APLIS

Alecu Russo Bilti State University
Faculty of Philology
English & German Philology Department

V INTERNATIONAL SPRING SYMPOSIUM PROCEEDINGS

Professional Development in Language Contexts:
Perceptions and Practices

March 15" — 16", 2019

Bilti, 2019



Edited by Ana Muntean, Viorica Condrat

This publication is provided by the Public Affairs Section of the US
Embassy in Moldova and the Assosiation of Teachers of Foreign
Languages from Balti.

Authors shall bear the responsibility for the contents of the articles.

"Professional Development in Language Contexts: Perceptions
and Practices", symposium proceedings (5 ; 2019 ; Balti).5
International Spring Symposium  Proceedings "Professional
Development in Language Contexts: Perceptions and Practices", March
15%-16%, 2019/ sci. com.: Anca Cehan [et al.] ; org. com.: Viorica
Cebotaros [et al.]. — Balti : S. n., 2019 (Tipogr. "Indigou Color"). — 187 p.

Antetit.: Alecu Russo Balti State Univ., Fac. of Philology, Engl.
& German Philology Dep. — Texte : Ib. rom., engl., germ., alte 1b. striine.
—Rez.: Ib. engl. — Bibliogr. la sfarsitul art. — 100 ex.

ISBN 978-9975-3316-2-3.

[811+37.02]:378(082)=00
P 94

Tipografia nu poarta raspundere pentru continutul articolelor.



The current proceedings incorporate the research results presented at
the 5™ International Spring Symposium held at Alecu Russo Balti
State University. The contributions focus on current issues concerning
language development and innovative language teaching practice.

Scientific Committee:

Dr. Anca Cehan, Professor, A. I. Cuza University, lasi, Romania

Dr. Veronica Neagu, Associate Professor, IRIM, Chisinau

Dr. lulia Ignatiuc, Associate Professor, Alecu Russo Balti State
University

Dr. Valentina Smatov, Associate Professor, Alecu Russo Bélti State
University

Dr. Lilia Trinca, Associate Professor, Alecu Russo Balti State
University

Dr. Maria Abramciuc, Associate Professor, Alecu Russo Balti State
University

Dr. Anna Pomelnicova, Associate Professor, Alecu Russo Balti State
University

Dr. Oxana Chira, lecturer, Alecu Russo Balti State University

Dr. Viorica Cebotaros, lecturer, Alecu Russo Bélti State University
Dr. Viorica Condrat, lecturer, Alecu Russo Balti State University

Dr. Victoria Mascaliuc, lecturer, Alecu Russo Balti State University

Organizing Committee of the Symposium:

Viorica Cebotaros, Chairperson of the English and German
Philology Department

Dina Puiu, Director of the English Regional Resource Centre
Ana Muntean, Staff Member of APLIS

Viorica Condrat, Staff Member of APLIS

Victoria Mascaliuc, Staff Member of APLIS

Silvia Bogdan, Staff Member of APLIS

Alexxa Houk, Fulbright Teacher Assistant



CONTENTS

ASSESSMENT THROUGHOUT THE METHODOLOGY
CURRICULUM

OlENA BEVZ ... et e e e e e eraeeaae e

AUGMENTATIVBILDUNGEN IN DER SPRACHE DER
MASSENMEDIEN

Irina BULGACOV AL ..ottt 15

MOTIVARE SI METAFORA COGNITIVA
IN TERMINOLOGIA ACTUALA

Doina BUTIURCA ...t 22
DEFINING ‘METHOD’ IN THE POST-METHOD ERA
ANca CEHAN ... 31

ZU WELCHEM TABU SCHWEIGEN SIE GERADE IM
MEHRSPRACHIGEN KLASSENZIMMER?

OXaANA CHIRA ..o 40

LE ROLE DE LA MEMOIRE DANS L’EXPLORATION
DU TEXTE DRAMATIQUE EN CLASSE DE FLE

Mariana CHIRITA......cccoiiiiee et 47

TACKLING THE CONCEPTUAL ISSUES
IN LANGUAGE EDUCAITON: DO WE DEVELOP SKILLS
OR COMPETENCES?

Vi10rica CONDRAT ..ot 53

THE FLIPPED CLASSROOM: MAKING YOUTUBE
VIDEOS TO ENHANCE STUDENTS’ LEARNING

Viorica CONDRAT ....oooiiiii 63

IMPROVEMENT OF STUDENTS’ LEARNING VIA GROUP
WORKING AND TUTORING

Alla GEMBARUK, Svitlana DERKACH..........ccccccocevininnininnenne. 72

INTERCULTURAL COMPETENCE DEVELOPMENT
IN ESL CLASSROOM

Tryna KHOLOD ..o eeeeeeoeeeeeeeeeeeseeeseeeseeeseees s eessseeeeeeee 79



HAPOJHBIE 3AI'AZIKM KAK SOPEKTHBHOE CPEICTBO
UHTEJUIEKTYAJIBHOI'O PA3BUTUA JETEU

Tatiana KOTILEVSKAYA ....ooooiiiiiieeeee e eeeeeeeeee e 86
AHTJIMMCKUE ITOCJIOBUIIBLI U ITIOT'OBOPKU O
[MPUHIIUITIAX OBYUEHUM S

Oleksandr KOVALENKO.......cooovioiiiiiiiieeeeeceeeeee et 93

IDENTITY DISCOURSE OF IN- AND OUT- MOLDOVANS IN
THE GLOBAL CONTEXT

Victoria MASCALIUC ... 99

ON THE IMPLEMENTATION OF A COMPETENCE BASED
CURRICULUM IN THE REPUBLIC OF MOLDOVA

Ana MUNTEAN ..ottt 107

USING LITERATURE CIRCLES TO ENHANCE GROUP
DISCUSSIONS IN THE CLASSROOM

José Luis PEREA-HERNANDEZ, Lidiia AIZIKOVA................. 114

ITEM TEST SPECIFICATIONS: HOW TO CREATE RECIPES
FOR LANGUAGE ASSESSMENTS AND TESTS

Luis PEREA, MLEd., MLA. ..o 126

THE PRAGMATICS OF COMPLIMENT EXPRESSIONS
BETWEEN NATIVE SPEAKERS OF ENGLISH, RUSSIAN,
AND UKRAINIAN

Luis PEREA, Anzhelika SOLODKA, Natalia ROMANCHUCK,
Zoya OGANESYAN, Svitlana KUSHNIRENKO ..........c..cccce..c.... 143

INTONATION ALS EINE WICHTIGE KOMPONENTE DER
KOMMUNIKATIONSFAHIGKEIT

Ana POMELNICOVA .......oooiiiiiiiinteienteeeseeene et 160
SENSURI POETICE ALE CROMONIMULUI NEGRU
IN OPERA POETICA A LUI BOGDAN GHIU

Lilia RACTULA ..o s e 167

INTERCULTURAL COMMUNICATION AND CULTURAL
IDENTITY AT EFL LESSONS

Micaela TAULEAN ..ottt 174



HNCIIOJIbB3OBAHUE MAJIBIX ®OPM ®OJIBKJIOPA
B PABOTE C YHAIIIUMUCA C UHTEJJIEKTY AJIbBHOU
HEAOCTATOYHOCTBIO

Larisa ZORILO, Maria PERETEATCU ......ccoccoeiiiiiiieeieeeeeeenn,



ASSESSMENT THROUGHOUT THE METHODOLOGY
CURRICULUM

Olena BEVZ, PhD
Pavio Tychyna Uman State Pedagogical University, Ukraine
elenabevzp@gmail.com

Abstract: The article deals with the forms of assessment, recommended by
New Methodology Curriculum designed within the joint project of Ministry
of Education and Science of Ukraine and British Council Ukraine ‘New
Generation School Teacher’. The new approaches to training future English
language teachers suggests changes not only in the content of Methodology
course, but also in approaches to teaching, that are intended to promote high
levels of interaction and student involvement in their own learning processes.
These consequently implies the alteration of traditional forms of assessment
aimed at checking theoretical knowledge of the discipline rather than
practical skills needed for the profession of a teacher. So, assessment tasks
are designed to reinforce learning throughout the programme. Each module
has specified outcomes, assessed by a combination of stand-alone
assignments and portfolios including two or more assignments. Final
assessment is based on school practice as well as in-course assignments and
qualification paper defence.

Keywords: future English language teachers, methodology curriculum, New
Generation School Teacher project, assignment types, performance-based
tasks, authentic tasks, portfolio assessment specifications, forms of
assessment, objectives, learning outcomes, reflection.

Ukraine’s move towards Europe and the wider world has brought
into focus the need for higher standards of English among the
country’s citizens. The improvement that is needed can only be
achieved if standards of English teaching are raised at every level of
the education system. Pre-existing traditions in language teaching
based on the approach, where English could be taught and examined
simply as a school subject or college discipline, with an emphasis on
knowledge of grammar and vocabulary, and with little or no need to
see the language as a means of active communication or as a life skill.
Ukraine has set the standards that need to be achieved at various levels
of its education system following internationally accepted standards
for proficiency in foreign languages published in the Common
European Framework of Reference for Languages by the Council of
Europe. However, there is a gap between what is recommended and
what is actually happening. To make these standards realistic the new
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Pre-Service Teacher Training (PRESETT) curriculum at Bachelor’s
level for trainee teachers of English was launched in ten Ukrainian
universities in 2016, Pavlo Tychyna Uman State Pedagogical
University among them.

The broad understanding of assessment within the Curriculum is
shaped in the glossary it contained, which states that it is the process
of collecting data or forming an opinion on learners’ achievement,
proficiency or progress either formally (awarding marks) or
informally [3]. Therefore, the term ‘assessment’ can refer to both
formal and informal assessments and it is more appropriate to use
when referring to performance-based tests/ tasks and portfolios [2].
P. Black identifies three broad purposes of assessment:

1) those of certification of students’ achievements;

2) the accountability of the education system through the
publication and comparison of results;

3) the promotion of learning through the provision of
helpful feedback [1].

The third purpose laid emphasis on interrelation between
assessment and learning underlying the role that assessment can play
in monitoring and raising educational standards. It was extremely
important to create an assessment system within the Methodology
Curriculum which embodies high standards and monitors performance
focusing on procedures and products of assessment.

Assessment in the Methodology Curriculum consists of two main
components:

* Continuous assessment

* Final assessment.

Continuous assessment is carried out by the methodology
teacher during each module and is both progress- and achievement-
focussed. Its main aim is to evaluate how successfully students
achieved the learning outcomes for the module. Students complete
assignments (including portfolios') for which they are given grades
according to the detailed criteria in the assessment specifications for
each module in the Curriculum.

' A collection of assignments developed in or out of class and
documents that a learner has selected and collected to show
growth and achievement over time.
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The programme is focused on authentic assessment which
requires that students engage with real-life problems, issues, or tasks
for an audience who cares about or has a stake in what students learn.
Authentic tasks enable students to make sense of and apply what they
have learned and to establish clear connections between what they
have learned in methodology class and the school practice which they
observed or actually are involved in while teaching whole English
lessons or just segments due to the given assignments. Such tasks
provide a wonderful opportunity for students to demonstrate what they
have learned in the course of a unit of the programme as a whole. Here
is the example of the authentic task, which also illustrates the
interrelation between all the elements of the Curriculum.

Module 1 ‘Understanding Learners and Learning’, Unit
‘Developing Learner Autonomy’.

Objectives of the unit aim at raising students’ awareness and
developing their abilities.

By the end of the unit, students will be aware of:

* the concept, principles and theories of autonomy; reasons for the
development of learner autonomy; key elements and levels of
learner autonomy

* psychological attributes of autonomous learners

» their own learning strategies and learning styles, their strengths
and areas to work on

* and will be able to:

*  help learners to develop learning autonomy and autonomous
learning strategies

* use methods and techniques for fostering learner autonomy (pair
work, cooperative learning) in class and beyond the classroom.
The Curriculum includes Indicative Content of the unit indicating

the recommended items to ensure the possibility to meet the unit

objectives:

* Definitions and theories of learner autonomy (the differences
between learner autonomy, individualisation, self-instruction,
self-directed learning, learner-centredness).

*  Principles of autonomy

* Reasons for the development of learner autonomy. Lifelong
learning

* Psychological factors in learner autonomy: self-regulation,
individual differences (age, aptitude, cognitive style, academic
performance, individualism), motivation
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* Elements of learner autonomy: responsibility; self-awareness;
decision making (determining the objectives, defining content,
selecting methods and techniques, assessing progress)

* Levels of autonomy

* Autonomy in the classroom (pair work, group work, project
work). Group-oriented approaches to developing autonomy

* Autonomy beyond the classroom (self-access, CALL, distance
learning, tandem learning, studying abroad, out of class learning,
self-instruction)

* European Language Portfolio as one of the tools for developing
learner autonomy’.

Unit objectives find their reflection in the Module learning
outcome, which states, that as a result of learning on this module,
students should demonstrate the ability to give recommendations to a
group of learners on how to plan, organise and take control of their
own learning.

Such type of information concerning every module and unit of the

programme is available for students from the very beginning of their

learning in the programme. It is downloadable from New Generation

School Teacher web site. At Pavlo Tychyna Uman State Pedagogical

University students also use extensively the virtual learning platform

(MOODLE) for information, assessment specifications of

assignments and portfolio items descriptions including assessment

criteria, indicative bibliography, suggested templates etc.

So, on learning on the unit students are asked to create a portfolio
item — a set of recommendations aimed at developing learner
autonomy in a specified group of schoolchildren — weighting 20 % of
the assessment on the Module:

Compile a profile for a specified group of learners you observed
at school (see the table below) and give a set of recommendations
(maximum 300 words) aimed at developing learner autonomy. Refer
to relevant theories.
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Group profile

Age

L1

Cultural
background

Level of English

Learning styles

Learning needs

Students are assessed on the basis of Task fulfilment which
includes number of words, learners’ profile included, deadline met and
mainly on the suggested evidence of their ability to make practical
recommendations for developing autonomy in learners with reference
to relevant theories.
Assessment criteria vary according to assignment type. At the end
of the course, all the scores for module assignments are averaged to
yield a final grade.
One may trace such interconnection of unit objectives, module
learning outcomes and assessment assignments throughout the whole
Curriculum.
Here are some more examples of the similar assignment.
Unit ‘Working with Materials’. Create a portfolio item:
Evaluate a unit from a course book for a specified educational
context (secondary school, grade ...) according to the set criteria.
Write a report (250-300 words), justifying your decisions and giving
evidence that this unit suits/does not suit learners’ needs and the
requirements of the curriculum.
Unit ‘Error Analysis and Dealing with Errors’. Create a portfolio
item:
Individually correct and grade a given piece of learner writing
using agreed criteria. Submit the corrected paper and write a rationale
(250-300 words), justifying your approach to the correction taken.
Unit ‘Classroom Management’. Create a portfolio item:
Analyse a lesson observed during school practice focusing on
organisation, modes of participation/interaction, classroom language,
classroom resources.
Procedure:

* observe a lesson and do the observation tasks

* write an account of the lesson based on your observation of the
organisation, modes of participation/interaction, and instruction-

11



giving skills; state which of these aspects contributed to the

effectiveness of the lesson and why; identify the most important

factors that you personally will need to attend to when managing
your own classroom in the future.

There is a wide range of assignment types in the Curriculum.
These assignments are intended as learning experiences as well as
ways of assessing students. Assignment types include:
essay, reflective writing, report, presentation, quiz, lesson plan, case
study, materials and test design, professional development plan,
portfolio.

The Curriculum attaches special importance to the students’
ability to reflect critically on their experience and combine that
experience with prior knowledge. To develop this ability in trainee
teachers is essential, as reflection is not a luxury; it is a necessity. In
the Curriculum glossary we find the following definition of reflection:
“A way of professional and personal development by conscious and
systematic thinking over and analysing learning and/or teaching
experiences” [3]. Reflection underpins the entire learning process
throughout the Curriculum. Students are given reflective prompts
which are open-ended questions or prompts that help them think about
or process their learning. It is the crucial point in every session
delivered to students in methodology course, every observation task
they are to perform during their school experience and surely it is the
basis for completing assignments for their assessment.

Here we provide more examples of such assignment types.

Units ‘Principles of Communicative Language Teaching’. Create
a portfolio item:

Write a reflective account (approx. 250-300 words) of
microteaching addressing communicative dimensions in teaching
grammar or vocabulary

Points to cover:

* things you have found challenging in microteaching and the
experience you have gained from teaching or participating as a
learner

* vocabulary/grammar activities you tried out and the feedback
you received from your peers

* classroom conditions which helped you to teach/learn effectively
or which interfered with your microteaching/learning
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* any differences between the ways you learned
vocabulary/grammar at school and the ways you would choose to
teach it.

Module 4 Preparing to Teach 3. Create a portfolio item:

Write a reflective account (450-500 words) with evidence of your
progress throughout this module and your development as a future
teacher.

Account for your ability to:
design a lesson plan for use with a specific group of learners
» apply a set of criteria for evaluating coursebooks and materials

for a specific learning/teaching context

* apply principles of task/test selection and design

* assess and evaluate learner’s listening, speaking, reading and
writing skills using set criteria

* identify different types of errors in learners’ spoken and written
language and deal with them appropriately.

As it was stated at the beginning of this article the working team
of the project developed the assessment system with a focus on
performance-based tasks and portfolios. Students are to design
something (an activity, a set of activities, a segment of a lesson plan,
a lesson plan), deliver it in practice and reflect on the experience
gained.

The following examples of assignments illustrate the procedure.

Unit ‘Developing Intercultural Competence’:

Procedure:

*  Choose a visual (an image or a film clip used to illustrate a story
or a message) with strong representation of culture.

* Design and conduct a 5-7-minute classroom activity for
developing cultural awareness.

* Reflect on your experience of trying the activity out in class in
writing (maximum 150 words).

Unit ‘Linguistic Competence: Teaching Grammar in Context’.
Create a portfolio item — a set of activities for teaching grammar in
context:

Put together four activities for teaching grammar in a
communicative context to a specified group of learners.

Procedure:

» select activities using the following criteria: learners’ needs,
learners’ age, level of English, learning styles, school curriculum
requirements
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* accompany each activity with a purpose, clear instructions and
the description of the procedure

* teach one of the activities in your methodology class with your
peers playing the role of your target group of learners.

*  Write a reflective account (approx. 250-300 words) of
microteaching.

So, students are extensively involved in either microteaching or
teaching a group of learners during their school experience days
therefore in real-life classrooms, which then become the basis for
completing their assessment assignments. An important thing students
often report about such established practice is that it makes them more
confident and prepares for observed teaching stage of their school
experience.

Final assessment is carried out at the end of the methodology
course. It is aimed at evaluating how successfully a student achieved
the learning outcomes of the whole Curriculum as detailed in the
Profile of a Newly-Qualified English Teacher. This assessment
consists of the following components:

* Average score achieved in all module assessments (30%)
*  Observed teaching (40%)
*  Qualification paper (30%).

Each component is assessed separately according to different
criteria. To pass the Methodology course, students must be successful
in all of the three components.

Observed Teaching is assessed in Semester 8. It is here that a
student’s ability to teach in a principled and well-organised way is
assessed, according to the detailed criteria set out in the Curriculum
document. It is recommended that students are assessed on the basis
of ten observed lessons. Two of these lessons to be observed and
assessed, using agreed criteria, by the course tutor and eight by the
school mentor. The course tutor should assess classes at two different
levels (primary and secondary).

The qualification paper demonstrates a student’s ability to link
theoretical knowledge with the practical elements of their own work
during school experience (Observed teaching). The student submits
the paper in English at the end of Semester 8. The paper is assessed
according to the detailed criteria. This accounts for 70% of the total
for the qualification paper. A further 30% is allocated to the oral
examination (defence) which is undertaken in English in the presence
of the State Examination Board.
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The analysis of the Methodology Curriculum materials shows the
clear connection and interrelation between what trainee teaches are
exposed to and what is included into their assessment assignments
enabling meeting the units objectives and modules learning outcomes.
Continuous assessment throughout the Curriculum aimed at
promotion of learning through performance-based tasks and portfolio
items which requires on the part of learners profound reflection about
their own learning and teaching experience. Final assessment
accumulates students’ gains of the whole 3-Year Methodology Course
and includes average score achieved in all module assessments, scores
earned for observed teaching and qualification paper writing and
defence.
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AUGMENTATIVBILDUNGEN IN DER SPRACHE DER
MASSENMEDIEN

Irina BULGACOVA
Alecu Russo Bilti State University, Moldova
ibulgakova@mail.ru

Abstract: The following article deals with augmentative formations, that is,
word formation products that reinforce or intensify the meaning of the basis.
The focus is on the use of augmentation in the language of the German mass
media. Based on a number of examples registered in current mass media
texts, we have analyzed various word formation methods, the semantic
peculiarities and the pragmatic performance of augmentative formations in
modern German.
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Die Massenmedien stellen eine dominierende
Informationsquelle und eines der wichtigsten Kommunikationsmittel
in der modernen Gesellschaft dar. Sie werden als eine aktuelle Form
der Kultur verstanden, die ein breites Publikum erreicht und sich an
seine  Entspannungs- und Unterhaltungsbediirfnisse  anpasst,
Interessen, Handlungsmaximen, Konsumverhalten der Menschen
bestimmt und standardisiert. Um dem Publikum die Informationen
schmackhaft zu machen, miissen die Medien ein Interesse fiir das
Berichtete wecken. Dabei werden verschiedene sprachliche Mittel und
stilistische Ansédtze herangezogen. Zu solchen Mitteln gehéren neben
den anderen die sog. Augmentativbildungen.

In der Sprachwissenschaft bezeichnet man als Augmentativum
oder Augmentativbildung (lat. Augmentare/augmentum
,vermehren/Vermehrung) eine durch ein Prafix oder Suffix
gekennzeichnete VergroBerungsform [2, S.181]. Neben dem
Terminus Augmentativum sind in der deutschen Forschungsliteratur
zahlreiche synonymische Termini zu finden. Man nennt solche durch
Wortbildung verstirkte Worter Augmentativbildungen,
Verstiarkungsbildungen, Gradativbildungen, elativische Bildungen,
Expansion, Modifikation, Intensitiva oder VergroBerungsbildungen
[5, S. 50].

Wir schliefen uns der Meinung von Ruf an und behandeln die zu
untersuchenden Kombinationen als Augmentativbildungen, weil sich
der Begriff auf den linguistischen Forschungsbereich beschrénkt,
wihrend andere Termini in ihrer semantischen Vielfalt die fachlich
gebrauchte Bedeutung als eine Nebenbedeutung haben. Unter
Augmentativbildungen werden hier Bildungen verstanden, in denen
die Bedeutung eines in der Sprache frei existierten Lexems, durch ein
Préfix/Préfixoid verstirkt wird.

Nach BuBmann sind Augmentativbildungen desubstantivische
oder deadjektivische Ableitungen mittels bestimmter Suffixe (vor
allem in den stidromanischen Sprachen), die eine VergroBerung des
urspriinglich bezeichneten Gegenstandes anzeigen Im Deutschen wird
dieser Terminus auf eine grofe Zahl emotional gefarbter - Prifixoide
angewandt, die (bes. in der Jugendsprache) der Ausdrucksverstarkung
dienen, z.B. Riesen-, Spitzen-, Bomben-, Hollen-, Mords-, Pfunds-,
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sau-, hoch-, tod-, stock-, z.B.. Riesenspafy, Spitzengehalt,
Mordshunger, sauwohl.

Nicht nur Prifixoide sondern auch Prifixe kdnnen den
Basisinhalt steigern: Un-menge, ur-plotzlich, erz-reaktiondr [1, S.
111]. Anhand seiner Forschungen in diesem Bereich stellt Kammerer
fest, dass die Augmentativa des Deutschen emotional geféarbt sind und
der Ausdrucksverstiarkung dienen [4, S. 298].

In der einschldgigen Forschungsliteratur wird der Terminus
augmentativ bzw. Augmentativum hdufig nur in Bezug auf
substantivische Bildungen verwendet. So schlieBen Fleischer und
Barz die Augmentation der Adjektive vollig aus [3, S. 210]. Wellmann
vertritt die Ansicht, dass die meisten Augmentativmorphemen ganz
oder weitgehend auf den Anwendungsbereich des Substantivs
beschréinkt bleiben [6, S. 487]. Andererseits gebe es aber auch Préfixe
bzw. Prifixoide, die nur zur Wortbildung des Adjektivs dienen. In
unserer Untersuchung gehen wir sowohl auf substantivische als auch
auf adjektivische Augmentativbildungen ein, da wir keine Griinde
dafiir finden, solche lexikalischen Einheiten wie supersympatisch oder
riesenstark von dieser Erscheinung abzutrennen.

Nicht nur in der Alltagssprache, oder wie manche Autoren
behaupten, in umgangssprachlich-saloppen Sprachschichten, sondern
auch in der Sprache der Massenmedien treten die
Augmentativbildungen haufig auf. Dies bestitigt auch die empirische
Analyse der Texte, die in der Wochenzeitung ,,Die Zeit* — online in
den Jahren 2017- 2018 erschienen sind. Zugrunde einer eingehenden
Untersuchung wurde das Korpus gelegt, das 378 Belege mit
augmentativen Préfixen und/oder Préfixoiden enthélt.

Die semantische Analyse der Belege hat ergeben, dass im
Korpus nur 17 von 63 in der Fachliteratur als augmentativ anerkannten
Prifixen und Préfixoiden vorkommen. Solche Augmentativbildungen
wie Affen-, Atom-, Bettel-, Bitter-, Bomben-, Blut-, Bullen-, Krach-,
Kreuz-, Monster-, Mords-, Sau-, Sterbens-, Stink-, Teufels-, Tief-,
Welt-, Wunder- u.a. sind fiir die politisch oder gesellschaftlich
gepriagten informierenden und meinungsbetonten Zeitungstexte
irrelevant, es wurden keine Belege mit den entsprechenden
Wortbildungseinheiten registriert. Zwar kommen manche von
aufgezihlten Augmentativa (z.B.: Atom-, Welt-) im Korpus vor, aber
in ihrer direkten Bedeutung als Bestimmungskomponenten der
Komposita, z. B:
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Den ndchstgrofieren stellt der Schlingerkurs der von Angela
Merkel gefiihrten Regierungen in der Atom- und Energiepolitik dar.
(Die Zeit, 29.07.2017)

1917 iibernehmen die USA eine neue welt- und europapolitische
Rolle. (Die Zeit, 19.01.2017)

Die Augmentativbildungen treten in den untersuchten Texten
mit verschiedener Héufigkeit auf. Der hochsten Vorkommensfrequenz
erfreuen sich die Préfixoide:

- super- (Superleistung, Supererfolg);

- grof3- (Grofsforschungsprojekt, Grofimeister)
- ultra- (Ultra-Konservatismus, Ultra-Liberale),
- multi- (Multikulturalitit, Multi-Media)

und die Prifixe:

- ur- (Ur-Demokratie, Ur-iPhone),

- iiber- (Uber-Thema, Uberversorgung).

Augmentative Priafixe und Préfixoide lassen sich mit Basen
verschiedenartig kombinieren. Die Analyse der morphologischen
Struktur der Belege hat folgende Kombinationsmdglichkeiten
ergeben:

- Vorherrschende Verwendung von heimischen
Prifixoiden/Préfixen vor heimischen Basen, z.B.: Grofereignis,
Sonderweg, Sonderabsprache, Kernsatz, Spitzenkandidat.

Das Grundproblem ist die Uberkapazitt. (Die Zeit, 26.01.2018)

- Gelédufige Verwendung von heimischen
Prafixoiden/Prifixen vor entlehnten Basen, z. B.:
Grofskonzern, Sondermaschine, Spitzengremien,
Spitzenpolitiker, Uberdosis, hochkomplex, hochdotiert,
hochsensibel.

Der Tag eines Spitzenpolitikers ist nicht selten in 15-Minuten-
Einheiten getaktet. (Die Zeit, 01.01.2018)

- Seltene Verwendung von fremden Prafixoiden/Préfixen
vor fremden Basen, z. B.: multikulturell, topmodern,
Hyperkulturalitdt, ultrakonservativ, Mammut-Graffiti,
Rekordniveau.

Tausende Abbildungen kiinden vom kreativen Wirken der friihen
Europder: Mammut-Graffiti gibt es zuhauf nérdlich und siidlich der
Pyrenden ...(Die Zeit, 09.01.2018)
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- Geringe Verwendung von fremden Prifixoiden/Préifixen
vor heimischen Basen (z. B.: Maximalforderungen,
Rekordarbeitslosigkeit).

Deswegen sei daraus ein "Megaerfolg” geworden, fiir den
Microsoft spdter einen Millionenbetrag gezahlt habe. (Die Zeit,
27.12.2017)

Die semantische Verstirkung durch diese Préfixoide und Préfixe
ist sowohl beim Substantiv (74,8%) als auch beim Adjektiv (25,2%)
anzutreffen, wobei viele von Adjektiv-Kombinationen als
Ableitungen von entsprechenden Substantiven oder Partizipien
angesehen werden kdnnen.

Warum  eigentlich ist das eine supergut und das
andere superschlecht? (Die Zeit, 12.07.2017)

Im  Besprechungsraum dann: Grofsformatiges von Umberto
Boccioni und Pablo Picasso. (Die Zeit, 05.01.2018)

Die ultra-niedrigen Zinsen der Bank von England von 0,25
Prozent helfen auch. (Die Zeit, 18.01.2017)

70 Kinder aus 20 Ldindern tragen Lieder vor, ein "multi-
ethnisches Bildungsfest" soll es nach dem Willen der Veranstalter
sein. (Die Zeit, 19.07.2017)

Heimat ist doch eigentlich ein ur-linkes Gefiihl. (Die Zeit,
09.10.2017)

Auferdem sind solche Bewertungen (iiber-)lebensnotwendig. (Die
Zeit, 20.01.2017)

Die Augmentativbildungen mit dem am hiufigsten
vorkommenden entlehnten Préfixoid super- haben im Korpus
Konkurrenzformen mit den  heimischen und  fremden
Wortbildungseinheiten, z.B.:

Damals saflen Regierungschefs zusammen, die zwar ihre
nationalen Interessen vertraten, aber nicht im Gesprdch punkten
wollten, um das nachher zu Hause als groffen Sieg und
staatsmdnnischen Supererfolg zu verkaufen. (Die Zeit, 03.07.2017)

Sie bestdtigte sich, als sie ins Moderne Leben wechselte und mit
der Serie "Die Journalisten" 1967 einen Bombenerfolg erzielte. (Die
Zeit, 04.01.2017)

Deswegen sei daraus ein "Megaerfolg" geworden, fiir den
Microsoft spdter einen Millionenbetrag gezahlt habe. (Die Zeit,
27.12.2017)

Die Analyse der semantischen Eigenart von
Augmentativbildungen ermdglicht, zwischen Steigerung bzw.
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Verstiarkung und Normiiberschreitung zu differenzieren. Bei der
Verstarkung kann man hauptsachlich von den zwei Grundmodellen
sprechen, die meist auf die Vergleichsbildungen zuriickgehen:
stocksteif “steif wie ein Stock™ (‘sehr steif’). In vielen Féllen ist der
Vergleich aber auch paraphrasierbar, z. B. stocktaub, stockdumm “so
dumm (taub) wie ein Stock steif ist” oder brandeilig “so eilig wie man
es bei einem Brand hat" oder todsicher “so sicher wie der Tod'.
Metaphorisch erklarbar sind Bildungen mit grund-: grundehrlich "bis
auf den Grund des Herzens, der Seele ehrlich’.

Die Prifixoide fremder Herkunft u/tra- und hyper- bringen oft die
Bedeutung der Normiiberschreitung zum  Ausdruck, z.B.:
ultrarevolutiondr, ultraliberal, ultrademokratisch,  hypermodern,
hyperkorrekt, hyperkritisch.

Die Automatisierung mag dem Menschen gewiss Miihen
abnehmen, doch die Frage ist, wie diese ultra-smarte Gesellschaft
aussehen soll und welche Rolle der Mensch darin spielt. (Die Zeit,
09.04.2017)

Am ausgeprégtesten ist aber in diesem Zusammenhang das
Modell mit dem einheimischen Prafix iiber-: iibergliicklich,
tiberempfindlich, iiberelegant, iiberklug, iiberschwer, iiberlaut,
tiberhdflich. Das semantische Merkmal der Normiiberschreitung hat
auch das Modell mit allzu, das in den untersuchten Zeitungstexten
recht haufig vorkommt (allzu friih, allzu selten, allzu weit, allzu gut).

Allzu schnell liefe sich auf den Schluss verfallen, dass Laura
Freudenthaler iiber das typische Opfer einer patriarchal geprdigten
Gesellschaft erzdihlt,... (Die Zeit, 10.01.2018)

Im Unterschied zu iiber- ldsst sich auch mit Adverbien
kombinieren (allzu bald, allzu gern, allzu oft, allzu sehr).

Allzu lange hatte es die NZZ verschlafen, neue Geschdftsfelder zu
erschlieffen. (Die Zeit, 16.12,2017)

Die Augmentativbildungen erfiilllen auBlerdem eine
bewertende Funktion, das bedeutet, dass die Journalisten mit deren
Hilfe die Sachverhalte entweder positiv oder negativ bewerten
koénnen, z.B.: supersympatisch und Superverbrecher oder hochdotiert
und hochspekulativ.

Vielleicht ist es etwas anderes, wenn eine Frau einen
Blondinenwitz macht, als wenn es ein hochdotierter, alternder
Entertainer tut. (Die Zeit, 07.12 2017)

Vor allem das hochspekulative amerikanische Investmentbanking
diirfte zur Disposition stehen. (Die Zeit, 16.1.2017)

20




Es wire aber falsch zu behaupten, dass die negative oder
entsprechend positive Wirkung von dem Prafix oder Prafixoid selbst
iibernommen wird. Die Préfixe bzw. Prifixoide verstirken die
lexikalische Bedeutung der Préfigierungsbasis, die fiir sich schon als
positiv oder negativ bewertend anzusehen ist. Die Haupttrager der
konnotativen Bedeutung sind die Basen ‘spekulativ’ und "dotiert’.

Problematisch ist die Interpretation der Bewertungsart bei den
Bildungen wie hochsensibel und hochkomplex. Erst im Kontext kann
eindeutig bestimmt werden, ob in diesen Lexemen das Préfixoid hoch
eine positive oder eine negative Bewertung verstérkt.

Die Brexit-Verhandlungen zwingen die Regierung in London,
nicht mehr nur ideologische Phrasen zu dreschen, sondern sich
den hochkomplexen Fachfragen zu stellen und Losungen aufzuzeigen.
(Die Zeit, 22.12.2017)

Die meisten empfinden Schmerz intensiver und reagierten heftig
auf Zuriickweisung, sie seien hochsensibel. (Die Zeit, 01.03.2017)

In den angefiihrten Kontexten driicken die unterstrichenen
Augmentativbildungen eine negative Bewertung aus.

Wie unsere Untersuchung gezeigt hat, bedienen sich die
Journalisten/Innen der ziemlich oft der Augmentativbildungen als
Sprachmittel, die ihnen Einstellungen, Bewertungen und
Stellungnahmen auszudriicken ermoglichen. Der kommunikative
Zweck der Augmentativbildungen in der Sprache der Massenmedien
besteht darin, dem Leser etwas als besonders wichtig und
beeindruckend vor Augen zu fiithren und seine Anteilnahme zu
wecken, aber auch ihn zu beeinflussen.

Als Ausdruck der Emotionalitdt und Originalitit sowie in
gewisser Masse der Mode tragen die analysierten augmentativen
Kombinationen dazu bei, dass beim Leser ein groeres Interesse an
der Lektiire aktueller Texte der Massenmedien geweckt wird.
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MOTIVARE SI METAFORA COGNITIVA iN
TERMINOLOGIA ACTUALA

Doina BUTIURCA, PhD
Sapientia University from Cluj-Napoca, Romania
butiurcadoina@yahoo.com

Abstract: External motivation, the classification and characteristics of this
type of motivation - attributed to an impressive number of specialized terms
in contemporary scientific languages - is the topic we propose to approach in
our study. The motivated relationship between the signified object and the
term and the metasemic motivation (in the case of change of meaning) are
two of our general research directions. The definition of the metasemically
motivated “travelling” metaphor in terminology, the cultural sources of this
type of metaphor, the patterns of interdisciplinarity it creates in the corpus of
terms and/or specialized discourse, the multi- and plurilingual dimension
represent the specific objectives of our research (applicative and theoretical).
The descriptive-linguistic method, the contrastive method are the methods
applied in the study to show the extent to which the condition of precision of
the specialized meaning is met in the different languages. The research
findings reveal that external motivation, the metaphor, represents one of the
creative forces of present terminology.

Keywords: motivation, metasemic, metaphor, multilingual, terminology

Cadrul teoretic

Caracteristica ,,motivat” este atribuitd termenilor specializati, in
opozitie cu majoritatea semnelor lingvistice care au caracter arbitrar
(sau nemotivat) sub aspectul relatiei extrinseci dintre concept si
realitatea extralingvistica. Caracterul motivat poate fi studiat din mai
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multe perspective. Existd o motivare absoluta: forma sonora ,,evoca
unele trasaturi ale continutului denumit” [1, p.330]. Interjectiile: ss¢!
deh! ca si onomatopeele: hodoronc-tronc! tronca-tronca! reproduc
sunete, zgomote In mod sponatan. Exista cuvinte cu simbolism fonetic
ce reproduc, de asemenea, zgomote sponatane: cotcodaceald, a mardi,
a hdrai etc. Motivarea relativa nu se realizeazd numai la nivelul
formelor fonetice.

Literatura de specialitate are in vedere si alte tipuri de motivare: a.
motivarea internd este de naturd diacronica. Disparitia cuvintelor de
baza a dus la disparitia motivarii interne ; b. motivarea prin modelatori
semantici (de tipul: pro-, retro-, super-etc) a rdmas o constantd a
lexicului comun dar si a lexicului specializat. Aceluiasi tip de motivare
internd apartin compusele (tdrdie-brdu), compusele savante
(morfologie, pediatrie). Motivarea sincronica este tot un tip de
motivare interna si se manifesta deopotriva, la nivelul lexicului si/ sau
la nivel morfologic. Vorbim despre motivare paronimica/ motivare
omonimica: semnele primare caprd, broasca sunt termeni de referina
pentru exprimarea unor trasaturi distinctive din planul semnificatului
noilor semne, formate in baza unor caracteristici comune care exista
intre obiectele denumite de semnul primar respectiv, de semnul
secundar (identitate de formd 1n ambele exemple). Aceastd
caracteristica defineste omonimele caprd, broascd, lac. Termenul
primar este intotdeauna arbitrar. Asa de pilda, cuvantul /ac, denumind
suprafata unei ape este arbitrar in relatia sa internd, ca si in raportul cu
realitatea exterioard, cu planul referential. Termenul derivat, insa,
desemnand substanta care da luciu unghiilor/ parchetului etc este
motivat intern prin asemanarea in plan ontologic (reflectatd in planul
congtiintei) dintre lac, realitate geografica, si lac, luciul folosit In
cosmeticd/in industria chimica.

c. Motivarea externa se bazeaza pe dezvoltarea unei relatii intre
obiectul semnificat si forma semnificanta, inafara sistemului
lingvistic. Motivarea metasemicd este unul dintre tipurile de motivare
externd, ce se manifestd 1n cazul modificarilor de sens, in
terminologia/ limbajele specializate contemporane. Sensul primar al
unui cuvant din limba comuna si/ sau dintr-un limbaj specializat poate
dobandi numeroase sensuri secundare, derivate, gratie functiei ,,meta”
(ansamblu semantic si informational, comunicativ) ce contribuie la
crearea unor numeroase corpusuri de termeni, prin schimbarea de
sens. Motivarea metasemicd este proprie limbajului stiintific,
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domeniilor de activitate conexe si este o sursa de creatie a metaforei
terminologice.

Motivarea metasemica in limbajele specializate

Vasile Bahnaru [3, p. 72] realizeaza o clasificare a metasemiei,
propunand in acest scop termenul de ,,metasemie implicativa” care se
manifestd sub doud aspecte definite ca 1.,,metasemie implicativa de
naturd estetica” si 2.,,metasemie implicativa de naturd denominativa”.
1. Daca prima tipologie se manifestd printr-o imagine poetica ce se
suprapune ideii mesajului creatiei artistice, 2. metasemia implicativa
de natura denominativa are functia de a desemna relatia dintre un semn
si realitatea extralingvistica sau referentul, in acceptiunea lui de obiect
particular apartinand unei clase date (colegul din fata ta), apartinand
referintei la actiune (a citi, nu a cdnta), la calitatea numelui (frumos,
bland), 1a atributul actiunii (frateste, englezeste). Tiparele generale de
realizare a metasemiei implicative diferd de la lexicul limbilor
naturale, la limbajele specializate. La nivel lexical, metasemia se
realizeazd prin tipare generale a caror manifestare concretd este
proprie fiecarei limbi. Sunt tipare ce contribuie pe de o parte, la
aparitia sensurilor noi, cuprinse 1n conceptul unui cuvant
(Universitate: Universitate Tehnica, Universitate de Medicina,
Universitate Populara de Artd). In al doilea rand, tiparele concrete ale
metasemiei implicative au relevantd, prin mutatiile semantice care
genereazd omonimia (lexicald/ morfologicd): lac - produs cosmetic;
lac — produs chimic pentru intretinerea locuintelor; /ac — intindere de
apa etc.).

Eugen Coseriu considera metasemia un tip de metafora cognitiva
(,,expresie unitard..) si/ sau estetica (,,spontanda si imediata a unei
viziuni, a unei intuitii poetice”), ,,0 identificare momentana a unor
obiecte diferite” [5], realizata la nivelul semnificatului.

Tipul de motivare a metaforei terminologice este de natura
metasemicd, bazata, pe modificari de sens, de trasdturd conceptuala,
realizate in baza analogiei etc. Este un tip de motivare ce se realizeaza
la nivelul metaforelor bilexicale si plurilexicale. In metafora medicala
,»ochi de pisicd amaurotic” [desemneazd in oftalmologie, un tip de
,cecitate unilaterald care se nsoteste de un aspect stralucitor al
pupilei” [2, p. 754] existd un semnificant primar ,,ochi” (in expresia
fonetica ,,ochi de pisicd”, la randu-i, ea insdsi o metaford) care
desemneaza elementul anatomic. Acest prim semnificant formeaza un
semnificant secundar (boala a ochiului), prin relatia de sens pe care o

=9

stabileste cu determinativele ,,...de pisica” si ,,amaurotic”, in context.
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O situatie relativ asemanatoare de motivare metasemica exista in
metafora medicald ,,Cap de meduza”, care desemneaza ,,circulatia
colaterald vizibila la nivelul peretelui abdominal, aparutd prin
dilatarea venelor periombilicale ca urmare a permeabilizarii venei
ombilicale in cursul hipertensiunii portale” [2, p. 308]. Semnificantul
primar (forma foneticd ,,cap”) desemnezd prin analogie, forma de
ciuperca a vaselor de sange. Prin relatia de sens pe care o stabileste
cu sensul determinativului ,,... meduza”, acest prim semnificant devine
semnificant secundar (bazat pe conceptualizarea trasaturii ,,vizibil”,
,,transparent”a bolii).

Observam fie si numai pornind de la exemplele date, cat de
complex este rolul conceptului in stabilirea diferentelor de sens, a
deosebirilor dintre diferitele terminologii  (,,ochi’/,,ochi de
pisica”/,,ochi de pisicd amaurotic” etc). Nivelul de suprafata al
metaforelor polilexicale este eterogen, cuprinzand sub aspectul
expresiei lingvistice, unitati sintagmatice diferite: med. ser activ (lat.
serum- zer), med. bordura in perie, med. ochi de pisica amaurotic,
med.cap de meduza etc.

Complexitatea contextului nu este datd atit de nivelul de
suprafata, cat de nivelul de profunzime, de gradele diferite de fixare a
elementelor metaforei.

Gradul de coeziune logico-semanticdi a metaforelor bi-/
polilexicale, vechimea, baza semica comuna impun structuri stabile,
contexte stabile.

Metafora terminologica: definitie, clasificare

Lingyvistica realizeaza distinctia dintre metaforizarea stiintifica si
metaforizarea terminologica.l.Notiunea de metaforizare stiintfica are
o sferd ampla, incluzdnd deopotriva, metaforizarea conceptuala si
metaforizarea teoretica.Complexitatea vine din corelatia cu
dimensiunea creativd, psihologica, teoretica a procesului in sine.
Metafora terminologicd are referintd generald asupra a trei niveluri
care se conditioneazd reciproc: mnivelul gnoseologic (al teoriei
cunoagsterii); nivelul conceptual; nivelul semiologic (caracter de cod si
informatie).

Intelegem prin metafora terminologic o varianti functionala a
metaforei stiintifice. Analiza tipurilor de metafore terminologice pe
care le avem 1n vedere se realizeaza la doua nivele [6]:

1. lanivel denominativ (al realizarii lingvistce)

Lexemul canal era utilizat in limba latind comuna cu sensul de
san{, jgheab si apartine patternului preconceptual ,.habitatul”. A fost
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preluat in terminologia actuald, de numeroase limbaje specializate,
fiind utilizat cu statut interdisciplinar. in limbajul medical, de
exemplu, canal (fr./ en. duct, canal, channel NA: ductus, canalis) este
una dintre metaforele denominative care denumeste conceptul general
de ,,spatiu de scurgere sau pasaj pentru materii organice (alimente,
sange), aer sau structuri anatomice (vase, nervi). Structurd tubulara
care conduce produsii de secretie ai unei glande exocrine ” Este o
metaford sinonimd cu alte doud constructe denotative ,,conduct”
»duct”.

2. la nivelul imaginii abstracte (a conceptului)

Existand deja un termen - in exemplul excerptat, o metafora
denotativa, s-au creat nu mai putin de 56 de metafore conceptuale, prin
expansiune conceptual-semantica, 1n terminologia engleza, franceza,
panromanicd, in general : canal alveolar, canal deferent, canal ionic,
canal tarsian etc. La fel, in cazul metaforei denominative torace, s-au
format prin expansiune conceptele metaforice: med. torace in butoi
(cf.fr. thotax en tonneau; eng.barrel chest); torace in carena (cf. fr
thorax en carene; eng.chicken breast); med. torace in clepsidra (cf.
fr. thorax en sablier; eng. rachitic chest); med.torace in pdlnie
(cf.thorax en entonnoir, eng. tzunnel chest) etc.

Metafora ,,calitoare” in terminologie

Fac parte din clasa metaforelor ,,calatoare”: med. blestemul
Ondinei, calcadiul lui Achile, marul lui Adam, sindromul Alice in Tara
Minunilor etc utilizate 1n sociolingvisticd, mai ales, n discursul
specializat cu grad mare de popularizare a stiintei. In sens general,
conceptul de metafora ,,calatoare” este utilizat in studiul lexicului si
are 1n vedere constructii cvasi-universale, apartindnd mostenirii
culturale a Europei [4]. dintre care: de la Ana la Caiafa, de la Alfa la
Omega, calcaiul lui Ahile, cutia Pandorei, pdnza Penelopei, Patul [ui
Procust etc. In limbajele specializate, metaforele caldtoare, pe langa
cultureme de tipul celor amintite, includ numeroase domenii-sursa.
Culturemele, expresiile idiomatice pot avea functie expresiva In
comunicarea interpersonald si/ sau in limbajul media, in discursul
beletristic etc. Metaforele terminologice din domeniul ,,dur” al stiintei
depasesc aceste functii purtitoare ale unei dimensiuni expresive vs
subiective, prin Insasi statutul cognitiv si logic functional al
constructelor metaforice: 1. contribuie la crearea de concepte
stiintifice noi; 2. dau ,,nume” unor concepte, prin analogie.
Consideram ca prin sistemele si subsistemele conceptuale ale stiintei
contemporane, apartin deopotriva Europei si lumii intregi, arhitectura
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casei grecesti si romane, modul de a-si reprezenta lumea reala si lumea
de dincolo al civilizatiilor arhaice, modul de a intelege fenomenele,
elemente ale civilizatiei materiale etc, nume mitologice greco-latine
(Atlas, Axis nume de vertebre In NA), mitologia Nordului, basmele
orientale, operele literare etc.

Domeniile-sursa ale metaforei caldtoare sunt deosebit de variate,
importanta majora a acestora fiind de a asigura transparenta necesara
comunicarii specializate.

Casa greceasca §i romand este unul dintre cele mai productive
domenii-sursd pentru metafora terminologicd si/ sau conceptuald, in
termenologia medicald, in limbajul NA, in economie. Economie este
una dintre numeroasele metafore conceptuale alcatuitd din oixo — si
vou(0)-, vouog , intratd in limbajul european prin filierd latind. In
lexicul comun al limbii grecesti, oikog, oikia , avea sensuri multiple:
,, casd, locuintd, mediu ambiant”; ,, sala, auld”; ,,rezidentd”; ,,bunuri,
proprietate , avere, patrie”, iar vou(o)- insemna ,,obicei, fel; ordin;
drept, lege”. Acceptiunea de mod de organizare a proprietatii private,
conferitd de Xenofon termenului este nuantatd de Aristotel, pentru
care  oikonomia 1nsemna ,arta gospoddririi’, §i ,arta
comertului”.Termenul oeconomia (fr. économie; sp. economia, it.
economia; rom. economie; engl. economy;) 1l regasim in limba latina
la Quintilian, Tn urma cu aproape doua milenii, utilizat cu o acceptiune
empirica.

Patternul/ domeniul-sursa de natura antropologica este deosebit
de productiv in constructele conceptuale medicale: med. semnul
siluetei; med. sindromul degetului albastru; med. sindromul fibrelor
lungi; med. sindromul omului rosu; med. sindromul parului argintiu;
med. sindromul persoanelor cu cdrja etc. Prin caracteristica
,cunoscut/ determinat” data de articolul hotarat (sindromul/ semnul/
boala) sfera conceptuald a denotatului este extinsa (A se compara:
med. sindromul picioarelor fard repaus cu sindrom al picioarelor fara
repaus, ultimul creat artificial pentru comparatie), incarcatura aparent
subiectiva fiind neutralizatd. Este asigurati convergenta logico-
semanticd a ambilor termeni utilizati in demersul cognitiv: med-
sindromul+ picioarelor fara repaus; med sindromul + lacrimilor de
crocodil etc. La nivelul expresiei, constructele conceptuale sunt
sintagme terminologice polilexicale, in care determinantul identifica
trasaturile notionale (materia, obiectul, posesorul, clasa, intregul,
partea etc) ale denotatului. Patternul manus a cunoscut in evolutia
proprie, momente de expansiune, in care s-au realizat numeroase
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constructe conceptuale, in baza analogiei. Manu militari cu referent in
dreptul penal este o metaford conceptuald utilizata cu sensul ,, prin
forta publica” Regasim modelul manus la nivel macrosistemic, in
corpusul unor constructe terminologice cu referent in managementul
marketingului: rom. manufactura (fr. manufacture; sp. manufactura,
engl. manufactory); rom. manuscris (fr. manuscrit, sp. manuscrito;
engl. manuscript), in limbajul stiintelor sociale (rom. manipulare; fr.
manipulation; sp. manipulacion etc, spre deosebire de limba engleza,
unde circula echivalentul handling ), in economia de piata( rom.
manufacturier; fr. manufacturier; sp. manufacturero etc). Termenul
management, cu aceeasi radicind manus, dar a dobandit o
semnificatie specifica:,, disciplina economicd avand ca obiect de
studiu aplicarea politicilor, strategiilor si deciziilor de conducere si
control al activitatilor economico-sociale, in functie de specific, in
vederea obtinerii rezultatelor dorite privind stabilitatea si dezvoltarea
acestor activitati” (DE 2013). Management (< engl. management; fr.
management, sp. management) este un construct conceptual
universal cdruia ar fi greu sa i se gdseasca un echivalent adecvat, in
limbile Europei contemporane. Termeni ca administratie (<fr.
administration), organizare (<fr. organiser), gestiune (< fr. gestion,
lat. gestionem), conducere (< lat. conducere) nu acopera toate
sensurile cuprinse in notiunea de management. Termenul recent
leadership, Tmprumutat din limba engleza, care se impune tot mai
insistent in limba romana desemneaza doar o trasdturd conceptuala a
notiunii de management.

Patternul preconceptual de naturd socio-economica/politica/
geografica: etc: med. sindromul Golfului Persic; ec. Vinerea Neagra;
ec. Martea Neagra etc. este In expansiune in limbajele specializate
contemporane. In baza acestui pattern se creeazi metafore deosebit de
complexe, cu realizari sintagmatice diferite. Determinantii, de regula
substantive proprii, realizeaza extensiunea prin trasaturi conceptuale
legate de spatiu, de timp/ perioada, de posesor, de identitate etc. Sunt
metafore formate in baza unor nume de regiuni geografice, tari (med.
sindromul Golfului Persic) etc si au un grad sporit de implicare in
terminologia diferitelor domenii. Sintagmele din aceastd categorie
ilustreaza ipoteza lui Roman Jakobson, ca in descrierea metaforei ,,nu
trebuie totusi exagerat dezideratul apropierii semantice” [7, p. 308]. In
sintagma sindromul Golfului Persic legatura semanticd nu este una de
fortd, asa incat nu putem vorbi de identitatea semelor la termenul
metaforic si la metaforizat, ci doar de identificarea unei trasaturi
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conceptuale a denotatului (,,simptome variate prezentate de veterani
ai razboiului din Golful Persic, 1990-19917). Constructele
conceptuale avand ca domeniu-sursd socio-economia, geografia nu
modificd/ nu substituie o trdsaturd, ci creeazd o noud nofiune prin
addaugarea de ,identificatori”. Nu trebuie sa confundam clasa
metaforelor desemndrii cu sintagmele contindnd un nume propriu, de
asemenea, designative, non-transparente: teorema Iui Thales,
postulatul lui Euclid (formule, in sens traditional), numarul lui
Avogadro (numere) si/ sau in nominativ: boala Apert, efectul Coanda,
semnul Lance, sindromul Chotzen, probe Conn, reactia Casoni.
Paternul preconceptual zoomorf nu este deosebit de productiv: med.
semnul ventuzei; med. sindromul lacrimilor de crocodil,
med.sindromul leopard etc.Metafora terminologicd capital (cf.
neutrul pl. latin capita - capete) denumeste conceptul de ,,totalitate a
resurselor financiare ale unei Intreprinderi (bani, actiuni)”,
fundamentand conceptual, aproximativ 23 de metafore ale imaginilor
abstracte (conceptuale), in limbajul international al afacerilor: capital
activ negativ (fr. capital actif négatif, sp. capital activo negativo,);
capital circulant (fr. capital actif circulant; it. capitale di circolazione;
sp. capital circulante); capital uman (fr. capital humain, sp. capital
humano, it. capitali umani) etc. Notiunea este legatad de obiceiul
romanilor posesori de animale, de a da cu imprumut un numar de
,capete”.

Metafora terminologica formata in baza datelor oferite de habitat
si a formelor de culturda materiald apargine in egald masura mostenirii
culturii materiale a Europei: ec. economie; med. semnul scarigei; med.
semnul sertarului; med. sindromul de ansa oarba; med. sindrom
vestibular; med. suberoza etc. Mitologia greco-latind este un
domeniu-sursa care acopera conceptual si lingvistic un numar
impresionant de termeni stiintifici, formati prin analogie. Existd in
terminologia engleza si in limbile romanice aproximativ 17 constructe
metaforice formate In baza modelului preconceptual moneta - legat
semantic de vb. moneo, ere, ui, itum (a recomanda, a avertiza), dar si
de epitetul ,, sfatuitoarea” ce fusese atribuit zeitei lunona (monetaria
Romei se afla in templul [unonei Moneta). In terminologia
internationala circula dubletul moneda si moneta —primul avand
etimon grecesc, cel de-al doilea, etimon latinesc; ambele forme au
concurat la formarea metaforei conceptuale monedda (instrument de
platd): monedd comerciala (fr. monnaie commerciale; sp. moneda
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comercial); rom. moneda fard valoare,; rom. moneda din aur si argint
( fr. monnaie en or et argent; sp. moneda de oro y plata etc... ).

Alte domenii-sursa ale metaforei calatoare, terminologice si
conceptuale: patternul organicului: med. stearind etc.; mineralul/
vegetalul: med. sindromul prafului organic toxic, med. spicul;
med.spor; med. stafilom; med. talie (in lat.talea-mladitd) etc.;

metafore de origine eruditd: med. semnul arlechinului; med.
semnul crenelului, med. blestemul Ondinei etc.; metafora
terminologicd creatd in cheie interdisciplinard: med. sindromul de
calota; med.sindromul de linie mediana etc.; metafora de natura
religioasa: med. semnul rugdciunii mahomedane etc; metafora avand
ca substrat formele de civilizatie: med. semnul steagului; med.
sindromul de restaurant chinezesc; med.specul etc.

Studiul metaforei terminologice in general, al metaforei
calatoare, in special este deosebit de complex. Utilitatea constructelor
metaforice (de concept/ imagine si denominatie) este datd de trei
aspecte: gradul de fluidizare a informatiei in comunicarea specializatd;
transparenta de sens si caracteristicd notionald; conservarea
specificului limbilor nationale.
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Abstract: The paper aims to raise the English teachers’ awareness of the
terminological ambiguities and the loose use of several common TEFL words
such as “method”, “approach”, “design”, “technique”, “procedure”,
“strategy”, “methodology”, and others. The efforts that have been made in an
attempt to clarify them are presented in connection with the models proposed
by E. M. Antony (1963), W. F. Mackey (1965), J. C. Richards and T. S.
Rodgers (1982), H. H. Stern (1983), and B. Kumaravadivelu (2008). The
ambiguities and overlaps found in these models are pointed out, and
implications for the practitioners’ condition are suggested.
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The Greek word methodos, which lies at the origin of both the
present-day English word “method” and the Romanian word
“metoda”, encapsulates the idea of a series of steps that lead towards
a conceived goal. The Routledge Encyclopedia of Language Teaching
and Learning [22, p. 6] defines method as “a planned way of doing
something”, which suggests both abstract thinking (p/anning) and
execution (doing). A foreign language teaching method can be seen,
therefore, as both a theoretical construct based on the way in which
theories of language, learning and teaching are understood, and a set
of specific classroom techniques. In David Nunan’s words, it is at the
same time “a unique set of procedures” that teachers follow in the
classroom, and a “set of beliefs about the nature of language and
learning” on which they base their teaching. [14, p. 5].

The same ambivalence of meaning that consists in a
combination of theoretical construct and specific techniques, is
present in the definition given to ‘method’ by Jack C. Richards and
Richard Schmidt in the Longman Dictionary of Language Teaching
and Applied Linguistics [20, p. 330]. Here, methods are seen as the
results of various understandings of the nature of language, foreign
language learning, students’ learning goals and objectives, types of
curriculum, teacher and student roles, materials, activities, techniques
and procedures. In other words, both the theoretical component and
the practical one are acknowledged, together with their reflection in
the syllabus, the design of materials and classroom techniques.
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In what follows, the various meanings of the concept of ‘method’
are explored, as part of a century-old tradition of foreign language
teaching, and of a “long, fascinating, but rather tortuous history” of
its conceptualisation [23, p. 453].

For centuries, EFL teachers have been dreaming of a way of
teaching applicable to everybody, by anybody, anywhere and at all
times, in other words, a universal method [18]. Methods, however,
were mostly 20™ century conceptualisations of the history of teaching
foreign languages. Nevertheless, the meaning of the concept of
‘method’ itself is so ambiguous and elusive that some applied linguists
consider it useless (e.g. H. H. Stern [23, 24], B. Kumaravadivelu [10,
11], R. L. Allright [1]). And yet, the term “method” continues to be a
common term in the teacher’s jargon, in spite of the user’s frequent
failing to recognise its problematic nature: each time it is either
produced or heard, some of its meaning has to be inferred. The concept
of ‘method’ is, therefore, a matter of interpretation and consequently
carries the risk of misinterpretation. Moreover, the TEFL profession
makes use of a plethora of related terms and concepts such as
‘approach’, ‘design’, ‘principle’, ‘practice’, ‘strategy’, ‘tactics’,
‘procedure’, ‘technique’, all fundamental to teaching and learning, but
which are often used interchangeably, in spite of the efforts dedicated
to defining them during in the 20™ century.

The first applied linguist who tried to clarify the meaning of
‘method’ and thereby provide coherence to some of the elements used
to describe language teaching was Edward Antony in his 1963 article
“Approach, Method, and Technique”, published in the ELT Journal.
As the title suggests, Antony proposed a distinction between the
concepts of ‘approach’, ‘method’ and ‘technique’. He defined
‘approach’ as “a set of correlative assumptions dealing with the nature
of language and the nature of language teaching and learning. It
describes the nature of the subject matter to be taught. It states a point
of view, a philosophy, an article of faith ...” [2, p. 63-64]. That is to
say, an approach embodies the theoretical principles governing
language, language learning and language teaching. In other words,
Antony believed that behind any teaching enterprise there are some
theoretical assumptions, guiding lines or principles. He believed that
these are present in the teachers’ everyday activity too, even if
sometimes the practitioners are unable to state them as explicit
foundations for their teaching. As H. H. Stern [23, p. 24-5] later put it,
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“A language teacher can express his theoretical conviction through
classroom activities [...]”.

Antony defined ‘method’ as “an overall plan for the orderly
presentation of language material, no part of which contradicts, and all
of which is based upon, the selected approach. An approach is
axiomatic, a method is procedural” [2, p. 65]. ‘Method’ was thus
explained as a practical illustration of an approach, a systematic plan
for language teaching. Each method is based, in Antony’s view, on
different principles regarding the nature of language and its teaching.
Consequently, several methods can derive from the same approach.
On the other hand, a method is implemented in the classroom through
a number of techniques, that is, “a particular trick, stratagem, or
contrivance used to accomplish an immediate objective” [2, p. 66].

Apparently, the diffuse way in which the concepts of ‘method’ and
‘approach’ are still used today is due to the blurred boundaries
between them, as defined by Antony. ‘Method’ in particular is so
vague that it can mean almost anything. ‘Technique’, on the other
hand, seems to be an abstraction separate from the context in which it
occurs, and obscures the dynamic interaction on which classroom
practice is based.

To conclude, Antony’s model is hierarchical and attempts to
portray teaching as a top-down relationship, with approach informing
method, and method informing techniques. As such, it has acted as a
helpful tool for those who wanted to make sense of different language
teaching elements.

Another attempt to explain ‘method’ was made in 1965 by the
Canadian applied linguist William Francis Mackey, who insisted on
the difference between method analysis and teaching analysis:

Any meaning of method must first distinguish between what a
teacher teaches and a book teaches. It must not confuse the text used
with the teacher using it, or the method with the teaching of it. Method
analysis is one thing, therefore, teaching analysis, quite another.
Method analysis determines how teaching is done by the book;
teaching analysis shows how much is done by the teacher. [13, p. 138]

With his explanation of the fundamental distinction between

“what a teacher teaches and a book teaches”, that is, between practices
and principles, or between ‘method’ and ‘methodology’, Mackey
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actually increases the difficulty of explaining or justifying the concept
of ‘method’.

Beyond the shadow of a doubt, as Mackey rightly noticed, the
ambivalent concept of ‘method’ is commonly used to refer to two
different aspects of language teaching: the theorist’s construct and the
teacher’s classroom practices. One way of distinguishing between the
two perspectives, Mackey suggests, is to use two different terms:
“method” and “methodology”. Thus, “method” can be reserved for the
principles conceptualised and constructed by theorists, and
“methodology” for what the practitioners do in the classroom in order
to achieve their teaching objectives.

In addition, classroom research has showed that more often than
not, teachers never fully adhere to the basic principles associated to
one method (Kumaravadivelu [9], Nunan [15, 16], Thornbury [25],
Prabhu [18], Bell [3, 4], Cehan [8]. What they do in the classroom may
be different from what is advocated by theorists. Moreover, the word
“method” continues to be used to refer to teaching activities,
procedures or techniques, such as explanation, demonstration,
exercise, brainstorming, debating, and others. As a consequence, the
distinctions between the concepts of ‘approach’ and ‘method’, on one
hand, and ‘method’ and ‘technique’, on the other hand, are still blurred
and invite modifications and refinements.

In another attempt to revise and refine Antony’s framework,
almost two decades after Mackey, Richards and Rodgers (1982) [21],
proposed a broader system — ‘approach’, ‘design’ and ‘procedure’ —,
which maintained Antony’s three-part distinction. Richards and
Rodgers’ first level, ‘approach’ has the same meaning as in Antony’s
framework, and refers to the theoretical principles governing teaching
and learning, and defines the assumptions, beliefs, and theories about
the nature of language and that of language learning. These principles
and assumptions are axiomatic, generally drawn from feeder
disciplines such as theoretical linguistics, psychology, sociology,
anthropology, information sciences, conversational analysis,
discourse analysis, a.s.o., and provide the theoretical foundations for
what language teachers do in the classroom.

The second level, called ‘design’, reminds of Antony’s ‘method’,
as it specifies the relationship of theories of language and language
learning to the form and function of classroom instructional materials
and activities. ‘Design’ overlaps to some extent with Antony’s
‘approach’ component, for it contains both strategic design principles
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and principles of materials design and production. ‘Design’ is,
however, a broader concept than Antony’s ‘method’, for it includes
specifications concerning: a) the content of instruction, i.e. the
syllabus, b) learner’s roles, c¢) teacher’s roles, and d) instruction
materials. Noticeably, the term “method” does not figure in Richards
and Rodgers’ hierarchy, as they preferred to use it as an umbrella term
to refer to the relationship between theory and practice.

The third level, ‘procedure’, comprises the classroom strategies,
techniques and practices which result from particular approaches and
designs. ‘Procedure’, like ’technique’ in Antony’s framework, refers
to the moment-to-moment classroom activity. It includes contextual
specifications of use and a description of what is expected in terms of
execution and outcome. It is, therefore, concerned with teaching and
learning techniques, types of exercises and practice activities, and the
resources — time, space, equipment — required to implement the
activities.

To conclude, Richards and Rodgers’ framework is broader and
more detailed than Antony’s. However, it is also redundant and
overlapping. For instance, when defining ‘approach’, they state that
“theories at the level of approach relate directly to the level of design
since they provide the basis for determining the goals and content of
language syllabus” [21, p. 155]. Moreover, while defining ‘design’,
they state that design considerations “deal with assumptions about the
content and the context for teaching and learning ...” [21, p. 158].
Thus, the boundary between ‘approach’ and ‘design’ is blurred
because the operational definitions of both relate to theoretical
assumptions that belong to approach.

Both Antony and Richards and Rodgers’ frameworks have a three-
tier organisation, which invites a three-level interpretation: approach -
theoretical (research); design - applied (syllabus and materials
writing); technique/ procedure - practical (classroom activity). Under
‘approach’ we recognise activities that are performed by theoretical
linguists and psychologists, such as providing a description of the
language system, a rationale and an account of the theories that govern
language learning and teaching. The activities under ‘method’ or
‘design’ include syllabus construction, materials production, and the
description of the learner and teacher roles, which are typically
performed by applied linguists. The teacher’s activities are described
under ‘technique’ or ‘procedure’.
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This kind of division of labour among the three groups of
specialists involved in language teaching can still be recognised in
traditional education in the countries such as Romania, where a
centrally planned educational agenda is handed down to the teacher,
but is inadequate in the contexts where the teacher is playing multiple
roles, including those of researcher, syllabus designer, and materials
producer.

Furthermore, Richards and Rodgers’ framework was designed to
describe the components of various methods, as they were
conceptualised by their theorists. It was meant to be, therefore, an
evaluative tool as well. However, no such framework could be used to
evaluate the effectiveness or the usefulness of methods in teaching, as
it cannot take into account the countless variables that govern
classroom teaching and learning, such as intake factors, input
modifications, or instructional activities. To use Mackey’s words once
more, “Method analysis is one thing, [...], teaching analysis, quite
another. Method analysis determines how teaching is done by the
book; teaching analysis shows how much is done by the teacher.” [13,
p- 138]

One year later, H. H. Stern provided the details of his own
framework, and announced for the first time the end of the method in
the title of one of the chapters of his book, “The Break with the Method
Concept” [23, p. 43-50]. Within his framework, Stern preserved
‘approach’ as the strategic level where the educational linguistics
theory and research are described. The practical level is called
“methodology”, and includes organization and techniques: objectives,
linguistic content, procedures, materials, learner roles, teacher roles,
and the role of instructional material. This level can be identified with
Richards and Rogers’ ‘design’. He abandoned the concept of
‘method’, and opted for what he called a “strategy concept”, which is
part of a framework that consists of strategies and techniques.

Stern also identified “two major weaknesses” of the language
teaching methods in his book, Fundamental Concepts of Language
Teaching. “One is that they represent a relatively fixed combination
of language teaching beliefs, and another is that they are characterized
by the over-emphasis of single aspects as the central issue of language
teaching and learning” [23, p. 473]. Stern’s second weakness reminds
of Mackey’s [13, p. 156] remark on methods as “vague and inadequate
because they limit themselves to a single aspect of a complex subject,
inferring that that aspect alone is all that matters”.
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The weaknesses identified by Stern made him conceive a break
with the concept of method [23, p. 477-96]. He questioned the
suitability of linguistic and psychological trends in the case of some
methods, and the very methods which they had inspired (e.g. the
audio-lingual method), and announced the end of method.

A quarter of a century later, Kumaravadivelu [11] pointed to some
flaws in Antony’s and Richards and Rodgers’ frameworks and
especially to the blurred boundaries of the three concepts. In his
opinion, the entire language teaching and learning process cannot be
reduced to a tripartite hierarchical relationship between approach,
method or design, and techniques/ procedures without taking into
account other complex factors, such as the demands of the society,
institutional resources and constraints, instructional effectiveness and
learner needs. Instead, Kumaravadivelu suggested a two-part
descriptive framework: ‘principles’ and ‘procedures’. ‘Principles’ are
insights derived from theoretical and applied linguistics, cognitive
psychology, information sciences, and other disciplines that provide
theoretical bases for language study and learning, and language
teaching planning. They include not only theoretical assumptions but
also principles that govern syllabus design, materials production and
evaluation. ‘Procedures’ can be defined as sets of teaching strategies
adopted and adapted by the classroom teacher in order to accomplish
the goals of classroom language learning and teaching.

However, this framework cannot offer coherent principles for
distinguishing methods, either, for the existing methods do not provide
distinct or discrete paths to language teaching. Therefore, it is hard to
say how many methods of teaching foreign languages there have been
or still exist. D. Larsen-Freeman [12] and Richards and Rodgers [19]
mention around twenty, including the Grammar-Translation Method,
The Audio-Lingual method, Communicative Language Teaching,
Community Language Learning, The Silent Way (De)Suggestopedia,
Total Physical Response, Task-based Learning, and others. The more
recent Lexical Approach and the Multiple Intelligences could be
added to the list. This plethora of methods can be partly explained by
how these methods were created: only a few evolved gradually, by
approximation and improvement of a previous method. Most of them
appeared as a result of a pendulum swing from one extreme to the
other, by rejecting the preceding methods. However, in either case,
there are considerable overlaps both in theory and practice among
them; more often than not, the more recent method took over and
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combined principles and procedures from the preceding ones. Thus, it
has become obvious that the concept of ‘method’ has little theoretical
validity and even less practical utility. Its meaning is ambiguous, and
its claims dubious. Given such a checkered history, it has come to be
looked on as a label without substance that has only “diminished rather
than enhanced our understanding of language teaching” [17, p. 597],
resulting in the feeling that language teaching might be better
understood and executed if the concept of ‘method’ were not to exist
at all. It is therefore no wonder that there is a strong sentiment to call
it dead and assign it “to the dustbin” of history [15, p. 2], [6, 7].

In spite of the limited theoretical and practical validity, ambiguous
meaning and, sometimes, condemnable demands made by method
designers, methods have remained influential. D. Block [5] claims that
while the concept of method no longer plays a significant role in the
thinking of theoreticians, it still plays a vital role in the thinking of
practitioners. Although many teachers have a reticent attitude to
various methods as a direct consequence of the quasi-general
dissatisfaction with the concept, this is often litlle more than a trait of
the post-method condition. The teacher’s interest in methods can be
explained by how far they provide solutions to particular teaching
problems in various contexts. Rather than playing a vital role in
teacher thinking, methods are used (and misused) for pragmatic
reasons.

What practitioners may expect is a revision of the character and
content of classroom teaching, based on a reconsideration of
pedagogic and ideological perspectives, and a rejection of post-
method eclecticism as a valid solution, unless based on the knowledge
of method. In a nutshell, the relationship between theory and practice
has to be reconsidered, and starting from this reconsideration, post-
method didactics need to gradually take shape.
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ZU WELCHEM TABU SCHWEIGEN SIE GERADE IM
MEHRSPRACHIGEN KLASSENZIMMER?
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Alecu Russo Balti State University, Moldova
ruxanda_chira@yahoo.de

Abstract: The traditional taboos of mankind are the taboos of the sacred and
of the impure. The issues of language impoliteness, verbal aggression and
taboo violence have only recently come under a more intensive scientific
scrutiny. The paper offers some possibilities for successfully avoiding of
taboo words, wherefore it can also be a contribution for a better understanding
of taboos in our own, as well as in other cultures and languages. However,
the existence of differences between the languages was not sufficient to
predict target-deviant behaviour. The question whether language dominance
determines cross-linguistic influence has been discussed controversially in
studies on simultaneously bilingual students. Flouting taboos entails direct or
indirect, social or cultural sanctions.
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Keywords: taboo, euphemism, culture, social taboo, verbal taboo, traditions,
multilingualism.

Dem Konzept Tabu wire wohl am besten entsprochen, wenn man
dariiber schweigt [8, 17]. Die Tabus sind doch keineswegs eine
statische ~ Erscheinung.  Sie  scheinen einem  gewissen
Veranderungsprozel3 unterworfen zu sein, so dass sozialer Wandel
auch eine ,,Anderung der Tabusitten” mit sich bringen kann [1, S.
183]. Fiir die Entwicklung interkultureller Kompetenz ergibt sich
hinsichtlich der Kulturspezifik von Tabus, dass die Lernenden
prinzipiell nicht nur wissen sollten, woriiber und wie man in der
anderen Kultur kommuniziert. Die Lehrer sollten vielmehr auch
wissen, worliber man in der mehrsprachiger Klasse nicht
kommuniziert, schweigt oder nur in einer ganz bestimmten Art und
Weise spricht. Wenn eine solche Sensibilitit im Umgang mit den
Tabus fehlt, so ist die Kommunikation generell gefihrdet. Die
Verletzung einiger Bereiche wird von dem ,,Kulturfremden® oft nicht
wahrgenommen, so dass Scham und Betroffenheit erst gar nicht
auftreten, was bei den Kommunikationspartnern zu noch stirkeren
Irritationen fithren kann.

Die Fremdsprachendidaktik, die bislang den Komplex Tabu so gut
wie gar nicht zur Kenntnis genommen hat, wére daher gut beraten,
sich intensiv mit Fragen Gebrauch von Euphemismen und anderen
sprachlichen  Strategien zu  beschiftigen, die es dem
Fremdsprachenlerner helfen, sich iiber tabuisierte Sachverhalte,
Handlungen, Objekte und Worter eigentlich mitteilen zu kdnnen.

Die Tabus haben auch eine Schutzfunktion fiir viele Menschen
einer Gesellschaft, so dass Gesellschaften ohne Tabus gar nicht
denkbar sind. Kaltenbrunner stellt fest, dass ,,eine totale Enttabuierung
menschliches Zusammenleben zum Verschwinden bringen wiirde® [5,
S. 16]. Nach R. Dahrendorf sind die Tabus sind die ,,Achillesferse
einer Gesellschaft* [3, S. 73].

Wir mdchten in diesem Zusammenhang noch einmal auf die
besondere Rolle uns Verantwortung der Lehrkrifte hinweisen. Die
Lehrer sollen  Schiiler/Studenten dabei  unterstiitzen, ihr
mehrsprachiges Potenzial und ihre Kultur zu entfalten. Sie sollen sie
dazu ermutigen und zu begleiten, mehr iiber eigene Kultur und
Religion zu erzdhlen. Die Lehrkrifte haben im Unterricht die
Moglichkeit als Vorbilder und Berater die Rolle zu spielen, den
anderen in den mehrsprachigen Klassen zu zeigen, wie es
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Mehrsprachigkeit wichtig in der Gesellschaft ist, Tiire zu 6ffnen und
andere Sitten und Briauche zu akzeptieren. Was in einer Gesellschaft
als Tabuthema betrachtet ist, kann in einer anderen als offenes
Diskussionsthema sein. Zum Beispiel, im Irak gilt es nicht als Tabu,
sondern auch als etwas Provokatives, die Probleme zwischen den
Religionsgemeinschaften offen zu diskutieren.

Nach Balle haben Tabus ,zum Ziel, bestimmte, fiir die
Gesellschaft lebenswichtige Dinge (Tiere, Pflanzen, Lebensvorginge,
Privateigentum) zu schiitzen und sie unberithrbar zu machen,
gesellschaftliche Ridnge zu markieren und Verbotsschilder — auch
verbal — aufzustellen: Sie stecken die Grenzen ab, immerhalb derer
das Leben ermdéglicht und der Gruppenzusammenhalt und Sinn fiir das
Aufeinander-Angewiesensein gewahrleistet werden* [1, S. 183].

Der Glaube an die Kraft des Wortes ruft viele Tabus. Sigmund
Freud nennt Tabus den &ltesten ungeschriebenen Gesetzeskodex des
Menschen, der verinnerlicht wird und zu einem ,,Tabugewissen”,
,Tabuschuldbewusstsein”  fiihrt: ~ die  Ubertretung  erzeugt
Schuldgefiihle. Als &ltestes Tabu fiihrt S. Freud das Verbot an, das
Totemtier zu essen” [1, S. 20]. Man denkt immer an den Anfang und
zwar an das Wort als Teil des Gittes, als Tréger der Macht und an den
Satz ,,Am Anfang war das Wort” (Johannes Evangeliums). Daraus
kommt auch der Glaube vieler Stammesgesellschaften, wo der Name
als Mana und als Kraft, als Teil einer Person sei. Es ist wichtig
hinzuzufiigen, dass das Genannte immer prisent durch
Namensnennung sei, selbst wenn das Objekt, das Tier oder die Person
nicht da ist.

Das ilteste Sprachtabu betraf viele Tiere wegen der Vorstellung
der Wortmagie: z. B. Schlange, Bdr, Wolf, Wiesel in verschiedenen
Kulturen Europas. Der Sprachwissenschaftler Eugenio Coseriu
widmet sich der Untersuchung von Tabutieren in mehreren Sprachen
und schildert dafiir mehrere Beispiele wie die Kriechende, die Griine,
die Irdische fur die Schlange [2, S. 36], Gevatterin, Brdutein, die
Schone, die Hiibsche fiir die Wiesel [ebd., S. 36]. Es ist noch ein
beriihmtes Beispiel von Sprachtabu des Tieres in mehreren Kulturen:
»der Bar” fiir die Slawen ist Honigfresser, fir die Germanen der
Braune, fir Nordeuropéer breite Tatze, Termitenfresser, Ruhm des
Waldes, fir die Balten der Schlecker etc.

Sigrid Luchtenberg versteht unter Tabu alle ,,mit Denkverbot oder
Nennverbot belegten Gegenstinde, Vorginge oder Gedanken”, und
fligt hinzu, dass dies ,,als gesellschaftlicher Prozess begriffen werden

42



muss” [7, S. 24]. Die Aufgabe von Tabus ist, den Einzelnen iiber

kollektiv verbindliche oder wirkende Verbote zu reglementieren. Karl

Treimer geht davon aus, dass ein Tabu ,,urspriinglich nur alles Heilige,

Geweihte — in Verbindung mit Gott — und davon abgeleitet alles

mystisch Unberiihrbare, Gefahrliche, Unreine” sei [9, S. 44].

Viele Tabuworter existieren anderer Arten, die im Umfeld des
Todes, der Geburt, der Religion usw. zu suchen sind. So sind in
einigen Kulturen z. B. Namenstabus anzutreffen. Es ist wichtig hier
hinzuzufiigen, dass ,,nach dem Glauben von Gronlander besteht ein
Mensch aus 3 Teilen: Korper, Seele und Namen” [1, S. 55]. Man darf
einen Namen, der als Tabu gilt, nicht aussprechen. Bei der
siidafrikanischen Volksgruppe Zulu z. B. darf die Frau den Namen
ihres Schwiegervaters nicht aussprechen [ebd., S. 56]. Ahnlich verhilt
es sich mit dem Namen eines verstorbenen Verwandten: Sowohl der
Name des Toten, als auch alle Worter, die auf irgendeine Weise den
Namen des Verstorbenen in sich enthalten, sind Tabuworter und
diirfen nicht verwendet werden, bis einer der Nachkommen den
Namen iibernimmt [ebd., S. 90]. Es ist interessant zu bemerken, dass
in vielen afghanischen Familien Frauen nicht mit ihrem eigenen
Namen angesprochen werden. Sie werden eher mit abfilligen
Bezeichnungen bedacht.

Auch der Name Gottes ist in vielen Religionen ein Tabuwort und
zwar aus ,,Ehrfurcht vor seiner Macht und aus Angst, durch profanen
Sprachgebrauch seinen Namen zu verunreinigen” [ebd., S. 95]. Man
hat sich gescheut, den Namen des Gottes unniitz im Munde zu fithren,
deswegen kommen solche Euphemismen auf Deutsch fiir den Namen
Gottes wie der Allwissende, der Allmdchtige, Er, himmlischer Richter,
der Vater im Himmel, der Schopfer, das hochste Wesen usw. Im
Folgenden wollen wir auf diesen Aspekt ndher mit folgenden
Beispielen von Ersatzwortern fiir Jesus Christus eingehen:

a) Jesus Christus als Befreier: der Welterloser, der Begliicker, der
Beseliger, der Seligmacher, der Trister, der Mittler, der
Versohner, der Schiitzer der Menschheit;

b) Jesus Christus als Sohn des Gottes: Gottes eingeborener Sohn, der
Vergottung;

¢) Jesus Christus als Sohn der Menschen: die Menschwerdung, des
Menschen Sohn, Sohn Davids, Fleischwerdung,
Vermenschlichung;
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d) Jesus Christus durch Abkiirzungen geduBert: INRI (lesus
Nazarenus Rex Iudaerum), Ichtys (Jesus Christos Theu Yios
Soter);

e) Jesus Christus im Althochdeutsch: ihs, ihusses, ihses Eine
volkstiimliche Deutung fiir IHS ist im Deutschen auch ,,Jesus,
Heiland, Seligmacher”.

Es ist zweifelhaft, dass die Religionen unsere Speisen auch noch

im 21. Jahrhundert bestimmen. Die Inder essen keine Kiihe, obwohl

sie schon lange in Europa sind, denn die Kuh gilt als heilig. Bei

Moslems und Juden dagegen ist es iiblich, Rinder zu schlachten und

zu verspeisen. Fiir sie ist Schweinefleisch tabu. Das ist ein

schriftliches, fixiertes, religioses Tabu in der europdischen Kultur
sowohl fiir Muslimen, als auch fiir Juden. Das Schweinefleischtabu in
beiden Religionen wird spétestens seit dem 12. Jahrhundert oft damit
begriindet, dass Schweine im wahrsten Sinne des Wortes unsaubere

Tiere seien. Die Christen essen sowohl Rind- als auch

Schweinefleisch. Doch auch im christlichen Glauben hat Fleisch eine

groBe mythische Bedeutung. Zum Beispiel ist das Bluttabu nicht

ausreichend erkldrbar. Nach jiidischem Glauben ist Blut aber nicht
unrein, sondern ,,der Sitz der Seele”. Wenn eine Frau nach der

Menstruation sieben Tage lang als unrein gilt, so bezieht sich das nicht

auf ihre Blutung an sich, sondern weil in ihr ein Todprozess

stattgefunden hat, der den betroffenen Menschen unrein macht. Hinzu

kommt noch Blut aus Wunden eines tddlich verletzten Menschen (z.

B. nach einem Autounfall), das muss so weit wie moglich mit dem

Toten beerdigt werden, damit kein Blut vom Kdérper verloren geht.
Das Nahrungstabu kann also nicht isoliert von der Religion

gesehen werden. In der Orthodoxie wird der rote Wein als Blut, und

der Brotlaib als Leib Christi, also sein Fleisch interpretiert. Die

Protestanten betrachten Brot und Wein als Symbol. Die Katholiken

hingegen glauben an eine Verwandlung in Blut und Fleisch. Diese

Tabus oder noch mehrere andere machen das Leben insbesondere fiir

die Lernenden aus anderer Kultur in der Gesellschaft manchmal sehr

schwer. Sie sind abhidngig von Ritten und Briuchen, fiihlen sich in
ihrer Eigenstéindigkeit, Personlichkeit sehr eingeschriankt. Viele

Lernenden aus anderen Kulturen, die als Zuwanderer nach Europa

gefliichtet sind, fiihlen sich hier von allen geachtet und geschétzt, ein

Individuum mit eigenen Rechten und auch Pflichten.

Die meisten tabuisierten Vorstellungen betreffen den kdrperlichen

Bereich: korperliche Defekte, sexuelle Vergewaltigung, sexuelle
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Handlungen, sexuelle Korperfunktionen, in Zusammenhang mit
digestiven Korperfunktionen Stehendes (Defaktieren, Abort, Urin,
Kot, Erbrochenes), Unreinheit, Schamteile des Korpers
(Schamgegend, Schamhaar, Geschlechtsteile. Die korperlichen Tabus
werden neben den anderen Tabus einer Kultur gezdhlt, in denen die
schiichterne Umschreibung von Tabubegriffen in jeder Kultursprache
selbstversténdlich ist.

Es ist interessant zu bemerken, dass es in konkreten Einzelfillen
auch andere Korperteile euphemistisch umschreiben werden,
besonders wenn sie nicht der Norm entsprechen, wie zum Beispiel
grofie Lippen, dicke Nase etc.

Die Nacktheit gehort ebenfalls zu den tabuisierten Vorstellungen,
die sich bis auf das Wort Nackt erstecken, das durch die folgenden
Ausdriicke ersetzt wird: im Adamskostiim, im Evaskostiim, wie Gott
jmd. geschaffen hat, barfuf3 bis zum Hals (euphemismen.de), usuelle
Euphemismen: nur sein eigenes Fell anhaben [4], hiillenlos, textilfrei
[4], okkasionelle Euphemismen: in natura, im Naturzustand,
unbekleidet, ohne Textilien, textilarm , hiillenlos gleich Adam und Eva
minus Feigenblatt, Naturkleid [1, S. 152]. Viele Sportarten, bei denen
Brust oder Hintern zu sehr wackelten, wurden auch als Tabus
interpretiert. Nicht alle Tabulinien wurden in allen Kulturen zu diesem
Thema aufgehoben.

Die grote Anzahl der Tabuwdrter existiert auf dem Bereich der
Toilette und auch dazu kommen Umschreibungen fiir Erbrechen,
Durchfall, Luft Ablassen, Schwitzen und andere Korperfunktionen.
Alle Substanzen, die einmal zu unserem Korper gehorten und spater
aus unserem Korper herausgetreten sind werden in unserer
Gesellschaft als schmutzig und ekelig gesehen somit auch als Tabu
interpretiert.

Zusammenfassend ldsst sich noch einmal betonen, dass die Tabus
uns von der Geburt an bis zum Tode, von unserer Kultur bis zu einer
fremden Kultur begleiten. Hinzu kommen viele verhiillende
Ausdriicke, die in vielen Sprechsituationen wegen Tabuworter und
Tabutaten auftreten. Nach Koller haben ,,Metaphern in der religidsen
Sprache oft die Funktion, eine spezifische Reflexionsstruktur zu
stabilisieren, was der ideologischen Sprachverwendung nahekommt”
[6, S. 290]. Sprachbeobachtung solcher Art, Beispiele von
Periphrasen, Metaphern und Euphemismen als Ersatzmittel scheinen
gewichtig genug zu sein, warum wir im 21 Jh. von Tabus sprechen
und das Verhéltnis von Tabu zur Kultur und Religion kléren.
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Die Kenntnis von fremdkulturellen Tabubereichen, ist fiir einen
Fremden ein Vorteil in einer anderen Kultur an Diskursen
teilzunehmen und schiitzt ihn vor unbeabsichtigten Tabuverletzungen.
Erst im Kontrast der Kulturen, im interkulturellen Kontakt, werden
Tabus betrachtlich. Der interkulturelle Fremdsprachenunterricht ware
daher der richtige Ort fiir die Erkundung der eigenen und fremden
Tabus. Der Unterricht sollte in einer mehrsprachigen Klasse addquate
Sprachmittel fiir Tabudiskurse entwickeln und die Toleranzféhigkeit
der Studenten/Schiiller auf jeden Fall fordern. Somit ist
schlusszufolgern, dass der interkulturelle Fremdsprachenunterricht
solche kommunikative Fertigkeiten vermitteln konnte, die es
gestatten, fremdkulturelle Toleranzgrenzen auszuwédgen und durch
Tabuverletzung  verschuldete =~ Kommunikationsstorungen  zu
verbessern.  Dementsprechend  ist das  Sprachtabu  ein
soziolinguistischer Begriff, der in der Sprechethik von Lehrern und
Lernenden anzusiedeln ist.
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Abstract: The article examines the role memory plays in the process of
acquisition of French as a foreign language while using drama in the
classroom. The suggested activities are designed to help learners improve and
train their memory while working with the play Cocorico by Sylvaine
Hinglais. The activities can be used with all learners regardless of their
language proficiency level.
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Chez les enfants, la mémoire est trés forte;

voila pourquoi elle stimule a l’exces la fantaisie,
qui n’est que mémoire, soit dilatée, soit composée.
Giambattista Vico [Bagdasar et al., 1995: 333]

En analysant I’affirmation de Giambattista Vico, nous pouvons
constater que les enfants sont ceux qui jouissent d’une forte mémoire.
Dans 1’acception de I’auteur, notamment la mémoire forte stimule la
fantaisie, qualifiée comme mémoire dilatée ou composée. Par
conséquent, pour cultiver la créativité, il faut laisser la fantaisie errer
a I’aide d’une mémoire bien entrainée.

La définition de la mémoire comporte trois acceptions :

«1. Activité biologique et psychique qui permet d’acquérir, de
conserver et de restituer des informations.

2. Aptitude a se souvenir.

3. L’esprit, en tant que si¢ge des souvenirs. » [Le petit LAROUSSE
illustre : 716]

En analysant la définition, nous observons que la mémoire
constitue en méme temps une activité biologique et psychique de 1’étre
humain, une aptitude de celui-ci de se souvenir de quelque chose, mais
aussi un centre des souvenirs.

Appartenant au domaine de la psychologie, la mémoire est définie
comme « la capacité et le processus psychologique de réflexion de
I’expérience antérieure a travers la fixation, reconnaissance et
reproduction des images sensorielles, des idées, des états affectifs.
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Elle réalise la cohérence de la vie intérieure et des liaisons
interdépendantes avec la réalité objective. » [Schiopu et al., 1997:
439] Phénomeéne complexe, la mémoire assure la diffusion de
I’expérience antérieure d’un individu a la suite de la réalisation de trois
opérations : fixation, reconnaissance et reproduction de tout ce qu’il
voit, & quoi il pense et de ce qu’il sent. U. Schiopu avance par 1’idée
que «la mémoire est comme la colonne vertébrale de la personnalité,
étant impliquée dans la formation de I’identité.» [Ibidem] Vraiment le
role de la mémoire dans la construction de la personnalité est
incontestable. Or, la présence dans la mémoire des événements, des
états affectifs attestés dans le vécu de quelqu’un contribuent a
I’éducation de la personne aux valeurs, c¢’est-a-dire a la construction
de la verticalité de celle-ci.

Si nous parlons de la typologie de la mémoire, alors dans
LAROUSSE on distingue les types suivants:

1. ,,mémoire immédiate, dont la capacité est limitée;

2. mémoire a long terme, dont la capacité est illimitée;

3. mémoire épisodique, qui concerne les événements ponctuels;

4. mémoire sémantique, relative a des faits, a des connaissances
générales;

mémoire déclarative (les savoirs);

mémoire procédurale (les svoir-faire);

7. mémoire inconsciente (qui influe sur ’activité psychique).” [Le

petit LAROUSSE illustré : 716]

La psychologue U. Schiopu précise que la mémoire peut étre :

*  «spontané,

* involontaire,

* verbale,

* actionnelle,

» affective,

*  volontaire,

* intentionnelle. » [Ibidem]

Quant au processus d’apprentissage, il faut préciser que tous les
types de mémoires y sont impliqués. En ce qui concerne la didactique
des langues, la mémoire jouit d’un role a part. Il s’agit de I’acquisition
de différentes structures, éléments et codes, soit du domaine
linguistique (phonétique, lexical, grammatical), soit culturel et
civilisationnel, qui aident le locuteur a construire correctement son
discours.

oW
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Nos activités visant I’impliquation de la mémoire dans
I’exploration du texte dramatique seront congues autour de la piéce
Cocorico [Hinglais et al., 1999: 58-61]. Mais avant de passer au c6té
pratique, il faut préciser que les ressources déposées dans la mémoire,
auxquelles I’apprenant doit faire appel lors du travail avec le texte
dramatique, parcourent une longue voie. Il s’agit de quelques étapes,
dont:

1. «D’encodage de I’information, ou constitutions des traces, qui
largement automatique en MCT, est davantage sous le contréle
du sujet en MLT et est favorisé par la structuration de 1’apport;

2. le stockage. Alors que la durée de conservation des informations
issues de I’apport est trés limitée en MCT, la capacité de
stockage permanent est considérée comme illimitée;

3. larécupération, facilitée par des indications contextuelles
associées a I’information a rappeler. » [Cuq et al., 2003: 163]

De la multitude de typologies de la mémoire présentées dans la
littérature de spécialité, nous nous axerons sur I’étude de quelques
types de mémoires entrainés dans I’exploration du texte dramatique:
1. la mémoire affective;

2. la mémoire sensorielle;

3. la mémoire verbale;

4. la mémoire actionnelle.

La mémoire affective fait appel au vécu affectif de I’apprenant.
Elle libére I’imagination. Cette chose est possible grice a un
entrainement assidu. Il est a mentionner que tous les exercices doivent
&tre réalisés en groupe. Si nous nous transférons dans le cadre qui vise
I’exploration du texte dramatique, alors il faut citer les suivants types
d’exercices qui contribuent au développement de la mémoire
affective:

* les exercices de décontraction;

* I’improvisation.

Quant aux exercices de décontraction, A. Cormanski propose le
jeu De la téte aux pieds, dans le but de repérer et éliminer toute
tension. Les exercices d’improvisation contribuent, a leur tour, a la
libération de tout ce qu’on a en soi.

Par exemple :

* Lejeu De la téte aux pieds [Cormanski, 2005: 17]:

Déroulement

S’asseoir sur une chaise, mettre le dos des mains a plat sur les
genoux, paumes tournées vers le ciel, épaules ldches, jambes écartées.
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> Visage

Remuer la bouche en se concentrant sur les commissures des
levres. Pincer celles-ci en tendant la bouche fermée vers l’avant, puis
la relacher. En relachant les levres, les étudiants émettront un son
choisi du titre de la piece « Cocorico ».

» Corps

Toujours assis sur la chaise, lever lentement le bras a la verticale,
puis I’épaule comme si un fil invisible le tirait par le haut. Quand Ie fil
invisible tire I’épaule en haut, I’étudiant prononce le mot « cocorico ».
> Téte

Les étudiants déplacent les tétes délicatement de droite a gauche
dans un mouvement trés lent. Chaque fois qu’ils déplacent la téte, ils
prononcent cocorico en ajoutant des syllabes : co-/coco-/cocori-
/cocorico.

» Voix

Se tenir debout, jambes écartées les talons proches des pieds de la
chaise. S’asseoir sur la chaise et se lever lentement. Répéter le
mouvement en pronongant au moment de 1’expiration le son [o].

» Improvisation. Cet exercice permet aux étudiants de faire appel a
leurs sensations et émotions :

Par exemple :

Vous allez chez le docteur. Vous ne pouvez pas parler. Tdchez de
lui expliquer vos problemes en utilisant d’autres ressources de
communication.

Ou

Vous avez les mémes problémes que les personnages de la piece.
Vous allez chez le docteur. Discutez avec lui.

La mémoire sensorielle fait appel aux sensations visuelles,
auditives, olfactives ou tactiles. Pour entrainer ce type de mémoire,
nous proposons la méditation.

Par exemple :

- Par rapport aux personnages de la piece, vous étes bien
portants.

- Vous pensez a un diner avec un menu copieux.

- Le menu contient des produits qui vous aident a maintenir
la sante du corps et de I’esprit.

- Vous sentez l’odeur des plats.

Pendant ce type d’exercice, il faut garder le silence. C. Grosset-
Bureau précise que cet exercice sur les perceptions « rend 1’éléve plus
attentif sur a ce qu’il vit dans sa vie quotidienne » [Grosset-Bureau et
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al., 2000 : 49]. L’auteur propose de suivre plusieurs étapes pendant le
jeu:

1.

2.

3.

Les ¢tudiants doivent étre allongés sur le sol, les bras le long du
corps.

Les yeux sont fermés et les muscles détendus pendant une ou
deux minutes.

IIs s’¢veillent et s’asseyent doucement.

La mémoire verbale est nécessaire pour retenir un texte. Pour

qu’un texte soit mieux retenu, il faut I’articuler. Pour bien mettre en
oeuvre cet exercice (! ‘articulation) C. Grosset-Bureau (c¢f C. Grosset-
Bureau et al., 2000 : 79-81) suggere de suivre 3 étapes :

1. La sonorisation des sons-voyelles.
Par exemple :

- Ildentifier les sons-voyelles dans la piece a étudier ([a], [e],
[i], [o], [u]). Articulez-les en vous regardant dans un
mirroir. Inspirer puis chanter les sons.

- Projeter des syllabes. En inspirant da-, ensuite peu a peu en
expirant de-, di-, do-, du-.

- Articuler de petites phrases qui présentent des difficultés de
prononciation. (LE MARI : Coco... Cocoriri... Cocori...).

2. La sonorisation des sons-consonnes.
Par exemple :
- Prendre conscience de certaines consonnes, comme g
(consonne sonore)/ ¢ (consonne sourde) :ga, go, gu/ca-, co-, cu.
3. L’intonation.
Par exemple :
Dire la méme phrase sur un ton exclamatif, interrogatif : « LA

FEMME : [...] Quand il était petit, elle ne le ldchait pas d 'une semelle.
[..]»

Dans la catégorie de la mémoire verbale, nous pouvons aussi

ajouter les techniques de lectures comme :

la lecture a haute voix;

la lecture écrémage;

la technique des mots-clés;

la méthode des associations;

la méthode vocale (apprendre le texte par coeur & haute voix,
ligne par ligne, sans intonation), etc.

La mémoire actionnelle implique le mouvement. Pour mieux

retenir le texte et jouer son role, les étudiants peuvent :
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- dire leurs répliques en bougeant, en marchant, en courant, en
dansant, etc.

- soit

- choisir les actions accomplies par les personnages de la piéce et
les mettre en oeuvre (par exemple : aller chez le docteur, mener
une discussion avec le docteur, s’énerver, etc).

En conclusion, nous pouvons affirmer que la mémoire jouit d’une
grande importance dans le processus d’exploration du texte
dramatique. De la multitude des types de mémoires, impliqués dans ce
processus, nous avons choisi de décrire seulement quelques-uns. Bien
stir qu’il y a beaucoup plus d’exercices et des techniques a présenter.
On peut aussi intervenir dans le parcours de ceux présentés par nous
et de les adapter a son public cible.

Quand méme, il faut préciser que pour 1’étape de la lecture et de
la compréhension du texte dramatique, on fait appel plutot a la
mémoire verbale. Pour entrainer le c6té de la représentation, on
impliquera la mémoire affective, la mémoire sensorielle et la mémoire
actionnelle.

Bref, les ressources de la mémoire, quelle que soit leur nature,
aident les étudiants lors du processus d’exploration du texte
dramatique a mieux :

- retenir les répliques,
- comprendre et construire son personnage,
- jouer le spectacle.
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EDUCAITON: DO WE DEVELOP SKILLS OR
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Abstract: The article examines the sometimes confusing use of the terms
competence and skills in the Moldovan language education context. Teachers
of English as a foreign language seem to closely follow the guidelines of the
national curriculum, which does not seem to facilitate the teachers’ work in
their design process. The fact that the term competence is opposed to that of
skill in TEFL literature seems to be ignored by the authors of the curriculum.
Thus, teachers feel forced to use the exact terminology from the curriculum,
even if it can cause confusion.

Keywords: competence, skill, communicative competence, CEFR, lesson
plan

The language education process is above all a process meant to
enable learners to efficiently use the foreign language in real life
contexts. Nowadays, language educators seem to be more and more
aware of the importance of designing their education process in such
a way as to enable the learners to appropriately (inter)act in real life
contexts, being aware of all the factors influencing the communication
process. The Moldovan education context is no exception, the idea
being stipulated in the national curriculum at all levels (Curriculum
national: Invitimantul primar, 2018; Curriculum national pentru
invatamantul gimnazial, 2010; Curriculum national pentru clasele a X-
a—a Xl-a, 2010).

The Moldovan national curriculum is a competence-based
curriculum, the authors of which emphasize the importance of
identifying the concrete learning outcomes in the language education
process. Thus, language educators are expected to design their
education process in such a way as to enable learners to use the
language appropriately in real life.

It should be signalled out that the Moldovan foreign language
curriculum closely follows the guidelines of the Common European
Framework of Reference for languages (hereafter, CEFR), which
offers the language to describe a person’s language proficiency level.
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There are three main tiers: basic, independent, and proficient. These

levels provide a scale of six levels (basic - A1 and A2, independent -

B1 and B2, and proficient - C1 and C2). Each level describes what a

person can do with the language at that particular level. It should be

noted that the descriptions are associated with the four basic skills, i.e.

listening, speaking, reading, and writing, which are not called

competeces.

Indeed, the description given for every level may help the
language educators trace the learners’ progress form the lowest level
to the highest. According to the Curriculum national pentru clasele a
X-a—a Xl-a, Moldovan students are expected to be independent users
of English (B1 level) when they leave high school. This means that
learners can fluently communicate without effort with native speakers.
In particular, the CEFR specifies that the learner:

*  Can understand the main points of clear standard input on
familiar matters regularly encountered in work, school, leisure,
etc.

*  Can deal with most situations likely to arise whilst travelling in
an area where the language is spoken.

*  Can produce simple connected text on topics which are familiar
or of personal interest.

*  Can describe experiences and events, dreams, hopes & ambitions
and briefly give reasons and explanations for opinions and plans
(Common Reference levels).

The language educators should bear in mind the concrete
descriptions for every level in order to be able to design their education
process appropriately. Thus, while designing such a process the
teacher should know its concrete outcome, i.e. what the learners will
be able to do with the language in a particular context. Yet, while
planning a course, a unit or a lesson language educators should
consider other factors as well, such as: the learners, the context, the
materials, the theories in language education, etc.

Penny Ur (2017) argues that teachers should make localised
decisions based on the evidence they get from their practice. The
scholar also mentions that these decisions should be ‘informed choices
that are right for their own classrooms’ (Ur, 2017). It implies that
teachers should rely above all on their concrete teaching/learning
experience and make decisions not according to the latest trend in
language education but according to what is most suitable for their
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learners’ progress. However, these decisions should also be based on
the existing models and theories in language education.

The question that one might ask oneself deals with teacher
autonomy, i.e. ‘To what extent does the National Curriculum allow
Moldovan teachers to make localised decisions?” From my
experience, I often hear teachers complain about the constraints
imposed by the national curriculum. Yet, there appears to be a
contradiction as the curriculum stipulates that it should be viewed as a
recommendation meant to guide the teachers while designing the
education process.

Another important issue confronted by Moldovan teachers still
deals with the shift from an objective-based curriculum to a
competence-based curriculum, especially when it comes to lesson
design. In the past, the Curriculum recommended designing the
education process according to the concrete objectives the teachers
wanted to realize at the lesson. It happens so that what in the past was
formulated with the help of the infinitive, now it is formulated with
the help of the gerund. For example, the objective ‘the learner will be
able to define unknown vocabulary in context’ has turned into the
competence ‘defining unknown vocabulary in context.” Consequently,
planning a lesson has turned into a time consuming and tedious
process, sometimes with no realistic practical application.

It should also be emphasized that teaching English as a foreign
language would defer from teaching French as a foreign language.
While making their ‘informed choices’ language educators will rely
on their teaching experience on the one hand, and on the existing
models and theories in foreign language teaching, on the other.
Teaching English as a foreign language will thus differ from teaching
French as a foreign language. However, it seems that the
recommendations made in the Moldovan national curriculum heavily
rely on the theories of teaching French as
a foreign language. Moreover, French
seemed to have influenced the CEFR as ~Compet ncx

well. / s
The definition of the term / Sl \

competence is ‘the sum of knowledge, | / Ab tk \ \\.‘
skills and characteristics that allow a | | — \ |
\ // \ )

person to perform actions’ (CEFR: 9). ‘\ ¥
Thus, it appears that such notions as \\ owledge
knowledge, and skill are embedded in 22 2
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the broader notion of competence. Whereas the notion of
‘characteristics that allow a person to perform actions’ seems rather
vague. It appears that competence is used to encompass every feature
a person might need to act in real life.

While defining general competences, the CEFR authors appear to
struggle to find their appropriate equivalent in English, offering the
French term within brackets (CEFR: 11 — 12). The general
competences are:

* Declarative knowledge (savoir);

»  Skills and know-how (savoir-faire);
* Existential competence (savoir-&tre);
* Ability to learn (savoir apprendre).

It can be seen that the notions in French and those in English refer
to different phenomena. Even ‘declarative knowledge’ does not refer
to the same as ‘savoir’ in French. Moreover, ‘to know’ does not imply
‘to act’. Being aware of something is not the same as being able to do
something. It happens that a person has the necessary knowledge to do
something, but is not able to transfer that knowledge in real life
situations. Knowing does not necessarily mean doing. It appears that
these issues could be interpreted taking into consideration Chomskyan
competence-performance distinction.

We thus make a fundamental distinction between competence (the
speaker-learner’s knowledge of the language) and performance, the
actual use of language in concrete situations (Chomsky, 1965: 4)

While discussing the use of the terms competence and
performance Gillian Brown mentions the existing ‘wide range of
interpretation’ (Brown, 1996: 1) of these terms, which might lead
various scholars to use them to mean quite different phenomena. John
Lyons (1996) compares Chomskyan dichotomy with Saussure’s
dichotomy langue/parole. While competence is viewed as ideal
knowledge of the language, performance mostly relates to the product
of the use of the language.

Chomsky’s initial use of the competence/performance dichotomy
was not related to language acquisition. However, it is viewed as a
starting point in TEFL as scholars started considering its implications
in the field of language education. However, they focused primarily
on the notion of linguistic competence, pointing to its limitations as
language cannot be reduced to the mere idealized knowledge of its
structure and grammar rules. That is why they introduced the concept
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of communicative competence as developed by Hymes who claimed

that

...the goal of a broad theory of communication can be said to be
to show the ways in which the systematically possible, the feasible,
and the appropriate are linked to produce and interpret actually
occurring cultural behavior (Hymes, 1972: 286).

This perspective on human communication helped scholars
review the previous models and theories in language education and
develop the communicative approach to language teaching. As they
agreed that linguistic competence is not enough to define the intricate
nature of human communication, they preferred instead to use the term
communicative competence which consisted not only of linguistic
competence, but also of sociolinguistic, discourse, and strategic
competences (Canale and Swain, 1980; Canale, 1983; Celce-Murcia,
Dornyei, and Thurrell, 1995):

1. Grammatical or linguistic competence, which is close to Noam
Chomsky’s definition of linguistic competence and which deals
with the formal links used in the process of communication. It
namely includes knowledge of lexical items and rules of
morphology, syntax, semantics, and phonology.

2. Sociolinguistic competence, which consists of the social and
cultural knowledge affecting the communication process. It
enables the student to communicate appropriately, and thus make
his/her intention clear.

3. Discourse competence, which implies the ability to combine
language structures into different types of cohesive and coherent
texts (e.g. formal letter, political speech, poetry, academic essay,
cooking recipe).

4. Strategic competence, which involves the knowledge of both
linguistic and exralinguistic communication strategies which
enhance the efficiency of communication and, where necessary,
enable the learner to overcome difficulties when communication
breakdowns occur.

The CEFR defines communicative competence as consisting of
such features as: linguistic competences, sociolinguistic competences,
and pragmatic competences. The CEFR authors used three
components instead of four. It can be said that the pragmatic
competences would refer to both discourse and strategic competences.
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Thus teachers of English as a foreign language are expected to
develop the communicative competence in their learners. Yet, the
questions which should be addressed are the following:

*  WiIill this enable the learners to actually use the language
appropriately in real life situations?

*  What do the existing models and theories on language education
suggest?

The problem is that in the specialized literature the emphasis is not
put on competence development but on skill development (Harmer,
1991; Ur, 2012). This can be explained by the fact that in English skill
is the term meant to designate the learner’s concrete ability to use the
language, whereas competence is viewed as ‘subconscious knowledge
of language use’ (Harmer, 1991: 14).

While defining the term skill, Harmer (1991: 16) states:

Literate people who use language have a number of different
abilities. They will be able to speak on the telephone, write letters,
listen to the radio or read books. In other words they possess the basic
language skills of speaking, writing, listening and reading.

Harmer (1991: 18) also argues that in order for the learners to use
the language appropriately, they need to develop a number of sub-
skills to process the language that they use and are faced with. For
example, the scholar states that the reading skill (also called a macro
skill) is very broad. Whereas, the learners would use sub-skills (also
called micro skills) to process the language they use and receive, e.g.
reading for gist, reading to extract specific information, reading for
detailed understanding, reading for information transfer, etc.

As seen, the TEFL literature actually opposes the terms
competence and skill. The development of the first raises the learners’
language awareness, which is extremely important in language
education, whereas, the second enables the learners to use that
knowledge in real life situations. Moreover, the latest concepts
introduced in language education evolve around the term skill, e.g.
higher order thinking skills, lower order thinking skills, 21% century
skills.

When it comes to the Moldovan education context, teachers of
English as a foreign language seem to develop competences in their
learners, such as producing written messages and interactions,
producing oral messages and interactions, etc. Figure 2 displays the
heading of an actual lesson plan designed by a teacher of English. It
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should be pointed out that this is the traditional way of writing the
heading to the lesson plan.

Subject: English

Form: Xl

Date:

Teacher

Topic:  Unit I, Lesson §  Literary Focus _Communication Is More Than a Monologue
Type of the lesson: mixed

Specific Competences:
Co e and Pragmatic Competence - Producing oral messages and interactions (Spoken Interaction)

Communicative Competence - Receiving written messages (Reading)
Communica Competence - Receiving oral messages (Listening)
Communica nd Pragmatic Competence - Producing written messages and interactions (Writing)

Sub-Competences:

3.1. Defining unknown vocabulary in context, determining the basic, secondary or figurative meaning of the unknown words.

3.2. Deducing and wording the theme and the main idea of a written message.

2.1. Presenting orally some ideas, opinions and viewpoints found in an oral message, through expressing personal attitudes and using

arguments.
2.2. Providing oral answers to a questionnaire / survey / an interview on topics of interest, using appropriate language and respecting soc

cultural norms according to the role and relationships with interlocutors.

Operational Objectives:
1. Knowledge - Students will be able to decode unknown phrases; will learn short instructions and directions related to classrt
activities
Skills - Students will be able to communicate effectively utilizing verbal and nonverbal skills.
build their communication skills though simple speaking opportunities
Attitudes — Students will form positive attitudes toward productive communication

n

w

First, it should be noted the distinction between competence and
sub-competence, the latter being a term used solely in Moldovan
context (most probably the term sub-competences is the equivalent of
Harmer’s sub-skills). Second, the objectives seem to be the ones to
actually enabling learners to perform/act, i.e. use the language
appropriately. Third, the term operational objectives is again used
exclusively in the Moldovan context, while the way they are
formulated is rather confusing. Finally, there seems to be a
discrepancy between the sub-competences and the objectives the
teacher aims to realize at the lesson. It can be said that such a heading
would not be of great help for both teachers and learners.

Unlike the lesson heading presented in Figure 2, the one in Figure
3 seems to be more specific, although it does not mention any
competences. Yet, it can be seen that the teacher aims to both extend
the learners’ knowledge and develop some skills, enabling them to
apply that gained knowledge in real life situations.
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Figure 3

Form 1t

Unit 2

Lesson 4

Topic Communication is More than a Monologue
Objectives By the end of this lesson the student

will be aware of:
v’ characteristics of effective communication
and will be able to:
v' distinguish key features of effective communication as
opposed to communication failure.

Time 45 minutes

Material Handouts, projector, laptop, spidergram

One should bear in mind that the lesson plan should guide the
teacher throughout the lesson. It should reflect the specific sub-skills
a teacher aims to develop in his/her students. Its primary aim is to
serve as a reference point enabling the teacher to ensure a smooth
transition from one activity to another. The purpose of the activities
should be clear and related to the objectives of the lesson.

From my discussion with teachers, I noticed that they are afraid of
making those localised and informed decisions as defined by Penny
Ur. Although they complain about not having the autonomy to design
the lessons as they would like to, they do not appear to want to make
a change and defend their right to choose what is best for their learners.
It is not totally clear though who exactly imposes the norm, as the
national curriculum says that its purpose is to offer some guidelines as
to how to design a lesson. The authors do not say that teachers must
use the exact lesson plan suggested in the curriculum. Moreover, the
teachers seem to be unaware of the fact that the curriculum suggests
two ways of writing a lesson plan. The first one recommends Gagne’s
model consisting of nine events of instruction, the second suggests the
ERR(E) model, which involves the following stages: evocation,
realization of meaning, reflection, and extension.

The Moldovan teachers appear to use the ERR(E) model in their
practice, writing long, sometimes incoherent, headings to their lesson
plans, and totally ignore the other possibilities of designing their
lessons. Thus, the process of designing a lesson has turned into a
bureaucratic endeavour, where teachers would write something which
might look good on the paper, but be devoid of any pedagogical value.
Although they complain about it they seem to be reluctant to take
responsibility for their design process.
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In conclusion, teachers should be encouraged to be more
autonomous and set realistic goals in their language education process.
They should understand the difference between competence and skill
in the TEFL literature, the theories and models of which they would
use while designing their instruction. They should become more aware
of the actual use of a lesson plan as an instrument meant to guide them
throughout the lesson, and not as a sheet of paper which must be
written only to be included in their portfolio. Finally, they should be
able to defend their informed choices to have the lesson proceed in the
way which they find best fitting their learners’ needs. They should
always remember that every lesson is to enable the learners to use the
language appropriately in real life situations, something which can be
achieved by developing/using/improving the learners’ skills.

References:

1. Brown, G., Malmkjoer, K., Williams, J. (Eds.). Performance and
Competence in Second Language Acquisition. Cambridge
University Press, 1996.

2. Canale, M. From communicative competence to communicative
language pedagogy, in J. C. Rithards and R. W. Schmidt, (Eds.),
Language and communication, London, Longman, 2-27. 1983.

3. Canale, M., Swain, M. Theoretical Bases of Communicative
Approaches to Second Language Teaching and Testing, in
Applied Linguistics, 1, 1-47. 1980.

4. Celce-Murcia, M., Dornyei, Z., Thurrell, S. A pedagogical
framework for communicative competence: A pedagogically
motivated model with content specifications, in Issues in Applied
Lingistics, 6(2), 5-35. 1995.

5. Chomsky, N. Aspects of the Theory of Syntax. Cambridge,
Massachusetts: THE M.LT. PRESS, 1965.

6. Harmer, J. The Practice of English Language Teaching. London
and New York: Longman. 1991.

7. Hymes, D. On communicative competence, in Pride, J.B.,
Holmes, J., Sociolinguistics: selected readings. Harmondsworth,
Penguin, 269-293. 1972.

8. Lyons, J. On competence and performance and related notions.
In Performance and Competence in Second Language
Acquisition. Cambridge University Press, 1996.

61



9.

Ur, P. 4 Course in English Language Teaching. Cambridge
University Press, 2012.

Online References:

10.

11.

12.

13.

14.

15.

16.

Common European Framework of Reference for Languages:
learning, teaching, assessment. https://rm.coe.int/1680459{97.
Last access: 12/06/2019

Common Reference levels https://www.coe.int/en/web/common-
european-framework-reference-languages/table-1-cefr-3.3-
common-reference-levels-global-scale. Last access: 12/06/2019
CURRICULUM NATIONAL. Invitimantul primar.
MINISTERUL EDUCATIEI, CULTURII SI CERCETARII AL
REPUBLICII MOLDOVA
https://mecc.gov.md/sites/default/files/curriculum_primare 05.0
9.2018.pdf. Last access: 12/06/2019

LIMBA STRAINA I. Curriculum pentru invatimintul gimnazial
(clasele V - IX). MINISTERUL EDUCATIEI AL REPUBLICII
MOLDOVA
https://mecc.gov.md/sites/default/files/curric_straina_tipar.pdf.
Last access: 12/06/2019

LIMBA STRAINA I. Curriculum pentru clasele a X-a — a Xl-a.
MINISTERUL EDUCATIEI AL REPUBLICII MOLDOVA
https://mecc.gov.md/sites/default/files/limba_straina i x-
xii_romana.pdf. Last access: 12/06/2019

The future of education and skills. Education 2030. OECD,
2018.

www.diferenciada.org/agt object.php?wid=1&type=file&id=323
Ur, P. The Future of Professional Development. Cambridge
University Press. Published on May 22, 2017.
https://www.youtube.com/watch?v=m4dA-Ldus4o. Last access:
12/06/2019

62


https://rm.coe.int/1680459f97
https://www.coe.int/en/web/common-european-framework-reference-languages/table-1-cefr-3.3-common-reference-levels-global-scale
https://www.coe.int/en/web/common-european-framework-reference-languages/table-1-cefr-3.3-common-reference-levels-global-scale
https://www.coe.int/en/web/common-european-framework-reference-languages/table-1-cefr-3.3-common-reference-levels-global-scale
https://mecc.gov.md/sites/default/files/curriculum_primare_05.09.2018.pdf
https://mecc.gov.md/sites/default/files/curriculum_primare_05.09.2018.pdf
https://mecc.gov.md/sites/default/files/curric_straina_tipar.pdf
https://mecc.gov.md/sites/default/files/limba_straina_i_x-xii_romana.pdf
https://mecc.gov.md/sites/default/files/limba_straina_i_x-xii_romana.pdf
http://www.diferenciada.org/agt_object.php?wid=1&type=file&id=323
https://www.youtube.com/watch?v=m4dA-Ldus4o

THE FLIPPED CLASSROOM: MAKING YOUTUBE VIDEOS
TO ENHANCE STUDENTS’ LEARNING
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Abstract: The article introduces the notion of the flipped classroom, focusing
on the benefits it can bring into the English language classroom. It presents
the preliminary results of a small scale study on the way grammar topics can
be covered when the flipped model is applied at the practical course of
English with first year university students. The topic needs further
investigation as it seems premature to clearly state the benefits of flipping the
language classroom. Yet, it can be said that applying such a model can
contribute to the development of learner autonomy as well as HOTs.
Keywords: flipped classroom, student-centred classroom, learner autonomy,
HOTs

Learners must no longer sit
there and expect to be
taught; teachers must no
longer stand up there
teaching all the time.
Teachers have to learn to
let go and learners have to
learn to take hold.

Brian Page

One of the topical issues of the Moldovan education context is the
educators’ lack of proper preparation to help learners develop the 21+
century skills, thus equipping them with ‘the necessary skills to be able
to reason, question and judge the value of the received information’
(Condrat 2018: 238). The traditional teacher-centred approach still
appears to dominate the EFL classroom, where learners are viewed as
mere recipients of the knowledge a teacher has planned to transmit.

Instead of scaffolding the learning process, teachers prefer to rely
on more concrete patterns where learners are expected to learn and act
according to a well-prescribed pattern where there is no room for
critical thinking and creativity. Teachers might erroneously think that
a student-centred approach can results in ‘anarchy’ (Condrat 2014),
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something which has been proven to be wrong in the language
education process (Brown 2001; Jones 2007; Lamb 2008; Scharle,
Szabo 2000).

Learner autonomy should be a key concept in language education
in present. Enabling the students to take responsibility for their own
learning will inevitably lead to the development of higher order
thinking skills (hereafter, HOTs). Becoming responsible learners
means to “accept the idea that their own efforts are crucial to progress
learning, and behave accordingly” (Scharle, Szabo 2000: 3). To help
students become autonomous learners, teachers should bear in mind
that “in the traditional teaching-learning context, learner autonomy
can only develop in an atmosphere in which both teachers and learners
are sensitive to the mutual influences at play” (Lamb 2008: 7).

This can be achieved when both teachers and students engage in a
constructive dialogue and make reasonable decisions regarding the
language education process. When all the participants are involved in
such a process, the learning can be considered as successful.
Moreover, enabling the learners to actively participate in decision
making and taking responsibility for their own learning will also
contribute the development of HOTs.

HOTs are the skills that enable the learners to judge the value of
truth, to transfer the acquired knowledge to new contexts, to solve
problems and to think critically. Traditionally they are positioned at
the upper part of Bloom’s taxonomy (Figure 1)
(https://cft.vanderbilt.edu/guides-sub-pages/blooms-taxonomy/). The
distribution of skills goes from basic skills towards more complex, at
its base there are the skills of recalling facts and basic concepts,
whereas, on top there are more complex skills, such as analysing,
evaluating, and creating.
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Figure 4: Bloom's taxonomy
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The traditional classroom is believed to little contribute to the
development of HOTs. The made observations have shown that
teachers seem to do most of the talk leaving little space for the actual
learning to take place in the classroom. Learners seldom manage to
develop such skills as critical thinking, problem solving, and creativity
at the lesson of English. The overall skill development in a traditional
EFL classroom is presented in Figure 2.

Figure 5: Skill development in a traditional classroom

Outside the
classroom
analyze
apply .
Inside the
understand classroom
/ remember

As seen, learners are generally expected to develop HOTs outside
the classroom. The classroom time is mostly devoted to the
development of such lower thinking skills as remembering and
understanding. Undeniably, such skills are crucial in the process of
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language education (Condrat 2018: 238). Yet, in a student-centred
classroom promoting learner autonomy the focus should be on the
development of HOTs as well.

Another important aspect to be mentioned here is the way
technology should be integrated in the language education process.
Technological development has tremendously impacted people’s
lives, thus teachers should consider integrating technology in their
education process in order to create more motivational learning
environments, on the one hand, and to boost learner autonomy, on the
other. Thus, technology should facilitate the dialogue between
teachers and learners who should engage in a process of negotiating
and co-constructing the meaning of what is to be learned and what
skills are to be developed.

Educators started looking for viable solutions of technology
integration that would flip the way skills are developed in a traditional
classroom. The idea of flipping the classroom was introduced by two
chemistry teachers, Bergmann and Sams (2012), who incidentally
discovered the benefits of inverting the typical cycle of content
acquisition and application. Such an inversion means the learners are
expected to gain the necessary knowledge before the class (i.e.
remember and understand) and apply it during the class (i.e. apply,
analyse, evaluate, and create). Definitely, the classroom learning
should proceed in an interactive way, where the teacher only assists
the learners in the process, which means that learners become more
responsible for their own learning and are engaged in meaningful

Figure 6: Skill development in a traditional classroom

remember
understand Outside the
classroom
apply
analyze

Inside the valua
classroom c e

66



activities meant to develop their HOTs. The flipped classroom is
presented in Figure 3.

Carstens and Sheehan (2014: 93) summarize flipped learning as:
* ameans to increase interaction and personalized contact time

between students and teachers;

* an environment where students take responsibility for their own
learning;

* aclassroom where the teacher is not the “sage on the stage” but
“the guide on the side”;

* ablending of direct instruction with constructivist learning;

* aclassroom where students who are absent due to illness or
extra-curricular activities such as athletics or field trips, don’t get
left behind;

* aclass where content is permanently achieved for review or
remediation;

» aclass where all students are engaged in their learning;

* aplace where all students can get a personalized education.

It can be assumed that learning will be deeper as students will
become more responsible, whereas their interaction will be more
meaningful. They will be actively involved in applying the knowledge
learned at home in meaningful ways and get immediate feedback from
both peers and teachers. Such a lesson will promote students talk and
encourage critical thinking. Moreover, it will offer the possibility for
learners to learn from one another.

The question one might ask himself/herself is how to flip a
language classroom. There are a series of steps to be taken before
using this model.

* identify where the flipped classroom model makes the most
sense for your course;

* spend class time engaging students in application activities with
feedback;

» clarify connections between inside and outside of class learning;

* adapt your materials for students to acquire course content in
preparation of

* class;

» extend learning beyond class through individual and
collaborative practice (https://facultyinnovate.utexas.edu/flipped-
classroom).
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While studying the possible application of the flipped model to an
English language classroom, I have noticed the tendency language
educators have to use different videos as a means allowing the
language educators to flip their classroom. In her webinar on The
Flipped Classroom: The role TED and technology can play to get
students speaking, Hsu-Ping Tuan examines the way TED talks could
be used in a language classroom and the way they enhance the
students’ language learning.

I decided to gradually implement this model in my teaching
practice with first year students of Alecu Russo Bélti State University
studying English as their first foreign language. The group of students
consisted of 17 students, 3 male students and 14 female students. The
questions I posed were the following:

*  How shall I flip the classroom to make the language learning
process more meaningful and motivational?
* How do students react to the flipped classroom model?

The main method applied was classroom observation and informal
interactions. They allowed me to collect the data for analysis and
discussion.

One of the most strategic decisions to be made in a language
classroom is what exactly can be flipped. I thought that the flipped
model will best suit to invert the traditional way of teaching grammar.
Thus learners will be asked to study a specific grammar topic at home,
and then in the classroom they will be engaged in some interactive
activities where they will apply the knowledge learned at home.

I also decided to make my own videos as I thought learners will
find it more easily to understand the material if they listened to
somebody they know and trust. I have also decided to make videos
short, so that learners manage to process the information.
Consequently, I made a series of videos which I posted on my
YouTube channel. It should be mentioned that the learners were
encouraged to look for additional explanations either online or in
grammar books.

The first designed activity can be said to only partially introduce
the flipped model. I thought it would be appropriate to help learners
get used to the new model. I created a video where imperatives were
used  (https://www.youtube.com/watch?v=R7TXZVpFbNE). The
learners were invited to write a dictation on it and reflect on the use of
verbs. In the classroom they were asked to create their own
presentations where the Imperative will be used.
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This activity was later extended with another video on the same
grammar topic
(https://www.youtube.com/watch?v=4tuQP1mUKaY). This time, its
primary focus was to develop critical thinking and creativity at
leaners. Again the learners were asked to watch the video. They were
asked to reflect not only on the use of imperatives but also on the
message in the video. In the classroom, the learners were engaged in
activities related to the video watched at home.

The actual classroom flipping happened when I made videos
covering specific grammar topics related to the present, past and future
tenses in English. Some of the videos can be accessed by clicking the
following links:

*  https://www.youtube.com/watch?v=_gzCALVJEFM,
*  https://www.youtube.com/watch?v=LOY ShK-tUak,
*  https://www.youtube.com/watch?v=TQlopnITKXA,
*  https://www.youtube.com/watch?v=g92zc9L. OSmk.

In the classroom, the students applied that knowledge gained at
home. From my observation, students still preferred to be engaged in
less interactive activities. Being used to doing exercises at home, they
would willingly do grammar exercises in the classroom. However,
when they were asked to engage in more interactive activities, they
did it less willingly.

I have noticed that the students did not like to work
collaboratively. They did not seem to have the collaborative and
communicative skills well-developed. When faced with a problem
which has risen in their groups, they would not look for solutions, but
would instead start blaming one another. In addition, they were unable
to organize their work so that it leads to success.

In my opinion, this can be the result of the instruction model they
got used to at school. The students are not prepared to take
responsibility for their own learning, instead they still expect the
teacher to be in the centre of the instruction process. Consequently, the
learners become insecure and less motivated to learn independently.
Another problem resulting from the teacher-centred approach can be
seen in the learners’ inability to work collectively and to solve
problems. From the made observations it can be concluded that high
school in the majority of cases contributes little to the development of
HOTs and learner autonomy. Thus, most of the learners seem to be
unprepared to face the challenges the university academic context
involves.
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The topic of flipped classroom is worth investigating further. It

should be seen as an alternative to traditional teacher-centred
instruction, which can boost the learners’ autonomy and motivation.
This model can also contribute to the development of HOTs. It is true
that applying this model is quite challenging and might be met with a
certain degree of resistance from the part of the students and teachers.
Yet, in the end, it can help develop the learners’ 21* century skills. In
addition, it also brings the fun element into the classroom, creating
more motivational learning environments.
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Abstract: This study aims to provide a clear understanding of group working
in the classroom for implementation of active learning methods has become
of great need especially group working as an effective method to encourage
and motivate students while learning in the classroom. In fact, working in
groups has been considered to prove better inspiration, motivation,
engagement and effectiveness of learning activities of students. The article
highlights scientific findings of researchers on the issue and reveals practical
experience of student group working. It can thus be conceivably hypothesized
that all profits and benefits of group work in English classes can potentially
contribute to qualitative students’ outcomes. It was discovered that working
in groups is strikingly different from the conventional one as cooperation is
a complete challenge and creates positive interdependence in team work.
Moreover, participants turn out to be responsible for each other’s success.
Concurrently, such new approach focuses on task and maintenance roles and
outcomes. On reflecting the changes and new approaches in student’s
learning that have been used, it’s worth saying that group learning stimulates
student’s critical thinking, everyone is involved in debating, discussing,
clarifying their statements and concepts being considered in the class. Our
class sessions showed and assumed that the students being tutored not only
learned more than they did without tutoring, they also developed a more
positive attitude about what they were studying. In addition, the tutors learned
more than students who did not tutor. The observed improvement in students
learning can be interpreted as being a result of group work and peer tutoring.
Keywords: group working, team learning, cooperative learning, active
learning, interactive learning.

Practical life experience shows that all the activities of our lives
— working, learning, worshiping, relaxing, playing, and even sleeping
— occur in groups rather than isolated from others. Most people prefer
to live in groups. Most people belong to many different groups, so the
number of groups in the world probably reaches well beyond six
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billion. The world is literally teeming with groups. Group work is
influential interpersonal process that takes place in groups.

For centuries, scholars have been fascinated by groups—by the
way they form, change over time, dissipate unexpectedly, achieve
great goals, and sometimes commit great wrongs. It is believed that
group work can minimize the occurrence of confusing moments and
enhances learning students’ motivation and encouragement that result
from working in small groups. That is why group working has been a
heated topic in second language learning for the past two decades. Its
role as a significant supplement to teacher feedback has been well
demonstrated in various scientific sources.

According to grounded researches, a number of experienced
scientists have investigated effectiveness of group working for
improving students’ learning outcomes (Paulus, 1999; Shihhsien,
2011; Yang, Badger, & Yu, 2006) and the dynamics of pair interaction
in peer feedback sessions (Mendonca & Johnson, 1994; Storch, 2002a;
Villamil & de Guerrero, 1996; Zhu, 2001). However, most of the
previous researches on students’ interaction in peer feedback sessions
was conducted in ESL and mainly investigated how students
interacted with each other. Although Topping proposed that students
should be of equal status when paired into peer assessment dyads, this
is a rather idealistic situation since “there are evidently individual
differences that affect perceived status and may impact peer feedback
perceptions and subsequent performance” (Strijbos, Narciss, &
Dnebier, 2010) [3-6].

The views expressed by Paulus, Shihhsien, Mendonca & Johnson,
Slavin confirm [5] that dividing students into small groups seems to
provide an opportunity for students to become more actively engaged
in learning and for teachers to monitor student’s progress better and
properly, assess progress through questioning, discussions, and
checking workbook exercises and quizzes geared for the particular
group.

According to David Berliner, teachers who engage in small group
instruction seem to attend five strategies of teaching [6].
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Figurel. Strategies of teaching in small groups according to
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David Berliner.

Thus, the apparently simple task of organizing small groups
involves numerous complex decisions and strategies. Researchers
have found that students benefit from peer-tutoring and group work
because the curriculum and instruction are tailored to the students’
abilities. Dividing students into small groups seems to provide an
opportunity for students to become more actively engaged in learning
and for teachers to monitor students’ progress better and properly,
assess progress through questioning, discussions, and checking
workbook exercises and quizzes geared for the particular group.

Overall, group work is also called pairing students, that is the
assignment of students to help one another on a one-to-one basis or in
small groups in a variety of situations. There are three types of pairing:
* students may tutor others within the same class;

* older students may tutor students in lower grades outside of
class;

* two students may work together and help each other as equals
with learning activities.

The purpose of the first two types is to pair a student who needs
assistance with a tutor on a one-to-one basis, although small groups of
two or three tutees and one tutor can also be formed. The third type,
also called peer-pairing, is more than tutoring.
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It is worth saying that experienced researchers R. Slavin and
Nancy A. Madden indicate that of the three pairing arrangements, peer
tutoring within the same class is the most appropriate. A student who
is a higher achiever or who has completed a lesson and has shown
understanding of the material is paired with a student who needs help.
One noteworthy facet of the research concerning peer tutoring,
highlighted by Slavin and Nancy A. Madden in “What Works for
Students at Risk” and by Theresa A. Thorkildsen in “Those Who Can
Tutor” [3], suggests that through group-pairing students are less
threatened by peers, they are more willing to ask fellow students
questions that they fear the teacher may consider “silly”. Particularly,
they are less afraid that fellow students might criticize them for being
unable to understand an idea or problem after a second or third
explanation.

Generally, a peer tutor is anyone who is of a similar status as the
person being tutored. In an undergraduate institution this would
usually be other undergraduates, as distinct from the graduate students
who may be teaching the writing classes; in an K-12 school this is
usually a student from the same grade or higher. There are some basic
rules to establishing your peer tutoring program, the key to success is
a clear objective. Thorough planning and evidence gathering
activities will contribute to substantiation of the decisions you will
make [3].

Moreover, the importance of peer tutoring is emphasized in
scientific works of R. Slavin and A. Madden [3] who postulate that
peer tutoring within the same class is the most common in elementary
and middle schools. Researchers have found that students benefit from
peer-tutoring because the curriculum and instruction are tailored to the
students’ abilities.

Most researchers claim that group work may be a useful and
effective means of teaching but its development and appliance of
interaction cause striking changes among students positively and
negatively. The most argumentative findings are discovered by Heron
J. and presented in his work ‘The Complete Facilitator’s Handbook’
(2006). The author notices positive forms of group dynamics in the
characteristics of a successful group. According to him, the group
should be task- and process-oriented. Generally, it means that the
students cooperate with each other and with the teacher as well as
being involved in the learning process by solving problems and
making decisions. Apart from being interactive, the group should also

75



https://en.wikipedia.org/wiki/Tutor
https://en.wikipedia.org/wiki/Undergraduate
https://en.wikipedia.org/wiki/K-12
http://www.rmit.edu.au/browse;ID=ry0lxcvs63c8z#3
http://www.rmit.edu.au/browse;ID=ry0lxcvs63c8z#3

be personal work oriented. In a successful group the students know
how to engage in interpersonal work and feedback but they are also
able to concentrate on their individual work which is of great
importance to classroom dynamics. If the students know how to
express their personal feelings and emotions, the group becomes more
cohesive due to honesty and trust among the group members. Such
positive attitudes of the learners help to confront problems and
conflicts which may arise at any time during the group life [7].

Unfortunately, the positive forms of classroom dynamics have
their negative counterparts because of which the learning process may
be distorted or held back (Heron 2006). The first form of negative
group dynamics is educational alienation which means that the group
seems to be limited to only one learning objective. Very often it may
take the form of the alienation of intellect when the group pursues only
the mental objectives while the emotional life of the group is left aside.
The reverse kind of alienation may also take place. The students
become so concerned with the emotional side of learning that they
forget about the learning process itself. Since a single-stranded
learning objective is not recommended, both types of alienated group
dynamics are dangerous for the group processes. The second form of
negative dynamics is psychological defensiveness which may arise at
different stages of a group’s history. The main source of negative
feelings in a group is usually the anxiety of the learners. This tension
may be connected with lack of acceptance or fear of performance.
Members’ anxiety can also be generated by other threatening issues
like group conflict, fear of teacher’s authority and control, lack of
mastery or competence.

It should be beard in mind that all forms of group dynamics, both
positive and negative, can be controlled and facilitated by the teacher.
Effective facilitation can be supported by switching between different
strands of learning and creating a holistic course design [7].

Having learnt and analyzed scientists’ viewpoints and works on
the essence and significance of group working and peering it was
decided to experience such new methods of teaching and learning in
the classroom. This research was caused by the following reasons: on
the one hand, the need of pedagogical institutions for quality curricula,
assessment, content, procedures, and on the other hand, public interest
in raising the quality of foreign language teacher education have made
the initial teacher education system in Ukraine change considerably
[1-2]. One more urgent reason is that Ukrainian schools need young
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people who are more flexible, creative, and active and who can solve
problems quickly, make decisions, think critically, communicate ideas
effectively and work efficiently within teams and groups. The only
knowledge is no longer enough to succeed in the increasingly
complex, fluid, and rapidly evolving world in which we live. In order
to make better more effective life-long learning and potential success
it is now widely accepted that young Ukrainian people need to have
opportunities to develop personal capabilities and effective thinking
skills during their education.

The new generation teacher approach has been successfully
implemented for students’ learning at the sessions at Faculty of
Foreign Languages of Pavlo Tychyna Uman State Pedagogical
University.

The following new approaches and objectives: to discover
potential benefits of group working and students peering, to develop
cooperation skills, critical thinking skills, communication skills, to
explore how to work as a team have been successfully applied at our
class periods for students learning. That is, new ideas, activities and
methods have been effectively fulfilled at the sessions.

First of all, it was observed that students prefer grouping or pairing
work when learning. Secondly, it was interesting for us as teachers and
scientists to compare traditional groups and teams learning
cooperatively. On the one hand, it was rather important to notice that
in traditional small groups the teacher asks students to group to do
some class assignment what causes the ignorance of interdependence,
individual accountability and, what is more, communication skills. On
the other hand, such structured approach puts the emphasis on the task
itself to be done and to get more knowledge than practical skills. To
crown it all, each person is responsible only for him/herself.

Nevertheless, it was discovered that working in groups is
strikingly different from the conventional one as cooperation is a
complete challenge and creates positive interdependence in team
work. Moreover, participants turn out to be responsible for each
other’s success. Concurrently, such new approach focuses on task and
maintenance roles and outcomes.

On reflecting the changes and new approaches in student’s
learning that have been used, it’s worth saying that group learning
stimulates student’s critical thinking, everyone is involved in debating,
discussing, clarifying their statements and concepts being considered
in the class.
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To put things together, it may be concluded that all profits and
benefits of group work in English classes can potentially contribute to
qualitative students’ outcomes. Our class periods showed that the
students being tutored not only learned more than they did without
tutoring, they also developed a more positive attitude about what they
were studying. In addition, the tutors learned more than students who
did not tutor. The observed improvement in students learning can be
interpreted as being a result of group work and peer tutoring.

Further research in this area may contribute valuable information
for teachers regarding their roles when using group work in the
classroom.
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Abstract: This paper is devoted to cultural competence and its development
in the teaching and learning environment. The definition of the notion
‘cultural competence’ is presented and constituent elements of intercultural
competence — knowledge, skills, and attitudes are specified. The attention of
the author is devoted to authentic materials and some activities of their usage
are presented. Some methods and techniques of intercultural competence
teaching are noticed and specified.
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It has been widely recognized in the language teaching profession
that learners need not just knowledge and skill in the grammar of a
language but also the ability to use the language in socially and
culturally appropriate ways. This was the major innovation of
'communicative language teaching'. At the same time, the
'communicative approach' introduced changes in methods of teaching,
the materials used, the description of what is to be learned and
assessment of learning. The Council of Europe's 'Common European
Framework of Reference’ embodies these innovations and also
emphasizes the importance of 'intercultural awareness', 'intercultural
skills', and ‘existential competence'. The 'Common European
Framework', like other recent publications, thus introduces the
'Intercultural Dimension' into the aims of language teaching. Its
essence is to help language learners to interact with speakers of other
languages on equal terms, and to be aware of their own identities and
those of their interlocutors. It is the hope that language learners who
thus become 'intercultural speakers' will be successful not only in
communicating information but also in developing a human
relationship with people of other languages and cultures [3].

There are many definitions of “culture”. The American
psychologist Harry Triandis, for example, defines culture as “the
human-made part of the environment” [8]. The Dutch cultural
psychologist Hofstede defines culture as “the collective programming
of the mind” [6]. Culture can be defined as “the sum of a way of life,
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including expected behavior, beliefs, values, language and living
practices shared by members of society. It consists of both explicit and
implicit rules through which experience is interpreted” [5]. Geert
Hofstede, the most famous researcher in the field, refers to culture as
a “programming of the mind” [6]. All researchers dealing with the
concept of culture on a theoretical basis agree that culture covers a
very broad field.

A great deal of research has been undertaken in the field of
intercultural competence which has led to many different definitions
and understandings. Almost researchers understand ‘“intercultural
competence” as an ability to develop targeted knowledge, skills and
attitudes that lead to visible behavior and communication that are both
effective and appropriate in intercultural interactions [4].

Constituent elements of intercultural competence (Adapted from
Deardorff, 2006) are knowledge, skills, and attitudes.

Knowledge: cultural self-awareness (articulating how one’s own
culture has shaped one’s identity and world view); culture-specific
knowledge (analysing and explaining basic information about other
cultures (history, values, politics, economics, communication styles,
values, beliefs and practices)); sociolinguistic awareness (acquiring
basic local language skills, articulating differences in verbal/ non-
verbal communication and adjusting one’s speech to accommodate
nationals from other cultures); grasp of global issues and trends
(explaining the meaning and implications of globalization and relating
local issues to global forces).

Skills: listening, observing, evaluating (using patience and
perseverance to identify and minimize ethnocentrism, seek out
cultural clues and meaning); analysing, interpreting and relating
(seeking out linkages, causality and relationships using comparative
techniques of analysis); critical thinking (viewing and interpreting the
world from other cultures’ point of view and identifying one’s own).

Attitudes: respect (seeking out other cultures’ attributes; value
cultural diversity; thinking comparatively and without prejudice about
cultural differences); openness (suspending criticism of other cultures;
investing in collecting ‘evidence’ of cultural difference; being
disposed to be proven wrong); curiosity (seeking out intercultural
interactions, viewing difference as a learning opportunity, being aware
of one’s own ignorance); discovery (tolerating ambiguity and viewing
it as a positive experience; willingness to move beyond one’s comfort
zone) [4].
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The development of intercultural competence is never complete
and perfect, but to be a successful intercultural speaker does not
require complete and perfect competence. The first reason for this is
more obvious: it is not possible to acquire or to anticipate all the
knowledge one might need in interacting with people of other cultures.
Those cultures are themselves constantly changing; one cannot know
with whom one will use a specific language since many languages are
spoken in more than one country. Similarly, there are in any one
country in many different cultures and languages. And thirdly any
language can be used as a lingua franca with anyone from any country
[3].

The role of the language teacher is, therefore, to develop skills,
attitudes, and awareness of values just as much as to develop
knowledge of a particular culture or country. So a teacher does not
have to know everything about 'the target culture'. This is, in any case,
impossible and in fact, there are many cultures associated with a
particular language, for example, many countries where English is
spoken as the first language, and within those countries many
variations on beliefs, values, and behaviours which people share, in
other words, many cultures [3].

So a teacher should try to design a series of activities to enable
learners to discuss and draw conclusions from their own experience of
the target culture solely as a result of what they have heard or read.
The teacher might provide some factual information related to the life-
styles current in the culture and patterns usually followed by members
of these cultures, but the important thing is to encourage comparative
analysis with learners’ own culture.

There are a lot of materials that could be used in teaching culture.
Nowadays, the authors of English language textbooks are aware of the
necessity to develop intercultural competence of learners and are
trying to make more effort to create culturally relevant texts,
recordings, and activities. Modern English language textbooks offer
materials developing intercultural competence in separate parts titled
“cultural pages”, for example, “Solution”. However, it is often
difficult to convince English teachers that the teaching of culture is not
a secondary goal. Most of the researchers agree that culture is an
inseparable part of foreign language teaching because language
without culture is a set of symbols which can be misinterpreted if they
are not understood in the right cultural context [3].
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Authentic materials are for sure the best materials for teaching
cultural aspects, as they bridge the gap between the classroom and the
outside world and they bring reality into the classroom. Authentic
materials focus mainly on contents and meaning and not on linguistic
forms and structures, they do not replace textbooks but could be very
beneficial additional materials or a substitution for certain texts that
might not be well suited for the specific classroom. Most everyday
objects in the target language could be qualified as authentic materials.

According to Nunan and Miller, authentic materials are those
which were not created or edited for language learners [7]. Exposure
to the authentic materials allows language learners to make contact
with the real-life language, which can be a great motivational factor
and it helps them to recognize that there is a community of users who
live their lives in this other language.

Authentic materials are classified into audio, visual and printed
materials.

Audio materials include TV programs, commercials, news,
weather reports, films, cartoons, phone messages, podcasts, radio
programs, music, internet audio materials, audio-recorded stories,
announcements at the stations and airports, shops, etc.

Visual materials include photographs, paintings, drawings,
wordless street signs, images, pictures from magazines, newspapers,
postcards, stamps, coins, wordless picture books, toys, food, and any
items.

Printed materials include newspapers, magazines, books, TV
guides, catalogues, lyrics to songs, restaurant menus, product labels,
street signs, tourist information brochures, maps, letters, greeting
cards, junk mail, school notices, billboards, public transport schedules,
traffic tickets, application forms, information on the internet, packing
slips, packaging from various items, food labels, etc.

To specify authentic materials usage, here are several activities
using authentic materials with the aim of developing intercultural
competencies are listed here. Teaching about customs, for example,
the Ukrainian and American Christmas is an example of developing
socio-cultural knowledge. First of all, the teacher and learners discuss
the habits of Christmas celebration in Ukraine. The teacher tries to find
out from learners what they know about Christmas in the USA,
custom, meal, etc. Learners are encouraged to name films and describe
the Christmas customs in both countries. The topic can be supported
by authentic photographs of both cultural habits. There are many
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youtube videos showing cultural habits, which learners could watch
and by the technique of noticing, learners pick and write down the
peculiarities of the shown habits. This activity is very effective with
young learners.

Sociolinguistic competences practices greetings, addressing
forms, turn taking, politeness and register. For example, authentic
menus, tickets, checks, etc. The best way of working with such
materials is to practice ordering food in role-play, buying or changing
a ticket at the railway station, using the correct sociolinguistic phrases
in the queue or public transport, etc.

The correct usage of non-verbal communication belongs to
pragmatic competences (greeting gestures, which are different in
various cultures). There are a lot of videos available showing various
greeting gestures, which could be shown to the learners form
youtube.com. The teacher gives a list of countries and photographs
representing the greetings (e.g. handshake, hand kiss, fist shake, bow,
kiss, cheek kiss, wave, nod, hug, shoulder tapping, high five, etc.).
Learners try to match greetings with the photographs. Then, pupils act
out gesture greetings and other pupils guess the country where these
greetings are appropriate. The teacher should also warn learners about
certain gestures being inappropriate in different cultures.

There is a great choice of authentic materials, which could be used
in teaching culture in foreign language lessons, but teachers need to
pay a lot of attention in choosing appropriate materials. Teachers
should set up criteria for selecting materials, which would suit the
specific groups of learners. The materials should fulfill the
requirements of the curriculum topics, the interest of learners.

As for the methods for teaching cultural aspects in the ESL
classes, there is a variety of them, and the teacher can choose an
appropriate due to the level of learners or the topic of the classes.
Byram claims that intercultural competence is a complex matter
involving more than traditional language lessons [2]. According to
Brooks, intercultural competence is the best gained practically, just
like learners acquire phonological accuracy, syntax or morphology
through actual practice [1]. Regular conversational topics should be
about daily tasks, which should highlight identity, similarity, and
differences in comparable patterns of culture. Research findings
indicate that teachers mainly teach socio-cultural aspects (factual
information, holidays, traditions, food, housing, etc.) and pay little
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attention to sociolinguistic, pragmatic competences and non-verbal
communication.

Some methods are known to be effective in the English classroom.
The method of comparison is one of the most often used techniques
for teaching cultures. This technique is focused on discussing the
differences between the native and British or American cultures.
Comparison is used for developing socio-cultural knowledge,
sociolinguistic, pragmatic and non-verbal competence. It is widely
popular in primary and secondary school to compare in such topics as
“School”, “Cuisine”, “Festivals” etc. Pupils watch short video
materials, which present typical British school, cuisine or festival
procedure, which is available on the Internet with subtitles for better
understanding. They suggest not only socio-cultural knowledge but
also sociolinguistic and pragmatic phrases (greetings, addressing
people, polite requests, formal register) as well as standards of non-
verbal communication. Watching video is followed by a discussion of
differences in two cultures.

The TPR (Total Physical response) method is designed to respond
physically to oral commands in order to act out cultural experience
(Hughes, 1986). TPR is very popular in teaching young learners, as
children like to act out songs and stories. TPR in cultural competence
development is very useful in the formation of the standards of non-
verbal communication. Learners need to practice different gestures
and to acknowledge their meaning in different cultures, such as
kissing, handshaking, thumb up and forefinger sign, shaking of the
head, etc. These actions often have different meanings in different
cultures.

Role-playing is a very effective method for practicing
sociolinguistic and pragmatic phrases, socio-cultural knowledge, but
also non-verbal communication. Learners practice real-life situation
in a café, restaurant, shop, bus station, airport, etc. Roleplaying is
suitable for young learners and adults as well. Learners act the role of
visitors to their own country and meet with other learners acting like
themselves and not as the stereotypes that the visitors are expecting.
This kind of experiential learning is powerful in developing self-
awareness as well as perceptions of other countries [3].

To conclude this paper, it is worth to mention that authentic
materials provide a rich source of cultural context. Teachers should
not be afraid to use authentic materials, as such practice is fun,
motivational and educational. Certainly, authentic materials should be
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carefully chosen and prepared. Teachers have to pay great attention to
the methods and techniques used in working with authentic materials.
Thus, developing the intercultural dimension in language teaching
involves recognizing that the aims are: to give learners intercultural
competence as well as linguistic competence, to prepare them for
interaction with people of other cultures, to enable them to understand
and accept people from other cultures as individuals with other
distinctive perspectives, values and behaviours, and to help them to
see that such interaction is an enriching experience. If learners are
regularly working with authentic materials, they could avoid cultural
shock visiting a country with a different culture.
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Abstract: The article is devoted to the problem of intellectual development
of children of preschool age in the process of studying folk riddles. The
author reveals the concept of "riddle", highlights the principles of the
selection of riddles and groups of riddles that are used in pre-school. The
work details the methods of work: a) with riddles — descriptions, b) with
riddles containing the key distinguishing feature of the object, c) with riddles
in which the description of the object is given through negation; it proved that
the effectiveness of this technique has a positive effect on children's
intellectual development.

Keywords: intellectual development, children of preschool age, folk riddles,
groups of riddles, methods of working with riddles.

Haponmnoe wuckyccTBO sBIsieTcss (QYHIaMEHTAIBHBIM IIIACTOM
HallMOHAIBHOU KYJBTYphl M pPACCMATPUBACTCA KaK JCHCTBEHHBIN
(hakTOp colManu3aIu, HHTEILIEKTyaabHOro pa3Butus auaHocty (O.
B. Akymosa [1], T. B. Koteuteckas [5], A. I1. Ycosa [6] u mp.).

BaxHoi1 yacTbiO HAPOJHOUN KYJBTYPHI SIBISETCS YCTHOE HAPOJHOE
TBOPYECTBO, KOTOPOE CKOHLIEHTPUPOBAIIO B ceOe MyJIPOCTh PyCCKOTO
HapoAa, €ro IyXOBHYIO CHITY, BBIPA3HUTEIBHOCTH POJHOTO S3BIKA.
Teopueld W NPaKTUKOW JOLIKOJBHOTO BOCHMUTAHMS JIOKA3aHO, YTO
YCTHOE HApOJHOE TBOPYECTBO (IIOCIOBULIBI, IPUOAYTKH, 3araiku U T.
I.) mpoOyxaaer oOpas3Hble MpeacTaBieHuss 0 PoauHe, naeT BepHbIE
JTyXOBHO-HPABCTBEHHBIE OPHEHTHUPHI, CIIOCOOCTBYET MaKCHMAaJILHOMY
PaCKpBITHUIO  WHTEIUIEKTYaJIBHBIX  CIIOCOOHOCTEW,  pa3BUBACT
MHIUBUAYaJIbHbIE OCOOCHHOCTH U TBOPUYECTBO AeTei. MBI cuuTaem,
YTO 0COOYIO pOJIb B HHTEUIEKTYaJIbHOM Pa3BUTHH JETeH UTParoT
HapOJHbIE 3arajiki, KOTOPbIe OKAa3bIBAIOT IMOJIOKUTEIFHOE BIHMSHUE
Ha pa3BUTHE MBICIUTEIbHBIX MPOLECCOB, PEUEMBICIUTEIBHOMN
JesITeIbHOCTH, (HOPMHUPOBAaHNE YMEHHH CpaBHHBATH 3arajiku 00
OJIHOM M TOM K€ IMpeaMeTe WM SIBICHUH, CAMOCTOATENBHO peliaTh
JIOTUYECKHE 3alayd M MPEeoNoJieBaTh TPYAHOCTH B MPOLECCE
OTIEpUPOBAHUS 3HAHUSIMUA B HOBOH MPOOJIEMHON CUTYyaIIHH.

B MICUXOJIOTO-NIEAArOTUYECKOM JUTEpaAType BOIIPOCHI
UCIIOJIb30BaHUS 3arajioK Kak 3¢ (HeKTUBHOTO cpencTBa
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MHTEIICKTYaIbHOTO PA3BUTHS JIETCH HE HAIIUTH TTTyOOKOTO H3YUCHHUS
JUIIb OTHENIbHBIE AaCTEKTHl 3TOT0 HANpaBICHHUS MPEICTaBICHBI B
paborax T. A. JlagpbkeHCKkOW «3arajgkyd Kak CPEICTBO Pa3BUTHS,
oOyuenus u Bociutanus» [6], 10. I'. Unnapuonosoii «Yuure aeren
otraapiBaTh 3araaku» [3], K. ®rondiurioka «Metadopa B CO3HAHUU
neTel (Ha MaTepranax AeTCKuX 3aranok)» [8], B. A bemsesoit u H. I1.
[laBnoBo#t «Otramaii 3aragky (0COOGHHOCTH TOHMMAaHUS 3arajiok
peOEHKOM-TOTITKOJIBHIKOM )» [2].

3aragka — 93TO JpeBHEHIIUI KaHpP PYCCKOro QOJIBKIOpa, B
KOTOPOM OTPaXXE€HO O0pazHoe M sipkoe BujueHue Mmupa. OHa T10-
HOBOMY TIOKa3bIBa€T 3HAKOMOE — BCErJla HEOXKUJAaHHO, a WHOTAA
napagokcanbHo. CTpyKTypa 3arajJiku HOCHT «3arajbIBaTeIbHO-
pasraibIBaTeNbHBIN» XapaKTep, KOTOPHIH OKa3alics ONTHUMAalIbHOMN
(hopMOil [T KPAaTKOTO HM3IIOKEHUS MHTEIUIEKTYadbHO HACHIIIEHHON
nHpOpMAaIlMK, O TMPUPOAHBIX W  HCKYCCTBEHHBIX OOBEKTax,
CYIIECTBYIOIIMX B Hallleil BceneHHou.

BompocHo-oTBeTHast ¢dopMa TekcTa pacwieHsSeT ero Ha
HEOOJIbIINE «ITOPIUWY» CMEBICIA, B KOTOPOW BBINEISAETCS TIIABHBIN
CMBICJI: B HayaJie 3arajJiku — [OJArOTaBJIMBas €ro IOsBJICHUE
BOIPOCUTENFHBIM CJIOBOM, a 3aTeéM B OTrajike, IOTOMY YTO €€
CMBICIIOBOH IIEHTP COCPEIOTOYEH B TIIO3WIUH, NPEICKA3aHHON
BOIPOCUTEIHHBIM CIIOBOM.

B HayuyHol nuTepaType JaeTcs CIELYyIOLIEe OIpEAeiICHUE
3araJIku Kak MaJjioro jkaHpa ¢oibkiopa: «3arafka — 3aMbICIIOBATOE
MO3TUYECKOE BBIPAXKCHHE, B KOTOPOM IPU3HAKH OTrajbIBacMOro
MpeaMeTa JaHbl B 3alM(QPOBAaHHOM, YBOJSIIEM B CTOPOHY BUIC» [4,
c.110].

IIpupona 3aramkm cBs3aHa C OAHMM U3 (yHIAMEHTAIbHBIX
CBOWMCTB 4YEJIOBCUECKOT0 MBIIUICHUS — C HMHTEJUICKTYaJbHbIM
YMEHHEM BHJIETHh CXOJICTBO WJIM HECXOACTBO Pa3HBIX MPEIMETOB U
SIBIICHUH, TOHUMAaTh B3aUMOCBSI3M B OKPY)KAlOIIEM MHpE, pa3indaTh
o0Iiee, 4acTHOE M OCOOCHHOE B KaxkJaoM oOwbekTe. Kak mpasuiio,
OTra/IbIBaTh 3arajKy JAOBOJILHO TPyAHO. J[ist aTOoro Hamo o0ianath
Pa3BUTHIM O0Pa3HO-aCCOIMATUBHBIM TOATHYECKAM MBIIUICHUEM,
OBITH COOOPa3UTEIBHBIM, CIIOCOOHBIM TPEOJI0JICBATh CO3/1aBaCMBbIC
3araJIkoi TPYJHOCTH JIOTHYECKOTO MOPS/IKA.

3araku yNOpakHAIOT B PA3BUTHH WHTEIUIEKTa JETei: ydar
paclo3HaBaTh aHAIOTHH, COIMOCTABISATh OOBEKTHI, BUAETH «BTOPHIE
IUIaHBD) BEUIEH U SBJICHUN, TOHUMATh TICPEHOCHBIC CMBICIHI,
WHOCKa3aTelIbHbIE  BBIpAXEHHS, Iepedpasbl, (Hpa3eororu3MEl,
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KOCBEHHBIC OIMCAHUS OOBEKTa, BBIACIATH TC¢ IMPHU3HAKU, KOTOPHIC
NpE/ICTABICHBl B 3arajike 0ojiee 3HAYUTENHHO M peibe(HO, 4TO
MOMOTaeT MPaBUIHLHOMY MTOUCKY OTTaJIKH.

B namreii pabote MBI paccMaTpuBaeM 3araJiky Kak CBoeoOpa3Hyro
JOTHYECKYI0  3a7ady, KOTOpPYH0  HAaJO0  pemars  IyTeM
MOCTIEIOBATENIbHBIX YMCTBEHHBIX ICWCTBUN: CHadaja BBIJCIUTH B
3arajike TpPHU3HAKKM O0BeKTa (IIPOM3BECTH AaHAlM3), a 3aTeM
COIOCTABUTh U O0BECIUHUTD 3TH MPU3HAKH, YCTAHOBUTH MEXKI1Yy HUMHU
BO3MOJKHBIE CBs3M (IIpOM3BeCTH CHHTE3). Ha ocHOBe ycTaHOBIEHHUS
CBs3eii W OOBEAMHEHUS TIPU3HAKOB JIENIAETCS BBIBOJ, CTPOUTCA
YMO3aKJIIOUeHUe U (HOpMyITUPYETCs OTTaIKa.

Lenbto Hamel paboTHI SIBISIETCS PACKPHITHE METOJUKH PabOThI C
HauOoJiee pPacHpOCTPAaHEHHBIMH TpYNIIAMH  3arajiok, KOTOpBIC
HamnpaBleHbl Ha CTUMYJIUPOBAaHHE AKTUBHOW WHTEIIEKTYalIbHOW
JeITeNbHOCTH JIETEH.

I[lpu mnombope 3aragok Uit pabOThl € JETBbMH MBI
PYKOBOJICTBOBAJIMCH CIEAYIONIMMH TUAAKTHYECKAMHU TPUHITUTIAMI:
JIOCTYITHOCTH (3arafiki 00 00BEKTaX MOKHBI OBITH TOCHIIBHBI IS
HaOroleHNH  JeTbMHU); 0) HaydHOCTh (MBICTHUTENBbHO-pEUeBast
NpHUpOJIa 3araJiIki C yYETOM CTEIeHH TPYAHOCTH pelIeHHS
JIOTUYECKON 3a/laud, TIIOCTPOCHHOH Ha dJIeMEHTapHO-HAyYHOU
OCHOBE); OII0pa Ha XYJ0KECTBEHHBIH 00pa3 M 0COOCHHOCTH PEeYeBOM
(hopMBI 3araiku; 3aHUMATENILHOCTh U 00Pa3HOCTh 3araJIKH.

Paccmorpum  Oonee  moapoOHO  MeTOmWMKy — pabOTHI  CO
CIIEAYIOMIMMH TPYIIIaMH 3araJJOK, KOTOPbIE HCIIONB3YIOTCS B CTapIIe
rpynmne Jercaja: a) 3arajJkaMH-olMcaHusMH; ©) 3arajkamu,
CONIepKAIllMMA KITFOYEBOW OTIMYHUTENBHBIN TPHU3HAK OOBEKTa; B)
3arajikaMu, B KOTOPBIX OMHCaHne 00BEKTa TAeTCsl Yepe3 OTPHUIIaHHE.

B 3araagkax-ommcaHuaX BbIJICJICHA TIPOCTas COBOKYITHOCTH
MIPU3HAKOB HJIM XapaKTepHBIE /IS 3araJJaHHOro 00heKTa JaeiicTus. B
OCHOBE OMHCaHUsI 00BEKTA 3aI0KEeHa OIPEeJIeIEHHAas CXeMa — JIOTHKa
OIHMCAHUs )KUBOTHOT'O, PACTCHUSI, HOXKUBOU MPHUPOJIbI WIIH TIPEIMETOB
PYKOTBOPHOTO MHpa. J[eTH JOJDKHBI BBIACIUTH B 3arajke MpU3HAKU
WIH JIEHCTBHUS 3araJlaHHOrT0 00BEKTa, coOpaTh WX BOEIMHO, YTOOBI
«pa30pocaHHbIC» 3JIEMEHTHl CIOXKWINCh B CAMHYI0 KapTHHY —
«moptpeT» otraaku. Hampumep, B 3aragke o mensene (Koconanvie
Hoeu, 3umol cnum 6 bepnoee. Jlocadaiica u omeemv . «Kmo owce
9mo? ») BBIIETICHBI PU3HAKH KUBOTO CYIIECTBA: «KOCOJAIbIE HOTHY,
«3UMOM cruT B Oepiiore» (00pa3 XKW3HH 3BEpsl B 3MMHEE BpEMs).
AHanm3 [ByX CYIIECTBEHHBIX NMPU3HAKOB JMKOTO 3BEpS MO3BOJSET
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co3JaTh €OUHBIM 00pa3 XKMBOTO CYIIECTBa, T. €. IIyTeM CHHTE3a

HaxXOJIUTCS OTTaIKa: dTO JIECHOH 3BEPh MedBeob.

B npyroii 3aragke o nopocenke (Cnepeou — namayox, c¢3aou —
KPIO4OK, nocepedune — CHUHKA, a Ha Hell — WemuHKa) NeTH JOJDKHBI
OBLIH BBIICIUTH MIPU3HAKHU: «IIATAY0K» (Pa3roBOPHOE YIIOTPEOICHHUE)
— 3TO KPYIJIOE PBUIbLIE IOPOCEHKA; KKPIOUOK» — ATO 3aKPYUEHHBIN y
XKHUBOTHOTO XBOCTHK; «CIHHKAa CO IIETHHKOM» — 3TO TOKpPBITAs
KECTKHM BOJIOCOM CIHHA >XHBOTHOTO. Ommpasch Ha >KU3HEHHBIH
OmBIT U c(hOPMHUPOBAHHOE Y JIETEH SIPO JEKCUKOHA PYCCKOTO S3bIKA,
3HAYEHUE MOHATHH «IISITAY0K» M «KPIOYOK» B JAHHOM KOHTEKCTE
MOMOTAIOT CO3JaTh TOYHBIN 00pa3 TOMAIIIHETO )KUBOTHOT'O 10POCEHKA
(ceunsvit).

IIpu pasragpiBaHuM 3arafoK-ONHCAaHUM Ba)KHO TNPaBHIBHO
WCTIONIb30BaTh PUEM YTOUHEHHMs NPU3HAKoB o0bekTa. Hanpumep, B
3aragke o exe (Cepoumoviil HeOompoza dicugem 8 2ayuil JecHol,
U2ONOK OUeHb MHO20, A HUMOK — HiL OOHO1I) MBI KICTIONTb30BAaJIH IaHHBIH
METOANYECKUN mpueM. JlJisi 3TOT0 BBIIENSIIM TOYHO HEPEUNCIICHHbIE
NIPU3HAKU U PACKPBIBAIN MHOCKA3aTENbHBIE.

1. TouHO Ha3BaHHBIE MPU3HAKH 0OBEKTA: «OKUBET B IUIYIIH
JIECHOI», «MTI'0JIOK OYEHb MHOTO, & HUTOK — HU OAHOIW» (JIECHON
3BEPb, HOKPBITBIN UT'OJIKAMHU).

2. PacmmdpoBaHHbIE IPU3HAKU: 3aTaJaHHBI OOBEKT «CEPAUTHIN
U «HEAOTPOra», K KOTOPOMY HeJb3sl JOTPOHYThCSA PYKOH.

Jnis mpaBUIBHOTO OTBETa Ha OCHOBE TOYHO HAa3BaHHBIX U
pacmidpoBaHHBIX TPU3HAKOB MOXHO CJeNIaTh BHIBOJ, YTO B TIIYIIU
JIECHOU KUBET JIECHOU 3BEPH €4C.

I'pynna 3aragok-onmvcaHuii  MHOTOYMCIEHHA W aKTHUBHO
UCTIOJIb3YETCS BOCIUTATEISAMU MPU OPraHM3alMM pa3HbIX BHIOB
[I03HABATEIILHOM, IPaKTUYECKON u «OTOOpa3UTEILHOI»
JESITeIbHOCTU. JTH 3araJKi IPeAMETHbI, KOHKPETHBI ¥ HAaIIPaBJICHbI
Ha BBIJIENIEHUE IPKUX MPHU3HAKOB, JeTalel MIN NeHCTBUI 00BEKTOB,
YTO JeNaeT X LUEHHBIM MPUEMOM TUAAKTHYECKOTO BO3JEHCTBUS Ha
pa3BUTHE UHTEIUICKTYaIbHOU chephl IeTel.

B 3aragkax, coaepXalluX KJIYEBOH OTJIHYUTENbHBbIH
NPHU3HAK 00BEKTA, €CTh (ParMeHT, KOTOPBI OJJHO3HAYHO yKa3bIBACT
Ha oTragky. B mpomecce paboTel c 3TOH TpymmoW 3araaok
PEKOMEHIyeTCsl HCIIOJIb30BaTh pasHble THIbl Hrp. Paccmorpum
JUIAKTUIeCKyl0 urpy «Camoe IJIaBHOE», LI€JIb KOTOPOH HAayduTb
BBIICJIATh MpPU3HAK WM JIeHCTBHE, CBOWCTBEHHOE  TOJBKO
3araJlaHHOMy 00beKTy. JleTsiM npeaarajioch MpociylaTh 3arajiky u
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BHIOpaTh KIIOYEBOM Npu3HaK o0OBEKTa (HACEKOMOTO), KOTOPBIH
OTIMCaH B 3araJike:

On pabomuuk Hacmoswuil

Ouenb, ouensb pabomsuyuil.

1loo cocnoti 6 necy eycmom

U3 xeounok cmpoum 0om.

Jletn OBICTPO HAXOIWIHM KITFOYEBYIO CTPOYKY B 3araake: «U3
XBOMHOK CTpOUT AoM». Ha yrounsromuii Bonpoc: «I'7e *KUBET 3TO
JKUBOE CYIIIECTBO M YTO CTPOUT?» JICTH YBEPEHHO OTBEYAJIH, YTO 3TO
MypaBel, KOTOPBIH KUBET «I0J] COCHOM B JIECY TYCTOM M M3 XBOMHOK
CTPOUT JIOM», Ha3bIBAEMBII MYPaBEHHUKOM.

B npyrotii 3arajke AeTH JOKHBI OBUTH BBIACIUTH CTPOUTEIBHBIC
JIEUCTBYSI, XapaKTepHBIC ISl 3araIaHHbIX KUBBIX CYIIECTB, KOTOpPHIC
JKUBYT B PEKE U CTPOST IJIOTUHBIL:

Ecmu 6 pexe pabommnuxu,

He cmonapu, He niomuuxu.

A evicmposam naiomuHy —

Xomb nuwiu kapmuny.

JleTn yBEpPEHHO BBIICIHMIIN TJIABHBIC JEHCTBHUS «PaOOTHHKOBY —
«BBICTPOAT TUIOTHHY». OHHM YTOUYHSUIA: «IUIOTHHBI HA PEKaX CTPOST
TOIBKO ~ 000pe».  [leiicTBuTenbHO, OOOpBHI —  TOIYBOJHBIE
MJICKOIIUTAIOIINE, KOTOPHIC OTIIMYAOTCS CIIOXKHBIMU CTPOUTEILHBIMU
WHCTHHKTAaMH (CTPOST Ha pPEKax XaTKH, IJIOTUHBI, KaHAJIbI, HOPKH).

B crnenmyromelt 3aragke AeTé MOMKHBI OBUTH BBIOPATh KITFOUYEBOI
CYIIECTBEHHBIN MPU3HAK OTraIKW, ONMCAHHBIN B TIOCJIEIHEN CTPOUKE,
KOTOPBIN TOYHO yKa3bIBaeT Ha JISCHOTO 3BEpsl.

Ymo 3a 36epb 1ecHol Maxoti,

Cmoum xax cmonbux noo cocHou?

Komouex benviii y cochul,

Yuu 6onvwe 2on06w1.

JeTu xopouio 3HatOT BHEUIHUI BUJ JIECHOTO 3BEpSA, Y KOTOPOTO
«yl OOJIBIIE TOJIOBBD» M, ONHUPAsCh HA OTOT CYIICCTBEHHBIH
NpU3HAK, HAXOMIAT OTTaJIKy — 3TO 3asy. OAHAKO, B 3arajike BBIACICH
eI1e OJMH MPU3HAK — KKOMOYEK Oeibili y COCHBI», 9TO yKa3bIBAET Ha
LIBET 3aiila — 3aii1a-0elska, MOTOMY YTO OCEHBIO OH JIMHSET U Y HETO
BBIpacTaeT CHEeXHO-0emnas mepcTka — CBoeoOpa3Has MacCKUPOBOYHAS
OKpacKa Kak CIioco0 3aIIHThI OT BpParoB B 3MMHEE BpeMsI.

Ham memarormueckuii OmbIT MOKa3bIBAET, YTO OOIBIIMHCTBO
JeTel, KOTopele He O0NafaloT CUCTEMHBIMH 3HAHUSMH 00
OKPY)KalOIlEM MHpPE, B YAaCTHOCTH O IXHUBOTHBIX, HCIIBITHIBAIOT
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TPYJHOCTH B BBIACICHUHM TOH CTPOKM B TEKCTE, KOTOpas TOYHO U
OJTHO3HAYHO YKa3bIBaCT HA TMPHU3HAKU WA JCHCTBHUS 3aragaHHOTO
o0bekTa. [ns Toro 4utroObl HAWTH OTraiKH B JIOTHYECKOM 3amaue
PEOCHOK TOJKEH TIPOU3BECTH CICTYIOIINE JIOTHUYCSCKHUE ISHCTBUS: a)
AKTyaJIu3MpOBaTh CHOPMHUPOBAHHBIC paHEC CHUCTCMHBIC 3HAHHS B
JaHHOW 00JIaCTH MO3HAHHUS W JKU3HEHHBINA OMBIT; 0) COOTHECTH ATH
3HAHUS C TEKCTOM 3arajlKd; B) BBIJICIIUTH B HEH KIIFOYEBYIO CTPOUKY,
VKa3bIBAIONIYI0O Ha O0BEKT; B) cQOpMYIHpPOBaTH OTrajiKy |
apryMeHTHUPOBAaTh CBOIO MO3MIIUIO.

I'pynma 3aragok, KOTopasi COAEP)KUT OMUCAHUE 00BEKTAa depe3
OTPHIIAHHME, OTIMYACTCS WX IOCTPOCHHUEM, T. €. TEepPEUHUCICHHEM
MPU3HAKOB, KOTOPHIC YEPEAYIOTCS C YKa3aHUEM Ha TO, YeM HMJIU KeM
SIBIIICTCS. WJIM HE SBISETCS 3araJaHHblii 00bekT. PaccMotpum
METOJINKY pa0OThI C TaHHOW TPYIINOH 3arajoK.

IlepBas 3aranka:

Tpewum, a He Ky3HEUUK,

Jlemum, a ne nmuya,

Beszem, a ne nowaoe.

«IlonoxurtenpHas» YacTh TEKCTAa «TPELIUT, JICTUT, BE3CT», B
KOTOPOW TEePEUNCIICHBI NEHCTBUS 00BEKTa, a «OTPHUIIAMIIAND) — «HE
Ky3HEUHK, HE ITHIA, HE JIOMaab», T. €. MEePEUUCICHbl OOBEKTHI,
KOTOpBIC HE MOTYT OBITh OTTaAKOW. JI€TH MPHUXOIAT K BBIBOIY, YTO
MEPEYUCIICHHBIC JCHCTBHA XapaKTEePHBI JUIA  camonéma Kak
BO3YITHOTO TPAHCIIOPTHOTO CPEICTBA.

Bropas 3araaxa:

be3 kpuvinves, a nemum,

be3 azvixa, a 2o6opum.

B «nosmoXuTenpHON» 4YacTH 3arajkd NEpEeYucIICHbl IEUCTBUS
00BEKTa — WICTUT, TOBOPUTY, & B OTPHUIIAIOIIECH» — «O€3 KPbUIbEeB, 03
SI3pIKa». AHaNM3 TEKCTa TIO3BOJSET CO3/[aTh eNWHBIA  00pa3
3araflaHHOTO O00BEKTa — 3TO HUCbMO, KOTOPOE «IIPHIETHT» Ha
caMoJIeTe U3 JPYroro ropoja, U, YuTas TEKCT MUChMa, Mbl yY3HAaeM
HOBOCTH O COOBITHSX, KOTOPBIC YXKE MPOU3OIILIH.

TpeTbs 3araznka:

Cep, 0a He 80K,

Jnunnoyx, oa ue 3aay,

C konvimamu, 0a He 10uaob.

«ITonoxuTenpHas» YacTh TEKCTA BBIIEIISIET KadecTBa OOBEKTA:
«cep, JUIMHHOYX, C KOTBITAMHY», & «OTPHUIAIONIAs» — «HE BOJIK, HE
3asiI1, He JIOMIaAby» MOMOTaeT CKOHCTPYHPOBATh 00pa3 ocia, BHEITHHUH
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BUJ KOTOPOTO COOTBETCTBYET NEPEUYUCICHHBIM CYIIECTBEHHBIM

MPU3HAKAM 3TOTO JIOMAITHET 0 )KHBOTHOTO.

MBEI cunTaeMm, 4To ITa rpyIa 3arajioK SBISETCS BEChbMa CIOKHOM
JUIL  JIeTed, TOTOMY 4YTO YEpEeNOBaHHE <«IIOJOKUTEIBHON» |
«OTpHIIAONICH» YacTH B 3arajke 3aTpyAHSCT TPOIECC aHaIHu3a
COJIep KaHUs 3araJiki, a 3aTeM CUHTEe3a U GOPMYITHUPOBKH OTIaJIKH.

OO6o00m1ast BeIIIECKa3aHHOE, MBI ITPUIILIH K BHIBOJAM:

*  HapoJHbIC 3araJIki IMOJHBI TO3HABATEIBHOTO CMBICTA W KaXas
IpyMIia 3araJiok COACPKUT MIMPOKUI KPYT MOJIE3HBIX IS JIeTel
3HaHUI 00 OKPYXKAIOIIEM MHUDE;

*  KaXIas 3arajika mpe/CcTaBiIseT co00H MUHH-3a/1aqy, B KOTOPOi B
KpaTKoW Mo3THYeckod Qopme naHbl cBeneHHs 00 O0OBEKTe,
BBIJICJICHBI CYIIIECTBCHHBIC IPU3HAKK WM JCHCTBHSI 3araJaHHOTO
00BEKTa; B TIPOIIECCE PEUICHUS 33/1a4ll CpadaThiBaCT MEXaHU3M,
OOBEIMHSIIONMI peCcypChl  HATJISIJHO-O0PA3HOTO  MBIIIICHUS,
MPOU3BOJILHOM MaMATH, BOOOPaKCHUS, aHAIUTHKH, HHTYUIIHN H
KU3HEHHOTO OTbITa peOeHKa, MPHOOPETEHHOTO MM C MOMOIIBIO
pPa3NUYHBIX WCTOYHHKOB BUTATCHHOW WH(MOPMAIUK, JaHHBIH
OMBIT JTOJDKEH OBITh B COCTOSHHM MOCTOSHHOW aKTyalH3allvy,
YTOOBI OBICTPO PEIIUTh 3aJa4y U CHOPMYIHPOBATH KOHEUHBIH
pe3yabTaT — OTTa/IKY;

* CHCTEMAaTHYECKOC TMPUMCHCHHE 3arajJiok B JICTCKOM Cajy
OKa3bIBaCT TO3MTUBHOE BIHMSHAE HA pa3BUTHE Yy JeTei
MHTEJUICKTYAIbHBIX YMEHHM W HAaBBIKOB: pa3iuyaTh ooliee,
YaCTHOE M OCOOCHHOE B KaKIOM OOBEKTE, COIOCTABIATH H
OOBEUHATL TPU3HAKK, BUACTh «BTOPHIC IUIAHBI» BEIICH U
SBJICHWH; TOHWMAaTh SIPO JIEKCMKOHA PYCCKOTO  SI3BIKA,
0CO3HAaBaTh CMBICT (Pa3eOTOTHIECKUX OOOPOTOB U SIBICHUMA
MOJTUCEMUH.
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AHTJIMACKUE MMOCJOBUIIbI U IOTOBOPKHU O
INPUHIUIIAX OBYYEHUSA

Oleksandr KOVALENKO
Pavlo Tychyna Uman State Pedagogical University, Ukraine
Alexkovalenkouman@ukr.net

Abstract: The article deals with the application of English proverbs and
sayings for effective teaching of English Methodology. The author suggests
applying them for mastering the principles of teaching in general as well as
teaching English language in particular since proverbs describe the
millennium-long experience of people, reflect valuable pedagogical ideas.
The main focus of the author is to consider a large number of English and
Ukrainian proverbs, to select the ones that concern pedagogical approaches
to teaching, and to group them according to the principle mentioned. The
examples also include some Ukrainian and Russian proverbs as well as
English quotation when it is appropriate. Following the classification of
principles developed by A.N. Shchukin, one to twelve examples are selected
to exemplify each principle. The principles of teaching are of four groups:
didactic (10 principles), psychological (4 principles), methodological (5
principles) and linguistic ones (3 principles). In the course of the study we
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came to the following conclusions: there is a large number of proverbs on
pedagogical and methodological principles, the use of proverbs leads to the
development of abstract and associative thinking of would-be teachers. The
author claims that proverbs should be widely used in lecturing and suggests
a range of tasks for students: using a proverbs give some advice to a pupil,
pupil’s parents or a colleague, explain a proverb, share your school
experience using a proverb, express you agreement or disagreement with a
proverb, choose a proverb with a different meaning, find Ukrainian or
Russian equivalents for an English proverb, discuss the relevancy of a
proverb to modern conditions, match a proverb to a principal it describes.
Keywords: proverb, saying, didactic principles, methodological principals,
psychological principals, methodology.

Cytb mnpobuembl. TpeboBaHHAI K MOATOTOBKE yuutens 21
CTOJIETHS BKJIIOUYAIOT yMEHUE PYKOBOJCTBOBAThCS
TYMaHHCTHYECKUMH LEHHOCTSIMH, PEaTH30BbIBATH CBOM TBOPUECKHUIL
noteHiman ciaeays dsddekruBHbIM  popMaM U MeroaaM. B
IPEenoJaBaHuy AUCLUIIIMH [1€1ar 0T UKO-METOAMYECKOI0 U SI3IKOBOTO
UKJIOB MAacTepCKOE HCIONb30BaHUE JIEKCHYECKOTo OorarcTsa,
pa3HOOOpa3HbIX  SI3BIKOBBIX  CPEACTB  SIBIAETCS  HWCTOYHHUKOM
JIEHCTBEHHOCTH NIEAArOTMYECKON PUTOPUKH yunTens. [To muenuto JI.
HosukoBa, 11000€ cl10BO, KOTOpOe, Ha MEPBBIA B3I, HE3aMETHO
MOXET CTaTh B Xy0’KECTBEHHOM KOHTEKCTE CEMaHTUYECKH Ba)KHBIM
M ACTETUYECKU 3HAYMMBIM [2, €.86]. 3TO B CBOIO Oouepe/b BHI3BAJIO
BBCJCHMEC B IOHATUHHBIN ammapaT BbIIE YKa3aHHOW HpOOIEeMBbI
TepMUHa “‘BbIpazuTenb obpasHocT” (3. PpaHKO) — “yCcTOHYMBBEIEC B
MUCBMEHHON pEYH, pa3Hble 10 CTENEHH MEPEeOCMBICICHUS WIH
accolraTUBHOCTH BbIpakeHHs™ [5, c.81]. [locmoBHUIBEI 1 TOTOBOPKH,
a TaKXKe KpbUIAaThle BBIPAXKEHHS HECYT TaKyl0 OOpa3HOCTh, HX
MPUMEHEHUE CO3JIaeT WJICAbHbIE YCIOBUS IS DPAa3BUTHS pedd
yUallnuXcsl Ha pa3HBIX dTallaxX v YPOBHIX 00y4deHus [3, ¢.55; 40, c.64].
IlocnoBunsl M OMTATBl CIOyXaT HCTOYHUKOM OOOTrallleHHs peud,
MOBBIIAIOT €€ JOTMYHOCTh, 3MOLMOHAIBHOCTE U CTUIMCTHYECKYIO
BBIPA3UTENbHOCTh. M3ydas MOCIOBHUIBI M TOTOBOPKH, MBI MOXKEM
JAydlle TOHATh XapakKTepHblE YEpThl apXeTUla HOCUTeNei
AHIJIMHACKOTO SA3bIKa, IOTOMY YTO B HHUX OTOOpPak€HBI OCOOEHHOCTH
UCTOPHUH, KyJILTYpPBI, ObITa JAHHOTO HAPOJA.

Cocrosinne wucciaenoBanus. IlpoGneMe UCMONB30BaHUS
[IOCJIOBUI], IIOTOBOPOK MpPH OOYyYEHHHM AaHIJIMHCKOMY  S3BIKY
NOCBAIIEHBI MHOTHE pabOThl TaKMX  HCCIIEAoBaTelei  Kak
3. K. TapnanoB, JI. b. CaBenkxosa, I'. JI. CumopkoBa, A. Taylor,
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A. Fox, N. Barley. B To 5xe BpeMs 3Tu Maiible TUTepaTypHble (OPMBI
HE HaxoIIT AOCTOMHOr0 MecTa BO BpeMsl H3y4YeHUS METOIUKU
MpenoJaBaHus aHTIUICKOTO S3bIKA, YTO U OMPEIENIUIO BIOOP TEMBI
JAHHOTO MCCIICAOBAaHUA. JTO OCOOCHHO aKTyaJbHO B COBPEMEHHBIX
YCIIOBUSX TIPETNOAAaBaHUsI METOJMKU HAa AHIVIMHCKOM SI3bIKE U IPU
peanu3anyuy HOBBIX HOAXOAOB K (opMaM NpPOBEAEHHS JIEKLIUH U
CEeMHHApOB.

MeTtonbl ucciiefoBanusi. B HamieMm WcCIeIOBaHWUH MBI
NpCANIPUHAIN TIOIBITKY OTO6paTI), OLICHHUTD, KHaCCI/I(bI/IHI/IpOBaTL
MOCJIOBUIIBI, KOTOPBIE PEIEBAHTHBI NMPUHLIMIAM OOyUeHHS B LIEJIOM,
npUHOHIAM 00y4eHHsI HHOCTPAaHHBIM SI3bIKaM B YaCTHOCTH M 00pa3HO
ux wuocTpupytoT. C 3TOH [enblo aBTOPOM HCIOJB30BAIUCH
CIIEYIOIINE METOABI: CHCTEMHBIA aHalu3 padOT AaHHOW TEeMaTHKH,
AHAJTUTUYECKUN aHadu3, KOMIIAPATHBHBIA aHaJW3 IIOCJIOBUI B
AHTJTHHACKOM, YKPaHHCKOM M PYCCKOM SI3bIKAX.

H3n0:xxeHue OCHOBHOrO0 Marepuaja. Mpl TMojaraem, 4YTO
OPUHOMIIBL O0YYeHHSI — 3TO TOT pasfel METOAUKH, KOTOPBIH
HaWIy4IIUM 00pa3oM MOAXOIAUT JUIA OOOTaIleHUs] MOCIOBHIIAMHU,
BC€Ab NPHUHIUIIBI ABJIAIOTCA HWCXOJHBIMU IIOJIOKCHHUAMHU, KOTOPBIC
JIAKOHUYHO U OOpa3HO ONMCHIBAIOT THICSYEIECTHUH OMBIT Hapoaa. A
MOCIOBUIIA W  €CTh  KOHLEHTPUPOBAHHBIM  a(OPUCTUUHBIM
BBIpQ)KEHHEM TaKOT'0 HAPOJHOTO OTIBITA.

OO6patsich K TMpUHIUIAM OOyYeHHs, MBI BOCIOJb30BAIKCH
KIacCUpUKAIe NPUHIHUIIOB oOydeHus, paspaboranHoi A.H.
lykuasiM  [6, c¢.27]. PaccMoTpuMm BHavane JUAAKTHYECKUC
NPUHIMIK, KOTOpBIE IIelecoo0pa3HO OOBSACHUTh Ha MpUMEpe
CIIEIYIOLIMX ITOCTIOBUIL:

1) mnpuanun co3narenpHOCTH. Consideration is half of
conversation. A good example is a good sermon. He who questions
nothing learns nothing. One hears only what he understands [1, p.276].

2) nmpuHIMI npoyHocTu: Soon learned soon forgotten. Always in
a hurry, always behind. So much to do, so little done. Once is no
custom [1, p.135]. Education is what survives when what has been
learnt has been forgotten. (B. F. Skinner) [7, p.173].

3) npUHIMITEL JOCTYIHOCTH M OCHIBHOCTH. Measure is treasure.
First things first. It is the pace that kills. A bird in the hand is worth
two in the bush. He who is content has enough [1, p.22].

4) mpuHIHN HarasaHOCcTH. Seeing is believing [1, p.63]. Jlydme
OJIVH pa3 yBUAETh, YEM CTO pa3 ycubimars [ 1, p.385].
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5) npuniun Hay4yHocTH. Learn from the mistakes of others [1,
p.242]. Wise men learn by other men’s mistakes, fools insist on
learning by their own. Knowledge is power [1, p.211].

6) IPUHLMIIBI aKTUBHOCTH U KpeaTuBHOCTH. Actions speak louder
than words [1, p.296]. Great actions speak great minds [1, p.19].
Handsome is as handsome does [1, p.156]. He who asks nothing learns
nothing [1, p.275]. He who makes no mistakes, makes nothing [1,
p.241].

7) npunnun npodnemuoctH. If you haven’t silver in your purse,
you should have silk on your tongue [1, p.25]. Poverty is the mother
of all arts [1, p.28].

8) mpuHIMn paspuBatoniero oOydenus. Much work, no play
makes Jack a dull boy. No pains, no gains [1, p.216].

9) npuHIMI KoJieKTUBHOCTH. It takes two to tango. Much work,
no play makes Jack a dull boy. Many hands make work light [1,
p-260].

10) mpuHIMI BocmuTHIBatomero obydenus. Birth is much, but
breeding is more. The aim of education is the knowledge not of fact,
but of values. (Dean William R. Inge) [7, p.174]. The secret of
education is respecting the pupil. (Ralph Waldo Emerson) [7, p.174].

C y4eToM CoOJepXaHUs MPEJIaracMbIX TCHXOJOTHUECKUX
HPUHIIUIIOB, MBI OTOOPANN CIIEAYIOIINE TPUMEPHI:

1. mpununun mortusaiuu. Where there is a will, there’s a way [1,
p.31]. The wish is father to the thought [1, p.32]. Necessity is
the mother of invention [1, p.55]. High living, low thinking
[1, p.275].

2. TPUHIWI TO3TAMHOTO (OPMUPOBAHUS 3HAHUI, HABBIKOB,
ymenwmii. Custom is a second nature. Learn to walk before you
run. Rome wasn’t built in one day. Hear much, speak little [1,
p-300]. Try before you trust [1, p.64]. Jack of many trades
makes a master of none [1, p.98]. First think then speak. Think
twice before you speak [1, p.228]. All great things has a small
beginning [1, p.253]. The hardest step is over the threshold [1,
p.254]. All in good time [1, p.334]. Experience without
learning is better than learning without experience [1, p.98].

3. npuHOUI ydera WH/IMBU1YaJIbHO-TICUXOJOTMYECKUX
0coOeHHOCTeH TMYHOCTH y4arierocs: As the mother, so is the
daughter. Like father like sun [1, p.33]. It is the pace that kills
[1, p.251]. Bpiiie rosioBsl He npbirHeis [ 1, p.69]. Early start
makes easy stages [1, p.254].
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MeToandeckue  NPUHLUMIBI  OTOOpaKEHBI  CPaBHUTEIBHO
HEOOJIBIINM KOJINYECTBOM ITOCIIOBHIIL:
1. npunnun kommyHukatuBHOCTH. The proof of pudding is in its
eating. Education begins a gentleman; conversation completes
it[1, p.59].

2. TpUHOUI B3aUMOCBA3aHHOTO OOYYCHHS BHAAM pEUYEBOU
nesitenbHocTH. Jack of all trades and master of none [1, p.98].

3. mpuHIOMT y4era ocoOeHHocTel pogHoro si3eika. An old dog
cannot learn new tricks. [1, p.59]. Hemp3ss He BCHIOMHHTH
3HameHuToe BbickasbiBanne JL.B. IllepObl, KOTOpBIi
OCTPOYMHO 3aMETHJI, YTO «MOYKHO BBITHATH POJHOH S3BIK U3
ayJMTOPUHM, HO HEBO3MOXXHO BBITHATH €ro W3 TOJIOB
yUaIHXCS.
4. npuHUMN KOMIUIEKCHOCTH. Experience without learning is
better than learning without experience [1, p.98]. A change is
as good as arest [1, p.365].

5. TOpUHLMIO AOMHMHHUpYMOLIEH ponu ynpaxHeHui. In doing we
learn. Experience is the best teacher. Practice makes perfect
[1, p.260]. I hear and I forget. I see and I remember. I do and
I understand (Chinese Proverb) [7, p.297].
ITouck moOCHOBHIL, KOTOpbIE OTOOpaXalu JIMHIBHCTHYECKUE
MIPUHIIMIIBL, JAJT 0O9€Hb OTPAaHHYCHOE YUCIIO IPUMEPOB, YTO BHIHYAHIIO
HAC MCTOJIb30BaTh WHON BHJ] TAPEMUU — LUTATHI-AQOPU3MBIL.
1. mpuHmmn wmuHUME3AMU. KOpoTko H sICHO, MOTOMY H
npekpacHo. Brimie roiosel He nmpeiTHe [ 1, p.69] Don’t bite
more than you can chew. Speech is silver, silence is gold. [1,
p.303] Waste not, want not. [1, p.117] Life is but a span [1,
p.118] Read much, but not too many books [1, p.154]

2. npunnun ¢yHkiuonaiabHocT. The proof of pudding is in its
eating [1, p.59].

3. mpuHUMO cTHaUCcTHYecKOH auddepennuannu. Proper words
in proper places, make the true definition of style (Jonathan
Swift) [7, p.454]. Style is the dress of thoughts (Philip Dormer
Stanhope, Earl of Chesterfield) [6:454].

Pabora manm mocnoBumamm yOeaunaa Hac B ciegyromeM: 1)
CYIIECTBYET OOJIBIIIOE YHCIIO IMOCIOBHUI], KOTOPbIE HECYT TITyOOKHI
JTMIAKTUYECKHIA CMBICIT; 2) X YHCIIO BEJIMKO KaK CPeIr aHTIIUHCKUX,
TaK U PYCCKUX M YKPAaWHCKUX ITOCIOBHIL; 3) MOCIOBHIBI B Pa3HbIX
S3bIKaX YacTO COBNQJAIOT MO CBOEMY 3HAUCHHWIO M HJIEsX,
3aKIIOYCHHBIX B HHX, YTO IO3BOJIIET  TPOCIEAUTH  MX
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00IIIeYeIOBEYECKYI0O BHEBPEMEHHYIO CYTh, 4) OTIWYME WUICHHBIX
MOCBUTOB TIOCJIOBHUI] B Pa3HBIX A3BIKAX MO3BOJISIET MX CPABHUBATH; 5)
HEOJTHO3HAYHOCTh HEKOTOPBHIX TIOCIOBHIl €CTh OCHOBOW I WX
00BsICHEHHS, 00CYXIICHUS ¥ (POPMHUPOBAHMSI COOCTBEHHOTO MHCHHS
OyIyImHUX YYUTEIEH O TOM WJIM WHOM TIPUHITUIIS; 6) S3BIK ITOCIOBHI]
JIOCTaTOYHO TPOCT H JOCTYNEH Ui MOHWMAaHUS CTyACHTaMU-
(hunonoramu; 7) UCNOIB30BAHKE TTOCIOBUI] CITIOCOOCTBYET Pa3BUTHIO
a0CTPaKTHOIO U aCCOI[MATUBHOTO MBIILICHHMSI, (DaHTa3UH.

B cBoeit memarormueckoit paboTe aBTOp MIUPOKO HCIIONB3YET
nocioBuIbl. Pabota ¢ mocnoBumaMu mpu U3y4eHUU Kypca METOIUKH
MOJKET BKITFOUATh UX UCITOJIL30BaHUE B JIEKITHOHHOM Kypce. [IpakTrka
CBHUJICTEILCTBYET O BBHICOKOH 3()(PEKTHUBHOCTH CIICAYIOIINX 3aaHMIA;
1) ucmomp3ys TOCIOBHUITYy, NalTe COBET COOECETHHUKY (KoJuiere,
YYEHUKY, POAUTEIIO YICHUKA); 2) OOBSICHUTE CMBICI ITOCIOBHIIBI; 3)
3aKOHYUTE CBOW OTBET WM CHEJaiTe BBIBOJ, MO00PAB MOIXOISILYIO
MOCJIOBUILY; 4) HaiiTe TpuMep M3 Ballled IIKOJLHON IPaKTHUKH,
MONTBEPXKIAOIMANA  JaHHYI0  TOCJIOBHIly; 5)  mopbepure
COOTBETCTBYIOIIYIO TIOCIOBHUILy B POJHOM sI3bIKe; 6) BBIpa3HUTe
COTJIACHE WJTU HE COTJIACHE C TIPEITIO’KEHHOH MTOCIOBUIICH (HAaIIpuMep,
He who can does, who cannot, teaches [7, p.19]); 7) BeIOepuTe
MIOCIIOBHITY C MTPOTHUBOIIOIOKHUAM JIHOO WHBIM CMBICIIOM; 8) 00cyauTe
PEEBaHTHOCTD TIOCTIOBHUIIBI COBPEMEHHBIM YCIIOBUAM; 9) moadepute
NOCJIOBUIY K JaHHOMY mpuHIumy oOydeHus, 10) obcymute
MOCIIOBHIY MW TIPEUIOKHTE CBOM BapmaHT; 11) BwIOepuTe U3
HECKOJIKHX TOCJIOBUI] Ty, KOTOPast JIy4IIUM 00pa3oM ULTIOCTPUPYET
JAHHBIA MPUHIMI —O0ydYeHHs; OOCYyAUTE pOJib IOCIIOBHUI] B
(hopMHPOBaHNH COIMOKYIBTYPHON KOMITETEHTHOCTH yUaIIHXCSl.

OnBIT WCTIONB30BaHUS TIOCIOBHUI] U TIOTOBOPOK TOBOPUT O TOM,
YTO 3TH BHUJBI MAPEMHUM CJICIYEeT HCIOJIb30BaTh HE TOJBKO JUIS
(hopmupoBaHus MEXKYIbTYPHOH KOMMYHHUKaTHBHOM
KOMIETEHTHOCTA TIPH HM3YYEHHU MPAaKTHYECKOTO Kypca YCTHOW W
NUCBMEHHON peud, HO W A (QOpMHUPOBaHUS MPOPEeCCHOHANTBHON
KOMIICTCHTHOCTA TIpU  U3yYEHUM  METOJUKH  MPEIOJaBaHUs
AHIJIMMCKOTO SI3bIKA.
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IDENTITY DISCOURSE OF IN- AND OUT- MOLDOVANS IN
THE GLOBAL CONTEXT

Victoria MASCALIUC, PhD
Alecu Russo Balti State University, Moldova
masvictoria@yandex.com

Abstract: The article targets at presenting the research “Moldovans’ identity
in the global context”. The imperatives of this research are: (1) to analyze the
essence of the identity discourse from different perspectives; (2) to describe
the rationale of the implemented study; (3) to draw conclusions on a part of
the first phase implementation. This research focuses on the identification of
the structure of the Moldovans’ cultural identity on the basis of the selected
two cohorts of in- and out-country Moldovans. The article provides rationale
of the investigation, the procedure and some raw conclusions. As the research
in ongoing, there has been described only a part of the first phase. There have
been selected three questions to be analyzed from the research questionnaires.
All the other answers are being processed. By the end, some raw conclusions
are drawn on the structure of the Moldovan self and factors that determine its
modification or change.
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Moldovan, identity discourse, discourse indicators.

Introduction

The research addresses a stringent problem of identity discourse
structure that is so important for any nation. Republic of Moldova is
facing the problem of immigration. Statistically, almost two million
Moldovans live in and out of the European zone legally or illegally.
The study aims at pinpointing the Moldovan identity discourse
elements that help at promoting Moldova’s values, and facilitating
Moldovans’ integration into the non-native discourse community.

I have got double expectations for the research. First, the research
will provide the complex Moldovan identity discourse structure,
together with the ideologies and values that modify its content.
Second, there is to be created a data base with the social behaviors,
linguistic variations, and production/reception roles, associated with
these that frame the Moldovan identity. In summary, this research will
work beneficially on the general image of the Republic of Moldova
among the south-eastern countries offering a chance for its tourism
development and a better understanding of the 80 thousand
immigrated Moldovans by the other discourse communities.

The concept of identity is one that has burst many discussions.
There are different definitions of identity and identity discourse. There
are opinions on identity being “the everyday word for people’s sense
of who they are” [3, p. 6]. The same idea is shared by Kroskrity who
believes that identity represents the “linguistic construction of group
membership” [9, p. 111]. In this respect, identity is not regarded as an
independent phenomenon, but rather an individual supported kit. This
identity kit is formed of true self and pseudo selves [7, p. 191]. The
individual chooses what self is true, because, widely speaking, identity
is a matter of choice.

Departing from the idea that discourse is language in use, idea
developed by G. Cook, we take for granted the idea that identity
discourse is the set of “social practices, historically grounded
statements, bodily behavior” communicated through the language that
help people refer to themselves and to certain social groups. I strongly
support Cameron’s and Gee’s explanation of discourse as a
“multifaceted and complex social act” that encloses individual and
collective identities. I such a way, identity discourse cannot exist and
develop without collective discourse.
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Norman Fairclough asserts that discourse is a social practice that
influences the development of identity and collective discourses, and
the creation of ideologies and power hierarchy. From this perspective,
identity is a continuous act shaped through discourse and interaction
within a discourse community.

P. Riley (2007) distinguishes three broad categories of cultural
knowledge through which cultural identity is rendered: know-that,
know-of and know-how. The know-that knowledge refers to the
relatively permanent background knowledge possessed by an
individual. It consists of what the individual believes to be true and
incorporates her/his political and religious ‘philosophies’ and values,
‘theories’ of disease, physics, child-rearing or hunting, versions of
geography and history, etc. In other words, know-that category is the
individual’s version of how the world works. Generalizing, these are
Moldovan customs and behavioral practices. Know-of knowledge
refers to the relatively ephemeral background knowledge. It consists
of current events and preoccupations, such as what is going on in a
particular society, who is who and who is doing what. Know-of
knowledge, in this vein, refers to the structure of the community. The
know-how knowledge refers to the pragmatic or procedural
knowledge. It consists of the individual’s skills, capacities and
competencies, and the effective mastery of reasoning.

Rationale

The primary purpose of the research is to emphasize the identity
discourse of the immigrated Moldovans. The hypothesis thrown light
on is that pure identity Moldovan discourse is a loose phenomenon.
The identity discourse of the immigrated Moldovans is modified under
the influence of the collective discourse of the nation they come in
contact with. Moreover, their complex identity discourse influences
the collective discourse they have immerged from. Thus, it is
impossible to speak about a pure Moldovan identity discourse for
years even among Moldovans that have always lived in Moldova.

The research questions of the present study are:
1. What is the structure of the in- and out-country Moldovan identity
discourse?
2. What is the algorithm that alters Moldovan identity discourse?

There are some objectives to be fulfilled within the research:
- To create a data base for a cohort of people that migrated legally
to other countries (in accordance with Information and Security
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Service of the Republic of Moldova, it represents 30% of the total

amount of people that work legally abroad);

- To determine target groups in accordance with a series of
principles: age, education, country of residence, spouse’s
nationality;

- To identify discourse elements that form Moldovans’ identity
(social behavior, sets of relations, language, concepts etc.);

- To determine social and geographical variations of identity
discourse elements of the in-country Moldovans;

- To determine social and geographical variations of discourse
elements of the out-country Moldovans;

- To analyze interviews, questionnaires, natural speech’s data
where identity discourse or collective discourse elements can be
detected;

- To pinpoint the roles the Moldovans perform when entering
discourse;

- To catalogue the connection between production and reception
roles and identity discourse elements;

- To draw the conclusions on true and pseudo in-country and out-
country identity discourse elements;

- To gather the discourse elements and tendencies in
altering some of them, that might help the foreigners understand
the Moldovans’ way of thinking and behavior.

In accordance with the Information and Security Service of the
Republic of Moldova, there are about 80 thousand Moldovans that
migrated legally to other countries. They create identity images
through social behavior, language variables of the community they
have been raised into. These images help the foreigners understand
Moldovans better and, at the same time, make the integration into a
new community smooth. More than that, the picture of the whole
Republic of Moldova is made through its people. Identity discourse of
each Moldovan works on the collective discourse frame, and the
collective discourse participates actively at the creation of the identity
discourse of each who associates with this discourse community.
These reasons form the background of the investigation.

Today, there is a tendency to blame the Moldovans that have
left the country in looking for a new life. Very few understand that
these Moldovans participate at the national promotion company of
Moldova in the European zone and outside the European zone.
Tracking the identity discourse of these Moldovans targets at
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observing the connections with the native country and native discourse
community. This investigation pursues the aim to rehabilitate the
image of the 80 thousand Moldovans.

Recent studies have underlined the idea that within any cultural
group, there are preferred discourse identities that have to match with
social identities. As Moldovans’ discourse identities match with
Bessarabia community identities and Romania community identities,
the divergences that occur coming into contact with other discourse
communities may be taken as demonstrations of insincerity and
untrustworthiness. It is well believed that “clear communication is
based on the one’s identity discourse and expected social discourse the
person associates himself with”. Thus, the novelty of the present
research lies in the storing of all the identities Moldovans associate
with as exponents of their discourse communities that might facilitate
the Moldovans’ integration into new discourse communities.

Generally speaking, identities are displayed and performed
through language, social behavior, values, beliefs and attitudes. In this
respect, discourse indicators to be considered in the present research
are: (a) frequency of the Romanian language usage; (b) values, beliefs
and attitudes that are invariable or become variable under certain
factors; (c) social behavior in the native or non-native discourse
community. I am interested in discovering the algorithm of the
complex and multifaceted identity of in- and out-country Moldovans.

The process of entering discourse is a complex one. Those
that participate actively or passively perform some either production
or reception roles [11, p. 16]. The investigation aims at detecting the
choice of selves when performing a certain role. Said differently, [ am
interested whether the power hierarchy affects the choice of selves in
the native or non-native discourse communities. My hypothesis is that
Moldovans choose certain identity elements when performing
production roles that might not be true selves. This fact makes the
identity discourse change very rapidly.

Procedure:

The investigation has occurred in some stages: (A) Stage L.:
Creation of two cohorts; (B) comparative analysis of in-country and
out-country discourse identities; (C) identity and social discourse
matching for smooth integration and non-identity loss. The first stage
aims at identification of respondents from in- and out-Moldova that
will actively or passively participate in the process of identifying of
social and linguistic discourse variations. Here are to be taken into
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account some variables that will definitely help in gathering data
(social status, age, gender and spouse's language repertoire). The
results are to be stored on a created platform. The initial research
method applied at this stage is literature review to determine identity
discourse elements. The frames are to be referred to the in- and country
Moldovans’ identities. The timeline is from March through May,
2019. The second stage targets at identifying the discourse identities
of two cohorts and divergences between these already different
discourse communities. There is to be performed a lot of ethnographic
fieldwork both in Bessarabia and Romania, the two discourse
communities each Moldovan associates with. There are be used face-
to-face and virtual interviews, natural speech to select data for
analysis. The timeline for this stage is June through October, 2019.
The conclusions and recommendations are to be made in the third
stage of the investigation. There are to be specified true and pseudo-
selves the Moldovans associate with.

Results on the first phase implementation

The implementation of the research project is at the end of the first
stage. The number of two cohorts is 2000 people. The in-country
respondents are from 19 to 50 years of age, coming from different
fields. The out-country respondents are from 25 to 60 years of age,
coming from different fields. Gathering the data that might give
answers to the reseach questions, we have taken into account the
discourse indicators: (a) frequency of the Romanian language usage;
(b) values, beliefs and attitudes that are invariable or become variable
under certain factors; (c) social behavior in the native or non-native
discourse community.

First, the association lists were sent to the respondents. The
imperatives put forward are: to identify the self of the in- and out-
country Moldovans; to track what the factors are that influence the
change in the self.

Table 1. Moldovans’ identity structure

No. of Question Answers

respondents

1000 in- | What do you associate | Food (500), weddings

country yourself  with  being | (200), Moldova (102),

Moldovans Moldovan? language (10),
connections with
relatives (188).
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What are the factors that

Politics (50), relations

might influence you to | at work (350),
change the associations | nothing (423),
you have mentioned | residence change
above? (177).
1000 out- | What do you associate | Food (723), weddings
country yourself with  being | (120), mentality / the
Moldovans Moldovan? way of thinking (99),
language (58).
What are the factors that | Relations at  work
might influence you to | (800),
change the associations | nothing (15), residence
you have mentioned | change (185).
above?

The answers in Table 1. provide evidence on the structure of the
Moldovan self. It can be observed that both in- and out-country
Moldovans associate themselves with know-that knowledge. The
customs, traditions occupy the second place in the Moldovans’ self
(know-of knowledge) and pragmatics occupies the last place in the
structure of the Moldovans’ self (know-how knowledge).

Second, there were sent three questionnaires to the target selected
groups. Each group has to provide answers. The tables below provide
information on the cohorts’ identity discourse indicators. There have
been selected for the present paper three questions only (as the
processing is still going on):

Table 2. Discourse indicators

No. of Question Answers
respondents
1000 in- | How often do you use the native | Never | From
country language in the circumstances time to
Moldovans | where there are foreigners? 278 time
722
Do you share the values and | 0 1000
beliefs of people that are of
higher status that you are (they
can change your social status)?
Does the non-native community | 80 920
influence your social behavior?
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1000  out- | How often do you use the native | 899 101

country language in the circumstances
Moldovans | where there are foreigners?
Do you share the values and | 0 1000

beliefs of people that are of
higher status that you are (they
can change your social status)?

Does the non-native community | 190 810
influence your social behavior?

Although in the questionnaires, the last option was always, there
was nobody to choose it among the representatives of the two cohorts.
The answers are different and we can observe that the out-country
Moldovans are greatly influenced by the non-native communities.
They choose pseudo-selves to integrate smoother into the new
discourse communities they come into contact with.

The biggest concern is connected to the answers provided by the
in-country Moldovans. The social status is such an important element
of life, that the Moldovans are ready to hide their cultural identity or
even adjust it to the principles of other discourse communities if they
will take status benefits.

Conclusions:

The cultural identity is a complex notion that is formed of three
components (know-what, know-of and know-how knowledge). The
Moldovan cultural identity has the same structure. Generally speaking,
the know-that knowledge prevails in the complex unity of the cultural
discourse. There are some factors that might have an impact on the
cultural identity discourse indicators. The most important factor is the
process of taking advantage of the status benefits.
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ON THE IMPLEMENTATION OF A COMPETENCE BASED
CURRICULUM IN THE REPUBLIC OF MOLDOVA
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Abstract: The article deals with examining the new competence based
curricula that have been introduced in the Republic of Moldova responding
to the demands of the contemporary information / knowledge based society.
The curricula content is participatory, contextualized, process-oriented,
dynamic, interdisciplinary and adaptable to changes and advances in the
pedagogical disciplines as well as in society at large. However, implementing
the curricula demands a lot of commitment from all participants. Teachers
mainly need to develop clear understanding of ‘competence’ and revise the
teaching—learning process in order to develop and consolidate their students’
competences.

Keywords: competence, curriculum, fair assessment, skill
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Since the Republic of Moldova got its independence, there have
been numerous reforms in education aiming at aligning it to the
international quality standards. Starting with 1995, when the first
reform took place, there have been developed various laws and
regulations reflecting the specifics of the Moldovan educational ideal.
A significant reform of the education system in Moldova relates to
embracing a competence based approach in teaching and evaluation.
Two National Curricula were developed to offer the necessary
methodological support; the first was issued in 2000 and its
modernized, focusing on competencies, version was issued in 2010.

The significance of these Curricula, according to the authors, is
huge as it reshaped education in Moldova, reflecting a rigorously
ordered scientific vision on the new objectives, contents and
educational technologies for a contemporary school. It should be
pointed out that the earlier versions of Curricula for the foreign
languages stipulated / prescribed the overall goals of the foreign
language discipline and training of various types of competences
(linguistic, discursive, cultural, methodological, attitudinal etc.),
relying heavily on the Curriculum for bilingual French classes (CFCB)
of Moldova (2008), which described a wide range of skills
(competences) valid for training in the linguistic field.

The 2010 Foreign Languages Curriculum for the primary and
gymnasium cycle was reviewed and modernized to respond to the
transition need of shifting the curriculum design model focused on
objectives to the competency-based model, i.e. on the outcome or on
the final product of the teaching-learning-evaluation pedagogical
relation. The development of the 2010 curriculum has also taken into
account the principles of formative, polycentric and dynamic
education centered on pupils and competences, the teacher having the
role of coauthor and active and competent co-organizer of the
teaching-learning-evaluation process of the foreign language.

Although it has been several years since the concept of
‘competence’ was introduced, there is continuous necessity to clarify
its meaning and the meaning of some other terms described in both
curricula. At this point, it should be emphasized that key competences
were introduced in the 2010 Curriculum despite the fact that the
Education Law, in force at that time, did not explicitly state the
formation and development of competences. The key competences
definitions were adapted from the recommendations of the European
Union. Subsequently, they were explicitly included in the Education
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Code since the end of 2014, and in the new 2010 Curriculum version.
In the absence of an explicit regulatory and legal framework on
competences and common academic visions on how to define and
formulate competences, the Moldovan teachers and heads of the
educational institutions feel confused to the present day. An additional
constraint is related to the competence assessment.

The American Heritage Dictionary of the English Language
provides six meanings to the word ‘competence’. Relevant to the
purpose of this research are entries under the numbers 1) a. The ability
to do something well or efficiently; b. A range of skill or ability: a task
beyond his competence; c. A specific ability or skill: a surprising
competence in dealing with animals; and 5) Linguistics: the
knowledge that enables one to speak and understand a language.
Oxford Advanced Learners’ Dictionary describes ‘competency’ as a
synonym for ‘competence’ (less frequently used) and defines
‘competence’ as the ability to do something well; to gain a high level
of competence in English, professional/technical competence. These
definitions provided by dictionaries highlight the concept of
competence in terms of ability or skill to do something well or
efficiently. In education, however, ‘competence’ acquired a much
wider meaning.

The 2010 Curriculum for the first time describes the term ‘school
competence’ (competentd scolard) as “an integrated system of
knowledge, skills, habits and attitudes acquired by pupils through
learning and activated in specific contexts of realization tailored to the
pupils' age and cognitive level in order to solve some problems they
can face in real life”. We assume that, when providing their definition
of school competence, curricular developers relied on The European
Reference Framework of Key Competences for Lifelong Learning
(OJEU, 2006), which defines key competences as knowledge, skills
and attitudes applied appropriately to a given context (Pepper, 2011).
The research report Key Competence Network on School Education
(2012) refer to Weinert (2001) who relates the term to the Greek
notion of arete, meaning excellence, in the sense of being the best; also
with the Latin term virtus, a kind of moral excellence. The same report
explains the confusion generated by the existence of a variety of terms
(competence / competency) which are often used interchangeably.
This use neglects the large variety of meanings of ‘competence’, that
can be captured by the terms ‘ability’, ‘aptitude’, ‘capability’,
‘effectiveness’ and ‘skill’. Resulting from this overgeneralization, the
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notion of competence, and its plural ‘competences’, has been replaced
by the narrower version of ‘competency’, or the plural form
‘competencies’ recently. The latter denote discrete skills and activities
that individuals can perform.

For a better understanding of the concept of ‘competence’,
teachers should view it as a complex combination of knowledge,
skills, understanding, values and attitudes. Teaching for competences
means a change of the teaching and learning setting, shifting the
emphasis from content to purpose. The teachers’ role changes too, as
they focus on their students’ learning outcomes covering not only the
cognitive domain, but also the attitudinal and affective domains. They
will observe and encourage their students’ achievements of tasks, in
our case these are related to foreign language, as well as their personal
relationships, willingness to participate, take an attitude, create and
evaluate. In such a way, competence implies a sense of activity,
accomplishment and value.

It is worth pointing out that curricula developers admitted that “the
creation and finalization of an effective set of competences is a long-
lasting process of complex, interdisciplinary and / or transversal
nature”, so that the formation of competence would be more real for
the end of a school stage, while within a lesson, or unit of learning it
would be fair to undertake sub-competency training supported by the
former benchmarks (obiective de refetrinta).

The Oxford Reference Dictionary of Education (2009) connects
competences to the vocational training where they were initially
implemented and provides a description of what we call
‘subcompetentd’:

“..In National Vocational Qualifications (NVQs) statements
of competence are broken down into their constituent parts, the
smallest of which is an element of competence. It is against these
elements of competence that the NVQ candidate is assessed. A
number of elements make up a unit of competence. Units, but not their
constituent elements, may be awarded separately as part of a process
of credit...”

Hence, the primary purpose of implementing a competence based
curriculum becomes obvious — to provide more accurate measurable
tasks and thus insure a more objective and fair assessment of the
students’ progress in learning.

Teachers of English who teach at the primary level were probably
happy to get familiar with a new Curriculum for the primary school
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(approved by the National Council for Curriculum on July 2018). The
novelty of this Curriculum lies in the fact that it specifies the notion of
competence, redefines and articulates specific competencies from the
perspective of the pragmatically functional approach, and, most
importantly, introduces the concept of ‘unit of competence’ to
substitute the term ‘sub-competence’. In addition, the new curriculum
focuses on the development of four specific competences related to

Al level:

1. The linguistic competence: Discrimination of the linguistic
elements through simple, short and correct message forms,
showing curiosity for the value of language as a system.

2. Sociolinguistic competence: The use of language elements,
demonstrating creativity for the functioning of the language in a
social contact.

3. Pragmatic competence: Adaptation of linguistic elements to
common / familiar contexts, proving correctness and coherence
in structuring the message.

4. Cultural (pluri / inter) competence: The appreciation of specific
elements of culture of the foreign language studied, expressing
interest and respect for the values of another culture.

The curriculum for foreign languages for the primary level
recommends training the pupils to acquire the initial competences of
receiving and producing simple sentences (expresii si fraze simple) for
daily use on familiar topics (oral and written) being supported by basic
cultural competences as the foundation for their further development
at the gymnasium level [“formarea la elevi a competentelor initiale
de receptare si producere a unor expresii sau fraze simple, de uz foarte
curent pe teme familiare in formad orald si scrisd, asistate de
competentele culturale Incepatoare, in calitate de fundament pentru
dezvoltarea lor ulterioara la nivelul gimnazial”]

As it can be seen, the curriculum in Romanian uses the terms
‘competenta’ and ‘sub-competenta’ or ‘unitate de competenta’ which
is being translated as ‘competence’ and sub-competence’ in English.
Having included the rubric ‘unitate de competenta’ in the Curriculum,
should facilitate, to a certain degree, teachers’ development of short-
term and long-term planning,.

Implementation of a competence based curriculum means
involving teachers in action research leading to diversifying their
teaching toolkit. The teaching methods should be outlined for the
production of key and specific competences and will be oriented
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towards interdisciplinary, cross-subject teaching, team oriented
learning, individualized approaches (e.g., individual study plans) and
project-based work (Gordon, Halasz, Krawczyk et al). There are three
distinct ideas that teachers should bear in mind while teaching to
achieve the established students’ competences. First, teachers should
not put the main emphases on knowledge of certain rules, definitions,
grammatical forms; it is much more important for students to be able
to apply the knowledge in context or real life situations. Next, teachers
should be able to formulate clear and measurable units of competence
for each of the lessons and design appropriate assessment tools. For
example, unexperienced teachers may often set as a unit of
competence ‘learn irregular forms for simple past’ while a really
measurable unit of competence should be “students will use past tense
when talking about their weekend”. Finally, aiming at developing
competences, students will learn the language through the use of
authentic situations. In the age on information it is especially
significant for students to know why they learn certain rules,
vocabulary, etc. Instead of using drills to prepare students for the
Baccalaureate exam, teachers should develop and consolidate
competences for life such as communication, collaboration and critical
thinking.

Transition to a competence-based teaching / learning requires
significant changes in how teaching is done, affecting methods of
instruction, testing, grading, etc. Descriptors based evaluation has
already been implemented in the primary school in the Republic of
Moldova since 2016. The previously used 10-point grading scale has
been replaced with brief descriptive statements, phrases such as can
do a task independently, guided by teacher, or needs much help. Such
type of descriptors is commonly used in competency-based
instruction. In addition, diverse forms of assessment are encouraged
to determine whether students have achieved (linguistic, pragmatic,
cultural) competence, including strategies such as demonstrations of
learning, learning pathways, personal learning
plans, portfolios, rubrics, and peer and self-evaluation, to name just a
few.

To sum up, a competence based curriculum provides the necessary
guidelines for learning achievement based on students demonstrating
that they have acquired knowledge and skills as well as positive
attitudes and understanding of themselves in relation to the world
around them. Students continue to form and consolidate competences
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as they progress through their education. Related to language learning,
a competence based approach should motivate the primary function of
language in a society, that of communication and should justify the
major purpose of foreign language teaching - to teach students to
participate in conversations on varied topics related to their interests
and needs, to enable them for a simple and direct exchange of
information and open access to further academic success.
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Abstract: The following article examines two important components to aid
students develop their English language oral skills and to enhance their
understanding of literature and thinking skills. The first component is the use
of the Question and Answer Relationship Format to help teachers elicit
appropriate questioning and use strategies to understand literature and non-
fictional text in a deeper fashion. The second component is the use of
Literature Circles. This strategy, widely used in the United States, allows
students to read fictional texts and discuss in depth all the components of a
literary piece. Consequently, this technique also triggers students’ oral skills
while in the classroom. Such a method is ideal for English Language Learners
from an intermediate to an advanced and near proficient levels in any
educational context. Thus, the authors also share insights from their own
classroom experience while using the aforementioned techniques.
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Introduction. The key component of foreign language
communication competence is a communicative mobility — the ability
to react quickly in any situation of everyday and professional
intercultural communication. Among the characteristics necessary to
respond to the requirement of the modern society, there are foreign
language communication skills, the ability to interact in diverse
groups, to apply new forms of interaction, as well as the ability to use
a foreign language to gain new knowledge about the world in general
and in professional fields. This involves expanding the range of
possible situations of foreign language communication behavior.

Being in the constant search of methods and techniques to improve
students’ communication competence, teachers of foreign languages
address to the best practices and approaches applied in L1 classes that
have the potential to be adapted in the field of teaching EFL and ESL.
The method of Literature Circles is gaining in popularity in English
language classes as an effective way to increase motivation, to create
authentic learning environment, to promote student engagement and
collaborative learning, to develop critical thinking skills, etc. Its
universal nature and obvious efficiency makes it a valuable tool for
teaching English language in Ukraine at every educational level.

Literature Review. Being identified as a social activity,
Literature Circles model bases on the theory of L. Vygotsky (1978)
who suggested that modelling social environments in the class provide
learners with an opportunity to apply higher levels of cognitive
processing. A comparatively recent research conducted by Harvey
Daniels links Literature Circles to the student achievements. The study
is largely devoted to implementation of the method as part of L1
reading curriculum (Daniels, 2002). C.M.Martinez-Roldan and
J.M.Loépez-Robertson (1999) discuss Literature Circles as an effective
tool for a bilingual classroom. The analysis of the researches (B. Burns
(1998), M. Farinacci (1998), E.G. Brabham, S.K.Villaume (2000),
Gilbert, L. (2000), C. Peralta-Nash and J.A. Dutch (2000), P. Whitin,
(2002) on the effectiveness of Literature Circles, provided by ERIC
Digest (2002) reveals the following three basic elements of the
method: diversity, self-choice, and student initiative, and identifies it
as an efficient vehicle through which students learn to think critically,
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express their ideas in oral and written forms, better develop their
communication experiences and learn to adapt to different
communicative situations and environment/ Thus, Literature Circes
have a rich potential to be implemented in EFL class at the university
level as a tool to contribute to communicative mobility development.

Thus, the aim of the article is to reveal procedures and benefits
of implementing literature circles in teaching English to improve
students’ communication mobility.

Main Body. Conversation and discussions are paramount aspects
of a good communicative English class. Additionally, the use of
content and academic language is essential. Thus, the use of Literature
Circle Roles and the QARs Format (Question and Answer
Relationship) tapping at the literal, interpretative and applied levels of
comprehension as means to incorporate communicative discussions,
academic language and a deeper analysis of literature is definitely an
effective tool to enhance students’ abilities.

The Question and Answer Relationship Format (QARs)

Initially, students can be scaffolded a Three-Level Guide to figure
out the levels of reading comprehension (see table 1 below). In the
first level, Literal Comprehension, readers can recognize the
information which is explicitly stated in the text. Thus, the reader
simply searches the text, “reading the lines” to confirm or refute the
statements. At this level, the information is “right there” or “textually
explicit”, it is literal. Then, this level allows for little ambiguity; the
facts, concepts or ideas are stated or paraphrased in the test (Raphael,
1982, Pearson & Johnson, 1972).

The next level, Interpretative Comprehension, readers can
construct ideas or opinions that are based on the material read, but not
stated explicitly in the text. Thus, during this level, readers are
“reading between the lines”. According to Herber (1978) “readers
perceive the relationships that exist in that information,
conceptualizing the ideas formulated by these relationships, and
expressing these relationships in either written or oral form. The
results are the development of an idea that is not explicitly expressed
by the authors” (p. 45), as cited in Tama and McClain (1998).
Simultaneously, Raphael (1982) describes this mental process as
“Think and Search” so students look and gather the bits and pieces of
information that support the ideas communicated in the text.
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The final level, Applied Comprehension, consists of connecting
and integrating the information, ideas and values from students’
reading with their own experience or by applying these in other
contexts. Thus, Pearson & Johnson (1972) define this process “reading
beyond the lines”, in which prior knowledge and experience relate to
what one has read: That is when we see a relationship between the
ideas acquired from other sources and the ideas derived from the
reading selection (Herbert, 1978).

Table 1. Three-Level Guide to the QARs Format.

Literal Comprehension — RIGHT THERE!
Goal What to The Example
do? information
is...

Get the Read the RIGHT What does
information in | lines THERE the character
the text, easy to look like? How
find do know that?

Interpretative Comprehension — THINK & SEARCH!

Goal What to The Example

do? information
is...

Integrate Read THINK What is the
ideas, in the between the | AND personality of
text, have to lines SEARCH the main
put different character? How
parts together do you know

it?

Applied Comprehension —- AUTHOR & YOU (ON YOUR
OWN)

Goal What to The Example

do? information
is...

Express Read ON What made
opinion, form | beyond the YOUR OWN | the author
new ideas. lines write about
Answer not this? How do
specifically in you know?
text. Can
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answer without
returning to the
story. Connect
your
experience to
what you have
read.

In order to operationalize and conceptualize the use of this
technique, let us use one practical example as seen in this short
aragraph:

Donna Smith, a 14-year old girl from Nevada, was very sick.
She had a bad heart. “Donna needs a new heart”, her doctors said.
“She must have a new heart, or she will die soon”. Julio
Hernandez, 15, was worried about Donna. Julio was Donna’s
friend. He liked Donna very much. He liked her freckles, and he
liked her smile. Julio didn’t want Donna to die.

Now, let us use the same paragraph to create different sets of
questions tapping at the three levels of reading comprehension.
Literal Comprehension Sample Question and Answers:
» Write several sentences that describe what is
Donna’s problem
- Donna is a very sick girl because she has a bad heart
- She needs to have a new heart.
- The doctors say that if she does not find a new heart
she will die
- Julio didn’t want Donna to die
Interpretative Comprehension Sample Question and Answers:
» Write several sentences where you describe someone
that had a similar experience to Donna’s or Julio’s
- This story remains me of a boy in the news who
needed blood
- The boy’s parents were very worried because the boy
could die
- The parents were looking for someone to donate
blood
- The parents asked people on TV to donate blood
- A rich man donated a lot of blood
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Applied Comprehension Sample Question and Answers:

» Write several sentences where you describe what
experiences you think made the author in his life, to write
about Donna’s problem

- The author wanted to talk about Donna’s disease
because maybe he had a similar experience

- Maybe the author had a relative or friend who was
very sick and died

- Maybe the author got this idea from the TV or the
news

- Perhaps the author suffered for somebody and
wanted to share his experience

Notice the level of sophistication utilized in each question and the
types of expected answers that can be projected based on the level of
questioning. Thus, definitely we can see the continuum of student
understanding from recalling information, to putting together bits and
pieces from the paragraph itself to come to a conclusion, all the way
to adding the students’ experiences and background to establish their
own opinions about the text. Thus, if teachers in the ESL or EFL
classroom use this technique and nurture the types of questions used
in here, students will be able to analyze not only fiction but also non-
fictional texts including those that relate to real life information (e.g.
labels, directions, newspapers, etc.).

Literature Circles

Literature Circles are “small peer-lead discussion groups whose
members have chosen to read the same story, poem, article or book”
(p. 2, Daniels, 2002). Eventually, the group meets for a discussion and
each member makes notes to help them contribute to the upcoming
discussion, and everyone comes to the group with ideas to share.
Essentially, each group follows a reading and meeting schedule, they
have periodic discussion on the way through the book. Towards the
end, the circle members can share highlights of their reading with the
wider community and can even trade members with other finishing
groups, choose additional readings and move to a new circle. (Daniels,
2002). Literature Circle participants have pre-prepared roles they can
use to come together and discuss the chapter they had just read.

Some roles to be used during the workshop may include: The
Discussion Director, The Connector, The Literary Luminary or
Passage Master, The Illustrator or Art Director, The Summarizer, The
Vocabulary Enricher, The Word Wizard or The Wild & Crazy Word
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Finder, The Super Story Teller, The Passage Performer, The Diction

Detective, The Bridge Builder, The Reporter, The Travel Tracer, The

Discussion Notetaking Graphic Organizer, the Double Entry Journal

Role and the Researcher. Table 2 below illustrates some of the roles
students can use for their discussion.

Table 2. Definition of Some Literature Circle Roles (Adapted

from Literature Circles, 2010 by the College Board).

Discussion Diction Bridge Builder:
Leader/Questioner/ Detective:

Discussion
Director:

Your job is to
develop a list of
questions you think
your group should
discuss about the
assigned section of
the book. Use your
knowledge of levels
of questions to create
thought-provoking
literal, interpretive,
and universal
questions. Try to
create questions that
encourage your
group to consider
many ideas. Help
your group explore
these important ideas
and share their
reactions. You will
be in charge of
leading the day’s
discussion.

Your job is to
carefully examine
the diction (word
choice) in the
assigned section.
Search for words,
phrases, and
passages that are
especially
descriptive,
powerful, funny,
thought-provoking,
surprising, or even
confusing. List the
words or phrases
and explain why
you selected them.
Then, write your
thoughts about why
the author might
have selected these
words or phrases.
What is the author
trying to say? How
does the diction help
the author achieve
his or her purpose?
What tone do the
words indicate?

Your job is to
build bridges
between the events
of the book and
other people, places,
or events in school,
the community, or
your own life. Look
for connections
between the text,
yourself, other texts,
and the world. Also,
make connections
between what has
happened before and
what might happen
as the narrative
continues. Look for
the characters’
internal and external
conflicts and the
ways that these
conflicts influence
their actions.
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Reporter: Artist/Illustrator Double Entry
/Art Director: Journal:
Your job is to Your job is to
identify and report create an illustration When reading
on the key points of | related to the your Literature
the reading reading. It canbe a | Circle novel, you

assignment. Make a
list or write a
summary that
describes how the
writer develops the
setting, plot, and
characters in this
section of the book.
Consider how
characters interact,
major events that
occur, and shifts in
the setting or the
mood that seem
significant. Share
your report at the
beginning of the
group meeting to
help your group
focus on the key
ideas presented in
the reading. Like that
of a newspaper
reporter, your report
must be concise, yet
thorough.

sketch, cartoon,
diagram, flow chart,
or other depiction.
You can choose to
illustrate a scene, an
idea, a symbol, or a
character. Show
your illustration to
the group without
any explanation.
Ask each group
member to respond,
either by making a
comment or asking
a question. After
everyone has
responded, you may
explain your
illustration and
answer any
questions that have
not been answered.

will be expected to
record entries in a
double-entry journal.
You may include
interesting
quotations from the
text, questions about
the text, and
connections between
the text and your
own life. During
your literature circle
discussion, you will
trade journals with
another group
member, and
respond to his/her
entry under the Peer
Response. You may
then use these
entries as talking
points within your
group discussion

The process to implement books is best done if done in advance.
It is possible to have each group read a different book or the same book
as long as they reach the students interest. Also, make sure to use high
interest topics, challenging books with well-developed characters and
those books that will allow students to make connections with the
material read. In addition, it is a good idea to have a schedule of dates
prepared for each discussion session. Students can read silently in
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class or do their reading as homework assignment, read aloud to one
another in different group configurations, but also read aloud in a
teacher-directed reading center and listen to oral readings. It is also
recommended to plan in advance for due dates to avoid falling behind
in the discussions and organize your dates by chapters. The advantages
of using literature circles in the classroom are also finding online a
plethora of resources and printable ready to use lit circle roles.
Descriptions and explanations are typically provided in the roles so
that students know exactly what to do. Allow also students to take turn
performing in different roles and depending on their engagement and
performance in the discussion, you might assign students more than
one role to have smaller groups.

Finally, Literature Circles combined with the QRAs Format are
great teaching tools to engage students from almost all levels, starting
at 3" or 4™ grade level all the way to university students learning a
second language. These strategies allow students to actively
participate, to conduct research, to learn new vocabulary, to implicitly
learn grammar in English (or any other second language), to enjoy
reading, to deeply analyze language, literary devices, make
connections to themselves and to analyze the plot of any story or book
in a deeper way. Moreover, the method has a powerful potential to
develop students’ communicative mobility creating a fruitful and
encouraging environment for natural interaction and collaboration.

Classroom Experiences & Reflections

Given our experience at the university level, we have encountered
the use of these techniques rather useful to enhance and exploit our
students’ potential for oral skills in the classroom. For instance, we
have used these techniques in two different contexts: students at
Mykolaiv V.O. Sukhomlynsky National University who are becoming
philologists, English teachers, interpreters and translators. The second
context refers to students who are part of the Mykolaiv ACCESS
Micro-Scholarship Program sponsored by US Embassy. These are
students between ages 13-18 who are receiving English instruction.

Students in both contexts were given a book to read at home. The
book called” “The House on Mango Street” by Sandra Cisneros was
utilized since it has a rich multicultural set of topics and allows for
intercultural communication amongst students. The book author has a
strong Chicano Latino background and is well known in the US for
her books and short stories.

122



Upon reading the chapters of the book, each student was given a
literature circle role-sheet so that they could complete their tasks and
bring them for discussion during class. We found the techniques used
rather helpful and influential in our students because we saw great
language performance levels and tasks completed by them. We
discovered that even the shyest students in our classes, definitely came
to the classroom ready to discuss their answers. Students were
explained and helped in how to use the QARs and each one of the
literature circle roles.

The great advantage of our interaction with students was the fact
that students completed all of their assignments at home and came
ready to discuss their findings. We were able to openly discuss and
analyze the parts of the plot on the book we used. Students were able
to make higher order thinking level questions using the QARs, they
were able to analyze the characters, the events, the setting in the book,
etc. In addition, they were able to make connections from their own
experiences to the book we were using.

From the linguistic perspective, students were able to do in-depth
analysis of language from the text by analyzing vocabulary, literary
devices, learning new words, selecting phrases, sentences and even
paragraphs relevant for fruitful linguistic discussion amongst all
students in the classroom.

Finally, student engagement into the lessons increased
dramatically since students expressed their confidence in
understanding better and deeply the book they were reading, they felt
personal connections to the book, they conducted research on topics
from it, and they were able to communicate orally with more
confidence as opposed to being asked directly by the teacher. As
evidence of this, refer to the photos below in the appendix where we
have included some sample work from students.

Thus, in conclusion, the authors highly encourage the use of both
literature circles and the QARs in the EFL and ESL classroom. Despite
the fact that these techniques were designed initially for elementary
students in the US contexts, we have proven such techniques are rather
beneficial in the EFL setting, especially for university students and
teenagers. Moreover, the use of multicultural materials is indicative of
student engagement. The book we have utilized comes from a
renowned Chicano-Latino writer, Sandra Cisneros, who brings topics
from the Hispanic culture and community into English literature.
Thus, our Ukrainian students highly connected with the book we have
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used along with the techniques of the QARs and the Literature Circles.
The topics from the book are rather rich and multi-cultural, they tap at
real life situations from teenagers and have an emphasis on feminism.

In short, we highly recommend having a rich multi-cultural

environment and intercultural communication through the means of
using multi-cultural materials (a book or texts), along with appropriate
techniques that enhance communication and higher order thinking
processes: The QARs and the Literature Circles.
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Abstract: Creating tests and assessments for both English language and
second language learners has been challenging and has required a lot of
theoretical and abstract thought. Conversely, big language testing companies,
have shown weaknesses in their production of standardized assessments,
especially in the training of test-item-writing. In order to create good
language assessments, specifications are needed. Therefore, the purpose of
this article is to present the fundamental and basic principles to create a recipe
or test specifications to create any type of language assessment. The author
uses Lynch and Davidson’s five-step model (2002), following the formula
derived by James Popham (1978). Further, after having presented the
theoretical components of the model, the author proposes practical strategies
to the use of this model and provide a sample language item test specification.
The idea of this paper is to have teachers visualize and internalize the model
to put it into practice in their own testing and assessment contexts.

Key words: Language Assessment, Item Test Specifications, Testing,
Assessment, Test Development and Construction.

As noted above, in the following paper, I provide some practical
guidelines to the design of item language test specifications. Item test
specifications are important documents that create deep thinking
within a group of teachers and even test developers in the creation of
language assessments. Item test specifications allow us to put into
writing what skills will be assessed in any test or assessment we design
for our students.

Let us start with a simple metaphor. Imagine we go to the store
and we purchase a brand-new bicycle. We obtain all of the parts, but
we do not have directions to put it together. Thus, on the same token
we use our background knowledge of how a bicycle works, and we
use our common sense to put it together (see Figure one below).
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Figure 1. Building the bike without instructions (Adapted from Perea,
2010. Teacher Evaluation of Item Formats for an English Language
Proficiency Assessment. Department of Applied Linguistics, Portland State
University. Portland, Oregon).

Building the bike without instructions!!

Consequently, we may get confused and we may not end up with the
product we desire. On the other hand, what would happen if we purchase
the bicycle, we lay out systematically every part of it according the
“enclosed directions”, we identify every part and follow such directions?
Then, as expected, we will end up with a product that will fulfill its
primary purpose and it will be long lasting (see figure 2 below).

Figure 2. Building the bike with instructions (Adapted from Perea, 2010.
Teacher Evaluation of Item Formats for an English Language Proficiency
Assessment. Department of Applied Linguistics, Portland State University.
Portland, Oregon).

Building the bike with instructions!!
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Thus, this metaphor is helpful to explain the role of item test
specifications in item and passage writing and in the creation of accurate
and quality language assessments. In numerous trainings for item writing,
I have encountered workshops designed for teachers who are hired to
create test items and passages for a new assessment. Unfortunately, both
item writers and trainers generally do not possess test specifications,
which will guide the item writing process on how to create quality items.
Most of the time, trainees are exposed to some degree to the standards,
benchmarks or general goals which are required within their curriculum.
From there, trainers typically may provide some sample test items so both
teachers and item writers are expected to produce test items with a vague
idea on what skills need to be assessed. Here is when item specifications
and a systematic process to the development of language assessments are
paramount to this endeavor. Hence, I provide the role of test
specifications in the stages of test development. See figure 3 below.

Figure 3. The role of test specifications in stages of test development
(Adapted from Davidson, F. & Lynch, B. (2002). Testcraft: A teacher’s guide to
writing and using language test specifications. New Haven, CT: Yale University

Press).
The role of test specifications in stages of test
development, from Davidson and Lynch (2002)
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As noted in figure 3 above, Davidson and Lynch (2002) highlight the
importance of designing assessments, examinations and tests with the use
of test specifications. Thus, in every testing situation there should be a
‘mandate’, which can be translated as the reason to teach and the reason
to test. Thus, the mandates are the expected standards that our students
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are supposed to know at the end of a course, semester, year and so on.
The mandate is important because it guides what skills we want to assess
in our students. This is the backbone of our assessment. So, once we have
selected our skills, from there we need to create our test specifications or
“recipes” for test questions or items. Then, it comes the task of producing
test questions from such guidelines, recipes or specifications. Once
teachers and item writers have produced a number of suitable test
questions, the next stage is to assemble the test by skills and making a
pilot test in order to try out the test items and see how these react to the
students. At this stage, it is wise to do item analysis, item discrimination,
distractor analysis (if multiple choice items), etc. The final stage is to
finalize the operational measure. In other words, once the best test items
have been selected based on the students or test takers reactions to the test
questions, the test becomes operational or “ready to go” and can be
implemented. Notice the dotted arrows intersecting all the stages in the
development of the assessment which mark the “iterative feedback for
test revision.” Davidson and Lynch (2002) declare this is a critical aspect
of the development of assessments because all the parties involved in this
process (test developers, teachers, psychometricians, test proctors, etc.)
are and should be involved in the development of the assessment. It is
critical that all parties should have their opinion in how to improve and
make the assessment the best it can be. Davidson and Lynch (2002) also
postulate the assessment process should not only come from the top
(meaning big testing companies, psychometricians, test developers or
administrators), but also from the bottom (teachers, students, parents,
etc.) in order to have a quality reliable and valid assessment.

Another aspect that is important to mention in this process is
including the notion of constructing a “table of specifications.” A table of
specifications merely helps us map out our assessment. For instance, how
many test questions or tasks we need, what skills are being tested, what
types of questions we need (e.g. multiple choice, true-false, essay format,
etc.), what the scoring weight per each section or task is, materials needed,
number and types of passages for listening or reading tests, the level of
performance or English language proficiency for each item and the
standard that it is assessing. Figure 4 below, illustrates a general sample
of what a table of specifications or test design may look like, which in
turn can also be created by teachers creating their own assessments for
their own contexts.
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Figure 4. Sample table of specifications / blueprint (Perea, L., Demchuk,

O. & Nesterenko, O. (2019). Item Test Specifications: How to Create Recipes
for Language Assessments and Tests. US Department of State and V.O.
Shukhomlinsky National University of Mykolaiv).

Table of Specifications / Blueprint

Skill tested Number  Typeofitem/task Weigh Materials, Level Standard,
of items/ comments  (DOK, Benchmark,
tasks Bloom's Goal,

Taxonomy) Outcome

Literal Bitems Constructed I Passage GoalA, B
comprehension response (short needed 1-6
answer) general items
information from
the passage

Interpretative Gitems  Constructed Passage Level 2 GealC, D
comprehension response (short needed 7-12
answer) specific / items
unstated
information from
the passage

Applied B items Constructed I Passage GoalE, F
comprehension response (short needed 13-18
answer) unstated items
information from
the passage

18 total 100% 1 passage
items

Henceforth, as I have provided in this article the theoretical and
general background in the design and development of assessments, I
would like to delve into the nitty gritty terminology for the purpose of this
article. According to Davidson (2003), his theoretical definition is as
follows: “A test specification is a generative document from which
equivalent test items or tasks can be generated. Specs are a common
component of many test development systems.” [3, p 4].

Conversely and based on my experience creating standardized tests
and assessments for over 12 years, I define test specifications in the
following manner: “Test specifications are important documents in
language testing [correction... in all content testing!] since they allow
item writers knowing specific information about the items they need to
create. In essence, a test specification is a ‘recipe’ to create / write items
that will address a common skill or set of skills based on the standards
from the test.” [12, p. 5].

Here, I try to clarify not only what test specifications are, but also
their importance in all content areas (mathematics, social studies, English
language arts, science, English as a second language, etc.), which goes
beyond the domains of teaching English as a second or foreign language.
Based on our experience, specifications are extremely necessary
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documents to train teachers who wish to create test items in any content
area. Second, test specifications are a way to organize a set of skills we
as teachers wish to assess when creating our assessment, here why they
are so important in all creation of test items or tasks. Finally, I would like
to provide a more practical definition for the novice teacher who wants to
create assessments: “Test specifications are recipes for teachers and for
item writers to write or create test questions that assess a common skill.
Test specifications are not for students to take, they are recipes for
teachers to create the tests students will eventually take.” [13, p. 6].

Here I want to make the distinction that test specifications are
documents created by teachers or test developers to aid other colleagues
in the assessment process to create suitable congruent test items or tasks.
Specifications are not the assessments per se that test takers will take.
Specifications have the power to document how we will assess students
in specific skills. Also, Davidson, Lynch, 2002 et al. declare test
specifications lend themselves to a more CRM (Criterion Reference
Measurement) approach to test our students since we can compare our
test takers with a criterion or skill as opposed to be compared amongst
other students (a Norm Reference Approach - NRM). Now, let us define
the components of the recipe we propose in this article as noted in figure
5 below.

One important aspect to note, which is not discussed in detail in the
Lynch and Davidson’s five-step model (2002), is the notion of “item
format”. Based on my experience, I define it in this way: “Format refers
to both the type of item and the item’s layout and appearance on the page
of a test form. For example, item format encompasses stimulus art and
how it is presented and labeled, the use of tables, charts, and graphs, the
orientation of option art or formatting of text options in a multiple-choice
question, etc. In addition, item format contains an intrinsic relationship
to a set of skills or criterions tested depending on their design.” [10, p.
1].

Thus, item format is an important concept because depending on
which format a test question is presented, it will inform the language of
the PA (Prompt Attribute) in this test specification model. To point out a
couple simple examples, the best way to assess writing comes from item
formats such as writing an essay or a paragraph. If there is a need to assess
grammatical points or mechanics in a more discrete manner, multiple
choice or error correction identification tasks would be better suited to
assess these criterions. Hence, I believe the idea of “item format’ as very
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important in defining the way we will assess a specific language skill or
criterion.

Figure 5. Components of Item Test Specifications (Lynch, Davidson,

Popham Model, 2001, 2002)

Mandate: Standard, benchmark, construct for which the item/task is
created.

General Description (GD): A brief general statement of the behavior to be
tested. The GD is very similar to the core of a learning objective. The purpose
of testing this skill may also be stated in the GD. The wording of this does not
need to follow strict instructional objective guidelines.

Prompt Attribute (PA): These attributes comprise the component of the
recipe (spec) that details what will be presented to the test taker. It includes the
selection of an item or task format. It provides a detailed description of what test
takers will be asked to do, including the form of what they will be presented with
in the test items or task, to demonstrate their knowledge or ability in relation to

the skill being tested.
!

Decide on what item format to use

- Item Format: Format refers to both the type of item and the
item’s layout and appearance on the page of a test form. For example, item
format encompasses stimulus art and how it is presented and labeled, the
use of tables, charts, and graphs, the orientation of option art or formatting
of text options in a multiple-choice question, etc.

In addition, item format contains an intrinsic relationship to a set of
skills or criterions tested depending on their design

Selected Response - Clear and Constructed response - A
detailed descriptions of each choice in a | clear and detailed description of
multiple-choice format. the type of response the student

will perform, including the
(Needs to select only 1 response) | criteria for evaluating or rating

Multiple Choice the response.
Matching
True/False (Needs to have a rubric)
Etc. Essay
Paragraph

Oral Presentations
Complex Projects
Interviews
Etc.

132




|

Response Attribute (RA): A complete and detailed description of the way
in which the student will provide the answer; that is, a complete and detailed
description of what the student will do in response to the prompt and what will
constitute a failure or success. There are two basic types of RA.

Sample item (SI): An illustrative item or task that reflects this specification,
that is, the sort of item or task this specification should generate. It brings to life
the language of the GD, PA and RA.

Specification Supplement (SS): A detailed explanation of any additional
information needed to construct items for a given spec. In grammar tests, for
example, it is often necessary to specify the precise grammar forms tested. In a
vocabulary specification, a list of testable words might be given. A reading
specification might list in its supplement the textbooks from which reading test
passages may be drawn, DOKs, etc.

To further polish this model and help teachers write congruent
specifications, scholars such as Fulcher and Davidson (2007) define
congruent specifications as those where there is a clear direct match
between a specification and its items. Thus, let me introduce the concepts
of “Speclish & Level of Generality.” Therefore, “Speclish refers to the
unique genre of neither too-specific nor too-general language which
characterizes a functional & generative test specification” [3, p. 53]. This
is an important notion because the way we write a recipe has to do with
the correct phraseology and word choice in the spec itself, neither too
specific not too general.

If we tend to write a spec which is too general in its directions, our
item writers and teachers, who need to create test items, will not be able
to infer what exactly is requested in the recipe. On the other hand, if our
directions are too detailed, we run the risk of confusing our item writers
in producing test tasks or items which are poorly written or too specific
without allowing a good range of test items addressing particular skills.
Having established this issue, let us illustrate a couple examples in the
wording of a PA (Prompt Attribute):

« PA1[3,p.56].

“Each item will present, in multiple choice format, a sentence
requiring a particular English verb tense. The wrong answer will reflect
error analysis on the kinds of mistakes students typically have made in
the course they just completed”

* PA 2 (revised)

“Each item will present, in multiple-choice format, a sentence
requiring a particular English verb tense- in particular, compound future
verb tenses (e.g., “will be going,” “will have gone,” etc.). The wrong
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answer will reflect error analysis of the kinds of mistakes students
typically have made in the course they just completed. See SS for a report
on the most recent error analysis data.”

Notice in the first example of a PA, the description is too general and
the item writer trying to produce test items addressing verb tenses would
get too confused since there is not enough specificity to confound the
skills needed to be tested. On the other hand, the second example has
identified an item format (MCh), a particular verb tense (compound future
tense), provides examples, and refers back to the SS to identify specific
student mistakes during the course of the semester. Thus, we can see more
clarity onto what the designer of the test specification wants the item
writer to produce. Consequently, some solutions proposed to fix these
sorts of issues between specificity and generality are as follows:

» Use language that is not restrictive, but which also is not too
loose and ambiguous.

» Language is a genre of comfortable and reasonable guidance.

» Language used is a compromise between specificity and
generality.

* Obtain feedback from others in the test development
team/teachers.

* Include results from piloting & trialing.

* Include QA of operational use of interviews generated from the
spec.

Finally, we want to pull everything together to visualize what a test
specification may look like following this model (See appendix 1 for a
sample test specification). In addition, I would like to end up this article
with another metaphor that we hope helps capture the idea of how the
process of language testing is or ought to be.
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Figure 6. A Metaphor for Language Testing and Item Test Specifications
(Adapted from Perea, 2010. Teacher Evaluation of Item Formats for an English
Language Proficiency Assessment. Department of Applied Linguistics, Portland

State University. Portland, Oregon).
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Figure 6 above, illustrates and compares how the process of creating
test questions / items can be similar to baking ‘cookies.” The very
experienced baker or cook may know exactly how to bake cookies based
on her experience throughout the years and familiarity with the
ingredients and the process to do so. As time goes by, this person will
become an expert and may not be inclined to use a recipe. All she needs
are the ingredients, portions and even the tools to prepare the dough and
bake it. Similarly, in our experience attending and conducting many item
writing workshops those with the very intrinsic knowledge of language
testing may know the nitty gritty aspects of item writing. However, those
not familiar with such a process will struggle to master and to
perfectionate this item writing skill. Further, in several contexts we have
seen trainings being conducted with a vague or general vision of what is
needed in terms of the items produced. Sometimes trainers, item writers
and teachers only possess the standards or benchmarks, a few sample test
items and a general idea of what the best item format to assess a particular
skill is. Nevertheless, item writing is not the best it can be as teachers may
not be satisfied with the quality of the test questions. What if in an item
writing situation, no matter if conducted by a testing company or
conducted by a group of teachers who want to develop a test, detailed
item test specifications are present and are the result of a collaborative
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consensus-based dialogue amongst the participants? What if we had the
theoretical background of what we want to test, the standards, a good
framework, a well-defined construct or set of skills we want to test, but
also a selection of good item formats, but most importantly, recipes or test
specifications? Such interrelation of test specifications (recipes to cook
test questions), clear and defined item formats (cooking molds), and the
framework, standards and defined constructs/skills (cooking ingredients)
will produce a set of well-defined test items or task (cookies), which are
spec-driven. Spec-driven test items are the result of a long dialogue
between the test collaborators, between trial and error, and a well-thought
set of skills which are aligned to the mandate or standards driving the
teaching curriculum.

A final benefit of spec-driven test questions is that specifications do
not quite set in stone but continue evolving and improving with the
collaboration of teachers. The design of classroom assessments should be
specification-driven, iterative (evolving) and consensus-based (where all
parties involved have a say in the process of test development). Finally,
such process does not come from the top-down, but also from the bottom-
up to make the best possible language assessment.
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Appendix 1. Reverse-Engineered Speaking Test Specification
Created by Luis Perea (2003)©
Mandate:

ESL students must have exposure to practice oral skills and
communicate in social settings and personal expression. Students need to be able
to have frequent opportunities to practice speaking in a variety of topics, use
critical thinking strategies, and with different audiences. These are important
guidelines that are required by the State of Oregon and the K-12 TESOL
standards to assess ELL students in their speaking ability throughout their
academic life in high school. Additionally, the state requires that ELL students
develop high levels of thinking processes such as those proposed in the Bloom’s
taxonomy, especially in analyzing, synthesizing and evaluating. Therefore, it is
a mandate from the state of Oregon to assess/test ELL students in their oral ability
periodically to gather data that will be beneficial to make recommendations on
the students’ oral English language demands. Such results will lead to an
appropriate washback effect to improve future communicative language teaching
strategies for ELL high school students.

General Description (GD):
ESL students will demonstrate their ability to state orally their opinion
by supporting their point of view or by contrasting it with the suggested topic.
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Students will use a set of aspects or suggestions relevant to the topic that reflects
what a good friend looks like and will develop an argument that supports their
ideas. By doing this, students also will analyze and reflect on their own
personality and support their own ideas with evidence.

Prompt Attribute (PA):

The students will be asked to develop an argument based on a set of
aspects/suggestions that describe what a good friend looks like. In an oral
presentation, students will contrast whether or not friendship is more valuable
than family relationships, will explain orally his/her point of view, and will
defend it with evidence (previous experiences).

Requirements of the oral presentation During the first part, students
will have a five-minute preparation time to think about their responses. Choices
can be jotted down according to certain aspects or traits that describe friendship.
For ins:

- Kindness

- Honesty

- Shared interests

- Fun to be with

- A shoulder to cry on
- Support

Additionally, other characteristics supporting this argument can be

included by the student in a new category called “other”.

The teacher may make predetermined accommodation to:

1) Help students understand the purpose of the questions in the
five-minute preparation time.

2) Elicit students’ ability to communicate by rewording, restating,
or changing the question in order to facilitate the oral
presentation and to determine the students’ English oral
proficiency level as well as the future language demands that the
student needs.

The oral presentation will be initiated by the teacher asking the student’s name
as well as explaining the format/procedure of the oral presentation and making
sure the student understands it. The student then will be asked to start his/her
oral presentation. Depending on the pace of the presentation, the teacher may
ask a question with a prompt or additional questioning in order to facilitate the
presentation. Examples of questions can have a WH format, some question
examples as illustrated in the Sample Item (SI) are:

- What are the qualities in yourself that you think your friends’ value?

Or a restated question by the teacher:

- Can you mention examples from your own experience showing that friend
relationships are more important than your family relationships?
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This test is not only a test of speaking or listening ability, but also a test of the
student’s ability to think critically how to:

- Compare/contrast ideas;

- Support own ideas with evidence;

- Analyze/reflect upon own personality and experience.

Therefore, critical thinking ability is also a vital part of students’ second
language communication skills that need to be reflected through comparing and
contrasting ideas and defending their point of view in the L2.

Response Attribute (RA):

The student will have the choice to use his/her notes taken during the
preparation time as a guide to organize and mention his/her point of view.

The student will speak from 10 to 15 minutes, if necessary; students will take
more than 15 minutes to allow their speaking proficiency. Student will show
sufficient original speech that will contain grammar that is appropriate to the
context of the topic and students’ utterances. Students’ speech will be
characterized of understandable speech rate, pronunciation, intonation,
volume, and appropriate vocabulary suitable for the audience. In addition, they
will be able to demonstrate orally:

- Their point of view and support it with evidence taken from previous
experiences;

- Their analysis/reflection upon their personality that will lead to the description
of their point of view;

- Their construction and defense of their own argument (either by comparing it
or by contrasting it) based on the suggestions stated by the teacher in the
Prompt Attribute (PA) such as: kindness, honesty, shared interests, fun to be
with, a shoulder to cry on, support, and others; addressing the question, “what
makes a good friend?”

Versus the question that leads to the argument of: “are family relationships
more important/reliable than relationships with friends?”

There is not success of failure of the items, any response by the student
depending on the oral ability and language structure used by the student, can
be helpful to determine students’ level of communication and exposure of
critical thinking. Even the use of the mother tongue can be a factor to collect
important data. See Specification Supplement (SS) for detailed student
expectations in the oral presentation process.

Sample Item (SI) Directions:

You are going to make a 15-minute speech to demonstrate your oral skills in
English as well as your capacity to make up an argument and defend it with
evidence. You will talk about the importance of having a “friendship” and your
“family relationships”.

Preparation time (five minutes)
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First, read the following traits that may describe the characteristics of a “good
friend”. Second, think about how these words are important to describe a good
friend; you can jot down additional characteristics if you want in the chart
below:

What makes a good friend? the advantages of a good friendship can be ...

- Kindness

- Shared interests

- Honesty

- A ‘shoulder to cry on’

- Support

- Fun to be with

- Other...

Now think about your family and the relationship that you have with each one
of your relatives. Explain what is more important for you — your friends — or —
your family — If you were given a choice whether to choose your family or your
friends, what would it be? Explain why; give at least 3 good examples of your
conclusion. Also provide examples from your own experience. Think of the
advantages and disadvantages of your decision and talk about them.

Ask the teacher if you get stuck or have a question, you only have 5 minutes to
prepare your speech.

Now, proceed to the next room and present your speech, be prepared to answer
possible questions that the teacher may ask.

Specification Supplement (SS) 1

Relevant/detailed information for the oral presentation process should include
the factors mentioned below. The teacher may refer to all the aspects and will
choose the description that best describes the student’s oral performance. It
may be the case that a student may be marked in the scoring guide at different
levels of the response attributes. This discrepancy will allow to see in detail
what are the students’ needs in terms or language demands and will allow an
appropriate “washback” effect. Such language demands will be scaffolded to
the students’ future communicative language teaching strategies. This
Response Attribute (RA) addresses what the student may show on his/her
speaking ability in the target language and abilities to state a point of view with
appropriate evidence.

Specification Supplement (SS) 2

Based on the information gathered during the English-speaking test and
looking at the scoring guide based on a multiple trait approach,

(Name of the student) xxxxxxxx ‘s future speaking language demands need to
be enhanced and scaffolded in the following areas: (please mark those that

apply)
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Language use
Expressing point of view in the L2
Providing reasons to support one’s opinion in the L2
Supporting reasons with detail and accuracy in the L2

Point of view & connection to own experiences

Stating own opinion verbally in the L2

Analyzing own and others’ personality in the L2

Reflecting upon own and others’ personality in the L2

Supporting ideas from previous experiences in the L2

Supporting ideas with accurate evidence in the L2

Constructing an appropriate argument according to the situation,

suggestion given in the L2 Supporting an argument by either comparing
it or contrasting it with another in the L2

Grammar & vocabulary
Providing multiple exposures to varied vocabulary in the L2
Using varied vocabulary orally in the L2
Providing practice to analyze word order in the L2
Providing ample opportunities to learn grammatical structures of
language in the L2

Fluency

Providing ample opportunities to practice and engage into conversation
& classroom discussion in the L2

Providing ample opportunities to practice and engage into spoken
English as well as listening to the L2 preferably with a native speaker

Pronunciation, intonation & volume

Providing opportunities to practice reading aloud, conversation and
reflecting on volume, intonation, pronunciation in the L2, preferably with an
English native speaker

Providing opportunities to paraphrase aloud aspects such as reading
pieces as well as events (movies, radio, conversation, etc.) in the L2

Providing ample opportunities to analyze, reflect, and correct own
speech and modify foreign accent

Providing ample opportunities to listen to native speakers of English
pronounce the language
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Abstract: Pragmatics has been a paramount part in the field of intercultural
communication for linguists. It concerns the study of linguistic interaction
between people and it analyzes conversation and the speech acts. The present
article focuses on the speech acts as a way to express in universal ways and
with appropriate knowledge and, namely, on the usage of compliment
expressions. We have taken as a basis Manes’ definition of compliments as
those speech acts which have the reflection and expression of cultural values
because of their nature as judgments, over expressions of approval or
admiration of another’s work, appearance or taste. The objective of
compliment expressions is to establish or to reinforce solidarity. Many of the
values reflected through compliments are personal appearance, new
acquisitions, possessions, talents and skills. The conclusions that we have
drawn are made on the results that we have got from the online survey that
referred to the following variables: compliment form (syntactic patterns),
tone used by speakers, compliment frequency, relationship between the
compliment speaker and hearer, gender relationship, speakers’ age, and
attributes praised. Participants consisted of native speakers of English
interviewed in the United States and native speakers of Russian and
Ukrainian from all over the Ukraine.

Keywords: ethnomethodology, compliments, speech acts, native speakers,
compliment expressions, language forms, adjectives, attributes praised.

Pragmatics concerns the study of linguistic interaction
between people and it analyzes conversation and the speech acts [18].
To acquire pragmatic competence, speakers must also have a good
command of speech acts. Searle (1969) considers that “a speech act is
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the basic or minimal unit of linguistic communication” [17, p.16].
Speech acts are very important because they let people express in
universal ways and with appropriate knowledge; therefore, knowing
how to use speech acts, allows the speaker to have “communicative
competence”. For the purpose of the present study, the uses of
compliment expressions have been analyzed. Manes (1983) defines
compliments as those speech acts which have the reflection and
expression of cultural values because of their nature as judgments,
over expressions of approval or admiration of another’s work,
appearance or taste. The objective of compliment expressions is to
establish or to reinforce solidarity. Many of the values reflected
through compliments are personal appearance, new acquisitions,
possessions, talents and skills.

In the present study, participants were interviewed via an
online survey that collected information from the following variables:
compliment form (syntactic patterns), tone used by speakers,
compliment frequency, relationship between the compliment speaker
and hearer, gender relationship, speakers’ age, and attributes praised.
Participants consisted of native speakers of English interviewed in the
United States and native speakers of Russian and Ukrainian from all
over the Ukraine.

Methodology & Results

The methodology employed in the present research is an
ethnomethodology approach since the idea is to work with people in
their natural contexts. Thus, researchers are concerned with describing
a group, asking questions, etc. The method of data collection used was
similar to that of previous studies on compliments such as those from
Barlund & Araki (1985), Nelson (1985 & 1997), and Perea (1999).

There have been collected 245 compliments in English, 470
compliments in Russian and 292 compliments in Ukrainian. The
context in which the expressions were collected come from
participants’ real-life situations, and a small percentage from the social
media such as Facebook® and TV situations. For the English survey,
70.31% of the participants were females and 29.69% were male
respondents. For the Ukrainian survey, 19.49% of the respondents
were males, while 80.51% were females. Finally, for the Russian
survey, 24.58% of the respondents were males, while 75.42 were
females.
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Our preliminary results indicate that both Ukrainian and
Russian compliment expressions had approximately the same average
of words, but the English compliments had slightly more as noted in
table 1 below.

Table 1. Compliment Length

Russian compliments | Ukrainian American English
compliments compliments

5.9 words (445 | 432 words (231 | 5,5 words (245

compliments — 2025 | compliments — 1263 | compliments — 1360

words) words) words)

In regards of the adjectives used in the three languages, we
can observe a high incidence of adjectives in the Russian
compliments. As noted in table 2 below, about 45 different adjectives
were identified in Russian, 35 in Ukrainian and 44 in English. The
most prominent ones in Russian were: Kpacussiii (pretty) — 31.5%,
VYmubiit (smart) — 5,1%; in Ukrainian: [apuumii (pretty) — 25,2%,
Posymunii (smart) — 15, 4%, and Bpomnusuii (beautiful) — 10,3 %;
while in English: Good (+the best) — 19%, Great — 14,9%, and Nice —
12,3%. You can notice below the range of adjectives found across the
different languages. This data yields important information for the
second language speakers of these languages; it is necessary not to
overuse or underuse adjectives that may cause negative transfer in the
second language context.

Table 2. Adjectives Used in Compliment Expressions.

31,5%

Ywmusbii (smart) — 5,1%
Hlukapusrii (elegant) —
3,5%

IIpexpacHsrit
(beautiful) — 3,5%
Bkycupiii  (tasty) —
3.2%

Muterii (nice) — 2.8%
Xopommit  (good) —
2.8%

Otnmunsnii  (excellent)
-22

Kpyroit / Knaccusiit
(cool) —2.2%

Pozymuwnii(smart) — 15, 4%
Bpomnusuit  (beautiful) —
10,3 %

Jo6puii(good, kind) — 8,1%
Cwmaunuii (tasty) —7,5 %
upwuii(sincere) — 6%
Typ6ornusuii(thoughtful) —
3,5%

XozsitHoBuTHit (handy) —
3.4 %

Haiixpammii (best) — 3%
Becenuii (jolly) —2,5%

RUSSIAN UKRAININAN ENGLISH
ADJECTIVES ADJECTIVES ADJECTIVES
Kpacussrit (pretty) — | Iapanii (pretty) — 25,2% Good (+the

best) — 19%
Great — 14,9%
Nice — 12,3%
Beautiful —
9,2%
Awesome—
5,1%

Amazing —3,6%
Cute—- 3%
Wonderful-
2,6%

Pretty— 2,6%
Handsome— 2%
Smart— 2%
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Jlyammii (best) — 1,9%
Ho6perii (kind) — 1,9%

Others — 13%
OO6BOPOKHUTETHHBIN
Enchanting
Uynecusiit Wonderful
daHTaCTUYHBIN
Fantastic
O06asTeNbHbII
Charming
O0pa3oBaHHBIH
Educated
BeIpazurensHslit
Expressive
AKTHBHBIH Active
OOIATENLHBIH
Communicative
HurepecHsbrit
Interesting
[osutuBHEIH Positive
[HoTpscaromuit
Stunning
PemmrensHbIi
Resolute
MyxeCcTBEHHBII
Courageous
BoxxectBennsrit Divine
YV iMBUTENBHBIN
Astonishing
UYecrnsrit Fair
Hckpennnii Sincere
[MpustHeii Pleasant
Becensriit Cheerful
Xapu3MaTU4HbINA
Charismatic
Jo6psrit Kind
OtkpsIThIil Open
IIpoaBunyTHIHA
Advanced

Bepnrrit Right
IIpemannsrii Devoted
OTBETCTBEHHBIH
Responsible

Others — 15,1%

Taxkwuit camuit Thesame
Bpaznmusuii Impressionable
Knacuuii Classy
3araaxoBuit Enigmatic
M’sixnii Soft

UYecuuit Honest
Cwmimnnii Funny
Brnyunwmii Attractive
Munwuit Nice

Uynorwuii Excellent
Halimigaimmia
Mostvaluable
JluBoBmxHNNA Amazing
Kwitnmusnit Clever
Haticmaunimmit The most
delicious
HenepenbauyBanuii
Unpredictable
BigxputuitOpen
UYyiinuii Sensitive
Csiimii Light
[Mpuemnwuii Pleasant
BinnosigansHui
Responsible
I'enianpHuit Genial
Qaiinnit Beautiful
Hockonanuii Perfect
Henepesepienuii
Unsurpassed
uxapuuii Elegant

Others — 23,7 %
Cool
Brilliant
Hot
Thoughtful
Sweet
Talented
Hardworking
Kind
Excellent
Lovely
Adorable
Insightful
Delicious
Fascinating
Professional
Sexy
Glowing
Strong
Incredible
Successful
Tough
Confident
Attractive
Diligent
Helpful
Efficient
Caring
Brave
Creative
Hilarious
Reliable
Perfect
Acceptable
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Haxomuusel
Resourceful

Becensrit Cheerful
Octpoymubiii Witty
Jobpocepaeunslii
Kind-hearted
Benukoayuinsrit
Generous
Benukonemnnsiii Great
DKCTpaopIHAPHEIH
Extraordinary
3axBaThIBAIOIINI
Exciting
Cymacmenmmii Crazy
CoBpemennsiii Modern
[leneBpanbubIii
Masterpiece
T'ennansueii Brilliant
BpoxHosisromuii
Inspiring

HoBerit New

45different adjectives
311 -18 %)

11 adjectives — 61.09 %
34 adjectives —38.91 %

35 different adjective (234 —
15.7%)

10 adjectives — 84,9%

25 adjectives — 15,1%

44 different
adjectives (194
— 14%)
11 adjectives —
76,3 %
33 adjectives —
23,7 %

In what respects the attributes praised within the compliment
expressions, the results indicated that Ukrainian speakers of Russian
language tend to compliment someone’s appearance, traits /
personality, skill / work, natural human traits and taste more than any
other characteristic. Similarly, Ukrainian speakers of Ukrainian
language complimented appearance, natural human traits, traits /
personality and personal property. On the other hand, American
speakers of English really admire someone’s skill / work (see high
incidence in tables below), followed by appearance and traits /
personality. Definitely, this has implications to avoid cross-cultural
misunderstandings since we can clearly see how different cultures
value different attributes when using compliment expressions.
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Tables 3, 4, & 5. Attributes Praised by Language.

Russian compliments

Appearan | Traits/ Skill/ | Taste Natur Othe | Total
ce Personali | work al T
ty Huma
n
Traits
164 100 58 54 58 9 (2%)| 445
(36,8%) (22,4%) (13% | (12,1 (13%) (100
) %) %)
Ukrainian compliments
Appearance | Traits/ Skill/ | Personal [ Natural | Other Total
personality | Work | property | Human
Traits
98 (42,4%) | 28 (12%) 16 22 62(27%) | 5 231
(7%) | (9,5%) (2,1%) | (100%)
English compliments
Appearance | Traits/ Skill/ Personal Other Total
Personality | Work property
50 (20,4 %) |40 (16,2%) |92 36 (14,7 27 245
(36,45 %) (10,95 (100
%) %) %)

Finally, looking at the Compliment Form or Syntactic Patterns
identified in the present study, we can observe that English
compliment expressions had a more varied selection of grammatical
patterns as compared to both Russian and Ukrainian speech acts. The
most prominent syntactic formulas of the Russian compliments
include: PRO+HAVE+ADJ+N/NP (18.6%), PRO+ADYV (intensifier)
+ADJ (16%), and PRO+ADJ(10.5%). Concerning the Ukrainian
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expressions the patterns with the highest percentage were:

PREP+PRO+HAVE+(intensifier) ADJ+N/NP (22%),
PRO+(intensifier)+ADJ(28.1%),ADJ+N/NP(7.3%), and
PRO/ADV+LOOK (7.3%). Finally, the main grammatical
forms for the English compliments included:

PRO+BE+ADJ+COMPLEMENT (26%), PRO/NP+LOOK+ADJ+
COMPLEMENT(26%), ADJ+NP(14%),and I+like/love+NP(10%,).
Thus, given these results, we can see some similarities between
Russian, Ukrainian, and English grammatical formulas a noted in the
following table 6.

Table 6. Grammatical Similarities by Language Forms.
RUSSIAN UKRAINIA | ENGLISH
N
PRON+HAVE+ADJ | PREP+PRO | PRO+HAVE+ADJ+NP
+N/NP + HAVE + | Wow, you have very
Y t1ebst kpacuBble | (intensifier) | white teeth.
rnaza. (You have | ADJ + N/NP
beautiful eyes.) B Tebe Taki
Xoporri
nappymu
(You  have
very good
perfume)
Axuii
(how)+HAV
E+
(intensifier)
ADJ+N
Sxuit y tebe
rapHUH
nappym!
(How  good
perfume you
have)
PRO+ADV(intensifie | PRO + | PRO+BE+ADJ+COMP
r)+ADJ (intensifier) | LEMENT
Tel ouenp yMHEBIH. | + ADJ You will be successful
(You are very clever.) | Bin nyxke | anywhere you go
PRO+ADJ piyunnii ( He
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51 oueHs m00III0 TBOI
ronoc. (I love your

(I like your
appearance so

Ter kpacuBas. (You | is very
are beautiful.) accurate)
PRO+LOOK+ADV | PRO/ADV+L | PRO/NP+LOOK+ADJ+
Ona BRITIISLOUT | OOK COMPLEMENT
nzymutensHo.  (She | Knacno You look beautiful today.
looks gorgeous!) BUIJISIAENT Like a model!

(You look

cool)
ADJ ADJ(+) ADJ+NP
Munas. (Pretty.) Pozymunii Great job!

(Smart)
I I LIKE | Itlike/love+NP
like/lovet(intensifier | (YOUR)+N I  really like your
)+ your +N Meni  ayxe | neighborhood!
Mmue HpaButcs TBos | mogobaetscsi | I love the color of your
o0yeb. (I like your | TBOS hair!
shoes.) 30BHIIIHICTH

voice very much.) much)

PRO+ADV+V PRO+ADV+ | PRO+VERB+COMPLE
Tor npusitHo | V MENT

naxuemb. (You smell | Tu rapuo | They did really well.
good.) mocmixaemics | I wish 1 had your legs.
Bor xopomio | (You smile | You are all legs!
mopabotaii.  (You | beautifully)

did a good job.)

PRO+my+N

PRO+HAVE+(intensifier)+N
You are (my)+the most+ADJ+N

As noted in the aforementioned table 6, we can observe
several similarities in grammatical forms, both across Ukrainian and
Russian and surprisingly even with English compliments. It is rather
interesting to see the most prominent ones such as /+/ike/love+NP and
the ADJ+NP. For the purposes of a better understanding of the forms,
we have utilized a set of grammar form tagging that would
analogously fit the English grammar, or at least when a translation into
English of the Russian and Ukrainian expressions is done, we can see
the similarities more saliently.
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The following tables 7 — 9 demonstrate in detail the syntactical
patterns per language with their corresponding English translation.
Also notice we have used in the Ukrainian/Russian compliments, an
English formula in an attempt to showcase the similarities with the
English formulas to provide a better perception of them.

Table 7. Compliment Forms in Russian Compliments.

Syntactic pattern % Example
PRO+HAVE+ADJ+N/NP VYV Tebs kpacuBble Tiaza. (You
18.6% have beautiful eyes.)

Y Tebs OTMEHHOE YyBCTBO
tomopa. (You have perfect sense

of humor.)
PRO+ADV(intensifier)+ADJ | Tl ouens Mmuiblii. (You are very
15.9% pretty.)

Tr1 ouens ymHuEIH. (You are very

clever.)
PRO+ADJ 10.5% | Ter  mpekpacra. (You are

wonderful.)
Ter  xpacuBas. (You  are

beautiful.)

ADJ+N/NP 9.4% | Kpacuseie muBetsl! (Beautiful
flowers)
Cumnarmunbie  camoru! (Nice
shoes)

PRO+LOOK+ADV 8.2% | Tu BBITJISACIID

3ameuaTenbHO.(You look great.)
OHa BBITISAUT W3YMHTENBHO.
(She looks gorgeous!)
PRO+ADVHYV 5.6% | Ter BkycHO ToTOBHIIL. (You
cook delicious.)

Ter mpusitHo mnaxHenb. (You

smell good.)

Bor xoporio mopadotanu. (You

did a good job.)
PRO+(intensifier)+ Tebe uper 3ra npudecka. (This
SUIT+ADV or | hairstyle suits you.)

N+(intensifier)+SUIT+PRO
4.7%
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I{BeT aTOTO TIATHSI TEOE K JIHILY.
(The color of this dress suits

you.)

You are (my) +THE | Tely Mens camas nyqmas. (You

MOST+ADJ+ N are the best [ have.)

4.7% Tw1 Mmost kpacaBuma. (You are my
beauty.)

ADJ Kpacugas. (Beautiful.)

3.3% Mumnas. (Pretty.)

N2.2% Morogaen. (Good job.)

Kpacasumna. (Belle.)

I like/love + (intensifier) +
your + N

2%

Msue spaButcsi TBosi 00yBb. (I
like your shoes.)

S odenp 060 TBOM Tooc. (I
love your voice very much.)

ADV+(intensifier)+ADJ+N
1.7%

Takue KpacwBe BOJIOCHI.
beautiful hair.)

Takoit BkycHbIi yxuH. (Such a
delicious dinner.)

(So

You are + LIKE + N/NP or Ter xak Boma. (You are like

Your +N+ are/is + | water.)

LIKE+N/NP 2% TBou ycmexu kak Oanb3am Ha
aymry. (Your achievements are
like a balm for my soul.)

ADV(intensifier)+ ADJ | Ouenn Kpacuaasl. (Very

1,5% beautiful.)

Ouenb BkycHo. (Very delicious.)

N+ADV+V [InaTee 0O4EeHb XOPOIIO CKPOEHO.

1,1% (The dress is cut out very well.)
BapeHukr TMONYyYHITUCh OYCHD
BKycHBIMA. (Dumplings turned
out very delicious.)

Other

7,6%

Total

(100%)
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Table 8. Compliment Forms in Ukrainian Compliments.

Syntactic pattern % | Example

ADJ(+) 3,8% | Po3ymumnii (Smart)
Muua (Cute)

ADJ+N/NP 7,3% | Tapuuii maxisox (Good make up)
Kpacwugi smouky Ha mokax (
Beautiful dimples)

intensifier +  ADJ | dyxe po3ymuuii (Very smart)

1,7% Hyxe rapna (Very pretty)

PRO + (intensifier) + ADJ +
N 0.4%

Tu gyxe BigKpuTa Ta UyiitHA
JFOIMHA

(You are very open and sensitive
person)

PREP+PRO + HAVE +
(intensifier) ADJ + N/NP
22%

V T1ebe myxe rapui oui (You have
very beautiful eyes)

B Tebe Taki xopomi nappymu (You
have very good perfume)

Axuii (how) + HAVE +
(intensifier) ADJ + N
1.2%

Slka B Tebe uynosa cykus! (How
beautiful dress you have)

Slkwit y Tebe rapamii maphym!
(How good perfume you have)

Axa (how) + ADJ + N1,2%

Sxa uwynosa noroaa (How great
weather is)

sike poBre Bosioccst (How long hair
are)

Sxa (how) + ADJ/PRO + N
0,8%

Sxa T kpacyns (How pretty you
are)
ska TH pozymHa (How smart you
are)

N1,7%

Kpacyns (Beauty)
Momnonens(Well done)

PRO + (intensifier) + ADJ

Tu nyxe Henependadysana (You
are very unpredictable)

28,1% Bin gyxe Bnyunuii (He is very
accurate)

PRO/ADV+LOOK Uynoso Burmsinaem (You look

7,3% greatly)

Kiacuo Burnsamaemn (You look
cool)
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PRO+ADV+V  3,8%

Tu rapHo nocmixaenrcs (You smile
beautifully)

Tu xmacHo pyxaernics (You move
awesome)

PRO+(intensifier)+suit+N
4,3%

To0i gyxe TUUUTh el mimKak (
This jacket suits you much)
Tobi Tak nacye 1151 3auicka (This
haircut suits you much)

1 LIKE (YOUR)+N | Meni nogo0aeThsest TBIH KOJIp
1,7% Bonoccs (I like your color of hair)
Mewni ayxe nogo6aeTbes TBOS
3oBHimHICTH (I like your
appearance so much)
PRO+(my)+N Tu moe 30moto (You are my gold)
3% Tu reniii (You are genius)
IDIOMATIC Orne Tak BapuTh B TeOE ronoBa
EXPRESSION 2,1% | (Your head works greatly)
Tu Ha Bucorti (You are on height)
You are (my) +THE | Tu naiikpaiia nmoapyra B CBiTi

MOST+ADJ+N 0,4%

(You are the best friend in the
world)

NP + VERB + ADJ +
COMPLEMENTO0,4%

[Mupir npuroToBaHU MPOCTO
yyznoBo (Pie is cooked absolutely
great)

METAPHORIC

EXPRESSION 1,7%

I'pimrao O6yTH TaKoro KpacuBoro!( it
is a sin to be so beautiful)

TRoi oyl mepeaoTh BCIO TBOO
kpacy (Your eyes are passing on all
your beauty)

NP (VERB) +
COMPLEMENT 1,7%

Barr Marasus 31ateH
32I0BOJILHUTH Oyab-SKi TTIOTPEOH.
(Your store is able to satisfy any
needs)

i xapTunw, €
menespanbubHUME. (These pictures
are a masterpiece)

PREPOSITIONAL
PHRASE + NP 0,4%

Ha 10061 ny>xe rapHi npukpacu
(You have very beautiful jewelry)
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Silence Kommiment 3pobaenuit

0,8% nocminikoro ( The compliment was
made by smile)

NO PATTERN | Y Monoai poku u Oy mysxe

3,4% npuBabIMBOIO XKiHKOIO (During

your youth you used to be a very
attractive woman)

Total
100%

Table 9. Compliment Forms in English Compliments.

Syntactic pattern % Example

ADJ+NP Great job!

14% Awesome
students, people,
activities, and
party at America
House, Kiev!!!

PRO+BE+ADJ+COMPLEMENT You're awesome
26% You will be
successful
anywhere you go
You're a 10/10, for
real, you're so
beautiful

DEM ADJ+BE+ADJ/NP That was an
9% insightful answer
Hey that’s a nice
shirt, I like the
style and the color
is awesome

This is really
cute!!!

INTENSIFIER/ADJ+COMPLEMENT Very good, I'm
2% very proud of you
So  honored to
work with such
great and talented
future English
teachers,
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translators,
interpreters  and
philologists from
Ukraine!!! )))

PRO/NP+LOOK+ADJ+ COMPLEMENT
26%

You look really
professional in that
outfit-I love the
cardigan.

You look beautiful
today. Like a
model!

You look fucking
hot.

POSS ADJ+N+BE+ADJ/COMPLEMENT
3%

Your hair is so
cool

Your home is
lovely. What a
great apartment
Our grandchild is
so adorable!

Oh honey, your
grades are so
awesome!  Great
job!

I+like/love+NP
10%

I really like your
neighborhood!

I love the color of
your hair!

Sasha, 1 really
liked your video
presentation, it
was very good!

PRO+HAVE+ADJ+NP
5%

You have perfect
marketing  skills
and you are not
afraid to speak to
anyone

You have a good
memory. What's
your secret?
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Wow, you have
very white teeth.

PRO+VERB+COMPLEMENT
13%

They did really
well

I wish I had your
legs. You are all
legs!

Your grades have
improved greatly.
I'm proud of you!

NP+BE+ADJ+COMPLEMENT
1%

The food was
great!

The pastor is a
wonderful
preacher

INTERJ+INTENSIFIER+COMPLEMENT
2%

Thanks so much
for your very kind
words!

Thanks so much. It
was great to have
you.

Thank you for
sharing nicely with
your sister

IMPERATIVE VERB+COMPLEMENT

Keep posting the

1% amazing
photographs
Look at you!!!
Go Luis!
Great job, keep up
the good work!
IDIOMATIC EXPRESSION Way to go
1% Congrats
QUESTION+COMPLEMENT Can you try not to
1% be so awesome,
you are making the
rest of us look bad
INTERJECTION+NP Bravo, my
1% intellectual friend!
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Thanks friendo
Other NO PATTERN1% Without your help
we would be in
trouble
Total (100%)
Conclusion

As we have observed in these preliminary results, there exist
numerous pragmatic implications to be taken into account while
teaching ESL in a Russian and Ukrainian classroom. We can see the
importance of understanding the syntactical formulas in the three
languages in teaching compliments to avoid pragma-linguistic failure.
It is advisable to teach compliment structures throughout the syntactic
formulas we have pointed to. Another important aspect is paying
attention to the praising attributes to see how native speakers of
English (living in the USA), Russian and Ukrainian (living in
Ukraine), tend to compliment people. These results also allow us to
draw conclusions on the cultural peculiarities that can be observed in
language production.

Upon completion of the data analysis on the current study, we
shall be able to provide further information on variables such as role
relationship of the giver and receiver of the compliment, compliment
frequency, attributes praised by gender according to nationality, tone
employed, average age of the participants, and even a deeper analysis
in terms of semantics, metaphorical language and so on.

Further recommendations for future studies would be
interesting in responses to compliments (perlocutionary speech act) to
see how native speakers of these languages respond to these
expressions
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INTONATION ALS EINE WICHTIGE KOMPONENTE DER
KOMMUNIKATIONSFAHIGKEIT

Ana POMELNICOVA, PhD
Alecu Russo Bilti State University, Moldova
apomelnicova@mail.ru

Abstract: A lot is spoken about forming the phonetic competence in foreign
language schools. Thus, this article deals with the importance of the sound
(phonetic) aspect of oral communication in foreign language teaching where
special attention is paid to intonation. There is a central object of study from
the perspective of spoken speech parameters. Future professionals must speak
a foreign language, have interpersonal and professional communication
skills. These skills allow you to feel confident in a foreign business
environment, to be competitive in the labour market. But it is worth
mentioning that the knowledge of vocabulary and grammatical rules is
insufficient for this. It is necessary to identify the main point, accents and
pauses. The author states that intonation, emotions, skills intoning sentences
are very important in a foreign language. Thus, the given article discusses the
functions of intonation, emphasizing the main features of the intonation of
the German language and indicating their syntactic and phonetic peculiarities.
Keywords: foreign language skills, language learner, the phonetic aspect;
intonation; oral communication; systemic intonation analysis.

Um die Wende des 20. Jahrhunderts, mit der Entwicklung von
modernen Technik und Wirtschaft, kam es zur wachsenden Mobilitét
der Menschen und zur weiten Erstreckung des internationalen Dialogs
nicht nur in den Alltagssituationen sondern auch bei der
Geschiftskommunikation. Es 16ste einen zunehmenden Bedarf nach
Fachleuten mit guten Fremdsprachenkenntnissen aus und rief die
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Notwendigkeit hervor, in der fremden Sprache miindlich oder
schriftlich kommunizieren zu kénnen.

Um die Verstidndigung zwischen den Kommunikationspartnern zu
erzielen, das heifit Informationen zu verstehen und richtig zu
interpretieren, aber auch verstiandlich darauf zu reagieren, muss man
ein gutes Niveau der Sprachbeherrschung haben. Man muss das
gemeinsame Objekt der Kommunikation kennen, mit beruflichen
Termini operieren kdnnen.

Allein Fremdsprachenkenntnisse aber, d.h. das Sprachwissen
(Lexik, Grammatikstrukturen und Regeln ihres Gebrauchs), geniigen
oft nicht. Um diese Unvollkommenheit des Sprachgebrauchs zu
iiberwinden, setzt man in der Fremdsprachendidaktik Anfang der 70er
Jahre das Sprachkénnen anstatt des Sprachwissens in den
Vordergrund. Dabei wird di kommunikative Kompetenz als
iibergeordnetes Lernziel des Fremdsprachenunterrichts erklart.

Die  kommunikative = Sprachkompetenz ~ hat  mehrere
Komponenten: eine linguistische, eine soziolinguistische und
eine pragmatische Komponente. Die linguistische Komponente
umfasst lexikalische, phonologische und syntaktische Kenntnissen
und Fertigkeiten. Die soziolinguistische Komponente baut auf
soziokulturelle  Bedingungen der  Sprachverwendung, die
unterschiedliche gesellschaftliche Konventionen (Normen fiir die
Beziehungen zwischen den sozialen Schichten und Gruppen)
einschlieBen. Die pragmatische Komponente impliziert den
funktionalen Gebrauch sprachlicher Ausdrucksmittel, ist fiir
interaktionelle  Szenarien und Skripts verantwortlich. Alle
Komponenten der kommunikativen Sprachkompetenz stellen
Kompetenzen eines gesellschaftlich handelnden Menschen dar,
zeugen von seinen Kommunikationsfahigkeiten.

Fiir die Ausbildung von Fachleuten mit
Fremdsprachenkenntnissen, die fahig wéren, erfolgreich zu
kommunizieren, soll sich der Lernende im Fremdsprachenunterricht
neben den Sprachkenntnissen auch verschiedene
Kommunikationsformen aneignen: eigene Meinung miindlich und
schriftlich ausdriicken, an der Geschéaftskommunikation teilnehmen,
argumentieren usw. Damit der Fachmann auch konkurrenzfahig ist,
muss er auf Sprechakte der Gespréchsfiihrung vorbereitet werden, wie
Bewerbungsgesprach, Kundendienst in verschiedenen Bereichen.

Die Kommunikationsfahigkeit des zukiinftigen Fachmannes kann
im Rahmen des Fremdsprachenunterrichts geiibt werden. Dafiir wird
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vom Lehrer moglichst oft das authentische Material gewéhlt, damit
der Lernende die natiirlich gesprochene Sprache verstehen und darauf
reagieren kann, sowohl im Alltag als auch im Beruf. Man konnte dazu
private Alltagsdialoge und die aus dem Berufsleben analysieren, der
Gesprachssituation entsprechende Aufgaben 16sen lassen, indem man
bestimmte sprachliche Handlungen realisiert. Da es im realen
Berufsalltag mehr gesprochen als geschrieben wird, soll im Rahmen
des Fremdsprachenunterrichts das Horverstehen praktiziert mit der
Aufgabe, in miindlicher Form auf das Gehorte zu reagieren. Dabei
werden gewdhnlich folgende Formen der miindlichen AuBerung fiir
die Berufskommunikation geiibt: Telefongespriache, Interviews,
Bewerbungsgespriche, Diskussionen usw. Diese Ubungsformen sind
mit den Fortgeschrittenen effektiver, die bereits iiber den notigen
ortschatz und Satzstrukturen verfiigen.

Da das Telefongesprich keinen personlichen Kontakt bietet, ist es
eine besondere Form in der Geschiftskommunikation, die einem
Fremdsprachlerner groflere Schwierigkeiten bereitet, weil dabei
sowohl sprachliche als auch akustische und interkulturellen
Unterschiede als Storfaktoren auftreten.

Vor dem Interview als einer Form der beruflichen
Geschéftskommunikation steht die Aufgabe, Informationen iiber eine
Person, Institution oder Waren anzufragen. Fiir die erfolgreiche
Kommunikation hat der zukiinftige Fachmann nicht nur klar und
deutlich seine Absichten zu duflern, sondern viel mehr den Geschéfts-
und Gesprachspartner zu horen und zu verstehen. Dafiir werden im
Fremdsprachenunterricht W-Fragen, Riick- und Nachfragen gut
erarbeitet.

Beim Bewerbungsgesprich miissen die Lernenden iiber ihre
Pléne sprechen, ihre Meinung &uBlern. Dafiir konnen in der
Unterrichtssituation Diskussionen organisiert werden, um echte
Interaktion zu simulieren. Die Fremdsprachlerner miissen zuhdren
lernen, die Meinung der Gesprichspartner analysieren, auf das
besprochene Problem eingehen, selbst Argumente finden.

Dafiir gibt es eine bestimmte Technik, d.h. rhetorische Fragen,
Wiederholungen, Ausrufe, Inversion, betonte Sprachkonstruktionen.
Die Aufteilung der Sprechakte bietet eine Moglichkeit, konkrete
Sprechsituationen in ihrem sozialen Kontext im
Fremdsprachenunterricht zu vermitteln.

Eine reale Kommunikation in Fremdsprachen erfordert vom
Fremdsprachenlerner auBler Fremdsprachenkenntnissen auch die
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Beherrschung der funktionalen Kompetenz, von der man danach
urteilen kann, welchen Kenntnisstand er hat und wie korrekt er diese
Fremdsprache gebraucht. Die Aneignung der funktionalen Kompetenz
hat den Zweck, die Kommunikationsféhigkeit zu entwickeln, die als
eine Einheit drei Komponenten umfasst: Reproduktion, Interaktion
und Wahrnehmung.

Damit die Kommunikation in Sprechakten erfolgreich verlduft,
muss man bei der Entwicklung der Féhigkeit zur miindlichen
Kommunikation in Fremdsprachen die Wichtigkeit des phonetischen
Aspekts im Auge behalten. Nédmlich die Rolle der Intonation. Sowohl
in Alltagssituationen als auch in der Geschéftskommunikation ist sehr
wichtig, das Hauptanliegen hervorheben, richtig akzentuieren und
Pausen machen zu konnen. Nicht weniger von Bedeutung sind
Intonation und Emotionen. Wegen der mangelnden fremdsprachlichen
AuBerungsfihigkeit, d.h. Sprachkénnen, kénnen Missverstindnisse
verursacht und die Kommunikation gestort werden. Dadurch kann die
Kommunikationsabsicht nicht realisiert bleiben.

In der Sprachwissenschaft werden folgende Funktionen der
Intonation unterschieden:  Gliederungsfunktion — dank dieser
Funktion strukturiert man die lautsprachliche AuBerung in
zusammengehorige Sinneinheiten. Distinktive Funktion impliziert
steigende Intonation und hat interrogatives Tonmuster. Die fallende
Intonation hat terminales Tonmuster. Regulative Funktion zeigt die
Unabgeschlossenheit einer AuBerung an. Die gleich bleibende
Intonation hat progredientes Tonmuster. Expressive, empathische
Funktionen dienen zum Ausdruck von Gefiihlen.

Als Hauptfunktionen von Intonation heben
Sprachwissenschaftler die kommunikative Funktion hervor, die mit der
Bedeutung und syntaktischen Struktur des Sprachkontinuums
verbunden ist, und die emotional-expressive, die mit der subjektiven
Einstellung des Sprechers zu den Gegenstinden der realen Welt
korreliert.

Wenn man einen Satz liest, indem man jedes Wort getrennt von
anderen ausspricht, so werden diese Worter nur als Lexeme
empfunden. Ein Satz wiirde erst dann entstehen, wenn man die
genannten Worter durch die Intonation verbindet, indem man
gleichzeitig ihren Satzgliedwert und ihre Satzstellung hervorhebt.

Dabei konnen verschiedene Satztypen entstehen, die mit der
kommunikativen Aufgabe des Satzes verbunden sind.

Ich gratuliere der Schwester zu ihrem Geburtstag. (Aussagesatz)
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Hast du auch die Schwester zu ihrem Geburtstag gratuliert?
(Fragesatz)

Ich gratuliere Thnen zum Geburtstag! (Ausrufesatz)

Durch die Intonation kann man seine Einstellung, seine
emotionale Empfindung der gehdrten Information zum Ausdruck
bringen. Man kann durch die Intonation ebenfalls dem Satz einen
neuen Beigeschmack verleihen, zum Beispiel, einen Aussagesatz
frohlich, gleichgiiltig oder mitleidvoll klingen lassen, einen
Fragensatz konnte man gleichgiiltig oder erstaunlich aussprechen,
einen Ausrufesatz kann man bdse, erstaunlich oder frohlich
présentieren.

Zur kommunikativen Funktion des Satzes gehort eine wichtige,
neue Information mitzuteilen. Der Kern solch eines solchen Satzes,
bildet dann das Wort, welches diese neue Information enthélt. Um
diesen kommunikativen Mittelpunkt herum gruppieren sich weitere
Satzglieder. Abhidngig davon, welche Position dieser kommunikative
Mittelpunkt im Satz einnimmt, mit welcher Tonfiilhrung dieses
Satzglied ausgesprochen wird, kann der Horer den Satz sinngemif
verstehen.

Abhidngig vom Grad der Wichtigkeit konnen Worter im Satz
unterschiedlich stark betont werden. Es gibt Hauptbetonung
(Wichtigkeit Grad 1), Nebenbetonung/-en (Wichtigkeit Grad 2). Im
Satz kann ein beliebiges Wort Wichtigkeit Grad 1 haben.

Heute Morgen kommt der Vater nach Budapest. (nicht nach
Hause)

Heute Morgen kommt der Vater nach Budapest. (nicht heute
Abend)

Heute Morgen kommt der Vater nach Budapest. (nicht fliegt,
sondern kommt schon)

Heute Morgen kommt der Vater nach Budapest. (nicht Frau
Merkel)

Im Wort mit der Hauptbetonung verdndert sich die Tonhohe, die
Dauer der betonten Silbe. Der Wechsel der Tonhohe ergibt die
Melodie, die abschlieBend oder weiterweisend sein kann. Man
unterscheidet fiir das Deutsche folgende Typen der Tonfiihrung —
terminale, typisch fiir Aussagesitze, Ausrufsitze und Fragesétze (mit
W-Fragen):

,»Im traurigen Monat November war’s.* (Heinrich Heine)

,.Hier sitz ich, forme Menschen nach meinem Bilde!* (Johann
Wolfgang von Goethe)
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»Wer baute das siebentorige Theben?* (Bertolt Brecht)

Weiterweisende Tonfiihrung, Melodie der
Nichabgeschlossenheit, typisch fiir die Sdtze mit mehr als einem
Syntagma. Nach der Silbe, die die Hauptbetonung trigt, steigen die
unbetonten Silben allmihlich nach oben. Man trifft solch eine
Tonfiihrung gewohnlich im Anfang- und Zwischensyntagmen eines
erweiterten einfachen oder komplexen Satzes.

,Als sie einander acht Jahre kannten (und man darf sagen: sie
kannten sich gut), kam ihre Liebe plotzlich abhanden.” (Erich
Kdstner)

Interrogative Tonfiihrung wird in Fragesdtzen ohne Fragewort
gebraucht (Satzfrage). Bei dieser Melodie steigen unbetonte Silben
des Nachlaufs bis zur honen Tonstufe.

,Herr Ritter, ist Eure Liebe so hei3, Wie Thr mir's schwort zu jeder
Stund,?* (Friedrich Schiller)

Die Regeln der Satzbetonung und Tonfiihrung unterscheiden sich
von Sprache zu Sprache. Die Besonderheit der deutschen Sprechweise
konnte man durch syntaktische Struktur der Sétze erkléren, durch feste
Regeln der Satzgliedstellung. Das deutsche Pradikat kann mehr als aus
einem Wort bestehen, sodass die Hauptbetonung selten auf dem
letzten Wort liegt, es trégt in solchem Fall den phonetischen Regeln
nach das vorletzte Wort die Hauptbetonung.

,Leg deinen Schatten auf die Sonnenuhren, Und auf den Fluren
lass die Winde los.” (Rainer Maria Rilke)

Im Deutschen werden Akzente aus einer Mischung aus Anstieg
der Lautstirke, Erhohung der Tonhohe und Dehnung der Silbe
realisiert. Das Zusammenspiel unterschiedlicher phonetischen Mittel
verleiht einen besonderen Rhythmus der deutschen Sprechweise,
deren erfolgreiche Aneignung auf das tagtigliche auf Uben im
Unterricht zuriickzufiihren ist.

Eine korrekte Intonierung der Sitze in einem fremdsprachlichen
Gesprich ist ein Schliissel zu einem akzentfreien Sprechen. Der
Lehrer iibernimmt die Aufgabe, die Lernenden in den fiktiven
Lebenssituationen im Fremdsprachenunterricht unterschiedliche
Bedingungen der Kommunikationssituation bekannt zu machen, lésst
sie kommunikativen Intentionen angemessen vermitteln und die
AuBerungen, Sprechhandlungen der Interaktionspartner verstehen und
richtig interpretieren. Wenn man dabei auf die Besonderheiten der
deutschen Sprechweise nicht aufmerksam gemacht wird (z.B. die
Ausdrucksmoglichkeiten der Intonation nutzen), kann die Situation
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entstehen, in der man zwar korrekt spricht, aber dabei ist man nicht im
Stande, Neugier des Kommunikationspartners zur mitgeteilten
Information zu wecken und seine Aufmerksamkeit im Laufe des
Gespriachs zu unterstiitzen (z.B. durch Pausen, Hervorhebung und
Anderung der Tonhdhe). Mit anderen Worten muss man seine
Kommunikationsfahigkeit demonstrieren, indem man durch gutes
Zuhoren die Botschaften des Kommunikationspartners entschliisselt,
richtig interpretiert und darauf entsprechend reagiert.
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Abstract: The present research deals with he poetic works of Bogdn Ghiu
from the perspective of examining the chromatic symbolism of ,black’. The
poet’s imaginary images become elements-concepts of his writing: the page,
the period, the letter, etc., all these being attributed a chromatic scale. ‘White’
and ‘black’ are two essential colours used by the poet to construct images in
his poetry. The black colour by symmetry postulates the existence of white
and vice versa; thus, a poetic image is being created in the colours of the chess
game — black and white. This chromatic opposition may serve as inference to
the coal drawing or engravings, or even to the arts of graffiti. As a veritable
artist, the poet uses basic signs, such as the dash and the dot to obtain complex
images, and harnesses the plain and economical sign — the dot (white and
black) — to express profound imageries. From the point of view of semiotics,
white and black constitute a system in the poet’s chromatic code, where the
white period stands for the creation of the divine world while the black one —
the poet’s creation.

Keywords: chromatic, black, white, poetic meaning, textualism.

Motto: ,,Scrisul

ramane o arta pe deplin umana si divind, scriind poti face acel semn
ca abisul 1n care sa se resoarba lumile,

scriind, hirtia poate lua foc de lumina lui Dumnezeu...”

(Cezar Ivanescu)

Reprezentant al ,,lunedistilor”, al Cenaclului de luni, condus de
N. Manolescu, Bogdan Ghiu se inscrie in directia poeziei ,.textului”
(Alexandru Musina), practicand ,,ceea ce se cheama, in terminologia
consacrata, poezia poeziei” " [4, p. 405], fiind, precum afirma acelasi
N. Manolescu, ,, [...] printre putinii care au ramas, pana tarziu, fideli
texualismului, sub semnul caruia E. Simion l-a asezat de timpuriu si
definitiv” [5, p.1351].

In aceasta ordine de idei, pentru a creiona mai pregnant profilul si
imaginarul poetului Bogdan Ghiu, gdsim de cuviintd si punem 1in
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lumind un moment nelipsit de relevanta si in planul textualismului,
,,care pune in relatie eul individual cu textul, orice manifestare a eului
fiind o generare / resuscitare / reasamblare de text” "[7, p.96]. E vorba
de amintirile evocate de N. Manolescu despre ezitarea in fata
cuvantului sau tacerea poetului: ,,Pe Bogdan Ghiu l-am vazut de mai
multe ori Tnainte de a-1 vedea. Daca un cunoscut mare poet roman a
inceput sd vorbeascd de la patru ani (aluzie la poetul ,mut ca o
lebada”- Lucian Blaga), Bogdan Ghiu n-a incercat s-o faca nici la
doudzeci si patru. il cunosc de o buni bucata de vreme si nu cred s fi
auzit din gura lui mai mult de cateva cuvinte. Si le cantareste bine,
cuvintele, sau le cautd pana ce uita ce treaba are cu ele sau, Dumnezeu
stie, preferd sa scrie n loc sa vorbeasca. Scrie o poezie despre poezie:
despre cuvinte, asadar. Probabil ca sad Invete sd vorbeascd” " [4,
p.401].

Asadar, textualist prin definitie, Bogdan Ghiu lasa sa se intrevada,
asa cum observa, pe buna dreptate, criticul N. Manolescu ,,0 altd tema
decat aceea a textului Tnsusi si anume una sufleteasca, a vulnerabilitatii
celui care, scriind, se poate pomeni cdzand in lume”[ibidem]. Or in
acest context, observam ca prin prezenta sa la Cenaclul de luni unde,
de obicei, ticea avem a face cu o functie simbolica a limbajului ca
»sursa de dorintd, niciodata satisficutd, de comunicare inter-psihica"
[2, p.3]. Poate aceasta reticenta in fata limbajului l-a determinat sa-si
canalizeze poezia pe tematica scriiturii, pe poezia textului etc., aceasta
tacere despre care scria si N. Manolescu denota rezonanta in imaginar
a tuturor modulatiilor limbajului (litera, vocald etc.), mai mult decat
atat, toate modulatiile limbajului devin grila de perceptie a lumii, a
universului — o dinamica inconstientd a dorintei pasive de a comunica
— poate ca tema scriiturii este tocmai aceea ce este remanent in fiinta
umana din suferinta de a nu-i fi fost intelese dorintele pasive, ar fi spus
Francoise Dolto. Or explicatia faptului mentionat ne-o da insusi poetul
in poemul Cdnd nu apari: A scrie inseamnd a nu vorbi, a tdacea/A te
constrange singur/sd taci./ Scriu ca sd tac. / Foarte putine, prea putine
cuvinte. / Am inceput sa vad cu gura?

Pe buna deptate, s-a afirmat cd Bogdan Ghiu este ,,nu numai unul
dintre cei mai importanti scriitori ai literaturii noastre actuale, ci si un
autor cu un profil foarte interesant, atipic, greu de ,,prins” intr-o
formula. Poet, eseist, poet-eseist si eseist-poet, un intelectual critic
pentru care asumarea lumii de azi — prin reflectie, prin limbaj — e
indispensabild, e un mod de a fi...” "[4, p. 9].
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Departe de a fi picturala, mai degraba, aridd, monocroma din
punct de vedere stilistic, poezia lui Bogdan Ghiu trimite la desenul
crochiu in carbune sau gravura, iar uneori la arta graffiti. Imagini
definitorii ale imaginarului lui Bogdan Ghiu devin elementele-
concepte ale scriiturii: pagina, punctul, litera etc. cdrora le este
atribuitd o gama cromatica. Poetul ca un veritabil gravor utilizeaza
semnele fundamentale linia si punctul pentru a obtine imagini
complexe. Intrucit Bogdan Ghiu valorifica semnul fundamental,
simplu si extrem de economic - punctul (punctul alb, punctul negru)
pentru a exprima viziuni profunde, se cuvine si evocadm in acest
context simbolismul acestuia: ,,Definitia geometrica a unui punct este
aceea a unei cantitati abstracte care nu consta din parti, si de aceea este
invizibild si incomensurabila. Punctul ii da nastere si-i marcheaza si
extremitatea unei linii, dar constituie si ,,conditia limitd a abstractiei
unui volum” si are o complexd semnificatie simbolica: aceea de
centru, origini, foc, principu al unei emanatii si termenul intoarcerii
sale; 1n afara de aceasta indica puterea creatoare si sfarsitul tuturor
lucrurilor” [1, p. 209].

Spectrul cromatic atribuit conceptelor mentionate mai sus este
unul extrem de sarac: senin (1 ocurentd), rosu (3 ocurente), verde
(inverzesti 3 ocurente), gri (1 ocurentd) etc. Culorile care participa cu
tuse substantiale la structurarea imaginarului in poezia lui Bogdan
Ghiu sunt albul si negrul. Desi predomindnd sub forma obsedanta a
paginii albe, albul reclama prin simetrie existentd negrului, astfel ca
se profileaza zona noastra de interes in acest studiu - sensurile poetice
ale cromonimului negru.

Mai jos propunem concordantele cromatice ale cromoniumului
negru 1n opera poetica a lui Bogdan Ghiu.

1. | Punctul alb (care existd deja)/si punctul negru (pe care il pun
eu) (Doua puncte (Poem)

2. | Impaturiti noaptea-n foaie./O-ntep si curge in odaie (Privirea
cotita (Indicatii de iesire)

Cu sangele negru, uscat (In drum [spre Sighisoara])

4. | Sa fac iar alba, usoarad, pagina neagrd, scrisa greu, apdasat
(Fragment)/

5. | Exista poeti care nu intunecd pagina deasupra careia §i pe
care scriu (Daniel, Virgil (o celebrare si o explicatie)

6. | Din litera vie, neagra, cu sangele prizonier care singur umple
pagina §i face gestul cuvantului, textul, totul, ei devin incetul

98]
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cu incetul pagini albd, goald, in care ni se da de scris (Daniel,
Virgil (o celebrare si o explicatie)

Nu exista decdt o singurd pagind pentru/ toti cind se termind
md intorc/pdnad devine neagrd, corpolentd (Cum sa scapi pana
la urma)

Citeam in intuneric ultimele lumini. De jur imprejur, noptea
era o literd in care incercam sa citim cuvinte (Incercarea de a
spune tot adevarul)

Scrisul lor se intinde ca o pagina neagra pe fata lumii, neagra
peste ochii ei negri (Hasuram si coloram (O aventurd a
cunoasterii )

10.

Voi hasura pagina! O voi impadrti si o voi colora in negru.
., Uciderea pruncilor”. ,, Uciderea gandacilor de bucatarie”.
Renunt la scris.Hasurez si colorez (Hasuram si coloram (O
aventurd a cunoasterii)

11.

Acum Imi acopar ochii cu/o cdrpad neagrd §i privesc/inainte
(In aerul liber)

12.

Ai baut trei cesti de cacao groasd,/neagra/Ai innebunit pe
caldura asta (Pantaloni si cdmasa)

13.

Ea are casda, magind, un numar de telefon./Am sa-i duc o
pisica neagrd, baiat, cu capul rotund (Ioan apocalipsa)

14.

Se face atunci ca labirintul se mutd/in afara labirintului,
acolo unde/numai visul cel negru, cu ochii deschisi, /te oarta
cu forta, fara toiag (O vizitd la oameni)

15.

Bestia se stinge incet ucisa de visul cel/negru ce rdatdceste sub
frunte (O vizita la oameni)

16.

Nu trebuie sa scrii prea mult, doar sa indici. Scrie indicial :
nu iese fum (negru, negativitate, umbra) fard foc, dar focul sa
fie ceresc (,,origine” deja disparutd, esential evanescentd: vie
prin urme negre.(Ne-poezie)

Asadar, Imaginarul lui Bogdan Ghiu configureaza preponderent

lumile/universurile in culorile jocului de sah — alb si negru: Punctul
alb (care exista deja)/si punctul negru (pe care il pun eu) (Doud
puncte (Poem).

In poemul Misiunea si destinul poetului regasim in mod explicit

imaginea punctului ca lume (sau a lumii ca punct): Sa ne arate pana
unde ne putem indeparta si de la ce distantd, privind inapoi, peste
umar, lumea devine un punct, care e deja litera, mare, goala, cu care
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incepe altceva (textul promis). Bogdan Ghiu tinde sa explice el insusi
unele dintre conceptele sale poetice, probabil, din grija pentru maniera
in care scriitura sa e receptata de lector. Astfel, poemul Daniel, Virgil
(o celebrare si o0 explicatie) ilustreaza acest fapt: Poetii se randuiesc
nu unul deasupra celuilalt, ci unul ldnga altul, ca doua litere puse sa
promita sens. Ei sunt ingropati acolo unde sta si sensul, la indemand,
aproape, dedesubt, aici. Din literd vie, neagrd, cu sangele prizonier,
care singurd umple pagina si face gestul cuvantului, textul, totul, ei
devin incetul cu incetul pagind albd, goald, in care ni se da de scris
[...] Rostul poetilor esa devina pagind albd, vie, orbitoare, in care sta
ingropat sensulviitoarelor scrieri. Cuvintele lor- masa de scris.
Paginad care este deja cuvant. Ce nu se poate citi,, cdaci nu a fost scris.
Cel care a stat vreodata deasupra paginii albe (...) nu poate sa treaca
(...) dincolo de ea. Nu va putea ramane aici. Oricat ar incerca doar sa
scrie, sd alunece, sd se poatd intoarce cu negru, varful lui va sfasia
hdrtia, va iesi(cobori) in lume. Cel care, singurul, a stat vreodata
deasupra a simtit cum de atdtea ori fiinta lui a devenit cerul instelat
al acestui loc

Din punctde vedere semiotic cromonimele alb si negru constituie
un sistem? in codul poetic supranumit Bogdan Ghiu in care punctul
alb este expresia creatiei lumii/divine, iar punctul negru — expresie a
creatiei poetului. Asa cum fiecare element al unui sistem semiotic/cod
isi structureaza unitatile de semnificare datoritd corespondentelor cu
celalalt element sau In functie de raporturile pe care le intretine cu
acesta, apare intrebarea daca punctul alb si punctul negru (albul si
negrul) se opun in mod polar, daca sunt ireconcilliabile, excluzandu-
se reciproc? (Cu scrisul meu tot mai mdrunt, mai inchis, precum
cactusii in pustiu, incercand sa umplu paginile mari, reci, deja scrise
ale lumii/ Eu, sa scriu printre randurile altora, peste ele.Sa fac iar
albd, ugoarad, pagina neagrd, scrisa greu apdasat. Nu scriu pentru a
umple pagini, ci pentru a le curdta pe unicele care existd, pentru a
pune la indemina pagini albe, curate (Fragment).

In definitiv, ce presupune acest joc de opozitie alb — negru
(indiferent de natura determinatului)? Raspunsul ni-l da insusi autorul:
Exista poeti care nici nu scriu, care nu fac decdt sd prepare viitoarele
pagini albe ale poeziei (Daniel, Virgil (o celebrare si o explicatie) sau

ZPerspectiva semioticd postuleazi sistemul ca ,,ansamblu de diferente care
opun unitati de aceeasi natura si de acelasi statut” " [6, p.122].
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Scrii, scrii, textul trece in pagind, acoperd pagina cu text, cu alte si
alte pagini de text, care nu mai sunt pagini, sunt text, incet, incet ramdi
tu pagind, alba, goald, amenintatoare, insuportabild. Te reduci pana
la pagina alba din tine. Ramadi —devii — propozitie simpla, clara.
Impotriva frazei care e lumea. Singura. (Poem. Lui Mircea Ivanescu);
Ei ne-au facut sensibili la gol! Scrisul lor se intinde ca o pagind
neagra pe fata lumii, neagra peste ochii ei negri

Scriu cu un punct. Scriu cu punctul si nu md pot opri. Voi hasura
pagina! O voi imparti si apoi o voi colora in negru ; ,, Uciderea
pruncilor” , Uciderea gandacilor de bucdatarie”. Renunt la scris.
Hasurez si colorez.

Punctul alb — punctul negru; pagind alba — pagind neagrd;
propozitie simpla — fraza;, , Uciderea pruncilor” - ,, Uciderea
gandacilor de bucdtdarie” - toate acestea constituie imagini ce
reprezintd doud lumi: lumea creatiei divine — lumea creatiei poetice
(scriiturii). Este cumva vorba de acelasi principiu ca in jocul de sah,
in care ,.faptul insusi de a pune doud valori in opozitie da sensul
negrului sau albului. In aceastd perspectivi, nici albul, nici negrul nu
preexista opozitiei. Aceste opozitii sunt pur negative: valoarea
negrului este de a nu fi alb si viceversa” "[6, p. 120]. Negru dezvolta
aici sensurile de creatie, prin negru poetul-scriptor devine
»emitator”/creator” de ,,lumi semantice negre” pe pagina alba, aceste
doud lumi-puncte avand evident valente comune. Nu trebuie sa scrii
prea mult, doar sa indici. Scrie indicial: nu iese fum (negru,
negativitate, umbra) fard foc, dar focul sa fie ceresc (,,origine” deja
disparutd, esential evanescentd: vie prin urme negre) (Ne-poezie).
Acest registru simbolic alb-negru intrd intr-o fascinantd alchimie
cromatica sui generis reversibila in sensul ca albul devine negru si
viceversa in creuzetul scriitorului Bogdan Ghiu: Sa fac iar alba,
usoard, pagina neagrd, scrisa greu, apasat (Fragment); Nu exista
decdt o singurd pagina pentru/ tofi cind se termind ma intorc/pand
devine neagrd, corpolenta (Cum sa scapi pana la urma); Scrisul lor se
intinde ca o pagind neagra pe fata lumii, neagrd peste ochii ei negri
(Hasuram si coloram (O aventura a cunoasterii). Reprezentarea grafica
a lumii fiind punctul alb, iar punctul negru al propriei creatii.

In concluzie, opozitia cromatica alb-negru in scriitura lui Bogdan
Ghiu raspunde afirmatiei Iui Heraclit din Efes: ,,Ceea ce tinde sa se
separe se uneste din tonurile cele mai diferite, se compune cea mai
frumoasa armonie si totul se naste din discordie” [apud. 3, p.8].
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Un alt poem In drum [spre Sighisoara] dezviluie o alti ocurenti
cromatica - singele negru - metafora a unui trecut medieval: Cu alta
litera, aceea a luminii/ascunzand intunericul,/ cu o consoana — obiect
medieval/impiedicind rasuflarea, /cu sangele negru, uscat. /Respiratia
e drum./Vantul este lumina noptii.Cromonimul negru aici participa la
prefigurarea ideii de trecut a unui loc - Sighisoara. In general, drumul,
dupa Alain Botton, induce o stare introspectiva, activand emotiile si
ideile cele mai importante din om, iar un drum spre Sighisoara - un
loc, un miez al autenticitatii, al rddacinii echivaleza cu o readucere
aminte de sine insuti, de partea care se leaga de un anume sentiment
de neam, de mister, de plenitudine.

Astfel, vectorii semantico-poetici ai cromonimului negru la
Bogdan Ghiu, cunosc mutatii semnificative, distantandu-se mult de
matricea mentalului colectiv roménesc in care culoarea neagra este
culoarea tristetii, a doliului, mahnirii si duhurilor rele etc.
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IDENTITY AT EFL LESSONS
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Abstract: The article describes the relationship between language and
culture as well as the ways of discussing about cultural identity and cultural
diversity at EFL classes to university students. The author offers an analysis
of researchers' views of the interaction between culture and language and
suggests some practical ideas for intercultural dialogue at EFL classes. The
author of the article highlights the idea that knowing the language gives an
appearance of understanding people of different cultures but does not give a
sufficient knowledge about the foreign culture. Taking into account that
verbal as well as nonverbal communication involves much more than
transmitting a particular message and it reflects everyone's identifications,
keeping their cultural values, the author of the article suggests several
practical ideas for EFL classroom to provide a real interaction between
cultures through comparison of different cultural values.

Keywords: communication, cultural/ intercultural awareness, cultural
identity, intercultural communication

The multicultural reality generates clearly the phenomenon of
interculturalism. Understanding this phenomenon depends much of
the concept of identity. To live is actually to have an identity. The
person defines himself through individual identity, in relation to his
social group and social environment. Communicative act involves the
interaction of two or more individuals, each of whom brings to the
situation of communication their psycho-cultural features, personal
experience and individual view of the world. On the one hand, culture
determines the individual world view and individual behaviour styles
(including communicative one) and on the other hand, the degree of
native culture influence upon its representatives may be different and
it depends on many factors.

Inter-lingual and interpersonal interactions are often shaped by
cultural norms, manners, types of behaviour and expectations at
different situations: at EFL classes or some business negotiations.
Nowadays university students are involved in diverse exchange
educational programs, such as ERASMUS, EUROEAST, TEMPUS,
JANUS and others. Speaking about the culture of a particular nation,
we mean not only to cultural heritage that for centuries was
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accumulated in the territory of his residence. Culture in its broadest
sense includes values, ideals and worldview of the people, their
customs and traditions. People who identify themselves with the same
culture trust each other more than strangers. When they are in other
cultural environment, they experience the conflict of old and new
norms, called “cultural shock”. Conversation between people from
different cultural backgrounds often leads to frustration and
misunderstanding if they do not have enough knowledge and even not
ready to communicate with people from different linguistic and
cultural backgrounds. Researchers, such as Gudykunst, Bhugra,
Ruben, Pavlenko, Ting Toomey, Hall, Smidt, Baldwin, etc.
highlighted the idea of focus teacher’s attention on cultural issues at
EFL classes and to help students to build intercultural communication
competence. S. Ting-Toomey in “Communicating across cultures”
points out that verbal as well as nonverbal communication involves
much more than transmitting a particular message and it reflects
everyone's identifications, keeping their cultural values. The
interaction between culture and the individual is generally considered
through comparison of different types of identity.

As Bhugra states it is the ‘Racial, cultural and ethnic identities
form part of one's identity, and identity will change with development
at a personal as well as at a social level along with migration and
acculturation’ [Bhugra 2004:3]. The very notion of identity is related
to self-identification and awareness of belonging to a certain group of
individuals. But according to Ting-Toomey, identity must be defined
as “the reflective self-conception or self-image that we each derive
from our cultural, ethnic, and gender socialisation processes. It is
acquired via our interaction with others in particular situations” [Ting-
Toomey 1999:28]. According to Ting-Toomey’s definition, identity
is the reflective view of a person’s self, and this reflection is relevant
to his or her culture. Traditionally there are several types of identity:
cultural, ethnic, linguistic, gender, professional, personal, and others.
This separation is necessary and at the same time is rather arbitrary.
As Ting - Toomey states that culture influences much on personal
identity. However, different types of identity rightfully can be
separated from one another and interact in different ways with each
other.

Cultural identity is understood as a self-identification with a
particular culture, a culture of the applicable forms and norms of
behaviour. Every individual who is aware of himself as a member of
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a cultural community is the representative of his cultural heritage. The
boundaries between the cultural, linguistic and ethnic background can
be blurred in a multicultural society (for example, in Russia or in
Spain); in the context of mass immigration (for example, in the USA
or in Canada); in the multilingual environment (for example, in
Switzerland or Holland). Russian researcher A. Pavlenko mentions
that identity is composed of many components and in the situation of
communication we can notice one or the other of them [Pavlenko
2001:196-202]. For example, in professional communication with
colleagues from other cultures, similarity (or compatible) of
professional identities can smooth out the differences in cultural
identity. Personal identity is generally more mobile as is caused not
only a sense of belonging, but also a personal experience of
participation in community life: cultural, ethnic, professional.

The most successful classification of personality traits necessary
for successful intercultural communication, we find at G-M. Chen,
who divides them into four groups: the power of the individual,
communicative competence, psychological adaptability and cultural
literacy. Person’s power includes self-perception, open
communication, that is, the desire to reveal information about them;
self-monitoring, that is, the ability to modify their behaviour according
to the information received, as well as relaxation, i.e. the ability to not
be anxious in the communication process.

The communicative competence, according to G-M. Chen,
consists of the following components:

a) Language competence (the ability to understand and use language
that is communication);

b) Flexibility of behaviour (the ability to choose the most appropriate
forms of behaviour);

c) Management of interaction in the process of communication (the
ability to start a conversation, etc.);

d) Social competence (the ability to simultaneously maintain their
own identity and feel empathy for the other person).

Psychological adaptability is the ability to adapt to the new

environment and cope with the state of "culture shock", which is

characterized by frustration, a sense of alienation, rejection of features

from other cultures, and so on. Referring to individual feathers that

prevent the effective cross-cultural communication, we found at E.

Jandt that barriers in intercultural communication can be the

following:

176



a) Anxiety (which makes focusing on their own feelings,
rather than on what they talk); b) Waiting for the similarities between
cultures rather than differences, which can lead to a false premise; c)
Ethnocentrism; d) Stereotypes and prejudices; e) Language problems;
) Ignorance of the peculiarities of non-verbal communication [Jandt
1988:448].

As our world becomes more and more culturally diverse, we,
language teachers, should make changes in educational curriculum to
teach a foreign language with a goal of speaking, living and interacting
in-between spaces not forgetting about our cultural identity. Most
theorists in the field of FL teaching have not yet provided an
adequately developed understanding on which practitioners can base
their teaching. The other theorists suggest specific activities for
integrating culture and the teaching of vocabulary, grammar, listening
comprehension, speaking, reading and writing, while another consider
that newspapers could be vehicles to teach culture.

Peterson and Coltrane suggest various strategies to teach
language and culture that is helpful for practitioners to integrate
cultural aspect in their EFL lessons. Based on their research, we
adapted their ideas and introduced at our EFL lessons the following:

1. Using authentic materials (films, news, websites, photographs,
magazines, restaurant menus, travel brochures, and other printed
materials to engage the students in discussion of cultural issues).

At our lessons we were working with R. Weschler’s comedy “My
big fat Greek wedding”, focusing on the vocabulary and cultural
differences. It was interesting and useful for students to understand
such words and expressions as: Corinthian columns, heritage, a mean
punch, to drive smb’ crazy, to come up with, etc.

During group discussion, the students were to answer the
following questions: a) If you were lan, would you have agreed to join
another church in order to marry Toula? b) Has the United States
largely succeeded in creating a great “melting pot” (in which people
from all cultures have blended together), or is it more like a “salad
bowl” (in which people from different cultures stick to their own
groups)? ¢) How does your family compare to Toula’s? What about
compared to lan’s?

2. Using proverbs (to help students to explore the target or own
culture).

At laboratory lessons we practiced such activity as: Find the
end of the following proverbs:
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A Bulgarian proverb: You can wash a dirty bottom,...

* A Romanian proverb: Honey is sweet, ...

* A Russian proverb: A kind word is like ...

* A Gagauz proverb: Good advice is given,; ...

(...but you can't wash a dirty tongue, ...good esteem is not given;
... but the bee stings, ... a Spring day)

3. Having students act out a miscommunication based on
cultural differences.

We suggest to students with B1 level to comment on the following
cultural “misunderstanding”™": Claire, Emma, Michelle and Tom are
four British students in Spain for the year. They decide to spend the
evening in a bar or two. Not knowing Bilbao very well yet they get a
bit lost and stop to consult a town plan. They are pleased when a young
inhabitant approaches and offers to show them a few bars. They chat
and he wants to know where the four come from. Tom is Irish and the
women are English. Tom and the Spanish man walk ahead of the
women and the Spanish man begins to talk politics and compares the
situation in the Basque country with the situation in Northern Ireland
and then asks Tom why he is with English women. Claire, Emma and
Michelle are right behind and don’t know what’s going on. Suddenly
Tom turns round to them and says ‘Right, let’s drop him and go’.
Would you have done what Tom did or not? Why?

4. Presenting objects (jewelry or images that originate from the
target culture to serve as a foundation from which the teachers can
discuss other cultural, historical, and linguistic factors). We suggest
using even well-known cultural symbols of different countries to
speak or to prepare a project on the historical or linguistic factors.

5. Using exchange students (eg. ERASMUS scholarship holders)
to compare cultural values and traditions of different countries.

6. Using literary texts, films and television segments (to provide
students with an opportunity to witness behaviours which are not
obvious in texts) [adapted from Peterson and Coltrane, 2003].

Language teacher should practice empathy as they relate to their
students in cultural matters and pay attention to student’s cultural
identity, behaviour patterns, ambiguity and tolerance. The teachers
should show openness to new ideas and ways of thinking while
students should develop their attitudes toward their own and the
second language culture as well as their view of individualism versus
collectivism. Practicing the ideas described above at our EFL classes,
we focused on the creative written activity — “What’s in a name?”
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when students had to think about the origin of their names. The issues

that they expressed at their presentations were the following: a)

Thoughts and feelings you have about your own name; b) You like it

or not, you think it suits you or not; ¢) Your name has/has not an

influence on the way you regard yourself, d) Your name’s
signification. We would like to share some of their answers.

a) ‘... was named Natalia thanks to my father... People with this
name have a deep inner desire to create and express themselves,
often in public speaking, acting, writing or singing. They also tend
to have beauty around them in their home and work environment.
People with this name tend to be a powerful force to all whose
lives they touch. They are capable, charismatic leaders who often
undertake large endeavors with great success. They value truth,
Justice and discipline and may be quick tempered with those who
do not. If they fail to develop their potential, they may become
impractical and rigid...”

b) “...I have always been interested in the origin of my name and
what is the meaning of my name. To my mind, this research helped
me to find the answers on my questions. Let me begin by pointing
out that many scientists belief that my name is a Russian,
Catholic, Slavonic and Orthodox name and besides I rather
know that my name is a Polish one. My name has several version
of the origin. On the one hand, my name comes from male's name
Yoann, which belongs to the ancient Hebrew name and which
means:” God is gracious”. I think this is a primary meaning of my
name. On the other hand, it is a Slavonic name, which comes from
a Slavonic word. This word means a river which was called
“Yana”...

Summing up, an important aspect of foreign language learning
consists of acquiring the formal elements of the target language. The
link between language and culture in the process of learning a foreign
language is reflected in the meaning and usage of the elements of the
target language. It is essential to find meaningful ways to incorporate
the richness of students’ cultural backgrounds into the curriculum.
Recognizing and validating multiple cultural identities in the
classroom community and developing positive student—teacher
relationships strengthen individuals’ sense of worth and, ultimately,
their academic performance.
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HCIIOJIb30BAHHUE MAJIBIX ®OPM ®OJIBKJIOPA B
PABOTE C YYHAIIIUMUCSA C UHTEJUVIEKTY AJIBHOU
HEJOCTATOYHOCTBIO
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Abstract: This article discusses the problem of using small forms of folklore
in working with learners with intellectual disabilities. The authors point out
the peculiarities of the psycho-physical development of children with
intellectual disabilities, correlate them with various small forms of folklore.
The pedagogical influence of riddles, proverbs, fables, proverbs, nursery
rhymes, jokes is substantiated by concrete examples, which influence not
only the mental development of this category of children, but also contribute
to their emotional development, motivate to learning activities, expands the
concept of the world.
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B cucreme oOpazoBanus MOJIOBEI aKTHBHO BHEAPSICTCS
MOCTAHOBJICHUE TpaBUTEbCTBA PM «O pa3BUTHH HHKIIFO3UBHOTO
oOpasoBanmss Ha mnepuoy 2011-2020rr». Oto mnpeamonaraet
COBMECTHOE OOydYeHHE [eTeH 3M0pOBBIX M HMMCEIOMMX OCOOBIC
o0OpazoBarenpHbIC MOTPEOHOCTH B 00yUYEeHUN ¥ BOCTIMTAHHH.

AHanu3, mpoBen€HHBIH B pamkax npoekta «llogroroeka
JTUIAKTHYECKUX KaJPOB JOUIKOIEHOTO U HAYaJIbHOTO 00pa30BaHU B
BI'Y um. A.Pycco mokasai, 4To 0coOble TPy THOCTH 00pa3oBaTeIbHbIC
YUPEXKJICHUS WCIBITHIBAIOT B HMHTETPAllUU JETe C yMCTBEHHOM
HEJOCTAaTOYHOCThIO. K MHKITIO3MM 3TUX NIETEH Menarorn OTHOCATCS C
0OJIBIION HACTOPOKEHHOCTHIO W COMHEHHSMH B HUX YCIEUIHOU
cormmaym3aruu (3opuio JI.[4])

Ha mpomecc  BKIIOYWEHHS  OTHX  J€Ted B CHCTEMY
00111e00pa30BaTeILHON  IMKOJIBI  PE3KO HETAaTUBHO  PEarHpyroT
POIUTENN HOPMAaJIbHO Pa3BHBAIOIIUXCS AeTed, dacTuuHo (35%) —
yauTened U NeeKTOIIOroB, KOTOPhIE TOBOPSAT O TOM, YTO JIETH HE
MoJyyaT TOJHBIA Ha0Op HEOOXOAMMOHN CHEIMabHOW ITOMOIIIH,
KOTOPYIO OHHM MOTYT THOJYYUTh B CIICITHATN3UpOBaHHOHN mkoje (M. M.
[eperatky, JI. U. 3opuno [5]).

WuTennexryanbHas HEIOCTATOYHOCTh Yy JCTEH MpPOSBISACTCS B
CIICJYIOIIUX  OCOOCGHHOCTSIX:  HapylleHa  HWHTEJUICKTyallbHas
perynanus 3MOIWH, HeaJeKBAaTHOCTh, 3aTPYAHEHUS B DPa3BUTHU
BEICIINX (MHTEJUICKTYalbHBIX, MOPAJIBHBIX, 3CTETUUYCCKUX) UYBCTB,
HU3KHUI YPOBEHD pa3BUTHS CpENCTB SMOLIMOHAJIBHOM
BBIPA3UTEIHHOCTH.

B »3T0Olf cBs3M mpucTanbHOE BHUMAaHHUE —HCCIenoBaTelNei
HANPaBIICHO Ha ONpEJeNICHUE COJACPIKAaHUS M YCIOBHM OKa3aHUs
KOPPEKIITMOHHO-TIEIar OTHYECKOU IMOAAEPKKHA OETIM c
WHTEIUICKTYaTbHON HEJIOCTATOYHOCTHIO, UCTIBITHIBAIOIINM TPYIHOCTH
B ycBoeHuH Kyppukyinyma (Hritcu M. $.[3], FOmarosa U. U. [8]).

OmHMM W3 CpEeACTB YMCTBEHHOTO pa3BUTHS JeTed C
PIHTeJ'IHeKTyaJ'IBHOﬁ HEAOCTATOYHOCTHIO SIBJISICTCSL HapoaHas
IeJ]aroruka, ¥ B YaCTHOCTH Majble OpMBI (OJTBKIOPA - MOIMEBKH,
npuOayTK, 3arajkd, TIOCIOBHUIIBI, MOTOBOPKH, MOTEIKH. OHHU
BIIMAIOT Ha YMCTBCHHOC PAa3BUTUC IIeTefI, pa3BUBAOT HX
SMOIMOHAIILHO-BOJIEBYI0  cdepy,  YIOBIETBOPSAIOT  JETCKYIO
MOTPEOHOCTH B BECENbE, (DOPMUPYIOT COITMOKYIBTYPHBIH OIBIT IETEH.
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3HAYUMOCTh YMCTBEHHOTO BOCIIMTAaHUS OOOCHOBBIBACTCSI TEM,
YTO B HApOJHOM MeNaroruke 3TOW 3ajiaue MOCBAILEH CIENUaTbHBINA
paszen - HapoJHas JHUJAKTUKA. be3 3HaHWiA, pa3BUTHS MBIILICHUS,
BHUMAaHWUS, MaMATH HEBO3MOXHO OBLIIO CTaTh MaCTEPOM CBOETO Jiena,
XpPaHUTh MHOXECTBO TPOQPECCHOHANBHBIX 3HAHWH, CBEICHUH,
pa3pabaThIBaTh HOBBIE IIPUEMEI paOOTHI.

AHanu3 nuTepaTypsl TO3BOJIWI CHOPMYIUPOBATH OCHOBHBIC
3a/1a9i YMCTBEHHOT'O BOCTIMTAHHS B TIPOIIECCE MCTIOMB30BAHUS MAJIBIX
($OJIBKIIOPHBIX GOPM:

1. ¢dopMupoBaHue MO3HABATEIHLHONW aKTUBHOCTH, JKEJIAaHUE TIO3HATH

HOBOE;
2. OCBOGHHEC 3HAHHWH, KOTOpBIC IMOTPEOYIOTCS IETSAM B IIPOIECCE
y4eOHOU JeATEIhbHOCTH, 3) pa3BUTHE NCUXUYECKUX

MpoIeccoB  peOeHKa:  BHUMAHWS, IMaMSATH,  MBIILICHUS,

BoOOpakeHus, (paHTa3UH;

pa3BUTHE peUH JeTei, 00yUeHHE CUeTY;

4. BbIpa0OTKA WHTEIUICKTYalbHBIX YMEHUWI: aHaln3a, CHUHTE3a,
00001IeHNSs, a0CTparupoOBaHus, BEIICICHUS TJIABHOTO.

Oco0oe 3HaucHHE B MPOILIECCE MCIOJB30BaHUSA MaJbIX (hopm
(oNbKIIOpa WCCNENOBATEIN TPUIAIOT PAa3BUTHIO Y TaKUX JeTel
a0CTPaKTHOTO MBIIUICHUS, YMEHUS BBHIICHATh 1iaBHOe. OHHU
OOBSACHSIOT 3TO TeM, YTO Majbie (GopMbI (OJBKIOpPa 00IamaroT
BO3MOKHOCTSIMH KOMIUIEKCHOTO BOCITUTATEIHHOTO BO3/AEUCTBHUS. Tak
HarmpuMep, OOJbINas YacTh CKAa30K, MOCIOBHII, IPUMET, TTOTOBOPOK
MMEIOT WHOCKA3aTeNbHBINA, TepeHOCHBIH cMbicha (Memaukosa JI. C.
[6]).

3HaKOMS JISTEH C MPUMETaMH, MBI Y4UM HX HE TOJIHKO MMOHUMATh
CMBICJ TPUMETHI, HO M UCTIOJIB30BATh 3TU 3HAHMUSI B CBOCH KU3HEHHON
MPaKTHKE, 9TO 0c0o00 3HAYMMO /ISl JeTel C WHTEJUIEKTyallbHOM
HEJ0CTaTOYHOCTHIO.

Jlns u3ydeHHs W MPUMEHEHUsS MpHUMET PeOCHOK JOKEH OBITh
MaKCHMaJIbHO BHUMATEIbHBIM, YMETh IIeJICHAPABICHHO HAOIIOIaTh
3a SIBJICHUSAMU TPUPOJIBI, IOBEIEHNEM )KHBOTHBIX, IITHILl, HACEKOMBIX
n ap. OH JOKEH yMETh COIOCTaBUTh YBHJIEHHOE, CPaBHUTH C
OpYTHMH TpPUMETaMH, Ha OCHOBAaHHWM 4Yero cielaTh 0000ImeHue,
BBIBOZ, C(OpPMyIUpOBaTh TNPOTHO3. EcTecTBeHHO, 4dYTO 2ITa
NEATCILHOCTh  SIBJISICTCS ~ BAXKHBIM  CPEJICTBOM  YMCTBEHHOTO
BOCIIUTAHUS JICTEH C MHTEIUICKTYAIBHON HEJ0CTATOYHOCTHIO, TAK KaK
CITIOCOOCTBYET PEIICHUIO 3a7ad OOy4eHHs AeTeH C OpHeHTanueld Ha
30HY OJIMXKAHIIEro pa3BUTHL.

W
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[ToroBopkr W TOCIOBHUIBI — Ba)XHBIH HCTOYHUK YMCTBEHHOTO
pa3BUTHUS NIeTell ¢ WHTEIUIEKTYaIbHON HEJOCTATOYHOCTHIO, TaK KaK
3TO YCTHOE HAapOJHOE MO3TUYECKOE TBOPUECTBO 3HAKOMHT IETEU C
COIMATLHO-UCTOPUYCCKUM  ONBITOM, KOTOPBIH B HUX HAaXOJIUT
OTpakeHHE.

MHorue HU3BECTHBIE TMEAAarord B CBOMX paboTaxX yKa3bIBaIOT Ha
OONBIION MEeJArOrMYeCKUil IMOTeHIMAal mociaoBui. Tak, SA.
KomeHckuii TpakToBaJl TIOCIOBHILy KaK BBICKa3bIBaHHE, B KOTOPOM
OJTHO TOBOPHTCS, a MHOE ToZIpazyMeBaeTcs. B aToil TpakTtoBke S.A.
Komenckuii mpusHa€r mnenaroruueckue (QYHKIUM TOCIOBHII U
yKa3blBaeT Ha uX A((EKTUBHOE IEJarornyeckoe BO3JCUCTBUE Ha
YMCTBEHHOE pa3BUTHE JeTeld. DTO 0c000 BaXHO I JOeTeH C
WHTEIUICKTYaIbHON HEIOCTATOYHOCTHIO, TaK KaK BO-TIEPBBIX, HAMEK
BEICTYIAeT, KaK CPEJCTBO BO3JICHCTBUS HA CO3HAHHC JETEH, BO -
BTOPHIX, 00yUEHHE UAET OT U3BECTHOTO K HEU3BECTHOMY (3HAKOMBIH
MpeaIMeT MOPOKIAeT HOBYIO MBICHB). A JI€TH C HMHTEIUIEKTYyallbHOU
HEJOCTAaTOYHOCTBhIO, 3HAKOMSCh C TIOCIOBUI[AMH, OCBaWBaIOT
CYIITHOCTh TPOIIECCa MBIITUICHUS.

OOBIYHO TIOCIOBHUIIBI WMEIOT TIOYYMTENIBHOE COJAEp)KaHhe, YTO
MPSIMO BJIMSET Ha BOCIUTAHUE Y JICTSH YMEHUS MOCTYIATh C TIO3UIIUU
HPAaBCTBEHHBIX TpaBwi. Hampumep: «be3 Tpyna He BBITAIIMIID H
peIOKY U3 ipyaay; «Iloxm exxaunii KaMeHb Boaa He TeuéTy; «He nmeit
100 py6ueii, a mmeit 100 npyseii»; «CeMepo OTHOTO HE KIYT»; «3a
JIByMsI 3afil[aM¥ TIOTOHUIIIBCS — HU OJHOTO HE ToliMaeliby; Bonka
HOTH KOpMSTY; «/leno mactepa Goutcsa» u jp.

MHoT#HE TTOCITIOBHITEI MOTHBUPYIOT I€TCH Ha XOPOIITyIO YIEOy, Tak
KaK JICMOHCTPHUPYIOT 3Hau€HUE yMa, OOpa30BaHHOCTU B Pa3HBIX
ctepax xu3Hu: «borateiii 6e3 yma - Teno 0e3 TOJOBEI», «YMHas
TOJIOBA CTO T'OJIOB KOPMHT, a XyJas v ce0sl He IPOKOPMHUT.

B paborte ¢ pmaHHOH KaTeropued IeTeld 3araiku IO CBOEMY
coJlepKaHuio (hOPMUPYIOT y JIETSH MPEACTABICHHUS 00 OKPYKAIOIIEM
MUpE, y9aT HaXOIUTh CXOJCTBA U pa3indus B mpenmMeTax. Hampumep,
«B TecHoi n30y1IKe TKYT X0JICT cTapymkm». (ITaemnsr).

To ecTh 3HAaKOMBIC TPEAMETHI B 3arajikax IMOKa3aHbI JCTAM C
HEOOBIYHOW CTOPOHBI, PACKPHIBAIOT €IIE HE MO3HAHHBIE IMH CTOPOHBI
JIEHCTBUTEIHLHOCTH, yUaT HAOIIOAaTETHbHOCTH.

Bonpimoe 3HaueHuWe 3araJku HMMEIOT Ui OOydeHHWS JeTeit
petieHnto apuMETHUSCKUX 3aa4, TaK KaK OHY TPEJICTaBISAIOT cO00i
JIOTUYECKYIO CBSI3b MEXIy INpeAMeTaMH, KOTopas o00s3aTelbHO
COJICPIKUT BOIPOC, HAa KOTOPBIN ICTSM HAJI0 OTBETUTH. Beah oTragars
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3arafiky — 3TO 3HAYHUT COBEPIIUTH IICNBIA PSI MBICIUTEIHHBIX
onepanuii. Hanpumep, «He Ober, He myTaeT, a MIakaTh 3aCTaBIIsET
(yx). B aToli 3arajke OTMEUYEHAa TOJIEKO XapaKTepHas pPeaKIlvs
YeJIOBeKa, KOTOPBIH B3aMMOJCHUCTBYET C IJIyKOM. PeOEHKy ke
MPEICTOUT MPOSIBUTH CMEKAJIKy, COOOPa3UTENbHOCTD.

OueHb BaXHBI 3araJiki, KOTOpble (OPMHUPYIOT Yy JieTel
TeOpeTUIecKoe MebIuieHHe («Y CeMephiXx OpaTheB IO OJHOM
cectpure. Maoro iu cectpun?» (Omaua). «Cuasat Tpu Komku. [Ipotus
Ka)KIIOH KOIIIKH - 10 1B Komku. MHoro i ux?» (Tpwn)).

3HaueHWe 3araJiok B paboTe C JCTbMH C WHTEIUICKTYaJIbHOM
HEJOCTATOYHOCTHIO HE  OTrPAaHWUYMBACTCS  TOJBKO  Pa3BUTHEM
Mbiieana. OHu o0oramarT [eTeil CBeICHUSMH O TPUPOAE H
3HAHUSAMHU U3 PA3IMYHBIX 00JacTel yelioBedeckol xu3Hu: «Crepsa
Oneck. 3a OneckoM - TpecK. 3a TpeckoM - mieck. (MomHus, rpom,
TTOKITB )».

B pabGore ¢ 1OeTbMH HMMEIONUMH  HHTEJUIEKTYaJIbHYIO
HEIOCTaTOYHOCTD UCIONB3YIOTCS CKOPOTOBOPKH, KOTOPBIE COOOIAIOT
JIETSIM TIOJIC3HYI0 WH(OPMAIIUIO, Pa3BUBAIOT UX apTUKYJISIIUOHHBIA 1
pedveBoii ammapar, a Tak)ke IaMsTh.

MHorre  CKOpPOTOBOPKH  COOOIIAIOT  ACTAM  MOJIE3HYIO
nHGOPMAITUIO, HAIPUMED O IOMANTHUX KHUBOTHBIX («BBIK Tymory0, y
ObIka TyOa Tymay, «Pbuta, pelula CBUHBS, BRIPHUIA TTOJPHLIIAY), TAlOT
neTsM xo3saicTBeHHbIe cOoBETHI («IIpomensa IIpackoBbs Kapacs Ha
TPU TAapbl MOJIOCAThIX MopocAT. lloOexann mopocsara 1Mo poce,
MPOCTYIUIINCH TIOPOCATA, [1a HE BCEY).

OCHOBHBIM Ha3HaYeHHEM HEOBUIHII, B YMCTBEHHOM BOCIIUTaHHUH
JIeTe C WHTCUIEKTYalIbHOW HEJOCTaTOYHOCTHIO SIBISETCS WX
nmo3HaBaTtenpHas (yHKMA. OHM  pa3BUBAIOT IO3HABATEIHHYIO
aKTHUBHOCTH JieTeH, (QOpPMUPYIOT y HHX YMEHHS YyCTaHABIHBAThH
MPUYUHHO-CIICJICTBCHHBIE CBSI3H, AIOT JACTSIM MaTepUaI JUIS aHAIH3a
Y CUCTEMaTHU3aI|H.

Exana nepeBHS MUMO MY)KHKa,

Bapyr u3 mog cobaku IaroT BOpOTa.

BrrxBatun Tenery KOHb U3-T0J] KHyTa

W nasaii mybacuTh €10 BOpOTA.

Kppima ucmyranace, cena Ha BOPOH...

OcMbICIeHHE TIPOTHBOPEUUH, KOTOPBIC COJEPKAT HEOBLIHIIEI,
TPeOYIOT OT JIeTel CePbe3HBIX YMCTBEHHBIX YCUIIHN, UCIIOIB30BAHUS
MBICITUTENIFHBIX ~ OTEpaluii: CpaBHEHHA, OOOOIICHHS, aHaIH3a,
BBIJICTICHUSI TJIABHOTO.
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YuuThIBas BAXKHOCTH Pa3BUTHSI Y IETEH YyBCTBEHHO-
SMOILIMOHANILHOM cepbl B pab0OTe ¢ ASTHMH UCIIOIB3YOTCS
puOayTKH, KOTOPBIE MPEACTABISAIOT COO0H CTUXOTBOPHYIO
KOPOTKYIO BECETYIO HCTOPHIO.

CoBa, COBUHbBKA, COBA,

bomnpmas romona,

Ha xony cunena,

B cTopons! rndnena,

TNonoBoii Beprena.

Urpa siBiisseTcst OTHUM M3 CaMbIX 3HAYUMBIX TI0 BOCITUTATEIILHOMY
U pPa3BUBAIONIEMY BO3JICHCTBHIO HMCTOYHHUKOM OOY4YCHHS U
BOCTIMTaHUS JIETeH C MHTEIUIEKTYaIbHON HEJOCTAaTOYHOCTHI0. Ocoboe
BIUSHHEC OHA OKa3blBaCT HA pA3BUTHUE MEBIIUICHUS peOCHKa.
VYkasbiBag Ha 3Ty cTOpoHy Urphl, A.C. MakapeHKo oTMeual, 4To B
KKIIOM XOpoIled Wrpe ecTh, MPEeKIe BCEro, pabodee ycwine Hu
ycunmue Mbicn. Coo0Opa3uTeabHOCTh, OBICTPOTAa AHATMTHYECKON
MBICITH, YMEHHE TPEABHUIICTh PE3YJIBTAT - BCE 3TH M aHAJIOTUYHBIC UM
KauecTBa BHIPAOATHIBAIOTCS B UTPOBOMU jAesTedbHOCTH («lIpsaTkm»,
«Kazaku - pa300WHUKU» W J1p.). 3aTeM NETH C MHTEIUICKTYaJbHOMN
HEJ0CTATOYHOCTBIO MIEPEHOCT UX B IPYTHE KU3HCHHBIC CHUTYAIIHU.

B coueranuu ¢ apyruMu UCTOYHUKAMU (OJBKIOPA, TAKUMH Kak
TIECHsI, 3arajika, CKa3ka, WTpa OKa3bIBaeT BIMSIHHE HE TOJBKO Ha
YMCTBEHHOE pa3BUTHE [EeTei W BO3MOXXHOCTh pa3BUBAaTh UX
MO3HABATEIBHYIO0 aKTHBHOCTh, HO M CIIOCOOCTBYET KOPPEKIHMOHHO-
pa3BUBAIOIE JIEATEIbHOCTH, HAINpPAaBICHHOM Ha  KOPPEKIUIO
MOBEICHUS M TUCIUILTHHBI peOeHKa.

TakuMm 06pa3zom, pa3TuvHbIC Mallbie (OTBKIOPHBIE (POPMEI, OIBIT
WX  TPUMEHEHUS  TMOATBEPKIACT  IEIIECOO0pPa3HOCTh WX
WCTIOJIB30BaHMS B y9€OHOM U BOCITUTATEIILHOM TIPOIIECCE C  IIeIBI0
YMCTBEHHOTO BOCIIUTAHUS JIETe C WHTEIUICKTyallbHOU
HEJOCTAaTOYHOCThIO. JlaHHBIE WCTOYHUKK O00JaNalOT BBICOKHM
SMOIMOHATBHBIM TOTEHIIHAIOM, CIOCOOCTBYIOT OTIOJHUTEIBHOM
MOTHBAllMM YY€HUS, HOCIT KOMIUIEKCHBII XapakTep, MO3UTHBHO
BO3JICHCTBYIOT Ha Pa3BUTHUEC MMaMSTH, BHUMAaHUS, MBITILICHUSI U JP.
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