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EDITOR'S MESSAGE

Welcome to the inaugural issue of English Studies at NBU!
Let me first of all take this opportunity to wish all our readers, authors, reviewers and the
entire editorial team a very happy, peaceful and prosperous

2015.

This first issue of ESNBU comprises, among other articles, a
selection of peer reviewed contributions to the International
Seminar on Translator and Interpreter Training jointly
organized by New Bulgarian University and Moscow City

Teachers’ Training University in Moscow on 12-14 May, 2014

and in Nizhny Novgorod on 16 May, 2014.

[ would like to take this opportunity to thank Professor Olga Suleimanova (Moscow City
Teachers’ Training University) and Professor Elena Porshneva (Nizhny Novgorod State
Linguistic University) for their invaluable support in organizing and making possible the

seminar and related events.

I hope that you enjoy this first issue of ESNBU which offers an array of engaging articles in
the fields of translation, foreign language teaching methodology, literature and political
history. Please feel free to add a comment online in the Discuss section or contact the author
or the editors for further dialogue. We look forward to getting feedback from you, and
continue to welcome submissions for our upcoming issues. You can find out more about

submitting a paper to ESNBU at our Web site http://www.esnbu.org.

Let me close by expressing my considerable appreciation to all the colleagues whose
generous contributions of time and effort has made this first issue of ESNBU possible and by
extending my best for your future research endeavours.

With regards,

Boris Naimushin, Editor in Chief

Member of the European Association of Science Editors (EASE)

englishstudies@nbu.bg
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Abstract

The article considers some terminological aspects in the process of harmonization of legislation reflecting
on different approaches to the study of terms and especially to synonymy and term equivalence. The
various mechanisms available to the translator are examined within the EU context and against the
background of Bulgaria’s legal culture. The analysis is based on translations of EU legislation from English
into Bulgarian and highlights felicitous choices and techniques employed, as well as recurring

inconsistencies in the long and arduous process of approximation of legislation.
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ON THE CONCEPT OF TERM EQUIVALENCE

Countries acceding or seeking accession to the European Union are in the
process of harmonizing existing institutions and bodies, creating new ones and finding
the language to communicate adequately within unified Europe. Approximation of
legislation entails the arduous and demanding task of standardizing legal terminology.

Some terminological aspects in this process are considered reflecting on
different approaches to the study of terms. The various mechanisms available to the
translator are examined within the EU context and against the background of Bulgaria’s
legal culture. The analysis is based on 120 pages of selected EU directives® on
intellectual property, copyright and related rights and their respective translations from
English into Bulgarian, highlighting some felicitous choices and techniques employed, as

well as some recurring inconsistencies.

At present there is great instability in Bulgarian legal terminology. New terms
are coined rather ad hoc without regard to uniformity even in one and the same legal
instrument. Terms are not evaluated according to the conceptual system of the
particular field under codification. There is a process of replacement of Bulgarian terms
due to the demand of international lexis and a marked shift of content of some native

words under the influence of the languages in contact (cf. Yankova & Vassileva, 2002).

The setting

Community law is a prime example of supranational law and given the now 24
official languages presents quite an idiosyncratic legal, linguistic, social and cultural
setting. The Acquis communautaire or the collection of EU legislation encompasses
primary legislation (the Treaties), secondary legislation (deriving from the Treaties)
and case law. There are five types of secondary EU instruments: regulation, directive,
decision, recommendation, and opinion, of which the first two are the most important
and most recurrent. It is essential for the translator to be aware of the parts that
compose each instrument, the functions it performs and whether and to what extent it

is binding.

EU directives are one of the means for achieving the aims and purposes of the

European Community and are binding to all Member States who have the discretion to

* Council Directives 91/250/EEC, 92/100/EEC, 93/83/EEC, 93/98/EEC, 96/9/EC
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determine how to incorporate their stipulations in the respective national legislation.
Non Member States seeking membership are also in the process of harmonization of

their national laws.

What are some of the characteristics of the specific EU context and how do they
shape the linguistic and cognitive structure of the produced texts? The distinctive
nature of the EU setting lies in the fact that a Member State translates and incorporates
Community legislation into its own national law and language, whereas in traditional

cases nations draft their own laws, rather than adopt from outside.

The supranational environment in which EU legal instruments are drafted and
the absence of a single culture are defining features of this setting. EU’s multilingualism
is a challenge for translation of legislative texts since the legal systems are not
comparable. Terms that are used in one Member State sometimes cannot be easily
rendered into the languages of another (e.g. summary judgement in English law is non-
existent in the German legal system). Other realities that bear upon the way texts are
shaped are the recommendations of the fight-the-fog campaign, the non-binding
observance of age-long linguistic and legal traditions (as is the case in Britain for
instance), the equal footing of all the official languages, the aspiration to draft legislation
that will be comprehensible to the public at large and that can easily be translated into
different languages, the fact that sometimes legislation in English is drafted by non-
native speakers. Supranational and multilingual are the two most salient features of

Community law. At least in theory.

In practice, some languages like Greek or Danish hardly ever function as source
languages. Most documents are drafted in French, German, English or Spanish (cf.
Robertson, 2001, p. 699, Trosborg, 1997, p. 150) with a marked predominance of
English. The English text of a document is often used for negotiations between
delegations and in the accession procedures with non-member countries. According to a
2001 public opinion survey in the then 15 Member States conducted by INRA-Europe,
although the proportion of population of the EU speaking English as a mother tongue is
16% (24% for German) the total proportion speaking this language both as mother and

non-mother tongue is 47% (32% for German), making it the most widely used language
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in the European Union. With the 2004 accession of Poland, Hungary, the Czech Republic,
Estonia and Finland, German rose in importance although English remains the most
widely-spoken language within Europe. This is also in keeping with the worldwide

tendency to employ English as the lingua franca in international communication.

Notwithstanding the existing linguistic diversity, the working groups which try
to institute a common European legal framework choose English as the language of
communication. From a practical point of view, this precludes the necessity of
elaborating uniform terminology in each language and facilitates greater concentration
on the legal issues to be tackled. Concurrently, it aggravates potential language
problems since English legal language is closely related to English legal concepts, which

can sometimes essentially depart from civil law notions.

EU citizens that speak regional languages like Catalan (an estimated 4.5 mother
tongue speakers in Spain, France and Andorra) do not enjoy the same linguistic rights as
those speaking the national languages of the member States. More people speak Catalan
than those who speak the official languages Swedish, Portuguese, Greek, Danish and
Finnish (Forrest, 1998). Jacques Delors (1992, p. 32), among other EU officials, has
expressed concern about the feasibility of maintaining language equality in an expanded
and expanding European Union. Furthermore, at its 2667th meeting on 13 June 2005 in
Luxembourg the Council of the European Union decided to amend the 1958 Regulation
No 1 to grant Irish full status as official and working language and authorized the
limited use at official EU level of languages recognized by member States other than the

official languages.

What are the implications of this supranational, multilingual, multicultural
context on professional interaction within EU institutions and more specifically on the

communicative situation?

The specific multilingual communicative situation

Let us consider some features of the genre of statutory legislation from the point
of view of the communicative situation, namely the participants in the communication,

the purpose of communication, and the production strategies.


http://en.wikipedia.org/wiki/Council_of_the_European_Union
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In the context of a national legislation process the legal draftsman does not as a
rule participate in parliamentary discussions, he is only the writer of the document and
not the actual author of legislation. To make matters more complicated, legislation is
multi-authored prose and often time-pressured. In codification the link between
addresser and addressee is mediated. The law is intended for each individual in the
society, but is interpreted by the specialist. Its illocutionary force holds no matter who
the participants in the communication are. The main function of statutes is directive - it

imposes obligations and confers rights.

The principal concern in legal drafting is the expression of the intent of the
legislative body, not the facilitation of text comprehension. The ultimate concern of

statutes is to regulate behaviour and not so much to inform and impart knowledge.

In many other types of text, the author often expresses an idea and then
reformulates it in a different way so as to give the reader sufficient means and time to
digest it. In legislation, sentences are over-compact and arranged in lists: the interpreter
has the task to determine which ideas are important. The draftsman always has to keep
in mind that he is writing for a hostile audience - the text will be interpreted by warring
sides in the courtroom. Statutory writing strives to be precise and at the same time all-

inclusive.

In the context of Community law we are witnessing a remarkable communicative
situation where standard concepts of sender-receiver of message, medium, text type,
have become rather fuzzy, giving rise to hybrid texts (cf. Trosborg, 1997, p. 146) that
derive from languages and cultures in contact, from intercultural communication. In
addition to the traditional participants in legislative communication - the text
producers (initiators and authors of statutory instruments) and text receivers
(specialists who interpret the law and the general public) in this supranational and
multilingual environment - there is another set of participants: that of translators and
revisers who make certain that the produced texts are legally flawless and best suited to
the local context. Translators are considered acting as mediators between text
producers and receivers but can also be regarded as producing a new text and whose

primary concern is target text receivers.
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Translation problems that surfaced in the translated EU directives

In principle, Bulgarian legal language is not much different from other types of
formal language. Bulgarian Acts can, as a rule, be read like ordinary prose with ordinary
words with familiar meaning and ordinary grammar: they are easy to apprehend. Being
part of the Continental tradition, the stress is on general principle at issue (or the ‘ratio

legis’) resulting in brevity of expression.

The Bulgarian translation of the Directives under examination, however,
demonstrates a marked deviation from this tradition, especially in the numerous
Preambles and the long and complex sentences. Certainly, a point to consider is the
standardization of texts produced in the Union. All the different versions have to be
uniform not only regarding the content, but also regarding the organization of the text.
The layout, articles, paragraphs, sentences have to match completely in order to
facilitate reference to the document in any of the official languages. The full stop rule
requires “an equal number of full stops in source text and translations” (Trosborg, 1997,
p.152). The translator, though constrained by EU requirements for standardization and
uniformity of legislation, should observe the natural word order in the target language,

making the sentence sound as natural as possible.

Some of the terminologically problematic areas encountered in the translation of

the directives into Bulgarian can be systematized as follows:

Conceptual non-equivalence. Since translation is a form of cross-cultural
communication, one of the difficulties translators most often encounter is institutions or
concepts which do not exist in one of the cultures. For instance, the Bulgarian terms
npedsapumesHo caedcmeue (predvaritelno sledstvie, preliminary investigation) or
dosHaHue (doznanie, preliminary inquest) do not have conceptual equivalents in Britain.
The National Investigation Service, an independent body in Bulgaria, does not exist in
other law systems. The work of the dosnamen (doznatel) is performed by a police
inspector in England. Another such term is ss3numameaxa paboma (vdzpitatelna
rabota) which is usually rendered by a loan translation in English as educative work. A
corresponding example would be the fundamental to Common law concepts of torts or

trust foreign to Continental legislative systems.
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Specificity/Generality of terms. A greater or lesser degree of lexical density on
the semantic continuum poses great demands on the work of the translator. Concepts in
one language may have multiple meanings in another. More often than not Bulgarian
legal terms have broader meaning than corresponding English terms. A case in point
would be adeokam (advokat) which corresponds to advocate, barrister, solicitor, counsel,
lawyer, attorney. The English enactment in the sense of a legal document codifying the
result of deliberations of a committee or society or legislative body is rendered in
Bulgarian with 3akon (zakon, act), Hopmamueen akm (normativen akt, enactment),
npasHo npednucaHue (pravno predpisanie, regulation), nocmaHoeseHue (postanovlenie,

ordinance), ykas (ukaz, decree).

Faux amis or false cognates. Superficial resemblance conceals their different
meanings e.g. third country instead of non Member State, process of law is not 3akoHeH
npouyec (zakonen proces) but 3akonHa npoyedypa (zakonna procedura). One of the most
glaring examples of a semantic deviation of international lexis in the analysed texts is
the translation of public as ny6auka (publika). The word in Bulgarian means audience.
The correct rendition of public is o6bwecmeo (obsStestvo) or obwecmseHocm

(obstestvenost).

Collocational semantic variation. Discrimination between the diverse
meanings of one and the same word depending on the immediate context: e.g. legal -

npaseH (praven), wpuduuecku (juridiceski), cedeben (sddeben), 3akoHeH (zakonen).

Positive or negative latent value attribution to words or phrases in
particular contexts. These are occurrences when past semantics hinders the adoption
of loan words owing to negative connotation. The word directive itself, for instance, is a
term associated with the former totalitarian regimes in Eastern block countries with
negative overtones. It has seemingly undergone a motivated shift of content, however,
and is currently freely used in relation to the institutional discourse of the European

Union.

Selecting adequate translation strategies

In establishing equivalencies different criteria can be considered depending on

the purpose of the translation. Equivalents can be communicative, linguistic (literal),

10
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functional. A communicative translational equivalent is one that is directed to the
recipient of a text. The purpose is to facilitate the specialist in the target language in
understanding the concept behind the term. Secondly, a translational equivalent can be
oriented towards the source-language term, giving primary importance to linguistic
form. Thirdly, the translator can opt for an equivalent that is a legal term in the target

language (for discussion of types of conceptual equivalence cf. Yankova, 2003, p. 57 ff.).

Of paramount importance in translating statutory texts is focusing on the content
of the message and the precision and accuracy in meaning which override
considerations of style. The prescriptive, authoritative character of legislation as a rule
calls for literal translation in order for the translated text to achieve an effect identical
to that of the source text. Therefore, functional equivalence is of utmost concern in legal
translation. It is also recipient oriented in that it should correspond pragmatically to the

source text.

In the absence of adequate conceptual equivalents in the target language there
are several possibilities the translator can resort to. If we take as example the Bulgarian
kacayuoHeH cwvd (kasacionen sdd) or Cour de Cassation in French, it can be translated as
Supreme Court in which case a communicative translational equivalent would be
employed, focusing on the concept. The aim would be to make a foreign lawyer
understand that it is the highest court in the Bulgarian system. The other option would
be for the term to be translated as Court of Cassation whereby it would be source-
language oriented and faithful to the linguistic form. It would also convey the foreign
nature of the concept it refers to. However, it might hamper text comprehension unless
the foreign lawyer is well versed in French or Latin or is acquainted with the Franco-

Germanic legal system on which the Bulgarian is based.

The Anglo-American term trust has no equivalent in civil law. First, the translator
can supply additional information to explain that trust is a right of property, real or
personal, held by one party for the benefit of another. Another possibility would be to
preserve the source term. There has been an increasing tendency to use Anglicisms in
the Bulgarian language. Most young professionals feel comfortable with the English
language and the untranslated usage of English terms would eliminate mis-translation.

However, the primary purpose of translation is to make the source text accessible to

11
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people who do not know the source language. Moreover, non-translation renders an
already hard to unpack legal text even more difficult for ordinary citizens. A third
solution would be to find a short but sufficiently explanatory phrase, e.g. in the case of
trust: oneka u ynpasseHue Ha umyujecmso (opeka i upravlenie na imustestvo). A fourth
option would be to create a neologism. In my opinion, in most similar cases the best
solution is the third option - finding a short, explanatory phrase that would be both
relatively succinct and sufficiently descriptive. In Sar¢evi¢’s view (1997) the most
adequate rendering in cases of terminological incongruity is the attempt to convey the

intended meaning in neutral language.

The creation of new lexical entities (neologisms) in cases of terminological
incongruity can be of two types: totally new creations and borrowings from other
languages. Neologisms should not be selected in an arbitrary way; they should show to a
certain degree the content of the source term and be understandable by the target
audience. When choosing neologisms the translator should also take into consideration
the choice of earlier translators. Borrowings can be of three types: direct borrowing, e.g.
komniomep (kompjutdr) > computer; b) loan translation (calquing), e.g. bsiiama kHuza
(Bjalata kniga) > White Paper; c) internationalisms (Latin or Greek basic root forms, e.g.
Mazucmpam (magistrat) > magistrate. Direct borrowing can be recommended when the
source language term can be easily integrated into the phonemic, graphemic, and
morphological structure of the target language and if it permits derivatives. The use of
Latin or Greek word elements produces internationalisms which facilitate text
comprehension: e.g. jurisprudence > twpucnpydenyusi (jurisprudencija), ministry >
MuHucmepcmeo (ministerstvo), restitution > pecmumyyus (restitucija). Loan translation
is generally used for complex or compound terms and phrases; e.g. common law
jurisdiction > o6uuatiHo-npasHa wpucdukyusi (obicajno-pravna jurisdikcija) and is
generally preferred to direct borrowing. However, neither form of term creation is
acceptable if it violates the natural word formation techniques of a linguistic

community.

When the term is transparent or semantically motivated a good choice is a literal
translation (Community law, Green Paper > npaso Ha O6wHocmma (pravo na Obstnostta),

3esnenama kHuza (Zelenata kniga). There are instances of description of the terms, as in

12
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collecting society rendered as opzaHu3ayusi 3a KO/AEKMUBHO ynpas/eHue HA npasa

(organizacija za kolektivno upravlenie na prava).

Another approach would be to extend the meaning of an existing term to
encompass that of a new concept, e.g. piracy now refers also to audio piracy, something
that could not have been foreseen when the word was first created. Many terms are
coined by the use of simile, i.e. the naming of a concept in analogy to another, familiar
one. When a special concept (belonging to a target domain) is designated by the name of
a general concept (belonging to a source domain) because of some resemblance
between the two, then we have metaphorical term formation and its motivation can be
found in similarities of form, function and position (e.g. mouse in computing, control arm
in engineering, bedrock in geology). A term in one field can also be re-used in another

field for a different concept (e.g. hardware in computing and general language).

When a concept in the source language has several equivalents in the target
language, i.e. when it manifests differences along the semantic continuum, the felicitous

choice would be effected through descriptive terms in order to make this distinction.

Most important of all before attempting translation, however, is to look closely at
the system of concepts and concept relationships in each individual language.
Acknowledging that concept systems are logical hierarchies in which concepts are
subordinated, superordinated or juxtaposed to each other, of special importance for
terminological work is the study of these hierarchical relationships. Conceptual
differences between two (or more) languages are especially manifest in legal

terminologies.

Let us take as an example the English legal term defamation. Black's Law
Dictionary gives the following definition: "holding up of a person to ridicule, scorn or
contempt in a respectable and considerable part of the community. The definition
includes both libel and slander. Under libel we find: "a method of defamation expressed
by print, writing, pictures, or signs" and under slander: "the speaking of base and
defamatory words tending to prejudice another in his reputation, office, trade, business,

or means of livelihood".

13
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Within the conceptual system of British law libel and slander are both methods of
defamation; the former being expressed by print, writing, pictures, or signs; the latter
by oral expression or transitory gestures; and defamation is the generic term. Or, in
linguistic terms, defamation is the superordinate term for the co-hyponyms libel and

slander. The semantic characteristics look like this:

defamation: (+ false), (+ defamatory ), (+ (or) - permanent form), (+ (or) -
transient form)

libel: (+ false), (+ defamatory), (+ permanent form)
slander: (+ false), (+ defamatory), (+ transient form)

If we consider the conceptual system of Bulgarian law, we only find the term
kaeeema (kleveta) which corresponds in semantic features to the generic term
defamation:

kaeegema: (+ false), (+ defamatory), (+ (or) - permanent form), (+ (or) - transient
form).

In an English-Bulgarian translation the appropriate choice is a descriptive
equivalent (e.g. a phrase that is equivalent to oral defamation and defamation in a
permanent form). When translating such terms from Bulgarian into English, translators

should be careful in choosing the pertinent co-hyponym.

In cases of collocational variation Jacobs’s (1995) assignment of thematic roles
can be very useful in delineating the diverse meanings of a word. Undoubtedly a
componential analysis is indispensable in the choice of translation procedure. The term
and its concept have to be identified, delineated in the source language in order to find
the appropriate term in the target language. Semanticians have resorted to analysing
the meaning of a single word (word-internal semantics) and the meaning that word has
with other parts of a sentence (external semantics). The legal terms under
consideration in this study constitute a semantic unit; their definition is a proposition
consisting of a predicate and arguments that fulfill varying semantic or thematic roles.
Fillmore (1968) explains the propositional content (the deep structure) of a simple
sentence through deep cases (relations) such as: Agentive, Instrumental, Objective,

Factitive, Locative, Benefactive, which are converted into surface representation of

14
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sentences. Jacobs (1995) talks of the following thematic roles that the predicate assigns

to its arguments: Agent, Instrument, Theme, Experiencer, Source and Goal, Benefactive,

Location and Time.

- Agent: a mind-possessor who acts intentionally;

- Instrument: the thing with which the action is done;

- Theme:

a. inert entity, which is in a certain state or position or is changing state or
position,

b. affected mind-possessing entities (or Patient);

- Experiencer: the one who experiences a mental state or process such as
thinking, knowing, believing, understanding, fearing, etc.;

- Source and Goal: source refers to the location from which someone or
something originates and goal to the location that serves as the destination;

- Benefactive: the role of the individual for whose benefit some action is
undertaken;

- Location and Time: these are thematic roles for nonargument noun
phrases. (Jacobs 1995, pp. 22-29).

All the different ways of rendering legal in Bulgarian included the thematic roles: +

Agent, + Instrument, + Theme. However, the various uses demonstrated a different

thematic role as the salient one in the four cases, or even additional thematic roles,

besides the essential ones:

legal & noun:

npaBeH (praven) & noun: + Agent: legal protection > npaeHa 3akpusaa (pravna
zakrila), legal implications > npasHu nocsiedcmesus (pravni posledstvija);

wpugudecku (juridiceski) & noun: + Instrument in the salient role: legal entity >
topuduvecko auye  (juridicesko lice) legal residence > wpuduuecko
Mecmodxcumescmeo (juridicesko mestoZitelstvo);

cbae6eH (sddeben) & noun: + Locative: legal costs > cedebHU pa3HOCKU
(sddebni raznoski), legal opinion > cede6bHo cmaHosuuje (sddebno
stanoviste);

3aKoHeH (zakonen) & noun: + Theme as the salient role: legal duties >
3akoHeH Owese (zakonen ddlg), legal right > 3akoHHo npaso (zakonno
pravo).
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Another example is (un)authorised & noun (e.g. an authorized person,
unauthorized removal) where depending on the presence of the semantic roles + Theme
or + Patient, the respective Bulgarian terms are: yns/i1nomoweHo auye (updlnomosteno

lice), Heno3eos1eHo omcmpaHsieaHe (nepozvoleno otstranjavane).

Conclusions

A basic difficulty in translating legal (or any other specialized) texts is the lack of
equivalent terminology. A successful translation is one that relays the content of the
source text achieving adequate semantics and pragmatics in the target language.
Searching for terminological equivalence entails constant comparison between the legal
systems of the source and target languages. Legal traditions and cultures are so diverse
that concepts in one system are alien to another system; therefore the cultural
dimension of the concept should also be taken into account when looking for
terminological equivalents. Some authors hold the view that full equivalence can only
occur when the source and target language relate to the same legal system. “In principle,
this is only the case when translating within a bi- or multilingual legal system, such as
that of Belgium, Finland, Switzerland and - to some degree - Canada” (de Groot, 2000, p.
133). The on-going process of establishing a uniform legal system and institutions
across Europe would mean that terminological equivalence is both necessary and
possible. The issue is how to achieve this equivalence? What conceptual and linguistic
resources to employ? Analysis of the objective form of language, the outsider view or
the ‘etic’ aspects in conjunction with how language functions for users in real-life, the
insider view, or the ‘emic’ aspects can offer insights into both the common, shared

meaning and the culturally specific facets of meaning.

To summarize, I would like to give a list of proposals that have resulted from the
present study as guidelines for further legal translations from Bulgarian into English
and from English into Bulgarian:

- each term should be evaluated with regard to the conceptual system of the

particular field under codification;

- a componential analysis of the semantic features of the concept is
indispensable in finding the most appropriate translational equivalent of a term;
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- in the absence of adequate equivalents the possible choices are: non-
translation (preserving the source term), finding a short explanatory phrase
(paraphrase), creating a neologism;

- preserving the source term is the least desirable option unless it concerns
established Latinisms in one of the languages;

- paraphrase is a very useful technique for non-existing legal terms. It should
be short, but sufficiently explanatory;

- neologisms cannot be chosen in an arbitrary way. They should be somewhat
transparent to the target audience and should not violate the natural word
formation of the target language. They should also allow for derivatives;

- in choosing neologisms, the choice of earlier translators should be taken into
account in order to achieve continuity and avoid confusion.
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This research deals with inter-rater reliability of quality assessment in translator
training. Our data come from two university translation contests which involved
ranging translations based on aggregated grades awarded to translations by several
raters and from error-based description of quality as part of routine training. In all
cases the translation tasks involve standard, largely informative texts set in non-specific
pragmatic and communicative situations, while assessment aims at summative and
formative evaluation of the overall translation quality as a measure of general transfer
competence (Neubert, 2000, p. 9-15), which is mostly centered around
(macro)linguistic issues. The research is limited to translation into the trainees’ mother
tongue, which to an extent helps concentrate on those components of translation
competence which deal with transfer proper as it drives active foreign language skills

out of focus (Zwilling, 2009, p. 60).

The subjective nature of TQA is widely recognized in translation studies, yet at
the same time it is not seen as a bar to employing statistical measures to gauge it
(Zwilling, 2009; Kelly, 2005, p.140; Knyazheva & Pirko 2013; Waddington, 2001, p.24).
For both major approaches in TQA - holistic and error-based - there are descriptions
and grading scales, which, if successfully acquired by the raters involved, and within a
carefully staged experiment, can yield statistically reliable results as shown by

Waddington (2001).

This article aims to describe inter-rater reliability of real-life TQA carried out
with different methods and assessment criteria and various degrees of their discussion
by the assessors. In this research we also put our translation error classification,
proposed for error annotation in Russian Learner Translator Corpus (RusLTC1), to a

reliability test.

In his article on TQA, Williams insists that any assessment model should comply,
inter alia, with the requirements of reliability, which is defined as “the extent to which
an evaluation produces the same results when administered repeatedly to the same
population under the same conditions. Thus a TQA system is reliable if evaluators’
decisions are consistent and criteria are stable” (Williams, 2009). In statistics, inter-

rater reliability measures show how much agreement there is among raters, by giving a

1 http: //www.rus-ltc.or
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score of how much consensus there is in the ratings given by different judges as regards

the same object and assessment criterionZ.

Throughout this research we rely on one of the various statistical measures of
the inter-rater agreement called Krippendorff's alpha. This coefficient is a statistical
approach to generalize several known reliability indices, which (unlike other measures)
can be applied to data produced by more than two raters, using any metric or level of
measurement; it takes into account chance agreement, can handle incomplete and
missing data and allows for algebraic differences between the units of the scale. This
coefficient range is 12a=0, where a=1 means perfect agreement, a=0 means that units
and the values assigned to them are statistically unrelated, while a<0 means that
disagreements are systematic and exceed what can be expected by chance
(Krippendorff, 2011). This measure originated in content-analysis research and is used
in humanities to assess manually coded data (Artstein & Poesio 2008). It is considered
more reliable than other reliability measures such as percent agreement or Cohen’s
kappa. The calculations have been performed using the on-line service developed by

Deen Freelon (Freelon, 20103).

In Section 2 of this article we calculate and describe the inter-rater reliability of
TQA in the context of translation competition. This description is based on the scores
reached by several raters without prior discussion of either criteria for assessment or
evaluation method. It shows how much variance there is in the professional community
as far as the opinions on the overall translation quality are concerned. Section 3
contains the description of inter-rater reliability of translation error-analysis based on
an agreed error typology. In this case we measured consensus between raters as to the
locus of the error and its type, as well as its seriousness. Special emphasis is made on
the more subjective and less subjective areas in our implementation of error analysis. In
Section 4 there is a description of an experiment which involves both error-analysis and
subsequent grading, which helps to establish correlation between number and types of
errors and translation ranks in the sample. Section 5 draws comparisons of the results
and conclusions of the study and provides an outlook for the error-based TQA research

and its classroom applications.

2 http://en.wikipedia.org/wiki/Inter-rater agreement

3 http://dfreelon.org/utils /recalfront
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Inter-rater Agreement for Random Panel of Professional Translators and

Teachers

The data in our first sample was collected under the following conditions. Six
independent raters with different affiliations, including translator trainers and acting
translators, assessed 70 student translations produced during a translation competition
held by one of the Russian universities. They used a 15-point scale, which was applied
as the raters saw fit, i.e. no translation values or assessment criteria were discussed
beforehand. All raters worked independently under a reasonable time constraint and
the contestants names were encoded, which ruled out any personal bias. The translation
brief required a translation of excerpts from a magazine article (352 tokens in size, with
full text available) on a general subject aimed for general readership and included no

specific communicative challenges.

In order to calculate the alpha coefficient for inter-rater reliability we assumed
that the data received from the competition jury of the six people mentioned above are
interval by nature. It means that on a translation quality assessment scale from 0 to 15,
it is the difference between values that matters. The higher the score, the better the
translation, but unlike ratio scales (such as height or weight) the interval scale doesn’t
have a rational zero point which marks an object with no attribute in question (in our
case a translation with no quality of translation). Also we can’t say that a 10-point
translation is as much better than 8-point one as 14-point translation is better than a

12-point one, which would be the case if the scale belonged to the ratio type.

The inter-rater reliability of data obtained under the conditions described
reaches the value of a=0.569. The author of the modern mathematical structure of this
coefficient specifies that though the minimum acceptable alpha coefficient depends on
the importance of the conclusions drawn from the imperfect data, the common
threshold is known to be 0.800 > a = 0.667 (Krippendorff, 2004), and in other research
a>0.74 is described as perfectly reliable (Strijbos & Stahl 2007).

The relatively low degree of agreement suggests that the translation contest
jurors either have been very inconsistent in assessing translations, lack the linguistic or

subject-field knowledge required, or else they have very different opinions on what is
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good in translation, i.e. they have used very different yardsticks for gauging quality.
Lack of any quantification or description behind the points awarded by evaluators does

not allow any further analysis in this case.

Nonetheless, further analysis of the data shows that Juror 3 can be considered an
outlier. This term is used in statistics to refer to observation points that are too distant
from other observations. It is possible to exclude these data from the set for statistical
analysis. If we exclude data from Juror 3, the agreement between the remaining five
jurors jumps to 0.676. The specific approach taken by Juror 3 is confirmed by
agreement statistics for any team of five jurors including Juror 3: it amounts to 0.543
without Juror 4, a=0.512 without Juror 1, and a=0.590 without Jurors 5 or 6. Note that

all these figures are lower than that for the jury without Juror 3.

By comparing statistics we have found jurors who agree the most (Jurors 1 and 2
show inter-rater agreement a=0.824, Jurors 1 and 6 - 0.774, and the result for any other

possible pair does not exceed a=0.539).

The low reliability of TQA results revealed in this research signals a good deal of
subjectivity in assessing translations and disagreement within the professional and
educational community when the assessment is exercised in the holistic setting. For the
results of this approach to be reliable it requires a much more complicated procedure
than the sum total of the points awarded by all raters, which determined the
competition winner in our case. As shown by Knyazheva and Pirko (2013), the variety
of opinions displayed within a holistic approach to translation assessment can be fairly
accounted for on the basis of system analysis methods. It requires formulating criteria
and prioritizing them in terms of significance to the overall translation quality as well as

meticulously assessing translations according to these criteria.

Error Analysis Reliability

In the second experiment we aim to describe different aspects of reliability of
data that come from translation assessment, performed by two translation teachers,
who used a pre-defined error typology to mark up mistakes in student translations. The
inter-rater agreement is described as agreement between raters as to the error location

in translation and as to the type and seriousness of errors marked.
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This statistics is supposed to highlight the types of mistakes that are spotted and
agreed upon by both independent raters versus those which cause most disagreements
and, therefore, can be considered more “subjective”. Besides, the results of this analysis
and the discussion of its results will help to determine the faults of the proposed error

classification and improve it before it is used for RusLTC mark-up.

The sample under analysis included 27 anonymized translations from English
into Russian of 6 original newspaper texts which added up to 7874 tokens in size. The
number of translations to each original varies from two to seven. All translations were

done by students majoring in translation studies and translation.

The two evaluators worked independently on the basis of RusLTC Translation
Error Mark-up Manual, which contains the general description of the translation error
classification, its principles and examples for each type of mistake along with a
commentary. The mark-up was technically performed in the customized version of the
text annotation program brat (Stenetorp et al, 2012) installed at RusLTC site. It creates

standardized text annotations that can be processed automatically.

Within the scope of the present research we do not analyze agreement in all
types of mistakes provided for in the classification, and we will not describe the latter
here in detail, limiting ourselves to characterizing it as a three-level hierarchy which
includes 30 mistake types equally split between two major categories - content-related
and language-related, depending on whether the mistake affects understanding of the
source text or expression in the target language respectively*. In addition to defining the
category and the specific type of mistake, the raters were also asked to evaluate them in
terms of seriousness using a three-member scale (critical, major and minor) and

considering the effect of the errors on the overall quality of translation.

The figures for the total number of mistakes marked by the raters in the same
targets in our sample differ substantially, but the ratio of content-related and language-
related mistakes is very similar (see Table 1). It means that the raters differ in the rigor

of mistakes analysis, i.e. they show different degree of tolerance for mistakes, especially

4 The complete classification can be found at the RusLTC site http://www.rus-ltc.org/classification.html .
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when it comes to target language accuracy. This conclusion is further confirmed by the

striking difference in the number of critical errors.

To determine the inter-rater reliability of these data we have tried to examine
how often the raters agree on the mistakes locus in the translation and the mistakes
types and seriousness. In the first case we calculated the quantity of mistakes marked
by both raters in the same text span. In our sample the raters agreed on the locus of a
mistake in the text in 343 cases, including 33 cases of double or overlapping

annotations. It makes 54.4% for Rater 1 u 76.6% for Rater 2 (see Table 2).

This means that raters more often agree that translations are faulty in a
particular text fragment. It is important to highlight that our data are characterized by
the high percent agreement on the category of the mistakes located by both raters -
80.5 %; whilst they only disagree in 67 cases out of 343. The fact that raters tend to
agree on the general type of mistake which they both locate in a particular text span
confirms the validity of the traditional dichotomy between content-transfer errors and
target language errors that are often used as the top-level categories in translation error

hierarchical classifications.

If we bear in mind that for each rater target language-related mistakes prevail in
our sample, it is no surprise that they are more numerous among the “locus- and type-
agreed” mistakes. It is noteworthy that the ratio between language and content
mistakes in this part of the data is tilted towards the former - it is 0.747. We can
therefore conclude that our raters tend to agree on content-related mistakes a bit more

than on target-language related ones.

At the same time, we have to admit that in our first inter-rater experiment
“subjective” mistakes (those that are accounted for by only one of the raters) make up a
considerable part of the data - 45.6% for Rater 1 u 23.4% for Rater 2 (solid sectors in
Fig. 1). In the case of Rater 1, “subjective” mistakes together with cases of
disagreements about the type only (shown with the dotted background in Fig. 1)

account for more than 50% of the annotation data for this sample.

The figures for the second rater, who showed much more tolerance for language

mistakes, are less dramatic. The more subjective area of translation mistakes mark-up
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extends to include the degree of mistakes gravity. The raters agreed on this attribute of
mistake only in 34.4% of cases. At the same time one can notice that “disagreement”
sectors (solids and dots) are always smaller in the area of content-related mistakes
(darker sectors in Fig. 1), which speaks of higher agreement on the more serious truly

translational mistakes, rather than those associated with language competence.

Drawing conclusions for this part of the research we can summarize it as follows.
Our research shows that 1) our raters spot a mistake in the same text locus in more than
half cases; 2) out of those, they agree on the type of mistake in more than 80% of cases;
3) they tend to agree more about content errors than language errors. On the other
hand, they disagree substantially on 1) degree of tolerance to minor mistakes; 2) the
nature and number of good solutions, and 3) the way in which to apply the
classification, even at the level of mistakes categories, all of which undermines

reliability of the error annotation and points at its subjectivity.

Translation Evaluation Based on Error-analysis

To improve the inter-rater reliability determined in the previous experiment we
have introduced changes into the classification, discussed results of the research, and
before proceeding we developed and discussed a translation of the source text that

could be used for reference by the evaluators.

In the second error-analysis experiment we compared error annotations made
by three raters, two of whom had already taken part in the previous experiment. The
raters error-annotated 17 translations of the same text (EN>RU, source text size - 571
tokens), and then awarded each of them a grade, based on a 20-point scale. It is
important to foreground that they did not use any agreed standard to convert number
and types of errors into points, but relied on their own understanding of each

translation relative worth.

The inter-rater reliability of the three raters’ evaluations in points of the interval
scale measured with Krippendorff's statistics for this sample is 0.734. For reasons

described above it is close to acceptable.
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Estimating reliability of TQA data in this research we have found out that raters
tend to agree more on the poorer translations than on the better ones. In the first
sample, the agreement between the three raters with the highest level of internal
consistency of the data provided (Raters 1, 2 and 6) on the bottom ten translations
(according to the aggregated score of the contest results) is estimated as 0.425. In the
current sample it is 0.607. Krippendorff’s alpha for the top ten translations is 0.127 and
a=0.265 in the first and the second samples respectively. As it can be seen from these
figures the lower subgroup of translations causes less disagreement between the raters

than the higher subgroup.

If we compare the data from this error-analysis experiment to that obtained in
the previous experiment, we can register certain improvement in agreement between
Raters 1 and 2, while Rater 3 has contrasting results (see Table 3). The difference in
data can be attributed to different degree of tolerance to target language mistakes
which do not affect understanding and to different levels of understanding of the
classification itself. Nonetheless, these data show that the annotations are still
dominated by target language mistakes, while the concept of “a good translation

decision” remains elusive.

As it has been stated in the case of mistakes analysis, we estimate inter-rater
agreement as consensus on locus of mistakes in the text and mistakes type. In the
sample used for experiment three, there are a total of 109 words or phrases which,
according to the three raters, are erroneous translator decisions. These “more
objective” mistakes account only for 1/5 or 1/4 of all mistakes marked by each rater.
But if we exclude data from (untrained) Rater 3, the agreement between Raters 1 and 2
will jump to over 2/3 (69.35% and 71.59% for Raters 1 and 2 respectively; the number
of mistakes located in the same place in the target text is 310, including 242 which are
referred to the same type). It is interesting to note that the figures for the total number
of mistakes for these raters are very close (in contrast with Rater 3), which means that
the raters applied more or less the same rigor when conducting their mistakes analysis,
while percent agreement and Krippendorff's alpha for agreement on the type of
mistakes is a bit lower (80.5% and 78.1%; a=0.605 and a=0.561 for the data in the 1st

and 2nd error analysis experiments respectively). We attribute these differences to the
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insignificant statistical variance related to the nature and size of the sample under

analysis.

These data prove that additional training helps to achieve more reliable data, at
least in terms of total number of mistakes. However, agreement on the type and
seriousness of the mistakes does not improve much, which means that evaluators tend
to agree that a particular phrase is not an adequate translation solution, but they
disagree on how to describe it in the categories of error classification and on how to
value the seriousness of the error. The data from the second experiment confirm our
previous conclusion that the raters tend to see more target language mistakes than
content-related ones (the percent of the former varies from 60 to 68%, in Fig. 1 the
light-green sector is always larger), but when it comes to the agreement on type of
mistake it is the content-related mistakes that cause less disagreement (in Fig. 1 solid
dark-red sectors are disproportionally smaller than solid light-green sectors). The
agreement on seriousness of mistakes improved, too, from 34.8% to 59.6%, but these

data are far from reliable as regards critical mistakes.

However subjective the translation mistakes annotations are, we hypothesized
that there is a correlation between the number and types of mistakes and the number of
points awarded to each translation according to a certain scale and reflecting the overall
relative quality of students’ production. To find this correlation we sorted tables
containing results of error analysis (such as total number of mistakes, number of target
language mistakes, number of content mistakes, number of critical mistakes, number of
good translation solutions) and the evaluation in points produced by each rater. It turns
out that the most reasonable way to range translations is to take into account the
number of critical errors, the number of content-related errors and the total number of
mistakes in this consecutive order as this ranging better reflects, in our opinion, their
relative quality and can be used for grading translations. In each individual situation a
teacher can determine the baselines between different quality groups (grades)
depending on the text difficulty, time constraints or other conditions of translation. The
grades can be further adjusted to accommodate the number of “good translation

solutions” marked-up in translations.
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Conclusion

This research has shown that TQA, although rather subjective, does have objective
trends that can be used to produce reliable data for further analysis. For both samples of
translations that were assessed according to different scales inter-rater reliability of
TQA results amounts to a=0.784 and a=0.734. Generally, raters tend to agree more on
bad translations than on good ones, probably because bad translations tend to be more
homogeneous, while good translations contain more creative and non-standard

decisions which may cause disputes.

Error-analysis based TQA can lack reliability if the raters stick to different
principles of language use and evaluation of mistakes seriousness. The general trend in
error annotation is towards greater number of language errors, although their ratio to
content-related mistakes seems to be constant - 0.6. The raters more often agree than
disagree on whether a certain translation variant can be described as an error (the

agreement averages at two-thirds of all mistakes annotations).

Provided that raters are previously trained, the use of error classification seems
to provide more reliable data than holistic approaches to translation evaluation. The
more reliable (“objective”) data from translation error annotation are the total number
of mistakes and the number of content-related mistakes, while the important
qualification of mistakes seriousness in terms of the overall text quality or
loss/unwanted change of communicative effect raises disagreements and is, therefore,

found “more subjective” in this research.

These quantitative translation quality characteristics can be used to range
translations of a group of students working on the same target under the same
conditions to arrive at a fair and understandable marking grade. The approach
suggested on the basis of our analysis is to range translations consecutively on the
number of critical errors, number of content errors and total number of mistakes. We
do not suggest definitions for any quality baselines, because they should be individual

for each text, group of students and translation situation.

Apart from reliability, the application of error analysis has other important

benefits. It provides a clear justification of the grade reached by the teacher which is
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appreciated by most students. Even if it is not fully reliable, it raises issues for
discussion in class. The results of error-analysis, if produced in a machine-readable
format allow all sorts of automatic processing, useful in all aspects of translator training
(from assessment to teaching material and curriculum design), as well as in translation

studies research.
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Appendix

Table 1. General mistakes statistics in student translations as marked by two independent
raters

Rater 1 Rater 2

Total number of mistakes 630 448

inc. content-related 247 165

inc. language-related 383 283

inc. marked as critical 102 30
antent- anq language-related 0.645 0.583
mistakes ratio
Percent of language-related mistakes 0 0
to the total number 61% 63%
Number of translators’ decisions

. 4 9

marked as particularly good

Table 2. Two raters: Inter-rater agreement statistics as to the locus, type and seriousness
of mistakes

Absolute figures | Agreement measures
54.4%
Number of mistakes marked in the same 343 (of Rater 1 total)
text span (“locus agreement”) 76.6%
(of Rater 2 total)
: : : 80.5%
inc. mistakes which were referred 276 =0.605 (based on
801y coded nominal data)
inc. content-related 118 42.8%
inc. language-related 158 57.2%
inc.. mistakes with the same 96 34.8%
seriousness for both raters
inc. crititcal 19 5.5%
inc. minor 23 6.7%
Table 3. Three raters: general statistics on translation mistakes analysis
Rater 1 Rater 2 Rater3
Total number of mistakes 447 433 262
inc. content-related 173 172 83
inc. language-related 274 261 179
inc. marked as critical 39 50 No data
Content- and language-related mistakes 0.631 0.659 0.464
ratio
Percent of language-related mistakes to 61% 60% 68%
the total number
Number of translators’ decisions marked 17 30 18
as particularly good
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HOW FAR DO WE AGREE ON THE QUALITY OF TRANSLATION?

Table 4. Three raters: Inter-rater agreement statistics as to the locus, type and seriousness of

mistakes
Absolute Agreement measures
figures Rater 1 Rater 2 Rater 3
Number of mistakes marked in
the same text span (“locus 109 24.38% 25.17% 41.60%
agreement”)
;2?&?:?211{& S vﬁllleCh ::1:;2 72 76.758% (average percent agreement)
a=0.535 (based on coded nominal data)
category
inc. content-related (of the
content-related mistakes 38 21.96% 22.09% 45.78%
total for each expert)
inc. language-related 34 12.40 13.02 18.99
inc. mistakes with the same | 185 of 310 (for 59.68% No data
seriousness for both raters two raters)
inc. critical 6.5 (of all mistakes located
20 in the same place for two No data
raters)
inc. minor 26.13 (of all mistakes
81 located in the same place No data

for two raters)

Rater 1

B unigue content-related

® disagreement about type,

Rater 2

& language-related marked in

refered to language-related

8 content-related marked in the

same locus

the same locus

2 disagreement about type,
refered to content-related

# unique language-related

Figure 1. Raters 1 and 2: Ratio of different mistakes, including inter-rater agreement

groups
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THE METHODOLOGICAL STRUCTURE OF A LANGUAGE A TO B TRANSLATION TEXTBOOK

Why a different approach is needed for teaching translation into Language B

It is a widespread belief that professional translation should only be undertaken
into one’s mother tongue or near-native language (referred to as language A), so many
universities and translator schools do not teach translation into languages other than A

(to which I will refer here broadly as ‘B languages’).

There are quite a few countries, however, whose universities cannot afford the
luxury of not teaching their students to translate into B languages (a subject which will
be termed ‘A2B translation’ herel), if only for the lack of a sufficient number of native
speakers of those languages available as professional translators. In Russia, for example,
the ability to translate well into B languages studied is directly stated in the national
standard for linguist/translator training. So for Russian universities the question is not

whether or not to teach A2B translation, but how to teach it.

The methods of teaching A2B and B2A translation are vastly different. In either
case, of course, the global task is to teach students to create a target text (TT) which is
equivalent to the source text (ST). However, in B2A translation the emphasis has to be
on correctly extracting the sense from the ST, since this is where most mistakes are
made. A further task—expressing that sense in language A correctly and competently—
is made easier by the students’ inherent (though, of course, not always expert)

command of, and previous education in, the target language.

Although the issue of understanding and interpretation in A2B translation is not
totally irrelevant, it is less challenging for the same reason; the ST is written in the
students’ mother tongue. The task that comes to the fore and presents the most serious
challenge here is that of expressing well-understood meaning with resources of a

language with which the students are much less comfortable.

To present the difference more graphically, albeit rather simplified, one might
say that in B2A translation the focus is on understanding the original and not distorting
it in translation, while in A2B translation it is on putting the given meaning into words

without making mistakes.

1 Abbreviations used in this paper: AZB translation - translation from language A (native or near-native)
into language B (non-mother tongue); B2A translation - translation from language B to language A; ST -
source text; TT - target text. Russian text is cited using ‘scientific transliteration of Cyrillic’ (Scientific
transliteration of Cyrillic, n.d.), with the exception of the authors’ names given in accordance with their
traditional Romanization.

33



D. Yermolovich

When translating into language A, the students may not always be good at
providing smooth and well-balanced sentences, but it is still a language they know
fluently and systematically. There can be no matching fluency or systemic knowledge of
a B language. Desirable systemic knowledge can and should be gained, however, within

a well-organized, if limited, arsenal of resources.

Finally, the teaching of A2B translation imposes some additional requirements
on the instructor: not every language teacher is equally efficient in translating both

ways him or herself, and, consequently, in teaching it.

The above seems a good argument in favour of teaching A2B translation as a
separate course. The structure of such a course and the methodology behind it deserve

attention and are the subject of this paper.
Legacy: Katzer & Kunin, Gak

Let us take a look at our legacy. For the Russian/English language pair, Russia’s
one and only A2B translation textbook was published by Yuli Katzer and Vladimir Kunin
(1964) half a century ago. The book consists of two unequal parts. The introductory
part contains 13 chapters with “theory” dedicated to various translation difficulties and
techniques, followed by exercises consisting of isolated sentences or paragraph-long

contexts.

The textbook’s main part is made up of sample texts to translate, each followed
by comments on potential translation issues and then by exercises for students to
practice the resolution of those issues either in class or at home. Interestingly, lessons
1-13 also contain model English translations of the Russian STs. Lessons 14-26 do not
provide such model TTs, but the final four lessons containing excerpts from classical
literature and their translations bring the students back to comparative ST and TT

analysis.

Russian scholars and educationists have traditionally paid meticulous attention
to defining two aspects of their teaching efforts: metodologija (methodology, or global
scientific principles) and metodika (more specific instructional principles or methods).
Katzer & Kunin describe their approach as follows: “In their instructional principles the
authors have assumed that specific translation theory can be built by both inductive and

deductive logic” (Katzer&Kunin, 1964, p. 8).

The term ‘methodology’ is not used here, but it is obviously equated with specific
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(i.e. language-specific) translation theory, a version of which the authors had to develop,
at least partially, while writing the textbook. What is described as ‘inductive’ and
‘deductive’ logic are the two components of the book’s metodika, or instructional
method: inductive learning implies mastering bits of theory first and then applying
them to practical translation; deductive learning means drawing such bits of theory, in
the form of translation rules and techniques, from TTs done earlier or from one’s own

practice under an instructor’s guidance.

The Katzer & Kunin (1964) textbook widely employs comparative analysis of the
ST and TT, a tool whose advantage is that it can be used both deductively and

inductively.

The above solution determined the book’s structure: although most of it was
built around texts, the latter had been selected so as to illustrate various ‘bits of theory’
and techniques of translation, rather than to exemplify some technical subject areas or
to train some glossary. It also explains why comparative analysis was given so much
space in the textbook: students were not just asked to translate a text after reading the
authors’ comments; they had to compare professionally translated TTs against their
own STs. In this way, not only did they learn to assess other people’s translations, but

eventually also their own.

Another notable Soviet-era book in A2B translation was written by Vladimir Gak
(1975), a unique blend of textbook and research paper. In addition to analytical
chapters, the book contains no STs at all, only exercises each containing a handful of
isolated sentences (or slightly longer strings of text) to translate. Unlike the Katzer &
Kunin work, its instructional method is purely deductive, with a comparative typology

of Russian and French chosen as it general methodology.

In contrast to the two works described above, most, if not all, other A2B
translation textbooks of the Soviet period were based on inductive logic, essentially
being compilations of Russian STs selected and grouped by subject matter: international
relations, labor unions, industry, science, art, etc. None of those works received the
acclaim accorded to the textbooks by Katzer & Kunin (1964) or Gak (1975), or

remained as memorable.

This statement is not intended to imply opposition to the inductive principle in

university teaching. On the contrary, it may be quite appropriate in two-way or B2A

35



D. Yermolovich

translation textbooks and courses. There are strong arguments, however, that it should
not play a significant role in general (i.e. non-specialized) A2B translation courses,

especially at the basic and intermediate (bachelor’s degree) level.
Post-Soviet experience

In the 1990s and 2000s no textbooks or manuals on A2B translation were
published in Russia. The unfinished edifice of specific Russian/English translation
theory, whose foundation was laid by Yuli Katzer and Aleksandr Kunin, resembled an

abandoned and neglected construction project.

Elements of Russian-English translation were included in some of the numerous
‘learner’s books’ (uchebnye posobija) on English translation composed as subject-area
selections of texts and exercises to develop an “active” vocabulary. The emphasis on
vocabulary was understandable: in the early 1990s, Russia was going through a period
of dramatic change, and its society, as it opened up to the world, was flooded with new

information and terminology.

Whatever their merits, all earlier translation textbooks had lost their relevance.
The demand for translation was associated with new and different types of discourse,
and language teachers felt it to be their first priority to fill huge lexical gaps in their

students’ (and their own) education.

These new textbooks and learner’s books were text-centered. Each text or group
of texts was dedicated to a ‘topic’ and its associated lexicon. However, the texts—and,
therefore, textbook chapters or ‘lessons’—depended little on one another. One could
study them in any order, some could be skipped and others added without any tangible
impact on the logic of how the skill of translation was supposed to be developed, if the

author had that in view at all.

To put it in a straightforward way, there was simply no method or principle of
teaching A2B translation to students of English in any textbooks published in the last
quarter of the 20th century. The only “method” apparent in them was the requirement
that students use the prescribed equivalents for the clichés, expressions and terms

listed after the texts.

[ have had to read a large number of these sorts of manuals as an expert of the
Russian Education and Science Ministry’s Instructional Association in the Sphere of

Linguistics (Ucebno-metodiceskoe ob”edinenie). When reading them, I often felt that the
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authors had a very remote understanding of the essence of the translator’s craft. In their
explanatory notes and cover letters they often admitted that their goal was to expand
the students’ bilingual vocabulary. It seemed that, according to the authors, all that
aspiring translators needed to know to do their job well in the future was to accumulate
as many word and phrase equivalents as possible. A huge number of translation
textbooks are still based on the same understanding today, both in my country and

abroad.

Two books which broke that trend around the turn of the century were written
by Yevgeny Breus (1998) and Igor Poluyan (2005). Both authors gave up the inductive
text-centered principle, and both brought back specific translation theory as the
methodology for teaching translation. That could have been expected, since both had
had a long affiliation with Moscow State Linguistic University, home to the translation

studies school to which Katzer and Kunin had belonged.

These two books, however, could form no basis of a systematic course for
training professional A2B translators—if only because they were too short. The pieces
of specific translation theory which they contained were fragmentary and limited in
range and number. For example, the main part of Breus's (1998) book, which is
dedicated to the rendering of the text’s referential meaning (or denotative function, to
use the author’s term), only deals with five translating issues barely if at all connected
with one another: the change of predicates in translation; translating sentences with
inverted word order; translating verbal noun constructions; splitting or merging

sentences in translation; translating free word combinations.

The comparative observations given in Poluyan (2005) are valuable, but again
very fragmented. In addition, some of the author’s theoretical assumptions cannot be
easily shared. As an example, differences in how the underlying situation is described in
the ST and TT surface structure are seen by the author as “processes”, a term which

runs through the entire book and is included in its title but is highly debatable.

Despite their vulnerabilities, Breus (1998) and Poluyan (2005) were a real
breath of fresh air in the world of translation teaching. However, they rose like solitary
rocks above the boundless turbid sea of other teaching materials which reduced all
translation theory to just a single technique, that of substituting prescribed equivalents

for words and clichés from rote-learnt lists.
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Role of curriculum

For a university textbook to be efficient, it needs to be based on a well thought-
out curriculum. Back in the Soviet period, the translation curricula of foreign languages
institutes were typically broken down into sections corresponding to the traditional
divisions of the language system: lexical issues of translation; grammatical issues of

translation; and stylistic issues of translation.

As translation theory developed, this three-aspect approach became a
Procrustean bed for translation studies and teaching. To give an example, complex
transformations such as modulation (also termed metonymic translation—in Russian,
smyslovoe razvitie) were classified as ‘lexical’. It is clear, however, that they do not only
affect words and phrases, but also some non-lexical aspects of text and thus do not fit in

the traditional class of lexical phenomena.

The development by Vilen Komissarov (2011) of the equivalence levels theory
was a landmark in translation studies. Not only did he underscore the need to take
account of the referential situation reflected in a ST utterance (something which other
authors, including Vladimir Gak, had done before him), but he also identified two levels
on which a situation can be referenced in translation: component-dependent (sposob
opisanija situacii) and component-flexible (identifikacija situacii) (Komissarov, 2011, pp.
124-129). The latter level can account better than other theories for legitimate
‘deviations’ from ST structure, but the requirement that the translator should seek to
attain equivalence at as many levels as possible (out of the five identified by

Komissarov) leaves no room for an unjustifiably liberal translation.

With the equivalence levels theory accepted, translation had to be taught in a
new way, which called for development of an appropriate translation course curriculum
driven by what can be called a semantic-situational approach. I happened to draft the
first such curriculum for the Moscow State Linguistic University back in 1987, and was
entrusted as executive editor with coordinating work on its updated 2000 version
(Yermolovich, 2000). The curriculum gained wide recognition in academic circles. Its

later versions were amended only in minor details.

However, back in the early post-Soviet period of the 1990s, when the Russian
educational system was muddling through a largely anarchic phase of development,

academic curricula were of little actual interest to anybody. As the demand for
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translators increased, many universities and colleges even outside the humanities field
seized at the opportunity to fill the gap, most often with no competent instructors or
good training materials. The university departments and courses set up then to train so-
called ‘translators in the sphere of professional communication’ (a coinage designed to
replace the too-down-to-earth-sounding technical translator) had no proper curricula
because they did not have the expertise to develop them. The situation and its side
effects are described in greater detail in Yermolovich (2007). As a consequence, there
was nothing for new textbooks and learning materials to rely on in training A2B

translators through the end of the century.

However, in the early 21st century the Russian education authorities tightened
their grip on the universities, also by checking whether they had all the curricula and
other educational requisites in place. Many of the new translator training colleges and
departments reacted by putting forth clones of the MSLU translation department
curriculum, often slightly abridged or modified, without apparently giving too much

thought, as the ‘clones’ were often eclectic, watered-down or lacking an inherent logic.

That was an expected result. A curriculum is not self-explanatory by definition: it
just names modules and subject areas but never expounds on them. After reading, for
example, a wording like “Ways to render citational relations” (Peredaca otnoSenij
iz"jasnitel’nosti) or “Verbalizing the implicit meaning of concession in translation”
(Vyjavienie nejavnogo znacenija ustupitel’nosti pri perevode) not every new convert to

translation teaching can tell what it is about and what there is to teach their students.
From a curriculum to a textbook

For a curriculum to be implemented successfully it takes a congruent set of
teaching materials, primarily a relevant textbook. I began working on such a textbook
shortly after the curriculum had been finalized and, due to a number of circumstances,

brought it to completion more than a decade later (Yermolovich, 2014a).

Going from a curriculum to a textbook is not any trivial matter. A curriculum is
not much more than a declaration, one to be filled with content in a textbook. From the
onset, the textbook’s structural framework has to be defined. Items of the curriculum do
not have to be covered in the same order or in the same way in the textbook. Certain
units can be grouped together; others may be broken down into smaller bits and

scattered across several units. Some issues are only touched upon once, others may be
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recurrent.

So the main question that arose when writing the textbook was how to structure
it in such a way that it is knit together by a common logic, so that translation techniques
are mastered in a systemic way, and so that the material is generally presented in a

simple-to-complex sequence.

It was clear from the very beginning that a Russian-to-English translation
textbook, like the curriculum, must rely on specific translation theory for the two
languages as its methodological basis. The only problem was that the edifice of that
theory was still ‘under construction’. Despite a multitude of academic papers in this
area and the fact that specific translation theory lectures are given at most universities,
there was not a single monograph with consistent coverage of the subject. Therefore, a
specific theory for the two languages had to be developed in the course of textbook
writing.

As I thought over how to make the theory of equivalence levels the organizing
principle for the textbook, I couldn’t help noticing that Komissarov applied it to
individual utterances (or messages), rather than complete texts. An utterance is not the
same as a sentence, although the latter is the surface part of the former. An utterance is
a complex speech sign which corresponds to the sentence in the expression plane and to
a certain situation (i.e. a fragment of physical or mental reality) in the content plane.
Another feature of a complete utterance is that it is characterized by one or more

predications.

The emphasis on the utterance in translation theory should be seen as absolutely
natural, as the utterance is the main unit of communication and, therefore, translation.
If the teaching is to be based on the simple-to-complex principle, translation should be

taught starting from the basic unit of translation, i.e. the utterance.

As soon as this approach was taken, it became clear that the structure of the

textbook could be laid out into a sequence of the following stages:

e the rendering of the utterance’s referential content, starting from individual
utterance components according to Eugene Nida (1964): the object, the
abstract, and the event (with a section of the book dedicated to each of them;
relations are taken up later as they function both within an utterance,

connecting its components, and between utterances);
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e the rendering of the utterance’s structure, primarily associated with the nature
of predication—whether full or reduced, or ‘wrapped-up’ (svérnutye)—and the
presence of an agent in the predication, a feature particularly important for the

Russian language where impersonal predications are plentiful and multiform;

e the rendering of the utterance’s communicative content, such as

communicative structure and modality;

e the rendering of the utterance’s internal and external relational elements:

conjunctive, contrastive, concessional, cause-and-effect, etc.

“Where do grammatical and stylistic issues of translation go?” the reader may
ask. As a matter of fact, the grammatical and stylistic aspects of translation are
dispersed throughout the textbook and discussed together with associated aspects of
reference and meaning. There is no need whatsoever to isolate them into separate

sections.

In accordance with this approach, for example, differences in the use of plural
nouns are discussed partly in the section entitled “Taking account of language
differences in object designation” and partly under the title “Variations in the

syntactical structure of agent predications”, as well as a few others.

Similarly, the situation-oriented approach helps remove the unnecessary accent
on translation techniques. There is no doubt that a translator should master those
techniques, but they must not be looked upon as an end in itself—rather, as a means of
equivalent rendering of various semantic nuances. That is the reason why, for instance,
antonymic translation is treated in the section on rendering utterance modality in

connection with ways to translate affirmative/negative utterances.
Achieving consistency

The structural framework chosen allows for various translation issues to be
discussed in a logical and consistent way against the broader horizon of utterance
reference, meaning and logic. Let us return to the rubrics constituting the main part of

Breus (1998), where they look somewhat isolated and disconnected.

It appears that these rubrics may look more logical, if placed in a broader and
more systematic specific translation theory context. As an example, the issue of verbal

noun constructions (Breus, 1998, §1.4) is treated in the new textbook under the heading
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“Paying attention to language differences in the designation of events” and, more
specifically, “The rendering of utterances with a noun designating an abstract event”
(Yermolovich, 2014a, §62). The issue of splitting and merging utterances in translation
(Breus, 1998, §1.5) is discussed as part of “The rendering of relations between

predications and their components” (Yermolovich, 2014a, §86).

To give a further example, let us look at another of five main topics in Breus
(1998), “Change of predicates in translation”. The book says quite rightly that “in
translating Russian utterances with a verbal predicate denoting the manifestation of
some property, like nervnicat’, revnovat’, opazdyvat’... predicates denoting a state should
be used (compare On opazdyval—He was late)” (Breus, 1998, §1.2). However, the title,
“Change of predicates”, is too focused on form, it obscures the semantic aspect of the
utterance and all other language resources that denote abstracts. If the semantic-
situational approach is assumed, the issue is naturally discussed in the chapter “Paying
attention to language differences in the designation of abstracts” or, more precisely, in
the section entitled “Ways to render permanent and nonpermanent attributes”

(Yermolovich, 2014a, §32).

The semantic-situational approach, which examines the objective reference of
the utterance, gives a broader and more coherent overview of various translation
issues. It just helps see more of them, and the textbook (Yermolovich, 2014a) consists of

about 100 paragraphs, each dedicated to a category of translation difficulties.

Each section in the textbook is structured as follows. It opens with a theoretical
discussion of the title issue, explaining, among other things, the relevant concepts and
terms. It goes on to give a contrastive overview of the Russian and English language
resources used to express analogous meanings or referential components of an
utterance. Then the relevant principles and techniques of equivalent translation are

discussed.

It is here that the translation equivalence levels concept is brought into play as
an analytical tool. Comparative (both pre-translational and post-translational) analysis
is part of the textbook’s fabric. This explains why a lot of space in the book is taken up
by comments analyzing and editing earlier translations found in print or online. As an
example, the reader is asked to compare the following message and its published

translation:
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Véera v dome pravitel'stva Respubliki Tatarstan sostojalos’ sovescanie,
posvjascénnoe podgotovke k meZdunarodnomu ekonomiceskomu sammitu Rossii i

stran OIS.

*There was a meeting devoted to preparations for the International
Economic Summit of Russia and OIC Countries in the government house of the

Republic of Tatarstan yesterday.

The textbook book explains why this translation is in need of improvement: the
phrase “there was” is stylistically out of place in the context of a news item. Modified
versions are then suggested, including one that makes the logical circumstance the

subject of the sentence:

The Republic of Tatarstan’s Government House hosted (or: was the venue of)
a meeting to discuss preparations for the Russia-OIC International Economic

Summit yesterday.

The comments do not confine themselves to pointing to a different sentence
structure in the translation (whose grammatical subject denotes the place of the action,
while the meaning ‘to be the scene of action’ is expressed by the grammatical predicate).
It is underscored that equivalence has been reached at the component-flexible level and
that the situation is thus described from a different angle. Students are taught in this
way to analyze translation in terms of equivalence theory, so that they might apply it to

their own and other people’s translations in the future.

It was indeed gratifying to find a consonant message in the Katzer & Kunin book:
“The objective of this course is to help the students develop conscious, rather than

mechanical, translation skills” (Katzer & Kunin, 1964, p. 8).
The use of texts in a textbook

Does the emphasis on the utterance professed and implemented by the author
mean that he recommends total renunciation of the popular topic- and text-centered
principle built into many translation textbooks? No, not at all. Text-centered
organization can be well justified in advanced courses with the focus on the genre and
style of texts to be translated, and also in specialized or technical translation courses.
However, the semantic-situational approach, which gives priority to the utterance
rather than the text, appears optimal for the general A2B translation course leading to a

bachelor’s or so-called specialist’'s degree (the latter being an intermediate degree
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between B.A. and M.A. in Russia).

It is, of course, impossible to teach translation without practical training.
Translation exercises follow almost every paragraph in the textbook, but short
assignments consisting of utterances (or groups of utterances) relatively independent of
a broader context come first. Such exercises help the student concentrate on the
theoretical subject just learned and on finding solutions to associated translating

difficulties.

That is not the only type of exercise, of course. Students do need to grasp and
render the supra-situational semantic and stylistic structure of a complete text. So
exercises consisting of individual utterances and short text fragments are followed, in
many sections, by assignments to translate either full texts or extended text fragments.
The texts and fragments are selected so that they contain the types of difficulties

discussed earlier, to the extent possible.

Though not text-centred, the textbook nevertheless permits discussing certain
peculiarities of text genre and subject-area categories, such as biographies, annotations,
opera synopses, guidebook descriptions, historical texts, conference agendas, official
releases, meeting minutes, executive orders and quite a number of others. It is true that
this fundamental course does not place an emphasis on genre: it is believed, as noted
above, that a more detailed study of text genre and subject-area specificities is best

dealt with at an advanced academic level or in industry-specific translator courses.

It remains to be added that a separate book with guidelines for teachers and keys
to exercises has been published (Yermolovich, 2014b) as a supplement to the textbook.
It is intended more for instructors than for students, assuming that instructors too are
sometimes in need of a translation version suggested. Where this author has felt
necessary, versions of translation are commented on and recommendations are given as

to what translation issues might require a more detailed discussion by the instructor.

Just one textbook cannot be sufficient for a translation course: students also
need to be taught to use authoritative dictionaries, linguistic corpora, precedent texts,
and related literature, to become good translators. Nevertheless, a logically structured
textbook that amounts to more than a selection of sample texts with accompanying
glossaries seems to be an absolute must for a university to be able to produce good A2B

translators. In addition, such a textbook also performs the role of a reference book to be

44



THE METHODOLOGICAL STRUCTURE OF A LANGUAGE A TO B TRANSLATION TEXTBOOK

consulted at times of difficulty.

The new Russian-English translation textbook discussed in this paper is an
attempt to put A2B translation teaching on the methodological foundation of a specific
translation theory for the two languages, the semantic-situational translation model,
and Komissarov’s equivalence levels theory. Its instructional principles involve
deductive application of specific translation theory in combination with comparative ST

and TT analysis.
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Giving academic presentations is beyond any doubt one of the challenges most
university students and teachers have to cope with. However, when these presentations
are delivered in a foreign language, the challenge is even greater. If according to CEFR
(Council of Europe, 2011) the level of fluency of the students trained to speak before an
audience is B1-B2, the challenge might seem just too great to cope with. If we consider
the main principles of successful speakers to be confidence, purpose and preparation,
then we can better comprehend the importance of communication apprehension.
Moreover, we should also bear in mind that there are culturally-specific influences on
the way presentations are structured and that it is important to view a presentation as a
process rather than a product, because it is in the process of preparation itself that

students become successful presenters in a foreign language.

The basic principles of successful presentations

A number of researchers have formulated the basic principles of speaking before
an audience (Lucas, 2004; O’Hair, Stewart & Rubinstein, 2007; Osborne & Osborne,
1997; Verderber, 1994). The most important characteristics of successful speakers are

confidence, purpose and preparation.

One of the most important principles for a speaker is to display a strong sense of
confidence and purpose. The generally accepted view is that that the more informed
people are about the subject of their presentation, the more confident they are when

they deliver their presentations.

Furthermore, confidence adds to the sense of purpose, i.e. the more evidence
speakers can summon, the more convincing they are. In other words, in order to defend
a position the effective speaker should be as convincing and as confident as possible. To
achieve this, the speaker should be aware that presentations are inherently interactive.
When speakers face their audiences, they are expected to give as many arguments as
necessary to support their position and to convince their audience. Although each
presentation or speech is usually viewed as a monologue, it is in fact dialogical in its
nature. As a result, speakers should be able to anticipate what questions might be asked

in a plausible dialogue on a certain topic. Thus all the messages in a presentation are
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expected to be well-organized rhetorically, which is the third principle used by speakers

who want to be effective communicators.

Finally, the above-mentioned authors claim that audiences respond best to well-
prepared, extemporaneous presentations. However, it should be highlighted that being
extemporaneous does not necessarily presuppose lack of preparation. Neither does it
imply that speakers should spend no time at all in preparation. On the contrary, the best
extemporaneous presentations need extensive experience and practice in the field of

expertise.

To sum up, confidence, purpose and preparation are the indispensable
prerequisites of a successful presentation and should be effectively employed in
speeches both in the native and foreign language. However, in order to attain this level
of confidence, purpose and preparation, a student should first be assisted by the teacher
to cope with communication apprehension. The student should also be aware of the
differences between rhetorical organizations of presentations in high and low-context

cultures and should view an academic presentation as a process rather than a product.

Communication apprehension

It is a most natural human reaction, to be nervous, scared or distressed when
speaking in front of a group of people even in one’s native language. It may be translated
as shyness, reticence or a lack of skills and knowledge associated with the topic of the
speech. However, it is worth examining whether anxiety about giving a presentation is
typical of most English speaking people and whether non-native English speakers view

itin a similar way.

Speaking in front of a group of people has been viewed as one of the most
common fears among Americans. Many authors define it as one of the major fears which
the majority of people suffer from. For instance, Lilyan Wilder states (Wilder, 1999, p. 1)
that “Fear of public speaking consistently tops every list of human fears. In an oft-cited
1993 study done by the polling firm Bruskin-Goldring, 45% of those surveyed said they
feared public speaking. In comparison, only 30% said they feared death. In a study of
3,000 Americans published in the Book of Lists (Wallechinsky & Wallace, 1995) the

number one fear cited by 41% of those studied was speaking to an audience. A similar
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study by Seifert of the Behavioral Institute of Atlanta indicated that "40 million
Americans hate speaking so much, they'd do almost anything to avoid it, and perhaps as
many as 40 million who speak all the time feel anxious and do not want to give a talk!"
Morreale (2010, p.53) also used the results of the Bruskin-Goldring Research Report
(Feb.1993) and ranked “Speaking before a group” as the top fear of 45% of Americans,

54% of women and 34% of men respectively.

Apprehension associated with speaking to a group has been studied by American
researchers since the 1930s. In 1970s McCroskey introduced the term and notion of
“communication apprehension” standing for “an individual’s level of fear or anxiety
associated with either real or anticipated communication with another person or
persons” (Morreale, 2010, p.78). He suggested that communication apprehension may
be encountered in interpersonal communication, in communication in meetings, in
group communication and in public speaking, which overlaps with the area of giving

presentations before an audience.

Interpersonal communication is defined as a “trait-like communication
apprehension” or an “invariant characteristic of an individual”, and it is viewed as “a
relatively enduring, personality-type orientation toward a given mode of
communication across a wide variety of contexts” (McCroskey, 1977, p.147). The
researcher noted three varieties of communication apprehension accompanying
interpersonal communication, namely apprehension about oral communication, about

writing, and about singing.

The apprehension encountered when communicating in meetings has been
labelled as “situational communication apprehension” or “the reactions of an individual
to communicating with a given individual or a group of individuals at a given time”
(McCroskey, 1977, p.149). In other words, it is “a transitory orientation toward
communication with a given person or group of people” (McCroskey, 1977, p.149),
while “a relatively enduring orientation toward communication with a given person or
group of people” (McCroskey, 1977, p.148) is thought to define communication
apprehension, typical of group communication, known as a “person - group
communication apprehension”, which is ascribed to “the reactions of an individual to

communicating with a given individual or a group of individuals across time” (ibid.).
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The so-called “generalized context communication apprehension” type of
apprehension concerns the fear of public speaking. It has been defined as “a relatively
enduring, personality-type orientation in a given type of context” (McCroskey, 1977,
p.147). As a type of apprehension discussed primarily in this article, its causes, either
hereditary or due to some influences of the environment, are of particular importance.
No pathological cases will be examined here; nevertheless some of the causes triggered
by environment will be referred to. McCroskey (1977, p.155-156) discusses some of the
reasons associated with learned behaviour, namely certain elements in a situation
which are usually considered cause increased apprehension, such as novelty, formality,
subordinate status, conspicuousness, unfamiliarity, dissimilarity, and degree of
attention of others. Novelty is associated with situations which people rarely encounter.
Being asked to deliver a presentation is not an experience a person is involved in every
day. Consequently, it is stressful and most people are uncertain about their
performance. Moreover, presentations are associated with formal occasions and there
are conventions to be followed. When a person is uncertain about the rules, it is natural
for the level of apprehension to rise. Another context-induced factor of stress is the
subordinate status of the speaker in a type of academic presentation experience. If a
teacher sets the task of preparing a presentation, students feel more than tense about
their performance, which adds to the level of apprehension. Furthermore, the fear of
being conspicuous is a factor which makes a presentation a particularly stressful
experience. It is very hard for a person to feel relaxed, when an audience is focused on
him/her. Students are additionally stressed by fears related to grades and performance.
Last but not least, the factors of unfamiliarity with the audience, dissimilarity to it and
the degree of attention paid by it to the speaker also relate to the audience itself. Some
people are particularly apprehensive when they speak before an unfamiliar audience.
However, there are cases when speakers prefer to talk to unfamiliar listeners because of
certain personal factors. This also applies to the type of audience: some speakers prefer
their audience to be comprised of their peers whom they usually consider friendlier and
more good-willed. On the other hand, others might appreciate an audience consisting of
people completely different from them as personalities. Another very personal factor
influencing presenters is the degree of attention each speaker feels comfortable with
which is dependent on each and every situation. However, it is claimed that a moderate

degree of attention is usually least stressful, since too much or too little attention may
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add to the level of apprehension. To sum up, when discussing academic presentations,
the most important factors which cause stress and apprehension are features such as
novelty, formality, subordinate status and conspicuousness. Conversely unfamiliarity,
dissimilarity and degree of attention of others vary from person to person and may be
even disregarded since the audience is usually comprised of familiar, friendly and good-
willed peers who act as prompters rather than deterrents while students are delivering

academic presentations.

There are also studies addressing communication apprehension experienced by
non-native English speakers. Yung and McCroskey (2004) published the results of their
study of bilinguals in the United States, showing that the level of apprehension
registered in the non-native English speaking students in public speaking situations is
high and even higher when they have to communicate in English. The instrument used
by the researchers to measure communication apprehension was Personal Report of
Communication Apprehension (PRCA-24) (Yung & McCroskey, 2004). It comprises
twenty-four statements concerning feelings about communicating with others. Each
respondent is supposed to indicate the degree to which each statement applies to
him/her by marking 1 (Strongly Disagree); 2 (Disagree); 3 (Neutral); 4 (Agree); 5
(Strongly Agree). The statements are listed is the Appendix.

The scores can range from 24 to 120. Those below 51 are typical of people who
have very low communication apprehension, scores from 51 to 80 show average
communication apprehension, while scores above 80 show high levels of
communication apprehension. The norms set for PRCA-24 are based on over 40,000
college students, while data from over 3,000 non-student adults in a US sample
provided similar figures. The mean total score quoted by McCroskey (1982) was 65.6

distributed into the following subscores:

e group discussion apprehension: 15.4;
e apprehension at meetings: 16.4;
e interpersonal communication apprehension: 14.2;

e public speaking apprehension: 19.3
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This research tool was used with twenty NBU students enrolled in EFL courses at
B1-B2 level according to CEFR (Council of Europe, 2011). They were asked to complete
the PRCA-24, grading from 1 to 5 the statements included in it.

The NBU students asked to fill in the questionnaire achieved a mean total score of 82.8

and the following subscores:

e group discussion apprehension: 20.7;
e apprehension at meetings: 21.5;
e interpersonal communication apprehension: 20.2;

e public speaking apprehension: 20.4

The following graphic represents the two sets of scores::
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Fig. 1 Communication apprehension measured in US college students and NBU students

The envisaged standard deviation of the total score is 15.3, while the deviations
of the subscores are 4.8 (group discussion apprehension); 4.2 (apprehension at
meetings); 3.9 (interpersonal communication apprehension); 5.1 (public speaking
apprehension) respectively. Thus the scores of the NBU students are within the
reasonable limits. Naturally, the scores are higher due to the fact that the NBU students
use English as a foreign language, they are not immersed in an English-speaking
environment as the US college students and have not been trained to participate in
group discussions, meetings, conversations or give speeches or presentations as part of

their secondary education. Moreover, if there is much anxiety related to speaking in
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front of a group of people including representatives of a nation with such a long
tradition in developing this skill, non-native speakers of English are unsurprisingly even

more distressed when giving a presentation in a foreign language.

To sum up, it is necessary to overcome this fear, even though it is rated as one of
the most significant. It should be remembered that giving a presentation involves with
the sharing information and information has been conveyed orally since the dawn of
times. As a result, it is vital to be able to present pertinent information in the most
effective culturally-specific way. To be able to fight it, students should be aware that it is
a common and widespread fear even among native speakers of English and that there
are culturally-specific rhetorical organizations within the so called high and low-context

cultures.

Culturally-specific rhetorical organizations

Pointing at the organizational structure, it is worth mentioning that sometimes
the expectations of teachers as representatives of the target language culture and EFL
students as representatives of their native non-English cultures clash. If a certain
organizational structure is expected by the teacher but the students’ idea of an effective
structure differs completely, then there might be some culturally-specific reasons that
explain the dissimilarity. Furthermore, even if students and teachers have one and the
same organizational pattern in their minds, the supporting material presented by the
student may not be enough. In this case it might be a matter of “high context” and “low

context” cultures (Connor, 2004).

High-context cultures (incl. Middle East, Asia, Africa, and South America) are
defined as collectivist and intuitive, in which people are said to emphasise interpersonal
relationships. According to Hall (1976), these cultures prefer group harmony to
individual achievement and are governed mostly by intuition and feelings which makes
context, gestures and even the atmosphere of a situation more important than words.
Communication in such cultures is usually indirect and formal, typically consisting of

flowery language and elaborate apologies.

In contrast, low-context cultures (incl. North America and Western Europe) are

suggested to be logical, linear and individualistic. Logic and directness are mostly
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valued by their representatives and most decisions are based on fact rather than
intuition. Communication is usually straightforward, concise and action-packed,

making use of precise words, intended to be taken literally.

The development of rhetorical organization is linked to education and culture. It
starts in early childhood when children are taught in a culturally-specific way how to
understand and organize ideas. Kaplan (1966) explores why the rhetoric of essays
written by non-native English speaking students varies considerably from the rhetoric
of native speakers’ essays by analysing the organization of paragraphs in ESL student
essays. He identifies five types of paragraph development for five nationalities and
visually represents different rhetorical organization patterns - the “English” line of
organization is straight or the rhetorical organization pattern is direct, at least it is
thought to be so by the speakers of English, while all the rest are less direct. In his
research Kaplan shows that the native rhetorical structures persist in the essays written

by non-native English speakers.
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Fig. 2 Kaplan’s (1966) diagram presenting cross-cultural differences in paragraph organization in the

study on cultural thought patterns in intercultural education

The diagram illustrates the fact that people with different mother tongues and
cultural backgrounds communicate in a different way. Connor (1996, 2004) states that
individuals write differently based on their native language and the differences are
evident in sentence organization, selection of main points and the entire structure of

essays.

Although these authors are predominantly concerned with explaining patterns in

writing, including EFL writing, their findings may be applied to speech, especially when
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presentations are concerned, since they are the junction where reading, writing and
speaking skills cross over. Academic presentations as one of the types of presentations
are characterised by a strict organizational pattern, resembling the essay structure;

however, they should be listener-friendly and dialogical.

In all probability Bulgarian culture may be described as a high-context culture,
with a pattern of thought similar to the Russian organization as presented in Kaplan’s
study (1966) on cultural thought patterns in intercultural education. Therefore, it may
be suggested that the most part of communication in Bulgarian is organized and
communicated indirectly and formally. Following the model of low-context cultures,
especially as far as the English language and tradition are concerned, writing and
probably speaking are already characterised by summaries and transitions, which are
typical for these cultures. However, in most cases the presence of transitions, linking
phrases and summaries may be viewed by many representatives of high-context
cultures as unnecessary. It is difficult for a person accustomed to one type of context to
enter another one without any preparation. Students who come from high-context
cultures have to adapt to the requirements a low-context culture imposes on them.
Writers or speakers belonging to a high-context culture include in their writings or
presentations information they presume to be relevant and necessary. However, if they
are supposed to communicate in a low-context culture, their audience may find that

information hard to understand.

To sum up, it might be helpful to students who deliver academic presentations,
especially if their level of fluency in English is B1-B2 of CEFR (Council of Europe, 2011),
to familiarise themselves with the different types of organization usually encountered in

the English-speaking cultures, in order to be successful speakers.

Types of organizational order typical of English

Many authors propose different types of organization of presentations: Lucas
(2004), O’Hair, Stewart & Rubenstein (2007), Verderber (1994), Sprague & Stuart
(1996), in which the order of the main points depends on the topic, the purpose of the
speaker and the audience. Thus students can choose the most adequate rhetorical

organization that fits their purpose and suits their audience. They may opt for a
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chronological order, spatial order, causal order, problem-solution order and topical

order.

The chronological order is suitable for presentations in which the pattern of the
main points is based on time. Presentations on topics dealing with a process, a story, a
performance, a historical event or a biography naturally apply this pattern. It is easy for
the audience to anticipate the order of the ideas and easily follow the speaker.
Moreover, presenting steps in a chronological order is a strategy made frequently use of
in the English-speaking cultures, as it is evident in the Disney Channel interactive
animated series Special Agent Oso which introduce English-speaking children to a
culturally-specific way of reasoning and sequencing. An emblematic song is typical of
each episode and, setting a specific task, it follows a chronological order. In episode 1

the song goes as follows:

Three special steps: that’s all you need.
Three special steps and you’ll succeed!
Your special assignment is starting now
And three special steps will show you how
Step one: Find wrapping paper

Step two: Fold and tape it around the present
Step three: Put a bow on the wrapped gift
Three special steps, so now you know.
Three special steps and you’re ready to go.
The checklist has all the steps you need.
Just follow them and you will succeed

With three special steps.

Apart from the chronological order, the song teaches the English-speaking
audience to use the number three, so familiar and widely used in these cultures, since
thinking of three reasons (or being told the three special steps to finish an assignment
in the series) means that a person is convincing enough (or the main character is

successful every time).

The second type of order, spatial order, is as straightforward as the chronological

order, easy to follow and typical of explanatory presentations. In this case the direction
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determines the order of the ideas. For example, a presentation dealing with the sites of

heritage in Bulgaria may be organized from East to West or from North to South.

The third type of organizational order is the causal order which is typical of
informative and persuasive presentations due to its main characteristic, i.e. to establish
a cause-and-effect relationship. A presentation on smoking being bad for the health

clearly establishes a causal relationship.

The fourth type, problem-solution order, sets a problem and offers a solution. In
the 1930s Alan Monroe, Purdue University, USA, developed a technique to be used in
speeches to inspire people to take action when trying to solve a problem. His “motivated
sequence” is still used today (Council of Europe, 2011). It consists of five elements,
namely attention, need, satisfaction, visualisation and action. The speaker is advised
first to grab the attention of the audience using a shocking example, a dramatic occasion
or a quotation. By using the next element, need, the speaker personalises the problem,
convincing the audience that it is vital to solve it. The element “satisfaction” provides a
solution, while “visualisation” presents the consequences suffered unless action is
taken. In the “action” element the speaker tells the audience what they are supposed to

do personally to help solve the problem.

Last but not least, the type of organizational order, typical of the English-
speaking culture, is topical order. It offers no specific pattern among the main points of

the speech. In this way the speaker is required to explain the pattern to the audience.

To sum up, when students are aware of the fact that they are expected to follow a
certain organizational order, their task becomes easier to cope with. Familiarisation
with the various organizational orders is a responsibility of the teacher who should also
explain and show that preparing a presentation is a process in which s/he becomes a

facilitator, assisting and advising students throughout all its stages.
The process of preparing a presentation

Seeing a presentation as a process is based on the concept of process writing.
The important part is that the focus is on the various stages of the process (planning

stage, composition stage, and presentation stage) and not on the final product. Tobin
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(2001), a proponent of writing as a process, states that “traditional teaching produces
canned, dull, lifeless work” as opposed to “lively, engaging, dynamic, and strongly
voiced” work. Teaching how to prepare presentations as a process evaluation takes
place at each of its stages. Thus corrective actions are taken early enough to prevent
possible misunderstandings later on. It is important to state clearly the presentation
requirements at the very beginning, so that students are certain that they are heading in

the right direction.

At the planning stage the role of the teacher is to help students set their goals,
choose their main points and organize them in the most effective way. It is of utmost
importance to choose a subject, which is defined as the first step when preparing a
presentation by authors such as O’Hair, Stewart & Rubenstein (2007), Osborne and
Osborne (1997), Verderber (1994), Sprague & Stuart (1996), Cochrane, Fox, & Thedwall
(2004). There are various methods suggested to students to select their topics (Lucas,
2004). Some students may prefer topics they know a lot about because they may feel
more comfortable speaking. Previous knowledge is viewed as very important by some
students and may even lessen their communication apprehension. On the other hand,
there are students who opt for topics they want to know more about. There are many
cases when students are interested in certain topics and they do some research to learn
about them. Another method of selecting a topic involves brainstorming and using
various resources. In this case the goal is to find a topic students are familiar with or
would like to know more about. Sprague & Stuart (1996) add more steps to narrowing
the topic, e.g. determining the number of ideas one can cover in the allotted time,
selecting main ideas based upon the audience, the occasion and the personal strengths
of a speaker, and clarifying the purpose of the speech. At this stage early feedback

monitors topic selection, organization pattern, and the effective use of the Power Point.

At the composition stage the teacher is expected to help students evaluate
various rhetorical orders. One of the ways to do it is to have them prepare multiple
methods of organizing a topic, i.e. to have them prepare the main points of a topic by
following a different rhetorical order each time. In this way students may think of

different options and later on decide on the best organization of their topic.
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The presentation stage deals with the outcome of the mutual efforts of the
teacher and the student. The issue of communication apprehension, together with the
important issues of eye contact, body language and answering questions asked by the
audience should be discussed with students, in order to raise their awareness of the

different strategies to cope with stress and nervousness typical for most speakers.

To sum up, the planning, composition and presentation stages should be
developed by the students themselves in collaboration with their teachers in their role

of mediators between the native and target culture expectations and conventions.

Academic presentations at level B1-B2 according to CEFR (Council of Europe,

2011) prepared by NBU students

After familiarisation the different types of organization of presentations, the
students enrolled in EFL courses at NBU are asked to prepare a presentation on a topic
of their own choice. The planning stage is especially important and the role of the
teacher there is crucial. It is at that point when students are advised to think about the
areas they are experts in or to brainstorm and collect information from different

sources prior to starting to think about their main points.

Another important aspect is to help them narrow down the topic and determine
three ideas that can be covered in a three-four-minute presentation. They are advised to
prepare Microsoft PowerPoint™ presentations to organize their main ideas in the most
effective way. The requirements of their ppt-s are as follows: no more than six slides:
title; an introduction, consisting of three main points; the three main points, each one
presented on a slide; conclusion. The use of ppt-s is a challenge itself since many
students deliver presentations by simply reading out whole passages pasted on the
slides. The following sample presentation usually sets a good example and clarifies the

major aspects of successful preparation:

Title: Successful Presentations

Slide 1: MajorPrinciples

e Keep it simple and straightforward
e Use the rule of three
e Rehearse, rehearse, rehearse
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Slide 2: Keep it simple and straightforward

e organization;
e sentences;
e design.

Slide 3: Use the rule of three

e three main ideas;
e three points in each slide;
e three examples.

Slide 4: Rehearse, rehearse, rehearse

e confident;
e purposeful;
e prepared.

Slide 5: Wrapping up

e Keep it simple and straightforward
e Use the rule of three
e Rehearse, rehearse, rehearse

The layout of the sample presentation sets an example on how students should
organize their own presentations and shows them how a simple and straightforward
structure works, namely: tell your audience what you are going to talk about; talk about

it; summarize what you have talked about.

Conclusion

Academic presentations in a foreign language are a real challenge to both
university students and teachers. Familiarity with the specific nature of communication
apprehension, the existence of culturally-specific rhetorical organizations and viewing
the presentation as a process rather than a product, usually works as the necessary
prerequisite to encourage, advise and assist students while acquiring the basics of
becoming successful speakers. To develop this skill, students should realize that it is of
vital importance for both their academic and professional development in the 21st
century. Their knowledge and understanding of these aspects of oral communication
can help them alleviate the fear and distress which both native and non-native English
speaking students experience at the mere thought of preparing and giving academic

presentations.
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Appendix

1. I dislike participating in group discussions.

2. Generally, I am comfortable while participating in group discussions.

3. I am tense and nervous while participating in group discussions.

4. 1 like to get involved in group discussions.

5. Engaging in a group discussion with new people makes me tense and nervous.
6. I am calm and relaxed while participating in group discussions.

7. Generally, I am nervous when I have to participate in a meeting.

8. Usually, I am comfortable when I have to participate in a meeting.

9. I am very calm and relaxed when I am called upon to express an opinion at a meeting.
10. I am afraid to express myself at meetings.

11. Communicating at meetings usually makes me uncomfortable.

12. I am very relaxed when answering questions at a meeting.

13. While participating in a conversation with a new acquaintance, I feel very nervous.
14. I have no fear of speaking up in conversations.

15. Ordinarily I am very tense and nervous in conversations.

16. Ordinarily I am very calm and relaxed in conversations.

17. While conversing with a new acquaintance, I feel very relaxed.

18. I'm afraid to speak up in conversations.

19. I have no fear of giving a speech.

20. Certain parts of my body feel very tense and rigid while giving a speech.

21. 1 feel relaxed while giving a speech.

22. My thoughts become confused and jumbled when I am giving a speech.

23. 1 face the prospect of giving a speech with confidence.

24. While giving a speech, I get so nervous I forget facts I really know.
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Abstract

Dyslexia is a specific learning difficulty which resists conventional teaching methods. The phonological
deficit hypothesis of dyslexia determines the present day focus on phonics targeting the primary area of
difficulties experienced by learners with dyslexia - decoding. Phonological instruction, however, needs to
be accompanied by the development of comprehension skills and presented within a rich language
environment. Verbal memory and processing difficulties, typically associated with dyslexia, as well as
other frequently co-occurring disorders require the adoption of a number of additional strategies for the
teaching of reading to learners with dyslexia. The paper identifies a number of them: multi-sensory
approaches, systematic (structured, cumulative and sequential) instruction, over-learning, reinforcement
and metacognition. It recognizes the need of time, task and materials differentiation. The choice of
particular teaching methods should take into account both the learner’s weaknesses and strengths. Such
individually adapted teaching makes the successful inclusion of learners with dyslexia possible in the

mainstream classroom.
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In increasingly inclusive educational settings, teachers are challenged to meet a
considerable variety of learning needs, including those shaped by dyslexia. The
estimation that around 10% of the population has a certain level of dyslexia implies that
‘all teachers are teachers of dyslexic children’ (BDA, 2014b). The main difficulties
experienced by individuals with dyslexia are phonological awareness and establishing
phoneme-grapheme correspondences. Snowling asserts that ‘we can now take as
established the fact that children with dyslexia have phonological deficits’ (2006, p. 9),
i.e. difficulties affecting what she calls the ‘core dimension’ of reading - decoding.
Dyslexia, however, is a complex and non-homogeneous phenomenon that can be
characterized by a combination of features. The British Dyslexia Association (BDA) links
it to ‘difficulties with phonological processing, rapid naming, working memory,
processing speed, and the automatic development of skills that may not match up to an
individual's other cognitive abilities’ (BDA, 2014a). In a similar vein, England’s
influential Rose Report (2009, p. 10) associates it with ‘difficulties in phonological
awareness, verbal memory and verbal processing speed’, and explicitly states that
dyslexia is independent on intellectual abilities. In addition, the BDA (2014a)
acknowledges that various other types of difficulties (e.g. visual and auditory) often co-
occur with dyslexia. Importantly, it also stresses that all individuals with dyslexia
possess a combination of strengths and weaknesses that affects its manifestation at the
behavioural level. The BDA recognizes that dyslexia is usually uninfluenced by
conventional teaching methods, but can be ameliorated by proper teaching adjustments.
The article will explore some of the possible adjustments teachers can make when

teaching reading to students with dyslexia.
Main principles of teaching reading to learners with dyslexia

According to the Simple Theory of Reading (Hoover & Gough, 1990), which has
been chosen as the framework for literacy teaching in England since 2007 (Singleton,
2009), and to the developmental models of reading acquisition (e.g. Frith, 1985, Ehri,
2002), acquiring decoding skills is the most essential element of reading development.
It is precisely this area that poses difficulties for the majority of learners with dyslexia.
When addressing such difficulties, intervention studies highlight the role of structured
phonics presented in a rich language environment. Besides the extensive focus on

phonics, Rose (2009, p. 14) defines a number of other important principles to follow:
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‘highly structured, systematic, “little and often”, using graphic representation,
allowing time for reinforcement and encouraging generalisation’. Some other
authors subdivide systematic instruction into structured, cumulative and sequential,
adding some more elements such as overlearning and metacognition (e.g. Thomson,
1990, Townend, 2000, Walker, 2000, cited in Singleton 2009). The multisensory
approaches are a major component of dyslexia-friendly teaching (Reid, 2011). As they
combine the simultaneous or sequential involvement of the auditory, visual, oral and
kinesthetic-tactile sensory modalities, they enhance memory and facilitate the

achievement of automaticity (Walker, 2000).
Phonics and work on reading comprehension

Phonics involves developing phonemic awareness and knowledge of grapheme-
phoneme correspondences and spelling patterns. Additional phonics classes are
commonly arranged for learners with dyslexia as phonologically-based interventions
are found to be generally effective (Brooks, 2007), especially in enhancing word
decoding skills (Snowling & Hulme, 2011). The role of phonics is substantially emphasized
in the Rose Review (2009) in its recommendations for the teaching of pupils with dyslexia.

The Review recommends systematic phonics which involves:

- Teaching grapheme/phoneme correspondences in a clearly defined, incremental
sequence;
- Applying the skill of blending phonemes in order, all through a word to read it;
- Applying the skill of segmenting words into their constituent phonemes to spell;
- Learning that blending and segmenting is a reversible process.
Rose, 2009, p. 59

However, Rose (2009) points out that a learner’s progress in decoding does not
necessarily accompany his/her progress in reading comprehension. That could be caused by
insufficient mental resources because of effortful decoding — fluency assists
comprehension and the effort learners with dyslexia need to put into reading words
accurately can disrupt the flow of their reading and hamper comprehension (Reid &
Green, 2007). Other reasons could lie in insufficient syntactic awareness, lack of print
exposure, underdeveloped strategies for reading comprehension, or poor vocabulary (Rose,
2009).
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The implications of such findings are that in addition to sound-letter-based
activities learners with dyslexia should be exposed to a rich language environment and
involved in reading comprehension activities. Teachers should make them familiar with
techniques of skimming or scanning a text. Learners may also be asked to repeat
written pieces of text in order to realize that reading should sound like talking, i.e. to
develop a sense of prosody. Automaticity of reading could be improved through
exercises targeting both reading comprehension and word recognition, such as ‘find the

odd word out’ (Reid & Green, 2007).

To facilitate comprehension, long sentences are very often cut shorter and
vocabulary is simplified (Reid & Green, 2007). This, however, should not lead to
overusing simplified books based on phonological or phonetic patterns. Continual
oversimplification of texts may disrupt the learners’ acquisition of more sophisticated
vocabulary. Therefore, Reid and Green (2007) recommend that children with dyslexia
are encouraged to additionally read books above their level - individually, as well as in
paired reading or with an audio book, in order to enhance their comprehension skills

and active vocabulary.
The time factor

Slower word processing slows down decoding and hinders comprehension (both
in terms of correctness and speed). Therefore, students may need more time to reread a
text, ‘may produce quality of work or quantity, but not both’ (Massey, 2008, p. 35). They
may lose the gist of instructions or totally ‘switch off’ when their brain is overloaded
(ibid). The crucial strategy is time. Teachers should pace the delivery of the lessons,
repeat instructions, allow extra time, give breaks for students to process and retain the
new information, not reproach ostensible daydreaming as it might be a subconscious

break to assimilate information (ibid).
Systematic instruction

The principles of sequential, cumulative and structured teaching can be applied in
strategies targeting difficulties with short- and working memory. To facilitate short-
term memory, it is important to give instructions one at a time. Materials and tasks need
to be broken into small steps and follow a logical sequence (Reid & Green, 2007). The

information should be interspersed with questions and answers, each section repeated
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as many times as necessary before proceeding to the next level (Massey, 2008). Also, it
is important to keep learners with dyslexia involved while their classmates are reading,
for example, by asking them questions and identifying their level of literal, inferential,

creative or critical understanding (Reid & Green, 2007).

Students with dyslexia need to be helped with time-management, organization,
and planning, so checklists and to do lists might be of considerable help (Reid & Green,
2007). Students can keep track of their tasks by having a personal diary. Notes taken
during classes or using a dictaphone are good strategies to cope with memory deficits,
especially if reviewed shortly after being recorded (ibid). Notes handwritten by the
pupils must be checked for accuracy. There should be sufficient opportunities for

revision.

Individuals with dyslexia often cannot make the connection between old and new
knowledge, so these have to be reinforced by making the students reflect on what they
have already learned and what they still need to find out (Reid & Green, 2007). For the
embedding of information in the long-term memory, the pupils’ interest should be
provoked and links with previous knowledge should be explicitly made (Farrell, 2006).
Self-monitoring and self-correction should be encouraged as students need to ensure
themselves that they have mastered one level before going onto the next one. Checklists
can help them monitor their progress (Reid & Green, 2007). Metacognition is essential
and students are encouraged to get to know themselves as learners, to become aware of
their preferred learning style and of the strategies they can apply when facing reading

difficulties outside the classroom.
Multisensory approaches

The multisensory principle can be applied by involving multiple modalities while
presenting and reinforcing new information. Visual aids support memory and provide
structure. It is recommended to use illustrations, charts and diagrams, mind-maps and
spidergrams, video recordings (Farrell, 2006). Mind-mapping is particularly effective as
it not only helps organization but also encourages lateral thinking and creativity (Reid &
Green, 2007). As learners with dyslexia often have poor auditory memory, new material
should be provided in a visual form, instructions should be written down. Auditory
processing problems may result in difficulties perceiving rapid sounds (Massey, 2008).

This area can be targeted through a combination of phonic approaches (by training
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phonemic awareness) and multisensory techniques (e.g. visual aids as well as gestures
supplementing the spoken word) (Farrell, 2006). Printed hand-outs should be preferred
to asking students with dyslexia to copy from the board - it may take them more time
than the rest of the class, it might be inaccurate and it may give them a sense of failure
(ibid). Vocabulary can be consolidated with flash cards of important words. Key words
can be highlighted with colour or bold. The auditory channel can be used, for example,
by complementing reading activities with audio recordings (Farrell, 2006). Role-play,
mime and gesture, drama can create opportunities for the kinesthetic learner to get
involved (Farrell, 2006; Reid & Green, 2007). With younger learners, the tactile sense
can be utilized by handling artefacts (Farrell, 2006), e.g. shapes of letters, or by
constructing things following the principle ‘Doing is better than hearing it!’ (Reid &
Green, 2007).

There should be a conscious effort to establish a balance between the active and
passive aspects of learning (ibid). As early as 1972, Craick and Lockhart (cited in Massey
2008) suggested that the efficiency of transference is facilitated mostly not by repetition
but by the manner in which it is transferred. Utilizing different mediums of instruction
and a variety of activities provides opportunities for reinforcement and overlearning -

major principles recommended in dyslexia-friendly teaching.
More on visual aid

Though wrongly equated with dyslexia, certain visual problems often co-occur
with this specific learning difficulty. Some of them are difficulties with convergence
(coordinated eye movement to receive a unified image of the written letter),
accommodation (adjusting the focus of the eye to the changing distance from the print),
and tracking (keeping one’s place within the text) (Farrell, 2006). Another problem
which may co-occur with dyslexia is Scotopic sensitivity, or Meares-Irlen Syndrome -
‘the presence of a visual defect that can be treated to difficulties with light source, glare,
wave lengths and black and white contrast’ (Fawcett & Reid, 2009). According to
Fawcett and Reid (ibid) and Farrell (2006), these difficulties might be ameliorated in
some individuals by using coloured overlays or tinted glasses. However, Singleton
(2009, p. 24) claims that visual stress is not neurologically linked to dyslexia and
‘coloured tints cannot be recommended as a generic treatment for dyslexia because in

most cases they will not help the child’.
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While use of colour tints is subject to debate, making the text more visually
accessible is an indispensable tool that benefits all learners, especially those with
dyslexia. Students need to navigate effortlessly through the page. Worksheets have to be
organized with well-spaced out information and larger print (Reid & Green, 2007).
Dyslexia-friendly fonts are usually Times New Roman, Century Gothic, Comic Sans. A
font specifically designed for readers with dyslexia and downloadable for free is the
Dyslexie font (Dyslexie Font, B. V. 2015). The individual preferences should be
established by asking the learners themselves (Reid & Green, 2007).

The classroom environment

If students with dyslexia have memory deficits, they are more vulnerable to
distracting noises. They may find it difficult to filter out background noise, and as a
result receive faulty or incomplete information in their short-term memory (Kelly &
Phillips, 2013). Usually, they learn more effectively if they sit at the front, next to a well-
motivated study buddy, with reduced background noise or visual movement, in an
adequately lit room, with well-spaced displays (ibid). They should be given
opportunities to express their preference for the environment they feel most
comfortable to work in (e.g. regarding light, temperature, sound, classroom

arrangement) (Reid & Green, 2007).
Boosting learners’ self-confidence

Boosting learners’ self-confidence is a significant factor determining their
engagement with the learning process and the outcome of it. Reid and Green (2007, p.
86) suggest that as students with dyslexia often develop a so-called ‘learnt
helplessness’, convincing themselves of not being able to complete certain tasks, it is
important to make sure that they experience achievement and success. The authors point
out the importance of providing opportunities for students with dyslexia to
demonstrate their competence. That can be done by involving them in activities that do
not require a significant amount of reading, such as: investigation in groups, debating,
making posters, brainstorming, quizzes, videoing, role-play, fieldwork and enquiring,
oral presentations, learning in pairs, comic strips, drawing pictures, computer work,
songs and poems. Learners with dyslexia are often imaginative, curious, good lateral
thinkers, skillful with design and technology, drama and sport, able to bring together
the missing pieces of a bigger picture, to reconstruct the whole (Massey, 2008). BDA
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(2014a) and Massey (2008) stress the importance for the learners’ strengths to be
recognized and employed in order to successfully facilitate the learning process, making
new knowledge more accessible to them but also building up their self-esteem,

nourishing their interest and motivation.
Conclusion

As dyslexia tends to resist conventional teaching methods, teaching styles need
to be accommodated to meet the individual needs of learners diagnosed with this
specific learning difficulty. Decoding skills are both a corner stone in the acquisition of
reading and the primary area of difficulties for learners with dyslexia. Intervention
studies confirm the role of phonological awareness and letter-sound correspondence in
reading development and produce evidence that a highly structured phonics instruction
is of benefit to all learners struggling to read (Rose, 2009). Phonological instruction,
however, needs to be accompanied by the development of comprehension skills and
presented within a rich language curriculum. Additional principles such as systematic
(structured, cumulative and sequential) instruction, multi-sensory approaches, over-
learning, reinforcement and metacognition have been recommended in the teaching of
learners with dyslexia. In addition, students’ preferred learning styles and strengths
need to be taken into account. Their significance lies not only in bootstrapping the
learners’ weaknesses but in providing them with self-confidence and opportunities to
express themselves beyond the restrictions imposed on them by their dyslexia. Only
such kind of individually adapted education can make the successful inclusion of

learners with dyslexia possible in the mainstream classroom.
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Abstract

One of the questions perpetually plaguing the critics of Henry James’ The Turn of the Screw is whether
the ghosts are real or the governess had lost her mind. This paper offers an interpretation of James’
novella from the viewpoint of the Gothic novel, and the author draws parallels between the actions and
behavior of the young and impressionable governess and those of a heroine from the Gothic genre, taking
into account the governess’ narrative style, her repressed self, the evil she faces and finally, the overall
position of governesses in Victorian society. The result is an aligning of James’ protagonist with the
generally accepted image of a Gothic heroine, thus working towards the conclusion that, seen from the
perspective of the Gothic novel, the ghosts are real and the governess is caught in a battle between good

and evil, fighting for the children’s souls.
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The Governess as a Gothic Heroine

The sentimental gothic novel places its heroines into an imaginary space where
anything can happen. They are pure and chaste damsels in distress, persecuted by the
grimy tyrant, locked up in a dilapidated castle or a monastery, where they divulge
terrifying secrets from the past, before managing to run off to safety. What the Gothic
novel offers its heroines is actually a paradox of liberty. They are forced to become
prisoners so that their worth and importance can be proven, so that they would become
aware of their contemptible position and free themselves of the shackles of such an

existence.

Since most of the reading public was comprised of women, they found it
exceptionally easy to identify with female protagonists. For instance, Ann Radcliffe’s The
Mysteries of Udolpho owes its enormous popularity to the character of Emily. Emily is
the embodiment of sentimentality: passive, melancholic and emotional, she reacts led
by her emotions, but simultaneously, she never disregards the obligation to act like a
lady, the essence of which is propriety. James’ governess in his novella The Turn of the
Screw reacts identically: she is bewildered, somewhat lost, in love and easily frightened.
It is quite possible that some of her actions could have been more thoroughly thought
through, but she is what she is: the sentimental heroine of an innovative Gothic novel,
imprisoned in a house with a mystery that needs to be solved. She is not like Cinderella -
the poor, abused heroine who, though she is abandoned, is never really alone - since she
always has someone or something to help her, emanating from the universe that
surrounds and protects her. James’ governess is not offered this magical protection of

the symbolic womb of the universe; she has to fight to prevail.

Her sentimental features, along with the strict religious upbringing of her
childhood, her lack of experience, vulnerability, anxieties and fears, make her the
Victorian cliché of sexual ambivalence. Like many other sentimental heroines, the
governess, too, possesses an idealistic innocence and naive romantic impulses, which
might align her with other unreliable narrators. Though her story might be considered
too flimsy and untrustworthy due to an excess of subjectivity, the evidence of her
healthy state of mind cannot be denied. The narrator, named Douglas, generously
provides his own testimony to her impeccable business conduct after the tragic events

at Bly, which might be tainted by his emotions, but the psychotic behavior that she had
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apparently shown at Bly could not have been left unmentioned. He claims that ‘She was
the most agreeable woman [he’s] ever known in her position; she would have been
worthy of any whatever... [He] liked her extremely and [is] glad to this day to think she
liked [him] too’ (James, 2000, p. 3). If she had shown any indications of any mental
instability, she would have been fired on the spot, which is something that never
happened. Douglas is very careful in his concern to portray the governess’ love for her
employer as pure and asexual, due to the fact that ‘she saw him only twice,’” but that it is
exactly where ‘the beauty of her passion’ lies (James, 2000, p. 7). He does not refer to
her feelings as love, but rather passion, and continues in the direction of the asexuality
of her emotions, because it was a love that was never consummated. As such, it can

forever remain pure and unblemished.

Her Narrative Style and its Origins

In addition, her narration possesses the traits of an epistolary novel; it is
reminiscent of a diary of the events that she witnessed while at Bly. For this very reason,
it is believed that she succumbed to the impression of all the events that took place, and
that her writing the events as they happened, makes her insufficiently reliable in the
portrayal of the previously mentioned. It is true that she can be accused of ambiguity
and a lack of clarity on numerous occasions, due to the fact that she often presents her
own, subjective version of the events, rather than firm facts. In presenting the events,
she frequently uses the words ‘I felt’ instead of a plain and clear ‘I saw’, with which she
gives the following information as a personal impression, and not a factual claim, things
between which a hysterical victim of hallucinations would not be able to distinguish. A
deranged person would insist on her version as the only plausible one, because other
versions would make her seem insane. Her story is not the result of hysteria, but of deep
thought and careful examination, because it was written after the events had taken
place and not while. This way, she was allowed to understand the events from a realistic
perspective, think long and hard about the cause of the tragedy and give the most logical

solution possible.

The governess’ story is a narration arisen from a structuralized society in which
wealthy, aristocratic families hire governesses to take care of their children. It is usually
a middle class woman, from a respectable, though impoverished family, who is

educated, hardworking and ready to provide the best care possible. This is where James’
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governess fits in perfectly. She is the daughter of a country parson, who is adorned with
all the characteristics vital for such a position. In Victorian times, there was a
predominant belief that governesses could be very effective in providing love and care
to children who were either motherless or whose mother did not have the time or the

desire for such affairs.

Sensing the danger to come, the governess refers to The Mysteries of Udolpho and
Jane Eyre wondering ‘was there a secret at Bly - a mystery of Udolpho or an insane, an
unmentionable relative kept in unsuspected confinement?’ (James, 2000, p. 23). What
connects these literary works is a dominant, though concealed motif: the wish to save.
Jane Eyre becomes a helping hand to the crippled and helpless Rochester, while the
ambitions of James’ governess do not reach such a happy ending. She perceives herself
as a guardian angel, a defender in love, who bravely takes upon herself this duty,
empowered by a blind love for the master from Harley Street. Her employer, the uncle
of her two protégées is also their legal guardian who categorically refuses to do right by
his responsibilities. This man ‘all in a glow of high fashion, of good looks, of expensive
habits, of charming ways with women’ transfers all of his burden to her and leaves her
with the words that she is never to ‘trouble him - but never, never: neither appeal nor
complain nor write about anything; only meet all the questions herself, receive all
moneys from his solicitor, take the whole thing over and let him alone’ (James, 2000, p.
5, 7). He remains as a negative, almost evil influence over the events at Bly, because
though physically absent, he is a frequent topic of discussion. The fatal attraction of the
first and only encounter and the relentless passion that she feels help her do her duties
more diligently and with greater fervor. Even though he appears only for a brief
moment, the master symbolizes the Byronic hero whose divine spells no woman can
stay immune to. He is mysterious, sophisticated and educated, highly intelligent, with a
magnetically charming and charismatic personality. For her, he is the prize of all prizes.
Had she been able to be victorious over evil, she would have been given the opportunity
to present herself not only as an extraordinary governess, but a capable wife, worthy
even of a man in a position such as his. For all of the reasons mentioned, her narrative
sets out to capture all the sentimental notes of a heroine in love. She suspects, instructs,
tempts and is tempted as she tries to demystify these ghoulish games. Some may choose
not to trust her narrative technique, but she is, nonetheless, revealing more than she

intends to by saying less than she chooses to.
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Evil in Gothic Novels and Fairy Tales

This literary creation possesses all the elements of the gothic novel: the damsel
in distress, a young, virtuous, vulnerable heroine in mortal danger, the antagonist in the
guise of the two spirits who return from beyond to wreak havoc at Bly, and the darkly
romantic Byronic hero who in fairy tale endings saves the heroine. Endowed with a
deep sensibility, the governess is the lonely, pensive, subjugated heroine endangered by
a dominant male antagonist, in this case one of the two specters, Peter Quint. In these
novels, as is the case in fairy tales, evil is omnipresent and its formulation is not put into

question. It gives the protagonist an ultimatum: face your fear to save yourself or die.

Additionally, fairy tales do not doubt the plausibility of the protagonist or the
heroine, nor their state of mind. Though James’ bold psychological analysis brings color
into the black and white world of fairy tales, so that the border dividing good and evil is
not so clearly visible, it does not mean that he presented his readers with a wolf in
sheep’s clothing. On the contrary, with a burning desire to reach the deepest layers of
the subconscious, he portrays the cavernous complexity of the human mind. His
governess is not the sickly sweet, goody-two-shoes fairy tale princess, characterized by
a complete lack of action. She is all too human, prone to mistakes and bad judgment, and

as such, on some occasions does seem inconsistent as a narrator.

Governesses in Victorian Society

Humans are social beings, though every person is bound by his social standing.
Thusly, Victorian society was dependent on faith in the stability and righteousness of
the society which did not propose a democratic solution to the existential plights of the
working class. The position of a governess in Victorian society was an unenviable one,
because they were not considered maids, and nor were they part of the family. Finding
themselves in this social limbo, they often ate in isolation. This kind of employment was
one of the few legitimate ways in which single women were allowed to sustain
themselves in such a society, which looked upon them with pity. The alternatives to this
employment were marriage, house work, prostitution or homeless shelters. The only
case in which it was considered appropriate for a woman to work was the financial
destruction of a family or the death of the head of the household (i.e. the father).
Resilience, patience and self-refusal were the characteristics a governess had to have in

order to be successful.
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But, this was certainly not enough. They were expected to be above their own
social status in intellect and manners, so as to be fitting for the job of a governess. James
himself praised their ‘closed vessel of authority, closed against sloppy leakage’ where
her rigid prudishness was ‘one of the ways in which authority can be conveyed’
(Habegger, 2004, p. 235). His governess was to mold little Flora and her behavior, and
teach her the skills which would make her an appropriate and attractive bride-to-be.
Victorian parents demanded governesses who would teach their daughters
sophisticated manners and foreign languages, because that is what the education of girls
was based on. The ideal wife was an idle woman of expensive habits, who left her
housework to the servants, her children to the governess and whose husband was

wealthy enough to support their unproductive habits.

Due to their inability to properly classify their position in society, their status
was always problematic. In Victorian society, women were allowed to occupy one of the
three possible stations: a mother, a whore or a lunatic (Walton, 1992). As motherly
figures, they were considered asexual beings, because all ladies respected in general
society were chaste and asexual. Women who openly presented and offered their
sexuality were considered whores and lunatics, because as such, they represented a
danger to the social structure which condemned female sexuality as dirty, immoral and
lacking in common sense. Since governesses represented substitutes for mothers, they
held the powerful symbolic function of a chaste motherly figure. On the other hand,
their youth, and, not rarely, their beauty, along with the fact that they were unmarried,
transformed them into a threat to the balance and structure of the home. Thus,
governesses were floating in an undefined area of Victorian society which refused to
accept anything outside its strictly set grounds, out of fear of losing control over the

female population.

The Female Ghost as the Governess’ Other, Repressed Self

The motif of a divided personality or the doppelganger represents the realization
of the person’s other nature, the need to be and act like someone else. It is generally
believed that the meeting of these two halves, the vision of one’s double, represents an
omen of death, as it is the case in Poe’s short story “William Wilson,” Wilde’s novel The
Picture of Dorian Grey and many others. Numerous versions of the story of twin-selves

end tragically: by insanity or suicide, that is, the murder of the other. In James’ novella,
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this process of identification commences with a simple comparison between the
governess and Miss Jessel, expressed by Mrs Grose, who claims that the previous
governess was just as beautiful and young as the current one (James, 2000, p. 19). The
identification becomes even more prominent when the governess, tired from all the
troubles and anxiety, drops down on the final step of the staircase, exactly where, some
nights prior, she had seen the specter of her accursed predecessor (James, 2000, p. 83).
Their identification reaches its climax when the governess sees the ghostly apparition of
Miss Jessel, sitting at her own desk, propping her head with her elbows, apparently in a
state of utter shock, disbelief and sorrow (James, 2000, p. 84). Looking at her, the
governess has the feeling that she is looking into a fictional mirror and is seeing her own
reflection, given the fact that Miss Jessel acted led by her desires, while the governess is
not allowed to do so. Thus, the governess needs to be careful where she treads, in order
not to be aligned with the likes of her predecessor. So, on one hand, she has the
motherly figure of Mrs. Grose and on the other, the condemned, sexualized figure of
Miss Jessel, who is actually the governess herself, only having taken one step further.
The governess’ stoic battle to save the children’s souls is actually, on a symbolic level, a
desire to overcome the boundaries of the patriarchal society in which she is living.

The battle between the governess and the ghosts is in fact, the fight for
possession. She wants to take control over the children, control once had by Peter Quint
and Miss Jessel, and guide the children along the right path. Both the governess and
Quint wish to control the children’s access to knowledge, and as the novella unveils, this
knowledge becomes more and more associated with sexuality and experience. What
Quint is offering little Miles during their solitary walks, is the world of adult experience,
unnatural sexuality and instinctive, animalistic desire. For the governess, the freedom
that Quint is offering Miles is the reflection of all that is unknown, dangerous, and risky.
She wishes to keep the children in a blissful state of innocence, keeping them sheltered
and their souls uncorrupted by the disease of the adults, i.e. experience, for as long as
possible. That is why the final surrender of Quint’s name by little Miles represents her

final victory over their ghoulish presence, which purifies Miles’ soul.

Conclusion
The dilemma of every reader is how to maintain the ambiguity of James’ novella,
and simultaneously find meaning. James himself elucidates on his exorcistic procedures

in his novella in his New York preface:

78



A. Gencheva

[t is an excursion into chaos while remaining, like Blue-Beard and Cinderella, but
an anecdote- though an anecdote amplified and highly emphasized and returning
upon itself; as, for that matter, Cinderella and Blue-Beard return. [ need scarcely
add after this that it is a piece of ingenuity pure and simple, of cold artistic
calculation, an amusette to catch those not easily caught (the “fun” of the capture
of the merely witless being ever but small), the jaded, the disillusioned, the
fastidious. (James, 1999, p. 5)

Because, as is the case with true art, The Turn of the Screw possesses depth and
richness of meaning, which go far beyond anything that can be extracted by the
minutest of excavations. It is an open and processed work, a meaningful puzzle, and
every second, third, fifth reading only adds to the already existing layers of meaning. It
is certainly as Louis Rubin states, ‘The whole point about the puzzle is its ultimate
insolubility. How skillfully he managed it... The Master indeed’ (Rubin, 1964). The
conventionally accepted interpretation is that it is, in essence, a fairy tale, with a happy,
but, at the same time, sad ending. The ghosts return, their evil influence is more than
real and the governess fights with all her might to save the children. A real fairy tale
simplifies all life situations, so that no character is ambivalent, they are not both good
and evil, as real humans are. Yet, James overcomes this ancient simplification and offers
a complex heroine in a deep and stunningly structured work. Though her victory might
seem a Pyrrhic one, she does save the children’s souls. Flora is removed from the
wicked influence of Bly and Miles’ little heart stopped beating in the arms of his savior.
She did not save his body, but she saved his immortal soul and, as such, humanly fragile,
she is resolutely standing at the edge of an abyss out of which she managed to root out
evil.
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Enlightenment ideas, and modern nation-making practices, radically evolved in
the American Civil War context. Like the French Revolution, or Indian National
Independence, it was a uniquely constitutive moment in the Enlightenment heritage,
marked by mass politics. It touched a revolutionary threshold: state collapse,
destruction of an economic regime, and the creation of a new one. It involved a
population hitherto excluded from citizenship (section 5). The war defied universal
expectation: uncontrolled duration, tragic and revolutionary outcomes. Senator James
Chesnut had promised to “drink all the blood that might be shed as a result of the
Confederate declaration of independence” (Faust, 2008, p.18). The war subverted core
18th century Enlightenment premises, echoing the French Revolution, portending World
War I as one of the earliest industrial wars. Revolution and Enlightenment intersected,
the ideal heritage tested in lived reality. The social revolution fulfilled unrealized
Enlightenment promises of the divided 1776 American Revolution. The revolution was
locally subverted in counter-revolutionary patterns obstructing its promise for a
century. Abolitionists in 1843 repealed the Massachusetts black/white intermarriage
ban. Later, the Supreme Court (1967 Loving v. Virginia) negated the “anti-
miscegenation” laws of the remaining Southern states (intermarriage was punishable by
prison).

The American Civil War is investigated through global interactions (section 4):
English abolitionism, the French Revolution, and the Caribbean revolutions. Modern
revolutions are not uniform lines of intent (of a class, a people, an idea, etc.). Many-sided
struggles shaped public consciousness. Transformed public moral perceptions informed
grassroots struggle, impacting political heights in state action. Violent and non-violent
nation-making alternatives competed. Military conflict grew from a larger world of
purposeful but fragmentary everyday action, the new publics of modern technology (i.e.

print industry).

Enlightenment and nation-making involved a hermeneutic battle in the
Revolutionary American heritage, and an alternative counter-Enlightenment national
path to modernity (section 3). Abraham Lincoln embraced Enlightenment in thought
and conduct, inspired by its “economic and political ideas” (Guelzo, 2009, p. 9). He rose
above a deadly conflagration in modern nation-making history. The life worlds were
critical. Fragmented American civil society flourished, from popular religiosity (the
Great Awakening) to natural law schools (informing Lincoln’s view). The Southern slave
master’s authority encompassed plantations, court rooms, churches, private clubs and
colleges. Mobilizing black populations, free black and slave, rejected exclusion from the
citizen-human matrix under racist civil society and New World chattel slavery.
Abolitionist and Civil War black Americans fought an ontologically sanctioned caste

system of the counter-Enlightenment tradition (a slave labour/master race hierarchy).
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The European Enlightenment was revolutionized by the American Civil War, its racist
ontology negated through practice. It unbandaged the double heritage of Enlightenment
and slavery (section 2), entrenched in venerable canons (i.e. Aristotle’s defence and the
traditional Biblical linkage). The archetypal moment, the 1865 slave liberation at
Richmond jail by black Union soldiers, still resonates from the Richmond-Petersburg
Campaign (nine months of trench warfare) which led to Robert E. Lee’s surrender at
Appomattox.

It was a history of national consciousness: a new Southern master class
consciousness, a combative black American rights-entitlement consciousness, and
Northern identity distinct from old Europe. Institutional carriers included technology
and industrial capitalism, market exchange, trans-Appalachian steamboats, canals, and
railroads, as well as mass movements and intellectual tendencies. Amartya Sen’s
component model of intellectual change is used, rather than essentialist conventions
(Sen, 2000, p. 233-4). The Civil War pitted Enlightenment and counter-Enlightenment
national modernization visions: egalitarian humanist versus divinely hierarchic.
Embracing the “universality of freedom”, Lincoln fought for the Constitution at the
national level, to promote industrial development and concentrate national power
(Guelzo, 2009, p. 113). The democratic system, enmeshed in civil society conflicts,
demonstrated the experimental character of the U.S.A. Despite Lincoln’s death, post-
Civil War America combined mass democracy with rapid development (Bensel, 2000,
p. 1-19).

Slavery and Enlightenment

Slavery grounded New World development economic institutions, preceding
Enlightenment ethical discourses and practices. West African slaves built history’s first
global production system and mass market (sugar, tobacco, coffee, chocolate, dye-stuffs,
rice, hemp, and cotton). By the 16t century, the Atlantic Slave System crystallized,
flooding Spanish Florida and Virginia with human cargo (1560-1619). It launched the
Sugar Revolution of British Barbados. England’s New York (after 1664) had a 20 percent
slave population, its mid-18th century slaves performing one-third of physical labour
(carpentry, blacksmithing, shoemaking, stone working, butchering, milling, weaving,
and goldsmithing). Rural slaves built roads, cleared land, cut timber, and herded cattle
(Davis, 2006, p. 129). Nineteenth century New World slavery was modernized and

capitalist, an intensive labour system of maximal production for international markets.

At America’s Revolutionary eve, 1770, legal slavery was accepted in the New
World. William Lloyd Garrison, later, was deemed eccentric by mainstream voices. 1888
Brazilian emancipation completed Western Hemisphere illegalization. History’s first

antislavery societies were small clusters in Philadelphia, London, Manchester, and New
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York. New World slavery’s end followed “a major transformation in moral perception”
engendered by “the emergence of writers, speakers, and reformers, beginning in the
mid-eighteenth century” (Davis, 2006, p. 1). The Enlightenment tradition produced a
major transformation in public ideas and values through everyday human
organizational efforts.

Slavery and secular republican beliefs conflicted. Three impact points pit the
Enlightenment heritage and the chattel institution: the 1776 American Revolution, the
1789 French Revolution and Britain’s 1830s peaceful emancipation of eight hundred
thousand colonial slaves. The American Revolution, for nationalist and economic
development purposes, consolidating a cultural interclass unity among whites (i.e.
Virginian planters co-opted white workers under the unifying banner of republican
liberty and white identity) (Morgan, 1975, p. 386). Enlightenment ideals troubled
Anglo-Americans regarding slavery’s cosmic immutability. The 1776 Declaration of
Independence stated that “all men are created equal”. Jefferson, with children by a slave,
was silent on slavery in the Declaration in “deference to his fellow Southerners, and
Northerners who were profitably engaged” (Tulloch, 2006, p. 72, 1). Slaves were freed
and armed as a British war tactic, many thousands escaping. Northern slaves demanded
freedom in natural rights language, echoing “British tyranny” discourses. A New
Hampshire slave, witnessing combat and revolutionary rhetoric, told his master: “you
are going to fight for your liberty, but I have none to fight for.” (Keysarr, 2000, p. 12-14).
Post-Revolutionary Americans, however, legislated the antebellum segregation system
(from 1815, manumission was excluded) (Davis, 2006, p. 3). The federal government
projected eradication within a twenty-year Constitutional restraint (by 1808). Abolition,
immediate in northern New England, was gradual from Ohio to the Mississippi River.
The slaveholding South, encircled, might have retracted, but for technological fortuities
boosting profitable slavery (i.e. the cotton gin) and the 1803 Louisiana Purchase. The
1776 American Revolution harboured a second potential revolution, rooted in the

contradiction of Enlightenment ideals and enslavement of the population.

The French Revolution politicized doomed slave revolts (emancipatory ideology
linked to a major state); and, secondly, provided a unique revolutionary opportunity in
state collapse (historically, slave rebellions were suicidal without prior state collapse).
In 1792, the new French Legislative Assembly decreed full equal rights for free blacks
and mulattoes in the colonies (Doyle, 2012, p. 412). The discursive foundation of British
West Indian political order and economic production tilted. Bourbon state collapse
permitted the successful Haitian Revolution (1791-1804). British mass public pressure
was a second condition for effective rebellions. Organized struggles over public ethics
undermined the moral legitimacy of global slave regimes (linked to official ideologies of

free labour and new consumer markets). Non-violent uprisings, and an international
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network of states and publics, pushed British power towards legislated abolition (see
section 4). This anticipated an alternative permutation in the Enlightenment tradition of
mass political action, in non-violent direct action. Modern non-violence was born in the

anti-slavery struggle.
Civil Society and Modernization: apocalypse and human

The Civil War was rooted in the civil societies of Northern and Southern states,
based in uneven national modernization. Deracinated populations sought political and
cultural solutions. The “conflict above the Mason-Dixon Line [was] between anti-
materialist, pre-bourgeois values and the ‘cash-nexus’ at the center of the modern
civilization”. We see “conflicts of tradition and modernity, of human and material values,
of science with religion”, “problems in social philosophy and values confronting all
Americans of this era” (Faust, 1981, p. 20). New movements negotiated the unfamiliar
industrial world. Post-Revolutionary relativism had politically sustained America, the
South controlling government. Northern appeasement occluded the contradictions that
John Quincy Adams articulated during his nine-year battle with the House of

Representatives’ “gag rule” (against antislavery petitions or during the 1839-40
Amistad trials) (Meyers, 2005, p. 46-62).

Southern slavery meant wealth accumulation, as “the most successful masters
cornered an increasing share of the growing but limited supply of human capital”
(Davis, 2006, p. 198). Cotton exports reached $29.6 million (1830), then $191.8 million
(1860). The South grew over 60 percent of world cotton (1840), supplying Britain, New
England, Europe and Russia - over half the value of all American exports, providing the
majority of national imports and investment capital. With the newest technology, it
allocated slave labour in regional infrastructure construction (diverse agriculture,
mining, lumbering, canal and railroad building, textile manufacture, iron and other
industries). The Confederacy fought to perpetuate economic advantage (Davis, 2006,
p. 84). Slaveholding Southern Democrats owed power to the constitutional “three-fifths”
(three-fifths of the slave population counted in elections). In Northern cities, 1820s
economic growth outpaced the South. Dislocated Northern populations embraced
revivalist movements. Second Great Awakening leaders saw, not progress, but the
ordained path to New Jerusalem obstructed. 1830s abolitionism, 18th century
Enlightenment inspired, combined this revivalist heritage. Second Great Awakening
converts, seeking a correct Christian life, demanded immediate abolition (1830-1833).
A national sin, like duelling, intemperance and Sabbath-breaking, slavery signalled
Armageddon. Critics were often silent on Northern slavery (New York to 1827;
Connecticut to 1848), seeing colonization (return of free blacks to Africa) as the means

to averting civil war (following the American Colonization Society, Liberia, 1821-22).
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The politicians in this “era of mass, participatory democracy responded all too
well to the major concerns of their constituents”. The South demanded that slavery “be
federally protected and allowed to expand westwards”; the North demanded “free soil,
free labour and free men”. Pre-Civil War Northerners rallied around “a new, sectional
party, the Republicans” (Tulloch, 2006, p.2). The mass democratic mechanism
unexpectedly exited the game of politics into total war. Deeply religious views grounded
a “providential understanding of not only the war but also everyday life”; “storms,
harvests, illnesses, deaths ... unfolded according to God’s will”. For “clergy and laity
alike, the war became a holy crusade”. A sacred-violence-truth triangle justified Civil
War in a providential narrative. A Confederate artillerist said: “Our president and many
of our generals really and actually believed that there was this mysterious Providence
always hovering over the field and ready to interfere on one side or the other.” Religious
authenticity was evoked in condemning southern churches: “what passed for religion
there only mocked genuine Christianity” (Rable, 2010, p. 2, 8, 13). Manifest Destiny
justified the Mexican War (1846-48) land grab. The apocalyptic vision flourished in the
Civil War “rhetoric of service—to nation, to God, to comrades”, rationalizing “violence
(...) by casting it as the instrument of both nationalist and Christian imperatives” (Faust,
2008, p. 21).

Unlike France, the United States experienced the centrifugal power of barely
organized religion. From the late 18th century, “religious life had become increasingly
entwined with soaring hopes for the United States.” Lacking central authority, “the
churches themselves became part of the great American experiment in representative
government.” Official religion upheld the status-quo, while unofficial movements
polarized. Mission groups, reform societies, and Sunday schools raised money and
proselytized, organizing ‘anti-materialist’ public campaigns against sins (alcoholism,
poverty), with slavery their primary target (ontological not sociological). For Garrison,
the nation faced “damnation or salvation” (Rable, 2010, p. 25, 13). Among slaves,
religion was collectively crucial, as surviving but hidden African religions (i.e. voodoo)
and Islam melted into a belated Christian conversion on the eve of and after the war
(Fountain, 2010, p. 114).

Southern proslavery, a counter-Enlightenment ideology (1830s, 40s, and 50s),
condemned egalitarian philosophies and exploitative capitalism alike (i.e. Locke’s
contractual theory; the Founders’ vision). Organic society attested to Southern
uniqueness and superiority. The Revolutionary heritage was "well-sounding but
unmeaning verbiage of natural equality and inalienable rights". The slave, "fed, clothed,
protected,” was “better off than the northern factory worker”. They cited industrial
child labour and prostitution. Hierarchy gave spirituality to national existence: “Those

who have looked most closely ... know how great a portion of human misery is derived
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from ... the undecided and wavering purpose”. A Nietzschean argument, the master
class required leisure for civilizational heights. Capitalism and egalitarianism
represented decline, after slave-based Greek and Roman ideals. It was a secularized
religious vision. “Evangelical stewardship” - comparably to the Ottoman Empire -
embodied Providence. Slavers had "been chosen as the instrument, in the hand of God,
for accomplishing the great purpose of his benevolence" (Faust, 1981, p.79, 12, 110, 13).
The “parties in the conflict are not merely abolitionists and slaveholders” but “atheists,
socialists, communists, red republicans, Jacobins, on the one side, and friends of order
and regulated freedom on the other”. The “world” was a “battle ground” between
“Christianity and Atheism”, “the progress of humanity at stake” (James Henley
Thornwell) (Rable, 2010, p. 13). Natural law concepts yielded to Joseph de Maistre’s
principle of social organicism (Faust, 1981, p. 12). The Republic was fractured by a mass
movement upholding divinely sanctioned hierarchy over secular egalitarian ideals.

Abolitionist Biblical appeal was in spirit, not the letter (the holy word upheld
slavery), some abandoning religious appeals (Rable, 2010, p. 27). Secularism’s deepest
cause was in the existential struggle over humanism. An economically and socially
important population struggled for recognition as human beings. Frederic Douglass,
escaped Maryland slave turned leader, upon learning to read (it being legally
prohibited), affirmed the Enlightenment knowledge-liberty link: “Knowledge opened

»n, «

my eyes”; “I have often wished myself a beast, or a bird— anything, rather than a slave”.
Yet, with “knowledge”, his “spirit was roused to eternal wakefulness” of “Liberty” as “the
inestimable birth right of every man” (Douglass, 2008, p. 154-55). Recognition of black
slaves as human beings, identical in rights entitlement to Europeans fighting
emancipatory wars, was grave. Thomas Roderick Dew stated: “in the plenitude of their
folly and recklessness, [some] have likened the cause of the blacks to Poland and
France”. William Harper ridiculed abolitionism: “Who but a drivelling fanatic, has
thought of the necessity of protecting domestic animals from the cruelty of their
owners?” These polemics acknowledged a disrupted conventional circle of ethical
consideration, expanded by post-Enlightenment secular humanism: “The French

revolution had kindled a blaze throughout the world” (Faust, 1981, p. 59, 98, 68).

The Enlightenment imaginings of slaves and ex-slaves subverted even Lincoln’s
original hopes for a colonial or appeasement solution. Active black agency transformed
Abolitionism to favour national integration and shared citizenship, replacing the ACS
Liberian project. The “new, radical white abolitionism of the early 1830s was much
indebted to the earlier militancy of anti-colonization blacks”. Black abolitionists
maintained the Underground Railroad, fugitive slave flight into non-slave states or
Canada, the material infrastructure. William Lloyd Garrison read the first black

newspaper (1829), and became convinced that abolitionism must promote equal
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coexistence (Davis, 2006, p. 258-9). African American hegemonic victory was public
acknowledgment of a common civil nationality based on equality. Secondly, national
redirection occurred more accidentally through Civil War logistics, the war aim
becoming abolition rather than regional containment of Southern slavery (section 5).

Black abolitionist David Walker's Appeal to the Coloured Citizens of the World
(1829) expressed interpenetrating Enlightenment and religious mobilization. He
invoked divine punishment: “Whether you believe it or not, I tell you that God will dash
tyrants, in combination with devils, into atoms, and will bring you out from your
wretchedness and miseries”. He evoked violent retribution through human agency:
“woe, will be to you if we have to obtain our freedom by fighting”. Walker underlined
the humanist stakes of social acknowledgment: “they have to raise us from the condition
of brutes to that of respectable men”. He used natural rights language (“remember that
your freedom is your natural right”), and archetypal French Revolutionary imagery
(“we must and shall be free and enlightened [or] obtain our liberty by the crushing arm
of power”) (Waldstreicher, 2001, p. 76-78). A Boston used clothing dealer, he sewed
pamphlets into coats for southern markets, provoking the banning of the pamphlets and

mass arrests.

1830s abolitionism attained mass proportions, transforming public
consciousness. The American Anti-Slavery Society distributed 122,000 pamphlets in
1834, and 1.1 million in 1835. By 1838, 1,346 local antislavery associations had 100,000
members. Black activist Maria Stewart (1832) demanded access to scientific knowledge:
“IT]here are no chains so galling as those that bind the soul, and exclude it from the vast
field of useful and scientific knowledge”. (Waldstreicher, 2001, p. 78-79). Peter Osborne
(1832) invented civil rights vocabulary: “The Declaration of Independence has declared
to man, without speaking to color, that all men are born free and equal.” (Waldstreicher,
2001, p. 86). 1840s northern free blacks demanded the vote, disfranchised since 1821
(black men had previously voted for decades following a 1777 convention). From 1840,
they strategized and passed resolutions reproduced in abolitionist newspapers
(Waldstreicher, 2001, p. 82).

Shaken North-South equilibrium ended the silence on slavery. Southern
opponents built a “virtual iron curtain around the South” (Davis, 2006, p. 263). By the
1850s, amidst hate and fear, Northern industrial and Southern trade integration
persisted (slave-grown cotton, rice, hemp, tobacco, and sugar). Slaves escaped by the
thousands across the frontier, as the United States became divided by a 19t century
Berlin Wall. The Fugitive Slave Law, of the 1850 Compromise (admitting California as a
free state), tarnished the Northern image of freedom. Federal “kidnappers” dragged
escaped slave Anthony Burns through Boston streets, provoking mass civil

disobedience. One hundred thousand dollars, and fifteen thousand soldiers, to escort
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him through crowds of fifty thousand to forcible Virginian return (Davis, 2006, p. 265).
The 1854 Massachusetts Anti-Slavery Society rally drew thousands. Dred Scott, brought
as property to free territories, attempted to sue for his freedom (1857). The court held
that blacks lacked standing in federal court. Natural rights conflicted with property
rights, concerning inclusion within legal citizenship and the moral category of
‘humanity’. Abolitionists increasingly advocated violence, predicting cataclysm to
exterminate slavery and unify mankind. The French Revolutionary pattern of modern

violence ascended with a religious aura.

Among intellectual elites, Henry David Thoreau’s plea for Captain John Brown
celebrated terrorist practice to effect social change. His writing transformed Brown into
a peerless cultural hero, united with a larger cause. Brown’s martyrdom and vitality
contrasted the “dead existence” of his critics. Thoreau demanded whether conformists
were “truly alive” (Thoreau, 2003, p.8-9). An element of romantic vitalism, not unlike
Bergson’s sublimated “quality”, permeated American thought. Being was fundamentally
re-examined as intellectuals explored Indian philosophical themes such as metaphysical
emptiness. New England Transcendentalism challenged dogmatic religious truths,
based on scientific Enlightenment. Ralph Waldo Emerson (1830s), at Harvard, rejected
Christ’s divinity: “I regard it as the irresistible effect of the Copernican astronomy to
have made the theological scheme of Redemption absolutely incredible” (Faust, 2008,
p. 194). Emerson celebrated a unique American identity in secular terms, "the infinitude
of the private man”. He argued that “the sacredness of traditions” were “from below, not
from above”. In ethics, “Good and bad are but names very readily transferable to that or
this” (Emerson, 1950, p. 148). Justice, however, was paramount in Emerson’s passionate
abolitionism. Nature was mystically linked to the Over Soul, something immortally
beautiful. We habitually mistake our ego for the Self. Despite such romanticism,
Emerson privileged everyday life over higher revelations: “My life is superficial, takes
no root in the deep world, [exchanging] this flash-of-lightning faith for continuous
daylight”. (Emerson, 1950, p. 100). Emerson supported Civil War, affirming violence to
effect national rebirth: "Civil war, national bankruptcy, or revolution, [are richer] than
languid years of prosperity” (Emerson, 1860, p. 230). Herman Melville’s Moby Dick
(1851) suggested a non-essentialist identity between America’s diverse races: “there is
no quality in this world that is not what it is merely by contrast. Nothing exists in itself”
(Melville, 1994, p. 68). Popular abolitionism, also, combined secular with apocalyptic
religious beliefs, and Enlightenment natural rights philosophy. Lincoln was distinct
from the abolitionists in viewing the problem as “an economic one, rather than an
evangelical or moralistic one”. His secular approach contrasted with popular
abolitionism, for whom evangelical Protestantism was the conceptual matrix (Guelzo,

2009, p. 93-94), or the quasi-religious Transcendentalist visions.
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The Abolitionist Movement, Non-violence and 19t century global
interconnections

Global material and cultural linkages - English abolitionism, the French
Revolution, the Caribbean revolutions, and the American Civil War - disclose nation-
making as relational rather than essentialist. The Atlantic Slave System was confronted
by the slaves themselves, whose only form of struggle for freedom was revolt (nearly
always entailing death) or escape. Secondly, there was abolitionism within the public
realm based on the category of citizenship. Citizens, ensured participation through
impersonal political rights secured by the state, were permitted access to diverse
organizational forms (political parties, economic organizations etc.). This system of
power sharing derived from the Enlightenment heritage, whose theorists compared
slavery metaphorically to conditions of government without consent.

The geographically remote social universes of slave and citizen merged in a
wider abolitionist struggle. Abolition was “the product of the interaction between
developments within Britain and events in the colonies” (Midgley, 1995, p. 10). The first
front, the slave struggle, had historical priority (Barbados in 1675, violent but hopeless;
one hundred suspected conspirators were arrested of whom fifty-two were executed).
In 1692, leaders were arrested and tortured before execution, revealing organized rebel
military units with appointed leaders (aiming to capture firearms, horses, and ships,
seize the island, and kill most white men). Following the failed 1701 conspiracy, major

slave revolts declined for a century (Postma, 2008, p. 51).

Legal anti-slavery struggle, meanwhile, began with Pennsylvanian Dutch and
German Quakers in 1688. The English anti-slavery movement emerged in 1727, slightly
later in the Americas (1750s). Despite Quaker roots, the London-based Society for
Effecting the Abolition of the Slave Trade was organized on a non-denominational basis
(1787). This practical means to expanded support created a secular basis and common
end. Non-violent tactics involved anti-slavery books, pamphlets, organized lecture tours,
staged mass rallies and parliamentary petitions. It derived from a spectrum of religious,
intellectual and political movements (i.e. 18t century British Enlightenment and
Anglicanism). Freedom was “equated with a capitalist system operating in a colonial
context and with a Christian society moulded on British lines”. Gradualism was
espoused, until Leicester Quaker abolitionist Elizabeth Heyrick’s 1824 landmark
pamphlet “Immediate, not Gradual Abolition” (Midgley, 1995, p. 101-2). It originated in
black anti-slavery resistance within Britain. Runaways in London, Bristol and Liverpool
formed communities, some joining artisan organisations in the 1790s. A London
magistrate, in 1768, charged that they “corrupt and dissatisfy the Mind of every fresh
black Servant that comes to England”, urging “them to demand wages for their services”

(Midgley, 1995, p. 12). Denied citizenship, they organized struggle for minor
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empowerment, public recognition and resource access, their actions linked to wider
public activist networks. Black resistance sparked the first white action by Granville
Sharpe in the 1760s-70s. The combined effect ended slavery inside of England by the
1790s. Intermarriage further attests to the “artificiality of separating black and white
civil society at this germinal moment in the British Abolitionist movement” (Midgley,
1995, p. 11-12).

British anti-slavery had transatlantic linkages: early 18t century British and
American Quakers criticized the slave trade. The 1789 autobiography of Olaudah
Equiano, an account of enslavement and escape, revealed family destruction to the
British public: “a day of greater sorrow than I had yet experienced; for my sister and I
were then separated ... for several days [ did not eat anything but what they forced into
my mouth” (Waldstreicher, 2001, p. 18). In Manchester, 1787, 10,639 signed a petition,
with 10 percent female subscribers. The first national petition campaign followed in
1788, the total signatures nearing one hundred thousand. In 1791, abolitionist William
Wilberforce introduced the first anti-slave trade Bill. Clarkson’s Committee travelled,
raised funds, lobbied and wrote anti-slavery works. The estimated four hundred
thousand who signed petitions in 1792 represented 13% of the adult male population of
England, Scotland, and Wales. The abolitionist movement thus transformed public

perceptions in the world’s most economically advanced nation (Davis, 2006, p. 234).

The French Revolution (1789-99) polarized the Enlightenment heritage and
illuminated slave struggles with brutal immediacy. It catalysed post-1790 American
slave revolts, particularly with abolition in the French Empire (1794). In the French
colony Saint-Domingue (Haiti), it ignited a mass slave insurrection (1791 to 1804). In
1804 revival of anti-slave-trade agitation swept Britain, with Napoleon’s slave trade
restoration. French extermination attempts upon revolutionary Haitians, to repopulate
the island with ‘uncorrupted’ African slaves, showcased the system’s murderousness
(Davis, 2006, p. 168). In 1814, the Napoleonic Wars ending, abolitionists collected
750,000 names demanding that England force France to abolish its slave trade (the
1815 Congress of Vienna produced only empty condemnation). The Haitian revolution
was Enlightenment-inspired: “The slaves’ capture of “the spirit of the thing” [Liberty,
Equality and Fraternity] ... a revolutionary ideal of universal human rights had entered
the Caribbean at the end of the eighteenth century ... one of the explosive borders of
enlightened modernity” (Munro & Walcott-Hackshaw, 2006, p. 10). The Haitian
Revolution demonstrated that the “the most abject, helpless, and degraded of mankind”
could organize to transform their future (Davis, 2006, p. 159). Slaves were aware of
what Haiti represented: Southern planters suppressed information, while an influx of
Saint-Domingue slave refugees spread knowledge through Louisiana. It inspired the

1800 and 1802 Virginian slave conspiracies, the 1811 rebellion reaching within
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eighteen miles of New Orleans. By the 1820s, blacks in Northern cities celebrated the
anniversary of Haitian independence. The Haitian Revolution, pressuring Congress to
outlaw the American slave trade in 1807, and patterning early ACS and abolitionist
politics, shaped America’s national road.

Non-violence was practiced in three major Antilles slave insurrections: Barbados
(1816), Demerara (1823), and Jamaica (1831). Thousands of slaves participated with
few whites Kkilled. Leaders practiced restraint and discipline. Communication networks
spread word of British public opinion, and “British slaves thus ... focused their violence
on property [and took] extraordinary measures to avoid the killing of whites”. The
Demerara rebellion spoke in Enlightenment terms of “rights”, refraining from killing
captured masters. With the Jamaica slave insurrection, British antislavery had expanded
on the strength of nonviolent Caribbean insurrections. Sugar estates destroyed, but “not
one freeman’s life was taken, not one freewoman molested by the insurgent slaves.”
Leaders urged followers “to not to harm them except in self-defence” (Davis, 2006,
p. 219-20). The Jamaica rebellion resulted in fourteen white deaths (one-quarter the
number killed by Nat Turner). As Davis has argued, “Turner and other American rebels
had no possibility of appealing to a strong, centralized government that showed
increasing sensitivity to a burgeoning antislavery movement”. Non-violence aided the
British abolition movement, “which would surely have suffered a setback if Jamaican
blacks had followed the example of Haiti and had massacred hundreds of whites”.
America’s Southern planters linked insurrections to British abolitionism, condemning
“the momentous danger of tolerating any similar abolitionism in the Northern states”. In
1827, a Southern planter argued that discussion of slavery in Congress would cause
“DEATH and DESTRUCTION in the South,” just as the Parliamentary debates had incited

West Indian insurrectionary movements (Davis, 2006, p. 220-1).

As Britain peacefully emancipated colonial slaves in the 1830s, arguably violating
economic self-interest, the Southern United States was consolidating an increasingly
authoritarian society under parallel pressures. Events converged within an
international pattern of linkages. A planned slave revolt in the American South set for
Bastille Day in 1822 testifies to causal powers inhering in implicit global social

relations, informing a context-dependent practical consciousness.
The Course of the War, Social Revolution and military-industrial crystallization

The American Civil War ended slavery, redefining the Enlightenment concepts
freedom, citizenship, and equality in U.S. history’s conflicting potential paths. It created
a newly centralized nation-state launched upon a path of economic expansion and
world influence (Faust, 2008, p. 12). The United States colonial nightmare was within its

borders, rather than overseas (i.e. using Indians in tracking fugitive slaves, and blacks to
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raid Indian camps). The Republic’s expanding borders encompassed a newly
independent Southern Confederacy, the world’s greatest slave power, the size of
Europe. Paramount global dimensions entailed that the world watched the conflict
unfold with baited breath.

The 1861 Fort Sumter bombardment by Confederate forces launched the war,
with cotton export cut to pressure global recognition (Britain turned to India and
Egypt). With Union demoralization, at the second battle of Bull Run (1862), Britain and
France contemplated granting diplomatic recognition. The 1862 capture of New Orleans
(the largest Confederate city, cosmopolitan, French speaking, flourishing with
industrialism and the gold rush) was a major turning point for the Union. The war
turned, secondly, with the accidental 1862 discovery of a lost Confederate letter in a
Maryland field. Detailing tactics of Lee’s Northern Virginian Army, this impacted the
Battle of Antietam by repelling Lee’s invasion and probably preventing “European
intervention that would have perpetuated American slavery for an indefinite period”
(Davis, 2006, p. 316). This was the “bloodiest day of the Civil War with over 23,000 dead
or wounded”, “a quarter of Lee’s army” (Tulloch, 2006, p. 141). It reduced the
Confederacy to irreversible disadvantage. Lincoln, seizing the opportunity, declared a
preliminary Emancipation Proclamation. He had waited, enduring depression, until “the
military situation and public opinion in the North might make such a decree effective
and not self-defeating” (Davis, 2006, p. 313).

Lincoln’s war opposed illegal dismemberment of the United States. Until 1862,
he upheld colonisation, citing “an unwillingness on the part of our people, harsh as it
may be, for you free coloured people to remain among us” (Tulloch, 2006, p. 147).
Lincoln then realized the indispensable importance of black soldiers: “I believe it is a
resource which, if vigorously applied now, will soon close the contest. It works doubly,
weakening the enemy and strengthening us.” No black soldiers were citizens (until the
1868 14t Amendment). In 1862 black regiments marked public consciousness with
heroic combat at Fort Wagner. By 1865 “over 190,000 black troops, constituting 10 per
cent of the total Union forces, one-fifth of the male black population under 45 had joined
166 different regiments involved in 40 major battles, with a further 10,000 in the navy”
(Tulloch, 2006, p. 140). Fort Wagner and Antietam led to the 1862 preliminary
Emancipation Proclamation. The war effort, previously for Union, targeted black
freedom. The 1865 13th Amendment formally liberated slaves. Expected to endure
briefly, war reached a logistical depth where the procurement and maintenance of
personnel imposed a revolution in social relations. Transcending the ideological
anticipations of the powerful, it affirmed the collective desires of disempowered

populations in a revolutionary meaning. At the War’s onset, abolitionist views remained
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marginal. By the end, all demands had been met in a sociological (rather than

Providential) pattern of change.

The American state (unlike Britain) lacked the centralized authority to decide the
slavery issue. The notion of slavery naturally withering away lost credibility. In this
context, we see the creation of the Republicans, party of "free soil" in the West, and the
rise of Lincoln. Lincoln, Kentucky slave state born, and raised among Indiana
Southerners, attacked slavery in 1837. In 1854, he argued: “no man is good enough to
govern another man, without that other’s consent”, this being “the sheet anchor of
American republicanism.” A political moderate, he was committed to “the dictates of
prudence” (Davis, 2006, p. 307). Abolitionism was “excessively self-righteous”, but, in
his 1858 “House Divided” speech, he declared no middle way for the Republic. A “crisis”
had to be “reached and passed”. The nation, unable to “endure permanently half slave
and half free”, must become “all one thing or the other”. A “conspiracy”, the 1854
Kansas-Nebraska act and 1857 Dred Scott decision, constituted a “design and concert of

action” seeking to institute slavery nationwide (Lincoln, 2000, p. 719-22).

Lincoln’s 1861 electoral victory provoked seven Southern state secessions, led by
traditionally slaveholding coastal regions. The Confederacy (11 states) formed at
Montgomery, Alabama, with Jefferson Davis as president (claiming the right of states to
autonomy without federal interference). For the slave owning planters, Lincoln’s threat
to the economy was comparable to the 1848 French revolution and British
emancipation (which had inspired expectations of an “immediate black revolution, as
presaged by the great Jamaican slave revolt of 1831”). Many viewed American
abolitionists as British agents. One Southern woman’s (1861) letter described the
British West Indies as a twenty-seven year “window” to view the disaster of slave
emancipation. Only resistance war could prevent similar socio-economic ruin for the
South. Misguided reformers inflamed public ignorance, risked the annihilation of
plantation life, millions of dollars in property, and an entire civilization (Davis, 2006,
p. 282-3). These collectively imagined terrors illuminate broader international linkages

conditioning unfolding events.

The Union had material advantages: a population of 22 million as against 9
million (of whom 4 million were slaves), and an industrial capacity ten times greater.
Lincoln’s leadership followed the human multitude - the tens of thousands of escaped
slaves arriving in the North (a humanitarian disaster) were transformed into the
military solution (i.e. Union army black soldiers). The Emancipation Proclamation
recognized the right of slave insurrection, saying “the executive government of the
United States .. will recognize and maintain the freedom of such persons”
(Waldstreicher, 2001, p. 157). Lincoln affirmed slavery’s abolition as a fundamental war

aim, or a "new birth of freedom," in the 1863 Address following the Battle of Gettysburg
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(the greatest battle of the war) (Lincoln, 2000, p. 1275). Union slavery ended with the
Thirteenth Amendment (1864), the Fourteenth extended full citizenship (1868), and the
Fifteenth granted voting rights to adult males (1870) in the last of the Reconstruction
Amendments. A civil war is fought between co-citizens along political or other lines,
and a revolution to overthrow a government. The American Civil War falls between the
two categories. The Union Army was converted into an army of liberation (Davis, 2006,
p. 317), overthrowing a regime struggling for independence and based upon an opposed
system of practices and ethics.

The war was truth-violence-sacred sanctified. A clergyman celebrated northern
victory, arguing that Christian history “must feed itself on blood” and the United States
now “may be said to have gotten a history.” Now “hallowed” by “rivers of blood”, the
“Government is now become Providential” (Faust, 2008, p. 213). Apocalypse, linking
violence, humanity and God, forged the Civil War narratives. Northerners cited “the sin
of slavery as a religious justification for the use of violence”. The 1864 Christian
Recorder of the African Methodist Episcopal Church concluded: “the goal of overturning
the wrong of slavery made the conflict a righteous one and its carnage justifiable”. Black
soldiers fought to “define and claim their humanity”, which for many was “inseparable
from avenging the wrongs of a slave system that had rendered them property rather
than men.” One explained: “To suppose that slavery, the accursed thing, could be
abolished peacefully ... after having plundered cradles, separated husbands and wives,
parents and children ... would be the greatest ignorance under the sun” (Faust, 2008,
p. 50, 64, 70, 160).

A reconciliation ethic, however, pervaded Lincoln’s vision and handling of the
Civil War. Lincoln, a “thorough fatalist”, “believed that what was to be would be, and no
prayers of ours could arrest or reverse the decree.” No one “was responsible for what he
was, thought, or did, because he was a child of conditions.” Utilitarian punishment
should not be “an expression of hatred.” Lincoln often requested revised sentences for
wartime criminals. In 1854, he contended that slave owners “were neither better, nor
worse than we of the North”. Situated as they are, “we should act and feel as they do;
and if they were situated as we are, they should act and feel as we do; and we never
ought to lose sight of this fact in discussing the subject.” Lincoln projected the Civil War
ending “with malice toward none; with charity for all” (Guelzo, 2009, p. 39-40).
Lincoln’s ethics recast the Enlightenment heritage. The ethic of reconciliation spared
post-Civil War America from the worst possible tragedies, as the North inflicted no
radical vengeance upon the defeated. Most Confederate leaders and officers escaped
execution. Nor did murderous slave retaliation occur, as in Haiti. This was the first
modern information war, which could have deployed this new power to murderous
ends. The 1860 United States was an information culture. War accelerated this,
stimulating public demand for reliable knowledge about military and political matters,
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and necessitating communication networks improvement. Photographers and print
journalists recorded every imaginable fact of the conflict, revelations to “a knowledge-
hungry public” (Finseth, 2006, p. 11).

It was a technological landmark in mass military violence. Mass mobilized armies
broke 19t century convention: “the war generated a mass mobilization of common
citizens and forces of unprecedented size”. These “three million ... were not trained
professionals, schooled in drill and manoeuvre, but overwhelmingly volunteers with
little military knowledge or experience”. Battle survivors shovelled corpses into pits “in
bunches, just like dead chickens.” The pre-Civil War American ‘art of dying’ gave death
transcendent meaning: “death is not to be regarded as a mere event in our history ...
Death fixes our state.” (Faust, 2008, p. 16, 56, 23). Eternal ideals were subverted by
armament innovations: “military technology equipped these mass armies with new,
longer-range weapons” providing “dramatically increased firepower”. Railroads and
industrial capacity facilitated army resupply and redeployment, “extending the duration
of the war and the killing”. The 1862 Battle of Antietam confronted troops with twenty-
three thousand dead or wounded men and horses scattered across battlefields.
Numberless “non-combatants [also] perished as a direct result of the conflict” (Faust,
2008, p. 156, 76, 53, 89, 19). The Civil War experience forced every American’s
humanity into question. Black Union Army soldiers constituted an existential
destruction of the Confederate worldview (“our whole theory of slavery is wrong”).
Atrocities upon black Yankees, from “slaughter of prisoners to mutilation of the dead”,
the 1864 Fort Pillow massacre (nearly two-thirds of the three hundred black soldiers
were massacred) attest thus. A Southern newspaper explained: “We cannot treat
negroes ... as prisoners of war without a destruction of the social system for which we
contend” (Faust, 2008, p. 61). Agents rather than victims of organized violence, African
Americans destroyed a fragile secular edifice grounding a religiously sanctified
hierarchy claiming eternal value.

Conclusion

The nation-state tradition holds revolution as a seizure of power to obtain the
monopoly of violence. The North destroyed Confederate power, in a struggle where
general loss of control over the military means of violence and population unrest had to
be turned to Northern advantage. The new power formation, as envisaged by Lincoln,
derived from the organizational impulses of populations. Counter-revolution, embodied
in the Paris, Texas lynching of 1893, followed. Lincoln suppressed the political and
cultural autonomy of the fragment, upholding universal equality grounded in the
nation-state. Lincoln’s revolution, despite 1865 assassination in a Washington theatre,
was a rapid acceleration of Northern industrial development combined with mass
democracy. Cumulative colonial logic patterned this development drive (it was deadly
for Native Americans). The mechanism of democracy also shaped the passage of the

future. In time, the localized Southern regime crumbled with the Civil Rights Movement.
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Abstract

The paper discusses directions in the Latinization of Moscow street signs as an approach to facilitating
urban navigation in a multicultural environment. Existing transliteration standards are critically
reviewed and compared in the aims of identifying the most suitable Latinization approaches to meet the
requirements of the modern city.

Keywords: linguistics, Latinization, transcription, transliteration, street signs, translation

CUCTEMA I'OPO/ICKOI HABUT ALY TOPO/IA MOCKBBI KAK
[POBJIEMA MYJIbTUKYJIbTYPHOI'O MO/JIEJIMPOBAHUA
JIMHTBUCTUYECKOT'O OBPA3A TOPO/IA

Oubra CyneiiMaHoBa, Jlapbsa XoJsiog0Ba
MoCKOBCKHH TOpO/ICKOH Mejaroruieckuii yuuBepcuteT, MockBa, Poccus

AHHOTaALMS

B cTaTbe Ha mnpuMepe CUCTeMbl TOPOACKOM HaBUralUMu I. MOCKBBI paccMaTpuBaeTcs HpobJieMa
MYJbTHUKYJIbTYPHOTO MOJEJMPOBAHUA JMUHTBUCTUUECKOTO 06pa3a COBpeMeHHOro ropoja. PasnndyHble
CTaHJapThbl TPAHCJAUTEPALUH [TOABEPTAIOTCS CPAaBHEHUIO U aHAJIU3Y C TeM, UToObl 0To6paTh HauboJlee
aJIeKBaTHBIH C TOYKU 3peHHs1 Tpe6GOBaHUN COBPEMEHHOI'0 TOPO/ia CIOCO0 TPAHCIUTEPALUH.
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MosenvpoBaHue  JIMHTBUCTHYECKOTO o00pa3a ropoja  IpeJCTaBJseTCs
aKTyaJIbHOM 3ajavyed B YCJIOBUAX IJ06asu3aluy, B TOM 4YHUCJIe B TYypUCTHYECKOH
nepcrieKTUBe, He TOBOPSA y»Ke 0 TOM, YTO SIBJISIeTCS BOO6LIe Npo6JieMOil COBPEMEHHOI0
60JIbLIOTO TOpoJia — MHOTMEe CTOJIMIbI MHpa CTAJKHWBAKOTCA C JAHHOHW NpoO6JieMoH,
pelas ee ¢ pa3JIMYHOM cTeneHbo ycnemHocTH. Tak, HanpuMep, B cTosule Benopyccuu
(benapycu) r. MuHCKe co3AaHa moc/jedoBaTes/bHas Tpexbs3bluHasg (pycckud /
AHTJIMUCKUN / 6eJIOPYCCKUM S3bIKM) KayeCTBEHHasi CMCTeMa TOpPOJICKOM HaBUTaIHH.

HHTepECHa TaKXe TpexXbA3blYHAd CUCTEMA HABUT'allUHX B T. Anmathl B KazaxcraHe.

[IpobsieMa nepeauv UMeH COGCTBEHHBIX HAa UHOCTPAHHOM f3blKe pellaeTcs B
3aBUCMMOCTH OT CJIOKMBLUEWCS TpaAuLMU (B 3TOM KJw4Ye Ha3BaHUe Kbipebidckas
pecnybauka wunu TaaaumH, besapycb W Jp. He BIOJIHE TIpUEMJIeMbl - Cp.
CcoXpaHslollleecss  TpaHCAUTepupoBaHHoe  JIoHdoH, a He  */laHdoH)  Kak
TPAaHCKPUNLUOHHbIE U TPAHCJAUTEpPALMOHHbIe Ha3BaHUS. POpMHUPOBAHHE TPaJULIUHU
ONpeAessoCh CTUXUHHO CKJIAABIBAKIIUMUCA JUHIBOUCTOPUYECKUMH YCJIOBUSIMH U
MOJIyYUJIO 3aKpeIJIeHHe B si3blKe. Takve eJMHHLbI OTHOCUJIMCh K HAa3BaHUSM CTPaH,
CTOJINL, KPYMHBIX TOPOJIOB M M3BECTHBIX KYJbTYPHO 3HAYUMBIX 00'beKTOB. OZHAKO
Jlaxe 3/lecb BO3MOXXHbI BapuaHTbl — HamnpuMep, ropoJ; CeBacTonoJsib nepefaéTrcs Ha
aHTJIMACKUH A3bIK JIMO0 KakK Sebastopol, rae nMeeT MecTO KaJlbKMpOBaHUE U OTChLIKA
K UICTOPUYECKU M ITUMOJIOTUYECKH Npo3payHoMy - ropo/, (CB.) CebacTuaHa, 1M60 Kak

Sevastopol, Ha 0CHOBe TPAHCKPUILUHU / TPAHCIUTEPALUU.

MogenvpoBaHue JIMHIBUCTHYECKOTO 06pasa COBPEMEHHOTO €BpOIEeHCKOro
MerarmnoJiuca MpeJACTaBJseTCI MHOTOACNeKTHOM JIMHTBUCTUYECKOW 3ajlauyei; BO-
NepBbIX, TpebyeTcs pa3paboTka eJAUHOW HOPMATHUBHOM 06a3bl KacaTeJbHO KakK
rpaduky, Tak U opdorpaduu 3HAKOB HABUTALlMU HA POJHOM SI3bIKE; BO-BTOPBIX,
HY>K/JIQI0TCSl B pa3paboTKe TaKKe NMPUHIUIBI Mepeaayd roOpoACKUX HABUTALMOHHBIX

yKa3aTeJsiell Ha HekoeM lingua franca, NOHATHOM /ISl UHOSI3bIYHOI'O M0JIb30BaTEIs.

[lepBasg 3azjaya B HacCToOsilliee BpeMsl HAXOJWUTCS B IpoOIlecce pelleHHs: Mo-
BUJIUMOMY, HJIeT pa3paboTKa KaK eJMHOO0Opa3sHOU rpadukyd ykasaTesed yaul (Ha
PYCCKOM si3bIKe€ B TOM YHCJIe), TaK U mpaBonucaHus. Cp. CyllecTBywIlee Ha JJaHHbIA
MOMEHT pa3Ho0Opa3ue rpadpUuecKuX pelieHUuH sl 0603HAYeHUs YJIMI], HalpuUMep, B

CankrT-IleTepbypre.
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YIUUA

KA3SAHCKAA

NPOCEKT » 3

NEVSKY PROSPECT

32 .4

HEBCKHﬁ

HPocn EXT

AHanu3 CylecTBYIOUIMX JUHIBUCTUYECKUX PELIeHWH W pelleHUM KacaTesJbHO
mpudpta B MockBe BbI3bIBaeT psij BompocoB. Ilpexzae Bcero, HyXJaeTci B
CrelnyaJbHOM MCCJIe[JJOBAHUU MeXaHHW3M BOCHPUATUS 0003HAYEHUs YJUILbl JUO0
TOJIbKO 3arJlaBHbIMU OykBaMu - MACHUIIKAS{, wiau xe 3arnaBHbIMU U CTPOYHBIMU —
MsicHunkas. Ha mepBbIf B3rJisii BIOJIHE OYEBHUAHA MNPEANOYTHUTENbHOCTH MEPBOTO
BapUaHTa — MOJIHOCTbIO 3arJilaBHbIMU OYKBaMU: Jiydllle BUJHO, OJHOPOJAHBIN MIPUPT
Jierde pacrnosHaeTcs U Aip. boJjiee Toro, Takoe HanmvMcaHWe CHUMAET ellle O/HY MpobJyieMy
- B COCTaBHbIX HAa3BaHUSX, I'Jle BTOPOE CJOBO SIBJSIETCS CJOBOM OOLIEJUTEPATYPHOTO
f3blKa, He Oy/JeT OLIMOOYHBIX MJIM HECOrJIaCOBAaHHbIX pelleHUH, a MUMEHHO: YJula
OxoTHbld psaj (Ha 3gaHuM [ocymapcTBeHHoOW [JlymMbl) o0603HaueHa B IMOJHOM
COOTBETCTBUH C HOPMaMU PYCCKOTO MPaBOMKCAHUS, TOr/la KakK yaula *3eMmsssHon Ban
0003HaueHa HWHaye, 06a cCJoOBa MUIIYTCd C 3arJaBHOM OYKBbl (YTO BbI3bIBAET
000CHOBaHHble BO3paKeHUs1 - He nuuietrca ke *MsacHuukasa Yiaupal!), 4To He
corjiacyeTcsi C HpUHATBIMU HOpMaMU NpaBonucaHus. [IoHATHO NpU 3TOM, YTO OIIUOKHU
TAaKOro pojJia TUPAXUPYIOTCS B TOM YMCJIe U IIKOJbHUKAMHU, WM MO KpallHEW Mepe
BbI3bIBAIOT y HUX OMNpe/ieJIEHHbIA KOTHUTHUBHBIA JUCCOHAHC. OTMEeTUM, YTO CXO/Has
CUTyalUsi HeNoC/Je0BaTeJbHOCTH B rpaduKe COCTaBHbIX HMEH HMeEET MECTO B
MOCKOBCKOM METPO: TaK, Hapsily C HOPMAaTHMBHBbIM HalWCaHUEM CTaHLUU - PeuyHoi

Bok3aJ, BogHbill cTaauoH, OKTsAOGpbckoe moJsie, PuaeBcKUi mapk, [lapk KyJabTyphl,
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AnekcanzpoBckuil caji, boranudeckuit caZ, Bopo6béBbl ropnl, byHrnHCckas asnsies Ha
KapTe MeTpO MMeITCS Ha3BaHHWS, He OTBevyawllue HOpMaM pYycCKOM rpaduku (mpu
3TOM He TMOAJep>XUBaeMble U Tpaauuued HanucaHus) -*OxoTHbid Pap (cp. ¢
NpaBUJIbHBIM HamucaHueM yaunbl — OxoTHbIM paa!), *Ténubiit CtaH, *KpecTbsaHckas
3actaBa uaud *MapbuHa Poumga, *KpacHeie Bopota, *Ky3snenkuit Moct. Takas
HeHOpMaTHBHasg M HemNocJeAoBaTeJbHasd rpaduka, 0e3ycJ0BHO, HYXJAeTcd B
KoppekTupoBKe. ([loHATHO mnpu >5TOM, 4YTO Ha3BaHUA TuUNa bBysabBap AjgMupasna

YmakoBa uiu Yauna AkageMuka fHresist abCcoI0THO KOPPEKTHHI. )

BTOpaH 3aJa4a - CoO3JaHHe CUCTEMbl HABUT'dllUKM HAa OCHOBE€ TPAHC/IUTEpPALIHUH,
Tpe6yeT pa3pa60TKH ClieqyuaJIbHbIX IPHWHOWIIOB Ha OCHOBE yqéTa HECKOJIbKHUX

baKTOopOoB.

[IpobsieMa mnepenayu (TpaHCAUTEpALMM) MMEH COOCTBEHHBIX, Ha IMepPBbIA
B3IJISA/, IPEJCTABJISIONIAACH OTHOCUTEJBHO JIETKO PelIaeMOi, Ha CaMOM JeJie JIETKO
pelaeTcs TOJIBKO [JIsi MPOCThIX CJy4YaeB, TOTJa KaK Ha IOrPAaHUYHOM YypPOBHE
TpebyeTcsl MPOBECTU CIElMaJbHOE HCCIeJ0BaHUe. B 3TOM CBsI3W MOXXHO 06GpaTUThb
BHMMaHHE Ha TO, 4YTO HaA CO3/JaHHE CHUCTEMbl TpaHCAWTepauuud B HWHcTUTyTE
a3biko3HaHUsl PAH notpe6oBasoch nath JeT (1951-1956). BmecTte ¢ TeMm, ciaenyeTt
OTMETUTh, UTO 3Ta CHUCTeMa NpeJHA3HAYeHa JIJIs PelleHUs WHBbIX 33Jlad U MOTOMY
MOXET CJYXUTb TOJIbKO OCHOBOW [/ pa3paGOTKH NPHHIMIIOB TPaHCAUTEPALUH

roOpoACKHUX Ha3BaHUH.

[Ipexxsie Bcero, MOHSATHO, YTO JJisi €BPONENCKOr0 ropojia CUCTeMa HaBUTaALUHU
JIOJKHA OBITh OCHOBaHa JIMOO Ha CUCTeMe, CKOpee BCEero, aHrJIMHCKOTO s13bIKa, JIMOO
ObITb MPOU3BOJHA OT JIAaTblHU. MHBIMM C70BaMH, BO3HUKAeT 33jlaya CO3/|[aHHUS
ClelUaJbHOr0 MeTasi3blKa, MPOU3BOJHOIO OT €CTECTBEHHOTO, U B 3TOM CMbIC/IE
BTOPUYHOIO, KaK M BCSIKHE HMCKYCCTBEHHbIe SI3bIKH, CO3/laBaeMble 10 COTJIAIIEHUIO
CTOPOH. BcIKMH  HMCKycCTBEHHBIM SI3bIK -  HalpuMep, MOABA3BIK JHO0H
TEPMHUHOJIOTUYECKOM 06J1acTU: MaTeMaTHUKH, (QU3UKH, XMUMUHU U Jp. - CO34aéTcs
leJieHalpaBJeHHO [iJI pelleHUsl ONpeAe/iéHHbIX 3ajJla4, OpPUEHTHpPOBaH Ha
onpe/ie/IEHHYI0 TPyNIy MoJib30BaTesel (LieJieByI0 TPYINy) U CO34AETCA KaK CUCTEMA,
COOTBETCTBYyIOLIAs  OJHO3HAYHbIM  BbIPAabOTAHHBIM  KpuUTepusM. [lonmbITaeMcs
3KCIJIMIIUTHO ONpeJie/IuTh (3a/laTh) KPUTEPUH, CIelOBaHUE KOTOPbIM MO3BOJIUIO Obl

NnpeajoXHTb aleKBATHOE pElleHne O3HaYeHHOM HpaKTquCKOﬁ 3aJa4dH.
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OfHUM U3 OCHOBHbBIX KpUTEPHUEB SIBJISIETCA 1jeJieBasi FPyIa, KOTOPYO B JAHHOM
Cly4yae COCTaBJSIIOT HE-HOCHUTEJW PYCCKOTO $3blKa, CpPeAU KOTOPbIX TYPUCThI
(mpuB/sEKATEJNBHOCTD CTPAaHbl U €e TOpPOJI0B B 3HAUMUTEJNbHOU CTENeHU 3aBUCAT OT
BO3MO>XHOCTH CBOOOJIHO OPUEHTHUPOBATbLCS B HOBOM MeCTe, IPUHKMasi IpU 3TOM BO
BHHMaHHe TOT (aKT, YTO HOBble BHUJbl Typu3Ma - 6e3 TpaJUIMOHHOIO TuMja U B
COCTaBe Tpynnbl — MPUOOpeTalT BCe OOJIbIIYI0 MOMYJSAPHOCTh), TaK Ha3blBaeMble
JKCIaThbl (MHOCTpaHHbIe ClEeLUaJUCThl, paboTawilue, Hanpumep, B MockBe U B
60JIBIIMHCTBE €J1ab0 3HaWIMe PYCCKUH A3bIK) U UX CEMbU, MHOTOYHMCJIEHHBIE JleJIOBbIE
NapTHEPbI POCCUMCKUX KOMIIAaHUM. B 60/1bIIMHCTBE CBOEM 3TO JIIOJH, BJaJe0II1e JTU00
CBOMM pOJHBIM (OJJHUM M3 €BPOINENCKUX SI3bIKOB), IMOO B TOW WJIM HHOW CTeNeHH
aHTJIMMCKUM $3bIKOM KaK fI3bIKOM MeXJAYHapoAHOro ob6uieHus. B cuay Toro, 4Tto
OOJIBIIMHCTBO €BPOMENCKUX SI3bIKOB OCHOBAaHO Ha JIATUHUIE, @ PYCCKHUM A3bIK HA
NPUHIMIIMATBHO OTJIMYHON CUCTEME NMUCbMA — KUPUJJIMYECKOUN (MJIM KUPHUJJIOBCKOM),
MHOCTpaHel, He CIOCO6eH B MPUHIMIE MPOYECTh PYCCKOsSA3bIYHbIE yKazaTesau. ONbIT
MHOTOJIETHETO  B3aUMOJIECTBUS C  €BPONENUCKUMU  KOJIJIETaMU-JIMHTBUCTAMU
NOKa3blBaeT, YTO Jla)Xe OHM TOTOBbl OTKa3aTbCAd OT Moe3J0k B Poccuro 6e3

ClieqraJIbHOTO COIIPOBOXAECHHNA NMEHHO I10 3TOH IIpHU4YHuHeE.

TakuMm o06pa3oM, 3ajjaya CO3/JjlaHUsSI HEKOTOPOW YMOPSAJL0YEHHOW CUCTEMBbI
«I1epeBo/ia» PYCCKOA3BIYHOW KUPWU/IJIMYECKOW HAaBUTALMU Ha MOHATHBIA MHOCTPAHLY
UCKYCCTBEHHBIM A3bIK NpEJACTaBJAETCAd KaK HUKOrZJ@ AaKTyaJlbHOM B 310Xy
pa3BOpayMBaHMUA HHTEHCMBHOIO MeEXHAlLMOHAJbHOIO B3aUMOJEUCTBUA. TypUCT
npresxaeT B CTPaHy He TOJIbKO C LieJIbl0 ITOCMOTpPeTb Ha JOCTONpPHUMeYaTeJbHOCTH,
HOBble pa3BUBAKOIMECS BU/bI IyTelleCTBUMA OPUEHTHUPOBAHbl HA HUHTETPaLUI0 — IyCTh
Ha KOPOTKMHA MOMEHT — B IOBCEJHEBHYIO >XKM3Hb MECTHBIX »KUTeJiel, C TeM 4YTOOBbI
NOHATb KaK «3JleCb JIIOJU XUBYT», YTO BO3MOXXHO TOJIBKO B IOIBITKax yCTAaHOBUTb
MEXJINYHOCTHbIEe KOHTAKTbl — WUHBIMU CJIOBAMH, NMPAKTUYECKHU OCYLIECTBUTH TAKYIO
IIMPOKO  JleKJIapupyeMyl0 TyMaHUTApHYK LEeHHOCTb KaK  MeXKyJbTypHasd
KOMMyHMKanuda. W3 »3Toro ciepyer, 4YTO pedyb UJAET O B3aUMOJAEHCTBUHY,
NpeAnoJaralwilieM OTIpaBUTeJ sl COOOLIEHUS U pelUIMNeHTa, WIM HHOCTpaHIA |
MEeCTHOTO XUTeJsfl. Takoe B3aUMOJIeMiCTBHMe B NPUHLUIE ONHUPAETCAd Ha pas3/IM4YHbIe
KOMOMHAIMU CJAeJyIoUIMX pevyeBbIX [JEeHCTBUM - MHOCTpaHel: IpOYTeHHEe U
IpoM3HeCeHUe yKasaTeJsd, peLUNHeHT: IOHMMaHUWe M OTBeT; B pa3JIMYHbIX

KoMOUHaIuaX. (MHTepecHO OTMETUTh, YTO PYCCKOTOBOPSIIUNA TYPUCT 3a PyOEXOM
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BIIOJIHE CIIOCOGEH COPHUEHTHPOBAThCA Ha YJHUIAX TOPOJOB B CHJY IMOJY4eHHOTO
o6pa3oBaHUs - B CpefHEN ILIKOoJIe B MPEeNnoJaBaHUM MHOTHMX JAUCUMIUIMH B Poccuu
OPUEHTHUPYIOTCA HA CHUMBOJIMYECKHE O0003HAYEeHUs] MHOTHMX BEJUYUH HPU MOMOIIU
JlaTUHCKOro asndasBuTa.) Takod dopmaT MexbsA3bIKOBOTO B3aUMOJEWCTBUS TpedyeT
TaKOM pelnpe3eHTalUX yKasaTeJsl, YTOObl OH 3By4aJl MOHSATHO [IJisi MECTHOI'O XKHUTeJs,
«IMOJIBEPHYBUIEr0CSI» MPOXOASAIIMM MUMO MO MOCKOBCKOMY JABOPHUKY 3a6JIyAUBIIMMCS
«HeMbIM» (OTCIO/Ia M CJIOBO HeMmey B PYCCKOM sI3blKe) HMHOCTpaHUaM. Kak xopoiuo
M3BECTHO M3 TEOpUM U NPAKTHUKU IepeBOJia, penpe3eHTallds yKasaTessd B TaKOM
c/y4yae npuobpeTaeT BU/J, TPAaHCAUTepal U / TPAHCKPUNLUK / KaJbKUPOBaHUS, JIU6O
X codeTaHusl. Hesb3sd ckas3aTh, YTO Ha JJaHHbI MOMEHT, Hampumep, B MockBe
MOJIHOCTBIO  OTCYTCTBYeT  HWHOSI3bIYHOE  CONpOBOXJeHUe. Bmecte ¢ Tem,
JIMHTBUCTUYECKOE W, B YACTHOCTHU, UHOSI3bIYHOE CONPOBOXEeHHE 6Ee3YCI0BHO TpebyeT
BHUMAaHMUS IPEX/e BCEr0 CO CTOPOHBI JIMHTBUCTOB. YTO KacaeTcs nepeAavyu JIaTUHULEH
PYCCKHX yKa3aTeJieH, BblJeJUM 3/1eCb HECKOJIbKO MpobJieM. (Mbl He paccMaTpuBaeM
OYeBUJHO OLIMOOYHbIe BapuaHTbl, Hanpumep, Ha TBepckoit (!) yaune: npu
NPaBUJIBHOCTH O06GO3HAYEHHUSI IMOYEMY-TO CYIIECTBYET OYEBHUJHO OLIMGOYHOE
o603HaueHUe *2st — TOrAa Kak XopoIlo U3BECTHO, YTO COKpaléHHOe 0603HaYEHUE [JIs

8mopoll B aHTJIMHACKOM sI3bIKe - 2nd.)

B pa3pabaTbiBaeMOW B HacTosillee BpeMsi MNporpaMMe HaBUTALMOHHOTO
CONPOBOX/AEHHUSA MeralnoJiyuca UCIO0JIb3yITCA OJHOBPEMEHHO HECKOJIbKO CTaHJapTOB
TpaHcauTepauuu. Tak, B cUCTeMe MeTpOIOJIMTeHa NpU 0003HAaYeHUU CTaHIMHU 3a
ocHoBy B3dTa cucteMa ['OCT, ocHOBaHHas Ha TPaHCKPUILMOHHOM IMCbMe U B
INPUHLUIE OTHOCUTEJIBHO a/leKBaTHO OTpakalollas 3ByKOBOHW o6pa3 cjoBa. Bmecre c
TeM, IIpU ee aHajJu3e BO3HUKAeT pdAJL BOIPOCOB, CBA3AHHBIX, BO-NEPBBIX, C
HeINoC/IeI0BaTe/IbHOCTbI0 ee MNpHMeHeHUd. Tak, HampuMmep, B 3TOM CHUCTeMe
JleKJlapupyeTcs Ilepejaya 3ByKa € NpU oMoy aurpada jo, 0JJHaKo B cJydae ecu

O6yKBa / 3BYK € cjeAyeT MocJie WUNALIel, OH nepefaeTcs 6YKBOU 0 - CM. pparMeHT.
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CHCTEMBI TPAHCIIMTEPAITMH

Crocos
PYCCKHE BYKBbLI JATHHCKHE BYKBbI MPOH3SHOINEHH A

Pycckni 131.*1':’;2:::)\*' Anrmaickans Hemeukasn 0(1;)':'{ (ilc:;::.- Tlopobuo —
angasur Pages CHCTeMa cucrema - RS OyKBe

A a a a a a a father

B o b b b b b bank

B B v v W v W victor

r r g g g g g good

Jil n d d d d d dog

E e e eye je e,je ye yes

| I e yo jo 0,0 YO yogurt

X H zh zh sh g massage

OfHako Ha NpaKTHKe aBTOpPbl CHCTEMbl HaBUTrallMU MpeAINoYJU — BOINPEKHU
NPUHSATON MMH CUCTEME - 0003HAYWUTH CTaHIUIO l]énkosckas 4yepes jo (Toraa Kak

cef0Baso Okl 0).

[Ipyuaraa B MeTpo cucrema ['OCTa B mnpuHLMIIe He MpeLCTaBJIAeTCH
IpUeMJIEMOH B psi/ie C/IydaeB - HAPUMep, B BOIPOCe MPAKTUYECKOH Nepesjadu pyCCKUX
IUNALMX  3BYKOB. Tak, mNpejJioKeHHbId BapWaHT TPaAHCIAUTEpPUpPOBAaTh [/
TPaHCKPUOUPOBATh PYCCKUM 3BYK W KaK SCh BbI3bIBA€T BO3PAXKEHHS KaK B MPUHIUIIE,
TaK U C Y4ETOM JIATUHUIIBI U AaHTJIMHCKOTO sI3bIKa KaK MEX/AYHAapOJHOI0, HA KOTOPbIE
CKOpee U OpHEHTUPOBaHA CHUCTeMa MHOS3bIYHOM HaBUrauuu. Bo-nepBblX, s
HOCHUTeJISl UM MO0JIb30BaTeJis aHTJIMMCKOro s3blka JaHHas rpadema mnpejcTaB/IseTCs
YyKEPOJHON — He TUNWYHOM /IS aHIJIMACKOTO sI3blKa. BMecTe ¢ TeM, o aHaJOruu ¢
peKMMM aHIJIMHCKUMHU CJI0BaMM, COJiepXallUMU JaHHylo rpademy - Hampumep,
YHUBEPCAJbHO H3BECTHOEe CJI0BO School, © mpou3BoJiHble OT Hero - scholar, cioBO
scheme, Takxe TOJJlepXXUBallee YTeHHe JAaHHOM rpadeMbl - OHA IMOYTHU
aBTOMATHMYeCKU YUTAETCS KaK cK. TeM caMbIM B MOCKOBCKOM METPO BIIOJIHE BEPOSITHO
BO3HUKHOBEHHE 3a0aBHOM CUTYaAIMH, KOT/Ia HHOCTPAHEL, CIPOCUB Y XKUTeEJEN ropo/ia,
KaK mpoexaTb Ha cTaHOuioo CKOJIKOBCKasg (MpOYMTAB TO, KAaK Ha3BaHA CTAHIUSA
lllénkoBckasgs - Schyolkovskaya), MoxeT ObITb HampaBjJeH B CcTOpPoHY CKOJIKOBa.
ObuenpuHATas B IUHIBUCTHYECKUX pab0OTaxX MpH Mepejiadye pyccKOro Tekcra rpadpema
JUIS1 pycCcKoro 3ByKa W — shch, mpu Bcell eé rpoM03/IKOCTH, a/leKBaTHO 6y/leT IpoYyHTaHa

" BOCIIpOMU3BE€J€HA NHOCTpPAaHL EM.

B psnge cayyaeB He BIOJIHE OMNpaBJAAaHHO TNEPENAIOTCA PYCCKHE 3BYKHU

pas3/IMYHBIMM CIOCO6AMHU, MPUYEM B paMKax OJJHOU KapThl MeTpo. CXxeMa METPO MOXKeT
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BbI3BaTh €lLé U BO3pKEHHE KacaTeJbHO HeCOOJ/I0JeHUs] MPUHLIUIA UKOHUYHOCTH B
0603HAaYEeHUM HalpaBJeHUs1 [BWXKEHHS B CTOpoHy aspomnoprta lllepemeTrneBo.
CxeMaTH4YyHOe H300paKEHHE CaMOJIETA CJAYKUT HKOHHYECKMM 3HAKOM, M TaKHUM
o6pa3oM, MPU3BAaHO OTpa)kaTb M HAMpaBJIEHHE [ABIKEHHUs, KaK 3TO, HaIpHUMep,
JleJlaeTcsl B cXxeMe JIOHZ0OHCKOI'0 MeTpo - B CTOPOHY asponopTa XUTpOy HalpaBJieHUe
JIBMDKEHUS caMoJIETa COBIaJaeT C HallpaBJeHUWeM JBW)XKeHHS Ioe3/Zla MeTpo B 3Ty
CTOPOHY, U Y ITaccakupa He BOSHHWKaeT COMHEHUS B IPaBUJIbHOCTH BbIOPAHHOM JIMHUU
MeTpo. Bo3Mo)kHOe Bo3paxkeHHe, YTO HalpaBJeHHe 3HaKa CaMoJIEéTa COBMNAZaeT C
HallpaBJIeHUEM JIBU>KEHHS B CTOPOHY aspoNopTa, HEBEPHO - a3pONOPT PACMOJIOKEH K
ceBepy. B 3TOM oTHolleHUM cucTeMa HaBurauuu B MeTpo r. CaHkT-IleTepbypra

npeacraBjdeTcd boJiee HOCJIG,U,OBE[TE.H]:HOFI.

WHBIMU C/1I0BaMH, pellieHue puobpeTaeT BUJ MOKMCKA pa3yMHOr0 KOMIIPOMHUCCA,
BO-IIEPBbIX, B I0JIb3y TPAHCKPUILUU - BeAb HWMEHHO TPAHCKPUIILUA OTpaKaeT
3By4YaHHe CJoBa B OOJiblIEd CTeNeHH, 4YeM TpaHCAWTepalus; BO-BTOPHIX,
TPAHCKPUIIMOHHbIE pelleHUs] B CJHO0XKHBIX CAy4dasxX (HampuMep, ecid B Ha3BaHUSAX
OPUCYTCTBYIOT PYCCKHE ILIUNSIIME 3BYKH) pa3yMHO BepUPUIUPOBATH MNPUMEHSS
CYLeCTBYIOLIUE TpPaHCJAWATEpPaLMOHHbIe NporpaMmbl. BMecTe ¢ TeM, OKOH4YaTeJIbHOe
pellieHHe 0e3yCJ0BHO OCTAaéTc 3a MepeBOAYUKOM-peaakTopoM. I[lpu 3TOM BO
u3bexxaHue BO3HHMKHOBEHMS KOTHUTMBHOIO JIUCCOHAHCA y  NOJib30BaTeJiel
HaBUTALlMOHHOW CeTH HeOoOXOAMMO IOCJe[0BaTeJbHO COOTHECTH CUCTEMBI
NpaKTUYECKOW TPaHCAWMTepalUud B CUCTEMe TOpPOJICKOro TpaHcmopTa (Ha3eMHOTo U
0/J3€eMHOT0), FTOPO/JCKOM HAaBUTALUH, a TaKXKe IPUTOPOJLHOIr0 COO0IeHUs. ITa ejuHas

CHUCTEMA ITOJIydaeT IPU 3TOM OTPAXKEHHE HAa KaPpTaX U CX€eMax ropoza.

Kak oTMedasocb B HavaJjle CTaTbM, WHOS3bIYHAs TOpOJCKash HaBUTralMs
CTPOUTCS Ha MO KpalHel Mepe TPEX MPUHLMIAX: TPAHCKPUIIUMHK, TPAHCAUTEPALUU U
KaJIbKUPOBAaHUM TOPOJCKMX Ha3BaHUM, BONPOC O COOTHOLIEHHMH KOTOPBIX MPHU
NpaKTUYeCKOM peasM3allUM NMpPOEeKTa HaBUTralUU TpebyeT CHeluaJbHOr0 U3y4YeHUSs.
Bonpoc o cooTHOLIEHUHM COGCTBEHHO NlepeBO/ia ¥ TPaHCAUMTEPALUU BO3HUKAET B CBS3U
C TeM, cJeayeT JiA TpPaHCJAUMTEPUPOBAThb BCE, HaANpPUMep, Ha3BaHUE YJULbI U
CONMPOBOXAALUN ee KjaaccupukaTop y4. / nep. /npocn. u np. Kak npejcrasisieTcs,
3TOT BONPOC TaKXe CJeAyeT pellaTb C yYETOM NPAKTHYECKOW Lieseco00Opa3HOCTH, a

MMEeHHO: B TepByKw o4depeAb C Vy4€TOM ILeseBod rpynnbel U dopmara
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dyHKIIMOHMpOBaHUs. Tak, HalMCaHHOEe JIATUHCKUM WIPUPTOM cyaoBo ulitsa, Ka3anocb
Obl, BpSJ JIU NOHSITHO MHOCTPAHILY, B OTJIMYUE OT «POJHOTO» JJisl HETO CJIoBa Street, ¢
OJIHOM CTOpPOHBI, TOrJa KaK ero cobeceJHUKY - PYCCKOSAI3bIYHOMY CTOJUYHOMY
IPOX0KEMY C BBICOKOH CTelleHbI0 BEpPOSTHOCTH NMOHATHO aHIJIMMCKOE CJIOBO Street.
CxoaHas cMTyalus HabJ/0jaeTcs ¢ nepejiayell Ha aHIJIMUCKUH S3bIK CJI0Ba MPOCHEKT —
avenue (av.). Bo3M0XXHO, 4TO B TaKUX CJAy4yasxX MpUeMJIeM UMEHHO IepeBO/Ji, U pedb
UJET yKe He O JIATUHCKOM TpaHcauTepauud (MycTb U C OpUEeHTalued Ha s3bIK
MeXJyHAapOAHOro OOIeHUs — aHTJIMMCKUM), a 0 MPsSMOM IepeBO/ie Ha aHTJIMHUCKUHU
s13bIK. OIHAKO KJacCHPUKATOPhI TUIIA nepey/10K, mynuK mo-BUJUMOMY TPeOYIOT HHOTO
obpalleHUs1 - €ec/JM YYUTbIBATb BOCHPUSATHE CPEIHECTATUCTUYECKOrO IKUTeEJIs
CTOJIMIIbI, K KOTOPOMY 3a MOMOIIbI0 OOpallaeTcsi MHOCTpaHel, NMOHHWMaHUe 6yJeT
3aTpy/ZAHEHO, eCJIU nepey/10K U mynuk, npoe3d 6yAyT nepeBe/ieHbl HAa aHTJIMUCKUHN A3BIK.
(Cp., ogHako, MosiBUBILIEeCs] HA MOCKOBCKOM yJinulle o603HavyeHue a1 4 BolKoOBCKOTO
npoe3Jia uepe3 CJIOBO passage BMeCTO TpPAHCAUTEPUPOBAHHOIO Ha3BaHUA [

0603Ha4YeHUS YIHULbL.)

Takum o6pasom, npu paboTe ¢ kaaccuprukaTopaMu (TOYHO TaKas e NpobJema
BO3HUKAeT, HAIpUMep, U NPU NepeAaye KyJbTYPHbIX pealuil U 06 beKTOB — FOPOJCKHUX
JIOCTONIpUMEYaTe/NbHOCTEH; 3TOT acleKT TOpOJICKOW HaBUTAllMKM TakKxXe TpebyeT
OT/EeJIbHOTO HCCJAe0BaHHSI) MOXHO MNPEJJIOKUTb KOMIPOMMCCHbIE pelleHus -
HalpuMep, TPaHCJAUTEPUPOBATb-TPAHCKPUOUPOBATh CJIOBA TUIA Nepey/a0K, MYynuk,
nosie (B TmoOcJefHEM cjay4dae, Hanpumep, Bopouyoso nose ob6suratopHa
TpaHCJAUTepaLys, NOCKOJIbKY KJAacCUPUKATOP y/auya 3acTaBisieT KBaJIUPUIIMPOBaTh B
JlaHHOM cJly4ae noJle KakKk 4acTb MMEHM COOCTBEHHOTO, HAalNlOMHHAasi TOJIbKO 00
UcTopruueckoM JiaHAumadTe). beaycioBHO HeBepHBbI BapuaHThl TUna Freedom square,
Hanpumep, B I. TOUIMCH Ui 0603HaYeHUs Miolaau CBO6OAbI — MaJIOBEPOSTHO, YTO
Cpe/lHeCTaTUCTUYECKHUM UTeb I. TOUIMCK HA AaHHBIA MOMEHT MOUMET U CBOOGOJHO
MOSICHUT TOCTI0 TOpoJia, KaKk Jo6paThCd A0 JAHHOTO 00beKTa. MHBIMH CJ0BaMH,

cOGCTBEHHO Ha3BaHUe (He KJlacCUPUKATOpP) pa3yMHO TPAHCIUTEPUPOBATD.

He Bro/iHe ICHO MpH 3TOM, KaK NpeACTaBUTh TaKoe CJ0BO, KaK n/1owads — 1160
KaK square (Y4TO KakeTCsl HeyJauHbIM, C Y4€TOM aJpecaTa Bompoca), JM60 Kak
ploshchad (4TO [AOCTaTOYHO TpPOMO3/KO, HO 06o0Jiee TapaHTUPOBAHHO MPaBUJIBHO

COpI/IEHTI/IpYET)— W 3TO HYyXXJaeTCAd B COUUOJIMHTBUCTUYE€CKOM HUCCTI€JOBaHUM.
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B uesoM npuHATasg cucTeMa Iepejadyd JaTHHULEH (B HalleM ciydae)
MHOA3BIYHBIX yKa3aTeJiell 4acTo 0003HayaeTCl 30HTUKOBBIM TEPMHMHOM KakK
TpaHcaUTepauusa. HWTak, 10oj TpaHCAWTepalyded B INPAaKTUYECKUX peLIeHUAX
NOHMMAaeTCd KaK TPAHCKPUIILUA, TaK U TpPaHCAWTepalys B Y3KOM CMbICJe 3THUX
TEPMHUHOB, BbIOOpP M3 KOTOPBIX OCYLECTBJAETCS, KaK IpesCTaBJseTC, B INEepBYIO
odepe/b C y4eTOM UX QYHKLMH W aApecaTa, WM LeJieBOW rpynnel. PaccMoTpum o6a

criocoba nepeaadyv MHOA3bIYHbBIX WMEH.

TpaHckpunuusa Kak crnoco6 OJHO3HA4YHOM (UKCAllMM Ha NHCbMe 3BYKOBBIX
XapaKTepUCTUK oTpe3KoB peuu (lartseva, 1990), yalie Bcero Ha OCHOBEe MPHUHIMIIOB,
pa3paboTaHHbIX MexayHapoaHou poHeTHueckou acconuanyed (MPA), uim cucTeMbl,
paspaboTtanHol llep6oit (Shcherba, 1940), 06e U3 KOTOPBHIX OCHOBAHbI Ha JIATUHHUIIE.
([ y4eOHBIX Liesiel], IpU 0OyYeHUHU PYCCKOMY A3bIKY U TeOpeTHUYEeCKUM acleKTaM
SI3bIKO3HAHHUSA, a TaKXe [J1 HayyHO TeOpeTHYeCKUX IieJjiell, BMecTe C TeM, MOXeT
MCII0JIb30BAaThCA TPAHCKPUIILUS, OCHOBAaHHAs Ha Kupw/Lidle.) [Ipu 3ToM A/ TOYHOrOo
TPaHCKPUOUPOBAHUSA UCHOJIb3yeTCsl pa3BeTBJEHHAss CUCTEMA JAUAKPUTHUYECKUX
3HAKOB, 0003HAYAKLUX OTJeJbHbIE JOMNOJHUTE/NbHblE 0COOEHHOCTH apTUKYJASALUU —
3TOM CUCTEMOU OOBIYHO BJIaZEeT JIMHTBUCT, U NpeJjHa3HauYeHa OHa IJIaBHbIM 06pa3oM

AJid ClieUaJIbHBbIX TEOPETHYECKHUX L[eJIEfI.

Jlis mpakTHYecKux Liejied - nepefaid MMEH COOCTBEHHBIX U TEPMUHOB -
0OBIYHO MCIOJIb3yeTCs TpaHCKpuluusa npaktudeckas (Sukhotin, 1935). B oTindue ot
TpaHCJAWTEPALMY, OHA OTpaXKaeT MpPOU3HOLIeHHe rpadeM, U OJHUM HU3 TPeOOBAHUH,
npeAbsABASIEMbIM K IPAKTUYECKON TPAHCKPUILUH, ABJISAETCSA BO3MOXKHO 60Jiee TOUHOe
COXpaHeHHe 3BYKOBOrO O0O0JIMKa IepejaBaeMoro CJ0Ba, ero rpapuyeckux U
Mopdosioruueckux ocobeHHocTel. [IpakTuyeckass TpPaHCKPUILUSA OCYLIeCTBJISETCSA
CTporo Ha 6a3e ajsidpaBUTaA [JAHHOTO fA3blKa 0€3 MCIOJIb30BaHUA JOMNOJHUTEIbHbIX
3HakoB (lartseva, 1990) - HanpuMep, B HaBUTallMOHHBIX LessX B MOCKBe pa3yMHO
MCII0JIb30BaTh TPAHCKPUIILIUIO HA JIATUHCKOM fi3bIKe. UHBIMU CJI0BaMH, B 3aBUCUMOCTH
OT ajJipecaTa U pellaeMbIX 33/lay BbIOMpPAETCS COOTBETCTBYIOLee TPAHCKPUIILIMOHHOE

pelieHHe.

TpaHciuTepanus mnpejcTaBisieT co60M NOOYKBEHHYIH Nepejayy CJOB,
3alMCaHHbIX C [OMOLIbI OJHOW TrpadUuecKor CHUCTEMbl, CpeACTBaMH JApPYyrou

Fpa(l)H‘JECKOﬁ cucteMbl. Ilo MHeHHIO HEKOTOPbIX JIMHIBHUCTOB, TPAHC/IUTEpPALHUA
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JIOJDKHA [ONYyCKaThb BKJIIOYEHHWE [IUAaKPUTHUYeCKUX 3HakoB. «HeobxoaumocTh B
TpPaHC/JAWMTEpPAWM BO3HHUKJA B KOHLe 19 Beka MpU CO3JaHUM NPYCCKUX HAYYHBIX
O6UOJMOTEK A/ BKJKYEHUS B €UHbIA KaTaJor paboT, HAaNKMCAaHHbIX Ha fI3bIKaX C
JIATUHCKUMHM, KHUPUJJIMYECKUMH, apabCKUMH, UHAUWCKUMHU M APYTUMMU CUCTEMaMH
nucbMa» (lartseva, 1990). O6paTuM BHMMaHWe Ha TO, 4YTO JlaHHAas CHUCTeMa
TpaHC/AATepanusa Obljla pacCYdTaHa Ha CIeUAJIUCTOB B 06/1aCTU OUOJIMOTEUHOTO Aeia
U JIMHTBUCTOB, He /i1 OOBIYHOrO I0JIb30BaTeJsis, He 3HAKOMOIO, HaIlpuMep, C
JUAaKpUTUKOU. [lanee cocTaB/ieHHble [l O3HAaYeHHBbIX LeJed  CUCTEMBI
TpaHcadTepanuu ctaad B 20 B. OCHOBOM CTaHJapTa JAJs INepeBoJa HeJaTUHCKUX
CUCTEM MHMCbMa Ha JIaTUHUILY, PeKOMeHJalUWH [Js1 KOTOpPOro pa3pabaThbIBalOTCA
MexayHapoaHou opranusanued crangaptoB ISO. [Ipu aTom AJs nepefayd pycCKUX
CJ0B UMEWT XoxaeHUue a0 20 cra”HgapToB TpaHcauTepanuu (lartseva, 1990). Camoi
NPU3HAHHOW CUCTEeMOH SIBJSIETCS CUCTEMA, pa3paboTaHHass UHCTUTYTOM s1I3bIKO3HAHUSA
PAH B 1951-56 rr., B cTpeMJieHUH ynpocTuTb KoTopywo ISO B 70-e rr. 3amMeHusa
JIByXOYKBEHHO€e HalKCcaHUe OJHOOYKBEHHbIM, HO B CONPOBOXJEHUU C JUAKPUTHUKOM.
Jlanee mosiB/sieTCs KOMIPOMUCCHAsA CUCTeMa C JIByXOYKBEHHbIMH HAMUCAHUSIMU s
TaKUX 3BYKOB KaK W, 5, K. 3[eCb NMPEeJCTABJASETCS BaXKHOM CIOCOOHOCTb CHUCTEMbI
TPAHCJUTEPUPOBAHUS — OJiaroJjlapsi ee YHUBEpPCAJbHOCTH — IMepeAaBaTb B paBHOU
CTeNleHW YCIEUIHO PYCCKUH f3bIK Ha pAf A3bIKOB — cp. npumep (lartseva, 1990)
nepefiaud pycckor damuauu JlanwuH Ha aHIJIMACKUK A3bIK Kak Lapshin, Ha
bpaHnyscku Lapchine, HeMeukui - Lapschin, uTaabssHCKUK — Lapscin, NOJbCKUN —
tapszyn. B kax/JoM ciydyae npu Bbl6Ope MO0 TPAHCKPHUIIWH, JIUOO TPaHCAUTEpPALUU
pellleHUe NPUHUMAETCS HAa OCHOBE y4é€Ta HECKOJIbKUX KPUTEPUEB U, MO-BUAHUMOMY,
pa3HOHANpPAaBJIEHHOr0 3KcHepuMeHTa (cM. HWXe). Tak, HampuMep, Npy Nepefayde
Ha3BaHus yJaulbl [lecuaHass OOGbIYHO HCHOJIb3YeTCcs TpaHcauTepanus Peschanaya,
OZJTHAKO U BapUAHT TPAHCKPUILMOHHOTO NMUCbMA ObLJI Obl OJIMXKe K 3BYKOBOMY 06pasy
opuruHania - Peshchanaya, mnockosibKy ¢GaKTUYeCKU HOCHUTEJb PYCCKOTO s3blKa
npousHecéT (u, cooTBeTcTBeHHO, MoWMET) BapuaHT [IEHIAHA{A. (OTMeTuM, 4TO B
JITAaHHOM KOHKPETHOM CJiyyae Moc/e[0BaTe/NbHbIM OY/AeT NPUHIUI TPAHCAUTEPALIUUN —

CM. 060CHOBaHUE HUXeE.)

HpI/IHI/IMaﬂ BO BHMUMaHHUE 3a4a4Hy, AJId pelllIeHUA KOTOPbIX CO34aBaJINCh CUCTEMbI
TpaHC/IUTEpanH, AJIAd NPAKTHYEeCKHX ueﬂeﬁ — HallpyuMep, AJd nepegadur Ha3BaHUU

yJinL, OIMMCAHHbIE CUCTEMbI HE BIIOJIHE MMPUTOAHDI. BO-HepBbIX, Ha/JIM4rne JUAKPUTHUKHU
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He M03BOJIIeT aZleKBAaTHO, C YYETOM IeJIeBOM I'pyNIbl, PelIUTh 33/a4y BHU3YyaJbHOTO
pacrno3HaBaHUsA M MPU HEOOXOJUMOCTU ayAUaJbHOTO BOCIPOU3BEJE€HUS HOCHUTEeNEM
He-pyCCKOro f3blKka M Jajiee NOHMMaHUs W aJleKBaTHOrO OTBETHOIO JeWCTBUA
peLMIINeHTa-HOCHUTeSl PYCCKOro s3blKa. Bo-BTOpBIX, Kak BHUJAHO U3 ¢parMeHTa
Tab/iMLbl  Bbllle, QaKTUYeCKMU B pdje CAy4aeB HMeeT MeCTO KOMOWHaLHUA
TPaHCKpUNLUU-TpaHcauTepanuu. (MccienoBaTtesn oTMe4alT, 4YTO B PYCCKOH
NpaKTUKe TpaHCAATepalyed WHOIJA HA3bIBAOT NPAKTUYECKYI TPAHCKPUIILIUIO

MHOSI3bIYHbIX CJIOB [1I0CPEACTBOM PYCCKOM IrpadpuKH.)

B HacTod1ee BpeMs B MocKBe UMEIOT X0/ eHHe N0 KpalHell Mepe HeCKOJIbKO
CTaHJAapTOB TpaHcAuTepauuu, a uMeHHo: ctangapT ['OCT, koTopbId JIeXKUT B OCHOBE
CHUCTeMbl TpaHCAUTepauuud B MeTpo . MockBbl, ctra”HgapT ['OCT, peasusyeMbid Ha

fioporax MockBbl, M cBo# ctanAapT MB/I (cM. mofjpo6Hee HUXe).

CeroiHd HECKOJIbKO CAaWTOB B ceTH HWHTepHeT mpejJjiaraloT yCayru
TpPaHCJAUTEPALIMU TEKCTOB B peXuMe OHJsaiH. Heo6x0AMMO OTMETUTbh, YTO JIUIIb Ha
HEMHOTHUX U3 HUX 00'bSICHSETCS, KAKUMHU NPUHIUIIAMU PYKOBO/CTBOBAJIMCh CO3JaTeH
caiiTa MpU BbIOOpPE TOTO WJM HWHOTO CTaHJApTa TPAHCJAUTEpALMU: B OOJIBIIMHCTBE
c/lyyaeB I0JIb30BaTeJsIM IpeJJaraeTcs BOCHOJIb30BaTbCS NPOrpaMMoO#, B KOTOPYIO
aBTOpaMH H3HAYaJbHO 3aJi0XKeH ONpe/eJiéHHbIM CcTaHAapT, a uHpopManus 06
UCIOJIb3yeM TMPUHIMIIE TpPaHCAUTEPALMU OTCYTCTByeT. I[IpuBeiléM HECKOJbKO
IPHUMEPOB TMOJOGHBIX CAaUTOB W IMPOBEPUM, KaKUM 06pa3oM OTOOpaHHble HaMHU
HAa3BaHUS MOCKOBCKHX VJIMI, HaOpaHHble KUPWJUIMIEHM W BKJKOYAKOLUEe B cebs
CJIO’KHbIE Ha Hall B3TJISJ [AJs TPAHCAUTEPALMU COYeTaHHUs OYKB, MepearTcs MpU

IIOMOIIIH 6YKB JIATHUHCKOTI'O a.)l(l)aBI/ITa.

Caiit Letter in English (n.d.) wucnonbsyer cucreMy TpaHCIATeEpaLuy,
npuMeHsemyto [ocaenapramenTtom CIIA. WHTepecHo, 4YTO pa3pabOTYMKU caWTa
3apaHee MpeAyNpeXAAI0T M0Jb30BaTeeld 0 BO3MOXKHbIX OIIMOKAx B MOJyYaeMOM MpHU
TPAHCJWTEPALUH TEKCTE Y NMpeAJaraloT KJIWeHTaM NPOBOAUTH TIATEJbHY0 IPOBEPKY

Y KOPDPEKTHUPOBKY pe3y/IbTaTOB epeBo/a.

Cm. I'IOJIy‘-ICHHbIﬁ BAPHUAHT TPAHC/JIUTEPALIUN:

AmeysioB nepeyJsiok Ashcheulov pereulok

[L1omaab Uabuua Ploshchad Ilicha
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Crannus llénkoBckas Stantsiya Shchelkovskaya
Yauua Ansa6beBa Ulitsa Alyabeva

Ynuna I[Manuxa Ulitsa Palikha

Yauua LHropynel Ulitsa Tsyurupy

Yauna Mlopca Ulitsa Shchorsa
Yeuépckuil npoesp Checherskiy proezd

OTMeTHuM, 4TO B JaHHOM CJy4ae 3BYK [10] B csioBax l]éakoeckas v l]opca npu
TPaHCJAUTEPALUM TMOJIYYaAlOT pa3jnyHoe odpopmyieHHe. MsArkve 3BYKH NPU 3TOM He
MOJIy4al0T OTPAXKEHUSI B TPAHCIUTEPUPOBAHHOM TeKcTe, cM. [lnowans Uibuuya -

Ploshchad Ilicha, Yauna Ans6bseBa - Ulitsa Alyabeva.

Caiit Docent777 (n.d.) mpeasiaraeT BOCHOJIb30BaTbCs cepBUCOM «TpaHCAUT-
nepeBoJ, oHJaH». Co3JaTe/IM calTa He YTOYHSIOT, KakKasi CUCTeMa TPaHCJAUMTepanuu

3dJI0KE€HAa B OCHOBY PICl'IOJIbByeMOI‘/JI IMporpaMmMmal.

CM. noJIy4YeHHbIH TEKCT:

AweyJsioB nepeysiok Ascheulov pereulok
[Lnomane Uabuya Ploschad' Il'icha
Cranpus HlénkoBckas Stancija Schjolkovskaja
Yauna Ans6beBa Ulica Aljab'eva

Yauna [Manuxa Ulica Paliha

Yiuua Hopynsl Ulica Cjurupy

Yauna lopca Ulica Schorsa
Yeuépckui npoes/ Chechjorskii' proezd

CodyetaHuss PoHeM cO 3BYKOM [j| OpU TpaHCAUTEpPALUU CUCTEMATUYECKU
NOJIy4aloT Pa3/IMYHOE BOIJIOIEHUE: COUeTaHUA [ja, ju] mepenarTCcs cOUeTaHUSMU OYKB
ja, ju, coyeTaHue [je] — 1UTEpPOU «e», [jo] - IUTepaMU «jo» U «O», a COUEeTaHHEe 3BYKOB
[ij] - kombuHauuel ii'. Mirkve 3ByKM NPU 3TOM NOJIy4alOT CHelMalbHOE BbIpaXKEHMUE,
cm. Unbuua - [I'icha, Ana6beBa - Aljab'eva, nuiomjaab - Ploschad'. UHTepecHo, 4To 3ByK

[1] mpu TpaHCc/IUTEpPaLMU NTepeAaéTcs IUTEPOU «C», a 3BYK [X] — iuTepoit «h».

[Ipy o06paTHOM TpaHCAWTEpPAllMM BbIABAEMOI'0 MPOrpaMMOM  TeKCTa
noJiyuaeMble Ha3BaHUS YJIUL HA PYCCKOM SI3bIKE, COJepKalide B CBOEM COCTaBe 3BYK

[IJ.[], He COOTBETCTBYKOT UCXOAHBIM, CP.:
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AueyJsioB nepeyJiok Ascheulov pereulok Ac4eyJioB nepeyaok

[Lnomaap Uinbnya Ploschad' Il'icha [lnocyaas Unbpuua

Crannus lllenkoBckas Stancija Schjolkovskaja | Ctannus llénkoBckas

Yauna Anss6beBa Ulica Aljab'eva Yauna Ansa6beBa
Yauna [Manuxa Ulica Paliha Yauna [Manuxa
Yiuua Lopynel Ulica Cjurupy Yiuua Lopynel
Yauna opca Ulica Schorsa Ynuna lopca
Yeuépckuii nmpoesn Chechjorskii' proezd Yeuépckuil npoesf

TpancauTepanus Tekcra Ha cauTe Tigir.com (n.d.) BeinmosiHsAeTcs cucteMol «IT
tranlit ru online». CTaHAapT TpaHCAMTEpaL MU, UCIIOJb3yeMbIA PU paboTe CUCTEMBI,
OTAeJbHO He o06o3HauyaeTcsA. CM. pe3ysbTaT TPAHCAUTEPALUHU TEKCTa, HAaOpPaHHOIO

KUPUJIJIMLEHN, HA JIATUHULY U 06paATHO.

AmeysioB nepeyJiok Ascheulov pereulok AleyJioB nepeyJsiok

[Lnomaab Uabuya Ploschad' I'icha [Tnomaaps Uiibuua

Cranuusga lénkoBckas Stantsiya Schelkovskaya | Ctanuus lllenkoBckas

Ynuna AnssobeBa Ulitsa Alyab'eva Ynuna Ans6beBa
Yauna [anuxa Ulitsa Paliha Ynuna [Manuxa
Yiuua [opynel Ulitsa Tsyurupy Yiuua [ropynbl
Yauna lMopca Ulitsa Schorsa Ynuna lopca
Yeuépckuil npoesy, Checherskiy proezd Yeuepckuii mpoesn

Kak BuJHO, B IOJIy4€HHOM TeKCTe KOMOMHALUs OYKB «Ié» U «Iie», a TaKkKe
«4é» U «4e» NPU TPAHCJUTEPALUH He MOJIy4alT pas/u4yud. BbykBa «x» nepegaercs
autepoil «h». [Ipy 06paTHOM TpaHCAMTEpALUM NporpaMMa BblJAeT aJleKBaTHBIN

BAPHUAHT TEKCTaA.

CaMblil OpUTMHaJIbHBIN MepeBOJi TEKCTa M3 BCeX MPOBEPEHHbIX HAaMHU CalTOB
obHapyxuBaeTcs npu pabore ¢ Translit po-russki (n.d.). Cp. pa3/iMyHble BapUaHTbI
TpaHCJAUTEpPALlMM Ha3BaHUM MOCKOBCKHX VJIMI, IOJiydyaeMble NPU MCHOJIb30BaHUHU

pPa3/IM9HbIX CUCTEM TPAHCIUTEPALUH, ITpeJiara€MbIMHU Ha cauTe:

H3HavyaJ/IbHO 3aJaHHbINA
Ha3BaHue ysiunbl CraHJapT «GYKBbI —
Ha caiiTe CTaHAApPT

KMpWLIMLeH o PppbI»
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AleyJsioB nepeyJsiok

Ashheulov pereulok

Ascheulov pereulok

[lnomaae Unbuya

Ploshhad' II'icha

Ploschad' Il'i4a

Crannus llénkoBckas

Stancija Shhjolkovskaja

Stancija Schjolkovskaja

Ynuua Ansa6beBa Ulica Aljab'eva Ulica Aljab'eva
Ynuna [Manuxa Ulica Paliha Ulica Paliha
Ynuua LHropynel Ulica Cjurupy Ulica Cjurupy
Yauna Mlopca Ulica Shhorsa Ulica Schorsa
Yewépckuil mpoesn Chechjorskij proezd 4e4jorskij proezd

WHTepecHO, YTO MpPU MCHNOJb30BAaHMU M3HAYaJbHO 3aJJaHHOrO Ha caiTe
cTaHzapTa (ero Ha3BaHHe Ha CalTe He YTOYHSAETCS, HO HaMU ObLIO BbISIBJIEHO, YTO
pa3paboTyuku ucnosb3oBanu [OCT 16876-71), 6ykBa «Il» TpaHCJAUTEPUPYETCS NMPHU
OMOIIM KOMOWHAIUK 6YKB «shh». BykBa «x» 3aMeHsieTCsl IpU MepeBoie JIATUHCKOU
6ykBOM «h», 6yKBa «11» - 6YKBOM «C». BykBa «€» B cOUeTaHUM C LIMIALIMMH, KaK U [IpU
paboTe C MNpeAbIAYIIMMH CUCTeMaMH{, IoJy4aeT pa3/JuyHOe O00O03HauyeHHe, XOTs

KOJINYECTBO BAPHUAHTOB CBOAUTCA K IBYM — «jO» U «O».

OcobeHHOCTb cTaHAApPTa «BYKBbI — IUPPBI» 3aKJA0YAETCSA B TOM, UTO OYKBA «4»
aBTOMaTUYeCKH 3aMeHsIeTCsl MNpPU TpaHCAUuTepanuu LUPpou «4», Jpyrhe OYKBbI
pycckoro ajsdaBUTa MOJAy4alOT OyKBeHHOe o603HayeHHe. OTMeTUM, YTO LUPPBI «3»,
«6», «8» U «9», IpU 3TOM, 3aMEHAIOTCSA Ha OYKBBI «3», «II», «B» U «/1» COOTBETCTBEHHO.

CMm., Hannpumep: aoM 36/89 - dom 3u1/BA,

Janee orMmeTuM, yto paj cautoB (DSL na russkom, n.d., Translit, n.d., Cyrillic
Transliterator, n.d., Translit po-russki, n.d.) ocraBaseT mnpaBo BbIGOpa cTaHJapTa
TpaHCJAUTEPALUM 3a 0oJb30BaTesieM. B cTaHJapTHBINA HA6Op CUCTEM TPaHCJAUTEPALUU
BxoaaT 'OCT 7.79-2000 (usiu MmexxayHapoAHbid ctanaapt ISO 9-1995), TOCT 16876-
71 (unu C3B 13-62-78), crangapt MB/L (npunsaTeiii B 2000 roay), ALA-LC (Cuctema
TpaHCJAUTEpPaLMM AMEpPUKaHCKON accouralnuu 6ubanorek u bubavoreku Konrpecca -
ucnoJsib3yetcs 6ubamotrekamu CIIA, Kanagbl u Bennko6puTanuu, o6HoBeHa B 1997
roay), BGN/PCGN (cTaHzapT, NPUHATbHIA KOMHUCCUEH 1Mo reorpaduyecKUM Ha3BaHUAM
CIOA (BGN, 1944) u mNOCTOSIHHBIM KOMMUTETOM MO reorpaduyecKuM Ha3BaHUAM
Benukobputanuu (PCGN, 1947)), BSI (British Standards Institution & Chemical
Abstracts Service BS 2979, co3pannbiii B 1958 rogy), UN (crangapt OpraHusanuu
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O6benuHéHHbix Hanuit pgaa  reorpadpuveckux HasBaHud 1987 ropa), WT
(MexxayHapofHass ~ Hay4yHasd  cucteMa — TpaHcauTepanuu — «Wissenschaftliche
Transliteration»), DIN (CtanzapT, BBeAéHHbIM B 1982 rogy HemMelukKuM HHCTUTYTOM IO
cTaHjapTtusanMu U Hemenkoil 6ubsinoTekod). PaccMOTpuM, Kakue pe3y/bTaThl

TPaHCJIUTEPALHUH ITOJYHAKTCA ITPHU UCITIOJIb3OBAHHWHU KaXKA0TI'0O U3 CTAHAAPTOB.

I'oCT 7.79-2000

Ha3BaHue y/IMLbl KUPULIULEH IrOoCT 7.79-2000
AweyJsioB nepeysiok Ashheulov pereulok
[Lnomaab Unbuya Ploshhad' Il'icha
Cranuus llénkoBckas Stanciya Shhyolkovskaya
Yauna AnsiobeBa Ulica Alyab'eva

Yauna [Manuxa Ulica Palixa

Yauna Lropynsl Ulica Cyurupy

Yauna Mopca Ulica Shhorsa
Yeuépckuii npoess Chechyorskij proezd

Kak MoxHO BuAeTb, 6ykBa «i» coraacHo 'OCTy 7.79-2000 nepefaetcs npu
TpaHCAUTEPALMU coueTaHueM OykB «shh». 3Byk [jo] mocie mungmux B 0JMHAKOBOU
HNO3ULUM TOJIy4aeT pas3jM4YHYyl peanu3anuio: «yo» uian «o» (cMm. Shhyolkovskaya,
Shhorsa, Chechyorskij). BykBa «x» TpaHcauTepupyeTcsli NpPU MOMOLU JIATUHCKOH
OYKBBI «X», TOTZa KaK OYKBa «I» - MepefaéTcs JIUTepPOou «c». MArKoCTb COTJIaCHbIX

3BYKOB OTpaXaeTcd NP TPpaHC/IUTEPALlUH.

ALA - LC
Ha3BaHue y/iMIbl KUPpU/IMLEN ALA - LC
AmmeysioB nepeyJsiok Ashcheulov pereulok
[Tnomaab Uibuya Ploshchad' Il'icha
Cranuus lénkoBckas Stantsiia Shchélkovskaia
Yiauna Ansa6beBa Ulitsa Aliab'eva
Yiauna Ianuxa Ulitsa Palikha
Vauna lopynsl Ulitsa TSiurupy
Vauna lopca Ulitsa Shchorsa
Yeuépckuil nmpoesn Chechérskil proezd
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B pe3sysabTaTe pa6oThl co cranaapToM ALA-LC coyeTaHus 6ykB, 0603HavYaw1e
JAUQPTOHTHM, HA MMUCbME JONOJIHAIOTCA JUaKPUTUYECKMM 3HAKOM, KOTOPBIM, BEPOSATHO,
IpyU3BaH  I[OKa3blBaTh, 4YTO  BblJleJleHHasd  KOMOMHanua  OyKB  JIOJDKHA
MHTEepPNpPeTUpPOBaThCA B COBOKYNHOCTU. CM. 0603HayeHud ts J/11 OyKBbI / 3ByKa «Ii», ia
JUIl cOYeTaHUd «Usf» U OyKBBI «s», iu - g «wo». llungmasa «m» 3aMeHseTcd Ha
coueTaHue OYKB «shch». BykBa «x» TpaHcauTepupyercsi Kak «kh», «i» - Kak L
MHTepecHO, 4TO 6YKBa «é» OCTAETCS NPU NepeBoie HeU3MeHHOU. MATKOCTb COTJIaCHbIX

BbIJJeJ/ideTCd.

Cxoxero npuHuumna npugepkuBaroTcsa ctaHgapTsl BGN/PCGN u BSI 3a Tem

JINIIb UCKJIIOYE€HHEM, YTO C/JIOXKHbIE€ 3BYKH HE AOIOJIHAKTCA O6'b€,£[I/IHH}OH_[I/IM 3HAKOM.

CM.:

HasBaHue ysinnbl BSI BGN/PCGN
KUpUTHLEH
AweyJsioB nepeysiok Ashcheulov pereulok Ashcheulov pereulok
[Lnomaab Uibuya Ploshchad' Il'icha Ploshchad' Il'icha

Cranuus LlllénkoBckass | Stantsiya Shchélkovskaya | Stantsiya Shchélkovskaya

Yauna AnsiobeBa Ulitsa Alyab'eva Ulitsa Alyab'eva

Yauna [Manuxa Ulitsa Palikha Ulitsa Palikha

Yiuua Lopynsl Ulitsa Tsyurupy Ulitsa Tsyurupy

Yauna Mopca Ulitsa Shchorsa Ulitsa Shchorsa

Yeuépckuii npoes/ Chechérskil proezd Chechérskil proezd

WT, UN u DIN
HasBanue ysimnbl WT / UN DIN
KUpUWTHL e

AmeyJsioB nepeyJsiok ASceulov pereulok ASceulov pereulok
[lnomags Uibuya Plosc¢ad' I'ica Plos¢ad' Il'ica
Cranuus LénkoBckas Stancija S¢élkovskaja Stancija S¢élkovskaja
Ynuua AnsobeBa Ulica Aljab'eva Ulica Aljab'eva
Yauua I[Manvxa Ulica Palixa Ulica Palicha
Yauna Hopynsl Ulica Cjurupy Ulica Cjurupy
Ynuua Mopca Ulica S¢orsa Ulica Séorsa
Yeyépckuil npoes Ceéérskij proezd Ceéérskij proezd
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Craggaptet WT, UN wu DIN ocHOBBIBAalOTCA Ha CXOXMUX MPUHLUIAX
TpaHcauTepauud. /[lng 00603HayeHUs MIMIOALIMX 3BYKOB 3/l1eCh  HUCIOJIb3YHOTCH
corJiacHble C radyekoM, cM.: $¢, €, U S. MArKOCTb COTJIACHbIX OTMEYaeTcsl MPH MOMOUIU
anoctpoda. 3ByK [jo], mnepemaBaeMblii TIJIaCHOM «é&», TpU TpaHCAUTEpALUHU
0003Ha4yaeTcd JMTEepaMHU «Eé» WJIU «O0» B OJUHAKOBBIX MO3ULUAX. EAMHCTBEHHBIM
BbISIBJICHHBIM OTJIMYMEM CTAaHOBUTCA 0603HadyeHHe OYKBBbI «x»: cucteMbl WT u UN
TPAHCJUTEPUPYIOT YKa3aHHYI OYKBY KaK «X», Torja kak cucrema DIN ucnosb3yeT

o603HaueHue «ch».

MB/J
Ha3BaHue y/iMLbl KUPULIULEN MB/J
AleyJioB nepeyJsiok Ashcheulov pereulok
[Tnomaab Uibuya Ploshchad' Il'icha
Cranuusg lllénkoBckas Stantsiya Shchyelkovskaya
Yauna AnsiobeBa Ulitsa Alyab'eva
Yauna I[Mannxa Ulitsa Palikha
Yauna Lropynbl Ulitsa Tsyurupy
Yauua Mopca Ulitsa Shchorsa
Yeuépckuil npoes Chechyerskiy proezd

[lo HamKMM olLleHKaM, HauboJiee afleKBaTHBIM U3 BCEX PACCMOTPEHHBIX CIIOCOO0B
TpPaHCJAMTepaALUy NpeAyCcMaTpUBaeT CTaHAApT, NpuHATbIA MB/l. llundamasa «wy» npu
paboTe C paccMaTpuBaeMbIM CTaHJAPTOM IepeAaeTcs codyeTaHueM OYKB «shch»,
CorJlacHasl «I» - COYeTaHUueM «ts». AHaJM3UpPyeMbli CTaHJAPT YYUTbIBAET Pas3inyus
MEeX/1y MSATKMMH U TBEPAbIMH COTJIACHBIMU 3ByKaMu. He06X0iMMO OTMETHUTD, 0/IHAKO,
YTO 3BYK [jo] mepemaBaeMblil rJlacCHOM «é» B OJIMHAKOBBIX MO3UIMAX MepenaéTcs

pa3inyHbIMU uTepaMu: «ye» (Shchyelkovskaya) u «o» (Shchorsa).

Heobxoaumo Takke NOAYEPKHYTb, 4YTO W3 MpeJJaraeMblX CUCTEM
TpaHCJAUTEPALIMU OJJTHO3HAYHOE BOCCTAHOBJIEHHWE MEPBOHAYaJIbHOI'O0 PYCCKOTO TEKCTa

ob6ecneuynBalOT TobKo cTaHAapTbl BGN/PCGN u I'OCT 7.79-2000 (uu ISO 9-1995)

TakuM 06pa3oM, NMpoBe/leHHOEe HCCIeJJOBaHUE CUCTEM TPAHCJIUTEpPAIUU TO3BOJISIET
3aKJIIOUUTh, UYTO COCYIIECTBOBAaHHE HECKOJbKUX KOHKYPUPYIOUIUX  CHUCTEM

TpaHC/IUTEPAL XN (JIaTI/IHI/IBaU,I/II/I PyCCKHUX HaBBaHHﬁ) B CHCTeMe l"OpO,U,CKOfI
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TPAHCIOPTHOW HABUTALIMK COBPEMEHHOI'0 POCCHUHCKOTO ropoja 06yCJ0BJEHO pPSioM
$aKTOpoB, y4YyeT KOTOPBIX MO3BOJUT CJeJaThb CUCTEMY TpaHCJAUTepalud GoJiee
aJleKBaTHOU. B mepByto ouepesab 3TO MpeArnoiaraeT onpezeieHrue o6beMa pelraeMbIx
3a/lay M y4yeTa IeJIeBOM TPYIIbl, B CB3U C Y€M BHU/JUTCS BO3MOXKHBIM NPUHATH 3a
OCHOBY cTaHgapT MB/I, koTopblii fgasiee MoAMPULUPOBATHL [Jisi NMPUMEHEHHUS MpHU

pemieHrnH MMPaKTHY€CKHUX 3a4a4.
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SUBJECT TYPES AND THEIR CHARACTERISTICS IN
TRANSLATION

Marina Fomina
Moscow City Teachers’ Training University, Moscow, Russia

Abstract

The paper focuses on the category of semantic subject and its syntactical representation. The concept of
subject is shaped by extra-linguistic knowledge and personal experiences as well as by people’s linguistic
knowledge. The concept of subject, among other components, includes accumulated knowledge of the
semantic roles which the grammatical subject may have in a sentence. The variety of roles accounts for
the radially structured category of subject, with some members more central than others. The
prototypical grammatical subject - an agent subject — is expressed by the nominative case of a noun
which precedes the verb and is typically represented by an animate initiator or do-er of an action. Other
types of subject are scattered within the syntactical category of subject being more central or peripheral.
Translation-wise, the most “treacherous” types are the peripheral ones.

Keywords: the concept of subject, an agent, a patient, a causee.

OCOBEHHOCTH THUIIOB CYBBEKTOB B IEPEBOIYECKOH
INEPCIIEKTHUBE

Mapuna ®omuHa
MocKOBCKUM rOpO/CKOM Mejaroruieckuil yuuepcuteT, MockBa, Poccus

AHHOTaALMS

B craTtbe paccMaTpuBaAeTCA KOHLENTYyaJibHadA KaTeropusa Cy6'beKTa U e€ sA3bIKOBafd penpe3eHTanud —
CUHTAKCH4Y€CKad KaTeropud noaJiexaliero. KOHL[eHT Cy6'beKTa BblJ€JIA€TCA B HalleéM CO3HAHHUH HeE
TOJILKO Ha OCHOBe 3HAaHUH O BHES3bIKOBOH ﬂeﬁCTBI/ITeJIbHOCTPI, HO U C y‘{éTOM OIIbITa OTpPa*KeHUA
C06bITHﬁ, MNpoUCXoJANX B peaJibHOM MHPpE, B A3bIKE. KOHI.[erIT CY6'beKTa COAEPNKUT 3HaHUE O TOM, YTO
ceMaHTUYeCKUH CY6'beKT B NMO3ULHWHU TI'PAMMATHUYECKOIO IoJJiexauero MOXeT HUMeTb pa3JIMYHbIe
CeMaHTHU4YeCKHe pPOJIH. BapI/IaTI/IBHOCTb peann3yemMnbIxX poneﬁ CBA3aHa C HpOTOTPIl'IPI‘-IeCKOﬁ CprKTypOI:I
OpraHMu3alu KaTeropmuu Cy6'beKTa. B kauecTBe MMPOTOTHUIIA KaTEeropvuu mnmoJexamero 8 COBpeMeHHOM
AHTJIMMACKOM SI3BIKE BBICTYIAKOT CYLIECTBUTEJ/IbHbIE KOHerTHOﬁ CEMAHTHUKHU B O6LueM majgexe,
3aHUMAawuye B COCTaBe NpeAyo’KeHUd HadaJbHY0 IO3HUIIUIO; 0603Haqa10u_u/1e oAylieBJI€eHHbIe 06'BEKTHI
H BBINIOJIHAKIHE CEMAaHTHY€CKYI0 pOJib areHca. Z[pyme THUIIbI IOAJIeXKallero pacnoJjaraloTcd Ha pasHoM
pPacCTOAHHNH OT NPOTOTHIIMYECKOr'o LEeHTpa. B craTbe pacCMaTpUBAKOTCA HEKOTOpbIE nepu(l)epr/'IHbIe
THIIbI Cy6’beKTOB, MNOTEHHUAaJIbHO CIIOCOOHBIE BBI3BATb OOJIbIIME TPYAHOCTHU IIpU 1epeBoae C
QHTJIMMCKOrO fI3blKa Ha pYCCKHﬁ, HeXeJIM IPOTOTUIINYECKHUE.

Karouesuslie caosa: KOHLEeIT CY6'beKTa, areHc, maljueHc, 00'BEKT Kay3aluu.
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[IpobsieMa  NOHUMaHUS  KaTeropud  «CyObeKT»  Bcerja  sIBJsach
NPUHUUNHUAJIBHON KaK [JJis OTeYeCTBEHHOM, TaK U JJis 3apyOeXHOM JIMHTBUCTHUKH.
fA3biKoBasi pelnpe3eHTalUsA KOHILENTYaJlbHOM KaTeropuu CyObeKTa peasd3yeTcs B
dbopMe CHUHTAKCHMYeCKOM KaTeropuu nojJjexauero. Mex/Jy TeM BO MHOTMX paboTax
TEPMUH «CyOBbeKT» ymnoTpebssgeTcsd [ 0003HAaYeHUSA HMMEHHO CHUHTaKCHU4YeCKOH
KaTeropuy, a He CeMaHTUYECKOU, NIPU 3TOM 4YacTo 06e3 pa3rpaHU4YeHUs NpeAMeTHbIX
obJsiacTel JaHHBIX KaTeropui. Tak, HanpuMep, CyoO'beKT TpaKTyeTca Kak: «1. [Ipeamer
CyXJleHHsl, JIOTH4YeCcKoe IoJJexaliee, MO OTHOLIEHHWI0O K KOTOPOMY BBbIJeJISAeTCs
npeaukat. 2. To e, 4To rpaMMaTryeckoe nopJjexailee» (Rozental’&Telenkova, 1985,

p.312).

Kak ormeuaet H. H. BosibipeB, KOTHUTUBHBIM OCHOBAaHUEM KOHIENTYaJbHOU U
CUHTAKCHYeCKOW KaTeropuil cyOo'beKTa SABJSETCH «KOHLENT «CyObeKT», KOTOPbIA
dbopMupyeTcs B HallleM CO3HAHUM He TOJIbKO C yYeTOM HesI3bIKOBBIX 3HAHUU U ONbITA
COOBITHH, IPOUCXOAAIUX B pea/lbHOM MHUpPE, HO U ONbITA OTPaXKeHUsI 3TUX COObITHUH B
A3bIKe, T.e. 13bIKOBbIX 3HaHUW» (Kobrina et al., 2007, p. 220). Coaep>kaHue KOHIeNTa
«Cy0ObeKT» COOTBETCTBEHHO BKJ/IIOYAET B Ce6s1 U 3HAHUE TOTO, YTO B KAXK/JOM COOBITHUU
eCTb 3JIEMEHT, KOTOPbIM BblZeJeTCsl KaK ero MUHUIMATOpP WM UCTOYHUK U KOTOPbIA
3THUM >Ke COObITMEM xapaKTepusyeTcs. KoOHIeNnT cy6'beKTa TaKKe COJEepP>KUT 3HaHHE O
TOM, YTO BCe COOBITHS BHESI3bIKOBOU J€UCTBUTEJIbHOCTH MOTYT ObITh Mpe/CTaBJeHbl B
A3blKe KaK [leHMCTBUS, COCTOSIHMUSI, CBOMCTBAa WJIM OTHOLIEHHUS, a CYyObeKT - Kak
NpPOU3BOAUTENIb HAMEPEHHOI0 UK HeHaMepeHHoro JAeictBus (He carefully surveyed
the valley stretching before him; We unintentionally offended him); ucto4yHuk cBoiicTBa
(He reads a lot) unu npouecca (He blushed to that degree that I felt ill at ease); HocuTenb
coctosinus (I feel very bitter about this); sanemenT oTHowmenus (The book belongs to me)
(Kobrina et al., 2007, pp. 220-221). ToT ¢akT, 4To caM KOHLENT CyO'beKTa Bble/NseTCs
B CO3HAHWM HE TOJIbKO Ha OCHOBE 3HAHWUM O BHESA3bIKOBOM JIeMCTBUTEJNBHOCTH, HO U B
pe3yJibTaTe «peryjsipHON eAuMHO0Opa3HoOU AuckpeTusanuu» (Kobrina et al., 2007, p.
221) 3TOro MOHSATHSA C MOMOLIbI0 ONpe/ieJIeHHbIX POPMa/IbHbIX CPEACTB — S3bIKOBBIX
CUHTAKCUYECKUX CTPYKTYP U YHUPUIUPOBAHHBIX POPMaJIbHBIX CIIOCOGOB BbIpaXKeHUS
cyobekTa (Hanmpumep, MajJiexa WJAM CUHTAKCUYECKOW TMO3MLMHM, HCHO0Jb30BaHUSA
C/y’KeOHOr0 CJIOBa, MpaBWUJ COIJIACOBAHMS, BO3MOXXHOCTU MJHU HEBO3MOXHOCTHU
onyweHnuss u ap.) (Kasevich 1992, p. 15) - o00ycjoBiMBaeT MHOTOIMJIAHOBOCTH

KaTeropmu CY6'beKTa 1 ero si3bIKOBOM penpeseHTaigun — CUHTaKCUYeCKOU KaTeropmuu
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NOJJIeXallero, oTpakarwlled CTPYKTypHble, CHHTaKCU4YeCKHe, KOMMYHUKAaTHBHbIE U

CEéMaHTHUY€CKHE XapaKTEPHUCTUKH B UX BSaHMOAeﬁCTBHH.

[lono6Hass  MHOroacneKTHOCTb  KaTeropuu  NoJJIeXxallero  INOopoXJaeT
MHOTOYUC/IEHHbIE MPOO6JIEMb], KOTOPbIE OCTAIOTCS AKTYaJIbHbIMU [/ COBPEMEHHOU
CUHTAKCHU4YeCKOW TEOPHUH, 3 UMEHHO: COOTHOIIEHHE CEMAaHTUYECKHUX U CUHTAKCHY€eCKUX
GYHKUMN, 4JIEHOB Npe/JIoKEeHUS U YacTel peuM, nmpobJsieMa pasrpaHUdeHUst GYHKIUN
U peasM3yoLUX WX YJIEHOB MpeAJIOKeHUs, BblieJIeHHe TJIaBHbIX U BTOPOCTENEHHbIX
YJIEHOB NpeJJIo’KeHUs U Jip. MHOrOIJIaHOBOCTb KAaTEeropuu CyObeKTa OKa3bIBAETCS
CBSI3aHHOM C CYIIECTBYIOUIMM pa3Hoo6pasueM NOAXOJ0B K MOHUMAaHHUIO U U3YyYEHUIO
JlTAHHOM  KaTeropud, CcpeAd KOTOPbIX, HalpuMmep, BbIAEJAAT ¢GOpMaIbHO-
rpaMMaTUYeCKUH, coJiep>KaTesIbHbIH, CEMAHTHUKO-CUHTAaKCUYeCKUU (nu

bYHKIMOHANbHBIN ), KOMMYHUKAaTHUBHBIHN U Ap. (Boldyrev, 2002).

Bcsies; 32 MHOTMMU JIMHTBUCTAaMMU, MbI 10JIaraeM, YTO pacCMOTPEHUE KAaTErOPUHU
Cy0ObeKTa C MO3UIMUKA NPOTOTUINHUYECKOTO MOJX0Ja IMO03BOJISIET HauboJsiee MOJIHO
PACKpBITh €ro CYIHOCTb KaK A3bIKOBOM KOHLENTYaJbHOM KAaTEerOpUH, OTpaKarollen
€/IMHCTBO  JIEHOTAaTUBHO-NIOHATUHHOTO W  A3bIKOBOI'O  aCHeKTOB  (eJUHCTBO
MBICJIMTE/JILHON OCHOBbI COJZiep>KaHUsl TOHSATHUS «CYObEKT» W ee S3bIKOBOTO
npeacTaBjaeHUss 4Y€TKO BbiABaseTcd B (Kobrina et al, 2007, Boldyrev, 2002,
Shakhmatov, 1941, Bondarko, 1992). PaccmoTpuM, Kak B paMKax JaHHOTO MOJX0/a
UHTEPIPETUPYETCS TMOHATHE CyObeKTa U pellalnTCd HeKOTOopble Mpo6JeMbl,

CBA3adaHHBbIE C €0 OTTPpaHUYE€HHEM OT CMEXHBbIX MOHSTHUH.

A. B. bonjpapko omnpegenseT CyObeKT KaK TaKOU 3JIEMEHT CyO'bEKTHO-
NpeJUKaTHO-06'beKTHOM CHUTYal[MM, KOTOPbIA BBICTYNAeT B KayeCTBe MCTOYHUKA
IPUIKCBIBAEMOTO 3TOM CHUTyallUd «HEMAaCCUBHOTO MNpPeJUKATUBHOTO MpHU3HAKa»
(Bondarko, 1992, p. 33). /[laHHBIM HMCTOYHHK MOXET BBINOJHATb pasJUYHbIE
ceMaHTHU4YecKre QYHKIMHU, Wiau posiu (cMm. Fillmore, 1968), Takue, Kak, HanmpuMep, areHc
(peasbHBIA NMPOU3BOJAUTENb JEWCTBUsA), I3cHepueHLep (HOCUTEJIb COCTOSIHUSA),
nojy4yatesb, UIM 6GeHepaKTUB, OOBEKT Kay3allud, OOBEKT JeNCTBUS - MallMeHC,
3JIeMEeHT OTHOLIeHUs U pyrye. Takyo BapuaTUBHOCTb peasu3yeMblx QYHKIIUNA MOXKHO
O0bACHUTb HaJMYUMEM Yy CyO'beKTa, He3aBUCMMO OT ero CeMaHTH4YeCKOW QYHKIUH,
npu3Haka «kpeaTuBHoCcTU» (Bondarko, 1992, p. 35), koTopbIM HaJiesisieTCsl CyO'bEKT MO

OTHOWIEHHWIO K IpeaAruKaTy. Takum o6pa30M, NNpHU3HaK Ae€TepMHUHALIUN (eraTI/IBHOCTI/I)
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npejydKaTa MOXHO pacCMaTpUBaTh KaK MPOTOTHUIMYECKUH NpPU3HAK KaTeropuu
CyO'’beKTa, [MO03BOJIAIIIUNA  BBbIJEJUTb B HeH LleHTpaJibHble 3JIeMeHTbl —
NpPOTOTUIIMYECKHE (B KauyecTBe CyObeKTa BBICTYNIAeT areHc, IpPOU3BOAUTEJb
JleCTBUSA) U nepudepUiiHble 3JeMeHThI (CyO'beKT He fIBJASETCS areHCOM, HUYero He
co3JjaeT U He JeTepMUHUPYET), KOTOpble I'pPaMMaTHU4eCKU MPeACTaBJAAIOTCA Kak

HCTOYHHK 0603HAaYEHHOI'0 NpeanuKaToOM IIpHU3HAaKa.

Onupasicb Ha UMeLUecs UCCIeJOBaHUs KaTerOpUM Cyo'beKTa (CM., HAIpUMeDp,
Kasevich 1992, Shakhmatov, 1941, Bondarko, 1992, Katsnel’son, 1972 and 1974,
Seliverstova, 1982), H. H. BosaabipeB BblJesisieT ciaeaytolie Haubosiee CylieCTBEHHbIE
XapaKTePUCTUKU CyO’beKTa-areHca, BBbICTYNAIIIEro B POJIM NPOTOTHUIA KaTeropuu
cybbekTa: 1) oAylieBJeHHOCTb; 2) 3HepreTU4ecKas aKTHUBHOCTb; 3) HaMepPeHHOCTb
(BOJIUTUBHOCTB); 4) Kay3aTUBHOCTD; 5) KOHTPOJUPYEMOCTD, a TaKXKe 6) KpeaTUBHOCTD
npeAWKaTUBHOrO Mpu3Haka. C TOYKU 3peHMs SI3bIKOBOW pelnpe3eHTallMU KaTeropuu
CyObeKTa Ha YpOBHE CJIOBA M MPEJAJIOKEHUs B KayecTBe NPOTOTUIIA KaTeropuu
noJJiexKallero B COBPEMEHHOM aHIJIMACKOM $I3bIKE€ BBICTYMAIOT CylleCTBUTEJbHbIE
KOHKPETHOM CeMaHTHUKU B O0OlIeM Majiexxe, 3aHUMall[Me B COCTaBe MpeJoKeHUs
HayaJIbHYI0 NO3UIMI0, 0603Havyawlhe OJylIeBJeHHble O0O0bEKTHI U BBIMOJIHSIOLUE

ceMaHTHU4ecKyo GyHKLUI0 ucnosHuTess geictBusa (Kobrina et al,, 2007, p. 225), cp.:

(1) Cecilia gripped the cool porcelain in both hands as she stood on one foot, and

with the other hooked the French windows open wide (McEwan, 2007, p. 24).

(2) The University of Edinburgh Staff Club has recently changed its rules to open
membership to the graduates of universities other than Edinburgh (BNC, 2007).

(3) In protest, France closed its southern border and proposed that the situation in

Spain be discussed in the UN Security Council (BNC, 2007).
(4) Her hand stroked the soft upholstery of the car (BNC, 2007).

B naHHBIX BbICKa3bIBaHUSAX CYO'bEKT-areHC JeHCcTBUSA 0603Ha4YeH NOAJIeXKalUM,
BblpakeHHbIM B npumepax (1), (2) u (3) uMeHeM co6GCTBEHHBIM, a B npumepe (4) -
Ha3BaHHEM YaCTU TeJla, METOHUMHUYECKU NPeJCTABJIAIILEM PeasbHOTO HUCIOJHUTEJIS
feictBus. TakuM o6pas3oM, B [JlaHHbIX IpUMepax MojJjexaliee MpeCcTaBIeHO
odywes/eHHbIM JIALOM (MJM €ero akTUBHBIM OpraHoM), KOTOpOe CIOCOOGHO

HCII0JIB30BATb CO6CTB€HHy}O B6HYMPEHHKK 3Hep2Uur AJid HaMEPEHHOI'o BbIIIOJIHEHUA
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KaKoro-aubo JeCcTBUS, OCYIECTBJISAS KOHMPO/b 3a ero peanusanueil. C TOUKU 3peHus
nepeBO/ia JAHHBIX BbICKa3blBaHUM Ha PYCCKUM fI3bIK, TAKHMe CTPYKTYpPbl, KaK MPaBUJIO,
He BbI3bIBAOT OCOObIX TPYAHOCTEW IpH BbIOOpe BapHaHTa CHUHTAKCUYeCKOH
peasu3alMi HCXOJHOM CyO'beKTHOM MNpejuKallMM - CUHTaKCH4YecKasd CTpPyKTypa
paccMaTpUBaeMbIX aHIJIMMUCKHUX BbICKa3blBAHUMM COBNAAAET C IJIyOMHHOM (JIOTUYECKOH )
CTPYKTYpPOU BBICKa3blBaHUS U OOBIYHO He TpedyeT OT NepeBOAYMKA NpHUMeHeHHUs

CrelaJbHbIX FPaMMaTHYeCKUX TPaHCHOopMaLUH.

B ciepyronieit rpyiine npuMepoB MoJJiexKale BbIpaXKeHbl CyIeCTBUTENbHBIMH,
0003HAYAIIIMMHU  HeOoAyIleBJeHHble  CyOCTAHIIMM, KOTOpble  MOTYT  OBITb
npeAcTaBJeHbl KAK UCTOYHUK JIeMCTBUS, He CIIOCOOHBIM, 0/JHAKO, COBEPILIATh JeHCTBUE
HaMepeHHO WJIM KOHTPOJIMPOBAThL €ro pe3yJibTaT. TaKUM 06pa3oM, cCeMaHTHYECKHe
CyO'beKTbl, 3aHUMalOlMe TO3UIMI0 IMOJJIeXKalllero B JIAHHBIX BbICKA3bIBaHMUSIX,
06JIaZIal0T MPU3HAKOM 3HEPTeTHYECKOH AKTUBHOCTH, HO He peajU3yloT MpPU3HAKH
BOJIUTUBHOCTH M KoHTposiupyeMmocTu (Kobrina et al, 2007, p. 226) - cp.: The sun
always rises in the east; The fire burst into a blaze; Waves beat against the shore; The

clock chimed midnight.

JanbHeliasg rpajanus TUIOB IMOJJIeXallero CBsi3aHa C BbIpaXKEHUEM
omnpe/ieJIeHHOTO THIAa CyO'beKTa U CTeNeHbI0 MPOsIBJEHHS UM NIPU3HAKa aKTUBHOCTH (2,
p. 227). MOXHO NpeAnoJI0KUTh, YTO YeM Jajiee OTCTOUT MoAJjiexallee OT MPOTOTHUIIA,
TeM 60Jibllle BEPOSTHOCTb TOTO, YTO MEpPEeBOJAYUKY HAa PYCCKUU SA3BIK MPUAETCH
npuberHyTb K TrpaMMaTHUYeCKUM TpaHchopMalusaM TMpU Iepejadye CyObEKTHOU

npeanKaluuy, peaﬂHBOBaHHOﬁ B aHTJIMKCKOM BbICKa3blBaHHH.

PaccMOTpuM mpuMephl, B KOTOPbIX CYOBEKT He MpeJCTaBJeH KaK peasibHbIN

IMPOU3BOJUTEJIb ﬂeﬁCTBHH H 06Hapy>KI/IBaeT OTJ/JINYHA OT IPOTOTHIIA, CP.:
A

(5) The bread absorbs the stain (BNC, 2007). - C moMolipi xs1e6a MOXHO

BbIBECTH NATHO / ? X116 BLIBOAUT NSTHA.

(6) This lotion adds shine and body to hair (BNC, 2007). - JlocboH npupaaeT

BOJIOCAM 0JIeCK U TYCTOTY.

(7) Some foods can stain the teeth, as of course can smoking (ABBYY Lingvo x5). -

Om nompebiaeHusi HEKOMopblX NpodyKmos, KakK U OT KypeHHUs, MOXKeT
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NOSABUTbCA 3yOHON HazneT / Hekomopwle npodykmbl, Kak U KypeHHe, MOTYT

SIBUTBHCSA IPUYMHON 3yOHOT0 HajleTa.

(8) That whole-wheat flour bakes wonderful bread (Levin, 1993, p. 82). - U3
Ye/bHO3epHO8ol MyKu ToJydaeTcs / TeKyT 3aMedyaTesibHbIA Xxs1e6 [

* ueﬂbH03epH0861ﬂ MYKdA BbIII€KAET 3aMeyvaTesIbHbIN XJIe0.

B JlaHHOU rpymnme BbICKa3blBaHUU noJiexxaliee BbIPaXXeHO
CYLeCTBUTEJbHBIMY, O000O3HAa4YalLUMHA HeoAylUIeBJeHHble CyOCTaHLIMH, KOTOpbIe
npeAcTaBJeHbl KaK CpeJCTBO OCYLeCTBJEeHUS AeUCTBUA. JJaHHBbIA THUN CyObeKTa He
o6s1alaeT mNpHU3HAKaMU BOJIUTUBHOCTM U KOHTPOJIMPYEMOCTH, CBOMCTBEHHbIMU
VCKJIIDUUTENbHO areHcy gelcTBus. [IpyusHak ke aKTUBHOCTU TpaHCHOPMHUPYETCH B
npu3HakK «rnceBgoakTuBHOCTU» (Kobrina et al, 2007, p. 223) - cy6beKT CBOMCTBaA
npeJCcTaB/seTCs KaK abCTparMpoBaHHbIA OT KOHKPETHBIX JeNCTBUU CyO'beKTa, MO
KOTOPBIM OH XapaKTepHU3yeTcs U KOTOPble pacCCMaTPUBAIOTCSA KaK He JIOKaJIM30BaHHbIE
BO BpeMeHM U InpocTpaHcTBe. TakuM 06pa3oM, eJUHCTBEHHBIM NPHU3HAKOM TaKOIO
CyO'’beKTa, ONpeJessIoIIUM €ero MPUHAAJIeXHOCTb K OOLlell KaTeropuu cyo'beKTa,
SIBJISIETCSI CBOMCTBO KpeamueHocmu npedukamu8HO020 NpU3HAKA, 4YTO MO03BOJISET
OTHECTU [JaHHBIA THUN CyObeKTa U €ero s3bIKOBYI pelnpe3eHTALMI0 B BHU/JE

nojJiexauero K nepudepuiHbIM 3JIeMEHTAM pacCMaTPUBaeMbIX KaTeTOpUH.

[Ipy mepeBojie TakKUX MNpPeJJIOKEHUN CeJyeT YYUTbIBATb MepudpepruiiHOCTh
CyO'beKTa, MpeACTaBJeHHOr0 KaK HWCTOYHUK CBoMcTBa. B BbickaspiBaHuU (5)
npeAuKalKsi, pealM30BaHHAs B aHTJIMHCKOM MpeJJIoKeHUH, TlepelaeTcsl Ha PYCCKUM
S3bIK NpPU TMOMOIM 6e3JIMYHOM TIJIaroJibHOM KOHCTpPyKUuU. [lpu mnepeBoje
BbICKa3bIBaHUA (6) KOMUpYyeTCcs MOBEPXHOCTHAs CTPYKTypa opurvHana. Cy6bekT
npeavkanuu B npumepe (7) (some foods) B pycckoM BbICKa3blBAHUU COOTBETCTBYET
JIN60 CyO'bEKTY-UCTOYHUKY CBOMCTBA, 3aHUMAWOIIEMy B NPEAJOXKEHHUU MO3UIUI0
nojJjiexalero, Ju6o npuobpeTaeT 06'b€KTHO-0O6CTOSATENbCTBEHHY0 MHTEPIpPEeTAaLUI0
Y BbINOJIHSAET QYHKIUIO BTOPOCTENEHHOTO YieHa. [IpesyioxkeHue (8) M0OKHO nepeBecTH
Py MOMOILM NaCCUBHOW WJIU HeollpeZieJIeHHO-JIMYHON KOHCTPYKLUHUU. TakuM o6pasoM,
CyO'bEKT B aHIJIMMCKOM BbICKa3blBaHUH, MIpe/CTaBJeHHbIN KaK abCTparupoBaHHbIN OT
KOHKPETHBbIX areHTUBHbIX (QYHKLMUNA, B pPYyCCKOM BapUaHTe IepeBoJa IOJydyaeT
COOTBETCTBYIOllee IMpeJCTaBJeHUe yxe C Yy4€éToM 6oJiee LIMPOKOro JuanasoHa

CUHTAaKCH4Y€CKHX CTPYKTYP, KOTOPbIM pacroJjiaraeT pYCCKI/Iﬁ A3bIK.
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B cienyrouielt rpynne npuMepoB NoJJiexallee BbIpaXKeHO CyLeCTBUTEIbHBIMH,
0003HaYaKIUMHK OyllIeBJeHHblEe UJIU HeOoAylleBJIeHHble 00bEKThI, Ipe/iCTaBJeHHblIe
B BbICKa3blBaHUM KaK OOBEKThl Kay3auuu. [Ipy 3TOM CyObeKT-Kay3aTop B JJaHHBIX

KOHCTPYKIIMSIX OTCYTCTBYET, HO IIpeAoJiaraeTcs.
B.
(9) These apples cook well (ABBYY Lingvo x5). - Imu s16.10ku XOpo1110 TOTOBUTb.
(10) Whales frighten easily (Levin, 1993, p. 5). - Kumos nerko Hanyrarhb.

(11) Idaho potatoes bake beautifully (Levin, 1993, p. 244). - Kapmogeab copma

«atidaxo» XOpoIlo 3aNeKaThb.

(12) Some kinds of wood split easily (Kobrina et al.,, 2007, p. 232). - HekoTopsie

copma ap€6€CUHbl JIE'KO KOJIOTb / JIETKO KOJIIOTCA.

JlaHHble TpeJAJIOXKeHHs ONHMCHIBAIOT CBOMCTBA CyO'beKTa, B OCHOBE KOTOPBIX
JIeXXaT OJHOTHUIIHble KOHKpeTHble [eHCTBUS, pacCMaTpuBaeMble TOBOPSIIMM Kak
JIeICTBUS PEeryJsipHOrO xapakKTepa U XapaKTepHble [Ji CcyO'beKTa BCe[CTBUE
IPUCYIIUX €My OINpeAeNEéHHbIX (U3UYECKUX / XMMHUYECKHUX CBOMCTB, NPU 3TOM

CyO'bEKT-UCTOYHUK CBOMCTBA BBICTyIIAeT B POJIM 06'beKTa Kay3aluH.

MOAE.}Ib nepeBoaa AAHHBIX BbICKa3bIBaHUM MOX>KHO npeacCTaBUTh B CJleAyIOlleM
BU/E!: «O00O'BEKT Kay3alluHy, Bpra)}{eHHbII;'I CylmieCTBUTEJ/JIbHBIM B POAWTEJ/IbHOM IIaJ€xXe,
BBICTYIIAalOLIEeM B pOJIX AOINOJIHEHHUA + OJ€HOYHO€e Hape4yHne + I/IH(l)I/IHI/ITI/IB, KOTOprI‘/JI B
CO4Y€TaHHMHU C OLEHOYHbIM Hape4dYuem (XOpOLUO, J1e2KO H T.A.) o6pa3yeT CJIOXKHOE

COCTaBHO€ CKa3yeMoe».

O6e paccmoTpeHHble rpynnbl npuMepoB (A u B) npepgcraBasooT cob6oi
Npe/iJIO’KEeHHs C OJJTHUM U TeM Ke TUIIOM Cy6beKTa — CyO'beKTOM CBoMcTBA. [Ipy aToM B
paMKaxX OJHOTO U TOTO Ke THIAa MOXHO BBIJIEJIUTh PA3/IM4Us B YUC/IE U XapaKTepe
BbIpaKaeMbIX XapaKTEPUCTHK, CBOMCTBEHHBIX KAaTeropuu CyO'beKTa. ITH Pa3JIUdHs
HaXO/JAT OTPa’KEHHEe B Pa3/IMYHBIX CIOCO0ax sI3bIKOBOW perpe3eHTAlMH CyO'beKTa B
BUJle TOJIJIeXKAllero M, COOTBETCTBEHHO, CIOC06aX ero nepeBojia Ha PYCCKHUM S3BIK.
PaccMoTpuM NpU3HAKH, BbIpa)kaeMble PACCMOTPEHHBIMH CyO'bEKTaMH CBOMCTBA,

noJijpoGHee.
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UTak, B npezjioKeHUSIX 00eHUX TPyNIl CyO'beKT MpeJCTaBJeH KaK HMCTOYHUK
ceocTBa. OZlHAaKO BBICKA3bIBAaHWUA TpyNNbl A BHOCAT IpeJjCTaBJeHHE O TOM, YTO
CyObEKT BBICTYNAET B KAUECTBE CPEJICTBA OCYIECTBIEHUS JIENCTBUS, XOTS U SABJSETCS
abCcTparupoBaHHbIM OT KOHKPETHbIX areHTUBHbIX QYHKLUUW U He BBICTYyMaeT KakK
OAylIeBJEHHbIN JeATesb. B mpepsoxeHusax rpynnbl B cy0beKT mpejacTaB/eH Kak
00beKT Kay3aluuh. TakuM 00pa3oM, CyObEKTbl MEpPBOW TpPyNIbl BbICKa3blBAHUH
OKa3bIBalOTCSA JIeXKallUMU OJIMKe K NPOTOTUIlY [0 CPAaBHEHHUIO C CyO'beKTaMU BTOPOU
TpYIbl, TaK KaK 006/1ajal0T OOJBLIMM KOJHWYECTBOM MPOTOTUMMYECKHUX MPU3HAKOB
(mposiBASIIOT GOJIBLIYI0 AaKTUBHOCTb) U, CJIe[OBAaTeJIbHO, pacnojiaraloTcs OJnxke K
CyObeKTy-areHCy B CTPyKType KaTeropuu. ComocTaBJisii PYyCCKHe BbICKa3blBaHUA,
NoJIyueHHble B pe3yJibTaTe INepeBoJa NpeasoeHUW rpynn A u B, 3ameTtuMm, yTto B
KayeCcTBe TIepeBO/ia BbICKA3bIBAHWU MepPBOM TIpyNNbl B HEKOTOPbIX CAydasx
JIONYCKAITCS JIBYCOCTABHble KOHCTPYKIUH, MOBEPXHOCTHAs CTPYKTypa KOTOPbIX
HOBTOPSIET CUHTAKCUYECKYI0 CTPYKTYPY aHIJIMHCKOIO MNpeAJIOKeHUS C CYy6beKTOM
CBOMCTBA B MO3UIMM MoJyiexallero. [Ipu nepeBoje BbICKa3blBAaHUK BTOPOUM I'PYMIbl
MCXO0/IHasl CyO'beKTHas MpeJuKalus MOXET ObITh NepeJlaHa MPU MOMOIIM MacCUBHOMU
WM Oe3/JIMYHOW TIJIaroJIbHOM KOHCTPYKUMHU (BblpaxkaeMasi TaKUM Oe3JIMYHbIM
npeaJioXKeHHEeM JIoTU4ecKas NnpeAuKanys He 6ecCcyObeKTHa — CYO'beKTOM JeWUCTBHS,
BbIP@XXEHHOT0 T[JIaroJaMyd 20Mmoeums, Hany2ams, 3anekams, KO0/A0mb BbICTyNaAET

4YeJIOBEK — npe,anonaraeMbIﬁ CY6'I:>€KT KaYBaL[I/II/I).

Ocoboe MeCcTO B CUHTAKCHCe NPe/JIO)KEHNA 3aHUMAIOT aHTJIMHCKUE CTPYKTYPHI €
dbopmanbHBIM noasexaluM it: It is raining; It is getting dark; It is necessary that |
phone him. Takue aHIr/IMHCKUMe BBICKAa3blBAHUA OOJIBIUIMHCTBOM HCCJIe/loBaTesel
TPaKTYIOTC KakK OecCcyObeKTHble (Cp., HanpuMep, HWHTepHpeTalMUI0 pPYCCKUX
BbICKa3blBaHUMW Tuna TemHeem. Temuo. B (Pevneva, 1996, p. 3), corjiacHo KOTOpOH
CyO'b€KTOM JIaHHBbIX BbICKa3blBaHUM fBJIAETCA JIOKAaTUB, 4YTO, KaK CIpaBeJJ/IMBO
orMeuaeT O. A. CysieliMaHOBa, «TPYAHO COTJIaCyeTCs C UHTYUTUBHBIM Mpe/iCTaBJeHUEM
0 cyobekTHOCTU» (Suleimanova, 2000, p. 15)). Pycckue 6e3nnuHble CTPYKTYpbl He
MMEIOT MPSIMOTO KOppeJisiTa B aHIVIMMUCKOM s3bIKe U, C/Ie[J0BaTeJIbHO, MOTYT BbI3bIBaTh
onpe/ieJieHHble TPYJHOCTH MpU nepeBoje. [lelCTBUTE/IbHO, B JIOTUUECKON CTPYKTYpe
npeaJoKeHU Ttuna B komHame menso; TemHo;, Beuepeem OTCYyTCTBYeT CYyOBEKT, B
CUHTAKCHUYeCKOM — noJyiexallee. B To xe BpeMs JaHHAs CHHTaKCUYecKasl MO3ULUs 110
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6eccyO'beKTHOM TIJIaroJibHOM TMNpeJuKallMi Ha aHIJIMACKUW $fI3bIK 3alO0JIHSAETCS

dopMasibHBIM MO/IJIEXKALUM, BBIPQKEHHBIM 6€3JIMYHBIM MECTOMMEHUEM it.

[l UHTepHpeTalUu PYCCKUX OE3JIMYHBbIX MoJesied o4YeHb 3QPeKTUBHBIM
OKa3blBAaeTCsl NOHSTHE «HOCUTEeJb MpPEeJAUKAaTHUBHOTO NpU3HaKa», BBeJeHHoe A. B.
Bonpapko (Bondarko, 1992, pp. 54-56) B cBfI3W Cc paccMOTpeHHEM NpPOOJIEMATHKH
CyObeKTHO-IPEIUKaTHO-00'beKTHBIX OTHOWleHUH. [log HocuTeseM mNpesUKaTHBHOTO
NpU3HaKa MOHUMAaeTCAd «CyOCTaHLMS, KOTOPOW MNPUNMUCHIBAETCA MpeJUKaTHBHBIN
npusHak» (Bondarko, 1992, pp. 54-55). [log naHHOe NoOHsAATHME NMOANAAANT €JUHUILbI,
BBINOJIHAKLHE QYHKIUIO IPeJULUPYEMOr0 KOMIIOHEHTA CHHTAKCUYECKOW CTPYKTYpbl
npeaJioXKeHHs, KOTOPOMY B aKTUBHBIX KOHCTPYKLIUSX COOTBETCTBYEeT CEMaHTHUYECKUH
CyObeKT, a B MAaCCMBHBIX — 00BbeKT. TakuM 00pa3oM, HOCUTeJb MNpeJUKAaTHBHOTO
NpU3HaKa TMpeJCTaBJaseT COO0M CUHTAKCUYECKYyl0 CYyOCTaHIMI0, B KOTOpOH
pa3rpaHUYUBAIOTCS M COOTHOCSTCS CTPYKTYpPHble U CeMaHTHYecKue (QYHKIUH,
CBSI3aHHble C TeMH WJIM HUHBIMH CpeAcTBaMH (opMasbHOrO BbIpakeHUs. Takas
TPAaKTOBKa JAHHOTO MOHSTHS MO3BOJISET, HAPUMED, PELIUTh BOMNPOC O 3aJI0rOBOU
NPUHAJJIEXKHOCTH  psAfa KOHCTPYKIMHM, KorJa TNOHATUSA  MOJJeXxallero u
CEMAaHTUYECKOTO CyO'beKTa OKasbIBaloTCs HegocTaTouHbiMU (Bondarko, 1992, pp. 56-
57). bBosiee ToOro, BBeJeHHE TOHATHUS HOCUTEJS MpPeJUKATUBHOIO MpPU3HAKA
«[103BOJISIET COXPAaHUTb NOHATHE MOJJIeKallero B ero OObIYHOM, He pacUIMpEeHHOM
ToJiKoBaHuMU» (Bondarko, 1992, p. 60) 4, TeM cambiM, HM36eXaTb BO3HUKHOBEHUS
JIBOWUCTBEHHOCTH W yTPaThl ONpe/eIEHHOCTU JaHHON KaTeropuu — Cp. NpeaJsioKeHus
tuna Omyy He pabomaemcs; Emy x0400HO, KOTOpble TPAKTYIOTCS B psjie paboT Kak
CTPYKTYpbl C MNOJJIeXalluM, HMeWIMM HeHOMHMHAaTHBHOEe BblpaxkeHUe (Zolotova,
1982). Utak, roBopsi 0 HEO6XOUMOCTHU BBeJleHUsI MOHATUS HOCUTEJIS IPeIUKAaTHUBHOIO
NpU3HAKa B CBAI3U C IPOOJIEMAaTUKON CYyO'bEKTHO-NIPEeJUKATHO-00'b€KTHBIX OTHOLIEHUH,
MOXKHO BbIIEJIUTH CJeJyIol1e 3Ha4UMble NMOJIOXKEeHUsI: 1) JaHHOe MOHSTHE MO3BOJISIET
MO/JBECTH 1eJIbIA PsiJi CUHTAKCUYECKUX $BJEHUW I0J] HEKOTOpoe 0OoO6Iatolee
pO/I0BO€E MOHSATHE, OXBAThIBAIOIlee HAPAAY C MOAJEXKAIIUM U APyTHe NpeaulupyeMble
KOMITOHEHTbI CHHTAaKCUYECKOW CTPYKTYpPbI MPeJIOKEeHUsI — pelpe3eHTal[ii HOCUTeIs
NpeAWKAaTUBHOTO TMpH3HAKa; 2) JaHHOe [IOHSITMe OKa3bIBAeTCd O0COOEeHHO
3pdeKTUBHBIM MpPU aHa/IK3e OecnojjeKalllHbIX CUHTAKCUYEeCKUX KOHCTPYKLHH, B
COCTaBe KOTOPBbIX UMeeTCsl JApyrasg CTPYKTypa, BbINOJHSAWOIAA (YHKLUIO HOCUTEJS

npeavKaTuBHOro npusHaka (Bondarko, 1992, p. 64).
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Takum o06pa3oM, pycckue 6e3/IMYHbIEe MPEAJOKEHUs TUNA B komHame capko,
peasu3ylouide NPOCTPAHCTBEHHYH MOJeJb, HE COZepXKaT B CBOEH CHUHTAKCU4YeCKOH
CTPYKType Bepba/bHO BBbIPAXKEHHOTO TMOJAJeXalllero, HO MMEKT B JIOTUYECKOHU
CTPYKType NpeAuKalUM HOCUTE/b MPEeJUKAaTHUBHOTO MPH3HAKA, COOTBETCTBYIOLUN
NpPOCTPAaHCTBEHHOMY KOMIIOHEHTY BbICKa3blBaHUd. [lpu nepejavye  JaHHOU
6eccyO'beKTHOM NpeJuKalMd Ha AaHIJIMACKUU $3bIK MCIOJb3YIOTCS aHIJIMHCKHUE
CTPYKTYypbl C ¢OpMaJbHBIM NOJJIeXalUM it, KOTOpOoe, KaK NpeACTaBJfAETCH, U
COOTBETCTBYeT HOCHUTEJII0 NPEJAUKAaTUBHOIO MpPHU3HAKA, IOJYYHUBILIETO SA3bIKOBYIO
penpeseHTalMl0 B paMKaX aHIJIMACKOrO NpeasoxeHUs. /laHHyI penpe3eHTalulo
HeoOX0JMMO NpPU3HATh paCHOJIOKEHHOW Ha mnepudepur Kjacca CUHTAKCUYECKUX
3JIeMEeHTOB-peNpe3eHTaHTOB HOCHTeJISl NMpeJAUKaTUBHOrO npu3Haka. HTepnpeTrayus
dbopMasibHOTO MoOjAJIeXallero it B KauecTBe HOCUTeJSl MpPeJUKAaTHBHOTO MpPH3HAKa
corjacyercda ¢ TmoHUMaHueM A. B. DBOHZapko o0 CTPYKTYpHOM HOCHUTeJe
npeAHMKAaTUBHOTO NPU3HAKA, 0] KOTOPbIM «UMEETCSl B BUAY HOCUTEJIb CTPYKTYPHOTO

(ckazyeMocTHOro) npusHaka» (Bondarko, 1992, p. 55).

WTak, B paMKax HacTOslleld CTaTbWM OBLIM pacCMOTpeHbl: 1) NPUHATHIA B
COBPEMEHHOM JIMHIBUCTHKE MPOTOTUIMYECKHUU IMOAX0J, K H3YYEHHUI0 KaTeropuu
cyO0'’beKTa; 2) npobJjieMa HHTepHIpeTaluy NOHATHUS CyO'beKTa U pa3rpaHUYeHUs] TaKUX
CMeXHbIX IOHATHUH, KaK CyO'beKT, NoJJjiexalliee, HOCUTe b IPpeJMKaTUBHOIO IPU3HAKa;
3) HekoTOpble NepudepriiHble TUIIBI CYO'BEKTOB, IOTEHIIMAJBHO CIOCOOHBIE BbI3BATH
60JsibLIMe TPYAHOCTU IPU NepeBoJie, HeXeJNn NMPOTOTUIIMYECKUe; 4) HCIoJIb30BaHUE
HNOHATUSA HOCUTEJISI IPeAMKAaTUBHOI'O NPHU3HAKa NPU aHaJ/IU3e PYCCKUX U aHTJIMHCKUX

6e3JIMYHbIX MO/JeJIEN.
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