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ȷ́ ɧ Űɖɜ ŬɜɑɢɜŮɡůɖ Űɤɜ ŮˊɘəɞɘɜɤɜɘŬəɩɜ ŬɜɎɔəɤɜ Űɤɜ ȺɟŬůɛɘəɩɜ űɞɘŰɖŰɩɜ Űɞɡ 

ȾɏɜŰɟɞɡ ũɚɤůůɩɜ Űɞɡ ɇŮɢɜɞɚɞɔɘəɞɨ ɄŬɜŮˊɘůŰɖɛɑɞɡ Ⱦɨˊɟɞɡ, ɛŮ ɓɎůɖ Űɞ ŮɗɜɞɔɟŬűɘəɧ 

ɛɞɜŰɏɚɞ, ůŰɞɜ əŬɗɞɟɘůɛɧ Űɤɜ ŬˊŬɟŬɘŰɐŰɤɜ ŭŮɝɘɞŰɐŰɤɜ əŬɘ ɔɜɩůŮɤɜ Űɞɡ əɧůɛɞɡ, ɔɘŬ 

ŬˊɞŰŮɚŮůɛŬŰɘəɐ ɢɟɐůɖ Űɖɠ Ůɚɚɖɜɘəɐɠ ɔɚɩůůŬɠ, Ůˊɘˊɏŭɞɡ ȷ1 

  
ūɤŰŮɘɜɐ Ⱥɡɗɡɛɑɞɡ ɄŬɜŬɔɐ  

ɇŮɢɜɞɚɞɔɘəɧ ɄŬɜŮˊɘůŰɐɛɘɞ Ⱦɨˊɟɞɡ, ȾɏɜŰɟɞ ũɚɤůůɩɜ  

 

 

 

 

 

ɄȺɅȽȿȼɊȼ 

ˊɧ Űɞ ˊɟɑůɛŬ Űɖɠ ɗŮɩɟɖůɖɠ Űɖɠ ŬɜɎˊŰɡɝɖɠ ŮˊɘəɞɘɜɤɜɘŬəɩɜ ŭŮɝɘɞŰɐŰɤɜ, ɤɠ ɛɑŬɠ ŭɡɜŬɛɘəɐɠ 

ŭɘŬŭɘəŬůɑŬɠ, ˊɞɡ ɓŬůɑɕŮŰŬɘ ůŰɖɜ ɘəŬɜɞˊɞɑɖůɖ Űɤɜ ŮˊɘəɞɘɜɤɜɘŬəɩɜ ŬɜŬɔəɩɜ Űɤɜ ɞɛɎŭɤɜ-

ůŰɧɢɤɜ əŬɘ ˊŮɟɘɚŬɛɓɎɜŮɘ ŬɜŬˊŬɟŬůŰɎůŮɘɠ Űɖɠ əŬɗɖɛŮɟɘɜɧŰɖŰɎɠ Űɞɡɠ, ɖ ˊŬɟɞɨůŬ ɏɟŮɡɜŬ 

əŬŰɏɚɖɝŮ: Ŭ) ůŰɖɜ ŬɜɑɢɜŮɡůɖ əŬɘ ŬɜɎɚɡůɖ Űɤɜ ŮˊɘəɞɘɜɤɜɘŬəɩɜ ŬɜŬɔəɩɜ Űɤɜ ȺɟŬůɛɘəɩɜ űɞɘŰɖŰɩɜ 

Űɞɡ ȾɏɜŰɟɞɡ ũɚɤůůɩɜ Űɞɡ ɇŮɢɜɞɚɞɔɘəɞɨ ɄŬɜŮˊɘůŰɖɛɑɞɡ Ⱦɨˊɟɞɡ (Ⱦũ ɇȺɄȷȾ), ůŰɖɜ Ůɚɚɖɜɘəɐ 

ɔɚɩůůŬ, ɓɎůŮɘ Űɞɡ ȺɗɜɞɔɟŬűɘəɞɨ ɀɞɜŰɏɚɞɡ SPEAKING əŬɘ ɓ) ůŰɖ ɛŮŰŬŰɟɞˊɐ Űɞɡɠ ůŮ Ůˊɘəɞɘɜɤ-

ɜɘŬəɏɠ ŭŮɝɘɧŰɖŰŮɠ (ɔɚɤůůɘəɏɠ, ɣɖűɘŬəɏɠ, ˊɞɚɘŰɘůɛɘəɏɠ) əŬɘ ɔɜɩůŮɘɠ Űɞɡ əɧůɛɞɡ. ɆŰɞ ˊɚŬɑůɘɞ Űɖɠ 

ɏɟŮɡɜŬɠ ŭɘŮɟŮɡɜɐɗɖəŬɜ ɞɘ ŬˊɧɣŮɘɠ, ˊɟɞůŭɞəɑŮɠ, ŮɛˊŮɘɟɑŮɠ Űɤɜ ȺɟŬůɛɘəɩɜ űɞɘŰɖŰɩɜ Űɞɡ Ⱦũ Űɞɡ 

ɇȺɄȷȾ əŬɘ ůŮ ůɡɜŭɡŬůɛɧ ɛŮ Űɞɡɠ ˊŮɟɘɔɟŬűɖŰɏɠ Űɞɡ Ⱦɞɘɜɞɨ ȺɡɟɤˊŬɥəɞɨ ɄɚŬɘůɑɞɡ ȷɜŬűɞɟɎɠ ɔɘŬ 

Űɘɠ ũɚɩůůŮɠ, Ůˊɘˊɏŭɞɡ ȷ1 əŬɘ Űɞɡ TESOL Technology Standards Framework, əŬɗɞɟɑůŰɖəŬɜ ɞɘ 

ŮˊɘəɞɘɜɤɜɘŬəɏɠ ŭŮɝɘɧŰɖŰŮɠ, ˊɞɡ ŬˊŬɘŰɞɨɜŰŬɘ ɔɘŬ ɜŬ əŬɚɡűɗɞɨɜ ɞɘ ŮˊɘəɞɘɜɤɜɘŬəɏɠ ŬɜɎɔəŮɠ Űɖɠ 

ɞɛɎŭŬɠ-ůŰɧɢɞɡ.  

ȿȺɂȺȽɆ ȾȿȺȽȹȽȷ 

ȺˊɘəɞɘɜɤɜɘŬəɏɠ ȷɜɎɔəŮɠ, ȺˊɘəɞɘɜɤɜɘŬəɏɠ ȹŮɝɘɧŰɖŰŮɠ, ȺɟŬůɛɘəɞɑ űɞɘŰɖŰɏɠ, Ⱥɚɚɖɜɘəɐ ɤɠ 

ȹŮɨŰŮɟɖ ũɚɩůůŬ, ȺˊɑˊŮŭɞ ȷ1, ȺɗɜɞɔɟŬűɘəɧ ɀɞɜŰɏɚɞ.  

 

ABSTRACT 

In light of the consideration of the communication skills development as a dynamic process 

which is based on the satisfaction of the communication needs of the target groups and also 

includes representations of their daily routine, the current research focused on: a) the 

detection and the analysis of the communication needs of the Cyprus University of 

Technology Language Centre (CUT LC) Erasmus students in the Greek Language, based on 

the SPEAKING Ethnographical Model, and b) the conversion of the communication needs to 

communication skills (linguistic, digital, cultural) and awareness of the world. In the content 

of the research the opinions, views and experiences of the CUT LC Erasmus students were 

investigated, and in combination with the descriptors of the Common European Framework of 

Reference for Languages, A1 level and the TESOL Technology Standards Framework, the 

communication skills that were required in order to meet the communication needs of the 

target-group were defined.  

KEY WORDS 

Communication Needs, Communication Skills, Erasmus Students, Greek as a Second 

Language, A1 Level, Ethnographic Model.  
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1. ȺɘůŬɔɤɔɐ ï ŪŮɤɟɖŰɘəɧ ɈˊɧɓŬɗɟɞ  

Ɇəɞˊɧɠ Űɖɠ ˊŬɟɞɨůŬɠ ŮɟɔŬůɑŬɠ ŮɑɜŬɘ ɖ ˊŬɟɞɡůɑŬůɖ Űɤɜ ŮɟŮɡɜɖŰɘəɩɜ ŭɘŬŭɘəŬůɘɩɜ (2012-

2015) əŬɘ Űɤɜ ŬˊɞŰŮɚŮůɛɎŰɤɜ Űɞɡɠ, ŬɜŬűɞɟɘəɎ ɛŮ: Ŭ) Űɖɜ ŬɜɑɢɜŮɡůɖ Űɤɜ ŮˊɘəɞɘɜɤɜɘŬəɩɜ 

ŬɜŬɔəɩɜ Űɤɜ ȺɟŬůɛɘəɩɜ űɞɘŰɖŰɩɜ Űɞɡ Ⱦũ Űɞɡ ɇȺɄȷȾ əŬɘ ɓ) Űɖ ɛŮŰŬŰɟɞˊɐ Űɞɡɠ ůŮ Ůˊɘəɞɘ-

ɜɤɜɘŬəɏɠ ŭŮɝɘɧŰɖŰŮɠ (ɔɚɤůůɘəɏɠ, ˊɞɚɘŰɘůɛɘəɏɠ, ɣɖűɘŬəɏɠ) əŬɘ ɔɜɩůŮɘɠ Űɞɡ əɧůɛɞɡ. ũɘŬ Űɖɜ 

ŮˊɑŰŮɡɝɖ Űɤɜ ˊŬɟŬˊɎɜɤ ŬɝɘɞˊɞɘɐɗɖəŬɜ Űɞ ȺɗɜɞɔɟŬűɘəɧ ɀɞɜŰɏɚɞ (ɇɞəŬŰɚɑŭɞɡ, 2004: 162-

164) əŬɘ ŭɨɞ ɗŮɛŮɚɘɩŭɖ ŮɟɔŬɚŮɑŬ: Űɞ Ⱦɞɘɜɧ ȺɡɟɤˊŬɥəɧ ɄɚŬɑůɘɞ ȷɜŬűɞɟɎɠ ɔɘŬ Űɘɠ ũɚɩůůŮɠ 

(2001: 10-179) əŬɘ Űɞ TESOL Technology Standards Framework (2009). ȼ ɛŮɚɏŰɖ Űɖɠ Ůˊɘ-

əɞɘɜɤɜɑŬɠ ɏɢŮɘ ŭɘŮɡɗɡɜɗŮɑ əŬɘ -ŮˊɖɟŮŬɕɧɛŮɜɖ Ŭˊɧ Űɞɜ ɢɩɟɞ Űɖɠ ȺɗɜɞɔɟŬűɑŬɠ- ˊŮɟɘɚŬɛɓɎɜŮɘ 

ˊŬɟɎɔɞɜŰŮɠ ɧˊɤɠ: ˊɞɘɞɘ Ůˊɘəɞɘɜɤɜɞɨɜ, ˊɞɨ, ɛŮ ˊɞɘŬ ɛɏůŬ/əŬɜɎɚɘŬ, ɔɘŬ ˊɞɘɞ ůəɞˊɧ, ůŮ ˊɞɘɞ 

Űɧɜɞ, Űɘ əŮɘɛŮɜɘəɎ Ůɑŭɖ ɢɟɖůɘɛɞˊɞɘɞɨɜ, ɡˊɧ ˊɞɘŮɠ ůɡɜɗɐəŮɠ, ɛɏůɤ ˊɞɘŬɠ ŭɘŬŭɘəŬůɑŬɠ, ɛŮ ˊɞɘɞ 

ŬˊɞŰɏɚŮůɛŬ, ˊɩɠ ŭɞɛɞɨɜŰŬɘ ŰŬ ɛɖɜɨɛŬŰŬ, ˊɞɘŬ ɖ ůɢɏůɖ Űɤɜ ɛɖɜɡɛɎŰɤɜ ɛŮ ŰŬ ůɡɛűɟŬɕɧ-

ɛŮɜŬ əŬɘ Űɞ ˊɞɚɘŰɘůɛɘəɧ ˊɚŬɑůɘɞ əŬɘ ˊɞɘŮɠ ɞɘ ɜɧɟɛŮɠ ůɡɛˊŮɟɘűɞɟɎɠ (Hymes, 1989: 53-62). ɇŬ 

ˊŬɟŬˊɎɜɤ, ůŮ ůɡɜŭɡŬůɛɧ ɛŮ Űɖ ɗŮɛŮɚɘɩŭɖ ɗɏůɖ Űɞɡ Saussure ɧŰɘ çɖ ɔɚɩůůŬ ŮɑɜŬɘ Űɞ əɞɘɜɤ-

ɜɘəɧ ɛɏɟɞɠ Űɞɡ ɚɧɔɞɡ, ɏɝɤ Ŭˊɧ Űɞ ɎŰɞɛɞè (Saussure, 1979: 44), ɞɟɘɞɗɏŰɖůŬɜ Űɞɡɠ ɏɝɘ 

ˊɡɚɩɜŮɠ, ůŰɞɡɠ ɞˊɞɑɞɡɠ ůŰɖɟɑɢŰɖəŮ ɖ ˊŬɟɞɨůŬ ɏɟŮɡɜŬ. ɄɟɩŰɞɠ ˊɡɚɩɜŬɠ ɐŰŬɜ ɖ Ⱥˊɘəɞɘɜɤ-

ɜɘŬəɐ ȽəŬɜɧŰɖŰŬ (Hymes, 1972: 282-283) əŬɘ ɖ ŮɡɟɨŰŮɟɖ ˊŮɟɘŮɢɞɛɏɜɞɡ Ⱥ́ ɘəɞɘɜɤɜɘŬəɐ 

Ʉɟɞůɏɔɔɘůɖ, ɛŮ ɓŬůɘəɏɠ Ŭɟɢɏɠ (ɛŮŰŬɝɨ Ɏɚɚɤɜ) Űɖɜ ŮˊɘəɏɜŰɟɤůɖ ůŰɘɠ ŬɜɎɔəŮɠ Űɞɡ ɛŬɗɖŰɐ, 

Űɖɜ ŬɜɎ́Űɡɝɖ ŮˊɘəɞɘɜɤɜɘŬəɩɜ ŭŮɝɘɞŰɐŰɤɜ əŬɘ Űɖ ůɡɛɓɞɚɐ Űɞɡ əɞɘɜɤɜɘəɞˊɞɚɘŰɘůɛɘəɞɨ 

ˊɚŬɘůɑɞɡ (ɇɞəŬŰɚɑŭɞɡ, 2004: 106-109; Girard & Trim, 1996: 33,45,47). ȹŮɨŰŮɟɞɠ ˊɡɚɩɜŬɠ 

ɞɟɑůŰɖəŮ ɖ ɗŮɤɟɑŬ Űɖɠ ȾŬŰɎəŰɖůɖɠ/ȺəɛɎɗɖůɖɠ ɛɘŬɠ ŭŮɨŰŮɟɖɠ/ɝɏɜɖɠ ɔɚɩůůŬɠ (Krashen, 2002: 

12-39; Moss & Ross-Feldman, 2003), əŬŰɎ Űɖɜ ɞˊɞɑŬ ůɨɛűɤɜŬ ɛŮ Űɞɜ Brown (ɧˊ. ŬɜŬű. ůŰɞ 

ȸŬɟɚɞəɩůŰŬ & ɇɟɘŬɜŰŬűɡɚɚɑŭɞɡ, 2003: 17-18), əŬɗɞɟɘůŰɘəɏɠ ˊŬɟɎɛŮŰɟɞɘ ŮɑɜŬɘ ɞɘ ŬˊŬɜŰɐ-

ůŮɘɠ ˊɞɡ ˊɟɞəɨˊŰɞɡɜ ůŰŬ ŮɟɤŰɐɛŬŰŬ: ˊɞɘɞɠ; Űɘ; ˊɩɠ; ˊɧŰŮ; ˊɞɨ; ɔɘŬŰɑ; ɇŬ ˊŬɟŬˊɎɜɤ ŮɑɢŬɜ 

ɗŮɛŮɚɘɩŭɖ ɟɧɚɞ ůŰɖɜ ˊŬɟɞɨůŬ ɏɟŮɡɜŬ, əŬɗɩɠ ɖ ŭɘŮɟŮɨɜɖůɖ Űɞɡ ŬɜŰɘəŮɘɛɏɜɞɡ, ɏˊɟŮˊŮ ɜŬ 

çűɘɚŰɟŬɟɘůŰŮɑè Ŭˊɧ Űɞ ɗŮɤɟɖŰɘəɧ ŬɡŰɧ ˊɚŬɑůɘɞ. ȺˊɘˊɟɧůɗŮŰŬ, ŮɝŬɘŰɑŬɠ Űɞɡ ɔŮɔɞɜɧŰɞɠ ɧŰɘ ɖ 

ɔɚɤůůɘəɐ ŮˊɘəɞɘɜɤɜɑŬ ŮɑɜŬɘ ɛɑŬ ɓŬůɘəɐ ɛɞɟűɐ ŮˊɘəɞɘɜɤɜɑŬɠ, ŬɚɚɎ ɧɢɘ ɖ ɛɞɜŬŭɘəɐ (Ɇəɞɨɟ-

Űɞɡ, 2002:5), əŬɗɩɠ ůŰɖɜ ŮˊɘəɞɘɜɤɜɑŬ ɛŮŰɏɢɞɡɜ ɔɚɤůůɘəɎ, ˊŬɟŬɔɔɚɤůůɘəɎ əŬɘ ŮɝɤɔɚɤůůɘəɎ 

ůŰɞɘɢŮɑŬ (Mehrabian, 1972: 16-23) ɞɟɑůŰɖəŮ ɤɠ ŰɟɑŰɞɠ ˊɡɚɩɜŬɠ, ɖ ȹɘŬˊɞɚɘŰɘůɛɘəɧŰɖŰŬ əŬɘ ɖ 

ȾɞɘɜɤɜɘəɞˊɞɚɘŰɘůɛɘəɐ ũɜɩůɖ (ȾȺɄȷ, 2001: 119-121), əŬɗɩɠ ŬɜɘɢɜŮɨŰɖəŬɜ (əŬɘ) ɞɘ ŬɜɎɔəŮɠ 

Űɤɜ ɡˊɞəŮɘɛɏɜɤɜ ŬɜŬűɞɟɘəɎ ɛŮ Űɖ ɔɜɩůɖ ɐ/əŬɘ ɢɟɐůɖ ˊɞɚɘŰɘůɛɘəɩɜ ůŰɞɘɢŮɑɤɜ ůŮ Ⱦɨˊɟɞ əŬɘ 

ȺɚɚɎŭŬ. ɇɏŰŬɟŰɞɠ ˊɡɚɩɜŬɠ ɐŰŬɜ ɖ ɗŮɤɟɑŬ ȷɜɑɢɜŮɡůɖɠ əŬɘ ȷɜɎɚɡůɖɠ Űɤɜ ȺˊɘəɞɘɜɤɜɘŬəɩɜ 

ȷɜŬɔəɩɜ, ɞɘ ɞˊɞɑŮɠ ůŰɖɜ ˊŬɟɞɨůŬ ɏɟŮɡɜŬ ɞɟɑůŰɖəŬɜ ɤɠ ɞɘ ŮˊɘəɞɘɜɤɜɘŬəɏɠ ŭŮɝɘɧŰɖŰŮɠ 

(ɔɚɤůůɘəɏɠ, ˊɞɚɘŰɘůɛɘəɏɠ, ɣɖűɘŬəɏɠ) əŬɘ ɞɘ ɔɜɩůŮɘɠ Űɞɡ əɧůɛɞɡ (çəŬŰŬɜŮɛɖɛɏɜŮɠ» ůŰɘɠ ɞəŰɩ 
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ůɡɜɘůŰɩůŮɠ Űɞɡ SPEAKING), ˊɞɡ ŬˊŬɘŰɞɨɜŰŬɘ ɔɘŬ ŬˊɞŰŮɚŮůɛŬŰɘəɐ ŮˊɘəɞɘɜɤɜɑŬ. ȺɑɜŬɘ əɞɘɜɐ 

ˊŬɟŬŭɞɢɐ ɧŰɘ ɖ ŮəɛɎɗɖůɖ ɛɘŬɠ ɔɚɩůůŬɠ ɤɠ ŭŮɨŰŮɟɖɠ/ɝɏɜɖɠ ŮɑɜŬɘ ŬˊɞŰŮɚŮůɛŬŰɘəɧŰŮɟɖ, ɧŰŬɜ 

Űɞ ɔɚɤůůɘəɧ ˊɟɧɔɟŬɛɛŬ ɓŬůɑɕŮŰŬɘ ůŰŬ ŬˊɞŰŮɚɏůɛŬŰŬ Űɖɠ ŬɜɎɚɡůɖɠ Űɤɜ ŮˊɘəɞɘɜɤɜɘŬəɩɜ 

ŬɜŬɔəɩɜ Űɖɠ ɞɛɎŭŬɠ-ůŰɧɢɞɡ (ȾȺɄȷ, 2001: 67), ɛɘŬ ŭɘŬŭɘəŬůɑŬ, Űɖɠ ɞˊɞɑŬɠ Űɞ ŬˊɞŰɏɚŮůɛŬ 

əŬɗɞɟɑɕŮɘ Űɘɠ ŬˊŬɟŬɑŰɖŰŮɠ ŮˊɘəɞɘɜɤɜɘŬəɏɠ ŭŮɝɘɧŰɖŰŮɠ əŬɘ əŬŰȭ ŮˊɏəŰŬůɖ ŰŬ ɢŬɟŬəŰɖɟɘůŰɘəɎ 

Űɞɡ ɔɚɤůůɘəɞɨ ˊɟɞɔɟɎɛɛŬŰɞɠ (ɇɞəŬŰɚɑŭɞɡ, 2003: 143; Huhta et. al. 2013: 1,3,5; Li , 2014: 

1869; Van den Branden, 2016: 241). ɆŰɖɜ ˊŬɟɞɨůŬ ɏɟŮɡɜŬ ɡɘɞɗŮŰɐɗɖəŮ Űɞ ȺɗɜɞɔɟŬűɘəɧ 

ɀɞɜŰɏɚɞ ȷɜɑɢɜŮɡůɖɠ əŬɘ ȷɜɎɚɡůɖɠ Űɤɜ ȺˊɘəɞɘɜɤɜɘŬəɩɜ ȷɜŬɔəɩɜ (ɇɞəŬŰɚɑŭɞɡ, 2004: 162-

167), Űɞ ɞˊɞɑɞ ɓŬůɑɕŮŰŬɘ ůŰɞ ŮɗɜɞɔɟŬűɘəɧ ɛɞɜŰɏɚɞ SPEAKING Űɞɡ Hymes əŬɘ ŬˊɞůəɞˊŮɑ 

ůŰɖɜ ŬɜŬɕɐŰɖůɖ əŬɘ Űɞɜ ˊɟɞůŭɘɞɟɘůɛɧ Űɤɜ ˊɚɖɟɞűɞɟɘɩɜ ŬɜɎ əŬŰɖɔɞɟɑŮɠ, ˊɞɡ ŬɜŰɘůŰɞɘɢɞɨɜ 

ůŰɘɠ ɞəŰɩ ůɡɜɘůŰɩůŮɠ Űɞɡ ŮˊɘəɞɘɜɤɜɘŬəɞɨ ɔŮɔɞɜɧŰɞɠ, ɤɠ Ůɝɐɠ: Settings: ɄɚŬɑůɘɞ əŬɘ ɖ 

ůəɖɜɐ, Participants: ɆɡɛɛŮŰɏɢɞɜŰŮɠ, Ends: Ɇəɞˊɧɠ Űɖɠ ŮˊɘəɞɘɜɤɜɑŬɠ, Acts sequence: ɆŮɘɟɎ 

Űɤɜ ɔŮɔɞɜɧŰɤɜ, Key: ɉɟɖůɘɛɞˊɞɘɞɨɛŮɜɞɠ Űɧɜɞɠ, Instrumentalities: ɀɏůŬ/əŬɜɎɚɘŬ Ůˊɘəɞɘɜɤ-

ɜɑŬɠ, Norms: ɁɧɟɛŮɠ ůɡɛˊŮɟɘűɞɟɎɠ əŬɘ Genre: Ⱥɑŭɞɠ ɚɧɔɞɡ. ȾŬɗɩɠ ɞɘ ŮˊɘəɞɘɜɤɜɘŬəɏɠ 

ŬɜɎɔəŮɠ ŭŮɜ ůɡɜɑůŰŬŰŬɘ ɜŬ ŭɘŮɟŮɡɜɩɜŰŬɘ ŬˊɞəɚŮɘůŰɘəɎ ɛɏůɤ Űɤɜ ŬˊɧɣŮɤɜ əŬɘ ŮɛˊŮɘɟɘɩɜ Űɤɜ 

ɡˊɞəŮɘɛɏɜɤɜ Űɖɠ ɏɟŮɡɜŬɠ, ŬɚɚɎ ɜŬ ŬɜŬɕɖŰɞɨɜŰŬɘ əŬɘ ůŮ Ɏɚɚɞɡɠ ˊɚɖɟɞűɞɟɖŰɏɠ, ůŰɖɜ ˊŬɟɞɨůŬ 

ɏɟŮɡɜŬ Űɞ ˊŮɟɘŮɢɧɛŮɜɞ Űɤɜ ˊŮɟɘɔɟŬűɖŰɩɜ Űɞɡ Ⱦɞɘɜɞɨ ȺɡɟɤˊŬɥəɞɨ ɄɚŬɘůɑɞɡ ȷɜŬ-űɞɟɎɠ ɔɘŬ 

Űɘɠ ũɚɩůůŮɠ, Ůˊɘˊɏŭɞɡ ȷ1 (2001: 10-179) əŬɘ Űɞɡ TESOL (2009), ŬˊɞŰɏɚŮůŬɜ Űɞɜ ˊɏɛˊŰɞ 

ˊɡɚɩɜŬ. ɇŮɚŮɡŰŬɑɞɠ ˊɡɚɩɜŬɠ ɐŰŬɜ ɖ ȺəˊŬɑŭŮɡůɖ Ⱥɜɖɚɑəɤɜ. Ƀ ȾɞɡɚŬɞɡɕɑŭɖɠ (2015: 60-62), 

ˊŬɟŬɗɏŰŮɘ Űɘɠ ŬˊɧɣŮɘɠ Űɤɜ ɗŮɤɟɖŰɘəɩɜ Űɖɠ ŮəˊŬɑŭŮɡůɖɠ Ůɜɖɚɑəɤɜ, Rogers əŬɘ Jarvis, ɞɘ 

ɞˊɞɑɞɘ Űɞɜɑɕɞɡɜ Űɖ ůɖɛŬůɑŬ Űɖɠ ůɡɛɓɞɚɐɠ Űɖɠ ɘəŬɜɞˊɞɑɖůɖɠ Űɤɜ ŬɜŬɔəɩɜ ɐ/əŬɘ 

ŮɜŭɘŬűŮɟɧɜŰɤɜ Űɤɜ Ůɜɖɚɑəɤɜ ůŰɖ ɛɎɗɖůɐ Űɞɡɠ, Ůɜɩ ɞɘ ɔɚɤůůɘəɏɠ ŬɜɎɔəŮɠ ůŰɖɜ ŮəɛɎɗɖůɖ 

ɛɘŬɠ ɔɚɩůůŬɠ Ŭˊɧ ŮɜɐɚɘəŮɠ ˊɟɞůŭɘɞɟɑɕɞɜŰŬɘ ŬɜŬɚɡŰɘəɎ Ŭˊɧ Űɞɜ Richterich (1972).  

ɆŰɞ ůɖɛŮɑɞ ŬɡŰɧ ŬɝɑɕŮɘ ɜȭ ŬɜŬűŮɟɗŮɑ ɞ ɚɧɔɞɠ ˊɞɡ ɞŭɐɔɖůŮ ůŰɖɜ ŬɜŬɔəŬɘɧŰɖŰŬ ˊɟŬɔɛŬŰɞ-

ˊɞɑɖůɖɠ Űɖɠ ůɡɔəŮəɟɘɛɏɜɖɠ ɏɟŮɡɜŬɠ əŬɘ ɐŰŬɜ ɖ ˊɟɞůɤˊɘəɐ ˊɟɞůˊɎɗŮɘŬ Ůˊɑɚɡůɖɠ Ůɜɧɠ ŭɘˊɚɞɨ 

ŮəˊŬɘŭŮɡŰɘəɞɨ ˊɟɞɓɚɐɛŬŰɞɠ/əŮɜɞɨ: Ŭ) Űɖɠ ŬɜɡˊŬɟɝɑŬɠ ŮɟŮɡɜɖŰɘəɩɜ ŭŮŭɞɛɏɜɤɜ, ˊɞɡ ɜŬ 

ɢŬɟŰɞɔɟŬűɞɨɜ Űɘɠ ŮˊɘəɞɘɜɤɜɘŬəɏɠ ŬɜɎɔəŮɠ Űɖɠ ůɡɔəŮəɟɘɛɏɜɖɠ ɞɛɎŭŬɠ-ůŰɧɢɞɡ, əŬɘ Ůɜ ůɡɜŮ-

ɢŮɑŬ ɜŬ əŬɗɞɟɑɕɞɡɜ Űɘɠ ŬˊŬɟŬɑŰɖŰŮɠ ŮˊɘəɞɘɜɤɜɘŬəɏɠ ŭŮɝɘɧŰɖŰŮɠ əŬɘ ɔɜɩůŮɘɠ Űɞɡ əɧůɛɞɡ əŬɘ 

ɓ) Űɖɠ ŬɜɡˊŬɟɝɑŬɠ ɓɘɓɚɑɤɜ/ŮɔɢŮɘɟɘŭɑɤɜ, ˊɞɡ ɗŬ ɛˊɞɟɞɨůŬɜ ɜŬ ɢɟɖůɘɛɞˊɞɘɖɗɞɨɜ ŬˊɞŰŮɚŮůɛŬ-

ŰɘəɎ, ɔɘŬ Űɖɜ ŮəɛɎɗɖůɖ Űɖɠ Ůɚɚɖɜɘəɐɠ ɤɠ ŭŮɨŰŮɟɖɠ ɔɚɩůůŬɠ, Ŭˊɧ Űɞɡɠ ȺɟŬůɛɘəɞɨɠ űɞɘŰɖŰɏɠ.  

ɇŬ ˊɟɞŬɜŬűŮɟɧɛŮɜŬ, əŬɗɧɟɘůŬɜ ŰŬ ŮɟŮɡɜɖŰɘəɎ ŮɟɤŰɐɛŬŰŬ Űɖɠ ˊŬɟɞɨůŬɠ ɏɟŮɡɜŬɠ:  

1. ɄɞɘŮɠ ŮɑɜŬɘ ɞɘ ŮˊɘəɞɘɜɤɜɘŬəɏɠ ŬɜɎɔəŮɠ Űɤɜ ȺɟŬůɛɘəɩɜ űɞɘŰɖŰɩɜ Űɞɡ Ⱦũ Űɞɡ ɇȺɄȷȾ 

ůŰɖɜ Ůɚɚɖɜɘəɐ ɔɚɩůůŬ;  
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2. ɄɞɘŮɠ ŮɑɜŬɘ ɞɘ ŮˊɘəɞɘɜɤɜɘŬəɏɠ ŭŮɝɘɧŰɖŰŮɠ (ɔɚɤůůɘəɏɠ, ˊɞɚɘŰɘůɛɘəɏɠ əŬɘ ɣɖűɘŬəɏɠ) əŬɘ ɞɘ 

ɔɜɩůŮɘɠ Űɞɡ əɧůɛɞɡ, ˊɞɡ ŬˊŬɘŰɞɨɜŰŬɘ ɔɘŬ ɜŬ ɘəŬɜɞˊɞɘɖɗɞɨɜ ɞɘ ŮˊɘəɞɘɜɤɜɘŬəɏɠ ŬɜɎɔəŮɠ 

Űɤɜ ȺɟŬůɛɘəɩɜ űɞɘŰɖŰɩɜ Űɞɡ Ⱦũ Űɞɡ ɇȺɄȷȾ, ůŰɖɜ Ůɚɚɖɜɘəɐ ɔɚɩůůŬ;  

 

2. ɀŮɗɞŭɞɚɞɔɑŬ Űɖɠ ɏɟŮɡɜŬɠ  

ȼ ˊŬɟɞɨůŬ ɏɟŮɡɜŬ ɢŬɟŬəŰɖɟɑɕŮŰŬɘ ɏɟŮɡɜŬ-ŭɟɎůɖ, ůɡɛɛŮŰɞɢɘəɐ, (Cohen & Manion, 1994: 

258), ́ ŮɟɘɔɟŬűɘəɐ
1
 əŬɘ ŮűŬɟɛɞůɛɏɜɖ (ɇůɞˊɎɜɞɔɚɞɡ, 2000: 26, 28). 

2.1. Ƀɘ űɎůŮɘɠ Űɖɠ ɏɟŮɡɜŬɠ  

  

ūɎůŮɘɠ: ūɎůɖ ȷ ūɎůɖ ȸ  ūɎůɖ ũ 

ȹɘɎɟəŮɘŬ: 2012 2013-2014  2014-2015 

ɆɡɛɛŮŰɏ-

ɢɞɜŰŮɠ/ 

ˊɚɖɟɞűɞ- 

ɟɖŰɏɠ: 

10 Ůɟ. űɞɘŰɖŰɏɠ 

(ŭɘŬűɧɟɤɜ Ɇɢɞɚɩɜ Űɞɡ 

ɇȺɄȷȾ əŬɘ ɢɤɟɩɜ 

ˊɟɞɏɚŮɡůɖɠ). 

30 Ůɟ. űɞɘŰɖŰɏɠ 

(ŭɘŬűɧɟɤɜ Ɇɢɞɚɩɜ Űɞɡ 

ɇȺɄȷȾ əŬɘ ɢɤɟɩɜ 

ˊɟɞɏɚŮɡůɖɠ). 

 15 Ůɟ. űɞɘŰɖŰɏɠ 

(ŭɘŬűɧɟɤɜ Ɇɢɞɚɩɜ Űɞɡ ɇȺɄȷȾ 

əŬɘ ɢɤɟɩɜ ˊɟɞɏɚŮɡůɖɠ). 

ȳɟɔŬɜŬ 

ůɡɚɚɞɔɐɠ 

ˊɚɖɟɞűɞɟɘɩɜ: 

ūɨɚɚɞ ȾŬŰŬɔɟŬűɐɠ 

ȺˊɘəɞɘɜɤɜɘŬəɩɜ ȷɜŬɔəɩɜ 

(ūȾȺȷ) 

ȺɜɧŰɖŰŬ: ȼ əŬɗɖɛŮɟɘɜɧŰɖŰŬ 

ɛɞɡ.  

ȾȺɄȷ TESOL 

 ȺɟɤŰɖɛŬŰɞɚɧɔɘɞ ȷ 

 

ȷˊɞŰŮɚɏ-

ůɛŬŰŬ: 

ȺˊɘəɞɘɜɤɜɘŬəɏɠ ȷɜɎɔəŮɠ: 

ŭɘŬŰɡˊɤɛɏɜŮɠ Ŭˊɧ: ŰŬ 

ɡˊɞəŮɑɛŮɜŬ Űɖɠ ɏɟŮɡɜŬɠ.  

 

ȺˊɘəɞɘɜɤɜɘŬəɏɠ ȷɜɎɔəŮɠ: 

ŭɘŬŰɡˊɤɛɏɜŮɠ Ŭˊɧ: ŰŬ 

ɡˊɞəŮɑɛŮɜŬ Űɖɠ ɏɟŮɡɜŬɠ əŬɘ 

ȾȺɄȷ & TESOL. 

 ȺˊɘəɞɘɜɤɜɘŬəɏɠ ȷɜɎɔəŮɠ:  

ȷ) ůɡɜɘůŰɩůŮɠ Űɞɡ SPEAKING 

ȸ) ɣɖűɘŬəɏɠ ŭŮɝɘɧŰɖŰŮɠ  

ũ) ɔɜɩůŮɘɠ Űɞɡ əɧůɛɞɡ  

Ɇəɞˊɧɠ:  ȹɘŮɟŮɨɜɖůɖ 1
ɞɡ

 Ůɟ. Ůɟ. ȺˊŬɜŬŭɘŮɟŮɨɜɖůɖ 1
ɞɡ

 Ůɟ. Ůɟ.  ȹɘŮɟŮɨɜɖůɖ 2
ɞɡ

 Ůɟ. Ůɟ. 

ɄɑɜŬəŬɠ 1: ũŮɜɘəɏɠ ˊɚɖɟɞűɞɟɑŮɠ ɔɘŬ Űɖɜ ɏɟŮɡɜŬ. 

ȳˊɤɠ űŬɑɜŮŰŬɘ ůŰɞɜ ˊŬɟŬˊɎɜɤ ˊɑɜŬəŬ, ɖ ɏɟŮɡɜŬ ŭɘɐɟəŮůŮ Ŭˊɧ Űɞ 2012 ɛɏɢɟɘ Űɞ 2015 əŬɘ 

ˊɟŬɔɛŬŰɞˊɞɘɐɗɖəŮ ůŮ ŰɟŮɘɠ űɎůŮɘɠ, əŬɗŮɛɘɎ Ŭˊɧ Űɘɠ ɞˊɞɑŮɠ ŬˊɞůəɞˊɞɨůŮ ůŰɖ ŭɘŮɟŮɨɜɖůɖ 

ɐ/əŬɘ ŮˊŬɜŬŭɘŮɟŮɨɜɖůɖ Ůɜɧɠ Ůə Űɤɜ ŮɟŮɡɜɖŰɘəɩɜ ŮɟɤŰɖɛɎŰɤɜ. ɆŮ əɎɗŮ ŮɟŮɡɜɖŰɘəɐ űɎůɖ 

ůɡɛɛŮŰŮɑɢŬɜ ɧɚɞɘ ɞɘ űɞɘŰɖŰɏɠ Űɞɡ ŮəɎůŰɞŰŮ çȺɟŬůɛɘəɞɨ ɄɟɞɔɟɎɛɛŬŰɞɠ Ⱥɚɚɖɜɘəɐɠ ũɚɩůůŬɠ 

əŬɘ ɄɞɚɘŰɘůɛɞɨ Ƚè, Űɞɡ ȾɏɜŰɟɞɡ ũɚɤůůɩɜ Űɞɡ ɇȺɄȷȾ. ȾŬŰɎ Űɖɜ ȷȭ űɎůɖ (2012), ɞɘ ŭɏəŬ 

ȺɟŬůɛɘəɞɑ űɞɘŰɖŰɏɠ ůɡɛˊɚɐɟɤɜŬɜ (əŬŰɎ Űɞ ˊɟɩŰɞ ɛɎɗɖɛŬ) Űɞ ūȾȺȷ, əŬŰɧˊɘɜ ůɡɕɐŰɖůɖɠ 

əŬɘ ŮɡŬɘůɗɖŰɞˊɞɑɖůɖɠ ɔɨɟɤ Ŭˊɧ Űɞ ɗɏɛŬ. ȼ ŭɘŬŭɘəŬůɑŬ ŬɡŰɐ əŬŰɏɚɖɝŮ ůŰɖɜ ŬɜɑɢɜŮɡůɖ Űɖɠ 

çˊɟɩŰɖɠ ɨɚɖɠè əŬɘ ůŰɖ ŭɘŬˊɑůŰɤůɖ ɧŰɘ ɞɘ ŮˊɘəɞɘɜɤɜɘŬəɏɠ ŬɜɎɔəŮɠ Űɤɜ ɡˊɞəŮɘɛɏɜɤɜ Űɖɠ 

ɏɟŮɡɜŬɠ ŮɑɜŬɘ əŬŰɎ ˊɚŮɘɞɣɖűɑŬ ˊŬɟɧɛɞɘŮɠ. ȷəɞɚɞɨɗɤɠ, ɖ ŬɜŬɕɐŰɖůɖ ɡɚɘəɞɨ ŮəɛɎɗɖůɖɠ Űɖɠ 

Ůɚɚɖɜɘəɐɠ ɤɠ ŭŮɨŰŮɟɖɠ ɔɚɩůůŬɠ ɔɘŬ Űɖ ůɡɔəŮəɟɘɛɏɜɖ ɞɛɎŭŬ-ůŰɧɢɞ əŬŰɏŭŮɘɝŮ ɧŰɘ ɞɘ Ůˊɘəɞɘɜɤ-

ɜɘŬəɏɠ ŬɜɎɔəŮɠ Űɖɠ ŭŮɜ ɏɢɞɡɜ ŭɘŮɟŮɡɜɖɗŮɑ əŬɘ əŬŰô ŮˊɏəŰŬůɖ ŰŬ ɡűɘůŰɎɛŮɜŬ ŮɔɢŮɘɟɑŭɘŬ/ɓɘɓɚɑŬ 

ŭŮɜ ɛˊɞɟɞɨɜ ɜŬ Ŭɝɘɞˊɞɘɖɗɞɨɜ ŬˊɞŰŮɚŮůɛŬŰɘəɎ. ȰŰůɘ, əɟɑɗɖəŮ ŬɜŬɔəŬɑŬ ɖ ůɡůŰɖɛŬŰɘəɐ 

ŭɘŮɟŮɨɜɖůɖ Űɤɜ ŮˊɘəɞɘɜɤɜɘŬəɩɜ ŬɜŬɔəɩɜ Űɤɜ ȺɟŬůɛɘəɩɜ űɞɘŰɖŰɩɜ. ȾŬŰɎ Űɖ ŭɘɎɟəŮɘŬ Űɖɠ 

ȸȭ űɎůɖɠ Űɖɠ ɏɟŮɡɜŬɠ (2013-2014), ůŰɞ ˊɚŬɑůɘɞ Űɞɡ ˊɟɩŰɞɡ ɛŬɗɐɛŬŰɞɠ əɎɗŮ ŮɓŭɞɛɎŭŬɠ 

ɇŬəŰɞˊɞɑɖůɖ ŭŮŭɞɛɏɜɤɜ: SPEAKING  
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ˊɟŬɔɛŬŰɞˊɞɘɞɨɜŰŬɜ ɖ ŮɜɧŰɖŰŬ ȼ ȾŬɗɖɛŮɟɘɜɧŰɖŰɎ ɛɞɡ, əŬŰɎ Űɖɜ ɞˊɞɑŬ ɞɘ ŰɟɘɎɜŰŬ ȺɟŬůɛɘəɞɑ 

űɞɘŰɖŰɏɠ ˊŮɟɘɏɔɟŬűŬɜ ŰŬ ŮˊɘəɞɘɜɤɜɘŬəɎ ɔŮɔɞɜɧŰŬ, ůŰŬ ɞˊɞɑŬ ŮɛˊɚɏəɞɜŰŬɜ əŬŰɎ Űɖɜ 

ˊɟɞɖɔɞɨɛŮɜɖ ŮɓŭɞɛɎŭŬ. ɇŬ ŭŮŭɞɛɏɜŬ ŰɨɔɢŬɜŬɜ Űɖɠ ŬˊŬɟŬɑŰɖŰɖɠ ŮˊŮɝŮɟɔŬůɑŬɠ, «ŰŬəŰɞˊɞɘɖ-

ɛɏɜŬ» Ŭ) ůŰɘɠ ɞəŰɩ ůɡɜɘůŰɩůŮɠ Űɞɡ ȺɗɜɞɔɟŬűɘəɞɨ ɛɞɜŰɏɚɞɡ SPEAKING, ɓ) ůŰɞɡɠ ŬɜŰɑůŰɞɘ-

ɢɞɡɠ ˊŮɟɘɔɟŬűɖŰɏɠ Űɞɡ ȾȺɄȷ Ůˊɘˊɏŭɞɡ ȷ1 əŬɘ Űɞɡ TESOL əŬɘ ɔ) ůŰɖɜ əŬŰɖɔɞɟɑŬ çɔɜɩůŮɘɠ 

Űɞɡ əɧůɛɞɡè. ɀŮ Űɞ Űɏɚɞɠ Űɤɜ ˊɟɞŬɜŬűŮɟɧɛŮɜɤɜ ŭɘŬŭɘəŬůɘɩɜ, ŭɖɛɘɞɡɟɔɐɗɖəŮ ɛɑŬ ŰɟɎˊŮɕŬ 

ɡɚɘəɞɨ ɛŮ Űɘɠ ŮˊɘəɞɘɜɤɜɘŬəɏɠ ŬɜɎɔəŮɠ (ɔɚɤůůɘəɏɠ, ˊɞɚɘŰɘůɛɘəɏɠ, ɣɖűɘŬəɏɠ əŬɘ ɔɜɩůŮɘɠ Űɞɡ 

əɧůɛɞɡ) Űɤɜ ɡˊɞəŮɘɛɏɜɤɜ Űɖɠ ɏɟŮɡɜŬɠ. ȼ ȸȭ űɎůɖ Űɖɠ ɏɟŮɡɜŬɠ əŬŰɏɚɖɝŮ ůŰɖɜ ŮˊŬɜŬŭɘŮ-

ɟŮɨɜɖůɖ Űɞɡ 1
ɞɡ

 ŮɟŮɡɜɖŰɘəɞɨ ŮɟɤŰɐɛŬŰɞɠ. ȾŬŰɎ Űɖ ũȭ űɎůɖ Űɖɠ ɏɟŮɡɜŬɠ (2014-2015) 

ŭɖɛɘɞɡɟɔɐɗɖəŮ Űɞ ȺɟɤŰɖɛŬŰɞɚɧɔɘɞ ȷ, ůŰɞ ɞˊɞɑɞ ŮɛűŬɜɘɕɧŰŬɜ ɛŮ Űɖ ɛɞɟűɐ check list Űɞ 

ˊŮɟɘŮɢɧɛŮɜɞ Űɤɜ ŬˊɞŰŮɚŮůɛɎŰɤɜ Űɖɠ űɎůɖɠ ȸ. ȷɜŬɚɡŰɘəɧŰŮɟŬ: Ƀɘ ŭŮəŬˊɏɜŰŮ ȺɟŬůɛɘəɞɑ 

űɞɘŰɖŰɏɠ ůɡɛˊɚɐɟɤɜŬɜ (ɛŮŰɎ Űɖɜ ɞɚɞəɚɐɟɤůɖ Űɞɡ ˊɟɞɔɟɎɛɛŬŰɞɠ) Űɞ ȺɟɤŰɖɛŬŰɞɚɧɔɘɞ ȷ, 

ɛɏůɤ Űɞɡ ɞˊɞɑɞɡ ůɖɛŮɑɤɜŬɜ Űɘɠ ŮˊɘəɞɘɜɤɜɘŬəɏɠ ŭŮɝɘɧŰɖŰŮɠ (ɔɚɤůůɘəɏɠ, ˊɞɚɘŰɘůɛɘəɏɠ əŬɘ 

ɣɖűɘŬəɏɠ), əŬɗɩɠ əŬɘ Űɘɠ ɔɜɩůŮɘɠ Űɞɡ əɧůɛɞɡ, ˊɞɡ ɢɟŮɘɎůŰɖəŬɜ ůŰɞ ˊɚŬɑůɘɞ Űɖɠ əŬɗɖɛŮɟɘɜɧ-

ŰɖŰɎɠ Űɞɡɠ, əŬŰɎ Űɖ ŭɘɎɟəŮɘŬ Űɖɠ ˊŬɟŬɛɞɜɐɠ Űɞɡɠ ůŰɖɜ Ⱦɨˊɟɞ. ɀŮŰɎ Űɖɜ ŰŬəŰɞˊɞɑɖůɖ Űɤɜ 

ŭŮŭɞɛɏɜɤɜ ˊɟɞɏəɡɣŮ ɛɑŬ ŰɟɎˊŮɕŬ ɡɚɘəɞɨ ɛŮ ɧɚŬ ŰŬ ŬˊŬɟŬɑŰɖŰŬ ůŰɞɘɢŮɑŬ (ŮˊɘəɞɘɜɤɜɘŬəɏɠ 

ŭŮɝɘɧŰɖŰŮɠ əŬɘ ɔɜɩůŮɘɠ Űɞɡ əɧůɛɞɡ). ȼ ũȭ űɎůɖ Űɖɠ ɏɟŮɡɜŬɠ əŬŰɏɚɖɝŮ ůŰɖ ŭɘŮɟŮɨɜɖůɖ Űɞɡ 

2
ɞɡ

 ŮɟŮɡɜɖŰɘəɞɨ ŮɟɤŰɐɛŬŰɞɠ. 

 

2.2. ȳɟɔŬɜŬ ůɡɚɚɞɔɐɠ Űɤɜ ˊɚɖɟɞűɞɟɘɩɜ  

ũɘŬ Űɖ ůɡɚɚɞɔɐ Űɤɜ ˊɚɖɟɞűɞɟɘɩɜ ŮűŬɟɛɧůŰɖəŮ ɖ ɛɏɗɞŭɞɠ Űɖɠ ɇɟɘɔɤɜɞˊɞɑɖůɖɠ (Cohen & 

Manion, 1994: 321-328), əŬɗɩɠ əŬŰŬůəŮɡɎůŰɖəŬɜ ŰɟɑŬ ɧɟɔŬɜŬ
2
, ŰŬ ɞˊɞɑŬ ŬˊŮɡɗɨɜɞɜŰŬɜ 

ůŰɞɡɠ ȺɟŬůɛɘəɞɨɠ űɞɘŰɖŰɏɠ Űɞɡ Ⱦũ Űɞɡ ɇȺɄȷȾ: Ŭ) Űɞ ūȾȺȷ, ɓ) ɖ ŮɜɧŰɖŰŬ: ȼ əŬɗɖɛŮɟɘ-

ɜɧŰɖŰɎ ɛɞɡ [ůɡɜɏɜŰŮɡɝɖ] əŬɘ ɔ) Űɞ ȺɟɤŰɖɛŬŰɞɚɧɔɘɞ ȷ. ɉɟɖůɘɛɞˊɞɘɐɗɖəŬɜ ɔɟŬˊŰɎ ŮɟɤŰɖɛŬ-

ŰɞɚɧɔɘŬ (Ŭ əŬɘ ɔ), əŬɗɩɠ ˊɟɧəŮɘŰŬɘ ɔɘŬ ɧɟɔŬɜŬ ůɡɚɚɞɔɐɠ Űɖɠ ˊɚɖɟɞűɞɟɑŬɠ ŮɨəɞɚŬ ůŰɖ 

ɢɟɐůɖ, ŰŬ ɞˊɞɑŬ ŮˊɘŰɟɏˊɞɡɜ Űɖ ůɡɚɚɞɔɐ ˊɚɖɟɞűɞɟɘɩɜ Ŭˊɧ ˊɞɚɚɎ ɎŰɞɛŬ ŰŬɡŰɧɢɟɞɜŬ 

(ȹɖɛɖŰɟɧˊɞɡɚɞɠ, 2001: 99), ŮɑɜŬɘ əɞɘɜɎ ɔɘŬ ɧɚŬ ŰŬ ɡˊɞəŮɑɛŮɜŬ Űɖɠ ɏɟŮɡɜŬɠ, ŮɝŬůűŬɚɑɕɞɡɜ 

ˊŮɟɘůůɧŰŮɟɖ ŮɚŮɡɗŮɟɑŬ əŬɘ ŬɡɗɞɟɛɖŰɘůɛɧ ůŰɘɠ ŬˊŬɜŰɐůŮɘɠ -ůɡɔəɟɘŰɘəɎ ɛŮ Űɖ ůɡɜɏɜŰŮɡɝɖ- 

(ūɑɚɘŬɠ, 2003: 147) əŬɘ ɏɢɞɡɜ ɡɣɖɚɧŰŮɟɖ ůɡɜɞɚɘəɐ ŬɝɘɞˊɘůŰɑŬ (Cohen & Manion, 1994: 

375). ȷɛűɧŰŮɟŬ Űɞ ūȾȺȷ əŬɘ Űɞ ȺɟɤŰɖɛŬŰɞɚɧɔɘɞ ȷ ŬɜŬˊŰɨɢɗɖəŬɜ ɛŮ ŰɏŰɞɘɞ Űɟɧˊɞ, ɩůŰŮ ŰŬ 

ŭŮŭɞɛɏɜŬ ˊɞɡ ɗŬ ˊɟɞɏəɡˊŰŬɜ ɜŬ ŮɝɡˊɖɟŮŰɞɨɜ Űɞɜ ůəɞˊɧ əŬɘ Űɞɡɠ Ůˊɘɛɏɟɞɡɠ ůŰɧɢɞɡɠ Űɖɠ 

ɏɟŮɡɜŬɠ (ŭɘŮɟŮɡɜɩɜŰŬɠ ŰŬ ŮɟŮɡɜɖŰɘəɎ ŮɟɤŰɐɛŬŰŬ) əŬɘ ˊŮɟɘŮɚɎɛɓŬɜŬɜ ŮɟɤŰɐůŮɘɠ ˊɞɡ ŮɑɜŬɘ 

ŬˊɞŭŮəŰɏɠ ůŮ əɞɘɜɤɜɘəɧ ŮˊɑˊŮŭɞ, ɗɏůɖ ˊɞɡ ɡˊɞůŰɖɟɑɕŮŰŬɘ Ůɡɟɏɤɠ (Keeves, 1997:479; ɄŬˊŬ-
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əɤɜůŰŬɜŰɑɜɞɡ, 1990: 103, 105). ȷəɞɚɞɡɗɩɜŰŬɠ Űɖ ɓŬůɘəɐ Ŭɟɢɐ ɧŰɘ ɖ ŬɜɎˊŰɡɝɖ ɞˊɞɘɞɡ-

ŭɐˊɞŰŮ ɔɚɤůůɘəɞɨ ˊɟɞɔɟɎɛɛŬŰɞɠ ˊɟɏˊŮɘ ɜŬ ŬˊɞŰŮɚŮɑ Űɞ ˊɟɞɥɧɜ Űɖɠ ŬɜɑɢɜŮɡůɖɠ əŬɘ ŬɜɎɚɡůɖɠ 

Űɤɜ ŮˊɘəɞɘɜɤɜɘŬəɩɜ ŬɜŬɔəɩɜ Űɖɠ ɞɛɎŭŬɠ-ůŰɧɢɞɡ (ɇɞəŬŰɚɑŭɞɡ, 2004: 209), Űɞ ūȾȺȷ ˊŮɟɘŮ-

ɚɎɛɓŬɜŮ ŭɨɞ ɔŮɜɘəɏɠ ŮɟɤŰɐůŮɘɠ ŬɜɞɘɢŰɞɨ Űɨˊɞɡ (ɕɖŰɞɨɛŮɜɞ: ɞɘ ŮˊɘəɞɘɜɤɜɘŬəɏɠ ŬɜɎɔəŮɠ) əŬɘ 

ɖ ȺɜɧŰɖŰŬ ȼ ȾŬɗɖɛŮɟɘɜɧŰɖŰɎ ɛɞɡ ŬˊɞŰŮɚŮɑŰɞ Ůə ɛɏɟɞɡɠ Űɤɜ űɞɘŰɖŰɩɜ, Ŭˊɧ ˊɟɞűɞɟɘəɐ 

ˊŬɟɞɡůɑŬůɖ Űɤɜ ŮɛˊŮɘɟɘɩɜ/ŮˊɘəɞɘɜɤɜɘŬəɩɜ ɔŮɔɞɜɧŰɤɜ Űɖɠ ˊɟɞɖɔɞɨɛŮɜɖɠ ŮɓŭɞɛɎŭŬɠ 

(ůɡɜɏɜŰŮɡɝɖ ɛŮ ŮɟɤŰɐůŮɘɠ ŬɜɞɘɢŰɞɨ Űɨˊɞɡ). ȼ Ůˊɘɚɞɔɐ Űɤɜ ůɡɔəŮəɟɘɛɏɜɤɜ ɛŮɗɧŭɤɜ ɡˊŬɔɞ-

ɟŮɨŰɖəŮ Ŭˊɧ Űɞ ɔŮɔɞɜɧɠ ɧŰɘ ŮˊɟɧəŮɘŰɞ ɔɘŬ Űɖ ŭɘŮɟŮɨɜɖůɖ Ůɜɧɠ ˊŮŭɑɞɡ, ɢɤɟɑɠ ˊɟɞɖɔɞɨɛŮɜŬ 

ŮɟŮɡɜɖŰɘəɎ ŭŮŭɞɛɏɜŬ. ȺɝɎɚɚɞɡ, ůŮ ŬɡŰɐ Űɖ űɎůɖ Űɖɠ ɏɟŮɡɜŬɠ, ůəɞˊɧɠ ɐŰŬɜ ɜŬ ŬɜɘɢɜŮɡŰɞɨɜ 

ɞɘ ŮˊɘəɞɘɜɤɜɘŬəɏɠ ŬɜɎɔəŮɠ Űɤɜ ɑŭɘɤɜ Űɤɜ űɞɘŰɖŰɩɜ, Űɘɠ ɞˊɞɑŮɠ ɗŬ ŮɝɏűɟŬɕŬɜ ŬɡɗɧɟɛɖŰŬ, 

ɞɟɔŬɜɩɜɞɜŰɎɠ Űɘɠ ɧˊɤɠ ŬɡŰɞɑ ŮˊɘɗɡɛɞɨůŬɜ əŬɘ ɢɤɟɑɠ Űɖɜ əŬɗɞŭɐɔɖůɖ ˊɞɡ Ůɜɏɢɞɡɜ ɞɘ 

ŮɟɤŰɐůŮɘɠ əɚŮɘůŰɞɨ Űɨˊɞɡ (ɧŰŬɜ ˊɟɧəŮɘŰŬɘ ɔɘŬ ŮɟɤŰɖɛŬŰɞɚɧɔɘɞ) ɐ ŰŬ ůɡɜŬəɧɚɞɡɗŬ Űɖɠ 

ˊŬɟɞɡůɑŬɠ Űɞɡ ůɡɜŮɜŰŮɡəŰɐ -ůŰɖɜ ˊŮɟɑˊŰɤůɖ Űɖɠ ůɡɜɏɜŰŮɡɝɖɠ- (ūɑɚɘŬɠ, 2003: 147, 154). 

ȷɜŬűɞɟɘəɎ ɛŮ Űɞ ȺɟɤŰɖɛŬŰɞɚɧɔɘɞ ȷ, ŬɡŰɧ ˊŮɟɘŮɚɎɛɓŬɜŮ ŮɜŮɜɐɜŰŬ ŰɏůůŮɟɘɠ ŮɟɤŰɐůŮɘɠ 

əɚŮɘůŰɞɨ Űɨˊɞɡ əŬɘ ɛɑŬ ŮɟɩŰɖůɖ ŬɜɞɘɢŰɞɨ Űɨˊɞɡ, ˊŬɟɏɢɞɜŰŬɠ ɏŰůɘ Űɖ ŭɡɜŬŰɧŰɖŰŬ ɏəűɟŬůɖɠ 

ɞˊɞɘŬůŭɐˊɞŰŮ ˊɚɖɟɞűɞɟɑŬɠ, ˊɞɡ ŭŮɜ ŮɑɢŮ ˊɟɞɓɚŮűɗŮɑ ůŰɘɠ əɚŮɘůŰɏɠ ŮɟɤŰɐůŮɘɠ (ūɑɚɘŬɠ, 2003: 

154-155). ȼ ɔɚɩůůŬ Űɤɜ ɞɟɔɎɜɤɜ ɐŰŬɜ ɖ Ŭɔɔɚɘəɐ (ɖ ɞˊɞɑŬ ɚŮɘŰɞɨɟɔɖůŮ ůŬɜ ɔɚɩůůŬ əɞɘɜɐɠ 

ůɡɜŮɜɜɧɖůɖɠ) əŬɘ ɢɟɖůɘɛɞˊɞɘɐɗɖəŮ Ŭˊɚɐ ŭɘŬŰɨˊɤůɖ, ɛŮ ɢɟɐůɖ Űɤɜ ɚɏɝŮɤɜ ůɨɛűɤɜŬ ɛŮ Űɖ 

ůɡɢɜɧŰŮɟɖ ůɖɛŬůɑŬ ˊɞɡ ɏɢɞɡɜ ůŰŬ ɚŮɝɘəɎ (Fraenkel, Wallen & Hyun, 2012: 30). Ⱥˊɑůɖɠ, 

ŬˊɞűŮɨɢɗɖəŬɜ əŬŰŮɡɗɡɜŰɐɟɘŮɠ, ˊŮɟɑˊɚɞəŮɠ əŬɘ ŬɟɜɖŰɘəɏɠ ŮɟɤŰɐůŮɘɠ (Cohen & Manion, 

1994: 136-137). ɄɏɟŬɜ ŰɞɨŰɤɜ, ɞɘ ŮɟɤŰɐůŮɘɠ ŭɘŬŰɡˊɩɗɖəŬɜ ůŮ ˊɟɞůɤˊɘəɧ Űɧɜɞ, əŬɗɩɠ ɧˊɤɠ 

ɡˊɞůŰɖɟɑɕŮŰŬɘ ɏŰůɘ ŮɛˊɚɏəŮŰŬɘ ˊŮɟɘůůɧŰŮɟɞ Űɞ ɡˊɞəŮɑɛŮɜɞ Űɖɠ ɏɟŮɡɜŬɠ, Ůɜɩ ˊŬɟɎɚɚɖɚŬ 

ɛŮɘɩɜɞɜŰŬɘ ɞɘ ɣɡɢɞɚɞɔɘəɏɠ ŬɜŰɘůŰɎůŮɘɠ əŬɘ ɞ ŭɘůŰŬɔɛɧɠ Űɞɡ, ɛŮ ŬˊɞŰɏɚŮůɛŬ ɜŬ ŮəɛŬɘŮɨɞɜŰŬɘ 

ˊɘɞ Ŭɚɖɗɘɜɏɠ ŬˊŬɜŰɐůŮɘɠ (ȸɎɛɓɞɡəŬɠ, 1988: 258). ȰɜŬ Ɏɚɚɞ ůɖɛŮɑɞ, ůŰɞ ɞˊɞɑɞ ŭɧɗɖəŮ ɘŭɘŬɑ-

ŰŮɟɖ ˊɟɞůɞɢɐ, ɐŰŬɜ ɖ ɏəŰŬůɖ Űɤɜ ɞɟɔɎɜɤɜ. ɀŮ ŭŮŭɞɛɏɜɞ Űɞ ɔŮɔɞɜɧɠ ɧŰɘ ɞ Ŭɟɘɗɛɧɠ Űɤɜ 

ŮɟɤŰɐůŮɤɜ əŬɗɞɟɑɕŮŰŬɘ Ŭˊɧ Űɖɜ ŮɝŬůűɎɚɘůɖ Űɤɜ ŮˊɘɗɡɛɖŰɩɜ ˊɚɖɟɞűɞɟɘɩɜ (ȹɖɛɖŰɟɧˊɞɡɚɞɠ, 

2001: 92) əŬɘ ɞɘ ŮɟɤŰɐůŮɘɠ əɚŮɘůŰɞɨ Űɨˊɞɡ ɛˊɞɟŮɑ ɜŬ ŮɑɜŬɘ ˊɞɚɚɏɠ, ɢɤɟɑɠ ɤůŰɧůɞ ɜŬ ŬˊŬɘŰɞɨɜ 

ˊŮɟɘůůɧŰŮɟɖ Ŭˊɧ ɛɘůɐ ɩɟŬ ůɡɛˊɚɐɟɤůɖɠ (Keeves, 1997: 479), ŬɜŬˊŰɨɢɗɖəŬɜ ŰŬ ɧɟɔŬɜŬ 

ůɡɚɚɞɔɐɠ Űɤɜ ˊɚɖɟɞűɞɟɘɩɜ. ȼ ůŮɘɟɎ Űɤɜ ŮɟɤŰɐůŮɤɜ ŬəɞɚɞɨɗɖůŮ Űɖɜ ŰŮɢɜɘəɐ Űɞɡ ɢɤɜɘɞɨ 

(ɄŬˊŬəɤɜůŰŬɜŰɑɜɞɡ, 1990: 106) əŬɘ ɏɔɘɜŮ ɞɛŬŭɞˊɞɑɖůɖ ˊŮɟɘŮɢɞɛɏɜɞɡ (ūɑɚɘŬɠ, 2003: 161).  
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3. ȷˊɞŰŮɚɏůɛŬŰŬ Űɖɠ ɏɟŮɡɜŬɠ 

 

ɆɢɐɛŬ 1: Ƀɘ ŮˊɘəɞɘɜɤɜɘŬəɏɠ ŬɜɎɔəŮɠ ˊɞɡ ŮɝɏűɟŬůŬɜ ŰŬ ɡˊɞəŮɑɛŮɜŬ Űɖɠ ɏɟŮɡɜŬɠ ŬɜɎ əŬŰɖɔɞɟɑŬ (ŮɟŮɡɜɖŰɘəɐ 

űɎůɖ ɏŰɞɡɠ: 2012, ŮɟɔŬɚŮɑɞ: ūȾȺȷ).
3
 

ȳˊɤɠ űŬɑɜŮŰŬɘ ůŰɞ ˊŬɟŬˊɎɜɤ ůɢɐɛŬ, ɞɘ ˊɚɖɟɞűɞɟɑŮɠ ˊɞɡ əŬŰɏɔɟŬɣŬɜ/ŭɐɚɤůŬɜ ŰŬ 

ɡˊɞəŮɑɛŮɜŬ Űɖɠ ɏɟŮɡɜŬɠ, Ŭűɞɟɞɨɜ: 49 ŮˊɘəɞɘɜɤɜɘŬəɏɠ ŭŮɝɘɧŰɖŰŮɠ (ɔɚɤůůɘəɏɠ, ɣɖűɘŬəɏɠ, 

ˊɞɚɘŰɘůɛɘəɏɠ), 11 Ůɑŭɖ ɚɧɔɞɡ, 4 əŬɜɎɚɘŬ/ɛɏůŬ ŮˊɘəɞɘɜɤɜɑŬɠ, 4 ɨűɖ, 5 ˊŮɟɘɓɎɚɚɞɜŰŬ 

ŮˊɘəɞɘɜɤɜɑŬɠ, 10 ɚŮɝɘəɎ ůɨɜɞɚŬ əŬɘ 7 ˊɞɚɘŰɘůɛɘəɎ ůŰɞɘɢŮɑŬ ï ɔɜɩůŮɘɠ Űɞɡ əɧůɛɞɡ.
 
ɆŰɞ 

ůɖɛŮɑɞ ŬɡŰɧ, ŭŮɜ ɔɑɜŮŰŬɘ ŬɜŬɚɡŰɘəɐ ˊŬɟɞɡůɑŬůɖ Űɞɡ ˊŮɟɘŮɢɞɛɏɜɞɡ əɎɗŮ əŬŰɖɔɞɟɑŬɠ, əŬɗɩɠ 

ŬɡŰɧ ŬˊɞŰɏɚŮůŮ Űɖɜ çˊɟɩŰɖ ɨɚɖè, ɖ ɞˊɞɑŬ ŰɟɞűɞŭɧŰɖůŮ Űɘɠ ŮˊɧɛŮɜŮɠ űɎůŮɘɠ Űɖɠ ɏɟŮɡɜŬɠ.  

Shopping at the Shopping Mall 

Settings: The Shopping Mall, Wednesday, 16:15.  

Participants:  1. The clients [The 4 Er. stud.], 2. The sales person [woman - 52 years old], 3. The cashier [man - 

31 years old] >> Typical, formal attitude/ atmosphere (between: the Er. stud. & the salesperson) 

 >> Friendly, informal attitude/ atmosphere (between: the Er. stud. & the cashier)  

Ends: (Outcomes) Skills:  
-To greet appropriately (time of the day, age of the 

interlocutor).  

-To understand simple/short announcements in shops 

(e.g. sales tickets). 

-To say that they donôt understand and ask for more 

clarifications.  

-To ask for a product (kind, colour, size etc.). 

-To ask for the price of a product.  

-To ask for the fitting room.  

-To ask for a discount, negotiate for a better price.  

-To make comments on the products (e.g. small/big, 

comfortable/uncomfortable) and on the price (e.g. 

expensive/ cheap) and ask for something else.  

-To indicate the way the want to pay (cash, visa card).  

-To buy cloths/ shoes/ accessories.  

-Tell their opinion to someone about something he/she 

tries on (cloths, shoes, accessories) 

-To report a defective product. 

Instrumentalities:   
a) Forms and styles of speech: Standard form of 

language, dialect types: formal and casual style.  

b) Channels/ means: Face to face communication, 

mobile phone.  

*  Verbal cues that can be used: (ORAL )  

Increase of the tone of the voiceƷ emphasizes a 

word/ phrase (e.g. ůŮ ɛŬɨɟɞ ɢɟɩɛŬ) 

Interjections (ɉɛ, ɀɛ) Ʒwondering, thinking, 

hesitation  

Interjections (ɋɤɤ! ɃɡɎɞɡ!) Ʒenthusiasm, 

excitement  

Interjections (ȾŬɚɧɞɞ!) Ʒ ñit suits you!ò 

ñFriendly wordsò (űɘɚɞɨɜ ɛɞɡ) Ʒ very friendly 

attitude  

** Nonverbal cues that can be used:  
Thumbs upƷ satisfaction (for getting a discount) 

Eyebrows upƷ surprised (by the high cost of a cloth 

item).  

Lips gathered & heat movement left and right Ʒ lack 

of understanding a phrase/ word.  

Head movement left and right Ʒ ñit doesnôt suit youò 

ɆŰɞ ŭɘˊɚŬɜɧ ůɢɐɛŬ 

ˊŮɟɘɚŬɛɓɎɜɞɜŰŬɘ ŰŬ 

ŭŮŭɞɛɏɜŬ ˊɞɡ 

ˊɟɞɏəɡɣŬɜ Ŭˊɧ Űɘɠ 

ŮɟɤŰɐůŮɘɠ ŬɜɞɘɢŰɞɨ 

Űɨˊɞɡ,. 

əŬŰɧˊɘɜ ŰŬəŰɞˊɞɑɖůɐɠ 

Űɞɡɠ Ŭˊɧ Űɖ ɔɟɎűɞɡůŬ, 

ůŮ ŮˊŰɎ əŬŰɖɔɞɟɑŮɠ. 
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Act sequence: The Er. stud. are at the Shopping Mall. There is a huge announcement about the shopôs offers 

outside a shop. They work together, putting down their knowledge, using an electronic dictionary (mobile 

phone), and they finally understand the meaning. The Er. stud. enter the shop, greet the salesperson and ask for 

some products (mentioning the colour, requesting the size as well the quality of the fabric). When they get them, 

they ask for the fitting room. They try the clothes/ shoes/ accessories on and make comments on them (e.g. 

regarding the size, the material they are made of, the price). One of the clothes they try on is defective, so they 

inform the salesperson about the defect. Once they choose what to buy, they ask the salesperson for its price and 

they comment on it (expensive). They try to get a discount. They choose what to buy and they pay for it after 

indicating the way they want to pay (visa card, cash). They greet the salesperson and the cashier and leave the shop. 

Key: The tone is: a) informal, friendly 

(between the Er. stud. and the cashier), b) 

formal, typical (between the Er. stud. and 

the sales person). 

Norms: a) Polite/typical /informal/friendly ways for greetings, b) 

Polite/typical /informal/friendly ways of asking for products, c) 

Indication of appreciation (because of a discount), d) Indication of 

showing that a product is expensive, not suitable, not nice, not 

confortable, defective.  

Genre: Greetings, clarifications, ñshop-

ping conversationò, (product request, 

comments on the product, negotiation, 

report [of a damaged product]. 

Digital skills: Use of electronic dictionaries.  

Word awareness: Shops working hours. 

 Rate of exchange between euro and the  

 currency of the country of origin. 

ɄɑɜŬəŬɠ 2: ȷɜɎɚɡůɖ Ůɜɧɠ Ŭˊɧ ŰŬ ŮˊɘəɞɘɜɤɜɘŬəɎ ɔŮɔɞɜɧŰŬ, ůŰŬ ɞˊɞɑŬ ŮɛˊɚɏəɞɜŰŬɘ ɞɘ ȺɟŬůɛɘəɞɑ űɞɘŰɖŰɏɠ ůŰɖɜ 

əŬɗɖɛŮɟɘɜɧŰɖŰɎ Űɞɡɠ (ŮɟŮɡɜɖŰɘəɐ űɎůɖ ŮŰɩɜ: 2013-2014). 

ȳˊɤɠ űŬɑɜŮŰŬɘ ůŰɞɜ ˊŬɟŬˊɎɜɤ ˊɑɜŬəŬ, ɛŮŰɎ Űɖ ŰŬəŰɞˊɞɑɖůɖ Űɤɜ ˊɚɖɟɞűɞɟɘɩɜ (ŮɟŮɡɜɖŰɘəɐ 

űɎůɖ ȸ) Űɞ ŮˊɘəɞɘɜɤɜɘŬəɧ ɔŮɔɞɜɧɠ çɊɤɜɑɕɞɜŰŬɠ ůŰɞ Ůɛˊɞɟɘəɧ əɏɜŰɟɞè ŬɜŬɚɨɗɖəŮ ůŰɘɠ Ůɝɐɠ 

ˊŬɟŬɛɏŰɟɞɡɠ: Ŭ) ɆɡɜɘůŰɩůŮɠ Űɞɡ SPEAKING  (ɉɤɟɞɢɟɞɜɘəɧ ˊɚŬɑůɘɞ, ɆɡɛɛŮŰɏɢɞɜŰŮɠ əŬɘ ɖ 

ɛŮŰŬɝɨ Űɞɡɠ ůɢɏůɖ, Ɇəɞˊɧɠ Űɖɠ ŮˊɘəɞɘɜɤɜɑŬɠ [<ŭŮɝɘɧŰɖŰŮɠ], ɆŮɘɟɎ Űɤɜ ˊɟɎɝŮɤɜ ɚɧɔɞɡ, 

ɇɧɜɞɠ, ɀɏůŬ/əŬɜɎɚɘŬ ȺˊɘəɞɘɜɤɜɑŬɠ, ɁɧɟɛŮɠ ůɡɛˊŮɟɘűɞɟɎɠ əŬɘ Ⱥɑŭɞɠ ɚɧɔɞɡ), ɓ) ɊɖűɘŬəɏɠ 

ŭŮɝɘɧŰɖŰŮɠ əŬɘ ɔ) ũɜɩůŮɘɠ Űɞɡ əɧůɛɞɡ. ȾŬŰȭ ŬɡŰɧɜ Űɞɜ Űɟɧˊɞ ˊɟɞɏəɡɣŮ ɖ ɢŬɟŰɞɔɟɎűɖůɖ 

Űɤɜ ŮˊɘəɞɘɜɤɜɘŬəɩɜ ŬɜŬɔəɩɜ Űɤɜ ȺɟŬůɛɘəɩɜ űɞɘŰɖŰɩɜ ɔɘŬ ŬˊɞŰŮɚŮůɛŬŰɘəɐ ŮˊɘəɞɘɜɤɜɑŬ 

ůŰɖɜ Ůɚɚɖɜɘəɐ ɔɚɩůůŬ, ůŰɞ ůɡɔəŮəɟɘɛɏɜɞ ŮˊɘəɞɘɜɤɜɘŬəɧ ɔŮɔɞɜɧɠ. ȼ ŭɘŬŭɘəŬůɑŬ ŬɡŰɐ ŮˊŬɜŬ-

ɚɐűɗɖəŮ ɔɘŬ ɧɚŬ ŰŬ ŮˊɘəɞɘɜɤɜɘŬəɎ ɔŮɔɞɜɧŰŬ, ůŰŬ ɞˊɞɑŬ ůɡɛɛŮŰŮɑɢŬɜ əŬɗɖɛŮɟɘɜɩɠ ɞɘ 

űɞɘŰɖŰɏɠ, əŬɘ ɏŰůɘ ŭɖɛɘɞɡɟɔɐɗɖəŬɜ Ůɑəɞůɘ ŰɏůůŮɟŬ ůŮɜɎɟɘŬ, ŰŬ ɞˊɞɑŬ ŬˊɞŰŮɚɞɨɜ ŬɜŬˊŬɟŬů-

ŰɎůŮɘɠ Űɤɜ ŬɡɗŮɜŰɘəɩɜ ŮˊɘəɞɘɜɤɜɘŬəɩɜ ɔŮɔɞɜɧŰɤɜ, ůŰŬ ɞˊɞɑŬ ŮɛˊɚɏəɞɜŰŬɜ ŰŬ ɡˊɞəŮɑɛŮɜŬ 

Űɖɠ ɏɟŮɡɜŬɠ ůŰɖɜ əŬɗɖɛŮɟɘɜɧŰɖŰɎ Űɞɡɠ. ɋůŰɧůɞ, ɔɘŬ ɚɧɔɞɡɠ ɞɘəɞɜɞɛɑŬɠ ɢɩɟɞɡ, Ůŭɩ 

ˊŬɟɞɡůɘɎɕŮŰŬɘ ɛɧɜɞ Űɞ ůɡɔəŮəɟɘɛɏɜɞ ŮˊɘəɞɘɜɤɜɘŬəɧ ɔŮɔɞɜɧɠ/ůŮɜɎɟɘɞ.
4
 

ȺˊɘəɞɘɜɤɜɘŬəɏɠ ŭŮɝɘɧŰɖŰŮɠ (ɔɚɤůůɘəɏɠ, ɣɖűɘŬəɏɠ, ˊɞɚɘŰɘůɛɘəɏɠ): 

1 
ɉŬɘɟŮŰɩ əŬŰɎɚɚɖɚŬ (ɖɛɏɟŬ, ɩɟŬ, ůɢɏůɖ ɛŮ 

ůɡɜɞɛɘɚɖŰɐ). 
43 ɄɟɞůəŬɚɩ űɑɚɞɡɠ (ůŰɞ ůˊɑŰɘ/ əŬűɏ/ŮůŰɘŬŰɧɟɘɞ). 

2 ɆɡůŰɐɜɤ Űɞɜ ŮŬɡŰɧ ɛɞɡ əŬɘ Ɏɚɚɞɡɠ Ŭɜɗɟɩˊɞɡɠ. 44 ȷɜŰŬˊɞəɟɑɜɞɛŬɘ/ ŬˊŬɜŰɩ ůŮ ɛɑŬ ˊɟɧůəɚɖůɖ. 

3 ɀɘɚɩ ɔɘŬ Űɞɜ ŮŬɡŰɧ ɛɞɡ. 45 ȻɖŰɩ ɓɞɐɗŮɘŬ. 

4 ɄŮɟɘɔɟɎűɤ Űɖɜ əŬɗɖɛŮɟɘɜɧŰɖŰɎ ɛɞɡ. 46 ȺɡɢŬɟɘůŰɩ ˊɞɡ ɓɞɖɗɐɗɖəŬ. 

5 ɅɤŰɩ ɔɘŬ Űɖɜ əŬɗɖɛŮɟɘɜɧŰɖŰŬ Űɞɡ ůɡɜɞɛɘɚɖŰɐ ɛɞɡ. 47 ȺɡɢŬɟɘůŰɩ ɔŮɜɘəɧŰŮɟŬ. 

6 ɄŮɟɘɔɟɎűɤ ŰŬ ɢɧɛˊɘ ɛɞɡ. 48 
ȷɜŬűɏɟɤ/ ˊŮɟɘɔɟɎűɤ ɛɘŬ ŬůɗɏɜŮɘŬ/ ɏɜŬɜ 

ŰɟŬɡɛŬŰɘůɛɧ. 

7 ɅɤŰɩ Űɞɜ ůɡɜɞɛɘɚɖŰɐ ɛɞɡ ɔɘŬ ŰŬ ɢɧɛˊɘ Űɞɡ. 49 ȺəűɟɎɕɤ ůɡɜŬɘůɗɐɛŬŰŬ. 

8 
ȹɑɜɤ ˊɚɖɟɞűɞɟɑŮɠ ɔɘŬ Űɞ ˊŬɟŮɚɗɧɜ ɛɞɡ (ůŮ 

ˊɟɞůɤˊɘəɧ, ɞɘəɞɔŮɜŮɘŬəɧ, ŬəŬŭɖɛŬɥəɧ ŮˊɑˊŮŭɞ). 
50 

ȺɨɢɞɛŬɘ ŬɜɎɚɞɔŬ ɛŮ Űɖɜ ˊŮɟɑůŰŬůɖ (ɔŮɜɏɗɚɘŬ, 

ɞɜɞɛŬůŰɘəɐ ŮɞɟŰɐ). 

9 
ȻɖŰɩ ˊɚɖɟɞűɞɟɑŮɠ Ŭˊɧ Űɞɜ ůɡɜɞɛɘɚɖŰɐ ɛɞɡ (ůŮ 

ˊɟɞůɤˊɘəɧ, ɞɘəɞɔŮɜŮɘŬəɧ, ŬəŬŭɖɛŬɥəɧ ŮˊɑˊŮŭɞ). 
51 Ʉɟɞűɏɟɤ ůɤůŰɎ Űɘɠ ɚɏɝŮɘɠ. 
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10 ɄŮɟɘɔɟɎűɤ ŰŬ ɛŮɚɚɞɜŰɘəɎ ɛɞɡ ůɢɏŭɘŬ. 52 ũɟɎűɤ ůɨɜŰɞɛŮɠ ůɖɛŮɘɩůŮɘɠ. 

11 
ɅɤŰɩ Űɞɜ ůɡɜɞɛɘɚɖŰɐ ɛɞɡ ɔɘŬ ŰŬ ɛŮɚɚɞɜŰɘəɎ Űɞɡ 

ůɢɏŭɘŬ. 
53 ũɟɎűɤ ɏɜŬ ůɖɛŮɑɤɛŬ ˊŬɟŬˊɧɜɞɡ. 

12 ȾɎɜɤ əɞɛˊɚɘɛɏɜŰŬ. 54 ũɟɎűɤ ɏɜŬ ŮɡɢŬɟɘůŰɐɟɘɞ ůɖɛŮɑɤɛŬ. 

13 ȷɜŰŬˊɞəɟɑɜɞɛŬɘ ůŮ əɞɛˊɚɘɛɏɜŰŬ. 55 ũɟɎűɤ ɛɘŬ ŮɡɢŮŰɐɟɘŬ əɎɟŰŬ. 

14 ȾŬŰŬɚŬɓŬɑɜɤ Űɞ ɛŮɜɞɨ (əŬűɏ, ŮůŰɘŬŰɞɟɑɞɡ). 56 ȻɖŰɩ Ŭˊɧ Űɞɜ ůɡɜɞɛɘɚɖŰɐ ɛɞɡ ɜŬ ŮˊŬɜŬɚɎɓŮɘ. 

15 ɄŬɟŬɔɔɏɚɜɤ ˊɞŰɧ. 57 ȺˊŬɜŬɚŬɛɓɎɜɤ ɧŰŬɜ ɛɞɡ ɕɖŰŮɑŰŬɘ. 

16 ɄŬɟŬɔɔɏɚɜɤ űŬɔɖŰɧ. 58 ȻɖŰɩ ŭɘŮɡəɟɘɜɐůŮɘɠ. 

17 ȾɎɜɤ əɟɎŰɖůɖ (ůŮ ŮůŰɘŬŰɧɟɘɞ, əŬűɏ). 59 ȹɑɜɤ ŭɘŮɡəɟɘɜɐůŮɘɠ. 

18 ɆɢɞɚɘɎɕɤ (ˊɞŰɧ, űŬɔɖŰɧ, ŮɝɡˊɖɟɏŰɖůɖ). 60 ȻɖŰɩ ŮˊŮɝɖɔɐůŮɘɠ. 

19 ȾɎɜɤ ˊɟɧˊɞůɖ. 61 ȹɑɜɤ ŮˊŮɝɖɔɐůŮɘɠ. 

20 ȾŬŰŬɚŬɓŬɑɜɤ ˊɚɖɟɞűɞɟɑŮɠ ˊŮɟɘɞŭɘəɩɜ ɛɧŭŬɠ. 62 ȻɖŰɩ Űɖ ɛŮŰɎűɟŬůɖ ɛɘŬɠ ɚɏɝɖɠ/ űɟɎůɖɠ. 

21 
ȾŬŰŬɚŬɓŬɑɜɤ ˊɚɖɟɞűɞɟɑŮɠ ŭɘŬűɖɛɘůŰɘəɩɜ 

ɛɖɜɡɛɎŰɤɜ. 
63 ȻɖŰɩ Ŭˊɧ Űɞɜ ůɡɜɞɛɘɚɖŰɐ ɛɞɡ ɜŬ ɛɘɚɎ ˊɘɞ ŬɟɔɎ 

22 ȾŬŰŬɚŬɓŬɑɜɤ ŬɜŬəɞɘɜɩůŮɘɠ əŬŰŬůŰɖɛɎŰɤɜ. 64 ȷɟɢɑɕɤ Űɖ ůɡɕɐŰɖůɖ. 

23 ȻɖŰɩ ˊɟɞɥɧɜŰŬ. 65 ɇŮɟɛŬŰɑɕɤ/ɞɚɞəɚɖɟɩɜɤ Űɖ ůɡɕɐŰɖůɖ. 

24 ȾɎɜɤ ůɢɧɚɘŬ ɔɘŬ ŰŬ ˊɟɞɥɧɜŰŬ. 66 ȾŬŰŬɚŬɓŬɑɜɤ ˊɞɚɘŰɘůɛɘəɎ ůŰɞɘɢŮɑŬ. 

25 ȾŬŰŬɚŬɓŬɑɜɤ Űɘɠ ˊɚɖɟɞűɞɟɑŮɠ ůŰɞɜ ɢɟɡůɧ ɞŭɖɔɧ. 67 
ɉɟɖůɘɛɞˊɞɘɩ əŬŰɎɚɚɖɚŬ ŰŬ ˊɞɚɘŰɘůɛɘəɎ 

ůŰɞɘɢŮɑŬ. 

26 
ȾŬŰŬɚŬɓŬɑɜɤ Űɘɠ ˊɚɖɟɞűɞɟɑŮɠ ůŰɞɜ ůŰŬɗɛɧ 

ɚŮɤűɞɟŮɑɞɡ. 
68 

ɉɟɖůɘɛɞˊɞɘɩ əŬŰɎɚɚɖɚŬ Űɖ ɔɚɩůůŬ Űɞɡ 

ůɩɛŬŰɞɠ. 

27 ȷɔɞɟɎɕɤ ŮɘůɘŰɐɟɘɞ ɚŮɤűɞɟŮɑɞɡ. 69 ȾŬŰŬɚŬɓŬɑɜɤ Űɖ ɔɚɩůůŬ Űɞɡ ůɩɛŬŰɞɠ. 

28 ȾŬɚɩ ŰŬɝɑ. 70 ȾŬŰŬɚŬɓŬɑɜɤ ɘŭɘɤŰɘůɛɞɨɠ. 

29 
ɇɖɚŮűɤɜɩ ůŰɞ ɜɞůɞəɞɛŮɑɞ əŬɘ ŬɜŬűɏɟɤ Űɞ 

ˊɟɧɓɚɖɛŬ/ Űɖɜ ŮˊŮɑɔɞɡůŬ əŬŰɎůŰŬůɖ. 
71 ɉɟɖůɘɛɞˊɞɘɩ əŬŰɎɚɚɖɚŬ Űɞɡɠ ɘŭɘɤŰɘůɛɞɨɠ. 

30 
ɇɖɚŮűɤɜɩ ůŰɞɜ ŬůŰɡɜɞɛɘəɧ ůŰŬɗɛɧ əŬɘ ŬɜŬűɏɟɤ 

Űɞ ˊɟɧɓɚɖɛŬ/əŬŰɎůŰŬůɖ. 
72 

ȾŬŰŬɚŬɓŬɑɜɤ Űɞ ɨűɞɠ ɚɧɔɞɡ Űɞɡ ůɡɜɞɛɘɚɖŰɐ 

ɛɞɡ. 

31 ȾŬŰŬɚŬɓŬɑɜɤ ɏɜŬɜ ɢɎɟŰɖ. 73 ɉɟɖůɘɛɞˊɞɘɩ Űɞ əŬŰɎɚɚɖɚɞ ɨűɞɠ ɚɧɔɞɡ. 

32 ȻɖŰɩ ˊɚɖɟɞűɞɟɑŮɠ ˊɟɞůŬɜŬŰɞɚɘůɛɞɨ. 74 ɉɟɖůɘɛɞˊɞɘɩ Űɖ ɔɚɩůůŬ əŬŰɎɚɚɖɚŬ. 

33 ȹɑɜɤ ˊɚɖɟɞűɞɟɑŮɠ ˊɟɞůŬɜŬŰɞɚɘůɛɞɨ. 75 ɉɟɖůɘɛɞˊɞɘɩ ɖɚŮəŰɟɞɜɘəɎ ɚŮɝɘəɎ. 

34 ȾŬŰŬɚŬɓŬɑɜɤ Űɘɠ ˊɘɜŬəɑŭŮɠ Űɤɜ ŭɟɧɛɤɜ. 76 ūŰɘɎɢɜɤ ɖɚŮəŰɟɞɜɘəɏɠ ŮɡɢŮŰɐɟɘŮɠ əɎɟŰŮɠ. 

35 ȻɖŰɩ əŬŰŮɡɗɨɜůŮɘɠ. 77 ũɟɎűɤ ɖɚŮəŰɟɞɜɘəɎ ɛɖɜɨɛŬŰŬ (email). 

36 ȹɑɜɤ əŬŰŮɡɗɨɜůŮɘɠ. 78 ɄɞůŰɎɟɤ ůŰɞ Facebook. 

37 ɅɤŰɩ ˊɞɨ ɓɟɑůəŮŰŬɘ ɏɜŬ əŰɐɟɘɞ/ ɏɜŬɠ ŭɟɧɛɞɠ. 78 ũɟɎűɤ ɛɖɜɨɛŬŰŬ ůŰɞ əɘɜɖŰɧ. 

38 ȾŬŰŬɚŬɓŬɑɜɤ ˊɚɖɟɞűɞɟɑŮɠ ɔɘŬ ɏɜŬ əŰɐɟɘɞ/ ŭɟɧɛɞ. 80 ũɟɎűɤ ůŰɞɜ ɡˊɞɚɞɔɘůŰɐ. 

39 
ȹɑɜɤ ˊɚɖɟɞűɞɟɑŮɠ ɔɘŬ Űɖɜ ŰɞˊɞɗŮůɑŬ Ůɜɧɠ əŰɖɟɑɞɡ/ 

Ůɜɧɠ ŭɟɧɛɞɡ. 
81 ũɟɎűɤ ůŰɞ ɢɏɟɘ. 

40 ɁɞɘəɘɎɕɤ ɞɛˊɟɏɚŬ əŬɘ əɟŮɓŬŰɎəɘ ɗŬɚɎůůɖɠ. 82 ȹɘŬɓɎɕɤ. 

41 ȹɘŮɡɗŮŰɩ ɟŬɜŰŮɓɞɨ (ɔɘŬ əŬűɏ/ ˊɞŰɧ). 83 ɀɘɚɩ. 

42 ȷˊɞɚɞɔɞɨɛŬɘ ɔɘŬ əŬɗɡůŰɏɟɖůɖ. 84 ȾŬŰŬɚŬɓŬɑɜɤ . 

Ⱥɑŭɖ ɚɧɔɞɡ: ɀɏůŬ/ əŬɜɎɚɘŬ ŮˊɘəɞɘɜɤɜɑŬɠ: 

1 ɉŬɘɟŮŰɘůɛɧɠ 1 ȾŬŰɎ ˊɟɧůɤˊɞ ŮˊɘəɞɘɜɤɜɑŬ. 

2 ɆɡůŰɎůŮɘɠ 1.1 ũɚɩůůŬ Űɞɡ ůɩɛŬŰɞɠ. 

3 ȷˊɞɢŬɘɟŮŰɘůɛɧɠ 2 ȼɚŮəŰɟɞɜɘəɧɠ ɡˊɞɚɞɔɘůŰɐɠ. 

4 ȹɘŬˊɟŬɔɛɎŰŮɡůɖ (Űɘɛɐ ˊɟɞɥɧɜŰɞɠ, ɏəˊŰɤůɖ) 2.1 ȼɚŮəŰɟɞɜɘəɧ ɛɐɜɡɛŬ (email). 

5 Ʉɟɧůəɚɖůɖ (ˊɟɞűɞɟɘəɎ, ɖɚŮəŰɟɞɜɘəɎ) 2.2 Facebook. 

6 ȷˊɎɜŰɖůɖ ůŮ ˊɟɧůəɚɖůɖ 2.3 Messenger. 

7 ɄŬɟɎˊɞɜɞ 2.4 ȼɚŮəŰɟɞɜɘəɐ əɎɟŰŬ. 

8 ȹɘŮɡəɟɑɜɘůɖ 3 ȾɘɜɖŰɧ Űɖɚɏűɤɜɞ. 

9 ȺˊŮɝɐɔɖůɖ 3.1 ɇɖɚŮűɤɜɘəɐ ŮˊɘəɞɘɜɤɜɑŬ. 

10 ȷˊɞɚɞɔɑŬ (ɚɧɔɤ əŬɗɡůŰɏɟɖůɖɠ) 3.2 ɀɐɜɡɛŬ ůŰɞ əɘɜɖŰɧ Űɖɚɏűɤɜɞ. 

11 çȹɘɎɚɞɔɞɠ ˊɟɞůŬɜŬŰɞɚɘůɛɞɨè 4 ȺɘəɧɜŮɠ. 

12 ɃŭɖɔɑŮɠ 5 ɆɨɛɓɞɚŬ. 

13 ȷɜŬəɞɑɜɤůɖ ȴűɖ: 

14 ȹɘŬűɐɛɘůɖ 1 Ⱥˊɑůɖɛɞ 

15 çɄɟɞůɤˊɘəɧɠ ŭɘɎɚɞɔɞɠè 2 ȷɜŮˊɑůɖɛɞ 

16 ȾɟɎŰɖůɖ (ůŮ ŮůŰɘŬŰɧɟɘɞ, əŬűɏ) 3 ūɘɚɘəɧ 

17 Ɇɢɧɚɘɞ (űŬɔɖŰɧ, ŮɝɡˊɖɟɏŰɖůɖ) 4 ɇɡˊɘəɧ 
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18 ȾɞɛˊɚɘɛɏɜŰɞ 5 ȺɔəɎɟŭɘɞ 

19 Ⱥɡɢɐ 6 ɃɡŭɏŰŮɟɞ 

20 ɄŬɟŬɔɔŮɚɑŬ 7 ɃɘəŮɑɞ 

21 Ʉɟɧˊɞůɖ 8 Ⱥɘɟɤɜɘəɧ 

22 ȷɜŬűɞɟɎ 
ɄɞɚɘŰɘůɛɘəɎ ůŰɞɘɢŮɑŬ ï ɔɜɩůɖ Űɞɡ əɧůɛɞɡ (ůŮ 

Ⱦɨˊɟɞ əŬɘ ȺɚɚɎŭŬ): 

23 ɄŮɟɘɔɟŬűɐ 1 ȽůŰɞɟɑŬ 8. ɃɘəɞɜɞɛɑŬ 

24 ȹɘŮɡɗɏŰɖůɖ ɟŬɜŰŮɓɞɨ 2 ȾɞɡɕɑɜŬ 9. ȽŭɘɤŰɘůɛɞɑ 

25 ȹɘəŬɘɞɚɧɔɖůɖ 3 ɄɞɚɘŰɘəɐ əŬŰɎůŰŬůɖ 

26 ȺɡɢŬɟɘůŰɑŮɠ 4 ũɚɩůůŬ Űɞɡ ůɩɛŬŰɞɠ 

27 çȹɘɎɚɞɔɞɠ əŬɗɖɛŮɟɘɜɧŰɖŰŬɠè 5 
ɆɖɛŬɜŰɘəɏɠ ɖɛɏɟŮɠ (Ůɗɜɘəɏɠ, ɗɟɖůəŮɡŰɘəɏɠ, 

űŮůŰɘɓɎɚ ə.ɞ.ə) 

28 ɄŬɟɞɘɛɑŮɠ 6 ȰɗɘɛŬ, ůɡɜɐɗŮɘŮɠ, Űɟɧˊɞɠ ɕɤɐɠ 

29 çȹɘɎɚɞɔɞɠ ŬɔɞɟɎɠè 7 ɁɧɟɛŮɠ ůɡɛˊŮɟɘűɞɟɎɠ 

ɄŮɟɘɓɎɚɚɞɜŰŬ ȺˊɘəɞɘɜɤɜɑŬɠ: 
1 ȾŬűɏ 5 ˊŬɜŮˊɘůŰɐɛɘɞ 9 ũŮɘŰɞɜɘɎ 13 ɢɩɟɞɘ ŭɘŬůəɏŭŬůɖɠ 

2 ŮůŰɘŬŰɧɟɘɞ/ ŰŬɓɏɟɜŬ 6 ɜɞůɞəɞɛŮɑɞ 10 ȹɟɧɛɞɠ 14 ɇŬɝɑ 

3 ůŰɎůɖ ɚŮɤűɞɟŮɑɞɡ 7 ŬůŰɡɜɞɛɑŬ 11 ɄŬɟŬɚɑŬ 15 ůˊɑŰɘŬ űɑɚɤɜ 

4 ɚŮɤűɞɟŮɑɞ 8 ˊŮɟɑˊŰŮɟɞ 12 ŬɔɞɟɎ/ɛŬɔŬɕɘɎ 16 ɀˊŬɟ 
 

ɄɑɜŬəŬɠ 3: ɇŬ ůŰɞɘɢŮɑŬ ˊɞɡ ŭɐɚɤůŬɜ ŰŬ ɡˊɞəŮɑɛŮɜŬ Űɖɠ ɏɟŮɡɜŬɠ (ŮɟŮɡɜɖŰɘəɐ űɎůɖ ŮŰɩɜ: 2014-2015, ŮɟɔŬɚŮɑɞ: 

ŮɟɤŰɖɛŬŰɞɚɧɔɘɞ ȷ). *Ƀɘ ˊɟɤŰɧŰɡˊŮɠ ˊɚɖɟɞűɞɟɑŮɠ ŭɘŬŰɡˊɩɗɖəŬɜ ůŰɖɜ Ŭɔɔɚɘəɐ ɔɚɩůůŬ. 

Ƀ ˊŬɟŬˊɎɜɤ ˊɑɜŬəŬɠ ˊŮɟɘɚŬɛɓɎɜŮɘ ŰŬ ŭŮŭɞɛɏɜŬ ˊɞɡ ůɡɜŮɚɏɔɖůŬɜ ɛɏůɤ Űɞɡ ȺɟɤŰɖɛŬŰɞ-

ɚɞɔɑɞɡ ȷ. ȺɘŭɘəɧŰŮɟŬ: 84 ŮˊɘəɞɘɜɤɜɘŬəɏɠ ŭŮɝɘɧŰɖŰŮɠ (ˊŮɟɘɚŬɛɓŬɜɞɛɏɜɤɜ Űɤɜ ŰŮůůɎɟɤɜ 

ɛŬəɟɞ-ŭŮɝɘɞŰɐŰɤɜ), 29 Ůɑŭɖ ɚɧɔɞɡ, 12 əŬɜɎɚɘŬ/ɛɏůŬ ŮˊɘəɞɘɜɤɜɑŬɠ, 8 ɨűɖ, 16 ˊŮɟɘɓɎɚɚɞɜŰŬ 

ŮˊɘəɞɘɜɤɜɑŬɠ əŬɘ 9 ˊɞɚɘŰɘůɛɘəɎ ůŰɞɘɢŮɑŬ ï ɔɜɩůŮɘɠ Űɞɡ əɧůɛɞɡ, ůŰɞɘɢŮɑŬ ˊɞɡ ɞɘ ȺɟŬůɛɘəɞɑ 

űɞɘŰɖŰɏɠ ŬɝɘɞɚɧɔɖůŬɜ ɤɠ ŬɜŬɔəŬɑŬ ɔɘŬ Űɖɜ ŮˊɑŰŮɡɝɖ ŬˊɞŰŮɚŮůɛŬŰɘəɐɠ ŮˊɘəɞɘɜɤɜɑŬɠ ůŰɖɜ 

Ůɚɚɖɜɘəɐ ɔɚɩůůŬ, ůŰɖɜ əŬɗɖɛŮɟɘɜɧŰɖŰɎ Űɞɡɠ. ȾŬŰɎ ůɡɜɏˊŮɘŬ, ŮˊɘɓŮɓŬɘɩɜɞɡɜ ŰŬ 

ŬˊɞŰŮɚɏůɛŬŰŬ Űɖɠ űɎůɖɠ ȸ.  

 

4. ɆɡɕɐŰɖůɖ 

ɇŬ ŬˊɞŰŮɚɏůɛŬŰŬ Űɖɠ ˊŬɟɞɨůŬɠ ɏɟŮɡɜŬɠ ŬˊɞŰŮɚɞɨɜ ŰŬ ˊɟɩŰŬ ŮɟŮɡɜɖŰɘəɎ ŭŮŭɞɛɏɜŬ ůŮ 

ŭɘŮɗɜɏɠ ŮˊɑˊŮŭɞ, ůɢŮŰɘəɎ ɛŮ Űɖ ůɡɔəŮəɟɘɛɏɜɖ ɞɛɎŭŬ-ůŰɧɢɞ, əŬɗɩɠ ŭŮɜ ɡˊɎɟɢɞɡɜ ŮɟŮɡɜɖŰɘəɎ 

ŭŮŭɞɛɏɜŬ ˊɞɡ ɜô ŬɜɘɢɜŮɨɞɡɜ əŬɘ ɜô ŬɜŬɚɨɞɡɜ Űɘɠ ŮˊɘəɞɘɜɤɜɘŬəɏɠ ŬɜɎɔəŮɠ Űɤɜ ȺɟŬůɛɘəɩɜ 

űɞɘŰɖŰɩɜ əŬɘ Ůɜ ůɡɜŮɢŮɑŬ ɜŬ əŬɗɞɟɑɕɞɡɜ Űɘɠ ŮˊɘəɞɘɜɤɜɘŬəɏɠ ŭŮɝɘɧŰɖŰŮɠ (ɔɚɤůůɘəɏɠ, ɣɖűɘŬ-

əɏɠ, ˊɞɚɘŰɘůɛɘəɏɠ) əŬɘ ɔɜɩůŮɘɠ Űɞɡ əɧůɛɞɡ, ˊɞɡ ŮɑɜŬɘ ŬɜŬɔəŬɑŮɠ ɔɘŬ ŬˊɞŰŮɚŮůɛŬŰɘəɐ 

ŮˊɘəɞɘɜɤɜɑŬ ůŰɞ ˊɚŬɑůɘɞ Űɖɠ əŬɗɖɛŮɟɘɜɧŰɖŰŬɠ, ůŰɖ ɔɚɩůůŬ-ůŰɧɢɞ. ȷɜŰɘɗɏŰɤɠ, ŰŬ ɛɏɢɟɘ 

ůŰɘɔɛɐɠ ŭŮŭɞɛɏɜŬ əŬŰŬŭŮɘəɜɨɞɡɜ Űɖɜ ɨˊŬɟɝɖ ůɢŮŰɘəɩɜ ŮɟŮɡɜɖŰɘəɩɜ ŬˊɞŰŮɚŮůɛɎŰɤɜ ɛŮɜ, ŰŬ 

ɞˊɞɑŬ ŭŮ: ŮɑŰŮ ŭɘŮɟŮɡɜɞɨɜ Űɘɠ ŮˊɘəɞɘɜɤɜɘŬəɏɠ ŬɜɎɔəŮɠ ɞɛɎŭɤɜ (ˊɚɖɜ Űɤɜ ȺɟŬůɛɘəɩɜ űɞɘŰɖ-

Űɩɜ) ŮɜŰɧɠ Ůɜɧɠ əŬɘ ɛɧɜɞ ˊɚŬɘůɑɞɡ (ˊ.ɢ. Űɞɡ ɢɩɟɞɡ ŮɟɔŬůɑŬɠ) əŬɘ ɧɢɘ ˊɞɘəɑɚɤɜ ˊŮɟɘɓŬ-

ɚɚɧɜŰɤɜ -ůŰŬ ɞˊɞɑŬ ŮɛˊɚɏəɞɜŰŬɘ ŰŬ ɡˊɞəŮɑɛŮɜŬ Űɖɠ ɏɟŮɡɜŬɠ- ŮɑŰŮ Űɘɠ ŬɜɘɢɜŮɨɞɡɜ ŮůŰɘɎɕɞɜŰŬɠ 

ůŰɘɠ ɔŮɜɘəɏɠ ŮˊɘəɞɘɜɤɜɘŬəɏɠ ŭŮɝɘɧŰɖŰŮɠ, ŬűɐɜɞɜŰŬɠ ŬˊɟɞůŭɘɧɟɘůŰŮɠ Űɘɠ ɡˊɧɚɞɘˊŮɠ ˊŬɟŬɛɏ-

Űɟɞɡɠ Űɞɡ ŮˊɘəɞɘɜɤɜɘŬəɞɨ ɔŮɔɞɜɧŰɞɠ ŮɑŰŮ əŬŰŬˊɘɎɜɞɜŰŬɘ ɛŮ ŬɡŰɏɠ ůŰɞ ˊɚŬɑůɘɞ Ůɜɧɠ ɛŬɗɐɛŬ-
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Űɞɠ/ŬɜŰɘəŮɘɛɏɜɞɡ ŮɑŰŮ ŬɜɘɢɜŮɨɞɡɜ ŬɜŰɘɚɐɣŮɘɠ ůɢŮŰɘəɎ ɛŮ Űɘɠ ŮˊɘəɞɘɜɤɜɘŬəɏɠ ŬɜɎɔəŮɠ (Akyel, 

& Ozek, 2010; Chovancová, 2014; Hall & Cook, 2015; Patil & Karekattti, 2014; Sothan, 

2015; Vandermeeren, 2005: 168-176; Wozniak, 2010; Wu & Chin, 2010). Ⱥˊɑůɖɠ, ůŮ 

ŬɜŰɑɗŮůɖ ɛŮ Űɖɜ ˊŬɟɞɨůŬ, ŭŮɜ ɏɢŮɘ ŮɜŰɞˊɘůŰŮɑ Ɏɚɚɖ ɏɟŮɡɜŬ ˊɞɡ ɜŬ ŭɘŮɟŮɡɜɎ Űɞ ŬɜŰɘəŮɑɛŮɜɞ 

ŭɘŬɢɟɞɜɘəɎ, ɛŮ Űɖ ůɡɛɛŮŰɞɢɐ ˊɞɚɚɩɜ ɞɛɎŭɤɜ ɛŮ ˊŬɟɧɛɞɘŬ ŰŬ ɓŬůɘəɎ Űɞɡɠ ɢŬɟŬəŰɖɟɘůŰɘəɎ 

əŬɘ ˊɞɡ ɜŬ ŮˊŬɜŮɚɏɔɢŮɘ ŰŬ ŮɟŮɡɜɖŰɘəɎ Űɖɠ ŮɟɤŰɐɛŬŰŬ, ɛŮ çŬɝɘɞɚɞɔɖŰɏɠè ŰŬ ɑŭɘŬ ŰŬ ɡˊɞəŮɑ-

ɛŮɜŬ Űɖɠ ɏɟŮɡɜŬɠ. ɋɠ Ůə ŰɞɨŰɞɡ, ŰŬ ŬˊɞŰŮɚɏůɛŬŰŬ Űɖɠ ˊŬɟɞɨůŬɠ ɏɟŮɡɜŬɠ ŬˊɞŰŮɚɞɨɜ ɜɏŮɠ 

ˊɚɖɟɞűɞɟɑŮɠ, ɞɘ ɞˊɞɑŮɠ ɛˊɞɟɞɨɜ ɜô Ŭɝɘɞˊɞɘɖɗɞɨɜ ɤɠ ŮɟɔŬɚŮɑɞ ɔɘŬ Űɖɜ ŮəɛɎɗɖůɖ/ɢɟɐůɖ Űɖɠ 

Ůɚɚɖɜɘəɐɠ ɔɚɩůůŬɠ Ŭˊɧ ȺɟŬůɛɘəɞɨɠ űɞɘŰɖŰɏɠ əŬɘ Ůˊɘˊɚɏɞɜ ŮɘůɎɔɞɡɜ ɛɑŬ ɜɏŬ ŮɟŮɡɜɖŰɘəɐ 

ɛŮɗɞŭɞɚɞɔɑŬ, ˊɞɡ ɗŬ ɛˊɞɟɞɨůŮ ɜŬ ɢɟɖůɘɛɞˊɞɘɖɗŮɑ ŮɡɟɨŰŮɟŬ ůŰɞɜ ŰɞɛɏŬ Űɖɠ ȷɜɑɢɜŮɡůɖɠ əŬɘ 

ȷɜɎɚɡůɖɠ Űɤɜ ȺˊɘəɞɘɜɤɜɘŬəɩɜ ȷɜŬɔəɩɜ ŭɘŬűɧɟɤɜ ɞɛɎŭɤɜ-ůŰɧɢɤɜ, ůŮ ŭɘɎűɞɟŮɠ ɔɚɩůůŮɠ 

(ŭŮɨŰŮɟŮɠ/ɝɏɜŮɠ) əŬɘ ůŮ ŭɘɎűɞɟŬ ŮˊɑˊŮŭŬ.  

 

5. ɄŮɟɘɞɟɘůɛɞɑ Űɖɠ ɏɟŮɡɜŬɠ ï ȺɘůɖɔɐůŮɘɠ  

ȼ ˊŬɟɞɨůŬ ɏɟŮɡɜŬ ŬˊɞŰɏɚŮůŮ ɛɘŬ ˊɟɩŰɖ ˊɟɞůˊɎɗŮɘŬ ɢŬɟŰɞɔɟɎűɖůɖɠ Űɞɡ ŮɟŮɡɜɩɛŮɜɞɡ 

ˊŮŭɑɞɡ. ȺɝŬɘŰɑŬɠ Űɞɡ ůɢŮŰɘəɎ ɛɘəɟɞɨ ŭŮɑɔɛŬŰɞɠ əŬɘ Űɞɡ ɔŮɔɞɜɧŰɞɠ ɧŰɘ ůŮ ŬɡŰɐɜ ůɡɛɛŮŰŮɑɢŬɜ 

ɛɧɜɞ ȺɟŬůɛɘəɞɑ űɞɘŰɖŰɏɠ Ŭˊɧ Űɞ Ⱦũ Űɞɡ ɇȺɄȷȾ ˊɟɞəɨˊŰŮɘ ɖ Ůɘůɐɔɖůɖ ɔɘŬ ˊɟŬɔɛŬŰɞˊɞɑɖůɖ 

ɛŮɚɚɞɜŰɘəɩɜ ŮɟŮɡɜɩɜ ůŮ ŮɡɟɨŰŮɟɞ ˊɚɖɗɡůɛɧ ȺɟŬůɛɘəɩɜ ūɞɘŰɖŰɩɜ, Űɧůɞ ůŰɖɜ Ⱦɨˊɟɞ, ɧůɞ 

əŬɘ ůŰɞ ŮɝɤŰŮɟɘəɧ.  

 

6. ȺɡɢŬɟɘůŰɑŮɠ  

ŪŮɟɛɏɠ ŮɡɢŬɟɘůŰɑŮɠ ůŮ ɧɚɞɡɠ Űɞɡ ȺɟŬůɛɘəɞɨɠ űɞɘŰɖŰɏɠ Űɞɡ Ⱦũ Űɞɡ ɇȺɄȷȾ, ˊɞɡ ɛŮ ůɞɓŬ-

ɟɧŰɖŰŬ əŬɘ ɡˊŮɡɗɡɜɧŰɖŰŬ ůɡɜɏɓŬɚŬɜ əŬɗɞɟɘůŰɘəɎ ůŰɖ ŭɘŮɝŬɔɤɔɐ Űɖɠ ˊŬɟɞɨůŬɠ ɏɟŮɡɜŬɠ əŬɘ 

əŬŰɎ ůɡɜɏˊŮɘŬ ůŰɖɜ çŬˊɞəɎɚɡɣɖè ˊɚɖɟɞűɞɟɘɩɜ ˊɞɡ ɛɏɢɟɘ ůŰɘɔɛɐɠ ɐŰŬɜ ɎɔɜɤůŰŮɠ.  

 

ȸɘɓɚɘɞɔɟŬűɘəɏɠ ȷɜŬűɞɟɏɠ 

Akyel, A. S., & Ozek, Y. (2010). A language needs analysis research at an English medium 

university in Turkey. Procedia-Social and Behavioral Sciences, 2(2), 969-975. 

ȸɎɛɓɞɡəŬɠ, Ƚ.ɀ. (1988). ȺɘůŬɔɤɔɐ ůŰɖɜ ɣɡɢɞˊŬɘŭŬɔɤɔɘəɐ ɏɟŮɡɜŬ əŬɘ ɛŮɗɞŭɞɚɞɔɑŬ. ȷɗɐɜŬ: 

ũɟɖɔɧɟɖ. 

ȸŬɟɚɞəɩůŰŬ, Ɇ. & ɇɟɘŬɜŰŬűɡɚɚɑŭɞɡ, ȹ. (2003). ȺˊɑˊŮŭŬ ũɚɤůůɞɛɎɗŮɘŬɠ ůŰɖɜ Ⱥɚɚɖɜɘəɐ ɤɠ 

ȹŮɨŰŮɟɖ ũɚɩůůŬ. ȷɜŬəŰɐɗɖəŮ Ŭˊɧ: ȷɜŬəŰɐɗɖəŮ Ŭˊɧ 

http://reader.ekt.gr/bookReader/show/index.php?lib=EDULLL&item=823&bitstream=823_0

1#page/8/mode/2up [06/02/2013] 

http://reader.ekt.gr/bookReader/show/index.php?lib=EDULLL&item=823&bitstream=823_01#page/8/mode/2up
http://reader.ekt.gr/bookReader/show/index.php?lib=EDULLL&item=823&bitstream=823_01#page/8/mode/2up


 

14 

Chovancová, B. (2014). Needs Analysis and ESP Course Design: Self-Perception of Language 

Needs Among Pre-Service Students. Studies in Logic, Grammar and Rhetoric, 38(1), 43-57. 

Cohen, L. & Manion, L. (1994). ɀŮɗɞŭɞɚɞɔɑŬ ȺəˊŬɘŭŮɡŰɘəɐɠ ȰɟŮɡɜŬɠ (ɉ. ɀɖŰůɞˊɞɨɚɞɡ & ɀ. 

ūɘɚɞˊɞɨɚɞɡ ɀŮŰɎűɟ.). ȷɗɐɜŬ: ɀŮŰŬɑɢɛɘɞ (ɄɟɤŰɧŰɡˊɞ ɏɟɔɞ ŮəŭɧɗɖəŮ Űɞ 1994). 

Common European Framework of Reference for Languages: Learning, Teaching, Assessment 

(2001). Cambridge: Cambridge University Press.  

ȹɖɛɖŰɟɧˊɞɡɚɞɠ, ũ.Ⱥ. (2001). ȺɘůŬɔɤɔɐ ůŰɖ ɀŮɗɞŭɞɚɞɔɑŬ Űɖɠ ŮˊɘůŰɖɛɞɜɘəɐɠ ɏɟŮɡɜŬɠ. ȷɗɐɜŬ: 

Ȱɚɚɖɜ. 

Fraenkel, J.R., Wallen, N.E., & Hyun, H.H. (2012). How to design and evaluate research in 

education. 8
th
 Edition. McGraw Hill: New York. Retrieved from: 

http://www.academia.edu/3642866/How_to_Design_and_Evaluate_Research_in_Education 

[16/05/2015]. 

Girard, D. & Trim, J. (Ed.). (1996). Learning and teaching modern languages for communication, 

Project No. 12, Final report of the Project Group, Strasburg Cedex: Council of Europe.  

Hall, G., & Cook, G. (2015). The English language needs and priorities of young adults in the 

European Union: student and teacher perceptions. ELT Research Papers, Vol. 15, No. 01. 

London: The British Council.  

Healey, D., Hegelheimer, V., Hubbard, P., Ioannou-Georgiou, S., Kessler, G., & Ware, P. (2009). 

TESOL Technology Standards Framework. Alexandria, VA: TESOL. 

Huhta, M., Vogt, K., Johnson, E., Hall, D. R., & Tulkki, H. (2013). Needs analysis for language 

course design: A holistic approach to ESP. Cambridge: Cambridge University Press. 

Hymes, D. H. (1972). On Communicative Competence. In Pride, J. B., & Holmes, J. (Eds.), 

Sociolinguistics, 269-293. Baltimore, USA: Penguin Education, Penguin Books Ltd. 

Hymes, D. (1989). Foundations in Sociolinguistics. An Ethnographic Approach. University of 

Pensilvania.  

ȾɞɡɚŬɞɡɕɑŭɖɠ, ũ. (2015). ȼ ŮəˊŬɑŭŮɡůɖ Ůɜɖɚɑəɤɜ ɤɠ ŬˊɞůŰɞɚɐ: ŮˊŬɜŮɝŮŰɎɕɞɜŰŬɠ Űɞ ɟɧɚɞ Űɖɠ 

ŮəˊŬɑŭŮɡůɖɠ Ůɜɖɚɑəɤɜ ůŰɞ ˊɚŬɑůɘɞ Űɖɠ ˊŬɔəɞůɛɘɞˊɞɘɖɛɏɜɖɠ ŰɞˊɘəɧŰɖŰŬɠ. ɄŬɘŭŬɔɤɔɘəɐ 

ȺˊɘɗŮɩɟɖůɖ, 41. ȷɜŬəŰɐɗɖəŮ Ŭˊɧ: 

https://ojs.lib.uom.gr/index.php/paidagogiki/article/view/6932/6961 [20/04/2016] 

Keeves, J.P. (1997). Educational research, methodology and measurement: an international 

handbook, 2
nd

 Ed. U.K.: Pergamon Publishing Corporation.  

Krashen, S. D. (2002). Second language Acquisition. Second Language Learning. University of 

Southern California. Retrieved from: 

http://sdkrashen.com/content/books/sl_acquisition_and_learning.pdf [20/05/2016] 

http://www.academia.edu/3642866/How_to_Design_and_Evaluate_Research_in_Education
https://ojs.lib.uom.gr/index.php/paidagogiki/article/view/6932/6961
http://sdkrashen.com/content/books/sl_acquisition_and_learning.pdf


 

15 

Li, J. (2014). Needs analysis: an effective way in business English curriculum design. Theory and 

Practice in Language Studies, 4(9), 1869. 

Mehrabian, A. (1972). Nonverbal communication. Transaction Publishers. 

Moss, D. & Ross-Feldman, L. (2003). Second Language Acquisition in Adults: From Research to 

Practice. Centre of Adult English Language Acquisition. Retrieved from: 

http://www.cal.org/caela/esl_resources/digests/SLA.html [13/05/2013] 

ɄŬˊŬəɤɜůŰŬɜŰɑɜɞɡ, Ʉ. (1990). ȺɘůŬɔɤɔɐ ůŰɖ ɛŮɗɞŭɞɚɞɔɑŬ ɏɟŮɡɜŬɠ Űɤɜ ŮˊɘůŰɖɛɩɜ Űɖɠ ȷɔɤɔɐɠ. 

ȷɗɐɜŬ: ȺəŰɡˊɩůŮɘɠ Offset: Ɇ. ȷɗŬɜŬůɧˊɞɡɚɞɠ & Ɇ. ɄŬˊŬŭɐɛɖɠ Ƀ.Ⱥ. 

Patil, S. & Karekattti, T. (2014). English Language Needs of Engineering Students and their 

Syllabus: A Comparative Study of Two Universities in Maharashtra. Retrieved from: 

https://scholar.google.co.in/citations?user=OH7ueDQAAAAJ&hl=en [20/06/2015] 

Richterich, R. (1972). A Model for the Definition of Language Needs of Adults Learning a 

Modern Language. Council of Europe, Strasbourg. Committee for out -of -school Education 

and Culture development.  

ɆəɞɨɟŰɞɡ, Ⱥ. (2002). ȹɑɔɚɤůůɞɘ ɛŬɗɖŰɏɠ ůŰɞ Ůɚɚɖɜɘəɧ ůɢɞɚŮɑɞ. ɆŰɞ ȺˊɘůŰɐɛŮɠ ȷɔɤɔɐɠ, 

ŪŮɛŬŰɘəɧ ŰŮɨɢɞɠ 2002, (ůŮɚ. 11-20). ɀɡŰɘɚɐɜɖ: ɄŬɜŮˊɘůŰɐɛɘɞ ȷɘɔŬɑɞɡ.  

Saussure, F. (1979) ɀŬɗɐɛŬŰŬ ũŮɜɘəɐɠ ũɚɤůůɞɚɞɔɑŬɠ. ɀŮŰɎűɟŬůɖ ū. ȹ. ȷˊɞůŰɞɚɞˊɞɨɚɞɡ. 

ȷɗɐɜŬ: ɄŬˊŬɕɐůɖɠ.  

Sothan, S. (2015). Exploring English Language Needs According to Undergraduate Students and 

Employers in Cambodia. International Journal, 3(1), 87-96.  

ɇůɞˊɎɜɞɔɚɞɡ, ȷ. (2000). ɀŮɗɞŭɞɚɞɔɑŬ Űɖɠ ŮˊɘůŰɖɛɞɜɘəɐɠ ɏɟŮɡɜŬɠ əŬɘ ŮűŬɟɛɞɔɏɠ Űɖɠ ůŰɖɜ 

Ŭɝɘɞɚɧɔɖůɖ Űɖɠ ɔɚɤůůɘəɐɠ əŬŰɎɟŰɘůɖɠ. ŪŮůůŬɚɞɜɑəɖ: ȻɐŰɖ.  

ɇɞəŬŰɚɑŭɞɡ, ȸ. (2004). ũɚɩůůŬ, ȺˊɘəɞɘɜɤɜɑŬ əŬɘ ũɚɤůůɘəɐ ȺəˊŬɑŭŮɡůɖ. ȷɗɐɜŬ: ɄŬŰɎəɖ. 

Van den Branden, K. (2016). Task-based language teaching. The Routledge Handbook of English 

Language Teaching, 238. 

Vandermeeren, S. (2005). Foreign language need of business firms. Second language needs 

analysis, 159-179. 

Wozniak, S. (2010). Language needs analysis from a perspective of international professional 

mobility: The case of French mountain guides. English for Specific Purposes, 29(4), 243-252. 

Wu, R. Y. F., & Chin, J. S. (2010). An investigation into the English language needs of banking 

and finance professionals in Taiwan. In Proceedings of the 12th Academic Forum on English 

Language Testing in Asia, Taipei, 73-87. 

ūɑɚɘŬɠ, ȸ. (2003). ȺɘůŬɔɤɔɐ ůŰɖ ɀŮɗɞŭɞɚɞɔɑŬ əŬɘ Űɘɠ ɇŮɢɜɘəɏɠ Űɤɜ Ⱦɞɘɜɤɜɘəɩɜ ȺɟŮɡɜɩɜ. ȷɗɐɜŬ: 

Gutenberg.  

http://www.cal.org/caela/esl_resources/digests/SLA.html
https://scholar.google.co.in/citations?user=OH7ueDQAAAAJ&hl=en


 

16 

ɈˊɞůɖɛŮɘɩůŮɘɠ 

 

1. ȷɡŰɧ ˊɟɞəɨˊŰŮɘ Ŭˊɧ Űɞ ɔŮɔɞɜɧɠ ɧŰɘ ɖ ɏɟŮɡɜŬ ŮɝŬůűɎɚɘůŮ ŭŮŭɞɛɏɜŬ ˊɞɡ ɛˊɞɟɞɨɜ ɜŬ 

ɔŮɜɘəŮɡŰɞɨɜ ůŮ ɡˊɞəŮɑɛŮɜŬ ˊɞɡ ŭŮɜ ˊŬɟŬŰɖɟɐɗɖəŬɜ, ɤůŰɧůɞ ɏɢɞɡɜ ŰŬ ɑŭɘŬ ɓŬůɘəɎ 

ɢŬɟŬəŰɖɟɘůŰɘəɎ ɛŮ Űɘɠ ŭŮɘɔɛŬŰɞɚɖˊŰɘəɏɠ ɛɞɜɎŭŮɠ Űɖɠ ɏɟŮɡɜŬɠ (ȺɟŬůɛɘəɞɑ űɞɘŰɖŰɏɠ ůŰɞ 

ȾɏɜŰɟɞ ũɚɤůůɩɜ Űɞɡ ɇŮɢɜɞɚɞɔɘəɞɨ ɄŬɜŮˊɘůŰɖɛɑɞɡ Ⱦɨˊɟɞɡ, ŭɘŬűɧɟɤɜ ŮɗɜɘəɞŰɐŰɤɜ əŬɘ 

ɇɛɖɛɎŰɤɜ űɞɑŰɖůɖɠ). 

2. ȷˊɧ Űɖɜ ˊɚɖɗɩɟŬ ɛɏůɤɜ, ŰŮɢɜɘəɩɜ əŬɘ ŮɟɔŬɚŮɑɤɜ ˊɞɡ ŬˊŬɜŰɎŰŬɘ ůŰɖ ŭɘŮɗɜɐ 

ɓɘɓɚɘɞɔɟŬűɑŬ (ɀɖŰůɎəɖɠ, 2007: 26-48 Ț ɇɞəŬŰɚɑŭɞɡ, 2004: 176-177), ůŰɖɜ ˊŬɟɞɨůŬ ɏɟŮɡɜŬ 

ŮˊɘɚɏɢɗɖəŬɜ ŰŬ ůɡɔəŮəɟɘɛɏɜŬ, əŬɗɩɠ ŮɝɡˊɖɟŮŰɞɨɜ Űɞɡɠ ůŰɧɢɞɡɠ Űɖɠ ɏɟŮɡɜŬɠ əŬɘ Űɘɠ 

ůɡɜɗɐəŮɠ ɡˊɧ Űɘɠ ɞˊɞɑŮɠ ˊɟŬɔɛŬŰɞˊɞɘɐɗɖəŮ. 

3. Ƀɘ/ŰŬ ˊɟɤŰɧŰɡˊŮɠ/Ŭ ˊɚɖɟɞűɞɟɑŮɠ-ŭŮŭɞɛɏɜŬ ŭɘŬŰɡˊɩɗɖəŬɜ ůŰɖɜ Ŭɔɔɚɘəɐ ɔɚɩůůŬ (ɖ 

ɞˊɞɑŬ ɚŮɘŰɞɨɟɔɖůŮ ɤɠ ɔɚɩůůŬ əɞɘɜɐɠ ůɡɜŮɜɜɧɖůɖɠ).  

4. ŪŬ ŬəɞɚɞɡɗɐůŮɘ ŭɖɛɞůɑŮɡůɖ Űɞɡ ˊɟɞɔɟɎɛɛŬŰɞɠ/ŮɟɔŬɚŮɑɞɡ GLACUCO A1-ERAMSUS 

(Greek Language and Culture Course I, level A1, for Erasmus Students), Űɞ ɞˊɞɑɞ 

Ů́ɟɘɚŬɛɓɎɜŮɘ əŬɘ ŰŬ Ůɑəɞůɘ ŰɏůůŮɟŬ ůŮɜɎɟɘŬ, ŰŬ ɞˊɞɑŬ ŬˊɞŰŮɚɞɨɜ ŬɜŬˊŬɟŬůŰɎůŮɘɠ Űɖɠ 

əŬɗɖɛŮɟɘɜɧŰɖŰŬɠ Űɤɜ ɡˊɞəŮɘɛɏɜɤɜ Űɖɠ ɏɟŮɡɜŬɠ, ɛŮ ɓŬůɘəɧ ůəɞˊɧ ɜô ŬɜŰɘɛŮŰɤˊɑůŮɘ Űɞ 

űŬɘɜɧɛŮɜɞ Űɞɡ ŭɞɛɘəɎ ɘəŬɜɞɨ ŬɚɚɎ ŭɑɢɤɠ ŮˊɘəɞɘɜɤɜɘŬəɐ ɘəŬɜɧŰɖŰŬ ɢɟɐůŰɖ Űɖɠ ɔɚɩůůŬɠ. 
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RESUMEN 

iguiendo el modelo vectorial de Rojo y Veiga (1999) y Veiga (2011) junto con la incorporación 

realizada de este modelo al discurso inactual por Gutiérrez Araus (1995) para la descripción del 

funcionamiento de la forma había cantado, este trabajo se centra en analizar el grado de interferencia 

de la lengua materna en la expresión de anterioridad a un momento anterior a la enunciación en la 

producción narrativa de aprendientes de ELE surcoreanos. Para ello se aplicó a un corpus conformado 

por 240 narraciones personales e impersonales, tanto orales como escritas, la metodología del análisis 

del discurso, más concretamente, el análisis funcional/discursivo (Bardovi-Harlig, 2012) junto con el 

análisis contrastivo (Lado, 1957) y el análisis de errores (Corder, 1967). Los resultados han podido 

comprobar cierto grado de dificultad en el uso de la forma había cantado debido a la inexistencia en la 

lengua coreana de una forma en la que esté gramaticalizada la expresión de anterioridad a un momento 

anterior a la enunciación y al mismo tiempo, por la transferencia negativa que algunos aprendientes 

realizan en su producción de la gramaticalización de la expresión de distancia con respecto a la 

enunciación (Comrie, 1985), fenómeno propio de la lengua coreana e inexistente en la lengua meta. 

Finalmente, los resultados también han revelado la existencia del denominado fenómeno de inhibición 

(Schachter, 1974) caracterizado por la tendencia de los participantes de esta investigación a evitar 

construcciones narrativas asociadas a la presencia del pretérito pluscuamperfecto. 

PALABRAS CLAVE  

Pretérito pluscuamperfecto de indicativo, Discurso narrativo, Aprendientes de ELE surcoreanos. 

 

ABSTRACT 

Following Rojo & Veiga (1999) and Veiga (2011) analytical model along with Gutiérrez Araus (1995) 

discourse analysis model for the Spanish pluperfect, this study analyses the L1 influence of South 

Korean learners of Spanish when locating a situation prior to a reference point in the past. A corpus of 

240 conversational and written narratives of personal and impersonal stories was used in order to elicit 

data. The analysis approaches the texts from three perspectives: from the perspective of Contrastive 

Analysis (Lado, 1957), Error Analysis (Corder, 1967) and the Concept-oriented approach to second 

language acquisition (Bardovi-Harlig, 2012). The study shows that there seems to be an influence of 

L1 in South Korean learners of Spanish when using the Spanish pluperfect as if it were the Korean 

remote form  (-Ȁss -Ȁss). The study also reveals the existence of the ñavoidance phenomenonò 

(Schachter, 1974) in view of the fact that the learners tend to avoid narrative contexts where the 

presence of the pluperfect is required. 

KEY  WORDS 

Spanish pluperfect, Narrative discourse, South Korean Learners of Spanish L2 
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1. Introducción 

El interés por el estudio de lenguas en contacto ha quedado reflejado en numerosas investiga-

ciones que transitan áreas como la sociolingüística, la dialectología, la tipología, o el desarrollo 

de lenguas reduccionistas, tales como las lenguas pidgin y criollo, por citar tan solo algunos 

ejemplos. La enseñanza y el aprendizaje de segundas lenguas en contextos de instrucción formal 

no son ajenos a este interés y es precisamente en esta área en la que se inscribe el presente 

trabajo. Desde la perspectiva del análisis del discurso, se aborda los fenómenos de transferencia 

positiva y transferencia negativa, o interferencia; concretamente se analiza el papel que ejerce la 

lengua materna de aprendientes de ELE surcoreanos en el uso de la forma había cantado.  

 

2. La temporalidad verbal de la forma había cantado y del afijo -  (-Ȁss Ȁss) 

A diferencia de lo que ocurre con varias formas del paradigma verbal español para las que suelen 

presentarse múltiples interpretaciones, la forma había cantado se distingue por ser descrita de 

forma unánime como una forma que designa una acción anterior a otra que es anterior al punto de 

origen, es decir, señala una acción pasada, anterior a otra también pasada (Rojo y Veiga, 1999; 

Veiga, 2011; García Fernández, 2013). Este comportamiento queda reflejado en ejemplos como 

(1a-c) en los que el pluscuamperfecto de indicativo expresa una relación de anterioridad con 

respecto a otros pretéritos: 

(1) a. Hoy, cuando he llegado a casa, ya había terminado el telediario. 

 b. Siempre, cuando llegaba a casa, ya había terminado el telediario. 

 c. Ayer, cuando llegué a casa, ya había terminado el telediario. 

La relación de anterioridad a un momento pasado puede establecerse también mediante una 

referencia temporal no verbal, que traslada el eje temporal a un momento relacionado, no con el 

momento de la enunciación, sino con el enunciado (Gutiérrez Araus, 1995). Este procedimiento 

tiene lugar en presencia de adverbios o locuciones temporales como en (2a-b): 

(2) a. Ayer todavía no habíamos recibido su respuesta. 

 b. Tres noches atrás, había escuchado pasos en el tejado.  

Por lo que respecta a la lengua coreana, cabe destacar la inexistencia de una forma verbal con 

una función equivalente a la que desempeña el pluscuamperfecto en español. Por el contrario, el 

coreano se caracteriza frente al español por la gramaticalización de la expresión de distancia con 

respecto al punto de origen o momento de la enunciación (Martin, 1992; Ahn, 1995; Choo y 
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Kwak, 2008). Dicha gramaticalización se representa mediante el sufijo -  (-Ȁss Ȁss) y puede 

apreciarse en los siguientes ejemplos: 

(3) a.   .  

  ChȀne chamkkan mannass ȀssȀyo. 

  Antes salí con él por un tiempo. 

 

 b.    .  

  ChȀnhwahæssȌl ttæ imi ttȀnassȀssȀ. 

  Había salido cuando llamó.  

La ausencia de un paralelismo funcional en el sistema verbal de ambas lenguas conduce en 

ocasiones a traducciones como la presentada en (3b), sin embargo, es importante insistir en que 

la función de las dos formas no ha de ser interpretada como equivalente.
2
 

 

3. Perspectivas en el análisis de la interlengua 

Ante sistemas lingüísticos con características como las señaladas, se presentan varias posibili-

dades de análisis para dar cuenta del recorrido que establecen los aprendientes de una determi-

nada lengua materna (en adelante L1) hacia una segunda lengua o lengua meta (en adelante 

L2). Así, por ejemplo, desde el aná-lisis contrastivo se insta a identificar tanto los rasgos 

semejantes como los desiguales entre la L1 y la L2 a fin de favorecer un aprendizaje más 

productivo de la segunda lengua (Fries, 1945). Según este modelo de análisis, en el proceso de 

aprendizaje aquellas estructuras que se aseme-jen más a la lengua nativa del aprendiente 

resultarán más fáciles de aprender que aquellas que no lo sean, es decir, se produce una 

transferencia positiva cuando las estructuras de la L1 y la L2 son similares; por el contrario, se 

produce una transferencia negativa o interferencia cuan-do las estructuras difieren en ambas 

lenguas, ocasionando la producción de errores (Lado 1957).  

Sin embargo, otros planteamientos sostienen que no todos los errores encontrados en las produc-

ciones de aprendientes de una L2 pueden adjudicarse a la interferencia de la L1 (Dulay y Burt, 

1974). En efecto, desde el análisis de errores se propone distinguir a los errores de interlengua, es 

decir, aquellos originados por la influencia de la L1, de los errores de intralengua, surgidos por 

otros factores, como por ejemplo la instrucción recibida (Corder, 1967). 

Ahora bien, entre las principales críticas que ha recibido este modelo de análisis se encuentra 

precisamente el problema de la clasificación de los errores y la identificación de las causas 

que los ocasionan. Según Schachter y Celce-Murcia (1977), los investigadores han de ser 
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extremadamente cautelosos a la hora de proclamar la identificación de un determinado tipo de 

error, entre otras razones porque un único error puede tener más de una fuente originaria. Al 

mismo tiempo, la falta de errores en la producción de los aprendientes no ha de ser inter-

pretada como la ausencia de dificultad en cuanto a la adquisición de una determinada estruc-

tura puesto que dicha falta está mediatizada por lo que Schachter (1974) denomina como 

fenómeno de inhibición. A partir de un estudio sobre la adquisición de las oraciones de relati-

vo inglesas por hablantes de persa, árabe, chino y japonés, la autora pudo comprobar que la 

interlengua de los chinos y japoneses presentaban menos errores que las interlengua de los 

árabes y de los persas, a pesar de que la L1 de los primeros estuviera más alejada del inglés 

que la L1 de los segundos; es decir, los chinos y los japoneses evitaban las mencionadas 

construcciones porque les resultaban más problemáticas. 

 

4. El estudio: diseño, participantes y método de análisis 

Teniendo en cuenta la distancia lingüística entre la lengua coreana y la española en cuanto a la 

ausencia de expresión de anterioridad a un momento a anterior al origen en el sistema verbal 

de la primera y la ausencia de expresión de distancia con respecto al momento de la enuncia-

ción en el sistema verbal de la segunda, este trabajo se propone analizar las dificultades que 

encuentran los aprendientes de ELE surcoreanos al utilizar la forma había cantado en textos 

narrativos. Para ello se diseñaron cuatro pruebas de recolección de datos: dos narraciones 

personales, una oral y otra escrita inducidas por el tema ñMi viaje m§s interesanteò; y dos 

narraciones impersonales, una oral, guiada a través de viñetas y otra escrita, constituida por 

un ejercicio de huecos.
2
 La utilización de cuatro pruebas nos permitió observar el uso que de 

la mencionada forma verbal realizan los aprendientes, tanto en ejercicios de expresión libre, 

como en la producción más controlada, y tanto en la expresión oral como en la escrita.  

Para la realización de las pruebas se contó con la participación de 60 estudiantes univer-

sitarios del Grado en Estudios Hispánicos de la Universidad Hankuk de Estudios Extranjeros. 

Según el año académico en que se encontraban los participantes y su conocimiento de la 

lengua española, se conformaron cuatro grupos que consistían en los niveles A2, B1, B2 y 

B2+ del Marco Común Europeo de Referencia para las Lenguas (Consejo de Europa, 2002). 

Cada uno de estos grupos estaba integrado por 15 participantes. 

Tras la realización de las cuatro pruebas se obtuvo un corpus conformado por 240 narraciones 

que fueron analizadas aplicando la definición de la forma había cantado descrita en § 2, es 

decir, como la expresión de anterioridad a un momento anterior al origen. Toda desviación de 

este uso fue clasificada como error (Corder, 1967). Los errores, a su vez, se clasificaron en 
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dos tipos: uso de había cantado por otras formas verbales y uso de otras formas verbales con 

la función temporal de había cantado. La interpretación de estos errores no se guio única-

mente por la posible interferencia de la lengua materna (Lado, 1957) sino que también se 

tuvieron en cuenta otros factores, principalmente el proceso de instrucción.
3
  

Por último, en el análisis de la expresión de anterioridad a un momento anterior al origen tam-

bién se tuvo en cuenta el tipo de estructura narrativa (Bardovi-Harlig, 2012) empleada por los 

aprendientes con el fin de examinar la posible tendencia a evitar construcciones narrativas 

asociadas a la presencia del pretérito pluscuamperfecto, es decir, evaluar la aparición del 

denominado fenómeno de inhibición (Schachter, 1974).  

 

5. Análisis de los resultados 

El análisis de los resultados revela una escasa aparición de la forma había cantado a lo largo 

de las cuatro pruebas de obtención de datos, tal como se puede observar en la tabla 1. De las 

5.923 formas verbales utilizadas en las 240 narraciones, únicamente 32 formas (0,54%) 

corresponden al pluscuamperfecto y de ellas tan solo 7 (0,11%) representan un uso correcto, 

esto es, atendiendo a la expresión de anterioridad a un momento anterior a la enunciación. 

Este último uso corresponde a la prueba 2, es decir, a las narraciones personales escritas en don-

de, por una parte, el aprendiente puede monitorizar su producción a diferencia de lo que ocurre 

en las pruebas de expresión oral, y por otra parte, al tratarse de una narración personal, el apren-

diente dispone de mayor libertad para organizar la temporalidad de la estructura narrativa.  

 

Tabla 1. Uso de la forma había cantado en las cuatro pruebas de 

recolección de datos 

 Grupo 1 

A2 
Grupo 2 

B1 
Grupo 3 

B2 
Grupo 4 

B2+ 

     

Prueba 1: narración personal 

oral 

    

Había cantado 0 0 0 2 

Otras formas verbales 203 381 445 530 

Total 203 381 445 532 

     

Prueba 2: narración personal 

escrita 

    

Había cantado 1 1 2 3 

Otras formas verbales 231 329 361 434 

Total 232 330 363 437 
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Prueba 3: narración 

impersonal oral 

Había cantado 0 12 0 0 

Otras formas verbales 375 363 375 375 

Total 375 375 375 375 

     

Prueba 4: narración 

impersonal escrita 

    

Había cantado 0 11 0 0 

Otras formas verbales 375 364 375 375 

Total 375 375 375 375 

 

Las cifras de la tabla 1 también ponen de manifiesto que, mientras en las narraciones personales 

(pruebas 1 y 2) no existe una diferencia cuantitativa significativa entre los cuatro niveles de ELE 

examinados, en las narraciones impersonales la aparición de la forma había cantado se produce 

únicamente en el nivel B1. Este uso junto con el de las narraciones personales orales corresponde 

a los errores en el uso del pluscuamperfecto de nuestro corpus. 

En las narraciones personales orales los errores se producen en la utilización de la forma había 

cantado para expresar anterioridad al origen, es decir, en función de la forma canté, tal como 

puede observarse en el siguiente ejemplo: 

(4) Calafate era único lugar que había, no sé cómo se dice, una montaña de hielo. 

[é] Eso fue muy impresionante. Tambi®n había subido a esa monta¶a. [é] 

Me encantó y también tomaba vino. (P51B2+) 

La aparición de había subido no puede atribuirse a una interferencia de la lengua materna ya que 

el pluscuamperfecto se inserta en la secuencia narrativa para formar parte de la sucesión de 

eventos que conforma la narración, no para indicar la expresión de distancia con respecto al 

origen como sucede con la partícula coreana - (-Ȁss Ȁss). Por otra parte, se trata, en este caso, 

de un error no sistemático
4
 que el aprendiente llega a monitorizar en su narración personal escrita: 

(5) Y allá encontré a unos buenos amigos extranjeros y subimos junto al glaciar 

mientras tomábamos un copa de vino. (P51B2+) 

En cuanto a los errores de las pruebas 3 y 4, esto es, de las narraciones impersonales, tanto 

orales como escritas, se producen en la totalidad de los casos en contextos en los que se 

requiere la presencia del pretérito imperfecto. Estas confusiones parecen estar ocasionadas por 

la interferencia de la lengua materna ya que tienen lugar en una sección de la narración en la 

que figura un marcador temporal que establece una relación de distancia con el momento de la 

enunciación. Nos referimos al siguiente pasaje: 
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(6) De pequeñas, fueron muy diferentes. Gwen, de niña, cada fin de semana 

había leído un libro, había escrito un cuento y había pintado un cuadro. 

Durante la semana había despertado temprano y había terminado sus 

deberes temprano. Sarah, de niña, los fines de semana había jugado al fútbol 

y había visto una película. Durante la semana había ido al colegio en 

bicicleta y había llegado tarde a clase. Había hecho sus deberes por la noche 

y se había acostado muy tarde. (P22B1) 

La primera viñeta que acompaña esta sección de la narración viene enmarcada por la fecha 

1996, lo cual pudo haber ocasionado la aparición del pluscuamperfecto, interpretado por los 

dos aprendientes que cometen este tipo de error como la gramaticalización de la expresión de 

distancia con respecto al momento de la enunciación. El hecho de que la misma secuencia se 

repita de forma idéntica tanto en la narración impersonal oral como en la escrita, nos revela 

que estamos en presencia de errores sistemáticos incorporados a la interlengua de estos dos 

participantes quienes no llegan a monitorizar su producción escrita.  

Finalmente, en nuestro corpus no se han registrado errores que comporten el uso de otras for-

mas verbales en función del contenido temporal del pluscuamperfecto. La ausencia de estas 

confusiones se explica por la tendencia de los participantes a crear estructuras narrativas 

siguiendo el principio del orden natural. Este principio establece que los aprendientes men-

cionan los acontecimientos siguiendo el orden temporal en el que dichos acontecimientos 

tuvieron lugar: ñunless otherwise specified, order of mention correspons to order of eventsò 

(Dietrich et al., 1995: 27). Este fenómeno, recurrente en las narraciones de nuestra 

investigación, queda ilustrado en (7):  

(7) La primera vez que viajé por Italia fue en 2006. En aquel tiempo viajé por 

Italia con una amiga mía, por eso antes planeé el curso de viaje con mi 

amiga y después concentré con visitar los museos de arte. (P28B1) 

Esta organización temporal de los eventos a través de la morfología verbal podría expresarse 

alterando el principio del orden natural, como en (8): 

(8) La primera vez que viajé por Italia fue en 2006. Viajé por Italia con una 

amiga con la que había planeado el viaje.  

Sin embargo, según señala Bardovi-Harlig (1994: 244), la presentación de los eventos en un 

orden inverso mediante la utilización del pluscuamperfecto constituye uno de los puntos más 

complejos de adquirir para los aprendientes de una L2.  
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6. Conclusiones 

El análisis de los resultados de las cuatro pruebas de obtención de datos ha revelado una escasa 

representación de la forma había cantado en narraciones personales e impersonales, tanto orales 

como escritas, de aprendientes de ELE surcoreanos. A su vez, la proporción de errores dentro 

de dicha escasa representación es elevada, lo cual indica que se trata de una forma verbal de 

difícil asimilación para los participantes de esta investigación. En efecto, si bien estos parti-

cipantes han estado expuestos a una instrucción explícita sobre el uso del pretérito pluscuam-

perfecto a lo largo de los cuatro niveles de ELE con los que contó la muestra, la reticencia a 

utilizar este tiempo, especialmente en las narraciones personales, estaría indicando una falta de 

dominio de la función que desempeña este tiempo en la estructura narrativa.  

Este comportamiento también ha sido observado en estudios previos, por lo que algunos 

investigadores consideran que se trata de un desarrollo universal de la interlengua de los 

aprendientes de una L2 que contenga una forma verbal para expresar anterioridad a un mo-

mento anterior al origen (Von Stutterheim y Klein, 1987; Bardovi-Harlig, 1994). Sin embar-

go, sin desatender esta interpretación, creemos que en el contexto de nuestra investigación 

habría que añadir otro factor fundamental para explicar el uso del pretérito pluscuamperfecto: 

la interferencia de la lengua materna.  

La posible interferencia de la lengua materna pudo observarse en las narraciones impersonales 

en las que la forma había cantado aparece asociada a un marcador temporal que indica distancia 

con respecto al momento de la enunciación. Esta aparición sugiere que algunos aprendientes 

tienen dificultades en distinguir la gramaticalización de la expresión de distancia con respecto al 

origen con la expresión de anterioridad a un momento anterior al origen, entrecruzando la fun-

ción del afijo de la lengua materna con la forma de la lengua meta. 

Esta distancia interlingüística entre los sistemas verbales de la lengua materna y la lengua 

meta no solo conducen al tipo de errores mencionados, sino que también propician la cons-

trucción de narraciones atendiendo al principio del orden natural por lo que, incluso en los 

niveles más avanzados de nuestro corpus, se registra la tendencia a evitar contextos narrativos 

asociados a la presencia del pretérito pluscuamperfecto dando lugar al fenómeno de inhibición 

(Schachter, 1974). Por consiguiente, los resultados obtenidos nos llevan a sugerir que futuras 

investigaciones centradas en el estudio de la interlengua no se ciñan únicamente al análisis de 

la frecuencia de errores que puedan encontrarse en la producci·n ītanto oral como escritaī de 

los aprendientes, sino que por el contrario se tengan en cuenta varios factores, tal como hemos 

intentado poner de manifiesto a lo largo de este trabajo.  
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Notas 

 

1. Seguimos a Comrie en su defensa de no equiparar el funcionamiento del 

pluscuamperfecto con la gramaticalizaci·n de distancia: ñThe fact that the pluperfect locates a 

situation prior to a reference in the past can often create an impression of a more remote past 

than would the simple past tense; however this is an implicature that can easily be cancelled. 

First, the temporal location of the pluperfect is not necessarily remote; all that is required is a 

reference point intervening between the past location of the situation referred to by the 

pluperfect and the present moment. Secondly, the pluperfect does require such an intervening 

reference point, while the remote past does not: it simple indicates that a situation held at a 

considerable temporal distance from the present momentò (1985: 68). 

2. Para las pruebas con narraciones impersonales nos servimos de uno de los soportes 

visuales utilizados en el proyecto de investigación Spanish Learner Language Oral Corpora 2 

titulado ñLas hermanasò. Toda la informaci·n del proyecto SPLLOC2 puede encontrarse en: 

http://www.splloc.soton.ac.uk/splloc2/index.html. 

3. Los materiales didácticos utilizados en el proceso de instrucción gramatical siguen la 

definición de la forma había cantado que venimos mencionando a lo largo de este trabajo. Sin 

embargo, hemos podido constatar la presencia de un único ejemplo en el manual Gramática 

del español para estudiantes universitarios (Kim et al., 2013: 186) en el que se recurre al 

afijo - (-Ȁss Ȁss) para traducir un pretérito pluscuamperfecto. 

4. Por error no sistemático Corder (1967) interpreta aquellas faltas que consisten una 

desviación inconsciente y eventual originada por una posible distracción. 

 

 

 

http://www.splloc.soton.ac.uk/splloc2/index.html
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La enseñanza de Español como Lengua Extranjera a hablantes adultos de lengua 

materna griega: la investigación del componente afectivo en el aula de ELE 

 

Alberto Rodríguez-Lifante 

Universidad de Alicante 

 

RESUMEN 

l presente artículo se enmarca en el ámbito disciplinar de la Lingüística aplicada y, en concreto, en el 

de la Adquisición de segundas lenguas. En el contexto griego, desde la década de los noventa, las 

contribuciones científicas en torno al español como lengua extranjera (ELE, en adelante) se han visto favo-

recidas por el gran interés hacia esta lengua y su cultura (Leontaridi, 2009; Rodríguez-Lifante, 2015b). En 

este sentido, la mayoría de trabajos publicados se han centrado en el análisis contrastivo, el de errores y el 

de la interlengua en sus diferentes niveles lingüísticos. A su vez, el encuentro de estas dos lenguas, la espa-

ñola y la griega, ha supuesto una ampliación de los horizontes lingüísticos de muchos hablantes grecófonos 

aprendientes de español. Con todo ello, en este contexto no se han llevado a cabo suficientes estudios sobre 

el papel de las variables individuales en el proceso de aprendizaje de español, cuya relevancia, a la luz de 

los estudios recientes, es crucial para entender mejor los mecanismos del aprendizaje (Dörnyei y Ushioda, 

2011; Dörnyei et al., 2015, Rodríguez Lifante, 2015c). Esta investigación persigue fundamentalmente dos 

objetivos: por un lado, describir la situación actual de la investigación del español a hablantes de lengua 

materna griega y, por otro, analizar los resultados derivados del estudio doctoral sobre variables afectivas a 

aprendices griegos de español (Rodríguez Lifante, 2015a). Los resultados de esta contribución ponen de 

manifiesto la necesidad de investigar otros aspectos en este contexto, que recogemos como futuras líneas de 

investigación, y el papel que las variables individuales poseen en el alumnado grecófono de español. 

PALABRAS CLAVE  

Variables afectivas, motivación, actitudes, Grecia, español como lengua extranjera. 

ABSTRACT 

The present paper examines the affective dimension in Greek learners of Spanish in Greece from the field 

of Applied Linguistics and, in particular, of the Second Language Studies. In the Greek context, from the 

90s, scientific contributions about Spanish as a Foreign Language (SFL) have been promoted because of 

the interest towards this language and its culture (Leontaridi, 2009; Rodríguez-Lifante, 2015b). In that 

sense, most of the publications are focused on the contrastive, error analysis and interlanguage in the 

different linguistic levels. At the same time, the encounter of these two languages, the Spanish and the 

Greek, meant an extension of the linguistic limits of many Greek learners of Spanish. Despite of all this, in 

this milieu have not been carried out enough studies about the role of the individual variables in the 

learning of SFL, whose importance, in light of recent research, is seminal to understand better the learning 

processes (Dörnyei y Ushioda, 2011; Dörnyei et al., 2015, Rodríguez Lifante, 2015c). This paper aims two 

main objectives: firstly, describing the current situation of research on Spanish in relation to Greek speakers 

and, secondly, analysing the results of the doctoral study on affective variables to Greek learners of Spanish 

(Rodríguez Lifante, 2015a). The results of this contribution reveals the necessity of researching other 

aspects in such a context, which are mentioned as a future lines of research, and the role that affective 

variables have in Greek learners of Spanish. 

KEY WORDS 

Affective variables, motivation, attitudes, Greece, Spanish as a Foreign Language. 
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1. Introducción 

Los estudios sobre motivación y actitudes sobre la enseñanza/aprendizaje de ELE el contexto 

griego no han recibido especial atención. Este hecho se debe fundamentalmente al papel del 

español en la enseñanza reglada en general (por ejemplo, en la enseñanza no reglada esta lengua 

se impartía desde los años setenta y el primer programa piloto en la educación secundaria se inició 

en 2006), cuya presencia se vio frenada por la crisis económica a partir de 2009, con la conse-

cuente paralización de numerosos proyectos educativos relacionados con el español.
1
 

Una revisión de los estudios sobre el alumnado y profesorado de ELE en el ámbito heleno que 

se han centrado en variables individuales, destacan algunos (Alfa 2004; Cabezuelo Martín 

2005; Leontaridi et al. 2006; Castellanos Vega 2006, Rodríguez Lifante, 2015a). En el prime-

ro de ellos, un trabajo de máster sobre las Ideas y representaciones de aprendices griegos que 

estudian ELE, la autora analiza el comportamiento de los aprendices griegos, a través de 

entrevistas, centrándose en las representaciones que favorecen el proceso de aprendizaje, así 

como en las creencias que pueden llegar a obstaculizar el aprendizaje. Este estudio está 

basado en la realización de tres entrevistas a alumnos griegos de ELE, por lo que las conclu-

siones a las que llega la autora no son extensibles a otros estudiantes griegos que se hallen en 

la misma situación. El valor de este trabajo reside en el tema en sí, es decir, el hecho de elegir 

un aspecto como es la visión del alumno sobre su propio aprendizaje y la enseñanza en un 

contexto como el heleno. La figura del profesor, no obstante, también está presente en el 

análisis, puesto que la identificación de las ideas y representaciones es el punto de partida 

para que el docente pueda llevar a cabo las modificaciones necesarias a través del conoci-

miento de las necesidades de estos y de la negociación.  

En esta misma línea, Cabezuelo Martín (2005) presenta su memoria de máster en torno a las 

Creencias y actitudes de alumnos griegos sobre el aprendizaje oral del español, donde plantea 

esclarecer el punto de vista del alumno en el aprendizaje oral del español para desentrañar sus 

procesos cognitivos, lo cual puede ayudar a explicar y mejorar el complejo fenómeno del apren-

dizaje de una lengua. Al igual que Alfa, esta autora se sirve de la entrevista como fuente para 

obtener los datos, pero a diferencia de ella, Cabezuelo Martín pretende analizar estas variables 

en la lengua oral en el primer estadio del aprendizaje de español. Tras las entrevistas que realiza 

a cuatro informantes, la autora concluye poniendo de manifiesto, por un lado, cuáles son las 

creencias de los estudiantes griegos de español sobre la lengua oral y su relación con la metodo-

logía, su autonomía en el aprendizaje, su visión del profesor y las expectativas de aprendizaje y, 

por otro, advirtiendo de la necesidad de profundizar no solo en las creencias, sino también en las 

necesidades, preferencias y carencias que presentan los alumnos. 
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Ahora bien, la mayor parte de los estudios anteriores dejan de lado en su mayor parte la figura 

del profesor. La investigación de Castellanos Vega (2006) reúne los resultados obtenidos a 

través de entrevistas y cuestionarios a profesores y alumnos de diversos Institutos Cervantes 

acerca del análisis de necesidades y sus implicaciones institucionales. 

Por último, también hay una reciente contribución, inédita, sobre la motivación y actitudes de 

aprendices griegos de ELE (Rodríguez Lifante, 2015a) donde se emplea la técnica observacional 

y de cuestionarios adaptados al contexto heleno para recabar los datos tanto al profesorado como 

al alumnado de ELE. En esta misma línea, actualmente se están realizando diversos trabajos tanto 

doctorales como de máster sobre hablantes griegos (y también greco-chipriotas) de ELE. 

 

2. Objetivos. 

Así pues, teniendo en cuenta lo anteriormente expuesto, en este artículo nos proponemos 

responder directamente a las siguientes preguntas de investigación: 

1. ¿Cuál es el tipo y grado de motivación de los estudiantes griegos de ELE del Centro de 

Lenguas Extranjeras de la Universidad de Atenas (CLE, en adelante)? 

2. ¿Cuáles son las actitudes de los estudiantes griegos hacia el aprendizaje de ELE y su 

cultura? 

3. ¿Qué creencias tienen los profesores de ELE del CLE sobre el papel que juegan las actitudes 

y la motivación en el aula de lenguas? ¿De qué modo está relacionada la situación laboral 

de los profesores de ELE en Grecia con la motivación tanto suya como de los alumnos? 

4. àEst§ presente el desarrollo de la ñcompetencia existencialò
2
 del alumno en el día a día 

del aula? 

5. ¿Cuál es la relación entre la motivación y otras variables de los estudiantes de ELE griegos? 

Como punto de partida para responder a estas cinco preguntas de investigación mencionadas 

nos basamos en las siguientes hipótesis:  

1. La situación actual de la enseñanza de ELE en Grecia no parece ser muy halagüeña, 

sobre todo si tenemos en cuenta la crisis económica en la que se halla sumido el país y 

todo esto a su vez influye de manera negativa sobre la motivación de los estudiantes de 

ELE. Sin embargo, el tipo de motivación que los estudiantes grecófonos de ELE presen-

tan es fundamentalmente instrumental y su grado de motivación es muy alto. 

2. Las actitudes de los estudiantes grecófonos de ELE hacia ellos mismos, el aprendizaje de 

lenguas extranjeras, el entorno de instrucción y la cultura de la lengua meta son positivas. 
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3. Las creencias de los profesores manifiestan que una actitud positiva y un alto grado de 

motivación son decisivos en el aprendizaje de una lengua extranjera. Además, existe 

una relación muy estrecha entre la situación laboral de los profesores de ELE y su moti-

vación/desmotivación en el aula. 

4. La atención a la competencia existencial está presente en el aula, pero no ocupa un 

primer plano dentro de las competencias generales. 

5. Existe una estrecha relación entre motivación y actitudes, por un lado, y entre estas y la 

situación del ELE en Grecia, por otro. Además, se pueden establecer correlaciones, que 

desconocemos si son o no significativas, entre otras variables (sexo, edad o persona-

lidad) y la motivación y las actitudes. 

 

3. Fundamentación teórica. 

El marco teórico que sustenta este trabajo parte de los estudios sobre motivación y actitudes 

desde la perspectiva de la psicología, la educación y, es especial, la adquisición de segundas 

lenguas. En esta última, es esencial la visión teórica propuesta por Dörnyei (1994), Williams 

y Burden (1999) y Dörnyei y Ushioda (2011) sobre el estudio de las variables en el aprendiz 

de lenguas en general y de la motivación en particular. Asimismo, como parte del trabajo de 

campo, hemos llevado a cabo una exhaustiva revisión de la situación del ELE en Grecia para 

trazar su evolución, estado actual y perspectivas de futuro. 

 

4. Metodología y diseño de la investigación. 

La metodología mixta empleada en este trabajo nos ha permitido conjugar el paradigma cuali-

tativo y cuantitativo en aras de un análisis e interpretación de los resultados más exhaustivos. 

El tipo de estudio realizado, el descriptivo-correlacional persigue trazar, por un lado, el perfil 

general de un grupo de hablantes grecófonos aprendientes de ELE y, por otro, medir las varia-

bles analizadas en el proceso de aprendizaje en dicho grupo. Este primer paso ofrece el punto 

de partida para establecer las relaciones entre los resultados descritos y esbozar, en su caso, 

posibles predicciones.  

Los instrumentos utilizados para recopilar los datos han sido fundamentalmente dos: por un 

lado, las observaciones de clases de ELE en el CLE y, por otro, los cuestionarios al alumnado 

y profesorado de español de dicho centro. Para el diseño de las observaciones, hemos adapta-

do el esquema MOLT; para el cuestionario del alumnado, nos hemos basado en el elaborado 

por Minera (2009c) en un estudio similar y para el del profesorado, el empleado por Kassabgy 
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et al. (2001) para la sección de las escalas de valores, satisfacción laboral y recompensas y el 

de Rodríguez Pérez (2008) para la parte de las preguntas abiertas. 

La muestra elegida para este estudio, basada en la población del CLE, está compuesta por 284 

estudiantes adultos y en su mayoría de lengua materna griega, 14 docentes (nativos y no nati-

vos) y 195 horas de observación de clases (correspondientes a los diferentes niveles que oferta 

la institución). La obtención de datos de los cuestionarios fue realizada en dos etapas: en la 

primera, durante el curso 2010-2011, llevamos a cabo el pilotaje de los cuestionarios del 

alumnado y las observaciones, lo que nos permitió detectar los posibles problemas y corregir-

los para la versión definitiva y, en la segunda, a finales del curso académico 2011-2012, en la 

que se suministró el cuestionario al alumnado.  

Para el tratamiento de los datos cuantitativos de los cuestionarios tanto del alumnado como 

del profesorado (en especial las escalas de Likert y de diferencial semántico) nos servimos del 

paquete de análisis estadístico SPSS y para los cualitativos (observaciones y preguntas abier-

tas del cuestionario del profesorado) me serví del programa Excel, debido a la facilidad que 

me ofrecía para tratarlos cuantitativamente y representarlos gráficamente. 

 

5. Resultados. 

Tras la exposición de la metodología y diseño de la investigación empleados, recogemos breve-

mente los resultados más relevantes de esta investigación a partir de las cinco preguntas iniciales.
3
 

En la primera de ellas, deseábamos averiguar el tipo y grado de motivación de los estudiantes 

griegos de ELE del CLE. Los datos obtenidos señalan que en este alumnado están presentes 

todos los tipos de motivación que tradicionalmente se recogen en los estudios. Sin embargo, 

hay un claro predominio de la intrínseca sobre el resto, con independencia del nivel de com-

petencia y la edad. Tras esta, es la orientación integradora la que cobra mayor protagonismo 

entre los informantes. En cuanto al grado de motivación, queda de manifiesto el alto interés y 

deseo de aprender español tanto dentro del aula como fuera.  

En la segunda de ellas, al preguntarnos sobre las actitudes de (estos) estudiantes hacia el apren-

dizaje de ELE y su cultura, obtenemos resultados positivos hacia ambos aspectos. Si observamos 

los porcentajes de los resultados es advertimos que los informantes poseen en general actitudes 

positivas hacia las lenguas extranjeras (89%), hacia la lengua española (89%), hacia la percepción 

del aprendizaje de español por parte de la sociedad griega (85%), hacia ellos mismos como apren-

dices (77%), hacia la cultura hispanófona (74%) y hacia el mundo hispanohablante (68%). Este 

resultado se corrobora también a través de los comentarios, observaciones y conversaciones que 

mantuve con diferentes alumnos durante la estancia de investigación. Cabe destacar, como dato 
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curioso, la valoración general que obtiene la actitud hacia los hispanohablantes. En la línea de las 

respuestas anteriores, resulta contradictorio que la actitud hacia este aspecto no sea tan positiva, lo 

cual puede explicarse por la respuesta automática de los informantes o por hallarse el enunciado 

próximo a las preguntas suprimidas del cuestionario. 

En la tercera pregunta de investigación, sobre la visión del profesorado en torno a las 

cuestiones afectivas y su situación laboral relacionada con su motivación y la de su alum-

nado, los docentes de español del CLE ponen de manifiesto que tanto la motivación como 

las actitudes son fundamentales en el aula de idiomas, si bien la concepción que estos 

poseen sobre la motivación difiere de unos a otros (por ejemplo, para algunos informan-

tes, la motivación depende de los alumnos, para otros, en cambio, es una cuestión que 

atañe más a los propios docentes y, en un tercer grupo, se sitúan aquellos que estiman que 

corresponde a ambos, estudiantes y profesores). En lo que sí coinciden de manera unáni-

me todos ellos es en afirmar que el alumnado de ELE del CLE está motivado. 

Por su parte, la situación profesional de los docentes de español (el 57% de ellos posee un 

trabajo por horas frente a un 14% a tiempo completo o tiempo parcial, un 14% a tiempo par-

cial en más de un centro y un 15% a tiempo parcial en un centro) se ha visto castigada por la 

supresión de esta lengua de la enseñanza secundaria y en algunos casos también de la univer-

sitaria, a lo que se ha añadido una gran precariedad laboral de todo el profesorado y en espe-

cial del de idiomas, que en la mayoría de casos ha acabado impartiendo clases particulares o 

en academias en condiciones deplorables. A pesar de este hecho, según los datos que se des-

prenden de los cuestionarios, sorprende que el 79% de los docentes de ELE esté motivado, 

frente a un 7% desmotivado. Entre ambos extremos, se halla un 14% que fluctúa. Son ilustra-

tivos de este último grupo los testimonios de dos informantes: (3) Casi desmotivada, ya que 

vivimos en una situación difícil en general, pero sigo luchando por amor al español y a mi 

profesión o (4) Me motivo cuando estoy en la clase, fuera me siento desanimado, porque la 

situación laboral de mi país es complicada. En este sentido, el fenómeno de la motivación de este 

profesorado no puede explicarse de manera exclusiva a través de la fotografía social en la que se 

hallaba Grecia en ese momento, sino que es necesario recurrir a aquellos aspectos que poseen un 

valor motivador para los docentes. Estos conceden gran relevancia a las relaciones sociales, la 

autorrealización, la autonomía, la autodeterminación y al crecimiento personal. La lectura 

detenida de los enunciados que recogen los cuestionarios da buena cuenta de la pasión por el 

español y por su profesión, así como de la satisfacción de aprender al mismo tiempo que enseñan.  

Con la cuarta pregunta nos proponíamos descubrir si se desarrolla la competencia existencial 

de este alumnado en el día a día del aula de español del CLE. En un estudio sobre motivación 
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y actitudes centrado en la figura del alumno, pero sin olvidar la importancia que el docente y 

otros aspectos del entorno poseen, era necesario examinar si se atendía a esta competencia en 

el aula o no. El análisis de los datos obtenidos a través de los cuestionarios y de las obser-

vaciones manifiesta que el profesorado admite que no solo debe atenderse a esta competencia 

en el aula, sino que es clave para la actual y futura formación íntegra del alumnado. Los datos 

apuntados por los estudiantes, a través de las escalas de actitud hacia ellos mismos, la de nivel 

de motivación y la de autoconcepto, coinciden con los del profesorado, lo cual confirma un 

alto grado de motivación en estos discentes, unido a una elevada autoimagen y unas actitudes 

positivas hacia sí mismos. Además, las observaciones que realizamos en diversos niveles y 

grupos de estudiantes confirman las dos visiones mencionadas. 

Por último, en la quinta pregunta investigamos si existe relación entre la motivación y otras 

variables de los estudiantes de ELE del CLE. En este caso, el análisis estadístico realizado es 

clave para responderla. Los resultados de las operaciones estadísticas entre la variable moti-

vación en sus diferentes orientaciones y otras 16 apuntan hacia la existencia de correlaciones 

entre ellas. Sin embargo, de todos los casos uno es especialmente destacable por ser signifi-

cativo: el que tiene lugar entre el autoconcepto y el grado de motivación. No obstante, desco-

nocemos la dirección del efecto, para lo que se requeriría un tipo de operación estadística dife-

rente. Asimismo, y en menor grado, también se observa una correlación entre la motivación 

intrínseca y el autoconcepto, y entre este y las actitudes hacia las lenguas extranjeras. 

 

6. Conclusión. 

Tras presentar los resultados más relevantes, respondemos a las respuestas de investigación 

que planteábamos al principio de este artículo. A partir de estas, podemos extraer las siguien-

tes conclusiones:  

1) La motivación intrínseca en el aprendizaje de idiomas tanto en el alumnado como en el 

profesorado es relevante. En la mayoría de casos, se produce una simbiosis de las diver-

sas orientaciones o tipos de motivación mucho más compleja de lo que tradicionalmen-

te se ha considerado, que permite explicar situaciones en la que factores negativos exter-

nos e internos son asimilados por una capacidad positiva mayor en el aula de idio-mas, 

desarrollando lo que he denominado ñresiliencia motivadoraò.  

2) Las actitudes positivas hacia los diversos aspectos del aprendizaje poseen también un 

gran valor en el aula de idiomas. Además, con independencia del tipo de motivación, 

las actitudes hacia el aprendizaje de LE, de ELE y su cultura son muy positivas. 
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3) El valor que el profesorado concede a las variables afectivas, y en concreto a la moti-

vación y a las actitudes en un sentido amplio, es fundamental para el proceso de enseñan-

za y de aprendizaje.  

La situación social y económica, por su parte, ejerce influencias negativas sobre las 

condiciones profesionales de los docentes, pero no es razón suficiente ni la más 

importante para provocar su desmotivación y la de su alumnado. 

4) El espacio que ocupa la competencia existencial dentro del aula es relevante y el que 

pueda equipararse al resto de competencias depende tanto del profesorado como del 

alumnado. Además, su mayor o menor presencia no responde a un nivel de compe-

tencia específico o a un grupo de edad determinado. 

5) La correlación entre el grado de motivación de los estudiantes y su autoconcepto es 

especialmente significativa, pero también lo es, aunque en menor medida, entre este 

último y la motivación intrínseca y las actitudes positivas hacia las lenguas extran-

jeras. Por el contrario, no existe tal correlación entre estas y la de sexo o edad. 

En conciencia, las conclusiones anteriores nos permiten extraer algunas implicaciones pedagó-

gicas relevantes. En primer lugar, la aportación de un análisis de creencias de los docentes de 

ELE en torno a las variables afectivas motivación y actitudes, que posee una utilidad para el 

profesorado de este país en su práctica docente, pero también para cualquier otro que se dedi-

que a la enseñanza de ELE y de idiomas en otro contexto. En segundo lugar, la concepción más 

amplia de la motivación, atendiendo a su naturaleza compleja y dinámica. Esta idea ofrece, por 

un lado, al profesorado un marco de actuación más extenso y rico de conexiones entre diversos 

factores, que no queda limitado a una enseñanza motiva-dora/desmotivadora y, por otro, al 

alumnado, que al hacerle consciente de este hecho, le concede mayor flexibilidad y adaptación a 

los numerosos cambios que deberá necesariamente desafiar en su largo proceso de aprendizaje. 

Con este último aspecto enlazo la tercera de las implicaciones, con la que se comprueba la nece-

sidad de atender a los procesos socioafectivos en el entorno del aula, enmarcados bajo la 

competencia existencial, así como las ventajas positivas que conlleva su desarrollo. Todo ello 

merece una especial atención y reflexión, debido a los efectos que posee en la formación 

holística del alumno. 

Por su parte, no podemos obviar las limitaciones de este estudio. La primera de ellas se debe a 

la concepción adoptada en el análisis de la motivación y las actitudes, que se basa en la pro-

puesta del constructivismo social y de los principios de las teorías sociodinámicas emergentes 

en el ámbito de segundas lengua en general y en el de la motivación en particular. La segunda 
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de ellas reside en el método elegido para llevar a cabo el estudio, el descriptivo-correlacional, 

que frente a otros, como el longitudinal, podría haber ofrecido una visión de estas variables 

más rica en matices y resultados.  

Consciente de estas limitaciones, se proponen a continuación algunas de las futuras líneas de 

investigación que pueden explorarse: 

1) Realizar en Grecia un estudio longitudinal a lo largo de dos cursos académicos que 

adopte un punto de vista sociodinámico de la motivación y las actitudes, al mismo tiem-

po que emplea una muestra mayor y se desarrolla en otros contextos de instrucción, 

como por ejemplo, el Instituto Cervantes o centros privados de enseñanza secundaria. 

2) Llevar a cabo estudios similares en países distintos, con la finalidad de replicarlos y 

confirmar en qué medida pueden extrapolarse estos resultados a otras realidades. 

3) Implementar diferentes aprendizajes en los que se preste especial atención a la competencia 

existencial y examinar a través de un método experimental los diversos resultados. 
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Notas 

 

1. Un estudio detallado sobre la evolución, situación y perspectivas del español en Grecia, 

recomendamos la consulta del primer capítulo de Rodríguez-Lifante (2015b). 

2. Este t®rmino se refiere a ñla suma de las características individuales y rasgos de 

personalidad que se relacionan con la imagen que uno tiene de sí mismo y de los demás, así 

como con la voluntad de entablar una interacción social con otras personas. Comprende las 

actitudes, las motivaciones, los valores, las creencias, el estilo cognitivo y otros factores 

personalesò, seg¼n se recoge en el Diccionario de término clave de ELE (Martín Peris, 2008). 

3. La descripción detallada de todos los datos mediante gráficos y tablas puede consultarse 

en Rodríguez-Lifante (2015a). 
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RÉSUMÉ 

n Arm®nie, lôarm®nien est la langue officielle, le russe, lôanglais et le fran­ais sont les langues 

étrangères enseignées dans la grande majorité des écoles et des universités. Dôentre les langues 

qui sont en contact en Arm®nie, le fran­ais est, sans doute, celle qui môint®resse et me pr®occupe en 

tant que professeur de français. Cet intérêt et cette préoccupation ont déjà attiré et attirent encore 

lôattention de beaucoup dôautres professeurs de fran­ais. Ainsi, nous trouvons quôil est n®cessaire de 

pr®senter dans ce travail, les probl¯mes qui rendent difficile lôenseignement/apprentissage du fran­ais 

langue étrangère (FLE) dans certaines écoles et universités arméniennes. On va voir donc, si les 

apprenants du FLE dôArm®nie ont beaucoup de difficult®s en ce qui concerne lôapprentissage de cette 

langue et analyser ces problèmes. 

MOTS CLÉS 

Interférence, transferts positifs et négatifs, langue maternelle, langue étrangère, 

enseignement/apprentissage. 

 

ABSTRACT  

In this paper, we will examine the lexical transfers that occur between two languages, Armenian and 

French. In particular, we will observe the negative transfers, or, in other words, interference in the 

lexical field. While observing the process of teaching and learning French as a second language, we 

notice the influence of native language interference. It is strongly believed that linguistic interference is 

one of the fundamental difficulties faced during second language acquisition. Judging by the experience 

we can assume that problems are mainly caused by the lack of substantial knowledge of lexical and 

grammatical structures and aspects of the target language. Interference can affect any aspect of the 

language, having positive and negative effects. The greater the differences between the two languages, 

the more negative the effects of the interference are likely to be. It is important for the teacher to know 

the differences and similarities between the learnerôs native language and the target language. 

Identification will make it easier for the teacher to decide upon the strategy, methodology or materials 

that will be used in the instruction of a second or foreign language. 

KEY WORDS  

Interference, positive and negative transfers, mother tongue, foreign language, teaching/learning. 
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La soci®t® nôest possible que par la langue; et par la langue aussi lôindividu. Lô®veil de la 

conscience chez lôenfant coµncide toujours avec lôapprentissage du langage, qui lôintroduit peu 

à peu comme individu dans la société. 

Lôindividu, la soci®t® et les langues entrent en jeu dans une relation de communication 

humaine. On se met à apprendre une langue et on la pratique dans un contexte biologique, 

biographique et historique. 

Dans une situation dôacquisition dôune langue ®trang¯re, en milieu scolaire, lôinfluence de la 

langue maternelle de lôapprenant sur la langue apprise est tr¯s forte. Lôapprenant, durant cette 

phase dôapprentissage de la langue ®trang¯re se livre ¨ des strat®gies et des opérations 

linguistiques et applique les ressources de son raisonnement. 

Dans son îuvre Sociolinguistique. Concepts de base, Marie-Louise Moreau (1998) déclare 

que Weinreich est le premier linguiste ¨ utiliser lôexpression contact de langues. Uriel 

Weinreich (1953) dit quôil y a contact de langues quand ces m°mes langues sont utilis®es 

alternativement par le même individu. 

Elizabeth Deshays, dans son îuvre Lôenfant bilingüe (Deshays, 1989) montre des situations 

où un individu parle deux langues couramment et dont la langue maternelle continue à exercer 

une influence sur la prononciation de la langue étrangère. 

Pour Louis-Jean Calvet, dans son îuvre La Sociolinguistique (Calvet, 1993), un des objets 

dô®tude de la sociolinguistique côest le fait quôon est dans un monde plurilingue et que les 

langues sont constamment en contact. 

Cet abordage nous fait croire quôil y a des points communs entre ces auteurs, ou bien, ils 

d®fendent tous quôil y a contact de langues et que ces langues en contact exercent des 

influences les unes sur les autres. 

Selon Pierre Martinez (2014), on appellera langue première (L1) dôun individu celle quôil a 

acquise en premier lieu, chronologiquement, au moment du développement de sa capacité de 

langage. Pour ce linguiste, premier ne signifie pas la plus utile ou la plus prestigieuse. La 

langue première est aussi appelée langue maternelle. 

Enfin, la langue maternelle peut être considérée comme la langue de référence, côest-à-dire le 

syst¯me linguistique auquel tout sujet se r®f¯rera prioritairement lors de lôacquisition de 

nouvelles comp®tences en langue ®trang¯re. Quoi quôon dise et quoi quôon fasse, la langue 

maternelle est toujours pr®sente dans lôenseignement des langues étrangères. Côest pour 

beaucoup de didacticiens ñla r®f®rence premi¯reò, ñle fil conducteurò. 

Pierre Martinez (2014) définit langue seconde (L2) comme toutes langues apprises ¨ lô®cole 

et non plus dans le milieu proche où un individu a été élevé. 
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En Arm®nie, le fran­ais est une langue quôon apprend ¨ lô®cole, ¨ lôuniversit®. Alors, côest 

pourquoi nous allons parler de lôenseignement/apprentissage de la langue fran­aise comme L2. 

Les contacts de langues peuvent provoquer différents phénomènes parmi lesquels on relève 

principalement: les emprunts, les interférences linguistiques, et finalement les alternances 

codiques ou mélange de langues. Dôabord il convient de donner les d®finitions de ces trois 

phénomènes. 

Au contraire de lôinterf®rence, lôemprunt est un phénomène collectif. Toutes les langues ont 

emprunté à des langues voisines. En linguistique, et plus particulièrement en étymologie, 

lexicologie et linguistique comparée, on nomme emprunt lexical (ou, plus souvent, 

emprunt) le processus consistant, pour une langue, à introduire dans son lexique un terme 

venu dôune autre langue. Lôemprunt fait partie des moyens dont disposent les locuteurs pour 

accroître leur lexique, au même titre que le néologisme et la dérivation. 

Lôinterférence est définie par Josiane Hamers et Michel Blanc comme ñdes problèmes 

dôapprentissage dans lesquels lôapprenant transf¯re le plus souvent inconsciemment et de 

fa­on inappropri®e des ®l®ments et des traits dôune langue connue dans la langue cibleò 

(Hamers & Blanc, 1983: 452). 

Chez les apprenants arm®niens, le fait dôemployer dans la langue cible (le fran­ais) des 

®l®ments appartenant ¨ leur langue maternelle (lôarm®nien) se traduit par lôapparition 

dôexpressions, de tournures, de cr®ation dôhybrides lexicaux, de transfert et dôemprunt. Ces 

interf®rences sont attribu®es ¨ lôinfluence de leur langue maternelle. Nous voudrions parler 

des interférences linguistiques au niveau phonétique. 

Les ®l®ments phon®tiques de lôarm®nien sont souvent diff®rents de ceux du fran­ais. Ici il est 

important de parler de la nasalisation des voyelles. Côest un ®l®ment de la phon®tique qui 

existe beaucoup en fran­ais. Dôune fa­on g®n®rale, les apprenants arm®nophones ont 

beaucoup de probl¯mes quand il sôagit des nasales, mais ils en ont moins quand ils prononcent 

les voyelles orales. Concernant les nasales, les apprenants ont tendance de prononcer un seul 

des éléments, favorisant ainsi leur dénasalisation. 

Lors des cours de phon®tique, nous avons r®v®l® quelques types dôerreurs li®es ¨ la 

prononciation des voyelles nasales. 

Lôune des erreurs la plus fr®quente est la production dôune voyelle orale + [n]. Lôapprenant 

produit [an] au lieu de [ὄӉ], [ὑn] ̈ la place de [ὑӉ], etc. Côest un exc̄s de tension; il produit un 

son parasite supplémentaire [n]. Les procédés de correction vont viser à faire disparaître la 

consonne nasale superflue et à favoriser la production de la voyelle nasale attendue. 

Tout dôabord, nous utilisons en m°me temps les proc®d®s suivants: 
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a. intonation descendante car elle enlève naturellement de la tension; 

b. d®bit ralenti car le fait dôallonger les syllabes provoque ®galement un gaspillage de tension; 

c. main, buste, t°te accompagnant spontan®ment lôintonation descendante. Ce 

relâchement corporel visible (geste de la main vers le bas, inclinaison du buste, de la tête) 

que lô®tudiant peut imiter, agit au niveau de la macro motricit®. Un rel©chement corporel 

contribue à la détente car il se répercute sur la tension des organes phonatoires. 

À propos de la prononciation des consonnes à la fin des mots en français, on peut constater 

que cela se fait plut¹t ¨ lôoral quô¨ lô®crit parce que quand ils ®crivent, parfois, ils oublient de 

mettre s quand il est nécessaire et quand ils parlent, ils prononcent le s. 

Comme le préconisent Henri Besse et Rémy Porquier, lôanalyse des interf®rences a un double 

objectif, lôun th®orique: ñmieux comprendre les processus dôapprentissage dôune langue 

®trang¯reò; lôautre pratique: ñam®liorer lôenseignementò (Besse & Porquier, 1991: 207). 

Autre ph®nom¯ne semblable ¨ lôinterf®rence, est celui dôalternance codique ou mélange de 

langues. Lôalternance codique est un mode de communication qui consiste ¨ faire alterner les 

langues, sur des unités linguistiques de longueur variable (un mot, une expression, un 

syntagme, une phrase, une prise de parole). Ce mode de communication est très fréquent 

surtout chez les sujets bilingues. Ces alternances codiques sont souvent régies par des règles 

grammaticales propres à chacune des langues. 

Nous avons jugé nécessaire et indispensable de présenter quelques suggestions qui, nous 

pensons, pourront am®liorer lôenseignement/apprentissage de la langue fran­aise. 

Les professeurs ont tous un rôle important: ils enseignent, ou bien, ils transmettent aux 

apprenants des connaissances et des techniques de fa­on quôils les comprennent et les 

assimilent. Alors, pour que lôenseignement du fran­ais se d®veloppe, il faut que tous les 

professeurs aient la responsabilité et le goût pour enseigner. Ils doivent faire des recherches 

dans le domaine de lôacquisition de la langue française, des recherches dans le domaine de la 

m®thodologie et de lôapprentissage de la langue, et de la fourniture de mat®riels authentiques 

ou organisés. 

1. Lôenseignant doit donc aider lôapprenant ¨: 

¶ Bien définir ses objectifs. Il doit donc lôaider ¨ d®couvrir et ¨ utiliser des cat®gories 

dôanalyse pour une bonne articulation de la langue. Lôenseignant doit sensibiliser les 

apprenants ¨ pratiquer lôoralit®; 

¶ Définir les contenus des programmes. Il doit donc lui donner des informations sur les 

sources possibles de documents dôapprentissage. Mais, il faut dôabord que lô®cole, 



 

44 

 

lôuniversit® aient des manuels adaptables et suffisants pour lôapprentissage de 

lôapprenant, mais aussi et surtout avoir au moins des mat®riels audio, vid®o et 

pourquoi pas des laboratoires de langue; 

¶ Prendre conscience de lôimportance de lôapprentissage dôune langue ®trang¯re (le 

français dans ce cas). Il est important de montrer aux apprenants la place du français 

dans lôhorizon francophone; 

2. Lôenseignant doit utiliser dôautres supports pédagogiques pour que les cours soient plus 

motivants et plus intéressants: 

¶ Lôutilisation des textes dô®coute en classe de FLE, comme par exemple des chansons 

en fran­ais. ê partir des chansons les apprenants peuvent, dôune fa­on d®contract®e, 

apprendre la langue fran­aise. Ils apprennent le vocabulaire, lôintonation, la 

phonétique aussi bien que le rythme et ils seront plus motivés pour apprendre cette 

langue; 

3. Mais apprendre le fran­ais ¨ lô®cole, ¨ lôuniversit® ne suffit pas. Il faut le pratiquer et 

lôentendre: 

¶ Il est nécessaire un environnement francophone pour faciliter la lecture, la vente des 

bandes dessinées ou les magazines aux jeunes. À ce respect, les Centres Culturels, 

les Alliances Fran­aises en tant quôop®rateurs privil®gi®s doivent réserver des 

moyens pour la réalisation de ces activités. 

En guise de conclusion, la connaissance dôune langue ®trang¯re facilite lôapprentissage dôune 

autre langue ®trang¯re. Pour pouvoir diminuer le nombre des transferts n®gatifs dôune langue 

à une autre, il faut commencer lôapprentissage dôune langue ®trang¯re d¯s le plus jeune ©ge, 

surtout au niveau phonétique. Mais il ne faut jamais oublier que toutes les erreurs aident les 

enseignants à contrôler le niveau de compétences de leurs apprenants afin de les doter de 

capacités linguistiques nécessaires et suffisantes pour un meilleur apprentissage des langues 

étrangères. 

 

Références bibliographiques 

Besse, H. & Porquier, R. (1991). Grammaires et didactique des langues. Langue et 

apprentissage des langues. Paris: Didier. 

Calvet, L.-J. (1993). La Sociolinguistique. Paris: Presses Universitaires de France. 

Deshays, E. (1989). LôEnfant bilingue. Paris: Robert Laffont, SA. 

Hagège, C. (1982). La Structure des langues. Paris: Presses Universitaires de France. 



 

45 

 

Hamers, J. F. & Blanc, M. (1983). Bilingualité et bilinguisme. Bruxelles: Pierre Mardaga. 

Martinez, P. (2014). La didactique des langues étrangères. Paris: Presses Universitaires de 

France. 

Moreau, M.-L. (1998). Sociolinguistique. Concepts de base. Paris: Flammarion. 

Weinreich, U. (1953). Languages in contact. New York: Linguistic Circle of New York. 

  



 

46 
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ɄȺɅȽȿȼɊȼ 

ɏůŬ Ŭˊɞ Űɖ ɓɘɓɚɘɞɔɟŬűɑŬ əŬɘ ŰŬ ŬˊɞŰŮɚɏůɛŬŰŬ Ŭˊɞ ŭɘɎűɞɟŮɠ ɏɟŮɡɜŮɠ űŬɑɜŮŰŬɘ ɞŰɘ ɖ ɛɎɗɖůɖ 

ɛɘŬɠ ŭŮɨŰŮɟɖɠ ɔɚɩůůŬɠ ůɢŮŰɑɕŮŰŬɘ ɛŮ Űɞ əɑɜɖŰɟɞ ˊɞɡ ŭɑɜŮŰŬɘ ůŰɞɡɠ ɛŬɗɖŰɏɠ Ŭˊɞ Űɞɡɠ ŮəˊŬɘ-

ŭŮɡŰɘəɞɨɠ. Eɜ ŰɞɨŰɞɘɠ, ɡˊɎɟɢŮɘ əŬɘ Űɞ ŮɟɩŰɖɛŬ əŬŰɎ ˊɧůɞɜ ɞɘ ɛŬɗɖŰɏɠ ŮɑɜŬɘ ˊŮŰɡɢɖɛɏɜɞɘ ɚɧɔɤ 

əɘɜɐŰɟɞɡ ˊɞɡ Űɞɡɠ ŭɑɜŮŰŬɘ ɐ əŬŰŬ ˊɧůɞɜ Űɞ ŮɜŭɘŬűɏɟɞɜ ˊɞɡ ŭŮɑɢɜɞɡɜ ŮɑɜŬɘ ŮˊŮɘŭɐ ɏɢɞɡɜ ɐŭɖ ˊŮŰɨɢŮɘ 

əŬɘ ˊɟɞůˊŬɗɞɨɜ ɜŬ ŭɘŬŰɖɟɐůɞɡɜ Űɞ ŮˊɑˊŮŭɞ ůŰɞ ɞˊɞɑɞ ɓɟɑůəɞɜŰŬɘ. 

ɈˊɎɟɢɞɡɜ ŬɟəŮŰɞɑ ˊŬɟɎɔɞɜŰŮɠ ˊɞɡ ɛˊɞɟɞɨɜ ɜŬ ŮˊɖɟŮɎůɞɡɜ Űɞ əɑɜɖŰɟɞ Ůɜɧɠ ɛŬɗɖŰɐ əŬŰɎ Űɖ ɛɎɗɖůɖ 

ɛɘŬɠ ŭŮɨŰŮɟɖɠ ɔɚɩůůŬɠ, ɧˊɤɠ Ůˊɑůɖɠ əŬɘ ŬɟəŮŰɏɠ ŰŮɢɜɘəɏɠ Űɘɠ ɞˊɞɑŮɠ ɛˊɞɟŮɑ ɜŬ ɢɟɖůɘɛɞ-ˊɞɘɐůŮɘ ɞ 

ŮəˊŬɘŭŮɡŰɘəɧɠ ɛŮ ůəɞˊɧ Űɖɜ Ůɛˊɚɞəɐ əŬɘ Űɖ ŭɘŬŰɐɟɖůɖ Űɞɡ ŮɜŭɘŬűɏɟɞɜŰɞɠ ɧɚɤɜ Űɤɜ ɛŬɗɖŰɩɜ əŬŰɎ 

Űɖ ŭɘŮɝŬɔɤɔɐ Űɞɡ ɛŬɗɐɛŬŰɞɠ. 

ȼ ˊŬɟɞɨůŬ ŮɟɔŬůɑŬ ůəɞˊɧ ŮɑɢŮ Űɖ ŭɘŮɝŬɔɤɔɐ ůɡɜɏɜŰŮɡɝɖɠ ůŮ ȾŬɗɖɔɐŰɟɘŬ ȷɔɔɚɘəɩɜ ɔɘŬ ɜŬ ŮɝŮŰŬůŰŮɑ 

əŬŰɎ ˊɧůɞɜ ŬəɞɚɞɡɗŮɑ əɎˊɞɘŬ ŰŮɢɜɘəɐ ɛŮ ůŰɧɢɞ ɜŬ ŭɩůŮɘ əɑɜɖŰɟɞ ɔɘŬ ɛɎɗɖůɖ əŬɘ Ůɛˊɚɞəɐ Űɤɜ 

ɛŬɗɖŰɩɜ Űɖɠ Ůɜ ɩɟŬ ɛŬɗɐɛŬŰɞɠ. 

ȿȺɂȺȽɆ ȾȿȺȽȹȽȷ  

ȹɘŭŬůəŬɚɑŬ Űɖɠ ɔɚɩůůŬɠ, əɑɜɖŰɟɞ. 

 

ABSTRACT  

Teaching a second language is seemed to be influenced by factors such as motivation and whether 

teachers try to increase that during classroom activities. As far as motivation is concerned, there is also 

the question whether learners are successful because of motivation or whether they are motivated by 

success.  

Teachers come across a variety of teaching techniques, which can help and motivate learners during 

the teaching of second language. What is important here is that the teachers should always help all the 

students to participate and try to use the right techniques for better results. 

The purpose of the current essay was to interview an English teacher in order to examine whether or 

not she follows certain techniques during her lesson in order to enhance her studentsô confidence, 

motivation and participation.  

KEYWORDS 

ɀotivation; language teaching, teacherôs techniques 

 

1. ȹɘŭŬůəŬɚɑŬ Űɖɠ ũɚɩůůŬɠ əŬɘ ȾɑɜɖŰɟɞ 

ȳůɞɜ ŬűɞɟɎ Űɖ ɛɎɗɖůɖ ɛɘŬɠ ŭŮɨŰŮɟɖɠ ɔɚɩůůŬɠ əŬɘ Űɞ əɑɜɖŰɟɞ Űɞ ɞˊɞɑɞ ˊɟɏˊŮɘ ɜŬ ɏɢŮɘ ɞ 

ɛŬɗɖŰɐɠ, ŬɡŰɧ ɏɢŮɘ ɜŬ əɎɜŮɘ ɛŮ ˊɞɚɚɞɨɠ ˊŬɟɎɔɞɜŰŮɠ. ȷɟəŮŰɞɑ ŮɑɜŬɘ ɞɘ ŮɟŮɡɜɖŰɏɠ, ŬɜɎɛŮůɎ 
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Űɞɡɠ əŬɘ ɞ Dɞrnyei (2003), ˊɞɡ ɗŮɤɟɞɨɜ ɞŰɘ Űɞ əɑɜɖŰɟɞ ůɡɜŭɏŮŰŬɘ əŬɘ ɛŮ Űɖɜ Ůɜɖɛɏɟɤůɖ əŬɘ 

ɔɜɩůɖ Űɤɜ ɛŬɗɖŰɩɜ ɔɘŬ Űɖɜ əɞɡɚŰɞɨɟŬ Űɖɠ ŬɜŰɑůŰɞɘɢɖɠ ɔɚɩůůŬɠ.  

ȷɜŬűɞɟɎ ɔɑɜŮŰŬɘ əŬɘ ůŰɖ ɔɜɤůŰɘəɐ ɣɡɢɞɚɞɔɑŬ əŬɘ ɜŮɡɟɞɓɘɞɚɞɔɑŬ, ɛɏůŬ Ŭˊɞ ɏɟŮɡɜŮɠ ˊɞɡ 

ɏɢɞɡɜ ɔɑɜŮɘ Ůŭɩ əŬɘ ŭŮəŬŮŰɑŮɠ. ɉŬɟŬəŰɖɟɘůŰɘəɎ, ɏɢŮɘ ůɖɛŮɘɤɗŮɑ Ŭˊɞ Űɞɜ Dornyei (2003) ɞŰɘ 

ɡˊɎɟɢɞɡɜ ɗŮɤɟɑŮɠ ˊɞɡ ůŰɖɟɑɕɞɜŰŬɘ ůŰɖ ɔɜɤůŰɘəɐ ɣɡɢɞɚɞɔɑŬ. 

ȷɠ ŬɟɢɑůɞɡɛŮ ɛŮ Űɖ ɗŮɤɟɑŬ Űɖɠ ŬɡŰɞ-ŬˊɞűŬůɘůŰɘəɧŰɖŰŬɠ Ŭˊɞ Űɞɡɠ Deci əŬɘ Ryanôs (Dornyei, 

2003), ɧˊɞɡ ɔɑɜŮŰŬɘ ŬɜŬűɞɟɎ ůŰɞ ŮůɤŰŮɟɘəɧ óintrinsicô əŬɘ ŮɝɤŰŮɟɘəɧ óextrinsicô əɑɜɖŰɟɞ 

Ůɜɧɠ ŬŰɧɛɞɡ əŬɘ ˊɩɠ ŬɡŰɧ ŮˊɖɟŮɎɕŮɘ Űɖ ɛɎɗɖůɖ ɛɘŬɠ ŭŮɨŰŮɟɖɠ ɔɚɩůůŬɠ. ȰɟŮɡɜŮɠ ɏɢɞɡɜ 

ŭŮɑɝŮɘ ɞŰɘ ɖ ŮˊɘɓɟɎɓŮɡůɖ Ůɜɧɠ ɛŬɗɖŰɐ ɔɘŬ Űɖ ˊɟɞůˊɎɗŮɘɎ Űɞɡ, ˊɘɗŬɜɧɜ ɜŬ ŮˊɖɟŮɎůŮɘ Űɖ 

ŭɘŬŭɘəŬůɑŬ əŬɘ ɜŬ ɛɖɜ ɡˊɎɟɝŮɘ Űɞ ŬɜŬɛŮɜɧɛŮɜɞ ŬˊɞŰɏɚŮůɛŬ. ȰɜŬ ˊŬɟɎŭŮɘɔɛŬ ɏɟŮɡɜŬɠ 

ŬˊɞŰŮɚŮɑ ɖ ˊŮɟɑˊŰɤůɖ əŬŰɎ Űɖɜ ɞˊɞɑŬ ŮɑɢŮ ŭɞɗŮɑ ůŮ ɛŬɗɖŰɏɠ ŭɨɞ ɞɛɎŭɤɜ ɛɘŬ ɕɤɔɟŬűɘɎ əŬɘ 

ŭɘɎűɞɟŮɠ əɞɟŭɏɚŮɠ. ȼ ɞɛɎŭŬ ˊɞɡ ɔɜɩɟɘɕŮ ɞŰɘ ɗŬ ɡˊɐɟɢŮ ŮˊɘɓɟɎɓŮɡůɖ ůŰɞ Űɏɚɞɠ ŭŮɜ 

ŬůɢɞɚɐɗɖəŮ ɛŮ Űɖ ɕɤɔɟŬűɘɎ ŬɚɚɎ ɛŮ Űɘɠ əɞɟŭɏɚŮɠ, Ůɜɩ ɖ ɞɛɎŭŬ ˊɞɡ ŭŮ ɔɜɩɟɘɕŮ Űɖɜ 

ŮˊɘɓɟɎɓŮɡůɖ ŬəɞɚɞɨɗɖůŮ Űɘɠ ɞŭɖɔɑŮɠ əɎɜɞɜŰŬɠ Űɖ ɕɤɔɟŬűɘɎ.  

ɀɘŬ Ɏɚɚɖ ɗŮɤɟɑŬ ŮɑɜŬɘ ŬɡŰɐ Űɖɠ ŬˊɞŭɞŰɘəɧŰɖŰŬɠ ɖ ɞˊɞɑŬ ůɢɞɚɘɎůŰɖəŮ Ŭˊɞ Űɞɜ 

BernardWeiner (1992) əŬɘ ɗŮɤɟɖɗɖəŮ ɛɞɜŬŭɘəɐ Ŭˊɧ Űɞɜ Dornyei (2003), ɚɧɔɤ Űɞɡ ɞŰɘ 

ůɡɜŭɏŮɘ Űɘɠ ŮɛˊŮɘɟɑŮɠ Űɤɜ ŬŰɧɛɤɜ ɛŮ Űɘɠ ˊɟɞůŭɞəɑŮɠ Űɞɡɠ. 

ɈˊɎɟɢŮɘ Ůˊɑůɖɠ, ɖ ɗŮɤɟɑŬ Űɤɜ Tremblay əŬɘ Gardner (1995) ůɨɛűɤɜŬ ɛŮ Űɖɜ ɞˊɞɑŬ Űɞ ɜŬ 

ɗɏŰŮɘɠ ůŰɧɢɞɡɠ ŮɑɜŬɘ ŬŭɘŬɛűɘůɓɐŰɖŰŬ ɏɜŬ ɢŬɟŬəŰɖɟɘůŰɘəɧ ɔɘŬ Űɖ ɛɎɗɖůɖ ɛɘŬɠ ŭŮɨŰŮɟɖɠ 

ɔɚɩůůŬɠ.  

Ƀ Gardner (2007) ŮɝɖɔŮɑ ɞŰɘ Űɞ ɜŬ ɡˊɎɟɢŮɘ əɑɜɖŰɟɞ ůŮ ɏɜŬ ɎŰɞɛɞ ůɖɛŬɑɜŮɘ ˊɤɠ Űɞ ɎŰɞɛɞ ŬɡŰɧ 

ɞŭɖɔŮɑŰŬɘ ɛŮ ɓɎůɖ Űɞɡɠ ůŰɧɢɞɡɠ Űɞɡ, Űɘɠ ŮˊɘɗɡɛɑŮɠ Űɞɡ əŬɘ ůŰɖɟɑɕŮŰŬɘ ůŰɖɜ ŬɡŰɞˊŮˊɞɑɗɖůɖ 

Űɞɡ. ȹɘŮɡəɟɘɜɑɕŮɘ ɞŰɘ Űɞ əɑɜɖŰɟɞ ɔɘŬ Űɖ ɛɎɗɖůɖ ɛɘŬɠ ɔɚɩůůŬɠ ɏɢŮɘ ɜŬ əɎɜŮɘ ɛŮ Űɞ əɞɘɜɤɜɘəɧ-

ŮəˊŬɘŭŮɡŰɘəɧ ɛɞɜŰɏɚɞ (Gardner, 1985), Űɞ əɞɘɜɤɜɘəɧ ˊŮɟɘŮɢɧɛŮɜɞ (Clement, 1980), əŬɘ Űɞ 

ɛɞɜŰɏɚɞ Űɖɠ ˊɟɞɗɡɛɑŬɠ ɔɘŬ ŮˊɘəɞɘɜɤɜɑŬ (MacIntyre, Clement, Dornyei&Noels, 1998). 

  

2. ȾɘɜɖŰɐɟɘŮɠ ɆŰɟŬŰɖɔɘəɏɠ 

ȰɢɞɜŰŬɠ ɡˊɧɣɖ ɞŰɘ Űɞ ɜŬ ɡˊɎɟɢŮɘ əɑɜɖŰɟɞ əŬŰɎ Űɖ ɛɎɗɖůɖ ɛɘŬɠ ŭŮɨŰŮɟɖɠ ɔɚɩůůŬɠ 

ŮˊɖɟŮɎɕŮŰŬɘ Ŭˊɞ ŬɟəŮŰɞɨɠ ˊŬɟɎɔɞɜŰŮɠ, ɖ ɢɟɐůɖ əɎˊɞɘŬɠ ůŰɟŬŰɖɔɘəɐɠ Ůɜ ɩɟŬ ɛŬɗɐɛŬŰɞɠ ɐ 

ɞˊɞɘŬŭɐˊɞŰŮ Ůˊɘɟɟɞɐ ɛˊɞɟŮɑ ɜŬ ɏɢŮɘ ɞ Ɏɜɗɟɤˊɞɠ (Dornyei, 2001b), ˊɘɗŬɜɧɜ ɜŬ ɓɞɖɗɐůŮɘ əŬɘ 

ɜŬ ɞŭɖɔɐůŮɘ ůŮ əŬɚɨŰŮɟŬ ŬˊɞŰŮɚɏůɛŬŰŬ.  

Ƀ Dornyei (2001B), ŮɘůɖɔɐɗɖəŮ ŭɘɎűɞɟŮɠ ůŰɟŬŰɖɔɘəɏɠ ɛŮ ůəɞˊɧ Űɖ ůɡɜŮɢɐ ŮɜɗɎɟɟɡɜůɖ əŬɘ 

ŬˊɞűŬůɘůŰɘəɧŰɖŰŬ. ɆŰɟŬŰɖɔɘəɏɠ ŬɡŰɏɠ ŮɜɗŬɟɟɨɜɞɡɜ Űɖɜ ŬɡŰɞɜɞɛɑŬ Ůɜɧɠ ɛŬɗɖŰɐ, Űɖɜ 

ˊɟɞůˊɎɗŮɘŬ, Űɖ ŭɘŬůəɏŭŬůɖ əŬɘ Űɖɜ ɘəŬɜɧŰɖŰŬ Ůˊɑɚɡůɖɠ ŭɘŬűɧɟɤɜ ŭɟŬůŰɖɟɘɞŰɐŰɤɜ Ůɜ ɩɟŬ 
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ɛŬɗɐɛŬŰɞɠ. ȽŭɘŬɑŰŮɟɖ ɏɛűŬůɖ ɏŭɤůŮ ůŰɘɠ ůŰɟŬŰɖɔɘəɏɠ Űɘɠ ɞˊɞɑŮɠ ˊɟɏˊŮɘ ɜŬ ŬəɞɚɞɡɗŮɑ ɞ 

ŮəˊŬɘŭŮɡŰɘəɧɠ ɛŮ ůəɞˊɧ Űɖɜ Ůˊɑɚɡůɖ ŭɘŬűɧɟɤɜ ŭɟŬůŰɖɟɘɞŰɐŰɤɜ, əɎŰɘ ˊɞɡ ˊŬɟɞɡůɘɎɕŮŰŬɘ əŬɘ 

ůŰɞɜ ˊɘɞ əɎŰɤ ˊɑɜŬəŬ. 

1. Present and administer the task in a motivating way by 

ǒ Explaining the purpose and utility of the task 

ǒ Whetting studentôs appetite about the content of the task 

ǒ Providing appropriate strategies to carry out the task 

2. Increase the learnerôs expectancy of success in performing the task by 

making sure that 

ǒ they receive sufficient preparation and assistance 

ǒ they know exactly what success in the task involves 

ǒ there are no serious obstacles to success 

3. Make learning stimulating and enjoyable to the learners by increasing the 

attractiveness of the task through 

ǒ Making the task content-attractive by adapting it to learnersô natural 

interests or by including novel, intriguing, exotic, humorous, 

competitive or fantasy elements. 

ǒ Personalizing learning tasks 

4. Use goal-settingmethodsby 

ǒ Encouraging learners to select specific short term goals for themselves 

5. Build learnersô confidence in their learning abilities by teaching them 

strategies relevant to task performance such as strategies to facilitate the 

intake of new material. 

6. Increase learner motivation by actively promoting learner autonomy. 

Table 1: Motivational strategies (adapted from Dornyei, 2001B) 

 

3. ɀŮɗɞŭɞɚɞɔɑŬ 

ȳˊɤɠ ˊɟɞŬɜŬűɏɟɗɖəŮ, ɏɔɘɜŮ ůɡɜɏɜŰŮɡɝɖ ůŮ əŬɗɖɔɐŰɟɘŬ ȷɔɔɚɘəɩɜ ɛŮ ůəɞˊɧ ɜŬ ŮɝŮŰŬůŰŮɑ 

əŬŰɎ ˊɧůɞ ŬəɞɚɞɡɗŮɑ əɎˊɞɘŮɠ ůŰɟŬŰɖɔɘəɏɠ Ůɜ ɩɟŬ ɛŬɗɐɛŬŰɞɠ, ɧůɞɜ ŬűɞɟɎ Űɞ əɑɜɖŰɟɞ ˊɞɡ 

ŭɑɜŮɘ ůŰɞɡɠ ɛŬɗɖŰɏɠ Űɖɠ.  

ȼ ůɡɜɏɜŰŮɡɝɖ ɏɔɘɜŮ ůŮ əŬɗɖɔɐŰɟɘŬ ȷɔɔɚɘəɩɜ ɖ ɞˊɞɑŬ ŭɘŭɎůəŮɘ əŬɘ ŰŬɡŰɧɢɟɞɜŬ ŭɘŮɡɗɨɜŮɘ 

ȽŭɘɤŰɘəɧ ūɟɞɜŰɘůŰɐɟɘɞ ŰŬ ŰŮɚŮɡŰŬɑŬ 8 ɢɟɧɜɘŬ. ȼ ŭɡɜŬŰɧŰɖŰŬ ˊɟɞůɏɔɔɘůɖɠ ɐŰŬɜ ˊɞɚɨ Ůɨəɞɚɖ 

ɚɧɔɤ Űɞɡ ɞŰɘ ŮɑɢŬ ŮɟɔŬůŰŮɑ ˊŬɚŬɘɧŰŮɟŬ Űɧůɞ ůŰɞ ůɢɞɚŮɑɞ ɧůɞ əŬɘ ůŰɞ űɟɞɜŰɘůŰɐɟɘɞ ˊɞɡ 



 

49 

 

ŬɜɐəŮɘ ůŰɖ ɛɖŰɏɟŬ Űɖɠ ůɡɔəŮəɟɘɛɏɜɖɠ əŬɗɖɔɐŰɟɘŬɠ, Ůˊɞɛɏɜɤɠ ɖ ˊɟɧŰŬůɖ ɔɘŬ ŭɘŮɝŬɔɤɔɐ Űɖɠ 

ůɡɜɏɜŰŮɡɝɖɠ ɏɔɘɜŮ ŬˊɞŭŮəŰɐ. 

ũɘŬ Űɞ ůɢŮŭɘŬůɛɧ Űɖɠ ůɡɜɏɜŰŮɡɝɖɠ ŮˊɘɚɏɢɗɖəŬɜ ŬɜɞɘəŰɞɨ Űɨˊɞɡ ŮɟɤŰɐůŮɘɠ ɏŰůɘ ɩůŰŮ ɜŬ 

ɡˊɎɟɢŮɘ ɖ ŮɡɢɏɟŮɘŬ ɜŬ ɔɑɜɞɡɜ Ůˊɘˊɚɏɞɜ ŮɟɤŰɐůŮɘɠ ɧˊɞɡ əŬɘ ɧˊɞŰŮ ɢɟŮɘŬɕɧŰŬɜ. Ƀɘ ŮɟɤŰɐůŮɘɠ 

ŮɑɜŬɘ ɓŬůɘůɛɏɜŮɠ ůŰɘɠ ŮɘůɖɔɐůŮɘɠ ˊɞɡ ɏɢŮɘ əɎɜŮɘ ɞ Dornyei (2003) ŬɚɚɎ əŬɘ ůŰɘɠ ˊɚɖɟɞűɞɟɑŮɠ 

ˊɞɡ ɛŮɚŮŰɐɗɖəŬɜ Ŭˊɞ Űɖ ůɢŮŰɘəɐ ɓɘɓɚɘɞɔɟŬűɑŬ.  

ȾŬŰɎ Űɖ ŭɘŮɝŬɔɤɔɐ Űɖɠ ůɡɔəŮəɟɘɛɏɜɖɠ ůɡɜɏɜŰŮɡɝɖɠ, ɚɧɔɤ Űɖɠ əŬɚɐɠ ˊɟɞůɤˊɘəɐɠ ůɢɏůɖɠ ɛŮ 

Űɖɜ ŮɟɤŰɖɗŮɑůŬ ŭɖɛɘɞɡɟɔɐɗɖəŮ ɏɜŬ əɚɑɛŬ ŮɛˊɘůŰɞůɨɜɖɠ, ŬɟəŮŰɎ ɢŬɚŬɟɧ əŬɘ ŮɡɢɎɟɘůŰɞ, əɎŰɘ 

Űɞ ɞˊɞɑɞ ɐŰŬɜ ˊɞɚɨ ůɖɛŬɜŰɘəɧ ɏŰůɘ ɩůŰŮ ɖ ŮɟɤŰɖɗŮɑůŬ ɜŬ ɛˊɞɟɏůŮɘ ɜŬ ŭɩůŮɘ ŮɘɚɘəɟɘɜŮɑɠ əŬɘ 

ˊɚɐɟŮɘɠ ŬˊŬɜŰɐůŮɘɠ. ɇɞ ɔŮɔɞɜɧɠ ɧŰɘ ɖ ůɡɜɎɜŰɖůɖ ŮɑɢŮ ˊɟɞɔɟŬɛɛŬŰɘůŰŮɑ ůŰɞ ɔɟŬűŮɑɞ Űɖɠ, 

ɗŮɤɟɩ ɧŰɘ ɐŰŬɜ əɎŰɘ ˊɞɡ ɓɞɐɗɖůŮ ůŰɞ ɢŬɚŬɟɧ əɚɑɛŬ ˊɞɡ ɡˊɐɟɢŮ Ŭˊɧ Űɖɜ Ŭɟɢɐ Űɖɠ 

ůɡɜɏɜŰŮɡɝɖɠ ŬɚɚɎ əŬɘ ůŰɞ ɜŬ ɡˊɎɟɢŮɘ ɎɜŮůɖ ůŰɘɠ ŬˊŬɜŰɐůŮɘɠ ˊŬɟɎ Űɖɜ ɛŬɔɜɖŰɞűɩɜɖůɖ.  

 

4. ɇŮɢɜɘəɏɠ ŬɜɎɚɡůɖɠ ŭŮŭɞɛɏɜɤɜ 

ɀɘŬɠ əŬɘ ɖ ůɡɜɏɜŰŮɡɝɖ ŮɑɢŮ ɛŬɔɜɖŰɞűɤɜɖɗŮɑ, Ŭəɞɚɞɨɗɤɠ ɏɔɘɜŮ ɖ ŬˊɞɛŬɔɜɖŰɞűɩɜɖůɖ ɏŰůɘ 

ɩůŰŮ ɜŬ əŬŰŬɔɟŬűɞɨɜ ŰŬ ŭŮŭɞɛɏɜŬ əŬɘ ůŰɖɜ ˊɞɟŮɑŬ ɜŬ əŬŰɖɔɞɟɘɞˊɞɘɖɗɞɨɜ ɞɘ ŬˊŬɜŰɐůŮɘɠ.  

ȰɢɞɜŰŬɠ ɡˊɧɣɖ ŰŬ ŭŮŭɞɛɏɜŬ Ŭˊɞ Űɖ ɓɘɓɚɘɞɔɟŬűɑŬ ŬɚɚɎ əŬɘ Űɘɠ ŬˊŬɜŰɐůŮɘɠ ˊɞɡ ŭɧɗɖəŬɜ, 

űɎɜɖəŮ ɞŰɘ ɖ ůɡɔəŮəɟɘɛɏɜɖ ŮəˊŬɘŭŮɡŰɘəɧɠ ŭɑɜŮɘ ɘŭɘŬɑŰŮɟɖ ɏɛűŬůɖ ůŮ ˊŬɟɎɔɞɜŰŮɠ ɧˊɤɠ ɖ 

ɖɚɘəɑŬ Űɤɜ ɛŬɗɖŰɩɜ, Űɞ ŮˊɑˊŮŭɞ Űɞɡɠ, Űɞ ŮəˊŬɘŭŮɡŰɘəɧ ɡɚɘəɧ ŬɚɚɎ əŬɘ ůŰɞɜ ɑŭɘɞ Űɞɜ 

ŮəˊŬɘŭŮɡŰɘəɧ.  

ȳˊɤɠ ˊɟɞŬɜŬűɏɟɗɖəŮ, ɖ ůɡɜɏɜŰŮɡɝɖ ɓŬůɑůŰɖəŮ ůŰɘɠ ŰŮɢɜɘəɏɠ ˊɞɡ ɏɢŮɘ ŮɘůɖɔɖɗŮɑ ɞ Dornyei 

(2003), əɎŰɘ ˊɞɡ ɔɜɩɟɘɕŮ ɖ ŮɟɤŰɖɗŮɑůŬ ɢɤɟɑɠ ɧɛɤɠ ɜŬ ɝɏɟŮɘ Űɑ Ŭəɟɘɓɩɠ ɏɢŮɘ ŮɘůɖɔɖɗŮɑ ɞ 

ůɡɔəŮəɟɘɛɏɜɞɠ ŮɟŮɡɜɖŰɐɠ ɔɘŬ Ŭˊɞűɡɔɐ ŬˊŬɜŰɐůŮɤɜ ˊɞɡ ŭŮɜ ɗŬ ɐŰŬɜ ŬɚɖɗŮɑɠ. ȳˊɤɠ űŬɑɜŮŰŬɘ 

əŬɘ ůŰɞ ˊɘɞ əɎŰɤ ůɢɐɛŬ, ɞ Dornyei (2003) ˊŬɟɞɡůɑŬůŮ ŰɏůůŮɟɘɠ ŭɘŬůŰɎůŮɘɠ Ŭˊô ɧˊɞɡ 

ŬˊɞŰŮɚɞɨɜŰŬɘ ɞɘ ŰŮɢɜɘəɏɠ əŬɘ ŮɘůɖɔɐůŮɘɠ Űɞɡ ɔɘŬ Űɞ əɑɜɖŰɟɞ Ůɜ ɩɟŬ ŭɘŭŬůəŬɚɑŬɠ. 
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ɆɢɐɛŬ 1: Motivational Teaching Practice 

Ƀɘ ŬˊŬɜŰɐůŮɘɠ ˊɞɡ ŭɧɗɖəŬɜ Ŭˊɞ Űɖ ůɡɔəŮəɟɘɛɏɜɖ əŬɗɖɔɐŰɟɘŬ ɛˊɞɟɞɨɜ ŮɨəɞɚŬ ɜŬ 

əŬŰɖɔɞɟɘɞˊɞɘɖɗɞɨɜ ɛŮ ɓɎůɖ Űɞ ˊɘɞ ˊɎɜɤ ůɢɐɛŬ. ɆŰɖɜ ˊɟɩŰɖ ŭɘɎůŰŬůɖ ˊɞɡ ŮɘůɖɔŮɑŰŬɘ ɞ 

Dornyei (2003), ŮɝɖɔŮɑ ɞŰɘ ɞ ŮəˊŬɘŭŮɡŰɘəɧɠ ɗŬ ˊɟɏˊŮɘ ɜŬ ŮɑɜŬɘ óŮɡɢɎɟɘůŰɞɠ əŬɘ 

ŮɜɗŬɟɟɡɜŰɘəɧɠ,ô ɞŰɘ ɗŬ ˊɟɏˊŮɘ ɜŬ ɏɢŮɘ ɛɘŬ əŬɚɐ ůɢɏůɖ Űɧůɞ ɛŮ Űɞɡɠ ɛŬɗɖŰɏɠ ɧůɞ əŬɘ ɛŮ Űɞɡɠ 

ɔɞɜŮɑɠ. ȼ ŬɜŰɑůŰɞɘɢɖ ŬˊɎɜŰɖůɖ ŭɧɗɖəŮ əŬɘ ůŰɖ ˊŬɟɞɨůŬ ůɡɜɏɜŰŮɡɝɖ ɧŰŬɜ ɖ ŮəˊŬɘŭŮɡŰɘəɧɠ 

ŬɜɎűŮɟŮ ɞŰɘ ó...ɜŬ ɝɏɟŮɘ ɞ ɛŬɗɖŰɐɠ ɞŰɘ ɛŮ Űɞɜ ɔɞɜɘɧ ɏɢɞɡɛŮ ůɡɢɜɐ ŮˊŬűɐ. ȯɟŬ Űɞ ɜŬ 

Ůˊɘəɞɘɜɤɜɐůɤ ɔɘŬ ɜŬ Űɞɡɠ ˊɩ əɎŰɘ ɗŮŰɘəɧ, ɔɘŬ Űɞɜ ɛŬɗɖŰɐ ŮɑɜŬɘ ɏɜŬ motivation asset. ɆɑɔɞɡɟŬ 

ɓɞɖɗɎ ůŰɖ ŭɘŮɝŬɔɤɔɐ Űɞɡ ɛŬɗɐɛŬŰɞɠ...ô 

ɇɞ ŭŮɨŰŮɟɞ ůɖɛŮɑɞ ˊɞɡ ŬɜŬűɏɟŮɘ ɞ Dornyei (2003), ɏɢŮɘ ɜŬ əɎɜŮɘ ɛŮ Űɞ ŮɜŭɘŬűɏɟɞɜ Űɞɡ 

ŮəˊŬɘŭŮɡŰɘəɞɨ ɔɘŬ Űɞ ɛŬɗɖŰɐ əŬɘ ŰŬ ŮɜŭɘŬűɏɟɞɜŰŬ Űɞɡ. ȷɜ əŬɘ ŭŮɜ ŮɑɢŮ ɝŮəŬɗŬɟɘůŰŮɑ ůŰɖ 

ůɡɜɏɜŰŮɡɝɖ ŮɎɜ ɖ ůɡɔəŮəɟɘɛɏɜɖ əŬɗɖɔɐŰɟɘŬ ŮɜŭɘŬűɏɟŮŰŬɘ ɔɘŬ Űɘɠ ŬůɢɞɚɑŮɠ Űɤɜ ɛŬɗɖŰɩɜ Űɖɠ 

ˊɏɟŬ Ŭˊɞ Űɖɜ ŰɎɝɖ, Ůɜ ŰɞɨŰɞɘɠ ɛŮ ɓɎůɖ Űɖɜ ŬˊɎɜŰɖůɖ Űɖɠ ɞŰɘ óŰɞ ˊɘɞ ůɖɛŬɜŰɘəɧ Ŭˊô ɧɚŬ ŮɑɜŬɘ 

Űɞ ɗɏɛŬ Űɖɠ ŬɔɎˊɖɠ Űɞɡ əŬɗɖɔɖŰɐ ˊɟɞɠ Űɞɡɠ ɛŬɗɖŰɏɠ....ô, ŭŮɑɢɜŮɘ ɞŰɘ ŮɜŭɘŬűɏɟŮŰŬɘ əŬɘ ůŮ 

ˊɟɞůɤˊɘəɧ ŮˊɑˊŮŭɞ. 

ȷəɞɚɞɡɗɩɜŰŬɠ Űɞ ˊɘɞ ˊɎɜɤ ůɢɐɛŬ, Űɞ ŮˊɧɛŮɜɞ ůŰɎŭɘɞ ɔɘŬ Űɞɜ ŮəˊŬɘŭŮɡŰɘəɧ ŮɑɜŬɘ ɖ ůɡɜŮɢɐɠ 

ŮɜɗɎɟɟɡɜůɖ əŬɘ ŭɘŬŰɐɟɖůɖ Űɞɡ əɘɜɐŰɟɞɡ ˊɞɡ ɏɢŮɘ ŭɞɗŮɑ ůŰɞɡɠ ɛŬɗɖŰɏɠ ɏŰůɘ ɩůŰŮ ɜŬ ɛɖɜ 

ɡˊɎɟɝɞɡɜ ŬɟɜɖŰɘəɎ ŬˊɞŰŮɚɏůɛŬŰŬ. ɆɡɔəŮəɟɘɛɏɜŬ, ɜŬ Űɞɡɠ ɓɞɖɗɐůŮɘ ůŰɞ ɜŬ ŬɜŬˊŰɨɝɞɡɜ Űɖɜ 

ŬɡŰɞˊŮˊɞɑɗɖůɖ Űɞɡɠ, ɜŬ ɗɏůɞɡɜ ůŰɧɢɞɡɠ əŬɘ ɜŬ ˊɟɞɤɗɐůŮɘ Űɖ ůɡɜŮɟɔŬŰɘəɧŰɖŰŬ. ũɘŬô Ɏɚɚɖ 

ɛɘŬ űɞɟɎ, ɛɏůŬ Ŭˊɞ Űɘɠ ŬˊŬɜŰɐůŮɘɠ űɎɜɖəŮ ɞŰɘ ɖ ˊɟɞůˊɎɗŮɘŬ Űɖɠ ŮəˊŬɘŭŮɡŰɘəɞɨ ŬɡŰɐɠ, 

ŮˊɘəŮɜŰɟɩɜŮŰŬɘ ůŰɞ ɜŬ ɗɏŰɞɡɜ ůŰɧɢɞɡɠ ɞɘ ɛŬɗɖŰɏɠ əŬɘ ůŰɞ ɜŬ ŬɜŬˊŰɨůɞɡɜ Űɖɜ 

ŬɡŰɞˊŮˊɞɑɗɖůɖ Űɞɡɠ. ȿɏŮɘ ɢŬɟŬəŰɖɟɘůŰɘəɎ Űɞ Ůɝɐɠ ólow ability ɛɤɟɎ ŭŮɜ ˊɟɏˊŮɘ ɔɘŬ 

ˊŬɟɎŭŮɘɔɛŬ ɜŬ ˊɎɟɞɡɜ ɏɜŬ lowgrade ɔɘŬŰɑ ŭŮɜ ˊŬɨŮɘ ɜŬ ŮɑɜŬɘ motivation asset ɞ ɓŬɗɛɧɠ əŬɘ ɖ 
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Ŭɝɘɞɚɧɔɖůɖ Űɞɡ ɛŬɗɖŰɐ...... ɧŰŬɜ ˊɟɧəŮɘŰŬɘ ɔɘŬ ɏɜŬ ɛɤɟɧ ɛɘəɟɐɠ ɖɚɘəɑŬɠ ˊɟɏˊŮɘ ɜŬ ɔɑɜŮŰŬɘ 

ˊɞɚɨ lightly assessed ɔɘŬ ɜŬ ɛɖ ůŰŮɟŮɑŰŬɘ Űɖɠ ŬɡŰɞˊŮˊɞɑɗɖůɖɠ Űɞɡ....ô. ɇɞ ɑŭɘɞ ɘůɢɨŮɘ əŬɘ ůŰɖɜ 

Ɏˊɞɣɖ Űɖɠ ɔɘŬ Űɞ əŬŰɎ ˊɧůɞ ŮɑɜŬɘ ůɖɛŬɜŰɘəɧ ɜŬ ɗɏŰɞɡɜ ůŰɧɢɞɡɠ ɞɘ ɛŬɗɖŰɏɠ ɧˊɞɡ ŬɜŬűɏɟŮɘ 

ɞŰɘ ó ůŰɘɠ ɛɘəɟɏɠ ɖɚɘəɑŮɠ ŭŮɜ ɡˊɎɟɢŮɘ ɚɧɔɞɠ Ůɜɖɛɏɟɤůɖɠ Űɤɜ ůŰɧɢɤɜ......ɔɘŬŰɑ ŰŬ ˊŬɘŭɘɎ ŭŮɜ 

ɏɢɞɡɜ Űɖɜ Ŭɑůɗɖůɖ Űɧůɞ ˊɞɚɚɎ................ůŮ ˊɘɞ ɛŮɔɎɚŮɠ ɖɚɘəɑŮɠ ɗŮɤɟɩ ŬˊŬɟŬɑŰɖŰɞ ɜŬ 

ɔɑɜŮŰŬɘ.....Űɞɡɠ ɗɏŰŮɘɠ Űɞɡɠ ůŰɧɢɞɡɠ ůɞɡ Ŭˊɞ Űɖɜ Ŭɟɢɐ Űɖɠ ɢɟɞɜɘɎɠ......ô. 

ȳůɞɜ ŬűɞɟɎ Űɖɜ ŰŮɚŮɡŰŬɑŬ ŭɘɎůŰŬůɖ ɛŮ ɓɎůɖ Űɞɜ Dornyei (2003), ɞ ŮəˊŬɘŭŮɡŰɘəɧɠ ˊɟɏˊŮɘ ɜŬ 

ŬɝɘɞɚɞɔŮɑ Űɧůɞ Űɖɜ ŮˊɘŰɡɢɑŬ ɧůɞ əŬɘ Űɖɜ ŬˊɞŰɡɢɑŬ Űɖɠ ˊɟɞůˊɎɗŮɘŬɠ əŬɘ ɧɢɘ Űɖɠ ɘəŬɜɧŰɖŰŬɠ 

Ůɜɧɠ ɛŬɗɖŰɐ, ɧˊɤɠ Ůˊɑůɖɠ ɜŬ ŭɑɜŮɘ ɗŮŰɘəɐ ŬɜŬŰɟɞűɞŭɧŰɖůɖ. ȳˊɤɠ ˊŬɟŬŰɖɟɐɗɖəŮ Ŭˊɞ Űɖ 

ůɡɜɏɜŰŮɡɝɖ, ɖ ůɡɔəŮəɟɘɛɏɜɖ ŮəˊŬɘŭŮɡŰɘəɧɠ ŬəɞɚɞɡɗŮɑ ˊɞɚɚɏɠ əŬɘ ŭɘŬűɞɟŮŰɘəɏɠ ɛŮɗɧŭɞɡɠ 

ɏŰůɘ ɩůŰŮ ɜŬ ŮɜɗŬɟɟɨɜŮɘ Űɞɡɠ ɛŬɗɖŰɏɠ əŬɘ ɜŬ ŮůŰɘɎɕŮɘ ůŰŬ ɗŮŰɘəɎ Űɞɡɠ əŬɘ ɧɢɘ Űɧůɞ ůŰŬ 

ŬɟɜɖŰɘəɎ. ȰɜŬ ˊŬɟɎŭŮɘɔɛŬ ɛŮ ɓɎůɖ ŬɡŰɎ ˊɞɡ ŮɘˊɩɗɖəŬɜ ŮɑɜŬɘ óŰɞ ɜŬ ŭɑɜŮɘɠ ŬůŰŮɟɎəɘŬ ůŰŬ 

ˊŬɘŭɘɎ ŬɜɎɚɞɔŬ ɛŮ Űɞ ˊɩɠ ŮɑɜŬɘ ɖ Ůˊɑŭɞůɖ Űɞɡɠ ůŰɞ ůɡɔəŮəɟɘɛɏɜɞ ɛɎɗɖɛŬ Űɖ ůɡɔəŮəɟɘɛɏɜɖ 

ɛɏɟŬ.... əɎˊɞɘŬ ˊŬɘɢɜɘŭɎəɘŬ, ŭɤɟɎəɘŬ.... ɜŬ ɛˊɞɟŮɑɠ ɜŬ ɝŬűɜɘɎůŮɘɠ ŰŬ ɛɘəɟɎ..... Űɞ ɜŬ əɎɛɜŮɘɠ 

Űɞ ɑŭɘɞ ůɡɜŮɢɩɠ ůŰŬɛŬŰɎ ɜŬ ŬˊɞŰŮɚŮɑ əɑɜɖŰɟɞ.....ɑůɤɠ ɜŬ ɛɖɜ ŮɑɜŬɘ ˊɟŬɔɛŬŰɘəɐ ŬɚɚŬɔɐ Űɖɠ 

ɛŮɗɧŭɞɡ ŬɚɚɎ ɜŬ űŬɑɜŮŰŬɘ əɎŰɘ ŭɘŬűɞɟŮŰɘəɧ.ô ȼ Ɏˊɞɣɖ Űɖɠ ɜŬ ŬɚɚɎɕŮɘ ŰŮɢɜɘəɏɠ ůŰŬ ɛɎŰɘŬ 

Űɤɜ ˊŬɘŭɘɩɜ ˊŬɟɞɡůɘɎɕŮɘ ɔɘŬô Ɏɚɚɖ ɛɘŬ űɞɟɎ Űɞ ˊɟŬɔɛŬŰɘəɧ Űɖɠ ŮɜŭɘŬűɏɟɞɜ ˊɟɞɠ Űɞɡɠ 

ɛŬɗɖŰɏɠ əŬɘ Űɖ ůɡɜŮɢɐ ˊɟɞůˊɎɗŮɘŬ, ˊɞɡ ɖ ɑŭɘŬ əɎɜŮɘ.  

 

5. ɆɡɛˊŮɟɎůɛŬŰŬ 

ȳˊɤɠ ˊɟɞŬɜŬűɏɟɗɖəŮ, ɖ ˊŬɟɞɨůŬ ůɡɜɏɜŰŮɡɝɖ ɏɔɘɜŮ ɏɢɞɜŰŬɠ ɡˊɧɣɖ Űɘɠ ɗŮɤɟɑŮɠ əŬɘ ŰŮɢɜɘəɏɠ Űɞɡ 

Dornyei (2003) ɢɤɟɑɠ ɧɛɤɠ ɜŬ ɔɜɤɟɑɕŮɘ ůŮ ɓɎɗɞɠ ɖ ŮɟɤŰɖɗŮɑůŬ Űɘɠ ˊɘɞ ˊɎɜɤ əŬŰɖɔɞɟɑŮɠ. Ƀɘ 

ŮɟɤŰɐůŮɘɠ ɏɔɘɜŬɜ ɛŮ ŰɏŰɞɘɞ Űɟɧˊɞ ɏŰůɘ ɩůŰŮ ɜŬ ŭɞɗŮɑ ɖ ŮɡəŬɘɟɑŬ ɜŬ ŬˊŬɜŰɖɗɞɨɜ ůŮ ɓɎɗɞɠ əŬɘ ɛŮ 

ɚŮˊŰɞɛɏɟŮɘŬ, əŬɘ ɜŬ ŭɘŬˊɘůŰɤɗŮɑ ŮɎɜ ŬəɞɚɞɡɗŮɑŰŬɘ əɎˊɞɘŬ ŰŮɢɜɘəɐ ɔɘŬ əɑɜɖŰɟɞ əŬɘ ŮɜɗɎɟɟɡɜůɖ 

Űɤɜ ɛŬɗɖŰɩɜ əŬŰɎ Űɖɜ ŭɘɎɟəŮɘŬ Űɖɠ ŭɘŭŬůəŬɚɑŬɠ Űɤɜ ȷɔɔɚɘəɩɜ ɤɠ ŭŮɨŰŮɟɖɠ ɔɚɩůůŬɠ. 

ȹɧɗɖəŬɜ ŬɟəŮŰɏɠ ˊɚɖɟɞűɞɟɑŮɠ ɔɘŬ Űɞ ˊɩɠ ɢŮɘɟɑɕŮŰŬɘ Űɘɠ ŰɎɝŮɘɠ Űɖɠ əŬɘ Űɞ ˊɧůɞ ˊɞɚɨ 

ŮɜŭɘŬűɏɟŮŰŬɘ ɔɘŬ Űɞɡɠ ɛŬɗɖŰɏɠ Űɖɠ. ȺɑɜŬɘ ůɖɛŬɜŰɘəɧ ɜŬ ŬɜŬűŮɟɗŮɑ ɞŰɘ ŰŬ ˊɘɞ ˊɎɜɤ ůɢɧɚɘŬ 

ɏɢɞɡɜ ɜŬ əɎɜɞɡɜ ɛŮ Űɖɜ ȽŭɘɤŰɘəɐ ŮəˊŬɑŭŮɡůɖ ŬɚɚɎ əŬɘ Űɞ ɔŮɔɞɜɧɠ ɞŰɘ Űɞ űɟɞɜŰɘůŰɐɟɘɞ ŮɑɜŬɘ 

ɘŭɘɞəŰɖůɑŬ Űɖɠ ɛɖŰɏɟŬɠ Űɖɠ, Ůˊɞɛɏɜɤɠ ɖ ɧɚɖ ˊɟɞůˊɎɗŮɘŬ ˊɞɡ űɎɜɖəŮ ɞŰɘ ɔɑɜŮŰŬɘ, ˊɘɗŬɜɧɜ ɜŬ 

ɔɑɜŮŰŬɘ əŬɘ ɔɘŬ ɚɧɔɞɡɠ ŮˊɘɢŮɘɟɖɛŬŰɘəɞɨɠ əŬɘ ɧɢɘ ɛɧɜɞ ŮəˊŬɘŭŮɡŰɘəɞɨɠ.  

ȳůɞɜ ŬűɞɟɎ Űɘɠ ŰŮɢɜɘəɏɠ əŬɘ Űɞ ˊɩɠ ɚŮɘŰɞɡɟɔŮɑ ɤɠ ŮəˊŬɘŭŮɡŰɘəɧɠ, űɎɜɖəŮ ɞŰɘ ˊɟɞůˊŬɗŮɑ ɛŮ 

ŭɘɎűɞɟɞɡɠ Űɟɧˊɞɡɠ, ŬɜŬɔɜɤɟɑɕɞɜŰŬɠ ɞŰɘ ɢɟŮɘɎɕŮŰŬɘ ɜŬ ɔɑɜŮŰŬɘ ŬɚɚŬɔɐ ůŰɞɜ Űɟɧˊɞ 

ŮɜɗɎɟɟɡɜůɖɠ Űɤɜ ɛŬɗɖŰɩɜ. Ⱥˊɑůɖɠ, ˊŬɟɞɡůɘɎůŰɖəŮ ɖ ůɖɛŬůɑŬ ůɡɔəŮəɟɘɛɏɜɤɜ ˊŬɟŬɔɧɜŰɤɜ 
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ˊɞɡ ŮˊɖɟŮɎɕɞɡɜ Űɞ əɑɜɖŰɟɞ Ůɜɧɠ ɛŬɗɖŰɐ, ɧˊɤɠ ŮɑɜŬɘ ɖ ŬŰɛɧůűŬɘɟŬ Űɖɠ ŰɎɝɖɠ, ɞ 

ŮəˊŬɘŭŮɡŰɘəɧɠ, ɖ ɖɚɘəɑŬ əŬɘ Űɞ ŮˊɑˊŮŭɞ ůŰɞ ɞˊɞɑɞ ɓɟɑůəŮŰŬɘ ɞ əɎɗŮ ɛŬɗɖŰɐɠ.  

ɇɏɚɞɠ, ɛɏůŬ Ŭˊɞ Űɘɠ ŮɘůɖɔɐůŮɘɠ Űɞɡ Dornyei (2003) ŬɚɚɎ əŬɘ Ŭˊɞ Űɖ ɓɘɓɚɘɞɔɟŬűɑŬ 

ɔŮɜɘəɧŰŮɟŬ, űɎɜɖəŮ ɞŰɘ ɖ ŮəˊŬɘŭŮɡŰɘəɧɠ ŬɡŰɐ, ɧɢɘ ɛɧɜɞ ɢɟɖůɘɛɞˊɞɘŮɑ ŭɘŬűɞɟŮŰɘəɏɠ ŰŮɢɜɘəɏɠ 

ŬɜɎɚɞɔŬ ɛŮ Űɞɡɠ ɛŬɗɖŰɏɠ ˊɞɡ ɏɢŮɘ ŬˊɏɜŬɜŰɑ Űɖɠ ŬɚɚɎ ˊɟɞůˊŬɗŮɑ ɜŬ Űɞɡɠ ɓɞɖɗɐůŮɘ ɜŬ 

ŬɜŰɘɚɖűɗɞɨɜ Űɖ ůɖɛŬůɑŬ Űɞɡ ɜŬ ŮɑɜŬɘ ůŮ ɗɏůɖ ɜŬ Ůˊɘəɞɘɜɤɜɞɨɜ ɢɟɖůɘɛɞˊɞɘɩɜŰŬɠ ŰŬ ȷɔɔɚɘəɎ 

ɤɠ ŭŮɨŰŮɟɖ ɔɚɩůůŬ. 

 

6. ȺɘůɖɔɐůŮɘɠ 

ȹɧɗɖəŬɜ ŬɟəŮŰɏɠ ˊɚɖɟɞűɞɟɑŮɠ ɛɏůŬ Ŭˊɞ Űɖ ůɡɜɏɜŰŮɡɝɖ ɧůɞɜ ŬűɞɟɎ Űɞ ˊɩɠ ɚŮɘŰɞɡɟɔŮɑ ɖ 

ŮəˊŬɘŭŮɡŰɘəɧɠ ŬɡŰɐ əŬɘ ɛˊɞɟɞɨɜ ŮɨəɞɚŬ ɜŬ ůŰɖɟɘɢŰɞɨɜ Ŭˊɞ Űɖ ɓɘɓɚɘɞɔɟŬűɑŬ. ɄŬɟɧɚŬô ŬɡŰɎ 

ŮɑɜŬɘ ŰŬ ůɢɧɚɘŬ Ůɜɧɠ ŬŰɧɛɞɡ ŰŬ ɞˊɞɑŬ ɔɘŬ ɜŬ ŮɝŬəɟɘɓɤɗɞɨɜ ɗŬ ɛˊɞɟɞɨůŮ ɜŬ ɡˊɎɟɝŮɘ ůɡɜɏɢŮɘŬ 

ɛŮ Űɖ ɛɏɗɞŭɞ Űɖɠ ˊŬɟŬŰɐɟɖůɖɠ Ůɜ ɩɟŬ ŭɘŭŬůəŬɚɑŬɠ, ɏŰůɘ ɩůŰŮ ɜŬ ŮɝŮŰŬůŰŮɑ əŬŰɎ ˊɧůɞɜ ɧɚŮɠ 

ɞɘ ˊɘɞ ˊɎɜɤ ˊɚɖɟɞűɞɟɑŮɠ ˊɞɡ ŭɧɗɖəŬɜ ɢɟɖůɘɛɞˊɞɘɞɨɜŰŬɘ.  

Ⱥˊɑůɖɠ, ŰŬ ɑŭɘŬ ŮɟɤŰɐɛŬŰŬ, ɧˊɤɠ Ůˊɑůɖɠ əŬɘ ɖ ˊŬɟŬŰɐɟɖůɖ ŮɜŰɧɠ Űɖɠ ŰɎɝɖɠ, ɗŬ ɛˊɞɟɞɨůŬɜ ɜŬ 

ɔɑɜɞɡɜ əŬɘ ůŰɞɡɠ ɡˊɧɚɞɘˊɞɡɠ ŮəˊŬɘŭŮɡŰɘəɞɨɠ ɔɘŬ ŮɝŬəɟɑɓɤůɖ ˊɎɚɘ Űɤɜ ɧůɤɜ ɗŬ ŮɑɢŬɜ ŮɘˊɤɗŮɑ. 

ȷəɞɚɞɡɗɩɜŰŬɠ ŬɡŰɐ Űɖ ɛŮɗɞŭɞɚɞɔɑŬ ɗŬ ɛˊɞɟɞɨůŮ ɜŬ ŮɝŮŰŬůŰŮɑ Űɞ Űɑ Ŭəɟɘɓɩɠ ɔɑɜŮŰŬɘ ůŰɖɜ 

ŰɎɝɖ ŬɚɚɎ əŬɘ ɜŬ ɡˊɎɟɝŮɘ ůɨɔəɟɘůɖ ŬˊɞŰŮɚŮůɛɎŰɤɜ ŬɜɎɛŮůŬ ůŰɞɡɠ ɡˊɧɚɞɘˊɞɡɠ 

ŮəˊŬɘŭŮɡŰɘəɞɨɠ ɛŮ ŰŬ ŬˊɞŰŮɚɏůɛŬŰŬ Űɖɠ ˊŬɟɞɨůŬɠ ŮɟɤŰɖɗŮɑůŬɠ.  
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ȺɔɢŮɘɟɑŭɘɞ ŮəɛɎɗɖůɖɠ Űɖɠ Ůɚɚɖɜɘəɐɠ ɔɚɩůůŬɠ ɔɘŬ ɝŮɜɞɔɚɩůůɞɡɠ ŮɜɐɚɘəŮɠ ůŰɞ əɡˊɟɘŬəɧ 

ůɡɔəŮɑɛŮɜɞ: ůɡɜɗŮŰɧɜŰŬɠ Űɘɠ ŮɛˊŮɘɟɑŮɠ əŬɚɩɜ ˊɟŬəŰɘəɩɜ  

 

ȾɡˊɟɞɨɚŬ ȷɜŭɟɏɞɡ, ɆŰŬɨɟɘŬ ȹŬɛɘŬɜɞɨ, ũŮɤɟɔɑŬ ŪŮɞɢɎɟɞɡɠ, 

ũɘɎɜɜŬ Ⱦɤɛɞŭɟɧɛɞɡ, ȰɚŮɜŬ ȾɤɜůŰŬɜŰɑɜɞɡ, 

ũŮɤɟɔɑŬ ɀŬɟɑɜɞɡ, Ɂɑəɖ ɆŰɡɚɘŬɜɞɨ, ɆŰŬɨɟɞɠ ɉɟɘůŰɞŭɞɨɚɞɡ 

ȾŬɗɖɔɖŰɏɠ ŮɘŭɘəɧŰɖŰŬɠ ūɘɚɞɚɞɔɘəɩɜ 

 

 

 

 

ɄȺɅȽȿȼɊȼ 

ɛŬɕɘəɐ ɛŮŰŬɜɎůŰŮɡůɖ Űɖɜ ŰŮɚŮɡŰŬɑŬ ŭŮəŬŮŰɑŬ ůŰɞ ɜɖůɑ Űɖɠ Ⱦɨˊɟɞɡ ɏɢŮɘ ɤɠ ŬˊɞŰɏɚŮůɛŬ Űɖ 

ŭɖɛɘɞɡɟɔɑŬ ɛɘŬɠ ɜɏŬɠ ˊɞɚɡˊɞɚɘŰɘůɛɘəɐɠ ˊɟŬɔɛŬŰɘəɧŰɖŰŬɠ. ȷɡŰɧ Űɞ űŬɘɜɧɛŮɜɞ ŭŮɜ ŬűɐɜŮɘ 

əŬɗɧɚɞɡ ŬɜŮˊɖɟɏŬůŰɞ Űɞɜ ŰɞɛɏŬ Űɖɠ ȹɘŬ ȸɑɞɡ ŮəˊŬɑŭŮɡůɖɠ əŬɘ ɔɟŬɛɛŬŰɘůɛɞɨ, ůŰɞ əɞɛɛɎŰɘ Űɖɠ 

ŭɘŭŬůəŬɚɑŬɠ Űɖɠ Ůɚɚɖɜɘəɐɠ ɔɚɩůůŬɠ ɤɠ ŭŮɨŰŮɟɖɠ ɐ/əŬɘ ɝɏɜɖɠ ůŮ ŮɜɐɚɘəŮɠ. ɄɟɞɏəɡɣŮ, Ůˊɞɛɏɜɤɠ, ɖ 

ŬɜɎɔəɖ ŭɖɛɘɞɡɟɔɑŬɠ Ůɜɧɠ ɞɚɞəɚɖɟɤɛɏɜɞɡ əŬɘ ɓŬůɘůɛɏɜɞɡ ůŰɖ ůɨɔɢɟɞɜɖ əɡˊɟɘŬəɐ ˊɟŬɔɛŬŰɘəɧŰɖŰŬ 

ŮɔɢŮɘɟɘŭɑɞɡ. ɆɡɜɗɏŰɞɜŰŬɠ, ɚɞɘˊɧɜ, Űɘɠ ŮɛˊŮɘɟɑŮɠ əŬɚɩɜ ˊɟŬəŰɘəɩɜ ůŰɞ əɡˊɟɘŬəɧ ůɡɔəŮɑɛŮɜɞ, Űɞ 

ŮɔɢŮɘɟɑŭɘɞ ůɢŮŭɘɎůŰɖəŮ ɔɘŬ ŰŬ ŮˊɑˊŮŭŬ ȷ1 əŬɘ ȷ2, Ůɜɩ ˊŬɟɎɚɚɖɚŬ ůŰɖɟɑɕŮŰŬɘ ůŰɞ əɞɘɜɧ ŮɡɟɤˊŬɥəɧ 

ˊɚŬɑůɘɞ ɔɚɤůůɩɜ əŬɘ ŬəɞɚɞɡɗɩɜŰŬɠ Űɖ ŭɞɛɐ Űɤɜ Ůˊɘˊɏŭɤɜ ŮɚɚɖɜɞɛɎɗŮɘŬɠ. ɆŰɞ ˊɚŬɑůɘɞ Űɞɡ 

ůɡɜŮŭɟɑɞɡ ˊŬɟɞɡůɘɎůŰɖəŬɜ əŬɚɏɠ ˊɟŬəŰɘəɏɠ ůŰɖ ŭɘŭŬůəŬɚɑŬ Űɖɠ Ůɚɚɖɜɘəɐɠ ɔɚɩůůŬɠ ɤɠ ŭŮɨŰŮɟɖɠ 

ɐ/əŬɘ ɝɏɜɖɠ ůŮ ɝŮɜɧɔɚɤůůɞɡɠ ŮɜɐɚɘəŮɠ, ɛɏůŬ Ŭˊɧ Űɖ ŭɞɛɐ Űɤɜ ŮɜɞŰɐŰɤɜ Űɞɡ ŮɔɢŮɘɟɘŭɑɞɡ, 

ůɡɛˊŮɟɘɚŬɛɓŬɜɞɛɏɜɤɜ, Űɖɠ ŮˊɘəɞɘɜɤɜɘŬəɐɠ ˊɟɞůɏɔɔɘůɖɠ, Űɖɠ ŬɜɎˊŰɡɝɖɠ əŬɘ Űɤɜ ŰŮůůɎɟɤɜ 

ŭŮɝɘɞŰɐŰɤɜ (ɄŬɟŬɔɤɔɐ əŬɘ ȾŬŰŬɜɧɖůɖ Ʉɟɞűɞɟɘəɞɨ/ ũɟŬˊŰɞɨ ȿɧɔɞɡ), ˊɞɚɘŰɘůɛɘəɩɜ ůŰɞɘɢŮɑɤɜ Űɖɠ 

Ⱦɨˊɟɞɡ, Űɖɠ əɡˊɟɘŬəɐɠ ŭɘŬɚɏəŰɞɡ əŬɘ Űɤɜ Ŭɟɢɩɜ Űɖɠ ŭɘŬˊɞɚɘŰɘůɛɘəɧŰɖŰŬɠ. ȼ ˊŬɟɞɡůɑŬůɖ ɏɢŮɘ 

ŮůŰɘŬůŰŮɑ ůŰɖɜ ˊɟŬəŰɘəɐ ŮűŬɟɛɞɔɐ Űɞɡ ŮɔɢŮɘɟɘŭɑɞɡ əŬɘ ˊŬɟɞɡůɑŬůŮ ŬˊŰɎ ˊŬɟŬŭŮɑɔɛŬŰŬ ɔɘŬ Űɞɡɠ 

ŮəˊŬɘŭŮɡŰɏɠ ɔɘŬ ŬˊɞŰŮɚŮůɛŬŰɘəɐ ɛɎɗɖůɖ.  

ȿȺɂȺȽɆ ȾȿȺȽȹȽȷ 

ȾɡˊɟɘŬəɧ ůɡɔəŮɑɛŮɜɞ, ȹɘŬ ȸɑɞɡ ŮəˊŬɑŭŮɡůɖ, ɔɟŬɛɛŬŰɘůɛɧɠ, ŭɘŭŬůəŬɚɑŬ Űɖɠ Ůɚɚɖɜɘəɐɠ ɤɠ ɝɏɜɖɠ ɐ/əŬɘ 
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ABSTRACT  

Mass migration in the last decade in the island of Cyprus has the effect of creating a new multicultural 

reality. This phenomenon does not leave unaffected the area of lifelong education and literacy, as part 

of the teaching of Greek as a second language and / or foreign adults. Therefore the need for an 

integrated and based on contemporary Cypriot reality manual had occurred. Thus, composing the best 

practice experiences in the Cypriot context, the manual is designed for levels A1 and A2, while it is 

based on the common European Language Framework and following the structure of the Greek 

language levels. Within the conference, the best practices in the teaching of Greek as a second 

language and / or foreign to foreigners adults were presented , through the structure of the manual 

units, including the communicative approach , the development of all four skills (Production and 

Listening / Reading Logos ) , cultural elements of Cyprus , of the Cypriot dialect and the principles of 

interculturalism. The focus of this presentation fell on the practical application of the handbook and 

has presented concrete examples for instructors for effective learning. 
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Cyprus composed, Lifelong education, literacy, teaching of Greek as a foreign and / or second, 

development of training materials, best practices. 

ȼ 



 

55 

 

ȺɘůŬɔɤɔɐ 

ȼ ŬɜɎɔəɖ Űɤɜ ɝŮɜɧɔɚɤůůɤɜ əŬŰɞɑəɤɜ Ⱦɨˊɟɞɡ ɜŬ ůɡɜŬɜŬůŰɟŬűɞɨɜ əŬɘ ɜŬ Ůˊɘəɞɘɜɤɜɞɨɜ 

ŬˊɞŰŮɚŮůɛŬŰɘəɎ ɛŮ Űɞ ɔɖɔŮɜɐ ˊɚɖɗɡůɛɧ, ɞŭɐɔɖůŮ ůŰɞɜ Ůɝɐɠ ˊɟɞɓɚɖɛŬŰɘůɛɧ. Ʉɧůɞ ŬˊɞŰŮ-

ɚŮůɛŬŰɘəɐ ŮɑɜŬɘ ɖ ŮˊɘəɞɘɜɤɜɑŬ Űɤɜ ɝŮɜɧɔɚɤůůɤɜ (ɞɘ ɞˊɞɑɞɘ ŮəˊŬɘŭŮɨɞɜŰŬɘ ůŰɖɜ Ůɚɚɖɜɘəɐ 

ɔɚɩůůŬ) ɛŮ Űɞɡɠ ɜŰɧˊɘɞɡɠ. ȼ ɢɟɐůɖ Űɖɠ əɡˊɟɘŬəɐɠ ŭɘŬɚɏəŰɞɡ ůŰɞ ɜɖůɑ ŮɑɜŬɘ ɚŮɘŰɞɡɟɔɘəɐ əŬɘ 

ɢɟɖůɘɛɞˊɞɘŮɑŰŬɘ əŬŰɎ əɧɟɞɜ ůŰɖɜ əŬɗɖɛŮɟɘɜɐ ɕɤɐ Űɤɜ Ⱦɡˊɟɑɤɜ əŬŰɞɑəɤɜ (ɀɞůɢɞɜɎɠ Ɇ., 

2002). ȿŬɛɓɎɜɞɜŰŬɠ ŬɡŰɧ ɡˊɧɣɖ ŮɑɜŬɘ ŬɜŬɛŮɜɧɛŮɜɞ ɧŰɘ ɖ ŭɘŭŬůəŬɚɑŬ Űɖɠ Ⱥɚɚɖɜɘəɐɠ ɔɚɩů-

ůŬɠ, ɢɤɟɑɠ ˊŬɟŬɚɚɖɚɘůɛɞɨɠ əŬɘ ŬɜŬűɞɟɏɠ ůŰɖɜ əɡˊɟɘŬəɐ ŭɘɎɚŮəŰɞ, ůŰŬ ŰɛɐɛŬŰŬ ŮəɛɎɗɖůɖɠ 

Ůɚɚɖɜɘəɩɜ Ŭˊɧ ɝŮɜɧɔɚɤůůɞɡɠ əŬɗɑůŰŬŰŬɘ Ůɚɚɘˊɐɠ əŬɘ əŬŰô ŮˊɏəŰŬůɖ ˊɟɞɓɚɖɛŬŰɘəɐ. 

ȼ ůɡɔɔɟŬűɘəɐ ɞɛɎŭŬ Űɞɡ ŮɔɢŮɘɟɘŭɑɞɡ çɀɘŬ ɓŬɚɑŰůŬ ȺɚɚɖɜɘəɎè, ůɡɛɛŮɟɘɕɧɛŮɜɖ Űɞɜ ˊŬɟŬ-

ˊɎɜɤ ˊɟɞɓɚɖɛŬŰɘůɛɧ ŮˊɘɢŮɑɟɖůŮ ɜŬ ůɡɛˊŮɟɘɚɎɓŮɘ ůŰɞ Ůɜ ɚɧɔɤ ŮɔɢŮɘɟɑŭɘɞ, ŮəŰɧɠ Ŭˊɧ Űɨˊɞɡɠ 

Űɖɠ əɡˊɟɘŬəɐɠ ŭɘŬɚɏəŰɞɡ, əŬɘ ˊɞɚɘŰɘůɛɘəɎ ůŰɞɘɢŮɑŬ, ɛŮ ůəɞˊɧ ɜŬ ˊŬɟɞɡůɘɎɕŮŰŬɘ Űɞ Űɞˊɘəɧ 

ůɡɔəŮɑɛŮɜɞ ɑŭɘɞɠ əɡˊɟɘŬəɐɠ ůɨɔɢɟɞɜɖɠ əɞɘɜɤɜɘəɐɠ ˊɟŬɔɛŬŰɘəɧŰɖŰŬɠ. ȷɝɑɕŮɘ ɜŬ ůɖɛŮɘɤɗŮɑ ɧŰɘ 

ɖ ˊŬɟɞɡůɑŬůɖ Űɖɠ əɡˊɟɘŬəɐɠ əɞɡɚŰɞɨɟŬɠ əŬɘ ˊɟŬɔɛŬŰɘəɧŰɖŰŬɠ ůŰɞ ŮɔɢŮɘɟɑŭɘɞ, ɔɑɜŮŰŬɘ ɛŮ 

ŬɜŬűɞɟɏɠ əŬɘ ˊŬɟŬɚɚɖɚɘůɛɞɨɠ ůŰɖɜ ɞɘəŮɑŬ əɞɡɚŰɞɨɟŬ Űɤɜ ŮəˊŬɘŭŮɡɞɛɏɜɤɜ. ɆŰɧɢɞɠ ŮɑɜŬɘ ɜŬ 

ɔɑɜɞɡɜ ůŮɓŬůŰɏɠ ɞɘ ˊɞɚɘŰɘůɛɘəɏɠ əŬŰŬɓɞɚɏɠ Űɞɡ əɎɗŮ ŮəˊŬɘŭŮɡɞɛɏɜɞɡ, ɩůŰŮ ɞ ɑŭɘɞɠ ɜŬ ɔɑɜŮɘ 

ˊɘɞ ŬɜɞɘəŰɧɠ ůŰɞ ŭɘŬűɞɟŮŰɘəɧ/ɝɏɜɞ (ɆŬˊɘɟɑŭɞɡ ȷɜŭɟ., 2001). 

 

ȷɜŬůəɧˊɖůɖ ɓɘɓɚɘɞɔɟŬűɑŬɠ 

ɇɞ ŮɔɢŮɘɟɑŭɘɞ ŭɞɛɐɗɖəŮ ɓɎůɖ Űɤɜ Ŭɟɢɩɜ Űɖɠ ŭɘŭŬəŰɘəɐɠ Űɤɜ ɔɚɤůůɩɜ əŬɘ Űɖɠ ɘůŰɞɟɑŬɠ, Űɖɠ 

əŮɘɛŮɜɞəŮɜŰɟɘəɐɠ ˊɟɞůɏɔɔɘůɖɠ əŬɘ Űɞɡ əɟɘŰɘəɞɨ ɔɟŬɛɛŬŰɘůɛɞɨ, əŬɗɩɠ əŬɘ Űɤɜ Ŭɟɢɩɜ ˊɞɡ ŭɘɏˊɞɡɜ 

Űɖɜ ŮəˊŬɘŭŮɡŰɘəɐ ɣɡɢɞɚɞɔɑŬ, Űɖɜ ŮəˊŬɑŭŮɡůɖ Ůɜɖɚɑəɤɜ əŬɘ Űɖɜ ŭɘŬˊɞɚɘŰɘůɛɘəɐ ŮəˊŬɑŭŮɡůɖ.  

ɆɡɔəŮəɟɘɛɏɜŬ ůŰɖɟɑɢɗɖəŮ ůŰɘɠ Ŭɟɢɏɠ Űɖɠ ŭɘŭŬəŰɘəɐɠ Űɤɜ ɔɚɤůůɩɜ ɏŰůɘ ɧˊɤɠ Űɘɠ ŮəűɟɎɕŮɘ ɞ 

Rogers (1983) ɞ ɞˊɞɑɞɠ ŰɞɜɑɕŮɘ Űɖ ůɖɛŬůɑŬ Űɖɠ ŮɛˊŮɘɟɘəɐɠ ɛɎɗɖůɖɠ ɤɠ ˊɟɞůɤˊɘəɐ Ůɛˊɚɞəɐ əŬɘ 

ɏɛűŬůɖ ůŰɖ ŭɧɛɖůɖ Űɞɡ ɜɞɐɛŬŰɞɠ. ɆɨɛűɤɜŬ ɛŮ Űɞɜ ɑŭɘɞ, ɖ ŮɛˊŮɘɟɑŬ əŬɘ ɖ ŮˊŮɝŮɟɔŬůɑŬ Űɖɠ ŭŮɜ 

ˊɟɞɏɟɢŮŰŬɘ ɛɧɜɞ Ŭˊɧ ŭɘəɏɠ ɛŬɠ ŮɛˊŮɘɟɑŮɠ ˊɞɡ ɐŭɖ ŭɘŬɗɏŰɞɡɛŮ ŬɚɚɎ əŬɘ Ŭˊɧ Űɖɜ Ŭɝɘɞˊɞɑɖůɖ Űɖɠ 

ŮɛˊŮɘɟɑŬɠ Űɤɜ Ɏɚɚɤɜ ɐ ɜɏɤɜ ŭɘəɩɜ ɛŬɠ ŮɛˊŮɘɟɘɩɜ (Ⱦɧəəɞɠ, 2013 ). ɆɨɛűɤɜŬ ɛŮ ŬɡŰɏɠ Űɘɠ Ŭɟɢɏɠ 

ůŰɞ ůɢŮŭɘŬůɛɧ Űɞɡ ŮɔɢŮɘɟɘŭɑɞɡ ɏɔɘɜŮ ˊɟɞůˊɎɗŮɘŬ Ůɛˊɚɞəɐɠ Űɤɜ ɛŬɗɖŰɩɜ ɛŮ ɓɎůɖ ŭɘəɏɠ Űɞɡɠ 

ŮɛˊŮɘɟɑŮɠ əŬɘ ŬɜŰŬɚɚŬɔɐ ŬˊɧɣŮɤɜ əŬɘ ŮɛˊŮɘɟɘɩɜ ɛŮŰŬɝɨ Űɞɡɠ (ˊ.ɢ ˊŮɟɘɔɟŬűɐ ůˊɘŰɘɩɜ Ŭˊɧ Űɘɠ 

ŭɘəɏɠ Űɞɡɠ ɢɩɟŮɠ, ˊŮɟɘɔɟŬűɐ Űɤɜ ŭɘəɩɜ Űɞɡɠ ůˊɘŰɘɩɜ əŬɘ Űɤɜ ůˊɘŰɘɩɜ Űɤɜ ŭɘˊɚŬɜɩɜ Űɞɡɠ). 

ȳůɞɜ ŬűɞɟɎ ůŰɞ ɛɏɟɞɠ Űɖɠ ŭɘŭŬəŰɘəɐɠ Űɖɠ ɘůŰɞɟɑŬɠ, ɖ 4
ɖ
 ɡˊɞŮɜɧŰɖŰŬ (ůŮ əɎɗŮ ŮɜɧŰɖŰŬ) ŮɑɜŬɘ 

ɘůŰɞɟɘəɐ-ˊɞɚɘŰɘůɛɘəɐ. ȷɡŰɐ ɖ ɡˊɞŮɜɧŰɖŰŬ ŬɜŰŬɜŬəɚɎ Űɘɠ Ŭɟɢɏɠ Űɖɠ ŮɜůɡɜŬɑůɗɖůɖɠ, Űɖɠ 

ˊɞɚɡˊɟɘůɛŬŰɘəɧŰɖŰŬɠ əŬɘ Űɖɠ Ŭɝɘɞˊɞɑɖůɖɠ ɞˊŰɘəɩɜ ˊɖɔɩɜ (ɀŬɡɟɞůəɞɨűɖɠ, 2005). ȼ ɏɜɜɞɘŬ 

Űɖɠ ŮɜůɡɜŬɑůɗɖůɖɠ ɤɠ ɔɜɩůɖ əŬɘ əŬŰŬɜɧɖůɖ Űɖɠ ˊŮɟɘɧŭɞɡ əŬɘ Űɤɜ ůɡɜɗɖəɩɜ (ɀŬɡɟɞů-
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əɞɨűɖɠ, 2005) ŮˊɘŰɡɔɢɎɜŮŰŬɘ əɡɟɑɤɠ ɛŮ ůɨɔəɟɘůɖ Űɞɡ əɡˊɟɘŬəɞɨ Űɟɧˊɞɡ ɕɤɐɠ (ˊŬɚŬɘɞɨ əŬɘ 

ɜɏɞɡ) ɛŮ Űɞɜ ŬɜŰɑůŰɞɘɢɞ Űɟɧˊɞ ɕɤɐɠ ůŰɖ ɢɩɟŬ ˊɟɞɏɚŮɡůɖɠ Űɞɡ ŮəˊŬɘŭŮɡɞɛɏɜɞɡ. Ƀɘ ŭɘŬűɞɟŮ-

Űɘəɏɠ ŬˊɧɣŮɘɠ əŬɘ ŮɛˊŮɘɟɑŮɠ Űɤɜ ŮəˊŬɘŭŮɡɞɛɏɜɤɜ ůŰɞ ŮəɎůŰɞŰŮ ɗɏɛŬ ŬɜŰŬɜŬəɚɞɨɜ Űɘɠ Ŭɟɢɏɠ 

Űɖɠ ˊɞɚɡˊɟɘůɛŬŰɘəɧŰɖŰŬɠ. ȼ ˊɞɚɡˊɟɘůɛŬŰɘəɧŰɖŰŬ ŮɑɜŬɘ ɏɜŬɠ ɧɟɞɠ ɞ ɞˊɞɑɞɠ ŬɜŬɔɜɤɟɑɕŮɘ ɧŰɘ 

ůŮ ɛɘŬ ˊɞɚɡˊɞɚɘŰɘůɛɘəɐ əɞɘɜɤɜɑŬ ɡˊɎɟɢŮɘ ˊɞɚɡűɤɜɑŬ əŬɘ ŭɘŬűɞɟŮŰɘəɏɠ ɞˊŰɘəɏɠ ɔɤɜɑŮɠ 

(ɀŬɡɟɞůəɞɨűɖɠ, ȹ. 2005). ɇɏɚɞɠ əŬɘ ɔɘŬ ɜŬ ŮˊɘŰŮɡɢɗŮɑ ɖ ɡɚɞˊɞɑɖůɖ Űɤɜ ˊŬɟŬˊɎɜɤ ůŰɧɢɤɜ 

ɔɑɜŮŰŬɘ ɢɟɐůɖ ɞˊŰɘəɩɜ ˊɖɔɩɜ (ˊ.ɢ űɤŰɞɔɟŬűɑŮɠ) ɞɘ ɞˊɞɑŮɠ ˊɟɞəŬɚɞɨɜ Űɞ ŮɜŭɘŬűɏɟɞɜ, Ůˊɘ-

ŭɟɞɨɜ ůŰɖ ɛɜɖɛɞɜɘəɐ ɘəŬɜɧŰɖŰŬ əŬɘ Ůɜɘůɢɨɞɡɜ Űɖɜ ˊŬɟŬŰɖɟɖŰɘəɧŰɖŰŬ (ɀŬɡɟɞůəɞɨűɖɠ, 

2005). Ⱥˊɘˊɚɏɞɜ ɖ ˊŬɟɞɡůɑŬ Űɖɠ ŮɘəɧɜŬɠ ŭɘŮɡəɞɚɨɜŮɘ Űɖ ɛŮŰɎɓŬůɖ Ŭˊɧ Űɞ ˊɞɚɘŰɘůɛɘəɎ ɞɘəŮɑɞ 

ůŰɞ ˊɞɚɘŰɘůɛɘəɎ ɛŬəɟɘɜɧ (ɄŬˊŬŭɎəɖ, 2013 ). 

ȺˊɘˊɟɧůɗŮŰŬ, ůŮ ŬɡŰɧ Űɞ ŮɔɢŮɘɟɑŭɘɞ ŬəɞɚɞɡɗɞɨɜŰŬɘ ɞɘ Ŭɟɢɏɠ Űɖɠ əŮɘɛŮɜɞəŮɜŰɟɘəɐɠ ˊɟɞůɏɔɔɘůɖɠ, 

ɞɘ ɞˊɞɑŮɠ ůŬűɩɠ əŬɘ ŮɝɡˊɖɟŮŰɞɨɜ əŬɚɨŰŮɟŬ Űɘɠ ŬɜɎɔəŮɠ ŮˊɘəɞɘɜɤɜɑŬɠ əŬɘ ˊɟɞŰɟɏˊɞɡɜ ɏɜŬɜ 

ɛŬɗɖŰɐ ɜŬ ŮɜŰŬɢɗŮɑ ůŮ ɏɜŬ ŰɛɐɛŬ ŮəɛɎɗɖůɖɠ ɝɏɜɖɠ ɔɚɩůůŬɠ. ɆɨɛűɤɜŬ ɛŮ ŬɡŰɐ Űɖɜ ˊɟɞůɏɔɔɘůɖ, 

ɛɘŬ əŮɘɛŮɜɘəɐ ˊɟɧŰŬůɖ ɓɟɑůəŮŰŬɘ ůŮ ŬɚɚɖɚŮɝɎɟŰɖůɖ Ŭˊɧ Űɘɠ ˊɟɞɖɔɞɨɛŮɜŮɠ əŬɘ ˊɘɗŬɜɧɜ ŮˊɧɛŮɜŮɠ 

ˊɟɞŰɎůŮɘɠ. ȳŰŬɜ ɞ ŬɜŬɔɜɩůŰɖɠ ŭŮɜ ɏɢŮɘ ˊɟɧůɓŬůɖ ůŮ ŬɡŰɏɠ Űɘɠ ˊɟɞŰɎůŮɘɠ ŭŮɜ ɛˊɞɟŮɑ ɜŬ 

ŮɟɛɖɜŮɨůŮɘ Űɖɜ əŮɘɛŮɜɘəɐ ŬɡŰɐ ˊɟɧŰŬůɖ. Ⱥˊɘˊɚɏɞɜ ɏɜŬ əŮɑɛŮɜɞ ŭŮ ɛˊɞɟŮɑ ɜŬ ŮɟɛɖɜŮɡɗŮɑ Ŭɜ ŭŮɜ 

ŮɜŰŬɢɗŮɑ ůŮ ɏɜŬ ˊɚŬɑůɘɞ ŮˊɘəɞɘɜɤɜɑŬɠ. ȯɟŬ ɔɘŬ ɜŬ əŬŰŬůŰŮɑ ŬˊɞŰŮɚŮůɛŬŰɘəɐ ɖ ŮˊɘəɞɘɜɤɜɑŬ 

ˊɟɏˊŮɘ Űɞ əŮɑɛŮɜɞ ɜŬ ŮɑɜŬɘ ůɡɔəŮəɟɘɛɏɜɞ, əɞɘɜɤɜɘəɎ ŬɜŬɔɜɤɟɑůɘɛɞ əŬɘ ɞ ůɡɔɔɟŬűɏŬɠ ɛɏůŬ Ŭˊɧ 

ŬɡŰɧ ɜŬ ŮˊɘŭɘɩəŮɘ ɜŬ ŮəˊɚɖɟɩůŮɘ əɎˊɞɘɞɡɠ ůŰɧɢɞɡɠ, Űɞɡɠ ɞˊɞɑɞɡɠ ɞ ɛŬɗɖŰɐɠ ɜŬ ɛˊɞɟŮɑ ɜŬ 

ŬɜŬɔɜɤɟɑůŮɘ. ȰŰůɘ, ɛɏůŬ Ŭˊɧ Űɖ ůɡɛɛŮŰɞɢɐ Űɤɜ ŮəˊŬɘŭŮɡɞɛɏɜɤɜ ůŮ ŭɘɎűɞɟŬ ŮˊɘəɞɘɜɤɜɘŬəɎ 

ɔŮɔɞɜɧŰŬ, ɛɏůŬ Ŭˊɧ Űɖɜ ŬɜɎɚɖɣɖ ŭɘŬűɞɟŮŰɘəɩɜ ɟɧɚɤɜ əŬɘ Űɖɜ əɟɘŰɘ-əɐ ŮˊŮɝŮɟɔŬůɑŬ Űɤɜ 

əŮɘɛɏɜɤɜ, ŮˊɘŰɡɔɢɎɜŮŰŬɘ ˊɏɟŬɜ Ŭˊɧ Űɖ ŭɘŮɨɟɡɜůɖ Űɖɠ ɔɚɤůůɘəɐɠ əŬɘ ŮˊɘəɞɘɜɤɜɘŬəɐɠ ɘəŬɜɧŰɖŰŬɠ 

əŬɘ ɖ ůɡɛˊɧɟŮɡůɖ çŰɎɝɖɠè ɛŮ Űɞ əɞɘɜɤɜɘəɧ ˊŮɟɘɓɎɚɚɞɜ (ȾɤůŰɞɨɚɖ, 2001).  

ɆɨɛűɤɜŬ ɛŮ ŬɡŰɏɠ Űɘɠ Ŭɟɢɏɠ ŭɘŭŬůəŬɚɑŬɠ ŮɜŰɎɢɗɖəŬɜ əŮɑɛŮɜŬ Ŭˊɧ ˊɞɘəɑɚŮɠ ˊŮɟɘůŰɎůŮɘɠ 

(ŭɘŬűɖɛɘůŰɘəɎ ɏɜŰɡˊŬ, ŬɔɔŮɚɑŮɠ Ŭˊɧ ŮűɖɛŮɟɑŭŮɠ, ˊɟɞůəɚɐůŮɘɠ əŰɚ). ȳɚŬ ŬɡŰɎ ŬɝɘɞˊɞɘɞɨɜŰŬɘ ɤɠ 

ɓɞɖɗɐɛŬŰŬ ɔɘŬ Űɖɜ ŬɜɎɚɖɣɖ ɟɧɚɤɜ Ůə ɛɏɟɞɡɠ Űɤɜ ɛŬɗɖŰɩɜ (ˊ.ɢ ɢɟɐůɖ Űɤɜ ŭɘŬűɖɛɘůŰɘ-əɩɜ 

ŮɜŰɨˊɤɜ ɔɘŬ ŭɘŬəɧůɛɖůɖ Űɤɜ ɢɩɟɤɜ Ůɜɧɠ ůˊɘŰɘɞɨ, ɢɟɐůɖ Űɤɜ ŬɔɔŮɚɘɩɜ ůŮ ɛŮůɘŰɘəɧ ɔɟŬűŮɑɞ, 

əŬɗɞŭɐɔɖůɖ ŬɔɜɩůŰɞɡ ɛɏůɤ Űɞɡ ɢɎɟŰɖ ɔɘŬ ŮɝŮɨɟŮůɖ ˊŮɟɘɞɢɐɠ). ɀɏůŬ ɚɞɘˊɧɜ Ŭˊɧ ŰŬ əŮɑɛŮɜŬ 

ŬɡŰɎ ɞɘ ŮəˊŬɘŭŮɡɧɛŮɜɞɘ ɏɟɢɞɜŰŬɘ ůŮ ŮˊŬűɐ əŬɘ ɛŮ ŰŬ ɔɟŬɛɛŬŰɘəɞůɡɜŰŬəŰɘəɎ űŬɘɜɧɛŮɜŬ ɤɠ ɛɏɟɞɠ 

Űɖɠ ɞɛɘɚɑŬɠ əŬɘ Űɤɜ əŮɘɛɏɜɤɜ əŬɘ ɧɢɘ ɤɠ əŬɗŬɟɎ ɔɟŬɛɛŬŰɘəɐ ŭɘŭŬůəŬɚɑŬ.  

ɆɡɜɎɛŬ, ůŰɖ ŭɧɛɖůɖ Űɞɡ ŮɔɢŮɘɟɘŭɑɞɡ ɚɐűɗɖəŬɜ ɡˊɧɣɖ ɓŬůɘəɏɠ Ŭɟɢɏɠ Űɖɠ ŮəˊŬɘŭŮɡŰɘəɐɠ 

ɣɡɢɞɚɞɔɑŬɠ ɧˊɤɠ ŰŬ ɓŬůɘəɎ ɢŬɟŬəŰɖɟɘůŰɘəɎ Ůɜɧɠ ŮɜɐɚɘəŬ ɛŬɗɖŰɐ ŰŬ ɞˊɞɑŬ ŮɑɜŬɘ ůɨɛűɤɜŬ ɛŮ 

Űɞɜ Rudman, ɖ ŬɡŰɞůɡɜŮɘŭɖůɑŬ, ɖ ůɡůůɤɟŮɡɛɏɜɖ ŮɛˊŮɘɟɑŬ əŬɘ ŰŬ ůɡɔəɟɞɡɧɛŮɜŬ ůɡɛűɏ-

ɟɞɜŰŬ (ȾŬɟŬɔɘɩɟɔɖ, 2013). ɆɨɛűɤɜŬ ɛŮ ŬɡŰɎ, ɞ ŮɜɐɚɘəŬɠ ɛŬɗɖŰɐɠ ɏɟɢŮŰŬɘ ůɡɜŮɘŭɖŰɎ ɜŬ 
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ɛɎɗŮɘ. ȳɛɤɠ ůŮ ɛɘŬ ŰɎɝɖɠ Ůɜɖɚɑəɤɜ ˊɟɞűŬɜɩɠ ŭŮɜ ɏɢɞɡɜ ɧɚɞɘ ŰŬ ɑŭɘŬ əɑɜɖŰɟŬ əŬɘ 

ůɡɛűɏɟɞɜŰŬ. ȰŰůɘ, ɞɘ ŮɜɧŰɖŰŮɠ Űɞɡ ŮɔɢŮɘɟɘŭɑɞɡ ɗŮɤɟɞɨɛŮ ˊɤɠ ɗŬ ŮɜŭɘɏűŮɟŬɜ Űɞɡɠ ˊɚŮɑůŰɞɡɠ 

Ŭɜ ɧɢɘ ɧɚɞɡɠ ůŮ ɏɜŬ ŰɛɐɛŬ Ůˊɘˊɏŭɞɡ ȷ1əŬɘ ȷ2. 

ɄŬɟɎɚɚɖɚŬ Űɞ ŮɔɢŮɘɟɑŭɘɞ ŬəɞɚɞɡɗŮɑ əŬɘ ɛɘŬ ůɖɛŬɜŰɘəɐ ůŰɟŬŰɖɔɘəɐ Űɞɡ əɚɎŭɞɡ Űɖɠ ŮəˊŬɑ-

ŭŮɡůɖɠ Ůɜɖɚɑəɤɜ əŬŰɎ Űɖɜ ɞˊɞɑŬ ɞ ŮɜɐɚɘəŬɠ ɛŬɗŬɑɜŮɘ ˊŮɟɘůůɧŰŮɟɞ ɛŮ Űɖ ɛɑɛɖůɖ əŬɘ Űɖɜ 

ˊŬɟɞɡůɑŬůɖ əŬɘ ɚɘɔɧŰŮɟɞ ɛŮ Űɖɜ ŬˊɞɛɜɖɛɧɜŮɡůɖ. ȰŰůɘ ŮɜŰɎɢɗɖəŬɜ ŭɟŬůŰɖɟɘɧŰɖŰŮɠ ŬɜɎɚɖ-

ɣɖɠ ɟɧɚɤɜ əŬɗɩɠ əŬɘ ˊŬɟɞɡůɘɎůŮɘɠ űɤŰɞɔɟŬűɘəɞɨ əŬɘ Ɏɚɚɞɡ ˊɞɚɡŰɟɞˊɘəɞɨ ɡɚɘəɞɨ 

(ŬɔɔŮɚɑŮɠ, ŭɘŬűɖɛɘůŰɘəɎ ɏɜŰɡˊŬ ə.Ŭ) ɩůŰŮ ɞɘ ŮəˊŬɘŭŮɡɧɛŮɜɞɘ ɜŬ ɓɞɖɗɖɗɞɨɜ ůŰɖ ɛɎɗɖůɖ əŬɘ 

ůŰɖɜ əŬŰŬɜɧɖůɖ Űɤɜ űŬɘɜɞɛɏɜɤɜ ŮɑŰŮ ɚŮɝɘɚɞɔɘəɩɜ ŮɑŰŮ ɔɟŬɛɛŬŰɘəɞůɡɜŰŬəŰɘəɩɜ ˊɞɡ ŭɘŭɎů-

əɞɜŰŬɘ (ȾŬɟŬɔɘɩɟɔɖ, 2013).  

ɇɏɚɞɠ, ɛɏůŬ Ŭˊɧ Űɖɜ ŮɝɡˊɖɟɏŰɖůɖ ɧɚɤɜ Űɤɜ ˊɟɞɖɔɞɡɛɏɜɤɜ Ŭɟɢɩɜ ŮɝɡˊɖɟŮŰɞɨɜŰŬɘ əŬɘ ɞɘ 

ůŰɧɢɞɘ Űɖɠ ŭɘŬˊɞɚɘŰɘůɛɘəɐɠ ŮəˊŬɑŭŮɡůɖɠ Ŭűɞɨ ɛɏůŬ Ŭˊɧ Űɖɜ ˊɟɞűɞɟɘəɐ ůɡɕɐŰɖůɖ əŬɘ ɏəűɟŬ-

ůɖ ɘŭŮɩɜ əŬɘ Űɖɜ ŬɜɎɚɖɣɖ ɟɧɚɤɜ (ɗŮŬŰɟɘəɧ ˊŬɘɢɜɑŭɘ) ɞɘ ŮəˊŬɘŭŮɡɧɛŮɜɞɘ ɔɜɤɟɑɕɞɜŰŬɘ əŬɚɨ-

ŰŮɟŬ əŬɘ ɏɟɢɞɜŰŬɘ ˊɘɞ əɞɜŰɎ (ɀˊŮɕɎŰɖ & ŪŮɞŭɞůɞˊɞɨɚɞɡ, 2013). Ⱥˊɘˊɚɏɞɜ ɛɏůŬ Ŭˊɧ Űɘɠ 

ŭɘŬˊɞɚɘŰɘůɛɘəɏɠ ŭɟŬůŰɖɟɘɧŰɖŰŮɠ əŬɘ Űɖ ŭɘŬˊɞɚɘŰɘůɛɘəɐ ůɨɔəɟɘůɖ ŬɜŬɔɜɤɟɑɕŮŰŬɘ ɖ ŮŰŮɟɧŰɖŰŬ 

əŬɘ ɖ ɛɞɜŬŭɘəɧŰɖŰŬ əɎɗŮ ˊɞɚɘŰɘůɛɞɨ, ŭɑŭŮŰŬɘ ɧɛɤɠ əŬɘ ɏɛűŬůɖ ůŰŬ əɞɘɜɎ ůŰɞɘɢŮɑŬ ˊɞɡ ɏɢɞɡɜ 

ɞɘ ˊɞɚɘŰɘůɛɞɑ ɛŮŰŬɝɨ Űɞɡɠ əŬɘ əŬŰô ŮˊɏəŰŬůɖ əŬɘ ɞɘ Ɏɜɗɟɤˊɞɘ ˊɞɡ Ŭɜɐəɞɡɜ ůŮ əɎɗŮ ˊɞɚɘ-

Űɘůɛɧ. ȼ ŬɜŬɔɜɩɟɘůɖ əŬɘ ɞ ůŮɓŬůɛɧɠ Űɖɠ ŭɘŬűɞɟɎɠ əŬɗɩɠ əŬɘ ɖ ɏɛűŬůɖ ůŰɘɠ ɞɛɞɘɧŰɖŰŮɠ 

ɛŮŰŬɝɨ Űɤɜ ˊɞɚɘŰɘůɛɩɜ ŮɑɜŬɘ ɓŬůɘəɞɑ ůŰɧɢɞɘ Űɖɠ ŭɘŬˊɞɚɘŰɘůɛɘəɐɠ ŮəˊŬɑŭŮɡůɖɠ (ɀˊŮɕɎŰɖ & 

ŪŮɞŭɞůɞˊɞɨɚɞɡ, 2013).  

ɆɡɛˊŮɟŬůɛŬŰɘəɎ ɞ ůɢŮŭɘŬůɛɧɠ Űɞɡ ŮɔɢŮɘɟɘŭɑɞɡ ɛŮ ɓɎůɖ Űɘɠ Ŭɟɢɏɠ ˊɞɡ ŬɜŬɚɨɗɖəŬɜ ˊɘɞ ˊɎɜɤ 

ŮɑɜŬɘ ɓɞɖɗɖŰɘəɧɠ Űɧůɞ ůŰɖ ŭɘŭŬůəŬɚɑŬ əŬɘ Űɖɜ Ůɛˊɏŭɤůɖ Űɤɜ ŭɘŬűɧɟɤɜ ɔɟŬɛɛŬŰɘəɞůɡɜŰŬə-

Űɘəɩɜ əŬɘ ɚŮɝɘɚɞɔɘəɩɜ űŬɘɜɞɛɏɜɤɜ ɧůɞ əŬɘ ůŰɖ ŭɖɛɘɞɡɟɔɑŬ əŬɚɩɜ ůɢɏůŮɤɜ əŬɘ əŬɚɞɨ 

əɚɑɛŬŰɞɠ ůŰɖɜ ŰɎɝɖ. Ƀɘ ŮɜɐɚɘəŮɠ ɧˊɤɠ ˊɟɞŬɜŬűɏɟɗɖəŮ ɏɟɢɞɜŰŬɘ ůɡɜŮɘŭɖŰɎ ɔɘŬ ɜŬ ɛɎɗɞɡɜ, 

ɎɟŬ ŮɑɜŬɘ ůŰɞ ɢɏɟɘ Űɞɡ ŮəˊŬɘŭŮɡŰɐ ɜŬ əɟŬŰɐůŮɘ ɕɤɜŰŬɜɧ Űɞ ŮɜŭɘŬűɏɟɞɜ əŬɘ Űɞ əŬɚɧ əɚɑɛŬ 

ɩůŰŮ ɞɘ ŮəˊŬɘŭŮɡɧɛŮɜɞɘ ɜŬ ůɡɜŮɢɑůɞɡɜ ɜŬ ɗɏɚɞɡɜ ɜŬ ˊŬɟŬəɞɚɞɡɗɞɨɜ ŰŬ ɛŬɗɐɛŬŰŬ. 
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ABSTRACT   

his article examines the first stasimon of Sophoclesô Antigone and its 2004 translation by 

Seamus Heaney. Both texts explore human nature and the limits of human power. 

Sophoclesô text was affected by Sophism and its founder Protagoras, while Heaneyôs text 

refers more explicitly to Protagoras. The ñOde to Manò warns humans and raises ethical 

questions regarding citizenship, duty, respect to the gods, and it propagates that humankind 

should accept human essence as it is. The article starts with a comparative analysis of the texts 

and outlines the influence of Protagoras on both authors and its implications. The last stanza in 

Sophoclesô and Heaneyôs texts gives a warning that encapsulates the moral stance of both poets 

towards humanity. The comparative analysis aims to show the way Sophocles and Heaney 

approach humankind with a cautionary tale regarding their contemporary current affairs. As 

Heaney said ñI canôt think of a case where poems changed the world, but what they do is to 

change peopleôs understanding of whatôs going on in the worldò (Oô Driscoll, 2009: 68). 
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The first stasimon of Sophoclesô Antigone consists of a philosophic account on human nature. 

It gives the incentive for reflexion on the nature of humanity to scholars and philosophers 

alike. The ode is usually interpreted asð ironic or genuineð praise of humankind and its 

achievements (Kamerbeek, 1978: 13-15; Oô Brien, 1978: 176-178). At this juncture of the 

play a song about the nature of man could appear out of context to the audience. However, 

according to Segal (1966: 64), the focal point of the entire play is human nature. Antigone and 

Creon function as two complementary aspects of a wholeð human essenceð that is 

simultaneously simpler and more complex than the Hegelian fusion of the opposites (Segal, 

1966: 64).¹ Therefore, the ñOde to Manò appears in alignment with the playôs central idea. 

Having in mind the fact that the ñOde to Manò is an organic part of Antigone, both the 

original and Seamus Heaneyôs translation of the stasimon in The Burial at Thebes will be 

analyzed focusing on the philosophic undertones of the ode. The ñOde to Manò has led to 

conflicting interpretations because of its ambiguity. The present analysis aims to trace and 

analyze the influence of the philosopher Protagoras on both texts, indicating the fundamental 

philosophical approach of humanity encapsulated in the ode. This paper presents the influence 
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of Protagorasô ideology on Sophocles and how Heaney managed to give prominence to this 

influence through his translation.  

Preceding the analysis, the texts from Antigone and The Burial at Thebes will be shortly 

presented.
2
 The ñOde to Manò has two strophe and antistrophe pairs. In the first pair, 

Sophocles describes manôs domination over the natural elements, and, in the second, he 

presents manôs domination over himself along with the creation of society and manôs cultural 

achievements. The Chorus points out that humanity, despite its achievements, could proceed 

to either further progress or to calamity. Heaney follows a different structure; his stasimon 

consists of five stanzas. In the first pair he describes manôs achievements, a theogony being 

one of them. The second pair is similar to the original even though the image of the hunter is 

omitted. Heaneyôs last stanza, however, is a warning to the ñŭŮɘɜɧɠò [horrible, terrific, 

wondrous],
3
 an open letter to George W. Bush (Heaney, 2005: 170) with a harsher and more 

sinister tone than the end of the final antistrophe of Sophocles. 

Sophoclesô text has been described as Protagorean (OôBrien, 1978: 47, 59). Heaney perceives 

the influence of the sophist and makes it even more explicit in his fourth stanza. It begins with 

a homoeoteleuton ñHome-maker, thought-taker, measure of all thingsò (H 17) which echoes 

the figura etymologica of ñˊŬɜŰɧˊɞɟɞɠ· ˊɞɟɞɠò [all-resourceful; he meets nothing in the 

future without resource (Sophocles, 1994: 37)] of Sophocles without, however, transferring its 

meaning. The word ñˊŬɜŰɧˊɞɟɞɠò is usually translated as ñall-resourcefulò and it was used by 

Sophocles Ὤ Ŭɝ (Kamerbeek 1978: 84). Heaney disregards the only limitation to human 

power listed by Sophocles, death, and alludes to Protagoras with the phrase ñmeasure of all 

thingsò. This gives quite a different sense to Heaneyôs passage because, according to the poet, 

human is omnipotent, his/her progress cannot be stopped. This idea of continuous progress is 

central in Protagorasô thought; hence, the quotation of his fundamental maxim emphasizes the 

optimism of the ode. ñMeasure of all thingsò is the first phrase of Protagorasô work 

Refutations (Sextus Against the Schoolmasters, VII 60) or Truth (Plato, Theaetetus 151 E-152 

A) (Oô Brien, 1972: 18-19). This maxim has introduced relativity and subjectivity in ancient 

Greek thought and emphasized how oneôs personal feelings and beliefs could become a 

measure of reality, the being ñŮɜŬɘò is replaced by ñŮɜŬɑ Űɘɜɘò, the subjective impression 

(ȷɡɔŮɚɐɠ, 2005: 173-175).  

Protagoras (446-410 B.C.) is considered the founder of Sophism. The interpretation of his 

famous maxim ɄɎɜŰɤɜ ɢɟɖɛɎŰɤɜ ɛɏŰɟɞɜ έůŰɑɜ ὧɜɗɟɤˊɞɠ, Űəɜ ɛɏɜ ᾥɜŰɤɜ Άɠ ίůŰɘɜ, Űəɜ ŭɏ ɛ̓͂ 

ᾥɜŰɤɜ Άɠ ɞᾭə ίůŰɘɜ. (as quoted in Plato, Theaetetus, 161c) 
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Of all things the measure is man, of things that are, that they are, and of things that are not, 

that they are not. (transl. by OôBrien, 1972: 4) is problematic because of certain lexical 

ambiguities. However, the most common interpretation is that by the term ñthingsò Protagoras 

implies both objects and abstract qualities like good, evil and justice (ȷɡɔŮɚɐɠ, 2005: 174). 

Man according to Protagorasô statement is measure of all things that they exist or that ñthey 

are in a certain wayò (ȷɡɔŮɚɐɠ, 2005: 174). Man as measure is rendered the criterion for 

everything; therefore, the being is defined by the impression of a certain individual (ȷɡɔŮɚɐɠ, 

2005: 175). As a result, Protagoras questions absolute knowledge; nothing can be verified 

because man understands everything not as it is but as it seems to be (ȷɡɔŮɚɐɠ, 2005: 176). 

Based on this way of thought sophists came to question the absolute validity of ethics and 

justice (ȷɡɔŮɚɐɠ, 2005: 177). This idea is implied by Heaney and contradicted later in his 

translation, through the use of the image of the weaver. This particular metaphor shows how 

some values are unalterable and unquestionable; they always bring rewards and respect. 

Sophocles employs the metaphor of the weaver in order to portray the lawful citizen who 

equally respects the divine and the human law (S 368).
4
 This quaint imagery demonstrates the 

way in which the ideal balance between the divine and the worldly can be accomplished. It 

has been argued that the weaver image refers to Antigone because of its implications with 

femininity (OôBrien, 1978: 49). Although it is an interesting observation, it cannot be 

supported. Antigone does not manage to maintain the perfect balance between human and 

divine law; her defiance of Creonôs edict could lead to the destruction of the city, thus 

rendering every Theban ñˊɞɚɘɠò [without a polis, city-state]. Heaney retains the image of the 

weaver in his translation but he omits respect to human law as one of the obligations of the 

ñɣɑˊɞɚɘɠò [one with a high position in the city or one with a prosperous city]. He only 

mentions abstract values and respect for the divine (H 19-21). Heaneyôs appeal to the divine 

significantly points out that to the Irish poet human laws are conventions of the time, alterable 

and subject to the interpretation of every Protagorean homo mensura, while abstract values 

are eternally valid.  

There are two other allusions to Protagorean thought in the ñOde to Manò. The first is the idea 

of continuous progress. In Platoôs Protagoras 318A, the sophist says ñYoung man, if you 

associate with me, you shall on the first day you enter my company, go home a better man for 

it, and so too on the next day; and everyday you shall unfailingly improveò (Plato, Protagoras 

318A; Oô Brien, 1972: 8). The idea of progress is quite obvious in Heaneyôs translation. In 

Sophocles, however, it is more implicit. Protagoras introduced the idea that ñɟŮŰɐò [virtue] 

can be taught and thus everyone can participate in the matters of the state. The above view is 
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in harmony with the ideal of democracy and illustrates how everyone is equally capable of 

greatness. This idea can be detected in Sophoclesô text when he states that manôs abilities lead 

him ñŰɧŰŮ ɛɜ əŬəɧɜ, ɚɚɞŰô ́ô ůɗɚɧɜò (S 367) [and he advances sometimes to evil, at 

other times to good (Sophocles, 1994: 37)]. The term ñůɗɚɧɜò [good] carries various 

political connotations; it refers to the nobility who defined themselves as ñgoodò in contrast 

with the plebs. By stating that man is capable of both, Sophocles echoes this democratic idea 

of Protagoras. 

The second reference to Protagoras is in the stasimon of The Burial at Thebes and the 

description of the birth of the gods. Protagorasô theological views were notorious in antiquity. 

According to Diogenes Laertius IX.51, he stated about the gods: ñI cannot know either that 

they exist or that they do not exist; for there is much to prevent oneôs knowing: the obscurity 

of the subject and the shortness of manôs lifeò (Oô Brien, 1972: 4). Heaneyôs approach is on a 

similar note: he states that gods were created after humans, implying that they might have 

been invented by them. However, the Chorus states later that ñWhen he yields to his gods [é] 

The city will reward himò (H 19-22). This contradiction is amended as the poetôs thought 

progresses. Heaney, having in mind the importance of the gods as elements that provide 

stability, decides to finally retain their status intact. This is not the case in Sophocles: he 

genuinely believes that the gods provide security in life as the unchanging elements, as the 

conditions of our lives. 

Finally, the myth of Protagoras in Platoôs dialogue has far too many similarities with the ñOde 

to Manò. Even though Platoôs dialogue is set ten years after the staging of Antigone, the myth 

Platoôs Protagoras tells expresses genuine beliefs of his teachings and is exemplary of the 

general climate of Athens of those times (OôBrien, 1978: 176). The sophist was teaching in 

Athens at the time of the staging of the play and the ñProtagorean outlookò was the prevailing 

way of thought; namely optimism and confidence in man (OôBrien, 1978: 47). Sophocles 

embraces these ideas even though his optimism is restrained; he reminds man his limits and 

the significance of reverence. The ñOde to Manò of both Antigone and The Burial at Thebes 

echoes the myth of Protagoras (320C- 322D). The references detected are thematic and 

lexical. Protagoras describes the creation of man and how Zeus gave all men the sense of 

justice in order to allow them to live together in societies. Humans first acquire technical 

abilitiesð fire and the arts of Hephaestus and Athenað that Prometheus steals for them and 

then they form societies to protect themselves from the elements. Similarly, in ñOde to Manò 

Sophocles firstly lists manôs technical achievements and then his social achievements. In 
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Protagorasô myth societies cannot function properly because man lacks the political art, 

therefore Zeus sends Hermes to deliver ñreverence and justiceò:  

ñTo everyoneò, said Zeus, ñand let everyone have a share in them for cities would not come 

into being if only few shared in these as they do in other arts. And lay down this law by my 

order: let them put to death as a plague on the city the man who cannot share in reverence and 

justiceò. (OôBrien, 1972: 26-27) 

According to Protagoras then, the most important values are reverence and justice. The same 

values are considered the most important by both Sophoclesô and Heaneyôs Chorus. In 

addition, the play deals with the fact that these innateð according to Protagorasð values are 

treated completely differently by Antigone and Creon. Both characters overstep reverence and 

justice in their attempt to uphold them. That is why they are punished as ñplagueò, rendering 

themselves ñˊɞɚɘɠò [without a polis, a city].  

Seamus Heaney managed to perceive the influence of Sophism and Protagoras on Sophoclesô 

text in an insightful way and projected it explicitly in his translation, adapting it to 

contemporary circumstances. Man nowadays, as a new homo mensura questions various 

aspects of life that uphold the order of the world. Heaney, according to his beliefs on the 

purpose of poetry takes up the role to alert the public through his translation of Antigone. As 

he has stated ñI canôt think of a case where poems changed the world, but what they do is they 

change peopleôs understanding of whatôs going on in the worldò (Oô Driscoll, 2009: 68). Both 

texts present the achievements of humanity but contradict them with its limits. The end of the 

stasimon is sinister, as it is a clear warning to the ñŭŮɘɜɧɠò, to this wondrous being. Even 

though both poets adopt Protagorasô optimistic way of approaching the world, they moderate 

it by reminding humans their limits and by warning them of the dire consequences should 

they transgress them. The last stanza in Sophoclesô and Heaneyôs poem gives a warning that 

encapsulates the moral stance of the poets towards humanity. Sophocles and Heaney offer 

humankind a cautionary tale regarding their contemporary current affairs and the stance they 

should keep.  
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Footnotes 

 

1. Segal in his analysis of the ode detects echoes of the language and themes of the ode in 

the episodeia, thus showing the organic way in which the stasimon is related to the entire 

play. For the parallels see Segal, 1966: 73-80. 

2. The texts are in Appendix 1. All references to the texts will be abbreviated with an S for 

Sophocles and an H for Heaney and the line number. 

3. All translations are by the author of this paper unless specified, because of the need of 

linguistic precision for the analysis.  

4. Scholars disagree on the correct reading of S 368. For the arguments justifying the lectio 

ñ́ ŬɟŮɑɟɤɜò see Lloyd-Jones & Wilson, 1990: 124. The author of this paper chose to use the 

reading of the 1990 Oxford critical edition. 
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Appendix 1: Texts 

Sophocle. (1955). Trag (vol. 1), (A. Dain& P. Mazon eds.), Paris: Les Belles Lettres, [repr. 

1967 (1st edn. rev.)], 332-375.  

 

ɉɃ. Ʉɞɚɚ Ű ŭŮɘɜ əɞŭɜ ɜ- 

 ɗɟɩˊɞɡ ŭŮɘɜɧŰŮɟɞɜ ˊɏɚŮɘ· 

 ŰɞŰɞ əŬ ˊɞɚɘɞ ˊɏɟŬɜ  

 ˊɧɜŰɞɡ ɢŮɘɛŮɟɑ ɜɧŰ 

 ɢɤɟŮ, ́ Ůɟɘɓɟɡɢɑɞɘůɘɜ  

 ˊŮɟɜ ố ɞŭɛŬůɘɜ, ɗŮɜ 

 ŰŮ Űɜ ˊŮɟŰɎŰŬɜ, ũɜ  

 űɗɘŰɞɜ, əŬɛɎŰŬɜ, ˊɞŰɟɨŮŰŬɘ,  

 ɚɚɞɛɏɜɤɜ ɟɧŰɟɤɜ Űɞɠ Ůɠ Űɞɠ, 

 ˊˊŮɑ ɔɏɜŮɘ ˊɞɚŮɨɤɜ.  

 

 Ⱦɞɡűɞɜɧɤɜ ŰŮ űɚɞɜ ɟ-    Ant. 1.  

 ɜɑɗɤɜ ɛűɘɓŬɚɜ ɔŮɘ,  

 əŬ ɗɖɟɜ ɔɟɑɤɜ ɗɜɖ 

 ˊɧɜŰɞɡ Űô ŮɜŬɚɑŬɜ űɨůɘɜ  

 ůˊŮɑɟŬɘůɘ ŭɘəŰɡɞəɚɩůŰɞɘɠ  

 ˊŮɟɘűɟŬŭɠ ɜɐɟ· əɟŬŰŮ 

 ŭ ɛɖɢŬɜŬɠ ɔɟŬɨɚɞɡ  

 ɗɖɟɠ ɟŮůůɘɓɎŰŬ, ɚŬůɘŬɨɢŮɜɎ ɗô  

 ˊˊɞɜ <ˊ>ɎɝŮŰŬɘ ɛűɑɚɞűɞɜ ɕɡɔɜ 

 ɞɟŮɘɧɜ Űô əɛŰŬ ŰŬɟɞɜ. 

 

ȾŬ űɗɏɔɛŬ əŬ ɜŮɛɧŮɜ    Str. 2. 

űɟɧɜɖɛŬ əŬ ůŰɡɜɧɛɞɡɠ  

ɟɔɠ ŭɘŭɎɝŬŰɞ, əŬ ŭɡůŬɨɚɤɜ 

ˊɎɔɤɜ <ɜ>ŬɑɗɟŮɘŬ əŬ 

ŭɨůɞɛɓɟŬ űŮɨɔŮɘɜ ɓɏɚɖ  

ˊŬɜŰɞˊɧɟɞɠ· ˊɞɟɞɠ ˊô ɞŭɜ ɟɢŮŰŬɘ  

Ű ɛɏɚɚɞɜ· ɘŭŬ ɛɧɜɞɜ  

űŮɝɘɜ ɞə ́ɎɝŮŰŬɘ, ɜɧ- 

ůɤɜ ŭô ɛɖɢɎɜɤɜ űɡɔɠ  

ɝɡɛˊɏűɟŬůŰŬɘ.  

 

Ɇɞűɧɜ Űɘ Ű ɛɖɢŬɜɧŮɜ     Ant. 2.  

ŰɏɢɜŬɠ ˊɟ ɚˊɑŭô ɢɤɜ, 

ŰɞŰ ɛɜ əŬəɧɜ, ɚɚɞŰô ˊô ůɗɚɜ ɟˊŮɘ,  

ɜɧɛɞɡɠ ˊŬɟŮɑɟɤɜ ɢɗɞɜɠ 

ɗŮɜ Űô ɜɞɟəɞɜ ŭɑəŬɜ 

ɣɑˊɞɚɘɠ· ˊɞɚɘɠ Ű Ű ɛ əŬɚɜ  

ɝɨɜŮůŰɘ ŰɧɚɛŬɠ ɢɎɟɘɜ·  

ɛɐŰô ɛɞ ˊŬɟɏůŰɘɞɠ ɔɏ-  

ɜɞɘŰɞ ɛɐŰô ůɞɜ űɟɞɜɜ 

ɠ ŰɎŭô ɟŭɞɘ.  
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Chorus 

Among the many wonders of the world 

Where is the equal of this creature, man? 

First he was shivering on the shore in skins,  

Or padding in a dug-out, terrified of drowning, 

Then he took up oars, put tackle on the mast   5 

And steered himself by the stars through gales.  

 

Once upon a time from the womb of the earth 

The gods were born and he bowed down 

To worship them. He worked the land, 

Stubbed the forests and harnessed stallions    10  

His furrows cropped, he feasted his eyes 

On hay and herds as far as the horizon. 

 

The wind is no more swift or mysterious 

Than his mind and words; he has mastered thinking, 

Roofed his house against hail and rain 

And worked out laws for living together.    15 

 

Home-maker, thought-taker, measure of all things, 

He can heal with herbs and read the heavens. 

Nothing seems beyond him. When he yields to his gods, 

When truth is the treadle of his loom 

And justice the shuttle, heôll be shown respect ï   20 

The city will reward him. But let him once 

 

Overstep what the city allows, 

Tramp down right or treat the law 

Willfully, as his own word, 

Then let this wonder of the world remember:   25 

Heôll have put himself beyond the pale. 

When he comes begging we will turn our backs.  
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ABSTRACT  

he present study examines and compares the awareness and beliefs of Spanish and Greek-Cypriot 

postgraduate EFL (English as a Foreign Language) students about plagiarism in academic 

writing. Through the completion of a questionnaire, the 32 participants of the study were assessed as 

to how aware they were of plagiarism and what they understood about it. At the same time, any 

existing differences in the way plagiarism is approached by Spanish and Greek-Cypriot higher 

education at an undergraduate level, as well as whether such differences can affect studentsô future 

academic performance, were observed and analysed. A quantitative analysis of the responses yielded 

important differences in the two educational systemsô approach, suggesting that Greek-Cypriot higher 

education seems to better endow its students with the fundamental academic skills to avoid plagiarism. 

Yet, both educational systems are found to be in need of further improvement. The findings of this 

comparative study reveal that EFL studentsô postgraduate success can be significantly determined by 

the quality of their undergraduate preparation, while they call for the reassessment of the existing 

pedagogy and institutional policies in an attempt to preserve integrity within academia.  

KEYWORDS 

Academic writing, plagiarism, higher education, EFL  

 

1. Introduction 

Among the principles around which the scholarly world revolves, academic integrity not only 

occupies a prominent position, but also plays a decisive role in upholding the reputation of 

academia. Being endowed with the fundamental knowledge and literacy skills, and thus 

adhering to the academic standards, is a prerequisite for any individual entering the field of 

higher education and can significantly determine their academic performance and success.  

In the course of the last decades, however, a growing concern about the preservation of the 

value of academic integrity within tertiary institutions has been observed. Incidences of 

academic dishonesty appear to dramatically increase through time as students stray from the 

standards, resulting in various acts of improper academic behaviour. Cheating, falsification 

and collusion are only some of the forms of scholarly fraud to which students resort in their 

academic writing. Yet, the code of professionalism in the academic community appears to be 

most often breached by plagiarism, described as ñthe worst violation of academic and 

research integrity that threaten[s] honest contribution to knowledge creationò (Garwe & 

Maganga, 2015: 140).  

T 
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Although a clear-cut interpretation of the term has been difficult for researchers and 

academics to reach, the most common definition ascribed to plagiarism is that of the 

inappropriate use of other peopleôs words or ideas without acknowledging their source (Park, 

2004; Sutherland-Smith, 2005; Hu & Lei, 2012; Gullifer & Tyson, 2013). Nowadays, the ease 

with which students gain access to ready-made online or printed material, as well as the 

extensive use of the well-known ñcut and paste techniqueò (DeVoss & Rosati, 2002), has 

rendered plagiarism the most prominent form of academic malpractice (Park, 2004). 

Being a cross-disciplinary issue, plagiarism has been the focus of a considerable number of 

studies that attempt to provide answers to the numerous questions that have emerged around 

the topic (Kolich, 1983; Howard, 1993, 1995, 1999; DeVoss & Rosati, 2002; Kenny, 2007). 

Concerns as to what exactly constitutes plagiarism, which factors underlie its presence, how it 

is approached by academics, what consequences it has and what can be done to confront it 

were addressed by various researchers. Many studies have also been carried out approaching 

the issue of plagiarism from the perspective of academics and students (Abasi & Graves, 2008; 

Gu & Brooks, 2008; Wilkinson, 2009; Ballantine & Larres, 2012). Investigating and 

understanding how this issue is viewed by the members of the academic community 

themselves, and especially how students think about plagiarism, can provide critical 

information regarding the reasons that trigger their unprofessional conduct.  

Drawing on the fact that relatively limited research exists on studentsô perceptions and 

knowledge about plagiarism in the English as a Foreign Language (henceforth EFL) field, the 

present study explores the awareness and beliefs of two groups of Spanish and Greek-Cypriot 

postgraduate EFL students about this form of academic fraud. More specifically, the study 

aims to examine whether there are any differences in the approach the Spanish and the Greek-

Cypriot higher education systems adopt towards the issue of plagiarism at an undergraduate 

level, and to subsequently determine if such differences can have an impact on studentsô 

academic performance during their postgraduate studies.  

 

2. Theoretical background 

2. 1. Defining plagiarism  

Broadly defined, plagiarism refers to acts of misconduct such as cheating, deception and 

intellectual theft, since it has to do with manipulating othersô words or ideas and presenting 

them as oneôs own. As a term, plagiarism has its roots in the Latin word plagiarious, which 

refers to the stealing of slaves (Kolich, 1983). Thus, in the context of academic writing it is 

seen as ña thief in literature; one who steals the thoughts or writings of anotherò (Mallon, 
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1989: 11). Park (2004: 292) defines plagiarism as ña form of cheating or academic malpractice, 

which also includes cheating in examinations, fabrication of results, duplication and false 

declarationò, and as such it runs ñcounter to [the] ethos of trust and integrity that should lie in 

the heart of any academic activityò (ibid.). The view of plagiarism as a theft in the sectors of the 

academic community is also shared by Larkham and Manns (2002: 348), who describe it as ña 

sub-section of cheating, itself defined as seeking to gain unfair advantageò. Consequently, based 

on the aforementioned definitions plagiarism is to be understood as the opposite of authorship, 

originality and transparency, as the ideas or expressions used in writing are neither original to 

the writer nor attributed to their original source.  

Despite the fact that plagiarism may occur deliberately or unintentionally (Howard, 1993; 

Pecorari, 2003), a negative stance is adopted towards the issue, with many academics viewing 

it as ña spreading moral panicò in academia (Clegg & Flint, 2006: 373) or as ñthe cardinal sin 

of academeò (Loveless, 1994: 510). This is perfectly illustrated through Kolichôs (1983: 145) 

deft likening of plagiarism to a worm ñthat spoils the fruit of intellectual inquiry and reason 

and starves the seeds of originality that foster such inquiryò.  

 

2. 2. Consequences of plagiarism 

The severity of plagiarism becomes evident through the far-reaching consequences it can have 

for both student and professor. Students caught plagiarising risk receiving a zero mark, thus 

failing the class or being expelled from university. Furthermore, an unpunished deceitful act 

is likely to be repeated. As Kenny explains (2007: 18), ñif a student cheats during their 

academic career (and gets away with it), then they are almost certain to continue this behaviour in 

their working livesò (p. 18). Similarly, plagiarism can negatively affect the career of academics 

since identifying academic dishonesty in their students undermines their reputation as professional 

educators. They believe that ñtheir colleagues would view detection of plagiarism in their 

classrooms as a failure on their part to ensure a suitably stringent learning environment [...] or as 

professional negligenceò (Sutherland-Smith, 2005: 91). It could be thus inferred that plagiarism 

threatens ñestablished academics [with facing] public disgraceò (Pecorari, 2003, p. 338). 

 

2. 3. Reasons that lead to plagiarism 

A review of the literature reveals that students may resort to plagiarism for a number of 

reasons. The most prevalent among them appears to be the great technological advancement, 

and in particular the onset of the Internet. The latterôs ñrich repository of online texts provides 

[students with] an unprecedented opportunity for plagiarismò (Kitalong, 1998: 255). As 
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DeVoss and Rosati (2002: 196) posit, students may not perceive online plagiarism to be 

wrong ñbecause there is no review, publication, and catalogue process for most Web pages, 

and, on top of that, authors arenôt always privileged the way they are in print textsò.  

An equally important factor that can lead to plagiarism is the cultural background of students. 

The way plagiarism is viewed in different parts of the world, as well as the education a 

student receives can significantly affect their academic conduct. It is thus logical to infer that, 

for instance, in a culture that ñprivileges rote learning and memorisation [students] are 

inclined to repeat from sources [...]ò (Pecorari, 2003: 319). In addition, it is possible that 

ñsome graduate students may have pursued their bachelorôs degree and school system in a 

completely examination-oriented context and not actually had the opportunity to write an 

assignmentò (Iyer-OôSullivan, 2013: 4), something that can prompt them to plagiarise.  

Finally, a highly important reason to which instances of plagiarism can be attributed is the 

way students themselves perceive this academic malpractice and what they know about it. As 

has been pointed out in various research studies, students may be tempted to plagiarise 

because of the lack of or pressure of time, which makes them ñtake shortcuts to save time or 

effortò (Logue, 2004: 40). Moreover, their under-developed authorial identities along with the 

lack of confidence in their own academic writing skills make them more prone to plagiarism. 

Believing that they ñneed to ósay it betterô than the textò (Iyer-OôSullivan, 2013: 12), and 

having no confidence in that they can do it, students simply repeat the ideas without adding or 

extracting any information. Other factors that were found to be bound to committing 

plagiarism are the lack of understanding of the required task and of the rules of referencing, 

the conceptual confusion, the fear of failure, the high assessment load, the belief that they will 

get better grades or that they will not be caught, and the repetitive warnings about the gravity 

of the issue, with the latter leading to over-citation (DeVoss & Rosati, 2002; Abasi & Graves; 

2008; Gu & Brooks, 2008; Mammen & Meyiwa, 2013). 

 

3. The study 

3. 1. Aims of the study and research questions 

The present study comes to add to the growing body of literature on plagiarism by exploring 

the awareness and beliefs of Greek-Cypriot and Spanish postgraduate EFL students about this 

form of academic malpractice. In particular, it sets out to determine how aware of plagiarism 

these two groups are and how they perceive it, aiming to shed light on any existing 

differences in the way the Greek-Cypriot and the Spanish higher education system approach 
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this issue. Also, it seeks to establish whether such discrepancies can affect studentsô 

postgraduate success in the field of EFL. The specific research questions addressed are: 

1) What do Spanish and Greek-Cypriot postgraduate EFL students believe about 

plagiarism and how aware are they of it? 

2) a. Are there any differences in the way the Spanish and the Greek-Cypriot higher 

education approach the issue of plagiarism? 

 b. If yes, can such differences affect studentsô academic performance during their 

postgraduate studies in EFL teaching? 

 

3. 2. Methodology 

3. 2. 1. Participants 

A total of 32 students participated in the study. Half of them were Spanish postgraduate 

students pursuing a master in the Teaching of Spanish and English as SL/FL at the University 

of Alicante in Spain, while 13 amongst the latter had obtained an undergraduate degree in 

English Studies from Spanish universities. The remaining 16 participants were Greek-Cypriot 

graduates of the English Language Department of the University of Cyprus who were 

attending a master in the Teaching of English as a Foreign Language (TEFL) either abroad or 

in Cyprus (see Appendix A table 1).  

 

3. 2. 2. Material and procedure 

The material used for the purpose of this study was an online questionnaire, created using 

Google Drive, which was distributed to the participants through social networking sites. The 

questionnaire, which was anonymously completed, comprised of four sections. The first one 

concerned the participantsô demographics, namely age, gender, and the titles of the 

undergraduate and postgraduate studies they had pursued. Section two consisted of ten 

statements aimed at eliciting studentsô beliefs about the severity of plagiarism and its 

consequences, as well as their perceptions regarding the acts of citing and referencing. Some 

examples of the statements are: 

¶ ñI know what plagiarism isò; 

¶ ñI do not consider plagiarism to be wrongò; and  

¶ ñI am aware of the consequences if caught plagiarizingò. 

The participants had to rate their agreement or disagreement with the statements on a five-

point Likert scale ranging from ñStrongly agreeò to ñStrongly disagreeò. 
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The third section of the questionnaire involved seven questions measuring the participantsô 

level of exposure to plagiarism both at an undergraduate and a postgraduate level. Students 

were required to provide answers to yes/no or open-ended questions related to their previous 

contact with plagiarism during their studies. Finally, in the last part of the section they had to 

choose two out of eight reasons which they believed to be more likely to lead to plagiarism. 

Some examples of these reasons are provided below: 

¶ lack of knowledge of the rules of referencing; 

¶ lack of time;and 

¶ lack of confidence in oneôs own academic writing skills. 

The fourth and last section of the questionnaire included a plagiarism recognition task, which 

tested the participantsô practical skills regarding the issue. The task involved three academic 

extracts selected from original sources, each followed by the articleôs reference (either using 

the APA or MLA referencing style) and a studentôs version of it. The studentsô versions had 

to be carefully read by the participants and judged as incidences of plagiarism or not.  

 

3. 2. 3. Study design 

Based on the relatively small sample size (n=32), the analysis of the data was done 

quantitatively. Moreover, gender was not considered to be a dependant variable in the 

analysis and thus no comparison was made based on it, since the majority of the participants 

in both groups were female.  

The first step in carrying out the data analysis was the observation of the studentsô 

demographics, something that led to the establishment of undergraduate studies related to the 

English language as the independent variable for the analysis. In this way, three Spanish 

students were excluded, since they were graduates in fields other than English studies. Hence, 

the comparison took place among the 13 Spanish and the 16 Greek-Cypriot participants. The 

responses were analysed separately in each section for the two groups and were calculated in 

terms of percentages. The mean score of each group was calculated for each part in the three 

sections as well.  

 

4. Results  

The comparison made between the Spanish and the Greek-Cypriot participants yielded 

interesting results concerning the two groupsô awareness of and exposure to plagiarism, as 

well as their ability to cope with plagiarism in practice. In what follows, an overview of the 

studyôs findings is presented based on the three sections of the questionnaire.  
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4. 1. Section 2: Plagiarism awareness statements 

The participantsô responses to the ten plagiarism awareness statements reveal that there exist 

differences in the level of the two groupsô awareness of this form of academic misconduct. 

Before proceeding to the presentation of the results, it should be mentioned that the way the 

statements are formulated in this section makes possible the interpretation of the responses in 

terms of accuracy and confidence (see Appendix A table 2). Under this perspective, it should 

be thus stated that the responses of the Spanish participants (henceforth Group 1) show a 

lower degree of both accuracy and confidence regarding plagiarism than the Greek-Cypriot 

students (henceforth Group 2). To start with, statements (2), (3) and (4) could be seen as 

testing the participantsô accuracy through par excellence examples of inappropriate source usage 

in academic writing, with the first two offering important information about the study. While all 

participants in Group 2 expressed their strong disagreement with the beliefs that using 

information or ideas from articles without crediting their source is acceptable and that it is not 

necessary to cite articles by unknown authors, the responses of Group 1 were split between 

the answers ñAgreeò and ñStrongly Disagreeò, or even ñNeutralò. This, along with the within-

group variation detected among the Spanish participants in the remaining statements, further 

emphasises the idea that the Greek-Cypriot participants of the study outperformed the Spanish 

students in terms of accuracy. 

At the same time, the rest of the statements in this section measure the participantsô level of 

confidence about their knowledge concerning plagiarism. Special attention should be paid to 

statements (1) and (9) which provide robust evidence in favour of the idea that Group 2 has a 

higher degree of confidence than Group 1. Contrary to the Spanish group, the Greek-Cypriot 

participants expressed their strong agreement or strong disagreement with the two statements 

respectively, showing their high confidence in their knowledge about plagiarism. This is 

enforced through the within-group variation observed in the responses of Group 1 in 

statements 5 through 8 as well.  

 

4. 2. Section 3: Level of exposure to plagiarism 

As observed through the participantsô responses in section 3, the level of the two groupsô 

exposure to plagiarism during their undergraduate studies varies (see Appendix A table 3). 

The unanimity in both groupsô responses in question (5) indicates that the issue of plagiarism 

had indeed been addressed by professors during their studies, with the majority in Group 1 

rating the attention paid to it adequate and the majority in Group 2 rating it sufficient. 

Moreover, nearly all participants in both groups affirm having been asked to submit papers 
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using the APA and MLA styles (question 6). However, the Spanish groupôs answers to 

questions (1), (2) and (3) entail that the level of their exposure to plagiarism was inadequate. 

More specifically, almost all Spanish participants pointed out that prior to their postgraduate 

studies they had not attended courses specific to research paper writing (question 1) or to 

citation and referencing skills (question 2). In addition, all but one Spanish participant stated 

that they do not possess a handbook on APA or MLA styles (question 3). A reverse 

phenomenon is observed in Group 2, where all Greek-Cypriot participants affirm having 

attended a course specific to academic research skills (question 2). Also, almost all of them 

report that they are in possession of a handbook on APA or MLA styles and that they had 

attended a course specific to research paper writing at an undergraduate level. 

Finally, an observation worth reporting is the convergence of all participants as to the main 

reasons that can lead a student to plagiarise. Three were the prevailing reasons which 

according to the two groupsô opinion may give rise to incidences of plagiarism in academic 

writing: the lack of knowledge of the rules of referencing, the lack of sufficient instruction on 

how to avoid plagiarism and the lack of confidence in oneôs own academic writing skills. 

 

Section 4: Plagiarism in practice 

The two groupsô performance in the plagiarism recognition task indicates that the participants 

coincide when it comes to identifying instances of plagiarism (see Appendix A table 4). The 

majority among the participants hold the belief that only the second extract could be judged as 

a plagiarised text, with the other two being perceived as examples of proper citation. 

Furthermore, it is worth pointing out that a within-group variation exists in the first two 

extractsô responses, something that reduces the possibility of chance performance. Yet, this 

within-group variation is maintained in the third extract for Group 1 but not for Group 2, 

whose participants appear to be almost equally divided between the two answers. It becomes, 

therefore, understandable that the third extract caused confusion among the Greek-Cypriot 

participants.  

 

5. Discussion  

5. 1. Overall interpretation of findings 

The findings of this study throw into relief the significant role of undergraduate education in 

developing studentsô authorial identities and raising their level of awareness about serious 

forms of academic fraud such as plagiarism. The analysis of the questionnaire brings to the 

forefront the different approach the Spanish and the Greek-Cypriot higher education system 
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adopt towards the treatment of plagiarism in their educational institutions. Through the 

responses of the Greek-Cypriot participants it becomes apparent that by the time they enter 

the field of postgraduate studies they are already familiar and equipped with the literacy and 

research skills needed to help them cope with the challenge of academic writing. Their 

exposure to courses specific to the principles of academic research appears to be more in-

depth than that of the Spanish group, since the majority of the latter reported not having been 

exposed to academic writing courses during their undergraduate studies. Once the educational 

background of these students is taken into account, i.e. that they pursued an undergraduate 

degree at different Spanish universities, it could be reasonably hypothesised that a low 

exposure to plagiarism at that level is a general phenomenon observed across Spain. From this 

perspective, it could be said that Spanish higher education, once compared with the Greek-

Cypriot system, appears to lag behind in addressing plagiarism and preparing its students for 

their academic studies.  

Notwithstanding these findings, the participantsô performance in the plagiarism recognition 

task used in the study constitutes an indication of the need for further instruction on 

plagiarism by both educational systems. The fact that the majority of the participants wrongly 

identified one of the three extracts as an example of proper citation could demonstrate their 

failure to recognise it as being written according to the MLA citation form and, consequently, 

it could signal their limited exposure to the particular style of reference.  

The inadequacy of the training that the studyôs participants had received during their 

undergraduate studies regarding plagiarism is further substantiated through their responses in 

the second section of the questionnaire. In particular, the three reasons signalled out by the 

two groups as being more likely to lead to plagiarism, namely the lack of knowledge of the 

rules of referencing, the lack of sufficient instruction on how to avoid plagiarism and the lack of 

confidence in oneôs own academic writing skills, could be seen as reflecting their personal 

experience with the issue. 

Taking into account that these beliefs are shared by students participating in a number of similar 

studies (Gu & Brooks, 2008; Iyer-OôSullivan, 2013; Thesen & Cooper, 2014), it is understandable 

that studentsô perceptions about plagiarism are extrinsically bound to plagiarism issues in higher 

education.  

 

5. 2. Future studies  

Despite the fact that certain limitations to this study exist, such as the lack of a statistical 

analysis, the relatively small sample size and the online distribution of the questionnaire, its 



 

77 

 

findings provide valuable insight into the issue of plagiarism that could serve as the 

foundation for future research. Given that the analysis of the results has shed light on the 

problematic instruction Spanish students receive about plagiarism and academic research 

skills at an undergraduate level, future studies could explore the policies of various Spanish 

universities on the issue. Of great interest would also be to shift the focus from students to 

academics, in an attempt to investigate the way they themselves view plagiarism, the extent to 

which they adhere to its principles, the attention they pay to it and the way they confront 

plagiarism issues in their classes. The results of such a study could give way to important 

findings as to whether academicsô beliefs about and attitudes towards plagiarism can affect 

studentsô academic conduct. Lastly, since the present study examined the issue of plagiarism 

in the context of Western education, it would be equally interesting to investigate the 

awareness and beliefs of students who received the bulk of their undergraduate education in 

other Western countries such as Portugal, Italy etc. In this way, it would be made possible to 

either verify or further refute the idea that students receiving Western education are less prone 

to plagiarism (Maxwell, Curtis & Vardanega, 2008). 

 

6. Conclusion 

The present study set out to examine the beliefs and awareness of two groups of Spanish and 

Greek-Cypriot postgraduate EFL students concerning plagiarism. The research questions 

addressed sought to shed light on any existing differences in the way Spanish and Greek-

Cypriot higher education approach the issue of plagiarism at an undergraduate level, and to 

determine whether such differences could have an impact on their postgraduate academic 

performance.  

The results derived provide evidence in favour of the idea that EFL undergraduate education 

can play a significant role in the successful realisation of postgraduate studies. Important 

differences have been detected between the two groups, demonstrating that, at this particular 

educational level, Greek-Cypriot education appears to better equip its students with the 

research skills needed to cope with the challenge of academic writing than Spanish education. 

The analysis of the participantsô responses to the plagiarism awareness statements has 

revealed that the Greek-Cypriot students have a higher level of confidence and accuracy than 

the Spanish. This is also illustrated through the formerôs level of exposure to plagiarism, 

which was also examined in the study. Yet, the results derived from the plagiarism 

recognition task have made apparent that both groups are in need of a more in-depth exposure 

to this form of academic misconduct and that further training with real examples of plagiarism 
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is essential. This is further supported by the two groupsô consensus regarding the reasons they 

perceive as more likely to lead to plagiarism. The fact that the two groupsô beliefs converge in 

that the lack of knowledge about referencing skills, the insufficient instruction on avoiding 

plagiarism, and the lack of confidence in oneôs own writing skills, are the predominant 

reasons for a student to plagiarise, indicates that room for improvement exists for both the 

Spanish and the Greek-Cypriot systems.  

The findings of this study bring to the forefront an existing gap in the academic instruction 

offered to students in tertiary education regarding plagiarism. The plague of plagiarism, that 

has gained ground through the years, threatens the values of integrity, honesty and 

trustworthiness. A re-evaluation of the current pedagogical approaches to plagiarism and the 

implementation of proactive teaching techniques are thus rendered imperative. Incorporating 

classroom activities on critical reading and writing skills that require studentsô thorough 

engagement with academic sources is a fundamental first step that can pave the way for the 

development of confident authorial identities. Given the subtlety and complexity of this multi-

layered phenomenon and its consequences, it is even more pertinent that the studentsô 

knowledge in research skills be established once entering undergraduate or postgraduate 

education. It is crucial for educators to ensure that their students are adequately acquainted 

with study skills in order to avoid undesirable outcomes. As Ballantine and McCourt-Larres 

(2012: 290) very astutely explain, ña more holistic approach to plagiarism [is required] which 

recognises that students may not actually understand plagiarism and be prepared to deal with 

it when they enter higher educationò. In order for students to reach and conform to the norms 

and policies of the academic arena, it is therefore vital that educators lay a firm foundation as 

early as possible (Pecorari, 2003). A transformative pedagogy that fosters studentsô 

commitment to the values of honesty, responsibility and liability becomes thus the primary 

goal that, once achieved, can restore the hallmarks of academic integrity and make the 

academic community thrive.  
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Footnotes 

 

1. The present article is based on the MA thesis ñPostgraduate EFL Studentsô Awareness of 

and Beliefs about Plagiarism: A Comparative Study of Spanish and Greek-Cypriot Higher 

Educationò, carried out at the University of Alicante in 2013-2014 and supervised by Dr. 

Teresa Morell Moll.  
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Appendix A 

Table 1: Participantsô demographics 

 
Participants (n=32) 

 
 

 

Group 1 ï Spanish  

(n=16) 

Group 2 ï Greek-Cypriots  

(n=16) 

Gender   

Females   12    12 

Males    4     4 

 

Age group   

21-23 years    3     15 

24-26 years    6     1 

27 + years    7     --- 

 

Undergraduate 

Studies 

 

 

 

 

 

 

 

Postgraduate 

Studies 

English Studies (n=10) 

Translation and Interpretation 

in English (n=2) 

English Primary Education 

(n=1) 

Drama and Theatre Studies 

(n=2) 

History and Geography (n=1) 

 

Teaching of Spanish and 

English as Second/Foreign 

Languages (n=16) 

English Studies (n=16) 

 

 

 

 

 

 

 

 

  Teaching of English as a 

  Foreign Language (n=14) 

  Psycholinguistics / 

  Neurolinguistics (n=1) 

  Intercultural 

  Communication with   

  Business (n=1) 
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Table 2: Studentsô awareness about plagiarism 

 
Plagiarism awareness Strongly Agree  Neutral  Disagree  Strongly   Mean 

  statements    agree      disagree 

 
 

(1) I know what 

plagiarism is 

 

Group 1 

    

 

Group 2 

 

 

 

7  

53.8% 

 

15 

93.8% 

 

 

 

6  

46.2% 

 

1 

6.2% 

 

 

 

--- 

 

 

--- 

 

 

 

 

--- 

 

 

--- 

 

 

 

--- 

 

 

--- 

 

 

 

4.58 

  

 
 4.94 

 

(2)There is no 

problem if I include 

in my paper a 

paragraph from an 

article without 

crediting its  

source 

 

Group 1  

   

 

Group 2 

 

 

 

 

 

 

 

 

 

--- 

 

 

--- 

 

 

 

 

 

 

 

 

 

--- 

 

 

--- 

 

 

 

 

 

 

 

 

 

--- 

 

 

--- 

 

 

 

 

 

 

 

 

 

 

4  

30.8% 

 

--- 

 

 

 

 

 

 

 

 

 

9 

69.2% 

 

16 

100% 

 

 

 

 

 

 

 

 

 

1.31 

 

 

1 

 

(3) If the author of 

the paragraph I am 

copying in my paper 

is unknown there is 

no need to cite the 

source 

 

Group 1 

    

 

Group 2 

 

 

 

 

 

 

 

 

--- 

 

 

--- 

 

 

 

 

 

 

 

 

--- 

 

 

--- 

 

 

 

 

 

 

 

 

1 

7.7% 

 

--- 

 

 

 

 

 

 

 

 

4 

30.8% 

 

--- 

 

 

 

 

 

 

 

 

8 

61.5% 

 

16 

100% 

 

 

 

 

 

 

 

 

1.46 

 

 

1 

(4) I can freely use 

some of the phrases 

my classmates wrote 

in their own paper 

 

Group 1 

    

 

Group 2 

 

 

 

 

 

1 

7.7% 

 

--- 

 

 

 

 

 

--- 

 

 

1 

6.2% 

 

 

 

 

 

1 

7.7% 

 

--- 

 

 

 

 

 

6 

46.2% 

 

3 

18.8% 

 

 

 

 

 

5 

38.5% 

 

  12 

75% 

 

 

 

 

 

1.54 

 

 

1.38 

 

(5) I know how to 

paraphrase 

 

Group 1 

   

 

Group 2 

 

 

 

 

3 

23.1% 

 

7 

43.8% 

 

 

 

 

5 

38.5% 

 

9 

56.2% 

 

 

 

 

5 

38.5% 

 

--- 

 

 

 

 

--- 

 

 

--- 

 

 

 

 

 

--- 

 

 

--- 

 

 

 

 

3.85 

 

 

4.44 
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(6) I know how to 

use the APA and 

MLA styles 

 

Group 1 

 

 

Group 2 

 

 

 

 

1 

7.7% 

 

7 

43.8% 

 

 

 

 

5 

38.5% 

 

8 

50% 

 

 

 

 

5 

38.5% 

 

1 

 6.2% 

 

 

 

 

2 

15.4% 

 

--- 

 

 

 

 

--- 

 

 

--- 

 

 

 

 

3.38 

 

 

4.38 

 

(7) I know I 

plagiarize but I doubt 

that the professor 

will realize it 

 

Group 1 

 

 

Group 2 

 

 

 

 

 

 

--- 

 

 

--- 

 

 

 

 

 

 

--- 

 

 

--- 

 

 

 

 

 

 

--- 

 

 

--- 

 

 

 

 

 

 

5 

38.5% 

 

2 

12.5% 

 

 

 

 

 

 

8 

61.5% 

 

14 

87.5% 

 

 

 

 

 

 

1.38 

 

 

1.13 

 

(8) I do not realize 

that I am plagiarizing 

when writing 

 

Group 1 

 

 

Group 2 

 

 

 

 

 

--- 

 

 

--- 

 

 

 

 

 

--- 

 

 

--- 

 

 

 

 

 

2 

15.4% 

 

1 

6.2% 

 

 

 

 

 

5 

38.5% 

 

6 

37.5% 

 

 

 

 

 

6 

46.1% 

 

9 

56.3% 

 

 

 

 

 

1.69 

 

 

1.50 

 

(9)I do not consider 

plagiarism to be 

wrong 

 

Group 1 

 

 

Group 2 

 

 

 

 

 

--- 

 

 

--- 

 

 

 

 

 

--- 

 

 

--- 

 

 

 

 

 

1 

7.7% 

 

--- 

 

 

 

 

 

7 

53.8% 

 

1 

6.2% 

  

 

 

 

 

 

5 

38.5% 

 

15 

93.8% 

 

 

 

 

 

1.69 

 

 

1.06 

 

(10) I am aware of 

the consequences if 

 caught plagiarizing 

 

Group 1 

 

 

Group 2 

 

 

 

 

 

4 

30.8% 

 

12 

75% 

 

 

 

 

 

7 

53.8% 

 

4 

25% 

 

 

 

 

 

--- 

 

 

--- 

 

 

 

 

 

2 

15.4% 

 

--- 

 

 

 

 

 

--- 

 

 

--- 

 

 

 

 

 

4 

 

 

4.75 
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Table 3: Participantsô level of exposure to plagiarism 

 

1. Have you ever had a course while at the university that taught you step by step how to write a 

research paper? 

 Yes No If yes, name the course Level of education 

 

Group 1 

 

9  

69.2% 

 

 

4 

30.8% 

Applied linguistics (n=8) 

 

Academic writing for 

undergraduates (n=1) 

Postgraduate 

  

Undergraduate 

 

 

Group 2 

 

 

13 

81.3% 

 

 

3 

18.7% 

In-sessional EAP course (n=1) 

 

Academic communication in 

English (n=6) 

Academic essay writing (n=5) 

Introduction to fiction (n=1) 

Postgraduate 

 

 

Undergraduate 

 

 

2. Have you ever had a course during your university studies that was specific to the teaching of 

academic research skills? (e.g. that taught you how to cite, to use references etc.) 

 Yes No If yes, name the course Level of education 

 

 

Group 1 

 

 

2 

15.4% 

 

 

11 

84.6% 

Applied linguistics (n=1) 

 

Academic writing for 

undergraduates (n=1) 

Postgraduate 

 

Undergraduate 

 

 

 

 

Group 2 

 

 

 

 

16 

100% 

 

 

 

 

--- 

Department English course 

(n=1) 

English for Academic 

Purposes (n=1) 

Introduction to academic 

skills (n=1) 

 

Academic essay writing 

(n=2) 

Research skills in the 

humanities (n=11) 

 

 

Postgraduate 

 

 

 

 

 

Undergraduate 

 

3. Do you have a handbook on either APA or MLA style? 

 Yes No If yes, do you consult it?  

Yes  No 

 

Group 1 1  

7.7% 

12 

92.3% 

 1  

 

 

 

Group 2 15 

93.7% 

1 

6.3% 

  14   1  

 

4. Where else do you resort to when writing academic papers? 

 Group 1 Group 2  

Internet 11 

84.6% 

6 

37.5% 

 

Peers  1 

7.7% 

2 

12.5% 

 

Academic and 

Instruction Services 

1 

7.7% 

8 

50% 

 

Other ---   
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5. Has the issue of plagiarism been addressed by the professors in the courses you attended? 

 

 

Yes No If yes, rate the level of attention paid to it 

Sufficient Adequate Insufficient Mean 

Group 1 

 

 13 

100% 

--- 2 8 3 1.92 

Group 2 

 

 16 

100% 

--- 15 1 --- 2.94 

 

6. During your studies, were you asked to submit papers using the APA or the MLA style? 

 Yes No  

Group 1 

 

11 

84.6% 

2 

15.4% 

 

Group 2 

 

15 

93.7% 

1 

6.3% 

   

 

7. Choose the two main reasons that you think may lead students to plagiarism. 

 

 
 Group 1  Group 2 

 

 

Lack of knowledge of the rules of 

referencing 

10 

38.5% 

8 

25% 
 

Easy way-out when not understanding 

clearly the instructions of the 

assignment 

2 

7.7% 

3 

 

9.4% 

 

Lack of time 3 

11.5% 

1 

3.1% 
 

Lack of sufficient instruction on how to 

avoid plagiarism 

4 

15.4% 

8 

25% 
 

Lack of emphasis on the severity of 

plagiarism 

--- ---  

It occurs unintentionally 1 

3.8% 

1 

3.1% 
 

The belief that it is difficult to be caught 2 

7.7% 

1 

3.1% 
 

Lack of confidence in oneôs own 

academic writing skills 

4 

15.4% 

10 

31.3% 
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Table 4: Participantsô performance in the plagiarism recognition task 

 
Extract 1: Does the studentôs text constitute plagiarism? 

 Yes No  

Group 1  1 

7.7% 

12 

92.3% 

 

Group 2  2 

12.5% 

14 

87.5% 

 

 
Extract 2: Does the studentôs text constitute plagiarism? 

 Yes No  

Group 1 

 

 9 

69.2% 

 4 

30.8% 

 

Group 2 

 

 10 

62.5% 

6 

37.5% 

 

 
Extract 3: Does the studentôs text constitute plagiarism? 

 Yes No  

Group 1 

 

3 

23.1% 

10 

76.9% 

 

Group 2 

 

7 

43.8% 

 9 

56.2% 
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Appendix B 

Plagiarism Questionnaire 

Complete the following questionnaire providing your answer wherever needed or choosing the 

option that best represents your view. Please bear in mind that it should remain anonymous.  

 

× Demographic information 

 Å Age: ________ 

 Å Gender: _______ 

 Å Current master programme attended: _____________________________________ 

         _____________________________________ 

          _____________________________________ 

 Å Previous undergraduate studies: _________________________________________ 

         _________________________________________ 

        _________________________________________ 

× Plagiarism awareness statements 

 

 Strongly 

agree 

Agree Neutral Disagree Strongly 

disagree 

I know what plagiarism is      

There is no problem if I include 

in my paper a paragraph from an 

article without crediting its source  

  

 

o  

   

If the author of the paragraph I 

am copying in my paper is 

unknown there is no need to cite 

the source 

     

I can freely use some of the 

phrases my classmates wrote in 

their own paper 

     

I know how to paraphrase      

I know how to use the APA and 

MLA styles 

     

I know I plagiarize but I doubt 

that the professor will realize it 

     

I do not realize that I am 

plagiarizing when writing 

     

I do not consider plagiarism to be 

wrong 

     

I am aware of the consequences if 

caught plagiarizing 

     

× Level of exposure to plagiarism  
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1. Have you ever had a course while at the university that taught you step by step how to write 

a research paper?  

 

Yes  

No  

 

If yes, indicate the name of the course and the level of education during which the course was 

attended. 

 

Course name: _________________________________________________________ 

 

 

Level of education:   

 

 

2. Have you ever had a course during your university studies that was specific to the teaching 

of academic research skills? (e.g. that taught you how to cite, to use references etc.) 

 

Yes  

No  

 

If yes, indicate the name of the course and the level of education during which the course was 

attended. 

 

Course name: _________________________________________________________ 

 

 

Level of education:   

 

 

3. Do you have a handbook on either APA or MLA style? 

 

Yes  

No  

 

If yes, do you consult this handbook when writing academic papers?  

 

Yes  

No  

 

4. Where else do you resort to when writing academic papers? 

 

Internet  

Peers  

Academic and Instruction Services  

Other (please specify)  

undergraduate  

postgraduate  

undergraduate  

postgraduate  
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5. Has the issue of plagiarism been addressed by the professors in the courses you attended? 

 

Yes  

No  

 

If yes, how would you rate the level of attention they have paid to it? 

 

Sufficient  

Adequate  

Insufficient  

 

6. During your studies, were you asked to submit papers using the APA or the MLA style? 

 

Yes  

No  

 

7. Choose the two main reasons that you think may lead students to plagiarism. 

 

Lack of knowledge of the rules of 

referencing  
 

Easy way-out when not understanding 

clearly the instructions of the assignment 

 

Lack of time  

Lack of sufficient instruction on how to 

avoid plagiarism 

 

Lack of emphasis on the severity of 

plagiarism 

 

It occurs unintentionally 
 

The belief that it is difficult to be caught  

Lack of confidence in oneôs own academic 

writing skills 

 

 

 

× Plagiarism in practice 

 

Below you have three extracts taken from original sources. Each is followed by a studentôs ver-

sion. Go through them carefully and say whether the studentôs text constitutes plagiarism or not.  

 

(1) 

 

 

 

 

 

 

 

 

Original text: By óassociationô we meant a mnemonic link to some element or 

elements that would help in recall of the word, including a link to meaning, sound, 

sound and meaning together, structure, context, mental image, letter(s) in the word, 

proper names, signs, and so forth.  

Source: Cohen, A. D. & Aphek, E. (1980). Retention of second-language vocabulary 

over time: Investigating the role of mnemonic associations. System, 8, 221-235. 
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Studentsô text: When talking about vocabulary learning through association, we refer to a 

process whereby students are encouraged to create a kind of ñmnemonic link to some element 

or elements that [can] help in recall of the word [taught], including a link to a meaning, sound, 

sound and meaning together, structure, context, mental image [...] and so forthò (Cohen & 

Aphek, 1980, p.223). 

 

References: Cohen, A. D. & Aphek, E. (1980). Retention of second-language vocabulary over 

time: Investigating the role of mnemonic associations. System, 8, 221-235. 

 

Does the studentôs text constitute plagiarism? 

 

Yes  

No  

 

(2) 

 

 

 

 

 

Studentôs text: While other properties of an SLI child, such as cognition and intellectuality, 

are within normal range, the linguistic properties are deviant or develop late (Wexler, K., 

Schütze, C., & Rice, M.). 

 

Does the studentôs text constitute plagiarism? 

 

Yes  

No  

 

(3) 

 

 

 

 

Studentôs text: The real power of literature lies in the liberal values it promotes, in its 

potential to help and transform people through reinvesting in thinking and imagination. 

Sometimes, however, we are invited to go beyond this humanist understanding of literature 

and to move towards what remains concealed behind this ideal representation of it (Gikandi). 

 

Works cited: Gikandi, Simon. ñEditorôs Column - This Thing Called Literature...What Work 

Does It do?ò PMLA 127.1 (2012): 9-21. 

 

Does the studentôs text constitute plagiarism? 

 

Yes  

No  

Original text: SLI is a developmental syndrome in which linguistic properties are 

apparently deviant or late in developing, at the same time that other properties of the 

child (cognitive, intellectual) are within normal range.  

Source: Wexler, K., Schütze, C., & Rice, M. (1998). Subject case in children with 

SLI and unaffected controls: Evidence for the Agr/Tns Omission Model. Language 

Acquisition, 7, 317-344. 

Original text: For me, literature has been the lamp of knowledge, a symbol of 

enlightenment and a path to immeasurable freedom through sometimes violent 

encounters. 

Gikandi, Simon. ñEditorôs Column - This Thing Called Literature...What Work Does 

It do?ò PMLA 127.1 (2012): 9-21. 
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Ƀɘ ˊŮɟɑˊɚɞəŮɠ ůɢɏůŮɘɠ ŭɖɛɞůɘɞɔɟŬűɑŬɠ-ɚɞɔɞŰŮɢɜɑŬɠ ůŰɞ ˊɚŬɑůɘɞ Űɖɠ óɁŮŬɠ 

ȹɖɛɞůɘɞűɟŬűɑŬɠô 

 

ȹɅ. ȷɜŬůŰŬůɑŬ ɉɞɚɘɓɎŰɞɡ 

Aristotle University of Thessaloniki 

 

ɄȺɅȽȿȼɊȼ 

 ůɢɏůɖ ɛŮŰŬɝɨ ɟŮˊɞɟŰɎɕ əŬɘ ɚɞɔɞŰŮɢɜɑŬɠ, ŭɖɛɞůɘɞɔɟɎűɤɜ əŬɘ ɚɞɔɞŰŮɢɜɩɜ ɐŰŬɜ ˊɎɜŰŬ 

ˊɟɞɓɚɖɛŬŰɘəɐ əŬɘ ɏűŮɟɜŮ ůŮ ŬɛɖɢŬɜɑŬ əŬɘ Űɘɠ ŭɨɞ ˊɚŮɡɟɏɠ. Ƀ ɧɟɞɠ óɚɞɔɞŰŮɢɜɘəɐô ɐ óɜɏŬô 

óŭɖɛɞůɘɞɔɟŬűɑŬô ŬəɞɨɔŮŰŬɘ, ɛɎɚɚɞɜ, ɤɠ ɞɝɨɛɤɟɞ ůɢɐɛŬ. ūɡůɘɞɚɞɔɘəɎ ŭŮɜ ɗŬ ɏˊɟŮˊŮ ɜŬ ɡˊɎɟɢŮɘ 

ɢɩɟɞɠ ɔɘŬ ɚɞɔɞŰŮɢɜɑŬ ůŰɞ ˊɚŬɑůɘɞ Űɖɠ ŭɖɛɞůɘɞɔɟŬűɑŬɠ, əŬɗɩɠ ɖ ŭɖɛɞůɘɞɔɟŬűɑŬ ɓŬůɑɕŮŰŬɘ ůŮ ŬɚɖɗɘɜɎ 

ɔŮɔɞɜɧŰŬ Ůɜɩ, Ŭˊɧ Űɖɜ Ɏɚɚɖ, ɓŬůɘəɧ ɢŬɟŬəŰɖɟɘůŰɘəɧ Űɖɠ ɚɞɔɞŰŮɢɜɑŬɠ ŮɑɜŬɘ ɧŰɘ əŬŰɎ əɨɟɘɞ ɚɧɔɞ 

ˊɖɔɎɕŮɘ Ŭˊɧ Űɖ űŬɜŰŬůɑŬ. ɆɡɜŮˊɩɠ, ɖ ŭɖɛɞůɘɞɔɟŬűɑŬ əŬɘ ɖ ɚɞɔɞŰŮɢɜɑŬ ůɡɜɘůŰɞɨɜ, ɗŮɤɟɖŰɘəɎ, 

ŬɜŰɑˊŬɚŬ ɐ Ŭəɧɛɖ əŬɘ ŬɜŰŬɔɤɜɘůŰɘəɎ Ůɑŭɖ. ɋůŰɧůɞ, ɞɘ ŭɖɛɞůɘɞɔɟɎűɞɘ ɢɟɖůɘɛɞˊɞɘɞɨůŬɜ ŬɜɎ Űɞɡɠ 

ŬɘɩɜŮɠ ɛɡɗɘůŰɞɟɖɛŬŰɘəɏɠ ŰŮɢɜɘəɏɠ ůŰɖ ɔɟŬűɐ Űɞɡɠ əŬɘ Űɞ Ůɑŭɞɠ Űɖɠ ɔɟŬűɐɠ ˊɞɡ ˊŮɟɘɚŬɛɓɎɜŮɘ ůŰɞɘɢŮɑŬ 

Űɧůɞ Ŭˊɧ Űɞɜ ŰɞɛɏŬ Űɖɠ ŭɖɛɞůɘɞɔɟŬűɑŬɠ ɧůɞ əŬɘ Űɖɠ ɚɞɔɞŰŮɢɜɑŬɠ ɛˊɞɟŮɑ ɜŬ ŮɜŰɞˊɘůŰŮɑ ůŮ 

ŭɘŬűɞɟŮŰɘəɏɠ ɢɩɟŮɠ ŬɜɎ Űɞɜ əɧůɛɞ (ɓɚ. Berner 1999, Kerrane and Yagoda 1997).ɇɞ ɟŮˊɞɟŰɎɕ, 

ɓɏɓŬɘŬ, ɛŮ Űɖɜ ɏɜɜɞɘŬ Űɖɠ ˊɟɞůɤˊɘəɐɠ ɛŬɟŰɡɟɑŬɠ Űɤɜ ɔŮɔɞɜɧŰɤɜ ůɡɜŭɏŮŰŬɘ ɛŮ Űɖɜ ŮɛűɎɜɘůɖ Űɤɜ 

ŮűɖɛŮɟɑŭɤɜ ůŰŬ Űɏɚɖ Űɞɡ 19
ɞɡ

 ŬɘɩɜŬ əŬɘ Űɞɡ ŬˊɞɜɏɛŮŰŬɘ ůɡɜɐɗɤɠ əŬŰɩŰŮɟɞ ˊɞɚɘŰɘůɛɘəɧ çůŰɎŰɞɡɠè 

ůŮ ůɢɏůɖ ɛŮ Űɖɜ ɚɞɔɞŰŮɢɜɑŬ. ȼ ɛŮɑɝɖ Űɞɡ ɟŮˊɞɟŰɎɕ ɛŮ ɎɚɚŬ ŬűɖɔɖɛŬŰɘəɎ Ůɑŭɖ əŬɘ ɖ ˊŮɟɑˊɚɞəɖ ůɢɏůɖ 

Űɞɡ ɛŮ Űɖ ɚɞɔɞŰŮɢɜɑŬ ŬˊɞŰɏɚŮůŮ əɨɟɘɞ ŭɘŬəɨɓŮɡɛŬ ůŰɞ ˊɚŬɑůɘɞ Űɖɠ ɛŮɚɏŰɖɠ Űɞɡ űŬɘɜɞɛɏɜɞɡ Űɖɠ óɜɏŬɠ 

ŭɖɛɞůɘɞɔɟŬűɑŬɠ óŰɞ ɞˊɞɑɞ ɛŬɠ ŬˊŬůɢɧɚɖůŮ ůŰɖ ŭɘŭŬəŰɞɟɘəɐ ɛŬɠ ŭɘŬŰɟɘɓɐ, ŰŬ ɓŬůɘəɎ ůɡůŰŬŰɘəɎ Űɞɡ 

ɞˊɞɑɞɡ ɗŬ ˊɟɞůˊŬɗɐůɞɡɛŮ ɜŬ ŬɜŬŭŮɑɝɞɡɛŮ ůŰɖɜ Ůɘůɐɔɖůɐ ɛŬɠ. ɄŬɟɎɚɚɖɚŬ, ˊɏɟŬ Ŭˊɧ Űɖɜ ŬɜɎŭŮɘɝɖ 

Űɤɜ ŭɡɜɎɛŮɤɜ ŮəŮɑɜɤɜ ˊɞɡ ɞŭɐɔɖůŬɜ ůŰɖɜ ŮɛűɎɜɘůɖ Űɖɠ óɜɏŬɠ ŭɖɛɞůɘɞɔɟŬűɑŬɠô Űɖ ŭŮəŬŮŰɑŬ Űɞɡ ô60 

ůŰɘɠ ȼɄȷ əŬɘ Űɖɜ ˊŬɟɞɡůɑŬůɖ Űɤɜ əŮɜŰɟɘəɩɜ ɔɜɤɟɘůɛɎŰɤɜ Űɞɡ űŬɘɜɞɛɏɜɞɡ, ɗŬ ŬɜŬűŮɟɗɞɨɛŮ Ůˊɑůɖɠ 

əŬɘ ůŰɖ ůɢɏůɖ Űɞɡ ɛŮ Űɞ əɟɑůɘɛɞ ɔɘŬ Űɖ ŭɖɛɞůɘɞɔɟŬűɑŬ ɘŭŮɩŭŮɠ Űɖɠ ŬɜŰɘəŮɘɛŮɜɘəɧŰɖŰŬɠ.  

ȿȺɂȺȽɆ-ȾȿȺȽȹȽȷ 

ɅŮˊɞɟŰɎɕ, ɚɞɔɞŰŮɢɜɑŬ, ɛɡɗɘůŰɞɟɘɞɔɟɎűɞɠ-ɟŮˊɧŰŮɟ, ɜɏŬ ŭɖɛɞůɘɞɔɟŬűɑŬ, ŬɜŰɘˊɞɚɘŰŮɡŰɘəɐ əɞɡɚŰɞɨɟŬ, 

ɘŭŬɜɘəɧ Űɖɠ ŬɜŰɘəŮɘɛŮɜɘəɧŰɖŰŬɠ, ŬɜɗɟɩˊɘɜŮɠ ɘůŰɞɟɑŮɠ, ɟŮˊɞɟŰɎɕ əŬŰŬɓɨɗɘůɖɠ, ˊŬɟŬŭɖɛɞůɘɞɔɟŬűɑŬ. 

ABSTRACT  

The relationship between reporting and literature, of journalists and writers, was always peculiar, 

bewildering both sides. The term óliteraryô or ónewô ójournalismô sounds, mostly, as an oxymoron. 

Normally it shouldnôt be a place for literature within journalism, as journalism is based on real events 

and facts while, on the opposite, the principal trait of literature is that it flows mainly from the 

imaginary world. So, journalism and literature constitute, theoretically, opposite or even rival genres. 

However, journalists were using through centuries narrative techniques in their work and the kind of 

writing that combines elements of both the domains of journalism and literature can be found in 

different countries all over the world (Berner 1999, Kerrane & Yagoda, 1997). Reporting, though, 

with the meaning of the personal account of facts is related to the appearance of the newspapers in the 

end of the 19
th
 century and they often attribute to it an inferior cultural status compared to literature. 

The mixture of reporting with other narrative genres and its peculiar, complicated relationship with 

literature under the term of ónew journalismô was the main subject of study in our doctoral thesis, the 

basic elements of which weôll try to discuss in our paper. Moreover, beyond the revealing of the 

powers that led to the birth of the ónew journalismô in the 1960s in the USA and the presentation of the 

main characteristics of the phenomenon, weôll refer also to its relationship with the crucial, for the 

journalistic profession, ideal of objectivity.  

KEY WORDS 

Reporting, literature, writer-reporter, new journalism, adversary culture, ideal of objectivity, feature 

stories, immersion reporting, parajournalism. 
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1. Ƀɘ ˊŮɟɑˊɚɞəŮɠ ůɢɏůŮɘɠ ŭɖɛɞůɘɞɔɟŬűɑŬɠ-ɚɞɔɞŰŮɢɜɑŬɠ.  

ɀŮ Űɖɜ əɡɟɘŬɟɢɑŬ Űɤɜ ŮűɖɛŮɟɑŭɤɜ əŬɘ Űɤɜ ˊŮɟɘɞŭɘəɩɜ ɛŮɔɎɚɖɠ ŮɛɓɏɚŮɘŬɠ Ŭˊɧ ŰŬ Űɏɚɖ Űɞɡ 

19
ɞɡ

 ŬɘɩɜŬ, ɖ ŮɛűɎɜɘůɖ ɛɡɗɘůŰɞɟɘɞɔɟɎűɤɜ ˊɞɡ ɐŰŬɜ ˊŬɟɎɚɚɖɚŬ əŬɘ ɟŮˊɧɟŰŮɟ ɐŰŬɜ ɏɜŬ 

ɘŭɘŬɑŰŮɟŬ ůɡɢɜɧ űŬɘɜɧɛŮɜɞ. Ƀ Charles Dickens əŬɘ ɞ Graham Green ŬˊɞŰŮɚɞɨɜ ɢŬɟŬəŰɖɟɘů-

ŰɘəɎ ˊŬɟŬŭŮɑɔɛŬŰŬ ŬɡŰɐɠ Űɖɠ ŭɘˊɚɐɠ ɘŭɘɧŰɖŰŬɠ əŬɘ ɖ ůŰŮɜɐ ůɢɏůɖ Űɞɡ ɟŮˊɞɟŰɎɕ ɛŮ Űɖ 

ɛɡɗɞˊɚŬůɑŬ
1
 Űɞɡɠ ůɖɛŮɘɩɜŮŰŬɘ Ŭˊɧ ˊɞɚɚɞɨɠ ɓɘɞɔɟɎűɞɡɠ əŬɘ əɟɘŰɘəɞɨɠ (Sherry, 1989-1994; 

Slater, 1994-2000). ȼ ˊɟŬəŰɘəɐ Űɖɠ ɏɟŮɡɜŬɠ ŬˊɞŰŮɚɞɨůŮ, Ŭˊɧ ŰŬ ɛɏůŬ Űɞɡ 19
ɞɡ

 ŬɘɩɜŬ əŬɘ 

ɏˊŮɘŰŬ, ɏɜŬ Ŭˊɧ ŰŬ ˊɘɞ əŬɑɟɘŬ ůŰɎŭɘŬ Űɖɠ ŭɘŬŭɘəŬůɑŬɠ ůɡɔɔɟŬűɐɠ Ůɜɧɠ ɛɡɗɘůŰɞɟɐɛŬŰɞɠ, 

əŬɗɩɠ ɞɘ əɟɘŰɘəɞɑ ɚɞɔɞŰŮɢɜɑŬɠ Űɖɠ Ůˊɞɢɐɠ ŮɝɏŰŬɕŬɜ ɛŮ ŬɡůŰɖɟɧŰɖŰŬ ŰŬ ɛɡɗɘůŰɞɟɐɛŬŰŬ ɔɘŬ 

Űɖɜ ˊɟŬɔɛŬŰɞɚɞɔɘəɐ Űɞɡɠ ŬəɟɑɓŮɘŬ, ɔɘŬ Űɖɜ ŮɝŬəɟɑɓɤůɖ ŭɖɚŬŭɐ Űɖɠ ůɢɏůɖɠ Űɤɜ ɔŮɔɞɜɧŰɤɜ 

ˊɞɡ ˊŮɟɘɔɟɎűɞɜŰŬɜ ɛɏůŬ ůŮ ŬɡŰɎ ɛŮ Űɖɜ ˊɟŬɔɛŬŰɘəɧŰɖŰŬ.  

ȳˊɞɘɞɠ ŬɜŬŰɟɏɝŮɘ ˊɘɞ ˊɟɞůŮəŰɘəɎ ůŰɖ ɚɞɔɞŰŮɢɜɘəɐ ɘůŰɞɟɑŬ ɗŬ ŮɜŰɞˊɑůŮɘ ˊŬɟŬŭŮɑɔɛŬŰŬ 

ůɡɔɔɟŬűɏɤɜ ˊɞɡ ɏɔɟŬɣŬɜ ůɖɛŬɜŰɘəɎ ɛɖ-ɛɡɗɞˊɚŬůŰɘəɎ ɏɟɔŬ ɓŬůɘůɛɏɜŬ ůŰɖ ŭɖɛɞůɘɞɔɟŬ-

űɘəɐ ŰŮɢɜɘəɐ Űɞɡ ɟŮˊɞɟŰɎɕ: Ƀ Dickens ɔɘŬ ˊŬɟɎŭŮɘɔɛŬ ŰŬɝɑŭŮɣŮ ůŮ ŰɟŮɘɠ ŭɘŬűɞɟŮŰɘəɏɠ ˊɧɚŮɘɠ 

ɢɟɖůɘɛɞˊɞɘɩɜŰŬɠ ɣŮɨŰɘəɞ ɧɜɞɛŬ əŬɘ, ˊɟɞůˊɞɘɞɨɛŮɜɞɠ ɧŰɘ ŬɜŬɕɖŰɞɨůŮ ůɢɞɚŮɑɞ ɔɘŬ Űɞɜ ɔɘɞ 

əɎˊɞɘŬɠ ɢɐɟŬɠ űɑɚɖɠ Űɞɡ, əŬŰɎűŮɟŮ ɜŬ ŭɘŮɘůŭɨůŮɘ ůŰɞ ŮůɤŰŮɟɘəɧ Űɤɜ ŰɟɞɛŮɟɩɜ ɞɘəɞŰɟɞ-

űŮɑɤɜ Űɞɡ Yorkshire, ɩůŰŮ ɜŬ ůɡɚɚɏɝŮɘ ɡɚɘəɧ ɔɘŬ Űɞ ɛɡɗɘůŰɧɟɖɛŬ Űɞɡ Nicholas Nickleby. ȱ 

əŬɘ ˊɎɚɘ ɞ ɑŭɘɞɠ, ůŰɞ ɏɟɔɞ Űɞɡ Sketches by Boz, ɏəŬɜŮ ŮɜŭŮɚŮɢɐ ɏɟŮɡɜŬ, ɔɘŬ ɜŬ ˊŮɟɘɔɟɎɣŮɘ 

Űɡˊɘəɞɨɠ ɚɞɜŭɟɏɕɘəɞɡɠ ɢŬɟŬəŰɐɟŮɠ ɔɘŬ Űɖɜ ŮűɖɛŮɟɑŭŬ Morning Chronicle. Ⱥˊɑůɖɠ, ɞ Henry 

Mayhew, ɔɘŬ ɜŬ ɔɟɎɣŮɘ Űɞ London Labour and the London Poor, ŭŮɜ ŭɑůŰŬůŮ ɜŬ ŮɘůɢɤɟɐůŮɘ 

əŬɘ ɜŬ əɎɜŮɘ ɏɟŮɡɜŬ ůŰŬ əŬŰɩŰŮɟŬ ůŰɟɩɛŬŰŬ Űɖɠ ɚɞɜŭɟɏɕɘəɖɠ əɞɘɜɤɜɑŬɠ ůŰɖɜ ˊŮɟɘɞɢɐ East 

End Űɞɡ ȿɞɜŭɑɜɞɡ, ɩůŰŮ ɜŬ ɛˊɞɟɏůŮɘ ɜŬ ŬˊɞŭɩůŮɘ Űɖ ɔɚɩůůŬ Űɞɡɠ ɛŮ ɕɤɜŰŬɜɧ əŬɘ 

ˊŬɟŬůŰŬŰɘəɧ Űɟɧˊɞ. Ƀ Mark Twain, ɔɘŬ ɜŬ ɔɟɎɣŮɘ Űɞ Innocents Abroad, ŭɞɨɚŮɣŮ ɤɠ ɟŮˊɧɟ-

ŰŮɟ ˊɟɞůˊŬɗɩɜŰŬɠ ɜŬ ŬˊɞŰɡˊɩůŮɘ ɛŮ ŬəɟɑɓŮɘŬ ˊɟŬɔɛŬŰɘəɏɠ ůəɖɜɏɠ əŬɘ ŭɘŬɚɧɔɞɡɠ. Ƀ 

Checkhov, ɔɘŬ ɜŬ ɔɟɎɣŮɘ Űɞ A journey to Sakhalin, ŮˊɘůəɏűŰɖəŮ ɛɘŬ űŰɤɢɐ ˊŮɟɘɞɢɐ Űɖɠ 

ɅɤůɑŬɠ ˊɟɞůˊŬɗɩɜŰŬɠ ɜŬ əŬŰŬɔɟɎɣŮɘ ˊɩɠ ɕɞɨɜŮ ɞɘ Ɏɜɗɟɤˊɞɘ ŮəŮɑ. Ƀ Orwell ůŰɞ Down and 

Out in Paris and London ɚŮɘŰɞɨɟɔɖůŮ Ůˊɑůɖɠ ɤɠ ɟŮˊɧɟŰŮɟ, ɕɩɜŰŬɠ ɛŬɕɑ ɛŮ Űɞɡɠ ˊŬɟɑŮɠ Űɖɠ 

ˊɧɚɖɠ Űɞɡ ȿɞɜŭɑɜɞɡ, ɔɘŬ ɜŬ ɔɟɎɣŮɘ ůŰɖ ůɡɜɏɢŮɘŬ ɔɘô ŬɡŰɞɨɠ ɐ ɞ Hersey ŰŬɝɑŭŮɣŮ ůŰɖɜ ˊɧɚɖ 

ɉɘɟɞůɑɛŬ Űɖɠ ȽŬˊɤɜɑŬɠ, ɔɘŬ ɜŬ ɔɟɎɣŮɘ ɔɘŬ Űɘɠ ŮˊɘˊŰɩůŮɘɠ Űɖɠ ŬŰɞɛɘəɐɠ ɓɧɛɓŬɠ ůŰɖɜ ˊŮɟɘɞɢɐ, 

ůŰɞ ɏɟɔɞ Űɞɡ Hiroshima, ˊɞɡ əɎɚɡɣŮ ɏɜŬ ɞɚɧəɚɖɟɞ ŰŮɨɢɞɠ Űɞɡ ˊŮɟɘɞŭɘəɞɨ New Yorker Űɞ 

1946, ˊɟɘɜ ŮəŭɞɗŮɑ ůŮ ɓɘɓɚɑɞ, ŮˊɖɟŮɎɕɞɜŰŬɠ əŬɘ Ɏɚɚɞɡɠ ŭɖɛɞůɘɞɔɟɎűɞɡɠ Űɞɡ ˊŮɟɘɞŭɘəɞɨ, 

ɧˊɤɠ Űɞɜ Capote əŬɘ Űɖɜ Lillian  Ross. (Wolfe, 1996: 61). Ƀ Evelyn Waugh, Űɏɚɞɠ, ŬˊɞŰŮɚŮɑ 
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Ɏɚɚɖ ɛɘŬ ˊŮɟɑˊŰɤůɖ ɛɡɗɘůŰɞɟɘɞɔɟɎűɞɡ-ɟŮˊɧɟŰŮɟ ˊɞɡ ˊŬɟɞɡůɘɎɕŮɘ ůŰɞ ɏɟɔɞ Űɞɡ ˊɚɖɗɩɟŬ 

ŮɡəŬɘɟɘɩɜ, ɔɘŬ ɜŬ ɛŮɚŮŰɐůŮɘ əŬɜŮɑɠ Űɘɠ ɛŮŰŬɓɎůŮɘɠ ɛŮŰŬɝɨ ŭɖɛɞůɘɞɔɟŬűɑŬɠ əŬɘ ɚɞɔɞŰŮɢɜɑŬɠ.
2
  

ɄɏɟŬ ɧɛɤɠ Ŭˊɧ Űɖɜ ȷɔɔɚɑŬ, Űɞɜ 19
ɞ
 ŬɘɩɜŬ, ɖ ˊŬɟɎɚɚɖɚɖ ŭɖɛɞůɘɞɔɟŬűɘəɐ əŬɘ ɚɞɔɞŰŮɢɜɘəɐ 

ŮɜŬůɢɧɚɖůɖ Űɤɜ ůɡɔɔɟŬűɏɤɜ ɐŰŬɜ ɏɜŬ ŬˊɞɚɨŰɤɠ ůɡɜɖɗɘůɛɏɜɞ űŬɘɜɧɛŮɜɞ əŬɘ ůŰɖ ũŬɚɚɑŬ, ɛŮ 

ˊɟɩŰɞ əŬɘ əŬɚɨŰŮɟɞ ˊŬɟɎŭŮɘɔɛŬ Űɞɜ Balzac. óóȼ ŬɜŬɛŮɛŮɘɔɛɏɜɖ ŭɖɛɞůɘɞɔɟŬűɘəɐ ůəɞˊɘɎ ɛŮ 

Űɖ ɛɘɛɖŰɘəɐ ŰɎůɖ óóɞˊŰɘəɞˊɞɑɖůɖɠôô (visualization) Űɞɡ ůɡɔɔɟŬűɏŬ, ŬˊɞŭŮɘəɜɨŮɘ Űɖ ůɖɛŬůɑŬ 

Űɖɠ ɟŮŬɚɘůŰɘəɐɠ ŬˊŮɘəɧɜɘůɖɠ əŬɗô ɧɚɖ Űɖ ŭɘɎɟəŮɘŬ Űɞɡ 19
ɞɡ

 ŬɘɩɜŬôô (Lund, 2000: 447). Ƀ 

Balzac ůɡɜŮɟɔɎɕŮŰŬɘ ɛŮ ŭɘɎűɞɟŮɠ ŮűɖɛŮɟɑŭŮɠ, ɧˊɞɡ əŬɘ ŭɖɛɞůɘŮɨŮɘ ɞɚɧəɚɖɟŬ ŰɛɐɛŬŰŬ Ŭˊɧ 

ŰŬ ɛɡɗɘůŰɞɟɐɛŬŰɎ Űɞɡ, ůɨɜŰɞɛŮɠ ŬɜŬůəɞˊɐůŮɘɠ əŬɘ ˊɞɟŰɟɏŰŬ, ŬůəɩɜŰŬɠ, ŭɖɚŬŭɐ, ɛɘŬ 

ˊŬɟɎɚɚɖɚɖ ŭɖɛɞůɘɞɔɟŬűɘəɐ ŭɟŬůŰɖɟɘɧŰɖŰŬ, ɖ ɞˊɞɑŬ ŮɑɜŬɘ ˊɟɞəŬŰŬɟəŰɘəɐ əŬɘ ˊɟɞˊŬɟŬů-

əŮɡŬůŰɘəɐ Űɖɠ ɚɞɔɞŰŮɢɜɘəɐɠ Űɞɡ ˊɞɟŮɑŬɠ. ɆŰɞ ɏɟɔɞ Űɞɡ ɞɘ ɛŮɚŮŰɖŰɏɠ ŬɜŬɔɜɤɟɑɕɞɡɜ ŬɡŰɐɜ Űɖɜ 

Ŭɑůɗɖůɖ ñɞˊŰɘəɞˊɞɑɖůɖɠò, ɛɘŬ ˊɟɞůˊɎɗŮɘŬ, ŭɖɚŬŭɐ, Ůə ɛɏɟɞɡɠ Űɞɡ ůɡɔɔɟŬűɏŬ ɜŬ ŭɖɛɘɞɡɟ-

ɔɐůŮɘ ůŰɞɜ ŬɜŬɔɜɩůŰɖ ɞˊŰɘəɏɠ ŮɘəɧɜŮɠ Űɞɡ əɧůɛɞɡ. Ƀ ɚɧɔɞɠ Űɞɡ ɏɢŮɘ ŰŬɡŰɧɢɟɞɜŬ əɞɘɜɤɜɘəɐ 

Ŭˊɧɢɟɤůɖ əŬɘ ɖ ŭɖɛɞůɘɞɔɟŬűɑŬ Űɞɡ ɢŬɟŬəŰɖɟɑɕŮŰŬɘ Ŭˊɧ Űɞ ůŰɞɘɢŮɑɞ Űɖɠ ŭɟɎůɖɠ, ɏɜŬ Ŭˊɧ ŰŬ 

ˊɘɞ ůɖɛŬɜŰɘəɎ ůɡůŰŬŰɘəɎ Űɖɠ ɚɞɔɞŰŮɢɜɘəɐɠ Ŭűɐɔɖůɖɠ.
3
 ɇɞ ɑŭɘɞ ůɡɜɏɓɖ əŬɘ ůŰɖɜ ˊŮɟɑˊŰɤůɖ 

Űɞɡ Zola, ůŰɞ ɏɟɔɞ Űɞɡ ɞˊɞɑɞɡ ůɡɜŭɡɎɕɞɜŰŬɘ Ůˊɑůɖɠ ɘŭŬɜɘəɎ ɖ ŭɖɛɞůɘɞɔɟŬűɑŬ ɛŮ Űɖ 

ɛɡɗɘůŰɞɟɖɛŬŰɘəɐ ŭɖɛɘɞɡɟɔɑŬ. ȳˊɤɠ ɞ Balzac, ɏŰůɘ əŬɘ ɞ Zola ɏɔɟŬűŮ ɎɟɗɟŬ əŬɘ ɢɟɞɜɞɔɟŬ-

űɐɛŬŰŬ ɔɘŬ Űɘɠ ŮűɖɛŮɟɑŭŮɠ, ŰŬ ɞˊɞɑŬ ŮɛűɎɜɘɕŮ ůɡɢɜɎ, ůŰɖ ůɡɜɏɢŮɘŬ, ŮˊŮɝŮɟɔŬůɛɏɜŬ ɛŮ Űɖ 

ɛɞɟűɐ ɓɘɓɚɑɞɡ ɤɠ ůɡɚɚɞɔɏɠ ŭɘɖɔɖɛɎŰɤɜ.  

To ɟŮŬɚɘůŰɘəɧ ɛɡɗɘůŰɧɟɖɛŬ ŬˊɞəŰɎ, əɡɟɑɤɠ ɛŮ Űɞɜ Balzac, ñɛɘŬ ˊŮɟɑɞˊŰɖ ɗɏůɖ ůŰɖɜ ŬɔɞɟɎ 

Űɤɜ ůɡɛɓɞɚɘəɩɜ ŬɔŬɗɩɜò əŬɘ Ŭˊɧ ŰɧŰŮ əŬɘ ůŰɞ Ůɝɐɠ əŬɘ Ɏɚɚɞɘ ɚɞɔɞŰɏɢɜŮɠ, ŮˊɖɟŮŬůɛɏɜɞɘ Ŭˊɧ 

Űɖɜ ŮˊɘŰɡɢɖɛɏɜɖ ŭɖɛɞůɘɞɔɟŬűɘəɐ ŮɜŬůɢɧɚɖůɖ Űɞɡ ŰŮɚŮɡŰŬɑɞɡ, ŬɘůɗɎɜɞɜŰŬɘ Űɖɜ ŬɜɎɔəɖ ɜŬ 

ˊŮɘɟŬɛŬŰɘůŰɞɨɜ ɛŮ ŭɖɛɞůɘɞɔɟŬűɘəɏɠ ŰŮɢɜɘəɏɠ əŬɘ ɨűɞɠ, ůŰɖɜ ˊɟɞůˊɎɗŮɘɎ Űɞɡɠ ɜŬ ɔɑɜɞɡɜ 

ɔɜɤůŰɞɑ əŬɘ ɜŬ ŬˊɞəŰɐůɞɡɜ ŬɝɑŬ ůŰɞ ɚɞɔɞŰŮɢɜɘəɧ ůŰŮɟɏɤɛŬ, ŬɟɢɘəɎ ɛɏůɤ Űɖɠ Ɏůəɖůɖɠ Űɖɠ 

ŭɖɛɞůɘɞɔɟŬűɑŬɠ. ɇɖɜ Ůˊɞɢɐ ŮəŮɑɜɖ ŬɡŰɧ ˊɟŬɔɛŬŰɞˊɞɘɞɨɜŰŬɜ ɛɏůɤ ŭɨɞ Ůɘŭɩɜ ůŰɞɜ ŭɖɛɞůɘɞ-

ɔɟŬűɘəɧ ɢɩɟɞ: ɛɏůɤ Űɞɡ feuilleton, ŭɖɚŬŭɐ Űɖɠ ŮˊɘűɡɚɚɑŭŬɠ ˊɞɡ ˊŮɟɘɚɎɛɓŬɜŮ Űɖɜ əŬŰŬɔɟŬűɐ 

Űɤɜ ůɡɕɖŰɐůŮɤɜ ůŰŬ ůŬɚɧɜɘŬ, ůŰŬ ɗɏŬŰɟŬ əŬɘ ůŰɘɠ ɚɞɔɞŰŮɢɜɘəɏɠ ůɡɜŬɜŰɐůŮɘɠ, əŬɘ ɛɏůɤ Űɞɡ 

chronique, ŭɖɚŬŭɐ Űɞɡ ɢɟɞɜɞɔɟŬűɐɛŬŰɞɠ, Űɞ ɞˊɞɑɞ ˊŮɟɘɚɎɛɓŬɜŮ ŬˊɞůˊɎůɛŬŰŬ ɚɞɔɞŰŮɢɜɘəɩɜ 

əŮɘɛɏɜɤɜ, ˊɟɞŭɖɛɞůɘŮɨůŮɘɠ ɛɡɗɘůŰɞɟɖɛɎŰɤɜ ə.Ɏ. (Lund, 2000: 448-449). 

ȹɘŬˊɘůŰɩɜɞɡɛŮ, ɚɞɘˊɧɜ, ˊɞɚɨ ůɡɢɜɎ ůŰɞ ɏɟɔɞ ŭɘŬűɧɟɤɜ ůɡɔɔɟŬűɏɤɜ əŬɘ ŭɖɛɞůɘɞɔɟɎűɤɜ 

Űɞɡ 19
ɞɡ

 ŬɘɩɜŬ, ɛɘŬ Ůɨəɞɚɖ ɛŮŰŬˊɐŭɖůɖ əŬɘ ŮɜŬɚɚŬɔɐ Ŭˊɧ Űɞ ɏɜŬ ɔɚɤůůɘəɧ ɨűɞɠ ůŰɞ Ɏɚɚɞ. 

ȷˊɧ Űɞ ŭɖɛɞůɘɞɔɟŬűɘəɧ ůŰɞ ɚɞɔɞŰŮɢɜɘəɧ əŬɘ Űɞ ŬɜŰɑůŰɟɞűɞ. ȷɡŰɐ ɖ ɛŮŰŬˊɐŭɖůɖ ŬɜŰɘůŰɞɘɢŮɑ 

ůŰɞ ˊɏɟŬůɛŬ Ŭˊɧ ɏɜŬ ɔɚɤůůɘəɧ ɨűɞɠ ˊɞɡ ůŰɞɢŮɨŮɘ ůŮ ɛɘŬ ɞɟɘůɛɏɜɖ ɟŮŬɚɘůŰɘəɐ ɞɡŭŮŰŮɟɧ-

ŰɖŰŬ, Ŭɜ ɧɢɘ ŬɜŰɘəŮɘɛŮɜɘəɧŰɖŰŬ, ˊɟɞɠ ɏɜŬ Ɏɚɚɞ ˊɞɡ ɢɟɖůɘɛɞˊɞɘŮɑ ɛɘŬ ɔɚɩůůŬ ɚɞɔɞŰŮɢɜɘəɐ, 
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ɚɘɔɧŰŮɟɞ ɐ ˊŮɟɘůůɧŰŮɟɞ ɛŮŰŬűɞɟɘəɐ, ɔŮɛɎŰɖ Ŭˊɧ ůɡɔəɟɑůŮɘɠ, ɡˊŬɘɜɘɔɛɞɨɠ əŬɘ ŮɘəɧɜŮɠ ŮˊŮɜ-

ŭɡɛɏɜŮɠ ɛŮ ɏɜŬ ɜɧɖɛŬ əŬɘ ɛɘŬ ůɖɛŬůɑŬ ɎɚɚɞŰŮ ˊɘɞ ɏɛɛŮůɖ əŬɘ ɎɚɚɞŰŮ ˊɘɞ ɎɛŮůɖ (Lund, 

2000: 447-448). ɀŮɟɘəɏɠ űɞɟɏɠ ˊŬɟŬŰɖɟɞɨɜŰŬɜ, ɛɎɚɘůŰŬ, Űɞ űŬɘɜɧɛŮɜɞ ŬɡŰɏɠ ɞɘ ŭɨɞ ŰŬɡŰɧ-

ŰɖŰŮɠ Űɞɡ ŭɖɛɞůɘɞɔɟɎűɞɡ-ɚɞɔɞŰɏɢɜɖ ɜŬ ŬɜŬɛŮɘɔɜɨɞɜŰŬɘ ůŮ ŰɏŰɞɘɞ ɓŬɗɛɧ ɛŮŰŬɝɨ Űɞɡɠ, ɩůŰŮ 

ɞɘ ůɡɔɔɟŬűŮɑɠ ɜŬ űŰɎɜɞɡɜ ůŰɞ ůɖɛŮɑɞ ɜŬ ŬɛűɘůɓɖŰɞɨɜ ŰŬ ˊŬɟŬŭɞůɘŬəɎ ɧɟɘŬ ŬɜɎɛŮůŬ ůŰɞ Űɘ 

ɗŮɤɟŮɑŰŬɘ əŬɘ Űɘ ŭŮɜ ɗŮɤɟŮɑŰŬɘ ɚɞɔɞŰŮɢɜɘəɧ ˊɟɞɥɧɜ. ȼ ɣŮɡŭŬɑůɗɖůɖ, ɤůŰɧůɞ, ˊɞɡ ˊŬɟɏɢŮɘ ɞ 

űŬɜŰŬůŰɘəɧɠ əɧůɛɞɠ Űɖɠ ɚɞɔɞŰŮɢɜɑŬɠ ŬɜŰɘŰɑɗŮŰŬɘ ůŰɘɠ ñɞˊŰɘəɞˊɞɘɐůŮɘɠò ˊɞɡ ˊɚɎɗŮɘ ɞ ŭɖɛɞ-

ůɘɞɔɟɎűɞɠ, ɛŮ Űɘɠ ɞˊɞɑŮɠ ŮˊɘɢŮɘɟŮɑ ɜŬ əŬŰŬɟɔɐůŮɘ Űɘɠ ɧˊɞɘŮɠ ɣŮɡŭŬɘůɗɐůŮɘɠ ŭɖɛɘɞɡɟɔɞɨɜŰŬɘ 

ůŰɞ ɛɡŬɚɧ Űɞɡ ŬɜŬɔɜɩůŰɖ əŬɘ ɜŬ Űɞɜ ˊŮɑůŮɘ ɧŰɘ Űɞɡ ɛɘɚɎŮɘ ŬˊɞəɚŮɘůŰɘəɎ əŬɘ ɛɧɜɞ ɔɘŬ 

ˊɟɎɔɛŬŰŬ ŬɚɖɗɘɜɎ.  

ñɇɞ ůɨɜɞɟɞ ŬɜɎɛŮůŬ ůŰɖ ŭɖɛɞůɘɞɔɟŬűɑŬ əŬɘ Űɖ ɚɞɔɞŰŮɢɜɑŬ ŮɑɜŬɘ ˊɞɚɨ ŬůŬűɏɠ əŬɘ ɡˊɞ-ŭŮɘəɜɨŮɘ 

Űɞ ˊɧůɞ ŮɨɗɟŬɡůŰɖ ŮɑɜŬɘ ɖ ŬɡŰɞɜɞɛɑŬ əɎɗŮ ɏɟɔɞɡ Űɏɢɜɖɠ əŬɘ ˊɧůɞ ɛɎŰŬɘɖ əŬɘ ŬˊŬŰɖɚɐ ɖ 

ŮɜŰɨˊɤůɖ ɛɘŬɠ ůɖɛŬůɑŬɠ ŬˊɧɚɡŰŬ ɞɟɘɞɗŮŰɖɛɏɜɖɠ, əɡɟɑɤɠ Ŭɜ ɚɎɓɞɡɛŮ ɡˊɧɣɖ ɧŰɘ ɞɟɘůɛɏɜŬ 

əŮɑɛŮɜŬ ŭɖɛɞůɘŮɨɞɜŰŬɘ əŬɘ ŰɘŰɚɞűɞɟɞɨɜŰŬɘ ˊɟɩŰŬ ɤɠ ɎɟɗɟŬ, ˊɟɘɜ ŮɛűŬɜɘůŰɞɨɜ ůŰɖ ůɡɜɏɢŮɘŬ 

ɟŮŰɞɡůŬɟɘůɛɏɜŬ ůŮ ɛɞɟűɐ ɓɘɓɚɑɞɡ ůŬɜ ɚɞɔɞŰŮɢɜɘəɎ ɏɟɔŬ, əŬɗɩɠ əŬɘ ɧŰɘ ɞɟɘůɛɏɜŬ ɚɞɔɞŰŮɢɜɘəɎ 

əŮɑɛŮɜŬ ɛɞɘɎɕɞɡɜ ɜŬ ɝŮɔŮɚɎɜŮ Űɞɡɠ ŬɜŬɔɜɩůŰŮɠ Űɞɡɠ əŬɘ ɜŬ ŮəɚŬɛɓɎɜɞɜŰŬɘ ŬˊŮɡɗŮɑŬɠ ɤɠ 

ŭɖɛɞůɘɞɔɟŬűɘəɎò (Lund, 2000: 448). 

 

2. ȼ ɔɏɜɜɖůɖ Űɖɠ ñɜɏŬɠ ŭɖɛɞůɘɞɔɟŬűɑŬɠò ůŰɞ ˊɚŬɑůɘɞ ɛɘŬɠ ñŬɜŰɘˊɞɚɘŰŮɡŰɘəɐɠò 

əɞɡɚŰɞɨɟŬɠ. 

ȼ ŭŮəŬŮŰɑŬ Űɞɡ 1960 ɐŰŬɜ Ŭˊɧ Űɘɠ ˊɘɞ ŰŬɟŬɔɛɏɜŮɠ əŬɘ ŮɜŭɘŬűɏɟɞɡůŮɠ ˊŮɟɘɧŭɞɡɠ Űɖɠ 

ŬɛŮɟɘəŬɜɘəɐɠ ɘůŰɞɟɑŬɠ Ŭˊɧ ˊɚŮɡɟɎɠ ɖɗɩɜ. ɇŬ ɐɗɖ Űɖɠ Ůˊɞɢɐɠ ůɡɜɘůŰɞɨůŬɜ Űɖɜ ɑŭɘŬ Űɖɜ 

ɘůŰɞɟɑŬ Űɞɡ 1960 əŬɘ ŬɡŰɧ, ɔɘŬŰɑ ŭŮɜ ŮˊɟɧəŮɘŰɞ Ŭˊɚɩɠ ɔɘŬ ɛɘŬ ŭŮəŬŮŰɑŬ ɛŮ ɏɜŰɞɜɞ ɘůŰɞɟɘəɧ 

ŮɜŭɘŬűɏɟɞɜ, Ŭűɞɨ əŬŰɎ Űɖ ŭɘɎɟəŮɘɎ Űɖɠ ɏɚŬɓŬɜ ɢɩɟŬ ɞ ˊɧɚŮɛɞɠ ůŰɞ ȸɘŮŰɜɎɛ, Űɞ ŰŬɝɑŭɘ ůŰɞ 

ȹɘɎůŰɖɛŬ əŬɘ ɖ ŭɞɚɞűɞɜɑŬ Űɞɡ ˊɟɞɏŭɟɞɡ ȾɏɜŮɜŰɡ, ŬɚɚɎ ůɡɜɘůŰɞɨůŮ ˊɟɤŰɑůŰɤɠ ɛɘŬ ŭŮəŬŮŰɑŬ 

ɧˊɞɡ ŰŬ ɐɗɖ, ɞɘ ŬɝɑŮɠ, ɞ Űɟɧˊɞɠ ɕɤɐɠ, ɞɘ ŭɘŬűɞɟŮŰɘəɏɠ ůɡɛˊŮɟɘűɞɟɏɠ, əɞůɛɞɗŮɤɟɑŮɠ, 

ɜɞɞŰɟɞˊɑŮɠ əŬɘ ŬɜŰɘɚɐɣŮɘɠ ŭɘŬɛɧɟűɤůŬɜ Űɖɜ əɞɘɜɤɜɑŬ ˊɘɞ ɞɡůɘŬůŰɘəɎ Ŭˊɧ ɞˊɞɘɞŭɐˊɞŰŮ 

ˊɞɚɘŰɘəɧ ɔŮɔɞɜɧɠ (Wolfe, 1996: 44). ȼ əɡɓŮɟɜɖŰɘəɐ ɢŮɘɟŬɔɩɔɖůɖ Űɤɜ ŮɘŭɐůŮɤɜ, ˊɞɡ ŮɑɢŮ 

ŬɟɢɑůŮɘ ɜŬ ŬˊŬůɢɞɚŮɑ Űɞɡɠ ŭɖɛɞůɘɞɔɟɎűɞɡɠ ɛŮŰɎ Űɞɜ ȷȭ ɄŬɔəɧůɛɘɞ ɄɧɚŮɛɞ, ɏɔɘɜŮ ɛŮŰɎ Űɞɜ 

ȸȭ ɄŬɔəɧůɛɘɞ ɏɜŬ ɘŭɘŬɑŰŮɟŬ ŬɜɖůɡɢɖŰɘəɧ ˊɟɧɓɚɖɛŬ. ȾŬŰɎ Űɖ ŭɘɎɟəŮɘŬ Űɞɡ ˊɞɚɏɛɞɡ Űɞɡ 

ȸɘŮŰɜɎɛ, ɖ ŭɘŬɢŮɑɟɘůɖ Űɤɜ ŮɘŭɐůŮɤɜ Ŭˊɧ Űɘɠ ŮˊɑůɖɛŮɠ əɡɓŮɟɜɖŰɘəɏɠ ˊɖɔɏɠ ɏɟɢŮŰŬɘ ůŮ 

ŬɜŰɑɗŮůɖ ɛŮ ɛɘŬ ŬɜŬˊŰɡůůɧɛŮɜɖ ŬɜŰɘˊɞɚɘŰŮɡŰɘəɐ əɞɡɚŰɞɨɟŬ,
4
 ŬɡŰɐ Űɤɜ ˊŬɜŮˊɘůŰɖɛɑɤɜ, ɛŮɔɎ-

ɚɞɡ ɛɏɟɞɡɠ Űɤɜ ŭɖɛɞůɘɞɔɟɎűɤɜ əŬɘ Ůɜ ɔɏɜŮɘ Űɞɡ ŬɛŮɟɘəŬɜɘəɞɨ ɚŬɞɨ. ȼ ɛŮɔɎɚɖ ŬɜŬůŰɎŰɤůɖ 

ˊɞɡ ŬəɞɚɞɨɗɖůŮ ˊɟɞəɎɚŮůŮ ɟɘɕɘəɏɠ ŬɜŰɘŭɟɎůŮɘɠ ɔɨɟɤ Ŭˊɧ Űɖɜ ɏɜɜɞɘŬ Űɖɠ ŬɜŰɘəŮɘɛŮɜɘəɧ-

ŰɖŰŬɠ, ɞɘ ɞˊɞɑŮɠ ɛŮ Űɖ ůŮɘɟɎ Űɞɡɠ ŮˊɏűŮɟŬɜ Űɖɜ ŬɜŬɕɤɞɔɧɜɖůɖ ŭɘŬűɞɟŮŰɘəɩɜ ˊŬɟŬŭɧůŮɤɜ 

ɟŮˊɞɟŰɎɕ, ˊɞɡ Űɞ əŬɗɘŮɟɤɛɏɜɞ, ŬɜŰɘəŮɘɛŮɜɘəɧ ɨűɞɠ ɔɟŬűɐɠ ŮɑɢŮ ɔɘŬ ŬɟəŮŰɧ əŬɘɟɧ ŮˊɘůəɘɎůŮɘ. 
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Ƀɘ ŬɜŰɘŭɟɎůŮɘɠ ɔɨɟɤ Ŭˊɧ Űɖɜ ɏɜɜɞɘŬ Űɖɠ ŬɜŰɘəŮɘɛŮɜɘəɧŰɖŰŬɠ ˊɟɞɏəɡɣŬɜ ůŰɖɜ ŬɛŮɟɘəŬɜɘəɐ 

əɞɘɜɤɜɑŬ Űɖɠ Ůˊɞɢɐɠ, ɔɘŬŰɑ Űɞ ŬɜŰɘəŮɘɛŮɜɘəɧ ɨűɞɠ ŭɖɛɞůɘɞɔɟŬűɘəɐɠ ɔɟŬűɐɠ ŰŬɡŰɘɕɧŰŬɜ, ůŰɖ 

ůɡɚɚɞɔɘəɐ ůɡɜŮɑŭɖůɖ, ɛŮ ɛɘŬ Ŭɑůɗɖůɖ ɞɡŭŮŰŮɟɧŰɖŰŬɠ, ɛŮ Űɖɜ ŬɛŮɟɞɚɖɣɑŬ, Űɖɜ ˊŬɗɖŰɘəɧŰɖŰŬ, 

Űɖɜ ŬˊɧůŰŬůɖ Űɞɡ ŭɖɛɞůɘɞɔɟɎűɞɡ Ŭˊɧ ŰŬ ɔŮɔɞɜɧŰŬ ˊɞɡ ˊŮɟɘɔɟɎűŮɘ əŬɗɩɠ əŬɘ Űɖɜ ůɡɜŬɘůɗɖ-

ɛŬŰɘəɐ Űɞɡ ŬˊɞůŰŬůɘɞˊɞɑɖůɖ Ŭˊɧ ŬɡŰɎ. ȳɚŬ ŬɡŰɎ ŰŬ ůŰɞɘɢŮɑŬ ɗŮɤɟɞɨɜŰŬɜ ɧŰɘ ůɡɛɓɎɚɚɞɡɜ 

ůŰɞɜ əɞɛűɞɟɛɘůɛɧ əŬɘ ůŰɖɜ Ŭˊɞŭɞɢɐ Űɖɠ əɡɟɑŬɟɢɖɠ ɘŭŮɞɚɞɔɑŬɠ Ůə ɛɏɟɞɡɠ Űɤɜ 

ŭɖɛɞůɘɞɔɟɎűɤɜ  

ȼ ŬɜɎˊŰɡɝɖ ɛɘŬɠ əɟɘŰɘəɐɠ əɞɡɚŰɞɨɟŬɠ Űɖ ŭŮəŬŮŰɑŬ Űɞɡ 1960 ŮˊɖɟɏŬůŮ, ɧˊɤɠ ɐŰŬɜ ŬɜŬɛŮɜɧ-

ɛŮɜɞ, əŬɘ Űɞɜ ŰɞɛɏŬ Űɖɠ ŭɖɛɞůɘɞɔɟŬűɑŬɠ Ƀɘ ɜɏɞɘ ůŮ ɖɚɘəɑŬ ŭɖɛɞůɘɞɔɟɎűɞɘ ŮˊɖɟŮɎɕɞɜŰŬɜ 

ŮɡəɞɚɧŰŮɟŬ Ŭˊɧ Űɞɜ əɞɘɜɤɜɘəɧ əŬɘ ˊɞɚɘŰɘůɛɘəɧ ŬɜŬɓɟŬůɛɧ Űɖɠ Ůˊɞɢɐɠ, ɧˊɤɠ ɎɚɚɤůŰŮ əŬɘ 

ɧɚɞɘ ɞɘ ɜɏɞɘ Ɏɜɗɟɤˊɞɘ ɔŮɜɘəɧŰŮɟŬ. ȼ ŬɛŮɟɘəŬɜɘəɐ ɜŮɞɚŬɑŬ ŮɑɢŮ ɚɘɔɧŰŮɟŮɠ ɛɜɐɛŮɠ əŬɘ ŮɑɢŮ 

ŮˊŮɜŭɨůŮɘ ɚɘɔɧŰŮɟŬ Ŭˊɧ Űɞɡɠ ɛŮɔŬɚɨŰŮɟɞɡɠ ůŰŬ ɜɏŬ ˊɞɚɘŰɘůɛɘəɎ ŭŮŭɞɛɏɜŬ, ˊɞɡ ŮɑɢŮ ŭɖɛɘɞɡɟ-

ɔɐůŮɘ ɖ ˊɟɧůűŬŰɖ ˊŮɟɑɞŭɞɠ Űɞɡ Ɋɡɢɟɞɨ Ʉɞɚɏɛɞɡ. ȺɘŭɘəɧŰŮɟŬ, ɛɎɚɘůŰŬ, ɞɘ ŭɖɛɞůɘɞɔɟɎűɞɘ 

ŮəŮɑɜɞɘ ˊɞɡ əɎɚɡˊŰŬɜ ɗɏɛŬŰŬ ŮůɤŰŮɟɘəɐɠ ˊɞɚɘŰɘəɐɠ ɐŰŬɜ ŬɡŰɞɑ ˊɞɡ ɏɔɘɜŬɜ əŬɘ ɞɘ ˊŮɟɘůůɧ-

ŰŮɟɞ ůəŮˊŰɘəɘůŰɏɠ ŬˊɏɜŬɜŰɘ ůŰɖɜ əɡɓɏɟɜɖůɖ ůŮ ůɢɏůɖ ɛŮ Űɞɡɠ Ŭˊɚɞɨɠ ˊɞɚɑŰŮɠ, ŮˊŮɘŭɐ Űɖɜ 

ŮɑɢŬɜ ŮɛˊɘůŰŮɡŰŮɑ ˊŮɟɘůůɧŰŮɟɞ Ŭˊô ɧɚɞɡɠ. ȼ ɡˊɞəɟɘůɑŬ əŬɘ ɖ ŭɘŬűɗɞɟɎ Űɖɠ əɡɓɏɟɜɖůɖɠ Űɞɨɠ 

ɏəŬɜŮ ɜŬ ɜɘɩɗɞɡɜ ŬˊɞɝŮɜɤɛɏɜɞɘ əŬɘ ŬˊɞɔɞɖŰŮɡɛɏɜɞɘ, əŬɗɩɠ ŮɑɢŬɜ ůɡɜɖɗɑůŮɘ ɛɏɢɟɘ ŰɧŰŮ ɜŬ 

ŬɘůɗɎɜɞɜŰŬɘ ˊɞɚɘŰɘəɎ ŮɜŮɟɔɞɑ, əŬɗɩɠ əŬɘ ɧŰɘ ɖ ɔɜɩɛɖ Űɞɡɠ ŮɑɢŮ ɘŭɘŬɑŰŮɟɖ ůɖɛŬůɑŬ. Ƀɘ ɜɏɞɘ 

ɟŮˊɧɟŰŮɟ Űɖɠ Ůˊɞɢɐɠ, ɚɞɘˊɧɜ, ŬˊɞɔɞɖŰŮɡɛɏɜɞɘ Ŭˊɧ Űɖɜ əɡɓɏɟɜɖůɖ əŬɘ Űɖɜ ŬɛűɘůɓɖŰɞɨɛŮɜɖ 

ŬɝɘɞˊɘůŰɑŬ əŬɘ ŭɘŬűɎɜŮɘŬ Űɤɜ əɡɓŮɟɜɖŰɘəɩɜ ˊɖɔɩɜ, ɎɟɢɘůŬɜ ɜŬ ŮɜŭɘŬűɏɟɞɜŰŬɘ ɧɚɞ əŬɘ ˊŮɟɘ-

ůůɧŰŮɟɞ ɔɘŬ ɔŮɔɞɜɧŰŬ ˊɞɡ ůɢŮŰɑɕɞɜŰŬɜ ɛŮ űɞɘŰɖŰɘəɎ əŬɘ ŬɜŰɘˊɞɚŮɛɘəɎ əɘɜɐɛŬŰŬ, ɛŮ Űɖɜ 

əɞɡɚŰɞɨɟŬ Űɤɜ ɜɏɤɜ, ŰŬ ɐɗɖ, Űɖ ɔɚɩůůŬ əŬɘ Űɖ ůŮɝɞɡŬɚɘəɧŰɖŰɎ Űɞɡɠ, Űɖ ɟɞə ɛɞɡůɘəɐ ˊɞɡ 

Űɞɡɠ ŮɝɏűɟŬɕŮ, əŬɘ ɔŮɜɘəɧŰŮɟŬ ɎɟɢɘůŮ ɜŬ Űɞɡɠ ŮɜŭɘŬűɏɟŮɘ ɖ əɎɚɡɣɖ ɗŮɛɎŰɤɜ Ŭˊɧ ɢɩɟɞɡɠ 

ŬɜŰŬɔɤɜɘůŰɘəɞɨɠ ˊɟɞɠ Űɖɜ əɡɟɑŬɟɢɖ ˊɞɚɘŰɘəɐ ɘŭŮɞɚɞɔɑŬ, ɧˊɤɠ ɐŰŬɜ ɞ ɢɩɟɞɠ Űɞɡ ˊŬɜŮˊɘů-

Űɖɛɑɞɡ əŬɘ Űɤɜ əɘɜɖɛɎŰɤɜ əɞɘɜɤɜɘəɩɜ ŭɘəŬɘɤɛɎŰɤɜ. ɇŬɡŰɧɢɟɞɜŬ, ɞɘ ɜɏɞɘ ŬɡŰɞɑ ɟŮˊɧɟŰŮɟ 

ɎɟɢɘůŬɜ ɜŬ ŭɘɎəŮɘɜŰŬɘ ɘŭɘŬɘŰɏɟɤɠ ɗŮŰɘəɎ ůŰɘɠ ɘŭɏŮɠ əŬɘ Űɘɠ ŬɝɑŮɠ Űɤɜ Ŭɜɗɟɩˊɤɜ ŮəŮɑɜɤɜ ɔɘŬ 

Űɞɡɠ ɞˊɞɑɞɡɠ ŮˊɘɗɡɛɞɨůŬɜ ɜŬ ɔɟɎɣɞɡɜ. Ƀɘ ŭɖɛɞůɘɞɔɟɎűɞɘ Űɖɠ ŭŮəŬŮŰɑŬɠ Űɞɡ 1960 ˊɟɤŰɞů-

ŰɎŰɖůŬɜ əŬɘ ɏɔɘɜŬɜ ɞɘ əɨɟɘɞɘ ŮəűɟŬůŰɏɠ ŬɡŰɐɠ Űɖɠ ŬɜŰɑˊŬɚɖɠ ŬˊɏɜŬɜŰɘ ůŰɖɜ əɡɓɏɟɜɖůɖ 

əɞɡɚŰɞɨɟŬɠ, ɖ ɞˊɞɑŬ ŬɜŬŭɡɧŰŬɜ Űɖɜ Ůˊɞɢɐ ŮəŮɑɜɖ (Schudson, 1978: 176-183). 

ȼ ŮˊŬɜɎůŰŬůɖ Űɤɜ ɜɏɤɜ ɟŮˊɧɟŰŮɟ Űɖ ŭŮəŬŮŰɑŬ Űɞɡ 1960 ŭŮɜ ɐŰŬɜ Ŭˊɚɩɠ ɖ ɘůŰɞɟɘəɐ ŮˊŬɜɎ-

ɚɖɣɖ Űɖɠ ŭɘŬɛɎɢɖɠ Űɤɜ ɔŮɜŮɩɜ. ȱŰŬɜ ɖ ɏəűɟŬůɖ Ůɜɧɠ əɞɘɜɤɜɘəɞɨ əŬɘ ˊɞɚɘŰɘůɛɘəɞɨ 

əɘɜɐɛŬŰɞɠ. ȼ ŬɜŬɔɜɩɟɘůɖ əŬɘ Ŭˊɞŭɞɢɐ Űɖɠ ŬɜŰɑˊŬɚɖɠ əɞɡɚŰɞɨɟŬɠ Űɖɠ Ůˊɞɢɐɠ ŮˊɖɟɏŬůŮ 

ˊɟɩŰŬ Ŭˊô ɧɚɞɡɠ Űɞɡɠ ɜŮɧŰŮɟɞɡɠ ŭɖɛɞůɘɞɔɟɎűɞɡɠ, ŬɚɚɎ ůŰɖ ůɡɜɏɢŮɘŬ əŬɘ Űɞɡɠ ɛŮɔŬɚɨŰŮɟɞɡɠ 

ůŮ ɖɚɘəɑŬ əŬɘ ɛŮ ɛŮɔŬɚɨŰŮɟɖ ɘůɢɨ Ŭɜɗɟɩˊɞɡɠ Űɞɡ ŭɖɛɞůɘɞɔɟŬűɘəɞɨ ŮˊŬɔɔɏɚɛŬŰɞɠ Ƀɘ ŮəŭɧŰŮɠ 
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əŬɘ ɞɘ ŬɟɢɘůɡɜŰɎəŰŮɠ ŮəŮɑɜɖɠ Űɖɠ ˊŮɟɘɧŭɞɡ ŮɑɢŬɜ ůɖɛŬɜŰɘəɎ əɑɜɖŰɟŬ, ɔɘŬ ɜŬ ŮɑɜŬɘ ŭŮəŰɘəɞɑ 

ůŰɘɠ ˊɟɞůŭɞəɑŮɠ Űɤɜ ɜŮŬɟɩɜ ɟŮˊɧɟŰŮɟ-ůɡɜŬŭɏɚűɤɜ Űɞɡɠ, ɔɘŬ Űɖɜ Ɏůəɖůɖ ɛɘŬɠ ˊɘɞ 

ŮɟɛɖɜŮɡŰɘəɐɠ əŬɘ ŮɟŮɡɜɖŰɘəɐɠ ŭɖɛɞůɘɞɔɟŬűɑŬɠ: ɞɘ ŮűɖɛŮɟɑŭŮɠ ɏɜɘɤɗŬɜ ɏɜŰɞɜŬ Űɞɜ ŬɜŰŬ-

ɔɤɜɘůɛɧ Űɖɠ ŰɖɚŮɧɟŬůɖɠ.  

ɇɞ ŮˊɘɢŮɑɟɖɛŬ ɧŰɘ ɞ ŬɜŰŬɔɤɜɘůɛɧɠ Űɖɠ ŰɖɚŮɧɟŬůɖɠ ɞŭɐɔɖůŮ Űɘɠ ŮűɖɛŮɟɑŭŮɠ ɜô ŬˊɞɛŬ-

əɟɡɜɗɞɨɜ Ŭˊɧ Űɞ Ůɑŭɞɠ Űɞɡ ŬɜŰɘəŮɘɛŮɜɘəɞɨ ɟŮˊɞɟŰɎɕ ˊŬɟŬˊɏɛˊŮɘ ůŰɞ ŬɜŰɑůŰɞɘɢɞ ŮˊɘɢŮɑɟɖɛŬ 

Űɖɠ ŭŮəŬŮŰɑŬɠ Űɞɡ 1930, ɧŰɘ ŭɖɚŬŭɐ Űɞ ˊɚŮɞɜɏəŰɖɛŬ Űɞɡ ɜŮɞŮɛűŬɜɘɕɧɛŮɜɞɡ ŰɧŰŮ ɟŬŭɘɞűɤ-

ɜɘəɞɨ ɛɏůɞɡ ůŰɞ ɜŬ ˊŬɟɞɡůɘɎɕŮɘ ůɨɜŰɞɛŮɠ ŮɘŭɐůŮɘɠ ˊɞɡ ɛŬɔɜɐŰɘɕŬɜ Űɞ ŮɜŭɘŬűɏɟɞɜ Űɤɜ 

ŬəɟɞŬŰɩɜ ŬɜɎɔəŬůŮ Űɘɠ ŮűɖɛŮɟɑŭŮɠ ɜŬ ɔɑɜɞɡɜ ˊɘɞ əɟɘŰɘəɏɠ əŬɘ ŮɟɛɖɜŮɡŰɘəɏɠ, ɔɘŬ ɜŬ Űɞ ŬɜŰŬ-

ɔɤɜɘůŰɞɨɜ. ɆɡɜɞˊŰɘəɎ, Űɧůɞ Űɖ ŭŮəŬŮŰɑŬ Űɞɡ 1930 ɧůɞ əŬɘ Űɖ ŭŮəŬŮŰɑŬ Űɞɡ 1960, ɞɘ ŮəŭɧŰŮɠ 

ˊɑůŰŮɡŬɜ ɧŰɘ ɏˊɟŮˊŮ ɜŬ ŬɚɚɎɝɞɡɜ Űɖ ůŰɟŬŰɖɔɘəɐ Űɤɜ ŮɘŭɐůŮɤɜ, ɔɘŬ ɜŬ ŬɜŰŬɔɤɜɘůŰɞɨɜ ɛŮ ŰŬ 

ɜɏŬ ŬɜŰɑůŰɞɘɢŬ ɀɀȺ Űɖɠ Ůˊɞɢɐɠ, əŬɘ ŬɡŰɧ Űɞ ˊɘůŰŮɨɤ Űɞɡɠ ɎɜɞɘɝŮ Űɞ ŭɟɧɛɞ ůŰɞɡɠ ŭɖɛɞůɘɞ-

ɔɟɎűɞɡɠ ɔɘŬ Űɖɜ Ɏůəɖůɖ ɛɘŬɠ ˊɘɞ ˊŮɘɟŬɛŬŰɘəɐɠ ŭɖɛɞůɘɞɔɟŬűɘəɐɠ ŭɞɡɚŮɘɎɠ.  

ɆŰɞ ˊɚŬɑůɘɞ Űɖɠ ŬɜŰɘˊɞɚɘŰŮɡŰɘəɐɠ əɟɘŰɘəɐɠ əɞɡɚŰɞɨɟŬɠ ˊɞɡ ŮˊɘəɟɎŰɖůŮ Űɖ ŭŮəŬŮŰɑŬ Űɞɡ 1960 

əŬɘ ˊɞɡ ˊɟɞəɎɚŮůŮ Űɖɜ əɟɘŰɘəɐ Űɤɜ ŭɖɛɞůɘɞɔɟɎűɤɜ ůŰɖɜ əŬɗɘŮɟɤɛɏɜɖ ɏɜɜɞɘŬ Űɖɠ ŬɜŰɘəŮɘɛŮɜɘ-

əɧŰɖŰŬɠ, ɝŬɜŬɕɤɜŰɎɜŮɣŬɜ ŭɨɞ ˊŬɟŬŭɧůŮɘɠ ŮɜŰɧɠ Űɖɠ ŭɖɛɞůɘɞɔɟŬűɑŬɠ - ɖ ɚɞɔɞŰŮɢɜɘəɐ əŬɘ ɖ 

ůəŬɜŭŬɚɞɗɖɟɘəɐ ˊŬɟɎŭɞůɖ. ȼ ɚɞɔɞŰŮɢɜɘəɐ ˊŬɟɎŭɞůɖ, ŬˊɞůəɞˊɞɨůŮ ůŰɖ ůɡɔɔɟŬűɐ ɛɘŬɠ əŬɚɞ-

ɔɟŬɛɛɏɜɖɠ ɘůŰɞɟɑŬɠ ɛŮ ůɡɜŬɘůɗɖɛŬŰɘəɐ ŮˊɑŭɟŬůɖ ůŰɞɜ ŬɜŬɔɜɩůŰɖ, ɖ ɞˊɞɑŬ ŭŮɜ ɏŭɘɜŮ ˊɎɜŰɞŰŮ 

ˊɟɞŰŮɟŬɘɧŰɖŰŬ ůŰɖɜ ŬɜŰɘəŮɘɛŮɜɘəɐ ˊŬɟɞɡůɑŬůɖ Űɤɜ ɔŮɔɞɜɧŰɤɜ. ɇɞ ˊŬɟŬˊɎɜɤ ɟŮɨɛŬ ŮɜŰɧɠ Űɞɡ 

ŭɖɛɞůɘɞɔɟŬűɘəɞɨ ɢɩɟɞɡ Űɖɠ ŭŮəŬŮŰɑŬɠ Űɞɡ 1960 ɡɘɞɗɏŰɖůŮ Űɞ ɧɜɞɛŬ ñɜɏŬ ŭɖɛɞůɘɞɔɟŬűɑŬò əŬɘ 

ŮˊɟɧəŮɘŰɞ ɔɘŬ ɏɜŬ Ůɑŭɞɠ ŭɖɛɞůɘɞɔɟŬűɑŬɠ ˊɞɡ ñŮɑɢŮ Űɖɜ ɘəŬɜɧŰɖŰŬ ɜŬ ůˊɎůŮɘ Űɞ ɔɡŬɚɑ ŬɜɎɛŮůŬ 

ůŰɞɜ ŬɜŬɔɜɩůŰɖ əŬɘ ůŰɞɜ əɧůɛɞ ɛŮɠ ůŰɞɜ ɞˊɞɑɞ ɕɞɨůŮò (Hentoff, 1974: 52).  

H ñɜɏŬ ŭɖɛɞůɘɞɔɟŬűɑŬò ŮɛűŬɜɑůŰɖəŮ Űɖ ŭŮəŬŮŰɑŬ Űɞɡ 1960 ůŰɘɠ ȼ.Ʉ.ȷ., ŮˊŮɘŭɐ ɞɘ ŭɖɛɞůɘɞ-

ɔɟɎűɞɘ ŰɧŰŮ ůɡɜŮɘŭɖŰɞˊɞɑɖůŬɜ ɧŰɘ ŭŮɜ ɛˊɞɟɞɨůŬɜ ɜŬ ŬɜŰɘŭɟɎůɞɡɜ ŮˊŬɟəɩɠ əŬɘ ŬˊɞŰŮɚŮů-

ɛŬŰɘəɎ ɛŮ Űɞɜ əŬɗɘŮɟɤɛɏɜɞ, ŬˊɞůŰŬůɘɞˊɞɘɖɛɏɜɞ Űɟɧˊɞ ůŰŬ ůɨɔɢɟɞɜŬ əɞɘɜɤɜɘəɎ űŬɘɜɧɛŮɜŬ 

əŬɘ ůŰɞɜ ˊɞɚɘŰɘəɧ ŬɜŬɓɟŬůɛɧ Űɖɠ Ůˊɞɢɐɠ. ȺɑɜŬɘ ɢŬɟŬəŰɖɟɘůŰɘəɧ ɧŰɘ ɖ ɜɏɞɡ Űɨˊɞɡ ŭɖɛɞůɘɞ-

ɔɟŬűɑŬ ŭŮɜ ŬűɞɟɞɨůŮ ɛɧɜɞ Űɖ ɛɞɟűɐ ŬɚɚɎ əŬɘ Űɞ ˊŮɟɘŮɢɧɛŮɜɞ Űɖɠ ŭɖɛɞůɘɞɔɟŬűɘəɐɠ 

ŭɞɡɚŮɘɎɠ. ũɘô ŬɡŰɧ əŬɘ ˊɧɚɞɠ ɏɚɝɖɠ ɔɘŬ Űɞɡɠ ɜɏɞɡɠ ŭɖɛɞůɘɞɔɟɎűɞɡɠ ŬˊɞŰɏɚŮůŬɜ əɡɟɑɤɠ ŰŬ 

ɔŮɔɞɜɧŰŬ ˊɞɡ ůəɞˊɑɛɤɠ ŮɑɢŬɜ ŬɔɜɞɖɗŮɑ Ŭˊɧ Űɖ ŭɖɛɞůɘɞɔɟŬűɑŬ Űɤɜ ɛŮɔɎɚɤɜ ŮűɖɛŮɟɑŭɤɜ. 

ɀɏůŬ Ŭˊɧ ˊŮɟɘɞŭɘəɎ ɧˊɤɠ Űɞ Esquire,Űɞ New York, Űɞ Rolling Stone, Űɞ Harperôs, Űɞ The 

New Yorker, Űɞ CoEvolution Quarterly, Űɞ Scanlanôs Monthly, Űɞ Ramparts ŬɚɚɎ əŬɘ Űɖɜ 

ŮűɖɛŮɟɑŭŬ Village Voice, ɐɟɗŬɜ ůŰɞ ˊɟɞůəɐɜɘɞ ɟŮˊɞɟŰɎɕ ˊɞɡ ŬűɞɟɞɨůŬɜ Űɧůɞ ɕɖŰɐɛŬŰŬ 

ˊŮɟɘɓɎɚɚɞɜŰɞɠ, ɜŬɟəɤŰɘəɩɜ, ůŮɝɞɡŬɚɘəɧŰɖŰŬɠ, űɡɚŮŰɘəɩɜ ŭɘŬəɟɑůŮɤɜ, əɞɘɜɤɜɘəɐɠ ɓɑŬɠ, ɧůɞ 

əŬɘ ɕɖŰɐɛŬŰŬ Űɏɢɜɖɠ, ŬɗɚɖŰɘůɛɞɨ, ɓɘɞɛɖɢŬɜɑŬɠ Űɞɡ ɗŮɎɛŬŰɞɠ əŬɘ ɔŮɜɘəɩɠ ɗɏɛŬŰŬ ɐ ˊɟɧůɤˊŬ 
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ˊɞɡ ɤɠ ŰɧŰŮ ɗŮɤɟɞɨɜŰŬɜ ŰŬɛˊɞɨ əŬɘ ˊɞɡ Űɘɠ ˊŮɟɘůůɧŰŮɟŮɠ űɞɟɏɠ ŬˊɞəɚŮɑɞɜŰŬɜ ůŰɞɡɠ 

ŭɖɛɞůɘɞɔɟŬűɘəɞɨɠ əɨəɚɞɡɠ. ũɘŬ ˊŬɟɎŭŮɘɔɛŬ, ɞɘ óɜɏɞɘ ŭɖɛɞůɘɞɔɟɎűɞɘô ŬůɢɞɚɞɨɜŰŬɜ ɛŮ 

çŬůɐɛŬɜŰɞɡɠè ɔɘŬ ŰŬ ɀɀȺ Ŭɜɗɟɩˊɞɡɠ, ɧˊɤɠ ɛɘəɟɞɔɟŬűŮɘɞəɟɎŰŮɠ, ɛŬűɘɧɕɞɡɠ, ůŰɟŬŰɘɩŰŮɠ 

ůŰɞ ȸɘŮŰɜɎɛ, ˊɟɞŬɔɤɔɞɨɠ, ɘŮɟɧŭɞɡɚŮɠ, çˊɞɟŰɘɏɟɖŭŮɠè, ɛɖɢŬɜɧɓɘɞɡɠ əŬɘ ɢɑˊɘɠ, ůɏɟűŮɟɠ, 

ŬůɡɜŮɑŭɖŰɞɡɠ ŭɘəɖɔɧɟɞɡɠ, əɞůɛɘəɏɠ ˊɟɞůɤˊɘəɧŰɖŰŮɠ, ŮɝŮɔŮɟɛɏɜɞɡɠ ɜɏɞɡɠ, ŬɗɚɖŰɏɠ, 

ŮɡŬɔɔŮɚɘůŰɏɠ ə.Ɏ. (Wolfe, 1996: 53).  

Ƀɘ ůɡɔɔɟŬűŮɑɠ Űɖɠ ŭŮəŬŮŰɑŬɠ Űɞɡ 1960, ˊŬɟɎɚɚɖɚŬ, ˊɟɞůˊŬɗɞɨɜ ɜŬ Ůɝɖɔɐůɞɡɜ ɧɚŬ ŮəŮɑɜŬ ŰŬ 

űɟɘɢŰɎ ŮɔəɚɐɛŬŰŬ əŬɘ ŰŬ ˊŬɟɎɝŮɜŬ ɔŮɔɞɜɧŰŬ ˊɞɡ ŭɘɎɓŬɕŬɜ ɛŮ ɛŮɔɎɚɞɡɠ ŰɑŰɚɞɡɠ ůŰɘɠ ŮűɖɛŮ-

ɟɑŭŮɠ ɧŰɘ ŭɘŬŭɟŬɛŬŰɑɕɞɜŰŬɜ Űɖɜ Ůˊɞɢɐ ŮəŮɑɜɖ, ɛŮ ŬˊɞŰɏɚŮůɛŬ Űɖɜ ŮɛűɎɜɘůɖ ɏɟɔɤɜ ɧˊɤɠ Űɞ Ⱥɜ 

ɣɡɢɟɩ (In Cold Blood), 1965, Űɞɡ Truman Capote əŬɘ Űɞ ɆŰɟŬŰɘɏɠ Űɖɠ ɁɨɢŰŬɠ (Armies of the 

Night), 1968, Űɞɡ Norman Mailer. ũŮɜɘəɧŰŮɟŬ, ŰŬ ɏɟɔŬ ˊɞɡ ɔŮɜɜɐɗɖəŬɜ Űɖɜ ˊŮɟɑɞŭɞ ŮəŮɑɜɖ 

ɛɏůŬ Ŭˊɧ Űɞɡɠ əɧɚˊɞɡɠ Űɖɠ óɜɏŬɠ ŭɖɛɞůɘɞɔɟŬűɑŬɠô ɐŰŬɜ ɎɛŮůŬ ůɡɜŭŮŭŮɛɏɜŬ ɛŮ Űɖɜ əɞɡɚŰɞɨɟŬ 

əŬɘ Űɖɜ ŮˊɘəŬɘɟɧŰɖŰŬ Űɖɠ Ůˊɞɢɐɠ, ɧˊɤɠ Űɞ ɓɘɓɚɑɞ Űɞɡ Gay Talese ɛŮ ɗɏɛŬ Űɞɡɠ New York 

Times, ŰŬ ɓɘɓɚɑŬ Űɞɡ Mailer ɔɨɟɤ Ŭˊɧ Űɘɠ ˊɞɚɘŰɘəɏɠ ŮəůŰɟŬŰŮɑŮɠ, ŰŬ ŭɘɎűɞɟŬ ůɡɜɏŭɟɘŬ əŬɘ Űɞ 

ŰŬɝɑŭɘ ůŰɞ ȹɘɎůŰɖɛŬ, Űɞ ɓɘɓɚɑɞ Űɞɡ Joe McGinniss ɔɘŬ Űɖɜ ˊɟɞŮəɚɞɔɘəɐ əŬɛˊɎɜɘŬ Űɞɡ Ɂɑɝɞɜ Űɞ 

1968, Űɞ ɓɘɓɚɑɞ Űɞɡ Adam Smith ɛŮ ɗɏɛŬ Űɞ ɢɟɖɛŬŰɘůŰɐɟɘɞ Űɖɠ Wall Street, ŰŬ ɓɘɓɚɑŬ Űɤɜ John 

Sack əŬɘ Michael Herr ˊɞɡ ŬűɞɟɞɨůŬɜ Űɞɜ ˊɧɚŮɛɞ Űɞɡ ȸɘŮŰɜɎɛ, Űɞ ɓɘɓɚɑɞ Űɞɡ Tom Wolfe ɔɘŬ 

Űɘɠ ůɢɏůŮɘɠ ɚŮɡəɩɜ əŬɘ ɛŬɨɟɤɜ ˊɞɚɘŰɩɜ ůŰɖ ɁɏŬ Ɉɧɟəɖ Űɞɡ 1960 ə.Ɏ.
5
 

ȼ ɜɏɞɡ Űɨˊɞɡ ŭɖɛɞůɘɞɔɟŬűɑŬ ɓɟɐəŮ ɏəűɟŬůɖ əɡɟɑɤɠ ůŮ ˊŮɟɘɞŭɘəɎ əŬɘ ɚɘɔɧŰŮɟɞ ůŮ ŮűɖɛŮ-

ɟɑŭŮɠ, ůɡɛˊŮɟɘɚŬɛɓŬɜɞɛɏɜɤɜ əŬɘ əŬɘɜɞɨɟɔɘɤɜ ˊŮɟɘɞŭɘəɩɜ Űɖɠ ˊŮɟɘɧŭɞɡ - ɧˊɤɠ ɐŰŬɜ ɔɘŬ 

ˊŬɟɎŭŮɘɔɛŬ Űɞ Rolling Stone - ŰŬ ɞˊɞɑŬ ŬˊŮɡɗɨɜɞɜŰŬɜ ůŰɖ ɛŮɟɑŭŬ ŮəŮɑɜɖ Űɞɡ ˊɚɖɗɡůɛɞɨ ˊɞɡ 

ɏəɚɘɜŮ ɗŮŰɘəɎ ˊɟɞɠ Űɘɠ űɤɜɏɠ Űɖɠ ŬɜŰɑˊŬɚɖɠ əɞɡɚŰɞɨɟŬɠ, əŬɗɩɠ Ůˊɑůɖɠ əŬɘ ůŰɞ ɢɩɟɞ Űɞɡ 

ɓɘɓɚɑɞɡ, Ŭɜ əɟɑɜɞɡɛŮ Ŭˊɧ ŰŬ ˊŬɟŬˊɎɜɤ ˊŬɟŬŭŮɑɔɛŬŰŬ. Ƀɘ ŮəŭɧŰŮɠ Űɞɡ ɢɩɟɞɡ Űɞɡ ɓɘɓɚɑɞɡ 

ɐŰŬɜ ɞɘ ˊɘɞ ŬɜɞɘɢŰɧɛɡŬɚɞɘ Ŭˊɧ ɧɚɞɡɠ ůŰɞ ɜŬ Ůəŭɩůɞɡɜ Űɖ ñɜɏŬ ŭɖɛɞůɘɞɔɟŬűɑŬò, ŮˊŮɘŭɐ ŭŮɜ 

ŮɑɢŬɜ ɜŬ ɟɘůəɎɟɞɡɜ ˊɞɚɚɎ əŬɘ ŮˊŮɘŭɐ, Ůˊɑůɖɠ, ɞɘ ˊŮɟɘůůɧŰŮɟɞɘ Ŭˊɧ Űɞɡɠ ŭɖɛɞůɘɞɔɟɎűɞɡɠ Űɤɜ 

ɞˊɞɑɤɜ ŰŬ ɏɟɔŬ ŮɝɏŭɘŭŬɜ ɏɔɟŬűŬɜ ˊɟɞɖɔɞɡɛɏɜɤɠ ɛŮ ŮˊɘŰɡɢɑŬ ɔɘŬ ŰŬ ˊŮɟɘɞŭɘəɎ.  

Ƀɘ ŭɖɛɞůɘɞɔɟɎűɞɘ Űɞɡ ɢɩɟɞɡ Űɤɜ ˊŮɟɘɞŭɘəɩɜ ŬɜŰɘɚŬɛɓɎɜɞɜŰŬɜ ɧŰɘ ɞɘ ŮɘŭɐůŮɘɠ, ɞɘ ůɡɜŮɜŰŮɨ-

ɝŮɘɠ ɇɨˊɞɡ əŬɘ ɞɘ ŮˊɑůɖɛŮɠ ŭɖɚɩůŮɘɠ ˊɟɞɏɟɢɞɜŰŬɜ ůɡɜɐɗɤɠ Ŭˊɧ ɡɣɖɚɎ ɘůŰɎɛŮɜɞɡɠ 

Ůəɟ́ɞůɩˊɞɡɠ Űɖɠ ŮɝɞɡůɑŬɠ ůŰɖ ɢɩɟŬ əŬɘ ɎɟɢɘůŬɜ ůŰŬŭɘŬəɎ ɜŬ ůɡɜŮɘŭɖŰɞˊɞɘɞɨɜ Űɞɡɠ 

ůɖɛŬɜŰɘəɞɨɠ ˊŮɟɘɞɟɘůɛɞɨɠ Űɞɡɠ ɞˊɞɑɞɡɠ ɏɗŮŰŮ ůŰɖɜ ŮɚŮɡɗŮɟɑŬ Űɞɡ ɇɨˊɞɡ ɖ əŬŰŮɡɗɡɜɧɛŮɜɖ 

Ŭˊɧ Űɞ əɟɎŰɞɠ əŬɘ ŰŬ ɛŮɔɎɚŬ ɀɀȺ əɎɚɡɣɖ Űɤɜ ɔŮɔɞɜɧŰɤɜ. Ƀɘ Ůəˊɟɧůɤˊɞɘ Űɖɠ ɜɏŬɠ ŭɖɛɞ-

ůɘɞɔɟŬűɘəɐɠ ŰɎůɖɠ, ɡˊɞɣɘŬůɛɏɜɞɘ ɔɘŬ Űɖ ɢŮɘɟŬɔɩɔɖůɖ Űɤɜ ŮɘŭɐůŮɤɜ Ŭˊɧ ŰŬ əɏɜŰɟŬ ŮɝɞɡůɑŬɠ, 

ˊŬɑɟɜɞɡɜ Űɖɜ ŬˊɧűŬůɖ ɜŬ ˊŮɘɟŬɛŬŰɘůŰɞɨɜ ɛŮ əŬɘɜɞɨɟɔɘŮɠ ɛɞɟűɏɠ ŭɖɛɞůɘɞ-ɔɟŬűɘəɐɠ ɔɟŬűɐɠ, 

ɛŮ ůəɞˊɧ ɜŬ ɡɣɩůɞɡɜ Űɞ ŭɖɛɞůɘɞɔɟŬűɘəɧ Űɞɡɠ ŬɜɎůŰɖɛŬ ůŰɞɡɠ əɞɘɜɤɜɘəɞɨɠ əŬɘ ˊɞɚɘŰɘəɞɨɠ 
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ˊŬɟɎɔɞɜŰŮɠ Űɖɠ Ůˊɞɢɐɠ. ȸŬůɘəɐ Űɞɡɠ Ůˊɘŭɑɤɝɖ ɐŰŬɜ ɖ ŬˊɞůŰŬ-ůɘɞˊɞɑɖůɖ Ŭˊɧ Űɘɠ 

ŭɖɛɞůɘɞɔɟŬűɘəɏɠ ůɡɛɓŬŰɘəɏɠ ŰŮɢɜɘəɏɠ, Űɘɠ əŬŰɎ Űɖɜ əɟɑůɖ Űɞɡɠ ŮˊɘŭŮɟɛɘəɏɠ əŬɘ əŬŰɎ ůɡɜɏˊŮɘŬ 

ŬɜŮˊŬɟəŮɑɠ, əŬɗɩɠ Ůˊɑůɖɠ əŬɘ ɖ ŮɘůŬɔɤɔɐ ɚɞɔɞŰŮɢɜɘəɩɜ ɛŮɗɧŭɤɜ əŬɘ ɛɡɗɞˊɚŬůŰɘəɩɜ Ŭɟɢɩɜ 

ůŰɖ ŭɖɛɞůɘɞɔɟŬűɑŬ. ȼ ŮɘůŬɔɤɔɐ ŬɡŰɐ ŭŮɜ ŬˊɞŰŮɚŮɑ ŬˊŬɟŬɘŰɐŰɤɠ Ůɔɔɨɖůɖ ɛɘŬɠ ŬɡɗŮɜŰɘəɧŰŮɟɖɠ 

ŬɜŬˊŬɟɎůŰŬůɖɠ Űɞɡ ˊɟŬɔɛŬŰɘəɞɨ, ɗŬ ɛˊɞɟɞɨůŮ, ɔɘŬ ˊŬɟɎŭŮɘɔɛŬ, ɜŬ ˊŬɟŬůɨɟŮɘ Űɞ 

ŭɖɛɞůɘɞɔɟɎűɞ ůŮ ŬəɟŬɑɞ ɡˊɞəŮɘɛŮɜɘůɛɧ ɐ əŬɘ ŭɞɔɛŬŰɘůɛɧ ŬəɧɛŬ. ɋůŰɧůɞ, ɖ ɢɟɐůɖ 

ɚɞɔɞŰŮɢɜɘəɩɜ ɛŮɗɧŭɤɜ ůɖɛŬŰɞŭɞŰŮɑ ɛɘŬ əŬɘɜɞŰɞɛɘəɐ, ŭɘŬűɞɟŮŰɘəɐ ˊɟɧŰŬůɖ ɤɠ ˊɟɞɠ Űɖɜ 

Ɏůəɖůɖ Űɞɡ ŭɖɛɞůɘɞɔɟŬűɘəɞɨ ŮˊŬɔɔɏɚɛŬŰɞɠ ɐ Ŭɚɚɘɩɠ ɛɘŬ ŬɜŰɑŭɟŬůɖ ůŰɞ əŬŰŮůŰɖɛɏɜɞ Űɞɡ 

ŭɖɛɞůɘɞɔɟŬűɘəɞɨ əɧůɛɞɡ, ɖ ɞˊɞɑŬ ˊɟɞűŬɜɩɠ ůɡɜɞŭŮɡɧŰŬɜ Ŭˊɧ Űɖɜ ˊŮˊɞɑɗɖůɖ Űɤɜ 

ɡˊɞůŰɖɟɘɢŰɩɜ Űɞɡ əɘɜɐɛŬŰɞɠ ɧŰɘ ɖ ɚɞɔɞŰŮɢɜɑŬ, ŰɞɡɚɎɢɘůŰɞɜ ůŰɖɜ ˊɞɘɞŰɘəɐ ɛɞɟűɐ Űɖɠ, ůŰɞɢŮɨŮɘ 

Ŭˊɧ Űɖ űɨůɖ Űɖɠ ůŰɖɜ ŮɛɓɎɗɡɜůɖ ůŰɞɡɠ ɢŬɟŬəŰɐɟŮɠ əŬɘ ůŰŬ ɔŮɔɞɜɧŰŬ əŬɘ ůɡɜŮˊɩɠ 

ˊɟɞůŮɔɔɑɕŮɘ ůŮ ɏɜŬɜ ˊɞɚɨ ɛŮɔɎɚɞ ɓŬɗɛɧ Űɖɜ ŬɚɐɗŮɘŬ Űɤɜ Ŭɜɗɟɩˊɘɜɤɜ űŬɘɜɞɛɏɜɤɜ.  

ȼ ɜɏŬ ŰɎůɖ ˊɟɞɠ ɛɞɟűɏɠ ɛɖ-ɛɡɗɞˊɚŬůŰɘəɐɠ ɔɟŬűɐɠ Űɖ ŭŮəŬŮŰɑŬ Űɞɡ 1960 ŬɝɘɞˊɞɑɖůŮ Űɞ 

ɔŮɔɞɜɧɠ ɧŰɘ ůŰɖ ɓɘɞɛɖɢŬɜɑŬ Űɤɜ ˊŮɟɘɞŭɘəɩɜ ŰŬ ɢɟɧɜɘŬ ɛŮŰɎ Űɞɜ ȹŮɨŰŮɟɞ ɄŬɔəɧůɛɘɞ ɄɧɚŮɛɞ 

ɡˊɐɟɢŮ ɛɘŬ ɔŮɜɘəɐ ůŰɟɞűɐ Ŭˊɧ ɛɡɗɞˊɚŬůŰɘəɎ ˊɟɞɠ ɛɖ-ɛɡɗɞˊɚŬůŰɘəɎ Ůɑŭɖ. ɄŬɟɎɚɚɖɚŬ, ɞ 

ɞɘəɞɜɞɛɘəɧɠ ŬɜŰŬɔɤɜɘůɛɧɠ ůŰɞ ɢɩɟɞ Űɞɡ ɇɨˊɞɡ Ůɜ ɔɏɜŮɘ ɏəŬɜŮ ˊɘɞ ˊɟɧɗɡɛɞɡɠ Űɞɡɠ ŮəŭɧŰŮɠ ɜŬ 

ɟɘůəɎɟɞɡɜ əŬɘ ɜŬ ŭɞəɘɛɎůɞɡɜ ˊɘɞ ŬůɡɜɐɗɘůŰŮɠ əŬɘ ˊɟɤŰɧŰɡˊŮɠ ɛɞɟűɏɠ ɟŮˊɞɟŰɎɕ. ȼ ˊŬɟŬəɛɐ, 

Ůˊɑůɖɠ, ůŰɞ ɢɩɟɞ Űɖɠ ŬɔɞɟɎɠ Űɞɡ ŭɘɖɔɐɛŬŰɞɠ ŮɜɗɎɟɟɡɜŮ ɧɚɞ əŬɘ ˊŮɟɘůůɧŰŮɟɞɡɠ ŮˊŬɔɔŮɚɛŬŰɑŮɠ 

ɚɞɔɞŰɏɢɜŮɠ ɜŬ ŭɞəɘɛɎůɞɡɜ Űɘɠ ŭɡɜɎɛŮɘɠ Űɞɡɠ ůŰɞɜ ɢɩɟɞ Űɖɠ ɛɖ-ɛɡɗɞˊɚŬůɑŬɠ əŬɘ ˊɘɞ 

ůɡɔəŮəɟɘɛɏɜŬ ůŰɞ ˊŮŭɑɞ Űɖɠ ɏɜŰɡˊɖɠ ŭɖɛɞůɘɞɔɟŬűɑŬɠ. ɆŰɞ ˊɚŬɑůɘɞ Űɖɠ ŭɟɎůɖɠ ŬɡŰɐɠ, 

ˊŬɟŬŰɖɟɞɨɛŮ ɧŰɘ ŬɜŬˊŰɨůůŮŰŬɘ ˊŮɟŬɘŰɏɟɤ ůŰɞɜ ɢɩɟɞ Űɖɠ ŮűɖɛŮɟɑŭŬɠ ɖ ɔɟŬűɐ Űɤɜ 

Ŭɜɗɟɩˊɘɜɤɜ ɘůŰɞɟɘɩɜ (feature stories), ɖ ɞˊɞɑŬ ɛˊɞɟŮɑ ɛŮɜ ɜŬ ŮɑɜŬɘ ŭɖɛɘɞɡɟɔɘəɐ ŬɚɚɎ ůɡɜɐɗɤɠ 

ɡˊɧəŮɘŰŬɘ ůŰɞɡɠ ŬɡůŰɖɟɞɨɠ ˊŮɟɘɞɟɘůɛɞɨɠ Űɞɡ ɢɟɧɜɞɡ ˊɞɡ ŬˊŬɘŰŮɑŰŬɘ ɔɘŬ ɜŬ ŮɟŮɡɜɖɗŮɑ əŬɘ ɜŬ 

ɔɟŬűŰŮɑ ɏɜŬ ɟŮˊɞɟŰɎɕ. ȷˊɧ Űɖɜ Ɏɚɚɖ, ˊŮɟɘɞɟɑɕŮŰŬɘ Ůˊɑůɖɠ Ŭˊɧ Űɞ ŮˊɘŰɟŮˊŰɧ əŬɘ ɗŮɛɘŰɧ ˊŮŭɑɞ 

ˊŬɟɞɡůɑŬůɖɠ Ůɜɧɠ ɟŮˊɞɟŰɎɕ, Ŭűɞɨ ɞɘ ŮəŭɧŰŮɠ Űɤɜ ŮűɖɛŮɟɑŭɤɜ ˊɟɞůɏɢɞɡɜ ɜŬ ɛɖɜ ɝŮˊŮɟŬůŰɞɨɜ 

ŰŬ əŬɗɘŮɟɤɛɏɜŬ ˊɚŬɑůɘŬ. ȷɜŰɑɗŮŰŬ, ůŰɞ ɢɩɟɞ Űɤɜ ˊŮɟɘɞŭɘəɩɜ ɞɘ ŭɖɛɞůɘɞɔɟɎűɞɘ ŭɘɏɗŮŰŬɜ 

ˊŮɟɘůůɧŰŮɟɖ ŬɡŰɞɜɞɛɑŬ, ˊŮɟɘůůɧŰŮɟɞ ɢɟɧɜɞ, ɛŮɔŬɚɨŰŮɟŬ ˊŮɟɘɗɩɟɘŬ əŬɘ ŮɚŮɡɗŮɟɑŬ ɔɘŬ ɜŬ 

ŭɞɡɚɏɣɞɡɜ ɛŮ Űɞɜ Űɟɧˊɞ ˊɞɡ ɞɘ ɑŭɘɞɘ ŮˊɘɗɡɛɞɨůŬɜ, Ůɜɩ Űɞɡɠ ˊɟɞůűɏɟɞɜŰŬɜ Ůˊɑůɖɠ 

ˊŮɟɘůůɧŰŮɟŮɠ ŭɡɜŬŰɧŰɖŰŮɠ ɔɘŬ ɜŬ ˊɟŬɔɛŬŰɞˊɞɘɐůɞɡɜ ŰŬ ɚɞɔɞŰŮɢɜɘəɎ Űɞɡɠ ɧɜŮɘɟŬ əŬɘ ɔɘŬ ɜŬ 

Ŭůəɐůɞɡɜ ɛɘŬ ˊɘɞ ŭɖɛɘɞɡɟɔɘəɐ, ˊɟɞůɤˊɘəɐ ŭɖɛɞůɘɞɔɟŬűɑŬ (Sims, 1990: 84).  

ɆŮ ŬɜŰɑɗŮůɖ, ɚɞɘˊɧɜ, ɛŮ Űɖ ůɡɜɐɗɖ Ɏůəɖůɖ Űɖɠ ŭɖɛɞůɘɞɔɟŬűɑŬɠ Űɤɜ ɟŮˊɧɟŰŮɟ Űɤɜ əŬɗɖɛŮ-

ɟɘɜɩɜ ŮűɖɛŮɟɑŭɤɜ, ɖ ɞˊɞɑŬ ŮɑɢŮ Ŭˊɧ əŬɘɟɧ ůŰŬɛŬŰɐůŮɘ ɜŬ ŮɑɜŬɘ ůŮ ɎɛŮůɖ ůɢɏůɖ ɛŮ ŰŬ űŬɘɜɧ-

ɛŮɜŬ Űɖɠ Ůˊɞɢɐɠ, ɔɘŬ ŭɖɛɞůɘɞɔɟɎűɞɡɠ ˊɞɡ űɘɚɞŭɞɝɞɨůŬɜ ɜŬ ɔɑɜɞɡɜ ůɡɔɔɟŬűŮɑɠ ɖ óɜɏŬ ŭɖɛɞ-

ůɘɞɔɟŬűɑŬô ůɡɛɓɧɚɘɕŮ ɏɜŬ ŬɘůɗɖŰɘəɎ ɧůɞ əŬɘ ɞɘəɞɜɞɛɘəɎ ŬˊŮɚŮɡɗŮɟɤɛɏɜɞ Ŭˊɧ ˊŮɟɘɞ-ɟɘůɛɞɨɠ 
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ˊŮŭɑɞ ŮɟɔŬůɑŬɠ. ȷˊŬɚɚŬɔɛɏɜɞɘ Ŭˊɧ Űɞ ɛɞɜɧŰɞɜɞ əŬɗɐəɞɜ ɜŬ ůɡɜŮɟɔɎɕɞɜŰŬɘ ɛŮ ˊŮɟɘɞŭɘəɎ 

Ůɘŭɘəɞɨ ŮɜŭɘŬűɏɟɞɜŰɞɠ, ɞɘ free-lancers ŭɖɛɞůɘɞɔɟɎűɞɘ ŮɑɢŬɜ ŰɩɟŬ ɔɘŬ ˊɟɩŰɖ űɞɟɎ Űɖɜ ŮɡəŬɘɟɑŬ 

ɜŬ ñɞɟɔɩůɞɡɜò Űɖ ɢɩɟŬ ůŮ ŬɜŬɕɐŰɖůɖ Űɞɡ ŬɛŮɟɘəɎɜɘəɞɡ zeitgeist əŬɘ ɛɎɚɘůŰŬ ɜŬ ŬɛŮɘűɗɞɨɜ 

ɘŭɘŬɑŰŮɟŬ əŬɚɎ ɔɘô ŬɡŰɧ. ɄɎɜŰɤɠ ɞɘ Ŭɔɞɟɏɠ ůŮ ɎɚɚŮɠ ˊŮɟɘɞɢɏɠ Űɖɠ ɢɩɟŬɠ ˊɏɟŬɜ Űɖɠ ɁɏŬɠ 

Ɉɧɟəɖɠ, ɖ ɞˊɞɑŬ Űɖɜ Ůˊɞɢɐ ŮəŮɑɜɖ ɗŮɤɟɞɨɜŰŬɜ Űɞ əɏɜŰɟɞ Űɖɠ Ůɗɜɘəɐɠ ˊɞɚɘŰɘůɛɘəɐɠ ɓɘɞɛɖ-

ɢŬɜɑŬɠ əŬɘ ɖ ɀɏəəŬ Űɤɜ ɜɏɤɜ űɘɚɧŭɞɝɤɜ ůɡɔɔɟŬűɏɤɜ, ůˊɎɜɘŬ ɛˊɞɟɞɨůŬɜ ɜŬ ŬɜŰɏɝɞɡɜ Űɘɠ 

ɞɘəɞɜɞɛɘəɏɠ ɡˊŮɟɓɞɚɏɠ ˊɞɡ ŬˊŬɘŰɞɨɜŰŬɜ ɔɘŬ Űɞ ɚŮɔɧɛŮɜɞ ɟŮˊɞɟŰɎɕ əŬŰŬɓɨɗɘůɖɠ (immersion/sa-

turation reporting) Űɤɜ ñɜɏɤɜ ŭɖɛɞůɘɞɔɟɎűɤɜò -Űɞ ɞˊɞɑɞ ɐŰŬɜ ɚŮˊŰɞɛŮɟɏɠ, ůɢɞɚŬůŰɘəɧ əŬɘ 

ɢɟɞɜɞɓɧɟɞ- əŬɗɩɠ əŬɘ Űɘɠ ˊɞɚɡŭɎˊŬɜŮɠ ŬɜɎɔəŮɠ ˊɞɡ ŬˊŬɘŰɞɨůŮ ɖ ɏɟŮɡɜŬ, ɖ ŮɝŬəɟɑɓɤůɖ ůŰɞɘ-

ɢŮɑɤɜ əŬɘ ɖ ŭɘŬůŰŬɨɟɤůɖ Űɤɜ ˊɚɖɟɞűɞɟɘɩɜ Űɞɡ ɚɞɔɞŰŮɢɜɘəɞɨ ɟŮˊɞɟŰɎɕ (Pauly, 1990: 120). 

ȷɡŰɧ ˊɞɡ ŭɘŬˊɘůŰɩɜɞɡɛŮ ŮɑɜŬɘ, ɚɞɘˊɧɜ, ɧŰɘ Ŭˊɧ Űɖ ɛɑŬ ˊɚŮɡɟɎ ɞɘ ŬɟɗɞɔɟɎűɞɘ ůŰŬ ˊŮɟɘɞŭɘəɎ 

ɐɗŮɚŬɜ ɛɏůɤ Űɤɜ ɚɞɔɞŰŮɢɜɘəɩɜ ɟŮˊɞɟŰɎɕ Űɞɡɠ ɜŬ ˊɟɞůŮɚəɨůɞɡɜ Űɞ ŮɜŭɘŬűɏɟɞɜ Űɤɜ ŮəŭɞŰɩɜ 

ɏŰůɘ ɩůŰŮ ůŰɖ ůɡɜɏɢŮɘŬ ɜŬ Űɞɡɠ ɔɑɜŮɘ ɛɘŬ əŬɚɐ ˊɟɧŰŬůɖ ɔɘŬ Űɖɜ ɏəŭɞůɖ ɓɘɓɚɑɞɡ əŬɘ, Ŭˊɧ Űɖɜ 

Ɏɚɚɖ ˊɚŮɡɟɎ, ɧŰɘ ɞɘ ŮəŭɧŰŮɠ Űɤɜ ˊŮɟɘɞŭɘəɩɜ ɢɟɖůɘɛɞˊɞɑɖůŬɜ Űɖɜ ŮˊɘŰɡɢɑŬ Űɤɜ ˊŬɟŬˊɎɜɤ 

ɟŮˊɞɟŰɎɕ, ŬˊɞűŬůɑɕɞɜŰŬɠ ɜŬ ŰŬ ɛŮŰŬŰɟɏɣɞɡɜ ůŰɖ ůɡɜɏɢŮɘŬ ůŮ ɓɘɓɚɑŬ, ˊɞɜŰɎɟɞɜŰŬɠ ůŰɖɜ 

ˊɘɗŬɜɐ Űɞɡɠ ŮˊɘŰɡɢɑŬ.  

ȼ ñɜɏŬ ŭɖɛɞůɘɞɔɟŬűɑŬò ůŰɖɜ ŬɡɗŮɜŰɘəɐ ɛɞɟűɐ Űɖɠ, ŭɖɚŬŭɐ ɤɠ ɛɖ-ɛɡɗɞˊɚŬůŰɘəɧ ɟŮˊɞɟŰɎɕ 

ɓɎɗɞɡɠ ɔɘŬ Űɞɜ ɢɩɟɞ Űɖɠ ɏɜŰɡˊɖɠ ŭɖɛɞůɘɞɔɟŬűɑŬɠ, ŬˊɞŰŮɚɞɨůŮ ɏɜŬ Ŭəɟɘɓɧ ɔɞɨůŰɞ ˊɞɡ ɚɑɔɞɘ 

ŮˊɘűŬɜŮɑɠ ŮəŭɧŰŮɠ ɛˊɞɟɞɨůŬɜ ɜŬ ɡˊɞůŰɖɟɑɝɞɡɜ. ɇŬ ɛɖ ˊŬɟŬŭɞůɘŬəɎ ɀɀȺ, ɡˊɞɚɞɔɑɕɞɜŰŬɠ 

ůŰɖɜ ɘəŬɜɞˊɞɑɖůɖ Űɤɜ ˊɟɞůŭɞəɘɩɜ Űɞɡ ŬɜŬɔɜɤůŰɘəɞɨ əɞɘɜɞɨ əŬɘ ɓŬůɘɕɧɛŮɜɞɘ ůŰɞɜ Ŭɟɘɗɛɧ 

Űɤɜ ˊɤɚɐůŮɤɜ, ůŰŬ ˊɞůɞůŰɎ Ŭˊɧ Űɘɠ ŭɘŬűɖɛɑůŮɘɠ əŬɘ ɔŮɜɘəɧŰŮɟŬ ůŰŬ ˊɞůɞůŰɎ əɏɟŭɞɡɠ, 

ůŰɟɎűɖəŬɜ ŮˊɘŰɡɢɩɠ ůŮ ˊɘɞ ɚɞɔɞŰŮɢɜɘəɏɠ əŬɘ ŬűɖɔɖɛŬŰɘəɏɠ ɛɞɟűɏɠ ůŰɖ ŭɖɛɞůɘɞɔɟŬűɑŬ. ɇɞ 

ɔŮɔɞɜɧɠ ŬɡŰɧ ŭŮɜ ˊɏɟŬůŮ ŬˊŬɟŬŰɐɟɖŰɞ Ŭˊɧ Űɞɡɠ ˊɘɞ ůɡɛɓŬŰɘəɞɨɠ ŭɖɛɞůɘɞɔɟŬűɘəɞɨɠ 

ɞɟɔŬɜɘůɛɞɨɠ, ɞɘ ɞˊɞɑɞɘ, ůŮ ŬˊɎɜŰɖůɖ Űɤɜ ŬɜŰŬɔɤɜɘůŰɘəɩɜ ˊɘɏůŮɤɜ Űɤɜ ŬɜŰɘˊɎɚɤɜ, ɎɟɢɘůŬɜ 

əɘ ŬɡŰɞɑ ɜŬ ɔɑɜɞɜŰŬɘ ˊɘɞ ˊɟɧɗɡɛɞɘ ŬˊɏɜŬɜŰɘ ůŮ ˊŮɘɟŬɛŬŰɘůɛɞɨɠ.  

ũɘŬ ɞŰɘŭɐˊɞŰŮ əŬɘ ɜŬ ɏɔɟŬűŬɜ ɞɘ ɜɏɞɘ ŭɖɛɞůɘɞɔɟɎűɞɘ, ɏɔɟŬűŬɜ ˊɎɜŰɞŰŮ Ůɛɛɏůɤɠ əŬɘ ɔɘŬ Űɞ ɑŭɘɞ 

Űɞ ɟŮˊɞɟŰɎɕ, Űɖɜ ɑŭɘŬ Űɖ ŭɘŬŭɘəŬůɑŬ ŭɖɚŬŭɐ Űɖɠ ˊŬɟŬɔɤɔɐɠ Űɞɡ. ɆŰɖɜ ˊŬɟŬŭɞůɘŬəɐ 

ŭɖɛɞůɘɞɔɟŬűɑŬ ɖ űɧɟɛŬ ɐŰŬɜ ŬˊɚɎ Űɞ ñɧɢɖɛŬò Űɖɠ Ůɑŭɖůɖɠ, Ůɜɩ ůŰɖ ñɜɏŬ ŭɖɛɞůɘɞɔɟŬűɑŬò ɖ 

űɧɟɛŬ, ɞ Űɟɧˊɞɠ ɛŮŰɎŭɞůɖɠ Űɖɠ Ůɑŭɖůɖɠ, ůɡɜɘůŰɎ ůɡɢɜɎ ŰɛɐɛŬ Űɞɡ ŭɖɛɞůɘɞɔɟŬűɘəɞɨ Ɏɟɗɟɞɡ, 

ŭɑˊɚŬ ůŰɞ ˊɟŬɔɛŬŰɘəɧ ɗɏɛŬ. ɆŰɖ ŭŮəŬŮŰɑŬ Űɞɡ 1930, ɡˊɐɟɢŮ ɛɘŬ ŭɘɎɢɡŰɖ ŬɚɚɎ ůɡɔəŬɚɡɛɛɏɜɖ 

Ŭɑůɗɖůɖ ɧŰɘ ɖ ɑŭɘŬ ɖ ŭɘŬŭɘəŬůɑŬ Űɞɡ ɟŮˊɞɟŰɎɕ ɐŰŬɜ ˊɟɞɓɚɖɛŬŰɘəɐ əŬɘ ɧŰɘ ɖ ŮɛˊŮɘɟɑŬ Űɖɠ 

ˊɟɎɝɖɠ Űɞɡ ɟŮˊɞɟŰɎɕ ɗŬ ɏˊɟŮˊŮ ɜŬ ůɡɛˊŮɟɘɚŬɛɓɎɜŮŰŬɘ ɛɏůŬ ůŰɖɜ ɘůŰɞɟɑŬ, Ŭɟɢɐ ˊɞɡ ŭɘɏˊŮɘ 

ɎɚɚɤůŰŮ ɛŮŰŬɝɨ Ɏɚɚɤɜ əŬɘ Űɞɜ ɚɞɔɞŰŮɢɜɘəɧ ɛɞɜŰŮɟɜɘůɛɧ. ɇɞ ɏɟɔɞ Let Us Now Praise Famous 

Men Űɞɡ James Agee ŬˊɞŰŮɚŮɑ Űɞ ˊɘo ɢŬɟŬəŰɖɟɘůŰɘəɧ ˊŬɟɎŭŮɘɔɛŬ ŬɡŰɐɠ Űɖɠ ŰɎůɖɠ.  
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ɇɞ ŮɘəɞɜɞəɚŬůŰɘəɧ ůɡɔɔɟŬűɘəɧ ɨűɞɠ Űɤɜ ŭɖɛɞůɘɞɔɟɎűɤɜ ˊɞɡ ůɡůˊŮɘɟɩɗɖəŬɜ ɔɨɟɤ Ŭˊɧ Űɖɜ 

ɘŭɏŬ Űɖɠ ñɜɏŬɠ ŭɖɛɞůɘɞɔɟŬűɑŬɠò, ɖ ŮɔəŬŰɎɚŮɘɣɖ Űɞɡ ɞɡŭɏŰŮɟɞɡ Űɧɜɞɡ ůŰɞ ɟŮˊɞɟŰɎɕ ˊɟɞɠ 

ɧűŮɚɞɠ ɛɘŬɠ Ŭűɐɔɖůɖɠ ůəɧˊɘɛŬ ˊɟɞəɚɖŰɘəɐɠ, ˊɞɚɘŰɘəɎ əŬɘ ˊɞɚɘŰɘůɛɘəɎ ůŰɟŬŰŮɡɛɏɜɖɠ, 

ŮɝɞɟɔɑɕŮɘ ŰŬ ůɡɜŰɖɟɖŰɘəɎ ɛɏůŬ ŮˊɘəɞɘɜɤɜɑŬɠ əŬɘ ŰŬ ɞŭɖɔŮɑ ůŰɞɜ Ŭűɞɟɘůɛɧ Űɞɡ əɘɜɐɛŬŰɞɠ ɤɠ 

ˊŬɟŬŭɖɛɞůɘɞɔɟŬűɑŬ (parajournalism). Ʉɞɚɚɞɑ ɛɎɚɘůŰŬ űŰɎɜɞɡɜ ůŰɞ ůɖɛŮɑɞ ɜŬ ˊŬɟɞɡ-

ůɘɎůɞɡɜ Űɖ ñɜɏŬ ŭɖɛɞůɘɞɔɟŬűɑŬò ɤɠ ɛɞɜŰɏɟɜŬ ɛŮŰŮɝɏɚɘɝɖ Űɞɡ ȾɑŰɟɘɜɞɡ ɇɨˊɞɡ (Ůɜɧɠ ɧɟɞɡ 

ˊɞɡ ŮɑɢŮ ɢɟɖůɘɛɞˊɞɘɖɗŮɑ ɔɘŬ ˊɟɩŰɖ űɞɟɎ ɔɨɟɤ ůŰŬ 1897 ɔɘŬ ɜŬ ˊŮɟɘɔɟɎɣŮɘ Űɖɜ ŮɜŰɡˊɤ-

ůɘɞɗɖɟɘəɐ ˊɟŬəŰɘəɐ Űɞɡ William Rudolf Hearst Űɖɠ New York Journal əŬɘ Űɞɡ Joseph Pulitzer 

Űɖɠ New York World). ȾŬɘ ŬɡŰɧ, ɔɘŬŰɑ, ŮəŰɧɠ Ŭˊɧ ˊɞɚɨ ůɖɛŬɜŰɘəɎ əŮɑɛŮɜŬ Ŭɝɘɧɚɞɔɤɜ 

ŭɖɛɞůɘɞɔɟɎűɤɜ Űɖɠ Ůˊɞɢɐɠ ɧˊɤɠ Űɤɜ Tom Wolfe, Truman Capote, Norman Mailer əŬɘ 

Hunter S. Thompson, ɖ ñɜɏŬ ŭɖɛɞůɘɞɔɟŬűɑŬò ˊŬɟɐɔŬɔŮ Ůˊɑůɖɠ ŮˊɘɜɞɖɛɏɜŬ ɟŮˊɞɟŰɎɕ əŬɘ 

ˊɚŬůŰɏɠ ůɡɜŮɜŰŮɨɝŮɘɠ, əŮɑɛŮɜŬ ñŬɜŬɝɘɧˊɘůŰŬò, ˊɞɡ ɗɡůɑŬɕŬɜ ůŰɞ ɓɤɛɧ Űɖɠ ɔɚŬűɡɟɧŰɖŰŬɠ əŬɘ 

Űɞɡ ŮɜŰɡˊɤůɘŬůɛɞɨ Űɞ ŮˊɘɢŮɑɟɖɛŬ əŬɘ Űɖɜ ɏɟŮɡɜŬ. 

ɆɡɛˊŮɟŬůɛŬŰɘəɎ, ɖ ñɜɏŬ ŭɖɛɞůɘɞɔɟŬűɑŬò ŬɜŰŬˊɞəɟɘɜɧŰŬɜ əŬɘ ˊŬɟɎɚɚɖɚŬ ɓɞɖɗɞɨůŮ ůŰɞ ɜŬ 

ŭɖɛɘɞɡɟɔɖɗŮɑ Űɞ əɞɘɜɧ ɛɘŬɠ əɟɘŰɘəɐɠ əɞɡɚŰɞɨɟŬɠ. ȷɜ əŬɘ ŭŮɜ ŮɑɢŮ ɎɛŮůɖ ŮˊɑŭɟŬůɖ ůŰɖ ɔɟŬűɐ 

Űɤɜ ŮɘŭɐůŮɤɜ ůŰɘɠ əŬɗɖɛŮɟɘɜɏɠ ŮűɖɛŮɟɑŭŮɠ, ŮɑɢŮ ɤůŰɧůɞ ůɖɛŬɜŰɘəɎ ŬˊɞŰŮɚɏůɛŬŰŬ. ɆɡɔəŮ-

əɟɘɛɏɜŬ, ɞŭɐɔɖůŮ ůŰŬŭɘŬəɎ Űɘɠ ŮűɖɛŮɟɑŭŮɠ, ɧˊɤɠ ɔɘŬ ˊŬɟɎŭŮɘɔɛŬ Űɘɠ New York Times əŬɘ 

Chicago Tribune, ɜŬ ůŰɟŬűɞɨɜ ˊŮɟɘůůɧŰŮɟɞ ůŰɖ ůɡɔɔɟŬűɐ Ŭɜɗɟɩˊɘɜɤɜ ɘůŰɞɟɘɩɜ (feature 

writing) ɞɘ ɞˊɞɑŮɠ əɡɟɘŬɟɢɞɨůŬɜ ŰɧŰŮ ůŰɞ ɢɩɟɞ Űɤɜ ˊŮɟɘɞŭɘəɩɜ. 

ȼ ñɜɏŬ ŭɖɛɞůɘɞɔɟŬűɑŬò ŮɑɢŮ ɤɠ ůɡɜɏˊŮɘŬ ɛɘŬ ɞɡůɘŬůŰɘəɐ ɛŮŰŬɓɞɚɐ ůŰɞ ˊɚŬɑůɘɞ Űɞɡ ŭɖɛɞ-

ůɘɞɔɟŬűɘəɞɨ ŭɡɜŬɛɘəɞɨ, əŬɗɩɠ ɞɘ ŮűɖɛŮɟɑŭŮɠ ɎɟɢɘůŬɜ ɜŬ ɓŬůɑɕɞɜŰŬɘ ɧɚɞ əŬɘ ˊŮɟɘůůɧŰŮɟɞ ůŮ 

ŬɜŮɝɎɟŰɖŰɞɡɠ ŮɝɤŰŮɟɘəɞɨɠ ůɡɜŮɟɔɎŰŮɠ (freelancers) ˊŬɟɎ ůŰɞ ŰŬəŰɘəɧ ŭɖɛɞůɘɞɔɟŬűɘəɧ 

ŭɡɜŬɛɘəɧ Űɞɡɠ ˊɞɡ ɓɟɘůəɧŰŬɜ əŬɘ ŮɟɔŬɕɧŰŬɜ ŮɜŰɧɠ Űɖɠ ŮűɖɛŮɟɑŭŬɠ. ɇɞ ůɡɔɔɟŬűɘəɧ ŰŬɚɏɜŰɞ, 

ɖ ́ɟɞůɤˊɘəɐ ɔɟŬűɐ, Űɞ ɨűɞɠ əŬɘ ɖ ŭɘŬɑůɗɖůɖ Űɤɜ ɜɏɤɜ ŭɖɛɞůɘɞɔɟɎűɤɜ ɏůŰɟŮűŬɜ ɧɚɞ əŬɘ 

ˊŮɟɘůůɞŰɏɟɞɡɠ ŭɖɛɞůɘɞɔɟɎűɞɡɠ əŬɘ ŬɜŬɔɜɩůŰŮɠ ɛŬəɟɘɎ Ŭˊɧ Űɖɜ ɡˊɞŰɘɗɏɛŮɜɖ ŬɜŰɘəŮɘɛŮ-

ɜɘəɧŰɖŰŬ Űɖɠ ˊŬɟŬŭɞůɘŬəɐɠ ŭɖɛɞůɘɞɔɟŬűɑŬɠ 
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Footnotes 

 

1. ɆŰɞ ȿŮɝɘəɧ ɜŮɞŮɚɚɖɜɘəɐɠ ɚɞɔɞŰŮɢɜɑŬɠ (ůɡɔɔɟŬűɏŬɠ ɚɐɛɛŬŰɞɠ ũ.Ɂ.Ʉ., 2007, ŮəŭɧůŮɘɠ 

ɄŬŰɎəɖ) ŭɘŬɓɎɕɞɡɛŮ ɔɨɟɤ Ŭˊɧ Űɖɜ ɏɜɜɞɘŬ Űɖɠ ɛɡɗɞˊɚŬůɑŬɠ (fiction): ç ɞɘ Ŭɔɔɚɧűɤɜɞɘ 

əɟɘŰɘəɞɑ, ůŰɞɡɠ ɞˊɞɑɞɡɠ ŬɜɐəŮɘ əŬɘ ɖ ˊŬŰɟɧŰɖŰŬ Űɞɡ ɧɟɞɡ, ůɡɜɐɗɤɠ ůɡɜŭɏɞɡɜ Űɖ ɛɡɗɞˊɚŬůɑŬ 

ɛŮ Űɖɜ Ŭűɐɔɖůɖ, ˊɟɞŰŮɑɜɞɜŰŬɠ ɞɟɘůɛɞɨɠ ɧˊɤɠ ɞ ˊŬɟŬəɎŰɤ: əɎɗŮ űŬɜŰŬůŰɘəɐ ɐ Ůˊɘɜɞɖɛɏɜɖ 

Ŭűɐɔɖůɖ, əŬɗɩɠ əŬɘ ɖ ɚɞɔɞŰŮɢɜɑŬ ˊɞɡ ˊŮɟɘɚŬɛɓɎɜŮɘ ŰɏŰɞɘɞɡ Ůɑŭɞɡɠ ŬűɖɔɐůŮɘɠ, ůɡɜɐɗɤɠ ůŮ 

ˊŮɕɧ ɚɧɔɞ. ɄɟɎɔɛŬŰɘ, ˊŬɟɎ Űɞ ɔŮɔɞɜɧɠ ɧŰɘ ɛɡɗɞˊɚŬůŰɘəɎ ůŰɞɘɢŮɑŬ ˊŮɟɘɏɢɞɜŰŬɘ ůŮ ɧɚŮɠ 

ůɢŮŭɧɜ Űɘɠ əŬɚɚɘŰŮɢɜɘəɏɠ ɛɞɟűɏɠ, əɎŰɤ Ŭˊɧ Űɖɜ ɘůɢɡɟɐ Ůˊɘɟɟɞɐ Űɖɠ Ŭɔɔɚɘəɐɠ ɞɟɞɚɞɔɑŬɠ ɖ 

ɛɡɗɞˊɚŬůɑŬ ůɡɜŭɏɗɖəŮ ůɢŮŭɧɜ ŬˊɞəɚŮɘůŰɘəɎ ɛŮ ɏɜŬ ůɡɔəŮəɟɘɛɏɜɞ Ůɑŭɞɠ Ŭűɐɔɖůɖɠ. 

ɄɟɧəŮɘŰŬɘ ɔɘŬ Űɖ ɚŮɔɧɛŮɜɖ ɛɡɗɞˊɚŬůŰɘəɐ Ŭűɐɔɖůɖ, ɖ ɞˊɞɑŬ ŭɘŬəɟɑɜŮŰŬɘ Ŭˊɧ Űɖɜ Ŭűɐɔɖůɖ 

ˊɟŬɔɛŬŰɘəɩɜ ɔŮɔɞɜɧŰɤɜ (ˊ.ɢ. ɘůŰɞɟɘəɐ Ŭűɐɔɖůɖ), ŭɘɧŰɘ Űɞ ŬɜŰɘəŮɑɛŮɜɧ Űɖɠ ŬˊɞŰŮɚŮɑ Ůˊɘɜɧɖůɖ 

Űɞɡ ɡˊɞəŮɘɛɏɜɞɡ Űɖɠ: ɧɚŬ ɧůŬ ˊŮɟɘɚŬɛɓɎɜŮɘ ɛɘŬ ŰɏŰɞɘŬ Ŭűɐɔɖůɖ ɞ ɢɩɟɞɠ, ŰŬ ˊɟɧůɤˊŬ, ŰŬ 

ɔŮɔɞɜɧŰŬ ə.ɚ.ˊ ŮɑɜŬɘ Ůɝɞɚɞəɚɐɟɞɡ ɐ ůŮ ŬɟəŮŰɎ ɛŮɔɎɚɞ ɓŬɗɛɧ ŮˊɘɜɞɖɛɏɜŬĿ ŬˊɞŰŮɚɞɨɜ 

ˊɟɞɥɧɜŰŬ Űɖɠ űŬɜŰŬůɑŬɠ Ůɜɧɠ Ŭɜɗɟɩˊɞɡ-ŬűɖɔɖŰɐ əŬɘ ɚŮɘŰɞɡɟɔɞɨɜ ɛɧɜɞ ůŰɞ ˊɚŬɑůɘɞ Űɖɠ 

ŬűɖɔɖɛŬŰɘəɐɠ ˊɟɎɝɖɠ, Ůɜɩ əŬɗɞɟɑɕɞɜŰŬɘ ɛŮ Űɖ ůŮɘɟɎ Űɞɡɠ Ŭˊɧ ůɡɔəŮəɟɘɛɏɜŮɠ ůɡɛɓɎůŮɘɠ. ɀŮ 

ɎɚɚŬ ɚɧɔɘŬ, əɎɗŮ ŬˊɧˊŮɘɟŬ ɔɘŬ ɛɡɗɞˊɚŬůɑŬ ůɖɛŬɑɜŮɘ Űɖ ŭɖɛɘɞɡɟɔɑŬ Ůɜɧɠ ɞɚɧəɚɖɟɞɡ əɧůɛɞɡ 

ɞ ɞˊɞɑɞɠ ɚŮɘŰɞɡɟɔŮɑ ɛŮ ɓɎůɖ ŰŬ ŭɘəɎ Űɞɡ ŭŮŭɞɛɏɜŬ əŬɘ Űɖ ŭɘəɐ Űɞɡ ɚɞɔɘəɐ». 

ȼ ɚɞɔɞŰŮɢɜɘəɐ ŭɖɛɞůɘɞɔɟŬűɑŬ ŬˊɞŰŮɚŮɑ ůɡɜŮˊɩɠ ɛɘŬ ɛɖ-ɛɡɗɞˊɚŬůŰɘəɐ Ŭűɐɔɖůɖ, Ŭűɞɨ 

ŬűɖɔŮɑŰŬɘ ˊɟŬɔɛŬŰɘəɎ ɔŮɔɞɜɧŰŬ. ɋůŰɧůɞ Űɞ ŮˊɑɗŮŰɞ çɚɞɔɞŰŮɢɜɘəɧɠè ŭɑˊɚŬ ůŰɖ 

ŭɖɛɞůɘɞɔɟŬűɑŬ (literary journalism) ɐ ŭɑˊɚŬ ůŰɖ ɛɖ-ɛɡɗɞˊɚŬůɑŬ, ɧˊɤɠ Ŭɚɚɘɩɠ ˊɞɚɚɞɑ 

ɛŮɚŮŰɖŰɏɠ ŬˊɞəŬɚɞɨɜ Űɞ űŬɘɜɧɛŮɜɞ (literary non-fiction), ŮɑɜŬɘ ɡˊŮɨɗɡɜɞ ɔɘŬ Űɞ əɟɘŰɘəɧ 

ˊɟɧɓɚɖɛŬ Űɖɠ ŰŬɡŰɧŰɖŰŬɠ Űɞɡ űŬɘɜɞɛɏɜɞɡ. 

2. ũɘŬ Űɞɜ Evelyn Waugh ɓɚ. Salwen B Michael, «Evelyn Waugh in Aithiopia: the novelist 

as war correspondent and journalism critic»,ůŰɞ Journalism Studies, 2 (1), 5-25. 

3. ɆŰɞ ȿŮɝɘəɧ ɜŮɞŮɚɚɖɜɘəɐɠ ɚɞɔɞŰŮɢɜɑŬɠ, (ůɡɔɔɟŬűɏŬɠ ɚɐɛɛŬŰɞɠ ũ.Ɂ.Ʉ., 2007, ŮəŭɧůŮɘɠ 

ɄŬŰɎəɖ) ŭɘŬɓɎɕɞɡɛŮ ůɢŮŰɘəɎ ɛŮ Űɖɜ Ŭűɐɔɖůɖ: çũɘŬ Űɖ ůɨɔɢɟɞɜɖ ɗŮɤɟɑŬ Űɖɠ ɚɞɔɞŰŮɢɜɑŬɠ, ɞ 

ɧɟɞɠ Ŭűɐɔɖůɖ ŮɑɜŬɘ Ŭˊɧ Űɞɡɠ ˊɘɞ ɓŬůɘəɞɨɠ əŬɘ Űɞɡɠ ˊɘɞ ˊɟɞɓɚɖɛŬŰɘəɞɨɠ ɤɠ ˊɟɞɠ Űɖ ůɖɛŬůɑŬ 

Űɞɡ, ŮˊŮɘŭɐ əŬɚɨˊŰŮɘ ɏɜŬ ŬɟəŮŰɎ Ůɡɟɨ Ůɜɜɞɘɞɚɞɔɘəɧ űɎůɛŬ, ɛŮ ŭɘŬűɞɟŮŰɘəɏɠ ŬˊɞŭɧůŮɘɠ ůŮ 

əɎɗŮ ɔɚɩůůŬ. ũɘŬ ˊŬɟɎŭŮɘɔɛŬ ůŰŬ ŬɔɔɚɘəɎ, ŮəŰɧɠ Ŭˊɧ Űɞɡɠ ɧɟɞɡɠ óónarrationôô əŬɘ 

óónarrativeôô, Űɤɜ ɞˊɞɑɤɜ ɖ ŭɘŬűɞɟɎ ŭŮɜ ŮɑɜŬɘ ˊɎɜŰɞŰŮ ůŬűɐɠ, ɡˊɎɟɢŮɘ əŬɘ ɖ ˊŮɟɑűɟŬůɖ 

óónarrative fictionôô, ɧˊɞɡ Ŭűɐɔɖůɖ əŬɘ ɛɡɗɞˊɚŬůɑŬ ůɡɔɢɏɞɜŰŬɘ. ɆŰŬ ɔŬɚɚɘəɎ, ɖ ŭɧəɘɛɖ 

ɞɟɞɚɞɔɑŬ ŮɑɜŬɘ ŭɘˊɚɐ, əŬɗɩɠ ɢɟɖůɘɛɞˊɞɘɞɨɜŰŬɘ Ůɡɟɏɤɠ ɞɘ ɧɟɞɘ óónarrationôô əŬɘ óórécitôô. ɇɞ 

ɑŭɘɞ əŬɘ ůŰŬ ɔŮɟɛŬɜɘəɎ, ɛŮ Űɞɡɠ ɧɟɞɡɠ óóEpikôô əŬɘ óóErzählungôô (ɛŮ Űɞɜ ŰŮɚŮɡŰŬɑɞ ɜŬ 
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ŬˊɞŭɑŭŮɘ əŬɘ Űɞ ŭɘɐɔɖɛŬ). ɆŰŬ ŮɚɚɖɜɘəɎ, ɞ ɧɟɞɠ űŬɑɜŮŰŬɘ ɜŬ əŬɚɨˊŰŮɘ ŰɟŮɘɠ ŰɞɡɚɎɢɘůŰɞɜ 

ɏɜɜɞɘŮɠ, ɞɘ ɞˊɞɑŮɠ ŬɜŬɔɜɤɟɑɕɞɜŰŬɘ əŬɘ Ŭɚɚɞɨ, ɛŮ ɛɘəɟɏɠ ˊŬɟŬɚɚŬɔɏɠ (ˊ.ɢ. Ŭˊɧ Űɞɡɠ 

ŬűɖɔɖɛŬŰɞɚɧɔɞɡɠ Gérard Genette ůŰɞ ɔŬɚɚɧűɤɜɞ ɢɩɟɞ əŬɘ Gerarld Prince ůŰɞɜ 

Ŭɔɔɚɧűɤɜɞ). ȾŬŰŬɟɢɐɜ, ɛˊɞɟŮɑ ɜŬ ɞɟɘůŰŮɑ ɤɠ ɛɘŬ ŮˊɘəɞɘɜɤɜɘŬəɐ ˊɟɎɝɖ ɛŮ Űɖɜ ɞˊɞɑŬ 

ˊŬɟɞɡůɘɎɕŮŰŬɘ ˊɟɞűɞɟɘəɎ ɐ ɔɟŬˊŰɎ, ɏɜŬ ɔŮɔɞɜɧɠ ɐ ɛɘŬ ůŮɘɟɎ ɔŮɔɞɜɧŰɤɜ, ˊɟŬɔɛŬŰɘəɩɜ ɐ 

ɛɡɗɞˊɚŬůŰɘəɩɜ. ɀŮ Űɖɜ ɏɜɜɞɘŬ ŬɡŰɐ, ɖ Ŭűɐɔɖůɖ ŮɑɜŬɘ ɛɘŬ ŭɘŬŭɘəŬůɑŬ ɖ ɞˊɞɑŬ ˊɟɞɦˊɞɗɏŰŮɘ 

ɏɜŬɜ ˊɞɛˊɧ (ŬűɖɔɖŰɐɠ), ɏɜŬɜ ŭɏəŰɖ (ŬˊɞŭɏəŰɖɠ Űɖɠ Ŭűɐɔɖůɖɠ) əŬɘ ɏɜŬ ɛɐɜɡɛŬ (ɗɏɛŬ, 

ˊŮɟɘŮɢɧɛŮɜɞ). ɇɞ ŰŮɚŮɡŰŬɑɞ, ŭɖɚŬŭɐ, ɖ ɑŭɘŬ ɖ ŭɘŬŭɞɢɐ Űɤɜ ɔŮɔɞɜɧŰɤɜ ůŮ ɢɟɞɜɘəɐ əŬɘ ŬɘŰɘŬəɐ 

ůŮɘɟɎ əŬɘ ɞɘ ˊɞɘəɑɚŮɠ ůɢɏůŮɘɠ ˊɞɡ ŬɜŬˊŰɨůůɞɜŰŬɘ ɛŮŰŬɝɨ Űɞɡɠ, ɛˊɞɟŮɑ Ůˊɑůɖɠ ɜŬ ŭɖɚɤɗŮɑ ɛŮ 

Űɞɜ ɧɟɞ Ŭűɐɔɖůɖ. ɇɏɚɞɠ, Ŭűɐɔɖůɖ ɞɜɞɛɎɕŮŰŬɘ Űɞ ˊɟɞɥɧɜ Űɖɠ ŬűɖɔɖɛŬŰɘəɐɠ ŭɘŬŭɘəŬůɑŬɠ, Űɞ 

ŬűɖɔɖɛŬŰɘəɧ əŮɑɛŮɜɞ (ɔɘŬ Űɖ ůɖɛŬůɑŬ ŬɡŰɐ ɢɟɖůɘɛɞˊɞɘŮɑŰŬɘ ůŰŬ ŮɚɚɖɜɘəɎ əŬɘ ɞ ɧɟɞɠ 

ŬűɐɔɖɛŬ)». 

ȳůɞɜ ŬűɞɟɎ Űɖɜ ˊŮɟɑˊŰɤůɖ Űɤɜ ɀɀȺ «ɖ ŬɜɎɚɡůɖ Űɖɠ Ŭűɐɔɖůɖɠ ɡɘɞɗŮŰŮɑ Űɞɜ ɞɟɘůɛɧ Űɞɡ 

ŬűɖɔɐɛŬŰɞɠ ɤɠ ɢɟɞɜɘəɐɠ əŬŰɎ ɓɎůɖɠ ŭɞɛɐɠ -ɛŮ Űɞɜ ŬˊɚɞɨůŰŮɟɞ ɞɟɘůɛɧ óŰŬ ŬűɖɔɐɛŬŰŬ ŮɑɜŬɘ 

ɘůŰɞɟɑŮɠ ˊɞɡ ɚŬɛɓɎɜɞɡɜ ɢɩɟŬ ɛɏůŬ ůŰɞɜ ɢɟɧɜɞô (Berger, 1997:6), Ůɜɩ ɖ ŮɘŭɖůŮɞɔɟŬűɘəɐ 

əɎɚɡɣɖ (newsreport), ɞɟɑɕŮŰŬɘ çɤɠ ŭŮɑɔɛŬ Ŭűɐɔɖůɖɠ ŭɘŬűɞɟŮŰɘəɧ Ŭˊɧ Űɖɜ ŬűɖɔɖɛŬŰɘəɐ 

ɛɡɗɞˊɚŬůɑŬè (Rimmon-Kenan 1983:2). «H ɢɟɐůɖ ŬűɖɔɖɛɎŰɤɜ əŬɘ ŬűɖɔɐůŮɤɜ ůŰɖɜ 

ŮɘŭɖůŮɞɔɟŬűɘəɐ ˊɟŬəŰɘəɐ Űɤɜ ɛɏůɤɜ ŮɑɜŬɘ ˊɞɚɨ ůɡɢɜɐ, Ůűɧůɞɜ ɖ ɑŭɘŬ ɖ ɚŮɘŰɞɡɟɔɑŬ Űɖɠ 

əŬŰŬɔɟŬűɐɠ əŬɘ ůɨɜŰŬɝɖɠ Űɤɜ ŮɘŭɐůŮɤɜ ŮɜɏɢŮŰŬɘ ůŰɖɜ ŬɜŬůəɧˊɖůɖ, Ůˊɘɚɞɔɐ, ŮɟɛɖɜŮɑŬ əŬɘ 

Ŭɝɘɞɚɧɔɖůɖ ˊŬɟŮɚɗɧɜŰɤɜ ɔŮɔɞɜɧŰɤɜ ɡˊɧ ůɡɔəŮəɟɘɛɏɜɞ ˊɟɑůɛŬ» (Labov 1972, Fairclough, 

1995:91). «H ŬɜɎɚɡůɖ Űɤɜ ŬűɖɔɐůŮɤɜ ůŰɞ ɚɧɔɞ Űɤɜ ɛɏůɤɜ ŮůŰɘɎɕŮɘ ůŰɖɜ ˊɟɧůɚɖɣɖ Űɞɡ 

ŬűɖɔɖɛŬŰɘəɞɨ ɚɧɔɞɡ əŬɘ ůŰɞɡɠ ɛɖɢŬɜɘůɛɞɨɠ ˊɟɞůŭɘɞɟɘůɛɞɨ ŬɡŰɐɠ Űɖɠ ˊɟɧůɚɖɣɖɠ ůŰɞɜ 

ɎɝɞɜŬ ŮˊɘəɞɘɜɤɜɑŬɠ ŬűɖɔɖŰɐɠ-ˊŬɟŬɚɐˊŰɖɠ Űɖɠ Ŭűɐɔɖůɖɠè (ȾŬəŬɓɞɨɚɘŬ 2001:195). 

4. Ƀ ɧɟɞɠ óŬɜŰɘˊɞɚɘŰŮɡŰɘəɐ əɞɡɚŰɞɨɟŬô (adversary culture) ɢɟɖůɘɛɞˊɞɘɐɗɖəŮ Ŭˊɧ Űɞɜ 

Lionel Trilling Űɞ 1965 ɔɘŬ ɜŬ ˊŮɟɘɔɟɎɣŮɘ Űɖɜ ŬɜŬŰɟŮˊŰɘəɐ ŭɘɎɗŮůɖ Űɖɠ ɛɞɜŰŮɟɜɘůŰɘəɐɠ 

ɔɟŬűɐɠ, ɖ ɞˊɞɑŬ ŬˊɞɛɎəɟɡɜŮ Űɞɜ ŬɜŬɔɜɩůŰɖ Ŭˊɧ Űɞɜ Űɟɧˊɞ ůəɏɣɖɠ ˊɞɡ ɖ əɡɟɑŬɟɢɖ 

əɞɡɚŰɞɨɟŬ Űɞɡ ŮˊɏɓŬɚɚŮ əŬɘ Űɞɜ ˊŬɟɧŰɟɡɜŮ ɜŬ ɡɘɞɗŮŰɐůŮɘ ɛɘŬ ˊɘɞ əɟɘŰɘəɐ ɗŮɩɟɖůɖ Űɤɜ 

ˊɟŬɔɛɎŰɤɜ. Ƀ ɧɟɞɠ ůɡɜŭɏŮŰŬɘ ɛŮ Űɞɜ ˊɞɚɘŰɘəɧ əŬɘ ˊɞɚɘŰɘůɛɘəɧ ŬɜŬɓɟŬůɛɧ Űɖɠ ŭŮəŬŮŰɑŬɠ Űɞɡ 

1960, ɧŰŬɜ ŬɜŬˊŰɨɢɗɖəŮ Ůɡɟɏɤɠ ɛɘŬ əɟɘŰɘəɐ əɞɡɚŰɞɨɟŬ Ŭˊɧ ɏɜŬ ˊɞɚɘŰɘəɞˊɞɘɖɛɏɜɞ əɞɘɜɧ, ˊɞɡ 

ɏɓɚŮˊŮ ɛŮ ɛŮɔɎɚɖ əŬɢɡˊɞɣɑŬ Űɘɠ ŮɜɏɟɔŮɘŮɠ Űɖɠ ŬɛŮɟɘəŬɜɘəɐɠ əɡɓɏɟɜɖůɖɠ. ȸɚ. Lionel Trilling, 

Beyond Culture, Viking, ɁɏŬ Ɉɧɟəɖ, 1965. ȼ ŬɜŰɘˊɞɚɘŰŮɡŰɘəɐ əɞɡɚŰɞɨɟŬ ɘůɢɡɟɑɕŮŰŬɘ ɧŰɘ 

çˊɟɩŰɘůŰɞɠ ůŰɧɢɞɠ Űɖɠ Űɏɢɜɖɠ əŬɘ Űɖɠ ŭɘŬɜɧɖůɖɠ ŮɑɜŬɘ ɜŬ ŬˊŮɚŮɡɗŮɟɤɗŮɑ Űɞ ɎŰɞɛɞ Ŭˊɧ Űɖɜ 

ŰɡɟŬɜɜɑŬ Űɖɠ əɞɡɚŰɞɨɟŬɠ Űɞɡ əŬɘ ɜŬ Űɞɡ ŮˊɘŰɟŬˊŮɑ ɜŬ ůŰŬɗŮɑ ˊɏɟŬ Ŭˊɧ ŬɡŰɐɜ ůŮ ɛɘŬ 

ŬɡŰɞɜɞɛɑŬ ůəɏɣɖɠ əŬɘ əɟɑůɖɠè (Trilling 1965:xiii) Ɉˊɧ ŬɡŰɐɜ Űɖɜ ɏɜɜɞɘŬ, əɞɘɜɤɜɑŬ əŬɘ 
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əɟɎŰɞɠ ɏɢɞɡɜ ŬɟɜɖŰɘəɎ ɢŬɟŬəŰɖɟɘůŰɘəɎ ɧˊɤɠ ŮɝɞɡůɑŬ, ŮɝŬɜŬɔəŬůɛɧɠ, ɏɚŮɔɢɞɠ əŬɘ ˊɑŮůɖ, Ůɜɩ 

Űɞ ɎŰɞɛɞ ɢŬɟŬəŰɖɟɑɕŮŰŬɘ Ŭˊɧ ɗŮŰɘəɏɠ ɘŭɘɧŰɖŰŮɠ ɧˊɤɠ ŮɚŮɡɗŮɟɑŬ, ŬɜŮɝŬɟŰɖůɑŬ, ɗɏɚɖůɖ, 

əŬɚɞůɨɜɖ. 

ȼ ɏɜɜɞɘŬ Űɖɠ óŬɜŰɘˊɞɚɘŰŮɡŰɘəɐɠ əɞɡɚŰɞɨɟŬɠô (adversary culture) ˊɞɡ ŮɘůɐɔŬɔŮ ɞ Trilling 

ɛɞɘɎɕŮɘ ɜŬ ůɡɜŭɏŮŰŬɘ ɛŮ Űɖɜ ŮɡɟɨŰŮɟɖ ɏɜɜɞɘŬ Űɖɠ óŬɜŰɘ-əɞɡɚŰɞɨɟŬɠô (counter-culture, anti-

culture). ȼ ŰŮɚŮɡŰŬɑŬ ůɖɛŬŰɞŭɞŰŮɑ Űɖɜ Ŭˊɧɟɟɘɣɖ əɎɗŮ ůɡůŰɐɛŬŰɞɠ əɞɘɜɤɜɘəɞɨ Ůɚɏɔɢɞɡ əŬɘ 

Űɖɜ ˊɟɧŰŬɝɖ Űɞɡ çȺɔɩè ŬˊɏɜŬɜŰɘ ůŮ əɎɗŮ Ůɑŭɞɡɠ əɞɘɜɤɜɘəɞɨ əŬɜɧɜŬ. ȼ çŬɜŰɘ-əɞɡɚŰɞɨɟŬè 

ůɖɛŬŰɞŭɞŰŮɑ ŮəŮɑɜɖ Űɖɜ əɞɡɚŰɞɨɟŬ ˊɞɡ ˊɟɞɤɗŮɑ Űɖɜ ˊɟŬɔɛŬŰɘəɐ ŮɚŮɡɗŮɟɑŬ ŬˊɏɜŬɜŰɘ ůŮ əɎɗŮ 

əɞɘɜɤɜɘəɧ ɏɚŮɔɢɞ, Űɖɜ ŮɚŮɡɗŮɟɑŬ Űɞɡ ɜŬ ŮɝŮɟŮɡɜɎ əŬɜŮɑɠ Űɘɠ ɘəŬɜɧŰɖŰɏɠ Űɞɡ, Űɖɜ ŮɚŮɡɗŮɟɑŬ 

Űɞɡ ɜŬ ŭɖɛɘɞɡɟɔŮɑ əŬɜŮɑɠ Űɞɜ ȺŬɡŰɧ Űɞɡ, Űɖɜ ŮɚŮɡɗŮɟɑŬ Űɖɠ ˊɟɞůɤˊɘəɐɠ ɏəűɟŬůɖɠ, Űɖɜ 

ŮɚŮɡɗŮɟɑŬ Ŭˊɧ Űɖ ŭɖɛɘɞɡɟɔɑŬ ˊɟɞɔɟŬɛɛɎŰɤɜ, Űɖɜ ŮɚŮɡɗŮɟɑŬ Ŭˊɧ Űɞɡɠ ŬɡůŰɖɟɎ 

əŬɗɞɟɘůɛɏɜɞɡɠ ɟɧɚɞɡɠ əŬɘ ɘŮɟŬɟɢɘəɏɠ ŭɞɛɏɠ. 

5. ȸɚ. Gay Talese, The Kingdom and the Power: Behind the Scenes at The New York Times: 

The Institution That Influences the World, 1969. Norman Mailer, Armies of the Night, 1968, 

Miami and the Siege of Chicago: An Informal History of the Republican and Democratic 

Conventions of 1968, 1968, əŬɘ Of a fire on the Moon, 1970. Joe McGinniss, The selling of 

the President, 1968. Adam Smith, The money game, 1968. John Sack, M, 1966. Michael Herr, 

Dispatches, 1977. Tom Wolfe, Radical Chic & Mau-Mauing the Flak Catchers, 1970, ə.Ɏ. 
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ABSTRACT 

he cosa hanno in comune Sun King dei Beatles, Candyman di Christina Aguilera, Privacy di Mi-

cheal Jackson e Better of two Evils di Marilyn Manson? In ognuna di queste canzoni ï e ce ne 

sarebbero molte altre - compare il termine paparazzi. Si tratta di una delle parole italiane coniate nel secolo 

scorso che ha trovato maggior diffusione nei dizionari di tutto il mondo. Il sostantivo definisce un fotografo 

che si guadagna da vivere fotografando vip in momenti della loro vita privata e rivendendo gli scatti rubati 

a riviste scandalistiche. Il termine deve la sua nascita e diffusione al film di Federico Fellini La dolce vita 

(1959) dove uno dei personaggi che esercita la suddetta professione si chiama, per l'appunto, Paparazzo. 

Questo personaggio non è il protagonista del film e non è nemmeno il primo fotografo scanda-listico di cui 

si ha notizia: la sua figura fu ispirata dalle gesta di professionisti dell'epoca come Tazio Sec-chiaroli, 

Marcello Geppetti e Carlo Riccardi. La fortuna del termine paparazzo non può che destare curio-sità. La 

dolce vita non è stato certo il film più facile e popolare della storia del cinema. Si tratta di un film d'autore 

di circa tre ore che ebbe diversi problemi con la censura sia in Italia che all'estero. Nonostante tutte queste 

limitazioni e difficoltà, la parola paparazzo è riuscita a raggiungere i dizionari di tutto il mondo: dallo 

spagnolo al turco, dal tedesco all'islandese fino all'armeno. Sebbene siano passati più di cinquant'anni 

dall'uscita del film, la parola è ancora viva nelle diverse lingue tant'è che anche la stella del pop Lady Gaga 

nel 2009 ha prodotto un pezzo intitolato Paparazzi.  

KEYWORDS 

Federico Fellini, paparazzo, La dolce vita, cinema. 

 

ABSTRACT 

What do The Beatles's Sun King, Christina Aguilera's Candyman, Michael Jackson's Privacy and Marilyn 

Manson's Better of Two Evils have in common? If we take a closer look to the lyrics of each of these songs, 

we might notice that the word paparazzi recurs. Paparazzi is an Italian word coined in the past century 

which attained a place in the dictionaries of many different languages all over the world. Paparazzi, a noun 

that - according to the Merriam-Webster online dictionary - defines ña photographer who follows famous 

people in order to take their pictures and then sells the pictures to newspapers or magazinesò. The term 

finds its roots in Federico Fellini's La Dolce Vita (1959) a movie in which the protagonist, Marcello Rubini, 

a journalist writing for gossip magazines who is often accompanied by a news photographer named 

Paparazzo on his journey through the "sweet life" of Rome. The popularity of the term paparazzo arouses 

curiosity for many reasons. Paparazzo is not the protagonist of the movie and, also, he is not the first 

photographer of his kind as his figure was inspired by famous professionals such as Tazio Secchiaroli, 

Marcello Geppetti and Carlo Riccardi. Despite all these difficulties and limitations, the word paparazzo is 

still alive and kicking, as its usage in pop culture products all over the world demonstrates. How was that 

possible? In my essay I will illustrate the story of this Italian word by analyzing the historical, social and 

cultural aspects that made its success a reality.  

KEY WORDS 

Federico Fellini, paparazzo, La dolce vita, cinema. 
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Nella lingua italiana, il caso che più si avvicina a paparazzo è quello della parola mecenate. Ai 

tempi dell'imperatore Augusto, Gaio Cilnio Mecenate sostenne la produzione artistica di diversi 

scrittori - tra cui Virgilio - e oggi diciamo mecenate chi sostiene economicamente artisti e/o 

intellettuali. Nonostante i suoi meriti siano universalmente riconosciuti, fuori dall'Italia il nome 

di Mecenate non è riuscito a entrare nei dizionari e si è dovuto accontentare dell'ospitalità 

offerta dai libri di storia e di letteratura. Cosa rende paparazzo così speciale? Come siamo 

arrivati a usare in tutto il mondo (o quasi) il termine paparazzo per indicare una categoria 

professionale che esisteva prima dell'uscita de La dolce vita e di certo non solo in Italia? 

 

1. Alcune definizioni. 

Il termine paparazzo entra nei dizionari italiani nel 1961 e deve la sua nascita e diffusione al 

film di Federico Fellini La dolce vita (Rizzoli & Fellini, 1959) dove uno dei personaggi che 

esercita la suddetta professione si chiama, per l'appunto, Paparazzo. Il dizionario della lingua 

italiana Sabatini-Coletti d¨ di paparazzo la seguente definizione: ñFotoreporter sempre a 

caccia di foto sensazionali, soprattutto per giornali di cronaca rosa e scandalisticiò 

(Sabatini-Coletti, 2011). Sorprendentemente, è assente un esplicito riferimento al concetto di 

ñcelebrit¨ò e lo stesso vale per la definizione che troviamo in Dal nome proprio al nome 

comune di Bruno Migliorini - ñfotografo petulanteò (Migliorini, 1968: LXI). Al contrario, il 

concetto di ñcelebrit¨ò risulta indissolubilmente legato alle definizioni di paparazzo che 

seguono. Nel Merriam-Webster, ad esempio, troviamo: ña photographer who follows famous 

people in order to take their pictures and then sells the pictures to newspapers or magazinesò 

(Merriam-Webster, 2010). 

In spagnolo e in francese, il termine viene presentato nella forma plurale paparazzi e vengono 

aggiunte sfumature interessanti. 

¶ ñFot·grafo de prensa que se dedica a hacer fotografías a los famosos sin su 

permisoò. (Real Academia Española, 2014) 

¶ ñReporter photographe. Photographes faisant métier de prendre des photos indiscrètes 

de personnes connues, c®l¯bres, sans respecter leur vie priv®eò. (Encyclopédie 

Universelle, 2012) 

Nella definizione spagnola si fa riferimento al fatto che le foto dei paparazzi siano realizzate ï 

almeno in teoria ï senza in consenso della celebrità ritratta mentre in quella francese si sotto-

linea il mancato rispetto da parte del fotografo per la vita privata del soggetto immortalato. 

A questo punto è interessante sottolineare che nell'Italia del Boom non esistevano tutte quelle 
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leggi su privacy e diritto di immagine che ci sono oggi. Erano anni in cui per un paparazzo era 

molto più facile finire in ospedale che in tribunale.  

 

2. Walter Santesso, Paparazzo. 

Paparazzo è il personaggio de La dolce vita interpretato da Walter Santesso, un attore pado-

vano che comparve in ruoli secondari in diversi film italiani degli anni ó50 e ó60. Il perso-

naggio in questione è presente fin dalla prima scena del film a fianco di Marcello Rubini, il 

protagonista, interpretato da Marcello Mastroianni. Quasi nessuno ricorda il volto del perso-

naggio ma quasi tutti conoscono il suo nome: cosa rende la parola paparazzo così speciale? 

 

3. Parola d'autore. 

Paparazzo ¯ una parola dôautore diffusasi grazie al film La dolce vita di Federico Fellini ma 

sono in molti a reclamare la paternità del termine. Federico Fellini diceva che paparazzo era il 

cognome di un suo compagno di scuola particolarmente fastidioso. Lo sceneggiatore Tullio 

Pinelli sosteneva di aver trovato quel cognome aprendo a caso lôelenco telefonico. Lôattrice 

Giulietta Masina raccont¸ di aver creato lei la parola fondendo ñpappataciò e ñragazziò e otte-

nendo ñpaparazziò. La tesi pi½ accreditata, per¸, rimane quella di Ennio Flaiano, un altro degli 

sceneggiatori de La dolce vita, che in un articolo apparso sullôEuropeo e raccolto successi-

vamente nel suo libro La solitudine del satiro (1962) scrive: 

ñRoma, giugno 1958. Una società sguaiata, che esprime la sua fredda voglia di vivere più 

esibendosi che godendo realmente la vita, merita fotografi petulanti. Via Veneto è invasa da questi 

fotografi. Nel nostro film ce ne sar¨ uno, compagno indivisibile del protagonista (é) Ora 

dovremmo mettere a questo fotografo un nome esemplare perché il nome giusto aiuta molto e 

indica che il personaggio "vivrà". Queste affinità semantiche tra i personaggi e i loro nomi 

facevano la disperazione di Flaubert che ci mise due anni a trovare il nome di Madame Bovary, 

Emma. Per questo fotografo non sappiamo che inventare: finché, aprendo a caso quell'aureo 

libretto di George Gessing che si intitola Sulle Rive dello Ionio troviamo un nome prestigioso: 

"Paparazzo". Il fotografo si chiamerà Paparazzo. Non saprà mai di portare l'onorato nome di un 

albergatore delle Calabrie, del quale Gessing parla con riconoscenza e con ammirazione. Ma i 

nomi hanno un loro destinoò. (Flaiano,1962:256) 

George Gissing fu un romanziere inglese del periodo tardo vittoriano appassionato di cultura 

classica. Nel 1897 visit¸ lôItalia e la Grecia, ripercorrendo lôitinerario che lôarcheologo francese 

François Lenormant descrisse nel suo La Grande Grèce. Gissing raccontò il suo viaggio in By 

the Ionian Sea del 1901, un libro tradotto in italiano per la prima volta nel 1957 e giunto tra le 

mani di Flaiano grazie allôattore calabrese Leopoldo Trieste che gliene avrebbe dato una copia. 

Effettivamente, Paparazzo è un cognome dell'area della Sila che si incontra sporadicamente in 

tutta Italia. La sua etimologia è stata ampiamente discussa dai linguisti. Alcuni, come Giro-

lamo Caracausi, lo fanno derivare dal volgare paparo (papero, oca giovane) che in calabrese 
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significa anche ñuomo piccolo, nanerottoloò (Caracausi, 2003: 169). In aggiunta c'è il suffisso 

peggiorativo e dispregiativo -azzo. Altri come il filologo calabrese Franco Mosino in Lingua 

Nostra (Mosino, 1968: 90) segue la pista etimologica greca e interpreta ñPapa-ò come prete e 

la seconda parte del cognome come fabbricante/venditore di selle. Ma aldil¨ dellôetimologia, 

sulla fortuna internazionale del termine ha sicuramente influito il suo fonosimbolismo. Come 

scrive Sergio Raffaelli su Lingua Nostra nel 1961: 

ñIl termine, foneticamente sgradevole, doveva sottolineare la sfacciata intraprendenza del 

personaggio, comune del resto a tutti i fotografi di Via Veneto. Giovanotti piovuti a Roma in cerca 

di fortuna e sguinzagliati a caccia di ñserviziò scandalistici che permettessero loro di sbarcare il 

lunario. Pare che in quell'ambiente non esistessero analoghi cognomi o soprannomi che potessero 

suggerire a Fellini il termineò. (Raffelli, 1961: 26-27) 

 

4. Tazio Secchiaroli, l'uomo che ispirò la figura di paparazzo. 

La paternità del termine potrà essere incerta ma sono tutti concordi nel dire che fu Tazio 

Secchiaroli ad ispirare la figura di paparazzo. Fu proprio lo stesso Secchiaroli a coprire molti 

degli eventi avvenuti negli anni ô50 che Fellini raccont¸ nel suo film: dal falso miracolo in 

Umbria allo spogliarello del Rugantino. 

Molti autori, tra cui Tullio Kezich, raccontano che Fellini invitava spesso a cena il fotografo 

per farsi raccontare le sue avventure. Lôamicizia tra i due avrebbe portato Secchiaroli a diven-

tare il fotografo di scena di Fellini in 8 ½ e a rivoluzionare anche quella professione. 

 

5. Dal nome proprio al nome comune. 

Paparazzo nasce come nome proprio. Come e quando perde la maiuscola e si trasforma in 

nome comune? La risposta ce la offre Tullio Kezich, un celebre giornalista e critico cinemato-

grafico amico di Fellini, che raccontò la sua esperienza sul set del film nel suo Su La dolce 

vita con Federico Fellini. 

ñIl personaggio del fotoreporter Paparazzo ¯ interpretato da Walter Santesso, un giovane attore 

padovano che ha fatto parecchi film in parti secondarie. [...]Paparazzo è uno ma poiché compare 

quasi sempre insieme con i suoi colleghi, nella troupe li chiamano ormai i paparazzi. Come i tre 

moschettieri, anche i paparazzi sono quattro: oltre a Santesso, Enzo Doria, Giulio Paradisi e 

Enzo Cerusicoò. (Kezich,1996: 104) 

Il fatto che la troupe utilizzasse il termine testimonia la sua orecchiabilità quanto la sua nece-

ssità. La parola veniva incontro al sentito bisogno di definire quella figura professionale che, 

pur avendo molti punti in comune con il fotoreporter, se ne distingueva profondamente. 

 

6. La diffusione del termine in Italia. 

Il termine paparazzo inizia a diffondersi nellôambiente cinematografico e giornalistico romano 
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grazie alla troupe de La dolce vita ma diventa popolare grazie a un altro grande del cinema ita-

liano: Totò. Antonio de Curtis, in arte Totò, è stato uno degli attori italiani più famosi e popolari 

del ó900. Nel corso della sua vita veicol¸ diversi ñtormentoniò linguistici attraverso le battute 

dei personaggi dei suoi film e paparazzo non ¯ certo unôeccezione. 

In Tot¸, Peppino eé la dolce vita, un film del 1961 di Sergio Corbucci, cô¯ una scena in cui 

Totò e Peppino seduti al tavolo di un bar di via Veneto vedono un divo che prende a pugni il 

fotografo che lôha immortalato. Peppino si spaventa, da provinciale non ¯ abituato a vedere 

scene simili. Tot¸, che vive a Roma da pi½ tempo, lo rassicura cos³é 

TOTOô - Sciocchezze, sciocchezze! Queste liti avvengono per pubblicità, infatti 

vedi i paparazzi? Li vedi? 

PEPPINO - I matarazzi? 

TOTOô - I paparazzi. A Roma i fotografi si chiamano paparazzi e ce ne sono tanti. 

Tu mentre stai camminando per via Veneto, ti trovi un paparazzo davanti che ti 

fotografa. Tutto calmo questa è vita! (Mariani, Buffardi and Corbucci, 1961).  

Un testimonial come Totò può giustificare la diffusione del termine in Italia ma di certo non 

nel mondo intero. Bisogna cercare altroveé 

 

7. Paparazzi on the prowl. 

Paparazzi on the prowl è il titolo di un articolo apparso su Time Magazine del 14 aprile del 1961. 

È la prima volta che il termine viene usato in una pubblicazione in lingua inglese. Riporto qui 

sotto alcuni estratti dellôarticolo originale che delineano perfettamente la figura del paparazzo. 

[é] He is a paparazzo, one of a ravenous wolf pack of freelance photographers who stalk big 

names for a living and flash guns at point-blank range. Short from a box. The paparazzi are a 

small crew ï a couple of dozen at most - and they are more bullyboys than news photographers. 

They lounge beneath lampposts, lips leaking cigarettes, camera drawn like automatics. ñCome esce 

lo faccio secco [When he comes out, I'll drill him],ò they snarl, while waiting for the quarry to open 

a nightclub door. Then the paparazzi attack. These days they find more and more targets. Easter is 

past, celebrities are drifting down the peninsula, and hot times are ahead. No one is safe, not even 

royalty. [...]Like a king. In slack moments, the paparazzi manufacture incidents: one of their 

number taunts a show business idol into arm-flailing rage, and bulbs flash. The practice has a sound 

commercial basis: Italian newspapers and magazines pay as little as $5 for paparazzo portraits of 

quiescent celebrities; pictures of celebrity rampant bring as much as $500. Legitimate news 

photographers scorn the paparazzi streetwalkers of Roman journalism. But like streetwalkers, they 

cling to their place in society. Via Veneto cafés have found they are good for business. With 

paparazzi lurking just off the premises, cash customers mass to watch for fireworks. Now and then, a 

paparazzo goes on to loftier things ï Tazio Secchiaroli has his own agency, employs five 

photographers. But most are content to bay on the Via Veneto. Displaced Russian Kroscenko would 

not consider moving his base of operations. ñI couldn't live anywhere else but here,ò he said ñI feel 

like a king. I make the Via Veneto, and it makes meò. (Time, 1961: 59)  

Nel pezzo si mette in evidenza che i paparazzi si muovono e lavorano in gruppo. Sono piu-

ttosto infidi: si nascondono, aspettano e attaccano la celebrità che hanno preso di mira. Per 

ottenere compensi migliori non esitano a provocare le loro vittime. Siamo agli albori della 
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societ¨ dellôimmagine: il paparazzo ¯ cosciente del ñvaloreò dello scatto che ruba mentre la 

star sa di aver bisogno di quella visibilità che solo un paparazzo può fornirle.  

 

8. Perché Roma? Perché via Veneto? 

Negli anni ô50, molte grosse produzioni americane vennero a girare i loro kolossal a Cinecitt¨ 

trasformando Roma nella ñHollywood sul Tevereò e Via Veneto nel centro della mondanit¨ 

internazionale. I principali fattori che spinsero molte produzioni americane a venire a girare negli 

studi di Cinecittà furono il successo commerciale di Quo Vadis, lôinteresse per il genere peplum, il 

bisogno delle major di abbassare i costi di produzione e di trovare accordi di distribuzione più 

favorevoli. Tra la miriade di titoli prodotti in Italia in quel periodo ricordiamo: Ben Hur, Guerra e 

Pace e Vacanze Romane. A proposito di questôultimo film - diretto da William Wyler e uscito nel 

1953 - è interessante notare che il personaggio di Gregory Peck sia un gior-nalista come Marcello 

Mastroianni in La dolce vita e che a sua volta abbia un fotografo a fargli da spalla, un paparazzo 

di nome Irving Radovich. Forse, se in quegli anni non ci fosse stata la caccia alle streghe, 

ñradovichò avrebbe preso il posto di paparazzo nei nostri dizionari. Ad ogni modo, Vacanze 

Romane ci permette di capire che la Roma degli anni ô50 era il posto dove star, aristocratici, 

intellettuali, milionari e playboy passavano le loro vacanze - o dove in alcuni casi si trasferivano 

addirittura. In quegli anni era semplice per giornalisti a caccia di notizie e paparazzi incontrare le 

star negli hotel di lusso e nei locali eleganti di via Veneto, come testimoniano i media dellôepoca.  

 

9. La dolce vita e i rotocalchi. 

Per scrivere La dolce vita, Fellini e i suoi sceneggiatori si ispirarono a fatti di cronaca realmente 

accaduti nel decennio precedente: lo spogliarello di Nadia Gray è ispirato a quello di Aiché 

Nanà al compleanno di Olghina di Robilant al Rugantino mentre la celebre scena della fontana 

di Trevi si rifà a un servizio fotografico per cui Anita Ekberg aveva posato in quegli anni. 

Anche le intricate vicende amorose del personaggio di Sylvia trovano corrispondenza nella vita 

privata della Ekberg, così come il pugno che Marcello riceve dal marito di Sylvia richiama 

quello che Secchiaroli prese da Walter Chiari per averlo immortalato con la sua amante Ava 

Gardner. I lettori di rotocalchi di tutto il mondo conoscevano benissimo ed erano affascinati da 

queste storie ma per gli italiani va fatto un discorso a parte. 

In epoca fascista, la censura aveva limitato enormemente la diffusione di articoli di cronaca nera 

e di cronaca rosa. Lôobiettivo era dare lôidea agli italiani che il Paese fosse un posto sicuro, pie-

no di gente per bene e moralmente ineccepibile. Forse è anche per reazione a decenni di censura 

che, finita la guerra, la stampa scandalistica registrò un incremento sbalorditivo in Italia. 
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10. Scandalo a Roma, Palma d'oro a Cannes. 

Alla prima milanese del 3 febbraio 1960, una vecchia signora sputò in faccia a Fellini. La 

Chiesa e gli aristocratici insorsero contro il film e fu addirittura richiesta unôinterpellanza parla-

mentare da cui il film uscì illeso, senza neanche una scena tagliata. La dolce vita creò scandalo 

sebbene raccontasse fatti già accaduti nel decennio precedente e già riportati da tutti i giornali. 

Perché? La ragione va ricercata nella natura stessa del film. La dolce vita non era una semplice 

drammatizzazione di fatti di cronaca volta a scandalizzare i benpensanti. Era molto di più. 

Come scrive Giovanni Scolari in LôItalia di Fellini: ñNel momento in cui si ¯ inebriati dal 

successo economico e dal benessere raggiunto, Fellini è riuscito a individuare i mali sotterranei, 

le inquietudini, le ansie che gli italiani avvertono esserciò (Scolari, 2008: 145). 

Nel 1960 arriva anche la Palma dôOro a Cannes. Pubblico e critica non presero bene la vitto-

ria di Fellini al Festival ma commercialmente il film si rivelò un grande successo. Se in Fran-

cia La strada (Ponti, De Laurentiis & Fellini, 1954) rimaneva un campione di incassi con 

4.483.000 spettatori, La dolce vita con 2.934.000 spettatori conquistava il dodicesimo posto 

nella classifica dei film più visti fino ad allora. Negli anni a seguire nessun film di Fellini 

avrebbe più ottenuto questi risultati in Francia (Boarini & Kezich, 2009: 170). 

 

11. Accoglienza de La dolce vita negli Stati Uniti. 

Nel secondo dopoguerra côera molta attenzione da parte del pubblico statunitense per tutto ci¸ 

che veniva dallôEuropa e in particolare da Roma. Hollywood stava attraversando un periodo 

di crisi e gli americani adoravano seguire le vicende rosa delle loro star in trasferta. Inoltre 

molti soldati che avevano combattuto in Europa trovavano interessante rivedere le terre che 

avevano liberato. Con un incasso di 20 milioni di dollari ancor prima di essere distribuito 

negli Stati Uniti, La dolce vita aveva conquistato il titolo di film italiano di maggior successo 

fino a quel momento. Per distribuirlo negli States, la Astor Pictures pagò il più alto prezzo 

mai pagato per una pellicola d'importazione: oltre 500.000 dollari, più una percentuale sui 

ricavi (Boarini & Kezich, 2009: 189). Venne organizzata una campagna pubblicitaria che fa-

ceva leva sul budget esorbitante, sullo scandalo provocato dal film e sul successo al Festival 

di Cannes. Nel 1962, La dolce vita ottenne quattro nomination agli Oscar: migliore sceneggia-

tura, migliore scenografia, migliori costumi in bianco e nero e miglior regia. Era la prima 

volta che un regista italiano veniva nominato per questa categoria. La mancata nomination 

come miglior film straniero fece molto discutere. Allôepoca il regolamento era diverso da 

quello di oggi. Era compito di una commissione del governo nazionale proporre un candidato 

per la categoria all'Academy e quell'anno la commissione italiana scelse Kapò di Gillo Ponte-
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corvo. Risultato: nel 1962 West Side Story vinse 10 statuette e La dolce vita riuscì a portarsi a 

casa solo il premio per i costumi in bianco e nero. 

 

12. Fellini ñpaparazzatoò. 

Il termine paparazzo poteva nascere solo in un film diretto da un regista che fosse a sua volta 

una celebrit¨ e che potesse raccontare quel mondo patinato dallôinterno. Federico Fellini 

aveva tutte le carte in regola per il compito: nel corso della sua carriera i giornali avevano 

messo a dura prova il suo rapporto con sua moglie Giulietta Masina attribuendogli vari flirt, 

tra cui uno con Anita Ekberg. 

  

13. La nascita della celebrity culture. 

Con Cleopatra (Wanger & Mankiewicz, 1963) si chiuse l'epoca d'oro del cinema americano 

in Italia. Le star abbandonarono Roma per tornare negli States. Per liberarsi dei paparazzi, 

però, non bastava lasciare Via Veneto visto che ormai se ne trovavano ovunque degli esem-

plari agguerriti. Il paparazzo d'oltreoceano più famoso nel mondo è stato ï ed è tutt'ora - Ron 

Galella, un fotografo italo-americano definito ñthe Godfather of the U.S. paparazzi cultureò 

(Lacayo, 2002). Galella è celebre per le sue foto di Jacqueline Kennedy Onassis e per i suoi 

scontri con Marlon Brando che, nonostante gli avesse spezzato la mandibola con un pugno, 

continuò a perseguitare con un casco da football in testa. ñNon ho mai guardato 

nellôobbiettivo,- racconta Galella - Ho sempre scattato fissando la mia preda. A raffica, come 

un pazzo per riuscire a catturare la normalità, una smorfia spontanea, un gesto che smonta la 

presunta perfezione della loro immagine prefabbricataò (Brigidini, 2015). Ron Galella 

conosce il suo pubblico e il piacere che prova quando attraverso le sue fotografie sente di 

conoscere meglio i suoi idoli, di essere più vicino a loro. Con il passare del tempo anche le 

star impareranno a sfruttare economicamente il desiderio del pubblico di intimità con la cele-

brity, prima trasformando i paparazzi nei loro principali alleati e poi documentando da soli la 

loro vita privata attraverso i social media.  

 

14. Effetto spider-man. 

Spider-Man (alias Peter Parker) è un personaggio dei fumetti creato da Stan Lee e Steve Ditko 

nel 1962. Peter Parker si guadagna da vivere vendendo a un giornale le foto di Spider-Man 

(ovvero di se stesso in costume da supereroe). Trovo particolarmente significativo che un perso-

naggio simile sia nato nel periodo in cui La dolce vita sbarcava negli States. In un certo senso 

Peter Parker ¯ il primo ñpaparazzo di se stessoò della storia. Attraverso questo personaggio 



 

114 

 

viene anticipata una tendenza che avrebbe caratterizzato i decenni successivi, ovvero quella 

della celebrity che inscena scatti rubati per trarne benefici in termini economici e di popolarità. 

A questo proposito, un caso interessante è quello di 1 night in Paris (Salomon, 2004). Si tratta 

di un video pornografico realizzato da Rick Salomon durante una notte di sesso con la sua ï 

apparentemente ignara - fidanzata di allora, la ricca ereditiera Paris Hilton. Nel 2005, il video 

ricevette numerosi riconoscimenti tra cui gli AVN Award per film più venduto dellôanno, film 

più noleggiato dellôanno e per la migliore campagna di marketing.  

 

15. I paparazzi oggi. 

Nell'era dei social media, la visibilità è un fattore di gran lunga più importante del talento per 

il raggiungimento della fama. Con la giusta campagna di marketing ognuno può avere i suoi 

quindici minuti di celebrità. Anche i bebè, come sanno bene le cosiddette Mamarazzi (Urban 

dictionary, 2007) ovvero quelle madri che registrano con foto e video ogni istante della vita 

dei propri figli per poi condividere il tutto in rete, in modo ossessivo quanto irresponsabile.  

Dagli anni '50 a oggi, il rapporto tra paparazzo e celebrità è cambiato radicalmente. Per le star 

è ormai prassi invitare i paparazzi agli eventi. Lo stesso Ron Galella, ormai ottantenne, conti-

nua a immortalare divi ma lo fa con regolare accredito e in occasione di eventi come il MET 

Gala. Il sistema è completamente diverso da quello degli anni de La dolce vita: numerose 

leggi tutelano lôimmagine delle celebrit¨ e i VIP vendono a caro prezzo le esclusive per gli 

eventi della loro vita privata come matrimoni, battesimi e nascite di bimbi. La figura del 

paparazzo è ormai sulla via del tramonto ma se oggi l'immagine è un asset su cui le star 

possono monetizzare, il merito è anche di quei fastidiosi e audaci paparazzi di Via Veneto che 

per primi ne colsero il valore economico. 
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RESUMÉ  

omme certains pays des Antilles, Haïti demeure une zone de contact de langues permanent et 

continu, depuis le d®but de lôaventure europ®enne, sur cette partie du continent am®ricain. Le 

premier contact de langues entre le français colonial et les langues africaines apportées par les esclaves 

fut ¨ lôorigine de la formation du cr®ole haµtien que nous connaissons aujourdôhui. Apr¯s son 

indépendance, Haïti, a gardé en héritage la langue française. Ainsi, créole et français sont, à leur tour, 

en contact sur le territoire. Malgré que les deux langues partagent le statut de langues officielles, leur 

coexistence nôest pas harmonieuse. En effet, la copr®sence du cr®ole et du fran­ais, deux langues 

apparentées lexicalement, engendre beaucoup de divergences et plus particulièrement dans le domaine 

éducatif. Sur le plan du statut social, le créole ne jouit pas du même privilège que le français. Ce 

dernier est souvent considéré comme langue prestigieuse, langue des gens aisés, langue du savoir, 

langue des scolarisés. Le cr®ole, m°me sôil reste la seule langue parl®e par toute la population, se voit 

souvent attribué, entre autres, le qualificatif de langue populaire. Ainsi, cette situation de contact 

sôav¯re tr¯s complexe notamment, dans le domaine scolaire.  

MOTS CLÉS:  

Françáis, Creole, Contact, Haïti, complexe. 

 

ABSTRACT.  

Like many countries in the Caribbean, Haiti has been until nowadays an a continuing area of language 

contacts since the landing of the European colonial powers in the region. The first contact between 

French, the colonial language and the slavesô African languages have led to the formation of the 

Haitian Creole as we know it today. After its independence in 1804, Haiti maintained the French 

language. Since then, Creole and French have coexisted on the Haitian nation-state. Although the two 

languages are lexically related and have acquired the status of official languages, their cohabitation is 

problematic and gives rise to controversies, particularly in education. In terms of social status, Creole 

does not enjoy the same privilege as French. While the latter is often considered the language of 

prestige and knowledge attributed to the wealthy, and the educated people, Creole is seen as the 

language of the masses, and despite the fact that it remains the only language spoken by the entire 

population. The contact between the Creole language and the French in Haiti has resulted in a mixture 

of languages, something that is generally common to all situations of language contacts. But socially, 

this contact is very complex, particularly in the field of education. 

KEY WORDS  

French, Creole, Contact, Haïti, Complex  
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1. Introduction  

Lôaventure europ®enne en Haµti nôa pas seulement suscit® des bouleversements politiques et la 

naissance dôun nouvel £tat, elle a aussi provoqué un grand mélange de races et de peuples et un 

étonnant brassage de langues (Pompilus, 1961: 13). Comme beaucoup dôautres pays qui ont ®t® 

colonisés, Haïti vit au quotidien avec des séquelles très diverses, laissées par la colonisation. En 

effet, les cons®quences linguistiques, lôune des traces laiss®es par la colonisation, ñont fait lôobjet 

de peu dô®tudes de la part des th®oriciens du colonialisme. La plupart des ®tudes prennent surtout 

en compte lôaspect ®conomique et politique et omettent dôautres aspects aussi importants sur le 

plan social, culturel, psychologique, li®s ¨ la colonisationò (Calvet, 1974: 26). Ainsi, comme bon 

nombre dôanciennes colonies de la France, Haµti a pr®serv® comme h®ritage la langue fran­aise. 

En se positionnant sur le plan g®ographique, on serait tent® de croire de prime abord, quôen raison 

de ses proximités avec certains pays hispanophones et m°me anglophones, Haµti nôest pas un pays 

de langue fran­aise. Mais les circonstances historiques font quôaujourdôhui le pays a pour langues 

officielles le français et le cr®ole. Aujourdôhui, le fran­ais est consid®r® en Haµti comme la langue 

de la promotion sociale, de lô®ducation, de lô®lite, des gens cultiv®s, tandis que le cr®ole, tout en 

étant la langue première de tous les Haïtiens, est perçu comme la langue des analphabètes, des 

gens défavorisés, non instruits, non cultivés, la langue de la masse populaire. ñComme tout objet 

social, la langue constitue une composante dôun espace social construit, reconstruit et 

perp®tuellement n®goci® par les acteurs sociauxò (Petit Jean, 2009: 9). Les considérations que les 

locuteurs octroient à chacune des langues officielles dôHaµti se trouvent refl®t®es dans le syst¯me 

scolaire. Par ailleurs, ce classement social entraîne non seulement une situation de distinction de 

groupes mais aussi de réels problèmes de discrimination puisque la couche de la population qui ne 

sôexprime quôen cr®ole a acc¯s ¨ des documents administratifs majoritairement francophones, le 

cr®ole ®tant peu pr®sent ¨ lô®crit. Le passage du cr®ole oral au fran­ais lu et/ou oral dans certaines 

circonstances met les locuteurs monolingues et ceux qui ont une faible connaissance en français 

dans des situations dôins®curit® linguistique. Ce ph®nom¯ne dôins®curit® linguistique est pr®sent 

®galement ¨ lô®cole. Dans le syst¯me ®ducatif haµtien, le cr®ole tend ¨ °tre per­u comme une 

barrière qui emp°che dôacc®der au fran­ais. ê entendre certains ®ducateurs on dirait que 

lôincapacit® des enfants ¨ apprendre le fran­ais ou ¨ apprendre en fran­ais est due au fait quôils 

parlent le cr®ole. ê travers cet article, nous tenterons dôapporter quelques précisions sur la genèse 

des créoles en particulier, des créoles français. Nous aborderons le qualificatif du bilinguisme 

haïtien, c'est-à-dire, comment se présente cette double identité (créolophonie/francophonie) 

linguistique dans la pratique et plus spécifiquement dans le système scolaire. 
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2. La genèse des langues créoles  

Le phénomène de la colonisation, qui apparaît vers la première moitié du XV siècle, donne 

naissance à de nouvelles communautés et de nouvelles cultures avec de singulières 

manifestations dont les langues créoles. En fonction du passé colonial de certaines sociétés, 

on retrouve des créoles à base lexicale anglaise (Jamaïque), espagnole (Colombie), française 

(Haïti), hollandaise (Indonésie), portugaise (Cap Vvert). Dans le cadre de cet article, notre 

propos se limitera, en particulier, aux créoles à base lexicale française, famille à laquelle 

appartient le créole haïtien. Ces créoles se retrouvent dans deux zones géographiques: la zone 

américano-caraïbe (créole haïtien, louisianais et des Petites Antilles) et la zone de lôoc®an 

indien avec lôexistence du cr®ole mauricien, r®unionnais et seychellois. Notons ®galement en 

Nouvelle Calédonie, la présence du tayo, un créole à base lexicale française, qui est le seul à 

se situer hors de ces zones précitées et qui est parlé par une faible portion de la population.  

Sur le plan étymologique, le terme créole a été longtemps controversé; cependant il semble 

désormais fixé. Certains créolistes, en particulier Chaudenson (1995a: 1), avancent que ñle 

mot vient de lôespagnol criollo; attesté en français, dès la fin du XVI siècle dans une 

traduction de lôespagnol, il voit sa forme se franciser dans la seconde moiti® du XVII criole 

ou criolle, variantes savantes qui cèdent peu à peu le pas à créoleò. Le dictionnaire de 

Fureti¯re (1690) indique que côest ñle nom que les Espagnols donnent à leurs enfants qui sont 

n®s aux Indesò (il sôagit ici des Indes occidentales). Un peu plus tard le terme servira ¨ 

désigner tous les descendants des européens nés dans les colonies. Par la suite, ñil sôest 

appliqué aux façons de parler particuli¯res dans les coloniesò (Véronique 2000: 33). Par 

ailleurs, il faut dire que ces parlers particuliers, avant dô°tre consid®r®s comme une langue (le 

créole), furent souvent désignés dans les colonies par des termes péjoratifs tels que: français 

bâtard, français corrompu, baragouin, langage nègre, patois nègre ou encore jargon. Ces 

d®nominations d®favorables se retrouvent, aujourdôhui encore, dans certaines soci®t®s o½ le 

créole coexiste avec la langue des anciens colonisateurs.  

Les études sur les langues créoles sont relativement récentes, comme lôindique Chaudenson 

(1995: 4): ñla premi¯re description scientifique dôune langue cr®ole est celle du cr®ole de la 

Trinité, (aujourdôhui Trinidad), que publie en 1869 JJ. Thomas, Tthe Theory and Ppractice of 

Ccreole Ggrammarò. Ce document reste toutefois isol® puisquôil nôa pas vraiment suscit® un 

vif engouement chez ceux qui sont int®ress®s par lô®tude des langues cr®oles. Chaudenson 

(ibid.: 5) ajoute que ce nôest que ñdix ans après sa publication que C. Baissac effectue un tra-

vail sur la grammaire mauricienne, Etude sur le patois créole mauricienò. Il faut attendre la 

fin des ann®es 1950 ñpour que se tienne ¨ la Jamaµque, ¨ lôUniversit® des West Indies, le 
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premier colloque international consacré de façon spécifique aux langues créolesò. Dès lors, 

les manifestations et les intérêts scientifiques, du côté anglophone comme du côté franco-

phone, se multiplient. ñDes revues spécialisées se créèrent: Etudes créoles pour les francopho-

nes, Journal of Pidgin and Creole Languages pour les anglophonesò (Chaudenson, 1995: 5).  

Le contexte sociohistorique de la formation des créoles pousse certains, en particulier 

Chaudenson (1989: 21), à avancer que les langues cr®oles ñsont apparues dans des cadres 

temporels et spatiaux très précis. Elles ont pour la plupart une date de naissance ou en tout cas 

un terminus ¨ quoò. Dôautres chercheurs voient dans les créoles une forme simplifiée du 

français; côest le cas de Meillet (1921), cit® par Kremnitz (1983: 91), qui ®crit: ñle créole de la 

R®union et de la Martinique est du fran­ais imparfait, mais côest du fran­ais [...]. Le peu que 

le créole a de grammaire est de la grammaire françaiseò. Les créoles devinrent un domaine 

dôinvestigation, au point que certains auteurs les consid®r¯rent comme un laboratoire 

permettant de faire la lumière sur lôorigine des Langues. ñAu fur et à mesure que les études se 

développaient et que les connaissances y devenaient plus larges et mieux affirmées, on a pris 

conscience quôil y avait l¨ une opportunit® de conna´tre un domaine r®put® inaccessible ¨ la 

science: la gen¯se dôune langueò (Chaudenson, 1995a: 5). Dôautres vont plus loin dans 

lôopportunit® quôoffrent les cr®oles; côest le cas de Bikerton (1981: 21) qui affirme que ñles 

langues cr®oles ont pu appara´tre comme lôun des principaux moyens dôacc®der ¨ un 

bioprogramme linguistique qui se serait constitu® au cours de lô®volution et aurait permis ¨ 

lôhomme dôacc®der au langage et de le perp®tuerò. Néanmoins, les études sur les langues 

cr®oles ne semblent pas apporter une r®ponse d®finitive ¨ lôorigine du langage humain. 

Chaudenson (1995: 6) évoque lui-même sa restriction là-dessus: ñSi la créolistique ne permet 

sans doute pas dô®clairer de fa­on d®finitive la question de lôorigine du langage, elle peut en 

revanche faire accéder à une connaissance précise de la genèse de certaines langues, les 

créoles eux-m°mes, en lôoccurrenceò. Cependant, jusquô¨ aujourdôhui, aucun consensus 

nôexiste autour de la gen¯se des cr®oles. 

  

3. Bilan de la situation linguistique dôHaµti  

La constitution de 1987 dôHaµti ®l¯ve le cr®ole au m°me rang que le fran­ais, ce qui signifie 

que le cr®ole est d®sormais, au m°me titre que le fran­ais, une langue officielle. Mais lô®galit® 

des deux langues sur le plan officiel ne se refl¯te pas au niveau de lôusage institutionnel, c'est-

à-dire au niveau de lôutilisation qui en est faite, notamment ¨ lô®crit. La d®mographie 

linguistique est lôun des probl¯mes qui se posent quand on veut aborder la question de la 

pratique et de lôutilisation des langues en Haµti. Il nôexiste quasiment pas dôenqu°tes 
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syst®matiques permettant dôavoir des données quantitatives, qui aideraient à mieux élucider la 

situation et, plus précisément, à connaître le nombre de locuteurs de français. En Haïti, il 

existe deux façons dôacqu®rir la langue fran­aise: soit par transmission familiale, soit en 

lôapprenant ¨ lô®cole. La pratique du fran­ais est plus r®pandue au niveau urbain et plus 

particulièrement à la capitale qui constitue en quelque sorte le centre de la scolarisation. De ce 

fait, la ma´trise ou la connaissance de la langue fran­aise varient dôune certaine manière en 

fonction du milieu et du niveau de scolarisation. Il faut souligner aussi quôon trouve des gens 

scolarisés dans toutes les couches sociales (défavorisées, moyennes, aisées). La production en 

français se rencontre surtout dans des situations formelles. Ainsi, le français est pratiqué dans 

le cadre scolaire par les ®coliers, puisquôils sont contraints ¨ lôapprendre dans la majeure 

partie des cas, d¯s leur premi¯re ann®e ¨ lô®cole, par les ®tudiants qui sont souvent confront®s 

à des probl¯mes dôins®curit® linguistique, par les enseignants qui peuvent °tre consid®r®s 

comme des modèles quant à la transmission de la langue. Le français est également pratiqué 

par les fonctionnaires de lôadministration publique et priv®e, car m°me si aux heures de 

bureau, ils peuvent utiliser oralement le créole, le français demeure la langue utilisée à 100% 

¨ lô®crit, et il est ®galement utilis® par les hommes politiques, surtout quand ils ne sont pas en 

campagne. Le français est aussi utilisé par les gens ais®s qui sôen servent souvent pour 

montrer leur appartenance sociale ou encore pour se différencier des autres. En somme, cette 

langue est pratiqu®e par les personnes scolaris®es, parce quôon ne peut pas la pratiquer si on 

nôa pas ®t® ¨ lô®cole. Toutefois, il faut souligner également que cette catégorie de scolarisés, 

dont nous faisons mention, est une catégorie plutôt hétérogène; en effet, les niveaux de 

scolarisation varient dôun individu ¨ lôautre, ainsi les niveaux de pratique sont diff®rents. 

Saint-Germain (1997: 612) aborde le problème de la démographie linguistique, en essayant de 

faire la lumière sur les paramètres qui expliquent un tel manque: ñIl a toujours été difficile 

dô®tablir le nombre de parlants français pour deux raisons: lôabsence dôune définition 

appliqu®e qui tienne compte des exigences de lôenvironnement et la difficulté de quantifier le 

ph®nom¯neò. Les raisons évoquées par Saint-Germain nous semblent effectivement 

pertinentes, car proc®der ¨ lôinventaire des francophones haµtiens demande, entre autres, de 

tenir compte des param¯tres quôil ®voque. En 1949, un recensement de la ville de Port-au-

Prince, capitale dôHaµti, a permis dôobtenir les premi¯res donn®es d®molinguistiques. Selon 

Pompilus, ce recensement montrait que: 

ñsur un ensemble de 142.000 habitants, seulement 15.800 personnes, soit 11,1%, parlaient couramment 

le français à la maison. Le reste de la population comprenait, en proportion mal déterminée, des gens 

qui, tout en ®tant capables ¨ lôoccasion de sôexprimer en fran­ais, utilisaient cependant plus 

spontan®ment le cr®ole, et dôautres qui ®taient des cr®olisants pursò. (Pompilus, 1962: 692) 
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ê la suite de ce recensement, qui a donn® lôoccasion de d®nombrer partiellement le nombre de 

locuteurs pouvant utiliser à des degrés divers le français, plusieurs chercheurs ont essayé de 

déterminer le nombre de francophones haïtiens en évoquant des données approximatives. 

Nous pouvons citer en exemple Valdman (1978: 31) qui avance quôHaµti est le pays o½ lôon 

retrouve le plus grand nombre de cr®olophones ¨ lô®chelle mondiale, en estimant ¨ 10% le 

nombre de francophones. Si on peut, sans aucun doute, admettre que, pour lôofficialit®, le 

fran­ais et le cr®ole sont sur pied dô®galit®, on ne saurait cependant convenir que les textes 

officiels sont écrits dans les deux langues. Même le texte de loi, stipulant que le créole et le 

français sont les deux langues officielles, nôest r®dig® quôen fran­ais. Cette situation est tout à 

fait r®elle pour lôensemble du pays. Que ce soit à la capitale ou dans les villes de province, 

tous les documents ®manant de lô£tat sont quasiment en fran­ais. N®anmoins, nous 

rencontrons quelques documents ®crits dans les deux langues. Côest le cas de la carte 

dôidentit® nationale, de la carte ®lectorale et du guide dô®tat civil. Cette omnipr®sence du 

fran­ais dans le domaine de lô®crit nous renvoie, entre autres, ¨ lôinstrumentalisation du 

cr®ole. Bien que le cr®ole dispose officiellement dôune graphie depuis 1980, le degr® de 

d®veloppement de lô®crit cr®ole par rapport au fran­ais est moindre. Il faut voir les raisons de 

cette situation au-delà de ce phénomène de dominance (créole langue dominée, français 

langue dominante). La situation financière du pays paraît être un élément significatif, ici. 

Comme lô®voque Hazael-Massieux en abordant la question de lô®crit pour le cr®ole haµtien: 

ñle fran­ais jouit de par le monde dôun statut de langue litt®raire, de langue internationale et dôune 

longue tradition de lô®crit, que le cr®ole, m°me sôil a pu °tre illustr® par des îuvres litt®raires 

significatives, notamment au XIX¯me et au XXI¯me si¯cles, ne peut pr®tendre ®galer, nôayant ni la 

même ancienneté historique ni connu le même aménagement ; la pauvreté , les difficultés 

consid®rables de toute scolarisation, en lôabsence des infrastructures ®l®mentaires, sont des 

obstacles quôil convient de prendre en compteò. (Hazael-Massieux, 2011: 20). 

Lôint®gration du cr®ole ¨ lô®crit, notamment dans les textes officiels et administratifs, 

demande de tenir compte de ces problèmes et nécessite aussi une transformation de la 

perception que les locuteurs ont du cr®ole. ñLôacc¯s ¨ lô®criture [é] suppose une 

transformation des mentalit®s des repr®sentations, côest l¨, souvent, la question la plus 

complexe: une langue ne peut vraiment être une langue écrite, qui fonctionne comme telle, 

que si ses locuteurs veulent quôelle le soitò (Hazael-Massieux, 2011: 28). Lôincapacité à écrire 

leur langue maternelle constitue parfois un élément de fierté pour certains locuteurs haïtiens, 

qui se vantent souvent dô°tre plus comp®tents en fran­ais.  
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4. Le système éducatif face au questionnement des langues  

Le système scolaire haïtien fut dès son origine modelé sur le système français et 

lôenseignement fut toujours donn® en langue fran­aise. De ce fait, la question de la langue de 

lôenseignement fut, dôune certaine fa­on, un blocage pour certaines cat®gories de la 

population ne maîtrisant pas le français. La majorité des écoles sont confrontées à des 

problèmes de professeurs non qualifiés, mais de façon plus redoutable à la question 

linguistique. En faisant le point sur lô®volution du syst¯me, on constate que, jusque-là, la 

probl®matique des langues nôa pas ®t® clairement pos®e par ceux qui îuvraient dans le 

domaine éducatif.  

 

4. 2. 1. La Réforme Bernard: une tentative de redressement 

Bon nombre de réformes ont vu le jour dans le système éducatif haïtien, cependant, par rapport 

aux pr®c®dentes, la R®forme de Joseph C. Bernard, ministre de lô®ducation nationale en 1979, a 

apport®, en quelque sorte, une nouvelle orientation dans lôenseignement. Le ministre ®labora de 

concert avec son équipe une réforme éducative visant ñlô®valuation de lôancien syst¯me, 

lô®radication de lôanalphab®tisme, la g®n®ralisation de lôinstruction, la modernisation de 

lôenseignement et lôintroduction du cr®ole, la langue maternelle des Haµtiens, dans 

lôenseignement primaire et les trois premières années du secondaireò (Joint, 2006: 109).  

En 1979, la Réforme Bernard fut lancée dans un contexte particulièrement difficile, dans une 

atmosph¯re politique o½ lô®ducation nô®tait pas prioritaire. Toutefois, la n®cessit® dôune 

réforme à cette époque devrait sembler évidente, puisque le secteur éducatif était plus que 

jamais dans une d®cadence consid®rable, que ce soit au niveau de la capacit® dôaccueil ou 

encore au niveau de lôinadaptation des programmes. Comme lôindique De Ronceray (1971: 

104), ñle système éducatif haïtien était prisonnier des schémas importés de France et 

produisait une élite intellectuelle étrangère à sa propre réalité, à sa propre culture, incapable 

dôappr®hender comme elles sont les donn®es socioculturelles de notre sous-développement 

®conomiqueò; il y avait lieu de repenser le système.  

 

4. 2. 2. Le point de vue des r®formateurs sur les langues dans lôenseignement  

Lôintroduction du cr®ole ¨ lô®cole constitua lôune des principales innovations de la R®forme 

Bernard. Dans leur diagnostic, les réformateurs stipulaient que le français, langue 

dôenseignement, constituait un obstacle ¨ surmonter. Int®grer le cr®ole ¨ lô®cole r®pond selon 

lô®quipe de la r®forme, ¨ la volont® de faire la promotion de la langue cr®ole dans la vie 

sociale et culturelle du pays. Dans un discours prononcé le 20 mai 1979, le ministre Bernard 
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déclarait que ñcette d®cision dôutiliser le cr®ole, la langue maternelle du jeune Haµtien, dans 

les cycles dôenseignement, repose sur la prise de conscience de la non fonctionnalité de 

lôusage du fran­ais comme premi¯re langueò (Haµti-DEN, 1982: 37). Toutefois, la réforme ne 

pr®voyait pas dôinterdire le fran­ais comme langue dôenseignement. Le fran­ais continue 

dô°tre langue enseign®e et langue dôenseignement. En ce qui concerne lôaspect linguistique de 

lôenseignement, lôobjectif g®n®ral est donc celui dôun bilinguisme fonctionnel qui devrait °tre 

atteint dans le deuxi¯me Cycle de lôEnseignement Fondamental. Lôint®gration du cr®ole 

comme langue dôenseignement dans le premier cycle fondamental comme on peut le lire dans 

le document Haïti-DEN visait principalement:  

ñLa promotion de la langue cr®ole, lô®radication plus facile de lôanalphab®tisme, lôabord plus facile 

du code ®crit fran­ais, lô®tude de cette langue et de litt®rature dôexpression cr®ole et la diffusion de 

la culture nationale, la possibilit®, ¨ long terme, dôenseigner nôimporte quelle discipline dans cette 

langue, à tous les niveaux de la scolaritéò. (Haïti-DEN, 1982: 50). 

Par ailleurs, malgré le bien-fondé de lôinitiative dôintroduire le cr®ole ¨ lô®cole, la r®forme ne 

fut pas bien accueillie par toute la population haµtienne, en particulier par les parents dô®l¯ves. 

Les oppositions, face à une telle mesure, se manifestèrent à des degrés divers selon les 

catégories de la population. Les classes défavorisées, pour qui le français est un outil de 

promotion social, voulaient que leurs enfants accèdent rapidement à la connaissance du 

fran­ais. De ce fait, lôid®e de les soumettre ¨ un apprentissage en cr®ole, comme le préconise 

la réforme, ne les enchantait pas. Toutefois, Vernet (1983: 25) explique que "la population 

analphabète de la paysannerie ou du sous-prol®tariat urbain accepte dôembl®e d¯s quôelle a 

compris quôil ne sôagit pas dôinterdire ¨ ses enfants de parler fran­ais et de sô®lever dans 

lô®chelle sociale". En revanche, les parents qui avaient ®t® scolaris®s voyaient dans cette 

initiative une sorte de régression sociale et même intellectuelle pour leurs enfants.  

Tout compte fait, malgré la promulgation de la constitution de 1987, reconnaissant que tous 

les Haïtiens sont unis par le créole tout en érigeant ce dernier au statut de langue officielle à 

c¹t® du fran­ais, et malgr® les d®marches de la R®forme Bernard pour r®guler lôemploi des 

deux langues dans le système éducatif, la conception de la politique linguistique en Haïti se 

heurte ¨ beaucoup de lacunes. Lôabsence dôune vraie action soutenue, suivie par lô£tat et 

donnant accès à un réel aménagement linguistique, la problématique de la didactique du 

fran­ais langue seconde et/ou ®trang¯re, lôabsence dôune didactique du cr®ole langue 

maternelle, lôinexistence de mat®riels ad®quats pour lôenseignement et lôapprentissage en 

cr®ole, la diversit® des programmes et leurs ®carts dans les diff®rents types dô®coles, les 

®quivoques des enseignants et les d®cisions arbitraires des directeurs dô®cole quant ¨ lôusage 

de chacune des langues sont autant dô®l®ments prouvant les insuffisances qui se perp®tuent 
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dans la mise en îuvre dôune politique linguistique. On est donc en pr®sence dôactions qui se 

veulent beaucoup plus symboliques que pratiques. Le projet de planification dans le cas 

haµtien nôentend pas ou ne laisse pas entendre un r®el changement dans les rapports entre les 

langues particuli¯rement ¨ lô®cole. Les images et les représentations que les acteurs sociaux se 

font du créole et du français, les normes souvent contradictoires que chaque établissement 

scolaire ®tablit dans la gestion des langues, lôemportent largement sur les proc®dures que 

lô£tat entendait et entend appliquer. Le contexte socioéducatif haïtien présente ainsi une 

situation très contrastée qui nous laisse penser tantôt à une éducation bilingue tantôt à une 

®ducation qui vise lôexclusion du cr®ole afin dôaboutir ¨ un monolinguisme fran­ais. 

 

5. Quelle dénomination pour le bilinguisme haïtien? 

Le cheminement historique, ®conomique, culturel et social de lôind®pendance dôHaµti, ¨ nos 

jours, mène à une situation linguistique que certains qualifièrent pendant longtemps de 

bilinguisme. Si lôon fait une revue de littérature autour du terme bilinguisme, on pourra 

constater que les définitions qui lui sont consacrées sont multiples, et parfois même 

divergentes au niveau du contenu. Ainsi, dans le champ de la sociolinguistique, la notion de 

bilinguisme est sujette à controverse. Dans la conception populaire et même chez la plupart 

des auteurs, le concept a été longtemps considéré comme évoquant une égale maîtrise entre 

les deux langues. En effet, Bloomfield (1935: 57), lôun des premiers ¨ aborder cette question, 

considère que le bilinguisme consiste ¨ parler deux langues ¨ lô®gal de ceux qui les ont pour 

langues maternelles. ñLe bilinguisme, côest la possession dôune comp®tence de locuteurs 

natifs dans les deux languesò. Dôautres chercheurs se sont n®anmoins opposés à ces 

considérations jugées trop limitées. Côest ainsi que Tabouret (1969: 69), consid¯re quôil faut 

parler de bilinguisme dans tous les cas o½ il y a contact des langues, que ce contact sôeffectue 

¨ lô®crit, ¨ lôoral, ou quôil sô®tende ¨ un individu ou à tout un groupe social. ñIl faut entendre 

par bilinguisme le fait général de toutes les situations qui entraînent un usage généralement 

parlé et dans certains cas écrit de deux ou plusieurs langues par un même individu ou 

groupeò. Mackey (1976: 10) va plus loin en considérant le bilinguisme comme ñlôalternance 

de deux ou plus de deux languesò. Cependant, il pr®cise que, dans les communaut®s o½ lôon 

utilise systématiquement deux langues à des fins différentes, le phénomène est autre. ñIl 

existe des communaut®s o½ lôon utilise syst®matiquement deux langues ¨ des fins diff®rentes. 

Ce phénomène de divergence linguistique, selon la fonction sociale, est plutôt connu sous le 

nom de diglossieò (ibid.). Pour Lüdi et Py (2003: 108), le bilinguisme ne constitue pas une 

situation langagière unique en son genre. Il réunit des facteurs dont chacun peut être observé 
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dans dôautres contextes. La particularit® r®side dans lôoriginalit® de leur combinaison. Hamers 

et Blanc (1983: 6), sôint®ressant au contact des langues, considèrent le bilinguisme sous deux 

formes distinctes, quôils d®signent par deux mots différents: bilinguisme et bilingualité. 

- Le bilinguisme r®f¯re au bilinguisme soci®tal, ¨ lô®tat dôune communaut® linguistique 

dans laquelle deux langues sont en contact. 

- La bilingualit® correspond au bilinguisme individuel, ¨ lô®tat psychologique de 

lôindividu qui a acc¯s ¨ plusieurs langues pour interagir.  

Ces différentes approches nous amènent à nous interroger sur la qualification du bilinguisme 

en Haµti. Quôest-ce-que être bilingue en Haïti? Comment se conçoit ce bilinguisme sociétal? 

La situation linguistique rend la description du bilinguisme complexe dans le cas de ce pays. 

Dôaucuns, notamment Charles Ferguson, voient dans la situation dôHaµti un cas de diglossie. 

En développant son approche sur quelques situations de contact linguistique particulier, 

Ferguson a pris parmi ses exemples, Haïti. Selon lui, le créole et le français seraient deux 

vari®t®s dôune m°me langue qui se diff®rencieraient tant sur le plan de leur statut social que 

dans la répartition de leurs fonctions. Dans son article Fergusson définit la diglossie ainsi: 

ñUne situation linguistique relativement stable, dans laquelle il existe, en plus des dialectes 

primaires (qui peuvent comprendre un standard ou des standards régionaux), une variété 

superposée fortement divergente, rigoureusement codifiée (et souvent grammaticalement plus 

complexe) , qui sert de support ¨ de nombreux et prestigieux textes litt®raires provenant dôune 

période antérieure ou dôune communaut® linguistique ®trang¯re ;cette variété est principalement 

apprise par le biais de lô®ducation formelle, et elle est utilis®e dans la plupart des ®v®nements 

communicatifs écrits et formels ; mais elle nôest jamais employ®e par aucun secteur de la 

communauté, pour la conversation ordinaireò. (Fergusson, 1959: 325-340) 

Ferguson distinguait une vari®t® prestigieuse, quôil qualifiait de vari®t® h High (haute), dôune 

vari®t® non prestigieuse quôil nommait vari®t® low (basse). Ainsi, dans le cas dôHaµti, le 

français, considéré comme la variété haute, est réservé à des domaines prestigieux comme les 

services religieux, les prises de parole ¨ lôUniversité, les correspondances, les discours 

politiques, les journaux radiodiffusés, les écrits littéraires, les éditoriaux de presse, tandis que 

le créole, la variété basse, est utilisée pour donner des instructions aux domestiques, pour les 

conversations amicales, dans les chansons populaires, la littérature folklorique, les 

plaisanteries. Ce raisonnement, ¨ propos de la situation linguistique dôHaµti, malgr® ses failles, 

a ®t® diffus® et adapt® par bon nombre dôauteurs. Côest le cas de Greenberg qui, en r®sumant 

lôarticle de Ferguson, pr®sente Haµti comme lôexemple dôune situation typique de diglossie. 

Toutefois, cette application de la th¯se de Ferguson dans le cas dôHaµti ne para´t pas tout ¨ fait 

adéquate pour certains auteurs, en particulier Laguerre et Dejean. Laguerre (2009: 42) avance 

que ñla thèse classique de Ferguson (1959) [...] est assez précaire pour analyser le 

comportement langagier des Haïtiensò. Il continue en expliquant que la théorie de la diglossie 
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de Ferguson, ñcontrairement à la réalité langagi¯re en Haµti, fait de lôensemble des locuteurs 

de la communauté linguistique des utilisateurs du fran­aisò (Laguerre, 2009: 43). Dejean, 

pour sa part, reprend la théorie de Ferguson et analyse minutieusement la situation 

linguistique dôHaµti. Lôun des aspects de sa réfutation consiste à mettre en lumière le statut, 

les modes et les conditions dôutilisation des deux langues en Haµti en sôappuyant ¨ la fois sur 

des données linguistiques, historiques et sociologiques. Il affirme, comme le cite Prudent 

(1981: 25) quô ñon ne peut prétendre à une saisie des mécanismes langagiers en Haïti, sans 

une information suffisante sur la soci®t® haµtienneò. Dejean avance, contrairement aux autres 

auteurs, quôil y a deux communaut®s linguistiques: 

ñsi lôon d®finit comme Greenberg (1977) une communaut® linguistique comme ñun groupe en ®tat 

dôinteraction linguistique habituelleò on postulera quôil existe c¹te ¨ c¹te, en Haµti, deux 

communaut®s linguistiques telles que lôune est compl¯tement incluse dans lôautre. Appelons C la 

communauté linguistique dont les membres parlent le créole et F celle dont les membres 

connaissent le français. On dira que F est complètement immergé dans C. Tout le monde 

appartient à C. Mais un groupe très restreint forme F. Tous les membres de F sont nécessairement 

bilingues, tandis que la plupart des membres de C sont unilinguesò. (Dejean, 1979: 3). 

En tenant compte des considérations de Laguerre et Dejean, nous voyons effectivement que la 

th®orie diglossique de Ferguson, telle quôil lôa d®crite, ne correspond pas à la réalité haïtienne, car 

le cr®ole ne saurait °tre consid®r® comme une vari®t® du fran­ais et en outre, il nôexiste pas une 

communauté linguistique unique en Haïti. Néanmoins, dans un sens plus large et en nous basant 

dôune part sur les représentations qui amènent les locuteurs haïtiens à voir dans le français une 

langue sup®rieure au cr®ole, et dôautre part sur la place quôoccupe le fran­ais ¨ lô®crit dans certains 

domaines comme lôadministration, nous pouvons admettre quôil y a vraisemblablement une 

situation de divergence entre le fran­ais et le cr®ole, en Haµti, comme lôa expliqu® Mackey. Par 

ailleurs, cette communauté linguistique, que Dejean a désignée par la lettre F, est tout de même 

dans une situation bilingue, puisque les locuteurs qui y appartiennent peuvent manier les deux 

langues ¨ des degr®s divers. Ainsi, comme lôont ®voqu® Chaudenson et Vernet, ñil semble quôon 

doive plut¹t sôorienter vers un raffinement et une adaptation du concept [diglossie] que vers un 

pur et simple rejetò (Chaudenson, 1983: 38). 

La hiérarchisation sociale des deux langues mène aussi à des comportements ambivalents qui se 

traduisent tantôt par un sentiment de rejet, tantôt par une acceptation de la réalité linguistique. On 

peut avancer, ici, comme Leclerc (1986: 29) que: ñla langue et la société constituent un tout 

indissociable, parce que la langue est le reflet dôune r®alit® socialeò. La langue française revêt une 

dimension sociale assez consid®rable, elle int¯gre des attributs dôordre ¨ la fois linguistique et 

politique, qui en font une langue de promotion sociale. Le créole a une valeur fortement 

symbolique, entant qu'outil de communication unificateur de la nation. Or le panorama de la 
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situation linguistique montre que l'officialité de ces deux langues est loin de faire changer les 

représentations à leur égard. En tenant compte de l'aspect langue supérieure et langue inferieure 

que revêt la notion de diglossie, on peut voir qu'une construction diglossique continue de faire son 

chemin en Haïti. Le créole ne jouit pas de tous les privilèges sociaux qu'on accorde au français et 

surtout n'arrive toujours pas à se faire une place dans l'enseignement. Au regard des difficultés 

linguistiques que rencontrent les élèves et aussi les enseignants, il apparaît comme une nécessité 

d'interroger le système et en particulier les pratiques d'enseignement, afin de mieux comprendre 

l'enjeu des représentations des langues mais aussi de creuser des pistes pouvant susciter un 

changement.  

 

6. Conclusion  

Le rapport de domination existant entre les deux langues reste lôune des questions qui se posait 

avant m°me la fondation de la nation et perdure encore. Si aujourdôhui le cr®ole est reconnu 

comme langue unifiant les Haïtiens et légitimé comme tel, plusieurs questions demeurent 

encore sans r®ponses quant ¨ la d®cision dôune politique linguistique rationnelle et effective. Il 

est évident que la situation du système éducatif est fortement corrélée à la situation linguistique 

et que le disfonctionnement du système ainsi que la didactique des deux langues en usage ont 

des incidences sur lôenseignement et lôapprentissage. Le syst¯me poursuit son chemin dans un 

climat dôins®curit® linguistique qui nuit ¨ la transmission et lôappropriation des savoirs. La 

langue est lôobjet de multiples représentations et attitudes individuelles, collectives qui peuvent 

être positives ou négatives, au gré des besoins et des intérêts. En effet, on peut conclure ici que 

les représentations du créole et du français en Haïti commandent souvent des comportements et 

des actions qui ne sont pas profitable pour le système éducatif. Pour aboutir à une cohérence 

linguistique en Haµti et surtout pour permettre lô®panouissement des ®l¯ves haµtiens ¨ travers un 

apprentissage qui leur pose moins de contraintes, on doit parvenir à mettre en place une réelle 

planification linguistique. Démystifier certaines représentations glorifiantes du français: langue 

prestigieuse, langue élitiste, langue difficile, langue du savoir et de la promotion sociale reste 

un défi majeur mais cependant, indispensable. ñLa décolonisation linguistique, même si elle 

doit °tre ¨ la fois continuit® et rupture, est ¨ faire dans lôint®r°t de lô®ducation et le 

d®veloppement en Haµtiò (Laguerre, 2009: 53).  
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ABSTRACT 

his paper aims to present the evolution of the image of Silenus and the satyrs, to underline their 

dramatic importance and their survival through the centuries. At the same time, using these 

characters, remarks will be made on the influences in the Greek language from other languages in the 

Balkan Peninsula, and also the interconnections between the different mythologies. These characters, 

as members of the Dionysian thiasos, are related to many fertility rites, especially in the ancient Greek 

religion and mythology, that have survived to the present day and have evolved into a series of 

creatures, protagonists of the modern fertility rites of the earth that take place all over Europe, and in 

Greece, in particular, have become the main characters of the so-called ñDromenaò. 

KEY WORDS 
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Introduction  

Silenus, who is at the same time leader of the chorus of satyrs and also an independent 

character, is usually represented as an old satyr, with equine features instead of those of a 

goat, with a long beard, bald head and hairy body, dressed in leopard skin. This feature of 

Silenus is one of the elements with the greatest impact in the Carnival rites during the festive 

period of Christmas (the so called ȹɟɩɛŮɜŬ) and highlights, in many of the rites, through a 

monstrous zoomorphic-dress, the aim to give the character the aspect of a mythological old 

man. This is also reflected in the names that currently many of the characters receive in the 

ȹɟɩɛŮɜŬ: əŬɚɧɔŮɟɞɘ, ɛˊŬɛˊɞɨɔŮɟɞɘ, ɛɤɛɧɔŮɟɞɘ, əɞɡəɞɨɔŮɟɞɘ...  

As a member of the thiasos of satyrs and maenads, Silenus is related to the fertility rites of the 

earth and, therefore, to Dionysus and Great Mother Cybele. According to the Iconographic 

Lexicon of Classical Mythology "they are childish, naive, lubricious, clumsy, useless, foolish, 

untrustworthy, thieves, drunkards, curious, fearful, boastful but docile and cowardly" (LIMC, 

vol. vii, 1994).
1
 From the first literary mention in the Homeric Hymn to Aphrodite (Appendix, 

Text 1), Sileni and satyrs are associated with nymphs and wildlife in the mountains. Likewise, 

they are related to dance and wine, elements that are very present in the Dionysian procession 

and fertility rites. This is observed, for example, in the Cyclops of Euripides, where Silenus 

appears, as father and ringleader of the satyrs. In this passage he complains about his 
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distressing situation, because he finds himself in a strange land deprived of wine, dance and 

sex (Appendix, Text 2); with the exception of the brief ñencounterò he has with the Cyclops 

who, drunk, considers him a Ganymede. Moreover, he is not only deprived, along with his 

children, of these pleasures pertaining to their participation in the courtship of Dionysus, but 

also, as Jiménez Justicia (2015) points out, they have been relegated from their role in the 

procession to shepherds of the herds of Polyphemus, an activity strikingly opposed to the 

happiness of the Dionysian cult; and also opposed to its role as triggers that they are of the 

fertility of the earth and regeneration of nature. 

Following Griffith (2002), the Satyr Play, with its predilection for the rustic and exotic elements, 

with its erect phalluses and its close relationship with Dionysus, aims to be a dramatization of 

certain rituals of fertility that are still taking place in many areas of European geography: 

- Alpine Area: Krampus (Bruce, 1958; Honigmann, 1977; Tongue, 1958), Percht
2
 (Natko, 

2014), Pehta, Perchta, Berchta, Berchte, Fasnacht, Frau Berchta o Frau Faste (Natko, 

2014), Quatemberca, Fronfastenweiber (Grimm, 1888), Quantembermann (Grimm, 1888). 

- Bulgaria: Kukeri
 
(Sheffler, 1984; Bakalova, 2009), Karakondjul o Karakondjol, Surva o 

Survakari
2
. 

- Croatia: Kurents and Zvonļari
2
. 

- Greece (Galanis 2013): ȷɟŬˊɐŭŮɠ (ȯɟɛŮɜ, 2012), ũɘŬɜɑŰůŬɟɞɘ (ɀˊɎɘŰůɖɠ, 2001; Babali, 

2012), ȺɛˊɞɡůɎɟɘɞɘ, ȾŬɚɧɔŮɟɞɘ (Dawkins, 1906; ȹɟŬɜŭɎəɖ, 1979 & 1994; ȷɘəŬŰŮɟɘɜɘŭɖɠ, 

1997 & 1999), ȾŬˊɘŰŬɜŬɟŬɑɞɘ, ȾɞɨəŮɟɞɘ (Bakalova, 2009), ɀˊŬɛˊɧɔŮɟɞɘ, ɀˊŬɛˊɞɡůŬɟŬɑɞɘ, 

ɀɤɛɧɔŮɟɞɘ (ȷɗŬɜŬůɘɎŭɖɠ, 1953), ɅɞɔəŬŰůɎɟɘŬ (ȷɘəŬŰŮɟɘɜɑŭɖɠ, 1975 & 1997). 

- Hungary: Busójárás
2
. 

- Ireland: Wren day.  

- Italy: Badalisc (Barozzi & Varini, 2001), Martino, Mamuthones, Issohadore. 

- Lithuania: Uzgavenes (Uģgavǟnǟs). 

- Romania: Capra/Brezaia. 

- Russia: Malanka. 

- Serbia: Karakondģa o Karakandģa o Karapandģa, Koledars. 

- Slovenia: Kurents o Kurentovanje
2
. 

- Spain: Vijanera
2
, Carantoñas

2
, Peliqueiros, Zanpantzar, Botarga, Morrache, Guirrio, 

Sidro, Trangas
2
, Zamarrón o Zamarraco. 

- Turkey: Karakoncolos. 

- United Kingdom: Beltane Bash, Green Man, Straw Bear, Mummers Play (Squillace, 1986). 
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All these fertility rites have a number of common characteristics, and they possibly also share 

a common Indo-European or pan-European origin. It is therefore the so-called ñmasqueradesò 

or ñrite-theatricalò performances that take place during the festive winter cycle in many 

European rural societies. In these, the elements of the mask and the costume play a 

fundamental and defining role, as well as the dressing-up with a zoomorphic appearance. 

Thus it is observed in very diverse places, some so remote among them as the ñAltamira 

Caveò or the ñCastillo caveò in Puente Viesgo, in Cantabria (Spain), and the ñLetreros Caveò 

in Vélez Blanco, in Almería (Spain), where this zoomorphic dressing-up is reflected by 

figures who have been identified as shamans or sorcerers (Alcalde del Río, 1906; Alcalde del 

Río, Breuil & Sierra, 1911; Martínez García, 1988 & 2002). 

From this, it is inferred that there is a need from part of the humans to manipulate the 

elements and participate in some physical phenomena that do not respond to their will. In this 

way, shamans or sorcerers, by adopting a zoomorphic appearance, try to invoke the force of 

the animal or the nature through the empathic magic. Thus, the adoption of the appearance of 

certain beings provides humans with certain forces and characteristics, which, on the other 

hand, will lead to the creation of hybrid or monstrous beings that will also need to be 

subjected by a series of natural or supernatural forces, acquired through certain rituals. We 

are, therefore, in the anteroom of the myth or legend that generates a ritual and the creation of 

rites of passage. 

Although, all rituals become part of a religion, in which they develops and begin to make 

sense. Sometimes this same ritual is detached from that religion and survives it. According to 

Styan (1981: 145), "ritual is an act of solemn ceremonial. It is usually an organized expression 

of prescribed customs of religious belief or social behavior". Thus, the supplicant allows the 

manipulation, in a certain way, of the elements within his/her reach, acting or speaking 

outside the established myth, in turn altering the natural state of the individual and the 

community. In other words, through this type of acts, humans can intervene in the divine 

propitiating that the will of the divinity becomes in their favor. 

Through the use of magic words, songs, clothes or sacrifices humans manifest the will to 

imitate the supernatural force and its strength, in order to manipulate the elements and subdue 

them. On the other hand, as Munn (1973: 580) affirms, it would also be a means of social 

interaction that allows the individuals of a community to construct a series of messages 

through symbols or icons that are important for the development of the community and its 

evolution: 
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"I define ritual as a generalized medium of social interaction in which the vehicles for constructing 

messages are iconic symbols (acts, words or things) that convert the load of significance or 

complex sociocultural meanings embedded in and generated by the ongoing processes of social 

existence into a communication currency. In other words, shared sociocultural meanings constitute 

the utilities that are symbolically transacted through the medium of ritual action". 

In this sense it is where the ritual acquires its maximum approximation with the theater and 

where this type of festivities develops from religious manifestations that lose their origins in 

the past. In this manipulation of the rites, the participants play with tradition and with the 

present religion, involving in the development of the ritual the elements that allow them to 

gain the attention of the divinity. In this context of tradition, myth, pagan rituals and religions, 

the festivals of the agrarian carnival are framed, as festivities that summon the return of the 

spring and the fertility of the earth. 

However, as mentioned above, the main objective of the present study is not to reveal this 

pan-European character, but rather its intention is to note the presence of similar festivities 

throughout Europe, at least in a testimonial or schematic form, which will also allow us to 

understand the possible influence that some festivities may have on others. As can be seen, it 

is a series of festivities that enjoy a great geographical extension and contain a number of 

common characteristics: the participants are mostly men with differentiated roles for married 

men and for single men; the costumes have a monstrous-animal character or represent 

archetypal characters of the society where they are developed, although in some of them the 

character of the vegetation has an important role; it is possible to find the element of noise by 

using different instruments (drums, horns, etc.), although the element of the bell or cowbell 

composes a basic element predominant in many of them; the different elements of courtship 

and dressing-up have a marked character and symbology; the mask and the dance are 

predominant and one of the most representative elements in all of them; they are related to the 

underworld and the return of the spirits of the deceased, or other beings, to this world during a 

short period of time; and finally, all are related to a mythology linked to the resurgence of the 

fertility of nature with the arrival of spring after winter. 

In the Greek area we find from Antiquity similar festivities that are celebrated during certain 

days of the year and in some places that, by their character of meeting space, propitiate all this 

type of rites. There are lands that, either because they are isolated geographically or because 

they suffer from harsh winters, are propitious to maintain and nourish this type of rites in a 

less alienated way. 

There are many festivities that take place in very different areas of Greece during the festive 

period of Christmas (ȹɤŭŮəŬɐɛŮɟɞ), from December 24 to January 6; during the triduum of 
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Theophany, from January 6 to 8; and from this date until the end of February or early March, 

beginning of the spring period, where one finds another series of festivities. It is a stage of 

preparation in the Christian world for the vigil and fasting that will come later; a preparation 

for the great mysteries of Easter.  

The rites of the festive period of Christmas are part of both the Christian calendar and the 

Greco-Roman calendar and a mixture of religious practices and ancient traditions and the 

Christian faith. Compiling all these celebrations is an arduous task since, on the one hand, 

they receive different names along their extension, both geographic and temporal; and, on the 

other hand, they differ in different nuances as regards the ñperformanceò or realization. 

However, they keep some common features, which are the ones that define them in a clearer 

way. In Greece, we could highlight the ɛɤɛɧɔŮɟɞɘ, ɛˊŬɛˊɞɨɔŮɟɞɘ, ɔŮɜɑŰůŬɟɞɘ, ŬɟŬˊɐŭŮɠ that 

will be developed in one way or another depending on the combination of the different 

elements and festivities. 

 

The rites during Antiquity : A brief review 

In this way, Seaford (1981) postulates the existence of Dionysian brotherhoods that 

periodically represented a ritual drama incorporating the ancestors, often in a totemic way 

during the Classical era. These rituals are related to both the New Year festivities and the 

change of season (over winter to spring) as the return of the souls to the living world, as it was 

held during the Anthesteria. At the end of the festivities, with the formula ɗɨɟŬɕŮ ə‫ɟŮɠ or 

ɗɨɟŬɕŮ Ⱦ‖ɟŮɠ
3
 the souls were deported from the city. 

Within the mythological iconography, satyrs and Sileni are usually represented as characters 

with a grotesque appearance, with animalistic characteristics, goat legs, erect phalluses, 

shaggy beard, etc. Thus writes Lucianus in Deorum concilium (Appendix, Text 3), where the 

author describes the appearance of both the satyrs and Silenus, and the god Pan. 

These elements will be used by the theater to characterize these characters on stage: a mask 

with exaggerated features, with big eyes and mouth and a big beard falling on the actorôs 

chest, a chiton or furry belt, the hanging an erect phallus, which emphasizes the lubricious and 

animalistic nature of these characters. Dionysius of Halicarnassus, in the 1
st
 century B.C., 

relates a parade organized in Rome where characters can be seen dressed in the Greek way. 

The clothes of both satyrs and Sileni, made with skins, acquire a series of names depending 

on skin type or the characteristics (Appendix, Text 4). This, for example, can also be seen on 

the Pronomos Vase at the National Archaeological Museum of Naples, made some centuries 

before Dionysius of Halicarnassus. The actors dressed as satyrs wore loincloths or a type of 
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belt and goatskin (́ŮɟɘɕɩɛŬŰŬ əŬῑ ŭɞɟŬῑ ŰɟɎɔɤɜ), while those who were dressed as Sileni 

wore furry garments called chitons chortaioi (ɢɞɟŰŬɑɞɘ). In both cases, the use of the mask is 

essential as characterization of the character. In later sources it is also possible to find 

references to chortaios as the typical clothing of Silenus (Appendix, Text 5). 

About the existence of such rites and these characters there is clear evidence in the sources, 

from the Classical period to the Byzantine era, like John Chrysostom (Appendix, Text 6), the 

story of the Martyrdom of St. Dacius (Appendix, Text 7) or Theodoret of Cyrus (Appendix, 

Text 8). They speak about people walking in the streets and the squares of the city dressed in 

skins, during the celebration of the Kalends of January. 

Therefore, three elements that represent more strongly this evolution of the characters can be 

observed: 

1) The use of skins or furry clothing (chortaios) to give an appearance of an ugly old man 

(predominant images in depictions of Silenus from the Classical to the Byzantine period). 

In the representations of the Dromena this clothing made with animal skins is still used, 

especially goat, to cover the whole body and give whoever wears it a zoomorphic 

appearance. 

2) The mask is characterized by showing hideous features and a long beard falling on the 

chest of the wearer. This mask, now called ɛˊŬɟɛɞɨŰŬ or ɛˊŬɟɛˊɧŰŬ, is made with skins 

and gets its name from the barbuta, an Italian helmet of medieval times. It also depicts 

exaggerated and monstrous features and falls on the chest of the wearer as a big beard. 

Nicodemus the Hagiorite describes it in his work, Pedalion, in an explanation to the sixty 

second canon of the Quinisext Council in Trullo, about the celebration of these rites 

during the pre-Lenten period and the Byzantine Kalends (Appendix, Text 9). 

3) The phallic element, typical of these characters, is replaced by cowbells. These 

ñinstrumentsò have a dual relationship with the ancient world. On the one hand, the 

bronze is related to the instruments of the processions of Dionysus, and on the other hand 

its sound helps awaken the nature of its winter dormancy. Cowbells are an element that 

causes the desired earth fertility; like the phallic processions in ancient times, with the 

intention of attracting fertility to fields, the livestock and to the whole community. 

 

The rites today: a crasis of peoples, mythologies, traditions and languages 

This hybrid and monstrous image is mixed with the fear of the souls of the dead and the 

monsters and demons of the night and dark; so these monstrous-looking characters relate to 
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others in the Greco-Roman mythology with similar characteristics (but also with others from 

other mythologies). 

All this leads to the appearance of the kalikantzaroi, characters with the appearance of satyrs 

and demons; hybrid and mischievous characters who live in the underworld trying to bring 

down the tree of life, but during the festive Christmas period coming up to the earth to torture 

humans with their pranks. They have names such as ŰɟŬɔɞˊɧŭŬɟɞɘ, ́ ɚŬɜɖŰɎɟɞɘ, əɤɚɞɓŮɚɧɜɖŭŮɠ, 

ɚɡəɞəŬɜŰɕŬɟŬ⁞ɞɘ, etc. The current Dromena rites intend, on the one hand, to expel them (as 

happened during the Anthesteria), but, on the other hand, also to earn their benevolence.  

This kind of rituals with its procession through the streets of the town, invading squares and 

public spaces, and representing different pantomimes such as bride kidnapping, satiric 

wedding, death and resurrection of the main character, and a symbolic planting (episodes that 

seek fun to the attendants, ward off evil spirits and restore fertility to the earth), advertise thus 

the new regenerator Dionysus bringing the liberation of the spirit and countless goods to the 

community that receives it. 

As can be seen, rites today still have great similarities with the ancient rites and festivities, but 

they have been influenced by the cultures of the many peoples who have inhabited the Balkan 

Peninsula. Thus, both Silenus and satyrs, with their skins, their cowbells and masks, also 

receive the names of: 

Á ȷɟŬˊɐŭŮɠ (because of their appearance), from ὬɟŬɓɑŬ and ὰɟŬɓŬɠ. In a metaphorical use 

it is used as a character that causes fear to young children, or as a good, playful and chthonic 

character in some places and, also, as a guardian of hidden treasures. This character is shown 

to be either of zoomorphic-monstrous appearance, dressed in black skins and loaded with 

other skins and cowbells, or a character with black face or coated with ash. 

Á ũɘŬɜɑŰůŬɟɞɘ, from yeniçeri (Turkish), that refers to the young infantry soldier that 

belongs to an Ottoman army. These were, in general, young Christians who had been 

converted to Islam. In reference to the festivities of the festive period of Christmas, this 

character is characterized by being dressed with the traditional clothes of the place, with a 

white mask and loaded with coins and metal objects on his garments. 

Á ȺɛˊɞɡůɎɟɘɞɘ, from Empusa (ghost or specter of the retinue of Hecate, pertaining to the 

underworld, that cause nocturnal terrors and can present or display all sorts of forms). It 

is related to other terms like: ɀˊŬɛˊɞɡůŬɟŬɑɞɘ or ɛˊɞɡɛˊɞɡůɎɟɘŬ (see below). 

Á ȾŬˊɘŰŬɜŬɟŬɑɞɘ, from Capetanio (Italian), an old tradition of carnival that has its maximum 

exponent in Veria (ȸɏɟɞɘŬ). It is a representation that combines dance and theater and has its 

roots in Classical Antiquity. Nevertheless, the tradition of the ȾŬˊŮŰŬɜŬɟŬɑɞɘ takes its present 
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form in the years of the Ottoman domination and disappeared after the Greco-Italian War of 

1940 (being revived in different places of the region). 

Á ȾɞɨəŮɟɞɠ, from Ⱦɞɨəɞɡɟɞɠ + ɔɏɟɞɠ. With this name, it is better known in Bulgaria 

and, especially, in Bulgarian Thrace, whereas the name of əŬɚɧɔŮɟɞɠ is more usual in 

Greek Thrace. It is also sometimes called ɢɞɨɢɞɡŰɞɠ. 

Á ɀˊŬɛˊɧɔŮɟɞɠ and ɀˊŬɛˊɞɡůŬɟŬɑɞɘ, from the word baba/babo (Slavic word): the term 

is related to ɛˊɎɛˊɤ, used to refer to old women. This term comes from the Proto-Slavic 

root *baba, which designates an elderly woman and relates to the character of Baba Yaga, 

a ferocious-looking old woman from Slavic mythology.  

Á ɀɤɛɧɔŮɟɞɘ, related to mammurium (Latin); and this one from ɛɩɛɞɠ (Greek). 

ɀɤɛɧɔŮɟɞɘ <ɀɤɛɧŮɟɞɘ <ɛŬɛɞɨŮɟɞɠ. The term ɀŬɛɞɨŮɟɞɠ derives from the Latin term 

Mammurium (ɀŬɛɞɨɟɘɞɜ, in Greek). It refers to festivities that, according to John of 

Lydia in De mensibus IV.49, took place in the Roman world, in which a man dressed in 

animal skins was beaten, in a ritual manner, with sticks. There are two possible 

etymologies for this term: Mammurium or Momus (from the Greek term ɀɩɛɞɠ, 

representation of mockery and criticism). 

Á ɅɞɔəŬŰůɎɟɘŬ, from the Proto-Slavic root *rog̡  (horn). The ɟɞɔəŬŰůɎɟɘŬ wear good 

quality clothes and their faces are painted with ash. When they dance, they lead the Ali (a 

kind of leader) who carries a club, a knife and a sack full of ash that he throws at the 

spectators. 

But there are also other secondary characters such as: 

Á Female characters:  

ï Ɂɨűɖ (from ɜɨɛűɖ): ɛˊɧɡɚɚŬ (from ɹʫʣʢʘ, in Bulgarian), ȾŬɜŰɑɜŬ (from cadina, in 

Turkish), ɀˊɏɖɜŬɠ (from bey, in Turkish), ɟɞɔəŬŰůŬɟɑɜŬ (from ɟɞɔəŬŰůɎɟɘɞɠ), 

ȾɞɡəŮɟɑɜŬ (from əɞɨəŮɟɞɠ), ɁŰɎɛŬ (from dama, in Italian), ȾɞɟɏɚɚŬ (Italian 

diminutive of əɧɟɖ). 

ï ɀˊɎɛˊɤ Ŷ from *baba (proto-Slavic root) that refers to the old woman, and 

related to Baba Yaga, as mentioned above. 

Á Male characters: 

ï Zaptiedes, from zaptiye or zabtieh/zaptieh (jailer or police in Turkish). 

ï ȾɞɡɟɞɡŰɕɐŭŮɠ, from korucu (veteran janissary, guardian of the village, in Turkish). 

ï ȾŬŰůɘɓɏɚɚɞɘ, from cacivel (proto-Romanian word, with the following etymology: 

cacivel Ŷ captivellus Ŷ captivus (captive or slave in Latin). In general, the term 

refers to the Roma people. 
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These rites of the traditional carnival are a reflection of its historical evolution throughout the 

centuries and they show, evidently, the traits and elements that they have been adopting in its 

historical development. They reflect both elements in practice and in the lexicon, with terms 

adopted from the many languages and cultures that have come into contact with the Greek 

language and its millennial history. Roman, Slavic, Turkish, Italian, and Frankish influences can 

be seen, which have shaped the various characters involved in the ritual and its dramatic plot. 

 

Finally, we can conclude that we are, therefore, in a cycle where it is difficult to find the 

origin of these elements, as originating from each other, within the ritual and religious space. 

Or certain rituals were derived in a mythology accompanied by rites that have crossed 

borders, which has led to their assimilation and dissimilation with other festivities of similar 

cut, with which the elements in scene would derive of certain religious practices. Or it is a 

question of rituals already existing in the first European civilizations which, with their many 

influences and recreations, and due to the brushstrokes of Greek culture and language, 

managed to transcend the limits of time and cultures to stay alive today, highlighting the 

many bonds of union that still exist among the many peoples who inhabit the continent. 

Although it is ancient pan-European festivities that were acquiring the appearance of Greco-

Roman culture as its influence expanded, to take on different nuances and to re-influence the 

one of the other. 
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