DPIJHOI MOBH 1
JiTeparypHu.

Kypc Hapomo3naBcTBa B 0araToOHaIliOHATBHOMY CYCIIJILCTBI Mae
OyTH CHPSAMOBAaHUM Ha B3A€EMOBIUIMB KYJbTYp, IO CIPHIE BUXOBAHHIO
aKTUBHOTO TpOMaJisiHUHA. [HTerpoBaHMil XapakKTep HapoJ03HAaBCTBA
JI03BOJISIE BHUBYATH PiAHY KyJIbTYpY 1 KyJNbTypy IHIIMX €THOCIB, MOXe
BKJIIOYATH eJEeMEeHTH icTopii i reorpadii, oOpa3oTBOPUOro MHCTELTBA,
My3UKd ¥ IHIIMX TPEAMETIB, IO 3HAYHO pO3LINPIOE cdepy TBOPUOI
JISIIBHOCTI TIMHA3UCTIB.

[Monmanbina Moaudikaist 1OrO MpeaMeTa, OUIBII TTOBHE y3TOKEHHS
HOro 3 KypuUKyJllyMamH 3 MOBHU 1 JITEpaTypu MOXKE CTaTH HACTYIHHM
KPOKOM Yy CTBOPEHHI IHTErpoOBaHOI CHCTEMH, sKa BiIOMBae cy4yacHy
PO3BHBaIbHY MOJIC)Ib HABUAHHS 1 BAXOBaHHSI.

[Iponionyemo po3polOisieHi aBTOpaMu METOAMYHI Martepiaad a0
IHTETPOBAHOTO BHUBYCHHSI )KHUBAPCHKUX TICEHB ¥ 6 KII. (3TiAHO 3 BUMOTaMH
KypUKYIyMy «YKpaiHcbka MoBa i Jiteparypa» 2019 p.)
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Tema XHHMBapCbKMX TiCEHb, SIK 1 IHIIMX >KaHPIB KaJeHIApHO-
00ps110Boi 1Moe3ii, ePeKTHBHO PO3KPHUBAETHCS 32 TAKUX YMOB:

- Y KOHTEKCTI BiIIIOBITHOTO 00psIAY,

- IpH JAEMOHCTpalii HAO4HOCTI (IMpeAMETIB AAaBHBOTO CEISTHCHKOTO
mo0yTy, GOoTO UM Biieo TPYAOBOTO MPOIIECY TOIIIO),

- IpU O3HAHOMIIEHHI 3 MYy3MYHMMHU a00 *XMBOIMCHHUMH TBOPaMH IIPO
xuuBa (I1. Jleeuenko «Komo mmmnuay, «lleifzax 3 BiTpskom», «Kommy,
«Bitpsix»; M. [lumonenko. «KumBa B VYkpainin; C. CBiTocnaBchKuii
«Kuusay; K. TpyroBcbkuii «/liBunHa 31 cHomamm»; O. Lymmsak «Xmioy),

- TIPY CIIOBHUKOBiH pOOOTI HAJ TEKCTOM ITiCEHb,

- IIpH 3aCBO€EHHI 0a30BUX BiJIOMOCTEH 3 MOBH Ta JIITEpPaTypH.

TakuM  4MHOM, BHBYEHHS OIKHMBApPCbKUX IIICEHb  BHMAarae

IHTETpYBaHHS OCHOBHUX 3MICTOBHX JIiHIM BiJIMIOBIIHO O KIJIFOUOBHUX
KOMIIETEHIIIl, BU3HAUYECHUX KYypUKYIYyMOM: KOMYHIKaTHBHOI, MOBJICHHEBOT,
MOBHOI, JIITEPATYpHOI, COMIOKYIBTYpPHOI.

BuB4yeHHST  JKHMBapChKMX  TMiCEHb  BiOyBaeTbca y  MeXKax
KOMYHIKaTHBHOTO OIoKy «CBoro OaTHKiBIIMHY TOOITHY.
KoMyHiKaTHBHIMH TeMaMH YpOKiB, 32 BUOOPOM YYHTENs, MOXYTh OyTH
Taki: bamvkiewuna — pionuti kpati. Bcim cepyem mobime pionuil Kpail.
Jloou 3emmo, nomom 3pouwieny. «3onromii cepnuxu opazuamu». «Kanu
HCEHUUKU, HCANUY TOILO.

Po3BuTOK MOBNEHHS BiOYBa€ThCsl y TPOILECI PO3pi3HEHHS
XYAO)KHBOTO 1 HAyKOBOI'O CTHJIIB, 3aCBOEHHS JIEKCHKHM XYIIOKHBOTO 1
HAYKOBOI'O CTHWJIB; IiJi 4aC YCHOTO IepeKa3y HaBYAILHOTO TEKCTY 3
Y)KHBaHHAM TIPUCITIB’{B Ta TMPHUKA30K, MICEHHWX IHTaT, (hpa3eosorizMiB
BIJITTOBITHO JI0O TEMHU YPOKY TOIIIO.

JliteparypHa 1 COLIOKYNbTYpHAa KOMIIETEHIIi peai3yloThCs Y
BUBYEHH] JKHMBAPCHKUX IIICEHb Y KOHTEKCTI JKHMBApPCHKHX 3BHYAiB
YKpaiHCBKOTO HApoOJy; y BHSBJICHHI XyJOXHIX 0Opa3iB ImicHi, B
YCBiJIOMJICHH]1 YOCOOJIEHHS SIK XYZ0KHBOTO 3aC00Y.

Peamizamis  MOBHOT ~ KOMIIETEHIIii  BHMarae  pO3pi3HEHHS
3arajibHOBXKHMBaHUX Ta JIANEKTHUX, 3alI03WYCHUX Ta TTHUTOMHUX, 3aCTapLInX
CIIiB, HEOJIOTI3MIB y TeKcTaX, 0OOpYy CHHOHIMIB Ta aHTOHIMIB, 3aCBOEHHS
YKpaTHChKUX (h)Ppa3eosIori3MiB y MexkKaxX TEMH TOIIO.

OuikyBaHHUH pe3ynbTaT — YCBIOMJICHHS, IO KHHUBApPCHKI MICHI SIK
JKaHp KaJeHIApHO-00psA70BOI 1oe3il € OyXOBHHM ckapOoM. Boxu
B1IOOpa3WIIN JKUTTS YKPAiHCHKOTO HAPOIY B JABHUHY, MOHECIH MOpAaIbHI
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ycToi IpeAKiB Ta iX €JHaHHS 3 MPHUPOJOI0, HAIlOHATBHI 3BHWYAi 1 JKHUBY
HapoAHy MOBY. JKHUBapCHKi MICHI € BUCOKHMH 3pa3KaMU yCHOI HapOJHOI
TBOPYOCTI.

JloriyHMM OTIOBHEHHSIM 1HTETPOBAHOTO YPOKY 3 TeMH «JKHMBapchKi
MiCHI» cTaHe YypoK 3 nuciumuiind «lcropis, KympTypa 1 Tpanmuiii
YKpPaiHCBKOTO HApOAY»: «JKHuea — mpyooge censancoke cesamom.

Omxe, Kypukymym 2019 poky BUAaHHS OpIEHTOBaHO HAa KOMIDIEKCHUI
PO3BUTOK OCOOMCTOCTI y4HS; Ha 3a0e3MedeHHs] HOro peansHuX motped Ta
PO3BHUTOK iHTENEKTYyaJbHHUX 3MI0HOCTEH, HA OpPraHiYHy IHTErpalilo MIKITbHHUX
JWICIIWITLTIH, Ha OCOOWCTICHY peasTi3amilo i PO3BUTOK MPOTATOM YCHOTO KHUTTA
Yepe3 MOTEHIial aKTHBHOTO 1 iHTETPOBAaHOTO B CYCHUILCTBO TPOMAJISTHUHA
(Ghid de implementare a Curriculumului national...).

Jliteparypa
Curriculum national. Aria curriculara Limba si comunicare. Disciplina
Limba si literatura ucraineana. Ciclul gimnazial. — Chisinau, 2019.
Ghid de implementare a Curriculumului national la disciplina Limba si
literatura ucraineand. Ciclul gimnazial. — Chisinau, 2019.

DE INTERDISCIPLINARITATE
LA ORELE DE LIMBA SI LITERATURA ROMANA
(CICLUL PRIMAR)
Viorica POPA,
dr., conf. univ., Universitatea de Stat ,,Alecu Russo” din Balti
Abstract: The article proposes the integration of interdisciplinarity at the lessons
of Romanian language and literature, demonstrating that the interdisciplinary
organization of teaching-learning-evaluation achieves the connection between
disciplines, unity and globality of the topic(s), preparing the student of tomorrow
for the future, able to assimilate the ,,essence of everything”.
Keywords: the integrated study, teaching-learning-evaluation, interdisciplinary,
Romanian language and literature.
0. Asistdm astazi la tensiuni polarizante intre cunoscut si

necunoscut, Intre permanent si temporar, intre traditie si inovatie, intre nou
si vechi ... Suntem, dupd cum scrie si Basarab Nicolescu, in plind
,revolutie a inteligentei”, cautam sa definim ceea ce este indefinit, descriem
semnificatii care sumeazad acel ,peste” sau ,intre”, construim sensul lui
,»dincolo de” intr-un sistem total. Oricérei dimensiuni/ notiuni 1i oferim un
nou spatiu In cunoastere, intemeiem super si/sau hiperdiscipline.
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A dezvolta 1in sistemul educational dimensiunea inter-/
transdisciplinaritatii Tnseamna a pregati elevul pentru viata reald, inseamna
a forma personalitéti capabile sd asimileze nu discipline/stiinte, ci ,,esenta”
disciplinelor/stiintelor ca un ,tot” al existentei, capabil sd reziste
timpului/timpurilor.

Dimensiunile care sunt pregatite sa formeze o societate de acest fel
sunt, intr-adevar, inter-/ trandisciplinaritatea. Politicile educationale
promoveaza aceste tendinte, intrucat considera ca acestea Invata elevul sa se
transforme pe sine insusi si, ca urmare, sa schimbe societatea.

Regandirea predarii-invatarii-evaludrii In aceastd perspectiva a fost
posibild in contextul reconceptualizarii/ dezvoltarii cadrului curricular.
Curriculum National (si vom face referire la cel pentru clasele primare),
editia 2018, a valorificat urmatoarele aspecte importante In contextul nostru
de cercetare:

- cadrul valoric/ axiologic transdisciplinar in baza profilului
absolventului nivelului primar de invatamant ca un nou concept cu valente
Semantice de finalitate a sistemului de invatamant, proiectat din prisma
unitatii abordarii psiho- si sociocentrice;

- conexiunea inter- si transdisciplinara prin formularea unei competente
specifice de integrare si transfer pentru fiecare disciplina de studiu;

- abordarea intra- si interdisciplinard la nivelul continuturilor pe
discipline, pe clase si unitati de invatare: de exemplu, sincronizéri (limba si
literatura romana si limbile stridine) etc.;

- abordarea curriculara transdisciplinara: activitati transdisciplinare
incadrate intr-o zi (7 zile pe an) si incadrate intr-o lectie (Curriculum
National. Invatimantul primar 2018: 7).

Demersul nostru se va structura pe dezvoltarea urmatoarelor viziuni:

- conexiunea noilor orientari — disciplinaritate/ monodisciplinaritate —
pluridisciplinaritate/  multidisciplinaritate — interdisciplinaritate —
transdisciplinaritate;

- organizarea interdisciplinaritatii (exemplificarea va viza disciplina
Limba si literatura romdnd, clasa a 11-a).

1. Principiul de integrare a cadrului curricular presupune o
transpunere, o corelare, ordonare si structurare a informatiei/continuturilor
pe teme, activitdti, produse curriculare. Globalizarea acestor continuturi /
teme s-a orientat din disciplinaritate/ monodisciplinaritate spre
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pluridisciplinaritate/ multidisciplinaritate prin interdisciplinaritate dincolo de,
adica 1n transdisciplinaritate.

Metafora, utilizatd de Basarab Nicolescu, in reprezentarea acestor
dimensiuni este ca: ,,These boundaries are fluctuating in time but a fact remains
unchanged: the continuity between territories. We have a different approach of
the boundaries between disciplines. For us, they are like the separation between
galaxies, solar systems, stars and planets. It is the movement it self which
generates the fluctuation of boundaries. This does not mean that a galaxy
intersects another galaxy. When we cross the boundaries we meet the inter
planetary and intergalactic vacuum. This vacuum is far from being empty: it is
full of invisible matter and energy. It introduces a clear discontinuity between
territories of galaxies, solar systems, stars and planets. Without the inter
planetary and intergalactic vacuum there is no Universe”*? (Nicolescu 2006).

Contextul relationarii disciplinelor scolare poate fi reprezentat astfel:

Limba si Stiinfe si
comunicare matematic
a
Limba si Limb A\ >
literatura /| -IMO3 Stiinte Disciplinaritate
romani franceza - p

luridisciplinaritate
Disciplinaritate

flatematica

Interdisciplinaritate

e
v

Disciplinaritate A monodisciplinaritate / intradisciplinaritate
Pluridistiplinarifate / multidisciplinaritate
J Interdigciplinaritate

y & »
»

Trangdisciplinaritate

L2Aceste granite fluctueazd in timp, dar o situatie de fapt riméine neschimbati:
continuitatea intre teritorii. Avem o abordare diferitd a granitelor dintre discipline. Pentru
noi, sunt ca separatia dintre galaxii, sisteme solare, stele si planete. Miscarea in sine este cea
care genereaza fluctuatia granitelor. Acest lucru nu inseamna ca o galaxie intersecteaza o alta
galaxie. Cand trecem granitele intdlnim vidul interplanetar si intergalactic. Acest vid este
departe de a fi gol: este plin de materie invizibilda si energie. Acesta introduce o
discontinuitate clara intre teritoriile galaxiilor, sistemelor solare, stelelor si planetelor. Fara
vidul interplanetar si intergalactic nu exista Univers — trad. n.
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Disciplinaritatea este studierea centrata pe discipline de studiu
independente; monodisciplinaritatea este studierea a doud sau mai multe
continuturi interdependente ale Invatarii, apartindnd aceluiasi domeniu de
studiu.

Pluridisciplinaritatea este studierea unei teme/ probleme ce apartine
unui domeniu; multidisciplinaritatea este studierea din perspectiva mai
multor discipline, care nu este neaparat nevoie sa fie inrudite, dar care
stabilesc legaturi a unor teme/ probleme.

Interdisciplinaritatea este studierea unor teme comune ale
disciplinelor din arii curriculare diferite.

Transdisciplinaritatea este studierea unor probleme din perspectiva
complexa a disciplinelor; ,,descoperd dimensiunea poetica a existentei”;
studiaza ,,unitatea in indiviziune si diversitatea prin unitate” (cf. (Ciolan
2008: 10)).

Remarcam, in acest context, si specificul relatiilor interdisciplinare
evidentiat de B. Nicolescu: ,interdisciplinaritatea multiplicd granitele
disciplinare, pe cand transdisciplinaritatea le transgreseazd; finalitatea
interdisciplinaritatii si pluridisciplinaritatii este intotdeauna cunoasterea
disciplinara, finalitatea transdisciplinaritatii este Intelegerea lumii prezente”
(cf. (Nicolescu 2006)).

2. In cadrul curricular viziunea disciplinaritatii, pluri-, inter-,
transdisciplinaritatii este conturata, in special, de unititile de continut.
Trebuie remarcat insd si faptul ca aceste aspecte ale lui ,,intre”, ,,peste”,
»dincolo de” disciplinaritate se pot observa direct in paradigma: competente
specifice — wunitati de competente — activitati de invatare, produse
curriculare — finalitati. A se observa:

Competenta Unitati de | Unitati de | Activitati de | Finalitati
specifica competenta continut invatare, produse

curriculare
Competenta 1.1. Ascultam si | Activitatea de | Elevul poate:
specifica Identificarea | intelegem invitare 5. - prezenta
1. Receptarea | semnificatiei | mesajul Atelierul succint
mesajului oral | unui  mesaj muzicienilor: informatii
in situatii de oral intr-0 | (Textul ,Fetele | Ascultd cateva | selectate dupa
comunicare, situatie  de | soarelui” de | fragmente din | preferinte din
manifestand comunicare Aurora piesa simfonicd | cartile citite
atitudine cunoscuta. Humulescu) Anotimpurile  de | independent;
pozitiva, 13. Antonio  Vivaldi. | -
atentie si Determinarea Recunoaste formula
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concentrare. informatiilor anotimpurile redate
esentiale in fragmentele
dintr-un audiate. Ce emotii
mesaj audiat produce piesa ?
Atelierul pictorilor:
Informeaza-te
despre autorul
acestor imagini. Ce
ai aflat ? Prin ce te-
au impresionat ?
Care lucrare ti-a
placut mai mult ?
Atelierul
scriitorilor: Gaseste
texte si poezii care
corespund
imaginilor de mai
sus. Ce mesaj
transmit ele ?
(Textele Activitatea de
»Paparuda, invatare 3. Cauta in
ruda!”, internet
»Caloiene, Ene | interpretarea
1”) acestor poezii sub
forma de cantec.
Competenta 2.6. Consecutivitatea | Activitatea de
specifica Construirea ideilor ... invatare b.
2. Producerea | textelor orale | Relatarea Completeaza
mesajului scurte pe | evenimentelor. enunturile propuse
oral, baza unor | (Textul cu referire la
demonstrand imagini. »Sanatatea de la | mentinerea
abordare 2.7. toate” de Anca | sandtatii:
eficientd  in | Exprimarea Ciobanu) - as vrea sa fiu
diferite propriei pictor, casa ...;
contexte  de | opinii in - as vrea sia fiu
comunicare anumite compozitor, ca si
situatii de .
comunicare, - as vrea sa fiu
cu  ajutorul sculptor, casa ...;
informatiilor - as vrea sia fiu
cumulate. poet, casa ...;
- as vrea sa fiu
Invatator, ca sa ...
Competenta 3.5. Atitudinea fata | Proiect de grup:
specifica Exprimarea de Expozitie de
3. Receptarea | in cuvinte | comportamentul | desene Pupdza din
textelor proprii a | personajelor tei.
literare si | ideilor si a | descrise. - Reprezintd intr-
nonliterare atitudinilor - Aprecierea | un desen un
prin tehnici de | fatad de textul | textelor literare | fragment din textul

mesaje pentru
a primi
informatii/
lamuriri in
legdtura cu un
aspect/ 0
problema din
spatiul
familiar,
scolar;

- construi
texte orale
scurte pe baza
unor imagini;
- distinge
informatiile
esentiale
dintr-un  text
citit/ audiat,

manifestand
ca atitudini si
valori
specifice
predominante:
- preferinte
pentru lectura
suplimentara
a cartilor si a
presei
periodice
pentru copii;

- curiozitate
pentru
activitati
specifice
studierii
limbii
romane;

- elemente de
creativitate in
domeniile de
interes.
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lectura

citit si fatd de

(accepta/nu

Pupdza din tei.

adecvate, personajele acceptd; sustine/ | - Transcrie
dand dovada | textului. nu sustine). fragmentul ce
de citire | 3.6. Relatarea | - Emotiile trdite. | corespunde acestui
corecta, selectiva  a | (Textul ,Pupdza | desen.
cursiva si | textelor citite, | din tei” (fragm. | - Nu uita sa adaugi
expresiva conform din HAmintiri | titlul  textului i
fragmentelor | din copilarie” de | numele autorului.
indicate sau | lon Creanga)) - Acum, dacd
ilustrate. posterul tiu este
gata, organizeaza
cu colegii expozitia
de desene.
Competenta 4.1. Scrierea | Scrisul — | Tema celor isteti:
specifica corecta, necesitate in | Ziarul distractiv
4. Producerea | lizibila a | viata omului. Transcrie pe o foita
de mesaje | propozitiilor | Transcrieri/ micd, fragmentul
simple in | si textelor | copieri de texte | sau informatia din
situatii de | mici, cu litere | nonliterare textele de mai sus
comunicare, de mana si de | scurte. care ti se pare utila
demonstrand | tipar, (Altfel de texte. | sau captivanta.
tendinte  de | respectand Texte literare si | Ilustreaza  textul
autocontrol si | spatiul, texte tdau. Adunati toate
atitudine inclinatia si | informative) foitele si lipiti-le pe
creativa aspectul o foaie mare (un
ingrijit. poster). Scrieti
titlul  posterului.
Puteti folosi titlul
Ziarul  distractiv
despre  iepurasi.
Acrosati Ziarul la
Panoul pentru
parinti  sau la
Panoul scolar pe
culoar.
Competenta 5.3. Sunetele Jocul numelor.
specifica Respectarea consoane (citirea | Gasiti, timp de 3
5. Aplicarea | normelor corectd a | minute, cat mai
elementelor fonetice ~ si | consoanelor multe nume de
de constructie | gramaticale sprijinite de o0 | persoane, localitati,
a comunicarii | elementare. vocala). tari, ziare si reviste,
in  mesajele (Grupurile  de | strazi si rauri care
emise, litere ce, ci, ge, | contin grupurile de
manifestand gi, che, chi, ghe, | litere ce sau ci.
tendinte  de ghi)
conduita
autonoma.
Competenta 6.1. Prezentare  de | Lucrati cu colegii
specifica Identificarea | carte. de echipa la
6. Gestionarea | elementelor Titlul cartii, | urmatoarele
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experientelor | principale ale | autorul, sarcini.
lectorale  1in | cartilor citite | personajele, a) Scrieti pe un
contexte si discutate in | cuvinte poster cele mai
educationale, | grupuri sau in | neintelese, indragite texte
sociale, colectivul expresii artistice. | literare din acest
culturale, clasei. modul.
dand dovada | 6.2. b) Desenati pe
de interes si | Determinarea acest poster
preferinte continutului personajele din
pentru lecturd | unei carti module.
dupa titlu, c) Discutati care ar
autor si fi personajele
ilustratii. preferate ale
fiecdrui elev, apoi
stabiliti trei
personaje
indragite.

E lesne de observat, ca activitatile de invatare, produsele curriculare
propuse contin elemente interdisciplinare. Acestea (precum banda
desenatda, jocul numelor, portofoliul, proiectul de grup, prezentare de carte,
mesaj electronic, afisul etc.) relationeaza cu educatia digitald, educatia
pentru societate, educatia plastica, educatia tehnologici, stiinte etc. In acest
context, insd, remarcam faptul cid aceste activitati de invatare si produse
curriculare au caracter fragmentat. De exemplu, produsul curricular
Portofoliu cu sarcina Iustreaza doud cuvinte explicate, care e unul dintre
cel mai des intélnit, ar putea deveni unul complex, ordonat, structurat, daca
la sfarsitul anului de studiu li s-ar cere elevilor sa-si ordoneze ilustratiile la
cuvintele explicate intr-un Dictionar explicativ ilustrat: Adund proiectele
din Portofoliu ,,Ilustreazd doud cuvinte /expresii explicate” si realizeazad un
Dictionar explicativ ilustrat. In realizarea lucrarii vei respecta urmitoarele
cerinte: - plaseaza lista cuvintelor in ordine alfabeticd; - redacteazd un
cuvant-inainte din 4-5 propozitii din partea autorului; - respectd cerintele de
alcatuire a wunui dictionar. Aceeasi perspectivi complexa a
interdisciplinaritatii s-ar inscrie si pentru Cartile pe care le realizeaza elevii
pe parcursul anului de invatdmant si care pot constitui Expozitia de carte
ale celor mai ingeniosi pici din clasa a Il-a: Cartea Verii/ Cartea
Primaverii, Cartea lernii/ Cartea Toamnei; Cartea noastrd cu proverbe;
Cartea noastrd cu poezii; Cartea clasei noastre; Carte de colorat; Cartea de
jocuri; Misterul cartilor etc. (Marin, State, Niculcea 2019: 74); Cartea
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noastrd cu ghicitori, Cartea noastra cu framantari de limba (Marin, State,
Niculcea 2019: 130) etc.

Contextele interdisciplinare utilizate la orele de limba si literatura
romana (chiar daca sunt suficiente Tn manual) raméan la competenta cadrului
didactic. Dezvoltam, in continuare, cateva demersuri didactice cu elemente
interdisciplinare:

De exemplu,
Modulul Unita | Activititi propuse Propuneri
tea in manual

I Invatd sa | 1 Lectura imaginii - Creeaza un colaj de poze pe care le-ai

inveti realizat in vacantd. Argumenteaza
preferintele alegerii;
- Reprezinta in 3-4 desene o zi de vara,
alcatuind o banda desenata etc.

I Invata sa | 2 Textul ,,Scoala lui | - Deseneaza scoala la care visezi;

inveti Guguta” de Spiridon | - Realizeaza un colaj de imagini cu cele

Vangheli mai interesante constructii de scoli;

II O alta |7 Textul ,Frunza de | - Realizeazi un lapbook®® despre frunze/

toamna gutui” de Dumitru | pornind de la textul studiat.

ca-n Matcovschi Model:

Moldova

nu-i

IO alta 8 Familii de cuvinte - Reprezenta pe un poster o familie de cuvinte.

toamnd ca- Model:

n Moldova

nu-i

13 apbook-ul reprezintd o carte animatd, un pliant, un portofoliu pliabil,
realizat din mini-carti, imagini, desene, diagrame, grafice, jocuri, ghicitori, benzi
desenate, povestioare, legende, curiozitati etc. la o tema, subiect.

Etape in  realizarea  lapbook-ului: -  stabilirea/ identificarea
subiectului/temei; - documentarea; redactarea unui plan de realizare; - stocarea
materialelor; redactarea machetelor; discutarea propunerilor; - realizarea sarcinilor
(in colaborare/ in grup); - prezentarea produsului finit.

Alte elemente ale lapbook-ului: plicuri traditionale/ stilizate, cercuri 3D,
pliante etc.

Exigente: - sa fie tematic; - sa trateze subiectul inter-/ transdisciplinar; - sa
stimuleze invatarea activa/ interactiva si creativa; - sa fie diversificate si colorate
materialele utilizate; - sa fie distractiv si atractiv.
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- Creeaza o carte despre toamna:

IO alta Ora Acum pot sa:

toamna ca- | de - - Toamna 1in culori;

n Moldova | bilant - Toamna in poezii;

nu-i - Activitatile de toamna etc.

I Invat sa | 7 Textul ,,Gospodina | - Priveste mai multe emisiuni la TV despre

fiu Dina” de Iulian Filip | prepararea bucatelor. Care dintre emisiuni iti
place ? Argumenteaza raspunsul.
- Inregistreaza (impreuna cu parintii), timp de 2-3
minute, prepararea unui fel de bucate (salata de
legume, salata de fructe etc.)

VI Am 8 Carti pentru copii Joc Biblioteca mea. Realizeaza un colaj

dreptul la o de imagini: Biblioteca de vis

poveste

VIII Dupa | 11 Textul ,,Pedeapsa” | Pentru Tema campionilor — tehnica Teoria

asemanare dupa Erlend Loe inteligentilor multiple (cf. [5, p. 142-154]).

alor Inteligenta interpersonala:

- Intereseaza-te: Cat costd un pom de mar ? Cum
se ingrijeste ?

Inteligenta logico-matematica:

Problema: Calculeaza in céte zile ar restitui baietii
banii, dacd li se oferd 10 lei — bani de buzunar in
fiecare zi, din care cheltuiesc pentru méancare

(o chifld de 4 lei, apa de 3 lei etc.). Argumenteaza
raspunsul.

Inteligenta vizual-spatiald:

Deseneaza un pom de mar si/sau o livada de meri.
Inteligenta naturalista:

Informeaza-te: Cati ani ii trebuie unui pom

de mér ca sd dea roade ?

Inteligenta verbal-lingvistica:

Citeste si textul ,,Livada” din ,,Oratie pentru
ursitoare” de Nicolae Rusu.

Stabileste asemanari si deosebiri.

Inteligenta intrapersonala:

Cum crezi ce au facut baietii cu

banii ? Argumenteaza raspunsul.

Propunem, de asemenea, un atelier de discutie’®, cu elemente

Y“Atelierul de discutie va urma atelierele de lecturd, la care se vor citi urmatoarelor

lucrari:

Jill Barklem, Poveste de iarnd, trad. de Lavinia Braniste, Chisindu, Editura Cartier,
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interdisciplinare, care poate fi organizat, conform repartizarii modulelor din
manualul pentru clasa a doua de Limba si literatura romdnda dupa modulul
al V-lea, Misterele anotimpului, si/ sau dupa modulul al VI-lea, Am dreptul
la 0 poveste.

Atelier de discutie

Subiectul lectiei: Textul. Componentele textului. Personajele literare.
Aprecierea textelor literare. (subiectul atelierului — Misterele anotimpurilor
in Desisul de Muri)

Competente specifice:

Competenta specifica 3. Receptarea textelor literare si nonliterare prin
tehnici de lecturd adecvate, dand dovada de citire corectd, cursiva si
expresiva.

Competenta specificd 6. Gestionarea experientelor lectorale in contexte
educationale, sociale, culturale, dind dovada de interes si preferinte pentru
lectura.

Unitati de competente:

3.2. Distingerea informatiilor esentiale dintr-un text citit.

3.4. Identificarea trasaturilor fizice si morale ale personajelor principale
dintr-un text literar citit.

6.1. ldentificarea elementelor principale ale cartilor citite si discutate in
grupuri sau in colectivul clasei.

6.3. Prezentarea orald, pe baza unor repere, a unor carti citite independent.
Obiectivele atelierului:

- sd identifice trasaturile povestii;

- sa distingd informatiile esentiale din texte;

- s identifice elementele principale ale cartilor citite;

- sd caracterizeze personajele textelor;

- sd prezinte oral sarcinile propuse.

2018;

Jill Barklem, Poveste de primdvard, trad. de Lavinia Braniste, Chisinau, Editura
Cartier, 2018;

Jill Barklem, Poveste de foamnd, trad. de Lavinia Braniste, Chisindu, Editura
Cartier, 2018;

Jill Barklem, Poveste de vara, trad. de Lavinia Braniste, Chisinau, Editura Cartier,
2018.
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Metode si tehnici: conversatie, tehnica Diamant, tehnica Interviul literar etc.
Produse curriculare (Metodologia privind evaluarea criteriald prin
descriptori in invatamdntul primar):

P21 Profilul | 1. Identific personajul literar.

personajului 2. Descriu cum arata.
literar 3. Explic faptele personajului literar.
4. Exprim ghidat opinia proprie despre personaj.
P23 Ideile | 1. Citesc textul pe fragmente.
textului 2. Formulez, ghidat, idei pentru fiecare fragment.

3. Alcatuiesc sau gasesc enuntul care exprimd informatia cea mai
importanta a unui fragment.

P37 Prezentarea | 1. Numesc titlul, autorul.

unei carti citite 2. Redau continutul.

3. Exprim ganduri si sentimente proprii fata de carte.
4. Formulez concluzii.

5. Expun coerent si clar gandurile.

Demersul didactic
Evocare

- Dragi elevi, am avut posibilitate sa citim/ am descoperit numeroase
povesti. Am calatorit impreuna cu personajele pe diferite tdiramuri, am intrat
in diverse incurcaturi.

Utilizati tehnica Diamantul pentru a descrie specificul Povestii.

Realizarea sensului
(conversatie)

- Numiti titlurile povestilor lecturate in cadrul atelierelor de lectura?

- Cine este autorul?

- Ce cunoagsteti despre autor?

- Unde au loc intamplarile?

- Care sunt personajele care v-au placut? De ce?

- Numiti momentul cel mai interesant/ amuzant din povesti?
Argumentati raspunsul.

Lucrul in grup

Grupul 1. Descrieti, in 2-3 enunturi, Desisul de Muri in fiecare anotimp.
Reprezentati, intr-un desen, frumusetile Desisului de Muri in anotimpul
preferat.

Grupul 2. Aratati cum sunt aranjate casele locuitorilor din Desisul de Muri.
Numiti locuitorii Desisului de Muri.
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Grupul 3. Numiti evenimentele la care participd locuitorii din Desisul de
Muri. Numiti locul unde se desfasoard evenimentul. Reprezentati, intr-un
desen, unul dintre evenimente la care ati dori sa participati.

Grupul 4. Numiti bucatele mentionate in Povesti. Creati, in 4-5 enunturi,
modul de preparare a unui fel de bucate.

Grupul 5. Numiti familiile de soareci din Desisul de Muri. Stabiliti care
dintre familii poate fi selectatd pentru premiul cea mai prietenoasa familie,
cea mai fericita familie, cea mai numeroasa familie, cea mai iubitoare
familie, cea mai ... Argumentati raspunsul. Stabiliti de céte rezerve pentru
iarnd ar avea nevoie o familie.

Reflectie

Prezentarea sarcinilor de lucru (fiecare grup va trece in fata si va prezenta
oral sarcinile, fie insotit de poster/ desen, fie fara poster/ desen).

- Joc de rol (elevii 1si vor asuma un rol, profesorul va rescrie unele
fragmente de text pentru a se preta dramatizarii si le va propune textul
conform rolurilor alese).
si/sau

- Tehnica Interviul literar sau Conferinta de presa*®
Invitati: doamna Nucsoara, domnul Nucsoara, Fred ...(oricare alt personaj)

a) catre doamna Nucsoara

Conferinta de presi are, de obicei, 0 componenti exact:
- invitatii;
- jurnalistii.

Ne propunem sa-i avem ca invitati pe eroii cartilor pe care le-am citit. Elevii vor
adresa intrebari vizavi de mesajul operei literare, comportamentul personajelor,
sensul unor expresii, intrebari socratice ce valoreaza opera literara; intrebari
adaptate la situatia cotidiana, dar care vizeaza o problema comuna.

Vom proiecta ca elevii sd reactualizeze formule de politete si sa le adreseze
adecvat, in acest mod, formuland opinii inteligente. In cadrul conferintelor de presa
elevii-jurnalisti se vor prezenta, anuntind ziarul, revista pe care o reprezinta.

O formula utild in acest sens poate fi urmatoarea:

- Ma numesc . Reprezint revista ,,Sud-Est” ;
- , revista Contrafort.

Conferinta de presi va fi structurata ca orice activitate cu etapa de reflectie. in
acest sens, va solicita elevilor sa lanseze opinii vizavi de desfasurarea conferintei,
multumiri invitatilor de onoare si urdri de perspectiva, ce vor fi formulate ,,ad
opera” (cu referintd la rolul personajului in opera literara).
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- Stimatd doamna Nucsoara, sunt prezentatoarea emisiunii Gusturile se
discuta de la postul PROTV, am citit ca sunteti o bucétdreasa
Nemaipomenitd, va invit la emisiune pentru a ne povesti din secretele
placintelor preparate de dvs. Care sunt bucatele pe care le-ati invatat sa le
preparati de la mama?
- Doamna Nucsoari, care este secretul bucatelor gustoase?
- Doamna Nucsoara, cum reusiti sa trditi in Desisul de Muri In armonie cu
celelalte familii?
b) citre domnul Nucsoara
- Domnul Nucsoard, aveti cea mai responsabila functie, custode al Magaziei
din Bustean, unde se tine toata mancarea. Ce calcule faceti, de reguld, ca sa
va ajunga rezervele de hrana?
- Domnul Nucsoara, de fiecare datd actionati prompt. Credeti ca picnicul-
surpriza de ziua lui Fred a fost o idee buna?
- Domnul Nucsoara, de ce v-ati ales sa locuiti in Casuta de Scortisoara, ati
fi putut trai in Palatul din Batranul Stejar, aveti totusi o functie mare?
c) catre Fred
- Draga Fred, ti-a placut surpriza organizata de soriceii din Desisul de
Muri?
- Fred, iti aduci aminte care au fost cadourile primite?
- Dragd Fred, cine din fratii tdi este mai mare? Care sunt jocurile tale
preferate?
Extindere
- Ce poveste ati scrie dvs. Cine ar fi personajele? Care ar fi intimplarea?

La fel de interesante ar fi lectiile de la sfargitul anului de invatamant
la care elevii ar putea fi pusi In situatia de Experti.

Expertizati manualul de Limba si literatura romdna!

- Ce texte v-au placut cel mai mult?

- Ce texte ar trebui sa citeascd un elev in vacanta?

- Selectati cantecele propuse pentru audiere din paginile manualului.
Propuneti alte interpretari la teme si activitati de invatare.

- Numiti paginile ilustrate cel mai original. Argumentati raspunsul.

- Alegeti o pagina din manual, ce alte activitati de Invatare ati propune.

- Numarati zilele petrecute la scoald. Comparati numarul zilelor
petrecute la scoald cu numarul paginilor din manual. Daci exista diferente,
incercati sa gasiti explicatii.
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- Ce alte informatii ati vrea/ati vrut sa aflati la limba si literatura
romana?

- Care sunt disciplinele care v-au completat cunostintele la limba si
literatura romana?

- La ce discipline va este util ceea ce Invatati la limba si literatura
romana?

- Ce alte produse curriculare ati vrea sa realizati?

In concluzie, mentionim ci actualitatea studiului interdisciplinar
este evidentd; ea este determinatd de nivelul dezvoltarii stiintei, care se
orienteaza spre imbinarea socialului, naturalului, tehnologicului ... Acest
ansamblul de ,tot al esentei” permite pregétirea elevilor pentru solutionarea
problemelor complexe ale contemporanietatii.

Integrarea interdisciplinaritatii pune Insd, din cite se poate observa,
in fata cadrelor didactice cerinte noi:

- sa dezvolte elevilor un tablou stiintific al lumii contemporane;

- sd determine teme/unitéti de continut comune;

- sd utilizeze tehnici si metode apte sa dezvolte elevul de méine
pentru societatea de viitor;

- sa creeze conditii pentru a dezvolta personalitati creative, active etc.
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LEXIC GASTRONOMIC iN PAREMIOLOGIA ROMANEASCA
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Abstract: The gastronomical lexicon is a definitive element in describing the way
of thinking of an ethnicity. Exactly like in any other case, the gastronomical
concept of the Romanian people is strongly related to their moral element and
national specificity. The proverbs which belong to the gastronomical semantic field
are numerous and of a big variety, enriching the treasury of the Romanian
Language.

Key words: proverb, mental, gastronomical lexicon, moral values, national
particularities.

Lexicul gastronomic, actualmente, a devenit un viu subiect de
discutie in literatura de specialitate, dat fiind fenomenul globalizérii. Nu
trebuie sd omitem insa cd lexicul gastronomic este o constantd determinanta
a ceea ce defineste mentalul unei etnii. Conceptia despre gastronomie a
poporului romén, ca si a oricarui popor de altfel, este indisolubil legata de
fizionomia sa morald, de specificul national. La baza formarii unei

conceptii despre lume stau o serie de indici / factori / aspecte, care se
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conditioneaza reciproc sau care ,,formateaza” un concept al notiunii de
gastronomie’®. Or, aceastd notiune este mult mai larga decat cea propusa in
DEXI ,,1. Arta de a prepara manciruri alese. 2. Insusirea de a aprecia
calitatea, gustul mancarurilor alese”, dat fiid cd gastronomia este ,,0
disciplind, o combinatie intre artd si stiinta, care studiazd componentele
culturale ale civilizatiei avand ca ax central mancarea”,relationand astfel cu
Artele frumoase si Stiintele sociale in termeni de culturd, si cu Stiintele
naturalereferitor la aparatul digestival corpului uman.Anume de aceea in
prezentul studiu ne propunem cateva reflectii pe marginea prezentei si
rolului lexicului gastronomic in paremiologia romaneasca, pornind de la
ideea ca bucataria unei etnii aduna si sintetizeaza intreaga civilizatie.

Asa cumproverbele!’ reprezintd ,produsul unei intelepciuni
alimentate de simtul pitorescului” (Blaga 1968: 199), iar ,cultura unui
popor poate fi cunoscutd prin fereastra intredeschisa a bucatariei sale”,
studiul datprezinta corpusul paremiologic romanesc ce contine lexeme din
campul lexic-semantic gastronomie.

In urma consultarii Dictionarelor de proverbe roméanesti, am constatat
ca cel mai frecvent lexem este pdinea, atit ca ,,aliment”, avand rolul de
hrana principala, cét si ca ,,semn/simbol”, fiind un important instrument de
articulare a valorilor definitorii pentru cultura traditionala romaneasca.

Piine, -i: A mancat paine din mai multe cuptoare; Baba batrana nu se
teme de padine moale; Bolnavul doreste sdnatatea si flimandul — péinea;
Cand mi-e foame, sa-mi dai pdine, iar nu-mi zice: vino maine!; Celui
flamand painea i-i in gand; Cine se scoald tarziu nu mai ajunge la paine;
Cine doarme vara la umbrd iarna are paine neagrd;De la o vreme numai
miezul painii iti place; De te latrd vreun caine, astupa-i gura cu paine; Dinti
s-avem, cd paine gasim; Dusmanul cel mai rau cu paine ti-l castigi; Fie
painea cat de rea, tot mai buna-n tara mea; Fie painea cat de buna, nu-i
buna-n tarad strdind; Lacomul fard de rusine, pentru o imbucatura de paine,
te vinde ca pe un caine; Mai bine sd mori de foame decat sd iei painea

18Din punct de vedere etimologic, cuvantul ,,gastronomie” este derivat din
greaca antica, yootnp (gastér) semnificand ,,stomac, pantece; abdominal, ventral”
si vopog (nomos) — ,,cunoastere” sau ,,lege”.

171, Zanne precizeaza cd ,,Pentru noi, proverbele sunt deci expresiunea
caracterului si moravurilor unui popor, modului sdu de a cugeta, de a vedea si de a
simti” (Zanne 2003: 29).
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sdracului; Nici péine fard munca, nici muncad fard paine; Nimic nu e mai
scump ca painea; Nu da pdine cainilor strdini, ca te latra ai tai; Nu merita
painea pe care o mananca; Paine peste paine nu strica; Pdinea nu e singura
la tine; Péinea uscata satura casa; Péinea uscatd zgarie in gat; Pdinea te
intareste, vinul te inveseleste; Pdine cu sare e gata mancare; Unde sunt
bucate si paine, sunt si soareci; Vai de acela ce are paine si n-are dinti s-0
manance; Viata-i bund cand ai paine-n gura; Zgarcitul moare cu painea in
mana.

In acelasi context, tinem si mentionim ocurenta in proverbele
romanesti si a formelor de materializare a painii:colacul considerat, pe buna
dreptate, ,,painea de ritual a romanilor” sipita— produs alimentar facut din
aluat dospit, framantat si copt in cuptor.

Colac, -i: Acolo-s ciinii cu colaci in coada; A trecut baba cu colacii;
A ajuns dupd ce s-au impartit colacii; Cainele nu fuge de colac, dar de
ciomag; Cand vei flamanzi, si paine de secara colac are si-ti para; Colacul
nu-i la cui se meneste, ci al cui 1l manancd; Daca nu e colac, e buna si pita;
De colac te saturi, dar de paine — niciodata; Dacd nu e colac, e buna si
painea; Femeia de ciomag fuge, nu de colac; La cel bogat si dracul merge
cu colaci; Nevoia te invatd a manca colaci; Nu imbia céinele cu colaci; Nu
stau colacii pe garduri; Vede colac si zice malai.

Pita: Cainele nu fuge de pitd, ci de bata; Cate pite rele, toate ale
nurorii mele; Copilita ne-nvatata face pita nesaratd; Cui e flamand, pita-i e
in gand; Celui flimand numai pita-i in gand; La el 1i pita, la el i cutitul;
Munca e blagoslovitd — cand te tii de ea, ai pitd; Nu baga pita-n cuptor pana
nu arde focul.

Elementele constitutivepdine/colac /pita din structura proverbelor
romanesti scot in evidentavalorile morale ale poporului roman:

- harnicia: Cel ce la seceris nu se leneveste, pdinea din gurd nu-i
lipseste; Din pamant negru mananci pdine alba;E grea munca, dar e dulce
pdinea; Meseria nu ti-i povara, ea nu cere, ci aducepdinea; Omul muncitor
de pdine nu duce dor; Daca vrei sa mananci colaci, nu sedea tolanit pe
cuptor; Munca e blagoslovita; cand te tii de ea, ai pita;

- omenia: Cu prieteni rai, rau te faci, cu cei de omenie, mananci colaci;

- ospitalitatea: Pdinea coapta buni oaspeti asteapta;

- prietenia: Daca esti prieten la catarama cu cineva, te impaci ca pdinea
CU Sarea.

- bunatatea: Cand iti zvarle-o piatrd, tu zvarle-i 0 pdine; Cu vorbe dulci
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mai multa pdine manancietc.

De cele mai multe ori, pdinea din structura proverbelor
romanestiexprima si ideea de superlativ absolut: Omul bun e ca pdinea cea
de grau; Omul bun e ca pdinea cea caldd.

Un alt produs din aceeasi serie a alimentelor vitale pentru poporul
roman este mamaliga — unul dintre preparatele de ,,capatai” ale bucatariei
traditionale roménesti. Mamaliga pare sd fie o inventie autenticd, desi,
initial, la origini, aceasta era preparatd, chiar si de trei ori pe zi, din boabe
de miei, nu din faina de malai.

Mamaliga: Am avut noroc cu terciul, cd madncam mamaliga goal;
Bostanul nu sede in cui, dar nici mamaliga unde o pui; Buna e si mamaliga
cand lipseste painea; Ca dorul de mamaliga nici un dor nu te stricd; Cine are
piper mult pune si in mamaligd; Flamandului si o bucata de mamaliga rece i
se pare placintd; La mamaliga mare vin multe haimanale; La flamand si
mamaliga prinde un loc bun; Mal de mamaligd si parau de lapte nu s-a
vazut; Mamaliga nesdratd e ca nunta fara lautar; Mananca branzd cu
mamaliga goald; Nimeni sa nu-ti pund sare in mamaliga; Nu cauta nod in
papurd si spini in mamaligd; Peste — mamaliga prapadeste; Si-a mancat
rusinea cu mamaliga; Toti dau sfaturi si nimeni mamaligd; Unde nu-i barbat
in casa, nu-i nici madmaliga pe masa.

Or, in mentalul colectiv romanesc, aceste proverbe ce au Tn miezul
lor lexemul mamaliga releva firea romanilor. Prin urmare, termenul
mamaliga reprezintd in paremiologia romaneascd un instrument
caracterizant, servind drept marca a statutului social: Mamaliga-i stalpul
casei, pdinea-i cinstea mesei; a omului cumpatat / necumpatat: Cine
cheltuieste mai mult decdt cdstigd n-are in casd mamaliga; a omului
laudaros: A amesteca vorba ca facaletul mamaliga;, a omului nechibzuit:
Ascute coasa cu ata mamaligii etc.

Microcampurile care alcatuiesc campul lexicalgastronomie sunt
constituite in paremiologia roméneasca, dupa cum e si firesc, din nume de
legume, fructe, cereale, produse,acestea fiind absolut necesare in prepararea
diferitor bucate. Astfel, in componenta proverbelor vom intalni nume de:

legume: A ajuns viermele in inima hreanului si se lauda ca a dat de
bine; A impaca capra cu varza; A mancat urda cu usturoi si cere sa-i
miroase gura a lapte; A semdnat castravefi si au rasarit scaieti;Cand
bostanul/dovleacul s-a stricat, nici sméintdna nu-i de leac;Cdnd m-am
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saturat de bors cu sfecla imi aduce purcel fript; Ceapd, péine, apd, sare —
patru feluri de mancare; Creste in laturi ca varza; Cu 0 ceapd si o ridiche nu
se face grading; Din tata usturoi si mama ceapd, m-am nascut ardei;De cel
rau se prinde cuvantul ca mazarea de perete; Fire-ai de ras ca fasolea-n zi
de Pasti; Hreanul e bun de leac; Hreanul e rau, dar si el are viermi; Hreanul
e mai dulce decét ridichea; {i intrebi de bob si-ti raspund mazdre; Inalt ca o
prajina si prost ca o ceapd; Mai usor e a tine un bostan in mana decat o
albind; Nu semana ridichea si mazarea langd drum; Pand nu mananci
usturoi, nu-ti miroase gura;Pand nu plouda nu se fac ciupercile; Si cu
slanina-n pod si cu curechiul uns; Zece feluri de bucate, tot fasole mestecate
etc.

fructe:Adesea para cea mai buna picd in gura porcului; Asteapta
para maldiata in gura lui Natafleatd; Asteapta imbucatura sa i-0 dea murda-n
gurd; Au mancat aguridd parintii si si-au strepezit copiii dintii; Cine tine
doi pepeni in mana ramane fara nici unul; Ciresele trec, dar obrazul ramane;
Cu otet si cu fiere nu se face agurida miere; Cu rabdarea si tacerea se face
agurida miere;Cu cei mari nu manca cirege, nici nu te trage in degete; De
nevoie, trebuie sd se invete a manca si mere padurete; Departe cu cei mari
cand cirege mananca, ca toti samburii 1i aruncd in obrazul tau;Judecatorul
mananca miezul, si impricinatii coaja nucii; Lacomii sunt de unde n-are
marul coaja si cireasa sambure; La Craciun se vede daca-i bund nuca; La
culesul viilor nu merge cu struguri in traista;Merele putrede strica pe cele
bune, fara ca vreodatd cele bune sa poata drege pe cele stricate; Nici
maracinele struguri scoate, nici scaietele smochine;Nu toatd nuca are miez
bun; Pe deasupra mar frumos, da-nduntru viermanos; Spun nucile ca din
rodul lor sunt migdalele etc.

cereale: Ariciul cu mestesug se prinde si vrabia cu mei; E anevoie /
greu cand ajungi sa cumperi orz de la gaste; Intalnirea rard face grau din
secard; Nu strica orzul pe gaste, cand i iarba la genunchi; Orzul il ara boii
si il mananca caii etc.

In aceastd ordine de idei, tinem si mentionim ci prin prezenta
denumirilor de fructe, legume, cereale in structura proverbelor roméanesti
deducem ideea cd 1n alimentatia tdranului roman a predominat alimentatia
vegetald in detrimentul alimentatiei cu produse de origine animala.

Proverbele romanesti cu axul central hrand / alimente reprezintd
»elementele limbii care inglobeaza exemplar structuri de adancime ale
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mentalului colectiv”’ (Savin 2011: 10):

Bors: Borsul la foc si pestele 1n iaz; Cine are piper mult pune si in
bors; Cine s-a fript cu bors sufla si in lapte; De departe trandafir, de aproape
— bors cu stir; M-am saturat de bors cu sfecla, imi aduce purcel fript;

Branza: A dat burduful de branza in seama cainilor; Branza buna in
burduf de caine; Branza de capra strica si pe cea de oaie; Branza buna nu se
pastreaza in burduf de cdine; Cand e minte, n-ai ce vinde; Cand e branza,
nu-i barbanta; Cand ii socoti branza si untul, nu-i manca piroste; Cand ti-e
branza mai proaspata, n-ai smantana;Decat sd ramana branza, mai bine sa
crape ranza; Frate, frate, dar branza-i pe bani; larna sd nu te cuprinza, fara
panza, fara branza; Vaci n-avem, branza mancam;

Carnat, -i: Carnatul cand se-ndeasa, incepe a crapa;

Chisalita: Cine are piper mult pune si in chisalita; Sapte ape-n
chiselitd si 0 mana de tarata;

Chisleag: Ca nimic nu-i sub soare ca chisleagul cu malai;

Ciorba, -e: Cine s-a fript cu ciorba sufla si in iaurt; Ciorba incalzita
mult strica la burta; Ciorba incilzita de multe ori nu ¢ buna de mancat; Cu
doud bucatarese iese ciorba prea saratd; Numai cu vorba nu se face ciorba;

Covasa: Cine are piper mult pune si in covasa;

Covrig, -i: Cand a ploua cu covrigi; Judecatile adesea te aduc la
covrigi;

Dulceati, -uri: Cu lingura iti da dulceatd si cu coada ei iti scoate
ochii; Dupa nor vin senin, dupa dulceatd pelin; Mai bine o bucata de paine
goala in pace decat o mie de dulceturi in ceartd; Musca pentru putind
dulceata 1si rapune viata; Si stafida e uscata, dar dulceata ei nu si-0 pierde;

Friptura: Bun ii vinul, nu-i ca apa, nici friptura nu-i ca ceapa;
Friptura buna nu se face la fum; Unul tine frigarea si altul mananca friptura;

Galusca, -sti: Cine face galusca trebuie s-o si-nghita;

laurt: A turnat iaurt peste smantana; Cine are piper mult pune si in
iaurt; Cine s-a ars cu ciorba sufla si-n iaurt;

Invartita: Pilda-i placinta, da-i mai buna Invartita;

Lapte: A mancat urdd cu usturoi si cere sa-i miroase gura a lapte;
Are o catatura, ca-nacreste laptele; Capra vecinului are laptele mai gras; Cu
bani gasesti si lapte de pasare; Cu munca frate si din piatrd scoti lapte; La
cel bogat toate curg, si laptele in pasat; Lapte fiert 1-a oparit, sufla si-n cel
covasit; Laptele-i pe limba vacii; Norocul da lapte cand mintea paste;Pune
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branza, laptele in strachina si intinge aiurea; Pune straja mata la lapte;
Umbla ca mata pe langa laptele fierbinte; Vaca rastoarna galeata dupa ce o
umple cu lapte;

Maiilai: Cand ti-e foame, nu cati cd malaiul este in cuptor; Cica
malaiul nu-i copt si el Infuleca cat opt; N-are baba nici un bai, are pita si
malai; Si-a trdit traiul, si-a mancat malaiul,

Marar:Nu te amesteca ca mararul in ciorba;

Miere: A ascunde ac in miere; Cine umbla cu mierea isi linge
degetele; Unde-i miere, acolo sunt si muste; Cand musca isi vara tot capul
in miere, acolo si-l lasd; A lins la miere de pe degete, pand ce si le-a
mancat; Cu lingura iti di miere si cu coada 1iti scoate ochii; Ca albina — in
gurd cu miere, insa in coada cu ac si fiere; Cine manancd multa miere, varsa
fiere; Cuvantul bun e mai dulce ca mierea; Din ochi miere, din gura fiere;
Mai multd paine mananci cu miere decat cu otet; Mai lesne a face gandacul
miere si tAntarul lapte decat omul rdu vreun bine pe lume;

Omleta: Nu poti face omleta, fara sa spargi oua.

Ou: Oul de azi e mai bun decat gaina de maine.

Papara: Cine a mancat papara stie dulce-i ori amard; Cine s-a ars cu
papara sufld si in lapte;

Pisat: Cine s-a ars cu pasat sufla si in lapte;

Piftie: Cine s-a ars cu piftie sufla si in lapte;

Piper: Cine are piper mult pune si in chisalita;

Pirosca, -ste:Cand i socoti branza si untul, nu-i manca piroste;

Plicinta, -e: A astepta (pe cineva) cu placinte calde;Bucuri-te,
pantece, ca ti-oi da placinte; Buna-i placinta, dar daca nu-i, e bund si pita;
Cine socoate cate foi intra n placintd, niciodatd nu mananca; Cine vara n-
are minte, iarna nu gusta placinte; E lesne a zice ,,placinta”, dar e mult pana
se face; Flamandului si o bucatd de mamaligad rece i se pare placinta; La
placinte — Tnainte, la razboi — napoi; La razboi, inapoi, la placinte, inainte;
Lesne-i a zice: placintd! dar anevoie se face; Nu se mananca in toate zilele
placinte; Dacd n-ai paine, manancad placinte; Flamandului si o bucatd de
mamaliga rece i se pare placinta;

Sare: Adevarul starneste ura, céci pentru mulfi el este ca sarea In
ochi; Decat sa intingi cu urdtu-n unt si s te uiti in pdmant, mai bine sa-
ntingi in sare i si te uiti la soare; Glumele nevinovate is ca sarea in bucate;
Linguseala se lipeste unde sare lipseste; Nu e mestesug a gati o mancare, ci
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e mestesug a gati o mancare; Sarea e buna la fiertura, insd nu peste masura,
Sarea nu e buna in toate bucatele;

Scrob: in dorul scrobului lingi coada tigaii.

Slanina: Nici din cdine sldnind, nici din tine poama buna;Pentru
sorici a pierdut slanina; Si uns la bot, si cu slanina in pod;

Smaéantana:Laptele pand nu-1 bati, smantana nu poti sa scoti; Nici din
caine slanina, nici din catea smantana;

Terci: Am avut noroc cu terciul, cd mancam mamaliga goala;

Unt: Alergi mult, mananci unt; Cine aleargd mult manéanca unt;Din
apd unt nu faci; Decat mamaligd cu unt si sd ma uit in pamant, mai bine
paine cu sare si sa ma uit la soare;

Untdelemn: Adevarul si untdelemnul ies deasupra; Cand
untdelemnul se ispraveste, candela se istoveste; Dacd pui untdelemn in
candeld, iti va lumina; Dreptatea iese ca untdelemnul deasupra apei; iti di o
maslind si iti cere un butoi de untdelemn; Nu zvarli untdelemn peste foc; Se
sfarseste untdelemnul din candela;

Urda: A mancat urda cu usturoi si cere / vrea sa-i miroase gura a
lapte; iti place urda — paste turma; S-alege urda de zer;

Varzare: Numai cu apa si cu sare nu se fac varzare; De placinte gura
rade, de varzare §i mai tare;

Vin: Cu vinul si cu somnul uitd grijile omul; Daca bei vin mult, iti
slabeste mintea; Fie omul cat de bun, vinul il face nebun; Muierea tanara
fierbe ca vinul cel nou; Prietenul e ca vinul: cu cat e mai vechi, cu atat mai
bun; Vinul din bobitd merge la guritd; Vin, vinarsul cui 1i place, om de
treaba nu se face; Vinu-i bun si dulcisor, dar te vara-n iarna gol;

Vinars: Te spune nasul ca-ti place vinarsul,

Zahar:Mai bine varza acra cu-nvoiala decat zahar dulce cu carteals;

Zara: Cine are piper mult pune si in zard; Pentru un urcior de zara
pune pisica in fiara.

Zar: A alege branza de zdr;

Zeama: Gaina batrana face zeama buna; Zeama lunga, sa ajungd; Fac
un praznic de pomana / Cu fripturd si cu zeama;

Din punct de vedere semantic, proverbele romanesti ce contin in
structura lor lexic gastronomic pot fi grupate ,tematic”, relevand astfel
puterea de creatie artisticd a poporului, comorile de gandire, de simtire, de
intelepciune, punctand caracteristicile perene ale poporului roméan:
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Adevirul: Adevarul iese ca untdelemnul deasupra apei;

Agerime: Manancilinte, cresti la minte;

Aparenta si realitate: Dacd ar face toate mustele miere, pe toti
peretii ar fi faguri;Merele frumoase pot fi viermanoase; Nu orice musca
face miere;

Cumpatarea: Cine cheltuieste mai mult decat castigd n-are in casa
mamaliga; incetul cu Incetul se face ofetul;

Demnitatea: Cine face galusca trebuie s-o si-nghita;

Dreptatea: Frate, frate, dar brdnza-i pe bani; Gaina nu se poate cu
doua, si cu pui si cu oud;

Fapta si rasplata: Unii sapa viile, altii beau vinurile;

Hotia: Azi 0 ceapd, maine o iapd, poimaine herghelia toata; Cine
fura azi un ou maine fura un bou; Cioara e tot cioara, ia pruna si zboara;

intelepciunea: A alege neghina din grdu;

Inviataminte ale vietii: Cine s-a fript cu ciorbd sufla si in iaurt;

Judecata si dreptatea: A impicat si capra §i varza,

Lacomia: Cand musca isi vara tot capul in miere, acolo si-l lasa;
Unde-i miere, acolo sunt si muste; A lins la miere de pe degete, pana ce si
le-a méancat; Musca pentru putina dulceatd isi rapune viata; Doi pepeni intr-
0 mand nu se pot tine;

Laudarosenia: Gaina care cotcodaceste mult nu face ouda; Lauda-ma,
gurd, ca ti-oi da friptura;

Lenea: Pica pard malaiata in gura lui Natafleata;

Minciuna: Umbla la gradinar sa vanda castraveti;

Nepricepere: Cate fete se ridica, nu pot face-0 mamadligd; In ziua de
pasti s-a dus sa vanda fasole; Nu stie incd cum se mananca mamaliga;
Seamana bob pe sobi si mazdre sub laita;

Prietenia: Prietenul e ca vinul: cu cat e mai vechi, cu atit e mai bun;

Prostia: Zvarle nucile-n pod cu furca;

Risipa: Daca vrei sa mananci pdine, nu-ti bate joc de tardte;

Simtul masurii: Clogca care cloceste oud prea multe nu scoate nici
un pui;

Zgircenia: Zgarcitul moare cu pdinea in mana;Pune brdnza in sticla
si intinge pe dinafar;

Structuri laconice, proverbele devin exponentiale cand vorbitorul
vrea sa exprime admiratia, bunitatea, spiritul de unitate, uimirea, dar si
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ironia, sarcasmul, trufia, ipocrizia etc. Cum e si firesc, foarte multe
proverbe au in structura lor regionalisme, argument incontestabil pentru
stabilirea originii acestora. Din mosi-stramosi, spiritul analitic al etniei
noastre si-a pus amprenta in aceste perle ale intelepciunii, reflectand cele
mai ,ascunse” resorturi ale mentalului. Desi mai putin cunoscute de
generatia tanara, ele completeaza ,,galeria” lexicului gastronomic, ilustrand,
fireste, tendinta de conservare (prin prezenta lor in dictionarele generale sau
speciale), dar si dorinta de a le transmite mai departe (acestea apar in
diferite contexte, de cele mai multe ori in scopuri stilistice). De exemplu: A
sta pe loc ca turta-n foc; Cand mananci numai fasole, ai vrea s mananci si
curechi; Cine are piper mult pune si in zard; Cine face galusca bine e s-o si
inghita; Decat mesnita din alt sat, mai bine sarbusca din satul tau; De
placinte rade gura, de varzare si mai tare; Din cenusa alba nu se face turta;
Fiecare trage jeratic la turta lui; Il doare in burtd si mananci o furtd;in
pamantul negru se face pita alba; Laptele, si al vacii frumoase ca si al vacii
proaste face corasld; Nu manca scrob cu polonicul; Nu pomeni pe tatil tau
cu coliva®® altuia etc.

Proverbele, zicatorile si expresiile romanesti despre mancare, bucate
sau gastronomie, in genere, definesc transant si determinant etnia noastra,
cu toate calitatile si viciile ei. Mancarea, gatitul, bucataria nationald poate
duce cu gandul la sdndtate ori boala, fericire ori necaz, intelepciune ori
prostie, bogatie ori saricie, buna-cuviintd ori nesimtire, curaj ori lasitate,
adevir ori minciund, hirnicie ori lene etc.

Imensul potential al gastronomiei poporului nostru flateaza pe oricine
gustd atdt din delicioasele bucate romanesti, cat si din luciditatea spirituald
incifrata in structurile paremiologice roméanesti.
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Rezumat: In articol, supunem cercetirii unele regularititi in asimilarea
frantuzismelor in limba rusd. Intreprindem o analizd de ordin lexicologic,
fonologic si ortografic, deoarece asimilarea, in romand, a unitatilor nominalizate
are particularitati deosebite in domeniile mentionate.
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fonologic, ortografic.

174



L’emprunt linguistique existe la ou il existe des relations sociales,
économiques, culturelles, politiques etc. entre les nations et les peuples.

Comme D’attestent les recherches des savants, les premiers emprunts
« frangais » en russe datent encore du XI° siécle, mais la bonne majorité des
unités francaises y pénetrent au XIX® siécle ou la France occupe une
position de choix dans la culture européenne et mondiale. Les unités
empruntées a cette époque portent surtout sur 1’art militaire, les métiers, les
vétements, la cuisine. On distingue deux types d’emprunt au francais :
direct ou indirect (les calques).

En lignes générales, I’emprunt aux autres langues se fait en russe
conservant surtout le c6té expressif des unités lexicales de départ, autrement
dit, on réécrit en russe les unités empruntées, compte tenu de la fagon
comment celles-ci sont lues dans la langue de départ, comment un Russe
entend cette lecture et comment 1’alphabet russe répond a cette provocation.
Cf. : emploi - amnaya, business - 6usnec, flamenco - ¢gnamenxo, castarietas
— kacmanvemwt etc. On dirait que certaines des unités citées sont des
exotismes ou des ethnographismes, c’est pourquoi on reste si fidele a leur
coté expressif lors de I’emprunt. Ce n’est pas toujours comme ¢a, car cette
fidélit¢ dépasse le plus souvent les limites des exotismes et des
ethnographismes. Par exemple, asaneapo (<avant-garde), apwvepeapo
(<arriere-garde), namiopmopm (<nature morte), demapw (<démarche),
komaema (<cotelette), rumonao (<limonade), nope (<purée), napu (<pari)
etc. Outre cela, la fidélité en question n’est jamais absolue. Cf. :

Unités francaises Ces unités assimilées en | Fidélit

russe é

orthograp | prononciati | orthograp | prononciati (+

he on he on /-)
acteur [ak’tcex] axkmep [ak’toek] +
mineur [mi’neek] MuHep [mi’ncex] +
déserteur | [dezer’teer] | Odesepmup [dezeg’tix] -
souvenir [suv’nik] cygeeHup [suve’nik] -
arsenal [a¥sa’nal] apcenan [agse’nal] -
maréchal [mage’fal] mapuian [mag’fal] -
gelé [3071e] arcere [3e’le] -
bas-relief [baka’ljef] bapenved [bage’ljef] -

Dans les pages qui suivent nous nous proposons de répertorier les
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régularités de base dans [’assimilation en russe des unités d’origine
francaise. Ces régularités portent sur 1’orthographe et la lecture des
voyelles, des semi-voyelles et des consonnes, sur le trait d’union, sur la
syllabe accentuée, sur la partie de discours et ses catégories grammaticales,
sur la signification etc.

Régularités sur I’orthographe et la lecture des voyelles

Si I’unité frangaise renferme —au-, lus [o] ou [0], en russe ils restent -
o- ou deviennent —as- : Paul — IToaw, saucisson — cocucka, automobile —
asmomooub etc.

Cas particulier : sauce — coyc.

-E final non-lu en francgais devient —a Ou —2 en russe : attaque -
amaxa, canonnade - xamonaoa, embrasure - ambpasypa, cavalerie -
Kasanepusi etc.

Cas particulier : jalousie — orcaniosu.

Si 'unité frangaise commence par é-, il devient »- en russe : érage —
amaoic, étude - amioo etc.

Si I’unité francaise renferme -¢ final, il devient -e en russe : attaché -
ammaute, café - xaghe, carré - kape etc.

Si I’unité francaise renferme -ée finals, ils deviennent -ei en russe :
trophée- mpogheil.

—U- francais devient —o- €n russe : étude - smioo €tc.

Si ’unité frangaise renferme un son nasal, en russe il est dénasalisé
en conservant la voyelle: blindage - 6aunoasc, impressionisme -
umnpeccuonusm, partisan — napmusan, roman - poman etc.

Cas particuliers : embrasure — amé6pasypa, emploi — aumnaya
etc.

Régularités sur Iorthographe et la lecture des semi-voyelles

Si I’unité frangaise renferme des diphtongues, en russe ils sont cassés
ou non: emploi - amnaya, foyer — ¢poiie, royal - posnw, bas-relief -
bapenveq, piece - nveca, variété - sapveme €tC.

Si I’unité frangaise renferme —il(-) ou —ill-, lus [j] ou [I’], en russe,
Ces unités seront transcrites a travers -» 0U -z : bataillon - 6amanvon,
mille — ymunn etc.
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Régularités sur orthographe et la lecture des consonnes

Si I"unité frangaise renferme —gn-, lus [n], en russe, ces unités seront
transcrites a travers —u- OU —uw(-) : baignoire - 6enyap, champagne -
wamnanckoe, ognac - kouwsx etc.

Si I’unité francaise renferme —isme, lus [ism], en russe ces unités
seront transcrites a travers —wu3m . COMMUNISME -  KOMMYHU3M,
impressionisme - umnpeccuonuzm etc.

Si I'unité francaise renferme deux consonnes limitrophes similaires,
sauf —ll-, ces consonnes sont conservées en russe : attaché - ammauwe,
communiqué - kommronuxe, iIMPressionisme - umnpeccuonuszm etc.

Cas particuliers : attaque - amaxa, canonnade — kanonada etc.

Si ’unité francaise renferme s, lu [s], cette unité devient ¢ ouU w en
russe : salade - caram, mousquet - mywxem etc.

Si I’unité francaise renferme une ou deux consonnes finales non-lues,
surtout —t ou -ts, en russe cette/ces consonne(s) devient/deviennent lue(s)*
ou non : ballet - 6arem, bas-relief - 6apenvegh, débats - oebamwi, dessert -
Ooecepm, jabot - ocabo, gilet - ocurem, paletot - narzemo, pistolet -
nucmonem, restaurant - pecmopan, sabot - ca6o etc.

Si I’unité frangaise finit en f, cette unité reste ¢» ou devient ¢ en russe
: bas-relief - 6apenve, apéritif - anepumus, motif - momus etc.

Si 'unité frangaise finit par -che, en russe ces unités deviennent —wu
dans les unités du masculin ou -ws dans les unités du féminin : marche -
maput, bréche - 6peuts etc.

Régularité sur le trait d’union

D’habitude, les unités composées, orthographiées par un trait d’union
en frangais, sont orthographiées sans trait d’union en russe au moment de
leur emprunt : avant-garde - asancapo, garde-marine - eapoemapun, garde-
robe — capoepob etc.

Régularité sur la syllabe accentuée

En francais, on accentue toujours la dernié¢re syllabe Iue de 1’unité
lexicale prise a part : avaler [ava’le], bataille [ba’taj], final [fi’nal] etc. ; en
russe, on accentue de différentes syllabes dans les unités lexicales prises a
part : kanunep, nepenucka, nucemo etc. Les unités francaises empruntées

19 Une ou toutes les deux.
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en russe y gardent d’habitude leur accent sur la derniére syllabe lue :
apéritif — anepumuse, arsenal - apcenan, attaque - amaxa, avant-garde -
aeanzapo, baiser - oeze, ballet - 6anem, café - xagpe, carré - xape,
combinaison - kombuneson, paletot - naremo, panneau - nanno, embrasure
- ambpazypa, piece - nveca, ragout - pazy, tranchée - mpanuies etc.

Cas particuliers : bureaucratie - 6opokpamus, cavalerie - xasanepus,
jalousie - acaniosu, maréchal — mapwan etc.

Régularités sur la partie de discours

En frangais, une unité lexicale peut étre une seule ou plusieurs parties
de discours. D’habitude, I’emprunt frangais entre en russe comme une seule
partie de discours : piece (nom) — nveca (NoM), tranchée (NOM) - mpanwes
(nom) etc. Cette partie de discours peut étre la méme qu’en francais
(attaque (nom) — amaxa (nom)) ou autre (royal (adj.) — poszs (nom)).
Quand une unité lexicale frangaise est complétement assimilée en russe, elle
peut y donner naissance a des unités (complexes ou méme composées) qui
soient d’autres parties de discours. Dans ce cas, on enregistre quelques
régularités, et notamment :

- si ’on forme des adjectifs ayant pour base un nom emprunté au
frangais, on se sert le plus souvent des suffixes —nwuii, -cxuii/-iickuii ou
-06blll . ABAH2APOHBLU, NAPMUZAHCKUL, KABALEPUNICKULL, IHCAHPOBbIL
etc. ;

- sil’on forme des verbes ayant pour base un nom emprunté au frangais,
on se sert du suffixe —samow : amaxosame.

Régularités sur les catégories grammaticales
Les unités lexicales empruntées au francais peuvent ou non garder leur
genre et nombre en russe :

Genre Nombre

gardé non-gardé gardé non-gardé
costume (M) - | carré (M) — kape | tranchée (sing.) | jalousie (sing.) -
xocmiom (M) ; (neutre) ; - mpanwmes | scamosu (pl.)
attaque (f) — | avant-garde (f) — | (sing.)
amaxa (f) asanzapo (M) ;

descente (f) -
Oecanm (M)

Régularités sur la signification
D’habitude, une unité lexicale francaise entre en russe avec une seule
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des significations qu’elle a dans sa langue de départ: blindage (1. protection
(d’un navire, d’un abri, d’un véhicule, d’une porte) par des plaques de
métal; 2. ces plaques) — Onunoasc (un abri protégé par des plaques de
métal). Mais on enregistre certains cas ou :

- I’unité en question change sa signification en russe: royal (1. du roi,
qui concerne le roi; 2. qui est digne du roi) — posne (sorte de piano,
instrument de musique);

- I’on emprunte seulement le contenu, I’expression étant raccordée a
celui-ci (souvent a travers une traduction fidele): Cendrillon (< cendres;
personnage féminin du conte francgais) — 3omywka (< 301a), recherché (<
rechercher) - usevickannoui (< uckamv), mettre la main sur son ceur —
nonodcums pyKy Ha cepoye, regarder de tous ses yeux - cuompems 60 6ce
2naza etc.
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JUHI'BOKYJIbTYPHBIE OCOBEHHOCTH OBPA3HOM
JIEKCUKH, XAPAKTEPU3YIOIEN KAYECTBA U ACIIEKTbBI
KU3HEAEATEJIBHOCTU YEJIOBEKA
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Abstract: The linguocultural specificity of figurative lexis, characterizing

various qualities and aspects of human life, is considered from the

methodological positions of cognitive phraseology. The focus is on the

linguistic and cultural features of figurative similes and the cognitive factors
that determine their ethnocultural specificity.

S3BIK, KyIbTYypa ¥ THOC HEPA3PBIBHO CBSI3aHBI MeX Ly coboi. JTrobas
STHOKYJIbTypa CYLIECTBYET W pa3BUBAETCS B CpelIe OINPEACIICHHOTO
STHUYECKOTO $I3bIKA, KOTOPBIH OTpaxkass OoOblMaW W TPaJUIMHA CBOETO
HOCHUTEIISl, ICTOpUYEeCKAe (aKThl U 0COOCHHOCTH TPHPOJIBI MPEACTABIISET
co0Ol M MHCTPYMEHT KYJIBTYpHl, U ofHy u3 e€ unocracet (Toxcroit 1997:
312). On 00pa3yeT CyIIHOCTHOE SIPO STHUYECKON JTUIHOCTH, U SIBISICTCS
LEHTPOM CONPSDKEHUS ee PU3MYECKOT0, TyXOBHOT'O M COLMAILHOTO S.
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CBoe oTpakeHHUE B S3bIKE, HAXOIUT HALMOHAIIbHAS «KapTUHA MHUPay,
COCTABIIAIIOINASL COJEP)KaHHE «OOBIAEHHOIO CO3HAaHMA» €ro HOCUTeNeH
(Anpecsn 1995: 56-59). B mociennee BpeMsi MPOBOIATCS BCECBO3MOKHBIC
WCCIIEIOBAHNA A3BIKOBBIX KapTHHBI MHpa HOCHUTENEH pa3iINuHBIX SI3bIKOB,
CO3JIAI0TCA acCOLMATHBHBIC CJIOBApH, AAOlIMe OoraThlii MaTepuan Ui
U3y4YeHHsT OCOOCHHOCTEH BOCIPHUATHUS NEHCTBUTENBFHOCTH B paMKax TOM
WIX MHOM KyJBTYpPbI, BCECTOPOHHE 00CYy)KAaeTcs mpoOieMa B3auMOCBS3H
KyJIBTYpbl, s3bIka M co3HaHusi: CIIOBOM, CTAQHOBUTCA aKTyaJbHOM
BbICKa3aHHas eni¢ B Havase npouuioro Beka JI.B. IllepGoii mbIiciib, uTO
«MHUpP, KOTOPBIIl HaM JaH B HAIIeM HEMOCPEICTBEHHOM OIIbITE, OCTABASICh
BE3Jle ONHUM U TEM e, MOCTUTACTCS Pa3IUYHBIM 00pa3oM B Pa3TUUHBIX
sI3bIKaX, JaKe€ B TEX, Ha KOTOPBIX TOBOPST HAapOJbl, MPEICTaBIAIOLINE
co00if W3BECTHOE €OWHCTBO C TOYKH 3peHus KyinbTyphl...»(Illepba
1958:10).Kaxplit 361K (OPMHUPYET Y €r0 HOCUTEIIS ONpeaeaEHHbIN 00pa3
MHpa, MPEACTABICHHBIA B S3BIKE CEMAHTHYECKOM CEThIO MOHATHH,
XapakTepHOH MMEHHO JJii JaHHOrO s3bIKa: M  acCOLMaTHUBHBIE
SKCIEPUMEHTHI, U TPYJHOCTH, BO3HHKAIOIINE B MEKKYIBTYPHOM OOIICHUH,
€CTb TOMY IpUMeEp. SI3bIKOBasi KOHLENTYalu3alKs MUPa KaK COBOKYITHOCTb
MPHEMOB  CEMaHTHYECKOTO  TPEACTaBICHHsS  IUIaHA  COJAEp)KaHus
JIEKCHYECKMX €IMHMI[ pa3jiiuHa B pasHbIX KyibTypax (BexoOumnkas 1997:
238).

C TOukM 3peHHUs JIMHTBOKYJIBTYPOJIOTHH, YCTOWYHMBas oOpa3Hast
JIEKCHKA 3aHMMaeT 0c000€e MECTO, TaK Kak, M03HaBasl aHHbIE JIEKCHUYECKUE
€AMHHUIBI fA3bIKa, MOXXHO TIO3HAKOMHUTBHCS C S3BIKOBOM KapTHHOW MHpa
OIIPEENIEHHOTO HAapo/1a, IPUYEM yCTOWYHMBEIE CpaBHEHHS, Hanbosiee SIpKo U
MIPOCTO MepesaroT KYJIBTYpHO 3HaYUMYIO MHQOPMALHIO.
BocnpousBoanmMbie M3 MOKOJIEHUS B TOKOJIEHHWE YCTONYMBBIE CPaBHEHUS
ABISIIOTCS, MO cioBaM B. A. MacinoBol, «OIHUM H3 SIPKHX OOpPa3HBIX
CpE/CTB, CIOCOOHBIX JaTh KIOY K pasrajike HAlMOHAILHOTO CO3HAHUS
(Macinosa 2004: 144). ITosToMy yCTOHYMBBIE CPABHEHUS, IPEACTABISAIOLIIE
co0oii cBOeoOpa3HbIi TUIAaCT (Ppa3eooruu, HaXOAATCs B KPYTy HHTEPECOB
pa3BHUBaOIIEHCSs B  paMKax  aHTPOIIOIEHTPHYECKOW  MapagurMbl
JIMHTBOKYJIBTYPOJIOTUU. CBOCH CTaThe MBI YACIHM BHUMAaHUE yCTOWYHBHIM
00pa3HbIM BBIP@KEHUSM C CEMAaHTHKOH CpaBHEHUS, OIMCHIBAIOLINM
CBOIMCTBAa W NEUCTBHS YEJIOBEKAa, C TOYKH 3pPCHHUS OOpa3sHOW OCHOBBI H
STHOKYJBTYPHOH CIIEHH(PUKH.
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JIroOoii  00BEKT  OEUCTBUTEABLHOCTH W JII000O€  MOHATHE,
3a()UKCUPOBAHHOE B CO3HAHMM HOCHUTENS OIPEACICHHOIO S3bIKA HMMEET
Takue (OPMBI peanm3alliid Kak 0OpasHOe NpEeICTaBICHUE WM oOpa3Has
accolMaTUBHAs COOTHECEHHOCTh. «OOpa3oBaHHME acCOLMAlUM — 3TO, IO
CYIIECTBY, HPOILIECC, B KOTOPOM OJHO SIBJICHHE IPUOOpETaeT 3HAUYECHHUE
curHana papyroro sisiaeHus» (Pyounmreiin 1997: 136). B pesymnbrate
CJIOKHBIIIETOCS CHMOHMO3a WIEHBI YCTOWYMBOW aCCOLMATHBHOW CBSI3U B
Mpolecce MBITIUIEHHS] MOTYT 3aMEeHSTh APYT Apyra 6e3 yrepoa s o0mmero
cmbicna. [Ipu cooTHeceHuH OOpa3HOrO SKBUBAICHTA C TMPH3HAKOM, HE
HMEIOIIUM HArJSAHBIX (OpM peanu3aluy Ha JAEHOTaTUBHOM YPOBHE,
HAJIMYME TaKOH CBSI3M SIBISICTCS| €IMHCTBEHHO BO3MOXKHBIM CPEJICTBOM €TO
TOJIKOBAHHUS, & TAK)KE SIBIISIETCS OCHOBOW CPAaBHUTEIBHBIX KOHCTPYKLHUH U
MPHOOpETaeT MPAKTUIESCKYI0 HEOOXOAMMOCTh: «XUTPHI» - JTHUca (XUTPHIH,
KaK JIMca), «ClIaikui» - Mead (CIaakuii, Kak MeHa), «OBICTpBIH» - cTpena
(OpICTpBII Kak cTpena) u T.4. Takue metadoprudecKie CpaBHEHHS SBISIOTCS
KOMIIO3UIMSIMU, KOTOPBIE CUTYaTHBHO PAacKphIBAIOT WACHHOE CoJepiKaHue
Ipu3HaKa. B oTHOLIEHNNU psJla IPEAMETOB PEAILHOM JEHCTBUTEIBLHOCTH, B
CO3HAaHMM HOCUTENCH s3bIKa Hapsily ¢ CUTHU(PHKATOM, OTOOPa)KaroLINM
BHEIIIHEE CTPOCHUE U CYNTHOCTHBIE XapaKTEPUCTHKH, MPUCYTCTBYET 00pas,
KOTOPBI aKKyMyJIHpyeT UX CyOBEKTHBHBIE NPH3HAKH, HE BXOMAALIME B
COCTaB CUTHU(UKATHBHOTO MOHSTHSA, TO €CTh BBIPAKAIOIINE OTHOIIECHHE K
HUM cyOBeKTa BocnpusaTui. Hanpumep, npu onmucann CHrHH(QHUKaTHBHOTO
MOHATHS «JIMCA» YUUTHIBAIOTCS KJIAacCHU(PUKAUOHHBIE U (U3UUECKHUE
napameTpbl XKHBOTHOTO (Bec, pasMmep, OoKpac M T.1.), B TO BpeMs Kak K
KOHHOTATUBHBIM MpPU3HAKaM JaHHOM JIEKCEMBI OTHOCSATCSl «XHTPOCTbHY,
«KOBapCTBO», «CKJIOHHOCTb K 0OMaHy» | T.1I

Konnorar mpencraBiser co0OH  3akperuiéHHbIE B oOpase
YCTOWYMBBIM KBaTM()UKAMOHHBIM MPU3HAK WK COBOKYITHOCTh MPU3HAKOB,
KOTOpPBIE TpeJHAa3HAYCHbI JJIsi CPAaBHHUTENBHOW CYOBEKTUBHO-OIICHOYHOM,
SMOLMOHAIBFHON WM CTHJIMCTUYECKOW XapakTEPUCTHUKH NpeAMeTa HIIH
SBJICHUSI 4Yepe3 APYrod MpeaMeT (ABJICHHWE) Ha OCHOBE CIIOKHBILUXCS B
SI3bIKE  aCCOIMATUBHO-TIPEIMETHBIX CBsi3ell. KOHHOTaTMBHBIE TpPU3HAKK
00pa3yloT MOHATHIHYIO 0a3y Al YCTOHYMBBIX cpaBHEHHH. [locKonbKy,
JAHHBIE JICKCUUYECKHE €IUHMIbl YCTOHYUBBI M BOCIPOU3BOAMMBI, KasKAbIil
HOCUTENb SI3bIKA JIETKO CMOKET Ha3BaTh, C KAKMMHU acCOLUMALUAMU Y HETO
CBSI3aHBI, HAIIPUMEP, HOMUHAIIUN MEJBE/Ib, JIEB, CIIOH, U Ip.
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[IpumennuTensHO K eAMHUIIAM (PPa3eoIOTHYECKOr0 COCTaBa S3BIKA,
KOTOpBIE MPEJICTABJISIIOT 000N «OTHOCHTEITEHO YCTOWUUBOE,
BOCIIPOM3BOJIUMOE, 3KCIPECCHBHOE COYETAaHHE CIIOB, OOjajarolee, Kak
NpaBWJIO, LEIOCTHBIM 3HaueHuem» (Moxuenko 1980: 4). a uMeHHoO,
YCTOMUYMBBIM ~ CPaBHEHMSAM, KakK 3HaKaM BTOPUYHOW HOMMHAIWH,
XapakTepHOH  4YepToil  KOTOpBIX  SIBIAETCS  OOpa3HO-CHUTyaTHUBHAs
MOTHUBUPOBAHHOCTb, HANpsIMyI0 CBs3aHHAs C MHPOBOCIPHUSITHEM Hapona,
00pa3 SABISIETCS OCHOBAaHWMEM KyJIbTYPHOH KOHHOTauuu. B co3HaHum
HOCHUTENCH sI3bIKa MPHCYTCTBYET PAL 00pa3oB, KOTOpPBIE MO (YHKIHUIM
MPHUOIIKAIOTCS K YHUBEPCATBHBIM HOCUTENSAM MpH3HAKoB. O000MEeHHBIN
o0pa3, BbIOMpacMbIil JAJsl CpaBHEHUS WM MPE3CHTallMd TpU3HAaKa,
OIMpaeTcsl Ha HAIIMOHAJBLHBIC OPUEHTHPHI BOCIIPHATHUS IEHCTBUTEILHOCTH
U TpelnonpenensieTcs CIOXKHUBIICHCS B CO3HAHUM HOCUTENECH S3bIKa
MO3UTUBHOW WJIM HEraTUBHOW OLIEHKOW ero JeHorara. Tak, Hampumep,
00pa3 Jomaay B €BPONEHCKOM CO3HAHUHM ACCOLMUPYETCS C 3aCIy>KEHHBIM,
MHOT0 1MOpabOTaBIIMM Ha CBOEM BEKY KMBOTHBIM: B HEMeLIKOM — «arbeiten
wie ein Pferd», oTpakeH HEMOCWJIBHBIN TPYyI MPOCTBIX JIIONCH, KOTOPbIC
CpPaBHHBAIOT CBOU JEHCTBUS M COCTOSHMA C paboToil JomarrHero
KHUBOTHOTO. Meradoprudeckoe CpaBHEHHE «paboTaTh, Kak JIOMIagb» B
PYCCKOW  JMHTBOKYJBTYpPE, OTP@XKaeT 3MOLMOHAIBHYIO  PEaKIHIO
COYYBCTBHS, IO OTHOLICHUIO K MHOTO paboTaroliell KeHIIMHE W 0c0o00it
MPUBJIEKATENEHOCTRIO B CO3HAHMM HOCHTENEH s3bIKa JaHHBI o0pa3 He
o0yazaeT, a cKopee BbI3bIBACT YYBCTBO XajocTH. [laBiuH, Hampumep, B
(pazeosoruy MHAOCBPONIEHCKUX S3bIKOB CHUMBOJIM3UPYET TIIECIAaBUE U
BbICOKOMepre. BHemenkomsasbikeBcTpeuaeM — «sich wie ein Pfau spreizen»
oder «stolz wie ein Pfau». B pymbiackom — «a fi mindru ca un paun». A
TAaKKE€ U B PYCCKOM SI3BIKE TINECIABHBIA YENOBEK OTOXKICCTBISETCS C
MaBJINHOM — «XOANUTH TaBIHHOM.

[MockonbKy COOTHOLICHHWE MEXAYy YHHBEPCAIBLHBIM HOCHTENEM U
NPU3HAKOM  OOYCIIOBIMBAJOCh  HALIMOHAIBHBIMH M KYJIBTYPHBIMH
TPaJULIMsIMH, TO IOHATUIHBIEC IPEICTABICHHUS, CKIaIbIBAIOLINECS B PA3HBIX
SI3BIKOBBIX KOJUIEKTHBAX, HE BCET/1a COOTBETCTBOBAIHU JIPYT JAPYTY.

Hcnonb3yemoe B pycCKOM M PYMBIHCKOM S3BIKaX CIOBOCOYETAHHUE
«TOJIOMHBIH, Kak Bok», «flamand ca un lup”, «a avea o foame de lup» mpu
MEPEeBOJIC Ha HEMELIKUN U aHTJIMHCKHUI SI3BIKH MOKET TPaHCHOPMUPOBATHCS
B COYeTaHWEe C JpyruM oOpasom-cuMBoioMm: «hungryas a bear»
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(«romomHBIN, KaKk MeABenb»). Y HapOJOB TEPPUTOPUAIBHO, HCTOPHUYECKH U
KyJTbTYpHO ONM3KHX JAPYr JAPYTYy 3HAYUTENBHBIA IUIACT YCTOWYUBBIX
CpaBHEHHUH OKa3pIBaeTcs oOmwmM. Hampumep, B HHIOEBPOIIEHCKUX S3BIKAX
HOCHUTEJEM TpU3HAaKa XWUTPOCTH, KOBApCTBA SBISIETCS «JIHCa», B
PYMBIHCKOM MBI BCTPEYAaEM YCTOHYHMBOE CPABHEHHUE, B OCHOBE KOTOPOIO
JeKHUT 00pa3 «Imch»: «vicleanca 0 vulpe», B pycCKOM — «XUTpbIil Kak
JIHCay», «cTapelii jmcy», B HemenkoMm — «listig wie ein Fuchs». B s3pikax
€BPOIEHCKOr0 CTaHAapTa «IEPKOBHASI MBIIIb)» OJALETBOPSET OETHOCTh —
«OelHbI, Kak IIEPKOBHAs MBIIIB» - B PYCCKOM, «arm wie eine
Kirchenmaus» — B HeMenKoM, B PyMBIHCKOM sI3bIKE - «Sarac ca soarecele
din biserica».

U, HaobopoT, uem cuibHEe KyJIbTypHas AWUCTAHIMS, TEM TpyIHEe
BOCIIPUSITUE JAHHBIX CPaBHEHUU MPEACTABUTEISAMH APYroil KyiabTyphl. B
Wuauu cnoH u kopoBa, a B A3uu u Adpuke — BEepOJIIOJ, SIBISIOTCS
CHUMBOJIOM J>KE€HCKOW KpacoThl, W BBHICIIMHA KOMIUTUMEHT JUIsi apabCKoi
KEHIIMHBI — «BEPOIIOKBHU Ta3ay. OTOXIeCTBICHUE )KEHIIUHBI ¢ KOPOBOH,
KaK 3TO MPHUHATO B MHIUM, OJJHO3HAYHO MPO3BYYHT KaK OCKOpPOJICHHE IS
JKUTEIBHUILBI €BPONEHCKOT0O peruoHa. Heykiaroocecns B KOPEUCKOM SI3bIKE
OTOXKJIECTBIIAIETCS C TyceHuyeli; B PYCCKOM CO3HaHWH, JIaHHBINA
KOHHOTATUBHBIA TPHU3HAK, TPAIUIIMOHHO aCCOIMUPYETCH C Mmedsedem, HO
TaKXe, Kak ¥ B HEMEIIKOM — CO CJIOHOM «KaK CJIOH B TOCYAHOH JIaBKe»,
«sich benehmen wie ein Elefant im Porzellanladen». A Bo BeeTHAMCKOM, 110
naHapM  A.C.MaMOHTOBa, Medgedb acCONMUPYETCS C HArJIOCTBIO, Ocel
OJIMIIETBOPSIET TEPIEHUE, CEUHbA — TIIYNOCTh, Cobaka — TPs3b, Kypuya —
tpynoirobue (Mamontosl984: 75-76). OOpa3 mbiwiu y pa3HBIX HApOJIOB
MMEET pPa3Hble CMBICIOBBIE 3HAa4eHHMA. B pycCKOM S3bIKE CYyIIECTBYET
CJIOBOCOYETAHUE «THUXUH, KAK MBIIIbY», B KOPEHCKOM SI3bIKE— «OOJITIUBBIM,
KaK MBIIIbY, B HEMEIIKOM SI3BIKE — «IIPOBOPHBIH, KAK MBIILIbY.

Hago ormernth, 9TO B BOCTOYHOW CHMBOJIMKE >KHBOTHBIE, W B
0COOEHHOCTH JIOMAIIHUE, PEAKO OTOXIECTBISIOTCS C OTPHLATEIBHBIMH
YeJIOBEUECKUMH KadecTBaMHU. B ciydae HE0OXOAWMOCTH HCIOJB3YIOT
HEOJIYIIEBJICHHBIC MPEIAMEThI: «IIIYIbId, KaKk KaMeHby. JlaHHbIA (heHOMEH
MO>KHO HaOJIOAaTh M B €BPONEHCKOM CO3HAHMHU. | MymocTb ONMIETBOPSET
HE TOJBKO Ocenl «TJYIbIi, KaK OCEI», OHA OTOXAECTBIAECTCS C HOUbIO B
PYMBIHCKOM sI3bIKE — «Prost ca noaptea», a Takxe u B HeMeIKoM - «dumm
wie die Nacht». BeposTHO, CBS3b MEXIY HOUbIO U 21YNOCHIBIO TIPOUCXOAUT
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M3-3a TEPCHOCHOTO 3HAYCHUS CIIOBA mbMd, O3HAYAIOIIEEe MOJHOS
OTCYTCTBHE CBETa, COOTBETCTBEHHO, IIOJIHOE OTCYTCTBHE UHMELIEKMA,
Heseacecmeo. Korma Mbl CpaBHHUBAEM TIIYIOTO YEIOBEKA C HOYBIO, MBI
Mpe/roiaraeM, 4To PasHUIA MEXKIAY HAM W YMHBIM YEJIOBEKOM TaK XKe
3aMeTHa, KaK pasHHIlAa MEXIy Houblo M JiHeM. TOYHO Tak K€ MbI MOXKEM
HAWTH CBSI3b MEXKAY CBETOM W pa3yMOM. B pyMBIHKOM s3bIKe, 0Opa3HOe
cpasuenue «limpede ca lumina zilei» (1ocIoBHO «ICHO Kak JHEBHOM CBETY)
MMEET 3HAUYCHHE aHAIOTMYHOTO BBIPAKEHHS B PYCCKOM (SICHO, KaK OeJblid
JCHBY», KOTOPOE O3HA4YaeT HOHAMHBIN, OdocmynHuli. B HeMelnkoM
«TJIYTIOCTBY» OTOKAECTBISIETCST Takke ¢ 0000Boi comomoit «dumm wie
Bohnenstrohy. JlanHoe ycTOWYHBOE CpaBHEHHE IPOMCXOMUT OT PAHHEro
«grob wie Bohnenstroh», uro o3HagaeT «ObITH TPyOBIM, Kak ©000OOBas
comomay. OOBsCHSETCS 3TO TeM, 4To OefHble, HEOOpa3oOBaHHBIC JIFOIU HE
MOTJIA cebe MPUTOTOBUTH MECTO HOWIETa Ha MATKOHM MOIYIIKE, a JOJKHBI
OBUTH JTOBOJIBCTBOBATHCS HOWJIETOM Ha TBEPIOH, Tpy0oit 6000BOH coiome,
TaKk MOXHO BBIACIUTh CIACIYIONMA ACCOIMATHUBHBIN pPsI: OEqHOCTD-
rpybOCTh- HEBEKECTBO - TIIYIMOCTh. B PYCCKOM SI3BIKE TJIYIOCTH TAKXKe
OTOXIECTBIIETCS C HEOAYIICBICHHBIMH TIPEIMETAMHU «TIIYIl, KaK MPOOKay,
«TYIIOM, KaK BaJICHOK).

Meradopuueckre  CpaBHEHHsS C  OKMBOTHBIMH  JalOT  HaM
MPEJCTABIEHUS O HEKOTOPBIX MOJENAX MMOBEACHUS, MPHUHATHIX B JTAHHOM
SI3BIKOBOM KOJUIEKTHBE. Tak B BOCTOYHBIX KYJIBTYPaxX KypuyasBiIseTCs
CHMBOJIOM KpOMOTIMBOrO Tpyaa. OOpa3 «KIIOIOMICH 10 3EPHBIIIKY
KYPHIIBD» TOApa3yMeBall THIATEIbHYIO PaboTy, KOTOpPas B KOHEUHOM HMTOTE
JOJDKHA TIPUBECTH K JOCTHIKCHHIO pe3ynbTata. HecMoTps Ha TO, 4TO B
HApOJHBIX TPAAUIMAX KypHIlA, HeCyllas sina (CMMBOJ Hayajia Hada),
CUHTAETCS CHMBOJIOM OECKOHEYHOTO MPOIOIKEHHUS JKU3HH, CAMBOJIU3APYET
OMUTETBHOCTh U POAMTENBCKYIO JH000BEL (http://www.symbolarium.ru/),

CEeMaHTHUKA CPaBHEHHWi, BKIIOYAIONIMX OTOT KOMIIOHEHT, B OCHOBHOM
OTpUIIaTeNIbHAs, Kypulla - aieropuss HepactopomHocTH. CpaBHUBas
YeJloBeKa C KypHLEH, eMy MpPUIHCHIBAIOT TIIYNOCTh, CYETIMBOCTb,
OJIM30pYKOCTh, TPYCIHUBOCTH, OECIIOMOIIHOCTh W €Ille Psi HeraTHBHBIX
KadyecTB. Heckonbko MoJ00HBIX CpaBHEHHH XapaKTEPU3YIOT JCUCTBUS WIH
HACTPOCHUsSI 4YeJIOBEKa: «CHACTh, KaK Kypula Ha simax /[ Kak
KITyna»(CHICTh Ha OJJHOM MECTE TEpPIEINBO, J0JIr0, OCTOPOKHO) KIIUCATh,
Kak Kypuua yanoi», «blodes Huhny B Hemernkom. HexoTopeie cpaBHEHHS
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MMOCTPOCHBI Ha AHAJIOTUU TOBEACHHUS WM BHEUTHUX CBOWCTB KYPHUIBI U
YeNlOBeKa: «KaK OIIUIAaHHAs KypHIa» -0 KAJIKOM, TOIIEM YeIIOBEKe, «KaK
BapeHass / MOKpas Kypulla» - 00 amaTHYHOM, BSJIOM, H3My4YEeHHOM
4yenoBeke. B pyMBIHCKOM SI3bIKE MBI TaKXK€ BCTpeYaeM NaHHBI oOpa3 c
AHAJIOTUYHBIM KOHHOTATHBHBIM IIPU3HAKOM: «ca 0 giind/curca plouatdy»
OmnwuceiBasi COCTOSHHE BIIOONEHHOCTH, B Pa3HBIX JIMHTBOKYJIbTYpax
MpuOEeraoT K HMCMOIB30BAHUIO PAa3IMYHBIX KOHHOTATHBHBIX 00pa3oB. Tak
PYCCKHE TOBOPST «BIIOOJIEHA KaK KOIIKa», HO y (paHIly30B MOXHO OBITH
BITIIOOJICHHBIM JTHOO «KaK TETyX», TU00 «Kak o0e3bsHa». BeposaTHo, 31ech
HaIllJla CBOE OTPaKEHUE XPHUCTHUAHCKAS TPAIUIHSI OTHOCUTCA K 00e3bsHE C
OONBIIMM TONO3PEHHEM, OTOXKACCTBIAA €€ C TOPOKOM, CTpacTsMH,
WOJIOTIOKIIOHCTBOM M JIbSIBOJIBCKHMMH €pecsiMA. B 3amaJHOM HCKYyCCTBe
00e3psiHa ONUIETBOPSIET JUI[EMEpPHE, TPEXOBHOCTh, KOBAapCTBO, JICHB,
CTpeMJICHHE K POCKOIIH, MPECTYHHbIC HaMEpeHHs, MOXOTbh, XKaJHOCTh. B
CpemHHME BEKa [BIBOJI YacTO H300paxkalicsi B o0pase 0O0e3bsHBI
Nzo0paxenne o00e3bssHBI € S0JOKOM BO PTy CHMBOJU3HUPOBAJIO
rpexonagenre Anama u EBbl. DTO MOATBEpKIACTCS U TAHHBIMH HEMELIKOTO
si3pIKa: «an j-m einen Affen gefressen habeny, uto o3nauaer 6vims GezymHo
6m1007enHbiM. B XpUCTHAHCKON TpaJMIIUK CHMBOJIU3M IETyXa B 0OIIeM
mo3utrBeH. OH  SBISETCS CHMBOJIOM CBe€Ta H  BO3POXKICHUS,
MPOTHBOOOPCTBA ThME JIyXOBHOTO HEBEKECTBA, HO B 3alaJIHOM HCKYCCTBE
MeTyX MOXeT nepcoHuduimpoBars noxoms. Labckuii neryx (¢p.le coq
gaulois) - omHO W3 awieropuueckux Ha3BaHWi DpaHIMU — SBISETCS €€
CHUMBOJIOM. J[peBHUE pUMIISIHE Jlalli TaKoe Ha3BaHHE KeJlbTaM,HacesIBITUM
lannuio( Tepputopuio coBpemeHHOH Ppanumu, bembrum n CeBepHOii

Utamuu), mOTOMY YTO OHHM BCE OBUIM PBIKEBOJIOCHIMUA M OTHEHHO-PBDKHE
XOXOJNIKM WX HanomMuHanmn mnerymmusie rpebemku(I'puropsesa  2016:
112).CornacHo IpyruM UCTOYHHMKAM, APEBHHUE PUMIISTHE MPO3BAIN JAJICKUX
MPeIKOB (PaHIy30B «TaJUIaMK» «IETyXaMH» 32 WX BCIBUILYHUBBIA U
3aJIMPUCTHIA XapakTep. MeTKoe MPO3BUIIE MPKWIOCh W BIIOCIEICTBUU
M300paXKCHUE nemyxa-eaiiyca YTBEPAWIM B KadyecTBE OQUIHMAILHON
roCyJapcTBeHHOW dMOneMbl, a B JM0Xy Benwkod ¢paHIy3cKoit
OyprKya3HOU PEeBOIIOINK ero 00pa3 Bomapuiics B repoe rocynapcrsa. B XX
BEKE 2aunyca YacTeHbKO H300paXkalli B BUJE KapHKATYphl, BHICMEHBAS
ABaHTIOPU3M, 3aHOCYMBOCTH, 33JUPUCTOCTh U HETMOMEPHOE CaMOMHEHUE
(paniy3ckux monutukanoB.O0pa3 meTyxa oTpaxkaet Hatypy (ppaHIly30B U
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https://megabook.ru/article/%d0%af%d0%b1%d0%bb%d0%be%d0%bd%d1%8f%2c%20%d1%8f%d0%b1%d0%bb%d0%be%d0%ba%d0%be%20(%d1%81%d0%b8%d0%bc%d0%b2%d0%be%d0%bb)
https://ru.wikipedia.org/wiki/%D0%A4%D1%80%D0%B0%D0%BD%D1%86%D1%83%D0%B7%D1%81%D0%BA%D0%B8%D0%B9_%D1%8F%D0%B7%D1%8B%D0%BA
https://ru.wikipedia.org/wiki/%D0%A4%D1%80%D0%B0%D0%BD%D1%86%D0%B8%D1%8F
https://ru.wikipedia.org/wiki/%D0%A0%D0%B8%D0%BC%D0%BB%D1%8F%D0%BD%D0%B5
https://ru.wikipedia.org/wiki/%D0%93%D0%B0%D0%BB%D0%BB%D0%B8%D1%8F
https://ru.wikipedia.org/wiki/%D0%A4%D1%80%D0%B0%D0%BD%D1%86%D0%B8%D1%8F
https://ru.wikipedia.org/wiki/%D0%91%D0%B5%D0%BB%D1%8C%D0%B3%D0%B8%D1%8F
https://ru.wikipedia.org/wiki/%D0%98%D1%82%D0%B0%D0%BB%D0%B8%D1%8F

MOMHMO TaKUX YepT, KaK OTBAKHOCTh, FOPJCIUBOCTh, BCIBUILYUBOCTH UM
CBOMCTBEHHA TaJaHTHOCTh M 3a00TJIMBOCTH II0 OTHOIIEHHIO K JaMaM.
CpaBHEHUsI C KOMIIOHEHTOM 7emyX B PYCCKOM, TaKXKe XapaKTEPU3YIOT
3aJUPUCTOTO, PAWIMBOTO HYEIOBEKA: «3aJUPHUCTBIA KaK METyX», «KaK
MOJIO/ION METYX», «CHEMUThCS (HalIeTeTh APYT Ha Apyra) Kak [Ba MeTyxay,
«apaThes Kak meTyxu». COBEpIICHHO OYEBHIHO, YTO TAKTHKA TTOBEICHHS
KOIIKK ¥ TMeTyXa B [JAHHOW CHTYallMd COBEPIICHHO pa3Hasi, TO eCTh
CIIpaBeIIMBO TOBOPUTH O PAa3HBIX MOIEISAX MOBEAEHUS B PA3HBIX A3BIKOBBIX
xosutexktusax (https://ru.wikipedia.orq).

Kak mokazan aHanu3, CO3HaHME YeJIOBEKAa BCErNa JTHHYECKH

00YCIJIOBJICHO, TOCKOJBKY B OCHOBE MHPOBOCIPHATHS Ka)KIOTO Hapoja
JISKUT CBOSI CHUCTeMa LIEHHOCTEH, TMpEIMETHBIX 3HAYCHUH, COIMAaIbHBIX
CTEPEOTHIIOB, KOTHUTHBHBIX CXeM. SI3BIKOBasi JMYHOCTh KaK HOCHUTENb
STHUYECKH OOYCJIOBJICHHOIO CO3HaHuUs, (opMupyeTcss B OOIIECTBE B
Ipolecce COLMANM3ALMM, NPHOOpeTas NpPH OSTOM HEKYI0 CUCTEMY
HaIlMOHAJHbHO-MAPKUPOBAHHBIX KOOPJMHAT, B KOTOPOH HMEIOT MECTO
KBl «BepX /HM3», «mwmoc / muHyc» (Kpacupix2002:17).ITockonbky
OCBOCHHE HOCHUTEJIEM f3bIKa KYJbTYpPhI, MU(OB, CKa30K, PEIUTHO3HBIX H
XYZO)KECTBEHHBIX TEKCTOB SIBISIETCSI OCHOBOW JJIsl  (DOPMHPOBAHUS
KYJIFTYPHO-I3bIKOBOIl ~ KOMIIETEHIIMH, PEaJM30BaHHON B CEMaHTHKE
YCTOMUYMBBIX  SI3BIKOBBIX ~ BBIP@KCHUH,  CYIIECTBYIOIIUX  CTOJIETHS,
COXPaHMBIINX UCTOPHYECKUE U KYJIbTYPHBIC JIAHHBIC O Pa3HBIX PEaTHsX, U
VKa3blBAIOLIME€ HAa TECHYIO CBS3b S3bIKA C MHPOBHICHHEM U
MUPOIIOHUMAaHKNEM OIIPEITICHHOT0 Hapoia, 0e3yCIOBHO, UMEHHO 0Opa3HbIe
JIEKCUYECKHE EIUHMLBI T.e. (pa3eosloTu3Mbl M YCTOHUMBBIE CPaBHEHUS
MPEACTaBISIIOT UHTEPEC ISl UCCIISIOBAHUS C JIMHTBOKYJIBTYPOJIOTHIECKUX
THO3UIIUH.
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METAFORE ANTROPOMETRICE iN LIMBA ROMANA
ANTHROPOMETRIC METAPHORS IN ROMANIAN

Elena LACUSTA,
conf. univ., dr.,
Universitatea de Stat ,,Alecu Russo” din Balti

Abstract: The article presents the anthropometric principle in designating and
knowing the reality. Two perspectives of the metaphorical transfer based on the
anthropometric principle are proposed: from the human to the extrahuman field
and vice versa. It is illustrated with elements of (folk) metrology where somatisms
with proper meaning function as units of measurement (foot, palm, toe etc.); the
metaphorical meanings from dictionaries are presented and the existence of an
anthropometric somatic symbolism in phraseological contexts is demonstrated.
Keywords: anthropometry, metaphor, somatism, phraseological unit, (folk)
metrology.
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0. Antropometria (< limba greaca: anthropos, ,,om” si metron,
,,masurd”) este o metoda de cercetare prin care se realizeazd mdsurarea
corpului uman sau diferite parti ale acestuia.

Cu sensul sau propriu, termenul functioneazd in criminalistica
(tehnicd a masurdrii diferitelor parti ale corpului omenesc si studiu al
proportiilor corpului omenesc, aplicat in special la criminali sau delincventi,
in vederea identificarii lor (MDA 2002)) si medicind (desemnand tehnicile
de masurare a copiilor, de stabilire a raporturilor dimensionale ale fatului)
etc. Antropologia a construit o ramura distinctd numita antropometrie, iar
studiile de design ergonomic se bazeaza pe diverse masuratori ale corpului
uman pentru elaborarea optimd a tuturor produselor dependente de
proportiile corporale (scaun, birou, cabina masinii etc.), in vederea
confortului (fizic in primul rand) si minimului de spatiu.

Filosofia si lingvistica preiau termenul in scopul desemnarii unei
manifestari a antropocentrismului (conceptie filozofica potrivit careia omul
este centrul si scopul universului (MDA 2002)), ce are ca efect
antropomorfismul sau serveste drept baza pentru antropomorfism (credintd
misticd prin care se atribuie lucrurilor si fenomenelor naturii insusiri si
sentimente omenesti. (MDA 2002)) (Temuss 1988, passim). Principiul
antropometric constd in constientizarea omului ca el este masura tuturor
lucrurilor, astfel masurdnd toate formele de ,,a fi”, toate ,,stirile de lucru”,
prin raportare la el, sau prin prisma experientei sale.

Daca in sens general antropometria implica masurarea dimensiunilor
corpului uman, in sens specific (lingvistico-filosofic) semnificatia se
extinde, atribuind dimensiuni (derivate din domeniul somatic sau uman, in
general) lucrurilor ce inconjoara fiinta umana si pentru care nu are etalonul
sau unitatea de masura potrivitd, in contextul cognitiv si pragmatic concret.
In asemenea mod, principiul antrpometric functioneazi in sistemul de
unitati de masura — palma, cot, picior, deget, stat de om etc., — dar,
totodata, este si bazd pentru multe metafore care numesc necunoscutul
(inclusiv amorf, abstract) prin cunoscut (cel mai bine de catre om — propriul
corp) — o mdnd de (cantitatea — o mdnda de ajutor, o mdnd de oameni, 0
mdna de carte), dimensiunea — o mdna de om, cdt privesti cu ochii, sub
mdnd, la doi pasi (spatiul), cdt sa te scarpini la un ochi, cdt ai zice peste,
cat o viata de om (timpul), (a lucra) cot la cot, nas in nas (relatii) etc.).

Lingvistica extinde acest termen pand la identificarea lui cu una din

188



ratiunile existentei limbajului, considerdind cd ea insasi (lingvistica)
cerceteaza masura realitdtii fenomenale realizatd prin cuvant. A se vedea in
acest sens teoriile esentei limbajului la Humboldt (si toate derivatele
acesteia despre tabloul lingvistic al lumii): ,,esenta limbii consta in faptul de
a turna materia lumii fenomenale in forma ideilor” (Humboldt 2008: 15), la
Leo Weisgerber: ,,Cuvantul este un intreg sonor-conceptual, un mijloc
lingvistic prin care e conceput un decupaj de realitate” (Weisgerber 1973:
219), la Eugeniu Coseriu, care afirma in studiile de filosofie a limbajului ca
omul, prin limbaj, decupeaza si delimiteaza realitatea sau starile de a fi:
»€Xistd o dimensiuiie obiectiva a limbajului, ca, intr-un sens care rimane de
stabilit, limbajul corespunde fiintei si ca limbajul este — cum de altfel spune
Platon intr-un pasaj care n-a fost subliniat destul —, ca fiecare cuvant este
diakritikon thes ousias, adica este «delimitator al esentei»” (Coseriu 2001-
2002: 76); sau, la fel, ,,E limpede ca lumea existd, pentru ca limbajul
organizeaza, stabileste el ser «fiinta», nu el existir «existenta». Asta
inseamna ca limbajul nu creeaza arborii, ci 1i delimiteaza ca arbori, intr-0
limba. Alta limba ar putea delimita aici ceva ca o parte de plantd in general,
de exemplu, sau ar putea sa nu aiba arbore, ci sd aiba numai specii de ceea
ce noi numim arbore, sau sa aiba diferite tipuri de arbori, ca romana, care
are trei: arbore, copac si pom.” (Coseriu 2001-2002: 119)

Din acest motiv, antropometria este consideratd unul dintre cele mai
productive mecanisme de formare a tabloului lingvistic al lumii, deoarece
implicd experienta (de cunoastere, inclusiv prin limba) a realitdtii de catre
subiectului creator de vorbire (intr-o limba concretd). Prin urmare, in
decuparea, delimitarea si trierea realitatii, vorbitorul se va servi de propria
limba (realitatea cunoscutd deja prin limba), stereotipuri (viclenia, de
exemplu, este asociatd wvulpii, Incdpatanarea — magarului), diverse
experiente proprii etc. Totodata, comensurabilitatea om-univers permite
desemnarile precare, abstracte sau ale necunoscutului prin transfer
metaforic:

a. din domeniul uman in cel extrauman: ,,... romaneste plaiul are
un picior, moneda o buzda, carul 0 inimd, pamantul o sprdnceand, ziua 0
geand, (geana zilei = aurora); asemenea un ochi de lant, (= inelus), de sticla
(= geam) sau de funie (= lat); clopotul are o limbda si cosciugul o pleoapd (=
capac).” (Saineanu 1999: 152)
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b. 1in domeniul uman din cel extrauman: cu totii avem ,,in gat un
bob de strugure (uvula), si in exterior un mar (al lui Adam), muschii nostri
sunt soricei (de la lat. musculus< mus = soarece)” (Coseriu 2009: 194), pe
piele avem alunite sau alunele si la inimd un vierme, in cap greieri sau
gargauni etc.

Mentiondm cd ambele perspective sunt, de fapt, complementare in
sensul cd, delimitand, de exemplu, magarul ca fiind incapatanat si numind
omul ca fiind magar, se realizeaza ambele directii simultan: magarului
masurandu-i-se starea de a fi printr-o caracteristica umana si, totodata,
omului i se atribuie (masoara) incdpatanarea prin raportare la acea stare de a
fi a magarului (fie aceasta si etichetata doar (de mitologie, basme, legende,
proverbe etc.), fara posibilitatea probarii ca atare, fatd de alte calitati ale
magarului: bleg, de povara etc.).

1. Manifestarea directd a principiului antropometric din prima
perspectiva (dinspre om spre extra-uman) o constituie unitatile de masura
somatice, care, initial, functionau ca tehnicd metrologica reala, iar mai apoi
cunosc si utilizari, uneori exclusiv, metaforice, alaturandu-se unui
simbolism somatic destul de productiv.

1.1. Ca tehnica metrologica,
urmdatoarele somatisme:

cu sens propriu, functioneaza

somatismul tehnica | unitate/ Utilizari metaforice

instrument de

masura
mdnda > Cantitate  de Metasemie similativa:
manusa, fire de canepa, de Unelte sau obiecte de gospodarie sau
literal mdna | in etc. legata, cat | parti ale acestora care se aseamind, ca
micd se poate cuprinde | formd si functie, cu mana (MDA): mdna
(Saineanu) dintr-o datd cu | carului (leuca); mdinile sacului: Fiecare

palma  deschisa
(MDA), cu un
diametru de 10-
12 cm (Saineanu).

Lat de mdna:
in sec. 18 era egal
Cu aproximativ 82
mm.

dintre cele doua brate laterale, facute din
nuiele, pe care se intinde plasa sacovistei;
mdinile  cutitei:  fiecare dintre  cei
doisprezece pari, lungi de 3-4 m, care
sustin peretii cutitei. (MDA)

Poate fi amintit aici si sinonimul labd
care, pe langd desemnarile metaforice
sinonime cu mand, are o arie largd de
metafore in fitonimie: laba-mdtei, laba-
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ursului, laba-de-iepure etc.

Metasemie implicativa:

Unelte sau obiecte de gospodarie sau
parti ale acestora care se apuca si se
manevreazd manual: fiecare dintre cele
doua lemne laterale ale codarlei la car;
intinzatoare la car; speteaza dintre
coarnele plugului; schimbatoare la plug;
manerul la coasd; chingd a capriorilor la
casd; maner al ferastraului; maner al
coarbei; maner al sfredelului; sul sau
scripete al fantanii; mdinile jugurilor:
lemne lungi cu ajutorul carora se tin si se
manuiesc jugurile lesei;

mdna curentd: balustrada. (MDA)

picior Unitate de Metasemie similativa:
masura pentru Picior (al unui zid, al unei constructii
lungime, egala cu | etc.) zona mai larga de la baza unei forme
30,48 cm, folosita | de relief inalte, deal, munte, pisc etc., baza,
si astdzi In unele | poald; fiecare dintre elementele pe care se
tari; sprijind partea de jos a unei mobile sau
picior  cubic: | capul unei unelte; parte de jos, alungit,
Unitate de masurd | prevazutd cu un suport, care sprijind corpul
a volumului egala | unor obiecte; fiecare dintre stlpii pe care
cu volumul unui | se sprijina podul morii de apa; fiecare
cub cu latura de | dintre cele doud lemne lungi ale scarii
un picior. (MDA) | mobile, pe care se fixeaza fusceii.
Metasemie implicativa:

Fiecare dintre  vergelele sau
scandurile  orizontale care formeaza
treptele unei scari. (MDA)

palmd Unitate de Distantd sau suprafatd foarte micd din
masura pentru | ceva: a fi de sapte palme in piept (a fi om

lungime, folosita
in trecut, egald cu
aproximativ. = 25-
28 cm,
corespunzand

distantei  dintre

voinic); a fi de sapte palme in frunte (a fi
foarte destept);

batator de covoare. (MDA)

De o palma: de dimensiuni neobisnuite,
foarte mic sau foarte mare (in raport cu cat
ar trebui sau cat ne-am astepta sd fie).
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extremitatea
degetului  celui
mare si a celui
mic, bine Iintinse
lateral.

Palma
ingenuncheatd
(sau domneasca):
veche unitate de
masurd pentru
lungime, mai
mare cu
aproximativ 3 cm
decét palma.

Palma proasta
sau de om de

mijloc (0,205-
0,255 m).

Un lat de
palma — latimea
palmei cand

degetele sint lipite
unul de altul.
(DLRLC)
Palmac: in
Moldova
medievala
echivala cu 3,48
Ccm sau cu a opta
parte dintr-o
palma (MDA).

(DLRLC)

in fitonimie: palma-cu-spini palma-
Sfintei-Marii; palma-Maicii-Domnului
palma-pamdntului;
palma-voinicului.

palma-talharului;

deget

Veche unitate
de masura a
lungimii, egala cu
aproximativ 25 de
milimetri. (MDA)

Piesd componenta a aparatelor de taiere
la cositori, seceratori, combine de cercale
etc., care separa si sprijind plantele in
momentul taierii. (MDA)

in fitonimie:

cinci-degete [Sédineanu]; iarba-degetelor;
degetul-rosu. (MDA); sapte-degete
[DLRLC]
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limba

Metasemie similativa:

Nume dat unor obiecte, instrumente etc.
care seamdna formal sau functional cu
limba: bard mobila de metal, agitatd in
interiorul clopotului, care, prin miscare,
loveste peretii lui, facandu-l sa sune;
fiecare dintre aratitoarele ceasornicului;
pendulul unui orologiu; obiect de metal, de
os, de material plastic etc. care inlesneste
incéltarea pantofilor; bucatd de piele, de
panza etc. lunga si Ingustd, care acopera
deschizatura incaltamintei in locul unde
aceasta se incheie cu siretul; lama de metal
a unui cutit, a unui briceag etc.; flacara de
formd alungitd; fasie de Iumina care
strabate intunericul; fasie lungd si Ingusta
de pamant, de padure etc.

in fitonimie: limba-apei, limba-soacrei.
(MDA)

Metasemie implicativa:

Prizonier folosit ca informator asupra
situatiei armatei inamice.

schioapa

Masura
populara de
lungime, egald cu
distanta de la
varful degetului
mare pind la
varful degetului
aratator, cand cele
douad degete sunt
bine indepartate
unul  de altul.
(DLRLC).

Masura de
lungime, folosita
de tesatoare, egala
cu distanta de la
mijlocul pieptului

Dimensiunea mai micd sau mai mare
decat cea normala: de-o schioapd sau cdt o
schioapd. (DLRLC); la o schioapa: foarte
aproape (MDA).

193



pana la varful
degetelor de la
mand, bratul fiind
bine intins lateral.

(MDA)
Unealta de
tamplarie in

forma literei H,
CuU un picior mai

scurt, care
serveste la liniat.
(MDA)

Pas, pasi Masura de Pas cu pas: rand pe rand, mereu; la tot
lungime (de 4-6 | pasul saula fiecare pas: pretutindeni,
palme) necontenit; niciun pas: deloc; pas inainte:

echivalenta cu
distanta dintre
picioare in mersul
obisnuit al unui
om. (DLRLC)

A da cu pasul:
a masura un teren.
(DLRLC)

Distanta  intre
doua elemente
consecutive
identice ale unui
sistem tehnic,

masurata in
directia in care se
repeta
elementele.

pas de
filet sau : distanta
dintre laturile

paralele a doud
spire consecutive,
masurata de-a
lungul axei

progres; pas inapoi: regres; la doi pasi:
aproape.
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filetului;

Unealta de
lemn in forma de
compas, folosita
in dulgherie,
rotarie,  dogérie
etc. (MDA)

Concurenta dintre metalimbajul metrologiei stiintifice si termenii
metrologiei populare a generat resemantizarea sau metaforizarea ultimilor.
Astfel avem expresii ca: o palma de ..., care desemneazad o suprafatd sau
distantd mica In general. Cel mai des se utilizeaza expresiile: o palma de
pamant (pentru suprafatd), o palma de loc (uneori, pentru distantd). Exista
si utilizari remetaforizate: SCM Universitatea Craiova, la o palma de
calificarea in play-off-ul Ligii Balcanice.
(https://baschet.ro/articole/analiza/scm-universitatea-craiova-la-o-palma-de-
calificarea-in-play-off-ul-ligii-balcanice.)

Transferul metaforic somatic-extrasomatic se bazeazia pe ceea ce
Vasile Bahnaru (Bahnaru 2009: 193, 217) numeste metasemie similativa
sau implicativa. Multe realitati sunt desemnate metaforic prin somatisme,
datorita identificarii, pe de o parte, a diverselor similitudini (de forma,
functie, topografie, importanta etc.) cu elementele corpului uman, sau, pe de
alta parte, a relatiilor de contiguitate (vecinatate) cu acestea.

Metasemia similativa este mult mai productiva, deaorece obiectele
denumite metaforic cu somatisme se considera comensurabile in ce priveste
forma, lungimea, latimea, addncimea, functia etc. Totusi, pentru metafora
mdnd, metasemia implicativd o depaseste numeric pe cealaltd. Acest lucru
deriva si din numarul mare al instrumentelor, uneltelor manevrate cu mana.
Tot din aceste considerente somatismul mdana devine sinonim cu mdner.

1.2. Antropometria in frazeologie dezvoltd o metrologie somatica
destul de productiva. Astfel, partile corpului omenesc devin punct de
referintd/ etalon 1n stabilirea dimensiunii, densititii, capacitatii, masei,
proportiilor nu doar a entitatilor materiale, dar si a entitatilor abstracte sau
amorfe. Totodata, acestea devin masura a calitatilor (actiunilor, entitatilor)
si a actiunilor. Acest lucru poate fi observat in expresiile frazeologice
romanesti, In care somatismele dezvoltd un adevirat simbolism somatic
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pentru domenii Intregi.

1.2.1. Ilustrativ in acest sens este somatismul nas, care simbolizeaza,

in contextele frazeologice, dimensiunea sociald a omului. Aceasta parte a
corpului este raspunzatoare de statutul si ipostaza sociald a omului. Nasul,
deci, este masura pentru:
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statutul social. In relatia cu celilalt, nasul, sau mai concret, lungul
nasului, sau gradul de ridicare a lui, masoara pozitia in comunicare si
actiuni. Astfel ca In limita lungimii nasului, omul are dreptul de a
actiona si de a-si stabili pretentiile si nevoile Tn lume.

Spatiul personal. Tot lungul nasului contureaza si o zona proprie (Sub
nas, nu mai departe de lungul nasului, nas in nas etc.), mult mai
personald decat cea conturatd de ochi (in ochii mei, sub ochii mei).
Conditia pentru o buna functionare a acestei zonei masurate de nas e sa
fie bine si obiectiv cunoscutd. Nesatisfacerea acestei conditii e
interpretatd ca tentativa la spatiul privat al celuilalt: a-si lungi nasul: a
deveni prea indraznet, a se obrdznici. Din acest motiv nasul este
asociat cu curiozitatea si indiscretia: a-si bdga nasul unde nu-i fierbe
oala; a-si bdga nasul. Depasirea acestei zone se termina fie cu taierea
(scurtarea) nasului (a taia din nas), fie cu lasarea acestuia in jos (a
pleca nasul). Intersectarea a doua spatii private nu este niciodatd
intentionata si din aceastd cauza e neasteptatd: a da nas(ul) cu cineva:
a se Intdlni cu cineva pe neasteptate (si fard a dori); (a se intalni) nas in
nas (cu cineva). Totodata, cunoasterea strictd a zonei de sub nas
desemneaza naivitatea: a nu vedea mai departe decdt lungul nasului: a
fi prost sau limitat din punct de vedere intelectual. Aceeasi idee este
intarita si de imaginea lucrului ce trece pe sub nas si nu este observat
pentru a fi exploatat: a(-i) trece (cuiva) pe la (sau pe ldnga) nas: a(-i)
trece pe dinaintea ochilor, a pierde un prilej favorabil. Ca tentativa la
spatiul celuilalt prin depasirea zonei proprii este interpretatd si
imaginea fiinfei umane ce nu-si vede sau isi neglijeaza propria zona,
dar face referire la alte persoane: sub pdadure vede, da sub nas nu vede.
caracteristici sociale/ interpersonale. in acest domeniu semantic nasul
functioneaza ca indiciu al curiozitatii, indiscretiei (mentionate mai
sus), al trufiei, mandriei, Ingdmfarii si increderii exagerate in sine, de
unde si ideea unei libertafi exagerate in relatia cu celalalt (Scriban
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1939): dupa ce e sarac, mai e si cu nasul pe sus; nu umbla cu tdifna-n
nas (Pann 1976); a-i cddea (sau a-i pica) nasul cuiva: a-si pierde
indrazneala sau ingdmfarea, a ramane rusinat, umilit; nu-fi cade (sau
pica) nasul dacad...: nu ti se Intdmpld nimic, nu-ti pierzi demnitatea
daca...; a-i da cuiva cu luleaua pe la nas; a nesocoti; a dispretui; nu-i
ajungi (nici) cu prdjina (Sau stramurarea) la nas: a fi foarte increzut
sau a fi foarte ingdmfat; (a umbla sau a fi, a se tine) cu nasul (pe) sus:
a (fi) increzut, sfiditor; obrazului fard nas ii sti rau; Isi gdseste fard
voie / Lungul nasului sa-i moaie (Pann 1976); I sa moaie nitel nasul
cel de ofel (Pann 1976).

1.2.2. Metafore antropometrice pot fi identificate si 1In

frazeologismele cu somatismul mdna. Astfel, acesta functioneaza ca unitate
de masura pentru:

Cantitate: cu o mdnd ca s-0 mie: in cantitati mari; o mdna de bani:
multi bani; o mdnd de oameni. foarte putini; o mdnd de carte: foarte
putind stiinta;
Calitate: de toata mdna, de toate felurile, de toate categoriile. Acest
sens 1l capdta si expresiile in care somatismul e insotit de numeralele
ordinale: de prima mdna: foarte bun; de mdna a doua: de proasta
calitate;
Lungime-durata: de la mdnd pdnd la gura: foarte repede, in timp foarte
scurt. De la sensul acestui frazeologism — distanta, durata foarte mica —
se mai construiesc, printr-o metaforizare secunda, urmatoarele imagini
antropometrice: incapacitate, prostie umana: a uitat de la mana pana la
gura; decadere, pierdere; de la mana pana la gurd pierde imbucdtura
(Zanne 2003-2004).
Spatiu (in special aproape), din care deriva ideea de usor, accesibil: cdt
sd ajungi cu mdna); sub mand, la indemdna,; la mdna etc.
relatie intre oameni, Tn locutiuni si expresii sugerand insotirea, legatura
intima sau potrivirea: de-a mdna: apropiat (MDA 2002); colaborarea:
de-a mdna (in legatura cu lupte): corp la corp (MDA 2002); mdnd-n
mana: in perfect acord; a fi bun sa se ia de mand cu cineva: a Se
potrivi, a se asemana cu Cineva. A cere mana: a cere in casatorie, a fi la
mdna cuiva.

1.2.3. Degetele construiesc imagini pentru exprimarea:
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o Cantitatii (mici): cdt s-ar scurge printre degete; 7i numeri (sau i poti
numdara) pe degete: foarte putini; de un deget: mic/ mare.

o a calitatilor, defectelor: a avea degete lungi sau a fi lung in (sau la)
degete: a fi hot, a fura; a fi (sau a ramdne) gol ca degetul (sau ca
degetul de gol): a ajunge foarte sarac; a ramdne (numai) cu degetul: a
ramane foarte sarac.

e Cunostintele, experienta: a sti, a cunoaste (ceva) pe degete: a sti, a
cunoaste foarte bine.

e (in)activitatea: a da din deget: a fi viu; a nu misca (mdacar) un deget: a
ramane pasiv cand trebuie sa rezolvi o problema, a nu ajuta pe cineva.

e Spatiul: @ nu ramdne loc nici sd pui degetul: a nu ramane niciun pic de
loc; a se ascunde (sau a se da) dupd (propriul) deget: a cauta in zadar
sd-si ascunda o vina evidenta.

e Valoarea: a schimba (pe cineva) cu degetul cel mic; a nu ajunge cuiva
nici la degetul cel mic: a fi cu mult inferior cuiva.

1.2.4. Pornind de la o reprezentare comund a topografiei corpului
omenesc, dar si a celui animal, pe care toti vorbitorii, indiferent de limba in
care comunicd, o au, capul reprezintd un detaliu al sistemului corporal situat
in partea de sus, pentru corpul uman, sau in partea din fata, pentru animale,
determinandu-i ipostaza de etalon pentru extremitate, varf, top, Inceput,
sfarsit si derivatele: nucleu, valoare etc. Vom incerca o inventariere a
metasemiilor somatismului cap cu valoare antroponimica in contexte
frazeologice.

Ca detaliu topografic uman somatismul cap construieste imaginea din
expresia din cap pdna-n picioare. Aceastd imagine include trasatura
semantica verticalitate, valorificata intr-0 serie de frazeologisme ce descriu
o spatialitate verticala, un varf: capul pieptului: partea de sus a sternului,
unde Incepe pieptul; a sta in capul oaselor.

Capul devine referintd si la conturarea extremitdtii orizontale, a
limitei, hotarului: nu-i (un) cap de tara: nu-i nimic grav, nici 0 nenorocire;
cap de tard: margine de tara, hotar.

Aceeasi imagine este realizata si in legatura cu sirul de elemente: cap
de coloana: cel sau cei care stau in fruntea coloanei; cap de afis (Sau cap de
lista): primul nume dintr-o lista de persoane afisate in ordinea valorii lor;
din (sau de la) cap: de la inceput, de la inceputul randului.
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Cu valoare de extremitate, capul realizeaza si imagini temporale, in
care functioneaza ca inceput — din capul locului: inainte de a incepe ceva;
cap de an (sau de saptamdnd, de iarna etc.): inceputul unui an (sau al unei
sdptamani etc.); sfargit — a 0 scoate la cap: a sfarsi (cu bine), sau nucleu —
in cap de noapte sal in capul noptii: dupa ce s-a intunecat bine.

Limita in general, ca sinonim al extremitatii, este masuratd in
urmatoarele constructii: cap in cap (dupa numerale): exact, fix, intocmai;
N-are nici cap, nici coadd.

Si calitatea poate fi masuratd cu ajutorul imaginii capului ca
extremitate superioara: Cu un cap mai sus: (cu mult) mai sus, mai mult, mai
destept, mai reusit, mai bine, dar si capul mesei: locul de onoare la masa.
Fara a neutraliza nuanta calitatii, imaginea capului functioneaza si ca
element exponential, reprezentativ dintr-un sir sau grup: a fi in capul
bucatelor, sau cap de familie: barbatul care reprezinta puterea familiald si
parinteascd; capul legii: preot, ultimele doua sincronizand metaforic si
valoarea de organ esential care coordoneazad cu intregul sistem. La fel si
pestele de la cap incepe sa se strice; pestele de la cap se-mpute; mai bine
cap la sat, decdt coadd la oras; de atunci e rau in lume, de cand a ajuns
coada cap; coada cap cdind ajunge crede ca poate impunge; tdacerea, capul
filozofiei este.

2. Cealalta perspectiva antropometrica (univers-om) poate fi ilustrata
cu transferuri metaforice din diverse domenii in desemnarile diverselor
dimensiuni ale umanului. Primeaza numeric, bineinteles, domeniile aflate in
directd legdturda cu experienta omului, functionand aici ca metafore
fitonimele, zoonimele, diverse unelte agricole sau din gospodarie etc. Unele
metafore nu mai sunt percepute ca atare, tocindu-se si pierzandu-si
conotatia respectiva. E si cazul lui muschi de la latinescul musculus < mus
»soarece”. Metasemia se datoreaza unei asemandri de forma si flexibilitate.
La fel si cuvantul falca (maxilarul sau mandibula) < lat. falx, falcem
,»secerd”: transferul metaforic de la secera la falca se explica prin forma
caracteristica a mandibulei (cf. sard. cavanu ,,mandibula”, cavana ,,secerd”
(DER).

2.1. Seria onomasiologicd a conceptului cap si craniu, intocmita de
Nicolae Felecan (Felecan 2005: 24-25), contine suficienti termeni care
ofera indici antropometrici pentru acest organ, sugerand sau desemnand,
totodata, si alte manifestari umane in care somatismul cap functioneaza ca
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simbol ce le reprezinta: boaca: a nu sti (sau a nu pricepe) (nicio) boaca, a fi
tare de boaca; bostan: a facut dupd cum i-a trasnit prin bostanul lui cel sec;
ridiche: i-a frecat ridichea; tartacuta: a (nu)-/ duce tartacuta de ceva; bec:
nu-l duce becul la mai mult; bila: a-l durea bila; borcan; butoi; caldare;
ciubar: (vas mare facut din doage de lemn).: a-i lipsi o doaga; cofa; cupa:
cupd goald, cutie: cutie craniana; gamalie: du-te acasd, tu, Marie, i te ld pe
gamalie; maciuca: N-ai nimic in mdciucd; moaca; container: a ramas greu de
container.

2.2. In acest transfer metonimic un rol important il au stereotipurile
(fixate in limba si in alte forme de culturd), care, de rdnd cu experienta
directd cu realitatile, genereaza, pe de o parte, antropometria metaforica si,
pe de alta parte, sunt rezultatul principiului antropometric in desemnarea-
cunoasterea lumii. Or, omul cunoaste realitatea prin sau raportind-o la
stereotipuri diverse, la niste ,,cunoasteri” preexistente actului individual de
cunoastere, depozitate in mental, imaginar. Tot din aceste constructe sunt
compuse si metaforele zoonimice pentru masurarea omului si a diverselor
manifestari ale acestuia.

La nivel lexical metaforele zoonimice functioneaza ca:

a. Desemnari ale fiintei omenesti (cu conotatia negativa sau, uneori,
pozitiva): balena - om gras; bivol - om greoi, grosolan si lipsit de
sensibilitate; catdr - om incdpatanat, bufnitd - om inalt, slab si lipsit de
eleganta etc., om cu ochi mari; cidprioara - femeie elegantd; ciocarlan -
persoand mandra si infumurata; corb - care are culoarea penelor de corb;
hiena - persoand care comite fapte nedemne, ticalos, marsav, gasca - femeie
creduld sau proastd; gaitd - femeie guraliva si cicilitoare; porumbita -
femeie iubita; lebada - femeie eleganta si gratioasd; furnicd - om harnic si
sarguincios; soim - barbat viteaz; leu - om voinic §i puternic; cioard -
persoana cu parul si pielea de culoare inchisa; vipera - persoana rauticioasa
si plind de venin. (Bahnaru 2009, passim)

b. Desemndri metaforice ale comportamentelor umane, faptelor
umane si/ sau ale calitétilor acestora:

Porcarie: fapta sau vorba grosolana, indecentd, necinstitd. (MDA
2002)

Cainos: (despre oameni si manifestarile lor) rau la inima (ca un
caine); crud, hain, neinduplecat, pizmataret, rau. (MDA 2002); ca cinele cu
dusmanii stapinului lui, crud, nemilos. (Scriban 1939)
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Vulp(ar)esc: siret, viclean, ingelator. (DLRLC 1955-1957)

c. Intensitatea manifestari unei calitati: bestial/ fioros de: ,,Cornulete
umplute — bestial de gustoase.”

(https://in.pinterest.com/pin/824088431793750802/); ... cert € ca am
vazut treizeci de minute fioros de plictisitoare si nici nu-mi dideam seama
exact ce aveam sa simt ...” (Pdna cdnd m-a cunoscut de Julian Barnes).

d. Desemnadri ale calitatilor proceselor: cdineste, iepureste, poceste,

mdgareste etc.

e. Desemnari metaforice ale actiunilor:

Latra (despre oameni) a vorbi mult, fard rost si pe un ton ridicat.
(MDA 2002)

Mieuna: a se vaicari. (MDA 2002)

zbiera: (Despre oameni) A striga. tare; a tipa, a racni., urla, chitdi,
ciripi. (DLRLC 1955-1957)

Aici putem aminti si antroponimia, al carui inventar deriva si din
zoonime, initial etichete, supranume (in baza unor stereotipuri), apoi
antroponime. ,,Supranumele (...) relevd mai pitoresc si pregnant, prin
metafore, caracterul fizic sau moral al persoanei, o deprindere, un gest, un
cuvant spus la un moment dat, o atitudine. De natura trecatoare la Inceput,
supranumele urmareste pe ins cu tenacitate pina cind el insusi, biruit, il
acceptd, 1l lasd mostenire vrind-nevrind, «schimbind porecla in nume» (...).”
(Constantinescu 1963: 50)

Functionand (prin somatic, stereotipuri sau experienta proprie de
cunoastere dinaintea actului individual de cunoastere etc.) ca masurd a
starilor de a fi, omul construieste astfel o viziune proprie asupra lumii.
Aceastd viziune are manifestdri generale (unei comunitati) sau chiar
universale, in virtutea structurilor universale de gandire, universalitatii
(topografice, functionale etc.) somaticului, experientelor extrasomatice
universale etc. Urmarind acest raport se pot realiza studii despre specificul
unei comunitati, despre mentalul acestora. Demersul permite si dezvaluirea
mecanismelor complexe de cunoastere si gandire, a raportului dintre limba
si gandire etc.
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LES CHANGEMENTS PHONETIQUES ET LEUR ROLE
DANS LA REALISATION DU PRINCIPE DE L'ECONOMIE
LINGUISTIQUE

) Lucia BALANICI,
Université d’Etat ,,Alecu Russo” de Balti

Rezumat : Intr-o lume conceputid drept un sit planetar unde mijloacele de
comunicare moderne reduc tot mai mut spatiul intre oameni, societatea este in
continud cautare a tot ceea ce poate duce la atingerea scopului final repede si cu
putin efort. Nici domeniul limbajului uman nu scapa tendintei de a recurge la
mijloace care ar putea reduce timpul si spatiul. In acest articol ne propunem o
tentativa de analizd a unor mijloace lingvisticecare permit a spune lucruri multe,
dar care solicita un minimum de timp si efort. Vom examina in deosebi schimbarile
fonetice, care afecteaza planul expresiei al semnului lingvistic, si rolul acestora in
realizarea si asigurarea principiului economiei in limba.

Cuvinte-cheie : principiul economiei lingvistice, economie sintagmaticd, economie
paradigmaticd, schimbare fonetica, abreviere, apocopd, aferezd, acronim.

La culture actuelle exige de plus en plus une communication efficace,
explicite, mais qui soit concise, laconique et claire. Sur le plan linguistique,
cela s’explique par le recours & des procédés d’économie phonétiques,
morphosyntaxiques et lexicaux. Dans cet article on se propose d’étudier
certains phénomeénes linguistiques qui permettent de dire beaucoup de
choses avec peu de productions langagieres sonores (ou écrites) et, donc, en
peu de temps, c’est-a-dire des phénomeénes ou des moyens phonétiques qui
assurent et contribuent a la réalisation du principe de I’économie
linguistique.

Le terme d’économie linguistique apparait pour la premiére fois dans
’ouvrage d’André Martinet Economie des changements phonétiques, qui
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s’est précisé au cours des années, remplacé assez souvent par le savant avec
les termes inertie ou moindre effort. Faisant référence a la loi du moindre
effort, adoptée par le linguiste américain George Kingsley Zipf, A. Martinet
affirme que 1’économie est une réalité que ’on devine a tout instant au
travail dans les systémes linguistiques: « 1’évolution linguistique en général
peut étre congue comme régie par 1’antinomie permanente des besoins
communicatifs et expressifs de I’homme et de sa tendance a réduire au
minimum son activit¢ mentale et physique (...)». Le comportement
linguistique sera donc réglé par ce que Zipf a appelé le ,,principe du
moindre effort”, expression que nous préférons remplacer par le simple mot
»economie” (apud, Peeters 1992 : 45).

Le linguiste frangais André Martinet considére que 1’économie de la
langue est « une cause interne des changements linguistiques au sein du
systéme, c’est-a-dire, une tendance interne du langage comme activité
humaine, de choisir et d’imposer les formes et les structures qui attestent
une consommation minimale d’énergie de la part du locuteur » (Martinet
1970 : 227). Le savant estime que le principe de 1’économie linguistique ou
la loi du moindre effort joue un role essentiel dans 1’évolution de la langue,
étant donné le fait qu’a chaque moment on crée un équilibre entre le besoin
d’imposer de nouveaux éléments et la nécessité d’utiliser ceux existants
déja. Ce fait a déterminé Martinet de démontrer I’existence de deux types
d’économie dans la langue: [’économie syntagmatique et [’économie
paradigmatique (Ibidem : 228).

Par économie syntagmatique, on entend 1I’augmentation du nombre
d’unités du systéme pour assurer un meilleur déroulement de la
communication (Irimia, 2011: 286). Ainsi, ayant I’option de choisir entre
deux termes qui désignent la méme réalité — photocopieur et Xerox, — le
locuteur préférera le mot le plus court, chose qui explique le rendement
augmenté de 1’unité formée par la conversion d’un nom propre en nom
commun, au détriment du mot obtenu par la fusion des unités photo et
copieur.

L économie paradigmatique consiste dans la conservation du méme
nombre d’unités du systeme de la langue et leur jonction ou combinaison
pour désigner de nouveaux aspects de la réalité (Ibidem).Ainsi, dans la
hiérarchie éditoriale d'une publication, le nom de rédacteur en chef met en
évidence le r6le de l'occupant de ce poste. Le mot composé, existant
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¢galement dans d'autres langues — francais: rédacteur en chef, anglais:
editor-in-chief, espagnol:redactor jefe, italien: redattore capo - illustre la
tendance a éviter l'ajout de nouvelles unités, en entrainant I’emploi de celles
déja existantes dans ’inventaire lexical de la langue.

Dans un contexte strictement linguistique, J. Dubois et al. affirment
que « le principe de 1I’économie linguistique repose sur la synthése entre les
forces contradictoires (besoin de communication et inertie) qui entrent
constamment en conflit dans la vie des langues » (2002 : 163).

Pour David Crystal 1’économie est « un critére en linguistique qui
requiert, entre autres, qu’une analyse soit courte et utilise le moins de
termes possibles » (Crystal 2003 : 155).

Les auteurs du Dictionnaire de la linguistique (sous la direction de
Georges Mounin) soutiennent que « I’économie d’une langue est le résultat
de I’application, a la fonction de communication, du principe du moindre
effort» (2004 :119). Ces derniers auteurs ajoutent encore a leur définition
que « cette notion d’économie suggére ainsi I’existence d’une dynamique
du langage, d’une position d’équilibre toujours remise en question entre les
forces en présence, entre la tendance a I’inertie, qui amene ’homme a
limiter le colit de ses communications, et la nécessité, par ailleurs, d’en
assurer 1’intercompréhension » (Ibidem).

C’est justement dans le contexte de cette dynamique de la langue que
nous cherchons a étudier les différents moyens ,,économiques” du langage
disponibles a I’homme moderne — si pressé qu’il soit — pour communiquer
plus rapidement dans un monde toujours a la recherche du moindre effort.

Il existe en frangais divers phénomeénes et moyens langagiers,
transmettant une information compléte par peu d’éléments, lors d’un
échange langagier, d’une interaction verbale ou écrite et permettant ainsi la
réalisation de 1’économie linguistique. Il s’agit d’une série de moyens
phonétiques, lexicaux et grammaticaux qui assurent le principe de
I’économie dans la langue.Nous allons nous axer sur les moyens et les
changements phonétiques, dont les causes sont d’ordre psycholinguistique,
sociolinguistique, sémantique et stylistique.

Nous nous intéressons principalement aux formes d’abréviations
comme la troncation, les sigles et les acronymes, aux formes d’abréviations
imposées par les nouvelles technologies, que nous considérons comme les
opérations les plus productives en la maticre. Selon A. Martinet, I’emploi
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des abréviations est conditionné par le principe de 1’économie de la parole,
c’est-a-dire « par tendance de I’homme a réduire au minimum son activité
mentale et physique » (Martinet, apud Peeters, 1992 : 46). On économise
ainsi le temps, 1’espace et 1’énergie.

L’abréviation est trés productive dans le frangais contemporain,
surtout dans la terminologie politique, technique et les jargons
professionnels. Une place a part revient au francgais parlé qui évite I’emploi
des mots trop longs.

On distingue quelques types d’abréviation :

L’abréviation littérale qui consiste a remplacer les dénominations
officielles exprimées par des groupements de mots par les initiales des mots
composants. Cette espéce d’abréviation est appelée sigleou acronyme.

En linguistique, le sigle est défini comme « la suite des initiales de
plusieurs mots qui finissent par former un mot unique prononcé avec les
noms des lettres », comme par exemple OMS - Organisation Mondiale de la
Santé (Petit 2002 : 2425), tandis que I’acronyme est un mot « formé de
syllabes de plusieurs mots, soit un sigle prononcé comme un mot ordinaire
tel que Sida » (Dubois et al. 2002 : 429).

Les sigles et les acronymes ne sont pas des phénoménes nouveaux. J.
Dubois signale que I’antiquité romaine en a connu beaucoup et il cite
guelques sigles du type SPQR (Senatus Populusque Romanus qui signifie le
sénat et le peuple romain), OM (Optimus Maximum pour dire trés bon, trés
grand, qualificatif de Jupiter) et DM (Dis Manibus qui signifie aux dieux
manes - c¢’est-a-dire « bons dieux » et manes, par euphémisme, les « ames
des morts ».). Il continue en affirmant que « la Renaissance humaniste et le
mouvement parallele de retour ,,aux origines” chrétiennes, aux XVle et
XVIle siecles encouragent a imiter les inscriptions romaines et
paléochrétiennes » (Dubois, apud Adegboku : 2011 : 31). Ainsi on assistait
a la naissance de plusieurs sigles qui figuraient au fronton des églises :
DOM (Deo Optimo Maximo = a Dieu trés bon, tres grand), DD (Dat
Delicat = il donne et dédie) ou sur les crucifix : IHS (lesus Hominum
Salvator = Jésus Sauveur des Hommes). L’emploi des sigles et
acronymes,dont le début remontea 1’antiquité, a progressé a travers les
siécles, ne se limitant pas au seul domaine religieux d’ou sont largement
tirés les exemples cités et touchantdéja tous les domaines de la vie. Mais la
grande vague des sigles apparait au XXe siccle et plus particulicrement
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apres la seconde guerre mondiale (Adegboku : 2011 : 32). Ainsi tous les
domaines sont concernés : vie politique, relations internationales, vie
culturelle, sciences et techniques, économie et finances, transport,
médecine, etc.

On considére les sigles et les acronymes des mots du monde
actuel,des créations nouvelles, que le langage tend a multiplier pour
échapper a la longueur de la dénomination.La langue des média et surtout
celle de la presse abonde en sigles qui posent souvent des problémes a
comprendre complétement I’information. Nous allons citer quelques
exemples de sigles d’emploi courant dans le frangais de nos jours : B.D.F. —
Banque de France, B.M. — Banque mondiale, C.A. — Conseil
d’administration, C.A.P.E.S. — Certificat d’aptitude pédagogique a
I’enseignement secondaire, C.C.I. — Chambre de commerce et d’industrie,
C.E.l. — Communauté des Etats indépendants, C.G.T. — Confédération
générale du travail, C.I.O. — Comité international olympique, C.N.R.S. —
Centre national de la recherche scientifiqgue, C.U. — Cité universitaire,
D.E.A. — Diplome d’études approfondies, D.E.U.G. — Dipléme d’études
universitaires générales, D.G. — Directeur général, EN.A. — Ecole nationale
d’administration, F.M.l. — Fonds monétaire international, ON.U. —
Organisations des Nations unies, P.N.B. — Produit national brut, P.S. — Parti
socialiste, S.A.R.L. — Société a responsabilité limitée, S.M.I.C. — Salaire
minimum interprofessionnel de croissance, T.F. — T¢lévision francaise,
T.G.V. —Train a grande vitesse, T.V.A. — Taxe a la valeur ajoutée, etc.

Selon Pierre Guiraud, les sigles sont toujours des substantifs. Ceux,
qui sont d’usage courant et qui forment un tout phonétique, peuvent
acquérir une autonomie telle que leur prononciation peut devenir syllabique
et servir de base a la formation de mots nouveaux. Ces nouvelles formations
sont appelées acronymes. Comme le fait remarquer Dubois, « les
acronymes s’intégrent mieux et permettent mieux la dérivation : il faut
modifier le sigle non-syllabaire C.F.D.T. pour dériver cédétiste, ou le F
disparait, alors que C.A.P.E.S. donne aisément capésien, O.N.U. — onusien
(fonctionnaire de I’O.N.U.), SM.I.C. — smicard (personne payée au
S.M.1.C., qui ne touche que le salaire minimum ; salari¢ de la catégorie la
plus défavorisée), etc » (Duboiset al. 2002 :13).

Un autre caractére fréquemment recherché par les concepteurs de
sigles acronymes c’est le jeu homonymique sur un lexéme préexistant : on
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trouve ce jeu dans ECU (European Currency Unit) et dans ERASMUS,
acronyme inspiré par le nom de I’humaniste Erasme (European Region
Action Scheme for the Mobility of University Students), ESPRIT : 1.Ecole
supérieure privée d'ingénierie et de technologies;, 2.European Strategic
Program on Research in Information Technology; 3.Estimation of Signal
Parameters via Rotational Invariance Techniques; 4.Eight Successful
Process Rules, Ideas, and Tips,etc.

Donc, certaines abréviations peuvent €tre a la fois sigle et acronyme,
mais, en fait, tout sigle prononcé non alphabétiquement devient acronyme.

Un tout autre type d’abréviations consiste & supprimer une partie du
mot qui est un procédé trés fréquent. Ce type d’abréviation est appelé
troncation, qui est le résultat soit d’une aphérése soit d’une apocope.

L’apocope est un procédé qui consiste a supprimer un ou plusieurs
phonémes ou syllabes a la fin d’un mot polysyllabique, par opposition a
["aphérese qui, par contre, revient a la suppression de phonémes ou syllabes
composant le début d’un mot (Neveu 2005 :13). Généralement les coupures
se produisent, pour I’apocope, aprés la deuxiéme syllabe du mot. Les
apocopes entrent treés facilement dans la langue populaire méme si elles sont
en général des créations individuelles.

Exemples:

Apocopes et mots ou expressions dont ils dérivent:

- Télé (television) ; métro (métropolitain) ; auto (automobile) ; imper
(imperméable) ; catho (catholique) ; mécanicien — mécano, métallurgiste —
métallo, kilo (kilogramme), micro (microphone), photo (photographie),etc.
ce sont des formes considérées déja anciennes, trés usitées et qui sont
entrées dans le langage usuel.

L’abréviation par apocope est trés répandue dans la langue familiére
et le langage des éléves, lycéens et étudiants : apéritif — apéro, éditorial —
édito, football — foot, frigidaire — frigo, gaspillage — gaspi, manifestation —
manif, amphithédtre — amphi, baccalauréat — bac, cinématographe - ciné
ou cinéma ; certificat — certif, faculté — fac, géographie — géo, laboratoire —
labo, mathématiques — maths, philosophie — philo, professeur — prof,
récréation — récré; pullover - pull ; promotion - promo ; application -
appli ; etc.
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D’autre part, le développement des nouvelles technologies de
I’information et de la communication fait naitre de nouveauX mots qui
conduisent a la création de nouvelles apocopes :

- Ordi (ordinateur) ; le net (internet), texto (message sur téléphone
portable) ; compil (compilation) etc.

L’aphérése est moins utilisée que 1’apocope en langue frangaise. On
trouve des exemples dans 1’'usage des noms propres de personnes ou de
nationalité comme Toine pour Antoine, Bastien pour Sébastien, Sandrine
pour Alexandrine et Ricain pour Américain etc.

On constate aussi qu’au niveau de ’oral par exemple en parlant
rapidement, les cas d’aphéréses sont nombreux : ,,5ais pas” en lieu et place
de ,.je ne sais pas”, ,,c’ pas ma faute’—,,ce n’est pas ma faute”.

Les emprunts venant de 1’anglais fournissent aussi des exemples
d’aphéréses : bus vient de autobus (ou de omnibus) ; car vient d’autocar ;
steak vient de beefsteak ; web vient de World Wide Web.

Dong, il existe en langue frangaise diverses opérations et moyens
langagiers permettant de construire le discours oral ou écrit pour
communiquer en économisant le temps et I’espace dans le cas du langage
écrit. Il s’avére nécessaire de connaitre ces opérations ou techniques
d’économie du langage— pour ne pas dire que cela s’impose —
particuliérement dans ce monde devenu village planétaire ou tout va si vite.
Toute personne ayant appris le frangais et ayant I’intention d’atteindre un
jour la France doit chercher a s’habituer a des sigles et acronymes francais
auquels il va se heurter dans les interactions langagi¢res. De méme, on
considére que l’apprenant de FLE ne pourra pas s’en passer s’il veut
comprendre les messages dans les contextes frangais ou francophones, car
les sigles sont partout présents : dans les discours produits par les médias
(radio, télévision, journaux) aussi bien que dans les échanges
interpersonnels.
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AQUIVALENZBEZIEHUNGEN DER DEUTSCHEN UND
RUSSISCHEN ONYMISCHEN PHRASEOLOGISMEN
Irina BULGACOVA,
Universitatea ,,Alecu Russo* Balti

AHHoOTanusi: DPpazeonocusmvl CYUMAIOMCA 1O NPagy OOHUMU U3 6AICHEUUUX
A36IKOGBIX HOCumenel ungopmayuu 06 0COOEHHOCMAX UCIOPULECKO20, COYUATLHO
- KVYIbMYPHO20 pa3eumus Hapood, 00 OCHOBHbIX Yepmax e20 Xapakmepd, O
cneyuguxe eocnpusmusi  um oxpyscaiowezo mupa. Ocobwii unmepec O
CPABHUMENLHO2O U3VHeHUs. NpedCmasisiom cobol Qpaseono2usmel, umeowue 6
c80ém cocmage umena cobcmeenmvie. Llenvlo 0aHHOU cmamvu AGIAEMCA AHAIU3
HeMeykux u pyccKux (Qppazeonocusmos ¢ aHMPONOHUMAMU, BbISGIEHUE U
onpeoenenue muna IKEUSANCHMHBIX OMHOUWEHUL MeNHCOY HUMU.

KaroueBble cjioBa: d)pa3€0ﬂ02u3ﬂ4, OHUM, AHMPONOHUM, NOJIHble IKEUBAJEHNbL,
yacmuuHvle JKeusajleHmeaol, be3oKeusaleHmMHbLe L])pasemoeuwvlbz.

Die in den letzten Jahrzehnten erschienenen zahlreichen Studien zur
Phraseologie zeugen von einem nicht nachlassenden Forschungsinteresse
der Sprach-, Kultur- und Kommunikationswissenschaftler fiir dieses
Sprach- und Kulturphidnomen. Nach der Meinung von V. N. Telia sind die
Phraseologismen Kulturfaktoren, deren Studium die Besonderheiten der
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Weltanschauung der jeweiligen Sprachtriger aufdecken und beschreiben
lasst. In diesem Sinne haben kontrastive phraseologische Forschungen
einen groBen Wert sowohl fiir die Unterrichts- als auch fiir die
Ubersetzungspraxis.

Der vorliegende Beitrag hat eine vergleichende Analyse deutscher
und russischer onymischer Phraseologismen zum Inhalt. Unser Augenmerk
gilt dabei der Feststellung und der Beschreibung  der
Aquivalenzbeziehungen zwischen den Phraseologismen, die
Anthroponymen als Komponenten enthalten.

In der Fachliteratur kann man Einteilungen des phraseologischen
Bestandes der deutschen Sprache finden, die nach verschiedenen Kriterien
vorgenommen worden sind (vgl. I. Cernyschewa, H. Burger, W. Fleischer,
Th. Schippan, C. Palm, C. Foldes). Allgemein akzeptiert sind aber solche
Klassifikationsansdtze, denen zugrunde als Hauptkriterium die
vorkommenden Autosemantika liegen. Die phraseologischen Ausdriicke
mit Eigennamen (EN) stellen eine selbstindige Klasse der sog. onymischen
Phraseologismen dar, zu denen Phraseologismen mit einheimischen EN
(der flotte Otto, den strammen Max spielen) und nicht einheimischen EN
(den alten Adam ausziehen, bei Adam und Eva anfangen) gezahlt werden.

Bei der Bestimmung der Aquivalenzbeziehungen zwischen Lexemen
und Phrasemen der Ausgangs- und Zielsprache werden, wie bekannt, je
nach dem Differenzierungskriterium drei Grundtypen der Aquivalenz
unterschieden: vollstindige oder totale Aquivalenz, partielle oder teilweise
Aquivalenz und fehlende oder Nulliquivalenz. Fiir unsere Analyse haben
wir die Einteilung von W. Eismann und M. Chrissou verwendet, die auf
folgenden Kriterien basiert: a) die denotative Bedeutung des
Phraseologismus (die phraseologische Gesamtbedeutung), b) die wortliche
Bedeutung, c) die Struktur und d) der Stilwert. Um vollstindige Aquivalenz
geht es, wenn ein Phrasem in der Ausgangssprache mit einem Phrasem in
der Zielsprache in allen Punkten iibereinstimmt. Partielle Aquivalenz liegt
bei Abweichungen wenigstens eines Kriteriums vor. Das wichtigste
Kriterium ist dabei die (relative) Konvergenz in der denotativen Bedeutung.
Die Nulldquivalenz besteht im Falle des Fehlens der jeweiligen
phraseologischen Einheit in der Zielsprache.
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Aquivalenztyp Denotative Wortliche Struktur
Bedeutung Bedeutung
und Stilwert
1. Vollaquivalenz + + +
2. Teildquivalenz:
2a + - -
2b + + -
2c + - +
2d *( nur partiell - -
dquivalent)
3. Nulldquivalenz - - -

Infolge der durchgefiihrten Analyse wurde festgestellt, dass die
Phraseologismen mit  Anthroponamen alle drei  Typen von
Aquivalenzbeziehungen aufweisen. Allerdings sind die Fille der
Ubereinstimmung von Phrasemen nach allen vier Vergleichskriterien relativ
selten.

Vollidquivalenz

Der Einfluss der allgemeinen christlichen Kultur, zahlreiche
Sprachkontakte haben aber auch ihre Spuren im untersuchten
phraseologischen Material beider Sprachen hinterlassen, was eine Reihe
von vollstindigen Aquivalenten zwischen deutschen und russischen
Phraseologismen mit Anthroponymen als Folge hat. Vor allem sind das
Phraseologismen mit aus der Mythologie stammenden EN, z.B.: die Biichse
der Pandora (etwas Unheilbringendes) — suyux Ilanooper; der Ruhm des
Herostraten (Verbrechen aus Ruhmsucht) — crasa I'epocmpama.

Einige vollstindige Entsprechungen stammen aus der européischen
Geschichte, Literatur oder der Bibel, z.B.: eine richtige Xanthippe (eine
zanksiichtige Frau) — wacmoswas Kcamwmunna (in der altgriechischen
Literatur die Gattin des Sokrates, wurde als schwierig und streitsiichtig
geschildert); arm wie Lazarus sein (sehr arm sein) — 6simes 6eonbiM Kax
Jlazaps (Bibel).

Die angefiihrten onymischen Phraseologismen haben die gleiche
denotative Bedeutung, sie stimmen in ihren wdrtlichen Bedeutungen
iiberein, ihre Struktur und ihre stilistische Farbung sind auch konvergent,
denn sie haben die gleiche Quelle.

Die particllen Aquivalenzbeziehungen lassen sich zwischen den
deutschen und russischen Phrasemen mit Anthroponymen feststellen, die
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Differenzen entweder in ihrer wortlichen Bedeutung oder in ihrer Struktur
oder im Stilwert haben. Hier sind folgende Untertypen zu unterscheiden:

Aquivalenztyp 2a — Konvergenzen in denotativer Bedeutung und
Stilwert, Divergenzen in wortlicher Bedeutung und Struktur, z.B.:
Argusaugen haben - cmooxuit Apeyc, sich erndhren wie der heilige
Antonius — cudemsv na nuwe Cesmoco Aumonusl exywams om nuwu
c61mo20 Aumonus.

Manchmal unterscheiden sich in  solchen Paaren von
Phraseologismen die Stellung des Eigennamens und die des bestimmenden
Adjektivs, z.B.: der ungldubige Thomas - @oma nesepyowuii (Bibel). Die
denotative  Bedeutung aber bleibt gleich, denn in  beiden
Sprachgemeinschaften nennt man jemanden einen »ungldubigen Thomas,
der hartndckig bei seinem Zweifel bleibt, der schwer zu iiberzeugen ist.
Noch ein Beispiel wire Erisapfel (Zankapfel, Streitobjekt, strittiger Punkt)
- abnoko Opuowvl (der Apfel wurde nach Eris, der Gottin der Zwietracht,
benannt). Hier sind Unterschiede in der Struktur und in wortlicher
Bedeutung, denn der Eigenname hat in beiden Sprachen verschiedene
Varianten.

Im Untersuchungsmaterial wurden die sog. kulturspezifischen
Phraseologismen deutscher bzw. russischer Herkunft dokumentiert, die
zueinander in der Beziehung der Teildquivalenz (Typ 2a) stehen. So
entspricht dem deutschen Phraseologismus Hanswurst spielen die russische
phraseologische Einheit Banvky éansms in der denotativen Bedeutung und
in der Struktur. Beide Phraseologismen bedeuten ,,faulenzen, herumalbern®,
beide sind verbale Phraseologismen. Der russische Phraseologismus s
emy npo @omy, a ou (mme) npo Epémy hat zwei Entsprechungen im
Deutschen, die mit dem russischen in denotativer Bedeutung und
stilistischer Féarbung iibereinstimmen, sich in wortlicher Bedeutung aber
wesentlich unterscheiden. Die deutschen Phraseologismen haben als
Komponenten keine Anthroponyme, sondern Obst- und Tierbezeichnungen:
Apfel mit Birnen verwechseln, ich rede von Enten und du von Giinsen.

Aquivalenztyp 2b — Konvergenzen in denotativer Bedeutung,
Stilwert und wortlicher Bedeutung, Unterschiede in der Struktur.

Die onymischen Phraseologismen des Aquivalenztyps 2b bilden eine
zahlenméBig groBere Gruppe. Zu dieser Gruppe gehoéren ausschlieBlich
Phraseologismen, die gleiche Entstehungsquelle haben: Mythologie oder
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Bibel. Sie haben die gleiche denotative und wortliche Bedeutung, denselben
Stilwert, ihre Strukturen aber unterscheiden sich voneinander. Viele
substantivische und verbale deutsche Phraseologismen dieses Typs sind als
Resultat der Komposition entstanden. Die russischen Entsprechungen haben
dagegen die Struktur einer Wortverbindung, die aus einem von dem
Eigennamen abgeleiteten Adjektiv und einem Substantiv besteht, z.B.
Achillesferse - axunrecoea nama, Tantalusqualen (Schmerzen/Angst
erleiden miissen) — manmanoser myxu; Sisyphusarbeit (sinnlose,
vergebliche Anstrengung; schwere, nie ans Ziel fiihrende Arbeit) - Cusugos
mpyo, den Augiasstall reinigen (eine durch lange Vernachldssigung
entstandene sehr groe Unordnung aufrdumen) - uucmums aeeuesv
xontownu. Die entsprechenden russischen Phraseologismen dieses Typs
konnen auch aus einem Gattungsnamen und einem Eigennamen im Genitiv
bestehen, z.B.: Judaskuss (heuchlerische freundliche Geste) — nouenyu
Hyowl.
Aquivalenztyp 2c - Konvergenzen in denotativer Bedeutung, Stilwert und
Struktur, Unterschiede in wortlicher Bedeutung.
Zu diesem Aquivalenztyp konnen nur wenige analysierte Phraseologismen
mit anthroponymischen Komponenten gezdhlt werden. So fallen die
Phraseologismen (in Morpheus * Armen, ¢ obwvsamusix Mopges), die als eine
Komponente den Namen des griechischen Gottes der Traume Morpheus
haben, in ihrer denotativen Bedeutung und Struktur zusammen,
unterscheiden sich durch die wortliche Bedeutung (Arme — o6wsamust)

Nullidquivalenz

Eine relativ grole Gruppe bilden die onymischen Phraseologismen,
die in der russischen oder in der deutschen Sprache keine phraseologischen
Aquivalente haben. Dieser Gruppe gehdren die meisten kulturspezifischen
Phraseologismen an, die Geschichte, Kultur, Mentalitdt und Traditionen des
jeweiligen Volkes widerspiegeln. Keine Entsprechungen im russischen
phraseologischen System haben z.B. folgende deutschen onymischen
Phraseologismen: den schwarzen Peter haben —6wims 6unosamoin, Hans im
Keller- ne poouswuiica pebenok, den miiden Heinrich spielen — eewamp
noc, Otto Normalverbraucher -cpeonuii nompebumens. Auch russische
Phraseologismen  mit  kulturspezifischen EN haben oft kein
phraseologisches Aquivalent im Deutschen, zB.: xeamuna xonopawial
Konopamuii xeamun —Schlaganfall haben, xax na Maranvuny ceaovby —
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sehr viel Essen zubereiten, kyoa Maxap menam ne consan — sehr weit von
hier, no Cenvxe u wanxa — jeder bekommt das, was seiner Stellung
entspricht; Tpuwkun xagpman — eine schwierige, ausweglose Situation, in
der man kaum helfen kann.

Wie aus der oben dargestellten Analyse folgt, haben die onymischen
Phraseologismen vollstindige und partielle Entsprechungen in der
Zielsprache, wenn sie eine gemeinsame Entstehungsquelle in beiden
Sprachen haben. Die sog. kulturspezifischen Phraseologismen mit
Anthroponymen weisen gewohnlich Nulldquivalenz auf, was durch
kultursemantische Divergenzen, Unterschiede im Sprachbau des Deutschen
und des Russischen, vor allem aber durch die kulturellen Spezifik der
Eigennamen im Komponentenbestand dieser Phraseologismen verursacht
ist.
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LANGUAGE WARS AND CONTROVERSY

Alla MAMALIGA
Lector universitar
ASEM

Abstract: Inlupta de a dominanatiuni, au existat, existd si vor exista multe
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oportunitati pentru dezlantuirea unor conflicte sau chiarrazboaie lingvistice”.
Henry Hitchings sustine ca ,,oriunde se folosesc mai multe limbi, este inevitabil
conflictul”. Am incercat sa descriu mai multe problem generale despre
controversele limbii in diverse imprejurari si sub diferite aspecte. De asemenea, se
sustine cd in curdnd, va exista o singurd limbd internationald, o , limba

3

planificata” sau un fel de limba franca, insa consideratd incda una informald, care
este sustinuta de raspandirea Internetului si de ,,masinaria de traducere Google”.
In afard de toate aceste controverse, existd diferenta dintre engleza britanicd si cea
americand, care la fel poate duce la neintelegeri si conflicte lingvistice. Prin
urmare, avantajele cunoasterii acestei diferente si a controverselor lingvistice sunt
de a ajuta elevii/studentii sa comunice mai efficient pentru a evita confuzia in
pronuntie, vocabular, ortografie si gramaticd.

Key words: American English, British English, language wars, language
controversy, lingua franca.

Ever since Biblical times, analysts have identified language
differences as a potential cause of division, conflict and even wars. Where
empires once extirpated a people’s language as a sign of domination,
nation-states sought their own form of totalizing dominance for the national
tongue. Language conflicts are often a blend of dominance and resistance
that has spread on a global scale.

There are nations who seek to carve out a space in which only ‘their’
language is spoken, but this response is inevitably at odds with the reality
that living in this world demands a range of spaces in which speakers of
different languages can communicate effectively. “The problem is
immense: there are some 225 so-called nation-sates in the world and 6,700
languages. For each nation-state there are, on the average, 30 languages,
and for every nation-state that has only one language (as do Iceland and
Lichtenstein)” (Shell 2001).

Linguistic conflict and cooperation nowadays take place in such a
confusing way that the importance of language itself is in danger of being
lost. “Yet, in an age when language is being rediscovered as a “historical
determinant”, many wars that we used to call simply “religious” or
“nationalist” turn out, on further reflection, to have been ‘linguistic’ as
well” (Shell 2001). People are increasingly looked at as belonging to ‘group
language’ or ‘mother tongues’ somewhere in the same sense in which they
once belonged to territory, religion, and race. For example, Britishers who
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once fought for the territory England or Great Britain or for the religion
Anglicanism, seem to have won the battle for the language English.

The first language battles date as back as captive Jews exiled in
ancient Babylon. The Jews are required by their captors to sing an
entertaining song in the tongue of their new masters, they hardly know how.
Then their psalmic refrain, “How can we sing the Lord’s song in a strange
land?” came to mean that slaves and exiles do not know or cannot learn
how to speak the language of the conquerors, but rather that their God
cannot show himself in that language. “All too often in human history the
motives for “linguicide” (destroying a language) and “glottophagie”
(absorbing or consuming a language) verge on the terrible purpose of
“genocide” (destroying all the individuals of a culture)” (Shell 2001).

Nowadays we have a growing number of immigrants and stateless
people in many parts of the world who speak their languages and who may
represent a real danger for international and local peace and security for the
countries they move to. The American president Donald Trump sated:
“When Mexico sends its people, they re not sending their best. They’re not
sending you. They’re not sending you. They re sending people that have
lots of problems and they 're bringing those problems with us.
They 're bringing drugs, they re bringing crime, they 're rapists, and some,
1 assume, are good people.” This statement and Trump’s lexicon in general
is described by The Guardian, and not only, as “redundant, formulaic,
aggressive, ‘“post-literate”—full of bland contradictions, polarizing
generalizations, statements sometimes inconsistent with reality, but this is
another battlefield for language wars.

Language disagreements are presently raging in regions such as
Ukraine, where attempts to gain more recognition for the Russian language
inflamed tempers in the Ukrainian parliament and throughout the whole
country. Russian is also a controversial language in Latvia, the Republic of
Moldova and Estonia where society continues to debate the extent to which
Russian should be used in their country. In these regions, the language
debate is a cypher for the bigger issue of Russian political influence.
Powerful states such as USA, England, Germany, France, Russia, Spain,
etc. have always imposed their language dominance over other countries
either through “peaceful” military campaigns or other civil acts, local
projects encouraging conguered or immigrant peoples to speak mainly the
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language of the victorious country. It had the purpose to diminish the
conspiracy against the imperial power and educate them about the new
layout and definition of territories. But, on the other hand, a common
language gave people a lingua franca which means a free way to
communicate with each other. This might have been the first chance to
unite and conspire even better than before conquest against imperial or
dictatorship power. Take 1970’s South Africa, where oppressed black
populations recognized that as a global language, English, was more use to
them than local languages such as Afrikaans.

Although it is taught that a lingua franca might be a means of
political liberation, economic opportunity, or that learning a new language
is voluntary, many conquered peoples do believe that “the language of the
conqueror on the lips the conquered is the language of slaves”.(Shell M.)
Such problems of Babel nowadays have led to deadly conflicts also in
Bosnia, Israel, Egypt, South Africa, and Kurdistan. These hotspots
represent what Calvet called “the war of languages”. Once, during the
colonization of the New World by the Europeans, which is considered “the
biggest population shift of modern times”, led to the spread of such
languages as Spanish, English and French by genocide, linguicide and
glottophagia. For instance, the spread and dominance of the British Empire
around the world ensured that English was the most muscular language in
many parts of the world. So influential was the Empire, and its legacy in
many territories, that the prevalence of English still continues to cause
controversy. Nowadays in the United Stated many political and intellectual
means have buoyed the currently predominant allophone monolingualism.
This Anglophone monolingualism or lingua franca is successfully making
its way in many countries throughout the world as a business language
attempting to create the New World Babel.

As mentioned above there is plenty of opportunity for conflicts over
language at levels below civil and international war. Some conflict over
language seems to polarize between different generations like Millennials
and Baby Boomers, since they are at odds over issues such as txtspk and
vocalfry. The overuse of abbreviations/acronyms as well as the vocalfry in
everyday communication bothers older people. Vocalfry is a way of
speaking in which the voice is very low-pitched and has a characteristic
rough or creaking sound. Still, there does seem to be a distinct difference
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in the way generations communicate and the most apparent difference
between older and younger people is slang. Take, for example, “on fleek,” a
phrase that seemed to come completely out of the blue from a teenage girl’s
video on Vine. Yet blaming slang for the destruction of language is pretty
pointless. While they can persist within certain groups, slang terms almost
never have an impact on Standard English.

Language strife is has always been present at syntax and word level
apart from what was mentioned above. Words have always been evolving,
but not without controversy, making people spend hours arguing with
strangers on the Internet, go around correcting misspelt signs in the dead of
night, or even threaten acts of violence. The languages we speak are central
to our sense of self, so it is not surprising that their finer points can also
become a battleground. Below are some of the most memorable rows, spats
and controversies.

A gender debate is on the go in the UK. “It is an insult to a
generation of sailors ... a ship is like a mother.” An incensed Admiral Lord
West was speaking earlier this year about the Scottish Maritime Museum’s
decision to stop using “she” to describe ships and boats on its information
signs. Unlike English, many languages force speakers to assign a gender to
inanimate objects, and there is evidence that it influences the way they think
about them. Yet another gender issue has been growing around using
feminine titles. Masculine titles should be changed when the bearer is a
woman was claimed by in the French National Assembly. For instance, the
conservative representative Julien Aubert insisted on referring to socialist
Sandrine Mazetier as Madame le president, using the masculine article and
noun ending. Mazetier responded that he must call her Madame la
presidente, and when he refused, she fined him €1,378 (£1,230). The same
nouns with a feminine ending are being imposed in the Romanian language
Ministra, which sounds awkward and strange.

Words lose or change meanings with time which leads to language
arguments. The word used to refer to “gay people” has been controversial
in several languages, not least English, where people railed against the co-
option of the term until quite recently. In 1990 an anonymous
journalist wrote a piece for Newsweek headlined “Please return the word
‘gay ™. “It is of the least possible concern to me what homosexuals do with
one another in the privacy of their homes ... But I want the word ‘gay’ back.
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‘Gay’ used to be an extremely useful word. It showed up frequently in
poetry and prose — Shakespeare used it 12 times.”

Grammar correctness is another issue for those who are
grammatically conscious. Once it was considered incorrect to split the
infinitives in English— that you should never put anything between “to” and
the verb — meaning a sentence like: “She wanted to fully support him”
would be wrong. This was certainly a tenet of classroom instruction for
much of the 20th century, but the Chicago Manual of Style dropped
its objection in 1983, and there are relatively few pedants now prepared to
insist on that rule.

Surely there are dozens of other linguistic spats worth mentioning,
but the differences between British and American varieties of English stand
out. British and American English have evolved differently when you
consider the cultural influences that have affected each independently, and
how they have borrowed words from those languages. Therefore, there are
mainly matters of pronunciation and vocabulary, but there are also a few
spelling differences such as British centre and colour and American center
and color, and there are some grammatical differences as well. Teachers
need to know the differences between British and American English
toavoid the confusion of students when they face such a problem like this;
Students are often confused which is the right word they have to write on
their paper theatre or theater. It is teachers’ responsibility to solve this
students’ confusion.

A good understanding of the differences between AmE and BrE will
help students tocommunicate more effectively, which is true for both the
spoken and written. For instance, when writing an official letter to an
American company it is advisable to stick to American spelling, vocabulary
and grammar as this approach might give you more credit over using
British English while writing to an American company or mixing the two
varieties. And similarly, if you want to impress a British employer and have
advantage over other job candidates you can do that by exhibiting a high
British English accent and lexicon level. Therefore teachers should help
students to know the differences between AmEn and BrEn in order to make
them speak English well enough to help them in their future job careers.

Conclusion

In a nutshell, in the struggle to dominate nations, there was, there is
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and there will be plenty more opportunity for language conflict ahead.
Henry Hitchings, an author, reviewer and critic, commented that “wherever
more than one language is used, conflict of some kind is inevitable.” T have
tried to describe several general issues about language controversy in
various settings and from different angles. Also some people say that one
day soon, there will be a single global language, a “planned language,” or
some sort of yet informal lingua franca, which is being supported by the
spread of the Internet and the “Google translation machine”. Apart from all
these controversies there is the difference between British and American
English, which can also cause misunderstandings and language strives.
Therefore, the benefits of knowing this difference are to help students to
communicate more effectively, to avoid the confusion in pronunciation,
vocabulary, spelling and grammar.

Referinte bibliografice:
Algeo, John, The Two Streams: British and American English, Journal of

English Linguistics, Vol. 19, No. 2 (Oct 1986), 26984, 1986.

Calvet, Louis-Jean, Language Wars and Linguistic Politics, Oxford
University Press, 1998

Eastwood, John, Oxford Practice Grammar, Oxford University Press, 2002.
Hitchings, Henry, The Language Wars: A History of Proper English, John
Murray Publishers, 2011.

Markward, Albert, A Communicative Grammar of English. Singapore:
Longman, 1958.

Modiano, Marko, A Mid-Atlantic Handbook: American and British English.
Sweden: Studentlitteratur, 1996.

Salama, Nancy, Teaching Foreign Language Skill. Chicago: The University
of Chicago Press, 1976.

Shell, Marc, Language Wars in CR: The New Centennial Review,Michigan
State University Press, 2001, https://www.jstor.org/stable/41949277.
https://www.babbel.com/en/magazine/are-millennials-killing-language-
Baby Boomers and Millennials: Are They Even Speaking the Same
Language?
https://www.theguardian.com/science/2019/jun/17/language-wars-18-
greatest-linguistic-spats, by David Shariatmadari, Mon 17 Jun 2019.

221


https://www.jstor.org/publisher/msupress
https://www.jstor.org/publisher/msupress
https://www.jstor.org/stable/41949277
https://www.babbel.com/en/magazine/are-millennials-killing-language-
https://www.babbel.com/en/magazine/are-millennials-killing-language-
https://www.theguardian.com/science/2019/jun/17/language-wars-18-greatest-linguistic-spats
https://www.theguardian.com/science/2019/jun/17/language-wars-18-greatest-linguistic-spats
https://www.theguardian.com/profile/davidshariatmadari

KULTUR UND KULTURTRANSFER DER SOMATISCHEN
PHRASEOLOGISMEN
Inga MIHAILENCO,
masterand,
Universitatea de Stat ,,Alecu Russo* Balti

Das Problem der Kultur und Kulturtransfer war immer aktuell, aber
dieses Thema ist dringlicher besonders heutzutage, in der Zeit der
Globalisierung, wenn alle Grenzen verschwinden und die Menschen
verschiedener Nationen und Kulturen kommunizieren miteinander. Die
Notwendigkeit mit den Menschen aus verschiedenen Léandern zu
kommunizieren, stellt die Aufgabe, eine Sprache nicht isoliert, sondern
parallel mit der Kultur zu analysieren und zu erforschen.

Gerhard Maletzke erwihnt in seinem Werk |, Interkulturelle
Kommunikation: Zur Interaktion zwischen Menschen verschiedener
Kulturen* die folgende Definition: ,Kultur ist im Wesentlichen zu
verstehen als ein System von Konzepten, Uberzeugungen, Einstellungen,
Wertorientierungen, die sowohl im Verhalten und Handeln der Menschen
als auch in ihren geistigen und materiellen Produkten sichtbar werden.*
(Maletzke 1996: 16). Diese Definition deutet darauf hin, dass Verhalten,
Kultur, Weltanschauung, Sprache - alle diese Phinomene miteinander
verbunden sind und hédngen voneinander ab. Die Kultur umfasst unsere
Vorstellung iiber die Welt und die Sprache spiegelt alle Aspekte unseres
Lebens wider: Religion, Traditionen, Kunst, Architektur, ldeen, Werte und
Nationalcharakter. Die Sprache ist ein wesentlicher Bestandteil der Kultur,
ebenso wie die Kultur der essenzielle Bestandteil der Sprache ist. Daher
sollte beim Sprachstudium die Kultur beriicksichtigt werden.

Sehr oft treten wir die Schwierigkeiten bei der Kommunikation mit
der Sprachtrdger nicht auf das grammatikalische oder lexikalische Niveau
auf, sondern wegen des Mangels an Informationen in irgendeinem
Kulturbereich, was sich in der tiefen Struktur der Spracheinheiten
widerspiegelt und auch beeinflusst das Verstindnis. H. Vermeer deutet
darauf hin: , Transfer der verbalen Teile ist nur Teiltransfer, jede
Translation hat es mit Transfer in verschiedene Kulturgefiige zu tun“
(Vermeer 1978: 99).

In verschiedenen Sprachen wird die Welt auf besondere Weise
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wiederspiegelt und bezeichnet. Trotzdem iiberschneiden sich die kulturellen
und sprachlichen Bilder der Welt miteinander.

Im Fokus des Artikels stehen die Phraseologismen, bzw.
Somatismen da dort der Kulturunterschied am meisten vorhanden ist. In den
letzten Jahren hat das Interesse an Somatische Phraseologie rasant
zugenommen. Das liegt daran, dass Somatismen zu den produktivsten und
signifikantesten = Phraseologismen zugezdhlt werden konnen. Die
Phraseologismen mit den somatischen Komponenten entstehen spontan,
unabhéngig voneinander in verschiedenen Zeitperioden und in
verschiedenen Sprachen. Gewohnlich dienen sie als Ausdruck von
emotionalen, mentalen Eigenschaften und Handlungen des Menschen,
wiederspiegeln sein Verhiltnis zur Umwelt und driicken die traditionelle
Symbolik der Koérpersprache sowie lokale oder allgemein verbreitete Sitten
und Briduchen aus. Die meisten Somatismen stellen eine universelle
Weltanschauung dar, aber es gibt auch Kulturspezifische Somatismen, die
die groBte Herausforderung fiir einen beliebigen Ubersetzer sind.

Das Schwierigste am Ubersetzen von Somatismen ist die Tatsache,
dass jede Redewendung, jedes Sprichwort und jede Redensart sowohl von
der Kultur aus der sie stammt, als auch von der Kommunikationssituation,
in der sie verwendet wird, aber auch vom Bildungsgrad des Sprechers
abhingt. Die individuelle Interpretation spielt auch eine groBe Rolle.
Deshalb versuchen die Ubersetzer vollstindige und teilweise Aquivalente
zu finden um den Inhalt genauer zu wiedergeben. Die sprachlichen Grenzen
bilden Barrieren und Vorurteile bei der Ubersetzung der Somatismen, die
uns erst zeigen, dass wir doch irgendwie anders leben als die anderen, dass
wir andere Lebensgewohnheiten haben, dass wir unterschiedliche
Mentalititen und verschiedene Vorstellungen von Kultur haben.
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Atelierul nr. 4
Contributii literarice

JABUPUHTA B MUDOJIOI'NN U JINPUKE
(HA MATEPHAJIE «JIABUPHUHTOB» X. JI. BOPXECA):
JIMTEPATYPOBEJYECKHUU U JTUJAKTUYECKHNU ACIIEKTbI

Bsayecnas JOJII'OB, noxTop ¢pumonornyeckux HayK,
KoH(epeHuuap xkadenpsl cnaBucTuku, bI'Y

Adnotare: Prezentul articol examineazd forma si continutul activitatii studentilor
de analiza §i interpretare a doud poezii de Jorge Luis Borges intitulati ,, Labirint”,
indreptata spre dezvoltarea competentei de lectura si a abilitatilor de analiza si
interpretare corectd a operei literare. Atentie esentiald se acordd
polisemantismului labirintului, interpretarilor traditionale si auctoriale ale
acestuia.

Cuvinte cheie: mit, labirint, Borges, sens traditional, interpretare auctoriald.

JlMCTaHUMOHHBIE TEXHOJIOTHH, HAIEANINE IIUPOKOE MPUMEHEHHE C
Hayaja TaHJIeMUd B TOM YHCIE B CHCTEME BY30BCKOI'O 0O0pa3oBaHUS,
TpeOyroT (B 4YHCIEe TPOYEro) M HOBBIX (DOPM OIEPaTUBHOTO KOHTPOJISA
y4eOHOW JeSATeNLHOCTH CTyJCeHTAa. Tak, Hampumep, KEHC-TeXHOJIOTHS
MO3BOJISIET HE TOJNBKO CHAOAMTH OOYYAIOUIMXCS HYXKHOW WH(OpMAaIMel,
HEOOXOMUMON  [UIi TIOHMMAaHMs W KOPPEKTHOH  WHTepHpeTanuu
XY0)KECTBEHHOTO TEKCTa, HO M OPraHM30BaTh HHAWBUAYAIBHYIO PabOTy
TakuM 00pa3oM, 4TOOBl HTOTOBBIM MPOIYKT, MOATOTOBICHHOTO Ka)IIbIM M3
CTYACHTOB JJsl OLICHWBAHMS, CTUMYJIHMPOBAI PAa3BUTHE HE TOJBKO
YATATENLCKUX KOMIIETEHIMI, HO M aHAJIMTHYECKUX CIIOCOOHOCTEH.

[lupoko M3BECTHO, YTO AHTHYHOCTH BBICTYHAE€T CBOEOOpa3HBIM
HCTOYHUKOM CIOKE€TOB, 0O0pa30oB, TE€M, MOTHBOB U TIp. E€BPOIEHCKOMH
nuTepatypsl. M u3ydeHue CTyJeHTaMH AHTHYHOM MHUQOIOruu TpedyeT
BIYMYHMBOTO OCBOCHHSI KaXI0oro u3 mnporpamMmHbix mugos. Hepemnko
BO3HHKAIOT BOMPOCH: «Hackoibko Tiy0OKo OBUIO OCBOCHO COJepIKaHUE
Toro uiax uHOro mMuda?», «OCO3HAET JIM CTYAEHT €ro XyIO>KECTBEHHBIH
noreHnuan?», «CMOXeT U B XOJIe¢ CPaBHUTEIHHO-COIIOCTABUTEIHHOTO
aHanM3a BBIIBUTH (DAKTHI CIEAOBAHUS MHU(OIOTHYECKONH TPagULUK ¥/HIH
WHIUBUAYalbHO-aBTOPCKUE CMBICIOBBIC MPUPALLICHUS Y.

PaccmoTrpum xo0n y4yeOHOH IEATENBHOCTH IO PAa3BUTHIO HAaBBIKOB
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BIYMYMBOTO YTEHHS M aHAIUTHYECKHX CIOCOOHOCTEH Ha KOHTPOJBLHO-
OIICHOYHOM  JTalle, OCHOBAaHHOM  Ha  MPHUHIMWIE  JMYHOCTHO-
OPHCHTHPOBAaHHOW  CaMOCTOSATEILHOW  paboThl, ommparomeics Ha
MPUHLMIIE UHAUBUAYAIN3Ma, caMopeau3alui, TBOPUYECTBA, yclexa U Jp.
K 4wmcmy ompenmensrommux MeETONOB CIIEAyeT OTHECTH MPOEKTHBIA U
TOUCKOBBIH.

ITocne o3HakomuteHHs ¢ comepkanneM muda o Tezee m MuHOTaBpE
(B m3noxennn H. . Kyna) ctynenTamM MoxkeT OBITH TIpeUIOKeHa padora,
BKJTIOYAIOLIass HECKOJbKO 3TamoB. llepBriii mar — peduekcus. CTyaeHTam
mpenjaraeTcss OTBETUTh Ha B3aWMOCBsI3aHHBIE BOMpOCH: «UTO, mO mMX
MHEHHIO, CAMBOJIU3UPYET JIAOUPUHT? 1 MOYKHO JI COOTHECTH TaHHBIH MU
C IpeBHETPEYECKUMH TParensMu, HEHTPaIbHON TeMOH KOTOPBIX SBISIETCS
«pok u 60ppbay (aprymeHTHpOBaTh 0TBET)?». [lomaraem, He mpeaCTaBIsAET
0c000i CIOKHOCTH OOOCHOBaHHME C OIMOPOH Ha TEKCT KaK pPa3IHMYHBIX
BapMaHTOB TPAKTOBKH CHMBOJIMKH JaOWPHHTA W KaK WCIBITAHUS, U Kak
CyabOBbl, W Kak TyNUKa, U OOpPEYEHHOCTH Ha CTpajaHusi, U Op., TaK H
YCTaHOBJICHUE CBsI3ei Ha  HUJIEWMHO-TEMaTHYECKOM  YpPOBHE c
MIPOM3BEIEHUSIMH BEIMYANIITNX TPATUKOB KIACCUYECKON JpaMbl, HAIIPUMED,
«IIpomeTeeM MPOKOBAaHHBEIMY Ocxmwia wWiH «AHTHUTOHOW», «llapem
Omunom» Codoxia.

Bropoii mar — nouckoBslii. CTyeHTaM MpeasaraeTcsi UCIojib30BaTh
(parMeHThl PEKOMEH/IOBAHHBIX CJIOBAPEH CHMBOJIOB, MH(OIOTHIECKUX
CJIOBapei W DHIUKIIONEINH, OT/IEINBHBIX UCCIEAOBAHUHN 110 TPEKO-PUMCKON
MUQOJIOTHH, YTOOBI BBISIBUTH CIEKTP CMBICIOB, CBSI3BIBAEMBIX C
naOUPHUHTOM, a TAKKE PUTYaIbHO-KYJIBTOBBIE HCTOKH JJaHHOTO COOPYIKEHUS
B KOHTEKCTE KPUTO-MUKEHCKON KyJNbTyphl. [laHHOE 3ajaHKe 1TO3BOJIAET, BO-
MIEPBBIX, BBIIBUTH PUTYaJbHO-KYJIBTOBOE 3HAa4YeHHWE JaOWpHHTA, a BO-
BTOpPBIX, AaKIEHTHPOBaTh BHUMAHHE Ha €ro  COJEpXKaTeIbHOU
MHOTOIIJIAHOBOCTH, TOYHEE JJake, MeTa(poprIecKoil meperpy>kKeHHOCTH.

LlenTpanbHBIM MEPCOHAXKEM KPUTO-MHUKEHCKON (KPHUTO-MHUHONCKOM)
KYJIBTYPBI SIBJISIETCS] OBIK, IOATOMY B MUHOHCKOM IIJIacTe MU(OIOTUIECKUX
CIOKETOB He @QurypupoBanun HH MwuHOC, HM ApuaaHa, HU Te3ew.
«Kpurckuii kynbT Oblka oTpasuics B oOpase MuHoTaBpay, — yTOUHSIETCS B
cioBape Moxanueca Hpmmrepa (CroBaps antiasocTH 1989: 299).

A. ®@. Jloces, 00001I1MB M3BECTHBIC TPAKTOBKHM Muba 0 JaOUpHHTE,
000CHOBaAJ Ha OOIIMPHOM MaTepHalie ero XTOHUYECKYI0 IPUPOLY, KOTOpas
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MPOSIBIIIETCS B CBSI3W C KyJIbTaMH Bennkol MaTepu meproaa MaTpuapxara,
¢ memepoit (MI(OITOTHIECKH MBICTAIMNNA CYOBEKT HEPEAKO OTOKIECTBIISIT
ee ¢ HeOOM, KOCMOCOM, IO3TOMY HeCIy4daiHO MUWHOTaBp IMONYyYWIT WUMS
AcTtepuii), KyIbTOBHIMU JEHCTBUSAMH, TaHmeM u mp. Kak ucropuuecku
pacMpsuIoch  COIEPXKATEIIbHOE  HAlOJHEeHWE  JaHHOro  oOpasa,
HCCIIeI0OBATENb HE YKa3bIBAET, yTOUHSSI B YaCTHOCTH, UTO «JIaOUpuHT — 37O,
HECOMHEHHO, NPEXKAE BCETO KyJIbTOBBIM TaHEI; U eme OO0JbIIoi BOIpOC,
yT0 OBUIO cHawana: JlabmpwHT — memepa wim JlabupwHT — KyIbTOBOE
neiictue u taHen» (JloceB 1996: 250). OueBuaHO, YTO KOMIUIEKC MH(OB,
CBSI3aHHBIX C JAOUPHUHTOM, B TOM BHJE, B KOTOPOM OH HaM H3BECTEH,
copMHpOBAIICS B ATTHUECKHUIA IEPUO]] U TIOBECTBYET O:

- poxxaennn MuHoraspa (umapuua I[lacugas nporaeBana Adpoaury tem,

YTO HECKOJIBKO JIET HEe MPUHOCHIIA €M )KEePTBbI, B OTMECTKY Ta BbI3Bajia

MPECTYMHOE BIICYEHUE APULIBI K OBIKY, OT CBS3H ¢ KOTOpbIM [lacudas u

poauiia OBIKOTOJIOBOE YYAOBUIIE);

- CO3aHWU JTAOWPUHTA (JIereHaapHbIi apuHCKUi 30aunii lenan co3man

TAOMPUHT, U3 KOTOPOTO OBUIO HEBO3MOXKHO BEIOpPAThCS, B HErO M OBLI

3aKiIoueH MUHOTaBp);

- YEJOBEYECKHUX IKECPTBONPUHOMICHUSIX (A(UHBI BBIHYXIEHBI OBLIH

(epHOANYHOCTE BapbUPYETCS B Pa3HBIX BEPCUAX MU(OB) MPUHOCUTH B

XKepTBY MUHOTaBpY Jy4IINX IOHOIIEH U IEBYIIEK);

- noxBur Teszes (yOuBaeT MUHOTaBpa M HaXOAWT BBIXOJ U3 JTaOMPHUHTA

Onaronaps BIIOOJIEHHON B Hero ApuajHe, CHaOJUBIIEH Ieposi HUTHIO,

yKa3aBliel eMy IyTh 00paTHO).

[NoGouHble crloXeTHbIE JIMHUM, HampuMmep, o cyasde Jlenana u ero

ceiHa Mkapa nnm O6exasmeid ¢ Kpura ¢ Teseem ApuagHoii paccMaTpuBaTh
HE ClIeZlyeT KaK He NMEIOIINE TIPSIMOTO U HEMOCPEICTBEHHOT'O OTHOIIIEHHUS K
TeMe JaOupUHTA.

OnHa W3 UEHTpaJbHBIX HJIEH, CBS3aHHBIX C 00pa3oM JaOMpUHTA, —
CMEpTh, MpHYEM HEMUHYyeMas: FOHOIIM W JEBYIIKH BBOJIWINCH B HETO
0e30pyKHBIMH W 1o0eanTh MHHOTaBpa HE MOIJIM, a €CIH JaXe He
BCTpEUaIH YyAOBHUIIE, BCE PABHO MOTHOAIH OT TOJIO/A M KaXKIBI, TaK U HE
Halas BbIXOAa. PelMruo3HO-KYyJIbTOBOE COJEplKkaHue oOJagaer Oolee
MUPOKUM moTeHIuanoM. Tak, B «[lonmHON SHIMKIONENINH CHUMBOJIOB U
3HAUCHUI» YTOUHSETCS, 9TO «B MH(pe 0 MuHOTaBpe JaOMPHHT MPECTaeT
KaK BOIUIOILIEHUE CMEPTH, HO U XKEHCKOro Hayaja (Ha KHOCCKMX TaOIryKax
YIIOMHHAETCS 0 HEKOH «BJIaJIbIYMILIE Ja0MPUHTA», BO3MOXKHO, 3T0 ApHajHa,
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B OTOM cCJjiy4ac J'Ia6I/IpI/IHT MOKCT paCCMATpUBATLCA KaK MCECTO CBAIICHHOI'O

Opaka). O6pa3 ;TabupuHTa CBA3BIBACTCS C OOpSaMH WHHIMAIMH, ¥ TOTIA

cinyck Tesest B maOUPHHT U BBIXOJ] U3 HETO — 3TO KaK ObI BTOPOE POXKICHHE
yepe3 crnusHue ¢ 3emieit» ([lomHas SHUMKIONEANS CUMBOJIOB M 3HAYCHUI
2006: 245). Takum o0Opazom, JTaOWPHHT BBIpAXKAaET ML KPYyroBOpPOTa
«OKH3Hb-CMEPTHh-)KH3Hb» W UMEET OTHOIICHUE K CUMBOJIM3MY IIEIICPHI,
MyTeHmIeCTBUST B MHOM MHp; K HOrpedambHBIM  00psigaM | oOpsaam
WHUIMAIAA, KOTOPhIE YaCTO MPOBOIMIINACEH B TIETEPax.

Hanupiii o0pa3 B KyJabType HMEeT M DAl JPYyruxX 3HAYCHHH.
[IpuBenem 3HaumMbIA (parMeHT U3 TOM ke «llomHOW SHIMKIONEANH
CHUMBOJIOB M 3HaueHWi»: «OO0pa3 Mupa, HelOoBEUECKOW >KHU3HU, MOMKET

rmoylaratbCs Kak B IPOCTPAHCTBE, TaKk M BO BpeMeHU. B Haubombiuei
cTereHu o0pa3 a0MpHHTA CBSI3aH C CHMBOJMKOW IyTu. bmyxnanus B
Ja0MpUHTE —  M3BEYHOE  COCTOSIHUE  YEJOBEKa, AaKIECHTHPYIOILEe

HEOOXOJIMMOCTh MOCTOSHHO MPUHUMATh PEIICHUsS, BHIOUPATh CBOM IMyTh)
(TTostHast SHIMKITONIEANS CUMBOJIOB U 3HaueHui 2006: 244-245).

3agaHus, TpeaBapsIoONMe aHadu3 JAByX cruxorBopeHuid X. JL
Bopxeca, monaraem, MOMOTYT CTyJIEHTaM YCIEIIHO CIPABUTHCS ¢ UTOMOBOM
paboroil. 3amaya MoxkeT OBITH C(HOPMYIHPOBAHA B COOTBETCTBHH C
TpeOOBaHUSIMUA  KOMIICTCHTHOCTHO-OPHCHTUPOBAHHBIX  3aJlaHUH  TaK:
«Xopxe JIyiac Bopxec — apreHTHHCKHEA MPO3aWK, TOAT W IMyOIHITUCT
HEOJJTHOKPATHO B CBOEM TBOpUYECTBE oOOpamaics K TemaM, oOpasam,
MOTHBaM aHTU4YHOW Mmudonorun. OO6pa3 NaOUpHHTA SBISCTCS OJHUM W3
HanboJiee YACTOTHBIX, OH HCIIOJB3YeTCsl aBTOPOM B IEJIOM pAJe
MO3TUYECKMX M MPO3aMYECKUX MPOU3BEJCHMIA, HANMCAHHBIX B pa3HOE
Bpems: «llao Crooumap “CoH B kpacHoM Tepeme™» (1936-1940),
«BaBunonckas 6mbmmoteka» (1944), «/lom Actepus», «AOeHXakaH dIb
Boxapwu, morubmmmii B cBoeM 1abupuHTe», «/[Ba 11apst 1 1Ba UX JIAOMPUHTAY
(1949), «/IBopeny, «JlabupuaT» (1969), «MunoraBp» (1974), «3a uyreHHEM
"Umpun”»  (1976), «Metadopbr “Teicsum u omHoit HOoum™» (1977),
«Huxon» (1981), «Jlabupunt» (1984), «Onerus o came» (1985) u ap. B
1969 r. bopxec omyOiamKoBajd KHHTY «XBajla ThME», TOYTH IIEITHKOM
COCTOSIIYI0 W3 CTHUXOTBOPEHWH. JlBa CTUXOTBOpPEHHMS 3TOTO COOpPHHKA
HOCAT Ha3BaHUe «JIaOMPHHT» W OTCBHUIAIOT HAC K JIpeBHETpeuecKoMy MDY
o nabupunte, Tezee u MunoTaBpe. [IpoaHaTu3upyHTe UX, BBISBUB HICHHO-
TEMaTU4eCKOe  CBOCOOpasue  MPOW3BEICHUM,  (aKThl  CICIOBAHHS
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MUQOJIOTUIECKON TpagulUU W, YTO BaKHEE, WHAWBUIYaJbHO-aBTOPCKHUE
TpakToBKM X. JI. Bopxeca. BbIBOJbI, K KOTOpbIM BbI NMPUIIETE B XOJE
aHanm3a, cleayeT opOpPMHUTH B BHJE CTPYKTYPHUPOBAHHOTO 3CCE 00HEMOM
1o 0,5 ctp. popmara Ady.

CryneHTsl JOKHBI CIIENaTh pAa BakHBIX BEIBOMOB. X. JI. bopxec B
KadyecTBE CIOJKETHOM OCHOBBI UCIIOJIB3YET Ty YacTh MH(Da, B koTopom Teseit
y)K€ HaxomuTCs B JAOWpHWHTE, HO eIlle He BCTpeTwa MUHOTaBpa W He
copepmmn moxaswr. [lpmMeuarensHO, 9TO HU caMO MH(OIOTHIECKOE
MIPOCTPAHCTBO, HU KIIOUEBBIE T€POM B TEKCTaX CTUXOTBOPEHUHM HM pazy
MPsIMO HE HA3BaHBI, YIIOMUHAETCS TOJIBKO BEPXOBHEIN Oor — 3eBc: «Crnactu
MeHst ¥ 3eBcy He moxa cuiy // M3 atmx kameHHbIX TeHeT» (Bopxec 2011:
642). OTCBUTBI K TAOUPHUHTY OCYIIECTBISIIOTCS Ha YPOBHE Xy/I0KECTBEHHBIX
neraneil. Tak, HampUMep, aKTYAITU3UPYIOTCS TAKUE €ro MPU3HAKU:

- XapaKTepHas apXUTEKTypa: «IUIUTHl OCCCMEHHBIX CTEHY», «IpSMBbIC
KOPHIOPBI», «Pa3BUIIKa», «MOCTOBAs» U Ip.;
- €r0 XUTPOCIUICTCHUsI, 00YCIIaBIMBAIOLIME HEBO3MOXKHOCTD HAlTH
BbIx0J1 («/IBeph He niu. Cnacenus u3 rieHa // He sxau.. . », «... TiopbMy
KaMHEW B ee XUTPOCIIJIETEHBE. .. »);
- TEMHOTA: «B IOTEMKaX», «3aMKHYTYI0 MPAKOM.

HomunatuBHOe mosie MwuHOTaBpa (OPMHUPYIOT JBE €AMHHIIBI

(«IOTYOBIK-TTOTYMYKUNHAY u «3BEPb HOYHOI»), BIIOJIHE
COOTBETCTBYIOIINE TPAJAUIINHN, PABHO KaK M YKa3aHHE Ha IIPOU3BOINMOE UM
BIieYatiicHUe («CTpax») U (QYHKIUIO B JJAOUpUHTE — yOUBaTh («...TOMHTH
MyCTHIHEW, OOWBAThCS KPOBH // W, HAKOHEIN, MOEW OTBEJIaTh CMEpPTH»
(bopxec 2011: 642)).

Xyn0XeCTBEHHOE cBoeoOpasue JAHHBIX CTUXOTBOPEHHH,
HaxXOIsIIMXCA, [0 HameMy YOEKICHUIO, B CIOXHOW B3aUMOCBS3H,
OTIpeJIeNsIeTCS MHIAMBUYILHO-aBTOPCKOM TPaKTOBKOI 00pasa nabupuHTa
U Jupuueckoro repos. I'epoem mnpousBeleHHH (Kak XOdeTcsl CHavaja
IyMaTh) — SIBJsIeTCS HEeHa3BaHHBIN Teszeil. OnHako aBTOpa HE WHTEpECyeT
reporKa aTTU4ecKoro Muda, mo3ToMy HHKakoro mnojasura He Oyner. X. JI.
Bopxeca Oonbplie MHTEpECyeT BHYTPEHHEE COCTOSHHE (O 4YeM HIXKe), a
JUPUYECKUI Tepoil B MEPBOM CTHXOTBOPEHHWH HA3BIBAETCS «ThI» (TaKUM
00pa3oM aBTOp BBIXOAMT HA YPOBEHb IIHUPOKOTO OOOOIICHWS: 3TO H
JUPUYECKUIl TEepOi, W YnuTaTeNb, U aBTOP, U BOOOLIE JOO0H UeIoBeK), BO
BTOPOM — TIOBECTBOBAHHE BEIETCS OT IMEPBOIO JIHIIA, TTOITOMY YacTOTHBI
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(hopMBI MECTOMMEHHUH M TTarojoB | JWiia eAMHCTBEHHOTO YHCHa («MEHS,
«MOEH», «pa3yIndaroy, «CIBIILY», «IyBCTBYIO» U aAp.). Ilomydaercs, 3tux
«Te3eeB» nBa: TEPBBIM — TMpPEACTbHO OOOOIMEHHBIH — IIPEICTaBIISICT
YeloBeKa BOOOIIE, BTOPOH — OJHOTO KOHKPETHOro u3 mopeid. OOmas
JIOTHKA CBA3M MPOM3BENEHUH BBIPAXKaeTcs B ABWKEHUHM OT OOILETro K
YacTHOMY.

KnroueBoe coObiTHE B MPOM3BENEHHSIX — IEpEMELICHHE I10
JTAOMPUHTY U ATOT MOTHUB ITyTH/JOPOTH TaKKe OOBEIUHSIET CTUXOTBOPEHIS,
npuoOperas craTyc JeiTMoTuBa. KakoBO BHYTpeHHEE COCTOSIHUE Teposi, U
4eM OHO OOYCJIOBIEHO, KaK paclIMpsieTcs COAEp)KaHWe NPOU3BEICHUH,
KaKOB JOMUHUPYIOIIMNA TNPHUHIMI, OOBEAUHSIIOIMNNA CaMOCTOSTEIbHBIC
CTUXOTBOPCHUA B €AUHOC HCHOC? OTBeTUTH HA JaHHBIC BOIIPOCBI MOXKHO C
Y4E€TOM  CHMBOJIMKM  JIaOMpHUHTa B HMHIUBHIYaJIbHO-aBTOPCKOM
HCTOJNIKOBAHHH.

OTMmeTnM, YTO CHMBOIMYECKOE CONepKaHHe oOpaza IabupuHTA
pacmmpsAaCTC. B IICPBOM CTUXOTBOPCHHMU HWHAWBHUIAYAJIHbHO-aBTOPCKOC
TOJIKOBaHWE o00Opaza JTaOUpWHTa MOTHBHUPOBAHO OJHHM W3 PHUTYalbHO-
KYJIFTOBBIX 3HaYEHUH — KOCMOC (Kak MOPSAOK, B IPEBHEM 3HAYEHUH 3TOTO
CJIOBa) WJIH, TO4YHee, MHp BooOmie («Tsl 3aMypoBaH B MHpPO3JaHEBE...»),
MIPOCTPAHCTBO KOTOPOro 3aMKHYTO U O6e3rpaHnyHoO («V HeT Hu cpenoTouns,
HU TrpaHu, // Hu w™Mepbl, HM mpenena ToW BceneHHOW»). Tparenus
JUPUYECKOTO TepOost 3aKJII0YAETCS B TOTAILHOM OJJHHOYECTBE:

«He MeuTaii 0 HanageHbe

[TomyOBIKa-TIOTYMYKYIHHBI, CTPAXOM

HamonauBIIero 3aMKHyTyI0 MpaKkoM

TroppMy KaMHEH B €€ XUTPOCILIETEHBE.

Ero 3necy Het. HeT HUKOTO MHOTO,

N naxe 3Bepst TBoero HouHOTO» (bopxec 2011: 641).

JHopora repos B 1abupunTe — MeTadopa XKU3HH U CYb0bI, B KOTOPOH

MOCTOSIHHO HY’KHO JIeNIaTh BEIOOP, YTOOKI. .. CHOBA JiesiaTh BeIOOp. Tparenus
B TOM, YTO BONPEKH OXXHUIAHWSIM W 3HAHUSAM MH(OIOTHUECKOTO CIOXKETa,
BcTpeua ¢ MuHoTaBpoM, obemiaromias cMepTh (B JaHHOM Cilydyae Kak
n30aBJIeHHE OT HEOMPEAEIIEHHOCTH, KaK OXHIAaeMBbId KOHeN IIyTH),
HEBO3MOJKHA, U T€pOil 00pedeH Ha BEUHOE Oy KIaHHeE.

Tema nabupuHTa KaK SK3UCTCHIUAIBFHOTO BBIOOPA MPOAOIDKACTCS H
BO BTOPOM CTUXOTBOpEHUH. Mcrionp3ys IpueM rpajaluu, aBTop yCHINBAET

229



TPAarundceCKoeC 3By4aHuc. .HI/IpI/ILIeCKI/Iﬁ JIMIICH JAXKE MaMATU O IMPOMIJIOM, BCA
CyTb €rOo CYHECCTBOBaHHUA — IBHIKCHHUE IIO J'IaGI/IpI/IHTy, OIHaKO OHO
KpPYIroBO€, IMOBTOPSAIOLICCCH, 6y,Z[TO JJMIICHHOC BCJAKOI'O CMBICIA W OaXE
HaaCXK bl BOSMOXXHOCTH BLI6paTBCH 3a NPCACIIbl 3TOT'0 Kpyra:

«OCTanuch TONBKO IUIUTEHI

0ECCMEHHBIX CTEH, MasiyalliX MOCTHUTON

Moel CyAbOOH, PsIMbIE KOPUAOPHI,

BEZyIIHUE 110 KPYTY, OTKPbIBAs

3HAKOMYIO Pa3BUIIKY, HA KOTOpOU

3a CTOJBKO JIeT paccenach MocToBashy (bopxec 2011: 642).

Ecnu B npeapinyieM CTUXOTBOPEHUH BCTpeda ¢ MUHOTaBpoM Oblia

HEBO3MOKHA, TO TENEPh JUPUUECKUI repol KeJaeT ee ceiluac, ceronns. U
(UHaN CTUXOTBOPEHHS CO3JacT OCHOBAHMSI JJIsl IBOMCTBEHHON TPaKTOBKH:
C OIHON CTOPOHBI, B COOTBETCTBHH C MATPHUIIEH aTTHYECKOTo Mu(a, repon
CMOKET mobeanTs MUHOTaBpa U BBIOpaThca U3 NTAOUPHUHTA, C JPYTOH, YTO
BEpOsITHEE BCET0, MOTMOHYTh. OTMETHM, UYTO CMEPTh HE MPOCTO HE IyTaerT,
OHa BOCTIPUHUMAETCS UM, JIOBEICHHBIM JI0 KpaifHel CTeTIeHn OTYasTHUS, KaK
Hekoe u30aBiieHHEe OT BEYHBIX MyK: «Mpbl umieM BcTpeud. JKnmath Bce
0e3bICXOHe, // 1 ecu OBl KOHel — yxe cerogns!» (bopxec 2011: 642).
Kak BuauM, arTiueckuii MuQ B JaHHBIX MPOU3BEICHHUAX BBICTYIAET
OTIPAaBHON TOYKOHM mnoBecTBoBaHuA. lIpumeuarensHo, uro X. JI. bopxec
MpejiaraeT 4YUTATENI0 CBOSOOPA3HYIO JIMTEPATYPHYK) WIPY, B KOTOPOWM
OXuaHusi, 00ycIOBJIeHHBIE 3HAHUEM JIpEeBHErpevecKoro Muda, He Bceraa
ompaszpiBatoTcs. ComepxarenabHble IpuMeThl Muda o Jlabupunre, Tesee u
Munoraspe X. JI. bopxec ucnoyib3yeT B KaUYeCTBE MaTepuaa JJisg Co3JaHus
aBTOpcKoro Muga o cyap0de YeloBeKa W 3K3UCTEHIMAIBHOTO BBIOOpA.
Takast TpakToBKa OOpa3a JabUpHUHTA CIY)KUT €Ile OJHOW WIIIFOCTpaLuel
TE3UCa O CMBICJIOBOM MHOT000pa3uu JaHHOTO 00pasa - CHMBOJIa B MUPOBOM
KYJIBTYpE.
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HEINER MULLER VS. BERTOLT BRECHT: ,DER HORATIER¥
UND ,,DIE HORATIER UND DIE KURIATIER“ ALS
,LEHRSTUCK“-DRAMATIK
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Dr. Phil., Doz.,

Tetiana VASHCHENKO

Staatliche Iwan-Franko-Universitiat Zhytomyr, Ukraine

Abstract: The relevanceof the article is due to the need for a theoretical and
literary study of the genre and poetological features of the post-Brecht theater
through a comparative analysis of the play “The Horatians and The Curiatians” by
Bertolt Brecht and “The Horatian” by Heiner Miiller. The process of development
and modification of the Lehrstiick genre in the playwright Heiner Miiller on the
material of the play “The Horatian” is investigated. Based on the identified
general typological features of the plays of Brecht and Miiller, a conclusion is
drawn about the influence of Brecht's dramaturgy, in particular the Lehrstiick
genre, in the post-Brecht period. A comparative literary analysis of the play “The
Horatians and The Curiatians” by Bertolt Brecht and the play “The Horatian” by
Heiner Miiller allowed to distinguish the following typological features of the
Lehrstiick genre that are characteristic of both plays: the plays are a training
exercise (learningplay), preparing for the activity in the political and social sphere
of players according to the author's intention and stage implementation; the high
degree of abstraction and styling of the image; use of Chinese and Japanese
theater art;plays involveself-exploration in play and play; players must exchange
roles during the production; the plays were written not for professional, but for
amateur production.

Key words: Post-Brecht theater, drama, Lehrstiick, learningplay, estrangement
effect, Chinese theater.

Das Kernkonzept dieser Schrift ist das sogenannte Post-Brecht-
Theater. Dieses kiinstlerische Phidnomen umfasst theatralische Systeme,
Konzepte, Theorien und Praktiken, die unter dem expliziten oder impliziten
Einfluss von Brechts Theater entstanden sind, d. h. die sich nach Brecht
bzw. auf Brechts Anregungentwickelt haben oder gegen Brechts
theatralische Ansichten verstoen. Unter der Genrevielfalt von Brechts
Dramatik (episches Drama, Oper, Operette, Musical, dialektisches Drama
usw.) heben wir nur einen engen Aspekt hervor — die Gattung Lehrstiick,
die Bertolt Brecht in den 1930er Jahren entwickelte.

Das Ziel des Artikels ist eine vergleichende literarische Analyse des

231



Genres und der poetischen Merkmale des Post-Brecht-Theaters anhand der
Stiicke Die Horatier und die Kuriatier (1934/35) von Bertolt Brecht und
Der Horatier (1968) von Heiner Miiller.

Die Handlung der beiden Stiicke stammt aus dem Buch des antiken
romischen Historikers Titus Livius (59 v. Chr. — 17 n. Chr.) Ab urbecondita
(deutscher Titel: Von der Griindung der Stadt). Es geht um den Krieg
zwischen den Stddten Rom und Alba Longa. Beide Stddte hatten fiir den
Kampf je drei Krieger aufgestellt — drei Horatier und drei Kuriatier. Nach
einem langen Kampf fielen zwei Horatier, die Kuriatier wurden verletzt.
Der letzte Horatier konnte nicht drei Gegner gleichzeitig bewéltigen, war
aber stérker als jeder einzelne. Um den Kampf mit ihnen zu teilen, rannte er
weg. Durch die Flucht konnte der Horatier seine Gegner trennen und damit
sie einzeln besiegen.

Brechts Stiick wird durch die Techniken und Mittel des chinesischen
Theaters stilisiert, die in der Anweisung fiir die Spieler beschrieben sind:

1

Die Heerfiihrer stellen zugleich ihre Heere dar. Nach einer
Gepflogenheit des chinesischen Theaters konnen die Heeresteile durch
kleine Fahnen angedeutet werden, welche die Heerfithrer auf einer
Holzleiste im Genick tragen. Sie ragt iiber die Schultern heraus. Die
Bewegungen der Spieler miissen langsam sein und aus dem Gefiihl des
Tragens der Schulterleisten und einer gewissen Breite erfolgen. Die Spieler
deuten die Vernichtung ihrer Heersteile dadurch an, daf sie mit groBer
Geste eine Anzahl der Fahnen aus der Leiste ziehen und wegwerfen.

2

Die Landschaft ist auf den Biihnenboden fixiert. Die Spieler sehen so
wie die Zuschauer den Flul oder das Tal aufgezeichnet. Auf ansteigendem
Bithnenboden kann man eine Bodendekoration aufbauen, das ganze
Schlachtfeld, knichohe Wilder, Hiigel usw. Diese Dekoration darf aber
nicht verspielt (zum Beispiel nicht farbig) sein, sie soll sein wie auf alten
Landkarten. Im Kapitel ,,Die sieben Lanzenverwertungen™ konnen die
Hindernisse (Feldspalte, Schneewehe usw.) auf kleinen Tafeln am nackten
Spielgertist bezeichnet werden.

3
Auch die Positionen der Schritte sollten fixiert sein; die Spieler treten

gewissermallen in Fulitapfen. Das ist notig, weil die Zeit gemessen werden

232



muB. In der ersten Schlacht ist der Sonnentrdger die Uhr. In der zweiten
Schlacht ist wiahrend der ,,sieben Lanzenverwertungen® der Kuriatier die
Uhr. Die Vorgénge werden so langsam wir unter der Zeitlupe dargestellt.
4
In der Schlacht der Bodenschiitzen sind Pfeile nicht notwendig.
5

Um das Schneetreiben anzudeuten, werden ein paar Hénde

Papierschnitzel iiber den Lanzentriger gestreut.
6

Was das Sprechen der Verse betrifft: die Stimme setzt mit jeder

Verszeile neu ein. Jedoch darf das rezitieren nicht abgehackt wirken.
7

Man kann ohne Musik auskommen und nur Trommeln beniitzen. Die
Trommeln werden nach einiger Zeit monoton wirken, jedoch nur kurze Zeit
lang.

8

Die Titel sollen projiziert oder auf Transparente aufgemalt werden
(Brecht 1978: 165-167; Bpext 2009: 179-180).

Die Anweisung fiir die Spieler beschreibtdie fiir die Gattung
Lehrstiick inhdrentenBiihnenmittel, die ein hohes Mal} an Abstraktion und
Stilisierung des Handelns bestdtigen. So iibernahm Brecht aus der
romischen Fassung das Substitutionsprinzip, nach dem die Truppen als
einzelne Vertreter dargestellt werden: Auf der Biithne "kdmpfen" drei
Heerfiihrer, Vertreter jedes Volkes — Bogenschiitzen, Lanzentrager,
Schwertkdmpfer.Die Heerflihrer haben nach der Tradition des chinesischen
Theaters Fahnen, die die Militdreinheiten kennzeichnen. Das Biihnenbild ist
schematisch und ohne naturalistische Verzierungen: Die Landschaften
werden mit Kreide bemalt, die Dekorationen sind kniehoch. Die Handlung
soll so langsam stattfinden, als wiirde sie "unter einer Lupe" eingehend
untersucht. Die Projizierungen als konstantes Attribut von Brechts
Auffithrungensind auch vorhanden.

Alle von Brecht empfohlenen Techniken des Biihnenbildes und des
Schauspielens zielten darauf ab, die Handlung zu "verfremden", die Illusion
des Stiicks zu zerstoren, die Spieler und die Zuschauer stets an die
"Tauschung" von allemauf der Biihne Geschilderten zu erinnern und auf die
spielerische und experimentelle Natur der Handlung hinzuweisen.
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Eine andere Technik des Verfremdungseffekts bei der Inszenierung
des Stiicks ist die Projektion der Szenentitel sowie der Schriften
"Hindernisse" auf kleinen Tafeln: "Abgrund”, "Schneewehe", "scharfe
Kante des Felsens".

Nach den klassischen Kanonen des Lehrstiicks war der Zuschauer in
der Struktur des Stiicks nicht vorgesehen, obwohl sie ihn, wie Brecht
betonte, nicht ausschloss (Zitiert nach: ®emopenxo 2009). Es sei jedoch
darauf hingewiesen, dass die Erstausgabe von Die Horatier und die
Kuriatier nach jedem Kampf Dialoge zwischen Chdren und Zuschauern
enthielt. Dies war eine Art Diskussion mit dem Publikum, analytische
Kommentare, um Inhalte zusammenzufassen und zu versuchen, die
Meinung des Publikums in die richtige Richtung zu lenken. So entsteht
zwischen den Choren und dem Publikum folgender Meinungsaustausch
nach dem Kampf der Lanzentriger:

ZUSCHAUER:

also entscheidet einzig die list?

SPIELER:

nein. eben entschied doch die waffe.

aber durch list erreicht der schwécher bewaffnete
daB er, selbst ausscheidend, den gegner doch schwichte.
ZUSCHAUER:

also entscheidet nicht nur die maschine?
SPIELER:

auch der horatier baute sich

eine maschine. aus fluf} und flof

und einem lanzenstumpf baute er

sich selbst in ein méchtiges geschol3 um.

(nach der schlacht der bogenschiitzen)
SPIELER:

was habt ihr gesehen?

ZUSCHAUER:

wir haben gesehen:

der gute kdmpfer

benutzt die sich bewegende umwelt.

er berechnet

voraus, wie der schatten fallt.

wie eine grof3e maschine bedient er verstindig
die sich bewegende umwelt (Zitiert nach: Steinweg 1976: 146).
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In spiteren Fassungen wurden diese "Diskussionen" mit dem
Publikum in eine Reflexion der Choére und einen Dialog zwischen ihnen
und ihren Kriegern umgewandelt.

Die Choére in Die Horatier und die Kuriatier repriasentieren die
gegnerischen Volker — Chor der Horatier und Chor der Kuriatier. Sie gelten
als immanente Zuschauer der Handlung, deren Kommentatoren, die Berater
und das fithrende Glied der Heere. Die Chore kommentieren und bewerten
die Ereignisse im Stiick, vergleichen einzelne Phanomene und Fakten und
verleihen damit dem Stiick einen epischen Charakter. Dies sind "gemischte"
Chore, von denen ab und zu die Frauenpartien hervorgehoben werden — das
sind die Frauen von Horatiern und die Frauen von Kuriatiern.

Der Grundgedanke des Stiicks ist, dass selbst die gefallenen Kampfer
die notwendigen Voraussetzungen fiir den entscheidenden Sieg schafften,
sodass der Horatier der Bogenschiitze nur durch die Leistung anderer zum
Gewinner wurde. Daher soll der Sieg des Horatiersals gemeinsame
Leistung von Bogenschiitzen, Lanzentrdgern und Schwertkdmpfern gelten:

Unser Bodenschiitze hat seinen Feind geschwécht.
Unser Lanzentréiger hat seinen Feind schwer getroffen.
Und unser Schwerkdmpfer hat den Sieg vollendet (Brecht 1978: 148).

Nach Brechts Intention sollten alle drei Kédmpfe von Schauspielern
und Zuschauern als "Ubung" fiir den Dialektikunterricht betrachtet werden.
Die Horatier gelten in dem Stiick als Modell fiir dialektisch denkende
Individuen. Im Gegensatz zu denen verkorpern die Kuriatier, die sich bei
allen Umsténden auf ihre urspriinglichen Positionen stiitzen, das Prinzip der
begrenzten Starrheit, das keine Anderungen zulisst.

Walter Benjamin nannte Brechts StiickDie Horatier und die
Kuriatier"unter allen der Art das vollkommenste" (Zitat nach Krabiel 1993:
259). Diese Ansicht wurde auch von Frederic Ewen und Ilja Fradkin geteilt
(ebd.: 414). Die Horatier und die Kuriatiergehort jedoch zu den am
wenigsten untersuchten Werken von B. Brecht. Die Literaturforscher
sowohl der ehemaligen DDR als auch der BRD haben das Drama lange am
wenigsten beachtet: Es wurde entweder im Werk von "reifen" Brecht
iiberhaupt nicht erwéhnt oder es wurde falsch klassifiziert.

Eine Art der Fortsetzung und Modifikation des antiken rémischen
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Plotsund Brechts Lehrstiicks auf inhaltlicher und formaler Ebene wurde
Heiner Miillers Stiick Der Horatier (1968), das auch die Genrebezeichnung
Lehrstiick tragt.

Das Stick bringt den Widerspruch zwischen fanatischem
Patriotismus und Humanismus auf den Punkt sowie thematisiert die
Ambivalenz des menschlichen Handelns und dessen Bewertung durch die
Gesellschaft.

Im Stiick wiahlten die Stddte Rom und Alba Longaje einen Krieger
fiir den gemeinsamen Kampf gegen die Etrusker aus — einen Horatier und
einen Kuriatier. In einem Zweikampf totet der Horatier den Kuriatier, der
mit seiner Schwester verlobt war:

Und der Horatier verwundete den Kuriatier
Und der Kuriatier sagte mit schwindender Stimme:
Schone den Besiegten. Ich bin
Deiner Schwester verlobt.
Und der Horatier schrie:
Meine Braut heifit Rom
Und der Horatier stie3 dem Kuriatier
Sein Schwert in den Hals, daB3 das Blut auf die Erde fiel (Miiller 2011: 3).
Mit demselben Schwert totet der Horatier auch seine Schwester,
die um den Brautigam Kuriatier trauerte:
Und der Horatier, im Arm noch den Schwertschwung
Mit dem er getdtet hatte den Kuriatier
Um den seine Schwester weinte jetzt
StieB3 das Schwert, auf dem das Blut des Beweinten
Noch nicht getrocknet war
In die Brust der Weinenden
Dal} das Blut auf die Erde fiel. Er sagte:
Geh zu ihm, den du mehr liebst als Rom(Miiller 2011: 3-4).

Nachdem der Horatier einen Doppelmord begangen hat — seinen
Feind und seine Schwester — bringt er sein Volk in ein moralisches
Dilemma. Wer ist Horatier? Sollte er als Sieger berithmt werden oder als
Bosewicht hingerichtet werden? Die Entscheidung des romischen Volkes
war beides: Der Horatier wird zuerst als Nationalheld verherrlicht, dann als
Morder hingerichtet.

Doch auch nach Horatiers Tod war das Dilemma nicht geldst. Wieder
stellt sich die ambivalente Frage: Wie soll die Erinnerung der Romer an
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Horatier sein? Als Nationalheld oder Morder? Und wieder 10st das
romische Volk das Dilemma zweierlei:

Er soll genannt werden der Sieger iiber Alba
Er soll genannt werden der Mdorder seiner Schwester
Mit einem Atem sein Verdienst und seine Schuld (Miiller 2011: 7).

In Bezug auf Erzihlstil, Struktur und Form der Handlung tendiert das
Stiick Der Horatierzu rezitativ-volkstiimlichen, heroisch-lyrisch-epischen
Werken — historischen Liedern, Sagen, Heldengedichten Es fehlt die
Aufteilung in Akten, Aufziigen etc., die fiir das Drama kennzeichnend ist.
Der Text enthélt auch weder kontinuierliche Regieanweisungen noch Liste
der handelnden Personen. H. Miiller hinterlésst jedoch wie B. Brecht einen
Kommentar zur Inszenierung des Stiicks, in dem er insbesondere
Anweisungen zur Verteilung von einzelnen Passagen gibt. Auf diese Weise
wird deutlich, dass die Geschichte "vom Autor" von allen Darstellern
geduBert wird: "ALLE DARSTELLER: Zwischen der Stadt Rom und der
Stadt Alba / War ein Streit um Herrschaft..."(Miiller 2011: 3). Die
Anweisungen des Autors verleihen demlyrisch-epischen Text typische
Merkmale des Dramas.

H. Miillers Kommentar enthdlt auch Informationen {iiber die
Verwendung von Requisiten, iiber die Art und Weise, wie die Schauspieler
spielen sollen, was vom evidenten Einfluss von Brechts epischem Theater,
insbesondere vom Lehrstiick als Gattung zeugt:

[...]JAlle Requisiten: Masken (Romer und Albanermasken, Maske der
Schwester, Hundemasken), Waffen usw. sind wihrend des ganzen Spiels
sichtbar. Kein Abgang. Wer seinen Text gesprochen und sein Spiel gespielt
hat, geht in seine Ausgangsposition zuriick bzw. wechselt die Rolle. (Die
Albaner, nach dem Kampf, spielen das romische Volk, das den Sieger
empfangt. Zwei romische Soldaten, nach dem Mord, spielen die Liktoren
usw.) Nach jeder Totung lé6t ein Spieler an der Rampe ein rotes Tuch
fallen. Der Spieler des Horatiers kann, nach seiner Totung, durch eine
Puppe ersetzt werden. Die Puppe sollte iiberlebensgrol sein. Der Text:
Némlich seine Hand mit der Leichenstarre ... wird in jedem Fall von dem
Spieler des Horatiers gesprochen (Miiller 2011: 3).

Dieser kurze, aber sehr aufschlussreiche Kommentar gibt Anlass, das
Werk von H. Miiller in der direkten Einheit, Bestdndigkeit, Vererbung und
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Stilisierung nicht nur des Theaters der Antike, sondern auch der asiatischen
Theaterkunst zu betrachten. Dies ist wiederum ein Zeichen fiir den Einfluss
von Brechts Theater, insofern es bekanntlich viele Attribute des
chinesischen Theaters und der traditionellen japanischen No- und Kabuki-
Theater tibernommen hat.

Neben den Attributen, die die "Theatralitdt", die Symbolik der
Handlung deutlich betonen, beweist das Stiick Der Horatierseine
genetische Affinitdt zum Genre Lehrstiick, dessen Hauptregeln lauten:
"Spiel ohne Zuschauer", "Spiel fiir sich selbst" und ,,Rollenwechsel*
(Steinweg 1976: 87-96).

Schlussfolgerungen. Die vergleichende literarische Analyse von
Bertolt Brechts Die Horatier und die Kuriatier und Heiner Miillers Der
Horatierermoglicht, folgende typologische Hauptmerkmale des Genres
Lehrstiick hervorzuheben, die fiir beide Stiicke charakteristisch sind:

- ein hohes Maf} an Abstraktion und Stilisierung der Handlung;

- der betonte feierliche Prisentationsstil, der zum historisch-lyrischen
Epos tendiert;

- demonstrative Realisierung mittels chinesischer und japanischer
Theaterkunst;

- weit verbreitete Anwendung von Techniken der Verfremdung
(Schneepapier; das Fehlen von Pfeilen in der Schlacht der Bogenschiitzen;
Tafeln im Stiick von B. Brecht; Masken, Puppen, ein rotes Tuch im Stiick
von H. Miiller);

- die Anwesenheit von zwei Choren, die als Zuschauer und
Kommentatoren der Handlung in Brechts Stiick gelten sowie die
gemeinsame Rezitation epischer Teile durch alle Interpreten in H. Miillers
Stiick libernehmen,;

- das Thema beider Stiicke ist Dialektik, die als gemeinsames
Bildungsziel aller Lehrstiicke gilt sowie als charakteristisches Merkmal des
Genres;

- die Struktur der Stiicke schlieit keine Zuschauer ein (die Handlung
ist geschlossen, es gibt keine Appelle nach auflen), was dem Prinzip
"Spielen ohne Zuschauer” entspricht;

- Lehrstiicke ermoglichen Selbsterkenntnis im und durch das Spiel;
Die Spieler sollen wahrend der Handlung die Rollen tauschen;
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- die Stiicke wurden nicht fiir professionelle Biihnen, sondern fiir
Amateurauffithrungen konzipiert;

- beide Theaterstiicke sind gemiB3 der Absicht der Autoren und der
Biihnenrealisierung ein Lern-Spiel (learning-play), das die Spieler auf
Aktivitdten im politischen und sozialen Bereich vorbereiten soll.

Bibliographie:
Acwmyt, b.,Bcmyn 0o awnanizy opamu. Ilep. 3 HiM. C. COKOIOBCBHKOI,
JI. ®enopenko; [3a HayK. ped. AOKTOpa (UIONOTIYHUX HAyK, Opod.
O. Yupxkona], XKuromup, Bua-Bo XXV im. I. ®panka, 2014. 220 c.
Brecht, B., Die Lehrstiicke. Herausgegeben von B. K. Tragelehn, Verlag
Philipp Reclam jun. Leipzig, 1978.
bpexrt, b.,"Lehrstiicke” ("nasuanvui” n’ecu) [yxmamaa JI. O. ®enopenko; 3a
HayK. pell. JokTopa inonorivaux Hayk, npod. O. C. Yupkosa], XKutomup,
[1IT "Pyta", 2009. 224 c.
demopenko, JI. O., «Lehrsticky — «Lesestiicky — «Schaustiicky (Micye i
poab ensoaua 6 «HasyanrbHomyy meampi bepmonema bpexma). In: BicHuk
’KutoMmupchkoro aepaBHOTO yHiBepcuTery iMmeHi [BaHa ®Dpanka,
®inonoriuni Hayku, 2009. Ne 44. C. 226-229.
®enopenko, JI. O., Lehrstick sx asmopcoka inmenyis Bepmonvma
bpexma.In: Bicank JKUTOMHUPCHKOTO JEpKABHOTO YHIBEPCHTETY iMEHi
IBana ®panka, XKXuromup, 2011. Ne 59. dinonoriuni Hayku. C. 193-196.
®enopenko, JI. O.,(llocm)-Opexmiscokuti  meamp:  Lehrstiick sk
maxpocucmema.In: Bicnuk YHiBepcutery iMeHi Anbdpena Hobens. Cepis
«@Dinonoriuni Hayku». Pinonoriyni Hayku. 2020. Ne 1 (19), ¢.408, c. 113-
121. DOI: 10.32342/2523-4463-2020-1-19-9
Oenopenko, JI. O.,Pozsumox acanpy Lehrstiick 6 opamamypeii Xaiinepa
Mionnepa. In: BicHuk JKUTOMHPCBKOTO JAEp’KaBHOTO YHIBEpCHUTETY iMEHi
IBana ®dpanka: HaykoBuil xypHai. ®inonoriuni Hayku. [ron. pen. I1. 1O.
Cayx, Biam. pen. H. A. Ceiiko], Kuromup, Bun-so XKutomupcekoro nepx.
yH-TYy imMeHi [. ®panka, 2017. Bum. 2 (86).153 ¢. C.135-1309.
Krabiel, K.-D.,Brechts Lehrstiicke: Entstehung und Entwicklung eines
Spieltyps,Stuttgart, Weimar, Metzler, 1993. 472 S.
Miiller, H.,Der Horatier, Henschel SCHAUSPIEL, pp. 1-7,
https://henschel-schauspiel.de/serve_leseprobe/25. Accessed 6 Apr 2020.
Steinweg, R.,Brechts Modell der Lehrstiicke. Zeugnisse, Diskussion,

239


https://henschel-schauspiel.de/serve_leseprobe/25.%20Accessed%206%20Apr%202020

Erfahrungen, Frankfurt a.M.,SuhrkampVerlag, 1976. 520 S.
Steinweq, R.,Das Lehrstiick : BrechtsTheorie einer politisch-dsthetischen
Erziehung, 2., verb. Aufl. Stuttgart, Metzler, 1976. 284 S.

CALATORUL MIHAIL KOGALNICEANU
(NOTE DE CALATORIE IN SPANIA)
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Abstract: In this article, we comment on the writing "Travel Notes in Spain™ by
Mihail Kogalniceanu, inspired by the author of the journey undertaken, during the
years 1846-1847, in the Iberian region. The text includes a broad look on the
geographical, ethnographic, historical, social, political, cultural, family aspects of
this picturesque area. The observations of the Moldovan traveller are structured on
the principle of comparison, most of the evoked Hispanic realities being compared
to the similar ones from Moldova of the past. Frequent parallels denote that the
travelling writer is critically observing and analyzing otherness, relating it to the
identity of his homeland and his people. The prose is built from meticulous
comments, which the narrator, adopting sometimes the role of guide, seems to
present them to an imaginary interlocutor.

Keywords: travel, traveller, subjectivity, identity, otherness, discourse.

Daca ar fi sa definim tipul prozatorul romén din perioada 1830-1860,
supranumita si pasoptista, expresia homo viator (din latina, omul pelerin) I-
ar caracteriza cel mai exact. Célatoriile pe care le-au Intreprins mai toti
scriitorii timpului, In conditii si scopuri diverse, ii inspirau nu doar in
descoperirea altor meleaguri, ci si le stimulau, in primul rand, experienta
scrisului. In acest context, exegeza literara discutd ideea ca, in literatura
Noastra, originea speciilor se afla in calatorie, ,,ferment al imaginatiei
autorilor romani, in aventura ce se va finaliza cu nasterea literaturii romane
moderne” (Dodu Bilan, Marinescu 2007: 278). Intr-adevar, daca invocim
aici operele semnate de primii nostri scriitori, Grigore Alexandrescu, Vasile
Alecsandri, Dimitrie Bolintineanu s. a., atunci ajungem la concluzia ca atat
speciile lirice (meditatia, elegia, pastelul), cat si cele epice (schita,
povestirea, nuvela) isi au originea in experientele lor de calatorie.

Interesul condeierilor pasoptisti pentru calatorii este intretinut de
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noile conditii, politice, economice si culturale, in care se aflau Moldova si
Muntenia dupa semnarea, in anul 1829, a tratatului de la Adrianopol. Pentru
cele doua principate romane, era care incepe aduce cu sine deschideri spre
lumea noud, cea occidentala, pe care tinerii aristocrati o exploreaza plecand
la invatatura sau in voiajuri. Majoritatea scriitorilor-peregrini si-au fixat
impresiile in jurnale, note, memorii, care constituie nu doar un impresionant
de voluminos capitol In cadrul literaturii timpului, dar si veritabile
informatii de ordin geografic, istoric, cultural despre meleagurile natale si
cele straine.

Mai jos, ne vom referi la Note de calatorie in Spania de Mihail
Kogalniceanu. Precizam ca proza, redactata initial in limba francezad cu
titlul Notes sur /'Espagne, apare ca rezultat al unei calatorii, efectuate de
autor, pe parcursul anilor 1846-1847, in tinutul iberic. Specificam ca tanarul
Kogalniceanu {isi paraseste bastina in urma unor evenimente de fel
favorabile: resimtind tot mai mult presiunea din partea domnitorul Mihail
Sturdza din cauza convingerilor sale politice, in februarie 1846, pleaca in
exil la Paris, de unde, in toamna aceluiasi an, in dorinta de a participa la
doud nunti regale, se va Indrepta spre Spania (Cf. Pop 1979: 127).

Din text, aflam ca, initial, adolescentul Kogélniceanu intreprinde in
Spania o cdlatorie imaginard, livresca, caci visul de a cunoaste mai mult
despre acest tinut pitoresc ii este inspirat de lectura unei opere semnate de
scriitorul francez Jean-Pierre Claris de Florian. Scriitorul marturiseste:
,incd in copilarie, la 1832, cand intrat de-abia 1n al patrusprecelea an, doua
tomuri mici au picat in mana mea, tiparite frantuzeste, era Gonzalv de
Cordova a domnului de Florian. Aceasta carte, cu tot ridicolul pastoral ce-i
acopera autorul, au atatat in mine dorinta de a vedea Spania” (Kogalniceanu
1967: 94),

In Note de calatorie in Spania, relevandu-si detaliat impresiile pe
care i le lasa acest voiaj, contemplativul Mihail Kogalniceanu isi declard
puternicul atasament pentru tot ce constituie universul hispanic. Proza
debuteazd cu o adresare catre cititor, caruia naratorul 1i comunica
urmatoarele: ,,Creazd-md, am o simpatie pentru Espana, o iubesc ca tara
mea, ii sunt foarte induritor pentru metehnile sale. In toatd scrierea m-am
ferit de personalitati. Este un popor cu mari virtuti. Impresia dintai ce
produce nu poate fi placutd, pentru ca lipseste confortul; insa, dupa o scurta
petrecere, strdinul se aclimatizeaza, face legaturi intime, pre care le plange
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cand le paraseste” (Idem: 89).

La Inceput, viziteaza provinciile Castilia si Andaluzia, apoi Madridul.
Inarmat cu idei democratice si cu o consistenta culturd livresca (anterior, la
Berlin, tanarul Kogalniceanu isi impresioneaza profesorii prin inteligenta-i
remarcabild si deosebitele-i capacitati intelectuale), scriitorul investigheaza
cu mult elan trecutul medieval si prezentul Spaniei. Pentru a-si informa cét
mai exact cititorul despre istoria si civilizatia Spaniei, consultd cateva
lucrdri ale unor importanti scriitori englezi, francezi si spanioli (Cf.
Kogalniceanul1974: 535). Notele includ o privire amplad asupra aspectelor
geografice, etnografice, istorice, sociale, politice, culturale, familiale ale
tarii iberice — toate structurate pe principiul comparatiei, caci majoritatea
realitatilor hispanice evocate sunt raportate la cele similare din Principatul
Moldovei. Frecventele paralele denota faptul ca scriitorul-célator observa si
analizeaza critic alteritatea, raportdnd-o la identitatea patriei sale si a
poporului sau. Intrand in Castilia, trdieste sentimentul cd se afld ,,in tarile
rumanesti”. Aici, observd mai multe obiceiuri similare celor din spatiul
natal: ,,Ca si in si in tarile noastre, el arrero nu trece fara ca sa-ti zica: Dios
guarde a noted — vaya noted con Dios, ca la noi: Cale bund, mergi cu
Domnul. Care roman, auzind pre castilean cantand niste cantece jaluite,
simplu modelate pe cateva note, mai cu aceleasi arii, unecle de amor, altele
de jéle, altele din vremea morilor sau viata unui hot vestit, nu crede ca aude
taranii nostri cantand doinele muntilor, cantecele de jale a sesului, cantecele
lui Bujor? Céci in Spania, ca si in Romania, banditii sunt fiii poetici ai
poporului. Espaniolul, ca si rumanul, este improvizitor (...)” (Kogélniceanu
1967: 91). Sirul de similitudini continua, calatorul constatand cd ambele
popoare se intdlnesc si in alte traditii si obiceiuri: cantecul in grup al
calaretilor munteni, pietrele funerare sau crucile de pe marginea drumului,
»lipsa birtelor”, destinul calugaritelor, ,.calugarite fard voia lor”, mania
pentru comori si misterele din jurul lor, obiceiul de a rosti complimente si
continutul lor etc. Kogdlniceanu crede cd predilectia pentru povesti si
improvizatie, comuna ambelor popoare, se explica prin influenta orientala,
caci si spaniolii, si romanii au fost ocupati de arabi: in Spania acestia
numindu-se mori, in Roméania — turci. Desi intre aceste doua tari si popoare
existd si diferente (in peisaje si relief, asezari rurale etc.), coincidentele sunt
atat de numeroase, incat, intr-un moment, autorul exclama emotionat ,,ca pe
acest pamant espaniol trebuia sa gasesc toate suvenirile tarii mele!” (Idem:
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97). Aceste similitudini ii amplifica naratorului afectivitatea pentru Spania,
sentiment pe care il defineste astfel: ,,Fie aceastd tara, poate ca pentru ca
samidnd cu a mea, imi place cu orizonele, cu banditii sdi, cu lipsa
confortului, cu tdranii sai simpli si politicosi, cu oamenii de societate, cu
traditiile si povestele sale, pre care la tot pasul le gasesti, cu calicii sai,
boieri mari, imi place si iar imi place” (Idem: 92). Inarmat cu un remarcabil
spirit de observatie, calatorul Kogélniceanu examineaza cu atentie si
caracterul localnicilor, pe care il gaseste asemanator cu al conationalilor sai,
caci ,,Andaluzii au aceeasi reputatie de fanfaronada ca focsanenii la noi.
Vorbele lor sunt pline de exageratii: cultul lui Erod. ,,Eu sunt Erod-imparat
care cand a incdlecat/, pamantul s-a cutremurat”, este a la lettre, un état de
andaluz, care zice ca, cand scoate sabia, triembla la terra” (Idem), doar ca
spaniolii se deosebesc de romani ,,prin dragostea pentru titluri, scuturi si
genealogie. In Asturia, la poarta unei colibe, unui bordei, ziresti scutul
familiei si nu gdsesti un espaniol care sa nu-ti zica cd nu se trage dintr-0
familie strélucita: ficior de crestin vechi, fara amestecare de sange de judov
sau de mor. Dar aceasta contribuie la fudulia, care caracteriza pre espaniol,
si pre care noi, robiti sute de ani, am pierdut-o” (Idem: 93). Mentionam, in
context, ca unele realitdti sunt raportate si la Germania, dar, in aceste
cazuri, existd doar diferente, cum ar fi asezirile rurale din Castilia,
»~deszastrate de cea mai frumoasd podoabd a satelor Germaniei, verdeata
copacilor” (Idem: 90). Pe langad aceste observatii, Kogalniceanu descrie
Madridul, evoca obiceiurile familiale si cele proprii doar acestui popor:
siesta, cursa de tauri, festinurile nesfarsite, revolutiile frecvente etc.
Portretul spaniolului, ,,foarte simtitor pentru frumusetile si scenele naturii”,
este configurat pe tot parcursul intregului text. In acelasi timp, calitorul isi
exprima regretul ca ,,Espania poetica si religioasa se duce!” (Idem: 98).

In aceasta prozi, discursul este construit din observatii minutioase, pe
care naratorul, adoptandu-si, pe alocuri, rolul de ghid, pare si i le prezinta
unui interlocutor imaginar. In descrierea provinciei Castilia, verbele la
persoana a doua singular lasd impresia de reportaj: ,,Castilia, cu intinsele
sale sesuri, cu largele sale orizonturi, cu muntii sdi in departare goli si
petrosi, infatiseazd maiestatea oceanului. Aceastd provincie, ca si Mancia,
desi hambarul Spaniei, prin multimea de cereale ce produce, seamina
pustie. Vezi largi si intinse araturi, si cu greu gasesti bratale ce le seamana.
Satele sunt imprastiate si rare; si cand te apropii de ele, te sparii de privirea
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lor. Aceste sate, formate de pietre rosii pe care le socoti aprinse de
ferbinteala soarelui, le vezi toate stranse, incungiurate de ziduri (...)”
(Idem: 90). Intr-un alt fragment, dupi ce explici din ce cauza ,,castilanul
este dusmanul niscut al copacilor”, aplicd acelasi stil reportericesc: ,,In
toata Castilia si Mancia nu vezi copaci, dar nu vezi asemine si paseri. De-
abia zaresti in aer céteodatd rotindu-se céite un vultur; de-abia in iarna

zaresti cate o potarniche; dar pasari cantatoare, poezia padurilor, nicaieri nu

le zaresti” (Idem). Pentru a fi veridic si a reda exact atmosfera tarii vizitate,
naratorul include in text cuvinte in limba spaniold (hidalgos, arreros,
navaja, arabuco, bandolero) si diverse expresii (ex. venta, bezo los pies a
cadet los manos).

Note de calatorie in Spania se incheie cu o descriere ampla a Spaniei
noi, in care scriitorul moldovean constatd o situatie degradantd pe toate
planurile: in administrare, legislatie, politica, civilizatie materiald si
spirituala. In virtutea opiniilor sale democratice, autorul conchide ci
,hidejdea este numai in popor” (Idem: 101). In sensul observatiilor de mai
sus, calatoria in Spania a fost pentru scriitorul moldovean un minunat prilej
de informare, de triire emotionald, de exprimare in scris, cdci aceastd
experientd ,,poate sd le ofere celor care stiu sa vada o deschidere spre o
lume care nu e decat un sistem de oglinzi, un sine care dezviluie si se
marturiseste” (Anghelescu 2015: 206). Acest voiaj 1i intareste si mai mult
iluziile pe care le dobandea cand, prin intermediul lecturilor, vizualiza
imaginile romantice ale meleagurilor hispanice. Referitor la acestea,
naratorul conchide: ,,Dupd ce m-am aflat in ele, adese ma intrebam, daca
adevdrat eram in Spanie; ochii mei nu puteau sa ma faca sa cred ca eram in
adevar 1n tara a caruia intamplari Tmi legéna copilaria. Dar, in adevér, nu
este 0 minciuna, am fost in Spania; i-am vazut monumentele, am asistat la
serbarile sale, m-am rugat in catedralele sale, m-am plimbat prin
monumentele sale, am petrecut supt imbalsdmata sa atmosfera si impresia
ce mi-au lasat este tot asa vie ca inainte de a intra in ea, si cd, numai
Dumnezeu sa-mi lase zile, naddjduiesc incd o datd sa vad Ispania” (Idem:
95).

Rezumand importanta acestor note de calatorie, Eugen Denize
opineaza: ,,In ansamblu, putem considera cd insemnarile de calatorie ale lui
Kogalniceanu reprezintd contributia de cele mai mari dimensiuni si de cea
mai remarcabild informatie pe care exponentii culturii noastre din epoca
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avuta in vedere au adus-o cu privire la cultura, civilizatia, istoria si poporul
spaniol. De asemenea, Kogalniceanu a fost primul mare istoric al nostru
care s-a ocupat mai indeaproape de istoria Spaniei, a fost primul care a
trecut dincolo de simpla comunicare a unor date si informatii si a facut
efortul de a le interpreta, de a face analogii cu istoria altor popoare, inclusiv
cu cea a poporului roméan, efort demn de lauda si incununat de succes, care
se incadreaza in vocatia dintotdeauna a istoriografiei noastre, aceea de a se
raporta la scara universald a evenimentelor” (Denize 2003: 9).
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AUTENTICITATEA SI GENUL (AUTO)BIOGRAFIC:
COMPLEXITATE SI POLIVALENTA CONCEPTUALA

Svetlana MELNIC
Universitatea de Stat ,,Alecu Russo” din Balti

Abstract: The starting point of this study is the history review of the concept of
“authenticity”, starting from the systematic observation that places “authenticity”
in an area adjacent to the research of the equally multidisciplinary concept of
“identity”. The article offersa brief review of the historical origins of the
conceptual evolution of the “self”, which, in the context of sociocultural influences,
shaped the value horizon of “authenticity”. This study will also draw the
connections between the meanings of the concept of “authenticity”, transcending
the boundaries ofthe literary studies, offering a holistic, interdisciplinary approach
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to the concept.By paying close attention to the variety of connotations that make up
the concept of “authenticity”, as well as the variety of projects and theoretical
objectives followed by it, navigating the literature of authenticity also imposed
scrupulous distinctions between these various meanings.

Key-words: authenticity, identity, self, autobiography,

Punctul de pornire al acestui studiu il constituie trecerea in revista a
istoriei conceptului de ,autenticitate”, deplasdndu-ne de la observatia
sistematica care aseazd ,autenticitatea” intr-o zona limitrofa cercetarii
conceptului deopotriva multidisciplinar al ,,identitatii”. ,,Autenticitatea”, in
acceptiunea criticii literare romanesti, defineste demersul studiilor etice,
psihologice, filosofice, etnologice, religioase, politice, sociologice si literare
derivate din multitudinea decorurilor interioareale conceptului abordate in
spatiul francez, german, italian, spaniol. Din aceste considerente, vom
incerca s revizuim originile istorice ale evolutiei conceptuale ale ,,sinelui”,
care, in contextul influentelor socioculturale au modelat orizontul valoric al
autenticitatii, sd trasdm legaturile dintre acceptiunile conceptului de
»autenticitate”, depasind granitele studiilor literare, oferind o viziune
holistica, interdisciplinara studiului.

Toate notiunile de ,,autenticitate” se refera, intr-0 Oarecare masura, la
semnificatia principald a termenului ,,autentic”, care este aplicat fie Intr-un
sens uzual al ,,originii sau al autoritatii indiscutabile”, fie in sensul mai
putin frecvent al ,.fidelitatii fatd de original” sau ,,al reprezentérii fiabile si
exacte”. Totusi, o scurtd privire asupra conotatiilor istorice ofera o gama
mai largd de semnificatii. Grecescul ,,authentikos” deriva din substantivul
»authentes” (facator, maestru), care este construit din doud parti —
autos(sine) si entes (lucrator, facator, fiintd) — ceea ce insemna ,,autoritar”.
Semantica conceptului se deplaseaza cu usurintd spre sensul modern al
acestuia care implicd si ideea de ,,veridic/autentic”.

Unul dintre termenii fundamentali din cadrul existentialismului —
autenticitatea - implicd literalmente concepte precum credibilitatea,
precizia si validitatea. Secolele de sedimentari semantice a conceptului de
,autenticitate” genereaza diferite interpretdri a termenului, semantica
acestuia cuprinzand notiuni ca originalitate (stapanirea unei existente
istorice, posedarea unei origini, radacini, proveniente), realitate (opusul
fictiunii, artificialului), etc. Ceea ce marcheaza filosoful Theodor W.
Adorno in ,Jargonul autenticitatii” este circularea conceptului de
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»autenticitate” in cercurile intelectuale cu mult Tnainte de publicarea lucrarii
»Fiinta si timp” de Martin Heidegger, atunci cand existentialistul german
foloseste ,,autenticitatea” in contextul unei ontologii existentiale drept un
termen consacrat filozofic (Adorno 1973: 5). Autenticitatea atribuita unui
individ sau autenticitatea individuala, trezeste, in cele din urma, controverse
reflectii in cercetarea filozofica. Acest lucru se datoreaza, in mare parte,
faptului cd atunci cand se vorbeste despre ,autenticitate”, aceasta este
agezata intr-o zond de intersectie cu alte concepte similare atribuite unei
identitati, precum sinceritatea si mai ales, autonomia.Prin atentia acordata
varietdtii de semnificatii din care se alcatuieste conceptul de ,,autenticitate”,
deopotriva cu varietatea de proiecte si obiective teoretice urmate de catre
acesta, navigarea literaturii de autenticitate implica realizarea unor distinctii
scrupuloase intre aceste variate semnificatii. Cu toate acestea, uneori, o
analizd de sinteza, de integrare a mai multor semnificatii intr-un singur
studiu, este o modalitate eficientd de a intregi o imagine conceptuald care
poate ramane altminteri incompleta. Interpretarile devin mai complicate
atunci cand autenticitatea este intrebuintatd drept o caracteristicd etica,
atribuita agentilor umani in raspunsul la intrebari de tipul: Cum este s fii tu
insuti sau sa fii unul cu tine Tnsuti? Orice reflexie cu privire la ,,cine suntem
cu adevarat” dezvaluie o multitudine de puzzle-uri raportate la metafizica,
semantici si epistemologie. Intr-un sens simplu, a fi tu insuti este inevitabil,
intrucét ori de cate ori plamadesti un gand, o decizie sau actionezi intr-un
anumit fel, te identifici cu subiectul acelor ganduri, decizii si actiuni. In
acest context, autenticitatea se suprapune identitatii personale si implicd o
omogenitate intre ceea ce constituieo fiinta si ceea ce pretinde ca
constituieaceasta fiinta.

Dintr-o perspectiva conceptuala distinsa, filosoful Charles Taylor
schiteaza ,autenticitatea” ca si un ideal etic de autorealizare, acea
autonomie a individului de a actiona intr-o manierd mai complexa si mai
integrata in numele unui ideal mai palpabil, mai viu (Taylor 2003: 22). E de
remarcat ca sfarsitul secolului al XVIII-lea s-a dovedit a fi unul de rascruce
in fundamentarea conceptului de ,autenticitate”, cuprinzdnd forme
anterioare ale individualismului, cum ar fi individualismul rationalitétii
dezangajate, initiat de René Descartes, in care miza se face pe
responsabilitatea individuala a fiecaruia, idee sustinuta de autorul Charles
Taylor in acreditarea autenticititii drept autonomie. In continuare,
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autenticitatea cercetatd din aceasta perspectiva constituie o prima problema
asupra careia se opreste si autorul Somogy Varga In recenta sa lucrare.
Autorul relevd ambiguitatile autenticitatii, cerceteaza tipicar, e interesat de
o altd capacitate dincolo de autonomie sau de autorealizare, si anume de
orientare, In ceea ce priveste distinctia dintre angajamentele, principiile,
dorintele sau sentimentele personale periferice si de baza, care merita cu
adevirat urmate (Varga 2012: 22).

Un alt element etic remarcat de autorul Somogy Varga este legat de
faptul ca autonomia morala formulata initial de Immanuel Kant se limiteaza
la aspecte legate de responsabilitatea morala si se referd la impunerea unei
legi morale asupra propriei personalitati, in timp ce autonomia personald
indeamna spre o viatd guvernata de motivatii si actiuni proprii care nu sunt
produse de forte externe manipulative. Preocupat de explorarea niselor
referentiale ale autenticitatii, autorul observa ca acest concept este mult mai
vast decat un subiect in dezbaterile filosofice, etice, psihologice sau morale.
Intr-adeviar, pentru a fintelege pe deplin semnificatia conceptului de
autenticitate, nu ar trebui sa limitdim cercetarea acestuia doar in aceste
domenii. Pe langa faptul ca este un subiect de filosofie, autenticitatea este
un ideal omniprezent, o modalitate de a conceptualiza practica sinelui intru
realizarea unei vieti destoinice.

Orientarile etice care dezvoltd ideea autenticitatii si autonomiei
morale cerceteaza coincidente dintre comportamentul si principiile etice si
reconcilierea actiunilor si a ratiunii care implica distantarea de impulsurile
imediate, interioare. Dimpotriva, o eticd a autenticitatii nu considerd drept
comportament corect dorinta de a respecta aceste principii, ci implicd o
relatie personald cu aceste principii. Aceasta fiind si una dintre mizele cele
mai captivante pe care si le propuneCharles Taylor atunci cand constata ca
autenticitatea implica un ,,limbaj de rezonanta personala (Taylor 2003: 89)
in care existd un Tnalt simt al individualitatii, care nu poate fi redat cu
ajutorul vocabularului autonomiei morale. Perspectiva cultural-etica
prezentata de autor, conceptualizeaza autenticitatea drept un proces legat de
formarea de semnificatii individuale si colective si ne ofera cheia de
intelegere a revelatiei Sinelui prin dialogul moral cu ceilalti. Cum sa
intelegem scenariul lui Charles Taylor in crearea unui sine autentic?
Raspunsul ne obligd sa revenim la proiectul respins de filosof conform
caruia autonomia si autodeterminarea sunt suficiente pentru a atesta
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autenticitatea. Demersul rational argumenteazd relevanta stabilirii unei
versiuni postmoderne a existentei prin ,,orizonturi ale semnificatiei” (Taylor
2003: 66) in convingerea ca indivizii isi zidesc sinele autentic in numele a
ceea ce este semnificativ si util pentru societate.

Alessandro Ferrara 1si propune sa aducd o solutie a problemelor pe
care le relevd, tratind autenticitatea drept ideal, insa, spre deosebire de
Charles Taylor, el este interesat de aspectele sociale si filosofice ale relatiei
dintre autenticitate si validitate, punctul sau de vedere axandu-se pe
rationamentul moral care evolueaza din conventia istoricd contextuald a
eXistentialismului. Tocmai de aceea, lucrarea lui Alessandro Ferrara
propune o abordare distincta a literaturii autenticitatii, care poate fi de
ajutor In reconstruirea unei intelegeri contemporane a normativitatii, poate
fundamenta un nou ideal al valabilitatii universale, legat in cele din urma de
modelul unicitatii exemplare sau singularitatii iluminante asociate pana
acum cu estetica, congruenta unei lucrari de arta potrivit modelate (Ferrara
1998: 10). Autenticitatea este, prin urmare, catalogatd de autor drept
congruenta sinelui a unei identitati individuale, colective sau simbolice care
ofera o noud valabilitate universald, mizata mai degrabd pe exceptionalitate
decéat pe generalitate. Calea spre o devenire autentica este constituitd dintr-0
negociere a experientelor, sentimentelor si ideilor vietii, o traire deslusita in
viata interioard a individului, laolaltd cu valorile si aspiratiile acestuia.
Deciziile etice pentru care se opteazd sunt importante, dar acestea nu
exprima unicitatea individualitatii subiectului, fiind doar o serie de
provocdri, care trebuie depasite in interesul unei congruente a sinelui.
Autorul opteaza pentru un echilibru dintre estetic si etic, dintre analizele
structurilor literare si comentariul teoretic, subliniind importanta realizarii
propriului mod uman de a fi si de se apara impotriva constrangerilor
societdtii conformiste. Partea semnificativd a traditiei autenticitdtii este
sintetizata de Alessandro Ferrara 1n istoria etimologica a termenului grecesc
»authentik6s”, derivat din ,,eautén” si ,theto”, unde ,theto” este legat
etimologic de conceptul de ,,tezd”. Deci ,autentic” se refera la individul
care 1si afirma o ,,pozitie” sau se evidentiaza precum o ,,teza” (Ferrara 1998:
15). Spre deosebire de modelul biologic de descoperire si cultivare a ceea
ce existd deja sub o carapace a valorilor conformiste sociale, aceasta
constructie accentueaza autenticul ca parte a infatigarii individului in lumina
provocarii etice, a unei ,congruente” sau integrititi individuale bine
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formate.

David Hume vorbeste despre autenticitate ca fiind calitatea
originalitatii sau realitatea derivarii, subliniind modalitatea prin care
oamenii creeaza asociatii si obiceiuri mentale destinate interpretarii lumii
inconjuritoare. In studiul siu pblicat pentru prima dati in 1740, filosoful
scotian se aventureaza sa afirme ca ,,restul omenirii, nu este altceva decat
un pachet sau o colectie de perceptii diferite, care se succed reciproc cu o
rapiditate de neconceput si sunt intr-un flux si miscare perpetud” (Hume
2009: 396). In acelasi timp, autorul sustine ci indivizii isi construiesc
notiunea de sine prin relatiile lor sociale, si subliniaza diferentele dintre
autenticitatea indivizilor, certificate prin actiunile virtuoase intreprinse cu
scopul de a se conforma eticii sociale versus comportamentului virtuos
destinat onoririi propriei moralititi, indiferent de standardele societatii. In
mod similar, potrivit lui Erich Fromm (Fromm 1941), iluminarea
individuald si gandirea criticd sunt apreciate drept conditii determinante
pentru un comportament autentic, chiar si in cazurile in care
comportamentul ar putea corespunde cu asteptarile societatii. Atat opiniile
lui David Hume, cét si ale lui Erich Fromm, care ofera o explicatie a
modului in care un individ ar putea fi considerat autentic in urma integrarii
depline a valorilor societdtii in sine, difera de accentul pus de Jean-Paul
Sartre asupra autenticitatii, care propaga o independenta totald de societate.
Viziunea larg cunoscutd a lui Jean-Paul Sartre referitoare la autenticitate
este cd o persoand poate fi consideratdautenticidacd indeplineste doua
conditii: ,,este constienta de actiunile sale si accepta responsabilitatea pentru
aceste actiuni” (Heter 2006 :27).

Studiile de istorie a filosofiei se impun prin posibila distinctie facuta
de Socrate intre autenticitate si inautenticitate, atunci cand filosoful a
invocat dicteul ,,Cunoaste-te pe tine insuti”, inscriptie n Templul Iui Apollo
la Delphi. In mod similar, lucrarea lui Augustin si a lui Seneca presupune
aceasta distinctie, dintre ceva interior, care este oarecum mai veritabil si
»superior” si ceva exterior, care este fals. [lustrativ este ca Socrate creeaza o
distinctie intre subiectivitate si lume, mult mai tarziu aceste observatii vor fi
transformate si secularizate impreund cu conceptia care sté la baza sinelui si
a vocatiei revelarii idealului moral al sinceritatii, care marcheaza un pas
crucial 1n perceptia actuala a autenticitatii. Mai tarziu, in acelasi context,
alti filozofi precum Jacob Golomb, Jean-Paul Sartre vor sustine ca indivizii
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ar putea cel mai bine sa Inteleaga autenticitatea prin trdirea neautenticitatii.
Jean-Paul Sartre examineaza profund semnificatia existentei degajate,
prezentand personaje care sufera de neautenticitate ca urmare a conflictelor
interioare rezultate in urma presiunilor sociale. Autorul confirma
incapacitatea de a actiona in mod autentic fard a avea un comportament
liber. Seren Kierkegaard sustine aceeasi viziune critica asupra
responsabilitatii societatii pentru formarea unor indivizi neautentici.

Autenticitatea este adesea conceptualizatd drept o privire spre sinele
interior, experimental, individual, care eventual suferd sau nu din cauza
aliendrii fatd de adevaratul sau nucleu, fatd de cerintele si asteptarile
societatii in relatie cu acesta, comportament denaturat care nu ar reflecta
autentica si profunda sa misiune. Filozofii au explorat intens subiectul
»flintei” sau ceea ce inseamna ,,a fi”, dezacordurile legate de natura , fiintei”
influentand interpretarile ulterioare ale autenticitatii, in special in ceea ce
priveste experienta fenomenologica de a fi autentic. Anii 1640 au accentuat
relevanta judecatii umane in intelegerea promotorului filosofiei moderne,
René Descartes, a esentei existentei individului, argumentul fiind ca
Subiectivitatea este un aspect inerent si activ al vietii.

Relevant, in aceastd privinta, este si studiul lui Lionel Trilling
»SincerityandAuthenticity” care urmareste aparitia unei noi idei morale in
literatura engleza a secolului al XV-lea. Reflectand asupra tematicii de
auto-instrainare, aceasta literaturd marcheaza Inceputul unei constientizari
de sine, separate de comportamentul exterior al individului. Autorul face
legatura dintre viata morald a Europei, care oferd un element, o stare sau o
calitate noud a ,,sinelui” pe care o numeste sinceritate (Trilling 1972: 2).
Sinceritatea nu este Tn mod esential o virtute personald, ci mai degraba una
sociald. Obiectivul acesteia este de a evita sa fie falsd pentru ceilalti prin
virtutea faptului cd este adevarata fatd de sine. Cu alte cuvinte, sinceritatea
se referd la sine n manifestarea exterioara a acestuia in domeniul social si,
prin urmare, poate fi pusd la incercare prin examinarea faptului daca
actiunile unei persoane se potrivesc de fapt cu declaratiile publice facute.
»A fi sincer”, in acest caz, este omogen cu ,a fi onest”.Lionel Trilling
reuseste sa redea modul in care idealul moral al sinceritatii s-a transformat
in idealul autenticitatii cu evolutia modernitatii, desi in timp aceste doud
concepte iau traiectorii diferite. In timp ce sinceritatea nu implica critica
unei ordini sociale anumite, autenticitatea devine un concept implicit critic,
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care pune sub semnul intrebarii ordinea sociala si opinia publicd. Mai mult,
diminuarea idealului de sinceritate este un factor determinant care a facut
posibild aparitia autenticitatii, asa cum ne previne Lionel Trilling, pe buna
dreptate, atunci cand constatd adoptarea sinceritatii in manifestarea rolului
de a fi noi insine, sinceritate care nu este autentica (Taylor 2003: 11).
Tocmai de aceea, dupa cum a aratat si Jean-Paul Sartre, autenticitatea nu
denota ,calititi obiective”, cum ar fi acele asociate cu notiunile de
sinceritate si onestitate, la care limbajul se poate referi direct, dar denota
ceva dincolo de domeniul limbajului obiectiv.in acelasi context, autorul
considera ca naratiunea ofera optiunea de a oglindi societatea fie din centrul
ei stabil, sacralizat (textele clericilor medievali, in care s-a pastrat si
transmis ideologia crestind, descrierea unui tdram eterncare exista in afara
istoriei, adicd unul rezistent la schimbarile sociale), fie dintr-o pozitie mai
provocatoare, atunci cand literatura se ridica deasupra superficialitatii vietii
de zi cu zi, se stabileste la marginile ,,vulgare” ale societitii si se adreseaza
maselor. Doar In asa conditii literaturii nu ii lipseste autenticitatea. De
altfel, textul sacru este capabilsd producd doar o literaturd instrainata.
infiecare societate, anumite valori, simboluri, credinte si comportamente
sunt sacre, deoarece cei care o guverneaza le-au dat autoritate, iar cand
aceste valori, simboluri si credinte sunt complet sacralizate, oamenii se
identifica cu acestea, isi pierd capacitatea de a iesi in afara lor, de a le
examina din alt punct de vedere,adici al transcendentei. In aceste conditii
euleste pierdut sau suprimat, identitatea se afla intr-o stare de stagnare. Prin
urmare, ,,scriitorul ideal” (Charmé 1991: 84) este acela carese afla in afara
conventiilor si valorilor general impuse, produsul sau literar fiind unul cu
adevarat autentic.
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HCIIOJb30BAHUE  MOJEJUPOBAHUA B  ITPOLHECCE
O3HAKOMJIEHMSI JETEM C HAPOJHOM CKA3KOHU KAK
KAHPOM XYJOXKECTBEHHOMU JIMTEPATYPBI

Tarssana KOTBIJIEBCKAS, xondepenmnuap,

Bbanuxwuit 'ocynapcreennsiii YHuBepcutet uM. A. Pycco,
TI'aauna YEBAPIOK, BocrimTaTenb IETCKOrO canaa,

c¢. CyBopoBka @ajemTcKoro p-Ha

Zusammenfassung: Im unten stehenden Artikel wird die Notwendigkeit begriindet,
Modellierung zu verwenden, um Kinder im Vorschulalter mit Volksmdrchen
vertraut zu machen. Die Autorin beschreibt eine schrittweise Methodik zur Arbeit
an Mdrchen, die auf der Modellierung in verschiedenen Altersgruppen basiert.
Hier werden die Ergebnisse einer Forschung prdsentiert, in der nachgewiesen
wird, dass sich der Prozess der Modellbildung positiv auf die Entwicklung der
Fihigkeit bei Kindern auswirkt, die semantischen Teile eines Mdrchens konsequent
hervorzuheben und seinen Text logisch und ausdrucksvoll nachzuerzdihlen.

Schliisselworter: Kinder im Vorschulalter, Modellieren, visuelle Modelle,
Vertretung/ Stellvertreter, Volksmdrchen, Nacherzdhlung des Textes

PannMii BO3pacT sBIISIETCS] BaKHBIM IIEPUOJIOM B XKU3HHU 4ejloBeKa. B
coBpemeHHOM  «Kyppukynmyme  panHero  oOpazoBanusi»  (2019),
pa3paboOTaHHOM Ha OCHOBE MLEJIOCTHOrO IMOJX0/Aa K Pa3BUTHIO peOeHKa,
0co00e BHUMAHUE YAESIETCS Ppa3BUTHIO CBA3HOM peud, OOIIEHUIO U
HHTEIJIEKTYalbHOMY pa3BUTHIO. I pa3BUTHS 3THUX KadecTB JMYHOCTH
HEOOXOIMMO HCIIOJIb30BaTh AaKTyalbHble IUIAKTHYECKHE TEXHOJIOIHHU,
HaIpaBJICHHBIE KaK HA pa3BUTHE JINTEPATYpPHOM pedM [EeTei, Tak W Ha
(opMHpOBaHUE YMCTBEHHBIX cIOcOOHOCTeH. MBI cunMTaeM, 4TO TaKoii
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aKTyaJIbHOW TEXHOJOTHEH sBISETCS MOJCIUMpOBaHME, T. K. paboTa c
OTBJICYCHHBIMH MOJEIISIMH B IUIaHE WHTEIUIEKTYAIBHOTO Pa3BUTHS JETeH
“MeeT O0COoOyI0 3HAaUYMMOCTH: OHAa CIOCOOCTBYET Pa3BHTHIO HE TOIBKO
HarJsIIHO-00pa3HOTO, HO M JIOTHYECKOTO MBILIICHHS.

B HayyHOH JuTeparype MOJECIMPOBAHUE PACCMATPUBACTCS KaK
Ipoliecc MpUMEHEHUs HarsIAHbIX Mojeneit (Benrep 1982; Jlpstuenko 1982;
HopoxoBa 2015; CwpimmsieBa, Kopuyranosa, 2005 u nap.). M3BecTHbIi
ncuxonor JI. A. Benrep yTodHseT, YTO «MOAEITUPOBAaHHE — TIPOIECC
CO3MaHMsA MOJAEIed M MX HWCHONb30BaHHE B ULENAX (OPMHUPOBAHUS
MIPEICTaBICHUH O CTPYKTYype OOBEKTOB, 00 X OTHOIIEHUSIX U CBS3H MEXKIY
aIIEMEHTaMU 3THX 00BeKTOBY (Benrep 1982 : 46).

Harnmsnuele ™Mozaenu sBisitoTCA  TOM  (hOpMO#  BhIICICHHS U
0003HaYEHUsI OTHOIICHWHA, KOTOpass JOCTyMHA W TIOHATHA JETAM
JIOIIKOJIBHOTO Bo3pacta. MoJenupoBaHUE MOMOTaeT PeOCHKY 3pHUTEIBHO
MPEICTaBUTh a0CTPaKTHBIE MOHITHA (3BYK, CIIOBO, MPEJIOKEHUE), YCBOUTD
MPUHIMI 3aMEIIeHNs, Tepelayd COOBITHS MPU MOMOIIM 3aMECTHTENICH U
OBJIAJIETh YMEHHEM BBIJICIISITh 3HAUYUMBIE COOBITHSI B TEKCTE, COCTABISTDH
Pa3BepHYTHIA paccKa3 ¢ pa3IMYHBIMU JETAIAMUA U COOBITUSIMU. OMOpHBIC
KapTHHKH,  MHEMOTAOJHIBI,  KapTOYKU-CHUMBOJBI,  CTHJIM30BaHHEIC
M300paKEHHUS pEATBbHBIX MPEIMETOB OKa3bIBAlOT IOMOIIb JIETSM B
MIOCTPOCHUU JIOTUYHOTO TEKCTa, aKTUBH3WPYIOT WHTEIUIEKTYAIbHYIO
JEeSITeNbHOCTb.

MonenupoBanne Kak cpencTBO (pOpMHUpPOBAHHS 3HAHWH W HaBHIKOB
IIOJIOKUTENIBHO BIIMSET HA UHTEIUIEKTyallbHOE pa3BuTHe nerel. Iloatomy
OHO IIMPOKO MCIIOJIB3YETCS BO BCEX BUAAX MO3HABATEIBHOM JNEATEIBHOCTH
nereii. Ocoboe 3HadeHHWE MPHOOPETAaeT MOJENUPOBaHUE B MpoIecce
O3HAKOMJIEHHUS JIETEH C Xy/0KECTBEHHON JTUTEPATypPOH.

JlutepatypHoe oOpa3oBaHue JeTeld NPEANONaraeT OCBOCHHE
XYIO0XXECTBEHHBIX TEKCTOB KaK MCKYCCTBA CJIOBA — JAETH y4aTcs CIyImaTh U
ITOHMMATh TEKCT, CONEPEkKUBATh I'epOsIM, YyBCTBOBATH BBIPA3UTEIBLHOCTH
MTO3TUYECKOTO CIIOBA.

Yuensie-iegaroru (I'yposud, 1999; Uemoprtan, 2010; Kimumosa 2014
W Jp.) YTBEpXKIAIOT, YTO B KauecTBE COAEPKATEIbHOM OCHOBBHI
JUTEPATypHOTrO 00pa30BaHMs AeTel B CHITY crielupuIeckux 0COOCHHOCTEH
BBICTyIIaeT cka3zka. VIMEHHO MpOW3BENEHHUS STOTO JKaHpa MPEICTaBICHHI B
«Kyppukymnyme pannero obpasoBanus» (2019) u ¢ ycnexom peaiusyroTcs B
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negarorndeckoM npouecce JIOY. IlpucyrcTBue BBIMBICHIA, HUIPHI,
(anTaznn, oOpa3HOCTH POIAHOTO S3bIKAa JENA0T CKa3Ky BEChbMa IIEHHOHU ¢
IICUXOJIOTO-TIEAATOTMYECKUX U METOIUYECKUX MO3UIUH.

B mpouecce o3HakoMieHus OeTedl CO CKa3sKaMHM BaKHOE MECTO
3aHUMaeT MozenupoBaHue. HaydHele McciaeqoBaHUsl YCTAaHOBUIIM, YTO Ha
KaXIOM BO3PacTHOM JTame QOopMUpyeTcs OJHO W3  JCHCTBUM
MOJICJINPOBAHHUS:

® 3aMEIICHHUE;
® JICIIOJIb30BaHNE MOJEIH;

® [IOCTPOEHHE MOJIEIH.
Lenr Hameii Hay4HOH  paboOTB:  pa3pabdoTaTh  METOAUKY

03HAaKOMIJIEHMs JJeTel CO CKa3KOM Ha OCHOBE MOJEIMPOBaHUs U JOKa3aTh €€
3¢ (eKTUBHOCTH B Pa3BUTHH CBSI3HON peUH JETEH.

MBI NpeAnoNnoXWUiaM, YTO B JIOMIKOJIBHOM BO3pacTe MOXKHO
chopMHUPOBaTh YMEHHS CBSI3HO IEPECKa3blBaTh TEKCT CKa3KM Ha OCHOBE
MoJeNd, (UKCHPYIOLIEH IOCIEA0BATENbHOCT, HanOoJee CyIIECTBEHHBIX
yacTe TekcTa. B Hameill OombITHO-3KCIEpUMEHTANBHOW paboTe MpUHSIIU
yuactue 18 pereir JJOY Ne 28 myn. bonip, kotopsie B Teuenue 2016-2019
y4eOHBIX TOJ0OB OOydYalHCh MOJEIUPOBAHHIO CKa30K M HX Iepeckasy.
OCHOBHBIM CcOZiep)KaHHEM Hameil paboThl SABIsUIOCH 00ydeHHe JeTeit
YMEHUIO  CTPOUTb M HCIOJB30BaTb  MOJENH,  OTpakaroliue
MOCJIEZI0BATEIbHOCTh CMBICTIOBBIX YacTel CKa3KM W IepecKas3bIBaTh TEKCT
CKa3KM C ONOpOW Ha JaHHbIE MOJeNu. MBI CUMTaNM, YTO HCIOJIb30BAHHUE
HaIJsIIHOIO MOJIEJIUPOBaHUS B IIPOLIECCE O3HAKOMIIEHUS CO CKa3KaMH
CO3/1a€T BO3MOXKHOCTHU:

e  (¢opmupoBaTH OOIINE UHTEIUIEKTYaJIbHbIE CIOCOOHOCTH, IOHUMAaeMbIe
KakK JIEHCTBUS MOJEIUPYIOIIETO XapaKkTepa;

e  pa3BUMBaTh YMEHHA OCMBICIHBATH IIOCIIEOBATEIHHOCTh CIOXKETA
CKa30YHOI'0 TEKCTa, T. €. IJIAHUPOBAaTh CBOE BBICKA3bIBAHHE C OIOPOM Ha
YCIOBHO-CUMBOJIMUECKHE H300paKeHHS;

®  OBIJAJIEBATh CBA3HBIM IEPECKA30M B COOTBETCTBHU C PACIIOIOKEHHUEM

3aMeCTUTENEN.
Ha 1-om stame skcmepumenta B muaamei rpymme (3-4 roga) Mbl

WCTIONB30BAIM [BETHBIE TeOMeTpuveckue GUrypsl, cBoedd Qopmoil u
IBETOM HATIOMUHAIOIINE 3aMeliaeMblii 00bekT. Hampumep, cepblit KpyKoK
— MBITIKA; OOJIBIIION KOPUYHEBHIN KPY)KOK — MEABEb; PHDKUN OBaJ — JINCA;
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3€JICHBI TPEYTOJbHUK — JIATYIIKA; CHHUHA KPYXKOK — aenbduH. Y nereit
MiIafmeil rpynmsl cOPMHPOBAINCH [EHCTBUS 3aMELICHHS M yMEHHUE
JEHCTBOBATH C 3aMECTUTEIISIMHU.

Hnst  toro, 4droObl TIOCTENIEHHO TMEPEeHTH K  IMOCTPOCHHIO
IIPOCTPAHCTBCHHOM MOAENH, NETU JOJDKHBI HAyYUTHCS 0003HA4YaTh CaMH
MEepPCOHAXHU CKa3KW, UCHOJIb3ys MX 3amecTturened. B kadectse
3aMECTUTENIEH BBICTYNAIM LBETHBIC MAJOYKH WM LBETHBIE KPYXKOUYKH
pPa3HBIX pa3MepoB, COOTBETCTBYIOIIME IEPCOHAKAM 10 HEKOTOPBIM
BHEIIHUM Tpu3Hakam. Hampumep, B ckaske «Tpu menBens» repou ObLIH
3aMEIICHbl TpeMs KOPUYHEBBIMU MAJOYKaMU pa3HOM AMuHbL: Muxaiio
NBanosuu, Hacraces IletpoBHa, MuinyTka.

KaxxnoMy peOeHKy HmaBajiuch TaKHEe NaJlOUYKH, KOTOPBbIC OHU
MMOTHUMAJTH, KOTJ]a peyb Iuia o OonbIIoM MeaBene (OobInas majodka), o
cpennem (Hactacest IletpoBHa) — cpenHss Majmodyka © MaJICHBKOM
MumyTke — MajeHbKas Majaouka.

B ckazke «Kypouka Psibay» 3aMecTHTENsIMH TEpCOHAaXKEH SIBISUIUCH
[BETHBIC KPYXOUYKH pasHbIX pa3MmepoB: Jleq — OONbLIONH CHHUE KpPYKOK;
Bbaba — xpacHbIl Kpyxkok cpemHero pasmepa; Kypouka Psba — wmanbrii
KPYXXOK, Ha TeMHOM (pOoHE KOTOPOTro HEOOJbINE YTIyOIeHHS KOPHYHEBOTO
uBera; MpIlIKa — MaJEHbKUH CEpblil KpyXKouek; SULI0 — KPOXOTHBIA
KpY>KO4eK 30JI0THCTOro IBeTa. Kaxmomy peOeHKy JaBajcsi KOMIUIEKT
KpPY>KOUYKOB — 3aMECTHUTENEN NepcoHaxel cka3ku. [Ipu ureHnn ckasku netu
MOJHUMAIA KPYXKOYKH, COOTBETCTBYIOIIUE TEM IEPCOHAXKAM CKa3KH, O
KOTOPBIX IIIJIa PEYb.

Crenyer OTMETUTb, 4YTO OONBLUIMHCTBO JAETEH Cpa3zy aJeKBaTHO
MPUHUMAJIHM 3aMECTUTEIIN, HO HEKOTOPHIE AETH BKIIOYAINCH B Pa0OTY JIHUIIb
B MIPOIIECCE YTEHUS CKa3KH.

Ha 2-om stane oOyueHust AeTd cpenHei rpymnmsl (4-5 neT) yuyuinch
CaMOCTOSITETIFHO ~ pacIlpeleisTh 3aMECTUTENIM B  COOTBETCTBHH C
MEPCOHAXKaMU CKa3KM W BOCIPOM3BOJAWTH C HUMH Ha HIPOBOM II0JIE
OCHOBHBIE JICHCTBUS, KOTOpBIE MNPOMCXOMWIN B ckaske. Hampumep, B
nporiecce u3ydeHns cka3ku «Kot, meTyx u jmca» IeTH CIOBECHO BBIAEISIIN
NPU3HAKU TIEPCOHAXKEH, KOTOphIe OBUTM Ba)KHBI JUISI HCHOJIB30BAHUA
3amectutenie. TakMMM BHEUIHUMM NpPU3HAKAMH TEPCOHAXKEW SBIsICA
BbIOOpP OCHOBHOIO LiBeTa U (OPMBI: KOT — CEPbIil KPYXOK; HETYIIOK —
KpacHBI KPYXOK; JIUCa — PBDKUH KpPY)KOK. 3aTeM JeTH pa3Melland Ha
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UTPOBOM I10JI€ TIPEAMETHI: H300paKEHHUS ToMa KOTa U METYIIKA B ICPEBHE
JIOM JIUCHI B JIeCy. 3aTeM OHHM pa3bITPHIBAIN BCE OCHOBHBIC NEHCTBHA,
WUTIOCTPHUPYS TIepecKa3 CKa3Ku BocmuTaTeneM. B mporecce oOydeHus
NEHCTBUSIM 3aMEIleHUs] BBIICHUIOChH, YTO JAETH MCIHOJIB3YIOT 3aMECTUTEINH,
OMHpasiCh HE TOJNBKO HAa BHEIIHWE XapaKTEPHCTHUKH MEPCOHAXKeH, HO W Ha
BHYTPEHHHE CMBICIOBBIE CBS3M, crenuduiyeckue 0COOCHHOCTH HAapOAHOM
cka3ku. Tak, mus obo3nauenus baOvi-Srm mnm Kames beccmeptHoro onm
BEIOMpaN YepHbIE KPYXKOUYKH, a IS 30IYyIIKH — Oellble WK romyosie. Y
neteil  (OpMHpOBaJIOCH yMEHHE pa3MellaTh B IMPOCTPAHCTBE Kak
3aMEeCTUTEIH, TaK U TIPEeIMETHI, HEOOXOIUMBIE TIPY Pa3BEPTHIBAHUH CIOKETa
ckaszku. Hampumep, B ckazke «['ycu-nedenu» AeTH 0TOMpalii 3aMeCTUTEIIH:
MariieHbka — po30BBIN Kpyxouek; baba-fra — uepHbIi Kpykouek; Opartelr
Wpanymka — romy0oii Kpy»odek; TyCH-IeOeu — YepHbIe TPEYTOIbHUKH.
Ha wurpoBom mone aetu pacronaranu u30ymky Mamensku. Ha mopore
Mexay wu30ymkoii Mamenskn u baOwer-SArm  Haxomunmcb: a) Tedb
(KOpHYHEBBII MPSIMOYTONBHUK); 0) sI010H (PO30BBIN MPSIMOYTOIBHUK); B)
peka (mosocka romyooro 1era). Ciemyer OTMETHUTh, YTO JCTH WHOT/A
ITyTaJH MOCIEA0BaTEIHHOCTh PACIIONIOKEHHUS TIeUKH U 1010HN. OKa3anochk,
YTO IUTAHUPOBAHWE MPOCTPAHCTBEHHOTO  PACHONOXKEHUS  OOBEKTOB
MIPENICTaBISIET U3BECTHBIE TPYAHOCTH IS JeTell cpeqHeit rpymmbl. OdeHb
4acTo JIETH, IPABUIILHO OTOOPAB 3aMECTHTEINH, BEPHO PACIIONararoT TOJIBKO
HavaJbHbIE M KOHEYHBIE MECTa JICUCTBUS, IEPCOHAXKEN CKa3KH.

[NapamnensHO C o0OydeHWeM JeTeil BHIOMPATh 3aMECTUTENH U
paseIrphiBaTh ~ CKa304HbIE  CIOKETHl y  jAeredl  (opMupoBanochk
«o0paTHOE»YMEHHUE: TIepeCcKa3bIBaTh MN30/1bl 3HAKOMBIX CKa30K Ha OCHOBE
HAONMIONEHUH 32  PasbIlPbIBAHMEM ATHUX  SIHU30J0B C  IOMOUIBIO
3aMECTUTEIIEH.

Ha 3-em stame skcnepumeHTa (crapiias rpynmna) (GOpMHPOBaIOCH
YMEHHE JeTel MOJEINPOBATh CMBICIOBYIO CTPYKTYpPYy CKa3ku. Moaens, mo
KOTOPOH JE€TH YYWIIMCh CTPOMTH M NPUMEHATH, MPEACTaBIsIa COOOU psij
00BEKTOB (KBaJPAaTHBIX PaMOYEK), COCIUHEHHBIX CTpenKamu. Kaxaplii
OJIOK COOTBETCTBOBAJ OJHOMY OJIH30.ly CKa3kh. B HeM pasmemanu
3aMeCTUTENEH TeX MEPCOHAXEHN, KOTOPhIE yYaCTBOBAIN B JTaHHOM AIH30/E.
Crpenku 0603Ha4YaIN MOCTIEN0BATENIFHOCTD MTEPEX0/Ia OT OJHOTO U302 K
apyromy. M3ydeHuwe CKa3KH CTPOWJIOCH IO CIEIYIOIIEMY alrOPUTMY: a)
CIIyIIaHWE CKa3ku; 0) 0OCYkKICHHE W OTOOP HYKHBIX 3aMECTHTENCH, B)
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pa3MelieHne 3aMEeCTHTEICH B COOTBETCTBYIOIIHME OJIOKW; T') Oeceda Imo
COJICp)KaHUI0 CKa3KW; 1) Tepecka3d CKa3Kh Mo mozenu. JleT ycrhemrHo
MoI0Mpay 3aMecTUTENel epCOHaKEH, MOTb3ysACh 3aMEIIEHHEM BBICOKON
CTEIIEHH YCJIOBHOCTH: PHCOBAIM H300pPaKEHHUS CXEMaTHYECKOrO THIIa
(cxemy JepeBa, 4elIOBEKa, )KUBOTHOTO WJIM ITHIBI); YCIOBHO TepeIaBaju
JEKOPALUK: JeC — 3eJICHbII KPYKOK, IECOYHUIA — KETHI KPYKOK, 03epo
— TOTyOOH | T. II.

B xadectBe yCIIOBHBIX 3aMeHHUTeNeHl (DJIEMEHTOB  MOJIEIH)
BBICTYIIAIN CUMBOJIBI Pa3HOOOPA3HOTO XapaKTepa:
®  TeOMETpHYECKHUE QUTYPHI;
®  CHMBOJIMYECKHE H300pakeHHs MpeaMeToB (YCIOBHBIE OOO3HAYCHHS,
CHITY3ThI, KOHTYPBI, TUKTOTPAMMBI);

®  TUIAHBI M YCJIOBHBIE 0003HAUCHHS, UCIIONb3yEeMbIC B HUX.
[IpuBenemM mnpumep CaMOCTOATENBHOIO TOCTPOCHUS MOJENU TI10

ckazke «lIporymka neBoukm Mammmy. «OmpHaxael jdeToM Mama Hamgena

JKEJITOe TUIAThe W TIONLIA TYJSITh B Jiec. B 1tecy pocnu cocHBI, ey, Oepesbl.

Ha necHo¥i TponMHKE OHA BCTPETHIIA MAJICHBKOTO 3a0aBHOT'O MEJIBEKOHKA.

Marra mosipyXuiack ¢ HUM. MeIBEKOHOK IMOAapHII € Ha MaMsTh OOBIION

KpacHbIH Tpubodek. Mara BepHyJIach IOMOU C KPaCHBIM TPHOOYKOM.
JleTu MoCTPOWITH CIIEYIONTYI0 MOJIENb 110 OJIOKAM:

1-1 2-i 3-i1 OJI0K 4-11 O10K 5-i1
Grox OJIOK OJIOK
(0] o|o o|lo]o o|lo|o o o

1-i 6mok: Marma Hazena sKenToe iaThe (PKeIThIA KPY>KOUeK).

2-i1 Onok: Mama monma TynsaTh B Jiec (KENTHI ¥ 3eNeHBIH
KPYXOYKH).

3-i1 Oyiok: Maina B JieCy BCTPETHIIA MEABSKOHKA (MKEIITBIN, 3€JICHBIMH,
KOPUYHEBBINA KPY>KOUKH).

4-i1 Onox: MeaBeKOHOK mojapwi Maine BOMIIEOHBI KpacHBIH
rprbOoYeK (KOPUIHEBBIH, KEITHIH U KPaCHBIA KPY>KOUIKH).

5-i1 6mok: Mara BepHy/nach JOMOW € KPAaCHBIM TPHOOYKOM (KEITHIH
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U KPacHBIN KPYKOUKH).

Omupasch Ha MOZCNIb CKa3KH, IOCTPOCHHOW IT0 OJIoKaM, IeTH
MOAPOOHO TepecKa3blBall TEKCT CKA3KH, COONIOAas MOCIeI0BaTebHOCTh
JEUCTBUN Teposl.

B mpomecce ¢opmupoBaHHS yYMEHUS CTPOHTh W HCIIOIB30BaTh
MOJIEJIN MBI TIEPEXOUIN K OoJiee aOCTpakTHBHIM O00O3HAUYEHUSM 3IH30]I0B
BoeOHbBIX cKa3ok. Hampumep, npu m3ydernn ckaszku «Mmbs Mypomer u
ComnoBeii-pa300iHUK» codeTaHNe KPY>KOUYKOB CHHETO, YEPHOTO M 3€JICHOTO
nBera o6o3Havyanu Berpedy WMinbu Mypomia ¢ ColoBbeM-pa300iHUKOM B
necy.

Ilepexon nereil K CaMOCTOSITENIBHOMY HCIIOJIB30BAaHUIO TaKOI'O
0003HAYCHHUSI DIU30/la CBUACTENBCTBYET O TOM, 4YTO JETH YCBOWJIH
HEO0OXOMMBIN YPOBEHb YCIIOBHOCTH O00O3HAUYEHHUH 10 MOTHBaM JIFOOUMBIX
HapOJHBIX CKA30K.

Pe3ynpTaTsl OMBITHO-3KCIIEPUMEHTAEHOW PaOOTHI OIEHUBAIUCH IO
CIIEAYIONIEH METOAMKE: NEeTH mMmoiydanu | Oami, ecnu Ha3bIBaM TOJBKO
MEPCOHAXKH, KOTOPbIE MOTIH OBITH 0003HAYEHBI 3aMECTUTENsIMU; 2 Oaa
MOJTyYaJId IETH, KOTOPbIe MOTJIM 0003HAYHUThH MEPCOHAXKH U UX NEHCTBHS, 3
0aJuia Moydanu JeTH, KOTOpble 0003HAYaIH MEPCOHAXKU U CBS3BIBATH UX
NEHCTBHSI B HEKOTOPYIO MTOCIEA0BATEIBHOCTD 10 3JIEMEHTAPHOMY CIOKETY;
4 Oamwra mody4Yanw JETH, KOTOpPhIE MOTJM 10 MOJEIH pPaccKaszaTh
JOCTaToOYHO  MoApoOHO  cka3ky. CpenmHsii  OIEHKa y  JIeTe
SKCHEPUMEHTAILHON TPYIIBI OKa3ajach paBHOM 2,8 OamioB. OTH JaHHbIE
MOKa3bIBAIOT, YTO JETH, B OCHOBHOM, TOYHO B COOTBETCTBHUHU C MOJIEIBIO
MOTJIM JIaTh CBS3HBIM, PAa3BEPHYTHIH M KOMIIO3MLMOHHO OPTraHU30BAaHHBIH
repeckas CKa3KH.

Takum o0pa3omM, 000OIIME MaTepHalIbl UCCIIEIOBAHUS, MbI PHUIILIH K
BBIBOAY, YTO:

® JIETH HAay4YWIUCh C TIOMOILbIO 3aJaHHOH MOJIEIN BBIIEIATH
OCHOBHBIE  CMBICIIOBBIE  3MM30Jbl  HApPOJHOW  CKa3Ku U
YCTaHaBJIMBATh CBSI3M MEX]ly HUMH, YTO U JA€T BO3MOXKHOCTH IO
OTAEJIbHBIM 3MU30JaM BOCCO3/1aBaTh LIEJIOE;

e y Jnereil CHOPMUPOBAINCHL YMEHHUS CaMOCTOSTEIILHO CTPOWTH
MOJIEIIM CHaJaja BO BHEIIHEM, a 3aT€M M BO BHYTPEHHEM IUIAHE U
HCIIONB30BaTh UX B CBOEH NEATENBHOCTH;
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® aKTHBHOC HCIOJL30BAHHUEC B TMPOIECCe OOYUCHUS JMTEPATYPHOTO
oOpa3na (Cka3kv) W IUTaHA-MOJCIU TIOJIOKUTEIBHO BIUSACT Ha
MOJIHOTY, O0BEM, COICPIKATEIBHOCTh W CBS3HOCTH IE€pecKasa
CKa3KH, CIocoOCTBYET IUIAaBHOCTH peun, MOBBIIIIACT
MOTHBHUPOBAHHOCTE M CAMOCTOSITEIBHOCTD BBICKA3bIBAHN;

e BBEJICHHME HATJISIHBIX MOJENEH B MpoIecC OOYYCHHUS COIACHCTBYET
MOHWMAHUIO 3HAYeHWH YacTell pedd, pasBUTHIO JIOTHKO-
rpaMMaTHYECKHX KOHCTPYKIIHIA M CO3IaHHIO IIEJIOCTHOTO PEUEBOro
BBICKA3bIBAHHSI HA OCHOBE CKa3KH.
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BECCAPABCKO-HEMEIIKHUE CKA3UTEJIM —
XPAHUTEJIM SAA3BIKA U KYJBTYPBI CBOEI'O HAPOJA

Tarbsana HIEPBAKOBA (Bbeabiibl)
Cepreii HIEPBAKOB (MockBa)

Zusammenfassung: Die miindliche Volkskunst der Bessarabiendeutschen wurde
von der Literaturwissenschaft bislang zu wenig in den Blick genommen, ihr
Potential fiir den interkulturellen DaF-Unterricht noch kaum genutzt. Im folgenden
Beitrag wird fiir eine interkulturelle Erweiterung des DaF- und Literaturunterrichts
durch diese deutschsprachige Literatur aus dem Osten plddiert, um dann
Uberlegungen fiir die DaF- und Literaturdidaktik und den Umgang mit
ausgewdhliten Texten anzustellen. Die oben genannten Autoren und ihre Werke
konnten unserer Meinung nach fiir junge Forscher der deutschen Sprache und der
deutschen Literatur von Interesse sein.

Schliisselworter: Bessarabiendeutsche,  bessarabiendeutsche  Erzdhler,
schwdbischer Dialekt, kaschubischer Dialekt, dialektisch gefirbtes Hochdeutsch,
Folklore, miindliche Volkskunst, narratives Genre, Mdrchen, Schwdinke,
Familiensagen, Gruselgeschichten / Horrorgeschichten

Ilon TepMMHOM cKa3umens TOHUMAIOT YeJIOBEKa, YCTHO
nepeaaonero MU(bI, POJOCIOBHBIE, CKa3KH U JIETEHIbl, KOTOPHIE,
Onmaroyapsi cobuparelsiM YCTHOTO HApPOJHOTO TBOPYECTBA MYOJHKYIOTCS.
Bo MHOrmx KynbTypax CKa3WTEJIM BBIIOJHSUIM M BBIIOJHSIOT Ba)KHYIO
conuanpHylo (yHKnuoo. brarogaps UM W3 YCT B yCTa IepelaroTcs
npousBeneHust (ONBKIOpa, KOTOPhIE OHU Y3HAIM OT CBOMX OT CBOHX
MpajesoB, A€I0B U POJAUTENEH.

[IpowsBeneHuss YCTHOTO HApOIHOTO TBOpUYECTBa OeccapaOCKumX
HEMIIEB BHIILTN B cBeT Onaronapst Anbdpeny Kammanny / Alfred Cammann
(1909 — 2008), yuurento rumMHa3uu B ['epMaHuy, MUCATEIIO U COOMPATEIIO
MPOM3BE/IEHUI ITOBECTBOBATEIHHOTO JKaHpAa HA HEMEUKOM S3bIKE U3
BocTounoit EBpomnsr.

Iloce Bropoit mupoBoit BoiHB Anbdpen Kammann BmecTe co
cBoel xeHoH JIyn3oil Hauan coOMpaTh UCTOPUHU M PACCKa3bl TEX, KTO OBLI
nepeMmenieH u3 Bocrounoi I'epmMaHMd W HEMEUKUX [OCEJIEHUA B
Bocrouno#t Empome. Onm 3ammcamu  6oiee 1000 wHTEpBBIO C
MPEeICTaBUTENSIMI  HEMELKUX MEHBIIMHCTB u3 Benrpun, Pymbiaum,
VYkpaunsl, beccapabuun, BonbiHu, a Takke u3 Bocrounoit u 3amagHoi
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[Ipyccun, Cunesun u [lomepanum.

ApxuB KammanHa xpaHutca B IHCTUTYTe perHOHAIFHONW UCTOPHU B

= Porenbypre (Biomme) u comepxkutr 311 meHT u
! f~ _ . oxomo 12 000 3amuceii, moutu 900 06BEMHBIX NAMNOK

o
; C  JIOKYMEHTaMH W  paccKa3aMd,  ThICSYH

. J 4 o
/ n3o0paxkeHnit u 6nbnmorexy u3 okono 3000 TomMoB.
= C 1961 roma A. Kavmmann  ObL1

A. KamMmaHH Ha MOJHONPaBHbIM ujieHOM KcTopruueckoil KOMHCCUU

BCTpeue co
HIKONhHUKAMU

Al

M0 TOCYJAPCTBEHHBIM HCCIIeI0BaHUsIM BocTouHoil 1
3amamuoit Ilpyccmm. OH OBUT  Takke HICHOM
Hemenkoro ¢onbkiopHoro obmectBa u MexXIyHapoaHOTO OOIIEcTBa
uccienoBaresei GoybKiopa.

A. KammaHH omyOnMKoOBad MHOTO KHHUT C COOpaHHBIMH UM
MPOM3BEICHUSIMUA YCTHOTO HAPOJHOTO TBOPUYECTBAa HEMIEB M3 BocTowHOI
EBporbl, B ToM unciie u u3 beccapadbun (Cammann 1962, 1967, 1987).

[IpencraBuTensamu OeccapaOCKO-HEMEIIKUX CKa3UTEIICH SBIISIOTS:

Ansdppen Tunemann / Alfred Thilemann, Kouncrantun Maiiep /
Konstantin Mayer, Onsra IlItonep / Olga Stohler, Hosedp Mromiep u xeHa /
Josef Miiller und Frau, Puxapn Baymrepruep / Richard Baumgartner,
Anp3e Kammmn / Else Kalisch, Moaxum Tpayrort / Joachim Traugott u mp.

Anbdpen Tunemann / Alfred Thilemann — nucarens u ckasurens
n3 beccapabuu. B kuure mnon penakiuein Anbdppena Kammanna
onmyOJIMKOBaHbI €ro pacckasbl u crpammikd: “Jakoble, Wolfsgeschichte,
Begegnung mit Walfen / flkobne, Hcmopus ¢ eonkom, Bcmpeua ¢ éonxkamu
nu gap. O pomwics B Kanbaxe / beccapabusi (mpiHe — JlyxaHka
Tapyrtunckoro p-Ha  Ogpecckoil  001.). [Monyunn mnpodeccuro
(dopTennaHHOro MacTepa U My3BIKaJbHOTO HAcTpoHIIuKa Ha (abpuke 1o
M3rOTOBJICHUIO MY3BIKQJIIBHBIX HHCTpyMeHTOB IOmmyca birotHepa B
Jleiimmure / T'epMaHus, TJe OH TOCEIAJl TAKKE W INKOJY ITOBBIIICHHS
kBanmupukamuu. [locne okoHwaHus oOyuenuss A. TwiemaHH Haydaiu
3aHUMAThCSl CBOEH Npo(decCHOHATIbHON AeqATeNbHOCThI0 B byxapecte u
[Inoewrrax. Ilociie nepeceneHuss U NOJYYEHUST HEMELIKOTO IPAKIAHCTBA B
1941 rongy cran commatoM. B MOMEHT okOHYaHUWs BOiHBI ObLT B JlaHum
mocie paHeHus. B aBrycre 1945 roma ObUT OCBOOOXACH M3 IDICHA U
HECKOJIBKO HeJelb padoTal B CEJIILCKOM XO3HCTBE, 3aTeM BO300HOBHII
CBOIO TIpopecCHOHATIBHYIO NesTeTbHOCTh. ANb(pen TunemaHH ObUI jkeHAT
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Ha ['epne Boxuer m3 Hoii-Iloctans / beccapabust (apiHe — JlonmmHOBKa
benropox-nectpoBckoro p-Ha Omecckoi 00I1.), OBLUT OTIIOM TPOUX IETEH.
ITocne cpaum marucrepckoro sk3ameHa otnpaswics B HoiiBua Paitn
M OTKpBUI (poprenuanHblii Marazun Piano-Thilemann. B cBoGoxHoe Bpems
Hayan coOWpaTh M 3alMChIBATh MCTOPHH W paccka3sl M3 beccapabum. B
1978 roay nepenan GM3HEC CBOMM CHIHOBBSIM 3UrGpHIy U YIBPUXY U C TEX
mop ToCBATHI cebs xo00m — mucarenbckoMy aeny. Ambdpen Tunemann
ormyonmMKoBan COOpPHMK paccka3oB u3 beccapabum TOJ Ha3BaHHWEM
Steppenwind / Cmennoii éemep (Thilemann 1982).
On ObuT MUYHO 3HAaKOM U Apyxun ¢ A. KamvanHoM. Jlpy3esi HazbIBaId
Kammanna npocro Ansdpen, a Tunemanna Anbdpen-kanryo.

DER WEG AUS DER

Steppensind e

KHura K.
KHura A. Maiiepa

TunemaHH

1940

&Erihhmgenmdembehm

Ckasurens u tmcatens Koncrantun Maiiep / Konstantin Mayer
poauics B kononuu Celimensl / beccapabus. Ceituac 370 ceno Ha3bIBaeTCs
CemenoBka — benropon-JlaectpoBckmii p-H Omecckoir o6n. OH mucan
CeMeifHbIe card, paccKkasbl W CTpalnwikd, takue kak Familie Falz-Fein,
Erlebnis mit Wolf, Die Schultasche, Schiilerstrec / Cembsa @anvy-Detin,
Cnyuaii uz srcusnu ¢ 6onxkom, Lllkonvnas cymka, lxonvras 3a6acmoska u
ap., ommyonmkosan kaury Der Weg aus der Steppe 1940 / Ilymb uz cmenu ¢
1940 200y (Mayer 1986).

Beccapabcko-Hemerikas ckasutenbauiia Ouabra lltosep / Olga
Stohler B mocnenHue roapl )xu3HU NpokKBaiia B ['epMaHuy B IPUIOTE IS
Oeccapabckux HemieB Alexanderstift (puroT a7st mpecTapesbIX JIF0AeH M.
pycckoro napsi Anekcannpa |, mpurnacusmero HemueB B beccapaOuto B
1813 r. — mpum. aBT.). OHa ABIIAETCS aBTOPOM CEMEHHBIX Car, IIBaHKOB U
pacckaszoB: Gestohlene Tochter, Grofmutter — Grofvater, Elternhaus /
., Kaschubisch“ und Schwdbisch / Vkpaoennas oous, babywxa — oedyuixa,
Pooumenvckuii oom / ,, kautybckuti ouanexkm “ u weabCekull Ouanexm u ap.
Vpoxenus BeccapaGuu Mozed Miomtep u sxena / Josef Miiller
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und Frau mpoxuBanu B ['epMaHMM TOXKE B MPHIOTE i OeccapabCKux
nemiieB Alexanderstift. Oun HagukToBanun Anbhpeny KammanHy Ha IEHKY
MHUCTHYECKHE PACCKa3bl M CTPAIIMIKA M3 XU3HU OeccapabCKuX HEMIIEB:
Tischler und Hexe, Gestalt an der Briicke, Spukhaus, Macht des Gebets /
Inomnux u eedvma, @ueypa y mocma, Hom c npusudenusmu, Cuia
MOIUMEBbHL N JIP.

Puxapa Baymrepraep / Richard Baumgairtner
sBisiercst 3emiisikoM KoHcranTuHa Makiepa, OH TOXe
pomuincs B xononun Ceiimensl / Beccapabus, ceifuac 3to
ceno  CemeHoBka  benropon-JlHecTpoBckoro  p-Ha
Opnecckoli 00i., Kak OBIJIO yKa3aHO Bblme. [IpuHHUMan
M yuactue B Boinyckax EJKEIO/JHHKA OGeccapaOckux
P. Baymreptiep  HemmeB B lltytrapre. Ero mepy mpunHamiexar cara u
pacckaser: Aus meiner Kindheit, Abschied von Seimeny / X3 moezo
demcmea, IIpowarnue ¢ CetimeHamu U ap.

VYpoxenka kononun bepesuna / beccapabus
(cetiuac — bepesuno TapytuHckoro p-Ha Opecckoit 001.)
dab3e Kaanm / Else Kalisch — aBrop MHOro4HcieHHBIX
Y OYeHb WHTEPECHBIX CKa30K, PacCKa30B U CEMEWHBIX car:

Der Manelvettrl, Das Mdrchen vom weifen Wolf, Von
3. Kannw der goldenen Feder, Schnellldufer, Die Kénigstochter /
Kysen Manenv, Craszka o 6enom eoaxe, O 3o10mom nepe, Ckopoxoo, /lous

xopossi 1 ip. B nmeTcTBe Bce 3TO e pacckaspiBaiu 0alyiika, Mama, O4eHb
crapeHbkas (pay JlaHr, mpoXKHMBaBIIAas CO CBOUM CHIHOM HEMOJAJIEKYy OT
Bepesnna Ha Xxytope, cTpaHCTBYyIOIIHME TNoibckue Humme FOna m @puwi,
st Pynoned Iane u nBoropoausiii Opat Mmmanyens [laib, modYTeHHbIH
orery OONBLIOrO ceMeWcTBa. b3 K€ IepecKasblBaja CKa3Kd H
YCTBIIIaHHBIE UCTOPUU JIIOJIEM U HUX CeMeld B WIKOJEe, B KOTOpPOM OHa
yuunach, cBoeMy Opaty Pymonbdy, cocemHum peOsTHIIKAM U, CTaB
B3pOCIIO, Bcerga coOupanga CHOHTAHHO ayAWTOPUIO IS CBOMX
noBectBoBaHuid. OO0 Dib3e Kamumn CHAT 10KyMeHTa bHbIH GriibM (Grimm
2007).

«OHa, 0e3 COMHEHHS, SBISIETCS OJHUM M3 CaMbIX BBIJAIOIIMXCS
mBabCKUX TPO3anKOB Hamrero Bpemerm» (Cammann 1987: 385).

Beccapabekuit memenr Tpayrorr Moaxmm /  Traugott Joachim
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poauncsa B konoHuu OpuneHcrans. Ceilyac — 310 ceno MupHomonbe

Caparckoro p-Ha Opecckoit 061, Bo BpeMs BOWHBI €ro cembsl ObLia

BeiciaHa B CpemHioro Asmio, B koiaxo3 mMm. M.IO. JlepmontoBa. B

I'epmanum xun B Ultaiiep6epre nog Huabyprom. Ero tema (Anna bekkep)

u xeHa (Menura TpayroTT) 3HaIM MHOTO HEMENKHX HAapOIHBIX TIECeH Ha

mBaOckoM auanekte. [lecHn B ncnonneHnn Matepu u nodepu A. Kammanu

3amrcan Ha MarHUTO(OHHYIO JIEHTY, Ceidac OHH XpPaHATCS B apXuBe

HApOAHbIX meceH ['epmanum. . TpayroTt paboTar KOHTPOJIIEPOM B OJTHOM

u3 HePTsHBIX Kommanuid B HmxHeld CakcoHMH, a TIO YTBEPKACHHUIO A.

Kamvanna, oH ObUT OONBIIMM 3HATAKOM HEMEUIKHX HApPOJHBIX CKa30K

(Cammann 1987: S. 319).

Caoro xu3Hb M. TpayroTT onucan B cemeiinoii care Aus dem Leben /
U3 orcusnu.

7Kanpsl ycTHO# npo3bl 6eccapadcKUX HeMIeB:

B ycrHOIT mpo3e OeccapaOCKMX HEMIEB Pa3IHYAIOTCS CIETYIOIINE
KaHPBI: CacU, CKA3KU, WIGAHKU, PACCKA3bl U CHIpAUIHbBIE UCHMOPUU
(cmpawiunxu)

Ocobennocmu 6eccapabCcKo-HEMELIKUX HApPOIHBIX CKa30K:

Hapoonvsie ckaszku OeccapaOCKux HEMIEB MPEJCTaBISAIOT CcOOOM
TPaIMIIUOHHYIO (OpMy CKa3kH, OHH OCHOBAaHBI Ha YCTHO TI€pEIaHHBIX
MaTepuagax H, B OTJIMYME OT HEMOCPEJCTBEHHO  HAIMCAHHBIX
XY/0)KECTBEHHBIX CKa30K, HE MMEIOT YETKOH TEKCTOBOH ()OPMBI, KOTOPYIO
MO’KHO TIPOCJICIIUTH Y OAHOTO aBTopa. Jlo MCIpaBlieHUs U pelaKTHPOBaHUS
KOJJICKIIMOHEPAMH OHHU CYIIECTBOBAIM B pa3HBIX IMOBECTBOBATEIHHBIX
BEpCHUsX, a, HHOTAA, U CAMHU PacCKa3YMKH BHOCWIM M CBOU JIOTIOJIHEHHS U
ucnpasienus (Kalisch 1987: 387-392).

Ocobennocmu 6eccapaOCKO-HEMEIIKUX HAPOAHBIX CKa30K:

- Kontpact mexay 1o0pom u 3710M: Z00pO ¥ 3710 MPOTUBOIIOCTABIICHBI;
n00po ,,lI00eKTaeT™, 3710 ,,[IPOUTPHIBALT";

- TUNWYHBIE CKa304YHBIC IMEPCOHAXU (peaNbHbIC IMEPCOHAXKH: KOPOJIb,
KOpoJieBa, TIpUHII, IpHHIlEcCa, Mauexa, JEBYIIKa, KPECThSHMUH,
peMeciIeHHUK; (aHTaCTHUYEeCKUE CYIIECTBAa: BEIbMBI, BEJIHMKAHBL,
THOMBI, BOJIIICOHUKH, Ab(MbI, KapIukd, (Heu; TOBOpSIIUE MPEAMETHI,
pacTeHHs W >KMBOTHBIE, BCTYMAIOIINE B KOHTAKT C TEPOEM B KAa4eCTBE
MOMOIITHUKA WM Bpara);
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- (baHTaCcTHYECKUE COOBITHS B IOBCETHEBHOM KU3HH,

- TIEPCOHAKHU TPOTHBOPEUMBHI M CTEPEOTHITHBI: TPYCIUBBIC — CMEJIbIC,
YMHBIE — TIIyNble, KPacWBbIE — YPOJUIMBBIC, OOraTthie — OCIHBIC,
TOOPOAYIIHBIE — 3IIble, TPYHOIIOOWBBIE — IJIEHUBBIC, CHIIBHBIE —
0ECIIOMOIITHBIE, JKECTOKHE — MATKHUE, IIEJIOMYIPSHHBIC — TPEITHBIC;

- BpeMs, MPOAODKUTEILHOCTh M MECTO ACHCTBHUS: MAJIO FIJIH COBCEM HET
nHQOpMAITMH O BpEeMEHH W  NPOAOIDKHUTCIBHOCTH  JCHCTBHS,
HEOIIpeIeICHHOCTh MeCTa JICHCTBHS (JIeC, 3aMOK, JIEPEBHS, MEIIbHHMIIA,
MoJie); ycTapeBIIMe NPOQEecCHH, YKa3bIBAIOIIME HA COOBITUS B
MIPOIILIOM;

- reorpaduueckas W HUCTOPHYECKAs NPUBS3AHHOCTh: B OTJIMYHE OT
MHU(DOB WIH JIETEH T, CKa3KH TeorpapuuecKy Wik HCTOPUICCKH SIBHO HE
MIPHUBSI3aHBL

- MarmyecKkue 4YMciIa W CHMBOJBL: ,2“ (OpaTes, cectpsl, ¢en), ,,3“
(>xkemaHus, 3aMaHUs, CBHIHOBBS, JOYEPH, DK3aMEHHI), ,,7° (THOMBI,
BOPOHBI, CBIHOBBS, MyXH, KO3BI, T0J1a) U ,,12 (oaMacTepbs, 3a1aud,
Opaths);

- JICHCTBHE: DIIEMEHTHI JCUCTBUS SBJISIOTCS OJHOMEPHBIMH, 4YacTO
MOBTOPSICMBIMH M YPE3BBIYAMHO MPOTHUBOMOJIOKHBIMU (ymada —
HECYacThe, )KU3Hb — CMEPTH);

- TPaaUIMOHHBIC 3aYMH U KOHIIOBKA;

- BCTaBKa CTHXOB B MPO3aMUYECKOE MOBECTBOBAHUE;

- A3BIK: SI3BIK CKA30K MIA0JIOHEH W OJHOO0OpPAa3eH, B HEM MPHUCYTCTBYIOT
CIIO)KHOCOYMHEHHBIC TPEAJIOKECHUS; B COJCPKAHUHM HCIIOIB3YIOTCS
YMEHBIINTENbHBIE (POPMBI (THOMUK, TOMHUK);

- TIOBTOpSIEMasi CTPYKTYpa.

Tepmun caca o6o03HawaeT MHUGOIOTHYECKOE WIH JIETCHIAPHOE
IIOBECTBOBAaHWE, B PEAIBHOCTH KOTOPOro BepsT. beccapaOcko-HEMerKne
carm BKIIOYAlOT B ce0sg Tpagumud ¢ OOblYaW, HCTOPUYECKHE,
obmiecTBeHHbIe WM cemeiinbie coObitusi (Mayer 1987: 100-106, Stohler
1987. 395-403; Baumgirtner 1987:. 414-417, 427-428; Thilemann 1987:
417-427).

1llsanku

[Mox TepmMuHOM weank B (HOIBKIOPUCTHKE OeccapaOCKHUX HEMIICB
ITIOHUMAETCS KOPOTKHI paccka3 KOMHYECKOTO COICP)KaHUSA, KOTOPBIH
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MHOTIa BKIoYaeT B ce0st u ctuxu (Knauer 1954: 102).

Ocobennocmu 6eccapadCKO-HEMEIIKHX IIIBAHKOB:

- Cutyauun uiam coOBITHS M3 IIOBCEJHEBHOM >KHM3HHU CIy)KaT TeMaMH
LIBAHKOB, B KOTOPBIX OY€Hb YacTO IPEICTABICHBI AMAIOTH MEXIY
MPOTUBONONIOKHBIMU ~ CTOPOHAMHU  (HAampUMep, XO3IWH W  CIIyTa,
0oOMaHMIMK 1 0OMaHYThIH, TIYIIBIN U XUTPHIH, Ba0  Kamryo);

- HaJW4Yue PYraresbCTB U OPaHHBIX CJIOB B COJICPKAHUY;

- TPpAMOJHMHEHHOCTh IOBECTBOBATENBHOTO CTHJIS, MOITOMY IIBAaHK
XOPOIIO  IMOIXOAUT JUI KOPOTKUX Pa3BleKATEIbHBIX MEPOIPUSTHH.

Cmpawnovie ucmopuu / pacckazpl (cmpawiuiku) — 3TO
MOBECTBOBAHUS C )KyTKUM COJIEPKaHUEM, B COJICPKAHUU KOTOPBIX, HHOT/IA,
INPUCYTCTBYIOT  IPEYBEIMYEHHUS M HMCKAXKECHHUS COOBITUH M SIBICHUH
okpyxartomero peanbHoro mupa (Miller und Frau 1987: 403-407;
Thilemann 1987: 423-427; Mayer 1987: 407-410).

B ycTHO# mpo3e OeccapaOCKMX HEMIIEB OHH ITOAPA3ICISIOTCA Ha
cmpawnvte ucmopuu (Schauergeschichten), wnampumep, o BoJKax,
ucmopuu ¢ npueuoenusamu (Spuk- Gespenstergeschichten) u cmpawnsie
ckasku (Schauermdrchen).

ConepikaHue NMPOU3BEICHUN YCTHOM Npo3bl OeccapaOCKUX HEMIICB
MepeaaeTcsl CKa3uTEeJIIMU Ha IIBAOCKOM HIIM KallyOCKOM JHaNeKTax Wid Ha
JIAJIeKTaJbHO OKPAIICHHOM JINTEPAaTYPHOM HEMEIKOM sI3bIKE.  OTH
MPOM3BEICHUSI COJAEp)KAT MHOTO 3aWMCTBOBAaHMH W3 PYMBIHCKOTO,
PYCCKOT0, YKPaMHCKOT0, OOJITapCcKOro U raray3cKoro si3bIKOB.

BriBoabl

U3 BeIIIIECKAa3aHHOTO MOKHO CAENATh CIIEAYIOIINE BHIBOBI:

e brnaromaps nHemeuxkomy wuccnenoBateno Anbdpeny Kammanny
cOXpaHmJcS OoraThlii IUIACT KyJIbTYphl OeccapaOCKMX HEMIEB — UX
(ONBKIOpP, B KOTOPOM HPOCIEKHUBAIOTCS M OCOOCHHOCTH S3bIKA HEMIICB
Beccapabuu B mepuon 1814 — 1940 rr.;

« K OonbmoMy coxajeHHIO, YCTHOMY HapOJHOMY TBOPYECTBY
OeccapaOCKHUX HEMILIEB JI0 CHX IIOp HE YAEISUIOCH JOCTATOYHOIO BHUMAHHS
B JIUTEPATYPHBIX HCCIIEJOBAHUAX, & €r0 MOTEHIIMAI JIsi MEXKKYJILTYPHOTO
0o0y4eHHs HEMELKOMY SI3BIKY KaK HHOCTPaHHOMY MpPaKTHYeCKH He
HCIIOJIb30BaJICS;
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L4 Briienaszsanubie aBTOPLI U UX MPOU3BCACHUA MOTIYT, 10 HAICMY
MHEHHUIO0, TMPEJCTaBIATh HHTEpEC I MOJIOJBIX  HcclenoBarenen
HCEMCILIKOT'O S3bIKA U HCMCHKOﬁ JIUTEPATYPHI.
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