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TIMPUL SI CULTURA

TIME AND CULTURE

Lilia TRINCA,
doctor, conferentiar universitar,
Universitatea de Stat ,, Alecu Russo” din Balti

Abstract: The conceptualization of time is directly related to people’s culture since it is
formed as a result of practical cognitive activity and has national specific traits determined
by historical, religious, natural, geographical and social peculiarities. Time is measured and
used totally differently on different continents and in different countries. Depending on this,
nations are classified into monochronic and polychronic. To determine the place of
Romanian people in this classification, we conducted a survey involving 242 young people of
Romanian origin. While punctuality is self-evident in Western society, in Romanian society,
in which the Oriental influences are felt, punctuality and discipline are not so rigid. As for
the attitude to the value of time, Romanians are pluri-active, i.e. time is interpreted by them
as goods that can be manipulated, shaped, expanded or as something you can do without, no
matter what the clock shows.

Keywords: socio-cultural category, ethnolingual vision, people’s mentality, ethnic and
linguistic identity, monochronic, polychronic.

Nu cred sa existe vreo notiune pe
cit de familiara si banala, pe atit de im-
penetrabild si greu de definit cum ar fi
timpul. Astazi timpul in societate nu
mai reprezintd un concept transcen-
dent, mitic, ci constituie 0 miza majora
a existentei concrete. Percepind tim-
pul ca o categorie socio-culturala,
omul 1l fixeaza in modele temporale.
Din perspectiva unui atare model,
,putem scrie marea ecuatie a culturi-
lor nationale [...], a caror multime
este cultura universala” [Badescu, 43].
O asemenea analiza promite sa dezva-
luie laturi inedite si, implicit, esente
mai profunde ale fenomenului de
timp, care au ramas in conul de umbra
al cercetdrii conceptului dat in limi-
tele altor puncte de vedere.

Desi e un concept primordial si
vital pentru experienta umana — 0 Uni-
versalie culturala — timpul e supus to-

tusi unor notiuni total diferite In ce
priveste caracterul si esenta lui. A de-
venit deja axiomatic faptul ca oamenii
au o reprezentare proprie a timpului in
ei insisi, adica fiecare individ poseda
un mod personal de a reprezenta, a
stoca si a pastra timpul in propria min-
te. ,,In fapt, mentiona G. Stanescu, noi
nu dam socoteald de timpul fizic, ci de
perceptia sa subiectiva, care are o evi-
dentd conotatie culturald” [Stanescu,
46]. Pornind de la ideea ci fiecare
limba reda miscarea timpului intr-un
mod specific, in functie de viziunea
etnolingvald, intr-un studiu anterior
ne-am propus sa identificim modelul
temporal si axa timpului la roméani prin
intermediul unui experiment asociativ.
In baza experimentului am constatat
ca timpul e perceput de catre romani,
in mare parte, ca abstractie; perceperea
lui este subiectiva, asa precum su-




biectiva este si perceperea duratei sale.
De asemenea, timpul este perceput in
termeni spatiali corporali ca un drum
drept, care porneste de la picioarele
noastre si merge pina la linia orizon-
tului. Portiunea pe care am parcurs-0o
din drum §i am lasat-o in urma (in spa-
tele) noastra (nostru) reprezinta trecu-
tul, iar cea care se intinde 1n fata
noastra si e, deocamdata, neatinsa, e
viitorul. Majoritatea romanilor adopta
modelul ne-egocentric al miscarii tem-
porale (moving Time): timpul se misca,
pentru ei, pe o axa orizontald de la
stinga la dreapta (desi admit si misca-
rea bidirectionala)™.

Conceptualizarea timpului este
direct legatd de cultura poporului din
care faci parte, intrucit se formeaza ca
rezultat al activitatii practice cogniti-
ve, comporta trasaturi specific natio-
nale, determinate de particularitdti de
factori de ordin istoric, religios, natu-
ral, geografic, social etc. Cu toate
acestea, imaginea timpului poate varia
in mentalul aceluiasi popor. Or, orice
popor nu traieste izolat, iar mentalul 1i
este ,,contaminat” de modul de perce-
pere a lumii de catre alte popoare, axat
pe o experientd general-umand, de re-
flectare a realitatii. Iata de ce romanul
care percepe timpul preponderent lini-
ar, accepta si caracterul ciclic al lui —
o reminiscentd/reflectare a experientei
general-umane. E cunoscut faptul ca
timpul e masurat si folosit total diferit
pe diverse continente, dar si de la o
tara la alta, fapt ce genereaza semnifi-

ICf. Trinca, L. Spatial coordinates of
time in romanian // Intercultural commu-
nications, Georgia, Thilisi, 2015, nr. 24,
p. 12-22; Trinca., L. Timpul etnic — o di-
mensiune a viziunii etnolingvale romd-
nesti (in baza experimentului asociativ) I/
Philologia, nr. 5-6 (275-276), 2014,
septembrie-decembrie, p. 74-89.

cative frictiuni intre popoare. Bunaoa-
rd, conceptia de timp la americani e
cea mai costisitoare. Fiind oameni de
actiune, americanii concep timpul ca
o valoare incontestabild, care trebuie
exploratd continuu, intrucit, intr-0 so-
Cietate bazata pe profit, timpul repre-
zintd bani (Time is money). Or, a de-
venit deja axiomatic faptul ca anglo-
saxonii, germanii, scandinavii sint
liniar-activi, dominati de timp si mo-
nocronici®. Aceasta inseamni ci in
procesul desfasurarii activitatii lor, ei
nu-si disperseaza atentia si prefera sa
Se concentreze asupra unui singur lucru,
alocindu-i timpul prestabilit. Ei sint
foarte punctuali si stabilesc o cores-
pondenta intre timpul de lucru si suc-
ces. Sud-europenii (italienii, spanio-
lii), arabii sint considerati pluri-activi,
organizindu-si activitatile total diferit
fata de cei liniar-activi. Ei nu se axea-
za pe orare si nu considera punctuali-
tatea o calitate. Relatia cu oamenii,
sentimentele sint considerate mai va-
loroase decit timpul.

Pentru a stabili locul romanilor in
aceasta clasificare, am realizat un son-
daj de opinie la care au participat 242
de tineri avind virsta cuprinsd intre
18-25 de ani, de origine romana. in
calitate de respondenti au fost alesi
studenti ai universitatilor din Republi-
ca Moldova (Universitatea de Stat
»Alecu Russo” din Balti) si Romania
(Universitatea ,,Alexandru Ioan Cuza”
din Iasi). Trebuie de mentionat ca
factorul determinant pentru alegerea
studentilor in calitate de respondenti
in cadrul experimentului revine faptu-
lui ca la virsta de 17-25 de ani se pro-

2A se vedea clasificarea culturilor
lumii in legdturd cu atitudinea fatd de
timp in 1) liniar-activi; 2) pluri-activi;
3) reactivi [Lewis, p. 38].




duce deja formarea identitatii etnice i
lingvale, iar raspunsurile, putem con-
sidera, reflecta competenta culturala,
precum si mentalul roméanesc. Res-
pondentii au fost rugati sa raspunda la
citeva intrebari Care ar urma si releve
atitudinea romanului fata de timp.
Astfel, la prima intrebare: Avefi o
invitatie acasa la cineva. Cu cite mi-

Nute se considerd bon ton a intirzia 1a
o infilnire cu caracter privat?, dintre
cei 242 de respondenti, numai 33 (ceea
ce constituie doar 13,6%) au raspuns
cd nu e bine a se Intirzia, ci e corect sa
fii punctual. Majoritatea insa conside-
rd ca la o intilnire cu caracter privat se
poate intirzia, incepind cu 1-2 minute
pind la 30 de minute (cf. fig. nr. 1).
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Figura nr. 1. Cit timp poti intirzia la o intilnire cu caracter privat

In ceea ce priveste intrebarea a
doua Cu cite minute mai devreme e
binevenit sd vii la o intilnire cu ca-
racter privat?, numai 22 dintre res-
pondenti (ceea ce constituie 9%) con-
sidera ca trebuie sa fie punctuali, cei-

lalti isi pot permite a veni mai devre-
me: incepind cu un minut-doud pina
la 10 min. (203 respondenti, 83,8%)
sau chiar pind la o jumaitate de ora
(39, 16,11%) (cf. fig. nr. 2).
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Figura nr. 2. Cu cit mai devreme poti veni la o intilnire cu caracter privat

La intrebarea Cu cite minute se
poate intirzia la inftilnirile cu ca-

racter oficial? aproximativ o jumatate
dintre respondenti (111, ceea ce con-




stitui 45,8%) au raspuns ci e bine sa
fii punctual, ceilalti (131, adica
54,1%) admit venirea cu intirziere cu
citeva minute, fie chiar cu o jumaitate

de ora, unii (aproximativ 5%) preci-
zind totusi cd astfel de intirzieri tre-
buie motivate (cf. fig. nr. 3).

120 +
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Figura nr. 3. Cu cit timp e permis a intirzia la intilnirile cu caracter oficial

La intrebarea 4. Cu cite minute
mai devreme ai putea si mergi la o
intilnire oficiala?, numai 18 respon-
denti (7,4%) au raspuns ,,Trebuie sa

fim punctuali”, ceilalti (224 de res-
pondenti, adica 92,5%) admit venirea
inainte cu citeva minute sau chiar o
jumadtate de ora (a se vedea fig. nr. 4).
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Figura nr. 4. Cu cit timp inainte e permis a veni la o intilnire cu caracter oficial

Cultura modernd si, in special,
cea postmodernd da satisfactie ca-
racterului grabit si glisarii timpului. O
putem proba Incepind cu pictura im-
presionistd pind la arta cinetica, filo-
sofia de gen ,,romantic” si metafizica
contemporana etc. Chiar si practicile
si tehnicile cotidiene s-au axat pe sa-
tisfacerea imediatd a poftelor debor-
dante. E suficient si ne amintim de

cafeaua instant care a substituit ca-
feaua traditionald sau de aparatul foto
de tip polaroid s.a.m.d. Desi pentru
Societatea actuald timpul a devenit
una din resursele cele mai importante,
fiind din ce in ce mai des-figurat,
parcelat si expus disiparii, pentru ro-
mani insd experienta asteptarii, a ra-
gazului si a contemplarii sau intrarii
in durata nu pare deloc a intra intr-0




perioadd de recul. Desigur, faptul e
determinat si la nivel genetic, or, dupa
cum noteazda C. Radulescu Motru,
»|Romanul] este cheltuitor cu timpul,
intr-o masurd cum nu sunt popoarele
din apus. Timpul este pentru roman
orice, numai moneda nu. La targ sta si
se tocmeste ceasuri intregi pentru un
lucru de nimic. Tot asa, si la petre-
cere, pierde zile si nopti [...]. S-a spus
ca [romanul] este nedisciplinat in ce
priveste munca pe terenul economic.
Pe cand celelalte popoare din Apus
pastreazd muncii un ritm regulat, ca
de ceasornic, poporul roman cunoaste
munca dezordonatd, sub forma mai
mult de joc. Roménul nu munceste
metodic, c¢i in salturi; are lungi pe-
rioade de odihna, iar la nevoie da pe
branci si face muncd de sclav”
[Radulescu Motru, (1998)]. Astfel,
daca in societatea occidentala punctua-
litatea e de la sine inteleasd, in socie-
tatea romaneasca in care se fac resim-
tite influentele orientale, punctualita-
tea si disciplina nu sunt atit de rigide.
Mai mult ca atit, ,,chiar in societatea
romaneasca existd diferente de per-
ceptie a timpului, datorate zonelor de
influenta geograficd. De exemplu, cu
titlu de amuzament, o intilnire la ora
15.00, pentru un banatean inseamna la
15 fix, iar pentru un bucurestean In-
seamnd ,,pe la ora 15”7, diferentd de
perceptie care reprezinta un factor con-
sumator de timp” [Pincovschi, 27-28].
Lipsa de punctualitate e considerata,
pind azi, un comportament firesc, fara
a considera ca ar afecta respectul fata
de propria persoand, precum si fata de
cei din jur. Drept confirmare a acestui
fapt ne poate servi si un studiu recent
realizat de doctoranda V. Cebotaros,
care cercetind mijloacele folosite la
exprimarea actului de vorbire scuza,
isi propune sé determine ce este prio-

ritar, in viziunea reprezentantilor cul-
turii noastre: respectarea spatiului per-
sonal, a posesiei sau a timpului inter-
locutorului. Conform sondajului in
cauza, romanii tin cel mai mult la res-
pectarea spatiului, dupa care respecta-
rea posesiei i, doar in ultimul rind, la
respectarea timpului [Cebotaros, 114].

Atitudinea romanului fata de
timp si pretul acestuia o gasim sedi-
mentata si in expresii frazeologice,
proverbe si zicatori, care denotd ca-
racterul relativ al valorii timpului.
Astfel, unele releva necesitatea pretui-
rii timpului §i necesitatea realizarii
tuturor lucrurilor la timp. Cf. Daca nu
semeni popusoi la vreme, pune me-
lesteul pe foc; E anevoie a nimeri vre-
mea la vremea ei; Incuie grajdul dupd
ce i-a mincat lupul oile; Cind inflo-
reste marul, atunci sd incepi a ara;
Ceasul diminetii e aurul vietii; Ceasul
pierdut nu-/ intoarce anul; Ce e astazi
miine nu e; Cine are vreme, sa N-0
piarda; Cum te-ai grabi, dar vremea
trece; Dimineata poartda aur in gurd,
Lucrul de azi nu se lasa pe miine; Nu
pierde vremea ca sa nu te piarza §i ea
pe tine; Timpul care a trecut nu se
mai intoarce, Toate-s cu timp §i cu
soroc;, Un ceas dimineata ii cit trei
dupd-amiazd etc.®. Altele, dimpotriva,
sugereaza inutilitatea grabei. Cf. Cine
se grabeste, curind osteneste; Cine se
grabeste nu mai nimereste;, Cine se
grabeste se poticneste;, Cine se por-
neste cu graba se intilneste cu zabava;
Graba stricd treaba; Incet vei merge
departe vei ajunge; Lumea nu s-a fa-
cut intr-o zi; Decit niciodata, mai bine

3Cf. proverbe cu aceeasi semnificatie
din limba rusa: Yacom onozdano - 2000m
He Hagepcmaews, [omoss canu nemom, a
menecy 3umou; Kyiu owcenezo, noka

eopauo, Jleny epems, nomexe 4ac.



mai tirziu s.a.*. In viziunea filozofului
roman C. Noica, proverbul consacrat
care ilustreaza curgerea si devenirea
temporald la romani este Ceasul um-
bla, loveste si vremea sta vremuieste.
G. Stanescu considera ca enuntul Vre-
mea vremuieste reprezinta o tautolo-
gie, intrucit ,,a vremui nu aduce nimic
nou fatd de vreme. O repeta, o defi-
neste ca intdmplare, ca repaus. Roma-
nul mai spune: «Vremea vremuieste si
omul imbatrineste». Numai omul de-
Vine; vremea sta”. [Stanescu, 47]. Mai
mult, o serie de proverbe romanesti
scot in evidentd ideea suprematiei
timpului asupra omului. Cf. Daca nu ti
se pleaca tie vremea, pleaca-te tu vre-
mii; Nu-s vremurile sub cirma omului,
da-i bietul om sub cirma vremii; In-
toarce cojocul dupd vreme,; Timpul
face si desface; Vremea toate le ga-
seste toate le topeste; Vremea pe toate
le rostuieste s.a.

In aceeasi ordine de idei, cerce-
tind reprezentarea timpului in menta-
lul taranului roman, Ernest Bernea
ajunge la urmatoarea concluzie: ,,Ta-
ranul traieste trecerea timpului, dar o
traieste vital si armonios, fiindca a fa-
cut din viatd o punte de sarbatori, si
cind depaseste timpul e pentru a intra
in eternitate” [Bernea, 57]. Trebuie de
mentionat ca, de fapt, cauza sarbatori-

“Mentionim ci numarul proverbelor
de acest fel in limba rusé intrece semnifi-
cativ numadrul celor care implica folosirea
rationald si pretuirea timpului. Cf. rus.
8pems mepnum, 8 pyCccKuil 4ac MHO20 80-
Obl ymeuem, pycCKull 4ac 0002, pyccKull
yac — ece ceunuac, 200 — He Heoels — 6ce
b6ydem, 0a He meneps,; He No0 00xcoeM:
nocmoum 0a nOO0AHCOEeM,; YACOM MOpe He
nepeedeulb, 8 KOpose MOIOKO He NPOKUC-
Hem, no00HCoU, euje KyKywKa He npuie-
mena, y boea epemenu (Oneti enepedu)
MHO20.

lor a constituit-o ,,nevoia spirituald de
a colora si a valorifica timpul, nicide-
cum din ,,lene”, cum au presupus unii
comentatori ce giseau o vina taranu-
lui nostru in faptul ca respecta cu
sfintenie sarbdtorile religioase din
calendarul ortodox.

In concluzie, subliniem ca timpul
este lipsit de o existentd autonoma,
fiind subordonat in intregime constiin-
tei. Neavind existenta obiectiva, el e
trdit si perceput subiectiv ca o catego-
rie interpretatd si aplicata in moduri
foarte diferite, in functie de civilizatii
si de societati, stadiul de dezvoltare
social, paturi sociale din aceeasi so-
cietate si chiar de cétre indivizi. Ast-
fel, bundoara, elvetienii au facut din
precizie un simbol national, reprezen-
tat de industria ceasurilor, a instru-
mentelor optice si a sistemului bancar.
Exista culturi in care timpul nu e per-
ceput nici liniar, nici nu e raportat la
personalitdti/evenimente, c¢i e ciclic.
Timpul ciclic pierde din pretiozitatea
timpului liniar, intrucit e perceput ca
posibil de gasit intr-un ,,stoc nelimi-
tat” chiar la urmatoarea cotiturd. Po-
poarele orientale sustin ca atunci cind
Dumnezeu a creat timpul, I-a creat din
belsug®.

Desigur, intr-o societate traditio-
nala, precum e cea romaneasca, ,,tim-
pul reprezintd, conform opiniei lui
Gabriel Stanescu, rodul unei anumite
mentalitdti” [Stanescu, 43]. In ceea ce
priveste atitudinea lor fatd de valoarea
timpului, romanii sint pluri-activi,

SAtitudinea thailandezilor fatd de
timp este, in mod obisnuit, exprimata prin
metafora piscinei careia acestia 1i dau in-
conjur lent. Metafora respectiva e valabila
pentru atitudinea tuturor asiaticilor, care,
in loc sa abordeze problema imediat, se
invirtesc in jurul ei pret de citeva zile/
saptamini etc.




adica timpul e interpretat de ei ca un sd nu intirzii”, utilizate de americani,

bun ce poate fi manevrat, modelat, di- ce denotd o atitudine supusa fatd de
latat sau de care te poti lipsi, indi- timp si orare, romanilor le trezeste,
ferent de ce indica ceasul. Enunturi de cel mai adesea, dispret.

genul ,,Nu am timp. Trebuie sa fug, ca

oo
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OPTAHHBIN KOHIIEPT
JIMUTPHUSA KUIIEHKO:
OCOBEHHOCTHU AYJIUOBU3YAJBHOM

BEPCHUH

ORGAN CONCERTO BY DMITRY KITSENKO:

PECULIARITIES OF ITS AUDIOVISUAL VERSION

T'AJIMHA KOYAPOBA,
npodeccop, KaHAUTAT VICKYyCCTBOBEIeHIS,
Axanemuist Mysbiky, Teatpa nt 1306pasurersabix Vckycers, KuiHes

Abstract: The article presents the audiovisual version of the Organ concerto by composer Dmitry
Kitsenko — the work which is acting at different stages of his creation in various genre forms, causing a
kind of supercycle, consolidated by intertextual connections. Multimedia transformation of Concerto by
introducing the visual range based on the works of 4. Diirer modifies the basic concept of this work
which requires a new approach to its analysis. The author defines its main directions and describes the
main features, with an emphasis on the screen material and its relationship with the musical component.

Keywords: organ concerto, audio-visual version, concept of work, supercycle, intertextual

connections.

MpblluieHHe COBPEMEHHOTO Yello-
BEKa HEPa3phIBHO CBSI3aHO C BOCIIPUSI-
THEM MHCKycCTBa dYepe3 MeIUiHbIe
cpenctBa WHGOPMAIUHA. DTO MOOYXK-
JlaeT ucclieioBaTeseii I0-HOBOMY IO
XOAUTh U K TAKUM, Ka3anoch Obl, IpH-
BBIYHBIM Ipo0JieMaM, KaK COOTHOILE-
HHE 3pUTEIBHBIX U MY3bIKaJIbHbIX BIIE-
YaTJIeHUH B TeaTpe WIN B KMHO, BBO-
IUTh HOBBIE MTOHATHS, POXKICHHBIE HA
OCHOBE OCMBICIICHUS POJIM M B3aUMO-
JEUCTBHUS COCTABIISIIOIINX KOMITOHEH-
TOB B (hopMax U KaHpax BUAOB HC-
KYCCTB, HOCAILIMX CHHTETHYECKUI Xa-
pakrep. Tak, Hanpumep, JI. bakmm B
cBoeii ctathe «IIpupomna 3Bykon3odpa-
3UTENBHBIX 00pa30B», aHAIN3UPYS Ha
puMepe TeaTpajbHBIX IOCTAHOBOK
criennyKy 3peNUIIHbIX XKaHPOB, pe.-
naraer JeUHHALHII0 «3BYKOM300pa3u-
TENbHBIM, WIH  ayJUOBU3YaJIbHBINA
obpas» [1, c. 48], T. lllak, ocranaBmu-
Basg CBO€ BHMMAaHHE HA KHMHOMY3BIKE,
HaMe4yaeT B CBOEM HCCJIEIOBAHUU H

Oosiee IMPOKOE HaIpaBI€HUE, KOrAa
IUILET B TOM YUCJIE 00 3JIEKTPOHHBIX
CpeAcTBaX MaccoBOM uHGopMaLu,
OCHOBaHHBIX Ha sA3bIKE Meana [2, ¢. 3].
Co cBoeil cTOpOHBI, BbIIBUIAsl IIOHS-
THE «MEIMATEKCTa», OHa CIIPABEAJIM-
BO OTMEYAET, YTO OHO, BOMpas B ceOst
«COBpPEMEHHBIE BHU3yaJlbHbIC MPAKTH-
K{, aKTyaJu3upyeMbleé B paMKax
9KPaHHBIX MCKYCCTB, <...> IO3HLHO-
HHUPYETCS] OMHOBPEMEHHO M Kak (op-
Ma CyLIECTBOBAHUS NPOU3GEOeHUl Me-
Juauckyccmea (Kypcus Haml. - ['. K.),
M KaK CHCTEeMa 3JIEMEHTOB, Pa3BEPThI-
BAIOIIUXCS] BO BPEMEHH U IIPOCTPAHCT-
BE U OPraHU30BaHHBIX B OIpPEICIICH-
HYIO CTPYKTYPY Ha OCHOBE HEpapxu-
YECKOH COMOJYMHEHHOCTH, KOMMYHU-
KaTUBHOM  (YHKUMOHAJIBHOCTH U
CMBICIIOBOM MHTEpIIpeTanun» [3, c. 4].

Ecnu nmers B Buay, Kak 3TO Je-
naer T. Hlak, pa3nu4neie GOpMEI Cy-
IIECTBOBAHUS KaK MeOUaucKyccmea
BOOOIIIE, TaK U npousgedenuti Meoua-




uckyccmea, HeoOXOAUMO, OYEBHITHO,
MOCTaBUTb BOMPOC M O Pa3HOH pOJH B
HUX MY3bIKaJIbHOTO PsiJa, YTO BO MHO-
TOM OIpeeNsieTcss U 4epe3 OIEHKY
2ene3uca 3amvicia TaKoro pou3Bese-
Hus. OcoOblii MHTEPEC B TOM ILIaHE
BBI3BIBAET METOJI, N30paHHBII KOMIIO-
suropoM Jmutpuem Kunenko, nonroe
BpeMsi paboTaBIMM B MoinjaBuu, 3a-
TeM Ha Ykpaune, B Kuee, a HbIHE
obocHoBaBmmMcs B Kanaze u yxe mo-
JYYHUBIIAM IPAXKTAHCTBO 3TOH CTPaHBL.

Ilocne mepeesna B Kanagy u
OTpaHWYEHHS YCIIOBHU JUTS MCIIONHE-
HUSI CBOMX COYMHEHUH OH Hadal
BBIKJIJIBIBATh CBOIO MY3bIKY B MHTEp-
HET, CONPOBOXJasi ee MPU ITOM BH-
3yallbHBIM PSJIOM, YTO HEOXKHIAHHO
MIOBJIEKJIO 32 CO0OM pOXKIeHHe Ha
0a3e yxe TOTOBON MY3bIKM HOBBIX I10
XKaHPY, AyIUOBU3YAJIbHBIX IPOHU3BE-
neHnii'. B pesyneTate B ero Guorpa-
bum 3aHATM 0cO00E MECTO OITBITHI
CO3JaHMS CBOETO pPoOJa «IHUKIIOBY,
BKJIIOYAIOLIMX B Ce0sl KaK YUCTO MY-
3bIKJIBHBIN, TAK U MYJIbTUMEIUAHBINA
BapHaHTBl OHOT'O U TOT'O )K€ COUMHE-
HUS, TA€ II0-CBOEMY IPETBOPEH IPUH-
LUI IPOrPaMMHOCTH: TakK, IIPU HallU-
YUH B MY3bIKQJIbHOM IPOTOTHUIIE 3ar0-
JIOBKa NPOrpaMMHBII 3aMbIcell pac-
KpBIBaeTcs erie 0onee penbedHo, MpH
OTCYTCTBHHU € HPOrPaMMHOIO CJIO-
BECHOTO KOMMEHTapHsl K MYy3BIKE —
poXIaercs NpOrpaMMHBIN ayIHOBU-
3yaJgbHbIM onmyc. Bo3HUKAOT U Ipy-
r'He TOCIEACTBHS, 3aCTaBIISIONINE T10-
HOBOMY B3IJISIHYTb Ha apTedaxTsl,

1Cm. 06 stom: [4; 5; 6;7], rae pac-
cMmatpuBaroTcs nmpomsBeneHns [l Kurenko
babuu Ap, In imo pectore, Konyepm ons
OpeaHa, CMpPYHHBIX U TUMAED.

MOSIBIISIFOIMECS. B PE3YNbTaTe TaKOro
JKaHPOBOT'O TpaHchepa:

=  My3BIKAJIILHOE TPOU3BEICHUE TIepe-
XOJIUT B pa3psi] NPOCTPaHCTBEHHO-
BPEMEHHBIX UCKYCCTB;

= pacumpsercs ¥ yriayonsiercs o0-
1121 KOHIETIINS B pe3yibTaTe B3a-
umozeicTeus u, no JI. Masento,
«MHOXXECTBEHHOI'O M KOHIICHTPH-
POBaHHOTO BO3JICHCTBHS» Ha CITy-
niaTeasi CpPeACTB Pa3sHOMOAIb-
HBIX c(hep UCKYCCTBa;

= QopMmupyercss  uepapxuyveckas
TEKCTOBasi CTPYKTYypa, Tlie My3bI-
KaJbHBIM TEKCT MPEACTaBISET
«IIepBOPOTHOE HAYAJIO», OJHAKO
BOCIIPUSATHE B IIEIOM OMHPACTCS
Ha B3aMMOJICHCTBHE CYOTEKCTOB
Pa3InYHON IPUPOABL;

= B Cllydae OTCYTCTBUA CIOXKETa B
3pUTENFHOM pSLy CTAaHOBHUTCS
HEOOXOAWMBIM OIPEAETUTh Xa-
pakTep pacnpeacacHus GyHKIIHHA
MEXIy KOMITIOHEHTaMH (HarpH-
Mep, APOOHOCTH, «KIUTIOBOCTHY,
«MOHTaKHOCTB)» BH3YyaJIbHBIX
BITEYATIICHUH TpeOyeT OOIbIIero
€IMHCTBA, LEIOCTHOCTU IMPOIlec-
ca MY3bIKQJIHHOTO PA3BUTHA);

®" B COCAWHEHWH ayauo- W BH-
3yaJbHOTO PSNIOB MPUCYTCTBYET
ocobast TUaOTMYHOCTh, KOTOpast
CO3/Ia€T CTUJIEBBIE «BCTPEUM»,
moporl Ha 6aze «Iuayora SIOX».
Ilocnennee MOXXHO MPOCIEIUTH
Ha mnpumepe OpraHHoro KOH-
uepra . KuuieHko — counHeHusl,
KOTOpO€ B €ro TBOpPYECTBE Ha
MPOTSDKEHUU psifa JIET Tperep-
TIeNI0 HECKOJIBKO JKaHPOBBIX MO-
L[I/I(bm(aul/n‘/iz.

’bonee moapobHO 06 3TOM COYHU-
HEHUH CM. B MOEH CTaThe, pa3MelIeHHOM




Konuepr nnst oprana, CTpyHHBIX
u gutaBp [mutpus Kunenko 3aHu-
MaeT B €ro Haclieiuud ocoboe MeCTo.
Coznmanubiit B 1982 romy Torma emie
MOJIOABIM aBTOPOM, OH B TOM K€ roay,
21 nexabpsi, BIEpBbIC MPO3BYydYal B
Oprannom 3aie Kummnesa na [lectom
CMOTpE TBOPYECTBA MOJOJIBIX KOMIIO-
3UTOPOB MOJ'II[aBI/II/I, B HCIIOJIHCHHUU
HE/JIaBHO 3aKOHYMBIIEH K TOMY Bpe-
MEeHU MOCKOBCKYI0 KOHCEPBATOPHIO
opranuctkid AHHBI CTpe3eBoi, MpH
y4acTUH CTPYHHOW rpynnel Punap-
MOHHYECKOTO OpPKECTpa IMoJl yIpasJie-
nuem JIpBa ['aBpmioBa. A B amperne
1988 roma Jlapuca bymaa B cormpo-
Boxkaenun KamepHoro opkecrpa Jlat-
BHIiCKOM (rtapmonuu ceirpana Kon-
uepr B Pure, B Jlomckom cobope,
TIOBTOPUB e€ro wucnomaenne 11 me-
Kabps Toro xe roga B Kumnsese.

3aMbICIBl aBTOpA, CBS3aHHBIE C
3TUM COYMHEHHEM, B JaJIbHEHIeM,
OJIHAKO, HE OrPaHUYMIIMCH TOJIBKO
JIMIIb TTOMCKOM JIONOJHUTENBHBIX BO3-
MOXXHOCTEH €ro KOHLIEPTHOI'O HCIIOJI-
HEHMSI: TPaKTysd CBOE IPOMU3BEAECHHE
KaKk CBOEro pola «IOCTPYKTYPHYIO
Moxenb» (A. JloceB), oH oOparmaercs K
CO3JAaHMIO HOBBIX MCIOJIHUTEIBCKUX
ero BepCHii, KOTOpbIe MOOYKAAIOT pe-
KOHCTPYHPOBaThb CaM H3HAYaJIbHBIHA
’kaHpoBblil npoekT Konuepra. Tak, B
2007 romy Ha ero 6aze poauncs Con-
certo grosso Ne 2, rne aBTop «yOupa-
€T» OpraHHYIO MOIIIb, BBISIBIISISL YUCTOE

Ha caiite MexXnyHaponHOH HHTEpPHET-
koHpepeHIMH «My3bIKaNbHAsT HayKa B
€INHOM KYJIBTYPHOM TIPOCTPAHCTBEY,
MIPUYPOUECHHOM K 70-1€THIO CO JHS OCHO-
BaHMs akagemMur W 140-meThro co IHS
poxnenus Emensl ®abuanoBHel ['Hecu-
HOM, B pazfene ,,AKTyanbHas My3bika”[6].

— MOHOXPOMHOE 3By4aHHE CTPYHHBIX,
HO JIOMOJHSAS UX YYacCTHEM JIUTaBp, a
napTusi OpraHa CTaHOBUTCS OCHOBOM
JIUId BKIIOYEHUS B MapTUTYpy IBYX
KOHLIEPTUPYIOIIMX CKPHUIIOK M KOH-
LEPTUPYIOLIEN BHOJIOHYEITH".

[To-cBoEMy TpOAOIAKHUIA KU3HB
OpraHHOro KoHIIEpTa U ayIHOBU3yallb-
Has €ro Bepcus, MO3BOJNMBIIAS KOM-
MO3UTOPY B HOBOM KIIIOYE PACKPHITH
HCTOPU3M CBOETO aBTOPCKOTO B3TIIsAA
Ha XPHUCTHAHCKYK KyJIbTYypy H [O-
outbcs dddexTa «Xym0KeCTBEHHOTO
noroBapuBaHus» (A. COKOIOB) HCXO-
HOTO 3aMbIciia BIIOJIHE B JIyXe BpeMe-
HHU, OOpaTHBIIMCH K cpeacTtBam WH-
TepHeTa. Mcnonb3ys anpenbcKyro 3a-
muck 1988 roma, caenannyio B Pure, B
JloMckoM co0Oope, OH BBIKIIA/IBIBACT €€
Bo Bcemuphoii cern 17 staBaps 2012
roxa Ha http://youtu.be/JnoqUFzPSVA
u Ha https://vimeo.com/35237210 B
HOBOHM Moan(uKaIiu, ¢ BUIACOPAIOM,
BEIIOJIHEHHBIM Ha OCHOBE padoT
Anb6pexra Jlropepa’.

Tem cameim JI. Kumenko erie 60-
Jee yrayOiseT MCTOPUYECKYIO IIep-
CIEKTHBY CBOEr0 COYMHEHWS, Ha KO-
TOpPYIO OBLIO yKa3aHO B MPOTpPaMMKe,
COXpaHUBIIEHWCA Yy KOMIIO3UTOpa CO
mHS KoHIepta B JlomMckom cobope.
Jlro6e3H0 TpemocTaBiIeHHAs HAM BBI-
JIepKKa U3 Hee, B YaCTHOCTH, TJIACHUT:
«KoHmept ans opraHa, CTPYHHOTO
opkectpa u ymtaBp (1982) cBszan c

3Bbosee moapoOHO 00 PTOM COYHHE-
HHH, IPO3BYYaBIIEM B cBoe BpeMs B Kue-
BE CM. TaM ke [6].

4l'[0ﬂ60p1<a KapTUH CJEllaHa c caii-
ToB B MHTepHeTre, MOCBSIIEHHBIX TBOp-
YECTBY A. Hropepa:
http://mww.wikiart.org/ru/albrecht-durer/
u http://iskusstvu.ru/albreht_djurer
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TpaIuuusaMHy Benukux MactepoB X VIII
Beka M. C.baxa u I'. ®.T'ennens u
OTpa)kaeT CBOCOOPa3HO BOCIIPUHATYIO
MOJIOABIM aBTOPOM CTHUJIMCTHKY HEO-
0apokko. KoHIepT COCTOMT M3 Tpex
qacreit. [Tepsas gacts (Allegro mode-
rat0) — HamucaHa B CTapOCOHATHOM
(dhopMme ¢ MeloauKoi 0axOBCKOrO TH-
na. Bo3HHKaAIOIIKME TTOPOI0 HEOXKHIaH-
HBIC MHTOHAIIUN U KECTKUEC r'apMOHU -
YCCKUC BCPTHUKAJIIM BHOCAT B MY3BIKY
OJICMCHTBI HAIIPAXKECHHOCTH, 3aTa€CHHO-
ro kougmkTa. Bropas gacts (Adagio)
— TpeACTaBIIsseT co0oi mo (Gopme Te-
My ¢ BapuanusMu. My3bIKa OTpakaer
chepy npocemienHoN aupuku. [loc-
TENEHHO Pa3BOpayMBasiCh, TeMa o0pa-
CTaeT MHOIOCJIOHHOW Mo (OHHYEC-
KOH TKaHbIO, HC TEPsA IIPpU 3TOM CBO-
€ro OCHOBHOTO JIMPHYECKOTO COJIEp-
xanuns. Tperss gacts (Allegro) — mo-
cTpoeHa B ¢opme ¢yru. B ee Teme —
CTYCTOK DJHEPTHH, BOJEBOIO Hayaja.
My3blka OTMEUeHAa H3BECTHOW OJu-
30CThI0 K TIONMH(DOHUIECKOMY ITHCHMY
I'engens. B uenom B KoHuepre
CKBO3b KXKYIIYIOCS CTHIIUCTHYCCKYFO
PETPOCIEKTUBY KaK ObI MPOCTYHAIOT
06pa3bl HAIIIETO BPEMEHN» .

BepHo nmoMeueHHAs B 9TOM BBI-
CKa3bIBaHUM WJies 3aJI0KEHHOIO B
JAHHOM COYMHCHHH «JTHAJIOra 30X,
C €ro MHOT'OCJIOHOW TrepMEHEBTHUYEC-
Kol KoHIemuner, coequauBmiei Co-
BpeMEHHOCTh U bapokko, nmpeodpaxka-

5Bce  BbICKa3bIBAHUS J. Kwuienko
B3AThl Ui 3TOM CTAaTbU W3 3IEKTPOHHOU
MepenucKu ¢ koMmmnozutopom B 2014-2015
IT., COXPaHEHHOHM B JMYHOM apXWBe
aBTopa. KoMNo3urop Takxke yTOUYHMI IO
CKaiilly, 4YTO TEKCT NPOrpaMMKH K
prwxckoMy ucnonHeHuto Konuepra oH
HAIKCAJl CaM.

ercs B OoJee MO3OHEM, MYJIBTHME-
nuitHoM Bapuante KonnepTa, rae npu
Jn00aBIIeHUH BU3YaJbHOTO PAaa, OTpa-
JKAIOUIET0 PEHECCaHCHOE MBIIIIEHHE
HanOosee BBIIAIOIMIETOCST HEMEIKOTrO
XyJIO)KHUKa 3I10xu  Bospoxiaenus,
OHa oOpeTaeT HOBBII CMBICT U TIyOH-
HY 3a CUeT oOpalleHus K OMOIeHcKuM
ctokeram.  CknazapiBaercs — Oolnee
JUIMHHASL «IIET0YKa» W BPEMEHHbIX
OPUEHTHPOB CTHJIS, IPUJIAIOLINX EMY
0co0yr0 MHOroMepHOCTE: CoBpeMeH-
HOocTh — bapokko — Peneccanc —
bubneiickas ncropus. Mcnons3yemas
B JIaHHOM KOHTEKCTE «MaTepuaimn3a-
U APEBHUX JIET€HI, pealn3yemast
CpencTBaMH H300pa3HUTENBHOTO HC-
KyCCTBa, CIIY’KUT TIPU 3TOM JOTIOHH-
TENIBHBIM Pa3bACHSIONNM (DaKkTOpoOM.
K Tomy ’xe OHa accolMaTUBHO CBs3a-
Ha C cumeonusayuel memopa op2ana
— HEOTBhEMJIEMOro aTpuOyTa XpHCTHU-
AHCKOW PEIUTMO3HOM CITYXKObI, MpH-
Jarolero el kak ocoboe Benudyue U
IBIITHOCTh, TaK M, B YaCTHOCTHU, Y4HU-
TBIBasE TPAJULUU IPOTECTAaHTU3MA, —
CTPOT'OCTb U aCKETHU3M.

Jsa . Kuienko takast accomua-
TUBHasl CBA3b IPEACTABIIAETCA BIIOJIHE
€CTECTBEHHOMN: OH TECHO COIpHKaca-
€TCsl ¢ HEMELKOW KYJIbTypOH — uyepe3
CBOIO JI04b, XKHUBYIIYIO B | epManuu, K
TOMY XK€ eMy OJM3Ka peluruosHas te-
MmaTuka. OHa SIPKO MPOCIIEKHUBAETCS B
€ro TBOPYECTBE, PE3yIbTATOM YE€ro He-
PEAKO CTAHOBUTCS CAKPATU3AYUS IHCAH-
pa ero counHeHuil. B ayanosuzyainb-
HOH Bepcuu ero OpraHHoro KOHIEpTa
Takas cakpaauzauus InpuooOperaer
0cOOBI  XapakTep, MPEIOMIISCH,
IJIaBHBIM 00pa3oM, MMEHHO B Iapai-
JIeTbHO Pa3BHBAOLIEMCS BU3yaIbHOM
«HAJTEKCTE» — B OTJIMUUE OT JIPYroro




counnenust JI. Kwumenko, In imo
pectore, mo mMoBoAy coAepKaHUS My-
3BIKH KOTOpPOTrO, €IIe JI0 CO3JaHus
ayJIMOBU3yaJbHOTO BapuaHTa, aBTOP
caMm ckazai: «BO3MOXHO TOBOPUTH O
B3IJISIIE HA MHpP, Ha OOXKECTBEHHOE
MPOUCXOXKICHNE YEIOBEKa U €ro MpH-
X0l Ha 3eMJito». JlOMOJHUTENbHBIMU
MapkEépaMu TAKOW Cakpalau3aluu CTa-
HOBsITCs B maprtutype In imo pectore
W MY3bIKQJIbHBIE «HAMEKH» — ITUTATHI
u3 apuu conpano Mein Gott ich liebe
dich u3 Kauwmamer BWV77 Du sollst
Gott, deinen Herren, lieben . C. baxa
u apuu anbta Erbarme dich mein Gott
n3 OaxoBckux Cmpacmeti no Mam-
¢ero. OMHOBPEMEHHO 371eCh (KakK | Iie-
pen >tum y . Kurienko — B habvem
Ape) TONUCTUITUCTHYECKHA TTPUHITHIT
JManora, COeJUHSIONIEro pasHble 310~
XU U CTHJIEBBIC IIACTHI, 3AJI0KEH YKe
B CaMOM MYy3bIKaJIbHOM MaTepHuae,
BBEACHUE K€ BH3YaJlbHOIO psija
JIMILb YCHJIMBAET IUAJIOTHYECKUH Xa-
paktep oOmiel ApaMaTyprud ayauo-
BHU3YaJIbHOTO IPOU3BEACHMSL.

B cBoeoOpa3noM paxypce BOIIO-
miaercs B ayIUOBU3YaJbHOM BEPCUHU
OprasHoro KOHIEpTa ¥ MPUHIUI 1H-
Taluy, IOCKOJIBbKY MapTUTypa €ro, B
otnuuue ot babveeo Apa wnm In imo
pectore, menukoM Oa3mpyercs Ha ag-
MOPCKOM MY3BIKaJIbHOM Matepuale.
Kax coo0rmiaer oH caM B 3JIEKTPOHHOM
MEPEeNNCKe, «BHEIIHUX UCTOYHHUKOB B
MY3bIKQJIBHOM TEeMaTH3ME HET, €ClU
HE CYMTATh MOMNEBKY B MEPBOH yacTu
— Ja-cu-zno-ys-pe... Tomukom i Hee
MOCITY)XWJa 10-MUHOpHas ¢yra u3 1-
ro Toma XTK. OTHOCHTENBHO BTOpOH
YacTH — MEJIOMYECKOE CTPOEHHE, 3a-
nucanHoe Ha 4/4, Ha caMOM J€JIe HU3-
jlaraercsi B IepEeMEHHOM pa3Mepe, Te-
Ma C YKpameHUsIMH, pa3HooOpasue

o0mmx ¢(opM JABMKEHUS (TIOIBITKA
co3/1aTh ,,JIEMHUHY 10 THUIY apXu-
TEKTYPHBIX (JOPM — apXHUTEKTypa Kak
3aCTBIBIIAs MY3bIKa, a 3lIeCh HAao-

0OpOT — 3acThIBIIAs apXUTEKTypa
NPUXOIUT B JBW)KEHHE). B Tperbeit
4acTH — CO3HATENbHOE HapylleHHUE

MpHUHIIWIA, Korga B ¢yre (Wiu B
JpyroM MOMHU(OHUYECKOM IPOU3BeE-
JIEHUH CTPOTOro CTWJIS) HENb3s MpH-
MCHSATH JaBa CKa4dKa B OJHOM
HampasieHuu. Kpome TOro, BMECTO
CKayKa Ha KBapTy, Y MEHA B TEME JIBa
ckauka 1o KkBuHTaMm. Jlus ceOs
OTMEYAl0 OTJAJEHHOE CXOJICTBO C
»Apie3nankoii” buze. Moxer, u HeT
ONMM3KOro CXO/ACTBAa, HO 1O JyXYy,
’)kaHpoBo. KoHeYHO K€, B KOHIIE
(DI/IHaJ'[a, MCIJICHHOEC JBUXCHHUEC KakK
JIaHb Tpamuiyn. J{o0aBio, 94TO YHCTO
TEXHUYECKW, CHaJaja OBITM Ha-
MUCaHBI TepBast M TPEThsI YaCTH. JTO
MHE [Jajo0 IIOHUMaHHE TeMaTU3Ma
BTOPOM 4acCTU».

Kax pesynbrat, hyHKINS yumu-
poganusi TPAKTUYECKU IOJHOCTHIO
JIOBEpEHA GU3VATLHOMY PSNY, KOTO-
pBIii, OAHAKO, HE IPEACTABISET CaM
mo cebe HEe4TO W30IMPOBAHHOE, IO-
CKOJIBKY, €CJIM CYyIUTb O €ro poiH B
LEJIOM C TOYKU 3PEHHSI €ro TEMIIO-
pUTMa,  KOMIIO3UTOP  PEryiaupyer
YacTOTY CMEHBI KaJIpOB B COOTBETCT-
BHUM C XapakTEpOM MY3bIKAJIbHOTO
JIBIKEHUSA, B KaXJOH YacTH MO-
CcBOeMy. OTO BUAHO YK€ M3 pacKal-
POBKM BHU3yaJIbHOI'O psiia BHUJIEO-
pONIMKa, COMNPOBOXKIAEMOM XPOHO-
merpaxem®:

®PackaipoBKa M XpPOHOMETPaXK BbI-
nonHeHs! 1. Kuuenko, nepeBoj Ha3BaHUi
pabor A. Jlropepa Ha pPyCCKHH SI3BIK —
I'. Kouapoga.




1 yacmsp
00:06 Adam_and_Eve_ WGA (Anam u EBa) (5 cek.)
00:11 Angel_with_the_Key to_the Bottomless_Pit WGA (Anre ¢ kirouamu OT
6e3nunl) (5 cek.)
00:16 Annunciation_WGA (biarosemienwue) (5 cex.)
00:21 Apollo_and_Diana_WGA (5 cek.)
00:26 Birth_of_the_Virgin_CGF (Poxxmectso boropoauisr) (5 cek.)
00:31 Dancing_Peasants WGA (Tanuyromiue kpectbsine) (5 cek.)
00:36 DURER S PRINT,16,GER,CHRIST APPEARS TO MARY MAGDALEN
(Xpucroc, sstomuiics Mapun Marganuue) (5 cex.)
00:41 DURER S PRINT,16,GER,CHRIST LEAVING HIS MOTHER (Xpucroc,
nokuaaronuii Math) (5 cek.)
00:46 DURER S PRINT,16,GER,CHRIST ON THE CROSS AND MARY Xpucroc Ha
kpecre u Mapwust) (5 cek.)
00:51 DURER S PRINT,16,GER,CHRIST ON THE CROSS B (Xpucroc na kpecre) (5
CeK.)
00:56 DURER S PRINT,16,GER,CHRIST ON THE CROSS (Xpwucroc Ha kpecte) (5
CeK.)
01:01 DURER S PRINT,16,GER,CHRIST ON THE MOUNT OF OLIVES (Xpucroc
Ha Macnnunoii rope) (5 cek.)
01:06 DURER S PRINT,16,GER,CHRIST SCOURGED (Xpucroc 6uuayemsiii) (5 cek.)
01:11 DURER S PRINT,16,GER,DESCENTE DE CROIX (Custue ¢ kpecra) (5 cex.)
01:16 DURER S PRINT,16,GER,DETAIL OF THE CRUCIFIXION (Jlerans
Pacrsitus) (5 cexk.)
01:21 DURER S PRINT,16,GER,EMMAUS (3mmayc) (5 cek.)
01:26 DURER S PRINT,16,GER,JEROME DANS SON BUREAU D ETUDE
(Meponum B cBoeM kabunere) (5 cek.)
01:31 DURER S PRINT,16,GER,RESURRECTION OF CHRIST (Bockperienue
Xpucra) (5 cex.)
01:36 DURER S PRINT,16,GER,SAMSON KILLING THE LION (Camcom,
yousarommuii 1pBa) (5 cek.)
01:41 DURER S PRINT,16,GER,ST JOHN S VISION OF THE SEVEN
CANDLESTIC (Cs. Moanun — BuaeHHE CEMH TOACBEYHHKOB) (5 cek.)
01:46 DURER S PRINT,16,GER,ST JONH S VISION OF THE 24 ELDERS (Cs.
Noann — Bunenne 24 crapeitmun) (5 cex.)
01:51 DURER S PRINT,16,GER,TETE DU CHRIST (I"onoBa Xpucra) (5 cek.)
01:56 DURER S PRINT,16,GER,THE ADORATION OF THE LAMB (IlokmoHenwue
aruiy) (5 cek.)
02:01 DURER S PRINT,16,GER,THE ADORATION OF THE SHEPHERDS
(TToxmonenwue mactyxoB) (5 cek.)
02:06 DURER S PRINT,16,GER, THE ANNUNCIATION (Bbnarosemienwue) (5 cek.)
02:11 DURER S PRINT,16,GER, THE ASCENSION (Bosuecenne) (5 cex.)
02:16 DURER S PRINT,16,GER,THE BEHEADING OF JOHN THE BAPTIST
(Ycexnosenue riassl Moanna Ipenreun) (5 cex.)
02:21 DURER S PRINT,16,GER,THE CHRIST WITH THE DOCTORS (Xpucroc ¢
Bpauamu) (5 cek.)
02:26 DURER S PRINT,16,GER,THE CROWNING WITH THORNS (Boznoxenwe

TeproBoro Berna) (5 cek.)




02:31 DURER S PRINT,16,GER,THE DESCENT OF THE HOLY SPIRIT
(ComrectBue Casitoro Jlyxa) (5 cek.)
02:36 DURER S PRINT,16,GER,THE FLAGELLATION OF CHRIST (buueBanue
Xpucra) (5 cek.)
02:41 DURER S PRINT,16,GER,THE FLAGELLATION (buueanue) (5 cek.)
02:46 DURER S PRINT,16,GER,THE FLIGHT INTO EGYPT (Bbercteo B Erumer) (5
CeK.)
02:51 DURER S PRINT,16,GER,THE FOUR RIDERS OF THE APOCALYPSE
(Yernipe Bcaguuka Amokanumcuca) (5 cek.)
02:56 DURER S PRINT,16,GER,THE HOLY FAMILY WITH THREE HARES
(CasToe cemeiicTBo ¢ Tpems 3aiiiamu) (5 cek.)
03:01 DURER S PRINT,16,GER,THE INCREDULITY OF THOMAS (Hegepue
®owmsi) (5 cek.)
03:06 DURER S PRINT,16,GER,THE LAST SUPPER B (Taiinas seueps —B) (5 cex.)
03:11 DURER S PRINT,16,GER,THE LAST SUPPER (Taiinast Beuepst) (5 cek.)
03:16 DURER S PRINT,16,GER,THE RESURRECTION (Bockpecenue) (5 cek.)
03:21 DURER S PRINT,16,GER,THE VISITATION (ITocemienue) (5 cek.)
03:26 Durer_A_Young_Girl_Of_Cologne_And_Durers_Wife (JleBymika u3 Kenbna u
keHa JTropepa) (5 cek.)
03:31 Durer_Abduction_Of A_Woman (IToxumenue sxeHmunsr) (5 cek.)
03:36 Durer_Abduction_Of_Proserpine_On_A_Unicorn (TToxumienue Ipo3epnuHs! HA
enunopore) (5 cek.)
03:41 Durer_Adam_And_Eve_42a (Axam u Esa - 42a) (5 cexk.)
03:46 Durer_Adam_And_Eve_42b (Amam u EBa — 42b) (5 cexk.)
03:51 Durer_Agony_In_The_Garden (Mosnenwue o uarre) (7 cex.)
03:58 Durer_Agony_In_The_Garden_(Etching) (Monenue o ygamre. I'paBiopa) (8 cexk.)
04:06 DURER_AIbrecht_Alliance_Coat_of Arms_of _the_Durer_and_Holper_Families
(CoBmectHbriit repb cemeit dropep u Xommep) (8 cek.)
Komnerr 1-i1 yactu

2 yacmo
04:14 DURER_AIbrecht_Christ_as_the_Man_of_Sorrows (Xpucroc kak Myx ckopbeit)
(11 cex.)
04:25 DURER_Albrecht_Felicitas_Tucher_nee_Rieter (®emummrac Tyxep,
ypoxxnernas Putep) (8 cexk.)
04:33 Durer_Albrecht_Four_Apostles (Uersipe amocromna) (8 cexk.)
04:41 DURER_Albrecht_Hans_Tucher (Xauc Tyxep) (8 cek.)
04:49 DURER_Albrecht_Job_and_His_Wife (MoB u ero »ena) (8 cex.)
04:57 DURER_Albrecht_Lamentation_for_Christ (Omrakusanne Xpucra) (13 cexk.)
05:10 DURER_Albrecht_Lot_Fleeing_with_his_Daughters_from_Sodom (JIor,
cracaromuiics co ceommu gouepbMu u3 Comgoma) (8 cex.)
05:18 DURER_Albrecht_Madonna_and_Child_Haller_Madonna (Mazxouna ¢
MitanaeHieM: Xamiep-Manonna) (8 cex.)
05:26 DURER_Albrecht_Paumgartner_Altar (ITaymrapraep-anrtaps) (8 cek.)
05:34 DURER_Albrecht_Paumgartner_Altar_detail_of central_panel (ITaymrapruep-
ajrape, JeTab IeHTpaIbHON manenn) (8 cex.)
05:42 DURER_Albrecht_Paumgartner_Altar_detail_of _central_panel_2 (ITaymrapraep-
anTapb, IeTalb HEeHTpalIbHOM nanemu-2) (8 cek.)




05:50 DURER_Albrecht_Paumgartner_Altar_detail_of_right_wing (ITaymrapraep-
anTapp, IeTalk NpaBoro Kpeiia) (8 cek.)
05:58 DURER_Albrecht_Paumgartner_Altar_left_wing (ITaymrapraep-antaps, jJeBoe
kpbI0) (7 cex.)
06:05 DURER_Albrecht_Paumgartner_Altar_right_wing (ITaymrapraep-anrtapb, mpaBoe
KpbLI0) (8 cek.)
06:13 Durer_Albrecht_Portrait_of _a_Man (Mysxckoit moptper) (7 cek.)
06:20 DURER_Albrecht_Portrait_of a_Man_2 (Myskckoit moptper-2) (8 cex.)
06:28 DURER_Albrecht_Portrait_of a_Man_1504 (My»xckoii moprper-1504) (7 cek.)
06:35 DURER_Albrecht_Portrait_of a_Young_Furleger_with Her Hair_Done_Up
(TToptper monmomoit dypiierep ¢ 3auecaHHbIMU BBEpX Bostocamu) (10 cek.)
06:45 DURER_Albrecht_Portrait_of a_Young_Furleger_with_Loose_Hair (IToprper
Mmoo ot dyprerep ¢ pacmymieHasME Botocamu) (10 cek.)
06:55 DURER_Albrecht_Portrait_of Durers_Father_at_70 (IToprpert orua dropepa B 70
ner) (8 cex.)
07:03 DURER_Albrecht_Portrait_of Elector_Frederick_the Wise_of_Saxony
(TToptpet kypdropcra Openeprra Mymaporo Cakcorckoro) (10 cek.)
07:13 DURER_Albrecht_Portrait_of Elsbeth_Tucher (IToprper Damzader Tyxep) (9
CeK.)
07:22 DURER_Albrecht_Portrait_of Oswolt_Krel_full (TToprper Ocosbra Kpens B
monabiit poct) (10 cek.)
07:32 DURER_Albrecht_Portrait_of _St_Sebastian_with_an_Arrow (IToprper Cs.
CebactbsiHa co crpenoid) (11 cek.)
07:43 DURER_Albrecht Self portrait at 22 (Aromoprper B 22 rona) (10 cek.)
07:53 DURER_AIbrecht_Self_Portrait_at_26 (Astomoprper B 26 set) (10 cex.)
08:03 DURER_Albrecht_St_Jerome_in_the_Wilderness (Cs. Mepouum B myctsine) (10
CEK.)
08:13 DURER_AIbrecht_Sylvan_Men_with_Heraldic_Shields (CusibBans ¢
repanbanueckumu mutamu) (10 cex.)
08:23 DURER_AIbrecht_The_Dresden_Altarpiece (®parmenTt Jpe3neHcKOro aaraps)
(9 cex.)
08:32 DURER_AIbrecht_The_Dresden_Altarpiece_central_panel (LlenTpaisHas nmasess
Hpe3nerckoro anraps) (8 cex.)
08:40 DURER_Albrecht_The_Dresden_Altarpiece_side_wings (®parment 60K0BOro
kpbuta Jpesnenckoro anraps) (9 cek.)
08:49 DURER_Albrecht_The_Jabach_Altarpiece (®parment Jabach-anraps) (10 cex.)
08:59 DURER_Albrecht_The_Seven_Sorrows_of the_Virgin (Cems ckopbeit
Boropoauier) (9 cex.)
09:08 DURER_Albrecht_The_Seven_Sorrows_of the_Virgin_Mother_of _Sorrows
(Cems ckopbeii boxbeit Marepmn) (9 cek.)
Kowuer 2-i1 yactu

3 uacmo
09:17 DURER_Albrecht_The_Seven_Sorrows_of the Virgin_The_Flight_into_Egypt
(Cems ckopbeii boropoauisr: bercro B Eruter) (7 cek.)
09:24 DURER_Albrecht_Two_Musicians (/Isa my3ssikanTa) (6 cex.)
09:30 DURER_Albrecht_Virgin_and_Child_before_an_Archway (Cs. [Tesa ¢
MJiazieH1eM nepes apkoit) (7 cek.)
09:37 Durer_Albrecht_Young_Venetian_Woman (Beneunanka) (6 cek.)




09:43 Durer_Apollo_And_Diana (Anosuton u luana) (5 cek.)

09:48 Durer_Apollo_With_The_Solar_Disc_And_Diana_Trying_To_Shield_Herself
(ATOITOH ¢ COMTHEYHBIM AUCKOM U JlnaHa, mbITarommasics 3anmtuth cebs) (7 cek.)
09:55 Durer_Bearing_Of_The_Cross (Hecenwue kpecra) (13 cek.)

10:08 Durer_Betrayal_Of_Christ (ITpegatensctBo Xpucra) (8 cek.)

10:16 Durer_Cardinal_Albrecht_Of_Brandenburg (Kapaunan Ans6pext
Bpannen6yprckuii) (7 cek.)

10:23 Durer_Caspar_Sturm (Kacmap IItypm) (6 cex.)

10:29 Durer_Christ_Before_Caiaphas (Ilepen Kaunadoii) (6 cex.)

10:35 Durer_Christ_Before_Pilate (ITepex ITunatom) (5 cek.)

10:40 Durer_Christ_Crowned_With_Thorns (Xpucroc B TepHoBOM BeHiie) (4 cex.)
10:44 Durer_Christ_Crowned_With_Thorns_1504 (Xpucroc B TepHOBOM BeHiie -1504)
(5 cex.)

10:49 Durer_Crucifixion (Pacnsrtue) (6 cex.)

10:55 Durer_Crucifixion_1508 (Pacnsitue-1508) (4 cexk.)

10:59 Durer_Crucifixion_Round (Pacnsitue — B kpyre) (5 cek.)

11:04 Durer_Crucifixion_With_Many_Figures (Pacmsitiie — maOroduryptoe) (5 cek.)
11:09 Durer Deposition (Cusitie ¢ kpecta) (5 cek.)

11:14 Durer_Durer_s_Wife_Agnes (Tropep c xenoii Aruec) (5 cek.)

11:19 Durer_Durers_Mother (Mats Tropepa) (5 cek.)

11:24 Durer_Ecce_Homo (I ecmb yenoBek) (5 cek.)

11:29 Durer_Emperor_Maximilian_I (Mmneparop Makcumunuas 1) (5 cek.)

11:34 Durer_Erasmus_Of_Rotterdam (Dpa3m Porrepaamckuii) (6 cex.)

11:40 Durer_Five_Lansquenets_And_An_Oriental_On_Horseback (Ilsts nanackaexToB
1 BOCTOYHBIN 4YesioBeK Ha Jomrasix) (5 cek.)

11:45 Durer_Flagellation (buuesanue) (4 cexk.)

11:49 Durer_Fortune (®opryna) (4 cex.)

11:54 Durer_Frederick_The_Wise_Elector_Of_Saxony (®penepuk Mynpsbrii,
kyporopcr Cakconunn) (5 cek.)

11:59 Durer_Harrowing_Of_Hell (Comecrsue B ax) (6 cex.)

12:05 Durer_Head_Of_An_Apostle_Looking_Downward (I"o;roBa anocroina,
cMotpsimiero BHu3) (6 cek.)

12:11 Durer_Head_Of_An_Apostle_Looking_Upward (I"o;roBa amocroina, CMOTPSIIEr0
BBepx) (5 cek.)

12:16 Durer_Head_Of_An_OIld_Man (roiosa crapuka) (6 cek.)

12:22 Durer_Head_Of_St_Mark (I'oizoBa Cs. Mapka) (6 cex.)

12:28 Durer_Hercules_At_The_Crossroads (I'epkysec Ha paciyThe) (6 cex.)

12:34 Durer_Hercules_At_The_Crossroads_Complete (I'epkymec Ha pacmyTbe,
MOIHOCTBIO) (7 CceK.)

12:41 Durer_Lamentation_1521 (OmnakuBanue — 1521) (7 cexk.)

12:48 Durer_The_Lamentation (OmrakuBanwue) (8 cek.)

12:56 Durer_Lamentation_1522 (OmrakuBanue — 1522) (9 cek.)

13:05 Durer_Lamentation_Over_Christ (Omnakusanue Xpucra) (15 cex.)

13:20 Durer_St_Peter_And_St_John_Healing_The_Cripple (Cs. ITerp u Cs. Hoauh —
ncuenenue kaneku) (12 cex.)

13:32 Durer_Madonna_Crowned_By_An_Angel (ManonHa, yBeHuanHnas anrenom) (18
CeK,)

Komnerg




Kak BuaHO u3 3TOH CXeMbl, B
nonoope pabor A. Jlropepa 3aMercH
HWHTEpEC HE TONBKO K OubOIelickum
MOTHUBAM: 31€Chb IIPUCYICTBYIOT H
HIOPTPETHI PEANBHBIX JIFOAEH — COBpE-
MCHHUKOB XYIOKHHKA. Ha nwnx 3amne-
YaTieHbl 00pa3bl M BHICOKOIIOCTABIICH-
HBIX JIUI] WU y4eHBIX-(puiaocodpos, u
MpeAcTaBUTENeH MPOCTOHAPOADS,
PAIOM — IOPTPETHI €r0 XKEHBI, POIAU-
Telel M ero COOCTBEHHBIC aBTOIOP-
TPETHI, BBINIOJITHECHHBIC B PA3HBIC T'OJIbI
xu3HH. CaM KOMITO3UTOP TOBOPUT 00
o01Iell JIoTuKe MOCTPOSHUST BU3Yyallb-
HOTO psma ciuenyromee: «l-s gacTh
yepHO-Oenas,<...>. 2 dYacTb — B3I
1nBer. MHe ObUIM HHTEPECHBI JIFOIM.
Tonbpko mpencTaBuTh cede, Kak 3TO
obu10 maBHO! OHM KMIIM CO CBOMMHU
JOCTOMHCTBAMHU H HEIOCTATKAMH. B
obmem, [«mHe xoTenoch» - I.K.] kak-
TO OTpa3uTh Ty AMOXy. B 3 wacTu Ha-
YMHAI0 B IIBETE€, HEMHOTO J>KaHpPO-
BOCTH, J1a)K€ MY3bIKAaHTBHI HT'PAIOT, HO
MepexoXy Ha 4YepHOo-0ernoe, Tak Kak
My3bIKa CTAaHOBHUTCS OoJiee npamMaTHd-
HOW. 37ech MPUCYTCTBYIOT MOTHBBI
HNucyca Xpucra, ero ocyxIacHUE,
Pacniarue, cusitue ¢ Kpecra, a Takxke
JIFOJTH, KaK TIPOCTHIE, TaK U MPaBUTETH
(xoTen moKa3aTh HAIIly 3aBHCHMOCTH
OT BJACTH), W, KOHEYHO K€, aroCTO-
nbel. 1 B xoHue — Jlea Mapus ¢ mia-
JeHuem<...>. MaJgoHHa ocTaercsi —
¢dbopmanpHO TaM 18 cek., HO 3TO Kak
3acTaBKa — (prHAIBHAS — HATIPUMED, B
TeaTpe OmycKaercsl 3aHaBeC, Ha KOTO-
POM eCTh H300paKEHUEY.

Korma cMotpump u ciymaenrs
BHjieo3anmuch OpraHHOro KOHIIEPTa
. Kunenko B HTEpHETE, SICHO OLLY-
maems Oer BpeMEHHW, €ro HEeyMOJH-
MOCTb ¥ MOIIHYIO, HATIOPUCTYIO 3HEP-
ruto. [Ipu 3TOM IpoOHOCTH mporecca
BH3YaJIbHOTO BOCHPUSATHS, Ka3aJloCh
Obl, CBUJCTEIBCTBYIOLIAS O «KIHUIIO-

BOM» XapakTepe ero opraHu3aluu, He
MeEIIaeT €ro LEeI0CTHOCTU. JTO MOJ-
KPEIUISICTCS. U COOTBETCTBHEM BU3Y-
ANBHOTO PAJa OCOOCHHOCTSIM MY3bI-
KaJIbHOH (DOpMBI, €€ TeMaTH4YeCKOMH
CTPYKTYpE U TEMIIOBOMY IUIaHYy TpeX-
YaCTHOTO IMKJIA. BakHbl M MelKue
JIETaJIM 3TOr0 COOTBETCTBUS. Tak, Ha-
mpUMeEp, CPEmHsAs MPOJOKUTEIb-
HOCTH IT0Ka3a KaJpoB B MIEPBOIl YacTu
co3zaer 3PPEeKT AMHAMUIHOTO, CTPe-
MUTEJILHOTO MX 4YepeOBaHMsI, C WH-
TepBaJoM B 5 cexkyHn. Jlume B
MOCJEHUX KajapaX, TJie UCIOIb30Ba-
HBI 1Ba BapuaHTa «MoJIeHus 0 Jamie
¥ COBMECTHBIN TepO cemetlicTB Jlropep
u XoJjrep, TeueHne BpeMeHH HeCKOIb-
KO 3aMeyIsieTcst (M300pakeHus 3aep-
JKUBAIOTCS Ha 7 M 8 CEKYH]I), 4TO IO-
pOXIaeT HEOOXOMUMBINA Craja Hamps-
JKEHHsI, KaK U CllefyeT ObITh B KaJeH-
UK, ¢ e€ TPaIUIIMOHHEIM ritenuto. Bo
BTOPOI, MEIJICHHOW YacTH BHUMAaHHUE
CITyIIaTeNs-3pUTeNs BCE Jalle U J0Jb-
e 3aJepXKUBAETCI Ha CO3EpIaHHH
JIUT], BOIUTOMIAOIINX TITyOMHY MBICITH
WIH TPUOMIDKAIONIXCA K HUAealy
TIPUPOIHON KpacoTel. OOpa3sl XpHcTa
1 cKopOsert boromarepu, anTapHbie
M300paKeHUsI, COOCTBEHHBIC ITOPTpE-
THI Xy/IO)KHIKA OCTAHABIIMBAIOT BPEMS
B emie OONbINel CTENeHW, MapKUupys
MOMEHTHI TTPOBEACHUS BaKHBIX MY3bI-
KampHBIX TeM. B ¢QunHame akumeHTHI
CIeTaHBI Ha CI[eHEe HECEHUs KpecTa, a
B CaMOM KOHII€ — Ha OIUTAKUBAaHUH
Xpucra, Ha WCIEICHUU aNOCTOIAMHU
HEIY)KHOTO KaJIeKH ¥, KaK y»e TOBO-
pUIIOCh, — Ha CTaBIIEH CBOEro pozaa
3aKITFOUUTENFHON  «(hepMaToit» Bcel
YacTH W IMKJIa B II€JIOM KapTHHE,
BO3BENMYMBatONIed ManoHHY, KOpO-
HYEMYIO aHTEIIOM.

B naGupuHTE TIPONILIOTrO ¥ HACTO-
SIIETO, T/Ie BOIUIONIEHBI B KOMILIEKC-
HOU (popMe MYIBTUMEIUHHOTO COYH-




HEHUsI pa3Hble UCTOpUUEcKHe (as3bl U
pasHbie GOPMBI XYI0KECTBEHHOH 13-
HU, HaliJIECHHbIC YeJI0BEYECKON LIUBU-
nuzanueit, J{. Kumenko cimoBHO cTpe-
MUTCSI TI0-HOBOMY OTPA3UTh «OTKpPHI-
TOE TMPOCTPAHCTBO» KYIbTYpPHI, Clie-
Zys. BEKTOPY BpeMeEHH. B My3bIKke OH,
o0pamasch K CTapUHHBIM KOMIIO3HU-
OUOHHBIM (OpMaM MU COCOUHSS C
COBPEMEHHOM JIEKCMKOM  cpencTBa
BEPTUKAIM W TPHUEMBI TOJOCOBEJE-
HHUsI, IPUCYILIHE T'OTUYECKOU Irerepo-
¢doHMU H TONMM(GOHUU BpEMEH SIOXH
BapOKKO, BBIABJIACT B MY3bIKAJIbHOM
A3BIKE CTUIIMCTHUKY, CBOfICTBeHHyIO
HCO-XYOOXECTBCHHBIM HaIlPaBJICHUAM.
B o0mieM ke, MHOIOCIOHHOM KOH-
TEKCTE ayJIHOBU3yaJbHOTO IPOH3BE-
JIeHHsT OH O0Opaiaercsi K pearbHOMY
COOTHECEHHIO MY3BIKAIBHOIO JIHalo-
ra ¢ peHecCaHCHOH JKHUBOIHCHIO, Ipa-
(ukoit 1 uKoHOTpadue, 9To TpedyeT
pacImpeHns: KyJabTypHOTO Te3aypyca
U OT BOCHPHUHHUMAIOIIETO 3TO COUMHE-
HHUe. 11 ecTeCTBEHHO, YTO ISl 3TOTO

J. Kunenko, Haxomsch B TOHCKax
COOCTBEHHBIX NMYyTEW AJISI BXOXKACHUS
B )KaHPOBYIO THITOJIOTUIO COBPEMEHHO-
r0 KOMIO3UTOPCKOI'O TBOPUECTBA, pea-
JM3yeT CBOE METAaKyJIbTYpHOE CO3Ha-
HHE Yepe3 «MEHa-BCTPEUy» C MOIb30-
BaTesIMU MHTEpHETa, OMHOBPEMEHHO
UIla CPEelr HUX JOCTOHHOro cobecesn-
HUKa, HarPY>KCHHOT'O OIMBITOM pPa3HO-
CTOPOHHEr0 XYJOKECTBEHHOI'O BOC-
MPUATUS HaIlE JeCTBUTENIBHOCTH.
OH, co CBOCH CTOPOHBI, Kak ObI CTpe-
MUTCSL cHOPMUPOBATH cebe TaKoro
co0eceHUKa  —  PaBHONPABHOTO
yYacTHHKa Juajora o0 HCKYCCTBE,
MOCKOJIbKY BEJlb CaMO COOTHOIIICHHE
MY3BIKAJILHOTO ¥ BHUJICOPSIa CYIIECT-
BEHHO pacHIUpsET Hallle npedcmasiie-
HUe 0 namsmu e8poneticKou Kyaibmy-
pbl, THE pasHble BHUJBI HUCKYCCTB,
B3aUMOJICHCTBYST MEXIy cO00M, ¢op-
MUPYIOT XYJIOKECTBEHHBIH OIBIT Ha-
HIETO COBPEMEHHHKA KaK OTpaKeHHE
MHOTOIJIAHOBOH ~ KapTHHBI ~ MHpA.
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DATINI SI OBICEIURI
iN CONTEXTUL RITULUI NUPTIAL

TRADITIONS AND CUSTOMS
IN THE CONTEXT OF THE NUPTIAL RITE

Tatiana TUREAC,
doctorands,
Universitatea de Stat din Tiraspol, Chisinau

Abstract: The wedding includes a series of traditional values, being the most important
social and cultural fact designed to organize your destiny, to create your consciousness and
your behaviour. In marriage the system of relationships between relatives is growing up not
only through the family’s husband, but through godparents. In many villages for growing up
the circle of relationships between relatives are chosen for wedding, new godparents, who
are different from those who are chosen at the baptism.

Keywords: wedding, custom, nuptial rite, matrimonial strategies, godparents.

A te casatori inseamnd a intra in
rind cu oamenii. O snoava aminteste
cele trei ipostaze posibile ale unui
barbat: print caruia 1i sint deschise
toate casele cu fete mari, atit timp cit
el este flacau, om, dupa ce s-a casato-
rit, si neom daca si-a parasit familia.
Citeva din elementele enuntate sint
surprinse, in planul etnografic real, de
catre autorul cunoscutei monografii
Clopotiva: «Miru sd numeste ficioru
care sd insoard. Da sd numeste asa nu-
ma cit e ospatu. Ca dupa haia sa chia-
mi om; dupa cum finainte s-a chemat
ficior». Deci, In mentalitatea arhaica
romaneascd, intoarcerile nu sint posi-
bile. Nici un om insurat nu mai poate
redobindi conditia de fecior, nici o
femeie casdtoritda nu mai poate purta
in cosite florile de fatd mare.

In perspectiva pregitirii tinerilor
pentru viata, accentul se pune pe in-
struirea in treburile gospodaresti si pe
acumuldrile materiale necesare desfa-
surarii unui ceremonial de amploarea
nuntii. Chiar daca tinerii se casatoresc
«cum le vine ciasul» (Baraboi, Dondu-
seni), ei trebuie sd fie pregatiti pentru
aceasta trecere dintr-o stare 1n alta. Fata

«fata sa stie a toarce, a tese, a coace, a
face mincarey, sa aiba zestrea gata, iar
flacaul «sd cunoasca toata plugiria» si
«sa aiba casa ridicata» (Cosauti/Soroca).
Fiind, poate, cel mai important
fapt social si cultural, menit sa organi-
zeze destinul individual, sa modeleze
constiinte si date comportamentale,
nunta cumuleaza numeroase valori apo-
tropaice, integratoare, fertilizatoare etc.
Prin casitorie se produce o amplifica-
re constientd a sistemului de rudenie,
nu numai prin aducerea in sinul fami-
liei sotului, ci si prin asumarea nasi-
lor, care capata atributele parintilor
spirituali. In numeroase localititi, sint
alesi pentru cununie nasi noi, diferiti
de cei de botez, tocmai pentru a spori
cercul relatiilor de inrudire: «trebuie
mai bine sd-si faca neamuri noi».
Strategiile matrimoniale urmaresc,
in mod constient, inrudirea cu cei din
«familii bune». Acestia nu sunt, in mod
necesar, cei mai avuti din sat, dar se nu-
mara printre cei care de-a lungul gene-
ratiilor au probat o conduita meritorie
in toate etapele vietii si in toate impre-
jurdrile. Harnici, indeminatici, sdna-
tosi, cinstifi, prietenosi, ei sint mereu




in fruntea satului, chiar fara sa aiba ca-
litati oficiale. Li se cauta sfatul, ade-
Ziunea si participarea efectiva in mo-
mentele dificile ale comunitatii rurale.

Casatoria ramine, asadar, si in
Moldova zilelor noastre, cel mai im-
portant act social, integrind un ansam-
blu de prerogative educative, economi-
ce si spiritual ce contureaza un statut
bine definit $i un anumit rang pentru
fiecare din familiile nou intemeiate.

Inainte de sec. al XVIII-lea, refe-
ririle la obiceiurile de nunta sint foarte
rare in scrierile din toate cele trei pro-
vincii romanesti. Introducerea in con-
textual ceremoniilor maritale boieresti
si domnesti se datoreaza triadei de aur a
cronicarilor moldoveni: Grigore Ureche,
Miron Costin si Ion Neculce. Scurtele
lor incursiuni in traseul etnografic sint
intimplatoare, dar nu lipsite de impor-
tanta pentru reconstituirea spectacolu-
lui nuntilor de odinioara.

Obiceiurile boierimii autohtone
se asemanau destul de mult, in epoca
medievala, cu cele ale populatiei rura-
le. Structura riturilor de trecere era
aceeasi. Deosebirile se inregistrau, mai
ales, la nivelul bunurilor materiale.
Costumele si obiectele ritual purtate
la boierime erau luxoase, iar darurile
oferite mirilor de catre inaltii oaspeti
se dovedeau exorbitante, dupa mode-
lul fastului bizantin.

in Letopisetul lui Grigore Ureche,
datele despre nuntile timpului sint la-
pidare, cum se poate constata in men-
tiunea pe care o face la adresa nepotu-
lui lui Petru Schiopul: «Nunta dom-
neascd au facut, cu multa cheltuiala si
jocuri, si multi din vecini au venit de
le-au infrumusetat masay.

La rindul sau, Miron Costin se ara-
ta mai preocupat de detaliul pitoresc,
surprinzind risipa de podoabe ca la cur-
tea bazilierilor. La nunta fiicii domni-
torului Vasile Lupu, «vornicii sint tineri

feciori de boieri, calarind pe cai tur-
cesti, cu podoabe si petiene la islice,
invesmintati in dulame elegante, cu cea-
prazuri de fir». Ca si vatajeii din sate,
ei poarta drept insemne «naframe de
miini» cusute cu fir. Numita in Mol-
dova sirinca, brodata si tivita cu hor-
bota fina, aceasta naframa insotea fie-
care cadou nuptial, ca semn de alianta
intre doud persoane sau intre doua fa-
milii. Dovedind respectarea datinilor
tarii, domnitorul Vasile Lupu 1i daru-
ieste cneazului luteran cal de ginere.
Nicolo Barsi de Lucca, este im-
presionat de abundenta ospetelor nup-
tiale, care nu contenesc trei zile si trei
nopti. Misionarul Italian observa cé in
prima zi a nuntii era obiceiul ca mire-
le sd-i serveasca pe oaspeti la masa.
Aceste informative oferd un indiciu
referitor la credinta ca prima zi era so-
cotitd ca fiind a miresei, iar a doua a
mirelui. Aceastd delimitare a timpului
afectat nuntii este atestata si astdzi in
citeva localitéti din Basarabia.
Calatorind, secretarul ambasadei
franceze din Constantinopol, se opreste
asupra ceremonialului nuntii din me-
diul Tnaltelor ranguri boieresti. Ca si
in cazul nuntilor taranesti, masa cea
mare se face intotdeauna la casa mire-
lui. Daca tindarul care se insura este
dregator, ori fiu de dregator, voievo-
dul era nas $i-i imprumuta, pentru toa-
td durata nuntii, una din cusmele sale
impodobite cu surguci. Diplomatul
francez, de asemenea, observa absenta
parintilor miresei din biserica, atunci
cind se infaptuieste cununia.
Numeroase superstitii marunte in-
sotesc viata de zi cu zi a familiilor cu
fete de maritat. La casele unde sint
asteptati petitorii, se planteaza tot felul
de flori, cum ar fi muscata, busuiocul,
brebenocul si, mai ales, o specie de floa-
re galbend, inalta, numitd «Marita-ma
mama». Norocul la flori, ca si grija




deosebitad pentru gradina din fata casei
sint socotite de bun augur pentru casa-
toritul fetelor la vreme.

Tot inainte de logodnda se face
croitul, moment ceremonial din ce in
ce mai rar in prezent, datoritd schim-
barilor economice survenite. Astizi se
cumpara din magazine camasile pen-
tru mire, socru, nun, si chiar batistele
pentru druste si vatajei. In satele boto-
sanene, la croiald participau si nasii.
Mireasa se prefacea ca nu taie foarfe-
ca si nu pornea lucrul pind nu primea
o suma de bani de la nun ori de la so-
crul mare. Apoi impértea materialul
pentru brodat batiste pe la druste. Din
val de pinza neinceputd croia cimasa
mirelui si a soacrei.

Inainte de masa de cununie sau
masa tineretului are loc «indulcirea mi-
rilory. Primirea miresei de cétre soacra
cea mare este o secventd integratoare,
care combina numeroase gesturi ritua-
le. Soacra asterne un covor, din prag
si pind in «capul mesei», si 0 aduce pe
nora pind la masa jucind sau, dupa ce
aruncd griu si agheasma in calea 1n-
surateilor, ii prinde pe amindoi cu un
stergar si asa 1i introduce in «casa cea
mare». Apoi mirii trebuie sa guste
dintr-un ou si din acelasi pahar cu vin
indulcit. A doua zi dupa masa mare,
nuna le oferd mirilor o bucdticd de
piine din care trebuie sa guste amin-
doi. Gestul ritual imbind valoarea de
aliantd, pe care o presupune consuma-
rea aceluiasi aliment, ba mai mult, a
aceleiasi bucati dintr-un intreg, cu va-
loarea 1n sine a colacului, oului.

Un episod important, caruia nu-i
lipseste si 0 anume incarcatura drama-
tica, este momentul «legatului» mireseli,
cunoscut si sub numele de «deshobotat
sau «desimbaltat». Atunci prin scoaterea
voalului si a podoabelor de mireasa,
prin schimbarea pieptanaturii si chiar a
hainelor, tinara trece, efectiv, din rin-

dul fetelor in cel al nevestelor. Apropie-
rea acestui moment este marcati prin
inscenarea rapirii miresei si substitui-
rea ei printr-o batrina travestita, numita
frecvent «mireasa uritd» sau «momfiay.

Obiceiul este foarte raspindit, ceea
ce intdreste ideea ca nu ne aflam in fata
unui eveniment spectacular minor, ci a
unei motivatii psihologice mai profun-
de Regretul de a decade dintr-o situatie
favorizata, — aceea de printesa absoluta
a nuntii — in cea de nevastd anonima,
se atenueaza prin aceastad diversiune.

Cind nuna mare face cirpa mire-
sei, lautarii sau vornicesele interpre-
teaza cintece «pentru deshobotat», dar
si alte piese din lirica instrainarii, in-
deosebi dintre acelea ce au ca motiv
principal fata rau maritata.

La doua sdptamini dupa nunta,
intr-o duminica sau intr-o zi de sirba-
toare cuprinsa in acest interval de
timp, mirii se duc cu lumindri si cu
coliva la biserica, unde 1i asteapta na-
sii. Dupa ce li se citeste «dezlegarea»
in pridvor, tinerii lasd lumindrile de
cununie la icoane, apoi aleg hramul
familiei nou Iintemeiate, de obicei
dupa numele de botez al mirelui. Se
respectd acest obicei pentru regasirea
echilibrului psihic dupa schimbarea
importanta care a avut loc.

Infaptuit dupa toate rinduielile in-
datinate, complexul ritual marital favo-
rizeaza schimbarile de comportament,
netezind drumul tinerilor casatoriti spre
grupul persoanelor mature, gata sa-si
inceapa noua existentd. Si chiar daca
astdzi acest scenariu riguros nu mai are
conotatiile de altadata, multe din com-
ponentele sale fiind vizibil estompate
de impactul cu civilizatia moderna, el
continua sa fie resimtit ca necesar.

A. Lang spune ca «ritualul este
pastrat, pentru ca el asigura succesul».

La incheierea nuntii, buhasul mi-
relui, buhasul miresei si betele purtate




de principalii actanti servesc la impli-
nirea unor gesturi cu variate semnifi-
catii. Astfel, toiagul de cununie este
rupt de mire pe genunchi, dupd ce
intrd mireasa in casa lui. Partea cu
flori o pastra, pentru ca aceea era no-
rocul casei (Nisiporesti-Neamt), iar
cea descoperitd o arunca peste acope-
ris. Buhasul de pe masa era pus, dupa
nuntd, intr-un pom ori se arunca in
podul casei de catre un vornicel, dupa
ce 1l invirtea de trei ori prin curte.

Intr-o ipostaza arhaica a cultului
dendrolatric, destinul noii familii era
legat de cel al arborelui plantat in ziua
nuntii: Tinerii sddeau un pom si-I
urmareau cum creste, avind credinta
ca asa va fi si casnicia lor.

In acest caz, pomul nu delimitea-
za numai perimetrul sacralizat al cere-
monialului marital, ci si un ciclu de
viata — semnificatul spatial primind
valente temporale.

Casa nuntii este impodobitd cu
flori si cu stergare brodate, iar citeva
locuri din preajma si din interiorul ei
(poarta, fintina, vatra, masa) dobin-
desc atribute speciale n timpul nuntii.

Loc sfint, unde se cinsteau in anti-
chitatea greco-romana divinitatile do-
mestice si in special Hestia (Vesta la
romani), zeitd a caminului, vatra este
sinonima cu notiunile de statornicie si
traditie. Mireasa in momentul intrarii in
casa soacrei, trebuie sd priveascad spre
vatra sau spre gura hornului; unele ne-
veste incearcd sa o impiedice. Numai
uitindu-se spre vatrd sau spre cuptor,
tinara nevasta se poate considera noua
stapina a casei. Vatra constituie, in men-
talitatea populara, protectoarea casatori-
ei. In cele mai diferite variante ale fol-
clorului nuptial, vatra este mereu in
prim-plan. La schimburi, vornicelul cel
mare pomeneste de vatra, spre a subli-
nia cit de aprinsa a fost dorinta miresei
si a mirelui de a se lua: Si-ai sarit in pi-

cioare pe vatral Si-ai zis ca hu mai ramii
fatd sau Si-ai zis cd dacd nu te-nsori,
Te sui pe cuptiori si mor. Unele ierta-
ciuni o Indeamnd pe mireasd sa-si ia
ramas bun, in primul rind De la teciu-
nii din vatra,/De la mama, de la tata.
Studiul profesorului Petru Caraman
aduce rezolvare pe deplin a probleme-
lor legate de originea, semnificatia si
evolutia datinii cdzutului de pe vatra.
Se porneste de la materialul
lingvistic actual ca de la cercul cel
mai larg al fenomenului prezentat. A
cddea pe cuptor sau a aduce pe cineva
pe cuptor, a cadea pe vatrd, a ramine
cu sluta in vatra, sint sintagme care
circula mult in vorbirea de toate zilele
cu intelesul de ,,a cadea pe capul cui-
va” sau de ,,a avea oaspeti nedoriti”.
Aceasta este prima ipostaza a da-
tinii — caderea pe cuptor, cind o tinara
abandonata de iubitul ei recurge la drep-
tul cutumiar pentru a se putea casatori.
A doua ipostazi a datinii, mai ate-
nuata, este aceea cind tinarul care a In-
dragit o fata ce nu este pe placul sau ca
sd puna capat tergiversdrilor nuntii, isi
aduce aleasa pe cuptor. Asa procedeaza,
de exemplu, cel mai mic frate din po-
vestea lui Ton Creanga, Soacra cu trei
nurori: ,,Intr-0 buna dimineat, feciorul
mamei ii si aduce o nora pe cuptior. Ba-
ba se scarmana de cap, da la deal, da la
vale, dar n-are ce face si de voie, de
nevoie, nunta s-a facut si pace buna!”.
La bulgari datina la care ne refe-
rim se numeste ,,naturvanie” si pre-
zinta unele diferente fata de varianta
romaneascd. Ajunsa la casa parintilor
seducatorului, fata merge fara sa ros-
teascd un cuvint la vatra, ia clestele si
rascoleste focul. Dacd gospodarii din
casa 1i cer sd aduca apa sau sa execute
alte trebi menajere, este semn ca au
acceptat-o ca nora.
Studiul profesorului Caraman dez-
véluie originile cultuale ale datinii, fa-




cind un amplu excurs asupra sacralita-
tii vetrei si asupra divinitatilor focului
la populatiile antice si moderne. Vatra
devine simbol al casei si familiei, locul
vrajilor benefice si al divinitatii la Cra-
ciun, Anul Nou, Sf. Andrei sau Bobo-
teaza. Vatra si cuptorul si-au prelungit
atributele protectoare asupra casatoriei.

Ipostaza cea mai relevanté asupra
radacinilor adinci pe care le are obiceiul
pe vatrd o constituie ceremonialul nup-
tial in antichitatea greco-romana. La
vechii greci cununia se compunea din
trei acte. In prima faza, care are loc in
fata vetrei parintesti, tatal fetei rosteste
o formula sacramentala, prin care 0 des-
face pe aceasta de orice legatura cu pri-
ma ei religie. Dupa inscenarea rapirii
miresei de catre divinitatile vetrei so-
crilor ei. Ea este stropita cu apa lustrala
si atinge focul sacru. Se spune un text
anumit, apoi cei doi soti impart intre
ei o prajitura, o piine, citeva fructe.

Si la romani momentele esentiale
ale ceremoniei casatoriei se savirseau
in fata vetrei casei. Inainte ca tinira mi-
reasd sa fie condusa spre casa sotului,
tatal ei Indeplineste in fata vetrei actul
de traditie prin care o absolva la supu-
nerea totala larilor domiciliului natal.
Dupa deductio in domum cu torte aprin-
se si chiote de Talassie, viitoarea sotie
este chemata in fata vetrei sacre a socri-
lor ei. Aici unde se afla Penatii si ima-
ginile strabunilor, cei doi proaspat casa-
toriti aduc o jertfa, varsa libatii, spun ru-
gaciuni si maninca impreuna o prajitura.

Din momentul efectudrii acestui
ritual, femeia are aceiasi zei, aceleasi
rituri, aceleasi rugiciuni, aceleasi sar-
batori ca si sotul ei.

La croati si sirbi, cum a pasit peste
pragul casei sotului ei, mireasa se
apropie de vatra si atita focul. Mirele
polonez 1si conduce aleasa inimii linga
soba, ca sd le meargd cu spor gospo-
daria. Dupa ce se intoarce de la cunu-

nie, mireasa bulgara se inchind in fata
focului din vatra, cu apa si sare, dupa
cum precizeaza profesorul Caraman.

Relatiile care se stabilesc intre ri-
tualul cazutului pe vatra si toate aceste
obiceiuri nuptiale din intreaga lume
tin de sacralitatea igneicd, dar si de
cultul stramosilor, caci vatra este Se-
diul defunctilor eroizati, al sufletelor
fondatoare si ocrotitoare ale unei fa-
milii si, prin extensie, ale unui neam.

Daca in cazul unei casatorii obisnu-
ite, focul domestic este invocat pentru
influenta sa favorabila asupra fecundi-
tatii si prosperitatii tindrului cuplu, in
cazul cazutului pe vatra se adaoga va-
lentele sale protective si chiar punitive.

Epicentrul datinii cazutul de pe
vatrd si locul unde ea a supravietuit
cel mai mult timp il constituie spatiul
romanesc.

Masa de nunta inlesneste legatura
intre neamuri, consfintind, prin inter-
mediul ospatului ceremonial, atit tre-
cerea, cit si alianta. Din acest punct de
vedere, ea este o punte esentiala, ja-
lonind cele mai importante momente
ale nuntii. Intiia masa ce se organizeazi
dupa vedre (petrecerile de ramas bun
care se fac separat la mire si la mireasa)
este masa de cununie, numitd i masa
de intilnire sau masa de hobot, la care
participa numai mirii, nasii $i socrii.
Ea este urmata de masa cea mare, care
este de fapt masa centrald a nuntii, si
se incheie cu masa de la uncrop. Dar in
unele zone, pe parcursul ceremonialu-
lui nuptial, apar si alte mese, la fel de
importante, cum ar fi masa darului (a
nasei si a nasului Sofia-Drochia), ma-
sa colacilor (Soroca), masa deshobo-
tatului. Suprafata meselor este purifi-
cata de prezenta sarii si a piinii. Astfel,
la uncrop se pun, in cele patru colturi
ale mesei, patru piini. Oratia de des-
chidere a ospatului debuteaza cu un
adevarat poem inchinat mesei si celor




din jurul ei: Masa frumoasa,/Meseni
dumneavoastra,/Pe linga masa tocmiti,/
Ca niste maslini infloriti. Masa de
nunta aminteste de o masa din basme:
Masa frumoasa,/ Cu fete de masa/Si
covoare de matasa./Cu farfurii zugra-
vite,/Cu linguri poleite... (Nisporeni).
Poarta si pragul fac petrecerea
intre exterior si interior, intre spatiul
profan si cel consacrat, avind o sem-
nificatie dubla: de separatie si recon-
ciliere. Daca noul sosit este trecut
peste prag si introdus in casd, inseam-
na ca este adoptat. Daca ramine in fata
pragului si nimeni nu-1 invita, el trebuie
sd plece. Aceastd trecere nu se face
oricum. Dupa ce se spune conacaria,
mireasa aduce un colac si-l tine im-
preund cu vornicelul deasupra portii,
iar nuntasii trec pe sub el. Vornicul in-
china plocoanele mirelui afara, in pra-
gul usii. Referitor la prag, momentul
cel mai important este acela al primirii
miresei de citre soacra cea mare. In
nordul Moldovei este obiceiul ca soacra
sd o0 ia in brate pe nora si s-o treaca in
incapere. In zonele sudice, mirii sint
trasi peste prag cu un prosop de dupa
git. Darurile care se oferd soacrei mari
se dau tot peste prag (Nisiporesti).
Simbol al puritétii regenerarii, fin-
tina constituie un loc benefic impor-
tant pentru gospodarie. Mireasa 1nso-
titd de doi vornicei, scoate apa din fin-
tind: De acasa si pina la fintina fac trei
hore 1n locuri deosebite; ajunsi aici, iau
apa intr-o donita, in care pun si busuioc,
apoi se Tnapoiaza acasi, repetind iar
cele trei jocuri in jurul donitei. Apa pe
care au scos-o din fintina trebuie dusa la
vatra. Fintinile intilnite in cale de alaiul
nuptial sint cinstite cu bani si cu griu.
Drumul mirilor
Nunta produce o schimbare de
statut social si moral al principalilor
actanti. Mirele si mireasa sint impli-
cati in toate secventele care marchea-

za desprinderea de vechea stare, parti-
Cipind constient la trecerea propriu-zisa
si la integrarea intr-un nou context de
viatd. Drumul mirilor la cununie si de
acolo la casa nuptiald constituie o axa
in spatiu si timp, reprezentind pe plan
simbolic un act complex, cu multiple
semnificatii, nunta fiind o adevarata
initiere, adica trecerea prin interme-
diul unei morti si a unei invieri sim-
bolice, de la nestiinta si nematuritate,
la virsta spirituala a adultului. Mo-
mentul plecarii este insotit de nume-
roase acte magice, infaptuite cu sco-
pul de a atrage belsugul, fericirea si
norocul asupra noului cuplu.

Cind mirii pornesc de la casa so-
crilor mici, mama fetei arunca zahar
si piine in urma lor (Glodeni), ca si le
meargi bine. In Floresti, cind tinerii
pleacd la cununie, soacra mica arunca
asupra tinerilor griu, sare si zahar.

Este semnificativ faptul ca in une-
le locuri colacul care se rupe pe capul
miresei si se imparte la nuntasi, in mo-
mentul scoaterii ei din casa parinteasca,
se numeste colac de goand. La Dro-
chia mirii au grija ca la plecare sa-si
puna bani in buzunare, ca sa fie bogati
in noua casi. In mai multe sate bo-
tosdnene, mireasa indeplineste un ri-
tual complex la plecarea din casa pa-
rinteascd, pentru a-si asigura un viitor
propice in casdtorie: se aseaza pe per-
ne si in bratele mamei sale, pentru ca
sa-i fie tot moale si isi pune in sin o
oglinda, ca sa aiba copii frumosi.

Plecarea tinerilor pe drumul ce se
incheie cu constituirea unei noi familii
era doritd a fi fara intoarcere. De aceea,
tinerii — mai cu seama mireasa — nu
trebuie sa priveascd in urma. Inter-
dictia apare in toate satele Moldovei,
cu o motivatie destul de asemanatoare:
»Mireasa nu si uiti inapoi cum iesi di la
cununie, ca sa nu-i mearga rau in casa-
torie. In zona Neamtului se crede ci nu
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trebuie sa priveascd mirii In urma caci,
altfel se despart. Interdictia se amplifi-
cé in sensul ca mireasa trebuie sa mear-
g4 cu ochii privind numai inainte, si nu
s uiti nici in parti, nici in spate, ca sa
aibi parti di noroc 1n césnicie”.

Aceeasi interdictie de a intoarce
capul o regasim in basmul fantastic. Ea
constituie 1n cadrul acestei specii folclo-
rice arhaice insasi conditia reusitei erou-
lui, care trebuie sa treacd de pe un tarim
pe altul, evitind confruntarea cu urma-
ritorii. Astfel, fugind cu Fat-Frumos in
lumea alba, fata Mumei Padurii are
grija sa nu se uite in spate. In basmul
Petrea Voinicul si Ileana Cosinzeana,
interdictia este prescrisd inainte de
fiecare noud incercare ce-1 asteapta pe
viteazul flacau. Cind Petre se duce sa
fure un pui al Pasarii Maiestre, Ileana
Cosinzeana 1i atrage atentia: Dard
cum 1l vei lua, sa fugi cit va raspute
calul si sd nu te uiti Tnapoi, oricit de
grozave trasnete si tipete ai auzi, céci,
cum 1i céta, pe loc 1i fi prapadit!

Un rit de separatie bine conturat se
vadeste a fi ocolul miresei. Atunci cind
ii nsoteste pe miri la cununie, alaiul
nuntasilor pleacd pe un drum si se in-
toarce pe altul. Justificarea actiunilor
se afla in parte 1n radacinile conflictu-
ale ale nuntii. Si aici ireversibilitatea
actului indeplinit constituie scopul prin-
cipal. Alaiul merge pe ocolite si nu se
intoarce pe unde a trecut, pentru ca
nici mireasa sd nu mai revina la casa
parinteasca, sd nu se destrame casa-
toria abia infiptuiti. In numeroase
sate gdsim aceeasi credintd: sa Tncon-
joard, ca sa raticeascd mireasa dru-
mul, fac ocolul miresei, ca sd nu fuga
Mireasa de la mire, ca sd nu nimereas-
ca mireasa locul de unde a plecat.

Datina ocolului miresei este atit
de inradicinatd In mentalitatea rurald
moldoveneascad, incit apare si in cazul
inmormintérii tinerilor nelumiti, care

este de fapt o nunta sui-generis.
Oamenii se intorc pe alt drum decit pe
cel pe care au plecat la cimitir. Dru-
mul ocolit pe care il efectueaza mirii
are insa si alte sensuri magice. El re-
produce traiectoria descrisd de astrul
zilei, cadrul favorabil actiunii factori-
lor pozitivi: Sa mergi in sensul soare-
lui, sé fie viata luminata. De asemenea,
acest ocol reprezintd inscrierea unui
cerc magic mpotriva pericolelor de
tot felul. Moartea, necazurile cite se
pot ivi, actele de magie neagrd sunt,
astfel, evitate. Cercul magic ocroteste
noul cuplu, asigurindu-i noroc, boga-
tie, fericire si viatd lunga.

Tot un cerc apotropaic inscrie si
hora care se joaca in casa (de trei ori
dupa masd) ori in curte, la plecarea
miresei din casa parinteasca, si care, in
timpuri mai vechi, se executa probabil,
in jurul vetrei. Acelasi rost 1l are si ho-
ra nuntagilor ce se joaci in curtea sau
in preajma bisericii, dupa iesirea de la
cununie, obisnuind sa spuna: hai sa
mai inconjuram, sa trdaiascd mireasa
s facem ocol, si aibi unde tine vitele.

Nerespectarea datinii comporta,
in mentalitatea folclorica, numeroase
riscuri: nu-i ghini st vii tot pe-acolo,si
spuni ci moare unu din tineri, sd
desfac familiile.

Vraja benefica a drumului ocolit
este intdritd de puterea purificatoare si
fertilizatoare a apei. La intoarcerea de
la cununie mirii sint intTmpinati cu ga-
leti pline cu apa, in care se pun diferite
flori si in special busuioc. Una din galeti
trebuie varsate cu piciorul, dintr-0 Sigu-
ra miscare, spre inainte, de catre mire, de
nas, de mireasa, dupa care unul dintre
acestia 1i rasplateste pe cei cu giletile.
Apa este menita sa aduca belsug in gos-
podarie, buna intelegere si copii nume-
rosi. De cele mai multe ori, cei care
aduc apa sint copiii, pentru ca mirii sa
aiba parte de prunci frumosi si sanatosi.




In consecinta, tinerii miri evita in-
tilnirile si locurile considerate nefaste,
in primul rind cimitirul. Doud mirese nu
este bine sa se intilneasca la cununie,
pentru ca se crede ca una din ele va
muri in curind. De rau augur este soCO-
tita si intilnirea cu un cortegiu funerar
sau chiar tragerea clopotelor ca la mort.

Inainte de cununie atit mirele, cit si
mireasa sint descheiati la git, eliberin-
du-se astfel de virsta fecioriei, pentru
ca, imediat dupa cununie, prin incheie-
rea nasturilor la loc, sa fie legati, inte-
grati in noua stare. Ocolul miresei con-
stituie un act de separatie, atasat sec-
ventei trecerii propriu-zise, provocind
un sentiment dureros, de dezintegrare,
rudelor apropiate. Echilibrul este refa-
cut prin efectuarea aceluiasi drum, in
sens invers, la sapte sau noud zile du-
pa nuntd. Pind atunci cea mai impor-
tanta ceremonie ramine uncropul, in-
cheierea nuntii fiind numita si sara
placintelor, pripoistea sau nuntisoara.

Prima vizita la parintii fetei, dupa
nuntd, are o deosebitd importantd pe
plan social si moral, rezolvind prima
parte a integrarii in noul fel de trai.
Semnificatia acestui epizod se vede cu
claritate si din denumirile ce i se dau
— cale primara, cale lunga, cale mare,
cale intoarsa.

Primul drum al miresei dupa
nunta are valoare rituala. Pind atunci,
tinara casatorita nu iese din sat, nu are
voie sd-si vada parintii $i adesea nu
are voie sd se ducd nici macar pina la
fintind dupa apa.

Calea primara descrie incd un
cerc magic, actul spatial, circumscri-
ind intervalul temporal de desfasurare
a ceremoniei nuptiale. Ultimul cerc
nuptial il reprezinta imbisericirea tine-
rilor, dar in mod deosebit a tinerei ne-
veste, dupa 40 zile de la nuntd. Este
momentul cind tinerii casatoriti, im-
preund cu nasii, duc la bisericd o co-
liva sau un colac mare, numit prinos.
Pind atunci sotii trdiesc izolati: ,,mi-
reasa n-ave voie si iasi di- acasa, pini
nu-i face molifta”. Abia dupa aceasta
ceremonie, tinerii soti sint curati. Da-
cd nunta are loc in preajma Pastelui
sau a altei sarbatori mari, imbiserici-
rea se face in ziua respectiva.

Proiectia pe plan mitologic a ce-
remonialului nuptial capatd dimen-
siuni cosmice. Alaiul mirelui strabate
pind la casa ciutei urmarite intreg uni-
versul, continuindu-si calea: ,, Pe ari-
pa vintului,/In jurul pdamintului,/Pe
lumina soarelui,/Pe cursul apelor,/Pe
mirosul florilor,/Pe lumina stelelor/Si
semnele cerului”. Prin iertdciune,
timpul omenesc finit este circumscris
timpului etern. Tinerii miri sint inclusi
astfel in circuitul generatiilor de la
Adam si Eva. De altfel, recitarea ri-
tuald a mitului cosmogonic cu ocazia
casatoriei e un obicei raspindit la mul-
te popoare. Similitudinile intre ritual
si textele folclorice aferente gravitea-
za in jurul ideii comune ca universul
rustic traditional are 1n centrul sau
spectacolul nuntii.
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COBPEMEHHBI PETIEPTYAP HA CIHIEHE
HAIIMOHAJIBHOM ONIEPHI
(HA IPUMEPE TAPTUU KATPUH U3
OIIEPBI C. KOPTECA «MAPKHTAHTKAY)

MODERN REPETOIRE ON THE STAGE OF NATIONAL OPERA
(KATRIN FROM THE “SUTLER” BY S. KORTES)

JIrommuaa AT A,
W.o. nouenra,
Axkanemust Mysbiky, TeaTpa 11 VI300pasuresbHbIx VIcKyccTB

Abstract: The article presents some reflections on the author’s work on the opera
Sutler’s production at the Chisinau Opera and Ballet Theatre in 1984. The author analyses
vocal and scenic aspects of Katrin’s role, as well as some interpretation particularities.

Keywords: repertoire, vocal aspects, opera, vocalise, interpretation particularities.

Onepa «MapkuTtantkay B 2-X
JNCHCTBUSAX, 6 KapTHHAX C IPOJIOTOM
Obla HarmMcaHa O0eIopPyCCKUM KOMITO-
sutopom C. Koptecom B 1980 romy
no motuBaM nbechl b. bpexra «Ma-
tymka Kypax u ee metn», mudperTo
B. Xamuma u C. Ulreiina. B Mon-
JABCKOM oOrepHoM TeaTtpe «Mapku-
TaHTKa» OblIa TmocTaBiieHa B 1984
rogy. Jto Obuta BTOpasl MOCTaHOBKA
mocne KayHacckoro My3bIKaIbHOTO
TeaTpa.

Cepreit Koprec — n3BecTHBIH Oe-
JIOPYCCKHUIA KOMIIO3UTOpP, 3aCITy)KEH-
HBII JesTens UcKyccTB benopyccuu,
Jlaypeatr T'ocynapcTBeHHOH mpeMUU
Benopyccum, B TBOpueckoM Ooraxke Ko-
TOPOTO TPOW3BEACHHS PA3HBIX KAHPOB:
opatopus «llamsaTi mosTay Ha CTHUXH
4. Kynanbl, BokanbHO-cuM(GOHUYECKast
nooma «llemem» Ha ctuxu 3. Mexe-
naiituca u MHorue npyrue. C. Koprec
MIPOCIIABUIICSA W KaK OIEPHBIA KOMIIO-
3uTOp Onarojgaps CBOMM TBOPEHUSM
«/Ixopnano Bpyno» u «Martymika Ky-
pax». IlocnengHee  My3bIKaJbHO-
CLICHMYECKOE IPOU3BEICHHE 3aciy-
KHUBAET OTJACIBHOIO PACCMOTPEHHSI.

Caagana C. Koprecy npennoxu-
U HaAmUCcaTh MY3BIKY K OYepeIHOM
nmocraHoBke b. bpexta B Butebckom
JPaMaTHIeCKOM TeaTpe, OAHAKO, MPo-
YUTaB TEKCT bpexTa, KOMIIO3UTOp TO0-
HSUJI, YTO XOYeT HaIMCaTh MY3bIKY KO
«BceMy TekcTy» «Matymku Kypax».
B wutore, no ero cinoBam, «Matymika
Kypax» crama ero IoOUMBIM JETH-
meM. Orepa ¢ ycriexoMm CTaBWIIach Ha
crieHax omnepHbIx TearpoB CCCP: cHa-
gaia B Tearpe Onepsr 1 banera B Ku-
IIMHEBE, 3aTeM — B SIKyTHH, ITOCIIe 9ero
TUTAHAPOBAJach MOCTaHOBKAa B MuH-
CKOM onepHOM TeaTtpe. OHAKO Ha Cy-
50y CIIEKTaKJIs HEraTUBHOE BIHSTHUE
OKa3aJIi TOJUTHYECKHE COOBITHS TOU
STIOXH, & IMEHHO, BBEIEHHUE COBETCKHUX
BOWCK B AQTaHNCTaH, IPUBE/IICE K TH-
Oey CoNIaT Ha 3TOW OEeCCMBICIEHHON
yyxoil BoitHe. COOBITHS SIBIISUIUCH pe-
30HAHCOM BpeMeH TpuauaruiieTHel
BOWHBI, OONMYUTENBHBIN TanudumM
BpexTa 3Byuan ciamimkoM ocTpo U 3710-
0OHEBHO, U TTOCTAHOBKA OIEPHI ObLIA
zanpeuena LHHK KIICC benopycun.

Bepronsn bpext (1898) — BeImato-
mMics HEMELKUH JpaMaTrypr, mpo-




3aMK, TIO3T W TeaTpalbHbIM AeATenb.
Hecmortpst Ha To, 4TO €ro moauTHYEC-
KM€ B3[JIAbI M TBOPYECTBO BCET/Ia BBI-
3BIBANIM CHOpPHI, B 1950-¢ TOABI mhech
b. bpexta mpo4HO BOUUIM B €BPO-
MEUCKUN TeaTpalibHBIM  pernepryap.
OcHoBaTenb  «3MUYECKOro TeaTpa
OTCTanBaJ KOHIIEMIIMI0O HOBOW HHTEIN-
JIEKTYyaJIbHOW JpaMbl, KOTOpasi T0/HKHA
BTOPraThCS B OOIIECTBEHHYIO KH3Hb.
BepmmnamMu ero TBOpuecTBa CTajH
«Martymxka Kypax u ee nerm» (1939),
«obperii  yenoBek w3 ChluyaHu»
(1040), «KaBka3ckuii MeIOBON Kpyr»
(1945) u npyrue.

IIbeca «Matymka Kypax u ee
JeTH» — OJIHO W3 Hauboliee BaXKHBIX
TeaTpaJIbHBIX JIOCTHKEHUM bpexra,
cojiepkaHue u madoc KOTOpOro BbI-
CTYMNaloT HE TOJHKO CHMBOJIOM HCKa-
JiedeHHOM ['epMaHMM, HO U BBIXOHST
JaJIeKo 3a PaMKHM HEMELKOH UCTOPHUU
XX Beka. Cynp0a Matymku Kypax —
CTPOroe IPENOCTEPEKEHUE, aIPEco-
BaHHOE HE TOJIBKO HEMEILKOMY Hapo-
Iy, KuBIIeMy B KoHIle 30-x — Havama
40-x TO/10B, HO M BCEM TEM, KTO CMOT-
PHUT Ha BOMHY, KaK Ha KOMMeEpIHI0. A
notoMy nbeca «Martyika Kypax u ee
JETH» TO-TIPEKHEMY OCTAaeTCsl aKTy-
aJbHOM.

Croxer mbecel bpexTta orobOpa-
XKaeT >KM3Hb MapKUTAHTKH BTOPOTO
¢unIsHACKOrO Nonka BpemeH Tpuaua-
TWIECTHEH BOWHBI, KOTOpas COmpo-
BOXJA€T BOWCKA U OTHOCUTCS K BOH-
HE BechbMa NparMaTHyHoO. | epouHs
MbEChl HE MUTAeT HUKAKUX HILUTIO3UH
OTHOCHUTEIBHO CYTH BOWHBI, AJIsI HEe
3TO JUIIB Cr1oco0 oboramenns. Eif Bce
paBHO — MOJ KakuM (¢uiaroM u ¢ Ka-
KUM BoiickoM uatu. Hecmotps Ha ToO,
gyro aetn Mamamu Kypax — Ditnud,
@eiiomr n Katpun — Bwlpocin B
OECKOHEUHOM BOWHE M TaK e MNpUy-
YeHbl K KOMMEPIMH, CTapLIMi CBIH

repoOMHN — BOIUIOLICHUE XpadpocTH,
MITaJIINI — YeCTHOCTH, a Hemas Kart-
puH — 100poThl. bpexT mogBoauT 3pu-
TENEN K TOMY, YTO B YCJIIOBHUSIX BOWHBI
noOpojerens rudenpHa: He ClydaiHo,
KapTHHa pacctpena KaTpun — ogna u3
CaMBIX 3MOLIMOHAJIBLHO BO3JEHCTBYIO-
IIMX Ha 3pUTeNs ClieH nbeckl. Hemora
Karpun BocprHuUMaeTcs Kak ajjiero-
pusi OecrioMOIITHON TOOPOTHI: TEM ca-
MbIM, apama b. bpexra 3acraBisier
3a[yMaTbcs O TOM, YTO B COBPEMEH-
HOM MHpe N0OponeTens MOHKHA W3-
MEHHUTHCS, @ BCIO BUHY 3a THOEIb jie-
Te aBTOp BO3JaraeT Ha WX MaTh. 3a-
pabaTeiBasi JE€HBIM Ha BOIfHEe, OHa
KaXK/IbII pa3 TepsieT KOro-TO U3 CBOMX
JeTel: WHBIMH clioBamMu, Mamaria
Kypax He TOIBKO KOPMMTCSI BOMHOM,
HO U caMa «KOpPMHUT» BOWHY CBOWMH
JETbMH, HECMOTpPS Ha BCIO CBOIO
T000BB K HUM.

OCOOCHHOCTH ~ JIMTEPATypHOTO
TeKcTa, 00OOIIEHHBIN XapaKTep IeHCT-
BUS, DJIEMEHTHl 3IMHYECKOro TeaTpa
HOBJIMSUIM Ha MY3BIKAJIbHOE PELIEHUE
cnekraksi: B onepe C. Kopreca Her
KOHKPETHOI0 MECTa JIEHCTBUS U Bpe-
MEHHU, IOCTAHOBLIMKH OIEpPhl — IH-
prmxep A. I'epmdensn, pexuccep
3. KoHCTaHTHMHOBA M XYIOKHUKHU
B. Oxkynee wu U. Ilpecc cozmammu
CIEKTaKJb, e KOTOPOro CO3BYYHA
3aMbIcTy KoMIio3uTopa. CLeHn4ecKoe
BOIUJIOIIEHUE CHEKTAKIs CTajo elle
Oonee o0000meHHsIM. CueHa Oblia
opopmiieHa kak Hekas mnomycdepa,
CHUMBOJIM3MPYIOILAs BCIO IJIAHETY, Ha-
NOJHEHHYIO aTpuOyTamMH pa3IMyHbIX
BPEMEH M 3M0X. ITO U IPHUIYMaHHBIH
XYAO)KHUKaMH (yproH, KOTOPBIA B
CIEKTaKie CIyxui cembe Kypax u
JOMOM, W HMMIIPOBH3MPOBAHHBIM Ma-
raz3uHoM. B kauecTBe nexopaiuii Ha
CIIEHE BaJSINCh OOJOMKH CTPaHHBIX
MIPEIMETOB: IOJIOMAHHOE KOJIECO Ha




(hOHE KPOIIEYHBIX JOMHUKOB, YaCTh
COBPEMEHHOI'0 aBTOMOOMJIS, — M300pa-
KAJIMCh 3EMJISl, pPacTONTaHHAs BOW-
HOM, KaKHe-TO Pa3BaJIMHBI U «3aKOIl-
4eHHOe», cepoe HeOo. Ilo 3ambicmy
MMOCTAHOBIIUKOB, 3TO OBLJIO MECTO,
IJIe HEMOCPEACTBEHHO IPOUCXOIUIN
BOCHHBbIC Z[eﬁCTBPIﬂ, OJHAKO TaKasa
TPaKTOBKa J]aBalia MoBoJ JJisi 00001Ie-
HUI: IoJpa3yMeBanach Bcs 3emiisi, Ha
KOTOpOM TO 3/IECh, TO TaM BCIIBIXMBAOT
koH(]uKTBL. CrieHorpadusi CrieKTakJIst
MpeCTaBIsiia cO0OM cTpalHoe, Mpay-
HOE 3peNuie, KOTOpoe JeHCTBUTENb-
HO TIEPEHOCHIIO 3PUTENsi B T€ Yy¥Kac-
HBIE BPEMEHA BOWHBI.

Panee B Haiem TeaTpe yxe ocy-
IIECTBJISUIACH TTOCTAHOBKA COBPEMEH-
HOM OIephbl aHAJIOTHYHOrO JKaHpa: 3TO
Obuta  omepa-namduier  «JlpakoH»
9. JlazapeBa, mpembepa KOTOpPOH CO-
CTOSJIach 3a § JIeT 10 MPEeMbEPHI OIre-
po1 C. Kopteca. Omgaako 3a 3T0 Bpems
WM3MEHWJICA COCTAaB OMEPHOW TPYIIIBL,
M Jalieko He Yy BCEX COJHCTOB OBbLI
OIBIT PAabOTHI CO crenu(UKOi My3bI-
KaJIbHOT'O M CIIEHHMYECKOTO BOILIOIIIE-
HUS COBPEMEHHOT'O OIEPHOr0 IPOU3-
Benenws. [loaToMy At MHOTHX CTHITb
MYy3BIKH M XapakTep CIICHHYECKHX
00pa3oB MPEACTaBISUIA HEYTO COBEp-
meHHo HoBoe. lIpeacrosm TpynHBIE
TIOMCKH MHBIX PECYPCOB TS CO3TaHUS
HEOOBIYHBIX, HE CBOMCTBEHHBIX KIIAC-
CHYECKHM OIEpHBIM IIeBIaM, oOpa-
30B. [loaTOMy BO3HHKamM COMHEHHS,
B TOM, YTO Te€aTp HE CIPABHUTCS C ITOH
3ajadeii. OTH COMHEHHMS, K CYACTBIO,
HE OIPaBIAIUCH.

«MapKuTaHTKay MOITYYHIACh HO-
BBIM — W TI0 CTHJIIO, U TI0 XKaHPY —
OIEPHBIM TIPOHM3BENECHUEM, IOIUEPK-
HyBIIUM T1adoc ApamaTypruu bpexra.
Onepa o TOM, 4TO TaKoe€ 370, YTO TO-
COOHMYECTBO €My YKECTKO HaKa3bIBa-

ercs, a caMH TMOCOOHUKH SIBIISIOTCS
ero MepBbIMHU KEPTBAMHU.
JIubperucts B. Xanuu u
C. llITeiiH MMEHHO TaK TPaKTOBAIU
conepxkanue onepsl. Tonapko Kypaxk B
my3eike C. Kopteca crama mobpee u
omuxe cBouMm JnersaM. OHa oOueHb
CHIILHO U C Hacrosueld Oofbio 3a
CBO€ JIUTS pearupyer Ha HacHJIUE Haj
Katpun u conepexuBaer eii. B
CIEKTaKJIe SPKO TMPO3BYYald JBa
OCHOBHBIX MOTHBa TIbechl bpexra:

nepBeiii — «Mamama Kypax He
U3BJIEKJIA YPOKOB M3 CYIBOBI CBOECH
CEeMbH. ... OHAa Jake HE TOHUMAET,

YTO cama SIBIISIETCS BUHOBHHUIICH TH-
Oemu cBomx gereit» [1, c. 19]. Ksun-
TICCEHIIUS 3TOH UAEH TaK CPOpMYIIH-
poBaHa camMuM bpexTom:
«Bam, mamepu, pewiaiowee cnoeo.
Boi 0anu oemsam orcushHb, u 6ol
6 omeeme
3a cmepmy, YUMo yepodicaem eauum
oemsm.
He oonycmume cmpawnou 6oiinu
Hoso1!
Bam, mamepu, pewarowee cnooy
Hpyras uzaes omepbl COCTOUT B
ToM, 4TO «erell Kypax npuBomsT k
ru0eny uX MOJOKUTENbHBIE 3aJaTKH,
UX XOpOIIHE YEIOBEYECKHE CBOMCT-
Ba» [idem]. Diimud morubaer Gmaro-
napst cBoelt xpabpoctu, llIBetiniepkac
— gecTHOCTH, a «KatpuH, coBepius
MIOJIBUT, YMHPAET M3-3a CBOEH JT00po-
TBl U KEPTBEHHOW JIIOOBH K AETIM»
[idem]. My3bIkanpHasT ApamMaTyprus
omeppl «MapKUTaHTKa» OTpa)kaer
CaTUPHUYECKUN M aHTUBOCHHBIN magoc
nbecel bpexrta. Tak, B My3bIKaJbHOU
HapTUTYpE 3TO MPOsIBIISIETCs: Onaroaapst
3JIEMEHTaM IapOoANPOBAHMS POMaHCa
Y [IEPKOBHOM NPOIIOBEAH.
LenTpansHOM TrepouHeil omnepsl
spisiercs Mamama Kypaxk, ubu MOHO-
JOrd  OTPaXalT  JpaMaTHYECKHe




COOBITHSA W TIEPESKHUBAHUS TEPOUHH U
OCHOBaHBI HO COETMHEHUH apHuO3HOI0
CTWUJISI M DJIEMEHTOB OIIEPHOTO pevH-
TaThBa. BokanmpHas mapTHs Jodepu
Kypax — Katpun — noctpoena Ha Bo-
Kanu3ax 0e3 CJIOB, HO MHTOHAITHOHHO
ec MmapTus MOHITHA W OMU3Ka CITyIIa-
TEJNI0, HACTOJBKO SPKO M TOPA3UTENh-
HO TOYHO OHA OTpakaeT XapakTep re-
pounu. Ocobast ponb B orepe OTBO-
JATCSL XOPY, KOTOPBIH, KaK B aHTHY-
HOW Tparemuu, KOMMEHTUPYET COOBI-
THS1, TIOMYEPKUBAs KaK CBETJIbIE, TaK U
Hanbosee CKOpOHBIE MOMEHTHI OIEPHI.

HecMmotpst Ha TO, 4TO 10O U3y4de-
Hus naprtuu Katpun B onepe «Map-
KATaHTKa» y MEHS yXe ObUI OIBIT
paboTBl HaJ COBPEMEHHON MY3BIKOH
(mepBoii oOmEpHON MapTHEeH TaKoro
pona Obima maptust DJb3bl B OIepe
«/paxon» 3. Jlazapepa), maptus Kar-
PHUH OTJIMYANach OT HapTUH OJb3bl U
TpeOoBana Oojiee TIIATEIBLHOW pabo-
ThI C IUPHUKEPOM U pexuccepoM. Bo-
Kanu3bl KatpuH ObLIM O4YEHb CIIOMKHBI
HWHTOHALIMOHHO. B HEKOTOPBIX 31H30-
Jax MIPUXOANIIOCH KEPTBOBATh aKase-
MHYECKHUM 3BYKOM3BJICUCHHEM, KakK
TOro TpeboBan My3bIKaIbHO-CLICHU-
yecknui 00pa3 KatpuH u CTHIIB onephbl
B 1enoM. [lonck HyXHBIX BOKaJbHBIX
KpPacoK BEJCS CaMOCTOSITENIbHO, IIy-
TEM MHOIOKPATHOIO  IOBTOPEHUS
CJIOKHBIX MHTEPBAJIOB, IONBITOK I1ETH
M0-Pa3HOMY, KaXKAbIM pa3 MeHss
TEXHUKY 3BYKOOOPa30BaHHs U 3BYKO-
W3BJICYEHHUS, HEPENKO BOIIPEKU Tpe-
0OBaHMAM KJIACCHYECKOM MaHEpHI Iie-
Hus. Hanpumep, B snuzone, rae Kar-
PHH II0CJIe HaJpyraTenbCTBa Haja Hel
nosiBIsieTcst  «1oma» mepen Kypax,
I1aya M ’alysch, MbITAsSCh IOCPEICT-
BOM BOKAJM30B U ECTOB OOBSICHUTH
MaTepH, 4YTO C Heil NpOoW30LUIO0, Ha
NEpBBIM IJIaH B BOKAJBHOW MapTHH
BBIXOJT BOIOLIME, IJIAYyLINe HHTO-

HaIlUM, TEPEXOAIINE B PBUIAHUS U
nepefaloye  OT4YasHUE TEPOHHH.
Hago ckazate, 4TO TOYHBIC AMOLMH
OYCHb MOMOTIA WHTYUTHBHO HaIIly-
NaTh HY)KHBIE KPACKU B TICHUU.

[Mpocnemum  pas3Butue oOpaza
Katpun — or mepBoro ee HosIBICHUS
JI0 Tparu4yeckou pasBs3KU. BrepBbie
TepouHs y4yacTByeT B cleHe Hu3 |
KapTUHBI | JEHCTBUS C y4acTHEM
Mamanm Kypax u ee nereil. Ha
TekcT nechn Mamanm Kypax:

Du, xpucmuane, maem ied!
Cnam mepmeeyvl 8 MOULLHOU M2Jle.

Karpun u ee OpaThsi HCIIOTHSIIOT
MUHH-BOKaJIM3bl HA TJACHBIX 3BYKax
(o u a 3arem Ha cior na), MOMIEPKHU-
BalOMUX HEMOTy TepomHH. COOTHO-
IICHHE BOKAJIbHBIX MApTHH — MHOTIA
B OKTaBYy WJIM B TEPIUIO, 2 UHOT/IA —
MapajuleTbHBIMU ~ KBapTaMH,  9TO
CO3JIae€T PE3KUM, HEMPUSATHBIA 3BYKO-
Boit apdekr (c.28 kmaBupa, m.11).

Ilecenka Kampun (1 18, c. 43
KJIaBHPa) OCHOBaHa Ha CBETJION, He3a-
TEUIUBOM MENOJUU B TOHAIBHOCTH
Conb madicop, TECCUTYPHO pacrpese-
JIEHHOM MEXAy INEpBOM OKTABOW U
HIOKHAM TETPaxOpIOM BTOPOH OKTa-
Bbl, [MATOHUYHOM, B IOKAYMBAIO-
IEeMCSl pUTME CHITHJIHAHBL. JTOT 0e3-
MSTEKHBIH 00pa3 TePONHU elle CHIIb-
Hee OTTEHSET YXachl, IPOHCXOIAIINE
Ha creHe. JIumk K KOHILy HOMepa B
MENIOINYECKYI0 JIMHUAIO TIPOHHUKAET
rapmMoHuueckas VI cTyneHb, KOTOPYIO
HY)KHO TIOMYEPKHYTh BOKAJIbHBIMHU
CpEICTBaMH, KpaCKaMU rojoca.

B mepyeme nereit Kypax piu
mosso (1. 19, c. 47), naprus Katpun
OCHOBaHa Ha OTAEIBHBIX KOPOTKHX
pEITuKax, yCTPEMIICHHBIX BOCXOIS-
mmx ¢pazax B BBICOKOM PEruUcTpe
(BIIIOTH A0 3BYyKa 00 TPEThEH OKTa-
BbI). My3bIKaJIbHOE pEIIeHUEe MapTHH
MOJYEPKUBAET HAUBHOCTb, JIETCKOCTH,




yuctory repounu. Ha c. 71 B maptuu
TEPOUHH TIOSIBIIAIOTCS KOPOTKUE XPO-
MaTHyeckue (Gpasbl, «CTOHYILHE»
MaJIOCEKYH/I0BbIE MHTOHAIINH, BOCKIIU-
LAHWs Ha JIONTUX 3BYKax, TO €CTh BO-
KaJibHasl ApTUSl OYCHb BHIPA3UTENbHA
naxe 6e3 tekcra. Ha c. 71-72 Beine-
JsieTcsl BOKAU3 IIECTHAATBIMU HO-
TaMH, C WCIOJIb30BaHHEM KBUHTOJNEH
W TpUOJICH B JHMana3oHe coib BTOPOU
OKTaBbl — ¢ha TIEPBOW OKTaBBI. XpO-
MaTHuecKas TaMMa B TIApTHH TePOHHU
MOYTH LIETTUKOM JIOJKHA OBITH UCIIOIN-
Hena Ha glissando.

Ora ke MHTOHAIIMOHHAsI 0COOEH-
HOCTh — BKpaIUIEHHE XPOMAaTH3MOB U
npeoOJiaJlaHie HUCXOJMSIIETO JIBUXKE-
HUA (Ha 3TOT pa3, YeTBEepPTSIMH) OOHa-
pyxuBaercs B mapTud KaTpuH u3
Tepyema (Katpun, Mamama Kypax,
CesmmeHHNK) U3 3 KapTUHBI 1 meicT-
Bus (1. 19, ¢.183 xmaBupa). 310 oqHA
n3 Hambonee OOBEMHBIX CIleH ¢ Ma-
mameid Kypax, B KOTOpod KOHIIEH-
TPUPYIOCS pa3HbIe TUITBI WHTOHAIUI
Y PUTMHAYECKOTO JBM)KEHUS MEIOINH,
cBoiictBenHble Katpun. OHa BBICTY-
MaeT Kak AMOI[MOHAIBHBINA PE30HATOP,
JTaeT DTUYECKYI0 OIEHKY IPOMCXO/Is-
IIeMy: TI0 CEMaHTHKE €€ MEJIOANH SICHO
«IIPOYHTHIBAETCA» aABTOPCKOE OTHO-
[IEHNE K TPOMCXOISAIIAM COOBITHSIM.

B Cyerne ¢ panenoii Kampun (xo-
Hell 4 KapTUHBI 2 aKTa) mapTus Te-
POVHM OCHOBaHAa Ha pPacKayMBalo-
IIUXCS, CJIOBHO OT OOJH, CEKYHIOBBIX
WHTOHAIUAX, C NaJbHEHIINM pacIIu-
pEHHEM TECCUTYpPhl H TOSBIEHUEM
CIIOKHBIX JUIsl HHTOHHPOBAaHUS CKad-
KOB Ha OONBIIYIO CENTHMY BHU3 ¢ha
oue3 — coav, conv — g (. 101-104,
c. 31-36, Tom 2 kmaBupa).

B Apuu Kampun (Molto tran-
quillo, 1. 147, c. 124) menoauveckas
JUHMS ONMPAaeTCsl Ha HUCXOSIIYIO
XpOMAaTHYECKYIO0 TaMMy, HO HE IIeJIH-

KOM, a JHIIb Ha OTHACIbHBIE €¢
cerMeHThl. Menoauueckue (passl
31ech Oolnee pa3BepHyThIe: Kak OyaTo
TePOUHS CHUIIUTCS YTO-TO OOBSICHUTH,
HO HE MOXET. JTOT MNpUEM CO3JaeT
CUJIbHENIINN BBIPA3UTEIIbHBIN
addexr. Kynemunanus apuu (c. 134-
135) Ha «IONETHBIX» BOCXOMAIIUX
MOTHBaX B MEJIOJJH BOCTIPHHAMAETCS
KaKk TIpOTeCcT, KaK BHYTpPECHHEE
Hecornacue KaTtpuH, moka3ssiBatoniee
CHIly ee BOomM W Omaropojictso. B
Cyene monumest u3 6 KapTHUHBI
(tepuer ¢ yuactuem Katpun, Ctaporo
KpecTbgHrHA, CTapoil KPECThSIHKH) B
naptin Katpun nosisisirocs glissando,
MHTOHAIMK CTOHa, rrada (c. 171),
KOTOpbIe OYJyT YCWJICHBI B TapTHH
repounu u3 Jnunoea (1. 188).

OueHb Ba)XXKHOE MECTO B paboTe
Han naptued  Karpun 3aHMMano
co3llaHue cleHudeckoro obpasa. Ilo-
ckonbKy Katpun Oblta HEMOM AeByIIIT-
KOW M o0wLianach MpU IOMOIIU IIEHUS
0e3 CJIOB, ’KeCTOB, OOJIBIIIOE BHHMMA-
HHE B Ipomecce paboThl yIElsIoch
IUTACTHKE, MHMUKE, >XCCTUKYJIILHH,
CIICHUYEKOMY JABMKCHUIO, KOCTIOMY,
cueHudeckoMy nekopy. Korna st ome-
Ja 4YepHOe IJIaTbe TEepPOMHHU, KOPTY,
U3bEICHHYI0 MOJIBIO, UyJKH Ha
KPYIJIBIX CTapOMOIHBIX PE3MHKaxX, a
IJIABHOE, BOCHHBIE MYXCKHE OOTHMHKH
45 pa3Mepa W BbIIUIA HAa CLEHY, S
MOYyBCTBOBaNa aTMmocepy HacTos-
oiero  BOEGHHOro  BpeMmeHu. Mou
NapTHEPH! MO CHEKTaKII0 TOXKE ObLTH
oleThl B BOeHHYI ¢opmy. Bcee 3to
OYEeHb CHJIBHO JEHCTBOBAIO Ha 3MO-
LUOHAJIIBHOE COCTOSIHUE, U ST TIOYYBCT-
BoBasla — Mosi KaTtpuH crana coBep-
meHHo npyroit! bmaromaps GoTtuH-
KaM, KOTOpble ObulM Ha § pa3MepoB
Oonplie, TOSBWIACH HYXHAs IO-
xozKa. Sl 3aruiena KOCHYKU M, YBHIIEB
CBOE OTpa)XCHUE B 3epKaje, MOHsIA,




4TO 51 U €cTh Ta camasi Katpun — xai-
Kasi, OenHas, oOmencHHass borom wu
CyIn00¥ JeByIIKa.

Y MeHs B pykKax IOCTOSHHO ObI-
Jla TpAMHWYHAs KyKja, KOTOpas TOXe
[OMOTJla MHE HaWTH pPa3IuYHbIC
KpPacKy B MEHUH M HYKHOE JYIIECBHOEC
COCTOSTHHE JJIsl BOILTOLIEHUs oOpasza
Karpun. Tpsanuunas kykia Obbia
CIMHCTBEHHBIM «0OraTCTBOMY, KOTO-
poe npuHajyiexkaino JuuHo ei. [epxa
B pyKax KyKIy, BHJig yOOrocTh OKpY-
JKEHUS U OOCTaHOBKM, sI HCIIbITAja
0c000€ OTHOIICHHUE K MPOMCXO/IAIIC-
My, 9TO €CTECTBEHHBIM 00pa3oM IIo-
BJIMSJIO HA BOKaj, Ha MY3BIKaJbHYIO
cTopoHy obOpa3a. Ha criene, B onpene-
JICHHOM aTtMmocdepe, Cpeaud CBOUX
MapTHEPOB,  KOTOpPbIE  BOCIPUHHU-
MaloTCsl Y€ HE KaK apTHCThI, a Kak
HACTOAIINE JIOOU, W POXKIAIOCHh TO,
4TO Ha3bIBAETCs CLIEHUYECKON
MpaBJIoH.

TpsmryHas Kykia BbI3bIBaNia Y
MEHS JIeTCKHME BOCIIOMHHAHMS, MOTO-
My 9YTO y MeEHs Oblla Takas xXe
urpymka. S oOparianace ¢ Hei, Kak ¢
pebenkoM, Kavast Ha pykax, odeperas
OT ONacHOCTeW, OOHWMAasl, Ienys ee,
Omaromapss demy o0Opa3 Karpun
mpuobperan eme OONBIIYI0 Tpe-
METHOCTh, 0€33aIUTHOCTh, PACKPHI-
Bas emie Tiy0xke oOpa3 3TOMl HEMOH,
HO TIO-CBOEMY CYACTIUBOW JEBUYOHKH,
Kak Obl HM TapaJOKCaIbHO 3TO HE
Kazanoch. JKecTbl, KOTOpBIE MHE
HY)KHO OBUIO OCBOWTB, JIOTIOJHSSA
cBOWi 00pa3 m xapakrtep Karpuh, s
roJicMaTpuBalia Ha YJIHIIAX, 3allOMH-
Has KOJOPHUTHBIE JIMYHOCTH C SPKOU
KECTUKYIANUEH W MHUMHKOW, OOJb-
oe BHUMaHWe o0painas Ha TITyXOoHe-
MbIX Jroed. C KaKIoi peneTuiuen s
Ha0upana apceHal aKTepCKHX TNpue-
MOB JUIs packpbiTus obOpa3a Karpuw,
a OT MOEro IMOBENECHUS U YyBCTB, KO-

TOpBIE sI cTaja WCHBITHIBATH, Mpe-
obOpaxkascst u Mol Bokai. [losBunachk
ocobasi MUMUKa, 5 TiepecTaiia 0osITbCs
BBIIVISIETh HEKPACUBOU — BCE ATO €11e
gpye TOJUEPKUBAIO CLEHUYECKUN
00pa3 Moeli TepOMHU U ITOMOTajio Ha-
XOJUTh PA3JIMYHBIC OTTCHKH U KpPaCKU
B MYy3bIKaJbHOM IapTUM Korjga s
obImanack ¢ MaTepblo U OpaTbsIMU, Yy
MeHsI OBLIO COCTOSIHHE CITOKOWCTBUS
Y KaKOI-TO 3aIIMIIIEHHOCTH, KOTa JKe
g o0Ianach C YyXKUMHU JIIOIbMH, C
BOCHHBIMH, sI ObLIa «3aKpBITON» U
Oos3nuBol. Tak s 4yBCTBOBaja, Ta-
Kot Obita Most KatpwuH.

brnarogapst Bcem 3TUM JeTansmM,
OTpEeneTHpOBaHHbBIE (hparMeHTHl Mpe-
BpallajlCh B €CTECTBEHHBIE, Opra-
HUYHBIC TIIPOABJIICHUA TI'CPOUHU 110
OTHOIIEHUIO K OOCTOSATENhCTBAM U
JIOASM: S caMa Bepuiia B TO, YTO A
Katpun, 3a0pIBast, 9TO 51 — Ha CIIEHE,
YTO I — aKTpuca. Takoe CIleHHIecKoe
COCTOSIHWE, «BBIKIIOYEHHOCTb» U3
peamsHOCTH y MeHsS ObIBaeT OYeHb
4acTo, 0COOEHHO B OKPYXEHHH XOpO-
[IUX TIEBIOB-aKTEPOB, C KOTOPBIMHU
MOKHO UMITPOBU3HPOBATb.

HagepHoe, 310 omynienue mnpu-
XOJIUT C OTIBITOM, KOT'/Ia apTUCT OCBO-
OoKaercsi OT BOKAJIbHO-TEXHUIECKUX
TPYOHOCTEW, HE AyMaeT O TOM, Kak
HY>KHO BBICTPOUTH BOKAJIBHYIO TIap-
THIO, B3STh BBICOKYIO HOTY H T.J.,
KOTJa BCE TEXHWYECKHE 3a/Jaddl pe-
[Iaf0Tca  aBTOMaTtWdecku. [loaTomy
BOKaJIbHASI TEXHUKA, TPABUIBHOE JbI-
XaHWe B MEHUH, 3BYKOOOpa3oBaHUE U
3BYKOM3BIIEUEHUE OYEHb BaXKHEI. Haj
STUM HYXXHO CE€pbe3HO paboTaTsk, Io-
Ka He HapaOoTaelllb HaBBIKH, COCpe-
JIOTOYUB BCE BHUMAaHWE Ha CO3JAHUU
cIieHr4YecKkoro obpasza. Ecnm Bokaib-
Has M CLEHHWYECKas COCTaBIIIOIINE
JOBOJISITCS 10 aBTOMAaTH3Ma — MPUXO0-
OUT CBOOOAA: JIMIIb TOTZJA MOXKHO




TOBOPHUTH 00 HJI€AILHOM COYETaHUH
My3BIKM ¥ aKTEpPCKOT'O BOIUIOIIEHUS
oOpa3a.

OpraHu4yHoe CIHUSIHUE MY3BIKaJIb-
HBIX M CIEHHYECKUM MOMEHTOB B
obopaze KaTpun mnoaTBepkIaNKuCh
MHOTOYHUCJICHHBIMU PEIECH3USIMH MY-
3BIKAJILHBIX KPUTUKOB. [IpuBeneM BhI-
CKa3bplBaHUE OJHOr0 M3 HHX: «SIpko
BhIpakeHHOH My3bikoit C. Kopreca u
OecroaqHOi 0 CUiIe BO3JCHCTBUS
JIpamaryprueil bpexta npoHu3aHa Bcs
ponb Katpun B ucnonnennu JI. Arm.
[Naptust Katpun B BOKalbHOM IJIaHe
TpyAHAs M CBOEOOpa3Has — TEepPOHHS
HeMasi, TO3TOMY TOJIBKO roJocoM (0e3
Tekcra), mactukor JI. Ara mepemaer
CIOKHEUIIMM BHYTPEHHUH MHp Je-
BYIIIKH, Cyqp0a KOTOpOH HCKajledeHa
BOMHOM. MHp CTpalarolero 4einoBe-
Ka co3laer IeBHIla B 3TOM pOIH,
OTYETINBO BBIpaXKas CTPOWHOCTb,
CTPOTOCTh, CIIEPKAHHOCTh pEIICHUS
oOpasa. My3bIka, MBICTh KOMITO3UTO-
pa B menuu JI. Aru momydaror sipKoe
BBIp2KEHHE, KOTOPOE OTINYAEeTCA MH-
CTPYMEHTANbHOH  KaHTHUJIEHHOCTHIO,
MacCTepCTBOM PETUCTPOBBIX BKITIOUE-
HUAW, O YeM eIWHOMYITHO TOBOPAT
npodeccroHanbl. 3pUTENN K€ TOY-
YaloT HACIAXAEHUE OT KPacCHBOTO To-
jJoca  TEBWII, WX 3aXBaThIBaeT
JKCITPECCHsl, CTPACTHOCTh, HE BBICKa-
3aHHas CIIOBAMH TI€4allb J3TOU Cy-
np061. CHavama Katpun Jlrogmuier
ATH — BOIIOMIEHHE AOOPOTHI U TPO-
raTe’apbHOM Oe33amuTHOCTH. HO mMmeH-
HO 3Ta HeMas M Oe33amuTHAs Jie-
BYIIIKA JTA€T MaTepu yPOK OECKOMIIpO-
MHuCCHOTO MyxectBa. Korma mpu-
XOIHWT Yac pelieHus Jis OemHOW u
xankor Katpun, 310 00e3moneHHOe
TTUTSI )KECTOKOTO MHpPa, BBEPIHYTOT'O B
Iy4UHY BOMHBI, HaXOIUT B CEPAIC
CBOEM OTBary. TOHEHbKHE NaJIOUKH,
CXBaTHUB KOTOpbIE, OHA B30Mpaercs Ha

KPBIIY, TUXOPAJ0YHO U HEYMENO BbI-
ouBarotT 6apabanHyro npodk. Tak cna-
caer Katpun ot rubenu crsimuii ro-
poa. JIngyHoe MyXecTBO KaKJJ0ro — BOT
4YTO HYXKHO B OOpb0e€ 3a JKH3HB, MPO-
THUB BOMHBL. DTy MBICTb CBOEH reponHU
Jionmuna Ara BeIpakaeT mpekpac-
HBIM, BJOXHOBEHHBIM ITICHHEM, BCEH
CYIITHOCTBIO CBOEH aKTepCKOil mpupo-
Ibl. He Tonbko ronoc, HO U aKTepCKuit
TEeMIIepaMeHT, KecT, MHUMHKa II0-
MOTalOT  PaCKpBITh  MY3BIKAJIBHO-
JpaMaTypruueckuii oopas. YMHBIH,
TAJaHTIIMBBIA TIEBEI] MOXKET B oOllepe
ckazatb MHoroe 0Oe3 cmoB. TakxoBa
JI. Ara B 3TOH TOJBKO OJHON U3 MHO-
TUX ee poiei» [2, c. 3].

OTAeIpHOr0 YHOMUHAHUS 3aCTy-
JKUBAeT aKTEPCKUM aHcamMOIb 3TOro
crekTakiss. MouMu — TIapTHEpaMu
ObLIH 3aMedJaTeNbHbIE MEeBIBI-aKTEePHI,
MIPEXJIe BCEro, TJIaBHAs TEPONHS OIle-
pbl, Matyiika Kypax B UCIOTHEHUH
HapoxHoui aptuctku CCCP T. Ame-
mmHOM. JTO0 OblTa OnmucTaTenbHas
pabota, mpumep A1 TOApaKaHUS s
MOJIOJIBIX TIEBIIOB, B TOM YHCJE M IS
MeHs. Ee akrepckuit TamaHT u
MPEKPacHOE BOKAIIbHO-MY3bIKAIIEHOE
BOILIOIIEHNE 00pa3a OTMEJalld BCE
npodeccrnonansl w KpuTHku. OHa
JKWJIa Ha CIIeHEe W TIoMoraja HaM, MO-
JIOJBIM TIEBI[aM, CBOUM TMPO(eCCHOHa-
mu3MoM. MBI, ee CIIeHHYecKhe IeTH,
mobunu ee, kak math. B omepe T.
AnemuHa co3faBana Ooliee MSITKHAN
o0pa3 moOsmied MaTepu, OTIH-
yaBIwmiics ot OpexToBckor Kypax.

MysbikoBen E. Kiernnuu B
CBOGH peleH3WH TaKk OIeHUBAI
TpakToBKy oOpaza T. AnemmHoii: «Y
bpexra crpemiieHrne kK Ha)KUBE JOMU-
HupyeT B xapakrepe Kypax. B onepe
OHA IpEeXJe BCEro MaTh, U aHTHUBOCH-
Has uzaes yTBEPXKIAETCs HE OCyXAe-
HUEM, a T[epeKUTOl Tpareauen.




WmenHo 3Ty 3ajady CTaBUT Mepexn co-
00l MCIIOTHUTENBHMIIA TJIABHON Map-
ThW, HapojHas aptuctka CCCP
T. Anemmua. W pemraer ee ¢ 00Jib-
ol xynokecTBeHHOM cuioi. Cro-
KeH, 0orat, KOJIOPUTEH CO3JaBacMBbIi
akTpucoii obOpa3. [logHsBias Tpoux
HCTeﬁ, MNPUXXUTBIX B BOCHHLIX ITIOXO-
Jlax OT pa3HbIX OTIOB, ee Kypax mo-
MpeKHEMY JKU3HEII0OWBa U MOJHA
sHepruu. Ho BoitHa crubaer ee, oTOH-
pasi OJTHOTO 3a JPYTrMM BCEX JIETEH.
[otpsicaer T. AnemmHa B 3aKiiO-
YUTENbHOH crieHe, rae Kypax 6aroka-
er youryto Karpun» [3, c. 3].

B «MapkuTtaHTke» BeCh HCIIOJI-
HUTEIbCKAN COCTaB AKTCPOB-IIEBIOB
OBLT BBICOKO OIIEHEH CIEeNUaInCTaMu
W KPUTUKOH. OTO, TpPEXKIE BCEro,
Heemma B ucnonHenun HaponHoit
aptuctku CCCP JI. EpodeeBoii, ko-
TOpas O4YeHb TOYHO M CBOOOJHO WH-
TepIpeTHpoBalia CBOIO poib, [logap —
B. Mactumkuii, Diiugp — B. paromm
u b. Tomun, @envogebery — Hap.
aptuct MCCP H. bamkaros, Ces-
wennux — Hap. aptuct MCCP
. IlaBnenko 1 H. KoBanes, @etiow —
B. Herypa, Komanoyrowuii u Iloaxos-
nux — 3acit. aptuct MCCP W. I'eiins,
Bepooswuxu — map. aptuct MCCP B.
3akmuKoBCKui u 3aci. aptuct MCCP
b. Marepunxo.

brnectsnmii  cocraB  comucToB
OBUT TOATOTOBJIEH IMOCTAHOBIIUKAMU

OIEphl — TUPUKEPOM, 3aCIl. aPTHCTOM
MCCP A. TepuidenbioMm u Hap.
apructrom  MCCP,  pexuccepoMm
9. KoucrantunoBoil. Xop mox pyko-
BoACTBOM A. MOBUID KOMMEHTHPO-
BajJ, 0000man coObITHsI, XOpOBBIC
(parMeHTHl 3By4all Kak MPegocTe-
pexeHue 4denopeuecTBy. B onHON U3
razer OBUIO OTMEUYEHO: «Hambonee
SIPKO BO3MOXKHOCTH TPYIIIBI PACKpPbI-
nuck B omepe «MapKHTaHTKa» Ha
MY3BIKy OEIOpycCKOro KOMITO3UTOpa
C. Kopreca. Becp axrtepckuii aH-
caMOJlb, KaK M CIEKTaKIb B IIEIIOM,
OCTaBWJI CUJIFHOE BIICHATIICHHE» [4.
c. 3].

CrekTakib «MapkuTaHTKa»
BHOBb IIOATBEPANIT MBICI/Ib, YTO B CO-
BPEMEHHOW oOllepe Ha IEpBbIM IUIaH
JIOJDKEH BBIATH meBen-akrtep. Kax
nucanx 3HaMEHUTHIM pexuccep b.
TTokposckuii, «Koraa 3purtens npuxo-
IUT B TeaTp, OH BCE BOCHPHUHHMAET
yepe3 akrtepa. He uepe3s kommosu-
TOpa, HE Yepe3 pexuccepa, a depes
apTHCTa, KOTOPBIA «UCHOJHSET Tap-
tuto». OH, apTHUCT, «IIPUCBAMBAET)» HA
BpEMsI CIIEKTAKII YCHIIHSA, BIOXHOBE-
HHE, TaJlaHT, MAacTEpPCTBO JHOpeT-
THCTa, KOMIIO3UTOpa, peKuccepa, Xy-
MOXHUKA, KOCTIOMEpa, TpHuMepa,
OCBETHUTEIIS, — BCEX, KTO YIaCTBOBA B
CO3IaHUH CHEKTaKID [5, C. 2].
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Politicile educationale ale Roma-
niei sunt corelate cu politicile educatiei
ale Uniunii Europene, calitatea educa-
tiei fiind asigurata atat prin procese in-
terne, cat si prin procese externe. Pro-
cesele interne pentru asigurarea calitatii
educatiei au in vedere planificarea si
realizarea efectiva a rezultatelor astep-
tate ale invatarii, monitorizarea rezul-
tatelor, respectiv autoevaluarea si apli-
carea masurilor reglatoare. Monitori-
zarea §i evaluarea externd a rezultate-
lor este realizatd de catre Agentia Ro-
méand de Asigurare a Calitatii in Inva-
tamantul Preuniversitar (ARACIP), alte
agentii private infiintate legal si recu-
noscute de catre MECTS si, respectiv,
inspectoratele judetene ale Tnvatiman-
tului preuniversitar. O Europa a cunoas-
terii este unanim recunoscuta drept un
factor de neinlocuit pentru dezvoltarea
sociald si umani, un factor capabil de a
oferi cetatenilor sdi competentele ne-
cesare pentru a face fata provocarilor
noului mileniu.

Un moment de rascruce in invata-
mantul european modern il reprezinta
Declaratia de la Salamanca. Conform
Declaratiei de la Salamanca (1994),

»Scoala reprezintd mijlocul cel mai efi-
cient de combatere a atitudinilor de
discriminare”, un mijloc ce creeaza
societdti si ofera educatie pentru toti.
Menirea scolii este de a asigura o
educatie eficienta pentru majoritatea
copiilor si de a imbunatati eficienta si
rentabilitatea intregului sistem de in-
vatamant”. Cele doua obiective gene-
rale ale acestei declaratii sunt: asigu-
rarea posibilitatii participarii la educa-
tie a tuturor copiilor, indiferent de cat
de diferiti sunt ei, calitatea educatiei —
cu referire la gasirea acelor dimen-
siuni ale procesului, ale continuturilor
invatarii si calitatii agentilor educatio-
nali care sa sprijine Tnvatarea tuturor,
sd asigure succesul, sa faca sistemul
deschis si eficient [5].

Prin aplicarea procedurilor intro-
duse pentru calitate, politicile in dome-
niul educatiei se coreleaza cu cerintele
europene privind calitatea in educatie.
Sistemul national de management si
asigurare a calitatii educatiei cuprinde:

e Structuri institutionale — ARACIP
la nivel national, Comisia de eva-
luare si asigurare a calitatii

(CEAC) la nivel local, alte struc-




turi care vor fi stabilite la nivel

national, judetean si local (la deci-

zia autoritatilor centrale si locale).

o Documente normative stabilite la
nivel national, judetean si local —
legi, hotarari de guvern, ordine
de ministru, metodologii, regula-
mente, decizii etc.

e Documente reglatoare — ghiduri,
manuale i proceduri, strategii,
proiecte programe si planuri,
analize si rapoarte etc.

¢ Instrumente de evaluare — ches-
tionare, ghiduri de interviu, fise
de observare a activitatii, fise de
evaluare, liste de verificare, fise
de analizd a documentelor etc.

e Activitati specifice — reuniuni,
asistente la activitati educationale,
interviuri individuale si de grup
etc.

Educatia pentru toti copiii este un
imperativ pentru politicile si practicile
educationale, se pot determina orien-
tari si directii noi, iar pentru practici,
schimbarile cerute sunt de profunzime
si de orientare. Directiile sistemelor de
educatie si formare profesionald con-
verg spre a facilita si a asigura accesul
complet la viata economica, politica si
sociala pentru toti cetatenii.

Exemplificim doui initiative care
au conturat imaginea calitdtii europe-
ne in educatie: Procesul de la Bologna
si Procesul Lisabona. Primul (1999) a
conturat spatiul european al Invataman-
tului superior (S.E.LS.). In conferinte-
le care au urmat acestuia, tirile semna-
tare s-au angajat ca, pand in 2010, sa
realizeze: adoptarea unui sistem bazat
pe doud cicluri; implementarea siste-
mului de credite; recunoasterea diplo-
melor; asigurarea dimensiunii sociale;
invatarea pe tot parcursul vietii.

In anul 2006, se afirmi ca pentru
integrarea in Uniunea Europeana edu-

catia in Romania trebuie sa iasd din
mediocritate si sa fie performanta, ca
,performanta sistemului de educatie si
cercetare din Roménia, precum si
competitivitatea acestuia pe piata
europeand sunt lucruri extrem de im-
portante pentru tara noastra” si ca
,educatia si cercetarea sunt sisteme
care creeaza valori”.

Procesul de la Lisabona a stabilit
ca obiectiv principal pana in 2010 o
crestere economica rapida. Cum acest
obiectiv se poate realiza numai cu
oameni, au fost necesare si schimbari
in domeniul educatiei [2].

Educatia este produsul actiunii
oamenilor; ea poate fi explicatd si
abordata prin prisma intentiilor urma-
rite si a rezultatelor obtinute, activitate
desfasurata in vederea realizarii unor
finalitdti clare si precise. Finalitatile
educatiei reprezintd orientarile asuma-
te la nivel de politica a educatiei in ve-
derea realizarii activitatii de formare-
dezvoltare a personalitatii umane con-
form anumitor valori vizate in proiec-
tarea sistemului si a procesului de in-
vatamant.

Modelul de personalitate umana
se conturcaza si se realizeaza in trei
ipostaze ale finalitatilor: idealul edu-
cativ, scopul educatiei, obiectivele
educationale [4, p. 36].

Idealul educativ este un model
dinamic de personalitate definit si so-
licitat de catre societate, pe care edu-
catia trebuie sa-1 formeze in procesul
desfagurarii ei. El reprezinta finalita-
tea educationala de maxima generali-
tate care orienteaza si dirijeaza proce-
sul de instruire si educatie dintr-0 pe-
rioada istorica.

Scopul educativ stabileste inten-
tii, aspiratii pe termen mediu cu un
grad mijlociu de generalitate determi-
nand, astfel, actiuni, anticipand etape




si operatii, echilibrand aspectele for-
mative — informative — educative ale
procesului de invatimant si, in final,
imprimdnd o directie precisa intregii
Obiectivele educationale antici-
peaza transformarile care urmeaza si
se produca in cadrul unui proces de
predare — invatare — evaluare, asigura
orientarea activitatii la nivelul proce-
sului de Invatimant si desemneaza ti-
pul de schimbari care trebuie realizat.
Atunci cand se trece de la idealul
si scopurile educatiei la stabilirea con-
tinuturilor educatiei trebuie si se tina
cont de profilul educational asteptat la
sfarsitul curriculumului. La stabilirea
continuturilor educatiei se precizeaza
ce cunostinte, deprinderi, priceperi sau
comportamente concrete se vor realiza
practic, cum anume si in ce mod.
Continutul invatamantului exprima
modul concret de realizare a scopuri-
lor si obiectivelor educationale. In di-
dactica traditionald, continuturile proce-
sului de invatdmant se exprimau prin
cunostinte. Astizi, alaturi de cunostin-
te, sunt incluse capacititile si atitudi-
nile ce trebuie formate prin experien-
tele de invatare organizate 1n scoala.
Este vorba de functiile informative, cat
si cele formative ale invatamantului
modern. Perspectiva curriculara asupra
procesului instructiv-educativ presupu-
ne definirea obiectivelor, stabilirea cri-
teriilor de specificare si concretizare a
continuturilor si reorientarea proiectu-
lui didactic asupra obiectivelor forma-
tive ale instruirii pentru transforma-
rea materiei de studiu in sursa de ex-
perienta a elevului [3, p. 28].
Continutul invatdmantului pre-
universitar este asigurat prin Curricu-
lumul national. Curriculumul national
este ansamblul coerent al planurilor-
cadru de Invatamant, al programelor si

al manualelor scolare din Invataiman-
tul preuniversitar. Acest ansamblu cu-
prinde o componentd comuna pentru
toate scolile de acelasi tip si o alta
componenta aflati la decizia scolii.

In timp ce confinuturile invata-
mdntului sunt reprezentate numai de
valorile propuse de scoald, in cadrul
orarului scolar (educatia formald) si de
valorile din cadrul activitatilor extra-
scolare, organizate de scoald, de genul
cercurilor tematice, concursurilor sco-
lare, cluburilor, excursiilor si vizitelor
organizate sub Indrumarea scolii (edu-
catia nonformald), conginuturile edu-
cafiei au o sferd mai larga, ele inglo-
band si valorile asimilate de elevi din
intregul lor univers existential (edu-
catia informald). Un rol semnificativ, in
acest registru de resurse educationale,
il au diverse institutii sociale: familia,
biserica, institutiile culturale, artistice,
muzeele, mass-media etc. Avandu-se
in vedere faptul ca elevul este o per-
soand unica si ca el invata intr-un ritm
si stil propriu, trebuie reconsiderat
sprijinul pentru imbunétatirea educatiei.

Educatia este o componenta a exis-
tentei socio-umane, fiind un proces in
desfasurare, un fenomen ce functio-
neaza in cadrul sistemului social.
,Educatia poate fi conceputa intr-un
mod mai larg ca o intdlnire intre indi-
vid si societate, si intreaga viata soCia-
la poate fi marcatd de acest schimb
permanent” [4, p. 66].

Caracteristica socio-umana ocupa
un loc distinct, incluzand ansamblul
proceselor naturale si spirituale, care se
constituie la nivelul societatii, ca sistem,
in urma activitatii membrilor sai si a
interactiunilor care se stabilesc intre ei.
In sistemul de invitimant romanesc,
cadrul activitatii educative scolare si
extragcolare constituie spatiul capabil
de a raspunde provocarilor societatii




actuale, In sensul 1n care conceperea
flexibild a acesteia permite o continua
actualizare a continutului invatarii si a
metodelor didactice centrate pe elev,
precum si o monitorizare si evaluare
de calitate a rezultatelor invatarii.

Totodata, particularitatile specifi-
ce faciliteazd implementarea noii
abordari didactice prin care elevul de-
vine resursa, producator, lider de opi-
nie, deci participant activ. Pentru a sti-
mula dezvoltarea cognitiva, spirituala,
interpersonald si sociala, activitatea
educativa scolard si extrascolard are
mereu 1n atentie nevoia de adaptare la
cerintele individuale, diverse, ale tutu-
ror copiilor, la interesele de cunoaste-
re si la potentialul lor. Strategia accen-
tueaza importanta multiplicarii experi-
entelor pozitive inregistrate in dome-
niul activitdtii educative scolare si
extrascolare si impune extinderea spa-
tiului de interventie in procesul edu-
cational curricular, in scopul valorifi-
carii tuturor valentelor educative ale
continutului invatarii in interesul su-
perior al copilului.

Evaluarea rezultatelor scolare se
referd la totalitatea proceselor si pro-
duselor care masoara natura si nivelul
performantelor obtinute de elevi in
procesul invatarii, la corelatia dintre
finalitatile procesului de instruire si
competentele enuntate de curriculum
si la judecatile emise in vederea adop-
tarii unor decizii educationale. Este
usor de observat ca performantele
scolare depind, In mare masurd, de
implicarea profesorilor in procesului
de predare — invatare — evaluare. La
randul sau, modul de instruire ales de
profesori este dependent de compe-
tentele educationale, de standarde, de
programele si de manualele scolare,
de nivelul elevilor, de aspiratiile pa-
rintilor si, nu in ultimul rand, de

cerintele economice si de exigentele
societatii.

Strategia activitatii educative
scolare si extrascolare este proiectata
conform urmatorului set de principii:
principiul prioritatii educatiei, ca res-
ponsabilitate asumatd de guvernul
Romaniei; principiul accesului egal la
educatie — conform Constitutiei si
Conventiei ONU a Drepturilor Copi-
lului, fiecare copil are dreptul la edu-
catie, principiul interculturalitatii;
principiul  continuitatii  activitdatilor
care au caracter permanent §i se ba-
zeazd pe experienta anterioard, prin-
Cipiul complementaritdtii formal —
non-formal; principiul  flexibilitatii
organizationale si informationale;
principiul descentralizdrii autoritatii
educationale §i al asigurdrii unitatii
demersurilor educationale locale prin
coordonare, principiul abordarii glo-
bale, unitare, multidisciplinare §i in-
tegrate; principiul transparentei im-
plementarii strategiei, cu participarea
societdtii civile, alaturi de institutiile
guvernamentale in vederea realizarii
obiectivelor,; principiul cooperarii —
implementarea strategiei are la baza
cooperarea institutionald, atat la nivel
national, cit si international.

Constatam ca promovarea $i im-
plementarea unor politici educationa-
le, care reflecta principiile unui mana-
gement descentralizat, constituie te-
melia unui Invatamant care creecaza
elevilor posibilitatea unei adaptari
socio-educationale reale. Strategia de
descentralizare a Invatamantului pre-
universitar aprobata prin Memorandum
in Sedinta de Guvern din 20 decem-
brie 2005 defineste descentralizarea
invatamantului preuniversitar ca fiind
transferul de autoritate, responsabili-
tate si resurse, a managementului ge-
neral si financiar citre unitatile de in-




vatamant si comunitatea locala. Des-
centralizarea se adreseazd manageri-
lor scolari, membrilor consiliilor de
administratie si autoritatilor locale cu
responsabilitati iIn domeniul educatiei.

Descentralizarea vizeaza introdu-
cerea unor mecanisme decizionale
autonome, eficientizarea ofertei edu-
cationale in raport cu nevoile locale,
implicarea in actul educational a insti-
tutiilor administratiei publice interesa-
te de imbunatatirea actului educatio-
nal, consolidarea relatiei dintre scoala
si comunitatea locala.

O buna guvernare in contextul
descentralizarii scolare trebuie sd aiba
un scop impartasit de catre tot perso-
nalul scolii, sd respecte legislatia in
domeniu, sa fie transparentd, sa puna
accentul pe invdtare si pe un climat
favorabil invatarii, sa fie eficientda si
responsabild.

Ordonanta de urgentda OUG nr.
75/2005 se refera la infiintarea celor
douad agentii ARACIP si respectiv
ARACIS pentru asigurarea calitatii in
invatamantul preuniversitar si respec-
tiv in invatdmantului universitar. Me-
canismele si instrumentele introduse
contribuie la sporirea calitatii servicii-
lor de educatie si formare profesionala
din Roménia. [7], [8].

Letitia Hanches, 2007, sintetizeaza
dezbaterile actuale cu privire la rolul
educatiei si al scolii in societatea con-
temporand, care au generat conturarea
de politici educationale prioritare pentru
Uniunea Europeand. In acelasi timp,
exista o serie de paradigme contempo-
rane, care promoveaza adaptarea scolii

Paradigmele educationale contem-
porane, cu privire la adaptarea scolii
ale elevului constituie argumentul
pentru a dezvolta acceptiunea adapta-

rii socio-educationale din perspectiva
unor coreldri cu noile reglementéri ale
sistemelor educationale si ale politi-
cilor curriculare contemporane.

Competentele-cheie europene s-au
stabilit in programul de lucru ,,Educa-
tie si Formare 2010 adoptat de Con-
siliul Europei la Barcelona in 2002;
acestea reprezinta un pachet transferabil
si multifunctional de cunostinte, abili-
tati si atitudini de care fiecare individ
are nevoie pentru dezvoltarea perso-
nald, incluziune sociala si insertie pe
piata muncii. Acestea ar trebui sa fie
dezvoltate pani la sfarsitul scolarita-
tii/formarii obligatorii si ar trebui sa
constituie o baza pentru formarea con-
tinua. In cadrul Consiliului Europei de
la Barcelona din 2002, ,,Comisia Euro-
peana stabileste obiectivul de a face din
sistemele educationale si de formare
din Europa o referintd de calitate pen-
tru intreaga lume pana in 2010 [6].

Laura Serbanescu evidentiaza ur-
matorul plan de actiune la nivel natio-
nal cu privire la strategia de invatare
pe tot parcursul vietii:

e promovarea participarii la invata-
rea permanenta;

e regindirea parteneriatului siste-
mului de invatamant cu comu-
nitatile locale;

e recunoasterea si validarea invata-
rii nonformale si informale;

e orientarea educatiei si formarii
catre dezvoltarea competentelor
transversale la orice varsta;

e modularizarea si acces la parcur-
suri flexibile de educatie si for-
mare initiald §i continua;

e sisteme de invatare la locul de
muncd etc. [10, p. 57].

Educatia continud/permanenta este
un concept integrator, care inglobeaza
toate dimensiunile actului educational
atat sub aspect temporal (educatie pe




toatd durata vietii — lifelong education),
cat si sub aspect spatial, articuland toa-
te influentele si actiunile exercitate asu-
pra educabililor intr-o structura forma-
la (scoala, universitate), non-formala
si informala (life — wide education).

In toate universititile existd un
departament de pregatire (formare ini-
tiala si formare continud) a cadrelor
didactice si un departament de educa-
tie continua, deschisd si la distanta,
care oferd programe de formare conti-
nua pentru diverse categorii de specia-
listi. Programele de formare continua
sunt supuse evaluarii si acreditarii de
catre ARACIS (Agentia Romana pen-
tru Asigurarea Calitatii in invatdman-
tul Superior).

Elementele unei scoli pot fi supu-
se procesului de dezvoltare, insa di-
rectiile strategice cele mai des prezen-
tate 1n lucrarile de specialitate sunt:
dezvoltarea politicii educationale a
scolii; Tmbundtitirea mediului fizic;
dezvoltarea unei imagini pozitive a
scolii; dezvoltarea unei culturi organi-
zationale si a unui climat pozitiv; dez-

voltarea resurselor umane; optimiza-
rea comunicarii §i cooperarii; stabi-
lirea de proceduri de luare de decizii;
stabilirea unor proceduri de conduita
pentru toti membrii organizatiei gco-
lare; realizarea unor legdturi mai
stranse cu parintii §i cu comunitatea.
Maisura educatiei este capacitatea ei
de a putea si satisfaca cerintele dez-
voltarii lumii contemporane. In acest
sens, se are in vedere atat largirea ariei
si continutului educatiei, cat si inova-
tiille in conceperea si efectuarea pro-
ceselor educative.

In concluzie, evolutiile politicilor
educationale ale evaludrii impun re-
examinarea conginuturilor specifice,
care indicd asupra obligativitatii res-
pectérii unui cod deontologic, etic in
evaluare, in termeni de cultura a eva-
luarii la nivelul unor valori specifice
evaludrii obiective care pot constitui
un cadru de referintd valabil pentru
definirea, formarea si evaluarea com-
petentelor profesionale ale cadrelor
didactice in perimetrul scolar.
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The school principal should mo-
nitor any program implementation
and student learning in order to deter-
mine the appropriate investment of
time for specific strategies and activi-
ties. It is important that the principal
should know how to manage and lead
the implementation of any afterschool
program. The principal should ensure
that they have the necessary policy
documents, circulars and guidelines on
hand. They should study these docu-
ments and internalize all the funda-
mentals of the program curriculum.
When choosing a suitable program
the principal must work through the
following phases with his staff:

e diagnosing the pupils’ problem;

o planning for change;

e implementing change  and
reviewing developments.
Working as a team with the staff

would ensure that those who are
affected by the implementation of
programs are involved from the be-
ginning in the planning. Whoever
makes the final decision, the staff

must feel that they were consulted as

a group, as well as individuals, and

that their opinions have had some

influence on the final decision.

Principals should be aware of the
fact that adapting any new program is
in fact a process of change and most
people resist change because it is
threatening and uncomfortable espe-
cially when the outcomes of change
are unknown or unfavourable.

It is important for the principal to
know the factors of resistance in order
to eliminate them. Resistance to change
may be caused by different factors at
different levels. The following factors
may cause resistance to change:

e Some staff members may exhibit
resistance to change if they per-
ceive a lack of personal control
over unfolding events;

e Other members may have attitudes
towards change based upon their
previous experiences of organiza-
tional change. Their attitudes may be
based on lack of trust and misunder-
standing the intentions of change;




e Staff members’ resistance may be
caused by group cohesiveness,
social norms, participation in
decision-making and autonomy
for self-determination of actions.
In this case, the distribution of
organizational power and autho-
rity will mediate the levels of
resistance experienced under dif-
ferent circumstances. Any change
that emanates from outside the
group is likely to be perceived as
a threat to the status quo because
the group will value highly its so-
cial interactions but will possess
little power to influence the
change process;

e At an organizational level factors
such as organizational structure,
climate culture and strategy, may
contribute to resistance to change
[9].

The principal should eliminate
the barrier of feelings of loss of control
by ensuring that the change process
does not focus on just the technical
aspects of the solution intended to
produce change, but also on the staff
members who must deal with the
change. No matter how it is arranged,
there are often members of the staff
who miss account of change. Such
people must be made to feel that the
organization will be willing to spend
much time and energy on their parti-
cular problem. The principal should
create a psychologically safe environ-
ment that allows his staff to overcome
their anxiety about change, the anxiety
caused by fear of seeming incompe-
tent, failing, or losing self-esteem. It
is important also to mention that
acceptance and commitment do not
always just happen automatically
when people are exposed to a good
idea, but they are created through a
process of involvement. Moreover,

teachers and staff members are more
apt to support something they helped
to create, are more willing to believe
the information they helped to collect
and more energized to work on
problems they helped to define.

Additional thing that the principal
can do is to provide training opportu-
nities. Resistance towards change can
be reduced by training which aims to
make staff more flexible, honest and
open with each other. The principal
must work out a staff development
program related to the proposed change.
The training should have the effect of
drawing out the individual from en-
trenched positions, forcing him/her to
look at the problem from several an-
gles, and making him/her more recep-
tive in general. Moreover, staff mem-
bers can move from the acceptance
phase into the commitment phase if
they perceive that the benefits of the
change exceed the costs of disruption.

Training is a vital component in
the acquisition of managerial compe-
tence as is a clear understanding of how
to ensure the successful implementa-
tion of change. Previous studies have
emphasized the importance of training
before implementation of any program
by stating that training is a prere-
quisite for meaningful and successful
implementation of any program.

Staff members need to make
sense of it before being able to take
any control over the process. The prin-
cipals should consider a fundamental
shift in their developmental philo-
sophy and practice [3].

Moreover, during the implemen-
tation of any program the principal
should move from a reactive diagnostic-
oriented performance improvement
approach to a proactive, preventive
approach that focuses on identifying
what educators do well and creating




growth and development plans that
maximize their contributions.

This approach suggests that excel-
lence is the result of training that builds
on strengths while managing their
weaknesses. Thus, the principal should
adopt a developmentally oriented phi-
losophy whereby his/her efforts are de-
dicated to employees’ continuous im-
provement based on their strengths [5].

Principals should consider the
following when addressing a program:

e The soundness of the program
because not all program propo-
sals are authentic;

e Understanding the failure of well-
intentioned programs. New poli-
cies may be sincerely hoped for,
but adopted naively without r
understanding the specific pro-
grams needed for implementation;

e Guidelines for understanding the
nature and feasibility of particu-
lar programs. Analysis is needed
to understand the feasibility of
the program. For curriculum
change, this would mean che-
cking if the goals, beliefs and
teaching strategies involved in
the change were mutually con-
sistent and coherent, clearly
understood and achievable;

e The realities of the status quo.
The principal must understand
the existing realities for all the
people involved in order to
assess the feasibility of the pro-
posed programs;

e The deepness of the program.
New programs can strike at the
core of the learned skills and
beliefs of educators, creating
doubts about their sense of com-
petence and purpose;

e The question of valuing. The
principal must check if a parti-
cular program is valuable.

Therefore, it implies that in order
to transform and improve the school,
the principal should ensure that edu-
cators understand what they are going
to do. The principal should also focus
on changing the mindset of all stake-
holders, improving the internal
functioning of the school and impro-
ving the key function of the school,
namely teaching and learning.

The principal and educators
should take the opportunity of an era
of change as a chance to achieve posi-
tive development in their curriculum.
However, it is important for the prin-
cipals to know that even if change is
received enthusiastically, there is no
guarantee that it will be satisfactorily
implemented. The principal should
have instructional leadership skills in
order to manage the implementation
of any new program effectively.

Training of principals and educa-
tors in any social program and its im-
plementation is a prerequisite for suc-
cessful implementation of the curricu-
lum. Principals cannot manage the
implementation of the curriculum suc-
cessfully if they are not well trained.
Like educators, principals need to be
orientated in the new curriculum prior
to implementation.

Moreover, the training of princi-
pals and educators is one of the key
activities in a curriculum management
process. The training of principals and
educators in a new curriculum is dee-
med to be ineffective if it is concentra-
ted and scheduled to take place prior to
implementation only, like in the form
of once-off training. The principals
and educators’ training and support in
the curriculum should be continuous.

Strategies for monitoring and
supporting teachers and tours:

e Continuous contact with teachers
and tours to provide advice and




assistance, to encourage mutual
contact between educators as well
as effecting contact with learners
and parents.

e Clear communication to illustrate
roles, to explain terminology,
illustration of possible means of
evaluation and to supply answers
to the frequently asked questions.

e Provision of a support service, for
example, explaining time-tabling,
support by supplying material,
setting an example, creating a safe
and trustful climate. Compensation
such as praise and acknowledge-
ment, but also intrinsic aspect of
compensation, where successful
implementation is regarded as suffi-
cient compensation; this creating an
opportunity for professional growth
by means of improved perspectives
and increased responsibility [14].

Adequate teaching and learning

resources are some of the require-
ments for successful implementation
of any program. Principals need to
make significant decisions which
determine the effectiveness of their
schools in meeting their aims. The
term ‘resource’ can be interpreted in a
variety of ways depending on context,
it can include teaching staff, support
staff, materials, services, premises as
resources, knowledge, technology,
power, material, people, time,
assessment, information and finance.

In order to achieve the core pur-
pose of the school, which is teaching
and learning, financial resources need
to be transferred into other forms of
resources. The most important resour-
ces in this context are the resources
that will enable educators to implement
the program. The principal must lead
the process of drawing up the budget
and prioritizing items on the budget as

part of resource allocation. The process
of drawing the budget should consider
the way in which learning outcomes
will be achieved through the deploy-
ment of particular resources. Further-
more, the principal is responsible for
the task of setting the budget, invol-
ving drawing together a range of infor-
mation about the likely outcomes from
the present budget period as well as
requirements and expectations about
the next one. The next step of the re-
source management is the resource
utilization which is concerned with
putting the budget plan into operation.
The principal should ensure that enough
human resources have been employed
and teaching and learning materials
have been supplied and distributed in
such a way that curriculum imple-
mentation will be successful.

The final process in the resource
management cycle (acquisition, alloca-
tion, utilization and evaluation) is the
evaluation of the past use of resources
with a view to informing future
decision-making [6]. Teachers and
tours should be informed of the inten-
tion to bring changes in the curricu-
lum and be given reasons for such
changes. The principal and the mana-
gement team should embark on curri-
culum change awareness through
meetings, seminars and pamphlets so
that teachers and tours can accept the
changes in the curriculum before they
go for training. The curriculum change
awareness campaign will help to instil
commitment to the changes on one
hand and to minimize resistance during
curriculum implementation, on the
other [14]. Principals may also orga-
nize workshops at school level and
invite knowledgeable people in the
implementation of the curriculum of
tutoring programs to facilitate training.




In order to implement an effective
program the principal should care for
providing adequate facilities such as
classrooms, halls, libraries, laboratories
and playing fields. Schools should
have adequate classrooms to alleviate
overcrowding of learners. Proper im-
plementation of the curriculum cannot
take place if learners are overcrowded.
Languages, especially the practice of
individual reading cannot be treated
fairly in overcrowded classrooms.
Proper classrooms with adequate air
ventilation are conducive for learning
and teaching. Furthermore, the curri-
culum of programs should have life as
a learning area which consists of a
learning outcome that could be imple-
mented on a playing field. As such,
the availability of a proper playing
field is a prerequisite for teaching and
learning of this learning outcome. Thus,
schools should have playing fields
which enable learners to practice track
events and various invasion games.
Therefore, adequate facilities are a
prerequisite for the implementation of
the curriculum. Similarly, the availa-
bility of resources, funds, training of
principals and educators and positive
school climate are equally important
for the success of the curriculum
implementation [ibidem].

This position is based upon the
assumption that teachers are the prime
implementers of any program that is
connected to pupils [2]. Numerous of
previous studies have posited that the
teachers’ attitudes have a significant
influence on students’ performance.
Negative teachers’ attitudes cause lower
expectations from the pupil while posi-
tive attitudes cause higher expectations
[1], [12]. For instance, when teachers
have negative attitudes towards a cer-
tain group of pupils this may lead to
reducing the pupils opportunities to

learn and interact. Moreover, these
negative attitudes may weaken pupils’
self-beliefs and lead them to reduce
their own expectations from themselves
and the learning process in general.
But positive teachers’ attitudes may
increase the student opportunities for
learning and enhance the pupils’ per-
formance, self-expectations and self-
esteem [15].

According to Principal’s Guide to
Effective Afterschool Programs, be-
cause outer school programs are inhe-
rently different from school programs,
sites must successfully negotiate a
role transition when the last bell rings.
The coordinator is the appropriate
staff member to fulfil such responsibili-
ties; he or she is the “principal of outer
school,” with the school principal as
his or her key support. This role tran-
sition requires deliberate negotiations
on the principal’s part to delegate res-
ponsibility and institutionalize this
alternate leadership structure. As Liai-
son to the school day staff and fami-
lies and as supporters of the program
in general, principals must consciously
initiate and follow through with this
role transition [4]. Though coordina-
tors are just as crucial in this transition,
principals can empower the coordina-
tors by allowing them space to take
on responsibilities and assume leader-
ship. The role of coordinator must be
central to any discussion concerning
outer school programming or leader-
ship. Coordinators are responsible for
everything from managing daily pro-
gram operations to evaluating student
progress, training staff, and fundrai-
sing. Given the wide range of require-
ments of the position, coordinators
must be highly qualified individuals
with the capacity to take on multiple
roles [10]. First, principals must be




aware of the extensive demands on
coordinators and the diverse skills set
required doing the job effectively.
This awareness should directly guide
the process of hiring and selecting a
coordinator. Even when the coordina-
tor is hired by an outside lead agency,
the principal should have input on the
selection. Second, as Liaison and Sup-
porter of the outer school program,
principals must convey the complexity
of the coordinator position to their re-
gular day staff so that the staff values
the coordinator as a professional. Fi-
nally, as Resource Providers, principals
must do everything in their power to
secure salaries for coordinators that
reflect their qualifications. If the lead
agency rather than the principal deter-
mines the coordinator’s compensation,
the principal can advocate on the coor-
dinator’s behalf. The more principals
believe in the value of the position,
the more likely they will be to allocate
or advocate for sufficient funding [13].

The principal-coordinator relation-
ship building is an essential compo-
nent of successful outer school pro-
grams. Any discussion of principal in-
volvement in programs must adequa-
tely reflect the critical nature of this
relationship. Principals and coordina-
tors who share common visions and
expectations, who communicate regu-
larly within a structure that work for
both of them, and who collaborate to
link the program with the classroom
usually express satisfaction with their
working relationships [7].

Program design and staffing deci-
sions must take this relationship, and
its implications, into serious conside-
ration. Principals must be aware of the
expectations they have for their coor-
dinators and of the extent to which
they want to maintain or let go the

program leadership. Principals should
understand the collaborative nature of
afterschool programming and expect
to work closely and consistently with
their coordinators. Outside agencies
responsible for placing coordinators at
school sites must dedicate adequate
time to getting to know individual
principals and coordinators so they
can pair teams accordingly [8].
Coordinators need to understand
potential principal roles as much as
principals do. Coordinators stand to
benefit from taking part in creating a
model of effective principal involve-
ment. Because an effective program
depends on an effective coordinator,
coordinators must take initiative in
ensuring that they have the necessary
resources, access, and information
necessary to do their job. Taking an
active part in determining the model
of principal involvement at their site
is one way to do so. Coordinators can
help their principals to be effective
communicators by requesting regular
meetings and institutionalizing a
structure to ensure such meetings take
place. They can increase the likeli-
hood of their principals’ being effective
resource providers by keeping princi-
pals abreast of program needs and of
the potential consequences for pupils
if these needs are not met. They can
help their principals to be effective vi-
sionaries by discussing their own vi-
sions for the program with their prin-
cipals and finding common ground.
They can encourage their principals to
be effective supporters and Liaisons
by seeing that principals get copies of
program memos, inviting them to all
program events, and inviting themsel-
ves to regular day staff meetings and
professional development opportuni-
ties. In sum, coordinators must devote




time and energy to developing effect-
tive working relationships with their
principals and do everything in their
power to ensure that their principals
have confidence in the coordinators’
abilities and qualifications [11].
Though programs are diverse in
their designs, leadership structures,
and school cultures, principal involve-
ment is essential in any school-based

afterschool program. Programs must
assess their unique strengths and chal-
lenges to determine a model of princi-
pal involvement that works for them.
Effective principal involvement that
supports program goals requires con-
sistent input and buy-in from coordi-
nators, agency partners, grant admi-
nistrators, program managers, and
principals themselves.
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Choosing the job is a part of the
professional career of managers. The
term career which is common in daily
language usually refers, as describes,
to a wanted profession or to a person at
the head of an organizational pyramid.
Therefore understanding the career of
staff management in an educational or-
ganization, it is important to understand
the world of teachers and managers
and their work at school. The profes-
sional career is dynamic and flexible
according to environmental, personal
and organizational factors. During their
career the teachers experience chan-
ges in their needs, in their attitude to
their profession and the organization.
The professional development of
teachers' career is also not linear and
has its ups and downs or different
courses for a certain person. [1], [3].
Beside this there are people that plan
the stages they pass and influence in a
way on their development sequence.
It is common to assume that there are
managers that arrive to management
after they have professionally esta-
blished and held positions at school.

They are very motivated and have a
sense of mission and management is a
natural continuation. On the other hand
there are managers that arrive to ma-
nagement from the desire to escape
from frustration and routine as teachers
and management is a breakthrough
for them.

According to the theory of
choosing a position, candidates to a
position are influenced by the position
and organization characteristics. There
are situations in which the candidate
will tend to decide by objective
factors like promotion, salary and
benefits, and situations in which he
will decide by subjective factors as a
match between his psychological
needs and personality patterns and the
image of the organization. Others
claim that a candidate is influenced by
different factors on different occa-
sions at the same time. Thus, mana-
gement candidates are influenced by
factors that match their economic
needs, their psychological needs,
especially the desire to improve edu-
cation and the need to have informa-




tion about the job and the position
concerning the time needed to fulfil it.
In their research they found that
women tend more to base their deci-
sion on subjective factors like their
desire to be involved in leading
teaching-learning processes [2].

There are many theories about the
stages that the managers’ experience,
most of them describes three main
stages: a meeting that include expec-
tation and confrontation, adjustment,
establishment and stabilization. Ne-
vertheless, there are researchers that
suggest a detailed model [4]: Forma-
tion — the early socialization is influ-
enced by different factors that have
designed the manager's personality.
Joining — progress in the career and
preparation to management. Concep-
tion — the management time from
appointment to leaving. Further — lea-
ving management. Nevertheless, it is
important to remember, that managers
begin at different stages, not all of
them start at first stage, they develop
in stages at different times and there
is no unigue factor that determines
their development. Personality cha-
racteristics, previous connection bet-
ween school and the manager, all take
a role. Managers may be at more than
one stage at a time.

Based on former models, it was
built a more detailed model that
shows the transfers on the way to
leading [5]:

e Stage 0 — Preparation before lea-
ding. In their opinion, the formal
training is important, but work
experience as a vice manager is
more significant to management.

e Stage 1 — Entrance and meeting
(first month) - the first days and
weeks are critical when the ma-
nager meets school reality. This

is the time when the managers
start to develop a cognitive map
of the situation's complexity, the
people, the problems and
school's culture.

e Stage 2 — Holding (3-12 months) —
the new manager wants to take
responsibility and starts to dis-
pute obvious things at school. He
develops deeper understanding
and recognizes key subjects to
determine priorities. This is also
the "honey moon" period and the
staff is more indulgent and open
to changes. The period of time is
changing and sometimes ends
with a negative response of the
staff to the manager’s action.

e Stage 3 — Redesign (second year)
— most of the managers are more
confident. They learned the staff's
strengths and weaknesses, the
staff has learned to know him,
and the expectations are more
real. The term enables leading a
significant change at school. This
is a stage of significant changes.

o Stage 4 — Gentle (3-4 years) —
Most of the structures at school
changed and the changes have
established. The manager has time
to make changes in the curricu-
lum.

e Stage 5 - Establishment and
stabilization (5-7 vyears) — A
period of legalization and
exterior changes.

e Stage 6 — Plain (8 years and up) —
Extraction, release from illusions.
Some go to manage another
school and go back to stage 1.
Those who stay are less motiva-
ted but they still enjoy the job [7].
The attitude of career stages, as

Oplatka describes, is based on the
assumption that people advance through




a series of different stages during their
career and that each stage is characteri-
zed by attitudes and behaviours, rela-
tionship patterns, development needs
and unique work aspects [2]. The
worker changes his attitudes to his
work and his professional behaviour
when he goes from one career stage to
another. However, you can find
several differentiated main stages in a
school manager's career:

o The stage of entering the position
— in which the new manager is
going through a socialization
process and deals with getting
legalized by the staff, getting to
know the organizational culture
and more.

e The building stage — character-
rized by growing and enthu-

siasm. The manager feels that he

controls the school.

e The middle of the career stage —
the manager usually feels very
little opportunities to grow.

e The loss of enthusiasm stage —
usually before retirement. The
manager feels trapped in his
position.

In each organizational activity
enclave the dilemma of the change
renews compared to conservation and
concern for stability. Every decision,
especially concerning change and
renewal opens for the organization a
new chance but also exposes it to risk.
Integration of the two axes (change —
stability; chance — risk) can be used as
a conceptual framework of four types
of leadership and management.

Schematically the four basic styles will be:
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The Four orientations integrate in
varying degrees both approaches, ma-
nagement and leadership, but at the
same time create operating orienta-
tions themselves [2], [4]. Challenging
leadership emphasizes first and fore-
most the creation of the vision of the
school. This behavior focuses on ex-
pansion of the chance and it creates

Figure no. 1

all the time new challenges. Allowing
leadership is an open and sensitive for
casual options leadership, but it wor-
ries to reduce the risk. It doesn’t see a
change as a purpose, but relates to it
as to an option. Solving leadership
focuses on solving problems, on
seeing the chance of the school, on
coping with the problems rather than




ignoring or evading from them. Sol-
ving the problems will be directed
toward maintaining the stability of
the school and the relationships in it.
Preserving leadership worries for the
integrity of the school, reduces the
risks that emerge and worries for sta-
ble work processes, for clarity, for
normal labor relations, for a culture of
collaboration and for relaxation [6],
[7]. The distinction between the four
types of leadership is of course con-
ceptual. The reality is much more
complex. In actuality there are no
pure situations. The reality places the
manager towards the need to make
integrated decisions. Moreover, the
future will be much more complex —
there will be added paradoxes, dilem-
mas and crossing and contradictory
administrative and educational pro-
cesses that will set a new level of
leadership challenges that we didn’t
habituate for it. These challenges will
emerge from seven expected situa-
tions:

Autonomy without Monopoly:
The school is expected to receive a
much more independent and impor-
tant status in society, but simulta-
neously it is expected to lose its
monopoly on knowledge and training.
On the one hand, the school will be
strengthened as an autonomous insti-
tution, but on the other hand it will
lose the monopoly on providing
knowledge.

Autonomy from Struggle for
Legitimacy and Resources: Although
the school is expected to be released
to a great extent from the state frame-
works and to gain greater autonomy,
the weakening of the state casing that
protects it from external pressures will
require every school to be almost by
itself in front of the crossing pressures

and to fight for its educational legi-
timacy for gaining resources.

Diversity of Specialization: The
school will be required to gain more
resources independently and will be
compete with private and public
factors, to study the market behavior
and to react to it. This will expose the
school to pressures: on the one hand it
will be required to respond to diverse
social demands, and on the other hand
it will be exposed simultaneously to
requirement for specialization — to
provide the highest possible level in
various fields.

Mass Technology and Indivi-
dualized Teaching: The principle of
variance in learning is the idea that
different pupils need different learning
processes, won’t be changed with the
entering of educational technology.
Indeed the educational technology will
enable to develop all — national, or
even multi — national curricula from a
wide variety of contents and levels, but
there is no substitute for dialogical
learning and for interpersonal and
group discussion. The fear is that digi-
tal learning will be for the wide crowds
and the dialogical learning will be for
individuals with capability — analogi-
cal computer for poor people and
dialogical learning — for rich people.

From Bureaucratic Authority
to Leadership: The transition from
bureaucratic authority to autonomy
without monopoly with struggle for
legitimacy requires the management
of school based on bureaucratic —
hierarchical legitimacy to manage-
ment based on leadership and
professional power.

From Proper Management to
Professional Ethics: The transition
from Dbureaucratic management to
professional leadership is a transition




from activity that justifies itself through justifies itself by taking personal res-

proper management and fulfilling of ponsibility and behavior according to
the standards for the activity that ethical and professional codes [1], [3].
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MANAGEMENT OF TUTORIAL
PROGRAMS FOR INTEGRATING PUPILS
WITH LEARNING DIFFICULTIES
IN PUBLIC SCHOOL

MANAGEMENTUL PROGRAMELOR TUTORIALE PENTRU INTEGRAREA
ELEVILOR CU DIFICULTATI DE INVATARE IN SCOALA PUBLICA
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PhD student,
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Rezumat: Articolul abordeaza corelatia dintre implicarea directorului scolar in
procesul de tutoriat si impactul tutoriatului reflectat in rezultatele academice ale elevilor cu
dificultati de invatare, precum si acceptarea elevilor cu dificultati de invdtare de cdtre tutori,
exprimatd prin manifestarea unei atitudini pozitive fata de integrarea lor in scoala publica.

Cuvinte-cheie: elevi cu dificultati de invdtare, director scolar, management, tutoriat,

tutori, necesitdti speciale, programe de tutoriat.

The main purpose of the study
below was to examine differences in the
school principal's performance based on
the reports of members of the school
staff regarding the management of the
tutoring program and its effect on
achieving the program objectives.

The intervention in the current
study consisted of tutors that were stu-
dents in the regional secondary school.
These students tutored students with
learning disorders or special needs from
the elementary school in their transition
to the secondary school. The objecti-
ves of the tutoring program were to
facilitate the integration in the regular
school and prevent them dropping out
from school or ending up in the
special education classes.

To examine the effectiveness of
the managing practices exercised by
the school principal regarding the tuto-
ring program, and the attitudes of the
tutors towards the integration of the
students with special needs into regu-
lar school, we examined these issues
before and after the intervention. In

addition, differences in the tutees' level
of anxiety during the transition period
and their self-esteem were also exa-
mined before and after the program.
The intervention focused on the signi-
ficance of the school principal's active
involvement in managing the tutoring
program for integrating and empowe-
ring students with special needs. As
expected, the results showed a statisti-
cally significant difference in adminis-
trative practices and forms of invol-
vement of the school’s principal in the
tutoring process before and after the
intervention with a positive effect on
the tutoring program'’s achievements.
Based on increasing demands for
accountability in schools regarding the
multi-resources for supporting students
with difficulties and disabilities, school
administrators are seeking resources
for improving performance of students
and preventing their ending up in spe-
cial education schools or classes.
Although the Israeli Ministry of Edu-
cation is investing many resources for
supporting students with difficulties,




there is no significant decrease in the
number of special education classes
as well as an increase in the classes
and schools for students with learning
disabilities in the Arabic sector. Based
on the findings, there is a need for
evaluating and examining the effecti-
veness of those resources including
tutoring programs using standardized
testing assessment tools by the res-
ponsible administrative factors.

Mainstreaming and inclusion of
students with special educational needs
become a matter of priority in many
countries around the world. The
school’s principal should have the
commitment to educate and support
all students without discrimination. In
Israel, the Special Education Act
(1988) declared regarding the inclu-
sion: "when the school professional
committee decides to integrate a child
with disability, the preference should
be for the regular mainstream school...
such school will be financially sup-
ported by the ministry of education,
professional therapeutic team and
individualized instruction™.

The school principal has to recruit
all the resources and professional staff
for supporting these children to pre-
vent their placement in special educa-
tion classes or schools. Based on the
Israeli special education law, these
students have the right to be placed in
mainstreaming education and integra-
ted with their peers in the regular edu-
cational frames. Professional coopera-
tion, teamwork and collaboration bet-
ween the various systems involved in
the process of inclusion of children
with special needs, is an important
factor for the success of the inclusion;
it includes the principal, the teachers,
the therapeutic staff members, the

parents and the relevant departments
in the local municipality [2].

The role of the school's principal
includes various responsibilities and it
changes overtime seeking for more
effective management practices. These
responsibilities include planning, orga-
nizing, leading, and controlling the
school: Planning means setting goals
and objectives for the school and de-
veloping blueprints and strategies for
implementing them; organizing means
bringing together the necessary human,
financial, and physical resources to
accomplish goals efficiently; leading
has to do with guiding and supervi-
sing subordinates; and controlling
refers to the principal's evaluation res-
ponsibilities and includes reviewing
and regulating performance, providing
feedback, and otherwise tending to
standards of goal attainment [17].

Thus, the role of the principal in
improving the level of education and
promoting the students’ achievements
is very important [20]. Since the school
principal is considered to be a leader,
school leaders play an important role
in strengthening the ties between school
personnel and the communities that sur-
round them [8]. Hence, the principal's
responsibilities should include ensuring
that an effective collaboration takes
place. The school principal should also
acknowledge that collaboration is worth-
while, and it can work. However, it will
not work if the leaders of the school do
not put a great deal of work, planning,
and trust into it. The collaborative pro-
cess should begin with reviewing data
and getting input from teachers, curri-
culum staff and consultants to outline or
modify the action plan of the school. In
addition, the school principal is respon-
sible for the evaluation and the feed-
back processes of the schoolwork plan




and the effectiveness of the various
projects and the educational interven-
tions. The feedback process and evalua-
tion of the schoolwork plan contribute
to school strengthening as an organi-
zation. The process of assessing enables
the educational staff to examine their
work and accomplishments. This pro-
cess might strengthen the school mem-
bers as individuals as well as the school
itself as an organization. Also, the
school principal should be qualified for
being an effective instructional leader,
and his most significant role is to de-
termine the educational vision of the
school and its expected outcomes [10].

Since the middle of the 20" cen-
tury, the objective of schools focused
on the success of students and their
education, learning and achievements
(Elmore, 2004). Therefore, the main
role of the school is to bring about the
students’ growth, and to empower their
learning and achievements, thus prin-
cipals should focus on these objecti-
ves and serve as instructional leaders,
directing toward instruction and lear-
ning changes. In addition to his
functions as an instructional leader,
the school principal should operate to
improve the level of education and to
make learning efficient optimizing the
students’ achievements, as well as to
improve teachers’ level of teaching
and their efficiency. Hence, the prin-
cipal has to spend his time resources
and educational capabilities in tuto-
ring and counseling teachers and take
in instructional important discussions.

The purpose of curriculum mana-
gement is to ensure that all students
will get the most out of their educa-
tion. However, the most comprehensive
function of curriculum management is
for students to use all the knowledge
and skills they have learned to contri-

bute to society in a meaningful and be-
neficial way. All stakeholders in any
given school district contribute in ways
that help to see that curriculum mana-
gement is carried out as best as possi-
ble. The principal's roles include va-
rious areas such as leadership, teacher
evaluation, student discipline and seve-
ral others. However, being an effective
principal involves hard work and time
consuming. In this context, a successful
principal operates based on a balance of
all his roles and works hard to ensure
that his educational vision is carried
out for the best of all parts involved.
Many studies examined the effecti-
veness of various tutoring programs in
terms of the achievements of students
with various difficulties such as special
needs or academic needs. Most of the
programs were delivered by volunteers
and often in an after school activity
[14]. However, only a few studies
examined the impact of the school
principal's active involvement on the
achievements of tutoring programs for
students with special needs in regular
schools, and there are no studies that
examined managing tutorial programs
for integrating students with special
needs in Arabic regular school in
Israel in their transition from elemen-
tary to regional secondary school.
Western psychology research fo-
cused on learning disabilities but had
difficulties defining the emotional and
social problems of these students, such
as a lack of confidence, low self-esteem
and social isolation. It was found that
those students with learning disabilities,
also experience social emotional pro-
blems including low self-esteem, iso-
lation, unsatisfactory relationships with
friends and academic failure [4], and a
greater risk of experiencing anxiety
and high levels of stress. Those students




are not aware that anxiety is normal
and adaptive and that everyone expe-
riences anxiety at specific times. For
example, it is normal to feel anxious
before an exam. Therefore, most stu-
dents do not recognize their anxiety
for what it is and think there is
something "wrong" with them.
Difficulties in social skills among
adults with learning disability are cau-
sed by low self-esteem, social aliena-
tion derived from exclusion and cogni-
tive deficits. Self-esteem is the evalua-
tive aspect of the self-concept that cor-
responds with an overall view of the
self as worthy or unworthy [3]. The
term reflects the overall emotional eva-
luation of an individual of his or hers
own worth and it is a judgment of
oneself as well as an attitude toward
the self, encompassing the individual’s
beliefs about himself [11]. People with
low self-esteem are believed to be psy-
chologically distressed and perhaps
even depressed [19]. Therefore, deve-
loping and improving positive self-
esteem is vital and important for
affecting the individual’s functioning
in the various fields of life. Educators
should try to instill students with high
self-esteem, especially those who are
known generally to be at risk, and em-
power them for preventing several so-
cietal and educational problems in the
present and in the future. In that con-
text, educators should assist students
with special needs who experience
low self esteem to be integrated with
their peers in the general educational
system. During the recent decade, we
can notice that the number of special
education schools and special classes
for students with learning disability in
the Arabic sector in Israel is raising,
despite the increased resources for
supporting students in general schools.

In the United States, the No Child
Left behind Act (NCLB) was legisla-
ted in 2001 to create an educational
policy for students with difficulties
and disorders. A similar initiative was
launched in Israel through New Hori-
zon program. The program bases on
principles that are designated to ensure
all students will improve their skills in
literacy and mathematics, maximizing
their integration in regular education
institutions.

The school principal has to work
in collaboration with the professional
relevant key people and use all resour-
ces for students educational benefit,
considering their needs and general
conditions. The after-school tutoring
programs (ASTP) might be a precious
resource that will contribute to the
benefit of students with various diffi-
culties or disorders and help them to
receive the support they need with
respect to the educational, social and
economic situation of their families
and the available resources at school.

In the current study, the ASTP
(After School Tutoring Program) was
carried out by tutors who are students
from the regional secondary school,
and it based on the reasoning of the
potential benefit both to the tutees and
the tutors. The tutors are two years
older than the tutees, thus they can
share their feelings and thoughts as
well as the experiences they went
through in the same stage of the
transition from the elementary to the
secondary school. Furthermore, the
age gap between the tutees and the tu-
tors requires the latter to take respon-
sibility towards their tutees [1].

Cross-age peer tutoring is an edu-
cational model based on peer support
and tutoring to assist younger tutees
to enhance social relationships, deve-
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lop cognitive skills and promote
positive identity development. The peer
mentoring dyad is defined as an inter-
personal relationship between two
students of a different age that reflects
a greater degree of hierarchical power
imbalance than in typical friendship,
and in which the goal is for the older
youth to promote one or more aspects
of the younger’s development.

In the current study, the interven-
tion in the experimental group focused
on active guidance, control, involve-
ment and responsibility of the school
principal in managing the tutoring
program with the main professionals at
school and other relevant professionals
in order to achieve maximum realiza-
tion of the tutoring goals for optimal
educational integration of students with
special needs in regular schools. The
other relevant professionals in the
schools included the educational coun-
selor and the coordinator of the tuto-
ring program. In addition, a further pur-
pose of the intervention was to pro-
mote self-esteem of the tutees, and re-
duce their anxiety in their transition to
the secondary school. Simultaneously,
we conducted activities for making a
positive effect on the tutor's attitudes
towards the integration of students with
special needs in the regular school.
The activities were chosen from va-
rious known resources such as books,
sites, international values and unique
values of the Arab society, which
were based on universal and religious
values for instilling values that advo-
cate respect to others who are diffe-
rent and realize their special needs.

The study's intervention focused
on 3 modules. First, the involvement
of the school principal and his respon-
sibilities regarding the tutoring pro-
gram: blueprinting the objectives of

the touring program to the educational
staff at school, defining the role of all
the participants in the program inclu-
ding the tutors’; allocating the needed
resources; managing official relation-
ship; defining the requested outcomes
and assessment tools. Secondly, to
activate the tutoring program activities
in accordance with the tutees' needs.
Finally, the third module included acti-
vities, instructions, information, and
relevant literature. Each module is com-
posed of subunits which contain essen-
tial activities, motivation, and infor-
mation by various kinds of media, re-
sources and modeling, strategies for
increasing mutual trust, and creating
an open positive atmosphere between
tutors and tutees. As mentioned before,
the purpose was to help students feel
valued, giving them frequent and posi-
tive feedback. Additionally, the pro-
gram was based on modeling positive
behavior for both the tutors and the
tutees by the instructor and the profes-
sional participants. The instructor has
to show the tutors how and where to
obtain the information or any kind of
support they may need. Furthermore,
tutors shared with their tutees their
experiences in similar difficulties in
their transition stage at the same age,
talking about solutions and available
supportive factors and resources in
the new school.

The main technique was the
transfer of knowledge and values in a
structured program with active mana-
ging involvement of the school princi-
pal sharing the main professional staff
members at school and the tutors.
Moreover, the special education Israeli
law was presented and explained to
the tutees and the tutors emphasizing
the rights of students with special
needs. Each participant in the pro-




gram received an official letter that
detailed the arrangements recommen-
ded by special needs. The educational
counselor was asked by the principal
to present information for raising the
awareness of the school academic staff,
of tutors, and of all other students in
both schools (the current elementary
school and the futuristic secondary
school) regarding the difficulties of
the students with learning disabilities
and expanding knowledge about the
phenomenon. The objectives of the
program focused on the development
and promotion of raising awareness of
the environment, building partnerships
and advocating the rights and services
of students with special needs. Further-
more, it was designated to empower the
tutees and to facilitate their integra-
tion in the regular educational system.
As mentioned before, the program was
based on an active involvement of the
school principal in managing a structu-
red tutoring program together with the
main professional staff and the tutors,
cooperating with the secondary mana-
gerial staff in which the tutees will
study the following year. Secondary
objectives aimed to reduce the level
of anxiety among the tutees and impro-
ve their self-esteem, as well as change
the tutors' attitudes positively towards
the integration of students with spe-
cial needs in regular school and in ge-
neral. To achieve these objectives, the
school principals prepared for the
meetings of the tutors and the tutees a
structured tutoring program that inclu-
ded social activities based on educa-
tional theories. Before their meetings
with the tutees, the tutors experienced
these activities led by the educational
counsellor or the tutoring coordinator
once a week for an hour after school.
The tutors reported their experiences

to the tutoring coordinator and to the
educational school counselor orally or
in a written report. Both principals gave
the young tutors their approval for an
open door for questions or any support
they needed, and gave them a feed-
back regarding their experiences in the
program. The tutees reported also to
their class educator. Additionally, the
tutors and the tutees filled in question-
naires before and after the intervention.
The program was based on four
stages: defining the final product of
the program with the participants; orga-
nization (confronting ideas, choosing
strategies, identifying and planning
actions, meetings, literature, activities,
assessments tools); achieving objecti-
ves (studying documents, information,
studying thoroughly a problem, social
and inter-personal activities etc.); and
assessing the final achievements of the
intervention (presentation and evalua-
tion), getting general feedback from the
participants and conclusions. The re-
sults of the current study indicate that
the practices of involvement in mana-
ging the tutoring program exercised
by the school principal have a signifi-
cant effect on the effectiveness and
achievements of the tutoring program.
As a result, after the intervention
improvement was noticed in the three
domains compared to the results before.
However, regarding the managerial
practices of the school principals, it was
found that teachers and other profes-
sionals at school reported more changes
than the tutors. Regarding the second
domain that refers to the effectiveness
and the achievements of the tutoring
program, the results were almost simi-
lar in all the groups who filled in the
questionnaire, and showed that there
was a positive correlation between the
school principal's practices and the re-




quested achievements of the tutoring
program. As to the team work and pro-
fessional cooperation, we found more
change among the professionals at
school than among the tutors. In addi-
tion, an explicit improvement was
found within the tutees' self-esteem
after the intervention in comparison to
the pre-implementation stage. Regar-
ding anxiety reduction, although the
sample was small, a support for post
anxiety reduction in two aspects was
found among the tutees: lower fear
from possible separation; and reduc-
tion in social anxiety. Hence, after the
intervention the tutees reported that
they were not afraid of the transition
since they were more aware of their
rights, and knew who to turn to at the
new school when any kind of support
was needed. In addition, they expres-
sed how happy they were because
they already made new friends who
can understand and respect them.

The findings revealed that tuto-
ring achieved positive changes inclu-
ding attaining new friendships, em-
pathy for feelings others and accep-
tance of others, thus it is significant
for a safe future for the tutees and the
tutors [22]. Furthermore, positive atti-
tudes constitute a significant element
for integrating students with special
needs because negative attitudes may
be just as obstructive as physical bar-
riers, limiting those with disabilities
from participating fully in schools and
communities [18]. In addition, the
tutors' attitudes towards the integra-
tion of students with special needs in
regular schools became more positive
after the intervention, and that finding
might also be of significance. Using
students who volunteer in peer cross-

aging tutoring programs to facilitate
the transition of the students with
special needs in regular high-schools
is not very expensive and might bene-
fit and help them in achieving better
results if the process is managed and
controlled well by the school princi-
pal along with relevant professionals
that might contribute positively to the
tutoring process. Young volunteer tu-
tors in the current study reported that
the professional guidance, support
and encouragement by the principals
from the two schools and the program
coordinator were important during the
program and helped them to accom-
plish what was expected of them.

Based on the findings, we might
argue that there is a positive correlation
between the success of the tutoring
programs and the school principal's
active involvements and management
practices such as planning, defining
responsibilities of the participants, set-
ting objectives and defining requested
results for the participants with appro-
priate assessments tools. The school
principals as well as the tutors repor-
ted that explanation, knowledge of
disabilities and meetings during the
program showed positive effect on
their attitudes. Moreover, the study
proved that for a more effective, suc-
cessful tutoring program designated
for integrating students with special
needs and preventing their dropping
out of school, collaboration is needed
not only between the school principal
and its professional staff, but also
with the other school principal, as
well as its professionals. Hence, it is
the principal’s responsibility to ensure
that an efficient collaboration takes
place.
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REPERE METODICE
DE FORMARE A DEPRINDERILOR
DE REZOLVARE A PROBLEMELOR
LA ELEVII CLASELOR PRIMARE

METHODICAL MARKS OF PROBLEM-SOLVING SKILLS FORMATION
TO PRIMARY SCHOOL PUPILS

Liubov ZASTINCEANU,
doctor, conferentiar universitar,
Universitatea de Stat ,, Alecu Russo” din Balti

Abstract: The basic principles of textual problem-solving skill are created in primary
school. The present article specifies the stages of this skill formation, the contents and the
teaching methods that could be used at each stage. Factors influencing the ability to solve a
problem are analyzed. Applications of presented teaching methods illustrate the practical
part of problem-solving skills formation to primary school pupils.

Keywords: arithmetic problems, primary school, problem-solving skill, teaching

methods, didactics of mathematics.

Continutul activitatilor de invata-
re la orele de matematica in ciclul pri-
mar se axeaza pe formarea a doud de-
prinderi foarte importante pentru inte-
grarea sociala si educationala ulterioara
a absolventilor acestui ciclu. Este vor-
ba despre deprinderea de calcul si de-
prinderea de rezolvare a problemelor.
Standardele de invitare eficienta a
matematicii in domeniul Rezolvare de
probleme pentru invatamantul primar
stipuleaza prezenta la absolventul cla-
sei a IV-a a urmatorilor indicatori de
calitate [adaptat dupd 1, pag. 71]: re-
zolvarea cu plan, justificari si exercitiu
a problemelor cu 1-3 operatii; formu-
larea si rezolvarea problemelor simple
si compuse (cu implicarea numerelor
naturale, a fractiilor si/ sau a marimi-
lor). Analizdnd competentele specifice
prezentate in curriculumul la matema-
tica pentru treapta primara [2, p. 59],
de asemenea, depistim ca, dintre cele
patru competente formulate, doud se re-
fera direct la formarea deprinderii de
rezolvare a problemelor, iar celelalte
— tangential, prin indicarea diferitor

contexte pentru aplicarea conceptelor
matematice si a operatiilor aritmetice.
Astfel, una din activitatile cele mai
frecvente si cele mai importante din
cadrul orelor de matematica in clasele
primare este activitatea de rezolvare a
problemelor. Mai mult ca atat, am pu-
tea spune ca rezolvarea de probleme
de diferite tipuri este in sine scopul
studierii matematicii la orice etapa.

In responsabilitatea invatitorilor
claselor primare se afla etapele initiale
si fundamentale a formarii deprinderii
de rezolvare a problemelor matematice:

o formarea conceptului de proble-
ma si structura logica a ei;

o formarea deprinderilor de rezol-
vare a problemelor simple;

o formarea deprinderilor de rezol-
vare a problemelor compuse arit-
metice.

In general, atunci cand se purcede
la formarea la elevii mici a capacitatilor
de rezolvare a problemelor, se eviden-
tiaza doua tipuri de activitati, orientate
spre formarea diferitor priceperi: pri-
mul din ele este orientat spre formarea




la elevi a deprinderilor de rezolvare a
unor probleme de anumite tipuri, iar al
doilea spre formarea la elevi a deprin-
derilor de analizd semantica si mate-
matica a problemelor textuale, a stabi-
lirii legaturii dintre conditii si cerinte
si reprezentarea acestor legdturi in
forma de modele schematice si sim-
bolice. Diferenta de scopuri conditio-
neaza si diferenta de metode folosite.
Astfel, in primul caz, elevii invatd sa
rezolve, mai intai, probleme simple,
apoi compuse. In al doilea caz, proce-
sul de rezolvare a problemelor repre-
zinta transferul de la modelul lingvis-
tic la modelul matematic.

Sintetizand opiniile diferitor spe-
cialisti in domeniu si experienta acti-
vitatii practice de rezolvare a proble-
melor in ciclul primar, concluzionam
ca rezolvarea problemelor textuale in
ciclul primar are urmatoarele repercu-
siuni asupra formarii personalitatii
elevului mic:

o formeaza si dezvoltd capacitatea
de a analiza unele situatii din di-
ferite puncte de vedere, paralel
abstractizandu-se de la momente-
le neimportante ale situatiei si Se-
lectand cele necesare;

o formeaza si dezvoltd capacitatea
de a construi modele matematice
ale diferitor situatii practice, perse-
verand in structurarea acestor mo-
dele si selectarea celor relevante;

e initiaza si dezvolta capacitatea de
a construi rationamente 1n baza
modelelor construite, reiesind din

e finvata elevii a integra cunostintele
acumulate din diferite activitati
pentru solutionarea situatiilor co-
tidiene.

Capacitatea de a rezolva o pro-
blema este influentatd de o serie de
factori. Mihaela Neagu si Mioara
Mocanu i clasifica in [3, pag. 62]:

- Factori care depind de sarcina
data — exersarea rezolvarii probleme-
lor dintr-o categorie data tinde sa inta-
reascd transferul in ceea ce priveste
astfel de probleme si obliga subiectul
la atentie concentrata, la generalizari,
la transferul solutiei de la alta proble-
ma inrudita, pe cand caracterul etero-
gen al exemplelor descurajeaza.

- Factori motivationali — decurg
din relatia ce se creeazd intre elev si
informatie, depind de strategiile di-
dactice de predare — inviatare utilizate,
vizand cele trei tipuri de orientari ale
invatarii, In general: de activizare, de
mentinere si de dirijare. Rezolvarea
unei probleme trebuie sa ofere elevu-
lui o motivatie puternicd pentru a se
angaja in sarcind.

Anume aceste categorii de factori
trebuie pusi in aplicatie, pentru a initia
formarea capacitatii de rezolvare a pro-
blemelor. Acest lucru poate fi realizat
prin utilizarea unor strategii didactice
bine selectate, care includ metode di-
dactice, procedee, resurse materiale
oportune. Se cunoaste ca cele mai re-
marcabile valente formative, Tn acest
sens, 0 poseda conversatia euristica de
diferite tipuri: de precizare, cand se
stabileste structura problemei; analiti-
cd, sinteticd sau analitico-sintetica,
cand se determind planul de rezolva-
re; de reflectare, cind se precizeaza
nivelul de intelegere a rezolvarii.

Initial, elevul clasei intai rezolva
problemele mai mult empiric, plasan-
du-se in situatia descrisa in problema,
vizualizand-o, fara a aplica o strategie
concretd. Acest lucru este foarte dificil
de realizat, daca situatiile descrise 1n
problema nu ii sunt cunoscute elevului,
nu sunt ilustrate sau nu sunt explicate.
in cazul problemelor compuse, ince-
pand cu clasa a Il-a, situatia se agra-
veaza, elevul fiind nevoit sia constru-
iascd rationamente in doi pasi. Por-




nind de la datele problemei, elevul
cauta in bagajul de informatii anteri-
oare acele cunostinte, care sunt in rela-
tie cu datele pe care problema i le ofe-
ra. In acest proces de analiz si sinte-
za a unor informatii si de valorificare
a experientei sale rezolutive, copilul
de varstda scolard mica trebuie ajutat,
intrucat acea capacitate de a folosi cu-
nostintele anterioare, de a descoperi re-
latii noi prin valorificarea celor vechi
este incd insuficient dezvoltatd. De
cele mai multe ori, elevul pierde ideea
conducatoare, care l-ar duce la rezol-
varea problemei, nu mai stie ce trebuie
sd facd cu un rezultat partial obtinut.
Rezolvarea unei probleme solicitd un
efort al gandirii si o atitudine creatoa-
re, care vor fi cu atdt mai sustinute, cu
cat cheia problemei se gaseste in rela-
tii mai complexe cu datele initiale.
Reiesind din aceste particularitati
de varsta a elevilor mici pentru forma-
rea capacitatii de rezolvare a probleme-
lor textuale in ciclul primar, in Repu-
blica Moldova este adoptatd urmatoa-
rea succesiune de actiuni metodologice:
1. Introducerea notiunii de problema
si structura ei. Aceastd actiune se
realizeaza in cadrul studierii prime-
lor probleme simple in clasa intai.
In perioada propedeuticd, pe par-
cursul studierii primelor doua-trei
module 1n clasa intai, se rezolva, in
special, probleme ilustrate, de genul:
»Analizati imaginea. Observati ca
initial in cos erau 6 pere. Ariciul a
méancat una. Cate pere au ramas?”.
Nu se foloseste notiunea de proble-
ma, ci se realizeaza doar o analiza a
imaginii si corespondenta situatiei
cu operatia respectivd. Conform
curriculei de matematica pentru
ciclul primar, notiunea de proble-
ma si structura ei se studiaza con-
comitent cu studierea problemelor
simple de aflare a sumei. La aceasta

ora invatatorul trebuie sa explice ce
este 0 problema, care este structura
ei, sa evidentieze Tmpreuna cu copiii
in mai multe probleme conditiile si
cerintele (pentru copii din clasa in-
tai — intrebarea). In acest sens, ma-
nual de clasa intai oferd un suport
foarte clar ilustrat. In continuare, pe
parcursul studierii celorlalte proble-
me, in special, a celor simple din
clasa intai, invatatorul este obligat
de a evidentia de fiecare data, care
e structura problemei, care sunt
datele, care sunt conditiile etc.

. Formarea deprinderii de rezolvare

a problemelor simple. Problemele
simple reprezintd cardmizile, din ca-
re, ulterior, se construiesc probleme-
le compuse. Din acest motiv o stu-
diere eficientd a problemelor simple
este un garant al insusirii ulterioare
a problemelor compuse. Problema
simpld este problema care se rezolva
printr-o singura operatie aritmetica,
aplicatd o singurd data. in curricula
claselor primare se prevede studie-
rea a circa 20 de tipuri de probleme
simple cu o multitudine de varietati
de formulare. Spre exemplu, proble-
ma de aflare a sumei din start are
doua forme: ,,Ana are 3 caiete, iar
Maria — 4. Cate caiete au fetele in
total?” si ,,In curte se jucau 5 copii.
Au mai venit inca 3. Cati copii se
joacd acum 1in curte?”. Astfel, pu-
tem atesta doud tipuri de analiza
semantica a textului si accente dife-
rite in structurarea discutiei. Scopu-
rile pe care le urmareste invatatorul
atunci cand studiaza un nou tip de
probleme simple sunt urmatoarele:
e separarea impreund cu elevii a
conditiilor si cerintei in tipul dat
de problema si realizarea unei
scheme a problemei respective;
e argumentarea si explicarea se-
lectdrii operatiei, prin care se va




rezolva problema, adicd realiza-
rea transferului ,,cuvant-cheie —
operatie aritmetica”;

e scrierea si aranjarea in pagind a
rezolvarii tipului dat de problema.
Tinadnd cont de consecutivitatea

studierii operatiilor aritmetice, studie-
rea problemelor simple suportd doua
cicluri: clasa intai — inceputul clasei a
Il-a — probleme simple de adunare si
scadere; clasa a I — probleme simple
de inmultire si impartire. Intre ele se
studiaza probleme compuse cu doud

operatii combinatie de adunari si/sau
scaderi. Ca suporturi didactice pentru
invatatori si elevi pot fi recomandate
scheme ale diferitor tipuri de proble-
me simple pe planse, ilustrate, desene
etc. Metodele didactice recomandate
sunt cele traditionale: explicarea, de-
monstrarea, conversatia euristicd de
diferite tipuri, dar si cele moderne isi
gasesc loc: metoda cadranelor, stiu —
vreau sa stiu — am aflat, puzzle mate-
matic, rezolvarea in lant etc.

Nr. 1. Cocosul a inghitit 19 monede dintr-un cufar — 13 de aur si restul de
argint. Cate monede de argint erau?

Organizez datele problemei in schema:

Rezolvare:

Verificare:

Raspuns:

Fig. 1. Fisa pentru realizarea metodei Rezolvare in lant

3. Formarea deprinderii de rezolvare
a problemelor compuse. in sursele
metodice, problema aritmetica
compusa este definitd ca problema
ce se rezolva prin doud sau mai
multe operatii. Conform curriculei
modernizate de matematica pentru
ciclul primar, ele incep a fi studia-
te din clasa a doua cu probleme, ce
se rezolva prin doud scaderi, doua
adundri sau o adunare si o scadere.
In cadrul acestei etape, invatitorul
are ca scop urmatoarele:

e sd invete elevii sd analizeze si sa
structureze date problemei, com-
binand structurile invatate de co-
pii In cadrul studierii probleme-
lor simple;

o si formeze la elevi capacitatea de
construire a rationamentelor ini-
tial In doi pasi, apoi in trei pasi,
folosind pentru aceasta anumite

tipuri de rationament (analitic,

sintetic sau analitico-sintetic);

e sa formeze la elevi capacitatea de
a scrie rezolvarile problemelor cu
plan si cu justificari, iar ulterior
si prin exercitiu.

Anume la aceasta etapa elevii in-
cep a sesiza, si invatatorul trebuie sa
evidentieze clar acest fapt, etapele
procesului rezolutiv al unei probleme
in toatd complexitatea sa: citirea con-
stientd a problemei; analiza textului;
structurarea datelor in schema, daca e
necesar; elaborarea planului de rezol-
vare; realizarea rezolvarii; verificarea
raspunsului si scrierea lui.

Metodele didactice utilizate sunt
aceleasi ca si la etapa precedenta, dar
se limiteaza simtitor utilizarea mate-
rialelor didactice si se accentueaza
utilizarea limbajului matematic, atat
de citre invatitor, cat si de elevi. In-




deosebi de importanta si dificild pen-
tru elevi este insusirea etapei de ela-
borare a planului de rezolvare a pro-

blemei si, in acest sens, ar fi utild
crearea unui memorator pentru elevi,
pentru a elabora acest plan:

stabileste ce trebuie sa afli in problema

determind, ce informatie iti trebuie ca sa raspunzi la intrebare

daci nu sunt toate datele necesare, determina, cum pot fi folosite cele existente
pentru a le afla pe cele necesare.

precizeaza, in ce ordine va trebui sa faci operatiile, ca sa rezolvi problema.

Fig. 2. Memorator pentru elaborarea planului de rezolvare

4. Formarea deprinderilor de rezolva-
re a problemelor-tip. Printre proble-
mele aritmetice studiate in clasele
primare se evidentiaza asa-numitele
problemele compuse tip, care se
caracterizeaza printr-0 forma spe-
cifica de scriere a schemei si / sau
o metoda deosebita de rezolvare.
Printre aceste tipuri de probleme
putem mentiona: problema de re-
ducere la unitate; problema cu trei
sume; problema de mers invers;
problema rezolvabild prin metoda
graficd; problema de adunare a
doud diferente sau de scddere a
doua sume etc.

Se considera ca elevul poseda
capacitatea de rezolvare a problemelor-
tip, daca el deja la etapa de citire o re-
cunoaste, poate aprecia care este tipul
ei si cunoaste metoda de rezolvare.
Anume acestea si sunt scopurile inva-

tatorului la aceasta etapa de studiere a
problemelor textuale. Procesul de in-
Susire a rezolvarii problemelor tip se
caracterizeaza printr-o evidentiere
clard a specificului de rezolvare a
acestor probleme, in special al algo-
ritmului (metodei de rezolvare).

Pentru a sustine formarea deprin-
derilor de rezolvare a problemelor, atat
simple, cét si compuse si tip, este ne-
cesard o anumitd perioada de timp,
dar pentru fiecare copil in parte aceasta
perioada are o durata diferitd. Din acest
motiv, din momentul studierii primare
a unui anumit tip de probleme, in mod
repetat, in fiecare concentru numeric
nou studiat, la fiecare procedeu nou de
calcul, in fiecare modul nou se insista
pe repetarea si rezolvarea problemelor
studiate anterior, ele primind denumi-
rea de ,,aplicarea in diferite contexte”
a materiei noi studiate.
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PARALLEL DEVELOPMENT
OF LANGUAGE SKILLS COMPONENTS
TO ELEMENTARY SCHOOL PUPILS

DEZVOLTAREA PARALELA A COMPONENTELOR
COMPETENTEI LINGVISTICE A ELEVILOR DE VARSTA
SCOLARA MICA

Niva SHTRAL,
PhD student,
Tiraspol State University, Chisinau

Rezumat: Procesul de literatie incepe cu mult inaintea educatiei formale. Literatia se
dezvolta zi de zi, face parte din realitatea fiecarui copil, fiind parte integrala a perioadei de
copilarie. Copiii asimileazda competenta lingvistica in procesul studierii unei limbi scrise,
prin diverse activitdti, fiind sustinuti de persoane importante pentru ei: parinti, profesori etc.
In acest context, articolul accentueazd importanta dezvoltarii paralele a componentelor
competentei lingvistice prin activitatile practice desfasurate in perioada asimildrii

competentei de citire.

Cuvinte-cheie: competentd, literatie emergenta, citire, scriere, modelul stupului.

The findings of the study have
proven that the intervention program
for writing development, that is deli-
vered with a close accompanying and
instruction and relates to each study
subject, including lessons of learning
how to read, will significantly increase
achievements in reading, writing and
lingual skill. The study clarifies and
confirms that there is a correlation bet-
ween formation of lingual skill, rea-
ding and writing, and the three have a
communicative function, and children
that begin to read, naturally employ the
same strategies as a skilled reader with
speed and ease with the purpose of
achieving meaning from a written text,
in their natural language [2, 9, 19, 23].
Reading is thus perceived as a complex
process in which a reader constructs a
message which has been encoded by
the writer in a graphic language [8]. In
this definition, the graphic input and
the exact identification of components
that appear in print are partial and the
main point is focused on the process

of collection of information and in pro-
duction of meaning out of a text. The
intervention program constructed from
the hive model [18] is based on studies,
and indeed the acquisition of beginning
reading is comprised of two processed:
the process of perception of print, that
includes graphic awareness, phonemic
awareness and the graphic-phonemic
adjustment and the process of produc-
tion of meaning from the test. These
processes constitute a single holistic
interactive unit and this is due to the
fact that all dimensions of a written
language are interrelated and develop
in the same way and at the same time.
In fact, a combined process takes place
here that integrates expanding of the
repertoire and lingual knowledge of
children, and is not a transition from
one separate process to another [10, 1]
Thus, spoken language and written lan-
guage are inseparable [14, 15, 20, 25].
In literate societies, such as the Wes-
tern societies, a child is exposed to a
written language from eth start, and




emergent literacy is expressed even
prior to the child has acquired his
world and making it into a meaningful
one. Children even prior to school age,
use writing which in part is their per-
sonal invention. They do so, one way
or another, by means of judgment that
are usually different from those of
their parents and teachers [6, 7, 12, 13,
22,24, 25]. “A child is like a scientist.
He is born to be a nature researcher.
In his every step and every expression,
he has an assumption of a guess which
he confirms or negates in his further
activity” [27]. Learning of reading and
writing is acquired while a socializa-
tion processes, in which traditions of
culture, verbal communication and atti-
tudes regarding the written text are
reflected. In these societies, a child
internalizes the functional characteris-
tics of literacy as part of learning of
reading and writing. Reading is clo-
sely related to familiar activity and si-
tuations; the children learn to produce
meaning from their literacy environ-
ment. The term of emergent literacy
first coined by Clay [5], indicated the
process of literacy development that
takes place while reciprocal relations
between a child and the print.

In fact, children arrive to school
with a variety of skills that might assist
them in acquisition of reading, writing
and lingual skills. Differences in these
skills in young children predict later
differences in acquisition of reading,
writing competence and lingual skills
[17] as well as academic achievements
in general [3], that he has the compe-
tence to “read” stories that are familiar
to him from listening [22] and “write”
messages and stories on his own [31,
22, 26]. Nonetheless, researchers assume
that at the time this development occurs,
something new appears in a child, so-
mething that has not been in him before.

They emphasize, that children learn,
change their motives and strategies,
and even develop new strategies, and
improve their lingual competence. This
is a result of use of writing and reading
in daily contexts at home and in school,
as well as a result of stimulation and
arousing in a child’s environment. This
experimental study emphasizes that
there is much importance of the time
devoted to writing, and in the way of
teaching and instruction at early rea-
ding that would teach the contexts and
rules of orthography, graphemes, and
distinction between them and their
duties, as part of executing tasks and
writing assignments at the time of
reading acquisition [11].

The importance of interaction bet-
ween a teacher, a parent and a pupil is
a key motive in child’s development.
Differences in the perception of tea-
chers of themselves as mediators, and
differences in quantity and quality of
mediation explain variance in functio-
ning of young children. According to
these approaches, the experiences a
child has experienced with an adult
that responds to him are of most signi-
ficance in development of awareness
[29, 30]. Just like at time of reading
books, at time of writing with children,
mediation for writing promotes the
same skills. The quality of mediation is
measured by the extent of separation
of a word into its sounds by the teacher
or a parent and encouraging a child to
relate sounds to names of letters and
their graphic forms. Indeed, children
who have been encouraged to separate
a word into sounds, to relate sounds to
names of letters and their form, related
to morphology and final letters, exhibi-
ted a higher level of reading, writing
and lingual skill in current study. Every
literacy activity has its own unique
character and thus, in the process of




activity unique characteristics of the
activity receive an extensive attention.
Thus, it is likely to assume that those
skills that receive focused attention at
the time of the activity will be espe-
cially reinforced. Learning of reading
with the intervention program for wri-
ting development testifies to the fact
that it is important to diversify in the
writing activity of teachers, parents
with children. There is a separate im-
portance to the various activities. Rea-
ding of books allows for a child an
exposure to a way of writing of the
language, to its orthography and deve-
lopment of his lingual skills, and also
to spread out before the child a rich
language and a vocabulary which he
does not encounter in daily life [4, 16].

In summary: literacy begins long
time before the beginning of formal
studies in school. A child evolves and
develops lingual skills, his reading and
writing at the same time. Reading,
writing, listening and speech are skills
that develop in reciprocity, as different
aspects of the language, rather than
one after the other. Literacy develops
in the daily reality of a child. Thus, its
function is an integral part of the child-
hood period. Children learn to read
and write and improve their lingual
competence while studying a written
language and by active activity, and
in that process, they research the print
and are assisted by significant adults
in their life, their parents and teachers.

Method

In current study, it has been sug-
gested, that in light of the main re-
search findings, that an attempt will
be made to implement the interven-
tion program for writing development
on the “Telling Sounds” method [28]
that is approved by the Ministry of
Education, which would include the
following characteristics: increasing

the instruction system for a teacher,
depth of intervention and conduct in
the intervention program.

"Telling sounds" [28].

The purpose of the “Telling
Sounds” reading method is to instil the
fundamentals of reading and writing
skills in a most simple and short way.
Through two booklets for a pupil, he
gradually learns how to read the sounds
of letters and vowels and to write
them with print letters and then in a
cursive script. The method is a signi-
ficant phonetic method (the learner
composes, constructs and build words,
sentences and stories from consonants
and vowels) which is presently a met-
hod that includes all of the recommen-
ded components by the reading com-
mittee. This way allows for a key to
accurate and meaningful reading. In
order to get the child to it, we must
arouse his awareness of the existence
of letters and vowels, their combina-
tion and separation; to teach him in a
clear, light and correct way and not to
confuse him with duplicity of “messa-
ges”. We shall prevent him from the
need to improvise and cover up on
reading omissions (such as bypassing
of an unassimilated vowel and spare
him the creation of improper reading
patterns. For example, a pupil who
has not internalized the “Holam Haser”
(“0” in Hebrew that is written only in
the diacritics and thus can be missed)
reads the world “Madhom” like this:

1. Madhem (what could it be)

2. Oh... Madhom.

A pupil is to be allowed a time
period (which is individual for each
person) for a segmented reading (howe-
ver accurate) and he is not to be haste-
ned to reading rapidly before he is
ready for it. The stage of segmented
reading is not to be skipped in learning




how to read. This stage is important to
the process of learning how to read
(Bar-ba-ra — Barbara). In a short period
of time, which is individual to each per-
son, a pupil stops on his own, to seg-
ment and fluency of reading increases
with the reading. Fluency of reading
that is achieved after study period of
3-5 montbhs is dissimilar to the fluency
of reading after 10 months just as the
fluency of reading at the end of first
grade is dissimilar to the fluency of
reading at the end of second grade.

The fluency of reading of pupils,
who finished learning of reading, is not
uniform. By this method, there is much
attention to the emotional side that
accompanies the acquisition of reading.
Any difficulty in acquisition of reading
might deter a pupil and give him a
sense of failure which can delay his
progress. Thus, an easy method has
been chosen that guarantees the chil-
dren a feeling of control over the ma-
terial and of success. The children un-
derstand the process, know what is re-
quired of them and feel that they pro-
gress. The texts are simple and taken
from a child’s world. It should be sta-
ted that each child advances according
to his maturity, with close supervision.
In the learning process, an attempt has
been made to prevent frustrations. For
this purpose, individual examinations
are performed every few days in order
to assist a pupil to acquire the building
blocks in an accurate manner and pre-
vent reading disabilities. A child that is
familiar with the alphabet letters, the
sounds they represent, decodes com-
binations, consonants and vowels in
an exact and easy manner, and he can
direct attention resources to reading
comprehension. The uniqueness of
the method: in the process of instilling
of reading, various factors are integra-
ted both in separate and combined.

e The visual factor — observing a
picture and the sound that corres-
pond it and the boards that hang
in the class.

e The hearing factor — listening to
sounds a teacher reads, pronoun-
cing the sounds by the pupil, va-
rious games.

e The motor factor — writing of the
studied sound and its pronuncia-
tion.

e The associative factor — by pictu-
res that accompany the reading
process and arouse associations
for the sounds (B — big) associa-
tive pictures for each sound.
Alongside with instilling of rea-

ding and writing a pupil is exposed to:

e Cultivation of verbal discourse as
preceding reading and writing.

e Lingual enrichment as a suppor-
ting basis for the teaching of rea-
ding — enrichment of vocabulary,
understanding the structure of the
Hebrew langue that is built upon
roots and families of words.

e Development of reading compre-
hension competence: sorting,
prediction of events, drawing
conclusions, locating items, etc.

e Operating diverse reading and
writing strategies that cultivate
understanding and thinking.

e The learning environment that
encourages reading and writing —
games, books, etc.
Recommendations for teachers/

parents:

e Parents must understand that
without a controlled individual
drilling, there will be no mastery
of the material. Thus, a child
needs to read aloud every day,
with the presence of an adult, the
text that is being studied in class.
It is of importance that the text
will be read twice: first time by a




technical reading and the second
time by comprehension reading.
The length of time to invest in
the practice is about 5-10 minu-
tes a day. After the story, the
child can be asked questions
about the content of the story and
a conversation can be developed.
Guessing of a word a child has
difficulty in reading is to be
avoided and the child is to be
allowed to read accurate reading
according to diacritics.

Stressing a child to read rapid
reading is to be avoided before
he has internalized the building
blocks of reading in an accurate
manner in order to prevent in-
correct reading patterns.

The child is not to be let reading
first silently and then aloud as
this condition creates: a. lack of
concentration; b. he might err
without supervision and disrupt
the meaning.

The child is not to be let run
through the material and “alle-
gedly” advance without criticism.
These children create gaps in
mastery of building blocks.

It is important to read the child
additional stories, but one should
not read from the study book.
One is to make sure that the child
writes with diacritics, this streng-
thens acquisition of reading in an
accurate manner and additio-
nally, the child internalizes pat-
terns of words in a correct man-
ner without guessing.

Parents should check whether
their child writes letters and nu-
merals in the right directions and
whether he has difficulties in the
writing thereof. In case of incor-
rect writing, the teacher is to be
approached and consulted.

The purpose of current study
examines the differences and achieve-
ments between pupils who study in
the customary and approved methods
by the Ministry of Education [55],
and between pupils who study with
the customary methods in which the
intervention program would be inte-
grated for emphasizing of the com-
ponent of teaching of writing.

1. In reading competence manifes-
tation.

2. In writing competence mani-
festation.

3. In diagnosing linguistic compe-
tences manifestation.

4. In identifying the correlation bet-
ween reading, writing and lin-
guistic competences.

Research question

To what extent development of
writing according to the recommen-
dations of "teaching program for im-
plementation of linguistic education
targets" parallel to instilling of reading
amongst first grade pupils, would im-
prove writing competence and improve
achievements in reading and linguistic
competence?

The study included 20 first grade
pupils, of a medium-high socioecono-
mic condition similarly to pupils who
have participated in the main study,
half boys and half girls.

The intervention program for wri-
ting development was operated with
increasing of instruction system for a
teacher, depth of intervention and con-
duct in the intervention program for a
period of one month by teachers of
the class. The addressing of teachers of
the writing was throughout the entire
school day, and in every subject. The
teachers initiated different writing
opportunities, while giving attention
to reading, correct writing, and en-




richment of lingual competence in
various forms, in groups, individually
and in class. The teachers made sure
to talk to pupils after they have writ-
ten, and give feedbacks to every pupil,
for correct writing and writing that
enriches lingual skill. Parents were
partners to the writing process. Prior
to beginning of the program, the pu-
pils were given a series of tests exa-
mining lingual skill, reading compe-
tence, and writing competence. A test
battery identical to that which served
the main study was used. At the end
of the intervention program, a second
test battery was given to the pupils.
After that, the rate of change of pupils
in various research indexes was exa-
mined and the findings are reported.

The two tests were also given the
main research. The tests for evalua-
tion of level of reading, reading com-
prehension and writing in first grades
has been designed by a team of the
committee for teaching of reading and
of a steering committee for reform in
reading in Shomron committee. The
test has been intended to evaluate the
achievements of first grade pupils
after several months of studying in
first grade. For examination of skills,
national standards have been formula-
ted for execution of assignments.

The first test includes seven
assignments that examine different
aspects of skills of reading, writing:

o First assignment — reading names
of letters;

e Second assignment — reading
sounds of letters;

o Third assignment — reading combi-
nations of consonants and vowels;

e Fourth assignment — reading of
meaningless words with diacritics;

e Fifth assignment — reading of
words;

 Sixth assignment — reading aloud
of a text;
e Seven assignment — writing.

The second test for examination
of linguistic competence is based on
pictures in sequence test. A pupil must
first organize the information from a
picture into a narrative scheme, and
then, to transfer that scheme into a nar-
rative text he writes. Understanding of
a story and the linguistic level of the
storyteller can be expressed when a
pupil tells it independently. The story
chosen in current study is comprised
of 4 pictures. It has been presented to
pupils in proper sequence, (details of
the test are shown in the main study).

Discussion and conclusions

The findings in the applied re-
search study indicated the fact that the
intervention program for writing de-
velopment, on a teaching method has
the following characteristics: increa-
sing the instruction system for a tea-
cher, depth of intervention and con-
duct within the intervention program,
indeed improve the competence of
lingual skill and abilities of reading
and writing in parallel, similarly to
the “Power to the Reader” method
operated in the main study. Additio-
nally, it can be seen that in large part
of the abilities, the achievements im-
plementation group, amongst pupils,
were higher and more homogeneous
(lower standard deviation implemen-
tation group). The correlations between
indexes of lingual skill and indexes of
reading and writing abilities that were
found to be high indicate the advantage
of the intervention program that inte-
grated development of writing in
applied research study over the program
operated in main study. Although the
correlation between lingual skill in
use of tenses and the non-word reading




tasks was not found to be significant,
this can be explained by their young
age and lingual maturity. And, as men-
tioned earlier, rest of correlations were
also found, in part, to be very high,
and it indicated the advantage of this
intervention program. Observing the
findings presented in table 3, indicates
intense and significant correlations bet-
ween all the indexes of lingual com-
petence and the indexes of reading
and writing as opposed to the correla-
tions presented in table 9, which did
not reveal significant correlations bet-
ween causality, tenses and reading
and writing competence.

Findings of current study indicate
the advantages of first grade pupils,
who have learned how to read with
inclusion of an intervention program
for writing development. These advan-
tages were prominent in abilities of
reading, writing and the competence
of lingual skill. Nonetheless, a reser-
vation should be made, that the expe-
rimental sample is relatively small
and that a teaching method existing in
one of the schools was addressed. The
study arouses further questions such
as: to what extent, if any, the inter-

vention program for writing develop-
ment would supply a response to
needs of children that require cultiva-
tion, who do not come with a literacy
background to the first grade. This
point was not examined. Another
aspect that needs to be examined is, to
what extent there is importance to
prolong the process of reading acqui-
sition until the end of first school year
and not to continue the process in the
second school year as well, as this
process is a developmental ong, that is
build layer by layer and this is to
prevent failures and study difficulties
in higher grades. In summary, the in-
tervention program for writing deve-
lopment that was put to use in the
applied research study improves the
correlations between lingual compe-
tence and reading and writing compe-
tence, even more than the intervention
program employed in main study. It
might be that the close instruction
received by the teachers, the depth of
intervention, time devoted to the pro-
gram and the conduct with the inter-
vention program, indicate the fact that
this program is effective for improve-
ment of abilities of first grade pupils.
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TRASEELE INDIVIDUALE
SI ACTIVITATEA COMUNA DE iINVATARE
A STUDENTILOR

INDIVIDUAL PATHWAYS AND JOINT LEARNING

ACTIVITY OF STUDENTS

Ghenadie CABAC,
doctorand,
Universitatea de Stat din Tiraspol (cu sediul la Chisinau)

Abstract: Over the centuries the training in universities was organized mainly into two
main forms: individual and frontal. The heterogeneity of the groups of students, on the one
hand, dictates the need for individual training; on the other, involves joint activities (coope-
ration, collaboration) in which each student has the opportunity to "enrich" the colleagues
with his/her unigueness. The paper proposes a variant of organizing the training in which
the idea of students’ joint work is preserved and at the same time, each student has the oppor-
tunity to realize his/her potential of learning, following an individual learning pathway.

Keywords: individualization, individual learning pathway, elementary knowledge

block, personalization, instructional design.

In cei aproape 360 de ani de la
aparitia ,,Didacticii Magna” a lui
I. A. Komensky, in constiinta practi-
cienilor s-a cristalizat ideea cé o grupa
de studenti poate fi instruitd ca si un
singur student. Pentru aceasta este ne-
cesar de a selecta in componenta gru-
pei studenti care au aproximativ ace-
lasi nivel de pregatire.

Instruirea in grup are un sir de
avantaje, printre care pot fi evidentia-
te urmatoarele: (a) posibilitatea pentru
profesor de a expune un continut
structurat; (b) posibilitatea pentru stu-
denti de a interactiona in cazul discu-
tarii a unor probleme, situatii comple-
xe; (c) economicitatea instruirii, deoa-
rece un singur profesor poate lucra cu
un numar mare de studenti; (d) asigu-
rarea unui proces de instruire conse-
Cutiv si sistematic.

in acelasi timp, instruirea in grup
nu este lipsitd de neajunsuri: (a) o ase-
menea instruire este convenabild pen-
tru un student cu o pregatire medie, la
care se orienteaza profesorul; studentul

cu un nivel de pregatire slab se confrun-
ta cu dificultdti de invatare, iar studen-
tul cu nivel de pregatire inalt este ,,fra-
nat” in dezvoltare sa; (b) instruirea in
grup genereaza anumite dificultati in
organizarea lucrului individual cu stu-
dentii; (c) ritmul instruirii este deter-
minat de profesor; acest ritm doar in
rare cazuri coincide cu ritmul firesc
de lucru al studentului; (d) in pofida
eforturilor depuse de profesor, rezul-
tatele instruirii, in multe cazuri, nu
sunt Tnalte.

Instruirea in grup a aparut relativ
tarziu, cand tandra formatie capitalista
(inceputul sec. al XVIII-lea) a creat o
multime de locuri de munca, a caror
OCUpare presupunea cunostinte ele-
mentare. Instruirea in grup a fost pre-
cedatd de instruirea individuala, apa-
ruta inca in societatea primitiva. Fiind
mult timp forma principala de organi-
zare a procesului de invatimant, in-
struirea individuala a pierdut treptat
acest statut, dar nu a disparut. Menti-
nerea instruirii individuale in atentia




teoreticienilor si practicienilor din do-
meniul educatiei se datoreaza avanta-
jelor importante ale acestei forme de
instruire. Avantajul principal al in-
struirii individuale consta in posibili-
tatea individualizarii continutului, me-
todelor si ritmului activitatii de inva-
tare a studentului, in posibilitatea de a
introduce corectiile necesare in activi-
tatea studentului, dar si al cadrului di-
dactic, in adaptarea eficienta la situa-
tiile care se schimba, dar rdman con-
trolate de student si de profesor. In
consecinta, studentul are posibilitatea
de a-si optimiza activitatea si a obtine
rezultate inalte in invatare. In acelasi
timp, datoritd comunicérii si, in gene-
ral, a interactiunii cu o singurd per-
soand, instruirea individuala limiteaza
tilor, dezvoltarea la ei a competentei de
lucru in grup (importante in activita-
tea profesionald, in special, la realiza-
rea proiectelor). Care ar fi modalitatile
de organizare a instruirii care ar per-
mite de a depasi neajunsurile instruirii
in grup si a celei individuale si a be-
neficia de avantajele ambelor forme?
In literatura de specialitate notiu-
nea de individualizare a instruirii este
definitd (si numitd) in mod diferit.
Ideea de baza consta in existenta par-
ticularitatilor individuale la studenti.
Studentii se deosebesc unii de altii
printr-un sir de calitati (nivel de prega-
tire, interese, predilectia pentru a activa
de unul singur sau in colaborare etc.).
in continuare, totul depinde de faptul,
pe cine este centrat procesul de instrui-
re. Daca acesta este profesorul, atunci
el poate selecta continuturile, modurile
de prezentare a continuturilor, formele
de organizare a procesului de instruire
(individual, in perechi, in grup) etc.,
ludnd in consideratie particularitétile
individuale ale studentilor. Un aseme-

nea mod de organizare a instruirii poar-
td denumirea de abordare individuala
a instruirii. Daca procesul de instruire
este centrat pe student si el participa
la elaborarea propriului program de for-
mare, atunci se vorbeste despre indivi-
dualizarea instruirii. In viziunea mo-
dernd, individualizarea instruirii sem-
nifica implicarea studentului in proce-
sul de formare prin oferirea posibilita-
tii de a dirija acest proces [1, p. 205].

Mult timp, in cadrul abordarii in-
dividuale a instruirii, cadrele didactice
luau in consideratie stilurile de nvatare
ale studentilor. Stilul de invétare este
un construct teoretic cu ajutorul caruia
profesorul incearca sa explice regula-
ritatile in comportamentul de invatare
a studentului si diferentele intre acest
student si alti studenti. Existd variate
clasificari ale stilurilor de invitare.
L. Curry [2] a distribuit modelele sti-
lurilor de invatare in trei clase:

(@) In prima clasa se regisesc prefe-
rintele pentru conditiile de preda-
re si invatare (luminozitatea pie-
selor, nivelul zgomotului etc.);

(b) In clasa a doua sunt situate stilu-
rile de tratare a informatiei, care
corespund caracteristicilor studen-
tului in termeni de mijloace pri-
vilegiate pentru asimilarea infor-
matiei (de exemplu, modalitatea
senzoriald cea mai performantd);

(¢) In clasa a treia se afld stilurile
cognitive (caracteristicile de asi-
milare a informatiei in functie de
trasaturile de personalitate: modul
de actiune, luarea deciziilor etc.).
In randul practicienilor, dar si a

cercetatorilor, cea mai populard s-a
dovedit a fi clasificarea dupa modali-
tatea senzoriald implicatd. Conform
acestui criteriu deosebim stilul de 1n-
vatare vizual, stilul de invatare auditiv
si stilul de invatare tactil-Kinestezic.




Au fost realizate sute de cercetari care
demonstrau importanta luarii in consi-
deratie a stilurilor de invatare in pro-
cesul de instruire. Teoria stilurilor de
invatare a intrat in categoria ,,cunos-
tintelor comune” a cadrelor didactice,
in ,,folclorul pedagogic”. Cu atat mai
surprinzatoare a devenit publicarea,
incepand cu anul 2009, a unei serii de
articole In care existenta stilurilor de
invatare a fost pusd sub semnul intre-
barii [3-6]. Concluzia psihologilor este
urmitoarea: studentii diferda unul de
altul prin abilitati, interese, cunostinte
de baza, dar nu prin stiluri de invata-
re. In prezent nu existi dovezi stiinti-
fice credibile referitoare la existenta
stilurilor de invatare.

Pot fi aduse si unele argumente de
ordin logic referitoare la imposibili-
tatea abordarii individuale prin luarea
in consideratie a modurilor preferen-
tiale de percepere a informatiei de catre
studenti. Fiecare persoand este Tnzes-
tratd cu cinci sisteme de reprezentare
senzoriald: vizual, auditiv, kinestezic,
olfactiv si gustativ, cele mai folosite
fiind primele trei. Aceste sisteme sunt,
de fapt, canale de intrare sau percepere
a informatiilor. Perceptia este un pro-
ces psihic cognitiv senzorial prin in-
termediul caruia se reflecta unitar si in-
tegral insusirile obiectelor si fenome-
nelor, cand acestea influenteaza ne-
mijlocit asupra organelor de simt. Per-
ceptia este un proces psihic elementar,
care are tangente foarte Indepartate cu
procesele de gandire.

Argumentele de mai sus, cat si
centrarea din ce in ce mai evidentd a
procesului de formare pe student au
reorientat interesul cercetatorilor de la
abordarea individuald la individuali-
zarea instruirii.

Exista un sir de cauze care deter-
mind necesitatea trecerii de la siste-

mul preponderent frontal de instruire
(prelegeri-seminare/lucrari  practice/
lucrari de laborator), care domind in
invdtdmantul superior, la alte sisteme
de instruire [7].

(a) Sistemul de instruire respectiv si-a
calitatii instruirii. Numai o parte
din studentii existenti se aleg cu
o formare calitativa.

(b) Oamenii tot mai frecvent invata
unul de la altul, nu de la cadre di-
dactice profesioniste. Devin po-
pulare comunitatile de invatare
in retea.

(c) Cu cat termenul de instruire este
mai mare cu atdt mai exacerbata
devine contradictia dintre caracte-
rul individual al asimilarii conti-
nuturilor de catre studenti si do-
minarea formelor frontale de or-
ganizare a instruirii (miscarea lor
concomitenta de la o tema la alta,
de la un an de studii la altul).

(d) Aparitia unitatilor de curs opfio-
nale si la liberd alegere in planu-
rile de invatdmant universitare,
aparitia posibilitdtii de a obtine
credite 1n alta institutie de invata-
mant, a le transfera si a le recu-
noaste in Alma mater.

Pentru expunerea de mai departe
este importantd, in opinia noastra, in-
terpretarea semnificatiei notiunii de
»centrare pe student” 1n procesul de
instruire. In multe cazuri, centrarea pe
student este interpretatd ca o aseme-
nea modalitate de organizare a instruirii
in care studentul ocupa locul central,
iar cadrul didactice — rolul secundar.
O asemenea interpretare este eronata.
Dupa cum mentioneazd R. Marzano
[8, p. 10], alaturi de asemenea elemen-
te, cum ar fi un curriculum clar, un me-
diu sigur si ordonat, componenta cea
mai importanta a unei scoli performan-




te rdmane profesorul. Or, centrarea pe
student a procesului de instruire sem-
nifica ,,inaltarea” studentului pana la
nivelul profesorului, egalarea celor
doi actori in drepturi si in responsabi-
litaiti privind organizarea instruirii,
crearea conditiilor pentru un dialog
,»orizontal” intre ei. Aceasta egalare in
drepturi conduce la implicarea studen-
tilor in proiectarea instruirii.

Cadrul didactic nu poate fi indife-
rent fata de diferentele individuale ale
studentilor, fatd de eterogenitatea gru-
pelor de studenti. A tine cont de aceste
diferente se poate prin crearea conditii-
lor de parcurgere individuald a progra-
mului de formare/cursului de catre fie-
care student. Elaborarea programei de
formare revine, in mare parte, studen-
tului. Pentru ca aceasta activitate sa nu
degenereze in una formala, este nece-
sard o activitate reflexiva a lui. Calita-
tile studentului (atat cele formate, cat
si cele in curs de formare) se manifesta
in activitate lui, ramanand, adesea, ne-
constientizate. Constientizarea calitati-
lor, inclusiv a celor lipsé, devine posi-
bila numai daca studentul se plaseaza
in pozitia reflexiva si leagd succesele
si dificultatile sale Tn procesul de for-
mare cu calitdtile actuale: cunostinte,
abilitati, experientd. Reflectia permite
studentului s determine nevoile sale
de formare, care sunt apoi reformulate
in obiective de invatare.

Elaborarea programelor indivi-
duale de formare nu rezolva complet
problema eterogenitatii grupelor de
studenti. Este necesar de a crea conditii
pentru ca fiecare student sa-i poata ,,im-
bogiti” pe colegi prin unicitatea sa. In
acest scop, trebuie prevazute activitati
de invatare comune prin utilizare di-
verselor forme de cooperare si colabo-
rare. Activitatile respective 1i ajutd pe

studenti sa realizeze programele indi-
viduale de instruire.

Vom explicita, In continuare, No-
tiunea de program individual de for-
mare. Pentru aceasta, vom avea nevoie
de Incd o notiune — traseu de invatare.
Vom numi traseu de invdtare un set
de consecutivitati admisibile (potential
posibile) de asimilare a elementelor de
continut a unui plan de Invatamant
sau a unei discipline. O consecutivitate
anumitd de insusire a elementelor de
continut, selectatad pentru un student
concret, poarta denumirea de traseu in-
dividual de invdtare. Traseul realizat,
rezultatul concret si sensul personalizat
al asimilarii continutului poartd denu-
mirea de traiectorie individuald de for-
mare. Programa individuala de forma-
re constituie reprezentarile studentului
despre realizarea traseului de invitare
(obiectivele, continutul, rezultatele, tim-
pul, locul, mijloacele de invatare, situa-
tille de interactiune cu cadrul didactic
(tutorele) si colegii. Este important de
a realiza traseul de invatare nu atat
prin activitatea individuala a studentu-
lui, cat prin intermediul diverselor si-
tuatii de interactiune cu colegii. Per-
fectarea documentara ulterioara a pro-
gramei individuale de formare repre-
zintd o activitate secundari in raport
cu constientizarea etapelor, metodelor,
formelor, mijloacelor necesare pentru
atingerea obiectelor de invatare.

VVom descrie succint modalitatea
de elaborare a traseelor individuale de
invatare. Primul pas in aceasta activi-
tate constd in determinarea setului de
competente dezvoltate in cadrul unui
curs (in cazul nostru, acesta este cur-
sul ,HTML5”). In cercetare, pentru de-
terminarea competentelor, au fost uti-
lizate trei tipuri de surse: (a) mana-
gerii companiilor care ofera servicii de
Web design; (b) curricula cursurilor




de Web design, oferite de diverse uni-
versitati; (c¢) fisele de post in diverse
companii pentru functia de dezvolta-
tor Web. Analiza informatiei obtinute
din sursele mentionate a permis iden-
tificarea urmatorului set de competente:

¢ de identificare, analiza si fixare a
nevoilor clientilor referitoare la
caracteristicile produsului Web;

e de cunoastere si intelegere a ele-
mentelor structurale si atributelor
limbajului HTMLYS5;

e de stabilire a proprietatilor ele-
mentelor HTML prin utilizarea
limbajului de stilizare CSS;

e de dezvoltare a aplicatiilor Web
si oftline, utilizand HTMLS si
CSS;

o de utilizare a elementului Canvas
din HTMLS pentru grafica si ani-
mare;

e de creare a aplicatiilor Web, care
utilizeaza video si sunetul;

e de dezvoltare a aplicatiilor Web
pentru diverse dispozitive maobile;

e de utilizare a interfetelor pentru
programarea aplicatiilor (API)
pentru geolocalizare, comunicare
in timp real, virtualizare;

o de utilizare a capacitatilor de sto-
care a datelor locale, a bazelor de
date Web SQL;

o de elaborare a paginilor Web in-
teractive, utilizdind  limbajul
JavaScript (JS);

e de utilizare a tehnologiilor
HTMLS5, CSS, JS pentru realiza-
rea sarcinilor colaborative si a
proiectelor;

o de elaborare a proiectelor Web
avansate, utilizand diverse tehno-
logii HTMLY5, CSS, JS, cu centra-
rea pe securitate si performanta.
Majoritatea competentelor identi-

ficate sunt competente specifice. A
fost identificatd o singurd competenta

transversala: competenta de lucru in
grup, ea fiind o competenta extrem de
importanta pentru activitatea In com-
paniile de programare.

Competentele selectate reprezinta
niste competente ,,virtuale” [4, p. 52].
Pentru a fi dezvoltate pe parcursul ore-
lor, ele trebuie transformate in compe-
tente efective (reale). Transformarea
poate fi realizatd prin ,,transcrierea”
competentei sub forma unei familii de
situatii complexe. Situatia este un an-
samblu contextualizat si complex de
circumstante si de sarcini. Situatiile
dintr-o familie sunt mai mult sau mai
putin izomorfe intre ele.

Aducem un exemplu de situatie
complexa, care poate fi utilizata pen-
tru dezvoltarea competentei ,,de ela-
borare a proiectelor Web avansate,
utilizind diverse tehnologii HTMLS5,
CSS, JS, cu centrarea pe securitate si
performanta”.

Sarcina complexa

In legiturd cu lansarea unui nou
proiect, ONG ,,Mostenitorii” s-a adre-
sat la compania ,,USA Link System” de
a-i oferi servicii de design, proiectare,
dezvoltare si finalizare a unui sit Web.
Organizatia respectiva a formulat urma-
toarele conditii generale de realizare:

» asigurarea unui echilibru intre
atractivitatea elementelor grafice
in sit si utilitatea lor;

» existenta componentelor de inte-
ractivitate, care sa faciliteze
accesul la informatii;

= design-ul va fi scalabil, pentru a
permite dezvoltari ulterioare;

= paginile interioare vor respecta
un sablon unitar si bine definit;

» aranjarea elementelor in pagind
intr-un mod care asigurad utilita-
tea si atractivitatea sitului;

= posibilitatea accesarii sitului de
majoritatea browser-elor Web;




= accesibilitatea sitului indiferent de
rezolutie prin implementarea me-
todologiei ,,responsive design™:

= obtinerea unui timp bun de ras-
puns la incércarea paginilor din
sit, atat in modul public, cat si In
modul administrare;

= dezvoltarea unui sistem de ges-
tiune a continutului care permite
editarea vizuald a continutului
sitului;

= crearea unor conturi de adminis-
trator cu drepturi de postare a
articolelor, imaginilor, filmelor,
etc. in interiorul sitului, care ofe-
ra flexibilitate si rapiditate 1n
procesul de actualizare a conti-
nutului digital al sitului;

» posibilitatea de afisare a continu-
tului in cel putin doua limbi;

» posibilitatea aplicatiei de a-si re-
veni din erori (toleranta la eroare);

= aplicatia va avea o structurd mo-
dulara, bazata pe componente in-
dependente;

» aplicatia trebuie sa ramana stabi-
12 si sa opereze la parametrii ce-
ruti in conditii de stres, sa tole-
reze input imprevizibil sau in-
valid (robustete).

Structura sitului: situl va contine
urmatoarele pagini: 1 Acasd; 2. Despre

proiect; 3. Resurse; 4. Comunicare;
5. Media; 6. Implica-te; 7. Contact.

Celelalte caracteristici ale sitului
— la discretia executantului.

Al doilea pas in elaborarea trasee-
lor individuale consta in determinarea
unitatilor de invatare ale disciplinei.
Prin unitate de invatare vom intelege
un element structural al disciplinei,
unitard din punct de vedere tematic,
pe parcursul caruia se lucreaza asupra
dezvoltdrii unei competente specifice.
Unitatea de invatare se finalizeaza cu
0 evaluare.

Pentru determinarea continutului
unitatilor de invatare va fi utilizat un in-
strument propus de cercetdtorul cana-
dian Ph. Jonnaert [10] si denumit ,,mat-
ricea actiunii competente”. Vom explica
modul de utilizare a acestui instrument.

Se alege o competenta specifica
concreta. Ea poate fi definitd printr-o fa-
milie de situatii complexe. Se considera
prima situatie din familie si se formu-
leaza intrebarea: cum ar actiona o per-
soana competentd pentru a trata situatia
respectiva? Actiunile respective sunt
fixate, apoi pentru fiecare actiune se de-
termind resursele (cunostinte, abilitati)
pe care se sprijina actiunea. In consecin-
ta, este obtinut un tabel (tabelul 1), ca-
re si este matricea actiunii competente.

Tab. 1. Matricea actiunii competente.

Cadrul situational

Tratarea competenta

Competente

Resurse (cunostinte,

(familii de situatii) Situatii Actiuni abilitti)
Actiunea al Resursa all
Resursa al2
Actiunea a2 Resursa a21
Familia A Situatia a Resursa a22

Resursa a23

Reuniunea resurselor din ultima
coloana si cea de treia linie a tabelului

1 constituie continutul unitatii de in-
vatare pe parcursul careia va fi dez-




voltatd competenta definitad de familia
de situatii A. In mod analogic sunt de-
terminate continuturile celorlalte uni-
tati de invitare. In rezultatul tratarii
competente a tuturor familiilor de si-
tuatii, au fost identificate continuturile
urmatoarelor unitdti de invatare:

1.

w

Introducere Istoria creérii si po-
HTMLS.

Elementele structurale si atribu-
tele HTMLS5.

Limbajul de stilizare CSS.
Strategii potrivite pentru elabo-
rarea siturilor Web.

HTMLS: grafica si animare. Ele-
mentul Canvas.

10.

11.

Implementarea video si a sunetu-
lui in aplicatiile Web.

Interfete pentru  programarea
aplicatiilor (API).
Stocarea datelor.
Web SQL.

Pagini Web interactive. Limbajul
JS.

Aplicatii Web pentru dispozitive
mobile.

Elaborarea  proiectelor
avansate: HTML5+CSS+JS.
Pasul al treilea in elaborarea tra-

Baze de date

Web

seelor individuale de invitare consta
in construirea structurii logice a disci-
plinei pe unitati de invatare (fig. 2).

Unitatea de invatare ().
Introducere. Istoria creirii 1
posibilititile de bazi ale

v

Unitatea de invitare 1 Elementele
structurale s1 atributele HTMLS

v

Unitatea de Invatare 2. Limbajul
de stilizare CSS.

¥

Unitatea de invéitare 3.Strategii potrivite
pentru elaborarea siturilor Web.

- N ————

Unitatea de invitare 4.

Unitatea de invitare 5

HTML5: grafica s1 Implementarea
animare. Elementul |€—®| video si a sunetului
Canyas. in aplicatiile Web.

A

Y

Unitatea de invitare §.
Interfete pentru
programarea
aplicatilor (APT).

pd

Unitatea de invitare 8.
Pagini Web
interactive.

Limbajul JS.

Unitatea de invitare 7.
Stocarea datelor.
Baze de date Web
SQL.

SN

Fig. 2. Structura logica a disciplinet HTMLS.

\X‘//

Unitatea de invitare 10
Elaborarea prmectelor Web
avansate: HTML5+CS5+]S.

Unitatile de Invatare ce se afla pe
orizontalad sunt independente una de
alta. Unitatile de Invatare ce se afla pe

Unitatea de invitare 9.
Aplicatii Web
pentru dispozitive
mobile.

verticald depind una de alta. Prin ur-
mare, in fig. 2 sunt prezentate legatu-
rile logice intre unitatile de invatare,




ordinea studierii lor sau independenta
relativa.
Structura logica a disciplinei

e faciliteaza orientarea studentului
in continutul disciplinei;

e faciliteazd construirea traseului
individual de invatare;

e contribuie la formarea unei repre-
zentari integrale la student despre
continutul disciplinei de studiu.
Continutul propus mai sus pentru

disciplina ,,HTMLS5” reflecta majori-
volumul disciplinei nu se Inscrie in li-
mitele de timp, prevazute in planurile
de invatamant ale specialitatilor in care
este prevazuta studierea ei. Pentru a se
incadra in limitele de timp, studentul
trebuie sa faca o alegere. Din punct de
vedere logic, apar mai multe consecu-
tivitati posibile de studiere a unitatilor
de invatare. Ele constituie trasee posi-
bile de studiere a disciplinei. Fiecare

student poate avea nevoi personale de
formare (ele pot fi determinate fie de
faptul ca studentul respectiv este an-
gajat la o companie specializata in
Web design, fie de faptul ca studentul
doreste sd se angajeze si cunoaste ce-
rintele postului de lucru). Drept con-
secinta, studentul poate alege din uni-
tatile de invatare, aranjate orizontal in
structura logicd a disciplinei, acele
unitati pe care el le considerda nece-
sare. In anumite cazuri (cAnd unitatile
de continut nu sunt dependente), stu-
dentul poate alege si ordinea studierii
unitatilor de invatare. Aceastd dubla
alegere (a continutului disciplinei si a
ordinii de studiere a continutului) re-
prezinta un prim pas spre individuali-
zarea instruirii. Alegerea realizata de
student este discutata cu cadrul didactic
si, in cazul cand ea este realizabila,
devine traseu individual concret de
studiere a disciplinei (tabelul 2).

Tab. 2. Fragment al traseului individual de studiere a disciplinei.

Studentul B. A.

(l;l/r(‘). Unitatea de invatare Perioada

1. | Introducere. Istoria credrii si posibilitatile de | 7.02 — 14.02
baza ale limbajului HTMLS.

2. | Elementele structurale si atributele HTMLS. 14.02 -7.03

Pentru a duce evidenta si a moni-
toriza realizarea de catre studenti a
traseelor individuale de studiere a
disciplinei, a planifica activitatea de

invatare In comun a studentilor, cad-
rul didactic utilizeaza un tabel special
(tabelul 3).

Tabelul 3. Tabloul de evidentd, monitorizare a realizarii traseelor individuale.

Nr. Studentul Unitatea de invatare

d/o 0 1 2 3 4 5 6 |7 |8 |9 10
1. |B. A U+ | 2/+ | 3/+ |4+ | 8/+ |7/+|9/s |6 |5 |10/c |11
2. |C.C. U+ | 2/+ |3/+|4/+|5s |6 |7/c|8 |9 |10 |11
3. |D.R 1+ | 2/+ | 3/+ | 4]+ | 6/s |5 7lc |9 |8 |10/c |11




Semne  conventionale:  ,,+7-
unitatea de invatare studiatad; ,,s” —
unitatea de invatare in studiu; ,,c”
activitate de invatare in colaborare.

Studentilor, care in anumite pe-
rioade lucreaza asupra unei si ace-
leiasi unitati de invatare, li se propun
activitati comune. Acestea pot fi: in-
vatarea in perechi (un student inde-
plineste rolul de profesor si explica
colegului continutul unui fragment
din unitatea de invatare, apoi studentii
se schimba cu rolurile); verificarea re-
Ciproca a fragmentelor de cod; evalua-
rea reciproca a produselor realizate.

Traseul individual, constituit din
unitdti de Invatare, reprezinta un tra-
seu la nivel macro.

Urmatorul nivel in individualiza-
rea instruirii 1l constituie modurile de
parcurgere a unititilor de invitare. In
acest scop vom utiliza notiunea de
bloc elementar de cunostinte.

Blocul elementar de cunostinte
reprezinta un element de continut for-
mat din:

a) definitii de notiuni;
b) exemple;
C) sarcini de invatare.

In afara de blocuri elementare de
cunostinte existd blocuri de control,
care contin teste. Exemplele si testele
formative sau de autocontrol dirijeaza
succesiunea parcurgerii blocurilor ele-
mentare de cunostinte. in dependenta
de raspunsurile la teste diferiti stu-
denti vor fi dirijati spre blocuri ele-
mentare de cunostinte diferite.

Utilizarea ,,blocurilor elementare
de cunostinte” ofera posibilitatea de ge-
nerare dinamica a continuturilor didac-
tice. Cu cat mai mare este numarul de
blocuri, cu atat mai larg este spectru
traseelor individuale de invatare. Ast-
fel, se poate vorbi despre doua nivele
de trasee individuale de invéatare: ni-

vel macro (ordinea de parcurgere a
unitatilor de invatare) si nivel micro
(modalitatea de parcurgere a fiecarei
unitdti de invatare).

Din perspectiva blocurilor ele-
mentare de cunostinte, unitatea de in-
vatare poate fi definitd ca o agregare a
acestor blocuri, care urmeaza si fie
prezentate studentului, si a blocurilor
de control. Unitatea de invatare poate
fi de orice dimensiune si poate fi folo-
sitd pentru obiective multiple. In opi-
nia noastra, acest lucru sporeste flexi-
bilitatea adaptarii unitatilor de invata-
re la nevoile de organizare a materia-
lului didactic. Unitatile de invatare
furnizeaza structura pentru asambla-
rea blocurilor intr-0 unitate mai mare.

Structura unitdtii de invatare este
conceputa ca o structurd ierarhica a
blocurilor elementare de cunostinte.
Proiectarea acestor fragmente poate fi
efectuata prin utilizarea unui conspect
semantic. Conspectul semantic este un
sistem de fapte semantice care repre-
zinta cunostinte obiectuale. Mai pre-
cis, un set complet de fapte semantice
sau declaratii, aranjate in ordinea de
invatare a materialului, poate fi numit
conspect semantic. Astfel, conspectul
semantic este un set complet de pre-
zentari succinte ale cursului, in care
nu sunt calcule, dovezi si explicatii.
Cu toate acestea, conspectul contine
toate prevederile cursului.

Pentru ca unitatile de invatare sa
poata fi agregate coerent, ele ar trebui
sa posede un nivel similar de granula-
ritate. Granularitatea blocurilor ele-
mentare de cunostinte se bazeaza pe
tipuri de continut didactice (definitii,
exemple, exercitii etc.), care sunt folo-
site pentru a atinge un singur obiectiv,
cum ar fi un fapt, un concept, un prin-
cipiu, o procedurd sau un proces si se
bazeaza pe (predicatele) conspectul
semantic al cursului.




Tipurile de continut didactic
organizate intr-o ierarhie in functie de
complexitate: generarea de raspuns,
utilizarea  terminologiei, formarea
conceptelor, aplicarea regulilor si re-
zolvarea problemelor etc. se refera la
unu dintre cele noud evenimente de
instruire propuse de R. Gagné [11].
Legatura secventelor de continut cu
aceste evenimente pot servi ca baza a
schemei de agregare si sa asigure con-
ditiile optime pentru invatare.

Blocurile elementare de cu-
nostinte trebuie sa fie suficient de fle-
xibile pentru a fi reutilizate in predare
la diferite discipline stiintifice si:

e pot servi ca material de construc-
tie pentru unitatile de Invatare;

e pot fi agregate in unitdti mai
mari;

e sunt autonome;

e reprezintd un tip de continut di-
dactic unic, care se refera la un
singur obiectiv (un fapt, un con-

cept, un principiu, o procedura,
un proces),
¢ sunt reutilizabile in multiple con-
texte de instruire (reutilizabile
pentru alte obiective de Invatare
sau unitdti, precum si de unica
folosinta).
invdtare contemporane in generarea
continuturilor didactice sunt modeste
(din punct de vedere a comoditatii).
Spre exemplu, 1n platforma de invata-
re MOODLE este nevoie de a crea
structuri ramificate si conditii destul
de sofisticate in modulul lectie, iar in
platforma SILVA, care se pozitionea-
za ca un sistem de generare a continu-
turilor dinamice, e necesard o buna
cunoastere a limbajului de ontologii
OWL. Publicatia data, dar si publica-
tille ce vor urma pot fi privite ca o
tentativda de generare a discutiilor
privitor la problema data.
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PROIECTAREA SI VALIDAREA
UNUI INSTRUMENT DE EVALUARE
A MOTIVATIEI STUDENTILOR CE

UTILIZEAZA O PLATFORMA DE
INVATARE ()

THE DESIGN AND VALIDATION OF A TOOL FOR ASSESSING
THE MOTIVATION OF STUDENTS USING
A LEARNING MANAGEMENT SYSTEM (1)

Nicoleta BLEANDURA,
asistent universitar,
Universitatea de Stat , Alecu Russo” din Balti

Abstract: Using computers in the educational process contributes to improving not only
students’ performance, but also to the enhancement of their motivation. In this research main
motivation theories were analyzed. Based on them, a tool to assess the motivation of students
who use computers in education, especially students using a learning management system

(LMS) was developed.

In this first part of the article, the design of such an instrument is described. The validation
of this tool by statistical analysis of data, obtained from its implementation on a pilot sample
will be presented in the 2™ part of the article, published in a subsequent issue of the journal.

Keywords: motivation, performance, LMS, evaluation, tool, ability, value, expectancy.

Pentru tandra generatie utilizarea
tehnologiei informatiei si a comunica-
tiei (TIC) constituie o parte a vietii lor
cotidiene. Este firesc ca aceasta predi-
lectie pentru TIC sa fie folosita de cad-
rele didactice in procesul de instruire/
formare. Analiza publicatiilor recente in
domeniul educatiei [1], [7], [10], [14],
[17], [18], [20], [23], [27] a demon-
strat ca utilizarea calculatoarelor si a
TIC in procesul de predare-invatare-
evaluare, in majoritatea cazurilor, are
un impact pozitiv asupra acestuia, con-
tribuind la imbunatatirea performante-
lor, dar si al motivatiei studentilor. Ro-
lul cel mai important, in acest sens,
revine strategiilor didactice, utilizate
concomitent cu diversele instrumente
informatice de catre profesori, dar si
promovarea invatarii prin colaborare
si feedback-ul. O parte considerabila
din cercetatori sustin ca utilizarea cal-

culatoarelor contribuie esential la spo-
rirea motivatiei. De regula, in cerceta-
rile lor motivatia este consideratd o
variabild dependenta. in caz contrar,
aceasta apare neaparat ca o variabila
mediatoare, adica ca factor ce influen-
teazd semnificativ procesul de studiu
si rezultatele lui. Se poate presupune
ca utilizarea frecventa a calculatorului
in viata cotidiana incita studentii sa-I
foloseasca si In situatiile de invatare.
Verificarea acestei ipoteze implica ela-
borarea unui instrument specific pen-
tru determinarea motivatiei studentilor
care utilizeaza calculatorul in procesul
de studii. In articol este realizati o
trecere in revista a diverselor teorii re-
feritoare la conceptul de motivatie,
fiind evidentiate cele mai importante
caracteristici. Este descris procesul de
proiectare, elaborare si validare a unui
instrument pentru evaluarea motivati-




ei studentilor care utilizeaza un sistem
de management al invatarii (LMS).

Cocficientul influentei motiva-
tiei asupra performantei

John Hattie, autorul cunoscutului
model de invatare si dezvoltare ,,Visi-
ble learning”, pe parcursul a 15 ani a
studiat mai mult de 800 meta-analize,
referitoare la factorii ce influenteaza
performantele studentilor. In incerca-
rea de a masura rezultatele obtinute
din mii de cercetari diferite, Hattie a
introdus notiunea de ,.effect size” —
coeficient al influentei asupra perfor-
mantei, ce poate lua valori de la 0 la
1. Setarea indicatorului acestui coefi-
cient la 0 s-a considerat incorecta,
deoarece fiecare student se dezvolta
individual si obtine, in medie, 0 per-
formantd cu un coeficient d=0,35.
Profesorul intr-un an de studiu poate
influenta in mediu o crestere a perfor-
mantei studentilor ce se afld intre
d=0,20 si d=0,40. Astfel, factorii ce
au coeficientul de influentd mai mare
decat d=0,40 sunt acei care ,,fac dife-
renta”. Dacd coeficientul de influenta
este d>0,60, atunci se vorbeste despre
excelentd in cresterea performantei.

Hattie a studiat o serie de meta-
analize referitoare la influenta perso-
nalitatii studentului asupra performan-
tei. Dintre variabilele cercetate s-a do-
vedit ca auto-eficacitatea si conceptia
despre sine, ca aspecte ale motivatiei,
coreleaza cel mai mult cu performan-
ta. Coeficientul mediu al influentei
motivatiei asupra performantei deter-
minat de catre Hattie este de d=0,48,
ceea ce demonstreaza indubitabil rolul
marcant al acesteia 1n procesul educa-
tional. [12, p.7]

Diverse teorii asupra conceptu-
lui motivatiei

A fi motivat Inseamma ,,fo be
moved to do something” — a fi incitat,

inspirat, stimulat sa actionezi [16, p.
54]. Cuvantul motivatie provine de la
lat. movere — ceea ce inseamna a se
misca, deci motivatia reprezintd o Vva-
riabila ce dinamizeaza comportamentul.
Exista numeroase teorii In ceea ce pri-
veste motivatia in educatie, unele din-
tre acestea fiind descrise in continuare.
Teoria social cognitivista, susti-
nutd de catre Al Bandura, explica
functionarea psihologica din punct de
vedere a unei legaturi de cauzalitate
reciproca triadica dintre: factorii in-
terni personali, comportament si me-
diu (Figura 1). Motivatia, ca factor in-
tern, este determinatad de mecanismul
prin care auto-eficacitatea influenteaza
auto-reglementarea. [5, p. 23] Auto-
reglementarea reprezintd capacitatea
de a exercita influente asupra propriu-
lui comportament. Ea este determinata
de auto-eficacitate — increderea oame-
nilor in abilitatile personale de a actio-
na pentru a obtine performantele dori-
te. Increderea in propria eficacitate
determina: alegerile, aspiratiile, efor-
tul, perseverenta, nivelul de stres, cau-
zele percepute ale succesului/esecului,
stabilirea scopurilor. [4, p. 248]
Auto-motivatia se bazeazd pe
auto-control. Printr-un control pro-
activ indivizii sunt motivati sa-si sta-
bileasca standardele personale. Cand
performanta actuald nu corespunde
standardului nou stabilit, se creeaza o
stare de dezechilibru. Necesitatea de a
reusi 1n atingerea standardelor este
asociatd cu stabilirea scopurilor. Mo-
tivatia apare datoritd faptului ca indi-
vizii se auto-evalueaza pozitiv in ca-
zul atingerii scopurilor. Dupa atinge-
rea standardului dorit dezechilibrul se
reduce. Ia nastere un sentiment de efi-
cacitate si satisfactie personala, care
provoaca un control re-activ, prin cres-
terea inspiratiei si stabilirea unor stan-
darde mai inalte. [4, p. 248] [26, p. 664]
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y
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Mediul social
actiunile

Figura 1. Teoria social-cognitivistd a motivatiei.

Teoria valorii si asteptarii de
motivare a realizarilor este, de fapt, o
extindere a teoriei social-cognitiviste.
Dezvoltata de ciatre A. Wigfield si
J. Eccles [25, p. 68], teoria sustine ca
motivatia este determinatd de credinta
oamenilor in succesul propriu intr-o0
anumita activitate si masura in care ei
o valorificad. Teoria evidentiazd trei
dimensiuni ale motivatiei [25, p. 70]
[19, p. 392]:

1. Convingerea in abilitatea pro-
prie descrie perceptia personala a
abilitatii curente referitor la auto-
eficacitatea 1intr-o situatie data
pentru a obtine performanta.

2. Asteptarile reprezintd convingea
persoanei in faptul cd o actiune va
avea succes. Dacd persoana cre-
de ca ea va reusi intr-0 activitate
ce va avea rezultat in viitor, ea este
motivatd sd continue sa adopte
asemenea sarcini. Asteptarile in-
fluenteaza alegerile facute.

3. Valorile descriu modul in care per-
soana atribuie valoare unei activi-
tati si tin de atractivitatea unui re-
zultat. Valorile pot fi: imporzanta
de a reusi intr-o activitate, utilitatea
unei activitati in viitor, placerea
primita, costul referitor la efortul
depus pentru a realiza activitatea.




Teoria atribuirii sustine ca la
baza motivatiei std convingerea ca
persoana este/nu este responsabila
pentru rezultatele obtinute in functie
de cauza atribuitd. Printre cauzele
atribuite succesului/esecului se numa-
ra: abilitatea, efortul, dificultatea sar-
cinii, norocul, ajutorul altora, boala,

dispozitia, strategia. Daca distinctia
fundamentala a initiatorului teoriei —
F. Heider s-a axat pe cauze personale
(interne) si situationale (externe) ale
comportamentului uman, atunci B.
Weiner a dezvoltat un model tridi-
mensional (Figura 2) al teoriei atribui-
rii [24, p. 551]

‘ .
N Atribuiri Tiouri | \ Reactii Comportament
ezultate ipuri cauzale sihologice
>|  cauzale P > p g ~ Aotion
e Pozitive o Abilitate e Pozitie * Mindrie o Caracteristici
» Negative o Efort e Stima de
* Neastep- * Strategie sine .
tate e Sarcina o Stabilitate ° Des_pe_rare/ Asteptari
« Noroc optimism
e Caracteris- Relaxare  Succes
tici fizice Rusine * 'SS.LI‘.CceS ,
o Caracteris- | * Controlabili- F Vina . inﬂt::?tt; :
ici psihi o Furie R
tici psihice tate i o fncredere /
\: Recunostinti neincredere,
T etc.

Figura 2. Teoria atribuirii.

Exista trei factori ce determina
persoanele si reactioneze diferit la
cauzele stabilite:

1. Pozitia (,,locus of causality”) —
originea motivului perceput al re-
zultatului. Poate fi interna — in-
trinseca (abilitate, efort, dispozi-
tie, personalitatea, sandtatea) sau
externa — extrinseca (dificultatea
sarcinii, norocul, ajutorul).

2. Stabilitatea — natura neschimba-
toare a unei atribuiri cauzale.
Poate fi stabila — ofera acelasi
rezultat (abilitate, dificultatea
sarcinii) sau instabila — nu ga-
ranteaza rezultatul (efortul, noro-
cul, dispozitia, ajutorul).

3. Controlabilitatea — posibilitatea
cauzei de a fi modificata. Poate fi
controlabila (efort, strategie) sau
necontrolabila (altele).

Teoria sustine ca atribuirea moti-
vului reusitei provoaca reactiile emo-

tionale ce influenteaza asteptarile si mo-
tivatia, determinand un anumit com-
portament. Daca scopul a fost atins,
persoana va atribui cauzei un efect po-
zitiv. Aceasta va provoca dorinta de a
obtine realizari similare, determinand
asteptari ale succesului si in viitor, per-
soana fiind motivata sd reinstaureze
reteaua cauzala. [24, p. 563] [11, p. 150]

Teoria scopurilor explica moti-
vatia persoanelor, reflectatd in sarcina
aleasa si energia depusa pentru reali-
zarea acesteia In baza satisfacerii
necesitatilor si realizarii scopurilor.
La baza acestei teorii se afla piramida
Iui Maslow, consideratd innascuta
pentru om si conform careia persoa-
nele sunt motivate sa-si satisfaca ne-
cesitatile, pornind de la deficiente fi-
ziologice, de siguranta, de dragoste/
afectiune si stimd ca apoi sd urmeze
necesitatile de crestere: necesitatea de




a cunoaste si Intelege, necesitati este- sa actionezi. [19, p. 426] R. Ryan si

tice si necesitati de auto-actualizare. E. Deci, adepti ai acestei macro-teorii
Teoria motivatiei prin realizari [9, p. 182], initiata de cercetatorii ca-
(achievement motivation theory) dez- nadieni, incepand cu lucrarile lui
voltatad de catre D. McClelland inca R. J. Vallerand din anii 80, disting
din 1940 [15, p. 25] sustine ca persoa- diferite tipuri de motivatie (Figura 3):
nele sunt motivate diferit in functie de 1. Motivatia intrinsecd — descrisa
necesitatile lor legate de succes pre- prin actiunea din interes si pla-
cum realizare, afiliere si putere, numi- cere pentru satisfactia inerenta.
te ,,needs for achievement”. In afara 2. Motivatia extrinsecd — inseamna
necesitatilor, C. Ames distinge doua a actiona pentru careva rezultate
orientari care stau la baza stabilirii si consecinte externe.
scopurilor: Motivatia are la baza comporta-
1. ,,Mastery (learning) goals” — sco- mentul auto-determinat — ales de sine
puri intrinseci orientate spre cu- statator, sau controlat — determinat de
noastere pentru sine, pentru a inde- forte externe. Activitatile motivate in-
plini o sarcind provocatoare sau trinsec ofera satisfacerea necesitatilor
a-si dezvolta niste competente. si prezic bundstarea psihologicd. Pen-
2. ,Performance goals” — scopuri tru a indeplini activitati neinteresante,
de a obtine rezultate pozitive, de persoana trebuie motivata extrinsec.
a fi mai bun decat altcineva sau a Teoria sustine cd este posibild trece-
obtine note mari. [2, p. 261] rea de la nemotivare la motivatie prin
Teoria auto-determindrii Susti- interiorizare (cuprinde etapele de re-
ne ca la baza motivatiei se afla auto- glare externa, introiectie, identificare
determinarea — procesul de utilizare a si integrare). [9, p. 182] [16, p. 61]

vointei personale pentru a decide cum
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S o - \/ /7
. S\ [z . 13
Motivatia Motivay lle controlata Motivka_tie autonomd \

[ i \

Nemotivarea Motivatia extrinseca
Intrinseca
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(reglarea autonomiei)
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Comportamentul

| Cel mai putin
auto-determinat
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i Bundstarea psihologica

Figura 3. Teoria auto-determinarii.




Posibilitatile de a spori motiva-
tia de invitare

J. Brophy propune doua solutii
pentru crearea situatiilor motivatio-
nale de Invatare:

1. Corespundere motivationala opti-
ma cu caracteristicile curente ale
studentului.

2. Continut si activitati relevante,
adica curriculumul trebuie sa fie
alcatuit in jurul situatiilor semni-
ficative, aplicabile in viata profe-
sionala a studentilor. [3, p. 75]

R. Viau, fiind preocupat de influ-
enta motivatiei asupra invatdrii a creat

un model al dinamicii motivationale
bazat pe teoria social-cognitivista si
cea a atribuirii (Figura 4). Motivatia
studentului reprezintd un fenomen di-
namic ce se naste din interactiunea
dintre perceptiile sale si mediu (surse
ale motivatiei). Perceptiile motivatoa-
re (determinanti ai motivatiei) se refe-
ra la: valoarea unei activitati privind
importanta, utilitatea si interesul in
functie de scop; competenta sa de a
indeplini o sarcina si controlul asupra
derularii activitatii de invatare. [21, p.
2] [13, p. 223]

Dinamica motivationald

Sursele motivatiei
Contextul B
(mediul) |  Perceptiile
o de studii o Valorii S
o familial o Competentei
e social e Controlului
determinantii

Consecintele
Angajament
cognitiv Succesul
Alegerile (reusita,
Perseverenta /] performanta)
indicatorii

A

Figura 4. Modelul lui R. Viau.

Studentul motivat are aspiratii
clare, percepe valoarea activitatii pro-
puse si se considerd capabil de a o
indeplini si de a controla derularea ei,
alegand de a se angaja cognitiv si de
a persevera intr-o activitate; pe cand
cel nemotivat ,,face totul pentru a nu
face nimic”. Succesul influenteaza
pozitiv perceptiile, sporind motivatia
studentului. [21, p. 2] Dinamica moti-
vationala poate fi influentata. Factorii
externi de influentd sunt: societatea,
viata personald, institutia de Invata-
mant si clasa. Profesorul poate con-
trola factorii clasei, utilizind in acest
Sens activitdati de invatare motivante
care sa: ofere ocazia de a face alegere,
sd favorizeze colaborarea dintre Stu-

denti, sa aiba obiective si sarcini clare,
sa tind cont de interesele studentului,
sa reflecte ceea ce vor face in profesia
lor, sa deruleze in timp suficient, sa
conduca la un produs finit s.a. [22, p. 5]

Din nefericire, nu exista o formu-
13 magica unica pentru motivarea stu-
dentilor. Existd Tnsd numerosi factori,
care pot contribui la acest proces, pre-
cum: entuziasmul profesorului; rele-
vanta materialului studiat; feedback-ul
operativ; asigurarea oportunitatilor pen-
tru studenti de a avea succes, oferind
sarcini de dificultate corespunzatoare,
pornirea de la necesitatile si interesele
studentilor; implicarea activd a stu-
dentilor in procesul de studiu; evitarea
crearii competitiei; oferirea posibili-




tatii studentilor de a alege; varietatea
metodelor de predare etc. [8, p.193]

Proiectarea instrumentului de
evaluare a motivatiei

Instrumentul a fost proiectat
(Figura 5) in baza teoriei social cogni-
tiviste si teoriei valorii si asteptarilor.
In acest scop, motivatia a fost exami-
natd prin intermediul a trei categorii
de perceptii:

1. Perceptia abilitatii (ability beliefs)
— numitd si “self-efficacy” sau
”self-concept”, ce reprezintd cre-
dinta studentului in capacitatea
(fortele) proprie la un moment dat.

2. Perceptia asteptarilor (expectancy
beliefs) — reprezinta asteptarile
(aspiratiile) studentului referitor
la succesul obtinut in viitor.

Perceptia
abilitatii

Perceptia
asteptarilor

Motivatia

Perceptia valorii

Item 15

Abilitatea ref. la Item 1
partea tehnica Item 5

Item 6

Abilitatea ref. la curs g
Item 10

Item 16
Importanta 4
Item 20
- Item 21
Utilitatea <
Item 25
Item 26
Placerea <
Item 31
Item 32
Costul <
Item 36

Figura 5. Modelul initial al instrumentului de evaluare a motivatiei

Perceptia valorii (value beliefs) —
reprezinta valoarea subiectiva atribui-
td de catre student anumitor sarcini.
Valorile pot fi: importanta, utilitatea,
placerea si costul. [6]

Itemii ce méasoara perceptia abi-
litatii contin:

Abilitatea referitor la partea teh-
nica — convingerea studentului de a
putea utiliza tehnic un LMS:

1. Sunt capabil de a intelege usor
cum sa utilizez un LMS.

2. Pot obtine informatia de care am
nevoie pentru curs prin inter-
mediul LMS.

3. Pot gasi usor materialele prezen-

4. Sunt capabil sa utilizez toate
posibilitatile LMS.

5. Pot utiliza usor un LMS.
Abilitatea referitor la cursul pla-

sat pe o platformd de invitare (con-
vingerea studentului referitor la pre-
gatirea de a utiliza un LMS in modul
corespunzator pentru a satisface cerin-
tele cursului):

1. Utilizand LMS, sunt capabil sa
raspund satisfacator cerintelor
cursului.

2. Sunt capabil sa rezolv chiar si
cele mai dificile sarcini in cadrul
cursului folosind LMS.

tate pe LMS.



3.

Sunt destul de capabil pentru a
reusi in cadrul cursului, utilizand
LMS.

Sunt capabil sd progresez in pro-
cesul de studiere a cursului, utili-
zand LMS.

Pot sd-mi imbunatatesc procesul
de construire a cunostintelor si
dezvoltare a competentelor in
cadrul cursului prin intermediul
LMS.

Itemi pentru masurarea percepti-

ei asteptarilor referitor la utilizarea
LMS pentru a avea succes:

1.

2.

Utilizand LMS, voi avea succes
in cadrul cursului.

Utilizarea LMS ma va ajuta sa
obtin rezultate pozitive n cadrul
cursului.

Utilizarea LMS ar trebui incura-
jatd de asemenea si in cadrul
altor cursuri.

As recomanda prietenilor utiliza-
rea LMS pentru cursurile lor.

. Intentionez sa utilizez acest LMS

si pe viitor.
Itemi pentru masurarea percepti-

ei valorii. Importanta:

1.

Este important pentru mine ca
utilizarea LMS ma ajuta sa obtin
cunostinte.

Este important pentru mine sa
reusesc in cadrul acestui curs.

. Am utilizat LMS la acest curs

pentru a satisface asteptarile pro-
fesorului.

Este important ca LMS ma ajuta
sa raspund asteptarilor personale
referitor la curs.

Este important pentru mine ca
utilizand LMS sa fiu satisfacut
de performanta mea la curs.
Utilitatea:

. LMS ofera suport atat pentru

novici, cat si pentru experti,
intrucédt contine toatd informatia
necesara pentru curs.

. Este util de a avea posibilitatea

sa colaborezi cu colegii/profeso-
rul prin intermediul LMS.

. Feedback-ul de la colegi/profe-

sor oferit prin intermediul LMS
este de folos studiilor.

. LMS serveste nu doar ca un me-

diu favorabil pentru invatare, dar
si ca o baza de date pretioasd
pentru pastrarea si Tmpartasirea
resurselor de predare-invatare-
evaluare.

. LMS reprezintd un instrument

util pentru procesul de studiu,
pentru ci ofera oportunitatea de a
intelege mai bine domeniul cur-
sului.

Placerea:

. Imi place si studiez in cadrul

cursului, utilizadnd LMS.

. LMS este foarte interesant pentru

studierea in cadrul cursului.

. Studierea in cadrul cursului prin

intermediul LMS mi-a parut pro-
vocatoare.

. LMS are potentialul de a crea

studentilor o atmosferd placuta
de lucru.

. Ma simt bine cu privire la imbu-

ndtatirea competentelor mele in
cadrul cursului prin intermediul
LMS.

. Sunt curios sa studiez In cadrul

cursului prin intermediul LMS.
Costul:

. Am utilizat LMS foarte des cu

mare placere.

. Pentru mine utilizarea LMS nu a

reprezentat un efort.

. Utilizarea frecventd a LMS nu

mi-a rapit foarte mult timp.

. Nu am nevoie de mult timp

pentru a invata sa utilizez LMS
pentru studierea cursului.

. Utilizarea LMS la curs nu

necesita efort.




10.

11.

12.

13.

14.
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O VIATA SI UN DESTIN DE ARTIST:
MAESTRUL ION PAULENCU LA 75 DE ANI

LIFE AND DESTINY OF AN ARTIST:
MAESTRO ION PAULENCU AT THE 75th ANNIVERSARY

Emilia MORARU,
doctor, conferentiar universitar,
Academia de Muzica, Teatru si Arte Plastice, Chiginau

Artistul si profesorul Ion Paulencu
este cunoscut publicului meloman,
dar si specialistilor din domeniu nu
doar prin vocea inconfundabila, prin
evolutiile remarcabile in spectacole de
opera sau in concerte de muzica folclo-
ricd. Distinsul muzician, exponent al
culturii nationale, este cunoscut si prin
discipolii pe care i-a ghidat de-a lun-
gul carierei sale pedagogice, la ca-
tedrele Muzica populard (sectia Canto
popular) si Pedagogie Muzicala ale
Academiei de Muzica, Teatru si Arte
Plastice, precum si la Colegiul Re-
publican de Muzica ,,Stefan Neaga”.

In acest context, nu putem si nu
mentionam dragostea si grija maestru-
lui pentru invataceii sai, daruirea de
sine puse pe altarul artei si, mai ales,
pe cel al promovarii valorilor autenti-
ce.

In ceea ce priveste activitatea
didactica la catedra Pedagogie Muzi-
cala (In anii 90 ai secolului trecut,
catedra avea denumirea de Dirijat co-
ral a Institutului de Arte), marturisesc
ca am avut fericitul prilej sd urmaresc
lectiile maestrului si evoluarile 1n exa-
mene ale discipolilor din clasa Dom-
niei sale inca din perioada de studentie.
Un lucru mi-a fost clar de pe-atunci:
profesorul lon Paulencu este unul
charismatic, indragit si urmat cu mult
devotament de discipoli, un profesor
care stie sa ofere Incredere, sa lucreze

cu migald nu doar asupra tehnicii vo-
cale, ci, mai ales, asupra spiritului.
Cand Maestrul intra la catedra, cu chi-
pul sau luminos si vocea-i profunda,
aduna imediat in jurul sdu si studentii,
si profesorii. Discipolii 1l asteptau cu
mare drag la ore, se considerau noro-
cosi si-i purtau un deosebit respect.
Au fost mai multi studenti care si-au
exprimat optiunea de a fi repartizati in
clasa de canto a Domniei sale. Cu
multi dintre ei maestrul mentine lega-
tura, fiind intotdeauna dispus sa le
ofere sprijinul necesar.

Un mare cunoscator al folcloru-
lui, al traditiilor si obiceiurilor popu-
lare, lon Paulencu, pe parcursul celor
trei decenii de activitate pedagogica,
educa tineri cantareti de muzica popu-
lara, adevarate talente, pe care stie sa-i
valorifice prin participarea lor in con-
certe, in concursuri sau festivaluri de
cantec folcloric si de romante de mare
prestigiu.

Astfel, unele dintre aceste eveni-
mente artistice, la care au participat
discipolii profesorului Ion Paulencu in
repetate randuri, au avut loc atat in
Republica Moldova, cét si in unele
orase din Romania. Printre ele amin-
tim: Festivalul-Concurs al interpretilor
de cantec folcloric ,,Maria Dragan”,
Concursul National al Interpretilor de
cantec folcloric ,,Tamara Ciobanu”,
Festivalul-Concurs de creatie si inter-




pretare a romantei ,,Crizantema de Ar-
gint”, Festivalul-Concurs de romante
,,Crizantema de Aur” si multe altele.

Maestrul lon Paulencu poate fi
mandru de discipolii domniei sale, care
au reusit sa atinga performante deoSe-
bite si s devina laureati ai concursu-
rilor si festivalurilor sus-mentionate.
O si dau cateva nume de cantareti, ca-
re au devenit cunoscuti gratie partici-
parilor in cadrul acestor evenimente
de mare rezonanta culturala.

Asadar, Neonela Duplei este de-
tindtoarea Premiului Mare la Festivalul
,,Maria Biesu”, in 2004, si a Premiului
Mare la Festivalul-Concurs de creatie
si interpretare a romantei ,,Crizantema
de Argint”, in 2011; Tatiana Straista-
Burlac — detindtoarea Premiului Mare
la Festivalul-Concurs de creatie si in-
terpretare a romantei ,,Crizantema de
Argint” si a Premiului I la Festivalul-
Concurs de romante ,,Crizantema de
Aur”, ambele in 2009; Dumitru Caulea
— detinator al Trofeului ,,Irina Loghin”
la Concursul National de muzica po-
pulara ,,Serbarile Toamnei la Vialenii
de Munte”, in 1999, si al Premiului
Mare la Festivalul-Concurs de muzica
populara roméneascéd ,,Din cdntecele
neamului”, Cernauti, in 2001; Irina
Ciubaciuc — detinatoarea Premiului
Mare la Festivalul-Concurs de creatie
artisticd ,,Floarea omeniei”, al Pre-
miului 11 la Concursul Republican de
Interpretare instrumentalda si vocalad
,Stefan Neaga”, in 2011, si al Premiu-
lui 1l la Festivalul-Concurs internatio-
nal de folclor roménesc ,,/n gradina
cu flori multe”, in 2012; Diamanta
Paterau — detinatoarea Premiului I la
Concursul Republican al interpretilor
cantecului folcloric ,,Tamara Ciobanu”
si al Premiului I la Festivalul-Concurs
de romante ,,Crizantema de Aur”, in
2004; Mihaela Tabura — detinatoarea

Premiului Mare la Festivalul-Concurs
al interpretilor cantecului folcloric
»~Maria Dragan”, al Premiului II la
Concursul National al interpretilor de
cantec folcloric ,,Tamara Ciobanu” si
al Premiului 1l la Festivalul Interna-
tional de Folclor ,,Cantecele neamului
RO — UA — MD” —toate in 2014.

Maestrul lon Paulencu este fon-
datorul faimosului ansamblu folcloric
,Bucovina” al Colegiului Republican
de Muzica ,,Stefan Neaga”, care, de
asemenea, a participat in cadrul unor
concursuri si festivaluri municipale de
gen si s-a Invrednicit de mai multe pre-
mii. Astfel, formatia detine, din anul
2004, titlul de ,,colectiv model”. Ghi-
datd cu multa pasiune de maestrul Ion
Paulencu, ansamblul folcloric ,,Buco-
vina” a devenit Laureat al Festivalului-
Concurs municipal al traditiilor si obi-
ceiurilor de iarna ,,Florile dalbe”, in
2002, 2003 si 2005, al Festivalului-
Concurs municipal de cantec popular
pascal ,,Pentru Tine, Doamne”, in 2004
si al Festivalului-Concurs de folclor os-
tisesc ,,La onor, la datorie” in 2005.

Preocuparile profesorului  Ion
Paulencu pentru pregatirea vocald a
viitorilor cantareti sunt reflectate intr-un
sir de articole, aparute, in special, in
ziarul Faclia, in care maestrul abor-
deaza probleme de tehnica si estetica
vocala.

De asemenea, Domnia sa este
autorul unui manual de canto popular
(nepublicat incd), 1n care profesorul
Ion Paulencu face apel atat la
experienta artistica a unor cantareti de
seamd, precum si la vasta lui experi-
enta pedagogica si artistica, acumula-
ta in timp, impartasind-o, astfel, tutu-
ror celor interesati de tainele cantului
vocal. Manualul cuprinde doud capi-
tole, Aspecte teoretico-practice pri-
vind pregitirea profesionald a canta-
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retilor de muzica populara si Reco-
mandari metodice si de repertoriu,
Sistematizate dupd programul de
patru ani de studiu, in care autorul
descrie etapele de insusire practica a
cantului vocal, Insotite de exercitii si
recomandari metodice pentru fiecare
treaptd de studiu. Printre cele mai
pretioase sfaturi ale maestrului, men-
tionam cel legat de genurile folclorice
cu care trebuie sa inceapa un studiu
serios la canto popular. Astfel, lon
Paulencu considera ca doina, balada
si cantecul liric (in tempo hora rard,
lent) sunt cele mai potrivite genuri
vocale, care apartin folclorului nostru
autentic si care cultivad, in mod ideal,
eficient si prodigios, vocea umana.
incercand si caut o explicatie pentru
acest fenomen, am conchis cd, desi
sunt considerate a fi foarte dificile
pentru interpretare, totusi, genurile
mentionate sunt cele mai aproape de
sufletul uman, iar arta cantarii — Se
cunoaste — este o artd care vine din
sufletul omului”.

O contributie esentiala la valorifi-
carea, promovarea traditiilor si obice-

iurilor populare o constituie elaborari-
le stiintifico-didactice ale profesorului
lon Paulencu, destinate studentilor
vocalisti din institutiile de invatamant
artistic superior si mediu de specia-
litate. Este vorba despre trei suporturi
de curs, intitulate Traditii ale nuntii in
Bucovina, O perla a teatrului popular
— IROZII, Obiceiul PLUGUSORUL in
satul Voloca, raionul Hliboca (Addn-
cata), regiunea Cernauti, care au fost
publicate in 2013.

Asadar, experienta pedagogica a
Maestrului lon Paulencu este una
vastd, bogatd in evenimente artistice,
traite Tmpreund cu discipolii domniei
sale, carora a reusit sa le cultive dra-
gostea de folclor, de cantecul popular,
de valorile autentice, de tot ce in-
seamna frumos si se Inscrie in patri-
moniul cultural al neamului.

La ceas aniversar, Va felicit,
Maestre drag, si va doresc multd sana-
tate, inspiratie, cat mai multe realizari
artistice, discipoli talentati, o viata
prospera si binecuvantata!

Sa ne traiti, Maestre! La Mulfi
Ani!




