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Introducere/Intoduction

Prezentul volum reuneste o serie de comuniciri prezentate cu ocazia conferintei
New Trends in Language Didactics/Noi orientdri in predarea limbilor strdine, organizatd
in cadrul proiectului Comenius Clipflair — Foreign Language Learning through Interac-
tive Captioning and Revoicing of Clips, sub egida Catedrei de Limbi Moderne Aplicate
din cadrul Facultitii de Litere a Universitdtii ,Babes-Bolyai” din Cluj-Napoca in peri-
oada 9-10 mai 2014. Conferinta a fost promovati in cele mai cunoscute portaluri de-
dicate conferintelor internationale, a reunit o serie de cercetitori, cadre didactice si
doctoranzi interesati in discutarea unor metode inovatoare de predare a limbilor stri3-
ine, si s-a inscris intr-o serie mai largd de manifestdri ce au avut loc la nivel national
si international in acest domeniu.

Organizarea de ansamblu a volumului NTLD2014 cuprinde patru mari domenii:
Metode de predare/invitare a limbilor strdine, Comunicare, Traductologie si Platforme
educative. Aceastd structurd a permis incorporarea in volum a unor materiale diverse
si a unor perspective de studiu multidisciplinare asupra felului in care este perceputd
si aplicatd predarea limbilor strdine in Romania si in strdindtate.

JORCRN
WHE R

The present volume gathers research papers presented on the occasion of the confe-
rence New Trends in Language Didactics/Noi orientiri in predarea limbilor striine, or-
ganised within the framework of the Comenius project Clipflair — Foreign Language
Learning through Interactive Captioning and Revoicing of Clips by the Modern Applied
Language Department of the Faculty of Letters (Babes-Bolyai University, Cluj-Napo-
ca, Romania) on May 9-10, 2014.

The conference was widely promoted alongside other national and international
conferences on well-known web portals and drew together researchers, teachers and
Ph.D. candidates interested in the area of innovative foreign language teaching and
learning.

The volume is structured along four major axes: Methods for Teaching/Learning
Foreign Languages, Communication, Traductology and Educational Platforms. This allows
for the presence of a wide variety of materials and covers interdisciplinary perspec-
tives on foreign language teaching as approached by researchers in Romania and
abroad.
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Didactique des langues:
Approche intégrée des savoirs
et du multilinguisme!

Manuel Célio CONCEICAO
Universidade do Algarve, Faro, Portugal/
CLUNL - Universidade Nova de Lisboa, Lisboa, Portugal

Abstract: New perspectives about teaching/learning languages must meet the needs
of the society with incessant mobility and integration problems. Languages are of-
ten a problem for integration but their didactics must develop models that have an
integrated approach to linguistic diversity, to multilingualism, to knowledge and to
professions. After the discussion of the epistemological changes caused by the con-
textual evolution, we present the specificities of this educational approach.

Mots-clés : 'enseignement/apprentissage des langues, politique linguistique, MOOC
(Massive Open Online Courses), REL (Ressources Educatives Libres), projet MIME.

Cuvinte-cheie: predarea/invitarea limbilor strine, politica lingvistici, MOOC, REL.

Lenseignement/apprentissage des langues est un aspect structurant de la vie en so-
ciété puisque la langue en est un pilier fondamental pour l'organisation politique et
sociale, l'expression culturelle et les échanges économiques. Il y une dépendance sy-
métrique entre I'évolution des particularités de l'existence humaine en société et leur
rapport aux langues. Le contexte d'utilisation des langues et des besoins linguis-
tiques est donc une des conditions de leur enseignement et apprentissage.

Le contexte d’enseignement/apprentissage des langues? et les besoins sociaux
dans ce domaine souffrent en permanence des changements qui nous obligent 2
revisiter les approches didactiques pour contribuer pour leur respective adaptation.
Le plus grand des changements est celui du paradigme qui est passé d'une économie
industrielle a une économie des connaissances (Williams, 2010). D'un c6té, le role
des langues dans nos sociétés est vu en tant que I'instrumentalisation qui mene a les
envisager en tant que marchandises et qui considere les compétences linguistiques
en tant que compétences transversales pour 'employabilité, la compétitivité, la crois-
sance, comme le fait en ce moment 'Union Européenne sous le projet Education

Ce travail est financé par des Fonds Nationaux de la FCT — Fundacfo para a Ciéncia e a Tecno-
logia, dans le cadre du projet PEst-OE/LIN/UI3213/2014.
Toute la réflexion dans ce domaine est ici centrée sur le public adulte, l'enseignement supérieur

ou la formation continue.
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Manuel Célio CONCEICAO

and Training 2020 (ET 2020). D’un autre c6té, ce rdle est associé a une dimension
écologique, de manifestation d’'identité et s’inscrit sous une dimension ethnolo-
gique. Entre les deux se jouent des tensions qui déterminent les positionnements
des politiques des langues, de leur didactique et méme du maintien de la diversité
linguistique.

D’un point de vue épistémologique, la théorisation dans ce domaine est bouscu-
1ée par les impositions des mobilités, par les besoins d’inclusion, par la prise en con-
sidération de savoirs préalables (plus ou moins fragmentés et fragmentaires), par
une nouvelle conceptualisation des langues dans les métiers et, entre autres, par les
rapports de pouvoir entre les langues en présence et les répertoires linguistiques
d’enseignants et apprenants. Ceci revient a dire que les concepts méme de langue et
de compétence linguistique doivent étre envisagés différemment dans le cadre des
sciences du langage et de la communication, de la sociologie de la culture et de I’éco-
nomie.

Que le langage humain est l'expression de l'essence de ’homme n’est plus a dis-
cuter et, par la suite, dire qu'une langue (au sens saussurien) est l'expression de I'en-
tité d'une communauté, d'un groupe n'est pas non plus chose nouvelle. Les catégo-
ries deviennent plus floues lorsque le lien entre langue est territoire se perd et lors-
que la dimension de la virtualité est a considérer aussi. La territorialité n'est plus un
trait de définition d'une langue et le fait que les locuteurs interagissent, l'utilisant en
temps réel, a des milliers de kilometres de distance au sein de contextes multilingues
tres diversifiés mene donc a une délimitation du concept de langue bien différente.
Quoi qu’il en soit, par la verbalisation, quelle que soit la langue, elle exprime des
parties d'identité et la construction du sens commun avec les récepteurs est un atout
pour la reconstruction identitaire. Il ne s’agit plus de la relation injective une langue
correspond 2 une identité. Chaque locuteur exprime son identité par I'actualisation
en discours des parties de son répertoire linguistique, cest a dire des utilisations qu’il
fait de chacune des langues qu’il connait. A chacune d’entre elles il associe des traits
identitaires qui découlent du contexte de communication, de I'intention communi-
cative et de sa compétence linguistique spécifique. Ceci montre le besoin du main-
tien de la diversité et, dans ce cas, le besoin denseignement/apprentissage des
langues se produit sous une intention d’augmentation des possibilités de verbalisa-
tion, du respect de l'autre et du maintien identitaire, ou de sa reconstruction mais
sans annuler 'identité premiere (qui pourrait étre associée a la langue 1).

A partir de la deuxieme moitié du siécle dernier, avec le changement des rapports
de pouvoirs entre les langues et 'avénement d'une langue de communication inter-
nationale, I'anglais, faussement appelée lingua franca, une instrumentalisation des
langues s’est produite et elle a, aujourd’hui, une trés grande ampleur. Institutions,
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Didactique des langues: Approche intégrée des savoirs et du multilinguisme

personnes, programmes hationaux et internationaux présentent la langue simple-
ment comme un code pour exprimer la science, les savoirs. Il s’agit d'une conception
instrumentale, réductrice qui oublie que Cest par la langue, cest dans la langue que
nous pensons, que nous produisons et transférons du savoir, des connaissances.
Comme l'affirme le titre du livre de Gutierrez Rodilla (1998) « la ciencia empieza en
la palavra ». Il y a une branche du marché des langues et des industries de la langue
pour laquelle les données linguistiques se voient privées de leur dimension extralin-
guistique (conceptuelle, communicationnelle, situationnelle) sine qua non et sem-
blent se transformer en faits acculturées. Ces approches facilitent 'augmentation de
pouvoir d'une langue par rapport aux autres et soutiennent les propos qui défendent
une langue pour la science au détriment de la diversité linguistique ; ce qui revient
a mettre en évidence une supposée neutralité® des langues par rapport a ce quelles
verbalisent. L'instrumentalisation est visible par le fait que les langues deviennent
des marchandises et les compétences linguistiques des biens a faire valoir sur le
marché de 'employabilité et de la compétitive. Ces biens sont attestés et valorisés par
la puissante industrie de la certification.

Au sein de la dichotomie identité et instrumentalisation, les réponses aux questi-
ons, telles que : a) pourquoi apprendre/enseigner des langues ?, b) quelles langues ?,
c) comment apprendre/enseigner les langues ?, sont a chercher par la didactique des
langues qui doit donc trouver de nouvelles tendances. Les méthodologies et les pra-
tiques se voient imposer des besoins d'immédiateté, de fonctionnalité, des luttes de
marketing pour la promotion de l'enseignement/apprentissage de certaines langues,
une certaine relativisation de 'apprentissage formel associé au besoin de reconnais-
sance et de valorisation de I'informel et du non formel. La virtualisation de l'ensei-
gnement et la déterritorialisation des langues sont aussi des conditions détermi-
nantes pour la didactique des langues. Tout ceci bouclé la certification qui impose
que tout savoir se doit mesuré par une standardisation préalable.

Les contextes des sociétés contemporaines, dans lesquelles la mobilité de popu-
lations est une constante, accentuent les besoins de connaissances sur les langues.
Duchene et alii (2013) présentent le rapport entre langues, mobilité et inégalités so-
ciales. La vision simpliste dirait que le fait de connaitre une langue de communica-
tion internationale annule ces besoins puisque « tout le monde parle anglais ». Cela
ne correspond en aucun cas a la vérité. Si dans le passé, les mobilités se faisaient
dans un seul sens, elles se limitaient a des raisons économiques ou politiques et se

3 Wierzbicka (2014) discute cette question de la neutralité des langues pour soutenir I'impossibi-

lité de son existence.
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caractérisaient par des périodes longues, de nos jours, méme si celles-ci se maintien-
nent, la circulation de personnes a des raisons multiples, avec des durées trés va-
riables, elle se fait dans plusieurs sens avec un va et vient permanent. Ces sont les
mobilités d’étudiants qui durent d'un semestre a plusieurs années, les mobilités de
travailleurs qui peuvent changer de pays et de contexte linguistique plusieurs fois.
Ce sont encore des mobilités de biens et de services et il y a de plus en plus de mo-
bilités non physiques que la virtualisation du travail et des échanges culturels et éco-
nomiques permet ou ce qui est désigné par internationalisation sur le campus, pour
les étudiants et le personnel de 'enseignement supérieur, par exemple. Néanmoins,
I'approche de la thématique des langues ne peut se passer de tenir en compte qu'il y
a de populations qui restent toute leur vie au méme endroit et qui ne participent pas
a ces mouvements démographies; ce qui pose des problémes particuliers en qui con-
cerne par exemple la motivation (voire le non besoin) pour I'apprentissage d’autres
langues que la (les) sienne(s).

En conséquence des mobilités, des problémes d'intégration se posent et les déci-
sions de politique linguistique doivent étre prises dans 1’équilibre/le compromis*
entre ces deux faces du méme probleme. La mobilité réussie dépend de I'intégration
dans le nouveau contexte et les langues jouent le réle principal puisque la commu-
nication détermine 'intégration. Envisageant 1'équilibre du point de vue des langues,
seulement, il faut dire qu’il doit étre atteint pour, d'un c6té, ne pas imposer la langue
dorigine et, d'un autre c6té, pour ne pas la perdre ou la décapitaliser.

Autre aspect qui doit étre tenu en compte dans les nouvelles tendances en didac-
tique des langues est le rapport de pouvoir entre les langues, qui encore une fois,
décapitalise certaines langues au détriment de la promotion d’autres. Cest ce qui se
vérifie dans les domaines de la recherche, par exemple, ou I'anglais est omniprésent
et les autres langues se voient amputées par perte de terminologies, de domaines, de
discours. Cela va jusqu’a faire croire que si ce n'est pas écrit en anglais (souvent mau-
vais anglais) n'est pas excellent et jusqu’a faire passer l'idée que les autres langues
n'ont pas les ressources pour dénommer les résultats de la recherche.

Les spécificités ci-dessus présentées, génériquement congues dans le cadre du
dialogue interculturel, font donc naitre des besoins linguistiques qui vont, a leur
tour, justifier les options méthodologiques et didactiques de I'enseignement/appren-
tissage des langues. Lapproche didactique doit considérer tout ceci en parallele avec
les dimensions écologiques et instrumentales des langues, puisque leurs locuteurs

4 Cette thématique est au centre du projet MIME — Mobility and Inclusion in Multilingual Europe
(http://www.mime-project.org), projet européen financé par le FP7 et pour lequel le mot
l'équilibre/le compromis (trade-off) est le noyau central de la recherche.
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doivent créer avec elles un sentiment d’identification personnelle et collective, qui
moule leur identité, et doivent aussi voir clairement l'utilité de cet apprentissage du
point de vue professionnel, par exemple.

Lenseignement/apprentissage des langues, en d’autres mots, leur didactique,
doit, ainsi, étre vu sous une approche intégrée des savoirs, des besoins et des langues,
doit étre capable de partir les savoirs et des représentations existantes et doit associer
les dimensions formelle, informelle et non-formelle des apprentissages. Lapprenant
est au centre des préoccupations et toutes les stratégies sont congues en fonction de
ses besoins personnels et sociétaux et de ses objectifs. On en est au «fait sur me-
sure », abandonnant la conception de la classe de langue ot1, soit I'enseignant soit le
contenu, étaient au centre. Il s’agit de promouvoir des compétences qui découlent
d’une rigoureuse délimitation des résultats d’'apprentissage et des rapports entre les
objectifs, les méthodologies et les contenus.

Dans le parcours du processus denseignement/apprentissage qui va de I'identi-
fication des besoins linguistiques (quelle(s) langue(s), pour quoi faire et dans quel
contexte) jusqu’a la certification des connaissances acquises et des capacités de les
utiliser dans les contextes adéquats, respectant des critéres de qualité, tous les pas
structure du curriculum (quel que soit le type ou le mode formation) sera congue en
fonction des besoins des apprenants et des contextes sociaux, économiques, cultu-
rels ainsi que des contextes linguistiques pour tenir bonne compte des rapports de
pouvoir entre les langues et les répertoires linguistiques en présence. Cette structure
détermine les contenus, les stratégies pédagogiques et les procédures d’évaluation
des acquis. Les stratégies peuvent inclure des activités présentielles ou non, puisque
la virtualisation permise par exemple par apprentissages en tandem a distance, part
les MOOC (Massive Open Online Courses) et /ou avec des REL (Ressources Educa-
tives Libres)® peuvent se constituer comme des atouts.

Pour ce qui est du rapport entre objectifs et résultats espérés, une nouvelle ten-
dance didactique doit étre construite en respectant ce qui est dénommeé par le terme
compétences du XXIeme siecle. Dans les différents référentiels (Voogt et Roblin,
2012) existant dans les organismes internationaux (OCDE, Union Européenne ou
UNESCO, par exemple), il y a des compétences qui sont toujours ou presque tou-
jours mentionnées. Elles sont : la créativité, la pensée critique, la résolution de pro-

5 Cf. Déclaration de Paris sur les REL 2012 qui explique I'importance de ces ressources pour
I’éducation, in http://www.unesco.org/new/fileadmin/MULTIMEDIA/HQ/CI/CI/pdf/Events/
French_Paris_OER_Declaration.pdf.
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blémes, la collaboration, I'interculturel et la citoyenneté, la communication, l'utilisa-
tion des technologies de I'information et de la communication, la productivité et,
finalement, la capacité de faire tout ceci selon de criteres de qualité. Il s’agit d'un défi
complexe pour le domaine de I’éducation, en général, et, en particulier, pour l'ensei-
gnement des langues. Il est donc clair que I'apprentissage de langues ne se fait pas
pour communiquer, au sens de I'échange de messages entre locuteurs mais elle a
aussi un role dans la formation, dans le développement. Enseigner/apprendre les
langues ne peut étre fait que sous une approche intégrée entre les connaissances sur
les langues, les connaissances sur les contextes et les intentions d’utilisation de ces
langues et le développement personnel et en société.

Ces tendances didactiques, centrées sur I'apprenant, doivent revendiquer, sans
hésitations, la promotion de capacité de pensée d’'ordre supérieur® qui permet l’asso-
ciation entre savoir et savoir-faire, cest a dire qui permet l'utilisation des connais-
sances linguistiques appropriées aux contextes de communication et intriquées avec
les connaissances spécialisées du domaine d’activité. Apprendre la langue n'est pas
uniquement connaitre sa structure, cest savoir choisir parmi I’éventail de possibilités
dexpression celles qui sont les plus précises du point de vue socio-communicatif,
terminologique et stratégique pour garantir l'efficacité et la qualité de I'interaction.

Suite aux mobilités ci-dessus citées et aux échanges permanents de notre contexte
globalisé, langue est entendu ici comme générique puisque les besoins de la société
se traduisent en plusieurs langues et en des besoins a des niveaux de connaissances
éventuellement différents de chacune de ces langues. Il s’agit de multilinguisme’,
cest a dire de l'utilisation par les locuteurs de différentes langues (ou variantes de
ces langues) dans leurs interactions au quotidien. Le répertoire linguistique d'un lo-
cuteur est, ainsi, I'ensemble des possibilités de verbalisation et de communication
en différentes langues (ou différentes variantes de langues). Apprendre des langues
ou améliorer les connaissances linguistiques revient donc a dire augmenter son

6 Nous utilisons pensée d'ordre supérieur comme traduction de HOTS (high order thinking
skills). HOTS et LOTS (low order thinking skills) sont des catégories de la psychologie cognitive
dont les applications au systéme éducatif ont été présentées, entre autres, par King et alii (1998).
Elles sont ancrées sur le cone de Dale. Edgar Dale (1900-1985) a présenté, a partir du milieu des
années 40 du siécle dernier, I'apprentissage en termes d’expérience et dont la représentation qui
va du réle passif au réle actif de 'apprenant est un cone.

Le concept de multilinguisme a évolué, lui aussi, en fonction de I'évolution des besoins linguis-
tiques de la société. Au sein du Conseil Européen pour les Langues/European Languages
Council un groupe s’est constitué pour analyser cette évolution. “Rethinking Multilingualism”
http://www.celelc.org/activities/Working_groups/Concluded-Working-Groups/
Rethinking_multilingualism/index.html.
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répertoire linguistique, augmenter les ressources communicatives disponibles. Cet
apprentissage a souvent été fait en contexte éducatif formel et sous une acception
additive des langues, une conception monolingue du multilinguisme. De nous jours
elle se fait de plus en plus par des voies informelles et non formelles et il faut 'envi-
sager sous une acception « simultanée » du multilinguisme. Le locuteur doit savoir
non seulement changer de registre et de niveau de langue en fonction de la situation
de communication et de 'interlocuteur mais il doit aussi savoir changer de langue
une ou plusieurs fois. C'est dans cet apparent chaos social de l'utilisation des langues
que leur didactique doit créer des nouvelles formes d’agir pour que les apprentis-
sages continuent a créer des sentiments de sécurisation linguistique et communica-
tive lorsque le va et vient entre langues s'opére.

La didactique des langues, visant la promotion de compétences, agit aussi sur les
représentations pour permettre cette sécurisation mais sa tiche sera plus aisée si les
apprenants y voient facilement le rapport avec leurs besoins, avec leur activité ; ce
qui est aussi un élément de motivation pour l'apprentissage. Lenseignement/ap-
prentissage des langues dans cette perspective misera sur la rentabilisation des con-
naissances que les apprenants ont dans les autres langues, pour comparer sans
opposer, mais aussi sur la mise en rapport fréquente avec les savoirs, les métiers et
la formation. Il integrera ainsi les terminologies et les discours propres aux spéciali-
tés et aura parmi ses objectifs le développement de compétences dans les domaines
de la gestion de l'information et de la gestion des connaissances (compétences de
métacognition) ainsi que la promotion de la capacité de communication en contextes
multilingues et multiculturels. Cette intégration permettra, par exemple, la mobili-
sation de ressources entre les langues et les mécanismes d’intercompréhension dans
les langues de méme famille.

Les langues étant enseignées sous cette approche intégrée, le locuteur se verra
pourvu de plusieurs compétences® qui vont bien au dela de la compétence linguis-
tique. A la compétence linguistique sont associées la compétence communicative
contextualisée, la compétence dans le domaine d’activité, la compétence profession-
nelle et, surtout, la compétence multilingue, qui est la compétence de gérer et utiliser
les différentes langues de son répertoire en fonction des intentions et des besoins de
communication. Dans ce cas on peut vérifier le vrai décloisonnement entre les
langues et entre les langues et les savoirs. Un locuteur aura, sans doute, des niveaux
de compétence dans chacune des langues de son répertoire et veillera a adapter (par

8 Lacception de compétence ici suivie est celle du Cadre Européen Commun de Référence, a
savoir : “ensemble des connaissances, des habilités et des dispositions qui permettent d’agir”

(p.17).
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I'apprentissage) chaque niveau aux besoins d'utilisation de la langue o1 a 'intérét
qu’il lui porte. La question de I'intérét est celle qui se pose dans le cas de la langue
personnelle adoptive, telle qu'elle est définie dans le rapport du Groupe d'Intellec-
tuels pour le Dialogue Interculturel (2008), connu sous le nom de rapport Maalouf.

Dans le cadre complexe décrit pour 'enseignement et apprentissage des langues
qui peut se synthétiser par de 1'équilibre entre la promotion de connaissances lin-
guistiques (multilingues) per se et leur instrumentalisation en fonction des besoins,
deux autres sources de difficultés surviennent : a) comment garantir la qualité des
pratiques denseignement et des résultats de 'apprentissage ? b) comment évaluer
les connaissances et certifier les compétences » Les deux vont de pair. D'un c6té, tout
le systéme, de la formation des enseignants aux pratiques d’évaluation, a été congu
pour des pratiques monolingues strictes et trés proches des savoirs et des compé-
tences presque purement philologiques qui se penchent plutét sur la connaissance
du systéme linguistique. D’un autre coté, le succes, I'intégration et le développement
identitaires et professionnels des locuteurs dépend de connaissances terminolo-
giques et de compétences de stratégie discursive en contexte multilingue.

La qualité de l'enseignement/apprentissage des langues est validée par des
criteres d’efficacité de l'interaction, étant celle ci garantie par 'usage de structures
linguistiques, terminologiques et pragmatiques appropriées a la situation de
communication. Cette qualité doit étre garantie par tous les intervenants (ensei-
gnants et étudiants), a tous les niveaux du processus (planification, implémenta-
tion/exécution, adaptation, évaluation) et que ce soit au niveau du contenu linguis-
tique ou au niveau du contenu/des connaissances non linguistiques. Um modele de
qualité qui inclut toutes ces particularités est, par exemple, celui qui a été construit
et testé au sein du réseau LANQUA - Language Network for Quality Assurance,
(www. langua.eu). Ce modele vise le développement des pratiques réflexives et a été
congu dans un cadre oi1 le domaine des langues a été divisé en cinq sous-domaines :
communication interculturelle, apprentissage des langues, langue et littérature, En-
seignement de Matiéres par 1" Intégration d une Langue Etrangeére (EMILE) et for-
mation de professeurs de langues. A la garantie de la qualité du processus s’associe
la qualité du produit, cest a dire la qualité des résultats de 'apprentissage, que me-
sure I'évaluation.

Lévaluation des connaissances acquises et des compétences développées dans le
cas du multilinguisme et de I'approche intégrée entre savoirs/métiers et langues ne
peut se faire selon des procédures d’évaluation de la compétence linguistique stricte,
tel que le font les méthodes plus traditionnelles qui accordent plus de poids a la
composante écrite (surtout production). Toutes les capacités (compréhension et pro-
duction, oral et écrit) doivent étre évaluées, bien quévidemment, selon la structure
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du curriculum et les objectifs de la formation ou de la validation, 'évaluation puisse
étre partielle. Ceci ne répond toutefois encore aux pratiques plus haut décrites. II
faut des descripteurs pour I'évaluation des aspects multilingues, des aspects de I'in-
teraction, des aspects métacognitifs, des aspects de nature interculturelle® et de par-
tage de savoirs, de la mise en rapport entre les langues et de domaine du savoir ou
spheére d’activités quelles verbalisent. Les niveaux de langue décrits par le Cadre Eu-
ropéen de Référence pour les Langues ne présentent pas suffisamment de descrip-
teurs’® qui puissent rendre compte de ces aspects. Une liste structurée et plus
exhaustive de descripteurs d’évaluation de la compétence multilingue et des aspects
ci-dessus cités a été élaborée par les membres du projet MAGICC — Modularisation
des compétences de communication académique multilingue et multiculturelle
(www.magicc.eu). Ils dérivent du cadre conceptuel du projet (Risinen et alii, 2013) et
ont été testés par des scénarios multilingues en plusieurs universités. Leur applica-
tion aussi objective que possible en situation d'évaluation a aussi été testée par des
outils de transparence, ce qui montre une possibilité évaluation assez exhaustive de
la compétence multilingue'™.

Dans le méme projet, et 2 la suite de I'évaluation, un modéle de certificat est pro-
posé pour garantir que la certification se reporte effectivement a I’évaluation. Toutes
ces informations peuvent étre organisées dans un e-portfolio, qui est la meilleure
expression de 'approche intégrée entre la compétence multilingue et les savoir-faire,
utilisable en contexte professionnel. Les certifications officielles ou reconnues de
compétences linguistiques en sont restées aux conceptions monolingues (méme si
les compétences en plusieurs langues sont certifiées elles le sont toujours individuel-
lement) et elles ne donnent que des informations parcellaires aux potentiels em-
ployeurs. La certification en résultat des tendances et des besoins en didactique des
langues énoncées jusqu’ici montrera :

«—Tefficacité de la communication dans un contexte multilingue et multicul-
turel ;

9 La dimension interculturelle de la compétence multilingue est présentée et discuté dans Con-

ceigao (2012).

10 Maurer (2011) présente une lecture critique du Cadre Européen Commun de Référence pour
les Langues.

11 T'utilisation interactive des données du cadre conceptuel de MAGICC selon le type d’activités
(lire, écoute, parler, parler en interaction, écrire, auto-apprentissage, examiner), le compétences
(communication, interculturelle, stratégiques) est disponible sur
http://sepia.unil.ch/magicc/#.
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« la prise de conscience du contexte et de I'objectif de la communication et des
stratégies pour améliorer la qualité de la communication ;

« la flexibilité, I'adaptabilité et la gestion de I'ambiguité dans un contexte mul-
ticulturel ;

« le respect des codes interculturels et l'ouverture 2 la différence, nécessaire
pour communique avec des personnes venants d’horizons différents »'? (Con-
ceicdo et alii, 2014).

Lapproche intégrée entre les savoirs et le multilinguisme ouvre de nouveaux che-
mins en didactique des langues et développe une compétence multilingue utilisable
en mobilité et qui favorise 'intégration. Elle représente une vision polyédrique des
langues et du multilinguisme qui varie entre la dimension essentielle et identitaire
des locuteurs et la dimension instrumentale de matériau constitutif des domaines
professionnels.

Les perspectives politiques européennes qui mettent en rapport les langues avec
I'inclusion sociale, la croissance économique et le dialogue interculturel, guident ces
chemins dans le sens de la promotion de la communication et des savoirs multi-
lingues et montrent des possibilités de leur évaluation. Pour cette perception multi-
lingue, inclusive et intégrée des pratiques des langues/sur les langues et de leurs
différentes dynamiques, il faut, dores et déja, provoquer le décloisonnement entre
langues et entre langues et savoirs. Les langues doivent étre envisagées en action et
sous deux angles, leur dimension dynamique et leur dimension symbolique, tel que
le soutient Raczaszek-Leonardi (2009). Le multilinguisme efficace et juste est une
pratique indispensable pour le maintien des richesses de la diversité linguistique et
culturelle et pour I'équilibre de I'écologie linguistique.
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Bref historique de l'enseignement du roumain langue
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Abstract: The article reviews the evolution of didactics and materials used in the
teaching of Romanian as a foreign language from 1980 to the present at Cluj
University. From an improvised type of teaching in the first period, with untrained
teachers and rudimentary materials, today we boast with specialised teaching staff
recognised beyond Romanian borders, as well as with teaching materials which are
diverse, modern, adapted and accessible online.
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didactiques RLE, projets RLE.

Cuvinte-cheie: predarea limbii roméane pentru strdini, RLS, scurt istoric al predarii
RLS, materiale didactice RLS, proiecte RLS.

Devant un projet comme ClipFlair, qui propose, parmi les 15 langues, l'enseigne-
ment du roumain par 'intermédiaire de clips vidéo et d'un réseau de socialisation
sur Internet, je ne pouvais ne pas regarder en arriére pour refaire les grands pas du
RLE dans ce quon peut déja appeler son « histoire ».

Personnellement, je me rappelle les années 70 — le début de l'enseignement du
roumain comme langue étrangeére: dans les universités roumaines, d'une part, et a
l'étranger, dans les lectorats de roumain, qui étaient trés nombreux a 1'époque,
d’autre part.

Il'y a eu, d’abord, les « manuels uniques » (dits aussi « du Ministére »*), d'une
qualité professionnelle discutable — surtout par rapport aux outils denseignement
avancés déja existants depuis longtemps en Europe pour les langues de grande cir-
culation. C’était des livres imprimés sur un papier de mauvaise qualité et dans des
conditions techniques et de mise en page trés primitives. Un de ces manuels, le cé-
lebre livre de Boris Cazacu, avait été congu pour les lectorats roumains a I'étranger,
dans de meilleures conditions graphiques, et avec un contenu supplémentaire de
culture et civilisation roumaine. Il devenait une vraie « Bible » pour une longue pé-
riode de I'histoire du RLE.

* Le Ministére de 'Enseignement, qui gérait et approuvait les outils d'enseignement.
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Les premiers manuels ont eu comme auteurs des professeurs de I'Université de
Bucarest, la seule, au début, qui proposait des cours pour les années préparatoires
des étudiants étrangers en Roumanie. D’autres universités ont petit a petit com-
mencé a enseigner le roumain aux étrangers, avec, comme a Bucarest, des ensei-
gnants non formés pour la discipline, mais qui commencaient a comprendre — sur-
tout face au nombre impressionnant d'‘étudiants étrangers qui recevaient des forma-
tions supérieures dans les années 80 dans les universités roumaines — qu’ils de-
vaient proposer de nouveaux outils d’apprentissage non seulement pour le roumain
langue étrangére (RLE, langue générale), mais aussi pour les langages de spécialité
dans lesquels ces étudiants étaient censés suivre leur enseignement en Roumanie.
C’est le moment o1 prend naissance le roumain langue de spécialité (ROS), visant les
objectifs spécifiques 2 de nombreuses spécialisations universitaires (médecine,
sciences économiques, mathématiques, physique, sciences de la terre, sciences hu-
maines). Cest aussi le moment ol les enseignants commencent a devenir de plus
en plus spécialistes en la matiere et a rédiger des manuels mieux ciblés, mais, le plus
souvent, polycopiés et d'un usage seulement interne (2 une université ou une autre).
Je me rappelle, par exemple, la censure interne et les avis que nous devions obtenir
pour l'utilisation d’'une couleur ou d’'une autre sur la couverture des livres, afin d'évi-
ter certains symbolismes ambigus, pouvant ne pas plaire aux « services » en place
de I’époque.

Une grande avancée a été un programme « du Ministere » mis en place avec la
contribution d’auteurs provenant de plusieurs universités roumaines, pour la publi-
cation de manuels de roumain spécialisé (agronomie, médecine, sciences écono-
miques). Ils sont devenus, a I’échelle nationale, des outils « agréés », mieux cotés
dans le cheminement du roumain vers l'enseignement des terminologies spéci-
fiques et des structures discursives-textuelles des textes spécialisés. En plus, ils
étaient imprimés, et non polycopiés, dans des tirages et avec une distribution natio-
nale satisfaisante.

A partir des années '90, une vraie ouverture se fait tout de suite sentir. En premier
lieu, avec la naissance de maisons d’édition privées, qui vont prendre a leur compte,
pour la publication, des initiatives d’auteurs qui avaient déja accumulé de l'expé-
rience dans le domaine et rédigé des manuels destinés non seulement a des étu-
diants, mais aussi a un public large, selon une didactique mieux adaptée aux stan-
dards internationaux et intégrés dans des projets éditoriaux comprenant plusieurs
langues. C'est le cas du projet « ...avec ou sans professeur », o1 le roumain est publié
aux Editions Echinox. Sont également publiés dans les séries de langues des gram-
maires du roumain qui ne ressemblent plus aux grammaires théoriques pour les
natifs, mieux adaptés aux besoins des apprenants étrangers, et congus dans une
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perspective contrastive plus ou moins explicite. A I'instar du Bescherelle en France,
un premier guide de conjugaison des verbes roumains est édité dans ces mémes
séries, par des auteurs déja bien formés dans la didactique du RLE.

Un peu avant les années 2000, une partie des spécialistes ayant enseigné a 1'Uni-
versité de Cluj vont étre appelés a former des enseignants de RLE pour les écoles
roumaines de Hongrie. Cette formation a été mise en place a Gyula et a Cluj, et cest
lors de ces stages que les collegues hongrois apprennent pour la premiére fois que
le roumain doit étre enseigné différemment aux éleves qui, méme si natifs Rou-
mains, connaissent mal leur langue d'origine ou pas du tout, car ils ne la parlent pas
dans leurs familles, ou trés peu. Les Editions Didactiques Hongroises lancent a ce
moment un programme de publication de plusieurs méthodes auxiliaires pour le
RLE, ayant comme auteurs nos spécialistes de Cluj. Cela équivaut, pour la discipline,
a une traversée des frontiéres, 3 une premiére reconnaissance des enseignants de
Cluj comme formateurs.

A peu prés a la méme époque, le roumain est diffusé en République Moldave, de
fagon similaire, par un grand programme initié par notre Ministere des Affaires
Etrangeres. Et nos manuels sont adaptés pour les locuteurs russophones.

Cette reconnaissance s’agrandit lors de 'appel qui est fait aux enseignants de Cluj
par le Conseil de I'’Europe, de rédiger le « niveau seuil » roumain, le premier des-
criptif de niveau Bl du RLE, en concordance avec le Cadre Européen Commun de
Référence pour les langues (CECR). Il parait en 2002, sous le nom de « Nivel
Prag »**, et sera l'ouvrage de référence pour les enseignants de RLE, en Roumanie
et ailleurs. Les certifications en langues seront organisées sur des bases harmonisées
et dans des centres de langues inaugurés a I'Université de Cluj. Plusieurs guides
seront aussi rédigés dans ces centres pour la préparation aux tests de compétence
linguistique, témoignant, une fois de plus, de la professionnalisation des équipes
travaillant dans l'enseignement des langues a I'Université de Cluj. C'est aussi l'ou-
verture vers les documents et les tests audio pour le roumain. Quant aux documents
vidéo, ils se multiplient avec 'arrivée dans notre université des « traducteurs/inter-
prétes européens » désireux de connaitre le roumain, qui ont besoins de discours
audio-visuels pour s’entrainer a la traduction en simultané.

Le premier projet didactique cohérent pour l'enseignement des langues a 'uni-
versité sera « Autodidact » — Didactique des langues étrangeres et du roumain langue
étrangere dans les universités roumaines, qui s'est déroulé avec la contribution d'une
trentaine d'enseignants de 2006 a 2009: seront rédigés, pour 5 langues, des supports
sur papier et documents audio, des manuels de langue générale et de langages
spécialisés, des cahiers dexercices et des grammaires de référence, en tout, 19

*k

Ses auteurs sont Victoria Moldovan, Liana Pop et Lucia Uricaru.
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« livres », distribuées sur les niveaux allant de Al a C1, pour le roumain, le francais,
I'anglais, I'allemand et le russe. Le tout bénéficie aussi d'une plate-forme en acces
libre sur un site Internet (http://granturi.ubbcluj.ro/autodidact) et s’utilise sur
une grande échelle — dans les universités roumaines, pour les langues de circulation,
et dans les universités étrangeres, pour le roumain.

En paralléle, la participation du roumain dans des projets linguistiques euro-
péens se multiplie. Telle, 'exceptionnelle expérience du projet « L'Europe ensem-
ble » : destiné a des jeunes adolescents censés voyager dans I'Union Européenne et
se familiariser avec d’autres langues, dans des contextes adaptés a leurs iges et a
leurs préoccupations. Le roumain y était partenaire de 7 autres langues : I'allemand,
I'anglais, le francais, l'italien, l'espagnol, le portugais et le suédois. Chaque langue
proposait un guide sur papier pour les professeurs, et une page a part sur le site,
donnant des documents vidéo, diverses animations, chansons et karaoké, poémes et
jeux destinés aux apprenants, textes, quelques rudiments de grammaire et, surtout,
des éléments culturels typiques des pays participants au projet. Le site
www . europensemble.eu est en acces libre, et laisse aux utilisateurs 'option de pas-
sages ponctuels d'une langue a l'autre. La conception de ce projet est un exemple de
méthode moins dirigée par les enseignants, située aux confins de I'informel et d'une
didactique en dehors de la classe.

Le roumain a commencé a intéresser les éditeurs européens de livres d’appren-
tissage pour un public plus large, et s'est vu publié dans les séries trés populaires
d’Assimil. Le roumain sans peine est déja réédité dans plusieurs versions (cest la « mé-
thode », le manuel), alors que le guide du roumain paraitra dans une deuxiéme version
début 2015. Assimil propose des fichiers audio et vise plut6ét un « public voyageur »,
friand de « petits livres » pragmatiques, faciles a manier et amusants.

Avec la jeune génération de spécialistes du RLE, on assiste a un travail trés im-
portant du c6té du roumain pour les non natifs dans les écoles roumaines. Des re-
cherches, des formations et des outils sont en train de transformer I'enseignement
du RLE dans les écoles dans une discipline a part entiére.

Enfin, le grand projet ClipFlair qui touche a sa fin est une nouveauté de plusieurs
points de vue: interaction textes et images dans un milieu virtuel réunissant plu-
sieurs langues; acces aux langues par plusieurs techniques plutét libres; stimulation
d'un public jeune, a la recherche de formations autonomes dans l'espace virtuel et
d’une instruction flexible; autoévaluation; possibilité de « faire des rencontres » et
de se constituer une communauté virtuelle multilingue?; etc.

1 D’un autre c6té, les spécialistes des langues de 1'Université de Cluj, y inclus du roumain, ont

participé a plusieurs grands projets européens sur l'enseignement universitaire en langues
étrangeres (dont DYLAN, MOLAN, IntlUni), et des bonnes pratiques adaptées a ce genre de
public.
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Des premiers pas de l'enseignement du roumain jusqu’a ClipFlair, les généra-
tions ont changé, les méthodes d’apprentissage se sont multipliées, approfondies,
diversifiées et « libéralisées », faisant accroitre la motivation des apprenants, en leur
donnant de plus en plus 'impression de créer eux-mémes leurs outils en langues.
En bref, une passation de pouvoir semble en train de se faire: d'une part, entre les
premiers « combattants » ayant dti défricher les champs, et les plus jeunes ensei-
gnants, actuels créateurs doutils; d’autre part, des activités dans l'espace réel, du pa-
pier, du tableau noir et du crayon, vers des activités dans l'espace virtuel, avec des
clips vidéo et du bricolage de textes sur le clavier. Aux nouveaux défis en langues, la
réponse semble des plus appropriées.
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Rezumat: Prezentul articol propune un scurt istoric al predarii limbii engleze pen-
tru scopuri specifice (ESP) in Universitatea Babes-Bolyai din perioada post-decem-
bristd, cu accent pe provocirile reprezentate de internationalizarea studentilor, no-
ile nevoi de studiu si comunicare academice, pecum si pe noile perspective create
de noua paradigmai a invitirii de-a lungul vietii si de integrarea tehnologiilor infor-
matiei si comunicdrii. Experienta personald a autorului in dezvoltare curriculard si
implementarea unui mediu de invitare mixt (blended learning) pentru predarea ESP
este utilizatd pentru a evidentia beneficiile si provocirile acestor procese, precum
si directii noi de abordare didactic3 si de cercetare interdisciplinari.

Keywords: English for Specific Purposes, BBU language policy, Web 2.0, Wikispaces.

Cuvinte-cheie: predarea limbii engleze ca limbi striini, politica lingvistici a UBB,
Web 2.0, Wikispaces.

1. Preamble
1.1. Background

Teaching English as a Foreign Language (TEFL, TESOL) is an attractive professional
choice, with increasingly varied career and research options. There are few other
teaching areas that involve such rich opportunities for “intercultural communica-
tion, literacy development, creative instructional delivery, or reflective social praxis”,
with the corollary that few other teaching areas involve so much hard work and per-
manent adjustment to ever-changing contexts.

Since the early 1960s, English for Specific Purposes (ESP) has become an increas-
ingly significant area, with various sub-fields gaining recognition and being subject
of (interdisciplinary) research ranging from applied linguistics and communication
to psycho- and sociolinguistics and intercultural studies.

Definitions/delimitations of the field, language use, discourse and genre-based
analyses, teaching approaches, textbook vs. in-house materials choice, specificity of
discourse are but some of the basic concerns of ESP that professionals face when
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engaging in this area. In the following, the author reconsiders the stages of teaching
English for Specific Purposes and English for Academic Purposes for most speciali-
sations in Babes-Bolyai University, in view of proposing a curricular and research
framework adequate to the current status quo of languages for specific purposes.

1.2. Teaching and researching ESP in Romanian Higher Education —
reconsidering the status of a discipline

The timeline of the teaching and study of the foreign languages, particularly English,
in Romanian tertiary education, illustrates an evolution following closely or even an-
ticipating the adjustments to various changes in post-1989 Romanian economic and
social-educational contexts, with the adoption of the Bologna Declaration (2004) and
the admission into the EU (2007) as main highlights.

The transitioning from a curriculum mainly based on general English (GE) to
one increasingly based on learners’ academic and work needs (English for Specific
Purposes (ESP) and English for (Specific) Academic Purposes (ESAP)) was triggered
by the British Council PROSPER programme which assisted higher education insti-
tutions to reform the discipline and created all the premises for it to be largely
adopted in Romania, both at the teaching and the research levels'. This movement
resulted in various programmes and courses for occupational and vocational pur-
poses (Business, Medical, Legal, Tourism and Computer English); in parallel, new
departments of applied and specialised modern languages were set in the most im-
portant academic centres. From 2001, at the recommendation of the European Un-
ion, the validation and language ability scales set up by the Common European
Framework for Languages became staple documents in curricular decisions.

Together with other important Romanian universities, Babes-Bolyai University of
Cluj (BBU) broke new ground with its strategic language policy, adopted in 2001 and
updated in 2006 in the aftermath of implementing the Bologna Declaration (CEC,
2004). Foreign language proficiency certificates (CEFR level B2) are required for ad-
mission in the BA/MA/PhD programs, for participation in European mobilities and
in tenure competitions. Among other things, this policy consisted of “provisions for
the development of skills necessary for European citizens, such as communicational
and (inter)cultural competences, and made references to self-learning and foreign
languages for special purposes” (Oltean 2009).

1 Brief information on the British Council site:

http://englishagenda.britishcouncil.org/consultancy/our-track-record/prosper-
project-romania
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In BBU, the Department of Foreign Languages for Specific Purposes (DFLSP),
the Department of Applied Modern Languages for Economics and Business Admin-
istration, the foreign languages departments of the Faculty of Letters, as well as the
Alpha and Lingua language centres have been responsible for the implementation
of the language policy and the monitoring and evaluation of students’ linguistic
skills, by delivering specialist courses for 2 to 4 semesters and managing language
testing.

1.3. Beginnings — Pioneering a New Discipline (1995-2001)

A brief look at the international literature published prior to and during the 1990s,
brings to attention a great variety of research paths that marked a double transition.
The first was from considering ESP as mainly teaching a general English syllabus
“flavoured” with the vocabulary of a particular field or profession (developed in the
1960s, 1970s) to recognising the importance of sub-technical vocabulary. The second
was a shift to a learner-centred approach informed by new developments in psycho-
linguistics and applied linguistics, such as discourse and genre analysis and linguis-
tic corpora.

As seems to be the case of most ESP practitioners (Jordan 1997), the development
of the DFLSP staff followed more or less the same stages as the discipline that was
taught. Relatively new bibliography was accessible? but it was only in 1997, when R.R.
Jordan’s English for Academic Purposes: A Guide and Resource Book for Teachers was
published, that teachers realised the great amount of research being done in the
1980s and 1990s, with EAP becoming an increasingly dynamic field in the new mil-
lennium (Jordan 2002). On the other hand, this meant that their endeavours matched
the current teaching and research interests in the field; the goals were set to gradu-
ally cover the most important stages: assessing students’ needs, building up a corpus
of discipline-related texts with the help of specialist colleagues, creating an adequate
syllabus to meet curriculum requirements, experimenting with and then choosing
appropriate teaching approaches/methods, and devising efficient assessment tech-
niques.

At this moment, whilst the status of occupational/vocational English was rela-
tively established, the language support offered to students in other specialisations,
where academic study skills and potential internationalisation were the major needs,
was undergoing a process of trial and error in order to make curricular adaptations,

2 Haarman, Leech, and Murray’s Reading Skills for Social Sciences (1988) Oxford, Oxford University
Press, Hamp-Lyons, L. & Courter, K.B. (1984). Research matters. Rowley, Mass: Newbury House,
and Jordan, R.R. (1990). Academic writing course (new ed.).Walton-on-Thames: Nelson
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difficult content decisions needed in adopting adequate textbooks (e.g. Haarman,
Leech and Murray, 1988) and designing in-house materials (struggling, for example,
with the dilemma of the amount of common core versus specific English) and opting
for efficient teaching strategies. In this area, a turn to the recently consolidated fields
of English for Academic Purposes and English for Specific Academic Purposes was
recorded, with increasing preoccupation with academic writing, reading strategies
and differences in academic cultures at large (Jordan 2002).

1.4. Coming of Age — Synchronising with Changes in Higher Education (2001-2006)

A document on BBU language policy (issued in 2001, supplemented in 2006°) was a
crucial breakthrough by setting a visionary framework that gave teachers the oppor-
tunity to synchronise their efforts with the European language policy recommenda-
tions, which subsequently kept being updated in accordance to the transformations
in European and Romanian higher education. Recommendations pertained to all
study levels and included references as to the necessity of providing foreign language
courses for students to be able to reach a B2 competence level according to CEFR.
The multicultural features (study lines) and plurilingual features (courses in interna-
tional languages) created a complex picture of learning and teaching needs. The lan-
guage policies were implemented by two language departments and two language
centres.

The DFLSP devised a complex curriculum based on CEFR, taking into account
communicative, pragmatic, sociolinguistic and linguistic competences, which is still
in place with minor revisions.

The following years the issues of tertiary education internationalisation (cross-bor-
der mobility of students and staff, convergence of educational programmes), academic
study/communication needs and teachers’ continuous development as well as the new per-
spectives growing from the paradigm of lifelong learning (Tremblay & al. 2012, CEC 2001)
continued to be challenges for faculty engaged in teaching ESP and EAP, especially
in specialisations pertaining to sciences and humanities, which needed permanent
curricular adaptations, new courses/learning resources and new teaching ap-
proaches.

Thus, more research was performed into ESP/EAP and study skills fields, with
increasing attention paid to authentic language used in particular situations relevant
to students rather than follow textbooks that were written for other contexts. Conse-
quently, the DFLSP staff started preparing and publishing text and test books tailored

3 Web address: http://www.ubbcluj.ro/en/despre/strategii/politica_lingvistica.html. Un-

fortunately, original no longer available. See http://goo.gl/H1IgNe for archive.org version.
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to the students’ needs and devised for intermediate level, with complementary activi-
ties for remedial and advanced study.

1.5. The Aftermath of Bologna Adoption and EU Admission —
New Challenges (2007—present)

Meanwhile, besides economic and political factors, the expansion of the Internet and
Web 2.0, mobile communication and social media created the background against
which English became a global communication tool (Crystal 2003). More and more
language learning e-content and e-learning systems to improve learning and moti-
vate learners have become widely accessible in sharing systems and as open educational
resources (OECD, 2007). In time, many teachers have incorporated these in E(S)AP
courses either as authentic materials for classroom teaching or supplemental mate-
rials for self-paced, autonomous learning.

Additionally, research studies and reports worldwide pointed out, among other
things, that universities can no longer ignore the societal trends brought about by
technological advance, that while educational change does not depend directly on
technology, it does rely on the approach taken by the human factor, and that peda-
gogical implications of technology are at the heart of and the greatest challenges in
this process.

In 2007, the author took advantage of the language learning context and technol-
ogy integration in BBU and started a process of transition to blended learning as a
strategy to adapt the E(S)AP teaching/learning environment to current higher edu-
cation landscape. A detailed account of the author’s attempt to implement a blended
learning environment in teaching English for Specific Academic Purposes to under-
graduate students of BBU (Faculty of Sociology and Social Work) is presented in the
article (Felea 2013). The focus of the paper was on “the benefits and the challenges
encountered in the process, with the suggested corollary that blended learning ap-
proach is not only a viable solution for integrating technologies and new media in
our university, but, given the existing circumstances, it can be put into practice pro-
vided that institutional support is made available.”

According to Cabrol and Severin, a framework for the design, implementation,
monitoring and evaluation of ICT projects in education should have “student learn-
ing” as a major goal and measurements should aim at learning outcomes that show
“students’ involvement in and commitment to learning” as well as changing of learn-
ing/teaching practices that are “directly linked to the impact and the development of
either general skills or ‘21st century skills’, including an understanding of ICT skill
acquisition.” (2009, pp. 83-85).
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The author used two main axes: inputs and outputs. In terms of inputs, there are
five relevant domains: infrastructure, resources (curriculum, content, and tools),
support, training (human resources), management and policies. From 2009 to 2014,
958 first year undergraduate students distributed in CEFR level groups participated
in the course. The course used a blend of delivery and technology modes: face-to-face
meetings in the classroom (equipped with computer, overhead projector and broad-
band connectivity to the Internet) and wiki-based asynchronous activities. Based on
previous experience and evidence of successful use of Web 2.0 tools in language
learning (Felea, Stanca, 2010, 2011), the author used the wiki hosting service Wik-
ispaces due to its user-friendly interface and easy management?. Content-wise, the
blend consisted of traditional classroom presentations of core concepts and commu-
nicative pair/group work activities and tutorials for wiki use (individual/group work).
Learning materials were available in print handout format and on the wiki platform.
The online component comprised learning units created by the teacher, accompanied
by various self-paced learning activities and third-party internet-based practice. The
wiki specific features sustained interactivity (student to student and student to
teacher) and collaboration. Pedagogical and technical support and help for the learn-
ers (tutorials, online teacher guiding and regular feedback, forums) were permanent
features.

Inputs related to training, management and policies were only partially controlled
by the author because of their institutional nature. Whilst personal agency can be
invoked in the case of teacher ICT competence and their use for education, as well
as application of new pedagogies, which can be developed by means of a personal
learning plan, whilst personal initiative may also influence local (department, in our
case) administrative decisions and, by dissemination of results, attract all the actors
involved, the major challenges of integrating technology concern management and
policies, which depend largely on institutional decision at university and national
level. Factors like lack of support for planning and linking the course project to
broader scale initiatives and lack of budget/incentives for continuity and development
of other (similar or complementary) initiatives may generally act as deterrents for
most teachers.

However, the processes and products developed with this minimal input, as well as
the impact on student learning, sustained the initial investment and the working hy-
pothesis.

Technologically, the wiki platform is freely available and accessible anytime and
anywhere by means of Internet school and home access. It does not need any financial

4 http://www.wikispaces.com/
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investment and requests only basic ICT skills both in development and use. Moreover,
its features support easy revision and automatic collection of user data.

The traditional curriculum was adjusted to include transversal competencies:
ICT and self-directed (autonomous) learning. The blended environment was fo-
cussed on assisting students to access a wide variety of readily available educational
resources in E(S)AP and to evaluate and use them, skills which are increasingly
needed in the current academic and work contexts (Gilbert, 2013). Wiki-based indi-
vidual and collaborative group assignments allowed monitoring of progress from the
stage of emergent usage of ICT to application and integration (Cabrol and Severin,
2009) in three important areas: teacher/student practices, student involvement and
development of skills and competencies. A gradual shift from teacher-centred to stu-
dent-centred classes was recorded, where teacher roles changed into presenter and
tutor offering support in offline and online modes.

As to the achievements registered in the discipline-specific area, most students
became more familiar with accessing and evaluating authentic materials and creating
original content on the wiki. Similarly, activities designed for autonomous/inde-
pendent and reflective learning assisted them in becoming aware of and developing
language learning skills such as self-assessment, setting learning objectives, and find-
ing resources. All of these can be found in most recommendations aimed at teachers
who want to implement blended learning (Tomlinson and Whittaker, 2013). However,
a survey and a statistical analysis of their answers showed that the wiki environment
was adopted successfully by the group of students who had more advanced computer
and Internet skills, a fairly good level of English and were adepts of collaborative learn-
ing (Felea, Stanca, 2010). These results pointed out to further challenges in reconsi-
dering the blend design, teaching materials and teaching methods.

2. Proposals for Curricular Development
2.1 Teaching: Understanding new learners & reconsidering learning pathways

The dynamic context within which E(S)AP is being taught/learned is no doubt a per-
manent challenge. Due to its complex nature, teaching EAP can be considered as a
work-in-progress based on analyses of needs, means and institutional and cultural
contexts. In addition to aspects such as “learners’ goals and backgrounds, their lan-
guage proficiencies, their reasons for taking the course, their teaching and learning
preferences, and the situations they will need to communicate in”, “deliberation on
the kinds of teaching and goals that the learning context offers” (means analysis) and
“consideration of the teachers, methods, materials, facilities and relationship of the

course to its immediate environment” are needed (Hyland, 2010, pp.73-74).
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The following represents a view of courses aimed at developing learning skills
needed in academic study, continuous language learning and lifelong learning.

This proposal draws on the factors mentioned above and the course offer of the
Language Centre of University of Jyviskyli, Finland. It takes into consideration ma-
jor constraints with complex causes and long-lasting effects, such as low proficiency
entry levels, lack of budget for adequate study programmes and staffing. The struc-
ture attempts a balance of compulsory and optional courses and independent/self-
directed modules. It includes: Transferable academic skills, Workplace and Aca-
demic communication.

Under the generic label of transferable skills, the compulsory courses are oriented
toward forming and developing academic receptive and productive skills and strate-
gies. Information management and communication skills are included. The focus
of the course structure varies on the discipline and student needs in academic and
professional environment.

Further on, job seeking and applying; independent and computer-assisted learn-
ing; media and communication in a multicultural workplace; teamwork; social influ-
ence, conference presentation of research; communication within research projects
are but a few of the possible objectives of courses aimed at graduate students.

Optional courses are complementary to the compulsory courses. They are meant
to offer an opportunity to learn and apply practical principles of interpersonal com-
munication and language and culture. In the communication module, emphasis is
placed on psychological, social, cultural, and linguistic factors, which affect public
and person-to-person interaction: communication principles and types, self in writ-
ten and oral communication, cultural differences, verbal and nonverbal communi-
cation, barriers in communication, intercultural communication, and listening
skills. Language and Culture modules are built from an interdisciplinary perspective
and are aimed at students from various specialities. They draw on their study inter-
ests and motivation.

The Learning support: Activate your English — e-learning modules are integrated
skills courses with the major objectives of updating, revising and improving prior
language knowledge. Emphasis is put on developing academic study skills by means
of tasks focused on the four language skills and communication strategies. It is for
independent study and will use an e-learning platform.

2.2 Research: Promoting ICT integration and teaching/learning excellence

In the author’s opinion, the transition from traditional to blended learning is one of
the most relevant and rich research areas for ESP professionals. The rationale for
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ICT integration relies on relatively recent learning theories, which claim that the fol-
lowing factors are important for successful language learning: the interaction hy-
pothesis with rich “comprehensible input” & “negotiated meaning” (Krashen, 1985
and Long, 1985), active and collaborative process-based learning (Riischoff & Ritter,
2001), fostering student autonomy and involving students in the process of learning
and reflecting on target language acquisition and use; individualised learning (Little
and Dam, 1998), interaction for real communication in authentic contexts (in-
put/output; focus on meaning/form) as in Chapelle (1998), social interaction and
collaboration (Vygotsky, 1987), mediated learning; cognitive processes as products of
cultural transmission (Feuerstein,1991), the revised Bloom’s taxonomy.

The local context (Babes-Bolyai University) is provided in the table below. It shows
the many areas in which the introduction of blended learning could be beneficial.

Language provisions Reality check
« language skills in mother tongue + 2 for- « proficiency level is decreasing
eign languages « large classes
« language certificates mandatory for admis- | « cuts in teaching time due to posteBologna
sion in graduation exam and access to grad- curricular decisions and costseffectiveness
uate programmes concerns

« departments for teaching languages for spe-
cific purposes
. standardised assessment by language cen-

tres
ICT integration Reality check
« advanced ICT infrastructure and broadband | ICT integration is not:
access: administration, eslibraries, eclearn- | « accompanied by a set of policies and
ing portal measures to promote the adoption of online
« social media increasingly used for learning
personal/professional development & « supported by human resource/teacher de-
supplement to traditional classes velopment programmes
« local initiatives for integrating open source | « sustained by targeted research in the peda-
LMS gogical effects of online learning

According to Egbert et al. (1999), there are numerous benefits for (language)
learning that a blended environment can foster. For instance, students have the op-
portunity to interact and negotiate meaning, to interact in the target language with
an authentic audience and are involved in authentic tasks; they are exposed and en-
couraged to produce varied and creative language; the online environment gives
them time and adequate feedback by being guided to reflect on the learning process.
Other important advantages include the process of becoming aware of and develop-
ing language learning strategies and, consequently, becoming responsible and au-
tonomous content consumers and creators and active participants in the learning
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process. In their turn, teachers have the opportunity to reflect on and renew their
teaching methods; reconsider their and their students’ roles, become more involved
in quality issues and professional development and become part of an increasing
global community of practice.

There are also some challenges in relation to the educational actors: teachers may
encounter problems balancing needs with outcomes, be reluctant to re-design
courses and programmes and feel discomfort with digital media; in their turn, deci-
sion-makers may not be ready for change because lack of awareness and dedicated
policies, so they would not offer support and incentives. According to specialist liter-
ature, “new learners”, our current students, are “digital natives”, the first generations
“to grow up with digital technology” (Prenski 2001). However, students willing to
work in a new environment may encounter difficulties due to, among others, lack of
practice in using technology for formal learning, poor time management and auton-
omous learning skills.

In order to surpass these problems, collaborative and interdisciplinary research
is needed, with local initiatives, followed by international projects, where transfer of
knowledge from more experienced partners would be of great help for all partici-
pants. For instance, EU co-funded grants (Erasmus + partnerships or CNSIS) could
be designed to implement an e-learning component and digitise courses with the
help of Web 2.0 tools while devising a standard instrument to create a profile of stu-
dents’ language and study abilities and collect data on academic and professional
literacy.

Next, the implementation of Open Educational Resources [OER] (teaching and
learning materials, educational gateways, massive online open courses, and data ba-
ses) and studying their impact is another important landmark in making education
and knowledge more accessible and flexible in today’s world (OECD, 2007). The au-
thor considers the research on their use and impact as highly beneficial for all parties
involves, for study purposes and professional development.

Setting a Research Centre on the Dynamics of Languages for Specific Purposes
would consolidate the discipline and would develop higher quality standards. Studies
on students’ academic profiles and on communities of academic practice, research
on communication, applied linguistics and pedagogy resulting from technology in-
tegration, interdisciplinary studies on social and cultural interactions are just some
of the possible lines of research at which several faculties and departments could
contribute.
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3. Conclusions

The present article is a brief account of some of the developments of English for
Specific (Academic) Purposes in Babes-Bolyai University, viewed from the perspec-
tive of the author’s experience as faculty member in the Department of Foreign Lan-
guages for Specific Purposes. The post-1989 timeline and its stages are described,
with emphasis on the challenges of pioneering and developing a new discipline. The
author uses her personal teaching and research experience and uses the new per-
spectives arising from the internationalisation of higher education, the paradigm of
lifelong learning and the integration of new technologies to point new directions and
make a curricular and research proposal that would match the current educational
context and cater for the present generation of students’ academic and work needs.
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Abstract: The following paper discusses the possibilities and effectiveness of imple-
menting new media in the English for specific purposes (ESP) teaching process.
The ESP teaching methodology is currently facing dynamic changes such as glob-
alisation, migration and specialisation, and must be modified to fulfil the needs of
potential English learners. Because English has not only become a language of
global communication, but also a language of global understanding between spe-
cialists, the needs of English learners have changed significantly. This is why ESP,
as an area of language teaching and learning, is rapidly developing in response to
the new needs of the education market. Once these needs are recognised, an oppor-
tunity will arise to find methods to successfully and efficiently fulfil them. The most
obvious sign of the technological revolution is the expansion of new media. This
point cannot be ignored in the field of foreign language teaching. The use of new
media in the teaching process is no longer a recommendation, but a necessity. What
is the role of new media in ESP teaching? How do new media support the ESP
teaching process? How can the ESP learner benefit from new media in the class-
room? The following paper discusses these questions with consideration to both
theoretical concerns and examples of the best practices.

Mots-clés: ESP teaching process, new media, authenticity, interactivity, educational
platform

Cuvinte-cheie: Limba englezd ca limbd strdind, interactivitate, autenticitate, plat-
form3 educativi.

Introduction

The past few decades have clearly illustrated that teaching is a constantly changing
process. Moreover, it is a process whose changes reflect technological advancement,
social diversification, and political transformations, as these factors have an impact
on learners’ needs and expectations. The teaching process has been a part of human
life for ages and has taken many diverse forms. One milestone in the development
of teaching strategies was the implementation of new media in the classroom. The
use of new media allowed for new perspectives, and increased teaching efficiency
and learners’ involvement. The significance of that turning point in the context of
foreign language teaching is obvious, but new media and the variety of possibilities
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they offer for teaching English for specific purposes (ESP) is still considered an un-
known field. Therefore, the aim of the following paper is to discuss methods of im-
plementing new technologies in the ESP teaching process. The paper consists of
three parts: In the first part, the idea of new media in foreign language teaching (its
main concepts, constituents, and motivation) is discussed. Next, the focus shifts to
the opportunities that new media bring to ESP teaching, and the diversity of the ESP
field. The paper closes with a practical example of incorporating new media in the
ESP teaching process based on the teaching experience of the author.

1. New media and the ‘learning society’

Before answering the question of new media’s place in the teaching process, it is
essential to face the challenge of defining the term ‘new media’ and its impact on
modern society. As a single definition hardly captures the complexity of this issue,
following are several statements that frame and discuss the idea of new media. The
starting point in this discussion is an excerpt from Manovich (2006: 5):

...the popular understanding of new media identifies it with the use of com-
puter for distribution and exhibition rather than production. Accordingly, texts
distributed on a computer (Web sites and electronic books) are considered to
be new media, whereas texts distributed on paper are not...

...If we want to understand the effects of computerization on culture as a
whole, [ think it is too limiting. There is no reason to privilege the computer
as a machine for the exhibition and distribution of media over the computer
as a tool for media production or as a media storage device. All have the same
potential to change existing cultural languages...

Manovich (2006) highlights the common understanding of new media as restrict-
ing the use of the computer to a distributing channel and ignoring the computer
function as a production tool. Lievrouw and Livingstone (2002: 23) elaborate on the
topic, emphasising that the phenomenon of new media refers to communication
and information technologies and incorporates three elements:

« the artefacts or devices that enable and extend the ability to communicate,

« the communication activities or practices we engage in to develop and use these
devices, and

+ the social arrangements or organisations that form around these devices and
practices.
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These three elements can be considered pillars of the new media theory. The
scope of new media’s influence illustrates the scale and significance of this phenom-
enon. However, the meaning of the term is even broader. According to Lister (2009:
22), the term ‘new media’ refers not only to a certain transmitter or tool, but also
describes a wide range of path-breaking changes regarding the production and dis-
tribution of media. New media are described by adjectives such as ‘digital’, ‘interac-
tive’, ‘hypertextual’, ‘virtual’, ‘networked’ and ‘simulated’, which underline the term’s
overwhelming and multifunctional character. The concept of understanding new
media as a process is also present in the contribution of Kember and Zylinska (2012:
4). However, they focus on a different point: “We want to make a significant shift in
the way new media is perceived and understood: from thinking about “new media”
as a set of discrete objects (the computer, the cell phone, the iPod, and the e-book
reader) to understanding media predominantly in terms of processes of mediation.’

The presented statements illustrate the diversity of the discussed term, especially
in the context of the function and impact of new media on modern society. Modern
devices play a vital role in designing the way society lives and works. In today’s world,
companies establish networks that enable people to communicate across the globe.
Furthermore, it is not only sound that is transmitted by high-tech appliances, but
also images, graphics and text, which all have an enormous influence on the size and
quality of messages. All of these factors make creating a virtual connection between
people with different opinions, cultures and beliefs possible. Thus, the most wide-
spread network, the Internet, has become a place to exchange knowledge and infor-
mation. Recent statistics indicate that in 2013 the number of Internet users reached
2,400,000,000 which is 34% of the world’s population (Internet World Stats 2013),and
that 1 out of 7 people in the world have a Facebook profile (Nielsen 2012). These
statistics show that the scope of influence of these media cannot be ignored. With
the growing popularity of the Internet, the number of fields to which the Internet
and other new technologies can be applied is also increasing. One of these fields is
education. Computerisation triggers endless prospects for education: ‘New com-
puter and telecommunications technologies offer the possibility of global access to
education. In turn this global access offers the possibility of a truly global classroom
(Bates 1997: 2)’. In this globalised environment, the traditional meaning of
knowledge as a right available only to a select few has changed. The new media phe-
nomenon underscores the idea that knowledge can be shared with people around
the world under one condition: they must be eager to learn. What is more, the shar-
ing principle marks new standards of learning and teaching, transpositioning mod-
ern society into a ‘learning society’. Although the idea of a ‘learning society’ is not
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new, and dates back to Faure (1972: xxxiii), quoted below, the notions of the paradigm
have recently gained considerable currency:

Iflearning involves all of one’s life, in the sense of both life-span and diversity,
and all of society, including its social and economic as well as educational re-
sources, then we must go even further than the necessary overhaul of ‘educa-
tional systems’ until we reach the stage of a learning society.

Learning is an integral part of living in a ‘learning society’, in which interdiscipli-
nary knowledge is required. This knowledge is a prerequisite for innovation and pro-
gress. To meet the demand, learning must be flexible, individualised and life-long.
Although formal learning remains important in every civilised society, complemen-
tary forms of learning activities ‘beyond the classroom’ are gradually gaining more
and more importance. Kuhn (2006: 11) even states that ‘the world wants to become
Learning or Knowledge based Society thus creating nothing less than a new era of
mankind.’” After the incorporation of a new approach to learning, which is considered
to be a value in itself, a new era will arise. This new vision of learning is achievable
by the integration of new media into the learning process.

2. New media in the service of ESP teaching

Fitzpatrick (2004: 4) highlights the specificity of language learning in the context of
new media and in comparison to other sciences:

One important aspect that has evolved in the study of the use of ICT’s! in for-
eign language learning and teaching is that, as a subject area, it differs greatly
from most other subjects in the curriculum: it is both skill-based and
knowledge based. In this respect it has more in common with subject like
Music than, for example, History or Geography.

In this respect, the incorporation of new media in language teaching can make
learning and teaching more effective and individualised. However, it is no longer
enough to consider a foreign language as a whole, because language undergoes cer-
tain modifications in response to constantly changing human needs. These modifi-
cations include a very advanced specialisation process (e.g., the division of English
into Business English, English for Academic Purposes, English for Science and Tech-
nology, etc.), reflecting the creation of new fields and the segmentation of already
existing branches. In many cases this segmentation can lead to the creation of com-

1 Author’s note: Information and Communication Technologies
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pany-specific jargon that is almost incomprehensible for people outside of the com-
pany (Fortanet-Gémez 2008). In contrast, there is also a tendency to simplify lan-
guage structures in order to facilitate communication. To observe these phenomena,
it is essential to deal with very current content, both oral and written, which reflects
the scope and character of these changes. Access to such content is offered by the
development and popularisation of new media in language teaching. As Arnd-Macia
(2012: 89) underlines, ‘Within the integration of technology into language education,
special attention needs to be paid to languages for specific purposes.’ The need for
up-to-date content, specific texts and appropriate activities in the ESP field is increas-
ing. Globalisation and international cooperation in different areas of social and pro-
fessional life have redefined expectations concerning language knowledge and skills.
English has become the lingua franca not only in private life, but also in professional
life. From business meetings, to scientists working on new patents, to engineers
putting new solutions into practice, the role of the English language has become
more versatile than ever before. It is the language of science and entertainment, the
language of international communication and business meetings. Due to this expan-
sion, the context of language use goes hand in hand with the increasing specialisa-
tion of scientific and professional fields. This trend contributes to the growing inter-
est in ESP learning, which in turn raises the need for the development of proper
teaching methodology. In modern ESP curriculum, the use of new media is inevita-
ble. Below, some aspects of the implementation of new media in ESP curriculum are
discussed.

2.1. Authenticity

The first aspect to be considered in the discussion of new media in the ESP class-
room is access to authentic materials, where ‘authentic materials’ are understood as
original materials that have not been adapted for in-class use. This authentic form
refers not only to vocabulary and grammar structures, but also to the general outline
of the material. Examples of authentic materials available via new media include
these resources: e-mail, radio, television programmes (broadcast online), e-books,
audio books, newspaper articles, leaflets (even pop-ups) and a wide range of Internet
sites and popular blogs. These examples are only a small selection of the authentic
materials available through new media. In addition, learners have the opportunity to
discuss specific issues with peers from different countries, thanks to Skype. Rosler
(2000: 4) contemplates how new media ‘can compensate for some of the shortcom-
ings of classroom based foreign language learning’. In response to that question, it
is necessary to bear in mind that exposure to the target language in its native form
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provides learners with many benefits. Sherman (2003: 7) underlines the significance
of using authentic materials for success in teaching: ‘Authenticity itself is an induce-
ment — there is a special thrill in being able to understand and enjoy the real thing.’
In the professional world, authenticity plays an even more important role for two
main reasons. First of all, authenticity provides English learners with a range of vo-
cabulary used in specific fields. This allows the potential users to obtain the vocabu-
lary that is actually used in a particular sector, and that is not always available in
textbooks. Currently, the specialisation of certain fields is so narrow that it can cause
problems for teachers who are working without access to new technologies to pre-
pare vocabulary frequently used in less popular fields. Gong (2012: 197) points out
that ‘at present, ESP textbooks are insufficient in number and variety. As for their
difficulty, some are too simplified, while some are too professional.’ This statement
leads to the conclusion that the use of new media materials in the ESP classroom
helps to satisfy learners’ needs more adequately, adjusting the level of advancement
to the needs of the group. Secondly, authentic materials provide an opportunity for
learners to get accustomed to the structure of original documentation, guides, in-
structions and agreements. If these types of documents appear in textbooks, they are
presented only in parts; however, in professional practice the construction of these
documents and their focus on intercultural differences is vital. Learners dealing with
authentic materials in the ESP classroom are more motivated because they have ac-
cess to the same materials as native speakers of their target language. ‘It can provide
rich resources and create a good environment for foreign language learning, which
will stimulate students’ interest, imagination and creation. Gong (2012: 196).” More-
over, authentic materials confront learners with the target language in its natural
form, including all its neologisms, simplifications, colloquialisms and constant
changes. With regard to these changes, new media provide exposure to materials
that are not only authentic, but also the most current. Maxim (2000: 12-13) represents
a similar attitude toward the discussion, adding that:

Ultimately, students gain insights into values, practice and priorities that are
privileged in the text and through repeated exposure to a diverse, yet themati-
cally related, set of authentic texts, they can begin to extrapolate this analysis
onto a larger plane and assess the broader culture out of which the texts arose.

Joynt (2008: 41) calls the ‘ability to expose students to the diverse and multicultural
aspects of language teaching’ an important advantage of new media. Although there
are warnings that the English language is dominating the Internet, and there is fear
that only people who have mastered English can be active members of this commu-
nication community (Fitzpatrick 2004), new media opens learners’ eyes to the real
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world and represents the best option for bringing the authentic target culture into
the classroom.

2.2. Interactivity

The implementation of new media shifts the focus of the teaching process from
passive to active participation. New media enable learners to interact directly with
native speakers, who represent the target culture and language. Chat rooms, e-mail,
blogs and Skype exemplify the variety of opportunities available to establish contact
with learners or teachers living abroad. According to the research conducted by
Olejarczuk (2014: 140), the majority of surveyed ESP learners used online or elec-
tronic dictionaries, online newspapers and entertainment websites to learn English.
Most of them perceive ‘communicating with others online as most helpful in learn-
ing English. These online methods of communication are very popular and stimu-
late an almost unconscious learning of foreign languages. An example of this is
when learners contact native speakers on Internet forums to discuss their common
hobbies or problems. The development of communication skills is a key point of
modern language didactics, and learners should also be motivated to use their
acquired knowledge in a practical way in the ESP classroom. This practice goes
against the widespread conviction that ESP teaching concentrates only on specific
vocabulary and grammar structures. Considering the possibility of future contact
with foreigners, as well as the specific character of ESP as language used to com-
municate specific content in a professional environment, ESP learners should fre-
quently be exposed to at least virtual contact with native speakers. It is worth
mentioning that new media also provide an opportunity for students to develop co-
operative and collaborative skills through such exchanges with native speakers. At
the same time, technological advancement contributes to the modification of the tra-
ditional teacher role. Teachers who are equipped with new media in the classroom
‘act more as guides and mentors exploring the new media themselves as learners
and thus acting as role models for their learners’ (Fitzpatrick 2004: 5). This new role
gains special significance in reference to ESP teaching, because in this field learners
usually possess wider content-specific knowledge, while teachers support learners
in solving linguistic problems (more in Kic-Drgas 2014). In these circumstances,
such a division of roles seems to be more reasonable and profitable for both sides.
When experiencing the new model of relationships in the classroom, learners are
more eager to transfer their acquired knowledge with fewer constraints in daily prac-
tice. Fitzpatrick (2003) notices that the incorporation of new media in teaching re-
sults also in closer cooperation between teachers and students. In a computer-
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supported foreign language class, both members of the teaching process feel more
independent; they usually do not perceive the activities as part of a regular learning-
teaching process, but as a challenge to overcome. This adjustment influences not
only the didactic process, but also the teacher-learner relationship. Moreover, virtual
contact with foreigners makes learners more tolerant and conscious with respect to
the opinions and beliefs of others.

2.3. Enhancement of learners’ autonomy

Learning a foreign language is always connected with individual work concerning
the memorisation of new vocabulary and revision of previously learned structures.
The diversification of learners’ motivation and high requirements of the labour mar-
ket have recently contributed to an increase of the importance of autonomous devel-
opment in language learning. Fitzpatrick (2004: 12) emphasises that the use of new
media ‘presents opportunities for students working at different rates and different
levels and provide (tirelessly, without holding up students) repetition when repetition
is warranted to reinforce skills and learning.’ The use of Internet-based teaching plat-
forms enables teachers to continuously assess the learners’ progress and encourage
them to work individually.

3. Practical examples of new media implementation in the ESP classroom

Not only does technological advancement make it possible for teachers to incorpo-
rate new media in ESP curriculum in the form of single exercises, but it also allows
teachers to base the entire teaching process on the use of new media. An example
depicting this solution involves the project the author is currently working on.

3.1. Aim of the project

The main idea of the project is to prepare an educational platform for a course enti-
tled ‘Professional English: Economics’, which is an compulsory subject in the curric-
ulum of English Philology at the Koszalin University of Technology. The project is
to be realised with students and lecturers of the I'T Faculty. The educational platform
is unique because it is combined with a multimedia course. The course is expected
to:

« equip students with basic knowledge from the field of economics,

« acquaint students with basic vocabulary and proper pronunciation from the field
of economics,
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« support learner’s autonomy,

+ enable permanent progress control,

« give teachers constant assessment,

+ provide exercises to automatize new knowledge and

« enable contact and the exchange of experiences with other ESP learners.

The project is designed to fill a gap in the teaching process that arose from a lack
of appropriate materials and contact with native speakers and international ESP
learners. The Koszalin University of Technology is an educational institution with a
technological profile that offers a wide range of subjects including Economics, Engi-
neering with an ESP focus and especially Economics and Tourism, the graduates of
which are prepared to work in companies and corporations as translators or advisors.
Following a positive evaluation, the project may expand to other fields, courses and
studies.

3.2. Stages of the project

The project started in September and has been divided into the following stages:

1. establishment of course content, outline and structure of modules and responsi-
bilities;

2. preparation of the pilot module for in-class use;

3. evaluation of the introductory module implementation, including interviews with
teachers and students;

4. preparation of the entire platform;
5. commencement of the use of the platform; and

6. evaluation of the project.
3.3. Description of the platform

The result of the project is a multifunctional educational platform prepared for phi-
lology students attending the obligatory course ‘Professional English: Economics’.
The basis of the platform is an Internet search engine that provides access to mate-
rials already available on the Internet, such as professional websites, subject-specific
articles and both online and offline exercises. The Internet-based platform makes it
possible to link ‘connected’ materials, such as films, and the module construction
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enables the categorisation of different topics. Each module will include Internet texts
with additionally prepared exercises containing correct pronunciation, online tests
and a dictionary. The dictionary functions through a parallel mechanism, enabling
the creation of individual word lists linked to descriptions, photographs and films.
Teachers can control the individual work of each student, and acquire the results of
each test completed online. Additionally, the platform will include a chat room for
students and teachers from partner universities, that is expected to be a place for the
exchange of ideas and experiences.

4. Conclusion

New media are present in almost every aspect of human life. Their impact on edu-
cation cannot be underestimated. Apart from the previously mentioned advantages,
the introduction of new media to the ESP teaching methodology broadens the hori-
zons of both learners and teachers, enabling them to see further, understand more
and cooperate in new conditions.

The described project seems to be the best proof for that. At that stage of advance-
ment it is not possible to estimate the future benefits of the project but one is sure.
The combination of the new media and language teaching creates new opportuni-
ties, motivates students (and teachers!) and gives teachers new tools. The project
provides also many topics for a future research that may contribute to optimisation
of the ESP teaching.

The use of new media, as with every teaching solution, does have negative as-
pects, including the domination of the English language and isolation from reality.
Nevertheless, new media will inevitably be an integral part of the future of language
didactics and methodology.
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Competenta comunicationald interculturald in
pedagogia limbilor strdine
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Abstract: The article aims to ensure higher quality of the educational process re-
sponsible for learning Croatian as a foreign B and L3 language, through useful and
appropriate didactic techniques, so that the educational outcome is the acquisition
of intercultural communication competencies.

Communication skills (linguistic, sociolinguistic and pragmatic competencies)
and general skills, namely the understanding, appreciation and valuing of one’s own
culture, respect for one another, open-mindedness, and curiosity towards others
and their culture, are key parts of interculturalism, while education and intercul-
tural pedagogy contribute to developing maturity within the individual and tend to
eliminate racism, xenophobia, exclusion and marginalization.

The overall satisfaction and success of students who took part in these educa-
tional methods, confirms our hypothesis that it depends on the didactic activities
used, the foreign language studied, the regular attendance of students at seminars
and their motivation during the educational process.

Keywords: intercultural communication, teaching the Croatian language, compe-
tencies.

Cuvinte-cheie: comunicare interculturald, procesul de predare al limbii croate, com-
petente.

0. Introducere

Este neindoielnic faptul cd ne aflim in fata unui ritm extrem de alert de schimbare
si de dezvoltare continuid a societitii contemporane. Aceastd miscare este urmatd si
de o crestere a volumului literaturii de specialitate, ins3, legat de educatia intercultu-
rald si cea a globalizdrii, numdrul dezbaterilor parcid este urmat ceva mai greu de
transferul si de transpunerea didacticd a acestor tematici in practica scolii, in proce-
sul educational.

Am putea fi de acord cu faptul cd fird participare, comunicare, transmitere de
valori individuale sau de grup, in ciuda creatiei seculare sau milenare, putem vorbi
in soaptd despre culturd, interculturalitate, multiculturalitate, bilingvism, plurilin-
gvism sau globalizare.

In vederea acestei transmiteri, comuniciri, participdri si asimildri, avem nevoie
de un curriculum adecvat si de personal didactic format, competent, deschis, capabil
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si care are posibilitatea de a se dezvolta permanent conform ritmului si cerintelor
schimbdrii contemporane.

In cele ce urmeazd vom prezenta aceasti modalitate de abordare din perspectiva
competentelor si a pedagogiei limbilor striine.

Astfel am structurat expunerea noastrd prin a prezenta cadrul teoretic si delimi-
tarea conceptelor, a prezenta predarea limbii croate ca limb3i strdind, obiectivele si
scopurile pedagogice, activitdtile didactice in procesul de invitare a limbii croate, si
prin a exprima concluziile.

1. Cadrul teoretic si delimitarea conceptelor

Concepte precum multicultural, intercultural, interculturalitate, comunicare intercultu-
rald, interculturalism, educatia si pedagogia interculturald, competente generale si compe-
tente de comunicare ..., sunt tratate in marea majoritate a lucrdrilor de specialitate, ale
pedagogiei postmoderne si in spatiile destinate dezbaterilor academice.

Problematica multiculturalitdtii apare in anii 60 si '70, urméand cursul caracteris-
ticilor postmoderne si precedand discursul despre interculturalitate, care prinde con-
tur in anii "80 si intonand vocea globalizdrii spre sfarsitul anilor 90.

Dupd cum se poate observa, accentul cade pe reprezentarea celuilalt de-a lungul
postmodernitdtii si la inceputul perioadei globalizarii, astfel incat se observa un con-
tinuum de la multicultural spre intercultural, global si proglobal.

Multiculturalul ca termen descriptiv se referd la o stare de fapt, la convietuirea
mai multor grupuri in aceeasi societate. El presupune acceptarea diversitatii culturi-
lor, a gestiondrii acestor diversititi si a biculturalismului (pluriligvisticului), a plura-
lismului cultural, politic si religios.

In timp ce acest concept tinde s exprime existenta mai multor culturi si grupuri
diferite, care convietuiesc paralel, far3 a relationa unele cu altele, conceptul de inter-
cultural pune accent pe interactiunea dintre grupurile percepute ca distincte din so-
cietate si tinde spre un proces dinamic de schimburi, de dialog, negociere intre gru-
puri, precum si de identificare a unui limbaj comun si a unui spatiu comun in care
sd se desfdsoare comunicarea. lar comunicarea ne duce imediat cu gindul la tradu-
cere: ,...toti cei care comunicd sint traducitori. Toti cei care comunicd, in calitate de
receptori, ascultdtori sau cititori, comunicand fie in aceeasi limbd, fie dintr-o limba
in alta, asadar bilingvi —, se confruntd cu aceeasi problema: ei receptioneazi semnele
(oral si in scris) continind mesaje codate intr-un sistem comunicational care, prin
definitie, nu este identic cu al lor” (Roger T. Bell 2000: 32).

Conceptul de interculturalitate reprezintd spatiul dintre doud sau mai multe
culturi, respectiv un spatiu extrem de dinamic, supus unor procese de schimbare
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diferite, unor procese de negociere, transmitere, preluare, invitare, creatie, dintre
doud sau mai multe grupuri, care apartin unor culturi diferite.

In opinia lui Roger T. Bell, traducitorul a fost definit drept ,,un agent bilingv care
mediazd procesul de comunicare intre doud comunititi ce vorbesc limbi diferite”,
(participantii la acest proces cunoscand doar limba propriilor lor comunitdti), mai
precis, ,traducdtorul decodificd mesajele transmise intr-o limb3 pentru a le recodi-
fica intr-o altd limb3” (Roger T. Bell 2000: 33).

Astfel de spatii sunt prielnice comunicirii interculturale, adicd dialogului intre
indivizi sau grupuri diferite din punct de vedere cultural.

In interiorul sililor de curs consider ci trebuie si creim starea unor astfel de
spatii — dintre doud sau mai multe culturi — prin intermediul materialului didactic
pe care-l prezentim la cursurile si la seminariile pe care le tinem. In calitate de pro-
fesori si traducdtori — in bund parte traducem materialul pe care-1 prezentim studen-
tilor — apropiem culturile prin intermediul procesului educational.

Intelegerea, aprecierea si valorizarea propriei culturi, respectul fati de altul, des-
chiderea, curiozitatea fatd de celdlalt si fatd de cultura acestuia, sunt parte integrantd
a interculturalismului.

Educatia si pedagogia interculturald asigurd maturizarea intelegerii, aprecierii,
deschiderii si valorizarii culturilor diferitilor indivizi si a grupurilor din care acestia
fac parte, in acelasi timp fiind si antidot al rasismului, xenofobiei, excluderii si mar-

ginalizarii.
2. Predarea limbii croate ca limb3 striin3

Admitand afirmarea metodicii ca stiintd’ a preddrii unui obiect de studiu si implicit
faptul cd metodica preddrii limbii croate vizeazd in primul rdnd predarea limbii si
literaturii croate drept prima limbd — L1, limba maternd, putem aminti o anumitd
incertitudine in ceea ce priveste dimensiunea stiintific3, absenta elementelor de edu-
cologie, pedagogie, didacticd si metodicd in predarea limbii croate ca limba a doua —
L2, sau ca limbi a treia — L3, ca limbi striini. In acest sens, orice experienti devine
utild, pretioasd si trebuie iImpartdsitd tuturor celor care se ocupd si sunt implicati in
asemenea procese.

Prin intermediul acestei expuneri dorim sd prezentim experienta in calitate de
lector strdin de limba si literaturd croatd acumulatd in cadrul Universititii din Bucu-
resti, a Facultdtii de Limbi si Literaturi Strdine — Catedra de limbi si literaturi slave,

1 Bezen, Ante, 2008, Metodika — znanost u poucavanju nastavnog predmeta (Metodica — stiintd a
preddrii obiectului de studiu), Editura U¢iteljski fakultet — Profil, Zagreb.
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astdzi Departamentul de limb3 rusi si slave — Limba si literatura croati?, in perioada
2007-2010 si pe parcursul acestui an universitar.

Vom aborda predarea limbii croate in stadiul ,introductiv sau de descoperire”,
in care nivelul A - reprezinti utilizatorul elementar, nivelul B — utilizatorul indepen-
dent, iar nivelul C - utilizatorul experimentat.

Tab. 1. Cele sase niveluri drept ramificatie a nivelurilor generale A, B si C.

Al A2 Bl B2 C1 C2
Introductiv sau de Intermediar saude  Nivel-prag sau  Avansatsauin- Auto- Miiestrie sau
descoperire supravietuire independent dependent nom perfectiune

De asemenea vom tine cont si de Recommendation 2006/962/EC of the European
Parliament and of the Council of 18 December 2006 on key competences for lifelong
learning [Official Journal L 394 of 30.12.2006] (Recomandarea 2006/962/CE a Parla-
mentului European si a Consiliului din 18 decembrie 2006 privind competentele-
cheie pentru invitarea pe tot parcursul vietii), acestea fiind in numar de opt, iar ac-
centul se pune, in fiecare caz, pe gindirea criticd, creativitate, initiativa, rezolvarea
problemelor, evaluarea riscurilor, luarea deciziilor si gestionarea constructivi a sen-

timentelor.
Cele opt competente-cheie se referd la:

1. comunicarea in limba maternd, care reprezintd capacitatea de a exprima si inter-
preta concepte, ginduri, sentimente, fapte si opinii, atat in formd orald, cit si in
formd scrisd (ascultare, vorbire, citire si scriere) si de a interactiona lingvistic
intr-un mod adecvat si creativ intr-o serie completd de contexte culturale si soci-
ale;

2. comunicarea in limbi striine, care, pe 14ngd dimensiunile principale ale abilitati-
lor de comunicare in limba maternd, implici si abilititile de mediere si intelegere

2 Conform materialului publicat in ,Catedra de Limbi si Literaturi Slave: scurt istoric”, coordonat
de prof. dr. Constantin Geambasu, Facultatea de Limbi si Literaturi Strdine — Bucuresti: Editura
Universititii din Bucuresti, 2008, alituri de celelalte limbi slave, ,intre 1996-1998 cele doui sec-
tii (sarbd si croatd, P.H.) functioneazi sub titulatura de ,Filologie sirbi si croati”, studentii par-
curgind totusi programe specifice pentru fiecare limb3 si literaturd in parte, fird interferentele
sarbocroate de pand atunci... (Ghid, p. 64)”, iar din anul 1998 sectia croatd functioneazi distinct,
studentii inscriind acest studiu din trei in trei ani. Este important si amintim si faptul ci din
2013 limba croati se studiazi si ca limb3 moderni aplicati.

3 Conform Cadrului european comun de referintd pentru limbi: invdtare, predare, evaluare (2003).
(trad. din Ib. fr. de Gheorghe Moldovanu). Strasbourg: Diviziunea Politici lingvistice.
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interculturald. Nivelul de cunostinte depinde de mai multi factori si de capacitatea
de ascultare, vorbire, citire si scriere;

competenta matematicd si competente de baza privind stiinta si tehnologia. Com-
petenta matematicd este capacitatea de a dezvolta si a aplica gdndirea matematica
pentru rezolvarea diferitor probleme in situatii cotidiene, accentul punindu-se pe
proces, activitate si cunostinte. Competentele de baz3 privind stiinta si tehnologia
se referd la stdpanirea, utilizarea si aplicarea cunostintelor si a metodologiilor de
explicare a lumii inconjurdtoare. Acestea implicd o intelegere a schimbdrilor cau-
zate de activitatea umana si a responsabilititii fiecdrui individ in calitate de ceta-
tean;

competenta digitald implicd utilizarea cu incredere si in mod critic a tehnologiei
din societatea informationald (TSI) si deci abilititile de bazi privind tehnologia
informatiei si a comunicirii (TIC);

capacitatea de a invata procesul de invatare este legatd de invdtare, de abilitatea
omului de a-si urmdri si organiza propria invitare, fie individual, fie in grupuri,
conform nevoilor proprii, precum si de constientizare a metodelor si a oportuni-
tatilor;

competente sociale si civice. Competentele sociale se referd la competentele per-
sonale, interpersonale si interculturale si toate formele de comportament care
permit fiecdrei persoane sd participe in mod eficace si constructiv la viata sociald
si profesionald. Aceste competente sunt legate de bundstarea personald si sociala.
Este esentiald intelegerea codurilor de conduitd si a obiceiurilor din diferite medii
in care activeazd persoanele. Competentele civice, in special cunoasterea concep-
telor si a structurilor sociale si politice (democratie, justitie, egalitate, cetdtenie si
drepturi civile), fac posibild participarea activi si democraticd a oamenilor;

simtul initiativei si al antreprenoriatului reprezinti capacitatea de a transforma
ideile in actiune. Acest simt presupune creativitate, inovatie si asumarea unor
riscuri, precum si capacitatea de a planifica si gestiona proiectele in vederea atin-
gerii obiectivelor. Persoana este constientd de contextul propriei sale activitati si
este capabild sd valorifice oportunititile aparute. Acesta este fundamentul pentru
achizitia unor abilitdti si cunostinte mai specializate, de care au nevoie cei care
instituie sau contribuie la o activitate sociald sau comerciald. Acest lucru ar trebui
sd includd constientizarea valorilor etice si promovarea bunei guvernari;

constiinta si expresia culturald, care implica aprecierea importantei expresiei cul-
turale a ideilor, a experientelor si a emotiilor printr-o serie de canale (muzics,
teatru, literaturd si arte vizuale).
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Interdependenta acestor competente cheie reprezintd o continuitate a competen-
telor prevazute in Cadrul European comun de referintd pentru limbi, respective la
faptul cd aceste competente sunt definite drept ,,...totalitatea cunostintelor, deprin-
derilor si caracteristicilor unei persoane care ii permit sd infdptuiascd anumite acti-
uni” (Cadru, anul: 15).

Printre aceste competente enumerdm: 1. competente generale (cunostinte: cul-
turd generald — cunoasterea lumii, cunostintele socioculturale, constientizarea inter-
culturald; aptitudini si deprinderi: aptitudini practice si deprinderi, aptitudini si de-
prinderi interculturale; competenta existentiald, capacitatea de invitare: constiinta
limbii si a comunicdrii, constiinta si aptitudinile fonetice, aptitudinile de invitare,
aptitudinile euristice (de descoperire); 2. competente de comunicare (competente
lingvistice: competenta lexicald, competenta gramaticald, competenta semantici,
competenta fonologicd, competenta ortograficd, competenta ortoepicd; competenta
sociolingyvistica: indicatori ai relatiilor sociale, reguli de politete, expresii ale intelep-
ciunii populare, diferentele de registru, dialectul si accentul) si 3. Competenta prag-
maticd: competenta discursivd si competenta functionald.

Dat fiind faptul cd in acelasi Cadru intalnim si afirmatia cd ,La ora actuald nu
existd o teorie lingvisticd generald universal acceptatd. Sistemul limbii este de o mare
complexitate si,in cazul unei societiti vaste, diverse si avansate, nu este niciodatd pe
deplin stipinit de niciunul dintre utilizatorii s3i. De altfel, nici nu are cum si se
intdmple acest lucru, deoarece fiecare limbad se afld intr-o permanenti evolutie pen-
tru a raspunde cerintelor utilizdrii sale in comunicare” (Cadru, anul: 91), in predarea
limbii croate folosim manualele si materialele elaborate de Croaticum — central pen-
tru limba croatd ca limba a doua si limbad strdind L2, in cazul nostru L3, si de alte
institutii de invitdimant precum si de cdtre experti in domeniu. De o insemndtate
deosebitd ne sunt si articolele stiintifice publicate pe aceastd temd — invitarea limbii
croate ca limbd strdind.

Activitdtile didactice aplicate vor avea drept resurse materiale manualul Hrvatski
za pocetnike 1* (Croata pentru incepdtori 1) si vor fi prezentate progresiv de la tema
intai pand la tema a cincea.

Amintim cd eficienta acestor activitati didactice a fost verificatd in procesul edu-
cational pe parcursul anului universitar 2008/2009 si 2013/2014, semestrul I (5-10
respectiv 22-25 studenti).

¢ Cila§-Mikuli¢, Marica, Gule$i¢ Machata, Milvia, Pasini, Dinka, Udier, Sanda Lucija, 2006,
Hrvatski za pocetnike — udZbenik i rjecnik (Croata pentru incepdtori — manual si dictinoar), Hrvat-
ska sveucili$na naklada, Zagreb.
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De asemenea se poate aminti faptul cd activitdtile didactice s-au desfdsurat con-
form Planului de invitimant — Slavisticd/2011-2014 — Limba si literatura croata:
Structura limbii — seminar, 1 ord pe sdptimani si practica limbii — seminar, 6 ore pe
sdptdmand, in baza fisei si a programei, crescind timpul si activitdtile in functie de
dificultdtile intampinate ori de cate ori a fost nevoie.

Ipoteza pusd se referea la satisfactia si reusita studentilor in functie de activititile
didactice folosite, in functie de cealaltd limbd studiatd, de prezenta studentilor la se-
minar si evident in raport cu implicarea acestora in timpul procesului didactic.

Metodele de cercetare folosite au fost cele ale observatiei pedagogice spontane si
cea a interviului nestructurat.

In functie de rezultatele primite, in ciuda timpului restrans si a scopurilor urmi-
rite — trebuie retinut faptul c¢d o buni parte dintre studenti isi petrec aproape toatd
ziua la cursuri si seminarii — activitdtile didactice sunt indicate deoarece influenteazd
motivatia si inlesnirea procesului de invitare a limbii croate ca limbad strdind B, L3,
in cadrul Facultitii de Limbi si Literaturi Strdine — Universitatea din Bucuresti.

2.1. Importanta activitdtilor didactice

Chiar dacd timpul este foarte restrins, iar continuturile diverse, voluminoase si com-
plexe, in timpul procesului educational este nevoie de trezirea interesului pentru in-
vitare a limbii croate. In sensul acesta existi foarte putine materiale care-i pot per-
mite profesorului sd destindd atmosfera si sd creeze un cadru propice procesului
didactic. In situatia in care si orele sunt grupate necorespunzitor — toate cele 6 ore
in aceeasi zi si la inceput de sdptiménid — situatia devine si mai dificild. Totusi, cu
putin efort, si multd ribdare si intelegere, putem apela la ajutorul activititilor didac-
tice si la rolul acestora.

Kraljevic® considerd cd aceste activititi au sapte roluri magnifice (,sedam velicans-
tvenih uloga”), mai ales rolul de relaxare si cel de eliminare al unei atmosfere artifi-
ciale create in cadrul spatiului de desfdsurare al procesului didactic. De asemenea,
aminteste autorul, activititile didactice influenteazi, printre altele, folosirea spon-
tand a limbii, ceea ce-i conferd autenticitate vorbitorului, trezeste reactia — emotiile
(curiozitatea, bucuria, trdirea intensd) si nu-1lasd pe nimeni indiferent, iar toate aces-
tea influenteazd si cresc motivatia pentru insusirea limbii croate.

In vederea unui proces didactic reusit, motivatia este deosebit de importanti.
Constientizarea rdspunsurilor la intrebdrile de ce tnvdtam?, cu ce scop?, cum?, cand?,

Karaljevi¢, L., 2000, Komunikacijske igre ako ¢initelj motivacije na naprednim stupnjevima
ucenja stranog jezika, (Jocurile comunicationale ca factor mativational in cadrul nivelului su-

perior de invitare a limbii strdine), Strani jezici (Limbi striine) 19/1-2, 87-92.
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cdt timp?, pe de o parte, precum si oferirea de oportunitdti de vizitare a Croatiei, a
studiului in Croatia sau a altor activitdti cu ajutorul limbii asimilate, pe de altd parte,
creeazd premisele unei activitdti instructiv-educative propice atingerii scopurilor si a
unor finalitdti adecvate.

Un proces educational efectiv si de succes presupune aldturi de spune-mi si
aratd-mi — sarcini comunicative si finalititi — activititi de comunicare lingvistica si
strategii (citire, ascultare, vorbire si scriere) si include-md, adicd participarea activd in
cadrul acestui proces.

Aldturi de motivatie, printre alti factori afectivi care influenteazd invitarea limbii
strdine — limbii croate, limbii B, L3, putem aminti: atitudinea, parerea studentului
despre sine, modul in care studentul explicd reusita sau nereusita, teama de limba
strdind, increderea in sine.

Referitor la atitudini, la intrebarea adresatd studentilor dacd limba croati este mai
grea decit alte limbi pe care le studiazd, aproape toti studentii au rdspuns cd este,
fapt lesne de inteles, deoarece (in majoritatea cazurilor) toate celelalte limbi studiate
au inceput sd le invete in scoald. Trebuie amintit faptul cd aceste atitudini pot fi mo-
dificate atunci cand in fata studentilor sunt prezentate scopuri care pot fi atinse, iar
continutul educational expus ca posibil si lesne de insusit, inteles si util in situatii
concrete.

Pdrerea studentului despre sine influenteazd in mod direct atdt motivatia cat si
reusita in procesul de invitare a limbii croate, iar dacd nu se schimba atunci cand
este scdzutd, atunci nereusita, un alt factor afectiv, va fi pusd pe seama ,vinovatilor”
(profesorul, timpul insuficient, materia exagerat de grea etc.) si nu pe efortul si d3-
ruirea de a se depdsi un moment din cadrul unui proces educational. In orice caz,
rolul profesorului este in acest caz extrem de important, mai ales in a relativiza unele
greseli si a nu exagera in aprecierea insuccesului studentului, mai ales atunci cind
acesta manifestd interes, dd dovadd de seriozitate, dorintd de a invita si a sti.

O pirere scdzutd despre sine si frica de greseli pot duce la frica de limba strding,
factor care poate fi redus si chiar eliminat prin cresterea competentelor de comuni-
care. Rolul activitdtilor didactice este acela de a-i elibera pe studentii emotivi de emo-
tii si de a inlesni folosirea spontand a limbii si implicit cresterea increderii in sine,
ceea ce duce spre succes in Invitarea limbii croate.

Profesorul prin atitudine, comunicare, armonizare a asteptirilor de la student si
a rezultatelor efective ale studentului, contribuie ca factor esential la gradul de inva-
tare a limbii croate in procesul educational.
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2.1.1. Prezentarea activitdtilor didactice in procesul educational

Cu privire la procesul de predare si invitare a limbii croate ca limba strdind, limba
B, L3, axandu-ne pe competentele de comunicare — competentele lingvistice, la nive-
lul elementar A, introductiv de descoperire, preferintele se indreaptd spre compe-
tenta lexicald si cea gramaticald, in special morfologicd, iar spontan si pe parcurs spre
competenta fonologicd si foneticd, ortoepicd si ortograficd si in cele din urmi spre
cea semanticd si lexicologici.

Referitor la competenta gramaticald, cu aspectul morfologic s-au ocupat o serie
de autori croati (Udier si Cilas, 2005, Cvikic si Jelaska, 2003), limba croatd este foarte
vastd morfologic vorbind si este deosebit de greu s3 fie insusitd fdrd o abordare sis-
tematicd mai ales a gramaticii — a morfologiei. In acest sens invitarea celor sapte
cazuri (nominativ, genitiv, dativ, acuzativ, vocativ, locativ si instrumental), spre exem-
plu, este conditionatd de nevoile practice ale studentilor care invatd limba croatd ca
limba strdind si evident de prevederile programei de invitimant. Autorii croati
(Cvikic si Jelaska, 2003: 177) recomandd exemple foarte simple in tipurile de decli-
nare, astfel incat studentii s3 deprindd cat mai rapid si eficient bazele morfologiei
limbii croate. In acelasi timp se tine cont si de competenta pragmatici, iar satisface-
rea criteriilor comunicationale presupune ascultarea si vorbirea, exprimarea opinii-
lor, a valorilor si a continuturilor in limba croatd, in vederea patrunderii in intelesul
interculturalitatii.

Tineretea, creativitatea studentilor, entuziasmul, curiozitatea, asteptdrile, dina-
mismul, buna dispozitie, creeazd o atmosferd aparte, iar procesul educational bazat
inclusiv pe activititi didactice devine o plicere.

In continuarea celor amintite, vom prezenta citeva activititi didactice la nivel in-
troductiv raportate la abordarea progresivi a procesului de invitare a limbii croate ca
limbd B, L3 strdind. Aceste activitdti sunt conforme temelor din manualul Hrvatski
za pocetnike 1 (Cilas-Mikulic et al, 2006), si cuprind trei teme drept model. (Timpul
restrns nu ne permite prezentarea tuturor activititilor didactice, astfel incit am ales
doar cele trei pe care urmeazi sd le prezentim).

DESCRIEREA ACTIVITATII DIDACTICE (1) CUM SE SCRIE?

Tema Teme comunicationale Lexic
1. S cunoastem Croatia si « introducerea in sistemul fonetic croat—  « alfabetul
limba croati! invitarea alfabetului « cuvinte noi
« pronuntarea cuvintelor - internationalis-
+ recunoasterea anumitor cuvinte mele

« traducerea

1. Mod de organizare a activititii didactice: frontal si individual
2. Timpul alocat (durata): 40—50 minute
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3. Nivelul: Al — Introductiv sau de descoperire — (A — utilizator elementar)
4. Activititi desfdsurate:

a. Elaborarea de materiale didactice care si cuprindi cuvinte conform literelor
dupd alfabet, elaborarea de nume de state si locuitori in functie de alfabet pre-
cum si enuntarea unor internationalisme, elaborarea de fise (pe cealaltd parte
a paginii, pe verso) cu literele alfabetului croat in dreptul cirora se lasd spatiu
liber in vederea completdrii acestora cu expresiile tratate. (Limba croatd folo-
seste alfabetul latin, alcituit dintr-un total de 30 de litere, din care 27 se scriu
cu o singuri literd, iar 3 cu doui litere: (Aa, Bb, CC, C¢, C¢, D.d., Dzdz, Dd,
Ee, Ff, Gg, Hh, 1i, Jj, Kk, L, Ljlj, Mm,Nn, Njnj, Oo, Pp, Rr, Ss, S§, Tt, Uu, Vv,
Zz, Z%. Trebuie mentionat faptul ci pe parcursul timpului croatii au folosit
alfabetul glagolitic si chirilic, astfel incat au existat perioade cand poporul croat
a folosit de trei tipuri de scriere si implicit de alfabet: glagolitic, chirilic si latin.)

b. Impirtirea materialului, urmati de o scurti discutie cu privire la acesta;

c. Studentii citesc cu voce tare, iar profesorul repetd dupi ei corectind accentu-
area sau ortoepia in general. (Pe tot parcursul seminarului sau a cursului prac-
tic, de cate ori este nevoie, are loc traducerea din limba croatd in limba romana,
inclusiv explicarea cu ajutorul frazei, acolo unde nu existd termeni adecvati —

plitko...)

d. Studentii sunt invitati sd intoarcd pagina si sd completeze cuvintele din drep-
tul literelor, care sunt asezate in ordinea alfabetului.

Sensul si rolul acestor activititi didactice este acela de a constientiza studentii cd
detin deja o bunid parte din alfabet si din vocabular, mai ales cind este vorba despre
internationalisme; iar cuvintele precum auto, biznismen, Europa, kravata, papiga, ro-
bot, tata, tramvaj, Ziri, contribuie atit la exemplificarea acestor similitudini, cit si la
remarcarea unor diferente referitoare la alfabetul — aspectul grafic al sunetelor —
croat(e).

De asemenea avem in vedere faptul cd studentii, prin intermediul studiului pa-
trund in spatiul cultural al culturii croate, interculturalitatea fiind in acest sens o altd
valoare pe care urmeaz3 si o transmitd prin intermediul procesului educativ al invi-
tarii limbii croate.

In capitolul al VI-lea, ,Curriculum — paradigmi a pedagogiei postmoderne” (Cris-
tea 2010, pp. 127-139), aldturi de analizele conceptului din perspectiva deconstructiei
si reconstructiei, in contextul social, psihologic si istoric, la nivelul evolutiei stiintelor
educatiei, avem afirmatia precum cd, din perspectivd pragmaticd, pedagogia post-
modernd pune accent pe transformare si creatie, pe dialog, negociere si interactiune
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la nivelul corelatiei functionale dintre educator si educat. Aceastd corelatie pedago-
gicd, psihologicid si sociald trebuie reconstruitd continuu in functie de schimbdrile
care au loc permanent intr-un context intern (ambianta scolii, a universititii si a cla-
seide elevi sau a grupei de studenti) si extern (cultural, politic, economic, comunitar,
natural, tehnologic, religios etc.) deschis.

In aceasti activitate didacticd s-a plecat de la obiective, deoarece prin intermediul
acestor actiuni didactice specifice in spiritul unui proces educational formativ ne ba-
zdm si pe valorificarea potentialului de auto(instruire) — auto(educatie) al fiecdrui
student. Nu intimpldtor am amintit factorii afectivi si participarea permanenti a stu-
dentului in acest proces. De asemenea, acest model permite stabilirea de raporturi
de interdependentd intre toate elementele activititii didactice, intre obiective — con-
tinut/metodologie si chiar evaluare, in care rolul determinant il au obiectivele.

DESCRIEREA ACTIVITATII DIDACTICE (2) SA FACEM CUNOSTINTA!

Tema Teme comunicationale Continut lingvistic

2. Bineativenit! « invitarea formulelor de sa- pronumele personale, prezentul verbului a fi —
lut si a altor modalitdti de  biti, genurile masculin, feminin si neutru, pre-
a saluta; numele demonstrativ, prepozitiile din — iz mai
« prezentarea, caracterizarea putin pluralul acestora, precum si prezentarea
personald si relatiile cu al-  substantivelor in cazurile necesare
tii

1. Mod de organizare a activititii didactice: frontal si individual

2. Timpul alocat (durata): 30-40 minute

3. Nivelul: Al — Introductiv sau de descoperire — (A — utilizator elementar)
4. Activitdti desfdsurate:

a. Profesorul pregdteste diferite autobiografii false, care cuprind: numele si pre-
numele, tara de origine, ocupatia, varsta, locul nasterii etc.;

b. Aceste materiale sunt oferite studentilor dupd care urmeazd prezentdrile,
adresdrile directe, caracterizdrile si relationarea intre studenti;

c. La final studentii vor citi autobiografiile false, profesorul urmandu-i cu pro-
nuntarea corectd si incurajand exprimarea.

Scopul acestor activitati este de a exersa si invdta saluturile existente in limba cro-
atd in limba standard si cea colocviald, de a insusi verbul biti — a fi, genurile, pronu-
mele personale si cele demonstrative, precum si prepozitia din — iz pentru integrarea
locurilor invitate la activitatea didacticd 1. Autobiografiile ne permit patrunderea si
in alte culturi decit cea croatd sau romand. Activititi asemindtoare pot fi oferite pen-
tru teme precum: Oameni si ocupatii; Familia, prietenii si cunostintele, Trasdturile
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oamenilor si caracteristicile obiectelor, prin care se vor urmdri forma afirmativd si nega-
tivd, precum si cea interogativi a verbului a fi, prezentarea nationalitdtilor, cu o des-
chidere si curiozitate fatd de celdlalt si fatd de valorile acestuia, prezentarea cazului
nominativ, prezentul verbului a se numi, a se chema — zvati se, distribuirea pe roluri
(activitate didacticd pe grupe, perechi...), prezentarea numeralului, a gradelor de ru-
denie, a membrilor familiei, invitarea culorilor, a adjectivelor si a gradelor de com-
paratie etc.

In functie de teme si cAmpuri didactice, au fost alese subcategorii, astfel incat
acestea au permis activititi didactice specifice, acte de comunicare atractive si moti-
vate afectiv, cu toate tipurile de organizare a activititii didactice, timpi alocati in func-
tie de gradul de dificultate si de intelegere a materialului prezentat, cu obiective si
scopuri intemeiate.

Cea de a treia activitate didacticd pe care o prezentim se referd la Informatii despre
Croatia si despre Croati — Informacije o Hrvatskoj i o Hrvatima si reprezintd tema nu-
marul 5 din manualul prezentat.

DESCRIEREA ACTIVITATII DIDACTICE (3) LA RECEPTIA UNUI HOTEL!

Tema Teme comunicationale Continut lingvistic
5. Informatii discutii in vederea cazdriila prezentul verbului a avea — imati si forma
despre Croatia  hotel, solicitare de negativd a acestuia — nemati, acuzativul pentru
si despre informatii, detalii cu privire fiinte si acuzativul pentru lucruri, prezentul
Croati la oferta din cadrul verbelor care se termind in -ati (znati — a sti,
hotelului, relationarea cu trebati — a avea nevoie, a trebui, slusati — a asculta,
oamenii etc. pitati — a intreba etc.) si -irati (trenirati — a se

antrena, birati — a alege etc.), acuzativul numelor
si prenumelor masculine si feminine...

1. Mod de organizare a activititii didactice: in grupe/in perechi, individual
2. Timpul alocat (durata): 40-50 minute

3. Nivelul: Al — Introductiv sau de descoperire — (A — utilizator elementar)
4. Activititi desfdsurate:

a. Profesorul imparte studentii pe grupe (perechi) si distribuie rolurile (jocul de
rol);

b. Studentii se redistribuie in functie de preferinte (roluri);

c. Dupa ce rolurile au fost impartite, profesorul anunta c3 invitatii trebuie s3 fie
extrem de pretentiosi, cu multe nevoi, solicitdri de toate felurile si cu o serie
de intrebari, iar receptionerul si ajutoarele acestuia nu se vor ldsa cu nimic
inferiori (In discutie, la receptia hotelului apar si alti striini, astfel incat avem
si aspectul multilingvismului, insd intr-un procent redus.);
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d. Studentii isi pregdtesc rolurile (se oferd timp in acest sens — pana la 10 minute)
— intrebdrile (se recomand3 si scrierea acestora);

e. In functie de vocabularul insusit, pot interveni si alti participanti la ,conflic-
tul” iscat la receptie (alti oaspeti, trecdtori, personalul auxiliar etc.), toate con-
form timpului alocat si obiectivelor urmarite.

f. Urmeaz3i citirea dialogurilor in grup (in perechi), situatie dup3 situatie: sosire,
adresare, recomandare, prezentare, solicitare, amenintare, discu’gii aprinse etc.

Rolul si scopul activititilor didactice este acela de a repeta, invita si produce ex-
presiile, formele de salut, de adresare, prezentare, solicitare in timpul dialogului. In
acelasi timp se urmireste asimilarea cunostintelor gramaticale — morfologice — con-
jugarea verbelor a avea — imati si forma negativd a acestuia — nemati, precum si a
altor verbe care se termini in -ati (znati — a sti, trebati — a, avea nevoie, a trebui, slusati
— a asculta, pitati — a intreba etc.) si —irati (trenirati — a se antrena, birati — a alege).
Invitarea cazului acuzativ este un alt aspect al acestui joc de rol pentru fiinte si acu-
zativul pentru lucruri, astfel incat: Hrvatska ima more, Martin ima psa, a Iva treba
sobu, toate substantivele (more — mare, gen neutru, pas — ciine, gen masculin, soba —
camerd, gen feminin) fiind de genuri diferite si la cazul acuzativ si precedate de ver-
bele invitate.

3. Concluzii

Prin intermediul celor trei activitdti didactice in cadrul procesului educational de in-
vdtare a limbii croate ca limbad strdind B, L3, s-a urmirit asigurarea calitdtii acestui
proces si inlesnirea procesului instructiv-educativ in vederea dobandirii de compe-
tente de comunicare (competente lingvistice, sociolingvistice si pragmatice) si com-
petente generale.

Eficienta, creativitatea si rolul acestor activitdti depind si de implicarea studenti-
lor. Experienta confirmd faptul cd o datd cu implicarea studentilor creste si motivatia
acestora si sunt reduse sau chiar eliminate caracteristicile afective negative precum
lipsa de apreciere, frica de greseli sau de limba croatd sau respectul scizut fatd de
sine.

Finalitatea oricdrui proces educational este dobindirea de competente, mai ales
competente de comunicare interculturald, posibilitatea fiecdrui student de a se im-
plica intr-o discutie, de a produce expresii simple, descrie sau prezenta persoane,
locuri, lucruri, conditii de trai, de a-si exprima preferinte, opinii, fraze, expresii, de a
citi un text scurt, de a face o prezentare a unui subiect simplu, toate acestea inclusiv
la nivelul Al - Introductiv sau de descoperire — (A — utilizator elementar), conform
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Cadrului European comun de referintd pentru limbi din 2003 si conform Recomanddrii
2006/962/CE a Parlamentului European si a Consiliului din 18 decembrie 2006 privind
competentele-cheie pentru invitarea pe tot parcursul vietii.

Experienta anilor anteriori confirma o motivatie suplimentard generald la ince-
putul studiului — semestrele I — IV, o scddere in semestrul a V-lea si o usoard revenire
in semestrul al VI-lea, ceea ce este lesne de inteles cind ne gindim la faptul ¢ marea
majoritate a studentilor vin din provincie, sunt interesati de o prezentd cit mai
constantd la evenimentele ofertante ale capitalei si implicit la oferta de munci pe

>

care o buni ,sezonierd” parte o acceptd.

In cele din urmi, rezultatele primite in urma activititilor didactice expuse, dar si
a altora pe care din motive Intemeiate — timpul restrdns — nu au fost prezentate,
indicid faptul, si implicit confirm3 ipoteza noastrd, cd cea mai mare parte a studenti-
lor apreciazd pozitiv activititile didactice si rolul acestora, iar alegerea adecvatd si
realizarea acestor activitdti didactice influenteazd motivatia si creste calitatea proce-
sului de invdtare a limbii croate ca limbad strdind B, L3, in cadrul Facultitii de Limbi
si Literaturi Strdine — Universitatea din Bucuresti.
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Principiul autonomiei/
Rolul profesorului in cadrul tandemului

Alina ANDREICA
Universitatea de Medicind si Farmacie , Iuliu-Hatieganu”,
Cluj-Napoca, Romania

Résumé: Cet article s'inscrit dans le domaine de la didactique des langues étran-
geéres et cible la technique de I'apprentissage autodirigé, plus précisément le tan-
dem en téte-a-téte. Notre objectif général est d'observer le role de l'enseignant dans
le cadre du binéme linguistique qui porte le nom de tandem ou apprentissage auto-
dirigé en bindme dans des contextes secondaires. Le tandem peut étre défini comme
une forme d’apprentissage ouverte, dans laquelle des locuteurs ayant des langues
maternelles différentes travaillent en binéme. Leur motivation est diversifiée: la dé-
couverte de la personne et de la culture du partenaire, 'enrichissement des connais-
sances linguistiques, 'échange réciproque de renseignements/savoirs dans diffé-
rents domaines. Les deux principes que nous avons sélectionnés, qui sont a la base
de cette forme d’apprentissage, et qui constitueront d’ailleurs les points forts de
notre analyse, sont: le principe de la réciprocité et le principe de l'autonomie. La
réussite de I'apprentissage est directement liée & 'appui réciproque des partenaires:
tous les deux sont censés en tirer profit de maniére équitable. Le principe de I'auto-
nomie suppose le fait d’assumer son propre parcours d’apprentissage. Dans cet uni-
vers parfait il parait que 'enseignant, une tierce personne, ne trouve pas sa place.
Quel serait son role tout de méme, dans ce systéme ? Quest-ce qu'on attend de lui ?
Quelle est sa place: a I'intérieur et/ou a l'extérieur ? Trouve-t-il des solutions dans
des situations de crise ? Et a ce moment-13, quelles solutions ? Quelles attentes ont
les partenaires du tandem par rapport a leur enseignant ? Voici les quelques ques-
tions auxquelles nous nous proposons de répondre dans cet article.

Mots-clés: tandem en téte-a-téte, apprentissage autodirigé, principe de I'autonomie,
role de l'enseignant.

Cuvinte-cheie: tandem fatd in fatd, invitare autodirijatd, principiul autonomiei, ro-
lul profesorului.

1. Context

Cercetarea de fatd a fost posibild datoritd proiectului international Tandem, bilingu-
isme et construction des savoirs disciplinaires — une approche du FLE/FOS en contact avec
les langues de 'ECO (Tandem, bilingvism si constructie de cunostinte disciplinare — o abor-
dare a francezei ca limbd strdind sau franceza cu obiective specifice in contact cu limbi
ale Europei Centrale si Orientale), finantat de Agentia Universitard a Francofoniei
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(AUF), initiat si coordonat de cdtre lector dr. Aurora Bigiag, desfdsurat in cadrul
Universititii de Medicind si Farmacie ,Iuliu-Hatieganu”, Cluj-Napoca, Roménia, in
perioada 2012-2014 (universititi partenere: Universitatea Babes-Bolyai, Cluj-Napoca,
Romania, Universitatea , Matej-Bel”, Slovacia, Universitatea din Geneva, Universita-
tea din Luxemburg).

2. Argument

Prin cunoasterea altor culturi omul devine constient de propria sa culturd, iar acest
proces incepe si de la nivel lingvistic. Schimbul intercultural ia nastere si, apoi, se
dezvoltd, intr-un context intercultural bazat pe trei aspecte esentiale: o deschidere a
gandirii prin punerea fatd in fatd a ceea ce este strdin cu ceea ce cunoscut, interogarea
fondului comun de cunoastere, precum si capacitatea de comunicare ce trece dincolo
de barierele propriei culturi.! Prin urmare, dialogul intercultural vizeazd pe de-o
parte mentinerea identitdtii prin constientizarea propriei limbi si culturi materne,
pe de altd parte formarea si dezvoltarea de noi competente capabile sd ajute la comu-
nicarea dintre culturi. Contextul intercultural pe care l-am selectat, in cercetarea de
fatd, este invdtarea unei limbi strdine prin metoda numitd tandem. Cele doud culturi
puse fatd in fatd sunt: romAn3 si franceza.

3. Clarificari Terminologice

Tandemul sau invdtarea autodirijatd a limbilor in binom in contexte secundare este o
formi de invidtare deschisd, in care persoanele de limbi materne diferite lucreazd in
binom. O activitate care nu inlocuieste cursurile traditionale de limbi. In Romania,
aceste notiuni/practici/strategii de invitare a uneilimbi striine nu au aprins rddicini
solide. Tocmai din aceastd cauzd, dar si din ratiuni ce tin de plurisemantica concep-
telor, considerim necesari oferirea, in prima parte a acestui articol, unor clarificiri,
definitii si distinctii pe care le comportd. Fiind vorba de o activitate voluntara, cel
care supravegheazd intregul proces se numeste consilier si/sau profesor. Dat fiind
faptul cd activitatea pe care o vom prezenta are loc intr-un mediu universitar, iar pe-
rechile de studenti asupra cdrora ne-am indreptat atentia au fost supraveghea-
te/indrumate/consiliate de citre profesorul de la cursul de limba (romand, respectiv,
francezd —- UMF/UBB), am utilizat cei doi termeni profesor/consilier intr-o relatie de

! Vezi: Buttjes, Dieter, Byram, Michael (éds.). Mediating in Languages and Cultures. Towards an

Intercultural Theory of Foreign Language Education, Clevedon: Multilingual Matters, 1991; Alexan-
dru, Florentina. Dialogul intercultural in predarea limbilor striine — Spre o pedagogie a diversititii
socioculturale, Bucuresti: Editura Pro Universitaria, 2010.
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sinonimie. Asadar, vom analiza acest univers ,perfect” numit tandem, care la prima
vedere nu pare a l3sa loc profesorului/consilierului. Asadar, care e rolul lui? Pani
unde autonomie si de unde consiliere?

4. Structura

Ne vom structura prezentarea in doud parti. Prima parte va contine o scurtd istorie a
conceptului in spatiul european. In partea a doua, vom incerca si rispundem la ci-
teva intrebdri: Cum 1i poate sustine profesorul, intr-o manierd adaptati si eficace, pe
cei care vor sd invete o limb3 strdind in tandem? Ce rol are profesorul in acest tip de
activitate? Cand, cum si unde trebuie sd intervind? Care este locul lui? in interior
sifsau in exterior? Dacd si cum giseste solutii in caz de ,crizd”? La final, in urma
unui chestionar aplicat, vom incerca sd oferim un bilant sintetic al rispunsurilor la
tema de fat3.

5. Tandem in Europa. Scurt istoric

Invitarea prin intermediul tandemului a fost introdusi in jurul anilor 1930. De-a
lungul timpului, a traversat diverse etape si forme de manifestare.? In anii 1960, in
spatiul german, tandemul se desfdsoard in jurul asociatiei tinerilor franco-germani
OFAJ (I'Office Franco-Allemand pour la Jeunesse). Dupd zece ani, in 1970, acest tip
de activitate este considerat3 a fi prielnici celor care, pentru o perioad3 de timp limi-
tatd, doresc sd cunoascd limba si cultura unui popor: turistii. Asadar, la sfarsitul ani-
lor 70, cercetdtorul Jurgen Woff, ajutat de un grup de profesori din Madrid, pune
fatd in fatd cativa turisti cu nativii tdrii gazde; fiecare participant avind drept scop
invitarea limbii si culturii partenerului sdu de tandem. Activitatea manifestd un grad
ridicat de libertate, singurul material de lucru — un simplu ghid util participantilor —
e reprezentat de citeva documente cu sugestii — tipuri de activitdti si sfaturi utile din
partea profesorilor. Anii 80° aduc cu sine o schimbare de paradigma. Tandemul este
introdus in cadrul universitar; sunt formate binomuri de studenti strdini/autohtoni.*
In ultimii ani s-au organizat diverse tandemuri care rispundeau diverselor cerinte,

2 Réseau international tandem Lapprentissage autonome de langues,
http://www.cisi.unito.it/tandem/learning/idxfrall.html.

3 Garnier-Tardeu, Claire. «Lentretien de conseil dans I'apprentissage autodirigé des langues en

bindémes dans les contextes secondaire», Cain, Albane, Geneviéve, Zarate (eds.), Lentretien: ses

apports & la didactique des langues, Paris: Edition Le Manuscrit, 2006: 173-184.

http://www.cisi.unito.it/tandem/learning/idxfrall.html.
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necesitdti si cateogorii profesionale.® Datoritd dezvoltdrii tehnologiei, tandemul a cu-
noscut in tirile europene o expansiune culminanti. Asadar, existd mai multe tipuri
de tandem: tandemul fatd in fatd, tandemul pe internet (teletandem, e-tandem etc.),
tandemul prin corespondentd. Articolul de fati va viza tandemul fatd in fatd.

6. Principii

Tandemul are la bazd doud principii fundamentale: principiul autonomiei si al reci-
procititii.

Autonomia, reprezintd capacitatea individului de a-si asuma responsabilitatea
propriilor acte. In contextul de fat3, in cadrul invitirii unei limbi striine, autonomia
este capacitatea de asumare a propriului proces de invitare. Aceastd capacitate, con-
form didacticii franceze, nu este inniscutd, ci trebuie dobanditi pe cale naturald sau
prin intermediul unui proces de invitare formald in mod sistematic si reflexiv.® Asa-
dar, principiul autonomiei in cadrul tandemului presupune o responsabilizare a fie-
cirui membru participant. Cu alte cuvinte, fiecare dintre cei doi parteneri este res-
ponsabil de propriul siu proces de invitare. in cadrul tandemului, autonomia se re-
ferd la capacitatea si libertatea studentului de a alege cind, unde si ce va studia. Asa-
dar, stabilirea obiectivelor, supravegherea progresului, gisirea de strategii si tehnici
de comunicare/compreheniune ii revine inainte de toate persoanei care lucraeazi in
binom. Pe de altd parte, autonomia e strins legatd de gradul de maturitate. Fiecare
participant trebuie sd stie clar ce asteptdri are de la partenerul sdu si sd i le ceard in
mod explicit (in cazul tandemului fatd in fatd, in mod verbal).”

Principiul reciprocitdtii presupune sustinerea mutuald a partenerilor; cei doi sunt
chemati sd , extragd profit” in mod echitabil. Un beneficiu al tandemului, strans legat
de principiul reciprocititii, este cel al diminudrii inhibiitilor; fiecare dintre parteneri
este ,student” si ,profesor” in acelasi timp. Motivatiile principale ale celor care aleg
sd facd tandem pot fi reduse la trei linii directoare: descoperd persoana si cultura

5 http://www.cisi.unito.it/tandem/learning/idxfrall.html.

6 Autonomia este «la capacité de prendre en charge la responsabilité de ses propres affaires». Dans le
contexte, qui est le notre, de lapprentissage des langues, lautonomie est donc la capacité de prendre en
charge son propre apprentissage. Cette capacité west pas innée, elle doit sacquérir, soit de maniére
«naturelle», soit (cest le cas le plus fréquent) par un apprentissage formel, c'est-a-dire systématique et
réfléchi.», Alsina, Nadya. «L'apprentissage en autonomie», Romanitas Lenguas y literaturas ro-
mances, apud, H. Holec, Autonomie et apprentissage des langues étrangeres Strasbourg: Editions du
Conseil de I'Europe, 1979: 31.

7 http://www.cisi.unito.it/tandem/learning/idxfrall.html
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partenerului; isi amelioreazd si antreneazd cunostintele lingvistice; si fac un schimb

de opinii din diverse domenii.

7. Rolul profesorului/consilierului

Pentru a sintetiza rolul profesorului in cadrul tandemului®, ne-am focusat asupra a

doud perspective, pe care le-am numit ,,mai vechi” si ,mai noi” in functie de aparitia

lor cronologici.

A. Perspective ,,mai vechi™

Conform didacticii limbilor strdine, primul rol al consilierului este cel de a-1 ajuta
pe elev/student etc. s3-si dezvolte propria competentd de a invita. In timpul orelor
alocate, actiunea consilierului vizeazd trei actiuni®®:

furnizarea elementelor conceptuale (ce il vor ajuta in cadrul viziunii de an-
samblu asupra limbii, dar si in dezvoltarea cunostintelor metalingvistice sau
metacognitive). In cazul nostru — tandemul desfdsurat in mediul universitar
— consilierul este profesorul de la curs, ceea ce facilieazd procesul invitdrii.

furnizarea informatiilor metodologice ce le vor permite partenerilor s3 isi dez-
volte anumite tehnici de lucru, documentele pe care se va baza invitarea, acti-
vitdtile posibile etc.

sustinerea psihologicd pe parcursul invatdrii.*

A doua sarcind a consilierului, dacd nu si cea mai grea, este in a-i pune la
dispozitie resursele (in cazul nostru, fise de lucru, in cazul altor tipuri de tan-

demuri: centre de cercetare, platforma de internet etc.). Accentul va cddea aici
pe organizarea si structurarea materialului.

10

11

Gremmo, Marie-José. «Conseiller n'est pas enseigner: le réle du conseiller dans l'entretien de
conseil», Mélanges Pédagogiques No 22, CRAPEL, Université Nancy 2, 1995.

Am catalogat aceste perspective in ,mai vechi” si ,mai noi” in functie de aparitia lor cronologici,
care a schimbat modul de abordare.

Gremmo, Marie-José. art. cit.: 35.

Gremmo, Marie-José, Philip, Riley. «Autonomie et apprentissage autodirigé: I'histoire d'une
idée», Mélanges Crapel, nr. 23: 96-97.
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B. Perspective noi

Consilierul nu trebuie si prescrie obiectivele sau modul de invitare. Rolul sdu, dupd
opinia lui Gremmo (1995)*?, este de a discuta cu studentii (cei doi parteneri), de a le
activa propriile cunostinte («savoirs») si capacititi («savoirs-faire»). In interiorul
acestui proces, isi face loc un alt termen, luat in discutie de cercetitori'®, numit: teorii
subiective. Pe scurt, teoriile subiective sunt structuri cognitive relativ stabile pe care o
persoani le verbalizeaz3.!* Mai precis, teoriile subiective orienteazd comportamentul
si actiunile unei persoane.’® La fundamentul bunei ,functiondri” a teoriilor subiec-
tive stau urmitoarele ,capacititi”: constituirea realitdtii (descrierea unei situatii/stari
de fapt); explicarea unei situatii/stdri de fapt; evaluarea consecintelor unei actiuni;
anticiparea unei situatii/actiuni/stiri de fapt; planificarea unei actiuni pentru a pu-
tea atinge obiectivele propuse'®. Asadar, plasind acest termen in contextul de fatd,
cercetdtorii francezi si germani au constatat cd teoriile subiective nu sunt rezultatul
unor experiente individuale, ci consecinta unor contexte anterioare.'” Mai concret,
persoanele care lucreazd in tandem isi organizeazd sedintele de lucru pe baza unor
cunostinte si capacititi structurate de citre teoriile subiective. Asadar, fiind probabil
la prima experientd de acest gen, studentii nu au o reprezentare concretd a ceea ce
trebuie s3 fac3, in consecintd, vor face recurs la alte contexte de invitare, cel mai la
indemani fiind cel de la curs. In cazul in care consilierul este si de profesor la curs,
rolul lui este de a-l face pe student sd isi schimbe perceptia asupra sa. Consilierul
este un binevenit din exterior («extérieur bienveillant») care ajutd studentii in accep-
tarea esecurilor si succeselor lor.® Dialogul sistematic expert/non-expert (consilier-
student) presupune cunoastere, deschidere, incredere, adici si 0 noud competentd
profesionald care se cere a fi formatd.?® Prin urmare, consilierul trebuie s3 il ajute pe
cel implicat in tandem s3 1si clarifice, pe de-o parte, dorintele si obiectivele sale, pe

12 Gremmo, Marie-José. art. cit.: 35.
13 Grotjahn, Rudiger. ,The Research Programme Subjective Theories. A New Approach in Second
Language Research”. Studies in Second Language Acquisition, vol. 13, 2, 1991: 187-214.

14 Schmelter, Lars. «La persuasion est le moteur de l'enseignement — Est-ce que le conseil fait
avancer 'apprentissage autodirigé ?», Les Cahiers de IAcedle, 2, 2006: 200.

15 Ibidem, p. 201.

16 Ibidem, p. 200.

17 Idem

8 Gremmo, Marie-José, Philip, Riley. art. cit.: 96-97.

1 Jdem
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de altd parte sd isi construiascd demersuri care sd-1 ajute si-si atingd obiectivele sta-
bilite.?® Concluzionind aceastd parte, putem afirma cd studentii pot veni la orele de
consiliere fie individual, fie cu partenerul lor, in functie de nevoile si dorintele lor.

v

Capacitati

* ))) Capacitdti ((( ’
partener 1 partener 2

Fig. 1. Structura dialogului profesor-studenti in cadrul tandemului®*

i

!

!

Teorii
Subiective

Teorii
Subiective

8. Bilant sintetic al raspunsurilor studentilor

Chestionarul?? aplicat studentilor francofoni (in numar de 20, studenti ai Facultatii
de Medicind/Medicind Dentard ai Universitdtii de Medicind si Farmacie , Iuliu-Hati-
eganu”, Cluj-Napoca, an I de studiu), la finalul activititii, a vizat: verificarea conciziei
si claritatii explicatiilor date de citre profesor/consilier, observarea rolului profesoru-
lui/consilierului pe intreaga duratd a activititii, precum si inventarierea citorva sar-
cini concrete pe care trebuie sd le indeplineascd profesorul/consilierul.

20 Schmelter, Lars. «La persuasion est le moteur de l'enseignement », Les Cahiers de Acedle, 2,
2006: 200.
Gremmo, Marie-José, Philip, Riley. art. cit.: 96-97.

21 Idem
21

21

Schmelter, Lars. «La persuasion est le moteur de 'enseignement », Les Cahiers de IAcedle, 2,
2006: 200.

eil — effort commun et concerté pour modifier des théories subjectives: 199-202.

22 Gremmo, Marie-José, Philip, Riley. art. cit.: 96-97.

2 Idem

2 Schmelter, Lars. «La persuasion est le moteur de l'enseignement », Les Cahiers de Acedle, 2,
2006:
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1. Explicatiile date de profesor/consilier la inceputul acestui proiect au fost con-
forme realitatii?

Da, in totalitate In mare parte, da In mare parte, nu Nu, deloc
8 12 - -

2. Care este, dupa parerea dvs., rolul profesorului/consilierului in cadrul acestui

proiect?
Punerein  Informare la fiecare  Ajutor in ciutarea Evaluarea Explicare a ceea ce
contact etapd a proiectului materialului muncii, nu este clar
consiliere
20 1 2 6 3

3. Ce sarcini concrete trebuie sd indeplineascd profesorul/consilierul pentru a veni
in ajutorul studentilor francofoni?

Insotirea la cursuri de Oferirea de material adaptat nivelului ~ Explicarea notiunilor
specialitate in limba romani de competenti lingvistici de gramaticd
20 5 5

4. Evaluati disponibilitatea profesorului indrumator/consilierului pe parcursul aces-
tui proiect!

Nesatisfdcitoare Satisficitoare Bund Foarte buni
- - 5 15

5. Alte remarci in ceea ce priveste profesorul coordonator de tandem/consilierul:

Ex: « o initiativd foarte bund pentru cd ne-a propus acest proiect. Cel mai important lucru e cd am
asistat impreund cu el la cursurile medicale in limba romand», «profesorul trebuie sd
supravegheze cu mare atentie studentii».

9. Concluzii

Rolul profesorului/consilierului in cadrul invatarii autodirijate este unul esential.
Rispunsurile/sugestiile date de studenti in timpul sedintelor de consiliere pe care
le-am avut in anul universitar 2013-2014, sugestii referitoare la rolul profesoru-
lui/consilierului, comportd patru linii directoare: a. profesorul/consilierul este cel
care propune metoda de invdtare; b. explicd ce presupune munca in tandem; c. pune
persoanele in contact — in functie de profilul fiecdrui participant in parte; d. supra-
vegheazd intrega activitate, oferind sfaturi, sugestii, mediind comunicarea etc.; el nu
poate intotdeauna rezolva problemele apdrute, dar poate oferi sprijin in intelegerea
obstacolelor care apar.

Studentii medicinisti francezi au considerat cd sarcina concretd pe care trebuie sd
o indeplineascd profesorul/consilierul este aceea de a asista la cursurile medicale in
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limba romani. Dacd partenerul este student la aceeasi universitate,~Universitatea de
Medicind si Farmacie ,luliu-Hatieganu”, in cazul de fatd — rolul profesorului va fi
preluat de cdtre partener. Studentii francofoni din anul I, dupd aproximativ cinci luni
de la implicarea in acest proiect —care au asistat la cursuri medicale in limba roméni,
impreund cu mine si/sau cu partenerul lor de tandem—conform unui chestionar
aplicat la sfarsitul cursului ce viza comprehensiunea globald a limbajului de specia-
litate —au declarat c3: au inteles 40-60% din totalitatea cursului, comprehensiunea
s-a datorat gesticii si materialului-suport folosit de profesor, similitudinii celor doud
limbi (roménd/francezd), cunostintelor lor de specialitate, cat si ajutorului din partea
partenerului siu de tandem sau al consilierului.

Rispunzind intrebdrilor initiale ale acestui articol, putem afirma cd sedintele de
consiliere ajutd la avansarea si la progresul studentilor. Consilierul poate ajuta per-
soana implicatd in acest tip de activitate sid-si constientizeze nevoile pe care le are,
sd-si stabileascd o metodd de lucru, sad-si asume responsabilitatea propriilor acte, sd-si
stabileascd asteptdrile pe care le are de la partenerul siu — cu mentiunea cd obiecti-
vele, metode, dorintele vor apartine in exclusivitate persoanei care a hotirit ci vrea
s3 fie implicatd in tandem.

10. Bibliographie

1. Alexandru, Florentina. Dialogul intercultural in predarea limbilor strdine — Spre o pedagogie a di-
versitdtii socioculturale, [Le Dialogue interculturel dans l'enseignement des langues étrangeéres —
vers une pédagogie de la diversité socioculturelle], Bucuresti: Editura Pro Universitaria, 2010.

2. Garnier-Tardeu, Claire. «Lentretien de conseil dans I'apprentissage autodirigé des langues en
binémes dans les contextes secondaire», Cain, Albane, Geneviéve, Zarate (eds.). Lentretien : ses
apports & la didactique des langues, Paris: Edition Le Manuscrit, 2006: 173-184.

3. Gremmo, Marie-José. «Conseiller n'est pas enseigner: le réle du conseiller dans l'entretien de
conseil». Mélanges Pédagogiques, No 22, CRAPEL, Université Nancy 2, 1995.

4. Gremmo, Marie-José, Riley, Philip, «Autonomie et apprentissage autodirigé: 'histoire d'une
idée», Mélanges Crapel, nr. 23: 81 /versiune englezd: System, Vol. 23, no. 2: 151-164.

5. Holec, Henri. Autonomie et apprentissage des langues étrangéres, Strasbourg: Editions du Conseil
de I'Europe, 1979.

6. Schmelter, Lars. «La persuasion est le moteur de 'enseignement — Est-ce que le conseil fait
avancer l'apprentissage autodirigé ? », Les Cahiers de 'Acedle, numéro 2, 2006: 191-216.

11. Bibliographie électronique
1 Réseau international tandem, [http://www.cisi.unito.it/tandem/learning/idxfrall.html]

[http://acedle.org/IMG/pdf/Schmelter-L_cah2.pdf]
3 [http://www.atilf.fr/IMG/pdf/07_gremmo_riley.pdf]

81



Alina ANDREICA

BIONOTE: Alina ANDREICA este asist. univ. dr. la Universitatea de Medicind si Farmacie ,Iuliu-
Hatieganu, Cluj-Napoca, Departamentul Limbi moderne aplicate in medicind. Preocupdri: preda-
rea limbii roméne studentilor strdini, limbaj general/de specialitate (i.e. limbaj medical). Membru
al proiectului international: Tandem, bilinguisme et construction des savoirs disciplinaires: une approche
du FLE/FOS en contact avec les langues de 'ECO (2012-2014). Domenii de cercetare: interculturali-
tate, antropologie, multilingvism.

82



Cognition, Attitude and Affect —
Dimensions of the Proficiency Cambridge Exam

Laura IONICA
University of Pitesti, Pitesti Romania

Rezumat: Invitarea unei a doua limbi poate fi considerati una dintre cele mai inte-
resante realititi pe care studentul le intilneste in procesul de invitare. Desi o primd
abordare a unei limbi strdine este ceva complex datoritd particularititilor acesteia,
nimic nu pare si-i impiedice pe studenti sd se familiarizeze cu un nou cadru cultu-
ral si lingvistic. Studiul prezent este o incursiune in dimensiunea cognitivi si emo-
tionald a examenului CPE, care corespunde nivelului de cunoastere al unui nativ.
De cele mai multe ori, competenta este asociati cu experienta, progresul in cunoas-
tere sau abilitatea si urmeazd un itinerariu dificil care abundd in cunoastere, inte-
legere psihologici, invitarea abilititilor, setul de valori etc. CPE al cirui rezultat fa-
vorabil este un certificat pe viatd inseamnd mai mult decit o simpld acumulare de
cunostinte si practicd a competentelor lingvistice. Examenul dep3dseste aceste coor-
donate, deoarece dezvoltd dimensiunea lingvisticd, culturald si emotionald a limba-
jului. Fiind un mecanism viu, limbajul diferd de la o epoci istorici la alta si este
supus tuturor schimbdrilor care au loc in timp. Lucrarea prezentd urmireste si evi-
dentieze semnificatia fiec3reia dintre dimensiunile mai sus mentionate, dar si com-
petentele lingvistice implicate. De aceea, se pune un mare accent pe citit, scris,
structuri gramaticale, ascultat si vorbit, cu scopul de a ardta cd un orizont larg de
cunoastere si afisarea unei anumite atitudini reprezinti conditii esentiale in obti-
nerea certificatului CPE. Fiecare element este supus unei analize laborioase, cu sco-
pul de a arita complexitatea si relevanta acestui examen.

Keywords: second language acquisition, linguistic background, cognitive dimen-
sion, proficiency, expertise;

Cuvinte-cheie: cadru cultural, abordare, dimensiune emotionald, intelegere psiho-
logicd, competentd lingvisticd;

An increasingly large number of learners prepare for Cambridge exams for various
reasons: career-related, self-fulfilment, cultural openness etc. Regardless of their pur-
pose, they lay great emphasis on learning a foreign language and strive to keep up
with innovative learning and teaching trends in order to take full advantage of a new
language acquisition.

Although a first approach of a foreign language is something complex, due to its
peculiarities, nothing seems to prevent learners from familiarizing with recent
linguistic reality and cultural background. The linguistic side generally includes
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vocabulary, rules of grammar and syntax, which most language teachers are dissat-
isfied with due to their purely functional use.

Therefore, many of them have pleaded to supplement language acquisition with
some humanistic, culture-oriented “content”. Any language act should go beyond
grammar patterns, syntactic structures and lexicon acquisition. Since we are irreduc-
ibly unique and different, the cultural dimension should be fostered along three axes:
the diachronic axis of time, the synchronic axis of space and the axis of imagination.

Cambridge Proficiency Exam (CPE) explores culture only in terms of reinforce-
ment and enrichment. Language and culture are intertwined and aim at both lin-
guistic performance and cultural competence.

The present work is based on personal experience which impelled me to set a
strategic direction needed to pass CPE. It has been acknowledged as a difficult but
not impossible destination to reach. Starting from this perception, I have regarded a
C2 level exam beyond a mere accumulation of knowledge. Instead, I considered it a
demanding itinerary abounding in cognition, psychological insight, skill acquisition
and set of values. These coordinates have configured a clear vision of what profi-
ciency means.

According to most dictionaries, proficiency involves “an advancement in know-
ledge or skill, the quality or state of having great facility or being skilled™, “a high
degree of skills, expertise”?.

Once the concept clarified, it is imperative to realise that language skills are to be
practised at a high level. Due to the use of more academic language, CPE most aims
at people working in a business or technical environment. The requirements of the
exam are unexpectedly high owing to the diversity of fields approached, language
use expertise, level of creativity, and the emotional factor involved in the learning
process. Unlike the other components, the last one is indispensable since it resorts
to the individual’s attitude regarding the entanglement of the exam.

Considering the CPE the most strenuous experience of a language learner, the
fundamental skills will be focused on with a view to highlight the real dimension of
the exam.

1. The Relevance of the Communicative Approach

Every language has its own structure. Relations between elements are functional and
distinctive and provide language peculiarities. These elements are facts of knowledge,

1 www.collinsdictionary.com

2 www.oxforddictionary.com
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although no speaker possesses them entirely. Since cultural and linguistic
communication occurs between bilingual individuals, inter-linguistic communica-
tion is modelled depending on the speakers’ aptitudes and skills. Language is the
primary means of communication in a human community. Each community acquires
the basic principles of the native language and assimilates them with L2. Through
communication, people carry out a concrete activity by practising language and
inventing elements to diversify this act.

Completing an effective communication during CPE is based on thorough
knowledge of a double dimension. There are two realities, the source and the target,
according to which the speaker assimilates and processes two different phonological
and morphological systems, new grammatical categories, different syntactic func-
tions and relations. On the other hand, the lexicon provides us with another type of
diversity, while functional styles bring about new interpretations of discourse.

People acquire another language to a lesser or greater extent, but its architecture
is only partially used. In the same way, the speaker has limited access to the language
structure which has some peculiarities. Developing the ability to communicate re-
quires establishing a rigorous comparative analysis, so that similarities and differ-
ences between languages can be delineated.

As a social phenomenon, the communicative stage helps us to interact and estab-
lish a balance between the information transmitted and received. By means of artic-
ulated language, the two parties must have the same form of language and speak the
same language. During the communicative act there occurs not only a transfer of
information, but also a transformation of the interlocutor who is forced to refine the
quality of his knowledge and to react in a certain way so as to be on the same wave-
length with his partner. In the current reality, it is not fundamental what we com-
municate, but how we do it. We say something with a view to obtain an effect.

Based on visual prompts, the topic I had to approach was culinary art worldwide.
The expressive images revealed eloquently the nature of the subject and involved
imagination and creativity. By and large the food-related topic does not seem to bring
about communication barriers. However, the high diversity of questions and the in-
sufficiently acquired cultural background may stand for disadvantageous factors in
rendering the most appropriate answers.

Therefore, a profound cultural knowledge provides a broad vision and a familiar-
ity with the subject, creating the opportunity for elaborate and complex responses.
In other terms, the speaking test goes beyond its typical pattern of face-to-face con-
versation or debate. Apart from being an intellectual exercise, the speaking skill re-
quires a productive exchange of information with a view to obtain an effect. This skill
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always depends on such variables as: collective experience, physical environment and
the purpose of speaking. It also involves spontaneity, evolution and open-endedness.

Full participation, production of expected patterns of discourse situations, and
development of sociolinguistic competence are as many relevant issues that partici-
pants to CPE need to consider.

For example, the food-related topic has a broad horizon of analysis in terms of
eating habits, world cuisine, similarities and differences in consumption theory etc.
Proficiency requires a wide array of interpretations as regards the speaking compo-
nent. The production of sounds, stress patterns, accurate use of grammar structures,
appropriate vocabulary, use of gestures and body language, involvement and com-
plexity of the speech act, semantic richness are key elements, without which the lan-
guage would be deprived of meaning.

Although, we would be tempted to interpret speaking only from a linguistic per-
spective, reality has shown that it has acquired a cultural dimension, since culture is
a mixture of spiritual creations and reflections intertwined with the language func-
tions. The main purpose of the communicative part was to develop a particular be-
haviour through cooperative endeavours and to build a coherent speech in a foreign
language. In order to overcome potential communication barriers “it is a mutual ba-
sis to identify the topic, develop a common speech, interpret signs or solve issues if
the message cannot be understood” (Kramsch 1984: 20). “Along with language ele-
ments, paralanguage elements of intonation, accent, voice and hesitation do not con-
tribute alone to creating discourse produced in cooperation, but are clear signs of the
competent partner’s position in the interactive space” (Vion 1992: 111).

In terms of communication, CPE exam is the perfect opportunity to make partic-
ipants become reflexive, give a positive feedback and provide thinking acts. The com-
mon framework of transmitting pure information has been exceeded by new exigen-
cies adapted to a diverse reality abounding in new experiences, beliefs and cultural
values. The cultural variations aiming at the semiotic sources, gestures, space were
meant to open attractive prospects of a communicative space for interaction and in-
terrelation. Communication is dynamic if candidates succeed to harmonize the in-
formation submitted and the ability to perceive it.

2. The Reading Part — An Inference-Based Approach

The reading part consisted in multiple-choice tasks and a gapped text task. Similar
to other skills it has been granted high value in teaching and learning advancement.
Any Cambridge exam begins with the reading part, whose importance should be
neither minimized nor neglected.
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An adequate reading instruction requires coping with such aspects as: the pur-
pose of the reading, a clear understanding of the text structure, an ability to explore
the lexis efficiently, an exposure to a spelling sound relationship, etc. Skimming
through the text entailed its visualization as a whole, its separation into informative
chunks, its handling the new lexis and its ability to interpret text sequences appro-
priately.

CPE has laid emphasis on our ability to approach different kind of texts, our con-
trol over procedures for monitoring comprehension and our motivation to read for
a variety of purposes. Reading can be perceived as a journey into the unknown. Nu-
merous ways of interpretation open so that we should take hold of the whole message
transmitted.

The wide range of texts: fiction, non-fiction, journals, magazines, informational
materials provided us with great challenges in terms of text decoding and multitude
of symbols. The first obstacle arising at the outset of reading acquisition was the
difficulty to comprehend the text, unless word recognition was being achieved. Com-
prehension of the text was imperative and could be fostered through instruction fo-
cused on concept, vocabulary richness, instruction about the syntax and rhetorical
structures of written language. While reading a technical text, for example, it is es-
sential to become familiar with the technical concepts and to know how they work
in concrete contexts.

Such an intricate task is generally based on increased attention, memory and mo-
tivation. Learning technical vocabulary (patch cable — computer, resistance circuit —
electronics, perks — economics etc.) makes sense when other related terms are also
known. It is very closely related to knowing the subject area. Most often, learners
find it difficult to guess from context unless they have a solid background in the
technical area.

Apart from the heterogeneity and diversity of reading materials, which some-
times prevent us from understanding a text structure, there is another major obstacle
to overcome, the inference-based answers. No straight answer can be provided, un-
less it is fully inferred. The following paragraph is an eloquent example: “After this,
I developed an intense desire to uncover the secrets of this strange, fabulous art. I
transformed my student life into an extended preparation for my assault on the
culinary world. My history degree became a hollow pretence, distracting me from
my true course. I acquired my real education haphazardly and deficiently by reading
cookbooks, roaming markets and delicatessens and preparing extravagant meals.”

3 Certificate of Proficiency in English (Vol. 2), Cambridge University Press, 2010.
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The question How did the writer pursue his study of cookery? comprises the variants:
a. reluctantly, b. aggressively, c. fervently, d. systematically. The structure intense desire
and the word assault might lead the candidate to choose the second variant. On the
other hand, extended preparation might be connected with systematically.

However, the strongest form roaming better guides the candidate to choose the
most appropriate option, fervently which is also the correct one. An accurate reading
requires splitting up word meaning, so that candidates might select the best answer
variant. An inference-based method is by far a complex task, since it implies a thor-
ough understanding of the text. Any word-for-word analysis does not necessarily in-
volve picking up the right selection. This is done by rigorous interpretation and read-
ing through the lines of the text. Sometimes the simple use of a negation changes
the answer, whereas an elusive word or structure may also stand for a source of con-
fusion or subtlety.

In terms of vocabulary growth, words should be regarded in their complexity,
comprising spelling, meaning and usage in context. There is a strong link between
spelling and reading. Changes in spelling strategy are related to changes in reading
strategies. The learning burden of the written form is highly affected by L1 and L2
parallels. When operating with words, it is required to detach from L1 and think di-
rectly in L2. Equally striking is the richness of word meanings. For example, a text
comprising the word bank does not give the candidate the possibility to easily reveal
the right meaning, since the word collocates differently: river bank, a money bank, a
memory bank, a blood bank etc. The appropriate sense of the word is to be selected
from the brain through the sense selection process.

On the other hand, reference specification is the process by which the reader en-
counters a word and tries to work out during the comprehension process what par-
ticular real world items the word makes reference to. A word may be understood by
its inherent lexical meaning (as an isolated term) and the inferential meaning
grasped from other words in the immediate context and from our knowledge of the
world. Either concrete or abstract, words can always be understood from the context
they occur in.

3. The Art of Writing

The writing skill is also a significant part of CPE exam. Although frequently used in
teaching, this linguistic competence shows that grammar and memory learning do
not guarantee a learner to write a sequence of sentences with good structure and
coherent body. Traditional teaching has generally overlooked the writing approach
therefore students face a series of problems when expressing their thoughts and
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ideas. Writing can be understood as a culmination of several steps in a laborious
process. Prewriting, drafting, revision are strategies in a continuous modelling and
alteration.

In the prewriting stage the candidate must get acquainted with the topic. CPE
writing, although similar to CAE requirements is more intricate since it allows de-
taching from the immediate context and stimulating abstraction. Writing for CPE is
both a cognitive and interactive process. The writing reality is not perceived from the
first reading, because ideas are inconspicuous, waiting to be elicited in one way or
the other. While reading the requirement we visualise, process and create a meaning.
During the writing stage, candidates make the first draft with the ideas collected in
the previous stage. They now know what comes at the beginning, in the middle or
at the end of the writing.

The creative flow of the writing is not to be interrupted. Depending on the format
(a story, a letter, a review etc.) there are some elements to be given thought to: to
know how to start, what to write and how to write well. These elements add to other
mechanics such as: number of paragraphs, length, use of linking devices, punctua-
tion, lexicon (academic vocabulary, idioms, phrasal verbs, slang, multiple descriptive
adjectives and topic-related vocabulary), grammar (tenses, passives, modals, intensi-
fiers, emphasis, inversion etc.).

The assessment procedure lays emphasis on the writing component because it
requires participation, involvement and focuses on personal experiences, feelings
and observations. It is advisable to correlate writing with personal experiences be-
cause it may help candidates to render ideas in a more concise, logical and explicit
way. The logical sequence of ideas is better performed if based on our own observa-
tions.

In terms of variety of elements that the writing process encompasses, the follow-
ing example seems to be pertinent. “When we go shopping we are all influenced by
the media. They have a huge effect on dictating the latest trends and fashions.” Shop-
ping, media, trends and fashion appear to be interrelated, however their approach is
different. Such a writing topic entails different perspectives and its thoroughness
derives from an extensive analysis on such elements as: buying habits, consumer-
ism, media manipulation and psychological effects.

With regard to the selected words, CPE exam requires and recognizes the art status
of writing. Words should convey freshness, continuity and vigour. They should not be
rigid but engage the reader. Every word, phrase, sentence and paragraph must move
in a logical progression and bring out new meanings. Words provide consistency as
long as they are harmonious in sound and glide from the memory like undistin-
guished elements in a general effect. A proficient writer combines, implicates and
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contrasts ideas in an artistic way with a view to enrich the meaning and create a
unique atmosphere.

4. Use of English

No less important for CPE exam is Use of English, the component which explores
grammar and vocabulary at great length. Finding a suitable word to best fit each gap,
conversion and derivation processes, discovering one word to be suitable for three
different sentences and rephrasing make up a seemingly easy constituent of this
section, although a thorough analysis brings to light as many obstacles as in the pre-
vious skills.

Except for the richness of texts that configure this part, the problem arises with
such issues of creativity, solid grammar background and an expert handling of
phrasal verbs and idioms. As generally known, some phrasal verbs may not pose
difficulty in terms of comprehension, due to their being semantically transparent (sit
down, fall down, finish up etc.). Others are semi-transparent, their adverbial particle
conveying the reader with a clue for the meaning of the lexical unit (go on, make up),
whereas a third category includes completely opaque forms, whose meaning cannot
be inferred from the meaning of their individual elements (take in, put off, call off).

It comes as no surprise that CPE candidates perceive phrasal verbs as sources of
entanglement and most difficulties arise from remembering meaning, placing the
adverbial particle, using incorrect grammar and overusing of less frequent forms.

However, a distinction should be made between the idiomatic meaning and the
literal meaning. For instance, the verb fall out is better understood in its literal mean-
ing ...his toys fell out as he lifted the box, rather than its informal meaning to argue with
somebody. In order to reduce the amount of effort on the part of the learner, it is
advisable to acquire the concrete meanings of phrasal verbs or infer their sense from
the context used.

Idioms, on the other hand, stand for another complex issue. The ability to use
idiomatic expressions appropriately is a key to native like fluency. Idiom is “a group
of two or more words which are chosen together in order to produce a specific mean-
ing or effect in speech or writing” (Sinclair 1991: 172).

In other words, an idiom is a term of a phrase whose meaning cannot be deduced
from the literal definitions, but refers instead to a figurative meaning known only
through common use. Due to the variety of means by which idioms entered a lan-
guage (work, science, literature, history etc.), their handling requires a vast culture,
exploration of meanings and adaptation to context. At times, they convey ideas in an
ornamental way and add beauty to language. They also enhance language fluency
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and help expressing views in a flowery and dynamic language. Idioms provide a rich
semantic variety whose explanatory power is more or less comprehended by those
who process the text.

To sum up, the Use of English part of CPE requires a good interpretation of idi-
oms, phrasal verbs, collocations as well as grammar expertise.

5. The Listening Skill

Recent advances in technology have served to raise the profile of the listening skill
in language acquisition. It provides input, promotes a non-linear processing of lan-
guage and helps to develop holistic strategies to texts. Although the importance of
the listening skill has been minimized in the language curricula, with the advent of
communicative language teaching it has received more attention. Listening for CPE
exam is perceived the most challenging and difficult part for many reasons: our as-
suming both an active and passive role in a conversation, the variety of languages
with distinctive levels of colloquialism, training of attention etc.

Listening requires expectations from the part of the listener who should cope with
socio-cultural perspective and prior knowledge. Comprehension of a CPE text is
more demanding and sometimes brings about a high level of anxiety. Listening ef-
fectively is correlated with a good perception and understanding of the message. It
involves a specific concentration on the words spoken and our other senses alike.

Listeners must discriminate between sounds, understand vocabulary and gram-
matical structures, interpret stress and intonation. Rost (2002) defines listening as
“a process of receiving what the speaker actually says (receptive orientation), con-
structing and representing meaning (constructive orientation), negotiating meaning
with the speaker and responding (collaborative orientation), and creating meaning
through involvement, imagination and empathy (transformative orientation).”

Therefore, listening is a multidimensional process involving such factors as: fo-
cus, selection, long-term memory and accurate interpretation of the message trans-
mitted. Thought organization, activation of appropriate knowledge, ability to make
predictions also have the role do diminish the burden of text comprehension.

6. Attitude and Emotion in the CPE exam

As Le Doux’s stated “minds without emotions are not really minds at all” (1996: 25).
Humans react and learn through the lenses of emotionally laden experiences. “Emo-
tions are important in learning because they can impede or motivate learning” (Dirkx
2001: 63). The very evolution of CPE exam involves anxiety, fear and lack of mental
comfort due to a sense of inability to cope with stressful situations. As our bodies
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respond biologically, our minds respond cognitively to create an affective compo-
nent. The vital element that candidates operate on is memory. Memory should be
regarded as a very sophisticated machine that can always play tricks on us. Although
we may be thinking that our memory is flawless, there are moments when certain
imperfections can affect our behaviour. Absent-mindedness, blocking, misattribu-
tion, bias are only a few memory imperfections we deal with during the exam.

Language anxiety is another concern of researchers. It is associated with deficits
in listening comprehension, reduced word production, impaired vocabulary learning
etc. It can start as a transitory episode of fear and increase in intensity depending on
the difficulty of the task to be carried out. Although anxiety-related therapies include
desensitization or relaxation training, CPE candidates perceive the burden exam as
the most provocative state ever experienced.

The basic techniques to reduce language anxiety can be cohered into different
strategies comprising preparation, relaxation, positive thinking or resignation. Prep-
aration focuses on behavioural components of language learning that are related to
effective performance, relaxation aims at alleviating the body tension associated with
emotional arousal, positive thinking anticipates a successful outcome of the situation
and resignation is a final state of accepting the result irrespective of one’s effort and
language skills.

Understanding the emotional effect of learning allows us to more holistically re-
veal our inner beings to the outside world. The emotionality of CPE exam is a com-
plex reality whose importance should be neither minimized nor devalued.

7. Conclusions

The purpose of the present work was to emphasize the most relevant aspects related
to CPE exam. Given its complexity, such an experiment is far from being easily un-
derstood by those undertaking it. All the component parts stand for a good exercise
by which candidates can shape and refine their language skills. The whole research
has shown that proficiency is most often correlated with expertise and advancement
in knowledge. Apart from approaching the language skills, CPE exam is an itinerary
into all walks of life, and the most stimulating attempt to overcome any possible
communication barriers.
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Abstract: This study aims to provide an overview of current topics and results re-
garding the use of speech visualization in prosody teaching. Familiarization with
the discourse functions of prosody such as focus, information structure, topic man-
agement and turn-taking is fundamental for the development of communicative
competence. The use of visualization techniques facilitates this familiarization pro-
cess and increases metalinguistic awareness thus promoting learner success. An
additional aim is to demonstrate some of the possibilities offered by the speech
analysis and synthesis software Praat.

Mots-clés: computer assisted learning, prosody teaching, speech visualisaion, accu-
racy, inteligibility.

Cuvinte-cheie: predarea asistati de calculator, predarea prosodiei, mijloace de vizu-
alizare a vorbirii, acuratete, inteligibilitate.

1. Communicative Competence, Metacompetence, and Metalinguistic Awareness

The multi-faceted use of English in international contexts by speakers of diverse
backgrounds has resulted in the fact that the effective development of communica-
tive competence has become an increasingly complex issue. The notion of discourse
competence was added as a key component of communicative competence by Canale
(1983) in addition to the previously listed grammatical, strategic and sociolinguistic
competence (Canale and Swain 1980). Subsequently, the definition of communica-
tive competence was extended and discourse competence received a central role
within the revised framework (Celce-Murcia, Dornyei, & Thurrell, 1995: 10). Dis-
course competence is defined as “the selection, sequencing, and arrangement of
words, structures, and utterances to achieve a unified spoken or written text” (Celce-
Murcia, Dérnyei, & Thurrell, 1995: 10) and includes cohesion, deixis, coherence,
genre/generic structure and conversational structure.

Coherence is claimed to be the most problematic area, especially in oral dis-
course. This component of discourse competence includes the content schemata,
theme-rheme development, management of old and new information, propositional
structures and their organizational sequences, and sequence of tenses. Knowledge
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regarding conversational structure is another area, which should be increasingly con-
sidered. This component includes knowledge regarding topic management, back-
chanelling, holding and relinquishing the floor, and adjacency pairs (Celce-Murcia
et al. 1995: 14).

Discourse competence is indispensable to the accomplishment of communica-
tive tasks since“[t]his is where the top-down communicative intent and sociocultural
knowledge intersect with the lexical and grammatical resources to express messages
and attitudes and to create coherent texts” (Celce-Murcia, 2007: 46). In both written
and spoken discourse, coherence is perceived as ease of interpretation and is related
to linguistic knowledge, sociocultural knowledge, and the ability to interpret contex-
tual information (Celce-Murcia, 2007: 46). This ease of interpretation is in line with
the notion of intelligibility incorporating comprehensibility and interpretability re-
spectively (Smith and Nelson 1985).

Numerous elements of discourse competence are signalled by suprasegmental
cues, such as intonation, stress or pauses. Throughout this article, prosody is used
interchangeably with intonation in the wide sense and suprasegmental features, as
it is used by researchers representing different approaches to the study of supraseg-
mental intonation (Couper-Kuhlen 2001). In line with the discrepancy between the
teachability/learnability and the communicative importance of pronunciation in
general, elements of prosody are difficult to teach through explicit instruction in the
classroom in spite of their fundamental role in discourse. On the other hand, the
teaching of segmental differences poses less of a challenge; yet, their communicative
importance is relatively small as compared to intonation (Dalton & Seidlhofer 1994:
72-73). The low teachability/learnability of suprasegmental features is also discussed
by Jenkins (2000), who suggests that pronunciation issues can be resolved by limit-
ing pronunciation instruction to the Lingua Franca Core (Jenkins 2000). However,
this proposal is somewhat controversial and the appropriateness of teaching a re-
duced version of English for international communication, such as the LFC has been
questioned (Kuo 2006, Dauer 2005).

It has been pointed out that prosody requires increased attention due to its im-
portance coupled with its evasive nature. Wrembel (2007) puts forward a theoretical
model for the teaching of prosody to foreign language learners aimed at the develop-
ment of phonological metacompetence via awareness-raising and presentation of
theoretical underpinnings. The model is comprised of three main elements: the
acquisition process, metacompetence as a facilitating device, and socio- and psycho-
linguistic factors (Wrembel 1994: 192). Phonological metacompetence may aid learn-
ers at the level of perception as (1) facilitator of intake, during the process of acquisi-
tion as (2) acquisition facilitator and as (3) monitoring device during production.
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Metacompetence is conceptualised as a “means of empowering L2 learners and en-
hancing their autonomy by equipping them with necessary tools for self-monitoring
and self-correction” (Wrembel, 1994: 195).

Placing increased emphasis on pronunciation teaching, Wrembel (2007) suggests
four main categories of metacompetence developing techniques defined by the level
of elaboration and explicitness involved. Firstly, basic awareness raising involves the
lowest level of elaboration and explicitness and includes relaxation, visualization,
perceptual focusing and various awareness raising discussions and tasks. Secondly,
a more elaborate technique is articulatory control involving articulatory techniques,
warm-up exercises and imitation. Thirdly, a more overt approach is performed by the
use of informed teaching techniques, such as the presentation of theoretical rules,
presentation of pitch-contours, guided ear-training and self-monitoring techniques.
Finally, the use of multimedia learning aids is characterised by the greatest amount
of elaboration and explicitness. These include animations or videos presenting the
articulatory setting, Computer Assisted Language Learning (CALL), computerized
speech visualisation and the use of spectrograms (Wrembel 2007: 198). The im-
portance of informed pronunciation teaching is further emphasised for teacher
training due to the future role of teachers as pronunciation models. The use of self-
monitoring and self-correction strategies and self-study guidelines are proposed with
the aim of enriching the strategic repertoire of language learners and facilitating
learner autonomy (Wrembel 2007: 202-3).

Effective metacognitive strategies are essential for learner success, and should be
at the basis of the acquisition phonetic and phonological knowledge facilitating im-
plicit learning via interactions with English speakers. Due to the age constraints as-
sociated with the acquisition of pronunciation, young learners may be an ideal target
group for intelligibility-centred pronunciation instruction. The Strategic Inventory
for Language Learning SILL measures the metacognitive skills and strategies of
learners (Oxford and Burry-Stock 1995). Doré and Habdk (2013) tested the reliability
of SILL with young learners, and found that SILL is a reliable tool for measuring
strategy use. Hungarian young learners displayed a preference for metacognitive
strategy use. Unfortunately, SILL does not include any reference to phonetic or pho-
nological features. The importance of metacognitive awareness and the effectiveness
of the use of visualization techniques by young learners has been demonstrated in
other contexts as well (Habék 2012, Habdk 2013).

2. Discourse Intonation

The functions of intonation can be grouped into four major categories: grammatical,
attitudinal, discourse and sociolinguistic. As far as intelligibility in the broad sense
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is concerned, grammatical and discourse functions appear to be pertinent. Gram-
matical functions include aligning or associating tones with particular syntactic
structures, such as sentence types, and segmenting functions, chunking the flow of
speech into various units. Intermediate and intonational phrases can be identified
by pausing, phrase-final syllable lengthening, phrase accent and final boundary tone.
Although intonation has a syntactic function, in the case of ambiguous sentences,
contextual information usually helps disambiguation, thus speakers do not always
signal such distinctions intonationally (Pierrehumbert 1975).

Gumperz (1982) emphasizes the need to examine the role of prosody in the con-
text-bound inferential process of meaning generation in interaction and “to consider
how prosody interacts with other modalities to signal thematic connections and to
generate interpretation of communicative intent” (Gumperz 1982: 101). Shared
knowledge regarding the expectations, goals and outcomes of the interaction is nec-
essary for successful communication. This entails that participants must also share
knowledge of the communicative means of achieving such goals. Prosody, including
intonation, intensity, stress, duration, pauses, rhythm etc., is one such tool, which
speakers must be familiar with, in order to be able to successfully communicate
(Gumperz 1982: 100-1). Although prosodic cues “are systematically based in conven-
tionalized patterns of prosodic usages”, they acquire meaning only within the dis-
course context. They either help listeners to choose between possible interpretations
or signal a thematic structure based on the shared knowledge and experiences of the
participants of the interaction (Gumperz 1982: 104).

Couper-Kuhlen (2001) reports three strands of research in the field of intonation
in discourse: (1) intonation as part of grammar, (2) intonation signalling the flow of
information and (3) discourse intonation. The first tradition focuses on the structure
of accents and tones and their contribution to a set of tunes corresponding to gram-
matical structures and their meaning. In contrast with the first strand focusing on
grammatical structures and sentence types through introspection and constructed
examples, the second approach investigated experimental data in the form of narra-
tives and instructional monologues. The relationship between intonation and infor-
mation flow has been explored in terms of the givenness and accessibility of infor-
mation, and transitional continuity (Du Bois et al. 1993). Lastly, discourse intonation
assumes an interactional approach, and views intonation, or rather prosody in this
tradition, as a contextualization cue invoking interpretive frames (Couper-Kuhlen
2001).

Similarly, Grice and Baumann (2007) propose that intonation has two tasks, high-
lighting and phrasing. Highlighting (or prominence) is accomplished by pitch move-
ment/accent and optionally increased intensity and duration. Phrasing refers to the

98



The Use of Speech Visualization Technology in Prosody Teaching

structuring of speech via intonational means into segments previously denoted as
tone units, phonological phrases, intonational phrases etc. accomplished by filled or
silent pauses or an increase or decrease in pitch (Grice and Baumann 2007). These
two notions are in line with the terms proposed by Venditti and Hirschberg (2003):
segmentation and hierarchy, and information status (salience, focus of attention and
given/new information) are key notions in the role of intonation in spoken discourse
processing. Similarly, Grice and Baumann (2007) mention the expression of
givenness and the division of utterances into focus and background elements, as
continua with varying degrees of givenness or focus in both cases.

The intention-based theory of the structure of discourse, which is conceptualized
as a dynamic system consists of three distinct elements: (1) the linguistic structure
of the actual sequence of utterances in the discourse (2) a structure of intentions,
and (3) an attentional state. The hearer-speaker dyad is also re-evaluated in their
model, and stemming from the focus on speaker intention within and across dis-
course segments, the terms hearer and listener are replaced by initiating conversa-
tional participant (ICP) and other conversational participant (OCP) (Grosz and Sid-
ner 1986).

However, in a topic-based approach, discourse is segmented into paragraphs
based on their semantic content or topic, defined as “a coherent aggregate of
thoughts introduced by some participant in a conversation, developed either by that
participant or another or by several participants jointly, and then either explicitly
closed or allowed to peter out”(Chafe 2001: 674). Besides content, phonetic cues, such
as pause, heightened pitch, acceleration or new voice quality, also contribute to the
establishment of topic boundaries in discourse. According to Chafe (2001), dis-
courses are also organized hierarchically, including basic-level topics and supertop-
ics, which do not display the same internal structure that topics have and can be
abandoned for the purposes of managing basic-level topics. Topic shifts initiating
intonational paragraphs can be seen as the spoken versions of indentations and par-
agraph structure in written language. In speech, topic shifts are signalled by extra
high pitch reset decreasing throughout the paragraph (Levis and Pickering 2004).

Finally, attentional state refers to the focus of attention, which is an inherently
dynamic property of the discourse, displayed in a set of focusing spaces involving
new or salient information. Initially, information status was conceptualized as either
given or new (Halliday 1967). Prince (1992) approached the given-new distinction
from the perspective of the listener and the discourse and proposed that information
can be “discourse-old” or “discourse-new” and, “hearer-old” or “hearer-new.” Dis-
course old information is accessible from previous discourse segments, whereas
hearer-old information is known to the hearer but not accessible from previous
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discourse segments (Prince 1992). Ward and Birner (2001) also advocate this categori-
zation. Moreover, Venditti and Hirschberg (2003) suggest that attentional focus in-
corporates the notion of givenness and the notion of salience/accessibility (Venditti
and Hirschberg 2003). This is in line with Chafe (2001), since the second level of
organization is the continuous interactional management of focus and periphery,
defined as “a limited area of fully active consciousness surrounded by a penumbra
of ideas in a semiactive state”. Focus is coupled with a unique intonation contour,
pitch reset, pauses and additional suprasegmental features and is ubiquitous in
spontaneous speech (Chafe 2001: 675).

3. Pronunciation Instruction
3.1. Accuracy, Nativeness and Intelligibility as Instructional Goals

Pronunciation teaching is characterized by two opposing approaches: (1) focus on ac-
curacy referring to an interest in a comprehensive acquisition of the phonetic and
phonological system without any elements receiving an increased attention, and (2)
focus on intelligibility aiming at communicative success and tailoring the instruction
process to this goal with an increased focus on elements essential for intelligibility.
Despite empirical evidence concerning intelligibility and accent, traditional pronun-
ciation instruction is characterized by a definite focus on accuracy, which is claimed
to place an unnecessary burden on both learners and teachers to achieve the goal of
native-like pronunciation is most probably not an attainable goal for the majority of
adult learners (Levis 2007). As it has been pointed out previously, not all pronuncia-
tion errors have the same effects with regard to communicative success (Jenkins,
2000; Munro & Derwing, 2006).

According to Levis (2005) two opposing principles, the nativeness and the intelli-
gibility principle have dominated pronunciation teaching and research respectively.
The nativeness principle, which foregrounds native-like pronunciation as an instruc-
tional goal, has met with decreased support after the 1960s, when research revealed
age-related constraints of the acquisition of pronunciation. Conversely, the intelligi-
bility principle focuses on communicative success and distinguishes between intelli-
gibility and accentedness. Educational interest is vested in pronunciation features
necessary for intelligibility, and pronunciation errors are deemed acceptable pro-
vided they do not decrease intelligibility (Levis 2005).

As a result of an emergent paradigm shift, ESL and EFL teaching has undergone
a change from the view of language as a formal system to a functional system, with
instruction focusing on the communicative needs of learners. This shifting focus
from linguistic form towards effective communication is coupled with a growing
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interest in semantics, pragmatics and discourse. As part of communicative ap-
proaches to pronunciation teaching, focus on the importance of suprasegmentals
and their use in conveying meaning in discourse is listed among pedagogical trends.
Near-native pronunciation is deemed to be an unrealistic goal for the majority of
learners and may be conflicting with L1 identity. Fortunately, research has clearly
demonstrated that accented non-native speech can be intelligible, in some cases it is
rated as more intelligible as native speech. Munro and Derwing (1995) separate the
notion of accent and intelligibility and maintain that despite the fact that the strength
of accent is correlated with comprehensibility and intelligibility, a strong accent does
not by definition lead to low comprehensibility or intelligibility. They further propose
that pronunciation instruction which is aimed at comprehensibility and intelligibil-
ity “should not focus on global accent reduction, but only those aspects of the
learner’s speech that appear to interfere with listeners’ understanding” (Munro &
Derwing 1995: 305). One of the main difficulties they highlight is the small amount
of empirical evidence concerning the main phonological features contributing to
comprehensibility and intelligibility. Moreover, individual differences in speech per-
ception also complicate the issue further (Munro & Derwing 1995: 305-6).

According to the most comprehensible definition of the term intelligibility con-
sists of three levels: (1) intelligibility: word/utterance recognition, (2) comprehensi-
bility: word /utterance meaning (locutionary force), and (3) interpretability: meaning
behind word/utterance (illocutionary force). These three categories are conceptual-
ised as “degrees of understanding on a continuum of complexity of variables, from
phonological to pragmatic, with intelligibility being lowest and interpretability being
highest” (Smith & Nelson 2006: 430). Additional factors identified as influencing any
of the three components of intelligibility were familiarity with the information, fa-
miliarity with different varieties of English and language proficiency. As it has been
demonstrated by others as well, native speakers were neither the most easily under-
stood, nor the best able to understand different varieties of English (Smith & Nelson
2006: 441 cf. Morley 1991).

In conclusion, according to the intelligibility principle, instructional goals are not
defined in terms of communicative goals and of being “good enough” rather than
perfectly native-like (Smith & Nelson 1985, Dalton & Seidlhofer, 1994).

3.2. Computer Assisted Pronunciation Teaching of Suprasegmentals

Visualization tools and Computer-Assisted Language Learning (CALL) provide new
possibilities for the study of suprasegmental features by enabling learners to connect
the perceived auditory signal with its visual representation and also with the corre-
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sponding segmental elements. In general, visual representations and real time audi-
tory feedback are reported to increase the efficiency of prosody training (Chun 2002).
Chun (1998) previously proposed that visualization technology can be used to provide
learners with visualization aiding the perception of intonation, offer “authentic and
extensive speech and cultural input to represent the diversity of speech sounds”, fa-
cilitate intonation research, record learners progress and provide feedback (Chun
1998: 81).

Levis (2007) provides a comprehensive overview of CAPT studies and addresses
several pivotal questions concerning the motivation for CAPT and its effect on lan-
guage learning in general. Firstly, the effectiveness of CAPT is demonstrated by em-
pirical results such as increased segmental and suprasegmental accuracy. Secondly,
the improvement appears not to be limited exclusively to trained contexts, as learners
are able to transfer them to novel contexts. In addition, a spillover effect was also
identified with improved perception resulting in more accurate production and lex-
ical recall (Levis 2007: 189-90).

Adequate visual feedback is also an issue of contention. In order to fulfil its facil-
itating role as a learning aid, the visual feedback provided in CAPT systems needs to
be easily interpretable to learners. Some of the visualization tools such as spectro-
grams may be far too complex for learners or even teachers to interpret. On the other
hand pitch tracings are less complex and are more easily read by learners (Levis 2007:
190-1). In addition, Automatic Speech Recognition (ASR) is another possibility for
computer assisted feedback. However, automatic recognition of pronunciation er-
rors of non-native speakers is a highly complex issue and a controversial one from
the perspective of the intelligibility principle, which is becoming increasingly preva-
lent.

The effectiveness of CAPT was examined with English-speaking learners of
French participating in a 3-week training using real-time pitch visualization. The
results of two experiments demonstrated a significant improvement in prosody cou-
pled with an additional improvement in segmental production and novel sentences.
The training positively influenced meta-awareness and affective factors as well, as
learners reported increased confidence, prosodic and linguistic awareness (Hardison
2004).

3.3 CAPT Tools

An increasing number of options are available for teachers who wish to undertake
CAPT. Commercially available tools, such as Kay Elemetrics VisiPitch speech therapy
tool and the Computerized Speech Laboratory speech analysis system (http://www.
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kayelemetrics.com/) or free software, such as Praat (http://www.fon.hum.uva.
nl/praat/) or the Windows tool for Speech Analysis (WASP) (http://www.phon.ucl.
ac.uk/resource/sfs/wasp.htm). These enable the visualization and analysis of
acoustic information via previously selected materials and real-time feedback on
learners’ speech production.

As Chun (1998) noted, learners need to be provided with “authentic and extensive
speech and cultural input to represent the diversity of speech sounds and the great
variation that exists within a language” (Chun 1998: 81). The use of native and non-
native corpora provides an optimal solution as teachers are able to choose between a
variety of materials and a variety of speaking styles ranging from word and sentence
lists and to task-oriented semi spontaneous and spontaneous speech. Among others,
such corpora include the Backbone Pedagogic corpora for content and language inte-
grated learning (University of Tiibingen), the Wildcat Corpus of Native- and Foreign
Accented English (Northwestern University), the IViE Corpus (University of Cam-
bridge), or The Vienna-Oxford International Corpus of English.
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Figure 1. Waveform, spectrogram and FO pattern of paragraph-initial sentence

For example, Figure 1 presents the visual representation of a segment of semi-
spontaneous speech from the IViE Corpus. In Praat, waveforms, spectrograms and
intonational patterns can be examined either with the transcripts, or in real-time
joined with the acoustic signal. Figure 2 displays a more simple representation of the
intonational pattern of the same paragraph-initial sentence.

Numerous websites exist offering various types of accent training focusing on
segmental accuracy, stress and intonation and. These include sites such as http://
www . betteraccent.com/ addressing features necessary for the intelligibility of non-
native speakers by presenting various sentence types, http://www.trainyouraccent.
com/ presenting features of connected speech, e.g. reduced speech through audio
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materials supplemented with IPA transcriptions, http://www. speakmethod. com/ pro-
viding online lessons, free videos presenting mostly the pronunciation of vowels and
consonants through minimal pairs, presented by an American native speaker. How-
ever, information on suprasegmental features is not accompanied with any audio or
video material.
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Figure 2. Visualization of the intonation of paragraph-initial sentence

Further instructional materials include CD-ROMs such as the acclaimed Stream-
ing Speech by Richard Cauldwell (http://www.speechinaction.com/), or In Tune with
English (Kaltenboeck 2001) focusing on native English intonation, its communicative
functions and use in various contexts. The CD-ROM includes dialogues, intonational
theory, drills and discrimination exercises and a possibility for production and visu-
alization of intonation patters using Winpitch. A further approach to speech visuali-
sation is the Multimedia Pronunciation Learning Management System (MPLMS), a
multimedia pronunciation tool which presents learners with face and mouth mo-
tions coupled with the sounds included in the International Phonetic Alphabet. The
web-based MPLMS is claimed to provide an accessible and cost effective aid to pro-
nunciation teaching and learning via repetition drills and practices focusing on the
segmental level (Por et al. 2012).

4. Conclusion

Changing perspectives in language learning have had a major impact on pronunci-
ation teaching. As communicative success and learner needs were foregrounded, fo-
cus shifted towards the individual. Individual factors such as metacognitive aware-
ness and learner autonomy are generally claimed to be significant contributors to
learner success and can be promoted by the use of speech visualization.
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Discourse competence is an essential component of communicative competence
and as such should be addressed throughout the learning process. Unfortunately,
however, study hours spent in the classroom may not provide learners with the nec-
essary amount of authentic spontaneous speech presenting discourse functions,
such as topic management or signalling discourse structure and givenness. The use
of online corpora may complete this gap and supplement classroom pronunciation
and listening instruction. During the visualization stage, discourse segments of var-
ious length can be presented by the instructor and special emphasis can be placed
on elements which are likely to facilitate intelligibility. Speech analysis software also
offers learners real-time feedback on their own pronunciation. Naturally, instructors
need to be wary of the risk of a potentially undesired marked focus on accuracy.
Nonetheless, speech visualization offers a possibility for enhancing metacognitive
and metalinguistic awareness and can be a beneficial tool supplementing authentic
listening materials. Moreover, it may also increase learner autonomy, since it can be
utilized by learners within and outside the classroom respectively.

Speech perception and production are closely knit phenomena, both of which can
be improved using CAPT. The reported spillover effect is an additional reason for
training learners in discourse intonation. However, further research is necessary to
investigate the effectiveness of CAPT with learners of various levels in various learn-
ing environments. The inherent phonetic and phonological variation associated with
non-native, and non-standard varieties poses an additional challenge for instructors
and researchers as well.
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Rezumat: Lucrarea de fatd prezintd experienta noastrd in utilizarea prezentdrilor de
cazuri si de medicamente in cadrul cursurilor practice de limba englezi medicald
care au loc la disciplina Limbi moderne aplicate in medicind din cadrul Universititii
de Medicini si Farmacie “Iuliu Hatieganu” din Cluj-Napoca. Studentii Facultitilor
de Medicind si Medicind Dentard lucreazd pe cazuri clinice, in clasd, iar studentii
Facultitii de Farmacie prezinti cite un medicament controversat, la alegere, pe baza
unei cercetiri efectuate in bibliotecd si prin intermediul internetului. Studentii lu-
creazd in grup, pentru a incuraja lucrul in echipd, a promova responsabilitatea si a
simula situatii care pot sd apard in viitoarea lor carierd. Pentru a pregiti prezenti-
rile, studentilor le sunt predate functii lingvistice relevante si tehnici de prezentare.
Prin urmare, acest tip de activitate, in care sunt integrate mai multe competente,
oferd oportunititi de predare si evaluare semnificative, fiind in acelasi timp extrem
de relevantd in ceea ce priveste nevoile de comunicare ale studentilor nostri, facili-
tand invitarea limbajului de specialitate in context, dezvoltarea autonomiei studen-
tilor si dobandirea unui set de abilititi practice esentiale in profesiile lor viitoare.

Keywords: English for Medicine and Pharmacy, case presentations, drug presenta-
tions, presentation skills, communication skills.

Cuvinte-cheie: abilitdti de comunicare, abilitdti de prezentare, limba englezd pentru
medicind si farmacie, prezentidri de caz, prezentiri de medicamente.

1. Introduction

“Iuliu Hatieganu” University of Medicine and Pharmacy, Cluj-Napoca comprises
three faculties: Medicine, Dental Medicine and Pharmacy, each offering several spe-
cialties, of which the main are those that give each faculty its name. At the Depart-
ment of Modern Languages Applied in Medicine, students study one foreign lan-
guage in the first two academic years. Romanian students can choose among Eng-
lish, French and German, while international students need to study Romanian.
Most Romanian students choose to study English not only because it is usually the
language they know best, but also because English is the language of medicine and
pharmacy, and students are aware of the importance of them being able to communi-
cate in English proficiently in their future profession. Thus, the best books they learn
from are in English and the most up-to-date research results are published mainly

109



Oana MURESAN, Monica MARTA, Letitia GOIA, Ovidiu URSA

in English, which is also the language of international medical and pharmaceutical
conferences. Moreover, what undergraduates study at our department is Eng-
lish/French/German/Romanian for medicine and pharmacy. Therefore, they need
to have a good level of the target language (at least intermediate) in order to study
English, etc. for medical or pharmaceutical purposes.

The subjects of our present research study are students in Medicine, Dental Med-
icine and Pharmacy (but not other specialties) who choose to study English at our
university. Their level of English usually ranges between B1 and C2, which allows us
to teach them medical or pharmaceutical English from the very first classes of mod-
ern language.

After establishing our first-year students’ level of English and performing a needs
analysis we set our main objectives based on the most important skills they need to
acquire or develop during the two years of studying English for Medicine or Phar-
macy (EMP). Thus, after graduation and even during their undergraduate studies,
students need to be able to communicate successfully both in general and profes-
sional contexts, they need to interact with patients in English, to read specialised
books and articles in English, but also to conduct and publish research and to deliver
presentations at professional meetings and conferences. They also need to be able to
perform clinical case and drug presentations in both professional and scientific con-
texts.

2. Case Presentations

The rationale behind teaching our medical students how to do case presentations is
also based on the students’ needs, as this activity helps them to develop several skills,
from speaking skills (both spoken interaction and spoken production) to the essen-
tial teamwork skills, but also research skills and other specific skills such as summa-
rizing information or presentation skills. Therefore we can state that this is an inte-
grated skills activity which prepares students for their future profession in several
ways. It provides an interdisciplinary approach, as it is linked with the main medical
subjects students study in the first two academic years and requires students to ac-
cess information acquired in other subjects and make connections between various
pieces of information. This type of activity also helps students enrich their medical
vocabulary with words, phrases, collocations, acronyms and abbreviations. What is
more, it meets students’ needs by simulating — and thus providing training for —real-
life professional situations. This activity is designed for second-year medical stu-
dents, as it requires them to have a basic level of medical English and of medical
knowledge, which they have acquired during their first academic year.
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In a case presentation a doctor or a medical student presents the details of a pa-
tient’s case to colleagues either next to the patient’s bed (during ward rounds), or
during a professional meeting where more interesting or difficult cases are pre-
sented and discussed. The register of a case presentation differs according to situa-
tion: in the case of a clinical meeting in hospital and in conference presentations, a
formal register is used and the main points are usually also presented on slides,
whereas bedside presentations during ward rounds are less formal. Case presenta-
tions usually contain the following sections: clinical history; physical examination;
laboratory test results; imaging findings; hospital course (diagnosis, treatment, out-
come).

Below is an example of the sections of a case presentation and the language used
in such formal medical presentations (Glendinning, Howard 2007: 128):

Table 1. Sections of a case presentation

Section Example language

Introduction I'd like to present Mr Simpson,

Patient’s age and A 34-year-old plumber,

occupation

Presenting who presented with a one-month history of breathlessness.
symptomy(s)

and duration

Associated symptoms
Past medical history

Social history
Family history

Findings on
examination

Investigation results
Diagnosis
Treatment

Outcome

He also complained of ankle swelling which he'd had for two weeks.
There was no relevant past history.

He was married with one son. He smoked 25 cigarettes a day and drank
about 50 units of alcohol per week.

His father died of myocardial infarction at the age of 42.
His mother was alive and well.

On examination, he was obese ...

We did a chest X-ray which showed ...
So we thought he had ...
We gave him intravenous furosemide and ...

He responded to treatment and was discharged home.

In the EMP class, we ask our medical students to prepare a case to present to their
colleagues, in groups of 3 to 4 students. Each group decides on the most interesting
case presented in their group and that case is then presented to the class and dis-
cussed. The student who presents the case to the class might also need to answer
questions other colleagues may ask regarding the case. He or she may also use slides
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or the board to summarize the case with the help of abbreviations and, in this case,
all the members of each group contribute to preparing the slides or notes to be used
as visuals during the frontal presentations.

The activity starts with individual work. Students look for or are given two to four
clinical cases to read (for gist) and they need to choose one to work on. Then they
read the chosen case carefully, make a note of the new medical vocabulary and trans-
fer the main information into a patient’s chart. For this purpose, a case notes tem-
plate is provided and students fill in the relevant gaps in the template. During this
part of the activity students practice several important skills, namely summarizing
information, turning narrative into notes and using medical abbreviations.

An example of such case notes is the following table (Glendinning, Holmstrom
2005: 125):

Table 2. Case notes sample

SURNAME Jameson FIRST NAMES Alan
AGE 53 SEXM MARITAL STATUS M
OCCUPATION Carpenter

PRESENT COMPLAINT

Acute backache referred down R sciatic nerve distribution. Began 6/52 ago and became more se-
vere over past 2/52. Affecting work and waking him at night. Also c/o tingling in R foot. Wt loss 3
kg. Depressed.

O/E
General Condition Fit, well-muscled.

ENT NAD

RS NAD

CVS Normal pulsation at femoral popliteal, posterior tibial + dorsalis pedis.
GIS NAD

GUS NAD

CNS Loss of lumbar lordosis, spasm of R erector spinae.

Straight leg raising R restricted to 45°.

Reflexes present & equal. Neural — depressed R ankle jerk.

IMMEDIATE PAST HISTORY
Paracetamol helped a little with previous intermittent back pain.

POINTS OF NOTE
Carpenter — active work.
1.78 m, 68 kg — tall, slightly-built

INVESTIGATIONS
MRI scan — narrowing of disc space between lumbar 4 & 5.

DIAGNOSIS
Prolapsed intervertebral disc.

MANAGEMENT
dihydrocodeine 30 mg 2 q.d.s. p.o.
Bed rest, physio
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Students then work in groups of four and present their case to the group, based
on their notes. Questions may be asked and answered during or after each presenta-
tion and there is a group discussion of each case presented.

The next stage of the activity is the report, when all the groups prepare the most
interesting or unusual case to present to the whole class. To make this task even
more similar to real situations, each group may prepare a slide containing a short
summary of the chosen case and designate the student who will report the case to
the class in a frontal presentation. Class discussions follow after each case is pre-
sented and then students receive feedback — good points and things that could be
improved — from their colleagues and from the teacher. Students may also vote (in
writing) for the best presentation and give reasons for their choice.

Among the resources used for choosing true-to-life (teaching) cases are the text-
book 100 Cases in Clinical Medicine (Rees 2007) and several web sources which are
listed in the bibliography. Medical TV series — such as House MD — could also be used
for this purpose, presenting the advantage of students being highly interested in
them.

Before the actual presentations, students are given some tips for good presenta-
tions, which may be elicited from them, for maximum effectiveness. These are re-
lated to duration (5 minutes), organization (structure, concision, abbreviations) and
delivery (pace, establishing eye contact, no reading of notes but brief notes possible).
Students are also advised to always prepare and practice a presentation.

In the case of dental students, the activity is designed slightly differently. The
sections of a case presentation differ in dental medicine. These are: clinical presen-
tation; history and dental examination; diagnosis; treatment plan; results/outcome;
discussion. After becoming familiar with the structure of case presentations, stu-
dents are divided into groups of four and the teacher assigns each group a case to
work on. Individual work is combined with group work. Students read the case and
do vocabulary work, then divide the case among them and summarize their part of
the case in note form, using abbreviations. Then all the groups present their case to
the class, each student contributing by presenting a part of the group’s case based on
the notes they prepared. Class discussion follows each case presentation and stu-
dents receive oral feedback from their teacher, for improved future performance, but
also as part of the ongoing assessment of students’ activity in the Medical English
class.

3. Drug Presentations

In the first or second semester of their second year of study, Pharmacy students are
asked to prepare and deliver an oral presentation of a prescription drug. To be able
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to do this activity effectively they need to have already acquired some basic pharma-
ceutical vocabulary in their first year of study.

The activity starts with individual work. Students look for and read articles on a
controversial drug of their own choice. For this purpose, they are asked to do both
library and internet research and are indicated titles of journals or websites where
they could find such articles. The second part of the activity requires group work: in
groups of three or four, students choose one of the drugs each of them read about
and design a PowerPoint presentation of the chosen drug. To do this, they first learn
how to design a good PowerPoint presentation in a class dedicated to this subject.
They also learn about the structure of the presentation they are going to make,
namely: overview; benefits of the drug; side effects of the drug and suggestive re-
search findings; what is controversial about the drug and some real cases of patients
taking the drug and suffering or even dying from its side effects; and, possibly, (legal)
measures and alternatives to using that drug. Then students discuss dos and don’ts
of oral presentations and learn how to deliver an effective presentation.

As an example of students’ work, below is the outline of a drug presentation (de-
signed as a PowerPoint presentation) by a group of Pharmacy students:

« RITALIN - A controversial drug

Diana Rasnita, Oana Sas, Alexandra Sturza
o RITALIN — ADHD

RITALIN

Drug used in treating the symptoms of ADHD (Attention Defi-
cit/Hyperactivity Disorder)

Generic name — methylphenidate

We Dbelieve that it is important to know and to understand the controversies
involving this drug.

« Whatis ADHD?

Attention Deficit/Hyperactivity Disorder is the most common psychiatric dis-
order of childhood and often persists into adulthood.

Symptoms usually appear before the age of seven and generally consist of prob-
lems paying attention or concentrating.

These behaviors are generally common in children. But they occur more often
than usual and are more severe in a child with ADHD.
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« SYMPTOMS
Inattention
« s easily distracted
« does not follow directions or finish tasks
« has problems organizing daily tasks
Hyperactivity
« does not stay seated as expected
- talks excessively
Impulsivity
+ has difficulty waiting for his or her turn
- often interrupts others
. CAUSES

The basic abnormality in ADHD is related to an imbalance of the levels of
various neurotransmitters (particularly norepinephrine and dopamine) in the
areas of the brain that control complex thoughts and behaviors such as know-
ing right from wrong, understanding the consequences of actions, personality
traits, and more.

« Other causes:

« genetic predisposition,

« environmental circumstances,

« head injuries,

« complications during pregnancy and birth.
« Ritalin as ADHD treatment

ADHD cannot be cured, but many of the symptoms can be controlled by using
methylphenidate — Ritalin.

The results observed consist of:
« reduced impulsive behavior,
« Dbetter concentration,

« reduced fatigue

« improved attention.
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. SIDE EFFECTS (1)

Ritalin is being commercialized since the 1960’s to treat the symptoms of
ADHD and has shown a number of documented side-effects such as:

« nervousness

« insomnia

« Dblood pressure changes
. palpitations

« tachycardia

« cardiac arrhythmia
- SIDE EFFECTS (2)

Methylphenidate can manifest the same effects as cocaine and amphetamine
use, if ingested in very high doses or injected intravenous.

Like cocaine, it has the possibility to become addictive and, when the treat-
ment is interrupted, it usually presents a withdrawal symptom.

An overdose can lead to extreme side effects such as:

« paranoia
« hallucinations

+ suicidal thoughts
« Long-term treatment with Ritalin

The effects of long-term methylphenidate treatment on the developing brains
of children with ADHD are the subject of study and debate.

Two things that should be considered in the long term use are tolerance:

« reaction to a drug decreases, so that larger doses are required to achieve
the same effect.

and rebound effect:

« when discontinued, a medication can cause a return of the symptoms in a
more severe way.

+ STORIES
Matthew — died on March 21, 2000
+ Cause of death — use of Methylphenidate for a long-term (age 7-14)
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Stephanie — dead
+ Cause of death — cardiac arrhythmia (one of the extreme side-effects)

Kristina — after 3 years of using Ritalin she developed bipolar disorder, became
suicidal and was flunking school

« ALTERNATIVE SOLUTIONS

After seeing the damage this drug can induce, we have made a list of alterna-
tive solutions that do not involve stimulant drugs:

- Supplements that help support concentration and attention, while promot-
ing normal energy levels: Focus Formula, CalMag complex.

« Treatment should comprise of an increased number of behavioral therapy
sessions, group meetings or even psychological consult.

+ Antidepressants-they have minimal side-effects compared to stimulant
drugs, but should also be used if anything else doesn’t.

« CONCLUSION

We believe that ADHD is a serious disorder, but it is too easily mistaken with
other diseases or just normal child behavior, so only ADHD experts should be
the ones to put the diagnosis.

So we shouldn "t take any kind of drug without knowing the danger we are
exposed to. We should all reconsider and find a better way to cope with this
disorder.

After designing the PowerPoint presentation together, students divide it among
them, prepare the oral presentation and deliver it in front of the class, each student
presenting a part of the prepared presentation. Each presentation is followed by class
discussion and students are given feedback for both their written (PowerPoint) and
oral presentations. As students’ performance in this task is assessed, they are given,
in advance, the criteria for their evaluation, which can be ongoing (in the first se-
mester) or final evaluation (at the end of the second semester). Thus, apart from
general and specialized language proficiency and content of the presentation, the
students’ presentation skills are also assessed.

5. Conclusions

Case and drug presentations are activities that present several benefits to medical and
pharmacy students. They are motivating and true-to-life activities which students find
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both challenging and enjoyable. Moreover, they are integrated skills activities that help
students develop their medical or pharmaceutical English language skills, their oral
communication and teamwork abilities, but also job related and critical thinking
skills. They also represent an alternative form of assessment which has several ad-
vantages over traditional forms of evaluation, the most important one being the fact
that these activities simulate real-life situations which students are likely to encounter
in their future profession.

Case and drug presentations create complex situations of learning and offer stu-
dents important opportunities for professional development. As students improve
their medical or pharmaceutical English and develop several skills which are essen-
tial for their future profession, they may also acquire some knowledge in the field of
medicine or pharmacy, which may entitle us to consider case and drug presentations
to be no less than CLIL! activities. Our experience has demonstrated that case and
drug presentations can contribute to medical and pharmacy students’ development
of English language skills and overall communication abilities in a challenging yet
motivating and confidence-building manner.
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Stand-up Comedies and Films to Replace
Traditional Listening Material?
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Abstract: The current study focuses on the use of films and stand-up comedies as
teaching material with the purpose to provide a source of natural language for stu-
dents, which leads to the ultimate goal of improving communication in English.
Disadvantages and weaknesses of the traditional language CDs used for teaching
listening are pointed out, reflecting on their limitations as opposed to the suggested
alternative of films and stand-up comedies. The present paper emphasizes the im-
portance of exposing learners to various types of natural communication so that in
the process they acquire the feeling of what sounds natural. The study is based on
experience with learners of English who have made significant progress in the area
by using the method proposed. The study claims that replacing most of the tradi-
tional listening material with scenes from movies and sections from stand-up com-
edies has significant benefits. The paper also touches upon problems teachers
might encounter and recommendations to overcome them. The research concludes
that one of the reasons why people with years of studying English behind them fail
to understand native speakers, either in person or otherwise, lie in the inefficiency
of the listening material they are exposed to.

Keywords: stand-up comedy, movies, films, listening didactic material

Cuvinte-cheie: stand-up comedy, filme, material audiovizuale, ascultare, predarea
limbilor striine.

The presence of films and stand-up comedies at schools and universities are appar-
ently on the rise. Short film festivals and live performers are welcome on educational
grounds on a regular basis, proving that they indeed have a place in education for
sundry reasons. A significant part of such events requires and offers English lan-
guage, where students are challenged and made aware that attendance and partici-
pation could eventually lead to improved communication. This study intends to jus-
tify the use of scenes from movies, series, stand-up comedies during language clas-
ses as well, which do not only prove highly advantageous from many angles, but it
might seem inevitable in modern language teaching. The idea is supported by the
quotation below, which belongs to the principles of a website that provides planned
material for teaching via films and images. “In the twenty-first century, the ability to
interpret and analyze images is an integral part of literacy. We should therefore see
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images in all their different forms as a legitimate means to enhance 21st century
literacy.” (http://film-english.com/image-conference/).

One point of the present study is to enhance communication among learners of
English irrespective of age and level, done by significantly increasing the number of
authentic audio-visual material in the learning process. This advocates the commu-
nicative approach of language learning, its goal being “to make use of real-life situa-
tions that necessitate communication” (Richards and Rogers, 2001). By definition
Communicative Language Teaching puts the focus on the learner. As professor
Berns defines, “learners’ communicative needs provide a framework for elaborating
program goals with regard to functional competence. Functional goals imply global,
qualitative evaluation of learner achievement as opposed to quantitative assessment
of discrete linguistic features.” (Berns, 1990).

Professor Berns provides a set of principles in her book about communicative
language teaching, which serve as keystones to this study as well. Enumerating the
entire list would be unnecessary, the essence, however, ought to be accentuated.
Therefore, it is important to highlight that language teaching is based on a view of
language as communication, and that more than one variety of a language is recog-
nized as a viable model for learning and teaching. It is also stated that culture is
recognized as instrumental in shaping speakers’ communicative competence, and
that it is essential for learners to use language for a variety of purposes in all phases
of learning.

Taken the above-stated principles into consideration, certain obstacles emerge
while using traditional language recordings. One of the points in using any listening
material is to make learners understand spoken language whenever they encounter
it in their lives. Another point is to be able to observe language in use in as many
situations as possible, which would enable the learner to reproduce certain patterns
of communication, pick the appropriate vocabulary, learn pronunciation, and be-
come familiar with natural intonation. Other purposes, such as preparing for an in-
ternational language exam, fall into another category, where strict requirements are
to be followed.

1. Typical problems with the listening material

One typical problem revolves around what sounds natural. At times the speakers’
tone is inappropriate for the particular context, and seems unlikely to be encountered
in real dialogues. Over-articulated words and over-expressed feelings lead to a ridic-
ulous outcome. Consequently, pupils and students who notice the discrepancy will
not take the task seriously. Worst of all, by sounding unauthentic, the recording
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isolates its language from the English spoken elsewhere, therefore, it becomes a so-
called classroom English, which does not only make learners reluctant, but it also
creates false impression about how spoken language should sound in general.

Obviously, the recorded dialogues and monologues are shaped according to the
level required. Consequently, it is only natural that they be simplified for lower levels.
However, exaggerations in intonation with the purpose to make the speaker’s feel-
ings clear, in fact, result in unnatural conversations and learners feeling ridiculed by
the task.

Another problem encountered is that traditional listening tasks have the tendency
to become out-of-date very quickly. Recordings, occasionally, contain discussions,
short dialogues, remarks about new technology, and as it is the fastest growing in-
dustry to date, dialogues which were originally made to intrigue students about new
trends become outdated. One such dialogue discusses computers replacing books.
One of the speakers argues against this possibility as the computer is too voluminous
to be comfortably taken to bed as one would do with a book. The conversation was
recorded before e-book readers became popular. In the age of tablets and smart
phones this dialogue seems rather old-fashioned. On the other hand, it is not impos-
sible to make use of such conversations — there is always the possibility to tell the
class about the conversation being outdated, and build the task around a comparison
with the situation nowadays — but if the aim is to promote discussions about new
technology, it might be necessary to search for an up-to-date source.

In the long run, outdated dialogues cause disinterest, reluctance and the sense
that English classes are old-fashioned. Consequently, motivation decreases, and the
whole process of learning becomes less efficient.

Undoubtedly, exposing learners to Received Pronunciation has numerous ad-
vantages. Clear, beautifully uttered speech sets an example in terms of quality. Doc-
umentary channels offer the chance for listening to language spoken immaculately,
and a considerable amount of recordings in that quality would also provide one with
the satisfaction of understanding English, the latter being a great advantage of most
language CDs. On the other hand, English can often pose difficulties in understand-
ing. Someone with vast experience in Received Pronunciation and inexperienced in
colloquial English would presumably have problems comprehending the latter.

2. The advantages of films over textbook recordings

Compared to a listening task a film is less understandable since words are not as
clearly articulated and carefully linked, which is similar to the language naturally
occurring among speakers in everyday life. It might be discouraging for beginners,
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but since sources are inexhaustible, finding an appropriate scene to the level of learn-
ing should not be a major problem. Besides, it is not essential to expect learners to
understand everything from a selected part. A goal must be set similarly to other
listening tasks. Eventually, other benefits are to be gained.

These benefits depend on several factors. First of all, there are movies of high
and low quality, and this mostly depends on the performance of the actors. Obvi-
ously, this factor should be taken into account. If quality is ensured by the actors, the
learner has already gained the benefit to have listened to authentic spoken language
as far as natural way of speaking is concerned.

Furthermore, if one focuses on language in a specialized field, films will offer
endless variety to choose from. The learner will have access to vocabulary required
by specific context, further useful expressions, proper interaction between the speak-
ers, and a model conversation without the risk of sounding artificial. From banking
environment to shopping context, from scientific discussions to everyday routine ex-
pressions, from job interviews to casual talk, films cover all areas.

Another advantage would be choosing the language that fits the learner’s style of
speaking. While teaching, the tutor would have to be aware of the reasons why learn-
ers need English, what situations they will encounter in which English might be
required. Individual ways of speaking, the degree of formality of each group of peo-
ple designate what films to select. Stewart points out that selection has to be done
cautiously as students might suggest films that have nothing to say. “As might be
expected, action pictures do not work. The issues are usually too black and white to
promote discussion.” (Stewart, 2006)

Presumably, one may not reach the desired effect with Tarantino’s Pulp Fiction
in a group of elderly learners, knowing that their way of speaking differs substantially
from the style used in the film. However, with certain students it might prove to be
highly successful. Experience leads to conclude that once learners can identify with
the style, they will most probably remember patterns from the given scene.

Yet another advantage of films lies in the visual perception of the characters, their
gestures and mimicry, as it brings the experience closer to reality. Deducing words
from context works more efficiently when the setting is shown. For lower levels, de-
scribing the viewed scene would be a possibility, as well as discussing the physical
appearance and activities of the characters. For higher levels, building a larger con-
text around the dialogue, predictions about how the plot develops, establishing feel-
ings, giving reasons, or speculations about the way they would have reacted if they
had been one of the characters are only a few among the many choices, which means
that films represent great help for teachers to elicit communication in the class.

Films offer noticeably more options compared to ordinary listening material.
English subtitles add to the list of assets. As Stewart argues, vocabulary and listening
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comprehension are not the only skills improved by films. “Subtitles and closed cap-
tioning (dialogue and other sound information printed across the bottom of the
frame) can help students increase reading speed.” (Stewart, 2006).

It is also worth mentioning that a film will always be more interesting — if well-
chosen - than solely a recording. It can turn to a truly motivating factor, which does
not only prevent boredom, but they also manage to stir the otherwise silent ones.
This is what Stewart underlines in the passage below.

“If films inspire enthusiasm for language projects, they also inspire language.
Films that students care about, in other words, they talk about—and if they
care enough, they talk in spite of anxieties that otherwise hold them back. The
most timid and most apathetic students often find their voices in their imme-
diate need to express feelings about a film they have just seen.” (Stewart, 20006)

Students performing scenes in the classroom can also result in notable achieve-
ments. Thus, they are expected to memorize sentences, use proper intonation,
which eventually leads to a few minutes of language spoken fluently and naturally.
In addition, memorizing patterns of spoken language enables students to recreate
those patterns with ease when talking freely. No extended thinking about either the
words or the natural intonation and stress is necessary, as the formulas are set in
their minds. Stewart remonstrates that for advanced students films provide a valua-
ble learning resource as they represent an opportunity to become accustomed to id-
iom, slang, regional accents, and the everyday corruption of language that occurs
among native speakers.

3. Why use stand-up comedies in the classroom?

Stand-up comedy is another genre that succeeds in making learners perform in Eng-
lish. As opposed to films, they do not grant the same range of possibilities, however,
they are excellent source of language and speech practice. Stand-up comedies are
widely appreciated among the ones with a sense of humour. Consequently, these
shows are highly motivating in and of themselves, as they are sourced from people’s
free-time activity. Comedy shows, therefore, are rarely received with rejection, thus,
making the learning process easier.

Learners reproduce parts of the comedy speech during the breaks or in the class
in order to impress someone expecting a good laugh. While doing so, the expres-
sions, idioms, sentence structures, useful replies, new words used in the particular
speech become their active vocabulary, which serves as great help in spontaneous
conversations. By recalling the familiar pattern, they overcome obstacles such as
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thinking about the word order, correct use of tense, correct preposition, or anything
that would normally slow down their fluency. It can be called a shortcut for learning.

Selecting the right one is also important in the case of stand-up comedies. What
is convenient about comedians is that they cover a vast range of topics, making it
very likely to find short sketches fitting the teacher’s purpose. There are plenty
speeches about human behaviour in general, pieces of advice in several different
situations, observations about each and every aspect of life, and choosing an appro-
priate section depends on the teacher’s good observation skills.

4. Obstacles teachers might encounter

Arguably, one discouraging factor concerns the uncensored, unpolished nature of
the selected scenes, void of the comfort ensured by a language CD. Editing the scenes
might take time. If the selected part is too vulgar, too sophisticated, or with local
slang in excess, one needs to reconsider its conductiveness.

The other obstacle might be the fact that teachers themselves are not familiar
with movies and stand-up comedies. In this case, sources are countless on the inter-
net guiding toward what is worth watching. Various charts divided into genres and
according to other criteria are available on The International Movie Database (IMDB)
and similar websites. Teachers, however, find web pages such as http://www.film-
english.com far more useful, as they are dedicated to help teaching via films, also
providing lesson plans and extra ideas. Links are attached to ready-made short videos,
significantly reducing preparation time.

A hindrance might be the lack of technical equipment available, or the actual car-
rying of the devices into classrooms that are not equipped accordingly. On the other
hand, the required facilities are, in fact, elementary and available in most institu-
tions, and besides, they are not needed at every English class.

4. Conclusion

The purpose of conversational interaction, Katchen posits, other than exchanging
information is to interact for social reasons that include greeting colleagues, chatting
with friends, even problem-solving. Films are abundant in incomplete utterances,
repetitions, mumblings that are typical to conversations. Occasionally, conversations
backtrack to straighten out a misunderstanding, and unless one is a native speaker,
sources are needed for educational purposes. Unfortunately, textbooks do not usually
focus on these aspects of language. Katchen argues that students beyond upper-in-
termediate level “should be able to carry on small talk effectively, yet even undergra-
duate English majors may use inappropriate language when required to use interac-
tional language in English.” (Katchen, 2003)
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Films and stand-up comedies for teenagers and adults are what cartoons repre-
sent for small children—a source to a natural way of expressing themselves without
the risk of becoming old-fashioned and artificial. They are a guide to spoken English,
a help in acquiring proper vocabulary in different fields, a source of collocations and
language patterns, a model of naturally applied prosody, and last but not least,
achieved via entertainment. That leads me to conclude that the learning process with
films, stand-up comedies and other audio-visual encounters require much less effort
than traditional ways.

Eventually, learners are directed to understand native speakers and improve com-
munication in all possible aspects, which has to be the ultimate goal of language
learning in all but exceptional cases. Personal experience guides me to recommend
teachers of English to incorporate various types of audio-visual elements into their
lessons regardless of age and level in order to ease and accelerate the learning pro-
cess.
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Abstract: The aim of our paper is to present the textbook of economic Portuguese
(in press) that we created for the courses of sociocultural communication in Portu-
guese taught within the Applied Modern Languages Department in Cluj-Napoca. In
the first part of our paper, we focused on the needs analysis in teaching Portuguese
at Babes-Bolyai University, and then we proposed an analysis of existing textbooks
on the market. The main part of our paper is dedicated to the presentation of our
textbook of economic Portuguese. In order to show the inner structure of the twenty
units, we present an example, the “Creative industries” unit and we explain each
exercise proposed. Our paper concludes with a brief presentation of the feedback
received from our students regarding this textbook and the challenges in publishing
it in the Romanian editorial market.

Keywords: Portuguese as Second Language; Portuguese for Specific purposes; text-
book creation.

Cuvinte-cheie: Portugheza limba a doua, limba portughezi pentru scopuri speci-
fice, crearea de material didactice.

1. Anélise das necessidades

O ensino do portugués na Faculdade de Letras de Cluj-Napoca deve-se principal-
mente a cooperagio entre a Universidade Babes-Bolyai e o Camdes I.P. (o antigo
Instituto Camdes) de Lisboa, instituicdo do Ministério de Negdcios Estrangeiros de
Portugal que apoia o ensino do portugués no estrangeiro. Em 2007 foi celebrado um
protocolo de cooperagio entre o Camdes I.P. e a UBB através do qual foi criado um
curso livre (facultativo) de lingua portuguesa no &mbito do Departamento de Linguas
e Literaturas Romanicas, ministrado por um professor local (vindo de Bucareste).
Este curso livre tem uma carga hordria de 2h semanais, a dura¢io de 4 semestres e
3 créditos ECTS.

Tomando em consideracio o sucesso deste curso nos primeiros anos letivos de
funcionamento, em 2009 foi criado do ambito do Departamento de Linguas Moder-
nas Aplicadas (doravante LMA) um curso opcional de comunicag¢io socioprofissional
(lingua D), com uma carga hordria de 6h por semana, a duragao de 6 semestres e um
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total de 40 créditos ECTS. Os alunos inscrevem-se neste curso sem conhecimentos
prévios de lingua portuguesa, com o intuito de alcangar no final dos 6 semestres da
licenciatura pelo menos o nivel B2 segundo o QECRL. Tomando em consideragio o
perfil de ensino de LMA, o curso de comunicac¢do socioprofissional em portugués
contém, para além da componente de ensino de lingua (compreensao do oral, leitura,
expressdo oral, escrita, competéncia linguistica), um médulo de linguagem juridica
e um de linguagem econémica, ambos ministrados no terceiro ano letivo. Ao longo
dos seis semestres sdo apresentados nas aulas aspetos variados da cultura portuguesa
e de expressdo portuguesa (geografia, histéria, musica, cinema, tradi¢des, mentali-
dades, lendas, culindria, etc.).

O médulo de linguagem econémica (apresentado neste trabalho) contém aulas
de correspondéncia comercial (com maior enfoque na reda¢io dos documentos ne-
cessdrios para entrar no mercado de trabalho, como o curriculum vitae e as cartas de
candidatura) e um conjunto de aulas que tém como objetivo apresentar a realidade
econdémica atual. Ao comecarem este médulo (no quinto ou no sexto semestre de
portugués) os alunos do Departamento de LMA tém pelo menos o nivel B1 nas com-
peténcias ativas (expressdo oral e escrita) e pelo menos o nivel B2 nas competéncias
passivas (compreensao do oral e leitura). Salientamos mais uma vez a facilidade com
que os alunos romenos podem aprender o portugués devido as semelhancas entre
as duas linguas e o papel fundamental da intercompreensao romaénica, que lhes per-
mite compreender textos relativamente complexos (por exemplo artigos de jornais,
crénicas) desde niveis iniciais. No que diz respeito aos conhecimentos de economia,
é importante mencionar que os alunos do curso de LMA tém cadeiras de economia,
marketing, gestdo e correspondéncia comercial nas linguas de especializagao®.

2. Andlise de matérias existentes

Nesta sec¢ao do nosso trabalho fazemos uma breve andlise de alguns dos materiais
de correspondéncia comercial e de portugués para negdcios que existem no mercado
e aos quais tivemos acesso.

2.1. Correspondéncia comercial (Moreira 2013)

Este manual publicado pela editora Lidel estd dividido em duas partes: um guia de
redag3o de correspondéncia comercial e administrativa (com normas sobre o uso das
férmulas de cortesia, o plural de modéstia, as letras maitsculas, os numerais, os

1 No 4mbito desta licenciatura, os alunos podem escolher duas linguas de especializa¢io, as op-
¢oes sendo as seguintes: inglés, francés, alem3o, espanhol, italiano ou russo.
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simbolos, as abreviaturas, a pontuagdo, etc.) e uma segunda parte mais abrangente
que contém modelos de cartas comerciais: memorandos, avisos, requerimentos,
newsletters, atestados, oficios, correspondéncia protocolar, bem como curriculum vitae
e relatérios. Observamos a falta de exercicios ou de atividades préticas, o que faz com
que este manual possa ser utilizado sobretudo como material de consulta e ndo como
método de ensino. Tanto a antologia de cartas, como a parte sobre a reda¢3o da cor-
respondéncia comercial s3o apresentadas de uma forma descritiva, expositiva, igno-
rando-se a necessidade de atividades préticas nas aulas de PLE. No entanto, este ma-
nual pode ser utilizado como guia de referéncia nas aulas, para mostrar aos alunos
modelos “ideais” de documentos comerciais.

2.2. Secretariado, uma visdo prdtica (Borges 2013)

Trata-se de um manual destinado as pessoas que querem desempenhar fun¢des de
assistente de dire¢do. Contém informacdes, conselhos e dicas sobre aspetos variados
desta profissao e é organizado em 11 capitulos: Perfil Profissional, Circuito da Docu-
mentagdo, Arquivo, Atendimento, Gestdo de Reclamagdes, Organizagdo de Reunides, Or-
ganizagdo de Viagens, Transagdes Comerciais, Office Management, Organizagdo de Even-
tos, Planeamento e Gestdo de Prioridades. Util e bem estruturado, na medida em que
oferece um panorama abrangente do que significa ser assistente de dire¢do, mos-
trando a complexidade deste cargo, o manual nio parece ter como publico-alvo os
alunos estrangeiros. Embora seja incluido na série de materiais de PLE, nomeada-
mente na coletdnea de manuais de Portugués para Fins Especificos, ndo se tomam
em consideragdo as necessidades e as dificuldades dos estrangeiros. No ha exerci-
cios nem atividades prdticas, no s3o explicados os termos mais complicados, etc. No
entanto, consideramos que pode ser utilizado nas aulas desde que o professor adapte
alguns textos e crie exercicios para ajudar os alunos a fixar melhor o vocabuldrio
especifico.

2.3. A exceléncia no atendimento (Moreira 2014)

Este manual € util nas nossas aulas tomando em consideracio o perfil do mercado
de trabalho de Cluj-Napoca. Tem-se notado nos tltimos anos o desenvolvimento dos
centros multilingues de atendimento aos clientes criados por empresas multinacio-
nais, como Office Depot, Bombardier, Sykes, Genpact. Sobretudo a Sykes e a Genpact
procuram falantes de portugués para os seus departamentos de atendimento, tendo
disponiveis vagas para que é preciso ter também conhecimentos técnicos e econé-
micos. Alguns dos nossos alunos ja foram contratados por estas empresas para tra-
balharem com o portugués e, como a procura de falantes de portugués continua a
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aumentar, consideramos util trabalhar nas aulas de PLE estratégias de atendimento
aos clientes.

O manual é estruturado em onze capitulos que tratam aspetos variados do aten-
dimento aos clientes: O mundo organizacional, O sucesso profissional, O relaciona-
mento interpessoal, A comunicagdo interpessoal, A arte de saber atender, Atendimento
presencial, Atendimento telefonico e por e-mail, Situagdes comuns ao atendimento presen-
cial e telefonico, Foco no cliente, As situagdes dificeis no atendimento e Tudo isto € atendi-
mento.

Como no caso dos materiais jd apresentados, notamos a falta de exercicios e de
atividades préticas, o que dificulta o uso deste manual nas aulas de PLE. Embora
muito util para ensinar estratégias linguisticas que devem ser usadas no atendi-
mento aos clientes (destacamos os subcapitulos sobre o uso da palavra “ni0”), este
manual seria mais completo com exercicios de vocabuldrio, de gramdtica ou de ex-
pressdo escrita e oral.

2.4. Portugués para negdcios (Camdes I.P.)

Trata-se de uma antologia de 18 textos retirados da imprensa ou da internet e classi-
ficados em dreas temdticas como: Ano novo, novo caminhos, Apostas estratégicas, Em-
presdrios de sucesso, Inovagdo e criatividade, Motivagdo e talento, Organizagdo pessoal,
Os negdcios e o futebol, etc.

Embora bem selecionados e atuais, estes textos no s3o acompanhados por ativi-
dades didaticas ou exercicios de lingua, o que faz com o que o professor tenha de as
conceber de acordo com as necessidades dos alunos. Por um lado, o professor tem a
possibilidade de adaptar os contetidos dos textos e criar as atividades em fungio da
realidade da sua sala de aula, mas consideramos que seria util ter também algumas
dicas para a criagdo de materiais a partir desta antologia de textos.

2.5. Panorama Brasil: ensino do portugués no mundo dos negécios (Harumi et al 2006)

Este manual publicado no Brasil, destinado a alunos de nivel avancado (pelo menos
julgando pelo nivel de dificuldade dos textos) é o que mais se adapta ao perfil da aula
de PLE. Cada uma das dez unidades (Agronegécios, Tecnologia, Arte & Cultura, Satide,
Turismo, Esportes, Meio ambiente, Terceiro setor, Emigragdo) trata também questdes de
gramdtica, como os pronomes obliquos, o imperativo, o conjuntivo (subjuntivo se-
gundo a terminologia brasileira), de ortografia, como a separacio sildbica, a crase, o
hifen ou aspetos da derivagio com prefixos e sufixos. H4 também uma sec¢io lin-
guistica no fim do manual (cerca de quinze paginas) em que um dos autores faz um
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compéndio de gramdtica portuguesa, incluindo informagdes sobre as categorias gra-
maticais principais, os mecanismos de derivagao e as regras de ortografia. Conside-
ramos que sobretudo para a parte da ortografia seria necessdria uma revisao de
acordo com as novas normas do Acordo Ortografico.

3. Atualidade econémica, manual para alunos de PLE

Nesta sec¢io fazemos uma apresentagio do material que cridmos para o médulo de
portugués econémico. O nosso objetivo foi trabalhar com os alunos aspetos atuais
da economia, enquanto “conjunto de atividades desenvolvidas pelo homem para ob-
ter os bens e servigos indispenséveis 2 satisfacao das suas necessidades”, salientando
sobretudo o seu aspeto global (ou, melhor dito, globalizado ou globalizante).

Assim, cridmos vinte unidades que abrangem os temas seguintes: Globalizagdo,
Novas tecnologias, Novas fontes de energia, Externalizagdo, Teletrabalho, Profissdes do
futuro, Indiistrias criativas, Responsabilidade social, Negécios no feminino, Crise econd-
mica, Instituigdes internacionais, Blocos econdmicos internacionais, Titulos da divida pui-
blica, Paises emergentes, Empresas multinacionais, Fusdes & aquisi¢cbes, Marcas globais,
Bolsas, Importagdes e exportagdes, Turismo.

As unidades tém a estrutura seguinte: uma atividade de expressdo oral (que tem
também o objetivo de introduzir o tema e verificar os conhecimentos prévios dos
alunos sobre o assunto tratado), atividades de compreensdo da leitura (feitas a partir de
textos auténticos retirados de jornais econémicos portugueses, como o Didrio Econé-
mico, O Jornal de Negdcios, O Jornal Econdmico, jornais generalistas, como o Publico e
o I, e sites oficiais de institui¢des internacionais, como a Unido Europeia, o Merco-
sul, o Banco Mundial, o Fundo Monetdrio Internacional), atividades de expressdo es-
crita (criadas com base nos textos auténticos), uma secgdo prética de exercicios de vo-
cabuldrio e gramdtica (Que tém como ponto de partida os textos da unidade) e a chave
dos exercicios (0 manual podendo ser utilizado no estudo individual).

O nosso objetivo foi criar unidades coesas tanto do ponto de vista do contetido
informacional (cada unidade trata um tema), bem como do ponto de vista diddtico
(as atividades de compreensio e expressio, os exercicios de gramdtica e vocabuldrio
sdo relacionados com o tema da unidade).

No que diz respeito a abordagem de ensino que utilizimos, trata-se de uma fusao
entre estratégias comunicativas e exercicios estruturais. Tomdmos em considerac¢do
o contexto de ensino deste curso: os alunos s3o adultos, tém conhecimentos apro-
fundados da L1 (lingua materna) e dominam pelo pelos duas linguas estrangeiras
(nas nossas turmas tivemos alunos com inglés, francés, espanhol, alemio e hin-
garo). Sendo alunos da Faculdade de Letras, dominam também a metalinguagem da
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linguistica e sdo habituados a fazerem reflexdes sobre as linguas, através da compa-
racdo de estruturas gramaticais e lexicais.

As atividades que se concentram na aquisi¢do do vocabuldrio e da gramadtica jus-
tificam-se também na medida em que um dos objetivos deste curso é os alunos te-
rem um dominio preciso da lingua: evidentemente é importante que os alunos co-
muniquem, mas para usarem o portugués como lingua de trabalho nas suas futuras
carreiras profissionais, é também importante que “falem bem” ou seja, dominar a
norma padrio do portugués. Neste caso especifico, de formacdo de futuros profis-
sionais de lingua portuguesa, consideramos que o “erro” (lexical, gramatical, prag-
matico, etc.) deve ser evitado e emendado porque o nivel de lingua é o requisito prin-
cipal para conseguir uma vaga numa empresa ou numa agéncia de tradugao. Se para
profissionais de outras dreas comunicar (ou ter competéncias linguisticas parciais)
pode ser suficiente em determinados contextos, para os profissionais das chamadas
“industrias das linguas” (expressao origindria do francés “industries des langues” e
do inglés “language industry”) falar corretamente representa um requisito funda-
mental.

4. Unidade didatica “Industrias criativas”

A titulo de exemplo, apresentamos uma das unidades do nosso manual, Indistrias
criativas. O primeiro bloco de perguntas, Qual € o significado da expressdo «indiistrias
criativas» na sua opinido?, Qual € o papel da cultura na atividade econémica?, Quais sdo
os produtos culturais que tém mais sucesso no seu pais?, As industrias criativas tém-se
desenvolvido no seu pais?, Em que dreas das industrias criativas gostaria de trabalhar?
Justifique a sua resposta, tem o objetivo de introduzir o tema, ver os conhecimentos
prévios dos alunos e despertar o interesse pelo assunto. E uma atividade que se pode
fazer antes da leitura dos textos; nos laboratérios com computadores e acesso a in-
ternet os alunos podem fazer pesquisas antes de responder.

Os dois textos selecionados para apresentar o tema e trabalhar a compreensio da
leitura, A cultura fica hoje na agenda politica da EU e Eu criativo. Novas profissdes para
quem ndo encaixa na forma, sio artigos do Publico e do Jornal I (ambas sio publicagdes
de Portugal). O primeiro texto apresenta o tema a nivel macroeconémico (as indds-
trias criativas em contexto socioeconémico europeu, as politicas da Unido Europeia,
os desafios e as dificuldades), ao passo que o segundo tem uma abordagem a nivel
microeconémico, apresentado trés exemplos concretos de portugueses que traba-
lham na drea: um desenhador, uma personal stylist e um cozinheiro. As perguntas
que seguem visam a compreens3do de assuntos especificos, que podem ser descober-
tos numa leitura inicial: “Qual é o nome do documento que diz respeito as industrias
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criativas criado Comissdo Europeia e quais s3o objetivos do mesmo?”, “Qual é a de-
fini¢do dos ICC?”, “Quais sdo as ocupag¢des dos entrevistados do segundo artigo?”,
bem como aspetos gerais, que pressupdem uma leitura global “Quais s3o os desafios
das ICC segundo a comissaria para Educagio e Cultura?”.

As atividades de expressdo escrita, que podem ser feitas na sala de aula, individu-
almente ou como trabalho de grupo ou que podem ficar como tarefa para casa, pres-
supdem a redagdo de textos relativamente curtos (no maximo 300 palavras) sobre as
inddstrias criativas. Escreva uma sintese do contetido dos dois artigos, Acha que tem po-
tencial criativo? Que profissdo criativa podia fazer?; Escreva um plano de negécios de um
atelié de ICC; Faga um plano de desenvolvimento profissional para um personal stylist;
Escreva um relatério sobre as oportunidades de desenvolvimento das ICC no seu pais. Re-
fira a arte, o patrimédnio, as tradiges que podem ser valorizadas.

O primeiro exercicio de vocabuldrio, sobre as expressdes idiomdticas com partes
do corpo, tem como ponto de partida uma expressdo que aparece no tltimo pardgrafo
do primeiro texto, de costas viradas. O objetivo é relembrar algumas expressoes ji
ensinadas e enriquecer o vocabuldrio através da introdugio de expressdes novas. De-
pois de preenchidos os espagos em branco e formadas as expressdes, os alunos de-
vem fazer frases para as utilizar em contextos adequados. O segundo exercicio, que
pede aos alunos para preencherem com palavras adequadas os espagos em branco
dum texto auténtico, visa reforcar os conhecimentos sobre as profissdes e o trabalho.

O primeiro exercicio de gramadtica destaca o uso do infinitivo pessoal (estrutura
tipica da gramdtica do portugués, sem correspondente em outras linguas romanicas)
e do modo conjuntivo. O segundo exercicio, de corre¢3o dos erros, concentra-se em
alguns dos erros frequentes, visando a consciencializagdo dos mesmos: o uso da du-
pla negac¢io e o uso de ndo e nem. No caso de ambos os exercicios tivemos como
ponto de partida estruturas que aparecem nos textos, por exemplo “para que possa-
mos”, “setores que envolvam tecnologia de ponta”, “E desejdvel que o mundo da cria-
¢do e o mundo das finangas [...] encontrem uma linguagem comum” (conjuntivo pre-
sente), “Nenhum dos dois” (pronome negativo), “Nem sequer arquiteto” (advérbio
negativo).

5. Feedback dos alunos e desafios na publicacio

As vinte unidades ja foram testadas duas vezes com duas turmas diferentes e o feed-
back dos alunos foi positivo. Uma das sugestdes mais frequentes foi a criacio de
atividades de compreens3o oral, visto que o portugués (sobretudo a variedade euro-
peia que é predominante no nosso manual) apresenta bastantes dificuldades neste
aspeto, por causa da redugio das vogais finais e preténicas, que pode evoluir até a
apécope (a vogal n3o se pronuncia).
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O préximo passo deste longo processo, iniciado em 2011, com a criagdo das vinte
unidades, continuado com vdrias revisdes, amplia¢des (e reducdes) de contetdo e
com as testagens dos materiais (com turmas de PLE da nossa universidade e com
mestrandos em Portugués Lingua Estrangeira/Lingua Segunda da Faculdade de Le-
tras da Universidade do Porto), serd a publicagdo. O maior desafio que enfrentamos
por enquanto é a falta de financiamento. Sendo o publico-alvo bastante restringido
na Roménia (alunos que estudam o portugués), as editoras romenas nao apostam na
publica¢io dum manual de portugués para fins especificos. No entanto, é possivel
tentar criar parcerias com empresas portuguesas que atuam na Roménia ou com
outras entidades que financiam publica¢bes em lingua portuguesa, nomeadamente
o Camoes L.P.

6. A guisa de conclusio

Este trabalho teve como obijetivo a apresentag¢do do processo de criagio dum manual
de Portugués Econémico destinado a alunos de PLE com nivel avangado de lingua,
que pretendam aprofundar os conhecimentos na drea da linguagem econémica. Nas
primeiras duas sec¢des fizemos uma andlise das necessidades dos alunos de PLE do
Departamento de Linguas Modernas Aplicadas de Cluj e apresentimos alguns ma-
teriais de portugués econémico ou de correspondéncia comercial disponiveis no
mercado. Nas sec¢bes 3-5 concentrimo-nos no processo de criagio do manual de
portugués econémico, criado entre 2011 e 2013. O manual tem vinte unidades sobre
temas econémicos de atualidade, tendo cada unidade exercicios para as competén-
cias de rececdo escrita, produgdo escrita, produgdo oral e a competéncia linguistica
(gramdtica e vocabuldrio). Destacdmos a importincia das fases de testagem na sala
de aula, o feedback dos alunos e os desafios na publica¢io.

Para concluir, queriamos relembrar o trabalho de Isabel Leiria (2005), professora
e investigadora de reconhecido mérito na drea de PLE, que hd uma década destacava,
com base em exemplos e argumentos fundamentados, um certo “amadorismo” no
ensino do portugués para fins especificos. Concordamos parcialmente com as con-
clusdes da autora (“em vez de termos a preocupacio de produzir e publicar materiais,
serd mais econémico e proveitoso formar professores e utilizadores”), na medida em
que achamos fundamental formar professores e utilizadores. No entanto, a preocupagao
em criar de bons materiais n3o deveria ser dispensada, sobretudo no caso do ensino
de Portugués para Fins Especificos em contexto universitdrio. E verdade, os alunos
tém acesso, gragas a internet, a materiais que podem utilizar para aperfeicoar os
conehcimentos nas dreas dos seus interesses profissionais e pessoais. Porém, um
material de Portugués para Fins Especificos (neste caso, de portugués econémico)
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poderia trazer uma sistematiza¢do da apredizagem, uma organizag¢3o do léxico e da
gramadtica, o que faz falta nas pesquisas na internet.

7. Referéncias bibliograficas

1. Borges, Maria Jo3o. Secretariado, uma visgo prdtica. 2* edi¢go. Lisboa: Lidel, 2013.
Leiria, Isabel. “O geral e o particular no ensino das linguas para fins especificos. O caso do
portugués europeu lingua nao-materna”. Comunicagdo apresentada na Universidade do Mé-
xico. Texto disponivel online:
<URL: http://www.clul.ul.pt/files/rita_goncalves/o_geral_e_o_particular_no_ensino
_das_ linguas_para_fins_especificos.pdf> [Consult. 2014-07-22].
3. Moreira, Isabel. Correspondéncia comercial. 22 edi¢3o. Lisboa: Lidel, 2013.
Moreira, Isabel. A exceléncia no atendimento. 4* edi¢io. Lisboa: Lidel, 2014.
5. Ponce, Harumi et al. Panorama Brasil. Ensino do portugués do mundo dos negécios. Sao Paulo:
Galpao, 2006.
**% Quadro Europeu Comum de Referéncia para as Linguas. Porto: Asa, 2001.

7. %% Portugués para negécios, Camdes I.P., Lisboa. [Consult. 2014-07-22]. Disponivel online:
<URL: http://cvc.instituto-camoes.pt/tecnicas-de-comunicacao-em-portugues/
portugues-para-negocios-9810.html>.

8. v “Economia” In Infopédia. Porto: Porto Editora, 2003-2014. [Consult. 2014—-07-22]. Disponi-
vel online: <URL: http://www.infopedia.pt/lingua-portuguesa/economia.

Anexo: Unidade didatica Industrias criativas
I. Expressdo oral
Antes de ler os artigos abaixo, responda as seguintes perguntas:

« Qual é o significado da expressdo «industrias criativas» na sua opinido?
« Qual é o papel da cultura na atividade econémica?

« Quais sd3o os produtos culturais que tém mais sucesso no seu pais?

« Asindustrias criativas tém-se desenvolvido no seu pais?

« Em que drea das industrias criativas gostaria de trabalhar? Justifique a sua res-
posta.

I1. Compreensdo da leitura

Leia os textos seguintes:

A cultura fica hoje na agenda politica da EU

As inddstrias culturais e criativas (ICC) s3o fator de desenvolvimento, disseram e re-
petiram estudos cientificos revelados ao longo dos ultimos anos. E quem pode operar
mudangas, os politicos, parece ter jd incorporado o discurso. Falta passar a pratica.
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Para isso, como ferramenta, a Comissao Europeia criou um Livro Verde, um docu-
mento que pretende estruturar o setor e que veicula uma mensagem clara: se quiser
fortalecer-se economicamente, a Europa deve investir mais em setores como a mu-
sica, o cinema, a média, a moda, as artes plasticas, o design, a publicidade, a arquite-
tura, o turismo cultural, as artes performativas ou o patriménio.

A comissdria para a Educagdo e Cultura, Androulla Vassiliou, revela hoje os prin-
cipais desafios que se levantam as industrias culturais e criativas. «A recessio forca-
nos a repensar modelos econémicos e a encontrar formas de crescimento sustentd-
veis e inclusivos», diz-nos a diretora-geral da Comissdo Europeia de Educagdo e Cul-
tura, a francesa Odile Quintin, referindo que o Livro Verde pretende gerar discussio,
mas também ag3o politica, devendo ser visto num horizonte vasto, o da Estratégia
Europeia para 2020. Hoje, em Bruxelas, em conferéncia as 12h, a comissdria para a
Educagio e Cultura, Androulla Vassiliou, revela os principais desafios que se levan-
tam as ICC: o financiamento, a internacionaliza¢3o, as novas competéncias deriva-
das das mutagdes digitais, a propriedade intelectual e a gestdo dos direitos de autor
e o desenvolvimento territorial. No Livro, o Pablico teve acesso ao esbogo, explica-se
que o desafio é desenvolver a capacidade de experimentar e inovar, promover um
acesso ficil aos fundos europeus ji existentes, ajudando as ICC a desenvolverem-se
regionalmente. O objetivo tltimo: a mobilidade global. Em fundo, o plano de recon-
verter o setor nos préximos dez anos. «Para termos sucesso na economia global de-
pendemos da capacidade de inovar. Os nossos esfor¢os tém que ser dirigidos no sen-
tido de criar condicdes para que possamos retirar o melhor das ICC», diz Odile Quin-
tin, invocando um estudo da Comiss3o, em que é explicitado que as ICC s3o um dos
setores mais dindmicos da Europa, providenciando 5 milhdes de postos de trabalho,
representando 2,6 por cento do PIB europeu, com um indice de crescimento supe-
rior aos restantes setores da economia, nomeadamente industrias como a quimica e
automoével.

Mas nem s6 de estudos foi feito o Livro. Hi também exemplos de boas préticas e
relatérios de peritos, como o portugués José Fernando Freire de Sousa, que lidera o
grupo de trabalho sobre industrias criativas. Para ele, todos os passos foram dados
no sentido de provar que a cultura e a criatividade sao mesmo alavanca de desenvol-
vimento. Falta os politicos colocarem o assunto na agenda. «Na maior parte dos
paises, em graus diferentes, o discurso politico — incluindo na Unido Europeia —
ainda n3o incorporou que a cultura é importante do ponto de vista da inovagao e do
crescimento econémico», diz. E este é 0 momento para alterar a situagdo. «E uma
questdo estratégica perceber que todos podem ganhar: a economia pode crescer e a
cultura pode ganhar mais expressio. E um caminho de aproximacao e que na Unido
Europeia estd a ser percorrido, aos poucos.» Ha dois anos a trabalhar na Comissao
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Europeia e a seguir a preparagdo do Livro, através da unidade de Politicas Culturais,
José Amaral Costa alinha pela mesma légica. «Os ingleses foram dos primeiros a ter
um plano estratégico nacional de apoio as industrias criativas e culturais. E o préprio
primeiro-ministro Gordon Brown o coordenador desse plano, porque se entendeu
que se o Reino Unido quer continuar a ser uma economia forte tem que aprofundar
as medidas de apoio.»

Nem tudo é pacifico nas ICC

Mas n3o foram apenas os ingleses que fizeram um plano com medidas e objeti-
vos concretos, obrigando a colaboragdo entre setores como a economia, a educagio e
a cultura, autoridades locais e centrais. Um dos casos mais citados por diversos agen-
tes é o da Esténia — que adotou um plano estratégico, o Creative Estonia, inspirado
no modelo inglés, onde existiu uma aposta decidida do poder politico. «Mas ni3o é
apenas a Esténia», diz Costa, «regides irlandesas ou holandesas também. Os outros
ja estdo a fazer, nés ainda estamos a analisar como é que vamos fazer. Nao podemos
esperar.» Aqui ao lado, a Espanha jd passou a a¢io em 2009 com o plano para a pro-
moc¢3o e o fomento das ICC, do qual beneficiaram 450 entidades.

Mas nem tudo é pacifico. A comecar pela definicio do que sdo ICC. O conceito é
varidvel. Na definic¢do do investigador inglés Chris Smith s3o atividades com origem
na criatividade, com potencial para criagao de trabalho e riqueza através da explora-
¢do da propriedade intelectual. Inclui inddstrias em que a criatividade faz parte do
nucleo do negécio como as artes performativas, musica, publicidade, arquitetura,
design, moda, filmes, video, escrita, difusdo através da TV, rddio, Internet ou software
educacional e de lazer. E possivel ainda incluir nesta classificagdo setores que envolvam
tecnologia de ponta, da investiga¢do cientifica & engenharia. Neste modelo, as distin-
¢Oes classicas (elite vs. massa, arte vs. entretenimento, cultura vs. comércio), que em
grande medida ainda servem para pensar a cultura, sdo reavaliadas. Mas, para além
destas questdes tedricas hd, diz Odile Quintin, novas problemdticas decorrentes dos
desafios impostos pelos direitos de autor na era digital e resisténcias entre agentes
de setores diferentes.

«Uma colaboragdo mais efetiva entre artes, academia e institui¢des cientificas
deve ser promovida», diz Odile Quintin, realcando que algumas institui¢des e agen-
tes do setor financeiro ainda nio desenvolveram sensibilidade para a cultura. Da
parte do setor cultural, o desafio é compreender mecanismos e oportunidades finan-
ceiras. E desejdvel que o mundo da criagdo e o mundo das finangas — durante muito
tempo vistos como opostos de costas viradas — encontrem uma linguagem comum. S6
assim as ICC terdo acesso aos fundos. «Até agora a Dire¢do-Geral da Empresa e In-
dustria estava fora deste jogo», reflete José Manuel Freire de Sousa, «mas com o im-
pacto destes estudos organizou recentemente um encontro para discutir as ligagdes
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entre a economia e cultura, coisa que nunca tinha acontecido.» Mais um indicador
de que na Comissio Europeia se acredita que nio h4 tempo a perder. E a hora das
industrias culturais e criativas.

Vitor Belanciano, Publico, 27 de abril de 2010
[http://www.publico.pt/Cultur‘a/a-cultur‘a--Fica-hoje-na-agenda-politica-da-
ue_1434191?all=1]

Eu criativo. Novas profissdes para quem nio encaixa na forma

Doutor ou engenheiro? Nenhum dos dois. Nem sequer arquiteto. Todos os dias surgem
novas formas de ganhar a vida. Ocupacdes criadas por e para quem nio se revé nos
horarios das 9h as 17h. Damos-lhe trés exemplos de sucesso.

«Nao sou um desenhador perfeito»

Pouco se usavam blogues quando Eduardo Salavisa, sempre de caderno no bolso,
comegou o site de ilustragdo diariografico.com. «A ilustra¢do ndo é a minha profis-
s30, mas cada vez me ocupa mais tempo», conta ao I. Professor do secunddrio, re-
corda o «tempo das Belas-Artes», em que «os professores incutiam o hdbito de trans-
portar um caderno e desenhar». Nas ruas de Lisboa, Salavisa observa e depois faz
esbocos, normalmente a caneta. Muitas vezes sio respostas a pedidos de jornais e
revistas. Entretanto chegou o projeto internacional Urban Sketchers, um desafio.
«Isto é desenhar na rua, em circunstincias nio ideais. Se ficar bem, melhor. Mas
isso nio é o mais importante.» Acredita que a criatividade € a base do processo. «N3o
sou um desenhador perfeito, mas com a prética fui melhorando», explica. «E um
registo do que vemos. Como um escritor que anota tudo para nio se esquecer.» Es-
tudar ilustracio? Sociedade de Belas-Artes e Ar.Co, ambas em Lisboa.

Personal Styllist — «A moda € expressdo de criatividade»

Imagine-se as compras com o cartio de crédito de outra pessoa: para Maria Gue-
des, ilustradora e personal stylist, é uma atividade didria. «N3o era ficil trabalhar em
moda. Comecei a fazer vestidos para amigas», lembra. A reputa¢io comegou a cres-
cer e chegaram as primeiras clientes para shopping, «senhoras que precisavam de
ajuda com as compras». Depois sentiu necessidade de um guia para as orientar e
escreveu «Tanta Roupa e Nada para Vestir». Também s3o dela as ilustra¢des do livro.
«Sempre gostei de desenhar, mas aos 13 anos parei. Quando voltei a pegar nos lapis
foi diferente.» Apesar do curso em Marketing, a vontade de trabalhar numa area da
imagem falou mais alto. Maria Guedes considera a moda uma «expressado pessoal de
criatividade», mas nem sempre sinénimo de estilo, que «tem a ver com a personali-
dade», defende. «Uma pessoa pode ser muito pouco criativa, mas ser coerente.» Es-
tudar styling® Curso Business Styling, Creative Academy, Lisboa, a partir de setem-
bro.
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Cozinheiro

«O sushi é a base, o Alentejo sou eu»

Do Jap3o se fez ... Portugal. O alentejano Eduardo Guerreiro, 51 anos, comegou
ao0s 12 a trabalhar em hotelaria. Passou por Inglaterra, Africa do Sul e Suica e voltou
a Lisboa, onde, por sugestdo de um amigo, deu um toque portugués ao sushi: ao
arroz fermentado juntou rodelas de linguica ou torresmos. «O sushi é a base, o alen-
tejano sou eu», explica ao I. Da ideia ao restaurante foi um passo, que comegou pela
concec¢io do logétipo: um chaparro com o pér-do-sol, a lembrar o simbolo dos kami-
kazes. «Deu-me a ideia e criei tudo: nigiris com rodelas de chourico, temakis de tor-
resmo», acrescenta. «Faco isto por amor, vivo para a hotelaria e ela vibra comigo»,
assegura Eduardo. O cozinheiro diz que mais que da criatividade, a “fusdo” de ali-
mentos parte da paixdo. «Aproveitei tudo e adaptei os petiscos ao sushi», simplifica.
Estudar cozinha? Curso de Produgio Alimentar em Restauragdo (Escola Superior de
Hotelaria e Turismo do Estoril).

Mariana de Aratjo Barbosa, I, 24 de junho de 2010
[http://www.ionline.pt/conteudo/66252-eu-cr‘iativo-novas-pr‘ofissoes-quem-nao-encaixa-

na-formal
Responda as perguntas seguintes:

« Qual é o nome do documento que diz respeito as industrias criativas concebido
pela Comissdo Europeia e quais s3o objetivos do mesmo?

+ Quais sdo os desafios das ICC segundo a comissdria para Educagdo e Cultura?
« Qual é a defini¢io dos ICC?

+ Quais sdo as ocupagodes dos entrevistados do segundo artigo?
II1. Expressdo escrita

« Escreva uma sintese do contetido dos dois artigos (300 palavras).

« Acha que tem potencial criativo? Que profissao criativa podia fazer? (300 pala-
vras).

+ Escreva um plano de negécios de um atelié de ICC (300 palavras).

« Faca um plano de desenvolvimento profissional para um personal stylist (300 pa-
lavras).

« Escreva um relatdrio sobre as oportunidades de desenvolvimento das ICC no seu
pais. Refira a arte, o patriménio, as tradigdes que podem ser valorizadas (300 pa-
lavras).

141



Veronica MANOLE
IV. Vocabuldrio
1. Escolha a palavra adequada para formar expressdes idiomdticas e reutilize cada

uma dessas expressdes numa situagdo adequada: costas, olho, cotovelos, maos, lin-
gua, pé, olhos, ouvido, brago, dentes, cabega.

De viradas

De atras

Fazer de mercador
Ndo pregar

Ter a a deitar fumo
Meter os pelas

Dar o a torcer

Bater com a nos

Ver com bons

Falar pelos

2. Preencha os espagos em branco com as palavras adequadas: cabeleireiro, equipa
(2), engenharia, profissdes, designer, técnico, campedo.

Portugal sagrou-se ___ europeudas ___ no EuroSkills Lisboa
2010 com nove medalhas de ouro conquistadas individualmente e uma por equipa,
11 medalhas de prata individuaiseumapor e oito de bronze individuais
€ uma por e

Portugal brilhou fundamentalmente nas dreas de artes criativas & moda (profis-
soes de , desenhador de moda e costureiro); tecnologias da informacio e
comunicacio (profissdes de especialista Ciscoe _____ 'WeD), de tecnologia de

e fabrico (profissdes de soldador e técnico de mdquinas tradicionais),
construgdo e edificios (profissiode ____ de frio) e na drea de servigos pesso-
ais e a comunidade (profissao de técnico de servigos pessoais).
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[http://www.oje. pt/pt/por‘tugal-vence-campeonato-eur‘opeu-das-pr‘ofissoes]
IV. Gramdtica

1. Preencha com o infinitivo pessoal ou com o conjuntivo:

Para (tu/ter) uma vida independente, aconselho-te a
(tu/montar) uma empresa em vez de procurar emprego.

E necessirio que (nés/procurar) um especialista em imagistica digital
para (nds/atender) os pedidos deste cliente.
Apesarde ___ (eles/propor) ideias interessantes e inovadoras, duvido que

(eles/conseguir) obter o financiamento para construir o atelié.

Embora (eu/trabalhar) muito, nao serd ficil conseguir abrir o atelié de
desenvolvimento pessoal.

Ao____ (eles/acabar) o relatério, os colegas sairam do escritdrio e foram para
casa descansar.

Antesde ____ (tu/produzir) estas joias é necessdrioque ________ (tu/fa-
zer) uma pesquisa de mercado.

Esperoque____ (nés/ver) a diretora de vendas antes que (nds/ir)
a reunido com os novos clientes.

Por nio (eles/arranjar) dinheiro suficiente, é pouco provadvel que
(eles/conseguir) abrir a nova sucursal até o final do ano.

Caso_____ (vocé/receber) um telefonema do novo fornecedor, diga-lhe que a
mercadoria chegou com um atraso de dois dias.

Até ___ (eles/ir) de férias, devem marcar uma reunido com todos os parcei-
ros e informd-los sobre os novos precos.

2. Identifique os erros das frases seguintes e escreva as solu¢des corretas:

Nenhuma das clientes n3o se queixou com a nova gama de produtos, por isso
acho que devemos desenvolvé-los.

Ninguém ndo sabe fazer nestas situa¢des, por isso devemos fazer uma formagao

aos nossos funciondrios.

N3o sequer sabem o que aconteceu com a entrega de hd uma semana, entao de-
vem averiguar mais este transporte.
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Nao fazem que ler relatérios todos os dias e perdem contacto com a realidade da
concorréncia do mercado.

Nada n3o fizeram para melhorar a qualidade dos produtos e isso viu-se nas ven-
das, que baixaram 35% no ultimo semestre.

BIONOTA: Veronica MANOLE ¢ assistente universitdria no Departamento de Linguas e Literatu-
ras Roménicas da Faculdade de Letras da Universidade Babes-Bolyai e responsdvel do Centro de
Lingua Portuguesa do Camdes I.P. de Cluj. Estd a desenvolver um doutoramento em Estudos
Portugueses, Brasileiros e da Africa Luséfona na Universidade Paris 8, com enfoque na anélise do
discurso politico. Beneficiou de bolsas de investiga¢do concedidas pela Universidade de S3o Paulo
(2012) e pela Associagdo Internacional dos Lusitanistas (2013).
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Rolul poeziilor cu rima in invitarea
limbii germane la varste mici

Daniela-Elena VLADU
»Babes-Bolyai” University,
Cluj-Napoca, Romania

Abstract: In the process of learning a foreign language, the interaction between the
left and the right hemispheres of the brain is of high importance. The left hemi-
sphere is considered to solve tasks involving abstract, analytic and logical thinking,
while the right one is best at expressive, emotional and creative tasks. The center
responsible for learning foreign languages is situated in the left hemisphere. The
right hemisphere helps us understand the full meaning of sentences. This means
that foreign languages (German, in this case) should be learned by using the capac-
ities of both brain hemispheres. The rhyme poems, depending on their aesthetic
quality, are especially used when the German language is introduced in preschool
or primary school. Three rhyme poems written by the author are to be presented
and analysed from the point of view of brain functions, in accordance with their
linguistic structure.

Keywords: German as foreign language, preschool or primary school, rhyme po-
ems, brain functions, linguistic structure.

Cuvinte-cheie: limba germani ca limba striind, poezii, scolari si prescolari, functi-
ile creierului, structuri lingvistice.

1. Limba germand in competitia limbilor de circulatie internationala

Odatid cu realizarea structurii Uniunii Europene, limbile de circulatie internationald
au cdpdtat o noud dimensiune, aceea de extindere a competentei comunicative, esen-
tiald unei calificdri competitive pe plan mondial.

Insusirea limbilor europene in contextul comunicirii interumane este asadar ne-
cesard, conducind in egald masurd la promovarea intelegerii si tolerantei, a respec-
tului pentru identitatea si diversitatea lingvisticd si culturald a fiecdrui grup de vor-
bitori din Europa.

Limba germani s-a dovedit a fi o limb3 de interes european, avind in vedere atit
pozitia Germaniei in politica europeand si in economia mondiald, cat si functia eco-
nomici si de mediator in regiunea Europei Centrale si de Sud-Est a Austriei. Intrucat
limba germani este limba materni a celui mai numeros grup lingvistic din Europa,
acesta numdrand peste o sutd de milioane de vorbitori, limba germani a fost decla-
ratd limb3 oficiald a Uniunii Europene, alituri de englez3 si francezi.
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In Romania, limba germani are o insemnitate deosebitd, ea fiind prezentd in
mod traditional atat ca limba maternd in cadrul invatimantului cu predare in limbile
minorititilor, cit si ca limbd moderni. In acest sens, este de mentionat rolul perso-
nalitdtilor roméne formate la universititi de seamd din spatiul de limb3d germani,
dar si faptul ca sasii au intemeiat in secolul al XIV-lea pe teritoriul transilvinean
primul sistem scolar comunitar din Europa, realizindu-se astfel punti importante
intre cele doud culturi.

Incd din 1998, existd in Romania un program amplu de promovare atat a limbilor
moderne de largd circulatie, cat si a minoritatilor nationale. Astfel, si programul ex-
tinderii invatdrii limbii germane in scoli, licee si universititi se inscrie in strategia
prioritard a Ministerului Educatiei Nationale (OMEN nr. 3205/1998), cuprinzind re-
forma curriculard si compatibilizarea europeand a curriculumului national, editarea
de manuale alternative, formarea continud a cadrelor didactice precum si imbuniti-
tirea metodelor de predare-invitare-evaluare.

In acest sens, predarea limbii germane nu trebuie si se faci in mod greoi, cu
pondere pe domeniul analitico-gramatical, vizand invitarea mecanicd a regulilor gra-
maticale si de lexic, ci prin conexiuni comunicative evidente in vorbi-
rea/comunicarea directd. Descrierea si folosirea constientd a acestor caracteristici
lingvistice oferd perspective practice in functionarea limbii si, de asemenea, indicii
de predare in procesul de invitimant atat la nivel de limba materni cat si la nivel de
limba moderna.

2. Invitarea unei limbi striine

Invitarea nu trebuie confundati cu memorarea, deoarece nu reprezinti o simpli in-
magazinare de cunostinte transmise de citre profesori, stocarea acestora in memorie
si actualizarea lor in momentul verificdrii. Intervine aici atentia, ca o prim3i conditie
a Invatdrii, apoi perceptia si gindirea, dupd care urmeazd fixarea in memorie a esen-
tialului si aplicarea acestuia pentru o invitare eficientd. Astfel, invitarea implicd for-
marea gindirii abstracte, nasterea sentimentelor complexe, constituirea vointei si a
trisdturilor de personalitate. In procesul experientei se formeazd intreaga personali-
tate (Cosmovici 1996: 75 ff).

Existd diferite tipuri de invitare, dar cel mai des intdlnitd este clasificarea care
precizeazd motivatia invatdrii. Astfel, invatarea poate fi intentionatd si neintentionata.
Un rol important in invitarea intentionatd il joacd atentia voluntard pentru a asimila,
pe cand in invdtarea neintentionatd ne insusim un anumit mod de a reactiona.

Posibilitatea de a invita se manifestd incd din clipa in care copilul se naste si se
incheie o datd cu sfarsitul vietii. O datd cu inaintarea in varstd, invdtarea se desfdsoard
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din ce in ce mai rapid, iar rezultatele sunt tot mai trainice. Initial copilul invatd ne-
intentionat, nu stie ce trebuie sd facd pentru a realiza un scop, dar el isi imbogdteste
experienta prin actiune si invatd doar ceea ce 1i este necesar, ceea ce ii starneste inte-
resul. Invitarea intentionati se dezvoltd abia in perioada scolard, cAnd sfera intere-
selor se ldrgeste si motivele sunt din ce in ce mai variate. Intre invitare si dezvoltare
existd o legiturd indisolubild. S-au elaborat diferite teorii in acest sens. Teoria stadi-
ald a dezvoltdrii a lui Jean Piaget (1965: 168) leagd procesul de dezvoltare a invatarii
de stadiile de dezvoltare a gindirii. Trecerea de la un nivel la altul nu se face brusc,
ci gradat, avand in vedere specificitatea fiecrui stadiu.

Prin invdtare se largeste universul comunicdrii, posibilitatea si nevoia de a comu-
nica sunt intrinseci naturii umane. Oamenii comunicd mai ales verbal, prin inter-
mediul limbii, folosind limbajul la nivel psihic-intelectual. Comunicarea verbald, pa-
raverbald si nonverbald reprezinti o relatie fundamentald intre un individ sau un
grup de indivizi si ceilalti, care, pe rind, sunt receptori si emititori. In forma sa
umand, comunicarea atinge un nivel maxim, atat din punct de vedere al complexitatii
procesului, cat si a formelor, continuturilor si nivelurilor comunicdrii, a diversititii
codurilor, canalelor, situatiilor si modalitatilor in care se produce.

Incd din antichitate, comunicarea cu celilalt a fost constientizatd ca un act de o
deosebitd importantd. Pregdtirea in domeniul retoricii se fdcea prin exercitii de dez-
voltare a capacitdtii de a vorbi usor, fluent si logic despre orice temd. Totodatd se
faceau exercitii de sustinere a unor teze contrarii, menite sa-i pregiteascd pe tineri
in ,arta disputei”. Invitarea cdt mai multor limbi striine se inscria in acelasi registru.

Etapele de invitare a unei limbi strdine sunt surprinse astfel (Andresen/Funke
2003: 439):

« familiarizarea cu limba striini,

. trecerea la cunostinte lingvistice vizdnd limba strding,

« extinderea cunostintelor lingvistice de limba strdind,

« trecerea la constientizarea limbii strdine si la metacomunicare.

Teoria stadiald a dezvoltdrii joacd si in invitarea limbilor strdine un rol major.
Creierul uman dispune de doud emisfere: emisfera stingi si emisfera dreaptd, fie-
care persoand fiind dominatd, in functie de stadiul dezvoltdrii personalititii, fie de
partea stangd a creierului, fie de partea dreaptd. Interactiunea dintre emisfera stinga
si dreaptd a creierului este de mare importantd. Emisfera stingd a creierului contro-
leazd partea dreaptd a trupului si este centrul logicii, al ratiunii, al analizei si al rati-
onamentelor. Ea este responsabild pentru actiunile si sarcinile ce implicd judecata,
rationamentul, gandirea analiticd, limbajul, cifrele si numerele. Emisfera dreapta
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controleazd partea stingd a trupului si este centrul creativitdtii, al imaginatiei, al in-
stinctelor si al emotiilor. Partea dreaptd a creierului este asociatd cu abilitdti precum
imaginatia, intuitia, creativitatea, perceptia emotiilor, sensibilitatea artisticd, expri-
marea emotiilor.

In invitarea limbilor striine interactiunea dintre emisfera sting3 si dreapti a cre-
ierului joacd un rol important. Partea stingd a creierului gindeste logic, abstract si
analitic, dreapta pictural, emotional si creativ. Centrul responsabil de invitarea lim-
bilor strdine se situeazi in emisfera sting3. Emisfera dreaptd vizeaz3 intelegerea sen-
sului deplin al comunicdrii. La sfarsitul celui de-al doilea an de viatd, o datd cu ma-
turizarea proceselor psihice, incepe s3 se manifeste capacitatea de a combina mintal
schemele (se manifestd inteligenta de a actiona). Perioada de dupd 2 ani se bazeazd
pe interiorizarea actiunii, adicd pe mentalizarea acesteia. Pentru a ajunge la o opera-
tie mintald, este necesar ca un copil sd poatd sd exprime o realitate semnificativd
(obiect, persoand, situatie) cu ajutorul unui substitut evocator — semnificantul — (cu-
vantul, desenul, comportamentul). Tocmai acest lucru se intdmpld in perioada in
care jocul simbolic, desenul si mai ales limbajul apar si se consolideazd ca principal
material al constructiei psihice cognitive. Pand la varsta de 12 ani, mobilitatea cres-
cutd a structurilor mintale permite copilului luarea in considerare a diversitatii punc-
telor de vedere. Acum el are capacitatea de a sesiza esenta unor realititi concrete, iar
aparenta nu mai blocheazd sesizarea esentialului. Operatiile mintale rdiman totusi
dependente incd de materialul concret, ceea ce denotd caracterul categorial concret
al gandirii. Dupd varsta de 12 ani rationamentul se desprinde de materialul concret,
punindu-se accent pe abstractiuni. Pe 1ang3 operarea mutuali cu clase de obiecte si
cu relatiile dintre ele, se naste acum posibilitatea operatiilor cu operatii. Acesta re-
prezintd caracterul ipotetico-deductiv al gindirii.

Prin urmare, limbile strdine, ar trebui invitate profitind de capacitidtile ambelor
emisfere ale creierului. Interpretarea limbilor striine apare dupd cum urmeazi
(Kleinschroth 2003: 45 ff):

Partea stingd a creierului intelege, interpreteazi si concretizeazd:
+ sunete,
« semnificatii ale cuvintelor,
« situatii simple,
« reguli gramaticale,
pe cand partea dreaptd a creierului intelege, interpreteaza si concretizeaza:

« tonul/melodia vocii, expresii faciale si gesturi (tot ceea ce tine de paraverbal si
nonverbal),
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« sensul contextual (functii ale cuvintelor si expresiilor in anumite situatii de co-
municare precum ironia, hazul, sarcasmul etc.),

+ situatii complexe,

- conventii lingvistice.

Poeziile cu rimd, in functie de calitatea lor esteticd, se folosesc in procesul de
predare-invitare mai ales cind se introduce o limbd strdind la varsta prescolard si in
invatimantul primar.

In copiliria timpurie (5-10 ani) se poate vorbi despre o predominantd a emisferei
drepte a creierului in insusirea de comportament comunicativ, urmati de o domi-
nantd a emisferei stingi, responsabild de dobandirea de competente lingvistice (dupd
10-12 ani). Astfel, se manifestd in prima fazi de dezvoltare a limbajului, preferinta
si bucuria copiilor pentru jocurile lingvistice fonetice, lexicale, gramaticale si de to-
picd, ce implicd invitarea neintentionata.

De asemenea, si prezentarea materialului didactic trebuie sd se facd intr-o forma
adecvati, folosind materiale intuitive sau expresii lexicale adecvate nivelului de inte-
legere si sferei de interes a elevilor. Tot de aici putem desprinde importanta modului
in care sunt ilustrate manualele, ce teme sunt abordate in continuturile de predat, in
ce fel isi dezvolta elevii limbajul intr-o limba strdind si cum isi pot perfectiona price-
perea de a defini in limba strdind ceea ce au observat. De aceea, interesul, motivatia
si bucuria pentru invitare trebuie cultivate la elevi, trebuie depistate si inldturate
toate barierele care pot produce blocaje in invdtare, precum si sentimentele de nein-
credere in propriile lor forte. Elevul trebuie sd parcurgd drumul de la motivatia ex-
trinsecd la cea intrinseca.

3. Invitarea limbii germane la varste mici

Dupd cum am vizut, in copildria timpurie si medie (5-10 ani), cind preponderentd
este insusirea de comportament comunicativ, se poate vorbi despre o predominantd
a emisferei drepte a creierului. In ceea ce priveste dezvoltarea limbajului, se poate
observa la copiii care invatd limba germana preferinta si bucuria pentru jocuri bazate

pe:
« sunete/Lautspiele:
Anna saf ganz nah am Abhang und af3 ein Ananaseis,
« rime/Reime formate din perechi minimale fonetice de tipul:
Haus — Maus — Laus — raus — Strauss — draus,

. dictie si articulare/Artikulation:
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Rechts stinkt’s, /links fliefSt’s sprudelnd;/oben zischt’s spritzend, /unten spritzt’s zi-
schend./Und du stehst da und machst nichts?,

+ numdrdtori/Abzdhlreime:

Eins, zwei, drei, vier, fiinf, sechs, sieben/Eine alte Frau kocht Riiben, /eine andere
Frau kocht Speck, feins, zwei, drei und du bist weg!,

« frimantiri de limb3d sau exercitii de dictie/ Zungenbrecher:
Fischer Fritz fischt frische Fische/Frische Fische fischt Fischer Fritz.
+ poezii ritmate/Gedichte:

Jahreszeiten, Wir verkleiden uns, Wir griifsen etc.

Abia incepand cu varsta copildriei mari (10/12 — 15/16 ani) apare o dominantd a
emisferei stingi a creierului, cAnd vorbim despre deprinderea de competente lingvis-
tice in limba strdind, datd de caracterul ipotetico-deductiv al gandirii. Abia acum se
analizeazid si constientizeazd regulile gramaticale, corectitudinea lexicald si de topicd
in limba germana.

Atunci cand copilul este antrenat intr-un proces instructiv-educativ trebuie sd se
tind cont de stadiul corespunzitor varstei lui, deoarece numai asa este posibild inva-
tarea. In cele ce urmeaza, sunt propuse trei poezii cu rimi in limba germani, create
de autoarea prezentului studiu, acestea fiind analizate tindndu-se seama de modelul
functiondrii creierului uman, in concordantd cu structura lor lingvistica.

Poeziile selectate fac parte dintr-un volum insumand 20 de poezii cu rimd in
limba germand, apdrute in anul 2008 la editura Echinox din Cluj-Napoca. Versurile
reprezintd o veseld cdldtorie prin vocabularul de bazd al limbii germane, grupat pe
teme accesibile lumii copildriei (formule de salut, nume proprii de persoane ger-
mane, povestea cifrelor si a numerelor, povestea culorilor, despre anotimpuri, mem-
brii familiei, obiecte de imbrdciminte, fructe, legume, animale silbatice si domes-
tice, misti si carnaval, meserii, despre locuinta mea, despre stradi si circulatie, sala
de clasd).

Aceste versuri sunt de folos si in gimnaziu, mai ales in clasele a V-a si a VI-a,
deoarece in afara vocabularului de bazi, textele cuprind si citeva constructii lingvis-
tice fixe sub forma frazeologismelor, mai greu de patruns, dar absolut necesare. Sunt
de asemenea prezente si citeva informatii de culturd si civilizatie germand, care i
sugereazd copilului o anumitd conduitd si un anumit spirit german. Nu lipseste nici
tonul educativ-moralizator si hazul, care imprimd poeziilor o notd aparte, deosebit
de plicuti si destinsi.

Versurile pot insoti copiii in timpul lor liber, ajutindu-i sd retind corect anumite
cuvinte si constructii mai greu de memorat. De aceea textele sunt concepute sub
forma unor poezii melodioase, sdgalnice si ritmate, apdrand inregistrate cu dictie si
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intonatie adecvatd pe un CD cu fundal muzical interesant si atractiv, in ton cu te-
mele. Poeziile sunt de asemenea frumos ilustrate, aparand si sarcini de lucru pentru
copii, cum ar fi imagini in contur de colorat, spatii libere usor de completat si labi-
rinturi de descilcit. Astfel, copiii trec cu usurinti de la auditie la lecturd, apoi la exer-
citiu prin joc si in final la consolidarea cunostintelor acumulate.

Poeziile prezentate pot fi folosite si cu ocazia anumitor evenimente scolare pre-
cum serbdri cu teme fixe, carnaval ori in cadrul unor parteneriate cu alte institutii de
invdtdmant.

Pentru dascdlul initiator si cdlduzitor in limba germand, poeziile pot oferi un des-
toinic instrument de lucru sau spijin atunci cind scade imaginatia sau inspiratia.

Prima poezie selectatd (Wir griiffen) are ca temd formulele de salut in limba ger-
mand, a doua (Wie heifst du?) se concentreazd asupra formulelor de prezentare a per-
soanelor la singular, folosind nume proprii germane, si in a treia poezie (In der
Klasse) sunt enumerate obiectele de mobilier principale din sala de clasi. In cele ce
urmeazi, se dau textele urmdtoarelor poezii:

Poezia nr. 1:
Wir griifen’
Hallo, Peter! Kurt, hallo!
Passt nun auf, jetzt griif} ich so:
Hallo, Papa und Mamal!
Hallo, allen Kindern da!
Guten Morgen! frith um acht;
Ich geh schlafen: Gute Nacht!
Guten Tag! zur Mittagszeit,
Tschiiss! zum Abschied steht bereit.

Poezia nr. 2:

Wie heiflt du??

Wie heifdt du?

Ich heifle Kim,

das ist Anne, Tom und Tim.
Sie ist meine Freundin, Flo,
er, mein guter Nachbar, Jo.
Hier, das Baby, siifs und klein,
es ist Kurt, mein Briiderlein.

1 Vladu 2008: 9.
2 Vladu 2008: 14.
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Und unter dem Tisch, der Fratze,
Das ist Sascha, meine Katze.

Poezia nr. 3:

In der Klasse®

Was ich sehe in der Klasse?
Tische, Stiihle, eine Vase,
schwarze Tafel an der Wand,
Blumen auf der Fensterbank,
eine Lampe an der Decke,
Lehrerkasten in der Ecke,
Kleider an dem Kleiderhaken,
an der Tafel Kreide, Lappen.
Auf den Tischen liegen Biicher,
Hefte, Stifte, Mappen, Tiicher,
an den Tischen sitzen Schiiler
aufmerksam zu Lehrer Miiller.

In primul rind trebuie precizat ¢ aceste poezii se adreseazi prescolarilor si co-
piilor din invidtdmantul primar. Tematica se dovedeste a fi un bun prilej de a acoperi
baza lingvisticd de plecare necesarid copiilor de grddinitd din grupa pregititoare, care
doresc sd sustinid examenul de limb3 germani ca limb3 de predare-invitare in clasa
0 si I. De asemenea poeziile se adreseaza celor care au pornit deja pe acest drum si
au nevoie de sprijin, indrumare si aprofundare a cunostintelor de limbad germana.
Fie ca sunt introduse in partea de inceput a orei, atunci cind discutiile trebuie cana-
lizate inspre o anume temd, ori in ultimul segment de invitare pentru fixarea cunos-
tintelor, poeziile constituie un bun suport de comunicare intre elev si cadru didactic.

Din punct de vedere al dezvoltdrii cognitive apar operatiile concrete ale gandirii
si este semnalat inceputul operatiilor formale. In clasele a I1I-a si a IV-a unii copii
pot fi capabili s lucreze cu concepte abstracte dar cei mai multi dintre ei au incad
nevoie de generalizdri, pornind de la experiente concrete. Din punct de vedere moral,
copilul de aceastd varstd trece printr-o tranzitie de la moralitatea constrangerii la mo-
ralitatea cooperdrii, de la preconventional la conventional. Acum are loc perceperea
regulilor drept intelegeri mutuale, dar pe de altd parte supunerea la regulile oficiale
se face din respect fati de cei din jur sau pentru impresionarea lor. In procesul de
predare-invitare trebuie asadar sd se tind cont de aceste caracteristici iar continutu-
rile trebuie adaptate gradului de dezvoltare cognitivd si morald a elevilor.

3 Vladu 2008: 41.
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In prezentul articol, supunem analizei trei poezii relativ scurte, insumand in me-
die 40 de cuvinte simple din vocabularul de baza al limbii germane. Apar si patru
cuvinte compuse motivate morfo-semantic (Mittagszeit, Fensterbank, Lehrerkasten,
Kleiderhaken), acestea fiind alcdtuite din substantive ce apartin lexicului de bazd, care
nu implicd dificuldti de intelegere, neprezentind modalititi de compunere atipice.
Propozitiile formate din aceste lexeme sunt alcituite dupd o topicd necomplicati,
nefiind prezente inversiuni ori formuldri deranjante. Verbele sunt plasate din punct
de vedere sintactic in mod corect in pozitia a 2-a, pozitie specificd propozitiilor enun-
tiative ale limbii germane, astfel continuturile enuntate fiind usor de urmdrit. Mai
mult decit atit, in toate cele trei poezii citate apar enumeriri ale formulelor de salut,
ale persoanelor pe care le intilnim zilnic si ale obiectelor din sala de clasd, pe care le
folosim in mod curent. Tematica abordati se inscrie asadar in sfera de interes a co-
piilor de varstd prescolard si invitimant primar. Totodatd, numarul verbelor utilizate
este scdzut, si acestea facand parte din vocabularul de bazd al limbii germane. Ver-
bele folosite apar conjugate la persoana 1 si a 2-a singular, iar in cazul verbelor heifsen
si sein, verbe care se introduc chiar la debutul procesului de invdtare, apare in poezie
si conjugarea la persoana a 3-a singular. Tot in primele ore se introduce si cazul dativ,
care se exerseazd aldturi de nominativ, atat la singular cat si la plural, cu sau fird
prepozitie. Acum se introduc si prepozitiile dinamice, care cer fie cazul dativ, fie
acuzativul (an, auf), dar si prepozitiile obligatorii dativului (zu): zur Mittagszeit, zum
Abschied, an der Wand, auf der Fensterbank, an der Decke, in der Ecke, an dem Kleider-
haken, an der Tafel, auf den Tischen, zu Lehrer. Se observd de asemenea absenta expre-
siilor idiomatice, care ar ingreuna si deruta intelegerea, precum si a verbelor cu par-
ticuld separabild. Adjectivele si adverbele sunt si ele prezente in forma lor simpl3,
necesard constructiilor lingvistice de inceput (gut, aufmerksam). Totodati se foloseste
in mod recurent, sub form3 de substituenti pentru persoane cu nume proprii, pro-
numele personale la persoana 1, a 2-a si a 3-a (ich, du, er, sie, es) precum si pronumele
posesive la persoana 1 masculin, feminin si neutru (mein, meine, mein). De observat
sunt si preferintele pentru nume proprii scurte de copii, specifice limbii germane,
astfel incat elevii sd se familiarizeze cu un mic segment cultural in acest sens (Miiller,
Tim, Kim, Flo, Jo, Sascha) si cu o pronuntie adecvata.

La aceastd varstd copiii agreeaza jocurile si activitdtile didactice organizate sub for-
mad de joc, in grupuri mici, dar ele ii invatd, adesea sd respecte reguli si sd dezvolte
spiritul de echipd. Cadrul didactic trebuie sd stie cd la aceastd varstd moralitatea
constrangerii il face pe copil sd inteleagd greu cum si de ce trebuie sd adapteze regulile
la diferite situatii.

De aceea, este bine, ca poeziile, in concordantd cu destinatia lor, sd fie insotite de
imagini sau ilustratii viu colorate, nu prea stilizate, pentru a le capta copiilor atentia
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si interesul pentru temele de abordat si pentru a le stimula acestora plicerea de a
exersa prin joc, fard a constientiza scopul repetitiilor si a exrecitiilor. Ilustratiile care
insotesc poeziile de mai sus se bazeazd pe o prelucrare vizuald a materialului pre-
zentat in poezii, dar si pe reprezentarea realitdtii sub formd directd. Functiile imagi-
nilor la orele de limb3 strdind sunt asadar de reprezentare, informare si explicare.
Existd multe argumente in sprijinul folosirii imaginilor la orele de limba strdina.
Cele mai des intilnite sunt de ordin pedagogic, psihologic si medial (Vladu 2009:
105 f).

De asemenea, la varsta prescolard si in invatimantul primar suportul auditiv, ca
prelucrare auditiva a poeziilor, este de mare folos, indicdnd elevului aspectele para-
verbale corecte in limba strdind (tempoul, melodia, dinamica si articularea) si con-
stituind pentru acesta un model de urmat. Tocmai de aceea, tonul vocii, impreund
cu expresiile faciale si gesturile care insotesc recitdrile, sunt foarte importante sii se
intiparesc neintentionat copilului, ajutdnd la o invitare foarte buna. Functiile cuvin-
telor in contextul unei recitdri adecvate si a unei ilustrari hazlii retin de asemenea
atentia si interesul copiilor. Cultivarea atentiei la orele de limba germanid este un
obiectiv foarte important pentru reusita activititii de predare-invatare.

Toate aceste aspecte, pe fondul unei melodii date de rima imperecheatd si imbra-
tisatd, aldturi de respectarea melodiei cuvintelor si a propozitiilor in situatii enuntia-
tive, exclamative si interogative, conduc la o invitare neintentionatd a foneticii, lexi-
cului si gramaticii limbii germane, care pun bazele unei invitdri complexe, temei-
nice si de lungd duratd.

4. Concluzii

Asa cum se desprinde din analiza parcursi, invitarea limbilor strdine depinde foarte
mult de interactiunea dintre emisfera stingd si dreaptd a creierului uman. Partea
stangd a creierului gandeste logic, abstract si analitic, dreapta pictural, emotional si
creativ. Centrul responsabil de invdtarea limbilor strdine este situat in emisfera
stangd. Emisfera dreaptd vizeazd intelegerea sensului deplin al comunicérii.

Prin urmare, limba germani ar trebui invitatd profitind de capacititile ambelor
emisfere ale creierului. De aceea, in alcdtuirea structurii lingvistice a textelor de par-
curs si a modului de ilustrare a acestora, trebuie sd se tind cont de varsta copiilor,
interesul acestora pentru anumite teme din lumea copildriei si dispozitia lor de in-
vdtare.

Datoritd melodiei deosebite a cuvintelor bine alese si a propozitiilor atent formu-
late, precum si a ritmului jucius al versurilor, poeziile propuse capteazd atentia si
interesul copiilor cu varstd de pand la 10-12 ani pentru limba germand, elevii insu-
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sindu-si cu usurintd si neintentionat lexeme, sintagme si expresii lingvistice in con-
texte si colocatii specifice. Versurile iscusit imbinate stimuleazd asadar placerea pen-
tru joc, nu numai intre elevi prin addugarea de miscare, dar si cu lexemele, cdrora
copiii, suplimentar, le pot asocia melodii.
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Practical Aspects of Using Audiovisual Materials
in the Foreign Language Learning

Liana MUTHU
Babes-Bolyai University,
Cluj-Napoca, Romania

REZUMAT: Articolul de fatd analizeazi rolul utilizarii mijloacelor audiovizuale ca ma-
teriale didactice auxiliare in procesul de predare/invitare a limbii engleze. In timpul
anilor de studiu este necesari incurajarea studentilor in aprofundarea si exersarea
limbii striine studiate astfel incat acestia s3 o poatd folosi fluent atat in scopuri per-
sonale (ex. vorbirea de zi cu zi) cat si in contexte specifice. Drept urmare, utilizarea
materialelor audiovizuale in procesul de predare/invitare are mai multe avantaje:
ex. stimuleazd interesul fatd de cunostintele predate prin perceperea limbii origi-
nale vorbite (intonatie, accentul cuvintelor); vizualizarea imaginilor permite o inte-
legere mai buni a legdturii dintre replicile personajelor sau discursul naratorului si
firul actiunii, cat si dobandirea deprinderilor de recunoastere a unor cuvinte, etc.
Asadar, este necesari familiarizarea studentilor cu strategii care s3-i ajute s fie cre-
ativi, sd-si elaboreze ideile atit in comunicarea scrisi cit si in cea orald.

Keywords: didactic communication, audiovisual materials, teaching and learning
strategies, prosodic features, specialised vocabulary

Cuvinte-cheie: comunicare didacticd, materiale audiovizuale, strategii de predare si
invitare, trisituri prozodice, vocabular specializat

1. The need to deal with multimodal texts

At the present time we frequently encounter texts where the message is communi-
cated not only through text but also through the interaction between text and image.
That’s why it becomes necessary to teach our learners how to interpret these texts in
which different modes interact. This thing is facilitated by the major tendency to use
technology in the foreign language learning process.

The increasing use of multimedia in teaching provides many opportunities since
multimodal texts communicate their message through more than one communica-
tion channel: e.g. a film clip incorporates spoken language and written language (in
the form of subtitles), sound effects, moving images. In fact, the triple connection
between text, sound and image, plus the optional element of translation, proves to
be beneficial in the foreign language learning process from at least two perspectives:
firstly, audiovisuals help the learners to increase and strengthen the foreign language
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vocabulary; secondly, audiovisuals help the learners to improve their foreign lan-
guage skills as they hear the genuine pronunciation of words and the intonation of
sentences.

In the beginning, it is advisable that learners should be guided by a teacher when
learning a foreign language. The teacher is the one who helps the learners to develop
the necessary skills for using the foreign language in a creative way, so that they may
extend and put in order their own ideas, either verbally or in writing. Thus, after
watching a film clip, the teacher may resort to some strategies that provide good
opportunities for learners to exercise their target language skills:

« providing guided questions: any question is an inquiry that “guides the learner to-
wards particular bits of knowledge” (Chaudron 1995: 129). Answering the ques-
tions provided by the teacher, the learners have a chance to give their own exam-
ples and explanations, to make their own links and associations with a newly dis-
cussed context.

« providing grammar rules: sentences are formed not only by words, but also by
structural units known as syntactic constituents. Since each grammar of a partic-
ular language is based on a set of rules with coherent structures that have to be
apprehended, the learners may be asked to build up sentences, more or less com-
plex, following the grammatical patterns indicated by the teacher.

During the foreign language learning process, speaking and writing are im-
portant skills that should be mastered. By mastering speaking and writing the learn-
ers will gradually become independent, being able to use the foreign language in a
free way, either for their own purposes or in certain contexts.

2. The advantages of using audiovisual materials

Nowadays audiovisual materials, especially film clips, become helpful didactic tools
for those who want to improve their foreign language skills. In many situations, the
moving images could be relevant since they help the viewers to clarify the meanings
of certain words especially when these words denote concrete objects. As a film in
general is considered “a vehicle for creativity” (Chan, Herrero 2010: 5), when watch-
ing it the learners must be encouraged to think critically “to discuss issues and
themes explored in the film to enhance their language skills and widen their vocab-
ulary” (Chan, Herrero 2010: 5).

Unlike the classical method of learning, centred on print-based materials, in
which learners just read a text and comment upon it, audiovisuals link expressions
to reality. Since a moving image, as “a rendition of a real situation, conveys realistic
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character to language learning” (Popa 1995: 16) audiovisual materials used in the
foreign language learning process have several advantages:

« They develop the ability to listen to the original spoken language; prosodic fea-
tures (i.e. intonation, stress patterns) can be improved while hearing texts with
both a sound and a visual component.

« They provide meaningful context and vocabulary (i.e. words, idiomatic phrases);
if they are helped by subtitles, the learners visualise better what is expressed in
words and they make easier the connection between the characters’ speech and
plot.

« They stimulate the imagination; the visual images enhance creativity, so that
comments, interpretations and arguments related to the topic brought into dis-
cussion are made possible.

« They facilitate the film clip understanding; when visualising the images, the
learners may develop word recognition skills.

Consequently, audiovisual materials make learning experience more concrete,
more realistic and more dynamic whereas they encourage the learners to think ac-
tively and to monitor their comprehension.

3. How to select audiovisuals for learning a foreign language

During classroom activities, the teacher should select a short video sequence of about
two or three minutes long so that its subject matter and ideas could be fully exploited.
In order to motivate the learners and stimulate discussion, the selected video should
be interesting from a linguistic, cultural and thematic point of view. Moreover, the
teacher must take into account the learners’ language level: there are audiovisuals
where the spoken words and idiomatic phrases are taken from the basic vocabulary
or, some other audiovisuals comprise a semi-specialised or even a specialised vocab-
ulary; then, the sentences uttered by the character (or characters) could be more or
less complex.

Since learning by watching a film is one of the best ways to improve comprehen-
sion skills, teachers should avoid films with a high verbal density (i.e. the characters
talk very quickly and sometimes their replies overlap) and where there is very little
action. Therefore, teachers should select films that have an explicit plot and a close
connection between characters’ speech and action or between characters’ utterances
and moving image. For a better understanding of the video content, it is advisable
that the characters speak at a slower rate.
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4. Classroom activities for active learning

For analysing the way in which the English language is acquired by learners, we take
as example a film suitable for the upper-intermediate or even advanced learners who
have already had several years of formal instruction in English, i.e. a short fragment
from Home, a 2009 documentary directed by Yann Arthus Bertrand. The documen-
tary is an account about the present state of the Earth, its climate and how we as
humans have harmful effects upon its future. The sequence chosen for discussion
includes terminology from a larger domain, i.e. ecology, since the focus is on the
diversity of life on Earth and how humans are threatening the climatic balance of the
planet. Then, the same sequence includes terminology from a sub-domain, i.e. glac-
iology, since it shows how the glaciers are melting at the North Pole due to the cli-
mate change.

Before watching the film clip, the learners may appeal to their general knowledge
related to the climate changes and try to answer some preliminary questions related
to the topic discussed:

e.g. What do you know about global warming? Do you know some causes that
have favoured the global warming in the past years? Give some examples il-
lustrative for these climatic changes.

Then, the students will watch the clip selected from the documentary Home. At
the end of the video sequence there are some numerical facts collected for studying
the frequency of the specialised terms used in a limited extent of time, terms that
should be acquired by learners:

1.01.10 — 1.04.15

It’s all about carbon. In a few decades the carbon that made our atmosphere a
furnace and that nature captured over millions of years allowing life to de-
velop, will have largely been pumped back out. The atmosphere is heating up.
It would have been inconceivable for a boat to be here for just a few years ago.
Transport, industry, deforestation, agriculture ... our activities release gigantic
quantities of carbon dioxide. Without realizing it, molecule by molecule, we have
upset the Earth’s climatic balance. All eyes are on the poles where the effects of
global warming are most visible. It’s happening fast, very fast. The north-west
passage that connects America, Europe and Asia via the pole is opening up.
The arctic ice-cap is melting. Under the effect of global warming the ice-cap
haslost 40% of its thickness in 40 years. Its surface area in the summer shrinks
year by year. It could disappear in the summer months by 2030. Some say
2015. The sunbeams that the ice-sheet previously reflected back now penetrate
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the dark water, heating it up. The warming process gathers space. This ice con-
tains the records of our planet. The concentration of carbon dioxide hasn’t been
so high for several hundred thousand years. Humanity has never lived in an
atmosphere like this. Is excessive exploitation of our resources threatening the
lives of every species® Climate change accentuates the threat. By 2050 a quarter
of the Earth’s species could be threatened with extinction. In these polar regions
the balance of nature has already been disrupted.

Statistics belonging to the clip selected from the documentary Home:
« duration: 3 minutes and 5 seconds
« the total number of words: 256
« number of specialised language occurrences: 25
« number of specialised terms: 16

a) number of specialised terms from ecology: 11 (carbon, carbon dioxide, atmosphere,
deforestation, molecule, climatic balance, global warming, warming process, species,
climate change, extinction)

b) number of specialised terms from glaciology: 5 (pole, ice-cap, ice-sheet, ice, polar
region)

The fragment chosen for discussion shows the effects of global warming that
threatens our Earth. These effects have become very visible at the poles where the
ice is melting. Watching the film clip, the learners will get the ability to recognize
the vocabulary and what is happening on the screen. Its comprehension is enhanced
by the interlingual subtitles since a “subtitled video provides a triple connection be-
tween image, sound in one language and text, normally in another, sound and text
being typically linked by translation. This type of connection generally encourages
strong associations for retention and language use” (Talavin Zanén 2006: 43) espe-
cially when, in the documentary, the narrator’s voice and the moving image are syn-
chronized: e.g. when the narrator says “All eyes are on the poles” (Rom. subtitling
“Toti ochii sunt indreptati spre poli”) the moving image shows large pieces of ice
floating on the ocean’s surface. Moreover, an icebreaker that navigates through the
thin ice-covered waters is noticed on the screen. Or, when the narrator says “The
warming process gathers space” (Rom. subtitling “Procesul de incdlzire castigd
teren”) another moving image focuses upon the arctic land that has already remained
uncovered by the melting ice. In fact, the narrator’s speech and the images shot at
the North Pole facilitate the film clip understanding.
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After watching the video, the learners will answer some questions related to its
topic. Doing such an exercise is beneficial for them from at least two points of view:
firstly, they check themselves if they understand the film watched; secondly, they
have a good opportunity to practise the new acquired vocabulary related to the ecol-
ogy domain and glaciology sub-domain. Here are some questions that could be pro-
vided by the teacher:

a. Which are the causes of global warming?

b. Which are the effects of global warming?

c. How do we know that Greenland’s ice-sheet is melting?

d. Can we prevent the warming process that threatens our planet?

Another way in which the learners may put into context the new acquired vocab-
ulary is by trying to build up sentences of their own. In the text selected from the
documentary Home, there are many —ing forms, i.e. present participles, gerunds, ver-
bal nouns. Following certain grammatical patterns given as examples, preposition +
gerund or verb + preposition + gerund, the learners may think to build up similar sen-
tence structures related to the ice that is melting at the North Pole due to the global
warming. They may think at certain prepositional verbs, to keep on, to insist on, to
succeed in etc, followed by gerunds:

a. The warming process already felt at the global level keeps on threatening our eco-
system.

b. Without being conscious we have disturbed our Earth’s climatic balance by releas-
ing huge quantities of carbon dioxide in the atmosphere.

c. Many scientists insist on warning us about the danger caused by greenhouse gases
emitted on different regions from our Earth.

d. The salt water that flows under the ice succeeds in carrying Greenland’s ice-sheet
into the sea.

Besides the fact that classroom activities help learners to think more deeply over
the topic debated, they “enhance language awareness and increase communicative
competence” (Neves 2004: 130). Learning a new language involves learning how to
use words, grammatical rules and knowledge about that language to communicate
with other people. Therefore, language is not just a body of knowledge to be learnt,
but a social practice of meaning-making.

The main purpose of a foreign language course is to encourage the learners to
use and refine the new learned language, by putting in context the acquired words,
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idiomatic phrases and grammatical rules of the language in question. In this way,
the learners gradually “become more independent in using and monitoring the use
of the new language” (Woodward 2006: 121).

5. Conclusion

During school years, it is necessary that the learners should acquire the knowledge
of the foreign language which will offer them the opportunity for further learning.
The end of classes attended doesn’t signify the end of learning, but only a stage in
the learners’ development. The purpose of any course is “to give momentum and
direction, to establish vectors, so to speak, for subsequent learning, and thus to pro-
vide bearings whereby learners can make sense and learn from their own linguistic
experience” (Widdowson 2003: 115). The foreign language acquired at school should
stimulate learners’ attention and interest, so that they may be motivated to improve
it, by continuing to learn independently.
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Rezumat: Lucrarea noastrd doreste sd sublinieze multiplele valente ale textului au-
dio-vizual in cadrul procesului de predare-invitare a limbilor striine si raportul
acestuia cu textul verbal (suport didactic clasic, prin excelentd). Demersul argumen-
tativ pleacd, pe de o parte, de la rolul pe care il joacd textul verbal in receptarea unui
text audio-vizual, iar, pe de altd parte, de la definirea textului ca sistem complex de
semne, intre care se stabilesc relatii multiple, caracterizate de fenomene de tipul
sincretismului, al sinergiei si al sinesteziei. Importanta conlucririi celor doud tipuri
de texte (audio-vizual si verbal) in activitatea didacticd tine, totodat, si de raportul
dintre semnele iconice si cele simbolice in procesul de comunicare in general: dacd
semnele iconice se bucuri de o perceptie mai rapidi si de o mai mare inteligibili-
tate, datorate cu precddere unor reguli conventionale de echivalenti intre obiect si
semn, semnele simbolice (verbale, in cazul de fatd) au capacitatea de a forma mai
usor sintagme, fiind astfel ideale pentru a povesti, pentru a crea texte narative. Cu
toate acestea, relatia complexd dintre limbajul audio-vizual si limbajul verbal trebuie
pusd pe seama faptului cd, desi semnul simbolic (cuvintul, in cazul textului verbal)
si semnul iconic (imaginea, predominantd in textul audio-vizual) isi delimiteazd
sfera de semnificare prin caracteristici specifice, ele isi intind, totusi, valentele sem-
nificante dincolo de propriile granite: imaginea, devenind un instrument narativ,
cuvanteazd, am spune noi, tot asa precum limbajul verbal se poate transforma in
,imagine”, ardtind. lar aceastd dialectici se fundamenteazi inclusiv pe tendinta
aproape universald de a transforma semnele figurative in semne verbale, in con-
structii narative, descriptive, argumentative etc., aspect care sti la baza utilizirii cu
succes a textului audio-vizual in didactica limbilor striine.

Keywords: didactics of foreign languages, semiotics, audiovisual text, iconic sign,
symbolic sign, figurative signs, verbal signs.

Cuvinte-cheie: didactica limbilor striine, semioticd, text audio-vizual, text verbal,

semn iconic, semn simbolic, semne figurative, semne verbale.

1. Fundamente semiotice

Antichitatea a reprezentat, prin excelentd, perioada gandirii ontocentrice, Renasterea
pe cea a antropocentrismului; modernitatea a fost dominatd de glotocentrism, iar
postmodernitatea este recunoscutd ca epocd profund semiocentricd, axati pe pragma-
ticd, interculturalitate si interdisciplinaritate. (Cf. si Deely, 1997: 78-79).
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Conceptul de interdisciplinaritate se afirm3 pe fundalul fertil al dezvoltirii studii-
lor de semiologie/semioticd', dominante pe scena cercetdrilor umaniste contempo-
rane. Semiologia este ,stiinta care studiazd viata semnelor in cadrul vietii sociale” (De
Saussure, 1998: 41), luind drept model lingvistica, o ,stiint3 pilot” (Benveniste, 2000:
20, vol. IT), si avind un mecanism regulator si de generare — structura. Semiotica, ca
»doctrind a naturii si varietitilor fundamentale ale oricirei semioze posibile” (Peirce,
apud Eco, 1982: 29), depdseste insd structuralismul lingvistic, substituind , structurii
structurarea, limbii vorbirea, semnificantului semnificatul, enuntului enuntarea,
sistemului de reguli practica semnificantd, subiectului determinat subiectul deter-
minant” (Roventa-Frumusani, 1999: 57). Semiotica inglobeazd asadar semiologia,
transformand structuralismul intr-o metod3 care constd intr-un set de reguli de func-
tionare, de interrelationare, de conditionare reciprocd, pe cand limba naturald ra-
mane ,principala matrice semioticd”, reprezintd ,organizarea semioticd prin exce-
lentd”, exercitind un ,modelaj semiotic” asupra celorlalte (cf. si Benveniste, 2000:
53-54, vol. I1), fdrd insd a avea pretentia de a acoperi intreaga sferd a semioticii.

Text verbal, comunicare de masd, muzici, film, teatru, benzi desenate, fotografie,
arhitecturd, kinezicd si proxemicd, retoricd, publicitate, iatd doar citeva dintre dome-
niile de cercetare ale semioticii, cici, ,intr-adevir, nu pare nefiresc si se considere
conceptul de semn ca fiind fundamental pentru stiintele omului, tot asa cum este
conceptul de atom pentru stiintele fizice sau conceptul de celuld pentru stiintele bi-
ologice” (Morris, 2003: 97). Daci plecim de la premisa cd semnele sunt fundamentul
oricdrei discipline, putem afirma, fard indoiald, faptul cd semioza (ca proces de reve-
lare si de investigare) este metoda semioticd indispensabild tuturor dimensiunilor
cunoasterii umane, ,0 panzd de pdianjen intinsd cat natura insdsi” (Deely, 1997: 62).

Caracterul comun al tuturor sistemelor semiotice este proprietatea de a semnifica
(semnificanta sau semioza) si faptul cd sunt alcdtuite din unititi de semnificanta (sem-
nele). Stabilirea unei tipologii a semnelor are ca punct de referintd tripla trihotomie
peirceiand, axatd pe fiecare dintre cele trei entitdti corelationate: representamenul,

! Semiotica, ,stiinta care se ocupd de geneza si functionarea sistemelor de semne in naturd si

societate” (Marcus, 1985: 7), a fost vizutd, in principal, ca un ,termen-umbreld” pentru diversi-
tatea disciplinelor, avind ca obiect de studiu totalitatea semiozelor ca procese de functionare

X»

semnicd. S-a vorbit adesea despre o semioticd ,translingvisticd”, in cadrul cireia limbajul verbal
este privit ca axd centrald (un interpretant universal), si despre o semioticd ,infraverbald”, in
cadrul cireia sunt identificate zone semnificante diferite de limb3. Acestea sunt cele doud mari
directii ale cercetdrilor semiotice care au marcat domeniul studiilor umaniste (si nu numai) in
secolul al XX-lea: semiologia, reprezentatd, in descendentd saussuriand, de A.J. Greimas, Roland
Barthes, Julia Kristeva, Tzvetan Todorov, Georges Mounin etc., respectiv semiotica, ai cdrei prin-

cipali reprezentanti, pe linie peirceiand, sunt Charles Morris si Thomas Sebeok.

166



Text audio-vizual si text verbal in didactica limbilor strdine. Fundamente semiotice

interpretantul, obiectul®. Cele trei tipuri de representamen sunt qualisemnul (o calitate
care functioneazd ca semn), sinsemnul (un lucru sau un eveniment real) si legisemnul
(0 lege, un semn conventional, care se actualizeazd in replica sa care este sinsemnul)
(cf. Peirce, 1990: 275-276). Interpretantul, la rAindul siu, poate fi o remd (reprezintd
obiectul in insusirile sale; este un termen), un dicisemn (reprezintd obiectul sub as-
pectul existentei reale; este o propozitie) sau un rationament (reprezinti obiectul in
calitatea sa de semn; este un argument) (cf. Ibidem: 278-280).

Termenii celei de-a treia trihotomii, privitoare la relatia semnului cu obiectul sdu
(ct. Ibidem: 238-239, 276-278), sunt notiunile cele mai exploatate in cadrul analizelor
semiotice, dobandind o ampld utilizare descriptivd. Cand se vorbeste despre semne,
se vorbeste, in principal, de iconi®, de indici* sau de simboluri®.

2 Cea mai complexi definitie a semnului (de care nu vor putea face abstractie cercetirile semio-

tice ulterioare) apartine renumitului matematician, logician si filosof american, fondator al
pragmatismului si al semioticii moderne — Charles S. Peirce. ,Un semn, sau un representamen,
este ceva care tine locul a ceva pentru cineva, in anumite privinte sau in virtutea anumitor in-
susiri. El se adreseazi cuiva, crednd in mintea acestuia un semn echivalent, sau poate un semn
mai dezvoltat. Semnul acesta pe care-1 creeazi il numesc interpretantul primului semn. Semnul
tine locul a ceva, anume al obiectului sdu. El tine locul acestui obiect nu in toate privintele, ci
cu referire la un fel de idee, pe care am numit-o uneori fundamentul representamenului.”
(Peirce, 1990: 269)
Iconul este un ,semn determinat de obiectul sdu dinamic in virtutea naturii sale interne proprii”
(Peirce, 1990: 238-239) sau, cu alte cuvinte, un ,semn conceput si semene cu, s simuleze sau
sd-si produci intr-un fel sau altul referentul” (Sebeok, 2002: 27). Fundamentul iconismului este
similitudinea, adicd acea transformare prin care ,facem s corespundi unui punct din spatiul
real al expresiei, un punct din spatiul virtual al tipului de continut” (Eco, 1982: 262). Cu alte
cuvinte, aseminarea unui semn cu obiectul siu determini o structurd perceptivd ,simi-
lard”/,,asemdndtoare” celei care ar fi determinati de obiectul imitat (cf. si Eco, 2003: 211-217).
Indexul sau indicele este ,un semn determinat de obiectul siu dinamic in virtutea relatiei reale
pe care o intretine cu el” (Peirce, 1990: 239) sau, altfel spus, ,un semn sau o reprezentare, care
se referd la obiectul siu nu atit in virtutea unei similaritdti sau analogii cu acesta si nici pentru
c3 este asociat cu insusirile generale pe care se intdmpl3 sd le posede acest obiect, cat pentru cid
se afld in conexiune dinamici (inclusiv spatiald) cu obiectul individual, pe de o parte, si cu sim-
turile sau memoria persoanei cireia ii serveste ca semn, pe de altd parte” (Ibidem: 296). Pentru
Sebeok (2002: 28), indicele este un ,semn care trimite la ceva sau la cineva in termenii existentei
sau ai locatiei sale in timp sau spatiu ori in raport cu altcineva sau altceva”. Asocierea dintre
semn si obiectul sdu se face, asadar, in acest caz, prin contiguitate, iar nu prin aseminare sau
similaritate, precum in cazul iconului.
5 Simbolul este un ,semn care std in locul referentului siu intr-un mod arbitrar, conventional”
(Sebeok, 2002: 28), fiind legat de obiectul sdu in virtutea ideii pe care interpretantul o are despre
aceastd legiturd, a deprinderii sociale si culturale de a vedea aceasti relatie.
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La randul sdu, Iuri Lotman, fondatorul Scolii de semioticd a culturii (Tartu — Mos-
cova), in lucrarea Sémiotique et esthétique du cinema (1977: 13-20), imparte semnele in
doud categorii: semne conventionale (simbolice — in primul rand cuvantul®) si semne
figurative (iconice). Conform autorului, avantajele si dezavantajele utilizdrii celor
doui tipuri de semne in comunicare sunt urmitoarele:

a. semnul iconic:
« se bucurd de o perceptie mai rapidd si de o mai mare inteligibilitate;

« se supune si el unor reguli conventionale de echivalenti intre obiect si semn,
cu un caracter metonimic (ex. reguli de proiectare), care poartd amprenta me-
diului cultural;

- semnele figurative sunt percepute insd, in raport cu cuvintele, drept semne de
,rang inferior”, ele nefiind ,capabile sd mintd”;

b. semnul conventional:

. are capacitatea de a forma mai usor sintagme, fiind dotat cu un plus de gra-
maticalitate;

« este ideal pentru a povesti, pentru a crea texte narative, in timp ce semnele
iconice se limiteaza la functia de denotare (dénomination).

Cu toate acestea, trebuie sd subliniem faptul c3 cuvintul este capabil s3 constru-
iascd imagini (este suficient sd amintim doar fenomenul de hipotipozd, care consta
intr-un moment de oprire, de observatie, o ,punere in fata ochilor”: a spune ardtind
si a intelege vizdnd), pe cand imaginea, la randul ei, devine un instrument al poves-
tirii (mai cu seamd in cadrul limbajului cinematografic, unde imaginea se tran-
sform3 intr-o imagine-in-miscare).

Pe acest esafodaj complex al raporturilor care se stabilesc intre semnele simbolice
si semnele iconice’ se fundamenteazd si procesul de predare/invitare a limbilor stra-
ine prin utilizarea de materiale audio-vizuale — demers propus de proiectul ClipFlair.

Materialele elaborate in cadrul proiectului ClipFlair implicd, in majoritatea situa-
tiilor, un traseu didactic care pleacd de la un text audio-vizual: dupi ce a vizionat in
prelabil un clip (un material audio-vizual), in limba strdind pe care isi propune sd o

,Le mot est 'exemple le plus typique, et culturellement le plus significatif, du signe conventi-
onnel.” (Lotman, 1977: 13) /,Cuvantul este cel mai tipic exemplu de semn conventional, si cel
mai semnificativ, din punct de vedere cultural.” (t.n.) (Am utilizat editia francezi a lucrdrii lui
Lotman, originalul rusesc nefiindu-ne accesibil).

7 Cuvantul si imaginea filmic3, in cazul cercetdrii de fat3.
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studieze, utilizatorul (studentul) trebuie sd desfdsoare o suitd de activititi lingvistice
(exercitii gramaticale, lexicale etc.), unele cu implicatii culturale, menite s introduca
cunostinte noi sau si fixeze cunostinte deja achizitionate. Acest demers se funda-
menteazd inclusiv pe faptul cd semnul simbolic (cuvantul, in cazul textului verbal)
si semnul iconic (imaginea filmicd) isi delimiteazd sfera de semnificare prin carac-
teristici specifice, dar, in acelasi timp, isi intind valentele semnificante dincolo de
propriile granite: imaginea, devenind un instrument narativ, cuvdnteazd, am spune
noi, tot asa precum limbajul verbal se poate transforma in ,imagine”, ardtdnd. lar
aceastd dialecticd are la bazd tendinta aproape universald de a transforma semnele
figurative in semne verbale, in constructii narative, descriptive, argumentative etc.

Dupi ce vom aridta succint in ce consti specificul textului filmic in raport cu textul
verbal si vom reliefa relatia care se stabileste intre cele doud sisteme semiotice (cine-
matografic si lingvistic), vom sublinia eficienta principalelor tipuri de activititi pro-
puse de unitdtile ClipFlair in pedarea/invitarea limbilor strdine.

2. De la textul audio-vizual la textul verbal: relatii intre sisteme semiotice

Un sistem ,semiologic” (semiotic) se caracterizeazd prin modul de operare (simtul
cdruia i se adreseazd), prin domeniul de validitate (cel in care se impune), prin natura
si inventarul semnelor sale, respectiv prin relatia dintre semne sau, cu alte cuvinte,
prin tipul sdu de functionare. Existd sisteme semiotice cu unitdti semnificante, con-
ceptuale (intre care se evidentiazd limba), si sisteme cu unititi nesemnificante, pre-
conceptuale, (muzica, pictura etc.), care presupun, pentru a se naste si a se stabili ca
sistem, o limbd care sd le interpreteze. (Cf. Benveniste, 2000: 37-56, vol. II)

Limba naturald reprezintd, dupd cum am subliniat deja, ,organizarea semiotic3
prin excelen’gi”, este ,principala matrice semioticd”, care exercitd un ,MODELAJ SE-
MIOTIC” asupra celorlalte sisteme semnificante (cf. Ibidem: 53-54) gratie structurii
si modului sdu de functionare (constd din unititi distincte — semnele verbale —, se
manifestd prin referentialitate si enuntare, are un caracter intersubiectiv).

Cautarea fundamentelor cercetdrii noastre in spatiul unificator, amplu si complex
al semioticii se datoreazi faptului c3 aceastd , trans-disciplind ecumenici” (Parret, 2006)
se ocupd cu studiul proceselor de semnificare si al diferitelor sisteme semnificante
dintr-o perspectivd care sd inglobeze toate tipurile de limbaj si diferitele forme de
textualitate. Semiotica se dovedeste a fi astfel terenul fertil pe care se poate grefa
dialogul dintre doud limbaje — limbajul verbal si limbajul cinematografic —, dintre
doud obiecte textuale — textul verbal si textul filmic.

La fel ca textul verbal, textul filmic, in calitatea sa de ,,obiect semnificant”, cu o
»derulare semnificanta” (lingvisticd si nonlingvisticd), pusd pe seama interrelationarii
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diferitelor configuratii semnificante, este un mijloc de comunicare si un ,dispozitiv
de reprezentare” (Vanoye, 1989: 10). Ins4, in raport cu limbajul verbal, caracterul par-
ticular, deosebit de complex, al sistemului semiotic cinematografic constd, in opinia
noastrd, in capacitatea sa de a imbina elemente/semne ce provin din sisteme semio-
tice diferite (sisteme cu unitdti conceptuale, precum sistemul verbal, sau preconcep-
tuale — pictura, muzica).

Textul filmic este un text pluricodic care se impune prin simultaneitatea percep-
tiei diferitelor tipuri de limbaje. Filmul se structureaza pe un cod vizual (care contine
mesaje apartinind mai multor sisteme semiotice: culori, luminozitate, gestualitate,
mimicd, proxemicd, vestimentatie etc.) si pe trei coduri sonore: vorbirea, muzica,
efectele sonore (cf. Sebeok, 2002: 33-35), fiind construit din elemente ce apartin pe
de o parte profilmicului® (personaje, obiecte, fundal/peisaj, elemente de scenogra-
fie/decor care se afld in fata camerei, lumina, asezarea obiectelor si a personajelor,
punerea in scend), iar pe de alta filmicului, adicd tot ceea ce tine de organizarea tex-
tului filmic in ansamblu, de la punerea in scend la tipul de viziune si la alegerea
modalitdtilor expresive (tipuri cromatice, tipuri de plan/camp, relatii intre planuri,
camera de luat vederi, unghiuri de filmare, tipuri de montaj) (cf. si Ambrosini et alii,
2010: 16—45; Bertetto, 2010: 60—-89).

Spre deosebire de textul verbal (cuvint prin excelentd), in care diferitele elemente
ale unor sisteme semiotice nonverbale pot pitrunde doar sub o form3 verbalizat3®,
textul filmic se bucurd de privilegiul de a transmite mesaje prin suprapunerea unor
structuri semnificante eterogene care se oferd perceptiei spectatorului simultan,
contribuind considerabil la crearea iluziei de realitate, conferind imaginii volum, tri-
dimensionalitate. In timp ce lectura textului verbal presupune o receptare ,sintag-
maticd”, in succesiune, vizionarea filmului permite o receptare simultani a mesaje-
lor provenite din diferitele sisteme semiotice.

Imaginea cinematograficd se caracterizeazd astfel printr-o puternicd capacitate de
expresie: conceptul din limb3d semnificd conventional, ,inexpresiv”’!?, obiectul reali-
tatii, pe cind lucrul din imagine il aratd, il ,exprimd” in mod ,natural”, analogic,
global si continuu. Cu toate acestea, trebuie subliniat faptul cd unul dintre criteriile
care stau la baza inteligibilitatii filmului (aldturi de analogia perceptivi si de figurile

8 Prin termenul ‘profilmic’ este desemnat tot ceea ce apare in fata camerei de filmat.

® Pentru o abordare mai ampli a acestui aspect vezi Colceriu, 2008.

10 Se vorbeste totusi despre un caracter preponderent expresiv al limbii in momentele sale auro-
rale, cAnd cuvintul reda experienta concretd, obiectuald, pentru a se abstractiza apoi treptat,
transformandu-se in notiune lingvisticd. , Asadar, in epoca de plimddire a limbii, ca instrument
de exprimare, cuvantul era semnul care exprima una sau mai multe insusiri concrete ale obiec-
tului.” (Stancovici, 1972: 28)
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semnificante specific cinematografice) este cel al ,codurilor de numire iconica” (cf.
Aumont et alii, 2007: 142-148), care vizeazd atribuirea de nume obiectelor vizuale,
prin limba. Limbajul verbal nu poate fi deci exclus din interpretarea filmului: ,lec-
tura unui film necesitd un travaliu paralel al perceptiei, el constind in punerea in
functiune a limbajului interior, care caracterizeazd orice gand” (Ibidem: 127).

In ceea ce priveste descrierea raportului dintre mesajul verbal si imagine, teore-
ticienii (cf. Barthes, 1982: 30-33; Gaudreault, Jost, 1990: 67-71) opteazd, in principal,
pentru doi termeni: ancorare (ancrage), respectiv releu (relais), in cazul benzilor dese-
nate si, cu precddere, al filmului. Pe palier semantic, textul verbal ajuti la interpre-
tarea imaginii prin clarificarea relatiei dintre semnificant si semnificat, in cadrul a
ceea ce numim, cu o sintagmi comund, ,descrierea denotativd a imaginii”; el ghi-
deazd interpretarea, propunind o selectie a elementelor semnificante si etalindu-si
valoarea ,represivd”, adesea cu valente ideologice. ,Rar in cadrul imaginii fixe, acest
cuvant-releu devine deosebit de important in cinematografie, unde dialogul nu are
doar simpla functie de elucidare, ci face sd progreseze actiunea, eliberand, prin suita
de mesaje, sensuri care nu se gisesc in imagine.”'! (Barthes, 1982: 33) (t.n.) Pe palier
narativ, mesajul verbal, scris sau rostit, ajutd la construirea lumii diegetice prin situ-
area in timp si spatiu, prin numirea si caracterizarea personajelor; in acelasi timp,
poate rezuma actiunea sau poate conferi naratiunii o temporalitate diferitd de cea
strict cronologici.

Pe aceste fundamente semiotice se sprijind intreaga arhitecturd a proiectului
ClipFlair, care propune o metodd inovativd de predare/invitare a limbilor strdine,
plecand de la texte audio-vizuale. Majoritatea unitdtilor de invatare implicd activitati
didactice ce presupun o continud pendulare de la imagine la textul verbal, fie c3 este
vorba de descrieri denotative ale imaginilor, de comentarii sau de naratiuni. Textul
audio-vizual isi dovedeste eficienta in cadrul procesului de invitare prin capacitatea
sa de a implica afectiv utilizatorul (studentul), aspect ce trebuie corelat cu puternica
impresie de realitate pe care o creeazd imaginea cinematograficd in principal datoritd
faptului cd este o imagine in miscare. Impresia de realitate'?, pe care spectatorul o
are in fata filmului, se datoreazd bogitiei perceptive a materialelor filmice co-pre-
zente (imagini, limbaj verbal, sunete etc.), coerentei universului diegetic prezentat,

11 Rare dans I'image fixe, cette parole-relais devient trés importante au cinéma, o le dialogue n’a

pas une fonction simple d’élucidation mais ou elle fait véritablement avancer 'action en dispo-
sant, dans la suite des messages, des sens qui ne se truovent pas dans I'image.” (Barthes, 1982:
33)
12 Spunem impresie, iluzie, deoarece, de fapt, totul se reduce la un mecanism perceptiv in virtutea
cdruia spectatorul restabileste mental continuitatea si miscarea acolo unde, in realitate, este

vorba doar de fragmentarism, de discontinuitatea si de fixitatea planurilor.
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puternic subordonat verosimilului, si, in primul rdnd, miscdrii, perceputd intot-
deauna ca moment actual. Miscarea conferd corporalitate obiectelor, le pune in relief,
le detaseazd de fundal; eliberat de suportul sdu, obiectul se ,substantializeaza”, do-
bandind un caracter volumic. (Cf. si Metz, 1978: 13-24, 115-118)

In cadrul textului filmic, cuvantul si imaginea, cuvantul si gestul sunt impreun,
cuvantul si muzica actioneazd impreund, in sinergie®®, dind form3 unui sincretism
in cadrul cdruia fiecare formd expresivi participd la intreg cu ceea ce are mai pretios,
imbogitindu-l si devenind ea insdsi mai puternicd. Prin jonctiunea diferitelor
sisteme semiotice, sincretismul duce la aparitia unei noi entititi sintetizatoare, cu
semnificatii sporite. Iar aceastd intensd conlucrare a imaginii si a cuvantului nu face
altceva decat sd sustind eficienta utilizdrii materialului audio-vizual in cadrul proce-
sului didactic: plicerea de a urmdri imaginea in miscare alunecd, in mod subtil, spre
plidcerea de a ,traduce” vizibilul in cuvinte, de a-l descrie, de a-1 comenta si desigur,
de a transforma cuvéantul rostit in cuvant scris, prin subtitrare.

Asadar, spre deosebire de metoda clasicd de predare a limbilor strdine, metoda
didacticd propusd de ClipFlair aduce un spor motivational, mizand pe importanta
pdstrdrii contextului in care se desfdsoard astizi, cu precddere, intelectul uman, si
anume lumea deosebit de puternicd, de pregnantd a imaginilor.
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Creativity and Innovation in Learning
Romanian as a Foreign Language
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Rezumat. Lucrarea de fatd isi propune si analizeze un corpus de mai multe lucriri
reprezentind sarcini de dublare, subtitrare si producere liberi de text ale studentilor
din anul pregititor care studiazd romana ca limbi strdini. Discursurile autentice
sunt rezultatul folosirii activitdtilor ClipFlair si sunt naratiuni scurte, eseuri si subti-
trari.

Ne vom indrepta atentia asupra studentilor de nivel B1. In acelasi timp, obser-
vand CECR, prezentim aspectele multifatetate intilnite in discursurile lor: chesti-
uni morfosintactice si lexicale.

Desi discursurile studentilor sunt diferite fati de ceea ce ar produce vorbitorii
nativi, considerdm cd acestia creeazi un cod lingvistic nou, atat la nivel stilistic, cat
si la nivel morfosintactic. Astfel, cursantii strdini care studiazd romana ca limba
strdind produc discursuri care sunt rezultatul unui sistem dinamic care implic3 tre-
cerea prin filtre cognitive precum limba englezi sau limbile lor materne. In conse-
cintd, observim aspecte precum: calcuri lingvistice, folosirea cuvintelor striine ci-
rora le adaugd morfeme roménesti, schimbare de cod, prieteni falsi etc.

Mai mult decit atit, avind in vedere dificultitile pe care le presupune studiul
limbii roméne (acordul, genul, conjugarea complexd a verbelor, cliticele in dativ si
genitiv etc.), considerdm ci discursurile lor trebuie privite ca dovezi ale progresului
in invitarea limbii romane, in special cind se utilizeazd resurse audio-vizuale.

Keywords: Romanian L2, creativity, multidimensional aspects, morphosyntactic
features, linguistic code.

Cuvinte-cheie: Romini L2, creativitate, aspecte multifatetate, trisdturi morfosintac-
tice, emorphosyntactice, cod lingvistic.

0. Introduction

Observing the Common European Framework for Foreign Languages (the CEFR),
this paper aims to analyse a corpus of 20 writen tasks of 10 students in the prepara-
tory year who study Romanian as a foreign language. The tasks were given during
the Romanian courses at the Department of Romanian Language and Civilization,
from the Faculty of Letters, Babes-Bolyai University, Cluj-Napoca. We integrated ac-
tivities from the ClipFlair gallery:
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They watched videos on the ClipFlair platform and they were assigned the task to
fill in the missing parts of the given subtitles and to write essays, comments, differ-
ent endings for the stories in the video.

The first part introduces important theoretical aspects of the CEFR for Bl level.

In the second part we describe the most important characteristics of writing tasks
from our point of view and we highlight the fact that at this level they are a “develop-
mental process” (Hyland, 2003: 9).

In the third part we analyse the written corpora which consists of drafts written
by students during classroom tasks. We identified three aspects which intertwine:
creative, lexical and morphosyntactic aspects. We observe that foreign students
sometimes produce discourses which are influenced by their mother tongue or by
English.

Theoretical Aspects of The CEFR B1

The Common European Framework is the point of reference when teaching and
learning Romanian as a foreign language. “The Common European Framework is
intended to overcome the barriers to communication among professionals working
in the field of modern languages arising from the different educational systems in
Europe. It provides the means for educational administrators, course designers,
teachers, teacher trainers, examining bodies, etc., to reflect on their current practice,
with a view to situating and co-ordinating their efforts and to ensuring that they meet
the real needs of the learners for whom they are responsible” (The CEFR, 2001: 1).
Moreover, teaching and learning become a coherent process due to the CEFR and
this is reflected in the students’ results.

We focus on writing tasks of students Bl level. We consider this level to be the
most interesting to analyse, given that at this point students are in a transition state
from “basic users” who need constant guidance from teachers to “independent

users”.
Basic User Independent User Proficient User
(Breakthrough) Waystage Thresho]d Vantage (Effective Proﬁciency) (Mastery)

A2+ ‘ Bl+ | ‘ B2+

(Cf. The CEFR, 2001: 23, 32)
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In the descriptions of levels available in the CEFR, B1 level is the Threshold Level.
It is the ability to produce messages in a range of contexts, express the main point
he/she wants to make comprehensibly, exploit a wide range of simple language flex-
ibly to express much of what he or she wants to, make a complaint, write formal and
informal letters, short commercials etc. (Cf. CEFR, 2001: 34).

In the teaching process we also have to take into account the learners’ perspective
because “writing is learned, not taught” (Hyland, 2003: 9). That is why we mention
the self-assessment grid for writing at B1 level:

B1: “I can write clear, detailed text on wide range of subjects related to my inter-
ests. I can write an essay or report, passing on information giving reasons in support
of or against a particular point of view. I can write letters highlighting the personal
significance of events and experiences” (The CEFR, 2001: 26-27).

2. Writing Tasks

“Writing is a way of sharing personal meanings and writing courses emphasize the
power of the individual to construct his or her own views on a topic. Teachers see
their role as simply to provide students with the space to make their own meanings
within a positive and cooperative environment. Because writing is a developmental
process, they try to avoid imposing their views, offering models, or suggesting re-
sponses to topics beforehand” (Hyland, 2003: 9).

“Tasks are a feature of everyday life in the personal, public, educational or occu-
pational domains” (The CEFR, 2001: 157) and, accordingly, the ClipFlair activities
contain meaningful tasks related to everyday life, especially to students in the pre-
paratory year, who have to live and go to courses for at least three years in Romania.

We argue that writing tasks should be diversified and always preceded by pre-
writing activities like: brainstorming, starburst, clustering, looping, free-writing, the
journalists’ questions (who?, what?, when?, where?, why?, how?), discussions etc.

2.1. Writing Skills for Intermediate Learners of Romanian

Asencién-Delaney and Collentine state that “pragmatic abilities affect L2 discursive
abilities, the assignment of discursive roles to grammatical constructs, and learners’
use of discourse markers” (2011: 300). However, we highlight that the pragmatic abil-
ities formed in L1 shape, rather than affect, L2 discourse production. That is why we
consider that we should not talk about students’ making mistakes in L2, but about
using a language variety in progress. Furthermore, we emphasize that even if in the
CEFR we encounter the word “mistake” or “error”, these words should be avoided.
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The CEFR identifies some parameters of L2 production at Bl level (2001: 110):

The student “has a sufficient range of language to describe unpredictable situa-
tions, explain the main points in an idea or problem with reasonable precision and
express thoughts on abstract or cultural topics such as music and films. Has enough
language to get by, with sufficient vocabulary to express him/herself with some hes-
itation and circumlocutions on topics such as family, hobbies and interests, work,
travel, and current events, but lexical limitations cause repetition and even difficulty
with formulation at times”.

3. Corpus Analysis

The corpora consist of short narratives, but also short comments and essays. We
mention that all these texts are drafts written by students during classroom tasks.

We focus on these drafts and not on the final texts because they reveal more the
students’ L1 influence or English influence (we can observe linguistic calques, code
switching, sometimes they even provide the English translation between brackets
etc.) and creative aspects in L2 language. We could even say that a new linguistic
code is created.

We created three categories for our corpora: creative, lexical and morphosyntactic
aspects. We mention that creativity is present in all of them. Of course, students are
not aware of this fact; they produce these structures by instinct.

3.1. Creative Aspects

“Creativity is a puzzle, a paradox, some say a mistery. Inventors, scientists, artists
rarely know how their ideas arise. They mention intuition, but cannot say how it
works” (Margaret Boden in Boden, 1994, apud. Carter 2004: 24). This is also the case
for L2 production: students use their intuition in order to put together a puzzle with
the pieces they have at their disposal. We will illustrate this in the examples below.

« The students use foreign words and structures to which they add Romanian end-
ings/morphemes:

am caminat (the student uses the Spanish verb caminar, the Romanian verb is
used with the reflexive pronoun: a se plimba — ne-am plimbat — we took a walk);

am olvidat (from the Spanish verb olvidar, in Romanian: am uitat — I forgot);

eu impar limba romdnd (from the Italian verb imparare, in Romanian: eu invit
limba romdnd — I learn Romanian);
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eu pens cd (from the Italian verb pense, in Romanian eu cred cd — I think that);
ea expectd ca el si vorbeascd primul cu ea (from the English verb to expect, the
Romanian verb is asteaptd —she expects him to talk first).

« Code-switching. Unlike spontaneous spoken productions and online discourses,
in L2 written tasks, students switch to English or other languages sometimes:

Orasul meu este un oras viv—my city is a vivid city. The student uses the French
adjective;
Camera mea preferatd este blue — my favourite room is blue. The student uses

the English adjective, instead of the Romanian adjective albastru;

In weekend sunt free si fac shopping — in this sentence, there are two English
words: the adjective free (Romanian: liber) and the noun shopping (the Roma-
nian noun: cumpdraturi;

are party la cimin — the English word party is used also by native speakers of
Romanian in everyday conversations;

eu am corses — from the English noun courses;

aussi que — instead of the Romanian asa ci (so that);

pe masd este un telephone — There is a telephone on the table;
nu am television — I do not have a TV;

bo zi — this structure is used by the student as a closing formula to a letter.
He/she wanted to say have a nice day, the English equivalent for o zi bund.
He/she uses a French word, but wrote it as it is pronounced;

Folosim prodotti toxice — the Italian noun prodotti is used instead of the Roma-
nian noun produse (products).

There are other creative aspects that we observed in our L2 written corpora and
we divided them into two categories: lexical aspects and morphosyntactic aspects.

3.2. Lexical Aspects

According to the CEFR, the vocabulary range for B1 is:

B1: The student “has a sufficient vocabulary to express him/herself with some
circumlocutions on most topics pertinent to his/her everyday life such as family,
hobbies and interests, work, travel, and current events” (2001: 112).

We would add to these descriptions the fact that the L2 lexicon is not a static as-
pect of the linguistic competence, but “a dynamic system, comprised of interacting,
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developing subsystems, and can have theoretical and pedagogical implications”
(Caspi and Lowie, 2010: 18-19).

“Like other dynamic systems, language develops nonlinearly and is affected not

only by input, but also by interactions between its componential subsystems, such

as specific languages known” (Caspi and Lowie, 2010: 3). Thus, foreign students who

study Romanian sometimes produce discourses which are the results of a dynamic

system which involve cognitive filters like English or their mother tongues. This is

very well reflected in our selected examples.

One interesting aspect in our corpora is represented by the production of linguis-

tic calques. Of course, students do not use calques on purpose. Some examples in

which student use English as a cognitive filter are:

Facultatea de lege — instead of the Romanian noun phrase Facultatea de Drept (The
Faculty of Law);

Toti doi se numesc... — From the French structure tous les deux (both of them);

Fiecare persoand are goluri diferite. The student wanted to write: Each person has
different goals but he/she is influenced by English and uses the word “goluri”
which in Romanian means empty spaces or the point scored in some sports; and it
does not have the meaning of aim or purpose as in English. The student should
have written scopuri diferite.

Mergi pentru plimbare cu prietena ta — go for a walk with your girlfriend (Mergi la
plimbare);

Temperaturile niciodatd merg la 30 de grades — temperatures never go to 30 degrees.
In this situation, a native speaker would use the verb a ajunge (to reach). Moreo-
ver, in Romanian, we have to use double negotiation, unlike English;

Familia mea locuieste in Albania despre 27 de ani — my family has been living in
Albania for about 27 years. In Romanian, we use the preposition de. The intended
meaning was approximately 27 years which in Romanian cannot be rendered by
despre;

Aleargd in parc pentru 10 minute — he is running in the park for 10 minutes. The
Romanian sentence does not contain the preposition pentru;

Este un oras mic in SUA cu altitudine foarte inaltd — it is a small town in the USA
with a very high altitude. In Romanian: altitudine mare;

Fetele sunt doudzeci de ani — the girls are 20 years old. In Romanian, age is ex-
pressed with the verb to have: fetele au doudzeci de ani.
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« Noi deja avem multe strazi s3 intelegem ceea ce e nou. The intended meaning is:
We already have a lot of ways to understand what is new. In Romanian, the word
stradd (sg.)/strdzi (pl.) means street/streets. In order to express the intended
meaning (ways), we need to use the word cale (with the plural cdi). This example
is interesting because the student knew intuitively that in Romanian there is a
word like the English word way, which has a metaphorical meaning, but because
his/her level was B1, he/she might have not learned the appropriate word at that
time.

L2 B1 students use false friends. This is also a result of the cognitive filter they
use during the interaction in Romanian:

« Iordan are munti si vdi, in vest o mare si un lant mintal. The word by word transla-
tion in English is: Jordan has mountains and valleys; in the west it has a sea and a
mental chain. The student wanted to say mountain range;

+ Ellucreazd intr-o facturd. The word by word translation in English is: he works in
a receipt. The student wanted to say factory, which in Romanian is fabricd;

«  Consumd legume si fructe proaspete pentru ci sunt foarte bune pentru organizam. The
translation in English is: He eats fresh vegetables and fruit because they are very good
for the we organize. The result is a mixture between the Romanian verb to organise
and the pronunciation of the noun organism in English;

« Am ficut rezervatie la hotel. The intended meaning was I booked a room in a hotel.
In Romanian, we would use the word rezervare. The word rezervatie means (na-
ture) reserve.

3.3. Morphosyntactic Aspects

In the CEFR, the grammatical accuracy description for Bl is:

B1: The student “communicates with reasonable accuracy in familiar contexts;
generally good control though with noticeable mother tongue influence. Errors oc-
cur, but it is clear what he/she is trying to express. Uses reasonably accurately a rep-
ertoire of frequently used ‘routines’ and patterns associated with more predictable
situations” (2001: 114).

Some of the difficulties that foreign students encounter when studying Roma-
nian are agreement, gender, complex verb conjugation, the genitive/dative clitics.
However, we do not focus on these aspects, but on things that we consider to be
stimulating from the point of view of both linguists and teachers. Moreover, the
purpose of this paper is not to provide a list of common difficulties in learning
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Romanian, but to highlight that students find innovative solutions to express
complex thoughts even if they were not taught several grammatical structures at
these levels. Consequently, we also have to bear in mind that “the acquisition of a
grammatical structure is a gradual process, not a sudden discovery as the intuitive
view of correction would imply” (Truscott, 1996: 342).

We have observed several interesting morphosyntactic aspects:

«  When students know the meaning of a word, but they do not know the entire
lexical family of that word, they use the word they know even if it is not the gram-
matical category that the context requires. For example:

Schimbe (changes) sunt dificile pentru multi oameni. [Changes are difficult for
many people]. The student uses the verb schimbe, instead of the noun
schimbdrile, but he writes the English noun in brackets.

Desparte (break-ups) sunt experiente... [Break-ups are experiences...]. The stu-
dent writes the verb desparte, instead of the noun despdrtirile.

Experienta poate si ne ajutor (to help us) [Experience can help us]. Instead of
the verb sd ne ajute, the student uses the noun ajutor.

Este urdtd, dar este repedd. [She is ugly, but she is quick]. Instead of using the
adjective rapidd, the student adds the femine ending d to the adverb repede.

+ Students need to use a particular verbal mode, but because they don’t remember
it, they try to guess the form:

Dar zici-mi, vii aici des? [But tell me, do you come here often?]. The verb zici is
the Indicative, 2nd person, present form. Unlike English, the Imperative has
another form in Romanian: zi.

Spui-mi ce face fratele tiu. [Tell me what your brother is doing]. The verb spui
is the Indicative, 2nd person, present form. Unlike English, the Imperative has
another form in Romanian: spune.

Ea ne-a viizut. Repede! alergi pentru viata ta! [She saw us. Quick! Run for your
life]. The verb alergi is the Indicative, 2nd person, present form. Unlike English,
the Imperative has another form in Romanian: aleargd. At the same time, we
can observe another linguistic calque: alergi pentru viata ta (run for your life!).
The use of this linguistic calque, together with the assumption that the Roma-
nian Imperative functions like the English imperative, highlight once again
that the students use English as a cognitive filter.
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« Following the English pattern of the subordinate clauses introduced by that, stu-
dents produce the following sentences:

Sarbdtorile ne oferd multe diferite emotii ca putem sd le...[Holidays give us
many different feelings that we can...]. In Romanian, he/she should have writ-
ten: Sdrbitorile ne oferd multe diferite emotii pe care putem si le....

Nu toate lucrurile cd credem cd sunt bine pentru noi...[Not all the things that we
think are good for us]. In Romanian, he/she should have written: care.

In both examples, he/she should have used the relative pronoun pe care/care and

not the conjunction cd.
Ultima datd cd l-am vdzut...[Last time [that] I saw him]. In Romanian, he/she
should have used: Ultima datd cdnd l-am vizut.

«  We can observe the English filter even in fixed expressions:

La cel putin (at least) cind o hrdnesc. [At least when I feed her]. In Romanian,
the expression does not contain the preposition la: Cel putin....

Am nevoie sd plitesc doctori in fiecare ore (every time). [I need to pay the
doctors every time]. In Romanian, the equivalent for every time is de fiecare
datd.

Poate voi merge un mai o data (one more time) la magazin. [Maybe I will go one
more time at the store]. The Romanian equivalent is incd o datd.

« Word order is sometimes also influenced by English:

Calitatile nu sunt mai destule. [Qualities are not enough anymore]

Cainii tdi nu sunt foarte frumosi nici, stii? [Your dogs are not that beautiful ei-
ther, you know?] This sentence follows the English word order. The Romanian
word order is: Nici cdinii tdi nu sunt foarte frumosi, stii?

Nu ii place de tine nici (he does not like you either). [He doesn’t like you either]

Vreau si fac mai ceva (some more) cumparaturi. [ want to do some more shop-
ping]. The adverb mai has a special status in Romanian because it is always
placed between the auxiliary/adverb of negation (nu)/conjunction (si) and the
main verb: sd mai fac.

« Prepositions represent a difficult aspect for B1 students:

Televizorul are mare influentd pe noi. [The television has a big influence on us].
The Romanian structure requires a Genitive preposition: are mare influentd
asupra noastra.
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A rds pe ea. [He laughed at her]. In Romanian: a rds de ea.

De foarte mult timp in urmd... [A very long time ago...] There are two possible
linguistic contexts: we can say: de mult timp, but with the structure in urmd
(ago) we say: cu foarte mult timp in urmd.

Lucrurile pe care oamenii au nevoie... [The things that people need...] In Roma-
nian we use the expression a avea nevoie de ceva (to need something).

The following three examples are a consequence of the fact that the students tend
to use the pe morpheme even when another preposition was required, resulting in
having two prepositions for the same pronoun:

Niste pe dintre ele sunt mai dificile. [Some of them are more difficult]
Relatia cu pe noi... [The relation with ourselves]

Fiecare pe dintre noi are... [Each one of us]

« The following examples reflect the fact that students tend to use structures they
hear very often. This is the case of the Romanian indefinite article niste (pl.) which
is often used, especially when teaching nouns. In some of the cases, natives would
rather use the indefinite pronoun (adjective): unele/unii, citeva/cativa.

Te-am vdzut cu niste zile in urmd aici. [I saw you here a few days ago] — cdteva
zile.

Niste oameni vor si devind bogati sau cunoscuti. [Some people want to become
rich or famous] — unii oameni.

Niste categorii de mdncare nu sunt bune. [Some kinds of food are not good] —
unele categorii.

Niste ori este important... [Sometimes it is important...] In this example, uses
niste ori instead of the adverb uneori.

In other cases, students use niste even if they already used another indefinite pro-
noun:

Pentru niste altii este mai important sd... [For others it is more important to...].

Niste altii aleg un drum diferit. [Others choose a different path].
« The most interesting structure is the following:

— Poti sd-mi cumperi o api? Mi-e trist. [Could you buy a bottle of water for me?
I am *sad].

— Desigur... Poftim! Ce frumoasd zi este astdzi si linistitd. [Of course...Here you
are! What a beautiful and peaceful day!]
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— Da este bund, iti multumesc pentru apd. [Yes, it is good, thank you for the
water].

At the cognitive level, the student mixed two codes: the Romanian expression
with the Dative case: mi-e sete/foame/frig/etc. [[ am thirsty/hungry/cold/etc.] and the
word trist (which resembles the English word thirsty). The result is: Mi-e trist! which
does not make sense in Romanian.

5. Conclusions

Students who learn Romanian as a foreign language go through a learning process
which sometimes involves language transfer from the mother tongue or from Eng-
lish. This reflects language creativity in their writing tasks.

After analysing the corpus consisting of 20 writen tasks of 10 students in the pre-
paratory year who study Romanian as a foreign language, we observed three aspects
which intertwine: creative, lexical and morphosyntactic aspects. Foreign students
sometimes produce discourses which are influenced by their mother tongue or by
English. They sometimes produce discourses which are the results of a dynamic sys-
tem which involve cognitive filters like English or their mother tongues. Hence, our
conclusion is that in their discourses there are aspects like: linguistic calques, the
use of foreign words to which they add Romanian morphemes, code switching, false
friends etc.

These Bl level students create a new linguistic code which is innovative and effi-
cient in getting message across in every conversation. Furthermore, the ClipFlair
platform triggered original and creative short texts as it engaged students in authen-
tic and meaningful situations.

6. References

1. Asencién-Delaney, Yuly and Collentine, Joseph. “A Multidimensional Analysis of a

2. Written L2 Spanish Corpus”, in Applied Linguistics, 32/3, Oxford University Press, 2011: 299—
322.

3. Carter, Ronald. Language and Creativity. The Art of Common Talk, New York: Routledge, Taylor
and Francis Group, 2004.

4. Caspi, Tal and Lowie, Wander. “A Dynamic Perspective on Academic English 12 Lexical Devel-
opment”, 2010, available at:

5. http://www.rug.nl/staff/w.m.lowie/Caspilowie%2@revised.doc.
Cotoc, Alexandra and Radu, Anamaria. “Interdiscourse Communication and Identity Con-
struction in Online Social Networks”, in Dranidis, D., Kapoulas, A., Vivas, A. (eds.) Proceedings
of the 6th Annual South—East European Doctoral Student Conference, Thessaloniki: South-East
European Research Centre, 2011.

185



Anamaria RADU & Alexandra COTOC

7. Hyland, Ken. Second Language Writing, Cambridge: Cambridge University Press, 2003.

8. The Common European Framework for Foreign Languages. Cambridge: Cambridge University
Press, 2001.

9. Truscott, John. “Review Article. The Case Against Grammar Correction in L2 Writing Class”,
in Language Learning, 46/2,1996: 327-369, available at:

10. http://www.hss.nthu.edu.tw/~f1l/faculty/John/
Grammar%20Correction%20in%20L2%20Writing%20Class.pdf.

BIONOTES:

Anamaria RADU has a Ph.D. in Linguistics. The topic of her PhD thesis is “The Cluj School of
Grammar in the Interwar Period”. Her experience includes teaching the practical course Normative
Grammar, the Romanian Phonetics seminar and Romanian as a Foreign Language at the at the
Faculty of Letters, Babes-Bolyai University, Cluj-Napoca, Romania. She is currently teaching Ro-
manian as a Foreign Language to students in the preparatory year, at the Faculty of Letters, Babes-
Bolyai University. She has also worked as a professional freelance translator (English and Roma-
nian).

Alexandra COTOC has a BA in English Language and Literature and French Language and Litera-
ture, an MA in Current Trends in Linguistics and a PhD in the field of sociolinguistics and Internet
linguistics from the Faculty of Letters, Babes-Bolyai University, Cluj-Napoca, Romania. The title of
her PhD thesis is “Language and Identity in Cyberspace. A Multidisciplinary Approach”.

Her teaching experience includes teaching English, French and Romanian at the private school
Bridge Language Study House, Cluj-Napoca, teaching the course French for Specific Purposes,
English for Academic Purposes as well as the French practical course for undergraduate students
(Remise a niveau) at the Faculty of Letters, Babes-Bolyai University, helping integrate Web 2.0 in
the teaching process. She has published several articles and a book review related to computer
mediated communication and an article on film and visual arts. She is a member of the ClipFlair
project (Foreign Language Learning through Interactive Revoicing and Captioning of Clips). She
was one of the beneficiaries of the bursary offered by the University of Leipzig and participated at
the European Summer School in Digital Humanities (22.07-02.08.2014), Leipzig, Germany. She
has also worked as a professional freelance translator (English, French and Romanian). She is a
member of DigiHUBB and researches the nexus language-identity in the digital world and also
intends to expend her research including research of multimodal corpora construction and anno-
tation.

186



Fonologia si utilizarea computerului in predarea
romanei ca limbd strdind
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Abstract: Assumer et pratiquer la compétence phonologique dans 'apprentissage
des langues étrangeres devient de plus en plus important dans la didactique ac-
tuelle: CECR et les pédagogies qui ont une longue tradition dans l'enseignement de
leur propre langue en tant que langue étrangére ont 1égitimité la place considérable
de la phonologie. RLS ne peut pas I'ignorer dans le stade précoce de I'apprentissage,
ou l'exercer par l'intermédiaire des activités non interactives. Dans l'article ci-des-
sous, nous avons proposé une voie progressive de la communication et de la pra-
tique des problémes phonologiques de la langue roumaine. Les différents types
dexercices dynamiques et ludiques sont effectués a I’aide de Hot Potatoes.

Mots-clés: phonologie, interactivité, exercices structuraux, applications informa-
tiques, Hot Potatoes.

Cuvinte-cheie: fonologie, interactivitate, exercitii structurale, aplicatii informatice,
Hot Potatoes.

Motto:

Computerele nu 1i vor inlocui niciodatd pe profesori, dar profesorii
care utilizeazd computerele i vor inlocui pe cei care nu le utilizeazd.
Dr. Ray Clifford, 1983

1. Pronuntarea in CECRL si principiile fonologice actuale

Niciodatd, in istoria didacticii limbilor strdine, fonetica nu a ocupat un loc privilegiat,
ba din contrd, a rimas in umbr3, in defavoarea altor componente (Champagne-Mu-
zar, Burdages, 1998: 101). In plus, activititile mecanice, putin interactive, care au in-
sotit etapa introducerii sunetelor si alofonelor, au fost multd vreme greu digerabile,
atit din perspectiva cursantilor, cit si a dascililor. Repetarea dupd profesor a alfabe-
tului noii limbi, citirea perechilor de cuvinte contrastante, ascultarea simpld a inre-
gistririlor cu nativi sunt probabil cele mai intilnite practici in etapa foneticd, pand
spre sfarsitul secolului XX. In asemenea conditii, cursantii trebuie s3 fie teribil de
motivati sd invete pronuntarea limbii strdine vizate si sd-si asume un rol pasiv sau
redus in aceastd primd etapd. O abordare ludicd si interactivd are cu sigurantd mai
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multe sanse sd fie productivd, iar prezentul demers pledeazd pentru o asemenea di-
rectie.

Abordarea comunicativd care domini predarea limbilor striine in ultimele de-
cade si Cadrul European Comun de Referintd pentru Limbi, documentul normativ fun-
damental pe vechiul continent, au marcat un progres in aceastd directie, dar si ele
schimbi greu statutul fragil al fonologiei, pentru c3 atentia se muti decisiv pe com-
petente care vizeazd continutul, respectiv pune in plan secund forma cuvintelor, pro-
nuntarea lor corectd. Totusi, fonetica si fonologia! sunt importante in special in faza
incipientd a invatdrii unei limbi noi: in cazul tratdrii superficiale a aspectelor sonore
,intregul proces al invatdrii limbii poate fi incetinit, iar calitatea deprinderilor si a
cunostintelor de limbd ale subiectilor cursului poate fi compromisd iremediabil”
(Vrdjitoru, 1999: 11).

Am mentionat mai sus CECRL, pentru care competenta fonologicd e inclusd in
domeniul lingvistic, aldturi de competente vecine, mai generos reprezentate: lexi-
cald, gramaticald, semanticd, ortografica. Se vizeazd atat unitdtile fonetice cu trasa-
turi distinctive ca, de exemplu, sonoritatea, nazalitatea, ocluziunea, labialitatea,
compozitia cuvintelor — structura silabicd, succesiunea fonemelor, accentuarea cu-
vintelor, tonurile, asimilarea, lungirile —, cat si prozodia sau fonetica frazei: accentu-
area si ritmul frazei, intonatia, reducerea vocalicd, eliziunea etc.

Cadrul nu ignord, dar nici nu dezvoltd strategii sau activitdti de predare si evaluare
a foneticii/fonologiei. Directia este mai degrabd prohibitivd decit productivd, dar in
coerenta strictd a evitdrii exerci’giilor mecanice in care cursantul riméane pasiv: ,Acti-
vitdtile mecanice de pistrare a sensului (repetarea, dictarea, lectura cu voce tare, tran-
scrierea foneticd) sunt astdzi criticate in invitimantul orientat spre comunicare,
deoarece sunt artificiale si au efecte inverse indezirabile.” (CECRL, 2003: 84). Vom
reveni mai jos asupra ineficientei unor asemenea exercitii, dar e important de subli-
niat incd un aspect dezvoltat de Cadru, respectiv gestionarea progresului in pronun-
tare, in functie de cele sase nivele de referinta:

Tabel 1. CECRL, Nivele de competentd fonologica

Insusirea sistemului fonologic
C2 lafelcainC1

Cl  Poate varia intonatia si plasa corect accentul in frazi pentru a exprima nuante fine de sens.

B2 A dobindit o pronuntie si o intonatie clare si firesti.

! Nuanta terminologicd nu e gratuitd: dacd fonetica studiazi sunetele, fonologia — asa cum a fost
intemeiatd de lingvistii N.S. Trubetzkoy si Roman Jakobson — studiazd fonemele, realizirile
functionale ale sunetelor, variabile dupi context.
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Bl Pronuntarea este clar inteligibild, chiar dacd un accent striin este uneori perceptibil si oca-
zional produce erori de pronuntare.

A2 Pronuntarea este in general destul de clard pentru a fi inteleasd in pofida unui accent
strdin, dar interlocutorul va trebui s3 ceard uneori si i se repete.

Al  Pronuntarea unui repertoriu foarte limitat de expresii si cuvinte memorizate poate fi inte-
leasd cu un anumit efort de citre un locutor nativ obisnuit cu locutorii grupului lingvistic al
elevului/utilizatorului.

Desi monitorizarea progresului fonologic permite un progres lent si doar de la
nivelul B2 se impune o pronuntare fdrd erori, majoritatea teoreticienilor actuali re-
comandi insistenta la nivelul Al asupra unei pronuntiri corecte a fonemelor si a
elementelor suprasegmentale. Raportatd la cele 4 competente CECRL, fonetica joacd
un rol esential in receptarea/producerea orald, dar le afecteazd in mare misur si pe
cele scrise. O initiere superficiald in cadrul Al atrage erori de identificare si de pro-
ducere pani la nivelele superioare.

Existd cateva principii fonetice fundamentale ce insotesc initierea intr-o limba
strdind, care copiazd mecanismele invdtdrii limbii materne, iar Ana Vrdjitoru (1999:
7-9) are o buni sintezd a lor in volumul dedicat foneticii limbii romane pentru stra-
ini:

1. se pune acccent pe dezvoltarea auzului fonematic si se initiazd primele activitati
de pronuntare;

2. forma este desprinsd de fond, adicd se desprind sunete, grupuri de sunete, cu-
vinte si propozitii, fard si li se dezviluie intelesul;

3. chiar si in aceastd etapd nesemantizatd, se folosesc cuvinte cu sens si nu asocieri
intdmpldtoare de foneme, ca aspectul limbii s3 fie cel real si nu unul confectionat;

4. se respectd principiul ierarhiei, al cresterii dificultitii: de la sunete simple la su-
nete complexe, de la pronuntarea izolatd a sunetelor la grupuri de sunete, silabe,
cuvinte, propozitii si fraze sau versuri, de la cuvinte contrastante fonetic la cuvinte
asemdndtoare, cu diferente subtile de pronuntie;

5. se insistd si asupra interferentei limbilor materne cu limba tint3.

Dintre cele cinci reguli, a doua a fost in special contestatd: desprinderea formei
de continut pare artificiald, dar tot mai multi teoreticieni pledeazd pentru tratarea
separatd a lor, in specificitatea si cu mecanismele cognitive particulare fiecdrei etape
de receptare si producere (Guimbretiere 1994: 58-59; Celce-Murcia, Brinton & Good-
win 2002: 10; Parizet 2008: 116). Nu exersarea lor separatd e ineficace si genereazi
confuzie, ci tehnicile didactice redundante si pasive prin care se urmadreste invitarea
fonemelor si a unitdtilor suprasegmentale. Si sustindtorii metodei cognitive recu-
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nosc aceastd primd etapd nonsemantizatd in invitarea limbilor: instrumentele peda-
gogice sunt esentiale acum, iar procesele cognitive sunt simple si se concentreazi pe
gestionarea formei: memorie, atentie, comparatie, cartografiere lingvisticd, restruc-
turare (Catherine Doughty in Robinson, P. 2003: 257).

Un alt element important in comunicarea aspectelor fonologice il constituie or-
dinea etapelor de predare. Unul dintre cele mai apreciate manuale didactice ale do-
meniului, Teaching Pronunciation, propune 5 stagii succesive pentru fixarea compe-
tentei fonologice (Celce-Murcia, Brinton & Goodwin 2002: 36):

1. descriere si analizd a fonemelor;
2. ascultare/ discriminare;

3. exersare controlatd si feedback;
4. exercitii ghidate si feedback;

5. comunicare efectivd si feedback.

Aceste 5 etape le-am avut in vedere cdnd am propus modelele de activitdti fonetice
din ultima parte a lucrdrii, cu insistentd pe a patra componentd, ax al remodeldrii
,2urechii” celui care invati o limba strdina.

2. Rolul instrumentelor digitale in predarea si evaluarea competentei fonologice

Am dezvoltat deja mai sus ideea cd solutia pentru integrarea comunicativi a foneticii
unei limbi strdine nu este ignorarea ei, ci exersarea interactivd, in etape distincte.
Prezenta instrumentelor multimedia, si in mod special a calculatorului faciliteazd
mult sarcinile profesorului, imprima un grad ridicat de interactivitate exercitiilor,
permite feedbackul constant individualizat si aduce o dozd de ludic importantd.

Vom prezenta mai jos doud categorii de instrumente digitale care sunt din ce in
ce mai utile in traversarea etapei fonetice de citre cursanti. Principiul comun este
interactivitatea, altfel simpla auditie a formelor corecte existi in variante foarte nu-
meroase, de la binci digitale exhaustive, pand la aplicatii iOS ori Android pentru
telefon. Prima, a softurilor de invitare, este mai accesibild cursantilor si oferd un
feedback individualizat si spontan. A doua, a aplicatiilor ce permit construirea de
exercitii de citre profesor, se utilizeazd de obicei in clasd, iar acuratetea si complexi-
tatea feedbackului sunt net superioare.

A. Softurile de invdtare sunt pachete educative in vederea invitarii unei noi limbi.
Existd putine care includ si pronuntarea. Ele oferd cursantului posibilitatea de a in-
teractiona cu un calculator si de a-si misura acuratetea pronuntdrii in limba tinta.
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Cel mai vechi soft este TELL ME MORE?, produs de compania Auralog, primul care
a utilizat tehnologia recunoasterii discursului (speech recognition technology). Cursan-
tul se inregistreazd, rostind o frazd care deja existd in ,lectura” unui vorbitor nativ.
Cele doud versiuni sunt comparate, din punctul de vedere al intensitatii si al duratei
rostirii, iar studentul vede graficul si variatia lui, deci distanta fatd de varianta stan-
dard. Mai mult, cuvintele pronuntate gresit sunt marcate cu rosu. Programul initiaz3
un dialog, propune trei variante de rispuns si fiecare determini altd evolutie a subi-
ectului. In prezent softul existd pentru 9 limbi, roméana neficand parte dintre aces-
tea. Alt soft care cuprinde si competenta fonologicd este Rosetta Stone®, mai simplu
construit decit cel anterior descris, pe principiul invitdrii limbii materne de citre
copii. Inregistrarea la microfon permite insi un corectat mai riguros.

B. Programele/ aplicatiile puse online la dispozitia profesorilor permit alcdtuirea
de exercitii si activititi in fiecare din etapele predirii foneticii unei limbi striine.
Printre cele mai populare sunt ClassMarker, ExamProfessor, Questbase, Hot Pota-
toes?. Ultimului ii vom face o scurtd prezentare, intrucat cu ajutorul aplicatiilor lui
am construit modelele de exercitii propuse in ultima sectiune. Hot Potatoes este un
program initiat de Universitatea Victoria din Canada in 1998 si pus pe internet la
dispozitia doritorilor, persoane obisnuite sau institutii de educatie. Programul in-
clude sase instrumente de editare, corespunzdtoare unor tipuri de exercitii diferite:

1. completare de spatii libere (JCloze)

2. exercitii de asociere/ imperechere/ potrivire (JMatch)
3. alegere multiplad (JQuiz)

4. cuvinte incrucisate/ rebus (JCross)

5. rearanjare a cuvintelor in propozitie (JMix)

6. exercitii complexe (Masher)

Posibilitatea de a include, pe 1ang3 text, imagini si sunete face din Hot Potatoes
un instrument potrivit in predarea competentei fonologice.

http://www.tellmemore.com

http://www.rosettastone.eu/

http://www.classmarker.com/, http://www.examprofessor.com/, http://questbase.com/,
http://hotpot.uvic.ca/.
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3. Exercitii si activititi fonetice in manualele de limba romana pentru straini

Inainte de a propune céteva exercitii electronice adecvate etapelor de predare a fone-
ticii, trebuie mentionat c3 in general limba romand ca limba strdind, spre deosebire
de alte limbi europene, este reprezentatd foarte putin online, iar activititile pedago-
gice specifice sunt cvasi-inexistente. Prin urmare, cu atat mai putin se poate vorbi
de activititi fonetice/fonologice. Nici in formatul clasic, de manual tipdrit, nu se in-
talnesc foarte des, iar atunci ciAnd apar nu implici o interactivitate prea accentuati,
nu depisesc a treia etapd din ierarhia propusd de Celce-Murcia et alii, respectiv exer-
sarea controlatd sau lectura perechilor contrastive. Propunem mai jos o clasificare a
manualelor RLS la care am avut acces, in functie de rolul acordat foneticii in etapa
incipientd. Am selectat si cateva exercitii ilustrative, acolo unde existd, comentate pe
scurt in bule dialogale, pentru o imagine reprezentativd a domeniului.

1. manuale care ignord complet etapa fonetici (cele care utilizeazd metoda comuni-
cativd): Raluca Suciu, Le roumain a premiére vue (Compania, 2008), Daniela Kohn,
Puls. Manual de limba romdnd pentru strdini (Polirom, 2009);

2. manuale care prezintd alfabetul, eventual grupurile de litere dificile, fard activitati
de exersare: Olga Baldnescu, Limba romdnd pentru strdini: studenti, diplomati, oa-
meni de afaceri (Fiat Lux, 1998), Elena Platon, loana Sonea, Dina Vilcu, Manual de
Limba Romadnd ca Limbd Strdindg A1-A2 (Casa Cartii de Stiintd, 2012);

3. manuale cu exercitii fonetice: Brancus, Grigore, Adriana Ionescu, Manuela Sara-
mandu, Limba romdnd. Manual pentru studenti strdini (Tipografia Universitdtii din
Bucuresti, 1981)

Ex. 1, p. 9: Model: an/in // [an/in]

a/i a/i, i aja
par/pdr an/in rdu/rau
var /var pand/pana var /var
da/d3 vard/vard

roman/roman

Observatie: foarte bune exemple contrastive, dar cerintd ambigua si rol pasiv al cu-
vantului.

« Ana Dorobit, Mircea Fotea, Limba romadnd de bazd. manual pentru studentii strdini,
vol 1 (Institutul European, 1999)
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Ex. 1 (unicul exercitiu de foneticd, insotit de casetd audio), p. 17: Cititi cu voce tare:
d/a
casd—casa
masd-masa
fatd—fata
tabld—tabla
creta—creta
Observatie: existd un singur fenomen fonetic in aceeasi pozitie fonologici.

« Ada lliescu, Manual de limba romdnd ca limbd strdindg (Ed. Didacticd si Pedagogica,
2002)

Ex. 2, p. 25: Scrieti la tabld, dupd dictare:

« pat, cap, arab, birbat, bilet, brad, verde, ministru, rege;

« casd, coleg, centru, cinema, chibrit, chelner, zdpadi etc.
Ex. 3, p. 25: care sunt diftongii si triftongii din cuvintele:

« fereastrd, domnisoard, august, iulie, mai, ulei, madlai;

« creioane, chiulangioaicd, fluviu, cheie, laimaie etc.
Observatie: accentul cade pe cunostintele metalingvistice

« Eugenia Tadndsescu, Teach Yourself Romanian! Romanian for the English speaking
world, (Teora, 2010)

Task 2, p. 10: Ascultati CD-ul si traduceti cuvintele in limba romand. Apdsati pe ,pa-
use” pentru a avea timpul necesar.

Observatie: exersare a pronuntirii in limba de origine, nu in limba tinta.

Concluzia care se impune dupd trecerea in revistd a situatiei foneticii RLS: acolo
unde nu e ldsatd deoparte, competenta fonlogicd se realizeazd prin exercitii clasice,
putin sau deloc interactive si repetitive de la un fenomen fonetic la altul.

4. Solutii tehnice si metodologice in RLS: exercitii fonetice si fonologice

Chiar dacd nu existd incd programe de calculator create in mod special pentru ro-
mana ca limbad strding, aplicatiile software internationale in invitarea limbilor pot fi
adaptate cu usurinti la procesul de invitare a foneticii RLS. Asa cum am precizat
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mai sus, am apelat la instrumentul didactic Hot Potatoes pentru a crea exercitii spe-
cifice fiecirei etape. In plus, o sursi pretioasd pentru gestionarea etapelor si subeta-
pelor in gestionarea tipurilor de activititi fonologice, a constituit-o platforma
http://phonetique.free.fr.

A. Litere

Intr-o prim3 etap3, cursantii sunt familiarizati cu alfabetul romanesc, intr-o manier
ludici si interactiva. E vorba de o etapd de descoperire. Fiecare literd e asociatd cu un
cuvint la inceputul ciruia se afld (http://www.youtube.com/watch?v=b47875IvX3I).
Imediat dupi aceea se prezinti un document separat construit pe caracterele spe-
cifice limbii roméane: 3, /i, s, t.
Se pot propune urmitoarele tipuri de exercitii:

a. de completare a cuvintelor cu prima literd ce se aduce la locul potrivit dintr-o
,bancid de litere” (cuvintele sunt acelea din prezentarea initiald);

Ex. 1 (completare de spatii libere) Notati litera care lipseste din urmdtoarele cuvinte:

1. _vion 5. _isica 9. _apor
2. _elfin 6. _arpe 10. _ebra
3. _ipopotam 7. _ren
4. _asind 8. _ap

b. exercitii cu alegere dubld, intre doud cuvinte care se spun pe litere; studentii aleg
cuvantul rostit intre doud grafii diferite;

Ex. 2 (alegere duald): Marcati grafia care corespunde cuvantului ascultat:

1. (asta)—a) dsta b) asta 6. (an)—a)anb)in

2. (apd) —a) apd b) apa 7. (roman) — a) roman b) romén
3. (var) —a) var b) var 8. (sun)—a) san b) sun

4. (casa) —a) casd b) casa 9. (rdu) a) rdu b) rau

5. (bancd) — a) bancd b) banca

c. exercitii de scriere: studentii scriu integral cuvinte rostite.

Ex. 3 (cuvinte incrucisate) Completati rebusul de mai jos cu cuvintele auzite:

1. elev 4. tard
2. numadr 5. usor
3. citel
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B. Foneme, grupuri

Aceastd a doua etapd se ocupd de realititi segmentale ale limbii romane: vocale, con-
soane, semivocale, grupuri de sunete. De obicei se prezintd si se exerseazd in perechi
—la inceput contrastive, apoi cu diferente sensibile de nuantd —, pentru c3 obiectivul
principal este evitarea greselilor ce decurg din confuzia unor foneme apropiate. Se
propun doud tipuri mari de activititi, fiecare cu exercitiile specifice: identificare si
discriminare.

1. Identificare, discriminare, asociere
a. discriminare in perechi:

Ex. 4 (alegere multipld) Precizati dacid perechile ascultate sunt identice sau nu, in
functie de i soptit de la final:

1. pom/pomi
. nobil/nobili
. pantof/pantof

elev/elevi

2

3

4

5. mos/mosi
6. pas/pasi
7. copil/copil
8

. nervi/nervi
b. discriminare a fonemelor, cu suport scris sau nu:

Ex. 5 (completare a spatiilor) Cuvintele urmdtoare cuprind unul din grupurile ce/che,
ci/chi sau ge/ghe, gi/ghi. Completati de fiecare datd varianta corecta.

1. s__nd ce/che
fa ce/che
. bi__cletd  ci/chi

. __rurg ci/chi

.ove_ ge/ghe

2
3
4
5. ___latind ge /ghe
6
7. triun___ gi ghi
8. in___ner gi/ghi

c. identificarea unui fonem in propozitie.
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Ex. 6 (potrivire) Ascultati 3 fraze, urmadriti sunetul h si potriviti frazele cu numarul
de aparitii ale fonemului indicat:

a. Hangiul si hangita au un han cat un an! (3)
b. Hai si tu sd bei un pahar cu noi! (2)

c. Monarhul harnic si pariarhul batran au nevoie de multd hrana. (4)

C. Accent si intonatie
a. identificarea silabei accentuate
Ex. 7 (alegere multipld) Precizati dacd accentul din cuvintele urmdtoare este pe ul-
tima, penultima sau antepenultima silaba.
1. pre-zen-ta-re
stu-dent
prac-ti-ca
u-ni-ver-si-ta-te

con-tur

AN A

sin-ce-rd
b. opozitie afirmare/exclamare/interogare
Ex. 8 (de alegere multipld) Marcati dacd fraza auzitd este enuntiativd, exclamativad sau
interogativd
1. Nu fumati in sala de curs
Cine sunt colegii tai de an
Maiine plecdm in excursie
Sunt in Cluj de o lund

Ia un taxi, repede

o VA W N

Nu stii sd vorbesti romaneste

Ex 9 (rearanjare a cuvintelor in propozitie): Rearanjati cuvintele ca s obtineti una
dintre propozitiile de la exercitiul anterior:

« de an colegii tdi sunt cine?

D. Jocuri fonetice/ Franturi de limbd

Ex. 10 Ascultati jocurile de cuvinte urmaitoare, apoi cititi si inregistrati propria voastrd
variantd.

1. O cioard chioard ciuguleste din ciur.
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2. Rar morar fard mdrar, mordritd si mai rar
Cosasul Sasa cand coseste, cat sase sasi sasul coseste.

4. Un tap tintat in frunte tinteste intr-un tantar, tintarul il inteapd pe tap in
tinta din frunte.

Exersarea franturilor de limb3 antreneazd aptitudini diverse, e interesantd si pro-
ductivd, pentru cd permite exersarea tuturor elementelor de foneticd, fonologie sau
suprasegmentale.

In concluzie, experienta didacticienilor din tdri cu traditie in predarea limbii pro-
prii ca limb3 strdind conduce spre o intirire a rolului predirii foneticii si fonologiei
intr-o etapd incipientd de invitare. Cadrul European legitimeazi si el exersarea com-
petentei fonologice, aldturi de altele patru (lexicald, gramaticald, semantic3, ortogra-
ficd) care definesc impreund competenta lingvisticd. Activititile eficiente din dome-
niu, asistate de calculator, sunt interactive, dinamice si ludice. Desi romana ca limb3
strdind asistatd de calculator are incd mult de recuperat in ansamblu, nu-si poate
permite sd ignore nici eterna cenusdreasd a predarii/ invatdrii, respectiv fonetica si

subcomponentele ei.
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Evaluacién en clase de ELE para Fines Especificos

Alina-Lucia NEMES
»Babes-Bolyai” University,
Cluj-Napoca, Romania

Rezumat: In articolul intitulat Evaluare la ora de Limb3i Spaniold ca Limba Striini
cu scopuri specifice vom prezenta citeva concepte, conceptii si principii care stau la
baza procesului de evaluare. Ne propunem si analizdm citeva aspecte relationate cu
evaluarea cireia i se subordoneazi procesul de predare-invitare, incluzand con-
tinuturi teoretice si practice, procese, practici, obiective, competente, instrumente,
strategii, perspective, la ora de Limb3 Spaniold ca Limb3 Strdind cu scopuri specifice.

Palabras clave: evaluacién, objetivos, competencias, instrumentos, fines especifi-
cos, armonizacién de las pruebas.

Cuvinte-cheie: evaluare, obiective, competente, instrumente, scopuri specifice, ar-
monizarea probelor.

En un mundo en permanente cambio, que se centra en enfoques interdisciplinarios,
multidisciplinarios, pluridisciplinarios, transdisciplinarios, la ensefianza también
sufre modificaciones y la evaluacién debe adaptarse a las nuevas tendencias, exigen-
cias y necesidades de especializacién en determinados dominios, donde las compe-
tencias comunicativas y el dominio del discurso especializado ocupan un lugar des-
tacado, hasta prioritario, en la ensefianza de lenguas extranjeras. Esto implica una
orientacién diferente del plan de estudios, objetivos especificos del drea y de la len-
gua objeto de la evaluacién. Aunque se van superando obsticulos en la evaluacién
de lenguas para fines especificos, queda el reto de crear una evaluacién armonizada,
vélida y fiable al nivel europeo.

En el caso del inglés, las investigaciones, el desarrollo e implantacién de sistemas
de certificacién con fines especificos son notables, pero en el caso del espafiol son
escasas, no existe una certificacién estindar, homologada como en el caso del Di-
ploma de Espafiol como Lengua Extranjera (DELE) que evalta los conocimientos
lingtifsticos, sociolingiiisticos, pragmadticos, de uso general. Sin embargo, la Cimara
de Comercio de Madrid, por ejemplo, administra certificados para las 4reas de los
negocios, turismo, ciencias de la salud’.

La evaluacién es un instrumento didactico muy importante dado que rige todo el
proceso de ensefianza — aprendizaje, englobando contenidos teéricos y pricticos,
procesos, pricticas, objetivos, competencias, instrumentos, estrategias, perspectivas.

1 http://www.camaramadrid.es/index.php?elem=581&sec=5,

fecha de consulta: el 27 de abril de 2014.
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Por tratarse de un término que no se reduce a un referente tinico, primero tene-
mos que definir la evaluacién que es un proceso que se debe tener en cuenta desde
el disefio del curso (materiales, actividades) segtin los objetivos establecidos, hasta la
averiguacién de la adquisicién de los conocimientos segtin una escala de descripto-
res muy bien definida, como la definen los autores de libros de especialidad (did4c-
tica, metodologia), es decir la finalidad de esta etapa del proceso educacional es com-
probar, de modo sistemadtico, el alcance del objetivo o de los objetivos establecidos
previamente.

El Marco comiin europeo de referencia para las lenguas: aprendizaje, ensefianza, eva-
luacién?® utiliza el término “con el sentido concreto de valoracién del grado de domi-
nio lingtiistico que tiene el usuario”®, subrayando también que toda evaluacién su-
pone “eficacia de métodos y materiales concretos, el tipo y la calidad del discurso
producido a lo largo del programa, la satisfaccién del alumno y del profesor, la efica-
cia de la ensefianza.” Para la descripcién del dominio de una lengua, el Marco comiin
europeo de referencia para las lenguas propone una escala de descriptores desarrollados
por competencias, destrezas.

De igual modo, en La evaluacién de la competencia léxica: Tests de vocabulario. Su
fiabilidad y validez, Marfa Teresa Lopez-Mezquita Molina menciona todos los agentes
o elementos implicados en el proceso de ensefianza-aprendizaje para definir la eva-
luacién: “la valoracién o el conocimiento sobre la calidad del servicio educativo en
sus diferentes facetas, proyecto curricular, programas, actuacién en la clase, alum-
nado, profesorado, material, o cualquier otro aspecto educativo.” Segtn la autora, la
evaluacién se refiere a “todas las actividades relacionadas con el disefio, construc-
ci6én, administracién y correccién de exdmenes, ademds de los andlisis e informes
sobre resultados.”®

Asimismo, la evaluacién se define como “procedimiento por el cual formulamos
un juicio sobre la actuacién y rendimiento del alumno o grupo de alumnos por me-
dio de un proceso en donde se recoge, analiza y se califica o cuantifica la informa-
cidn; el test o el examen es solo una faceta de toda esta informacién.”” Al mismo

Marco Comiin Europeo de Referencia para las Lenguas: aprendizaje, ensefianza, evaluacion. (2002).
Consejo de Europa, el Instituto Cervantes para la traduccién al espafiol:
http://cvc.cervantes.es/ensenanza/biblioteca_ele/marco/cvc_mer.pdf,

fecha de consulta: el 27 de abril de 2014.

3 Ibid., p.177.

4 Ibid.

5 Lépez-Mezquita Molina, Mar{a Teresa, La evaluacion de la competencia léxica: Tests de vocabulario.
Su fiabilidad y validez. (2007). Ministerio de Educacién y Ciencia. Madrid. Cide (Centro de In-
vestigacién y Documentacién Educativa). Numero 177. Coleccién: Investigacién, p. 156.

& Ibid.

7 Lépez-Mezquita Molina, Marfa Teresa, op. cit., p. 156.
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tiempo, la evaluacién sirve para cuantificar y calificar la labor del profesor, para la
reorientacion, redisefio de los cursos a fin de mejorar el proceso de ensefianza-apren-
dizaje en funcién de las dreas problemdticas que requieran un ajuste, una adaptacién
a las necesidades reales de un alumno o grupo de alumnos en concreto, para mds
eficacia. Aplicar medidas, cambiar de estrategias didacticas, recursos, enfoques, par-
tiendo de los resultados de la evaluacién, pueden acarrear beneficios relacionados
con la adquisicién de conocimientos, habilidades, actitudes nuevas y, por lo tanto,
un mejor desarrollo de las clases. En este sentido, la evaluacién desempefia un papel
corrector, incluso motivador. Todo esto lleva a la conclusién de que hay una relacién
intrinseca y reciproca entre la evaluacién y todo el proceso didictico.

Al hablar de clase de ELE para fines especificos, la pregunta que resulta perti-
nente es: (qué evaluamos: las competencias lingiiisticas o los conocimientos de es-
pecialidad, los dos aspectos como conjunto o separadamente?, dado que el uso de la
lengua (lenguaje general o de especialidad) se desarrolla en un contexto, impone
“distintas condiciones y restricciones, con el fin de realizar actividades de la lengua
que conllevan procesos para producir y recibir textos relacionados con temas en dam-
bitos especificos, poniendo en juego las estrategias que parecen mds apropiadas para
llevar a cabo las tareas que han de realizar”®. La evaluacién en clase de lengua para
fines especificos se hace teniendo en cuenta el propédsito del examen, el nivel, la
ponderacién de cada parte, competencias lingiiisticas (las destrezas que se van a eva-
luar) y/o los conocimientos de especialidad. Existen varios tipos de exdmenes que se
pueden administrar, como examen oral y/o escrito, que representan una evaluacién
parcial o final. El examen suele tener lugar en un momento concreto establecido con
antelacién o de modo inopinado, pero, para los calificativos finales, se puede tener
en cuenta la actuacién a lo largo del curso (en este caso hablamos de una evaluacién
continua).

Opinamos que es menester combinar varios tipos de evaluacién, que combinan
diferentes destrezas, para establecer el grado de dominio de la lengua, el cual es im-
prescindible para la realizacién correcta de una tarea relacionada con un dmbito es-
pecifico y, por lo tanto, necesario para la evaluacién del aprovechamiento, del logro
de los objetivos de aprendizaje (es decir, realizar unas tareas concretas utilizando los
conocimientos especificos del campo de interés, capacidades y destrezas adquiridas,
mediante el uso de una lengua extranjera), con tal de especificar lo que se evalua.

La evaluacién oral puede realizarse como una interaccién, conversacién, debate o
expresién basada en un informe escrito, relacionado con el drea de especialidad, o en
una idea, informacién presentada oralmente. La evaluacién escrita se puede realizar

8  Marco Comuin Europeo de Referencia para las Lenguas: aprendizaje, ensefianza, evaluacién, op. cit.,

p- 9.
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a partir de un informe (a base de una bibliograffa de especialidad), una carpeta
temdtica o cualquier otro escrito académico que cumpla con las normas de la escritura
académica.

Hablar y/o escribir sobre un tema de especialidad requiere tanto conocimientos
lingtifsticos (pronunciacién, gramadtica, fluidez, habilidades sociolingiiisticas, socio-
culturales y pragmaticas), como también una base de conocimientos académicos,
profesionales, de especialidad. La dificultad suele aparecer en el caso de los docentes
con una formacién filolégica, que no tienen las competencias necesarias para desen-
volverse en determinados campos de especialidad. Para resolver este inconveniente,
lo ideal seria formar equipos docentes, trabajar en tdndem, es decir que un profesor
que imparte cursos de lengua colaborara con un profesor que imparte clases de dis-
ciplinas no lingiifsticas, de la especialidad que es objeto de la clase de ELE (y de cual-
quier otro idioma extranjero) para fines especificos (medio ambiente, medicina
humana o veterinaria, turismo, derecho, etc.), por lo menos, para elegir los materia-
les y las tareas convenientes para el alcance de los objetivos establecidos por el
curriculo, que son recursos que facilitan la adquisicién de las formas disciplinarias
de comunicacién en torno a un dmbito especializado, dado que, segtin Parodi (2007,
p- 143) “la adquisicién de las formas disciplinares de comunicacién y de los usos
especializados del lenguaje constituye la base fundamental para el acceso al propio
conocimiento especializado y, por lo tanto, a la cualificacién académica y profesio-
nal.”® La colaboracién entre los miembros del equipo docente es recomendable tam-
bién para la creacién de tests (que se adecuen a la meta del curso, respectivamente
de la evaluacién), si no se hace una formacién previa a la elaboracién del curriculo y
del curso. La combinacién de destreza resulta muy provechosa en clase de lengua
para fines especificos, tanto en la evaluacién sumativa, como en la evaluacién con-
tinua, formativa, de la actuacién, de los conocimientos, etc.

Los tipos de evaluacion para las clases de lengua de uso general se aplican de igual
modo a las clases de lengua para fines especificos, teniendo presente que los conte-
nidos y las estrategias que deben utilizarse para la resolucién de tareas especificas
del drea son diferentes. Entre los tipos de evaluacién mencionamos: pruebas de

° Citado por Ezeiza Ramos, Joseba, Bases para la evaluacién del dominio de las formas disciplinares
de comunicacidn y de los usos lingiiisticos especializados en el Espacio Europeo de Educacion Superior
(EEES). (2012). Revista Nebrija de lingiiistica aplicada a la ensefianza de las lenguas. Vol. 6. No5.
Articulo en formato PDF consultado en:
http://www.nebrija.com/revista-linguistica/bases-para-la-evaluacion-del-dominio-
de-las-formas-disciplinares-de-comunicacion-y-de-los-usos-linguisticos-
especializados-en-el-espacio-europeo-de-educacion-superior-eees,
fecha de consulta: el 05 de mayo de 2014, p. 4.

202



Evaluacién en Clase de ELE para Fines Especificos

dominio (se refieren a la evaluacién en diferentes dreas del aprendizaje de idiomas,
se evalua la capacidad de aplicar en el mundo real lo aprendido), pruebas de
aprovechamiento (establecen en qué medida se han alcanzado los objetivos de la
clase/ del curso), pruebas de diagnédstico (con el fin de establecer las dreas
problemiticas, en que se debe insistir), pruebas de nivel (establecen el nivel
lingiiistico de los alumnos con vistas a trabajar de modo diferencial, segin las
necesidades formativas de los alumnos. Si la participacién en un curso de lengua
para fines especificos supone cierto nivel de lengua, conforme al Marco comiin
europeo de referencia para las lenguas, el test de nivel es un paso obligatorio. En caso
contrario, a la hora de realizar una tarea y actuar en clase, la diferencia de nivel entre
los alumnos se agudiza y llega a desmotivarlos, hasta puede resultar frustrante.) De
costumbre, estos tests comportan items de opcién multiple, de dificultad creciente,
para cubrir la disparidad en los niveles de aprendizaje conseguidos.

Entre los tipos de evaluacién, el Marco comiin europeo de referencia para las lenguas:
aprendizaje, ensefianza, evaluacién menciona también: la evaluacién con referencia a
la norma (la valoracién de un alumno en comparacién con los compaferos)/ con
referencia a un criterio (los resultados individuales en relacién con los criterios esta-
blecidos, necesarios para alcanzar el nivel especificado de la prueba), maestria con
referencia a un criterio (establece un “nivel minimo de competencia” con respecto al
logro del objetivo establecido)/ continuum con referencia a un criterio (la capacidad
individual relacionada con los grados de capacidad pertinentes de un drea determi-
nada), evaluacién continua (actuaciones realizadas a lo largo del curso)/ evaluacién
en un momento concreto (examen), evaluacién formativa (proceso continuo)/ suma-
tiva (aprovechamiento al final del curso), directa (comparacién de la actuacién obser-
vada directamente del alumno con una parilla de criterios)/ indirecta (evalta destre-
zas mediante una prueba escrita), evaluacién de la actuacién/ de los conocimientos,
evaluacién subjetiva/ objetiva, valoracién mediante escala/ valoracién mediante lista
de control, impresién/ valoracién guiada, evaluacién global/ analitica, evaluacién en
serie/ por categorias, evaluacién realizada por otras personas/ autoevaluacién.

A la vez, mencionamos que el desarrollo de las nuevas tecnologias, mds concre-
tamente, de los ordenadores, ofrece la posibilidad de una evaluacién informatizada
(correccién de exdmenes), incluso una evaluacién a distancia, también el tratamiento
informatizado y la interpretacién de los resultados, un andlisis estadistico, el alma-
cenaje de resultados, lo cual permite seguir de modo mds ficil el progreso de cada
alumno.

Para una evaluacién correcta, realista, relevante debemos tener en cuenta todas
las variables que forman un conjunto que implica “saber”, “saber hacer” y, al mismo
tiempo “saber ser” y “saber aprender”. La elaboracién de un test debe respetar ciertos
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principios para que este sea fiable, vélido, objetivo, para que mida con exactitud el
aprovechamiento, conforme al propésito de la prueba. El test implica la eleccién de
las tareas mds caracteristicas del 4rea. Para la elaboracién de una prueba es impor-
tante fijar un nimero de {tems relevantes para destacar varias competencias (saber,
saber hacer, saber ser, saber aprender) y establecer el tiempo necesario para la reso-
lucién correcta de una/s tarea/s, en funcién de la dificultad de la tarea, para una
evaluacién correcta. El problema surge a la hora de equiparar la evaluacién puesto
que hay distintas escalas que deberfan ajustarse a una proyeccién e implementacién
internacionales de los eximenes de lengua para fines especificos, para dar a la eva-
luacién mas fiabilidad, validez, objetividad con vistas a cumplir con un objetivo co-
mun de la ensehanza de las lenguas extranjeras para fines especificos, es decir el de
facilitar la movilidad académica y laboral. El Marco comiin europeo de referencia para
las lenguas: aprendizaje, ensefianza, evaluacion es un documento clave ya que propone
descriptores comunes, vélidos para todas las lenguas para eliminar la discrepancia
entre la evaluacién de las distintas lenguas, entre los distintos exdmenes, aunque
estos descriptores son demasiado generales para que sean suficientes en clase de
ELE para fines especificos. Lo que se podria hacer es adaptar la formulacién del
Marco comiuin europeo de referencia para las lenguas en funcién de los usos especializa-
dos del lenguaje.

A continuacién vamos a ejemplificar cémo se pueden adaptar estos descriptores
a una clase de ELE para fines especificos. Al mismo tiempo vamos a mostrar la es-
trecha relacién que existe entre la evaluacién y todas las fases del proceso de ense-
nanza-aprendizaje, mediante una secuencia didictica, destinada a los estudiantes de
Psicologia. El objetivo de la clase es presentar la enfermedad (con sus fases, sinto-
mas, tratamiento de los pacientes) con el fin de analizar, luego, el caso de un paciente
que padece la enfermedad de Alzheimer. Para alcanzar la meta del curso, las etapas
previas a la evaluacién son muy importantes, dirfamos imprescindibles.

Secuencia did4ctica:

1. Comprensién auditiva: escuchar/ver documentales sobre el Alzheimer, elabora-
dos por la Sociedad Espafiola de Neurologia®®, marcando casillas (ejercicios de se-
leccién multiple), completando frases, rellenando huecos, contestando preguntas.

0 http://www.youtube.com/watch?v=30bL2MMh1-w, Alzheimer, informacién para pacientes y fa-
miliares; fecha de consulta: el 05 de mayo de 2014.
http://www.youtube.com/watch?v=uSSsvIIdjHQ, Explicacién exhaustiva del Alzheimer; fecha
de consulta: el 05 de mayo de 2014.
http://www.youtube.com/watch?v=50Q705bd5XE, Vivir con el Alzheimer; fecha de consulta: el
05 de mayo de 2014.
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Este momento del curso ofrece al alumno o al grupo de alumnos el vocabulario
necesario para la resolucién de la tarea que serd objeto de la evaluacién.

2. Comprensién de lectura: para tener mds informaciones, los alumnos deben con-
sultar una bibliografia de especialidad (el alumno aprende a buscar informacio-
nes, a hacer una seleccién de la informacién apropiada, en breve, aprende a
aprender): leer informes, libros o articulos de especialidad de una biblioteca o
encontrados en la Red para poder explicar ciertos términos relacionados con la
enfermedad. Se trata de una actividad de mediacién: se interpreta una informa-
cién, se hace una pardfrasis, un resumen, una toma de notas, se reformula un
texto. Esta tarea ayuda a los alumnos a ampliar su vocabulario, a fortalecerlo de-
bido a su uso en contextos nuevos y variados. Los estudiantes pueden valerse de
los cursos magistrales, de Psicologia clinica, vinculando conocimientos ya adqui-
ridos con el propésito de fortalecerlos. Esta fase prepara la siguiente etapa del
curso.

3. Expresién oral: presentar la enfermedad, el comportamiento, la comunicacién
con los médicos y con los demds, utilizando los conocimientos adquiridos. A este
nivel de la clase, el profesor juega el papel de mediador para la interaccién, y eva-
luador de los mondlogos de los alumnos, haciendo observaciones con referencia
a la fluidez, al dominio del vocabulario, a la correccién, a la precisién y a la perti-
nencia de las informaciones presentadas, poniendo énfasis en las dos dimensio-
nes, la lingiifstica y el discurso especializado. Consideramos que las dos dimen-
siones tienen papeles esenciales puesto que se trata de lingiiistica funcional que
se aplica al &mbito del discurso de especialidad, a pesar de que unos especialistas
en la diddctica de las lenguas extranjeras dan mds importancia a la dimensién
lingtifstica, otros al discurso especializado.

4. Comprensién auditiva: seguir el caso de un enfermo de Alzheimer'!, observar y
apuntar los cambios de comportamiento, de comunicacién, la relacién con los
demis.

5. Evaluacién: elaborar una carpeta de muestras de trabajo, que contenga la ficha de
un paciente con Alzheimer, la descripcién de su comportamiento, tratamiento,
recomendaciones para los familiares — escritas o presentadas oralmente y/o gra-
badas, sintetizando y evaluando informacién y argumentos procedentes de varias
fuentes (lo que supone un dominio de la lengua espafiola, que corresponde al

1 http://www.youtube.com/watch?v=86QTfnEBEAM, Alzheimer — el olvido a los que olvidan; fecha
de consulta: el 05 de mayo de 2014.
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nivel B2 del Marco comiin europeo de referencia para las lenguas'?). Se evalua el
aprovechamiento de las actividades anteriores, la adquisicién de nuevos conoci-
mientos (se evalua el saber), la capacidad de poner en préctica lo aprendido (se
evalua el saber hacer, la forma de actuar), el fortalecimiento de los conocimientos
adquiridos, tanto lingiiisticos (vocabulario de especialidad en diversos contextos),
como de especialidad (que permiten al alumno resolver con éxito una tarea con-
creta, desenvolverse en una situacién real, es decir, en este caso, la interaccién
paciente — psicélogo). Mediante esta carpeta se evaltian de modo directo (oral) e
indirecto (escrito), como trabajo en autonomia, los conocimientos de especialidad
que imponen ciertas restricciones (la falta de conocimientos de especialidad
puede representar un obstdculo en la comunicacién — oral o escrita) relacionadas
con un vocabulario especializado y un tipo de discurso adaptado a un contexto
situacional, con rasgos lingiiisticos particulares, suponiendo cierto grado de difi-
cultad, en torno a temas especificos, diferentes de los cotidianos, y ciertas destre-
zas lingiifsticas. El discurso implica competencias lingiifsticas generales (léxica,
gramatical, semdntica, fonolégica, ortografica) que interactiian con el discurso
especializado. Asimismo, las estrategias utilizadas en clase de ELE para fines es-
pecificos son las caracteristicas a la disciplina en cuestién y dependen del grado
de dominio de la especialidad.

La realizacién de una carpeta temdtica permite una evaluacién integradora® por
combinar varios elementos para llevar a cabo la tarea. Dado que se valora la capacidad
de sintesis ordenada y se analizan varias tareas, la evaluacién puede resultar subje-
tiva, basada en la impresién general acerca del trabajo del alumno, pero al establecer
unos criterios exactos la proporcién de subjetividad disminuye. En este caso, el pro-
fesor puede proyectar una evaluacién por criterios, para determinar la consecucién
de un objetivo de aprendizaje, en funcién de las habilidades del alumno que contri-
buyen a la resolucién de la tarea, o una evaluacién por comparacién de los candidatos
(que puede convertirse en autoevaluacién o evaluacién realizada por los alumnos, a
base de los comentarios, observaciones y comparaciones de cada uno, fomentando
la reflexién sobre su propia labor, lo que es un buen ejercicio para el desarrollo del
juicio critico).

Al ofrecer una lista de control, que debe contener enunciados positivos e inde-
pendientes, con descriptores de un nivel concreto, con componentes explicitos para

12 Ver los descriptores para la expresion escrita en general del Marco comiin europeo de referencia
para las lenguas: aprendizaje, ensefianza, evaluacion, op. cit., p. 64.

13 La evaluacién integradora se diferencia de la evaluacién diferenciada, que supone un enfoque
separado para cada elemento: destrezas lingiifsticas y conocimientos de especialidad.
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evaluar el grado en que se han alcanzado objetivos especificos, es decir la evaluacién
de lo ensefiado/aprendido (que se llama evaluacién del aprovechamiento), del tipo:
sé ofrecer informacién concreta/describir el Alzheimer (sintomas, comporta-
miento), soy capaz de hablar con fluidez, en un discurso bien organizado, sobre el
Alzheimer, respetando el tiempo establecido (de 3 a 5 minutos, o mds), sé completar
la ficha del paciente/utilizar un instrumento real, comun en una situacién concreta:
relacién psicélogo — paciente, sé indicar a los familiares cémo deben comportarse
con un enfermo de Alzheimer, sé preguntar de modo adecuado para obtener infor-
maciones detalladas sobre el comportamiento del paciente, sé distinguir la informa-
cién relevante y significante para completar la ficha del paciente/para hablar del
tema, sé elegir y sacar la informacién relevante, necesaria para la resolucién de la
tarea (hablar/ escribir sobre el tema), de un articulo de especialidad, de un libro, de
un documental). Los alumnos junto con el profesor deben interpretar los descripto-
res de la lista de control, subrayando “no solo LO QUE el alumno sabe hacer, sino
también EN QUE MEDIDA lo hace bien o mal”, para una mayor transparencia de
los resultados. Para todo eso, el profesor puede presentar los descriptores como una
escala (combinando descriptores de distintas categorias, que dan una imagen holis-
tica acerca de la actuacién del alumno. Una escala corriente, para la evaluacién con-
tinua o la sumativa, que informa sobre el éxito o el fracaso, va de “1” a “10” donde la
calificacién “5” significa “aprobado”®, menos significa “suspenso”, es decir una ac-
tuacién muy deficiente, frente a una actuacién excelente que obtiene la calificacién
madaxima de la escala, “10”) o una parilla (para categorias separadas, por niveles, dado
que el nivel de los alumnos del grupo puede variar de B2, B2+, hasta C1). El uso de
estas escalas y parillas lleva mds tiempo (el profesor debe presentarlas, explicarlas e
incluso ofrecer ejemplos) y los alumnos las manejan dificilmente, sobre todo al tener
que interpretar las actuaciones de cierto alumno en momentos diferentes de la clase,
visto que cada momento/actuacién/intervencién en clase proporciona detalles sobre
las habilidades, competencias, destrezas del alumno, si la finalidad de la prueba es
el resultado de conjunto.

Aunque estos tipos de evaluacién ofrecen un feed-back que puede desempefiar
un rol esencial en el disefio de los siguientes cursos, la adaptacién de las tareas y de
las estrategias diddcticas, para ajustar todo el proceso de ensefianza-aprendizaje al
nivel del publico meta, a sus capacidades, a las necesidades del alumnado y de la
sociedad, a la vez, queda la dificultad de administrarlos, por lo tanto queda el reto de

% Marco comiin europeo de referencia para las lenguas: aprendizaje, ensefianza, evaluacion, op. cit.,
p.181.
> Aprobado y/o suspenso no dan resultados exactos acerca del nivel de dominio.
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formular unos descriptores adaptados a las clases de ELE para fines especificos y
unas pruebas y certificaciones estindar, validas y fiables al nivel europeo, para faci-
litar el trabajo de los docentes y para ofrecer a los alumnos la posibilidad de autoeva-
luarse.

En conclusién, dado que la evaluacién en clase de ELE para fines especificos su-
pone un doble esfuerzo, un enfoque desde multiples perspectivas, para establecer el
nivel real alcanzado como resultado del proceso de ensehanza-aprendizaje, inclu-
yendo competencias lingiiisticas, sociolingiiisticas, pragmdticas y de especialidad,
que se deben tratar como un conjunto, se requiere una armonizacién de las pruebas
y de las certificaciones al nivel europeo.
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The Use of Online Media for the Development
of Multilingual Writing Skills for Professional
Communication and Mediation'

Silvia IRIMIEA
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Rezumat: Articolul prezent isi propune si prezinte programa unui curs privind dez-
voltarea deprinderilor multilinguale pentru comunicarea profesionald si medierea
lingvisticd bazat pe utilizarea aplicatiilor multimedia. Modulul combina armonios
educatia bazatd pe teorie cu predarea interactivi care utilizeazi aplicatii multime-
dia. Articolul abordeazd urmitoarele aspecte de o importantd majord pentru orice
activitate didacticd: obiective didactice, rezultate ale invitdrii, descrierea criteriilor
de evaluare a performantelor, cadrul teoretic al modulului, activititi si sarcini de
lucru pentru studenti, strategii de predare, metode si tehnici de evaluare si resurse.
Modulul a fost pilotat pe parcursul a doi ani si in continuare se asteaptd rezultate
bune in viitor.

Keywords: learning outcomes, performance criteria, teaching methods, evaluation,
resources.

Cuvinte-cheie: rezultate ale invitdrii, criteria de performante, metode de predare si
resurse.

1. Introduction

The Multilingual Writing Skills for Professional and Mediation Purposes module
seeks to address language training needs that arise from the globalisation of business
and communication. The purpose of the module is to help students become more
effective multilingual communicators, develop a broader and more flexible repertoire
of written communication, international communication management and organi-
sational behaviour-related skills, as well as critical thinking skills. While drawing ex-
tensively on the enhancement of language awareness, the module covers the devel-
opment and consolidation of writing skills and sub-skills, i.e. the use of register, co-
hesion-enhancing devices, coherence, etc. which improve the quality of the written
text. It places a strong emphasis on the diversity of the ‘real’ business world, on its

! The article is the outcome of the MULTICOM (2007-3534/001-001) project (1333996-LLP-1-2007-
1-FR-ERASMUS-ECDSP) carried out during 2008-2010. Parts of the article were made available

for the project website and the final report.

213



Silvia IRIMIEA

political, economic, cultural and social implications for the individual and his capac-
ity to adapt linguistically to such a complex environment. Henceforth, the key com-
petencies and skills targeted by the module are provided in an interdisciplinary com-
bination of sociolinguistic, psycholinguistic, cultural and professional writing issues.

The module package offers a complete coverage of forms of written communica-
tion ranging from company internal forms of communication (minutes, memos, re-
ports, proposals) to visually more complex forms of corporate advertising. The mod-
ule is focused on the extremely broad and dynamic mix of written, spoken and visual
communication that takes place within and between organisations and key stake-
holders, employees, customers, suppliers, local communities, and the mass media.
It places the learning event in challenging organisational settings engaging multina-
tional and multilingual cooperation. The module encourages learners to work out
connections between specific skills relevant for specific communication practices
(such as: drafting effective and focused reports, designing electronic materials, com-
municating more clearly and persuasively through electronic mail writing, etc.) and
a broader range of professional communication principles. Consequently, the module
provides theoretical perspectives, principles and practices, combining traditional writing
modes or channels with emerging technologies.

The module targets undergraduate students with diverse linguistic backgrounds,
belonging to multi-national groups. It offers a broad combination of accessible, the-
oretical insights and ‘real-world’ case studies. The writing activities of the module,
which represent its units, are both self-contained and built on one another. Thus, the
trainer can teach the units in any preferred order, according to specific training needs
and interests.

The module valorises authentic case study materials and practices providing a
fully professionalised environment and challenging opportunities for students to
practice their communication skills. It also helps them plunge from a sound theo-
retical knowledge tank into a ‘virtual’ team work.

The module draws on older and more recent books on communication, organi-
sational communication management, and on a broad array of support materials,
including print, audio, video and electronic.

2. Detailed Learning Outcomes

To begin with, a module learning outcome is a statement of what the learners are ex-
pected to be able to do on the successful completion of the module to demonstrate
their knowledge, understanding, skills and/or competences. Since learning out-
comes focus on learning rather than teaching, they are not devised to specify what
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the teacher or tutor can or should deliver but what the learner can demonstrate on
completion of the module. Consequently, most of the outcomes will be defined in
terms of the skills the students must demonstrate in order to meet the teaching re-
quirements and to pass the module. It is equally important for the course tutor to
define all learning outcomes in terms of assessable deliverables. In addition, module
learning outcomes must be cohesively integrated into the overarching teaching pro-
gramme.

The learning outcomes of the present module are both general and specific. They
should enable the learner to acquire and master the knowledge, competencies and
skills necessary for the effective accomplishment of professional roles in at least
three languages (including one’s native language). However, there are two important
aspects that deserve careful consideration before activating the ‘outcome design’
plan. First, the outcomes of the training module will not be regarded prescriptively
as a strait jacket that prevents the teacher from reaching further teaching goals. The
outcomes will be regarded rather as desirables and deliverables. Second, the outcomes
should be the direct and ‘natural’ result that emerges from a series of planned teach-
ing activities. Given the aforementioned prerequisites, the teacher must make sure
that he/she designs the right activity to enhance the desired outcomes, or else he/she
runs the risk of inducing undesired skills.

The learning outcomes of the multilingual writing skills module will, therefore,
necessarily use as learning pre-requisites: generic academic skills, generic professional
skills and as co-requisites: language A writing skills, language B communication
skills, and language C communication skills. Therefrom it follows that the teaching
module is built on a balanced combination of general writing skills and professional
writing skills. It should be noted, however, that as students progress through a study
module or programme it will be expected that the learning outcomes reflect the pro-
gressive nature of their learning, the module planner/designer thus moving from
verbs that indicate understanding/formulation/construction to verbs that describe
more complex cognitive and writing processes.

The outcomes of the present module along with the tackled topics are featured in
the following table.
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No Learning outcomes

Activities and indicative content

Topics

I

Internal communication

1

Upon the successful completion of
the module the learner will be able
to summarise and organise
information for minutes, syntheses,
notes and other formal documents
following a meeting held in two or
more languages

The learner can draft formal memos
and communicate a broad and
complex range of professional issues
in languages A and B

The learner can draft effective
professional (business, technical,
financial, annual ) and research
reports for multilingual
environments

The learner can write effective
business plans, focusing on content
and form, organising the document
in line with format and style
conventions

The learner can write shorter or
lengthier, both solicited and
unsolicited, business proposals
using the right register and
addressing the front matter

Minutes and other meeting-related
documents (syntheses, notes,
summaries)

Memoranda

Reports: business reports, annual
reports, research reports.

Business plans

Business proposals (including
subsidy proposals)

1 European social,

economic or political
issues

International business
contexts

International
institutions

II

External communication

The learner can select and apply
appropriate formats, organise and
write business messages in
languages A, B and C in consonance
with accepted conventions

The learner can design a template,
can select and organise the
information, can use visual materials
to communicate messages in
languages A, B and C

The learner can summarise material
(documentary syntheses, synthetic
notes) focusing on (1) understanding
the text, (2) ordering the ideas
logically, (3) making an outline, (4)
making a first draft and (5)
comparing it with the original, (6)
writing the summary

The learner can structure
information and draft a particular
contract (transport, sales, etc) in
languages A/B/C using the adequate
register, correct language, style and
accuracy

Business letters, emails, text
messages, documents.

Newsletters

Summarising written material
(documentary syntheses, synthetic
notes, technical, scientific texts and
commercial correspondence)

Contracts

1

2

European business laws
and charters

European Union
policies and strategies
EU documents (The
Copenhagen
Declaration, The
Bologna Declaration,
The 2010 Programme)

216



The Use of Online Media for the Development of Multilingual Writing Skills ...

No Learning outcomes Activities and indicative content Topics
III Communicating with the media (PR communication)
10 The learner can use the languages A, Press releases 1 Entrepreneurial
B and C to issue press releases in networks
line with the particular conventions 2 Corporate image, visual
of the genre and communicate with identity
the media 3 Educational institutions

. 4 E ing technologi

11 The learner can use the languages A, Mission statements MErgng techino ogies

. . 5 International academic
B and C to issue mission statements
- . conferences and
for business companies and
. workshops
organisations

12 The learner can select and organise ~ Press briefings
information for press briefings and
other media documents,
purposefully attract and direct the
audience attention and persuade
using the conventional format, style
and register

13 The learner can design and produce Blog writing and blog promotion
effective blogs in languages A, B and
C

IV Designing and drawing up promotional materials (advertising)

14 The learner can draft and write Advertisements (including job 1 Consumer Society and
advertisements using several vacancies ads) the Cultures of
popular advertising formats for Advertising
different channels in languages A, B 2 Approaching
and C Advertising: the Brief,

. . . . the Idea, the C i

15 Applying the right format and Advertising on social networks (e.g. ¢ cea the Lambaigh

. . . . 3 Branding and Public
matching style of delivery, the Facebook, Twitter advertising, etc) . .-
- . . . Service Advertising

specific needs of the target audience as a means of job hunting .

- 4 Cause and Social
and the nature of the message in .
i It A Band C Marketing
ngua-cultures A, b an 5 Press and Retail

16 The learner can use visual Corporate Advertising
communication to address strategic ~ advertising/identity/image 6 Print and Internet
business issues and corporate image Adevertising
constructing attractive and 7 Radio and Television
meaningful messages Advertising

. 8 Infomercials

17 The leflrner can design, create an Leaflets, flyers 9 Mobile Billboard

attractive template and a persuasive Advertising

18

19

text to advertise products, services,

companies, institutions, etc in
languages A, B, and C

The learner can design attractive Brochures
templates and suitable texts to

advertise products, services,

companies, institutions, etc in

languages A, B, and C

The learner can transpose a longer ~ Posters
or a shorter business text into a

poster

10 In-Store Advertising
11 Covert Advertising
12 Advertising Pitches
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No Learning outcomes Activities and indicative content Topics

20 The learner can prepare and deliver =~ Company/product/services power
an effective business presentation point presentations
aided by audio-visual equipment and
observe communication practices in
languages A/B/C

21 The learner can design and create Corporate websites/html
effective and attractive websites for
languages A, B and C and
communicate messages through
them

However, the list of designed outcomes is not prescriptive and it is subject to ex-
pansion or restriction following particular module objectives, curricular specifica-
tions, institutional conventions or traditions, or the teacher’s own teaching agenda.

3. Description of Performance Criteria

A good assessment requires some typical standards of quality, such as validity, relia-
bility, testing standards, evaluation standards etc. Evaluation involves standards, stand-
ards related to fairness in testing (consisting of fairness in testing and test use), the
rights and responsibilities of test takers, testing individuals of diverse linguistic back-
grounds and testing individuals with disabilities.

The standard assessment or performance criteria for language and humanities-
bound writing should comprise the following categories:

overall quality (the global quality of the writing product)
« linguistic complexity (grammatical complexity or syntactic complexity)
« linguistic accuracy (language and register adequacy)

« lexical features (lexical richness, lexical individuality or originality, lexical sophis-
tication, lexical variation or diversity, lexical density)

« content (thoroughness and accuracy of content)

+ coherence and discourse features (text coherence, cohesion and organization)
« fluency

« mechanics (spelling, punctuation, capitalization and indentation).

This grid draws on a relatively simple but effective marking grid developed in the
1980s by Tricia Hedge in her book on Writing (1988: 146). The criteria worked out by
Hedge were well received by the EFL community and were used successfully by
teachers for more than two decades. They include:
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« Authoring:

Having something to say (a sense of purpose), content, awareness of the reader
(a sense of audience), length, style, developing the ideas (a sense of direction), organ-
ization

« Crafting

Organizing the content clearly and in a logical manner, manipulating the script,
using the conventions, spelling, layout, accuracy, getting the grammar right, devel-
oping sentence structure, text complexity, linking ideas in a variety of ways, range,
having a range of vocabulary.

The performance criteria for the Multilingual writing mediation skills module
can also be defined in terms of (text) functional criteria, i.e. if a given (or written)
business text fulfils the function(s) for which it has been written. These criteria are
perfectly valid since business texts are prevailingly functional texts. Pursuing the
functionalist theory (Gunnarsson B.L., 1984) a text/discourse should be judged by
what functions it performs to the reader, by what the reader makes out of it and how
it impacts on him. In the 90s a number of German researchers advanced useful ap-
proaches to text and its quality. They described a text through its functional and
structural components. From among the approaches of German and Dutch research-
ers to the quality of functional texts, we singled out Klauke’s grid (1992: 91) which,
he suggests, influences text quality and provides useful criteria for the evaluation of
the writer’s performance. Klauke’s model consists of the following components:

« Situational Frame: special field of a subject, text label — name of the text, special
situation of a text (topic/subject, participants, functionality, place/time of action,
medium, textual relationship),

« Language Structure: text macrostructure, cohesion, pragmatic aspects, syntactic
structures, lexical structures, etc.,

«  Extralinguistic Features: graphics, layout, paper size.

Although there are several recommendations regarding the variables that may
turn useful in evaluating writing, there are no all-covering or all-purpose-serving sets
of recommended criteria except for the extremely formal and now widely recognized
CEF (Common European Framework) criteria. For all cases, we recommend that the
teachers should turn for appropriate answers to their own experience and exploit the
criteria that best serve their purposes. Finally, evaluators (teachers) should not lose
sight of the institutional standards or traditions that have been developed in the field.
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4. Theoretical Framework for the Module

The training module Multilingual writing skills for professional communication and
mediation purposes is designed in full consonance with the envisaged dual purpose
of the Bachelor’s Degree programme in multilingual communication. i.e. ‘to equip
students with a sound grounding in all major areas of basic knowledge, skills and
competences’ with a view to help them access faster and easier both the labour mar-
ket and further Master’s Degree programmes. The module is premised on the as-
sumption that multilingual communicators should be able to convey most complex
information both in writing and orally in three languages (including their mother
tongue) following the linguistic, sociolinguistic, professional and cultural norms and
conventions of those languages.

The module seeks to revise, form and consolidate the students’ basic academic
and linguistic skills pertaining to languages A/B/C, and, most importantly, to foster
the ability to ‘communicate across and to mediate between cultures in a professional
context’.

The linguistic component of the module provides the students with linguistic con-
cepts, language varieties, and registers as pre- and co-requisites for the production
of effective business genre texts or text-based communication channels. The linguis-
tic component also seeks to familiarise the students succinctly with concepts such
as: text, discourse and genre. It should be pointed out that every section of the mod-
ule is designed according to the simple-to-complex pattern. The taught genre texts
thus range from simple forms of business communication like minutes and memos
through to more complex ones such as business proposals and contracts. The more
complex forms like business proposals, contracts, etc. are designed to assist the stu-
dents with acquiring knowledge of genre-specific formats, text organisation conven-
tions, and the use of a particular register. Since many of the texts, particularly adver-
tising and promotional fliers, posters, etc, are wrapped up in or accompanied by vis-
ual communication devices, the module often combines written and visual commu-
nication to offer a comprehensive and reliable mastery thereof. Finally, the module
provides specifics of electronic forms of business writing such as: power point
presentations, web pages, social networks advertising (e.g. Facebook, Twitter adver-
tising, etc), and pdf materials.

Business communication is about form and content, and content consists of mes-
sage or information and language. Consequently, the business writing module aims
at familiarising students with the use of an appropriate language, tone and style for a
professional command of language. With this end in view, good writers in the busi-
ness world must know how to adapt their language abilities to the requirements of
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the business audience (have a sense of audience). Since mastery of grammar and
spelling alone will hardly make a good business writer, what s/he needs is to adopt
the appropriate word choice and to carefully test the suitability of each mode of writ-
ing. Competent writers can communicate in writing upwards and downwards with
versatility without running the risk of offending the reader or being linguistically
awkward. Similarly, they will use the most suitable expressions and formulas to rep-
resent their positions and businesses. Conversely, the lack of such skills may often
cause a communication breakdown. The module will thus focus on helping the stu-
dents acquire expertise in and develop a style for business writing, in keeping with the
exigencies of brevity, concision, logical ordering of information, clarity, complete-
ness, politeness, levels of formality, etc. Most of the proposed text-based business
communication is targeted at learning how to plan and organise a business docu-
ment. Both are complex activities which involve: specifying the purpose, identifying
the readership, formulating a subject heading, selecting and ordering the infor-
mation, controlling the flow of information, deciding on the presentation tech-
niques, adopting the appropriate tone, linking ideas logically and effectively, focus-
ing and purposefully directing the reader’s attention, adopting the adequate style,
and using a correct language. De facto, this dual skill-forming activity relies on men-
toring the students to pursue at least four stages: to plan out the document, to write
the first draft, to produce the final document and to revise it.

Given the multilingual approach to the training module, these issues will be
treated in three subsequent steps: first the teacher will deal with business linguacul-
ture A or B or C (discretely), then the trainers must draw the students’ attention to
cross cultural communication and mediation issues (the rather theoretical frame),
and, finally, the teachers must provide the students with practical opportunities to
drill the appropriate (mediation) skills.

Communication-wise, the module is focused on four types of communication:
organisational (company internal) communication, external communication, PR
communication (communicating with the media), and advertising (designing and
drawing up promotional materials). Despite the growing tendency to treat jointly
communication that takes place within an organisation and communication that
takes place between an organisation and its audiences in the wider world, the ap-
proach adopted by the course module is that of presenting internal and external or-
ganisational communication as different issues.

Further, the module foregrounds communication as a complex phenomenon, en-
gaging aspects pertaining to formal organisation structures, cultural diversity across
countries, departments, employees and other organisation-related stakeholders and,
in so doing, it sets out to respond to the challenges of communicating in an organi-
zation.

221



Silvia IRIMIEA

A primary task of the teacher is to conduct a brief survey of the competing (aca-
demic) views on organisational communication (‘modern’, ‘interpretative’, ‘critical’,
and ‘postmodern’), which have informed both theoretical studies, academic re-
searches, debates, and have strongly influenced everyday common practices. Such
an overview of theoretical aspects might help the students improve their understand-
ing of the inherent nature of communication, reflect on relationships between or-
ganisations, evaluate the potential challenges that come from organisations, organi-
sation cultures, sub-cultures, unofficial channels, etc.

The students will then immerse in a complex and extremely dynamic mix of writ-
ten and visual communication that will teach them how to communicate in a variety
of business and organisational settings, including corporations, agencies, local gov-
ernments, scientific research teams, companies, start-up ventures. The module
must be organised by the trainer in such a manner as to enable a smooth transition
from principles of communication and linguistics to communication in practice, i.e.
practical writing activities.

The practical activities are designed and planned as student-centred and skill-form-
ing training activities. Both the complexity of the writing activities involved, their di-
versity, and the conventional rigour of this type of writing call for a careful selection
of tasks and resource materials. The module is designed to cover mainly the most
important forms of business writing and the sources used will be authentic print,
video, audio and electronic materials.

The module is grounded in the cultural assumptions and conventions of the
Western, specifically British business lingua-culture; therefore, while there is a large
amount of common practices in some areas of international (report) writing such as
the structure of academic conference papers and the reports of international institu-
tions and agencies, there are also local variations, which the learners must become
aware of. Henceforth, perhaps the main purpose of the practical writing activities is
that of permanently foregrounding both similarities and major differences inherent
in particular business communication texts.

The challenges of globalisation and the boost of the electronic working medium
force business writers to look for solutions to ‘customise’ forms of business writing
(e.g. reports) to the general and specific requirements and needs of customer- read-
ers around the world. This attempt to make published or website materials accessible
to a larger international readership poses major problems, particularly to interna-
tional corporations, which, in spite of a general use of English as their medium, have
links to country subsidiaries that provide information in local languages. Many of
the national websites of international organisations thus carry a large amount of tex-
tual and graphical material and offer information on such issues as: product details,
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services, investor relations, career opportunities, contact information via the local
language, information which is not always, or only partly, available in English. The
students need to familiarise themselves with these communication challenges, includ-
ing ‘localisation’ activities and respond to these by identifying ways to overcome such
challenges in practice. Henceforth, these complex challenges can be regarded as
push factors for the training module.

Global corporations use the internet increasingly to provide and disseminate
online broadcasts of presentations and speeches, of corporate news, announcements
and many ‘interactive’ features or devices, which may become the primary source for
the students’ practical activities. Consequently, the practice-related sources used by
the teacher will be tailored to accommodate these technologies and benefit of them
actively and extensively. Electronic resources like the internet, enable students to fulfill
complex and exciting writing tasks in the area of websites/htm, PowerPoint, pdf, also
eliciting the use of more involved visual (and audio) techniques. The teacher will use
tasks that provide opportunities to adeptly use different electronic formats and con-
vert one document into another, for example converting a conventional ‘hard copy*
of a colour printed brochure into a downloadable pdf file available on a site. Apart
from the practical skills that the students may acquire, they must equally understand,
as previously mentioned, the underlying communication phenomena. In the case of
an investor relations web-cast of a large corporation, for example, the students must
understand why this medium or channel has a greater effectiveness and impact on
the audience as compared with a conventional text-based report, considering both
the advantages and the limitations of the specific medium. Similarly, many global
corporations make their reports (annual, financial, technical etc) available and down-
loadable from their websites. This is good news for customers, investors, stakehold-
ers and also for students, who can use such authentic materials for their practical
work activities (as in simulations, role plays, scenarios, and other interactive assign-
ments).

Electronic communication intertwined with ‘conventional’ business channels
should not, however, be the ultimate goal of the writing module. The teachers must
further offer the students a preview of relevant developments in the field of online
business. Among these, we can mention the radical use of the internet for profes-
sional investors and analysts, an online standard device for fast and global delivery
of financial information called ‘eXtensible Business Reporting Language (XBRL)’,
which permits experts to use and extract corporate data from multiple website
sources in different compatible formats and compare, contrast, analyse, process and
use or convert the information in any preferred way. Such a device will enhance a
faster, automatic, global and real-time analysis of data.
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The range of electronic sources includes Writing for Advertising Purposes, an area
of professional writing certain to benefit multilingual communicators in the busi-
ness, marketing, communications media and/or industry environment. Whereas not
targeting advanced skills in specialised writing forms such as copywriting, the WAP
module is designed to provide basics of publicity and promotional writing focusing
on the use of language to promote a business, an individual or an idea. Besides writ-
ing for advertising in the conventional, established realms of management, advertis-
ing agencies, public relations, book publishing, web developing, technical writing,
etc., the multilingual writing package accommodates growing trends aimed at pre-
paring multilingual communicators to meet the demands of new, emerging freelanc-
ing roles. The content is structured accordingly, to cover core branding concepts and
essentials of promotional writing with a view to valorise WAP as an invaluable free-
lance as well as in-house resource. The material is organised around general and
specific issues, progressing from any content of writing intended for printing to pro-
fessional marketing copies and promotional texts. A preliminary overview of the
communicative strategies at work in a variety of promotional settings ranging from
sales letters, newspaper or magazine ads, media drafts, commercial scripts and press
releases, is thus followed by a consideration of specifics of WAP such as briefs, white
papers, catalogues, billboards, brochures, and pitches. A broader, tangential scope
informing the package is that of increasing awareness as to the cultures of advertis-
ing and the political economy constitutive of commercial writing. With this end in
view, the practical activities will seek to lay bare an array of socio-cultural implica-
tions, as well as the rhetoric behind the publicity discourse, with special emphasis
on hypostases of sexism and gender stereotyping in promotional writing.

5. Teaching Strategies

The teaching strategies of the module must be chosen in consonance with the de-
sired learning outcomes and must be applied in such a way as to help the students
attain the required or desired outcomes. The range of teaching activities will incor-
porate: lectures, tutorials, practicals, independent learning, workshops, seminars etc. If
necessary and agreed on, the module designers or planners can establish under what
circumstances and how prior learning outcomes (competences and skills) can be for-
mally recognised and accepted.

In keeping with the language teaching concepts, particularly Rivers’ (1981) eclec-
tic approach, the teachers will use a diverse and mixed range of techniques based on
the assumption that teachers cannot dedicate themselves exclusively to one method
or approach only. Pursuing the eclecticists’ view, the teachers should try to absorb
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the best techniques of teaching language and writing into their practical procedures
to attain the envisioned purposes.

Teaching writing for multilingual purposes should approach language learning ob-
jectively and analytically through the study and practice of structural, functional, soci-
olinguistic and sociocultural aspects, and should offer the students the opportunity to
experience the language in the ‘real’ business community or environment. This prac-
tical language pedagogy (or educational/vocational linguistics) is based on
Widdowson’s (1978) ‘communicative’ approach to language teaching, including writ-
ing in a second language, which centres on the concept of ‘communicative compe-
tence’. The business writing module will thus seek to form, develop and consolidate
the students’ communicative competence for business writing purposes, while rest-
ing on ‘communicative’ and ‘functional’ teaching. Eventually, the teaching tech-
niques (and tasks) most frequently recommended for classroom use include: role
play, problem solving, simulation. Depending on the teaching objectives, the teacher
can resort to more conventional drill-type exercises, whose linguistic forms have an
identifiable place in the broader sociolinguistic and vocational context, and which
appear to learners as concrete, practical situations.

Given the functional nature of the texts involved in the learning process, the teach-
ers can employ more traditional methods such as: text analysis, task analysis, analysis
of the criteria regarding content and structure, and the criteria regarding style and
graphics.

In terms of teaching business writing for multilingual environments, the module
can recommend the ‘immersion’ in active online learning, as afore-mentioned and
combine it efficiently with any communicative or interpersonal/interactive teaching
technique.

Online learning gives students and teachers the opportunity to opt for a task they
are interested in from a wide array of options. This kind of learning involves the use
of various technologies, which offer efficient and user-friendly learning tools. They
include, PowerPoint and interactive whiteboard. Most of these technologies create vir-
tual learning environments. The online learning technologies can be used increasingly
not only as instructional tools but also as evaluation methods. Further active teaching
and learning methods may include collaborative learning, team-based learning etc.

In view of these ends, tasks based on online simulation, at times involving global
simulation activities, will create a ‘virtual’ company engaged in professional (busi-
ness) communication. The examples provided below illustrate these methodological
assumptions.
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6. Activities and Tasks

All writing package tasks are unit-linked and designed as interactive team-working
tasks. They are built on communication theories and principles, and incorporate
both language issues and specific text-based conventions. Each unit is focused on
the development of specific writing competences, on general business writing skills
and specific skills, including sub-skills. Nevertheless, most of the provided tasks rely
on complex combinations of written, spoken, visual and cognitive skills (sub-skills).
For example, the task of drawing up the minutes of an international business meeting
necessarily involves: (1) careful attendance and listening, (2) capacity to monitor the
generation of bilateral and multilateral messages directed at participants, (3) capacity
to analyse cognitive and affective processes and moves, (4) capacity to synthesise
messages, discussions, debates over an issue, (5) capacity to record decisions, con-
clusions. The writing operations related to the compilation of minutes encompass:

« the taking of minutes in note form
+ the drafting of minutes
« the recording of the minutes in the company Minute Book/Folder.

The writing skills (sub-skills) involve: note-taking, summarising, synthesising, pre-
senting and organising the information, drafting, adopting a correct language (and
adequate register, level of formality), comparing the minutes with the meeting
agenda, revising, proofreading.

Student Activities

Activities may involve the following:

« researching and evaluating information from a variety of language sources (A, B
and C) (e.g. internet, libraries, direct interviews, telephone interviews) and report-
ing findings in language A or B/languages A and B

« producing visual aids and using multimedia tools to present information in lan-
guages A, Band C

« writing minutes and reports after multilingual meetings.
Examples of activities:

You work for a Romanian travel agency located in Cluj-Napoca and you were asked
by your manager to attend a negotiation in Munich, Germany, where one of your
partners has its headquarters. You must draft the minutes. The negotiation concerns
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new collaboration contracts for the forthcoming tourist season and involves a few
other partners located in two other countries. Consequently, the minutes must be
drawn up in languages A, B and C. Since the outcome of the negotiation will be
recorded in a contract, the contracts will be sent to the involved partners in their own
languages.

Further samples of writing tasks are:

Listen to the company director’s speeches and summarise them for their inclusion
in the quarterly newsletter. In addition, write a short note on them for release in a
company memo. The memo will be written in languages B and C.

Your employer asked you to write a summary of the correspondence carried out
between your company and XYZ company. The most important details from all let-
ters must be gathered together and summarised to allow for a quick scrutiny of the
current business circumstances.

7. Assessment Procedures

The assessment methods for the writing module will be determined only after the
other teaching management activities have been completed, i.e.:

+ determining the learning outcomes;
« designing the content outline;

« choosing appropriate learning and teaching strategies to enable and support the
students to reach the required outcomes;

+ choosing appropriate assessment methods;

« defining the assessment criteria that will be used to grade the level of achieve-
ment.

The evaluation of the whole process draws on the evaluation at both module and
unit level, and must, eventually, enhance the development and achievement of the
overall programme. It should be observed that all involved aspects ensure that
achievement of the individual module learning outcomes contribute collectively to
the overall programme outcomes.

The outcomes of the training module are assessed through both formative (per-
manent) and summative (final) assessment. The teacher will be given full credit to
outline the methods of assessments and devise their relevance vis-d-vis the targeted
objectives, i.e. learning outcomes. Mainly, the range of usable assessment
forms/methods comprises: project work (team, pair or individual), portfolios, reflective
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writing, although, at times, the teacher may employ written tests. However, most of
the assessment will be carried out through carefully designed writing tasks. Depend-
ing on specific learning circumstances and priorities, the teacher may opt for oral
(professional) presentations, which typically cover a more comprehensive area of
learning outcomes (both general and specific writing skills).

Technology is also used for the assessment of students and provides new ways to
engage students in their own instructional process. Virtual learning environments,
Audience Response System (ARS), are two emerging IT-related methods which allow
immediate feedback and enhance classroom discussions.

8. Resource Materials

The resource materials of the multilingual writing skills module are twofold: (1) the
teacher’s resources and (2) the student resource materials. Both actors involved in
the teaching process (teacher and student) benefit from updated print, audio, video
and electronic sources. While the teacher partakes of more printed materials, given the
didactic nature of his intervention, the materials used by the teacher should target
the students’ learning needs.

It should be, nevertheless, recommended that teachers exploit the extensive
online libraries and resources, which provide instant access to web-based teaching
and learning tools, to research suggestions, specific authentic case studies, exercises,
etc. Many online materials offer course management, study and communication
tools, which prove profitable to the teaching goals and the development of business
writing skills. Online (Computer Supported Business Simulation) materials, like the
ones provided by the American Economic Association (AEA) or The Association of
Business Simulation and Experiential Learning, rely on the exclusive or combined
use of simulations (business, communication, etc), role play, simulation games and
other ready-to-use games. Such online sources offer complex packages involving
workshops that run from a few hours to several days with variable complexity to meet
audience needs. Such packages span out from communication issues to more sub-
ject-specific domains of business.

Apart from the available online sources on business communication, some of
which are now provided by reputable universities or institutions, the instructors and
students can partake of DVD teaching materials which feature case studies, simula-
tions and other useful materials.

228



The Use of Online Media for the Development of Multilingual Writing Skills ...

9. Conclusions

The module for professional communication and mediation writing skills is a com-
plex teaching programme which relies on developing and consolidating both theo-
retical knowledge and practical skills of working in a dynamic international environ-
ment. It was designed within the framework of a European project and was piloted
for two years at the Department of Applied Modern Languages of the Faculty of Let-
ters, Babes-Bolyai University of Cluj. It has proven to be user-friendly, rewarding and
stimulating the students’ interest and participation both through the challenging
content or issues and through the multimedia devices used.

The module is built on some issues of the international business community
which affect all operating actors and prove interesting and challenging for the stu-
dents as well. The issues include: European social, economic or political aspects,
international business contexts, international institutions, entrepreneurial net-
works, corporate image, visual identity, conferences and workshops, etc.

The linguistic component is solidly grounded on linguistic concepts, language
varieties, and registers as pre- and co-requisites for the production of effective busi-
ness genre texts or text-based communication channels. The linguistic component
also seeks to familiarise the students succinctly with concepts such as: text, discourse
and genre.

Every section of the module is designed according to the simple-to-complex pat-
tern. Thus, the genre texts range from simple forms of business communication like
minutes and memos through to more complex ones such as business proposals and
contracts.

The module design relies on the harmonious combination of theory and practical
online training. Theory can be taught both according to traditional ways, including
presentations and the use of online materials. The urge to use new technology does
not arise only from its fast progress but from the fact that corporations use the inter-
net increasingly, that students use it on an ever wider basis and that teachers must
familiarise the students with the latest developments in the online business.

In addition, online electronic sources like the internet help students fulfill excit-
ing and complex tasks which involve more skills, expertise and experience. They also
permit a wider use of writing techniques and forms of writing, combining writing
skills and intercultural communication and mediation competences.

Each teaching unit may be both self-contained and independent envisaging cer-
tain linguistic and writing skills, or linked to the other units allowing the teachers
more freedom to use the topics and activities according to their teaching purpose.
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Rezumat: Care este contributia dezbaterii la dobindirea de competente lingvistice
interactive? Articolul de fatd incearcd si-si formuleze ideile in jurul principiului
conform cdruia dezbaterea ajusteazd comunicarea prin aceea ci o face si se confor-
meze unor standarde precise, bine definite. O achizitie corecti a abilititilor de dez-
batere reprezinti un adjuvant valoros in intelegerea corectd a mecanismelor de co-
municare interactivd. Studiul efectuat a beneficiat de pe urma diversificatei si bo-
gatei cercetiri efectuate asupra fenomenului numit ,dezbatere’ prin faptul ci tot
acest volum informativ insumeazi valoroase idei si abordiri care vin si sustinid
ideea interactivititii comunicirii interumane. De asemenea, se incearcd si se sub-
linieze aici faptul cd odatd ce vom ajunge si realizim importanta interactivitdtii
pentru eficienta actului comunicational, o notd dominanti in dezbatere, vom reusi
sd ne imbunititim si sd ne perfectiondm abilititile de comunicare, o cerinti esen-
tiald pentru o functionare optimi in mediul academic.
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1. Introduction

An essential component of human intercourse is the oral, or verbal, communication.
Verbal communication refers to all those interactions that engage the spoken word.
As in the case of any other forms of communication, in verbal communication the
ability to transmit a message effectively is imperative. Communication must there-
fore be productive in the sense that any emitted message should elicit a complemen-
tary response. A message is efficient if and only if it is confirmed by the target-ad-
dressee, who recognises it, accepts it, and decides to process its content with a view

to producing an equally accomplished reply.

In addition to an accurate awareness of the content of the message — which reffers
to the correct understanding, mastery, and command of the semantic content of that
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message — an accomplished speaker needs to have good presentational skills. This
aspect involves the ability to find the best way to convey the intended message. How
to make communication efficient is rhetoric’'s main concern. Practically all forms of
communication, whether informal conversation or formal academic delivery, select
with a precise representation of the intended purpose in mind the kind of speech (i.e.
discourse) that is best suited to a specific context. This context is determined by three
major coordinates: the topic of the text, the place of communication, and the target
— the listener — to whom the text’s message is addressed. Due to the presence of the
last coordinate, the addressee, communication is perceived as an interactional activ-
ity. This article proposes to look at the communication model advised by debate start-
ing from this very premise, namely the interactiveness, or the interactionality, of the
communicative activity. This means that the communicators are capable of acting on
and, as a result, of influencing one another.

One of the best sources of information regarding communication by and large is
debate. Education through debate helps students whatever their level of education to
correlate formal and informal communication efficiently and mould them into an
orderly and rigorously productive activity: “By encouraging participants to look
carefully at the root causes and implications of controversies, and by teaching
students that experts often have their own interests in mind when they produce facts
and norms, debate can create a powerful resistance to many problems that seem to
overwhelm us today.” (Snider & Schnurer 2002: 5).

Basically, communication taught at academic level prepares students to become
skilled orators, speakers apt to perform at high standards in a large array of activity
domains. Irrespective of the field of activity, however, any potential job occupant is
expected to be ready to engage in communicational activities ranging from informal
conversation of the personal discussion type, to formal ones such as interviews, tel-
ephone discourse, staff meetings and presentations.

Oral communication involves predominantly a face-to-face exchange of opinions,
generically referred to as dialogue. Due to its competitive spirit, face-to-face verbal
communication tends to be confrontational. In the case of organised dialogue, this
type of confrontation involves a distribution of the speakers into teams, and thus the
communicational activity is performed both intra-team and extra-team. In either of
these contexts the communicator strives to put to use her best communicative
abilities, providing she knows how to ‘equip’ her discourse with the mandatory at-
tributes of clarity, relevancy, cohesion, and concision, to employ tactful phraseology,
to adopt the tone of voice that is most appropriate for the very communicative con-
text, and, last but not least, to be informative. In the absence of any of these elements,
communication is impaired: it becomes unclear, inaccurate, or incoherent. Such
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communication is detrimental to individual and society alike. It alienates people and
destroys the social ethical bond between them, the basic ingredient of any construc-
tive intercourse. In the same way in which communication is an indispensable in-
gredient for life in community, its productiveness represents the impetus for social
evolution. Good communication yields good relations, and a society built on good
relations is by definition a society apt for progress. That is why everyone should be
fully aware of and abide by this basic condition which, after all, entails the welfare
and durability of mankind. It is all the more mandatory for anyone involved in aca-
demic activity to be able to communicate in a sophisticated way, an approach that
necessarily involves productive interactivity.

When we engage in communication, we ‘express’ ourselves, we disclose infor-
mation that is then taken over by our interlocutor. This information ‘speaks’ of us,
firstly telling of our mental configuration and secondly of our emotions, of our feel-
ings. We are what we speak, and however much we try to ‘hide behind the words we
utter’, our words will sooner or later divulge the truth about us. Nevertheless, if self-
expression — in the sense of the opportunity to speak our mind — is a privilege granted
to us by the right to freedom of speech, yet it may be, depending on the circum-
stances, subject to censure, (slander and libel, obscenity, or incitement to crime).
Dialogue between people can easily be hampered, corrupted, limited, or even ‘assas-
sinated’ in the absence of a sensible control over its mechanisms. Often enough,
conversations get inflamed too easily and an uptight exchange of opinions will most
certainly degenerate into fight. A good terrain for eristic dialogue is controversy, the
verbal intercourse that grounds primarily on competition, which is, at its basis,
fueled by self-centeredness. This is detrimental to communication in the sense that
its injurious nature destroys rather than builds up relationships. It spawns negative
conflict and should therefore be avoided. In order to be able to recognise and avoid
such infertile, vicious instances of communication, one should look at rhetoric and
learn about the use of tools of rhetorical discourse. Rhetoric helps us to acquire the
know-how of a successful interactivity in the communicative intercourse. Debate
training has been devised exactly with this purpose in mind: to teach us the lesson
of cooperative, ethical, and elevated form of interactivity.

The research for the present article took into consideration the relevant data ex-
tracted from the designated bibliography; also a compilation of a database was per-
formed in order to facilitate the analysis and the arrival at a better understanding of
the debate techniques that lead to the acquisition of interactive communication
skills.

The comparative-associative method of investigation employed best served the
purpose of the present article in that the conclusion reached has come to confirm
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the fact that communication, in order to be efficient from the point of view of its
productivity, reasonability, and constructiveness, needs to be interactive, and that a
model worth following in this sense is the one made available by debate.

2. Debate as the perfect model of interactive communication

We can understand and eventually come to master the mechanisms of interactive
communication, seen as a dialogic exchange between antagonistic parties, in a rela-
tively simple way by studying the debate skills or procedures. When debating, adver-
saries engage in a fight for the supremacy of a thesis, distinct for each party. In de-
fence of their thesis, each party will put to use its best argumentative arsenal. Prac-
tically, fight, understood as fair-competitive and not vengeful undertaking, defines
interactive behaviour. When speech is employed as combat weapon controversy is
born. Controversy can however evolve positively towards a productive finality, like,
for instance, in the case of the critical clashes of opinion, when the dialogue is so
conducted as to lead to consensus, or destructive, leading to void in communication
and violence.

Among other types of controversy-based dialogic exchanges, such as the inquiry,
the information seeking, the persuasion, or the negotiation dialogue, debate (which
often encompasses all these) comes to offer us in the most didactic manner a model
of constructive controversy. It is a verbal confrontation, of an agonistic type it’s true,
but it is one that conduces to a positive, educative finality.

The reasons for which we engage in some kind of ‘fight’ are numerous and we
should not forget that in any fight that is carried out for some reason there is always
the against that lurks behind, waiting for its back-snap. Man fights for his purposes
and always against an encumbrance. The question is which motivates us, the pursu-
ing of the aim or the combat of the antagonist?

The fight in which we frequently engage is verbal, the ‘battle of words’ is, mind
you, one of the most sophisticated and dangerous affairs ever. Due to its intimidating
attributes, speech has become one of the most praised strategies for conquest, ma-
nipulation, and subordination, its sophistication being determined by the sophisti-
cation of human relationships. The use of words bestows divinity on man, but it can
just as well throw him down in the abyss of evil. Thought verbalisation has been
regarded as a key means of relational expression, one of the major pillars that sup-
port human communication, the very vehicle of social progress. Social progress, in
turn, rests on ethical interaction. The members of a certain social group become
engaged — whether they realise it or not — in the ebb and flow of communicative
interactivity.
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This article attempts to identify the way in which speakers engage in an interac-
tive-argumentative verbal exchange in debate, a context that promotes the dialogue
whose purpose is to determine the validity, respectively the invalidity of a mutually
agreed upon topic and not the destruction of the opponent at all costs.

This form of verbal interrelation is called dialectic. The term was first used in
Ancient Greece as a combination of two words: Sia (dia, meaning “through, across”)
+ Aéyewv (legein, meaning “to speak”), in translation “through speech.” According to
“Webster’s New Collegiate Dictionary” (1977: 314), dialectics is also defined as a
method (Stahextikr) = dialektike) of “discussion and reasoning by dialogue as way of
intellectual investigation”, which implies, or, better, builds on the art of argument
employed to achieve an interactive exchange of questions and answers. The
participants in such an interaction are called “debaters”, from Siahextikodg = dialek-
tikos, which means “competent debater”. This means of argumentation or of argu-
ment use, is ancient and has become universal, its early records dating back to Plato’s
Socratic dialogues. Basically, dialectic is employed to solve a conflict of opinions be-
tween parties who are, paradoxically, both in pursuit of the same thing, the truth.
These parties are supposed to try to solve the conflict by engaging in a non-compet-
itive form of communication, which is, in its ethical interactivity, mutually beneficial.

Similarly, in debate the speakers who hold differing (antagonistic) views, the ago-
nists, seek to persuade each other of the veridicality of their own thesis, or to prove
that the position of their adversary is wrong. This competition is formal and is ethi-
cally grounded. It concludes with a verdict given by a jury, arbiter, or adjudicator, who
makes an impartial decision.

The communicative exchange involves the partners of communication in a com-
plex way. As mentioned, one of the most important aspects to be considered by the
discussants is the ethical factor. Ethicality is a core ingredient in any human reason-
based intercourse, and debate is a communicative environment where ethics is care-
fully heeded. One of its acknowledged tenets indicates the fact that successful com-
munication should rest on principled grounds, which speak of mutual respect and
decency. The absence of the ethical component deforms the communicative act and
renders it non-productive in the sense that it is deprived of a very important attribute:
constructive interactivity. Communication that is non-productive can easily turn cha-
otic, and hence it leads to isolation and violence.

A history of research on and close observation of human verbal communication
has proved the fact that we are not likely to develop constructive and endurable rela-
tions unless communication between us is ethically established. The world owes the
wisdom of ‘truthful speaking’ to the ancient Greek masterminds. Their ‘manuals of
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proper speaking’ teach us how to utter the ‘right words at the right time’. The prin-
ciples of ethical argumentation have always been a reliable aid to all those who are
interested in communicating the right things in the right place and at the right time.
Its mechanisms operate beyond petty constrains such as coercion, humiliation or
corruption. On the contrary, they teach us to use language with truth, dignity and
respect in mind. Ethical argumentation addresses intellect no less than it addresses
feelings, productivity in dialogue being accomplished only when these coordinates
co-exist in perfect harmony. In fact, it addresses the very essence of our pre-emi-
nence.

In order for ‘communication’ to be perfectly staged, the discussants are expected
to comply with some rules that are designed in such a way as to benefit them fully
and equally. This makes argumentation a communicative exchange that takes place
in an organised communicative environment. In relation to this, the article proposes
the model of the critical type of dialogue, more precisely at the interactive way in
which argument is used within the debate frame.

In his article on inquiry, John Shotter refers to Valentin N. Voloshinov’s* dialogic,
participatory approach to intellectual inquiry that speaks of “people’s spontaneous,
living, dialogically-structured, bodily expressed responses to both the others and oth-
ernesses around them.” Voloshinov’s interest moves towards what is born during the
dialogue exchange, towards the product of spontaneous verbal intercourse. He de-
fines the output of communicative interaction as the moment of novelty, generator of
“another kind of reality.” In truth, worlds are born in and through dialogue. “In those
moments of relationally-responsive activity, not only is there the continuous creation
of novelty, but we must think of them as occasioning a very different kind of reality.”
Every member of a social group is seen as part of a spontaneous and ever-flowing
communicative action. Shotter notes that such an approach moves away from the
traditional line, which treats language as a solitary, non-interactive, individually-
treated item, an object of thought: “Indeed, we ourselves become participant parts in
an unbroken flow of spontaneously responsive communicative activity, in our culture
and language, both playing a part in, and partaking from it. Treating language in this
fashion, as internally related to our lives together at large, is very different from our
treatment of it as an object of thought, as in the classical approach.”

1 Valentin Voloshinov was a Soviet/Russian linguist whose work has been influential in the field
of literary and Marxist theory of ideology.

2 All quotations in the paragraph are taken from John Shotter, “Instead of theory, critique and
debate: Voloshinov’s unending, dialogically-structured, participatory mode of inquiry”,
http://pubpages.unh.edu/~jds/Voloshinov.htm.
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Communicators exist and co-exist within a process of constant interaction. Dur-
ing this interaction a ‘communicative space’ is generated, and here the words en-
gaged in the exchange are filled with meaning. The participants are now seen as ‘gen-
erators of meaningful words’, partners rather than opponents, positively as well as in-
teractively engaged in social life. This is one of the tenets of critical thinking, namely
the setting up of dialogues based on interaction and cooperation.

Colm Flynn?® makes a number of recommendations which he refers to as “teach-
ing-to-be followed-when debating”. Several of these strategies engage oratory skills
that, devoid of rigid impositions, teach the debater how to be a skilled user of rheto-
ric. In this respect, the exposition should be made in a clear and loud enough voice to
facilitate unanimous satisfactory comprehension, which is accomplished by resort-
ing to correctly contextualised prosody (rhythm, stress, intonation), sustained by the
proper use of body language. Striving for a lively, reasonable, and comprehensible
presentation, the arguer will also be keen on involving as much as possible in her
presentation both the audience and her opponent. Simplicity in delivery will also con-
tribute to the desired success. An overcomplicated argumentation will sound artifi-
cial, forced and therefore will fail to convince. Conciseness is another basic ingredient
that should be part of a skilled speaker’s presentation. When it is seasoned with wit
and humour, the effect is guaranteed.

3. Debate conceptualisation — definitions characteristics and definitions

The Old French word debatre (de + battre), meaning “to beat”, leads us to the very
essence of the problem. A debate’s objective is to ‘beat’ an opponent in a dialogic
exchange of arguments. Therefore, the confrontation has to take place with the sup-
port of the verbal argument and obey a set framework. Wherever the confrontation
takes place — in politics, education, in the field of business, or in the open agora, the
recipe is the same. In all these settings the rules are clear: the participants who disa-
gree with an opposing view are invited to present and to defend their arguments and
draw conclusions about their opponents’ argumentation.

Just as any debate depends on an audience — before whom the presentation is
made and whose set of beliefs and values is also engaged — it also depends on a topic,
which is its central axis. The topic of the debate is the component that attracts the

3 Colm Flynn, “What is a debate?” http://www.wisegeek.com/what-is-a-debate.htm.

Colm Flynn is the website founder and editor. He is an emeritus member of the World De-
bating Council, a former Deputy Chief Adjudicator of Worlds and Chair of Worlds Council and
his activity is supported by a team of contributors from around the world.
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audience. Debate topics are heterogeneous yet each debate topic will appeal to a cer-
tain type of audience who, according to the sophistication of the topic, can be larger
or restricted (exclusive). If, for instance, world security, religion, or euthanasia are in
question, most likely there will be many interested in such issues, since everyone is
at least likely to be interested in the notion of welfare, private or general, or in prob-
lems related to the existence or non-existence of God. However, if the topic targets
specialised medical practices, such as brain treatment or nanostructure applications,
the audience will certainly be limited mostly to specialists.

Most debates are framed for public or audience participation — specialised or large
— and that means that the public are invited to react to what is being debated by
asking debaters questions which require further elucidation on the part of the
speaker.

Encyclopaedia Britannica* defines debate (or the activity of debating) as a “formal,
oral confrontation between two individuals, teams, or groups who present argu-
ments to support opposing sides of a question, generally according to a set form or
procedure.” This definition shows argument as an interactive instrument of com-
munication that is ‘disciplined’ by the fact that it falls under the convention of a set
of rules which, on the basis of approved evidence, help the participants to recognise,
respect and amend the differences in opinions. The final goal is to direct the pro-
ceedings of the debate towards the reaching of a unanimously accepted resolution.

For Glazer and Rubinstein, a debate should rest on “procedural rules, which spec-
ify which order and what sort of arguments each debater is allowed to raise and a
persuasion rule, which specifies the relationship between the arguments presented in
the debate and the outcome chosen by the listener” (2001: 162). Debates are thus
seen as “extensive game forms,” which are of three types, according to the number of
speakers involved and the schedule of the presentations of the arguments. These are:
1. one-speaker debates: one of the debaters has to choose two arguments; 2. simulta-
neous debates: the two debaters move simultaneously; each one has to make one ar-
gument; 3. sequential debates: a two-stage game; at the first stage, one of the debaters
has to choose one argument and at the second stage the other debater has to make
one argument.

Debaters are not allowed to present false arguments (the ethical component)
(Glazer and Rubinstein 2001: 163), a stipulation that emphasises the ethical-psycho-
logical aspect of debate argumentation. False argumentation is, in fact, dishonest

* Encyclopaedia Britannica 2014,

http://www.britannica.com/EBchecked/topic/154700/debate.
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practice. It is true that the arguer should tailor her speech so that it delivers a mes-
sage that will eventually be accepted by the adjudicator and by the audience. This
action, however, should be built exclusively on ethical grounds. As a rule, the debater
takes the pulse of the public and moulds her message accordingly, with the sine qua
non condition that her message is as truthful as it is convincing. The stronger the
argument, the more rapidly it is accepted. The strength of an argument is given by
the amount and quality of the support material made available by the arguer: “Those
arguments that have both strength in the amount of support material and the power
to touch the emotions of the listener will tend to be the strongest.”(Huber & Snider
2002: 37)

Debates can be simultaneous and sequential (the procedural component). In simul-
taneous debates, all propositions are placed before the debate starts. In a sequential
debate propositions can be placed along with the evolution of the agenda during the
debate: “In the sequential debate, one of the debaters is asked to raise an argument
and the other debater can respond by raising one argument. In cases where debater
1 proposes the argument x, debater 2 proposes the argument y, and debater 2 wins
the debate, we will say that y counterargues x.” (Glazer and Rubinstein 2001: 166)

The public aspect of debate is also noteworthy in this context, so much so that
one can easily notice that today’s public discourse in general fails to satisfy the exi-
gencies of the old times standards, and, worse, it often ends up in a fiasco. One rea-
son out of several, perhaps, is that the agora-like manifestations such as the public
debates, open or broadcast, no longer succeed in delighting through craft, sound rea-
soning, or the diversity of perspectives. The point is that they simply lack the savour
of, or the incentive to interactivity, namely, they do not make us (the audience) want
to join into the discussion.

The solution would be to re-establish the balance between the three indispensa-
ble components of public speaking, persuasion, consistency, and ethicality. In this
way, communication becomes motivational and, thus, productive. This is, after all,
the very mobile of interactivity.

To put it in a nutshell, debate is a conversational-interactive type of communica-
tion based on the tenet of overcoming an opponent. In this procedural line, one side
needs to prevail over another. The core strategic element necessary for the accom-
plishment of this goal is persuasion (the rhetorical component), which, in turn, relies
on logical consistency and on factual accuracy (the logical component) and, last but
not least, on the emotional appeal to the audience (the psychological component). In
order to persuade, a debater has to present a superior ‘context’ and/or the framework
of the problem, which calls for a subtle strategic approach.
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Regarded as a rational social activity with effective implications in knowledge
origination and promotion, and structured on two stages, dispute and deliberation,
argumentation perfectly fits the debate format. In dispute (negative controversy), the
goal is to defend a conclusion by undermining alternatives, whereas in deliberation
the goal is to arrive at a conclusion by contrasting alternatives.

In any form of communication, there will always be a recipient of the message,
one that represents the other pole of the transfer line. The perspective that someone
may hear our message motivates us to deliver it, and, most importantly, to deliver it
in a ‘comprehensible’, reasonable manner. A reaction is therefore expected from the
message recipient. And, once the response is emitted, we speak of interactivity in
communication.

This is where the agents of communication should aim, to ‘keep the ball rolling’,
to make their interventions flow as smoothly and for as long as possible, for this is
how constructive dialogues are born. A reasonable dialogue, doubled by the quality
of interactiveness, will always come up good crop, profitable both socially and on the
personal level. Debate teaches us this lesson with professionalism, with decency,
and, why not, with generosity.

As a form of argumentative dialogue, debate relies on sustained interaction be-
tween opponents who make use of representational argument in order to persuade
one another and the audience of the truth value of their assertion or standpoint. The
speaker/debater/arguer defends her standpoint by resorting to support-information.
In this way, the speaker manipulates her statements or assertions which she has
already filled with the informational content generically referred to in argumentation
as propositions. The more skilled the speaker’s manoeuvring, the more chances of
persuasion she stands.

Aristotle identifies four classes of arguments in dialogue. These are the didactic,
dialectical, examinations, and contentious arguments. This configuration constituted
the starting point and basis from where both traditional and pragma-dialectical re-
search made their further contribution. According to Aristotle, “didactic arguments
are those that reason from the principles appropriate to each subject and not from the
opinions held by the answerer (for the learner should take things on trust). Dialectical
arguments are those that reason from premisses generally accepted, to the contra-
dictory of a given thesis. Examination arguments are those that reason from premisses
which are accepted by the answerer and which any one who pretends to possess
knowledge of the subject is bound to know-in what manner, has been defined in
another treatise. Contentious arguments are those that reason or appear to reason to
a conclusion from premisses that appear to be generally accepted but are not so.”®

> The Organon, or Logical Treaties of Aristotle: The Sophistical Elenchi, Book 1: 540-608.
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4. Why do we need (to) debate?

Debating is a constant presence in our life, an aspect of communication that engages
you practically unaware. That is why we need to learn to debate in order to be able to
move about the huge and perpetually interactive jungle called life. John Meany®, the
director of forensics at Claremont McKenna College, California, a debate coach and
a specialist in Parliamentary debating, thinks that debate is a reality we simply cannot
avoid because basically all human communication involves elements of debate.
When we express our opinion we need to do it the best way possible. In this way we
become convincing first to us and then to others. There are four skills one needs to
develop in order to accomplish this very important task: critical thinking, reading,
and research, persuasive speaking, organizational skills, and proved decision-mak-
ing.

Critical thinking helps us to conceptualise and analyse data and it also helps us to
organise our activities efficiently. In this way, our presentation will be both well doc-
umented and will have complied with the rules of logical order. The decisions we
make are refined by critical thinking, and we get to be more flexible and open to
suggestions, in a word more adaptive. In this way, we are prepared to assess and eval-
uate the information that we receive and compare it with our own opinions. It is also
important to question assumption, and when we do this in debate, we associate dyna-
mism with thinking. Then we need to examine alternatives. Instead of taking for
granted things presented to us by others, instead of getting caught in the trap of false
binarism, we need to see what alternatives exist to these issues, and, very important,
take action in order to remedy the problems we are confronted with.

Debate teaches us how to persuade without manipulating. After all, all our plead-
ing is done in front of an official judging forum (a judge) and that makes our argu-
mentation ethical: correct in all respects. In the act of persuasion the physical, non-
verbal strategies are combined with the oral ones.

We have seen that our need to debate is motivated by our need to make reasonable
decisions with respect to further actions and choices. This is why the reasons to en-
gage in debating are as countless as the finalities we have in view.

5. A way to reach across cultures

The highly formative effect that is exercised through its communicative component
renders debate an efficient tool that facilitates cross-cultural interaction. It provides

6 Source: John Meany’s instruction on Debate Central — Learn about debating,

http://debate.uvm.edu/learn2.html.
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an excellent communicative environment where values and beliefs that are specific
to a particular culture are confronted in view of determining the truth of an approach
or of an idea.

Debate divides us on both individual and on social level. It places us in an arena
where confrontation makes the show. Committed to the truthfulness of an idea, the
debaters make their argumentation as persuasive as possible in order to convince
the adjudicator and the audience of the sole veridicity of this idea. In this light, the
ground on which debate rests is highly ethical: it aims truth. And truth is universal.
Thus, beyond the antagonism of principles around which debate is structured, this
form of contest can be said to teach a valuable lesson namely that differences of
opinions can be settled reasonably and with the decency ensuing from it.

It is known that communication between cultures entails adaptation in terms of
the norms that are at work in the cultural contexts where each of the parties that are
expected to develop such contact belongs. This adaptation means primarily that each
party that engages in cross-cultural communication is correctly informed of every-
thing involving the target culture. A skewed representation of that culture is in itself
harmful to the productivity of the wished-for communication. The lack of a correct
approach, due to ignorance or misinformation, or, worse, to ill intentions, unsettles
the positive spirit that has inspired and enlivened this initiative and usually spawns
conflict.

Cross-cultural outreach should be based on dialogue and negotiation. The dia-
logue and the negotiation between the groups engaging in communication are in-
fluenced by cultural behaviours as well as by the communication patterns specific to
the interactants. The behaviours acquired inside a specific cultural environment are
perceived as foreign by the exponents of other cultures. This perception represents
one of the most important factors to exercise a significant influence both the style
and, very importantly, the outcome of negotiations. Out of, or on basis of conflict of
principles debates are set up.

Debate, by heavily relying on the speech acts edifice, teaches the lesson of in-
teractional communication through the use of illocutionary speech acts especially such
as verdictives (for making assertions), exercitives (to urge or challenge opponents to
do something), or expositives (in expressing emotions) that are likely to induce a cer-
tain feeling that leads to the creation of an attitude in a hearer. So, beside the
illocutionary effect it exercises a direct perlocutionary effect on the opponent and ad-
judicator by challenging them to act in a certain way, and an indirect one on the audi-
ence by giving them food for thought and, later, for action. Performatives are the
stepping stones in the construction of any successful debate and the way they are inte-
grated in the debate context serves as an excellent model for the general interactive
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communication. Communication is actually predominantly performative for most of
its weight falls, successively, on informing, inviting to action/challenging, contesting,
and refusing.

In this sense, Kent Bach shows that “some speech acts, however, are not primarily
acts of communication and have the function of affecting institutional states of af-
fairs. They can do so in either of two ways. Some officially judge something to be the
case, and others_actually make something the case. Those of the first kind include
judges’ rulings, referees’ decisions etc, and the latter include firing, appointing etc.
Acts of both kinds can be performed only in certain ways under certain circum-
stances by those in certain institutional or social positions.””

In debate attitude is very important, it can engage or, reversely, disengage the lis-
tener. From this point of view, namely from a psychological point of view, the illocu-
tionary force of the speech acts is intensified by and within the debate context. This
is so due to the heavy weight of the persuasive component. Convincing the other of
truth in the way you understand it is crucial. It is a way to make your voice heard,
firstly, and then to make others accept the truth carried by it. Whether it will be ac-
cepted by the addressee is a matter that is subject to adjudication and debate provides
the environment for that. Bach and Harnish (1979: 44-55) point towards further im-
plications the illocutionary speech acts have in terms of the psychological impact
they create. In debate, the speaker’s attitude traverses language barriers, it ‘speaks
words’ and ‘makes sense,” which makes it a forceful vehicle of communication.

6. Conclusion

The idea that human communication is essentially built on interactivity has already
been unanimously acknowledged by all domains of human activity. This is so due to
the constant flow of information, on the one hand, and on the other, there is the
permanent need of referencing that is a characteristic of existence, of life in general,
all forms of life being in need to refer to peer elements for self-definition and self-
identification. Interactivity leads us back to the same matrix of existence, where re-
lationships circulate through vertical channels, in hierarchical and diachronic dispo-
sition, as well as through horizontal channels, in synchronic and contiguity arrange-
ment. Thus, communication maps systematically the entire existential space.

As debate is positioned crossway it cumulates the informational matter that flows
in both directions. This makes debate a fertile terrain for interactivity, which be-
comes here a disciplined activity due to the formality of the debate context governed

7 Kent Bach, “Speech Acts”, Routledge Encyclopedia of Philosophy entry,
http://online.sfsu.edu/kbach/spchacts.html.
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by well-established rules and norms that co-work in the name of ethical, principled,
constructive and reasonable communication.

Debate offers us the possibility to become the right arguer: an arguer who con-
vinces the adjudicators that she is able to build up accurate syllogisms and play by
correct rules. To teach students the rules of debating is to offer them a basic, com-
prehensive lesson of language use at high standards.

This article proposed an examination of the debate mechanism and configuration
from a didactic perspective by pointing out its interactive character in terms of the
communicative-argumentative activity that constitutes the specificity of this domain.

This aspect is wonderfully rendered in the film The Great Debaters (2007):

Tolson: Debate starts with a proposition. With an idea “Resolved”: Child labour
should be regulated by the federal government. The first debater argues the affirm-
ative. Affirmative means that you are for something.

The second debater argues the negative. Negative means that you are what? Against.

Tolson shows his student (Samantha Booke) that her logic is faulty.

Samantha Booke: Without welfare, Mr. Tolson, people would be starving. Tolson:
Who's starving, Miss Booke?

Samantha Booke: The unemployed are starving.

Tolson: Mr. Burgess here. He’s unemployed. Obviously, he’s not starving. I drew you
in, Miss Booke. You gave a faulty premise, so your syllogism fell apart.

Samantha Booke: Syllogism?

Tolson: Your logic fell apart. Major premise: “The unemployed are starving.” Minor
premise: “Mr. Burgess is unemployed.” Conclusion: “Mr. Burgess is starving.” Your
major premise was based on a faulty assumption. Classic fallacy.

But probably the most valuable lesson Tolson taught to his class of debaters was
about the relationship with their opponent. When confronting the opponent, no de-
bater should meet him or her with fear. Fear of one’s opponent will enhance the
opponent’s chances to success considerably:

Tolson: Who's the judge?

Class: The Judge is God.

Tolson: Why is he God?

Class: Because he decides who wins or loses, not my opponent.
Tolson: Who is your opponent?

Class: He doesn’t exist.

Tolson: Why does he not exist?

Class: Because he’s merely a dissenting voice to the truth I speak.
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From a didactic point of view, when studying about debate as a form of improving

communication skills, the students will come to grips with a multitude of very im-

portant issues, which often turn out to be rather hard nuts to crack: self-confidence,

a clear, coherent and cohesive way to express their ideas and thought, fair-play and

mutual respect. We find that all these aspects of human psychology — considered in

its general sense of human interaction — are richly and multifariously rendered in the

large domains of rhetoric, argumentation, logical and critical thinking, and public

speaking. Thus, when debate strategies and techniques are taught from an early age,

the benefit in terms of individual formation directed to social progress will be huge

and with manifest rapid effects.
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A la recherche du sens dans la traduction du langage
médical. Le cas de la traduction humaine et de la
traduction automatique

Renata GEORGESCU
»Babes-Bolyai” University,
Cluj-Napoca, Romania

REZUMAT: Expertii europeni si americani reuniti in cadrul proiectului Social Science
Translation au convenit asupra definitiei traducdtorului ideal. Acesta ar trebui s3
lucreze inspre limba materni ca limb3 tintd, s3 aibd un nivel aprofundat de cunoas-
tere a limbii sursi, si fi urmat cursuri de formare in domeniul tehnicilor de tradu-
cere si sd cunoascd bine subiectul tratat de textul pe care urmeazi si-l traducd, in
special dacd este vorba de un text savant. Aceiasi experti au considerat c3 textele de
naturd stiintificd ar putea fi niste candidati demni de luat in seam3 pentru traduce-
rea automati intrucit programele informatice de traducere depisesc, datoritd nu-
meroaselor dictionare si configuratii informatice care asociazd norme gramaticale
si lingvistice, capacitatea memoriei umane de a stdpini aceste elemente. Pe de altd
parte, viteza de traducere este net in favoarea « masinii ». Cu toate acestea, experi-
enta propusd in cadrul cursului de traduceri specializate, care se adreseazi studen-
tilor de anul I1I, a demonstrat c3 transmiterea corectd a mesajului si a logicii care
stau la baza textului de tradus se dovedeste mai importantd decit rapiditatea cu care
se efectueazi respectiva traducere. Comparind traducerea propusi de ei insisi cu
traducerea furnizatd de Google Translate, studentii au ajuns la concluzia c3 nenu-
mdratele carente descoperite in traducerea automati nu justificd recurgerea la acest
tip de solutie.

Mots-clés: vocabulaire médical, traduction humaine, logiciels de traduction auto-
matique, comprendre/connaitre, stratégies traduisantes

Cuvinte-cheie: vocabular medical, traducere umand, program de traducere auto-
matd, a intelege/a cunoaste, strategii de traducere.

1. Préliminaires

Une bonne connaissance du vocabulaire général, assortie d'une connaissance appro-
fondie de la grammaire des langues a partir desquelles et vers lesquelles on traduit,
de lectures dans le domaine dont un texte source fait partie et d'une bonne maitrise
des stratégies traduisantes constituent, en régle générale, les ingrédients de base
d’une traduction réussie. Aussi, en partageant I’avis de Bruno Poncharal, pourrions-
nous accepter I'idée que le traducteur idéal « est quelqu'un dont la langue maternelle
ou dominante est la langue cible, qui a acquis une connaissance approfondie de la
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langue source, recu une formation aux techniques de la traduction, et — en particulier
s'il s’agit d’'un texte savant — qui connait bien le sujet traité par le texte. »*
Cependant, étant donné que la mémoire humaine est limitée, nous pourrions
étre tentés de considérer que les logiciels de traduction automatique remplissent
mieux que ’homme la premiére condition. Cette hypotheése est renforcée par le fait
que différents dictionnaires de mots courants qu'un logiciel « maitrise » s’ajoutent a
des configurations qui associent régles grammaticales et linguistiques. Néanmoins,
le produit final de l'opération traduisante n’atteint pas le niveau de correction et de
finesse que l'on peut constater dans le cas d'une traduction humaine réalisée par un
professionnel. C'est a partir de ce constat et de I'affirmation (avec laquelle nous ne
sommes pas d’accord) que « les textes scientifiques pourraient étre de bons candidats
a la traduction automatique »? que nous avons eu I'idée d'une expérience didactique.

2. Contexte général

Cette expérience s'est déroulée avec le concours des étudiants en troisiéme année,
dans le cadre d’'une classe de traductions spécialisées consacrée a la traduction mé-
dicale, au cours du second semestre d’études. Il nous parait important de ne pas
s’aventurer dans la traduction des textes médicaux deés le premier semestre car, a ce
moment-13, les étudiants possédent des pré-acquis insuffisants pour s’attaquer 2 un
tel type de texte et mener a bien une telle activité. Les objectifs principaux que nous
nous proposons d’atteindre grice aux traductions effectuées pendant le premier se-
mestre, a partir des textes de vulgarisation scientifique avec un degré de difficulté
allant de facile a moyen, sont:

« d’améliorer la maniére des étudiants d’aborder les divers textes a traduire,

« de leur faire oublier le mot-a-mot trop utilisé pendant leur parcours scolaire an-
térieur et

+ de leur faire comprendre que la théorie de la traduction et sa pratique vont main
dans la main.

Au second semestre, par contre, nous leur proposons des textes spécialisés, plus
longs et plus difficiles, car la quantité d’explications avant (et pendant) le processus
de traduction est (du moins on l'espére) nettement plus réduite que celle qui était

http://www.acls.org/uploadedFiles/Publications/Programs/sstp_guide_french.pdf,
consulté le 20.05.2013, p. 6.
http://www.acls.org/uploadedFiles/Publications/Programs/sstp_guide_french.pdf,
consulté le 20.05.2013, p. 4.
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nécessaire pendant le premier semestre. Les objectifs principaux durant ce semestre
portent sur

« les éléments nécessaires a une recherche terminologique poussée
« la fidélité par rapport a l'original
et

« la rigueur terminologique.
3. Assises méthodologiques

Dans Lapproche par compétences dans lenseignement des langues, Jean-Claude Beacco
suggere que maitriser une langue signifie avoir la capacité de mettre en ceuvre tout
un systeme de compétences de nature différente, acquises a plusieurs niveaux grice
a des stratégies enseignantes distinctes. Lauteur affirme qu'« il existe, potentielle-
ment, au moins autant de méthodologies denseignement distinctes qu'il existe de
compétences identifiées. »* Ainsi, I'enseignant (ou le formateur) dans le domaine
des traductions spécialisées devrait commencer par établir les types de compétences
a acquérir par I'apprenti. Pour les étudiants en I1I-éme année il ne faudrait pas fixer
des objectifs trop ambitieux car, de toute fagon, ils auront a leur disposition deux
années d'études mastérales pour raffiner, voire parfaire leurs rapports au texte 2 tra-
duire et au produit final de I'activité traduisante. La compréhension correcte du mes-
sage en langue source jusqua un certain niveau de spécialisation reste 'objectif dé-
terminant et la condition sine qua non pour que l'apprenti traducteur réussisse a le
transmettre aussi fidelement que possible dans la langue cible. Aussi la théorie in-
terprétative du sens continue-t-elle de rester, a nos yeux, la méthode idéale pour in-
citer les étudiants a prendre du plaisir dans l'activité de traduction et a asseoir les
bons réflexes traduisants*. De ce point de vue 13, nous ne nous inscrivons pas sur la
piste ouverte par J.C.Beacco et nous ne souscrivons que partiellement a la conclusion
qu’il propose: « il devient possible d’avoir recours a des modes dorganisation des
enseignements plus précis et plus adaptés a 'objet d'enseignement et non plus a une
méthodologie d’enseignement unique et englobante. »° Cette approche nous parait

3

BEACCO, ]J.C., Lapproche par compétences dans Lenseignement des langues, Ed. Didier, Paris, 2007,
p.7

Voir, a ce propos, notre article intitulé Trad d vue et trad spé — une histoire de continuité et de
complémentarité in Revue Internationale d'Etudes en Langues Modernes Appliquées, nr. 5, Ed.
Risoprint, Cluj-Napoca, 2012.

5 BEACCO, ].C., Lapproche par compétences dans lenseignement des langues, Ed. Didier, Paris, 2007,
p.-7
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davantage valable dans le cas de l'enseignement général d'une langue qui, au-dela de
certains invariants méthodologiques, permet au formateur d’adapter son enseigne-
ment A l'objet d'étude. Nous considérons que la traduction spécialisée ne s’y préte
que partiellement, en tant que composante de 'appropriation d'une langue a un ni-
veau élevé, car les stratégies de documentation, de traduction et/ou de révision res-
tent quasiment identiques qu’il s’agisse d'une traduction médicale, juridique, écono-
mique ou technique.

4. « Diagnostic » du texte médical

De l'avis de la plupart des étudiants, le texte que nous avons proposé pour la traduc-
tion® appartenait a un niveau du langage médical plutét accessible. Nous ne nous
étions d’ailleurs pas proposé de leur faire traduire, lors de la premiere rencontre avec
ce langage, un texte trop spécialisé, pour pallier au sentiment de panique que les
étudiants confirment ressentir devant ce type de vocabulaire.

A notre avis, un texte 2 traduire pourrait étre imaginé comme un sapin de Noél
qui, en fonction des années et des modes, est orné de boules rouges, dorées, argen-
tées ou d’'une autre couleur, de guirlandes assorties, de lumieres. Dans cette perspec-
tive, le tronc du sapin représenterait le squelette grammatical de la phrase, le conte-
neur immuable des principales fonctions syntaxiques, auquel sajoutent les
branches, cest-a-dire les différents types de phrases, émaillées, par endroits, de
termes spécialisés (les boules de sapin) qui nécessitent ou non, en fonction de leur
degré de spécialisation, une recherche terminologique plus ou moins poussée. Ce-
pendant, il est généralement accepté que, quelque poussée que soit la recherche ter-
minologique, elle ne transformera pas le traducteur en médecin, juriste, économiste
ou ingénieur. Aussi considérons-nous que le point de vue exprimé par Jamal Ammal
dans son article, autrement fort intéressant, intitulé Une méthodologie de la traduction
médicale devrait étre nuancé. Lauteur commence par affirmer que « l'on ne peut
traduire que ce que l'on comprend bien »” et propose, en tant quéléments d'une
comparaison concernant le processus de compréhension, le traité de Maastricht et
la relation existant entre 'inflation et le chémage, respectivement la biosynthése du
cholestérol ou les troubles qui peuvent causer 'hypercholestérolémie.® La distinction

Voir I'annexe.

AMAL, Jammal, « Une méthodologie de la traduction médicale » in Meta: journal des traducteurs,
vol. 44, n°2, 1999, p. 217.

« On conviendra, par exemple, qu'il est plus facile de comprendre les tenants et aboutissants du
traité de Maastricht, ou la relation existant entre 'inflation et le chémage, que ce qui se passe
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qui s'imposerait dans ce cas de figure porte, a notre avis, sur les connotations du
verbe comprendre, respectivement connaitre. Il nous parait évident que I'impression
d’avoir bien compris le message s’installe plus vite et plus confortablement dans le
cas des deux premiers exemples, car la terminologie utilisée pour expliquer le ren-
forcement de la légitimité démocratique des institutions, la mise en ceuvre d’'une
politique étrangere et de sécurité commune, voire les mécanismes sociaux et écono-
miques qui accompagnent l'inflation ou le chdmage, n'est pas extrémement spécia-
lisée. D’autre part, les médias fournissent quotidiennement des informations qui
touchent de prés ou de loin a la problématique, ce qui pourrait étre utile pour qui
voudrait vraiment comprendre ces réalités. Cependant, la compréhension ne nous
parait plus tellement facile 2 atteindre lorsque, dans le cadre du méme traite de Maas-
tricht, il est question de 'union économique et monétaire, du systéme des retraites,
voire du rapport existant entre les indices boursiers et la hausse ou la baisse du ché-
mage.

Pour ce qui est de la terminologie médicale, une bonne maitrise du vocabulaire
de spécialité dans les deux langues est absolument nécessaire si l'on veut, en tant
que traducteur, trouver les meilleures équivalences et faciliter la compréhension, par
le spécialiste, du point de vue d'un confrere étranger ou des résultats des recherches
effectuées dans d’autres pays. Or, en enchainant sur les exemples proposés par Jam-
mal, nous considérons que le spécialiste connait déja ce que l'expression biosynthése
du cholestérol veut dire; il a, par contre, besoin de comprendre tout ce qui vient avec,
fut-ce la description d'un médicament ou d'une méthode révolutionnaire de traite-
ment. Le traducteur, quant a lui, ne doit pas nécessairement tout connaitre sur le
métabolisme du cholestérol; il doit veiller 2 éviter les & peu pres et traduire de la
facon la plus correcte biosynthése par biosintezd et non pas, éventuellement, par sin-
teza bio.

Quest-ce qui fait donc la différence entre la phrase appartenant au langage mé-
dical et celle qui appartient au vocabulaire général ? Dans ce diagnostic sémiolo-
gique, les signes qui sont immeédiatement reconnaissables sont les termes spéciali-
sés. Prenons juste quelques exemples: 1a ot le commun des mortels parle de bleu,
de nez qui coule, de maux de téte, de difficulté de respirer, de couper, d’enlever, de coudre
le médecin comprend et dit ecchymose, rhinorée, céphalée, dyspnée, inciser, extirper, su-
turer. Les palpitations qu'accuse un malade sont décodées par le spécialiste en termes
de tachycardie ou d’arythmie selon que les battements du coeur sont plus ou moins
fréquents. Les douleurs abdominales sont classées en fonction de l'endroit ou elles

au cours de la biosynthése du cholestérol et des troubles qui peuvent causer '’hypercholestéro-
lémie. » in Jammal, Amal, op. cit., p. 217.
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sont ressenties en épigastriques, hypogastriques, respectivement périombilicales.
L'usage que les médecins font de la langue « ne va pas a l'encontre des principes de
fonctionnement généraux de la langue. Tout au plus font-ils une utilisation
particuliere des possibilités qu'offre cette langue. »° Cette utilisation particuliére se
traduit également par une précision plus accrue qui, comme les exemples précédents
I'indiquent, n'est familiére qu'aux spécialistes du domaine.

Autrement dit, la longueur des branches, la quantité d’aiguilles, la taille et la
forme de notre sapin constituent 'équivalent métaphorique de la longueur de la
phrase médicale, de la place quoccupent les divers membres de celle-ci, de la préfé-
rence pour certains mots au lieu de certains autres.

A part cette terminologie particuliére qui caractérise le langage médical, il nous
parait que la siglaison et I’abréviation dont il abonde constituent la vraie difficulté,
que le traducteur n’a pas la possibilité de résoudre aisément pour cette simple raison
que les dictionnaires médicaux ne contiennent pas ce genre dentrées. Les ressources
électroniques peuvent, souvent, pallier 2 ce manque, mais l'avis du spécialiste reste
la solution idéale pour la validation de la traduction. On ne trouvera pas dans un
dictionnaire le sens des abréviations latines qui sont, parfois, présentes sur les or-
donnances que le médecin prescrit. Mais, p. r. n'°, ce dernier pourra décrypter leur
signification pour le traducteur. C'est toujours lui qui pourra I'éclairer sur le choix a
privilégier parmi plusieurs possibles pour que la traduction ne sente pas la traduc-
tion mais le texte écrit par « un spécialiste » du domaine. En guise d'exemple, méme
si en roumain l'on peut dire infarct miocardic, infarct de miocard et infarct al miocar-
dului, les trois formes étant considérées en égale mesure correctes du point de vue
grammatical, le spécialiste en privilégiera la premiére et le traducteur devra tenir
compte de cette préférence dans sa traduction.

Pour ce qui est des faux amis, ils nécessitent une attention particuliere quel que
soit le couple de langues en présence dans la traduction. Toutefois, le roumain est,
de ce point de vue, dans une situation privilégiée, car le vocabulaire médical étant
calqué sur le francais, les risques de fournir une traduction incorrecte sont moins
nombreux que pour les couples anglais-frangais ou francais-allemand. Le vocabu-
laire général est redevable en une proportion trés importante aux emprunts du fran-
cais, et cette proportion est nettement supérieure quand il s’agit du langage médical

® ROULEAU, Maurice, La terminologie médicale et ses problémes,
http://www.medtrad.org/pana.htm, consulté le 13.06.2013, p. 144.

10 cest-a-dire a la demande. (pro re nata) Voir, pour une liste compleéte de ces abréviations, BON-
NEL, Marc (sous la direction de REITHMANN, Annie), Langlais médical, Ed. Groupe Studyra-
maPro, Levallois-Perret, Paris, 2013, p. 186.
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et juridique, domaines dans lesquels, pendant tout un siécle, le frangais a représenté
une véritable lingua franca pour la transmission du savoir, permettant aux médecins
et aux juristes roumains de ne pas étre en reste par rapport a leurs confréres.

5. Stratégies « thérapeutiques » d’'une bonne traduction
5.1. Savoir Reconnaitre Et Décoder Les Suffixes Et Les Préfixes

En tant quéléments de composition des mots francais appartenant au vocabulaire
médical, les suffixes et les préfixes latins sont relativement faciles 3 comprendre par
les Roumains, étant donné la racine commune des deux langues. S’y ajoutent les
préfixes et les suffixes d’origine grecque qui ont, a leur tour, un contenu linguistique
facile a repérer une fois les formes apprises. Le verbe francais ankyloser provient du
grec ankylos- (tordu, de travers) et il a pénétré sous une forme similaire en roumain:
a (se) anchiloza; le nom aérophagie (en roumain aerofagie) est construit a partir du
préfixe grec aér (signifiant air ) et du radical phagie signifiant, en grec, un comporte-
ment ou une habitude alimentaire, I'adjectif céphalo-rachidien (en roumain cefalora-
hidian) provient du grec kephalé (téte), respectivement rakhis (épine dorsale).

Dans Etymologie et Structures des termes médicaux', Jean Bossy définit le terme
médical comme étant justement un radical auquel peuvent s’ajouter a tour de rdle
ou simultanément un préfixe et un suffixe: « ainsi cardio (cceur) est a l'origine d’an-
giocardiographie, cardiopathie, électrocardiographie. »'?> Connaitre le sens des af-
fixes reviendrait, par conséquent, A pouvoir présumer d'une maniére plus ou moins
correcte la réalité médicale qui se cache derriére un terme appartenant a ce domaine.
Pourtant, en Roumanie, le latin n'est pas étudié en faculté de médecine et il n'est pas
non plus étudié dans les filieres L.M.A. Pour pallier A cette lacune, un premier exer-
cice que nous proposons aux étudiants est de se familiariser avec la signification d'un
nombre important de préfixes et de suffixes médicaux afin de pouvoir déduire, ne
serait-ce que partiellement, le sens du mot médical. Sachant que le préfixe « a » en
médecine signifie dépourvu de, ou en 'absence de quelque chose, il leur sera facile
de déduire le sens des mots tels achromate ou arythmie. Telle ne sera peut-étre pas la
situation avec des mots comme ablépharie (encore que leur suggérer de penser a ble-
faritd, emprunt également dorigine francaise, pourrait les mettre sur la piste des
paupiéres) ou anisocorie. Dans cette étape, il faut également attirer leur attention sur
les confusions et les erreurs possibles. Un peu d’humour les détendra et éveillera

11 BOSSY, Jean, Etymologie et Structures des termes médicaux, Ed. Sauramps médical, Montpellier,
1997.
2 BOSSY, Jean, op. cit., p. 9.
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tant leur intérét que leur désir de trouver d’autres exemples. Dans la série d'exemples
médicaux commencant par le préfixe a-, proposez-leur 'exemple du nom abus ou du
verbe abattre et vous aurez, peut-étre, une surprise.

Pour ce qui est des suffixes, il est important de distinguer entre leur valeur gram-
maticale et leur signification intrinseque. Il faut également noter la distinction in-
troduite par le suffixe entre le symptome et la maladie, ou entre I'effet positif et né-
gatif; comparer névralgie (douleur) et neuropathie (trouble du systéme nerveux), res-
pectivement bactéricide et soporifique. Comme on ne peut trop s’attarder sur cette
étape, il vaut mieux suggérer aux étudiants de consulter quelques glossaires ou dic-
tionnaires de termes médicaux. Le site consacré au francais sur objectifs spécifiques
(http://www.le-fos.com/) nous parait un instrument utile car la section glossaires
thématiques offre la possibilité de faire des recherches terminologiques dans cinq
domaines 2 part: les affaires, les relations internationales, le droit, les sciences et la
médecine.

D’autre part, afin d’avoir la confirmation du bon choix des termes dans la traduc-
tion vers la langue roumaine, il conviendrait de leur suggérer une consultation des
dictionnaires publiés en version papier, qui devraient présenter une meilleure garan-
tie quant a la validité des termes recherchés. Malgré le peu de choix, les titres sui-
vants peuvent s’avérer utiles: Dictionar medical de buzunar francez-romdn/romadn-
francez'3, Dictionar de termeni pentru asistentii medicali'®, Dictionar medical ilustrat de
la Ala Z2

5.2. Utiliser a bon escient la technique de la synonymie et de l'antonymie

La synonymie et 'antonymie sont des stratégies de traduction qui, parfois, « compli-
quent la vie du traducteur, médical ou autre », tout en restant les principaux ins-
truments qui, dans le cas d'une traduction littéraire ou générale, font la différence
entre un bon traducteur, possédant un riche bagage cognitif et lexical et un traduc-
teur qui se contente du simple mot-a-mot. Cependant, les cas de synonymie dans le
langage médical sont assez rares. Tout au plus pourrions-nous parler, une fois de
plus, d'une préférence pour certaines formes au détriment des autres possibles,
comme dans les exemples précédents.

13 DIZABO, Danielle, Dictionar medical de buzunar francez-roman /roman-francez,Ed. Polirom, Iasi,

2006.
4 TITIRCA, Lucretia, Dictionar de termeni pentru asistentii medicali, Ed. Viata Medicald Romanea-
scd, Bucuresti, 2008.
5 Dictionar medical ilustrat de la A la Z, vol. 1-12, Ed. Litera, Bucuresti, 2013.

6 Ibid., p. 146.
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5.3. Rechercher et traduire le sens

Cela fait plus de 50 ans que la traduction automatique existe et, pourtant, la machine
n’a pas encore réussi a détroner ’homme. La raison en est évidente: malgré la rapi-
dité avec laquelle le moteur de traduction effectue l'opération de transposition du
message d'une langue dans I'autre, les autres aspects, qui font la différence de qualité
entre le produit final de la machine et de ’homme vont conduire a toujours préférer
ce dernier.

Avec cette idée comme point de départ, nous avons proposé aux étudiants ainsi
qu'a Google Translate un texte!” de vulgarisation scientifique. Nous avons opté pour
Google Translate uniquement parce que l'acces y est gratuit et parce qu’il est le plus
plébiscité.

Au-dela de la lenteur manifeste du processus de traduction humaine, la qualité
de son produit final a été nettement supérieure a celle du texte traduit automatique-
ment. L'expérience que nous avons menée a prouvé que la traduction fournie par
Google Translate avait une seule qualité pres: la vitesse avec laquelle elle a été réali-
sée. Au-dela de cet aspect, peu de raisons de préférer le « traducteur automatique »
au traducteur humain.

6. Carences de la traduction automatique
6.1. Labsence de logique (de sens)
Un premier aspect dénoncé par un grand nombre d’étudiants porte sur 'absence de

logique dans le texte cible:

« «par rapport a notre traduction, les phrases dans le texte traduit par Google n'ont
pas de sens »;

« «les phrases sont dépourvues de cohérence en termes de signification et de mes-
sage »;
+ «incapacité de réaliser la connexion entre les sens des mots afin de construire

une phrase cohérente »;

« «ace que jai pu constater, alors qu’il devrait traduire mieux une phrase plus
longue parce qu’il a davantage d’information a traiter, GT traduit le moins bien
justement ces phrases-la. »

17 Voir annexe.
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« dans le cas de la traduction automatique on remarque la présence de nom-
breuses constructions ambigties: sectiunea plin de cord lor spinarii, materialul va
fi de economisire, scaunul de o serie de procese, genera deteriorarea in conti-
nuare. A mon avis, la principale différence entre la traduction humaine et la tra-
duction automatique est le manque de logique et de sens. »

« l'ordre des mots dans la phrase ne correspond pas au roumain, ce qui rend la
traduction automatique difficile a suivre. La syntaxe est douteuse. »

«alencontre d'un traducteur humain, les logiciels de traduction automatique ne
sont pas capables de déverbaliser le texte qui doit étre traduit. Ne pouvant pas
déverbaliser , GT n'est pas capable de comprendre le texte, du moins pas comme
le ferait une personne. Dans le meilleur des cas, un logiciel de traduction peut
utiliser la méthode de la triangulation pour ,deviner” le mot suivant en fonction
de ceux qu’il a déja traduits. Prenons l'exemple de la premiére phrase du
texte: « La majorité des patients ayant subi une lésion de la moelle épiniére nwont pas
eu de section compléte de leur moelle épiniére, méme en cas de paralysie totale. » La
traduction fournie par GT en est la suivante: « Majoritatea pacientilor care au su-
ferit maduvei spindrii nu au sectiunea lor plin de mdduva spindrii, chiar si in caz de
paralizie totald. » ( Cest moi qui ai mis les diacritiques roumains, car GT ne l'a pas
fait 1) Nous pouvons constater que les 5 premiers mots de la phrase ont été tra-
duits correctement. Parce qu’il n’a pas trouvé d’équivalent pour ,une lésion”, GT
passe aux mots suivants: « de la moelle » réalisant ainsi un faux lien entre deux
membres de phrase qu'un traducteur humain ne traiterait pas ensemble: ayant
subi et de la moelle épiniére. De son point de vue ( s’il en a vraiment un !), il a bien
traduit car la série de mots ayant subi de la moelle épiniére pourrait se traduire en
mot a mot par au suferit miduvei spindrii.

L’absence de sens dans le cas de la traduction automatique pourrait s’expliquer

par le fait que GT (comme Trados, WF, Déja vu ou d’autres logiciels de traduction )
traitent des unités de traduction et non pas des unités de sens. La virgule représente
pour lui la fin d'une unité de traduction. Ainsi, la derniere partie de la premiere
phrase est bien traduite apres la virgule: méme en cas de paralysie totale. = chiar si in
caz de paralizie totald. Cependant, dans la dernieére phrase, a cause de la virgule, GT
ne fait plus la connexion entre des substances chimiques et appelées, dou 'absence d’ac-
cord entre substante chimice extrem de reactive si cunoscut. » « Ce que 'on peut obser-
ver des le premier coup d'ceil est la différence quantitative entre notre traduction et
celle de Google Translate. Elle peut s'expliquer par 'absence de raisonnement du
logiciel. Il n’est pas étonnant de constater que dans la version machine il y a moins
de mots, car le logiciel a fait une traduction de type mot a mot. Dans notre version,
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le nombre de mots est plus grand a cause des explications et des constructions que
nous avons employées mais notre traduction est plus intelligible et plus logique. »

6.2. Inadaptation du choix linguistique au contexte

Nous avons eu la satisfaction de constater que, en comparant la traduction machine
et 1a leur, les étudiants ont pu mieux comprendre I'importance de I'adéquation des
choix terminologiques. Leurs constats et, a la fois, leurs critiques portaient sur le fait
que:

« Dans la plupart des cas, le programme utilise le sens propre des mots (siége —
scaun, et pas centrul), donc la phrase finale n’a pas de logique (Tesutul va fi scutit
scaunul de o serie de procese care va genera deteriorarea in continuare).

« «Lelogiciel n'est pas capable de distinguer les nuances ou les fonctions gramma-
ticales. Ainsi, pour le verbe épargner il propose une solution qui ne fonctionne
pas dans le contexte. C'est aussi le cas du nom siége, dont la traduction rend la
phrase incompréhensible. »

« « Le sens des mots n'est pas toujours celui qui est requis par le contexte et les
erreurs sont souvent majeures: sectiunea plin de cord, Materialul va fi de economi-
sire, scaunul, prejudiciul maduvei. »

« « Primirea et receptarea sont des synonymes mais le choix doit se faire en fonction
du registre de langue auquel on se rapporte. Google Translate ne tient pas compte
du registre qu’il faut employer dans le contexte médical. Receptarea est la solution
quon doit privilégier dans la traduction. »

« « Pour le logiciel de traduction la synonymie est un vrai probleme car il ne sait
pas choisir la solution appropriée pour le contexte donné. Souvent, les traductions
qu’il propose sont amusantes ou absurdes. Google Translate n’a pas la capacité
d’analyser le contexte et de proposer des solutions correctes. Il ne faut pas oublier
que parfois la vie d'un homme dépend de la traduction d’'un texte médical. »

6.3. Non-Respect Des Accords Grammaticaux

L’accord des mots est une nuance de la langue que la machine de traduction n'est pas
a méme de comprendre. Les étudiants ont remarqué que:

« « Google Translate ne peut pas faire l'accord entre le sujet et le prédicat. »

« « il ya souvent absence d’accord en genre et en nombre (o parte din midduva
spindrii poate rimane totusi intacte, structuri celulare eliberati) »
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« « Parfois, dans de trés rares cas, il est possible que la traduction automatique
ressemble a une traduction réussie mais, comme il n’a pas le sens de la phrase,
Google Translate n'est pas capable de faire I'accord en genre et en nombre (voire
la deuxieme phrase du texte). Il ne fait pas toujours non plus l'accord entre le
nom et l'adjectif: o parte ... pot fi lidsate intacte. »

6.4. Non-Respect De La Ponctuation Et Des Diacritiques

Seulement trois étudiants ont dénoncé I'absence des diacritiques roumains dans la
traduction automatique. Une confirmation de plus que le cerveau (peut-étre méme
le cerveau diacritique?®) ajoute de fagon automatique ces petits signes qui distinguent
certains mots, de fagon que le lecteur puisse comprendre vite et bien ce qui, en fin
de compte, est écrit incorrectement.

« «GT ne met pas de virgules si elles n'existent pas dans le texte source méme sila
version en roumain en a besoin pour la cohérence. »

« «ilny a pas toujours de diacritiques dans la traduction en roumain: pacientilor,
maduvel, substante »

« «Cestmoi qui ai mis les diacritiques roumains, car GT ne I'a pas fait ! »
7. Avantages de la traduction humaine

Ala fin de cette expérience, les étudiants ont compris que faire appel 2 un logiciel de
traduction, méme en situation d'urgence, n'est pas la meilleure solution.

« «malgré la rapidité avec laquelle Google Translate propose la traduction du texte,
il ne peut quand méme pas surprendre toutes les nuances de la langue. Un pre-
mier probléme serait le manque de logique des phrases. »

« «une autre différence majeure que jai trouvée entre les deux traductions porte
sur le choix.

Un traducteur avisé peut réorganiser le texte pour rendre le message encore plus
clair (comme nous l'avons d’ailleurs fait): Tesutul neafectat va deveni centrul unor
procese care vor conduce la alte afectiuni, deoarece in urma unei astfel de leziuni se
elibereazd ,radicali liberi”, extrem de reactivi, adicd niste substante care vor ataca

18 Appelé aussi cerveau gauche par Michelle Bourassa, il aiderait les lecteurs a corriger de facon
automatique l'orthographe des mots. Voir, a ce propos, BOURASSA, Michelle. Le cerveau no-
made: éducation, travail clinique et neurosciences, Les Presses de I'Université d’Ottawa, 2006, p.
18.
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structura celulelor. De cette maniére, l'enchainement des phrases est plus facile 2
suivre, donc le message sera mieux compris par le lecteur. »

« « Google Translate ne peut faire que du mot a mot. Ainsi s’expliquent les répé-
tions de certains mots, alors que nous avons changé la catégorie grammaticale
pour éviter ces répétitions. Au lieu de traduire tout le temps leziune a mdaduvei
spindrii, nous avons traduit aussi par leziune medulard. »

« « Les traductions nécessitent un sens et un raffinement linguistiques qui sont
spécifiques a 'lhomme. Aucun logiciel de traduction ne peut, pour le moment,
les faire apparaitre dans un texte. Google Translate n’a pas pu identifier le sens
figuré des mots et il n’a pas réussi non plus a trouver les bons équivalents, a réu-
nir deux phrases, quand il y avait un rapport logique entre elles. »

« «les erreurs de grammaire, les erreurs lexicales, les erreurs d'expression rendent
le texte traduit par Google gauche. A mon avis, ce logiciel est la preuve qu'un
ordinateur ne peut ni surpasser le cerveau humain, ni remplacer la sensibilité, le
tact et 'intuition du traducteur. »

Réviser une traduction automatique peut s’avérer une activité plus chronophage
que de faire soi-méme la traduction respective. Le seul avantage apporté par le logi-
ciel de traduction est la vitesse. Or, le traducteur est davantage intéressé par le sens
et la logique de sa traduction que par le laps de temps dans lequel il peut la mettre a
la disposition du client.

8. Annexe

« La majorité des patients ayant subi une lésion de la moelle épiniére n'ont pas eu de
section complete de leur moelle épiniére, méme en cas de paralysie totale. Sil'impact
initial interrompt la réception ou la transmission de I'influx nerveux par les neu-
rones au niveau de la 1ésion, une partie de la moelle épiniére peut néanmoins rester
intacte. Le tissu épargné va étre le sieége d’'un certain nombre de processus qui vont
générer d’'autres dommages. Suite 2 une lésion de la moelle épiniere, des substances
chimiques hautement réactives, appelées « radicaux libres », sont libérées et atta-
quent les structures des cellules. Le traumatisme va entrainer également la libération
d’un exces de neurotransmetteurs conduisant a un dommage secondaire di a la su-
rexcitation des cellules nerveuses. (...) Des études chez 'animal indiquent plusieurs
possibilités de développement de nouveaux traitements des lésions de la moelle épi-
niere, parmi lesquelles des médicaments facilitant les stratégies de régénération et
de transplantation. Les médicaments neuroprotecteurs peuvent offrir des possibili-
tés intéressantes pour toute intervention thérapeutique. Il s’agit des anti-oxydants,
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des inhibiteurs calciques et de molécules qui contrélent I’action des neurotransmet-
teurs. Des études précliniques sur le ganglioside GM-1 ont montré que ce produit
peut étre utile dans la prévention des dommages secondaires lors d'une lésion aigue
de la moelle épiniére; (...) Jusqu'a récemment, la majorité des cas de mort cellulaire
était attribuée a une nécrose au cours de laquelle les cellules gonflaient et se rom-
paient. Les scientifiques ont montré que certaines cellules mouraient en raison d'une
apoptose, cest-a-dire une forme de mort contrdlée au cours de laquelle les cellules
1ésées meurent mais avec de moindres dommages pour les tissus environnants. Le
blocage de l'apoptose peut étre un moyen permettant d’améliorer la récupération
suite a une lésion de la moelle épiniére. (...) D’autres interventions, comme une
greffe de moelle ou une greffe des nerfs périphériques, sont porteuses d’avenir pour
permettre une éventuelle régénération des cordons de la moelle épiniére et pour ai-
der a la récupération fonctionnelle. »
http://www.medicinesformankind.eu/upload/pdf/F_spinal.pdf, consulté le 9.04.2012

En guise dexemple...

Texte source

Traduction humaine

Traduction automatique

La majorité des patients ayant
subi une lésion de la moelle épi-
niére n'ont pas eu de section
complete de leur moelle épi-
niére, méme en cas de paralysie
totale.

Si l'impact initial interrompt
la réception ou la transmission
de l'influx nerveux par les neu-
rones au niveau de la 1ésion, une
partie de la moelle épiniére peut
néanmoins rester intacte.

Le tissu épargné va étre le siege
d'un certain nombre de proces-
sus qui vont générer d’autres
dommages. Suite a une lésion de
la moelle épiniere, des subs-
tances chimiques hautement ré-
actives, appelées « radicaux li-
bres », sont libérées et attaquent
les structures des cellules.

Pentru majoritatea pacientilor
care au suferit o leziune me-
dulard, sectionarea mdduvei
nu a fost completd nici micar
in cazul paraliziei totale.

Chiar dacd impactul initial
intrerupe receptarea sau tran-
smiterea impulsului nervos la
nivelul neuronilor aflati in ju-
rul leziunii, o parte a miduvei
rdmane totusi nelezati.

Tesutul neafectat va deveni
centrul unor procese care vor
conduce la alte afectiuni, deoa-
rece in urma unei astfel de le-
ziuni se elibereazi ,radicali li-
beri”, extrem de reactivi, adicd
niste substante care vor ataca
structura celulelor.

Majoritatea pacientilor care au
suferit mdduvei spindrii nu au
sectiunea lor plin de maduva
spinarii, chiar si in caz de pa-
ralizie totala.

Dacd impactul initial intre-
rupe primirea sau transmite-
rea impulsurilor nervoase prin
neuroni la leziune, o parte din
mdiduva spindrii pot fi lisate
intacte.

Tesutul va fi scutit scaunul
de o serie de procese care va
genera deteriorarea in conti-
nuare. In urma unei leziuni a
coloanei vertebrale, substante
chimice extrem de reactive,
cunoscut sub numele de ,radi-
cali liberi”, sunt eliberate si de
atac a structurilor celulare.
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Dificultades de la traduccién del lenguaje deportivo.
Estudio comparativo inglés-espafiol-rumano

Sanda-Valeria MORARU
Universidad , Babes-Bolyai”,
Cluj-Napoca, Rumania

Rezumat: Acest articol are drept tem3 dificultdti ale traducerii terminologiei din do-
meniul sportiv, din englezd in spaniold si roman3. Sportul face parte din viata noastri:
unii il practicdm, altii suntem doar pasionati de el sau suntem fani ai sportivilor nostri
preferati. Intrucat majoritatea cuvintelor din limbajul sportiv provin din limba englez3,
iar multi dintre comentatorii si cronicarii sportivi folosesc exclusiv formele din aceastd
limbi in discursul lor, acest fapt ar presupune automat ca toti pasionatii de sport s
cunoascd limba englezi. Limba spaniold foloseste doud metode pentru a adapta un
cuvint de origine strdini: fie prin intermediul traducerii, dacd existd un echivalent in
limba, fie adaptindu-l la pronuntia si grafia spaniold. Este si cazul substantivului
voleibol, pentru care existd un echivalent spaniol, un calc lingvistic, balonvolea, dar
pentru care se preferd prima variantd. In ceea ce priveste limba roman4, majoritatea
cuvintelor din sport au pitruns in limbd prin intermediul limbii francezi: de exemplu,
de la forma cross country s-a trecut la cea francezi cross, iar, ulterior, la cea din roménd,
cros. Glosarul pe care-l vom propune nu pretinde si fie exhaustiv, dar ne va ajuta sd
gdsim echivalent nu doar pentru denumirile sporturilor (unele dintre ele neexistind
in toate tdrile, astfel incat se va mentine numele folosit in tara de origine), ci si pentru
termenii uzuali folositi in sporturi cu multi sustindtori, precum: fotbalul, atletismul,
gimnastica, tenisul, automobilismul, natatia, patinajul, si, astfel, vom indica care sunt
formele recomandate in englezd, spaniold si romind. Comentatorii si cronicarii
sportivi stipanesc foarte bine terminologie specificd, tehnicd, dar citi dintre acei
termeni sunt intelesi de spectatori? Vom evidentia folosirea unora dintre termenii
respectivi in texte jurnalistice din ziare spaniole si romanesti, care vor reflecta o stire
din aceeasi categorie de sport.

Palabras clave: traduccién, deporte, inglés, espafiol, rumano

Cuvinte-cheie: traducere, sport, englezd, spaniold, romini

La traduccién como carrera, profesion, arte y ensefiar traduccién a los estudiantes de
universidad representan un gran reto para el que se proponga dedicarse a uno de los
dominios mds incitantes, que goza de un espacio cada vez mds significativo en nues-
tro mundo tan dindmico, con enormes cambios e innovaciones: “[...] la traduccién es
un desafio en el mundo global en el que vivimos™'.

1 Pedro A. Fuertes Olivera, Introduccién a Problemas lingiiisticos en la traduccién especializada, Va-
lladolid, Universidad de Valladolid, 2007, p. 9.
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A primera vista, el lenguaje deportivo, que nos ocupa en el presente estudio y que
estd incluido en las lenguas de especialidad en la categoria cientifico-técnica, podria
plantear pocos problemas de comprensién. No obstante, la verdadera dificultad re-
side en renunciar al inglés, ya que existe el riesgo de utilizar solo este idioma en este
campo, por ser la lengua predominante en el deporte; otro problema es el de encon-
trar la traduccién idénea a otros idiomas. Para este estudio optamos por una compa-
racién entre algunos conceptos usados en inglés y su traduccién o posible traduccién
al espafiol y al rumano. Es indudable que la mayoria de los deportistas, comentaris-
tas, periodistas, aficionados prefieren usar el término inglés, por tradicién y a veces,
por comodidad, pero, ;en qué medida entiende el gran publico un concepto u otro?
Es aqui donde interviene la tarea del traductor, su ingenio e inspiracién para hacer
que todo el mundo entienda a qué se refiere cierto sintagma. ¢Por qué usar solo
anglicismos si en la lengua receptora existen correspondencias?

La labor del traductor de buscar y encontrar el mejor equivalente de un concepto
o sintagma de la lengua original a la lengua meta/de llegada/receptora es a veces
sumamente dificil. En ciertos casos, se ve obligado a recurrir a transferencias lin-
giifsticas como el préstamo o el calco para poder trasladar a la lengua de llegada, lo
mejor posible, lo que es objeto de su traduccién: “[...] el traductor debe buscar la
equivalencia, y no la identidad formal, del mensaje, que es otro modo de afirmar la
necesidad de reproducir su sentido antes que su forma”2. Por consiguiente, ademds
de dominar muy bien tanto la lengua de partida como la lengua receptora, el traduc-
tor “ha de ser capaz de interpretar un texto cientifico-técnico con toda su complejidad
cognitiva”.® Los problemas de traduccién se resuelven ficilmente acudiendo a las
fuentes de informacién aceptadas e idéneas: diccionarios monolingiies y bilingiies,
diccionarios fraseoldgicos, glosarios existentes en cualquier soporte, especialmente
en Internet, especialistas en la materia etc.

Ensefiar lenguas de especialidad supone, igual que la traduccién, un importante
desafio tanto para el docente como para el discente, puesto que: “Las lenguas de
especialidad tienen una serie de rasgos caracteristicos, pudiendo clasificarse en tres
grupos: argots o jergas, sociolectos con finalidad criptica; lenguajes sectoriales,
utilizados por los profesionales en sus distintas actividades, sin finalidad criptica;
lenguajes cientifico-técnicos, utilizados en los diversos campos de las ciencias para

2 Valentin Garcia Yebra, En torno a la traduccion, Madrid, Editorial Gredos, 1988, pp. 59-60.

3 Maria José Recoder, Pilar Cid, La documentacién en la traduccion especializada, in Consuelo Gon-
zalo Garcfa, Valentian Garcia Yebra (Eds.), Manual de documentacién y terminologia para la tra-
duccién especializada, Madrid, Editorial Arco/Libros, 2004, p. 82.
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la descripcién de sus objetos™. Partiendo de esta definicién, podemos notar que el
lenguaje deportivo retine todos los conceptos mencionados: argot, sociolecto, len-
guaje sectorial y cientifico-técnico.

Los textos especializados deben poseer tres peculiaridades que “hacen referencia
al tema, al emisor y receptores y al &mbito en que se desarrolla la comunicacién™®.
En cuanto al lenguaje deportivo se refiere, en la mayoria de los casos “los emisores
son especialistas y el receptor es el publico en general, que es siempre pasivo y, a
menudo no puede comprender el significado completo del discurso, aunque mani-
fieste un gran interés en el mismo”¢. Los destinatarios de la traduccién se dividen en
tres grupos: especialistas, los aprendices de la especialidad y el gran publico, que
recibe la informacién para aumentar sus conocimientos, asi que el traductor asume
el papel de intermediario entre dos culturas y dos lenguas, como si fuera un especia-
lista; por consiguiente, “[...] para cumplir coherentemente su funcién de intermedia-
rio de la comunicacién, el traductor debe poseer una competencia paralela a la del
especialista que de manera natural se comunica sobre la especialidad, necesitard si-
mular que es un especialista, que conoce la materia y su especificidad cognitiva y
que maneja los mismos elementos léxicos de la especialidad que los expertos™.

Detallaremos a continuacién algunos términos de deportes que plantean proble-
mas de equivalencia:

a. Términos generales:

Inglés Espaiiol Rumano

cross-country  (carrera) campo a través o a campo traviesa cros

draft ronda selectiva selectie,

preselectie

jogging footing; correr al aire libre (es un falso anglicismo, que seria mejor jogging
sustituir por los verbos correr o trotar, o por el sustantivo aerobismo)

manager mdnager; representante de un deportista manager

master maestro; si forma parte del nombre propio del torneo, se mantiene la  maestru;
forma del inglés: el Mdster de Monte Carlo master

play off/ liguilla final, eliminatoria, liguilla, segunda fase, fase final, serie play off/play

play out semifinal, serie final, series finales out

Blanca Aguirre Beltrdn, La ensefianza del espafiol con fines profesionales, in Jests Sdnchez Lobato,
Isabel Santos Gargallo (coord.), Vademécum para la formacion de profesores. Ensefiar espafiol como
segunda lengua (L2)/lengua extranjera (LE), Madrid, SGEL, 2008, p. 1118.

> Maria José Recoder, Pilar Cid, Op. cit., p. 80.

6 Ibidem, p. 80.

7 Maria Teresa Cabré Castellvi, La terminologia en la traduccion especializada, in Consuelo Gonzalo
Garcfa, Valentian Garcia Yebra (Eds.), Manual de documentacion y terminologia para la traduccién
especializada, Madrid, Editorial Arco/Libros, 2004, pp. 100-101.
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Inglés Espatiol Rumano

record plusmarca record

recordman/  plusmarquista (se recomienda evitar recordmen/

recordwoman el empleo de la palabra en inglés) recordmend

b. Atletismo:

Inglés Espaiiol Rumano

miler mediofondista; semifondista semifondist

skipping brincoteo (ejercicio de piernas basado en la elevacién de rodillas sdriturd
hasta la cadera, con alta frecuencia y poco desplazamiento)

starting tacos de salida blocstart

blocks

tartan tartdn (pista de material sintético) tartan

c. Baloncesto: Esta forma es mds recomendable que las adaptaciones grificas con las

que convive en el espafiol americano: bdsquetbol, basquetbol y bdsquet (todas son

igualmente validas):

Inglés Espaiiol Rumano

ball handling ejercicios que se realizan para familiarizarse con el manejo ~ manuirea mingii;
del balén dexteritate

basket es preferible utilizar la adaptacién al espafiol basquet baschet

play maker base, cargador conducitor de joc

(encargado de organizar el juego dentro de la cancha)

powerforward alero fuerte

pivotul mic,
pozitia numirul 1

d. Fitbol:
Inglés  Espaiiol Rumano
corner  cérner (saque de esquina) corner

free kick Castellanizado como “friqui”, es un libre directo. Una falta que se lovitur3 liberd
puede lanzar directamente sobre la porteria contraria.

half centrocampista
stopper  marcador central
tackle plancha

wing extremo

mijlocas central
atacant

placare

extremad

e. Gimnasia:

Inglés  Espaiiol

Rumano

tramlot movimiento ejecutado en el caballo con arcos
twist movimiento ejecutado en tierra

balans (pe calul cu manere)

piruetd

268



Dificultades de la traduccién del lenguaje deportivo

f Motociclismo/Automovilismo:

Inglés Espaiiol Rumano
box se recomiendan las voces garaje o cochera boxd
slick neumitico liso pneu/cauciuc pentru asfalt us-
cat
full wet neumdtico para lluvia extrema o simplemente pneu/cauciuc pentru ploaie
neumdtico de lluvia
pit lane carril paralelo al circuito por el que los vehiculos  linia boxelor
circulan cuando entran y salen de los garajes (via
de servicio). Existen en espafiol los términos: ca-
lle de garajes, calle de cocheras o calle de boxes
pit zona que hay delante de los garajes destinada al ~ box3
cambio de ruedas, al repostaje de combustible,
etc. durante la carrera
stop and go penalizacién que consiste en que el piloto debe ir  stop and go
a su garaje, parar diez segundos y continuar la
carrera. Se puede sustituir por el calco: pare y siga
o parada de penalizacién /de sancion
drive- penalizacién que obliga al piloto a pasar por la penalizare drive-through, in
through via de servicio sin pararse. Se recomienda adap-  care pilotul este obligat sd intre
penalty tar este anglicismo como: pase y siga, pasada de pe linia boxelor, fari s3
penalizacidn/de sancién opreascd, dar trebuie si res-
pecte viteza maxima permisd
team radio  la radio del equipo por la que los ingenieros se team radio; comunicare cu
comunican con el piloto. Es posible usar el tér- echipa prin radio
mino radio o radio del equipo
paddock es una zona exclusiva de los equipos donde se padoc
llevan a cabo reuniones y negociaciones. Tam-
bién estdn los camiones, las carpas de cada escu-
deria. Se recomienda, por estar asentada, la adap-
tacién grafica padoc, aunque existe también el
término parque
chattering  vibracién de forma brusca e incontrolada delos ~ vibratie
amortiguadores de las motos. Es preferible utili-
zar el término rebote
g. Natacion:
Inglés Espaiiol Rumano
boost movimiento natatorio (puede traducirse como propulsién rd-  sprint
pida o empujon)
crawl crawl/crol; estilo libre craul
medley madley; estilos (prueba en la que se combinan los cuatro es-  mixt
tilos)
take your iPreparados! Pe locuri, fiti
marks! gatal

269



Sanda-Valeria MORARU

h. Tenis:
Inglés Espaiiol Rumano
ace punto directo as
drive golpe natural/largo, golpe de derecha drive; loviturd de dreapta
smash mate, esmach smeci
spin efecto spin, efect/minge tiiatd
grand slam  suma de grandes pruebas gran slem
let voz del juez de silla que indica que se ha repetarea punctului
de repetir el punto
tie-break muerte subita joc decisiv
round “todos contra todos” Round robin
robin

Algunos de los deportes con mds aficionados en los Estados Unidos son el béisbol

y el golf, que gozan de menos popularidad en los demds pafses del mundo; de ahi

reside la dificultad de traducir ciertos conceptos utilizados en estos deportes; abajo

mostraremos algunas expresiones del béisbol:

i. Béishol es la forma adaptada del inglés baseball. En algunos paises de la zona cari-

befia de América se usa también el calco del inglés pelota base:

Inglés
balk
box
double
play
fair
grand
slam

home
run

inning

manager
mound
short

stop

sinker

squeeze
play

Espariol
engafio, movimiento
caja del bateador

dos jugadores eliminados
consecutivamente

terreno de juego

jonrén con bases llenas

hit o batazo bueno de cuatro bases (en
Hispanoamérica ha sido hispanizado
como jonrdn y traducido como:
vuelacercas, cuatro esquinas, carrera a la
base y cuadrangular)

entrada o turno del bateador para batear

entrenador
monticulo o lomita

(jugador) medio, jardinero corto, campo
corto, paracorto, parador en corto o
torpedero

lanzamiento stubito que cae bruscamente
al aproximarse al bateador

toque de bola con las bases llenas
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Rumano

obstacol

pernd, sac

doi adversari eliminati din joc

zona de joc
home run cu bazele pline

punctul venit din lovitura cu bata, care
ajunge in tribund

reprizd (un meci de baseball are 9
inninguri)

antrenor

zona din care arunci pitcherul
sportiv care pareazd

sinker; minge care merge in jos cauzind
lovituri slabe care nu ies din pdmant

loviturd cu bazele pline
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strike-out  ponchado, ponche (eliminado por tres eliminare
strikes)
triple tres jugadores eliminados en una sola scoaterea din joc a trei adversari
play jugada
walk base por bolas bazd

Identificaremos terminologia especifica del tenis en dos textos sobre uno de los
deportistas rumanos del momento, la tenista Simona Halep, que el pasado mes de
febrero gané el torneo WTA de Qatar (Doha), fue finalista del Grand Slam de Roland
Garros, semifinalista del Grand Slam de Wimbledon y ganadora del torneo WTA de
Bucarest (Rumania):
http://www.marca.com/2014/02/16/tenis/1392568070.html, 16 de febrero de 2014.8

Halep se convierte en la primera rumana en conquistar Doha

Simona Halep continué su labor destructiva ante jugadoras situadas entre las diez
primeras al vencer a Angelique Kerber en la final del torneo de Doha y convertirse
asf en la primera tenista rumana en conquistar tierras qataris.

Tras su victoria ante la polaca Agnieszka Radwanska en semifinales, y con la de
hoy ante Angelique Kerber por 6-2 y 6-3, la de Constanza lleva ya seis muescas se-
guidas en su raqueta con triunfos ante las mejores. Su ultima derrota ante una rival
situada en el ‘Top-Ten’ mundial fue contra la estadounidense Serena Williams en
Cincinnati el pasado agosto.

Con la quinta marcha puesta, y mostrando una gran determinacién, Halep, ex
numero uno del mundo junior, la tercera raqueta rumana en entrar en el grupo de
las diez primeras después de Virginia Ruzici e Irina Spirlea se hizo con el titulo mds
importante de su carrera, el séptimo de la misma y el primero de esta temporada.
http://www.gsp.ro/sporturi/tenis/simona-halep-a-cistigat-turneul-de-1la-
doha-si-a-urcat-pe-locul-9-in-topul-wta-nu-credeam-ca-pot-cistiga-aici-
419699 .html, 17 februarie 2014.°

Halep a cistigat turneul de la Doha si a urcat pe locul 9 in topul WTA: ,Nu cre-
deam ci pot cistiga aici!” — fragment.

»,Nu credeam c3 pot cistiga aici, mai ales ci am venit dupi ce am jucat la Cupa
Fed, in sald”, a spus Simona la citeva minute dupi ce ldsase racheta deoparte.
Cuvintele acestea au venit dupd un meci de 66 de minute cu Angelique Kerber,
a 9-a jucitoare a lumii.

8 Fecha de la tltima consulta, el 2 de mayo de 2014.

9 Fecha de la ultima consulta, el 2 de mayo de 2014.
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O finald in care nemtoaica n-a putut sd respire vreodatd aerul victoriei. Si-
mona, cap de serie 7, a condus meciul de la inceput pind la sfirsit si chiar dacd
au mai existat momente delicate, ea n-a 13sat nicodatd impresia c3 izbinda i
poate scdpa.

Figura ei emana increderea aceea pe care a aritat-o anul trecut in cele sase
finale pe care le-a disputat si le-a cistigat. Pe lingd incredere, Simona a stralucit
la fel ca artificiile de la finalul meciului.

A ficut break incd din primul game al partidei trimitindu-i semnale razbo-
inice germancei. Cu al doilea break reusit in game-ul al cincilea, setul s-a in-
dreptat usor spre Simona, care l-a cistigat cu 6-2.

In pauzi, Kerber si-a acoperit fata cu prosopul, si-a chemat antrenorul si a
si plins, incercind si se descarce de energia negativi, sd lase relele in urm3 si
sd construiasci intr-un mod pozitiv.

Chiar dacid nivelul jocului siu a crescut, Simona nu a l3sat-o s3 revind. A
plimbat-o dintr-un colt in altul al terenului, a intilnit mingile venite de la ea
devreme si a ldsat-o dezarmatd pe Kerber, care de azi e numdrul opt mondial.
A ficut break-ul in game-ul al cincilea si de aici a fost o cursd dulce spre al
saptelea trofeu.

En futuros estudios otros deportes serdn objeto de nuestra investigacién: el bad-
minton, el balonmano, el boxeo, el canotaje, los deportes acudticos, la esgrima, todas
las categorias de esqui, el golf, la halterofilia, la hipica, el hockey, el yudo, el karate,
la lucha, el remo, el rugbi, el tiro, la vela, el voleibol, el waterpolo o el polo acudtico
etc.

A modo de conclusién, se puede observar ficilmente que los extranjerismos del
inglés presentan diferentes grados de adaptacién a la fonética y morfologia espafiola
y rumana y que es posible que coexistan préstamos plenamente adaptados con otros
adaptados parcialmente o no adaptados. El traductor debe ser siempre consciente y
asumir una gran responsabilidad frente al puiblico que lee o leerd su traduccién, ya
que esta debe ser de 6ptima calidad para que el lector no sienta que esté leyendo una
traduccién, sino un texto que hubiera sido escrito en su lengua.

Bibliografia
1. Aguirre Beltrdn, Blanca, La ensefianza del espafiol con fines profesionales, in Jesds Sanchez Lo-

bato, Isabel Santos Gargallo (coord.), Vademécum para la formacion de profesores, Ensefiar espafiol
como segunda lengua (L2)/lengua extranjera (LE), Madrid, SGEL, 2008.

272



Dificultades de la traduccién del lenguaje deportivo

2. Cabré Castellvi, Marfa Teresa, La terminologia en la traduccion especializada, in Consuelo Gon-
zalo Garcia, Valentin Garcia Yebra (Eds.), Manual de documentacion y terminologia para la tra-
duccion especializada, Madrid, Editorial Arco/Libros, 2004.

3. Fuertes Olivera, Pedro A. (coord.), Problemas lingiiisticos en la traduccién especializada, Vallado-
lid, Universidad de Valladolid, 2007.

Garcia Yebra, Valentin, En torno a la traduccion, Madrid, Editorial Gredos, 1988.

5. Recoder, Maria José; Cid, Pilar, La documentacién en la traduccién especializada, in Consuelo
Gonzalo Garcia, Valentin Garcia Yebra (Eds.), Manual de documentacion y terminologia para la
traduccién especializada, Madrid, Editorial Arco/Libros, 2004

BIONOTA: Sanda MORARU este lector universitar doctor la Departamentul de Limbi si Literaturi
Romanice, Facultatea de Litere, Universitatea , Babes-Bolyai” Cluj-Napoca si predd cursuri de Cul-
turd si civilizatie spaniold si limba spaniold (Foneticd, Morfologie, Sintaxa propozitiei, Limbaje spe-
cializate, Istoria limbii spaniole, Varietiti actuale ale limbii spaniole si Dificultdti ale vorbitorilor
roméini de limba spaniold). Este absolventd a sectiei Spaniold-Englezi (Facultatea de Litere, UBB).
A urmat masteratul de Studii Europene Comparate (Facultatea de Studii Europene, UBB). Doctor
in filologie la Facultatea de Istorie si Filologie a Universitdtii ,1 Decembrie 1918” din Alba Iulia, cu
teza intitulatd: Literatura exilului roménesc de expresie spaniold: George Uscitescu, sub indruma-
rea prof. univ. dr. Mircea Popa (2 iulie 2010).

Este traducdtor autorizat de Ministerul Justitiei pentru limbile spaniold si englezd.

Domeniile de cercetare: gramatica limbii spaniole, relatiile culturale hispano-romane, litera-
tura exilului roménesc in spatiul hispanic, didactica limbii spaniole, traductologia.

A participat (2011-2014) la proiectul european: Clipflair: Foreign Language Learning through In-
teractive Revoicing and Captioning of Clips, in cadrul ciruia a elaborat 20 de unititi didactice de in-
vitare a limbii spaniole prin intermediul subtitrarii de fragmente de filme si a dublajului.

A participat la colocvii, conferinte si simpozioane nationale si internationale. A publicat 2 cirti
si mai multe articole despre presa exilului roméinesc din Spania si tirile Americii Latine, didactica
predirii limbii spaniole ca limb3 strdini si traductologie.

273






Dificultades lingiiisticas y culturales
en la traduccién juridica

Olivia PETRESCU
Universidad “Babes-Bolyai”,
Cluj-Napoca, Romania

Rezumat: Prezentul studiu isi propune sd analizeze criteriile de traducere care se
aplicd in cazul textelor juridice, cu scopul de a detecta atit procesele lingvistice pre-
cum si cele de mediere culturali care se regdsesc de obicei in cadrul traducerii aces-
tora. Ca atare, liniile didactice circumscrise se inscriu pe doui axe principale: inte-
legerea si interpretarea bagajului semantico—pragmatic al textului sursd, pe de o
parte, si repunerea actului de comunicare, conform noilor coordonate comunica-
tive, pe de alt3 parte.

In general, indiferent de tipologia textului juridic si a nivelelor textuale studiate,
decodarea textului original si restituirea textului tintd reprezintd rezultatul a multor
etape cognitive cu dubli focalizare: lingvisticd (lexicald, morfo-sintacticd, stilistici)
si culturald, la care se adaugi o sustinutd activitate de documentare si terminolo-
gicd. Astfel, obiectivul vizat este acela de a detecta cele mai frecvente dificultiti in
traducerea juridicd, ceea ce inseamnd totodatd rectificiri si progrese, adesea rezol-
vate impreund cu studentii la cursurile de traducere juridic.

Palabras clave: traduccién juridica, procesos lingiiisticos, diferencias culturales, di-
ficultades de traduccién.

Cuvinte-cheie: traducerea juridicd, procese lingvistice, diferente culturale, dificul-
tati de traducere.

En los ultimos treinta afios se ha escrito mucho sobre varias teorias de la traduccién,
pero parece que los criterios y conceptos formulados hasta ahora no cubren en tota-
lidad la necesidad de explicar o anticipar los aspectos mds dificultosos, que luego
experimentamos en calidad de profesores, formadores, estudiantes, traductores afi-
cionados o profesionales del sector. De hecho, observamos una cantidad relativa-
mente reducida de estudios consagrados a la traduccién juridica prictica que abar-
que los procedimientos de trabajo y las soluciones efectivas de traduccién. Al mismo
tiempo, se tiene la sensacién de que no puede haber un consenso con respecto a la
manera de traducir un texto juridico, lo que parece indicar un terreno del tipo “arenas
movedizas”, al menos en principio, motivo por el cual nos proponemos debatir una
serie de planteamientos que son el fruto de las clases y discusiones con nuestros
compafieros y con los estudiantes. A la vez, nos atrevemos a vislumbrar mads pistas
de trabajo y enfoques posibles para este proceso tan fascinante que es la traduccién.
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Asi pues, nuestro estudio indaga sobre las pautas de traduccién que se dan en el
caso de los textos juridicos, con el propdsito de detectar tanto los procesos lingiiisti-
cos como los de mediacién cultural que suelen intervenir en los mismos. Las lineas
diddcticas que afectan a tal operacién se inscriben en dos grandes ejes: la compren-
sién e interpretacién de la carga semdntico-pragmdtica del texto de origen, por una
parte, y la reposicién del acto de comunicacién, dentro de coordenadas comunicati-
vas exactas, por otra.

Por lo general e independientemente de la tipologia del texto juridico y de los
niveles textuales analizados, la descodificacién del texto original y la restitucién del
texto meta, son el resultado de muchas etapas cognitivas con doble enfoque: lingiiis-
tico (léxico, morfo-sintictico, estilistico) y cultural, a las que se afiade la constante
labor de documentacién y la terminologia. En definitiva, el propésito de rastrear al-
gunas de las dificultades mds destacadas en la traduccién juridica se inscribe en la
misién investigadora, docente y profesional que supone constantemente rectificacio-
nes y avances.

1. Lenguajes de especialidad y discurso juridico

Cualquier andlisis en torno a los lenguajes de especialidad, es decir sobre un tipo de
terminologia en especial, incluida la juridica, nos remite a una reflexién generalizada
sobre la naturaleza del discurso especializado, su delimitacién dentro del campo in-
vestigado y los rasgos y funciones epistemoldgicas que presenta.

De la misma manera, metaféricamente, el lenguaje juridico, administrativo y téc-
nico sirve para organizar los conocimientos e instrumentos comunicativos que cons-
tituyen las ciencias y su objeto de andlisis. El conjunto de los recursos utilizados por
cada lenguaje de especialidad puede cambiar o matizar diversos grados discursivos,
y, al mismo tiempo, mide dimensiones retéricas, fiticas, cognoscitivas y de persua-
sién diferentes. No en vano, algunos autores suelen diferenciar el lenguaje general
del particular especializado, porque en el segundo, el nivel denotativo y contextual es
madximo. En este sentido, Alcaraz Var6 (2000: 140) sostiene que tales caracteristicas
discursivas no solo determinan la estructura mds amplia del género, sino que tam-
bién influyen en la tipologia cientifica y en la construccidn del saber.

As{ como lo hemos recordado en otras ocasiones, el texto especializado supone
algunas caracteristicas especificas, recogidas por Ovidi Carbonell i Cortés (2004:
255), como, por ejemplo, algunas condiciones pragmdticas y semiéticas concretas,
contextos socioculturales especificos, abundancia en terminologia y fraseologia espe-
cializada, siendo todos elementos que complican el proceso de comprensién y tra-
duccién. Por consiguiente, un contrato lo traduciremos bajo diferentes formas en
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funcién de la rama del Derecho de donde proceda (contrato civil, mercantil,
administrativo, comercial, laboral, de ejecucién de obra, etc.), y que, segun la
traduccién, represente un medio de divulgacién, un instrumento juridico, una parte
de legislacién, un texto destinado al uso didactico o una prueba en un examen.

Siguiendo la misma idea, cierto es que se ha difundido bastante la opinién de que
la forma del texto traducido dependeria esencialmente de la categoria genérica que
se le confiere desde el principio. En este sentido, Alcaraz Varé y Hughes (2002: 17)
distinguen las cuatro variantes mds importantes del espafiol juridico: el legislativo o
de los textos legales; el jurisdiccional (sentencias, autos, etc.); el administrativo (ins-
tancias, expedientes, certificados, etc.) y el notarial (testamentos, escrituras de com-
praventa, etc.).

En cambio, la autora Anabel Borja Albi (2000: 133—4) hace uso de las muestras
textuales derivadas de la prictica juridica, encajdndolas segun la funcién del texto o
la situacién comunicativa en la que éste se produce. En su tipologia, las categorias
son las siguientes: textos normativos, textos judiciales, jurisprudencia, obras de referen-
cia, textos doctrinales, textos de aplicacion del Derecho (Piiblico y Privado). En cada caso,
la situacién discursiva describe al emisor, receptor, tono, modo y finalidad, mientras
que el contexto se limita a identificar basicamente dos partes, la principal, altamente
especifica y la secundaria, mds general, que sirve como telén de fondo lingiiistico.

Cierto es que las formas o soluciones potenciales de traduccién para cada género
o tipo de texto pueden diferir segtin examinamos textos judiciales (denuncia, demanda,
providencia, exhorto, notificaciones), textos que pertenecen a jurisprudencia (senten-
cias del Tribunal Supremo recogidas en repertorios) o bien, textos de aplicacion del Dere-
cho (informes legales, escrituras, contratos). Sin embargo, al analizar detalladamente
dichas formas y soluciones potenciales, observamos que las soluciones reales de tra-
duccién pueden compartir muchos elementos, existiendo numerosas interferencias:
unos siempre revisten la forma de formulario impreso, otros son idénticos por ubi-
cacién y localizacién posterior en el BOE, algunos requieren la misma solemnidad
(todos los textos notariales), otros utilizan las mismas fuentes (textos doctrinales,
manuales etc.).

A todo lo expuesto se suman los medios de comunicacién social que han desem-
pefiado un papel esencial a la hora de difundir cierto lenguaje entre las masas, de tal
manera que voces propias o fordneas han llegado a incorporarse paulatinamente a la
lengua comun. Ademds de caracterizar un segmento social -lo que suponia la jerga-,
en el presente, los lenguajes de especialidad se vuelven interdisciplinarios y cam-
biantes, por fuerza o defecto, debido a la gran velocidad de evolucién de la sociedad
mundial, aunque, en este sentido, el discurso juridico serfa uno de los mis conser-
vadores, estereotipados, arcaizantes, altisonantes, redundantes y lexicalizantes.
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En nuestra opinidn, la busqueda de soluciones en la traduccién de un concepto
juridico encuentra una via mds eficaz, si se toma en consideracién la respectiva no-
cién como una referencia cultural, aunque se trate de un fondo parcialmente o no
compartido por los hablantes de la lengua de origen con los hablantes de la lengua
meta. A fin de cuentas, es mds ventajoso apreciar la traduccién juridica como un
proceso de comunicacién y expresion intercultural, que meramente un proceso es-
pecifico de transposicién bilingiie.

Todo ello ha contribuido a que diversos autores, entre los cuales citamos a Mar-
garita Hernando de Larramendi (2001), Enrique Alcaraz Var6 (2002) o Jorge Luis Mo-
rales Pastor (2004), coincidan en afirmar que el rasgo principal del lenguaje juridico*
serfa la opacidad discursiva. Y esta circunstancia resulta clave a los efectos de la en-
sefianza de la traduccién juridica, ya que provoca una reticencia en los estudiantes
que se podria contrarrestar con el debate de las dificultades mas comunes y una pre-
disposicién positiva por su parte.

2. En torno a la traduccién especializada: diacronismo y sincronismo

El presente trabajo adopta la perspectiva del traductor, del formador de traductores
y, a la vez, del estudioso de la traduccién, que plantea sus necesidades tedricas, lo
suficientemente funcionales y generales como para poderse aplicar luego a la préc-
tica textual de hoy. ;Cudles son, de hecho, las mds relevantes pautas técnicas de tra-
duccién que se dan en la traduccién especializada y, sobre todo, en la juridica y qué
procesos de mediacién y trasvase suelen intervenir entre dos sistemas lingiiisticos y
culturales diferentes?

A la hora de traducir un texto original (TO) especializado, al traductor se le debe
comunicar el encargo o la funcién de la traduccién, incluyendo aqui el papel que
desempenari el texto producido, es decir, el texto meta (TM). Al mismo tiempo, el
traductor tiene que conocer el repertorio de soluciones potenciales. Pero todo ello no
lleva implicitamente a una traduccién efectiva y eficaz, ni siquiera asegura la traduc-
cién adecuada de los segmentos que componen el texto entero. En lo que nos con-
cierne, consideramos que existen, sin duda, mds formas o variantes que pueda adop-
tar el texto final, y la perspectiva elegida, sea funcional o comunicativa, sea literal y
mds apegada al texto original, puede variar rotundamente.

Sin embargo, no hay que olvidar que el lenguaje juridico no determina inicamente términos
juridicos, sino un abanico complejo de frases, férmulas y elementos de estilo que inevitable-
mente hacen referencia a otros niveles lingiifsticos y textuales mds complejos o simplemente
no juridicos. (n.n.)
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Por otra parte, estd claro el hecho de que cualquier traductor profesional no puede
traducir el mismo texto dos veces de la misma forma, o, también de que dos traduc-
tores no pueden producir la misma traduccién, aunque se pusieran de acuerdo sobre
los pardmetros impuestos por determinadas soluciones de traducir. Ante todo, gran
parte de las soluciones de traduccién o del indice de variacién los expresa el mismo
traductor. Su estilo personal, sus gustos, su concepcién sobre las teorias de la traduc-
cién, su estado animico, las circunstancias materiales, espaciales, temporales pue-
den influir considerablemente en la forma de traducir y en las soluciones adaptadas
de todas las posibilidades contempladas. Cabe entonces preguntar, ;qué solucién
adoptar de todas las potenciales y qué argumento aducir al respecto? Entre tantas
formas potenciales, los estudiosos han pensado que habria que buscar las soluciones
reales en la norma y practica de los traductores profesionales. De esta manera solo
queda ver cudles son las formas por defecto o soluciones mis utilizadas y recomen-
dadas en un momento dado. Tras las estadisticas llevadas a cabo, se ha observado
que el mero hecho de que en distintas épocas se haya traducido mayoritariamente
de forma y manera diferentes, no podria llevar a ninguna generalizacién en este
campo.

Unos ejemplos serfan la variacién que hubo en Espafia acerca de la traduccién de
nombres propios, la alternancia entre voseo y tuteo, los cambios que intervinieron
en los Registros de Propiedad en Rumania, que en la ultima mitad del siglo XX,
aproximadamente, han sido diferentes en Transilvania, Banat y el Norte de Moldavia,
en comparacién con el resto del pais, porque todos supusieron formas distintas de
textos y traducciones correspondientes. De ahi resulta que la norma y préctica de la
traduccién se inscribe en el circulo relativo de las circunstancias espacio-temporales
en donde se traduce.

Ademds, se trata de unas formas o soluciones que evolucionan, ya que la tenden-
cia general no es fosilizar la norma, sino hacerla avanzar en pos de una mayor efica-
cia comunicativa de la traduccién. Es mds, la misma estrategia la estdn aplicando las
mads prestigiosas escuelas de traduccién, cuyos cursos, orientados hacia una praxis
concreta, funcionan con una metodologia pragmadtica, dirigida hacia las necesidades
del mercado de trabajo y sus consumidores. Dicho de otra manera, en vez de per-
derse en abstracciones estériles, cada escuela trata de establecer unos principios base
y unas pautas concretas a seguir y llevar a la prictica en la traduccién?.

La mayoria de las teorias de traduccién existentes podria articularse en torno a uno de dos grandes
ejes: por una parte, el que insiste en el aspecto puramente verbal de la operacién de transferen-
cia lingiifstica, lo que se identifica con una visién mds bien tradicional en la que encajarfan
especialistas como Catford, Nida, Taber o Mounin, y, por otra, el que hace hincapié en el aspecto
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En lo que respecta a las técnicas de traduccién no existe, de momento, una ter-
minologia unificada para denominar los tratamientos utilizados, en unos casos de-
finidos como procedimientos, en otros, como técnicas o estrategias. En si, nuestra
opinidn, al respecto de los recursos metodolégicos no reviste una visién critica de
todos los planteamientos clasificatorios con sus pros y sus contras, sino que trata de
plantear un enfoque funcional, de conformidad con el dinamismo de la equivalencia
traductora aplicada a las clases de traduccién especializada, sobre todo, la del 4drea
juridica.

De hecho, aparte de las denominaciones asignadas a las etapas metodoldgicas
que afectan a la traduccién, observamos que la descodificacién del TO y la restitucién
del texto TM suponen hacer uso de unos mecanismos lingiifsticos y pragmaticos
puntuales. Tal operacién, sea para fines totalmente practicos, sea con puros propé-
sitos didacticos, afecta, en primer lugar, a la comprension e interpretacién de la carga
semdntico-pragmitica del TO y, en segundo lugar, a la reformulacién del acto de
comunicacién bajo nuevas coordenadas expresivas.

La divisién tradicional del proceso de traduccién se basa en el modelo resumido
por Rabaddn y Ferndndez (2002: 34-35), por ser el mds comun entre las propuestas
didécticas de distintos autores. En concreto, se trata de tres etapas importantes resu-
midas tal como sigue: fase de comprensién y andlisis del TO, mediante andlisis tex-
tual y lingtiistico, que culmina con la identificacién de posibles problemas de traduc-
cién y documentacion, a lo que se afiade la bisqueda y posible resolucién de proble-
mas; fase de transferencia propiamente dicha, que se refiere a la aplicacién de nor-
mas relacionadas con el contexto receptor, redaccién del TM, dentro de los requisitos
formales, estilisticos y retéricos del TM; fase de correccién o revisién o verificacién
del cumplimiento funcional, comunicativo del texto.

Pero, ¢qué ocurre cuando nos encontramos con conceptos o figuras juridicas que
no existen en la otra cultura juridica o con elementos que se perciben de manera
radicalmente distinta? O ¢cémo solucionamos la mezcla de conceptos juridicos con
otros conceptos de tipo mercantil o administrativo? ¢Qué hacemos cuando nos da-
mos cuenta de que nuestra competencia temdtica en Derecho es limitada por falta
de formacién en los estudios cursados? O, aun teniendo conocimientos sélidos,
¢como adaptar unos conceptos juridicos establecidos a los de otro sistema total o
parcialmente diferente?

En lo que atafie al conjunto de las técnicas de traduccién, hay que anadir que cada
una representa la opcién del traductor, el cual ha evaluado contextualmente su validez

comunicativo, corriente impulsada por la Escuela del sentido de Paris, que ha dado pie a un cam-
bio radical de perspectiva. Posteriormente, han surgido posturas eclécticas que combinan am-
bas visiones, como Newmark, Vermeer, Garcia Yebra, Vizquez-Ayora, etc.
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de forma simultinea con la restitucién del sentido de la unidad o el segmento lingiiis-
tico considerados. La solucién final viene concedida por multiples cuestiones internas
y externas al texto propiamente dicho, como la finalidad de la traduccién (integrada
por la teoria del escopo®), el abanico de modalidades y su funcionalidad, las expectativas
de los clientes y de los lectores y otros pardmetros variables.

Para poder proceder a ello, hay que enfatizar lo que Borja Albi (2000: 136) deno-
mina los pilares de la traduccién juridica, sintetizando las competencias base que se
deben tener o adquirir para poder realizar traducciones profesionales de textos juri-
dicos de tipo profesional, siendo la tiltima nuestra contribucién:

1. Amplio dominio del lenguaje juridico;
2. Dominio de técnicas de documentacién y terminologia;

3. Conocer la tipologia de los textos juridicos en TO y TM, con miras a
comparar los sistemas legales y respetar las convenciones discursi-
vas.

4. Amplio dominio comunicativo, bi-lingiiistico y bi-cultural.

Con respecto a la traduccién juridica del espafiol al rumano y al revés, los prime-
ros tres aspectos enumerados se parecen bastante en las dos culturas consideradas,
ya que los conceptos especializados, nombres de organismos, entidades etc., no di-
fieren esencialmente, al tratarse de Derecho Europeo, mucho mds unitario que el
Common Law, por ejemplo. Sin embargo, en nuestras clases se han dado situaciones
en las que, si no hubiéramos procedido a la equivalencia funcional* (es decir, al res-
pectivo organismo, concepto o entidad juridica se le busca un equivalente que cum-
pla con la misma funcién en la cultura del texto meta), no habrfamos sobrepasado la
dificultad traductolégica.

Por un lado, la ventaja de esta solucién de traduccién es el hecho de que cubre las
necesidades de comprensién cuando al cliente le resulta dificil identificar tal con-
cepto en el sistema extranjero del texto original. Por el otro lado, la desventaja del
procedimiento reside en que dificulta las exigencias de identificacién y crea obstacu-
los para la precisién de la informacién, proporciondndole al destinatario mds un con-
texto sobre la referencia que una informacién exacta.

® Segutn los conceptos formulados por H.J. Vermeer (1978) y Ch. Nord (1991).
4 Laidea de las equivalencias se remonta a los estudios comparativistas, procedentes de la com-
paracién de sistemas juridicos y se utiliza sobre todo en las obras lexicograficas.
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Caso practico. El ejemplo que debatiremos se ha extraido de nuestra prictica para
el uso posterior en la clase, y se trata especificamente de la traduccién al rumano de
entidades espafiolas como Diputacion y (Sub)delegacion del Gobierno, términos difici-
les de entender completamente sin recurrir a las fuentes de cada sistema de Derecho.
De hecho, el aparato de la administracién rumana prevé otro tipo de organizacién,
con instituciones auténomas locales descentralizadas (Prefecturd, Consiliu judetean
etc.), totalmente distintas del concepto de autonomia en Espafa. En nuestro caso, el
destinatario-cliente de la traduccién lo representaba un museo de arte de Rumania,
que acogia una exposicién patrocinada por la correspondiente diputacién de una co-
munidad auténoma espafiola. Se trataba, pues, de un término clave que iba a ser
muy difundido y conocido por todo el publico rumano, institucién que no podia ser
traducida mediante una falsa equivalencia (Prefecturd), correspondiente a la unidad
administrativa institucional rumana, simplemente porque tal entidad representa al
gobierno rumano en la provincia, con lo cual se infringiria la misma ley de autono-
mia espafiola. Por consiguiente, tras muchas bisquedas potenciales, al final se opt6
por mantener la misma palabra en espafiol, gracias al parentesco lingiiistico que se
da entre rumano y espafiol y a la familiaridad que existe entre las dos culturas roméi-
nicas. En caso contrario, se habria impuesto obligatoriamente una equivalencia, as-
pecto no del todo satisfactorio en esta situacién que se proponia desvelar un nombre
casi propio, como si hubiera sido una empresa, una agencia o un patrocinador, y no
la comprensién de las funciones y organizacién un organismo administrativo proce-
dente de otro sistema de Derecho.

En nuestra opinién, hay que recurrir al uso de sistemas multiples o combinacio-
nes de procedimientos variados y cumplir, de este modo, con exigencias que puedan
parecer contradictorias. De ahi que las dificultades y soluciones potenciales que en-
focaremos a continuacién representan una opcién mds a tener cuenta por el traduc-
tor juridico, pero no la tnica solucién de traduccién, siendo imprescindible conside-
rar cada caso aparte, segin su formato, estilo, idioma, expresividad, funcién y desti-
natario propios.

3. Algunas dificultades de la traduccién juridica

Entre los estudiosos que clasificaron las dificultades por su procedencia textual, con-
ceptual/terminolégica y extra textual/de formacién, se destacan autores como Alca-
raz Varé y Hughes (2002), Borja Albi (2000), Cabré Castellvi (2004), Recorder y Cid
(2003), Thiry, (2008), y Gémar (1995), de los cuales hemos retomado la siguiente
agrupacioén:
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3.1. Dificultades de tipo textual y lingiiistico

El presente apartado distingue por géneros las especificidades y convenciones tex-
tuales en los documentos juridicos y judiciales, encajando tanto planteamientos ge-
nerales como especificos. Aqui estarfan comprendidas todas las dificultades semdan-
ticas del tipo polisemia, homonimia, paronimia y falsos amigos, incluso metaforas
1éxicas o personificaciones. En las siguientes dos tablas proporcionaremos ejemplos
de traduccién de falsos préstamos y falsos amigos, encontrados y recogidos en una
colaboracién provechosa con la doctora Bianca Vitalaru y el grupo de estudiantes de
rumano del Mdster Universitario en Comunicacién Intercultural, Interpretacién y
Traduccién en los Servicios Publicos de la Universidad Alcald de Henares, Madrid,
en el curso 2013-2014.

Tabla n°. 1: Muestras de traduccién de falsos préstamos

Término original/ES Falso préstamo/RO Traduccién recomendada/RO
Derecho Laboral *Dreptul laboral Dreptul Muncii

Medidas cautelares Miisuri *cautelare, de precautie Mdisuri preventive

Situaciones conflictivas Situatii *conflictive Situagii conflictuale
Tramitacién/No Tramitacién *Tramitare Formalitdti/demersuri

Tabla n°. 2: Muestras de traduccién de falsos amigos

Falso amigo/RO +
Término original /ES significado en ES Traduccién recomendada/RO
Renovacién de documentos *Renovare de documente (reforma)  Reinnoire, preschimbare
de documente
Medio de solucién de conflictos  *Mediu de solutionare (Ambito) Mijloc de solutionare a conflictelor
Prestar declaracién *Presta declaratie (prestar Da o declaratie
se utiliza solo para servicios)
Fiscal Fiscal (connotacién financiera) Procuror
Procurador Procuror (fiscal) Mandatar
Ministerio Fiscal Ministerul Finantelor Ministerul public
(Ministerio de Hacienda)
Prestaciéon por desempleo Prestatie de somaj Ajutor de somaj
(trabajo, actividad)
Inserci6n laboral Insertie (contexto cientifico) Angajare profesionald/
incorporare in cAmpul muncii
Expedicién de documentos Expediere (envio postal) Eliberarea /emiterea documentelor
Manifestar A manifesta (manifestar A declara/a sustine

actitudes sentimientos)

*

Tal término no existe o es incorrecto en la lengua rumana.
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3.2. Dificultades de tipo terminolégico-conceptual

Esta categoria reviste la diversidad conceptual y denominativa de los textos, procedi-
mientos y recursos juridicos, caracterizada generalmente por su oscurantismo y
complejidad. En este caso se observan a veces solapamientos de conceptos pura-
mente juridicos con otros, de indole general o pertenecientes a otras dreas especiali-
zadas o relacionadas con el Derecho, como es el lenguaje de la Administracién o el
lenguaje politico y el lenguaje mercantil.

Asimismo, en este campo se producen confusiones debido a las asociaciones in-
correctas entre términos y conceptos, dado el hecho de que cada lengua tiene su
propia evolucién distinta y un ritmo especifico para acufiar nuevas expresiones.

Tabla ne. 3: Muestras de traduccién de términos problemdticos

Traduccién
Término original/ES recomendada/RO  Observacién
Adopcioén de Adoptarea masurilor Se confunde con adoptie.
medidas rovisionales provizorii
A estos efectos In acest scop Se traduce literalmente: cu acest efect, cambiando la
connotacién hacia el efecto y no la finalidad.
Concesioén o Acordare sau El primer término se confunde con concesie (existe
denegacién neacordare en rumano pero significa “compromiso”).
de la residencia a rezidentei El segundo término se presta creando la palabra

denegare. Aunque existe en rumano con significado
similar, su uso no es frecuente y no se utiliza en el
contexto de la solicitud de residencia.

Procedimiento Procedurii Se confunde con procedeu, que se utiliza en
contextos cientificos (fisica, quimica).

Regulacién Reglementare Se confunde con regulare, reglare.

Cabe mencionar que otros autores también inciden en el hecho de que se come-
ten errores como resultado de las interferencias de la lengua materna sobre la apren-
dida —interlingiiisticas—, o bien cometidos por deficiencias en el aprendizaje y sin de-
pender de la lengua materna —intralingiiisticas—, dejando solamente en dltimo lugar
las faltas de agrupacién entre concepto y término, denominadas conceptuales.

De todas maneras y tras examinar las tablas anteriores, se podria afirmar sin duda
alguna que el Derecho presenta caracteristicas especificas que diferencian sus textos
de otros especializados o generales. Mientras la mayoria de los tltimos designa ele-
mentos fisicos, concretos y universales, o una realidad conocida por determinados
miembros de la comunidad lingiifstica, los textos juridicos, por su parte, suelen nom-
brar elementos no palpables. Por tanto seria posible considerar que traducir un texto
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juridico implica trabajar con conocimientos mds amplios y diversos y requiere una
mayor formacién, documentacién y capacitacién epistemoldgica, lo que apunta al
tercer apartado que viene a completar los dos anteriores.

3.3. Dificultades de tipo extra textual /de formacion.

Tal situacién se refiere al hecho de que normalmente se considera que el Derecho
tiene un cardcter unicultural, al tratarse de un sistema propio para cada pais o regién,
lo que indica una realidad variable (Derecho positivo). A pesar de ello, cierto es que
semejante variedad no se manifiesta en un plazo de tiempo muy corto, siendo la
tradicién y conservadurismo algunos de los rasgos del Derecho por excelencia.

Al mismo tiempo, cada sistema en si supone la existencia de diferentes ramas del
Derecho, a lo que afiadimos la existencia de conceptos diferentes y a veces significa-
dos o aplicaciones distintas de los mismos conceptos; por ejemplo en el caso de ac-
tores de procesos penales y civiles: denunciante — denunciado (Derecho Penal) y de-
mandante — demandado (Derecho Civil).

A propésito de los pilares de la traduccién juridica, enfatizamos otra vez la impor-
tancia de los conocimientos culturales, que a menudo implican cuestiones de histo-
ria, diplomacia, inteligencia cognitiva y plantean serios problemas de equivalencia,
adaptacién y trasvase. Todo ello, incluida la traduccién de nombres propios, cargos,
férmulas oficiales para dirigirse a varias personalidades, nombres de instituciones a
nivel local, autonémico y nacional, férmulas estereotipadas, etc., conlleva correspon-
dencias necesarias y obligatorias entre las dos culturas y sus Derechos implicados.

4. Conclusiones

Por ultimo, insistimos en que, independientemente de los obsticulos hallados,
generales o particulares, la metodologia, la documentacién y las estrategias de tra-
duccién varfan en funcién del objetivo de la traduccién, sea informativo, sea profe-
sional o inicamente did4ctico. Derivado de ello, resalta en cuanto a la necesidad for-
mativa el dominio de técnicas y competencias adecuadas para hacer frente a todo
tipo de retos, desde los mds sencillos hasta los mds complejos y novedosos.

En el momento de redactar este trabajo, no ha sido posible encontrar un manual
de soluciones para los diferentes problemas y dificultades a las que se enfrenta el
traductor juridico. Por tanto, recordamos que las diferentes categorfas de dificultades
mencionadas, se reflejan de forma diferente a nivel de combinacién lingiiistica, con-
ceptual, social, juridica y sobre todo cultural.

Como idea futura, nos pareceria interesante proponer un estudio de la traduccién
y de sus soluciones basado en el estudio de las dificultades de traduccién, entendidas
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como debates, dudas, errores y fallos mds frecuentes, evitando el estudio de especi-
ficaciones tan estrictas de varias dreas temadticas y sus correspondientes textos. Las
dificultades de traduccién y sus soluciones raramente se vinculan de forma biuni-
voca con géneros u otros tipos de categorizaciones textuales, sino que se distribuyen
en planos o niveles diferentes, conceptuales, formativos, terminolégicos que mere-
cen toda la atencién: referencias culturales, metiforas, nombres propios, segmentos
del texto, factores extra textuales, etc.

De ahi que el aprendizaje y la prictica constantes de la traduccién en si no se
reduzcan a las técnicas y diferencias que surjan en el mismo proceso. Por esta razén
la actividad de traduccién se convierte, en definitiva, en un acto creativo, que conlleva
la manipulacién simultdnea de dos o mds lenguas, con sus culturas y sistemas lin-
giifsticos distintos, lo que requiere unas capacidades intelectuales y comunicativas
muy variadas y complejas.
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Proiectul Clipflair. Prima platforma virtuald pentru
predarea Limbii roméane ca limba strdina

Cristina VARGA
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Cluj-Napoca, Romania

Abstract: Following the actual trends in European education, the Multilingual and
Multicultural Communication, “Babes-Bolyai” University offers to the foreigh stu-
dents the possibility to obtain high language skills in Romanian. Our objective in
this paper is to present how Clipflair, a cloud-based platform for foreign language
learning and for Romanian as foreign language (RLS), facilitates the access of the
students to Romanian learning through videoclips captioning and revoicing. Being
fun, interactive, and interesting Clipflair helps students to communicate and makes
language learning a more enriching experience so the students are motivated to
learn Romanian.

Keywords: Romanian as foreign language, Clipflair, blended learning, computer as-
sisted learning, virtual platform for language learning.

Cuvinte-cheie: Limba romand ca limbi strdind, RLS, Clipflair, predarea limbilor
strdine asistatd de calculator, platform3 virtuald pentru invitarea limbilor striine.

1. Introducere

Dacid in urmi cu doud decenii, era foarte neobisnuit sd intalnesti un vorbitor strdin
de limba roman3, odati cu aderarea la Uniunea Europeani, limba romén3 a devenit
una dintre optiunile tot mai des selectate de cdtre traducitori, lingvisti si functionari
europeni. De asemenea, in ultimii ani, odatd cu accentuarea crizei economice in Eu-
ropa, tot mai multi studenti strdini provenind din Uniunea Europeani aleg, din ca-
uza conditiilor economice din tara de origine si a preturilor relativ scdzute de la noi,
sd studieze in Romania. Acest interes crescand, pentru limba romand vine sd conti-
nue si sd dezvolte o traditie a RLS initiatd incd din secolul al XIX-lea de ,Scoala Ar-
deleand” si continuatd apoi in centrele universitare romanesti pe toatd durata sec. XX
(Moldovan: 2012, 7).

Interesul pentru promovarea limbilor cu circulatie restrdnsd in cadrul Uniunii
Europene, a determinat crearea si publicarea unor materiale didactice moderne pen-
tru RLS, mare parte dintre acestea fiind inventariate in Bibliografia romdnei ca limbd
strdind (RLS) (Moldovan: 2012).

Obiectivul prezentului articol este acela de a prezenta in detaliu o platformi di-
dacticd inovatoare, care oferd posibilitatea de a invita, printre alte limbi europene, si
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limba romani. Vom incepe prezentarea noastri prin trecerea in revisti a celor mai
importante momente din evolutia predarii limbilor asistate de calculator. Vom ob-
serva felul in care concepte informatice inovatoare precum Web 2.0, virtualizarea,
blended learning etc., sunt reunite intr-o platformd didacticd online ce propune o mo-
dalitate complet noud si atrdgdtoare de studiu a unei limbi strdine.

Aceastd primd parte va fi urmatd de prezentarea propriu-zisd a modului de func-
tionare si a principalelor componente ale platformei Clipflair. In aceastd sectiune
vom insista, in special, asupra modului in care profesorii de RLS pot sd creeze acti-
vitdti didactice multimedia, pe care si le poatd, ulterior, dezvolta, modifica si partaja
online cu elevii si studentii cu care lucreazi.

Avind in vedere faptul ci, momentan, nu existi prezentdri in limba romani ale
platformei Clipflair, considerdm cd prezentul articol va facilita cunoasterea acesteia
in centrele universitare si scolile de limbi strdine din tard si va contribui la imboga-
tirea repertoriului de instrumente cu acces liber de care dispun profesorii de RLS.

Prezentul articol se adreseazd, in primul rand, profesorilor de RLS fard insd a fi
limitat doar la aceastd categorie profesionald. Platforma Clipflair este creatd nu doar
pentru predarea limbilor strdine si a RLS sub indrumarea profesorului in clasi, ci,
respectind principiile pe care se bazeazd predarea limbilor asistate de calculator, ea
poate fi folositd si pentru e-learning, m-learning, invitarea la distantd si pentru tnvdta-
rea autonomd. Astfel, prezentul articol se adreseazd, in egald masurd, atit elevilor cat
si studentilor ce studiazd RLS.

2. Predarea limbilor striine asistati de calculator

In literatura de specialitate, existd mai multe concepte care au desemnat, de-a lungul
timpului, ,cercetarea si studierea aplicatiilor informatice in predarea si invitarea lim-
bilor strdine.” (Levy: 1997, 1). Dintre acestea am aminti: computer-assisted language in-
struction (CALI), inlocuit in anii 80 cu termenul computer-assisted language learning
(CALL), termenul cel mai utilizat actualmente pentru a desemna folosirea mijloace-
lor TIC in procesul didactic. De asemenea, un termen alternativ, folosit adesea in
cercetare pe teritoriul USA este technology-enhanced language learning (TELL),
(Brown: 1988, 6). In prezentul articol, ne vom referi la termenul CALL cu echivalen-
tul sdu din limba roman3 predarea limbilor striine asistatd de calculator.

Chiar daci ilustreazd directii considerate dintre cele mai noi si mai actuale in di-
dacticd, predarea limbilor asistatd de calculator are o istorie care incepe in anii "60 si
este legatd de universititile in care functionau centre informatice prestigioase din acea
epocd. Ulterior, odatd cu dezvoltarea tehnologici si generalizarea uzului calculatoarelor
in activitdti din ce in ce mai diversificate, predarea limbilor asistatd de calculator s-a
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extins, astfel incat, in anii ‘80, uzul acesteia este atestat in scoli din Europa occidentald
(Marea Britanie, Franta, Belgia), Statele Unite si Canada (Sanders:1995, 14). In prezent,
procesul didactic este bazat in mare parte pe materiale, aplicatii si platforme TIC, pre-
darea disciplinelor asistatd de calculator fiind o realitate cotidiand in cea mai mare
parte a tarilor lumii.

In deceniile care au urmat, predarea limbilor striine asistatd de calculator a inre-
gistrat o evolutie constantd prin utilizarea, in procesul didactic, a mijloacelor oferite
de cdtre tehnologia comunicatiilor si prin inceperea utilizdrii corpusurilor pentru
predarea limbilor strdine (Hardisty&Windeatt: 1989).

Conform ICT4LT Project (http://www.ict4lt.org/), o periodizare a predarii lim-
bilor strdine in functie de mijloacele TIC utilizate, ar curpinde trei etape importante
(vezi www.ict4lt.org/en/en_mod1l-4.htm#plus sectiunea 3.7.):

a. Etapa timpurie (perioada *70-'80): aceastd etapd este legatd de inceputurile calcu-
latoarelor, cdnd mijloacele TIC nu ofereau suport audio/video si tot procesul de
predare a limbilor strdine era bazat doar pe text. Spre mijlocul anilor '80 apar
primele programe in care textul este combinat cu imagini schematice si incep sd
se caute solutii pentru crearea de materiale didactice multimedia (Schneider &
Bennion 1984; Davies 1991).

b. Etapa multimedia (din anii "90 pdnd in prezent): aceastd etapd este marcatd de apa-
ritia calculatoarelor care puteau rula fisiere multimedia, ceea ce a reprezentat o
evolutie importantd pentru predarea limbilor strdine asistatd de calculator. Faptul
cd aceste echipamente dispuneau de dispozitive de sunet incorporate si cd puteau
afisa imagini de calitate superioard a constituit un pas inainte in evolutia materi-
alelor didactice. Odatd cu timpul, calitatea video a fost si ea imbunitititd, ceea ce
a permis formarea de competente mai complexe prin intermediul CALL.

c. Etapa web (din 1993 pand in prezent): ultima etapd inregistratd de ICT4LT Project
este marcatd de lansarea publicd, in 1993 a WWW, moment ce aduce schimbari
majore in predarea asistatd de calculator in general. Primele materiale didactice
publicate in paginile web au fost mai simple, reducindu-se la prezenta de text si
imagine iar fluxul de date era unidirectional, de la pagina web cu continut didac-
tic spre utilizator. In aceastd primi fazi, se considerd ci materialele didactice TIC
au involuat, datoritd faptului cd acestea erau mult mai simple decit cele oferite de
multimedia CALL. Odatd cu aparitia conceptului Web2.0, materialele didactice au
devenit interactive, au inceput sd se dezvolte platforme virtuale multimedia com-
plexe ale cdror continuturi puteau fi partajate prin intermediul retelelor sociale.
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Mare parte dintre materialele si programele informatice implicate in predarea
limbilor strdine asistatd de calculator, sunt programe de acces liber insd, existd si
situatii in care, universitdtile si scolile de limbi strdine achizitioneaza software edu-
cational comercial. De asemenea, pagini web, liste de discutii, bloguri, wikis si aplicatii
Web 2.0 furnizeazd informatii si materiale accesibile online.

3. Virtualizarea predirii RLS asistate de calculator

Asa cum s-a mentionat in sectiunea anterioard, predarea limbilor strdine asistatd de
calculator, chiar dacd este o tendintd constant innoitd si mereu actuald, nu este ceva
apdrut recent.

In ceea ce priveste predarea limbii romane ca limbi strdini (RLS), existd o bibli-
ografie aproape completd, desi nu este actualizatd, a inventarului de materiale, surse
si pagini web destinate preddrii RLS. Urmand informatiile bibliografice publicate
(Moldovan: 2012), putem observa o evolutie a materialelor didactice destinate RLS,
evolutie similard cu cea mentionatd in istoricul predarii limbilor strdine asistate de
calculator (Delcloque: 2000), care, desi nu atit de elaborati ca aceasta, ilustreaza fap-
tul cd predarea RLS a fost influentatd, de-a lungul timpului, de tendintele internati-
onale ale didacticii moderne. Prin urmare, in lucrarea mentionatd (Moldovan: 2012),
se poate observa trecerea treptatd si cronologicd de la materiale didactice imprimate
(manuale, cdrti, dictionare) la materiale electronice, unele distribuite pe suporturi de
stocare (casete, CD-ROM, DVD) altele accesibile direct pe Internet.

In aceastd ultim3 categorie, cea a materialelor didactice destinate RLS si accesibile
pe Internet, se regdsesc si cele mai moderne surse didactice, cele create conform
principiilor Web 2.0. Dupd pirerea noastrd, popularitatea Web 2.0, concept mentio-
nat indirect si de autorii citati in sectiunea anterioard, este usor observabild in pre-
darea RLS, ultima tendinti pe care o putem remarca in legiturd cu acest subiect fiind
virtualizarea preddrii RLS.

Dar ce este virtualizarea ca si concept general? In ultimii ani, una dintre directiile
cele mai moderne de dezvoltare a tehnologiei informatiilor a fost virtualizarea, un
termen foarte la modd, des intalnit in legdturd cu diferite aspecte ale TIC precum
stocarea datelor, serviciile online, comunicatiile electronice, accesul la date, retele si server-e.
Conform unei definitii general acceptate, virtualizarea este:

“.. a way to abstract applications and their underlying components away from the
hardware supporting them and present a logical or virtual view of these resources”
(Kusnetzky: 2011, 1)
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In cartea sa Virtualization, A Manager’s Guide (2011), Dan Kusnetzky descrie un
model general al virtualizdrii, in care distinge cateva forme de materializare ale aces-
tui concept: virtualizarea accesului la date, virtualizarea aplicatiilor, virtualizarea rete-
lelor si virtualizarea dispozitivelor de stocare. Alte aspecte importante ale virtualizarii
sunt: virtualizarea serviciilor, virtualizarea platformelor si virtualizarea suprafetelor de
lucru.

Considerdm ci virtualizarea preddrii RLS apare datoritd impactului acestei noi
tehnologii si este materializatd prin aparitia si utilizarea in procesul didactic al unor
noi instrumente informatice. Cele mai vizibile indicii ale virtualizdrii preddrii limbi-
lor striine, in general, tin de virtualizarea serviciilor, virtualizarea accesului la date si
virtualizarea dispozitivelor de stocare. Fiecare dintre aceste aspecte este usor de iden-
tificat chiar si de citre utilizatorii finali care nu sunt experti in informaticd, deoarece
acestea schimbd modul in care cursantii interactioneazi cu instrumentele didactice
si oferd diferite avantaje menite sd facd procesul didactic mai interesant, mai atractiv
si mai accesibil. In aceest context, virtualizarea este legati de un alt concept foarte la
moda in prezent, este vorba despre cloud-computing. Campanella et al (2010) explicd
in articolul sdu relatia la nivelul infrastructurii intre cloud-computing si virtualizare in
felul urmaitor:

“The generic term “clouds” is a rapidly developing paradigm shift. It is often associ-
ated to “computing” and refers to a set of “services” of type application (e.g. Google
apps), platform (e.g. Windows Azure) and infrastructure (e.g. Amazon EC2).
These services are offered through Internet with a simple user interface and leverage
virtualization technologies.” (Campanella et al, 2010: 71-72).

Prin urmare, virtualizarea instrumentelor utilizate in didactica limbilor striine,
in general, si a RLS in special, descrie un set nou de solutii integrate ce permit pro-
fesorilor si cursantilor sd lucreze intr-un mediu participativ si interactiv care facili-
teazd comunicarea in timp real, clasificarea colectivd a datelor, accesul la date de ori-
unde din lume si de pe aproape orice dispozitiv electronic, evaluarea continud, actu-
alizarea si revizia datelor procesate. Aceste instrumente didactice deschid o noud
perspectivi asupra dezvoltirii predirii RLS sub forma unor servicii electronice acce-
sibile online.

In acest context, putem vedea cum instrumentele electronice mentionate in Mol-
dovan (2012) ca, de exemplu, proiectul Europe Ensemble (http://www.europensemble.
eu/), AutoDidact (http://granturi.ubbcluj.ro/autodidact/) sau cursul interactiv
online Limba romdnd (http://www.dprp.gov.ro/elearning/) creat de Liga pentru
Utilitate Publicd, chiar dacd sunt foarte complexe si interactive, prezintd anumite li-
mitdri datorate faptului ¢ au fost create intr-un moment in care principiile Web 2.0,

295



Cristina VARGA

virtualizarea si cloud-computing, nu erau incd implementate in predarea RLS asistatd
de calculator.

In cele ce urmeazi, ne propunem si prezentim un astfel de instrument didactic,
construit dupd principiile moderne enuntate anterior si care permite partajarea, co-
laborarea si auto-gestionarea datelor in spatiul virtual al Internetului. Mentiondm ca
nu este singurul instrument de acest tip, actualmente existd mai multe platforme
virtuale destinate preddrii limbilor strdine asistate de calculator. Ceea ce distinge plat-
forma virtuald care face obiectul studiului nostru este utilizarea pentru prima dati a
tehnologiei cloud-computing pentru crearea unui instrument didactic ce permite pre-
darea RLS.

4. Platforma virtuald Clipflair. Predarea limbii roméane ,in the cloud”
4.1. Structura platformei

Clipflair (Foreign Language Learning through Interactive Captioning and Revoicing of
Clips)* este o platforma virtuald de acces liber, creatd in cadrul unui proiect Comenius
desfasurat in perioada 2011-2014 si dedicatd predarii si invatdrii limbilor strdine prin
intermediul subtitrdrii de videoclipuri.

Galeria de videoclipuri Galeria de activititi

Pagina web Clipflair
Galeria Clipflair Clipflair Studio

Galeria de imagini Forum Reteaua sociald Clipflair Blog

Comunitate Mesaje

Figura 1. Structura platformei Clipflair

Fiind vorba despre o platform3 virtuali creatd dupi principiile Web 2.0, aceasta are
o structurd complexd formatd din mai multe module toate accesibile online: pagina
web Clipflair (cuprinde informatii despre proiect, participanti, manuale de utilizare),

! Pentru mai multe informatii consultati pagina oficiald a proiectului clipflair.net.
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Clipflair Studio (programul ce permite crearea si utilizarea activitatilor didactice), Ga-
leria Clipflair (formatd la randul ei din galerii de imagini, video sau activititi), Reteaua
sociald Clipflair (cuprinde forumul, comunitatea de utilizatori, mesajele si blogul
Clipflair). Toate aceste module sunt necesare pentru a desfasura o activitate didactica
eficientd online si pentru ca profesorii si elevii sd poatd interactiona corect.

Fiecare modul indeplineste o functie precisd in cadrul procesului didactic si tre-
buie folosit intr-un anumit moment al acestuia. Astfel, pagina web Clipflair se utili-
zeazd in fazele incipiente, ca introducere in utilizarea proiectului deoarece prezintd
date generale despre proiect, conceptele didactice care stau la baza proiectului, obi-
ectivele acestuia precum si rezultatele sale.

Partea centrald a platformei o constituie Clipflair Studio, programul ce permite
crearea, deschiderea si modificarea activititilor didactice. Clipflair Studio constd
dintr-o suprafatd scalabild pe care se pot afisa diferite componente care, impreund,
formeazd o activitate didacticd. Clipflair Studio functioneazd impreund cu Galeria
Clipflair, in care se stocheazd, clasificd si afiseazd activitdtile didactice create deja de
citre profesori. Aici se pot gdsi, cu ajutorul filtrelor, imaginile, videclipurile si activi-
tdtile cele mai indicate pentru limbile pe care un cursant doreste si le studieze, ni-
velul de limb3, tipul de activitate etc.

Ultima componentd a proiectului Clipflair este reteaua sociald Clipflair, un spatiu
virtual in care, profesorul isi poate organiza elevii in grupuri sau pe clase si le poate
trimite activitdti didactice de rezolvat. La rindul lor, elevii pot folosi reteaua sociald a
platformei pentru a incdrca activitdtile didactice deja rezolvate astfel incat profesorul
s3 le poatd accesa in vederea corectirii.

Prin urmare, o modalitate eficientd de lucru folosind platforma virutald Clipflair
constd in utilizarea tuturor modulelor acesteia intr-o ordine, corespunzand diferite-
lor etape ale procesului didactic:

Pagina web - Clipflair Studio - Pagina web - Retea sociald - Galeria Clipflair

4.2. Clipflair studio

Clipflair studio reprezintd partea esentiald a platformei si constd din programul ce
permite crearea, deschiderea, salvarea si modificarea activititilor didactice. Structura
acestuia determind si structura activitdtilor didactice, Clipflair studio fiind format
dintr-o serie de componente ce permit afisarea simultani a unor continuturi multi-
media pe ecran (text, imagine, video etc.). Elementul principal al Clipflair studio este
suprafata de lucru, un ecran de culoare albastrd, care prezintd in partea inferioard o
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bard de aplicatii. Pe aceastd suprafatd de lucru, profesorul va decide ce componente
sunt necesare pentru o anumitd activitate didacticd pe care doreste sd o creeze.

In Clipflair studio existi noud componente care se deschid fiecare intr-o fereastrd
de aplicatie capabild sd afiseze si sd manipuleze fisiere intr-unul sau mai multe for-
mate. Aceste componente sunt: componenta videoclip, componenta de text, componenta
de subtitrare, componenta de dublaj, componenta imagine, componenta hartd, compo-
nenta stiri, componenta galerie si componenta activitate imbricatd. Fiecare dintre aces-
tea aduce un plus de complexitate activitdtilor didactice, faicandu-le mai dinamice si
interactive. In acelasi timp, cu cAt mai complexi este o activitate creatd cu Clipflair
studio, cu atat permite formarea unor competente lingvistice mai complexe.

O observare amanuntitd a componentelor Clipflair Studio ne arati faptul cd aces-
tea apar pe suprafata de lucru si pot fi usor gestionate pe ecran. In functie de nece-
sitati, mai multe instante ale componentelor Clipflair Studio pot fi afisate si utilizate
pe ecran.

Astfel, componenta videoclip constd dintr-o fereastrd in care se pot incdrca si repro-
duce videoclipuri. Aceasta poate fi creatd de la butonul Add clip din bara de aplicatii.
In functie de intentiile celui care creeazi activitatea didacticy, este posibil ca fereastra
videoclip si fie redimensionati si plasati pe ecran in locul dorit. In partea inferioard
a componentei videoclip, existd o serie de butoane de control care permit utilizato-
rului derularea clipului la momentul dorit. Pentru a modifica videoclipul afisat de
componenta videoclip, se acceseazd butoanele de control din coltul stinga-sus al fe-
restrei. Este vorba, mai precis de butonul Options care deschide un meniu complex
de optiuni legate de modul de afisare si informatiile aferente unui videoclip.

Pentru a putea afisa un videoclip in componenta mentionatd, acesta trebuie sd
aibd formatul mp4 sau wmv. In cazul in care nu este restrictionat de legile dreptului
de autor, videoclipul acesta poate fi publicat in Galeria Clipflair sau, dacd nu este un
material ce se doreste a fi utilizat sistematic, se poate incdrca de pe calculatorul uti-
lizatorului f4ri a fi salvat in activitate. In cazul in care utilizatorul deschide dou
instante ale componentei videoclip a platformei va observa c3 acestea sunt sincroni-
zate, astfel, toate filmele din componentele videoclip ale platformei vor fi reproduse
deodatd.

Componenta de text a platformei permite utilizatorului s3 deschidi ferestre in care
apoi sd introducd informatii sub formai textuald precum: instructiuni de lucru, enun-
turile exercitiilor didactice, indicatii pentru elevi si trimiteri la surse de informare.
Componenta permite formatarea simpld a textului (schimbarea dimensiunii, alinie-
rii si aspectului textului) cu ajutorul butoanelor de control aflate in partea superioard
a ferestrei componentei de text. Intr-o unitate didacticd se pot afisa mai multe feres-
tre, una dintre optiuni putind fi si o componentd de text vidd in care elevii sd poatd
scrie raspunsurile la exercitiile din unitatea didactica.
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Componenta de subtitrare poate fi consideratd drept cea mai importants, aldturi de
componenta de dublaj, din intreaga platforma Clipflair. Este o componentd ce permite
crearea de subtitrdri ale videoclipurilor afisate in componenta videoclip. Este structu-
ratd sub forma unui tabel in care primele coloane ale tabelului cuprind informatii
legate de timpul de intrare si de iesire al subtitrdrilor de pe ecran, urmdtoarea co-
loand permite utilizatorului s mentioneze numele personajului care rosteste replica
in film, ultima coloan3 este cea care cuprinde textul subtitrdrilor ce apar pe ecran.
Componenta de subtitrare permite, cu ajutorul butoanelor de control plasate in partea
superioard a ferestrei, inserarea, modificarea si stergerea atit a timpilor de intrare si
iesire de pe ecran a subtitririlor cit si a textului propriu-zis. De asemenea, compo-
nenta permite incdrcarea subtitririlor din fisier extern prin comanda de importare
si exportarea subtitririlor realizate in cadrul unei activitdti didactice. Formatul subti-
trarilor folosite pe platforma Clipflair este .srt si .txt.

Componenta de dublaj este cea care permite inregistrarea vocilor si suprapunerea
acestora peste sonorul original al filmului. Structura ferestrei este similard cu cea a
componentei de subtitrare cu diferenta cd fisierele care se creeazd sunt fisiere de
sunet si au un alt format. Aceeasi posibilitate de import/export al fisierelor audio
externe se poate folosi si pentru componenta de dublaj.

Nu odatd, activitdtile didactice includ exercitii bazate pe imagini si, pentru a veni
in intdmpinarea acestei necesititi didactice, platforma Clipflair este dotatd si cu o
componentd de imagine. Ea constd dintr-o fereastra scalabild in care utilizatorul poate
incdrca imagini din galeria de imagini a platformei. Aceastd componentd permite
modificarea dimensiunilor imaginii iar, in cazul in care imaginea este un fractal,
aceasta se poate redimensiona la infinit, prezentind mereu detalii noi ale respecti-
vului fractal.

O optiune mai putin obisnuitd a platformei virtuale este componenta hartd. Folo-
sim din ce in ce mai mult in viata de zi de zi echipamente care si ne permiti si ne
orientdm, in locuri pe care nu le cunoastem iar, in momentul in care incepem si
invitim limbi striine, una dintre primele teme de discutie abordate in aceste lectii
este legatd de exprimarea locului unde mergem, de unde venim si de capacitatea de
a cere indicatii despre cum se ajunge intr-un anumit loc. Toate aceste aspecte sunt
integrate usor in platforma virtuald cu ajutorul coordonatelor geografice.

O altd componentd importantd este Galeria Clipflair, aici se pdstreazd elemente
esentiale pentru activitatea platformei precum imagini, videoclipuri si activitdti didac-
tice. Oricine doreste sd propund un material didactic, i poate contacta pe autori si
poate trimite materialele audiovizuale pentru a fi publicate pe platforma. Este foarte
important ca toate materialele propuse si fie de acces liber, cu licentd Creative Com-
mons sau proprietatea celui care le propune.
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Alte componente de mai micd importantd sunt: componenta stiri care permite afi-
sarea ultimelor noutati din blogurile sociale Clipflair si componenta activitate imbri-
catd ce permite inserarea unei activitdti mai simple intr-o activitate mai complexd de
mai mari dimensiuni.

Una sau mai multe instante ale acestor componente pot sd formeze o activitate
didacticd destinatd preddrii/invatdrii limbilor strdine, in functie de obiectivele didac-
tice urmdrite de citre profesor.

4.3. Crearea unei activitati didactice cu Clipflair Studio

Pentru a crea o activitate didacticd cu Clipflair procedura este foarte simpli: se acce-
seazd platforma Clipflair, butonul New Activity si se poate incepe crearea unei activi-
tdti prin inserarea componentelor necesare acesteia pe suprafata de lucru. Bineinte-
les, aceastd abordare este una simpld, aflati la indeméana oricdrui utilizator, indife-
rent de varstd si de profesie si nu are neapdrat eficienta unei activititi didactice in
adevdratul sens al cuvantului.

O activitate didacticd eficientd trebuie sa tind seama de mai multi factori printre
care amintim: nivel de limbd, competentele ce se formeazd, varsta cursantului, scopul in-
vatdrii etc. In functie de acesti factori activititile didactice vor avea o structurd dife-
ritd. Prin urmare, recomanddm urmarea unui proces de creare a activititilor didac-
tice format din 3 etape: proiectarea, crearea activititii si evaluarea activitdtii didactice.

4.3.1. Proiectarea activitdtii

Astfel, in prima etapd, cea de proiectare, profesorul trebuie sd se concentreze pe as-
pecte didactice: obiective si continuturi didactice, exercitii si surse de informare precum
si instructiuni pentru cursantul independent. Aceste elemente pot fi introduse in
componente de tip text si formeazd structura de bazd a activitatii didactice.

Propunem astfel, ca o prim3 fereastri de text s3 explice cursantului care sunt obi-
ectivele activitdtii si continuturile ce se vor preda in respectiva activitate. Sugerdm
un titlu pentru fereastra initiald a activitatii titluri pentru Introducere, Obiective didac-
tice. Numele ferestrei poate fi schimbat cu ajutorul butonului Options (vezi iconul cu
cheia tubulard din coltul dreapta sus al ferestrei de text) comanda Title.

De asemenea, se recomanda ca, incd din primele etape ale credrii activititii didac-
tice, profesorul sd atribuie un nume si un numar acesteia. Acest lucru este important
in cazul in care profesorul doreste sd creeze o intreagd serie de activitdti didactice cu
ajutorul Clipflair care sd acopere un intreg nivel de competente (de exemplu, C1).
Astfel, tematica, nivelul si locul activitdtii in procesul de predare pot fi urmadrite sis-
tematic atat de cdtre cel care creeazd activititile respective cat si de citre studentii cu
care se lucreazd in clasd sau de cdtre cursantii independenti.
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Pentru o mai bund vizualizare pe ecran si, pentru crearea unei interfete cat mai
interesante pentru elevi, ferestrele in care sunt afisate componentele activitdtii di-
dactice pot sd primeascd o anumitd culoare, pe care o decide profesorul si, de aseme-
nea, isi pot schimba forma, din ferestre ale ciror colturi sunt formate din unghiuri
drepte in ferestre cu colturile rotunjite. Se recomand3, de asemenea, ca dispozitia lor
pe ecran sd fie cat mai logicd cu putintd, iar ordinea exercitiilor si instructiunilor sa
fie aceea abordatd in clasd. Astfel, dupd fereastra introductivd, se poate insera o fe-
reastrd de text in care si se explice contextul pragmatic general al continuturilor care
se introduc in lectie. De exemplu, dacd este vorba despre o lectie legatd de felul in
care ne prezentim cuiva intr-o altd culturd, este util de mentionat care sunt elemen-
tele importante intr-o prezentare: numele, varsta, profesia etc.

4.3.2. Crearea activitdtii propriu-zise

Dupi ce elementele care structureazd aspectele teoretice ale activitdtii au fost intro-
duse, plasate si formatate pe suprafata de lucru, se poate crea o noud componentd de
text care sd cuprindd exercitiile la care s-a gindit profesorul pentru crearea compe-
tentelor lingvistice si atingerea scopurilor enuntate initial. Aici profesorul trebuie sa
aibd mereu prezent in minte faptul c3 activititile Clipflair nu se pot dezvolta in afara
contextului audiovizual si a traducerii audiovizuale. Prin urmare, activitdtile didac-
tice vor fi structurate in functie de acest aspect esential. Exercitiile pot implica: ascul-
tarea, transcrierea, traducerea, reformularea dialogurilor dintr-un videoclip. De aseme-
nea, in afara subtitrdrii, se pot folosi modalititi de traducere ce implicd inregistrarea
vocii precum: dublajul, voice-over, comentariul liber si descrierea audio. In functie de
durata activititii, complexitatea acesteia, virsta elevilor si obiectivele urmadrite de pro-
fesor, se pot crea toate aceste tipuri de exercitii sau doar unele dintre acestea. Reco-
manddm, bineinteles, ca fereastra componentei video si fereastra componentei de subti-
trare si dublaj sd fie plasate in apropierea ferestrei de text ce contine enuntul exercitii-
lor. Fiecare dintre aceste ferestre trebuie sd aibd o denumire adecvati care s3 permitd
cursantilor s identifice usor fiecare componenti pe ecran. Aceste componente pot
sd aib3 si ele o form3d si o culoare care si le distingd, elemente care, in cazul unei
serii complete de activitati sd fie aplicate unitar peste tot.

In crearea activititii, profesorul trebuie s includ si exercitii care si permiti ele-
vilor s poati s3 lucreze independent acas3, in special temele de casi. El trebuie si
includd informatii despre surse auxiliare care sd permitd elevului s3 se descurce la
nivel lingvistic in ducerea la bun sfarsit a activitdtilor de rezolvat. Astfel, in aceasta
fereastrd de text, cdreia se recomandd sd i se dea denumirea de Surse de informare,
Instrumente de lucru sau Materiale auxiliare etc., sugerdm inserarea unei colectii de
legdturi hipertext organizate in mai multe sectiuni precum: dictionare online, pro-
grame online text-to-speech, gramatici online etc.
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Pentru a incheia activitatea, dacd doreste, profesorul poate insera o fereastrd in
care sd prezinte cheia exercitiilor si o fereastrd in care sd insereze, pentru o mai bund
intelegere, transcrierea dialogurilor din videoclipul activitdtii. In special, la primele
nivele de competentd lingvisticd (A1-B2), unde intelegerea textului oral este mai li-
mitatd.

De asemenea, se pot include si informatii care si le aminteasci elevilor operatiu-
nile de salvare a activitdtii didactice in urma rezolvdrii exercitiilor, exportarea fisiere-
lor de subtitrare si dublaj precum si necesitatea ca acestea s fie incircate in reteaua
sociald Clipflair in vederea corectdrii, lucrului in grup, schimbului de idei si opinii
cu profesorul sau colegii de clasi.

4.3.3. Evaluarea activitdtii didactice

Ultima etapd in crearea unei activititi didactice Clipflair, asa cum o recomandim
noi, are in vedere procesul de evaluare si feed-back precum si alte interactiuni care
apar pe parcursul acestei etape finale intre elev-profesor. Astfel, dupd terminarea ac-
tivitatii didactice de cdtre elevi, profesorul trebuie sd le recomande inscrierea pe re-
teaua sociald Clipflair (clipflair.net > Social Network > Community). Pentru o mai buna
organizare, profesorul este cel care creeazd in reteaua sociald Clipflair un grup des-
tinat comunicdrii legate de activitdtile didactice de invitare a unei anumite limbi de
citre un anumit grup. Denumirea grupului trebuie sd fie clard si sd exprime toate
informatiile necesare: limba studiatd, clasa, liceul etc. Dupd crearea grupului de cdtre
profesor, acesta le cere elevilor sd se inscrie in reteaua sociald Clipflair si, in momen-
tul in care elevii obtin un nume de utilizator si o parold, pot adera la grupul creat
pentru ei de citre acesta. Grupul permite, postarea mesajelor pe un perete, trimiterea
temelor de casd si a proiectelor citre profesor, schimbul de idei asupra unei teme
date, primirea feed-back-ului de la profesor si publicarea de imagini.

Profesorul poate retrage permisul de participare a unui elev la un grup si poate
sterge mesajele nedorite. De asemenea, poate descirca fard riscuri materialele tri-
mise de citre elevii sii, ulterior putind trimite, la rindul sau, versiunile corectate ale
fisierelor primite. Astfel, prin intermediul platformei Clipflair se usureazi etapa de
evaluare in activitatea profesorilor.

5. Concluzii

Platforma Clipflair vine ca o alternativd interactivad si multimedia la platformele de
invitare a limbilor strdine si a RLS deja existente. Avantajele pe care le prezintd sunt:
interactivitatea, flexibilitatea oferitd de posibilitatea de a lucra de pe orice echipament
electronic (calculator, note-book, tabletd, smart-phone etc), interfata prietenoasd, usor de
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utilizat, accesibilitatea si faptul cd este pusd la dispozitia tuturor celor doritori sd in-
vete una dintre limbile strdine deja existente pe platforma.

Utilizabilitatea este o alti calitate a platformei Clipflair, aceasta fiind accesibilild
atit profesorilor, cit si elevilor. Indiferent de tipul de utilizator, fiecare isi poate crea
si personaliza o serie de activitdti didactice cu o structurd mai mult sau mai putin
complexd, in functie de necesititi.

Considerdm, prin urmare c3 platforma Clipflair se inscrie printre instrumentele
cele mai performante de invitare a limbilor strdine existente la ora actuald. Faptul cd
ea include si RLS reprezintd, de asemenea, un detaliu foarte important pentru noi
avand in vedere cd ea vine sd mdreascd numadrul de instrumente ce faciliteazd accesul
strdinilor la intelegerea limbii romane si creste vizibilitatea limbii romane in plan
international.
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Rezumat: Progresul in informatici si stiinta calculatoarelor a condus la dezvoltarea
unui domeniu nou, si anume interactiunea om-computer. Ca domeniu de studiu,
interactiunea om-computer este relativ recent si s-a constituit prin convergenta
unor preocupdri din domenii precum psihologia si stiintele sociale cu informatica
si tehnologia. Interactiunea om-computer studiazd modul in care oamenii proiec-
teazd, implementeazi si utilizeazd interactiv sistemele informatice, precum si mo-
dalitdtile prin care computerul afecteazi individul, organizatiile si societatea. Aceste
aspecte au dus la dezvoltarea de noi tehnici de interactiune pentru sustinerea sarci-
nilor utilizatorilor, creAnd forme mai puternice de comunicare si asigurdnd un mai
bun acces la informatii. Toate acestea implici tehnici privind interactiunea intre
dispozitivele de intrare/iesire, modalititi de monitorizare a actiunilor computerului
prin meniuri de suport si instrumente utilizate in proiectarea, construirea, testarea
si evaluarea interfetelor utilizator, documentarea si formarea utilizatorilor. Totodatd
sunt implicate si procesele folosite de utilizatori la crearea interfetelor. Aceste as-
pecte sunt continute de utilizabilitate — termenul cheie in noul domeniu privind
interactiunea om-computer. In acest articol vom prezenta evolutia conceptului de
interactiune om-computer si diferite modele de misurare si evaluare a aspectelor
privind utilizabilitatea.

Keywords: human computer-interaction, usability, usability of systems and soft-
ware, usability engineering, pedagogical usability/pedagogical utility, e-learning us-
ability, ClipFlair

Cuvinte-cheie: interactiunea om-computer, utilizabilitate, utilizabilitate a sistemu-
lui si software-ului, utilizabilitate pedagogicd/utilitate pedagogicd, e-learning usabi-
lity, ClipFlair.

1. Introduction

The field of human-computer interaction (HCI) is fundamentally interdisciplinary.
Human-computer interaction has recently emerged as a highly successful area of
computer science research and development of applied psychology. Some reasons
for HCI'’s success are clearly technical, e.g. in work concerning direct manipulation
interfaces, user interface management systems, task-oriented help and instruction,
and computer-supported collaborative work. Other reasons of HCI’s success are
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broadly cultural. Human-computer interaction has appeared as a reaction of how
non-specialist public sees computer science domain. Most recent reasons for the
success of HCI are commercial. As the fundamental technologies of computing be-
come commodities, the non-commodity value of computer products consist in ap-
plications and user interfaces, that is, in human-computer interaction.

In the human-computer interaction literature the usability is a core term. Basi-
cally usability can be described as the extent to which a computer system interface
supports end users. We need to establish a comprehensive set of attributes of usabil-
ity in order to fully understand what usability is. Research in the HCI tradition has
stated that the study of human factor in key to successful design and implementation
of technological devices (Shneiderman 1980 and 1998). The global goal of the HCI
work has been to propose techniques, methods, and guidelines for creating better
and more usable “artifacts”. To this purpose researchers have examined diverse situ-
ations such as the design of programming languages (Sime et al. 1973), errors made
while utilizing alternative modeling approaches (Agarwal et al. 1999), and the usabil-
ity of operating systems such as UNIX (Jeftries et al. 1991).

2. Facets of Usability

The activity that form the historical foundation of human-computer interaction was
called “software psychology” in the 1970’s (Shneiderman 1980). Its purpose was to
establish the utility of a behavioral approach to understanding software, design, pro-
gramming, and the use of interactive systems; to motivate and lead system develop-
ers to take into account the characteristics of human beings. Software psychology
had two distinct methodological axioms. The first axiom — called waterfall model of
top-down decomposition and discretely sequenced stages with well-specified hand-
offs (Royce, 1970) — assumes the validity of a received view of system and software
development. The second one assumes two key roles for psychology in this context:
(a) to produce general descriptions of human beings interacting with systems and
software in order to synthesize them as guidelines for developers and (b) to directly
verify the usability of systems and software after they were created. Software psychol-
ogy started a variety of technical projects pertaining to what we now call the usability
of systems and software: assessing the complexity of syntactic structures in program-
ming languages (Miller, 1974), describing the utility of mnemonic variable names
and in-line program comments (Weissman, 1974), and explaining how flowcharts
serve as a programming aid (Shneiderman et al. 1977). This work influenced many
industrial human factors to extend the scope of their responsibilities to include sup-
port for programming groups and the usability of software. The origins of human-
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computer interaction in software psychology raised two important issues for the field
in the 1980’s. One of them was the description of the way design and development
work and to understand how it could be supported. The other issue was to determine
the role of psychology plays in particular in HCI.

Usability has to do with bridging the gap between people and machines. A user
interface or human-computer interface refers to the parts of a hardware and/or soft-
ware system that allow a person to communicate with it. This includes output devices
(the way the computer talks to a user) and input devices (the way a user talks to the
computer). Typical “output devices” include computer monitors and the operating
systems that run on them, and also include speakers and other devices that provide
feedback. “Input devices” include peripherals like keyboards, mice, and joysticks,
and also include microphones and eye movement devices. Each of these interface
equipments has devices corresponding to the visual (sight), aural (sound), and haptic
(touch) channels of the brain. Usability engineering studies these elements of the
user’s experience. The underlining for usability engineering is in knowing precisely
what criteria will be used to judge a product for its usability. In relation to the
software lifecycle, the important features of usability engineering are the inclusion
of a usability specification that concentrates on features of the user-system
interaction which contribute to the usability of the product. Various attributes of the
system are suggested as standards for testing the usability. For each attribute, six
items are defined to form the usability specification of that attribute:

« Measuring concept: makes the abstract attribute more concrete by describing it
in terms of the actual product.

« Measuring method: states how the attribute will be measured.

« Now level: indicates the value for the measurement with the existing system.
«  Worst case: the lowest acceptable measurement for the task.

« Planned level: the target for the design.

« Best case: the level which is agreed to be the best possible measurement given
the current state of development tools and technology.

The major feature of usability engineering is the assertion of explicit usability
metrics early in the design process which can be used to judge a system once it is
delivered. At early stages of design, the designers do not yet have the information to
set goals for measured observations. Another problem is that usability engineering
provides a means of satisfying usability specifications and not necessarily usability:
the usability metrics must be interpreted correctly.
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From the point of view of people who need to use any interactive software system
for learning, usability is the most important aspect of the system. In the present age
of Information and Communication Technology, it should be possible to learn being
“far away” from the teaching source. E-learning is the most recent way to carry out
distance education by distributing learning material and processes over the Internet.
Moreover, technology should not become a barrier. Users with different hardware
and software equipment should be able to exploit the e-learning artifacts, possibly
through a suitable customization of access procedures. Issues of usability take on an
added dimension in an educational environment. It is not sufficient to ensure that
e-learning system is usable, it must also be effective in meeting the instructor’s ped-
agogical objective. Silius and Tervakari (2002) say that it is important to evaluate the
pedagogical design of e-learning systems. They use the term “pedagogical usability”
to denote whether the tools, content, interface, and tasks of e-learning systems sup-
port various learners to learn in various learning contexts according to selected ped-
agogical objectives. That’s why the most common pedagogical usability features are

» o«

“learner control”, “possibility for cooperative or collaborative learning activities”, “ex-
” o«

plicit learning goals”, “authenticity of learning material” and “learner support (scaf-
folding)”.

3. Definition and Model of Usability

While there are many different definitions and models which clarify the meaning of
software usability (McCall et al. 1977; Ravden and Johnson, 1989; ISO/IEC 9126, 1991;
ISO 9241-11, 1998; Nielsen, 1993; Bevan and Macleod, 1994), the term “usability”
seems to be defined through imperceptible differences by many researchers (Ravden
and Johnson, 1989; Eason, 1984; Chapanis, 1991; Shackel, 1991; Preece, 1993). Some
of these (ISO/IEC 9126, 1991; Nielsen, 1993) concentrate on the attributes that con-
stitute usability, while other definitions concentrate on how usability should be
measured (ISO 9241-11, 1998; Bevan and Macleod, 1994). However, while these defi-
nitions support our understanding of software usability, there are problems associ-
ated with them. For example, the definitions that focus on attributes are weak in
their support for measures and vice versa.

McCall et al. (1977: 2) define usability as a software quality factor through “the
effort required to learn, operate, preparing input and interpret output of a program”.
In order to understand McCall’s perspective of usability in 1977 we must recall the
taxonomy of computers in those days. In that period, the virtual environment con-
sists of main and mini computers running major data processing applications. Staff
must learn how to operate the system, input data, receive output and keep the system
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running. In this environment, usability was perceived to be limited to the operators
and their learning process.

More recently, Ravden and Johnson (1989: 9) define usability as “the extent to
which an end-user is able to carry out required tasks successfully, and without diffi-
culty, using the computer application system”. This definition expressed the idea of
the complexity of usability: profiles of end-users; skills among end-users; attitudes
among end-users; complexities of tasks; measures for success; interpretations of dif-
ficulty. The importance of Ravden and Johnson’s definition is that they introduced
an element of measure for usability by using the expression “the extent” in their
definition.

The International Organisation for Standardisation (ISO) also defines usability.
In this standard (ISO/IEC 9126, 1991), usability is defined as “a set of attributes of
software which bears on the effort needed for use on an individual assessment of
such use by a stated or implied set of users”. This definition adds to our understand-
ing of usability by considering a set of attributes of software which are called sub-
characteristics. These are learnability, understandability and operability. The stand-
ard named Ergonomic requirements for office work with visual display terminals (ISO
9241-11, 1998), in Part 11 also defines usability as “the extent to which a product can
be used by specified users to achieve specified goals with effectiveness, efficiency
and satisfaction in a specified context of use”.

In the same period, Shackel (1991: 24) defined usability as “.. the capability in
human functional terms to be used easily and effectively by the specified range of
users, given specified training and user support, to fulfil the specified range of tasks,
within the specified range of environmental scenarios”. Shackel’s usability defini-
tions provide an initial set of criteria used to quantify usability based on a set of usa-
bility criteria. These are:

o Effectiveness: level of interaction in terms of speed and errors;
o Learnability: level of learning needed to accomplish a task;

« Flexibility: level of adaptation to various tasks;

o Attitude: level of user satisfaction with the system.

On the other hand, Preece (1993: 10) seated usability as “The goals of HCI are to
develop and improve systems that include computers so that users can carry out their
tasks: safely, effectively, efficiently and enjoyably. These aspects are collectively
known as usability”. We must say that the definition given by Shackel seems to be
accepted by most researchers in the area of human-computer interaction.

The initial set of criteria provided by Shackel has been adapted and extended by
other usability researchers such as Nielsen. For Nielsen (2012: 1) usability is “a quality
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attribute that assesses how easy user interfaces are to use. The word “usability” also

refers to methods for improving ease-of-use during the design process” so that usa-

bility addresses the relationship between tools and their users. In order for a tool to

be effective, it must allow the users to complete their tasks in the best way possible.

This principle also applies to computers, websites and other types of software; how-

ever usability is not the only property of a user interface. It has multiple components

and is normally associated with the following attributes:

Learnability: How easy is it for users to accomplish basic tasks the first time they
encounter the design?

Efficiency: Once users have learned the design, how quickly can they perform
tasks?

Memorability: When users return to the design after a period of not using it, how
easily can they reestablish proficiency?

Errors: How many errors do users make, how severe are these errors, and how
easily can they recover from the errors?

Satisfaction: How pleasant is it to use the design?

Table 1 provides a useful comparison of the dimensions which are common

across the definitions of usability compiled by Ryu (2005). These dimensions have

been the basis of the measures represented by the most common self-report satisfac-

tion questionnaires used in usability studies that are shown in Table 1.

Table 1. Comparison of Usability Dimensions

Usability dimensions Shackel (1991) Nielsen (1993) ISO 9241 and 9126
(1998, 2001)

Effectiveness v v

Learnability v v

Flexibility v

Attitude v

Memorability v

Efficiency N4 N4

Satisfaction v v

Errors v

Understandability v

Operability 4

Attractiveness v
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On the other hand, Nielsen (1993) created a model of system acceptability. In this
model Nielsen explains usability as part of the wider aspect of system acceptability
and suggests that usability is part of a much broader scene (Figure 1). System accept-
ability questions whether the system is good enough to satisfy all the needs and re-
quirements of the users. Nielsen also states that the overall acceptability of a com-
puter system is a combination of social acceptability and its practical acceptability.
Practical acceptability is composed of factors such us cost, compatibility, reliability
and usefulness of a system. Usefulness is further subdivided into usability and util-
ity. Even a system may be highly usable based on the below dimensions but may not
provide the functionality required by the user to complete a task. This dichotomy
illustrates the need for measures that consider utility. Such measures might be in
the form of self-report questionnaire designed to evaluate a system suitability to task
based on the user’s perception.

Social acceptability Utility

Usefulness

Easy to learn

system
acceptability

Efficient to use

USABILITY

Easy to remember

Cost

Practical Few errors

acceptability Compatibility

Subjectively pleasing
Reliablility

Etc.

Figure 1. A model of system acceptability attributes, Source: Nielsen, 1993

Nielsen’s model does not provide attributes or dimensions of utility as has been
done with usability. Silius, Tervakari and Kaartokallio (2002) have extended Nielsen’s
model by adding dimensions of utility in order to evaluate the usefulness of web-
based learning environments such us courseware or learning management systems.
Their model identifies three categories of pedagogical usability:

a) support for the organization of the teaching and studying;
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b) support for the learning and tutoring processes as well as the achievement of

learning objectives (tutoring and designed learning proccesses should be based
on appropriate, context sensitive learning and teaching model in which are taken
into account motivation, reflection, co-operation, collaboration, reflection,
knowledge construction, intention, activation, authenticity, contextualization and
transfer (Jonassen, 1995; Mezirow, 1997);

c) support for the development of learning skills (inteaction with other actors,
growth of learner’s autonomy and self-direction) (Figure 2).
Organisation of teaching process
Development of quality of teaching
Development of learners’ learning skills
Utility Testing and development of educational ICT
Support for organization of
Pedagogical the teaching and stydying
Usefulness usability
Easy to learn Support for learning and tutoring
) processes as well as achievement
Usability Efficient to use of learning objectives
Easy to remember
Support for the development of
Few errors learning skills (e.g. interactions with
other actors, growth of learners’
Subjectively pleasing autonomy and self-direction)

Figure 2. Usefulness of web-based learning environments based on Nielsen,
modified by Tervakari&Silius, Source: Silius et al., 2002

The categories of pedagogical usability have varying importance depending on

how great a share of teaching occurs in the web and how much occurs in face-to-face

situations and how much web-based learning is used in teaching as a whole. If a

teacher uses the web for teaching, to support the development of learners’ learning

skills and for tutoring, the importance of other criteria for pedagogical usability be-

comes greater.

In the above model, utility is divided into two categories: value added and peda-

gogical usability. However, the term “pedagogical usability” is not appropriate for the

context in which it is presented because it is represented as a branch of utility not

connected to usability. Furthermore, ISO standards recognize usability as a measure

of the perceived ease of use of a system and not the usefulness of a system.
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More recently, Bratt (2007) extends and modifies Nielsen and Silius, Tervakari
and Kaartokallio’s original models on the multidimensional framework of pedagog-
ical utility. Bratt’s multidimensional framework for pedagogical utility is available in
Figure 3.

Organisation of teaching process

Development of quality of teaching

Value added Development of learners’ learning skills

Testing and development of educational ICT

Utility Self-regulated learning

Support for learning strategies

Pedagogical utility Social constructivism

Support for knowledge construction

Usefullness
Dimensions
Easy to learn

Usability Efficient to use

Support for knowledge representation

Support for instructional methods
Easy to remember

Few errors

Subjectively pleasing

Figure 3. Framework for pedagogical utility, Source: Bratt, 2007

The term “pedagogical usability” is replaced with the more appropriate term
“pedagogical utility” to convey that it is a measure of the usefulness of the system
within a particular context of use. The four dimensions of pedagogical utility replace
Silius, Tervakari and Kaartokallio’s three categories of pedagogical usability.

4. Limitation of Usability Evaluation Measures and Tools

The previously discussion in this article showed that the traditional usability evalua-
tion methods and tools are too generic to be applied to distinctive user setups (Bevan
& Macleod, 1994) due to the dimensions used to evaluate system (effectiveness, effi-
ciency and satisfaction) and the instantiation of these dimensions as specific
measures found in commonly used questionnaires in the field of usability. These
constraints limit the exploratory power of such method and instruments since they
fail to account for specific contexts of use that uniquely define an instantiation of the
software use (e.g. the collaborative nature of groupware). However, recent studies
suggest that new methods and instruments could be designed to include context of
use, such as mobile technology, thereby extending the explanatory power of the re-
sults of usability studies (Kommers, Jonassen& Mayes, 1992). One such context is e-
Learning and its associated system that support constructivist and collaborative
learning environments. An e-learning application should be evaluated considering
both its usability and its didactic effectiveness.
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5. Implementing and testing for e-Learning usability

An e-learning platform (container) is an environment integrating tools and services.
Attributes for a platform generally differ from those of a specific e-learning module
(content), since different features must be considered. However, some characteris-
tics of the content provided through a platform are bound to functionalities of the
platform itself. Usability is certainly one of the main challenges of e-Learning system
developers that Norman (1993) asserts that a formative application should

- Be interactive and provide feedback;

« Have specific goals;

« Motivate, communicating a continuous sensation of challenge;

« Provide suitable tools;

+ Avoid distractions and factors of nuisance interrupting the learning stream;

and Shin et al. (1994) suggest providing recommendations on the sequence to follow
through the material for less confident users.

In 2004 Ardito et al .identified criteria and attributes for evaluating e-learning
tools, considering the nature and goals of e-learning, requiring user-system easy in-
teraction, but even significant knowledge gain. Ardito et al. (2004) identified four
dimensions for usability of e-Learning platform: Presentation, Hypermediality, Ap-
plication Proactivity, User’s Activity (Table 2) and they have set up each dimension
for evaluating an e-Learning module (Table 3).

Table 2. Dimension for usability of e-Learning platform

Dimensions General Criteria Guidelines
principles
Presentation  Effectiveness Supportiveness for For interface graphical aspects, the
Learning/Authoring same UCD attributes hold
Errors and cues to avoidance are high-
lighted
Supportiveness for It is possible to personalize interface
communication, per- graphics
sonalization, and access
Efficiency  Structure adequacy System state is clearly and constantly
indicated

Progress tracking is clearly visualized
Possibilities and commands available
are clearly visualized

Course structure is clearly visualized

Facilities and technology Adaptation of the graphical aspect to
adequacy the context of use is provided
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General
principles

Dimensions

Criteria

Guidelines

Hypermediality Effectiveness

Supportiveness for
Learning/Authoring

Supportiveness for
communication, per-
sonalization, and access

The lecturer is supported in preparing
multimedia material

Easy movement among subjects is al-
lowed by highlighting cross-references
through state and course maps

Communication is possible through
different media channels

A personalized access to learning con-
tents is possible

Efficiency  Structure adequacy Both lecturer and student can access
the repository
Facilities and technology It is possible to create contextualized
adequacy bookmarks
The platform can be used off-line,
maintaining tools and learning context
Application Effectiveness Supportiveness for Lecturers can access a scaffolding li-
Proactivity Learning/Authoring brary to suggest winning models
It is possible to insert assessment tests
in various forms
The platform automatically updates
students’ progress tracking
The platform allows to insert learning
domain tools
Supportiveness for Users’ profiles are managed
communication, per-
sonalization, and access
Efficiency  Structure adequacy Mechanisms exist to prevent usage er-

Facilities and technology
adequacy

rors

Mechanisms exist for teaching-
through-errors

Lecturers and students access the re-
pository in different modes

Platform tools are easy to use

It is possible to automatically and cor-
rectly attenuate scaffolding

Adaptation of technology to the context
of use is provided

The date of last modification of docu-
ments is registered in order to facilitate
updating

User’s activity ~ Effectiveness

Supportiveness for
Learning/Authoring

Supportiveness for
communication, per-
sonalization, and access

Easy-to-use authoring tools are pro-
vided

Assessment tests to check one’s pro-
gress at any time are provided

Reports are managed about attendance
and usage of a course

It is possible to use learning domain
tools even when not scheduled

It is possible to eliminate scaffolding
or to personalize its attenuation
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Dimensions General Criteria
principles

Guidelines

Both synchronous and asynchronous
communication tools are provided

It is possible to communicate with
both students and lecturers

It is possible to make annotations

It is possible to integrate the provided
material

Efficiency

Facilities and technology

adequacy

Structure adequacy

Mechanisms are provided for search by
key or natural language

Authoring tools allow to create stand-
ard-compliant documents and tests
(AICC, IMS,SCORM)

Authoring tools facilitate documents
update and assessment tests editing

Table 3. Dimension for usability of e-Learning module

Dimensions Criteria

Guidelines

Effectiveness of
teaching/authoring

Presentation

Efficiency of supports and

teaching modalities

Content update is consistent

High priority subjects are highlighted

Graphic layout does not distract the learner but
helps him/her in learning

Hierarchical structure of course subjects is
highlighted

Scaffolding are assigned a non-invasive space to
not distract the learner

Hypermediality Effectiveness of
teaching/authoring

Efficiency of supports and

teaching modalities

Used tools are able to plunge the learner in the
learning domain context

Specific communication media are used for each
subject and learning goal

Communication channels are used in an optimal
way

Hypertextual and hypermedial links are carefully
used

Learning material can be reused and integrated

Effectiveness of
teaching/authoring

Application
Proactivity

Efficiency of supports and

teaching modalities

Specific learning domain tools are provided

The help and number of scaffolding are carefully
chosen

Testing tools are reliable

Scaffolding is correctly attenuated (if attenuation is
driven by the lecturer)

The document formats used do not require specific
plug-ins
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Dimensions  Criteria Guidelines
User’s activity ~ Effectiveness of It is possible to limit or choose the media channels
teaching/authoring Blended-learning simulations are provided

Efficiency of supports and  Search for documents is facilitated by a correct and
teaching modalities clear specification of key-words

More recently, Trinchero (2004) proposes an organized set of indicators for eval-
uating the quality of formative systems based on ICT (Information and Communi-
cation Technology). The indicators express criteria encompassing the entire learning
experience, from personal attitudes and abilities of lecturers to logistic suitability of
the used infrastructures. Such indicators refer to specific analysis dimensions. Sub-
sets of such indicators can be extracted to evaluate or compare specific learning ap-
plications and environments. A summary is reported in Table 4.

Table 4. Summary

Analysis dimensions Indicators

Quality of learning  Learning in instructive systems based on ICT
Quality of monitoring of student’s basic competencies and motivations
Quality of lessons content
Quality of structuring of the instructive path
Quality of participation
Quality of students’ results

Quality of teaching  Quality of teachers’/tutors’ competencies
Quality of course preparation
Quality of course organization
Quality of didactic process
Quality of applicative activities

Quality of learning ~ Quality of technological equipment
environment Quality of interface
Quality of infrastructures
Quality of logistic services
Quality of feedback
Quality of interaction Quality of tutor—student’s interaction
Quality of students’ interaction

Propitious class atmosphere

Also Lanzilotti et al. (2006: 46) define e-learning systems quality as “the extent
with which technology, interaction, content and offered services comply with expec-
tations of learners and teachers by allowing them to learn/teach with satisfaction”
and go on to define “TICS” (Technology, Interaction, Content, Services) as follows:
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« Technology — refers to the technological problems that can obstruct or make dif-
ficult the use of the e-learning system and to the hypermedia characteristics of e-
learning systems

+ Interaction — if an e-learning system interface is not usable, learners spend more
time learning how to use the software rather than learning the content, which is
their main goal.

« Content — this also refers to the way that the material is taught and to the capabil-
ity of the e-learning system to propose study activities to the learner, who should
also be free to autonomously choose his/her learning path.

« Services — it is necessary to provide users with communication tools, auto-evalu-
ation tools, help services, search engines, references, scaffolding, and so on. Ease
of learn and ease of use of such tools permit users to concentrate their efforts on
the learning paths without being required to spend too much time trying to un-
derstand the way the e-learning system works.

Using TICS the authors have developed an evaluation methodology, called “eLSE”
(e-Learning Systematic Evaluation), which prescribes a structured flow of activities.
The main idea of eLSE is that the most reliable evaluation results can be achieved by
systematically combining inspection with “user-based evaluation”. The activities in
the evaluation process are organized into a preparatory phase and an execution
phase. In the preparatory phase, a number of decisions must be made and the defi-
nition of a specific set of Abstract Tasks (ATs) created. ATs guide the evaluator’s ac-
tivities by describing which elements of the application must be looked for, and
which actions the evaluators must perform in order to analyze such elements. ATs
indicate how to define the Concrete Tasks (CTs), i.e. the actual tasks that users are
required to perform during the test.

6. Conclusion

The traditional usability evaluation methods and tools are too generic to be applied
to distinctive user setups due to the dimensions used to evaluate system (effective-
ness, efficiency and satisfaction) and the instantiation of these dimensions as spe-
cific measures found in commonly used questionnaires in the field of usability.
These constraints limit the exploratory power of such method and instruments since
they fail to account for specific contexts of use that uniquely define an instantiation
of the software use (e.g. the collaborative nature of groupware).

For being successful e-Learning must be engaging, relevant to the pedagogical
aims of course, accommodate students with a range of learning styles and contain
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help and hints for those who are less confident in using computer-based materials.
If the materials are usable for all students, including those with a range of disabili-
ties, the user satisfaction will be higher and a greater proportion of the students’ time
will be spent on useful tasks rather than with struggling and feeling alienated by the
technology.

In light of these arguments, in the ClipFlair project an integrated methodology
for formative usability evaluation has been developed that consists of a usability
inspection method that includes a structured set of usability heuristics which are
grouped into six ergonomic criteria: (a) user guidance; (b) work load; (c) adaptability
and control; (d) error management; (e) consistency and standards; (f) compatibility.
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