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CONFERENCE OBJECTIVES AND FRAMEWORK

The International Conference “New Trends in Teaching Market-Oriented Foreign
Languages for Specific Purposes in Education”, VIIth Edition is aimed at education
specialists (university lectures, PhD students and all those interested in the field), especially
at those who teach FLPS (business, engineering, medicine, agronomy, law, biology and
pedology, etc), in order to share experience, identify specific needs and improve the quality
of teaching/research. The conference will focus on debates generated by investigations of the
vast field of FLPS and will unite specialists in the field so that they could share experiences
as well as individual research results with the purpose of professional development and that
of the interuniversity cooperation. The event aims at an effective exchange of ideas on the
teaching of FLPS, the development of communicative competences in the teaching and
learning of FLPS, students’ assessment and testing, the certification of linguistic
competences for Access to undergraduate, master’s and doctoral degrees, the development of
on-line courses and promoting a virtual learning environment. From the perspective of the
multicultural context, which is increasingly becoming a reality of the present, we aim to
encourage debates on the development of professional communication skills in FLPS, the
way in which it relates to the labor market and its impact on the professional interaction, but
also on the intercultural contacts in general. The conference has the following objectives:

® pointing out the importance of proficiency in a foreign language for building and

developing professional identity of each individual;

¢ developing and promoting interest in research in the field of FLSP;

e attracting researchers to develop and present innovative communications;

e creating an appropriate framework for the presentation of scientific results;

e the development of a suitable theoretical framework for the elaboration of didactic

strategies in the field of FLSP;

e presenting the latest trends in the field of human research to specialists in the field from

Moldova and abroad;

® encouraging the exchange of experience between researchers and the dissemination of

research results across society;

¢ the advancement and establishment of interdisciplinary methodologies in humanities

e optimization of researchers’ mobility.

The Conference aims to create mixed teams of researchers who will collaborate to
crossbreed various types of academic discourse-staging. The core focus will be on sharing
the experience of researchers who will represent various education institutions in Moldova,
Romania, Israel, Albania, Algeria, Tunisia, France, Ukraine, China as well as other
universities. The International Conference “New Trends in Teaching Market —Oriented
Foreign Languages for Specific Purposes in Higher Education”, VIIth Edition tends to
promote an essential unity which will enhance the participant’s aspirations in the applied
FLSP horizon. Given the realities in the Republic of Moldova, through its specificity, this
conference aims to highlight the social and cultural realities throughout case studies that will
be presented by the participants, but also to propose new perspectives and techniques to
address complex realities of social realities. The Conference focuses on the interdisciplinary
dialogue which will continue in the following edition due to the participation of researchers
from different universities both from Republic of Moldova and from other countries, and the
capitalization of research results as well as the stimulation of international collaboration, in
the field so important and appealing as FLSP.
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The article focuses on the learners’ personality traits that evolve throughout their lives.
Changes in personality are typically accompanied by individual differences, implying that
people differ in the development patterns as they move through adulthood. Usually when
we talk about someone’s personality, we mean the features that make that person different
from the other people, perhaps even unique. This aspect of personality is called individual
differences.

The defining characteristics of a person is that of being not only a product of natu-
ral biological evolution, but primarily of a social and cultural shaping of the personality.
There are many internal and external factors that influence the personality traits, but it is
the differentiated and individualised approaches to learning that facilitate improvement
and development of talents and potentials, enhancing a better quality of life, achievement
of dreams and aspirations.

Key-words. personality development, individual differences, heredity vs. environment,

differentiated instruction, educational influence, family impact, socialization
process

The educational ideal is the development of a harmonious and creative personality,
capable of adapting to changes and fulfilling the roles that society offers them. The truth
recognized by all is that every child is unique, they have personality, their own pace of
growth and development and a unique family backround.

Following the development of the child’s personality, we inevitably ask ourselves
the question: ,,Why is each learner unique in their own way and, at the same time,
similar to other children of their age? What makes them unique and, at the same time,
similar to the others? Since they can have the same educational opportunities for acquir-
ing knowledge and skills in the family, at kindergarten, at school, what are the processes
and factors that lead to similarity and uniqueness at the same time?

G. Bontila makes the following remark, trying to answer such questions, stating
that since all learners were in identical conditions to assimilate the concepts contained
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in the material that was taught, it is easy to assume that the differences in the degree or
level of acquisitions are due to differences in individual structure [2, p. 59].

Ian Amos Comenius answered this question in his work ,,Didactica Magna” in the
17th century, stating that it is impossible to find such a reduced mind which education
cannot help.

Personality development is a long process which is influenced by various internal
and external factors. At the same time, the internal and external factors are in a close
correlation, being difficult to establish which of them has the most important role in the
formation of the human personality. Obviously, each of them becomes paramount for
the individual growth depending on the stage of development. The important thing is
that they interact and complement each other.

Heredity plays an important role in personality formation. The term heredity comes
from the Latin word ,,heres” — heir and it is “the process by which characteristics are
given from a parent to their child through the genes” [15].

From a hereditary point of view, each individual is unique, different from the oth-
ers. Over time, a lot of research has been done on the importance of heredity on person-
ality formation and the educational phenomenon. Thus, the most relevant results regard-
ing the educational phenomenon can be mentioned as follows:”genetically, a complex
of predispositions or potentialities are transmitted and not the traits of the ancestors. In
contrast to the morphological and biochemical characteristics, the heredity of mental
attributes is the result of a polygenetic determination. The psychic diversity of human
subjects is not the exclusive result of hereditary factors, but of environmental factors.
Hereditary determinants can be expressed at different periods of development or can
remain in a latent state throughout the individual’s life in the absence of activating
factors” [10, p. 84]. Some aspects of mental life are strongly hereditary determinants
(temperament, skills, emotionality), and others are less influenced by heredity (charac-
ter, will, attitudes). Unlike animal heredity, human heredity transmits the least load of
instinctive behaviors.

The environment represents the totality of elements and phenomena outside the in-
dividual with which they interact directly or indirectly during their existence. The peda-
gogical literature identifies two components of the environment: the physical and the
social ones. The physical environment includes the biological and climatic conditions
in which the individual lives. Physical factors act on the individual, and the individual
reacts through their own specific activities and attitudes.

All cultural, economic and political conditions find their place and role in the so-
cial environment. The environment triggers the development of psychic abilities. The
individual also influences the environment in which they live. It is education that di-
rectly connects heredity and environment, creating favorable conditions and situations
in which the individual’s genetic potential is exploited.

Each child has individual traits. Therefore, we cannot form a perfect personality
without individualizing the learner’s traits. The objective of education is to find that
personal /, characteristic only of the given person that needs to be developed in order to
help him/her become a strong personality. As a consequence, the learners’ training must
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be viewed not only strictly from the point of view of economic needs, but also from the
broad perspective of the personality development of each person individually.

Over time, there have been several pedagogical and educational trends that support
the determining role of the factors influencing personality development. Some have
supported the idea that social and educational factors are the ones that influence the
individual. Personalities from the 17th-18th centuries belong to this trend. Thus, J. A.
Comenius claims that every man is born capable of acquiring the knowledge of things
and ,,a man must be educated in order to become a man [5, p. 65].

In this regard, J. Locke states that: ,,nine-tenths of the people we know are what
they are, useful or harmful, through the effect of education. Education is what deter-
mines the difference between people” [12, p. 39]. At the opposite side are those who
minimize the role of education and consider heredity as the main and determining fac-
tor. This includes the followers of biological theories, who claim that heredity is what
predetermines the psychic development of the individual, in other words, they claim
that there is heredity of a biological nature and another one of a psychological nature.
The followers of these theories are: C. Lombroso, who elaborated the theory of the
,born criminal”; L. Szondi, who issued the theory of ,,impulses”, according to which
all psychic manifestations are of an impulsive nature; S. Freud, who claims that in the
manifestation of personality the main role is occupied by the inherited instincts, which
manifest themselves in childhood. Regardless of the theories supported over time, the
primacy of the role of one factor over the other two has not been proved yet.

Education never acts alone, only in correlation with the other factors, and develop-
ment results from the interaction of the factors mentioned above. Development appears
in two forms: it can be the basis, the foundation for education, but, at the same time,
it can be an effect, a product, obtained as a result of the intervention of education. The
human being is the only one that is subjected to education and is permanently under the
action of personality development factors.

Learners’ families are highly individualized these days. There are families with
a very high standard of living, but also families where the person lacks many basic
necessities. The teacher must differentiate, individualize each family separately. At
the moment when the conversation takes place with the whole class, the teacher must
take into account that concrete learners are in the class with their individual achieve-
ments and shortcomings. Individualizing the contact with each family can contribute
to strengthening the group of learners, making them good friends that help each other
at any time.

The family is the closest and most suitable environment for the intellectual, affec-
tive and volitional development of the personality. The family environment influences
the formation and expression of personality through the composition of the family (par-
ents, children, relatives), relations of understanding and harmony between its members,
interests, coexistence, values promoted in the family.

The family establishes the child’s morality, determines their ideals, spiritual values,
forms their attitude towards work, promotes such important vital qualities as love for
people, receptivity and affection, skill and the desire to be tolerant.
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Factors influencing the child in the family can be conventionally structured into
three categories:

1. the social microenvironment of the family, in which the children come into contact
with social values and roles, and learn about the complex and contradictory nature
of the contemporary world;

2. inter- and extra-familial activity, especially everyday work, being an essential way
of human social integration and getting to know the future activity of life;

3. the parents’ educational activity.

It is crucial to ensure the parents’ responsibility for the children’s education, their train-
ing to achieve this work of utmost importance. It is up to the teachers to have individual
discussions with family members who do not fulfill their obligations towards their child.

Here the parents’ associations could be co-opted, whose basis can become both the
educational institutions and the local public administration. New forms of family inter-
action with preschool institutions, schools, social, cultural, medical institutions, legal
bodies, etc. are to be applied.

One of the objectives of updating the educational function of the family is to in-
clude parents in the educational activity of the educational institution. This process is
effective if parents are involved with the help of their children, when all educational
actors participate in the achievement of common objectives.

Each person is born and develops in such a way that they acquire some psycho-
physical, especially psychic, special, particular characteristics that make up the individ-
uality. Contemporary pedagogy admits both the existence of individual psychological
peculiarities that obviously distinguish some people from others, as well as the exist-
ence of individual peculiarities relatively common to some groups of people. From this
perspective the differentiated treatment of learners emerged in relation to their age and
individual characteristics.

School is the main link in the formation of each child’s personality that is required
to treat each child individually in order to find their place in the group of learners. This
is where the differentiation and individualization of each student really works so that
they become personalities in the future.

Most of the time the child is in the family. However, school is the place where the
learner acquires knowledge and skills. In a way, school is somewhat ,,obliged” to ensure
adequate conditions to enable each learner to carry out their own optimal development”
[3, p. 34]. This optimistic vision of accessibility presupposes trust and respect for the
learner’s individuality.

The entire educational activity is directed towards the formation of the learner’s
personality in accordance with the social requirements of the time, the main goal being
social integration. If the content and forms of this activity did not take into account the
psychological reality of the child, then it would jeopardize the achievement of the pro-
posed goal, each child’s fulfillment as an individuality.

Every child has an innate educational potential that just needs to be discovered and
made active. This is the holy mission of school, of the educators, because as Comenius
said: ,,It is doubtful if there is a mirror so dirty that it does not reflect images in some
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way; it is doubtful if there is a blackboard so clumsy that we cannot still write something
on it. But if it happens that the mirror is full of dust or stains, before using it we have to
wipe it, and a board that is too rough has to be leveled” [11, p. 87].

School is called to organize the teaching-learning-evaluation process in such a way
as to offer learners their own means of acquiring knowledge and applying it in practice
in a constant and creative way. In the specialized literature, the concept of differenti-
ated learning has been approached from multiple perspectives: learning optimization
strategy, dynamic process, fundamental instructional category, direction of teacher’s
competence training. The issue of differentiated instruction is not new, but only the ap-
proach to it.

The following requirements must be met in the organization of differentiated and
individualized learning in school:

— the learners’ initial knowledge;

— the learners’ achievement of educational objectives, adapting the methodology
to individual peculiarities;

— organizing the differentiated learning in all types of activities and throughout
the teaching-learning process;

— avoiding overloading and underloading;

— differentiated training of both children with learning difficulties and those with
special needs;

— combining the differentiated and individual activity with the group activity,
thus favoring the enhancement of the learning activity, but also the learner’s
relationship, the formation of the capacity for cooperation and competition.

Differentiated instruction is not a single strategy but rather a framework that teach-
ers can use to implement a variety of strategies, many of which are evidence-based.
These evidence-based strategies include:

» employing effective classroom management procedures;

» grouping students for instruction (especially students with significant learning
problems);

* assessing readiness;

* teaching to the student’s zone of proximal development.

Although differentiated instruction shows that the approach has positive effects on
learning. Using the kinds of evidence-based strategies listed above, teachers who dif-
ferentiate instruction often:

— use a variety of instructional approaches;

— alter assignments to meet the learner’s needs;

— assess learners on an ongoing basis to determine their readiness levels;

— use assessment results to adjust instruction as needed]

— provide a variety of options for how students can learn and demonstrate their
knowledge;

— strive to make lessons engaging and meaningful;

— employ different grouping formats for instruction (for example whole-class,
small groups, independent instruction) and use flexible grouping.
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The students and their environment make up a dynamic unit within which the de-
velopment process is completed, along two directions of evolution:

* socialization process: through which the little being assimilates social-histor-
ical experience;
» process of individualization: specific structuring of personality characteristics.

The defining characteristics of a person is that of being not only a product of natural
biological evolution, but primarily of a social and cultural shaping of the personality.
Outside the culture and social environment, the individual would not become a human
being in the full sense of this term, but a ,,hominid” rather poorly adapted in the strug-
gle for existence. Language, thinking and will are not intrinsic characteristics of the
biotype, but a result of the process of social insertion.

In this regard, the experience of the 52 wolf children (isolated cases of human
beings lost at an infantile age were adopted by animals and raised together with their
cubs), discovered at different ages and degrees of evolution in several countries of the
world. Thus, it was found that none of them had specific human traits: walking biped-
ally, articulated language, logical behavior, affective or volitional evolution. The case
of the two little girls, Amala and Kamala, is famous, discovered in a tropical forest in
a completely animal state and then raised in an orphanage. Amala did not survive long,
and Kamala did not master biped walking and used a limited vocabulary - about 40
words after 7 years of efforts at the age of 17.

In this way, we have strong arguments on the decisive role of learning and so-
cialization in the formation of human personality. At the same time, we must not forget
the fact that the socializing action is possible, because the human being is structurally
educable from the beginning. The American psychologist N. Kellog, wanting to pro-
vide a complementary experiment on wolf children, raised a chimpanzee, Goa, with
his 10-month-old son Donald. The two beings were treated as identically as possible
for 10 months. Despite this fact, the baby animal became a semi-trained monkey, while
Donald — an ordinary child.

As a particular form of development, the mental and physical development of the
individual includes both purely quantitative stages of evolution - growth, as well as the
qualitative process of maturation, i.e. of the transition, for example, from the infantile to
the adult pattern of the personality. It is particularly important that the task of education
and training must be the transformation of individuals into personalities, which corre-
spond to the educational ideal of our society.

Differentiating training techniques aim at grading school tasks, according to in-
dividual possibilities and each individual pace of development, so that the efficiency
is ensured for all. We can underline, in this sense, the particularly important role of
the teaching staff in generating a climate of confidence in the individual’s possibilities
in order to combat the inferiority complex experienced by many of those who cannot
achieve high performances and also to combat the attitude to standardize learning and
development conditions for individuals capable of performance.
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L’enseignement est un métier universel. C’est le métier qui s’exerce presque partout
depuis I’Antiquité. La connaissance des éléments du savoirs professionnel de I’enseigne-
ment est essentielle et permettrait a ce dernier d’exercer son métier avec encore plus de
compétences. Que se passe-t-il quand le maitre enseigne ? Que fait-il précisément pour
instruire et éduquer les jeunes ? Que faut-il savoir pour enseigner ? A ces questions et a
une série d’autres probléemes, nous nous proposons de trouver des solutions et venir avec
des approches pédagogiques. Or la pédagogie ne peut occuper pleinement sa place que
dans la mesure ou elle devient un lieu ou se construit le savoir. La pédagogie doit réfléchir
sur elle-méme, elle doit devenir un lieu d’échange entre ceux qui s’y intéressent : les en-
seignants, les formateurs de maitres et les chercheurs. En ce sens, il faut rapprocher les
rives afin d’éviter la dérive.

Mots-clés : enseignement, pédagogie, savoirs, se professionnaliser, apprentissage

Dans cet article on va tenter de démontrer I’importance de ce métier, qui est I’en-
seignant. Plusieurs le soutiennent encore, qu’enseigner ne consiste qu’a transmettre
une matiére a des €léves. Le savoir nécessaire pour enseigner ne se réduit a la seule
connaissance du contenu disciplinaire. Celui qui enseigne sait bien qu’il faut plus que
simplement connaitre la matiére méme si cette connaissance est essentielle. Il sait qu’il
doit aussi planifier, organiser, évaluer. Penser qu’enseigner ne consiste qu’a transmettre
une matiére a des éléves, ¢’est réduire une activité aussi complexe que I’enseignement a
une seule dimension. Pour tout dire, la seule connaissance de la matiére ne fait pas tout
le savoir du magister.

Les autres soutiennent aussi, qu’enseigner n’est qu’une affaire de talent. Cela s’ex-
prime par cette sentence entendue si souvent : » enseigner, tu I’as ou tu ne 1’as pas ».
Bien str que le talent est indispensable a 1’exercice de n’importe quel métier et qu’en
I’absence du talent toute performance est limitée. Cependant, il ne faut pas oublier que
le talent seul ne saurait suffire, le travail et la réflexion qui I’accompagne lui sont un
support essentiel.
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Un grand nombre soutiennent qu’enseigner s’apprend par essais et erreurs. La
grande majorité d’enseignants témoignent qu’ils ont appris leur métier par expérience.
Le savoir d’expérience occupe une place trés importante dans I’enseignement, comme
dans toute autre pratique professionnelle d’ailleurs. En méme temps, ce savoir d’ex-
périence ne peut constituer la totalité du savoir enseignant. Il doit étre alimenté des
évenements présents et inventer des solutions nouvelles. Cependant, dans sa pratique
pédagogique, I’enseignant ne peut tout acquérir par expérience, il doit posséder un cor-
pus de connaissances qui 1’aideront a ‘”’lire”’ la réalité et a y faire face. [1, p,16]

Une autre manicre d’envisager 1’enseignement est la culture. Un professeur cultivé
serait garant de 1’apprentissage de ses ¢leves. Chaque enseignant a en téte quelques
grands professeurs dans son propre parcours scolaire qui étaient des exemples de la
culture. Le savoir culturel est bien siir essentiel dans I’exercice du métier, mais il ne faut
pas lui réserver la part exclusive.

Clermont Gauthier [1, p.19] remarque que le défi de la professionnalisation auquel
nous sommes désormais confrontés dans I’enseignement nous oblige a éviter ces deux
erreurs d’un métier sans savoir et de savoirs sans métier. Il est certain que fonder 1’en-
seignement sur la connaissance de la matiére, I’expérience, le talent ou la grande culture
ne favorise en aucune fagon la formalisation de savoirs et de savoirs-faire spécifiques
pour exercer le métier. A notre avis il est beaucoup plus signifiant de penser I’enseigne-
ment comme la mise en action de nombreux savoirs construisant une sorte de réservoir
dans lequel I’enseignant puise pour répondre a ses questions précises. Dans cet ordre
d’idées, C. Gauthier propose une série de savoirs qui aide I’enseignant dans son activité
pédagogique.

SAVOIRS

SAVOIRS

SAVOIRS

SAVOIRS

SAVOIRS

SAVOIRS

Disciplinaires
(La matiére)

Curriculaires
(Le pro-
gramme)

Des sciences
de I’éducation

De la tradition
pédagogique
(La coutume)

D’expérience
(La jurispru-
dence privée)

D’action péda-

gogique
(La base de

connaissances
en enseigne-
ment ou la
jurisprudence
publique vali-
dée)

Une discipline d’étude fait I’objet de nombreuses transformations pour devenir un
programme d’enseignement. L’institution d’enseignement sélectionne et organise cer-
tains savoirs produits par les sciences et en fait un corpus qui sera enseigné dans les
programmes éducationnels. Ces programmes sont élaborés par d’autres acteurs que les
enseignants, souvent des fonctionnaires d’Etat ou des spécialistes des diverses disci-
plines. La détermination d’une base de connaissances en enseignement, par la spécifica-
tion des savoirs d’action pédagogique, est actuellement un probléme crucial qui mérite
d’étre pris en considération. Il est important d’en examiner les enjeux, d’en formuler la
problématique et d’en estimer les résultats.
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Les termes comme éducation, pédagogie, didactique, enseignement, instruction
sont utilisés depuis des années et leurs significations parfois s’opposent. Dans notre
recherche nous allons essayer de faire lumicre a ce sujet.

Premic¢rement, il faudrait dire que le terme « éducation » représente I’action exer-
cée par les générations adultes sur les jeunes générations, afin de susciter chez ces der-
nicres des transformations physiques, intellectuelles et morales estimées désirables par
la société. C’est la définition classique de Durkheim [1, p.94]. L’éducation vue ainsi,
précise le chercheur, ne se déroule pas qu’a 1’école, mais dans la famille, dans la société
en général. L’école comme type d’organisation sociale particuliére, produit une action
originale qui lui appartient en propre. En plus d’éduquer, I’école est mandatée par la
société pour « instruire ». Elle doit transmettre un certain nombre de savoir-faire qui ne
peuvent étre donné ni dans la famille, ni dans les autres institutions sociales. Les ensei-
gnants sont les acteurs mandatés, pour exercer les fonctions d’éducation et d’instruction
al’école. Ils occupent un espace spécifique dans 1’école, la classe ot ils transforment un
certain nombre de valeurs et de contenus culturels aux jeunes.

Poursuivant notre étude des concepts, il faut souligner que dans la classe, 1’objet
d’étude est la relation enseignement-apprentissage. Aprés avoir analysé plusieurs dé-
finitions de la didactique, Altet [2, p.13] offre une solution intéressante suggérant de
réserver le terme didactique a tout ce qui concerne les contenus disciplinaires et 1’ap-
prenant comme sujet d’apprentissage.

Certains semblent soutenir que la didactique se déroule dans un temps différent de
la pédagogie. Par exemple, pour Astolfi « la didactique travaille en amont de la réflexion
pédagogique » et « s’arréte a la porte de la classe. » [2, p.17] Altet critique cette position
parce que pour elle, la didactique ne se limite pas a ce qui précéde 1’action, elle a aussi
a voir avec ce qui se passe dans la classe. Selon Altet, tout ce qui touche aux pratiques
enseignantes et aux relations entre les acteurs reléve du domaine de la pédagogie. Dans
cet ordre d’idées, chacun considere 1’éléve différemment : 1’éléve du didacticien, ¢’est
I’apprenant alors que celui du pédagogue, c’est le groupe, le collectif de la classe qu’il
doit instruire et éduquer. Pour Altet, pédagogie et didactique ne recouvrent chacune
qu’un versant de la réalité du couple enseignement-apprentissage : « Didactique et pé-
dagogie sont deux approches complémentaires dans 1’analyse du processus enseigne-
ment-apprentissage qui cherche a produire des savoirs pour comprendre les pratiques
d’enseignement et d’apprentissage » [2, p.17].

Dans notre concept, la didactique, c’est la transmission de la mati¢re, tandis que
la pédagogie c’est la gestion, la communication, les relations interpersonnelles dans la
classe. Mais il ne faut cependant pas, nier ici I’importance de I’éléve et de 1’apprentis-
sage dans I’étude de la pédagogie. Plus encore, Doyle [3, p.39] parle de deux taches ma-
jeures que ’enseignant doit réaliser. La premicre tache c’est I’enseignement des conte-
nus : couvrir le programme, s’assurer que les divers ¢léments sont maitrisés, donner
le gotit des études des diverses maticres. Bref, c’est de I’instruction. La seconde tache
concerne les fonctions de gestion de la classe : I’enseignant doit organiser ses groupes,
établir des régles et procédures, réagir aux comportements inacceptables, enchainer les
activités, etc.
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D’apres Shulman [4, p.8] « Deux types de programmes sont suivis, deux types de
curriculum sont négociés. Un des programmes concerne les aspects organisationnel,
interactionnel, social et de gestion de la vie de classe. Le deuxi¢me est la tache sco-
laire, les devoirs scolaires, le contenu des cours et le curriculum. Ces deux programmes,
ces formes de transmission pédagogique, sont au coeur de 1’entreprise éducative ; en
d’autres termes, ils recouvrent deux fonctions pédagogiques fondamentales exécutées
par ’enseignant : instruire et éduquer ».

La majorité des enseignants procurent aux ¢léves une certaine quantité de pratique
guidée, mais les enseignants les plus efficaces y consacrent plus de temps et en font une
stratégie d’enseignement explicite. Les enseignants considérés comme les plus efficaces
accordent en moyenne une moiti¢ de la legon a la démonstration et la pratique guidée,
tandis que les moins efficaces y consacrent seulement 10 minutes en moyenne. On ad-
met actuellement que les enseignants stimulent la motivation des éléves et favorisent
leur apprentissage s’ils enseignent des stratégies cognitives et métacognitives leur per-
mettant de superviser eux-mémes leurs démarches d’acquisition et de compréhension
des connaissances. De plus, les recherches montrent que les éléves apprennent mieux
quand les enseignants les stimulent a activer leurs stratégies de création de sens et les
autres composantes cognitives et métacognitives de 1’apprentissage.

Les recherches sur I’enseignement laissent entendre que 1’importance de la relation
entre 1’enthousiasme manifesté par les enseignants et la réussite des éléves est clai-
rement établie. « Ainsi, I’enthousiasme de 1’enseignement se manifeste par plusieurs
signes : voix rapide, timbre aigu, variation de I’intonation, mouvement dansant et large
des yeux, gestes fréquents et démonstratifs, mouvements de corps empreints de théa-
tralité, expressions faciales émotives et variées, emploi d’un vocabulaire vivant, ac-
ceptation immédiate et enthousiaste des idées et des sentiments, démonstration d’un
degré ¢élevé d’énergie ». [1, p.188] En conclusion, on peut affirmer que les classes ou
la motivation des ¢l¢ves est ¢levée, sont celles ou les enseignants se montrent capables
d’amener chacun a générer sa propre motivation d’apprendre. « Cette entreprise peut
avoir du succes si les enseignants se montrent trés engagés dans la tache et s’ils savent
faire comprendre par leur intonation, que le contenu du matériel qu’ils présentent mérite
une attention particuliére », constate Brophy [5, p.27]

« Le pluralisme méthodologique dans la recherche en éducation devient une posi-
tion faisable et justifiée lorsqu’une nette distinction est établie entre la production ou la
genese des connaissances, d’ une part, et I’utilisation ou I’application des connaissances,
d’autres part », affirme Fenstermacher [6, p.43]. La logique de I’utilisation des connais-
sances se situe en contexte réel d’action ou I’enseignant doit intervenir et faire appel a
ses savoirs produits par la recherche. Pour Fenstermacher [6, p.43] on ne doit pas tendre
vers 1’application des résultats de recherche par I’enseignant, mais plutot viser a ce que
ce dernier modifie sa rationalité pratique a I’aide de ses résultats.

Pour continuer ’idée, il faut constater que le pilote de I’apprentissage est I’¢leve lui-
méme qui construit ses propres connaissances. Chaque apprenant dispose de connais-
sances et de compétences avec lesquelles il va construire des connaissances nouvelles
pour résoudre des problémes qui lui pose I’environnement. Dans cet ordre d’idées, on
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peut se demander sur la place effective tenue par ['usage des TIC [technologies de I’in-
formation et de la communication] dans le triangle « Savoir/enseignant/éléve » sachant
que la relation traditionnelle est transformée du fait que 1’apprenant est face a la ma-
chine et non a I’enseignant. Pour apprivoiser le caractére innovant des TIC nous nous
sommes inspirés des cinq recommandations de Gui Pelletier [7, p.131] :

1. Prendre en compte les pratiques actuelles ;

2. Reconnaitre qu’il n’y a pas d’innovation réelle s’il n’y a pas de transformation de
pratiques ;

3. Chercher a mieux s’instrumenter dans les domaines de la gestion du désordre et du
management des situations complexes ;

4. Reconnaitre que le tdtonnement, 1’incertitude et la rationalité floue suscitent des
résistances et des craintes légitimes a tout processus de changement réel ;

5. Aborder I’innovation comme un engagement dans une démarche collective dans la-
quelle le sens du changement se construit de maniére progressive et non pas comme
un but déterminé a atteindre.

L’introduction des TIC dans I’enseignement et I’apprentissage nous méne vers le
constat que les apprenants ont I’occasion de planifier, de gérer et de controler le dérou-
lement de leurs activités d’apprentissage. Ainsi ce mode d’apprentissage met en ceuvre
leur autonomie et leur responsabilisation. Par conséquent, 1’enseignant réussit a relever
le défi d’une pédagogie favorisant [’autonomie et la motivation des apprenants grace
aux interactions et aux échanges socioconstructivistes. De méme qu’en comparaison
avec la situation d’apprentissage « conventionnelle », la plupart des éléves manifestent
un intérét spontané et plus grand pour les activités d’apprentissage qui font appel aux
technologies

Cette approche innovante de la relation enseignant/apprenant consiste a considérer
I’enseignant comme simple médiateur entre la machine, détentrice du savoir, et I’appre-
nant, acteur de ses apprentissages. De ce fait, I’intégration des TIC dans 1’enseignement
amene des changements qui affectent tant I’enseignant que 1’apprenant. A ce sujet F.
Messaoudi rappelle deux définitions complémentaires de I’enseignement/apprentissage.
[8, p.132]

D’une part, G. Brown et M. Atkins [1988] considére 1’enseignement « comme la
mise a disposition de 1’¢éléve d’occasion ot il puisse apprendre. C’est un processus inte-
ractif et une activité intentionnelle. Les buts...peuvent étre des gains dans les connais-
sances, un approfondissement de compétences en résolution des problémes ou encore
des changements dans les perceptions, les attitudes, les valeurs et le comportement ».

D’autre part, R. B. Kozman [1991] résume ’acte d’apprendre comme suit : « [’ap-
prentissage peut étre vu comme un processus actif et constructif au travers duquel I’ap-
prenant manipule stratégiquement les ressources cognitives disponibles de fagon a créer
de nouvelles connaissances en extrayant 1’information de I’environnement et en 1’inté-
grant dans sa structure informationnelle déja présente en mémoire ».

Nous considérons que 1’apport des TIC est majeur au niveau de la motivation des
apprenants mais lance également un double défi du savoir et du savoir-faire. En effet,
affirme F. Messaoudi [8, p.132] « les sociabilités engendrées en ligne ont contribué
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trés efficacement a I’apprentissage. Les résultats obtenus sont satisfaisants a différents
niveaux : cognitif, pédagogique et métacognitif ».

De plus, I’efficacité pédagogique des nouveaux outils pédagogiques et didactiques
vient du fait qu’ils sont élaborés de manicre a atteindre des objectifs qui dépasse la
simple acquisition de connaissances ou des régles a appliquer, mais ils touchent égale-
ment les attitudes et les comportements requis des apprenants pour s’intégrer dans leur
milieu socioculturel. Ensuite, pour maitriser le processus d’apprentissage se basant sur
les TIC, on devrait considérer le role et la maitrise des connaissances antérieures, le
caractére interactif et coopératif de 1’apprentissage, les roles assumés et partagés par
I’ensemble de la communauté éducative, professeurs, éléves et institutions.

Vers la fin de notre analyse, nous voulons mentionner que ’activité de 1’enseignant
ne découle pas de jugements scientifiques au sens étroit du terme, mais se rapproche par
plusieurs aspects des modalités du jugements juridique ; en d’autres mots, comme 1’en-
seignant procéde souvent par analogie et que les savoirs pédagogiques qu’il mobilise
ont quelque chose a voir avec les savoirs juridiques, le pédagogue est davantage juge
que savant. Le maitre, comme le juge, est obligé de juger, il ne peut échapper, ce n’est
pas la loi qui I’oblige mais la situation pédagogique qui lui commande sans cesse de le
faire. Le maitre juge mais ses jugements sont gardés dans le secret de sa classe. Il juge
en privé, sa jurisprudence est secréte, constate C. Gautier. [1, p.231] « Son jugement et
les raisons qui les sous-tendent ne sont jamais connus. Son expérience est cachée et il la
garde pour lui. La jurisprudence pour laquelle nous plaidons serait donc la mise au jour
de ce savoir d’expérience des enseignants. Il faut travailler a rendre public le jugement
des maitres et les motifs qui les sous-tendent, pour formuler des lois d’enseignement,
pour formaliser et institutionnaliser la loi ». Le maitre devra constamment juger en
tenant compte de ’ensemble du contexte et de ses dimensions contradictoires. C’est la
son role de créateur et de chercheur.

Comme nous 1’avons déja dit plus haut, ’activité pédagogique ne découle pas de
jugements scientifiques mais se rapproche beaucoup plus des modalités du jugement
juridique. Autrement dit, les savoirs pédagogiques ont quelque chose a voir avec les
savoirs que 1’on retrouve en droit et, par conséquent, le pédagogue doit étre pergu da-
vantage comme juge que comme savant. Les jugements de I’enseignant demeurent au
secret de sa classe. Et comme il juge en privé, sa jurisprudence reste secréte. Dans ce
sens, nous plaidons ici pour un savoir d’expérience des enseignants rendu enfin public,
pour la constitution d’une jurisprudence pédagogique.

En guise de conclusion, nous venons de mentionner que dans cette quéte d’humani-
sation de la démarche d’enseignement/apprentissage il faut mettre 1’accent sur 1’ensei-
gnant : un bon enseignant « sait » et « fait » mais surtout « est ». En plus de la maitrise
de la méthodologie et de la langue il aura besoin de travailler sur sa propre intelligence
émotionnelle. A coté du développement professionnel, le développement personnel de-
vient capital. On avait abandonné 1’idée de la recherche d’une méthode parfaite consi-
dérée comme une sorte de « pierre philosophale ». Comme I’explique Stevick [9, p.52]
« si un enseignement approprié¢ d’un point de vue affectif se met en route, I’atmospheére
est tout de suite trés positive donc favorable a 1’apprentissage ». En plus de cela il faut
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que I’enseignant ait bien conscience des besoins de I’apprenant. « Une bonne affectivité
sans prise en compte des besoins serait de la manipulation mécanique, mais dans la
mesure ou on unit les deux parties, on arrive a quelque chose de beau et d’efficace ». [8,
p-45] Ce ne sera pas pierre philosophale des alchimistes, mais il y aura une merveilleuse
alchimie dans la classe.

10.
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The article focuses on the dynamics of the evolution and constitution of French techni-
cal-scientific terms in correlation with extra-linguistic realities. The author combats cer-
tain criteria of terminologisation such as neosemanticism and the lack of synonymy, by
proving by dint of examples that technical-scientific terms are polysemous and attest to
synonyms. The dynamics of the spheres of scientific terminology is also due, according to
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Schimbarile scalare ale terminologiilor, conditionate de restructurarea simultana a
paradigmei notionale din domeniul referential este motivata de fiecare data, dupa cum
am putut sa remarcam prin studierea terminologiei franceze a telecomunicatiilor si te-
lefoniei, de factorul extralingvistic al aparitiei unui mijloc tehnic nou. Un alt factor
extralingvistic, ce stimuleaza saltul diacronic (Piotrowski, Bektaev, Piotrowskaja 1985,
p. 36 -45), in primul rand in campul terminologic, iar apoi in sistemul terminologic, il
constituie descoperirea unor fenomene noi in naturd sau manifestarea conceptiilor sti-
intifice principial novatoare (Besse 1982, Gesche 1994, Gaudin 2000). Drept exemplu
poate servi reconstruirea la finele secolului XIX si in prima jumatate a secolului XX a
terminologiei fizicii atat in limba franceza, cat si in alte limbi ale lumi.

Totusi, astfel de salturi dinamice sunt observabile nu in toate terminologiile. Di-
namica terminologiilor stiintelor umanistice, care nu depind in mod direct de factorii
extralingvistici, nu prezinta reconstruiri scalare simultane. Dezvoltarea acestor termi-
nologii are loc intr-un mod non-linear, non-omogen, contradictoriu si are loc intr-un
tempo mai lent in comparatie cu terminologiile tehnico-stiintifice. In sferele terminolo-
gice schimbarile semnificatiilor si formelor ULT la exterior par sa semene cu miscarea
brouniana a particulelor in mediul gazos sau lichid.

In acelasi timp, trebuie sa verificim daci salturile diacronice observate in termino-
logiile ierarhic organizate, precum cea a telecomunicatiilor si telefoniei, duc la cristali-
zarea imediata §i stabilizarea sistemica. Reiesind din cele spuse mai sus, ne vom referi
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la descrierea proceselor microdinamice, care pot fi observate in baza terminologiilor
tehnico-stiingifice si umanistice franceze.

Fondatorii stiintei terminologice (Felber 1979: 20 - 32; Wiister 1974, 1979, Lotte
1993a: 159 - 289 b 1993b: 190 — 205) afirmau ca in varianta ideala fiecare termen tre-
buie sa se caracterizeze prin trasaturi bazice precum monosemantismul, independenta
contextuald, lipsa sinonimelor si marcajul stilistic zero, caracterul non-contradicto-
riu al reflectdrii de cdtre termen a conceptelor notiunii, cdt si definitia si precizia sem-
nificatiei.. Aceste postulate au fost acceptate irevocabil de toate comisiile terminologi-
ce, care se ocupau de reglementarea si standardizarea atat a terminologiilor nou formate,
cat si a celor deja existente. Materializarea completa a criteriilor enumerate in diversele
sfere terminologice ar fi trebuit, dupa parerea terminologilor teoreticieni, pe de o parte,
s lichideze asimetria formei si continutului Tn metalimbajele tehnico-stiintifice, iar pe
de alta parte, sa blocheze fluctuatiile deliberate si non-controlabile, dar si modificarile
serioase in campurile terminologice si sistemele terminologice ale unor sfere termino-
logice. Sd examindm in continuare cum se realizeaza criteriile susmentionate ale teoriei
terminologice in unele sfere terminologice franceze.

Sinonimia. Fenomenele complexe de manifestare a sistemului limbii nu pot sa se
reduca la intelegerea simplista a sinonimiei ca echivalare a semnificatiilor unor lexeme
diferite ca forma (Marouzeau 1951; The Encyclopedia... 1993). Lucrul cu textele teh-
nico-stiintifice si dictionarele terminologice ce acopera diverse domenii referentiale ne
demonstreaza ca in pofida eforturilor normalizatorilor terminologi, cerinta de a exclude
sinonimia este mereu incalcata in practica functionarii termenilor in limba franceza. In
acest sens vom evidentia faptul cd anume notiunile generice, de baza si obiectele acestor
domenii referentiale capata semnificatii diverse. Astfel, in DR ,,Programare” si ,,Tehni-
ca de calcul” notiunea referat este parafrazata prin sinonimele abrégé si résume. Termi-
nologia militara este si ea caracterizatd de fenomenul sinonimiei, de exemplu, notiunea
fundamentala tanc este redata de lexemele char, char d’assaut, char de combat, tank.
Sinonimia este pe larg raspandita si in terminologia automobilului, sd comparam seriile
terminologice carburateur — carburo (carburator); pont moteur avant, pont avant, pont
AV, train moteur avant (podul anterior al motorului); 7CD - tampon cylindrique double
(tampon cilindric dublu) s.a.

Sinonimia terminologica este mai cu seama reprezentatd in domeniile referentiale
ale stiintelor umanistice, asupra carora eforturile comitetelor si organismelor de standar-
dizare a terminologiilor nu se extind. Drept exemplu pot servi discrepantele sinonimice
in terminologia lingvistica franceza. De exemplu, /inguistique alaturi de science de la
langue — lingyvistica, linguistique appliquée - industrie de la langue — lingvistica aplicata,
sau semiotique — sémiologie — semiotica, cat si unité de discours - unité de parole — uni-
tatea discursiva, unité de vocabulaire - vocable - vocabula. Pentru desemnarea construc-
tiilor de tipul ¢ ’est...qui, ¢ est...que 1n literatura gramaticii franceze sunt utilizate 8 sino-
nime: la mise en propos, la mise en relief, la mise en valeur, le clivage, les phrases clivée,
le détachement, le présentatif, le tour de présentation (Dgbska-Prokop 1995, p. 39 - 40).

Pentru analiza mecanismelor, ce functioneaza in interiorul sistemului terminologic,
notiunea generalizata de sinonimie, pe care am utilizat-o, nu este suficient de plauzibila.
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Problema e ca notiunea de sinonimie este destul de largd si cuprinde multe tipuri de
similitudine semantica intre unitatile lexicale. Luarea in considerare a acestei sinonimii
multiaspectuale ne ajutd sa descoperim esenta proceselor semiotice dinamice, ce au loc
in interiorul unui sau altui sistem terminologic.

Sinonima in domeniul notional-referental “Telefonia”. in pofida faptului ci sfe-
ra terminologica a domeniului notional-referential ,, Telefonia” este in vizorul perma-
nent al comisiilor terminologice, 1n sistemul ei termnologic observdm cele mai multe
tipuri de termeni echivalenti din punct de vedere semantic. Sa examindm deocamdata
bransa stanga a grafului clasificator, reprezentat in desenul 1. Sa incepem cu sinonimele
absolute, ce includ varinatele si dubletele.

Variantele termenilor apar in rezultatul schimbarii doar a formei termenului cu pas-
trarea intensionalului si extensionalului unitatii terminologice initiale. Drept exemplu
pot servi abrevierile de tipul 7é/é de la télévision — televiziune; T.S.F. de la télégraphie
sans fil — radiotelegrafie, radio; FM de la modulation de fréquence — modulatie de frec-
venta. Tot aici se raportad si constructiile eliptice, care apar in rezultatul compresiunii
lexemelor initiale, sa comparam: macro de la macro-insruction sau bureau automatique
de la bureau central automatique ce vine la randul sau de la bureau central téléphonique
a services automatiques — statie telefonica automata.

E cazul sa deosebim variantele de dublete, care sunt totodata si sinonime absolute.
Dubletele nu au doar o forma completamente distinctd de forma initiald a unitatii ter-
minologice, ci pot sd contind si un set de caracteristici intensionale care nu se cuprind
in termenul initial, s comparam: teléphone sans fil - téléphone portable - téléphone
portatif - téléphone de poche - télephone mobile — telefon mobil; téléphoniste - standar-
diste - opératrice — telefonsita. Cate odata sinonimele —dublete apar drept rezultat al de-
codarii termenilor eponimici, creati in baza numelor proprii si care au o intensionalitate
sdracd, sa comparam: appareil Baudot > appareil rythmique a cing moments de Baudot
— aparatul de dactilografiat a lui Baudot; bélinographe > phototélégraphe — fototelegraf.

Aparitia termenilor—dublete poate fi legata si de schimbarea sau largirea volumu-
lui informational al notiunii generice. latd de ce termenul vechi este inlocuit cu termenul
nou, cel care reflectd mai plauzibil si mai exhaustiv intensionalitatea notiunii: termenul
taxiphone (1933) — telefon automat - a fost substitut de termenul publiphone (1983). Fe-
nomenul dubletelor sinonimice survine In rezultatul imprumuturilor de termeni anglo-
saxoni — sd comparam dubletele: PC, code Pin, Web si Net alaturi de termenii francezi
initiali ordinateur de bureau, code secret si toile. In sfarsit, in calitate de dublete sunt
utlizate si simbolurile non-verbale @= adresse de courrier électronique sau www. =
adresse Internet.

Cat priveste sinonimele conventionale, In DR ,,Telefonia” ele nu sunt frecvent fo-
losite. In calitate de exemplu vom cita binomul téléphone mobile /telefon mobil si mo-
bile/un mobile, care pastreaza alaturi de semnificatia noud telefon mobil si semnificatia
traditionald stimul, si binomul micro-ordinateur si micro — micro-calculator si totodata
microfon (TLF). In schimb in terminologia stiintelor umanistice sinonimia conventio-
nala este foarte larg raspanditd. De exemplu, in terminologia saussuriana /langage este
tratat drept suma notiunilor langue — sistemul limbii si parole — limbaj (Saussure 1995,
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P. I, chapitre V) in lucrarile discipolilor lui si a sustinatorilor teoriei sale ULT /angage
populaire si langue populaire apar drept sinonime conventionale.

Asa dar, in pofida eforturilor teoreticienilor in domeniul terminologiei si actvita-
tii de standardizare regulamentare a termenilor, sinonimia acestora e atestata in toate
sferele terminologice. Observarile efectuate asupra functionarii termenilor atat tehnico-
stiintifici, cat si ai DR al stiintelor umanistice ne permite sa afirmam ca aparitia echiva-
lentelor, dubletelor sau sinonimelor se datoreaza, in principiu, urmatorilor factori:

1. Sinonimia termenilor serveste drept mijloc de augmentare a calitatii stilului expu-
nerii materialului de popularizare stiintifica, asigurand varietatea arsenalului de ex-
primare. Aceasta tendintd poate fi ilustrata prin contextul urmator (cu referire la DR
,,Tehnica de calcul”):

La nouvelle generation de Pentium III debarque dans les ordinateurs portatifs de
Toshiba. Toshiba adopte le dernier raffinement technologique d’Intel: le nouvel proces-
seur Pentium III avec la technologie Speed-step, capable de preserver [’autonomie de
la batterie des notebooks. Lorsqu’ils sont branches sur le secteur, les portables dotes
de cette recente puce fonctionnent a pleine vitesse (L’ordinateur individuel N115, mars
2000: 56).

2. Economia lingvica dicteaza inlocuirea ULT exagerat de complexe prin variantele
lor siglizate. Aceasta tendinta este pe larg prezentata in metalimbajul ,,Telefoniei”,
care se caracterizeaza prin abundenta formantilor polisinaptici si abrevieiri atat in
comunicarea profesionald, cat si in documentele oficiale. De exemplu, termenul ré-
seau (m) numérique a intégration de services — retea telefonica digitald multifuncti-
onala are doua variante Numéris si RNIS, obtinute prin abreviere.

3. Dezvoltarea non-uniforma a terminologiilor din diverse DR in diferite limbi condi-
tioneaza la prima etapa aparitia termenilor imprumutati, iar mai apoi a termenilor in
limba materna pentru desemnarea uneia si aceleiasi notiuni. De exemplu, notiunea
,,mijloace de programare” a fost desemnata la inceput de anglicismul soft, care trep-
tat este eliminat de galicismul /ogiciel si franco-anglicismul ¢/c equipement soft.

4. Unii termeni sinonimici la prima etapd sunt mentinufi in limba gratie faptului ca
fiecare din ei atesta noi nuante semantice aditionale. De exemplu, in trecut dubletele
semantice c/c réseau interrégional si réseau a grandes distances - retea telefonica
de lunga comunicatie — se mentin gratie diferentierii in practica profesionald, in pri-
mul caz, facandu-se referintd la comunicatiile inter-regionale si in cel de-al doilea
— la marimea distantei.

Mitul monosemantismului terminologic. Afirmatia transanta a unor reprezentanti
ai stiintelor exacte, care nu se ocupa in mod profesional de problemele terminologiei si
ale traducerii informatizate, referitor la faptul ca termenii in marea lor majoritatea sunt
monosemantici, poate fi contestata la prima consultare a dictionarelor tehnico-stiintifi-
ce. Recurgand la dictionare vom constata ca unul si acelasi termen in diverse metalim-
baje are semnificatii diferite. Astfel, termenul francez souris (eng. mouse, germ.Maus),
care are semnificatia ,,mus musculus”, in metalimbajul tehnicii de calcul are o alta sem-
nificatie — dispozitiv pentru introducerea datelor. Totodata, alaturi de polisemia si omo-
nimia Intre domenii, chiar in interiorul unuia si aceluiasi metalimbaj bine normalizat
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se atestd mereu cazuri de polisemie si dublete ale ULT. Asa de exemplu, in metalimba-
jul DR ,,Telefonie si Telecomunicatii” la fiecare pas se intdlnesc termen polisemantici.
In majoritatea cazurilor sursa centrald a acestui fenomen este semioza secundard. Si
comparam: télécommande 1) transmiterea la distantd a unei comenzi prin mijloace de
telecomunicatie; 2) totalitatea de mijloace tehnice prin care se realizeaza o astfel de
transmitere. Ultima semnificatie se extinde pentru a fi completata de inca doua seme:

1. mijloc de orientare a informatiei

2. unirea provizorie a canalelor de telecomunicatie in scopul transmiterii in-

formatiei.

Drept sursd a polisemiei textuale poate servi ambisemia, facultatea termenului de a
functiona in texte, actualizandu-si diversele semnificatii. Aparitia ambisemiei depinde
de factori extralingvistici de natura diferita. Asa, de exemplu, aparitia ambisemiei In DR
examinat este legat de dezvoltarea ei ,,in salt”, in rezultatul careia termenii ,,batrani” ca-
pata semnificatii ,,tinere”. Astfel, phototélégraphie, care desemna in anul 1904 notiunea
fototelegrafie, in 1967capata semnificatia de legatura prin faximil, micro-ordinateur
in 1971 avea semnificatia calculator personal de dimensiuni mici, in 1995 capata si
semnificatia de calculator portabil. In legaturd cu largirea si restructurarea DR unii
termeni ,,batrani” pot corela cu notiunile noi. Sa comparam: tachygraphe (1790) tasi-
graf, telegraf optic — tachygraphe (1967) taxometru de autoscriere; téléphonage (1922)
telefonare — téléphonage (1976) transmiterea telegramelor prin telefon.

In stiintele umanistice, unde terminologiile nu se preteazi reglementarilor artifici-
ale, polisemia termenului si a ULT este pe larg raspandita. Drept exemplu poate servi
interpretarea termenilor fundamentali ai lingvisticii, semioticii si teoriei literare: semn
(eng. sign, fr. signe, germ. Zeichen). Constatam ca acest termen (Piotrovskii 1999, p.
44 - 45; Chingareva-Slavine 2003, p.26 - 30), este utilizat in scrierile filologilor, semi-
oticienilor si logicienilor europenti, cel putin, cu 4 semnificatii:

1. ,,obiect, forma, fenomen, semnal prin care este desemnat, exprimat un alt obiect”

(Mounin, 2004, p.299) sau ,,lucruri materiale ca semne ale alt ceva” (Nauta 1972,

p.. 293, Peirce I, 1931);

2. mijloc de distingere a semnificatiilor in timpul comunicarii (Buyssens 1943, p. 38;
Eco 1988, p. 36 - 29);

3. esentd ideala diadica, ,,fapt fizic... si fapt fizico-mental” psihic in ambele componente,

adica 1n semnificat si semnificant (Saussure, 2004, p.24,; Martinet 1967, pp. 8 - 25);

4. entitate materiala-ideald (element diadic al limbii), ce reprezintd un obiect, o caracte-
ristica, un raport al realitatii, care Inglobeaza unitatea continutului ideatic (semnificat)

si a sunetelor articulate fonematic (semnificant) (Chingareva-Slavine 2003, p. 29).

Spre deosebire de stiintele exacte, care relativ repede gasesc o definitie non-con-
tradictorie si non-ambigua pentru termenii noi (cate odata prin decret ,,fortat”), elabora-
rea definitiilor termenilor stiintelor umanistice, cat si cdutarea semnalului acustic-grafic
adecvat reprezintd un proces indelungat, ba chiar si antagonist.

Drept exemplu elocvent pot servi ,,lecturile” sau interpretarile notitelor lingvistice
ale lui Ferdinand de Saussure, referitoare la perioada 1891-1908 si familiarizarea cu no-
titele cursului sau de lingvistica generala, pe care I-a predat in Universitatea din Geneva
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in anii 1907, 1908-1909 si 1910-1911 (Saussure, 2002). Pentru a completa informatia
despre transformarile in volumul semantic al termenului signe, vom mentiona, ca in
notitele anilor 90 ai secolului XIX si primii ani ai secolului XX cuvantul signe este des
utilizat cu prima sa semnificatie, cea peirciana — obiect, insemn, fenomen (semnal) prin
care este exprimat-desemnat un alt obiect in procesul comunicarii, s comparam: .
quand un pavillon flotte au milieu de plusieurs autres au mat... il a deux existences: la
premiere est d étre une piece d étoffe rouge ou bleue, la seconde est d’étre un signe ou
un objet, compris comme doué d’un sens par ceux qui l’apercoivent (Saussure 2002, p.
54). Mai apoi, autorul elvetian incepe sa accentueze in termenul respectiv semul deo-
sebiri, diferentierii: - ... il n’y a dans la langue ni signes, ni significations, mais des
différences de signes et des différences de signification... (Saussure 2002, p. 70).

Toate aceste ,,lecturi” polifonice nu trebuie tratate drept niste divagari brouniene.
Ele au contribuit la precizarea si constituirea notiunii fundamentale a semiologiei, sem-
nul-signe, care sta la baza lingvisticii secolelor XX-XXI.

Termenul si conotatia lui. Semioza terminologica (denumirea) unei notiuni apa-
rute recent in oricare domeniu referential prevede, de obicei, alegerea unei unitati le-
xicale, in forma interioarda a careia s-ar reflecta nu doar conceptul semic de baza al
notiunii desemnate, ci si semele lui aditionale (inclusiv conotative). Daca este vorba
despre terminologiile stiintelor exacte si despre DR tehnice, in cazul lor, de obicei,
procesul de nominalizare se orienteaza spre semul conceptual de baza al semnificatului
viitoarei unitdfi terminologice. Astfel, de exemplu, in DR , Tehnica de calcul” exista
putini termeni expresiv-metaforici. Vom mentiona cativa de acestia: code-souplisseau
(eng. spaghetti-code — programa nestructuratd), navigateur — programa de vizualizare
(de la navigateur - navigator), sau puce 1) cristal, 2) microschema integrata (de la puce
- purice), souris — dispozitiv de introducere a datelor. In aceste cazuri, expresivitatea
functional-cotidiana a acestor ULT, fiind dictata de forma lor interioara, a existat doar
la etapa incipientd a formarii lor metaforice. Pe masura ce aceste ULT sunt utilizate n
limbajul specializat, incarcatura lor conotativa se pierde ca atare sub presiunea semni-
ficatiilor normativ-terminologice. Specialistul in tehnica de calcul nu se gandeste astazi
la originea metaforicd a termenilor souris, puce s.a.

Totodata, exista astfel de DR pentru care este important impactul emotional al ter-
menului asupra receptorului sau a emitatorului informatiei lingvice. Pentru solutiona-
rea acestei probleme in procesul de nominalizare a notiunilor noi sunt utilizate seme
conotative prin semioza secundard si metaforizare. intr-adevar, in terminologiile cele
mai diverse existd termeni ce poartd amprenta incarcaturii emotiv-expresive. O astfel
de semioza este utilizatd n cazul terminologiilor militare, care folosesc voluntar ter-
meni tehnici ,,inspdimantatori”, de exemplu: SA-321 Super frelon — elicopter militar
de transport (frelon in traducere inseamna ,,gargaun’). Din acelasi grup de termeni ,,in-
spaimantatori” fac parte si marcile de tancuri germane si automobile blindate ale celui
de-al Doilea Razboi Mondial si a Bundesverului - 7iger, Panter, Leopard sau in engleza
cobra, aircobra, flying fortress, mosquito, mustang (marci ale bombardierelor america-
ne din perioada celui de-al Doilea Razboi Mondial). Aceste fenomene sunt desrcise in
detalii in cartea Piotrowski, Popescu et al. 1985, p. 84, 86 - 87.
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Un rol important il joacd marcajul emotiv publicitar in terminologia modei.
Drept exemplu vom cita termenul bikini (de la denumirea geografica Bikini — insule
in Oceanul Pacific, unde a fost experimentatd pentru prima data explozia bombei cu
hidrogen); Kangourou — pulover cu buzunar la burta; jodhpur thuide — pantaloni mulati
pentru hipism. Aceste nuante stilistice sunt sustinute de sufixele diminutive afective
— jupette — fusta foarte scurtd, care acopera partea superioard a coapsei sau robette —
rochita scurta.

Metafafora este pe larg utilizata la formarea unitatilor terminologice din DR ,,Pro-
duse de patiserie” (Cuisine et vins 1987; Larousse de la cuisine 2002). In corpusul
termenilor Intalnim:

1. asociatii dupa forma, de exemplu, gdteau allumette - prajitura in foi lunguiata, ase-
manatoare cu chibritul; barquette — prajitura ovald in forma de barcuta; millefeuille
— torta 1n foi; pain chapeau —prajitura in forma de palarie; pain coiffé, pain collier,
pain cordon, pain en couronne, pain scie, palmier - prajitura in forma de frunza de
palmier, etc.

2. asociatii dupa efecte gustative la om: croquet — biscuite subtire, uscat (de la croquer
— a rontai); puits d’amour — prajitura din aluat 1n foi cu crema (ad literam — fantana
dragostei); vol-au-vent — prajiturd usoara ce se topeste in gura ca vantul.

3. asociatii local-temporale, de exemplu: amusette, amuse-gueule (de la amuser — a
se amuza) — prajituri micute, sandvisuri pentru aperitiv, care sunt servite in timpul
meselor de sarbatoare pentru a suscita pofta de mancare; bouchée — (de la bouche —
gurd) — prajitura sau orice bucdatica de alt produs care poate fi luata in gura; gdteau
week-end — prajitura care poate fi luata la pik-nik in afara oragului in zilele de odihna
(a se vedea anexa).

4. antonomazia, de exemplu, dartois - tortd din aluat in foi cu dulceatd, dupa numele
familiei cunoscute de nobili francezi d’Artois ; gros Guillaume — paine din cere-
ale cu taratd (de la gros Guillaume — taran necioplit); richelieu — soi de prajiturad
in cinstea cardinalului de Ricehelieu; sandwish — sendvici, dupa numele grafului
Sanwish, al carui bucatar a inventat special pentru stapanul sau un fel de mancare,
pentru ca acesta sa poata sa se infrupte fara a se sustrage de la jocul in carti.

5. asociatii toponimice, de exemplu, génoise — prajitura usoara cu crema alba — de la
denumirea Genova; Mont-Blanc — torta, ornamentata cu crema alba (dupa denumi-
rea muntelui Mont Blanc).

Deci, am putut sd ne convingem de faptul ca metaforizarea, ca una din formele
semiozei secundare, este destul de raspandita in calitate de nominalizare in metalimba-
jele diverselor domenii referentiale franceze: cultura, tehnica si stiinta, care, pe masu-
ra dezvoltarii lor, furnizeaza materie conceptuald noud, care necesita sa fie denumita.
Metaforizarea permite nu doar descrierea noilor obiecte si fenomene ale realitatii, ci si
evidentierea caracteristicilor lor imanente, non-observabile la prima vedere.

Procesul metaforizarii terminologice se realizeaza, dupa cum am urmarit, in cateva
etape semiotice.

La prima etapd are loc reperarea referentului ca atare (obiect al lumii exterioare, in
cazul nostru, notiune tehnico-stiintifica).
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La etapa a doua are loc corelarea acestui obiect cu altul, bine descris si bine deter-
minat.

La etapa a treia se realizeaza depistarea si reliefarea semelor complementare, im-
portante pentru descrierea esentei referentului.

La cea de a patra si ultima etapa referentul capatd denumire, ce permite sa fie
transmisa cu exactitate esenta obiectului cercetat prin mijloacele limbii naturale. Acest
proces este bine exemplificat prin cautarea de catre Ferdinand de Saussure a definitiei
pentru termenul ,,semnul lingvistic” (le signe), comparandu-l pe acesta cu drapelul (le
pavillon). Cu alte cuvinte, pe langa functia denominativa, metafora are in textul tehni-
co-stiintific si functia conceptuald, scopul careia este formarea conceptelor noi in sem-
nificatul semnului terminologic. Asa dar, metaforizarea in nominalizarea terminologica
este nu doar un produs, ci si un mijloc de cercetare stiintifica.

Vorbind despre aspectele conotative ale terminologiei, trebuie sa ludm aminte, ca
ele constituie una din sursele de Tmbogatire a limbii literare contemporane. O atare ex-
pansiune terminologica ne demonstreaza ca frontiera intre vocabularul terminologic si
limbajul uzual este foarte incertd. Nu face exceptie nici terminologia franceza a Teleco-
municatiilor si limba franceza literara.

Dupa cum am mai mentionat, nominalizarea terminologica, ce ia nastere in baza
semiozei secundare, contine elementul expresiv, care ia parte la crearea termenului.
Ulterior marcajul stilistic treptat este stramtorat de semnificatiile normative-terminolo-
gice. Insa, incarcitura emotivi a termenului poate sa persiste mai mult atunci cand el
este format de la cuvintele cu marcaj emotiv ce sunt utilizate In limbajul activ: étre a
[’écoute - a asculta (convorbiri telefonice); dextérite- dexteritate; secret téléphonique —
secret telefonic; sau de la cele ce tin de stilul vorbit: frimousse - mutrisoara>frimousse
— mutrigoard zambinda, simbol in posta electronica.

La randul lor unitatile terminologice pot s capete o componenta conotativa la nivel
de vorbire, unde procesul trecerii termenului din uzul special in cel comun, cum am
mai mentionat, se realizeaza in baza triadei: sistemul limbii — sistemul vorbirii — textul
(vorbirea). Sa comparam expresiile:

faire le téléegraphe (anul 1872) — a gesticula, a da puternic din mani in timpul vor-
birii (In baza asemanarii cu telegraful optic); style telégraphique (anul 1923) — succint,
laconic (in baza asemanarii cu textul telegramei); téléphone arabe (anul 1964) — trans-
miterea rapida a noutatilor din gurd in gurd; téléphone “rouge” (anul 1964) — telefon
rosu, telefon pentru comunicare speciala.

Termenul poate cdpata nuante expresive si in contexte nespeciale, de exemplu, in
textele spoturilor publicitare, unde obiectele publicitatii deseori in ultimii ani au devenit
noile mijloace de comunicare:

Une petite merveille qui ne demande qu’a sortir avec vous. Les 3 nouveax hp Pa-
vilion portables irrésistiblement beaux et légers sont préts a vous suivre partout a la
maison et au bureau

(L’ ordinateur individuel N137, mars 2002: 31).

In mesajul dat semantica termenului hp Pavilion portable — lap-top — include sem-

nificatia emotiva complementara (irresistiblement beaux et légers), semul insufletirii,

31



(sont préts a vous suivre), iar termenul se alege cu un sinonim contextual expresiv - une
petite merveille.

fmprumuturile in terminologia francezi a telecomunicatiilor. Printre cauzele
imprumuturilor din limbile straine in terminologii se evidentiaza cele de origine ling-
vistica si extralingvistica.

Cauzele lingvistice ale imprumuturilor sunt:

— incarcatura semantica pronuntata a cuvintelor limbii originale;

— perceperea facila a imprumuturilor in virtutea elementelor lingvice internationale;

— caracterul succint al termenilor imprumutati;

— capacitatea derivationala prolifica in limba originala si posibilitatile morfema-
tice combinatorii organic compatibile;

— simbolismul imprumuturilor (elementele articulate ale cuvantului sunt perce-
pute ca ceva mult mai integru decat in limba originald, avand o predilectie
pentru formatiuni derivate).

Cauza extralingvisticd a Imprumuturilor este grefarea in limba originald nu doar
a cuvantului Tmprumutat, ci a notiunii pe care o exprima, aceasta luand nagtere anume
in limba imprumutului. Pe de altd parte, imprumutul are si alte prioritati: cuvantul im-
prumutat este monosemantic, el are un singur referent, fapt destul de important pentru
volumul semantic al termenului.

Anglicismele in terminologia francezd a telecomunicatiilor. Analiza sistemi-
ca-diacronicd a terminologiei franceze a telecomunicatiilor denota prezenta la diferite
etape ale dezvoltarii sale a unui numar important de imprumuturi, la inceput de origine
greco-lating, iar in prezent — de origine engleza. (Lerat 1994, Hong 1997, Lexikologie
2002,2003). Evolutia anglicismelor prezintd un interes deosebit pentru studierea proce-
selor lingvistice si extralingvistice 1n terminologia franceza contemporana.

Sfarsitul secolului XX a schimbat radical rolul limbii engleze in dezvoltarea sferei
terminologice a telecomunicatiilor nu doar in interiorul limbii engleze nsasi, ci si in
raport cu alte limbi. Limba engleza a capatat statut de lingua franca, fapt despre care
ne marturiseste cantitatea importanta a termenilor englezesti in terminologia telecomu-
nicatiilor si 1n alte terminologii tehnico-stiintifice In limbile lumii. Expansiunea limbii
engleze in spatiul mondial transforma astdzi anglicismele, mai exact fie spus, america-
nismele, 1n internationalisme.

Tabelul 1. Dinamica imprumuturilor internationalismelor
in terminologia telecomunicatiilor
(100% se raporta la numarul general al termenilor in fiecare perioada studiata).

Anii Anii Anii Anii Anii Anii
1790-1830 | 1831-1881 | 1881-1949 | 1949-1969 | 1969-1988 | 1989-2006
Anglicisme - - 1% 0,5 % 0,7 % 4,6 %

Procesul de internationalizare a sferei terminologice a telecomunicatiilor este con-
ditionat, in primul rand, de urmatorii factori extralingvistici:
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1. factorul economic, esenta caruia consta in aceea ca SUA si satelitii sai detine pozitia
de lider pe piata tehnologiilor mobile si comunicatiilor Internet;

2. factorul cultural, i anume cunoagterea de catre vorbitorii limbii materne (in cazul
nostru a limbii franceze) a limbii-surse a imprumuturilor;

3. factorul socio-psihologic — tendinta vorbitorilor limbii receptoare de a utiliza voca-
bular prestigios, deoarece un numar mare de internationalisme se atesta in domeni-
ile referentiale ale stiintei si tehnicii, care au un rating inalt.

Imprumuturile in limba franceza din engleza sunt facilitate si de similitudinile ge-
netice ale ambelor limbi (Language Typology and Language Universals 2001; Rey, De-
lesalle 1979).

Termenii-anglisicme apdreau permanent in terminologia franceza a telecomunica-
tillor, sa exemplificaim: imprumuturile de la mijlocul secolului trecut broadcasting —
emisie radio, speaker — dictor s.a. Dar anume raspandirea panmondiala a tehnologiilor
telefoniei mobile si a comunicatiilor prin Internet, ale caror mijloc este limba engleza, a
dus la invazia termenilor englezesti-neologisme.

Internationalismele isi pastreaza preponderent apanajul grafic si sonor in limba-
receptoare, in cazul dat n limba franceza. PocketPC — computer personal de buzunar;
Smartphone — telefon destept (telefon mobil cu functii adiacente); mailbomb — copierea
secretd a cartii de adrese si trasmiterea mesajelor din numele proprietarului calculato-
rului; chat — corespondenta prin internet in regimul timpului real; spam — trimiterea
mesajelor electronice si a celor publicitare posesorilor de adrese electronice fara permi-
siunea acestora; notebook — computer portativ; roaming — roaming, telecomunicare prin
telefonie mobila in afara frontierelor tarii in baza contractelor companiei ce activeaza
la nivel national cu alti agenti economici din strainatate; hacker — hacker, spargator de
coduri electronice; TabletPC — computer mobil —plangeta.

Totodata, imprumuturile din limba engleza pot fi asimilate si pot suferi schimbari
fonetice si morfologice prin adaptare: de exemplu, englezescul organizer a dat in fran-
ceza organiseur — computer de buzunar; englezescul scanner a dat in franceza scanne-
ur, iar termenul processor a devenit in franceza processeur.

Este necesar de accentuat faptul ca in limbile engleza si franceza se intalnesc cu-
vinte echivalente din punct de vedere etimologic, construite in baza morfemelor grecesti
si latinesti. Aceste cuvinte sunt identice dupa forma (cu exceptia accentelor) si continut
semantic in terminologia telecomunicatiilor: domaine, mobile, portable, paquet, site,
icone, message électronique, numérique; protocole s.a.

Unele cuvinte englezesti au devenit sursa de imbogatire a arsenalului morfematic
al limbii franceze. Devin productive elementele englezesti e- (< eng. electronic), i- (<
eng. internet), Web (< eng. World Wide Web), care deja au capatat materializare grafi-
ca-fonetica /lexico-gramaticald constanta in limba franceza, de exemplu: e-mail — posta
electronica; e-commerce - comert electronic, activitate comerciala prin Internet; e-ca-
mescope — camera digitala cu posibilitatea redactarii la computerul personal; i-mode
— functia acces Internet de la telefonul mobil; i-shot — transmisia datelor din Internet la
telefonul mobil; Webmail — posta electronicd; Webcam — camera video Internet; Webp-
hone — telefon video cu acces la Internet.
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De exemplu, palmeur (derivat de la Palm — numele firmei producatoare de calculatoare
de buzunar); cliquer , clic - de la englezescul to clic; surfer — (sur Internet) — a naviga pe
Internet, surfeur — cel care navigheaza pe Internet, surf— navigare pe Internet (de la en-
glezescul to serf); emailler (de exemplu, emaillez-moi votre réponse) - trimite raspuns
prin e-mail (de la englezescul e-mail); chatter —a vorbi prin chat (de la englezescul chat);
derivatele de la englezescul spam (trimiterea mesajelor electronice si a celor publicitare
posesorilor de adrese electronice fara permisiunea acestora) — spammer, spamme, spam-
meur, spamming sau sintagma terminologica logiciel antispam — programa antispam.

Extrem de active sunt abrevierile englezesti provenite de la literele initiale ale ter-
menilor: CD (Compact Disk) - disc compact; FM (frequency modulation/frequence mo-
dulation) — frecventa radio; PAL (Phase Alternating Line), SECAM (Sequential Colour
A Memory) — sisteme ale televiziunii in culori; VHF (Very High Frequency) - frecven-
ta foarte inaltad; /P (Internet Protocol) — Internet Protocol; WAP (Wireless Applicati-
on Protocol) - tehnologia accesului Internet prin telefonul mobil; DVD (Digital Video
Disk) - disc video, disc DVD; WWW (World Wide Web) — Internet; SMS (Short Messa-
ging Service) — mesaje textuale scurte (telefonia mobild); MMS (Multimedia Messaging
Service) - mesaje multimedia (telefonia mobild), GSM (Global System for Mobile com-
munication) — sistem global de telefonie mobila; GPS (Global Positioning System) —
sistem global de cautare prin pozitionare si abrevierile: videotex (Videocommunication
Teleprinter Exchange) — videotex, videografie dialogatd; teletex (Telecommunication
Teleprinter Exchange) - teletex, videografie emitatoare.

Sunt utilizati si termenii-simboluri, care reprezintd constructii terminologice com-
plexe constituite din sigle si cifre: MP3 (format numeric de comprimare a sunetului),
POP3 (protocol de pompare a postei), IMAP4 (lucrul cu posta electronica la server in
regimul timpului real), @ (arobase) — simbolul adresei pentru posta electronica.

Abreviaturile englezesti sunt utilizate frecvent in componenta constructiilor termi-
nologice: adresse IP, adresse Web — adresa Internet; message SMS — mesaj SMS; docu-
ment Web - document Web; serveur Web - server Web; recepteur GPS — receptor GPS;
PC de poche — computer personal de buzunar; lecteur de MP3 — dispozitiv de citire a
fisierelor MP3; radio FM — radio FM; carte SIM — cartela SIM.

In calitate de contra-balantd a fenomenului de imprumut terminologic din engle-
za in franceza telecomunicatiilor, in Franta se intensifica procesul de creare a propri-
ilor echivalente. Acest proces este rezultatul politicii promovate de guvernul francez
in directia activizarii dezvoltarii limbii franceze in conditiile pluralismului cultural:
eng.fax — fr.télécopie — fax; eng : computer — fr.ordinateur, calculator; eng.walkman —
fr.baladeur, magnetofon portativ cu auriculare; eng.hacker — fr. Pirate, hacker; eng.
DVD - fr. vidéodisque, DVD; eng.organizer — fr.micro-ordinateur, micro-computer;
eng.emoticon, smiley — fr.frimousse, mutrisoara zambitoare; eng;newsgroup — fr.forum,
forum, grup de discutii; eng.Web — fr. Toile, Web, panza; eng.chat — fr.messagerie in-
stantanée — corespondenta prin Internet in regimul timpului real, chat.

Totusi, creativitatea terminologicd franceza duce la fenomenul non-popularitatii
unor termeni: de exemplu, frantuzescul courriel (abreviere de la courrier électronique)
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- posta electronica, mel (abreviere de la m/essagerie él/ectronique, prin analogie cu tél.),
care indicd pe cartile de vizita adresa electronica, totusi, cedeaza englezescului e-mail
sau simbolului arobase @; englezescul spam pentru care francezii au propus pourriel
(pou/belle/ + /cou/rriel) este si el mai des utilizat; acelasi algoritm de functionare il au
si termenii World Wide Web in locul frantuzescului toile d’araignée mondiale T.A.M.
(panza mondiald); PC (computer personal) in locul frantuzescului OP (Ordinateur Per-
sonnel), abreviatura PC formand la randul sau un constructii terminologice noi: PC de
poche — computer de buzunar; PC de bureau — computer de birou.

Interanglicismele - calchieri. O altd forma de influentd interenglezeasca asupra
terminologiei franceze a telecomunicatiilor este calchierea. Cel mai mare numar de
calchieri 1n terminologia franceza a telecomunicatiilor se atesta la etapa moderna de
dezvoltare a ei. Termenii englezi sunt utilizati ca model de formare a termenilor fran-
cezi, legati de Internet si telefonia mobila. De exemplu, eng. very high frequency / fr.
tres haute fréquence — frecventa foarte inaltda: eng. buzzer / fr. ronfleur — zumer, in-
trerupdtor automat, eng. Network/frréseau — refea, eng.data/fr.données — date ; eng.
display/fr.afficahge — afisare pe ecran, eng.window!/fr.fenétre — fereastra de dialogare;
eng.password/frmot de passe — parola, eng.mailbox/fr.boite a lettres — cutie postala
electronica; eng.handsfree/frmains-libres — utilizarea telefonului mobil fara a ocupa
manile — mdini libere, eng.newsgroup/fr.groupe de discussion - grup de discutii; eng.
on line/fren ligne, on-line; eng.viewer/fr.visionneur — program pentru vizionare, eng.
frequently asked questions, FAQ / fr.foire aux questions — FAQ, intrebari frecvente.

Astfel, sunt calchiati nu doar termenii, ci si constructiile terminologice, care in
limba franceza isi schimba structura — ordinea rema-tematica (R-T) englezeasca in
structura tema-rematica (T-R) franfuzeasca: eng. electronic money (P-T) > fr. monnaie
electronique (T-P). In mod analogic sunt compuse si alte unitati terminologice com-
plexe: eng. home page > fr. page d’accueil — pagina acasa,; eng. electronic mail > fr.
courrier électronique — posta electronicd, eng. information highway > fr. autoroute de
l’information — rutd informationald, eng. hard disk > fr. disque dur — disc tare; eng.
access provider > fr. fournisseur d’acces — provaider.

La nivelul functionarii termenii Tmprumutati si termenii calchiati pot avea diferente
de valente. De exemplu, envoyer [’e-mail (se utilizeaza interanglicismul e-mail) — a
trimite un mesaj electronic; dar regarder le courrierélectronique — a consulta posta elec-
tronica (se utilizeaza termenul francez calchiat din engleza).

Astfel, terminologia franceza a telecomunicatiilor se adevereste a fi, aidoma altor
terminologii tehnico-stiintifice, destul de transparenta pentru patrunderea anglicismelor
si mai ales, pentru calchierea termenilor anglo-americani simpli si complecsi.

Concluzii. In conformitate cu postulatele teoretice ale doctrinelor terminologice
traditionale, la formarea terminologiilor trebuie evitate fenomenele lingvice care violea-
za simetria semnului terminologic si logica ierarhiilor terminologice. Totusi, realitatea
conceperii i functionarii corpusului terminologic stiintific nu coincide, de cele mai
deseori, cu recomandarile teoretice presomptuoase. Starea reald a normei lexicografice
terminologice si mai ales, observarile asupra functionarii termenilor in textele stiintifice,
pun la indoiala postulatele teoretice. Cauzele aparitiei asimetriei dintre planul continu-
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tului si planul expresiei in semnul terminologic trebuie cautate, pe de o parte, in factorii
extralingvistici de dezvoltare a domeniului referential respectiv, iar pe de alta parte, in
conditiile intralingvistice de structurare diacronica si sincronica a fenomenelor limbii.

Studierea functionarii unitagilor terminologice in textele stiintifice demonstreaza ca
in pofida eforturilor comisiilor §i comitetelor, ce se straduie sa reglementeze actualizarea
termenilor francezi in texte-vorbire, utilizarea termenilor si sintagmelor terminologice
este subordonatd acelorasi legi dinamice-energetice ale limbii naturale, legi care regle-
menteaza viata vocabularului literar si a celui comun. Interdictiile guvernamentale nu
pot stavili patrunderea in textele stiintifice contemporane a anglicismelor, fenomen pro-
priu mai ales acelor domenii ale cunoasterii, in care tehnica americana ocupd un loc de
frunte. Anume acesti factori extralingvistici explicd ,,invazia” imprumuturilor din limba
engleza in DR ,,Telecomunicatiile”. Fiecare terminologie tehnico-stiintifica are nevoie de
normalizare §i reglementare. Totusi, trebuie sa ludm aminte ca abordarea matematica in
solutionarea sarcinilor lingvistice — abordare ce consta Tn construirea sistemelor lexico-
gramaticale, logic reglementate si imobilizate in timp, constituie doar un mijloc tehnolo-
gic de modelare plauzibil pentru solutionarea unor probleme ingineresti, aplicative.
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The national education system, since 1996, has as its basis its educational policies,
along with the Education Code, an entire curricular system that regulates all the com-
partments intended for the pupils (conceptual framework, content components, teaching-
learning-evaluation methodologies, guides implementation of curricula, etc.). Since the
Curriculum is not a dogma, but a document in perpetual revision and modernization, it is
necessary that the Curriculum in foreign languages of the latest generation (2018/2019)
knows the continuous monitoring and development of all its compartments (concept, par-
ticularities, experiences) and at all cycles (primary and secondary) with the recommenda-
tion of a Methodological Framework to the ministry in order to prepare the next curricular
generation.

What are the challenges, what theories and methodologies can ensure the cyclical and
continuous process of this curricular monitoring and development?

Keywords: education, curriculum development, foreign language, monitoring, Method-

ological Framework, revision.

0. Argument

Invatimantul scolar in Republica Moldova are la baza politicilor sale educationale,
incepand cu anul 1996, un sistem curricular bine inchegat ce reglementeaza toate com-
partimentele destinate parcursului scolar al elevului precum: cadrul conceptual, com-
ponentele continutale, metodologiile de predare-invatare-evaluare, ghidurile de imple-
mentare ale curricula, manualele, testele de evaluare etc.

Asa cum Curriculumul nu reprezintd o dogma, ci un document in perpetua revizita-
re si modernizare, este necesar ca aceste politici sd fie actualizate si ajustate la contextul
social, politic, economic si educational, conform prevederilor documentelor nationale
de referinta la zi : Codul Educatiei [1], Cadrul de Referinta al Curriculumului National
[2], Strategia de dezvoltare “Educatia 2030 [9], s.a.

Curriculumul la Limba straina [ este parte componentd a Curriculumului National,
cunoaste aceleasi etape de evolutie si evaluare (decongestionare (2006), moderniza-
re (2010), dezvoltare (2018/19)), in care scop, Tn mod periodic si sistemic, trebuie
sa fie supus unei monitorizari si expertize la toate compartimentele sale (concept,
particularitati, experiente) si la toate ciclurile (primar, gimnazial, liceal) pentru asigu-
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rarea unei dezvoltari continue si a unei pregatiri graduale de catre organele de resort
a urmatoarei generatii curriculare cu toate accesoriile de rigoare (ghiduri, manuale,
caiete, teste etc.).

Care sunt provocarile si nevoile, ce teorii si metodologii pot garanta procesul ciclic
si continuu al acestei monitorizdri si dezvoltari curriculare ?

1. Nevoia monitorizarii Curriculumului National:
provocari, concept, particularitati si experiente

In virtutea faptului ca actualul Curriculum National, inclusiv Curriculumul la Lim-
ba Straina I [5; 3; 4], se afla deja de 5-6 ani in proces de implementare la toate trep-
tele scolare (primara, gimnaziald, liceald) cu asigurarea evaluarii finale in baza noilor
Programe de examen pentru liceu [8], pregatirea pentru elaborarea noului Curriculum
National trebuie sa admitd si sd promoveze experiente si particularitdti educationale
devenite traditionale la fiecare etapa. Acestea presupuneau o procedurd complexa de
monitorizare si evaluare a Curriculumului National la toate treptele scolare prin elabo-
rarea de studii si expertize stiintifice.

Astfel, In cadrul subprogramului ,, Teoria si metodologia monitorizarii si dezvoltarii
continue si ciclice a curriculumului scolar”, cifrul 01.14.01, a Centrului de Cercetari
Stiintifice ,,Politici educationale si sociale” din cadrul Universitatii de Stat din Moldova,
a fost elaborat un asemenea Concept stiintifico-didactic coerent, progresiv si clar defi-
nit. Ideea-cheie a Conceptului consista in a oferi Ministerului Educatiei si Cercetarii un
mecanism permanent, longitudinal si efectiv de monitorizare a curriculumului scolar la
nivel institutional si national.

Provocirile pot veni dinspre nevoia mentinerii experientei anterioare de realizare
a cercetarilor de rigoare la diferite niveluri si de publicare a unor studii de genul celor
care au precedat ultima generatie de curricula precum Cadrul de referinta al curriculu-
mului national (2], Evaluarea curriculumului national in invatamantul general. Studiu
[7], Evaluarea curriculumului educational. Aria Limba §i comunicare (studii curricu-
lare) [6] si care, la fel, ar trebui sa anticipeze procesul imediat ulterior de elaborare si
promovare a noului Curriculum National. Aceste studii pot fi completate si de analize
sau evaludri initiate chiar de Ministerul Educatiei si Cercetarii cu angajarea cadrelor
didactice de la toate treptele scolare si din toate zonele republicii, cu asigurarea unei
expertize universitare de valoare. Cercetdrile si evaludrile curriculare venite dinspre
toate aceste institutii educationale implicate nu pot decat sa contribuie la elaborarea si
promovarea unui viitor Curriculum National de calitate, sa pastreze si sa promoveze
aceste particularitati curriculare ca un specific educational si ca bune experiente nu doar
la nivel national, dar si cu impact international, Intrucat pot permite si ajutora la evitarea
barierelor, dificultatilor si deficientelor ce pot sta in calea elaborarii unor documente de
politici educationale de valoare.

Nevoia acestei proceduri complexe si graduale va trebui sd prevada :

1. monitorizarea curriculumului scris/proiectat ca sursa de identificare si stabilire a
criteriilor de monitorizare.
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In acest scop, cercetatorii-monitori si cadrele didactice-monitori din din diferite
zone educationale ale republicii, selectati mai ales in bazd de experiente considerabile
cu grad didactic I si superior, dar si cu experienta de incepatori sau grad didactic I, vor
fi implicati Tn subprogram si vor monitoriza curricula scrise/proiectate in raport cu as-
pectele inovative, introduse de conceptorii de curricula, printre care:

— abordarea sistemicd a curricula pe discipline din perspectiva postmodernitatii
si tendintelor actuale de dezvoltare curricula pe plan national si international,

— valorificarea noului sistem de competente-cheie pentru invatarea pe parcursul
intregii vieti,

— atribuirea disciplinelor scolare, prin demersuri curriculare, a noilor oportunitati
si valente In formarea personalitatii elevului: orientarea spre formare a
competentelor transversale prin formarea competentelor specifice discipline-
lor scolare,

— structurarea curriculumului pe unitati de Invatare (module),

— asigurarea coerentei dintre: competente transversale - competente specifi-
ce disciplinei - unitati de competente;, competente transversale - disciplinele
scolare; abordarea intradisciplinara - interdisciplinara,

— valorificarea unei noi viziuni asupra conceptului de competenta: structura, gra-
dualitate, etape de formare etc.,

— reactualizarea continuturilor pe discipline din perspectiva actualitatii acestora
si oportunitatilor de a contribui la formarea lor fundamentald in domeniu (pen-
tru a continua studiile Tn domeniul dat),

— reactualizarea metodologiei de predare-invatare-evaluare: crearea mediilor de
invatare, crearea unui cadru motivational pentru invatare, diversificarea teh-
nologiilor didactice si de evaluare inclusiv axate pe competente si pe descrip-
tori de performanta,

— introducerea si functionarea termenilor noi precum “unitdti de competente/
preachizitii”, ’produse de invatare”, “finalitati la finele anului de Invatamant”.

2. monitorizarea curriculumului predat-invitat-evaluat (a procesului realizat in
baza curriculumului scris).

Aici cercetatorii-monitori si cadrele didactice-monitori vor pune accent pe monitori-
zarea functionalitatii Curricula la disciplina Limba Straina I [5; 3; 4] (In sens ingust, ar fi
programa la Limba Straina 1), inclusiv pe Ghidurile metodologice de implementare a Cur-
ricula la Limba Straina I, pe manuale si alte produse curriculare, dar si pe metodologiile
aplicate de cadrele didactice la lectii. Monitorizarea si evaluarea se vor produce la nivel de :

— cadru conceptual (noul concept curricular, abordarile psihopedagogice actuale
etc.),

— administrare a disciplinei (corelatia logica si armonioasa intre ore si unitati de
continut),

— sistem si tipologii de competente (cheie/transversale/transdisciplinare/interdis-
ciplinare/ generale/specifice),

— corelatii Intre tipurile de competente (transversale-specifice, transdisciplinare-
interdisciplinare, interdisciplinare-specifice etc.),
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— structurd a unitatii de Invatare (precedenta ori modificatd),

— legatura dintre unitatile de competente-unitatile de continut-activitatile si pro-
dusele de invatare recomandate,

— corelatii Intre continuturi lingvistice (mentinute ori decongestionate) si con-
texte tematice (obligator actualizate ca prioritate si conditie a unei reforme
curriculare),

— tipuri de activitati (producere, receptare, interactiune, mediere) si forme de
comunicare (orald, scrisa, audiovizuald),

— interdependente intre acte de comunicare (la nivel de curriculum) si acte de
vorbire (la nivel de manual, situatie de vorbire autentica sau simulatd),

— progresie a unitatilor de competente in cadrul competentei (stabilirea verbelor
ce asigurd progresia competentei pana la final de ciclu de studii sau nivel de
complexitate a competentei),

— complexitate a competentei (cunoastere/aplicare/integrare) conform clasei/
nivelului de cunoastere a limbii strdine in baza Cadrului european comun de
referinta al limbilor (A1-A2-B1),

— corelatie intre tipuri de competente (lingvistice, sociolingvistice, pragmatice)
si tipuri de finalitati in crestere (competente variate si pertinente fiecarei trepte
scolare),

— legaturd dintre competenta (pluri/inter)culturald actuald si noua competenta
plurilingva etc.

2. Rezultatele monitorizarii si recomandarile
propuse pentru dezvoltarea sinergetica a noului curriculum scolar

Pana la inceput de an scolar, cercetatorul stiintific coordonator va organiza sesiunea
de formare cu cadrele didactice-monitori, se vor discuta si se va elabora pentru fiecare
cadru didactic Referentialul metodologic, in care vor fi fixate analizele si evaluarile
efectuate pe tot parcursul anului de studiu.

La sfarsit de an scolar, cercetatorul stiintific coordonator va formula, in baza date-
lor obtinute din Referentialul metodologic al fiecarui cadru didactic-monitor, concluzii
finale privind functionalitatea Curriculumului scolar la LS I si va elabora un Referential
metodologic de dezvoltare continud a acestor curricula la toate treptele scolare prin co-
rectarea/lichidarea incoerentelor stabilite in urma monitorizarii.

Aceste recomandari ar putea viza continuturile ce reprezintd mijloc de formare/
dezvoltare a competentelor elevilor, in care scop conceptorii de curricula ar putea sa se
centreze pe o serie de aspecte de renovare curriculara centrald cum ar fi:

— micsorarea numarului de discipline scolare obligatorii prin integrarea lor, pla-
sarea unor discipline in categoria disciplinelor optionale sau transferul lor in
zona invatamantului non formal.

— selectarea unitatilor de continut pe discipline actuale si adaptate la contextul
social, politic, economic si educational, raportate totodata si la nevoile si inte-
resele elevilor.

41



— identificarea clara a nucleului ”cunostintelor de baza” pentru fiecare discipli-
na, care ar asigura formarea eficientd a competentelor elevilor in raport cu
oportunitatile si particularitatile lor individuale.

— selectarea si organizarea continuturilor in raport cu valentele lor formative si in
corespundere cu finalitatile proiectate pe disciplinele de studii.

Referentialul metodologic se va inainta catre minister pentru luarea deciziilor adec-
vate In vederea reglarii curriculumului scolar in functie si dezvoltarii graduale si armo-
nioase a politicilor curriculare nbationale.

Experientele anterioare dicteaza ca prioritate pentru etapa urmatoare de dezvoltare
curriculara nevoia obligatorie de organizare a sinergiilor finale de prezentare, explicare,
dezbatere si evaluare nationala a noului curriculum scolar, inainte de publicare si punere
in aplicare, prin care sa se reuneascd, sub auspiciile Ministerului Educatiei si Cerceta-
rii si a Agentiei Nationale pentru Curriculum si Evaluare, actorii implicati in procesul
national de implementare a noului curriculum: autorii de curricula, autorii de manuale
(absenti pana acum la acest ritual educational), reprezentantii regionali ai corpului pro-
fesoral (centre la sud, centru, nord), reprezentantii asociatiilor obstesti ale parintilor si
cu consultarea consiliilor elevilor (la fel absenti pana acum) din republica.

Concluzii

Sistemul curricular national reglementeaza prin politicile sale educationale toate
compartimentele destinate formarii parcursului scolar plenar al elevului si necesitd o
perpetua revizuire si actualizare prin monitorizare si evaluare, ale caror rezultate trebuie
sd asigure pregatirea noii generatii de curricula nationale.

Curriculumul la Limba Strdind I de ultima generatie (2018/2019) nu face exceptie si
la fel trebuie sd cunoasca monitorizarea si dezvoltarea continua a tuturor compartimen-
telor sale si la toate treptele scolare cu recomandarea unui Referential metodologic de
dezvoltare continud céatre minister n vederea pregatirii urmatoarei generatii curriculare.

Totodata, actorii implicati in procesul national de implementare a noului curricu-
lum - autorii de curricula, autorii de manuale, reprezentantii regionali ai corpului pro-
fesoral, reprezentantii asociatiilor obstesti ale parintilor si consiliile elevilor - trebuie sa
fie reuniti in cadrul unor sinergii ce ar asigura armonizarea comprehensiunii omogene
a prevederilor noului curriculum de catre toti actorii actului educational. Necesitatea
includerii in acest proces a autorilor de manuale se explica prin importanta misiunii
acestora ca mediatori intre autorii de curricula, conceptori ai noii filosofii curriculare,
si profesorii, implementatori ai acestei filosofii, fard a fi neglijati elevii, co-parteneri ai
actului educational.
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This article discusses the issue of pupil’s autonomy in foreign language teaching.
Changes in modern society and in learning theory also require changes in language teach-
ing, where the demand for learner autonomy becomes an integral part of the teaching-
learning-assessment process. The concept of autonomy in learning has become important
in language teaching discourse in recent decades. According to several authors, autonomy
is described as an ability to take responsibility for one’s own learning.

Keywords: decision, pupil autonomy, learning purpose, self-guidance, responsibility.

Als Motivation zum Deutschlernen konnen politische, wirtschaftliche, berufliche
sowie private Griinde dienen. Die Verdnderung in der modernen Gesellschaft und in der
lerntheoretischen Erfassung erfordern auch Verdnderungen im Fremdsprachenunter-
richt, in dem die Forderung nach der Lernerautonomie zu einem Bestandteil wird [1, S.
10-13]. Autonomes Lernen beruht einerseits auf den kognitivistischen Lerntheorien, die
annehmen, dass ,,nur verstanden und gelernt wird, was mit bereits vorhandenem Wissen
verbunden werden kann®, andererseits auf konstruktivistischen Theorien, die Lernen als
eigenstindigen Konstruktionsprozess des Gehirns definieren. Dazu kommt eine neue
Rollenverteilung im Unterricht. Nach Bimmel und Rampillon ist das Grundprinzip des
autonomen Lernens u.a. ,,die Féhigkeit, das eigene Lernen zu planen und zu reflektie-
ren“ [1, S. 5]. Lernerautonomie bedeutet also, dass die Lernenden die Moglichkeit und
die Fahigkeit besitzen, das Lernziel und den Lernweg selbst zu bestimmen sowie das
eigene Lernverhalten zu beurteilen. Dieses Wissen hat zwei Quellen: den Unterricht,
wo die Impulse vom Lehrer kommen sollten, und die eigene Erfahrung. Der Lehrer soll
u.a. den Schiilern sprachliches Wissen und Einsichten iiber die interkulturellen Normen
vermitteln, Orientierungen iiber andere Kulturen geben, positive Haltungen zu Frem-
den fordern, Bereitschaft und Fahigkeiten wie auch die Entwicklung der Lernkompe-
tenz, deren wesentlicher Bestandteil das Wissen von Lernstrategien ist, unterstiitzen [1,
S. 15]. Von dem traditionellen lehrerzentrierten Unterricht wird zuriickgetreten; dies
fiihrt zur Verdnderung der Rollen von Lehrenden und Lernenden. Der Unterricht wird
lernerzentriert und das bedeutet, dass die Lernenden aktiv am Unterrichtsgeschehen
mitwirken. Die Lehrenden konzentrieren sich weniger auf die Ubergabe der fertigen
Informationen, sondern mehr auf die Steuerung des Lernprozesses der Lernenden. Die
Verantwortung fiir das Lernen verschiebt sich allméihlich von Lehrenden zu Lernenden.
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Die Wege zum selbststindigen Lernen sollten durch die Lehrenden vermittelt werden
[1,S.27-32]. Der Lehrer kann z.B. anstatt der Aufforderung: Wiederholt den Wortschatz
zum Thema fiir die ndchste Stunde!, folgende Tipps den Schiilern geben:

v Schwierige Worter auf Merkzettel schreiben,
Worter zeichnen,
Worter nach einem bestimmten System einander zuordnen,
Assoziogramme herstellen,
Sdtze mit Wortern bilden usw.

In einem lernergesteuerten Unterricht wird die Selbstidndigkeit gefordert und es
hilft dabei, dass die Lernenden die zentralen Entscheidungen tiber ihr Lernen eigenstdn-
dig treffen konnen. Autonome Lernende entscheiden selbst:

* dass sie lernen wollen,

» wie sie beim Lernen vorgehen mdochten,

* welche Materialien und Hilfsmittel sie verwenden mochten,
» welche Strategien sie einsetzen mochten,

* ob sie mit anderen oder alleine lernen mochten,

» wie sie ihre Lernzeit einteilen mdchten,

» wie sie kontrollieren, ob sie erfolgreich gelernt haben.

Zum selbstidndigen Lernen gehort u.a. die Kenntnisse iiber Mdglichkeiten zur
Selbstmotivation und das Wissen um die Lernorganisation und die Selbstevaluation.
Zur Selbstmotivation zéhlen, wenn man Freude auch an kleinen Lernerfolgen und Inter-
esse fiir die deutsche Sprache und Kultur hat, schwierige Aufgaben als Herausforderung
versteht, sich moglichst hiufig ,,echten Gespréachssituationen stellt, die eigenen Kom-
petenzen wertschétzt. Mit der Lernmotivation ist eng die Selbstorganisation, d.h. die
Bestimmung der Lernzeit, des Lernzieles und des Lernstoffes, verbunden. Wie schon
erwihnt wurde, kann man auch aus der eigenen Lerngeschichte lernen und entscheiden,
was man schon erreicht hat und welche positiven oder negativen Erfahrungen gesam-
melt hat.

Schmenk [2, S. 56] hat eine Kategorisierung gemacht und hat sechs Autonomiekon-
zeptionen beschrieben. Die folgenden Kategorien sind nach ihrer Funktion fiir das Ler-
nen im Fremdsprachenunterricht geteilt. Die Kategorien der Lernautonomiekonzeption
wéren folgende: a. Situativ-technisch; b. Strategisch-technisch; ¢. Handlungstheoretisch;
d. Konstruktivistisch orientiert; e. Entwicklungspsychologisch; f. Facheriibergreifend.

Situativ-technische Autonomiekonzeption

In dieser Konzeption spielt das Alleinlernen die grofte Rolle. Die Lernenden sind
autonom und sie arbeiten selbststindig, sie erhalten das gelehrte Material oder die
Ubungen und sie fiihren sie allein ohne die Hilfe von den Lehrpersonen durch. Oft be-
nutzen die Lernenden Medien wie ihren Computer u.a. [2, S. 66].

Strategisch-technische Autonomiekonzeption

Schmenk [2, S. 83] beschreibt dieses Konzept als eine Verbindung von Fremdspra-
chenlernen und Okonomie. Die Lernenden arbeiten autonom und benutzen gleichzeitig
unterschiedliche Strategien oder Techniken und so erobern sie ihr Ziel, die Fremdspra-
che zu lernen.

v
v
v
v
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Handlungstheoretische Lernautonomiekonzeption

Diese Konzeption folgt die Denkweise von Holec [3]. Sie beschreibt das Lernen
als Handeln, das aber die Lernautonomie und das selbstgesteuerte Lernen benotigt. Die
Lernenden sollen in der Lage sein, ihr Lernhandlungsprozess allein zu steuern. [2, S.
129]. ,,Individualisierung, Allein-Lernen, Selbststeuerung und Autonomie werden weit-
gehend Synonyme verwendet und aufgefasst, und das geschieht normalerweise unter
Riickgriff auf Henri Holecs Schriften. Offenbar scheint die Holec-Rezeption mittlerwei-
le verengt und reduziert zu sein auf seine Aussage, dass Lernerautonomie beinhalte, die
Verantwortung fiir das eigene Lernen zu iibernehmen* [2, S. 63].

Konstruktivistisch-orientierte Lernautonomiekonzeption

Die Autonomie ist ein Ziel flir die Lernenden aber auch fiir die Lehrpersonen. In
dieser Konzeption wird das konstruktivistische Verstandnis durch kognitivistische Lern-
theorien gestaltet. Das Lernen ist ein subjektiver Prozess. Der Lerner kombiniert die
neuen Informationen mit dem gewussten Wissen. Deshalb begriindet Wollf [3, S. 194],
dass Lehrwerken begrenzen das autonome Lernen den Lernenden. ,,Besondere Merk-
male des konstruktivistischen Konzeptes sind die Bedeutung des sozialen Kontextes;
die Verantwortung und Selbstorganisation des Lerners und die Interaktion mit anderen.
Dieser letzte Aspekt ist von besonderer Bedeutung™ [4, S. 190]. Nach Schmenk soll der
Lerner auf die konstruktivistischen Theoreme verzichten, um einen konstruktivistischen
Fremdsprachenunterricht zu begriinden [2, S. 103].

Entwicklungspsychologische Lernautonomiekonzeption
Schmenk beschreibt die entwicklungspsychologische Lernautonomiekonzeption
von Little mit drei Kriterien [2, S. 106].:
1) die Autonomie des Lernens ist ein natiirliches Lernen;
2) autonomes Lernen ist ein Prozess der Interiorisierung;
3) die Lernautonomie hilft sowohl das explizite als auch das implizite Lernen.

Das Lernen einer Fremdsprache ist ein lebendiger Prozess, deshalb spielt eine gro-
e Rolle die Interaktion mit anderen Menschen. In diesem Konzept sind die Lernenden
autonom und selbsténdig mit anderen zu kommunizieren.

Fdcheriibergreifende Lernautonomiekonzeption

Die Lernenden fiihlen sich stark und mutig autonom zu arbeiten. Das ist ihr Ziel
und sie sollen in der Lage sein unabhéngig zu arbeiten. Das Lernen der Fremdsprache
funktioniert hier als ein Instrument um die Lernenden autonomer und selbstbewusster
zu werden. Diese Konzeption présentiert eine neue Dimension des Fremdsprachenler-
nens, Autonomie als Miindigkeit der Lernenden [2, S. 119].

Uber die Jahre wurden viele Konzepte entwickelt, die die Lernautonomie fordern.
Im Folgenden beziehen wir uns auf zwei alternative Konzepte, die den Lernenden hel-
fen, autonomer zu arbeiten. Das wéren Tandem und umgedrehter Unterricht.

In den letzten Jahren hat das Tandem immer mehr an Aufmerksamkeit gewonnen.
Tandem reprisentiert eine neue Art und Weise des Fremdsprachenunterrichts und entwik-
kelt sich zligig zu einem des beliebtesten Konzepts. Tandem erschien in einem Sprach-
programm fiir deutsch-franzosische Beziehungen und hat sich als Lernform in verschie-
denen Sprachkombinationen und auf verschiedenen Ebenen des Bildungssystems stark
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verbreitet. Es werden viele Tandemprogramme angeboten wie z. B. Deutsch-Italienisch,
Deutsch-Griechisch u.a. Man kann Tandem in Schulen, Universitdten und noch meh-
reren Bereichen finden [5, S. 21]. Der Begriff Tandem bedeutet ,,endlich-schlieBlich®,
stamm aus dem Latein und reflektiert das offene Lernen und Kommunikation. In diesem
Konzept lernen gemeinsam und voneinander zwei Partner, die unterschiedliche Mutter-
sprachen haben, ihre Zielsprache [5, S. 10]. Tandem gewinnt immer mehr Lernenden,
die mit diesem Weg eine Sprache lernen oder weiterentwickeln mochten. Das Tandem-
Konzept war von Anfang an von drei Prinzipien nach Tardieu und Horgues [6, S. 134]
gepragt:

v’ Lernerautonomie

v' Reziprozitit

v" Urspriinglichkeit

Lernautonomie bedeutet hier nicht, dass das Lernen vom Lernenden unabhéingig
von jedem institutionellen Kontext kontrolliert wird, sondern dass das Lernen vom Ler-
nenden selbst kontrolliert wird. Reziprozitit bedeutet, dass die Lernenden bereit sein
sollen, um einander gleichzeitig helfen zu kénnen. Sie folgen dem Modell: Ich-lehre-
dich, dann lehrst-du-mich. Die Bereitschaft von beiden Enden spielt hier eine grof3e
Rolle. Die Partner sollen gut kommunizieren und ihr Vertrauen bilden, weil sie auf
das Lernen von dem anderen investieren. Die Urspriinglichkeit ist eine Konsequenz
der Grammatik-Ubersetzungsmethode, die noch in den Schulen verwendet wurde. Es
reagierte auf den Wunsch nach Authentizitdt im kommunikativen Ansatz des Fremd-
sprachenunterrichts. Das Tandem fordert die Autonomie des Lernendens. Kann aber der
/ die Tandempartenrer/-in die Lehrperson ersetzen? Die Frage beantwortet sich einfach.
Der / die Tandempartenrer kann und soll nicht die Stelle der Lehrperson iibernehmen.
Der / die Tandempartenrer dient als Modell der Zielsprache. Die Partner kdnnen gegen-
seitig sich helfen. Es ist wichtig zu erwéhnen, dass nur die Lehrperson die sprachliche
Qualifikation hat, kann auf Fragen antworten und Erkldrungen geben.

Tandem ist nicht das einzige Konzept, dass die Lernautonomie fordert. Der umge-
drehte Unterricht bzw. Flipped classroom ist noch ein Konzept, in dem der Lernende
Initiativen im Lernen ergreifen kann.

Umgedrehter Unterricht oder auf Englisch ,,Flipped Classroom®, ,Inverted
Classroom* oder ,,flip teaching* ist eine moderne Methode, die seit einigen Jahren im-
mer mehr attraktiver wird. Diese Unterrichtsform inkorporiert die Nutzung von digita-
len Medien im Unterricht. Die Grundidee des umgedrehten Unterrichts ist die folgende:
der Input des Unterrichts, der manchmal den grof3ten Teil des Unterrichts nimmt, wird
anhand von Lernvideos und Notizen in die Hausaufgabe verlagert. Die Festigung und
die Ubungen, die normalerweise die Hausaufgaben waren, werden in der Unterrichts-
stunde durchgefiihrt [7, S. 184-185]. Mit anderen Worten ,,werden beim umgedrehten
Unterricht die zentralen Aktivititen des Lehrens und Lernens aus der Schule in die
eigene hausliche Umwelt ausgelagert® [8, S. 93]. Der umgedrehte Unterricht ist daher
ein Ansatz, der selbstorganisiertes, individualisiertes und problemorientiertes Lernen
gleichermallen fordert: Selbstorganisiertes und individualisiertes Lernen, indem sich
die Lernenden selbststindig zu Hause Grundkenntnisse aneignen. Er fordert das pro-
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blemorientierte Lernen, denn im von der Vermittlung von Grundwissen entlasteten Un-
terrichtsraum konnen sich die Lernenden intensiver mit komplexen Anwendungspro-
blemen auseinandersetzen [7, S. 185]. Es gibt auch Vorteile und Nachteile bei dieser
Lernform. Einer der Hauptgriinde, warum der umgedrehte Unterricht im letzten Jahr-
zehnt so populdr geworden ist, ist die Zuginglichkeit und die Nutzbarkeit der Technolo-
gie. Der umgedrehte Unterricht umfasst die grundlegende Ubermittlung von asynchro-
nischen Informationen (hiufig online) damit das Lernen im Unterricht oder vor Ort (in
arbeitsbasierten Umgebungen) kontextbezogen relevant ist [9, S. 9]. Schaumburg und
Prasse [7, S.185] betonen die folgenden Vorteile des umgedrehten Unterrichts:

* Die Lernenden machen ihre Hausaufgaben und sind motiviert, weil sie indi-
viduell arbeiten. Die Videos sprechen sie an und bereiten sie selbst auf den
Unterricht.

* Die leistungsschwicheren Lernenden fiihlen sich selbstbewusster, weil sie
mehr Zeit zu Hause haben, um den Lernstoff mit ihrem eigenen Tempo durch-
gehen konnen. Die Lehrperson hat auch mehr Zeit im Unterricht die einzelnen
Lernenden zu beobachten und eventuell auf mehrere Fragen zu antworten.

* Die Intensitit der Lernender-Lehrer- sowie Lernender-Lernender-Interaktio-
nen wird erhdht, weil statt des dominierenden Klassenunterrichts die gemein-
same Bearbeitung von Aufgaben und Problemen stattfindet.

* Die Eltern erhalten einen tieferen Einblick in den Unterrichtsstoff und die
Lehrmethodik und werden deshalb stirker in den Unterricht eingebunden. Auf
der anderen Seite beobachtet man, dass die Lernenden sich oft mit der Bear-
beitung der Lernvideos iiberfordert (besonders wenn sie zu lang sind) fiihlen
[7,S.185].

* Probleme entstehen, wenn die technischen Voraussetzungen der Lernenden zu
Hause nicht gegeben sind und fiir die Lehrpersonen sehr zeitaufwendig eigene
Videos zu erstellen ist. Fiir viele Lehrende fehlen auch die notwendigen Kom-
petenzen, um solche Videos zur Verfiigung zu stehen. Das Modell ist erfolgrei-
cher, wenn die Schule die notwendigen technischen und zeitlichen Ressourcen
bereitstellt.

Zusammenfassend kann man sagen, dass Lernerautonomie den Lernenden Frei-
heit gibt, allein zu lernen und Entscheidungen zu treffen. Das bedeutet aber nicht, dass
der Lerner unabhingig von der Lehrperson ist. Wenn ein Lernender autonom arbeitet,
heifit das auch nicht, dass er oder sie nur allein lernt. Eine grof3e Rolle spielt die Inte-
raktion mit anderen. Der Unterricht ist ein lebendiger Prozess, deshalb sind auch die
Sozialformen des DaF-Unterrichts sehr wichtig fiir die Entwicklung der Lernautonomie
von Lernenden.
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The importance of reading in foreign language lessons is constantly increasing. In
today’s foreign language lessons, reading primarily means understanding the essential
content. Reading in a foreign language is a challenge because it allows you to deal with
foreign factual and linguistic knowledge. Students can acquire reading skills in a foreign
language through systematic work with different types of texts in class. Choosing the right
reading strategy is an important goal in developing reading comprehension.
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Einfiihrung

Die Bedeutung des Lesens im DaF-Unterricht wéachst immer zu, und es ist zweck-
méBig, beim Fremdsprachenlernen von Anfang an mit der Forderung der Leseverste-
hen - Fahigkeiten zu arbeiten. Lesen bedeutet im heutigen Fremdsprachenunterricht
vor allem, die wesentlichen Inhalte zu verstehen. Lesen ist ein komplexer Vorgang,
das aus mehreren flexiblen und kontextabhéngigen Teilprozessen auf der Wort-Satz-und
Textebene besteht. [1, p.11] Man versteht unter ,,Lesen” das kommunikativ geprigte
Handeln, bei dem sich der Student mit Texten beschiftigt. [5] Lesen ist ein Vorgang,
der mit primdren Wahrnehmnugsprozessen beginnt [2]. Es geht zur Identifikation von
Wortern und dem Erfassen von Wortbedeutungen [2]. Voraussetzung fiir den Aufbau
einer Lesekompetenz der wichtigsten Fertigkeit beim Erwerb einer Fremdsprache ist
die Entwicklung einer Verstehenskompetenz. Unter Lesekompetenz wird mehr verstan-
den als einfach nur lesen zu konnen. Der Begriff Leseverstindnis bezieht sich auf die
Kompetenz, aus Geschriebenem den Sinnenthalt zu entnehmen, und damit auch die Ver-
arbeitung von ganzen Sitzen und Texten [1, p.11]. Lesekompetenz ist (...), die Personen
befdhigt (...), bestimmte Arten von text- und lesebezogenen Anforderungen erfolgreich
zu bewiltigen. Die individuelle Auspriagung der Kompetenz wird nach Weinert von den
Facetten Fahigkeit, Wissen, Verstehen, Kénnen, Handeln, Erfahrung und Motivation
bestimmt [1, p.11]. Der Begriff Lesekompetenz ist definiert als “die Féhigkeit geschrie-
bene Texte zu verstehen, zu nutzen und {iber sie zu reflektieren, um eigene Ziele zu er-
reichen, das eigene Wissen und Potential weiterzuentwickeln und aktiv am gesellschaft-
lichen Leben teilzunehmen” [4, p.77]. Nach Luthjerhams und Schmidt (ebd.) vermittelt

50



die Fertigkeit Lesen eine aktive Arbeit mit einem Text und verbindet einzelne Aussagen
und Informationen mit den Themen. [4, p.77]

Das Lesen in der Fremdsprache bietet eine Herausforderung dar, da es sich mit
einem fremden Sach- und Sprachwissen auseinandersetzen ldsst. Die Lesekompetenz
in der Fremdsprache kann bei den Studierenden durch die systematische Arbeit mit den
unterschiedlichen Typen von Texten im Unterricht erworben werden.

Nach Rosler werden im heutigen Fremdsprachenunterricht unterschiedliche Texts-
orten zur Arbeit zur Verfiigung gestellt. ,,Es gibt viele verschiedene Textsorten. Zu den
geschrieben Texten gehoren z.B. Zeitungsartikel, Prosatexte, Anzeigen, Speisekarten,
Einkaufszettel, Einladung, Veranstaltungsprogramme, Wetterberichte im Netz, Comics,
Fotogeschichten, Schaubilder, Formulare, Fragebogen, Briefe, Text-Chats und SMS-
Nachrichten” [6, p.87]. Die erwdhnten Textsorten konnten ein interessantes Element
und ein authentisches Material im Fremdsprachenunterricht sein.

Im modernen Fremdsprachenunterricht sollte es darum gehen, die Studierenden
zum sprachlichen Handeln zu bringen, deswegen kann die Arbeit an einem Lesetext
fiir sie ziemlich anspruchsvoll sein. Das Lesen von Texten im Fremdsprachenunter-
richt kann ganz unterschiedliche Funktionen haben. Zur Textarbeit gehdren nicht nur
Aufgaben und Aktivititen zum Lesen, sondern auch einige Aktivitdten vor dem Lesen
und nach dem Lesen. Die richtige Wahl einer Lesestrategie ist ein wichtiges Ziel bei
der Entwicklung des Leseverstehens. ,,Unter Strategie versteht man also die planvolle
Vorgehensweise, mit der man ein Lernziel (in diesem Fall das Verstindnis des Textes)
erreicht. Die konkrete Ausfithrung einer Strategie ist die Lerntechnik, also der sichtba-
re, beobachtbare Teil einer Strategie. Die damit angeregten Lesestrategien waren: die
wichtigsten Informationen im Text zu finden, sie systematisch zu ordnen und zu visua-
lisieren” [6, p.102].

Die Strategien zur Arbeit mit den Texten sind unterschiedlich und sind mit den Auf-
gaben zum Text eng verbunden werden. Diese Aufgaben kénnen auf unterschiedliche
Sprachgebiete gezielt werden z.B.:

» unbekannte Worter mithilfe des Kontexts entschliisseln

* Schliisselworter erkennen,

» Zwischeniiberschriften zur Orientierung nutzen

» wichtige Informationen im Text erkennen und von unwichtigeren Informatio-
nen abgrenzen

* Vermutungen zum Inhalt des Textes anstellen

* inhaltliche Struktur des Textes nachvollziehen und dann die Visualisierung

* W-Fragen zum Text stellen

» Vorwissen mit neuen Informationen verbinden

» Lesestrategien bewusst machen

Wenn man sich bewusst ist, welche Strategien beim Lesen helfen konnen, dann
kann man flexibel mit ihnen umgehen und sie gezielter einsetzen, um das Verstehen zu
fordern [6, p.110-112].

Man arbeitet im Fremdsprachenunterricht in der Universitit mit unterschiedlichen
Texten sowohl didaktisierten als auch authentischen Lesetexten. Am hdufigsten enthal-
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ten die verwendeten Lehrwerke im DaF- Unterricht einen groflen Anteil von didakti-
sierten anstatt authentischen Texten, weil sie auf bestimmte Grammatik und Wortschatz
gezielt werden. Aber die Studierenden arbeiten auch mit authentischen Texten, die im
Zusammenhang mit gesellschaftlichen Sprachhandeln (aus den realen Situationen, aus
den Dialogen) ihnen helfen kdnnen, reale Begegnung mit der Fremdsprache zu verwirk-
lichen.

Ziel der Untersuchung

Um bei den Studierenden der Staatlichen Universitit Chisinau der philologischen
Fakultit, die die deutsche Sprache als Hauptfach studieren, festzustellen, welche Rolle
das Lesen beim Erlernen der Fremdsprache spielt, wurde eine schriftliche Befragung
durchgefiihrt und ausgewertet. An der schriftlichen Befragung nahmen 29 Studierenden
teil, die Deutsch schon zwei oder drei Jahre als Hauptfach an der Universitdt studieren.
Das Ziel dieser Befragung war, die Neigung der Studierenden zum Lesen festzustellen
und ihre Lesemotivation zu bewerten.

Ergebnisse der Untersuchung

Die durchgefiihrte Befragung zeigt, was iiberhaupt das Lesen fiir die Studierenden
bedeutet.

Lesen bedeutet fuir mich...

sich angenehm die Zeit vertreiben [T
etwas, das ich nur tue, wenn ich es muss [ N2
Untethaltung (e
Entspannung |G
Zeitverschwendung  [[IGEN
Langeweile [NE0EN

0 5 10 15 20 25 30 35 40
Abbildung 1. Die Bedeutung des Lesens

Aus der Befragung wird ersichtlich, dass die Mehrheit der Studierenden 65,3% das
Lesen als Unterhaltung und Entspannung findet, das Lesen ist fiir sie die angenehme
Zeit. Nur fiir 17,1% bedeutet das Lesen Zeitverschwendung und Langeweile.

In der Befragung duBlerten 79,2% der Studierenden, dass sie die deutschen Biicher
selten oder nie in ihrer Freizeit lesen, und nur 20,6% der befragten Studierenden gaben
an, dass sie die deutschen Biicher in ihrer Freizeit regelmiBig lesen.
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Lesen Sie die deutschsprachigen Biicher ...

ich lese, aber das fillt mir schwer _ 13,7
man liest, weil der Lehrer verlangt _ 20,6
weil ich lesen muss — 31
weil das mir Spafl macht — 34,4

0 5 10 15 20 25 30 35 40
Abbildung 2. Das Lesen der deutschsprachigen Biicher

Aus der Abbildung 2 geht hervor, dass die Mehrheit der Studierenden 65,3% die
deutschsprachigen Biicher lesen, nur weil sie lesen miissen, oder weil es von dem Leh-
rer verlangt wird. Aulerdem weisen sie darauf, dass es ihnen schwerfillt, die Biicher in
der deutschen Sprache zu lesen. Im GroB3en und Ganzem kann man feststellen, dass die
Studierenden nicht die groBe Neigung zeigen, die deutschsprachige Biicher zu lesen.

Es ist selbstverstdndlich, dass das Lesen einen wichtigen Anteil an der Entwicklung
der Fremdsprache hat, und das Lesen der deutschsprachigen Texte zur Entwicklung
verschiedener Kompetenzen und Fertigkeiten beitragt.

Warum soll man die deutschen Texte lesen? (Mehrfache Antwort méglich)

Lesen macht einfach Spa [N 17,2
Man kann Sehreibfertigkeit entwickeln [N 24,1
Man verbessert die Lesefihigkeit NG 31

Man versteht die Struktur der deutschen Sprache I 75.8

besser ’

Man lernt Worter im Kontext I 75,8

Texte kénnen die Grundlage zur Grammatik I 51.7
bilden ’

Man kann den Wortschatz erweitern | IIII———_ 79,3

Abbildung 3. Das Lesen der deutschen Texte (Mehrfache Antwort moglich)

Aus der Abbildung 3 wird nachvollziehbar, dass das Lesen der deutschsprachigen
Texte nach der Ansicht der Studierenden die Schreibfertigkeit entwickelt, festigt die
Grammatik und hilft besser die Struktur der deutschen Sprache zu verstehen, erweitert
den Wortschatz und hilft die Worter im Kontext zu prigen, tragt zur Férderung der Le-
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sefertigkeit. Die befragten Studierenden sind der Meinung, dass das Lesen der deutsch-
sprachigen Texte einfach Spall macht.

Wenn ich beim Lesen von deutschen Texten Worter oder
Formulierungen nicht verstehe...

frage ich einen Mitschuler oder meinen Lehrer - 6,8

schlage ich sie im Online - Wérterbuch nach _ 82,7

schlage ich sie im Wérterbuch nach  [Jl] 10,3

uberlese ich sie einfach - 6,8

Abbildung 4. Schwierigkeiten beim Lesen von deutschen Texten

Wenn die Studierenden beim Lesen der deutschsprachigen Texte Schwierigkeiten
haben, Worter oder Redewendungen nicht verstehen, wie die Abbildung 4 zeigt, schla-
gen sie ein unbekanntes Wort in der Regel im Online-Wdrterbuch nach (82,7%), sel-
tener schlagen sie es in einem Worterbuch (10,3%) nach oder sie wenden sich an den
Lehrer oder an einen Mitschiiler (6,8%) mit der Frage.

Die deutschsprachigen Texte, die die Studierenden im Unterricht lesen, wie aus
der Abbildung 5 hervorgeht, sind in der Regel fiir sie verstiandlich, und sie konnen sie
oft gut verstehen (68,9%). 20,6% der befragten Studenten gaben an, dass sie oft die
angebotenen Texte nicht richtig verstehen konnen, und sie Schwierigkeiten beim Lesen
dieser Texte haben. Fiir 10,3% der Befragten reicht die vorgegebene Zeit oft nicht, um
den Text bis zum Ende zu lesen und ihn richtig zu verstehen.

Texte, die wir im Deutschunterricht lesen...

cann i i e Regel gut verstehen TS
verstehe ich oft nicht richtig |20
s mestens gut 2 bewatigen S

kann ich in der vorgegebenen Zeit oft nicht
bis zum Ende lesen _

Abbildung 5. Das Lesen der Texte im Deutschunterricht

54



In Untersuchung kann man deutlich sehen, dass die Studierenden beim Lesen eines
langeren deutschen Texten verschiedene Lesestrategien anwenden.

Bei der Bearbeitung eines langeren deutschen Textes ...
(Mehrfache Antwort moglich)

arbeite ich gerne mit Luckentexten und Fragen N 27,5
fasse ich den Text zusammen [l 6,8
teile ich den Text in Sinnabschnitte ein [N 27,5
mache ich mir Randnotizen NN 41,3
mache ich Markierungen im Text N 72,4
lese ich den Text mehrfach N 55,1

lese ich mir den Text hochstens einmal durch [ 10,3

Abbildung 6. Die Arbeit an einem deutschen Text. (Mehrfache Antwort moglich)

Aus der Abbildung 6 wird es offensichtlich, dass mehr als die Hélfte (55,1%) der
befragten Studierenden den Text mehrfach lesen, um ihn richtig zu verstehen. Weniger
als drei Viertel (72,4%) der befragten Studenten suchen und markieren die Hauptinfor-
mationen im Text. Mehr als zwei Fiinftel (41,3%) machen Notizen am Rand des Textes.
Mehr als ein Viertel der Probanden (27,5%) teilen den unbekannten Text in Sinnab-
schnitte ein und versuchen so den Text zu verstehen. Nur 6,8% der Befragten fassen
gern den Text zusammen. Wie die Abbildung 6 zeigt, arbeiten die Studenten auch mit
Liickentexten (27,5%) und stellen gern und beantworten Fragen zum Text. Wie die Un-
tersuchung zeigt, ist die Auswahl der richtigen Lesestrategie beim Lesen und Arbeiten
an einem deutschsprachigen Text fiir die Studierenden sehr wichtig ist.

Die Entwicklung der richtigen Lesestrategie erleichtert das allgemeine Lesen und
auch das Lesen der fremdsprachigen Texte, deswegen ist die Vermittlung von Lese-
strategien im fremdsprachigen Unterricht von grofler Bedeutung. Der Lehrer soll den
Studierenden bestimmte Orientierungshilfe geben, die sie vorbereiten konnen, richtig
an einem fremdsprachigen Text zu arbeiten, um ihn besser zu verstehen.

Die Studenten wurden auch befragt, welche Texte der Lehrer wihlen soll, damit die
Studierenden diese Texte gern lesen wiirden.

Aus der Abbildung 7 wird sichtbar, dass weniger als die Hélfte (48,2%) der befrag-
ten Studierenden der Ansicht ist, dass die Texte einfach und verstandlich sein sollten.
44,8% der Befragten sind der Meinung, dass der Text sehr interessant sein sollte, um das
Interesse der Studenten zum Thema zu wecken. Weniger als ein Drittel der Befragten
(31%) ist iiberzeugt, dass der Text eine entsprechende Wortschatzliste mit unbekannten
Wortern haben sollte, die helfen konnte, den Text besser zu verstehen. Weniger als ein
Viertel der Studenten (24,1%) meint, dass die Texte kiirzer sein sollten, um sie schnell
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zu bewiltigen. Fiir 10,3% der befragten Studierenden soll der Lehrer neue Arbeitsme-
thoden an dem Text finden und sie mit den Studenten erproben. 6,8% der befragten Stu-
denten denken, dass sie an der Auswahl der angebotenen Biicher oder Texte teilnehmen
sollen, dass der Lehrer mit ihnen das unbedingt besprechen sollte.

Damit ich die deutschen Texte im Unterricht lieber lesen wurde...

muss der Text sehr interessant sein  [[NNNEGEGEEEEEE 448
miissen die Texte die Wortschatzliste der I
unbekannten Worter haben
mussten wir gelegentlich Bucher oder Texte B 63

lesen, die wir selbst auswahlen kohnen

brauchte ich mehr/neue Methoden, um Texte
zu verstehen B 10,3

mussten die Texte einfacher zu verstehen sein [ NNNEGGNGEGEEEEE 48,2
mussten die Texte kuizer sein  [[NNNEGEGEGEGE 24,1

Abbildung 7. Interesse an den deutschen Texten im Unterricht

Schlussfolgerungen

Zusammenfand kénnte man noch einmal betonen, dass das Lesen einen wichtigen
Anteil an der Entwicklung der Fremdsprache hat, deswegen muss man beim Fremdspra-
chenlernen von Anfang an an der Forderung der Leseverstehen - Fiahigkeiten intensiv
arbeiten. Die Lesetexte sollten dem Sprachniveau und Interessengebiet der Studieren-
den entsprechen, sonst kdnnen sie ihre Motivation zum Lesen in der Fremdsprache und
zum Erlernen der Fremdsprache verlieren. Die Lehrpersonen sollten den Leseprozess
der Studierenden steuern, indem sie im Unterricht bestimmte Lesestrategien vermitteln
und verschiedene Ubungstypen anbieten.

Lesen ist ein aktiver Lernprozess. Die Studenten nehmen nicht nur den Inhalt des
Textes auf, sondern sie machen eine Synthese mit seiner eigenen Welt, sie entwickeln
und verbessern dadurch ihre fremdsprachliche Lesefdhigkeit. Deswegen sollte man den
Studierenden klar machen, je mehr Texte sie in einer Fremdsprache lesen, desto mehr
steigert sich ihr Erfolg beim Leseverstehen.
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The etiology and functionality of the specialized interdisciplinary language are the re-
sult of the interaction of the fields of knowledge. The need for domain and interdomain
denomination imposes the use of metaphors (demetaphorization and remetaphorization),
that is, the use of a metaphor-term, by associating it with an image or with a specialized
abstract concept (specification of specialized, abstract, or complex concepts). These meta-
phors come from various fields of knowledge and can be adapted and integrated into a
new specialized context, going through semantic changes, being subject to the process of
meronymy (part-whole relationship), part of semantic hierarchization, hypo-/hyperonymy.
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Metafora este puntea dintre ceea ce stim §i ceea ce vrem sd stim.
(Warren K. Wake)

Introducere. Metafora nu este nimic altceva dect ,,capacitatea romanilor de a
crea, prin intermediul metaforei, o terminologie functionala, prin intermediul resurselor
lexicale proprii”, ,,0 modalitate de a transforma un termen popular in termen savant.
Metafora ca modalitate de formare a unei terminologii stiintifice este revelatoarea lim-
bajului specializat in statu nascendi” [7, p. 116-128].

Imprumuturile formate in baza radicinilor savante (greaca si latind), prezente in
terminologiile cultivate ale limbilor moderne ca metafore initiale (fr. effacées), sunt
totalmente neutralizate, iar sugestia metaforica, preluatd din limba de origine (greaca
sau latind) este estompata.

Imprumuturile lexicale (stiintifice), la nivel de diferite limbi moderne, sunt supuse
procesului de demetaforizare. Astfel, neologismele terminologice reflecta doua procese
cronologic distincte: a) metaforizarea realizatd In momentul de formare a unei termino-
logii, prin traduceri din greaca sau latind (cuvant — metaford — termen); si b) deme-
taforizarea termenului stiintific in limbajele epocii moderne (metafora — termen). Este
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aproape imposibil de a distinge in limba romana sensul primar si acceptiile metaforice
ale termenilor formati in baza limbilor savante.

Cum ajunge cuvantul termen? Cercetatorii delimiteaza trei etape in procesul de
metaforizare a unui cuvant [8]. Vom ilustra metamorfoza cuvdnt — metafora — termen
in baza termenilor-metaford de origine greco-latina, deoarece e facil a explica metafo-
rele ,,tocite”, formate ,,prin zilnica tocire” a imaginii [1, p. 21-22].

Etapa I — selectarea cuvantului (limba comuna/termen dintr-un domeniu de acti-
vitate) In functie de anumite criterii translingvistice:

a) contextul empiric/functia comuna a doui obiecte eterogene (de ex., men-
tor, cerber etc.);

b) identitatea/coreferinta (de ex., driver, torace etc.);

¢) trasaturi distinctive (de ex., agarofob/agarofobie etc.).

Etapa a II-a — conceptualizarea. Cuvantul-sursa (de la care se transpozitioneaza
semnificatia) reprezintd ,,un model” de cunoastere a notiunii receptoare.

Etapa a I1I-a — fixarea unitatii nominative (separarea semantica). Unitatea no-
minativa noud detine o ,,valoare” nominativa independentd (o noud definitie), obtine
statutul de termen si se integreaza in sistemul functional terminologic.

Nu intotdeauna termenii-metafora se inscriu in uzul terminologic. Descoperind di-
oxidul de carbon, olandezul Johannes van Helmont (1577-1644) 1l numeste spiritus
silvester ,spiritul padurii”, pentru ca este emanat in timpul arderii ghindelor de stejar,
termen care nu a supravietuit timpului.

Exemple:

Cuvantul mentor, imprumut din franceza, isi are originea in limba latina mentor,
oris, m, format de la latinescul mens, mentis, f ,,minte”, substantiv polisemantic, avand
si sensurile: ,,gandire”, ,,cuget”, ,ratiune”, ,,dispozitie”, ,,suflet”, ,stare sufleteasca”,
»curaj”, ,.reprezentare”, ,amintire”, ,,intentie”, ,,opinie”, ,,concept, viziune”. Cuvantul
Mentor, oris, m, de asemenea, detine mai multe sensuri: ,,Mentor, originar din Itaca, fiul
lui Alkim, prieten al lui Odiseu”, ,,frate al lui Mnemon”, ,,conducétor de osti”, ,,sculp-
tor”, ,,poet”, ,,vas cioplit, vas sculptat”.

Mentor este nume de personaj din epopeea lui Homer, Odiseea. In legenda, acesta
este prietenul lui Odiseu, intelept, credincios si intelegator care, in permanenta, 1i ghi-
deaza actiunile (pasii).

Termenul mentor este pus in uz in secolul al XVIlI-lea cu sensul ,,sfetnic, intelept”.
Ulterior, termenul capata sensurile ,,ghid, consilier, profesor care isi ofera experienta,
cunostintele altuia”. Literalmente, cuvantul mentor denumeste persoana care ghideaza
,»CU minte” o altd persoana.

Actualmente, termenul mentor desemneaza ,,un conducdtor spiritual, povatuitor,
indrumator; preceptor, educator” — pedagogie, filosofie, psihologie; ,,planta pe care se
altoieste o ramurd de la o planta tanara, cu scopul de a-i imprima caracterele acesteia”
— botanica.

Lexemul cerber vine din grecescul kerberos, cuvant probabil inrudit cu lexemul
karbarah/ sabalah ,,patat” din limba sanscritd. Sabalah era numele unuia dintre cei doi
cdini ai lui Yama, de obicei reprezentat cu trei capete.
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Ulterior, cuvantul latinizata cerberus (-os), i, m se refera la ,,cainele-gardian cu trei
capete si coada de sarpe care strdjuia intrarea in imparatia lui Hades”.

Cerber, In mitologia greacd, este monstruosul caine de paza al lumii mortilor, fiul
Echidnei si a lui Typhon. Se presupune ca Homer, in lucrarea sa Odiseea (aproximativ
in secolul al VIII-lea i.H.) este primul care foloseste acest cuvant. Totusi, nu exista o
sursa precisa care sa confirme acest lucru, deoarece Cerber este prezent in numeroase
povesti si legende grecesti, fiind mentionat de mai multi autori antici.

Poetul Hesiod (secolul al VII-lea i.H.) se referd la un animal cu 50 de capete de
serpi, crescute din spate si o coadad de sarpe, care devora pe oricine incerca sa evadeze
din regatul lui Hades si restrictiona intrarea oamenilor vii. Devotat lui Hades, creatu-
ra este imblanzita de Orfeu prin cantecul acestuia, in momentul in care Orfeu vine in
imparatia lui Hades pentru a-si intoarce iubita. Intr-un alt mit, Heracle, pedepsit de Hera
pentru uciderea copiilor sdi, este trimis la regele Eurystheus, care 1i porunceste sa-1 adu-
ca pe Cerber in lumea celor vii. In Divina comedie de Dante Alighieri, acest personaj
mitologic este paznic la portile Infernului.

Cuvantul este atestat in Dictionarul Oxford al limbii engleze aproximativ in anul
1386 d.H., cu trimitere la scrierile poetului Geoffrey Chaucer.

Actualmente, termenul este utilizat cu sensurile ,,animal fabulos imaginat ca un cai-
ne cu trei capete, care statea la portile infernului si pazea intrarea” — mitologie; (figurat)
»paznic sever, exigent” — vocabular fundamental.

Utilizat metaforic (pentru a descrie un control inflexibil si ferm, supraveghere si
protectie rigida), lexemul este susceptibil a fi utilizat In domeniul de securitate ciber-
netica (,,sistemele de securitate cibernetica”), in domeniul financiar (,,control financiar
care verificd conformitatea si integritatea unui sistem financiar”) etc.

Cuvantul driver este atestat pentru prima data in limba engleza cu sensul ,,cel care
conduce, sofer” si cu referire la pastorul de vite. Este format prin derivarea sufixald a
lexemului drive + -er.

Se considera ca termenul are la baza verbul englez drifan ,,a conduce, a impinge sau
a trage”, care provine din limba proto-germanica dreibanan ,,care se refera la miscare
sau la actiunea de a impinge”.

Cel mai vechi sens al cuvantului driver este ,,cel care conduce vitele la pascut”
sau persoand care pazeste si ingrijeste oile sau alte animale erbivore, ducandu-le la
pascut. Ulterior, cuvantul este folosit pentru a descrie actiunea de a conduce un vehicul
sau de a impinge ceva (1150-1500 d.H.). In SUA, pana in 1796 d.H., driver semnifica
»supraveghetorul unei bande de sclavi”. in anul 1892, este inregistrat sensul ,,club de
golf pentru a atinge distante mari”, iar in anul 1867 — semnificatia ,,scaunul soferului
aflat la volan™.

Odata cu progresul tehnico-stiintific (secolul al XX-lea), termenul driver desem-
neaza ,,un program intermediar de calculator care leagd sistemul de operare cu un dis-
pozitiv; de ex., o unitate de disc, o placa video, o imprimanta sau o tastaturad”, termen
utilizat in informatica. Programul driver faciliteaza functionalitatea sistemului de ope-
rare, acesta fiind scutit de intelegerea anumitor detalii, prelucrate de driver si transmise
sitemului de operare.
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in Grecia Antica, cuvantul thorax, acis, m avea sensul ,,armura luptatorului sau
platosa luptatorului”, confectionata din metal, panza, stofa, care acoperea pieptul sol-
datului, menita pentru a proteja cosul pieptului, considerat cel mai vulnerabil, deoarece
contine organele vitale ale omului.

Concomitent, lexemul avea si sensurile ,,carapace” sau ,,coaja”, iar adjectivul tho-
racatus, a, um arata calitatea de a fi acoperit de carapace sau de coaja.

Actualmente, cuvantul torace (< gr. thorax, icis, n) poseda sensurile: ,,cavitate in
corpul vertebratelor cuprinsa intre gat si abdomen, care contine principalele organe ale
sistemelor circulator si respirator; cosul pieptului, cavitate toracica, cutie toracicd” —
terminologia biomedicala; dar si ,,parte a corpului insectelor de care sunt legate picioa-
rele” — terminologia zoologica.

Termenul agorofobie s-a format din elementele grecesti agora ,,piata publica sau
adunarea cetatenilor in Grecia Antica”, ,,piatd supraaglomerata a grecilor” + fobie, care
deriva din grecescul phobos ,teama”. Pietele grecesti se faceau 1n spatiu deschis, public.
De aici a generat sensul ,,teama irationala de spatiile deschise” 1n terminologia psihia-
trica [6].

Asadar, sistematicitatea limbii este conditia forte n transpozitia metaforica (en.
conduit metaphor): la nivel de idee (esenta ,,obiectului”); la nivel de expresii lingvis-
tice (esenta ,,recipientului”); la nivel de comunicare (actul de transmitere). Vorbitorul
isi transpune ideea (esenta ,,obiectului”) in cuvant (esenta ,,recipientului”) si astfel, in
comunicare, realizeaza aceasta transpozitie metaforica — auditorul extrage ideea/,,obiec-
tul” din cuvantul ,,recipient” [5, p. 284-310]. Lingvistul releva faptul ca cel putin 70%
din expresiile uzuale, folosite in limba engleza, sunt metafore.

Referitor la ,,creativitatea” terminologicd, lingvistii mentioneaza neologia primara
(la nivel de limba-sursa in care a fost conceput termenul) si neologia secundara (adap-
tarea termenului Tn limbile receptoare) [2]. Neologia secundard implica si transpozitia
strategiei de ,,recunoastere” a neologiei primare, deoarece inovatiile conserva ,,radaci-
nile” din limba/domeniul-sursa.

Functionalitatea impune la fel clasificarea metaforelor din perspectiva spatiald sau
orientativa.

Metafora orientativa (metaforizarea la nivel de sistem, dupa modelul unui alt sis-
tem). Descriind metafora orientativa, George Lakoft si Mark Jonson, in Metaphors We
Live By [3], se axeaza pe opozitiile polare (in special, proiectia spatiald): ,,sus” = ,,jos”,
»interior” = exterior”, ,,central” = , periferic”, ,,profund” = ,,superficial” etc., in baza
naturii fizice universale.

Metafore cu polaritatea ,,jos” = ,,sus”: nostalgie si pesimism (= omul este inclinat
spre padmant, merge mereu cu capul aplecat) # optimism (= tinuta corectd, mers tantos);
stare de boala (= dorinta de a sta culcat, apatie) # stare de sandtate (= inspiratie, crea-
tie); inconstienta (= stare de coma) # constienta etc. [4]

Totusi, mentiondm caracterul relativ al metaforelor orientative. In mitologia antica,
Mors ,provoaca somnul de moarte”; polaritatea ,,jos”# Somnus ,,provoaca somnul de
odihna”, ,stare de sanatate”, ,,viatd”; polaritatea ,,sus”. in mitologia romand, Somnus
(echivalentul grec — Hypnos) este zeul somnului, fiul Noptii (Nox) si frate cu Moartea
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(Mors). In mitologia antica, ambii frati, Somnus si Mors, locuiau langa raul vitarii. Som-
nus inducea somnul temporar, spre deosebire de Mors care provoca somnul de moarte.
Conform mitului, Somnus sdldsluia Tn lumea subpdmanteana fara ,,ca ochii sai sa fie
atintiti spre soare, iar in orele de intuneric patrundea tiptil In lume si aducea oamenilor
dulcea odihna”. In limba lating, se atestd variantele somnus, i, m ,,somn”, »moleseala”,
iar cu sens figurat, ,,noapte” si somnium, i, n ,,somn”, ,visuri in timpul somnului”, ,,cel
care interpreteaza visuri/cititor de visuri”, dar si ,,imaginatii”, ,,aberatii, aiureli”.

in limba romand, cuvantul somn desemneaza ,,starea fiziologicd normala si pe-
riodica de repaus a fiintelor, necesard redresarii fortelor, caracterizata prin incetarea
totala sau partiald a functionarii constiintei, prin relaxare musculara, prin incetinirea
circulatiei, a respiratiei si prin vise; starea celui care doarme”. Cuvantul omonim somn
denumeste ,,pestele teleosteean rapitor cu corpul lung, fara solzi, 1atit in partea dinainte,
cu capul turtit, cu gura armata de dinti puternici si cu mustati lungi (Silurus glanis)”.

Metafore cu polaritatea ,,sus”: Reanimare. Lexemul reanimare este un impru-
mut din limba franceza réanimer ,,a aduce din nou la viata, a reinsufleti, a resuscita”.
Termenul 1si are originea in limba latina, fiind alcatuit din segmentul re ,,din nou, dupa,
impotriva” si din cuvantul latin anima, ae, f ,,suflet”. In limba latind, cuvantul anima,
ae, feste asociat cu aerul, conform credintei ca sufletul nu este nimic altceva decat aerul
pe care il respird omul; deci, ulterior, sufletul este asociat cu respiratia omului, fiind
considerat ,,purtator al vietii”. Verbul latin animo, are, printre multele semnificatii, mai
detine si sensurile ,,a da viata”, ,,a da suflet”, ,,a sufla”.

Cuvantul, In primul rand, este parte a terminologiei medicale si defineste proce-
deele terapeutice folosite in vederea restabilirii functiilor vitale ale organismului, dupa
constatarea mortii clinice a pacientului.

in limba romana, termenul reanimare Tnseamna: ,,revenire la viatd” — utilizare in-
terdomeniala in expresii metaforice de tipul reanimare politica, reanimare familiala, re-
animare ecologica etc.; ,,procedeu terapeutic folosit in vederea restabilirii functiunilor
vitale ale organismului (respiratia si circulatia) cand acestea au Incetat”, ,,operatia prin
care un bolnav este readus la viata prin folosirea unor procedee speciale”, ,,sectie a unui
spital specializata in realizarea reanimarii”” — medicina.

Metafore cu polaritatea ,,jos”: Termenul nostalgie, care are la baza cuvantul com-
pus < gr. nostos ,,intoarcere acasa” + < gr. algos ,,durere, suferintd”, creat in secolul
al XVIl-lea. Initial, termenul desemna ,,dorul de casa” (= anxietatea) al mercenarilor
elvetieni, care luptau departe de casa. Actualmente, lexemul nostalgie se refera la ,,un
sentiment de tristete, de melancolie provocat de dorinta de a revedea un loc drag, o per-
soand apropiatd sau de a retrai un episod din trecut, o dorinta (plina de regrete) pentru
ceva greu de realizat” [4, p.48].

Concluzii: Etiologia si functionalitatea limbajului specializat interdisciplinar de-
riva din interactiunea diferitelor domenii de cunoastere. Pentru a denomina concepte
specializate, este necesara utilizarea metaforelor, care implica asocierea unui termen cu
o0 imagine sau un concept abstract. Aceste metafore pot fi preluate din diverse domenii si
adaptate Intr-un context nou, suferind modificari semantice si fiind integrate in ierarhia
semantica prin procesul de meronimie. Functionalitatea dicteaza clasificarea metafore-
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lor din perspectiva spatiala (sau orientativa), iar polaritatea ,,sus”# ,,jos” implica meta-
fore care exteriorizeaza stari fizice, emotionale, atitudini etc. Astfel, limbajul specializat
beneficiaza de o diversitate de metafore care faciliteaza intelegerea si comunicarea in
diferite domenii de cunoastere. In explicarea fenomenului dual de metaforizare/demeta-
forizare sunt susceptibili termenii formati in baza radacinilor savante greco-latine.

Nota: Articolul este elaborat in cadrul Subprogramului institutional de cercetare cu cifrul
0100301: Perspective interdisciplinare asupra fenomenelor de confluenta si de confruntare
in domeniile lingvistic, literar si folcloric in spatiul basarabean ca limes civilizational si
frontiera geopolitica (2024-2027).
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Professional development through action research design is a method used by educa-
tors to improve teaching practices and enhance learning outcomes. It involves a cyclical
process of identifying a problem or area for improvement, developing a plan of action,
implementing interventions, collecting and analysing data, reflecting on the outcomes,
and making adjustments based on findings. The present study defines action research,
identifies areas to use it, assesses the key characteristics of it, and advances the steps in
conducting and evaluating the design. Professional development through action research
helps educators to take an active role in improving their teaching practice and fostering
student success. It encourages a reflective and evidence-based approach to professional
growth, ultimately leading to more effective teaching and enhanced learning experiences
for students.

Keywords: professional development, action research, action research cycle, reflective

teaching, learning outcomes, intervention strategies.

Within the teaching context, professional development is a significant and manda-
tory component that leads to the enhancement of the teaching quality, ensures a sense
of progress for educators, and supports career advancement. Besides, ongoing teacher
development can maintain or even lead to strengthening the existing interest in teach-
ing and learning. By acquiring new knowledge, competences, and strategies, educators’
work becomes more effective and manageable, thus increasing their sense of achieve-
ment and professional confidence. P. Ur considers that “in some cases, it may even make
a crucial difference between job satisfaction on the one hand and burnout on the other”
[1, p. 289]. In addition to conventional professional development resources, available
within the teaching routine, such as personal reflection, collaborative discussions with
colleagues, student feedback, reading professional literature [/bidem, p. 289-293], ac-
tion research is a pivotal tool empowering practitioners to systematically investigate
and improve their own teaching practices and, therefore, enabling them to attain a more
comprehensive and reflective understanding of their practice.

According to J. Creswell, the action research design combines features of mixed
methods research as it uses data collection based on either quantitative or qualitative
methods or both; the difference, however, lies in its narrow scope. Action research tack-
les a specific, practical issue and finds answers to a problem [2, p. 577]. Thus, drawing
on Mills’ interpretation, Creswell defines action research designs as “systematic proce-
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dures done by teachers (or other individuals in an educational setting) to gather infor-
mation about, and subsequently improve, the ways their particular educational setting
operates, their teaching, and their student learning” [/bidem]. Lin S. Norton concedes
that, generally, definitions of action research in the literature refer to the double purpose
of action with research conducted by practitioners rather than by outside researchers.
Some of the definitions include references to action research being cyclical, collabora-
tive, and constructivist, depending on which school of action research the author ad-
heres to. She insists on the obvious aim of action research, which is to improve some
component of the student learning experience, stating that “the fundamental purpose
of pedagogical action research is to systematically investigate one’s own teaching and
learning facilitation practice, with the dual aim of improving that practice and contribut-
ing to theoretical knowledge in order to benefit student learning” [3. p. 59]. In the same
line of thought, S. Thornbury defines action research as “small-scale classroom research
implemented by teachers and directed at improving learning outcomes” [4, p. 139].
The same double nature of action research is emphasised by Heigham and Croker who
describe it as an approach that involves both action and research. The former refers to
“identifying and exploring an issue, question, dilemma, gap, puzzle, in your context of
work — the classroom, the school, or the institution at large” [5, p.114], and the latter - “a
systematic approach to collecting information, or data, usually with methods associated
with qualitative research” [Ibidem, p. 115]. In a broader sense, Carr and Kemmis define
action research as “a form of self-reflective inquiry undertaken by participants in order
to improve the rationality and justice of their own practices, their understanding of these
practices and the situations in which the practices are carried out” [6, p. 162]. Thus, in
addition to the reflective and practical aspects, the quoted definition includes the socio-
cultural, political, and critical dimensions.
Generalizing from Kember’s description, Norton lists the following characteristics

of action research [7, p. 54 —55]:

1. Social practice
Attempting to comprehend teaching and learning challenges entails dealing with a wide
variety of human factors, such as student attitudes, department politics, the ethos, and
the environment of the institution.

2. Aimed towards improvement
What distinguishes action research from other research methods is the intention to make
things better than they were before. Educators aim to improve the practice of education
by studying issues or problems they face, reflecting about these problems, collecting
and analysing data, and implementing changes based on their findings [8, p. 577].

3. Cyclical
According to S. Thornbury, “research is a cycle of inquiry and experimentation in pro-
fessional practitioners’ activity, with researchers constantly trying new ideas to see if
they impact learning outcomes” [9, p. 139]. Notwithstanding its spiral sequence of re-
flection, planning, acting, observing, reflecting, and so on, its interpretive nature and the
importance of iterative refinement in subsequent studies should be taken into account
[10, p. 55].
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4. Systematic enquiry
As Heigham and Croker posit, “action research is a form of self-reflective inquiry con-
ducted by participants in a social situation, such as an educational context, with a view
to changing and improving that situation. It can be used to investigate issues or dilem-
mas in your teaching situation in a systematic way” [11, p. 129].

5. Reflective
Action research involves a systematic collection and analysis of data, distinct from
casual reflections or “intuitive thoughts,” allowing practitioners to base their actions
on current evidence through ongoing reflection and analysis of classroom experiences
[Ibidem, p. 129].

6. Participative
Action research is participative because it involves active collaboration between educa-
tors. It is an opportunity to confer with each other, creating a shared understanding and
ownership of the research process and outcomes.

7. Determined by the practitioners
In action research, practitioners determine the research topic based on their own needs
and experiences, often collaborating with outside researchers, with a view to addressing
issues or dilemmas in student learning to improve their attainment.

The scope of action research in education is wide, covering a varied range of areas.
However, typically, four general fields of interest often serve as a focal point. Drawing
on Fisher’s list, the following examples of topics for action research in each area can be
suggested [12]:

* Teaching and making changes in the teaching practice

v Exploring various methods and approaches for teaching pronunciation, com-
paring their effectiveness in helping students improve their productive compe-
tence.

v" Developing students’ noticing skills in grammar instruction: investigating strat-
egies for fostering students’ ability to notice grammatical patterns and rules
through inductive teaching methods, and assessing how this approach influ-
ences the development of their grammar competences and language learning.

v’ Teaching vocabulary: Scott Thornbury distils a list of topics for action research
in the realm of vocabulary teaching, including investigating different vocabu-
lary presentation techniques correlated with predominant learning styles to de-
termine the most effective methods for your learners; exploring the effective-
ness of various mnemonic techniques on vocabulary retention; examining how
different principles of selecting words for presentation might impact vocabu-
lary learning; and investigating the effect of extensive reading on vocabulary
acquisition [13, p. 140].

* Learners and how they learn

v Learning styles: exploring the effectiveness of tailoring activities and tech-
niques to align with the predominant learning style or type of intelligence.

v’ Learner motivation: determining what kinds of activities motivate my learners
most effectively in a writing class or speaking class.
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v" Assessment for learning: examining how incorporating assessment practices
that focus on providing feedback and facilitating student reflection, rather than
just grading, enhances students’ understanding and acquisition of the material.

v Differentiation as an inclusive practice: exploring how the process of adapting
instruction to cater for the diverse learning needs of underperforming students,
including differentiation by content, tasks, and responses, can improve their
engagement with the curriculum and ultimately their performance.

e Interaction with the current curriculum and with curriculum innovation

v’ Strategies to align EFL teaching methods with the mandated curriculum to
promote student engagement: exploring ways, i.e., teaching methods, materi-
als, and instructional strategies, to make the school mandated curriculum more
relevant and interesting to students and improve their performance.

v Curriculum innovation in EFL teaching: investigating teachers’ active col-
laborative role in curriculum improvement and adaptation through innovative
teaching approaches or supplementary materials to enhance language learning
outcomes.

e Teaching beliefs and philosophies and their connections with daily practice

v Teacher expertise. Determining the balance between learner-centeredness and
teacher-centeredness in the classroom for an effective teaching practice.

v Correlation between different teaching philosophies and student outcomes:
determining the impact of different teaching philosophies, such as constructiv-
ism, or humanism, on student attainment, academic performance, motivation,
and emotional development.

Conducting action research is another important component of the approach under
study. Authors generally agree on a cycle of steps or stages that include:

1. Identifying the problem or a focus area of the teaching practice that needs im-
provement [14, p. 115]. In Moroni’s account, this stage involves the diagnosis
of a problem [15], i.e., what is to be investigated and the purposes of the action
research, for example, to answer a research question, test a hypothesis, or improve
practice.

2. Planning an intervention to address the problem involves considering the compo-
nents of the intervention, identifying the data required and methods for gathering
it, and determining the data-collecting instruments.

3. Action: Implementing the intervention, which involves selecting participants, and
determining the intervention’s time, duration, and content.

4. Assessing the intervention, which involves analyzing and interpreting data to de-
termine if the objectives of solving the problem were met.

5. Critical reflection and communication of learning: reflecting on the experience
and lessons learned and sharing the findings by determining how to best dissemi-
nate them [16, p. 449].

Synthesizing several strands and steps of action research discussed in his book Re-
search Methods in Education, L. Cohen details a comprehensive eight-step process of
action research [/bidem, p. 450 —451]:
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Step 1 involves the identification, evaluation, and formulation of a critical problem
with the aim of improving one’s own practice. It also develops explanations and hypoth-
eses by connecting them to a broader theoretical framework.

Step 2 involves preliminary discussions and negotiations among interested parties,
leading to a draft proposal with clearly defined research questions where researchers
acting as consultants use their expertise to refine the problem and suggest approaches,
a crucial phase for ensuring the project’s success. Olha Kunt suggests the following
examples of research questions aimed at improving the teaching practice [17]: Why are
some of my students....” How can I help my students to improve their...? What are my
students’difficulties in...? How can I engage my students more into...? What can be done
to solve... problem in my classroom?

Step 3 may involve a review of the research literature to learn from similar studies,
including their goals, methods, and challenges encountered.

Step 4 may involve reviewing the initial problem statement into a testable hypoth-
esis or guiding objectives, making underlying assumptions explicit (e.g., to implement
curriculum changes, the attitudes, values, skills, and objectives of the teachers must be
altered), and sometimes excluding specific objectives to avoid limiting the process.

Step 5 is concerned with the choice of research procedures: sampling, administra-
tion, choice of materials, methods of teaching and learning, allocation of resources and
tasks, etc. Cohen admits to including a wide range of research designs within the scope
of action research, amongst which

* an initial and end-of-intervention survey;

* an experimental or quasi-experimental design (e.g., where some students/
teachers are involved in the intervention and some are not, or where pre- and
post-testing of students/teachers is undertaken);

+ participant and non-participant observation;

* Interviews;

 case studies;

* questionnaire data [18, p. 450].

Step 6 is concerned with determining the subsequent continuous evaluation proce-
dures.

Step 7 consists of the implementation of the intervention itself (over varying peri-
ods of time). It includes the conditions and data collection methods; task monitoring and
feedback to the research team, and data classification and analysis.

Step 8 involves the interpretation of the data; reporting the findings, and evaluation
of the project. There might be a general summing-up directed at reviewing the project
outcomes, making recommendations, and deciding on the dissemination of the results.

In Cohen’s view, the eight-step process does not follow a strict sequence. The stag-
es may recur in a different order, and every stage is accompanied by reflection and
self-reflection, ensuring reflexivity, which “requires a self-conscious awareness of the
effects that the participants-as-practitioners-and researchers are having on the research
process, how their values, attitudes, perceptions, opinions, actions, feelings, etc. are
feeding into the situation being studied” [Ibidem, p. 453].
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Observation is an important method of data collection for action research, which
involves focusing the practitioner’s attention on things they are interested in investigat-
ing, and omitting the less relevant. Heigham and Croker present four main observation
areas: (a) the setting, i.e., context, spaces, and locations; (b) the system, i.e., routines
and procedures; (c) people, i.e., roles, relationships, and responses; and (d) the behav-
iors, i.e., timing, activities, and events [19, p. 119]. In addition, they present different
forms of observation: other-observation, self-observation, and peer observation.

Interview is a type of non-observational qualitative technique used in action re-
search to find out information related to participants’ backgrounds, self-reported ac-
tions, opinions, thoughts, beliefs, or interpretations [/bidem, 120]. The three main types
of interviews generally applied in action research are open-ended interviews (conver-
sational-type, unstructured, and individualised), semi-structured interviews (organised
with a set of questions covered according to how the interviewee responds), and struc-
tured interviews (with an identical sequence of questions for each interviewee) [Ibidem,
p. 121].

Interpreting data is an important stage of action research as the results can lead
to possible changes in various areas of the teaching practice, depending on the prac-
titioner’s initial goal. The stage requires a rigorous, informed approach because the
researcher can be faced with a large amount of data that needs processing. Heigham and
Croker offer the following strategies of data analysis [/bidem, p. 122-123]: identifying
patterns and themes used for the analysis of open-ended written data such as journal
writing; coding verbal data from recorded interviews aiming to identify key categories
which can be further coded into subcategories, e.g. students’ satisfaction categorised
into satisfaction with time for speaking and satisfaction with place for speaking; nar-
rating the observations in one of the four ways: chronological, selective, particular, and
conceptual; quantifying the data - e.g. counting the number of times particular behav-
iours, incidents, or utterances occur, accompanied by descriptions or commentaries,
or quantification of closed-response items in questionnaires containing closed (yes/no/
maybe), rank-ordered (list in order of preference), or interval (1=strongly disagree to
S=strongly agree) scales.

Having presented and analysed the data, the practitioner can move on to conclusions
and findings. At this stage, according to Heigham and Croker, it is crucial to interpret the
essence of the meaning of the research, which might consist of developing personal theo-
ries about its meaning in the classroom or for the teaching, thus invoking deeper ques-
tioning or critical understanding. This is also the stage where action researchers may con-
sider contributing to the professional field by publicizing their findings [/bidem, p. 124].
Cohen et al. present a list of mandatory elements to be included in the action research
report [20, p. 452-453]: articulating the research issue and its significance for improving
the teaching practice; justifying the selected methodology and intervention, explaining
why it was chosen over other alternatives, and describing how it was based on a thorough
understanding of the situation; detailing the data collection process, the setting, partici-
pants, and outlining how data was processed and analysed; discussing the monitoring and
review of the intervention; addressing reflexivity; establishing the standards and criteria

69



for success and explaining their derivation; summarizing how conclusions were reached
and validated; reporting on the implications of the research; and describing the changes
implemented in the teaching practice as a result of the findings.

In conclusion, action research is an important approach for professional develop-
ment, empowering educators to systematically investigate and enhance their teach-
ing practices and leading to improved teaching quality, greater job satisfaction, and
increased professional confidence. Following an informed procedure of stages that in-
cludes identifying the problem, planning and implementing the correct intervention,
and critically reflecting on the outcomes, practitioners can effectively address specific
classroom challenges. The cyclical and collaborative nature of action research, involv-
ing reflective and systematic inquiry, contributes to a deeper understanding of peda-
gogical practices. In addition to enhancing their teaching efficacy, educators can also
contribute to the broader educational community by sharing insights and strategies that
promote student learning. Thus, the dual aim of refining practice and advancing theo-
retical knowledge emphasizes the transformative potential of action research in achiev-
ing meaningful educational progress.
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Articolul dat este consacrat enuntarii averbale in discursul publicitar francez. Sunt exa-
minate concepte centrale in lingvistica enuntiativi francezd asa ca : enuntarea, enuntul,
fiind analizate definitiile acestor concepte in studiile lingvistice. Este abordat enuntul aver-
bal, ca un tip preponderent de enunt in cadrul discursului publicitar, in deosebi in sloga-
nuri publicitare. Este efectuatd o clasificare a tipurilor de enunturi averbale prin identifi-
carea trasaturilor caracteristice si ale particularitdtilor specifice acestui tip de enunt.

Cuvinte-cheie : Enuntare, discurs, discurs publicitar, enunt averballingvistica enuntiativa

L’un des concepts centraux dans I’étude du langage en action est 1’énonciation.
La problématique de 1’énonciation constitue, dans les derniéres décennies, un domaine
d’intérét particulier pour les chercheurs, appelé linguistique de 1’énonciation dans 1’es-
pace scientifique francophone ou pragmatique chez les auteurs britanniques ou amé-
ricains. Cette problématique englobe de multiples aspects qui mettent en évidence la
capacité du code linguistique a se référer, a travers des composants spécifiques, a son
propre fonctionnement, ainsi que la maniére dont la structure de 1’énoncé refléte les par-
ticularités de chaque contexte communicatif, y compris 1’attitude du I’expéditeur vers
ses propres énoncés et vers ceux de I’interlocuteur.

L’une des définitions les plus connues de 1’énonciation est celle proposée par E.
Benveniste, qui interpréte 1’énonciation comme « la mise en opération du langage par
un acte individuel de langage, et la condition de 1’énonciation serait que celui-ci soit
I’acte méme » de production d’un énoncé et non du texte de 1’énoncé” [1, p.53,]. E.
Benveniste estime que cet acte d’énonciation implique un locuteur et un interlocuteur,
mais pour lui I’acte reste individuel et non inter-individuel, I’intérét au sein de sa théorie
étant entierement défendu par le locuteur. Une autre définition de ce phénoméne pré-
sente 1I’énoncé sous une autre perspective, le décrivant comme un « événement constitué
par I’apparition d’un énoncé » [2, p. 179] Oswald Ducrot et Tzvetan Todorov, dans le
,Dictionnaire encyclopédique des sciences du langage”, définissent la situation d’énon-
ciation comme un acte dans lequel les phrases sont mises a jour, assumées par un locu-
teur particulier, dans des conditions temporelles et spatiales concrétes [3, p.402-406].
Autrement dit, selon cette définition, la situation d’énonciation peut étre décrite comme
une scéne dans un lieu et un espace de temps donnés et interprétée par des acteurs appe-

72



1és actants : le locuteur, celui qui parle et le destinataire, celui ou ceux qui I’écoutent. Le
temps, le lieu et les acteurs constituent les éléments principaux de la situation d’énon-
ciation, que D. Maingueneau appelle la « scéne d’énonciation ». L’auteur distingue
trois types de scénes d’énonciation : une scéne englobante, liée au type de discours, une
scene générique, liée au genre de discours, et la scénographie (la scéne construite par le
texte) [4, p.69-71].

L’analyse des définitions données a I’énoncé dans les ouvrages linguistiques met
en évidence les caractéristiques fondamentales du phénomene donné et son réle dans le
processus de communication. Dans la plupart des travaux consacrés a 1’énonciation, il
est mentionné que les traits fondamentaux de ce phénomeéne a caractére communicatif
se révelent en référence au langage, a I’énonciation et a la situation de communication.
11 est naturel qu’il en soit ainsi puisque 1’énonciation constitue le processus, plus préci-
sément le fait de dire, et ’énoncé représente le produit, ce qui est dit, ¢’est-a-dire ce qui,
en fait, peut étre pergu et soumis a analyse. Ainsi, selon E. Benveniste, I’énoncé n’est
rien d’autre qu’une mise en action du langage. Rodica Nagy affirme que, contrairement
a I’énoncé, 1’énonciation désigne 1’activité qui conduit a la création de ce produit et qui
permet ’ancrage référentiel de I’information transmise. En méme temps, poursuit la
chercheuse roumaine, il est beaucoup plus difficile de décrire la pratique énonciative
que de décrire son résultat, ’énoncé. [5, p.144]. En méme temps, la tentative d’étudier
cette « mise en action » se heurte a une série de problemes déterminés par le fait que les
seules choses visibles liées a I’énonciation sont I’énoncé et les composants contextuels
impliqués dans 1’énonciation.

L’énoncé est considéré comme difficile a définir, étant appelé par Tzvetan Todorov
« I’archétype méme de I’inconnu ». [6, p.83]. L’énoncé est un événement unique, irrem-
plagable, car, selon Todorov, « nous ne connaitrons jamais que des énonciations pronon-
cées, c¢’est-a-dire un discours dont 1’énonciation reste toujours a énoncer ». Prononcé,
c¢’est-a-dire un discours dont 1’énoncé doit étre prononcé)» [ op.cit. p.3]. D’ailleurs, O.
Ducrot, a défini I’énoncé comme « ’activité langagicre exercée par celui qui parle au
moment ou il parle » [2, p. 12], c’est-a-dire qu’il est difficile de le définir et de le sou-
mettre a une enquéte linguistique. Actuellement, les relations entre 1’énonciation, d’une
part, et la communication, la sémiotique, la pragmatique, I’analyse du discours, d’autre
part, sont tres étroites, parfois les différences entre elles semblent trés vagues. [7, p.11].
Dans les sciences linguistiques, on parle d’un renouveau de la réflexion en linguistique,
qui dépasse le niveau du mot et de la phrase (catégories traditionnellement structurelles)
pour atteindre le niveau du discours a travers I’énoncé, qui constitue I’événement de sa
production.

La spécificité de la communication publicitaire, le temps de contact réduit du des-
tinataire avec le discours publicitaire, les cofits élevés de I’espace publicitaire, etc., le
statut intrusif et perturbateur de la publicité impose des manifestations linguistiques dans
le discours publicitaire, a savoir la simplification des messages en implantant des mots
complets dans la structure des énoncés (substantifs, adjectifs, verbes, adverbes, adverbes,
etc.) et I’omission d’éléments de relation (conjonctions, prépositions), mais aussi |’ex-
clusion des verbes et I’adoption d’une déclaration nominative. La présence de I’énoncé
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averbal dans le discours publicitaire apporte du dynamisme, crée 1I’impression d’oralité,
d’expressivité et d’informativité. Du point de vue de 1’énonciation, la simplification de
I’expression est attestée dans le discours publicitaire, qui se manifeste par un nombre
impressionnant de déclarations simples, développées et celles dans lesquelles le verbe est
absent, ¢’est-a-dire des déclarations averbales. Dans le plein respect du principe d’éco-
nomie d’expression, dans le discours publicitaire sont favorisées les constructions énon-
ciatives étroites, avec peu d’unités lexicales, mais avec une charge sémantique spéciale,
grace a deux contextes dans lesquels ils sont intégrés : textuel et iconique.

On sait que la communication publicitaire se définit par son caractére immédiat,
c’est-a-dire qu’elle tente d’intervenir rapidement et de convaincre, dans la mesure du
possible, le lecteur, qui n’est pas immédiatement disposé a la recevoir. En tant qu’objet
de consommation, la publicité n’est pas seulement un emballage linguistique de 1’in-
formation pour un interlocuteur, mais un discours fonctionnel et intentionnel, construit
sur la base du contrat de communication, et qui est interlocutoirement orienté vers un
destinataire qui doit I’accepter et ou le rejeter immédiatement. Dans ce cas, il utilise di-
verses techniques de mise en scéne propres au genre publicitaire, ou en d’autres termes,
diverses sceénes d’énonciation [4 p.72]. ,,La mise en scéne” énonciative de la publicité
suppose un sujet parlant, un message du (JE) qui valorise le produit qu’il propose a un
TU qui est censée étre dans une situation de manque et contrainte par divers processus
rhétoriques ou stylistiques a adhérer pour ce produit. [10, p. 47]. En ce qui concerne
I’énonciation publicitaire, qui est traditionnellement étudiée par les sciences de la com-
munication, nous pouvons dire, avec Marc Bonhomme, que la publicité, en étant un
véritable laboratoire de la langue frangaise actuelle, valorise et traite la langue (dans
notre cas, le frangais) pour atteindre ses objectifs argumentatifs : valoriser le produit et
convaincre le public des avantages de son achat. [11, p. 33].

Etablir une typologie des énoncés dans une perspective pragmatique revient a iden-
tifier la finalité, I’intention du locuteur au moment de 1’émission de 1’acte de parole.
Nous appliquerons la classification des énoncés de langue frangaise selon I’intention
de communication et les énoncés verbaux au sein du discours publicitaire. L’intention
de la communication, selon les chercheurs (Hanganu, Hristea, et al) est un acte mental
qui préside a I’acte d’énonciation, ¢lément de base de 1’acte communicatif, suivi par
le locuteur dans sa relation avec 1’auditeur afin de résoudre une situation glottique ou
métaglottique en utilisant le langage [13, p.42]. L’intention de la communication sert de
critére de classification des énoncés, qui correspondent aux trois grands types d’actes
intentionnels : la description, le questionnement et 1’incitation. [13, p.42]. Parall¢le-
ment, la narration, I’interrogation et I’injonction, comme principales formes de commu-
nication verbale, reflétent trois types fondamentaux de comportement du sujet parlant,
exergant une certaine influence sur I’interlocuteur a travers la parole : il veut lui trans-
mettre un élément de connaissance, obtenir de lui un objet de connaissance, ou lui faire
un ordre. Ces trois fonctions essentielles de la parole se « matérialisent » en trois types
d’énoncés énonciatifs, interrogatifs ou impératifs, correspondant chacun a une attitude
du locuteur et représentant les trois types de relations entre 1’énoncé et 1’activité logique
de ’homme, c’est-a-dire entre le contenu de communication et jugement.
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Objectif de la communication de I’énonciation publicitaire est déterminée par I’in-
tention majeure de 1’acte de communication publicitaire, celle de promouvoir et de faire
I’¢loge d’un produit ou d’un service. Pour parvenir a convaincre, I’énonciateur utilise
diverses stratégies discursives. En méme temps, il faut mentionner qu’au sein de I’énon-
cé averbal sa constitution s’opere a travers la modalité, une catégorie logique, qui, en
linguistique francaise, est a la base de la distinction des types d’énoncés. Issues de la
logique modale, dans 1’étude du langage, les modalités sont considérées comme les él¢é-
ments qui expriment une sorte d’attitude du locuteur envers son énoncé. Les modalités
d’énonciation sont attachées aux ¢éléments syntaxiques, typographiques et prosodiques
nécessaires a la réalisation des types d’énoncé assertif, interrogatif et injonctif. Tout
acte d’énonciation implique nécessairement la sélection de I’un d’entre eux a 1’exclu-
sion des autres.

L’analyse des publicités francaises nous montre une présence importante d’énoncés
dans lesquels le verbe conjugué est absent dans le cadre du texte et, surtout, dans les
slogans publicitaires. Le probléme de 1’énoncé ou le verbe manque n’est pas enticrement
résolue en science, & en juger par la situation de 1’appellation : averbal / nominal / sans
verbe / ellipse, et aussi par le statut marginal de ce type d’énoncé en linguistique. La pré-
sence de I’énoncé averbal dans le discours est justifiée par les grammairiens par la néces-
sité¢ de désigner une réaction spontanée dans une discussion entre deux interlocuteurs et,
dans le cas de formes de communication écrite qui recherchent I’économie d’expression :
titres de journaux, panneaux d’affichage, etc. [8, p.511]. Pour désigner ces structures syn-
taxiques, dépourvues de verbe conjugué, dans la grammaire frangaise est proposé le terme
averbal pour mettre en évidence 1’opposition entre 1’énoncé verbal et celui sans verbe.

F. Lefeuvre dans sa vaste étude consacrée a I’énonciation verbale en frangais consi-
dere que dans ce type d’énonciation on peut attester quatre types de modalités aux-
quelles correspondent les actes d’énonciation. Ainsi, on distingue les modalités asser-
tive, exclamative, interrogative et injonctive [9, p. 214]. Dans notre étude sur les slogans
publicitaires, nous avons identifié les quatre types, indiqués par la chercheuse francaise.

L’énoncé averbal assertif. De maniére générale, I’affirmation est un acte de lan-
gage dont le but principal est de transmettre une information. Les actes de discours
assertifs décrivent un événement, un état de choses dans la réalité et informent 1’interlo-
cuteur sur I’événement, en assumant en méme temps la véracité de la phrase exprimée.
Dans le cas des énoncés averbaux, 1’assertion est la maniére fondamentale de constituer
ce type d’énoncés. En général, une affirmation est un jugement qui contient une vérité.
Dans les énoncés assertifs, le locuteur déclare qu’un prédicat est attribué¢ a un sujet [9,
p.86]. Dans le discours publicitaire ainsi que dans les slogans, par le biais de énon-
cés averbaux I’information est transmise directement au destinataire, sous une forme
concise, directe et courte. Ex. : Cappuccino. Simplement parfait. (Carte Noire). Dans
cet exemple, on affirme ’existence d’un cappuccino, qualifié simplement de parfait,
sans apporter de précisions supplémentaires. Nous attestons la structure détachée, dans
laquelle le prédicat ou le qualificatif est placé dans un énoncé séparé, pour augmenter
la force argumentative et persuasive de I’énoncé. Méme si ces énoncés sont pergus et
peuvent étre interprétés comme un énoncé complet : Cappuccino de Carte noire est
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tout simplement parfait, la forme averbale décidée par 1’énonciateur répond parfaite-
ment aux finalités de la publicité. Le prédicat disloqué a sa propre force argumentative.
Une autre propriété de 1’énoncé averbal assertif est qu’il affirme 1’existence du référent
du prédicat : Ex. : Le mariage subtil et intense d’une Carte Noire et d’'une délicieuse
mousse de lait. (Publicité pour le café Carte Noire).

Dans le discours publicitaire, a c6té de I’énoncé averbal se trouve toujours I’image
du produit et trés souvent 1’affirmation présente dans 1’énoncé est confirmée par I’image
adjacente, souvent hyperbolisée. Nous attestons dans les énoncés averbaux assertifs
des adjectifs qualificatifs au contenu sémantique élogieux. Lorsqu’on parle d’un café
Carte Noire, les adjectifs subtil, intense et délicieux caractérisent le café a la mousse de
lait. On remarque également la présence de personnification et de métonymie dans cet
énoncé pour le café Carte Noire.

L’énoncé averbal exclamatif. 1.’ énoncé exclamatif est trés proche de 1’énoncé as-
sertif et interrogatif. Il est marqué a 1’écrit par le point d’exclamation et par I’intonation
a I’oral : « Le point d’exclamation [...] a des conditions d’apparition trés variables et
subjectives et ne marque en fait qu’une certaine dose d’affectivité ou d’expressivité,
ajoutée a I’expression normale de la phrase : n’importe quelle phrase peut étre énoncée
avec un «ajout affectity. [8, p.100]

Pour I’énoncé averbal publicitaire, dans notre corpus nous avons attesté des énon-
cés avec ou sans mots exclamatifs. Quel régal ! (Salakis), Quelle émotion ! Bien plus
que de la déco ! Dans les slogans publicitaires nous attestons une assertion avec un
effet exclamatif, marqué prosodiquement. Méme si ces énoncés comportent un point
d’exclamation, ils transmettent en réalité¢ des informations, communiquent sur 1’exis-
tence de quelque chose, caractérisent ou évaluent quelque chose, possédant I’élément
d’exclamation.

La chaine pour tous ! Dans ce slogan de chaine de télévision, I’information d’une
chaine populaire, accessible a tous, enfants comme adultes, est présentée sous forme
d’exclamation, de nouveauté, de surprise.

Une sensation unique ! Le slogan des produits de beauté annonce les sensations qui
surviendront apres 'utilisation de ces produits. L’exclamation Une sensation unique !
pourrait étre produite par un utilisateur / utilisatrice satisfait/ satisfaite. L’adjectif unique
parle du fait que ce produit est rare, irremplagable, ainsi que de la sensation qu’il pro-
voque.

L’énoncé averbal injonctif. La modalité est considérée injonctive lorsque le lo-
cuteur « veut agir sur ’interlocuteur afin d’obtenir de lui un comportement ». Habi-
tuellement, dans le discours, la modalité injonctive correspond a des actes de parole
qui présentent différentes nuances : a partir des ordres jusqu’aux actes de parole plus
atténués, comme la demande. La modalité injonctive est rendue grammaticalement
par deux modes : I’impératif et le subjonctif, les modes traditionnels de la publicité.
L’énoncé averbal est également capable d’exprimer I’injonction dans des situations ou
les modes verbaux ne répondent pas aux exigences du texte publicitaire. Le discours pu-
blicitaire est par définition injonctif : son but ultime est de stimuler, d’inciter a 1’achat,
de donner envie du produit au destinataire. Si auparavant dans la publicité I’impératif
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¢était utilisé pour inciter 1’acheteur a agir, actuellement, 1’évolution de la publicité a
conduit a un euphémisme de 1’injonction, le discours publicitaire est plutdt un discours
poli, bienveillant, sans ordres ni incitations directes a 1’achat. Le slogan publicitaire ne
fait souvent que suggérer et n’oblige pas le destinataire a acheter. Par exemple, pour la
fromagerie Coeur de Lion, le slogan est : « 4 consommer avec passion ! ». Ce slogan
a la forme de recommandation, avec la mention subtile de consommer le produit avec
passion, c’est-a-dire avec amour, ce qui amene a 1’idée du gofit raffiné du fromage.

Le slogan « 4 table ! » pour une entreprise qui fait la promotion des sauces, ce n’est
rien d’autre qu’une invitation a se mettre a table et a déguster les sauces proposées.
L’énonciation averbale est identique a I’appel qu’une mére lancé a ses enfants. Méme
s’il se présente apparemment sous la forme d’une commande, ce slogan rappelle les
moments agréables passés en famille autour de la table, créant ainsi une image positive.

Les énoncés averbaux interrogatifs dans les slogans publicitaires sont rares. On
sait que I’énoncé interrogatif exprime une demande d’information adressée a un inter-
locuteur, elle constitue une question qui exige généralement une réponse. De manicre
générale, la phrase interrogative correspond, en tant qu’acte de discours direct, au but
d’interroger ou de demander.

Si I’énoncé interrogatif en frangais a ses signes distinctifs (I’inversion sujet-pré-
dicat, la particule est-ce que), I’énoncé averbal interrogatif est reconnu par écrit par le
point d’interrogation qui le termine. La méme structure peut étre comprise différem-
ment si elle comporte un signe de ponctuation différent. Par exemple : I heure pour
réduire vos rides ? (Créme L’Oréal). La méme déclaration avec un point a la fin pourrait
désigner une intonation assertive, un type de déclaration avec une signification affirma-
tive, énongant la réalité. Une heure pour réduire vos rides.

Dans les slogans exprimés par des structures averbales, I’incidence des énoncés
interrogatifs est faible. Dans notre corpus, nous n’avons identifié que cinq cas, ce qui
s’explique par le fait que la question est peu productive par un énoncé averbal. Dans
le slogan d’une compagnie d’assurance : Qui d autre ? la réponse a la question dans le
sens de qui d’autre que la compagnie d’assurance pourrait proposer des solutions, ce de-
vrait étre le nom de cette compagnie. Et le dialogue imaginaire entre un client potentiel,
qui a un probléme d’assurance a résoudre, et un interlocuteur hypothétique auquel seule
la société Assurances générales de France répondrait. Le slogan de la sociét¢ Weight
Watchers «Quoi de plus naturel ?» a la méme structure et la méme logique. Par consé-
quent, la réponse a la question posée par le slogan publicitaire averbal est toujours le
nom de la marque ou du produit pour lequel le slogan a été créé.

Suite a I’analyse de différents types de slogans publicitaires averbaux, nous avons
constaté que le but de leur utilisation est toujours la promotion d’un produit. L’utilisa-
tion d’énoncés verbaux dans les slogans ne diminue point la communication, mais, au
contraire, parfois ceci augmente le degré d’expressivité et d’efficacité du slogan publi-
citaire.
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This article investigates the pluricentric nature of the German language and its rami-
fications within German-speaking regions and foreign language education. Through a
comprehensive study, notable disparities among various German varieties in vocabulary,
pronunciation, and grammar are identified. The research highlights the challenges en-
countered by both native speakers and foreign language learners in recognizing and com-
prehending these distinctions. Furthermore, it emphasizes the imperative of incorporat-
ing instruction on diverse national forms of German to provide learners with a holistic
understanding of the language and its cultural intricacies. The study advocates for the
adoption of a pluricentric approach to German language instruction, which can facilitate
deeper appreciation and comprehension of language and culture. The findings under-
score the importance of refining teaching materials and methodologies to foster inclusive
and effective language education practices. Ultimately, this approach equips learners with
the necessary skills and awareness to navigate linguistic and cultural diversity within the
German-speaking world, promoting nuanced communication and understanding across
borders.
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Die deutsche Sprache, bekannt fiir ihre Prézision und Ausdruckskraft, wird nicht
nur in Deutschland, sondern auch in Lindern wie Osterreich und der Schweiz gespro-
chen. Diese geografische und kulturelle Verbreitung fiihrt zu einer einzigartigen sprach-
lichen Situation: Deutsch ist eine plurizentrische Sprache. Eine solche Sprache zeichnet
sich durch verschiedene national anerkannte Standards aus, die sich in Lexik, Phonetik
und Grammatik unterscheiden konnen. Die Anerkennung der plurizentrischen Natur des
Deutschen erfordert einen differenzierten Ansatz in der linguistischen Forschung sowie
in der Lehre des Deutschen als Fremd- und Zweitsprache. [2]

Das Ziel dieser Studie ist es, ein tieferes Versténdnis fiir die plurizentrischen Eigen-
schaften des Deutschen zu entwickeln und die Auswirkungen dieser Eigenschaften auf
den Fremdsprachenunterricht zu untersuchen. Die Forschung konzentriert sich dabei
insbesondere auf die Fragen, inwieweit Muttersprachler tiber die plurizentrische Na-
tur ihrer Sprache informiert sind, wie diese Aspekte in der Fremdsprachenausbildung
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beriicksichtigt werden, und wie das vergleichende sprachliche Wissen zwischen Mut-
tersprachlern und Nicht-Muttersprachlern ausgeprégt ist. Anhand von Daten, die durch
Umfragen unter 48 Teilnehmern — Studierenden, die Deutsch als Fremdsprache ler-
nen, sowie Muttersprachlern aus den deutschsprachigen Liandern — gesammelt wurden,
strebt diese Studie danach, Licht auf die komplexen Interaktionen zwischen Sprache,
Kultur und Bildung zu werfen. [1]

Diese Arbeit trdgt zu einem umfassenderen Verstindnis bei, wie plurizentrische
Sprachen im Bildungskontext behandelt werden koénnen und sollten. Indem sie die Be-
deutung der verschiedenen nationalen Varietiten des Deutschen im Unterricht hervor-
hebt, fordert sie eine Erweiterung des Lehrplans, um nicht nur ein tieferes sprachliches
Verstindnis zu fordern, sondern auch die kulturelle Kompetenz der Lernenden zu erwei-
tern. Dariiber hinaus beleuchtet die Studie die Notwendigkeit, Lehrmaterialien und pad-
agogische Ansitze zu adaptieren, um die vielfdltigen Facetten der deutschen Sprache zu
integrieren, und bietet Einblicke in die Herausforderungen und Chancen, die sich aus
der Plurizentrik des Deutschen fiir den Sprachunterricht ergeben.[7]

Diese Studie hat eine umfassende Untersuchung der plurizentrischen Natur der
deutschen Sprache in verschiedenen deutschsprachigen Landern und deren Auswirkun-
gen auf den Fremdsprachenunterricht durchgefiihrt. Die Forschungsmethodik wurde
sorgfaltig entworfen, um sowohl das Bewusstsein als auch das Verstindnis fiir sprachli-
che Vielfalt unter Muttersprachlern zu erfassen, sowie das Ausmaf, in dem plurizentri-
sche Aspekte in die Fremdsprachenausbildung integriert sind.

Die Forschungspopulation bestand aus 48 Teilnehmern, die in zwei Hauptgrup-
pen unterteilt wurden, um eine vergleichende Analyse zu erleichtern. Die erste Grup-
pe bestand aus 29 Studenten der Staatlichen Universitit Moldau, die Deutsch als
Fremdsprache studierten. Diese Gruppe wurde ausgewihlt, um Nicht-Muttersprachler
mit unterschiedlichen Deutschkenntnissen zu reprasentieren und so Einblicke in den
Aspekt des Fremdsprachenunterrichts der Plurizentrik zu bieten. Die zweite Gruppe
umfasste 19 Studenten aus deutschsprachigen Landern, iiberwiegend aus Deutschland
(18) und einem aus Osterreich, um die Perspektiven der Muttersprachler zu reprisen-
tieren.

Um Daten effektiv zu sammeln, wurden zwei verschiedene Fragebogen entwickelt,
die auf die einzigartigen Perspektiven der beiden Teilnehmergruppen der Studie zuge-
schnitten waren. Jeder Fragebogen war in zwei Hauptabschnitte gegliedert:

Der erste Abschnitt enthielt theoretische Fragen zur Beurteilung des allgemeinen
Bewusstseins und Verstdndnisses der plurizentrischen Natur der deutschen Sprache der
Teilnehmer, einschlieBlich ihrer Selbsteinschitzung der Sprachkenntnisse, des Wissens
iiber deutschsprachige Lander und der Vertrautheit mit spezifischen sprachlichen Be-
griffen im Zusammenhang mit nationalen Varianten (z. B. Teutonismen, Austriazismen,
Helvetismen). [5]

Der zweite Abschnitt war flir beide Gruppen identisch und konzentrierte sich auf
eine praktische Untersuchung des Wissens der Teilnehmer iiber lexikalische, phone-
tische und grammatische Unterschiede zwischen den osterreichischen, deutschen und
schweizerischen Varianten der deutschen Sprache. Dieser Teil zielte darauf ab, das
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sprachliche Wissen zwischen Muttersprachlern und Nicht-Muttersprachlern in Bezug
auf die plurizentrischen Aspekte des Deutschen direkt zu vergleichen.

Daten wurden durch die Verwaltung der Fragebogen gesammelt, wobei die Teil-
nehmer Antworten gaben, die ihr Wissen und ihre Wahrnehmungen der plurizentrischen
Eigenschaften der deutschen Sprache widerspiegelten. Die gesammelten Daten wurden
dann einer quantitativen Analyse unterzogen, wobei der Schwerpunkt auf der Haufig-
keit und Verteilung der Antworten lag, um Muster und Diskrepanzen im sprachlichen
Bewusstsein und Wissen unter den Teilnehmergruppen zu identifizieren.

Alle Teilnehmer wurden iiber die Ziele der Studie informiert und ihrer Anonymitét
sowie der Vertraulichkeit ihrer Antworten versichert. Von allen Teilnehmern wurde vor
ihrer Aufnahme in die Studie eine informierte Zustimmung eingeholt.

Die Studie erkennt bestimmte Einschrankungen an, einschlielich der geringen
Stichprobengréfe und der Vertretung von nur zwei deutschsprachigen Landern in der
Gruppe der Muttersprachler. Zukiinftige Forschungen kénnten von einem vielféltigeren
Teilnehmerpool profitieren, der eine breitere Palette von deutschsprachigen Regionen
umfasst.

Die Erforschung des Bewusstseins und der Kenntnisse unter Muttersprachlern der
deutschen Sprache hinsichtlich ihrer plurizentrischen Natur bildet einen zentralen As-
pekt dieser Studie. Die plurizentrische Auffassung des Deutschen, die besagt, dass die
Sprache iiber verschiedene nationale Standardvarietiiten in Deutschland, Osterreich und
der Schweiz verfiigt, wird in der linguistischen Forschung breit diskutiert. Die Unter-
suchung zielte darauf ab, das Ausmal} zu bestimmen, in dem Muttersprachler iiber die
Existenz und die Charakteristika dieser Varietéten informiert sind.

Die Befragung von 19 Muttersprachlern aus deutschsprachigen Landern ergab
interessante Einsichten in ihr sprachliches Selbstbewusstsein und Wissen. Bei der
Selbsteinschitzung des Sprachniveaus gaben die meisten Teilnehmer an, liber sehr gute
Deutschkenntnisse zu verfiigen (C2 und C1 Niveaus), [3] was darauf hindeutet, dass sie
sich der Komplexitit ihrer Muttersprache bewusst sind. Jedoch zeigte die Studie, dass
das Bewohnen eines deutschsprachigen Landes nicht zwangslaufig mit einem tiefgrei-
fenden Verstdndnis fiir die plurizentrische Natur des Deutschen einhergeht. [8]

Ein signifikanter Teil der Befragten war nicht in der Lage, alle Lander korrekt zu
identifizieren, in denen Deutsch als Amts- oder Regionalsprache anerkannt ist, was auf
Liicken im Wissen iiber die geografische Verbreitung der Sprache hindeutet. Bemer-
kenswert ist, dass einige Teilnehmer falschlicherweise annahmen, dass Deutsch in Lén-
dern wie den Niederlanden und Schweden offiziellen Status genieft.

Dartiber hinaus zeigte die Untersuchung, dass ein Grofiteil der Muttersprachler
nicht mit den Begriffen Teutonismus, Austritismus und Helvetismus vertraut war und
daher die spezifischen nationalen Varietiten der deutschen Sprache nicht identifizieren
konnte. Dieses Ergebnis unterstreicht eine allgemeine Unkenntnis beziiglich der lingui-
stischen Vielfalt innerhalb der deutschsprachigen Gemeinschatft.

Interessanterweise lehnte eine deutliche Mehrheit der Teilnehmer die Aussage
ab, dass die in Deutschland, Osterreich und der Schweiz gesprochenen Varianten des
Deutschen praktisch ununterscheidbar seien. Dies deutet darauf hin, dass, obwohl ein
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tiefgreifendes Verstidndnis fiir die spezifischen Charakteristika der einzelnen Varietdten
moglicherweise fehlt, dennoch eine intuitive Wahrnehmung der sprachlichen Vielfalt
vorhanden ist.

Die Untersuchung der plurizentrischen Eigenschaften des Deutschen im Fremd-
sprachenunterricht zielt darauf ab, das Ausmall der Beriicksichtigung dieser Eigen-
schaften in den Studienmaterialien zu bewerten und die Beschéftigung der Studierenden
mit dem Thema auf verschiedenen Niveaus der Sprachkenntnisse zu vergleichen. Durch
die Analyse der Antworten von Studierenden, die Deutsch in der Fremdsprachenfakultit
studieren, wurden wertvolle Einblicke in den aktuellen Stand der Lehrmaterialien so-
wie in das Bewusstsein und Verstandnis der Lernenden beziiglich des plurizentrischen
Aspekts der deutschen Sprache gewonnen. Die Mehrheit der Befragten verfiigte {iber
Sprachkenntnisse auf den Niveaus A2 und B1, was auf ein Grund- bis mittleres Sprach-
niveau hinweist. Die Ergebnisse zeigen, dass ein GroBteil der Teilnehmer in der Lage
war, die Lénder korrekt zu identifizieren, in denen Deutsch als Amts- oder Regional-
sprache anerkannt ist, wobei Deutschland, die Schweiz und Osterreich am bekanntesten
waren. Dies deutet auf ein grundlegendes Verstindnis der geografischen Verbreitung der
deutschen Sprache hin, obwohl einige Teilnehmer auch Lander wie Schweden und die
Niederlande auswéhlten, in denen Deutsch keine offizielle Sprache ist. [3]

Interessanterweise ergab die Untersuchung, dass etwa die Hélfte der Teilnehmer
mit dem Konzept der Plurizentrik in der Sprache vertraut war und die Definition einer
plurizentrischen Sprache richtig identifizieren konnte. Dies weist auf ein gewisses Maf3
an Bewusstsein und Interesse am Thema Plurizentrik in der deutschen Sprache hin. Je-
doch zeigte die Analyse auch, dass ein erheblicher Teil der Studierenden nicht mit den
Begriffen Austriazismus, Helvetismus und Teutonismus vertraut war und deren Bedeu-
tung zur Bezeichnung der in Osterreich, der Schweiz und Deutschland gesprochenen
Varietdten der deutschen Sprache nicht kannte.[6]

Die Ergebnisse unterstreichen die Notwendigkeit, plurizentrische Perspektiven
stiarker in die Lehrmaterialien und den Deutschunterricht einzubezichen. Wahrend 82,8
% der Teilnehmer angaben, dass ihr Lehrbuch den plurizentrischen Aspekt der Sprache
behandelt, gibt es immer noch eine signifikante Anzahl von Studierenden, deren Materi-
alien diesen wichtigen Aspekt der deutschen Sprache nicht abdecken. Die am haufigsten
verwendeten Lehrbiicher waren “DAF-Kompakt” und “Ausblick”, was darauf hindeu-
tet, dass einige Lehrwerke plurizentrische Inhalte besser integrieren als andere.

Die vergleichende Analyse des Wissens zwischen Muttersprachlern und Nicht-
Muttersprachlern des Deutschen unterstreicht die intrinsische Komplexitidt und den
Reichtum der deutschen Sprache, wie sie sich in verschiedenen geografischen Regionen
manifestiert. Der Schwerpunkt dieses Vergleichs liegt auf dem lexikalischen, phoneti-
schen und grammatischen Verstindnis der nationalen Varianten der deutschen Sprache
durch die Teilnehmer.

Die Ergebnisse zeigen eine deutliche Diskrepanz im lexikalischen Verstdndnis
der plurizentrischen Variationen der deutschen Sprache zwischen Muttersprachlern
und Nicht-Muttersprachlern. Insbesondere die Féhigkeit, Teutonismen (vorwiegend in
Deutschland verwendete Worter), Austriazismen (Osterreichische Varianten) und Hel-
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vetismen (schweizerische Varianten) zu unterscheiden, war bei beiden Gruppen auf-
fallend niedrig. Muttersprachler zeigten einen leichten Vorteil bei der Identifizierung
von Teutonismen mit einer Erfolgsquote von 15,7 % im Vergleich zu 6,9 % bei Nicht-
Muttersprachlern. Im Gegensatz dazu zeigten Nicht-Muttersprachler eine marginal bes-
sere Erkennung von Helvetismen mit 6,9 % gegeniiber einer vollstindigen Abwesenheit
richtiger Antworten (0 %) bei den Muttersprachlern. Dies deutet auf eine universelle
Herausforderung in beiden Kohorten hin, lexikalisch distinkte Worter zu erkennen, die
fiir jedes deutschsprachige Land relevant sind, und betont die Notwendigkeit eines ver-
stiarkten Bildungsfokus auf plurizentrische lexikalische Variationen.

Die vergleichende Analyse offenbart eine faszinierende Dichotomie im phoneti-
schen Wissen. Muttersprachler {ibertrafen Nicht-Muttersprachler bei der Identifizierung
phonetischer Unterscheidungen, die fiir deutschsprachige Lander spezifisch sind. Dies
wird durch ihre Féahigkeit veranschaulicht, die Aussprache von “China” zu unterschei-
den, wie sie in Deutschland und der Schweiz artikuliert wird, wobei Muttersprachler
eine Erfolgsquote von 68,3 % gegeniiber 58,6 % bei Nicht-Muttersprachlern erreichten.
Die Kompetenz in phonetischer Differenzierung kann der immersiven Exposition der
Muttersprachler gegeniiber den subtilen phonetischen Nuancen zugeschrieben werden,
die fiir regionale Dialekte charakteristisch sind und fiir Nicht-Muttersprachler weniger
zuganglich sind.

Das grammatische Wissen zeigte die signifikanteste Kluft zwischen Muttersprach-
lern und Nicht-Muttersprachlern. Muttersprachler zeigten iiberlegene Beherrschung
bei der Auswahl geeigneter Artikel fiir bestimmte Substantive (z. B. “der Joghurt” in
Deutschland) mit einer Erfolgsquote von 89,4 % im Vergleich zu 55,2 % bei Nicht-Mut-
tersprachlern. Diese Diskrepanz unterstreicht die intrinsische Herausforderung, mit der
Nicht-Muttersprachler konfrontiert sind, wenn sie durch die grammatischen Landschaf-
ten des plurizentrischen Deutschen navigieren, die oft subtil, aber signifikant zwischen
den Regionen abweichen.

Die vergleichende Analyse beleuchtet die zentrale Rolle, die das Bewusstsein und
Verstandnis der plurizentrischen Natur des Deutschen sowohl im Muttersprachen- als
auch im Fremdsprachenunterricht spielen. Fiir Nicht-Muttersprachler kann ein berei-
cherter Lehrplan, der den Schwerpunkt auf die vielféltigen sprachlichen Ausdrucks-
formen in der deutschsprachigen Welt legt, die sprachliche Kompetenz und kulturelle
Wertschitzung verbessern. Fiir Muttersprachler kann die Exposition gegeniiber den
sprachlichen Varianten auflerhalb ihres unmittelbaren Umfelds ihren sprachlichen Ho-
rizont erweitern und ein inklusiveres Verstindnis der deutschen Sprache fordern. [2]

Die Ergebnisse dieser Studie beleuchten die Komplexititen und Feinheiten des
Deutschen als plurizentrische Sprache und deren Implikationen sowohl fiir Mutter-
sprachler als auch fiir Lernende. Die Resultate offenbaren eine signifikante Liicke im
Bewusstsein und Verstindnis der plurizentrischen Natur der deutschen Sprache unter
Muttersprachlern aus Deutschland, Osterreich und der Schweiz. Dies zeigt sich insbe-
sondere in ihrer begrenzten Vertrautheit mit Begriffen wie Teutonismus, Austriazismus
und Helvetismus sowie in ihrer unterschiedlichen Fahigkeit, sprachliche Variationen,
die spezifisch fiir jedes deutschsprachige Land sind, zu identifizieren.
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Dartiiber hinaus unterstreicht die Studie eine zentrale Herausforderung im Fremd-
sprachenunterricht: die Integration plurizentrischer Perspektiven in Lehrmaterialien
und Lehrpldne. Obwohl eine Mehrheit der Fremdsprachenlernenden die plurizentri-
schen Aspekte der deutschen Sprache erkannte, deuten die Ergebnisse darauf hin, dass
Lehrmaterialien diese sprachlichen Diversititen variabel behandeln. Bemerkenswert
ist, dass der phonetische Aspekt unter Fremdsprachenlernenden besser verstanden
zu sein scheint, was moglicherweise eine konsistentere Betonung der Aussprache im
Sprachunterricht widerspiegelt. Im Gegensatz dazu stellten lexikalische Variationen
sowohl fiir Muttersprachler als auch fiir Nicht-Muttersprachler die groBte Herausfor-
derung dar, was auf einen potenziellen Bereich fiir die Curriculum-Entwicklung hin-
weist.

Die vergleichende Analyse zwischen den Kenntnissen von Muttersprachlern und
Nicht-Muttersprachlern tiber die nationalen Varianten der deutschen Sprache beleuchtet
die weiterreichenden Implikationen fiir den Sprachunterricht und das kulturelle Ver-
stdndnis. Sie hebt die Notwendigkeit hervor, ein umfassendes Verstindnis fiir sprachli-
che Variationen zu fordern, nicht nur als sprachliche Kuriositdten, sondern als integraler
Bestandteil der kulturellen Identitit und Kommunikation.

Diese Befunde stehen im Einklang mit der bestehenden Literatur zu plurizentri-
schen Sprachen und Sprachpadagogik. Beispielsweise haben Ammon (1995) und Muhr
(2000) bereits die Bedeutung der Anerkennung nationaler Variationen in der Lehre plu-
rizentrischer Sprachen artikuliert. Diese Studie unterstiitzt ihre Aussage weiter und be-
tont die Notwendigkeit einer Sprachausbildung, die nicht nur die plurizentrische Natur
von Sprachen wie Deutsch anerkennt, sondern sich auch tiefgehend damit auseinander-
setzt. [1][5]

Die Diskussion fordert eine Neubewertung der aktuellen Praktiken des Sprachun-
terrichts. Sie legt nahe, dass ein stirker plurizentrisch orientierter Ansatz die sprachli-
che Kompetenz und das kulturelle Bewusstsein der Lernenden verbessern konnte. Ein
solcher Ansatz wiirde die Lernenden nicht nur darauf vorbereiten, die Komplexitdten
der deutschen Sprache zu navigieren, sondern auch, den reichen kulturellen Teppich der
deutschsprachigen Welt zu schétzen.

Diese Studie tragt zum fortlaufenden Dialog tiber plurizentrische Sprachen und
Sprachbildung bei. Sie fordert einen Paradigmenwechsel in der Art und Weise, wie wir
Sprachen mit mehreren nationalen Varianten lehren und wahrnehmen. Indem wir die
plurizentrische Natur der deutschen Sprache annehmen, kdnnen Bildungspersonal und
Lernende gleichermallen tiefere Einblicke in die kulturellen Nuancen der Sprache ge-
winnen und ein inklusiveres und umfassenderes Sprachlernerlebnis férdern.

Die Untersuchung der plurizentrischen Natur der deutschen Sprache, wie sie in
dieser Studie prasentiert wird, offenbart bedeutende Einblicke in das sprachliche Be-
wusstsein und Wissen sowohl unter Muttersprachlern als auch Nicht-Muttersprachlern.
Die Ergebnisse der Studie unterstreichen die Komplexitit und den Reichtum der deut-
schen Sprache, geformt durch ihre verschiedenen nationalen Varianten. Wéhrend Mut-
tersprachler eine hohe grammatische Kompetenz aufweisen, zeigen beide Gruppen Ver-
besserungspotenzial im lexikalischen Wissen und in der phonetischen Differenzierung
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iiber die deutschsprachigen Regionen hinweg. Dies hebt eine allgemeine Unterschat-
zung der plurizentrischen Dimensionen der deutschen Sprache hervor.

Die bildungspolitischen Implikationen dieser Erkenntnisse sind tiefgreifend.
Sprachunterricht, insbesondere in nicht-muttersprachlichen Kontexten, profitiert von
einem plurizentrischen Ansatz, der die linguistische Vielfalt des Deutschen anerkennt
und integriert. Dieser Ansatz bereichert nicht nur die sprachliche Kompetenz der Ler-
nenden, sondern fordert auch ein tieferes interkulturelles Verstdndnis unter Sprechern
aus verschiedenen deutschsprachigen Regionen. Bildungsbehérden und Lehrbuchver-
lage sollten in Betracht ziehen, Inhalte zu integrieren, die die plurizentrische Natur der
deutschen Sprache hervorheben. Dies umfasst die Einflihrung regionaler sprachlicher
Variationen und kultureller Beziige von Anfang an den Sprachunterricht. Sprachlehrer
sollten mit dem Wissen und den Ressourcen ausgestattet werden, um Deutsch aus einer
plurizentrischen Perspektive zu unterrichten. Fortbildungsprogramme kdnnten Work-
shops tiber regionale Dialekte, kulturelle Nuancen und effektive Lehrstrategien zur Her-
vorhebung der sprachlichen Vielfalt beinhalten. Die Entwicklung und Verbreitung von
Lehrmaterialien, die Dialoge, Texte und Multimedia-Inhalte aus verschiedenen deutsch-
sprachigen Regionen beinhalten, kann die Exposition der Lernenden gegeniiber den
plurizentrischen Merkmalen der Sprache verbessern.[4]

Zusammenfassend bestétigt diese Studie die Bedeutung der Anerkennung und
Wertschitzung der plurizentrischen Natur der deutschen Sprache sowohl in der lingui-
stischen Forschung als auch in der Sprachbildung. Indem wir dies tun, kénnen wir das
Sprachenlernen verbessern, den kulturellen Austausch fordern und zur Wertschitzung
der sprachlichen Vielfalt innerhalb der globalen deutschsprachigen Gemeinschaft bei-
tragen.
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In Romanian linguistic research tourism terminology is a field that is still little inves-
tigated, although it is a topic of wide interest both theoretically and practically. Over the
years this field has evolved and, as a result, we have a much enriched and diversified tour-
ism terminology that is not reflected adequately in current dictionaries. This article aims
to identify within the terminology of tourism specific socio-stylistic forms that are the basis
of professional language.
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1. Introducere

Turismul este un sector deosebit de important in orice economie, avand un impact
major asupra societatii in general. Progresul economic, Intr-o zona cu potential natural
si antropic, poate fi sustinut puternic de activitatea turistica. In mod evident,potentialul
turistic natural, este vital turismului, insa totodata, capacitatea de cazare, componenta a
potentialului turistic antropic, este foarte importantd in dezvoltarea activitatii turistice.

In cercetarea lingvistica romaneasci, terminologia turismului (TT) este un domeniu
inca putin investigat, desi reprezinta o tema de larg interes, atat teoretic (pentru lexico-
logi si terminologi), cat si practic (pentru profesionistii din zona serviciilor turistice si
pentru beneficiarii acestora).

Desi are o suprafata mica, Republica Moldova dispune de un considerabil potential
turistic, reprezentat, intdi de toate, de aspectul geomorfologic al teritoriului — o
neobisnuitd diversitate de rezervatii peisagistice sau landsafturi naturale si monumente
geologiceunice, de valoare europeand si mondiald. Formele prioritare ale turismului
practicate in ultimul deceniu in Republica Moldova sunt turismul rural, vitivinicol, cul-
tural, de sanatate si frumusete.[19]

Ca fenomen complex — economic, social si cultural — turismul a beneficiat de con-
textul favorabil creat in Republica Moldova prin dezvoltarea economiei de piata, a
proprietatii private si, nu in ultimul rand, prin mutatiile specifice societatii de consum.

Cresterea spectaculoasa a numarului companiilor private care asigura diverse servicii
turistice (agentii de turism, unitati de cazare si alimentatie etc.); dezvoltarea invatamantului
superior de profil prin programe de licenta si masterat in domeniul Economia comertului,
turismului si serviciilor; imbogatirea literaturii roméanesti de specialitate prin lucrari cu
caracter didactic si dictionare terminologice (de reguld, bi- sau plurilingve); reglementa-
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rea domeniului printr-o legislatie aliniata celei europene, care stabileste inclusiv termenii
de specialitate cu care se opereaza 1n organizarea si desfasurarea activitatii de turism;
aparitia a numeroase site-uri care urmaresc familiarizarea publicului larg cu terminologia
respectivd, au contribuit la implicarea turismuluii In evolutia societatii.

Consecinta fireasca a acestor evolutii din plan social si economic este o termino-
logie a turismului mult imbogétita si diversificata, pe care dictionarele generale sau de
neologisme ale limbii romanei actuale nu o reflectd in mod corespunzator. Mentiondm,
in acest sens, absenta din dictionare (cu exceptia DCR - Dictionar de cuvinte recente)
a marcii diastratice turism $i a numerosi termeni si / sau sensuri cu largd circulatie in
limbajul curent. Pot fi invocate sub acest aspect definitiile incomplete si Tnvechite in
raport cu uzul actual date in DEX (Dictionarul Explicativ al Limbii Romane) termenilor
turism, hotel si han, absenta sintagmelor consacrate agentie de turism, low cost, last
minute, all inclusive sau a unor sensuri proprii turismului (de exemplu, pentru stea sau
receptioner) care nu figureaza nici In DEX, nici In MDN (Marele dictionar de neologis-
me). Prin profilul sdu, DCR (Dictionarul de cuvinte recente) inregistreaza cele mai re-
cente imprumuturi din terminologia turistica (all inclusive, city break, aparthotel, loun-
ge, resort, room-service, hostel, tour- operator, early booking), compuse (cicloturism,
ecoturism, speoturism) sau sintagme calchiate (lant hotelier, pachet turistic, operator de
/ din turism, turism rustic. [14]

Articolul de fata isi propune sa identifice in cadrul terminologiei turismului forme
specifice ale variatiei socio-stilistice care sta la baza limbajelor profesionale.[5]

Aspectele investigate din perspectiva descriptiv-functionald vor arata cd TT se
diferentiaza fata de alte terminologii din domeniul economic[3] (cdruia i se subordo-
neaza) prin caracterul de cod deschis, printr-o dinamica acceleratd in care factorii ex-
tralingvistici si cei lingvistici se interconditioneaza [8], printr-o relatie de ,,du-te vino”
intre lexicul comun (LC) si lexicul specializat (LS), prin diversitatea contactelor cu alte
terminologii7 si prin interesul larg manifestat de vorbitorii nespecializati.

Dat fiind caracterul predominant practic (si nu stiintific) al acestei terminologii[4],
utilizarea ei extinsa, intr-o varietate de texte, cu grade de specializare diferite, si per-
manenta pendulare intre terminologizare si vulgarizare (determinologizare) [2], o de-
limitare riguroasa intre terminologia interna, cognitiva (a specialistilor) si cea externa,
descriptiva (a nespecialistilor) nu este nici posibild, nici intru totul relevantd pentru
obiectivele cercetarii noastre. Acestea vizeazd doua tipuri de variatie[8] (conceptual—
semantica si pragmadiscursiva) manifestate Tn cdmpul lexico-semantic al termenilor
care denumesc structuri turistice cu functiuni de cazare, indiferent de tipul acestora[ 17].

Cercetarea variatiei conceptual-semantice presupune luarea in considerare a
relatiei dintre referent, termen si definitia acestuia ca element al TT.

2. Variatia conceptual-semantica.

Cazul cel mai simplu, in care variatia semantica vizeaza exclusiv gradul de speci-
alizare a termenilor, este reprezentat de un numar restrans de perechi sinonimice de tip
referential, formate cel mai frecvent dintr-un Imprumut recent si un echivalent roma-
nesc, primul fiind preferat, in virtutea monosemiei sale, in texte cu un grad mai inalt de
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specializare sau in denumirile comerciale: aparthotel < engl. aparthotel [14] = hotel-
apartament [17]; botel < engl. boatel = hotel plutitor [16]; hostel < engl. hostel [14] =
han pentru tineret [ 17]; resort < engl. resort4 = complex turistic [14].

Cel mai interesant aspect al variatiei conceptual-semantice este reprezentat de ter-
minologizarea (specializarea) unor cuvinte din LC, care, in mod autonom sau in cadrul
unor sintagme, ajung sa desemneze referenti din domeniul structurilor de cazare.

In marea majoritate a cazurilor, terminologizarea se realizeaza prin definitii ter-
minografice (incluse in dictionarele specializate)l, care dezambiguizeaza si restrang
semnificatia cuvantului din LC. Examinarea comparativa a definitiilor date in DEX unor
termeni turistici cu cele incluse in LTT sau in DTI evidentiaza caracterul accentuat de-
scriptiv si enciclopedic al definitiilor terminografice, formularea unitara din perspectiva
functionald. De pilda, bungalou este definit in DEX2 drept,,locuinta din lemn sau din
impletitura de trestie, fara etaj, inconjurata de verande si de vegetatie”, in timp ce LTT
oferd o definitie cu caracter descriptiv, inclusiv prin raportare la alti termeni din acelasi
camp motivational:

»BUNGALOQU, unitate de cazare turisticd de capacitate redusa, intre casuta si vila,
realizatd din lemn sau din alte materiale (piatra, caramida etc.) care dispune de un
grup sanitar propriu. Bungaloul este amplasat in interiorul unui camping, al unui sat
de vacanta, ca unitate independentd in cadrul unei statiuni / zone turistice sau ca spatiu
complementar pe 1anga o alta unitate hotelierd. De reguld, bungaloul functioneaza cu
activitate sezoniera”.[17]

Observatii similare privind specializarea unor cuvinte din LC se pot face si In lega-
turd cu alti termeni din domeniul turistic, inclusi in dictionare de profil cu acceptii care
pastreaza in grade diferite seme din ,,nucleul dur” al semnificatiei uzuale:

,,CABANA — este o structurd de cazare specializata, cu dotari si confort scazute, cu
camere care au mai multe locuri, eventual cu paturi suprapuse si toalete comune”
[18].

,,CASUTA - spatiu de cazare de dimensiuni reduse, realizat din materiale usoare (in
general, din lemn), compus, de reguld, dintr-o camera si un mic antreu sau terasa,
uneori dotat cu grup sanitar propriu. Permite adapostirea a 2-4 persoane. Amplasata
in perimetrul unui camping, pe un teren sau pe langa o unitate cu activitate hoteliera,
ori de alimentatie, cdsuta este utilizatd numai vara” [17].

Cele mai complexe evolutii conceptuale-semantice (cu implicatii istorice si socio-
culturale) se observa 1n cazul unor cuvinte din lexicul traditional readuse 1n uz pentru a
desemna referenti din perioada actuala.

Din aceasta categorie de noutati lexicale ,,aparente” sau ,,relative”[1] (cu o prezenta
semnificativa si in campul numelor pentru localuri de alimentatie publicd) [12] retine
atentia termenul han, de origine turceasca (sau persand prin intermediar turcesc) intrat
in romana 1n secolul al XVII-lea, odata cu referentul lui. De atunci, termenul a cunoscut
in limba romana evolutii semantico-conceptuale foarte interesante nu numai din per-
spectiva lingvistica, ci si istoricd, economica, civilizationala si culturala.

Conform CADE (Dictionarul limbii romane din trecut si de astazi) (1931), sensul
modern al cuvantului han (mai restrans fatd de cel etimologic initial, acela de ,,caravan-
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serai”’) este ,,hotel de rand in care poposesc sau mana oamenii peste noapte; ospatarie,
birt ordinar”.[13] Definitii asemanatoare se gasesc in dictionarele limbii moderne si ac-
tuale: ,,local cu ospatarie, unde se pot adaposti peste noapte drumetii (cu caii si carutele
lor)”, in DEX (unde nu se indica sensul actual din domeniul turistic).[15]

Han a devenit dupa 1990 un cuvant ,,Ja moda” pentru restaurantele cu specific pre-
dominant traditional: ,,Hanul lui Vasile”,(Colonita) ,,Hanul Vechi” (Ialoveni), ,,Hanul
lui Hanganu” (Lalova), ,,Hanul Haiducilor” (Varzaresti).

Dupa modelul fr. auberge, al engl. inn / old inn si al germ. Gasthaus, hanul este
definit Tn TT prin trasaturi specifice, dar si n raport cu alti termeni din acelasi camp
lexico-semantic:

»HAN, tip traditional de unitate, relativ modesta, cu arhitectura originala, avand re-
staurant si un numar mic de locuri de cazare. Este situat in lungul drumurilor, la
incrucisarile acestora sau in apropierea centrelor urbane, intr-o pozitie pitoreasca. in
prezent, adesea, termenul este folosit cu sens generic — pentru hoteluri (de exemplu,
Holiday Inn), pentru restaurantele cu specific traditional sau ca firma pentru localuri
relativ luxoase, cu caracter pitoresc [...] Cea mai mare parte a fostelor hanuri turistice
de pana in 1991 a fost reclasificata ca moteluri” [17].

Din categoria restransd a noutatilor ,,absolute” din TT un exemplu interesant din
perspectiva relatiei dinamice dintre lingvistic si extralingvistic (contextul economic si
cel socio-cultural) este oferit de termenul boutique, al carui sens turistic nu este in-
registrat In niciun dictionar romanesc (general, de neologisme sau de turism), desi el
figureaza — mai mult sau mai putin justificat — in numeroase denumiri de hoteluri din
Moldova si din strainatate.

Semnificatia respectiva — a aparut In engleza americana si britanicd in anul 1984,
desemnand, in cadrul sintagmei bilingve boutique hotel, un tip aparte de unitate ho-
teliera, aflata in marile oragse (New York, San Francisco, Los Angeles, Londra) sau in
statiuni turistice. Dintre caracteristici retinem: o cladire istorica cu un stil propriu, nu-
mar relativ mic de camere (10-100), decoratiuni interioare deosebite, servicii personali-
zate, la standarde inalte, atmosfera intima, familiar. Asemenea trasaturi distinctive sunt
mentionate, de reguld, in prezentarea de pe site-ul Booking.com a unor hoteluri de patru
si cinci stele din zona centrald a Chisinaului:

»Nobil Luxury Boutique Hotel — amplasat in inima zonei culturale si comerciale din
Chisinas oefrd un centru spa de lux cu sald de gimnastica si salon de frumusete, bu-
catarie rafinata si o vedere panoramica la oras; ,, London Boutique Hotel deschis la
sfarsitul anului 2017,amplasat intr-un conac basarabean restaurant,aduce calitatea si
confortul englezesc in inima capitalei Chisinau.[20]

3. Variatia pragmadiscursiva.

Aceasta presupune analiza uzajelor contextuale in diferite tipuri de texte pentru a
evidentia atat modul specific de functionare a TT din perspectiva relatiei limba (langue)
vs. discurs[ 9], cat si constituirea / actualizarea semnificatiilor discursive in raport cu
conditiondrile de ordin pragmatic care determina alegerea strategiilor discursive speci-
fice.
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Din aceasta perspectiva, consideram relevanta raportarea la doua tipuri discursive,
reprezentate de texte din mass-media si de structuri din domeniul onomasticii comer-
ciale.

In presa, termenii din domeniul turismului apar aproape exclusiv in articole cu fina-
litate informativa, si cu un grad de specializare (relativ) redus, impus de caracterul ete-
rogen al publicului,predomina termenii consacrati in uz (apartament, bungalow, casuta,
hotel, pensiune, vild). Pentru dezambiguizarea celor care prezinta polisemie la nivelul
LC, se recurge frecvent la asocierea cu determinanti, meniti sa asigure restrangerea si
specializarea semnificatiei uzuale: casufe turistice, casute de vacantd, complex turistic,
pensiuni rurale, pensiunile localnicilor [in sate turistice], vila turistica, vila de doua
margarete, camera dubla, camera triplda cu balcon etc. Dezambiguizarea se face Tn mod
implicit in cazul unor denumiri comerciale care includ numele proprietarului (Casa din
Lunca, Casa Veche, Pensiunea Iris).

In articole cu un grad mai inalt de specializare sunt incluse sintagme preluate din
legislatia privind turismul (structuri de primire turistica cu functiuni de cazare, structuri
de cazare6) sau se fac observatii critice privind folosirea (in proiectul viitoarei Legi a
turismului) a unor termeni ca han si ferma (ce nu sunt prevazuti in legislatie) [1].

In acest sens, un rol important in strategiile de marketing si publicitate prin care se
urmadreste ,,seducerea” publicului revine imprumuturilor recente anglo-americane si, In
mai mica masurd, franceze si germane din categoria imprumuturilor ,,de lux”, motivate
prin conotatiile favorabile sau de prestigiu ale termenului strain. Desi au echivalen-
te autohtone 1n lexicul traditional sau in cel neologic, incluse in dictionarele turistice
romanesti, asemenea termeni (avand adesea circulatie internationald in TT) reprezinta
alternative preferate de locutorul-patron, in ciuda ambiguitatii lor conceptual-semantice
si a statutului morfosintactic.

In contextul extinderii spectaculoase la nivel mondial a englezei — devenita lingua
franca a turismului si ,,vehicul” al globalizarii [11] — cei mai numerosi termeni generici
sunt anglicisme care exploateaza conotatiile de prestigiu ale cuvantului strain. Dintr-un
inventar foarte bogat, selectam ca exemple de variatie terminologica o serie de aseme-
nea anglicisme ,,de lux” care nu figureaza nici in dictionarele romanesti de profil si, cu
atat mai putin, in terminologia oficiald a turismului, fiind 1nsd incluse in nume ale unor
unitdti de cazare din Chisindu:Bristol Central Park Hotel, B&B Olsi Hotel, Hotel Royal
Park, Weekend Boutique Hotel, City Park Hotel, Hostel City Center, Studio Apartment,
La Vitalie Guest House, Prestige apart-hotel, Wine Hotel.[20]

Conservarea in majoritatea cazurilor a grafiei etimologice din limba de origine (en-
gleza si / sau francezd), urmarind sa atraga atentia potentialului client, denota spiritul
mimetic si snobismul alocutorului proprietar.

3.Concluzie.

Cercetarea referitoare la denumirile structurilor de cazare demonstreaza ca variatia
terminologica din domeniul turismului este deosebit de complexa, atat sub aspect con-
ceptual semantic, cat si pragmalingvistic, reprezentand una dintre principalele forme de
manifestare a dinamicii lexicului specializat. Aprofundarea investigatiei, pe baza unui
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corpus mai extins va permite rafinarea analizei si stabilirea mai precisa a profilului aces-
tei terminologii care se bucura de o tot mai larga circulatie in roméana actuala.
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11.
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13.

14.

15.

16.
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Communication is one of the most basic skills required for mastering a foreign lan-
guage. As such, a big goal for any teacher is to motivate their students to develop their
skills further. For that reason, this article sets out to define and analyse communication
as a term and skill required for speaking in a foreign language. Additionally, the discus-
sions delve into the components of communication, the importance of engaging students in
meaningful interactions, and the necessity of developing fluency and efficiency in speaking
a foreign language. Various teaching methods and activities, such as the 4/3/2 Technique
and the use of multimedia resources, are highlighted here as effective tools for enhancing
linguistic and intercultural competencies. Special attention is similarly accorded to defin-
ing and motivating the development of language fluency in students. This work also aims
to encourage teachers to implement more activities that stimulate students to practice their
communication skills.

Keywords: second language acquisition, language learning, communication, motivation,

class activities, fluency, the 4/3/2 technique.

The task of the language teacher has always been to help their students in acquir-
ing language skills in their target language. Language acquisition is not an easy task. In
many ways, second language acquisition is more complex than first language acquisi-
tion. As the first language starts to be assimilated in the first five years of one’s life, the
second language acquisition can take place at any age following the onset of the first
language. As a result, the second language acquisition is going to be influenced by the
first language. The term acquisition, on its own, contrasts with learning. Acquisition
refers to the somewhat incidental process of learning or ‘picking up’ a language with-
out making any conscious effort to master it. Whereas, learning implies intentionally
investing effort to study and learn a language. [3, p.17-18]

Outside of acquiring the necessary knowledge to understand a language the biggest
challenge of any foreign language teacher is to inspire their students to use all the tools
they’ve been armed with to express themselves and communicate. Thus, this article
aims to aid foreign language teachers in their task of improving their student’s com-
munication skills.

The word communication comes from the Latin word communicare, which means
“to share, to communicate, to allow participation, to do together and to unite”. Accord-
ing to Keith Davis, “Communication is a process of passing information and under-
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standing from one person to another.” [2, p.113] Thus, communication occurs between
people, so at least two or more people are involved. Ultimately, communication is a
skill. This means one can learn and practice communication skills.

In addition to this ability, one also needs a will, i.e. the intention to engage in good
communication and to practice and improve good communication [10, p.3]. According
to Paul Watzlawick, the definition of communication is: “A two-way flow of messages
between two or more people” [9, p.31]. Furthermore, in his work, Watzlawick specifies
the key components of communication and the terms with which he addresses them. As
such, he refers to a single unit of communication as a message, while a series of mes-
sages is catalogued as an interaction. [ibidem]

Communication involves the exchange of information. A message is transmitted
by the sender and automatically interpreted by the receiver. In addition to the presence
of a common character set, the meaning of a message ultimately also depends on the
recipient’s subjective assessment - a central component of interpersonal communica-
tion. Not only that, but the material of all communication is not only words, but also
the tone of voice, speed or slowness of speaking, pauses, laughter and sighs; posture,
expressive movements, essentially body language. This gives additional meaning to the
spoken information and also shows or gives an idea of what opinion the interlocutor
expresses. [9, p.4]

All this to say, teaching such nuances in a class setting cannot be done on a theo-
retical basis. Certain elements can be addressed or highlighted, but unless the students
themselves engage in a discussion, they will not properly identify the key components
of an effective interaction. Communication occurs naturally because people need to
communicate and share specific information. That however does not mean everybody is
effective at getting a point across.

Many students measure their progress in assimilating a language by the ease
through which they can express themselves in the target language. Hence when a stu-
dent perceives themselves as failing at this task, they lose motivation to pursue learning
further. In addition to that, another reason can be that the students don’t have the chance
to showcase their speaking skills during lessons as many questions or exercises can be
answered with a binary response such as “yes/no” or “true/false” followed by silence [1,
p.26]. Therefore, the students feel like they are not challenged enough, as these ac-
tivities may not be stimulating for the students more often than not. Put in perspective,
mixing the exercises of different levels of difficulty to give the learners the chance to
express themselves and demonstrate their knowledge will help them uncover weak ar-
eas for further improvement as well as show off the fruits of their work. For that reason,
diversifying the classroom activities is highly recommended.

Learning a foreign language goes beyond just memorising a different set of names
for the things around us. Friederike Klippel would even suggest that it also represents
an educational experience. Language is closely linked with the personality and culture
of its speakers; therefore, it is only natural that the process of acquiring a new language
should delve further into these specific topics [5, p.5]. This would allow students to im-
merse themselves in the culture and draw comparisons between their own culture and
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that of the English-speaking communities. The captivation about something new and
unknown would draw the attention of the students and motivate them to discover more
through language-orientated activities.

Following this line of reasoning, teachers should incorporate in their lesson plans
certain teaching methods and tools that facilitate the development of communication
skills. Anna Sass suggests using movies, more specifically short films or video sequenc-
es during language lessons to expand learners’ linguistic and intercultural skills through
the use of specific vocabulary. As technology progresses and becomes more accessible,
it is a waste not to integrate these tools during lessons to draw the attention and curiosity
of the students. The goals of the exercises with video material should be to understand
the content, explain the narrative, name and describe the characters and comment on
the story. The teachers can ask certain leading questions and point out key features
of the dialogue and characters themselves to let students know what they should pay
attention to. In this scenario, the students develop their listening skills as well as com-
munication by answering questions and taking notice of the dialogue played out in the
sequences. [§, p. 9]

Less experienced students should focus on describing the characters and key details
they gleaned from their dialogue. Meanwhile, more experienced students should sum-
marize the actions of and characterize the main cast of the video narrative. The teacher
can also ask the more experienced students to describe the behaviour of a character by
repeating certain film sequences and allowing students to analyze their motives and
emotions. Thus, covering a wide range of topics and vocabulary, and developing their
linguistic, listening, speaking and observation skills at the same time.

A different method resides in the classroom activities themselves, which much like
games or folk songs were invented but rarely recorded to belong to one author alone.
Essentially, these activities are handed down from teacher to teacher. This allows teach-
ers to have free reign to curtail an activity to better fit a class. Klippel in his work, ob-
serves teachers utilizing two devices to help create communication activities. Those are
the information gap and opinion gap exercises. [5, p.4]

Information gap exercises refer to activities that force the participants to exchange
information in order to arrive at the proper solution. Such exercises include guessing
games, jigsaw tasks and problem-solving activities. These exercises combine visual
and audio elements to stimulate the students in developing their reading, listening and
speaking skills while also relying on the prior knowledge gathered from outside sources
as well as rehearsing previously learned material. The teacher has here a minimal role
as they only need to correct or guide the students to the correct answer. Thus, these ac-
tivities have great potential for rehearsing material and engaging the students in various
types of exercises, but not so much for sparking conversations, unless done in groups or
pairs, where they need to interact in the target language to get the right answer.

Opinion gap exercises are created by incorporating controversial or thought-pro-
voking texts and ideas, which require the participants to describe, argue and defend
their perspective on these materials or subjects. These activities can be developed into
organized debates or project presentations that can better portray the participants’ views,
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as well as cover multiple previously not considered. In these kinds of activities, the in-
tervention and administration of the teacher can be both minimal and prevalent. As the
learners will be the ones to mostly speak in these instances, the role of the teacher is to
monitor and administer order of presentation and interaction as well as intervene if the
speakers go off-topic, neglect to talk on specific aspects or go out of line when defend-
ing a topic. These activities can have a variety of positive benefits for the students as
they primarily develop their communication skills at the same time as doing their own
research, formulating a plan, working alone, in pairs or in groups as well as displaying
their final work in front of an audience.

Outside of activities orientated on simulating communication and interaction in a
foreign language, a secondary skill to improve upon during class should be the fluency
and efficiency of speaking in a foreign language. Lennon describes fluency as “the
rapid, smooth, accurate, lucid, and efficient translation of thought or communicative
intention into language™ [7, p. 26]. As such, fluency concerns the precise and unambigu-
ous form of expression of the speech that helps get the message across, as fluency does
not entail only speed but also social interaction.

Uniformly, Fillmore reflected that fluency can be characterized by four different
dimensions. Firstly, fluency is defined as the ability to talk with few pauses as well
as the capacity to fill time with talk. Secondly, fluency is assigned to those capable of
talking coherently and showing proficiency in the semantic and syntactic resources of
the language by crafting semantically dense sentences. The third dimension reflects the
ability to navigate any conversation and setting. The speaker is confident in discussing
all manner of topics and in different environments. Lastly, the speaker shows a creative
and imaginative form of speaking, weaving puns, metaphors, wordplay or various other
styles into their speech to enrich their delivery. A skilled speaker can encompass all
these aspects thus, showing true fluency in the language [4, p.93]. In that respect, fluen-
cy is a very crucial competence in need of developing during foreign language classes.

Hence, activities aiming to improve fluency should be considered to be applied dur-
ing lessons. Activities utilising the 4/3/2 Technique proposed by Maurice Keith are a
fitting example [6, p.28]. The goal of the technique is to help intermediate and advanced
students improve their expressiveness in the target language.

Maurice highlights that all speakers, whether they are native speakers or non-speak-
ers tend to make pauses, lose track of their thoughts, and rush in with a string of words
before just as abruptly stopping only to enunciate utterances such as “uh”, “you know”,
“something like” and so on. In any speech, such instances are unappealing, unprofes-
sional and distracting. This is especially noticeable in speakers who are unfamiliar with
the subject discussed. As such this technique sets itself the aim of training the students
to present information in a concise and consistent manner. As people warm up after talk-
ing about a topic multiple times, the pauses and utterances lessen.

Following a similar logic, the technique proceeds as follows: Students are paired up
and given four minutes to discuss a subject. One person speaks, the other listens. Once
the time is up, they change partners and have to do the same speech in three minutes,
then again with a different partner in two minutes. Hence why the name of the technique
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is 4/3/2. The aim of the technique is not to rush the students to retell the same piece of
information as fast as possible but to challenge them to relate the same information
as succinctly as they can. That can be achieved by summarising the key points of the
speech, saying the positive and negative aspects or making comparisons to already fa-
miliar topics so that the listener can fill in the blanks on his own. The students can utilise
any method they see fit to discuss the subject as long as they fit in the time frame and
use their own words.

This technique has the benefit of placing the students in a situation where, they
need to know a subject well enough to retell and then, condense the presentation enough
to fit in the time limit, while simultaneously a new person is listening to them every
time, thus the speaker is exposed to a new person that cannot rely on prior discussions
to comprehend the topic. This exercise can be changed and modified by the teacher to fit
the class better, such as making the speakers merchants, who are advertising their wares,
or messengers and giving them any topic of discussion. Therefore, this activity can be
suitable for any lesson without much preparation.

In conclusion, teachers are responsible for providing the students the opportunities
to acquire the skills and experience during lessons and outside them. This article aims
to aid and encourage teachers and researchers to utilise the examples given here to im-
prove the teaching experience of foreign language learners, as well as their communica-
tion skills. It underscores the multifaceted nature of language learning and the critical
role of communication skills in language education. This work advocates for a holistic
approach that integrates cultural immersion, diverse classroom activities, and targeted
exercises to foster students’ linguistic proficiency and confidence in using a foreign
language. By emphasizing the importance of practical application, engagement, and
continuous improvement, educators can create dynamic learning environments that em-
power students to communicate effectively and navigate the complexities of language
acquisition with confidence and skill.
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The purpose of this article is to highlight various strategies that are used by two of the
most important dictionaries in the context of the English and Romanian languages, the
Oxford English Dictionary and Romanian Explanatory Dictionary (dictionarul explicativ
al limbii romdne), to focus religious discourse in the main body of definitions that appear
in each dictionary. A theoretical framework on ideology and dictionary will serve as a start-
ing point for the analysis of the strategies presented and which will provide a classification,
with practical examples, insisting on the notions of modification and focus. The results
obtained will be discussed in relation to the major strategies alluded to, highlighting the
fact that the dictionary does not exist in a vacuum, but is always affected by an ideology to
some extent. This fact seems to support our hypothesis that religious discourse is one of the
domains where a more pronounced presence of focalisation can be seen.
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course.

Dupa cum a fost mentionat in articolul precedent, acest articol are la baza exem-
plul cercetatorilor spanioli Maria Alonso Alonso si Laura Torrado Marinas de la uni-
versitatea din Vigo, pentru care analiza focalizarii religioase 1n dictionare a fost consi-
derata o afacere extrem de pertinenta atunci cand vine vorba de compararea practicilor
ideologice in dictionarele monolingve engleze si spaniole si unde strategia focalizarii
este utilizatd pentru a scoate in evidenta perspectiva din care definitia este elaborata,
contrastand dictionarul Academiei Spaniole Regale si Dictionarul Englez Oxford (Ox-
ford English Dictionary, acronim OED). Vom incerca sa efectuam o asemenea analiza
a termenilor religiosi prezenti in Dictionarul Explicativ al Limbii Romane (DEX) si
cel englez, OED. Vom incerca sa clarificim daca definitiile au conexiuni inerente sau
explicite cu un anumit grup religios. Deci, pentru a contrasta posibilele paralelisme
ideologice intre crezul ortodox si cel anglican a fost propusa studierea unui corpus de
termeni religiosi de bazad. Cu atentie sporita vor fi analizate stategiile discursive ale
focalizarii religioase.

Pentru analiza diferitelor strategii discursive microstructurale, care pot fi gasite n
cele doud dictionare care constituie nucleul acestui articol, am urmat o clasificare care
va lua In considerare contextul definitiilor si restrictiile de sens, impreuna cu resur-
sele modalizarii discursive. La randul sau modalizérile au fost divizate in modalizari
epistemice, deontice, volitive si evaluative. In continuare ne vom axa pe modalizarea
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evaluativa analizand comentariile peiorative, folosirea exagerarilor si a superlativului si
folosirea adverbelor si adjectivelor. Rezultatele obtinute din analiza comparativa a cor-
pusului selectat va fi explicata, punand un accent deosebit asupra caracterului dihotomic
pe care se bazeaza ipoteza studiu dat.

Modalizarea in contextul restrictiilor privind definitia i sensul

Dupa cum s-a mentionat anterior, la baza acestui articol sta studiul despre focaliza-
rea religioasa, condus de ligvistii spanioli Alonso si Torrado in baza limbilor spaniola
si englezd. Am decis sa vedem care ar fi situatia dictionarului englez in raport cu cel
roman. Un lucru deosebit mentionat in lucrarea spaniolilor este definitia cuvantului Bi-
serica / Iglesia, care in dictionarul spaniol al academiei regale apare scris cu majuscula
si se referd in exclusivitate la biserica Romano-Catolica, excluzand alte religii. Desi
s-ar putea sustine ca utilizarea majusculei poate fi consideratd un exemplu de trimitere
exclusiva la Biserica Romano-Catolica, includerea unei astfel de scrieri In acest mo-
ment iese Tn evidenta si ca un exemplu de focalizare religioasa din partea dictionarului,
presupunand astfel ca cititorii sdi se vor simti automat inclusi in grupul religios in care
dictionarul se pozitioneaza din punct de vedere moral si cultural.

Insa atat in OED cat si in DEX cuvantul biserica se referd in primul rand la un
edificiu destinat celebrarii unui cult crestin. Putem spune ca limbile engleza si romana
reusesc sa schimbe focalizarea si schimba definirea cuvantului de la cultul religios in
sine la edificiu sau institutie. Putem deduce faptul ca OED 1intr-adevar foloseste majus-
cule atunci cand defineste cuvintele care se referd la biserica crestind in mod general.
Acest fapt este observat la definitia cuvantului catolic ca un reprezentant al bisericii care
reprezintd Biserica primard ‘of a church or churches now taken to represent the primi-
tive Church’. Aceasta strategie de modalizare, care restrange mediul definitiei, este pre-
zenta intr-o mare varietate de exemple care urmeazd acelasi model in ambele dictionare,
adica, dictionarul spaniol tinde sa foloseasca majuscule fara articole nehotarate pentru
a se referi la Biserica Romano-Catolicd, in timp ce OED foloseste aceeasi majuscula
pentru a largi domeniul de aplicare si se referd la Biserica crestind n general, delimitand
astfel In mod clar perspectiva din care vorbim si citim. DEX-ul prezinta o definitie mai
obiectiva si distantd a cuvantului catolic, care apartine catolicismului.

Un fenomen des intdlnit este Tnserarea comentariilor externe Tn mod explicativ
pentru a restrictiona sensul unei definitii. Acest fapt il vedem in definitiile cuvintelor
ascention (ascension / indltare) si asuncion (the Assumption / Adormirea Maicii Dom-
nului). In dictionarul spaniol definitia incepe cu por excelencia (par excellence / prin
excelentd), a cui excelentd? Desi aceste expresii par inofensive si ele tin sa confere o
conotatie mai ampla definitiilor, ne ddm bine seama cd este vorba de biserica catolica.
In mod opus, OED foloseste o strategie mult mai specifica care limiteaza definitia la un
anumit cult religios, desi foloseste majuscule in cazul cuvantului Assumption, cu referi-
re la adormirea Maicii Domnului, evidentiind implicarea religioasa. Strategia specifica
este observata si In cazul cuvantului inger, a carui definitie Incepe cu “potrivit evreilor,
teologiei crestine, mahomedana si altele”, deschizand 1n consecintd definitia la inter-
pretari religioase alternative ale termenului. Acelasi lucru il observam si In definitia
oferitd de DEX, care incepe: ,, in crestinism, mozaism §i islam...”
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Este demn de mentionat faptul ca lexicografii englezi folosesc strategii sugerand
o atitudine scepticd fatd de anumite practici si traditii religioase. Aceste strategii se
bazeaza pe forme ale verbelor precum claim / pretinde si suppose | presupune, ce apar
in definitii si care pun la indoiald existenta acestor practici. In dictionarele romén si
spaniol acest fenomen nu se observa, unde limbo-ul este automat considerat un adevar
general. Dupa cum am vazut in exemplele de mai sus, pare evident ca OED incearca sa
se distanteze de astfel de definitii orientate religios si ca DEX-ul incearca sa le impuna
ca fapte reale.

Modalizari epistemice

Modalizarea epistemica marcheaza nivelul de adeziune al scriitorului la text prin
intermediul unui set de strategii discursive care manifesta apartenenta la un anumit
grup. In exemplele ce urmeaza apartenenta va fi marcata de pronumele posesive si de-
monstrative fapt care focalizeaza perspectiva crezului cuiva anume, dupa cum vedem
in expresia Tatal Nostru / Our Lord / Nuestro Senior. Desi vedem ca este vorba despre
o constructie lexicald obisnuitd, conotatia ideologicad sustinutd de majuscule nu poate
fi subestimatd. La fel ca si exemplul cu biserica, mentionat anterior, aceste expresii
demonstreaza atat apartenenta implicita a autorului la un anumit colectiv, cat si presupu-
nerea lui cd potentialul cititor va Tmpartasi acelasi set de valori asociat cu colectivul dat.

Definitia pentru parasio / paradis oferita de dictionarul spaniol se refera la locul
unde ,,Dumnezeu a plasat primul nostru parinte” si dogma / dogma constituie purul
adevar ,,propus de Biserica pentru noi ca sa credem in el”. DEX-ul ne oferd o definitie
mai neutrd in acest sens pentru paradis Lacasul lui Dumnezeu, loc de supremd fericire,
imaginat ca o gradind aflata in cer, unde au trdait Adam si Eva pand la savarsirea pdca-
tului originar si dogma Invatdturd, tezd etc. fundamentald a unei religii, care nu poate
fi supusa criticii. In cazul dictionarului roman observam distanta si lipsa adjectivelor
pronominale posesive.

Pe de alta parte, definitiile oferite de OED pentru cuvintele altar si puritan fo-
losesc pronumele demonstrative that, they, those, pentru a conferi o anumita distanta
potentialului cititor fatd de un anumit grup religios.

In ceea ce priveste modalizarea epistemicd observam ci cele doud dictionare difera
semnificativ. In unele exemple dictionarul spaniol alege si evidentieze in mod deschis
discursul din perspectiva Romano-Catolica, in timp ce OED ramane neutru prin folosi-
rea structurilor impersonale. Spre exemplu termenul constiinta in spaniola este definit
ca cunoasterea internd a binelui pe care trebuie sa-I facem, pe cand in engleza definitia
suna in felul urmator: calitatea morala a motivelor si actiunilor cuiva. DEX-ul defineste
congtiinta in mod arbitrar si impersonal Sentiment, intuitie pe care fiinta umana o are
despre propria existenta, fara a face referire la persoana.

Modalizarea deontica

Cand vine vorba de abordarea modalizarii deontice in studiul nostru, adica utiliza-
rea hiperonimelor care leagd un anumit termen de lumea céreia 1i apartine, este impor-
tant sd subliniem valorizarea pozitiva realizata de spanioli prin intermediul cuvantului
virtud (virtute), aplicate in mod consecvent acelor cuvinte-titluri care sunt considerate
ca avand calitéti pozitive din punct de vedere crestin. Strategia utilizata este de a lega
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termenul religios de domeniul lui de aplicare calificind asemenea cuvinte ca abstenenta
si neprihanire ca virtuti sau calitdti pozitive de a fi urmate fard a lua seama la faptul ca
asemeni cuvinte sunt restrictionate unui anumit context.

In contextul englez, OED, o asemenea modalizare ideologic nu este observati.
Pare sigur sa presupunem ca OED prefera sa mentind un anumit grad de scepticism reli-
gios 1n ceea ce priveste modalizarea deonticd, incluzand clarificari in contextul definitiei
prin intermediul unor markeri restrictivi care ajuta la restrictionarea anumitor termeni n
cadrul domeniului religios, spre ex. hope / speranta este definit ca un “arhaism biblic”.

Modalizarea volitiva

Modalitatea volitiva implica faptul cd o judecata subiectiva este facuta prin focali-
zarea a ceea ce este de dorit si a ceea ce nu este. In acest context e bine s mentionim
exemplele discutate mai sus si anume definitia constiintei. Dictionarul spaniol defineste
congtiinta ca infelegerea interioara a binelui pe care trebuie sa-l facem si a raului pe
care trebuie sa-I evitam, pe cand OED si DEX-ul folosesc definitii si verbe mai neutre
si mai generale. Este important sd mentionam judecata implicita a dictionarului spaniol
care detine un statut moral suficient pentru a decide ce trebuie si ce nu trebuie sa facem.
Drept rezultat, folosirea expresiei noi trebuie duce la elucidarea prezentei religioase in
definitie si dovedeste apartenenta lui la un anumit colectiv.

Un alt exemplu remarcabil ce apare in cele trei dictionare este definitia incarcata
volitiv a cuvantului sodomie/sodomy, care in spaniold ar fi cuplarea intre barbati sau
impotriva firii. Definitia ar fi completd pana la conjunctia sau, precizarea in cea de-a
doua parte a enuntului insa ne dovedeste necesitatea implicarii autorului pentru a-si face
inteleas pozitia. In OED intalnim acelasi mecanism, mai exact forma nenaturald a ac-
tului sexual siin DEX la fel relatii sexuale anormale. Fara indoiald, acest exemplu din
cele trei dictionare demonstreaza o modalitate volitiva clard, nu numai din perspectiva
religioasa, ci si din punct de vedere social si cultural, in masura in care considera sodo-
mia o trasaturd negativa, evidentiind clar ca discursul focalizat este dintr-o perspectiva
heterosexuala. Acest fapt este totalmente diferit in dictionarele actualizate online, fapt
care reflectd schimbarile in societate.

Modalizarea evaluativd

In dictionare, modalizarea evaluativa se realizeaza prin intermediul comentariilor
peiorative, exagerarilor si formelor superlative, impreuna cu o aplicare profunda a ad-
verbelor si adjectivelor.

Cazurile 1n care comentariile peiorative sunt inserate in definitie sunt destul de
frecvente atat in dictionarul spaniol cat si cel roman. Definitia cuvantului secta este su-
ficienta pentru a demonstra acestd afirmatie: ,,0 partinire religioasa [...] a credinciosilor
fata de o religie pe care vorbitorul o considera falsa (dictionarul spaniol), comunitate
religioasa care s-a desprins de biserica oficiald sau grup de persoane care s-au inchis
in cercul intereselor lor marunte (DEX).

Urmand o strategie mai generalizatoare, definitia sectei datd de OED face refe-
rire la ,,un ordin religios [...] aplicat oricareia dintre principalele religii ale lumii, ca
Crestinismul, Tudaismul sau Islamul” Aceast decalaj intre implicarile evaluative ale
dictionarelor poate fi considerat o divergentd importantd in contextul celor analizate
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in aceastd sectiune odata ce accentul pus vizeaza focalizarea religioasd si ideologicd in
ambele dictionare. Deci, din exemplul descris anterior observam ca termenul secta are
o0 conotatie negativa in unele contexte oferite de definitiile dictionarului atat roman cat
si spaniol. Dictionaru englez, pe de altd parte, foloseste determinative neutre precum
doctrina sau religie, care tind sa lipseasca definitia de o incdrcatura de tip evaluativ,
astfel prezentand o atitudine conciliantd si respectuoasa fata de alte religii prin lipsa
modalizarii evaluative.
Comentarii peiorative

Aceasta subsectiune este strans legatd de unele dintre principalele concluzii des-
prinse din analiza modalizarii volitive, deoarece aceasta strategie discursiva are drept
scop discreditarea acelor aspecte care sunt considerate indezirabile de catre autorul im-
plicit.

Exista unele exemple in care atat dictionarul spaniol cat si OED restrictioneaza
semnificatia unor cuvinte prin combinarea acestor comentarii peiorative cu delimitarea
efectiva a definitiei, asa cum se intampla referitor la cuvintele sinagoga/synagogue.

In acest sens dictionarul spaniol defineste cuvantul, cu sens peiorativ ,, licas pen-
tru Tntalniri cu scopuri ilicite”, OED afirma ca acst cuvant poate fi utilizat ,,in context
ostil controversat [...] Sinagoga lui Satan”. DEX-ul insa vine cu o definitie neutra, non-
defaimatoare Casda de rugdciune, templu mozaic. 2. Organizatie religioasa la mozaici
asemandatoare parohiilor crestine. Chiar daca este destul de greu sa identificam sensul
peiorative al acestui cuvant Tn anumite contexte, este absolut indubitabil faptul ca o
anumita influienta ideologica este prezentd In aceste contexte. Discursul este focalizat
din exterior, astfel Incat sa se distanteze de grupul religios la care se refera cuvantul dat.

Unul dintre cele mai flagrante exemple de definitii care sustin comentarii peiora-
tive este cea a apostatului. in OED, acesta este etichetat ca ,,un pervers”, in mod clar.
Dictionarul explicativ al limbii roméane si el cu o definitie in sens peiorativ razvratit,
rebel pe langa definitia de baza (persoand) care a savdrsit o apostazie sau a renuntat la
convingerile anterioare.

Prin urmare putem spune ca aceasta conotatie negativa oferita de ambele dictionare
porneste de la faptul ca apostatul este corrupt moral si nu impartaseste credinta sau va-
lorile morale ale grupului din care face parte nemijlocit autorul (dictionarului).

Exagerarile si formele de superlativ

Termenii religiosi sunt adesea definiti prin intermediul superlativelor, asa cum apa-
re in dictionarul englez, dar si DEX , spre exemplu termenul paradis este denumit ,,cel
mai placut loc unde oamenii se pot bucura de fericirea perfectd”, gradina Edenului,
Loc placut, minunat, splendid; priveliste incantdtoare; ceea ce desfata privirea sau su-
fletul; fericire suprema. Dictionarul spaniol adauga salasul unde ingerii, sfintii si cei
binecuvantati se bucurd de prezenta lui Dumnezeu. In toate aceste exemple observim
tendint comuna este de a defini astfel de termeni prin utilizarea metaforelor care oferd o
vedere oarecum exagerata si distorsionata pozitiv. Aceste strategii narative flamboaiante
conecteaza inevitabil discursul dictionarului la cel al Bibliei, oferind astfel o focalizare
religioasa vadita prin folosirea crestinului imaginar in descrierea unor termeni precum
cele mentionate anterior.
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Folosirea adverbelor si adjectivelor

Pentru a finaliza explorarea strategiilor de modalizare prin intermediul focalizarii
termenilor religiosi 1n dictionare, vom comenta pe scurt aparitia adverbelor si adjecti-
velor in microstructura celor doua dictionare analizate. Asemenea cuvinte sunt intal-
nite destul de des cu scopul de a intensifica aspectele pozitive ale termenilor precum
pietate atitudine plina de respect si duiosie, sentiment profund; sau pentru a accentua
conotatiile negative care pot fi identificate intr-o lista lunga de termeni precum ,idol,
divinitate pagana, cult indiscret si superstitios, aghiutd, incornorat, necuratul, satana.
Un lucrul foarte interesant pe il observam chiar in DEX online cuvantul drac se scrie
d**c, autorul nici macar nu indrazneste sa-l scrie deplin.

Cu toate acestea, cel mai interesanta utilizare a acestei strategii poate fi gasita in
definitia anglicanismului data de OED, considerat a fi ,,reprezentantul autentic al Bisericii
Catolice”, legitimizand astfel pozitia anglicanilor ca ramura autentica in cadrul Bisericii
Catolice si In cele din urma, focalizand discursul dintr-o perspectiva superioara in raport
cu oricare alta confesiune, inclusiv cea romano-catolicd. DEX-ul 1nsa ne ofera o definitie
mai neutrd a Ortodoxiei ca Curent al crestinismului, constituit in Bizant ca Biserica rasa-
riteand, deosebit de catolicism, aparut in Occident ,desi totusi foloseste sinonimul de pra-
voslavie sau pravoslavnicie, care din slavond inseamna slavire/lauda corecta, adevarata.

Concluzii

Exista doud perspective majore din care dictionarul a fost traditional apreciat, pe de
o parte cei care 1l venereaza si-1 considera drept un semn a culturii, astfel sugerand ideea
ca cu cat mai cuprinzator este dictionarul cu atat mai elevati sunt utilizatorii lui. Pe de
alta parte, insa, sunt cercetatori care 1l considera o oglinda eficienta prin intermediul ca-
reia sesizam limba tintd, prin urmare cultura tinta care sta la baza elaborarii definitiilor.
Dictionarul este departe de a fi un simplu produs lingvistic, el este mai degraba un dis-
curs continuu a limbii pe care lexicografii 1l mentin cu scopul de a ghida utilizatorii la
folosirea lui.

Dupa descrierea detaliata, analiza si discutarea diferitelor definitii ce apartin cor-
pusului de termeni religiosi care au fost selectati pentru acest studiu, devine clar ca
atat DEX, cat si OED practicd o modalitate evidenta a discursului la microstructura
textelor lor. Focalizarea plauzibild care a motivat acest studiu s-a dovedit a fi o realitate
in ambele dictionare, executate de o varietate de resurse discursive care ofera uneori o
perspectiva crestind impartasitd datoritd originii comune — biserica crestind. Prin urma-
re, recunoastem faptul ca ambele texte folosesc strategii discursive similare atunci cand
vine vorba de analizarea unor titluri opuse traditiei crestine, fie prin folosirea pronume-
lor posesive (a nostru, al meu) pentru a evidentia apartenenta la un anumit grup fie prin
folosirea adjectivelor pronominale (acel, aceea) pentru a se distanta de ele prin utiliza-
rea unei modalitati deontice sau volitive pentru a focaliza discursul dintr-o perspectiva
pozitivistd.Dupa cum am discutat, studiul comparativ intre dictionarele monolingve din
diferite traditii lexicografice a dat rezultate care pot forma baza unei cercetari viitoare cu
motivatie similare care ar putea duce la efectuarea unui studiu mai concis pentru a vedea
evolutia reperelor ideologice in discursul dictionarelor care vor deschide cu siguranta
noi cdi de cercetare in domeniul lexicografiei.
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The article explores the dynamic evolution of language, emphasizing the importance of
abbreviations in reflecting contemporary reality. Historical, political, cultural, and social
events significantly influence language expression, with mechanisms such as abbrevia-
tions adapting to meet modern communication needs. The study highlights the distinc-
tions between different types of abbreviations, their formation, and their roles in different
languages, especially in Romanian and English. The increasing use of abbreviations un-
derscores their relevance in global interactions, demonstrating the language’s adaptability
and the ongoing scholarly interest in this linguistic phenomenon.
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Realitatea in care traim se afld in continua evolutie, sarind de fiecare data peste
propriul apogeu stabilit. Aceasta duce la o dezvoltare necontenita a modalitatilor de
exprimare ale limbii. Evenimentele istorice, politice, culturale si sociale devin piloni
hotaratori In schimbarile ce au loc in procesele de exprimare ale limbii. Tindnd cont
de faptul cé aceasta dispune de numeroase mecanisme de imbogatire a lexicului, se
adapteaza corespunzator cerintelor timpului, astfel incat sd exprime in mod adecvat
realitatea contemporana.

Mecanismul descris 1n aceasta lucrare, este abrevierea, unul actual in contextul dez-
voltarii permanente a tuturor domeniilor. Evolutia limbii si a literaturii care s-a vorbit,
scris si dezvoltat in toatd lumea, scoate la iveald faptul ca abrevierea nu este un fenomen
nou ci unul integru al activitatii de notare a limbilor cu ajutorul semnelor alfabetice, care
devine din ce 1n ce mai productiv si necesar, fiind un mecanism contemporan in contex-
tul dezvoltarii continue a tuturor domeniilor de specialitate. Actualmente, putem vizu-
aliza un adevarat boom a acestor metode lexicale datorita utilizarii n lexicul actual si a
contributiei acestora la internationalizarea lexicului, o trasatura poate , cea mai impor-
tantd. Motivul primordial al aparitiei acestei activitati a fost economia de efort, spatiu in
procesul de scriere. Un alt motiv reprezinta rapiditatea activitatii de scriere. In realitatea
actuala, tinand cont de faptul evolutiei umane si a dorintei aprige de modernizare, a lip-
sei de timp, abrevierile au creat cu incredere loc in toate domeniile comunicarii.

Primele abrevieri au fost realizate in inscriptiile antice. Cel mai utilizat acronim
era SPQR, acronim prezent pe monede, documente publice sculptate in piatra, fiind
utilizat 1n calitate de semnatura oficiald a guvernului Republicii Romane, discifranduse
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prin ”Senatus Populusque Romanus” (Senatul si poporul roman). Ulterior, acestea s-au
raspandit in manuscrise. Initial, romanii aveau tendinta de a prescurta numele de per-
soane pand la prima literd. Evident, cuvintele care se foloseau pe larg si erau cunoscute,
la fel au adoptat acest proces. Chiar si la inceput, existau anumite reguli nescrise care
se respectau 1n scopul de a asigura comprehensiunea comunicarii, de exemplu repetarea
uneia si aceleiasi litere, presupunea numarul plural. O categorie aparte erau textele ju-
ridice, deoarece in acest domeniu abrevierile se foloseau intr-un numar destul de mare,
fapt constatat si in prezent. Astfel, a fost necesard alcatuirea unor liste cu abrevieri si,
indispensabil, alcatuirea unui sistem de reguli, deja scrise, referitor la acest procedeu.

Ideile de baza a tuturor studiilor lingvistice contemporane se contureaza in raport
cu conditiile existentei umane intr-o lume noud, ceea ce presupune si accentueaza dez-
voltarea continud a umanitatii, o evolutie absolut rapida. Astfel se subintelege ideea ca
viata nu oferd timp pentru a scrie sau a pronunta in intregime anumite cuvinte si mai
ales grupuri de cuvinte. In mod clar, scriitorii si oratorii recurg in expunerea ideilor sale
la diverse abrevieri; cunoscute de specialisti, dar ignorate de publicul larg, pentru care
acestea reprezinta, deseori, un adevarat mister.

Cele trei tipuri de abrevieri cunoscute sunt: trunchierea, acronimul, sigla. Invazia
acestor abrevieri in textul scris cat si in actul de vorbire, duce dupa sine o regula im-
portantd: comunicarea reusitd atat culturald cat si cea interculturald. Textul trebuie sa
fie comprehensibil receptorului actului de comunicare. Referitor la sigla, dictionarul de
termeni lingvistici propune urmatoarea definitie:

SIGLA, sigle, s. f. Prescurtare conventionali formata din litera initiala sau din gru-
pul de litere initiale folosite Tn inscriptii, Th manuscrise etc. pentru a evita cuvintele sau
titlurile prea lungi. — Din ft. sigle, lat. sigla. (SCoPAFF- Standing Committee on Plants,
Animals, Food and Feed).

Diferenta principala dintre sigle si acronime se referd la faptul ca primele se
pronunta nesilabic, pe cand acronimele pornesc de la siglele care se pronuntd ca un
cuvant intreg [5]. Dictionarul explicativ al limbii romane ofera urmatoarea definitie:

ACRONIM, acronime, s. n. Cuvéant format din prima sau primele litere ale cuvin-
telor dintr-o sintagma, dintr-o expresie, dintr-un titlu etc. — Din fr. acronyme. (IPM
-Integrated Pest Management) [6].

in lingvistica, termenul ,,acronim” a fost creat si separat de ,,abreviere” in 1943,
apoi a inceput sa provoace confuzie. in acea perioada se luau in considerare trei per-
spective diferite: abrevierile si acronimele sunt categorii absolut separate; abrevierile
sunt un tip de acronime; acronimele sunt un tip de abreviere. Rolul acestor acronime
era de a armoniza discursul, fiind o alternativa potrivita pentru cuvintele lungi si sin-
tagmele complexe, chiar daca uneori aceste prescurtari erau ambigue si imposibil de
pronuntat [1].

Distinctia de baza dintre sigle si acronime este faptul ca siglele se pot pronunta ne-
silabic in timp ce acronimele deriva din siglele care se pronunta ca un cuvant intreg. Se
intdmpla 1nsa, ca anumite abrevieri sa fie considerate deopotriva fie sigle, fie acronime
potrivit grupurilor sociolingvistice distincte dar si dupd maniera de a fi pronuntate ca un
cuvant intreg.
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Acronimele se scriu cu majuscule, in cazul in care sunt formate din initialele cuvinte-
lor care formeaza denumirea sau expresia abreviata. Pentru anumite denumiri, fiecare lim-
ba a Uniunii Europene are propria sa abreviere, n timp ce pentru altele s-a impus abrevi-
erea In una dintre celelalte limbi ( in special din limba engleza sau franceza), de exemplu:

EN- European Agricultural Fund for Rural Development (EAFRD)
FR- Fonds européen agricole pour le développement rural (Feader)
RO- Fondul european agricol pentru dezvoltare rurali (FEADR)
DE- Europiischen Landwirtschafisfonds fiir die Entwicklung des lindlichen
Raums (ELER)
Engleza
EN- European Committee for Standardisation (CEN)
RO- Comitetul European pentru Standardizare (CEN)
DE- Europiisches Komitee fiir Normung (CEN)

Caracteristica de baza a acronimului este lizibilitatea ca un singur cuvant in secventa
de litere, silabe sau grupuri de litere consecutive ce formeaza acronimul, care, prin ur-
mare, nu este mereu format doar din litere initiale. Astfel, nu existd reguli stricte pentru
formarea acronimelor, nici pentru dimensiunea segmentelor decupate, nici in ceea ce
priveste ordinea lor.

Cat despre sigle, creatorii de sigle de cele mai multe ori se straduiesc ca aces-
tea sd fie omonime ale unor cuvinte preexistente avand o oarecare legaturd cu ceea ce
denumesc: ESPRIT (EN- European Strategic Programme on Research in Information
Technology -,,Programul strategic european de cercetare in tehnologia informatiei”),
omonim al cuvantului francez esprit ,,spirit”. Siglele care se pronuntad alfabetic sunt
considerate numai sigle, iar cele pronuntate silabic, pot fi considerate si acronime.

Fenomenul acronimiei se refera doar la numele proprii de societati comerciale,
firme, agentii, in timp ce siglele denumesc att nume proprii, cat si cele comune. in
categoria numelor proprii denumite de sigle putem enumera: formatiuni politice (PDM,
PLDM), organisme internationale Banca Europeana pentru Reconstructii si Dezvoltare
(BERD), banci (MAIB), (BNR), asociatii si societati. in categoria numelor comune
denumite de sigle se include terminologia diverselor domenii de specialitate: tehnica,
economica, stiintifica. Categoria numelor proprii genereaza compuse care au caracter
instabil, acest fapt datorandu-se aparitiei si disparitiei referentului.

La modul general, specialistii in domeniul lexicologiei romane, disting tipuri de
abrevieri asemenea altor limbi. In acest sens, exemplificand, vom analiza clasificarea
propusd de M. Vilcu in Tipuri structurale de abrevieri in limba romdnd [4, p.138]. In
functie de modul in care se formeaza si de cum functioneaza, abrevierile sunt clasificate
in urmatoarele tipuri:

1. Trunchiere- sunt cuvinte scurtate prin omisiunea unor litere sau silabe, cu exceptia
literelor initiale, prin reducerea unei parti a cuvantului. Acest tip de scurtare a
cuvintelor exista in limba romana atat influentei strdine, cat si creatii autentice:
mln.- milioane, prof.- profesor, dl- domnul, nr.- numarul. Motivele utilizarii pro-
cedeului de trunchiere sunt dupa cum urmeaza: economia lingvistica, comoditatea
vorbitorilor, originalitatea si expresivitatea.
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2. Acronim- unitati lexicale formate din prima literd sau silabe (fragmente) initiale
ale cuvintelor care compun o sintagma, o expresie, un titlu, fiind pronuntate con-
form valorii lor fonetice (Moldtelecom, salvamar). Extins, acest tip poate include
si abrevierile de tip mixt- asociatii de initiale cu fragmente de cuvinte, silabe sau
cuvinte Intregi (ex: SCoPAFF- Standing Committee on Plants, Animals, Food and
Feed). Principiul de formare a acronimelor este ca: formatia de cuvant nou creatd
sd para a fi un cuvant de sine-statdtor, sa poata fi scrisa si pronuntata cu usurinta.

3. Sigla- reprezintd o prescurtare conventionald, formatd din litere initiale sau din
grupuri de litere initiale, cu scopul de a evita titlurile, expresiile prea lungi, fiind
pronuntate cu numele literelor alfabetului limbii roméne sau din limbi straine.
Influenta modelelor anglo- americane precum, SUD- Directiva privind utiliza-
rea durabila a pesticidelor, WHO- Organizatia Mondiald a Sanatatii, motiveaza
extinderea procedeului. Pentru siglele imprumutate, in acelasi timp de circulatie
internationala, ale caror formatii de baza nu sunt analizate in limba romana, per-
ceperea sensului se realizeaza in mod global, la nivelul compusului. ( SOS, NATO,
CD, OK).

In Noua revisti Filologica [1], Zinaida Tardtd prezinta un nou tip de abrevieri-
“abrevieme”, ce desemneaza ,,unitatile lexicale derivate de la abrevieri prin diferite pro-
cedee: derivare (ozenist, antiradar), compunere (ufolog, ozenolog), contaminare (ozena-
ut, NATOgrafie)” [3, p.40]. In acest mod, cele mai frecvente derivate substantivale sunt
numele de agent formate cu sufixul —is¢, care pot functiona si ca adjective (ex. oengisti).

Este important sd mentionam ca anumite abrevieri de origine diferita (calchieri,
imprumuturi) si-au estompat bazele formative si nu se mai recunosc ca fiind abrevieri,
morfologic comportandu-se ca unititi lexicale autonome. in dictionare, indicindu-se
astfel indicii gramaticali de gen ( aragaz, aragazuri, s.n; radar, radare, s.n). Initializarea
abrevierilor in sistemul gramatical al limbii romane se efectueaza prin cateva etape.
Prima etapa a familiarizarii abrevierilor este repartizarea acestora in clase morfologice:

— Substantive (WHO- Organizatia Mondiald a Sanatatii, SUD-Directiva privind
utilizarea durabila a pesticidelor).

— Adjective (tabecist- ftizic, tuberculos)

— Verbe (SOS- “Salvati sufletele noastre”, a radariza- a detecta si localiza un
obiect cu ajutorul radarului).

— Adverbe (OK- in reguld).

O alta etapa este capatarea categoriei gramaticale de gen, numar, caz, determina-
re: ONG- ONG-ul — ONG-urilor, gradul de respectare a limitelor maxime de rezidu-
uri (LMR). Genul abrevierilor se indica in context prin anumite marci flexionare: ar-
ticol nehotarat (un VIP), articol hotarat ( ONG-ul, SMR-ul — Stat Memru Raportor),
determinanti ( LMR ridicat) sau prin asociere cu genul primului substantiv din formatia
lexicala sursa: UE extinsa prezintd un anumit numar de membri, EFSA va finaliza o
evaluare pilot a efectelor cumulative ale expunerii la pesticidele din alimente).

Desi, fenomenul abrevierii a constituit si continua sd constituie obiectul de cer-
cetare al multor lingvisti consacrati, raman inca neelucidate anumite aspecte de ordin
fonetic, lexical, gramatical. Acest lucru se datoreaza ritmului alert de viata al omului
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modern, al dezvoltérii continue a societatii, a domeniilor profesionale si a tuturor dome-
niilor activitdtii umane. Un alt motiv ar fi presiunea unor modele straine, cu circulatie
internationald si luand In consideratie viteza globalizarii i avansarii, nu toate compuse-
le de tipul abrevierilor ajung sa fie motivate, descifrate, astfel au loc confuzii, imprecizii
dar si Tmprumutul ’crud” de expresii. De altfel, abrevierile raiman a fi foarte importante
in domeniile specializate, precum cel politic, economic, administrativ.

In limba engleza, abrevierile au dus la diverse contradictii in randul lingvistilor, ge-
nerand diverse tipologii care se suprapun, se diferentiaza sau se completeaza reciproc.
Teoria lui T.McArthur oferda in The Oxford Companion to the English Language [2] o
dfinitie pentru abreviere- ”The shortening of words and phrases and a result of such
shortening” . Ce tine de tipologie, T.McArthur descrie 3 categorii:

Fig.1.1 Tipologii de abreviere

Categorie Exemple

1. Abrevieri bazate pe litere | EFSA (European Food Safety Authority)

2. Abrevieri bazate pe CTX- group (Ciguatoxins group)

silabe

3. Abrevieri hibride SCoPAFF (Standing Committee on Plants, Animals,
Food and Feed)

PRIMo (Pesticide Residue Intake Model)

Ulterior, abrevierile cu functie lexicald, pot fi si ele categorisite:

1. Initialism (sigld) sunt cuvinte formate din prima litera a unei serii de cuvinte care
sunt pronuntate literd cu literd dar nu sunt separate de puncte. Cu toate acestea,
daca facem diferentiere dintre engleza Britanica si engleza Americana, atunci pri-
ma nu foloseste niciodata puncte intre literele initiale, iar pentru engleza Ameri-
cana este o caracteristica de stil. Diferenta dintre initialisme si abreviere, este ca,
ultimele au intentia de a fi pronuntate in forma lor completa de exemplu: ”Dr”-
doctor, in timp ce initialismele se pronuntd de sinestatator, formand un cuvant
nou precum ” PPP- Produse de Protectie a Plantelor”; Desi, mult mai rar utilizat,
este vehiculat si termenul ”aphabetism”, provenind de la radacina alphaet”, care
reprezintd un sinonim terminologic pentru “initialism”.

2. Acronym ( acronim)- este un grup de litere care poate fi si este pronuntat ca un
cuvant intreg. De asemenea acronimele au devenit foarte intrebuintate in oferirea
denumirilor companiilor sau organizatiilor prin literele initiale. (ex. EFSA- Euro-
pean Food Safety Authority, SUD- Sustainable use of pesticides Directive);

3. Clipping (trunchiere)- conform lui Marchand denota un proces de formare a cuvin-
telor care consta in reducerea unui cuvant la un singur fragment din componenta
acestuia , se formeaza prin prescurtarea unui lexem péana la una, doua sau trei
silabe: “photo” de la photograph sau un proces de abreviere a unui cuvant pana
la un element prin anumite pierderi fonetice: “plane” de la airplane, ”ad” de la
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advertisment, ”flu” de la influenza. Initial, termenul “clipping”, nu era diferentiat
de notiunea generald “abreviere”.

4. Blend (cuvant telescopat) sunt cuvinte formate din primele silabe a doud sau
trei lexeme combinate si pronuntate in calitatea unui cuvant oisnuit precum (ex:
”brunch” de la breakfast + lunch). Pentru prima data termenul a fost folosit in
lingvistica de cétre Quirk si Algeo 1n anii 70, caracterizand un amestec de cuvin-
te. Pana atunci, se considera ca acest termen nu are baza si importanta teoretica
si de aceea, structurile date erau Tncadrate Tn componenta altor concepte. ,,.Blend”
provine de la engleza veche ,,blandan” cu sensul de ,,amestec”.

Ca urmare, tipurile de baza, au generat variatii si hibrizi:

1. Initialism + acronym — pot fi pronuntate atat pe litere, cat si ca un cuvant intreg,
de exemplu forma care pare a fi un tip, dar in realitate este altul (ex. WHO — World
Health Organization, FACTS- Feed Additives maximum safe Concentration in feed
for Target Species, la prima vedere pare ca poate fi pronuntat ca un cuvant, insa
trebuie pronuntat pe litere);

2. Partial initialism — partial acronym — partial e pronuntat ca un cuvant, partial pe
litere (ex. DG SANTE- Directorate-General for Health and Food Safety);

3. Combinatie de grupuri de litere si clipping (ex. ARPAnet — Advanced Research Pro-
jects Agency computer network);

4. Initialism adaptat ca acronym (ex. PECs- Predicted Environmental Concentrations).

In lexicologia limbii engleze, la inceput, termenul initialism se referea la toa-
te tipurile de abrevieri formate din litere initiale, fara a se face referintd la modul de
pronuntare. Ulterior, insd, atat datoritd avansarii si dezvoltarii societatii cat si a cer-
cetarilor specialistilor, care se afld in conexiune reciproca, este introdus si conceptul
de acronym pentru abrevierile pronuntate ca niste cuvite obisnuite. Pana si n prezent,
exista controverse si confuzii Intre concepte, afirmandu-se ca orice abreviere formata
din litere initiale se numeste acronim sau acronimele fiind abrevieri pronuntate ca niste
cuvinte, iar initialisms (siglele) abrevieri pronuntate separat pe litere.

Concluzii

Tendinta in crestere a utilizarii abrevierilor, integrarea lor treptata in sistemul scrie-
rii si al vorbirii, studierea lor de catre cercetatori si chiar confuziile care au loc demon-
streaza interesul crescut fatd de aceste procedee. In acelasi timp se prezinta capacitatea
limbilor de a adopta si adapata, dezvolta in mod specific, propriu si deosibit de alte limbi
un procedeu international de formare a cuvintelor. Abrevierea este o caracteristica spe-
cifica globalizarii, iar faptul ca acest procedeu este utilizat si in alte limbi si ia amploare
din ce in ce mai mult, demonstreaza ca limbile se afld Intr-o permanent interactiune,
ceea ce este o altd trasaturd a globalizarii. Aceste procedee devin importante mijloa-
ce de Tmbogatire a vocabularului denumind obiecte, organisme, organizatii , institutii,
societati. Motivul principal pentru utilizarea acestora este economisirea de spatiu ti-
pografic, timp (redactarea, citirea), ceea ce corespunde omului contemporan de a se
exprima cat mai concis. Odatd cu dezvoltarea sferelor sociale a sporit si cantitatea de
informatie care a determinat micsorarea volumului textului prin crearea prescurtarilor,
obtinandu-se lexeme mai economice din punct de vedere fonetic.
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Astfel, s-au creat mai multe tipuri de abrevieri, reamintim: trunchiere, cuvant tele-
scopat, acronim si sigld. In limba romana, diferenta dintre acronim si sigla se reduce la
aspectul grafic, fie lipseste; iar in limba engleza se accentueaza att diferenta fonetica
cat si cea grafica, ceea ce demonstreaza faptul ca in limba romana abrevierile nu sunt
analizate destul de profund, fiind neclarificate anumite aspecte de ordin fonetic, lexical,
gramatical. Cu toate acestea, abrevierile constituie si vor continua sa constituie obiectul
de cercetare al multor lingvisti.

Pentru a sumariza idea a ceea ce reprezintd acronimele si siglele, vom oferi definitia
acestora: Acronimul este prescurtarea unei expresii sau a unui termen-sintagma, la care
se folosesc initialele sau fragmentele initiale ale componentelor si este pronuntat ca o
unitate Intreagd (ex: FAO, PEST); Sigla este un ansamblu de litere initiale, n care fieca-
re litera se pronunta separate (ex: GMO, F2F). De aici se deduce hotarul ce diferentiaza
aceste doud concept.

Abrevierile sunt definitia omului modern, al dezvoltarii continue a societatii, a
domeniilor de specialitate. Presiunea unor modele strdine, cu circulatie internationala,
viteza globalizarii i avansarii, nu toate compusele de tipul abrevierilor ajung sa fie mo-
tivate, descifrate, astfel au loc confuzii, imprecizii dar si imprumutul ”crud” de expresii.
De altfel, acestea raman a fi foarte importante in domeniile specializate, precum cel
politic, economic, administrativ.

Bibliografie

1. CANNON G. Abbreviations and Acronyms in English Word-Formation// American Speech,
vol. 64, nr. 2, 1989. p.99-127 https://www.euralex.org/elx _proceedings/Euralex1988/026
Garland%20Cannon%20(College%20Station,%20Texas)%20%20English%20
Abbreviations%20and%20Acronyms%20in%20Recent%20New-Wo.pdf

2.  MCARTHURT. The Oxford Companion to the English Language. New York: Oxford Univer-
sity Press, 1992. 1216 p. https://vdocuments.mx/mc-arthur-tom-the-oxford-companion-to-
the-english-language-1992.html?page=35 (website) (accesat la 20.03.2024)

3. TARITA Z. Noua Revisti Filologica, Anul III, Nr. 1-2 (5-6), 2012, (accesat la 20.03.2024)
http://dspace.usarb.md:8080/jspui/bitstream/123456789/3044/3/T%C4%831r%C3%AE%
C5%A3%C4%83 Z abrevieri.pdf (accesat la 20.03.2024)

4. VILCU MARCELA, Tipuri structurale de abrevieri in limba romana, Universitatea de
Stat ,,Dimitrie Cantemir”, Republica Moldova https://ibn.idsi.md/sites/default/files/imag_
file/137-139_6.pdf

5. https://dexonline.ro/definitie/acronim (accesat la 21.03.2024)

6. https://dexonline.ro/definitie/sigl%C4%83 (accesat la 21.03.2024)

111



CZU: 81'233°243:316.77 DOI: https://doi.org/10.5281/zenodo.13358129

PROBLEME SI DIFICULTATI iN FORMAREA-DEZVOLTAREA
COMPETENTEI DE COMUNICARE iN LIMBI STRAINE

Ludmila CUTCOVSCHI

asistent universitar,
Universitatea de Stat din Moldova, Chisindau, RM
orcid 1d: https://orcid.org/0000-0001-7880-5800
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Societatea moderna se afla intr-o schimbare continud, care are loc mai rapid decat
alta data, iar globalizarea si alte schimbari solicita cetatenilor o gama larga de abilitati
pentru a se adapta si a prospera.

Unul din obiectivele strategice ale UE, la care adera si RM, este cresterea econo-
mica sustenabila si a coeziunii sociale, care prevad Imbunatatirea nivelului si calitatii
ocuparii profesionale, adaptate la cerintele societatii.

Documentele de politici educationale nationale si europene actuale demonstrea-
74 necesitatea invatarii limbilor strdine in general si a dezvoltarii competentei de co-
municare, in special, comunicarea in limbi strdine fiind una din cele opt competente-
cheie conform Recomandarii Consiliului Europei si privind competentele-cheie pentru
invdtarea pe tot parcursul vietii. Cadrul de Referinta European (22.05.2018) stabileste
opt competente-cheie: competente de alfabetizare; competente multilingvisti-
ce (competente de comunicare in limbi straine - in RM); competente in domeniul
stiintei, tehnologiei, ingineriei si matematicii; competente digitale; competente
personale, sociale si de a invita sa inveti; competente cetiatenesti; competente an-
treprenoriale; competente de sensibilizare si expresie culturala. [12, p.7-8]

Formarea, dezvoltarea si evaluarea competentelor constituie o prioritate a politi-
cillor educationale din R. Moldova si Uniunea Europeana, iar formarea competentei
de comunicare in limbi straine constituie o parte importantd al acestui proces, ca una
din competentele relevante pentru contextul social si profesional actual si viitor al
cetatenilor.

Pentru a reusi in contextul societatii contemporane, scoala contribuie la dezvoltarea
personalitatii elevilor, inclusiv in cadrul procesului educational elevii formeaza si dez-
volta competente comunicative.
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Un cetdtean capabil sd comunice eficient va tine cont de realizarea urmatoarelor
aspecte:

— utilizarea strategiilor relevante pentru comunicarea cu ceilalti;
— reactia adecvatd atunci cand recepteaza mesaje;
— evaluarea eficientei comunicarii. [4, p.22-24]

Conform Recomandarii Consiliului European privind competentele-cheie pentru
invatarea pe tot parcursul vietii din 22.05.2018 competentele multilingvistice cuprin-
de: Capacitatea de utilizare a diferitor limbi in mod corespunzator si eficient pentru
comunicare, care se bazeaza pe capacitatea de intelegere, exprimare si interpretare a
conceptelor, gandurilor, sentimentelor, faptelor si opiniilor, in forma scrisa si/sau orala
(ascultare, vorbire, citire si scriere) conform contextelor societale si culturale, in functie
de necesitati sau dorinte.

In contextul dezvoltirii competentei de comunicare in limbi striine au fost identifi-
cate si analizate problemele si dificultati care ar bloca, reduce, limita sau face imposibil
acest proces.

Procesul educational in care se produce comunicarea in limba germana se
confruntd cu anumite probleme, de diferitda natura: psiho-sociald, materiala,
educationald, lingvistica etc. Vom prezenta pe scurt analiza procesului de predare-
invatare-evaluare a limbilor strdine cu scopul de a semnala problemele, neajunsurile
si lacunele esentiale ale dezvoltarii competentei de comunicare a limbilor strdine,
rezolvarea caror ar facilita realizarea scopului de dezvoltare a competentei de comu-
nicare in limba straina.

Lectia ca forma de comunicare a fost larg cercetatd Incad din anii 1960, si prime-
le cercetari au avut ca scop descoperirea i analizarea exemplelor de interactiune, la
sfarsitul anilor 60 al sec.XX, unde comunicarea dintre elev si profesor avea urmatorul
contur: interactiunea nu avea un caracter flexibil si era prea mult ritualizata; elementele
specifice comunicdrii contraveneau normelor unei comunicari autentice; 80% din actul
lingvistic al lectiei 1i revinea profesorului/ monologului; initiativa elevilor se atesta ra-
reori; numai 20% din intrebarile elevilor se refereau la continutul lectiei, restul intreba-
rilor erau formale §i aveau un caracter organizatoric etc. [17, p.91]

Problema pe care am identificat-o la lectiile de limba strdind este focusarea pe
continuturile lingvistice si Tn primul rand pe formarea si dezvoltarea competentelor
gramaticale, care constituie doar 1/8 din competentele comunicativ-lingvistice, con-
form Curriculumului National pentru Limbi Straine si Cadrului European Comun de
Referinta pentru Limbi.

T.Callo cerceteaza comunicarea si din perspectiva pragmatica si este de parerea ca
principiul fundamental al studierii unei limbi presupune orientarea comunicativa, iar
comunicarea depinde de cunostintele individuale si de abilitati: a sti si a sti sa faci, de
competenta de comunicare: competenta de comprehensiune si producere a mesajului
in forma scrisa si orala. Cercetatoarea pune in evidentd problema lipsei comunicarii in
procesul instructiv, mentionand ca doar 20% din instruire constituie comunicarea, iar
restul bazandu-se pe alt tip de exercitii, cu presupunerea ca actul comunicarii va veni
de la sine. [5, p.26]
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Referitor la problemele educatia lingvisticd, E. Coseriu mentioneaza ca gramatica
este disciplina care s-a mentinut, ca disciplina practica, in scoli intotdeauna, spre deo-
sebire de retorica, care a fost eliminata in secolul trecut, dar foarte necesara in ultimul
timp si la care se revine pe diferite cdi. ,,Gramatica avea sarcina sa descrie o limba
independent de circumstantele folosirii sale, adicd in forma libera de context. Retorica,
in schimb avea sarcina sa studieze folosirea limbii in anumite tipuri de situatii si cu
finalitati determinate si se ocupa de diversitatea uzului lingvistic in raport cu obiectul
vorbirii: tema sau subiectul.“ [7, p.13]

Focalizarea pe competenta gramaticala, accentueaza M. Hadircd, prezinta una din
problemele existente in procesul de studiere a limbilor strdine Tn R. Moldova si se mai
observa inca tendinta cadrelor didactice spre lipsa unei structurdri de aplicabilitate a
cunostintelor teoretice, ca rezultat al modelului traditional de Tnvatare a limbilor straine,
bazat pe studiul gramaticii si neglijarea aspectului comunicativ. [10, p.66]

T.Slama-Cazacu este de parerea ca pentru a comunica intr-o limba strdind nu sunt
suficiente formarea si dezvoltarea abilitatilor lexicale, gramaticale, fonologice, capa-
citatea de exprimare intr-o limba strdind, sau chiar reactionarea la spusele interlocuto-
rului, dar presupune si capacitatea de a dialoga, prin urmare cunostinte speciale care
cuprind regulile, formele si expresiile uzuale de dialog. [14, p.82]

Asigurarea unei game bogate de competente, dar nu numai dobandirea cunostinte-
lor este cea mai buna pregitire oferitd de un invatamint, sustine A. Albulescu. in functie
de nivelul de dezvoltare al competentelor, se apreciaza calitatea procesului instructiv-
educativ, care situeaza in prim plan dezvoltarea competentelor functionale de comuni-
care, aplicabile in diverse sarcini si situatii. [1, p.28]

In acest context, N.Vicol sustine ci pedagogia moderna poarti un alt caracter si
anume formarea de competente, dar nu numai de transmitere a cunostintelor noi si in
asa mod, educatia devine una formativa. [15, 44]

Obiectivul de baza al disciplinei limba straine, in R. Moldoca, conform Curri-
culumului National, Curriculumului National pentru limbi strdaine, formarea-dezvol-
tarea competentei de comunicare, conform descriptorilor Cadrului European Comun
de Referinta pentru Limbi vizeaza nivelul B1+ in comprehensiune orald si scrisa si
nivelul B1 1n producerea/ interactiunea orald si scrisa, [9, p.6] rdmane mai mult sti-
pulat in documente si mai putin la nivel procesual, in practica educationald, in special
referitor la producerea si interactiunea orald, cu toate ca vorbirea constituie una din
cele patru deprinderi integratoare in care se realizeaza procesul de invatare al limilor
straine i competenta de comunicare orald, ar trebui sa constituie 25% din ansamblul
competentelor achizitionate, conform Curriculumului National pentru limbi strdine si
Cadrului European Comun de Referinta pentru Limbi.

Competenta de comunicare semnificd schimbul de mesaje si interactiunea In for-
ma orald si scrisd, dar evaluarea competentelor de comunicare Intr-o limba strdina in
invatadmantul preuniversitar din R. Moldova nu exprimd sau reda toate competentele
formate in perioada de scolaritate. Ne referim la testarea orald, care aproape ca nu este
realizatd, cu exceptia prezentarilor proiectelor si a povestirii textelor (care solicita ele-
vilor doar o memorare mecanicd), prezentd doar ca evaluare formativa, dar nu si ca
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evaluare sumativa sau examen si respectiv, din lipsa cererii de evaluare, nu este prezenta
suficient sau lipseste cu desdvarsire.

Dupa cum mentioneaza cercetdtoarea M. Hadirca, in acest sens, performanta
scolard, stapanirea competentei de comunicare, reflectatda in actiunile verbale de inte-
grare socio-culturald, trebuie masurata prin (auto)evaluarea periodica si comparativa.
In planul evaluarii se are in vedere si detinerea competentei de vorbire, care cores-
pund indicatorilor de performantd conform Cadrului European Comun de Referinta
pentru Limbi. Autoarea propune certificarea competentelor lingvistice si de comunicare
la sustinerea examenului de bacalaureat, prin doud probe: una orala si alta scrisa. [10,
p-83]

Desi Curriculumul National prevede evaluarea exprimarii orale, acest lucru rama-
ne doar la nivel declarativ. La finele treptelor de invatdmant, sustin autorii Cadrului
de Referinta al Curriculumului National, evaluarile rezultatelor scolare la disciplinele
indicate se realizeaza n baza de competente: la finele invatamantului liceal — examenul
la limba straina: se vor evalua aspecte de comunicare orala si de comunicare in scris. [5,
p-80]

Deci, una din problemele identificate care necesita rezolvare la nivel de sistem
educational, constituie elaborarea si implementarea a unei metodologii de evaluare a
rezultatelor scolare orale.

Directivele documentelor nationale si europene de politica educationald, mentionate
mai sus, privind competenta de comunicare 1n limbi strdine vizeaza comunicarea orala
ca una din finalitatile educatiei lingvistice si recomanda dezvoltatrea competentei de
comunicare in cadrul celor patru deprinderi integratoare, inclusiv vorbirea. Necesita-
tea valorificarii comunicarii orale ca parte componentd a competenta de comunicare in
limbi straine rezultd din standardele de eficienta, finalitatile Curriculumului National
pentru limbi straine si Cadrului European Comun de Referinta pentru Limbi etc.

Vorbirea este definitd de E. Coseriu, la nivel universal, drept o competentd
elocutionala: a sti sd vorbesti, iar vorbitul este un produs.* [8, p.237]

Multi oameni au frica sd se exprime public sau necesitd cursuri speciale pentru
a dezvolta competente comunicative. [19, p.36] Frica si neincrederea sunt cateva din
cauze care duc la reducerea dezvoltarea competentei de comunicare, pe care le atesta si
pedagogul Cartaleanu T. ,,Preferinta societatii scolare pentru evaluarile scrise, eseuri si
testari a diminuat puternic capacitatea de vorbi in public”. [7, p.51]

Reactiile defensive, un element al relatiilor sociale si prevenirea lor constituie o lata
dificultate in dezvoltarea competentelor de comunicare. [17, p.196]

Formarea priceperilor si deprinderilor functionale, care 1i permit elevului sa par-
ticipe la activitifi de comunicare depind si de un anumit bagaj de cunostinte. Cadrul
didactic trebuie sa creeze elevilor o motivatie in situatii false, fabricate si nu autentice.
In salile de clasa situatiile reale de comunicare sunt inlocuite cu situatii simulate sus-
ceptibile de a Intretine motivatia Tnvatarii, de a o orienta catre obtinerea performantei
comunicative. Lectia trebuie sa prezinte astfel de situatii lingvistice incat sa-i activeze
si mobilizeze pe elevi, filndca un factor obligatoriu al dezvoltarii competentei de co-
municare este situatia comunicativa, mentioneaza A. Barbuta si T. Callo s.a. [3, p. 42]
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Insusirea mecanica a limbii stagneaza practicarea activi a ei. [3, p. 24] Tot aici trebuie
de mentionat aportul savantului E. Passov, care spunea ca o activitate de comunicare nu
poate fi algoritmizata pentru ca in situatiile de comunicare se genereaza o comunicare
care depinde de situatia comunicativa, in care elevul trebuie sa fie pregatit pentru carac-
terul euristic al comunicarii. [21, p. 11]

O alta problemad, care se atesta in procesul educational, care tine in special de ma-
nualele de limba germana sunt lipsa textelor literare. Majoritatea textelor din manuale
sunt non-literare cu un caracter functional-pragmatic, dar care nu reflectd in totalitate
viata reald si autentica. Textele in forma de bloguri, e-mail-uri, SMS, benzi desenate,
scheme, tabele etc. nu redau situatii reale cu un inceput, cuprins si sfarsit, pe cand tex-
tele literare ofera elevilor situatii de comunicare reald, acte de vorbire 1n contexte reale,
care cuprind toate domeniile si sferele de interes conform cerintelor curriculare.

Conform ipotezei lui M. Becker, emiterea mesajului inseamna exprimarea unei in-
tentii comunicative prin intermediul unui text, iar receptarea are loc intr-un mod invers:
perceperea textului, extragerea informatiei si decodificarea intentiei comunicative, iar
dialogul se realizeaza in cadrul unei situatii comunicative. [18, p.65]

Oricarei comunicari 1i revine aspectul de continut si unul de relatii, care respectiv
se refera la transmiterea informatiilor obiective si legdtura dintre partenerii comuni-
carii. Acest raport este foarte important si suprapune continutul, or daca continutul
emitatorului este contradictoriu, atunci relatia existenta poate suferi un conflict comu-
nicativ. Intelegerea mesajului depinde de calitatea comunicarii, iar aceasta din urma
este determinatd de mai multi factori, cum ar fi vocea, articularea, coerenta si clari-
tatea mesajului, bogatia vocabularului, tonul etc. Insuccesul unei comunicari poate fi
cauzat de faptul ca inainte de aceasta nu a fost obtinuta disponibilitatea tuturor parti-
lor de a discuta, subiectul respectiv, sau nu este oportunad din unele motive, puncteaza
Palii A. [12, p.13-47]

Comunicarea este o interactiune dintre sistemele informationale, considera H.
Schroder, iar cel mai utilizat instrument de comunicare este limba. Oamenii sunt per-
manent, in convietuirea interumana, expusi proceselor comunicative, iar controversele
rezultd si din abundenta exageratd a mijloacelor de comunicare si din insuficienta po-
sibilitatii comunicarii cum ar fi respingerea propriei pareri prin acceptarea altor pareri,
conflicte nerezolvabile care depasesc asteptarile, neglijarea formelor de exprimare cre-
ativa etc. [20, p.49]

Ca rezultat al unui proces destul de complex, comunicarea aduce cu sine si niste
blocaje, care la randul sdu pot contribui la esecul comunicarii cum ar fi de ex.:bariere de
limbaj; bariere de mediu; bariere de conceptie; blocaje de ordin emotional: agresivitatea;
competivitatea; lipsa increderii in sine; pasivitatea; izolarea; blocaje de ordin cultural:
diferentele culturale, sociale, religioase; blocaje de ordin perceptiv; prejudecatile etc.

Toti acesti factori duc la rutinarea, ruperea sau nerealizarea comunicarii.

Tabelul de mai jos ilustreazd probleme si dificultiti in formarea-dezvoltarea
competentei de comunicare in limba strdind, citate mai sus, clasificate in functie de
domeniile care pot fi intlnite.
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Tabelul 1.

Probleme si dificultati in formarea-dezvoltarea competentei de comunicare in LS

Conditii /dificultati
materiale

pentru vorbirea orala:
- claritatea pronuntiei (dictia);
- zgomotul ambiant si interferente;
- viteza ridicatd de emisie si receptie;
- pierderea informatiilor
pentru scriere:
- scris necitet;
- lipsa resurselor digitale

Conditii / dificultati
sociale

- numarul prea mare de interlocutori;

- natura relatiilor dintre participanti;

- diferente de credinte si valori;

- asteptari sociale;

- starea de spirit (oboseala, excitare etc.);

- sanatatea si calitatile personale;

- lipsa atmosferei de lucru;

- lipsa sustinerii elevilor din partea CD/critica excesiva;
- monotonia/ rutinarea;

- lipsa atitudini pozitive fatd de comunicare/ nemotivare
- frica

Conditii / dificultati locale

- lipsa spatiului pentru interactiune in clasa

Conditii / dificultati

- lipsa timpului

temporale
Conditii / dificultati - vocabular redus;
educationale - bariera lingvistica;

- bariera psihologica;

- lipsa consolidarii comportamentelor si cunostintelor;
- competente favorizate/ defavorizate;

- teoretizarea cunostintelor;

- lipsa activitatilor de vorbire/ produselor orale;

- lipsa evaluarii orale;

- lipsa punctelor de evaluare a performantele vorbite;
- lipsa unui curriculum optional pentru dezvoltarea CO;
- lipsa situatiilor (reale) de comunicare;

- lipsa strategiilor didactice interactive;

- lipsa activitatilor de comunicare;

- lipsa autoevaluarii;

- abundenta textelor non-literare;

- lipsa textelor literare din manuale.
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Lipsa valorificérii a functiei pragmatice a vorbirii, stipulatd mai mult, Th documente
reglatoare, baza comunicarii, constituie cea mai mare problema in demersul dezvoltarii
competentelor de comunicare In limbi strdine.

Competenta de comunicare intr-o limba strdina se bazeaza pe abilitatea de a Inte-
lege, de a exprima si de a interpreta ganduri, sentimente si fapte atat pe cale orala cat si
in scris — ascultare, vorbire, lectura si scriere, intr-o gama potrivitd de contexte sociale
— conform dorintelor si nevoilor individului. Comunicarea cere implicarea a cel putin
doua persoane, dar este de fapt un act cu un caracter participativ pronuntat, in care elevii
detin rolul principal in situatii comunicative sunt organizate de cadrul didactic, care va
avea un rol considerabil redus.

In concluzie, putem afirma, ci identificarea si intelegerea problemelor de dezvol-
tare a competentei de comunicare in limbi strdine constituie un pas spre solutionarea
acestor probleme si anume a formarii competentei de comunicare, necesare elevilor si
societatii contemporane.
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The continuous training of teaching staff is an imperative of societies and of the world
in rapid changes and transformations. The teachers pass through certain stages in their
professional career: initial training, continuous training and self-training, a quality ob-
tained through dedication and perseverance. For European Union, continuous training of
teachers is a community priority, a necessity for the achievement of sustainable develop-
ment
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ASPECTE DEFINITORII

Schimbarile din societate si provocdrile cu care omenirea se confrunta permanent
genereaza un interes deosebit pentru educatie, Invatarea pe tot parcursul vietii si for-
marea profesionald continua, care au devenit piloni fundamentali strict necesari intr-o
societate in continud evolutie §i varii transforméri. Actualmente, comunitatea globala
a recunoscut justa valoare a educatiei si a formarilor profesionale continue in evolutia
multilaterald a omenirii, implementand legi nationale si internationale pentru promova-
rea valorilor educationale.

Conceptul de societate a cunoasterii, promovat de Uniunea Europeana, multitudinea
politicilor educationale si investitiilor in diverse domenii, cer dezvoltare, perfectionare
si creativitate in toate sferele de activitate. In acest context, formirile profesionale conti-
nue ocupa un loc primordial, iar rolul major al cadrelor didactice este unul incontestabil.

O pregatire de calitate superioard a profesorilor, bazatd pe un sistem integrat de
formare initiala, de formare si dezvoltare profesionala continud este necesard acum mai
mult decat oricand pentru a raspunde cerintelor actuale ale profesiilor si ritmul schimba-
rii aflat in crestere, precum si noilor cerinte pe care acestia le vor intampina pe parcursul
vietii profesionale [1, p.13].

Realizarile oricarei societati depind de calitatea educatiei existente si orice societate
trebuie sd constientizeze valoarea calitatii pregatirii cadrelor didactice, care influenteaza
nemijlocit bundstarea si prosperitatea natiunii. ,,Reusita si rezultatele asteptate de la un

intr-o perspectiva de continuum, garantand o evolutie care se realizeazad mai ales la
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nivelul de rol al cunostintelor teoretice si practice”[2]. Formarea continud a profesori-
lor reprezinta astfel un compartiment al sistemului educativ de care depinde calitatea
sistemelor nationale si internationale si trebuie sd devind o strategie de prim ordin in
adaptarea si schimbarea sistemelor educationale la cerintele dezvoltarii si (re)orientarii
societatii mondiale.

In contextul social actual (societatea cunoasterii), marcat de permanente, rapide si
imprevizibile schimbari, se impune o regandire responsabila a unui domeniu care nu
poate fi exclus dintr-o carierd pedagogicd de succes: formarea continud, existentd in
toate domeniile de invatdmant, completand formarea initiald, reconsiderand-o si resem-
nificand-o pe alocuri, dacd e necesar, adaptata necesitatilor adultilor care nu au timp, au
un grad diferit de instruire si o capacitate diferitd de asimilare [3]

Cercetatorul Gutu V1. mentioneaza ca ,,formarea continua devine o necesitate per-
manentd a cadrelor didactice, indiferent de domeniul profesional si de nivelul pregatirii
fiecaruia, deoarece ea reprezintd calea de la profesorul care improvizeaza si incearca
diverse modele ale demersului didactic, catre profesorul care stie si poate sa-si argu-
menteze deciziile profesionale pentru a obtine rezultate performante in domeniul edu-
cational” [4]. Cadrul didactic este o personalitate in continua dezvoltare, iar evolutia
competentelor sale este determinata de experienta acumulata, de autocritica si tendinta
spre perfectionare. Astfel, formarea continua reprezinta un traseu determinat, care cre-
eaza cadre didactice competente sa atingd un nivel de eficacitate si performanta in con-
tinud crestere, sa disemineze aceste competente discipolilor sdi, sa formeze subiecti care
sd poata sa-si valorifice propriul potential.

Formarea continua este o situatie educativa definita ca ,,un proces interpersonal,
intentionat, care utilizeaza in esentd comunicarea verbala, discursul dialogat finalizat
in calitate de mijloace pentru a provoca, a promova, pentru a face invatarea sa reu-
seascd” [2,p.4]. Inca din 1995 s-a afirmat cd formarea continua nu pare sa fie doar un
remediu la carentele formarii initiale, dar un proces de lunga durata, inscriindu-se intr-o
perspectiva de Invatare permanentd. Sarcina primordiald a profesorului nu este doar
de a transmite cunostinte, dar, in primul rand sd provoace interesul pentru subiectul
discutat, sd semene 1n constiinta elevilor/studentilor germeni care vor incolti si vor da
roade, transpuse in idei, descoperiri, inventii utile umanitatii. O alta definitie a formarii
continue releva ca aceasta include ansamblu de activitati si de practici care cer implica-
rea educatorilor pentru amplificarea cunostintelor proprii, perfectionarea deprinderilor,
analiza si dezvoltarea atitudinilor profesionale [5, p.9].

Progresul tehnologic, globalizarea, reformele organizationale impun cresterea cere-
rii de noi competente pe piata muncii, fapt ce confera prioritizare invatarii permanenta
si dezvoltarii personale. Astfel, totalitatea schimbarilor de orice gen, la nivel global
induc orientarea cererii spre formarea noilor tipuri de competenta, ceea ce accentueaza
importanta formarii continue. Deci, formarea continua include ansamblul de activitati
care implicd o schimbare si imbunatdtire a competentelor si cunostintelor cadrelor di-
dactice, al caror scop este ameliorarea practicilor didactice pentru elevi/studenti.

Un grup de cercetatori ai Institutului de Stiinte ale Educatiei mentioneaza ca dez-
voltarea/formarea cadrelor didactice este definita ca o implicare a cadrelor didactice in
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orice tip de oportunitate de invétare dupa absolvirea studiilor universitare [6, p.8]. Dez-
voltarea profesionald necesita tendintd de implicare in varii activitati, iar cadrul didactic
trebuie sa profite de orice ocazie pentru a acumula cunostinte si competente noi. A fi
cadru didactic presupune existenta unui interes sporit si neintrerupt fatd de tot ce poate
fi util pentru meseria de profesor. Totalitatea instrumentelor didactice si tehnologice
disponibile, care evolutioneaza permanent, cer cadrelor didactice sa fie mereu informati
inceteaza niciodata sa fie elev, si subtilitatile meseriei sale 1i cer sa fie cel mai activ elev
pe parcursul intregii sale cariere, care constd dintr-un lant neintrerupt de acumulare a
noilor cunostinte si competente.

Profilul cadrului didactic de astdzi trebuie sa raspunda solicitarilor unei noi genera-
tii de elevi si modificarilor profunde ale societatii [4]. Meseria de profesor necesitd un
efort permanent de actualizare, perfectionare, si specializare. Notiunea de perfectionare
a cadrelor didactice este utilizatd si de cercetatorul S. Cristea, paralel cu notiunea de
formare continud, pe care o defineste ca fiind o activitate cu un continut pedagogic si
social proiectat, realizatd si dezvoltatd in cadrul sistemului de invatamant, cu functie
manageriald de reglare/autoreglare continua a procesului de invatdmant, la toate nivelu-
rile sale de referinta (functional/structural/operational) [7]. Tot acest autor mentioneaza
ca evolutia activitatii de perfectionare a cadrelor didactice are loc pe circuitul metodo-
logic: formare initiald — formare continua — autoformare. Sistemele (post)moderne de
invatdmant accentueaza continuitatea celor trei secvente de instruire permanenta con-
gruente la nivel de politica a educatiei [7]. Evolutia perfectiondrii trece anumite etape,
cea din urma fiind autoformarea, calitate profesionala pe care un cadru didactic o poate
obtine doar printr-un efort profesional continuu, prin perseverentd si dedicatie. Traim
intr-o societate noud dar, pentru a sustine progresismul si pentru a raspunde provoca-
rilor sociale, ,.fiecare dintre noi trebuie sa fie un invatator adevarat, ceea ce Tnseamna
ca trebuie sa fie deopotriva discipol si maestru. Trebuie sa ne instruim pe noi ingine”
[8, p.92]. Viteza si dinamica transformrilor de orice nivel constrange cadrul didactic
sa fie mereu informat si abil de a face fatd provocarilor de ordin informational, digital,
tehnologic etc.

Din perspectiva actionala, formarea continud este definita drept ,,ansamblu de
activitati si de practici care cer implicarea educatorilor pentru amplificarea cunostintelor
proprii, perfectionarea deprinderilor, analiza si dezvoltarea atitudinilor profesionale”[9].
O definitie exhaustivd a formarii continue o ofera si R. Iucu: ,,ansamblu de activitati
orientate spre actualizarea periodica a pregatirii profesionale initiale, spre adaptarea
acesteia la noile exigente ale desfasurarii proceselor educationale si spre asimilarea
unor noi cunostinte si competente™ [10].

OBIECTIVELE SI NIVELELE FORMARII CONTINUE

Formarea continud ofera posibilitatea cadrelor didactice sa participe la anumite ac-
tivitati care contribuie la dezvoltarea anumitor competente si abilititi pentru dezvoltarea
atat personald cat si profesionald, pentru ca ulterior sa aplice in practica cunostintele
acumulate. Atat formarea initiald, cat si formarea continua, trebuie sd se supuna unei
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serii de obiective clare, care sa urmareasca dezvoltarea unei strategii a educatiei perma-
nente Tn ansamblul sdu, mai cu seama cea In care profesorul este cel care rdspunde si
mediaza In mod direct problemele cu care se confrunta noile generatii [4].

Unul din obiectivele sistemelor educationale si de formare continua, stipulate de
Consiliul European de la Lisabona din anul 2000, este cresterea calitatii i eficientei sis-
temelor educationale si de formare profesionald in Uniunea Europeana — imbunatatirea
educatiei si formarii cadrelor si formatorilor, accesul la cunoagtere fiind un aspect esen-
tial in societatea cunoasterii. Cadrele didactice si formatorii sunt actorii cheie 1n orice
strategie ce are in vedere stimularea si dezvoltarea unei societdti sau economii [11].
Formarea profesionala continua inglobeaza o realitate vasta. Obiectivele care ghideaza
activitatile de formare sunt grupate pe trei axe de dezvoltare: dezvoltare personala, dez-
voltare in raport cu nevoile organizationale si dezvoltare profesionala [13]. Mai multi
specialisti din domeniu afirma ca obiectivele formarii continue a cadrelor didactice sunt
bazate pe cateva dimensiuni: obiectivele formarii continue a cadrelor didactice trebuie
sa fie axate pe: — Dezvoltarea individuala si profesionala prin achizitionarea de noi com-
petente; — Sporirea calitatii sistemului educational; — Cunoagterea ambiantei sociale;
— Formarea/dezvoltarea fiintei umane in contextul valorilor lumii contemporane [14].

Este esential ca nevoile de dezvoltare personala sa fie incadrate in proiecte de for-
mare profesionald continua individuale si colective. A.Panis sustine ca alegerea formei
de formare continud apartine cadrului didactic, care trebuie sa-si identifice nevoile pro-
prii de formare in raport cu ofertele de formare si cu nevoile personale de dezvoltare, in
baza unei analize a calitatii si avantajelor programelor de formari profesionale continue
[15. p.44]. Perrenoud Ph. afirma ca formarea profesionald continud trebuie sa asigure
implementarea legilor, regulamentelor, politicilor si a programelor de studii. Deaseme-
nea, formarea continud sustine dezvoltarea competentelor pentru a asigura functionarea
eficienta Intr-o societate aflata in schimbare [12].

Consideram ca cel mai relevant aspect al formarilor continue pentru cadrele didac-
tice este Tmbunatatirea sistemelor educative, schimbarea anumitor legi si regulamente in
favoarea elevilor/studentilor, depistarea si lichidarea neajunsurilor politicilor educatio-
nale. Deci, rolul formarii continue vizeaza adaptarea sistemului educativ la schimbarile
produse sau 1n curs de producere ale societatii. Mialaret G. afirma inca in 1997 ca: ,.este
evident cd modificarea pregatirii cadrelor didactice afecteaza direct sau indirect intreg
sistemul educational. Nu putem avea un sistem de obiective pentru sistemul educational
si altul pentru formarea cadrelor didactice’’[16].

Astfel, problematica obiectivelor formarii continue ale cadrelor didactice reprezin-
ta un centru de interes mereu actual, in contextul permanentelor schimbari si tendinte
spre o dezvoltare durabila in toate sferele vietii. Mentionam de asemenea faptul ca me-
todologia formarilor cadrelor didactice implica raportarea la exigentele formulate prin
obiectivele propuse.

In Uniunea Europeani, acolo unde educatia are importanta si detine capacitate fi-
nanciard si resursele necesare, obiectivele esentiale ale formarii continue a cadrelor di-
dactice sunt axate pe urmatoarele principii: 1. Dezvoltarea individuala si profesionala
prin achizitionarea de noi competente (didactica disciplinei, initierea in noile tehno-
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logii); 2. Sporirea calitatii sistemului educational; 3. Cunoasterea ambiantei sociale.
Or, in formarea continud este implicat specialistul abilitat care faciliteaza descoperirea
cunoasterii de un anumit tip, decriptarea si livrarea ei sau specialistul care o accepta ca
pe un remediu pentru carentele formarii initiale [17]. Astfel, formarea continud pe de o
parte, profesionalizeaza si dezvolta cadrul didactic, iar pe de alta, modificad si imbunata-
teste sistemul educativ 1n functie de evolutia progresului tehnologic, social, economic.

Cros F. considera ca formarea cadrelor didactice trebuie sa fie orientatd spre trei
nivele:

» formarea personala, constituitd din capacitati care permit profesorilor sa fie
un referent educativ pentru elevi si sa gestioneze relatiile interpersonale in
lucrarilor grupelor, etc

+ formare profesionala destinata sa creeze instrumente necesare pentru gestiona-
rea cunostintelor si a invatarii si Tn egala relatie cu cunostintele de baza.

» formarea europeanad orientata spre promovarea unui nou spatiu social, econo-
mic, cultural, de munca si profesional, atat pentru profesori cat si pentru elevi
[18, p.57].

Alois Gh. sustine ca realizarea formarii cadrelor didactice se desfasoara la urma-
toarele nivele [19]:

— La nivel functional, vizeaza stimularea capacitatilor pedagogice si sociale de
convertire practica a finalitatilor de sistem (ideal, scopuri ale educatiei) in
obiective angajate in cadrul procesului de invatamint, in mediul scolar si ex-
trascolar.

— La nivel structural, stimularea capacitatilor pedagogice si sociale de valorifi-
care deplind a tuturor resurselor pedagogice (informationale, umane, didactico
- materiale, financiare) existente la nivel de sistem si de proces.

— La nivel operational, vizeaza stimularea capacitatilor pedagogice si sociale de
proiectare, realizare, dezvoltare si finalizare a activitatilor specifice procesu-
lui de invatamint (lectii, cursuri, seminarii, lucrari practice, ore de dirigentie,
activitati extrascolare/extracurriculare cu elevii, cadrele didactice, parinti, alti
reprezentanti ai comunitatii educative; activitati: manageriale,metodice, de
asistentd psihopedagogica si sociald, de orientare scolara si profesionala, de
consiliere etc), in conditii optime, corespunzator contextului intern si extern
existent, pe termen scurt, mediu si lung.

Toate aceste nivele definesc multitudinea activitdtilor implicate in dezvoltarea pro-
fesionala a unui cadru didactic.

Potrivit Educatiei in vederea obiectivelor de dezvoltare durabila, profesorii sunt
agenti puternici a schimbarilor care pot oferi rdspunsuri educative necesare pentru rea-
lizarea obiectivelor de dezvoltare durabild. Cunostintele si competentele lor sunt esen-
tiale pentru reorientarea proceselor educationale si institutiilor de invatamant spre dez-
voltarea durabild [21, p.51]. Cele mai semnificative probleme globale pot fi solutionate
doar prin educatie. Orientarea spre realizarea obiectivelor de dezvoltare durabila nece-
sitd cunostinte, competente, valori si atitudini care vor transforma profund modalitatea
oamenilor de a gandi si de actiona, iar cadrele didactice sunt agentii intermediari de
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reralizare a acestor schimbiri. In acest context formarile continue ale cadrelor dedactice
trebuie sd fie reorientate si directionate spre necesitatile reale ale umanitatii, spre o edu-
catie transformatoare care ne obligad sa regandim continuturile si strategiile contextelor
educationale.

FORMARILE CONTINUE iN LEGISLATIA UNIUNII EUROPENE

Formarea profesionala a fost identificatd ca domeniu de actiune comunitard in
Tratatul de la Roma din 1957, pe cand educatia a fost oficial recunoscuta ca fiind de
competenta Uniunii Europene in Tratatul de la Maastricht in 1992. in conformitate cu
Tratatul, ,,comunitatea contribuie la dezvoltarea unei educatii de calitate prin Tncuraja-
rea cooperarii dintre statele membre si, in cazul in care este necesar, prin sprijinirea si
completarea actiunii lor, respectand pe deplin responsabilitatea statelor membre fatd de
continutul invatdmantului si organizarea sistemului educativ, precum si diversitatea lor
culturald si lingvistica”. Articolul 9 din Tratatul privind functionarea Uniunii Europene
prevede: ,, In definirea si punerea in aplicare a politicilor si actiunilor sale, Uniunea tine
seama de cerintele privind promovarea unui nivel ridicat [...] de educatie si de formare
profesionala” [21]. De asemenea, Carta drepturilor fundamentale a Uniunii Europene,
care are aceeasi valoare juridica ca tratatele (art. 6 din Tratatul privind Uniunea Eu-
ropeand), prevede ca ,,orice persoand are dreptul la educatie, precum si la accesul la
formare profesionala si formare continud” (art. 14) [22].

Formarea continud a profesorilor este o prioritate a Uniunii Europene. Politicile
europene referitor la formarea continua a cadrelor didactice sunt reprezentate prin stra-
tegii, politici si programe nationale unde fiecare tara le adapteaza in dependenta de con-
textul social, cultural, economic. Din acest motiv formarea continua a cadrelor didactice
este diferitd de la o tara la alta, fundamentandu-se pe viziuni §i strategii nationale diver-
se. Formarea continua a cadrelor didactice a devenit un centru de interes i una din pre-
ocuparile cele mai frecvente ale specialistilor din Europa si respectiv, din fiecare tard in
parte. Aceasta este abordata ca o posibilitate de dezvoltare personald si profesionald, ca
o modalitate de crestere a calitatii vietii i ca 0 componentd necesara unei evolutii soci-
ale. Avand 1n vedere extinderea rolului educatiei la nivel mondial, se impune orientarea
noilor strategii de formare continud spre formarea competentelor profesionale si trans-
versale pe care fiecare cadru didactic trebuie sa le posede. Formarile continue trebuie
sd prevada obtinerea competentelor noi in dependenta de evolutia cerintelor curriculare,
educationale si sociale. Imbunatitirea calititii educatiei si formarii profesorilor trebuie
sa fie deci, un obiectiv important al sistemelor educative europene, in asa fel incat sa
poata fi efectuate progrese mai rapide in directia indeplinirii obiectivelor comune [23].

Formarea cadrelor didactice este un proces relevant in contextul invatarii pe tot par-
cursul vietii. In raportul Regard sur I’Education din anul 2014 se afirma ci dezvoltarea
profesionald continua este o modalitate de a imbunatati calitatea cadrelor didactice si de a
retine profesorii in domeniu. Aceste activitati permit profesorilor sa actualizeze, s imbo-
gdteasca si sa extinda cunostintele, sd inteleagd mai bine invatamantul si sa-si amelioreze
competentele si practicile. in cadrul Conferintei mondiale UNESCO privind Educatia
pentru Dezvoltare Durabila, organizatd de catre UNESCO in parteneriat cu Ministerul

125



Federal al Educatiei si Cercetarii din Germania in 2021, tarile participante sustin una-
nim ca Educatia pentru Dezvoltare Durabila urmeaza sa devina elementul fundamental
al sistemelor educationale si urmeaza sd vizeze: componenta curriculara; valorificarea
potentialului noilor tehnologii digitale si ,,verzi” pentru ca accesul, dezvoltarea si utili-
zarea acestora sa devina responsabile, sigure, echitabile, incluzive; promovarea resur-
selor educationale deschise si facilititi de e-learning accesibile; investirea in programe
de formare a cadrelor didactice; imputernicirea tinerilor ca agenti de schimbare pentru
dezvoltare durabila prin crearea de oportunitati de Invatare si implicare civica etc. [24].

Site-ul Comisiei Europene, prevade ca toate cadrele didactice, dincolo de rolul lor
transmitdtor de cunostinte, sa fie antrenate in sisteme de dezvoltare profesionald care
sd asigure ,,valorificarea nevoilor specifice ale fiecarui elev, dezvoltarea autonomiei
elevilor, dobandirea competentelor cheie, adaptarea predarii la mediile multiculturale,
utilizarea noilor tehnologii” [25].

In aceiasi sursa este stipulat ca ,,profesia de cadru didactic are caracteristici comune
in Intreaga Europa. Asadar, este necesard o viziune comuna privind tipurile de atitudini
de care au nevoie profesorii, aplicata pe baza unor principii ”. Aceste sugestii cu valoare
de imperativ nu fac altceva decat sa reitereze necesitatea formarii continue ca mijloc de
dezvoltare profesionala a cadrelor didactice, ai carei beneficiari principali trebuie sa fie
elevii.

Declaratia de la Lisabona din anul 2000, stabileste o serie de obiective cu referire la
constituirea unei societati si economii bazate pe cunoastere, care se pot realiza doar prin
adaptarea si Tmbunatatirea sistemelor de educatie si formare profesionalad continua [26].

Declaratia ministrilor europeni ai educatiei §i formarii profesionale si a Comisiei
Europene cu privire la consolidarea cooperarii europene in formare profesionala din
anul 2002, stabileste urmatoarele prioritati in dezvoltarea sistemelor de educatie si de
formare profesionald initiala si continua: dimensiunea europeana, transparentd, infor-
mare si consiliere, recunoasterea competentelor si a calificarilor, asigurarea calitatii in
formare [27].

Concluziile Consiliului din 20 mai 2014 privind formarea eficace a profesorilor,
privind dezvoltare profesionala continud, reprezintd un factor semnificativ pentru a asi-
gura atat atragerea candidatilor potriviti catre profesia de cadru didactic, cat si faptul ca
profesorii detin si 151 mentin competentele relevante de care au nevoie pentru a fi eficace
in salile de clasa de astdzi, sprijin la Tnceput de carierd, invatare si dezvoltare profesio-
nala pe parcursul Intregii cariere, feedback pedagogic [28].

Formarea continud a cadrelor didactice influenteaza nemijlocit reusita si rezultate-
le sistemelor educative si trebuie sa fie parte integrantad a vietii profesionale a fiecarui
cadru didactic.

Un alt document relevant este Comunicarea Comisiei catre parlamentul european,
consiliul european, comitetul economic si social european si comitetul regiunilor din
2016 cu privire la imbunatétirea si modernizarea educatiei, accentueaza dezvoltarea
profesionald a cadrelor didactice pe parcursul intregii cariere; modernizarea sistemelor
de educatie si de formare profesionala si asigurarea unui acces mai bun la educatie de
calitate [29].
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Educatia pentru dezvoltare durabila: catre atingerea obiectivelor de dezvoltare du-
rabila 2030 se bazeazad pe experientele programului de actiune globald in cele cinci
domenii prioritare de actiune ale politicii, educatiei si formarii, educatorilor, tineretului
si comunitatii. Raportul comun 2012 al Consiliului si al Comisiei privind punerea in
aplicare a cadrului strategic pentru cooperarea europeand in domeniul educatiei si for-
marii profesionale (ET2020) ,,Educatia si formarea intr-o Europa inteligenta, durabila
si favorabila incluziunii”’[30]

Pukhovska L. propune o analiza a teoriilor formarii profesionale a cadrelor didac-
tice din Europa, mentionand pluralismul, multitudinea si coexistenta diferitor curente,
concepte si modele. Ea numeste acest fenomen ,,pluralismul teoretic si metodologic,,
al ,filosofiei educative,, a tarilor europene, si anume acest pluralism cultural, politic si
economic al ideilor imbogateste si permite dezvoltarea societatii [31].

Raportul Regard sur I’Education din anul 2003 al OCED, mentioneaza ca obiec-
tivele principale ale dezvoltarii profesionale ale cadrelor didactice sunt- Intretinerea
competentelor pedagogice, dezvoltarea noilor aptitudini, reimprospatarea si extinderea
cunostintelor specifice disciplinei predate, precum si cunostintele teoretice in metodo-
logie [32].

Serbanescu L. et al afirma ca la nivel european au fost identificate noi domenii
de interes, considerate domenii inovatoare pentru dezvoltarea profesionald a cadrelor
didactice [33]:

— scoala ca organizatie de invatare, care ofera trei directii:

1. o schimbare a activitdtilor de invatare profesionala, care vizeazd mai multi
actori din cadrul institutiei educationale, Tn loc sd se concentreze doar pe un
profesor;

2. se concentreaza atat pe profesorii care predau, cat si pe echipa manageriald a
institutiei educationale;

3. seconcentreazd asupra actorilor care predau, colaborarea profesorilor din aceeasi

4. institutie intr-un cadru academic;

— abilitarea formabililor printr-o abordare orientatd spre competenta: accentuarea
dezvoltarii competentelor transversale prin crearea unui mediu favorabil, sigur si
sens pozitiv;

— inovarea livrarii formadrii profesionale on-line: permite accesul la programe-
le de formare profesionala continud a unui numar mai mare de formabili, ofera
oportunitati flexibile;

— reinventarea invatarii combinate (blended learning): crearea oportunitatilor de a
experimenta practici noi in clasa de elevi, ceea ce contribuie la un continut mult
mai variat. Astfel are loc un transfer al cunostintelor de la activitatile de dezvol-
tare profesionald la practicile din clasa;

— programe inovatoare de perfectionare: prestatorii de servicii de FPC dezvolta in
continuu programele de FPC in contextul realitatilor existente; elaborarea progra-
melor modulare pentru a oferi posibilitatea cadrelor didactice de a se autoforma
la probleme particulare existente in scoald;
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— parteneriate inovatoare si actori noi: parteneriate care produc si furnizeaza
continutul activitatilor de formare/dezvoltare profesionald a cadrelor didactice
(exemplu: parteneri sociali, parteneri economici, parteneri [T etc.).

Printre recomandarile Comisiei Europene in domeniu, pentru tarile membre se re-
marca zece actiuni- cheie, inserate in documentele Rethinking Education: Investing in
skills for better socio-economic outcomes §i Supporting the Teaching Professions for
Better Learning Outcomes din 2012, care sunt perfect valabile si pentru sistemul edu-
cational din Republica Moldova, punand accentul pe imbunatatirea calitatii resurselor
umane, printre care:

* Definirea competentelor si a calitatilor necesare cadrelor didactice;

* Actualizarea sistemului de recrutare a celor mai buni candidati pentru profesia
didactica;

* Asigurarea unui sprijin sistematic cadrelor didactice debutante pentru insertie
profesionala;

* Revizuirea ofertei de formare continua pentru asigurarea participarii profesori-
lor in Invatarea profesionald prin colaborare pe tot parcursul activitatii;

* Construirea dezvoltarii profesionale a cadrelor didactice pe baza feedback-ului
permanent privind performanta lor [34, p. 4].

CONCLUZII

Formarea continua a cadrelor didactice este o parte integranta a carierei profeso-
rilor i elementul fundamental pentru dezvoltarea personald si profesionald. Domeniul
formarilor continue pentru cadrele didactice nu inceteaza sa dobandeasca interes dato-
ritd relevantei domeniului educational care influenteaza toate domeniile de activitate
umana. Formarile continue sunt o prioritate a Uniunii Europene, unde exista o multi-
tudine de organizatii, institutii, regulamente, legi pentru promovarea dezvoltarii profe-
sionale ale cadrelor didactice. Politicile educationale in domeniul formarilor continue
reprezintd o modalitate de a pregiti cadrele didactice sa faca fata provocarilor educatiei
in contextul global caracterizat de o evolutie infinita.
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English for Specific Purposes has now become an established discipline in many higher
education institutions and, as such, it has attracted the attention of many practitioners who
need to deal with it on a professional level. Being an important programme to university
curricula, it requires a deeper understanding of both the basic concepts and the new trends
and directions applicable to its teaching. Therefore, the main concern of this research is
twofold: on the one hand, it aims at reviewing briefly the evolution of the essential prin-
ciples of ESP from its modern origins in the early 1960s until the present day, and, on
the other hand, at describing the current situation in the field, especially its methodology,
focusing on identifying the best practices for teaching ESP and aligning them with the
modern trends.

Keywords: English for Specific Purposes, needs analysis, language learning, professional

communication, authenticity, teaching methods

1. Introduction

Teaching English for Specific Purposes (ESP) has evolved significantly since its
inception, being driven by the growing need to equip learners with specialized lan-
guage skills tailored to their professional, academic, and vocational settings. As glo-
bal communication becomes increasingly essential in diverse fields, ESP has emerged
as a pivotal area of language education. Understanding the current trends, directions,
and perspectives of ESP is crucial for educators, researchers, and policymakers aiming
at enhancing the effectiveness and relevance of language instruction. Recent trends in
ESP include the integration of technology, the development of more nuanced needs
analyses, and the creation of highly contextualized and culturally sensitive materials.
The directions in which ESP is heading involve greater interdisciplinarity, personal-
ized learning experiences, and a focus on outcome-based education. Perspectives on
ESP highlight the importance of addressing the specific linguistic demands of various
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professional sectors while fostering critical thinking and intercultural communication
skills. By keeping pace with these developments, stakeholders can ensure that ESP pro-
grams remain dynamic, innovative, and aligned with the evolving needs of learners in
an increasingly interconnected world. In essence, a thorough understanding of current
trends, directions, and perspectives in ESP is essential for providing high-quality, rel-
evant, and effective language education that meets the specific needs of learners and
prepares them for success in their respective professional domains.

2. Background

Since its emergence in the early 1960s, ESP has been a controversial issue due
to several factors. One major argument is its deviation from traditional English lan-
guage teaching (ELT) methods. ESP focuses on the specific language needs of learners,
in particular, professional, academic, or vocational contexts, which contrasts with the
more generalist approach of traditional ELT. This specificity or specialization has led
to debates about the role and scope of language education, with some educators ques-
tioning whether ESP limits learners’ overall language proficiency by concentrating too
narrowly on specific vocabularies and contexts.

Another controversy revolves around the qualification and expertise required to
teach ESP effectively. Who is better qualified to teach ESP, the English teaching profes-
sional or the content area professional? Unlike general ELT, ESP requires instructors
to have not only linguistic proficiency, but also a deep understanding of the specific
subject matter relevant to the learners’ fields. This interdisciplinary requirement poses
challenges in terms of teacher training and curriculum development, leading to disputes
over the adequacy of current teacher preparation programs and the feasibility of finding
suitably qualified educators. Moreover, the rapid evolution of various professional fields
adds to the controversy. ESP curricula must be continuously updated to reflect the latest
developments and terminology in specific disciplines, which can be resource-intensive
and logistically challenging. This dynamic nature of ESP raises questions about the
sustainability and scalability of such specialized programs.

Finally, there are debates about the purpose of language education itself. Some re-
searchers argue that ESP, by focusing too much on pragmatic aspects of language learn-
ing, may neglect broader educational goals such as critical thinking, cultural awareness,
and personal development. These concerns highlight the ongoing tension between prac-
tical language skills and holistic educational values, making ESP a subject of continu-
ous debate among educators and policymakers.

3. The Evolution of the Essential Principles of ESP

Analysing the evolution of ESP, one can notice that its development has constantly
been led by the changes in approaches to language description and analysis and its
influence on teaching materials. Since its very beginning, ESP has passed through five
developmental stages according to Hutchinson and Waters (See Fig. 1), and this view
is still supported by many researchers in the field. It should also be noted that there are
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no distinct borderlines between the stages chronologically, and Hutchinson and Waters
explain this fact by arguing that ‘ESP is not a monolithic universal phenomenon, but has
developed at different speeds in different countries...” [6, p.9].

A Brief Review of the Evolution of the Essential Principles of ESP
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Lesiak-Bielawska comes up with three additional innovative approaches to English
for Specific Purposes that correspond to successive stages of its evolution and provide
different perspectives on language description and analysis. These approaches are:

1. The deep-end strategy approach, also known as the activity-based approach;
2. The genre analysis approach; and
3. The content-based approach [7, p.27].

Dudley-Evans and St John note that, ‘there is currently no dominating movement in
ESP’ as there was with the stages identified in its development, but ‘there is now accept-
ance of many different approaches and a willingness to mix different types of material
and methodologies’ [4, p.30]. According to Paltridge and Starfield, ‘Researchers in the
area of ESP have moved from the view that ESP teaching is fundamentally the same no
matter the context (Hutchinson and Waters 1987) to the view that each ESP situation
needs to be examined in its own terms (Cheng 2011; Swales 1985). The social context
of each ESP class is specific, as are the learning goals and objectives, the choice of
materials and activities, the methodologies that are appropriate to the learners and their
learning, as well as the ways in which the learning will be assessed (Cheng 2011). The
use of language is also specific to the particular genres that the students need to be able
to participate in (Hyland 2011), as are the “perceived needs and imagined futures” of
our learners (Belcher 2006: 133) [8, p.323].

Therefore, as we can see, most of the approaches adopted within the ESP devel-
opment time frame are currently being practised. Register Analysis, for instance, has
gained an important position in ESP due to the advent of computer-based corpora which
have become an indispensable tool for quantitative data analysis. Another approach
that has also assumed an important position in ESP and has become an extremely use-
ful tool of analysis, according to Dudley-Evans and St John is Genre Analysis [ibi-
dem, p.31]. The analysis of written and spoken texts gave rise to the genre-analysis
approach in the early 1980s, but its popularity has started growing since the 1990s when
John Swales published his monumental work Genre Analysis. This approach to ESP is
widely favoured by researchers and practitioners today. However, as noted by Dudley-
Evans and St John, ‘it would be wrong to think of genre analysis as a new movement
in ESP’ [ibidem, p.31]. Similarly, it is important to acknowledge that the approaches of
Content-Based Instruction (CBI), Content and Language Integrated Learning (CLIL),
and English as a Medium of Instruction (EMI) are perceived as innovative methods
for language learning, each designed for specific educational purposes. Citing Lesiak-
Bielawska ‘considering the today’s field of ESP, one can observe that it is considerably
eclectic and pluralistic in terms of represented research paradigms, underlying theories,
adopted teaching methodology, and classroom practices’ [7, p.27].

4. Current trends, directions, and perspectives on teaching ESP

Each stage in the evolution of ESP brought about various approaches, changes and
assumptions related to language description and analysis as well as the nature of lan-
guage teaching and learning. These approaches, changes and descriptions have greatly
influenced the selection and production of teaching materials and the ways these materi-
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als are presented to learners. Even if they developed in different forms and on different
scale, they complement each other and contribute to the further development of ESP.
Today, there are several trends, directions, and perspectives on ESP teaching that ESP
educators can follow to ensure that their courses are effective and relevant to their stu-
dents’ needs. (See Fig. 2)
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This graphic highlights key trends and directions in ESP teaching, including task-
based learning, content-based learning, and technology-enhanced learning. It also em-
phasizes the importance of needs analysis, collaborative learning, authentic materials,
and fostering critical thinking skills. These elements reflect the evolving landscape of
ESP, aiming to provide more relevant, engaging, and effective language instruction tai-
lored to the specific needs of learners.

1. Task-Based Learning. Task-based learning has gained significant popularity
in ESP classrooms due to its focus on designing activities and tasks that closely mirror
real-world language use and situations, such as writing a report or delivering a presenta-
tion. This approach actively engages learners in working on real-life tasks relevant to
their field of study or profession, ultimately helping them develop the necessary lan-
guage skills to excel in these tasks.
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2. Content-based instruction. Content-based instruction entails teaching language
through subject-specific content, such as business, medicine, or engineering. In this ap-
proach, ESP teachers are shifting away from traditional language-focused instruction
and embracing a content-based approach. Through this method, students can gain the
language proficiency required to effectively communicate within their specific fields.
Additionally, it encourages the development of both language skills and a deep under-
standing of their chosen field or profession.

3. Technology-enhanced learning. This approach brings about the use of technol-
ogy to enhance the learning experience, including the use of online resources, virtual
classrooms, and multimedia materials. Technology serves as a powerful tool in ESP
teaching, providing students with access to authentic materials and resources, foster-
ing collaboration, and offering valuable feedback and support from their teachers. As
technology continues to advance, ESP instructors are integrating various digital tools
and resources into their teaching methods, such as online platforms, virtual reality, and
gamification, to create engaging and interactive learning experiences.

4. Needs analysis. In the realm of ESP teaching, the process of conducting a com-
prehensive needs analysis holds significant importance. ESP instructors are increas-
ingly delving into needs analysis to identify the precise language requirements of their
students. This enables them to tailor the course content and materials to specifically ad-
dress these needs, as well as cater to the language demands prevalent in their students’
respective fields or professions.

5. Collaborative learning. In collaborative learning, students actively participate
in group activities to complete tasks and solve problems. This approach fosters the de-
velopment of essential communication and teamwork skills, which are valuable across
various professional domains.

6. Authentic materials. This approach unequivocally entails the use of authentic
materials, such as articles, reports, case studies, and videos, to immerse students in real-
world language use and situations, thereby effectively teaching language in context. As
a result, this method significantly empowers students to develop their language skills in
a more realistic and meaningful manner.

7. Critical thinking. ESP educators are actively integrating thought-provoking ac-
tivities into their courses to develop students’ abilities to analyse and solve problems
effectively. This focus on critical thinking is particularly vital in fields like business and
law, where complex decision-making and problem-solving skills are indispensable.

8. Collaboration with subject matter experts. It is imperative to collaborate with
experts in the learners’ fields to guarantee the accuracy and relevance of instructional
materials. Subject matter experts offer indispensable insights into the specific language
and communication skills needed in the field, unequivocally enhancing the quality of
the learning materials.

9. Reflective teaching perspective. Teachers must consistently assess and adapt
their teaching methods based on feedback from students and their own reflections. This
ongoing process is essential for improving the effectiveness of the instruction. These
perspectives underscore the multifaceted nature of ESP instruction and the critical im-
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portance of tailoring the teaching approach to meet the specific needs of learners in their
respective fields.

In today’s interconnected world, English has become the universal language of
communication. As a result, ESP educators are placing a strong emphasis on the teach-
ing of global English. This approach encompasses not only language proficiency, but
also the development of essential skills for effective communication across diverse cul-
tural and social contexts. Moreover, there is a deliberate focus on equipping students
with the ability to navigate and understand the intricacies of intercultural communica-
tion. This includes recognizing and respecting cultural differences in communication
styles, a crucial skill for individuals preparing for careers in multicultural and global
environments. Lastly, it is essential for educators in the field of ESP to remain abreast of
the latest trends and advancements in their area of expertise. Engaging in professional
development opportunities, such as actively participating in conferences, attending we-
binars, and taking part in workshops, can empower teachers to enhance their teaching
skills and remain current with the most effective practices in ESP teaching.

5. Conclusion

English for Specific Purposes, as it has already been acknowledged, tailors lan-
guage instruction to the specific needs of learners in various professional, academic, or
vocational contexts, making it more relevant and effective than general English courses.
By keeping abreast of the latest trends, educators can adopt innovative methodologies,
incorporate advanced technologies, and apply the most effective pedagogical strate-
gies. This ensures that ESP courses remain dynamic and aligned with the evolving
demands of specific fields, such as business, medicine, engineering, IT, or law. Addi-
tionally, understanding the current perspectives on ESP helps in addressing the diverse
needs of learners, enhancing their motivation and engagement. It enables instructors to
develop materials and curricula that are contextually appropriate and culturally sensi-
tive, thereby improving learning outcomes. Moreover, analysing the directions in which
ESP is heading can inform policy-making and curriculum development at institutional
and governmental levels, ensuring that educational programs are responsive to the glo-
balized workforce’s requirements. Finally, keeping up with the latest research and de-
velopments in ESP fosters a community of practice among educators, facilitating the
sharing of best practices and collaborative efforts to advance the field.
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In the contemporary era of digital advancements, the fusion of artificial intelligence
(AI) methodologies with language education has emerged as a revolutionary approach to
both teaching and learning. This comprehensive article thoroughly examines how Al tech-
niques are applied in teaching modern French to enhance communication skills. Through
an exhaustive exploration of existing literature, theoretical frameworks, and practical in-
sights, this paper sheds light on the potential benefits, challenges, and pedagogical con-
siderations associated with the integration of Al in French language education. It delves
deeply into various Al-based tools and techniques such as machine learning algorithms,
natural language processing (NLP), chatbots, virtual reality (VR) simulations, and aug-
mented reality (AR), elucidating their roles in optimizing language acquisition and nur-
turing communicative competence. Furthermore, ethical concerns, future directions, and
implications for both research and practice in AI-enhanced French language education
are also addressed within the scope of this article.
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Introducere

Competenta lingvisticd joaca un rol esential in facilitarea comunicarii eficiente,
a schimburilor culturale si a colaborarii globale. Pe masura ce cererea de competente
lingvistice continua sa creasca intr-o lume din ce in ce mai interconectata, profesorii se
confrunta cu provocarea de a dezvolta abordari inovatoare in materie de predare a lim-
bilor straine care sa raspunda nevoilor si preferintelor diverse ale studentilor si a pietii
muncii. In acest context, tehnologiile de inteligenta artificiala (AI) oferd oportunitati
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pentru a imbunatati educatia lingvisticd prin oferirea de experiente de invatare per-
sonalizate, interactive si adaptative. Acest articol exploreaza integrarea tehnicilor de
inteligenta artificiald in predarea limbii strdine moderne in scopuri de comunicare, ofe-
rind perspective asupra fundamentelor teoretice, aplicatiilor practice, consideratiilor
pedagogice si directiilor viitoare in educatia lingvisticd imbunatatita de inteligenta ar-
tificiala.

Inteligenta artificiald (Al) este capacitatea sistemelor informatice de a indeplini
sarcini care, Tn mod normal, necesitad inteligenta umana [1], [2]. Din punct de vedere
tehnic, IA este o tehnologie informatica care permite sistemelor informatice sa simuleze
inteligenta umana [3]. Ea completeaza multe locuri de munca si institutii si continua sa
fie tot mai integrata in educatie [4]. Cercetatorii Kukulska- Hulme, Beirne, E., Conole,
G., Costello au clasificat impactul 1A asupra contextelor educationale in termeni de
invatare pentru [A, invatare despre 1A si invatare cu [A. Acestia au clasificat invatarea
cu IA in aplicatii ale IA orientate spre sistem (care sprijina functiile de administrare ale
institutiilor, cum ar fi piata si finantele), aplicatii ale IA orientate spre studenti si aplicatii
ale TA orientate spre profesori [5]. Dintre acestea, aplicatiile de inteligentd artificiala
care pot fi accesibile si utilizate pentru Invatare si predare ar trebui sa fie de interes
pentru studenti si profesori.

Cercetarea privind inteligenta artificiald in educatie (AIEd) a fost realizatd tn multe
tari din intreaga lume, SUA a fost pand 1n prezent cea mai prolifica, urmata de China.
Republica Moldova face primele incercari in aceasta directie si se insista mult, la toate
nivele, pe o digitalizare controlata si eficientd. Ca urmare a digitalizarii, apar canale si
forme si forme de comunicare, ceea ce duce la aparitia unor noi forme de invatare, lucru
si colabordri in companii, n spatiul public, Intre institutii de educatie si piata muncii.

1. Fundamentele teoretice ale IA in educatia lingvistica

Inteligenta artificiald cuprinde un spectru larg de instrumente si metodologii de
calcul concepute pentru a simula inteligenta umana si pentru a indeplini sarcini care, in
mod traditional, necesita abilititi cognitive umane. In contextul educatiei lingvistice,
inteligenta artificiald oferd solutii inovatoare pentru optimizarea rezultatelor invatarii
prin furnizarea de feedback personalizat, cai de invatare adaptive si oportunitati interac-
tive de practica lingvistica. Algoritmii de invdtare automatda (ML) permit computerelor
sa analizeze seturi mari de date lingvistice, sa identifice tipare si sa faca predictii sau
si ia decizii fard a fi programate in mod explicit. In educatia lingvistica, tehnicile de
ML pot fi aplicate la diferite aspecte ale achizitiei limbilor straine, inclusiv invatarea
vocabularului, Intelegerea gramaticald si dezvoltarea competentei orale. De exemplu,
tehnicile de modelare predictiva pot analiza datele lingvistice ale cursantilor pentru a
anticipa nevoile lor de nvétare a vocabularului si pentru a recomanda liste de cuvinte
sau exercitii personalizate. In mod similar, instrumentele de evaluare lingvistica bazate
pe ML pot evalua nivelurile de competenta scrisé sau orala ale cursantilor si pot oferi un
feedback orientat catre zonele de imbunatétire. Prin utilizarea algoritmilor ML, profe-
sorii pot dezvolta sisteme de invatare adaptive care modeleaza continutul si activitatile
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de instruire la nevoile individuale ale studentului, optimizand astfel procesul de invatare
a limbilor straine.

Astfel, lumea moderna a creat tehnici de procesare a limbajului natural (NLP)
care permit calculatoarelor sa inteleagd, sd interpreteze si sa genereze limbajul uman.
In educatia lingvisticd, algoritmii NLP pot analiza raspunsurile scrise sau vorbite ale
cursantilor, pot evalua acuratetea gramaticald, pot evalua competenta lexicala si pot
oferi feedback orientat. NLP pot analiza texte franceze autentice, cum ar fi opere lite-
rare sau articole de stiri, pentru a extrage caracteristici lingvistice, a identifica modele
lingvistice si a genera materiale de invitare a limbilor striine. in plus, robotii de chat si
tutorii virtuali bazati pe NLP pot implica studentii intr-un dialog interactiv, pot simula
scenarii de comunicare din viata reala si pot oferi oportunitati de practica lingvistica
contextualizata.

Tehnologiile de realitate virtuala (VR) si de realitate augmentata (AR) 1i scufunda
pe studenti in medii simulate in care acestia pot interactiona cu obiecte, personaje si
scenarii virtuale. In educatia lingvistica, simulirile VR si AR pot recrea contexte cultu-
rale autentice, cum ar fi comunitatile francofone sau anglofone, locurile de munca sau
destinatiile de calatorie, permitandu-le cursantilor sa exerseze competentele lingvistice
in medii contextuale bogate si imersive. Prin integrarea VR si AR 1n predarea unei
limbi strdine, profesorii pot spori competenta comunicativa, constientizarea culturala si
abilitatile de comunicare interculturala ale studentilor.

Chatbots si tutorii virtuali reprezinta agenti de conversatie cu inteligenta artifici-
ala care interactioneaza cu cursantii in timp real prin intermediul interfetelor text sau
vocale. In predarea-invitarea limbii striine, chatbots pot implica studentii in dialoguri,
le pot raspunde la Intrebari si le pot oferi feedback cu privire la utilizarea limbii. Prin
utilizarea tehnicilor de procesare a limbajului natural, chatbots pot intelege datele intro-
duse de cursanti, pot genera raspunsuri adecvate si se pot adapta la nevoile lor indivi-
duale de invatare. Pe de altd parte, tutorii virtuali ofera sesiuni personalizate de practica
lingvistica adaptate la nivelurile de competenta, obiectivele de invatare si preferintele
cursantilor.

2. Metodologii si provocari pedagogice

Integrarea tehnicilor de inteligenta artificiald in educatia In/prin limba straina ne-
cesitd o analizd atenta a principiilor pedagogice, a principiilor de proiectare a instruirii
si a abordarilor centrate pe student. Profesorii trebuie sa gaseasca un echilibru intre
beneficiile invatarii personalizate bazate pe inteligenta artificiald si importanta pro-
movarii competentei de comunicare, a abilitatilor de gandire criticd si a constientizarii
culturale la studenti. in plus, utilizarea instrumentelor si tehnologiilor IA ar trebui si
fie aliniata cu metodologiile verificate consacrate de predare a limbilor strdine, cum ar
fi predarea limbilor strdine prin metoda comunicativa (CLT), predarea limbilor straine
bazata pe sarcini (TBLT) si predarea limbilor strdine bazata pe continut (CBI). Cu
toate acestea, pe masura ce profesorii navigheaza in implementarea educatiei lingvis-
tice Tmbunatatite de [A, este esential sa ia in considerare diverse principii pedagogice
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pentru a asigura o utilizare eficienta si etica a acestor tehnologii, concentrandu-se pe
principii precum:

Abordarea centrata pe elev - un element central al unei educatii lingvistice efi-
ciente care pune accentul pe nevoile, preferintele si motivatiile individuale ale elevilor.
In educatia lingvisticd imbunatatita prin inteligenta artificiala, acest principiu rimane
primordial, deoarece tehnologiile de inteligenta artificiald oferd oportunitati pentru
experiente de invatare personalizate. Educatorii trebuie sa valorifice instrumentele de
IA pentru a adapta instruirea la nivelurile de competenta, stilurile de invatare si inte-
resele studentilor, favorizand astfel o mai mare implicare si autonomie. Oferindu-le
cursantilor oportunitdti de a explora limba 1n contexte semnificative si de a urmari su-
biecte de relevantd personald, educatorii pot spori motivatia si pot promova Invatarea
pe tot parcursul vietii.

Competenta comunicativa este dezvoltarea competentei de comunicare, care cu-
prinde competenta lingvistica, sociolingvistica, discursiva si strategicd. Educatia ling-
visticad imbunatatita prin inteligenta artificiala ar trebui sa se concentreze nu numai pe
achizitia de gramatica si vocabular, ci si pe stimularea capacitatii de a utiliza limba in
mod eficient in situatii de comunicare din viata reala. In aceste situatii, profesorii pot va-
lorifica instrumentele de inteligenta artificiald, cum ar fi chatbots, tutori virtuali si simu-
lari interactive, pentru a le oferi studentilor oportunitati de practica lingvistica autentica
si feedback privind utilizarea limbii. Prin integrarea sarcinilor comunicative, cum ar fi
jocurile de rol, dezbaterile si proiectele de colaborare, educatorii pot promova dezvolta-
rea competentelor de vorbire, ascultare, citire si scriere in contexte semnificative.

Gandirea critica - Incorporarea abilitatilor de gandire criticd Tn educatia lingvis-
tica este esentiald pentru a le permite cursantilor sa analizeze, sd evalueze si sa sintetize-
ze informatiile Tn mod critic. Educatia lingvistica imbunatitita de inteligenta artificiala
ofera oportunitati de a implica cursantii in activitati de cercetare critica si de rezolvare
a problemelor prin sarcini autentice si contexte din lumea reald. Profesorii pot proiecta
activitdti care le cer studentilor sd evalueze credibilitatea surselor online, sd analizeze
perspectivele culturale si sa reflecteze critic asupra utilizarii limbii n diferite contexte.
Prin incurajarea cursantilor sd puna la indoiala presupunerile, sd conteste stereotipurile
si sa ia In considerare mai multe puncte de vedere, profesorii pot stimula abilitatile de
gandire criticd esentiale pentru o comunicare eficienta si o competentd interculturala.

Constientizare culturala - promovarea constientizarii culturale si a competentei
interculturale face parte integranta din educatia lingvistica intr-o lume din ce in ce mai
globalizatd. Educatia lingvisticd imbunatatitd de inteligenta artificiald poate facilita
experientele de imersiune culturald prin intermediul simularilor de realitate virtuala
(VR), al aplicatiilor de realitate augmentata (AR) si al resurselor multimedia auten-
tice. Se pot folosi instrumentele de inteligentd artificiald pentru a expune studentii la
diverse perspective culturale, obiceiuri si traditii, Incurajand astfel empatia, respectul
si aprecierea diversitatii culturale. Prin integrarea continutului cultural in predarea lim-
bilor strdine si prin Tncurajarea cursantilor sa exploreze artefactele culturale, literatura
si mass-media, profesorii pot spori Intelegerea de cétre cursanti a interconexiunii dintre
limba, cultura si identitate.
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3. Consideratii etice

Adoptarea tehnicilor de inteligentd artificiald in invétarea unei limbi strai-
ne este insotitd de diverse provocari si consideratii etice, inclusiv preocupari lega-
te de confidentialitatea datelor, prejudecata algoritmica si decalajul digital. Profeso-
rii trebuie sa asigure utilizarea etica a tehnologiilor 1A si sd protejeze drepturile de
confidentialitate ale cursantilor atunci cand colecteaza, stocheaza si analizeaza datele
lingvistice. In plus, ar trebui depuse eforturi pentru a aborda decalajul digital prin asi-
gurarea unui acces echitabil la resursele de invatare a limbilor strdine bazate pe IA si
prin minimizarea disparitatilor in ceea ce priveste accesul la tehnologie si competenta
in randul studentilor. Cu toate acestea, aceasta integrare nu este lipsita de provocari si
consideratii etice. Una dintre principalele preocupari legate de adoptarea tehnicilor de
inteligenta artificiald in educatia lingvistica este colectarea si utilizarea datelor despre
cursanti. Platformele de invatare a limbilor strdine bazate pe inteligenta artificiald se
bazeaza adesea pe cantitati mari de date generate de utilizatori pentru a personaliza
experientele de invatare si pentru a oferi feedback personalizat. Cu toate acestea, co-
lectarea, stocarea si analiza datelor lingvistice sensibile ridica probleme semnificative
legate de confidentialitate. Profesorii trebuie sd se asigure ca datele studentilor sunt
gestionate in sigurantd, respectand reglementarile relevante privind protectia datelor
si orientdrile etice. Transparenta 1n ceea ce priveste practicile de colectare a datelor si
obtinerea consimtamantului in cunostinta de cauza din partea cursantilor sunt esentiale
pentru mentinerea increderii si protejarea drepturilor la confidentialitate. O altd provo-
care 1n adoptarea tehnicilor de inteligenta artificiala in invatarea unei limbi straine este
riscul de partinire algoritmica. Algoritmii de IA pot perpetua sau amplifica, fara sa
vrea, prejudecatile existente prezente in datele lingyvistice, ceea ce duce la rezultate ne-
drepte sau discriminatorii [9]. De exemplu, modelele lingvistice antrenate pe corpusuri
tendentioase pot consolida stereotipurile sau marginaliza anumite varietati lingvistice
sau perspective culturale. Profesorii trebuie sa fie vigilenti in identificarea si atenuarea
prejudecatilor algoritmice prin selectarea si preprocesarea atenta a datelor de instruire,
precum si prin monitorizarea si evaluarea continud a sistemelor de inteligenta artifi-
ciala. In plus, incorporarea diverselor perspective lingvistice si culturale in instruirea
lingvistica bazata pe 1A poate contribui la atenuarea prejudecatilor si la promovarea
incluziunii. Resursa digitalad rimane o barierd semnificativa in calea adoptarii tehnici-
lor de inteligenta artificiala in educatia in limba straina. Nu toti studentii au acces egal
la tehnologie sau competentele digitale necesare pentru a se angaja in mod eficient cu
platformele de invatare bazate pe IA. Factorii socio-economici, locatia geografica si
limitarile de infrastructurd pot exacerba si mai mult disparitatile in ceea ce priveste
accesul la tehnologie si competenta tehnologica, acest lucru a fost tesat deja in perioa-
da COVID-19. Profesorii trebuie sa abordeze aceste provocari legate de accesibilitate
prin asigurarea unui acces echitabil la resursele de Invatare a limbilor straine bazate pe
inteligenta artificiala, prin oferirea de formare si sprijin pentru utilizarea tehnologiei
si prin luarea In considerare a unor modalitati de instruire alternative pentru cursantii
cu resurse tehnologice limitate. In timp ce tehnologiile de inteligenta artificiala ofe-
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ra oportunitdti pentru instruirea personalizatd si adaptiva a limbilor straine, ele ridi-
cd, de asemenea, ingrijorari cu privire la diminuarea rolului interactiunii umane si a
autenticitatii culturale. Dezvoltarea competentelor lingvistice intr-o limba straind nu
este doar un proces cognitiv, ci si unul socio-cultural, modelat de interactiunea cu vor-
bitori nativi, de imersiunea in contexte autentice si de implicarea in artefacte culturale.
Platformele de invatare a limbilor strdine bazate pe inteligenta artificiala pot fi lipsite
de nuanta, empatia si sensibilitatea culturald inerente comunicarii umane. Profesorii
trebuie sd gaseasca un echilibru intre valorificarea instrumentelor de inteligenta arti-
ficiald pentru eficienta si scalabilitate si pastrarea oportunitatilor de interactiune uma-
ni semnificativa si imersiune culturald in educatia lingvistici. In general, adoptarea
tehnicilor de inteligenta artificiald in educatie necesita o analizd atentd a principiilor
si valorilor etice. Profesorii trebuie sd prioritizeze utilizarea etica a instrumentelor de
IA, respectand drepturile de confidentialitate ale cursantilor, atenudnd prejudecatile
algoritmice, promovand incluziunea si accesibilitatea si pastrand interactiunea umana
si autenticitatea culturald. Cadrele etice de luare a deciziilor, pot ghida educatorii in
navigarea dilemelor etice complexe in educatia lingvisticd Tmbunatatitd de IA si prin
sustinerea standardelor etice si promovarea utilizarii responsabile a tehnologiilor IA,
profesorii pot valorifica potentialul IA pentru a Tmbunatati dezvoltarea competentei
de comunicare Intr-o limba strdina, atenuand in acelasi timp provocarile si riscurile
asociate.

Concluzii

Integrarea tehnicilor de inteligenta artificiald in predarea limbii stdine moderne in
scopuri de comunicare reprezintd un domeniu de cercetare dinamic si in evolutie, cu un
potential vast de inovare si impact. Directiile viitoare de cercetare in domeniul educatiei
lingvistice Tmbunatatite prin inteligenta artificiald pot include dezvoltarea unor platfor-
me avansate de invatare a limbilor strdine bazate pe inteligenta artificiald, integrarea
tehnologiilor multimodale, cum ar fi recunoasterea vorbirii si recunoasterea gesturilor,
precum si explorarea mediilor de invatare imersive, cum ar fi realitatea virtuala si simu-
larile de realitate augmentata. Adoptand [A ca instrument de imbunatatire a abilitatilor
de comunicare, profesorii pot imputernici si motiva studentii s navigheze intre granitele
lingvistice si culturale, promovand cetatenia globala si intelegerea interculturald intr-o
lume din ce in ce mai interconectata.
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Education has a very rich historical past, before there existed any other science or art,
there was education. More recently, education has been given the name of pedagogy, as
the theory of education, the scientific part without which education cannot develop har-
moniously. Many have the opinion that education cannot be a science because it has been
ingrained in the human psyche since the very beginning, so that all it takes is an impulse to
start that grain of education that each of us possesses. Through this research we will make
certain incursions to describe the dual nature of pedagogy.

Key words: pedagogy, science, art, education, training, instruction.

Pedagogia e stiinta deceptiilor si satisfactiilor.
Nu e nici o nenorocire in insuccesul din
domeniul oricarei alte stiinte, dar un insucces in
educatie creeaza un delincvent, un infractor,

un criminal, un om nu numai inutil,

dar chiar §i un inamic al regulilor sociale.

Gheorghe lonescu

Educatia are un trecut istoric foarte bogat, Tnainte de a exista oricare altd stiinta
sau arti, a existat educatia. In Antichitatea greaca, educatiei i s-a atribuit denumirea de
pedagogie, iar mai recent, de teorie a educatiei, partea stiintifica fara de care educatia
nu se poate dezvolta armonios.

Multi sunt de parere ca educatia nu poate fi o stiinta, deoarece ea este de la bun
inceput Inradacinatd in psihicul uman, astfel incat nu este nevoie decat de un impuls
pentru a porni acel graunte de educatie pe care 1l poseda fiecare dintre noi. Unii sustin ca
pedagogia este o arta, un har i un dar divin, al carui mestesug doar putini dintre noi sunt
capabili sd-1 manuiasca, iar altii afirma ca pedagogia nu poate deveni mai mult decat o
teorie, o doctrina stiintifica asupra educatiei.

Adevarul se afla undeva la mijloc, deoarece pedagogia este vazuta ca stiinta unei
arte, iar educatia este considerata arta unei stiinte. Nu putem afirma ca pedagogia este
doar stiinta purd, pentru ca aceasta afirmatie ar fi total eronata si de asemenea, nu putem
omite ca obiectul de lucru al pedagogiei este educabilul, implicit psihicul uman, astfel
ca abordarea acestuia este imposibil de facut doar prin intermediul unei teorii stiingifice
pur-rationald, datoritd complexitatii si diversitatii acestuia.
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Termenul pedagogie este un termen derivat din limba greaca, din cuvantul paida-
gogia, care se compune din cuvintele: pais = copil si agoge = a conduce, a indruma.
Deci termenul tradus ar insemna ,,a conduce copilul, a-1 indruma”. Pedagogia este, in
sens filosofic, arta de a conduce copilul, de a-1 indruma spre propria formare, a-i modela
personalitatea, conform unor modele stabilite de societate.

Am putea oferi pedagogiei trei sensuri de definire, care sa-i confere in totalitate
sensul pe care 1l urmeaza printre stiintele psihosociale, si anume:

* in sens tehnologic, pedagogia este o arta si o stiintd a educatiei:

— este o artd in masura 1n care tehnicile deduse din aceasta stiinta trebuie apli-
cate cu maiestrie astfel incat sa fie respectat umanismul relatiei pedagog-elev;

— este o stiintd, deoarece are obiectul sau propriu de studiu, si anume educatia,
are metode specifice de cercetare a domeniului educatiei si cunostinte obiec-
tive, verificabile;

* in sens estetic, pedagogia porneste de la antiteza cunoasterii adevarului si a fru-
mosului, pentru o estetica a actiunii educative;

* in sens psihologic, pedagogia stabileste relatiile intersubiective dintre educatori
si educati, comuniunea simbolica si rezonanta subiectiva dintre cei doi, empatia
de care este nevoie pentru reusita actului educativ.

Diderot sustinea ca ,,arta pedagogului se apropie cel mai mult de arta actorului din
teatru, deoarece ca si in cazul geniului actorului, profesorul trebuie sa dea dovada de
geniu Intr-o dedublare momentana a personalitatii” [7]. Asa cum actorul se detagseaza
temporar de propria lui persoana si traieste rolul pe care si-1 asuma, tot asa educatorul
adopta motivatia si circumstantele rolului didactic. Ca si in teatru, publicul nu este ni-
ciodatd acelasi; elevii sunt mereu altii. Pedagogul se comporta mereu diferit, de la un
public la altul: alte inflexiuni ale vocii, alte gesturi, alte metode, alte relatii etc. Cu alte
cuvinte, omul este opera de arta pe care educatorul, prin educatie, incearca sa-1 creeze,
conform unei armonii universale.

Profesorul nu este, totusi, o vedeta. El comunica in predare, fiind motivat prin tot
ceea ce face, de reactia afectiva a publicului. El 1i considera pe elevi parteneri, subiecti
ai actiunii educative, coparticipanti la opera pedagogica.

PEDAGOGIA SI CUNOASTEREA STIINTIFICA

Educatia contextului actual al societatii parcurge o etapa de schimbare i Innoire a
vechiului sistem educativ. De ce? Pentru ca, in primul rand, trebuie schimbat accentul
de pe educator pe educat, care are o personalitate distinctd, unica printre celelalte. Sis-
temul educational vechi se voia unul al tuturor prin uniformitate, desconsiderand faptul
ca fiecare copil este unic, ca fiecare are nevoi si aspiratii proprii, capacitati proprii, va-
lori proprii. Educatia trebuie individualizata, conform particularitatilor individuale si de
varsta, pentru fiecare copil.

In alta ordine de idei, schimbarile ce trebuie sa aiba loc in educatie, devin o a treia
cale Intre sistemul vechi si lumea democraticd de factura occidentala, caracterizata prin
pluralism, democratie politica si economie de piata libera. Deoarece trebuie schimbate
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toate acestea, trebuie schimbate in primul rand mentalitatile, deci trebuie schimbata
educatia, sistemul de invatamant, in raport cu necesitatile schimbarii. Scoala este locul
central al schimbarii in momentul in care promoveaza o educatie pentru schimbare.
Sarcina principald a scolii in formarea omului este o educatie care sa-i ofere educatului
un comportament deschis spre schimbare si o atitudine care sa-I faca sa adopte tehnicile
unui comportament inovator.

O noua educatie inseamna o noud politica a educatiei. Noile forme de educatie
trebuie sa fie anticipative, sa prevada ceea ce se va intampla 1n viitor si sd formeze acele
personalitati de care viitorul are nevoie. Viitorul nu trebuie doar asteptat si preintampi-
nat, ci proiectat si construit. De aceea educatorul trebuie sa fie un agent al schimbarii,
al viitorului [6].

Idealul educativ este o problema de politica a educatiei si invatdmantului, dar la
el trebuie sa participe si subiectii educatiei, cu nevoile si trebuintele lor. Profesorul nu
da retete de formare a personalitatilor, nu transcrie personalitati ce trebuie urmate, ci il
creeaza pe om asa cum este, ii modeleaza personalitatea, 1l ajuta sa se creeze. El poate
oferi modele de comportare, fiind el insusi un model, modele de la care fiecare educat
preia ceea ce i se potriveste, ceea ce 1i convine, ceea ce place si este in acord cu idea-
lul societatii din care face parte. Acest lucru nu inseamna ca cel care educa recurge la
dresaj, la domesticire sau indoctrinare, termeni care oarecum sunt corelativi educatiei.

Dresajul este o actiune care are ca obiect constituirea clui dresat a unor mecanis-
me ce se formeaza gratie unor asociatii sau determinari mecanice, gen cauza-efect. De
exemplu, daca un delfin face miscarea ceruta, primeste un pestisor, deci are un anumit
comportament datorat reflexelor conditionate. In cazul dresajului, comportamentele
sunt reeditate prin automatisme.

Domesticirea este un dresaj mai complex, intrucat se realizeaza prin ratiuni practi-
ce. El stabilizeaza instinctul animalului, deviindu-1 de la finalitatea fireasca, in sensul ca
fixeaza niste obisnuinte ce se transmit ereditar.

Indoctrinarea este o forma mai ascunsa de achizitionare a unor conduite mentale;
este specifica perioadelor primitive ale omenirii. Presupune impunerea unui punct de
vedere, prin ascunderea scopului. Cu cat disimularea este mai buna, cu atat consecintele
indoctrinarii sunt de mai lunga durata. Individul nu se impotriveste, ci imbratiseaza cu
inocenta punctul de vedere (existd un anumit grad de incongtienta a individului). Nu poti
indoctrina individul care stie ca este indoctrinat [1].

Educatia este mai mult un act de salvare, formare, instruire a individului, termeni
care sunt total diferiti de cei amintiti mai sus.

Salvarea este un termen specific crestinismului si se refera la desavarsirea fiintei
umane pentru intrarea in lumea vesnica. Salvarea presupune o pregatire continua a omu-
lui pentru o conduita exemplara.

Formarea presupune transformarea personalitatii elevului, determinarea sau facili-
tarea ivirii unor noi trasaturi caracteriale, a unor conduite psihice dezirabile.

Instruirea este o actiune de transmitere a informatiilor si vizeaza latura instrumen-
tal-intelectuala a personalitatii. Predarea este activitatea de prezentare organizata a unor
cunostinte de catre cadre specializate in acest sens. Continutul predarii este dimensi-
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onat in functie demersurile celor patru factori ai educatiei: al familiei, al societatii, al
educatiei Insasi si al elevilor, si sunt structurate in conformitate cu particularitatile elevi-
lor de cunoastere-formare-dezvoltare. Invitarea ii vizeaza pe agentii care suporta actiu-
nea educativa. Consta in insusirea metodica de catre elevi a unor sisteme de valori date
sau elaborate de omenire, precum si in formarea de capacitati de Invatare, elementare si
promordiale fiind competentele.

ARTA (MAIESTRIA) PEDAGOGIA — SINTEZA A CUNOASTERII
STIINTIFICE SI A CELEI ARTISTICE

Se pune intrebarea cum i putem cunoaste pe elevii nostri pentru a-i putea supune
adecvat actului educativ?

Cunoasterea pe care o avem despre celdlalt este uneori consecinta unor rezultate
false a unor deductii false. Despre un elev care nu vorbeste vom spune ca este timid, ca
si cum ar fi vorba despre o stare, o trasatura a personalitatii sale. Eliminam astfel expli-
catiile alternative: elevul respectiv se plictiseste, este bolnav, este intr-o criza afectiva
etc.

De obicei caracterizarea pe care o facem cuiva este exprimatad in functie de con-
duitele si atitudinile sale. Aceste conduite si atitudini, le evaludm in functie de propriul
nostru sistem de valori.

Ce trasatura a personalitatii o masuram mai intai la un elev: inteligenta, sociabilita-
tea, limbajul, memoria, temperamentul, caracterul?

In general, ca profesori avem tendinta de a caracteriza un elev in functie de QI, dar
este fals adevarul pe care-l obtinem despre acel copil, deoarece personalitatea cuiva nu
este compusa doar de factorul inteligenta, ci si de afectivitate, temperament, caracter,
motivatie, vointd, sociabilitate si toate acestea la un loc poate nu sunt suficiente pentru
a caracteriza pe cineva. Mai intervin factorii de conjunctura, mediu, stare de moment,
cultura, valorile unei persoane, aptitudinile si atitudinile sale fatd de anumite situatii
etc. Pedagogul trebuie sa se fereasca de aprecieri In termeni de categorie morala sau de
valori intelectuale, sa nu judece elevul ci sa-1 aprecieze 1n functie de ceea ce produce el
de modul in care acesta procedeaza. In general nu apreciem persoana ca atare, ci proce-
durile si produsele sale, atunci cand facem o evaluare directa [3].

Atunci cand caracterizam un elev nu trebuie s ne bazdm pe produsele sale anteri-
oare nici pe mediul social din care provine, ci pe descrierea precisa a comportamentului
sau si a conduitei sale, dar si pe situatiile in care se manifestd acest comportament si
aceasta conduitd, specificul acelei situatii.

In calitate de stiinta a educatiei pedagogia studiaza:

* esenta si trasaturile fenomenului educational;

* scopul si sarcinile educatiei;

* valoarea si limitele ei;

* continutul;

* principiile;

» modelele si formele de desfasurare a procesului instructiv — educativ.

149



Se vorbeste azi despre stiintele educatiei care sunt efectul unor interactiuni discipli-
nare, cum ar fi: biologia (vizeaza conditiondrile neurofiziologice ale dezvoltarii copilu-
lui), psihologia (este interesata de procesele psihice implicate in invatare), antropologia
(investigheaza resorturile cultural-istorice in devenirea fiintei umane), sociologia (este
interesatd de conditiile si repercursiunile sociale ale educatiei), politologia (evidentiaza
raportul si functionalitatea politicilor scolare editate la un moment dat). Astfel, stiintele
invocate mai sus interactioneaza cu pedagogia prin constituirea unor aliaje disciplinare.
Acestea ar fi: psihologia pedagogica, sociologia educatiei, axiologia pedagogica, igiena
scolara etc.

In acelasi timp, insasi pedagogia cunoaste un proces de specializare a teoriei sale,
pe domenii, continuturi sau etape de varsta relativ delimitate, formand sistemul disci-
plinelor pedagogice:

1) pedagogia generala

2) pedagogia scolara: anteprescolara, prescolara, scolara, universitara

3) pedagogiile profesionale (agricola, economica, juridica etc.)

4) pedagogia comparata

5) istoria pedagogiei

6) metodicile (metodica predarii matematicii, metodica predarii istoriei etc)

7) pedagogia familiei etc.

Referindu-ne la fenomenul educational, putem mentiona trei elemente fundamenta-
le ale procesului educational:

— scopurile spre care tinde fenomenul educational — care deriva din Stiintele
Teleologice ale educatiei (filosofia, teologia educatiei) sau Stiintele Antropolo-
gice ale educatiei (biologia, psihologia, sociologia, antropologia);

— cdile si

— mijloacele folosite pentru atingerea scopurilor propuse - pot fi denumite stiinfe
metodologice (didactica, politica educationala, economia si planificarea educa-
tiei, orientarea scolara si profesionald) [4].

Pedagogia este o noud rationalitate a secolului XXI, pe masura rafinarii ei susci-
tand reactii de respingere sau de opozitie, dat fiind ca este o rationalitate a persuasiunii
unui grup asupra altuia. Ne punem astfel intrebarea daca nu cumva pedagogia se pune
in serviciul unei ideologii? Desigur ca de-a lungul timpului, ea a fost intr-adevar con-
fundata sau chiar inlocuita cu dresajul sau indoctrinarea, azi, insa, pedagogia fortei este
inlocuita cu pedagogia persuasiunii (persuasiunea este actiunea exercitata asupra cuiva
in scopul de a-I determina sa creada sau sa faca ceva). Persuasiunea este folosita zi de
zi de educatorul care sugereaza cu abilitate o anumita conduita, de medicul care-si linis-
teste pacientul, de comerciantul care vrea sa vanda un nou produs. Unul din mijloacele
de persuasiune este oferirea unui model, a unei mostre, dar sporul de informatie nu este
suficient pentru a-i convinge pe oameni, trebuie mai intai sa le cunosti starea de spirit,
dorintele, gusturile.

,»Avem nevoie de invatatori; cand nu-i avem, le ducem lipsa, 1i cautam, caci totul
se poate nvata de la altii”, afirma Constantin Cucos, dar uneori cadrele didactice se
supun unor rationalitdfi excesive ale pedagogizarii (pedagogizarea reprezinta folosirea
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excesiva a unor norme specifice activitatii formative). Profesorul devine, astfel, un co-
mediant ce-si joaca rolul din ce in ce mai constiincios, nu-si pune problema ca a deve-
nit un servitor amabil al instantelor supraetajate, nici nu se impacienteaza ca serveste
spiritelor celor tineri si nestiutori. ,,Intr-o anumitd masuri teatralizarea in educatie este
certd”, spune C.Cucos. Profesorul devine un actor care trebuie sa atragd, sa manuiasca
cu maiestrie toate mijloacele de a-i determina pe spectatori sa fie coparticipanti la actul
educational. Acest joc pe scena deschisa a clasei presupune si o oarecare doza de ,,min-
ciund”, insd minciuna pedagogica este chiar morald atata vreme cat vine in sprijinul
celor educati [5].

Multi pedagogi inteleg educatia in mod diferentiat. Iata cateva definitii care sur-
prind esenta fenomenului educational:

* Joan Hrisostomus: a educa inseamna a cultiva curatenia sufleteasca si buna
cuviinta a copiilor si tinerilor, a-1 creste pe copil moral si evlavie, a avea grija de sufle-
tul lui, a-1 modela inteligenta, a forma un atlet pentru Hristos; pe scurt, a te ingriji de
mantuirea sufletului lui. Educatia este asemenea unei arte: artd mai mare decat aceasta
nu exista, pentru ca daca toate artele aduc un folos pentru lumea de aici, arta educatiei
se savarseste In vederea accederii la lumea viitoare;

* Kant: educatia este activitatea de disciplinare, cultivare, civilizare si moralizare
a omului, iar scopul educatiei este de a dezvolta in individ toata perfectiunea de care
este capabil;

* Herbart: educatia este actiunea de formare a omului pentru el insusi, dezvoltan-
du-i-se o multitudine de interese;

* Durkheim: educatia constituie actiunea generatiilor adulte asupra celor tinere,
cu scopul de a forma acestora din urma anumite stari fizice, intelectuale si mentale ne-
cesare vietii sociale si mediului pentru care sunt destinate;

* Dewey: educatia este acea reconstructie sau reorganizare a experientei prece-
dente si care mareste capacitatea de a dirija evolutia celei care urmeaza,

* Spranger: educatia este o vointd de iubire generoasa fata de sufletul altuia pen-
tru a i se dezvolta intreaga receptivitate pentru valori si capacitatea de a realiza valori;

* Hubert: educatia este o integrare: integrarea fortelor vietii in functionarea ar-
monioasd a corpului, integrarea aptitudinilor sociale in vederea adaptarii la grupuri,
integrarea energiilor spirituale, prin sprijinirea fiintei sociale si corporale, pentru dez-
voltarea completa a personalitatii individuale;

* Barsanescu: educatia este activitatea constientd de a-1 influenta pe om printr-o
tripla actiune: de Ingrijire, de indrumare si de cultivare, in directia credrii valorilor cul-
turale si a sensibilizarii individului fata de acestea.

loan Cerghit identificd urmatoarele posibile perspective de intelegere a educatiei:
1. educatia ca proces — actiunea de transformare in sens pozitiv i pe termen lung a
fiintei umane, in perspectiva unor finalitati explicit formulate;
2. educatia ca actiune de conducere — dirijarea evolutiei individului spre stadiul de
persoana formata, autonoma si responsabila;
3. educatia ca actiune sociald — activitatea planificata ce se desfasoara pe baza unui
proiect social, care comportd un model de personalitate;
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4. educatia ca interrelatie umana — presupune un efort comun si constient intre cei
doi actori: educatorul si educatul;

5. educatia ca ansamblu de influente — actiuni deliberate sau in afara unei vointe
deliberate, explicite sau implicite, sistematice sau neorganizate, care intr-un fel
sau altul, contribuie la formarea omului ca om.

Data fiind variatia siituatiilor educationale 1n care pedagogul este obligat sa intervi-
nd, nu putem afirma cu tarie cat la suta din pedagogie este arta si cat stiintd, dar sunt de
parere ca persoana calificatd in acest domeniu, al educatiei, nu are de realizat o slujba
asemanatoare cu a unui matematician, fizician, chimist, sau a unui informatician, care
std la un birou si lucreaza la calculator, 8 ore pe zi; daca firea si personalitatea ta nu te
indeamna la o slujba in care, pe langa faptul ca ai nevoie de foarte multa rabdare, trebuie
sa-ti folosesti din plin partea creativa si binevoitoare a fiintei tale nu ar trebui sa iti alegi
profesia de invatator/pedagog.

Arta este perceputa ca o cautare, dezvaluire si exemplificarea frumosului, mai intai
in propria-ti viata, si apoi si in vietile altora; cand vorbim despre pedagogie, ne referim
la frumosul privit nu din punct de vedere al esteticului, ci din punct de vedere al psi-
hicului. Din pacate, sistemul educational de la noi este total bazat pe memorare, adica
pe partea stiintifica a educatiei, lasand la o parte latura creativa, complexa, fascinanta
si creatorea a aceleasi, iar stiinta fard artd sau arta fara stiinta in pedagogie este, pen-
tru mine, ca o magina fara carburant;desigur ca am exagerat, fiindca se poate practica
educatia doar ca stiinta sau excesiva in arta, dar este fara sens, 1i lipseste o piesa foarte
importanta 1n aceste cazuri fiindca este ca si cum ai face un lucru pe jumatate, doar ca
sa fie facut.

Un alt aspect al pedagogiei este ca Tn anumite momente trebuie sa insisti mai mult
pe partea stiintifica iar alteori este nevoie de mai multa arta, ca ceea ce spui sa poata fii
asimilat de catre elevi intr-un mod cat mai simplu si placut; acesta variaza bineinteles si
de nevoile si trebuintele educabililor [8].

Din punctul meu de vedere persoana care aspira la profesia de pedagog ar trebui
sd aiba si alte calitati decat inteligentd, perspicacitate si capacitate de memorare foarte
buna; ar trebui sa posede calitati precum rabdare, creativitate, bundvointa, dorinta de
a-i Invata pe elevii sai §i capacitatea, abilitatea de a pune in practica aceasta dorinta;
parctica din care sa reiasa rezultate pozitive atat pentru elevi cat si pentru profesor, asta
inseamna a imbina stiinta si arta in pedagogie.

in concluzie: Relatia dintre artisticul si stiintificul pedagogic trebuie sa fie una de
complementaritate si nicidecum o relatie de subordonare. Aceasta catalogare ar fi erona-
ta, datorita imprevizibilului care se ascunde in culisele domeniilor de cercetare educati-
onald, care nu poate fi anticipat de catre omul de stiinta, ci doar de o intuitie perspicace
asemenea cu cea a unui artist.
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Artificial Intelligence (AI) has rushed into the modern world, revolutionizing certain
areas of life. However, Al is no longer science fiction, it is a reality we are dealing with as
software and platforms are used daily by all digital humanity. Therefore, the article under
consideration is aimed at reflecting on the historical aspects of Al, its role in the develop-
ment of the English language, focusing on the variety of AI neologisms created under its
influence, as well as their identification in online dictionaries.
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“When you have eliminated all which is impossible,
then whatever remains, however improbable, must be the truth.”

From Noam Chomsky: The False Promise of ChatGPT,
By Arthur Conan Doyle, “The Case-Book of Sherlock Holmes”

Introduction

Artificial intelligence (Al) writes texts, composes music, generates photographs,
monitors security, communicates with people, and gradually controls people’s lives.
Certain questions that arise with the emergence of this digital revolution deserve to
be addressed: How safe is AI? What will be the impact on the human brain if we feel
so comfortable using it? What will be the consequences of such “help”? What’s next?
However, the answers to these questions are to be postponed, and we shall focus on
the boost of linguistic possibilities. The dangerous game that was started, on the other
hand, opened the gate to even more linguistic creativity and pedagogic benefits that we
all enjoy. Thus, various language apps enable to study languages, by using certain al-
gorithms to be adapted to individual learning styles, or apps that provide translations to
break down the barriers and enable the global communication, as well as chatbots that
generate texts, thus giving solutions to complex questions. Noam Chomsky considers
that “ChatGPT and its brethren are constitutionally unable to balance creativity with
constraint. They either overgenerate (producing both truths and falsehoods, endorsing
ethical and unethical decisions alike) or undergenerate (exhibiting noncommitment to
any decisions and indifference to consequences). Given the amorality, faux science and
linguistic incompetence of these systems, we can only laugh or cry at their popular-
ity.” [1] Therefore, Al should not be idealized, since the modelling of human mental
functions by computer programs [ 2] was created by and for people, that turned into a
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certain surreal parallel world that has revolutionized the way people interact and facili-
tate their communication possibilities. Noam Chomsky also mentioned [3] “Today our
supposedly revolutionary advancements in artificial intelligence are indeed cause for
both concern and optimism. Optimism because intelligence is the means by which we
solve problems. Concern because we fear that the most popular and fashionable strain of
A.I. — machine learning — will degrade our science and debase our ethics by incorpo-
rating into our technology a fundamentally flawed conception of language and knowl-
edge.” Indeed, the evolution of Al has been marked by both successes and challenges,
but ongoing research and technological advancements continue to push the boundaries
of what is possible with Artificial Intelligence.

As to my personal encounter with Artificial Intelligence (Al), it was during the
Master classes in 2002 when our professor V.I Smatova enlightened us about an impor-
tant scientific branch that was emerging and widely discussed among the experts. How-
ever, it was narrowly used and students’ minds could not fairly appreciate its role and
value as the description did not create any associative images in the developing brains,
hence, the intuition and professor’s insistence highlighted the importance of the term,
that sounded more like magic. She was right: Artificial Intelligence has ushered in a new
era in the digital world that has provided a lot of educational and creative opportunities.

History

The term “Artificial Intelligence” was coined in 1956 at a conference “sponsored
by the Defense Advanced Research Projects Agency (DARPA) to imagine, study, and
create machines capable of performing tasks that typically require human cognition and
intelligence.” [4] within the Dartmouth Summer Research Project on Artificial Intel-
ligence, which became a landmark event for artificial intelligence as a field. The meet-
ing was organized by John McCarthy (see Picture 1), a mathematics professor. In his
proposal, he stated that the conference was “to proceed on the basis of the conjecture
that every aspect of learning or any other feature of intelligence can in principle be so
precisely described that a machine can be made to simulate it.” [5]

Picture 1. A Proposal for The Dartmouth Summer Research Project
on Artificial Intelligence
A PROPOSAL FOR THE

DARTMOUTH SUMMER RESEARCH PROJECT

ON ARTIFICIAL INTELLIGENCE

J. McCarthy, Dartmouth College

M. L. Minsky, Harvard University

N. Rochester, I. B. M. Corporation

C.E. Shannon, Bell Telephone Laboratories
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Early pioneers like Alan Turing and John McCarthy laid the groundwork for Al re-
search, exploring the possibility of creating machines that could think like humans. [6].

José Antonio Bowen and C. Edward Watson in their A PRACTICAL GUIDE TO A
NEW ERA OF HUMAN LEARNING “Teaching with AI” [ 7] restored the chronology
of Al development. Thus, in 1967 Joseph Weizenbaum created Eliza, the first significant
chatbot and LLM that marked the beginning of work into natural language processing
(NLP). Then, in 1980s Google’s search algorithm that is a complex mechanism used to
retrieve information from its search index and present the information to a given query,
which still learns from our search history. It helped stir a revival in machine learning
as an Al strategy. In 1990s Deep Learning and Artificial Neural Network research be-
gan to grow. The next significant event took place in 1997, when the IBM’s DeepBlue
beated Garry Kasparov in chess, showing the potential of the extended field. In 2010
DeepMind was founded by Demis Hassabis, Shane Legg, and Mustafa Suleyman. In
2014 Tan Goodfellow proposed Generative Adversarial Networks, which led to many
new types of neural networks that are both generative and able to be trained. In 2016
AlphaGo (a machine learning Al from DeepMind) beated world champion Lee Sedol at
Go. Then, in 2017 Transformers made it possible to both decode and generate new text,
in 2018 First GPT LLM was created by OpenAl, in 2021 DALL-E was built on GPT-3,
a machine learning model that generated images. In 2022 GPT-3.5 launched in Novem-
ber; Al apps began to proliferate. In 2023 GPT-4 was released in March, followed by
Bard (by Google), Claude (by Anthropic), LLaMA (by Meta) and Grok.

What is AI?

The “Big Five” that includes five British monolingual learner’s dictionaries as Ox-
ford Advanced Learner’s Dictionary of Current English (OALD?9), Longman Diction-
ary of Contemporary English (LDOCES®6), Collins COBUILD Advanced Dictionary of
English (COBUILD7), Cambridge Advanced Learner’s Dictionary (CALD4) and Mac-
millan English Dictionary for Advanced Learners (MED?2), define Artificial Intelligence
as a type of computer technology which is concerned with making machines work in
an intelligent way, similar to the way that the human mind works [8], the study and
development of computer systems that can copy intelligent human behaviour [9], the
use or study of computer systems or machines that have some of the qualities that the
human brain has, such as the ability to interpret and produce language in a way that
seems human, recognize or create images, solve problems, and learn from data supplied
to them [ 10 ], the study of how to make computers do intelligent things that people can
do, such as think and make decisions [ 11 ], as well as the use of computer technology
to make computers and other machines think and do things in the way that people can
(Macmillan English Dictionary), as we can observe, it is aimed to make machines copy
and imitate human brain under experts’ guidance.

As to Sundar Pichai, CEO of Google and Alphabet “Al is one of the most important
things humanity is working on. It is more profound than electricity or fire.” He made
this comparison repeatedly, also admitting he did not really know how Al has worked.
The Google CEO also mentioned that fire, like other human technological achieve-
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ments, has been a double-edged sword; a source of destruction and change as well as an
accelerant to advancements. Al is already on a similar trajectory [12].

To render the variety of possibilities Jos¢ Antonio Bowen and C. Edward Watson
[13] present Large Language Models (LLMs), foundational models that were initially
focused on language but also created new ways to analyze DNA, music, computer code,
and brain waves. Thus, they highlight the big six LLMs we have today: GPT (from
OpenAl), PaLM (from Google), LLaMA (from Meta), Claude (from Anthropic), Pi
(from Inflection), Grok (from xAl). See Picture 2. The scientists offer to “think of these
models as different types of intelligence (like comparing Marie Curie, Maya Angelou,
and Cesar Chavez). They are different in neural networks, and they have been trained
differently: different (metaphorically) in both nature and nurture.” [14]

Picture 2 Foundational Large Language Models (LLM) [15]

Foundational Large Language Models
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Well-deserved Title of the Word-Of-The-Year

Artificial Intelligence has been dictating significant parts of our lives without our
knowledge for many years. However, the release of ChatGPT in October 2022 was
a turning point of the OpenAl usage, which has developed at high speed, transform-
ing many aspects of modern life. Therefore, Al systems learn from vast amounts of
information and learn to identify patterns in it to perform tasks such as conducting a
human conversation, analyzing customers’ shopping habits to recommend future pur-
chases, creating new content that looks like it was created by a person. It empowers
voice-controlled virtual assistants Siri and Alexa and helps Facebook and X (Twitter)
decide which social media posts to show to users. While Chatbots such as ChatGPT can
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conduct text conversations, DALL-E, can create images from simple text instructions,
generative Als can also make videos and even create music in the style of famous musi-
cians. But these programs sometimes generate inaccurate responses and images and can
reproduce biases contained in the source material, such as sexism or racism. [16] Thus,
Collins Dictionary named the term as its “word of the year” in 2023. “The grip artificial
intelligence has gained over humanity in 2023 - or at least the increase in conversations
about whether it will be a force for revolutionary good or apocalyptic destruction - has
led Al to be given the title of “word of the year” by the makers of Collins Diction-

ary”. [17]
Neologisms

“Over the past few years, we have been treated to the hypes and busts of block-
chains in general, and cryptocurrencies in particular, the virtual-reality metaverse, and
the blip of non-fungible tokens.” [18] A brilliant sentence, rich in neologisms, new
words that transmits the vibes of the modern world was written by Gilles-Maurice de
Schryve in her article “Generative Al and Lexicography: The Current State of the Art
Using ChatGPT” and published in the International Journal of Lexicography. Here at
once we identify Blockchain (a system for storing records of transactions using digital
currencies, that can be accessed by linked computers. [ 19]) and Metaverse (a proposed
version of the internet that incorporates three-dimensional virtual environments [20]).

To facilitate and foster the understanding of the Al field, José Antonio Bowen and
C. Edward Watson provide glossaries of new Al terms in their work “Teaching with
ATI” [21] They start with Artifcial Intelligence (AI) (he ability of computer systems to
mimic human intelligence and also to the development of such systems), Expert Sys-
tem (uses rules and logic to anticipate a wide range of possible scenarios), Machine
Learning (uses probability and statistics to recognize patterns and generalize), Neural
Networks (computing systems modeled like the neural connections in the human brain),
Foundational Models (deep neural networks trained with a large data set using machine
learning techniques that mimic human trial and error), Large Language Models (LLMs)
(foundational models focused on language), GPT (stands for Generative Pre-trained
Transformers. Foundational models and LLMs all use GPT architecture; it is not unique
to OpenAl or ChatGPT.), Diffusion Models (a type of foundational model used to cre-
ate images and video. Tools like DALL-E, Stable Diffusion, Midjourney are trained by
adding noise to the training data which the model learns to remove.). Here we ca add
Chatbot (a computer program that can have conversations with humans [22]), Nodes
(individual computational units), GPT-4 Turbo (the latest generation model. It’s more
capable, has an updated knowledge cutoff of April 2023 and introduces a 128k context
window (the equivalent of 300 pages of text in a single prompt, 128,000 tokens or
96,000 words). [23], Claude (100,000 tokens or 75,000 words).

The second glossary given in A PRACTICAL GUIDE TO A NEW ERA OF HU-
MAN LEARNING “Teaching with AI” [24] is Natural Language Processing (NLP)
(a feld of Al and linguistics that aims to enable machines to understand, interpret and
create human language. They are essential for search engines and analyzing your social
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media content. LLMs use NLP to train deep neural networks but LLMs are also used
in NLP applications.), Parameters (internal variables in a neural network that can be
tuned or adjusted to change the output), Tokens (the representations of words, parts of
words, characters, or punctuation in code and are a focus of NLP), Transformers ( (or
“self-attention”) provide every token with a weight that allows tokens to be compared
to any other token simultaneously), Application Programming Interface (API) (a set of
tools for building software applications that can interact with a foundation model. Most
of the Al tools and products we are using are not LLMs themselves but are powered
by underlying LLMs), Fine-tuning (the process of customizing pre-trained founda-
tional models (using an API) to do specifc tasks. There is an ambiguity here, but for
most people it is probably close enough to think of ChatGPT as fne-tuned or powered
by GPT, and not its own LLM (Google’s Bard has a similar relationship to Gemini),
Generative Artificial Intelligence (GAI) (any type of Al that uses deep learning mod-
els to generate or create new content. LLMs and Diffusion Models are both examples
of GAI), Artificial General Intelligence (AGI) (the computer science holy grail that
someday an Al will be able to think, make decisions and even feel like humans can.
It’s basically a person.)

Conclusion

As we see, technology will continue to evolve, and the tools will change and be
increasingly powered by Al [25] that has opened a number of possibilities aimed at
promoting learner’s autonomy and enhancing learning outcomes. However, we should
not overtrust Al and ethical considerations are paramount in Al-driven language learn-
ing tools. To conclude with the words of Noam Chomsky, used in The False Promise of
ChatGPT, “When you have eliminated all which is impossible, then whatever remains,
however improbable, must be the truth” and we see so many improbable Al tools im-
pacting English language development that are becoming the truth.
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This article examines Latin maxims and expressions in the context of the transition
from high culture to popular culture. Because Latin aphorisms have a universal, general
and comprehensive character, they have been taken up in literature, art and heraldry.
Lately they have penetrated the social media discourse, body art and other areas specific to
a culture of entertainment and relaxation. On the model of the Latin maxim ,,Omnia vincit
amro et nos cedamus amori”, that belongs to the poet Verrgilius, are analyzed the main
directions that Latin aphorisms follow to slow down in today’s culture.
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Ca parte a culturii universale, aforismele, maximele sau expresiile latinesti sunt
purtdtoare ale unei experiente milenare, fixand, concis si expresiv, modul de a concepe
sau de a descrie lumea si, in acelasi timp, de a transmite judecdti de valoare, atitudini
si viziuni despre diferite aspecte ale vietii, de a puncta reprezentdri sociale sau chiar
sfaturi practice. Bazat pe morala si observatii sociale sau culturale, modelul imagistic
al aforisticii latinesti a devenit unul emblematic pentru cultura anticd si a capatat, de-a
lungul secolelor, datorita specificului sau atotcuprinzator si universal, un caracter sim-
bolic pentru cultura medievald, moderna sau contemporana. Fondul paremiologic latin
ramane in continuare apreciat pentru stilul rafinat si sobru prin care reuseste sa redea
idei atemporale ce consuna cu sistemul de valori al omului din cele mai diferite culturi
si epoci istorice. Datoritd relevantei lor general-umane, expresivitatii, dar si aspectului
usor de memorat, enunturile sapientiale latinesti continua sa inspire nu doar constiinta
creatoare a unor eruditi clasicisti, dar si s aiba relevanta pentru un public cult mai larg,
ce gaseste 1n limbile antice modele stilistice fixe, dar si flexibile in acelasi timp, pe care
le poate prelua sau chiar transfigura, cu putin efort, pentru a-si rezuma o idee complexa
sau o traire, o emotie.

In functie de contextul comunicational sau intentia de comunicare, maximele si
expresiile latinesti sunt folosite in mod curent — in literatura si arta, dar si in comunicare
in general — pentru a sugera statutul intelectual al vorbitorului ori nivelul sau de cultura
si educatie, pentru a da o nuanta estetica si de rafinament discursului, pentru a ilustra
rapid o idee, pentru a formula un concept cultural, pentru a sintetiza o pozitie filosofica
etc. Drept consecinta, in mod curent, aforistica greco-latina este asociata unui discurs
sofisticat, erudit, retoric chiar, faicAnd dovada unui limbaj elegant si a apartenentei vor-
bitorului la o traditie clasicista, deci elitara.
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Totusi, depasind cadrul cronologic, dar si spatiul literar, oratoric sau filosofic in
care au fost concepute, patrunse in limbile si in civilizatiile moderne, o parte dintre
aceste unitati paremiologice se indeparteaza, discret, de ,,cultura elitelor/cultura inalta”
si intrd in sfera ,,culturii populare”, adica in cultura de masa, a divertismentului, a pro-
dusului mediatic si a tendintelor la moda. Conceptul de culturad este unul care a suferit
mai multe modificari si in evolutia sa au avut loc mai multe ,,praguri istorice majore”,
care ar coincide cu schimbarea unor paradigme culturale majore, respectiv cu trecerea
de la romantism la modernism si cu trecerea de la modernitate la postmodernitate [1,
p- 78]. Mutatiile care se produc in perceperea culturii, in codificarea si decodificarea
fenomenelor culturale, disparitia unor constrangeri, scindarea culturii In una ,,de elita”
si in alta ,,populard”, iar apoi anularea acestei rupturi legitimeaza schimbarile survenite
in modul de raportare fatd Antichitate, inclusiv fata de fondul ei aforistic.

Una dintre maximele latinesti, devenite universale, care ilustreaza valoarea simbo-
lica, pentru omul din diferite epoci istorice si spatii culturale, a conceptiei antice despre
lume si care 1i subliniaza dorinta de a-si declara adeziunea la traditia clasica este cele-
brul adagiu al lui Virgiliu (Publius Vergilius Maro) ,,Omnia vincit amor et nos cedamus
amori” (Dragostea invinge totul, iar noi sd ne lasdm Invinsi de ea). Enuntul, datorita
conciziei si preciziei sale, a circulat ca atare inca din Antichitate, fiind preluat din unul
din cele zece poeme pastorale virgiliene care formau ciclul ,,Bucolice” (sau ,,Ecloge”,
scrise Intre 42 si 39 1.Hr.), unde poetul latin recreeaza ,,spatiul cuvenit desfagurarii unei
stari sufletesti puternice, descrise in toatd intensitatea” [2, p. XV], cantand iubirea chi-
nuitoare in diferitele sale manifestari. ,,Bucolica” X, in care se regaseste versul amintit,
evoca iubirea nefericitd a poetului Gallus pentru Lycoris, iar cu acesta impreuna plange
toata natura, dar totusi: ,,Toate Amorul le invinge, lui sd ne plecaim mai bine” (in tradu-
cerea lui Teodor Naum) [3, p. 51].

Din perioada latinei de aur, maxima este folosita constant pentru a transmite mesa-
jul ca iubirea are puteri nemarginite, ca este o forta suprema ce triumfa in fata tuturor
provocarilor, ca poate sa-l ajute sa Invinga orice piedica pe cel care iubeste, dindu-i cu-
raj si puteri sa reuseasca. Asa adagiul, intr-o varianta prescurtata (,,Omnia vincit amor”),
ajunge de-a lungul secolelor sa exprime unul dintre cele mai importante concepte in
literatura, 1n artele vizuale, dar si In heraldica, inspirdnd numeroase texte literare, picturi
si embleme.

Incepand cu epoca medievald, maxima amintita este tot mai frecvent actualizata in
contexte ce invoca iubirea ca sursd de motivare si sperantd. Chiar daca aceasta apare in
mai multe texte ale vremii (a se vedea, de exemplu, ,,Historia breuis Thomae Walsin-
gham, ab Edwardo primo, ad Henricum quintum’), se considera ca englezul Geoffrey
Chaucer, supranumit ,,ultimul poet al Evului Mediu si primul poet al noilor timpuri”, a
consacrat-o in Prologul la ,,Povestirile din Canterbury”.

Dupa cateva secole cu o prezenta mai putin observabild in literatura, este readusa
in circuitul literar de Edgar Allan Poe prin ,,Povestirile sale (1845), fiind actualizata in
sec. XIX si apoi 1n sec. XX de nenumarate ori in scrierile de facturd romantica si neo-
romantica: fie ca titlu pentru romanele de dragoste sau pentru colectiile/antologiile de
poezii, mai ales ale scriitorilor de limba engleza, fie este citata in versuri ca o reamintire
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a faptului ca dragostea este o forta puternica si nu trebuie niciodatd subestimata. Putem
ilustra frecventa maximei chiar si prin cateva titluri, de altfel destul de raspandite in
epocd: ,,Amor vincit”, un roman de Mary Emma Martin (Ward & Downey, 1887) sau
»Amor vincit. A romance of the Staffordshire moorlands”, un roman gotic publicat de
Rebecca Samways Garnett (Duckworth & Co, 1912). In 1909 la editura Plon-Nourrit
din Paris apare si romanul ,,Amor vincit” publicat sub forma epistolara de Héléne Vaca-
resco, scriitoare romana stabilitd in Franta. Adagiul apare constant 1n texte din diferite
literaturi europene sau din cea americana, iar dintre ultimele aparute putem cita: culege-
rea ,,Amor Vincit Omnia”, care are subtitlul sugestiv ,,An Anthology of Love, Beauty &
Romance” de Sadie Johnston, Angela Chrysler, et al.; ,,Amor vincit omnia” de Vittorina
Scircoli, 2012 (in italiand); ,,Britannicus and Alexandrina. Amor Vincit Omnia” de Gina
La Bruyére (2013); ,,Amor Vincit Omnia” de Jeremy Marousis-Bush (2015, o cule-
gere dedicatd sotiei), ,,Amor Vincit Omnia. An Andrew Valquist Adventure” de Keith
Massey (2012) si in romana — ,,Omnia vincit amor” este titlul unei culegeri de poeme
neoromantice de Florin T. Roman (Iasi, 2017).

Mai nou, ,,Omnia vincit amor” figureaza in social media sub forma unor titluri/
motouri/nickname-uri pe bloguri sau retele sociale (a se vedea, de exemplu, motoul
omonim de pe profilul unei autoarei care se autodefineste ca ,,Doi_nitza — poetd”), ur-
mand sa sublinieze profunzimile sufletului feminin, care rezoneaza cu dorinta de a oferi
si a primi dragoste neconditionata, de a o declara ca cea mai importanta sursa de fericire
si implinire. Urmarind mesajul pe care il transmite in mediul online, o descoperim mai
ales in textele psihologice, la rubrica sfaturi pentru indragostiti, unde se releva forta
transformatoare a iubirii, sau in texte mediatice de factura feministd, unde expresia se
foloseste pentru a ilustra o mostra de idei preconcepute intr-o relatie toxica in care poate
fi prinsd o femeie. Oricum, aceasta Inseamna ca, introdusa In comunicarea actuala, ex-
presia nu este repetitiva, ci pot avea si un caracter interpretativ fata de unitatea originara.

In era culturii populare, ideea sugeratd de adagiul virgilian, se pare, e potrivita si
pentru a exprima subtilitdtile sufletului masculin, caci acesta figureaza intr-un numar
impunator de cataloage electronice pentru cei care doresc un tatuaj. De altfel, in sfera
,body art” tatuajele ce contin expresii latinesti, fie ca reprezinta niste secvente autentice
(ca cea citatd 1n articolul de fata sau altele gen: ,,Non progredi est regredi”, ,,Gaudeamus
igitur”), fie mostre de latind contemporana (gen: ,,Latina pro pueris”, ,,Gloria victori-
bus” etc.), sunt destul de numeroase si beneficiaza de o popularitate ce se explica prin
presupusul rol protector al unei astfel de inscriptii, ce initial detinuse un caracter magic
si ritualic (initiatic), dar si prin valoarea esteticd, de autoprezentare si de demonstrare a
principiilor personale sau de subliniere a statutului intelectual al purtatorului [4, p. 987].

Folosita tot mai mult 1n situatii indepartate de contextul literar initial si servind unor
,-hoi mitologii” si ,,iconuri”, adagiul din ,,Bucolice” se utilizeaza, de reguld, intr-o vari-
antd prescurtata sau trunchiata, eliminandu-i-se din structurd una sau cateva unitati le-
xicale (a se vedea, de exemplu, versiunea ,,Amor vincit” sau varianta ,,Amor — omnia”).
De observat ca suprimarea, in cazul expresiei citate, este departe de a fi o ,,transmuta-
tio”, figurd recunoscuta in cazul altor unitati paremiologice latinesti, fiind mai degraba
o consecinta a influentei limbilor materne ale vorbitorilor.
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Pe langa suprimare, procedeul de constructie care se aplica in mod obisnuit
enunturilor sapientiale latinesti, intrebuintarea actuald a maximei implica, eventual, si
o ordine inversd a componentelor (Cf.: ,,Amor vincit omnia” si ,,Amor omnia vincit”),
la care se pot adauga si variante cu forme gresite din punct de vedere gramatical (Cf.:
»Amore vincit omnia”). Or, aceste versiuni fac trimitere mai mult la limbile romanice
actuale, in special italiana, decat la latina clasica, afirmatie ce ar putea fi probata si prin-
tr-o analiza statistica a corpusului 1n limbile romana, rusa sau engleza.

Avand drept principala functie generarea de continut si crearea unui orizont de
asteptare cititorului, expresia amintita devine una reprezentativa pentru acel cod cultu-
ral universal pe care l-a creat latina. Totusi utilizarea ei destul de frecventa in literatura
romanticd si neoromantica din secolele anterioare a transformat-o intr-un cliseu, care
poate face trimitere la valori emotionale si relationale, la putere interioara si incredere
in roluri traditionale si culturale, dar, Tn acelasi timp, care este accesibil oricui si deci
transmite un mesaj previzibil, in consecinta pierzandu-se originalitatea actualizarii ada-
giului in noi contexte.

Trecerea acestei expresii in categoria textelor culturale comune a fost alimentata
si de artele vizuale, unde ,,Omnia vincit Amor” este un motiv recurent. intre anii 1540
si 1895 1n pictura europeand apar cu regularitate panze omonime, dintre care cele mai
cunoscute sunt ale lui Caravaggio, Agostino Carracci, Titian (,, Triumful Tubirii”), care
obisnuiau sa reprezinte alegoric puterea biruitoare a lui Cupido (Amor). Luate impreuna,
aceste picturi ofera, In plus, si o foarte larga interpretare notiunii ,,omnia”, adica ,,toate”,
din expresia-titlu. De amintit ca si genurile muzicale au contribuit la incetitenirea ma-
ximei latinesti (de exemplu, numai in anul 2009 au aparut doud albume astfel intitulate
,»Omnia vincit amor” — unul realizat de Draco Rosa din Puerto Rica si altul al trupei de
muzica rock ,,Pure Reason Revolution”), citand, inclusiv, cea de-a doua parte a adagiu-
lui —,,Et nos cedamus amori”.

Pentru a-si mentine impactul initial, a-i creste gradul de expresivitate, dar si pentru
a se integra mai usor in noile situatii de comunicare, adagiul latinesc este supus unei
transformari — asa-numita ,,immutatio”, care presupune o modificare sau o adaugare ur-
mata de diferite efecte contextuale. Astfel, versiunea ,,Poesia omnia vincit” a fost folo-
sitd intr-o scrisoare oficiald adresata de artistii romani factorilor culturali decizionali cu
solicitarea sa se acorde un sprijin financiar uniunilor de creatie, editorilor, organizatiilor
artistice non-profit, exprimandu-se regretul ca in conditiile actuale arta si cultura au
devenit tot mai periferice. Or, abaterile de la structura consacrata fac trimitere la diferite
situatii, precum: ,,Amor vincit tempus” (la invingerea timpului), ,,Amor vincit foemi-
nam” (la invingerea unei femei), ,,Amor vincit mundum” (la invingerea lumii) etc.

O buna parte din expresiile neolatine ce repeta astazi structura si sonoritatea varian-
tei originale reprezinta slogane de cele mai diferite tipuri. De exemplu, ,, Tempus vincit
omnia” este o inscriptie pe un orologiu de pe insula Mainau (Germania). De altfel, obi-
ceiul de a lua drept moto o expresie din latina se pastreaza din epoca victoriana, a doua
jumatate a secolului al XIX-lea, cand societdtile din cercurile Tnalte din diferite colturi
ale Europei incercau sa-si sublinieze inaltele principii morale prin scurte declaratii (cum
ar fi ,,Vincit omnia industria” — deviza unui club sportiv cu traditii in Marea Britanie).
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Cu aceasta ocazie amintim si de ,, Veritas omnia vincit” — deviza Republicii Cehe, inspi-
rata dintr-un text al lui Jan Hus, dar lista poate fi continuata si cu devize latinesti — teri-
toriale, corporative, familiale etc., curente astazi mai ales in spatiul anglofon.

Adagiul poetului latin Virgiliu ,,Omnia vincit amor et nos cedamus amori”, pe langa
faptul ca marcheaza 1n literatura si artd conexiunea diferitor epoci si culturi cu traditia
clasica, asociindu-se cu o idee universala si un concept atemporal, a beneficiat, asa cum
s-a putut observat supra, de numeroase actualizdri si contextualizari, inclusiv in social
media, heraldica, body art etc. Datorita unei exprimari concise si melodice si pentru
ca era considerat o marca a unor grupuri sociale de elita — artisti eruditi sau oameni de
culturd instruiti in traditiile clasice — este preluat si valorificat Tn numeroase contexte
de comunicare, deseori destul de indepartate de tiparele greco-latine sau de un spatiu
institutional uzual pentru tot ce iInseamna Antichitate.

Astfel, o lista intreagd de maxime si expresii intrd in circuitul culturii publice,
comune, depdsind ermetizarea pe care o presupune o limba ,,moarta”, dar inca plina
de autoritate. lar dupa acest model se constituie un fond paremiologic latinesc a carui
relevantd in lumea actuald nu se limiteaza la contextul literaturii si artei, filosofiei, lim-
bajului juridic sau medical, ci confera greutate si elegantd oricaror tipuri de discurs,
inclusiv celui comercial si celui comun, fara ca utilizarea adagiilor in limba latind sa mai
fie un semn distinctiv al statutului social, al clasei sau al eruditiei.
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This article is a thematic and conceptual analysis of the novel L’Art de perdre (2017) by
the Algerian-French writer Alice Zeniter. As a presence in the current landscape of French
literature and as an expression of the ,,changing civilizational balance of the planet”, the
novel of emigration is part of the tendency of contemporary French art (and beyond) to
renegotiate the foundations of the human and the possibilities of written culture to define
and project the tensions, contradictions and aspirations of the European imaginary. Cir-
cumscribed to this mosaic, transnational and extra-alucid vision of the aesthetic, the novel
of emigration contrasts the frustrated discourse of political and economic calculations
with the intimate drama of exodus, of hope and despair, of hostility and fraternisation,
of loss and reinvention of self, which exiles, nomads, refugees and castaways bring with
them to the old European continent. L’Art de perdre is the novel of an absent country, a
forgotten language, an ignored religion and unknown origins, whose quest overlaps with
the French odyssey of identity, reinventing the mythical route back to Ithaca.
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transnationald.

Una dintre concluziile majore ale lui Frederic Jameson despre ,,Postmodernism”,
pe care Homi K. Bhabha o reproduce cu titlu de expresie a ,,unei noi dileme istorice”,
sugereaza ca ,,impactul demografic si fenomenologic al minoritatilor si al emigrantilor
asupra Occidentului poate fi crucial pentru proiectarea caracterului transnational al cul-
turii contemporane” [1, p. 371]. De la prima editie, din 1991, a cartii lui Jameson (Post-
modernism, Or the Cultural Logic of Late Capitalism) si de la publicarea, in 1994, a
teoriei postcoloniale a lui Homi K. Bhabha (The Location of Culture), s-au scurs deja
trei decenii, 1n care a aparut o serie impresionantd de elaborari teoretice comparabile ca
directie sau ca argumentatie, care constata globalitatea fragmentata a culturii contempo-
rane, fara a putea ,,proiecta”, totusi, un nou model valoric transnational. Literatura fran-
ceza este astazi reprezentata, in egald masura, de Patrick Modiano, Michel Houellebecq,
Frédéric Beigbeder, Eve de Castro, Laurent Gaudé, Laurent Binet etc., ca si de Leila
Slimani, Yasmina Reza, Alice Zeniter, Léonora Miano, Boualem Sansal, Sami Tchak
sau Kaouther Adimi, la fel cum o panorama a literaturii engleze contemporane ar fi
incompletd fara Vidiadhar Naipaul, Teju Cole, Chinua Achebe, Hanif Kureishi sau Sal-
man Rushdie. Intr-o carte intitulata programatic Die neue Weltliteratur und ihre grofien
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Erzdhler (2014), Sigrid Loffler analizeaza emergenta romanului non-occidental, pe care
emigrantii, fostii colonizati si refugiatii din zonele conflictelor politice 1-au avansat pe
scena culturala a vechii Europe, dimpreuna cu figura emblematica a nomadului modern
si tema fundamentald a catastrofelor civilizationale. ,,Versantele Intunecate ale istori-
ei europene” [3, p. 10], devenite acum ,,straturi culturale”, modifica, prin emergenta
si proliferarea naratiunilor postcoloniale, nu doar ordinea simbolica a trecutului, ci si
cunoasterea, sensibilitatea, constiinta si sistemul de reprezentari al prezentului. Pentru
exilatul bosniac Velibor Colic, ,,naufragiatul este un Ulise contemporan” [4, p. 79], iar
Salman Rushdie afirma, in ultimul sdu roman, Quichotte (2018), ca figura dezradacina-
ta, deliranta si picaresca a (e)migrantului este eroul timpului nostru.

Istoriile ,,liminale”, ,,marginale”, ,,minoritare” ale acestor noi eroi ai noului mileniu
integreaza in sfera cunoasterii estetice propriul lor adevar, nerostit, ocultat sau con-
trafdcut de istoriografia occidentala. ,,Fictiunea, la fel ca si cercetarea, sunt necesare,
pentru ca sunt ceea de ce mai dispunem pentru a umple tacerile transmise de viniete de
la o generatie la alta” [6, p. 23], declara naratoarea romanului L’Art de perdre (2017),
sugerand ,,angoasa cognitiva” si dezordinea sau indeterminarea pozitiei subiectului cu-
noscator, pe care autoarea trebuie sd le depdseascd prin actul entropiei estetice. L’ Art
de perdre este romanul unei familii algeriene originare din regiunea muntoasa Kabylie,
nevoita si se refugieze in Franta dupa Acordul de la Evian (1962), pentru a se proteja
de furia razbunatoare a mujahedinilor Frontului de Eliberare Nationald. Soarta acestei
familii, similara celei a ,,miilor de barbati, femei si copii primiti Incepand cu vara anului
19627, este aceea de a fi repudiatii a doua Istorii. Pentru istoria franceza, in care ,,Alge-
ria n-a avut dreptul sa-si scrie propriul ei capitol din carte”, ei sunt ,,repatriati”, ,,francezi
musulmani” sau incorporati in termenul ,,misterios si banal” de ,,arabi”, care ignora
multiplele diferente culturale, lingvistice si etnice ale ,,departamentelor franceze” ane-
xate. In istoria Algeriei, ei sunt marcati negativ prin cuvantul ,,harki”, un apelativ ge-
neric pentru orice tip de interactiune cu ierarhia verticala a autoritatii coloniale — fosti
militari si supleanti in armata franceza, mici functionari In administratia rurald, demni-
tari locali ,,frantuziti”, traducatori, membri ai grupurilor mobile ale politiei rurale etc. —
deveniti cu totii ,,Niste tradatori. Niste caini. Niste teroristi. Niste apostati. Niste banditi.
Niste impuri” [6, p. 166]. Genealogia ,,impurd” a lui Alice Zeniter, nascutd la Clamart Tn
1986, dintr-o mama franceza si un tata algerian din Kabylie, ai carui parinti ,.harki” au
facut alegerea in favoarea puterii coloniale, este interfata care uneste elementele acestui
destin colectiv acoperit de infamie si uitare. In resorturile sale intime, romanul este o
forma de auto-comprehensiune si poate chiar un gest tardiv de justitie, o incercare de a
le reda acestor renegati ai istoriei dreptul de a-si spune propriul adevar al vietii. In acest
sens, romanul oferd un raspuns si la Intrebarea formulata de Raphaélle Branche chiar in
titlul cartii Papa, qu’as-tu fait en Algérie? Enquéte sur un silence familial (2022), care
scoate 1n evidenta ,,metamorfozele tacerii” ce caracterizeaza relatia familiald a france-
zilor cu ,,problema algeriand”: ,,0 realitate necunoscuta”, ,,un decor exotic”, ,,bifurcari”,
Hupturi”, . fragmente”, semne imperceptibile ale unui trecut refulat.

Peste aceastd ,,conspiratie a ticerii”, menita sa protejeze teleologia puternic deteriora-
td a ,,parintilor modernitétii” si curiozitatea insidioasa a tinerilor, se astern si interogatiile
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nevrozate ale protagonistei romanului. L’Art de perdre debuteaza cu o ,,fisa clinica” a per-
sonajului central. Naima, o consultanta intr-o galerie de artd contemporand, suferd de o
forma avansata de tulburare a personalitatii: tristete cronica, nesiguranta, ambitii avortate,
lipsa de vointa, fragilitate psihica agravata de alcoolism si stari depresive. Corelate cu
datele biografice, simptomele ei indica la o fractura identitara provocata de confruntarea
permanenta cu ,,diferenta”. Naima este fiica ,,hibrida” a unei mame franceze, patrunsa de
ideile revolutionare din mai ’68, si a unui tata kabyl, purtatorul involuntar al ,,mostenirii
harki”. Conflictul latent dintre cultura franceza a mamei si ,,marcherii emigratiei ma-
grebine” ai tatdlui sunt la originea clivajului identitar, pe care naratoarea il exprima in
forma poetica: ,,suferinta ei era de marimea unei tari absente si a unei religii pierdute” [0,
p- 12]. Ceea ce agraveaza sentimentul de alteritate este efectul ambivalent — de prezenta
si absenta — al ,referentului problematic”: pentru Naima existd o Algerie epidermica,
imposibil de uitat, Intrucat prezenta in ,,prenume, pielea bruna, parul negru”, si o alta
Algerie, ,tara reald, existentd fizic de partea cealaltd a Mediteranei”, care-i populeaza
inconstientul cu ecourile estompate ale unor aluzii, amintiri fugare, franturi de fraze, ima-
gini blurate, mirosuri, gusturi sau culori din spatiul familial. Algeria reala este, de fapt, o
fantasma, sau un loc paradiziac de vacanta, despre care Naima se informeaza pe Wikipe-
dia, fara a putea evita atitudinea, frica, ura, prejudecatile si consecintele actelor teroriste
ale fundamentalistilor arabi, pe care nu le Tmpartaseste si de care nu se poate apara.
Naratoarea spune, la un moment dat, ca nu-si mai aminteste decat primul vers din
Eneida, cel care canta eroii si armele vitejilor ajunsi, ,,dupa rataciri penibile”, Tn Latium,
unde urmasii lor au fondat Roma. Evocarea acestui mit fondator al latinitatii este mai
mult decat semnificativ pentru istoria lui Naima, ,,care nu stie despre familia sa mai
mult decat stie naratoarea despre Eneida”, pentru ca scoate in evidentd absenta ,,mari-
lor naratiuni de legitimare”, la care se poate raporta (si construi) identitatea culturala a
subiectului emigrant. Célatoria lui Naima spre origini, spre trecutul kabyl al stramosilor
sdi, spre Algeria reald a ,,marcherilor ei epidermici”, echivaleaza astfel cu o ,,Eneida
kabyla”, o epopee eroicd si exemplara, care le redd emigrantilor harki povestea tra-
gicd si legendara a trecutului lor colonial. Ca si Eneida, epopeea lui Naima porneste
de la o Troie distrusa: ,,L.’ Algérie de Papa est morte”, cum afirma un citat din Charles
de Gaulle, luat drept motto si argument central pentru capitolul ,,indigen”. Povestea
aproape mitica a lui Ali, bunelul pe linie paterna a lui Naima, este naratiunea coloni-
ala a Algeriei franceze, privitd dintr-o perspectiva desacralizatd, care asociaza ,,ope-
ra civilizatoare” cu eroismul parodic al lui Don Quijote: , Istoria Frantei merge cot la
cot cu armata franceza. Istoria este Don Quijote si visurile sale de marire; armata este
Sancho Panca care-1 insoteste pentru a se ocupa de treburile murdare” [6, p. 18]. Dra-
ma lui Ali se desfasoara pe fundalul conflictului dintre cultura franceza performativa,
calculata, rationald, proiectiva, rasista si cultura kabyla arhaica, traditionalista, patri-
arhala si subordonata legilor ciclice ale naturii si ale fatalitatii ireversibile prescrise
de Coran — Mektoub. Ali incarneaza masculinitatea radicala, asa cum este ea pretinsa
de destinul exemplar al barbatului kabyl: inalt si robust ca ,,un gigant al muntilor”, el
este depozitarul codului simbolic al patriarhului, care asigura onoarea, continuitatea si
ordinea morala a familiei. Fost combatant in armata franceza, alaturi de care a luptat
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pentru recucerirea Europei in cel de al Doilea Rdzboi Mondial, Ali se Tmbogateste rapid
datorita ,,sortii prielnice”, care-i aduce, cu puhoaiele primavaratice ale raului, o presa
de ulei, transformandu-I intr-un proprietar de terenuri aride, cultivate cu maslini. Cele
doud case construite impreuna cu fratii sai mai mici, unde se desfasoara viata cotidiana
a numerosului clan, este un teatru al reprezentarilor etnice, unde sintalitatea practicilor
originare — decorul, alimentatia, credintele, structura relatiilor de grup, gestatia femeilor
si a animalelor, nasterea, circumcizia, moartea etc. — reprezinta un discurs identitar pu-
ternic marcat de constiinta diferentierii de ,,imaginea orientalizata, cruda si efeminata” a
indigenului. Intentia acestei culturi de a-si conserva ,,nativismul” specific este subliniata
prin ,,elementele de rezistenta” ale lexicului kabyl. Componenta teoretica a romanului
se bazeaza pe ,,non-traductibilitatea culturii”, descrisa de Walter Benjamin drept ,,acel
element al traducerii care nu se preteaza traducerii” [apud 1, p.387]. Tehnica la care
recurge Alice Zeniter pentru a transcrie structura de rezistenta a culturii kabyle este in-
serarea organica a circa cincizeci de lexeme vernaculare, pentru care nu exista explicatii
de subsol sau dictionar de termeni la sfarsit, ci o prelungire a actului comunicational
in dublura sa lingvistica: ,,Yema coace kesra, turtele de paine pentru toatd familia”; o
mireasd primeste 1n dar ,,piatra roza numita e/ habala pentru ca are putere de seductie
si serveste la confectionarea cosmeticalelor si a filtrelor amorului”; un ,,caid si-a platit
din greu functia sa de comisar rural” etc. Prezenta acestor ,,elemente de rezistenta” in
tesutul lingvistic al textului 1i permite eu-lui singular sa se recunoasca intr-un ,,noi”
colectiv si asigura ,,durata epica” a codurilor culturale kabyle. Privite si comentate din
interiorul comunitatii cabyle, stereotipurile, prejudecatile si mecanismele puterii coloni-
ale 1si pierd din intensitatea efectului performativ. Tendinta administratiei coloniale de
a diviza, cartografia, numerota, controla, contabiliza si supraveghea teritoriile anexate
nu e decat o ,,manie a francezilor de a numara totul”, caci ,,ei nu inteleg ca a numéra
inseamna a limita viitorul, Tnseamna a-i scuipa in fatd lui Dumnezeu” [6, p. 26]. O scena
din viata urband scoate in evidenta relatia duplicitara dintre colonizatori si colonizati.
La Palestro, Ali frecventeaza Asociatia fostilor combatanti algerieni din armata france-
za. Desi interzis in cultura islamicd, alcoolul consumat in timpul acestor reuniuni este
o manifestare latentd a alteritatii omului colonizat. ,,Bougnoule” este un cuvant pus in
circulatie de soldatii magrebini Inrolati in armata franceza in timpul Primului Razboi
Mondial, care desemneaza, peiorativ, ,,placerea rafinatd” a francezilor de a bea alcool,
dar ,,a-i face pe betivii”’, comenteaza vocea narativa, ,,lnsemna, in realitate, a-i imita pe
francezi” [0, p. 41]. Opera civilizatoare a culturii franceze se pomeneste rasturnata prin
aceasta deghizare caricaturala si parodica in figura dominatorilor.

Desi importanta, tema patriarhatului este considerata separat de tentativa puterii co-
loniale de a transforma ,,natura” femeii algeriene. Un singur episod evoca, in treacat, vio-
larea codurilor culturale care regleaza relatia de gen in interiorul familiei kabyle: ,,de cate
ori s-au plans ei de insultele francezilor, uneori involuntare, care intrau in casa unui kabyl
fara a fi invitati, le vorbeau sotiilor, le Incredintau mesaje de transmis, care tineau de
afaceri, de politica sau de chestiuni militare — niste domenii care nu puteau decat sa mur-
dareascd femeia si s-o tarasca simbolic in afara casei” [6, p. 44]. Radicalizarea relatiilor
coloniale are loc odatd cu avantul miscarii de eliberare nationald. Mujahedinii duc o
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lupta de gherild, francezii le raspund cu o teroare vindicativa ,,infiptd adanc in memoria
nationald”, masacrul de la Melouza pune capat ,,coloniei de vacantd”, soldatii razboiului
sfant 1i ameninta cu moartea pe ,,cdinii vanduti francezilor”, iar armata franceza, care le
promite localnicilor protectia, porneste un val de represalii pentru orice suport acordat
,banditilor fellaghas™. Corpul nud si desfigurat al lui Akli, batranul combatant din Primul
Rézboi Mondial, este lasat in fata Asociatiei Veteranilor ca un avertisment grotesc pentru
cei ,,dezinteresati” de eliberare. Gura spintecata de la o ureche la alta, cu medalia militara
franceza pe limba, va face proba umorului negru al francezilor, care o vor numi ,,surasul
kabyl”. Osciland intre exaltare si fricd, oamenii trebuie sa faca o alegere.

In viziunea lui Ali, alegerea este o chestiune de salvgardare a familiei, a bunastarii
si a identitatii kabyle.

Partea a doua a romanului, Franfa rece, este o naratiune postcoloniala care
urmdreste dubla dezradacinare, de traditie si de modernitate, a protagonistilor istori-
ei. Reconstructia sociologica a ,habitatului francez” al familiei lui Ali este puternic
influentatd de ,,opera algeriana” a lui Pierre Bourdieu. Cercetarile de teren efectuate
de Bourdieu in Algeria intre 1958-1961, dar si ,,afinitatea sa afectiva si electivd” cu
populatia kabyla, vor sta la baza unei serii de studii si carti dedicate ,,etnologiei kabyle”,
care vor infrunta ,,necunoasterea institutionalizatd” prin ,,sociologia comprehensiva si
reflexiva” a societatii colonizate [7]. Implicatiile acestui exercitiu de contact empatic,
de ,.lecturd” terapeutica a precaritatii existentiale si identitare postcoloniale, sunt subli-
niate de Alice Zeniter in mottoul extras din scrierile algeriene ale lui Pierre Bourdieu:
,»INU exista nici o familie care nu ar fi locul unui conflict al civilizatiilor”.

,Repatrierea” familiei lui Ali, ca si a altor zece mii de compatrioti de-ai sai, deveniti
,harki pentru algerieni si arabi pentru francezi”, incepe in octombrie 1962 la Rivesaltes,
un fost cantonament militar si lagar pentru prizonierii de razboi, improvizat in ,,taba-
ra de relocare” pentru ,,perdantii razboiului colonial”. Pentru a-si putea imagina viata
buneilor 1n acest ,,tarc plin de fantome”, Naima intreprinde o adevarata cercetare facto-
logica: citeste rapoarte oficiale, marturii si interviuri de epocad, scruteaza fotografiile si
reportajele de la fata locului, priveste filme documentare si materiale din arhiva televizi-
unii franceze. Tabloul obtinut infatiseaza o realitate sinistra: Rivesaltes este o aglomera-
re de corturi si baraci, locuite de complicii benevoli sau fortati ai istoriei franceze, unde
frigul, mizeria, masurile disciplinare, ritmul impus de o sirena care anunta stingerea si
popota, calmarea ,,perturbarilor cauzate de dezradacinare” prin administrarea neuro-
lepticilor sau prin lobotomie, amintesc de un lagar de concentrare. Odata cu experienta
deposedarii fizice de proprietatea detinuta (pierderea patriei si a terenurilor) si a celei
simbolice (pierderea statutului ierarhic in familie si in societate), Ali este deposedat
de accesul imediat si eficace la instrumentul exprimarii de sine. Franceza ,,baiguita”
si ,,sacadatda” a lui Ali, care ,,nu e niciodata ,,serioasa” in ochii militarilor carora li se
adreseaza”, devine conditia implacabila a marginalizarii si alteritatii sale. ,,Vidul oral”
anuleaza, printr-o simpla practica de circumstanta, Intreaga fortd, demnitate si credibili-
tate a patriarhului de alta data. Tacerea este figura metonimica centrala a romanului. Ea
va reveni constant, sub cele mai diverse aspecte, pentru a desemna ,,tacerea dezolanta”
a ,,muschilor fard limbaj”, ,,tdcerea intimidatd” a inadecvarii la mentalitatea burgheza,
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»tacerea terifiantd” a convorbirilor telefonice lipsite de limbajul corpului, ,tacerea fu-
rioasd” a desolidarizarii lui Hamid de ,,gandirea si atitudinile retrograde ale tatalui”,
»tacerea suspendatd” a ,,istoriei individuale si a complexitatii ei”, ,,tdcerea opacd” ce
acopera relatia lui Ali cu trecutul sdu harki si ,,tacerea integratd” prin absenta oricaror
referinte la societatea colonizatd in stiinta sau Invatamantul francez. Dupa opt luni de
»haturalizare” in aceasta statiune de tranzit, unde adultii au urmat cursuri de ,,Initiere
in viata metropolitand”, iar copiii au invatat cantece populare, pentru a le mai reduce
din ,,obiceiurile misterioase”, familia lui Ali beneficiaza de o ,,cazare provizorie” pen-
tru harki la Bouches-du-Rone. Cei doi ani petrecuti sub soarele provensal reprezinta
o ameliorare sensibila a vietii ,,repatriatilor”, carora statul francez le-a oferit ,,sansa”
de a defrisa padurile 1n jurul canalului de irigare, dar si ocazia de a experimenta gama
variatd, subtild si fatisd, a discriminarii. Despre ,,pedagogia exotizarii” aplicatd micilor
»francezi musulmani”, naratoarea va nota urmatoarele: ,,Cum sa-i inveti ceva pe niste
copii a caror existenta o ignori? Te indoiesti de facultatile lor intelectuale. Te Indoiesti
de capacitatile lor de adaptare. Te indoiesti de onestitatea lor. Institutorii pareau mai
putin sd-i invete ceva, decat sa conducd o experienta cu o specie de extraterestri necu-
noscuta pana atunci” [6, p. 195]. Daca barbatii sunt socializati direct prin integrarea in
campul muncii, dezvoltand forme de alienare determinate de imitarea mecanica a mo-
delului comportamental, atunci femeile se confrunta cu o agresiune sociala si psihica
mult mai perfida, care tinde sa le controleze corpul, sexualitatea, emotiile si Inclinatiile
etice. Cand Yema ramane din nou insarcinata, o asistenta sociald profund ingrijorata de
sansele copilului de a se omogeniza cu mediul social, 1i sugereaza identificarea cu un
prenume francez. Nu fard ironie, Yema numeste aceastd tehnica de camuflaj ,,incercare
de a acoperi soarele cu o sitd”, cdci un Claude cu trasaturi africane (cum 1si va numi,
resemnata, fiul) este o masca bizara, care mai curand exhiba decat diminueaza diferenta.

Ultima stramutare a familiei lui Ali Tn Normandia definitiveaza lucrarea coroziva a
dezradacinarii. Expuse in locuinta sociala din Flers, putinele obiecte aduse din Algeria,
de care sunt legate amintirile si nostalgiile dupa o patrie pierduta, nu fac decat sa subli-
nieze ,,arhaismul” lor de ,,purtatori ai unei civilizatii radical indepartate”. Inlocuit cu o
aglomerare de tablouri de duzina, canapele sintetice si mobilier masiv, dar ieftin, vechiul
ideal kabyl al ,,casei pline” apare ca o imitare grotesca a stilului burghez. impiedicate
de izolarea sociala, de cunoasterea rudimentard a limbii franceze, dar si de atasarea fata
de un trecut national atavic, tentativele esuate ale lui Ali si Yema de a se ,,moderni-
za” devin pretextul unor constante neintelegeri cu propriii lor copii. Mereu neadecvati,
stanjeniti, pusi in incurcdtura ori de cate ori sunt confruntati cu o situatie de comunicare
sau de reglementare administrativa, ei isi traiesc acut devalorizarea statutului lor parental
si neputinta de a le transmite copiilor un capital simbolic valid. Intre cultura abandonata
a parintilor si cultura adoptatd a copiilor se asterne o ticere opacd. Daca pentru Yema,
care nu a Incetat niciodatd sa creada in ordinea biologica ,,originard”, dezradacinarea
este atenuata de ,,utilitatea” reproductiva a corpului ei matern, atunci tragedia lui Ali e
ancorata intr-o arhitecturd psihologica foarte complexa. Relatia lui cu trecutul algerian
este definitiv compromisa de alegerea ,,partii gresite”, pe care hazardul istoriei a transfor-
mat-o dintr-un ,,parcurs ideologic clar” intr-o ,,supunere fata de violenta omniprezenta si
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polimorfa” a opresorilor francezi. Pentru conationalii sdi, el va ramane mereu un tradator
harki, lipsit de dreptul de a reveni vreodata in patrie, In timp ce pentru francezi nu e decat
un arab, unul dintre miile de muncitori necalificati si stigmatizati de ,,marca magrebina”
a ,,lucrului de mantuiala” pentru a fi platiti la limita supravietuirii.

Ultima parte a romanului, intitulatd cu o amara ironie Parisul este o sarbatoare,
face bilantul trist al lumii de dupad marile conflicte ale modernitatii. Parisul este sce-
na unui carnaval grotesc al istoriei contemporane: ghetoizarea emigrantilor, masini in-
cendiate, atentate teroriste, masacrul de la Charlie Hebdo, fanatismul extremistilor de
dreapta, rasismul mocnit sau fatis al francezilor si al emigrantilor, discursul victimar al
emigrantilor si discursul acuzator al conservatorilor, ambele conductibile la incrimina-
rea copiilor de emigranti, razboiul urii raspandit pe canalele reticulare ale internetului si,
pe fundalul atator conflicte mostenite si prost gestionate, proliferarea ,,politicilor glamo-
uroase” ale comunitarismelor, care propulseaza in varful ierarhiei sociale cateva ,,nume
arabe”, a caror prezenta in structurile puterii nu face decat sa-i culpabilizeze pe cei care
,»hu au facut tot ce trebuia” pentru a ajunge acolo. Descrierea paradigmei de identificare
a emigrantilor este extrem de sugestiva pentru actuala societate multiculturala: emigran-
tul are de ales intre ,,stereotipul arabului bun” (serios, muncitor si incoronat de succes,
ateu, lipsit de orice accent, europenizat, modern, intr-un cuvant: reconfortant, in alte
cuvinte: cat mai putin arab cu putintd)”, care ,,tradeaza cauza emigrantilor sdraci si mai
putin norocosi”, si ,,stereotipul arabului rau” (lenes, perfid sau chiar violent, vorbind o
franceza fragmentata de ,,i”, religios, arhaic si de un exotism marginit cu barbaria, intr-
un cuvant: infricosator)”, ,,care exclude din inima societatii franceze” [6, p. 433].

Departe de a proiecta un text teleologic despre revenirea protagonistei la matricea
originara pierdutd, in genul naratiunilor initiatice, Alice Zeniter transforma romanul Intr-
un pretext de cunoastere a complexitatii modelului multicultural al lumii si de meditatie
asupra subiectului uman distins din punct de vedere genurial, istoric, geografic, cultural
si rasial. De o seducdtoare frumusete narativa, L Art de perdre se distinge, mai presus
de toate, prin tinuta sa morala.
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The taste for beautifulness and the attempt to define it have accompanied people since
Antiquity, but only, with the passage of time, depending on several factors, both objective
and subjective, it undergoes transformations, removes its emphasis and modifies its priori-
ties. In the second half of the 19th century, simultaneously with the acceptance of dog-
matized, agreeable, objective and temperate beautifulness, an undermining of confirmed
canons and ideals is being observed. Starting from the social modernity contradictions, Art
for art’s sake, through such literary and artistic phenomena as Parnassianism, Symbol-
ism and Aestheticism, begins the aesthetic categories of morality and utility separation,
declares the art autonomy and the pursuit of pure, disinterested, opposed to any utility
beautifulness, this one becoming a good, an aim in itself, that does not require any expla-
nation and that can also be extracted, through aesthetic conversion, from the ugliness,
grotesque, disgusting, thus, the beautifulness being discovered in areas that defy all aes-
thetic constants too.

Keywords: beautifulness, aesthetics, Parnassianism, Symbolism, Aestheticism, beautiful-

ness and ugliness, art and life, pure art.

Consideratii teoretice

In Dictionar de idei literare Adrian Marino mentioneaza ca omul estetic (homo
aestheticus) este gratuit si necomercial, el nu gandeste in termeni de profit si pierdere,
atitudinile lui sunt dezinteresate, pentru el mijlocul devine scop in sine, iar satisfactia si
bucuria obiectelor nu se confunda cu posesiunea lor [3, p. 626]. Exista un ,,arhetip” es-
tetic, si acesta este atat de organic si profund uman, incat apare in epocile si mediile cele
mai diverse si, deci, se poate afirma ca tipologia si conceptia estetica, intinsa impdrdtie
a frumosului, in formularea lui Hegel, structureazd si explicd intreaga existentd, din
negura timpurilor si pana in present. in aceeasi ordine de idei, in Nasterea tragediei,
Friedrich Nietzsche [4, p. 125] determind urmatoarele tipuri de cultura si civilizatie:
cel artistic, care include aspiratia spre frumos si care a creat omul cu simt artistic, si
cel socratic, guvernat de tendinta spre cunoastere teoreticd, care a creat omul cu spirit
filosofic.

Definind categoria de ,frumos” in sens estetic, Immanuel Kant a observant ca aces-
ta este ceea ce e contemplat cu o satisfactie dezinteresata, lipsita de intentie sau/si scop
personal, in forma sa cea mai purd. In lucrarea ,,Observatii asupra sentimentului de
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frumos si sublim” Kant [2] remarca natura subiectiva a experientelor estetice. Filosoful
german afirma cd frumusetea nu este o proprietate a unei opere de artd sau a unui feno-
men natural, ea fiind o urmare a sentimentului uman de placere care se extinde prin jo-
cul liber al imaginatiei si al intelegerii si nu prin judecata rationald. Perceptia frumosului
este subiectiva, deoarece se refera la raspunsul emotional al individului si aceasta este
o placere dezinteresata. De asemenea, Kant a acceptat ca principiile estetice ar putea fi
separate de moralitate si utilitate (cu alte cuvinte, ca frumosul nu neaparat trebuie sa fie
si moral), afirmand cd arta nu doreste reprezentarea unui lucru frumos, ci reprezentarea
frumoasa a unui lucru.

De fapt, si pana in sec. al XIX-lea despre autonomia gustului estetic, a placerii es-
tetice, au vorbit mai multi scriitori si filosofi, printre acestia fiind si F. Schiller care, la
sfarsitul sec. al XVIlI-lea, i confirma lui Goethe printr-o scrisoare ca o natura poetica
sandtoasd nu are nimic de-a face cu morala, dreptul natural, metafizica etc., idee pe care,
pana atunci, si Goethe a difuzat-o prin intermediul romanului sau Anii de ucenicie ai lui
Wilhelm Meister.

In perioadele istorice de grele incerciri, atunci cnd existenta genereaza prea multi
suferinta, este transfigurata si ideea de frumos. Gustul estetic nu dispare, ci este reva-
lorizat, cdpatand conotatii noi, opuse celui clasic canonizat. Cand drama existentei o
depaseste pe cea literard, arta (atunci cand nu se ajunge la abolirea ei) se transforma in-
tr-o modalitate de etalare a propriei individualitati, precum si de evadare si/sau refuz de
a se conforma valorilor comune. In astfel de imprejurari, in sec. al XIX-lea, cu incepere
din romantism, dar intr-o masurd mai evidenta — in simbolism, ca o dorintd de recupe-
rare (rdsturnatd) a ,,paradisului pierdut”, vine estetizarea uratului, atunci cand frumosul
este gasit In zone care sfideaza toate constantele estetice. ,,Trebuie sd stim sd smulgem
frumusetile literare chiar si din sanul mortii” declara, in aceasta ordine de idei, Lau-
treamont [3, p. 131]. Ideea de frumos nu dispare ca atare, dar isi modifica continutul si
tehnicile de recunoastere, inaintdnd pe taramuri neexplorate, sfidand valori consfintite.

Parnasianismul

Este o scoala literara care s-a format 1n perioada tensionata de dupa revolutiile din
1848 si de dupa cea de-a Doua Republica Franceza (1848—-1852). Dezamagirea de viata
sociala si de omul contemporan, convingerea inutilitatii angajarii revolutionare i-a de-
terminat pe poetii parnasieni sd declare distantarea de aceasta sferd a vietii prin cautarea
valorilor si a universurilor compensatorii. Au preferat ,, seninatatea olimpiana” si izola-
rea in ,, turnul de fildes” al Artei si al Frumosului. Acest ,, frumos”, de cele mai dese ori,
a fost cautat in trecutul mitologic sau in tari exotice (trasatura care arata ca legatura cu
romantismul nu a fost rupta definitiv). Adeptii parnasianismului au ajuns la convingerea
ca opera de artd nu trebuie sa raspunda cerintelor/problemelor realitatii contemporane,
iar omul de arta (poetul) nu trebuie sa-si exprime, prin intermediul ei, sentimentele si/
sau atitudinile. Acesta trebuie sa fie superior multimii, asemenea unui zeu din mitologia
antica care urmareste lumea si omul din inaltimea Olimpului sau.

Parnasianismul, care se include in formula ,,artd pentru arta”, a pledat pentru auto-
nomia esteticului, declarand cd arta este un bun in sine, ea fiind un scop, si nu un mijloc,
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iar orice artist care 1si propune altceva decat frumosul nu e artist. Leconte de Lisle, lide-
rul parnasianismului, considera ca, fiind independenta de sentimentul moral sau imoral,
arta Indeplineste o functie morala exclusiv in virtutea realizarii de sine.

Printre trasaturile parnasianismului care pun in evidentd frumosul si gustul estetic
se numara urmatoarele:

v Reproducerea Frumosului, aspiratia spre perfectiune. S-a cautat, in primul
rand, frumosul exterior, acel care poate fi receptat sensorial, empiric: ceea ce se vede,
miroase, aude, fara a se dezvilui impactul siu asupra sentimentelor. Intr-o poezie de-
scriptiva, poezie-pictura, reprimandu-si emotiile, parnasianismul a urmarit frumusetea
exterioard, stralucitoare prin culori, proportii, sunete si mirosuri.

Anume in acest context a aparut predilectia pentru trecutul mitologic, pentru cadrul
exotic, barbar, feeric, luxuriant etc., pentru temple, podoabe si tdrmuri indepartate. Cu
exceptia tablourilor impresionante ale naturii, inclusiv ale celei de pe taramurile inde-
partate, modelele absolute ale frumosului, preferat de parnasieni, sunt cele din picturile
si sculpturile trecutului, cele din miturile si istoriile civilizatiilor arhetipale din toate
ariile planetei (indiand, iudaica, hindusa, nordica etc.), dar, mai ales, dupa cum arata
si numele miscdrii care vine de la ,,muntele muzelor*, Parnas din Hellada, din miturile
Greciei Antice.

Problemelor lumii contemporane li se opune maiestuozitatea trecutului increme-
nit n perfectiunea sa, lumile Indepartate, pitoresti, exotice. lar atunci cand poetul isi
alimenteaza inspiratia din realitatea de toate zilele, evita elementele urate, punand ac-
centul pe descrierea aspectelor ei frumoase, impundtoare. Parnasianismul, care 1si cauta
inspiratia Th modelele frumusetii de alta data, in arhetipuri, in frumosul consfintit de
veacuri, alege formele statice, nemiscate. Chiar si atunci cand se zugraveste prezentul,
se preferd cadrul linistit, impacat, dar, in acelasi timp remarcabil, superb, precum in
poezia ,, Elefantii”” de L. de Lisle: falnicele animale au trecut, si totul a ramas asa cum
a fost pana la ele:

v Aprecierea formei perfecte, exigenta tehnica. Parnasianismul a insistat pe
faptul ca forma cizelatd este mai importanta decat inspiratia nestavilita. in felul aces-
ta, forma devine un fenomen estetic. In Dicfionar de idei literare A. Marino remarca
legdtura arhetipala dintre notiunile ,,frumos” si ,,forma”, observand ca, in limba latina,
acestea au un nucleu comun si, in bund parte, sunt sinonime: formosus si forma: deci,
»forma” tinde sa fie ,,frumoasd” prin definitie [3, p. 687], o forma frumoasa genereaza
si 0 idee frumoasa.

Parnasianismul a cdutat forma frumoasa, perfectiunea formald, urmarind purita-
tea ritmica si melodica a versului, simetria versificatiei, stralucirea Tnalta, sonoritatea
cuvantului, rimele rare, limbajul pretios si ornamentat, muzicalitatea etc. Totodata,
formei frumoase trebuie sa-i corespundd un continut frumos, deoarece forma creeaza
continutul, continutul se creeaza in functie de forma. Si In parnasianism, chiar daca, cu
forma ca obiectiv predominant, de asemenea se vede legatura dintre aceasta si continut.
Doar ca, dacd in mod obisnuit, se merge de la continut spre forma, din interior spre exte-
rior, aici —, dimpotriva: din exterior spre interior: forma (frumoasd) genereaza continutul
(frumos).
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Simbolismul

In plan social-istoric, simbolismul reprezinti un produs si o expresie a starii de
spirit, declansate de crizele si contradictiile de la sfarsitul sec. al XIX-lea, acea, care
putin mai tarziu va fi apreciata ca ,,male du siecle” (cu campul semantic: ,,fin-de-siecle”,
fin de race”, . fin du monde” etc.) A catalizat aceasta stare de decadenta si infrangerea
Comunei din Paris. In linii mari, impartaseste o conceptie pesimistd despre existen-
ta, declarand ca apartine unui secol epuizat de continut. Porneste de la contradictiile
modernitatii sociale, traducand in plan estetic atractia pentru categoriile negative, ura-
tul, degradarea si moartea fiind compensate prin frumosul descoperit prin mijloace-
le artei. ”Or, religia frumosului, grefata pe o cultura vasta, a fost apanajul majoritatii
simbolistilor”, considerd Marcel Raymond [5, p. 48].

Decadenta literara reproduce raspunsul individului lipsit de prejudecati, dar inadap-
tat, rebel si agitat, care nu se regaseste in societatea cu valorile ei comune. Receptand
realitatea din punctul de vedere estetic, a evitat atitudinea morala: a urmarit irationalul,
misticul, a experimentat senzatiile intense, de la rafinament pana la voluptate pentru
abjectie, s-a complacut in etalarea morbidului si a grotescului. Submindnd canoane
si idealuri confirmate, parcd s-a plasat deasupra tuturor categoriilor etice si estetice
consfintite.

Decadentismul a cautat frumosul, insa nu pe cel natural, din viata reala, ci pe cel ar-
tificial, creat prin artd, fiind convins ca, in comparatie cu arta, natura este bruta si lipsita
de gust estetic. Nimic din ceea ce este natural nu are durata estetica; perfectiunea poate
fi doar artificiald, afirmau rebelii decadenti. Frumosul creat este etern, in timp ce cel din
viata reald este trecator, doar artificialul invinge timpul si nu este patat de imbatranire
si degradare.

Decadentismul a dezvoltat un cult al frumusetii artificiale pe care 1-a considerat fac-
torul de baza al artei, insistand ca viata ar trebui sa copieze arta si nu invers, ca idealul
nu trebuie sa fie preluat din viata, ci din opere de arta: literaturd, picturd, sculptura etc.

Baudelaire, precursor, dar si reprezentant al simbolismului, a elaborat propria sa
viziune despre descoperirea frumosului in opera de artd, fiind convins ca, chiar daca
existd un ,,frumos” etern, acesta nu poate fi receptat in mod metafizic, ca valoare uni-
versala consfintitd, ci e determinat istoric, fiecare secol, fiecare popor descoperind ex-
presia frumosului sau. Frumusetea, asemenea oricarui fenomen, este constituita dintr-o
paradigma a eternului si una a efemerului, de exemplu, cea moderna este reprezentata
prin dandysm. Parte componenta a ,,frumosului” e si neasteptatul, surpriza, uimirea.
Poetul sustine ca impresia de noutate, de soc estetic este o conditie a artei. Chiar si
diformul, uratul, dezgustatorul pot constitui, prin surprizd si atac neasteptat asupra
simturilor, obiect al operei de artd. Adevérata arta nu se identifica nici cu canoanele,
nici cu morala. Frumosul si urdtul interactioneaza la toate nivelurile si se preling unul
in celdlalt. Astfel, in conceptul de ,,frumos”, prin convertire estetica, se includ si ura-
tul, raul, grotescul, satanicul etc. Simbolismul demonstreaza o receptivitate deosebita
pentru negativ, urat, pacatos, morbid, demonic, In descompunere, pentru descoperirea
frumosului in urat, pentru estetizarea uratului, atunci cand frumosul e descoperit in
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hoituri, viermi, mucegai, mirosuri din mormant etc. Programatica, in acest sens, este
poezia Un hoit:

Cand viermii te vor roade cu sarutari haine,
Atunci, frumoaso, sa le spui si lor

Ca am pastrat esenta si formele divine

Si duhul descompusului amor! [1, p. 46]

Volumul de poezii ,,Florile raului”, dedicat lui Th. Gautier, este structurat pe con-
trastele: satanic si ceresc, urdt si frumos, viatd si moarte, sentiment si intelect s.a. si
traseaza istoria unei zguduitoare drame spirituale, a crizei morale de-o viata a poetului.

In poezia ,, Albatrosul” [1, p. 14] relatia ,,poet — lumea inconjuritoare” este redati
prin simbolul acestei pasari. Poetul este asemenea unui albatros: cand e in libertate este
puternic (,,prin furtuni alearga”), frumos si maret (,,printul vastei zari’’), cand e in cap-
tivitate — e urat, stangaci, caraghios si demn de mila (,,Jos pe pamant si printre batjocuri
si ocari / Aripile-i imense l-impiedicd sia meargd”). In contactul cu lumea superficiala si
meschind care nu-l intelege si 1l respinge, frumosul, aspiratia spre ideal, sunt rapuse si
batjocorite, libertatea de alta data este pierduta.

Ciclul cinci al volumului, intitulat ,,Moartea”, ajunge la concluzia ca, daca frumo-
sul/ idealul nu pot fi atinse, atunci, cel putin, sd cunoastem linistea, consolarea, chiar
moartea, ca realizare a unui vis de odihna si impacare. Moartea semnifica ,,dorintd,
dar si groaza”, ,,si spaima, si speranta” (,,Visul unui curios”) [1, p. 197]; paradoxal,
dar ea este si o salvare ,,Doar moartea consoleaza si-ndeamna a trai; | E idealul vietii
si e nadejdea toata,! E elixirul care ne-anima si ne-mbata / Si care da puterea sa mai
traim o zi;” (,,Moartea sarmanilor”) [1, p. 194], este o schimbare, si nu conteaza in ce
directie, spre bine sau spre rau (deoarece nu exista bucurie care sa nu se transforme in
durere), daca propune evadarea din plictis: ,,Sa ne-afundam in haul cel fara de ecou!/ Si
daca va fi raiul sau iadul, nu ne pasa!/ Un singur gand ne arde: sa dam de ceva nou.”
(,,Calatoria”) [1, p. 203].

Estetismul

Estetismul poate fi receptat ca o reactie la determinismul moralizator excesiv al erei
victoriene, precum si ca o replica la filosofiile sociale utilitariste si la filistinismul erei
industriale. Salvarea este cautata in arta, in frumosul pur, in estetizarea placerii. Sfidand
conventiile si normele consfintite, adopta o atitudine de neaderenta la valorile comune;
nu se inspira din realitate, ci brodeaza propriile realitdti in care guverneaza Frumosul.

Ascensiunea estetismului a fost influentatd de profesorul de la Oxford, scriitorul,
criticul literar si de arta, Walter Pater (1839—1894), care prin intermediul eseurilor sale a
declarat ca viata trebuie traita intens, transformand frumusetea intr-un ideal si sustinand
ca pasiunea suprema este dorinta fiumosului i iubirea artei. Pater a afirmat ca arta este
un scop 1n sine, frumusetea reprezentand unica sursd a bucuriei. Lucrarea sa, Studii de
istorie a Renasterii, prin care a reiterat teza lui Keats care sustinea ca sensul frumusetii
trebuie sa domine si chiar sa stearga orice alta consideratie, frumosul reprezentand prin-
cipalul adevar, acesta fiind mai presus decat toate preocuparile de ordin moral sau co-
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munitar, a devenit un etalon pentru tinerii boemi din comunitatea artistica a ultimelor
decenii din sec. al XIX-lea.

Estetismul demonstreaza mau multe similitudini cu simbolismul si parnasianismul.
Ca si acestea, se include in tipul de ,,arta pentru arta”, adica a artei pure, avand ca
scop crearea frumosului dezinteresat. Estetismul si parnasianismul se apropie si prin
atentia deosebita, acordatd formei si stilului operei de arta si este un fenomen elitist,
indepartat de paturile largi ale societatii. Ambele mizeaza pe un aristocratism estetic,
considerand cd Arta si Artistul sunt superiori multimii, crednd doar pentru acei care-i
vor putea intelege, pentru egalii lor. Liderul estetismului, O. Wilde, care a epatat publi-
cul londonez print-un stil (maniere, limbaj, garderoba etc.) ostentativ de elegant, afectat,
si, in acelasi timp, narcisist $i provocator, afirma ca trebuie sa-ti transformi viata intr-o
opera de arta.

Dintre trasaturile estetismului mentionam:

v' Promovarea artei pure cu dezideratul ,,arta pentru arta”, adica a artei opuse orica-
rei utilitati, inclusiv celei morale. Afirmarea autonomiei artei si excluderea subordonarii
el unor scopuri extraestetice, utilitariste. (,,Orice arta este cu totul lipsita de utilitate
practica.” [6, p. 8]) Se sustine cd arta trebuie sa fie apreciata pentru frumusetea sa,
frumosul devenind un scop in sine, criteriul ei principal care nu necesita niciun fel de
explicatie. (,,Artistul este creator de lucruri frumoase.... Lucrurile frumoase inseamna
numai frumusete.” [6, p .7]).

v Arta nu se raporteaza la realitate si la problemele ei. Prin frumosul pe care 1l culti-
va, ea este superioara vietii si devine supremul ei scop. Chiar si natura, in manifestarile
ei, considerate imperfecte, poate fi corectata ca sa corespunda frumosului din operele de
arta, de exemplu, peisajul — ca sd semene cu picturi celebre.

0. Wilde insista cd numai prin artd si numai in artd putem ajunge la perfectiune
si putem experimenta satisfactii supreme. Arta este si valoare in sine: obiectele, ideile
capatd interes doar in masura n care produc placere esteticd, genereaza emotii subtile si
rafinate. Existenta, Tn aceastd ordine de idei, este o permanenta posibilitate de placere,
conceptie care promoveaza un nou hedonism care ar recrea viata.

v Depasirea oricaror bariere tematice: un autor trebuie sa aiba putinta de a exprima
orice, fiind superior Binelui si Raului. ,,Nu exista carti morale sau imorale. Cartile sunt
bine sau prost scrise, atdta tot” [6, p .7], declara Wilde. Intr-o opera de arta viciul si vir-
tutea alcatuiesc materialul, dar nu conditia ei de apreciere. Niciun artist nu este vreodata
morbid, chiar si crima poate fi o sursd de a dobandi senzatii extraordinare.

Sub influenta portretului, dar si a discutiei dintre lordul Henry si pictor despre
tinerete, ,,singurul bun de care merita sa te bucuri” [6, p. 35], si frumusete, ,,minu-
nea minunilor” [6, p. 36], Dorian ("Portretul lui Dorian Gray”) e sfasiat de tristete,
intelegand cd, cu timpul, chipul sdu pamantesc se va ofili si se va urati, iar cel de pe
tablou va ramane vesnic tanar si frumos. lar atunci cand a realizat ca dorinta i-a fost In-
deplinita, la Tnceput s-a crezut liber si puternic (frumusetea ca putere), dorind sa traiasca
tot ce-1 oferd viata, pana la depravare, consumarea drogurilor, chiar crima, facand parca
0 patimd pentru pacat, dar urmarind sd respecte aparentele. S-a inconjurat de lucruri
frumoase: studia si colectiona pietre pretioase, broderii, parfumuri, podoabe bisericesti;
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corela cu diverse ramuri ale frumosului in arta: pictura, muzica, teatru, literatura, dorind
sd-si traiasca viata ca pe o opera de arta, in care el va fi protagonistul, proiectand parca
o estetica a pacatului, considerand ca adevarul artei e superior adevarului vietii reale.
Viata lui Dorian a devenit o forma de arta, dar decadent si respingitoare. Insa dupi o
existentd dedicatd cautarii placerii si a frumosului exterior, a realizat ca arta i-a disimu-
lat viata; nu e suficient sa fii tanar si frumos, dacd esti singur si nefericit. Astfel, prin
aceasta intelegere, finalul romanului devine purtator de o moralitate neasteptata.

4 Literatura estetizanta nu atat defineste, cat sugereaza, lasa loc pentru jocul
imaginatiei, considerand cd, a dezgoli misterul frumosului, inseamna a distruge place-
rea trairii/ descoperirii individuale (efectul artei este individual, esteticul fiind o nsusire
personald), fapt care duce la o existentd comuna si plictisitoare. Pentru a sugera, estetis-
mul cultiva simbolul, sinestezia, muzicalitatea, senzualitatea, cauta perfectiunea formei,
pornind de la conditia ca arta nu tinde sa fie accesibila publicului larg, ea e predestinata
doar pentru acei inzestrati cu gust estetic, capabili de trdiri subtile si placeri rafinate
(elitismul boem).

Decadentii, mai multi dintre care au preluat stilul de viatd dandy, printre acestia
fiind Ch. Baudelaire si O. Wilde, au incetat sd diferentieze viata de arta, transforméand,
parcd, lumea intr-o scena de teatru, iar propria existenta Intr-un spectacol cu ei in cali-
tate de protagonisti; au pierdut hotarul dintre realitate si artd, considerand propria viata
ca fiind o opera de artd. De aici, teatralitatea, si nu doar ca tehnica artistica, ci si ca stil
de viata.
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Visual materials are a tool introduced into the teaching process as early as the 17th cen-
tury, their significance and effect being justified by Jan Comenius, the father of modern
pedagogy. During the 20th century visual materials gained ground. In this study, ways of
using visual materials as a teaching tool in teaching literature will be presented. The types
of visual materials used especially in teaching literature at high school and university
in the Republic of Moldova will be exposed. Images from high school textbooks will be
selectively presented, visual tools proposed to students in literature courses on the moodle
platform, their impact will be researched, and some new, current tools will be discussed.
As digital culture and technology evolve, new and diversified visual tools are emerging,
adapted to the needs of the audience and the times we live in. One example is memes, a
form of art and social commentary that is spreading rapidly on social media. Memes are
already making their debut in education, starting to be used by teachers in teaching several
subjects, including literature.
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ital culture

Mijloacele vizuale constituie unul din instrumentele de baza in educatie, fiind in-
troduse 1n procesul de nvatamant incd in secolul al XVII-lea. Semnificatia si efectul
acestora au fost argumentate de parintele pedagogiei moderne Jan Comenius [1, p. 47],
cunoscut 1n special pentru lucrarea sa ,,Didactica Magna”, 1657 [2]. Comenius a ple-
dat pentru o abordare holistica si accesibila a educatiei, subliniind importanta utilizarii
mijloacelor vizuale in predarea si invatarea eficientd. Comenius a promovat ideea ca
invatarea ar trebui sa fie placutd, naturala si axatd pe intelegere, subliniind importanta
organelor de simt in procesul invatarii [1, p. 49]. In acest sens, parintele pedagogiei mo-
derne a recunoscut si subliniat rolul crucial al imaginilor, hartilor, desenelor si altor mij-
loace vizuale in facilitarea Invatarii si intelegerii conceptelor abstracte si complexe. Or,
Comenius a argumentat ca vizualizarea informatiilor prin intermediul imaginilor poate
facilita intelegerea rapidd si memorarea eficientd a materiei de catre elevi/studenti, n
special de cei mai tineri, deschizand astfel calea pentru dezvoltarea ulterioara a peda-
gogiei moderne si a practicilor educationale inovatoare, care integreazd in mod activ
resursele vizuale in procesul de invatare si predare.

Pe masura ce tehnologia a evoluat si au fost dezvoltate noi metode de productie
si distributie a materialelor vizuale, mijloacele vizuale au castigat in secolul al XX-lea
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teren semnificativ Tn domeniul educatiei si invatdmantului. Acest lucru a fost facilitat de
progresele tehnologice in domeniul imprimarii, fotografiei, cinematografiei, televiziunii
si, mai recent, al tehnologiei digitale si al internetului. De exemplu, odatd cu aparitia
cinematografului Tn primele decenii ale secolului XX, filmele si materialele video au
devenit mijloace importante de instruire si ilustrare a subiectelor in diverse domenii,
inclusiv 1n literatura si Tnvatarea limbilor straine. Filmele educationale si documentare,
precum si adaptérile cinematografice ale operelor literare clasice, au adus texte literare
la viatd si au facilitat intelegerea si aprecierea acestora de catre elevi/studenti. De ase-
menea, tehnologia imprimarii a permis producerea si distributia masiva a materialelor
vizuale, precum postere, harti, diagrame si ilustratii, utilizate in salile de clasa pentru a
sprijini predarea si invatarea. Aceste mijloace vizuale au facilitat comunicarea concep-
telor complexe si abstracte, au stimulat imaginatia si creativitatea elevilor si au oferit o
modalitate eficienta de ilustrare a subiectelor in diverse domenii.

Odata cu avansarea tehnologiei digitale si a internetului in a doua jumatate a se-
colului al XX-lea si 1n secolul al XXI-lea, mijloacele vizuale au devenit si mai acce-
sibile si mai usor de distribuit si utilizat in procesul de invatare si predare. Imaginile,
videoclipurile, prezentarile si alte materiale vizuale pot fi acum accesate si distribuite
rapid si usor prin intermediul platformelor online si a tehnologiei digitale, deschizand
noi oportunitati pentru integrarea lor n predarea literaturii si invétarea limbilor straine,
precum si in alte domenii ale educatiei.

In predarea literaturii la liceu si la universitate, in Republica Moldova, se recurge
tot mai frecvent la diverse instrumente vizuale pentru a sprijini Intelegerea si analiza
textelor literare. Printre acestea se numara, in primul rand prezentarile, in PowerPoint
sau Canva. Aceste prezentari pot include imagini, diagrame, grafice si alte materiale
vizuale care sa sprijine explicatiile si analizele literare. Apoi urmeaza posterele si afisele
- aceste materiale vizuale pot fi expuse in silile de clasa sau in alte spatii educationale
pentru a stimula discutiile si pentru a oferi oportunitati de reflectie si analiza elevilor.
Un alt instrument ar fi hartile literare, care pot fi utilizate pentru a ilustra locatiile si
contextul geografic al operelor literare, in special in cazul operelor care se desfasoara
in locuri specifice sau care au o anumita legatura cu anumite regiuni geografice. Aceste
harti pot ajuta elevii sa Inteleaga mai bine conexiunile dintre spatiul geografic si poves-
te si sa isi imagineze mai bine universul fictiv al operei literare. De asemenea, diverse
ilustratii si desene pot fi utilizate pentru a aduce personajele, scenele si atmosfera operei
literare la viatd. Aceste imagini pot fi create de elevi/studenti sau pot fi preluate din
editiile ilustrate ale operelor literare, din ecranizarile operelor literare si pot fi utilizate
pentru a stimula imaginatia si creativitatea elevilor, dar si pentru a facilita intelegerea si
interpretarea textelor literare.

La lectiile de literatura se recurge deseori, si la videoclipuri, filme artistice si
materiale video, pentru a prezenta adaptari cinematografice ale operelor literare, pen-
tru a prezenta viata si creatia autorilor sau pentru a oferi exemple de interpretari si
analize literare. Aceste materiale pot fi utilizate pentru a sustine discutiile in clasa si
pentru a stimula interesul si angajamentul elevilor in studiul literaturii. Acestea sunt
doar cateva exemple de instrumente vizuale utilizate in predarea literaturii la liceu si
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la universitate in Republica Moldova, insa lista nu este exhaustiva si pot exista si alte
mijloace vizuale utilizate in functie de preferintele si metodele pedagogice ale fiecarui
profesor.

Totusi daca rasfoim manualele de literatura universala pentru liceele din Moldova,
constatdm ca acestea contin foarte putine instrumente vizuale. De exemplu, manualul de
literatura universald pentru clasa a X-a, varianta in limba romana, in cele 152 de pagini
contine 19 portrete simbolice, traditionale (Homer [3, p. 26], Eschil [3, p. 32], Sofocle
[3, p- 33], Euripide [3, p. 37], Vergiliu [3, p. 44], Horatiu [3, p. 47], Ovidiu [3, p. 50],
Dante [3, p. 63], Petrarca [3, p. 74], Boccaccio [3, p. 77], Rabelais [3, p. 82], Cervantes
[3, p. 90], Shakespeare [3, p. 99], Corneille [3, p. 111], Racine [3, p. 115], Moliere [2, p.
116], Swift [3, p. 126], Voltaire 3, p. 132], Goethe [3, p. 139]). Manualul de literatura
universala pentru clasa a XI-a [4] contine o varietate un pic mai mare de imagini — atat
portrete simbolice ale autorilor, ca si in cel pentru clasa a X-a mentionat mai sus, cat si
imagini din filme artistice (Secventa din ecranizarea comediei ,,Revizorul”, 1952 [4, p.
60], picturi (,,Pribeagul deasupra marii in ceatd” de Caspar David Friedrich, 1818 [4, p.
29]), sculpturi simbolice (ca de exemplu, Statuia Libertatii [4, p. 25]), coperti si pagini
din carti (coperta Enciclopediei Franceze [4, p. 16], ilustratii la romanul ,,Célatoriile lui
Gulliver” [4, p. 20, 21], coperta cartii ,,Suflete moarte” desenata de insusi N. V. Gogol
[4, p. 57] s.a. Manualul de literatura universald pentru clasa a XII-a [5], limba rusa, in
144 pagini, oferd 28 de imagini, in ultima pagind a cuprinsului avand inca cu 9 imagini
in miniatura.

De fapt, motivele pentru numarul redus sau relativ redus de elemente vizuale pot
fi diferite. Unul din motivele principale ar fi de naturd economica. Totusi observam ca
indiferent de numarul de imagini, acestea reprezinta preponderent portretele/busturile
scriitorilor celebri, foarte rar — personaje sau imagini din ecranizari sau inscenari ale
textelor literare, inserate doar cu scop decorativ, fard ca elevul sau studentul sa aiba si
vreo sarcind legatd de respectivele imagini Asadar, rolul lor intr-adevar este formal si
pur decorativ, fara a juca un rol important in procesul de Tnvatare.

Totusi, in ultimul timp, tindnd cont de specificul erei digitale, a erei informatiei
in care traim, respectiv tindnd cont de specificul perceptiei fragmentare a lucrurilor,
pot fi adaptate si instrumentele vizuale utilizate in Invatamant. Asistam la tranzitia de
la economia traditionald la o economie bazata pe tehnologii digitale. Aceasta tranzitie
vizeaza direct si domeniul invatdmantului. Utilizarea pe scard larga a calculatoarelor
personale, smartphone-urilor, tabletelor si altor dispozitive digitale, aparitia si cresterea
exponentiald a internetului care a permis interconectarea globald si schimbul rapid
de informatii, retelele sociale care au transformat modul in care oamenii comunica si
interactioneaza - toate aceste aspecte modifica perceptia asupra lumii inconjuratoare,
respectiv si asupra invatarii. Era digitald a transformat profund modul in care traim, lu-
crdm si interactiondm, oferind oportunitati imense, dar si provocari legate de securitate,
confidentialitate si adaptare la schimbarile rapide tehnologice.

Pentru a facilita atingerea obiectivelor de invatare, instrumentele utilizate pot di
adaptate ,,modului de operare” al tinerilor de astdazi. Multe platforme online promo-
veaza continut scurt si rapid, cum ar fi postdrile pe Twitter, videoclipurile TikTok, si

182



articolele de stiri scurte. Acest format incurajeazd consumul rapid si fragmentar de
informatii, in detrimentul intelegerii si analizarii profunde. De aceea, pe langa texte mai
complicate, putem oferi elevilor/studentilor, complementar, si niste formate cu care sa
fie familiarizati si pe care sd le accepte instant. Cunoastem cum algoritmii platforme-
lor digitale personalizeaza fluxurile de continut in functie de interesele utilizatorilor,
respectiv, profesorii ar putea adapta partial, anumite continuturi, la instrumente care
implica vizualizare fragmentatd si deconectatd a informatiilor, uneori fara un context
profund sau o imagine de ansamblu inchegatd. Comunicarea pe platformele digitale
tinde sa fie mai scurta si mai superficiala. Emotiile si ideile complexe sunt adesea reduse
la emoji-uri, meme-uri si fraze scurte, ceea ce poate contribui la o Intelegere fragmen-
tatd a problemelor si a relatiilor. Aceste ,,dezavantaje” ale perceptiei tinerilor ar putea fi
transformate 1n provocari si avantaje.

Un fenomen nou, caracteristic erei digitale si proliferarii informatiei prin retelele
de socializare, sunt memurile sau meme-urile. Dictionarul explicativ al limbii romane
indica in dreptul termenul mema urmatoarea definitie: Idee sau tipar comportamental
care se raspandeste prin imitatie in cadrul unui grup social. De fapt, mema este un ter-
men introdus in anul 1976 de catre biologul Richard Dawkins si se refera la o unitate de
informatie culturald, capabild de a se propaga de la o minte la alta [6]. Intr-o acceptie
mai extinsd mema ,,ilustreaza perfect acea cultura a parodiei care preia trecutul si/sau
prezentul in forme destul de superficiale, schematice, recuperandu-le relevanta pentru o
masa mai largd, reordonandu-le, reformulandu-le, modificandu-le, jucandu-se cu pofta
cu ele, intr-o atmosfera relaxata, totusi nelipsita de atitudine critica” [7].

Remarcam aici astfel de trasaturi precum superficialitatea, schematismul, relevanta
pentru masele largi, atmosfera relaxatd. Fiind atit de apreciate de elevi si studenti toc-
mai pentru aceste trasaturi, meme-urile isi fac debutul in procesul de invatamant, fiind
utilizate tot mai des de profesori in cadrul diferitelor discipline. Utilizarea meme-urilor
in educatie poate aduce mai multd inovatie si atractie In sala de clasa, captand atentia
elevilor si facilitand procesul de invétare si intelegere a continutului. Meme-urile pot
fi integrate 1n predarea diferitelor discipline in mai multe moduri creative si eficiente.
Meme-urile au devenit un fenomen social si cultural important, reflectdnd si influentand
opinii, comportamente si aspecte ale culturii contemporane intr-un mod caracteristic
pentru era digitala.

Pentru lectiile de literaturd meme-urile pot fi o modalitate eficienta si creativa de
a face literatura mai atractiva si mai relevantd pentru elevi si studenti. Meme-urile pot
fi folosite pentru a ilustra temele, personajele sau stilul unor autori sau opere literare
clasice. Elevii pot crea meme-uri care sa rezume in mod umoristic sau concis actiunea
principald a unei opere literare. Acest exercitiu 1i ajutd sd se concentreze pe esenta tex-
tului si sa o sintetizeze. Folosind meme-uri, elevii pot ilustra trasaturile de caracter ale
personajelor principale. De exemplu, pot crea meme-uri care sa surprinda trasaturile
definitorii ale unui personaj, relatiile cu alte personaje. Meme-urile pot fi utilizate pentru
a explora teme si motive majore dintr-o opera literard. Elevii pot selecta citate impor-
tante din texte literare si le pot transforma in meme-uri, addugand imagini si text care
sd sublinieze sensul sau sa ofere o interpretare personald. Meme-urile pot fi folosite
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pentru a face legatura intre operele literare studiate si contemporaneitate. De exemplu,
un elev ar putea crea meme-uri care sa compare o situatie dintr-un roman clasic cu un
eveniment sau personaj contemporan. Crearea de meme-uri poate stimula gandirea cri-
tica, deoarece elevii trebuie sa inteleaga materialul pentru a crea o reprezentare vizuala
care sa fie atdt amuzanta, cat si relevantd. Mai mult, meme-urile pot servi ca punct de
plecare pentru discutii in clasa. Profesorii pot prezenta meme-uri legate de un text literar
si sa ceard elevilor sa comenteze sau sa interpreteze sensul acestora. Profesorii pot folosi
meme-uri pentru a evalua intelegerea elevilor asupra materialului. De exemplu, dupa
studierea unei opere, elevii ar putea fi invitati sa creeze meme-uri care sa reflecte o idee
sau un personaj din text, iar acestea pot fi discutate si evaluate in clasa. Ele pot servi
ca punct de plecare pentru explorarea unor subiecte sensibile sau controversate intr-un
mod usor de inteles si accesibil pentru elevi.

In general, utilizarea meme-urilor in educatie reflecta adaptarea la cultura digitala
contemporana si poate aduce beneficii in procesul de invatare si intelegere a continutului
intr-un mod captivant si inovator. Cu toate acestea, este important ca utilizarea meme-
urilor sa fie integratd intr-un mod relevant si responsabil, avand in vedere contextul
educational si nevoile specifice ale elevilor si ale subiectelor abordate.

Meme-urile literare sunt folosite pentru a aduce umor si accesibilitate Tn studierea
literaturii, ajutdnd la crearea unei legaturi mai stranse intre cititori si textele literare
clasice sau moderne. Ele sunt adesea distribuite pe retelele de socializare si pot servi ca
instrumente educationale pentru a stimula interesul si discutiile despre literatura.

Asadar, folosirea mijloacelor vizuale trece printr-o perioadad de tranzitie. Vremu-
rile in care trdim ne impun o revizuire a instrumentelor vizuale utilizate in sistemul
de Tnvatamant. Utilizarea unor mijloace actuale, asa cum sunt meme-urile, poate face
invatarea mai interactiva si mai relevanta pentru elevii care sunt deja familiarizati cu
acest tip de continut pe retelele de socializare, iIn mod cotidian. De asemenea, aceasta
metoda poate ajuta eficient la dezvoltarea abilitatilor creative si de sinteza ale elevilor/
studentilor. Meme-urile fac parte din cultura digitald contemporand cu care tinerii sunt
foarte familiarizati. Folosirea lor la orele de literatura poate face materialul sa para mai
relevant si mai conectat la interesele lor zilnice. Cu toate acestea, este important ca pro-
fesorii sa utilizeze meme-urile in mod echilibrat si sa se asigure ca acestea sunt relevan-
te si adecvate pentru materialul studiat. In plus, meme-urile nu ar trebui sa inlocuiasca
metodele traditionale de predare, ci sa fie folosite ca un supliment pentru a Tmbogati
experienta de invitare. In concluzie, atunci cand sunt folosite corect, meme-urile pot fi
un instrument valoros si apreciat de elevi la orele de literatura, contribuind la o Tnvatare
mai interactiva si mai placuta.
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The word “dor” is a purely Romanian word that can hardly be translated into other
languages. Especially when this concept in folklore or cultured poetry takes on so many
meanings: longing for mother, home, country, country, dear woman, freedom, but also
mourning, and sorrow, and sadness, etc. In Eminescu’s poetry “dor” is one of the key
words and it is very difficult for translators of the poet’s poetry into Russian to find plau-
sible equivalents for this word. What are the translators’ versions, how is this word inter-
preted in Russian - these are the author’s concerns in this article.

Key-words: dor, poetry, translation, equivalents, semantic range, semantics, meaning,

idiom.

,»Cuvant aflat exclusiv in patrimoniul Limbii Romane, dorul este o spuzd a sufletu-
lui pe care apa n-o stinge, iarna n-o ninge, vremea n-o atinge, numai lacrima o plan-
ge”. Asa defineste cuvantul ”dor” scriitorul Constantin Ciomazga, citat de Magda Spi-
ridon 1n articolul Dorul sau miezul fiintei romdnesti [”’Evenimentul zilei”, 20.11.20].
”Nimic pe lumea aceasta nu caracterizeaza mai bine inima romdnului cu tot zbuciu-
mul sau launtric si toatd aspiratia spre frumos. Dorul estE cea mai sensibila laturd a
fiintei, este miezul contopit al sentimentelor paradoxale. Un sincretism de durere, bu-
curie, nostalgie si sperantd. Omul este dat de Dumnezeu sa cuprinda in inima lui mica
trairi mai intense si mai marete decat intreg diametrul globului pamdntesc! Ca mai
apoi sa se mire de el insusi §i de forta cu care [-a inzestrat Dumnezeu”- scrie ziarista.
Caci noi insine, ca oameni, suntem fiinte purtdtoare de orizont, stiutoare si nestiutoare,
sigure dar si tare aproximative, un fel de ”Introducere la dor”, cum spunea filozoful
Constantin Noica.

Dupa parerea cercetatoarei Tatiana Butnaru, in arta populard metafora dorului de-
termina substanta liricd a mai multor scrieri folclorice, generalizeaza universul trairilor
populare. ”Dorul tinde spre zona unei generalitati absolute infdtisate prin proportiile
pe care le cunoaste sentimental trait”. Prin imaginea dorului se are in vedere caracterul
perpetuu al vietii, miscarii, evolutiei, vedem o codificare a sufletului romanesc, ideea
fundamentala a unui concept de existentd viabil. In lirica populard, dorul devine o ca-
tegorie esteticd, el defineste cel mai veritabil testament modern al spiritului national,
este una din cele mai fine cristalizari ale sufletului popular, ,, constanta fundamentala a
viziunii sale asupra lumii si vietii”’[1, 148].
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Poetizarea dorului intrevede un criteriu de evaluare estetica, de promovare a va-
lorilor general-umane, a unor atitudini preluate din experienta poporului, din tezaurul
bogatiei sale spirituale [1,163].

Paradoxul consta in prezenta concomitenta a unei nuante de dulceata. Ne este dor si
desi suferim, simtim cum sentimentul ne aduce o bucurie nostalgicd. Fard aceasta mare
calitate a sufletului, trdirea iubirii nu ar mai fi potentatd la adevarata ei valoare. Lipsa
prezentei fiintei iubite genereaza in noi o fortd creatoare de frumos, o forta prin care
trairea noastra rimane 1n eternitate. Dorul este sentimentul strabunilor nostri, este piatra
de temelie a tezaurului romanesc.

Ca sa fim sinceri, trebuie sa ludm in consideratie si unele pareri aparute de curand,
precum ca nu doar noi, romanii detinem “drepturile,, depline, exhaustive asupra acestei
notiuni. lata, de exemplu, ce scrie ziaristul Dan Alexe: ” Dor” este doar o vocabula des-
cendenta din latinescul ,,dolor” si identica si ca sens si ca forma cu portughezul ,,dor”,
care vine tot de acolo. Dor se spune si in portugheza, da. Romdna are doi descendenti
din acea radacina: ,,dor” din ,,dolor” si ,,durere” din ,,dolere”. In portugheza ,,dor”
inseamna mai ales durere, fie fizica, fie morald, dar mai este si suferinta nostalgica,
precum in romdana’.

Poate fi acceptata si aceasta opinie, dar avem certitudinea ca nici In portugheza, nici
in oricare alta limba dorul nu persista atat de des atat in folclor, cét si in poezia culta.

Scriitorul roman George Remete In monografia sa — premiera absoluta a unei carti
despre dor ”Dorul — Conditia romaneascd a fiintei”” afirma ca dorul este Insusi numele
lui Dumnezeu sau definirea Lui cea mai buna, pentru ca ,,in insusi Dumnezeu, iubirea nu
e numai «iubirey ci §i dov, adica expansiune nesfdrsita. Dumnezeu este totul, are totul,
este suficient si fericit in sine insusi, dar insasi firea Lui ca iubire il misca spre expan-
siune” [1, 196]. In final, dorul ca suprem artistic este argumentat prin definirea artei ca
wStamparare a dorului, adica a setei de fiinta,; arta stampara si iarasi aprinde dorul,
intr-un urcus infinit, asemenea coloanei lui Brancusi”.

Cea mai frumoasa si mai reprezentativa trasatura a acestui cuvant unic, este forta
sa creatoare. DORUL are o capacitate insemnata de a taia rasuflarea, nascand in pieptul
omului un junghi perceptibil si totodata un fior de durere.

Prozatorul, publicistul si critical literar loan Ticalo, intrebat ce este dorul in
conceptia lui Eminescu, este foarte categoric:”La romdni, fara sa ne impaunam, se
pare cd si pamdntul e semanat cu dor, mai ales ca poporul acesta a ramas statornic pe
teritoriul sau de formare” sau “Suntem niste oglinzi de aur in urma botezului, in care
se reflectd dorul Creatorului pentru barbatul si femeia dintdi, insd, pe parcurs, capatam
straluciri diferite, daca nu cumva ne opacizam cu totul”.

~Povestea dorului, in viata si in moarte” este atotprezenta in lirica eminesciand si
ea se raporteaza la Intreaga tematica a operei poetice, de la natura trecatoare si vesnica,
la iubirea ce dezmargineste si consacrd, de la existenta in sine, in primordii, la istoria in
desfasurarile ei panoramice ori, altfel zis, de la ipostazele fiintialitatii onto-existentialiste
(,,dorul nemarginit”) la acelea ale reintoarcerii intr-o consubstantiald cosmicitate. ,,Ulti-
mul dor” e, de fapt, un dor unic, suprem, ,,dorul-dor ca mod de transcendere a firii spre
fiinta”, caci nu in zadar poetul scria: ,,4 pus in tine Domnul nemargini de gandire” ...
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Dar apare problema: are oare aceastd notiune unicala DOR o echivalenta in alte
limbi? Si aici deja atingem alte dimensiuni, deoarece problematica traducerii pare sa
se ageze la intersectia mai multor arii ale stiintei: lingvistica, semantica, pragmatica,
semiotica, literatura, sociologia, psihologia, istoria, antropologia, etnografia, analiza
discursului sau teoria comunicarii, cu care intra in relatii de complementaritate caci do-
vedeste a prelua din fiecare ingredientele necesare transformarii sale intr-o forma si cale
de comunicare. [3, p. 37]. Traducerea se vede nevoita cel mai adesea sa faca uz si de alte
prerogative pentru a putea (de)servi cea mai importanta functie pe care toate cercetarile
si dezbaterile de pana acum, nu putin numeroase, par sa i-o fi acordat, cea de comunica-
re intra-si inter-personald, culturala, lingvistica. La toate acestea se mai adauga presiu-
nea realitatii lumii in care traim, a timpului, a valorilor etice si estetice. Textele puse in
paralel ofera spre analiza instante ale aceleiasi realitati surprinse in formule mai mult
sau mai putin diferite. Cat sunt de diferite, daca pot sa fie asa, de ce si, mai ales, prin
ce mijloace se face diferenta, vom incerca sa aflam in urma abordarii noastre analitice.

Traducatorul trebuie sa redea in limba tintd o reprezentare destul de diferita a
continutului textului de plecare. El trebuie sa reconstruiasca un alt univers de referinta.
Textul de plecare este materia pe care acesta trebuie sa o prelucreze pentru a fabrica o
noud materie. In acest fel, traducatorul devine creator.

O traducere trebuie sa fie o calatorie intr-o tara straina [5, p. 637], dar si o vizita a
strainului n tara noastra, caci o buna traducere reprezinta produsul unui echilibru delicat
intre national si strdin, intre felul de a se exprima al limbii in care si din care traduci [5, p.
635]. Iata de ce un traducator este si trebuie sa fie un artist, “un negociator al Verbului ar-
tistic, care va merge pe o literatura de mediere, o poetica comparata, de unde si preocupa-
rea pentru imaginea strainului (traducerea celuilalt, dar si o auto-traducere)” [5, p. 637],

Aceste afirmari ale renumitului savant T.Vianu par si mai adevarate cand sunt atri-
buite traduceriilor din marii poeti ai neamului, or versurile lui Mihai Eminescu (despre
care vom vorbi 1n cele ce urmeza) au ajuns in aproape toate colturile lumii, scrierile sale
fiind traduse in peste 60 de limbi, pe toate continentele.

Problema capitala a ecoului operei eminesciene in spatiul aloglot, ca oriunde in
lume, este, fara indoiala, aceea a traducerii.

In studiul de fata ne-am pus drept scop si confruntim cateva poeme de Mihai Emi-
nescu cu versiunile rusesti ale acestora. De-a lungul anilor s-au facut incercari nenuma-
rate — mai mult sau mai putin reusite — de a transpune opera Poetului in limba rusa. Ar fi
sd amintim doar un caz, cel cu traducerea lui Eminescu de Anna Ahmatova a poemului
“Venere si Madona” considerat, fara indoiala, una din cele mai bune, adecvate traduceri,
pe potriva geniului sau. Or, revenim la ideea, ca, pentru a traduce bine dintr-un Emi-
nescu trebuie, cel putin, sa fii o Ahmatova, adica la fel un Poet mare.

Printre primii traducatori ai poeziei lui Eminescu in limba rusa (inca la sfarsitul
sec.XIX) a fost filologul rus Fiodor Cors care 1881 traduce in revista Gandirea rusa
sonetul eminescian ”Oricdte stele”. In Basarabia primele traduceri dateaza cu anul 1916
si au debutat cu poezia ’La steaua” de lorgu Tudor, dupd care au urmat si altii: Gheor-
ghe Avakian (Glossa”, 1920), Alla Razu (un volum de versuri rusesti, intitulat: ,,Stihi ”
(Versuri) 1n care a publicat traducerea poeziei ,,Mortua est!”, 1926), Vasile Lascu, Ale-
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xandru Zisman si m.a. In a doua jumitate a secolului trecut traducerile din Eminescu atat
in tard, cat si in Rusia, apar tot mai des, purtand diverse conotatii — sociale, politice, li-
terare (L.Martanov. Iu. Cojevnikov, V.Levitki, Gr.Perov, [.Mirimski etc.). Dialogul cul-
tural roman-rus, prin Eminescu, a cunoscut dimensiuni impresionante dupa publicarea
cartii Opere alese, 1n 1980, la Chisinau, alcatuita de C.Popovici si I.Paveliuc, unde au
fost incluse peste o sutd de poezii si cateva proze.

Dupa cum vedem, incercari de a transmite Universul eminescian in limba rusa au
fost numeroase, dar nu toate au fost reusite. Indeosebi, in ce priveste conceptul DOR
de care suntem preocupati in lucrarea de fata. Asa dar, sa confruntdm cateva din aceste
traduceri cu originalul.

De cele mai dese ori dor este tradus prin cuvantul ”z0606s” — iubire.

”La steaua” (trad. Iu. Cojevnikov)

Tot astfel cand al nostru dor buina nrodoew, ee yoic nem,
Pieri in noapte-addnca, Sammunace mpaxom nouu,
Lumina stinsului amor Ho 6cé nobsu yeacweii ceem
Ne urmareste inca. Mne ocnennsiem ouu.

”Luceafarul” (trad. D.Samoilov)

Cum izvorand il inconjor Bokpye nezo mepyaem 6vico

Ca niste mari, de-a-notul... beckpaiinas, kax mope.

El zboara, gand purtat de dor, J10606b10 OsudCUMAs MBICTD,

Pan-piere totul, totul; On maem 6 mom npocmope.
”Ce e amorul?” (trad. A.Gatov)

Caci scris a fost ca viata ta llepenonusem stcuzuob 00 Kpas

De doru-i sa nu-ncapa, 3axnecmvieaem 61066 U 6HOEb

Cdci te-a cuprins asemenea U, kax nuana, obeusaem,

Lianelor din apa. Onymvieaem Hac 1106086b.

Dor se mai traduce si “cmpacms ” - pasiune, din acelasi camp semantic cu dragos-

tea:

”Jubind in taini...” (trad. [.Sarsacov)
Dar nu mai pot. A dorului tarie Ho bonvue ne moey. U cuna cmpacmu
Cuvinte da duioaselor mistere; JIs1 HedcHOU Mmatiibl MHe CL08A NOOCKAICEM.

La fel de frecventa este si varianta mocka, mockosams, dictionarul rus-roméan tra-
duce acest cuvant drept dor, nostalgie:

”Luceafarul” (trad. D.Samoilov)

Cum ea pe coate-si razima Ona meumaem, wymo Obiuid,
Visand ale ei tample, Beuepnior noporo,

De dorul lui si inima U cepoye desvr u dywa

Si sufletu-i se imple. Ucnonnenvt mockoro.

....51 dor de-al valurilor Domn U no enacmumento mopeii
De inima-o apuca. Ilywa eé mockyem.
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”Criticilor mei” (trad. Iu. Cojevnikov)

Dar cdnd inima-ti framanta Ho koeda neinaem cepoye

Doruri vii si patimi multe... U mockoro, u cmpacmsamu. ..
”Ce te legeni...”(trad. S.Steinberg)

Si ma lasa pustiit, Ilycmoma ocmanace mue,

Vestejit si amortit Ymob s moe naedune

Si cu doru-mi singurel Kopomampw ecv 0env-0enbckoli

De ma-ngan numai cu el. C cobeceonuyeti-mockoil...

”Mai am un singur dor...” (trad. [u. Cojevnikov)

Mai am un singur dor Tockyro auwb 0 mom,
In linistea serii Ymob 6 muxoii moeune
Sa ma lasati sa mor Ha 6epezy mopckom
La marginea marii. Mens cxoponunu.

In unele cazuri translatorii traduc dorul eminescian si prin alte cuvinte, cum ar fi,
de exemplu, ucmoma ceea ce ar insemna langoare, dar si In acest caz rdimanem in
acelasi camp semantic:

”Fat-Frumos din tei” (trad. M.Zenchevici)
Inima-i crestea de dorul Ipycmuou cnadocmmuoii ucmomoi
Al strainului frumos. Cepoye degyuiku 6onHyem.

Pana si cuvantul orcenanss este acceptabil pentru dor — dorinta, preferinta:

*Impirat si proletar” (trad. N.Stefanovici)

In veci aceleasi doruri mascate cu-alta haind  Bo 6cex 00nu u me dice be3meprvle HCeTaHbs

Insa, din pacate, unii traducatori nu sunt foarte atenti la dimensiunile pe care la
capata cuvantul dor in poezia eminesciand si nu gasesc varianta reusitd pentru el:

70, ramai...” (trad. M.Zenchevici)

O, ramai, ramdi la mine «Tor ocmanwvces 30eco, ocmansves
Te iubesc atdt de mult. Tonvko s nobao mebs,

Ale tale doruri toate Tatinvie meou NPU3HAHbSA
Numai eu stiu sa le-ascult. byoy cnywamo s, 11063

Nu ni se pare plauzibila utilizarea cuvantului npusuanss — destdinuire, credem ca
echivalenta potrivitd mai necesita a fi cautata.

Dar unii translatori procedeaza nedemn atunci cand omit acest cuvant din traduce-
re, probabil, negdsindu-i echivalenta corecta, si e cu parere de rau, deoarece la Poet dor
capata semnificante importante:

”Fat-Frumos din tei” (trad. M.Zenchevici)
Dusa de pustie ganduri OT cynp0bI cBOEH MOCTHIION
Si de-un dor fara de nume. VYckakarb Obl 6€3 orstaKu !
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”Pe langa plopii fara sot...” (trad. U.Perov)
O ord sa fi fost amici, XO0Th Yac OIMH MOOBITH C TOOOI,
Sa ne iubim cu dor... OOHATD TeOs XOTh Pas...

Desigur, aici un rol deosebit 1l au competentele lingvistice si culturale ale tradu-
catorilor, afinitatea fatd de textul de original, nu in ultimul rand talentul traducatorului,
momentul istoric in care s-a facut traducerea, factorii externi §i interni care isi pun
amprenta asupra unui astfel de demers, etc. Am putea concluziona ca operele literare
care se caracterizeaza prin pastrarea nationalului si a spiritului de limba si cultura, isi
regdsesc cu greu o traducere intru totul adecvata.
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NHTepTeKcTyalbHOCTh — OJJHO W3 OCHOBHBIX M KOHIIENTYaJIbHBIX MOHATHN MOCT-
CTPYKTypajiu3Ma, JIETIIIee B OCHOBAHUE TEOPUU MOCTMOJEPHU3MA KaK JINTEPaTypPHOTO
SIBJICHMSL.

WnTeprexcryansHocTh — ((hp. intertextualite, aHmi. intertextuality) — TepMuH, BBe-
neHHbId B 1967 TteopetnkoMm mnocrerpykrypannima 0. KpucrteBoii, BHecIIei orpom-
HBIN BKJIanm B (hopMHUpOBaHUE W (POPMYITHPOBAHUE OTIOPHBIX CMBICIOB (HUIOCODUHA U
JCTETUKH MOCTMOAEPHU3MA. DTO MOHATHE CTaJ0 ONPEACISIIOIIUM AJIsT aOCOMOTHOTO
OOJBITMHCTBA XY/I0KECTBEHHBIX MPON3BEICHUH TOCTMOJIEPHU3MA, OT €r0 POXKICHHS 1
o ceil IeHb.

Pycckuit kynbryposior, ¢puitocod u ¢puonor B. I1. PynHeB orMedaeT, 4To noHATHE
MHTEPTEKCTYAIbHOCTH UCTIOIB3YETCsl He TOJIBKO KaK CPEJCTBO aHAIIN3a JIUTEPATypHOTO
TEKCTa WM BBISICHEHUSI CIIEUU(PHUKH CYIIECTBOBAHHS JIUTEPATYPbI, KaK UCKYCCTBA, (XOTS
MMEHHO B 3TOW 00JaCTH OH BIEPBbIE MOSBUIICA), HO U IS OTIPEAEIEHIS TOTO MUPO- U
CaMOOIIYIIEHUSI COBPEMEHHOTO YE€JI0BEKa, KOTOPOE MOIYUHJIO Ha3BaHUE «IIOCTMOAEP-
HUCTCKasi 9yBCTBUTEIBHOCTHY.

KpucteBa copmynrpoBasia CBOO KOHIIETIIIMIO WHTEPTEKCTYaIbHOCTH HA OCHOBE
nepeocMbicieHus: pabotel M. baxtuna «[Ipobnema copeprkanus, Mmareprana u GOpMBI
B CJIOBECHOM XYIO)KECTBEHHOM TBOpuecTBe» (1924), rme aBTOp OTMETHII, YTO TIOMUMO
JTAHHOM XYJIOKHHUKY JAEHCTBUTEILHOCTH OH UMEET JIeJI0 TAaKXKe ¢ MPEeALIeCTBYIOUIEH 1
COBpPEMEHHOH eMy JIUTepaTypoii, C KOTOPO HaXOAUTCS B IOCTOSTHHOM «uanore». nes
0axXTHHCKOTO «aHaora» Obuia BocnpuHsaTa KpucreBoit 4ncto popMalTucTHUECKH, KaKk
OrpaHMuYCHHAs! UCKIIIOUYUTENFHO Cepoil JTUTEPaTyphl, AUATOTOM MEXKIY TEKCTaMH, T.C.
WHTEPTEKCTYaIbHOCTBIO.
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[on BwIsTHEEM TEOPETHUKOB CIMPYKMYpaiu3mMa i TOCTCTPYKTypaIn3Ma, a B 001actu
nuTepatypoBenieHus B iepByto ouepens A K. I'peiimaca, P.bapra, XK. Jlakana, M.®yko,
K. leppuna, OTCTaMBAIOIINX NAHAZLIKOBOU XAPAKMeEp MblulleHUs, CO3HAHUE Yel08eKd
ObLIO OMONHCOECMBIIEHO C NUCbMEHHBIM MEeKCMOoM KaK KOOI €TUHCTBEHHBIM O0JIee NiTH
MeHee JOCTOBEPHBIM CIOCO00M ero (pukcannu. B nTore Kak TEKCT CTaJIO paccMaTph-
BaThCsI BCE: JINTEPATypa, KyJabTypa, 00IIECTBO, UCTOPHS, YenoBek. [lonoxenue, 9to uc-
TOpHUS U OOIIECTBO ABJSIOTCS TEM, YTO MOXKET OBITh «IIPOYNTAHO» KaK TEKCT, IPUBEIIO
K BOCTIPUSATHIO YEIOBEYECKON KyJIBTYpPHI KaK €IMHOTO HHTEPTEKCTa, KOTOPBINA, B CBOIO
o4epenib, CIY)KUT KaK ObI IPEATEKCTOM JIFOOOTO BHOBH TMOSIBIISIONIETOCS TeKCTa. Bax-
HBIM TIOCTIEICTCTBUEM YIIOMOONEHNSI CO3HAHUS TEKCTY OBLJIO «HHTEPTEKCTYyaTbHOE»
pacTBOpeHHEe CyBEPEHHOH CyObEeKTHBHOCTH YEIOBEKa B TEKCTAX-CO3HAHMSX, COCTABIIS-
FOIIUX «BETUKAN MHTEPTEKCT» KYJIBTYPHOU TPaIUIIUN. ABTOP BCSIKOTO TEKCTa — XYZO-
YKECTBEHHOTO WJIH JIFOOOTO WHOTO — «IIPEBPAIAETCS B IIyCTOE MPOCTPAHCTBO MPOEK-
MU MHTEPTEKCTYaJIbHOHN uepsry. KprucreBa momguepkuBaeT 6ecco3HaTebHBIN XapaKkTep
3TON «HTPBI», OTCTAUBas TOCTYJIAT UMIIEPCOHATBHON «OE3TMYHON MPOAYKTHBHOCTH
TEKCTa, KOTOPHIN MOpoXkKIaeTcs Kak Obl caM 1o ce0Oe, TOMUMO CO3HATEIBbHON BOJICBOI
NeSITeNFHOCTH WHANBH/IA.

Konnenmuss MHTEPTEKCTYaIbHOCTH TECHO CBSi3aHA C TEOPETHUECKOH «cmepmbio
cybvexmay, 0 KoTopoit 00wsaBm DyKo, M IPOBO3MIAIIICHHON 3aTeM baptom «cmepmobio
asmopay, a TaKkKe «CMEPThIO» WHANBHUIYaIHOTO aBTOPCKOTO TEKCTa, PACTBOPEHHOTO
B SIBHBIX WJIM HESBHBIX [IUTATaX, & B KOHEYHOM CUETE W «CMEPTHIO» UUTATEINS, «HEU3-
0€XHO IUTAaTHOE» CO3HAHHME KOTOPOTO CTOJb K€ HECTAOMIBHO W HEOTPEAETEHHO, KaK
0e3Ha/1e)KHBI TTONCKH UCTOYHUKOB ITUTAT, COCTABIISIONINX €r0 CO3HAHME.

OryeTnBee BCEero MaHHYIO TpodieMy chopmynuposana JI. [Teppon-Myasec, 3a-
SIBUBIIIAsl, 9TO B TIPOIIECCE YTCHHS BCE TPOE: asmop, mekcm u yumamenb — TPeBpa-
IIAFOTCS B €IMHOE «OeCKOHEUHOE ITOJIe /ISt UTPHI TCchbMay. [Iporiecch «pa3MbIBaHHSDY
YeIIOBEYECKOTO CO3HAHUS U €T0 TBOPUECTBA HAXOIWIIA OTPaKEHHE B Pa3TUIHBIX TEOPH-
SIX, BBIABHUTAEMBIX MMOCTCTPYKTYPATUCTAMH, HO CBOUM YTBEP)KICHHEM B KadecTBe 00-
HIETPU3HAHHBIX TPUHITUIIOB COBPEMEHHOW «JIMTEPaTypOBEIIECKON MapajurMbDy OHU
00s13aHBI B TIEPBYIO Ouepens aBroputeTy eppuna.

[locTenenHo MOHATHE «meKcm» pazpactaercs B GuIoco(pur M WIACOIOTHH TOCT-
MOJIEpHM3MA JI0 YPOBHS BCEJIIEHHOMW, 0 KOCMUYECKHUX MacImTaboB, 4YTO CO3/1aj0 TPaH-
JMO3HYI0 KapTHHY «yHHBEpPCYMa TEKCTOB», B KOTOPOM OT/IENbHbIE OE3INIHBIE TEKCTHI
70 OECKOHEYHOCTH CCBHUTAIOTCS APYT Ha Apyra W Ha BCE cpa3y, MOCKOIBbKY BCE BMECTE
OHH SIBIIAIOTCS JIMIIb YaCTHIO BCEOOIEro TEKCTa, B CBOIO OUEPEh COBIAJAIOIIETO C
«TEKCTYaJM3UPOBAHHBIMIY AEHCTBUTEIBHOCTHIO i HCTOPHEH.

Konmermus KpucteBoit B OmaronpusaTHOW arMocdepe MOCTMONEPHUCTCKIX U Jie-
KOHCTPYKTHBHCTCKHAX HACTPOEHH OBICTPO TMOJyYHa camMoe IMIMPOKOe IMpH3HAHWE U
pacrpocTpaHEHHUE y JUTEPATYPOBEIOB CAMOM pa3IMuHON oprueHTauu. GakTUUYeCKH OHa
oOJrerymiia Kak B TEOPETHUECKOM, TaK W MPAKTHYECKOM TUTaHEe OCYIIECTBICHNE «HUICH-
HOW CBEpX3aJaum» TOCTMOAECPHU3MA — <«JIEKOHCTPYHPOBATH» MPOTHBOIIOIOKHOCTh
MEXTy KPUTHUECKON U XYIOKECTBEHHOW MPOIYKIHEH, a paBHO U «KIJIACCHYECKYFO» OTI-
TTO3UITHIO CYOBEKTa — OOBEKTY, CBOETO — UY)KOMY, ITMChMa — YTCHHIO U T.1. OgHaKO
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KOHKpPETHOE COAEp)KaHHEe TePMHHA CYIIECTBEHHO BHIOM3MEHSETCS B 3aBUCHMOCTH OT
TEOPETUYECKUX U (PUIOCOPCKUX MPEANOCHIIOK, KOTOPBIMU PYKOBOJCTBYETCSI B CBOMX
WICCIICIOBAHMAX KaXK/IBIA yaeHBIA. OOIINM /15 BCEX CIYKHT MOCTYJIAT, YTO BCSIKUI TEKCT
ABJISIETCS PeaKIyel Ha TPEeAIeCTBYIOINE TEKCTHI MITH TIPSIMOH areuISIield K HIM.

Kanonuueckyio ¢hopmynuposky nonsamuam uHmepmexkcmyaibHOCMb U «UHmMep-
mexkcmy oan P. bapm: «Kaocowiti mekcm A67s1emcsa UHMepmeKCmom, opyaue meKcmul
NPUCYMCMBYION 8 HEM HA PA3TUYHBIX YPOBHAX 6 boJlee Ul MeHee Y3HABAeMbIX (opmax:
meKkcmbl npedutecmayroujeli KyJabmypobl U MeKCHbl OKpYHcatoujell Kyibmypoly»

Uepes mpu3My HHTEPTEKCTYaIBHOCTH MHUpP MPEICTaeT KaK OTPOMHBIM TEKCT, B
KOTOPOM BCE KOTAA-TO YK€ OBIJIO CKa3aHO, a HOBOE BO3MOYKHO JIMIIIb KaK CMEIICHHE
OTIPEJICIICHHBIX 3JIEMEHTOB B MHBIX KomOwHamusax. s bapra mo0oil Teket — 3To
CBOEOOpa3Hasl «3IXOKaMepa», MOITOMY cama uoes MmekCmyaibHOCIy Heomoenumda om
UHmMepmeKCmyaibHOCmy U OCHOBaHA Ha HEH.

Jl1st TBOPIIOB MOCTMOAEPHU3MA XapAKTEPHO «IIUTATHOE MBIIIIIEHUEY, a UX TBOpE-
HUS BIIOJTHE YMECTHO OTPEEIINTh KaK «YUmamHyro Jumepamypyy.

HHTEpTEeKCT, Kak 3T0 PopMymHpyeT pyccKuid Gprrocod, KyIbTypoJIor U JINTepary-
posen B. I1. PynueB, — 0oCHOBHOM BHII M CITOCOO TMTOCTPOCHUS XYIO’KECTBEHHOTO TEKCTA
B MICKYCCTBE MOJIEPHU3MA M MMOCTMOAEPHU3MA, COCTOSIINNA B TOM, 9TO TEKCT CTPOUTCS
13 IUTAaT ¥ PEMUHUCIICHIINH K IPYTHM TEKCTaM.

[ToaTrka MHTEpTEKCTA OMPEIENAETCS TaKKe OHUM M3 OCHOBHBIX CBOWCTB, yHAC-
JIEZIOBAHHBIX OT MoJiepHI3Ma XX BeKa, TAKUM Kak HeOMH(OJIOoTH3M. B 3TOM cimydae Ho-
BBII TEKCT OMUPACTCS, HHTEPIIPETUPYET, a TIOPOH M TPAHCPOPMHUPYET U3BECTHBIA MH(
B Ka9€CTBE OMOPHOM KOHCTPYKIUH. YacTo B poiu Mu]a, KOHCTUTYHUPYIOIIETO CMBICIBI
HOBOTO TEKCTa, BHICTYMAIOT HE TOJIBKO apXandecKue MU(BI, HO AHTUYHBIE U €BAHTEIIb-
ckre MU(BI, a Takke MUA(OIOTH3NPOBAHHBIE TEKCTHI MPENIISCTBYIOMIEH KyIbTYPHOI
TpaJuluM, TaKkue, Kak «boxxecTBeHHass komenus», «Jlon-Kyan», «['amner», «Jleren bt
o noktopa daycre», MUPOKO UCTIONB3YyETCs B KauecTBE MU(OIOTHIECKOI OCHOBBI HO-
BBIX TEKCTOB npousseaeHus Y. lllexcrupa

Uro kacaercs IUTAThl, TO OHA TEPECTaeT B MOJITHKE MHTEPTEKCTa UTpaTh POJIb
MIPOCTON JOTOTHUTENFHOW WH(POPMANINY, OTCHIIKM K JAPYTOMY TEKCTY, IMTaTa CTAaHO-
BHTCS CTIOCOOOM KOHCTPYHPOBAHUS HOBOTO TEKCTa, HE IMHEHHOTO, Pa30MKHYTOTO B Uy-
JKUE XyI0KECTBEHHBIE MUPBI, 1 HOBBIX CMBICIIOB, aKKyMYJIHPYIOIINX B ce0e MpeKHNE,
WCXOJHBIE.

C pa3BuUTHEM MOATHKH MOCTMOJEPHU3MA ITUTATHOCTh YCTYMAeT MECTO aJlIFO3WB-
HOCTH, KaK 00Jjiee MIaCTHYHOMY ¥ €eMKOMY CTIOCcO0y CO3/IaHUsI HHTEPTEKCTA.

ANTIO3WSI — OMH M3 JAPEBHEUIINX, N3BECTHBIX €IIe d10Xe AHTHYHOCTH, JINTEpa-
TypHBIX TpreMoB. OHa MCIONB30Bajach HE TOJBKO B JUTEparype, HO OblLIa HIMPOKO
pacmpocTpaHeHa B OpaTOPCKOH M pa3TOBOPHOI pedH B Kau€CTBE OTCHUIKH K H3BECTHOMY
BBICKA3BIBAHHIO, (PAKTy JTUTEPATYPHOH, HCTOPUUIECKOM, a Jalle MOJTUTHICCKON JKU3HU
b0 K XyIOKeCTBEHHOMY MpOM3BeNeHUI0. PaHHAS rpedeckas KOMenns BhICMEHBAIa
peaNbHBIX JIONeH, OKapUKaTypHUBas N3BECTHBIC ITyOIInKe (haKThI.

JluteparypHas ayqutro3us — 10 CyTH Jieia — HenpsAMOe UTHPOBAHHE, TPEATIONAraro-
Iee OTCHUIKY K XOPOIIIO M3BECTHOMY TEKCTY, 00JIalafoIIeMy «KyIETYPHBIMY aBTOPHTE-
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ToM. Pa3HOOOpa3HEN MY aJUTIO3USIMHE (JTMYHBIMA, TIOTUTUYECKUMHU, HCTOPUIECKIMH,
KyJIBTypHBIMH) TIPOHU3AHBI yike mpou3BeneHus Bospoxaenns: «boxecTBeHHas koMe-
mushy Jlanre, pomanst Padire u CepBanTeca, mapOguHBINA STI0C APHOCTO.

B nureparype MonmepHH3Ma aITIO3MBHOCTH CTaja OJHUM W3 OCHOBHBIX IMPHUEMOB,
JIeKAIMX B OCHOBE KOMIIO3HMIINY U JJa)K€ WJCOJIOTHH BCETO TekcTa. TakuM obpazom,
AJUTIO3MBHOCTH HEOOXOAMMO COTpSATaNach ¢ HEOMH(]OIOTH3MOM, XapaKTePHEUITNM
CBOWMCTBOM MOJIEPHUCTCKOTO XY/I0KECTBEHHOTO CO3HAHMS.

B XymoxecTBeHHOH NpaKTHUKE MOCTMOACPHU3MA aJUTFO3WBHOCTH CTajla OJHUM H3
BAOXHEWITNX MPHUEMOB U AK€ METOAOB MOCTPOEHHS TEKCTyallbHOTO MPOCTPAHCTBA,
OJTHOM M3 pacTIpOCTPaHEHHBIX HAPPATHBHBIX TEXHHUK. AJUTIO3UBHOCTh MOXKET OBITH 00-
JIee WIIH MEHee TIOCIIeI0BATEIbHOM, OBITH 00OpAIICHHON K OJJHOMY WUIH K O€CKOHECTHOMY
MHOYKECTBY TEKCTOB, HE TOJBKO JINTEPATYPHBIX, HO U UCTOPUUYECKUX, MY3bIKAIbHBIX,
¢mnocockux, BHI3BIBAS B TAMSITH II€TTbIEe KYIBTYPHBIE, & 3HAYHT, CTUIIMCTUIECKH y3Ha-
BaeMbIe IUIACTHI, Kak HampuMep, B poManax T. Manna (CpenHeBeKOBbE, TOTHKA), Y. DKO
(CpenneBekoBbe, 0apokko), Jx. dayn3a (CpemHeBeKOBbE, KypTya3HOCTh, Bo3poke-
HHe, BUKTOPHAHCTBO), [1. 3tockunma ([IpocBemenne, poMaHTH3M).

[wupokas amemanus K aJulio3UH cama 1o ce0e BKIIIOYaeT IUTHPYEMbIEe TEKCTHI B
HOBBIW JIUTEPATYPHBIN — MHTEPTEKCTYaAJIbHBIM KOHTEKCT U TEKCT — MHTEPTEKCT. Takum
00pa3oM, OUeBHACH BHIBOJ O TOM, YTO MHTEPTEKCTYaIbHOCTh HEOOXOIMMO TPEAIoa-
raeT ajuTl03MBHOCTb.

WHTepecHBIi 00BEKT I pacCMOTpeHMSI (PYHKIINN JINTEPaTypPHOU ajuTio3uu B op-
MHPYIOIIECHCS INTepaType MOCTMOACPHU3MA SBIISIET COOOW Mpo3a aHTIIMICKOTO Kilac-
CUKa JUTepaTypsl 2-i momoBuHb XX Beka k. Paymsa (31.03.1926 — 05.11.2005 rr.).

Ero mo3unust B nmuTepaTypHOM Ipoliecce YHUKaIbHA TeM, 9To Dayi3 OblT OMHUM
M3 BBIAAIOIINXCS MPOIOIDKATENeH TpaauIiuii OPUTAaHCKOTO peain3Ma, B €r0 BHKTOPH-
AHCKOM BEpCHH, CO BCEH €T0 JUAAKTUYHOCTHIO U CKIIOHHOCTBIO K pa3paboTKe MOpaib-
HO-3TUYECKON TpoOIeMaTHKH, 000TalEHHOTO TICHXOJIOTH3MOM peam3Ma Hadama XX
Beka. OH TOHKHN CTHUJIMICT B JIyX€ BUKTOPHUAHCKOTO OBITONHCAHUS W HPABOIHCAHUA.
Wneomornuecku Jx.Dayns — HACICAHUK UK TyMaHW3Ma, BO BCEH IMOTHOTE W TTyOu-
He ero moHnMaHus. [loaToMy sTHYEeCKast U KyJIbTypoIornyeckas mpodieMaTiKa Beerna
COCTaBISET A7po ero KHUT. CaMoe cephe3Hoe, Jake MBUIKOE OTHOMICHNE K TYMaHHUCTH-
YeCcKoi mpoOiieMaTnKe, MeJsM | 3a]ja4aM CBOMX KHUT, KaTerOpu4ecKu BHIBOAUT Daymn3a
13 c(hepsl UICOTOTHH TTIOCTMOCPHU3MA.

Opnako, 3a 3TUM TPAAUIINOHATU3MOM, CKPBITHI HOBBIE ()OpMaTIbHBIE TIPUEMBI, OUe-
BHTHO COOTHOCHMBIE C 3CTETHKOH ITOCTMOZEpHU3MA. DTO TIPEXK/IE BCETO AJTIO3UBHOCTH,
BKJTIOYarOImasi poMansl dayms3a B MOJ€ MHTEPTEKCTyalbHOCTH, HEOMH(OIOTUIHOCTS,
BOCHPHUATHE TEKCTYyaJIbHOTO TPOCTPAHCTBA KaK UTPOBOTO IOJIS, B KOTOPOE BKITIOYAETCS
Y CO3HAaHWE, U BOOOPAXCHNE UHUTATEIsI, BOBJICYEHHOTO B CEMAaHTHKY BO3MOXHBIX MH-
POB BapHaHTaMH MPEIOKEHHBIX aBTOPOM (hrHAIOB poMaHa <« KeHImunHa (hpaHITy3CcKOro
JICHTEHAHATa.

®daym3 momyumn obOpazoBanme B Hpio-komtemke OxchOpICcKoro yHHUBEpPCHUTE-
Ta, TAC CIEMUANIN3UPOBAJIICA B 00IacTH poMaHO-repMaHCcKoil ¢umonoruu. Ilpenoma-
Bajn Bo @panmmwn, [perun, AHIIMA U OCTaBHUJ YUHTEIHCKYIO NESATEIFHOCTD TOJIBKO B
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1963 romy, xoraa ycrmex mepBoro omyonmkoBaHHOTO poMmana «Kosutekmmonepy («The
Collector’) mo3BoONHII €My BCEIIEI0 MOCBATUTE ce0st TBopuecTBy. K aToMy Bpemenn Da-
yA3y OBIJIO YK€ OKOJIO COPOKa, OH UMEJ OCHOBATENBHBIN JKN3HEHHBIN OTIBIT, €T0 B3TIIS-
I6I C(OPMHUPOBAIUCH; OTPEACTIIINCH U TONMUTHYeCKHe cuMnatui. OH — yOeKIeHHBIN
MIPOTHUBHUK aHIIIMACKUX KOHCEPBATOPOB, €MY OJTU3KH B3IJISIIbI JISHOOPHCTOB (X JIEBOTO
kpbuta). dayns Ha3pIBaeT ce0sl «COMUAIBHBIM AEMOKpaTaM», CTOPOHHUKOM «aHTJIHIAC-
KOTO COITMAIN3Ma», 32 BO3POXKACHNE KOTOPOTO OH «H BBICKA3bIBAETCS, UMESI B BUY, UTO
KaluTaIn3M HEM30eKHO u3kuBeT ceds. Dayn3 moamep:KkuBaeT IBMKECHNE «3EICHBIXY,
BBICTYHAIOIINX 32 COXPAaHEHNE TPUPOJIBI.

B cBomux scTeTMdeCcKUX MPUHLIMIIAX OH OPUEHTHPYETCS Ha KIACCHYECKHE TPaJIn-
LIMH, BBICOKO LIEHUT PEATUCTHYECKOE NCKYCCTBO, CUUTAET €T0 CBS3b C KU3HBIO HEMpe-
XOJIAIIEeH IEHHOCTHIO, OPTaHUYECKH COYeTasi CBOIO MPUBEPIKEHHOCTH KIIACCHKE CO CMe-
JIBIMA XyJI0’KECTBEHHBIMHU SKCTIEPIMEHTAMHU POXKAAIOIIETOCS TIOCTMOIEPHU3MA.

I'ymMaHu3M cocTaBiisieT OCHOBY MHUPOBO33PEHUYECKUX MO3UIMNA nucarens. dayns,
CUWTAET, YTO JINTEPATypa JOKHA COEHCTBOBATH JYXOBHOMY COBEPIIIEHCTBOBAHHIO Ue-
JIOBEKA, OBITh Cephe3HON M T'yMaHHOH. OH npuIaeT 00JIBIITOC 3HAYCHUE dTHICCKOMY Ha-
yairy B TBopuecTBe. Kputuku nucanm o daynse Kak o mrcarene, BOIUIOTHBIIEM B CBOMX
MIPOM3BECHHUSIX dTHUECKHE HOPMBI JTydIInX 00pa3ioB MUPOBOH JuTeparypsl. Paboras
B pa3HBIX XaHpax, Payn3 ¢ HauOOIBIICH TTOTHOTOW MPOSBUI 0COOEHHOCTH CBOETO Ta-
JIaHTa KaK POMaHUCT. POMaHHBIHN xKaHp OH LEHUT U KaK «BO3MOXKHOCTh BBIPA3UTh CBOU
B3IUIA]] HA JKM3HBY», U KaK (pOpMy BO3AEWCTBUS HA AYXOBHYIO M HPABCTBEHHYIO KU3HBb
oOrmiecTna.

Benen 3a «Komneknmonepom» B 60-¢ TT. mosiBIIHCH poMaHbl «BomxB» («The
Magus”, 1965, nepepaborannsiii Bapuant 1977), « Kenmmuna dhpaHITy3CKOTO JICWTCHAH-
ta» («The French Lieutenant’s Woman”, 1969). K aTomy ke Ieproay OTHOCUTCS U €r0
kaura «Apucrocy (“The Aristos”, 1964), B kKoTopoil comepKarcs Cy>KICHUS U MBICTH
110 mpobaemMam Grrocoduu, HCKYCCTBa, THKH. DTO CBOETO POAA «aBTOMOPTPET XYIOXK-
HUKa», TO3BOJISIONINIA YUTATEI0 COMPUKOCHYThCS C KPyroM BoiHyronmx Pays3a Bor-
pPOCOB. 31eCh BBICKAa3BIBAETCSI MBICIH O TOM, YTO OCHOBOM TBOpYECTBA OJDKHA CTAaTh
geTKas Qrrocodckas U dCTeTHUECKas KOHIENHs. B 0OHOBIEHHON pelaKkIuyu KHUATA
«Apucrocy 6puta mepensznana B 1980 . B 70-e 1. 611 ommyOnukoBaHb! «bantHs u3
geproro aepea» («The Ebony Tower”, 1974) u «/laamsn Maptun» (“Daniel Martin”,
1977), B 80-¢ — «ManTtucca» («Mantissa”, 1983) u «Marrom» (“A Maggot”, 1985).

JIBa mpowm3BeneHHs Cpeau MHOTHX MIEJEBPOB MHPOBOW JIUTEPATypbl Ha3bIBAeT
®dayn3 0cob0 3HaUNMBIMU 111 cedst — «Omuccero» [omepa u «bypro» Lllekcmpa. O6
ATOM OH MHUIIET B 3cce «OcTpoBay; «Ommcces», 3TOT MePBhIi pOMaH, 3aKIII0YacT B ce0e
BEYHBIE TEMBI — CTPAHCTBHS 110 JKU3HU U MyTEIIECTBUS B TITyOMHBI caMoTo cels, TeMy
MOVICKa M CTPEMJICHUS K TO3HAHUIO OKpyskatomero. B «Oauccee» dayms3 ocobo Bbiie-
nseT smu30f ¢ Kanumco, TuieHHUKOM KOTOPO Ha TIPOTSHKEHUH CEMH JIET OKa3bIBaeTCs
repoii, monaaaronuii Ha octpoB Orurnio. 31ech B TPOTE, YBUTOM BUHOTPAIHBIMH JIO-
3amu, ckpeiBasia Kamumco Opamcces OT BCEro OCTalbHOTO MHPA; 371€Ch, TUIEHEHHBIN ee
yapaMu, 0CTaBaJICsl OH JIOJTHE TOMbI, HO HE 3a0BLI CBOCH POAMHBI M BHOBb BEPHYJICS B
MHUP KU3HHU, TPOJIOJKUB CBOM MyTh K pojHoM UTake.
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Mudonorema «0CTpoBa» COCTABISET HE TOJIBKO SAPO MPOCTPAHCTBEHHO-BPEMEH-
HO# opranm3arnun «Kosekimonepay, HO U (GOPMUPYET CMBICIIOBOE ITOJie pomaHa. [ep-
METHYHOE TIPOCTPAHCTBO MO/IBaja, B KOTOPOE Irepoii MOMEIIaeT CBOIO TNIEHHHUILY, BBIPBI-
Bas ee He TOJIBKO M3 MPOCTPAHCTBA (PU3MUYECKOTO, HO M M3 KYJIBTYPHOTO TIPOCTPAHCTRA,
TeHETHYECKH OPTaHMYHOTO JUTS HHTEIUICKTYalIKi MUpaHbl, IpoerupyeTcs Ha Mu(oo-
TeMY «OCTPOBa, KIIACCHUECKOTO YTOIMMYECKOTO MTPOCTPAHCTBA. B yTonmsx, oraeneHHoe
OT BCET0 HECOBEPIIIEHHOTO, HEUCIIPABUMOTO «TPEITHOT0» MHUpPA, IPOCTPAHCTBO OCTPOBA,
CHUMBOJIM3UPYET NCKITIOYUTEIHHOCT COIMAIBHOMN WMIUIHY, BRICTPAUBAEMOM HA HEM.

B pomane ®ayinza — NpUHIMIIMAIBHO Apyras IpoCTpaHCTBEHHAs ujaeonorus. Uc-
KyCCTBEHHO CKOHCTPYHMPOBAaHHOE MPOCTPAHCTBO MOABANIA — KOCTPOBA» MPOTHBOCTOUT
OpPraHNYHOMY, €CTECTBEHHOMY, IIPEKPACHOMY KaK CBET COJIHIIA, 30JI0ThIe BOJIOCH Mu-
paHmbl, CHSIHHE KPAacOK Ha XOJICTaX, Y30pbl Ha KPBUIBAX MOpXaommx 0abodek, mpo-
CTPAHCTBY PeaJIbHOTO MHPA, BHICTPAaNBasi KOHIENTYAIbHYIO MO/IETh AaHTHY TOTIHH.

[IexcriupoBckas «bypsi» BocripuHuMaercs: Payii3oM Kak Mbeca 0 TOPIKECTBE HC-
TUHHOW KyJBTYpHI HaJ O€3MyXOBHOCTBIO, OJAropoficTBa M HPAaBCTBEHHOCTH HAJl MHH-
MBIMH IIEHHOCTSAMH. [ TTyOOKHH CMBICT MMPHUOOPETAET B ATOU CBA3H 00pa3 «OCTPOBa» U
MOTHB «IIPEOBIBAHUS HA OCTPOBEY.

I'epou mexcniupoBckoit «bypu» ToXKe OKa3bIBAIOTCA Ha OCTPOBE, TJI€ MYJPHIM BOJI-
mebuuk [Ipocmepo, 00y3apiBas aSronCcTUYECKIE MMOOYKICHHUS U B caMOM ceOe, U B JIpy-
T'UX, IOMOTAET JIOAAM OOpeCTH paBHOBECHE, OIIYTHUTHh KpPacoTy Mpuponbl. [oBops o
«bype», ®ayn3 ormeuaet: «HactosimuM oCTpOBOM B TIbeCE SABJISIETCS Hallla IJIaHETa B
0ECKOHEYHOM OKEaHe BCEIIEHHOW.

Ha yrommdeckoe mpocTpaHCTBO OCTpoOBa, Ha KoTopoM maput [Ipocmnepo, Ha ero co-
KpOBHII[A, B YUCIIE KOTOPBIX €r0 peKpacHas 104 Mupanaa, mocsraeT OTBpaTUTENbHBIN
mukaph KammbaH. DTy CIOKETHYIO CUTYaIlHIO TIPOCITUPYET Ha CBOU crovkeT Dayns, moi-
HOCTBIO BOCTIPOM3BO/IA €r0 B CBOEM pOMaHe, MpHaaBas € KyJIbTypOJIOTHYECKYIO TPO-
onemaruky. Heciydaiino Mupanma ymopso 30BeT Kiterra-®Oepaunanna Kaandanom.

Poman «Kommeknumonepy MIpeacTaBiIseT coO0 IMOCIeAOBaTEIBHYIO aJUTIO3UI0 K
LIEKCITUPOBCKOM JipaMe-ckaske «byps», BOCTIPOU3BO/IS €€ XPOHOTOI; UIEOJIOTMUeCKUI
KOH(IIMKT KyJIBTYPBI M HEPa3BUTOCTH, TNKOCTH; CUCTEMY mepconaxeii: [Ipocmepo (xy-
TOKHUK-HACTaBHUK MUpaH/IbI, K KOTOPOMY OHA O0OparaeT CBOW THEBHUK), Mupanma u
Kiterr-Kamm6an. [llexcriupoBckas «byps» BBRICTpawBaeT HE TOILKO aJUTFO3MBHBIA (HOH
pOMaHa, HO | SIBJIIETCSI OCHOBHOM MHU(OIOTEMOH, KOHCTPYHUPYIOIIEH BeCh pOMaH.

Hepaszsurocts yma u cepaua @penepuka Kierra, ciienapiiero cBoeil mieHHUIEN
npenecTHyro MupaHy, CTaHOBUTCS IPUUMHOM ee cMepTu. Kiierr, HaTypa opauHapHasi,
OT TIOJUTMHHOM KyJBTYPBI M 3HAHUH caMHM 00pa3oM KH3HU OTOpBaHHAs, HA BHIUTPAH-
HBIE UM JICHBI Y TTIOKYTIAET JIOM, B ITOJ[BAJIE KOTOPOTO JIEPKUT MOXHUIIEHHYIO UM JIEBYIIKY.
Krerr nageercs 3aBoeBaTh ee 6IaroCKIOHHOCTh, TOTOB BBITIOIHSTH JIIOOBIE €€ JKEeTaHus,
HO JIMIIAET €€ CBOOO/IBI 1, CaM TOTO HE JKelas, CTAHOBUTCS HE TOJIBKO €€ TIOPEMIIUKOM,
HO W YOWHIICH.

B pomane nmpoTHBOCTOST Ba MHpa, BE TO3UIINH, /1Ba THITA MBIIIUICHNA. MupaHia
— BOIUIOIIEHHE JKU3HU, HATypa TBOpYECKas, spKas, ITyOOKO MBICIAIIAsL, TOHKO YyBC-
TByromas. Kierr Bo BceM MPOTHBOIIONOXKEH €i, TIOTOMY BCE €T0 CTapaHus He MOTYT
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yBeHUaThCs ycnexoM. Ero gom — ocTpoB cmepTtH, a Mupania cTpeMHUTCS K JKU3HA U
ceety. OHa U cama U3Ty4aeT cBeT, Ho Kierry He JaHo 3TO MOHSTH.

JIBa rojoca 3Bydar B poMaHe: iepBasi 4acTh HamncaHa oT jgura Kierra, Bropas — B
dhopme mueBHMKa MupaHasl. COOBITHS M (aKThl — OMHU U TE YK€, HO OCBEIICHBI OHH
COBCEM I0-Pa3HOMY.

Uro kacaercs aBTOPCKOW OIIEHKH MPOUCXOAAIIETO, TO B TEKCTE pOMaHa OHA HE
npeactapieHa. @ayn3 nu3dupaeT s ceds MO3UIINI0 HAOMIONATEIS, OCTABIISIS YATATEITIO
BO3MOYKHOCTH CaMOMYy pa3zo0parbcs B (haHTACMaropuy KECTOKOCTH M yKaca, KaKUMHU
obopaumBaeTcst OOBIICHHOCTD.

B xnure «Apucroc» @ayn3 numet: «KIierr, moXuTuTesib, COBEPIIMII 3JI0; HO 5
CTPEMMUJICS TI0Ka3aTh, YTO ATO 3JI0 B 3HAYUTEIHHOW YacCTH, OBITh MOXET H IEJINKOM,
€CTh Pe3yJbTaT II0X0T0 00pa30BaHus, OOBIICHHON CPEe/Ibl, CHPOTCTBA: BCETO TOTO, HaJ
4yeM oH He BosieH. Kopoue, st mpITancss ycTaHOBUTH (DAKTHYECKYIO HEBUHOBHOCTH boitb-
[TMHCTBAY.

®dayn3 HacTOsUT, YTOORI cireayromuM (B 1964 roay) BeImenr cOOpHHUK dcce «ApwHc-
TOC», B KOTOPOM THCATENb MOMBITAJICI 00BICHUTH 3HaueHue «Komnekmonepa» u pac-
KpBITh CBOM STHYECKHE YCTAaHOBKH B «Apmcroce» aBTop mpeacTaBmil ceOs myOnmke
KaK SK3UCTEHIMAINCTA, aTeucTa u coruanucta. OQHON U3 TIaBHBIX MPOOJIEM CBOETO
Bpemenn Dayi3 BUIET HEPABEHCTBO B OOIIECTBE, M3 KOTOPOTO MPOUCTEKAECT MOHATHE
«HEMO» — OCO3HAaHWE YEeIIOBEKOM COOCTBEHHOW HE3HAYMMOCTH, KOTOPOE M TOJKAeT 4e-
JIOBEeKa Ha MPECTYIUICHNS, ABIISIONINECS TOMBITKOW caMOyTBEpAUThCA. [lpyTas BeIABH-
nytast Payn3oMm uaes — 0OBEKTHBHO CYIIECTBYIOIIEE MPOTHBOCTOSHUE HemHormx m
MHoOrux, HHTEIEKTYalbHOIO MEHBIIUHCTBA U BCeX OCTalbHbIX. 10 MHeHuI0 Dayn3a,
9TO HEM30€KHOE 310, SABISIOUIEECS CISICTBHEM TOTO, YTO JIFOAW HEOAMHAKOBBI, U TIO-
poKIaroniee HepaBeHCTBO B oOrmiecTBe. Pemenne dayn3 BUIUT B oco3HaHUM HemHO-
TUMH CBOEH OTBETCTBEHHOCTH, YTO MOXKHO PacCMaTpuBaTh KaK YTOIHIO B CHITY OOIIHX
3aKOHOMEpHOCTEH denmoBedeckoro ObITHs. «Kommeknnonep» Obl1 coznan dayn3om Kak
WUTIoCTpanua KOHGIuKTa Mexxay HemHornmMu 1 MHOTHMH, KOTOPBIX OJHIIETBOPSIOT
JIBa reposi poMaHa, U OyHTa «KHEMOY.

Tema 60pbOBI JKU3HN U CMEPTH, PasyMa M ThMbI HEpa3yMusi, KpacOThI U yTHIUTapU3-
Ma, KyJIbTYphl ¥ [UBIJIN3AIIMH, pa3BUBaeTCs B caMoM mepBoM pomaHe Daymza «Kom-
JIEKIIMOHEP», MPOIOIDKAsl B TEX WM MHBIX aclleKTaxX 3By4aTh W B MOCIEAYIOIIUX €ro
MIPOM3BECHHSIX.

«Kenmuna (panIy3cKoro JIeHTEeHaHTa» HaMCaHa B TPAJAWINN BHUKTOPHAHCKHAX
pomanoB XIX B., U BMECTE C TEM 3Ta TPAJAUIIMUS [IE€PEOCMbICIIEHa B UPOHUYECKOM KJTIO-
Ye C MO3UIUH PEISITUBHOTO MHUPOIIOHMMAHHUS MOCTMO/IEpHA. BUKTOpHaHCcKas MoAens
POMaHHOTO MPOCTPAHCTBA, OKA3BIBACTCS BKIIOUEHHOW B TOCTMOIEPHUCTCKHUN TUCKYPC:
pacnpocTpaH€HHBIN enie B uTeparype [IpocBeleHns CIOKeT «O0 Majlen IeByLIKe —
BBIBEPHYT HAaM3HAHKY, CMOJIEIIMPOBAH €10 CAMOM, TAK)Ke KaK U COI[HAIbHBINA OCTPAKU3M,
BBI3BIBAIOIINH Y HAMBHOTO YATATENS TAKYIO JKaJOCTh M BKIIOYEH B UTPOBOE TIOJIE pOMa-
Ha, 3aBEpIIAIOIIETOCs Cpa3y psAaoM (GHUHAJIOB Ha BEIOOP.

N mono6HO Tomy, kak dayi3 mpepocTaBiIsieT CBOOOTY CBOMM T'eposiM, OCTaBIIAA 32
HUMH TIPaBO BEIOOPA, OH W YUTATEIIO OCTABIIAET BOBMOKHOCTD CAMOMY «IIOITUCATH)» PO-

198



MaH, CUUTAas], 9TO THCATENb HE MOXKET, J1a M HE JOJDKEH OBITh PaOOM HEKOW CIOKETHOMN
mofend. dayn3 pemuTensHO pa3phIBaeT 3[ECh CBSI3U JIETEPMUHI3MA, Pa3pymas camy
WJCONOTHIO W METOAOJIOTHIO BHUKTOPHUAHCKOTO peajn3Ma M MOJENb BHUKTOPHUAHCKOTO
poMaHa B JTyXe TIOCTMOJEPHUCTCKOTO MOHUMAHUS «CEMaHTHKH BO3MOXXHBIX MHPOBY,
XapaKTEPHOU IS SCTETUKH U UICOJIOTHH TTI0CTMOCPHU3MA.

«KenmHa QpaHITy3cKOTO JISHTEHAHTa» — HE TIPOCTO POMaH, aJLTIO3UBHBIN K JTH-
Teparype, KO Bcel KylIbType BUKTOPUAHCKOH 3ITOXH, BKITIOUAst CTHIIUCTHKY €€ XyJ0KeC-
TBEHHOTO MBIIUIEHUS. ET0 MOYKHO BOCTIpHHSATH KaK ITOCIIEOBATENbHYIO CTHIIN3AIINIO,
JIETAIbHO BOCIIPOM3BOMAIIYIO CTHJIb BUKTOPHAHCKOW TMPO3bI, 0COOEHHO €€ JOTOIIHOE
ObITONTHCAHHE.

DTOT pOMaH — CBHICTEIBCTBO TITyOOKO# t00BH Dayi3a K KyJbType BUKTOPHAHC-
KO 3ITOXH, BOCXHIIEHHS €€ TOCTIKEHUSIMH, YBAKEHUS K MaCTEPCTBY €€ KIIACCHKOB, U
B TO K€ BpeMS 3TO BUPTYO3HOE OOHOBJICHHE €€ CTHIISA, 0COOEHHOCTH KoToporo Paymi3
CTOJIb TOHKO OIIYIIAET U MEPeacT.

CroneTne oTAENSAET BpeMsl JeHCTBHS pOMaHa OT BPEMEHH ero HamucaHus. TouHo
Ha3BaHa JaTa, KOTOPOH OTKPBIBAIOTCS COOBITHS, — «KOHEN MapTa 1867 romay». JTo me-
peXomHOe BpeMsI B HCTOpUH AHIJINH, KOTAA y)Ke U3KUBATH ceOs, OOHAPYKUBasi CBOIO
HECOCTOSITENTHOCTD, CTaphle MPEJCTABICHUS O MUPE W YEIOBEKEe, HO HOBBHIE €Ile He
c(hopMUpPOBAINCH, KOT/Ia TTOJT TIOKPOBOM BHEUTHEHW CTAaOMIBHOCTH 3peiH IepeMeHbl. B
pOMaHe 3TO TIepeIaHo CIOBAMHU: «COMIIACh C ITyTH BCSl BUKTOPHAHCKAA d1oxay». JlyXxoB-
HEIH TIEpEsIOM TIEPEKUBAIOT U Tepou pomana — Yapim3 Cmutcon u Capa Bympad. Kax-
IIBIA U3 HUX CTPEMHUTCS K OOPETEHHIO CBOOOIBI M CBOCH MOMITHHHON CyImHOCTH. Yapi3y
MIPETUT «YAYIUIHBasi ONAarompHCTORHOCTB» €r0 OKpYyXeHHs u ero smnoxu; Capa cTpe-
MHTCS K He3aBUCcUMOCTH. Cynp0a, cOMM3MB WX Ha KAaKOW-TO MOMEHT, TAWT B ce0e MHOTO
HeTIpeIcKa3yeMoro, Kak U XapakTep IMIaBHO#M reponHu. He cirywaitio B ¢hnHame pomaHa
Qayn3 mpeTaraeT HECKOJIBKO BAPHAHTOB BO3MOYKHBIX KOHITOBOK. OMHAKO IJIaBHOE B
Cyib0e KayKJ0T0 U3 TePOEB COCTOSIIOCh — OHM HE CMUPWIIHCH TIepe]] AeTEPMUHUPOBAH-
HOCTBIO, YTBEP/IMB CBOE MPABO Ha COOCTBEHHBIN BBHIOODP. YTBEpKAECHUE JTMYHOCTH CO-
CTOSIOCK.

B «Kenmune (paHIry3ckoro JIeHTEHAHTa» MHOXECTBO JINTEPATYPHBIX AJITIO3HH,
MIPSIMBIX M KOCBEHHBIX MEepekIndek ¢ pomanamu J[ukkenca, OcteH, Tpomoma, [apay,
Jx. Daunor.

OCc00EHHO OYEBHUIHO CTHJIMCTHUYECKAs OTM30CTh poMaHa ¢ POMaHaMU IO3THETO
BuKTOpHaHIa, tupuka T. lapan. O6pa3 Capsl 61m30K TakuM repoussm ['apan, kak FOc-
Tacust Boit, Tace n1'9pbepsuimib, Coio bpaiiaxen.

«Kenmuna (QpaHITy3cKOTO JEHTEHAHTa» B ITOJHOM CMBICIIE COOTBETCTBYET OIpe-
JIEJIEHUIO «aJUTIO3UBHBINA poMan». OH aJUTIO3UBEH 10 OTHOIICHHIO K BUKTOPHAHCKOMY
pOMaHy KaK TaKOBOMY, OJTHAKO BUKTOPHAHCKAs TPAJANLINS, KAK BUKTOPHAHCKOE 37PaBO-
MBICITHE TIEPE0CMBICIIEHBI TOCTMOJIEPHUCTCKHA UPOHUYHO.

®ayn3 ObLT HE TOJIBKO MPAKTUKOM, HO M TEOPETUKOM JKaHpa pomaHa. Teopetnsupy-
€T OH He TOJBKO B CIIEIIHAIBHBIX 3CCE, HO U HA CTPAaHUIIaX caMux pomanoB. CoBmere-
HHUE XyJT0KECTBEHHOTO MTPOCTPAHCTBA C TEOPETHU3UPOBAHUEM Ha €r0 CUET, TOXKE B TyXe
MTOCTMO/IEPHHU3MA.
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K Bompocy o pomane kak xaHpoBoit popme Dayn3 obparmaercs B «Marrore». 31o
MIPOM3BECHUE HAMMCAHO B Ayxe poMaHoB Jledo, ero codbiTus otHecensl k. X VIII B, a
tTouHee — K 1736 1. [lepeuncieHs COOBITHS, IMEBIIIHE MECTO B IEUCTBUTEILHOCTH TOTO
BpeMeHH (Ka3HH, IOXKAPHI), B TEKCT BKITIOUAIOTCS BBIZCPKKHU U3 KYPHAJIOB, IPUBOIATCS
KOPOJIEBCKHE YKa3bl, UMEBIINE XOXKICHNE KyIWHAPHBIE PELENTHI, TAIOTCS MOIPOOHBIE
OTIHCaHUs TyaJIeTOB, OOBIYAEB.

B ocHoBe cioxeTa — pacckas o MOe3Ke M0 CTPaHe MOJIOAOTO YeIOBeKa, apUCTOK-
para bapronombio. Bocco3naercst kapTuHa 3TMOXH, CTHIIb TOBECTBOBAHUS, S3BIK IEp-
coHaxel cruinzoBanbl «1oj XVIII Bek». B ominume ot «BuUKTOpHaHCKON» «XKen-
IIMHBI (PPAHITy3CKOTO JIEHTeHaHTay, «MAITOT» aJUTIO3MBEH M0 OTHOIICHUIO K POMaHy
MIPOCBETUTENIECKOMY, BKITIOYAsi XapaKTEPHbIE JUIsI HETO aBTOPCKHE TEOPETHYECKHE OT-
CTYIUICHUS, peiaeKcupyromye 1mo moBoLy CaMOTo MOBECTBOBAHUSA. B TEKCT BKIIIOYEHBI
paccykIeHusI 0 BO3MOYKHOCTSAX pOMaHHON (pOPMBI, KOTOpask TaWT B ceOe caMble HEOXKH-
JTAaHHBIE BOBMOYKHOCTH M BCAKHIA Pa3 MOXKET MOPOJAUTH HEYTO HOBOE, TOAOOHO TOMY Kak
«MATTOT» (YTO O3HAYACT «JIMYMHKA») TPOU3BOANT Ha CBET BCAKHM pa3 HEmpezcKasye-
Moe HeuTo. PunocopuaHOCTs poMaHa — ToXKe TaHb [IpocBemnieHmro.

[Ipobneme COOTHOIIEHUSI MCKYCCTBA M JCHCTBUTENBHOCTH TOCBAIIEHA ITOBECTh
«bamHs U3 yepHOro JepeBay. 3mech ke 00CYKITaeTCsl BOMPOC O CBOCOOPa3uH HAYKH
1 UCKYCCTBa M MX QYHKIHAX (T1aBa «VckyccTBO 1 Haykay): «FICKycCTBO, maxe caMmoe
MIPOCTOE, €CTh OTPAKCHHE WCTHH, CIUIIKOM CJIOKHBIX, YTOOBI OBITH BBIPAKEHHBIMU
Haykoit». To obmiee, 9To cOMMKAET YUYEHBIX M XYIOKHHUKOB, COCTOWUT B CTPEMIICHUU
K UCTHHE, HO €CIIM MHp HAayKH — 3TO MHpP pa3yMa H JIOTHKH, TO B MHAPE MCKYCCTBa MX
TOCIIO/ICTBO HEBO3MOXKHO. FICKYyCCTBO CBSI3aHO € YEJIOBEUYECKOM AYLIOW U HE OAAAETCS
aHaJIM3Yy CpeCcTBaMH HayKH. VICKyccTBO BCer/ia OCTaHEeTCsl CaMbIM COBEPILIEHHBIM CIIO-
cOOOM YeIIOBEYECKOTO OOIIEHUSI.

B pomane paszBuBaeTcs MBICIb O HEPACTOPKUMOCTH MCKyCCTBA M KHU3HH. lIpoTn-
BOTIOCTABJICHBI /[BA XYI0XKHHKA, JBA THIIA JIMYHOCTH — a0CTpakIUOHKUCT J9Bua Yiuib-
sIME U OPraHUYeCKU CBA3AHHBIA C MPUPOJIOHN, KU3HBIO, HE YTPATUBIIUN CBEXKECTU U
MOJHOTHI BOcTpusiTUsl peanbHocTu ['eHpu bpeciu. J[ByXIHEBHBIN «J1€IOBOM BU3UT»
Bbpecau B mup Yunbpamca cTaHOBUTCA JIJI HETO LIKOJIONW camornio3HaHus. Berpeuatores
XYIO)KHUKH Pa3HBIX MTOKOJICHUH M pa3HON MHPOBO33peHUCCKON opueHTanuu. OKa3aB-
ITUCH B TIOMECThe bpeciu, )KUBYIIETO B THIIHN JICCOB U TOJICH, B OOIIICHUH C IPUPOJIOH,
YunpsiMMC HauWHAET ONIYIIAaTh, KaK ATOT MHP BTATHUBAET €ro B cels, TUIEHSIET CBOSH
KpacoToH, 3aBOPAKUBACT MPUCYIIUM €My OdapoBaHHWEM M TaliHO#. CMOTps Ha TOJOT-
Ha bpecnm, Gecemyst ¢ HUM, OH BIIEpBBIE TOHUMAET, YTO ITOTOHS 32 MOJIOW 00epHYyIIach
yTPaTON MCTUHHBIX MEHHOCTEH. AOCTPAKIINHU IMOAMEHIUIN JKU3HB, & CaM OH, KaK 3TO U
MTOJTBEPIKAAETCS TOCIEYIOMUMHI COOBITHAMH, CTaJl HAaBEKH UX IIEHHUKOM. OH HE MO-
JKeT HayaTh HOBYIO JKU3Hb, OTKa3bIBaeTcsa oT Jnansl. Bpems caenano csoe aeno. O He
MOJKET CAENaTh MPaBUIBHBIN BEIOOD, IPEAIIOUUTAS TTOKOI N3BEJAHHOTO U TIPUBBIYHOTO.
SIpkme kpacku mpeKpacHoro U cBoOogHOrO Mupa bpecnu He mist Hero. OH oOpedueH Ha
CyIIeCTBOBaHHUE B OaIllHe U3 YEPHOTO JIepPeBa.

TopuectBo daynza — ogHa U3 caMbIX SIPKUX CTpPAHMUI] B JuTeparype AHDMuU. B
MIPOM3BECHHSIX MTHMCATENS MTOCTABICHBI OOJBIINE MPOOIEMBI, BAKHEHIIAs Cpeau KOTO-
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pBIX — TIpobIeMa COOTHOMICHUSI UCKYCCTBA M KU3HU. Dayn3 TpaKTyeT NCKYCCTBO Kak
OJIMH W3 BaKHEHINX CIIOCOOOB MO3HAHUS M MHTEPIPETAINH KU3HU, OH CUUTAI, YTO
MTOJUTMHHBIE TIPOU3BEIEHUS NCKYCCTBA MOTYT OBITH CO3/IaHBI XY0KHHKOM CBOOOIHBIM
n gecTHBIM. K 3TOMY maeany qomKeH CTPEMHUTCS HACTOSIINNA XyAOKHHUK.

Emgé ctynenrom B Oxchopme daymn3 uchpITan cCuiIbHEHIIee BIUSHIE (paHITy3C-
KHX 3K3ucTeHnuaincToB — Caprpa u Kamio. VX uaen o HeCOBEpIIEHCTBE MHUPa, O CBO-
0071 TMYHOCTH, KOTOpasi OMHOBPEMEHHO SBIISETCS BBLIAIOIIUMCS OJIarOM M TSHKKHUM
OpemeHeM, U 0 HEOOXOMMOCTH CaMOCTOATEIHHO IPUHUMATD PEIICHHs, HECTH OTBETC-
TBEHHOCTh 32 HUX M MCKaTh CBOE MpeaHa3HadeHue, TryOoko mosnusim Ha PDaynsa u
MIPOXOMST CKBO3b ero pomaHbl 1960-x. I'epon «BonxBa» n «KeHIMHBI (paHITy3CKOTO
NeTeHaHTa» B KaKOW-TO MOMEHT OKa3bIBAIOTCS Ha PacIyThe, KOrJa OHHM JOJKHBI pe-
IIUTh, TPOIOIDKATH JTH OOBIACHHYIO JKU3HD WM CIIEZOBaTh YyBCTBY, BO3MOXKHO, OTKa-
3aBIIMCH OT CBOEH COIMAIBHOM POJIH, HO MO-HACTOSIIEMY pEaTn30BaB ceosl.

[IpousBenenns Payn3a — poMaHbl, MOBECTH, PACCKa3bl, 3CCE — IIPH BCEM MHOT000-
pasum TeM U 00pa3oB, 60TaTCTBE MPUEMOB XYI0KECTBEHHOTO N300paKeHUST 00heIHe-
HBI KJTFOUEBOH JIJIST €r0 TBOPUECTBA MPOOIEMOii: 00peTeHrne CaMOCO3HAHUS KaK HE00XO0-
JIMOTO YCIIOBHSA JUTSI TOCTHOKEHHS cBOOOABI. [locTikenne cBoei CynHOCTH TOMOTaeT
OpPUEHTAINY B MUPE U PACKPBITHIO BOZMOKHOCTEH TUYHOCTH. [Ipeosoienne KocHoro,
apXamgHOTO, TEMHOTO, YTO MPHUCYIIIE YETIOBEKY, OTKPHIBAET BOSMOKHOCTH JJISI IPHOO-
IICHHA K KU3HHU, KpacoTe, TyMaHHOCTH.

Pomansbl u noBectu k. daynza, He Tepsiss TYMaHUCTUYECKUX OCHOBAaHMM, ONOPbI
Ha TIEPBUYHBIE dTUYECKHE MMOCTYJAThl YeIOBEUECTBa, SIBISIOTCS OAHOBPEMEHHO TBOP-
geCcKoH Jaboparopueil HOBAIMM POXKAAIOIIETOCS TOCTMOACPHU3MA C €r0 MHTEPTEKC-
TyalbHOCTBIO, HEJTMHEHHOCTHIO, PA30MKHYTOCTBIO TEKCTYaJIbHOTO IPOCTPAHCTBA B Xy-
JO’KECTBEHHBIE MHUPBI BEJMKUX IPEINIECTBEHHUKOB — KypTYa3HBIX MOJTOB, BEITUKOTO
[lexcrupa, MPOCBETUTENEH, OCHOBATEIbHBIX BUKTOPUAHIIEB, M3BICKAHHBIX Tpepadas-
TUTOB. [ TaBHBIM e, KOHCTUTYHPYIOIINM MPUHIIMIIOM BCEH MPO3bl aHTIIMHCKOTO TIHCa-
TeJIsl, 9b€ TBOPUECTBO OOBEANHACT ATIOXH JINTEPATYPHOTO TPATUIIMOHAIA3MA H TIOCTMO-
JIepHU3MA, SBJISETCS aJUTIO3UBHOCTD, KaK CBA3YIOIIEE 3BEHO JTUTEPATyPHOU TPATUIIH U
HOBAIIWN.
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The article aimed to identify Shakespearean presences in the novel Ulysses by James
Joyce. Thus, there has been realized a parallel with the play Hamlet by William Shake-
speare, identifying similarities between the characters, common motives, thematic and tex-
tual correspondences. There Hamlet have been mentioned various similarities with the
Shakespearean protagonist, Shakespeare’s influence being particularly evident through
this play. Thus, there were established a variety of connections between Shakespeare’s
most famous play and Joyce’s most famous novel.

Key-words: play, novel, influence, parallel, similarity, thematic correspondence, Shake-

spearean.

Personalitatea si opera lui William Shakespeare reprezinta astdzi unul dintre cele
mai relevante aspecte din textele lui James Joyce, in special in romanul Ulise. Acest lu-
cru nu ar trebui sa fie surprinzator, deoarece Shakespeare nu a fost doar o influenta pen-
tru Joyce, ci aproape o obsesie. Joyce 1i acorda lui Shakespeare unul dintre cele mai in-
alte locuri din istoria sa personala a literaturii. Cu o anumita ocazie, Joyce mentioneaza
relevanta si semnificatia fiintei sale la fel de batrane precum era Shakespeare cand aces-
ta din urma a scris Hamlet.

Prin urmare, alaturi de Odiseea, Ulise al lui Joyce face cele mai directe si sustinute
aluzii la Hamlet al lui Shakespeare, care este una dintre cele mai citite si cercetate piese
din istoria literaturii engleze.

Shakespeare a creat un personaj care este o enigma si, in acelasi timp, un personaj
care atrage atentia datoritd conexiunii pe care o creeaza cu publicul sdu. Nu este de
mirare cd piesa lui Shakespeare si Shakespeare Insusi, au reprezentat un mare interes
pentru James Joyce.

In ceea ce priveste corespondentele tematice cu Ulise, putem lua in considerare asa
aspecte ca: uzurparea, mahnirea pierderii unui parinte, fiind bantuitd de fantoma unui
parinte, viclenia, constiinta si infidelitatea conjugala.

Astfel, Shakespeare este prezent pe tot parcursul romanului, prin aluzii, afirmatii
indirecte si diverse sugestii tesute in text ca un puzzle, fiind in acelasi timp complicat,
interesant, curios si impresionant pentru cititor.

Un punct de referinta, poate servi Capitolul 9 al romanului, un capitol complicat
(la fel ca toate celelalte vor spune cititorii); episodul respectiv avand loc in Biblioteca
Nationalad din Dublin de la ora 14:00.pana la 15:00 si unde Stephen explica in continu-
are teoria sa despre Shakespeare si Hamlet.
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Expunerea geniala, dar dificila a lui Stephen devine si mai nedumerita de faptul ca
el insusi nu crede cu adevarat in toate propriile sale teorii despre Shakespeare, sau chiar
despre Hamlet; in propriile sale cuvinte, argumentele lui catre barbatii din biblioteca
sunt o ,,sceneta”. Deci, desi capitolul nu ne spune foarte multe despre viata personala a
lui Shakespeare (in ciuda numeroaselor puncte interesante despre dramaturg), ne spune
foarte multe despre Stephen Tnsusi, in special despre obsesia lui fata de paternitate.

Capitolul incepe cu faptul ca Stephen disputa estetica, noii scriitori irlandezi si
alte chestiuni cu bibliotecarul Quaker Thomas William Lyster, directorul Bibliotecii
Nationale; John Eglinton, un influent eseist anglo-irlandez si editor al revistei de scurta
duratd Dana si cu Russell. Acestora li se alatura in curand Richard I Best, director ad-
junct al Bibliotecii Nationale.

Stephen incepe sa-si sustina teza despre Shakespeare, dar alte gdnduri interferea-
za In constiinta lui, aceasta fiind cunoscuta tehnica literara exploratd de Joyce si alti
modernisti -,.fluxul constiintei”.

In timp ce Stephen vorbeste despre seductia de citre Anne Hathaway a tanarului
William Shakespeare, o femeie cu cativa ani mai 1n varsta decat Shakespeare, Stephen
nu poate sa nu se gandeasca la propriul sdu viitor intrebandu-se cand va fi si randul lui.
Astfel, Joyce intentioneaza sa demonstreze ca Stephen nu este considerat un egal de ca-
tre ceilalti barbati; el este la fel de strdin printre semenii lui, precum Bloom este printre
ai sai. In acest sens cititorul poate observa aseméndri intre Stephen si Hamlet.

Stephen, obsedat de fantomele propriului sau trecut, inclusiv de mama sa (o parale-
1a cu Odiseea in care Ulise si-a cunoscut propria mama in Hades), crede ca Shakespeare
insusi semdna foarte mult cu regele Hamlet al Danemarcei, care apare ca o fantoma
pentru fiul sau. Si pentru a-si incepe teza, Stephen 1si imagineaza Teatrul Globe asa cum
era pe vremea lui Shakespeare.

In schema de lucruri a lui Stephen, Shakespeare insusi, pregitit de o carierd de
actor profesionist, a jucat rolul fantomei in prima reprezentatie a capodoperei sale. Mai
mult, Hamnet Shakespeare, fiul dramaturgului, daca ar fi trait, ar fi avut aceeasi varsta
cu protagonistul. Iar rolul lui Hamnet-Hamlet este jucat de marele actor tragic Richard
Burbage, cu care a vorbit chiar Shakespeare; astfel, simbolic, Shakespeare i-a vorbit
»flului” sdu despre infidelitatile sexuale ale lui Anne Hathaway Shakespeare (Gertrude).
Se pare ca cele mai importante parti ale teoriilor lui Stephen sunt concluziile sale pe care
le contureaza inainte de aparitia lui Buck Mulligan.

Una dintre aceste concluzii este ca Shakespeare nu si-a revenit niciodata din rana
emotionalad provocata de Anne Hathaway, care l-a sedus si dupa cum insista Stephen,
ulterior l-a inselat. Astfel, inainte de a deveni la moda, Joyce sustine (prin Stephen) ca
Hamlet este o drama psihosexuala: regele Hamlet, in primul rand, este un sot tradat si
abia apoi un monarh ucis. Din cauza mortii tatalui sdu, Hamlet Printul devine ,,depose-
dat”, pierderea unui camin si a unui regat egaland pierderile lui Stephen si Bloom, cei
doi eroi ale caror pozitii au fost Incélcate.

O a doua concluzie trasa in rundele de inceput ale dezbaterii in jurul lui Hamlet
vine din afirmatia strdlucita a lui Stephen ca ultimele piese ale lui Shakespeare sunt
despre reconciliere: Stephen sustine ca, pentru a fi o reconciliere, trebuie sd fi existat o
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despartire, si anume aceste despartiri din viata lui Shakespeare - printre familia si prie-
tenii sdi - pe care Stephen le ia in considerare.

Dar aparitiile lui Mulligan ofera intr-adevar o usurare comica atit de necesara din
complexitatea expunerii lui Stephen, in timp ce paginile lungi de relatari continua teme-
le majore ale lui Joyce. Marea intrare a lui Buck Mulligan urmeaza declaratia rezumata
a lui Stephen despre Hamlet, ca ,.fiul este consubstantial cu tatdl”: ” He is a ghost, a
shadow now, the wind by Elsinore s rocks or what you will, the sea s voice, a voice heard
only in the heart of him who is the substance of his shadow, the son consubstantial with
the father. —Amen! was responded from the doorway”. [2]. Aceasta inseamna ca Sha-
kespeare este atat regele Hamlet, cat si printul Hamlet si, in paralel, ca Joyce este atat
Stephen cat si Bloom in Ulise.

Continuandu-si teoria despre Shakespeare dupd Incheierea intrarii lui Mulligan,
Stephen continua sa examineze personajul Annei, care era asa cum se simte, o Penelopa
credincioasa care a rdmas la Stratford, asteptand intoarcerea sotului ei de mult absent.
Stephen reda ideea cd marea rand a vietii dramaturgului a venit dupa casatoria lui - cand
Anne l-a trddat. Dovada lui cu privire la acest punct, care a fost subinteles mai devreme
in episod, este dubld: Shakespeare nu a mentionat-o niciodata pe Anne in toti cei 34 de
ani de casnicie cu ea si i-a lasat mostenire doar al doilea cel mai bun pat al sau, dupa ce
a exclus-o complet din primul lui testament.

Prin urmare, viziunea lui Stephen despre Shakespeare cuprinde multe aspecte ale
psihicului uman si, Intr-adevar, ale sufletului: raportul dintre trecut si prezent; natura
schimbarii, care se intoarce intotdeauna asupra ei insisi si permanenta iubirii.

Practic, insd, expunerea lui Stephen este un efort elaborat de a Incerca sd-si identi-
fice propriul loc in viatd. Mama lui este moartd; tatdl sdu, desi uneori bine intentionat,
este despartit de el de un abis de temperament. Constatdm, prin urmare, ca Stephen
prezinta o serie de asemanari cu protagonistul shakespearian Hamlet.

Astfel constatam diverse prezente shakespeariene in romanul lui Joyce iar aluziile
si paralele cu Hamlet fiind doar unele din ele, printre care vom mentiona cateva. Un
aspect ar fi interactiunea sociald din Ulise, care 1l ajutd pe cititor sa faca paralele cu
piesa. Nu numai ca personajele impartasesc asemanari, la fel situatiile si decorurile fac
paralele de similitudine.

Alt moment 1l reprezinta jocul de cuvinte si unele dintre temele si motivele care se
intalnesc in Hamlet si pot fi gasite in paginile unui strain introspectiv — Stephen Deda-
lus — care isi pune la indoiala rolul in familia sa, 1n tara sa si cu el Tnsusi. De asemenea
exista o senzatie si un ton de teatru elisabetan in timpul episodului Scylla si Caribdo.

Asemanadrile din Hamlet si Ulise pot fi remarcate observand sursele si inspiratia
pentru Hamlet in contextul Angliei iacobine si elisabetane.

De asemenea, este important de remarcat criticile si teoriile care circulau despre
Shakespeare si Hamlet la Tnceputul anilor 1900, cand Joyce 1si forma ideile despre piesa
si despre personajul lui Hamlet, precum si gésirea si crearea propriilor sale surse pentru
Ulise.

Astfel Joyce foloseste motivele shakespeariene, punand personajele sale in paralel
cu personaje specifice din piesele lui Shakespeare, in special Hamlet. Desi toate perso-
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najele par sa se relationeze intre ele si mai multe aluzii, personajul Hamlet este cel mai
usor asociat cu Stephen Dedalus.

In concluzie, putem afirma cu fermitate ci influenta lui Shakespeare este evident
mai ales prin Hamlet. La aceasta piesa se face aluzie deja in primul episod din Ulise,
unde ni se oferd si rezumatul unei teorii, a carei expunere va cuprinde cea mai mare par-
te din ,,Scylla si Caribdo”. In ceea ce priveste textualitatea, Hamlet pare a fi o prezenta
mai raspandita si mai variata decat Odiseea sau orice alt text.

Drept exemplu final vom aduce un fragment emblematic din Hamlet, din monolo-
gul personajului din actul III, cunoscut prin vestita intrebare, ezitare, nehotarare de ,,4 fi
sau a nu fi” : Hamlet: To be, or not to be, that is the question: /Whether ‘tis nobler in the
mind to suffer/ The slings and arrows of outrageous fortune,/ Or to take arms against
a sea of troubles, /And, by opposing end them?—/1To die,—to sleep,/ No more,—and by
a sleep, to say we end /The heart-ache, and the thousand natural shocks/ That flesh is
heir to: ‘tis a consummation/Devoutly to be wished. To die,—to sleep,—/to sleep! [1].
Acest motiv se regaseste in capitolul 15 din Ulise ca ,,4 avea sau a nu avea”: ”’BLOOM:
There is a memory attached to it. I should like to have it. STEPHEN: To have or not to
have that is the question.[2]. Aceiasi intrebare apare intr-o alta formulare in capitolul 17
din romanul lui Joyce ca ,,4 intra sau a nu intra”, ”A bate sau a nu bate la usa” : > What
were then the alternatives before the, premeditatedly (respectively) and inadvertently,
keyless couple? 1o enter or not to enter. 1o knock or not to knock. Bloom's decision? A
stratagem”. [2].

Indiscutabil, putem afirma cd sunt multe aspecte de luat in considerare in relatia
pe care Joyce a avut-o cu Shakespeare. Asemanarile, paralelele si legaturile dintre cea
mai faimoasa piesa a lui Shakespeare si cel mai faimos roman epic al lui Joyce sunt
abundente, acestea fiind descoperite si re-descoperite de diversi cercetatori, savanti sau
pur si simplu cititori-admiratori ai operei ilustrilor William Shakespeare si James Joyce.
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With the passage of time and with the socio-political world evolution, people also
change — not just figuratively, but also directly — from a physiognomic point of view. Like
the fine arts, literature presents the proof of this finding truth. And if fine artists have left
as a legacy image of their era people, using for this purpose shapes and colors, then writ-
ers have used words and colors. They have encoded in these ones meanings and symbols
worthy of being discovered and interpreted specially for their cognitive and artistic values.
The colors integrated in French realist novels of the 19th century possess multiple mean-
ings that travel through space and time. It is not accidentally that realist authors pay con-
siderable attention to the characters’ physical appearance. Not only in fine arts, but also
in literature, the way colors are understood and interpreted has an essential role to play in
conveying the message to addressee.

Keywords: French realist novel, character, physical appearance, chromatic element,

chromatic semantics, fine arts, literature, spatial-temporal elements.

Istoria societdtii umane si, bineinteles, literatura creeaza un amplu domeniu de pre-
ocupari, abordat cu perseverentd de numerosi savanti-cercetdtori, care aduc in prim-
plan legatura stransa dintre cele doud parti constitutive ale acestui parteneriat firesc,
coexistenta lor intr-un activ proces de interrelationare. Culorile integrate in romanele
realiste franceze din secolul al XIX-lea, cu multiplele lor semnificatii calatoare prin
timp si spatiu sunt, poate, unele dintre cele mai convingatoare si spectaculoase marturii
ale acestei interrelationari prolifice.

Chiar si cea mai superficiald retrospectiva a evolutiei civilizatiei umane, realizata, in
cazul de fatd, prin prisma artelor, ne convinge de adevarul afirmatiei de mai sus, sustinuta
si de faptul ca, odata cu trecerea timpului, cu evolutia socio-politico-economica a lumii,
se schimba si omul. Nu doar la modul figurat, ci si la modul direct — se schimba la chip,
fiziognomic vorbind, ca entitate fizica. De rand cu artele plastice, literatura prezinta do-
vada adevarului acestei constatari. Si daca artistii plastici au ldsat mostenire urmasilor
chipuri de oameni ai epocii lor utilizand, in acest scop, forme si culori, atunci scriitorii,
in acelasi scop, s-au servit de cuvinte si culori, codificand 1n acestea sensuri si simboluri
demne de a fi desoperite si interpretate tocmai pentru valorile lor cognitive si artistice.

Referindu-se la rolul elementelor cromatice in opera literara, Annie Mollard-Des-
four, cercetdtoare franceza in domeniul lingvisticii, lexicografiei si semiologiei si au-
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toare a unei serii de lucrari destinate culorilor, in general, si simbolurilor cromatice, in
special, mentioneaza: ,,Corpul uman, in calitatea sa de constructie bio-culturala, este
»invadat” de culoare: pielea, parul, dintii, buzele, unghiile pot suferi modificari croma-
tice artificiale, permanente sau durabile. Culoarea utilizatd de om constituie mereu o
garantie sociald sau culturald. Culoarea este simbolica: negrul, albul si rosul sunt cele
trei culori esentiale care ,,decoreaza” corpul. Formele de utilizare a culorilor cu referire
la corpul uman ne informeaza despre noi insine si despre ceilalti” (trad. noastra) [1, p.
17]. Evident, scriitorii realisti francezi din secolul al XIX-lea au valorificat plenar in
operele lor potentialul simbolurilor cromatice referitoare la aspectul fizic al personajelor
in relatie directad cu mesajul acestora catre cititor.

In contextul literaturii realiste franceze din perioada analizatd atestim o pleiada de
tipaje umane inedite care, spre deosebire de eroii romantici, vesnic suferinzi si mereu
in cautarea unui ideal imposibil de atins, ofera cititorului o vasta paleta a valorilor si
antivalorilor morale, iar uneori chiar si a ambelor sub masca aceluiasi personaj con-
troversat. Realismul aduce in prim-plan un alt tip de personaje decat cele romantice.
Cercetatoarea Elena Prus le caracterizeaza in mod transant: ,,Personajele cele mai pre-
stigioase (...) sunt tinerii care sustin proba vietii si a societatii prin cdutarea fericirii
(...). Eroismul lor se manifesta intre provocarea adresata societatii si acceptarea con-
strangerilor sociale” [2, p. 58].

Spre deosebire de eroii romantici, antrenati, dupa cum mentionam, intr-o continua
goand dupa un ideal pur si onest, personajele romanului realist sunt preocupate, prepon-
derent, de aspectele materiale ale vietii, iar tipul arivistului este expresia concentrata
a antieroului, cum ar fi Georges Duroy sau Julien Sorel, acestia intregind si potentand
portretul arhetipal.

Referindu-ne la aceste doud personaje, conchidem, din descrierea aspectului lor
fizic prin intermediul semanticii cromatice, ca arivismul, ca fenomen socio-etico-uman,
nu se refera la exteriorul personajelor (acesta variind de la caz la caz, uneori fiind chiar
diametral opus), ci exclusiv la lumea lor interioard, sfasiatd de contradictii, zbucium si
cautdri interminabile.

In sensul aspectului fizic, personajele nominalizate raspund, in mare parte, viziu-
nilor personale ale autorilor si chiar felului cum arata ei insisi. Este cazul lui Georges
Duroy din romanul Bel-Ami: ,Inalt, bine ficut, blond, de un blond castaniu usor roscat,
cu mustata in furculita, cu ochi albastri, limpezi (...)” [3, pag. 4]. In portretul cromatic
al lui Duroy sunt utilizate galbenul si albastrul, culori ce contribuie la evidentierea alurii
sale de seducdtor (sa nu uitdm ca secretul evolutiei fulminante pe scara sociala a acestui
arivist rezida tocmai in calitatea sa de seducator neintrecut). Este un personaj luat din
realitatea timpului. Pentru a elabora portretul lui Duroy, Maupassant a apelat la cateva
surse de inspiratie: omul burghez sau parvenitul din secolul al XIX-lea, eroii creatiilor
sale anterioare si, in fine, el insusi, recunoscut in lumea mondena a Parisului drept unul
dintre cei mai mari seducatori, de altfel, si el cu par ondulat, deschis la culoare, cu ochi
albastri si mustatd cochet rasucita.

In pleiada arivistilor realisti francezi chipul lui Julien Sorel din Rosu si Negru este
unul emblematic tocmai gratie fortei sale de convingere, rezultatda din complexitatea
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caracterului, polisemantismului in gandire si actiunilor contradictorii care suscitd, pana
in prezent polemici. Unitatile cromatice utilizate de Stendhal in descrierea personajului
denota clar caracterul controversat al acestuia, precum si originile sale sociale umile.
Prin simpla contrapunere a cuplului de culori alb-rosu autorul reuseste sd sugereze uni-
voc caracterul instabil al personajului, capabil sa reactioneze violent la orice excitant
din exterior: ,,Ochii mari, negri aratau chibzuinta si inflacarare (...). Parul castaniu-in-
chis, crescut foarte jos, 1i dddea un aer rautacios (...)” [4, p. 19]; ,,Obrajii i se faceau
cand albi ca varul, cand rosii ca focul (...)” [ibidem, p. 70].

Culorile prin care autorii isi doteaza personajele cu trasaturi specifice arivistului
atrag dupa sine concluzii importante referitoare la modul de viatd al acestora. De exem-
plu, la fel ca in cazul aspectului fizic, bazat pe contrapuneri cromatice, si convingerile
interioare ale lui Julien Sorel oscileaza intre extreme. Fiind un tanar inteligent, foarte
curand 1si da seama ca in societatea in care traieste poti fi sau sclav, sau stapan. A treia
cale pur si simplu nu existd sau daca, totusi, exista, el nu este facut pentru ea. Alb sau ne-
gru, totul sau nimic... Acesta este principiul de care se conduce Julien, convins, desigur,
ca e mai bine sa fii exploatator decat exploatat. De fapt, este crezul tuturor arivistilor,
indiferent de timpul in care traiesc.

Tangente clare cu acest arhetip descoperim si in cazul personajului Emma Bovary
din romanul ce-i poartd numele, desi caracterul pasiv si lipsit de initiativa al acesteia
nu-i permite sd-si materializeze dorintele si intentiile ascunse, facand-o sa rataceas-
ca in spatiul sinuos dintre identitate si alteritate. Referindu-se la chipul provincialei,
Elena Prus ii dd o caracteristica exhaustivda, Emma Bovary incadrandu-se perfect in
acest tipaj: ,,Literatura 1i atribuie, de reguld, provincialei sentimente baroce, rochii
excentrice §i un limbaj extravagant. Daca un autor risca sd o aduca in scena, ea este
nefericitd, inocentad §i persecutatd, necunoscuta si neinteleasa. De regula, ea va avea
cincizeci de ani, iar daca autorul are condescendenta sa o prezinte tanara, va avea grija
sd o depoetizeze de la Inceput printr-un mic defect, deloc grav in aparenta (...), dar
suficient pentru a arunca asupra tuturor actiunilor, chiar si a celor mai nobile, o nuanta
de ridicol” [2, p. 113].

Situatia complexa in care 1si duce traiul Emma Bovary este redata de Flaubert prin
diverse modalitati, utilizarea pe larg a aspectelor cromatice fiind una dintre cele mai
eficace. Este suficient sa ne referim la procedeul prin care autorul descrie ochii protago-
nistei. Ambiguitatea caracterului, contradictia permanenta dintre iluzii si realitate o con-
duc spre instabilitatea emotionala, fluctuatia starilor de spirit, oscilatiile intre extreme.
Sugereaza acest sfasietor conflict interior, alimentat de nestatornicie si nedeterminare,
culoarea ochilor Emmei, asupra careia autorul nicidecum nu se poate decide: ,,Ochii,
desi caprui, pareau negri din cauza genelor (...)” [5, p. 20]; ,,Ochii ei, negri la umbra
si de un albastru-inchis la lumina soarelui, aveau parca straturi de culori asezate intr-o
anumitd ordine, Intunecate la fund si din ce in ce mai limpezi spre alb” [ibidem, p. 36];
,»Ochii ei negri pareau si mai negri” [ibidem, p. 51].

Linistea sufleteasca a Emmei survine doar in relatiile sale extraconjugale, chiar
daci acestea sunt profund marcate de riscuri, stiri dezolante si incertitudine. in descri-
erea unuia dintre rendez-vous-urile secrete ale Emmei atestim triada cromatica negru
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— alb — rosu care o portretizeaza in focul pasiunii: ,,Si nimic nu era mai frumos pe lume
decat paru-i negru si pielea alba pe acest fond purpuriu (...)” [ibidem, p. 250]. Este usor
sd constatam ca in aceasta descriere indecizia si ezitarea de alta data a autorului asupra
aspectului coloristic al personajului au disparut cu desavarsire: albul este alb, negrul
este negru si rosul este rosu. Framantarile si oscildrile Emmei s-au spulberat, lumea ei
interioard fiind cuprinsa de acalmie. Pare ilogic, dar dragostea interzisa, imoralad pentru
acea vreme, ii aduce linistea jinduitd, concluzie sugeratd de autor tocmai prin utilizarea
elementelor cromatice determinate, univoce si ferme.

Cu referinta la triada negru — alb — rosu, prezinta interes, in opinia noastra, modul
de utilizare a acesteia Tn descrierea lui Charles la moartea Emmei: ,,Alb la fata ca o sta-
tuie, cu ochii rosii ca jaraticul, Charles statea drept in fata ei, la picioarele patului (...),
prada gandurilor negre (...) [ibidem, pp. 308, 311].

Departe unul de altul, cu lumi interioare diferite pand la excludere, sfasiati de
neintelegeri dramatice, Charles si Emma s-au Tmpacat prin mijlocirea mortii, concluzie
sugerata si prin paleta cromatica utilizatd de autor, comuna pentru ambele personaje.

Aspectul fizic al eroilor din romanele analizate este abordat, in general, prin trei ele-
mente: ochi, par si piele. Mai sus ne-am referit la cateva exemple ce vizeaza semnificatia
ochilor. Nu mai putin importanta este, insa, si abordarea de catre autori a semanticii cro-
matice referitoare la culoarea parului. In acest sens, remarcam preocuparea lui Honoré
de Balzac in romanul Béatrix pentru contrastul blond-brunet si semnificatiile acestuia
care, in esentd, se rezuma la contrastul dintre alb si negru: ,,Béatrix e una dintre acele
blonde, alaturi de care blonda Eva ar parea o negresa” [6, p. 83]; ,,.Blondele au fata de
noi, brunele, avantajul unei diversitati de mare pret; exista o sutd de feluri de a fi blonda
si numai unul de a fi brunetd.” [ibidem, p. 84]; ,,Pana si brunetele capatd atunci nuante
blonde, culorile de chihlimbar ale maturitétii” [ibidem, p. 102]; ,,(...) esti cea mai deli-
cioasd blonda din lume, pe cand eu sunt neagra ca o cartitd” [ibidem, p. 167].

Aceastd preocupare, aproape obsesiva, pentru contrapunerea dintre blond si brunet
este, fard indoiala, o reflexie a modei timpului, autorul lunecand adeseori spre etiche-
tari si idei preconcepute. Faptul in cauza denota nu numai urmarea fidela a idealului
incetdtenit in societatea vremii, ci si predilectiile personale ale scriitorului, rodul unor
observatii subiective ale acestuia asupra lumii din jur. Vom remarca, de asemenea, ca
simbolistica traditionald a culorilor, deosebit de populara in mediul artistic atasat ro-
mantismului, la mijlocul secolului al XIX-lea isi mai pastra valoarea, desi aria ei de ras-
pandire devenea tot mai restransa. Astfel, in romanele profund realiste analizate atestam
adeseori simbolurile cromatice traditionale, de exemplu, culoarea alba intruchipeaza
puritatea, inocenta, caritatea, bucuria vietii, in general, fiind asociata cu lumina zilei si
cu originea a tot ce Inseamna bine si progres. Pe de alta parte, culoarea neagra, de regu-
1a, simbolizeaza aspectul malefic al vietii, nenorocirea, nefastul, moartea, in fine. Aceste
contrapuneri dintre alb si negru le gasim, fireste, in romanele realiste ca o reminiscenta
a perioadei precedente, marcate de apogeul romantismului.

Numeroasele referinte contradictorii la blonzi si bruneti, si nu doar prin prisma
fizicului, ceea ce ar fi un lucru firesc, dar si din punctul de vedere al calitatilor morale,
intelectuale ale personajelor, sunt departe de a prezenta valoare sociologica sau antropo-
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logica. In schimb, aceste contrapuneri ne permit sa conchidem ca simbolurile cromatice
se afld Intr-un continuu proces de schimbare, generand diferente de abordare si interpre-
tare (de exemplu, blonda din vremurile lui Balzac sau Stendhal nu coincide, ca simbol
cromatic, cu blonda din vremurile noastre).

La multi dintre scriitorii realisti francezi din secolul al XIX-lea blondele/blonzii
simbolizeaza virtutile seducatoare, pe cand brunetele/brunetii se echivaleaza, practic,
cu lipsa de atractivitate, caracterul anost, iar in unele cazuri chiar malefic. Revenim, in
acest sens, la textul romanului balzacian Béatrix, unde atestam urmatoarele exemple:
»Blondele sunt mai femei decat noi; noi, frantuzoaicele brune, semanam prea mult cu
barbatii” [ibidem, p. 84]; ,,Eva e blonda, pe cand brunetele se trag din Adam; blondele
apartin lui Dumnezeu (...)” [ibidem, p. 237].

O alta serie de exemple pe care le atestim in romanele supuse analizei formeaza
niste exceptii, care nu fac decat sd confirme regula, simbolurile cromatice incifrate in
alb si negru fiind opuse celor remarcate mai sus. Vom mentiona si faptul ca afirmatia
in cauza se referd atat la personajele feminine, cat si la cele masculine: Stendhal, Ar-
mance — ,Mult spirit, o talie zvelta, maniere alese, ochi mari si negri, cei mai frumosi
din lume (...)” [7, p. 10]; Honoré de Balzac, Béatrix — ,,Femeile reci, plapande, crude
si subtiri (...) au sufletul tot atat de sters ca si culoarea ochilor lor deschisi, cenusii sau
verzi” [6, p. 181]; Stendhal, Rosu si Negru — ,,(...) Mathilde si atinti ochii mari, de un
albastru ca al cerului, asupra lui si a celor din preajma” [4, p. 253].

Asadar, pot fi anoste, lipsite de atractivitate, chiar rdutacioase si personajele blonde,
cu ochi deschisi la culoare (Mathilde din Rosu si Negru de Stendhal), in timp ce perso-
najele brunete cu ochi negri, in unele cazuri, prezintd o comoara de virtuti (Octave din
Armance de Stendhal).

In paginile romanelor realiste franceze, atunci cand ne referim la personajele aces-
tora, se da o lupta, prin prisma semanticii cromatice, si atunci cand autorii se refera la
culoarea pielii, n aceasta fiind, In cazul dat, la fel de importanta ca si in cazul parului si
al ochilor. Acest aspect al fizicului uman este si el un element-cheie in intentia autorului
de a plasa personajul intr-un anumit mediu, areal geografic, comunitate etnica.

Cercetatorii vremurilor noastre atribuie o importantd majora culorii pielii, aceasta
fiind legata, in mod direct, de originile etnice, sociale si culturale ale indivizilor, ceea
ce le determind conduita comunitara, aspiratiile si, in ultimd instantd, realizarile in plan
creativ. Referindu-se la aspectele traditionale in interpretarea simbolisticii cromatice
in raport cu pielea, Annie Mollard-Desfour afirma ca acestea au evoluat in timp: ,,in
Antichitate si Evul Mediu se considera ca o piele prea intunecata la culoare caracteri-
zeaza o persoana lasa si cd, dimpotriva, nuanta care presupune curaj era una aramie, ca
in cazul leului; pe de alta parte, o culoare prea roscatad reprezintd un escroc, ca in cazul
vulpoiului. Mierea este rece, iar frigul simbolizeaza imobilitatea si caracterul lent. Prin
opozitie, o nuanta rosietica semnifica graba, deoarece toate partile corpului incélzite in
procesul miscarii devin rosii. La extrema, o piele in flacéri reprezinta nebunia, deoarece
este rezultatul unui corp supraincilzit. in prezent, interpretirile au devenit mai putin
categorice, rezumandu-se, de cele mai multe ori, la caracteristici etnice, geografice, cul-
turale si temperamentale” (trad. noastra) [1, p. 19].
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In romanele analizate regasim acceptii evoluate ale simbolisticii referitoare la cu-
loarea pielii, acestea fiind conditionate, in mare parte, de starile psiho-emotionale ale
personajelor: ,,Calyste se facu rosu ca o cireasd, rosu de la barbie pana la frunte, iar
urechile i se Tnvaluira in jar” [6, p. 79]; ,,(...) fata doamnei d’Aiglemont (...) se rosea si
ingdlbenea, rand pe rand” [ibidem, p. 48]; ,,(...) atunci roseata insasi nu dovedeste nimic
colorand si mai mult niste culori, oricum atat de vii (...)” [8, p. 130].

De multe ori, 1nsd, culorile fetei sunt conditionate de factorii naturali sau de
mediul fizic in care se afla personajele la momentul descrierii, de varsta si de starea
sociald a acestora. Impactul factorilor respectivi genereaza alternarea elementelor
cromatice:,,Culorile vii ce-i luminau fata se stinsera treptat si figura ei capata niste to-
nuri sterse si palide” [ibidem, p. 21]; ,,Toate aceste obrazuri albe si trandafirii nu cauta
atat placerea, cat distractiile” [ibidem, p. 68]; ,,Soarele de la tropice 1i infrumusetase fata
alba cu o culoare neagra, de o nuantd minunata (...)” [ibidem, p. 118]; ,,Pe guler se odih-
neau nenumadratele cute ale pielii stacojii, presarate cu pete galbene, care se ascundeau
pe jumatate in perii aspri ai barbii Incaruntite” [5, p. 108].

In firul epic al romanelor analizate, referintele la culoarea pielii personajelor inter-
vin si atunci cand autorii au nevoie sa sublinieze originile etnice sau amplasarea geo-
graficd a acestora, ambii factori coreland intre ei. Semnificatiile atribuite culorii pielii
provin din experienta de viatd sau profesionala a autorilor. Balzac era indragostit de me-
leagurile Bretaniei franceze, calatorea adeseori 1n acele locuri si, evident, observa atent
comportamentul, obiceiurile bretonilor. Ii considera un popor harnic, axat pe traditii
sanatoase si, prin urmare, culorile, in care acestia sunt reprezentati in roman, au tenta
pozitiva. lata, insa, inca o exceptie care vine sa confirme regula: Honoré de Balzac,
Béatrix —,Bretania oferd o problema ciudata de rezolvat, referitoare la predominanta
parului negru, a ochilor negri si a tenului negricios (...)” [6, p. 61]; ,,Figura-i cu totul
abatiald semadna totodata si cu aceea a unui burgmeister olandez, prin placiditatea culo-
rii si prin tonurile pielii, $i cu aceea a unui taran breton, prin parul lins si negru si prin
vioiciunea ochilor cenusii (...)” [ibidem, p. 30].

Cat priveste pasiunea lui Mérimée pentru calatorii (scriitorul considera Spania
drept a doua sa patrie) si cercetari etno-antropologice, cele dedicate etniei tiganilor din
Peninsula Iberica erau bine cunoscute atat publicului larg, cat si comunititii stiintifice
a timpului. In nuvela-roman Carmen naratiunea graviteaza in jurul a doi poli, Carmen
si Don José, diametral opusi prin prisma provenientei lor culturale si sociale. Carmen
este o tanara tiganca celebra 1n Sevilla, care 1l aduce la pierzanie pe amantul sau, sfasiat
de sentimentul geloziei. Fiind o persoana senzuald, Carmen isi utilizeaza farmecele si
atuurile feminine pentru a-si atinge scopurile si a-si manipula amantii, precum a facut-o
si cu naratorul, si cu Don José, chiar de la prima intalnire. Dramatismul subiectului
este amplificat de contrastul cromatic dintre Don José si Carmen: el are par blond, ochi
albastri si piele deschisa la culoare, in schimb ea este smeada, cu ochi negri si par ne-
gru ca aripa unui corb. Acest contrast, prin simbolismul culorilor aduse in prim-plan,
denota un conflict xenologic grav. Culorile redau sugestiv tensiunile multiplanice dintre
gazda si strdin, dintre autohton si intrus, si asta in situatia cand nu este nici pe departe
clar cum sunt distribuite aceste roluri. Elementele cromatice utilizate de autor in redarea
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personajelor sunt unele traditionale ca valoare simbolicd, ele caracterizand plenar atat
arealul geografic in care are loc actiunea nuvelei-roman, cat si particularitatile fizice
ale etniilor reprezentate de eroi: Prosper Mérimée, Carmen — ,,Pentru ca o femeie sa
fie frumoasa, spun spaniolii, (...) ea trebuie sa aiba trei lucruri negre: ochii, pleoapele si
sprancenele (...)” (trad. noastra) |9, p. 240]; ,,Piclea sa, perfect neteda, aducea mult cu
nuanta cuprului (...), buzele sale, un pic cam puternice, lasau sa se vada niste dinti mai
albi decat migdalele decojite. Parul sau era negru, cu reflectii albastre ca aripa unui corb
(...)” (trad. noastra) [ibidem, p. 240].

Este de remarcat si faptul cd autorii, atunci cand descriu aspectul fizic al perso-
najelor, in special culoarea fetei, se bazeaza pe tehnicile utilizate de artistii plastici,
mentionand ei insisi existenta acestei influente benefice: ,,Pictorii pot zugravi, cu aju-
torul culorilor, asemenea portrete (...) care existd in nuantele culorii obrazului (...);
fenomene de neexplicat (...)” [8, p. 131]; ,,Tenul ei, atat de alb candva, capatase tonurile
calde si sidefii indragite de pictori” [6, p. 25]; ,.(...) studiind acest portret pentru care
se cer tonurile cele mai stralucitoare ale paletei si cel mai bogat cadru” [ibidem, p. 61];
»(...) nuanteaza cu o culoare iubitd de pictori albastrul vinelor, a céror retea palpita in
albeata tenului” [10, p. 186].

Nu este intdmplator faptul ca autorii realisti abordati acorda o atentie considerabild
aspectului fizic al personajelor, referindu-se la acesta prin prisma semanticii cromatice.
Nu numai in artele plastice, dar si 1n literaturd, modul in care sunt intelese si interpretate
culorile are de jucat un rol esential in transmiterea mesajului citre consumatorul de
frumos, in conturarea elementelor-cheie spatio-temporale, in constituirea ansamblului
de idei si caractere.
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The article proposes an analysis of the translation challenges faced by the translator of
Christian-Orthodox theological texts from French into Romanian concerning the transla-
tion of specialised theological terms. Our analysis will focus on the difficulties of trans-
lating the French noun “glorification” into Romanian. It will be based on a corpus of
Romanian versions of texts of this type written in French by renowned Orthodox theolo-
gians. Defined as “the action of glorifying (someone, something); the result of this action”
(TLFi), this noun is borrowed from Christian Latin and belongs to the lexical family of the
noun “gloire”. As the correct canonical equivalent of the latter in Romanian is the noun
“slava”, the noun “glorification” is generally translated as “slavire”. Nevertheless, in cer-
tain discursive contexts, it should be translated as “preaslavire” or “proslavire”.

Keywords: translation challenges, Christian-Orthodox theological texts, glorification,

cultural and translational fixation, linguistic imaginary.

Introduction

Comme nous I’avons déja affirmé a de nombreuses reprises, dans toutes les langues
ayant accueilli le christianisme et I’Orthodoxie, le domaine de la théologie chrétienne-
orthodoxe est un domaine spécialisé du point de vue du référentiel dont il est porteur, et
des termes qui le nomment. Nous proposons par la suite une analyse des défis traductifs
auxquels se confronte le traducteur/la traductrice des textes de théologie orthodoxe du
francais en roumain concernant la traduction de ces termes théologiques spécialisés.
Notre analyse vise les difficultés de traduire en langue roumaine le nom francais glo-
rification. Elle est basée sur un corpus de versions roumaines de textes de cette facture
rédigés en langue francaise par des théologiens orthodoxes renommés, dont le pére
archimandrite Placide Deseille. Défini comme « action de glorifier (quelqu’un, quelque
chose); résultat de cette action » (TLFi), ce nom est emprunté au latin chrétien et appar-
tient a la famille lexicale du substantif gloire. Comme 1’équivalent canonique correct
de ce dernier est en langue roumaine le substantif slava, le nom glorification se traduit
généralement sous la forme slavire. Néanmoins, dans certains contextes discursifs, il
devrait étre traduit par preasiavire ou proslavire. L’analyse mettra en évidence ce type
précis de contextes. Elle montrera aussi quelles sont les options des traducteurs/tra-
ductrices des textes de théologie chrétienne-orthodoxe du francais en roumain quant
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a la traduction de ce nom. Nous travaillerons avec les concepts de figement culturel et
traductif [8] et d’imaginaire linguistique [10]. Notre analyse et notre réflexion traducto-
logiques porteront sur la synchronie traductive.

Par figement culturel et traductif, nous comprenons un processus culturel de fixa-
tion de certaines normes de type prescriptif, fossilisées en contraintes culturelles a
respecter au niveau du discours, sur les plans lexical, morphosyntaxique et stylistique.
Ces contraintes sont sous-tendues par des représentations relevant de 1’imaginaire lin-
guistique construit autour des langues concernées par 1’acte traduisant, représentées
comme des langues-cultures par leurs usagers-et-lecteurs, dans les cultures d’accueil
des traductions [8, p. 17].

Quant au concept de 1I’imaginaire linguistique, nous le comprenons dans 1’accep-
tion de sa créatrice, Anne-Marie Houdebine, comme « le rapport du sujet a la langue »,
ses commentaires a 1’égard de 1’usage de cette langue [10, p. 12], ’ensemble des repré-
sentations que les locuteurs se construisent et véhiculent a I’égard de la langue qu’ils
parlent (et qu’ils lisent, dans le cas des traductions).

Les lecteurs des textes de théologie chrétienne-orthodoxes rédigés et/ou traduits en
langue roumaine se représentent celle-ci comme une langue historiquement orthodoxe,
support traditionnel d’expression des contenus référentiels de 1’Orthodoxie, notamment
aux niveaux lexical et stylistique. Au niveau lexical, elle se caractérise par I’usage d’un
lexique religieux ancien, archaique et majoritairement d’origine slavonne. [7].

Les traductions religicuses du frangais en roumain sont accueillies par une culture
représentée par le public lecteur de celles-ci comme une culture traditionnellement et
majoritairement orthodoxe, qui comprend (en synchronie, avec des justifications dia-
chroniques) des moules normatifs d’expression discursive des contenus référentiels
orthodoxes. Ces moules fonctionnent dans le sens de la manifestation du figement
culturel et traductif mentionné avant, manifestation qui se produit au niveau du dis-
cours, des représentations discursives sous-tendues par des imaginaires linguistiques
et culturels. Défini par analogie avec I’imaginaire linguistique, I’imaginaire culturel
désigne « le rapport du sujet a sa culture », ’ensemble des représentations qu’un
individu se fait par rapport a la culture du peuple dont il fait partie et qu’il prétend
connaitre. [9, p.121].

Les textes de théologie chrétienne-orthodoxe en langue francgaise

IIs sont rédigés par des théologiens orthodoxes frangais ou francophones, dont les
premiers sont des convertis a I’Orthodoxie. Les traits caractéristiques les plus impor-
tants de leurs travaux sont leur ancrage patristique et scripturaire profond, leur ques-
tionnement permanent, la « fraicheur » de leurs approches. Les plus grands théologiens
orthodoxes frangais contemporains sont le pére archimandrite Placide Deseille (1926-
2018), moine athonite frangais, le philosophe et patrologue Jean-Claude Larchet (1949-
), et 'universitaire et I’éditeur Jean-Frangois Colosimo (1960-). S’ajoutent a cette liste
d’autres noms, comme celui d’Olivier Clément (1921-2009), écrivain, historien, pocte
et théologien.
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De nombreuses maisons d’édition francaises, religieuses ou monastiques, ac-
cueillent leurs livres de théologie orthodoxe rédigés en francais, vendus dans des li-
brairies en ligne (orthodoxes et monastiques), ou des grandes librairies religieuses et
chrétiennes en général, comme la Procure de Paris. Ce sont des livres publiés parfois en
plusieurs éditions, lus par un public avisé et initi¢, composé de lecteurs orthodoxes ou
largement chrétiens. Leur parution est signalée sur des sites d’informations orthodoxes
(tels, « orthodoxie.com »), ou lors de manifestations culturelles dont le Salon du livre
orthodoxe hébergé par la capitale frangaise.

Nous avons traduit en roumain sept livres du pére archimandrite Placide Deseille,
et ces traductions ont été publiées aux éditions Doxologia de la Métropole de Molda-
vie et de Bucovine, les treize derni¢res années. La problématique et les thématiques
théologiques abordés dans ces textes sont trés diverses, portant sur la doctrine chré-
tienne et 1’enseignement dogmatique, le monachisme orthodoxe, la vie spirituelle, la
vie chrétienne dans le monde contemporain, etc. Comme tous les travaux de théologie
orthodoxe rédigés en langue frangaise, ils se caractérisent par I'utilisation d’un lexique
spécialisé, qui comprend beaucoup de mots d’origine grecque (moderne), greffé sur un
fond lexical ancien, d’origine latine [6].

Le nom francais glorification et ses équivalents en langue roumaine

Ce lexique chrétien-orthodoxe, qui se présente sous la forme d’une terminologie
spécialisée culturellement et confessionnellement en langue francgaise, se traduit en rou-
main par un lexique ancien, majoritairement d’origine slavonne.

Voyons maintenant le traitement traductif du nom glorification, qui nous intéresse
dans ce travail. L'un des meilleurs dictionnaires bilingues frangais-roumain propose
trois équivalents lexicaux qui pourraient I’exprimer en langue roumaine : « glorificare,
slavire, preamadrire » [1, p. 370]. Le méme dictionnaire indique pour le verbe glorifier
une série de trois équivalents « a glorifica, a slavi, a preamari », dont preaslavire ne
fait pas partie, méme s’il est mentionné comme synonyme de preamdrire par le dic-
tionnaire de synonymes de L. Seche [11, p. 384]. Il nous semble que pour la traduction
en roumain de glorification, il faut tenir compte des deux sens principaux de ce nom:
1. ’action, de nature humaine, de glorifier Dieu et les personnes de la Trinité, et dans
ce cas, son équivalent roumain est preaslavire ; 2. le résultat de glorifier, I’action, de
nature divine, visant 1’étre humain qui acquiert la gloire de Dieu grace a I’interven-
tion du Saint-Esprit. Dans ce deuxiéme cas, I’équivalent roumain de glorification est
proslavire.

Les deux noms roumains - preaslavire et proslavire - sont mentionnés comme sy-
nonymes par le Dictionnaire explicatif de la langue roumaine : « action de a proslavi
et son résultat », et par le dictionnaire des synonymes [11, p. 384]. Effectivement, dans
certains contextes (du premier type surtout), ils peuvent étre utilisés en tant que syno-
nymes.

Quelles significations spécialisées, théologiques, sont exprimées par le nom glo-
rification dans les textes de théologie chrétienne-orthodoxe rédigés en langue fran-
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caise? Lorsqu’il est traduit par preaslavire, il désigne 1’action de rendre gloire a Dieu.
L’étre humain loue et glorifie Dieu, Le Pére, le Fils et le Saint-Esprit, a travers son
agir. Le verbe dont il est dérivé est trés présent dans les textes liturgiques, comme la
grande Doxologie: ,,Bine esti cuvantat Doamne, Dumnezeul parintilor nostri si laudat si
preaslavit este numele Tau 1n veci. Amin” / « Tu es béni, Seigneur, Dieu de nos pere, et
ton Nom est lou¢ et glorifié dans les siecles. Amen ».

Lorsque le nom glorification est traduit par proslavire, il désigne le résultat de
I’acquisition de la gloire de Dieu par I’homme, par les fidéles et les chrétiens, grace
a I’intervention divine, a I’agir divin qui imprégne leurs corps. Le verbe dont il est
dérivé en roumain, proslavi, est trés présent dans les acathistes des saints thauma-
turges, dans leurs hymnes liturgiques (tropaires et kondakia). Voici le tropaire de saint
Nectaire, évéque de la Pentapole, thaumaturge et fondateur du couvent de la Sainte-
Trinité & Egine, extrait du Synaxaire en usage au monastére Saint-Antoine-le-Grand
(France):

Texte source en francais Version roumaine
« Fideles, honorons le fils de la Séli- « Pe cel nascut in Silivria si ocrotitorul
brie, le protecteur d’Egine, la colonne de Eghinei, pe cel ce s-a aratat in vremurile din
I’orthodoxie, I’ami vrai de la vertu, Nec- urma prieten adevarat al virtutii, pe Sfantul

taire, le serviteur inspiré du Christ apparu | Ierarh Nectarie sa-1 cinstim cei credinciosi ca
en nos temps. De lui jaillissent toutes sortes | pe un dumnezeiesc slujitor al lui Hristos, ca

de guérisons pour ceux qui clament avec izvoraste bogate vindecari celor ce cu evlavie
foi : gloire au Christ qui t’a glorifié, gloire a | striga: Slava lui Hristos, Celui Ce te-a proslavit!
Celui qui t’a fait thaumaturge, gloire a Celui | Slava Celui Ce minunat te-a aratat! Slava Celui
qui par toi accorde a tous la guérison ». Ce prin tine lucreaza tuturor tamaduiri! »

Cette présence discursive de facture liturgique devient normative pour leur emploi
discursif spécialisé en général, dans tous les contextes discursifs et donc, dans tous les
textes de théologie chrétienne-orthodoxe.

Le nom glorification n’est pas un mot spécialisé appartenant a la terminologie
chrétienne-orthodoxe; c’est un mot religieux qui caractérise le lexique chrétien fran-
cais dans son ensemble. La stratégie utilisée par le traducteur/la traductrice des textes
de théologie orthodoxe pour I’identification de son équivalent canonique roumain pré-
cis est celle de I’explicitation sémantique spécialisée a travers 1’emploi du nom rou-
main d’origine slavonne proslavire, ou du préfixé preaslavire (prea-+slavire) rencon-
tré presqu’exclusivement dans des contextes religieux, chrétiens-orthodoxes. Utilisés
aussi en tant que synonymes, les deux noms roumains représentent des marques lexi-
cales du discours spécialisé, orthodoxe, en langue roumaine. Voici un exemple d’un tel
emploi synonymique:
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Texte source en francais

« Notre-Seigneur Jésus-Christ est
I’haleine de notre bouche et 1’air que notre
ame doit respirer ; de sorte que, comme nous
avons absolument besoin de I’air élémentaire
pour la vie naturelle de notre corps, de méme,
et encore incomparablement davantage, 1’air
spirituel et divin, qui est Jésus-Christ, nous
est nécessaire pour la vie surnaturelle de nos
ames ; c’est pourquoi nous devons incessam-
ment 1’aspirer et I’attirer en nous [...]. Voila
donc quelle doit étre notre occupation
continuelle et notre plus cher exercice : c’est
une respiration perpétuelle de Jésus-Christ,
comme notre air spirituel, puis une expiration
et un renvoi de lui-méme a Dieu son Pére,
pour étre aupres de lui notre médiateur, notre
avocat, notre refuge, notre sacrificateur et
notre sacrifice de glorification, de propitia-
tion, d’action de graces et d’impétration, et
enfin pour y étre notre tout ». [4, p. 195].

Version roumaine

« Domnul nostru lisus Hristos este sufla-
rea gurii noastre si aerul pe care sufletul nostru
trebuie sa-1 respire; asa cum avem absolutd
nevoie de aerul elementar pentru viata fireas-
ca, naturala, a trupului nostru, tot asa si inca
incomparabil mai mult, aerul spiritual si dum-
nezeiesc care este lisus Hristos ne este necesar
pentru viata supranaturala a sufietelor noastre;
de aceea, trebuie fara incetare sa il aspiram si
sa 1l atragem inlauntrul nostru. [...] [atd asadar
care trebuie sa fie indeletnicirea noastra per-
manenta si exercitiul nostru cel mai de pret: o
repirare vesnica a lui lisus Hristos, o inspirare
a Sa ca pe aerul nostru duhovnicesc, urmata
de o expirare si de o trimitere a Lui inapoi la
Dumnezeu, Tatal Sau, pentru a ne fi pe langa
El mijlocitor, aparator, liman de scapare, jertfi-
tor si jertfa de lauda si proslavire, de mijlocire,
de multumire si de cerere, intr-un cuvant, de a
fi pentru noi totul, langa Tatal ». [3, p. 227].

Dans ce contexte discursif, le nom glorification aurait pu trés bien étre traduit par
preaslavire aussi. Nous montrerons par la suite que le substantif roumain proslavire
bénéficie d’une spécialisation encore plus poussée, faisant référence également (et sur-
tout) a I’acquisition de la sainteté par I’étre humain, « vérifiable » notamment au niveau
de son corps, par I’intermédiaire de 1’action de la grace divine qui rend ce corps trans-
figuré, glorifié, incorrompu des la vie terrestre (sous la forme des reliques) et apres la

mort, dans le Royaume de Dieu.

Voici deux exemples de contextes discursifs ou le nom glorification, faisant réfé-
rence a 1’adoration de Dieu, est traduit par preasiavire en langue roumaine:

Texte source en francais

« La glorification de Dieu

Selon le Nouveau Testament, tout le
dessein de salut trouve son accomplissement
dans la glorification de Dieu par les hommes,
devenus ses fils adoptifs en Jésus-Christ. La
louange émerveillée et joyeuse des créatures
qui découvrent le visage de Dieu, qui est
Amour, a travers les dons de sa grace, est le
but ultime de toute 1’économie rédemptrice »
[5, p. 32].

Version roumaine

« Preaslavirea lui Dumnezeu

Potrivit Noului Testament, intregul plan
de mantuire isi gaseste implinirea in preasia-
virea lui Dumnezeu de catre oameni, deveniti
fiii Sai adoptivi in lisus Hristos. Lauda plina
de uimire si de bucurie a fapturilor care desco-
pera chipul lui Dumnezeu, Care este [ubire, in
darurile harului Sau, reprezintd scopul ultim al
intregii iconomii mantuitoare » [2, p. 193].
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Texte source en francais

Version roumaine

« La glorification de Dieu dans la vie du « Preaslavirea Iui Dumnezeu in viata

chrétien
La glorification de Dieu ne saurait se
limiter aux moments consacrés a la pricre

crestinului
Preaslavirea lui Dumnezeu nu se poate
limita la momentele consacrate rugaciunii

liturgique. Sans doute, la tradition de I’Eglise | liturgice. Sigur, traditia Bisericii a consacrat
a consacré certaines heures a la pricre, le jour |rugaciunii anumite ore din zi $i din noapte,

et la nuit, afin de commémorer d’une fagon
spéciale des bienfaits particuliers de Dieu, a

,pentru a comemora, a ne aduce aminte de
binefacerile deosebite primite de la Dum-

savoir les principaux moments de 1’histoire du | nezeu”, adica de principalele momente din

salut » [5, p. 99].

istoria mantuirii » [2, p. 270].

Voyons maintenant quelques exemples de contextes théologiques (orthodoxes), ou
le nom glorification, faisant référence a la pénétration de I’étre humain et trés particulie-
rement de son corps par la gloire de Dieu a travers I’intervention de la grace divine, est
traduit par proslavire en langue roumaine (dans ce type de contextes, glorification étant
synonyme de transfiguration ou de sanctification) :

Texte source en frangais

« Mais dans le Seigneur ressuscité, la
chair ne fait plus en rien écran a la gloire, et

[5, p. 49].

Version roumaine

« Insd, in Domnul Cel Inviat din morti,
trupul nu mai este un obstacol in calea

la contemplation face a face du Christ dans sa | slaveli, si vederea fata catre fata a lui Hristos
forme divine ne fait qu’un avec la vision bien- | in forma ei dumnezeiasca devine una cu
heureuse dont I’exercice normal et définitif im- | vederea fericita a carei utilizare normala si
plique la glorification corporelle de ’homme » | definitiva implica proslavirea trupeasca a

omului » [2, p. 212].

Texte source en francais

« Diadoque de Photic¢, au Ve siecle,
se situe dans le sillage de Macaire, dont il
redresse certaines expressions malencon-
treuses, telles la coexistence dans 1’ame de
I’Esprit-Saint et de Satan. Il fonde la doc-
trine de /a glorification du chrétien sur la
stricte orthodoxie chalcédonienne. Comme
Macaire, il s’écarte de 1’intellectualisme
d’Evagre et enseigne que le but unique
est d’arriver a aimer Dieu en un sentiment
total de certitude du cceur ». [5, p. 76].

Version roumaine

« In veacul al V-lea, Diadoh al Foticeii
se situeaza in continuitatea Sfantului Macarie
cel Mare, cdruia 1i corecteaza unele afirmatii si
exprimari nefericite, precum coexistenta in suflet
a Duhului Sfant si a diavolului. El intemeiaza
doctrina referitoare la proslavirea crestinului
pe ortodoxia calcedoniana stricta. Asemenea
Stantului Macarie cel Mare, si el se indeparteaza
de intelectualismul lui Evagrie si afirma ca sin-
gurul scop este acela de a ajunge sa-L iubim pe
Dumnezeu cu un sentiment total de incredintare
a inimii » [2, p. 243].
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Pour conclure: défis traductifs et éthique du traducteur

En mentionnant le fait que les deux équivalents roumains « canoniques » du nom
glorification employé dans des textes de théologie chrétienne-orthodoxe rédigés en lan-
gue frangaise fonctionnent également comme des synonymes, nous avons voulu sou-
ligner les défis traductifs qu’il suscite au niveau des versions roumaines de ces textes
spécialisés quant au choix pertinent de I'un d’entre eux.

Les deux significations différentes qu’il actualise selon le destinataire (et, respecti-
vement, le bénéficiaire) de I’action exprimée dans deux types de contextes distincts (la
glorification de Dieu et la glorification corporelle des chrétiens), imposent leur choix
assez précis.

C’est le traducteur/la traductrice de ce type de textes qui doit gérer cette synony-
mie dans la direction du respect d’une tradition traductive qui tient compte du figement
culturel (et traductif) propre au discours religieux orthodoxe roumain et de I’imaginaire
linguistique des lecteurs, habitués a I’usage canonique des deux équivalents dans ce
type spécialisé de discours. Canonique veut dire conforme aux usages discursifs recon-
nus comme normatifs et fonctionnels, engendrés et validés par des normes liturgiques et
théologiques constituées de maniére traditionnelle dans la langue et la culture roumaine.

Le traducteur/la traductrice des textes de théologie chrétienne-orthodoxe du fran-
cais en roumain est tenu a respecter cette gestion canonique des équivalents spécialisés
au niveau de leurs choix lexicaux, en vertu d’une éthique du traduire qui gouverne son
travail, sa conduite et sa démarche traductives. Une éthique doublée dans le cas précis
du domaine spécialisé de son activité traductive par une éthique de nature religieuse, qui
concerne son rapport personnel avec le sacré.
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The origin of subjectivity, unique to humans, is explained through the concepts of phys-
ical and mental subjectivity. The relationship between the subject and subjectivity encom-
passes various dimensions, such as consciousness, intentionality, and mental causality,
revealing the complex interplay between individual identity and freedom. The development
of subjectivity is traced from philosophical and religious perspectives, highlighting its
foundational role in modern thought and its distinction from objectivity, ultimately trans-
forming the understanding of human self-perception and autonomy. Current linguistic
theories increasingly consider subjectivity in their frameworks, though the connections
among these theories are often ambiguous. Rather than tracing the history of a linguistic
concept, this work examines the evolution of the term “subjectivity,” noting its rise in
prominence over the past fifty years.
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1. La relation corps-esprit

Quelle est I’origine de la subjectivité ? On ne peut pas le dire exactement ; du point
de vue rationnel on ne peut pas I’expliquer ; on sait seulement que c’est une caractéris-
tique des étres humains. Nous sommes faits pour étre différents, pour parler et penser de
facon distincte. Searle parle d’une subjectivité physique et d’une subjectivité de pensée,
grace auxquelles nous avons notre propre identité.

On observe que de la subjectivité physique on arrive a la subjectivité de pensée, qui
nous fait avoir des opinions différentes et des pensées différentes, dont nous sommes
tous conscients. Searle parle aussi de trois autres caractéristiques de I’€tre humain : la
conscience, I’intentionnalité et la causalité mentale. La conscience est celle qui nous fait
percevoir la subjectivité des gens, mais on a le libre-arbitre qui nous donne une grande
indépendance et une grande liberté. Grace au libre-arbitre nous pouvons accepter ou non
la subjectivité, mais nous observons de plus en plus, dans les situations quotidiennes,
qu’il est mieux de I’accepter et de le reconnaitre, parce que de cette fagcon on se respecte
soi-méme et on respecte aussi la personne voisine et son individualité.

2. Le sujet et la subjectivité

Dans le PETIT LAROUSSE 2003, le terme de sujet est défini de la maniére sui-
vante :
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SUJET n.m. (lat. subjectum, ce qui est subordonné). 1. Ce sur quoi on parle, en écrit,
on compose. Le sujet d’'une conversation, d’un film. Sujet d’examen. Sortir de son
sujet. Etre hors sujet. 2. Cause, motif d’une action, d’un sentiment. Quel est le sujet
de votre dispute ? — Au sujet de : a propos de, relativement a. — Avoir sujet de : avoir
un motif légitime de. Avoir sujet de se plaindre. 3. MUS. Théme principal d’une
fugue. 4. a. GRAMM. Fonction grammaticale exercée par un groupe nominal, un
pronom, un verbe a I’infinitif, etc., et qui confére au verbe ses catégories de personne
et de nombre. b. LOG. Dans une proposition, ce a quoi se rapportent les propriétés.
5. Etre humain que I’on soumet a des observations. — Bon sujet : personne digne
d’¢loges — Mauvais sujet : personne dont on désapprouve la conduite. 6. Danseur,
danseuse de ballet, selon la hiérarchie du corps de ballet de I’Opéra de Paris. 7. DR.
Sujet du droit : personne titulaire de droits ou d’obligations. 8. PHILOS. a. Etre pour
lequel le monde extérieur, le contenu de sa pensée constitue un objet. b. Conscience
libre et créatrice de sens, fonctionnant comme principe explicatif de tout fait humain.
c¢. Individu qui est le support d’'une expérience, d’une action, d’un droit, d’une
connaissance. 9. LING. Actant, agent.'

Dans le méme dictionnaire, la subjectivité est définie de la suite :

SUBJECTIVITE n. f. 1. Caractere de ce qui est subjectif (par oppos. a objectivité).
2. Domaine de ce qui est subjectif.?

Depuis I’age classique, qui I’a élaboré, le concept de sujet renvoie a la plus com-
plexe des réalités, la réalit¢ humaine, a la fois évidente et problématique. Husserl parle
de « présence vivante de soi »*. Il y a dans le rapport que j’entretiens avec moi-méme
une évidence préréflexive autoréférentielle. Mais le « sujet » implique un nécessaire
décentrement : la grammaire distingue le génitif objectif et le génitif subjectif (la crainte
des ennemis a la fois la crainte éprouvée a 1I’égard des ennemis et celle éprouvée par les
ennemis). Dans la question du sujet, il est question de la place occupée.

Mais la subjectivité n’épuise pas, tant s’en faut, la question du sujet. Celle-ci n’est
d’ailleurs pas née avec elle. Le terme de « sujet » renvoie en effet a trois plans de sens
différents: la sujétion, la subjectivité, et «la subjectité », néologisme introduit par les
phénoménologues®. C’est Descartes qui, avec le cogito, a donné a la dimension de sub-
jectivité son caractére prévalant. Ce qui ne signifie pas la levée des incertitudes. L’am-
bivalence de la subjectivité apparait de facon particuliérement nette dans sa relation a
I’objectivité, a laquelle elle s’oppose mais dont elle est le fondement nécessaire. [In’y a
d’objet que pour et par un sujet. Seul un sujet peut étre objectif mais la dualité du sub-
jectif et de I’objectif est récente : elle nous vient de Baumgarten.

La subjectivité est plus qu’un caractere, elle est une essence et un fondement.
Echappant 4 la fois a ’observation empirique et 4 I’universalité du concept, elle n’est
pas un objet ais¢ d’analyse. Mais, depuis Descartes, tous les philosophes lui ont accordé

' Le Petit Larousse, 2003, p. 973

2 Ibid., p. 969

3 Christian Godin, Le sujet, source internet www.christian-godin.com/cours/1364820633
sujet.doc

Voir infra.
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une place centrale. « La philosophie du sujet, écrit Michel Henry, est la métaphysique
de la représentation, laquelle s’inscrit dans I’histoire de la métaphysique occidentale »°.
Cette histoire a une préhistoire, et aussi peut-étre une fin. Mais avant d’analyser cela, il
convient d’examiner les différents sens que « sujet » peut avoir et les différents termes
qui gravitent autour de lui.

3. Genése de la subjectivité

Le réel peut avoir un triple fondement : sur une transcendance (Nature, Dieu), sur
lui-méme, ou sur la subjectivité. Il est caractéristique que la théologie du Moyen Age
se refuse a définir Dieu comme sujet. Que 1’émergence de celui-ci soit pour la premiére
fois théorisée par Descartes (c’est la these de Hegel reprise par Heidegger) ou par Pic
de la Mirandole et les hommes de la Renaissance (c’est la thése d’Ernst Cassirer), il
reste que I’homme moderne se considére comme la source de ses représentations et de
ses actes, comme leur fondement (leur sujef) ou encore comme leur auteur. A partir du
moment ou le sujet est vu comme le fondement de 1’étant, se posera la question - parfai-
tement étrangére aux Grecs - de savoir si le monde existe indépendamment de la pensée
et si cette pensée elle est bien correcte. Les problémes de la réalité et de la vérité aux-
quels idéalisme et le réalisme donneront des réponses inverses sont directement issus de
1’établissement du sujet fondateur par la philosophie moderne.

Deux voies s ouvriront a la psychologie, a partir du XIXe siecle : celle de I’intério-
rité et celle de I’extériorité, I’intimité ou le comportement. La psychologie scientifique
suivra I’injonction d’Auguste Comte : il n’y a de connaissable que ce qui peut étre
observé par un tiers. L’intériorité est I’affaire des littérateurs ou des métaphysiciens. De
fait, c’est de leur c6té qu’on repérera la genése de la subjectivité.

La philosophie s’est trouvée confrontée a un probléme d’apparence aporétique :
peut-il y avoir une expérience objective de la subjectivité ? Lorsque les sciences nous
disent que nous pensons et sentons avec notre cerveau, elles nous I’apprennent, nous
ne ’éprouvons pas. La pensée du sujet implique une ontologie spécifique. La réponse
tautologique faite par Yahvé a la question de Moise® « Je suis celui qui suis » peut étre
interprétée ou bien comme ’expression d’un refus de répondre, ou bien comme : « Je
suis I’Etre méme ». Le sujet, qui devrait étre fondement et plénitude, semble fatalement
li¢ a une déchirure originaire. L’expression paradoxale de « maitrise de soi » dit I’assu-
jettissement constitutif du sujet lui-méme : si une partie du sujet est esclave et 1’autre,
maitre, cela signifie de facto que le méme est a la fois maitre et esclave.

Pour Foucault, le « se connaitre soi-méme » ne peut étre compris que dans une
question plus vaste, et qui lui sert de contexte : que faire de soi-méme ?’ La perception
de soi, absente chez Platon et Aristote, apparait avec les Stoiciens. Le speculator, chez
Sénéque, celui qui se regarde soi-méme, se voit comme dans un miroir (speculum) - de

5 Exode, 3,14

6 M. Foucault, « Subjectivité et vérité », Dits et Ecrits II, 1976-1988, Paris, Gallimard, 2001,
«Quarto», p. 1032.

7 Ibid., p. 1629.
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la la spéculation. Le souci de soi, analyse Foucault, vient d’un changement de direction,
d’une conversion vers soi. Le christianisme aurait inversé le sens de cette conversion en
I’interprétant comme une sortie hors de soi vers le grand Autre (Dieu). Mais le christia-
nisme n’est pas seulement une religion du salut, rappelle Foucault, il est aussi une reli-
gion confessionnelle qui, bien plus que les religions paiennes, impose des obligations
strictes en matiere de vérité®. La confession des péchés et la pénitence, inconnues des
Grecs, ont rapport direct avec la vérité cachée (et mauvaise) du sujet. Foucault distingue
trois grands types d’examen de soi: a) celui par lequel on évalue la correspondance entre
les pensées et la réalité (c’est la démarche cartésienne) ; b) celui par lequel on juge de
I’adéquation entre les pensées et les régles (c’est la démarche stoicienne) ; ¢) celui par
lequel on apprécie le rapport entre une pensée cachée et une impureté de 1’ame (c’est la
démarche chrétienne fondée sur I’idée qu’il y a en nous quelque chose de caché, et un
voile d’illusion qui nous masque ce secret)’.

Le christianisme des premiers si¢cles offrait au fideéle deux moyens d’exprimer sa
vérité profonde et cachée de pécheur : la mise en sceéne théatralisée et la mise en mots
contrite. Ces deux modes devaient déboucher sur le renoncement du sujet a lui-méme, a
sa volonté. A partir du XVIIIe siécle, analyse Foucault, les sciences humaines hériteront
de la pratique de verbalisation, mais, au lieu d’impliquer le renoncement du sujet, elles
contribueront a constituer celui-ci'®.

C’est donc le christianisme qui représenta le moment décisif pour I’émergence de
la subjectivité moderne. La découverte de celle-ci, en effet, va de pair avec I’invention
d’un Dieu transcendant. Dans un monde peuplé d une multitude de dieux, qui enserre la
totalité des choses dans un réseau serré de puissances invisibles, 1’étre humain s’éprouve
comme un ¢lément, une partie de ce monde ; il ne peut prendre conscience de soi, dans
sa finitude et son irréductible valeur. Face a un Dieu unique, a I’inverse, il peut se poser
comme moi a la fois fragile et pourvu d’une valeur infinie.

Je ne puis saisir tout ce que je suis, constate saint Augustin. L’esprit serait-il donc
trop étroit pour se posséder lui-méme ? Mais ou donc peut se trouver ce qui de son étre
lui échappe ? En dehors de lui ? Mais comment ne le saisit-il pas ? Voila pour 1’auteur
des Confessions motif a grand étonnement. Saint Augustin distingue la question « Qui
suis-je ? » que I’homme s’adresse a lui-méme de la question « Que suis-je ? » que
I’homme adresse a Dieu''. Qui d’autre que le créateur, en effet, peut connaitre la créa-
ture ? C’est en présence de Dieu que saint Augustin pose la question de sa nature, qui
est proprement une question théologique.

« Je suis, je connais, je veux. Je suis celui qui connait et qui veut. Je connais que je
suis et que je veux. Je veux étre et connaitre. A quel point notre vie est inséparable de

8 M. Foucault, « Les techniques de soi », op. cit., p. 1632.

°  Saint Augustin, Les Confessions, X, a Québec, par Samizdat, traduction de M. Moreau, cha-
pitre XVII, p. 162

10 Saint Augustin, La Trinité, Livre IX, chapitre V et VIII, consulté sur le site internet www.

abbaye-saint-benoit.ch

L’hypothese a été faite que le portrait vient de la croyance en la résurrection. Or cette

croyance manque a I’Orient. La renaissance n’est pas la Résurrection.
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ces trois phénomenes - vie une, intelligence une, essence une - sans qu’il soit possible
d’opérer une distinction qui est pourtant réelle, le comprenne qui peut »'2. Dans 1’ana-
lyse de I’autre triade mens (esprit), notitia (connaissance), amor (amour), la doctrine de
la circumincession des personnes est mobilisée pour penser I’immanence mutuelle de la
mens et de ses actes. Chacune de ces vérités est en soi et cependant elles sont mutuelle-
ment dans les autres - toutes en toutes et tout entiéres'?.

Un passage de La Cité de Dieu est connu pour étre le modéle de la démarche carté-
sienne: « Puisque donc je suis, moi qui me trompe, comment me puis-je tromper a croire
que je suis, vu qu’il est certain que je suis si je me trompe ? Ainsi puisque je serais tou-
jours moi qui serais trompé, quand il serait vrai que je me tromperais, il est indubitable
que je ne me puis tromper lorsque je crois que je suis »'4.

L’invention de la perspective en peinture, a la fin du Moyen Age, signifie que le re-
gard du spectateur, donc du sujet humain, est privilégié désormais aux dépens du regard
vertical de Dieu sur le monde. Le portrait, et a fortiori I’autoportrait, sont I’autre grande
expression picturale du sujet émergeant. Dans I’histoire de 1’art, le portrait apparait re-
lativement tard. L’homme, des millénaires durant, a peint les dieux et les animaux avant
de se peindre lui-méme. L’art du portrait apparait en Egypte aprés I’effondrement de
I’ Ancien Empire avec les peintures du Fayoum : la vie et le monde n’étaient alors plus
regardés sous I’angle de I’éternité, des préoccupations temporelles nouvelles s’exprime-
rent par I’individualisation des traits'®. Le X Ve siécle n’invente donc pas le portrait mais
le portrait libre, indépendant du contexte religieux. Désormais, la figure est donnée a
voir pour elle-méme, et au méme moment apparait 1’autoportrait', en Europe : pour la
toute premiére fois, le peintre se voit et se peint. Son regard, habitué a balayer le monde
réel des étres et des choses, ou celui, imaginaire, des anges, se met soudain en arrét
devant lui-méme et se prend comme objet propre. Au X Ve siécle, le créateur prend la
place du Créateur. Van Eyck signe ses tableaux!’. Bientot Montaigne fera de lui-méme
la matiére de son livre et Michel-Ange, significativement, gravera son nom sur le ruban
qui barre la poitrine de sa Pieta.

Ce que I’histoire de Roméo et Juliette modifie par rapport a celle de Tristan et
Yseult, c’est qu’elle fait I’économie du philtre, la cause extérieure de la passion : elle
montre qu’il n’existe aucune haine entre familles qui soit telle qu’elle rende impossible
I’amour entre deux individualités.

Sur le plan économique, on assiste au XVle si¢cle a la naissance du capitalisme, du
systéme de libre entreprise ; la propriété privée devient dominante. Sur le plan religieux,

L’autobiographie en littérature est I’analogue de 1’autoportrait en peinture.

13 Jean Le Bon [...] est le premier roi qui ait signé de sa main ses lettres patentes ; il est aussi
le premier dont on ait peint un portrait.

14 Maistre, J. de, Ecrits sur la Révolution, PUF, 1989, p. 219-220.

Badir S., Polis S., Provenzano F., La subjectivité : lectures critiques entre grammaire et

texte, Grato 2011 — 2nd International Conference on Grammar and Text, Lisboa, 9-10 Sep-

tember 2011, p. 1

16 Benveniste E., « De la subjectivité dans le langage », 1958, dans Problémes de linguistique

générale 1, Paris, Gallimard, 1966, pp. 258-266

Michon P., Fragments d’inconnu. Pour une histoire du sujet, Paris, Le Cerf, 2010p.113
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c’est la réforme protestante, avec I’idée d’une relation directe entre le fidele et Dieu
(sans passer par I’intermédiaire d’une Eglise) qui substitue a la confession (publique)
I’examen de conscience (individuel). Joseph de Maistre était fond¢é a caractériser le
protestantisme par « I’insurrection de la raison individuelle contre la raison générale »'%.

4. La subjectivité : pistes et jalons pour une histoire de la pensée
linguistique

Plusieurs théories linguistiques actuelles prennent en compte la subjectivité dans
leur élaboration. Les relations de filiation, ou simplement d’emprunt, entre ces théories
ne sont pas claires ni toujours explicites. Nous ne proposons pas d’ailleurs I’histoire
d’un concept linguistique, car il est douteux que la subjectivité soit d’emblée instaurée
en concept sur lequel la communauté linguistique pourrait s’accorder, mais nous enten-
dons retracer le parcours d’un terme dont la communauté linguistique s’est saisie (il fait
désormais partie de son jargon) et dont elle reconnait la force d’interpellation théorique.
La subjectivité est donc un terme qui connait un certain succes en sciences du langage
depuis un demi-siccle.

4.1. La subjectivité chez Benveniste : ouverture de ’espace des possibles

Emile Benveniste est sans doute le théoricien qui livre la version la plus complexe,
la plus ambigué, mais aussi la plus riche de la subjectivité, celle qui dessine grosso
modo I’espace des possibles théoriques dans lequel ses successeurs prendront position.
Cette ambiguité et cette richesse peuvent étre résumées ainsi : Benveniste est celui qui
a la fois donne a la subjectivité son assise la plus ferme dans la linguistique générale,
et dans le méme mouvement ouvre la voie a diverses approches plus sectorielles de ce
phénomeéne. "

La pensée de Benveniste s’arrime a toute une tradition philosophique cherchant a
définir le fondement du concept d’Ego. La réponse qu’il formule a ces tentatives est a la
fois simple et radicale : C’est dans et par le langage que ’homme se constitue comme
sujet ; parce que le langage seul fonde en réalité, dans sa réalité qui est celle de 1’étre,
le concept d’« ego ». [...] Est « ego » qui dit « ego »*°. Autrement dit : la langue est le
lieu ou la subjectivité humaine trouve son véritable fondement et la subjectivité n’est
donc rien d’autre que la « capacité du locuteur a se poser comme “sujet” »*!. L’usage
des guillemets pour le mot « sujet » vient ici rappeler qu’il ne s’agit pas du sujet gram-
matical ; la subjectivité ainsi congue n’est que le fondement langagier de cette « réalité
humaine du dialogue »** et s’incarne en langue dans la relation entre deux catégories

'8 Benveniste E., « De la subjectivité dans le langage », dans Problémes de linguistique géné-
rale 1, Paris, Gallimard, 1966, p. 333

9 Badir S., Polis S., Provenzano F., La subjectivité : lectures critiques entre grammaire et
texte, Grato 2011 — 2nd International Conference on Grammar and Text, Lisboa, 9-10 Sep-
tember 2011, p. 3

2 Benveniste E., « De la subjectivité dans le langage », 1958, dans Problémes de linguistique
générale 1, Paris, Gallimard, 1966, pp. 258-266

2 Ibid p. 259

22 Benveniste E., Problemes de linguistique générale, 2 t., Paris, Gallimard, t. I : 1966, p. 235

226



de personnes, le je et le tu, dite « corrélation de subjectivité ». Comme le dit Pascal
Michon, « [d]u point de vue de la langue, il n’existe donc pas de dualisme entre subjec-
tivation et sociation »*. Au passage, on relévera que la « subjectivité » benvenistienne,
selon ce premier mode d’appréhension, se dit en effet « subjectivation », ¢’est-a-dire
processus sans cesse recommencé par lequel le sujet éprouve son « étre-au-monde »
uniquement comme un « étre dans-et-par-le-langage »**.

La compréhension de ce processus s’éclaire chez Benveniste grace a la notion de «
rythme », que le linguiste définit comme une « forme dans I’instant qu’elle est assumée
par ce qui est mouvant », ou encore comme une « maniére particuliére de fluer »*.

Pour se faire sujet dans le flux de son interaction langagiére, le locuteur doit donc
disposer de formes, qui vont lui permettre de procéder a des instanciations rythmées et
subjectivantes. Nous touchons ici au second volet de la réflexion de Benveniste sur la
subjectivité, le volet grammatical. L’ objectif du linguiste, dans plusieurs de ses travaux,
est en effet de produire une description des catégories linguistiques qui permettent I’ap-
propriation de la langue par un individu locuteur. Cette visée est évidemment articulée
a la premicre, mais ne se confond pas avec elle. Les catégories de la personne, des pro-
noms et du temps sont, dans la grammaire des langues, ce qui rend possible la subjecti-
vité, mais elles ne possédent en elles-mémes aucune valeur subjective.

La double orientation — philosophique, grammaticale — de la réflexion de Ben-
veniste est encore bien lisible dans les lieux de publication des travaux de Benveniste
: d’un coté le Journal de Psychologie (pour « De la subjectivité dans le langage »), de
I’autre le Bulletin de la Société de Linguistique (pour « Les relations de temps dans le
verbe frangais »). Le propre du projet de Benveniste est précisément de combler le fossé
entre ces deux secteurs disciplinaires et de redéfinir la place de la linguistique. Celle-
ci doit pouvoir a la fois proposer une définition cohérente du Sujet, faire en sorte que
cette définition éclaire sous un nouveau jour le fonctionnement des formes linguistiques
elles-mémes et au final montrer que ce fonctionnement formel permet a son tour de
mieux décrire les configurations textuelles. Dans les fameux articles « Les relations de
temps dans le verbe frangais » et/ou « L’appareil formel de [’énonciation », le propos
consiste bien a décrire un systéme de formes, d’une part en tant qu’il rend possible I’ex-
pression de la subjectivité, d’autre part en tant qu’il fournit des indices convergents pour
identifier de vastes configurations textuelles, comme le récit ou le discours®.

C’est a ce dernier aspect (la typologie textuelle) que la postérité francaise de Ben-
veniste a sans doute été le plus sensible ; c’est par ce biais en tout cas que la linguis-
tique s’est regagné aujourd’hui une place de choix au sein des études littéraires. Cette
postérité opere cependant, comme nous allons le voir, un écrasement des deux strates

2 Michon P., Fragments d’inconnu. Pour une histoire du sujet, Paris, Le Cerf, 2010p.113

24 Jbid, p. 1223

5 Benveniste E., « De la subjectivité dans le langage », dans Problémes de linguistique géné-
rale 1, Paris, Gallimard, 1966, p. 333

Badir S., Polis S., Provenzano F., La subjectivité : lectures critiques entre grammaire et
texte, Grato 2011 — 2nd International Conference on Grammar and Text, Lisboa, 9-10 Sep-
tember 2011, p. 3
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de pensée (philosophique, grammaticale) distinguées chez Benveniste pour cerner la
notion de subjectivité.
4.2. La subjectivité chez Kerbrat-Orecchioni : inscription du sujet dans les textes

Le sous-titre de 1’ouvrage de Catherine Kerbrat-Orecchioni (L ’Enonciation) est :
De la subjectivité dans le langage, titre du fameux article de Benveniste publié dans
Le Journal de Psychologie en 1958. Mais il faut sans doute se retenir d’interpréter de
la méme maniére les deux intitulés. Celui de Benveniste est a lire comme un archaisme
latinisant (le de + ablatif) qui exprime la thése forte de 1’auteur : c’est dans le langage
que se trouve le fondement de la subjectivité humaine ; il n’y a pas de sujet extérieur
au langage. Quant au sous-titre de Kerbrat-Orecchioni, il faut se rappeler qu’il était
originellement collé au mot « énonciation », qui s’est progressivement érigé en mot-
embleéme de tout un courant de la linguistique contemporaine et méritait donc son statut
de titre a part entiere. « L’énonciation de la subjectivité dans le langage », ou « de la
subjectivité dans le langage » — ou le « de » ne serait plus un reliquat de préposition
latine, mais un quantifiant —, postulent donc ici une coupure entre les deux notions et,
plus précisément, une antériorité de la « subjectivité » par rapport au « langage » : il y
a un sujet locuteur ou scripteur qui, en usant du langage, y laisse sa trace de diverses
maniéres. L’objectif de la linguiste s’apparente dés lors a ce que nous pourrions appeler
une lecture symptdmale, c’est-a-dire un recensement, sur le produit, de tous ces lieux
d’inscriptions du sujet lors des actes individuels de production linguistique : « ce sont
ces lieux d’ancrage les plus manifestes de la subjectivité langagiére [...] qu’il va s’agir
pour nous d’inventorier »*’

Le travail de Kerbrat-Orecchioni se présente donc bien comme un approfondisse-
ment des pistes tracées par Benveniste, mais assimilées a un projet unique de descrip-
tion linguistique du plan de 1’énonciation, congue comme le lieu d’inscription de la
subjectivité dans le langage. La subjectivité est en effet ici retraduite par la notion de «
subjectivemes », c’est-a-dire les unités minimales par lesquelles le locuteur/scripteur
laisse une trace de son énonciation dans son énoncé. Conformément a 1’objectif de
lecture symptomale, ¢’est donc moins la subjectivité qui est visée que les procédures
plus ou moins subtiles (implicites, contradictoires, intensives, etc.) utilisées par le
locuteur/scripteur pour masquer ou au contraire assumer les traces de sa subjectivité.
La subjectivité langagiére se modélise ainsi sous la forme d’un continuum, présente
une valeur graduelle, selon la nature et le nombre des subjectivémes repérés : déic-
tiques / non déictiques, explicites / implicites, affectifs / évaluatifs / modalisateurs /
axiologiques.

Les exemples utilisés pour illustrer ce continuum sont puisés essentiellement dans
la presse, avec 1’objectif d’« évaluer méme grossiérement le “taux de subjectivité” ca-
ractérisant chacun des articles »*®. Ce premier corpus est confronté a un second, litté-
raire cette fois, la « Tentative d’épuisement d’un lieu parisien » de Georges Perec, dont
il s’agit la aussi de traquer la subjectivité, au-dela des apparences de description pure-

27 Kerbrat-Orecchioni C., L ’Enonciation. De la subjectivité dans le langage, 4e édition, Paris,
Armand Colin, 2009, p. 37
8 Ibid, p. 135
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ment objective. Il apparait donc bien que la description linguistique se place ultimement
au service d’une typologie des énoncés, « dont on clame de toute part qu’elle doit venir
évincer et remplacer 1’ancienne distinction rhétorique des genres »%.

Sans plus étre adossée a un projet philosophique de définition du sujet, la réflexion
sur la subjectivité oriente ainsi la linguistique vers une pragmatique des discours. Le
sujet existe en dehors de et avant la langue, qu’il vient imprégner de sa « subjectivité »
de diverses maniéres, qu’il s’agit d’observer. Les attributs linguistiques de la notion —
assimilée aux marques formelles qui n’en étaient chez Benveniste que les conditions de
possibilit¢ — rompent dés lors le continuum entre la grammaire et le texte, au bénéfice
de ce dernier, puisque le sémantisme du « subjectif » (toujours observé comme textuali-
té) se déverse sur les formes grammaticales et rend désormais illusoire toute description
exhaustive de leur organisation systématique.*

4.3. La subjectivité chez Coquet : actant et instance

La position adoptée par Jean-Claude Coquet pourrait étre située, vis-a-vis de [’hé-
ritage de la pensée de Benveniste, aux antipodes de celle prise par Kerbrat-Orecchioni.
Cette position est du reste nettement plus précaire, et comme « embarrassée »5, car elle
prétend tirer la pensée de Benveniste hors de son champ disciplinaire d’origine pour la
faire pénétrer plus avant dans celui de la philosophie, mais non sans emporter avec elle
la spécificité de son ancrage théorique et méthodologique. C’est ainsi que le dernier livre
de Coquet (Physis et Logos, 2007) est sous-intitulé « Une phénoménologie du langage »
tout en accueillant, en guise de deuxiéme partie, des « points de vue sur la phénoméno-
logie du langage » désignés comme « Linguistique de 1’énonciation » et « Sémiotique
des instances ». La linguistique et la sémiotique semblent ainsi pour Coquet pouvoir
constituer des approches théoriques dont la phénoménologie du langage deviendrait
peu a peu I’objet. On se demande tout de méme si ce n’est pas ’inverse qui s’opére en
réalité, ¢’est-a-dire si ce ne sont pas des questions philosophiques que Coquet importe
dans le champ disciplinaire de la linguistique et de la sémiotique. Les lieux d’inscription
¢éditoriale de ses ouvrages, dans des collections de linguistique et de sémiotique, le lais-
seraient penser, de méme que le nombre des références philosophiques, essentiellement
phénoménologiques (Husserl, H. Pos, Merleau-Ponty, Ricceur), qui s’articulent autour
de I’axe benvenistien.?!

Conformément aux ambitions formalistes de la sémiotique, les concepts de Benve-
niste sont retravaillés dans une configuration plus générale et plus abstraite. Avec pour
conséquence que les termes mémes de sujet et de subjectivité, tels que les employait
Benveniste, disparaissent. Le sujet est rebaptisé « actant », « pour essayer de combattre
I’effet d’oralité toujours renaissant et I’effet de rationalité attaché, quoi qu’on fasse, a

2 Ibid, p. 174

30 Badir S., Polis S, Provenzano F., La subjectivité : lectures critiques entre grammaire et texte,
Grato 2011 — 2nd International Conference on Grammar and Text, Lisboa, 9-10 September
2011, p.4

Badir S., Polis S., Provenzano F., La subjectivité : lectures critiques entre grammaire et
texte, Grato 2011 — 2nd International Conference on Grammar and Text, Lisboa, 9-10 Sep-
tember 2011, p. 5
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la notion de ‘sujet’ »* ; et la subjectivité se dissout dans le concept d’« instance énon-
cante » (elle-méme présentée comme une généralisation de la notion benvenistienne
d’« instance de discours »*. Le terme de sujet trouve néanmoins un nouvel usage : il
remplace le terme de personne, et fait face dés lors a un non-sujet, 1a ou Benveniste
parlait de non-personne. Outre leur accent de généralisation, ces substitutions ont pour
effet de couper les concepts benvenistiens de leur tradition grammaticale. 11 ne faudrait
pas croire cependant qu’elles ne marquent aucun enjeu théorique (sémiotique et / ou
phénoménologique). Pointons-en trois :

(1) Le sujet est déconstruit en fonction des modalités dont il est le si¢ge : une mo-
dalité d’assertion (rendant compte de ’activité discursive) et une modalité d’assomp-
tion (instanciant son rdle au sein de cette activité).

(2) Parall¢lement, la notion de non-sujet suscite la distinction d’un tiers actant
transcendant et d’un tiers actant immanent. Elle peut étre interprétée selon la topique
freudienne comme une distinction entre le surmoi et le ca.

(3) La distinction du sujet et du non-sujet laisse la possibilité d’une position
intermédiaire, celle d’un quasi-sujet, qui achéve la rupture de ces notions avec la distri-
bution des personnes grammaticales.

Comme on le pressent bien, il n’y a pas chez Coquet de velléités a associer la théo-
rie des instances énongantes a une analyse grammaticale. Tout au contraire, [’analyse
des formes grammaticales est d’emblée jugée insatisfaisante, comme en témoigne de
manicre ¢loquente le passage suivant : Le je de « je vois le bleu du ciel », dit Merleau-
Ponty, est-il le méme que le je de « je comprends un livre » ? Pour le linguiste qui, fidele
au principe d’immanence, s ’appuie sur le syntagme et sa construction syntaxique, oui.
Pour le phénoménologue, non. L’occurrence je n’aura pas le méme nom métalinguis-
tique. Dans un cas, il s’agit de perception, dans [’autre de cognition.>

Si, chez Kerbrat-Orecchioni, 1’étude de la subjectivité oblige a une réorientation,
par I’instrumentation des textes, des analyses effectuées au sein de la linguistique, la
reprise des éléments les plus philosophiques de la réflexion de Benveniste sur la subjec-
tivité incite Coquet a forcer le clivage des disciplines. La phénoménologie du langage
devient ainsi le lieu, précaire et improbable, d’une analyse de la subjectivité fondée sur
les textes.

4.4. Subjectivité et subjectification chez Langacker

En passant de I’autre c6té de 1’ Atlantique, les perspectives se modifient du tout au
tout. La pensée de Benveniste ne sert plus de point de départ (si ce n’est rhétorique),
une tradition théorique s’étant instaurée, selon les éditeurs d’un recueil consacré a la
subjectivité, avec Langacker et Traugott depuis le début des années 1980.

Ronald Langacker aborde la subjectivité dans le cadre de la sémantique cognitive.
Elle n’est pas immédiatement convertie en objet d’étude mais suscite un questionne-
ment sur la place qu’elle aurait éventuellement a jouer dans I’élaboration théorique. Il se

32 Coquet J-Cl., La Quéte du sens. Le langage en question, Paris, P.U.F, 1997, p. 35

3 Ibid, p. 86

3% Coquet J.-Cl., Physis et Logos. Une phénoménologie du langage, Paris, Presses Universi-
taires de Vincennes, 2007 p. 136

230



fait — sans que personne ne cherche a justifier ce fait en droit — que cette place s’étend
largement dans les recherches actuelles. Ainsi, on ne saurait dire que la notion de sub-
jectivité se forge a partir du langage, comme chez Benveniste et Coquet, pas plus qu’elle
débarque toute constituée dans I’analyse linguistique afin d’y délimiter un champ de
phénomenes, comme chez Kerbrat Orecchioni. La subjectivité est un construal, notion
fondamentale chez Langacker et malaisée a traduire en frangais. Elle est une manicre
de voir, d’interpréter, d’¢élaborer qui permet de construire et d’organiser le monde dans
le méme temps qu’elle s’élabore elle-méme. Cette stratégie constructiviste s’accomplit
dans la théorie de Langacker en mettant en rapport une proposition type avec une sché-
matisation graphique et en associant de ce fait le phénomeéne langagier a une perception
ou a une conception. La subjectivité devient ainsi un concept grammatical dés lors que
la théorie parvient a lui accorder une place dans ’explication schématisée des phéno-
menes langagiers.®

Dans ces recherches toutefois la subjectivité est finalement beaucoup moins pré-
sente que la subjectification, terme qui n’a pas encore trouvé de correspondant en fran-
c¢ais mais qu’on pourrait facilement adapter en « subjectivation » (a condition d’en faire
un terme, c¢’est-a-dire de rendre la subjectivation susceptible de différentes conceptua-
lisations, des lors qu’elle fonctionne chez Langacker tout autrement que chez Benve-
niste. Avec la subjectivation, on entre dans des considérations relevant strictement de
la grammaire. Il s’agit de faire contraster des constructions grammaticales en fonction
de leur plus ou moins grande subjectivation. Ce contraste opére dans les travaux de
Traugott en diachronie et est corrélé alors au phénomeéne de « grammaticalisation »
(grammaticization ou grammaticalization). Langacker, pour sa part, le fait jouer prin-
cipalement en synchronie. Les schémas graphiques sont construits en fonction de deux
axes orthogonaux, nommément « axe subjectif » et « axe objectif ». L’axe subjectif
est activé lorsque le point de référence du sujet parlant est pris a partie dans I’inter-
prétation de 1’énoncé (comparez, par exemple, Vanessa is sitting across the table, ou
s’accomplit un réalignement sur I’axe subjectif de ce que Vanessa is sitting across the
table from me établit de maniére objective®®). De ce fait, la subjectivation devient un
concept de la théorie, dont I’application est a priori imputable a n’importe quel phéno-
meéne grammatical.

L’approche de Langacker constitue un cas extréme ou la subjectivité, et avec elle,
la notion de subjectivation, sont enticrement dévolues a I’explication grammaticale. Les
textes n’entrent pour aucune part dans la réflexion, pas plus d’ailleurs que les notions de
discours et d’énonciation, si prégnantes dans la zone d’influence frangaise.’’

35 Badir S., Polis S., Provenzano F., La subjectivité : lectures critiques entre grammaire et
texte, Grato 2011 — 2nd International Conference on Grammar and Text , Lisboa, 9-10 Sep-
tember 2011, p. 6

% Lancacker R. W., Concept, Image, and Symbol. The Cognitive Basis of Grammar, Berlin —
New York, Mouton De Gruyter, 1990, chapitre 12: « Subjectification », p. 328

37 Badir S., Polis S., Provenzano F., La subjectivité : lectures critiques entre grammaire et
texte, Grato 2011 — 2nd International Conference on Grammar and Text, Lisboa, 9-10 Sep-
tember 2011, p. 7
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4.5. Subjectification et grammaticalisation chez Traugott

Avec Elizabeth Traugott, la subjectivité est non seulement déliée de la dimension
textuelle, comme chez Langacker, mais encore de toute référence directe a I’individu
locuteur en tant que sujet énoncgant doué d’agentivité : c’est le seul point de vue du
locuteur, en tant qu’il explique 1’évolution du signifi¢ de lexémes et constructions,
qui conserve une importance dans sa théorie. En effet, son objectif est d’identifier
un fondement pragmatico-sémantique unificateur qui permette de rendre compte de
I’évolution du sens de lexémes (ou de constructions) telle qu’on I’observe par exemple
dans les ‘grammaticalization studies’ (qui s’attachent a décrire les processus diachro-
niques conduisant des unités lexicales a étre réanalysées comme possédant une fonc-
tion syntaxique ou morphologique). Ce fondement serait a trouver dans une augmen-
tation progressive du degré de subjectivité des expressions linguistiques concernées,
processus diachronique régulier et récurrent qui est appelé subjectification : le sens
d’expressions linguistiques en viendrait progressivement a dépendre toujours davan-
tage des croyances du locuteur ou de son attitude concernant ce qu’il exprime®, bref
de son point de vue. Elle parle en ce sens plus récemment de « sémanticisation » de la
subjectivité®. Corrélativement, elle propose d’articuler les notions de subjectification
et de grammaticalisation comme suit : les deux notions sont envisagées comme des
processus diachroniques, mais ils différent a la fois dans leur nature (pragmatique/sé-
mantique vs syntaxique/morphologique) et leur portée (le processus de subjectification
pouvant affecter I’évolution du signifié¢ d’une simple unité lexicale ; e.g. 1’étude de cas
sur « even »).

Traugott a donc adopté des ses premiers travaux (1989) une perspective diachro-
nique en couplant les notions de subjectivité et de grammaticalisation*’. Son approche
n’envisage nullement les marques formelles que peut mobiliser le locuteur pour affir-
mer sa subjectivité ou les traces de son activité dans différentes configurations textuelles
: ¢’est un mécanisme d’évolution de la langue, érigé en principe explicatif, qu’elle am-
bitionne de décrire. Ce mécanisme est indépendant de la capacité du locuteur a s’ériger
en sujet dans la langue ainsi que de son inscription active dans 1’énoncé¢ ; il agirait en
langue — linéairement et de maniére indifférenciée en fonction des langues étudiées ou
des types textuels — comme un mouvement diachronique intégrant toujours plus les
sens dépendant du point de vue du locuteur (qui relévent originellement du domaine des
inférences pragmatiques) aux signifiés des expressions linguistiques.

En conclusion, méme si la notion de subjectification est mobilisée dans un but com-
mun chez Langacker et Traugott, I’explication de faits de grammaires, elle n’en est pas
moins conceptualisée de facon essentiellement distincte: chez le premier, le processus
de subjectification réside dans le construal plus ou moins subjectif de tout énoncé et il

3% Traugott E. CL., « On the rise of epistemic meanings in English: An example of subjectifica-

tion and semantic change », dans Language 57, 1989, p. 35

3 Traugott E. Cl, « (Inter)subjectivity and (inter)subjectification: A reassessment », dans K.
Davidse et al. (ed.), 2010, pp. 30-31

40 Finegan Ed., « Subjectivity and subjectification: an introduction », dans D. Stein & S. Wright
(éds), 1995 p. 3
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est possible de préciser le degré plus ou moins élevé de subjectivation par comparaison
avec des énoncés similaires; chez Traugott, en revanche, ¢’est une seule et méme unité
linguistique dont le sens se « subjectifie » avec le temps, ¢’est-a-dire dépend toujours
plus des croyances et attitudes du locuteur, sans que ce dernier ne paraisse jouer le
moindre réle direct, que ce soit en terme de capacité ou d’agentivité.*!

Ainsi qu’on vient de 1’observer a travers la lecture critique de quelques auteurs,
les points de vue sur la nature de la subjectivité en linguistique — et, partant, sur sa
définition, ses attributs et sa place dans 1’économie systémique des différents courants
de pensée — sont pour le moins conflictuels. Pour autant, il nous parait raisonnable de
poser ici que I’adoption du terme « subjectivité », comme d’un embléme, par différentes
écoles linguistiques puisse s’expliquer par des horizons épistémologiques similaires et
que I’ensemble des développements de son signifi¢ (ainsi que la variété des conceptua-
lisations sous-jacentes) est en germe chez Benveniste qui a assurément ouvert le champ
des possibles en la matiére et continue, par la pluralité de son approche, d’assurer une
forme de cohérence transhistorique aux approches diverses de la subjectivité dans les
sciences du langage.*?

5. La modalisation — expression de subjectivité

Un énoncé peut comporter des indices de la présence de I’énonciateur. Lorsque les
marques sont effacées, 1’énoncé est plus neutre, plus objectif. La modalisation consiste
donc a prendre position dans son discours.

On le repére grace a la présence de différents indices :

1. La marque la plus évidente :la 1¢re personne du singulier ou du pluriel.

2. Des formules qui signalent qui prend en charge les idées, qui donne son avis (Pour

moi..., d’apres..., si ’on en croit)
. Le choix du lexique: termes mélioratifs et péjoratifs

4. Des verbes (croire, estimer, penser...) ou des adverbes (vraiment, complétement,
sans doute,) qui expriment 1’opinion, le doute, I’incertitude.

5. Le mode conditionnel traduit le jugement, atténue 1’affirmation (on pourrait pen-
ser...)

Le niveau de langue peut aussi exprimer la réaction de 1’émetteur. Oral: intonation,
gestuelle ; Ecrit: ponctuation

La présence de 1’émetteur dans son énoncé ne se voit pas qu’a la présence des
pronoms liés a cet émetteur (je, nous, mon, notre...). En effet, I’émetteur peut aussi
manifester sa subjectivité, en indiquant par des indices ses sentiments ou son avis par
rapport a ce qu’il dit, méme dans un texte a la 3¢éme personne. On appelle modalisation,
I’ensemble de ces indices.

(98]

4 Badir S., Polis S., Provenzano F., La subjectivité : lectures critiques entre grammaire et

texte, Grato 2011 — 2nd International Conference on Grammar and Text, Lisboa, 9-10 Sep-
tember 2011, p. 8
Badir S., Polis S., Provenzano F., La subjectivité : lectures critiques entre grammaire et
texte, Grato 2011 — 2nd International Conference on Grammar and Text, Lisboa, 9-10 Sep-
tember 2011, p. 8
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e Le commentaire peut porter sur la probabilité : il évalue alors le degré de vérité,
de certitude de I’énoncé : celui-ci peut étre probable, obligatoire, certain, possible...
L’information donnée est plus ou moins sfire.

Moyens utilisés :

Verbes : devoir, pouvoir, sembler, paraitre, prétendre, affirmer, ignorer, croire...

Temps : futur antérieur (supposition), conditionnel (hypothése, incertitude)

Adverbes : peut-étre, sans doute, probablement

Expressions mettant a distance 1’information donnée : Selon des sources...,
d’aprés....

e Le commentaire peut étre appréciatif (évaluatif) ou affectif : I exprime alors le
jugement de I’énonciateur, favorable ou défavorable, sur I’information qu’il nous donne.

Lexique :

Groupe nominal ou des adjectifs péjoratifs ou mélioratifs : inadmissible, formi-
dable...

Verbes exprimant |’opinion, le jugement : estimer, détester...

Adverbes : heureusement...

Groupe nominal : par bonheur, & ma grande surprise...

Intonation a I’oral

Typographie spéciale : gras, italique, capitales

Ponctuation : « ! »

Figures de styles : antiphrase, ironie...

L’énonciation ou I’émetteur peut exprimer dans un énoncé a la fois un contenu,
une information et son attitude vis-a-vis de cette information : c’est ce qu’on appelle les
modalités ou la modalisation.

Modalisateur : mot ou expression qui manifeste 1’opinion de celui qui produit
I’énoncé.

L’émetteur peut prendre position sur I’information qu’il rapporte :

— signaler que I’information est plus ou moins stir (marque de probabilité).
— Porter une appréciation positive ou négative (marque d’évaluation).
Ces marques de la subjectivité ou procédé de modalisation peuvent étre de plu-
sieurs ordres :
1. L’intonation et la typographie : sorte d’écriture.
2. Les types de phrases : interrogatives, exclamatives, impératives).
3. Le vocabulaire : champ lexical.
4. Des figures de style : hyperbole, comparaison, métaphore, antithése...).
5. Le conditionnel : « seraient »

Ce tableau® indique a gauche les différents modalisateurs que 1’on peut repérer

dans un texte. Les phrases exemples se situent a droite.

L’intonation (oral), typographie (mots en
gras, en italiques, en capitales), ponctua- | Quoi ! Tu me soupgonnes.
tion.

 https://www.intellego.fr/soutien-scolaire-3eme/aide-scolaire-francais/la-modalisation
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Types de phrases exclamatives, et inter-

. Tu me prends pour un imbécile ?
rogatives quand elles posent de fausses P P

C’est du propre !

questions.
Vocabulaire GN et adjectifs mélioratifs o ,

g 4 ! " | Ce film est mortel (sens figuré).
péjoratifs.
Verbes qui expriment une opinion, un Arnaud prétend qu’il m’a rendu son
jugement, une certitude, une probabilité, devoir hier.

devoir, pouvoir, croire, imaginer, prétendre, | Il a mangé des champignons sans doute
insinuer, souligner, soutenir, jurer, certifier. | vénéneux.

Devoir et pouvoir : auxiliaires modaux, ser- | Vous devriez relire vos devoirs.

vent a envisager la probabilité des actions |1l doit neiger demain.

Les adverbes : peut-Etre, sans doute, proba- | Il a mangé des champignons sans doute
blement... vénéneux

C’est du propre (antiphrase).

11 est si béte que méme ses collegues
s’en sont apercus.

Le locataire de la mairie de Paris.

4. Certaines figures de styles : antiphrase
(ironie), litote (atténuation), périphrase
connotée.

5. Le conditionnel : dans la presse, dans de
nombreux textes scientifiques, le condition- | La destitution du président aurait lieu
nel indique que I’auteur fait état d’informa- |lors du prochain congres.

tions incertaines

6. La dimension subjective dans le langage

La manifestation de la subjectivité ne s’arréte pas au niveau des états mentaux ou
physiques, nous la rencontrons aussi dans le langage et nous allons voir les formes sous
lesquelles elle se manifeste.

Dans son ouvrage L 'énonciation de la subjectivité dans le langage, Catherine Ker-
brat-Orecchioni affirme : Toute unité lexicale est, en un sens, subjective, puisque les
« mots » de la langue ne sont jamais que des symboles subjectifs et interprétatifs des
« choses ».** Nous pouvons dire que les mots, en fonction de notre choix, représentent
la manifestation de notre subjectivité, parce qu’un méme mot dans des situations diffé-
rentes peut signifier des choses différentes, comme le mot « petite » dans les exemples
suivants :

a) Mais, elle est petite !
b) Ah, elle est petite !

En fonction du contexte et de I’intonation du locuteur, le mot « petite » peut signi-
fier : « mauvaise » ou « belle ». De nouveau le contexte joue un réle important, parce
que ces phrases peuvent étre prononcées dans des situations différentes. Par exemple,
le fils annonce sa mere qu’il veut lui faire connaissance avec son amie. Quand la mére

4 Kerbrat-Orecchioni, C., L’énonciation de la subjectivité dans le langage, Paris, Armand

Colin, 1999, passim
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la voit, elle est enchantée parce qu’elle est petite comme son fils. Dans un tel contexte
nous avons une intonation ascendante qui traduit 1’état de bonheur :

«Ah, elleestpetite ! » > (petite = belle)

Dans un contexte comme le suivant : quelqu’un cherche une fille pour faire le
ménage dans une maison ou les visites sont faites par des gens d’affaire ou les filles de
taille petite n’ont pas la permission d’entrer, parce que I’employeur veut que ses clients
soient bien servis et qu’ils ne doivent pas s’incliner pour servir quelque chose du plateau
des filles. Dans une telle situation « petite » est synonyme avec « mauvaise » ou « ina-
déquate », parce nous avons ici une intonation descendante, de dégofit :

« Mais, elle est petite | » 7 ———————————» (petite = mauvaise)

Aucun individu n’est libre de décrire la nature avec une impartialité absolue, mais
contraint, au contraire, a certains modes d’interprétation alors méme qu’il se croit le
plus libre, dit B. Lee Wholf. Donc, I’individu ne peut pas étre impartial, méme si le
libre-arbitre nous fait croire, dans certains moments, qu’on est absolument libre. [l ya a
I’intérieur de nous une force qui nous fait introduire, sans le vouloir, dans notre langage
une ou plusieurs connotations subjectives.

Dans I’ouvrage cité, C. Kerbrat-Orecchioni parle de deux types de discours : le
discours objectif et le discours subjectif- Tandis que dans le discours objectif I’individu
s’efforce a effacer toute trace d’un énonciateur individuel, dans le discours subjectif
I’individu s’avoue explicitement. Par exemple :

« Je trouve ¢ca moche. »

La subjectivité ne caractérise pas seulement les individus, elle caractérise aussi les
unités lexicales, parce qu’elles sont en elles-mémes chargées d’une dose plus ou moins
forte de subjectivite.* Si on prend les mots suivants : célibataire, jeune, petit, bon et si
on les met sur une échelle, on observe qu’ils vont de I’objectif au subjectif :

Objectif Subjectif

Célibataire Jeune Petit Bon

De cette fagon la réponse a la question de Todorov est affirmative « bon » implique-
t-il le locuteur d’une manieére plus forte que « jeune » ?

L’utilisation de la subjectivit¢é d’une manic¢re excessive peut nous faire tomber
dans une dimension plus dangereuse, dit Kerbrat-Orecchioni et c’est /’abus de lan-
gage.*® Dans cette situation, le taux de subjectivité est assurément plus fort, comme dans
I’exemple suivant :

« Georges Durand est égoiste »

ou le mot « égoiste » apporte une implication treés grande de la part du locuteur.

Kerbrat-Orecchioni parle d’une subjectivité prononcée rencontrée dans la presse.
Elle donne plusieurs exemples de la presse francaise, des articles apparus dans : Le Fi-
garo, Le monde, L’Aurore ; et si on pense a notre expérience personnelle on peut dire

45 Kerbrat-Orecchioni, C., L’énonciation de la subjectivité dans le langage, Paris, Armand

Colin, 1999, passim
1bid., passim

46

236



que son affirmation est vraie. Il y a des situations ou 1’on rencontre dans des journaux
différents articles ayant le méme sujet, mais il est interprété de fagon différente, propre
a I’auteur de ’article, ce qui peut nous indiquer, le plus souvent, des pistes informatives
fausses ou des informations en totalité fausses.

Les exemples de subjectivité de langage de Kerbrat-Orecchioni ne s’arrétent pas
ici ; elle donne encore un exemple de texte descriptif de G. Perec, ot 1’on rencontre une
grande subjectivité :

« Il'y a beaucoup de choses place Saint-Sulpice, par exemple : une mairie, un hotel
des finances, un commissariat de police, trois cafés, dont un fait tabac, une église a la-
quelle ont travaillé Le Vau, Gittard, Oppenord, Servandoni et Chalgrin et qui est dédiée
a un aumonier de Clotaire II qui fiit évéque de Bourges de 624 a 644 et que ’on féte
le 17 janvier, un éditeur, une entreprise de voyages, un arrét d’autobus, un tailleur, un
hotel, une fontaine que décorent les statues de quatre grands orateurs chrétiens (Bossuet,
Fénelon, Fléchier et Massillon), un kiosque a journaux, un marchand de piété, un par-
king, un institut de beauté, et bien d’autres choses encore. »

Le texte ne notifiera du paysage urbain que des choses vues par Perec, d’un lieu
précis, a un instant précis.

Perec insiste constamment sur le fait que tout ce qu’il décrit I’est « d’un certain
point de vue » (« Sur la terre pleine, il y a des bancs, des bancs doubles avec un dosseret
unique. Je peux, de ma place, en compter jusqu’a six. »)

La subjectivité dans le texte de Perec vient des problémes suivants :

a) Les visions panoramiques et perspectivisées ;
b) L’exhaustivité de la description ;

¢) Intervention par sélection ;

d) Hiérarchisation des informations ;

e) Intervention de type affectif ;

f) Intervention de type interprétatif.

Ce sont les marques de la subjectivité de langage dans le texte de Perec.

On voit bien, donc, que la subjectivité est présente dans une mesure moins ou plus
grande dans tous les domaines de I’activité humaine. Elle est présente, bien sfir, dans les
manifestations physiques et psychiques des gens. De cette fagon, la liaison entre sub-
Jectivité et cohérence textuelle est assurée, parce que si la subjectivité est présente dans
I’esprit humain et la cohérence tient beaucoup de I’esprit, alors on a de la subjectivité
aussi dans la cohérence textuelle.
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1. La dimension subjective de la cohérence textuelle

Comme on a vu, la subjectivité est présente dans plusieurs secteurs de la vie humaine
et elle peut avoir plusieurs sens, opposés ; cela dépend du fait si I’on consideére, tout sim-
plement, comme la caractéristique de la personne qui énonce ou comme la somme des
marques spécifiques aux capacités intellectuelles et émotionnelles de celle-ci.

On a dit que la subjectivité est présente dans 1’esprit humain, donc la cohérence tex-
tuelle peut avoir elle-aussi une dimension subjective parce qu’elle tient de 1’esprit. Bien
stir, on doit admettre qu’il n’y a pas de subjectivité absolue. Tout au long des années, on
a essay¢ d’expliquer en quoi consiste la cohérence d’un texte ; on a donné en ce sens des
marques linguistiques d’apres lesquelles on reconnait un texte comme étant cohérent ou
non. On reconnait que ces marques sont nécessaires, mais elles ne sont pas suffisantes,
parce que la cohérence ne tient seulement, de la matérialité du texte, mais de 1’esprit du
locuteur ou interlocuteur. Michel Charolles a donné les méta-régles de cohérence qui
ont le méme destin que les marques, lui-méme ayant reconnu qu’elles ne sont pas suffi-
santes. Apres cela, on a essay¢ d’utiliser la cohérence comme principe d’interprétabilité,
qui nous parait un peu plus pertinent. Dans ce sens, Petdfi dit qu'un texte est déclaré
accessible/cohérent si on obtient satisfaction communicative. Mais il faut dire qu’on
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obtient satisfaction communicative si on reconnait les informations transmises par le
texte ; si on ne les reconnait pas, on n’obtient pas la satisfaction. Ici intervient Grice qui
dit que dans la langue il y a un contrat établit entre les participants & un échange com-
municatif. Tout d’abord, on fait confiance a notre interlocuteur, on suppose qu’il veut
nous écouter / lire les pages que nous avons écrit ou, au moins, on suppose qu’il veut
apprendre des choses nouvelles, on lui accorde un crédit de confiance. La plus ample
est la théorie de pertinence proposée par Sperber et Wilson. Ils introduisent la notion de
« connaissances » encyclopédiques et logiques que le locuteur doit posséder pour décla-
rer un texte cohérent ; et a propos du contrat de coopération de Grice, Sperber et Wilson
proposent la notion de « environnement cognitif » : ce sont les informations connues
par tous les participants a la communication. Ici intervient un probléme : d’ou on sait
que I’interlocuteur posséde les mémes informations que le locuteur ? On ne le sait pas,
mais on le suppose et si cette supposition est fausse, alors la communication finit par
un échec. Un autre probléme peut étre le suivant : I’interlocuteur posséde d’autres in-
formations que le locuteur, alors il peut donner au texte une interprétation fausse ou
subjective. Nous sommes arrivés de nouveau a la notion de subjectivité.

Jusqu’ici nous avons parlé de la subjectivité dans la psycholinguistique et dans le
langage, maintenant nous allons essayer de dire en quoi consiste la subjectivité de la
cohérence textuelle.

Nous avons vu qu’il y a dans la cohérence textuelle une dimension rationnelle
assurée par les marques linguistiques, les régles de cohérence et les maximes, mais il y
a une partie dans toutes ces théories qui est insuffisante et ou intervient un phénomeéne
qu’on nomme « subjectivité ». Dans cette perspective, un texte peut étre cohérent pour
une personne et incohérent pour une autre.

D’ou vient cette subjectivité ? Nous avons vu que la subjectivité se trouve dans
I’esprit du locuteur, tout comme la cohérence, mais ici on trouve aussi les connaissances
des individus et, comme nous avons dit ces connaissances peuvent étre partagées ou
non. Donc, la subjectivité est assurée :

— En premier lieu par les connaissances possédées qui sont trés différentes d’une
personne a 1’autre ;

— Un deuxiéme point de la subjectivité¢ peut étre la disponibilité a I’effort, les
émotions éprouvées par I’interlocuteur envers le texte ou envers le locuteur.

A partir de ces considérations on peut admettre :

1. Une subjectivité d’age, parce que les connaissances des personnes peuvent étre
plus ou moins solides en fonction de I’age.

2. On peut avoir aussi une subjectivité des groupes sociaux : il y a des groupes so-
ciaux qui détiennent plusieurs informations que d’autres. Par exemple, il y a une
trés grande différence entre les agents économiques et les poctes, et c’est facile a
comprendre pourquoi ; parce que le langage économique est connu seulement par
ceux qui 'utilisent et le langage poétique de méme. Bien sir, il y a des interactions,
mais elles ne sont pas suffisantes pour qu’un po¢te comprenne un texte économique.

3. Comme on a affirmé plus haut, on peut avoir aussi une subjectivité qui vienne de la
disponibilité a I’effort de I’interpréte. Les participants a 1’échange communicatif
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peuvent éprouver des émotions différentes et a cause de cela peuvent considérer le
texte cohérent ou incohérent. Ou, dans d’autres situations, 1’interlocuteur peut ne
pas vouloir continuer a lire ou écouter ce que lui dit le locuteur parce qu’il n’a pas la
disposition nécessaire ou parce qu’il connait tous ce qu’il dit. Donc, on ne peut pas
dire que le savoir est toujours partagé, il est seulement supposé partagé.

Sperber et Wilson parlent encore d’effort et d’effet ; en fonction de ces deux pro-
cédés on peut déclarer un texte cohérent ou non. Mais, il faut préciser que ’effort est
strictement li¢ de ce qu’on a parlé avant, des connaissances qui peuvent étre partagées
ou non. De cette fagon, une personne qui ne possede pas les connaissances demandées
par le texte fait un effort plus grand et elle peut méme considérer le texte incohérent,
et inversement : une personne qui posséde les connaissances demandées par le texte
fait un effort plus petit et elle obtient 1’effet plus vite, donc elle peut considérer le texte
cohérent ou non, en fonction de sa disponibilité.

En voici un exemple :

« L’exception frangaise qu’est le régime des intermittents du spectacle, largement
remise en cause ces derniers mois, a spectaculeusement mis en gréve la culture »

(Le frangais dans le monde n° 330 nov. /déc. 2003)

Dans cet exemple le mot qui pose un probléme c’est le mot « intermittent » qui
peut déterminer la cohérence du texte, en fonction de sa connaissance. Un lecteur qui
ne connait pas ce terme peut déclarer le texte incohérent, bien siir en lisant I’article on
comprend qu’il s’agit des artistes francais. Ce n’est pas un exemple trés éloquent, mais
on peut observer mieux la manifestation de la cohérence textuelle par 1’étude de diffé-
rents textes interprété de différentes personnes.

Dans cet ouvrage on veut montrer qu’il y a de la subjectivité aussi dans 1’acte di-
dactique ; et si on analyse avec attention les informations qu’on a présentées jusqu’ici
sur la subjectivité et les facteurs de son apparition, on peut bien affirmer qu’il y a de la
subjectivité, sinon une grande subjectivité dans I’acte didactique. Mais, on va discuter
ce probléme plus largement dans un chapitre suivant.

2. La dimension subjective dans le processus d enseignement

L’objectif naturel de I’enseignement est de rendre 1’apprenant de plus en plus auto-
nome dans sa capacité a produire en langue étrangére. Mais en didactique, 1’autonomie
de ’apprenant est congue comme la disparition progressive du guidage [1]. Cette dis-
parition progressive suppose une minoration progressive du role de 1’enseignant et de
I’enseignement au profit de I’apprentissage.

Parallélement a I’objectif d’acquisition de la langue, I’objectif que peut se fixer
I’enseignant, c’est de développer des compétences chez 1’apprenant qui lui permettent
de participer activement a son apprentissage [2].

D’ordinaire, on congoit le réle de I’enseignant comme étant le producteur de I’ap-
prentissage puisque c’est lui qui définit ce qui va étre acquis, les moyens a mettre en
ceuvre pour réaliser cette acquisition, les modalités de mise en ceuvre de ces moyens
et celui qui évalue enfin le résultat de I’apprentissage. L’apprenant, quant a lui, fait ce
qu’on lui dit de faire, comme on lui dit de le faire.
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Pour Porcher et Barbot [3] « [’autonomie constitue a la fois un but et un moyen
d’acquérir une capacité a communiquer et a apprendre...seul. L’apprenant apprend, per-
sonne ne peut le faire a sa place et le professeur doit résister a cette tentation. Il n’est
qu’une aide a I’apprentissage ». L’apprenant, en prenant en charge ses responsabilités
dans son propre apprentissage, apprend a apprendre ouvertement, cognitivement et ex-
plicitement.

Alors, un apprenant qui serait capable de produire son apprentissage, qui participe-
rait a la prise en charge de son apprentissage, ce serait un apprenant qui déterminerait,
avec I’aide de I’enseignant, ses objectifs, son parcours et les moyens d’évaluer son
apprentissage.

Il faut donner a I’apprenant les moyens d’exercer sa responsabilité sur son appren-
tissage et le mettre en situation de le faire. Mais, comme il ne s’agit pas de le laisser
diriger tout seul son apprentissage, il faut lui apprendre a le faire, il faut lui apprendre a
développer des compétences de travail en autonomie [4].

Bref, il s’agit d’apprendre a apprendre. Cela consiste a acquérir les savoirs et les
savoir-faire qui rendront I’apprenant capable de :

— se donner un objectif, c’est-a-dire définir ce que I’on va apprendre en fonction
de ses besoins et/ou de I’acquisition déja réalisée ;

— sélectionner les moyens d’atteindre ces objectifs, c’est-a-dire comment 1’on va
apprendre : choix des supports d’apprentissage et leurs techniques d’utilisation;

— organiser son apprentissage dans le temps et dans 1’espace ;

— ¢évaluer les résultats obtenus en fonction des objectifs visés ;

— ¢évaluer I’apprentissage en tant que tel, c’est-a-dire la pertinence des décisions
prises en ce qui concerne le quoi et le comment.

Imaginons qu’un enseignant s’interroge sur les raisons pour lesquelles ses éleves
ne parviennent pas a assimiler une structure grammaticale qu’il a pourtant introduite,
expliquée et fait travailler comme les autres, et recherche par conséquent la faille dans
la méthode qu’il a utilisée. La démarche véritablement didactique consistera de sa part
a réfléchir a partir de chacun des éléments extra-méthodologiques du champ didactique
(donnés ici dans un ordre non significatif) [5] :

* D’évaluation : il se demandera, par exemple, combien exactement parmi ses
apprenants maitrisent cette structure et a quel niveau (en reconnaissance, en
production dans le cadre d’exercices ad hoc, en situation d’expression person-
nelle spontanée), et il envisagera de leur faire réaliser les tests correspondants ;

* les objectifs : il se demandera par exemple s’il n’a pas introduit trop tot cette
structure dans la progression de son cours, ce qui fait que les apprenants man-
quent de la motivation et/ou des moyens linguistiques qui seraient nécessaires
a son réemploi ;

* les pratiques : il se demandera par exemple s’il n’a pas expliqué la structure
étrangére de maniére tout a fait différente de celle dont le professeur de langue
maternelle ou d’une autre langue étrangére explique le fonctionnement d’une
structure paralléle dans ces langues ; ou encore s’il n’a pas utilis¢, pour le faire,
des termes inconnus des éléves.
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les situations (d’enseignement/apprentissage) : il se demandera par exemple
s’il n’a pas expliqué et fait travailler initialement cette structure a un moment
ou les apprenants manquaient particulierement de concentration (en fin de se-
maine, ou la veille de vacances, ou a une heure qui précédait ou suivait un
controle de mathématiques...) ;

les matériels : il se demandera par exemple si la structure n’a pas été introduite
dans un contexte (dialogue oral ou texte) qui oriente les apprenants sur des
hypothéses erronées concernant son fonctionnement,

les modeéles : il se demandera par exemple si ce n’est pas le modele de descrip-
tion linguistique auquel il a eu recours pour faire conceptualiser le fonctionne-
ment de la structure, et pour construire les exercices, qui est inadéquat ; ou si
le mode¢le pédagogique utilisé n’a pas €té constamment trop directif (exercices
trés guidés et fermés), ne fournissant pas aux éleéves suffisamment de situations
personnelles de réemploi pour amorcer chez eux le mécanisme d’appropriation
ou transfert [6].

Il y a beaucoup de situations ou 1’enseignant ne réussit pas obtenir le résultat pro-
posé au commencement du cours, précisément a cause de cette subjectivité didactique
qui intervient dans le processus d’enseignement du FLE. On peut affirmer maintenant
que cette subjectivité vient de plusieurs facteurs :

1"age/le niveau des éléves

la disponibilité a I"effort des €éléves et aussi de 1’enseignant (ici on peut parler
de 1’heure du cours, de 1’état de sant¢)

le matériel didactique (un film classique par exemple ne présentera beaucoup
d’intérét pour les éléves d’un lycée technologique, par exemple)

le niveau d’"éducation familiale (il y a des familles ou le frangais n’est pas tres
apprécié et alors, les éléves ne présentent pas beaucoup d’intérét pour le fran-
cais a cause de I’éducation familiale)

la situation matérielle des familles des éléves (on ne peut pas demander aux
¢éléves de faire une recherche sur internet s’ils n’ont pas d’internet ou bien, on
ne peut pas leur demander d’apporter a I’école des matériels qu’ils n’ont pas la
possibilité de les acheter).

Il est impossible d’attendre le méme résultat pour un méme probléme de gram-
maire, on doit étre conscient que les individus sont différents et subjectifs et a cause de
¢a on ne pas voir tous les choses dans les mémes couleurs. L enseignant doit étre satis-
fait si ses éléves connaissent et reconnaissent les régles de grammaire, méme s’ils les
reproduisent de manicres différentes. Ainsi comme les éléves sont des individus diffé-
rents, les enseignants sont aussi différents et ils voient les choses de manicres distinctes;
c¢’est pourquoi, ils doivent prendre les méthodes et les didactiques seulement comme
des exemples ou des modéles. Le parcours didactique est construit / doit étre construit
en tenant compte de la particularité du groupe des éleves, de leurs préoccupations, de
I'heure du cours et de tout autre facteur qui apparait, connu par 1’enseignant. Certes,
cela suppose de 1'expérience, mais comme tout enseignant qui se respecte, nous croyons
aussi a la formation continue, tout au long de la vie.
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3. La subjectivité dans I’évaluation

Lors de nombreuses interventions relatives a 1’évaluation, que ce soit a propos de
I’évaluation d’actions de formation, de projets, de manuels scolaires ou encore des ac-
quis des €leves, la réflexion que nous entendons le plus souvent est « nous faisons de
I’évaluation, mais un peu n’importe comment, nous devrions faire une évaluation plus
objective... ».

Cette réflexion traduit une préoccupation légitime — les enjeux de 1’évaluation
sont importants, et on ne peut pas se permettre de « faire n’importe quoi » — ainsi
qu’une réelle difficulté — comment faire pour ne pas « faire n’importe quoi » [7].

Les tentatives tant théoriques que pragmatiques de rendre 1’évaluation objective
sont des lors nombreuses, mais au bout du compte elles semblent toutes déboucher sur
un échec : atteindre 1’objectivité semble étre de 1’ordre de la chimére, du réve inacces-
sible.

Evaluer signifie recueillir un ensemble d’informations suffisamment pertinentes,
valides et fiables * et examiner le degré d’adéquation entre cet ensemble d’informations
et un ensemble de criteres adéquats aux objectifs fixées au départ ou ajustés en cours
de route, * en vue de prendre une décision [8]. D’apres cette définition on peut établir
quelques types de subjectivité¢ impliquée dans le processus d’évaluation :

— Premiére subjectivité : le choix du type de décision et de 1’objectif de I’éva-
luation

L’évaluation prépare une décision. Celle-ci n’est bien siir pas connue au départ (si-
non, il ne servirait a rien d’évaluer...), mais ce qui doit étre connu, pour pouvoir orienter
le processus d’évaluation, c’est le type de décision qui pourrait étre prise au terme de
I’évaluation :

* est-ce que j’évalue un éléve pour décider s’il peut passer dans la classe supérieure
ou pour décider ce que je dois faire pour I’aider a progresser dans ses apprentissages ?

* est-ce que j’évalue un projet pour décider si je peux liquider la derniére tranche du
budget ou pour décider si je peux reconduire un projet du méme type ?

* est-ce que j’évalue une action de formation pour décider si je peux accorder une
augmentation a ceux qui I’ont suivie ou pour décider si je peux recommencer une nou-
velle session avec le méme formateur, la méme durée, etc. ?

Selon tel ou tel type de décision, tout le processus d’évaluation sera modifié pour
pouvoir atteindre 1’objectif qui est visé par I’évaluation. On n’utilisera pas les mémes
critéres, les mémes indicateurs, ni les mémes outils, etc.

— Deuxi¢éme subjectivité : le choix des critéres

Une fois connu le type de décision a prendre, 1’évaluateur va devoir choisir les
critéres auxquels devra correspondre I’objet évalué. Un critére est une qualité que I’on
attend de 1’objet évalué, c’est un point de vue duquel on se place pour porter un regard
sur I’objet. Par exemple, pour évaluer un projet ou un systeme de formation afin de
décider s’il est nécessaire de lui apporter des modifications, je peux me demander si le
projet ou le systéme est efficace, c’est-a-dire si les résultats atteints correspondent aux
objectifs visés, mais aussi s’il est efficient, c’est-a-dire si ces résultats sont atteints de
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la maniére la plus « économique » possible, ou encore s’il est équitable, c’est-a-dire
s’il permet & chacun d’atteindre les résultats visés quelles que soient les conditions de
départ. L’efficacité, I’efficience, 1’équité sont différents critéres qui peuvent étre utilisés.
D’autres critéres pourraient encore étre choisis : la pertinence des objectifs poursuivis,
la cohérence des moyens mobilisés, I’adhésion des acteurs, etc. [9]

Alors, un choix va étre effectué. L’enseignant va-t-il tenir compte ou non de la
présentation du travail qu’il veut évaluer, de 1’orthographe, de 1’économie du raisonne-
ment, de I’exactitude de la réponse, etc. ? Pour toute évaluation, il y a une multitude de
critéres qui peuvent étre retenus. Un choix doit étre effectué, d’une part parce qu’il est
impossible d’un point de vue pratique de gérer trop de critéres, et d’autre part parce que
cela déboucherait vraisemblablement sur une standardisation socialement inacceptable.

Il faut donc choisir des critéres, mais ce choix ne peut pas s’effectuer « n’importe
comment ». Les critéres retenus doivent étre :

e Pertinents ;

e Indépendants ;
¢ Peu nombreux ;
* Pondérés.

Le choix des critéres est une opération importante de I’évaluation. Elle est délicate
et difficile, parce qu’il convient de choisir les « bons » critéres, ¢’est-a-dire ceux qui
permettront de prendre la « bonne » décision. Deuxiéme inévitable et indispensable
subjectivité [10].

— Troisieme subjectivité : le choix des indicateurs

Les critéres définissent, de maniére abstraite et générale, I’idéal auquel doit corres-
pondre I’objet évalué. Pour savoir si ces critéres sont atteints, I’évaluateur doit observer
un certain nombre d’indicateurs. Ceux-ci ne sont pas de 1’ordre de 1’idéal, mais de la
réalité. Ils ne sont pas abstraits, mais concrets ; leur caractére n’est pas général, mais
particulier.

A nouveau, I’évaluateur a le choix entre une multitude d’indicateurs. S’il veut éva-
luer la qualité matérielle d’un manuel scolaire, va-t-il observer le format, le nombre de
couleurs, le grammage du papier, les polices de caractéres utilisées, le type de couver-
ture, etc. ?

Le choix qui va s’effectuer devra bien stir ne pas étre arbitraire. L’élément décisif est,
comme le reléve la définition de De Ketele [11], la pertinence de 1’indicateur. Cela veut
dire que I’indicateur choisi doit effectivement apporter a 1’évaluateur de 1’information re-
lative au critére auquel il se référe. Autrement dit, les informations qu’il recueille, c’est-
a-dire les indicateurs, doivent lui permettre de vérifier ce qu’il veut vérifier. Par exemple,
si un responsable de formation veut évaluer la qualité du dialogue formateur-participants
en salle de cours (= critére), il ne doit pas chercher a connaitre le niveau de connaissances
des participants (= indicateur non pertinent), mais bien I’avis de ceux-ci sur la qualité du
dialogue (= indicateur pertinent). Les informations a recueillir ne sont pas des connais-
sances, mais des avis, ¢’est-a-dire des représentations. Par contre, s’il veut vérifier si les
participants ont acquis les connaissances et compétences visées par la formation, il ne Iui
sert a rien de demander aux participants si les cours ont été intéressants.
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Il existe deux types principaux d’indicateurs : les faits, que 1’on peut constater,
et les représentations11, ¢’est-a-dire ce que les personnes pensent, ce qurelles disent.
D’autre part, les indicateurs peuvent étre quantitatifs, lorsqu’ils contiennent des don-
nées chiffrées, ou qualitatifs, lorsqu’ils ne s’expriment que par des mots, a I’exclusion
de chiffres. La recherche de « I’objectivité » ne doit pas conduire a ne privilégier que les
faits et les indicateurs quantitatifs. Les représentations et les indicateurs qualitatifs sont
tout aussi intéressants, parfois méme plus, parce qu’ils permettent souvent de mieux
comprendre la situation, et donc de donner sens a 1’évaluation. Ce qui compte, c’est
d’une part que les indicateurs soient pertinents par rapport aux critéres, et d’autre part
que I’information recueillie soit valide. Ceci dépend du choix de la stratégie de recueil
d’informations dont nous parlerons dans les lignent qui suivent [12].

Pour référer un objet d’évaluation a un critére, 1’évaluateur doit donc choisir un
certain nombre d’indicateurs (pour de nombreux critéres, un seul indicateur ne suffit
pas si I’on veut que la démarche soit rigoureuse). Troisiéme inévitable et indispensable
subjectivité.

— Quatrieme subjectivité : le choix de la stratégie

Pour recueillir I’information a propos des indicateurs, I’évaluateur va devoir choisir
une stratégie, parmi plusieurs méthodes de recueil d’informations. Il peut interviewer
des personnes, les interroger par voie de questionnaire, étudier des documents, obser-
ver une situation, etc. Toutes ces méthodes peuvent étre utilisées, mais certaines sont
plus adaptées que d’autres a I’une ou 1’autre situation [13]. Pour garantir la rigueur du
processus, le choix de la stratégie doit permettre de garantir deux caractéristiques im-
portantes de I’information recueillie : sa validité et sa fiabilité.

Les informations récoltées seront valides si elles correspondent effectivement aux
informations recherchées, ce qui implique que I’évaluateur choisisse la bonne stratégie
(méthodes, techniques, outils) a mettre en ceuvre pour recueillir les informations qu’il
souhaite obtenir. Par exemple, si un enseignant veut vérifier si ses éléves sont capables
de mesurer un courant a I’aide d’un multimetre, il ne doit pas demander aux ¢l¢ves de
décrire par écrit les opérations a effectuer, mais bien les mettre en situation pratique
de mesurer un courant a I’aide d’un multimétre. Si un responsable de formation veut
¢étudier la qualité du dialogue entre un formateur et les participants, s’il a identifié¢ les
indicateurs pertinents et les informations a recueillir (les avis des participants), il doit
créer un climat de confiance pour que ceux-ci s’expriment librement, ou bien recueillir
les avis de fagon anonyme, pour que les participants n’aient pas peur d’exprimer des
avis négatifs. S’il recueille les avis oralement, par exemple en présence du formateur ou
méme du chef hiérarchique, les informations ne sont pas valides, méme si elles avaient
¢été identifiées comme pertinentes [14].

Le choix de la stratégie a donc un impact important sur le processus d’évaluation.
C’est vraisemblablement a ce niveau que 1’évaluateur peut le plus « objectiver » sa dé-
marche, en étant particulicrement attentif a la validité et a la fiabilité de telle sorte que
I’information recueillie refléte bien la réalité¢ évaluée. Il n’en reste pas moins vrai que
méme a cet égard, c¢’est une question de choix, et que deux évaluateurs peuvent pour
la méme évaluation choisir deux stratégies différentes, garantissant 1’une et 1’autre un
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bon niveau de validité et de fiabilité. Quatrieme inévitable et indispensable subjecti-
vité.
— Cinqui¢éme subjectivité : I’examen de 1’adéquation entre indicateurs et critéres,
ou la question du sens

Une fois I’information recueillie, il s’agit de confronter les indicateurs aux critéres
pour voir s’il y a adéquation ou non entre la réalité et 1’idéal. Cette opération est au
coeur-méme de 1’évaluation, car c’est a ce moment-l1a que va vraiment se déterminer
la « valeur », c’est a ce moment-la que va étre donné le sens, par I’intermédiaire d’un
« jugement de valeur » de I’évaluateur.

Pour comprendre ce qui se passe dans 1’évaluation, reprenons I’exemple du controle
de vitesse. Lorsqu’un radar contrdle la vitesse de ma voiture et que celle-ci dépasse la
vitesse autorisée, il se contente de faire un constat. Il s’agit d’un contréle. Admettons
que je reconnaisse 1’excés de vitesse, mais que j’estime pouvoir le justifier pour 1'une
ou ’autre raison (je me rendais au chevet de mon fils accidenté, j’avais un avion a
prendre,). Je vais m’adresser au juge pour qu’il entende mes explications. Le juge, sur
la base d’un certain nombre de critéres qu’il aura déterminés et sur la base des indica-
teurs en sa possession, va prendre une décision. Il va faire un « jugement de valeur » qui
pourrait, sij’ai de la chance, pardonner mon exces de vitesse en raison de circonstances
atténuantes. Le juge a fait de 1’évaluation. Il ne s’est pas contenté de constater un écart
entre la norme et la réalité, mais il a donné du sens a tous les éléments en présence. 1l
en va de méme lorsqu’on évalue, avec toute la rigueur souhaitée, la réussite ou I’échec
d’un éléve, ’efficacité d’un projet, I’adéquation d’un manuel a un systéme éducatif, etc.
Chaque fois, I’évaluateur donne du sens. Non pas « n’importe comment » : il fonde ce
jugement de valeur sur tout un processus qu’il s’est efforcé de rendre le plus rigoureux
possible, le plus systématique. Mais I’acte du sens reste fondamentalement un jugement
de valeur. Cinquiéme inévitable et indispensable subjectivité [14].

skesksk

La plus grande partie du processus d’évaluation est fondamentalement subjective,
parce qu’en de nombreuses étapes du processus, I’évaluateur doit réaliser un certain
nombre de choix, qui vont conditionner le processus et donc aussi le résultat de 1I’éva-
luation.

Il est vain de vouloir éviter cette subjectivité. Bien plus, il faut en avoir pleinement
conscience, et savoir que c’est parce qu’il y a cette subjectivité que 1’on peut parler
d’évaluation. Mais il faut étre réellement conscient des choix qui sont faits, savoir pour-
quoi on fait tel choix plutét qu’un autre, savoir quelles sont les implications des choix
effectués, vérifier que ces choix permettent de préparer la décision consécutive a I’éva-
luation de la maniére la plus rigoureuse possible.
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In an attempt to synchronize higher education with the dynamics of the labor market,
strengthened collaboration with the industry becomes imperative. Research in the field
indicates that this collaboration can play a significant role in defining curriculum content
and integrating current practices into the teaching process, thus ensuring the relevance
and applicability of acquired knowledge. Through this perspective, the proposed article
explores the convergence between education and the dynamic requirements of the labor
market, highlighting the importance of continuous adaptation of specialized languages in
higher education.
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In era contemporani a tehnologiei avansate si globalizirii economice, domeniul
educatiei se confrunta cu provocari semnificative in adaptarea la schimbarile rapide ale
pietei muncii. Evolutia accelerata a tehnologiei, globalizarea pietei muncii si schimba-
rile Tn modalitatile de lucru redefinesc cerintele pentru predarea limbajelor de specia-
litate in institutiile de invatimant superior. In acest context, articolul exploreaza nece-
sitatea si importanta adoptarii unor noi tendinte in predarea limbajelor de specialitate,
concentrandu-se asupra adaptarii procesului educational la cerintele actuale ale pietei
muncii.

Evolutia rapida a tehnologiei a devenit un factor determinant in schimbarea peisa-
jului profesional, impunand noilor absolventi cerinte complexe si competente speciali-
zate. Cercetarile in domeniu atestd faptul ca introducerea rapida a tehnologiilor emer-
gente, precum inteligenta artificiala si analiza big data, a generat o nevoie acuta pentru
limbaje de specialitate care sa reflecte noile paradigme tehnologice.

Globalizarea pietei muncii reprezinta o alta fortd motrice in transformarea predarii
limbajelor de specialitate. Profesionistii lucreaza tot mai des in medii internationale,
impunand o diversitate lingvistica si culturald semnificativa. Astfel, predarea limbajelor
de specialitate trebuie sa abordeze aceasta diversitate si sd ofere instrumente pentru a
pregati studentii sa se integreze cu succes in medii de lucru interculturale.

Schimbarile In modalitdtile de lucru, incluzand tehnologiile de lucru la distanta
si mediile virtuale de colaborare, au modificat fundamentul comunicarii profesionale.
Asadar, adaptarea limbajelor de specialitate pentru a facilita o comunicare eficienta in
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aceste contexte devine esentiala pentru formarea unei forte de munca pregatite sa ras-
punda provocarilor actuale.

Intr-un efort de a alinia educatia superioara cu cerintele pietei muncii, colaborarea
mai stransa cu industria devine imperativa. Cercetarile indica faptul ca aceasta cola-
borare poate contribui semnificativ la definirea continutului curricular si la integrarea
practicilor actuale in procesul de predare.

1. Tendinte Emergente in Predarea Limbajelor de Specialitate

Integrarea Tehnologiei in Procesul Educational

O tendintd semnificativa in predarea limbajelor de specialitate este utilizarea ex-
tinsa a tehnologiei. Platformele de e-learning, simuldrile interactive si programele de
instruire online ofera studentilor oportunitatea de a exersa limbajul in contexte specifice
domeniilor lor de studiu. Tabelele de mai jos evidentiaza diferentele intre abordarea
traditionald si cea bazata pe tehnologie:

Tabel. 1 Diferente dintre abordarea traditionala si cea bazata pe tehnologie

Caracteristica Abordare Traditionala Abordare Bazata pe Tehnologie
) ) ) e Platforme online, simulari
Materiale Didactice = Manuale si carti tiparite . .
’ ’ Interactive
. . Limitata, bazata pe Chat-uri, videoconferinte,
Comunicare Interactiva < . . ’
predare frontala forumuri online
Feedback si Evaluare Examinari periodice Evaluare in timp real, feedback

Continua si teste scrise imediat online

2. Personalizarea Experientei de Invatare

In loc si adopte un model unic de predare, noile tendinte promoveazi personali-
zarea experientei de invatare pentru fiecare student. Sistemele adaptative de invatare si
programele personalizate permit adaptarea continutului si ritmului de predare in functie
de nivelul de competenta si preferintele individuale ale studentilor.

Pe masura ce ne orientdm catre o paradigma educationala adaptata la exigentele
pietei muncii contemporane, limbajul de specialitate in domeniul educatiei devine un
pilon esential in pregatirea viitorilor profesionisti ai invatdmantului. Colaborarea stran-
sa intre cadrele didactice, institutiile de invatamant si expertii din domeniul educational
reprezintd un aspect crucial in definirea si actualizarea limbajului educational, contribu-
ind astfel la integrarea practicilor actuale in procesul de predare.

Studiul exemplificat anterior, “Enhancing Educational Practices through Collabora-
tive Partnerships”, publicat in Journal of Educational Research and Practice, evidentiaza
faptul ca colaborarea stransa aduce Imbunatatiri semnificative in domeniul educational.
[2] Prin aceasta sinergie Intre cadrele didactice si factorii de decizie din institutii, curri-
culumul si limbajul educational sunt modelate pentru a reflecta cerintele contemporane
ale mediului educational si profesional.
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Pentru a asigura cd pregdtirea studentilor este relevata si ca acestia dobandesc
competente adecvate, colaborarea cu profesionistii din industrie si cercetatorii in dome-
niul educatiei devine esentiala. Integrarea practicilor inovatoare in procesul de predare
si actualizarea constantd a continutului curricular sunt imperative in asigurarea unei
educatii care sa raspunda eficient provocarilor societatii contemporane.

Paradigma colaborarii stranse intre universitati, cadre didactice si experti din do-
meniul educatiei reprezintd o directie promitatoare in adaptarea educatiei la nevoile
actuale ale pietei muncii. Asadar, accentul pus pe colaborare in procesul de definire a
limbajului educational contribuie la formarea profesionistilor in domeniul educatiei,
pregatiti sa faca fatd provocarilor intr-un mediu in continud schimbare. Prin aceasta
abordare, limbajul educational devine un instrument esential in facilitarea unei educatii
eficiente si orientate catre viitor.

In paralel cu limbajul educational, adaptarea continua a limbajelor de specialitate in
contextul pietei muncii contemporane devine vitala in pregatirea studentilor pentru cari-
ere de succes. Fiecare domeniu de specializare impune cerinte specifice, iar colaborarea
intre institutii de invatdmant si factorii relevanti din industrie reprezinta cheia pentru
alinierea continutului curricular si a limbajelor specifice la nevoile actuale.

Limbajul de Programare Python in Tehnologia Informatiei: Colaborarea
sustinutd intre universitdti si companiile din domeniul IT, precum este evidentiat in
studiul “Enhancing Computer Science Education through Industry Collaboration”, pu-
blicat in Journal of Computing Sciences in Colleges, reprezinta un exemplu ilustrativ.
Aceastd cooperare faciliteaza adaptarea constantd a continutului curricular de progra-
mare Python, asigurandu-se ca studentii sunt familiarizati si pregatiti pentru tehnologi-
ile emergente si cerintele reale ale industriei informatice. [14]

Limbajul Medical in Asistenta Medicali: in domeniul medical, cercetarea “Buil-
ding Bridges: A Collaborative Approach to Medical Language Education” subliniaza
impactul colaborarii stranse dintre institutiile de invatamant medical si profesionistii din
domeniu. Aceastd colaborare contribuie la definirea limbajului medical si la adaptarea
continud a continutului curricular pentru a raspunde noilor descoperiri in medicina si
schimbarilor in practica asistentei medicale. [13]

Limbajul Juridic in Jurisprudenti: in domeniul juridic, parteneriatele stranse
intre facultatile de drept si practicienii din domeniu, asa cum este ilustrat in publicatia
“Connecting Legal Education with the Profession: A Collaborative Approach” din
Journal of Legal Education, permit definirea unui limbaj juridic actualizat si adaptat
cerintelor reale ale sistemului juridic. [11]

Limbajul de Inginerie in Industria Tehnica: Studiul “Industry Collaboration in
Engineering Education: A Systematic Literature Review”, publicat in European Journal
of Engineering Education, arata ca colaborarea dintre universitéti si companiile de ingi-
nerie influenteaza continutul programelor educationale, asigurand o aliniere mai stransa
cu cerintele industriei tehnice si promovand Invatarea bazata pe practica. [7]

252



Tabel 2. Aspecte din diverse domenii cu limbaje de specialitate

Domeniu Aspecte Acoperite

- Utilizarea in dezvoltarea software <br> - Aplicarea in analiza da-
Python in Tehno- telor <br> - Automatizare si scripting <br> - Machine Learning si
logia Informatiei Al <br> - Proiecte si exemple practice <br> - Evolutii si tendinte

recente
Limbaj Medi- - Terminologie medicala <br> - Comunicarea in cadru medical
cal in Asistenta ~ <br> - Documentarea medicald <br> - Educatie medicala <br>
Medicala - Cercetare medicald <br> - Importanta preciziei in limbaj

- Terminologie juridica <br> - Acte juridice <br> - Comunicarea
in sistemul juridic <br> - Educatie juridica <br> - Documentarea
si redactarea juridica <br> - Importanta preciziei in limbaj
- Terminologie tehnica <br> - Comunicarea 1n proiecte tehnice
<br> - Documentarea tehnica <br> - Programarea si codificarea
<br> - Educatie tehnica <br> - Colaborarea interdisciplinara <br>

Limbaj Juridic in
Jurisprudenta

Limbaj de Ingi-
nerie in Industria

Tehnica A .
- Importanta preciziei in limbaj
- Pedagogia si metodologiile de predare <br> - Comunicarea
Limbaj profesor-elev <br> - Educatie online <br> - Evaluarea si feedback
Educational <br> - Proiectarea cursurilor si curriculum-ului <br> - Educatia

inclusiva

Prin adoptarea unor astfel de practici colaborative in procesul de predare, limbajele
de specialitate din diverse domenii sunt menite sa evolueze in concordanta cu cerintele
pietei muncii, contribuind la formarea unei forte de munca pregatite sa abordeze provo-
carile actuale si viitoare cu incredere si competenta.

Tabel 3. Diversitatea limbajelor In contextul noilor cerinte ale pietei muncii.

Limbaj de . Cercetare <. . Publicatii de
. Justificare N . Cercetatori .
Specialitate in Domeniu Specialitate

Versatilitatea sa si .
> ,,The State of De- Guido van ,,Python Pro-

Python in aplicabilitate 1n dez- .
. veloper Ecosystem Rossum, gramming for
Tehnologia  voltarea de software, . .. . >
. . . 2022” (JetBrains si  Anaconda,  Beginners” (G.
Informatiei analiza datelor si ) ’
’ 1 DR GitHub) Inc. van Rossum)
inteligenta artificiala.
,Language in Medi-
Limbaj Necesitatea unui lim-  cal Education: The =~ Margaret ,»,Medical Lan-
Medical in baj precis si specia-  Challenge of Bridg- C. Weldon,  guage Instant
Asistenta lizat in comunicarea  ing Communication  David C. Translator”
Medicala medicala. Gaps between Doc- Taylor (M.C. Weldon)

tors and Patients”
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Limbaj de . Cercetare <, . Publicatii de
L Justificare n . Cercetatori .
Specialitate in Domeniu Specialitate

Utilizarea unui limbaj

.. Legal L Legal Lan-
. . specializat pentru re- 7 cgal Language Peter M. »-cgal Lan
Limbaj in Legal Practice: . guage and the
e dactarea documentelor Tiersma,
Juridicin . 0 . . A Case Study of Search for
. _ juridice si comunicarea . Lawrence M. o
Jurisprudenta ', S . Legal Documents in Clarity” (P.M.
’ in cadrul sistemului o Solan .
. Australia Tiersma)
juridic.
. . Necesitatea unui ,,Effective Commu- .
Limbaj de . . . NS . ,,Technical
.o limbaj tehnic pentru nication in Engi-  John M. Lan- .
Inginerie . . . . Communica-
N . comunicarea eficientd neering: A Guide to non, Steven C
in Industria | . . tion” (J.M.
. in proiecte de ingine- Improved Commu- E. Kurtz
Tehnica . . o Lannon)
rie. nication Skills
Descrierea si discu- ,,The Language of ,Acts of Mean-
Limbai tarea teoriilor peda- Education: Key Jerome ing” (J. Bruner),
E ducatian al gogice, metodelor de  Terms and Concepts Bruner, Lev ,»Mind in
’ predare si proceselor in Teaching and Vygotsky Society” (L.S.
educationale. Learning” Vygotsky)

3. Racordarea Invitimantului la Cerintele Pietei Muncii

Colaborarea cu Industria

O schimbare majord in predarea limbajelor de specialitate este reprezentata de
colaborarea intre institutiile de invatdmant si companiile din domeniu. Parteneriatele
strategice permit adaptarea curriculei la cerintele reale ale pietei muncii, asigurand ca
studentii dobandesc competente practice si relevante.

4. invitarea Bazati pe Proiecte

O abordare tot mai frecventd este invatarea bazatd pe proiecte, in care studentii
lucreaza la proiecte specifice domeniului lor de studiu. Acest tip de invitare oferd
oportunitati de aplicare practicd a cunostintelor dobandite si dezvolta abilitati practice
necesare 1n cariera.

Adaptarea predarii limbajelor de specialitate la noile cerinte ale pietei muncii este
esentiala pentru pregatirea studentilor intr-un mediu profesional in schimbare constanta.

Tabel 4. Competente dobandite in urma invatarii bazate pe proiecte

. Modalitati de
Domeniu de  Competente ’ <
- A el Dezvoltare a Scopul Desfasurare
Specialitate Dobéandite ’
Competentelor
N Dezvoltare Participarea la proiecte
Python in - Programare . . e e .
. PN - Proiecte practice  abilitdti de  individuale si colabora-
Tehnologia eficienta 1n N ’ A .
- in Python programare tive in Python, implemen-
Informatiei Python .. .
’ Python tarea solutiilor tehnice.
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Modalitati de

Domeniu de  Competente <
- IA) . Dezvoltare a Scopul Desfasurare
Specialitate Dobéandite
Competentelor
. . - Studii de caz A . S
Limbaj . C . Intelegerea  Participarea la simulari si
N - Comunicare si simuldri in L .
Medical in N si aplicarea studii de caz pentru a dez-
. eficienta in colaborare cu . . s .
Asistenta . . . .. .. .. terminologiei volta abilitati de comuni-
.~ limbaj medical. profesionistii din . .1 . .
Medicala . medicale care in limbaj medical.
sandtate
- Analiza cazurilor Participarea la analiza
. . - Elaborarea . ... Competente .. o
Limbaj juridice si redac- . . studiilor de caz juridice,
 qen documentelor . in scrierea si
Juridicin =~ . .. . tarea proiectelor . redactarea de documente
. . juridice clare si interpretarea . . . R
Jurisprudenta ) de documente . juridice sub indrumarea
precise. o legilor .
juridice profesorilor.
. . - Proiectare . . . Realizarea de proiecte de
Limbaj de .. - Proiecte practice ~ Aplicarea . . . proiecte
L si implemen- . .. inginerie care sa implice
Inginerie . sistagiidelucru  conceptelor . .
N . tare eficientd - L . proiectare si implemen-
in Industria . in colaborare cu  ingineresti in N .. .
. a solutiilor . . D tare In medii tehnice
Tehnica . . industria practica )
ingineresti. specifice.
. . . Dezvoltarea . .
- Proiectarea si - Stagii de predare abilitatilor Participarea la proiecte
Limbaj implementarea si practica in * . de predare, stagii in scoli
. . . . ... ... depredare si . o N
Educational  planurilor de  scoli sau institutii . si practica efectiva in
comunicare

lectii eficiente.

educationale

in educatie

mediul educational.

Studentii dobandesc cunostinte practice si relevante pentru domeniul lor de spe-
cialitate, dezvoltand abilitati specifice si aplicandu-le in contexte reale. Participarea la
proiecte le ofera oportunitati de a-si aplica cunostintele teoretice in situatii practice,
imbunatatindu-si astfel competentele si pregatindu-se mai bine pentru integrarea in
piata muncii. De asemenea, invata sa lucreze 1n echipe, sd rezolve probleme complexe si
sd-si dezvolte abilitatile de comunicare si colaborare. Aceastd metoda de invatare bazata
pe proiecte are scopul de a crea legaturi semnificative intre teorie si practica, oferind
studentilor o experienta educationala holistica.

Integrarea tehnologiei, personalizarea experientei de invatare si colaborarea cu
industria reprezintd pilonii fundamentali ai acestor schimbari. Cercetarea continua si
implementarea practicilor inovatoare vor contribui la formarea unei forte de munca ca-
lificate si adaptabile la provocarile viitorului.
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The evolution of society, the current technical and scientific progress is also noticeable
in the vocabulary, which is considered the flexible part of the language and the most obvi-
ous for external influences.

In other words, progress has led to the emergence of new terms, the semantic reinter-
pretation of terms from common and specialist language. This paper investigates some of
the main ideas of medical discourse. We aim to describe the functions and meanings of
terminological units in different types of texts, to characterize the procedures and mecha-
nisms of these semantic processes in medical language, to analyze the degree of expres-
siveness of lexical units of determinization and the interaction between medical language
and other specialized branches. Thus, vocabulary improvement is a broad and difficult
process in which the acquisition of new words and their correct use involves a fact of life
of each person.

Keywords: medical, discourse, metaphor, methods, vocabulary, terminology, language.

Preliminarii

Sustinem ca progresul a dus la aparitia unor termeni noi, la reinterpretarea semanti-
ca a unor termeni din limbajul comun, dar si al celora din limbajul specializat.

Tinand cont ca imprumuturile lexicale au luat amploare in ultimii ani, trebuie sa
avem 1n vedere analiza acestui procedeu, dar la fel de importanta este si analiza mijloa-
celor interne de Tmbogidtire a vocabularului.

Vorbim de o comunicare eficientd att timp cat se detine si se utilizeaza un lexic va-
riat si corect. Asadar, imbogatirea si perfectionarea vocabularului reprezintd un proces
amplu si dificil in care achizitionarea de noi cuvinte si folosirea lor corectd presupune o
constatd in viata fiecarui individ.

Constatam ca in ultima perioada, terminologia reprezintd o ramura din ce in ce
mai studiatd, impunandu-se, treptat, ca disciplina lingvistic. in tara noastrd analiza
terminologiei a luat amploare, existind nenumarate studii teoretice si practice dedica-
te limbajelor profesionale din domeniul lingvistic, sportiv, juridic, economic, militar,
medical etc.

Datorita dinamismului terminologiei, particularitate evidentiatd de mai multi spe-
cialisti ai domeniului [Béjoint/ Thoiron 2000; Sager 2000; Depecker 2002; Bidu-Vran-
ceanu 2007], aceasta trebuie privita dintr-o perspectivd mai ampla, iar ,,termenii ca
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semne lingvistice in uzaj” [2, p. 21] pot fi analizati in diferite texte si contexte, fapt ce
determina o stransa legatura cu lexicologia si semantica lexicala.

Avand in vedere caracteristicile limbajului stiintific, admitem ca textul medi-
cal reprezintd o ramura de analizd complexa care, pe langa caracterul obiectiv, dat de
existenta unei terminologii speciale, trebuie abordat atat dintr-o perspectiva pragmatica,
cat si dintr-o perspectiva lingvistica.

Terminologia medicala este folositd in mod constant atat de specialisti, cat si de
persoane nespecializate, observandu-se uneori anumite confuzii in utilizarea termenilor:
inclusiv in lucrarile de strictd specialitate (manuale, articole stiintifice, monografii) se
atestd informatii contradictorii cu privire la semnificatia anumitor termeni si nu se face
o distinctie clara intre domeniile de aplicare a diferitelor concepte. Toate acestea creeaza
o serie de dificultati in utilizarea si Intelegerea corecta a termenilor.

Totodata, termenii medicali au o influentd semnificativa asupra limbii romane ac-
tuale. Pe de o parte, dezvoltarea si schimbdrile permanente care se produc in sistemul
de sanatate implicd o evolutie a terminologiei: apar termeni noi sau sunt actualizate
semnificatiile termenilor existenti.

Pe de alta parte, aceste unitati reprezinta o sursa activa de imbogatirea a vocabula-
rului literar general.

Analiza textelor medicale se adreseaza publicului tintd si permite delimitarea
modalitatilor de popularizare folosind figuri de stil, reformulari, meta-limbaj si substituti
sinonimici.

Totodata, existd o evolutie continud in cazul comunicarii specializate, iar pentru o
buna analizd a textului medical este foarte important sa se clarifice si sa se defineasca in
mod corect notiunile subordonate acestuia cum ar fi: limba de specialitate, discursul si
textul de specialitate si raportul dintre cele doua.

Notiunea de /limba de specialitate se refera la limba utilizata iTn domeniul medical.
Principalul reper pentru a identifica elementele definitorii reprezentative textului medi-
cal consta in prezenta unui lexic terminologic specific.

D. Jacobi' utilizeaza notiunea de discurs stiintific alaturi de discursul didactic si
discursul de vulgarizare. Cu toate acestea discursul stiintific este descris de autor ca
fiind ,,pur si ideal”, el constituind pincipalul continut pentru discursul de informare
destinat pacientilor.

Pornind de la clasificarea discursului stiintific facuta de catre D. Jacobi (1999)
avem in vedere: textele stiintifice scrise de catre cercetatori, de specialisti iIn domeniul
dat pentru alti specialisti. Textele didactice, manualele sau cursurile universitare, au o
vocatie pur pedagogica fiind scrise de catre profesori/cercetatori, textele de vulgarizare:
aceste texte sunt scrise de catre cercetatori, specialisti care joaca rolul de mediatori in-
tre domeniul stiintific si publicul obisnuit care are nevoie de o informatie decodificata,
dar cu anumite argumente stiintifice. Acest tip de text suferd unele schimbari la nivel
lexical, predominat de anumite generalizari si afirmatii, dar care pastreaza o parte din
continut pentru a fi destinatd publicului.

' JACOBI, D. Diffusion et vulgarisation-itineraire du texte scientifique, Paris: Annales litte-

raires de L’Universite de Besancon, 1986, p. 182
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Abordari ale terminologiei medicale in mass-media

In societatea actuald sinitatea a devenit o valoare spre care tindem, iar stiinta me-
dicald ne oferd o gama larga de metode pentru a ne mentine sanatosi, dar si modalitati
de prevenire a bolilor.

De mentionat faptul ca rolul fundamental in formarea terminologiei medicale revine
tratatelor si lucrarilor stiintifice, dar trebuie sd recunoastem ca o contributie substantiala
in formarea si raspandirea termenilor medicali o are mass-media unde, conform cerce-
tatoarei Angela BIDU — VRANCEANU, vorbim de o terminologie externi ce consti
in introducerea unor termeni specializati In comunicarea obisnuitd sau in textele cu o
circulatie larga [2, p. 510].

Discursul de popularizare utilizeaza acelasi material terminologic ca textul stiintific,
dar cu o serie de modificari in ceea ce priveste modul de realizare. Constatam ca indivi-
dul nespecializat face apel la acest tip de discurs pentru a-si fixa cunostinte, manifestand
interes pentru domeniul medical, in timp ce atentia emitatorului se focuseaza pe des-
tinatar, mesajul obtinand un rol secundar. Se are in vedere faptul ca receptorul trebuie
sd-si insuseasca continutul stiintific in mod corect prin urmare, emitatorul trebuie sa
depaseasca limita strictd a limbajului specializat si sa patrunda in limbajul comun sau
literar standard.

Tinand cont de acest parcurs al textelor medicale, dinspre limbajul specializat spre
limbajul comun si invers, asistam la o vulgarizare stiintifica. Acest termen este utilizat
din ce in ce mai frecvent in cadrul dezbaterilor despre tehnicile si metodele de difuzare
a stiintei in societate.

Domeniul medical a devenit prioritar in perioada pandemiei, cand interesul
societatii pentru noutatile stiintifice a crescut semnificativ.

Diseminarea informatiei stiintifice din domeniul medicinei este motivata si de inte-
resul publicului fatd de cercetérile ce presupun mentinerea sanatatii si prevenirea dife-
ritelor patologii, dar si explicarea originii anumitor maladii care, fiind incurabile, pot fi
vindecate gratie investigatiilor realizate.

Daniela-Roventa Frumusani sustine ca textul stiintific de vulgarizare nu trebuie sa
se transforme intr-o vizitd de laborator, ci intr-o desfagurare narativa a cuceririi informa-
tiei adevarului destinat unui public receptiv preocupat de subiecte de neliniste colectiva.

Ala DAVID, in articolul Probleme actuale ale cercetarii textului de vulgarizare
medicala mediatizat, face trimitere la cele doud tendinte de cercetare a vulgarizarii
stiintifice: una cognitiva, ce permite definirea vulgarizarii drept echivalent al terme-
nului de popularizare, presupunand simplificarea unor continuturi abstracte cu scopul
receptarii de catre persoanele nespecializate, si una critica, care presupune degradarea
si denaturarea stiintei.

In articolul mentionat, Ala David identifica o serie de tehnici de vulgarizare ce pot
fi clasificate astfel:

1. Prezenta si folosirea figurilor de stil: analogia, comparatia, metafora, paradoxis-
mul, pentru a surprinde lectorul, exagerarea, hiperbola.

2. Reformularea si folosirea metalimbajului cu scopul de a explica cititorului si de
a-i facilita intelegerea mesajului.
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3. Substituirile sinonimice fara a respecta un anumit registru de limba, precum si
folosirea din plin a semnelor de punctuatie, cum ar fi ghilimelele si parantezele.
[3, p- 99]

Pentru a dovedi veridicitatea tehnicilor de vulgarizate vom avea in vedere analiza
acestora 1n corpusul de studiu mentionat in subcapitolul anterior.

Consideram ca telemedicina, revistele, forumurile de discutii cu tematicd medi-
cald sau discursurile ce au luat amploare in perioada pandemiei, demonstreaza aceste
observatii referitoare la discursul de popularizare. Mass-media nu a avut doar rolul de a
informa publicul, ci si de a explica ce se Intdmpla cu aceasta infectie ce a pus stdpanire
pe intreg globul, adaptand continutul stiintific pentru un public nespecializat.

Astfel, acest mijloc de informare al populatiei s-a dovedit a fi foarte eficient intrucat
specialistii sau persoanele autorizate si credibile au fost aduse 1n fata publicului cu sco-
pul de face discursul medical accesibil populatiei, transmitand publicului nespecializat
informatiii referitoare la pandemia cu Covid-19.

Contactul limitat dintre persoane, caracterul contagios al bolii si distantarea socia-
1a au dus la implementarea consultatiilor de tip online, ramura intitulata felemedicina.
Aceasta a evoluat rapid, dar nu a fost utilizata pe scara larga in sistemul de sanatate din
cauza legilor de reglementare si lipsa fondurilor.

Termenul de telemedicina a fost folosit initial pentru a se referi la furnizarea de ser-
vicii de asistentd medicala la distanta, folosind tehnologia informatiilor si comunicatiilor
(TIC), iar implementarea acestui proiect a presupus introducerea de noi termeni.

Telehealth este unul dintre termenii care a fost introdus ca urmare a raspandirii
utilizarii telemedicinei, cum ar fi educatia medicala si managementul sistemelor de sa-
natate. Au aparut si alti noi termeni precum: e-health, m-health si connected health.

E-health a fost conceput pentru a face trimitere la o gama larga a aplicatiilor de pre-
lucrare a datelor, utilizare a internetului Tn sisteme de sanatate si aplicatii de promovare
a sanatatii. Telehealth si e-health pot fi considerati ca o extensie a termenului original de
telemedicind. Cu toate acestea, termenii telemedicina, telehealth si e-health sunt adesea
folositi in mod interschimbabil atat de catre profesionistii din domeniul sanatatii, cat si
de consumatori.

Vulgarizarea textelor de specialitate medicala sunt intr-o continud evolutie, avand
drept scop instruirea publicului, din ce in ce mai informat datorita accesului la sursele
media.

Analiza stilistica si expresiva a discursului stiintific

Asemenea altor ramuri ale stilului stiintific, limbajul medical utilizeaza structuri
lexico-gramaticale ce reflectd functia obiectual-logica a limbii si mai putin aspectul ex-
presiv-stilistic. Aceasta functie este indeplinitd datorita structurilor lexico-gramaticale
specifice, termenilor strict specializati, multitudinea neologismelor, frecventa substanti-
velor deverbale, a constructiilor impersonale reflexiv-pasive etc. [16, p. 102].

Unele dintre caracteristicile pe care le regdsim 1n cazul stilului stiintific sunt: nu-
marul mare de cuvinte imprumutate din alte limbi, prezenta abrevierilor internationale
si a siglelor. Multe dintre aceste caracteristici le regdsim si in cazul limbajului medical,
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guvernat fiind de functia referential -denominativa si cea metalingvistica (Irimia 1986:
103). Aceasta functie este orientatd spre context, dominand textele stiintifice. Contextul
poate fi stilistic sau lingvistic, exprima valori denotative, respectiv, conotative ale cu-
vintelor carora le asigura polivalenta stilisticd. Mentionam ca rolul contextului diferd de
la un stil functional la altul [16, p. 103].

Elementul esential pentru a putea descifra o metafora, indiferent de transparenta
analogiei, este contextul. De aceea este necesara o interpretare independenta atat din
punct de vedere contextual, cat si din punct de vedere semantic.

Atunci cand vorbim de metaforele /exicalizate, a caror valoare figurativad nu mai
este perceputd, ci codificatd sub forma unor sintagme, acestea se caracterizeaza prin
sens autonom fatd de uzul contextual.

In cazul metaforelor artistice, rolul contextului, pentru a face posibila identificarea
analogiei si decodarea, este dependent de distanta semantica dintre termenii metaforei.
Cu alte cuvinte, rolul contextului in exprimarea metaforei terminologice este mult mai
complex in comparatie cu celelalte douad tipuri de metafore deja amintite.

Cazul unor contexte stabile duc la sublinierea importantei unitétilor polilexicale,
care impun metaforele ca termeni specializati (cutie craniand, canal lacrimal), [2, p. 33].

Asa cum am mai mentionat pe parcursul studiului intre termeni si cuvintele din
lexicul comun se produce un schimb continuu. Intalnim situatii in care cuvinte din vo-
cabularul uzual dezvolta sensuri terminologice, iar terminologia, la randul ei dezvolta
sensuri specifice altor domenii. Aceastd extindere a sensului initial se face adesea prin
metaford sau metonimie. Cele mai intdlnite tipuri de metafore sunt acelea in cadrul ca-
rora analogiile se realizeaza prin evocarea formei sau a functiei [16, p. 36]

Angela Bidu-Vranceanu sustine ca metafora reprezinta unul dintre cele mai utili-
zate procedee lingvistice de vulgarizare a terminologiei medicale [3, p. 174]. Aceasta,
la fel ca metonimia si sinecdoca, presupune o schimbare a numelui unui obiect prin
numele altuia, pentru care nu se cere decdt ca intre cele doud obiecte sa existe o asemda-
nare cdt de mica. Spre deosebire de metonimie si sinecdoca, unde raportul trebuie sd fie
de corespondenta calitativa si respectiv, de cuprindere, pentru metaforda este necesara
numai analogia (1. Coteanu, A. Bidu - Vranceanu 1975: 50).

In studiul siu Metafora si limbajul medical Narcisa Forascu face distinctia intre
patru tipuri de metaforizare: stiintificd, conceptuald, teoretica si terminologica.

Nina Cuciuc sustine cd metafora terminologica reprezinta una dintre cele mai im-
portante constituiente in cadrul comunicarii specializate. Acest concept este destinat
spre a fi utilizat in cadrul discursurilor specializate.

Filosoful german, Ernst Cassirer in lucrarea sa Eseu despre om considera ca in lim-
bajul uman ar fi imposibil sa fie redate idei abstracte fara ajutorul metaforei.

Mentiondm cd pentru definirea metaforelor terminologice trebuie prezentate
particularitatile analogiei si transferului.

Analogia reprezinta conditia preliminard si necesara pentru a face transferul care
duce spre orice tip de metaford. Aceasta pleaca de la o baza semantica comuna, dincolo
de care intervin diferentele de sens, care asigura originalitatea si expresivitatea metafo-
rei artistice.
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O altd metoda de exprimare a unei metafore terminologice este transferul. In me-
tafora terminologica, transferul tine de domeniul diferit, dar si de directia din care face
parte. Adica ne intereseaza daca transferul s-a efectuat dinspre lexicul comun spre cel
specializat sau intre domenii diferite ale lexicului specializat.

Spunem despre o metafora ca este terminologica numai daca termenii s-au format
in urma unui transfer din lexicul comun in lexicul specializat (punga, care in limbajul
comun are sensul de obiect sub forma unui saculet pentru depozitarea diferitelor obiec-
te, in timp ce in terminologia medicald se foloseste cu sensul de umflatura a pielii de
forma unui sdaculet (situatd mai ales sub pleoapa inferioard); Punga de apd, denumire
populara pentru ascita,; pleurezie), dar totodatd transferul se poate realiza si dintr-un
lexic specializat intr-un alt lexic specializat (colaps (med.) 1. scadere brusca a activitatii
(tonusului, tensiunii etc.) unui organ, insotitd de pierderea cunostintei, 2. prabusire a
unei constructii; (p. ext.) prabusire (economica etc.); ruind, faliment. (tehn.) deformare,
spargere a peretilor). Asadar metafora terminologica este utilizatd cu scopul credrii de
noi termeni [2, 33].

Pentru metaforele terminologice trebuie avut in vedere transferul de domenii (in
medicina: scoarta celebrala, sinonim cu cortex celebral), si modificarile semantice (cu-
vantul cdmp cu sensul de intindere mare, plana, de pamdnt cultivat sau nu, in medicina
devine cdmp operator), cea de-a doua fiind subordonata primei [2, p. 34-37].

A. Bidu - Vranceanu in Studii de lingvistica face distinctia intre metafora termino-
logica, constand in desemnarea unor concepte specializate, pentru care in limbajul spe-
cializat nu existd un alt termen echivalent. Acest tip de metafora se caracterizeaza printr-
un grad maxim de necesitate ce si-a pierdut complet caracterul metaforic initial, avand
valoare exclusiv cognitiva, fapt ce le diferentiaza de metaforele expresive si metafora
ocazionald care apare numai in anumite tipuri de texte (presa, de vulgarizare stiintificd).
Cu toate ca nu se poate nega rolul lor in comunicarea cunostintelor de specialitate, lor
li se poate adduga si o functie expresiva, in diferite grade. Termenii ce apartin acestei
categorii au in dictionare primul sens medical, dar, totodatd depasesc limitele acestui
limbaj, dobandind 1n acest fel atat in limba comuna, cat si in alte limbaje o valoare me-
taforica. Sublinerea acestui fapt se realizeaza prin incadrarea lor in contexte mai largi
sau mai restranse.

In categoria metaforelor terminologice, Narcisa Forascu face distinctia intre meta-
fore care intereseaza termeni unici, in acest caz contextul nu are niciun rol si sintagme
metaforice in structura carora intrd un termen obtinut prin metafora, de obicei cu un
grad mai mare de generalitate si un determinant, obligatoriu din limbajul medical in
cazul nostru, care aduce precizia necesara si restrange interpretarea la un anumit sens:
ata, fir subtire (de bumbac, de in, de canepa etc.) folosit la cusut, la fabricat tesaturi etc.
~dentard; bariera (~hematoencefalica, bariera fiziologica care exista intre sistemul san-
guin si sistemul nervos central); anomalie (~congenitald, defecte de dezvoltare); zona
(~zoster); canal (~lacrimal, ~coledoc).

Indiferent din ce punct de vedere vorbim, termeni unici sau sintagme metaforice,
odata ce au patruns in limbajul medical isi pierd valoarea expresiva, opunandu-se, ast-
fel, metaforelor artistice. Chiar si asa sunt unii termeni care nu si-au pierdut complet

262



valoarea expresiva, de exemplu: ciocan, scarita, bazin. Asadar, nu putem exclude orice
functie expresiva in cazul metaforelor terminologice.

Pe langa cele doua tipuri mari de metafora mai sus mentionate, Narcisa Fordscu
considerd cd un aspect interesant de urmarit este directia transferului semantic.

Altfel spus, pe de o parte, daca sunt termeni medicali si Tn ce masura sunt obtinuti
din termenii limbii comune, redefiniti, deveniti monosemantici si care s-au impus te-
minologic (camp ~vizual, ~operator; cale ~ bucala, ~respiratorie), iar pe de alta parte,
daca termenii din limbajul medical migreaza in limba comuna, reusind sa dezvolte aici
sensuri metaforice, mai mult sau mai putin indepartate de sensul medical initial.

Asadar, limbajul medical se afld intr-un proces amplu de dinamica semantica con-
tinua.
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In the modern school mastering strategies for feveloping communication skills can
bring about positive outcomes in varius aspects of learners’ lives, including communica-
tion, relationships, conflict management, personal development, and professional success.
This article tackles with honing valuable skills such as reflective listening, mindful listen-
ing, questioning skills, group discussion skills and role playing in order to develop learners
as better communicators, empathetic listeners, and more effective collaborators in their
personal and professional interactions.
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Clear and concise communication in a classroom helps learners grasp new concepts
more easily and enhances their understanding of the subject matter. In a school without
borders, where students are engaged in developing learning outcomes internationally,
such as eTwinning community, engagement in the communication process is crucial.
Therefore selecting the proper strategies fo an enhanced motivation for communication
can inspire and motivate learners to boost their confidence and willingness to learn.
Moreover, by providing encouragement and constructive feedback teachers foster posi-
tive relationships thus creating a supportive and inclusive learning environment. An-
other point worth mentioning is the effects of clear communication strategies as they
help identify and address misunderstandings or other possible challenges leading to
more effective problem-solving and conflict resolution within the learning environment.

Studies reveal that the level of effective communication in educational settings
has direct impact on the quality of learning process whereas poor communication skills
have been a leading factor to miscommunication and conflicts in a school environment.
[7, p.30] Research has found that not only is communication overviewed as leading
factor in creating a positive learning environment for learners but also the effects such
as confidence, academic achievement and increased self-esteem lack due to the focus
of developing English as a foreign language communication skills rather than the peer
help, bonding and increased feelings of belonging. [2, p. 56] Integrating effective com-
munication strategies in the planning of the curriculum based individual lesson planning
by including a diversity of methods and techniques contribute to an increase of posi-
tively affected learners who become prone to collaboration, cooperation and decrease in
conflict engagement situations. [4, p. 25]
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Effective communication strategies enhance understanding, trust and collaboration
in an educational setting. Reflective listening strategy offers numerous advantages as
it improves communication, enhances relationships, builds trust, hones conflict resolu-
tion, enhances problem solving and enhances personal growth. In a classroom setting
reflective listening can be promoted by involving students in the activity where shar-
ing, listening and communication becomes crucial in completing the task. Students are
asked to work in pairs and read the paragraphs on paranormal happening “Noises in the
Night” and “The Strange Object on the Hill”. After the students read the paragraphs,
they are to have a conversation with the partner about the predictions of the text they
have read. By brainstorming the ideas, the students develop reflective listening skills as
well as communicative input is valued.

HARD TO BELIEVE? BUT IT HAPPENED TO ME...

Have you ever experienced a paranormal happening? Write and tell us about it.

NOISES IN THE NIGHT THE STRANGE OBJECT ON THE HILL

Q bout six months ago, my husband Russ and | moved This happened when | was 16, and | can still remember it

into a house in the country. Our house is the middle vividly. It was a clear morning, sunny but with a breeze.
ne of three terraced houses and it’s more than a | was going to meet a school friend to go walking in the
hundred years old. A young couple live in the house on our hills where there were some wonderful views. I'd agreed to
right, but the house on our left was empty and for sale. meet him at the top of one of the hills.

Figure 1: Reflective listening activity, brainstorming

Once the students ahve finished their communication in pairs they are asked to read the
texts for Student A “Noises in the Night” and Student B “The Strange Object on the Hill”.
After the texts are read, the students are asked to share their stories with their partner, and
as feedback to ask their partner the questions on their retold stories as in the figure below:

» ans.and ask i
NOISES IN THE NIGHT

in tha country: OLr NouS8 1 1he ke one of e termaced
and ' mare than a hundred years 0/ A young cougi

Ive in the housa: our

tor ol

gty . we

L et
ot s0unGed &  SOMEDICY Was TOVING SOMeIng very heavy, ke &
tabie Or 8 bid, by dragging R SC708S the floor, | 100k &t My watch. | said.
0 Rus

Justtnen
the ise s1oaped, 0ut e rutes et Stated againard s ime t
carted and

The naxt maming 1 ng the GoOrbal naxt GO0, DUt INETE Was 10 NS,

empty. | called the estate agent and asked him ff he hisd come 10 the

Figure 2: Reflective listening activity, pair work
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By providing feedback learners learn to encourage their peers to acknowledge their
input and offer guidance for improvement in a supportive manner which impacts learn-
ing and achievement as evidence show that peer feedback is used to enhance its effec-
tiveness in classrooms. [3, p.125]

Cultivating mindful listening skills can bring about numerous advantages, such as
promoting presence, focus or stress reduction. By incorporating mindful listening into
daily classroom interactions, learners can nurture more meaningful connections, en-
hance their communication proficiency, and foster positive outcomes in various aspects
of their personal and professional lives. The main benefits of mindful listening activities
in a classroom setting are the enhanced presence, the improved focus and attention, the
reduced stress and anxiety, empathy and self-awareness. [8, p. 67]

In a classroom setting groups of three students are to work on the activity “It’s an
emergency!”

Three situations are given to the students: What to do if there’s an emergency on
the plane, if you get lost on a hike in the mountains and if somebody brreaks into your
house. Firstly students are asked to express their personal view on the matter, from per-
sonal experience if had one and discuss in the group. Students are guided into having
a conversation of the possible risks of certain actions. After the discussion the students
are asked to read the survival tips, on things that should be done, things that shouldn’t
be done and the reasons. After the texts are read, the students are to tell the partners in
their own words on the survival tips.

5A IT’S AN EMERGENCY! Student A 5A IT'S AN EMERGENCY! Student B

a Read your survival tips and underline things you should and & Read your survivaltips and underline things you should and 5A IT'S AN EMERGENCY! Student C

shouldn't do, and why. Try to remember the information okt o, and wh, Try to remember the lnformarion.

a Read your survival tips and underline things you should and
WHAT TO DO IF.. THERE'S AN WHAT TO DO IF...YOU GET LOST shouldn't do, and why. Try to remember the information.
EMERGENCY ON A PLANE |

Yl vy kel o, o th s ON B HIKE IN THE MOUNTAINS  wocuhig | WHATTO DOIF.. SOMEBODY BREAKS

important thing is to be ready for it. Eighty per cent of all i Sineing) iy INTO YOUR HOUSE.
qocidents take place during take-off orlanding, and if thereisan | {1 e right path o saiety; but this s absolutely the wrong thing © 'magine that you wake up in the middle of the night because
emergency, such as a fire, you will probably only have about 30 B dia iyl e T R iy s DA i you can hear somebody moving around in the kitchen. What
seconds to get off. So when you get on the plane (and when it starts Tun. They koee thefr hedcls and sicrt # peni. Somakirmas they even should you do?
the descent) you need to be thinking about what you would do. B ook in s - rrocs s o i e vl il ol o oo and confiont
Pay attention 1o the safety card and the flight attendant's safoty o i i md e ivol 1 iy I e e et the intruder. You could find yourself face to face with somebody
brisfing. Memorize where the emergency exits areand counthow | aper space necibyand wiltto be resciied (especially i you have who may have a weapon and who is likely to react viclently.
P AR s e Lo Eon i ipnecle o ) told someone where you were going to walk). In research done in The most important thing s to have a plan to follow: lock yourself
foRTch 8 Kk ks K eirioss ool sertoactng o Canada, only two out of 800 lost people actually did this.If the oihers and your family in a safe place, e.g. your bedroom or bathroom.
Listariig Io music. If something does happen you need io be recdy had stayad in one place, they would have been found much sconer. Move a piece of furniture against the door to make it impossible
to take action. In iUClrmls is one of the reasons why people are told Tk oo nbiwtmae] il ety o o 7o Do s et [ for the intruder to open it. Next, call the police (you should always
O e et on g el g ove night there, for example under a rock, or make a shelter with tree have a fully charged phone close to hand at night with the
all don'tgoto slaﬁp, But once the plane is flying and the seat belt branches to kesp you warm. But make sure you sty in the open emergency number programmed in) and wait for help to arrive.
o Hov e oo com ot et ond e e ligh during the day so that you can be seen by a helicopter. Make a fire

b Now inyour v words 1B C how o survv Fehersnan St ctenion Iy denthave saches toapiemol bt | Nowin yourown words cll A and B how tosuvive fsomebeody

emergency on a plane. . : breaks into your house.

_ b Now in your own words tell A and C how to survive if you get lost
inthe mountains.
Figure 3: Mindful listening skills activity

Practicing asking open-ended questions encourages speakers to elaborate on their
thoughts and feelings. Honing your questioning skills can bring a range of benefits, in-
cluding promoting learning and understanding, critical thinking, and decision-making.
By mastering the art of asking thoughtful and strategic questions, students can enhance
their ability to gather information, engage with others, navigate challenges, and foster
growth and success in various aspects of their life. [1, p. 78] in a classroom setting the
activity “An Extreme Interview” can ensure a successful mastering of open-ended ques-
tions strategy. Students are asked to imagine that they are to give an extreme interview
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for a job in their company. They are to ask their partner questions and to give reasons
for their answers. After the interview completes, the student who set the interview has
to provide the feedback of giving the job and reasons to be set as well. This activity
helps in facilitating learning and understanding of their partner’s verbal and nonverbal
communication process, promotes critical thinking, improves communication skills,
strengthens relationships and encourages innovation and creativity.

1A EXTREME INTERVIEWS
Student A

a Youare giving B an extreme interview for
ajob in your company. Ask B the questions
and ask him | her to give reasons for his [ her
answers. Then say if you would give him |
her the job and why (not).

1A EXTREME INTERVIEWS
Student B

a Ais going to give vou an extreme interview
for a job in his | her company. Answer the
questions. Try to think quickly and make
a good impression. Give good reasons for
YOUr answers,

Which one aspect of your personality

would you change if you could, and why?

Ifyou could have dinner with anyone from

history, who would you choose?

If you were an animal, which animal would

you be?

What kind of things make you angry?

Ifyou had to spend the rest of your life on

a deserted island (with plenty of food and

water), what two things would you want to

have with you?

Which TV or film character would you

most like to be?

7 What's the best (or worst) decision you've
ever made?

8 Ifl came to your house for dinner, what

would you cook for me?

(5]

(™

TS

(-}

b Now give A an extreme interview for a job

in your company, using the questions below.
Ask him | her to give reasons for his [ her
answers. Then say if you would give him |
her the job, and why (not).

1 Which three adjectives describe you best?

2 Ifyou were a type of food, what type of
food would you be?

3 How do you normally treat animals?

4 Who do you admire most, and why?

5 Ifyou could be a super hero, what would
yOu want your superpowers to be?

6 Tell me about something in your life that
you are really proud of.

7 IfHollywood made a movie about your
life, who would you like to see play the

lead role as you?

8 If you could have six months with no
obligations or financial limications, what
would you do with the time?

b Now answer B's questions. Try to think
quickly and make a good impression. Give
good reasons for your answers.

Figure 4: Setting open-end questions activity

Developing strong group discussion skills can provide significant advantages in
various social, academic, and professional contexts as they offer numerous advantages,
including improved communication, collaboration, confidence, cultural sensitivity, and
academic or professional development. [6, p. 18] By honing these skills through regular
practice and constructive engagement in group discussions, students can enhance their
social, academic, and professional competencies, leading to personal growth, effective
communication, and success in various collaborative settings.

In a classroom setting group discussion is valuable due to its impact on the learners
self awareness and self confidence. “First Aid Quiz” is an activity that can be used for
academic and personal development due to its actuality and life skills purposes. Students
are asked to work in groups are are to develop a list of situations that wre prone to risk and
ways of applying first aid in situations of danger. After brainstorming the topic and col-
laboration students share their findings with the other groups as to enhance not only public
speaking skills but their social competencies as well. After the compeltion of the activity
students are asked to go through the “First Aid Quiz” and comment on each situation as
to identify the mistake. After discussion, students are either provided with the correct an-
swers or if the activity is to be extended are sked to research for the correct answer.
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2A FIRST AID QUIZ Student A 2A FIRST AID QUIZ Student B

a If someone you are with
has a nosebleed, you
should ask them to sit
down and lean forward.
Ask the person to pinch
the soft part of the nose,
which they should do for
ten minutes. Get medical
advice if the bleeding continues for more than thirty
minutes

5b Tilt their head backwards
so that their tongue isn't
blocking their airway.
Check if they're breathing
by looking to see if their
chest is moving, and feel
for breath on your cheek.

1 a You should hit the person firmly
on the back between the shoulder

blades to remove the object.
This is often enough to clear
the blockage, letting the person
breathe again. If necessary, call
the emergency services or get
someone else to do it.

o

2 The first thing to do is cool the
burn under cold running water
for at least ten minutes. This
will make the burn less painful,
and reduce swelling and scarring.
Then cover the burn with cling
film, or a clean plastic bag if
your foot or hand is burned,
This prevents infection and

keeps air from the surface of Now move them onto their S a

the skin, which reduces pain, If it's a serious burn, call side and tilt their head L — -
the emergency services because it may need urgent back. Putting them in this pesition with their head back
medical treatment. helps keep the airway open. As soon as possible, call

the emergency services or get someaone else to do it

6b Use a cushion or items

of clothing to prevent
unnecessary movement,
Call the emergency
services or get someone
else to do it. Don't try
to straighten the person’s
leg, but continue
supporting the injury
until help arrives.

You should immediately put
pressure on the wound to stop
or slow down the bleeding.
Use whatever is available - like
a T-shirt or other clean cloth,
or even your hand. Get help

as soon as possible by calling
the emergency services. Keep
pressure on the wound until
help arrives.

@

Figure 5: Group discussion activity

Role-playing is an activity that offers a dynamic and interactive way to develop
communication skills by enhancing not only verbal communication and conflict resolu-
tion abilities but also non-verbal communication awareness, active engagement, and
skill transferability. [5, p.35] By incorporating role-playing into communication skill
development programs or training sessions, students can benefit from practical, experi-
ential learning that prepares them for effective communication in diverse settings.

In a classroom environment the activity is to be done in groups of 4 participants
“the MacBride family” and “the O’Neill family”. The MacBride family: Your family are
on holiday in France with the O’Neill family. You like to get up early in the morning and
make the most of the day, but your friends like to sleep in a bit. One of the highlights of
the trip was to visit a famous castle nearby, but your friends took so long to get out of
bed this morning, and then so long to get ready, that when you got to the castle, it was
closing for lunch. What’s more, it won’t open this afternoon, and tomorrow is a national
holiday in France, so you’ve completely missed out. You and your kids were so looking
forward to visiting this castle. Your position: You think the O’Neills should know how
you feel. You start the conversation. The O’Neill family. Your family are on holiday in
France with the MacBride family. You like to sleep in a bit in the morning — you’re on
holiday, after all! But your friends like to get up at the crack of dawn. They made a lot
of noise as you were trying to have a lie-in this morning. Today, you all wanted to visit
a famous castle nearby, but by the time you’d got up, had your showers and your break-
fast, and got to the castle, it was closing. Sadly, you won’t get another chance to visit it
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on this trip, but hey — worse things happen. It’s no big deal. Your position: You think the
Macbrides should chill out and worry less. The Macbrides will start the conversation.
[9, p.178] The students are to tackle with the situation from their perspective and engage
in communication with reasons by applying reflective listening skills, active engage-
ment and skill transferability.

In a classroom without borders where wtudents are prone to communicate with
peers from around the world it is the role od educators to encourage leaenrs to convey
genuine interest in the communicative act as to demonstrate respect and attentiveness.
This way empathy and understanding towards learners’ perspectives and feelings culti-
vate in trust and rapport. By applying effective strategies of developing communication
in the classroom encourages students in bonding and building healthy relationships with
their peers, providing positive and construcitve feedback that acknowledges leaenrs’
input and offers guidance for improvement in a supportive manner. Overlall, by incor-
porating the above mentioned strategies into communication interactions teachers foster
a supportive learning environemnt that promotes engagement and academic success.
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Dans ce travail, on reléve: le concept outdoor classroom pour enseigner le francais et
DPapproches pédagogiques associées a la lecon en dehors de la salle de classe.

Les cours en dehors de la salle de classe ont le potentiel de devenir une ressource pé-
dagogique qui rend ’apprentissage plus concret et qui peuvent offrir une expérience ori-
ginale et unique dans des milieux variés, pour étudier le francais autrement. Enseigner
en dehors de la salle de classe est une méthode d’enseignement qui implique 'utilisation
d’environnements autres que la salle de classe traditionnelle. Cela peut inclure lutilisa-
tion de la technologie, des visites sur le terrain, des projets de recherche et une collabora-
tion avec la communauté locale, dans un musée ou dans une bibliothéque. Cette approche
peut étre utilisée pour améliorer I’expérience d’apprentissage des étudiants et peut étre
un moyen efficace d’apprentissage expérientiel, apprentissage par aventure/expédition,
apprentissage par découverte, apprentissage par enquéte, apprentissage par projet, ap-
prentissage par tdches, etc.

Mots-clés: dehors de la salle de classe; pratique didactique, expérientielle; mythes, réa-

lite quotidienne; communication, interaction, intérét, motivation; frangais

autrement.

Enseigner le francais d’aprés le concept outdoor classroom

Aujourd’hui, plus que jamais, dans une société caractérisée par un rythme accéléré
de changements structurels, mais aussi par la profondeur de ses changements, elle y
place ’homme dans le contexte de se redécouvrir et accepter des nouvelles choses, et
I’éducation doit y faire face.

Les approches pédagogiques ont toujours ¢té différentes dans les contextes socio-
historiques, ou les milieux d’apprentissage ont plus ou moins favorisé une certaine ten-
dance. Aujourd’hui, il y a des éléves qui apprennent par des modalités réticulaires et
associatives, mais aussi iconiques, immersives et qui sont constamment connectés au
monde virtuel. Ainsi, nous assistons a une transformation progressive de I’éducation
déclenchée par les besoins post-pandémiques des éleves.

Outdoor classroom cela signifie enseigner ou dispenser un enseignement en de-
hors de I’environnement traditionnel de la salle de classe, comme a I’extérieur, dans un
musée ou dans une bibliothéque. Cette approche peut étre utilisée pour améliorer 1’ex-
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périence d’apprentissage des étudiants et peut &tre un moyen efficace d’apprentissage
expérientiel.

Il existe de nombreuses ressources en ligne pour en savoir plus sur Enseigner en
dehors de la salle de classe. Voici quelques exemples:

Le site officiel du ministére frangais de 1’Education nationale propose un certain
nombre de ressources et d’informations sur:

— Enseigner en dehors de la salle de classe: https://www.education.gouv.fr/ensei-
gner-en-dehors-de-la-salle-de-classe-7760

— Le site Web TeachThought propose un certain nombre d’idées et de stratégies
pour enseigner en dehors de la salle de classe: https://www.teachthought.com/
teaching/50-ways-to-teach-outside-the-classroom/

— Le site Edutopia propose un certain nombre d’articles et de ressources sur
I’apprentissage par 1’expérience et [’apprentissage en dehors de la salle de
classe: https://www.edutopia.org/topic/outdoor-education

Le concept selon lequel I’éducation en plein air est principalement associée a I’en-
seignement primaire et secondaire devient un mythe, dans le contexte ou, une étude de
cas a ¢té réalisée a I’initiative de 1’Université de Sherbrooke, pour les niveaux supé-
rieurs, qui en juin 2020 a publié¢ un premier guide documentant le processus logistique
des premicéres phases d’implantation des classes extérieures dans 1’enseignement supé-
rieur.

La littérature scientifique identifie de nombreux bénéfices de 1’éducation en dehors
de la salle de classe, dont certains sont associ¢s a la santé physique et mentale. Surtout,
plusieurs avantages sont directement liés aux objectifs d’apprentissage de ’enseigne-
ment. [4]

¢ Des contextes d’apprentissage variés.

Varier les contextes dans lesquels les apprentissages sont mobilisés a généralement
un effet positif sur la rétention des apprentissages (Day, Motz & Goldstone, 2015). Par
exemple, le théme du curriculum, 2020- R. Moldavie - Les sports insolites, peut étre
étudiée en salle de classe et son application peut €tre analysée directement a I’Université
des Sports de Chisindu, a travers un projet Outdoor classroom. Différents emplace-
ments sur un campus peuvent étre utilisés pour appliquer les connaissances mathéma-
tiques dans le monde réel.

s Utiliser des méthodes pédagogiques actives.

Les cours en plein air encouragent généralement les enseignants a utiliser des mé-
thodes d’enseignement plus actives. Les méthodes d’enseignement actives sont celles
qui demandent aux éléves de faire plus qu’écouter et prendre des notes. Par exemple,
I’espace prévu dans les classes extérieures/au dehors de l'institution peut étre utilisé
pour organiser des activités favorisant la coopération ou la communication en frangais
entre les éléves. Par exemple, les ateliers auto du Centre d’Excellence en Transport de
Chiginau. Une salle de classe extérieure non structurée peut devenir un lieu de perfor-
mances artistiques ou un grand espace créatif qui stimule les idées par d’autres moyens.

¢ Comprendre les phénomeénes sociaux et naturels 1a ou ils se produisent et les
phénomenes techniques 1a ou ils s’appliquent.
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L’objectif général des activités d’enseignement dans I’enseignement secondaire
technique non supérieur est de promouvoir un apprentissage significatif. Une facon d’y
parvenir est d’étudier les phénomeénes sociaux et naturels 1a ou ils se produisent et les
phénomenes techniques 1a ou ils s’appliquent. Cela permet de concrétiser certains phé-
nomenes qui pourraient autrement rester plus abstraits, en plus de refléter leur com-
plexité, leur subtilité ou leur caractére systémique.

Par exemple, le théme du curriculum, 2020- R. Moldavie- Nature et écologie, 1’as-
pect theorique peut étre ¢tudiée en classe et son application peut étre analysée direc-
tement au Collége d’écologie; a travers le méme projet Outdoor classroom, qui peut
inclure plusieurs participants des divers institutions d’enseignement.

Approches pédagogiques associées a outdoor classroom

L’éducation en plein air est généralement associée a une pédagogie plus active qui
met I’accent a la fois sur 1’activité intellectuelle et motrice; le degré de participation des
étudiants varie généralement selon leur degré d’autonomie (Legendre, 2005).

Voici quelques approches qui peuvent inspirer des activités [4, guide]:

Approche coopérative. L’approche coopérative permet aux éléves de travailler en
petits groupes sur un méme projet ou theme. Il est généralement recommand¢ de créer
des petits groupes et de favoriser I’interdépendance entre les membres de 1’équipe (Le-
gendre, 2005).

Approche expérientielle. L’approche expérientielle préconise un processus de créa-
tion de connaissances basé sur la transformation des expériences d’une personne.

Selon Kolb (1984), I’expérience est la base de I’apprentissage et favorise par la
suite une meilleure conceptualisation. Cette approche se déroule dans des situations
réelles, comme une exploration des lieux, ce qui permet a I’expérience d’étre signifiante
(Legendre, 2005).

Approche basée sur les problémes. L’approche par problémes propose aux éleves
un probléme a résoudre afin de favoriser leur implication et leur autonomie dans leurs
apprentissages. Le probléme doit étre signifiant, motivant et le plus proche possible
d’une situation de vie (Legendre, 2005).

Approche par projet. L’approche par projet amene les étudiants a enquéter et a
trouver des solutions a un probléme ou a une question initiale. Cela leur permet géné-
ralement de s’engager dans leur apprentissage et de collaborer les uns avec les autres.
Cette approche conduit a un apprentissage ancré dans la vie réelle (Hasni, Bousadra &
Marcos, 2011).

Approche communautaire. L’approche communautaire implique des projets qui né-
cessitent des investigations et des recherches en vue de transformer I’environnement.
Les projets nécessitent généralement I’implication de plusieurs acteurs du milieu. La
création de liens entre différents acteurs communautaires peut amener les éléves a ac-
quérir une compréhension plus nuancée de leur environnement et a développer un sen-
timent d’appartenance (Sauvé, Orellana, Qualman & Dubé, 2001).

Ces approches peuvent alimenter la réflexion sur d’autres maniéres d’aborder cer-
tains contenus.
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Pour vous aider a diversifier vos méthodes d’enseignement, vous pouvez également
consulter les expériences d’autres institutions qui ont appliqué cette méthode - [4, guide]:

L’organisation d’une classe a I’extérieur

Afin de prendre des décisions quant a I’utilisation d’une classe extérieure, il est
essentiel de déterminer a 1’avance les objectifs d’apprentissage a atteindre. Cellesci
permettent de prendre des décisions cohérentes avec les méthodes et approches pédago-
giques les plus pertinentes pour accompagner et évaluer les apprentissages.

Une fois les objectifs d’apprentissage clairement identifiés, les grands thémes et
le nombre de séances associées a chacun de ces thémes peuvent alors étre déterminés.

Une fois ces décisions prises, il est beaucoup plus facile de déterminer les sessions
dans lesquelles il convient d’utiliser une salle de classe extérieure.

Quand fautil utiliser une salle de classe en plein air?

11 est fortement recommandé que les activités a I’extérieur aient une valeur ajoutée.
Cela peut étre en termes d’apprentissage, d’organisation de 1’espace ou de capacité des
¢tudiants, par exemple.

Voici quelques questions importantes a vous poser lors de la planification de votre
semestre:

* Tous les cours de frangais aurontils lieu dans une classe extérieure ?

* La salle de classe extérieure seratelle utilisée pour compléter I’intérieur ou a
distance d’activités d’apprentissage?

* Les évaluations sommatives refléterontelles la maniére dont I’apprentissage a
été réalisé a I’extérieur?

* Comment sélectionner les lieux pour le cours a I’extérieur?

* Aije absolument besoin d’un projecteur pour présenter un PPT?

* Quelle contexte extérieur conviendrait mieux pour atteindre les objectifs d’ap-
prentissage des mes ¢léves a la langue frangaise?

* Si la météo ne permet pas a ’activité d’enseignement d’avoir lieu, suisje a
I’aise d’avoir un plan B, sous forme d’activité intérieure ou a distance ?

* Quel est mon Plan B?

* Que doisje faire apres avoir choisi ma classe? établir les lieux, des contacts et
des partenaires?

Planification de I’enseignement

Comme pour I’apprentissage en salle et a distance, la planification pédagogique
est cruciale pour le bon déroulement des activités d’enseignement et d’apprentissage a
I’extérieur. Voici quelques conseils qui peuvent aider [4, guide]:

*  Alignement constructif

Le principe d’alignement constructif, c’estadire la cohérence entre les objectifs
d’apprentissage et les méthodes utilisées pour aider les étudiants a atteindre ces ob-
jectifs, est utile pour assurer la cohérence d’un cours. Les questions suivantes peuvent
aider a assurer un alignement constructif (Gagnon, 2014) :

— Comment mon cours de francais s’intégretil au programme ?
— Quels sont les objectifs d’apprentissage que les étudiants doivent atteindre
dans mon cours de frangais?
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— Quelles méthodes d’évaluation doisje mettre en place pour apprécier la réali-
sation des Objectifs d’apprentissage du francais?
— Quelles activités d’apprentissage aideront le mieux les éléves a atteindre les
objectifs d’apprentissage?
*  Préparer les étudiants

La plupart des éleves ne sont pas habitués a participer a des activités d’apprentis-
sage a I’extérieur. 11 est donc important de préparer votre groupe, ce qui pourrait influen-
cer positivement 1’intérét et la perception des apprentissages des ¢léves (AyotteBeaudet
& Potvin, 2020; AyotteBeaudet, Potvin & Riopel, 2019).

Les ¢léves doivent étre conscients de la raison de leur présence et de 1’utilisation
d’une salle de classe a I’extérieur, les informer sur les activités préparatoires essen-
tielles, de ce qui est attendu d’eux une fois arrivés la-bas, etc.

Si I’utilisation d’une classe extérieure est occasionnelle, il convient d’expliquer en
quoi cette classe est complémentaire aux activités qui la précedent et la suivent. Une
mauvaise communication de vos attentes pourrait entrainer une résistance chez les étu-
diants (Dubé, 2018).

Conclusion

Enseigner en dehors de la salle de classe est une approche pédagogique qui im-
plique I’enseignement et 1’apprentissage en dehors de la salle de classe traditionnelle.
Celles-ci peuvent inclure des activités en plein air, des activités aux sites techniques,
des activités dans des institutions du profil, des visites de musées, de bibliothéques ou
d’autres sites culturels, et d’autres expériences impliquant un apprentissage expérien-
tiel, apprentissage par aventure/expédition, apprentissage par découverte, apprentissage
par enquéte, apprentissage par projet, apprentissage par taches, etc.

Cette approche peut étre bénéfique pour les étudiants car elle leur permet d’ap-
prendre d’une manicre différente et plus interactive. Cela peut également étre un moyen
efficace d’améliorer la compréhension et la rétention d’informations, car les éléves peu-
vent établir des liens entre ce qu’ils apprennent et le monde réel. 11 peut également
apporter une plus-value éducative et pédagogique en développant une pensée critique
et créative; en développant des compétences sociales et émotionnelles, apprendre le
travail d’équipe, développer des compétences en communication, etc. Ceux-ci sont sou-
vent considérés comme essentiels pour réussir dans la vie et la carriére, en plus des
connaissances académiques.

Dans un environnement communicationnel caractérisé par une connexion quasi
permanente et de multiples formes d’accés nomade, avec des jeunes actuellement mas-
sivement utilisateurs, producteurs et diffuseurs d’information, mais dont les compé-
tences sont trés inégales, se pose le probléme de la formation des citoyens a pouvoir
prendre pleinement place dans ce nouvelle société. L’enjeu est donc d’assurer a chaque
¢léve une éducation tangente aux besoins, qui soit une voie d’accés efficace aux sa-
voirs et un vecteur de leur partage, auquel chaque enseignant puisse contribuer a cette
éducation.
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The notion of play can be succinctly characterized, according to E. Geissler’s expres-
sion, as “spontaneous spontaneity”, as an action that generates fun and comfort. The
game can become a real educational and didactic tool, a basis of training and education
methods.

From the point of view of teaching the subject Romanian language and literature, es-
pecially vocabulary notions, expression, role-playing, interaction and language games are
of interest.

The didactic game is one of the most effective teaching methods, all the more so because
it has obvious advantages, despite the fact that, at least in appearance, pleasure and re-
laxation prevail in it.

The didactic game can be used in all stages of the educational process, in order to
sensitize students to the activity, for the purpose of teaching, learning, consolidating, re-
capitulating or even evaluating knowledge. The nature of the scientific content, the age
characteristics of the class, the material and time resources are some of the conditions
depending on which one opts for a certain type of game.

Keywords: game, teaching, vocabulary, education, tool.

Notiunea de joc poate fi caracterizatd succint, dupa expresia lui E. Geissler, drept
»spontaneitate spontand” [2, p. 195], drept o actiune generatoare de distractie si de re-
confortare. Jocul poate deveni un adevarat instrument educativ si didactic, o baza a
metodelor de instruire si educatie.

Din punctul de vedere al predarii disciplinei Limba si literatura romana, in special
al notiunilor de vocabular, intereseaza jocurile de exprimare, de rol, de interactiune
si de limbaj.

Jocurile de exprimare si cele de interactiune acopera nevoia oamenilor de a co-
munica si de a interactiona. Varietatea lor o reflectd pe cea a situatiilor de comunicare
din viata, in care elementul principal il constituie limbajul [3, p. 295]. Exista jocuri de
cooperare si de coordonare (jocuri cu un partener sau in grup), jocuri bazate pe miscare,
cu sau fara fond muzical, jocuri de relaxare, jocuri de sensibilizare, jocuri de Invatare a
pronuntiei, de stimulare si dezvoltare. Jocurile simbolice, de interactiune au subiecte din
viata cotidiana si permit exersarea unui numar mare de acte de vorbire.

Jocul de rol este 0 metoda de predare-invatare, bazatd pe simularea unor relatii,
profesiuni, stari de lucru, contexte de comunicare diverse, in care elevul experimenteaza
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din multiple perspective receptarea, emiterea unui mesaj, fiind ghidat sa urmareasca,
de exemplu: Ce se comunica? Cu ce scop se transmite informatia? Punerea in scend
implica toate mijloacele de expresie ale comunicarii umane, verbale si nonverbale. Sunt
exersate competente ale comunicarii verbale la nivel fonetic (intonatia, pauza), lexical
(gasirea celor mai potrivite cuvinte), sintactic (structura frazelor). La disciplina Limba
si literatura romana, jocul de rol mobilizeaza achizitiile de limba si le contextualizeaza
intr-un climat ludic [4, p. 79].

Jocurile de cuvinte trebuie sa valorifice trei dimensiuni: ludica, cognitiva si for-
mativa. Jocurile de acest tip au rolul de a-1 determina pe elev sa-si dezvolte capacitatea
de abstractizare si s acceada la un echilibru emotional. Jocurile lingvistice, practicate
congtient, valorifica, atragand atentia asupra lor, diverse surse de nedeterminare a limba-
jului: polisemia, omonimia, antonimia etc. Sunt de o mare diversitate: semantice, jocuri
de spirit, de idei, cuvinte mister etc.

Exemple:

- Fabrica de cuvinte — consta 1n crearea unor cuvinte, reale sau imaginare, din
doua sau trei silabe ale altor cuvinte. Exemple: din bal-con si tur-ba rezulta contur, din
pla-ca si ca-sa rezulta plasa (cuvinte reale); din ra-ci-tor i sa-ca-giu rezulta racagiu
(cuvant imaginar). Cuvintele rezultate nu au nicio legatura de sens cu cele de la care
s-au format, caracterul arbitrar putdnd fi discutat in cadrul orelor de predare, pentru a
avertiza asupra falselor cuvinte compuse.

- Cuvintele — valiza — o varianta a fabricii de cuvinte, cu mentiunea ca, in com-
punere nu mai intrd doar silabe, ci cuvinte intregi. Existd cuvinte-valiza care au un
corespondent in realitate si altele care se refera la referenti construiti, imaginari. Jocul
poate fi utilizat cu succes in predarea cuvintelor compuse, in explicarea unor neologis-
me. Exemplu: modemul este cuvantul rezultat din amalgamarea termenilor modulator
si demodulator. Numele orasului Budapesta reprezinta aglutinarea a doud cuvinte Buda
si Pesta. In cea de-a doua situatie, a cuvintelor imaginare, identificarea noii semnifica-
tii solicita din partea elevilor procese superioare ale gandirii si o Intelegere nuantatd a
contextului in care apar acestea. Exemple de o deosebita expresivitate si de mare haz in-
talnim in opera lui lon Creanga, Amintiri din copildrie: furgdsi (din fura + gasi), nepur-
cele (nepot + purcele). Daca le vom cere elevilor sa dea definitia cuvintelor nou formate
si s le Insoteasca de un desen, vom creste gradul de atractivitate, vom valorifica mai
multe tipuri de inteligente si vom contribui la dezvoltarea imaginatiei, a creativitatii.

- Dictionarul cuvintelor inexistente. Inventati cuvinte folosind procedeul de-
rivarii si al compunerii, treceti-le intr-un dictionar si explicati-le sensul. Se pot obtine
astfel cuvinte precum prosticid, lenicid, plictisoicid (ucigator de plictiseald).

- Rebusurile. Aceste jocuri solicita si stimuleaza o buna cunoastere a vocabula-
rului. Ele contribuie atat la dezvoltarea gandirii combinatorii (prin modul in care situati-
ile de pe orizontald se combina cu cele de pe verticald), cat si a celei inductive (pentru ca
presupune trecerea de la cunoasterea fragmentara la cea integrala a cuvintelor). Rebusul
scolar (cuvintele incrucisate) poate fi folosit cu foarte bune rezultate atat pentru consoli-
darea, imbogatirea cunostintelor, dezvoltarea creativitatii si a tuturor proceselor intelec-
tuale si psihice, cat si pentru evaluarea lor. Rebusul poate fi integrat in orele de limba si
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literatura romana, pentru captarea atentiei, verificarea cunostintelor sau sistematizarea
si fixarea acestora.
Aplicatii:

1. Dezlegati careul de mai jos, gasind cate un sino-
nim neologic pentru cuvintele date :

SO N QN N o~

dusmanos
citet
noroc
greseald

zadarnic .
lacom

binevoitor .
nadejde

2. Pentru a dezlega urmatorul careu, gasiti paronimele cuvintelor subliniate in enun-
turile date.

a.
b.

d. Cenusareasa si-a pierdut un condur.

In 1999, a fost o eclipsa totala de soare. -
O consoand se articuleaza dental atin-

gand dintii cu varful limbii. .
Unchiul meu a imigrat de mult in Ameri-

ca.

Bunicii mei locuiesc intr-un tinut coli-
nar.

El avea cazier curat.

Comunicatul emis ieri a fost scurt.
Privighetoarea are un viers placut.

Mz —~ =z o ® > T

- Acrostihul — reprezintd o poezie, o strofa sau enunturi, ale caror litere initiale

alcatuiesc un cuvant, un nume propriu, o dedicatie, o propozitie.
Aplicatie:
Alcatuiti o lista cu flori, respectiv plante medicinale, pornind de la termenul voca-

bular.

Viorea

Orhidee

Crin

Albastrita
Brandusa
Umbra iepurelui
Lalea

Aloe Vera
Rachitica
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Vascul
Omagul
Cimbrisor
Anason
Brusture
Levantica
Armurariu
Roinita
Urzica

Jocul ,,Descopera!” — profesorul deseneaza pe tabla un tabel in care se afla diverse
litere amestecate. Cere elevilor sa urmareasca pasii spusi de el si descopera astfel cuvan-
tul-cheie al lectiei, dupa indicatiile date.

Indicatiile profesorului: A B c D

* Descopera litera aflatd la 1B — 4

* Descopera litera aflata la 4D — R

* Descopera litera aflatd la 3C - G

* Descopera litera aflatd la 1C - O p S f \"

* Descopera litera aflatd la 1D — U

* Descoperi litera aflatd la 3B — L h g m
Astfel, elevii descopera cuvantul-cheie: ARGO-

UL — titlul lectiei 4 t [z | s |r

Jocul ,,Istorie din prelungiri” — Elevii sunt impartiti in jucatori, observatori si un
conducdtor al jocului. Elevii-jucatori sunt Impartiti In doud grupe (sinonime/antonime)
si asezati in doud cercuri. Conducatorul comunica textul de pornire primului jucétor.
Fiecare jucator reia textul si adauga un enunt, pana se inchide cercul.

Se incepe cu grupa jucatorilor ce utilizeaza sinonime, conturand portretul unui per-
sonaj ce va fi plasat de urmatoarea grupa (cea care foloseste doar antonime) in timp si
spatiu, relatand o scurtd intamplare imaginara, dupa aceleasi reguli. Observatorii notea-
za enunturile jucdtorilor, prelucreaza povestirea, o incheie daca a ramas neterminata, si
prezintd forma finald a acesteia, dandu-i un titlu potrivit. Se citeste compunerea si se
afiseaza la panoul clasei. Observatorii comenteaza modul in care a fost construita po-
vestirea si stabilesc grupa céstigatoare.

Jocul ,,Lantul sinonimelor/antonimelor” — Elevii se aseaza in cerc in fata clasei
si vor descoperi toate sinonimele, partiale si totale, ale unor cuvinte date (a ajuta, a
cdnta, a petrece, a conduce), verificandu-se astfel daca au retinut sensul fiecarui cuvant.

Jocurile semantice sub diverse forme, pot servi la predarea, fixarea unor conginu-
turi, destind atmosfera, cultiva creativitatea si dezvoltd competentele de auto- si inter-
cunoastere.

Pentru predarea notiunilor de vocabular se pot efectua exercitii de tipul:

— descrierea prin antonime: Sunt guraliv, de vreme ce sunt taciturn.
Sunt scund, de vreme ce nu sunt...
— Gaseste-fi perechea! (nume si calitate)

i | a/o u

WO N =
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Elevul asociaza persoanei sale un animal, o plantd, un obiect dintr-un camp se-
mantic dat/ la libera alegere sau dintr-o clasa morfologica data, care il descrie. Jocul se
poate adapta pentru predarea unor notiuni de vocabular. Li se mai poate cere ca obiectul
asociat sa aiba aceeasi initiala cu cea a numelui sau.

— Jocul definitiilor — se poate folosi eficient pentru a fixa concepte referitoare la
comunicare.
1. Un grup primeste sarcina sa substituie cuvintele subliniate prin definitiile lor din
dictionar.
2. Perechea va trebui sa identifice cuvintele care au fost nlocuite.

Aplicatie:

Gasiti termenii la care se refera definitiile urmatoare, care sunt cuvinte compuse, in
alcatuirea carora se afla substantivul ochi.

< ~

Disc de sticld (m ontatintr-o garniturd metalicd) care reflectd
razele de lumind proiectate asupra lui § este folosit ca piesd
de semnalizare la vehicule sau la panouri pe gosele.

\. /

e ™
Tub electronic cu ecran fluorescent folosit 1a aparatele de
radio, ca indicator de funcfionare.

S J

Num e dat maimultor plante din familia com pozeelor cu W
inflorescente mari, albe. J

— Reconstituiri
o Cuvinte camuflate. Fiecare elev primeste 1n plic trei cuvinte pe care urmeaza
sd le integreze intr-un text de 5-6 randuri. Dupa ce redacteaza textul, 1l citesc, iar apoi
colegii trebuie s ghiceasca cuvintele de la care a plecat.
e Completati proverbele, expresiile date folosind numele unor pasari/animale/in-
secte/ plante etc. Exemple:
Plouat ca...
A-si baga capul in pamant ca...
Unde nu este fum...
e Proverbe zapacite
Dati n exemple de proverbe si expresii. Un copil alege unele cuvinte dintr-un pro-
verb, celdlalt va completa lacunele cu termenii din alte proverbe, expresii, pastrandu-
se structura sintactica. O alta variantd presupune introducerea unor cuvinte uzuale in
cadrul unor proverbe / expresii. Exemplu: se dau urmatoarele proverbe, expresii: Bate
saua ca sd priceapd iapa, Ulciorul nu merge de multe ori la apa, A risipi orzul pe gdste,
A avea balta peste, A tdaia frunza la cdini etc., care pot deveni: A tdia frunza la pesti,
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Bate saua ca sa priceapa gdsca, Ulciorul nu merge de multe ori la coafor, A risipi orzul
pe broaste, A avea balta apa etc.

e Calamburul este un joc bazat pe echivocul rezultat din alaturarea a doud cuvin-
te, in scopul obtinerii unor efecte comice: ,,Banul este un nume rar” (Mihail Kogalni-
ceanu). Deoarece calamburul se realizeaza prin exploatarea intentionatd a mai multor
fenomene lingvistice care pot crea ambiguitate, acesta poate fi un punct de plecare in
predarea unor notiuni ca: omonimia, paronimia sau polisemia.

e [Epigramele: ,Epigramele mizeaza pe un contrast, pe o asteptare frustranta,
care pot sa fie de naturd sintactica, semantica, pragmatica” [5, p. 108]. Structura
unei epigrame cuprinde: o dedicatie (prima parte) si un text versificat (a doua par-
te). Dedicatia are ca scop punerea in context, prezentarea unui personaj sau a unei
situatii care vor face obiectul partii versificate. Epigramele care se bazeaza pe re-
latiile semantice dintre cuvinte pot servi foarte bine predarii si invatarii notiunilor
de vocabular ca omonime, antonime, polisemie, iar cele care presupun raportarea
la un context cunoscut de clasa se pot folosi cu succes in momentele de captare a
atentiei si in lectii care urmaresc insusirea altor notiuni lingvistice. Cu ajutorul unor
epigrame, cum ar fi urmatoarea, in care adjectivul mic este folosit cu doua referiri:
una la aspectul fizic si alta la cel moral, intelectual: ,,Te-ai Inaltat atat de sus / iubitul
meu amic / Incat sd nu te miri, de jos / ci-mi pari atat de mic” (A. C. Cuza), se pot
sublinia relatiile antonimice sus /jos, dar si semnificatiile dependente contextual ale
cuvintelor mic si sus.

e Ghicitorile — sunt procedee didactice de stimulare a creativitatii, in care se pre-
zinta sub forma metaforica un obiect, o fiinta, un fenomen, cerandu-se identificarea
acestuia prin asocieri logice. Ghicitoarea are doua parti: una, in care se prezinta sintetic
caracteristicile si a doua, intrebarea (Ghici ce este?). In descriere trebuie si existe cuvin-
te-cheie care sa conduci la identificare. In functie de clasa, ghicitorile vor avea un grad
mai mare sau mai mic de incifrare. Tipuri de ghicitori:

v Ghicitori de descriere: Tine trena substantivului; cum schimba acesta directia,

hop si el! Cine este? (Adjectivul)

v' Ghicitori de analiza: Este rigid si dai pretutindeni de el, tot timpul §i in toate
modurile. Cine este? (Adverbul)

v' Ghicitori de comparatie: Nu-fi alatura doua cuvinte, nu-fi da prefixe sau sufi-
xe, dar ifi face cadou cuvinte noi. Cum se numeste? (Conversiunea)

v' Ghicitori literare: Am doud ferestre, dimineafa se deschid, iar seara se inchid.

Ghici! (Ochiul, ca ferestra a sufletului)

Jocul didactic este una dintre cele mai eficiente metode de invatamant, cu atat mai
mult cu cat are avantaje evidente, in ciuda faptului ca, cel putin in aparenta, in el pri-
meaza placerea si destinderea. Unele dintre ele sunt enumerate si demonstrate in cartea
lui Jean Chateau [1, p. 192-195]:

— jocul nu este o simpla distractie, un simplu divertisment, el educa vointa, re-
zistenta, capacitatea de a respecta anumite conventii: ,,A te juca Inseamna, in
general, a-ti propune o sarcina de indeplinit si a te obosi, a face un efort, pentru
a indeplini aceasta sarcina.”
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— invata elevul ce Inseamna apartenenta la un grup, spiritul de echipa, respon-
sabilitatea fatd de ceilalti: ,,Jocul e un juramant facut in primul rand tie insuti,
apoi altora, de a respecta anumite consemne, anumite reguli. Pentru un copil
mai mare, a se juca Inseamna a indeplini o functie, a detine un loc intr-o echipa.
Din acest moment, ca si munca, dobandeste un caracter social. Prin interme-
diul jocului, copilul ia contact cu altii, se obisnuieste sd {ind seama de punctul
de vedere al altora, sa iasa din egocentrismul sau original. Jocul e o activitate
de grup.”

Jocul didactic poate fi utilizat in toate etapele procesului de invatamant, in scop de
sensibilizare a elevilor pentru activitate, in scopul predarii, invatarii, consolidarii, reca-
pituldrii sau chiar evaluarii cunostintelor. Natura continutului stiintific, particularitatile
de varsta ale clasei, resursele materiale si de timp sunt cateva conditii in functie de care
se opteaza pentru un anumit tip de joc.
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The concept of ,,descintec” (incantation) has been expressed in folk literature through
a significant number of terms, with many researchers known to have attempted to define it.
The incantation is part of a ritual, performed under certain conditions, according to spe-
cific rules, with a well-defined purpose. It has been observed that the structure of magical
texts varies from one incantation to another, depending on the type of spell, serving to il-
lustrate certain acts or things by naming or describing the performed ritual. Generally, the
magical text consists of an introductory part, a main content, and a final formula. There
are incantations that invoke different magical elements, such as magical plants or magical
instruments, but the invocation of saints in performing these divinatory practices should
not be overlooked. However, most often the invocation is directed towards destiny itself.
The text of premarital spells is characterized by the magical power of the word, which pro-
vides a restoration of the imbalance caused by a lack of luck in love, either by beautifying
the girl or by enchanting the young man and bringing him forth.

Cuvinte cheie: descantec (incantation), spell, magic, ritual, text magic

2.1. Incercari in definirea notiunii de <descantec>

Dupa cum s-a discutat si In primul capitol al lucrarii, notiunea de descdntec a fost
exprimata in literatura populara printr-un numar semnificativ de termeni, fiind cunoscut
faptul ca multi cercetitori au incercat sa-1 defineasca. Intr-un aricol publicat in Familia
la 1870, At. M. Marienescu realizeaza o distinctie intre acesti termeni, incercand a-i
defini. [1, pp. 734-736]. Marienescu considera cd a vraji inseamna ,,a lucra cu putera
diavolului”; a fermeca inseamna ,,a face ceva cu influenta asupra altuia, a-1 incanta”, iar
a descanta semnifica ,,a face ca sa strice influenta farmecului, incantarii”.

In lucrarea lui S. F1. Marian din 1893, este realizata o clasificare a acestei specili,
autorul considerand ca exista ,,patru specii deosebite”: descantecele, vrajile, farmecele
si desfacerile sunt termeni diferiti, deoarece aceste texte au un scop distinct, iar mijloa-
cele folosite si timpul in care sunt practicate difera foarte mult [2, p.5]. Insa, aceasta
clasificare nu a fost acceptata de toti, stairnind numeroase controverse, chiar E. Hodos
in Prefata la volumul Descdntece considera ,,0 astfel de clasificare a poeziei magice
e <cu totul nereusitd> si propune ca prin vraja sau farmec sa se inteleagd <ceremonia
savarsita> care poate fi <insotita si cu descantec>" [3, pp. 4-5].
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In acelasi ton, A. Gorovei afirma ca: ,,vraja (farmecul) este totalitatea formelor
ceremonialului intrebuintat de vrdjitoare, pentru a ajunge la un rezultat ce-l1 urmareste;
descantecul este formula verbald care face parte integrantd si indispensabild din vra-
ja.” [4, pp. 75-87].

Un alt cercetator care pastreaza aceasta distinctie este Gh. Pavelescu, in schimb
Ovidiu Barlea este de parere cd ,,Marian a incercat o distinctie amanuntita intre catego-
riile descantecelor, care nu s-a impus, caci descantecul denumeste numai textul literar,
pe cand practicile aferente sunt numite vraja, farmec, facere sau desfacere, dupa orien-
tarea lor ofensiva sau defensiva, nociva sau favorabilda”[5, p. 236].

Mai tarziu, Barlea revine asupra acestei probleme ivite in incercarea de a defini
conceptul de descdntec, observand unitatea dintre text si practicile magice: ,,In fol-
cloristica noastra s-au delimitat cu claritate doud compartimente, ntelegandu-se prin
descantec forma literara, iar prin celelalte —vraja, farmec, facatura — practica afe-
rentd, pe cand descantecul inglobeaza totalitatea acestora, de la substante si actiuni,
pana la textul Tnsotitor” [6, p. 7]. Astfel, se remarca la Barlea includerea in notiunea
descantecului a intregului ritual performat. Asadar, dupa E. Hodos, A. Gorovei, Gh.
Pavelescu, descantecul reprezinta textul (de regula in versuri) care face parte din actul
magic (numit de acesti autor vraja, farmec).

I. Candrea imparaseste aceeasi idee cu autorii mai sus mentionati, n schimb D. Pop
considera descantecele si vrdjile ,,doud specii diferite” [p. 166].

Gh. Vrabie incearca sa delimiteze textul de practica pornind de la originea aces-
tora, ,,descantec are originea in lat. canticum (cu prefixul de, Inrudit cu incantation).
Se pare ca notiunea de descantec ar avea o sferd mai larga, ingloband in ea actiuni de
vindecare a unor boli fizice si sufletesi, pe cand vraja ori farmecul priveste mai mult
actiuni savarsite pentru <bolile> de dragoste ori pentru chemarea unor forte ascunse, in
sprijinul unor dorinte egoiste”. [8, pp. 95-96]

In studiul Limba descantecelor [9, p. 352], O. Densusianu include vrajile in cate-
goria descantecelor, crezand ca este de prisos diferentierea realizatd de S. Fl. Marian,
optand pentru termenul de ,,vraja”, pe care-l foloseste in anumite momente. Dupa
multiple Incercdri de a defini descantecul putem discuta de o distinctie intre descantece
pentru boli care nu sunt aceleasi cu descantecele —vrdji, care cuprind descantecele de
dragoste, de ursitd sau descantecele de dezlegare a farmecelor.

Dupa cum s-a spus farmecele fac parte din domeniul vrajilor, mentionand faptul ca
vrajile mai sunt denumite si practici magice (Insotite sau nu de formule) pe care le fac
fetele ca sa-si ghiceasca ursitul (in Ajunul Sfantului Andrei, a Sfantului Vasile).

,Descantecele reprezinta acea categorie de poezie rituald, bazatd pe conceptul de
putere magica a cuvantului si pe dualismul bine-rau, constituind componenta principala
a actului magic (descantatul) si purtatorul eficientei magice™[10, pp. 221-222].

A. Oisteanu constatd cd ,,termenii descantec, vraja si respectiv farmec nu erau,
initial decat sinonime care desemnau acelasi tip de actiuni/ incantatii magice. Ceea
ce le deosebea era doar originea lingvistica diferita: latind, slava si respectiv, greaca.
Totusi, evolutia semanticd ulterioara a acestor termeni a produs unele diferente no-
tabile: a vrdji si a fermeca desemneaza, de regula, practici magice ofensive, pe cand
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a descanta, a desface, a dezlega desemneaza actiuni magice defensive — conform si
prefixului cu sens privativ des(z)-, care indica, de reguld, o reactie la o actiune anteri-
oard” [11, p. 219].

Despre sensul pozitiv si negativ al actului magic reprezentat de descantec se poate
discuta prin raportarea la intelesul de magie ofensiva (vraja, farmec) sau magie defen-
siva (desfacere, dezlegat).

Ca o conluzie la cele prezentate aminim definitia data de Nicolae Constantinescu,
vazand in descantec o ,,specie versificatd a folclorului obiceiurilor spusa (recitatd) in
cadrul unui ritual mai mult sau mai putin complex, facand distinctia dintre un feno-
men (descantat), ca ansamblu de practici rituale, natura executantului, a obiectelor si a
substantelor folosite, pe de o parte, si poem (descantec), ca <forma de artd>, pe de alta
parte” .[12, p. 143]

Se constatd ca s-a omis un aspect esential in gama de definitii prezentate, si anume
ca menirea descantecului este de a impulisona forta magica a cuvantului. Marcel Mauss
si Henri Hubert declarau in lucrarea Teoria generala a magiei ca: ,,ne indoim ca ar fi
existat rituri cu adevarat mute, dar este sigur cad un mare numar de rituri au fost exclusiv
orale” [13, p. 69].

Descantecul face parte dintr-un ritual, fiind interpretat in anumite conditii, dupa
anumite reguli, cu un scop bine definit.

2. 2. Tipuri de descantece

In aceasi lucrare, Marcel Mauss si Henri Hubert observau cd asa cum nu s-a incercat
o clasificare a riturilor manuale, astfel nu se va recurge la clasificare nici a celor orale,
necorespunzand unor grupari de fapte bine definite.
Cu toate acestea autorii Incearca o delimitare a a acestora, grupandu-le in:
a) Incantatii simpatice;
b) Rugaciuni, imnuri, iIn mod special, rugaciuni adresate zeilor;
¢) Incantatii magice;
In ceea ce priveste incantatiile simpatice, acestea cuprind doua subgrupe:
1. anumite acte sau lucruri sunt numite, suscitandu-le astfel prin simpatie;
2. un alt procedeu care da nastere la o clasa de incantatii simpatice este Tnsasi descri-
erea ritualului manual corespunzator.
Despre incantatiile mitice aflam ca si acestea se Tmpart in doua clase:
1. naratiuni mitice exemplare;
2. rituri de origine.
O clasificare propune si A. Gorovei in Prefata la volumul Descantecele romanilor:
»  dupa forma in care sunt imbracate, dupa modul in care se practicd, autorul
stabileste uratoarele tipuri :[14, p.71]
1)  Rugaminte;
2)  Porunca directa;
3) Porunca directa cu amenintari si ingrozire;
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4)  Porunca indirecta;
5) Indicare;

6) Blastam;

7)  Comparatie;

8)  Enumeratie;

9) Gradatie;

10) Dialog;

11) Povestire;

Despre clasificarea facuta de A. Gorovei ne vorbeste Ovidiu Papadima care con-
sidera cd prima parte se caracterizeaza printr-o afectivitate anume, iar cea de-a doua
parte capata o forma internd. De asemenea autorul constatd ca ,,0 altd nesigurantd a
acestei tipologii se naste din faptul ca in ea se integreaza clar numai formele scurte ale
descantecului. Acelea mai lungi sunt adesea foarte complexe, imbinand mai multe din-
tre aceste tipuri simple”[15, p. 72]

In 1996, aceeasi Sanda Golopentia-Eretescu publici un studiu monografic asupra
descantecelor de dragoste intitulat ,,Love charms in Cornova, Bassarabia”. Totodata,
acest studiu este tradus si publicat in volumul ,,Cornova” din anul 2000, dar si in volu-
mul ,,Intermemoria: studii de pragmatica si antropologie” din 2001.

Prima parte a lucrarii prezintd date generale privind campania monografica de la
Cornova (1931) si proiectele de studiu ale Sefaniei Cristescu, iar a doua parte (noud
capitole) ilustreaza procesul de explorare a descantecelor de dragoste cuprinse in cule-
gerea din 1931 a Stefaniei Cristescu.

In aceste capitole cercetitoarea realizeazi o clasificare a descantecelor de dragoste
intalnite in satul Cornova; clasificare realizata dupa functiile lor de baza:

1. Descantece de dragoste si frumusete (de hord, de joc);
2. Descantece pentru a-si afla ursitul;

3. Descantece pentru a-si aduce ursitul;

4. Descantece de ura;

5. Descantece de desfacut ura.

O alta clasificare apreciata pozitiv si de catre alti cercetatori este cea care include
tipologiile compozitionale:

a) Denumirea agentului nociv;
b) Invocarea sau rugaciunea;
c¢) Exorcismul sau porunca;

d) Analogia.

In lucrarea intreprinsa de Antoaneta Olteanu, Scoala de solomonie. Divinatie si vra-
jitorie n context comparat, observam existenta unei clasificari a farmecelor si vrdjilor
de dragoste si de ursita:

Aducerea ursitului;

Farmece de intoarcere a ursitei/ a dragostei;
Farmece de atractie si de respingere;
Alungarea rivalei in moarte.

oCowy»
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2.3. Structura textului magica

,Descantecul nu inseamna doar o formula orala, ci intreg complexul magic in care
sunt executate, de citre o persoana specializata, in vederea unui scop magic” [16, p.69]

S-a observat ca structura textelor magice este diferitd de la un descantec la altul, in
functie de tipul de vraja, avand rolul de a ilustra anumite acte sau lucruri prin numirea
sau descrierea ritualului performat.

Suscitarea unor acte sau lucruri prin numirea lor reprezinta incantatii simpatice,
conform delimitarilor realizate de M. Mauss si H. Hubert in Teoria generald a magiei,
in care chemarea ursitului sau alungarea rivalei se realiza prin folosirea unor verbe de
actiune la diferite moduri si timpuri (sé nu poatd, sa-t arda, sa rasaie,arata-ne, sa visadz),
reprezentand o structurd imperativa urmata de o formula finala.

In general textul magic este alcituit dintr-o parte introductiva, un continut si o
formula finala. Exista descantece in care se invoca diferite elemente magice, de genul
plantelor magice sau instrumentelor magice, dar nu trebuie omis si chemarea sfintiilor
in realizarea acestor practici divinatorii, insa de cele mai multe ori se recurge la invoca-
rea chiar a ursitului.

Raportandu-le la substratul mitic existent in structura unor vraji de dragoste se
remarcd un procedeu compozitional aparte prin ilustrarea locului si timpului savarsirii
ritualului. Actul ritualic este eficient doar daca se respectd momentul temporal, locul
ritualic, numarul de repetari ale textului sau gesturile, obiectele si ingredientele uti-
lizate.

Textul vrajilor premaritale se caracterizeaza prin forta magicd a cuvantului, ce
oferd o restabilire a dezechilibrului provocat de lipsa norocului in dragoste, fie prin
infumusetarea fetei, fie prin vrajirea flaicaului si aducerea acestuia.

In principiu, in structura unei vriji sunt identificate doud motive recurente:

* Invocatia, blestemul
* Povestirea alegorica

De altfel, in studiul din 1936, dedicat problematicii Agentului magic in satul Cor-
nova (Basarabia), Stefania Cristescu a observat ca, dintre tehnicile magice, cel mai re-
levant aspect despre descantec ar fi imbinarea concomitentd dintre riturile manuale si
formula orala, conditiile lor de realizare, obiectele intrebuintate in fiecare zi.

Relevante sunt cuvintele Sefaniei Cristescu: ,,Acestea reprezinta stratul primar, ori-
ginar al spiritualitatii taranesti, cele din care se patreaza mai bine pecetea sufleteasca a
neamului nostru. Un loc de seama 1n tesatura acestui strat primar al spiritualitatii noastre
taranesti revine magicului” [17, p.262].

Inchei prin a crede cu tarie ci, in ciuda multor transformiri si pierderi semantice,
care ne fac sa presupunem ca societatea contemporana este insensibila, ea, totusi, mai
pastreaza inca aspiratia spre implinirea exemplara, ceea ce o leaga de trecutul ei arhaic
si traditional.
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The excursion is a teaching tool of great importance in relation to the cognitive and
affective development of students with CES, giving students the opportunity to observe,
research, orient themselves and know directly a wide variety of aspects of the environment.

The excursion as a teaching method ensures the acquisition of knowledge, through the
direct perception of the objectives and phenomena realizing the dialectical path of knowl-
edge: in the excursions, students with CES acquire new knowledge, study the phenomena
and objects in all their complexity, clarify and fix the acquired knowledge better in the
classroom, by linking theory to practice; in excursions, skills and abilities to observe the
phenomena of nature and social-economic life are formed and, through direct intuition,
knowledge acquires a realistic character, revealing their causal links, excursions are a rich
source of enrichment of geographical thinking and application of knowledge acquired
during the course hours. The student can deepen certain learning contents in the field of
Dphysical or economic geography.

Keywords: trip, student with CES, experiential learning, extra curriculum education,

cognitiv development.

In cadrul procesorului de organizare, indrumare, sustinere si evaluare a activitatii
de invatare, trebuie puse 1n actiune toate mecanismele instruirii si invatarii in prim plan,
fiind obiectivele proiectate prin continutul informational, insa elevul este cel care decide
asupra rezultatelor, prin efortul direct pe care il depune — cu randamentul scontat — prin
gradul de angajare, de participare la activitatea de invatare.

Pe baza observatiei directe asupra activitatii elevilor s-a constatat ca acestia sunt
mai interesati si mai activi, cu cat lectia are un continut informational mai apropiat
de posibilitatea transpunerii si utilizarii in practica. Elevii prefera ca metode de lucru,
conversatia, problematizarea, asaltul de idei si descoperirea dirijata, sa asculte prelege-
rea profesorului, eventual sa 1si ia notite (in acest caz manifestd un interes mai redus si
o participare mult mai diminuata).

In procesul de evaluare s-a constatat ci elevii si-au insusit repede si cu usurinta
modul de lucru cu testele de evaluare, cu fisele de lucru, autoevaluarea, preferandu-le ca
instrumente de verificare si apreciere, celor conventionale (lucrari scrise, extemporale).

Explicandu-le metodologia masurérii rezultatelor si a notarii, familiarizandu-i cu
nivelul minim acceptabil de cunostinte sub care elevul nu primeste o notd minima de
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promovare si nu 1n ultimul rand, motivand aproape intotdeauna nota obtinuta, cazurile
in care elevii se simt frustrati s-au diminuat progresiv, pe masura insusirii normelor si
valorilor procesului de evaluare.

Premisa majora a eficientei invatarii in clasd a constituit-o intelegerea de catre
elevi a scopuluui si importantei activitatii desfasurate, pozitia elevilor fiind aceea de
participanti constienti si activi la lectie, pe fondul motivelor interne ale invatarii, ale
unor interese tot mai inalte pentru aceastad activitate. De aceea, motivatia invatarii se
poate ridica la rang de principiu.

O deosebita importantd pentru invatamantul roménesc o constituie integrarea in
sistem a tuturor formelor pe care le imbraca educatia, sarcina ce revine tuturor cadrelor
didactice. Ca modalitati de integrare, pe langa aceea de completare a invatarii in clasa
cu cea individuald, se impun si alte metode (reflectate de astfel si in reforma curricu-
lard): lectii in echipe de profesori de diferite specialitati sau de specialitati inrudite;
introducerea de discipline optionale actuale, in planul de invatdmant; deschiderea ma-
nualelor catre informatii suplimentare; includerea in evaluare si a raporturilor critice la
influentele exterioare; abordarea interdisciplinard; atragerea comunititii in parteneriatul
educational etc.

Din moment ce societatea este in continud schimbare, generand solicitdri noi
fatd de educatie, caracterul ei permanent este impus de factorii sociali (uzura morala
a cunostintelor, ca urmare a exploziei informationale, progresul neintrerupt al tehni-
cii) si de factorii individuali (necesitatea integrarii dinamice in societate, sentimentul
demnitdtii umane etc.).

Educatia extracurriculara isi are rolul si locul bine stabilit in formarea personalitatii
copiilor nostri. Educatia prin activitatile extracurriculare urmareste identificarea si cul-
tivarea corespondentei optime dintre aptitudini, talente, cultivarea unui stil de viata ci-
vilizat, precum si stimularea comportamentului creativ in diferite domenii. incepand de
la cea mai frageda varsta, copiii acumuleaza o serie de cunostinte, punandu-i in contact
direct cu obiectele si fenomenele din natura. Trebuinta de a se juca, de a fi mereu in
miscare, este tocmai ceea ce ne permite sa Tmpacdm scoala cu viata.

Scopul activitatilor extrascolare este dezvoltarea unor aptitudini speciale, antre-
narea elevilor in activitati cat mai variate si bogate in continut, cultivarea interesului
pentru activitati socio-culturale, facilitarea integrarii in mediul scolar, oferirea de suport
pentru reusita scolara in ansamblul ei, fructificarea talentelor personale si corelarea ap-
titudinilor cu atitudinile caracteriale.

Activitatiile extracurriculare contribuie la gandirea si completarea procesului de in-
vatare, la dezvoltarea inclinatiilor si aptitudinilor prescolarilor, la organizarea rationala
si placuta a timpului lor liber.

Excursia reprezinta o forma de activitate extracurriculara care face posibil contac-
tul nemijlocit cu lumea vie, oferindu-le elevilor prilejul de a efectua observatii asupra
obiectelor si fenomenelor asa cum se prezinta ele in stare natural [4, p. 237].

Observatiile in naturd au un rol definitoriu in invatarea geografiei, in imbinarea
teoriei cu practica, Incurajand elevii sa ajunga la reprezentari clare asupra obiectelor si
fenomenelor geografice si sd-si formeze, astfel, concepte si notiuni geografice, formand
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totodatd la elevi, deprinderea de a preciza raporturile de cauzalitate intre fenomene,
precum si corelatiile respective.

Un rol deosebit in aceastd directie il au excursiile scolare ca forme ale activitatii
practic-aplicative. Acestea fac parte din activitatea didactica extracurriculara si sunt,
alaturi de vizite, drumetii si expeditii scolare, o activitate turistica, in acelasi timp.

Majoritatea elevilor din generatia prezentd isi petrec tot mai putin timpul in mij-
locul naturii, ei preferd sa stea mai mult in fata televizorului sau a calculatorului. De
aceea este foarte important, ca de exemplu, sa tinem unele ore in mijlocul naturii sau sa
organizam excursii care sa stimuleze spiritul de creatie al copiilor.

In cazul elevilor cu cerinte educationale special, prilejul de a efectua observa-
tii asupra obiectelor si fenomenelor asa cum se prezintd ele in stare naturala, asupra
operelor de artd din muzee si case de creatie artistica, asupra unor momente legate de
trecutul istoric, de viata si activitatea unor personalitati de seama ale stiintei si culturii
nationale si universale, asupra relatiilor dintre oameni si a rezultatelor concrete ale
muncii lor, sunt ocazii destul de rare. Excursiile au menirea de a stimula activitatea de
invatare, de a Intregi si a desavarsi ceea ce elevii au acumulat in cadrul lectiilor. Con-
tinutul lor diferd in functie si de obiectul de invatamant. Totodata, acestea formeaza
la elevi deprinderea de a preciza raporturile de cauzalitate intre fenomene, precum si
corelatiile respective, iar atunci cand iau parte impreuna la un proiect care 1i implica
direct in imbunatatirea calitatii mediului, elevii se vor ajuta intre ei, dar si pe ceilalti,
asigurand o coeziune a grupului care ii va duce la descoperirea unor lucruri noi, traind
experiente comune.

Activitatea turistica, atat de placutd copiilor, este strans legata de specificul lor de
varstd, este incarcatd cu numeroase valente educative: pe langa fortificarea biologica a
organismului, ea contribuie la fortificarea morala, cultivand inalte trasaturi de caracter.

Excursia reprezintd un mijloc didactic de mare importanta in raport cu dezvoltarea
cognitiva si afectiva a elevilor cu CES, oferindu-le elevilor posibilitatea sa observe, sa
cerceteze, s se orienteze si sa cunoascd in mod direct o mare varietate de aspecte din
mediul inconjurator.

Criteriul care diferentiaza activitatile turistice 1n tipuri distincte este forma lor de
organizare. In functie de acasta se disting:

» plimbarea — deplasarea elevilor pentru cateva ore in parcuri, gradini botanice
sau zoologice, in paduri apropiate, pentru a vedea, descoperi sau cunoaste;

* vizita — o deplasere la o unitate industriald, la o ferma, la un muzeu etc.;

* drumetia — o deplasare fara mijloace de transport, intr-o localitate sau in afara
acesteia, in scopul recreerii;

* excursia — o calatorie cu durata de o zi sau mai multe zile, in afara propriei
localitati, cu un mijloc de transport, avand ca scop recreerea, vizitarea si in-
formarea.

Dupa scopul propus, excursiile pot fi:

— preliminare — organizate Inaintea predarii unei teme, pentru a-i pregati pe elevi
sd Inteleagd anumite fenomene;

— de comunicare de noi cunostinge;

292



— finale — organizate dupa finalizarea unui capitol, in scopul consolidarii, siste-
matizarii si fixarii cunostintelor.

Excursia, ca metoda de invatamant, asigura insusirea cunostintelor, prin perceperea
directa a obiectivelor si fenomenelor, realizand calea dialectica a cunoasterii:

e 1n excursii, elevii cu CES dobandesc cunostinte noi, studiaza fenomenele
si obiectele in toatd complexitatea lor, 1si precizeaza si isi fixeaza mai bine
cunostintele dobandite in clasa, prin legarea teoriei de practica;

* in excursii se formeaza priceperi si deprinderi de a observa fenomenele na-
turii si ale vietii social — economice si, prin intuitie directd, cunostintele
capata un caracter realist, dezvaluind legaturile lor cauzale;

* excursiile constituie o bogata sursa de imbogatire a gandirii geografice si de
aplicare a cunostintelor dobandite la orele de curs. Elevul poate aprofunda
anumite continuturi ale invatarii din domeniul geografiei fizice sau econo-
mice [2, p. 95-97].

Excursiile contribuie la dezvoltarea simtului de observatie al elevilor cu CES, al
interesului pentru studiul geografiei, istoriei, literaturii roméane, botanicii, zoologiei,
contribuie la largirea orizontului geografic al elevului, realizeaza legatura dintre teorie
si practica. Excursiile ofera elevilor posibilitatea sa observe, sa cerceteze si sd cunoasca
in mod direct o mare varietate de aspecte din naturd, de ordin biologic sau geografic,
mediul natural si factorii de mediu, sa inteleagd mai clar legatura dintre organism si
mediu, s colectioneze un bogat material didactic.

Excursiile sunt un prilej de cunoastere al elevilor cu CES. In acest cadru, elevul se
simte mai putin Incorsetat de anumite norme specifice scolii sau familiei. De aceea, in
excursii intalnim mai multa voie buna si o stare de relaxare, care permite manifestarea
personalitatii sub o forma mult mai variatd. Comportamentul este o laturd a individului
care apare pregnant in evidenta cu prilejul excursiilor. Acum se cultiva relatiile de grup,
se dezvolta spiritul de prietenie, de disciplina, se sudeaza legaturile dintre elevi si, nu de
putine ori, aceste legaturi se transforma in prietenii durabile. Excursia este o chintesenta
a muncii educative. Ea uneste in chipul cel mai fascinant toate laturile educatiei. Ea
patrunde cu toate acele ganduri nespuse sau neindeplinite in alte activitati [3, p. 211].

Excursiile contribuie la educarea si dezvoltarea simtului estetic, trezeste dragostea
pentru natura si respectul pentru frumusetile ei, stimuleaza curiozitatea si poate stimula
spiritul de echipa al elevilor, acestia Intiparindu-si Tn memorie unele aspecte care poate
vor fi de neuitat pentru ei, si le vor intipari pentru tot restul vietii.

Interdisciplinaritatea pe care o favorizeaza excursia este mult mai eficienta si mai
permisiva decat cea pe care o realizim in mod obisnuit intr-o ora de curs.

Criteriul care diferentiaza activitatile turistice in tipuri distincte este forma lor de
organizare. In functie de aceasta se disting: plimbarea, vizita, drumetia si excursia.

Obiectivele cognitive care pot fi atinse In timpul unei excursii sunt: culegerea in-
formatiilor prin observarea directa a mediului, cunoasterea nemijlocita a unui obiectiv
natural (antropic).

Obiectivele formative realizabile de catre elevi cu CES vizeaza cateva directii fun-
damentale:

293



+ invatarea unui comportament adecvat fatd de membrii grupului;

 respectarea indicatiilor conducatorului grupului, colaborarea si acordarea aju-
torului colegilor;

* invatarea unui comportament adecvat fatd de mediu: ocrotirea plantelor, ani-
malelor etc;

* pdstrarea curateniei, colectarea gunoaielor, respectarea panourilor de interzice-
re a focului, a accesului in spatii ocrotite etc.;

» formarea unor deprinderi, priceperi si capacitati individuale: pregatirea hra-
nei, pregatirea celor necesare pentru drumetie, orientarea pe teren si daca este
posibil si pe hartd, deplasarea in grup, colectarea de materiale, efectuarea de
observatii etc.;

* exersarea unor trasaturi de caracter: punctualitate, vointa, perseverenta, corec-
titudine, cinste, respect;

* dobandirea unor caracteristici fizice, in cazul in care starea de sanatate le per-
mite: rezistenta, forta, viteza.

Eficienta unor asemenea actiuni geografice va fi cu att mai importanta, cu cat se
acorda o atentie cuvenita organizarii, desfasurarii si finalizarii excursiilor scolare.

Faptul ca excursia poate fi folosita la aproape toate obiectele de Invatamant, pe toa-
te treptele de invatamant, in toate tipurile de scoli si la toate specialitatile, este inteles in
sensul ca ea este cerutd de anumite necesitati pedagogice.

Excursia si drumetia cultiva dorinta de a calatori, de a cunoaste, de a sti cat mai
mult, de a céstiga prin propriile forte cunostinte noi, de a se supune unui program de
lucru in care activitatea intelectuala este Impletitd cu munca fizica.

Cadrul didactic are in excursie numeroase posibilitati de a traduce in viata sarcinile
procesului instructiv-educativ. Datorita faptului ca este poate mai apropiat de elev decat
in scoala, reuseste sa-1 cunoasca mai bine in toate manifestarile lui si, ca atare, sa poata
realiza mai fructuos sarcinile educatiei morale.

Excursia si drumetia mai contribuie intr-o largd masura si la educatia estetica a ele-
vilor, constituie un prilej de stimulare a creatiei artistice, de cunoastere a artei populare
etc.

Excursiile organizate de scoala au multiple valente de informare si educare a copii-
lor. Acestea, bine pregatite, sunt atractive la orice varsta, pentru ca se desfasoara intr-un
cadru nou, starnesc interes, produc bucurie, faciliteaza acumularea de cunostinte, chiar
daca reclama efort suplimentar [1, p. 102].

Mediul de actiune fiind deosebit, iar tehnicile de instruire altele, contribuie la dez-
voltarea spiritului de observatie, imbunatatesc memoria vizuala si auditiva, formeaza
gandirea operatorie a copilului cu calitatile ei de echilibrare, organizare si obiectivare.

Elevii se deprind sa foloseasca surse informationale diverse, sa intocmeasca colec-
tii, sa sistematizeze date, invata sa invete. Actionand individual sau in cadrul grupului,
elevilor 1i se dezvolta spiritul practic, operational, manualitatea, dand posibilitatea fie-
cdruia sa se afirme conform naturii sale.

Cadrul didactic are, prin acest tip de activitate, posibilitati deosebite sa-si cunoasca
copiii, sa-i dirijeze, sa le influenteze dezvoltarea, sa realizeze mai usor $i mai frumos
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obiectivul principal al Invatamantului preprimar - pregatirea copilului pentru scoala si
viata.

Excursiile si drumetiile au un caracter relaxant, contribuind in mod categoric la
sudarea colectivelor de elevi. Dupa trecerea anilor, copiii 1si amintesc cu placere de
intdmplarile din timpul excursiilor.

De aceea, cred ca organizarea unor astfel de activitati trebuie continuata, constitu-
ind o laturd de seama a procesului instructiv - educativ.

Excursia este una dintre cele mai atractive, placute si utile activitati de recreere
si odihnad activa, facilitand contactul cu mediul. Prin aceste actiuni, elevii dobandesc
informatii, 1si formeaza reprezentari, comportamente, traiesc experiente de invatare. O
excursie impune o mare responsabilitate din partea celui care o organizeaza. De aceea,
continutul trebuie ales cu grija, bine corelat cu scopul si obiectivele, iar perioada sa fie
corespunzdtoare unei bune desfasurari a activitatii.

Dupa intoarcearea acasa se recomanda trierea, prelucrarea, conservarea §i prezen-
tarea tuturor informatiilor culese.

Prezentarea rezultatelor excursiei se poate face prin mijloace verbale (rezumate,
descrieri) si vizuale (harti, fotografii, expozitii etc.).

Protectia naturii reprezinta una dintre cele mai importante preocupdri ale zilelor
noastre, manifestand trei aspecte importante: prevenirea deteriorarii mediului, actiuni
de depoluare si reconstructie, pastrarea sau Intretinerea zonelor depoluate. Trezindu-le
interesul fatd de naturd, putem aprinde o scanteie a sentimentului de stima fatd de sine
si nu trebuie sd ne facem griji dacd nu putem face totul. Aprinderea unei scantei este un
inceput bun.
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In the realm of education, the concept of lesson management plays a crucial role in
achieving the desired outcomes of teaching and learning. Effective lesson management
not only benefits the teachers in their professional development but also serves as a motiva-
tion for students to succeed academically. Modern lesson and a unique approach to organ-
izing cognitive activities emphasize collaboration, creativity, and high motivation among
all participants in the educational process. Lesson effectiveness is defined as a degree of
achievement of a specific goal in pedagogical activity, considering the optimal use of effort,
time, and resources. It contributes significantly to the development and growth of each
student, leaving a lasting impact and yielding tangible results.

Keywords: lesson management, teacher development, student success, means of efficien-

cy improvement, lesson typology, criteria of effectiveness, differentiation,
rate of progress, classroom dynamics, engagement techniques

In the dynamic sphere of education, effective lesson management emerges as a
crucial means of efficiency improvement for educators and an important component
in fostering student success. At the heart of this practice lies the efficient planning and
following the structure of lesson plans, tailored to meet diverse objectives and accom-
modate differentiation in student abilities. These strategies not only serve as criteria
of effectiveness in educational practices but also enable a significant rate of progress
among students. By focusing on the intricacies of lesson typology and the adaptation
of teaching strategies, educators can navigate the complexities of curriculum delivery,
ensuring a learning environment that promotes inclusivity and high achievement.

This article explores the significance of effective lesson management as an impulse
for teacher development and student success. It will encompass the role of lesson man-
agement in enhancing teaching skills, the strategic application of lesson planning and
assessment to meet educational policies, and the important contribution of such prac-
tices to teacher effectiveness and student motivation. The article will also address the
challenges that educators face in lesson management and propose practical solutions,
thereby laying the groundwork for a framework of continuous improvement. By exam-
ining teaching strategies, lesson plans, and the broader context of educational policies,
we aim to provide educators with insights that optimize their teaching methods for the
betterment of their students’ learning experiences.
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These days every minute of the lesson counts and every student’s potential awaits
to be unlocked. So, the role of structured lesson plans stands as an indispensable means
of effective teaching. The essence of structured lesson planning is a practice that not
only brings order to teaching strategies, but also lays the foundation for meaningful
engagement, academic growth, and student success. Creating a comprehensive lesson
plan is fundamental for effective lesson management Their benefits are:

1. A structured lesson plan serves as a comprehensive guide that outlines learning
objectives, resources, activities, and assessments for each lesson. This essential
tool ensures teachers stay on track while balancing different learning styles, stu-
dent needs, and curriculum requirements.

2. Such plans offer a clear roadmap, detailing what needs to be taught, how it should
be taught, and the expected outcomes. This clarity is crucial for effective lesson
delivery and for students to grasp the purpose of their learning.

3. By covering all curriculum components systematically, structured lesson plans
prevent the omission of essential learning outcomes, enabling students to under-
stand the comprehensive curriculum within the school year.

4. These plans adapt to include various teaching strategies, promoting an inclusive
learning environment where no student is left behind. This adaptability maximizes
engagement and contributes to a focused and productive learning experience.

5. Incorporating regular assessment points within lesson plans allows teachers to
monitor student comprehension, provide immediate feedback, and adjust teach-
ing methods as necessary, fostering a feedback loop critical to student achieve-
ment [1].

These elements not only contribute to effective teaching and learning but also pro-
mote a productive and inclusive educational atmosphere.

Flexibility and adaptability are another essential qualities in the realm of teaching,
especially in our fast changing technological world.

First and foremost, flexibility in teaching involves being open-minded and willing
to embrace change. Whether it’s changes in curriculum, technology, or teaching meth-
odologies, flexible educators recognize that rigidity can hinder progress and inhibit stu-
dent learning. Instead, they remain agile and adaptable, ready to modify their approach
based on the needs of their students and the demands of the learning environment.

Adaptability goes hand in hand with flexibility, encompassing the ability to adjust
to new situations and unforeseen challenges. In today’s interconnected world, where
information is constantly evolving and societal norms are in flux, adaptability is not
just a desirable trait but a necessity for educators. Whether faced with disruptions like
the COVID-19 pandemic or shifts in educational policies, adaptable teachers remain
resilient and resourceful, finding innovative ways to engage their students and achieve
learning objectives.

So, how can educators cultivate flexibility and adaptability [2] in their teaching
practices? Here are some strategies:

Embrace technology. In the digital age, technology is an invaluable tool for
enhancing teaching and learning. Flexible educators leverage digital resources, online
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platforms, and educational apps to create dynamic and interactive lessons that cater to
diverse learning styles.

Differentiate instruction. Recognizing that students have unique abilities, in-
terests, and learning needs, flexible teachers employ differentiated instruction strategies
to accommodate individual differences. This might involve varying the pace of instruc-
tion, providing alternative assignments, or offering extra support to struggling learners.

Foster a growth mindset. Encouraging a growth mindset in both themselves
and their students, adaptable educators believe that intelligence and abilities can be de-
veloped through effort and perseverance. By promoting a culture of resilience and con-
tinuous improvement, they inspire students to embrace challenges and view setbacks as
opportunities for growth.

Collaborate with colleagues. Collaboration is key to fostering flexibility and
adaptability in teaching. By sharing ideas, resources, and best practices with colleagues,
educators can tap into a collective wisdom that enriches their teaching repertoire and
expands their professional horizons.

Reflect and iterate. Flexible teachers engage in regular reflection on their teach-
ing practices, seeking feedback from students, colleagues, and supervisors. Through
ongoing self-assessment and iteration, they identify areas for improvement and make
adjustments accordingly, constantly refining their craft to better meet the evolving needs
of their students.

By cultivating these essential qualities and embracing change as an opportunity
for growth, teachers can create dynamic and responsive learning environments that em-
power students to thrive in an ever-changing world.

Lesson Management refers to collecting, analysing, disseminating and applying
learning experiences from events, exercises, programs and reviews. Focusing on these
questions, teachers may find qualitative research highly effective as it does with mean-
ings, with how people who participate in an event or setting think about, describe, and
understand what they know, think, and/or are doing [3].

Research has demonstrated a positive correlation between well-managed class-
rooms and student academic achievement [4]. Effective classroom management, in-
cluding the establishment of clear classroom rules and the implementation of rewards
and punishments, contributes to a conducive learning environment where students can
perform better academically.

Teachers often encounter a variety of challenges as they navigate the complex and
ever-evolving landscape of education. From managing diverse classrooms to adapting
to new technologies, educators face a multitude of obstacles that can impact their ef-
fectiveness in the classroom. These challenges not only test their resilience and adapt-
ability but also shape the way they approach teaching and interact with their students.
Among these are:

1. Behavioral Issues. Managing student behavior in the classroom is a fundamen-
tal aspect of teaching, yet it can be quite challenging. Teachers must create and
maintain a safe and productive learning environment to ensure successful teach-
ing practices.
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2. Administrative Challenges. Issues such as scheduling, classroom allocation,
resource availability, and funding significantly impact teaching practices. These
administrative challenges require practical strategies for effective management.

3. Student Life Challenges. Factors outside the classroom, including student rela-
tionships with peers, home life, language barriers, and socio-economic circum-
stances, can affect student behavior and engagement during lessons. Teachers need
to maintain a respectful and sensitive approach to address these challenges [5].

4. Diverse Learning Needs. Each student has unique learning abilities, necessitat-
ing differentiated instruction to meet their needs. This requires additional effort
and creativity from teachers to ensure all learners are engaged and thriving [6].

By embracing the challenges and solutions presented in lesson management, edu-
cators can foster an educational atmosphere that is both inclusive and engaging.

Effective classroom management is crucial for maintaining student focus on learn-
ing activities. It minimizes disruptions, allowing teachers to deliver their lessons as
planned and to offer more personalized support to students, when necessary, without
being sidetracked by disciplinary issues.

By implementing these strategies, teachers can overcome common obstacles in les-
son management, creating a more inclusive, engaging, and supportive learning environ-
ment for all students. Classes that move from onsite to online or hybrid require different
delivery methods, requiring adjustments to existing plans. Such situations highlight the
importance of lesson planning in keeping the class moving smoothly from task to task
regardless of the learning environment.

Bibliography:

1. The Importance of Structured Lesson Plans in Student Achievement. Smart Paper. Avail-
able: https://www.smartpaperapp.com/post/the-importance-of-structured-lesson-plans-in-
student-achievement [Accessed: 19.03.2024]

2. SEL Implementation. Flexibility and Adaptability in Teaching: Adapting to Student Needs
and Enhancing Learning. Everyday Speech. Available: https://everydayspeech.com/sel-
implementation/flexibility-and-adaptability-in-teaching-adapting-to-student-needs-and-
enhancing-learning/ [Accessed: 05.03.2024]

3. Juanita Heigham, Robert A. Croker Qualitative Research in Applied Linguistics. A Practical
Introduction, 2009. p.26

4. Safiullah., Nadeem, H. A. & Asma. (2023). Impact of Classroom Management on stu-
dents’ Academic Achievement at Secondary School Level in Peshawar. Journal of Social
Sciences Review, 3(2), 19-26. Available: https://doi.org/10.54183/jssr.v3i2.208 [Accessed:
02.05.2024]

5. How to overcome common classroom management challenges. ClickView. Rachel Coathup
20 September, 2021. Available: https://www.clickview.co.uk/blog/classroom-management/
challenges/ [Accessed: 20.04.2024]

6. 10 Challenges Of Teaching & How To Overcome Them. CareCheck. Available: https://
www.carecheck.co.uk/10-challenges-of-teaching/ [Accessed: 05.04.2024]

299



CZU: 37.014:81°243 DOI: https://doi.org/10.5281/zenodo.13382853

EMBRACING FOREIGN LANGUAGE IN EDUCATION
SYSTEM AS A TREND FOR NATIONAL AND GLOBAL POLICY
DEVELOPMENT

Noha ALVAKILI

Ph.D. student
Ministry of Education in Israel
orcid id: https://orcid.org/0009-0009-9363-2894

In our interconnected global society, the ability to communicate effectively in foreign
languages has become increasingly essential. Beyond simply being a means of communi-
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1. Introduction

In our interconnected global society, the ability to communicate effectively in for-
eign languages has become increasingly essential. Beyond simply being a means of
communication, foreign languages play a crucial role in fostering cultural understand-
ing, driving economic growth, and promoting international cooperation [15]. According
to Liddicoat [12], from fostering diplomatic relations to enhancing economic competi-
tiveness, proficiency in foreign languages is a vital component of a nation’s global strat-
egy. Abadi [1], in his article adds that cultural understanding and empathy takes place in
the integration of language. According to him, learning a foreign language goes beyond
grammar and vocabulary; it opens doors to new cultures, traditions, and perspectives.
When individuals engage with a foreign language, they gain insights into different ways
of thinking and broaden their worldview. This cultural understanding fosters empathy,
tolerance, and respect for diversity, which are fundamental values in the all-globalized
society.

Peercy et al [18] argues that languages are also took responsible of global com-
munication. It means that in an era where businesses operate on a global scale and
international travel is commonplace, proficiency in foreign languages is a powerful as-
set. Being able to communicate with clients, partners, and colleagues in their native
language builds trust, strengthens relationships, and facilitates smoother transactions.
In diplomatic circles, language fluency is a prerequisite for effective negotiations and
collaboration on global issues. Gay & Mills [9] adds that proficiency in foreign lan-
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guages significantly enhances career opportunities across various sectors. Multinational
corporations seek employees who can interact seamlessly with international clients and
navigate cross-cultural environments. Moreover, in fields such as tourism, hospitality,
journalism, and academia, language skills are often a requirement for career advance-
ment and professional success.

2. Main materials

The importance of foreign languages extends far beyond linguistic proficiency. it
encompasses cultural enrichment, professional opportunities, cognitive development,
and global citizenship. As we navigate an increasingly interconnected world, investing
in language education and promoting multilingualism is not just beneficial but impera-
tive. Embracing linguistic diversity empowers individuals, bridges cultural divides, and
paves the way for a more inclusive and prosperous global community [17; 11].

The national benefits of foreign language skills. Foreign language skills are not
just a personal asset but also hold immense value at the national level. Countries that
prioritize and invest in language education reap numerous benefits that contribute to
their cultural, economic, and diplomatic prosperity. In Mitchell’s [14] research about
the connection between foreign languages skills to global communication abilities, they
found that being proficient in foreign languages is a hallmark of global citizenship.
It enables individuals to participate actively in global conversations, engage with di-
verse communities, and contribute meaningfully to cross-border initiatives. In an in-
terconnected world facing complex challenges such as climate change, pandemics, and
geopolitical tensions, linguistic competence fosters collaboration and solidarity among
nations and peoples. Nizamuddin & Lailatur in their article “learning multiple foreign
languages in community of practice” [17] describe the ways for improving the diplo-
matic relations between countries. they explain that proficiency in foreign languages
strengthens a nation’s diplomatic capabilities. Diplomats and foreign service officers
who can communicate fluently in multiple languages build rapport, facilitate negotia-
tions, and bridge cultural gaps effectively. This linguistic diplomacy fosters trust and
cooperation between nations, leading to smoother diplomatic engagements and conflict
resolution efforts.

Except that, Solmaz [19] describe the importance of economic Competitiveness.
The foreign language skills play a pivotal role in driving economic competitiveness.
Businesses that can engage with international markets in local languages gain a com-
petitive edge. They can negotiate contracts, navigate regulatory environments, and
tailor marketing strategies to specific cultural nuances. This linguistic agility expands
export opportunities, attracts foreign investments, and boosts overall economic growth.
Abadi [1] argue that a workforce with diverse language skills enhances a country’s glo-
bal talent pool. Multinational companies seek employees who can communicate with
clients, partners, and colleagues from different linguistic backgrounds. By cultivating
language skills domestically, nations can attract skilled workers, encourage innovation
through cross-cultural collaboration, and strengthen their position in emerging indus-
tries and markets.
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The author of the article also adds that Language proficiency facilitates meaning-
ful cultural exchange and enhances a nation’s soft power. Through literature, arts, mu-
sic, and media in foreign languages, countries can showcase their cultural heritage and
values to the world. This cultural diplomacy fosters mutual understanding, promotes
tourism, and attracts international students, researchers, and cultural enthusiasts, thus
enriching the national fabric.

The necessity of learning a foreign language. In a globalized society character-
ized by interconnectedness and cultural diversity. Beyond the practical benefits, such
as enhanced career opportunities and improved cognitive abilities, learning a foreign
language fosters cross-cultural understanding, promotes empathy, and opens doors to
new experiences. De Garot & Barry [5] point in a main mandatory characteristic for
learning a foreign language in educational systems:

a. Global Communication. Learning a foreign language facilitates effective glo-
bal communication. In an era where businesses operate on an international scale and in-
dividuals travel across borders frequently, being able to speak another language breaks
down barriers and enables meaningful interactions. Whether in business negotiations,
academic collaborations, or personal relationships, linguistic proficiency enhances com-
munication and strengthens connections with people from diverse backgrounds [1; 19].

b. Cultural Understanding and Empathy. One of the most significant benefits
of learning a foreign language is the opportunity to gain insights into different cultures.
Language and culture are intricately linked, and by learning a language, individuals
also immerse themselves in the customs, traditions, and values of the speakers of that
language. This cultural understanding fosters empathy, tolerance, and respect for diver-
sity, which are essential qualities in a globalized world striving for harmony and mutual
respect [7; 10; 8].

c. Career Advancement. Proficiency in a foreign language significantly enhances
career prospects and advancement opportunities. Many industries value employees who
can communicate in multiple languages, as it enables businesses to expand into new
markets, cater to diverse customer bases, and forge international partnerships. Addition-
ally, language skills are often a requirement for positions in diplomacy, international
relations, tourism, and language-specific sectors such as translation and interpretation.

d. Cognitive Benefits. Learning a foreign language has been scientifically proven
to have numerous cognitive benefits. It challenges the brain, improves memory reten-
tion, enhances problem-solving skills, and boosts overall cognitive function. Bilingual
or multilingual individuals often exhibit greater mental agility, creativity, and adaptabil-
ity, attributes that are highly valued in both professional and personal contexts [7].

e. Personal Growth and Enrichment. Beyond the practical advantages, learning
a foreign language contributes to personal growth and enrichment. It broadens horizons,
exposes individuals to new ideas and perspectives, and fosters a sense of curiosity and
exploration. Language learners often develop a deeper appreciation for linguistic diver-
sity, leading to a more inclusive and globally-minded outlook on life.

f.  National Security and Intelligence. Foreign language skills are indispensable
in the realm of national security and intelligence. Linguists proficient in critical lan-
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guages aid in deciphering communications, analyzing geopolitical developments, and
gathering intelligence vital for strategic decision-making. Investing in language educa-
tion for defense personnel and intelligence agencies strengthens a nation’s ability to
address security threats proactively.

Strategic stages for embracing foreign languages in the education curriculum.
Integrating foreign languages into the education curriculum is a strategic decision that
can yield significant benefits for students, society, and global engagement. However, to
maximize the effectiveness of language learning, it’s crucial to identify the right stages
at which foreign languages should be introduced and integrated. The first stage is the
early childhood education (Preschool to Elementary). According to Toohey [20], the
first stage for embracing foreign languages in the education curriculum is during early
childhood education, starting from preschool to elementary school. At this age, children
are highly receptive to new languages and can acquire language skills more naturally.
The second stage is primary education (Middle to Upper Elementary). In the primary
education stage, which includes middle to upper elementary grades, foreign language
instruction can be more structured and focused. Students can engage in formal language
lessons that emphasize basic grammar, vocabulary expansion, and simple conversations
[9]. The third stage is secondary education (Middle to High School). During secondary
education, which spans from middle school to high school, foreign language learning
progresses to a more advanced level. Students delve deeper into grammar rules, linguis-
tic nuances, writing skills, and complex communication tasks [20; 7]. The fourth stage
is higher Education and Lifelong Learning. In higher education institutions, foreign
language education continues to play a vital role in preparing students for global citi-
zenship and professional endeavors. Colleges and universities offer language courses
tailored to students’ academic disciplines, career goals, and international interest [9;
13]. The last stage is continuing education and community programs. Beyond formal
education settings, lifelong learning opportunities for foreign languages are essential.
Community programs, language centers, online platforms, and professional develop-
ment courses cater to individuals of all ages who wish to enhance their language skills
or learn new languages. These accessible avenues promote lifelong language learning,
cultural engagement, and cross-cultural communication proficiency among learners of
varying backgrounds and interests.

From the author experience (Lecturer of foreign languages; Kaye College; Israel),
embracing foreign languages in the education curriculum involves a strategic progres-
sion that aligns with cognitive development, educational milestones, and lifelong learn-
ing principles. By introducing languages early, nurturing proficiency through structured
learning stages, and providing continuous opportunities for language acquisition, soci-
eties can cultivate a multilingual and culturally competent populace. The right stages
for embracing foreign languages in education not only empower individuals but also
promote global understanding, collaboration, and interconnectedness in an increasingly
diverse world.

Empowering Multilingualism - Encourage Foreign Language Learning
Among Populations. According to Canagarajah [4], encouraging the learning of for-
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eign languages among populations is not only beneficial for individuals but also crucial
for fostering cultural understanding, global collaboration, and economic competitive-
ness. Bateman [3] Conduct research about the ideal process and conclude the following
some conclusions.

One of the most effective ways to encourage foreign language learning is through
early introduction in the education system. Schools should incorporate foreign language
classes starting from elementary levels, exposing children to the sounds, vocabulary,
and basic grammar of another language. Early exposure enhances language acquisition
skills and fosters a positive attitude towards language learning from a young age.

He [3] also wrote about the culturally Immersive experiences. Organizing culturally
immersive experiences can greatly motivate individuals to learn foreign languages. This
includes study abroad programs, language immersion camps, and cultural exchange
initiatives where participants are fully immersed in the target language and culture.
Immersive experiences provide authentic language practice and deepen cultural under-
standing, making language learning more meaningful and enjoyable.

Dussel [6] in his article describe the technological Integration, which means that
harnessing technology is essential in encouraging language learning among popula-
tions. Language learning apps, online courses, and interactive platforms offer conven-
ient and accessible ways for individuals to engage with foreign languages. Garcia [8]
talk about the community engagement and support. It means to creating a supportive
language learning community is crucial for sustained motivation and progress. Lan-
guage clubs, conversation groups, and language cafés provide opportunities for learn-
ers to practice speaking, receive feedback, and build confidence in using the language.
Community support networks, including language mentors or tutors, can offer guidance
and encouragement throughout the language learning journey.

If we look at on the issue of economic interest, we can point of integration into cur-
ricula and workforce Development. Integrating foreign language learning into academic
curricula and workforce development programs is essential for long-term language pro-
ficiency. Schools, colleges, and vocational training institutions should offer language
courses aligned with industry demands and global communication needs. Employers
can support language training initiatives and provide language-learning opportunities
as part of professional development plans [16].

3. Conclusions

According to the literature review, analyzing researches, and the author experience,
encouraging foreign language learning among populations requires a comprehensive
approach that combines educational initiatives, immersive experiences, technological
tools, community support, recognition, and a focus on global citizenship. By imple-
menting these effective strategies, societies can empower individuals to embrace mul-
tilingualism, bridge cultural divides, and thrive in an interconnected world rich in lin-
guistic and cultural diversity.

Embracing foreign languages in the education curriculum involves a strategic
progression that aligns with cognitive development, educational milestones, and life-
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long learning principles. By introducing languages early, nurturing proficiency through
structured learning stages, and providing continuous opportunities for language acquisi-
tion, societies can cultivate a multilingual and culturally competent populace. The right
stages for embracing foreign languages in education not only empower individuals but
also promote global understanding, collaboration, and interconnectedness in an increas-
ingly diverse world.
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In an era characterized by globalization and rapid technological advancement, the in-
tersection of foreign language learning and STEM (Science, Technology, Engineering,
and Mathematics) education holds immense potential for countries seeking to foster in-
novation, collaboration, and competitiveness on the global stage. In the ever-evolving
landscape of education and employment, the integration of foreign languages into STEM
subjects is gaining recognition as a crucial factor in fostering well-rounded individuals
equipped for success in a globalized world. This article explores the strategies and benefits
of promoting foreign language learning as a means to enhance STEM development in
countries, highlighting the synergies between language proficiency and technical exper-
tise.
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1. Introduction

In an era characterized by globalization and rapid technological advancement,
the intersection of foreign language learning and STEM (Science, Technology, Engi-
neering, and Mathematics) education holds immense potential for countries seeking to
foster innovation, collaboration, and competitiveness on the global stage. In the ever-
evolving landscape of education and employment, the integration of foreign languages
into STEM subjects is gaining recognition as a crucial factor in fostering well-rounded
individuals equipped for success in a globalized world. According to Aragon [8], in
an increasingly interconnected world, the relationship between foreign language profi-
ciency and STEM education is garnering attention for its potential to enhance holistic
development and global competitiveness. Reinking & Martin [19] argue that researches
has shown that learning a foreign language has cognitive benefits, including improved
memory, attention, and problem-solving abilities. These cognitive enhancements are
directly transferable to STEM subjects, where critical thinking and analytical skills are
paramount. By engaging in foreign language learning alongside STEM studies, students
develop linguistic flexibility and mental agility, enabling them to approach scientific
and mathematical challenges with greater creativity and adaptability.

Moreover, the process of learning a foreign language encourages students to think
critically about language structure and meaning, fostering a deeper understanding of
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concepts such as logic, patterns, and systems — skills that are integral to success in
STEM fields [12].

2. Main Materials

Building a Multilingual STEM Workforce. One of the key strategies for promot-
ing foreign language learning in the context of STEM development is to cultivate a
multilingual STEM workforce [7, 11]. Azano et al [10] adds that countries can incen-
tivize students to pursue foreign language study alongside STEM subjects by offer-
ing language immersion programs, bilingual education initiatives, and scholarships for
language learning. By equipping STEM professionals with proficiency in multiple lan-
guages, countries enhance their ability to engage in cross-border collaboration, access
international markets, and leverage global expertise to drive innovation and economic
growth.

Moreover, fostering a multilingual STEM workforce promotes diversity and inclu-
sivity in STEM fields by providing opportunities for individuals from diverse linguistic
and cultural backgrounds to participate in scientific research, technological innovation,
and engineering projects. By breaking down language barriers, countries can tap into
a broader talent pool and harness the creativity and perspectives of individuals from
around the world [17]. The author suggests a strategy policy for develop this process:

Enhancing Cross-Cultural Communication. Foreign language proficiency facili-
tates effective communication across borders, enabling STEM professionals to collabo-
rate with colleagues, researchers, and stakeholders from diverse linguistic and cultural
backgrounds. In fields such as engineering and technology, where multinational teams
are common, the ability to communicate fluently in multiple languages fosters smoother
collaboration, reduces misunderstandings, and enhances productivity [4]. By breaking
down language barriers, multilingual STEM professionals can leverage diverse per-
spectives, knowledge, and expertise to address complex challenges more effectively [2]

Accessing Global Knowledge and Resources. Proficiency in foreign languages
enables STEM professionals to access a wealth of global knowledge and resources that
may not be available in their native language [13]. In fields like medical research, where
scientific literature is published in multiple languages, fluency in languages such as
English, French, or German can provide access to groundbreaking research findings,
methodologies, and best practices. Similarly, multilingualism allows STEM practition-
ers to engage with international databases, conferences, and academic networks, ex-
panding their horizons and staying abreast of the latest advancements in their field.

Promoting Innovation and Creativity. The integration of foreign languages in
STEM education promotes innovation and creativity by exposing students to diverse
cultural perspectives and ways of thinking. Research has shown that multilingual indi-
viduals often exhibit higher levels of cognitive flexibility, problem-solving skills, and
creativity compared to monolingual counterparts [1,3]. By engaging with foreign lan-
guages and cultures, STEM students learn to approach problems from different angles,
adapt to new contexts, and develop innovative solutions that draw upon a broader range
of knowledge and experiences.
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Preparing for Global Careers. In an increasingly interconnected economy, pro-
ficiency in foreign languages is a valuable asset for STEM professionals seeking to
pursue global career opportunities. Whether working for multinational corporations,
international research institutions, or government agencies, STEM graduates with lan-
guage skills have a competitive edge in the job market. Employers value candidates who
can communicate effectively with clients, partners, and customers worldwide, as well as
navigate diverse cultural norms and business practices. Moreover, foreign language pro-
ficiency opens doors to exciting international job prospects in fields such as renewable
energy, environmental science, and global health, where cross-cultural collaboration is
essential for addressing pressing global challenges [10; 12].

Integrating Language and Culture into STEM Curricula.

Integrating Language and Culture into STEM Curricula. In today’s interconnected
world, the integration of language and culture into STEM curricula is gaining recogni-
tion as a means to cultivate global competence and innovation among students. Effec-
tive strategy for promoting foreign language learning in STEM education is to integrate
language and culture into STEM curricula. By incorporating elements of language in-
struction, cultural awareness, and global perspectives into STEM courses, educators can
enhance students’ appreciation for linguistic diversity and cross-cultural communication
skills [4, 765 p.]. For example, STEM projects and assignments can incorporate real-
world scenarios that require students to interact with foreign language texts, collaborate
with international partners, and present their findings in multiple languages. Further-
more, countries can establish interdisciplinary programs that combine language study
with STEM disciplines, such as computational linguistics, environmental science, and
global health. These programs provide students with opportunities to explore the connec-
tions between language, culture, and STEM fields, fostering a holistic understanding of
the world and preparing them to navigate the complexities of a globalized society. Akiri
& Dori [5], in their research present four options of develop educational pedagogy:

The first - Enriching Learning Experiences. Integrating language and culture
into STEM curricula enriches learning experiences by providing students with contextu-
ally relevant and authentic content. By incorporating materials in foreign languages and
exploring STEM concepts within diverse cultural contexts, educators can engage stu-
dents in meaningful and interdisciplinary learning experiences. For example, learning
about mathematical principles through historical contributions from different cultures
or studying environmental science through the lens of indigenous knowledge systems
enhances students’ understanding and appreciation of STEM subjects.

The second - Promoting Cross-Cultural Understanding. The integration of
language and culture in STEM curricula promotes cross-cultural understanding by ex-
posing students to diverse perspectives and ways of thinking. Through the study of
foreign languages, students gain insights into the linguistic and cultural nuances that
shape communication and interactions within global STEM communities. Moreover,
exploring the contributions of scientists, engineers, and innovators from various cultural
backgrounds fosters empathy, respect, and appreciation for diversity among students,
preparing them to collaborate effectively in multicultural settings.
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The third - Developing Global Competence. STEM education that integrates
language and culture nurtures global competence among students, equipping them with
the skills, knowledge, and attitudes needed to navigate complex global challenges. By
fostering communication skills in multiple languages, as well as intercultural communi-
cation skills, students learn to collaborate with peers from diverse backgrounds, adapt to
different cultural norms, and negotiate shared solutions to global problems. This holistic
approach to education prepares students to become responsible global citizens who are
capable of contributing positively to a diverse and interconnected world.

The fourth - Fostering Innovation and Creativity. The integration of language
and culture into STEM curricula fosters innovation and creativity by encouraging stu-
dents to approach problems from multiple perspectives. Exposure to diverse linguistic
and cultural contexts sparks curiosity, stimulates critical thinking, and inspires students
to explore unconventional solutions to real-world problems. By embracing different
ways of knowing and understanding, students develop the creativity and adaptability
needed to address complex challenges and drive innovation in STEM fields.

Adans & Gupta [3] concluded it by say that integrating language and culture into
STEM curricula is essential for fostering global competence, innovation, and collabo-
ration among students. By providing contextually rich and culturally diverse learning
experiences, educators can prepare students to succeed in a multicultural and intercon-
nected world. As countries continue to prioritize the integration of language and culture
within STEM education, they will cultivate a new generation of STEM profession-
als who are not only technically proficient but also culturally competent and globally
minded.

Investing in Language Education Infrastructure.

Investing in language education infrastructure is a strategic imperative for coun-
tries seeking to cultivate a workforce that is globally competitive and culturally adept.
According to Abraczinskas et al [2], to effectively promote foreign language learning
in STEM education, countries must invest in language education infrastructure, includ-
ing language learning resources, teacher training programs, and technology-enhanced
learning platforms [7, 14]. By providing schools, colleges, and universities with the
necessary tools and support to deliver high-quality language instruction, countries can
ensure that students have access to comprehensive language learning opportunities from
an early age. Vangrieken, Meredith & Packer [21] adds that countries can leverage tech-
nology to expand access to language education and facilitate remote learning opportuni-
ties for students in underserved areas. Online language courses, virtual exchange pro-
grams, and language learning apps can complement traditional classroom instruction,
enabling students to develop language proficiency at their own pace and connect with
speakers of other languages around the world.

In Hasiloglu & Calhan [14] research which made in some schools in Europe, the
found that effective language education infrastructure begins with ensuring universal
access to high-quality language learning resources. This includes developing compre-
hensive language curricula, investing in language teaching materials and technologies,
and providing professional development opportunities for language educators. By ex-
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panding access to language learning resources in schools, universities, and community
centers, countries can empower individuals of all ages and backgrounds to develop
proficiency in foreign languages, thereby enhancing their global competence and em-
ployability.

Claudia et al [12] argue that integrating foreign language instruction into the core
curriculum of schools and universities is essential for fostering multilingualism among
students. Countries can invest in language immersion programs, bilingual education ini-
tiatives, and exchange programs to provide students with immersive language learning
experiences. Additionally, offering a wide range of foreign language courses and profi-
ciency exams enables students to develop proficiency in multiple languages, enhancing
their versatility and adaptability in an increasingly interconnected world.

Investing in language education research and innovation is critical for advanc-
ing pedagogical practices and enhancing learning outcomes. Countries can establish
research institutes, grant programs, and collaborative networks to support research in
language acquisition, bilingual education, and language technology. By leveraging cut-
ting-edge research and technology, educators can develop innovative language teaching
methods, digital learning tools, and adaptive learning platforms that cater to diverse
learning styles and preferences [1].

The education committee of OECD organization in 2020 [18] publish that encour-
aging lifelong language learning is essential for maintaining and expanding linguistic
proficiency among individuals throughout their lives. Countries can invest in adult edu-
cation programs, continuing education initiatives, and online language learning plat-
forms to provide individuals with opportunities to improve their language skills at any
stage of life. Additionally, offering incentives such as tax credits, scholarships, and cer-
tification programs can incentivize individuals to pursue language learning and enhance
their global competitiveness in the workforce.

Barroso etal [11] based their article on the phenomenon of driving economic growth
and global competitiveness. He said that investing in language education infrastructure
not only enhances individual opportunities but also drives economic growth and global
competitiveness. Proficiency in foreign languages enables countries to participate more
effectively in the global economy, attract foreign investment, and engage in interna-
tional trade and diplomacy. Moreover, a multilingual workforce enhances innovation,
creativity, and cultural exchange, leading to a more dynamic and resilient economy.

From the professional experience of the author, promoting foreign language learn-
ing to enhance STEM (Science, Technology, Engineering, and Mathematics) develop-
ment in countries requires a strategic approach that addresses various stakeholders and
leverages existing educational infrastructure. Here are key steps to achieve this goal:

1. Policy Support and Integration: Government support is crucial for promoting
foreign language learning in STEM education. Policies should be developed to
integrate language learning into STEM curricula at all educational levels. This
could involve mandating foreign language courses as part of STEM degree re-
quirements or offering incentives for schools to implement bilingual STEM pro-
grams.
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2. Teacher Training and Professional Development: Providing training and pro-
fessional development opportunities for STEM teachers to integrate foreign lan-
guage instruction into their curriculum is essential. Workshops, seminars, and
certification programs can help educators develop effective strategies for teaching
STEM concepts in a foreign language and fostering language proficiency among
students.

3. Curriculum Design and Resource Development: Collaborating with education-
al experts to design STEM curricula that incorporate foreign language learning is
critical. Developing bilingual textbooks, digital resources, and instructional mate-
rials tailored to STEM subjects can enhance the learning experience and support
language acquisition.

4. Language Immersion Programs: Implementing language immersion programs
within STEM schools or establishing bilingual STEM academies can provide
students with immersive language learning experiences. These programs offer
opportunities for students to learn STEM subjects in a foreign language while
developing language proficiency through practical application and hands-on
projects.

5. Partnerships and Collaborations: Collaborating with foreign language institu-
tions, cultural organizations, and international partners can enrich language learn-
ing opportunities for STEM students. Establishing exchange programs, joint re-
search projects, and cross-cultural collaborations can expose students to diverse
linguistic and cultural perspectives, enhancing their global competence and col-
laboration skills.

6. Technology Integration: Leveraging technology to support foreign language
learning in STEM education is essential. Educational technology platforms, lan-
guage learning apps, and virtual classrooms can provide students with interactive
and personalized language learning experiences, enabling them to practice lan-
guage skills outside of the classroom and at their own pace.

7. Community Engagement and Outreach: Engaging parents, community mem-
bers, and industry stakeholders in promoting foreign language learning in STEM
education is key. Organizing language and cultural events, STEM fairs, and out-
reach programs can raise awareness about the benefits of bilingualism and STEM
integration, garnering support from the broader community.

8. Assessment and Evaluation: Developing assessment tools and metrics to meas-
ure language proficiency and STEM performance is crucial for evaluating the
effectiveness of language learning initiatives. Regular assessment and evaluation
enable educators to identify areas for improvement and make informed decisions
about curriculum design and instructional strategies.

By implementing these key steps, countries can promote foreign language learning
to enhance STEM development, equipping students with the linguistic and technical
skills needed to thrive in an increasingly globalized and interconnected world.
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3. Conclusion

In conclusion, promoting foreign language learning is essential for enhancing
STEM development in countries and preparing future generations to thrive in a glo-
balized world. By cultivating a multilingual STEM workforce, integrating language
and culture into STEM curricula, and investing in language education infrastructure,
countries can empower students with the linguistic skills, cultural competence, and glo-
bal mindset needed to succeed in STEM fields and contribute to the advancement of
society. As countries continue to prioritize language learning as a strategic asset for
STEM development, they will undoubtedly reap the benefits of a more interconnected,
innovative, and inclusive society.

The integration of foreign languages into STEM education is essential for building
a multilingual workforce that is equipped to thrive in an interconnected and cultur-
ally diverse world. By emphasizing the importance of linguistic proficiency alongside
technical skills, educators can prepare STEM students to excel in global careers, drive
innovation, and make meaningful contributions to society. As countries continue to pri-
oritize multilingual STEM education, they will not only foster a more inclusive and col-
laborative workforce but also position themselves at the forefront of scientific discovery
and technological advancement on the world stage.
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This article is devoted to the methodical problem of teaching reading in English classes,
and the description of the methodical problem of teaching reading in English classes is
widely covered. It has been suggested that teaching the language based on English texts in
English classes is a more effective method, but the development of reading competence in
teaching English as the specific purposes.

The article presents the scientific researches and expected results on the use of English
texts in vocationally oriented English teaching.

This article is important for foreign language teachers in the process of language teach-
ing, for students studying a foreign language in the preparation of qualification work.

Key words: language learning, reading, types of reading, speech activity, text, teaching

to read in English.

Currently, in connection with the development of all spheres of society, there is a
need for an in-depth analysis of the development path of our country, the current situ-
ation on the world market has changed dramatically, and competition in the context of
globalization is becoming stronger [1;1].

The importance of reading in our life in the modern era of globalization cannot
be overestimated. In the modern era of digital technology, a person receives a lot of
information through reading; in addition, this type of speech activity forms the basis of
intercultural communication and modern communication in general. It is worth noting
that in learning a foreign language, reading is not only a goal, but also a means of learn-
ing. In general, the success of learning a foreign language directly depends on how well
the student has mastered the reading technique at the beginning of his studies. This is
determined, firstly, by the interdependence of all types of speech activity, and secondly,
by the specifics of reading as a type of speech activity.

In world practice, taking into account language experience and the conditions of
professional education, improving the quality and effectiveness of education is becom-
ing increasingly important. In particular, the content of teaching English in non-philo-
logical areas is ESP (English for Special Purposes), teaching of some subjects in Eng-
lish in non-philological universities SLIL (Stand for Content and Language Integrated
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Learning), EMI (English as a Medium of Instruction), STEM (Science, Technology,
Engineering, Math), the development of online education and the introduction of edu-
cational forms such as DPAP (Digital Practices and Assessment Pedagogy) are of par-
ticular importance and explain the need to study these forms, foreign experience and
conduct joint research.

The development of speech skills when studying a foreign language (reading,
writing, speaking, listening comprehension) of students of higher educational institu-
tions of the Republic of Uzbekistan, forms the ability to freely communicate in this
language within the framework of their educational field and a comprehensive educa-
tion system aimed at the development and formation of relevant skills. Tasks such as
“the need to train modern personnel who speak several foreign languages, conduct
scientific work in foreign languages, and improve language teaching methods” have
been identified.

Based on the growing need for polyglot personnel in a market economy, organizing
methodological work, studying foreign experience, improving the methods of teaching
English in higher educational institutions in the areas of economics, including the de-
velopment of oral and written speech of students, which is a very important element in
personality formation.

The role of reading in English in the education of the individual is incomparable; it
is speech activity and a type of action on the path to obtaining spiritual and educational
support. Learning to read, which is considered a type of receptive speech activity, has
an educational goal.

Reading is the process of translating information from a graphic code into a com-
pletely different sound code, a type of speech activity aimed at perceiving written speech
information expressed in literal symbols, understanding its content and mastering it.

The motive of reading is communication, and the goal is to obtain information. This
status of reading in English encourages students to approach it as an independent type
of speech activity, increasing its practical significance. The correct approach to reading
as an independent type of speech activity also helps to determine its communicative
function. But among English language teachers there is still a tendency to perceive the
concept of practical language acquisition as the study of oral speech, that is, the devel-
opment of communicative competence, and not as language acquisition for practical
purposes. This incorrect methodological approach leads to a reduction in practice of the
role of reading in English as a tool for the formation of oral speech.

Among the researchers, fundamental scientific research in the field of language
pedagogy in teaching reading was carried out by M. Vest, . M. Berman, V. A. Buks-
binder, Z. 1. Klichnikova, S. K. Folomkina, Ya. Ya. Jalolov, N. V. Barishnikova and
M. L. Weisburd. These studies examined in detail such methodological issues as the
features of teaching the type of speech activity of reading in English, the role and sig-
nificance of teaching reading in English in the acquisition of information, and also ex-
pressed valuable opinions on them. [16;210]

The methods of teaching English in current programs show that reading is taught
as both a goal and a means. In order to correctly interpret teaching reading as a goal and
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a means, it is necessary to pay attention to some stages in organizing the methodology
of teaching reading.

Teaching in English in the non-philological direction of universities serves as a tool
for the formation of all types of reading. At the initial stage, the main attention is paid
to reading aloud, and gradually they become accustomed to reading silently. It makes
methodological sense to devote more time and effort to internal study. Reading aloud is
mainly useful for long-term retention of learned language units in memory. At the first
stages of learning English, types of reading aloud and silently are taught.

Teaching reading to students of non-philological specialties is organized as a proc-
ess of language learning; through the text, the student tries to assimilate and obtain new
and useful information from it. We all know that obtaining information is the driving
force of cognitive activity. The result of reading activity is a tool leading to knowledge.
Of course, in order to assimilate the information of the text read, the student must have
reading skills in English. Reading skill is a three-stage activity consisting of the stages
of seeing a speech unit, reading it and understanding its meaning. Mastery of all three
levels indicates the formation of reading competence [13; 231].

The approach to reading as an independent type of speech activity allows us to
determine its practical and communicative function. Limitation of teaching time in a
foreign language in non-philological areas of higher education, the uniqueness of cur-
ricula, the lack of a natural language environment, and the age characteristics of students
do not allow reading any text in English. Therefore, in practice it is necessary to cor-
rectly define goals and objectives in this area. This increases the practical significance
of studying in English. Learning a language for practical purposes largely depends on
the future goal of the English language learner, the direction of the educational institu-
tion and his ability to obtain information in practical activities. Theory and practice have
proven that reading for the purpose of obtaining information is, firstly, a practical goal,
and secondly, an educational means.

Familiar reading (fluently reading) involves obtaining useful and interesting infor-
mation from an English text and understanding its general content. During introductory
reading, the content of the English text is read with a superficial understanding, and also
familiarization with the general content occurs. With this type of reading, the text is read
fluently, quickly and superficially. With this type of reading, up to 75% of the informa-
tion should be understandable. It is recommended that such texts be large in size and
contain fluent language.

Tasks to control introductory reading may include the following: (1) tell the main
content of the text (Retell the main content of the text); (2) find the keywords of the text
(Find keyword and expressions of the text); (3) list the facts that served as the basis for
the author’s conclusions (Name the main facts....); (4) determine which of the events
reflected in the text are primary and which are secondary (Find the main facts of the
text), etc.

Close reading means the study and analysis of text, including the expressive means
of language. Academic reading is a type of reading that involves reading the content of a
text, learning all the details of the content of the text, and studying the information/data
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thoroughly. This type of reading requires full understanding of the information received
and subsequent reconstruction. Understanding is taken to a higher level. You can reread
difficult parts of the text that the student did not understand. Training is carried out first
in the classroom and then at home. Translation is used as one of the methods for check-
ing understanding. Usually, complex parts of the text are translated. It is recommended
that the text size for this reading should not be too large. The information contained
in the text is carefully studied. When studying, the student must be able to express his
attitude to the content of the text, think critically, interpret, and comparatively analyze
information.

Skimming reading is a type of reading aimed at creating a general idea of the con-
tent of the text. This type of reading was defined by the famous methodologist M. West
as “understanding the cream of the content of the text,” “observant reading in search of
a specific topic.” In this type of reading, the reader needs to read the text completely and
quickly, starting with more headings and subheadings. Observational reading requires
knowledge of language material, as well as a search for information such as a certain
number or a quote from the text. Observational reading is a type of reading based on
finding the answer to a question in the text, understanding that the information obtained
during reading must be used in the future [4; 84]. The above types of familiarization,
study and introductory reading are widely used to obtain useful information about re-
gional studies in the upper strata of society when teaching English.

Learning English for practical purposes allows not only to use it in future pro-
fessional activities, but also to develop the student’s general culture and thinking. To
this end, increasing the effectiveness of English classes requires regularly informing
students about the geography, history, economics and political system, as well as the lit-
erature of the countries where the language is being studied. The above objectives also
encourage us to look at reading in English as the main means of obtaining information.

Typically, students of non-philological specialties at universities feel the need to
read more interesting and educational texts related to their profession and field of activ-
ity. However, reading such texts is much more difficult than reading ordinary conver-
sational or literary texts. The reason for this is the increased use of official symbols and
industry terms in professional texts. When a student reads such texts, he can determine
the meaning of an unknown word based on the context, and he can answer tasks given
in the text based on the base words.

In the methodology of teaching English, the following requirements are imposed
on the content of the text intended for reading: (1) Attention is paid to the educational
value of the text. One of the goals of teaching English is education, instilling public
morality, that is, texts are selected aimed at moral education; (2) Texts are selected that
serve to increase students’ life knowledge, that is, to enrich their worldview. This is one
of the important conditions for the development of a student’s cognitive activity. Read-
ing text that is rich in information creates attraction in the reader. Since the student is in
a hurry to learn, if his inclination to study is stimulated, his interest in the subject will
increase; (3) It is required that the text recommended for reading objectively reflects
scientific events; (4) The highlighted text must relate to the student’s area of activity
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(see figure). Meeting the student’s needs is an important measure to encourage speaking
activity in English. Therefore, the content of the text must correspond to the spiritual
level of the student and meet his cognitive and emotional needs [14; 432].

Thus, in addition to the practical purpose, training also plays a large role in the
realization of professional, educational and developmental goals. Students’ observa-
tion skills increase and their ability to analyze/synthesize language material and text
content improves. Reading aloud is an important step in learning pronunciation and
listening comprehension. In addition, it is considered as a tool for developing reading
and speaking skills. Questions and answers on the content of texts read, storytelling,
and conversations are widely used. Students learn to speak through reading, acquiring
reading skills in English in non-philological areas of education of higher educational
institutions, firstly, they prepare students for oral communication in this language, and
secondly, they improve their acquisition of language competence, which serves the gen-
eral level of their development and foreign language teaching.

To summarize, we can highlight the features of teaching reading in non-philologi-
cal educational areas of universities, which we define in this study:

1. For non-philological educational areas of higher educational institutions, texts re-
lated to the socio-economic, artistic, political, cultural, educational and professional
spheres are selected as educational material.

2. The role and place of studying a foreign language in non-philological educational
areas of higher educational institutions, the program requirements for it are more
complex than those given in university textbooks on teaching a foreign language,
in particular in teaching how to work with text (reading, understanding, analysis).

3. Studying in English allows students to communicate in the target language, receive
information in certain areas, and improves their overall level.

4. Students are regularly informed in English about the field they are studying and the
profession they want to acquire in the future.

5. The choice of subjects for reading depends on the general level of students and
stages of learning; learning to read in English is interpreted as a practical goal and
an educational tool.
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Taking as the field of approach the prisoners' perception of the effectiveness of the
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Legat de lumea detinutilor si interiorul mediului penitenciar, autorul defineste
detentia sau privarea de libertate ca fiind masura pe care organele judiciare competen-
te o pun in aplicare in cazurile in care existd probe si indicii justificate ca o persoand
a savdrsit o fapta prevazuta si condamnatd de legea penala. Daca 1n societate are loc o
incalcare si o tulburare a normelor si valorilor sociale de ordin penal sau legal din partea
unei persoane, atunci apare ca un mijloc de control social o penalizare sociald sub forma
privarii de libertate a persoanei care a incalcat legea.

Executarea unei pedepse care, uneori, dureaza multi ani, presupune un anumit loc
de detentie, loc cunoscut sub denumirea speciala de penitenciar. Prin penitenciar se
intelege institutia speciala, cu scopuri, functii si structuri proprii, necesara executarii
acestor pedepse aplicate de instantele de judecatd. Mediul penitenciarului apare ca o
institutie, ca fiind un asamblu de reguli juridice cu un caracter stabil, fiind o institutie
ierarhica si disciplinatd, un spatiu al autoritatii, impunandu-se detinutilor o supunere
aproape totala [9].

Comportamentul detinutilor este unul natural, de adaptare dar conditiile la care
se adapteaza sunt artificiale, astfel ca pot aparea reactii patologice ca dependenta de
structura institutionald, care constrdange libertatea si autonomia asupra alegerilor si
deciziilor/8]. Desi nu toti detinutii pot fi constransi, cei mai multi internalizeaza regu-
lile inchisorii, devenind dependenti de acestea in contextul in care le confera siguranta.
Chiar deciziile zilnice, banale, sunt raportate la regulile institutionale, limitdndu-si ca-
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pacitatea de alegere si decizie; detinutii nu au capacitatea de a initia comportamente
sau de a judeca. Chiar si atunci cand sunt pusi in libertate, pot intdmpina dificultati in
luarea deciziilor, de a avea autocontrol asupra propriilor alegeri[4]. Are loc, astfel, o di-
minuare a gamei contactelor fizice, psihice §i psihosociale fiind o particularitate a vietii
din mediul penitenciar. Se considera ca aceste limitarii ale vietii in mediul penitenciar
provoaca urmatoarele tipuri de comportamente la persoanele din regimul de detentie.

Socul Incarcerarii impreund cu subcultura carcerala, in scurtd vreme il fac pe detinut
sd-si formeze — nu neaparat in mod explicit — o viziune despre propria persoana si sa
gdseascd, asa cum sustine N. Mitrofan, o ,,strategie de supravietuire”[6].

Observam ca manifestarea comportamentelor agresive reprezinta o practica frec-
venta in mediul carceral. Consideram ca, ponderea acestor manifestari, la detinutii aflati
in mediul carceral, diferd, in functie de educatie, cultura, mentalitate, de perceptia pe
care o are detinutul vizand riscul si gravitatea actului infractional, de modul de impli-
care a autoritdtilor In prevenirea si sanctiunea faptei, varsta si sexul individului impli-
cat In savarsirea actului infractional, factorii privind personalitatea, stilul de viata avut
anterior, stilul dobandit in penitenciar, factorii de mediu, dar si de atitudinea detinutilor
vizavi de acest proces.

Pentru reintegrarea psihosociald a detinutilor se apeleaza la o serie de legi care
faciliteaza in mod corect si onest executarea pedepsei private de libertate si totodata
reintegrarea sociald a detinutilor in societate. Legea 254 din 2013[2], cu modificarile
si completarile ulterioare, iar Hotararea Guvernului nr. 157 din 2016[1] privind Regu-
lamentul de aplicare a Legii nr. 254 din 2013 sunt doua din cele mai importante legi
privind executarea pedepselor. Scopul acestora conform legii 254/2013, Art. 3 (1),,Sco-
pul executarii pedepselor si a masurilor educative privative de libertate este prevenirea
savarsirii de noi infractiuni. (2) Prin executarea pedepselor si a masurilor educative
privative de libertate se urmareste formarea unei atitudini corecte fatd de ordinea de
drept, fata de regulile de convietuire sociald si fatd de munca, in vederea reintegrarii in
societate a detinutilor sau persoanelor internate”[3].

Programele si activitatile recuperative se adreseaza tuturor detinutilor, fiind adap-
tate perioadelor specifice ale traseului executional-penal, varstei detinutilor, capacitatii
acestora de dezvoltare si intelegere, nevoilor individuale educative, de asistare psiholo-
gica si sociald ale fiecarei persoane aflate in detentie[10]. Aceste activitati au ca obiec-
tive adaptarea la viata institutionalizata, pregatirea scolard si profesionald, sustinerea
morald, reabilitarea comportamentala si cultivarea respectului fatd de sine, dezvoltarea
mijloacelor de exprimare si a capacitatii de a comunica cu altii, asistenta si monitorizare
in vederea reintegrarii socio-profesionale dupa punerea in libertate.

Proiectarea si desfasurarea programelor psihosociale care, in conceptia lui James
McGuire, sunt ,,un ansamblu de activitati avand un obiectiv precis si implicand un nu-
mar de elemente interlegate”[5] sau ,,0 serie planificatd de ocazii de invétare pentru
detinuti, cu scopul general de a le reduce riscul de recidiva”[5], se concretizeaza in:
expuneri, convorbiri individuale si de grup, studiu de caz, discutii libere, realizarea unor
cercuri tehnico-aplicative si artistice, studiu de lectura individuala, crearea documen-
tarelor pe diferite teme, organizarea si prezentarea unor materiale publicistice proprii
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asezamantului penitenciar, valorificarea educativa a exercitarii dreptului la informare a
detinutilor, etc.

In contextul celor expuse, reliefim scopul cercetirii care consti in perceptia
detinutiilor asupra programele de reintegrare psihosociala.

Cercetarea noastra a prevazut evaluarea perceptiei detinutilor fata de eficienta
programelor de asistentd psihologicd, sociala si educationala realizate in peniten-
ciar. Prin aceastd parte a cercetdrii am vrut sd vedem daca programele de asistenta
psihologica si sociald care se desfasoara in penitenciar 1i ajutd pe detinuti sd-si indrepte
comportamentul.

Din raspunsurile oferite la intrebarile din Chestionarul de evaluare a satisfactiei
privind eficienta programelor psihosociale, de detinuti la finalul efectuarii programelor
psihosociale, s-a evidentiat o identificare corecta a programelor psihosociale a caror ru-
lare au condus la constientizarea unor emotii negative in proportie de 100% si au reusit
rezolvarea acestora, si s-a apreciat utilitatea programelor si/sau activitatilor la care au
participat 1n perioada detentiei, in proportie de 93%. Diferenta de 7% se constata a fi la
detinutii a caror participare, desi benevold, au dat dovata de indiferentd, nereusind sa
se integreze si sa 1si identifice nevoile cu scopul de a si le rezolva. Acestia au motivat
participarea ca fiind utila datoritd creditelor obtinute si a petrecerii timpului, mai mult ca
divertisment (,,ma plictisesc in camera si vroiam sd ies si eu putin sa mai aud o vorba”).

In urma analizarii datelor statistice se constatd urmatoarele:

Cu privire la gradul de participare la programe, asa cum rezulta din Figura 1, avem:
73% dintre detinuti au perceput cd participarea lor a fost foarte bund, 20% dintre detinuti
au declarat ca fiind participarea una buna, 7% dintre detinuti participare lor o percep ca
medie, 0 detinuti —slaba. Datele din chestionarul de evaluare a programelor ne indica
faptul ca detinutii apreciaza ca fiind buna si foarte buna participarea lor in cadrul pro-
gramelor, aceasta traducandu-se prin deschiderea pentru obtinerea de informatii utile
necesare schimbarilor comportamentale.

mslaba mmedie ®mbuna ™ foarte buna

0%

Fig. 1. Perceptia detinutilor cu privire la implicarea lor in programe psihosociale
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Analizand motivele pentru care au participat rezultd din Fig. 2 urmatoarele : 27%
dintre detinuti au motivat participarea la activitatile programelor de reintegrare pentru
cd le considerd folositoare, utile; 53% dintre detinuti au participat pentru a obtine re-
compense; 3% dintre detinuti au participat pentru ca au iesit si altii, 7% dintre detinuti
pentru ca li s-a propus, 10% dintre detinuti pentru ca sa scape de plictiseald.

Componenta calitativa indica si ea faptul ca programele psihosociale sunt perce-
pute ca fiind foarte utile prin prisma numarului de credite (recompenselor) ce poate
fi obtinut in urma participarii, a modalitatii diferite de petrecere a timpului, dar si a
cunostintelor, informatiilor obtinute.

m Utile/folositoare

H obtinerea de recompense
H pentru ca au iesit si altii
H din curiozitate

H pentru a scapa de plictiseala

Fig. 2. Motivele pentru care au participat la programe

In Figura 3. observam gradul in care detinutii apreciazi utilitatea programelor,
astfel din perspectiva detinutilor: 93% dintre detinuti au raspuns afirmativ la utilitatea
programelor, 7% dintre detinuti au raspuns negativ. Utilitatea programelor psihosociale
urmate este perceputa ca fiind mare, cu aplicabilitate n viata de zi cu zi, mai ales dupa
parasirea penitenciarului. Astfel, persoanele private de libertate intentioneaza sa utilize-
ze/utilizeaza cunostintele si abilitatile dobandite pe parcursul programelor psihosociale.

Fig. 3. Reprezentarea grafica a utilitatii programelor psihosociale
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Pentru participarea la programe detinutii si-au acordat note de la 1 la 10 astfel:
50% dintre detinuti si-au dat note de 10; 30% dintre detinuti si-au oferit note de 9 si
20% dintre detinuti note de 8. Nu au fost detinuti care sa isi acorde note mai mici de
nota 8. Notele ridicate acordate de detinuti referitor la participarea la programe releva
faptul ca in profida faptului ca au participat pentru obtinerea unor recompense, acestia
constientizeazd importanta deschiderii la informatii noi, implicarea in activitatile din
cadrul grupului, determinandu-i sd fie mai cooperanti, sa stabileasca relatii bazate pe
incredere si sinceritate.

B Nota 10 mNota9 ®mNota8 HNote7...1

0%

Fig. 4. Reprezentarea grafica a notelor acordate de detinuti
pentru participarea la programe

Desi cercetarea se referd la perioada privarii de libertate nu putem sa nu observam
deficientele cu privire la continuarea acestor programe dupa eliberarea detinutului din
penitenciar. Daca aceste programe desfasurate Tn mediul penitenciar nu sunt continuate
in perioada postdetentie si fostii detinuti nu sunt monitorizati si sustinuti de societate,
se pot pierde valorile prosociale acumulate in timpul detentiei. Institutiile penitenciare
isi arata deschiderea cétre societate prin demersurile ONG-urilor care ofera cursuri de
formare profesionald, dar acestea sunt insuficiente. Serviciile sociale din comunitate
care pot asigura asistenta post penala si consiliere sunt diferite de la o localitate la alta,
in functie de resursele financiare existente la nivelul comunitatii respective. Colabora-
rea serviciilor de asistenta psihosociald din penitenciare cu serviciilr locale de asistenta
sociala si de ocupare a fortei de munca, precum si cu serviciile de probatiune este li-
mitatd. Multi practicieni din domeniile de tratament si reintegrare sociald recunosc ca
interventiile de sprijin pentru reintegrare ar trebui sa lege serviciile institutionale cu
serviciile comunitare. Totusi sunt putine dovezi cd interventiile care doar trimit infrac-
torii catre servicii comunitare ajuta in mod eficient procesul de reintegrare. Oferirea de
referinte, mai degraba decat ingrijirea ulterioara substantiala, este in general ineficienta.
Mai eficient, trebuie sa existe legaturi intre programele institutionale si interventiile co-
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munitare pentru a asigura continuitatea sprijinului [11], astfel incat sa existe un sistem
integrat de sustinere a fostilor detinuti.[7]

Demersurile de reintegrare psihosociald parcurse de detinuti produc anumite
schimbari in pattern-urile comportamentale ale acestora: detinutii sunt mai curiosi si au
mai multe informatii despre un anume subiect si despre propria persoand, adopta intr-o
mai mare masurd comportamente pro-sociale pe parcursul executarii pedepsei, inteleg
sprijinul pe care pot sa-l ofere specialistii si il solicitd, la nevoie, sunt mai receptivi la
nevoile lor si a celor din jur, au abilitati mai bune de gestionare a emotiilor negative si
a situatiilor conflictuale, sunt mai asertivi, mai cooperanti atat cu alti detinuti, cat si cu
personalul, mai responsabili. Totusi consolidarea si mentinerea acestor schimbari po-
zitive comportamentale Tn timpul si, mai ales, dupa executarea pedepsei si punerea in
libertate este dificila.

Reducerea ratei recidivei este, nu doar un indicator al eficientei programelor de
reintegrare psihosociald care au grupuri tintd detinutii, ci si un indicator al sdnatatii
na liberatd din detentie, folosind semintele oferite de sistemele prin care a trecut (peni-
tenciar, probatiune, servicii sociale etc.). Constatam ca nu intotdeauna ,,solul” e pregatit
pentru rolul sau, iar aceasta deschide un camp larg de actiune care poate fi o directie de
tratat, probabil, in alte lucrari.
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Preventing, by any means, the free exercise of the right to vote or to be elected, as well
as attacking, by any means, the premises of the polling station, offering or giving money,
goods or other benefits for the purpose of determining the voter to vote or not vote for a
certain list of candidates or a certain candidate. Regarding the legal object, we note that,
in the end, the purpose for which criminal offenses in electoral matters were created is to
protect social relations regarding the exercise of the right to vote and to be elected, as well
as the integrity, transparency and equidistance of electoral procedures [6].

Keywords: election ballot, voters, illegalities, legal norm, subject of law, criminal li-

ability, etc.

Introducere. Democratia implica desfasurarea unor alegeri libere si corecte, crea-
rea unui mediu politic in care cetatenii sd aiba posibilitatea de a participa in mod activ
in procesul de luare a deciziilor. In zilele noastre, dreptul de a alege si a fi ales este
recunoscut si garantat de majoritatea tarilor lumii, el reprezinta baza fiecarei societati
democratice. Pentru obtinerea acestor drepturi, de-a lungul istoriei, s-a dus o lupta apri-
ga Intre conducatori si cei condusi. Oamenii au vazut in dreptul de a alege si de a fi alesi
posibilitatea de a-si hotari independent soarta si sansa de a exclude dictatura unei singu-
re persoane sau a unui grup restrans. ,,Votul este cel mai puternic instrument pe care l-a
avut omul vreodata pentru a invinge nedreptatea” Lyndon Johnson [1].

Gradul de investigare a problemei la momentul actual, scopul cercetarii. La
momentul actual, importanta si scopul de elaborare a prezentului demers stiintific, apa-
re din intentia autorului de a releva in prim-plan unele repere doctrinare si legislative
in domeniul analizei raspunderii fata de infractiunile electorale, instituite in legislatia
Republicii Moldova si a altor state. Totodata este si necesitatea stringenta de efectuare a
unei analize ample referitor la esenta subiectului cercetarii.

Materiale utilizate si metode aplicate. In procesul elaboririi articolului stiintific
ne-am ghidat de mai multe si diverse metode de cercetare stiintifica care au facut po-
sibila investigarea corespunzatoare a subiectului titulativ, dintre care putem enumera:
metoda analizei, metoda sintezei, metoda deductiei, metoda sistemica, metoda istorica,
precum si metoda comparativa.

Baza teoretico-juridicd a demersului stiintific cuprinde materialul definitoriu pre-
cum ar fi legislatia nationala si internationala aferenta tematicii de studiu si surse biblio-
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grafice ale lucrarilor de specialitate nationale si internationale — care direct sau indirect,
abordeaza esenta si continutul subiectului supus cercetarii.

Corelatia cu specialitatea de drept. Dreptul parlamentar este o institutie de
drept constitutional deoarece cuprinde norme juridice care reglementeaza o categorie
distincta de relatii sociale fundamentale care vizeaza formarea si functionarea parla-
mentului. Notiunea de drept parlamentar a aparut la inceputul secolului al XIX-lea.
Pentru a defini pe deplin dreptul parlamentar vom lua in considerare urmatoarele as-
pecte :

a) dreptul parlamentar este o institutie de drept constitutional care cuprinde un
ansamblu distinct de norme constitutionale ;

b) normele de drept care formeaza institutia dreptului parlamentar au un obiect
specific de reglementare [1].

Rezultatele obtinute in baza analizelor stiintifice efectuate. Infractiunile elec-
torale (date din legislatie).

CPRM, Articolul 181. Impiedicarea exercitdrii libere a dreptului electoral sau a
activitatii organelor electorale.

Impiedicarea prin orice mijloace a exercitarii libere a dreptului electoral sau impie-
dicarea activitatii organelor electorale:

a) savirsita prin locarea sau atacarea localurilor sectiilor de votare prin orice mij-
loc si in orice forma;

b) savirsita prin sustragerea urnelor de vot sau a documentelor electorale;

¢) savirsita cu periclitarea vietii persoanei ;

d) insotita de vatamarea grava a integritatii corporale sau a sanatatii;

e) soldata cu alte urmari grave, se pedepseste cu amenda in marime de la 550 la
750 unitati conventionale sau cu munca neremunerata in folosul comunitatii de
la 180 la 240 de ore, sau cu inchisoare de pina la 3 ani.

CPRM, Articolul 181'. Coruperea alegdtorilor:

(1) Oferirea sau darea de bani, bunuri, servicii ori de alte foloase in scopul deter-
minarii alegatorului sa 1si exercite sau sd nu isi exercite drepturile electorale in cadrul
alegerilor parlamentare, prezidentiale, locale ori in cadrul referendumului, se pedepses-
te cu amenda in marime de la 550 la 850 unitati conventionale sau cu inchisoare de la
un an la 5 ani, iar persoana juridica se pedepseste cu amenda in marime de la 4000 la
6000 unitati conventionale cu privarea de dreptul de a exercita o anumita activitate sau
cu lichidarea persoanei juridice.

(2) in categoria bunurilor previzute la alin.(1) sunt incluse si bauturile alcoolice,
produsele din tutun si produsele alimentare.

(3) Nu intrd in categoria bunurilor prevazute la alin.(1) materiale si obiecte de
agitatie electorald, achitate din fondul electoral, ce poarta numele si prenumele candi-
datului, respectiv denumirea partidului politic, semne sau simboluri ale concurentilor
electorali, precum: afise, pliante, carti postale, calendare, caiete, ilustrate, pixuri, briche-
te, cutii de chibrituri, insigne, ecusoane, CD-uri, DVD-uri, suporturi de stocare USB,
fanioane, steaguri, carti, pungi, tricouri, chipiuri, esarfe, fulare, a caror valoare pentru o
unitate nu depaseste doud unitati conventionale.
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CPRM, Articolul 181°. Finantarea ilegald a partidelor politice sau a campaniilor
electorale, incalcarea modului de gestionare a mijloacelor financiare ale partidelor
politice sau ale fondurilor electorale.

Falsificarea rapoartelor privind gestiunea financiara a partidelor politice si/sau a
rapoartelor privind finantarea campaniilor electorale in intentia de a substitui sau a as-
cunde identitatea donatorilor, volumul mijloacelor acumulate ori destinatia sau volumul
mijloacelor utilizate, se pedepseste cu amenda in marime de la 550 la 850 de unitati con-
ventionale sau cu inchisoare de pinad la 3 ani, in ambele cazuri cu privarea de dreptul de
a ocupa anumite functii sau de a exercita anumite activitati pe un termen de pina la 5 ani.

Utilizarea de resurse administrative (bunuri publice), inclusiv favorizarea sau con-
simtirea la utilizarea ilegald a resurselor administrative (bunurilor publice) in campa-
niile electorale, daca au fost cauzate daune in proportii mari, se pedepseste cu amenda
in marime de la 4000 la 6000 de unitati conventionale sau cu inchisoare de pina la 3
ani, in ambele cazuri cu privarea de dreptul de a ocupa anumite functii sau de a exercita
anumite activitati pe un termen de la 2 la 5 ani.

Extorcarea sau obtinerea prin extorcare a donatiilor pentru partidele politice si/
sau pentru fondurile electorale, se pedepseste cu amenda in marime de la 550 la 850 de
unitati conventionale sau cu munca neremunerata in folosul comunitatii de la 100 la 200
de ore, sau cu inchisoare de pina la 4 ani, 1n toate cazurile cu privarea de dreptul de a
ocupa anumite functii sau de a exercita anumite activitati pe un termen de la 1 la 5 ani.

Utilizarea contrar destinatiei a alocatiilor de la bugetul de stat pentru partidele poli-
tice sau a mijloacelor din fondul electoral, daca aceasta a cauzat daune 1n proportii mari,
se pedepseste cu amenda in marime de la 4000 la 6000 de unitati conventionale sau cu
inchisoare de la 1 la 5 ani, In ambele cazuri cu privarea de dreptul de a ocupa anumite
functii sau de a exercita anumite activitafi pe un termen de la 2 la 5 ani.

Acceptarea cu buna stiinta a finantarii partidului politic sau a concurentului electo-
ral din partea unui grup criminal organizat sau a unei organizatii (asociatii) criminale,
se pedepseste cu amenda in marime de la 850 la 1350 de unitati conventionale sau cu
inchisoare de la 1 la 6 ani, In ambele cazuri cu privarea de dreptul de a ocupa anumite
functii sau de a exercita anumite activitafi pe un termen de la 2 la 5 ani.

CPRM, Articolul 182. Falsificarea rezultatelor votarii.

Votarea unei persoane: fara a avea acest drept, fie de doud sau mai multe ori, fie
prin introducerea in urnad a mai multor buletine de vot decit are dreptul, fie prin utiliza-
rea unui act de identitate fals sau a unui buletin de vot fals, se pedepseste cu amenda in
marime de la 550 la 750 unitati conventionale sau cu munca neremunerata in folosul
comunitatii de la 100 la 200 de ore, sau cu inchisoare de pina la 2 ani.

Falsificarea, prin orice mijloace, a rezultatelor votarii, se pedepseste cu amenda in
marime de la 650 la 850 unitati conventionale sau cu munca neremunerata in folosul
comunitatii de la 180 la 240 de ore, sau cu inchisoare de pina la 3 ani [5].

Esenta notiunii de coruptie electorala. Coruptia electorala este o forma a corup-
tiei 1n activitatea politica. La randul sdu, coruperea alegatorilor reprezintd o forma a
coruptiei electorale, insd nu se confunda cu aceasta. De obicei, coruperea alegatorilor
vizeaza un numar mare de persoane influentate; in ipoteza coruptiei electorale, nu este
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neaparat sa fie exercitata influenta asupra unui numar mare de persoane. De exemplu, in
cazul coruperii membrilor unui organ electoral, se poate influenta asupra unei singure
persoane sau asupra catorva persoane, pentru ca, de exemplu, in ziua alegerilor, sa fie
inchis localul sectiei de votare si sa fie suspendata votarea, in lipsa unor conditii legale
pentru aceasta.

In afard de coruperea alegatorilor, coruptia electorald cunoaste urmatoarele forme:
finantarea ilegala a campaniilor electorale; utilizarea resursei administrative; coruperea
membrilor organelor electorale, a persoanelor autorizate sa asiste la operatiile electora-
le, a persoanelor de incredere ale concurentilor electorali, a mandatarilor financiari ai
concurentilor electorali, a reprezentantilor mass-media care reflectd mersul campaniei
electorale etc. Nu este exclus ca aceste forme ale coruptiei electorale sa insoteasca coru-
perea alegatorilor. In general, orice comportament de coruptie genereaza un lant vicios,
vulnerabilitati si obignuinta. Deaceea, cel care corupe se va lasa corupt, atunci cand va
avea ocazia.

Toti cei care cumpara voturi in cadrul campaniilor electorale sunt predispusi sa fie
remunerati ilicit, atunci cand se vor afla in functie la primarie, in consiliul local sau in
Parlament. Pentru a se revansa fatd de finantatorii din campania electorala, care le-au
donat bani pentru a cumpara voturi, decidentii politici, odata alesi, vor Incredinta aces-
tor sponsori contracte publice, deci isi vor rasplati finantatorii cu banii publici stransi
la bugetul de stat din taxele si impozitele pe care toti cetatenii le platesc. Cercul vicios
se inchide si fiecare alegator care isi vinde votul va plati Tnapoi, sub forma de taxe si
impozite ce sunt deturnate de la scopurile publice, pentru a intra fraudulos in buzunare
particulare, in contracte de servicii si lucrari publice mult supraevaluate si facute prost
pe bani foarte multi, pe drumuri care se strica imediat ce au fost inaugurate. Mai mult,
contributiile la buget sunt Inzecit mai mari decat banii primiti pentru vot [1], [6].

Incriminarea infractiunilor electorale in legislatia altor stat. De cele mai multe
ori, statele cu o democratie consolidata si statornica au sisteme de drept care protejeaza
eficient institutiile statului de drept si schimbul democratic al puterii de stat in cadrul
unei competitii electorale oneste.

Datorita gradului de maturitate juridica a sistemelor de drept, a legilor penale din
Germania, Austria si Regatul Unit al Marii Britanii si Irlandei de Nord, studierea aspec-
telor ce tin de reglementarea si incriminarea faptelor de corupere a alegatorilor si altor
infractiuni electorale, in legislatia statelor enumerate, prezinta interes deosebit si merita
a fi supuse unei succinte analize. Germania. Codul penal a Republicii Federale Ger-
mane nu a dedicat un capitol aparte incriminarii infractiunilor electorale. Acestea sunt
oarecum sistematizate in cadrul capitolului 4 a partii speciale a Codului penal, capitol
intitulat ,,Faptele penale indreptate impotriva organelor constitutionale si cele privind
alegerile si procesul de vot” (,,Straftaten gegen Verfassungsorgane sowiebei Wahlen
und Abstimmungen”). La articolele 107—108e ale Codului penal legiuitorul german
stabileste reglementari menite sa asigure ordinea si corectitudinea desfasurarii alegerilor
si a referendumurilor. Astfel, sunt incriminate urmatoarele componente de infractiune:
impiedicarea exercitarii dreptului electoral 370 (art.107); falsificarea rezultatelor alege-
rilor (art.107a); falsificarea documentelor ce tin de procesul de vot (art.107b); incalcarea
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secretului votului (art.107¢c); impiedicarea prin violentd a exercitarii votului (art.108);
inducerea intentionata in eroare (,,amagirea’) a alegatorilor in procesul exercitarii drep-
turilor electorale (art.108a); coruperea in procesul exercitarii drepturilor electorale
(art.108b); coruperea 1n cadrul exercitarii votului in alegerile parlamentare europene,
alegerile federale, alegerile landurilor, precum si In organele primare de asigurari socia-
le (art.108e). Din analiza concluzionam ca pentru existenta componentei de infractiune
este irelevant daca alegétorul a votat (sau nu) in modul cerut de mituitor.

In legislatia penald germana ,oferirea, propunerea sau promiterea cadourilor sau
a avantajelor” trebuie sd poarte un caracter concret, individual, de la persoana la per-
soand, de aceia, promisiunile candidatilor electorali din cadrul campaniei electorale re-
feritoare la anumite beneficii sociale, sau cele privind realizarea anumitor interese, de
altfel firesti in cadrul luptelor politice si competitiei democratice pentru putere, nu pot
constitui componenta infractiunii de corupere a alegatorului [2].

Ca si 1n cazul art. 108d al Codului penal german, legea penala austriaca stabileste
la art.261 domeniul de aplicare al articolelor care incrimineaza coruperea alegatori-
lor si incdlcarea drepturilor electorale. Astfel, acestea se aplica procesului de alege-
re a presedintelui, 1n alegerile organelor reprezentative generale si in organele de for-
mare a imaginii statutare (organisme reprezentative) ale societatilor profesionale (in
legislatia Austriei ,,societdtile profesionale” sunt echivalentul ,,uniunilor profesionale”
din legislatia Republicii Moldova), in alegerile generale si directe a autoritatilor execu-
tive ale comunitatilor, in alegerile desfasurate pentru Parlamentul European, precum si
in referendumuri. inca o similitudine cu legislatia germana, tine de faptul ca semnitura
persoanei pe actele juridice de Tnaintare a candidatului pentru alegeri, precum si sem-
natura persoanei pe actul/documentul de inregistrare a initiativei populare are acelasi
regim juridic ca si exercitarea dreptului de vot in cadrul scrutinului electoral sau refe-
rendumului. Pentru a disciplina si mai mult clasa politica, legislatia austriaca referitoare
la finantarea partidelor politice, reprezentatd de Legea federald privind finantarea parti-
delor politice din 2012 vine cu reglementari concrete, stabilind ca ,,statul promoveaza
partidele politice in activitétile lor de participare la procesul decizional politic la nivel
federal prin alocarea anuala a subventiilor” [3].

Specificitatea legislatiei Marii Britanii a fost formata Intr-o perioada indelungata
de timp, fiind modelata de particularitatile dezvoltarii istorice (mare putere coloniala)
si structurarea administrativ-teritoriala (normele avand grad diferit de aplicabilitate in
Irlanda de Nord si Scotia). in afara de faptul ci Marea Britanie nu are o constitutie scri-
sd, Marea Britanie nu are nici un cod penal dupa exemplul codurilor existente in statele
Europei continentale. Lipsa unui cod penal face ca faptele de naturd penald, inclusiv
infractiunile electorale, sa fie stabilite si incriminate n diverse legi speciale. Analiza
prevederilor Legii reprezentdrii populare din 1983 este primordial deoarece stabileste
raspunderea penald pentru incalcarea drepturilor electorale. Coruperea alegétorului in
legislatia britanica este incriminatd ca un element al unui concept mult mai extins de
»practici coruptionale” din cadrul campaniei si scrutinului electoral. Sunt reglemen-
tate ca ,,practici coruptionale” coruperea alegatorului (art.113), influentele necores-
punzatoare (art.115) si ,,personatia” (art.60). Conform Legii reprezentarii populare din
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1983[9], coruperea alegatorilor poate avea loc in cadrul alegerilor pentru Parlamentul
Regatului Unit, Parlamentul European, in carul alegerilor municipale si a referendumu-
rilor desfasurate. Articolul 113 al Legii in cauzd incrimineaza coruperea alegatorilor.
Se considera ca persoana mituieste alegatorul daca recurge la practicile coruptionale.
In definirea ,,practicilor coruptionale” alin.(2) stabileste ci acestea pot consta din acor-
darea in mod direct sau indirect, de la sine sau in numele altuia (fiind intermediar): a) a
banilor, a functiilor pentru un alegator sau pentru o terta persoand, pentru a-1 determina
pe acel alegator sa voteze intr-un anumit fel, sau s se abtina de la vot; b) efectuarea unei
actiuni din cele indicate la lit.a) pentru un anumit alegator, datoritd faptului ca aceasta
a votat Intr-un anumit mod sau s-a abtinut sa voteze; c) a cadourilor sau altor bunuri,
asa cum a fost mentionat mai sus, pentru alegdtor sau pentru orice persoand, pentru a-l
determina sa voteze intr-un anumit fel, sau pentru a-1 returna de la alegeri; sau daca, in
urma oricarui astfel de cadou sau achizitie, cum este mentionat mai sus, sau oricarei
promisiuni facute, el obtine intoarcerea oricarei persoane de la alegeri sau votul alega-
torului respectiv [4].

Conform alin.(1) art.2 al Constitutiei Republicii Moldova, adoptata de Parlamentul
Republicii Moldova la 29.07.199418, ,,suveranitatea nationala apartine poporului Re-
publicii Moldova, care o exercitd in mod direct si prin organele sale reprezentative, in
formele stabilite de Constitutie”. Potrivit alin.(1) art.38 al Legii fundamentale, ,,vointa
poporului constituie baza puterii de stat. Aceasta vointd se exprima prin alegeri libere,
care au loc Tn mod periodic prin sufragiu universal, egal, direct, secret si liber exprimat”.
Tocmai votul universal, egal, direct, secret si liber exprimat este cel care constituie ex-
presia cea mai inalta a suveranitatii nationale ce apartine poporului Repu- blicii Moldo-
va. Printre principiile, care se afla la baza unor alegeri libere si corecte, se numara cel de
libertate a alegatorilor de a-si forma o opinie. Una dintre fatetele acestui principiu o re-
prezinta libertatea alegatorilor de a-gi forma o opinie fara influente de natura oferirii sau
darii de bani, bunuri, servicii ori de alte foloase in scopul determinarii alegatorului sa isi
exercite drepturile sale electorale intr-un anumit mod in cadrul alegerilor parlamentare,
locale ori in cadrul referendumului. Pe de altd parte, coruperea alegatorilor constitu-
ie o forma de abuz a participantului la procesul electoral de statutul pe care-l detine.
autoritatilor elective: cei, care privesc votul alegatorului ca pe o marfa, odata alesi, vor
fi tentati sd-si vanda in mod ilegal atributiile sale (bazate pe au-toritatea functiei si posi-
bilitatile legate de aceasta autoritate) unor persoane fizice sau juridice, unor grupuri sau
organizatii criminale. Toate acestea vin sa demonstreze insemnatatea protejarii ordinii
de drept prin intermediul art.181 CPRM. Din analiza alin. (3) art.1811 CPRM, rezulta
ca nu reprezintd obiectul material sau imaterial al infractiunii de corupere a alegatorilor
acele bunuri care indeplinesc cumulativ urmatoarele conditii:

1) reprezintd materiale sau obiecte de agitatie elec-torala. Potrivit art.1 al Codului
electoral al Republicii Moldova, adoptat de Parlamentul Republicii Moldova
la 21.11.199721, prin ,,agitatie electorala” se intelege actiunile de pregatire si
difuzare a informatiei, care au scopul de a-i determina pe alegatori sd voteze
pentru unii sau pentru alti concurenti electorali. Reiese ca, prin ,,materiale sau
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2)

3)

4)

5)

obiecte de agitatie electorald” se are in vedere materialele sau obiectele ce
contin informatia necesara determinarii alegatorilor sa voteze pentru unii sau
pentru alti concurenti electorali;

poartd numele si prenumele candidatului, respectiv denumirea partidului poli-
tic, semne sau simboluri ale concurentilor electorali;

se concretizeaza in: afise; pliante; carti postale; calendare; caiete; ilustrate; pi-
xuri; brichete; cutii de chibrituri; insigne; ecusoane; CD-uri; DVD-uri; supor-
turi de stocare USB; fanioane; steaguri; carti; pungi; tricouri; chipiuri; esarfe;
fulare. Accentuam ca lista enuntatd supra are un caracter exhaustiv. De aceea,
oricare alte materiale sau obiecte de agitatie electorala (chiar daca: sunt achita-
te din fondul electoral; poartd numele si prenumele candidatului, respectiv, de-
numirea partidului politic, semne sau simboluri ale concurentilor electorali; au
o valoare pentru o unitate care nu depaseste doud unitati conventionale) pot sa
reprezinte obiectul material sau imaterial al infractiunii prevazute la art.1811
CPRM;

sunt achitate din fondul electoral.Conform art.38 al Codului electoral, con-
curentul electoral deschide la banca un cont cu mentiunea ,,Fond electoral”,
virand 1n el mijloace financiare proprii, sume banesti primite de la persoane
fizice si persoane juridice din tara. Virarea acestor sume in contul concurentu-
lui electoral poate fi efectuatd numai cu acordul prealabil al acestuia. Plafonul
mijloacelor ce pot fi virate in fondul electoral al concurentului electoral se
stabileste de catre Comisia Electorald Centrala (alin.(2)); concurentul electoral
confirma la Comisia Electorala Centrald persoana responsabila de finante (tre-
zorierul). Concurentul electoral care nu deschide un cont la bancd cu mentiu-
nea ,,Fond electoral” informeaza despre aceasta Comisia Electorala Centrala
(alin.(3)); persoanele juridice pot vira sumele banesti pe contul ,,Fond electo-
ral” numai prin transfer,cu o notd informativa despre existenta sau inexistenta
cotei straine in capitalul statutar (alin.(4));

valoarea lor pentru o unitate nu depaseste doud unitdti conventionale. Daca
lipseste macar una dintre cele cinci conditii enuntate supra, bunurile respec-
tive vor constitui obiectul material sau imaterial al infractiunii specificate la
art.181' CPRM. In alt context, in afard de bani si bunuri, serviciile si alte foloa-
se sunt cele care pot reprezenta obiectul material sau imaterial al infractiunii de
corupere a alegatorilor [1], [5].

Concluzii si recomandari. Primul aspect care se constatad prin cercetarea mate-

riei este ca infractiunile electorale au ramas aproape neschimbate de-a lungul istoriei,
iar modalitatea de incriminare a faptelor in materie este similara in dreptul comparat.
Aceasta realitate este pe undeva previzibila avand in vedere faptul ca modalitatea de
realizare a scrutinului s-a modificat foarte putin de-a lungul anilor. Un proces electo-
ral presupune, si a necesitat intotdeauna, o listd de alegatori, o campanie electorala,
candidati si persoane cu drept de vot, buletine, urne etc.

Interesant este ca infractiunile electorale protejeaza integritatea votului si corec-

titudinea rezultatului sau indiferent de modalitatea, loiald ori nu, In care este conce-
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put in mod fundamental sistemul electoral. Astfel, votul fara drept era sanctionat si in
conditiile existentei censului drept criteriu de delimitare a persoanelor care au drepturi
electorale. La fel si atunci cand votul era rezervat doar barbatilor, ori doar unor categorii
etnice sau rasiale. Ce intelegem de aici este cd, inainte de toate, infractiunile electorale
au menirea de a proteja democratia exclusiv in situatia In care sistemul electoral Tnsusi
este conceput pornind de la principiile unui vot de acest tip: universal, egal direct, liber
etc.. Altfel, va constitui o modalitate in plus ca cei privilegiati sd isi poatd perpetua pu-
terea. De asemenea se remarcd existenta unor situatii In care existenta unor procedure
electorale apare mai mult ca o metoda de promovare decat ca un mecanism democratic.
Astfel faptele apar incriminate in contextul unor regimuri politice evident nepreocupate
de liberul exercitiu al drepturilor electorale [6].

Prin urmare infractiunile electorale pot sd protejeze efectiv corectitudinea si in-
tegritatea votului doar Tn masura In care autoritdtile statelor fac eforturi pentru a le
aplica, altfel nu reprezinta altceva decat forme fara fond. Codul penal alege sa confere
infractiunilor electorale mai degraba un caracter general, acesta conditionand foarte rar
comiterea infractiunii de o anumita calitate a subiectului activ. O astfel de maniera de
reglementare a infractiunilor electorale este rar intalnita in sistemele penale contempo-
rane. Tocmai de aici a rezultat si clasificarea acestora in functie de calitatea subiectului
activ, in: fapte comise de functionarii publici; fapte comise de functionarii electorali;
fapte comise de candidati, membri ai partidelor politice ori simpatizanti ai acestora; si
fapte ce pot fi comise de orice persoana. Pentru a remedia situatia, ar trebui sa se intervi-
na prin introducerea in titlul privind infractiunile electorale a unui text care sa determine
pedepsirea mai severd a comiterii oricaror altor fapte de natura penald in contextul, ori
in legatura, cu desfasurarea unui scrutin [1].
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