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Tolmetajallt

"Partu Rilkliku Ulikooll Toimetlete™ raames llmuy "Ms—
thodioa III" tutvustab TRU &ppejdudude uurimietsd tulemmsi
vidrkeelte Spetamise metoodika alal, samutl keeledpetamiee
aktuaalseld probleene NSVL Iildu ja vilismaa k&rgemates &p-
peasutustes,

RKisitlemist leiavad jirgmised probleemid: Sppematerja-
11 raskusastme milramine, 3ppetdd efektilvsuse nd3tmlne
katse- ja kontrollriihmas, teadlikkuse osa vO&rkeele gram-
matika &petamisel, tundide analfitisimine Ja hindamine, ali-
keelte Spetamine, lugemisoskuse ja suulise k®ne m8istmise
Spetamine, vi8rkeelealaste teadmiste kontrollimiseks mdel-
dud testide tfitibid, koostamisprintsiibid Jja hindamisalused.

Kogumiku 18pus on antud lfihiretsensioonid kolmest
uudisteosest ja {ilevaade 1974, aasta jaanuaris Moskvas tol-
munud konverentsist, mis oli pfihendatud vOSrkselte Spetami-
se intensilivmeetoditele,

Or ponmaxnOMOHHO# KOINGTNN

[exsn cGopamka "Methodiloa II", rorTopufft megaraercas K&K
BHIOYCK "YueHHX 3ammcoK TI'Y",. fBIAGTCA OSHAKONIGHN® O Nayd-
HO-HCCION0BaTONECKO# padoroif, MPOBOAGHHO# KadeApaMH HNOCT=
paHEHX A3HKOB TIY, a Takxe ¢ HOKOTODHMN 8SKTYANEHHMN IpOCHO=
MauN OCYYOHNS NHOCTDAHHNM SSHKAM B BHCHENX YI6CHHX 38BONGHN-
ax CCCP m 3a pyGexoM,

B cOOpHNK® paccMarpNBaDTCA CAGAYDHNSE ITPOCIGMH: ONpeZe-—
J6HH® CTONIGHN TPYAHOCTN yYeOHOT'0 Marepwala, N3MepoHNe odfe-
KTHBHOCTH OCYYOHNS B SKCIODNMOHTAIBHO# N KOHTDPOABHOX Ipym-—
max, poib COSHATOABLHOCTN NPN OCYUGHNN I'DAMMATHK®, aHAAN3
JpOKa 110 WHOCTDAHHOMY ASHKY, POAb MPOHORABAHNA HOABASHKOB,
0Gy4oHN® UTOHND N INOHWMAHND YCTHO# DOUN, TOCTHDOBAHNG Ha
SaHATHAX 10 NHOCTDAHHOMY ASHKY,

B KoHne COOpDHNKA NMPOBOAATCA AHHOTANWN, KOTODHO® 3HAKO-
MAT C HOBHMN KHNIPGMN IO DASHHM ImpoCXOMaM MOTOZNEKN N Raercs
0630p KOEfODOHIONN, ITOCBANOHHO# MeTOZaM WHTOHCNRHOI'O oCyue-
HNA NHOCTDaHHHM s3ukaM (Mocksa, sEBaphr 1974 r.).



Vom Bedaktionskollegium

In "Methodica III", die in Einzelblinden der Wissen-
schaftlichen Schriften der Tartuer Staatlichen Uniliversitét
erscheint, werden die Besultate der wissenechaftlichen Ar-
beit der Lehrkr¥fte der Tartuer Staatlichen Universitlt auf
dem Gebiete der Methodik des Fremdsprachenunterrichts ver-
offentlicht, Ebenso werden aktuelle Probleme des Fromd-
sprachenunterrichts an den Hochschulen der Sowjetunion wund
im Auslande besprochen,

Polgende Probleme werden eingehender behandelt: die
Feststellung des Schwierigkeitsgrades des lehrmaterials, die
Messung der Effektivitdt des Umterrichts in den  Versuchs-
und Kontrollgruppen, die Bolle des RewuBtseins beim Gramma-
tikunterricht, die Analyse und BRewertung elner Fremd -
eprachenstunde, die Rolle der Fachsprachen im Fremd =
sprachenanterricht, tiber die Entwicklumg der Lesefdhigkeit
und der mindlichen Sprache, die Typen der Tests sowie
Prinzipien ihrer Zusammenstelluag mad Grumdlagen ihrer
wertang, das Lehren des verstehenden Lesems und der mind-
lichen Sprache, AnschlieBend folgem Annotationen.

Editorial Hote

The present third issue of "Methodica" (a publication
of the Poreign lLanguages Department of Tartu State Univer-
sity) contains papers reflecting research into langusge
teaching methodology conducted at Tartu State Universityas
well as discussions of problems in this field that are top~
ical at other inmstitutions of higher education in the So-
viet Union and abroad.

The subjects dealt with include the determination of
the degree of difficulty of study material, the measure-
aent of teaching efficiency in experimental and control
groups, the role of consciousness in teaching grammar, the
analysis and assessment of lessons, the teaching of spe-
cialized sublanguages, the development of reading skills
and oral comprehension, the construction and evaluation
of foreign language tests.

The collectlon of papers ends with some reviews,
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DIE FRSTSTRLLUN: DES SCHWIERIGKEITEGRADES DER
VERBEH MIT FREFOSI1TIONALER HEEKTION IH DER
DEUTSCHEN MEDIZIHISCHEN FACEBFRACHE
A, A1l

1, Daa Ziel und die Hotwendigkait dar Unterauchung

1.1, Im Fremdsprachenunterricht an dem nichtphilolo-
glechen Fakmltédten ist die Auswahl des TUnterrichtestoffes
von erstrangiger Bedeutung, denn die Sprache "ale Ganmes"
kann der Student wibrend des Studiums sowieso nicht erler-
nen, Die Beherrschung der Sprache "im allgemeinen™ gewlbr-
leistet aber noch nicht das Verstehen der Faohliteratur
(OserTrOBa, 1971).

Eine der wichtigsten Anforderungen fiir den Fremd-
sprachenunterricht an der Hochschule ffir Nichtphilologen
ist das informative Lesen der Pachliteratur ( [Iporpauma,
1968), Um aber einen Text informativ lesen gzu kidnnen, muB
man
1) den Satzkern unterscheiden k&nnen,

2) die lexik und
3) die der entsprechenden Fachsprache charakteristischen
grammatischen Konstruktionen kennen,

Deshalb ist die Auswahl des Stoffes eine entscheiden-
de Voraussetzung flir die Zusammenstellung von Lehrbfichern
und flir die Aufbereitung von Ubungsmaterialien, Dabei muB
man sich auf linguo=-statistische Untersuchungen stiitzen
(A11, 1968%, 1968 amy , 1969, 1972%, 1972°; Helbig, 1966:
S; Hellmich, 1969; I&Ene, 1969:50; Tuldava, 1969:5; Imsr-
Koma, 1971:291).

1.2, Man muB den ausgewdhlten Stoff auch wirkungsvoll
vermitteln und den Schwierigkeitsgrad systematisch stei-
gern. Der bekannte Psychologe und Methodiker H., Hellmich
betont, daB man die Auswertung linguo~statistischer Analy-
sen mit pHdagogisch~-methodischen Erkenntnissen bei der Aus-
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wahl und Aufbereitung von Textmaterialien verbinden muB
(Hellmich, 1968:229). Dabei warnt H, Hellmich davor, flr
einzelne Wissenschaftsgebiete gesondert spezielle Iehr-
biicher zu entwickeln,

Von diesem Grundsatz ausgehend haben wir das pr&posi-
tionale Objekt und Verben mit pr#positionaler Rektion auf
10 Gebieten der medizinischen Fachsprache untersucht., Die
Ergebnisse dieser Untersuchungen sind in der Schriftenreihe
der Iehrstiihle flir Fremdsprachen an der Tartuer Steat-
lichen Universitdt "Methodica™ veriffentlicht wordem (Anm,
1972%:7-37; Amx, 1973°:5-38).

1.3, Man keann ohne Ubertreibung behaupten, daB das
Verb beim Studium und bei der Beherrschung einer Fremd-
sprache die Hauptrolle spielt, denn das Verb bildet “das
strukturelle Zentrum deg Satzes" (Helbig und Schenkel, 1969:
223 All, 1972%:153; Anxn, 1973%:199-200) .

"Ebenso wichtig ist diese Wortart auch flir die Ent-
wicklung der Féhigkeiten und Fertigkeiten des verstehenden
Ieeens, denn in der grammatischen Orientierung sind die
formellen Merkmale des Verbs am wichtigsten* (Eck, 1970:
278).

1.4, Man muB auch die Rolle der Muttersprache im Pro-
zeB des Fremdsprachenstudiums in Betracht ziehen, dabei be-
sonders die Interferenzerscheinungen, "die sich aus der Ver-
schiedenheit der muttersprachlichen und fremdsprachlichen
Bedeutungsstruktur ergeben” (Jubsz, 1967:229; Amx,1972%).
Damit diese Anforderung erfiillt werden kann, muB man wis-
sen, was dem Studierenden Schwierigkeiten bereitet. Um das
zu erfahren, heben wir ein p&dagogisches Experiment durch-
gefihrt, dessen Ziel es war, den Schwierigkeitsgrad der Vor-
ben mit prépositionaler Rektion in der medizinischen Fach-
sprache beim Ubersetzen (beim Verstehen des Satzes) <fest-
zustellen,



2. Das pHdagogische Eiperiment

2.1, Zur Grundlage unserer Untersuchung haben wir die
100 h&ufigsten Verben mit pr&positionaler BRektion in der
deutschen medizinischen Fachsprache genommen (AXX, 1972%:26~
28), Zu jedem Verb haben wir 2 8&tze aus der analysierten
Originalliteratur ausgewihlt (Azx , 1972%:9-10), Die Stu-
denten sollten diese B&tze ins Estnische Hibersetzen, Die
Bedeutung aller unbekannten Worter, auBer den genannten
Verben, war am Bande angegeben., Das Verdb sollte erkammt oder
erraten werden, Am Experiment waren 30 Studenten des und
teils auch des IV, Studienjahres beteiligt, Jedes Verd kam
in 2 S#tzen vor, somit insgesamt sechzigmal (30 x 2 = €0).

2.2. Die Besultate des Bzperimentes sind in der Ta-
belle 1 angefiihrt, Die Verben sind nach dem Schwierigkeits-
grad angeordnet. Unter dem Schwierigkeitsgrad verstehen wir
die relative Hi¥ufigkeit der im Experiment begangenen Fehler,
Der Bang I <Bl’) ist somit nach dem Prozent der Abnahme der
Fehlerh&ufigkeit aufgestellt,

Die Abkiirzungen in der Tabelle 1l:

n - bezeichnet die Gesamtzahl der Objekte (d.h. die Mul-
tiplikation der Zahl der Studenten mit dem Vorkommen
des Verbs;

£ - bezeichnet die Zahl der Fehler;

pk =~ die relative HEufigkeit der Fehler errechmnen wir nach

der Formel: p = . 100%.

Fir die Ausarbeitung von Lemnmaterialien genfigt es aber
nicht, den festgestellten Bchwierigkeitsgrad zu kennen,
muB auch nach Pehlerquellen und -ursachen suchen, denn
wenn sie klar sind, so ist es miglich, spezifische Iehrma-
terialien fiir den Fremdsprachenunterricht zu entwickeln,
diese PFehlerursachen bek#mpfen oder gar nicht entstehen las-—
sen (Helbig, 1973:175), G, Helbig stellt das folgendermaBen
dar:



konfrontative Interferens |

Iinguietik als Pehlerquelle

richtige
XuBernng ent-
sprechend Sy-
stem und NHorm

2.3, Vom Obengenannten ausgehend, versuchen wir zu ana-
lysieren, was die Studenten beim ErschlieBen der Wortbedeu~-
tung im Bxperiment am meisten gestdrt hat, ob die Interfe~
renz dabel auch eine Rolle gespielt hat. Das ist vomn groBer
Bedeutung, denn bei der methodischen Aufbereitung des ILerm-
materials eerden identische Erscheinungen der Mutter- und
PFremdsprache anders behandelt als differente Erscheinungen
(Sternemann, 1973:150). Einige Sprachwissenschaftler behaup-
ten, daB Iernschwierigkeiten und Fehlleistungen auch bei
minimal differenten Erscheinungen auftreten, insbesondere im
TranslationsprozeB (J8ger, 1973). Juhész behauptet sogar,
daB die sog. homogene Nemmung beim Erlermen einer fremden
Sprache die groBten und hBufigsten Schwierigkeiten bereitet
(Juhdsz, 1970).

Wenn wir uns die Tabelle 1l ein wenig n¥her anschauen,
kdnnen wir folgendes behaupten:

1) Es ist sehr schwer, die Bedeutung des PrHdikats nach dem
Kontext zu erraten. Das beweisen die an der Spitze der
Pehlerliste stehenden Worter (RI), wie "Voraussetmuwg sxim
(£lir), sich verhalten (gegeniiber), Riickschliisse gzishsn
(aus)" usw., denn diese Wirter sind weder in der Mittel-
schule noch im ersten Studienjahr vorgekommen,

2) Mehrere Bedeutungen des Wortes wirken storend. Besonders
dann, wenn das Wort frilier in einer anderen Bedeutumg ein-
geprigt wurde. Einige Beispiele dazu (der Frozentsatz der
begangenen Pehler ist in Klammern angegeben)

in der sein (gu) (88,66%) = konnen (suuteline vl
vSimeline olema midagl tegema)

Pehlerursache: dle Lage - gaend (Standort);



3)

es_handelt sich (um) (85%) - gehen (um) od. die Rede

sein (von) (on tegemist millegagi v. kelle-
gagl)

PFehlerursache: handeln - kauplema (Waren weiterverkau-
fen), der Handel - kaubandus (Toom, Vihman,
1966) (Warenaustausch);

trennen (von) (85%) = absondern, durchschneiden (eral-
dama millestki)

Fehlerursache: trennen - lahutama, poolitama (Toom,
Vibhman, 1966) (scheiden, trennen);

bestimmt sein (zu) (83,33%) = vorgesehen (flir) (méKra-
tud olema millekski) wurde {ibersetst mit
"gichern, festigen" (kindlustama)

Fehlerursache: bestimmt = sicher (kindlasti)
Derselbe Fehler wurde beim Verb

wird bestimmt (durch od. von) (80%) begangen.

Oft wird nicht darauf geachtet, daB die Pré&position die
Bedeutung des Verbs #&ndert:

ankommen (auf) (68,3%%) = von Wichtigkeit sein, abhan-
gen (von) (t&htis olema; sdltuma v. olenema
millestki v. kellestki)

Fehlerursache: ankommen - saabuma, p&rale jcudma (ein-
treffen, anlangen)

treffen (auf) (65%) = kommen (auf), (sattuma millelegi
v. kellelegi; mSjuma millelegi)

Fehlerursache: treffen — kohtama (begegnen);

es komut (zu) (63,33%) - in der Bedeutung: entstehen,
sich finden (tekib, toimub, lisandub)

Fehlerursache: kommen - tulema (herkommen);

rechnen (mit) (56,66%) - in der Bedeutung: berlicksich-
tigen (arvestama millegagi v. kellegagi)

Pehlerursache: rechnen - arvutama (Toom, Vihman, 1966)
(in der Bedeutung: mathematisch rechnen).
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4) Zusammengesetzte Worter bereiten Schwlerigkeiten, denn
die genaue Ubersetzung der zusammengeeetzten Teile wirkt
irrefiihrend:

gurfickfiihran (61,66%) = erkllren (mit), (seletama
millegagi; taandama millelegi)

Fehlerursache: zurlickfiihren - tagasi juhtima (zuriick-
leiten);

gurfickgehen (auf) (56,66%) = herriihren (plrit olema;
taanduma millelegi, baseeruma, péorduma mingi
algallika poole)

Fehlerursacbe: zurlickgehen — tagasi minema (zurlickzie-
hen od, in einer Hichtung zuriickgehen),

5) Man versteht auch nicht, das frilher Gelernte mit dem
Neuen zu verbinden:

Gebrauch machen (von) (76,66%) = gebrauchen (&ra kasu-
tama, tarvitama),

aber in der Schule wurde gelernt: der Gebrauch - tarvi-
tamine;

wird beeinfluBt (durch. von) (75%) = wird EinfluB aus-~
geilibt (auf) (mOjustatakse millegi v, kellegi

poolt),
aber in der Schule wurde gelernt: der EinfluB - mSju.

Wir haben somit eine Gradation von Schwierigkeiten
(s. Tabelle 1) aufgestellt und versucht, die Ursachen der
Fehler zu erkléren,

Wir wissen aber nicht, ob auch ein direktes Ver-
h#ltnis zwischen dem Schwierigkeitsgrad des Sprachenler-
nens und der Frequenz des Vorkommens der Spracherscheinun-
gen besteht., Einige Wissenschaftler behaupten, daB es in
ihren Untersuchungen keine Korrelation wahrscheinlicher
Héufigkelit und der relativen Schwierigkeit gab  ( Bosmusk,
Tyanasa, 1973:190).

Rechts in der Tabelle 1 sind die Rénge der Gebrauchs—
h#ufigkeit (der modifizierten Haufigkeit) der Verben ange--
fiihrt (Rn). Niéheres dariiber kann man in  “Methodica" I
lesen ( Amnm, 1972%:16-30),



Man fragt sich, ob eine etatistische Abhiingigkeit
zwischen der Gebrauchshaufigkeit und des Schwierigkeitsgra-
des der Verben besteht,

Obwohl in manchen F¥llem (in 19 von 100 FHllen) die
Range fast gleich sind, kann man auf den ersten Blick auf
den Gedanken kommen, daB eine negative Korrelation zwischen
dem Schwierigkeitsgrad und der Gebrauchsh&ufigkeit besteht,
Un das zu bestétigen oder zu widerlegen, errechnen wir den
Spearmanschen Rangkorrelationskoeffizienten (s, Tabelle 2),
Da mehrere Riénge dieselben Nummern tragen und wir deshaldb
den Durchschnitt dieser Rénge nehmen miissen, errechnen wir
die Rarigkorrelation nach der folgenden Formel:

6( Z a2 + +T)
)’= 1l - 3 (Tuldava, 1973:218).
n’ =n
-t L by - t)
Dabei T, = und T_ = 3
12 J 12

t_ - die Zahl der Worter in der ersten Reihe, die den
gleichen Rang habenj;

die Zahl der Worter in der zweiten Reihe, die den
gleichen Rang haben;

die Differenz der Rénge;

<t
1

n - die Zahl der zu vergleichenden Strukturen (hier:100),

Nach unseren Berechnungen betragen somit T! = 80 und
T = 211,

v
Wir erhalten = = 0,16,
In unserem Falle also ‘ 0,16'( 90'05‘100 - l ‘ N

Da der empirische Koeffizient 0,16 kleiner ist ale
der kritische Koeffizient 0,20 auf dem Signifikanzniveau
0,05, konnen wir behaupten, daB keine signifikante Korrela-
tion zwischen der Gebrauchsh&ufigkeit und dem Schwierigkeits-
grad der Verben mit prépositionaler Rektion in der deutschen
medizinischen Fachsprache vorliegt.
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3. SchiuBfolgerungen

Uns interessieren praktische Ziele, die mit der Ratio-~
nalisierung der Fremdsprachenausbildung an Hochschulen 2zu-
sammenhéngen, Das praktische Ziel unserer fritheren Unter-
suchung ( Amx, 1972%) und des p¥dagogischen Experimentes be-
steht darin, Lehrbuchautoren und Fremdsprachenlehrer darauf
aufmerksam zu machen, wie der Stoff zu wahlen ist und wel-
chen Fehlern bei der Behandlung der Verben mit prEpositio-
naler Rektion vorgebeugt werden muB,.

Bei der Auswahl des Materials ist es zweckm&Big, von
der GebrauchshBufigkeit auszugehen. Bei der Aufbereitung des
ausgewahlten Materials ist es notwendig, auch seinsn Schwie-
rigkeitsgrad zu kennen, Besondere Aufmerksamkeit muB man
den Ursachen der Fehlleistungen schenken. Auf Grund unseres
Experimentes kann man schluBfolgern, daB es notwendig ist,
schon in der Mittelschule die Aufmerksamkeit der Schiiler
darauf zu lenken, daB die Wortbedeutung kontextgebundem ist,
daB sie oft von der hinzugefiigten Pré#position abhéngt.

Negative Beispiele gibt es z.B, im Lehrbuch fiir die XI,
Elasse (Toom, Vihman, 1966). Da steht im alphabetischen
Worterverzeichnis: "bestehen (bestand, hat bestanden) =
koosnema, sooritama", Bestehen als intransitives Verb be-
deutet - (olemas) olema, z.,B, es besteht keine Gefahr; be-
stehen als transitives Verdb bedeutet - sooritema, z.,B., die
Priifung bestehen; bestehen (8us) - koosnema, z,B, unsere Fa-
milie besteht aus fiinf Personen; bestehen (in) - seisnema,
z.,B. Worin besteht die Frage usw, Dieses Verb und viele
andere miissen zuerst situativ erléutert und dann inden rich-
tigen Text eingebaut werden.

Der erste Schritt ist somit die linguistische Unter-
suchung sowie die konfrontative Darstellung des Materials,
Den zweiten Schritt bildet die lernpsychologische Umsetzung
in die Iehrpraxis. Erst dann wird daraus ein effektiver
Beitrag zur Rationalisierung des Fremdsprachenunterrichts
(Gerbert, 1973).

12



16~ 08 99 9 o 09 qen LT~"ST

16~ 08 99 9 9% 09 Ioy LI~"ST

T 99 94 ot 09 Teq AT~°ST

T-08 ¢¢ 8 4 09 ut o18 H#T~€T

¢e= c¢ ¢e 84 (w09 oT8 HT~"¢T

¢l~ 89 0 08 g 09 ITM ZT=*TT

2 0 08 24 09 JeA 2I~°T1

66~ ¢¢ ¢8 0s (o}°] uT geq *0T-°9

¢¢ ¢8 0s 0° oT T8 *0T="9

¢ ¢8 0s 09 4 38T *01-°*8

9 0¢e TS 09 (w a3 )=*a

o¢e TS 09 ° /=9

g8 2 09 <

C"TH ¢e88 € 09 8 o

£L=*99 006 ¥ 09 sne) ey <

¢4=°89 ¢¢ €6 95 09 o2

T6-°08 99 g 09 1

T F

m qx pe s837oN3T Ho og wWep Yo

- 1




0 09 9¢ 09 g 66-°L¢
ge 0 09 9 09 2n 6¢=*L¢
16~ 08 29 19 Le 09 eFeq og="4¢
o ¢ 99 19 ¢ 09 ogeq 9g=*+¢
T of 99 19 X4 09 (me) u P> CHNE 9¢=~*H¢
2 ¢¢ 9 8¢ 09 Jne ueyoer JIo NOTS gg=°2¢
2 € 9 8¢ 09 (nz) wwOx 86 gg-°c¢
16- 08 0 49 6¢ 09 ‘Jne  uejyexs °1¢
¢ 89 99 99 o 09 ‘uo wos 0¢-*92
9~ 4 99 99 oh 09 o213y 0€=-*92
9 ¢9 99 99 ofr 09 TT 0¢-*92
64 8t %2 99 oh 09 0g=°92
2= &¢ 99 g9 ot 09 0¢ °92
Q- L4 ¢¢ 89 ™ 09 G2 *#2
X4 ¢¢ 89 H 09 GZ "2
#2 0 04 e 09 ¢z
6 96 99 14 ¢h 09 12
29 T 09 °12
q6- 2 0 4 s 09 02-°81
0 <4 G 09 02-91
9 0 ¢l Sh 09 02-'91

Q9 [ [4




G6~
A

9t
00T
‘9 W

S6~ 26
T 8¢
114
0s

*9l= Wl
¢ 'g9
-1

29
St

ot
er°1

99¢1H
€c ¢
0 Gh
29

celsh
gctsh

0s
0s
0s
(o]
18
19
18
€¢ ¢S
99 9¢
99'98
99 95

O O O o

88

L
se

4
<

e

8c
2

<

62
og
(114
(114
(14
o¢
154

RRAXIRAAA

09
09

3333333333833 383338

(0]

o
)
oYe38I0A
319 1 yqe
ne8 10 8
Joq Uo 8
q
e

*0

‘tr
¥
°e
°e
4
°2
‘e
s
*4
.BA

*6:




8c
66~ 96
6 08
6~ 08
#1
6 o8

9 ¢9
T9-°84
8¢
¢ °*89
L9
1
1c
¢t

&6 26
¢ og

M N\
N NN N

TR
\K\

g¢
&g
119
141
o¢

09
09
09
09
09
(0]
09
09
09
09
09
09
0°
09
09
09
09
09
09
09
09

~

a

ueyTOq YOTE

uoA ue qe
3 Ig3sIeA P IT

m

UeTTRIUS

aep
ueuy
oe8

NN NN N oy 0N O O

09—

9%
=12
9L

Q

4

172
1L

o~

s9
S9

69
Q

-4

59
S9

19

u\




N L)
A ¥
3

¥

Nng O ANNAIND N INW

_AA

€<
0§
29 9
99 9
11
g e
ot
€¢ ¢t
99 91
002

-
b

T
€¢ ¢e
0 se
€¢ 82
£¢ 82
£€¢ 82

0 0¢
29 T

@ o~ N NN
EEELEEE na

c

~

AR

TOoA

=143 ]

euqeurTes
Bym pxa
TTejxogun
L Clorad T
2) 1eTyns
Ul Emqu gois

00t
°66
°L6
*L6
°G6
°G6
*v6
°¢6
°26
‘16
°68
06=°68
‘e
°L8
98~ 40
98=°48
cg=°12
¢ °c8
¢e-°e8
Te=-°08

1833833333388 8833




Tabelle 2

Verb x y a ae
1 2 2 4 5

Voraussetzung seim (fiir) 1 85 -84 7056
eich verhalten (gegenfiber) 2 70,5 =68,5 4692
Rlickschliisse ziehen (aus) 3 70,5 =67,5 4556
sich eignen (zu) 4 42 -38 1440
in der Iage sein 5 85 =80 6400
es handelt sich (um) 6,5 3 43,5 12,5
trennen (von) 6,5 75 -68,5 4692
wird gekennzeichnet (durch) 9 20 =11 121
eich anschlieBen (an) 9 26,5 -17,5  306,2
bestimmt sein (zu) 9 97,5 -88,5 17832
versuchen (zu) 11,5 52 -40,5 1640
wird bestimmt (durch) 1,5 70,5 =59,0 3481
sich richten (nach) 13,5 32,5 =19,0 361
sich umwandeln (in) 13,5 85  -71,5 5112
beitragen (zu) 16 19 -3 9
heranziehen (zu) 16 85 -69 4761
Gebrauch machen (von) 16 85 -69 4761
AufschluB geben (fiber) 19 56 =37 1369
wird beeinfluBt (durch) 19 64,5 45,5 2070
ibereinstimmen (mit) 19 93,5 =74,5 5550
beruhen (auf) 21,5 7 44,5 210,2
wird ausgeldst (durch) 21,5 97,5 -76,0 5776
beteiligt sein (an) 23 23 0 1
ankommen (auf) 24,5 57 =32,5 1056
eich richten (gegen) 24,5 77,5 =43,0 1849
angewiesen sein (auf) 28 36 -8 64
beschrankt sein (auf) 28 48,5 =20,5 420,2
schlieBen (aus) + (auf) 28 64,5 =36,5 1332
schiitzen (vor) 28 77,5 =49,5 2450
gelten (von, ffir) 28 70,5 -42,5 1806
treffen (auf) 31 85 =54 2916
es kommt (zu) 32,5 2 +30,5 930,2
sich erstrecken (auf) 32,5 47 -14,5 210,2
zurtickfiihren (auf) 35 30,5 + 4,5 20,25
sich beschiftigen (mit) 35 39,5 = 4,5 20,25



I~ 2 3 L) 5
wird befallen (von) 35 85 =50 2500
verfiigen ({iber) 38 23 +15 225
AnlaB sein (zu) 38 36 + 2 4
sich ergeben (aus) 38 42 -4 16
verbunden sein (mit) 40 10 +30 900
entstehen (aus) 42 15 =27 729
zurfickgeben (auf) 42 59,5 =17,5 306,2
rechnen (mit) 42 62 =20 400
werden (zu) 44 8 +36 1296
einstellen (auf) 46 42 + 4 16
stammen (von, aus) 46 70,5 -24,5 600,2
wird umgeben (von) 46 75 =29 841
ausgehen (von) 50 18 +32 1024
riohten (auf) 50 53 -3 9
sich beziehen (auf) 50 50 0 0
sich gliedern (in) 50 59,5 - 9,5 90,25
erkennen (an) 50 93,5 ~4345 1892
EinfluB haben (ausfiben)(auf) 53,5 44 = 7,5 56,25
sich befassen (mit) 53,5 75 =21,5 462,2
sich gewohnen (an) 55 100 =45 2025
abh#ngig sein (von) 56 16 +40 1600
verstehen (unter) 57 9 +48 2304
hinweisen (auf) 58 17 +#1 1681
wird iberzogen (von) 59,5 93,5 =34,0 1156
es gelingt (zu) 59,5 97,5 -38,0 1144
hervorgehen (aus) 62,5 25 +37,5 1406
sorgen (f£iir) 62,5 26,5 +38,0 1144
rechnen (zu) 62,5 30,5 +32,0 1024
leiden (an) 62,5 93,5 -31,0 961
bestehen (in) 76,5 5 +62,5 3906
dienen (zu) 67,5 13 +54,5 2970
wirken (auf) 76,5 21 46,5 2162
denken (an) 67,5 45,5 422,0 484
grenzen (an) 67,5 67 + 0,5 0,25
angrenzen (an) 67,5 70,5 - 3,0 9
gebunden sein (an) 73 38 +35 1225
sich unterscheiden (von) 73 59,5 +23,5 552,2
wird hervorgerufen (durch) 73 64,5 + 8,5 72,25
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T 7% T 5
entfallen (auf) 73 79 -6 36
wird veratérkt (durch) 73 85 =22 484
abhiingen (von) 77,5 14 +63,5 4032
eich teilen (in) 77,5 85 = 745 56,25
reich (arm) sein (an) 77,5 85 = 745 56,25
(An)Porderungem atellen (an) 77,5 97,5 =20,0 400
eich verbinden (mit) 80,5 28 -20,0 2756
sich entwickeln (aue) 80,5 85 - 4,5 20,25
fihren (zu) 82,5 1 +81,5 6642
gewinnen (an) 82,5 93,5 11,0 121
unterteilen (in) 85 48,5 +36,5 1332
wird aufgenommen (von) 85 64,5 +20,5 420,2
teilnehmen (an) 85 97,5 =12,5 156,2
wird gebildet (von, durch) 87 22 +65 4225
einteilen (in) 88 54 +34 1156
eprechen (von) 89,5 11 +78,5 6162
es ist Aufgabe (zu) 89,5 59,5 +30,0 900
folgen (auf) 91 85 + 6 36
unterecheiden (von) 92 29 +63 3969
sich zueammeneetzen (aus) 93 34 +59 3481
kommen (zu) 9% 39,5 +54,5 2970
gehiren (zu) 95,5 4 +91,5 8372
beginnen (mit) 95,5 32,5 463,0 3969
{lvergehen (in) 97,5 12 +85,5 7310
erkranken (an) 97,5 70,5 +27,0 729
bestehen (aue) 99 6 +93 8649
reagieren (auf) 100 51 +49 2401

n = 100 Y a2 = 193316,50
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SOME PROBIEMS CONCERNING FOREIGN LARGUAGE IESSON
ABALYSIS

L. Hone

Any foreign language teacher working at Tartu State
University is occasionally faced with tbe task of visiting
and analysing some foreign language classes conducted by
(i) his colleagues at the University, (ii) tbe studente of
the Department taking their teaching practice at schools,
(1ii) teachers at onme or amnother of the town’s schools,
(iv) colleagues teaching at some other higher educational
establishment,

The purposes for visiting lessons may be varied: (i)
exchange of experience between colleagues, (ii) inspection
of a schoolteacher’s work at the request of the =&ducation
Department with the object of assessing his professional
level and rendering him any necessary aid, (iii) getting
acquainted with the language level and degree of activity
at language classes of a oertain group of students, (iv)
checking up on studente taking their praotice at schools
with a view to estimating their methodological proficiency
and helping them with useful hints,

The teacher may either be informed of the impending
visit beforehand (e.g. when colleagues visit each other’s
demonstration lessons or those at some other educational
establishment, and sometimes also in case of a student’s
"examination lesson" for which he is expected to prepare
with especial care) or it may come as a surprise for him
(when the visitor comes as an inspector either to a  pro-
fessional teacher or to a student who is taking his prac-—
tice).

At his examination lesson a student is supposed to
bring into play all his resourcefulness to show how well be
can cope with his task, At a demonstration lesson given
for the benefit of his colleagues a teacher is expected to
acquaint them with some method, technique or device that
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either is new to them or has proved particularly effective
in his own application. A demonstration lesson given to
etudents, however, very often simply serves the aim of ac-—
quainting them with the use of certaln tecbniques applied
in teaching vocabulary, gramnar, reading or some other as-
pect of language activity.

If we visit a class without baving informed the teach-
er or student-teacher beforehand, we must be content with
what we happen to see tbere. We have no right to ask him to
change hie plan and do eomething more interesting for our
benefit, If he hae planned to have a test and we are not
interested in it, we oan simply not attend tbe lesson, How-
ever, in case of students it is often useful to be present
when they administer tests since they are apt to make meth-
odological mistakes and will profit by the critical re-
marks of the visitor,

As a general rule, neither teachers nor students are
keen on having visitors in a class which is unruly and has
a poor knowledge of the subject. Of course, if our direct
aim is not inspection of the teacher’s work. we need not
attend such classes in caee the teaoher objects.If he has
worked in such a class for a number of years, the poor re-
sults are, of course, proof that he has not quite succeed-
ed, whatever the reasons may be., However, if the studentar
teacher has not worked long with the class in question, he
is not responsible for the genmeral level and he need not be
afraid to receive visitors. Even in a "difficult™
class a competent visitor will be able to tell whether the
teacher is efficient or not, for it is precisely in such a
class that the teacher has to summon all his energy and in-
genuity to make the children attend to him and learn what
he is trying to teach to them.

Still, for a demonstration 1lesson it is better to
choose a bright and active class with whom it is easier
to use different techniques so that thewe will be more for
the visitors to learn, although in a difficult class it
may be instructive to see how the teacher copes with the
situation,

At a demonstration lesson it is not very wise to in-

25



troduce new techniquee which have not besn tried out with
the given claes for the latter may met wnderstand the
teacher’s intentions and the attenpt may end in failure.
On the other hand, a teacher should not rehearse a demon-
stration lesson with his pupils beforehand. When such a
leseon is finally carried out, it will not ©proceed in a
normal atmosphere and the visitors will not learn anything
from it, They cannot see how far the teacher succeeds in
making clear to the learnmers the points he is teaching them
since theee were clear to them already before the lesson.
And it is superfluous to add that such a teacher will jeop-
ardise his authority with the olass by letting <them see
that he is not sure whether his lesson will be a sucoess
without preliminary rehearsing.

A demonstration lesson that is to answer its purpose
should be an ordinary lesson full of intense everyday work
which will show the visitors how the new material is of-
fered to the pupils and how it is consolidated, A 1lesson
where the pupils are only called on to demonstrate their
achievements and knowledge (e.g. reoite poems and dialogues
prepared beforehand, sing songs and retell stories or de-
scribe pictures they have already discussed) is of little
avail to the visitors for it does not show <them how these
things are actually taught to the pupils, what difficul-
tiea they have in assimilating the material and how the
teacher eucceeds in making them overcome their difficul-
ties and get rid of their mistakes,

If the student or young teacher whose lesson has been
visited is to derive any profit from it, it has to be dis-
cussed and analysed in detail. If the object was inspec-
tion only, the visitor is expected to submit a written re-
port to the authorities at whose request the visit was mads,
but in this case, too, the teacher should be told what im-
pression his lesson made and what its assets and shortcom-
ings were. If the purpose of the visit was exchange of ex-
perience the lesson should be subjected to a detailed ana-
lysis with the participation of all those who attended it.

The discussion of any lesson should be opened by the
teacher who conducted the class, He should be given a chance

to point out the object of his lesson and estimate to what
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extent he suooeeded in achieving it. He may alsu give a
short characterisation of the class or group of pupilsin
question and add any other explanations or facts he regards
as necessary.

Next he may be called on to answer any questione the
visitors may have, After that those who attended the clase
will each express their opinions and ispressione. When a
student’s lesson is discussed, first all the members uf the
practice group will take the floor, then the schoolteacher
who is the student-teacher’s direct supervisor, and lastly
the methods specialist from the university will sum up the
discussion, Such an order of the proceedings will ensure
that everybody has a chance to say something. It is
advisable to observe the same principle in discussing col-
leagues’ classes, If those who are likely +to have the
greatest number of remarks to make are called on to speak
first, most of the others will hardly have anything to add,
of course, unless they feel challenged to contradict the
views expressed by the first speakers, If this happens, a
long and heated discussion may ensue, Especially incame of
students this is only to be welcomed, for participation in
a lively discussion will often teach them as much or even
more than their mere presence at a model lesson,

In analysing a lesson both its strong and weak points
should be mentioned. Bven if serious faults are found with
a teacher’s lesson, we should never forget that it is hard-
1y ever possible for anybody who has some knowledge of the
methodology of the subject to give a lesson that is an ab-
solute failure. The teacher should not be left with the im-
pression that his lesson was good for nothing merely be-
cause only critical remarks are made by the visitors, where
as all the assets of the lesson are taken for granted and
passed over in silence. Bringing out all the strong points
is necessary not only in order to give a complete and un-
distorted picture of the lesson under discussion, but 1t
is very important for the teacher to know which of his
techniques and devices are approved of so that in future
he can use them with confidence, and those who partici-
pate in the discussion will know what can be taken over

and imitated.
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It goes without saying that the analysis of amybody’s
leeson should be carried out with great tact and consider-
ation for the teacher’s feelings., We should never lose
gight of the purpose for which the lesson was vigited.

Whenever students discuss a teacher’s demonstration
lesson they should bear in mind that their primary aim was
to learn from it. Accordingly, it is their business to point
out everything that is worth taking over and imitating, anA
not to point out the few slips the teacher may have made in
his exoitement., If they disagree with some of the techni-
ques used by the teacher, it will be politer for them to
ask him to explain the considerations for his choice rather
than bluntly say that they regard his approach as wrong or
stupid, More often than not the students may be mistaken
anyhow, and even when they are not, they can always put
forward their own suggestions and ask whether +they would
also be possible in a similar situation. This will not hurt
the teacher’s feelings and his authority will not be in-
Jured by his admitting that some of the students’ sugges~
tions are very sensible or might even yield better results
than the technigues he used at his lesson.

In analysing a student’s lesson we should point out
not only all the assets, but also all the weak points and
errors in his methodology, language and behaviour in gen-
eral, To be able to carry out an all-round, thorough ana-
lysis all students must first be made to understand that to
a very great extent we learn from our own and other stu-~
dents’ mistakes, which we must be made aware of in order to
avoid them consciously., The fact that a number of errors
may be pointed out during a student’s first stage of prac-
tice does not necessarily mean that he is no good at all
and will not make a good teacher, The main thing is that he
should take them into consideration and try to avoid them
in future.

The same should apply to colleagues discussing each
other’s classes. If everybody bears in mind that the pri-
mary aim of the discussion is mutual benefit, the more de-
tailed and principled the discussion is, the greater the
profit derived from it by everybody concerned. If the dis-~
cussion takes place in a warm and friendly atmosphere, no-
body has occasion to take ofsgnce.



The point of departure in analysing any lesson should
be its object. i.e. the aim the teacher set out to acbieve,
It is useful for the teacher to inform the visitors before
his lesson of the aim he has in view, In case of a demon-
stration lesson it would not be superfluous to draw atten-
tion to certain essential features of the lesson so that
the visitors can pay special attention to them,

In any case, if the aim is not pointed out to the vis-
itors before the lesson, it must become clear to them dur-
ing its course, If this does not happen, it is because (i)
the visitor himself is incompetent, (ii) the teacher does
not have any definite clear-cut object at all, (iii) +the
plan of the lesson is so incoherent that the object, al-
though it is there, does not become apparent, (iv) the les-
son has an object, but for some reason or other it is not
attained,

Any lesson that is to be of any use must have a defi-
nite object, i.e. the teacher must know quite exactly what
he wants to achieve by his lesson. There is a wide variety
of different objects that a teacher may have in view: (i)
teaching some new material, (ii) consolidation of material
taught either at a previous or at the given lesson, (iii)
revision of some material taught at an earlier stage, (iv)
the checking up of certain knowledge or skills (i.e. writ-
ten or oral testing), (v) development of habits of inde-
pendent work, (vi) checking up independent work, (vii) de-
velopment of speech habits, (viii) pronunciation drill,
etc.

Whatever the object, it must be there. A lesson with-
out an object will be useless or ineffective. A teacher is
Justified in giving a lesson without a definite aim only
if he has to do so unexpectedly on the spur of the moment,
without the pupils or himself being prepared for it. Even
in such a case an experienced teacher who knows the class
will easily find something worth doing instead of simply
whiling away the time,

The object of the lesson is decisive in drawing up the
plan for it., In case of inspecting a lesson it is usefulto
take a look at the teacher’s plan to be able to estimate

how far he has succeeded in putting it into practice. Stu-
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dent-teachers ars expected to make up detailed leeson plans
which have to be confirmed by tha teacher supervising them
before they go to their clase. The university methods spe-
cialist may spot-check them but ha is not supposed to look
through all of tham »

If a lesson ie to be a success, ite plan must be thought
out carefully, How many of its detaile are to be committed
to paper depends on how experienced the teacher ie as well
ae on the nature of the materials involved., For a competent
teacher it may suffice to enumerate the different parts of
the lesson, putting down the headings, pagea and exercises,
For an inexperienced student, however, it is indispensabla
to write doun the whole course of the lesson. His plan must
include all the questions or sentences he is going to uee in
explaining or checking the material he intende to teach to
his class so that his supervisor may eliminate in time the
possible methodological or language mistakes or words or
constructions unfamiliar to the pupils »

To be able to participate in a matter-of-fact discus-
sion those attending a lesson must know what they have to
pay attention to and take note of during its course. The
problem of lesson analysis is one that has been grosslyneg-
leeted in pedagogical literature, In so far as we know a
treatment of foreign language lesson analysis has only been
given by Mackey (1965) and Specht (1971), Views on the edu-
cational and emotional value of lessons can be found in writ-
ings dealing with the problem of efficacy of teaching (Jes-
sipov, 1962; Kdverjalg, 1965; Pedajas, 1971; Villand, 1963),
The general outline of the present treatment is basad on
the instructions issued for student-teachers by the Depart-
nent of Pedagogy of Tartu State University (1972) and many
of the suggestions offered below simply result from first-
band observation and experience in conducting discussions of
lessons in the course of student teaching practica over a
number of years,

There are very many different factors that contribute
to the success or failure of a lesson, The most important
aspects that have to be taken into account will be enumer-
ated below,
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1, The classroom

Is the classroom suitable in size and shape? Is it
1light enough? Can it be darkened when necessary?Is it pos-
sible for all the pupils to see and hear everything that is
going on in any part of the room?

Can the pupils be seated as necessary (e.g. ane by one
when writing a test)? Can they leave their place without
disturbing the others (e.g. when they have to go to the
blackboard, etc.)?

Is the classroom furnished with the nscessary equip=-
ment (desks or tables and chairs; a blackboard, chalk and
duster; a tape~recorder, filmstrip or f£ilm projector; pic-
tures, tables, flashcards, objects for demonstration) ar is
it necessary to fetch them from somewhere else?

Is the equipment ready for the lesson (the blackboard
clean, the pictures and slides in the necessary order, the
tape~recorder set ready) or is it necessary to waste time
on preparations during the lesson?

Is the classroom ready for the lesson? Has it been
aired? Is the floor clean or littered with rubbish? Are
the desks in place? Has the date been written down on the
blackboard?

2, The beginning of the lesson

Does the lesson begin on time or is the beginning de~
layed for any reason?

Are all the pupils standing Quietly at their plsces or
are they running about, shouting or talking and do not no~
tice at all that the teacher has entered? If so, does the
teacher start the lesson immediately or does he first make
the class quiet? How does he do this?

Are any of the pupils late? Does the teacher insist on
their apologizing? What language must they use?

Do any of the pupils apologize for not having done
their homework? In what language are the apologies made?
What is the teacher’s reaction? Does he make a note of it
in his pocket=~book?

Does the pupil on duty give a report? What does he

say? Have the names of those absent been written down on
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3. The plan of the lesson

What type of leseon is it (mixed type or uniform) (L.e.
are different language aspects taught during the lesson or
is the whole of it devoted to anly one of them = grammar,
reading, conversation, etc.)?

Is the plan of the lesson logical and well thought out?
Does the lesson consist of several clearly-defined parts or
does it form an organic whole where one part merges unno-
ticeably into another? What is the teacher's approach and
is it justified? In case of the first approach, are the pu-
pils told when they pass on to the next part of the lesson?
Is it necessary to tell them?

Is the duration of the different parts of the 1lesson
Just right, or too short or too long? Do the pupile get tired?
If so, does the teacher notice it? What does he doto bright-
en them up?

Does the teacher manage to carry out everything he has
planned? If not, why not? How does he cope with the situa-
tion (changes the order of the different parts of the leeeon;
shortens some of the parts; leaves out some of +the parts;
eimply carries on till the end of the lesson and then leavee
out what he cannot manage to do)? Does the teacher find the
right solution? If not, what should have been done in the
given case? If the teacher has some time left over, what is
the reason? How is this time used?

Does anything disturb the lesson (e.g. & broadcast from
the school radio centre, a medical examination of the pu-
pils, some noise from the street, corridor, neighbouring
rooms, upstairs, etc.)? Does this affect the course of the
lesson in any way (the presentation of the materisl, the
discipline, etc.)? Does the teacher cope with the situation
(can he adjust his plan to make up for the time lost, can he
do away with the cause of the noise, etc.)?

Which skills are drilled (listening, talking, reeding,
writing)? How are they drilled? In what proportion are they?
Is this justified?

How are speech habits developed (with the help of pic-
tures, actions, situations, discussion, etc.)? For how much
of the time can the pupils speak? For how much of the time
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does the teacher speak? (Here we should remsmbsr that agoed
teacher speaks as little as possible and his pupilis
as much chance to speak as possible), How much time is spent
on work in chorus? How much-time is devoted to silent work?
What kind of work is it (reading, writing, etc.)?

Does the teacher vary his approach by alternating ths
drill of different skills?

4, Questioning

Are any of the pupils questioned? Is it done arally or
in written form?

In case of a written test, is it prepared or unpre-
pared? Is it long or short? Is its length right in the giv-
en case? Are the pupiis given enough time to write it? Are
they told beforehand how much time they will have to write
it in? How do the pupils sit during the test (in pairs or
singly; are any of them asked to change their seats)? Does
handing in the papers go smoothly? Does the teacher make
any methodological mistakes in administering the test?

What types of oral questioning are resorted to (gen-
eral, individual, combined questioning)? Do +the pupils
stand up or remain sitting while answering the questions?
Are they asked to face the ciass while talking? How much
time is taken up by questioning? Is this Justified?

How many puplls are questioned and marked? Does the
teacher give marks during general questioning? Does the
teacher take into account the pupils’ participation through-
out the lesson? Are the marks given by the teacher Justi-
fied? Does the teacher inform the pupils of their marks in
a loud voice? Does he enter the marks in their daybooks? Is
the time devoted to the questioning of each of the pupils
Justified? Does the teacher praise or reprimand anybody?

What is the levei of the pupils’ knowledge of.the sub-
Ject? Do they make many mistekes? What kind of mistakes do
they make (pronunciation, grammar, lexical, spelling mis-
takes)? Are all the mistakes corrected? If not, wmhy mnot?
Who corrects the mistakes, the teacher or the other pu-
pils? When are the mistakes corrected, immediately or at a
later stage? Is there a so-called "teacher’s echo", 1i.e.

does the teacher repeat the pupils’ answers? Are any wrong
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forms repeated? Are the correct answere repeated by those
who made mistakes at tbeir first attempt? Does tha teach-
er give the puplls time to think after his question cr does
he expect an anewer immediately? Does tbe teacher make the
wholes claes repeat in chorus the answers that offer diffi-
culties? Are the puplis’ books and exercise-books open or
shut during questioning?

Does the teacher check shetber everybody has written
his homework? Are the exercises done at home read from the
exercise-book or the textbook or are they written down on
the blackboard? Does the teacher give the puplls any marks
for them?

Do the puplls ralse their hands during questioning?
Doee the teacher also call on those who do not put up their
hands? Are all the pupils given an opportunity to speak or
are some of them called on several times while cthers are
neglected?

5. Presentation of the new material

Are the pupils taught any new material or do they prac—
tise only what they have been taught earlier? How mich new
material is there (is its assimilation within or beyend
the pupils' powers)?

Is it necessary to revise anything by way of prepar-
ation for the explanation of the new material? Does the
teacher do this? How is the revision carried out (dees the
teacher explain everything all over again himself or does
he make the pupils do this)?

In case there are different new materials (words,
grammar, a text, sounds or intonation patterns), in what
order are they taught?

Is there any new grammatical material? How is it pre-
sented? Does the teacher use the inductive or the deduc-
tive method in explaining things? In what language are the
explanations given?

Are the pupils taught any new words? How is their

put across (with the help of visual aids, syno-
nyme, antonyms, definitions, context, suffixes, prefixes,
conversion, compoumd words, analogy, international words,
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Russian equivalents, native equivalente, etc,)? Are the
techniques chosen by the teacher suitahle? If not, why mot?

How is the new text presented (by playing & record-
ing, by the teacher or som¢ of the pupils reading it out
loud, by the pupils reading it sileutly)? Is reading prac-
tised in class? How is it done (together with the tape-re-—
corder, together with the teacher, in chorus, by some in-
dividual pupils)? Is the whole text read or only some pas—
sages of it or will the pupils have to read it at home? Is
the teacher’s approach Justified?

Is it necessary to check the pupils’ understanding of
the new text? How is it donme (through tramslation, ques-
tions, exercises, etc.)? Is understanding of the whele text
or of only parts of 1t checked?

Do the pupils understand all their teacher’s explana-
tions? Are these exhaustive? Are they correct from the sci-
entific point of view? Are any parallels drawn with facts
already familiar to the pupils from their earlier oourse of
the foreign language? Are any comparisons made with the pu-
pile native language or with Russian? What is the rate of
presentation of the new material (slow, too fast, Just
right)?

Does the teacher check whether he is understood by
everybody? How does he do this? If he is not understood,
what is the reason? (Is there too much material or is it
too difficult for the class? Are the explanations perfumc—
tory, incomplete, confused or too involved? Are the exam—
ples insufficient or inappropriate)) What is the teacher’s
reaction when he discovers that he has not been understood?
How does he make the thing clear to the class (by repeat-
ing his explanations, by meking some pupil explain them all
over again, by giving additional examples, by making the
pupils do some exercise, eto0.)?

le the new material summed up in any way? whom is
this done (the teacher or the pupils)?

Is the new material consolidated properly and suffi-
oiently? How is this done? If it is not done, why not?

To what extent do the pupils master the new material
taught to them?
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6. The study aids

Does the teacher use any audio~visual aids in his les-
son? Which aids are nsed (the tape-recorder, record-player,
objects, pictures, film-strips, a flannel-board with cut-
tings,a magnetic board,tables, diagrams, flasheards, maps,
films, etc.)? Can the pupils see them all the time or are
they kept hidden from sight until they are needed? Is the
choice of the aids justified? Are they suitable for the ptr—
pose? Are they large and vivid enough? Is there a suffi-
clent number of them? Are they used effectively? Do they
help the teacher to make things clearer and more interest-
ing or do they only waste time? Is it possible to unse other
alds to teach the same material?

7. The blackboard

Is the blackboard large enough and of good quality? Is
the chalk good?

Is the blackboard used whenever necessary? Is every-
thing the pupils are expected to write down in the foreign
language also written down on the blackboard? Who writes it
there, the teacher or the pupils?

Is the blackboard used effectively? I.s the distribu-
tion of the material on the blackboard expedient? Does the
teacher tell the pupils where they have to write on the
blackboard? Is the handwriting on the blackboard clear and
legible? Is it large enough? If some pupll does not write
properly, does the teacher draw his attention to the fact
and make him do better? Are sny underlinings, arrows, etc.
used to make the important things prominent? Is any colour-
ed chalk used? Is it easily distlnguishable on the black=-
board? Are all the mistekes on the blackboard corrected? Who
corrects them, the teacher or the pupils? Is everything that
is written on the blackboard also read out in a 1loud voice
and who reads it, or does the work proceed in silence? 1Is
everything that is written on the blackboard kept there long
enough for everybody to copy it?

Who cleans the blackboard, the teacher or the pupils?
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8. Homework

Are the pupils assigned any homework for tbe next time?
At what stage of the lesson.is this done (at tbe beginning,
in the middle, at the end, after the bell has gone)? Is this
the right moment to do it? Is the amount of the homework suf-
ficient to consolidate the new material taught in class or
is it too little or too much? Does the teacher only mention
to the pupils what they will have to do at home or does he
write it down on the blackboard? Does he make use of any ab-
breviations or special signs in doing so?

Does everybody understand what the homework is? Are any
additional explanations given about it? Are the pupils told
to take a look at the exercises they will have to do? Are any
of the sentences done in class to make the homework clear?
Does the teacher check whether everybody writes his homework
down in his daybook?

9, The end of the lesson

Does the lesson end on time? If it ends earlier or lat-
er, what is tbe reason?

Do all the pupils stand quietly at their places whem the
lesson is finisbed?

Who is the last to leave the classroom, the teacher or
the pupils?

Does the teacher make tbe pupils clean tbe blackboard
and open the window?

Does the teacher take tbe class down +to the lunchroom,
cloakroom, etc.?

Is the door of the room locked after the lesson?

10, The teacher

Is the teacher’s appearance neat and tidy or slovenly
and untidy, or in any other way unsuitable for tbe occasion?

What is the teacher’s manner like? Is he brisk and en~
ergetic or slow and dull? Does he make use of mimicry and
gestures? Is he good at demonstrating actions and creating
situations? Is he sure of himself and resolute oxr hesitant
and sby? Does he always give clear and unambiguous commands
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8o that all the pupils know what they are expected +to do
(whether they have to open their books or exercise-books or
keep them closed, whether what is said or written down an the
blackboard is to be put down in their exeroise-~books or
whether the explanations are only to be listened to without
writing anything down, whether they are to speak in chorus
or singly, to give their answers standing up or remaining
seated, to raise their hands or amswer spontaneously, etc,)?
Does the teacher see to it that his commands are really
obeyed?

How does the teacher speak? Does he speak loudly, dis-
tinetly, understandably, with expression and at a speed
or is his speech difficult to follow being low, indistimet
and monotonous or too fast or faltering? Is his language
correct and fluent? Has he any mannerisms (superflucus words
or phrases, gestures, etc,)? Is the teacher’s tone calm and
friendly or sharp, nervous or cross?

Is the teacher’s attitude to his pupils encoureging and
friendly or is he indifferant, cold, cross or suspicious?
he exacting and strict but at the same time just or is he
too strict, too lenient or wmjust and partial? Is he able
to calm down and resume his friendly tone after having made
some sharp remarks to one of the pupils or does he continue
to be angry and cross with everybody long after that? Is
the teacher’s manner of presenting the material and his
treatment of the class in accordance with the level of their
mental development or does he talk down to them, treating
senior pupils like little children? Does he use "sina" or
"teie™ when he has to address them in Estonian?

Does the teacher achieve a good contact with the class?
Can he make everybody attend to him and perform all +the
tasks he gives them? What is the mood prevailing &t the les-
son? Is it calm and normal, eager and enthusiastic, strain-
ed and apprehensive, frivolous or languid? Is the teacher’s
approach to the pupils differentiated? Does he encourage
those who are shy, give special tasks to those who are very
quick or restless and consequently apt to break disci~
pline, is he patient with those who are slow or nervous?
Does he notice when some of the pupils have difficulties?

38



Does he understand what the causes are and is he able to
make things clear to them?

Where does the teacher take up his position in <the
classroom? Does he stand in one place, remain eeated arwalk
about? Is thie the right thing to do?

Does the teacher notice everything that is going onin
the classroom? Is his reaction right in every case? Does
he cope with every contingency? Is he able to answer all
the unexpected queetions? How does he treat questions that
are irrelevant to the subject in hand?

11, The pupiis

Are the pupils active or passive at the lesson? What
are the reasons for it? Does everybody listen to the teach=-
er? Does the teacher try to make everybody active? Howdoes
he do it (by working in chorus, giving the pupils individ-
ual tagks, making them correct and complement each other‘s
anewers, etc,)? What is it that makes the pupils especlal-
1y interested and active or inattentive and passive?

Do the pupils speak in a loud or low voice? If +they
speak loudly, how does the teacher achieve this? If they
speak in a low volce, does the teacher try to make +them
speak up? How does he do it? Does he succeed?

Are there any breaches of discipiine? In case there
are, of what kind are they? What causes them (boredom re-
sulting from the slow tempo, difficulties in following the
teacher as a result of the tempo being too fast, somechil-
dren who are unruly by disposition, etc.)? Does the teach~
er notice the breaches of discipiine? What is his reaction?
Is there any prompting? Do any of the pupils use crihs? Are
they caught by the teacher? Are they punished in any way?
If the discipline is perfect, how does the teacher achieve
this?

How do the pupils sit, stand and walk at the 1lesson
(upright or bent, in an orderly or slovenly way)? How do
they sit when writing (straight or with their noses almost
touching the paper)? Does the teacher pay attention to their
bearing and make remarks when anything is wrong?

What is the puplls’ appearance like (neat tidy or
slovenly and dirty)?



Do any of the pupils stand out in a positive or nega-
tive sense?

12, The language used at the lesson

Does the teacher txry to create a "foreign atmosphere"
in the clase? In what language are his commands given? Does
he use the native or foreign variante of the pupils’ Chris-
ian names in addressing them (e.g. Peeter'or Peter, Toomas
or Thomas, etc.)? Does he use the foreign language when~
ever possible (or does he use it too often or too seldom)?

Do the pupils understand their teacher’s English? In
case they do not, what is the reason (does theteadier spesak
too fast or indistinctly, does he use words that are un-
familiar to the class, etc.)? Does the teacher notice it
when the pupils do not understand him? What is his reac-
tion? (Does he carry on without paying any attention to the
fact? Does he repeat his words? Does he try to explain the
same thing in other words? Does he have recourse to ges—
tures? Does he translate what he has said? Does he make
some pupil translate his words? Does he switch over to Es-~
tonian? etc,)

Is the teacher’s English good? Does he make any gram-
matical, lexical or phonetic mistakes?

What language do the pupils use in addressing the
teacher? If they use Estonian, does the teacher insist on
their using English? Do the pupils maeke mistakes? Are their
language mistakes corrected?

Is the pupils’ pronunciation good? Does the teacher
pay attention to their pronunciation? Does he insist on
their using the correct sounds and intonation patterns? Who
corrects the pronunciation mistakes, the teacher or the
class?

Are any pronunciation exercises don&? Have theya def=
inite object? Is it clear to the class what +they are
practising when they are doing a pronunciation exercise?
Are any explanations given about the articulation of the
sounds or the intonation patterns that are corrected or
practised? Who gives the explanations, the teacher or the
class? How is the pronunciation exercise carried out? Is
it effective?



13, The educational and emotional aspeots of the lesson

Does the lesson have sny educational value? Does the
teacher take advantage of all the possibilities inherent in
the materials taught at the lesson? Does the lesson sarve to
inculcate in the pupils the spirit of Soviet patriotism or
internationalism, the right attitude to work, their dntiee,
their fellow citizens and their family? What other idess and
values are instilled in them?

Does the lesson widen the pupils’ outlook? Does it of-
fer them any new information? What is it? How is it present-
ed to the class?

Does the teacher make the pupils recall and use any of
the knowledge they have acquired in studying the other sub-
Jects of the curriculum (geography, history, literature,
ete,) in discussing the topic of the lesson?

Are the pupils made to think? Does the lesson serve to
develop their power of attention, memory, imagination, ini-
tiative, etc.? In what way?

Are the pupils given any independent work to do? Are
any of the pupils assigned individual tasks?

Is the lesson interesting or Qull? What mskes it so?

Does the teacher have recourse to any poems, songs,
games, oompetitions, gymnastio exercises, etc.? Are they
brought in at the right time and place? Are they only meant
for relexation and entertainment or are they in any wayrel-
evant to the subject or objJect of the lesson?

Is the tempo of the lesson Just right, too slow or too
fast?

14, The object of the lesson

What are the practical, educational and cultural aims
of the lesson? Does the teacher pursue them consciously
throughout the lesson? Are they achieved fully, or only
partly, by chaence or not at all? What are the reasons?

Do all the pupils assimilate the materials taught +to
them? To what degree do they succeed in doing so? What are
the reasons?

Does the presence of the visitors have any noticesble
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effect on the teacher’s or pupils’ level of performance? Is
this effect positive or negative?

If the object of the lesson has not been attained ful-
ly, is there anything that might have been done differently
to achieve better results?

X X X

Equipped with notes concerning the above-mentioned
pointe, those who have been present at a teacher’s lesson
are in a position to discuss it, As has been polnted out
above, the point of departure should always be the object
the teacher had set himself when preparing for the lesson,
If we are clear about his object, we are able to evaluate
the techniques he applied and estimate to what extent these
contributed towards the achievement of the results desired,
It should be borne in mind that even at a lesson of the mix-~
ed type one can never do everything. Accordingly, a teacher
should never be expected to make use of all the possible
techniques he is familiar with oxr bring into play all the
aide and equipment at his disposal, As a rule it is for him
to decide which ones out of the many possibilities to chooee,
and if the results are positive, i.,e, if he is able to at-
tain the aims he has set himself, the lesson as a whole
should be regarded as a suooess, For a group of students who
are taking their first steps in the field of language teach—
ing it may be of interest to discuss all the possible al-
ternative variante of the lesson in question, but incase of
experienced teachers who discuss eaoh other’s lessons it
would be futile to count among drawbacks the omission of me
or another technique or aid when it is quite clear that they
would not have enhanced the efficacy of the lesson, Discus-
sing a lesson in terms of the aims pursued by the teacher
we should be satisfied 1f they have been attained and mnot
f£ind fault with him for not having done what he did not set
out to do, If it is felt that the object set by the teacher
was too narrow, he may be criticised for not having set him-
self a broader or more appropriate aim, but it would be
wrong to maintain that the aim was not attalned if what he
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had set out to do wae actually achieved. If we want to see
the use of many different techniques and aide, we have to
visit a number of different lessons, preferably conducted
by different teachers who have previously been informed of
the special wishes and interests of the visitors,
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GREATER ATTENTION TO TRAINING FCR ORAL COMPREEERSIOX
AT FOREIGN IANGUAGE LESSORS

G, Kivivdli

Good progress has been made in foreign-language tui-
tion as a result of the Government decisions on improving
the teaching of foreign languages in the USSR, It has been
pointed out in the decisions that since cultural and eco-
nomic ties are increasing with capitalist countries, the
need for people who have a very good practical knowledge
of foreign languages, both written and spoken, is castant-
1y growing, Por specialists in various fields of science,
engineering and culture, and also for the working popula-
tion throughout the country, a knowledge of foreign lan-
guages is most important for getting to kmow and popular-
izing scientific and technioal aohievements on a bdroad
scale, Foreign-language tuition is given at all institu-
tions of higher and speclalised secondary education, at all
general-educational secondary schools and at eight-year
schools, The foremost schools and a number of higher edu-
cational institutions have made notable progress in for-
eign-language tuition,

As is known, the msin aim of foreign-language instruc-
tion at secondary and higher educational establishments is
to give the students a practical knowledge of foreign lan-
guages, which means that they should be able to read and
understand a foreign language in its writtemn form, to un-
derstand it when it is spoken, and to be able to speak it.
Whereas certain progress has been made by our teachers in
training the students to read and understand a foreign lan-
guage in its written form, the students are often at =
loss when it comes to speaking and understanding a foreign
language in its oral presentation, either recorded or live,
In the present article an attempt has bheen made to touch
upon some of the problems pertaining to comprehemsion of
oral material; some suggestions have been made as tohow to

increase the ability of oral comprehension of the students.
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It is sometimes contended that people learning foreign
languages only rarely need to speak them and that it is far
more important to acquire a ‘reading knowledge’ of a foreign
language. It is true that there are many people who need to
be able to read a foreign language without also having the
need, or at least the opportunity, to speak it. However,
the number of such people is decreasimg with every year.

The students of Tartu State University have in gener-
al made good progress in acquiring & reading knowledge of
foreign languages although very often they read at study
speed, that is, at the slowest reading speed, which may re-
eult in a barrier to comprehension and is itself a result of
too much attention being paid to amalytical reading at for-
eign language lessons. Our students have also meoquired bas-
ic speech habits. However, a number of our students cannot
yet fully comprehend a foreign language when it ie spoken -
it is only with great effort that they understand a record-
ed text or conversation uttered at normal speed and if they
met a foreigner, they would be in great difficulties as re-
gards comprehension, The teachers often forget that above
all the students wish to learn to speak the language and to
understand it when it is spoken., What the students are of-
fered is quite often only the ability to read and write, Of
course the students want to be able to read books and write,
But nearly all students feel that this is not enough. They
want to be able to talk to others in English, even to othera
who are not native speakers, and to understend it, It goes
without saying that the teachers should give the students
more opportunities for developing the skills of speaking and
oral comprehension,

In order to increase the ability of oral comprehension
the teacher should pay more attention to work with oral ma-
terial, Very good for that purpose seem to be different
texts which are presented to the students orally, either by
the teacher himself or from a tape or disc., The texts need
not be very long - the ideal length of a text seems +to be
20-35 type-written lines. During the presentation of +the
text the students do not see it; only after the text h=ss
been worked through will they see it in print,

Work with oral comprehension texts may be divided into
L]



the following stages (the ideas given below shculd be treat-
ed as suggestions only):

1. Iietening, The teacher reads the text once. The
students listen only and try to understand as much as they
can at first hearing. The text should be read at normal
epeed.

2. Lietening and understanding. The teacher reads the
text again, stopping at convenient points to explain unfa-
miliar words and constructions, Rather than give direct ex~
prlanations, he tries to elicit as much information as pos-
sible from the students, Explanations should be given en-
tirely in English., Translation into the students’ mother-
tongue may, on occasion, be used as a last resort snd then
only to translate lexical items, not patterns, The teacher
must ensure that the students understand the text complete-
1y before proceeding to the next part of the lesson.

3. Listening. The teacher reads the text once more. The
students should now be in a position to understand all of
it.

4, Reading aloud. The students now see the text in
print. Individual students are asked to read small sections
of the passage. This is done quickly round the class,

Answering mixed questions (the text is shut), The
teacher asks questions about the text to elicit short or ex-
tended answers. The questions are asked rapidly round the
class.

6. Asking mixed questions (the text is shut). The
teacher may get the students to ask each other questions
about the text, or he may choose to elicit questions in the
following manners:

Teachers Ask me if it was printed in the papers?

Students Was it printed in the papers?

Teachers Wben...

Students When was it printed in the papers? etc.

N.B. If time is short, or if the students are quite
proficient at answering and asking questions, Stages 5 and
6 may be omitted,
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7. Oral composition (the text is open). Oral composi~-
tion is especially ueeful for giving practioe in using the
1anguege already learnt so that sStudents begin to
thoroughly at home with it, and tQ use it so oomfidently thet
it doee not impede the efficiency of their thinking, This
is a guided compoeition exeroise, the material for whioh is
to be found in the text. Por example, the teacher may aek a
student to that he were the person mentioned in the
text and to describe what happemed, not including any ideas
which are not in the text,

Apart from desoriptive texts used for oral comprehen-
sion, the texts read may be deliberately controversial, the
arguments presented may be deliberately provocative snd even
bigoted and extremist, They are short essays which argue in
favour of a proposition, The texts need not be academic es-
says; they are light, informal and conversational in style.
They are all, of course, used for oral comprehension, How-
ever, they are also aimed at motivating the students by any
means - even by making them angry - and sparking off a spon-
taneous debate in the class. Thus, such texts serve two
purposes - they can be used for oral comprehension and for
class discussion or debate and are very suitable for con-
versation lessons,

What hinders efficient oral comprehension? Iistening
to what is said in a foreign language may be used to expand
vocabulary as it is now generally accepted that vocabulary
is most effectively expanded through awareness of usage -
by seeing and hearing words in context. Words pass first in-
to recognition vocabulary and subsequently into our usage
vocabulary., Poor vocabulary obviously hinders comprehension
which may be the result of a limited experiential back-
ground,

When the meanings of individual words are known diffi-
culty frequently arises from complexity of sentence struc-
ture, from not knowing the sentence pattern used, Compre-
hension can thus be developed through giving the students a
better knowledge of grammar, especially of the more complex
structures,

Poor comprehension may well arise from a student’s in-~
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ability to comoentrate. which requires careful diagnosis.
The cause may be poor eye-sight, bearing or bad bealth.
Emotional difficulties may be resolved with the teacher’s
sympathetic co-operation. If the student is not interested
in his work he lacks the motivation to concentration., Thus
the teacher must ensure that material and presentation are
interesting,

Poor comprehension often arises from the speed used
at the presentation of materiai which may seem too high for
the student although it is only the normal speed used in
speech, The student may simply not be used to such speed as
texts at foreign-~language lessons are often read at very
slow speed. That is why many contemporary authors empha=-
size the need for the presentation of material at mnormal
speed from the very beginning. When material is presented
at slow speed it results in high comprehension of simple
material and iow comprehension of complex material.

Students should be exposed to different varieties of
a foreign language. soclial and regional; they should hear
a foreign language in its presentation by different peopls.
Despite the fact that tapes and discs with recordings of
different people and language variante are avallable it of-
ten happens that little use is made of them and the enly
variant of the foreign language the student hears is that
used by his teacher, And the result is that such a student
can hardly comprehend the speech of other people., Without
encouraging and training the students to iisten to differ—~
ent varieties of a foreign langusge they will never achieve
notable success in comprehending a foreign language when
it is spoken.

The need for oral comprehension of foreign languages
is growing every year as contacts with foreign countries
increase in the fields of commerce, culture and science,In
view of this, foreign-language teachers are confronted with
a very important task = to find ways how to increase their
students’ ability to speak foreign languages and to com-
prehend what is spoken, Giving the students a reading kmow-
ledge of a foreign language alone is not enough.
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EFFICIENCY IN HEADING ENGLISH AS A FOREIGR IANGUAGE
IR THE EARLY STAGES OF INSTRUOTIOR

M, Kivivili

language is activity, activity basically of four kinds:
speaking, listening, writing and reading., We spend a large
part of our waking life speaking, 1listening, writing and
reading - with understanding as the main ingredient in each,

To read is to grasp language patterns from their .write
ten representation. As defined by Klychnikova ( KmHuEmEKOZa,
1973:6), from the psychologlioal point of view reading is an
act of perception and intensive prooessing of information
graphically codified according to the system of the language
concerned, Thus, the reading process includes both the per-
ception of the printed material and its oomprehension,

Efficient reading is a task that has been facing men-
kind ever and ever more, This is due to the fact that the
amount of literature published 1s increasing every year,
which neceseitates a careful selection of what to read and an
increased efficiency in reading. According to an estimation
made by the U.,S. Council of Library Resources in January
1964, "the world‘’s annual production of books is 520,000 ti-
tles - nearly 1,000 fresh works every day! In addition, thare
are some 55,000 newepapers and 70,000 periodicals published
on a regular basis™ (The Many Faces of the Library, n.d.:34).
English is becoming ever more important in scientific liter-
ature: besides the fact that about 60 per cent of the world’s
radio broadcasts and 70 per cent of the world’s mail is in
EBnglish (Quirk, Greenbaum, leech, Svartvik, 1972:4), scien-
tists seem to tend to publish their works in English- instead
of other languages. For example, according to the statisti-
cal data published in the "Journal of Chemical Bdueation"
(1959:478), of all the literature on chemistry printed in
1958 50,5 per cent was in English, 16,8 per cent in Russian,
9.7 per cent in German, 6.1 per cent in Japanese, 5,5 per
cent in French, According %Yo an investigation made by the

&
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Saltykov-Shehedrin State Iibrary in Ieningrad from  1965-
1969, most of the foreign books read by our scientists are
in Bnglish followed by German and French, which comprise
70.9 per cent of all the books in foreign languages read by
the scientists, Books in English are read more by physi-
cists, mathematicians, chemists, geologists, geographers
and biologists (Vatter, 1972:12).

Whether or not language learmers will be required to
speak or write English, there is no doubt that they will
want to read it for a variety of purposes: for recreation,
for advanced studies, in the course of scientific wark, the
main purpose of reading being the acquisition of informa-
tion., It proceeds that the very greatest care should ©be
taken over the teaching of English reading, over training
people to read efficiently, and this should be done from
the very beginning.

What is meant by efficient reading? To read efficient-
ly means "to read as rapidly as one’s intelligence, ma-
terial and purpose permit and to achieve the depth of un-
derstanding required" (Macmillan, 1965:4). Thus efficient
reading requires a training for rapid reading and a train-
ing for comprehension - in other words, for intelligent in-
terpretation, Slowness and lack of comprehension are an
enormous disadvantage., The speed of reading among our
learners of English is often very slow, spelling-out and
sounding of words is frequent, and there is a heavy, un-
sound reliance on the dictionary.

Which are the most effective methods to be used for
teaching reading to achieve with minimum effort maximum
sults?

The discussions in RBnglish concerning the methods and
materials for the teaching of reading began at least four
hundred years ago. Reference may be made to John Hart’s
books of 1570 entitled "A Methode or comfortable beginning
for all unlearned, whereby they may be taught to read Eng-
lish, in a very short time, with pleasure", The four hun-
dred years since John Hart’s work have produced a tremen-
dous amount of material bearing upon the problems of read-
ing (A very comprehensive bibliography may be found 1in:
W.S, Gray, The Teaching of Reading and Writing, UNESCO,
1956). - 50



Teaching reading to foreign learners of English adis-
tinction should be made between the methods used to train
reading in the early stages and between those used after
the early stages.

In training reading in the early stages emphasis is
laid on the acquisition of two skills - association and
recognition -~ assgociation between the written and the spo-
ken language, between the written words and sentences and
the way these are pronounced in speech, and the ability to
recognize a number of marks on paper as words and groupsof
meanings, which correspond to spoken sounds and which have
certain meanings., After the early stages attention should
be concentrated on the acquisition of the following skills
- speed and understanding, However, reading must be con-
duoted at normal speed already in the early stages, Speed
is the ability to recognize accurately a large number of
words as whecles, thus minimizing the number of stops the
eye must make in scanning a line of print or script, It
should be pointed out, however, that association, recogni-
tion and speed are of little use if a person oannot under-
stand what he reads,

Most experts nowadays think that the best way to be-
gin to achieve the aim of teaching to read books rapldly
and understand them is by an oral approach, teaching learn—
ers to understand certain words and structures by ear, and
then to speak them before they are expected to read them.
In the first stages of learning English this seems to be
the ideal order (Hill, 1967:81; Palmer, Redman, 1952:31l13-
120; Pries, 1964:119; Selg, Sotter, 1968:271ff.). It means
that the learners are never asked to read something con-
taining words or structures which they are not already fa-
miliar with from having heard and spoken them, so  that
their task is simply to recognize on the written page what
they already know in the world of soumds., In the earliest
stage this includes recognizing the shapes on paper which
correspond to the words and sentences they know by ear.

It is possible to teach English only in its  spoken
form so that the learmer may not be able to read it, but
it is extremely doubtful whether one can really read the
language without first masce;ing it orally. Unless one has



mastered the fundamentals of English - that is, as a set of
habits for oral production and reception - the process of
reading is a process of seeking word squivalents in his own
native language. Translation on an exceedingly low level is
all that such reading really amounts to. And this is Just
the case with our leawmers of Bnglish - very often they
translate everything into their mother tongus,

The structural linguists emphasize the importance for
success in reading of a good foundation in spoken language.
According to an assessment of the relative time mnssded for
various skills - nnderstanding, speaking, reading and writ-
ing - at the initial stage 15 per cent of time is devoted
to reading, 50 per cent to listening, 30 per cent to speak-
ing and 5 per cent to writing., later on about 40 per cent of
time is devoted to reading (Abbé, 1965:117).

Although most experts assume that the route to reading
is through speech there are also those who argue that read-
ing and speaking are not inseparable (West, 1941:5-6), It
has been such an authority as Palmer himself who admits the
possibility of a course aiming at "reading knowledge only"
and proposes for those who want "to read foreign books of
literary or scientific value of which no translation exists"
a course in which "no phonetic instruction whatever will be
given and all the exercises will be based on the passive as-
pect of the language" (West, 1968:153 - 154), As early as
1926 M, West was able to achieve, after twenty periods of
practice in silent reading, an improvement of 232 per cent
in the reading efficiency of a class of seventeen-year-old
Bengali students (West, 1941:7), Narayanaswamy (1972:300-
309) refers to a project for the improvement of reading com—
prehension at college level conducted by the Central Insti-
tute of English, Hyderabad, in 1968-1969, and their find-
ings seem to confirm the validity of West’s Principle of
Specific Practice, Even if we admit the possibility of
courses which aim at reading knowledge only, they seem tobe
applicable only at a more advanced level. In the early
stages of learning to read English all reading should still
be a process of transfer from auditory signs to their equi-
valent visual signs and of establishirz the necessary rec-
ognition habits,



There must be a lot of reading aloud at the early stage
to enable learnmers of English to read werds they have not
seen before - which they will have to do at a later stage -
and to help them make the necessary association between the
written and the spoken languasge. Reading aloud clearly and
interestingly is an artistic skill, Not all native speakers
of a language are able to read aloud effectively. Reading
aloud is therefore not easy to-justify as an end in 1itself
in teaching a foreign language. It is, however, an affec-
tive practice and test of a foreign-languasge learmer’s abi-
lity to read in general. The role of reading aloud in all
stages of foreign-languasge learning has often been overesti~
mated and regarded as a very important way of mastering the
skill of reading (Kmuymwkosa, 1973:67 -71). The reading of
unprepared texts has been recommended at the advanced level
as a way to expressive reading (Ibid., 70 - 71). It is very
doubtful how expressive reading can be taugbt to learners of
English by means of unprepared texts,

A child usually begins to read at about the age of six,
whicb is the age by which the process of learning to spesak
has practically reached completion., Most children acquire
this skill without much difficulty. However, it has been
pointed out that children vary considerably in their apti-
tude for reading (Roberts, 1958:77). Aptitude may be defined
as "the potentiality of am individual for learning a cer-
tain skill or a particular type of knowledge" (Theodorson,
1969:15), It is the current opinion of educatore that each
child has an optimum point for the beginning of instruction
in reading. This is called the point of "reading readiness",
Thus, the specialists say, though most children may achieve
reading readiness by six, others may not reach it until sev-
en or eight, Conversely, some children are ready to Tread
esrlier than six - at five or four or even, in rare cases,
at three. A quite original view has been advanced by Glenn
Doman, who is of the opinion that the most appropriate age
for teaching children to read is the age of two by the ap-
prlication of specisal methods (Kees, 1967:3),

As has been mentioned sbove, most children acquire the
skill of reading without much difficulty., However, a child
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who does not make normal progress in learning to read is
severely handicapped in almost all aspects of primary edu-
cation, and has little chence for sudcess in higher educa-
tion unless his reading problem can be overcome,

Heading difficulty occurs for many reasons. Poor meth-
ods of teaching in school or the lack of appropriate stimme
lation at home can interfere with reading acquisition, He-
reditary factors or disorders of pregnancy in the mother
may operate to produce deficiencies in abilities essential
to reading., Reading problems may occur in conjunction with
impaired vision or hearing, emotional disorders, poor
health, slowness in development of spoken language, brain
damage, or general mental subnormality., More subtle defi~-
ciencies of visual or auditory perception, oral fluency,
fine muscular coordination, motivation, or the sequential
maturation of complex skills may also be associated with
reading difficulty,

Since there is no single cause of reading difficulty,
all possible factors must be considered in attempting +to
understand the conditions underlying any serious problem,
Due to it more attention should be paid to defectology in
our educational institutions where often language learners
who have reading difficulty are treated as lazy and negli-
gent, and the real reasons for failure often remain undis-
covered and the defects in learmers uncured (Koemets,
1967:907).

The habits involved in reading and writing the source
language tend to be transformed to the target language. The
two alphabets being similar facilitates the learning of
reading, the two being different, hampers progress. This
concerns, above all, the reading system. As is known, there
are alphabets which differ from the Latin one English uses,
some of them very different in appearance., It is much more
difficult, for example, for a Russian to learn to read in
English than for an Estonian as Russian uses the Cyrillic
alphabet, where many symbols are different from those in
the latin alphabet. Besides, some people, for example the
Arabs, read from right to left, some from top to  bottom,
for example the Chinese, To teach English reading to read-

ers of Russian, Arabic, Japanese, or other languages with
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very different reading systems requiree prereading instruc-
tion to identify the letters of tbe Latin alphabet.

Rasically, to read in English can be taught either by
the phonic methed or by "look and say", i.e. by the word
method although also the sentence method and the story
od have been used for that purpose (Frisby, 1957: 213-222),

When using the word method the language learner is
taught to look at the whole word and regard and learn it as
a whole, Look and S8ay means that they must learn everything
as a whole and have no foundation for being able to read
words they have never seen before., According to the phonic
method, each letter in the alphabet has a sound and the reed-
er can sound out the word. The trouble with English is that
its reading system is only very imperfectly phonetic, Relat-
ing each letter in a word to a sound can effectively pre-
sent some of the simpler spelling patterms, but this method
causes confusion and difficulty when other spelling patterns
are encountered where there is not a correspondence between
letter and sound. However, despite the difficulties and
confusion that may arise the importance of reading rules and
exercises based on them already at the initial stage hss been
pointed out by several authors (e.g. KnnyAMgRoBa, 1973126).
Reading rules concern the reading of different letters and
letter combinations. Although the rules are numerous and
there are many exceptions they are of great help for the
learner. Some time ago detailed reading rules were given in
our text-books, Now their importance has been ignored for
some reason or other,

That any reading system which is only partially, or not
at all, phonetic should come to be easily read may seem sur-
prising, but this nevertheless has happened in a number of
languages including English, no doubt because learning to
read and write has followed, not preceded, learning to lis-
ten and speak. Thus the skilled speaker of any language who
becomes later & writer and reader is able to amticipate each
word and to supply any missing word, to overcome any mis-
print, or even total blank in what he is reading. This he
doss because he enjoys the benefit of context which enables
the reading system for that language to be effective, not-

withstanding that the system may be only very imperfectly
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phonetic or not even phonetio at all - or even alphabetic.

Becauee of lack of correlation between spelling
pronunciation in English many people are dissatisfied with
the standards of reading in Britain, the U.S.A. other
English-speaking countries, let alone reading Bnglish ae a
foreign language. Only about a half of the seven-year-olds
in Britain can read well, and official statistics show that
one in four of children at fifteen years of age are poor
readers (How Your Children are being Taught to Bead with
i.t.8., 1964:1),

Teachers have felt that the alphabet and spelling of
English are one of the main reasons why children have 8o
mich difficulty in learning to read. Printed words are only
a kind of code for the spoken language. The +trouble with
the alphabet and spelling which is used as a code for spo=
ken English is that it is too difficult for the beginners,
there is too much for them to learn at the start, In order
to remove these inconsistencies completely up to the stage
when the learner has thoroughly mastered the skill of read-
ing and writing the initial teaching alphabet (i.t.a.,) was
designed by James Pitmen., It is a new medium for teaching
reading at the initial stage.

I.t.a, 18 based on the idea that you start with some-
thing easy for the beginner and keep back the difficulties
until he has grasped the general idea of getting meaning
out of print. The initial teaching alphabet is simply &an
extended version of the Roman alphabet, consisting of 44
characters, each with a constant sound, James Pitman has
retained 24 of the existing Roman letters and has added 20
new characters,

The new approach to reading introduces printed Bnglieh
in two stages: At Stage 1 the aim is to insure succese
right from the start so that confidence and fluency may be
developed. Por this purpose James Pitman designed the i.t.a.
as a more simple and more reliable alphabet for beginners,
At Stage 2 learners transfer their skill and confidence to
reading texts printed in the traditional alphabet and spell-
ing of English (Downing, n.d.).

The propounders of the new medium of instruction of-

ten refer to the great succesz of the initial teaching al-
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phabet and its wide adoption by mamy thousands of teachers
throughout the English-speaking world (Pitman, 1972:l1), Ref-
erence has been made to the conc¢lusion of the report of a
study carried out for the Schools Council on the use of

as a medium for beginning reading which says the followings
"There is no evidence whatsoever for the belief that the
best way to learn to read in traditional orthography is to
learn in traditional orthography. It would appear rather
that the best way to learn to read in traditional orthogra-
phy is to learn to read in the initial teaching alphabet"
(Warburton, Southgate, 1969:235 - 236),

l.t.a. has also been employed for teaching English reed~
ing to foreign learners of English., The new medium may be
of some help for the native speakers of English but has not
proved very helpful in teaching English reading for for-
eigners., I.t.a. is not used to teach reading English as a
foreign language even at the Pitman School of English in
Iondon, which is owned by Sir Isaac Pitman and Sons.

Reading is commonly thought to be a sound-reproducing
skill, That is to say that its mastery is shown by the abi-
1ity to reproduce the words from the printed page as speech,

By the tradition, in meny classrooms, reading means
only reading aloud. A description of a stock lesson, com=
monly seen in different parts of the world, will help to il-
lustrate what has been said.

The teacher writes the new words on the blackboard,
either before reading the passage or while reading it, that
is, after the words have occurred in context. The teacher
reads these words aloud and gives their meaning. Sometimes
he translates them but more often he explains them in Eng-
l1lish, The learners may then be asked to read the words aloud.
While reading the passage individual learnmers are asked to
read it aloud and the teacher occasionally interrupts to
correct pronunciation. This reading is sometimes done round
the class or, if the teacher wants to maintain attention,
he picks out people from different parts of the class to pre-
vent those who are not reading from losing the place or
day-dreaming. When the reading of the passage has been com=-
pleted the teacher asks questions to see if the learners
have understood. These qucstszl:rons are usually factual and
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their number depends on the time available,

What good does reading aloud round the class do the lan-
guage learners? Bach of them will spend the lesson listening
to his fellow-students reading with bad pronunciation, bad
stress, bad rhythm and bad intonation, This cannot improve
his own pronunciation, stress, rhythm and intonation, He him-
self will have only a limited practica of a few minutes read-
ing aloud, What will he learn from that? He will practice hie
usual mistakes of pronunciation, stress, rhythm sand intona-
tion with occasional desultory corrections from the teacher,
which will not meke a sufficiently strong impact on him to
eradicate his wrong habits, We camnot but agree with L,A, Hill
(1967:71) that in order to give the learners more efficient
practice in pronunciation, stress, rhythm and intonation we
should do ear and speed training work, which can largely be
done chorally, so that all in the class are practising simul-
taneously.

As the ultimate aim of teaching English reading is to
enable the learnmers to read English bocks and periodicals ef-
ficiently for a variety of purposes, after tlLe early stages
a lot of time should be spent training students to read si-
lently, with adequate speed and understanding., The emphasis
is an the word "training", The learmer, in bis future career,
is unlikely to spend much time reading aloud,

The fact that greater emphasis must be put on silent
reading need not entirely preclude reading aloud. But reading
aloud is a waste of time unless it is done really well. The
teacher’s own model is important; he may use a tape recorder
or record player to let his class hear English read by a re-
putable speasker, Learners who are reading aloud should pre-
ferably stand facing the class, with the teacher facing them
at the back of the room, The teacher is like the producer of
a play. His job is to see that the learners read clearly, au-
dibly, and intelligently - that is, that they express the
meaning of the passage without any extravagant or unnatural
variations of stress and intonation. They must express the
meaning: and so reading aloud can take place after the pas-
sage has been read silently and after tbhe necessary ques-
tions have been asked and answered, and after the passage has

been fully understood. 58



Bfficient readers are generally those who bave managed
to discard tbhe word-sounding that was taught to them when
they learmed to read.
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8,A. (I1973). lcmxonorwuecKEe ocoGeHHocTH 0Oy~

YOHES YTOHHD HAa WHOCTDAHHOM ABHKe. MocKma,
Hpocnemenneso




BUZI0~BPEMEHHNE QOPMH HACTOAMEIO BPEMERW
B AHTTM{CKOM SSHKE M X COOTBETCTBHA B BCTOHCKOM

X. luits

1.0. Bpexexre

JlaEEH{ comocTaBHTONABHHE aHANW3 NPUBOAATCHA B YUOOHHX
neAsx. ComocTaBieHWe B YUOOHHX NeAAX BKADYAeT B ce0f I¥-
HTBHCTHYOCKEA ¥ MeToZWuecKui# amamws (Bapcyk, I970:90-9I).
Sanavya AWHETBECTHYECKOTO 8HAAM38 COCTOHT B TOM, YTOOH BHS-
BATH Kag o0mee, TaK B OTIMYHTONBHOO B COMOCTABAAOMHX fA3H-
KaX. 3anavya MOTONWYECKOTO aHAIKW3a 3aKINYAOTCHA B TOM, W0-
64 B pesyibTaTe IAWHI'BECTHUOCKOIO aHalAW3a MarepEala, 0ToG-
paTh TO, UYTO MOXeT CONeiicTBOBATH PaNUOHANBHOU OpPraHE3AUWH
yueGHOTO mpomecca ¥ pa3paoTKe CHCTOMH yNpaxHOHWit.

[IpE THMONOTHYECKOM COMOCTABIGHEE IBYX A3BHKOB HOO0-
XOZAM HOKOTOPHY# SA3HK-STANOH BAM MeTasSHK. B KauecTBe A3H-
Ka-5TalloHa MOXeT OHTH MCHOXB30BAH ANCOM# fASHK, B  ZaHHOM
ACCIONOBAHMN 38 MCXONHHA ASHK NMPHHEMAeTCA AHTAWACKAHA, Tak
KaK BEZO-BPOMOHHH® (ODMH AHTARACKOI'O ASHKA HCCIeNOBAHH
Gonbile, YyeM BPeMOHHHO (OPMH SCTOHCKOT'O fA3HKAa. AHANA3 Npo-
BONUTCA IO NPHHONNY PyHKOWOHAABLHO-COMAHTHUOCKOT'O CpaBHe-
HE. Ha ypoBHe CONMOCTABIGHHA ONMO3KMNHY KPHTODHAME cCpaB-
HOHEA OYLyT ABIATHECA CHTYATHBHHO KOHTOKCTH B OCOMX ASHKAX.
[TocKONBKY ZNeilcTBYDEH® BY30BCKHE® I'DaMMaTHKH aHrIRACKOTrO
fI3HKA ABAADTCA TPAAWNUOHHHMA, IIA COMOCTABIGHAA BHOHpaeT-
cfl TpanmOWOHHAs MOZeAb A3HKa. I[IpoBomwMas padora, 6CTeCT-
BOHHO, HO ABAAGTCA HCUODPNHBavmeH.

2.0. Present Indefinite ¥_Present nana

2.I. SHaueHEs., B wBHTO-eBpOmO#CKEX ASHRKAX pasIHYANT
HOCKOIBKO 3HAUOHH{#l NMpe3eHCA B OTHOMGHAWW OXBATHBAOMHX  HM
BpeMeHHHX nuaHoB. M.[l. IBAHOBA CBOTMT BX K CHOLYDEEMS
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I) meficrBNe, OOymeCTBIANENEEOR B MOMEHT BHCKASHBAHEA;

2) meftcrBWe, He MPOHCXOXANEGe B MOMEET BHCKASHBAHHES
("BHeBpOMOHHOS" BIM "BCEBPEMOHHOE" HIM "oOmeBpeMeHHoe" neft-
CTBHG)

3) neficrEHe, HPOMCXOAWBmEEe B IpomEAMEM;

4) neftcrsme, HaMeuyaeMoe Ha Oyxymee (WzamoBa, I196I:29).

[IpaMepHO TAKWE® X6 3HAUGHHA NPESOGHOA DAsiAWYaNT ® B
npuCanruftioko~PwHCKAX AsHKax. Taxk, F.A. CepeGpeHHEKOB BHZKe-
ageT NATH THNOB OpeseHoa:

I) HacToAmee BpeMs AAHHOTO MOMGHTA;

2) pacHEpeHHO® HAacTOANee BPeMA;

3) BHeBpeMGHHO® HACTOANEEe BPOM:d;

4) HcrTopEUecKOe HaCTOAmee;

S) Bacrosmee B sHaueHWH GyAymero (B.A. CepeGpemHmEOB,
1963:446).

OueBHZHO, HOT CMHCIA YCTAHABINBATH DASINUNE MOXAY I6-
PBHM B BTODHM THIOOM, TAaK KQK OHO COCTOMT INUb B CTENOHH Ol=
PAHHUYGHHA IOBODANEM o0BeMa ZReitcTBEA, T.6. Bropoit mpeacras-
aseT coGoft pacUEpeHHO® MOHWMAHME TAHHOTO MOMEHTA:S

"Laev pYled ... laev p¥ledb ...".

("KopaGub I'OpET ... KOPaGIb TODHT" «..).

Tehnika muudad PShjamaa loodust.

(TexHmKa HBMOHAGT IPHpPOAY Cesepa).

Ho maenwn I'. JlHy, rpaMueMa” Present Indefinite HMEOT
TPH OCHOBHHX 3HAYGHHA:

EeOrpaHEYeHHOe Hacroamee (unrestrictive present),
ORXHOBPEMOHHO® HACTOAG6 ( instantaneous present) |
o6HuHOe HacTOAMee (babhitual present) ( Leech, 1969:138):

Water contains hydrogen.

Hs scores a goal.

He goes to hed at ten o’clock.,

I Yrol W366XaTH MHOOBHAYHOCTH TepMwHAa "gopuMa", He-
KOTOpHEG 8BTOPH 0GO3HAUADT CIPBO KAK OAMHEIY TroduMaTHyecKoft
PEQOPMAanEN TEPMEHOM rpaMmeMa (KEbaimovioh, I967 X Zp.).
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HapAAy ¢ STHNM 3HAUGHHAME OH YIOMHHGOT TAKKe 3HAUE—
HEfl "present-in-futurs®™ ¥ " historic present™.

OCHOBHLM 3HAUeHHeM I'paMMeMH Present Continnous ABIfi=
8TCH KOHEDOTHO® NMDOTOKAHE® Nei{CTBHA B MOMEHT DedY®, Impomec-
CyanbHOCTB, OrpaHNYeHHAH LAMTEABHOCTh ¥ HO3aKOHUGHHOCTD
BHTERaDT M3 OCHOBHOTO sHaueHEs (MABaHOBa,I9%6I:79):

"Where is Mary?" - She is mopping the floer upstairs.

OCHOBHO® 3HAUGHHe SCTOHCKOTO NpPe38HCA COCTOMT B 000~
3HAUeHHN COBEPMapmerocs HANWYHOTO neicTBEA, T.6. NeHcTBEA,
coBepManmeroosl B NAHHHA MONeHT, celfuac ( CepeGpeHHHKOB,
1963:446; Mihkla, I964:70):

Mary peaeb parajasti pSrandat,

Mary is mopping the floor.

TakeM 006pasoM, OCHOBHO® 3HAUEHHEe BCTOHCKOr'0 NMpeseHca
COBNMAaAaeT ¢ OCHOBHHM 3HAYGHHOM Present Continuous. Kak B
aHTARHCKOM, T4K B B SCTOHCKOM f8HKe MpAMasg COOTHECEHHOCTH
neffcTBEA C MOMGHTOM DEYE BO3HHKA6T B KOHTGHCTO:

Mary peseb iga pHev pSrandat.

Mary mops the floor every day.

Mary peseb parajasti pSrandat.

Mary is mopping the floor,

BropocTeneHHNM 3HAUGHHEM SCTOHCKOTO MPe3eHCA  MOXHO
CuHTaTh "BHeBpPEMOHHOe" NefCTBHE HIM COCTOAHHG:

Linnud lendavad.

Birds fly.

9v0 3HAYGHHe NMEpefaeTca rpaMMeMoll Present Indefinite.

Huxe MH pPacCMOTDEM, K4k Present Indefinite B Present
Continuous ymOTpeCIAVTCA Wi BHPAXGHHA Ae{iCTBEH HACTOAMEX)
NpoHeZEEX ¥ OyAyUEX.

2,2, Ynorpecaenue Present Indefinite ¥ Pregent Comtinuous
LA nepenavdm neicTBUA B HACTOAMEM BPoMOHH

2.2.1. present Indefinite, Present Indeftnite ymo-
TpeliIgeTCA B CIGAYDEMX cIydYasx:
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I) nus BupaXeHEs oOmMAX MONOXEHWH WIM MCTHHS

Cows eat grass,

Lehmad s66vad rohtu,

0il1 floats on water,

011 ujub vee peal.

Two and two is four,

Kaks korda kaks on neli,

They laugh best who laugh last,

Kes viimasena naserab, see naerab paremini.

9ror cxyvalt pacnpocTpaHfeTCA Ha OCNEW3BECTHHE WCTHHH,
fopMyINPOBKY NpaBHNl, 38KOHOB, HA MOCIAOBHOH ¥ TOT'OBODKH "
Tele
2) mnA BNpaxeHHA OGHYHHX, NOBTOPANNMXCA MIM MNOCTOAHHNX ZHeft-

cTBHi:

Classes begin at eight (every day).

Tunnid algavad kell kaheksa,

I always get up at seven,

Ma tdusen alati kell seitse,

3HayeHWe MOBTOPADNMErocsa, OONYHOTO 7AeitcTBAA MOXeT on-
penelATECA TAKWMP JNGKCHYECKWMH YKa3aTedfaMH, Kak always,
often, every day H® T.%., HO OHF IU{)epPeHIWANBHHMYA OpH~
3HaKaMW He ABIANTCH.
3) nna BupaxeHWs ZReicTBUHl, XapaKTepH3YDEAX CYCBHEKT:

Ann sings well,

Anna laulab hésti.

3nech TeltcTBHe, ocymecTBAAMmEecA OCHYHO,  CTAaHOBHTCA

NPH3HAKOM CYOBeKTa.

4) mna o6o3HAueHHWA 7EHCTBHA WA COCTOAHHA, WMEDNEIr0 MecTo B
MOMEHT DEYW, ©CIM OHM BMPSWoHH TPI4TONaM¥ BOCHDHATHA W
YyBCTB4, YMCTBEHHOHl NeATONBHOCTH, DEUH MIM COCTOFHHA:

I hear his voice,

Ma kuulen ta hdalt,

Now I think that he was right,
Niitid ma arvan, et tal pli Sigus.
This jar contains sugar,

Selles purgis on suhkur,



Ho ymorpelunenNe 9THX rnarolioB 3 {OpDMeé Present Con-
tinuous BNONHe SHXOHOMODHO, GCIN 3T0r'0 TpPeCyeT OMTYyaHNfd,
e HEOGXOIMMO NOZYEPEHYTH IPONECOYaNIbHOOTH ( Cwonxma,
1964:230):

I am actually hearing his voice.

Ma t8epoolest knulen ta hEElt,

I am thinking of going to the south,

Ma m8tlen 18unasse s8idust,

[IpwBeneM HOCKOXBKO HPHMODOB yHOTPeCNeHHf ruaromos bto
feel, to look ¥ to be B (OpMe Present Continuoua,

I’m feeling all right now,

Tunnen end nfifid bHEsti.

He’s looking better now.

Ta nHeb nfiid parem villja,

He’s being foolish,

Ta kaitub rumalasti.

T'naroan to feel m to look ymorpeénAndcs B  (opMe
Present Continuons, KOIZa NMeeTCH B BNAY OrpaHEYeHHHZ e~
puon. I'maron to be OTONT B ANNTOANBHON QopMme, Korza mOA~
Zexamee IPeXCTABAAGTCA COBEpHANMMM KaKoe-IHO0  ZHeltcTBEe.
Korapa mozpasyMepaeTcs COCTOAHWe, to be CTOHT B $opme
Present Indefinite:

I am cold.

Mnl on kfilm.

5) B aBTOPCKEX peMapkax:
A woman enters from the dining room,
Keegi naine siseneb sddgitoast,

6) NpH NMeMOHCTpaIWAX, ONHTaxX ¥ T.X., KOI'Aa CX0Ba I'0BOPAMEro
COBMARANT C 6ro AeHCTBHAME:
I place the rabbit in tbe box and close the 1lid.
Ma panen jEnese kasti ja sulen kaane,
I take three eggs and beat them in this basin, Tben

I add sugar eee
Ma vBtan kolm muna ja klopin neid selles kausis. Siis

ma lisan subkrut ...

B 5THX HpEMepax rosopamuit coo0maeT o ReitcTBHAX, HO
JEASHBAA HA WX MANTEABHOCTD.
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7) B pemopraxax mO pagEo, KOI'Aa ONYEATONH HE MOI'yT YBEA6TH
9, 0 YoM coolmaerca:

eee and he passes tbe ball to Ivanov, and Ivanov
scores,

Ja ta annab palli edasi Ivanovile ja Ivanov  130b
vHrava,

8) B HasBAHBAX KAaprBH, B HAANECAX Ha gororpadmeax:
The Queen enters the hall,

Kuninganna astub saali,

9) B BOORNMNATGNBHHX NPOMNIOXGHEAX, HAUMHADEMAXCA O Hapeusit
MeCTa here and tbere:
Here comes the bride,
Pruut tulebki Jubal
There goes the train,
Seal l¥hebki rong!

8mecs» monmuepxEBaercA faxr, a He AGHCTBHe B mnponecce
ero mMpoTeKaHAsA. [IpH mepeBone dTHX MPOANORGHEIE HAa SCTOHCKEHU
fISHK K NHYHOMY OKOHUQHAD I'Iarola yacrTo AofaBasercs eMfaTh~
qyockaA cyjfEKcanbHaA YacTHNA - ki (-gi) NIANC HApeUEe  juba
(yxe).

Present Continuous B (yHROEAX 5), 6), 7), 8),9) olu-
9YHO HO YMOTPeCIAeTCA, UTO MCKINYA6T HOOOXOMEMOCTE COMOCTaB—
IATH X C Present Indefinite,

2+2.2. Present Continuous., Present Continuous ymoT-
pednae!cﬂ B CHOAYDEHX CIyvasx:

I) nua BHpaxeHRs MeHACTBEA, COBODEADHEIOCA B MOMEHT DOUHA:
(look!) The children are picking berries,
(Vaatal) lapsed korjavad praegu marju / on marju kor-
Jemas.
(Wbere are you living at the moment?) I am living in
London,
Ma elan praegu londonis,

B aHramiickoM ssHKe fopua ruaroxa noKasHBaer, uro Ael-
CTBEO NDOMCXOZXT B MOMOHT DOUA, B BCTOHCKOM fA3HK6 TpeCyer~
Cf A¥60 KOHTOKCT CETyalHWE, IHCO NIOKCHUGCKEe CpeacTrsa, Ham-
puMeD HApeuds parajasti, praegu (at the moment, now) YyKa-
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aNBaDEEe Ha MeHCcYBMA, COBODEALKEECA B MOMOHT DOUM, ZRGO OMN-
TaRCHYOCKHe CPOACTBA — YACTNUHOO. NPAMOS NAONONHEHME ( marju )
B QopMe mapTHTHBA ININC IOKCHUYOCKHe CPOACTBA HIM KOHTOKCT.

Korna Present Comtinuous -yOIOTPOOAROTCA ¢ HONpPeAeNBHH-
Mm raaromaMe (lBamoBa, I96I:64), To 3ra gopma CHHOHEMHYHA
Present Indefinite:

I am living in London,

Ma elan praegu Londonis,.

I live in Iondon,

Ma elan Londonis,

PasHEna sarIpyaeTCAd IWED B TOM, YTO NOpPBO6 NPOANOXOHHO

BHpaxaeT BPEMOHHOe 7eilcTBHO.

2) nna BHpaxeHHA ROUCTBHA MAW COCTOAHMA, IPOTORALEEIO B T6-
YoHAe HaCTOANHEr0 IeDHOAA BpOMOHM, HO He 00A3aTENBHO OTHO-
CAWLOroCA X MOMOHTY DOUH:

I am writing a new book  (CKa3aHHO® BO BpeMf mpOryl-
RA).

Kirjutan uut raamatut.

More and more people are buying TV sete,

Uha rohkem inimesi ostab televiisoreid,

3) nnA BHPaxeHHA NOCTOAHHO{ NPHBHYKE HI¥ HAKIOHHOCTH CYCBOR-
Ta:
He’s always reading at meals,
Ta loeb alati (ilmastilma) s&dgl ajal.
He’s for ever losing his money.
Ta kaotab alati (ilmastilma) raha,

B sroM ymoTpeCIeHEM Present Continuous CONDPOBOXAA6TCHA
HapeUHsAME always, constantly, all the time, for ever ¥ T.I.
H MOXOT BHpAxaTh HOOZOOPOHHO, HOTODNOHHE H T.X.

[fonoCHHe AeilcTBHs cAyuawTCA OYOHD YacTo, HO HO DOrylf-
pHO. Kak Tonmko 7AeilcTBHe mpHoOpeTaeT XapakKTep pPOTyAAPHOCTH,
ynoTpeONAeTCs Present Indefinite (Palmer, I965:94):

The car’s always breaking down.

Ta auto lahedb ilmastilima katki,

The car always breaks down when I start for home.

Auto 18heb alati katki kui ma hakkan koju sditma,
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OOHuBO®, NMPHBHYHO® TEHCTBHE MOXOT WMETH MEOTO B TOUE-
HHEO@ OrpaMdyeHHOro MmepHona:
going to work by bum (6r0 aBTOMAINHA B PEMOHTS).
Ta s8idab tSole bussiga (kuna ta auto on remondis).
We’re eating a lot more fruit now(cefiuac OHE ZemeBHe).

Me soome niitid palju rohkem puuvilja (sest praegu on
nad odavad).

HleficTBHR B 3THX OPHMEDAX HMENT BPOMEHHH{, HEIOCTOS®-
Hu}l XapaxTep, 0 CPAaBHOHHD C

He goes to work by bus (Kaxmuil 7eHS).

Ta s8idadb toole bussiga (iga pHev),

¥e eat a lot of fruit (¥ Bceraa emw).

Me sdome palju puuvilja (alati).

Present Continuous MN6PEBOINTCA HA 3SCTOHCKUE HASHK
NpPO36HOOM, MHOIZA IPE36HCOM riarola "olema", (OHTR) IINC
HHOCCHB OT MHJWHHTHBA Ha - ma (I MEGW:RNTHB).

2.3. YnoTpeGaenne Present Indefinite zJs mepezauyu AeHCTBHA,
MPOMCXOZMBUSIO B NpomtoM (B KOHTOKCTO NDOMIOTO BPEMOHHN)

Present Indefinite YIOTpeOCIAeTCA:

I) npw mepesaue BOCHOMHHAHH{l W B IMTEpaType I0OBECTBOBATONB~

HOr'O XaHpa:

I remember it as vividly as if it had happened yes-
terday. The old general shakes my hand, smiles and
says, "Well done, son".
Ma maletan seda nii selgelt nagu oleks see  juhtunud
eile, Vana kindral raputab mu k8tt, naeratab ja lau-
sub: "Tubli poiss”.

B mezAx NpH7IAaBEA MOBECTBOBAHHD Goxbuei Har'AARHOCTH
roBOpANM} MepeMemaeT BPOMOHHOH NIaH M NpeNCTABIAGT  neiicT-
BHE, COBepmABmNESCH B [NAHe NPOINOr'o, Kak OH MPOMCXOAAMMM B
naBHH# MoMeHT. OTHOCOHHOCTH NOUCTBHA K MOMOHTY DEUYM OCyme-
CTBIGEHNA MOCPOACTBOM TDPAHCHOSHIMM, T.68. MOPEHOCA  7TIGUCTBHSA
¥3 Npomenmero B HacTOAmee. Kak B aHIAWACKOM, TaK ¥ B.3CTO-
HCKOM f3HK® HyXeH KOHTOKCT MIM CHTyauws, DOKasHBanmwe, UYTO
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ONOHBAGHHE OOCHTHSA OTHOCATCA K HPOMIOMY.
2) npA OMTHPOBAHEYM WaBECTHMX aBTOPOB:
Homer says that ...
Homeros fitleb, et ...

3) B KOCBEHHO{t peuM B TONOAEMTOIABHNX NPHAATOYHHX [PORIORE—
HEfIX, BHpaXanI¥X YHMBODCAILHHO HCTHHH:
He believed that the earth is a globe.
Ta uskus, et maa on {immargume.

4) BMeCTO Present Perfect ¢ I'ZarolaM¥ to read, to hear,
to learn, to underetand, to forget eCIH IOZYOPKEBAETCH
QRTYalBHOCTH IOAYuYeHHO# WH(opManum:

We hear that you are going to America soon.

Me kuulsims, et sa s3idad varsti Ameerikasse.
Somebody told me about his illness, I farget who it was,
RKeegl réifikis mulle tema haigusest, kuid olen unmsta-
nud, kes see oli,

YnorpeGinenne Present Perfect C NOPOUHCIGHHHMH IJa-—
ronaMy 03HQuam0 OH HOTEepD SHAUEHHA AKTYAIBHOCTH MONYYeHHOM
HHGOpMALIWH

B SCTOHCKOM fSHK® B TAaKHX CAYUaAX yNOTPOCAAOTCA  HM-
nepexr HIX MepHeKT.

2.4, ynornadzenne Present Continuous ¥ Pregent Indefinite
Zif plepsnaud neflcTBuA. HameueHHOTo Ha CYAyMES

[leperoc OGyRymero Ae#CTBEA B HACTOANE® HPOMCXOAHT Iy-—
TeM Hef{TpaiMsal¥¥ NIaHa BHpaxeHWA OyAymero neftcTBEsf. Suwave-
HHO GYAymero mMepeHOCHTCA Ha afnsepouanum (XneGEWKOBa, 1969:86).

2.4,I. Present Continuous., Present Continuous YHOTpeCuser—

o

I) una BupaxeHWs Re#fcTBEA, KOTOpO® OyZeT COBODMOHO mocaue
MOMEHTA DOYH, Kak (aKr, He Nmonnexammii COMHeHED, B mpen-
JOX6HHN Conblelt JacTHD HAIWYACTBYOT OOCTOATOABCTBO Bpe-
MeHH?

I am leaving tonight.
Ma sdidan téna Shtul,
I am seeing him again thg.; evening.



Ma kohtan teda j&lle t&na &htul,

¢pasa "be going to FHQWHRTEB" , KO*Opad COONNNA-
eT SHAUeHE® OYAYHOro C HAMEDOHHOM, DeNOHHEM, 00g38TeNBHO0-
THD, BOPOATHOCTED NEHCTBHA M T.l,, MOXOT OWTH HCIONBAOBAHA
B 7T8HHHX npENepax. HO be going to — 9T0 OKOpqe MNpenmoAa—
TaeMoe neH#cTsHe, ueM pemeHwe ( Joos, I964:22),

o uaeHED P. HN0y3, WCNOAB30BaHE® Present.Continuous
B 3HQUOHWE OYAyHOI'0 BOSMOXHO TONBKO C IJArojjaMd, KOTODH®
BHpaxapT HaMOpeHEA ueloBeka (Close, I970

I am sleeping here tonight,

Ma magan siin t&na oosei.

*It is raining to-morrow,
Homme hakkab vihma sadama.

2) Buecro Putnre Continuous B NPEAGTOYHHX O0GCTOATONBCT—
BOHHHX NPONIOXOHASIX BPOMOHH W YCIOBAA MocIe COD30B if,
when, after H T7p.:

If he is writing(when you coms), don‘t disturb him,
Eul ta kirjutab (kul sa tuled), &ra sega teda.

2.4.2. Present Indefinite., Present Indefinite YHOTpeOua-

ercA:

I) 7aa BHpaxeHWA 3apaHee HaMOUGHHWX 7eitcTsMi#t 3  CyaymeM,
TIaBHHM 00pa3oM C raarolaMy 7IBHXOHHA H ¢ TIJjarolass,
0603HAYANIAME Hayalo 7AeicTBHS, KOI'ZA KOHTOKCT [OKasHBa-
er, yTo 7eficTBHe mpomaoitneT B CyAymeM:

I leave tonight,
Ma sdidan tana Shtul.

Exams begin on Monday.
Eksamid algavad esmasp8eval,

Ho B COOTBETOBYDNOM KOHTOKCT® M ADYI'He IIAI'ONH MOTyT
0603HauaTh Cynymee neicTsHe:

I read my paper tomorrow.

Mul on homme ettekanne,

PasHELA MeXAy YNOTpPoONeHEOM Present Indefinite B

Present Continuous 7 BHPaXoHHA CyAymero 3aKIDYaerca B
TOM, 4TO Present Indefinite 0603Ha7a0T polloHH® HIH 38—
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fWKeEpoBaHEHY N1aH, ABIADEXHOA YacTH® mporpaMui ( Joos, I964;
Palmer, Poutsma, 1926), 8 Present Contimmeus =
nIaR IEYHOT'O Xapakrepa (Palmer, F.R., 1965), AeficTBEe, KOTQ-
poe B NpencTapieHAR IOBODANEro yXe HayaloCh B HACTOAmOM
(Close, I1970).

a) I start work tomorrow,

b) I am starting work tomorrow,

¢) The ship salls at three tomorrow,

d) The ship is sailing at three tomorrow.

B (a) Hauamo paGoTH HasHAUeHO Ha 3aBTpa (3aBOMOM, Bpa-
yoM), B (b) ToBOpAmM# GoGEpaeTca BuitTM Ha padory 3aBTpa
(nocxe Gome3nm). B (c) mMeeTcA B BHAY safwKCHPOBAHHNHY
nunaH, 3 (d ) POBODANMi AWYHO BAHHTOPOCOBAH B COBOPUOHHE
TeH#CTBEA M CYNTa®T, UTO 3TO NPOACTABIAGT WHTEPeC M MiAA cole-
CeNHUKA,

2) BMECTO Future Indefinite B NpAAATOYHNX OCGCTOATOAECTBOH-
HHX NPOANOXGHASAX BPeMeHH M YCNOBHS 0CA6 CODBOB  whenm,
after, if ¥ Ap.

If you write home, give them my love,

Kul sa kirjutad koju, tervita neid minu poolt,

JmorpeCneHA® Present Continuous ¥ Present Indefinite
A BHpaxeHWs OyRymwXx ne#cTBH#f COOTBOTCTBYOT yrnorpeCaeHED
SCTOHCKOT'0 NMPe3eHCA B SHAUGHWE GYAYmWOTO.

3.0. Present Perfect ¥ Present Oontinuous

3.1. Present Perfect

3.1.1.8Ha4Y6HH6. Present Perfect BHpaxaeT NpeAmecTBOBAHMB,
cBA38HHO® C HACTOAMWM, CBA3H BAKINYAGTCA B TOM, uTO AeficT-
BWe, MpOmIOe O OTHOMOHHD K MOMEHTY DOUHM, 0 CBOMM (OpDMaHTaM
OTHOCHTCA K HacTofmeMy (XneGHuroBa, 1969:100). Sro mpomnoe
noficTBHO MOXeT GHTP 3aKOHUOHHNM K MOMOHTY POUA HIM Xe  npo-
TRONXATHECA B MOMOHT DOYH.

PasnmyHNe COMAHTHYGCKH® OTTOHKN SHAYOHHA.  BHSHBANTCHA
TIaBHHM 0GPa3oM IOKCHYOCKHM xapaKTepoM Iiarola, ero mpeReilb—
HOCTHD ¥ HONPOREABHOUTEN. TaK, HeNpeReNbHH® IAaTOlH to live,
to work, to study, to teach, to sleep, to sit, to rsad, to
translate ® Op. MOTYT ynoTpeOnAThCA B Present Perfect
B B Present Perfect Continuous,




NHKINSHBHO® SHAYGHN® BOSHNKAOT TAKX® 107 BO3ZAGHOTBHOM
CHNCTOMATN3HDOBAHHOI'0O KOHTOKCTA — OGCTOATONALCTBH HOSAKOHUOH-
Horo BpeMenx (HzaHoBa,

a) I have lived in Iondon,
Olen elanud Londonis,
b) I have lived in London for ten years,
Olen elanud (elan juba) ILondonis kiimme aastat,

B (a) neficTBNe 3aKOHUGHHOS, B (b) - — .HO3BKOHIOHHOO.
Present Perfect B (b) mpHoGpeTaeT SHAYOHNO, SEBNBAIGHTHO®
SHAYGHND Present Perfect Continuous:

¢) I have been living in London for ten years.
Olen elanud (elan) juba Londonis kiimme aastat,.

daxT, ur0 B (b) W (C) mMOHCTBNO IPOAONXAGTCHA B HACTOSA-
meM, O0BACHAGT BOSMOXHOCTH IODOZAUN B SCTOHCKOM SSHK® 3TOI'0
SHAYOHNA Present Perfeot ¢ IPO3GHCOM.

lleilcTBN® MOXGT HOHOCDOZAOTBOHHO NPEANECTEOBATH MOMOHTY
pOuUN NIN X6 OTHOCNTBCA K MAaIOROMy HPONIOMY — BAXHA OI'0 Ipe-
OMCTBOHHAS OBASH O MOMGHTOM DOUN, Or0 AKTyalXbHOCTH (Fapxy-
napoB, I967:176):

You’ve dropped your handkercbief, sir,

Have you already forgotten your pbysics in ten years?

[epfiexT B SCTOHCKOM SISHK® ABAAGTCA OAHOK N8 GOpM mpo-
meAmero BPeMeHN. OH Moxer 0008HauaTh NOiHCTENG, 3aBEPNABNO-
6C B OPOIIOM, HO OCTABNBIOI'O DOSyILTAT, OLYHAGMHI# B MOMOHT
peun (CepeGpeHENKOB, I963:462), HO OH MOXOT TAKX® BLpaxarh
ZeficTENe, HAUABNOSCH A0 MOMGHTA DOYN (T.6. B MPONNOM)N IpO-
Ronxapmescs B MOMOHT PeuN (Eindlam, 1966:I09-II0). TaguM
06pasoM, SHAYOHNS SCTOHCKOI'0 MepHeKTa IPNMODHO COOTBOTCIBY-
DT SHAYOHNAM AHT'IANACKOIO Present Perfect N Present Per-
feet Continuoust

Oleme oma tod 18petanud.

We have finished our work.

Poiss on juba mitu tundi kirjutanud.

The boy has been writing for several hours.
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3.1.2. YnorpeCnense

I) Present Perfect yROTPOORANTOR LNA BHPAXEHHS NpO—
mezmero uefCTBEA, 38KOHUGHHOT'O K MOMEHTY DEYN, HO CBA3AHEOTO
C JTHM MOMEHTOM. CBA3b C HACTOANEM BNTOKAeT N3 pe3yabrara
neicTBHA

a) I’ve changed my opinion.
Ma olen (nfifid) muutnud oma arvamust,

Peaynprar MoxeT OHTH OTDHIATENBHHMS
b) He hasn’t opened the window,
Ta el ole avanud akent,

Present Perfect MOXET COMpPOBOXZIATECH BEapeun ANy
already, just, once, twice ¥ Zp., HO OHN He  ABAADTCA
nnddepeRIManbEHME MPU3HAKAMH,

¢) BHe’s gone already.

Ta on juba ara lainud,
d) He’s just gone.

Ta ldks just #ra,

0GcToATEABCTBO BPEMGHH today, this year, tonight
¥ 7p. MOTYT BHPAXaThH DE3yALTATHBHOCTH M NPONOARWTENBHOCTSH, HO
NPOTONXHTENBEOCTE CTAHOBUTCH ACHO# TONBKO TOrzZAa, KOI'Za yHOT-
pednfieTc Present Perfeot Continuous:

e) 8he has put on her new dress tonight (DO3Y358!)-
Ta on tana Shtul uue kleidi selga pannud,
£) I’ve worked very hard tonight (nponon.?).

Ma t&6tasin/olen todtanud téna Shtul véga kdvasti.

g) I’ve been reading your letters tonight (mpozon.),
Lugesin sinu kirju t#na 3htul,

B (a), (b), (a), (6) Present Perfect MOXeT OHTH 3a-
MeHeH rpaMMeMoit Past Indefinite. JmoTpeCXesWe Past Indef-
inite HIM Present Perfect 38BHCHT OT TOr'0, KaKk IoBOpAmMMH
CMOTDHT Ha ZeficTBHEe B NPOMLIOM:

She put on her new dress tonight.

(meitcrBue B MpomNOM, He CBASAHHO® C MOMGHTOM DEUH).

She has put on her new dress tonight,

(neilcTene B MPOWLNOM, AKTYANbHOE NIA MOMEHTA DEUN).
13



Taxoe fABNGHNe HAGIDIAGTCA M B SCTOHCKOM A3HKe. EoaH 3a
HCXOTHOe 6epeTcA 3aBepPNOHHOCTH: nelicTBMA (pesynbrar), yOoTpe-
ongercs nepfexT; OCAHW MOAYEDKRBAGTCHA caMoe neiicTBEe - HM-
nepfexr. IrTorT fAKT OGHACHAGTCA TOM, YTO XOTA MOPPEKT B SC-
TOHCKOM f3HKGe BHDaxaeT DeaynbraT ZeficTBHR, rOBODAmAN  MOXeT
OTBNGYECA OT 6T0 DO3YyABTATHBHOCTH, 6CIM OH XOYeT NOAYePKHYTH
caM faxT COBODNOHHA 7eicTBHA. B TaKwWX cIyvasx mepfexT MOXeT
3aMeHATHECA MMIOp{HexTOM B SCTOHCKOM A3HKE.

YnorpeCineEre EMnepfexTa BMecTo mepjexra B I i1. ex, H
ME Y, B HOKOTODHX CHTYaUWAX HAR00JI66 ACHO [OKA3HBAET BHTEO~
HOHMO 3HAYOHHA DO3yNbTaTa M 3aMeHH 6I'0 3HAYeHWeM neHcTBHA,
HMOBI6e MOCTO B ITPOMJIOM:

Vaatal Ma panin uue kleidi selga.

CosepwerHo npaBa J.-B.[l. Kysummnkafire, xorza cea nmmer,
qyr0 AEQPepeHNEANBHEM NPH3HAKOM ynOTpeCI6HEA Present Perfect
® Past Indefinite HABAAGTCA HOACCOLNWMPOBAHME — ACCOLWMPOBA-
HAO TO{CTBAA C KAKHMA-TO YCIOBEAMH B mpomioM (Kysummnkafire,
1970).

2) Present Perfect ynorpeGugercA B ocoGoff  QyHEnEH
BMOCTO Future Perfect B NDAZATOYHHX NPONJIOXOHHAX BPOMOHH H
JCIOBHA moclle con3oB if, when, after ¥ Ap., Ine oHa olo-
3HayaeT nelicTBHe, KOTOPO® 3aKOHYATCA K ONPeZeNIeHHOMY MOMEHTY
B OynymeM, Takxoe ynmoTpeCiI6HHe HAS3WBROTCA  OTDYKTYDHO-3aBH-
CHMHM ymoTpeCneHEeM (Gordon, I97I:I2), T.e. CTPyETypa mpeln-
JI0X6HHA ONpeneNAeT BHOOD BPOMOHHO} GHODMH.

You’ll change your opinion after you‘ve read his book,

Sa muudad oma arvamust, kul sa loed tema raamatu I&bi,

9T0 3HAUYGHHO IpaMMeMH Present Perfect OCHYHO mepe-
TaeTCA B SCTOHCKOM A3HKe IIaroloM B Npe3eHce (manc mpeduxcH-
anbHHe HapeuWs 1Hbi, Hra ¥ 7D.), HO BO3MOXGH H MepHexT:

He’ll come when he has finished the letter,

Ta tuleb, kui ta l¥petab/on l¥petanud kirja,

Eci® cpaBHATH yNOTDOONGHW® Present Indefinite B TaKOM
X6 OKDYXOHWH, TO Da3lHuYMe 38KIDYAa6TCH B TOM, YT0 Present
Perfect MNONYGPKHBAGT 3aKOHUOHHOCTH NEJCTBHA K ONpenelNeH-
HOMY MOM@HTY B OyIymeM, a Present Indefinite BHpaxaeT WHNE—
fmEETHOe TefcTBMe B OyAymEM:

14



They will come when they have completed the task.
Nad tulevad, kui nad 18petavad filesande.

I sball remssber you to him when I meet him,

Ma tervitan teda simm poolt kui ma kohtan teda,

3) Present Perfect JYNOTDPECHAGHCA IIA BHPAXeHXA ne#-
CTBNf XEN COCTOfIEXH, KOTODO® HAyalIoCh B IPORNOM ¥ H8 3aKOH-
YRIOCH K MOMONTY peux, a NMponoAXaeTcsa B NAHHHHA WoMenT, [Ipm
9TOM yKa3aHWE HA Havyaxbmilt WOWeHT? neficTBNA He 0OCA3aTEIBHO.
Ecam oH yKa3aH, TOFZA YINOTPeOAAeTCA since + OOCTOATEABCTHO
BpeMeHN. [lepNOZ IENTENBHOCTN HG#CTBNA BHPAaxXaeTCA MOCPEHCT~
BOM for + OGCTOATOABCTBO BPOMEHH, a8 TAKX6 CIOBOCOYOTAHWSA~
ME all my life, mll night H T.0.

I bave worked here since 1970,

Olen to6tamud/tootan siin juba 1970.aastast saadik,

970 3HAYOHNG I'DAMMEMH Present FPerfect N6peZnaercs B
SCTOHCKOM A3HKEe INCO NnepfeKToM, ANGO NpPe36HCOM MANC Hapeywe
jubas (already). SaMena I'paMMeMH Present Perfect I'DaMMe-
MO# Present Indefimite HOBO3MOXHO 063 W3MEHOHNS 3HAYGHNSA
NpenXOXeXNA.

3.2. Present Perfect Continuous

3.2.1. 3HaueHN@. Present Perfect Continuous BHpaxaeT Zeft-
CTBNE NIN COCTOHN@, KOTOpO® HAayaloch B NMPOMAOM W IPOZOAXa-
I0Cch B TOYGHNE ONpeZeNeHHOro NepNOZa X0 MOMEHTA DeYN NIN Xe
BCE 6me MpoAoAXaeTCA B DTOT MOMOHT, ANGO 3aKOHUYNAOCH HEMOC—
PeICTBEHHO NMOpex HEM., Hak WHKAD3WBHO®, TAK N OSKCKID3WBHOG
HCIIOAB30BAHNG I'DaMMOMH Present Perfect Continuous MMOKa3u-
BAaeT NHBADNAHTHOS COZEPXaHNe IANTEILHOCTN B cfepe mpezmecT-
posanms (XneOuwkosa, I969:I08). SHAYGHWe 3aKOHYGHHOCTH MWIN
HO3aKOHYGHHOCTH ONpenelfAeTCA COMaHTHKO} riarona, a He dopumo#t
(¥BaHoBa, I96I1:I47), a TaKXe KOHTEKCTOM CHTYALMN:

(Wbere is Tom?) I have been waiting for two hours.

Olen oodanud juba kaks tundi.

Someone has heen stealing my books (Some of them are

missing).

Keegl on varastanud/varastab mu raamatuid,
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[Ipw HenepeXOZHHX IJIArojiax BO3MOXHA CHHOHUMUA Gopus
Present Perfect ¢ fopMoit Present Perfect Oontinuous
(#BanoBa, I9%I:IS57, Khaimovioh, I967:I75). Present Perfect
Continuous MonYepKNBaeT npoiecc neitcrams, Present Per-
fect - (aKT COBODEHEHHA NOHCTBHAS

I have kept/have been keeping his company since you

left.

Ma olen olnud tema seltsis sestsaadik, kui as lahku-

sid.

B 3CTOHCKOM f3HK6e HET INuTeAbHON# fopuu mepfexra. 3Ha-
YeHHU Present Perfect Continuous nepezanTcA  nepHexToM,
npe3eHoOM ¥ MMMepdeKTOM.

3.2.2. YO10TDEGIOHHAE

I) Present Perfect Continuous YmoTpeGnasAeTcs NS BH-
paxeHEsA neﬂcrnla, KOTOpO6 NMpOZAONXANOCH B NMPOWJIOM B TOYOHHMO
HOKOTODOT'O MepEona BPOMEHM, BHDPAXEHHOT'O MJHM [0ZApPA3yMeBaoMO-
ro, HO 3aKOHUNJOCH NepeX MOMOHTOM peuH:

You are so excited. What have you been doing in my

absence?

Sa oled nii erutatud. Mida sa tegid mimm  Hraoleku
ajal?

(Cuma B Kpeoxe) I am tired. I have been working all
day.

Olen vBsinud, Té6tasin kogu péeva.

970 3HAYeHWE r'paMMeMH Present Perfect Continuous 0CH-
YHO MepenaeTcsi B SCTOHCKOM A3HKE HMmeDHeKTOM.

2) Present Perfect Continuous  ymorpeGiasercs TAKXe
INA BHDAXeHHWA ZHeficTBMA, KOTODO® HAYANOCH B NMPOWNOM, NPOXON-
XajnoCch B TOUSHWE HEKOTODOI'O NMepuona IO MOMOHTAa pPeyd ¥ BCe
ome IPOZOAXA6TCH B MOMOHT DOYH.

I have been studying English for five years.

Olen &ppeinud (8pin) inglise keelt juba viis aastat,

SHayeHWe rpaMMeMH Present Perfect Continuous B ZQHHOM
CAyvYae MepenaeTci B 3CTOHCKOM A3HKE MOPJOKTOM MAM MPO3EGHCOM.
ipr npeseHce ymoTpeGaseTcs Hapeuwe juba (already).
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4,0, SakJpuyeHHe

[lpoBeZeEHHt COMOCTABUTENEHHII AHANK3 MO3BOJAET CLENATH
HECKONBKO JMHTBUCTHUECKWX, 8 3a8TeM METONWYECKUX BHBOZOB
caenypmero xapakrepa:

SHayeHUs T'paMMeMH Present Indefinite  Nepenawrcd B
3CTOHCKOM A3HKE MPe36HCOM, MepHexKToM ¥ uMmepHeKToM, 3Ha-
YGHHA Present Continuous = MPE36HCOM, MHOT'IAa MpPE36H-
COM IJIaroia olema + WHECCUB OT WHOWHMUTHBA HA - ma,

I'paMMeMa Present Indefinite COOTBETCTBY6T nepje-
KTy WiIM uMnepfexTy, KoPZa OHa yMoTpeCnAeTcA C IiarolaMy
to read, to hear, to learn, to understand, to forget
BM6CTO Present Perfect INA NONUEPKUBAHUA aKTyaNbHOC-
TH HOJYYeHHO} MHGOpPMALWK.

B aHrauitckoM fA3HKe gopMa Iiarona MOKasHBAeT, 4YTO
neficTBME COBEDWAETCA B MOMGHT pevuy (bePr+ V;ing)' B
3CTOHCKOM A3HKE 3T0 OCHYHO HNOCTUIAaeTCA KOHTEKCTOM MM
JNeKCUYECKUMY cpencTBaMM., HO CHMHTAKCHUECKH® cpencTsa
(uacTHyHOe MpAMOe HOMONHEHWe B (OopMe MapTUTHBA)  MOTYT
TaKEe YKa3aTh Ha MPONOJNEEHHOCTH INEeHCTBMA B MOMEHT pe-
uH,

Kak Present Indefinite ¥ Present Continuous,
TaK ¥  SCTOHCKMUit NMLE36HC MOT'YT yNOTPeCNATHECA INA BHpa-
xeHua Oynymero neitcTsusd. B 3TOM ciyyae B TPELNOXEHUY
OOHYHO HaNWYeCTBYDT JIeKCUUECKNe MOKa3aTely 0ynymero
neffcTsud. B 3CTOHCKOM fA3HKEe 3TOH# Uenu cIyxaT eme ¥ CH-
HTaKcHuecKue cpencTBa (MOJHOe MpAMOe LOMONHeHWe B (opMe
TOHUTHBA MJM HOMMHATHBA).

YTOOH HAYYNTH CTYNEHTOB-3CTOHLUEB MPOW3BOIUTEH BHOOD
MEXNYy Present Indefinite ¥ Present Continuous He-
00XOTMMO Npexne BCel'0 HAYUuTh UX pPasaAnyaTh MEXLY 3NeMe-
HTapHHMY 3HAUYCHHAMY Present Indefinite W Present Con-
tinuous. MMHWMaNBHHE TI'paMMaTWyecKue SHauyeHWd (zudhepeH-
UWAaNBHHE MPH3HAKM) L6Necoo6pasHO BHABHTH IIyTOM MPOTHBO-
MOCTAaBNGHUA,

Insa oCyuyeHWss CTYNGHTOB-3CTOHLEB BHOMPATH MeXTy
Present Indefinite MW Present Continuous B LGJNAX BhH-
17



pazenus 7eilcTBUA, OTHOCAWEMYCS K HACTOANLGMY BDOMEHH CHIOLYT
BHISAHTH CAOAYDIHS ONMO3BLWH:

Present Indefinite

-~ Habitual, iterative ac-
tivity.

I go to work every day.

Present Continuoum

- Activity going on at the mo-

ment of speaking,

I am going to work,

- Inductively known fact, - Activity going on at the mo-

0il floats on water
(= will float).

- General truth.

The Volga flows dinto
the Caspian Sea.

- Regular activity at
set times.

The car always breaks
down when I start for
work,

- Completion (with "non~
progressive” verbs
when reporting on men~
tal activities and
sensations).

I think you are right.

- Habitual activity.

He goes to work by bus,
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ment of speaking.

The oil is floati
water.

on the

Activity going on at the mo-
ment of speaking,

The Volga is flowing into
the Caspian Sea,
(I can see it moving).

Spordic repetition
(+ speaker’s disapproval),

The car is always breaking
down,

Incompletion (with "non=
progressive® wexrbs when em«
phasis is on duration),

Be quist, I am thinkimg.

Habitual activity in lime=
ited psriod of time,

He is going to work by bus
(his car has broken down),



Permsnent characteristics -~ Temporary characteris—

of a person tics of a person.
You sre fumuy, You are being funny.
Jlna pasINvORNS MOXAYy 3HAUCHHAMH Present Indefinite

g Present Continuous, gorza oHW BHpaxapT OyAyomee noRt-
CTBHG, MOOOOGPBEEO BHAOIHT B ClenynEue OIIOo 3N MH
( axxwuas + going to):

Present Indefinite Present Continuous
A planped future aotion - Preliminary decisions,
in accordance with a pro- plans or arrangements
gramme (a future action have been made and &
seen as accomplished), future action is im-
agined as bsgun (but
uncompleted).
The ship sails at three The ship is sailing at
tomorrow, three tomorrow,
bePr + going to Present Continuous
Personal intentions or = Preliminary deoisions,
objective seymptoms im- plans or arrangements
ggined as leading to a have been made and the
completed act. process is imagined as
begun.
T am going to end this I am ending this book
book soon. soon,
It is going to rain this - (Pr, Cont. impossible)

evening (the speaker sees
signs and is sure of the
results).
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SHAYGHWA I'paMMeM Present Perfect ¥ Present Perfect
Continuous NepPeNanTCA B SCTOHCKOM fA3HKE, B 3aBUCHMOCTH OT
CMHCJIa NDeIJNOXEHWS, AUGO nepPexToM, JuGo uMmepHexToM, nn-
60 Npe3eHCOM.

Ecnmy rpaMMeMH  Present Perfect ¥  Present Perfect
Continuous BHpaxamwT LeHCTBEE, KOTOPOE HAUaNOCh B [POMIOM
¥ 38KOHUWJIOCH K MOMEHTYy peun, OHH COOTBETCTBYNT 3CTOHCKO-
My nepexrTy uiM uMnepfexTy. MumepdexT ymoTpeCnAeTcs BMec—
TO nepjexTa, KOrZa TOBODPAWLMY XOuUeT MONUEPKHYTH caM HAKT
CcoBepmeHus neiicTBUA K MOMEHTY peuM ¥ OTBJIEKaeTcs OT pe-
3YABTAaTUBHOCTH.

Ecay rpauMMeMa  Present Perfect supaxaeT  neiicTBMS,
KOTOpPO® 3aKOHUNTCH K ONDEXENeHHOMYy MOMEHTY B Oynymeu
( Buecro Future Perfect B NpuIATOYHHX NPELIOXGHHWAX Bpe-
MEHM ¥ YCIOBMA), OHA COOTBETCTBYET 3CTOHCKOMY npeseHcy
unm nepdexry.

MeppexT (uwiay npeseHC + npeduxcanbHOe Hapeuyue) moAYep-
KUBAeT 3aKOHUGHHOCTH NEHCTBUA K ONDENENEHHOMYy MOMEHTY B
OynymeM, Npe3eHc — WHIe{WHWTHOe ZeHcTBUMe B GynymeM. YmoT-
peCienne Npe3eHca BMECTO NepfexTa 3aBMCHT TAKXe OT JIOKCH-
YBCKOTO XapaKTepa riarona.

Ecay Present Perfect U Present Perfect Continuous
BHpaxanT neffcTBNe MIM COCTOfAHME, KOTODOE HAYajoch B Ipom-
JIOM ¥ NPOZOJIXAJIOCP IO MOMEHTa peuM MJIM BCe ele IIponoJxae-
TCH B STOT MOMEHT, OHM COOTBSTCTBYMT ACTOHCKOMY nep@exwy,

munepfeKTy Ma¥ npeseHcy (INKC Hapeuwe Juba).
Kax WHKID3WBHO®, TAK ¥ BKCKAN3WBHOE MCIOJIB30BAHKE
Present Perfect Continuous MOKa3HBaeT 66 WHBapUWaHT-

HO@ CcoZepxaHNe IJINTEIPHOCTH. B acToHCKOM fAI3HKe
INIUTEIBHOCTh BHPaAXaeTCA JWND KOHTEKCTYaJlbHO.

UHTEepfepeHOND 2CTOHCKOT'O A3HKA MOXHO OXNTaTh:



a) npx BHOOpDe MEERY Present Indefinite (Present Con-

tinuous) §y Present Perfect (Present Perfect

ous);

Continn-

b) npm BHCOpe MeXRy Present Perfect N Present Per-

fect Continuous;

c) npw BHGOpe MeXRYy Present Perfect M Past Indefi-

nite,

Tns DpeAyIpeXAGHENS WHTODJODEHINH CIOXyeT BHAGINTD Cle-

AYDUAEG ONIOGHINN:
Present Continuous
The action is going on
at the moment of speek~-
ing and it is not in-

dicated how long it has
been continuing,.

I am writing an exer-
cise.
Present Continuous

The action is in pro-
gress at the moment of

speaking,

I am writing an exer-
cise,
Present Indefinite

Habitual activity.

I work at the factory.

Present Perfect Continuous

= The action is going on at the

moment of speaking and it is
indicated how long it has
been continuing,

I have been writing the exer-
cise for 20 minutes,

Present Perfect

» The action has been completed
by the moment of speaking,

I have written the exercise.

Present Perfect / Present
Perfect Continuous-

Hebitual activity during a
certain period of time,

I have worked/have been work-
ing at the factory since 3970,
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Present Perfect
- The fact is emphasised.

I have lived in Ienin-
grad for two years.

Present Perfeot

- The action ies completed
by the moment of speak-

ing.

I have written a let-
ter,

Present Perfeot

= The speaker doee not ae-
sociate the aotion with
a epeoific time in <the
past,

I have been to london,
Present Perfect

- "Contact" - action.

I have written a lat-
ter.

Present Perfeot Continuous
= The duration ie emphasised,

I have been living in lenin-
grad for two years.

Present Perfect Continuoue

- The action has been continu-
ing for a period of time up
to the moment of speaking or
into it,

I have been writing a letter,

Past Indefinite

- The speaker assoclates the
action with a specific time
in the past,

I went there in 1970.

Past Indefinite>)

- "Distance" - action,

I wrote a letter,

IpoBe7MeEENE coOmOCTABHTONLHNI QHANHS MOMOT'aeT I'EHHOTE-
THYECKN NPOANOXOXHTH, KAKHO BH7ZO~BDOMOHHH® (ODMH HACTOS-
mMero BPeMOEM aHIIEHcEOro riaroma OyAyT TDYAHH ANA CTYAGH-
TOB-SCTOHNGB. JYCTAHOBIOHHHE® ONNOSENEE MOTYT CHTH HCHONE~
S0BaHH NDH COCTABIGHEH yNPAXHOHEH# AIA OGY4eHHA TaHHOMY

pasxeny rpaMMaTHEN.

llaHEAA ONMOSHIEA BHAGNAETCA B Y9O60HHX Nenax.
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ON TESTING PROFICIENCY AND AOHIEVEMERT IN ENGLISH
AS A FOREIGN IANGUAGE AT THE TERTIARY 1EVEL (1)

0. Mutt

l. Introduction

In the continuing world-wide search for more efficient
ways and means of teaching languages, two lines of endeav-
our seem to hold out special promise in the short term: (1)
the "scientific" selection and graded presentation of lan-
guage material and (2) the elaboration of methods for a more
objective assessment of the learner’s achievement,

It has long puzzled the present writer why there are so
many foreign language teachers at the advanced level who
have to be constantly reminded of the need to select and
grade language material carefully since trying to teach all
of the language is as a rule eelf-defeating,

The extent to which the progress of a learmer or a class
continues to be assessed by old-fashioned methods 1is also
disconcerting, to say the least. Although what is o0ld is not
necessarily bad and although the experienced teacher can
form a fairly accurate idea of how much his students know
with the help of traditional methods of evaluation, 1t is
also true that such judgments are frequently subjective and
not strictly reliable. We are all aware of the wide range of
disagreement that may occur when the same material is as-
sessed by different examiners. Moreover, in this busy day
and age, it is incredible that so much time should be taken
up by the measurement of language learning with 014 methods
of examination. The use of specially constructed language
tests can help not only to ensure greater objectivity and
to save valuable time, but it can also introduce a stimu-
lating element of novelty and variety into the language
classroom., It should likewise be borne in mind that effi-
cient testing provides the teacher with feedback on the ef-
ficacy of his own teaching. In short, there appears +to be
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every reason for teking a good look at recent developments
in the field of language testing. This should enable us to
draw the necessary conclusions and encourage us to set to
work in earnest on streamlining and updating the measure-
ment of language learning in our republic as well,

The present paper is the first of several devoted to
the propagation of the use of tests with learners of for-
eign languages at the tertiary level, i.e, with students at
the higher educational establishments of the Estmian
With this purpose in mind, we shall begin with a brief re-
capitulation of the main types of foreign language tests
as well as of the fundamental principles of test designing
and construction., In subsequent papers we intend to deal
with the principal techniques of testing vocabulary, read-
ing comprehension, grammatical structure amd oral produc-
tion, and with such matters as test administration, scor-
ing and interpretation.

2+ Types of Tests

During the fifty-odd years since mental and scholas-
tic tests came to be widely used in educational measure-
ment a great deal has been published on the theory and
practics of testing and examining in foreign language in-
struction (Cole 1931:435 - 437; Mackey 1965:550), Most of
the earlier material dealt with the languages taught as far~
eign languages in English-speaking countries. The field of
testing English as a foreign language, however, was given
only meagre attention until the 1960s (Allen 1965:363). Af-
ter the sppearance of Robert Lado’s "Language Testing"
(1961), the number of pertinent publications grew steadily
and haa now become legion., In an article such as this it
would be inappropriate and exceedingly unhelpful to deluge
the reader with a flood of titles, Suffice it to mention
two other full-length books on the subject by the American
specialists Rebecca M. Valette (1967) and David P, Harris
(1969), A good concise survey of American work in this area
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was recently made available by the Ministry of Higher and
Specialised Secondary Education of the U.S.S.R. (Tecrzpona-
HEE 10 WHOCTPAHHHM s3wEaM B COA. Mocksa I970 ). Outsida
the U.S.A. particular concern for improving tbe techniques
of testing English as a foreign or a second language has
baen shown quite undarstandably in Gmeat Britain, In the
last few years there has been an upsurge of interest in for-
eign language testing in non-English-speaking countries as
well, e.g. the U.5.8.R.,, the German Democratic Republiec,
Csechoslovakia, Poland, West Germany, etc. A number of spee
clalized conferences and symposia have been held to discuss
the problems involved, e.g. at the University of Michigan
(U.8.4.) in 1967, at Sonnenberg (West Germany) in 1969 (eee
References: leistungsmessung im Sprachunterricht), at Kri-
voi BRog (U.S.8.R.) in 1974,

X X X

Language tests may serve many purposes, Generally
speaking, there are five main objectives: survey; research
into the effectiveness of different teaching techniques; re-
search in psychology; research in sociology; amd, <finally,
evaluation (BRobinson 1970:61 - 62),

Survey tests are used to gather information about the
second-language competence of various ethmnic groups in a
country where more than one language is spoken or also to
measure the foreign-language competence of a particular group
or groups.

Research into the effectiveness of various teaching
techniques, textbooks, audio-visual aids, etc. makes use of
language tests to show that one particular technique is more
effective than another (well-known examples of this approach
are the Scherer-Wertheimer experiment of 1962, and the Penn-
sylvania project of 1965-69; see Mutt 1972191).

Psychological language tests are concerned above all
with the way a person acquires another language snd with the
way the learning of the new language affects hia command of
the mother tongue and his entire personality. Some recent
methods impose a heavy psychological stress on the learner
by attempting from the very beginning, without recourse to
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the written form of the language, to make the learmer think
in the new language, to set up an entirely new system of
communication, completely separated from his mother tongue,
in his mind, Psychological teets seek to establish whether
this is possible, or whether the learmer consciously or un—
consciously analyses the new language in terme of his own
language.

Soclological tests cover more or less the same ground
as psychological tests, but at the level of the group rather
than the individual,

All the groups of tests mentioned so far do not direct-
1y concern the ordinary foreign language teacher. The tests
that are of immediate interest to him, however, are those
which serve the purpose of evaluation, i.e. the measurement
and assessment of the knowledge the learmer has of the for-
elgn or second language.

Bvaluation tests are usually subdivided according to
the purpose for which they have been designed into: (1) pro-
ficiency tests, (2) prognostic tests, (3) achievememt tests,
and (4) dliagnostic tests (Mackey 1965:404),

The purpose of a proficiency test (also known as a
classification test) is to find out how much of a language
a person has mastered. Such tests are used to divide learn-
ers into categories according to their knowledge of a for-
eign language so as to form more or less homogeneous classes
(usually heginners, intermediate and advanced students), The
level of knowledge of a learner need not be +the same for
all the language skills. A speech proficiency test may place
a learner at one level, and a writing proficiency test at
another,

Prognostic tests are intended to predict how well a
person is likely to learn a foreign language, i.e. they as—
sess a person’s capacity or aptitude to learn that language
(hence the other names by which such tests are known - pre-—
dictive or aptitude tests). One experimental type of prog-
nostic test requires the learning of an artificial micro-
language constructed of, say, elemente of Arabic, Vietnamese
and French, and containing in miniature all the elememts in-
volved in language teachings phonetics, grammar, vocabulary
and meaning. The test simulaetees the conditions of language



learning and includes such activities ae imitating sounds
and sound patterns, completing pattern changes, and infer-
ring meaning from contexts (Mackey 1965:404). An aseet of
euch a test with an artificial language i1s that it helpa
to single out students with tbe best inherent aptitude for
language study. All the examinees find themselves in iden~
tical conditions as beginners and are stripped of any ad-
vantage they may otherwise emjoy in the form of a better
command of language due to social background, tbe good for-
tune of having had a better teacber at scbool, etc. It is
common knowledge tbat the graduates of our special fareign-
language schools can occasionally be quite disappointing as
university students. An impression of oral fluency apd of am
otherwise good knowledge of elementary English produced at
an entrance examination is not necessarily a guarantee of
good progress later on when the laborious uphill work of
studying English at the advanced level has begun. On the
other hand, it is not rare for a student coming from an
ordinary secondary school to catch up with and do consider—
ably better than his fellow students with an English-medi~
um scbool background., What really counts therefore is an
aptitude for language study coupled with the necessary mo-
tization and a certain amount of will-power. Unfortunate-
ly, no really reliable all-round prognostic teste are awnil-
able as yet, It is heartening, bowever, that work is being
pursued in this direction. The significance of such tests
for vocational gulidance in general and for the better se-
lection of students at foreign language departments is
self-evident.

Achievement tests (also called progress or attaimment
tests) are designed to determine bow much of the material
of a course bas actually been mastered. By and large, there
are two kinds of achievements tests: the overall achieve-
meht test and the interim achievement test. Tbe former mea—
sures the student’s overall progress from the beginning to
the end of a course, the latter deals with the extent to
which a student bas learmt the material of one or more leas-
sons (Robinson 1970:63).

Diagnostic tests have as their aim to find out how
much of the language the 1ec§§er actuplly knows, what are

12



his etrong and weak points, and, hence, what remains to be
learnt. The purpoee of such teete in not to give marke to
learnere, but to get eome information about their knowledge
of the language.

Of the four typee of teete mentioned the moet ueeful
at the preeent etage of development eeem to be proficiency
teete and achievement teete, The majority of tbe 1interna-
tionally acknowledged etandardigzed teete today are of theee
typee, e.g. the Michigan Teet of Englieh Language Profi-
ciency, the GREDIF teet CGM 62, the teete deeigned by P, Pime—
leur, A, Daviee and E, Ingram (Gerbert 1969:439 - 440),

3. Some Basic Notione and Terme Conected with Testing

Certain of the terme used when talking or writing
about teete need a brief explanation,

All good teete ehould poeeeee thred eeeential quali-
tiees reliability, validity amnd practicality (Harrie 1969:
13).

A teet is reliable if it will alwaye give the same re~
eults under the eame conditions, Reliability le a meaeure-
ment of the degree of accuracy of the teet, the amount of
confidence that may be placed in the mark or score on the
teet ae a meaeure of eome ekill or ability of the learmer,
A teet that lacke reliability ie ae ueeleee ae a thermome-
ter that givee different readinge when the temperature of
the air wae the eame. The most common caueee of unreliabi-
lity are ambiguone queetione, queetione eet in such away as
to permit guessing, questions which cover only & emall eam—
ple of the ekills or knowledge involved, queetions which
invite reeponees of different kinde amd place too mnch streee
on the qualitative judgment of the examiner,

Ey validity is meant the general worthwhlileneee of a
teet, 1.0, the degree to which it meaeures what it sete out
to meaeure, A teet ie valid when it is based upon a eound
analyeie of the ekill or abilitiee we wish to meaeure, and

if there le eufficient evidence that test scoree correlate
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fairly highly with actual skill or knowledge in the area be-~
ing tested. While a wvmlid test is necessarily reliable, a re-
liable test is not necesearily valid for a particular pur-
pose.

A third characterietic of a good test is its practica-
1ity or ueability (Harris 1969:21)., A given test may be a
highly reliable and valid deviece but still be inpracticable
because it is too costly, the testing process too time-con-
suming, the results too difficult to score and interpret.

In the light of the foregoing it should be obvious that
the designing and comstruction of a reliable, valid and prac-
ticable test presuppose much knowledge, experience and akill,
The compilation of good teste is affected by a wide range of
variable factors, Before setting about compiling a test one
must be clear as to what is to be tested. Once tbe purpoee of
the test required has been decided, the following stages in
constructing the test have to be considered: (1) level, (2)
type, (3) selection, (4) form, (5) gradation, (6) order amd
(7) number of steps. It is not necessary for the purpose of
the present introductory survey to examine each aof these staps
separately. We shall have more to say about such matters in
later contributions to this series. For the tims being ref-
erence is made to the extensive literature on the subject
(e.g. TecTmpoBaHNe IO WHOOTDoHHHM s3nKa®W B CHA. I970: 8-44;
Bobinson 1970:63 -~ 673 Harris 1969:94 - 113; Bennett 1969:
91 - 105; Mackey 1965:405 -~ 406).

In any consideration of educational testing today a
distinction must be drawn between informal teacher-made
classroom tests and the large-scale "standardized"” tests
which are prepared by professional testere (Harris 1969:1).

Classroom tests are generally prepared, administered and
scored (=evaluated) by the teacher. In such a situation, test
objectives can be based directly on course objectives, and
the test content derived from a given course content, As the
teacher, test writer and evaluator are one and the same per-
son, the students know more or less what is expected of them
and how the results will be assessed and interpreted. 8ince
the assessment and scoring will be done by only one person,
the standards are likely to remain fairly consistent froa
test to test. It is also :ea?ﬁnable in such a situation to



expect that the teacher’s ultimate evaluation of his etu-
dente will be based not only on the test (or tests) but on
a pumber of other measures, Consequently a single bad test
result by a student need not do irreparable damage to hie
final standing, nor, probably will one inadequate or badly
constructed test prevent the teacher from ng a reason-
ably sound final judgment (Harris 1969:1 - 2),

The standardized tests designed to be used with fhov -
sands of subjects throughout a country or even several
countries have been prepared by testing specialists with
no personal knowledge of the examinees and usually with no
opportunity to check on the consistency of individual per-
formances. Therefore the conditions applying in the case
of teacher-made tests referred to above do not apply here,
The conclusion to be drawn is that standardized tests call
for particularly careful planning and comstruction, work
that had better be left to teams of trained specialists at
universities or other institutions possessing the neces-
sary staff and facilities.

Numerous standardized tests in English as a foreign
language are now available, Their purpose is usually to
test proficiency in English on several levels of the lan-
guage by means of a set of tests involving several hundred
items., Such complex sets of teste are kmown as test bat-
teries., The English Language Test Battery (called EIBA for
ehort) designed by Elizabeth Ingram for the Oxford Univer-
sity Press, for instance, contains about 200 items (Ger-
bert 1969:441), On the whole, however, standardized tests
should be treated with ocaution as they may be unsuited to
local requiremente and may coneequently yield distorted and
mPair reeulte,

Although the compilers of standardized tests scmetimes
claim that their products can be used with students of very
different language backgrounde, it would eeem that there
are no really reliable universal tests in existence and
that, Indeed, such tests can hardly ever become a reality.
Standardized tests must be adapted to local condidtionsand
needs. In thie connection contrastive analysis has a major
role to play as it has in the compilation of any kind of
teet for eubjecte who ehare the same first language,

92



In spite of a substantial body of knowledge about lan-
guage testing in gemeral and English-language testing in
particular, it is only fair to admit that the whole field
still hae many umeolved issues and controversial aspects.
The opponents of testing point out that testing makes no
provision for language training, that tests are open to
guessing and chance, that testing is reputed to measure only
factual memory, etc, Within the ranks of the supporters of
testing there is no agreement as to whether a test should
concern itself with items or global skills (small-unit test-
ing vs, battery testing), there is disagreement likewise as
regards score interpretation and other matters.

Very generally speaking, language testing to date has
developed mainly in the areas of vocabulary, grammar, read-
ing and oral comprehension, and, to a lesser extent, writing.
It is only recently that some headway has begun to be made
in the development of objective techniques of measuring
speaking ability (Dimitrijevié & Djordijevié 1971:248).

In short, the whole field of language testing offers

scope for further experimentation and research, To en-
sure more rapid movement ahead some members of the staff of
every foreign languages department should be specially train-
ed in examining techniques (every teacher, of course, should
be familiar with the fundamentals of testing). The absence
of all-purpose tests and the lack of universally accepted
criteria as to how the more ambitious kinds of tests ought
to be constructed and interpreted should not prevent the
rank-and-file teacher at the tertiary and secondary 1levels
alike from making up his own classroom tests and adapting
existing ones. The introduction of testing techniques is
obviously not going to solve all the problems that beset
the effective measurement of language learning and there is
no intention of substituting tests throughout for the tradi-~
tional methods of examining. As devices and techniques com-
plementary to those traditional methods, however, some types
of tests are definitely worth careful comnsideration and pro-
pagation.
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The aim of this introductory article ha: been to ac-
quaint the possibly uninitiated reader with some of the
basic ideas and terms of present-day language testing. In
forthcoming issues of this publication we hope to provide
concrete advice on seleoting material for tests in the
various language skills, likewise on the administration
and scoring of tests and the interpretation of test re-
sults,
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0 POIM COSHATENBHOCTH
IPA MSYYEHMM T'PAMMATAKM HHOCTPAHHOTO fSHEA

fl. CoonBansy
I. Bpezexxe

MeTomoM 0GyueHHs HA3HBAOTCA COBOKYMHOCTE TEODPETHUOGCKHX
JCTaHOBOK, HA KOTODHX CasMpynTCA NPHEMH W CPEACTBA OCYUGHHA.
CoBeTckuit MeTON MpeNOZaBAHESA WHOCTDAHHNX ASHKOB ONMPAeTCH HA
CO3HATONBHOCTE,

Co3HaTeNbHOCTD ~ WMUPOKOS NOHATHE, M TOIKOBAHH®  BTOr0
TEDMFHA NPEMOHHUTOIBHO K OCYY6HHD WHOCTPAHHHX fAI3HKOB ZOBONDB~
HO 38TPYAHATONBHO.

YcoBepmeHC TBOBAHUE METOLUKH COCTOMT B TOM, 4TOOH cpex-
crBa OCyueHHA NMDPEBECTH B 60Jee MOJHOE COOTBOTCTBHE O HOJAMH.
NDEIMETOM OCYyU6HHS H C YPOBHeM 3HaHMH 0CyYaeMHX.

B Takoft mocnenoBaTeNBHOCTH MH ¥ OyneM paccMaTpuBaTh
HHTOpecybmu#t Hac BOMPOC.,

[IpoGneMe CO3HATEABHOCTH M BHPAGOTKe SA3HKOBOIO AaBTOMA-
tu3Ma B 1969 r, Oula MOCBAMOHa THCKYCCHA B KypHale "peutsch
ale Fremdsprache."

B HacToAmeft cTaThe 7AA6TCH 0030p BTOH AMCKYCCHE HW IDH-
BOAMTCA MHEHWEe APYI'MX aBTOPOB [0 STOMY BONPOCY.

2, lleas WM3YUYeHHS MEOCTDAHHOTO F3HKA

Bruxaftmass mend Np¥ OOYUYGHUH HHOCTPAHHOMY ASHKY - CO3-
TaHHe y yuamerocs IMHAMAUECKOr'O fNDA A3HKA WIM CHQTOMH IWHA-
MHY6CKHX CTepeoTHNOB (Jaanvirk, I960:325 u cuei.).

I¥HaMHuBCKO® A3HKOBO® AAPO HEBANMKO MO 00HEMY ASHKOBO-
ro Marepuana — JHNb HOCKONBKO COT CIOB M CJIOBOCOYGTAHHH,
HO BCOrZa roToBO K JYHKODMOHMpOBAHHMD, Cdepa BIAMAHHA TMHAMH-
YeCKOT'0 ASHKOBOr'O ANpa AANGKO MEPEXONMHT CBOM ©CTECTBOHHHE
rpaHANH: yuamuitcs, Biafenmuit UM, yMEeT HCMONB30BATD M TOT

A3HKOBON MaTepwan, KOTOPHA OH aKTWBHO He n3yval (Koemets,
1963:82 n cuen.). 96



XapaxkTepHHM TPEAHAKOM IWHAHEYECKOTO CTODEOTHIA ABAAGT-
¢ cnocoCHOCTH MOPOHOCHTH BHPAGOTAHHH{t HABHK Ha HOBHO CHTya-
IOBE ....(ApTeMoB, I969:175), yueHNe o6pasoBaTh TaxKWe NpeZ-
N0XeHHA, O. KOTODHX yuamwicA paEbme HWIEro He cawmal ( Hel-
big, I1969:22 u cauen.).

HoHneunoft menkd M3yueHWs ABAAETCA TAKAA CTENEHb OBIANE-
HEA ABHKOM, IpH KOTOpOH coSHaTeIbHHe YCHIMA yuamerocd Hampa-
BIGHH TONBKO HA IOAb M CONODXAHHO BHCKASHBAHWA. 8  ASHKOBO®
0fODMIOHH® ITPOMCXQAWT B MONCO3HAHMK ( Pagsov, I1970: 344-345;
Hellmich, I9%9:5). OcosHaHWe mpaBuna 0GpasoBAHEA dopuu
INPOMCXOZNT IWNH TOr7A, KOTZAAa roBODAmMMit ommGaerca  (ApTemos,
1969:166).

B Hacrosmeit cTarhe My GyZeM HMeTH B BHAY TOT aTal H3y-
946HUA f8HKA, KoTODHA O. XepMeHay HA8WBAN ®Sprachverstindlich~
keit"™ 9T0 - yMeHHe NONB30BATHCA A3HKOM B IpeAenax ompeae-
NeHHON TOMATHKM B KAQUOCTBEHHO KODDOKTHOHR fopMme.

T'paMMaTHKa - 2T0 MHCTDYMEHT, KOTODHH MO3BOISAeT 0Gpasc-
BaTh ¥3 OT'DAHNUYOHHOTO KOJAHYOCTBA SA3HKOBHX OMHHHI HOOTDAHHEH-
HO® KOINHYeCTBO NDeANOXOHMi. TeM caMuM I'paMMATEKA  ABIAETCHA
BaxHO{WMM CPOACTBOM M3YU6HUS ASHKA,

T'paMMaTHKa WHOCTDAHHOI'C fISHKA ROJXHA 0COCHEUHTH Mexa-
HESM IIPaBEN, KOTODHi{t CIyXHT 71 06pa30BAaHHA ¥ WHTEDIPOTAINH
IpaBHABHHX NpeANoxeHHWit, OHa mMpPUBOMMT K QODMHPOBAHMN YyBCTB
A3HKA, KOMMeTeHNWE (Kompetenz). FBe3 rpaMMaTWK® WHOCTpaHHHit
fASHK W3yuaTh HeBoaMoxHo (Helbig, I1972:7,; I969%:20; 19690 :
160; I967:263).

OGyueHHe I'pDaMMaTHK® NOMUNHOHO COSMAHWD ONPOTeNCSHHHX Ha-
BHKOB., HeT HyXZH 0CBAaHBATH BIOMOHTH TpAMMATHKE B cucrTeMe
MOIHOCTEN, & B SQBHCHMOCTH OT Kax7loit KOHKpeTHO#f HeoGXoAWMOC-
Tu (Helbig, I99%:9; I969%: 365).

3, CosHATOJHHOCTH KAK CDeACTBO 00y YoHHSA

[Ipy 0GyueHW¥ MHOCTDAHHOMY SSHKY NpENOZABATOND  AOJAXEH
padoTaTh B ABYX HANDABIOHHAXS

I) npuoOmars yuamuxcA K HOBof#t ssukoBo#t fopme ( yumTh
CHPAXGHYN, CKIOHOHHD B COOTWHEHHD CIOB B NDETIOXOHEM) ¥

2) cfopumpoBaTh y yuamuxcs HOBH{t 00pa3 MHNJEHHS,

X ClL. Hellmlch, 1953 @ - 360.



"Camoit oOmeit oomoBO#... TpPyAHOCTOR YCBOGHHA HABIAETCA
COBNATIGHN® HIE HOCOBNANGEME® QHANOTMYHHX (OPM ¥ WX 3HAUYGHWH
€ TOUKY SpeHHA YEMfWKauww ¥ nuddeperumamwe" (KpymeabHMUKad,
1961:7).

CosHaTeNBHHM MOXHO HA3HWBATH TAK0O NpenolaBaHWe, Korna
NpenozaBaTeNsb, yUNTHBAS NpPH OCYUeEHH DPOSYILTATH  CPABHOHHA
fISHKOB, HCIONB3yeT 9TH pE3YABTATH WIA JNPABIGHHA. [@PEHOCOM
(transfer) g mETepjepenmuei™ (Hellmich, I1960:6).

Opw HanWumW nepesoca po7lHOR ASHK comeficTByeT oOBIaAe-
HED MEOCTDAHENM SSHKOM, O7HaKO IpH ABIGHWAX HHETEpHepeRIEH
ponHO# ASHK OKASHBAGT TOPMO3ANee BIAWAHA® HA OBIAZNOEHMe HHOC—
TPAHEHHM ASHKOM,.

Opw onmo#t rpynne ABHKOBHX SBIOEWH BINAEWEe DONHOTO fAal-
Ka.He#{TpanbHO: 3TO0 - ABIOHHA UYACTO MODHONOTHUECKOT'0 MNOPAN~
Ra, = THIH OKIOHGHHA M CIPAXOHHS, B OCHOBO KOTOPHX nexaT
uy@cTO.fopManbEHe pasanuns (KpymenbEmnkas, I196I:12; CooH-
Balbn, I965:II2 u cuenm.).

C TOuKW SpeHHMA NpPAKTHKH NpenofaB&HHA, HaWCONBEHO TpPy—
RHOCTH ZANA OBIANeHAS SASHKOM NpPOACTABIADT ABIGEWA  WHTOpHe-
pennnn". B TaxKoM clIyuae B ONBOM SISHKO® OTCYTCTBYDT Auffee
POHIMDYDIW® NPHSHAKH NDYTOT0 ASHKA, UYTO W 0GyCIOBIHBAGT HE-
NPaBHABEO0® MCIIONB30BAEME® COOTBOTCTBYDEMX ASHKOBHX ABIOHHH.

Vcxona ¥3 HAIMYUg HIA OTCYTCTBHA NH({epeHIMDYDMYX I~
SHAKOB nepsoro (ponHOTO) ASHKA BO BTOPOM (WHOCTDAHHOM) fSH-
K6, MOXHO BHNENHTH. TPH THINA MEXBASHKOBOH HETepepeRLUN
(Welnrelch, I966:I8-I9).

I. CpepxnufpdepeBnuandss — B POZHOM fISHKe 6CTh  Audfee
pOHIEpyDIWEe IPUSHAKH, B WHOCTPAHHOM — HET (L, L=)e Hanp.,
BHPAXOENE MONONHOHHA B BCTOHCKOM W HOMEIKOM fSHKAX:

®

C TOUKH 3POHHWA IICHXOJOT'MM NOPOHOC W  WHTED{epeHUMsA
O7HO W TO X6 SABIGHMO — DO7HOMR ASHK OKasSHBaeT BIMAHME Ha gg-
PMH yIOTPeGIeEMA WHOCTDAHHOTO A3HKA (Juhasz, 1969:195-196).

-

Or MexbASHKOBO# WMHTepfepeHIMH HAZO0 paSAMYaTh BHYT-
PUASHKOBYD WHTepjepeEnuD, IDH KOTOpPO# TopMo3smee neficTBue
BHTEKQeT W3 OMHOT'0 paHee (AWM I1037IHE@) OCBOBEHOTO fASH-
KOBOT'O fABIGHWA TOI'0 Xe WHOCTDAEHOT'0 s3uKa. Hamp. cayuam
HONPABHABHOTO HCHONB30BAHHA NPONNOTOB in, auf, an H Tolle
Ha BOINPOCH wo? H wohin?
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Vend ostis mantlit, - partitiiv (BmE. nazex).
Vend oetie mantli. - genitiiv (pom. mazex).
Oeta aantel! - nominatiiv (WM. mafex).
Der Bruder kaufte den Mantel. - Akkusativ (BHH. IMaZex)
Der Bruder hat den Mantel gekauft.
Kauf den Mantel!

B poTOHCKOM fI3WKe NomonHeEMe ( direktes Objekt ) MOXOT
ONTH BHDEXGHO TPOMA MA7OXAMH, B HOMOLKOM Xe — TONBKO OXHHM,

2. Henocraroqn&a mq)q)epennnannn: B HHOCTDAHHOM fI3HK®
ecTh MM(PPePEHIUDYDUNE NPH3HAKH, @ B DOZHOM Her. (L, - ).

Isa vottis oma raamatu.

Ema vottis oma rasmatu.
Der Vater nahm sein Buch.
Die Mutter nahm ihr Buch.

(" Oma" - ¢cBOY#f, -f, -€; AaT, - suus, -8, -um),

Takwe ciyuaw TpyAHee NOANADTCA NMepPeBOAY 4UeM SBIGHEA,
XapakTepHHe AnA npexuxymef#t rpynnu (Kpymwenbmwnxas, I96I: I2-
I3).

3. PeunTepnperanua pasnuyuit. B oToM cayyae mwddepeH~
OEpynEMit TPE3HAK BTOPOTO A3WKA 3aMeHAeTos  AuddepeHnApyOmEM
npE3HaKoM NMepsoro asmka (L, + L,4),

Ma aitan sOpra. - partitiiv (3wH. mamex),

Ich helfe dem Freund. -~ Dativ (nat. namex).

Pasnnume 37ech 3aKINYAETCH B CNOCO0E CHHTAKCHYBCKOH CBA3N
TIaroNa C NOCHeAYDNEM CYHMeCTBHTeNBHHM. I[Ip¥ npemnozaBaHHE 00O
Goe BHHMaHWe clenyeT o0paTHTh Ha Teé I'DauMMaTHUYGCKMe SBIGHNA,
PE KOTOpPHX DOAHO#l A3BHK OKAa3HBaeT WHTepepupynmee BIMAHUG.
[penonasaTens MOoNXeH 00yyaTh ydamuxcsi 06pa30BaHAD A3H=-
KOBHX (fopM -
Al -Y <= ichgeh ~-e =

M pa3nMuHoft kaTeropusanwy nHeficTBHTENEHOCTH,.TO 6CTH - HCIONE-
30BAHED HOBOY#t CHCTEMH fA3HKOBHX 3HauyeHMf#i. Cp. mnoHsaTHe "cBoit"
(ecT. "oma" ) - mein, dein, sein, ihr, unser, euer.

Yro XapaKTepu3yeT CO3HATeNIBHOCTH (COo3HAaTeNBHO® OOyue~-
HEE)?

B TpaZWnWOHHO! TPAKTOBKEe NMO7Z CO3HATENBHOCTHD IOHHMaNT
cyrylo JAOTHYECKH-MNCKYDPCHBHO® yCBOGHHE, KOTOpPOe@ OCHOBHBAOT=
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a) Ha aHaIWTHUYECKOM NONXOZe K MpenMeTy,

6) Ha MORYKIWH,

B) Ha TEOOPOTHUYECKUX OCGBACHOHMAX.

[IpOoTHBOMONOXHOCTED STOMY ABAAGTCA M MU TH DY D =
me-MeXaHHWUYECKOSE MN3YYeHHe SA3HKA, KOTOPO® OC-
HOBHBAOYCH:

a) Ha CHHTOTHUYECKOM [T0AXO0Ae K IpenMeTy,

6) Ha MHAYKYTWBHOM YCBOGHWM ASHKOBHX SBJNGHH{E, .

B) HA NMDaKTUYOCKWX YMpaxHeHWAX (Apelt, 48:74).

OnpaB7NBAeTCA JM TaKk0e MPOTHBONOCTABAGHMO?

Kak moHMManT CO3HATEOABHOCTH NAPYTHE aBTOPH?

COo3HATEABHOCTH ~ DTO [IOHUMQHM® yUamUMCA TOTO, YTO OH
nenaeT, uro yusr (DyCuH, I965:I4).

[loHuMaH¥e - 3TO BHACHOHW® OCBHEKTHBHON CBA3M MexZRy
DNieMeHTaMy. UYTO-TO MOHKMMATH, 03HAYABT DACKPHTH CONEDEAHHG,
cyTh 7mena. I[loHWMaHEe - 5TO YBA3HBAOHUG HOBHX BMeyaTHeHult ¥
BOCIpHUATHYt CO CTAapHMK, DTO YMEHHEe BKADUMTH HOBHIl MaTepma: B
KpyT' yZ%e OCBOGHHHX 3HAHM{t ¥ yMeHHit.

Co3HATONBHOCTH HAZO MOHEMATH KAk yMEHH® MEPeXORUTH OT
TEODHN A3HKA K peueBoft mpakTHke (Beljajev, I967:44I).

Co3HaTOABHOCTES MOXHO XapaKTepPK30BATh KAK COBOKVIHOCTH
yMeHM#t ¥ 3HaHHM#t. O CO3HATEABHOCTH MOXHO TOBODMTE, KOT'Za yua-
muitesa

I) yMeeT 0GoCHOBATH CIOBaMM, I1 O Y & M Yy OH POBODHT
BMEHHO TaK, a He WHAue;

2) yMeeT N pE M e HA T D CHOPMyIRDPOBAHHOS CHOBAMK
HA MpaKTWHKe, NDPDEBOECTH IDHMEDH;

3) 3HaeT M 6 C T 0 [AHHOTO I'DAMMATHUYECKOTO FABAGHHA
Mero C B A 3MW C APyTEME B PpaMMaTHyeckot c mc T e M @
B meaoM.*®

B Taxoit TpPaKTOBK6® CO3HATEABHOCTH MOXHO IOHEMAThH  Kak
pesynbraT oCyueHUd, Kak uacTHYHOe YMOHHMO ¥ 3HAHHWE ASHKOBOTO
Marepyaia. Kakyo MOAB3y NPAHECET OMOpa HA  CO3HATEABHOCTH
Py K3yUY6HUM WHOCTDAHHOTO A3HKAE?

Marepman, KOTODH{t MO NMOHANK, A 6 T Y6 3 a4l 0Mu-
HaeTCcf.

Takoe TOXKOBAHKE MOHATHA CO3HATOXBHOCTH OWJIO Mpen-
noxeHo Y. KoameTcoM B 0ecene C aBTODOM CTaThH.
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Hanmo monaraTh, YTO OCMHCJIGHHOe BOCHDHRTN® MaTepuana
coneficTByeT nmpeoRAoneHMNL HNHTEDG e
peHu¥ u. Onopa HA CO3HATENBHOCTH COZLGHACTBYET TBODYECKO—
MY NDUMEHEHMD CTDYKTYD B HOBHX KOMOMHAUMAX - yuamuiica cyme-—
6T MepeHeGTH BHPAGOTAHHH! HABHK HA HOBHe curyamud  (Apelt,
1969:76=77).

Onupasch Ha CO3HATENBHDCTH, MH CKODee AOCTUTHEM  IelH
W3yueHus sA3uka. HO Hamo monararh, YTO B MOHATHM COSHATENE—
HOCTH MOXHO BHIGIMTH HECKONBKO yDPOBH6{t, M3 KOTODHX CaMHM
HU3UMM SBAAEGTCA YYyBCTBEHHO-HATJAAZHOe MO3HAHME - NOADAXAHME.

[ozpaxaHWe ectTh LENOCTHOE, CHHTOTHUeCKoe AeficTsue (Ap-
TeM0B, 1969:I54-I58) uau, APyTuUMM CJOBaMM, IpHeM YCBOGHHUA
npasuna NeHcTBUA uepe3 HemocpenCTBEeHHOe BOCHDOM3BEJEHHE 66
meNocTHOro o6pasa, MpUYEeM OH He 0co3HaeTcA aHamuTHuecku (Ap-
TeMOB, 1969:128).

[Ipy mpenoZaBaEuMM WHOCTPAHHOTO fA3HKA HENB3A  MTHOPHPO-
BaTh TaKofl mMpUeM M3yueHWs, Kak moApaxanMe. OHO Takxe FABIA-
@TCA CO3HATONHHHM IDHeMOM M3yueHMA. OnAHMM #3 KOMIIOHEHTOB
CO3HAHMA BOoOOme HAZO CUMTATH U UYBCTBO AHAJIOTHH.

"YyBCTBOM AHANOT'MM HA3WBAETCA C M OCOOGHOCT
CO3HAHUWA OTKPHBATSH Y CPDABHUBAGMHX OCGBEKTOB
CXOMHHX KauecTB ¥ cBO#AcTB MW Nepe -
HEOCHTS WX Ha Apyrue o0bexTH", (Kapmwn, I968:I9).

[Ipy ynpaxHeHMAX, CCHOBAHHWX Ha UyBCTBE aHANOTWH, HEOO-
XOnuMO, YTOOH yuamuiicAa pacnosHal OH UAGHTUYHOCTE  HEKOTODHX
onpefielieHHHX MPU3HAKOB.

Das let der Lehrer — Ich eehe den Lehrer.
(Desselmann, 1969 3 205),

Onupasick Ha YYBCTBO AHAJNOTHHM, YUAUMMCS MORHO naBaTh
"rpaduyeckue mpaBuia’, MpH KOTODHX M3yyaeMas gopua ¥ CymecT—
BOHHHE NPH3HAKM KOHCTDPYKUWM BHZGJOHH rpafuuecKUMM CpeZAcTBaMu.

B nponecce aBTOMATH3aUUM YyYacTBYDT M MMMTAIMW. U aHa-
JIOTUM. 8 TaKXe OCHOBWBADMASCA HA HWX MHTYMUMS (Paesov, I970:
345), (MHTYMINS - 5TO MO3EaHME (63 Pa3BePHYTOI'0 DACCYXAGHHA)
(BC3).

[Ipy STOM BAXHO TONBKO, UTOOH yuamuiicA 0cO3HAN CYMECT—
BEHHHE NDM3HAKM, ONpeneNswLue MCHOIb30BaHMEe M3yuaeMoft A3HKO-
BO#t fopMH.
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llcuxuusoxue KavecTsa yuamerocsi, Ha KOTOPHO HYXHO OMH=
paThECA NpE M3YUEHEH WHOCTPAHHOT'O f3HKA, PasHOOODA3HH., Her
HyZAH TPeCOBATH OT y4Yamerocs {OPMyIWDOBKE NpaBEIA cpasy Io-
cJle BBOTIOHHA HOBO} KOHCTDYKIHWH.

[Ipy uByYeHHWH I'paMMaTHK¥ OCHOBEHMH NDHeMAMH OCBOGHHA
ABNANTCAS

= HMATAIEA,

npuMenerre ( application ) M

- KOHCTDyHpOBaHM® (Gurrey, I1960:72).

HuMETAEaDH D Eano NOHAMATH Kax WaCNOHHH#t cmocol
ReftcTBEA - BOCHPHATHe W MOBTOPOHHe YCAHHAHHOTO. I D H M e~
HOHHNG®O = aro Conee rmOkmit cmocoG ZWeiicTBHAS  IOBTODEHHS
BOCIOPHHATOIO0 O BaphdpoBaEMeM, K O HC TPy H p 0 B a-
HH®H® - 3T0, B IBPBYD OU6PeOAb, Yy M C TB O HHA A O IIe-
panu g, KOTOpaA OMHpPaeTCAd HA MPaBHIO - TpelyeT UyBCTBA
JNOTHKH,

HMmTaTHBENG YNPAXHOHHSA CTABAT NEJED 0O BOOGHHE®
$ o pu H., YoM vame yuamuifica oOpamaeTcA K WMHTAOUM ¥ K aHa-
JIOTHH, TeM CONBINe YKPONIAeTCA MWHAMHYECKH{ crepeoTun ( Pas-
sov, I970:345). Ho yuMeHHWe 0Gpa30BHBATPH 3HANOTHH HANO MOZ~-
KPOMIATH ¥ yCOBOPHMOHCTBOBATH 3HAHMAMY 0 fA3HKe (Aspelt,I9%9:
76).

OOmmit MOPAMOK OCBOGHHA MPOTOKAOT CIGAYDIEM 00pasoM: OT
O0CO3HAHHQI'O NMOAPAXAHMA K CAMOCTOATONABHOMY TBOpuecTBy (Hemep,
1953:144).

HenpowaBonbENe (E@OCO3EABAGMHO) peueBHe ZAeficTBNA  Ha
KaKOM=-TO 3Tame YCBOGENS S3HKA LeJecoo6pa3Ho I peolpa3oBH-
BaThH B OCO3HABaeMue nefcrsua (ApreMoB, I969:I7I).

Nlpy TpaZWIMOHHOM MOTOAe NPENOAABAEHA IDAMMATHKH Ipe-
odnananu:

- [paBmna Han XuBOft pevusp,

- 3HAHMA HAZ HABHKAMH,

- SBHKOBHO yIpagHOHHA HAZ KOMMYHHKATHBHHMH YIPaXHOHH-
aua ( Helbig, I1969:18).

B cOBpeMeHHOM NOHEMAHMM CO3BHATONBHO® M3YYGHHe W M3y~
YeHHO, NOCHBADMEEQA ABTOMATH3MA, COCTABIADT OMHO [eXNoe
(Apelt, 1969:78). Hamo couerars monpaxaHMe (CHHTOTENEC-
Koe 7TeiftcTBNe) W OCO3HAEHH{ aHANW3, SABHKOBO® MDPABHIO M peve-~

Boe 7eitcTBHe' (ApTeMoB, I969:I20 ¥ IS3).
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Co3a3HaT?TenbHOOTH oOyueHHA OyHeT COOTBETC-
TBOBATE..., TAKAA CHCTOMa TOODOTHUGOKHX CBONGHHit, KoTOpas
BKADYAeT ¥ crnocoG "mepeBoZa" MX B NMPaKTHYBCKO® "yueRHO"
(Beprorpanckaa, I972:I2-I3).

B3auMOITPOHMKHOBOHMO ITPaBHJIA ¥ NO{CTBHA POYH HA HHOCT=
paHHeM fA3HKe BeN6T K TOMYy, UTO peub cTaHoBMTCA AuddepeHmm-
POBAEHHM IJHM, METOTDEPOBAHEO}! DACUNGHOHHOCTHD MO MpaBHIAM
TpauMaTHEN TOTO HJI¥ WHOTO WHOCTpaHHOTo f3uka (ApreMoB, I1969:
132).

PeueBoe AefCTBHe AONAGTCA KPATKUM 110 BPOMOHH H.e. 3f=
QdoxTHBENM N0 peayabraraM (ApreMoB, 1969:I38), 9T0.He ciue-
AyeT MOHMMATE TaK, YTQ PEYEBO6 ZeHCTBHO NONXHO cnenoBars
A3HKOBOMY IIDaBHIY.

YcBOMTH A3HKOBOC 3HAHM® MOXHO TOJNBKO IIOCPEACTBOM De-
4YeBOTO HeHcTBHA. [[OHSATHEe 3HAHWE DY M3YUOHHWM WHOCTPAHHOTO
A3HKa BKIDUYAGT B ce0d M YMEEWe IDMMEHATH 3TO 3HAHWe HA Ipa-
KTHKe,

JoBOGHHG 3HAHHMS - 5TO OBJANGHHE NO#CTBHEM. HANDABIGH-

HM Ha DemeHWe 3afau¥ (Beprorpamckad, I972:12).

llpaBuno fneficTBMA BHpPACaTHBA®TCH HA OCHOBAHMM COBEDNE-
HHA DAfa ZeicTBUi. MOMYMHADELUXCH STOMY HNPaBHAY (ApTeuoB,
I1969:175). BaloMEHAHWe NpPABHAA KONXHO IPOMCXOLHTH nyTen
ylnpaxHeHHS.

-~ Hazo uckaTh ONTHMaNBHO® COUOTAHH® ASHKOBOI'0 IpaBHiIa
¥ peueBOT'0 MeHCTBHMA B mponecce OCydeHHA peuy¥ HA WHOCTDPAHHOM
asuKe (ApreMoB, I9%9:I35).

[IpoGneMoit sBAAETCAS

I) Kak ¥ KOT K a HAKO OGHACHAT Ty MIM  UHYD
CTPYRTYDY,

2) B KaKoM OGHOMe 3TO Hamo XenarTh,

3) .KaKoro xapaxrTepa AONXHO OHTH OGBACHEHHe  (Passov,
1970:344),

OnHO ¥3 CBO{tCTB BHCHO!#f HOPBHOY# AEATEABHOCTH UENOBEKA -
BHIIONHATD NPAKTUYOCKHO AGUCTBHA 110 TOOPOTHUECKHM  YCBOOHHOM
IporpauMe,

BHO NporpaMMH 7eATENBHOCTH OHWTH H6 MoXeT. ECIH mpor-
paMMa ZeffcTBMA Y6JOBOKy He ZiaHa, OH caM ee ofpasyeT (Apre-
MoB, I969:128-I35).
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3amaug npenozaBaTens - yKasaTh HA CYNECTBOJHHWO [DMSHA-
K# (ycunoBus), KOTODHE ONpeAENflT MCIONB30BAHME nayvaemoit
KOHCTDYROWH., B NPOTHBHOM clyvyae yvamuwiicA OpHEHTHDyeTCA HA
CaIyvyaifHHe nNpuUHBHAEKBMH, UYTO HE [O3BONAET oMy
BHpaboTaTh NpaBUNBHHI HABHK.

JI¥HTBACTHYECKOE ONUCAHME A3HWKA NONEHO BHACHHTH JNOTHYE-
CKYD CBASH MEENY NPEANOCHIKQH# (CymecTBOHHHMW NPH3HAKAMH) W
ciaencraueM (A3SHKOBOH Gopmoit).

CxeMa npaBUlia: ©ClHe.s TOI'MBess o

TpamunuoHHEHt cnoco6 cooOmeHHMA 3HAHMIt ManoaffexTHBeH
[OTOMy, YTO yvyammecs HE yMeNT [0NB30BATHCA BCEMH COOOCHAEMH-
MM WM CBOTIGHWAMY, NpaBunaumu., HyzHOe MM yyammecs ROJEHH H4OmM-
pars caum. ( Passov, I970:345).

ling npeRoTBPANEHAS ITOTO PEKOMEHAYyeM NAaBATh  A3HKOBHE
3HAQHNA B BUZe I'padmueckoro npasmiaa". 39T0 - NPeRNOEEHHE-00-
pasem, I'Re CYNECTBOHHWEe NDM3HAKM (MIW YCIOBHA) ¥  HM3yuaeMas
dopua BHTENEGHH I'DAQUYECKHMH CDENCTBAMH.

Die Freundin nahm ihr Buch.

Karl arbeitet im Garten.
lipeMMymecTso "rpaduieCcKOro NpaBRIA" COCTOMT B TOM, YTO B HEM
B HaTAAZHO# dopMe BHNENEHO BCO CYMECTBEHHOE. MPHM HMI'HODHpPOBA-~
HHY TOT0, YTO B RAHHOM clIyyae HecymecTBeHHO. K "rpadmueckoMmy
npaBuay" MOXHO OTHOCHTH OOmMEe BONPOCH, MOCPEACTBOM  KOTODHX
MH [pOBEpA6M, Y3HAN JW yuamuiicAd HANWUYNe B KOHCTDYKGWH JOTH-
9eCKOT'0 yCIOBWA (CYNECTBOHHHH NMPU3HAK) MIM HET.

B nepBoM NpHMepe MH 3a7@éM BOMpPOC:

- "KeHCKOTO JM pofia ZeftcTBy®Omee JIMHO MIM HET"?

Bo BTOpOM:

- "MOXHO I¥ K "arbeiten" OTHECTH BONpOC "wo"?
- "XeHCKOTO IM pona "Garten" MIM HET"?

MocpencTBOM TaKMX BONPOCOB MH yUMM yuamuxca  oCpamaTs
BHUMgHNe H& BOe CYNECTBEHHHE NDU3HAKM. [loka yuamwiicAa He Ha-
yuRICA y3HABATDH CYMECTBOHHHE MDU3HAKW KOHCTDYKIHWM, HET CMHC—
74 TpeGoBaTh OT HETO CIOBECHO! GOPMYNWPOBKM NpaBHIA.

flsuKOoBHe SHAHMA coolmapmTCAg B pasHHX QopMmax:

- B BHTe I'pagwueckoro npasuia,

- B BHNE BONPOCOB K I'pafyecKoMy mpaBHIY,

- B BULE CHOPMYNIMPOBEHHOTO NpABHIA.
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llon A3WKOBHMH 3HAHWAMA HaZ0 NMOHMMATPH Da3BACHOHHWS (MH-
CTDYKIMKM), KOTOPDHe MOLLEPEWBANT OCBOGHM® CTPYKTYD NDH aBYO-
MaTH3amUM ¥ UX NMPaKTHYECKOM NnpuMeHeHMM (Passov, I970:346).

[lpaBun0 HampaBAAeT PeYEBHO NEHCTBUA, MOMOraeT  JIyyxe
MOHWMATh C O X e pXaHWMGE, QYHKOMD ¥ CIOO=-
co006 ynoTpeOideHNSHd WHOASHWUHWX cpencTs (Hsll-
mich, 1969:6-7) Plagatad, I9I3:34 m 205). Co3HaTeabHO® 00-
yUeHHe 03HavuaeT ¥ oGecneuyeHne oGpaTHOH cBA3W. OCpaTHAs CBASH
uan o0paTHas ajfepeHTanmMs STO - COOOCNEHWe® Pe3yALTAaTOB TPy-
Ta B ynpaBaAbmuit TEHTP.

MexaHu3M oOpaTHO#t cBA3M 0CHOLMHAET IBA.MOXaHW3Ma:

~ MeXaHW3M BHPaGOTKM S3HKOBOI'0 IpaBHia,

- MOXaHM3M peyeBoro Ze#cTBu:d.

3970 aeT BO3MOXHOCTH yAYUHHTH HaMEUeHHOe paHBme ZLeftc-
e (ApreMoB, I1969:133-I34). HeoGxozwmo, uYTOGH  yuammuitcs
KaxXLyD MMHYTy y3HaBaX, YTO OH 38 3TO BPOMA YCBOMI.

N3yuaeMue SBAGHHA HaZo IWdPepeHmMpoBaTh. JAd 5TOI0 HO-
00X0TUMO, YTOOH yuyamWecs BOPHO MOHaNM npuHmun nuddepenuma-
M A3HKOBHX fABAGHUl,

YacTo yuammecd He o0pamanT BHUMAHMA Ha IudJe peHIY pyn-
mye NpPU3HAKA M3YUYaeMuwX SBIEeHU#t -~ B yueOHHWX NMOCOOMAX HUX He
BHIGAANT KOCTATOYHO peabedHO.

IuddepoHIMDYOING NDASHAKK HOOOXOTUMO YOTKO BHIEAUTH.

Yro6H pa3nMyaTh CXONHHe A3HKOBHe ABJAGHMA, HAKO MX
CDaBHMBATE LPYT C ILDYI'OM.

Co3HaTeABHOCTD NPOABIAGTCA B YMEHWM HaftTy oCmue )’}
OTANYMTENBHNG NDU3HAKA CPABHHBAEMHX SASHKOBHX ABAGHUY (Plag-
stad, I9I3:I85). ComocraBasd 0Gpa3yeMyn CBA3B C MHTEpHe-
pupymomeit cBA3bD, A6I'U6 BCEI'0 MPEOZLONETH WHTEeDP(epeHIUN.

OcoOuM BMZOM CONMOCTABIGHUS ABIAGTCA N PO T U B O =
nocTaBiNeHH¥ e, Hamo scHO pa3nMyaTh HOBHE CBSA3M OT
paHee CHOXWBHMXCA, HAXO NMPOTHBOMOCTABAATH A3HKOBHE ABIO-
HUWA - TaK OHCTpee CKIAINBAGTCA HOBasA CBA3B., (CBOOBPEMEHHOE
BHYTPHA3HKOBO® NPOTHBONOCTABAGHHG... MOIJI0O OH  Ccroco0CcTBO-
3aTh 00DPQ30BAHUD MOHATUA, DA3T'DAHAYMBAKIETO WX YNOTpeCIeHHE
(Tpycosa, 1972:I00-I07).

A MpOTHBONOCTABAGHUA BHOMPANT ASHKOBHO ABIGHUA, KO-
TOPHe COZIEPEAT HEYTO olmce, a TAKEe ¥ HOUTO DPA3AMYHOS.
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Onmo3ssnNN - aoNMMOTDNYEOKN KOPPeINPYDEHe NapH Mpenlo-
xzeHN{l (Juhass, 1969:I195).

Kaxyo poxdh CpeA¥ NMpouMX yNpaxHeHH{t wrpaeT NMepeBol Ha
WEOCTpasHH{t ASHK?

Hepeso7 noMoxeT NOHATH ASHKOBOG ABIGHHE® -  yuagmitcs
TOYHO 3HAeT, YTO OH CKaxer. (Plagetad, I9I3:I83 m 290).

KoHTpDaOTHBHHO NOPEBOAH NMONEe3HH. OcosHaHWE pasIuyus
fISHKOB MOX6T CIYXMTH TBeDHoft ocHOBO# ANA yCBOGHHA WHOCTpAaH~
HOTo fisuKka (Erdei, I970:228-23I).

[Hepeson cmenuanbHoO MOAOCPAHHHX MPOAIOXEHHI MAKCHHALb-
HO pasBMBAeT YMCTBOHHHO cmMocoCHocTH yuammxcs (HyOwn, I967:
422),

HocpencrBoM mepesofia BHpaCaTHBADTCA ONPENENEHHHe CHI-
HalH ¥ 3aNMTHHO MEeXaHMSMH, KOTODHe IOMOranT. OrDRHNYATE MH~
repfepeHuMD poAHOro ASHKA (Erdel, I1970:228-23I). [epeson
qacTo ABAfA6TCH 3djeKTHBHOHUMM CPOACTBOM NIA NMPEONOAGHHS CO-
MaHTRUeCKO! W CTPYKTypHO# WHTepjepenums (Dycun, I967:422).

[Jepesof, CAVEHT CDEACTBOM "3amMTH" ¥ CDEICTBOM YIDOYe~
HAIf Y yBCTBA f38HEKS A BO BPeMi (ODMADOBAHHA €TI0 Yy
yuamuxcs (Piagstad, I9I3:I86).

K nepesony Ha MHOCTpaHHH{I ASHK HyXHO npEderats 70 T6X
mop, To0Ka I eMEHTH DPORHOTO A8HKA&
NPOHEHHEKANDT B HEOCTpPAaAHHYD peub (Flag-
eted, I9I3:290).

Onmopa Ha COSHATOABHOCTH ROCTHIA6TCA M B  pesyibrare
NPUMOHOHHS KOMMYHWKATWBHHX yNpDaxXHOHH{t, MOAEIMpYyDIMX €CTeCT-
BOHHH@ YCIOBHA peuepoft ZearenbHocT® (Apelt, I969:76; Bep-
morpaackas, 1972:20).

[py Takux ynpaxHeHHAX BHUMAHHE HANPaBlIeHO B  OOPBYD
oyepend Ha COZOpRaHW® BHCKASHBaHWA, ofpasoBaHWe GOPMH Ipo-
HCXON®T B NOACOSHAHEE (Passov, I1970:345; Helbig, 1969:22 u
cuen.; Hellmich, I969:358 u cuen.).

CoSHATENBHOCTE — BTO VMEHHEe Dear¥poBaTh ASHKOBHME
CDEACTBAMH B COOTBOTCTBMM C TpeCOBAHHAMH KOMMVHHKAIWH.

Co3HATOABHOCTH NPM OCYYOHHH MHOCTPAHHOMY ASHKY — MHO-
rorpaHH0e ¥ AWHAMEYOCKOe MOHSATHEe, B KOTOPOM MH BHAGIHIR
CIOAYDIN¥e acleKTH:

- COSHATENBHOCTP KAK IeNh M3yUGHHA ASHKA,
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- COSHATENEBHOCTH Kak SHAHMG DASINUMH#t B CTDYKTYDPe DO~
HOTO ¥ WHOCTDAHHOTO ASHKOB,

- COSHATONBHOCTD Kak COBOKYMHOCTH MCEXWIGCKEX KavecTs,
Ha KOTODHG MORHO OMMDATHCA NpPY OCYYOHHH.
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OPPETO0 EPKKTIIVSUSE MOOTMINE EKSPERIMEETAAI~
JA KOHTROLIRURMAS™

J.Tuldava

Pedagoogilise eksperimendi eesmBrgiks on sageli &ppe--
t06 efektiivsuse vdrdlemine kahes rihmas, kuejuures kummas—
ki riihmas kasutatakse erinevaid &ppemeetodeid. Tavaliselt
tahetakse teha pdhjendatud otsustusi mingi uue meetodi efek-
tiivsuse kohta, vOrreldes traditsioonilise meetodiga. Sel
Jjuhul moodustatakse 8pilastest nn, eksperimantaalrfthm (B-
riihm), kus katsetatakse uut meetodit, ja Xkontrollrfim (K-
riihm), kus Sppetod kulgeb vana meetodi jargi. M3lema riihma-—
ga tehakse kaks pShitesti: algtest (emne eksperimenti) ja
18pptest (pBrast eksperimenti), On vdimalik t na ka vahetes-
te (eksperimendi k#igus) jJa jarelteste (mdne aja modudes
p8rast eksperimenti), mis samuti v8ivad anda huvitavaid ja
eksperimendi seisukohast arvestatavaid tulemusi, KEesolevas
artiklis vaatleme lihtsamat varianti, nimelt kui Sppetod
efektiivsuse virdlemisel arvestatakse ainult algtesti jJa
13pptesti tulemusi, Ciinjuures tuleb lisada, et alg- Ja
13pptest v3ivad omakorda koosneda mitmest alatestist v8i
kontrolltoost, millest arvutatakse keskmine hinne, Oluline
on tingimus, et alg- ja 1ldpptesti tulemuste hindamine toi-
muks {thtse kriteeriumi j¥rgi, s.t, hinded peavad olema ob-
jektiivselt virreldavad, Sama kehtidb ka hindamise kohta rfih-
made vahel, See k&8ik nSuab erilist hoolikust ja  oskuslik-
kust testide koostamisel ja l¥biviimisel ning hinnete ar-
vestamisel.

Eksperimendi tulemuste todtlemisel kasutatakse niilidis—
aja pedagoogilises uurimistscs {tha enam nduetekohaseid sta-
tistilisi meetodeid, mis vSimaldavad teha tdenaosuskindlaid

Teine artikkel sarjast "Pedsgoogilise eksperimendi
statistiline totlemine". Bsimest artiklit vt., "Method-
ica™ II, Tartu, 1973. .

Autor avaldasb tanu dots, B, Tiidule vaBrtuslike mér-
kuste eest kBesoleva artikli kHsikirja retsenseerimisel

;#iendusettepaneku eest, mille esitame ar-
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kvalitatiivseid jEreldusl. K#esolevas artiklie vaatleme fiht
sellist meetodit, mida on v3imalik kasutada alg- ja  18pp-
testi tulemuste vdrdlemisel eksperimentaal- ja kontrollriih-
mas, Meetodit on tema esialgsel kujul kirjeldsnud P, JutBok
(1965) ja seda on praktiliselt rekendanud mitmed uurijad
(n#it, Kaneps, 1967; Ossipova, 1972, Viimasel juhul kaes-
oleva artikli autori juhendamisel ja teatavate muudatuste-
ga).

Varemas uurimistods on rfibmade t56 hindemisel v&rrel=-
dud peamiselt 13pptesti tulemusi E- ja K-riihmas, kusjuures
eeldatakse v8i korraldatakse nii, et rilhmade tase on enne
eksperimenti enam-vehem vSrdne. Alati pole aga v3imalik réh-
mi selliselt koostada., SeepHrast ongi vaja kasutada meeto-
dit, mis 13pphinnangu andmisel arvestaks ka rithmade ekspe-
rimendieelset taset. NBudeks on siiski, et ritihmad liialt ei
erineks oma eksperimendieelsete teadmiste taseme poolest,
mis oleks vastuolus korrektse eksperimendi tingimustegas
v8rreldavad riihmad peavad olema valimid samast {ildkogumist,

Enne kui asuda meetodi kirjeldemisele, peame nimetama
tht eeltingimust ja tutvustama lugejaid mSne vajaliku teh-
nilise v3ttega matemaatilise statistika valdkonnast,

Kui tahame v8rrelda E- ja K-riihma tulemusi 1&pptesti
alusel, siis on eelkdige tarvis kindlaks teha, kas B-riihma
tase on eksperimendi k¥igus (uue Spetamismeetodi kasutamise
tulemusena) Hildse paranenud. Ainult sel juhul on m8tet asu-
da v8prdlema 1&pptulemusi K-rfihmaga. See t¥hendah, et peame
esmajoones v8rdlema alg- ja 1l8pptesti tulemusi E-rilhmas en-
das, kasutades selleks vajalikke statistilisi kriteeriume.
Alg- ja 18pptesti keskmiste hinnete v8rdlemisel vdib raken—
dada Studenti t-testi v0i mitteparameetrilist Mann-Whitney’
U-testi (Tiit, 1971, 244 jj.; 1971a, 194 jj.; 1972, 168 jj.;
vt. ka Tuldava, 1970, 146 jj. ja 152 jj.). Veelgi parem on
kasutada sel juhul vastavaid teste korduvate vaatluste v&rd-
lemiseks, mida tutvustasime eelmises artiklis pedagoogilise
eksperimendi statistilise toGtlemise kohta (Tuldava, 1973,
142 3j.).

Oletame, et suutsime t8estada teadmiste taseme tdusu
E-riihmas. Fufid on tarvis kindlaks teha, kas B-riihmas kasu-
tatud uus meetod on parem kui traditsiooniline meetod, mida
kasutati K-rilhmas, Kuna me taheme teha otsustusi fildkogumi
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kohta valimite (valjav&tete) alusel, siis peame silmas pi-
dama matemaatilise statistika ndudeid keskmiste hinnetega
opereerimisel (lildkogumi mdiste kohta vt. Tiit, 1971, 71
Jde). Nimelt peame arvestama keskmiste vHartuste hajuvust,
mida saab mo&ta teatud kindla tSenaosusega. Sel juhul kd-
neldakse keskvd#rtusest ja selle usalduspiiridest antud
usaldusnivool, Usalduspiiride leidmiseks on vaja eelkdige
arvutada nn., standardhiélve ja seejdrel keskmise absoluutne
viga ehk nn, piirviga., Vaatleme arvutuste kd#iku 1lihtsa
niiite abil. Olgu antud jédrgmine testihinnete rida: 35, 29,
42, 38, 30, 47, 40, 42, 27, 34. Nende summa on 364. Bt
hindeid on kokku 10, siis on keskmine hinne 3%64:10 = 36,4,
Standardhdlvet v3ib arvutada jérgmiste valemite abil (kus
uksikvddrtusi tdhistame t#hega x, aritmeetilist keskmist
x, liksikvd#@rtuste arvu n, standardhidlvet téhega s; Y on
summa mérk):

8 = ” a (2)

v3i

\I E:(x - 0)2 - n(x - c)2

n-1

kus ¢ on keskmisele x l&him tdisgrv.

laltoodud valemid on matemaatiliselt vdrdsed ja pea-—

vad sndma ka vOrdse tulemuse (vdikesed erinevused vdivad

tuleneda timardemisest vahetulemuste arvutamisel). Kahte

viimast valemit on otstarbekas kasutada murrulise kesk-

védrtuse (x) puhul, mis raskendab vidljendi x - x ja selle

ruudu arvutamist. Valemit 2 tuleb eelistada sel juhul, kui
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on viimalik kasutada lauaarvuteid ("BEstritsa", "Elka",
"Iskra" jt.). Arvude ruutude ja ruutjuurte leidmisel v8ib
kasutada V, Bradise brofiiiri "Neljakohalised matemaatili-
sed tabelid keskkoolile",

Tabelis 1 on toodud arvutuste kaik valemi 2 kasutami-
se puhul, Nagu n#eme, tuleb tera jirgmised tehted:

1) liita Giksikvi&rtused + eie + gZx (v8ib
tahistada ka 2_x,) ja arvutada {ksikviirtuste summa ruut
S0
(2x)%;

2) arvutada Iga UksikvBartuse ruut (xa) ja leida nen-
de ruutude summa: .

Tabel 1
Irk.

ni. x !2

1 35 1225
2 29 841
3 42 1764
4 38 1444
5 30 900
6 47 2209
? 40 1600
8 42 1764
9 27 9229
10 34 1156
n=10 S x = 364 > X = 13632

(¥ 12 = 132496

J8rgnevalt asetame andmed valemisse 23

Seega, standardhélve s = 6,52, Standardhilve, mida
kutsutakse ka "ruutkeskmiseks h#lbeks", m83dad {iksikvEEre
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tuste hajuvust aritmeetilise keskmise {imber. Mida wvaiksem
on standardhalve, seda vaiksem on ka hajuvus, s.t. seda ti-
hedamalt jaotuvad fksikvHEErtused oma keskmise fimber, T8e-
n8osusteooria j8rgi kdiguvad arvvilirtused oma keskmise {im-
ber jHrgmiselt (eeldusel, et tegemist on ligikaudu nor-
maaljaotusega; normaaljaotuse kohta l&hemalt vt, Tiit,
1968, 108 jj.):

68,3 % juhtudest x + 1,0 s
95,5 % b x + 2,08
99,7 % " x + 3,08

Nagu {ilaltoodust nahtub, ei uleta enamikul juhtudel
(99,7 %) vaartuste hHlbed oma keskmise suhtes kolmekordset
standardh8lvet, s.t. viga vahestel juhtudel (keskmiselt
0,3 %) vdivad tiksikvaiirtuste suurused jHada viljapoole tBk-
keid x + 38, Sellest jireldub, et teades aritmeetilise
keskmise ja standardhalbe suurust, on meil taielik etteku-
Jutus fiksikvalrtuste hajuvusest, Need kaks karakteristikut
(keskmine ja standardh8lve) asendavad vajaduse korral pik-
ki ja vHhelilevaatlikke fiksikva¥rtuste tabeleid,

Arvestades seda, et me oma eksperimendi pShjal tahame
teha jdreldusi mitte ainult fihe konkreetse juhu, vaid hul-
ga samalaadiliste juhtude, s.o., lildkogumi kohta, on vaja
kuidagi hinnata meie eksperimendi pShjal saadud keskmise
hinde usaldatavust., See tdhendab, et peame {ihe valimi pdh-~
jal hindama valimi keskmise kooskdla {ildkogumi keskmisega,
Matemaatiline statistika vOimaldab seda teha valimikeskmi-
se absoluutse vea (piirvea) arvutamise teel:

— . (4)

Valemis 4 tahistab £- piirviga, s - standardhalvet
ja t = kordajat (konstanti), mille leiame Studenti t-jao-
tuse tabelist, arvestades usaldusnivood ja nn, vabadusast-
mete arvu, Vabadusastmete arvn = n - 1, s.t, f{ksikvitir-
tuste arvust tuleb lahutada 1., Meie katse puhul n,=10-1=
= 9, Usaldusnivooks (tSenHosustasemeks) seame 95 %. See
t#hendab, et arvutades piirvea nimetatud usaldusnivool,
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v3ime vaita, et fildkogumi keskmine (mida me ei tea, aga
soovime hinnata) Isngeb 95%~lise tSenBosusega piirvea alu-
sel mEEratud usalduspiiridesse: x + . Sellist tSeaMo-
sust peetakse kiillaldaseks pedagoogilise eksperimendi tu-
lemuste statistilisel tootlemisel; vahel vSetakse usaldus—
nivooks isegi 90 % (iutﬁok, 1965, Kaneps, 1967), Studenti
t-jaotuse tabelit v8ib leida k¥igiet statistika kEsiraams-
tutest (Tiit, 1968, 304; tabel on toodud ka kogumikes "Lin-
guistica" II, Tartu, 1970, lk. 192 ja "Methodica™ II, Tar—
tu, 1973, lk. 149). Tabelite kasutémisel peab silmas pilda—
ma, et sageli on neis t8enBosus viljendatud nn. olulisue-
nivoo kaudu, mis t#hendab tegelikult eksimise +t8enBosust,
Olulisusnivood t#histatakse tavaliselt tEnega ol , usaldus-
nivood viime téhistada tihega 5, ja nende omavaheline va-
hekord on viljendatav jirgmiselt: o= 1 - (proteentidee:
o = 100 -/3 ). Seega usaldusnivoo /5 = 0,95 (95 %) vastab
olulisusnivoole o = 0,05 (5 %).

Tabelis 2 toome viikese vHljavdtte t-jaotuse tabelist
kahel usaldusnivool: 0,90 (90 %) ja 0,95 (95 %).

Tabel 2
Studenti t vi¥rtused
z::;g'::' Usaldusnivoo
arv (n,) 0,90 0,95
(90 %) (95 %)
9 1,83 2,26
10 1,81 2,23
15 1,75 2,13
20 1,73 2,09
25 1,71 2,06
30 1,70 2,04

Vabadusastmete arvu (seega ka valimi mahu) suurenemi~
sega lihenevad t vi&rtused normaaljaotuse vastavatele
tustele., Praktiliselt t#hendab see, et kui valimi Hksik-
viirtuste arv (n) on kiillalt suur, nlit. Gle 30, siis v&ib
usalduenivool 0,95 vitta t suuruseks alati 2 ja usaldusni-
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vool 0,90 lugeda t vHartuseke 1,7. Sel juhul pole t-jaotuse
tabeleid tarviski.

Vaatleme niiud piirvea arvutamist meie naite puhul, L&Eh-
teandmed on: 8 = 6,52, n = 10, n, = 9 ja usaldusnivool 0,95
(95 %) on t suuruseks 2,26 (tabel 2), Valemi 4 abil leimme
piirvea:

2,26+6,52 14,74

(3 3,16

Piirviga v8imaldab arvutade valimikeskmise usalduspii-
rid:

- 4,66 = 4,7,

X+ = 36,4 +4,7,
8.t. alampiir on 36,4 - 4,7 = 31,7 ja iilempiir 36,4 + 4,7 =
= 41,1, V8ib vaita, et {ildkogumi keskmine langeb 95%-lise
tdenaosusega piiridesse 31,7 ... 41,1 (teisiti Seldes: hul-
galiste katsete korral v&ib oodata, et 95 juhul sajast lan-
geb valimikeslmine nimetatud usalduspiiridesse).

Nagu n#ha, pn antud juhul piirviga ja usalduspiirid
kiillalt suured, mis tahendab, et tapsus on véike, PShjuseks
on valimi viga véike maht (n = 10) ja suhteliselt suur ha-
juvus keskmige i{imber, Kui viéhendada usaldusnivoo suurust,
siis tulemused muutuvad. Naiteks usaldusnivoo 0,90 kor-
ral oleks kordaja t suurus 1,83 ja valemi 4 J8rgi saame
piirvea va#rtuseks:

1,83+6,52
Y’E

Usalduspiirid on seega: 36,4 + 3,8, 8.0 32,6 ces
(XX} 40’2.

- T" =z 3,8,

Eespool nimetasime, et mOnedes pedagoogika-alastes toc-
des on andmete statistilisel t6otlemisel aluseks vSetud
usaldusnivoo 0,90 (90 %), mida peetakse kiillaldaseks. Tuledb
arvestada, et usalduspiire kesutatekse antud katses kesk-
viédrtuste vahe olulisuse kindlakstegemiseks. Jérelikult
v8ib siin teatud tingimustel l#htuda nn, fihepoolsest hiipo-
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teesist (Tuldave, 1970, 1%6), Sel juhul on vea tJenHosus
keks korda vaiksem kui tavaliselt kasutatava kahepoolse hfi-
poteesi korral, seega usaldusnivoo 0,90 vastab tegelikult
usaldusnivoole 0,95 (olulisusnivood vastavalt 0,10 ja 0,05\
Uhepoolset hiipoteesi vSib kasutada siis, kui see on mingi
eelneva informatsiooni pdhjal sCnastatud juba enne katse
teostamist ja statistilise materjali tootlemist (Tiit,
1972, 157 ja 18l1), Alati pole aga fihepoolne kiisimuseseade
anna eksperimenti Sigustatud. Usaldusnivoo valik oleneb
seega konkreetsest katsest ja asjatundlikust kvalitatiiv-
sest hinnangust,

Olles vaadelnud keskvdartuse absoluutse vea (piirvea)
ja usalduspiiride arvutamise tehnikat, vOime j8rgnevalt
asuda artikli pdhililesande juurde. Kdsitleme probleemi fik-
tiivse n8ite varal.

Belk8ige nimetame, et Opilaste teadmisi on meie kat-
ses hinnatud 50-pallilises siisteemis, mis on viidud koos-
kB81la testides (kontrolltoivdes) esitatud kiisimuste vdi files-
annete Bigete vastuste arvuga. Sellist 50-pallilist slis-
teemi vOib vOrrelda tavalise %-pallilise siisteemiga, mida
on tdiendatud kiimnendikega (n#it, 4,0 - 4,1 - 4,2 jne,) ja
mis on otseses korrelatsioonis Jigete vastuste arwvuga. Loo-
mulikult v3ib kasutada ka teisi hindamissiisteeme, n8it. 10-
v8i 100-pallilist slisteemi, Viimasel juhul arvestatakse
digete vastuste arvu protsentides. Kui tahetakse kasutada
tavalist 5-pallilist koolihinnetesfisteemi, siis peavad hin-

ded olema v3imalikult heas kvantitatiivses vastavuses tes-
tide (kontrolltiédde) Tigete vastuste arvuga, Vastasel ju-
hul ldheneb hindamissiisteem nn, jérjestusskaalale, mille
puhul piirvea arvutamine eespool toodud menetluse jérgi ei
ole pdris tdpne (Tuldava, 1973, 151-152), Sellele vaatama-
ta on paljudes uurimustes Oppet8s efektiivsuse mdStmisel
léhtutud tavalisest 5-pallilisest siisteemist (ﬁut!ok, 1965;
Kaneps, 1967). V8iks ainult soovitada S5-pallilise siisteemi
kasutamisel alg- ja 18ppkontrolli hindeid m##rata keskmise
hindena mitmest v&iksemast kontrolltiist voi -testist,
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Niisiis, {illesandeks on v8rrelda E-riihma (e..sperimen-
taalriihma) ja K-rithma (kontrollriihma) t&td algtesti Jja
18pptesti tulemuste pdhjal, et teha jareldusi E-rfihmas ka—
sutatud uue Sppemeetodi efektiivsuse kohta. Vajalikud 1&h-
teandmed on toodud tabelis 3, kus algtesti keskmisi hin-
deid margime tZhega X’, 18pptesti keskmisi hindeid tahega
X ja piirviga td#hega & , Indeksid e ja k t#histavad vas-
tavalt E- ja K-rfihma, Ruhma suurust, s.t. Spilaste arvu
(mis tahendab ka fiksikhinnete arvu) mérgime tahega n.

Tabel 3
Andmed E-riihm K-rithm
Riihma suurus n, =40 n, =37
Algtesti keskmine hinne = 37,2 = 34,5
LSpptesti keskmine hinne X, =45,3 X, =37,0
I3pptesti piirviga = 1,9 &, = 2,1
(95%~1isel usaldusnivool)

Eksperimendi tulemuste pShjal vOib esimesel pilgul
nentida jérgmist:

1, Nii B-riihma kui ka K-rlihma 13pptesti tulemused
filetavad vastavate algteetide tulemused. Seega on m3lemad
riihmad parandanud oma teadmisi antud ainevallas, (Eespool
nimetasime, et B-rfihma suhtes peab seda tCestama statis-
tilise testi abil., Antud juhul saab seda teha.)

2., I3pptesti tulemuste pShjal filetab E-rfihm K-riihma
8,3 punkti vdrra (45,3 - 37,0), Kas see on kiillaldane, et

teha otsustusi E-riihmas kasutatud Sppemeetodi suurema
efektiivsuse kohta? Algtesti tulemuste pShjal nEeme, et
E-riihm oli juba enne eksperimenti K-rithmast tugevam:

37,2 = 34,5 = 2,7 punkti virra, Idppjérelduse tegemisel
peab seda ilmselt arvesse v3tma.

Kiisimuse lahendamiseks peab l¥hteandmete pShjal (ta-
bel 3) tegema jHrgmised tehtelcll-xa



1, Arvutada keskmiste hinnete vahe enne eksperimenti
(d):
4 = xe' - = 37,2 = 34,5 = 42,7,

2. Ieida E-riihma keskmise hinde alampiir pBrast eks—
pedmenti (A):

. A= xe - = “'5'5 - 1’9 = 43’40

3. Ieida B-riihma keskmise hinde korrigeeritud salam~
piir p#rast eksperimenti (A’):

A = A -4 = 43,4 - 2,7 = 40,7,

M8rkus. Tuleb arvestada d pluss- v8i miinusmfrki. Kui
d oleks nait, -2,7 (8.t. oleks enne eksperimenti
nSrgem), siis saaksime:

A’ = 43,4 ~ (=2,7) = 43,7 + 2,7 = 46,4,

4, Arvutada K-riihma keskmise hinde filempiir pBrast
eksperimenti (B):

B=X + €& - 37,0+2,1=39,1

5. Vorrelda E-riihmz keskmise hinde korrigeeritud alam-
piiri (A’) ja K-ruhma keskmise hinde {ilempiiri (B) omava-
hel, Kehtib tingimus:

kui A% B (A’ on vOrdne v0i suurem kui B), siis on
erinevus kahe riihma Sppeedukuse vahel eksperimendi 18~
pul statistiliselt oluline antud usaldusnivool (tei~-
siti deldes: olulisusnivool 1 -~ /5 =ol )

kui A’<B, siis ei saa erinevust antud usaldusni-
vool tlestada,

Meie nHite puhul A’ = 40,7 > B = 39,1. Seega vOib an-
tud juhul 95%-1lise tOendosusega vdita (piirvead olid meil
arvutatud 95%~lisel usaldusnivool!), et E-ruhma tulemused
on oluliselt paremad EK-riihma tulemustest, mis lubab teha

jdrelduse E-riihmas kasutatud Sppemeetodl suurema efektiiv~-
suse kasuks,
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Matemaatiliselt samavaarne on tingimus, mille kohaselt
erinevus kahe riihma &ppetos efektiivsuse vahel on statisti-
liselt oluline, kui A’ ja B suhe on v8rdme v3i suurem kui 1
(A’/Bz= 1), TEhistades seda subet tiZhega T, sasme &ppetoo
suhtelise efektiivsuse koefitsiendi j&rgmise valemi abil:

P e =2 __ (5)

Meie n&ites T = 1,04, Koefitsient T n#itab ku-

Jjukalt {ihe riihma t66 suhtelist paremust vSrreldes teise riih-
ma todga,

Esitatud meetodi mdte seisneb selles, et vOrreldakse
kahte keskmist hinnet (18pptesti tulemusi) usalduspiiride
abil, kusjuures E-riihma keskmise hinde alampiir peab lileta-
ma K-riihma keskmise hinde filempiiri, et v8iks kdnelda olu-
lisest vahest 1Opptesti tulemuste alusel. Sealjuures vSe-
takse arvesse riihmade taseme eksperimendieelset erinevust
sel teel, et korrigeeritakse E-riihma 18pptesti keskmise hin~
de alampiiri algtestide tulemuste vahe liitmisega v&i lahu-
tamisega, olenevalt sellest, kas E-riihm oli algtesti tule-
muste pShjal nSrgem vOi tugevam, Meie konkreetse n#ite pu-
hul v8ib seda joonisel kujutada jérgmiselt:

Joonis 1

NHeme, et antud juhul nihutatakse E-riihma keskmise hin-
de alampiiri parandusliikme 4 vOrra K-riihma keskmise hinde
filempiiri suunas, Sellele vaatamata ei ulatu meie katses E-
riihma alampiir K-riihma filempiirini, mis t#hendab, et usal-
duspiirid ikkagi ei 13iku ja vahe olulisus on tSestatud (1&h-
tudes ettem#ifiratud usaldusnivoost).

Peab juhtima t#helepanu tihele asjaolule, mis mOningal
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nEEral vihendah kirjeldatud etatietiliee mestodi tEpeust
ja uealdatavust. Nimelt pole arveetatud keekmiete vilir-
tuste (hinnete) piirviga algteeti tulemuste pulnl, Paran-
dusliige 4 kujutab seega endast ebtapset mumrumt selles
aSttes, et pole arvestatud tema nsalduspiire, Algtemti
keskmiste hinnete vahe 4 annad meile vaid keakmise vahe
hinnangu, EKuid teisest kiiljest tuleb arvemtada, et wir-
reldes meie meetodi JErgli 18pptesti tulennei usaldaepii-
ride abil, liheneme liigagl rangelt vahe oluliense kimd-
laksmi&ramisele, Tundlikuma Btudenti ¥-testi abil oleks
v8imalik t8estada vahe olulisust ka sel juhul, ksi usal-
duspiirid vihesel mi¥ral 18ikuvad (Tuldava, 1970, 128),
Bee asjaolu kompenseerid ebatiipsust keskmise 4 vi¥rtuse
kasutamisel parandusliikmena, usaldusplire arvestamata,
V8imalik viga kajastub selles, et usaldusniveo vilirtust
el saa vStta 1iiga tEpselt (n#it. el saa viita, et tle~
nfosus on tH#pselt 95 %), Bellist ebatkpsust peadb aga

i arvestama, sest ka usalduspiiride srvutamisel
18htusime ligikaudsest eeldusest, et tegemist on nore
maaljaotusega,

Teine v8imalus hinnata eksperimendi tulemusi ja
K-riihmas on vOrrelda alg- Jja 18pptesti tulemuste vahe-
sid kummagi riihma kohta, Bel juhul on vSlmalik arves-
se vitta ka algtesti keskmiste hinnete hajuvust (usal~
duspiire), mida eespool kirjeldatud menmetluse korral ei
tehtud,

Meetod, mille esitas dots. E, Tiit, seisnmed JErg-
mises,
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On tarvis leida lahteandmed:

E-prnhm E=piithm

Algtesti keskmine x{‘

" keskm, hinde dis- 2
persioon

I8pptesti keskmine hinna X

keskm, hinde dis-
persioon

L3pp- ja a:.gt:esti tulemuste =dg = do
vahe

Tulemuste vahe dispersioon s + 8% = S: s]?
(kui hinded on mittekorre-
leeritud)

Kahe riilhma Sppetdo efektiivsuse hindamiseks on vaja
vSrrelda tulemuste vahesid de Studenti t-testi abil,

Markus, Et {ildiselt vahe dispersioon avaldub j8rgmi-
selt: D(X-Y) = DX - 2r |/ DY + DY (vrd. Tiit, 1971,
133), kus r tahistab korrelatsioonikordajat, siis v3ib an~
tud juhul tulemuste vahe dispersioone vdljendada vastavalt

2 2 _ 2 .
8 - 2rs 8, + 8, = Se (E-rfihma kohta) ja sy - 2rs,s; +

+ = (E-riibma kohta), Korrelatsioonikordajat si-

saldava teguri #rajatmine positiivselt korreleeritud suu-
ruste X ja Y korral p8hjustab vahe dispersiooni mOningast
{ilehindamist, Vaadeldava andmestiku pShjal v3ib oletada, et
korrelatsioon on alati positiivne, seetSttu on pdhjust ar-
vutada korrelatsioonikordaja vadrtused algtesti ja  13pp-
testi tulemuste vahel kummagi rfihma kohta eraldi (korre-
latsioonikordaja arvutamise {iksikasjalikku kirjeldust vt,
Tuldava, 1972, 163 jj.). Kul aga korrelatsioonikordajaid el
arvestata, siis v0ib saadav kriteerium ainult olla soovi-
tust rangem,

K#esolevas nHites jdtame korrelatsioonikordajad arvu-
tamata (mis v3ib olla digustatud suure téomahukuse tSttu),
saades seega rangema kriteeriumi., Nagu nimetasime, tuleb

vérrelda suurusi de Jja dk Studenti t-testi abil, Selleks
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tuleb kdigepealt arvutada kummagl rubma alg- ja 1Spptesti
keskmiste hinnete dispersioonid Jja nende alusel tulemuste
vahede dispersioonid,

Dispersiooni (s°) arvutamiseks sasb kasutada standard-
halbe valemeid (valemid 1 - 3), jHttes valemis Hra ruutjuu~
re mirgi. Mele katse puhul kasutame tabelis 3 toodud lEhte-~
andmeid, lisades algtestide dispersioonid (suvaliselt)

= 28,09 ja = 36,0 ning 18pptestide dispersioonid
8, = 35,64 Jja 62 = 38,44, Alg- ja lipptesti tulemuste va-
hed on vastavalt E- ja K-riihmas: d, = 45,3 - 37,2 = 8,1
d'k = 37,0 - 34,5 = 2,5, Vahede dispersioonid: = 28,09 +

+ 33,64 = 61,73 ja = 36,0 + 38,44 = 74,44,

Studenti t-testi valem, mida sasb k#esoleval juhul ra-
kendada, on jargmine (Piit, 1971, 250; vrd, ka Tuldava,
1970, 146 jj.):

t = — - U : )

kusjuures nimetaja § (keskmine standardhalve) tuleb arvu-
tada jérgmiselt:

(0 - 8%+ - 1)eg2

8=1 — . ?”

Valemites t&histavad ng Ja n vastavalt BE- ja K-

ruhma suurust (Spilaste arvu).
Meie nBites:

g - v (40 = 1)61.73 (37 = D)eP4.84 _ g .
40 + 37 - 2

Asetades andmed valemisse (6), saame t vdartuseks:

|8,1 = 2,5] ] 40037 5:6°438 . 2,98,
8,24 | 80437 8,24




Btudentl t-testi puhul kehtid reegels kui smpiirili-
ne, 8,0, katsest saadud t vilrtus on vdrdne v¥i suurem kui
kriitilims t vl&rtus antud olulieusnivool, siis on v8rrel-
davate suuruste (amtud juhul kahe r{ihma tulemuste vahede)
erinsvus statistiliselt oluline, Kriitilised vilirtused led~
takse Btudenti t-jaotuse tabelist, kusjuures tuleb arves-
tada vabadusastmete arvu (ne), mis k¥esoleva testi puhul
arvutatakse jéirgmiseltin, =n, + 0, -2 =40 +37 -2 a
= 75, Nagu eespool nimetasime, v8ib nii suure vabadusasi-
mete arvu korral 30) praktikas alati vStta t valirtu-
seks 2 olulisusnivool 0,05 ja t vEErtuseks 1,7 olulisusni-
vool 0,10, Bt empiiriline t va¥rtus (2,98) #lletadb tundu-
valt kriitilise t vHErtuse olulisusnivool 0,05 (2,0), siis
v8ib vllita, et erinevus kahe riihma tulemuste vahel - s.t.
erinevus Ja dt vahel - on statistiliselt oluline olu-
lisusnivool 0,05, Btudenti t-jaotuse t&psemast tabelist
nfeuve (Piit, 1968, 304; Tuldava, 1970, 192), et empiirili-
ne t vi¥rtus flletad kriitilise vEHErtuse isegi olulisusni-
vool 0,01 (% = 2,65), JErelikult on 3ppeedukuse tSus
E-rithmas katseperioodi vBltel oluliselt suurem kui K-riih-
mas, mis lubab teha jErelduse OppetSo ja -meetodi suurema
efektiivsuse kohta E-riihmas,

V8ib lisada, et kriteeriumi tundlikkust d, Jja 4y vahe
olulisuse m&&ramisel saame suurendada (samal m&&ral kui
korrelatsioonikordajat sisaldava teguri kaasarvutamisel va-
he dispersiooni arvutamisel, vt. eespool), kui arvestame
iga Spilase alg- ja 18pptesti tulemusi (xj‘. Ja xi), leiame
tulemuste vahed d; = xj, nende keskvilrtuse ja dispersioo-
ni (kummagi rfthma kohta eraldi). Riihmade tulemuste vahede
vSrdlemisel lshtume saadud keskvifrtustest (d, ja &) Jja
nende dispersioonidest, mida kasutame vahe olulisuse kind-
lakstegemisel t-testi abil (nagu {ilal kirjeldatud, vt, va-
lemid 6 ja 7)., Bellise menetluse korral on dispersioonid
reeglina viiksemad ja test on tundlikum,
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WSMEPEHIE SOGEKTHBHOCTN OBYYEHUA
B SKCIEPHMEATANBHOR U KOHTPONBHOA I'PYMIAX

D, Tyazasa

Pesanue

B craThe paccMaTpUBaeTC CTATHCTHYOCRMA MeTOm, npel-
noxeHHn#t BnepsHe [I. XyukoM, 9TOT MeTOX MO3BONAET  OLSHA-
BaTh OTHOCHTONEBHYD 3@fexTMBHOCTH OCYydYeHMS B IBYX T'pymmax Ha
OCHOB® TECTHDOBAHWA N0 ¥ MOCHE NPOBELEHNWA MeNaroT¥YecKoOro
SKcnepUMeHTa, IIpeamonaraeTcs, 4TO B OZHO# M3 rpymn - B
SKCIEPUMEHTANBHO# Ipynme - 3aHATHA NPOBOIATCH 40  KaKOMY-—
1M60 HOBOMY METOAY, a B Ipyroit, KOHTpONBHO# rpymme, - mo
TPaAULMOHHOMY MeTORYy. IIpn CpaBHEHUM ¥ 3aKINUNTEABHOH# ole-
Hke ofdexTuBHOCTH OOCYUGHWS NDHHUMAGTCA BO BHUMAHWE  ypo-
BOHD 3HaHW#t B 006euMx Ipynnax I0 MPOBOLEHHUSA 9KCITepUMEHTA.
Ilna Toro, 4roOH HEMOZAROTOBJIEHHH® YMTATENN MOTJM BOCIIOIB30=
BaTHCA OTUM CTATUCTHUBCKUM METOLOM, B CTATHe NpENBADUTENB=
HO paccMaTpWBapTCHA HEKOTODHe IOHATHR MaTeMaTWuecKoi# craTu-
CTUKM ¥ MOZPOGHO OMMCHBAeTCH TeXHWKA BHUMCJIGHNWS CTaHAQpT-
HOT'O OTKIOHeHMA, aCCONADTHO#t OMWGKN U HKOBODUTONBHHX WHTEp-
BaJoB.

B KoHILle cTAaTHN YKa3HBAGTCH Ha Npyro#t BO3MORHHE cnmo-
co0 u3MepeHns 3QHEeKTWBHOCTH OCYUGHUA HA OCHOBE  CPaBHOHMA
TaHHHX O POCTe YCIeBaeMOCTH B ABYX Tpymnax.

Hacrosmas paGora siBaseTca BTOpok B cepum crareit as-
Topa B cOopHuke "MeroZwka'" O NMPUMEHOHUM CTATHUCTUYECKHX Me-
T070B pu 06paCoTKe NeAarorHYecKoro SKCIeDHMEHTA.
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PACHSFRACHEN IM DEUTSCHUNTRRRICHT

K. Uustalu

Das Ziel des Fremdsprachenunterrichts an nichtphilolo-
gischen Fakultiten der Hochmohulen und Universititen ist
in erster Linie, die Studenten zu befkhigen, fremdsprachige
PFachliteratur zu lesen, um die neueste Information auf ihrem
Wissensgebiet zu erhalten. Das bedeutet fur den Sprachleh-
rer, die entsprechende Fremdsprache die Studenten nicht als
ein sprachliches System im allgemeinen zu lehren, sondern an
der Sprache der Wissenschaft und Technik, an Fachsprachen
zu arbeiten, Die Probleme des Fremdsprachenunterrichts ffir
Nichtphilologen sind in der letzten Zeit oft in verschiede-
nen Schriften zur Methodik des fachbezogenen Sprachunter-
richts behandelt worden. Im folgenden wird eine kurze Uber-
sicht llber einige methodische Fragen gegeben, die die Auf-
merksamkeit mehrerer Autoren auf sich gezogen haben, und die
auch fiir unsere Sprachlehrer von gewissem Interesse sein
diirften.

Es werden folgende Themen behandelt:

1. Arbeit mit dem Worterbuch
2. Arbeit an Fachtexten

3, Das fibersetzungsfreie lesen
4, Referieren.

1. Arbeit mit dem Worterbuch

Beim ILesen der fremdsprachigen, nichtadaptierten Fach-
texte miissen die Studenten es verstehen, die nttigen Wor-
terblicher bei der BedeutungserschlieBung des neuen Wort-
schatzes schnell und sicher zu benutzen. Die Fertigkeit im
Worterbuchgebrauch wird in Sprachseminaren erworben.

Bs wird empfohlen, die Arbeit an Fachtexten mit einer sog.
Worterbuchlektion und gemeinsamen Ubungen zu beginnen. Erst
danach sollen sich die Studenten an die selbstiéndige Arbeit
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machan (Bchasrechuh 1968%:425; Cenemoy 1968:77). Die Wir—
terbuchlektion soll auf der Analyse des lexikographiechen
Aufbaue des zu verwendemden zweieprachigen Worterbuches
(od, der Worterblicher) beruhen. In erster werden die
Studenten mit dem Inhalt des Buches bekanntgemacht: sie
sollen sich einen Uberbliok fiber die  Banuhanngshi ’
die lexikographischen Abkiirzungen chnng der Woxte
arten, Hinweise auf die Wortverwendung), die geographi~
schen Bezeichnungen, Abkiirzungen verschaffen, Anch
die Einordnung der Stichwirter, die ¥amwnzaichmmg der ho-
monymen Stichwirter und der Aufbau eines Stichwortnetzes
sollen ausfiihrlich erldutert werden (Hecker 196834313
Schaarschuh 1968‘:426 - 4273 Schaarschuh 1968":428; WeiB
19681433 - 434), Als selbstverstBndliche Voraussetzung
gllt hier, daB die Studenten das Alphabet in der Fremd-
sprache fest eingeprigd haben, oder im entgegengesetzten
Falle das erat noch machen miissen. Der Iektion sollen sich
unbedingt Ubungen anschlieBen, die den Studenten helfen,
sich die Technik der Wdarterbuchbenutzung aneignen. Im
Deutschunterricht kémnen dann unter anderen auch den fol-
genden analoge Ubungen gemacht werden:

1.1, Zum Alphsbetisieren (Hecker 1968:431), 8.B,
Ordnen Sie die folzenden Worter alphabetisch einl

Gutstagelchner. Gutsherr. Gutsuntertanigkeit. Gutsarbeiter.
Gutsbetrieb u.¥. Wortgruppen.

1.2. Zum Aufbau der Stichwortnester (Hecker 1968: 4313
Schaarschuh 1968°:428; WeiB 1968:434), z.B.

Wae bedeuten die folgenden Zusammensetzungen?

Fronhof (~» Fronm | herr, -hof), Munitionswagen  ( —p Muni-
tions | abschreibung, ~wagen), Freilichttheater (- Frei-
licht | auffiihrung, -theater Freilicht | blibne) usw,

1.3, Da die Worterblicher den Wortschatz in der gramma-~
tischen Grundform anffihren, im Text aber flektierte
Formen stehen, bedarf es einer gewissen Erfahrung,
die Bedeutung des neuen Wortes fiber die Ermittlung
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der Grundform (vor allem des Infinitivs und des Nomi-
nativs Sing,) zu erschlieBen (Hecker 1968:43l; Schaar-
schuh 1968°:424; WeiB 1968:434; CoMemoE 1968:79). Als
Beispiel dazu:

Pinden Sie im Worterbuch die Bedeutung der im  Text
unterstrichenen Worter!

Das Eaisertum brach zusammen wie ein Eartenhaus,. Danach
haben sich Marx und Engels in zahlreichen Artikeln mit den
Ereignissen und Iehren der Revolution auseinandergesetzt.
Alle Erdteile wurden in einem globalen System der Macht~
verteilung und Machtrivalitat verflochten, Die Bauern muB-
ten an die Kirche den Zehnten zahlen, Anfange der Charti-
stenbewegung., Die Junker beuteten aber eine andere Gruppe,
und zwar die bereits fruher erwéhnten Gutstagelohner aus
u.d.

1.4, Die Bedeutung der Wendungen kann man nach dem sinn-
tragenden Wort im entsprechenden Stichwortnetz finden
(Hecker 1968:432), Auch das sollte auf Grund vorgege-
bener Satze gelibt werden,

1.5. Bei der BedeutungserschlieBung des Fachwortschatzes
s0ll men die Studenten darauf aufmerksam machen, daB
Fachtermini oft auch zum allgemeinen Wortschatz gehG-

ren, dort aber eine ganz andere Bedeutung haben
(Hecker 19683:432; Schaarschuh 1968b:430; WeiB 1968:
435).

Als Ubung dazu:

Vergleichen Sie anhand des Worterbuches die fach-

spezifische und die allgemeine Bedeutung der unterstriche-
nen Wérter in den folgenden Satzpaaren!

Mit den Erhebungen der schlesischen Weber begann 1844 die
aktive Bewegung des Proletariats, Der Brocken ist die
htéchste Erhebung des Harzes., Die Fortschritte im Ackerbau
und in der Viehhaltung besaBen weitreichende Folgen flir den
landwirtschaftlichen Betrieb. In einem vollautomatisierten
Betrieb werden im ProduktionsprozeB Maschinensysteme ein-
gesetzt u.a.
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1,6. Oft enthalten Fachtexte Worter, deren Bedeutung dem
Ieeer unbekannt ist, die aber in den Biichern nicht ge-
geben sind, Deshalb ist es wichtig, ihre Bedeutung
durch Wortanalyse erschlieBen zu konnen, wobei der Kmn-
text unbedingt berilicksichtigt wird (Hecker 1968:433;
Schaarschuh 1968b:450; WeiB 1968:436; C8MeEOB 1968:81).
Man kann nur empfehlen, damit schon bei den ersten
Ubungen zur Wirterbuchhenutzung zu beginnen, doch suers:
nur dies einfachsten ¥&ile zu nehmen, z.B. Himliche Auf-
gaben su gebeni

Wae bedeuten die Bestandteile der folgenden Zusammen-—
setzungen? ¥inden Sie danach die Bedeutung der Zusammenset
zungen! PaBt die wvon Thnan gefundene Bedeutung in den Kon-
text?

Sicherheitsorganisation, KollektivmaBnahmen, Industriepro-
letariat, Konfektionserbelter usw.

Die Wérterbuchlektion und die praktischen Ubungen dazu
sollen in erster linie praktischen Zwecken dienen, man darf
mit dargebotenen theoretischen Kenntnissen nicht fibertrei-
ben, Die Ubungen werden in weiterer Arbeit an konkreten Tex-
ten fortgesetzte.

2., Arbeit an Fachtexten

Im folgenden wird die Anfangsetappe in der Arbeit be-
trachtet, wenn die Studenten erst iiber eine genaue Textana-
lyse und {ber verschiedene Ubungen den Text bis in die Ein-
zelheiten verstehen kdnnen,

Im Grunde genommen sind zum Text Ubungen von drei Ar-
ten mdglich: 1) zum Wortschatz, vor allem zum Pachwort-
schatz, 2) zur Grammatik, 3) zum gedanklichen Inhalt des ge-
lesenen Textes.

2,1, Die Arbeit am Fachwortschatz bedeutet hauptsdchlich
die Arbeit an Fachtermini (Reinhardt 1969:94), Die
deutschen Fachtermini sind ihrer Herkunft nach: Worter
des allgemeinen Wortschatzes, die meistens eine Bedeu-
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tungeveriinderung durchgemacht haben, abgeleitete Wor—
ter, zusammengesetzte Worter, Abkiirzungen (+ Kurzwdr-
ter, Zeichen, Symbole) ( BoxHO 1961:13).

Bel den aus dem allgemeinen Wortschatz entnommenen
Pachwdrtern verbinden die Studenten ihre Bedeutung oft irr-
timlicherweise mit der Grundbedeutung dee Wortes., Es ist
zweckmiéBig, die Studenten die beiden Bedeutumgen solcher
Permini vergleichen und in 8&tzen verwenden zu lassen., Man
s0ll die Studenten auch mehr als einma] daran erinnern, daB
sie im Worterbuch eben nach der fachepezifischen Bedewtung
der neuen ILexik zu suchen haben,

Bel sbgeleiteten Wortern sollten die Studenten imetande
sein, die Wurzel der Ableitung zu fimden und nach deren Be-
deutung die des Terminus zu finden oder wenigstems wermuten
zu kdnnen, Das wird durch die Vieldeutigkeit der Affixe und
Préfixe erschwert (Boxmo 1961:26 - 27),

Von den Zusammensetzungen bilden die zusammengesetzten
Substantive im Fachwortschatz der wissenschaftlich~techni-
schen Literatur fiber 80 % (Cyemos 1972:5). Dememtmpiechend
sollte man recht viel Ubungen mit ihnen machen. Zuerst soll-
ten die Studenten in der Wahrnehmung der Zusammensetzungen
gewisse Erfahrungen sammeln, d.h., sie sollten lernen, diese
Art von Termini im Text zu erkennen, um sie mit Wurzelwdr-
tern und Ableitungen nicht zu verwechseln, Um die Bedeutung
einer Zusammensetzung zu erraten, muB der Student sie aus
der ihrer Bestandteile folgern kdmmen, wobel der Kontext
nicht auBer acht gelassen werden darf (Cyemos 1972:10). Die
Ubungen mit zusammengesetzten Termini werden in drei Etap-
pen gemacht: 1. Etappe: Es wird die theoretische Basis fiir
die spdteren Ubungen geschaffen, Die Begriffe, "das zusam-
mengesetzte Substantiv, die Bestandteile der Zusammenset—
zung, Fugenelemente" usw, werden an Beispielen erliutert,
2. Etappe: Ubungen zum Erkennen der zusammengesetzten Sub-
stantive im Text, ebenso zum Erkennen ihrer Bestandteile,
auch zur BedeutungserschlieBung der Zusammensetzungen %iber
die Bedeutung der Bestandteile, Die Ubungen der 1. wumnd 2,
Etappe konnen auch als Hausarbeit aufgegeben werden. 3.
Etappe: Die durchgearbeiteten Zusammensetzungen des Fach-
wortschatzes werden beim Sprechen verwendet., Diese Ubungen
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nfissen unbedingt gemeinsam in der Studiengruppe gemacht
werden (CYemOB 1972:11 - 16).

Bei den Abkiirzungen (dsrunter auch Initialwbtrtern und
Silbenwortern) sollte nicht nur ihre Bedeutung gegeben,
sondern auch ihre Bildung erlautert werden ( Fogxro 1961:
46 - 47),

Die Ubungen mit dem Fachwortschatz gehoren zu den Vor-
{ibungen, d.h., sie werden gemacht, bevor die Studenten den
Text zu lesen beginnen ( AraM7amanoBa 1971:106).

2.2. Die Sprache der wissenschaftlich-~technischen Iitera-
tur hat ihre syntaktischen Eigentiimlichkeiten, die dem
Grammatikunterricht des fachbezogenen Deutschunter-
richts zugrunde liegen (Kempter 1969:235), Als  h&u~
figste werden zwei erwdhnt: die Formen der unpersén-
lichen Ausdrucksweise und der nominalen  Ausdrucks-
weise (Reinhardt 1968:44; Reinhardt 1969:94 - 95), Vn
den ersteren sind vor allem Passivformen zu nennen,
Es wird behauptet, daB die in wissenschaftlichen
Texten herrschende Tendenz zum Passiv durch die Wort-
struktur, und zwar durch den verbalen Wortbildungstyp
gefordert wird (Reinhardt 1969:94 - 95)., Zur nomina-
len Ausdrucksweise dienen prapositionale Wortgruppen,
die meistens auch satzwertige Wortgruppen darstellen.
Sie treten zur Zeit immer h&ufiger anstelle der Neben-
satze und lassen sich grundsétzlich in einen Satz (Fe-
bensatz) transformieren, obgleich eine grammatisch
mogliche Transformation nicht immer gebr#uchlich ist
(Bene& 1967:145 - 1543 Kempter 1969:233 -~ 234), Die
Strukturtypen der prépositionalen Wortgruppen sind
zahlreich, doch kann sich der Sprachlehrer in der
praktischen Arbeit auf die Behandlung einer sehr
kleinen Zahl von ihnen beschrénken (Kempter 1969:239-
240), Es gibt in der Sprache der wissenschaftlich-
technischen Iiteratur auch syntaktische Konstruktio-
nen, die den Studenten beim Lesen gewisse Schwierig-
keiten bereiten, weil sie in der Muttersprache des
Iernenden nicht vorhanden sind oder dort anders ver-
wendet werden. Von solchen waren zu erwdhnen: erwei-
tertes Attribut, Infinitivgruppen, sein + zu + Infi-
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nitiv, sich lassen + Infinitiv, zu + Partizip I u.a.
( BakxeBcKag 1966:42 - 43),

Alle Ubungen zu den sprachlichen Erscheinungen der
Fachtexte miissen "in sehr enger Anlehnung an den Text erar-
beitet werden" (Reinhardt 1968:44), An erster Stelle miiBten
hier Transformationsiibungen stehen, Man spricht von gramma-
tischen und inhaltlichen Transformationen, Ein Beispiel
dazu: Die geforderte Kohle i{iberschreitet die vorgesehene
Menge grammatische Transformation: Die gefdrderte Xohle
iiberschreitet die Menge, die vorgesehen wurde; inhaltliche
Transformation: Die geforderte Kohle geht iiber die Menge
hinaus, die vorgemerkt wurde. In gewissen Fallen konnte die
letzte Umformung interpretative Transformation genannt wer-
den. Dieser Art der Tramnsformationen miiBte man im fachbezo-
genen Sprachunterricht eine weit griBere Aufmerksamkeit zu-
wenden als bisher., Oft sind die Studenten in den Ubungen zum
Textinhalt gezwungen, Erscheinungen, Gegenstande, Prozesse
usw. zu beschreiben, Ihr ungeniigender Wortschatz verhindert
sie, den sprachlich besten Ausdruck zu finden, und die er-
worbene Fertigkeit in der inhaltlichen Transformation niitzt
ihnen bei der ihren Bprachkenntnissen entsprechenden Para-
phrase (Hegediis 1970:82 - 83; Sommerfeldt 1969:175 = 179), Zur
Einpragung der grammatischen Strukturen sind selbstverstiénd-
lich auch andere Ubungstypen mbglich, sie kinnen ebenso
durch Drill und Hiniibersetzung eingelibt werden (Bened 1968:
49),

2.3. Das Ziel des fachbezogenen Deutschunterrichts ist ei-
gentlich das {ibersetzungsfreie lLesen, wobei die im Text
enthaltene Information viéllig aufgenommen wird, Das
wird hauptséichlich mit Hilfe von Ubungen zum gedank-
lichen Inhalt der in der Studiengruppe gemeinsam
durchgearbeiteten Fachtexte erreicht. Es geniigt nicht,
wenn die Studenten das Gelesene im allgemeinen verste-
hen. Solange der Text ihnen noch sprachlich Schwierig-
keiten bereitet, muB man ihn analysieren und notigen-
falls auch iibersetzen (Kpacmuckag 1966:6). Erst da-
nach kann man zur Arbeit am Textinhalt hiniibergehen.,
Als Vorbild kinnte men hier dieselben Ubungen empfeh-
len, die im Unterricht fiir Portgeschrittene verwendet



werden (Wenzel 1968:353 - 355), Demnach is. es  zweck=-
mEBig, mit Pragen zum Text zu beginnen, Die Taxik dazu,
besonders die Schllisselworter, kdnnen auch vorgegeben
werden. Daunn wird der Inhalt des Gelesenen an Fand ei-
ner vorgegebenen oder von den Studenten geschriebenen
Disposition erzéhlt., Man kann den Inhalt auch in Form
eines Interviews wiedergeben. Als Vorfibung dazu laBt
die Studenten auf gegebene Fragen antworten oder zu den
gegebenen Antworten Fragen stellen., Dabei kann die sog.
differenzierte Ausdrucksféhigkeit entwickelt werden
(E6nig 1968:50 - 53), d.h., die Studenten geben im Dia-
log Gedanken aus dem gelesenen Text wieder, nehmen aber
dazu Stellung und auBern ihre eigene Meinung. Sie leh-
nen eine These ab, stimmen dem Gesagten zu, &uBern Zwei-
fel daran und begriinden das, stellen eine Antithese auf
und berufen sich dabei auf eine bekannte Tatsache oder
auf ein Zitat u.Hd. Es konnen Fragen gestel’+ werden, die
mit Hilfe verschiedener Situationsmodelle (distanzierte
Feststellung, bedingte Zustimmung, vorsichtige Fest~
stellung usw.) zu beantworten sind (Wenzel 1968:354),
Diese und analoge Ubungen sollten den Studenten helfen,
ihre Aufmerksamkeit auf die inhaltliche Seite des Ge~
lesenen zu konzentrieren, was in der spédteren Etappe fiir
sie von groBter Bedeutung ist,

Schon von Anfang an unterscheidet mamn zwischen der ge-
meinsamen Arbeit in der Studiengruppe und der Hauslekture,
die von den Studenten zu Hause selbstandig durchgearbeitet
wird (Peumnkas, Deilnmpa 1966:85). Bei der letzteren werden
die Studenten nur auf den Inhalt gepriift. Die Grundmethode
dabei ist das Studiengespréch, das Ubersetzen wird nur als
Kontrolle empfohlen,

Zum Hertibersetzen (zum Ubersetzen aus der Fremdsprache
in die Muttersprache) werden verschiedene Meinungen ge-
HuBert: es wird entschieden abgelehnt, nur als Hilfsmethode
anerkannt aufs wirmste empfohlen., Interessant wére viel-~
leicht der Standpunkt von K, Lang (Lang 1969:193 - 195), der
behauptet, daB das Ubersetzen, entsprechend den gesell~
schaftlichen Erfordernissen, in der Hochschulpraxis als
Zielfertigkeit auszubilden ist. Die Herlibersetzung aktiviert
die Sprachkenntnisse der lernenden, hilft ihnen den Sinnge~



halt vollig erfassen (wenn das belm stillen Lesen sonst
schwerfallt) und dient auch zur Kontrolle, ob die Studen-
ten den Textinhalt richtig verstanden haben, Der Verfasser
miBt auch der schriftlichen Form der Herubersetzung eine
groBe Bedeutung bei. Das erméglicht dem Fachmann in der
spateren Berufspraxis die nétige Information auch weiteren
Personen, die Fremdsprachen nicht beherrschen, zugénglich
zu machen, Er betont, daB man in der Ubersetzung besonders
auf die richtige Verwendung der Terminologie achten  muB,
was die ad@iquate Wiedergabe des Wesentlichen im Text ga-
rantiert.

3. Dag iibersetzungsfreie Lesen

Mit Voriibungen zum fibersetzungsfreien Iesen beginnt
man wahrend der Arbeit in der Studiengruppe, wenn an Tex~
ten gemeinsam gearbeitet wird. Es wird folgendes empfohlen
(Peuwnras, Beitn#na 1966:85 — 87). Bevor man es den  Stu-
denten aufgibt, einen neuen Text zu Hauee fiir die spHtere
Analyse durchzulesen, liest die ILehrkraft selbst in der
Gruppe den ersten Absatz vor, Er erl8utert dabei den unbe-
kannten Wortschatz: schwierige Wendungen werden durch
leichtere ersetzt (dabei werden Synonyme verwendet), Wort-
erklérungen und Definitionen in der Fremdsprache gegeben,
Dann erfolgt die Kontrolle, ob die Studenten das Material
richtig verstanden haben, Man kann die Studenten das Gele-
sene in der Muttersprache nacherzghlen lassen, man kann
das auch gemeinsam in der Muttersprache oder auf deutsch -
dem sprachlichen Kténnen der Studiengruppe entsprechend -
erdrtern. Zu Hause sollen die Studenten den Text weiterle-
sen, sich dabei in den Textinhalt vertiefen und moglichst
wenig das Worterbuch benutzen. Die Arbeit an einem Lern-
text kann man auch mit stillem ILesen beginnen, damit die
Studenten einen lberblick gewinnen, um welche Probleme es
sich dort handelt. Nun folgt die iibliche Arbeit: die mor-
phologische und lexikalisch-syntaktische Analyse des Textes
und textgebundene Ubungen. Zum SchluB soll der Text noch
einmal ohne Worterbuch gelesen werden,



Auch der Grammatikunterricht dient zur Eatwicklung des
tibersetzungsfreien Iesens, und zwar durch die Arbeit an
grammatischen Strukturmodellen, die die gemeinsamen Kompo-
nenten vieler Aussagen darstellen. Der theoretischen Erkl#d-
rung eines grammatischen Strukturmodells miissen viele Ubun-
gen folgen, die die Struktur in bekanntem und neuem Zusam-
menhang wiederholen, bis ihre Bedeutung eingeprédgt ist und
beim Sprachgebrauch keine Analyse mehr notig ist. Im entge-
gengesetzten Falle kann das Gelesene nicht momentan ver-
standen werden, wie das beim Ubersetzungsfreien Iesen vor-
ausgesetzt wird, sondern iiber eine Analyse des vdllig oder
teils unverst@ndlichen Absatzes (Kampfe 1968:384 - 385),

Fiir die hoheren Semester wird die Lektiire der Fach-
zeitschriften empfohlen (Peumnxas, beitnwra :87 - 89). In
der Studiengruppe werden dann die wichtigsten Gedanken des
zu Hause Gelesenen wiedergegeben und das Thema besprochen.
Dabei darf die Arbeit an der Fachlexik nicht ausbleiben, Es
werden z.B. Schliisselwdrter und Wendungen vorbemerkt, die in
der Inhaltswiedergabe zu verwenden sind., Die dem Aufsatz
beigefiigten Tabellen, Diagramme und Schemen bieten einen
dankbaren Stoff zum Sprechen, sie werden erldutert und durch
zusitzliches Material ergénzt. Die Fachausdriicke konnen in
der Fremdsprache erkldrt und definiert werden, die Tatsachen
aus dem Text durch andere, den Studenten aus ihrem Studium
bekannte, illustriert werden ( [Immrep 1965:79 - 80).

Wenn die Studenten schon gewisse Ubung im Iesen der
Fachliteratur haben, ist es zweckmiBig, auf Grund des Gele-
senen gewisse Verallgemeinerungen zu ziehen, damit sie sich
in ihrer Fachlektiire leichter orientieren ktmnen ( Tepep,
19703143 - 156). Men sollte ihnen ein allgemeines Schema
eines wissenschaftlichen Aufsatzes geben, das eigentlich aus
drei Teilen besteht: 1, Die Einleitung, wo das Ziel und die
Aufgabe der Forschungsarbeit erklért wird. 2. Der Hauptteil,
wo die Forschungsmethode erldutert und das erforschte Ma-
terial dargelegt wird. 3. SchluBfolgerungen.

Die Studenten sollen auch verschiedene Arten der wis-
senschaftlichen Arbeiten kennenlernen: Aufsatz, Instruktiom,
Patent, Monographie, Lehrbuch u.a. Die Betrachtung und Er-
klérung werden mit verschiedenen Ubungen verbunden, z.B.:
Sprechen Sie {iber das gegenwirtige Stadium des Experiments



(auf Grund des Aufsatzes)! Finden Sie gemeinsame Zfige in
der Annotation und in den SchluBfolgerungen! Worin besteht
der {interschied zwischen ihnen? usw,

Auch die drucktechnische Seite eines Aufsatzes kann
analysiert werden,

Als Zusammenfassung konnten die Studenten eine Anno-—
tation oder ein Restiime {iber den analysierten Aufsats
schreiben,

Referieren

Das Referieren eines Textes bedeutet die Wiedergabe
des Wesentlichen im Text, Es kann erfolgreich in das fach-
bezogene Fremdsprachenstudium eingeschaltet werden ( Byp-
xayesa 1967:34 - 37), Zuerst sollen der Begriff und die Ar-
beitsmethode eines Studienreferats erléutert werden. Ein
Referat soll folgendes enthalten: worum es im Aufsatz geht,
also-das Thema feststellen; was betrachtet wird, also-eine
kurze Zusammenfassung des Textinhalts geben; wie der Refe-
rierende das Dargelegte kritisch beurteilt, also-den Staad-
punkt des Autors auBern. Zur Arbeitsmethodik wird empfoh-
len, den Aufsatz durchzulesen, ohne ihn zu fibersetzen, den
Inhalt griindlich zu durchdenken und ihn erst dann in mog-
lichst kurzer Form niederzuschreiben. Wenn es sich um ei-
nen léngeren Aufsatz handelt, sollte man den Text in Teilen
durcharbeiten. Ein Referat schlieBt die Beriibersetzung
nicht vollig aus: wenn ein Absatz oder einige SHtze unver-
stédndlich sind, muB man sie in die Muttersprache iiberset-
zen, dabei notigenfalls auch zum Worterbuch greifen, Wenn
das Referat fertig ist, soll der Text noch einmal fiberle-
sen werden. Die textgebundenen Ubungen zu Fachtexten sind
als Vorubungen zum Referieren zu betrachten und werden in
der Periode des Referierens nicht vollsténdig aufgegeben,

Es ist zu empfehlen, daB die Studenten auch den Be-
griff und die Arbeitsmethodik des Referierens von fremd-
sprachigen Informationsquellen kennenlernen und praktische
Ubungen auf diesem Gebiet machen (HUbrner 1967:61 - 65).
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Ein solches Referat muB die wesentlichen Inhaltskom-—
ponenten eines Aufsatgzes hervorheben, damit der leser ent-
scheiden konnte, ob das flir ihn von Nutzen ist, den Artikel
im Original zu lesen, Es werden folgende Arbeitsschritte
empfohlen:

1. das erste Uberlesen des Textes

2, die Selektion der wesentlichen Inhaltskomponenten

3., die Pormgestaltung:
die Darstellungsart des Referates wird gew&hlt, die
Gliederungspunkte bestimmt, die sprachliche Form
sorgf8ltig durchdacht. Den Studenten soll zuerst
theoretische Kenntnisse {iber den Begriff wund die
Arbeitstechnik geben und sie an Beispielen erléu-
tern, Dann wird die Technik des Referierens an mut-
tersprachlichen Texten gefibt, zuletzt an fremd~
sprachigen, Damit die wesentlichen Inhaltskompo-
nenten leichter zu finden wéren, kann der Sprach-
lehrer Orientierungsfragen geben, die auf das We-
sentliche im Text hindeuten.Es ist auch mdglich,
ein Gliederungsschema aufzustellen., Die endgultige
Passung eines Referats kann anfangs auch gemeinsam
erarbeitet werden., Eine Moglichkeit zur kollektiven
Arbeit ware auch, ein von einem Studenten geschris-
benes Referat in der Studiengruppe zu analysieren.

Die gegebene Betrachtung der Arbeitsverfahren im
fachbezogenen Deutschunterricht will das Thema bei weitem
nicht erschépft haben. Es wurde nur im ganz allgemeinen auf
einige Moglichkeiten zur Unterrichtsgestaltung hingewiesen,
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Cvenos H.H. (I972).

KaK OCHOBA OCyueHHS GOCMEPeBOTHOMY MO~
HUMaHUD HAYUHO-TOXHHUECKO{t JTHTOpPAaTYDH.
"[HOCTpAHHHO S3HKH B BHcHmei# mgone”.
Bun. 2 :83-89,

0G oCyueHHAM CTYAEHTOB NONB30BAHHD CIO-
BapeM. "MHOCTpaHHH® SAISHKWM B BHCHOH MKO-
ne". Bum. 4 :77-8I.

MeTonmka OGyueHHS MOHWMAHHD  HOMOIKAX
CIOXHHX CIIOB NpH UTOHUH cnenwanbHo i
JUTEPATYPH B HOA3HKOBOM By3e. ABTOpe—
feparT.
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Annotataloonid ja iilevaated

V&8rkeelte Opetamise intensiivmeetodite konverents Moskvas

M, Thorezi nimeline Moskva Riiklik Pedagoogiline Ins-
tituut korraldas 16,.,-18. jasnuaril 1974,a. konverentsi tee-
mal vi8rkeelte Spetamise intensiivmeetodid (VOIM). Ule 700
osavdtja kuulas 8ra 54 ettekannet, Kiilalisesinejaid oli Bul-
gaariast ja Saksa DV-st.

VOIM ei t&henda traditsiooniliste meetodite efektiiv-
semat rakendamist. Termin tahistab erimeetodeid, mida kasu-
tatakse t@iskasvanutele esimese, teise vOi ka kolmanda v&Cr—
keele Spetamisel., Selliseid kokkusurutud kiirkursusi (10
kuud kuni 2 aastat, aga ka liihemaid) on meie maal korralda-
tud juba {ile 10 aasta, Nende eesmiirgiks on ette valmistada
valismaaga suhtlevaid v3i sinna komandeeritud ilukogude spet-
sialiste, kes peavad omandama praktilise kdnekeele suhtle=
migeks oma erialal ja {ildise olmekeele piirides. Intensiiv-
kursuste korraldamiseks on mitmel Moskva kdrgemal oppeasu~
tusel ja leningradi ning Kiievi {ilikoolil juba teatud koge—
mused. Konverents oligi kokku kutsutud kogemuste vahetami~
seks ja V0IM-alast uurimistdéd koordineeriva keskuse loo-
miseks, mille kohta ka vastav otsus vastu vdeti.

V6IM-eid tuntakse maailmss palju, NSV ILiidus on valda-
valt kasutusel Bulgaaria meditsiinidoktori G, Lozanovi mee-
tod, mida nimetatakse sugestopeediaks, G. Lozanov, kes ise
mitmel korral konverentsil esines ja keda peaaegu k8igis
ettekannetes tsiteeriti v&i mainiti, juhatab Sofia Sugesto-
loogia Teadusliku Uurimise Instituudi juures oma  uurimis=-
rithma, Peale G. Lozanovi tutvustas viis tema kaastotlist oma
uurimistulemusi. Ettekandeid oli rohkem kui kfimnelt psilh~
hiaatrilt ja psiibholoogilt, sest sugestopeedia ei ole puht-~
filoloogiline distsipliin,

Konverentsi plenaaristungi avaettekanne oli A.N, Ieont-
jevilt, kes rafkis v88rkeeles suhtlemise psiihholoogilistest
alustest, Bttekandja fitles, et VOIM, mis on pigem kommuni-
katsioonipsiihholoogia kui pedagoogilise psiihholoogia prob-
leem, v3imaldab plisivate kdneharjumuste omandamist, mida
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treditsiooniline metoodika ei ole oeanud organiseerida, K&-
neleja osutas ohule, et intensiivmeetodil v&idekse &ppida
réakima kiill kiiresti, aga vigadega ja lisas, et ka eksten—
siivne kursus v8ib olla efektiiwme, A.N. Ieontjevi seisu-
kohtadest v8ime lugeda tems raamatust, mis peagi ilmub TRU
rotaprindi viljasndel pealkirjaga "OCHOBH ICHXOJNOIWE OONe-
sug",

Konverentsi korraldave H, Thorezi nimelise Vd&Srkeelte
Instituudi prof. Z.M. Tsvetkova sdnavStt t3statas hulga ki-
simusi, Millise puhtusastmega kdnet Oppimise eri stasdiumi-
des nduda? Kui suur osa on kommunikatsiooniprotsessis into-
natsioonil? Kas relaksatsiooniseisundis Sppijale tohidb ma-
terjale pakkuda? Kas peab kursustel looma tHiesti vOlrkeelse
keskkonna? 2.M. Tsvetkova osutas veel vajadusele luua {iht-
sed nduded ja metoodika l#hte- ja l3pptaseme mdStmiseks ja
avaldas kehtlust, kas ja kuivdrd suuline &petus valmistab
ette lugemis- ja kirjutamisoskust. Z.M. Tsvetkova on veen-
dunud, et taiskasvanud keeleSppija omandab kdneharjumused
kiiremini ja kindlamini teedliku Sppimisega, mitte aga in-
tuitiivselt,

I.A, Zimnjaja (V33rkeelte Opetamise Metoodika Keskka-
binet) ettekanne oli t&iskasvanutele v38rkeelte &petamise
psiihholoogilistest alustest. VOIM-d, mis eeldavad suurt
kontsentratsiooni, vSimaldavad Sppijal teatud ajaks Umber
kehastuda ja oma rolli sisse elada, mistdttu Spitu unusta-
mine on vaiksem. T&htsad on motiveeritus, positiivsed emot-
sioonid, nagu kiituas edu puhul, mangutegevus loomulikul alu-
sel, Meeleolu el tohi rikkuda noomimise ega laitmisega. Olu-—
lised on grupi liikmete omavahelised suhted, kSigi valmis—
olek viljendumiseks, Spetaja kuil autoriteedi sugestiivsus
ja usaldus tema vastu. Suured nSuded esitatakse Spetaja
isiksusele: ta peab olema ekstrovertne, kommunikatiivne,
emotsionaalne, aktiivme, tundlik. Oppetsts tuleb luua sit-
uatsioonid Jja +tingimused aktiivseks mSttetegevuseks: see
tagab parema meelespidamise., Teatavasti inimese mahaanilina
m#lu viheneb peale 30.-35., eluaastat., VO1M sugestopeedia,
mis on vilja tostatud arstide poolt, seabki esikohale mnemo-
protsesside reguleerimise, eriti Spitu s#ilitamise ja repro~

dutseerimise,
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Avaplenaaristungile jirgnesid sugestopeedia-alased et-
tekanded. Ainult viimase konverentsipHeva pealelBunal +66—~
tas paralleelselt kaks sektsiooni - kogemuste vahetamise ja
audio~visuaalsete Sppevahendite sektsioonid,

VOIM-te sektsiooni t&6 avas G, Lozanov, kes ri8kis
sugestopeedia kujunemisloost ja eksperimenteerimise pers—
pektiividest v&drkeelte Spetamisel, Sugestopeedia kasvas
vilja G, Lozanovi psiihhoteraapia-alastest uurimustest, Ta
rakendas algul sugestiivkommunikatiivseid vO8tteid neurocosi-
de raviks, hiljem Spetamisprotsessis,Uurides eksperimen-
taalselt mHlu reserve, katsetas ta esiti iiksikute eraldi
sCnade Opetamist , niilid on jOutud kogu keelesiisteemi, s.t.
kOiki keeleelemente haarava Spetuseni., Sugestopeedia  alu-
seks on Opetaja klrge stimuleeriv autoriteet ja loominguli-
se usalduse Shkkond, mis loob soodsad psiihholoogilised tin-
gimused uue materjali omandemiseks, Sel moel mobiliseeri-
takse inimeses peituvad varjatud loominguliste v3imete re-
servid, Sppimist soodustavad tegurid. Seejuures rakendatak-
se teaduslikult pShjendatud vdtteid, mis tegelikult on lae-
natud mitmesugustelt v3drkeelte Opetamise suundadelt, spet-
siifilistes sugestoloogilistes tingimustes. G. Lozanov m&é-
nis, et tema meetod ei ole veel 1Oplikult vdlja kujunenud,
et tema nn., sugestiiv-kommunikatiivne meetod ja selle psiih—
hoterapeutilis-psiihhohugieenilis-psiihhoprofiilaktilised print~
siibid on veel uurimisjdrgus. Praegu v&ib iga Opetaja leida
meetodis midagi, mis on tema psiiihilisele laadile vastuvle-
tav ja kasutada seda kooskSlas oma filoloogiliste seisukoh-~
tadega,

Oppimist soodustavate liksikvBtete, nagu relaksopeedia,
riitmopeedia, hiipnopeedia jt., uurimise tulemuste ja kasuta-
miskogemuste vahendamisele oligi plihendatud suurem osa {ile-
jdénud ettekannetest., Olgu nendest esitatud mdned intrigee-
rivamad mStted:

Prof. K.K, Sergejev (Pjatigorsk): Sugestopeedia {iles—
andeks on pdrssida 8ppija, eriti tdiskasvanud Sppija enese-
kriitilisi pidureid, mis ei lase tal rdgkima hakata,

Dr. P. Balevski (Sofia): M#lu paraneb relaksatsiooni-
seisundis ja jogaharjutuste:ajal dppides. Nagu kinnitavad
W.A, Mozarti rahustava muusika foonil tehtud entsefalogram-
mid, 8pitakse niiviisi rohkeml 4;}: védhema ajuenergia kuluga.



Prof, Petrovski (Kiiev): Dr., G, Lazanov on juba 46~
aastaselt klassik pedagoogikateaduees, Kuld ta hoiatas,
et keeleSpetajad Hrgu siiski hilpnopeediaga tegelgu: uni
on looduslik protsess, millesse ei tohi sekkuda. Sugesto-
peedia tuleks vHHrassotsiatsioonide vEltimiseks fimber ni-
metada psiihhohfigienopeediaks,

Dots, S.,I, Melnik ja G.A, Kitaigorodskaja (M, Thorezi
nim, Instituut): Kdnet, vestlust saatku alati aktiivne
mndttetegevus, Vanematel kursustel on situatsioonide vil-
jam8tlemine kunstlik ega anna efekti,

Kogemuste vahetamise sektsioonis selgus, et k&ik su-
gestopeediat kasutavad Sppejdud on saanud mitmekuulise
ettevalmistuse Rulgaarias. Selle meetodl juures on sisse-
juhatav foneetiline kursus osutunud filearuseks, Belakso-
peedia annab h#id tulemusi Shtustes vahetustes. Lii-
dus todtatakse 10-kuulistel kursustel S-pHevase toonEda-,
laga 5 tundi paevas, Esimese etapi 18puks, 3-4 kuu pérest,
omandavad Sppijad ligikaudu 3000 leksikaalset ja k&nekee—
le grammatika {hikut. Kursuste 18puks saavutatakse  kiil-
laldane suhtlemisoskus oma eriala sOnavara piires, olme-
keelest jaadb vajaka. Kui intensiivkursusele ei jlrgne ko-
he viibimist vastavas vGdrkeelses keskkonnas, langedb tulu
15 %.

Saksa DV-s sobivaimaks peetavat intensiivkursuse va-
rianti pidi tutvustama prof, dr. S. Kohls, kuid ta Jj&i
tulemata. Tema {ilevaateartikkel on aga Bra toodud konve-
rentsi kogumikus, Sellest saame teada, et Saksa DV-s on
intensiivkursusi korraldatud 10 aastat. Opitakse vene,
inglise, prantsuse ja hispaania keelt. Algajate S-kuulis-
tel kursustel (500 tundi a 50 minutit) omandatakse pro-—
duktiivselt 3800-4000, Jja retseptiivselt 1000-~-1500 lek-
sikaalset Uhikut, BdasijSudnuilt ndutakse 3-kuuliste
(250 t.) kursuste 18puks vastavalt 2500 ja 1000=+1500 lek-
sikaalset ilhikut, Olenevalt l¥hteteadmistest vdid soori-
tada 18pueksami kolmel erineval tasemel, mille Jjaoks on
{iksikasjalikud nSuded vElja tostatud, Kursuslaste keskmi-
ne vanus on 35 aastat, gruppide keskmine suurus on 6-8
8ppijat. Oppeprotsessis on keskne koht keeltelabaratooriu~
mil, Seda kasutatakse intensiivselt 1) teadmiste, oskuste
ja vilumuste kinnistamiseks ja aktiviseerimiseks, 2) hfip-
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nopeediliselt omandamimele tuleva meterjali ettevalmista-
vaks ehk eelkuulamlseks, 3) iseseisvaks auditooriumivili-
seks todks (iga pdev 60 min.).

V88rkeelte Spetamise intensiivmeetoditest kuulsid
palgjud kohalviihijad esmakordselt, MOnedest said nende in-
nukad pooldajad, enamik araootavale seisukohale, K¥la-
ma jHi mBte, et sugeetopeedia on rakendatav ikka erandjuh-
tudel liihiajalistel kursustel, Kasu ja Hratust said siiski
k8ik konverentsist osavdtjad, sest puudutati olulisi §ld-
metodoloogilisi kfisimusi, millega v38rkeelte Spetajad iga
pHev stilitsi koos omn,

Aino Jdgi
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8.H. KanuaugoBa. HCHXOJOIWUECKHE 000C6HEOOTHE
00YUYOENA UTOHND HA WHOOTDAEHOM H9HEKE. M..
I1973. 224 c.

Baamst (kogumaht 224 lk,) seab endale {ilessmdeks kii-
sitleda v38rkeelsete tekstide lugemiee pefihholoogilisi sea-
duspirasusi, rShutades teksti tajumise ja miistmise mitme-
suguseid probleeme,

I peatiikis "V88rkeelsete tekstide lugemime psiihholoo-
gia Hildprobleeme™ kEsitletakse lugemise miliratlust, selle
eripéra ja tdhtsust vidrkeelte Spetamisel.

Iugemine on keelelise suhtlemise {iks avaldumisvorme.
Keelelist suhtlemist tervikuna wiib omakorda vaadelds kui
nelja protsessi, s.c. kfnelemine, lugemine, kuulamine Ja
kirjutamine, mis v&ljendavad suhtlemisvorme: suulist kBnet
Ja kirja.

Autor ma8ratledb lugemist kui mingi keele graafilistes
miirkides valjendatud informatsiooni vastuvitmise ja aktiiv-
se iimbertddtlemise protsessi.

Peksti tajumine ja selles peituva informatsiooni miiet-
mine on kaks {fhtse protsessi lahutamatult seotud kfilge.

Iugemine om 8ppetics tohutult tEhtis, lugemise abil
saavad Spilased uut informatsiooni ning samal ajal on luge-
mine tShusaks kasvatusvahendiks, V3&rkeelsete tekstide lu-
gemine v3imaldab arendada knelemisoskust ja aitad kaasa
selle oskuse sBilitamisele tingimustes, kus vGimalused v&tr-
keele praktiliseks kasutamiseks osutuvad piiratuiks,

Autor rdhutab, et lugemisoskus ei tule iseenesest, vaid
seda on tarvis Opetada. KOnelemisoskus, mis on omandatud ot-
sesel meetodil, sageli ei aita oluliselt kaasa v3Orkeelsete
tekstide lugemisoskuse tekkele, Jirelikult on vaja, et &p=
peprogrammides oleks lugemisoskuse omandamine iseseisvaks,
mitte suulise kdne omandamisele allutatud probleemiks,

Ulevaatlikult kd#sitletakse I peatiikis veel lugemismeh-
hanisme ja lugemietehnika kiisimusi. Bsitatakse seisukohti
lugemistehnika Spetamise vitete ja viiside kohta,

II peatukis klisitletakse lugemisvigu, esitatakse nende
vigade klassifikatsioone keeleaspektidest, informatsiooni-
listest vOi psiihholoogilistest kriteeriumidest lahtudes.,
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Analiifieides lugemisvigu psfibholoogiliseet aspektist,
eristatakse kolm pShiriihmas

1) vead, mis on tingitud k&nemotoorsete v8i -sensoorsete
protsesside puudulikkusest,

2) tajumisvead,
3) mStlemisveed,

M8tlemisvigu iseloomustab teksti valesti aSistmiue,
Feid vigu v8ib omakorda jagadas

a) vead mSttelaiskusest (n#iteks Spilanme teab vajalikke lu~
gemisreegleid, kuid ei rakenda neid),

b) emakeele struktuuri mSjul tekkinud vead,
c) vead vaBriildistustest,

d) vead vaBrassotsiatsioonidest,

e) vead konkreetse reegli rakendamisel,

£) vead inertsusest lugemisel,

g) vead, mis on tingitud oskamatusest mSista loetavat kuil
seotud teksti, sOnade lugemisest viljaspool konteksti,

II peatiikis kHsitletakse veel lugemise Spetamise eri-
nevatel etappidel sagedamini esinevaid vigu ning 1{ihidalt
on juttu t66st lugemisvigade valtimisel ja ravil,

III peatiikk on plihendatud lugemisliikidele, Nil v8ib
lugemist jagada valjuks lugemiseks, lugemiseks vaikselt
omaette ja kunstip8raseks lugemiseks,

Vaikset lugemist kf#sitledes rdhutedb autor, et on vaja
Spetada tunnis lapsi vaikselt lugema, kasutama s&naraama-
tuid., Puudutades kodulektfiliriga seotud probleeme, leiab au-
tor, et iga n#dal peaksid Spilased tavalistes koolides lu-
gema 25-35 leheklilge sobiva raskusega vddrkeelset kirjan-
dust; keelekallakuga koolide &Spilastele v3iks see norm ol-
la 30-50 lehekfiilge nédalas.

Iugemist jagatakse ettevalmistatud, osaliselt
ettevalmistatud ja ettevalmistamata lugemiseks.

Iugemisel v3ib veel eristada analfiitilist ja slintee-
tilist lugemist vastavalt plistitatud eesmérgile teksti de-
tailseks vOi terviklikuks m3istmiseks,
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IV peatukk on pllhendatud tekstist arusaamisele. Esita—
takse teksti m8istmise uldvalem, Belleks on
M =rel ({ s (T K3

M (teksti mSistmine) on paljude muutujatega funktsioon,
kus

lugeja informeeritus,

I
lugeja keeleoskus,

lugeja psfitihiline seisund,
tekstis sisalduv informatsioon,
teksti keel,

Py

I,

Eksperimentaalselt tehti kindlaks, et teksti mSistmist
m8justavad jHrgmised faktorid:

1) teksti informatiivsus,
2) teksti loogiline {ilesehitus,

3) teksti loogilise, emotsionaalse ja tahteinformatsiooni
keeleline v&ljendus,

4) teksti leksika, grammatika ja stiili vastavus Ingeja lek—
sika~-, grammatika- Ja stiilialastele oskustele,

5) tekstis viljendatud m8istete ja lugeja varasemate koge~-
muste l&hedus,

6) laia konteksti tundmine,
7) tédhelepanu 8ige suunamine teksti tajumisel,
8) lugeja taju, mélu, mStlemis- ja kujutlusv®ime eripéra,

9) lugeja individuaal-psfifihilised iseHdrasused (iga, tem=~
perament),

10) lugeja lugemisoskus ja lugemistehnika,

Teksti m8istmises eristab autor seitset astet:
1) mdistetakse ainult {iksikuid sdnu,
2) mdistetakse ainult {iksikuid s&nafihendeid,
3) mlistetakse ainult {iksikuid lauseid,
4) mdistetakse teksti iildist loogilist sisu,
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5) mOistetakse nii teksti dldist loogilist sisu kuil ka

uksikasju,

6) m3istetakse mitte ainult tekstis leiduvat tunnetus-

likku, vaid ka emotsionaalset informatsiooni,

7) mOistetakse nii teksti loogilist, emotsionaalset kui

ka tahtelist plaani.

Teksti moistmise n#itajaid tumtekse praktikas kui

teksti mGistmise kontrollvtteid. Mendest v3tetest mai-
nitakses

1)

2)
3)

&)

5)
6)

7.

8)

E)
10)
11)

12)
13)

14)

15)
16)

tekstist vastuste leidmine kiisimwstele, mis esitatak-
se kas enne v0i p8rast teksti lugemist,

kiisimustele vastamine teksti materjalile tuginedes,

teksti kohta kaivate otsustuste kinnitamine v8i kum-
mutamine,

esitatud vastustest tekstiga kooskSlas olevate vas—
tuste valimine,

k8simustele vastamine tekstile tuginemata,
allteksti kohta kHivatele k#isimustele vastamine,

loogiliselt koostatud kiisimusteseeria esitamine vas—
tava teksti kohta,

klisimuste koostamine teksti vOtmeldikude vOi ~lausete
kohta,

teksti plaani koostamine,

teksti jutustamine kas emekeeles v3i viOrkeeles,

tiksikute oluliste lausete valjusti ja Gigete  lause-
rdhkudega lugemine,

kogu teksti lugemine valjusti,

loogilise predikaadi leidmine teksti iksikutes lause-
tes,

lausete koostamine, et naidata oskust kasutada teatud
s0nu vdi sdnaiihendeid,

teatud sOnade tihenduse selgitamine,
lugemistempo,



17) uksikute s&nade, sOnariihmade, lausete v8i 18ikude t31-
kimine emakeelde,

18) piltidesarjast teksti illustreerivate piltide valimine
ja teksti illustreerimine,

19) sisek®ne registreerimine.
K8iki neid v8tteid saab jagada kahte alariihma:

1) kontroll kommunikatsioonitasandil,
2) kontroll teksti analiilisi tasandil,

V peatiikis vaadeldakse iliksikasjalikult faktoreid, mis
abistavad teksti m8istmisel, Vaadeldakse teksti omaduste
(informatiivsuse aste, loogiline lilesehitus, keel) ja lu-
geja omaduste (teadmised ja oskused, psiililhika eripHra) seo-
seid teksti mSistmisega.

VI peatiikk on piihendatud lugemise produktiivsuse tin-
gimustele, Arutatakse lugemiskiirmse kiisimusi ja seoseid,
emotsionaalset suhtumist loetavasse ja teksti enda loeta-
vuste.

Raamatu 18pus on veel kord kokkuvStlikmlt egitatud
raamatu pShiideed. Ulevaatlik on esitatud kirjanduse ni-
mistu (254 nimetust).

Antud teos peaks pakkuma huvi nii v38rkeele &petajale
kui metoodikule,

Malle Laar
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B, Malmberg. Sprakléirninz., En orientering

och ett debattinléigg. Bokforlaget Aldus/
Bonniers, Stockholm, 1971, 212 1k,

Vaatlusaluse raamatu autor Bertil Malmberg on  Iundi
{ilikooli professor. Ta on leidnud rahvusvahelise tunnustu-
se oma ttbdega foneetika ja iildkeeleteaduse kohta, Eriti
levinud on ta asjalik {ilevaade uutest suundadest té#napéeva
keeleteaduses ("Nya végar inom sprakforskningen", 1959
ingliskeelne t8lge "New Trends in Linguistics", 1965), Ehk-
ki prof, B, Malmberg on niilid tuntud eeskBtt tildkeeletead-
lasena, oli ta varem romaani keelte &petaja, Ta on tinase-
ni séilitanud elava huvi rakenduslingvistiliste probleemi-
de vastu ning sageli kaasa réd@kinud v88rkeele Spetamise
kiisimustes. Seega oli ootuspirane, et ta reageerib &#gedale
vaidlusele, mis kestab Rootsis Jjuba mitu aastat v&drkeelte
dpetamise eesmirkide ja meetodite iile. Selle reageeringu
ulatuslikumaks avalduseks ongi 1971, aastal ilmunud {ile-
vaade keeledppimisest, mille alapealkiri m#rgidb, et raamat
on mSeldud lugeja tutvustamiseks antud valdkonnaga ning
htlasi panuseks sel alal kédimasolevasse diskussiooni.

Li#ne~-Euroopas, Skandinasaviemaades ja Ameerika Uhend-
riikides on viimase 3-4 aasta jooksul pidevalt olnud Juttu
kriisist v88rkeelte Opetamises. Sellega fihenduses rHigi-
takse sageli suures®naliselt epohhi 1l&pust. MSeldud periood
haaras ligemale kolm aastakiimmet, mille jooksul struktu-
raalne keeleteadus ja biheivioristlik psiihholoogia avalda-
sid otsustavat mdju keeleCpetamisele, Viimasel ajal on aga
levinud pettumus L., Bloomfieldi, B, Skinneri jt. vaadete
m8jul 1950-ndatel ja 1960-ndatel aastatel nii ulatuslikult
propageeritud keeledpetamismetoodikas, mis rajanes kdne-
keele prioriteedil ja nn. k&nemudelite drillimisel, Vahe-
peal ilmnes nimelt, et intensiivme drillimine selleks spet-
siaalselt loodud keeltelaboratooriumides programmdppe Jja
Spetamismasinate abiga ei andnud ootuspidraseid tulemusi.,
Koguni vastupidi: viimase 10-15 aasta jooksul n#id  vOdOr-
keelte oskus olevat tunduvalt halvenenud nendes maades,
sealhulgas ka Rootsis, kus nn, audiolingvaalsete meetodi-
te rakendamisel mindi ##rmuseni. KSrgemad koolid Rootsis
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on t8sisee hiidas nende rohkearvuliste noortega, kelle vd&r-
keelte oskus keskkooli 18petamieel piirdub {iksikute mehaa-
niliselt p&hetuubitud fraasside Ja lausetega, kuid kellel
puuduvad algteadmised grammatikast Ja kes el tule toime
lihtsate v88rkeelsete lausete t8lkimisega. Uha enam on ha-
katud nSudma, et keskkool peaks elistemaatiliselt &petama
grammatikat ning pScrama rohkem t¥helepanu lugemis- ja t81-
kimisoskuse kujundamisele,

Vaidlusesse keeleSpetamise olukorra ja perspektiivide
file Rootsis on sekkunud ka laiem fildsus, nagu n¥itavad sa-
gedased sSnavdtud ajakirjanduses, samuti raadios ja televi-
sioonis. Uhel pool seisavad direktse meetodi pooldajad, tei-
sel pool need, kes peavad enamiku Spilaste-{iliSpileste eba-
hahuldavate teadmiste peamiseks pShjuseks H#hekfiilgselt pro-
pageeritud mehaanilist k¥nekeele arendamist Jja kes nduavad
teadlikumat ning t8sisemat suhtumist keele&ppimisse.
berg leiab 8igusega, et keeleSpetamise eri meetodite suhte-
lise efektiivsuse hindamiseks peab tundma nende 1lingvisti-
list ja psiihholoogilist tausta, Keeleteoreetilised uurimu-
sed kajastuvad alati keeleSpetamises., Lingvistika on vii-
mastel asstakiimnetel arenenud kiiresti ja keelte &petamist
suunavad haridustegelased Rootsis ei ole alati kursis uusi-
mate seisukohtadega. R. Malmberg analfilisib kaasajal levine-
numate keeleSpetamismeetodite teoreetilisi aluseid., Braldi
peatilkkides kasitletakse v33rkeele Sppimise erinevust ema-
keele omandamisest varases lapsepSlves; transformatsiooni-
lis-generatiivse keeleteooria kajastusi keelte Spetamise
praktikas; tehniliste vahendite rakendamisv8imalusi; keelej
kultuuri ja fihiskonna suhete arvestamise vajadust Spetamis-
protsessis,

Baamatu autori arvates on keeleSpetamise kriisis ta
kodumaal suurel mEaral siilidi see, et v38rkeeleSpetajate et-
tevalmistamisel ei arvestata kiillaldaselt tédnapleva keele-
teaduse ssavutusi. Vastutus tekkinud olukorra eest langeb
véhemalt osaliselt ka rootsi lingvistidele, kellest ainult
{iksikud on seni pidevalt huvi tundnud keele8Spetamise prob-
leemide vastu. Teiselt poolt peaksid hariduselu Juhtivad
ringkonnad vabanema dogmatismist ja kitsarinnalisusest me-
toodika kiisimustes; neile peaks selgeks saama, et biheivio-
ristlikul psiihholoogial haseeruvad vaated keeledSppimise
protsessile on paljus igmﬁt;d}.
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Autor juhid 18ppkokkuvSttes t@#helepanu vanale tZele,
mida keeleSpetamist suunavad organid kipuvad ikka ja j&lle
unustama: ei ole olemas ega ssagi olla universaalset O&pe-
tamismeetodit. KeeleSpetamise metoodika s8ltub sellest,
kellele, mis tingimustee ja mis eesmargil v8&rkeelt &peta-
takse, Kui nooremal astmel on kdnekeele arendamisel raja-—
nev Spetamisviis Sigustatud, ei ole ta seda vanemal ast-
mel, kus vihegi plisivamate tagajirgede saamiseks on tarvis
teadlikku suhtumist Sppimisse, sealjuures ka elementaarse
grammatika, ning iseseisva lugemis- ja t&lkimisoskuse aren—
damist,

N8V Iiidus pole v88rkeelte Spetamise metoodikas min-
dud &&rmustesse nagu BRootsis ja mdnes teises kodanlikus
riigis, Uhtlasi on n8ukogude didaktika fiheks nurgakiviks
alati olnud teadlikkuse printsiip. Seep@rast pole meil pdh-
Jjust r@&kida mingi epohhi l8ppemisest ega kriisist keelte
Opetamises, Siiski on kasulik Bertil Malmbergi viikese,
kuid sisutiheda raamatu kaudu tutvuda sellega, kuidas fihel
meie naabermaal on pdrast ulatuslikku ning pettumust val-
mistanud eksperimenti otsustatud kurssi muuta realistliku-
ma ning diferentseerituma keelelpetamise suunas.

Oleg Mutt
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A Concise Pronouncing Dictionary

of British and American Engliah,

By J.Windeor Lewis, Oxford Univar-
sity Press. London 1972, xx + 233 PP.

With the highly developed mass-media communications
and geographical and eocial mobility we have today, linguis-
tic changes are fairly rapid, and phonetic ones among them,

If we compare the pronunciation of the English lan-
guage of the beginning and the second half of the present
century and the attitude towards Beceived Pronunciation (RP)
before World War II and after it, it is clear that great
changes have taken place,

Fairly recently (in 1962) Professor A.C.Gimson in "An
Introduction to the Pronunciation of English" made a summary
of the phonetic changes and tendencies which by that time
had been clearly reflected in the pronunciation of the post-
war period. In 1967 a new revised edition of "Everyman's
English Pronouncing Dictionary" (EPD) was published, and it
incorporated aome of these changes in pronunciation, This
new BPD was criticised for being too conservative and not re-
flecting all changes. In 1972, J.Windsor Lewis published "A
Concise Pronouncing Dictionary of British and American Eng-
1lish" (CPD). The need for that publication arose from the
wider use of the Bnglish language and the incompetence in
the choice of the right variant of pronunciation, especially
by foreigners. J.Windsor Lewis drew up a carefully selected
list of 24,000 words., The pronunciation of those words con-
eistently reflecte current usage., The value of this dic~-
tionary lies also in registering additional British and Ame-
rican types of pronunciation of different words.

J.Windsor Lewis uses the term "General American" (GA)
to denote the most general pronunciation in the U.S.A, and
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Canada. On the other hand, he uaes the term "General Bri-
tish" (GB) pronunciation, which ie not "public boarding-
school" pronunciation, but the pronunciation used by the
BBC and ITV, and refers to A.C.Gimson and hie "An Intro-
duction to the Promunciation of Engliah",

When compiling the book J.Windeor Lewis analysed the
apeech of as many different apeakera aa poasible, In the
CPD J.Windaor Lewia triea to give the moat often ueed pro-
nunciationa of worda,

In a recent article "Das CPFD, ein neues Aussprachewdr-
terbuch dea Englischen"™ A.Neubert points out aa a new deve-
lopment the omiseion of the diphthong [22] by J. Windsor
Lewia, Actually thia is not a particularly new development
in the pronunciation of BEnglish. This diphthong was replaced
by [3(:ﬂ already in the 1967 edition of the CPD (in words
like 'sore,four, more, board', etc.). It is interesting to
point out that the word 'sure' is also given in the CFD
with [a(xﬂ -[IJ(:)]. No variant pronunciations with [o(zﬂ
are liated for the words 'soft, lost, frost', etc., the
only pronunciations indicated being those with [p] . The
diphthong [a¥] pro [ovy] was also introduced already in the
revised edition of the EFD.

The CPD does not reflect any other major changee in
the vowela occurring in stressed positions. But there are
many changee in the vowels used in an unatresaed position.

I. Changes in Unstressed
Vowels
1. The change [I] > [a] occurs in the following suffixes:

1) 4ty [-at1] - activity, capacity, authority, di-
versity, cavity, formality.,

2) -ess [-2¢], -ness [-n2s], -less [-128] - actress,
business, emptiness, hopeless, power-
less.

3) -ible [-abﬂ - admiasible, divisible, visible.

4) -ate [-Nﬂand omission of the [a] sound preceding
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the euffix -ate - delegate [dolagat] ’
paseionate [pafnpt], elaborate [1izbrot] .
5) When the word ende in '-bility' the [I] eound
preceding '-bility' and the [1] eound following
the [1] sound in '-bility* change into the [a]
eound: seneibility [nnaabllat:] ’ edibility,
fallibility, feaeibility, flexibility, possibi-~-
lity, illegibility.
2. The [2] sound ie omitted in the following euffixes:

1) -ent [—nt] - accident, accent, adherent, ancient,
efficient,

2) -al [—1] - approval, amoral, federal, natural, 1i-
beral, racial, lateral, professional,
anatomical, classicaly socialism, capi-
talism (the l] sound becoming syllabic
[sauflren], [[ksztlxzm] ). And even omie-
eion of the suffix -al - mortally
[ma:tlx}, ueually [311:311}, originally
[3 rtdsnlz] « This phenomenon (in the three
laet worde) may also be treated ae the
omission of the [1] sound of the suffix
-1y because it is very difficult to say
to which suffix the syllabic [1] belongs
phonetically, to the suffix -al or to
-ly. Due to the omission of the [2]
sound in the suffix -l & number of words
change their pronunciation very noticeab-
ly, viz. the words in which the vowel
combinations [aua] » [a19), 2] were
formerly used. Now only diphthongs are
used with a syllabic [1] following them:

trial [tra:l], denial [dtharl], royal

[rarl] and the words 'vowel, trowel, to-
wel, dowel' are also pronounced without
the (2] sound and a syllabic [1} is used
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at the end, The words 'dual, duel, Jewel,
renewal' are pronounced as follows:
[&3u(:], [aguC] , [eru()1], [agu(:)],
[r1nju(:)l].

3) ~ery, -ary, =-ory [-rx] - discovery, documentary,
vietory, recovery, inventory, battery,
parliamentary, confectionary, slippery,
dictionary, factory, history, In the
above mentioned worde the [r] sound is
not syllabic but in the words 'contrary,
literary, library’, in which one [r]
disappears in addition to the [a] sound,
the [r] of the suffix becomes syllabic:
contrary [imntrar:]> [kant;-x] .
literary [iztarar1]>[iltrx] ,
library [faibrari]>[larbri).

In the word 'revolutionary' tne [»] sound
in the suffix -ary is not omitted -
[revalu(:)]narx] « That is probably due
to the fact that the [a] sound has dis-
appeared in the suffix '-tion'[[n].

4) -ance, -ence -ns] - accordance, reference,
conference,

3, Omiseion of the [a] sound preceding the following suf-
fixes:

1) -(r)able - comparable, favourable, memorable,
ingeparable, intolerable, measurable,
pardonable, pleasurable, separable,

It is interesting to point out that the
r] sound immediately preceding the suf-
fix -able is sometimes indicated in the
CPD as a syllabic [r] (in 'favourable,
inseparable') but not in the majority of
cases, This inevitably leaves an im-
pression of inconsiatency.

2) -ize, the consonants preceding the suffix

158



become always syllabic: commercialize
[-fiaiz], civilize [-vlarz], mobilize,
moraligze, nasalize, nationalize, gene-
ralize, idolize, modernigze, summarize.,

3) -ly - compulsorily [-lsrh] , contemporarily
[ -pri1], ordinarily, happily, funnily,
luckily, easily, family.

But in the word 'temporarily, voluntari-
ly' the [r] and |1] sounds become sy1-
labic: [temprlx] [valbntrlz] N which
seems unexplainable,

4) -(r)ous, -(l)ous - boisterous, frivolous, ge-
nerous,

4. Omission of other vowel sounds in suffixes or in the se-
cond component of compound words:

1) -ful [-f1] - artful, beautiful, deceitful,
doubtful, fanciful, tactful, fitful,
powerful.

But in nouns the [v] sound is not omit-
ted: eyeful[a:fulJ , cupful [k/\pful] .

2) -berry [-brx] - blackberry, burberry, cran-
berry, gooseberry,strawberry, but: el-
derberry [—ber:] , huckleberry l—berl} .

3) -some [—sm] - cumbersome, meddlesome,

5. Miscellaneous changes of the vowels in unstressed syl-
lables: accuracy [akjarost] (Iv] >, animal [nemel] ([1]>
(2], always [3( :)lwiz] ({3]>[1]), anticipate [antxsapext]
([1] >[2]), bicycle [ Isakl] ([1]>[?]), candidature
[kandxdext]b] ([r]>[e1] ), regularity [regjalarat1] ([u]>[a];
f1]>[2]), congressman [k)ggrxsman] ([e] >[1]), meteorologi-
cal [mi(:)tjsralddsrkol]> [mi(:)tralodyrkl], threepence
[9rnpans] [Brapans], figurative [f:gratxv] )y
Athens [aemz]>lu9nz , Edinburgh [edrnbara] [ednbra} , ele-
phant [eleant]>[e1afnt] » Greenwich [grrntd3]> Lgrenxt”
honorary [)nbrarl] LJnr;] .
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Il. Consonant Changes
- accentuate, actual, amplitude, costume,

mutual, capitulate, congratulate, obituary,
estuary, mature, situated, factual,
But 1f the consonant cluster [tj] occurs in
a siremsed syllable, it doee not change in-
to [tf]: futurity [tjseriti], tutor [tau(e)-
ta] , tuition , tulip, Tuesday.

2) [dj]>[d5] - educate, graduate, individual,

3) [s3]>[J] - sensual.

4) [k:ﬂ>[k[]- sexual,

There are many more minor changes in the CPD, It is
impracticable to try to enumerate them all, and this is not,
moreover, the task of the present review,

All the numerous changes in pronunciation which have
been mentioned do not mean that the learner should not use
the 0ld norms of pronunciation. The latter are still widely
used by educated native speakers. A number of the new pro-
nunciations introduced in the CPD were mentioned already by
D.Jones as possible alternative ones. Now they have become
a norm,

An analysis of the above mentioned examples reveals
that unstressed syllables have been further reduced and ob-
scured and at the same time the number of syllables in a
word has decreased ([%enpararx]-four syllables - [temprx]—
two syllables;[3ntrarx]>bnrx], etc.). J.Windsor Lewis says
»"Spoken English style in Britain has perceptibly speeded up
in the last generation or so" (J.Windsor Lewis, p.xix).

J.Windsor Lewis has tried carefully to avoid homophones.
It seema that the frequency of occurrence of words has been
takea into account (either by the author or spontaneously
by the speakers), Thus we see that 'temporally’ [temparalﬂ-
an infrequent word, and 'temporarily'[femprla - a more fre-
quent word, have different pronunciations, or l1ittoral’
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[L1tare1] and '1iteral’[i:tr1).

The bold summary presented by the CPD of what is going
on in the pronunciation of the Bnglish language may be
called revolutionary. No lese bold is J.Windeor Lewis'
approach to tranecription. The transcription in the BPD
(the 12th edition published in 1962) was criticised as out-
dated, In his "An Introduction to the Pronunciation of Eng-
lish" A.C.Gimeon introduced a new possible tranecriptional
eystem but when revieing the BPD he did not use that sys-
tem, J.Windsor Lewis was bold enough to do so with some ad-
ditional changes of hie own., He abandoned the indication of
the length of vowels (:). This really ie unnecessary if we
use different eymbols for traditionally short and long
vowele:[i],[1] ,[v],[u],[P],[2]),[3]),[2] But when we
speak about these vowels we still have to mention whether
they are long or short, espeeially when teaching foreigners,
because if we place the vowels in short close syllables the
length becomes essential to a certain extent, e.g. [pzt] -
[p:lt] ’ [ple] -[pul] , etc,

J.Windeor Lewig has deliberately overlooked two ( or
traditionally three) sounds, viz. the and [a.] sounds.
Already A.C.Gimeon was reprimanded for still using diffe-
rent symbols for [A] as in 'cup' and [a] as in 'time' (prac-
tically they are supposed to be of the same quality).
J.Windsor Lewis has used the same symbol for the traditional
[a(:)] and [a], which actually cannot be identified, as the
[a(:)] sound is a back, while the [a] is a front vowel,

Professor A.Neubert (p. 303) pointa out that J.Windsor
Lewis has no justification for using [o] instead of the Bng-
lish open back vowel, indicated as [D] by A.C.Gimson. In the
IPA [o] is classified as a back mid-close vowel. So it would
have been more appropriate to use [o] for the traditional
[2:] sound. As for the symbols designating diphthongs,
J.Windsor Lewis' choice for the traditional [¢3] is not very
good, because in his [e3] the nucleus is the same as in the
diphthong [ez] . It 18 not pointed out that the nucleus of
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the diphthong [e2] is much more open than that of [ei] .

The CFD bas a new system of acoentustion.This is probably
less important because it makes no difference whether you
indicate the primary stress as [ '],[‘], or[‘], only the place
of the stress is essential, J.Windsor Lewis has also made
an attempt to indicate syllable boundaries, e.g. [dx‘stmqkﬂ,
[d18”terst] . But as linguists have not yet succeeded in pro-
ducing a universally acceptable theory of syllabic bounda-
ries and as the peak of the syllable is in any case formed
by the vowel, this problem is also of secondary importance.

On the whole, it must be said that the publication of
a dictionary such as the CPD whioh reflecte changes and new
tendencies in the pronunciation of English is an extremely
welcome development for the foreign learner of English,

The dictionary provides us with invaluable information
in three important areas: (1) the pronunciation of Present-
day English, (2) new developments concerning the transcrip-
tional system, and (3) the differences between the two
main variants of Present-day English.

Nora Toots
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