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EDITOR’S PREFACE

Thilisi State University in Georgia hosted a truly significant event in June, 2016. Man¥
scholars and school instructors from six continents gathered there to participate in the 11
Congress of the International Society of Applied Psycholinguistics (ISAPL). The event called
Applied Psycholinguistics and Ecology of Language, Culture and Society showed a real potential
of psycholinguistics to build intercultural bridges by fostering international contacts and
cooperation among researchers, teaching staff who work in the field, and entrepreneurs and
governmental officers who are interested in the scientific outcomes of the ISAPL Congress.

This first 2016 volume that includes fourteen contributions by the authors from Bangladesh,
Botswana, China, India, Iran, Norway, Sweden, Ukraine, USA embraces the cutting-edge topics
of the ISAPL Congress. The most popular topic in the current journal issue is psycholinguistics of
first and second or foreign language acquisition. Native tongue, EFL and ESL themes are
discussed by Svitlana Buchatska, Olena Zarichna from the Mykhailo Kotsiubynskyi State
Pedagogical University of Vinnytsia (Ukraine); Melisa Grabovac from the Stockholm University
(Sweden) and Oleksandr Kapranov from the University of Bergen (Norway); Taichi Yamashita
and Hsiao Hsuang Hung from the Texas Tech University (USA); V. Kavitha and Padmasani
Kannan from the Dr.M.G.R. Educational and Research Institute University (India); Shafinaz
Sikder from the BRAC University (Bangladesh); Javad Ahmadi Fatalaki from the Allameh
Tabataba'i University (Iran) together with Runhan Zhang from the Central University of Finance
and Economics (China). An important part of the education philosophy in the field of
psycholinguistics is introducing readers to genuine translation studies research, undertaken by two
Ukrainian scholars, Tetiana Andriyenko from the Taras Shevchenko National University of Kyiv
and Taras Shmiher from the Ivan Franko National University of Lviv, who offer cognitive
perspectives to the solution of translation problems. A psycholinguistic and discourse analysis
toolkit of verbal and pictorial units in media and communication is applied by Oleksandr Kholod
from the Kyiv National University of Culture and Art (Ukraine); Valentyna Ushchyna and Larysa
Makaruk from the Lesya Ukrainka Eastern European National University (Ukraine). Zoriana
Matsyuk and Maria Fenko from the same institution suggest an original approach of fairy tale
therapy for the speech development in pre-school children. Olusegun Emmanuel Afolabi from the
University of Botswana gives an overview of clinical psycholinguistics approaches to attention
deficit hyperactivity disorder (ADHD) in children.

For better visibility and collaboration, the articles are published in open access on the
journal site: http://eepl.at.ua, and deposited both in the scientific electronic archives of the
European  Union: https://zenodo.org and in  the EENU  Publishers  repository:
http://esnuir.eenu.edu.ua.

We are very thankful both to the authors and the reviewers who invested their time and
efforts in the volume production, evaluation and knowledge sharing process. We strongly believe
that the research outcomes and goals achieved by the international team of the authors will be a
valuable contribution to better understanding the ecology of human linguistic and cultural
relations in today’s rapidly changing society.

References
1. 11" Congress of the ISAPL 2016: Applied Psycholinguistics and Ecology of Language, Culture
and Society. Thilisi State University. Retrieved from: http://isapl.tsu.ge.

Serhii Zasiekin,
ISAPL member
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ARTICLES

A DEVELOPMENTAL PERSPECTIVE TO ATTENTION-DEFICIT
HYPERACTIVITY DISORDER (ADHD) IN CHILDREN

Olusegun Emmanuel Afolabi
afol3@yahoo.com
University of Botswana, Botswana
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Abstract. The debate about diagnoses and treatment of attention deficit hyperactive disorder
(ADHD) in children continue to range on between the developmental and biological perspectives.
While there is increasing evidence that support the biological susceptibility of the disorder, a
number of researches also emphasized the significant effect of environment on the syndrome. This
study used developmental perspectives to evaluate and bring together various bio-psychosocial
factors that impact on children diagnosed with ADHD. The study explored and integrated the
existing and advancing study on ADHD to a more refined pattern that embraced developmental
perspectives. The study also discussed how the linkage in childhood ADHD fits within the
developmental psychopathology perspective. The study revealed that ADHD as a developmental
disorder is influenced by prenatal, biological and psychosocial environmental risk factors, and
suggested that better understanding of genomic susceptibilities, family environment and parental
characteristics would transform the pathway for development of ADHD in children

Keywords: attention deficit hyperactive disorder, developmental perspectives, childhood
disorder, genetic factors, environmental factors

Adoaadi Oayceryn Emmanyenb. BikoBuii minxig 1o rinepakTuBHOro posiaagy Ta
nedinuty yBaru (F'PAY) y airei.

AHorania. CbOrogHi TpUBAIOTh CYNEPEUYKH II0AO0 JAIaTHOCTUKM Ta JIIKYBaHHS
rinepakTuBHoro posnany 3 aedimurom yBaru (I'PIY) y miteit. ¥V crarti mpoananizoBaHO IBI
MO3MIIi{, III0 HAMararThcs MOSCHUTH L€l HEBPOJIOTIYHO-TIOBEAIHKOBUH po31a]] po3BUTKY. OnHY 3
HUX TOB’S3yIOTh 13 IPOIIECOM PO3BUTKY JUTHHHU, a 1HIIY 3 O10JI0T1YHUMH OCOIMBOCTSIMHU. Y TOH
qac AK 3’SBISIETbCA Jeali Oinblie TOKa3iB Ha KOPUCTH OI10JOTIYHHUX BHUTOKIB po3naay, Oarato
JOCITITHUKIB TAKOX IMiJKPECIIOIOTh ICTOTHUH BIUIUB CEpeAOBUINA Ha Ll CUHApOM. JloCiKeHHS
CIMPAEThC Ha BIKOBI MO3MII{ 3 METOI OLIHKM Ta IHTErpyBaHHsS PI3HUX O10ICHXOCOLIATIBHUX
YMHHMKIB BIUIMBY Ha Jited 3 ['P/lY. BuBueHnHs BpaxoBye TpanuuiiiHi Ta HOBI norisiau Ha ['PJIY
JUIsi oOyMOoBM BiKOBOi Mojeni. BucBiTieno mnutanHs mnpo 3B's3ok [PJIY Ta BikoBoio
MICUXOIATOJIOTI€0 JiTel. YcTaHoBieHo, mo ['PJIY sk BikoBuil posnan nepeOyBae MiJ BILIUBOM
nepeApoa0BUX, 010JOTIYHUX Ta TICUXOCOIIaTbHUX YHHHUKIB PU3UKY cepeIoBHUIa. ABTOp yBaXae,
10 TJINOIIEe PO3YMIHHS F€HETUYHUX CXMJIBHOCTEH, XapaKTepUCTHK CiM’1 Ta OaThKIB 3/1aTHE BHECTH
3MiHu a0 nepebiry I'PAY y nitei.

Knrouoei cnosa: cinepaxmugnuii posnaod 3 oeghiyumom yeasu, 6iK08i nioxoou, Oumsyuil
po31a0, 2eHemu4Hi YUHHUKU, YUHHUKU CEPe0osuLa

1. Introduction
Attention-Deficit/Hyperactivity Disorder (ADHD) is a severe childhood
disorder that affects many facets of human being, particularly young children

© Afolabi, Olusegun Emmanuel. (2016). East European Journal of Psycholinguistics, 3(1), 8-22. DOI: 10.521/zenodo.60085
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populace (American Psychiatric Association, 2000) and has been a subject of
intensive research for decades (Barkley, 2006). While studies over the years
demonstrated the advancement made on ADHD, the intense interest on the disorder
continue to produce a number of empirical data on etiological factors, complex
genetic and the neurobiological variables that underline it, particularly, the
developmental causes and treatments that are relevant for diagnosing the disorder in
children. For example, studies like molecular and behaviour have long offered
considerable suggestions to support the significant effect of genetic factor on
ADHD. (e.g., Kuntsi, & Stevenson, 2000; Sunohara et al., 2000). Additionally, a
quite number of models were proposed to address the syndrome, particularly on
children’s cognitive deficiency (e.g., Berger & Posner, 2000; Sergeant, 2000).
However, contrary to the progress reports on bio-cognitive development, the theory
on social and relational features of the syndrome remains stagnant, as general
consensus showed multiple casual pathways, with environmental factors primarily
labelled as ameliorating the symptom in children ( Sonuga-Barke, Auerback,
Campbell, Daley & Thompson, 2005).

Although research on family of children with ADHD continue to be
acknowledged, (e.g., Sonuga-Barke, Auerback, Campbell, Daley & Thompson,
2005), the debates about children diagnosed of ADHD, particularly, its occurrence
and origin continues to range on. More disturbing is the fact that developmental
conceptualizations of the syndrome in children and adolescence have been
neglected. Specifically, the clinical and social effects of the symptom have been
waned, to say the least downplayed in most literature. This made it hard for
practitioners and families of children diagnosed with ADHD to cope with its
challenges, and projected the problems and discriminations experienced by families
and children with ADHD an important issue for consideration. Therefore, much is
desire on influence of the gene-environment interactions on socio-cognitive
development of children diagnosed of ADHD.

2. Methods and objectives

This study provides a brief overview on the social and clinical factors
associated with children diagnosed with ADHD, and uses developmental
perspectives to evaluate and bring together various bio-psychosocial factors that
impact on their development (e.g., Rutter & Sroufe, 2000). To achieve these
objectives, this study examines and integrates the existing and advancing study on
the ADHD to a more refined pattern that embraced developmental perspectives.
Also, the study organized into sections, the clinical and social factors related to
childhood ADHD and explained how these factors influenced -children’s
development. Finally, the study discussed how linkage in childhood ADHD fits
within a developmental psychopathology perspective and makes recommendations
for future research.

3. The study

3.1. Scientific status of attention deficiency hyperactive

ADHD is multidimensional disorder that exacts a significant effect on
individual and society. This disorder has negative impact on families, as well as

9
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academic and vocational outcomes of vulnerable children (Biederman et al 2004).
As the most generally diagnosed neurobehavioral illness in children, the disorder is
mostly treated with stimulant and non-stimulant drugs (United States, 2003, & 2007;
Pastor, & Reuben, 2008). Even though the exact causes of the ADHD are still
unknown, past and present research confirmed the significant effect of genetic and
environmental factors on the disorder (Nigg, Nikolas, & Burt, 2010, Thapar,
Langley, & Asherson P, 2007). Besides, research on ADHD emphasised more on
the period of birth by establishing a strong correlation between period of birth and
children psychological and behavioural disorders (Tochigi, Okazaki & Kato, 2004),
This is in contrast with several other disorders where a reliable seasonal form is yet
to be established. (Atladottir, Parner , & Schendel, 2007; Hauschild, Mouridsen, &
Nielsen, 2005).

As an unsatisfactory umbrella term, ADHD is applied to children with broadly
differing temperaments and functional problems in school, home, and social
settings. This group of children shared certain core features, such as limited
sustained attention span, poor impulse control, and motor over activity. They also
developed abnormal syndromes, such as severe development, distraction and
thoughtlessness that cause severe impairment in their learning (Hauschild, 2005).
Research on ADHD also showed a strong genetic orientation on the disorder. For
example, the inattentiveness aspect of the disorder is documented as fantasizing,
distractibility, and associated with problems, such as lack of concentration on
specific task for a lengthy period, while the hyperactivity element of the syndrome
Is pronounced as fidgeting, unnecessary talking, and restiveness (Faraone, Perlis,
Doyle, Smoller, Goralnick & Holmgren, 2005). The signs of ADHD are also
predisposed to accidents, strain interpersonal relationships, disruptions and improper
conduct. However, apart from its association with clinically oriented disorder in
children, ADHD also linked to characteristics in adulthood, such as drugs and
alcohol misuse; socio-cognitive disorders; disruptive conduct and delinquency
(Thapar, Langley, O’Donovan, 2006).

Despite the above illustrations and evidences, the developments of ADHD
remain debatable, as the causes of the symptom pointed toward multidimensional
perspectives and linked to children and adults mental health, (Thapar et al, 2006).
This further shows the effect of genetic factors on its development. It also shows
that its relations with ecological risk variables are complex. Based on this foregoing,
there is a need to ponder on the evolving nature of the symptom and the differences
in the phenotypic indicator, particularly, the influence of ecological factors on
childhood ADHD (Thapar et al, 2006).

3.2. Diagnosis consideration of ADHD

Research in the last 60 years has witnessed the use of several terminologies for
attention deficit— hype reactivity disorder (ADHD). Some of this terminology
includes: hyperkinetic impulse disorder, minimal brain dysfunction, hyperactivity,
attention deficit disorder. However, the core characteristics of the disorder are
Inattention, impulsivity, and hyperactivity and affects about 4 % of all children.

10
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Besides, the signs of the syndrome are more noticeable in young people and vary
between 3 to 11% or more (Berger, 2011, Childress & Berry, 2012). However,
despite its occurrence in young children, the origin of the disorder is yet to be
identified. This difference in expression revealed the diverse conceptions of the
primary symptoms and its assumed fundamental pathophysiology.

Literature on ADHD revealed that the prospect of finding a diagnostic
indicator for the disorder is not achievable. This is due in part, to the nature and
complexity of the syndrome (Baumeister, & Hawkins, 2001, Zimmer, 2009).
However, research identified three subtypes of ADHD and each of this subtypes
were differs on symptomatology. For example, for a child to be diagnosed of
ADHD, and labelled with particular subtypes, he/she must display 6 symptoms for a
period of 6 months. Although achieving such diagnostic criteria is difficult, this
method is used as a bench mark for diagnosing the disorder in children. Children
diagnosed with ADHD also showed some degree of functional impairment in
multiple settings (Berger, 2011, APA, 2013). However, due to the parallel
characteristics of the disorder, the comorbidities, such as anxiety disorders and
ODD, influenced its sub-type in children.

While the criteria listed in DSM-V for ADHD is more or less broader over
DSM-IV-TR, the issue of sex differences in children hyperactive disorder continue
to range on (Berger, 2011, APA, 2000). For instance, male child are 3 times
potential of having ADHD and display hyperactive behaviour or combination of it,
than female child, (Childress, & Berry, 2012). Also, females are more expected to
display predominantly absent-minded subtype and suffer from mental impairment
and eating disorders (Trent, & Davies, 2012). Further, there is higher sense of
aggressiveness and abuse of law among male than female diagnosed of ADHD
(Trent, & Davies, 2012). On the basis of this assumption, it is imperative for
professionals working with children diagnosed of hyperactive disorder to be
consciously aware of its sexual and developmental variances. This would prevent
over-or under diagnosed of the disorder in children. Furthermore, there should be
proper analysis and assessment of parents and teachers reports, so as not to mislabel
the underline disorders (Dopheide, 2005, Rader, McCauley, & Callen, 2009).

3.3. Etiological model of ADHD

While it was established that the main aetiology of ADHD is unknown
(Sonuga-Barke & Halperin, 2010), it is important to understand its aetiology and
other associated disorders that relates with the syndrome. This would help clinicians
to identify the interactions between the genetic and environmental factors and how
they increase vulnerability in young children. The process would also offers a way
out for the heterogeneity of the disorder in a meaningful manner, as research
showed lack of systematic incorporation of the findings across multiple levels of
analysis (e.g., Coghill, Nigg, Rothenberger, Sonuga-Barke, & Tannock, 2005;
Sonuga-Barke & Halperin, 2010). Therefore, etiological models on ADHD
emphasised the impacts of genetic and environment factors; their correlations and
interactions; influence on brain composition and function, and the mediating role on
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the symptom expression, As a result of these challenges, more investigation is
needed to create a clear relationships between supposed fundamental genetic and
neural processes, and the behavioural manifestations of the disorder. This would
increase and encouraged new and effective treatments (biological and non-
biological), and offered necessary information on the framework that supports the
management of ADHD particularly, in hypothesising, diagnostic of boundaries and
current arrangement of the illness.

In addition, the hypotheses for reducing brain function in children diagnosed
of ADHD were grounded on several observations that reduced the volume of gray
and white matter in the brain. This causes shortfalls in cognitive processing,
responsiveness, motor planning, speed of processing responses, and other related
behaviour in the disorder (Cortese, 2012). Though, prefrontal cortex (PFC),
caudate, and cerebellum were the primary source of shortfalls in children diagnosed
of hyperactive disorder, this was formed by different neurons that together, regulate
attention, thoughts, emotions, behaviour, and negative actions in children (Arnsten,
& Pliszka, 2011, Kesner, & Churchwell, 2011). Poor development of PFC11
reduced the activity of the PFC, caudate, or cerebellum (Arnsten, & Pliszka, 2011).
The system activity between the regions is “subtle to the neurochemical environs,”
(Arnsten, & Pliszka, 2011) and sustained by the combination of neurotransmitters
(NTs), dopamine (DA), norepinephrine (NE) and multiple receptors (Arnsten, 2007,
Robbins, 2003).

Etiological model also identified aggressiveness, impairment and other
related problems, (i.e., antisocial conduct) as the key goals of the symptom in
children. Though, medication was identified as a way of reducing hyperactive
disorder in children, its long-term supports for the broader outcomes of ADHD are
yet to be established. These underscore the importance of identifying the genetic-
environment factors that caused the negativity and impairment in children with
ADHD, and provide answer to the growth of active risk decline tactics in the long-
term management of the disorder. Based on this aforementioned, it is imperative for
research to focus on understanding the genetic and environmental risk factors that
associated with ADHD, as well as the clinical characteristic that projected the
outcomes of the disorder in children. This would target resources and monitor
children at risk of adverse concerns.

3.4. The need for a new model on ADHD

A decade of scientific study on ADHD has highlighted the need for a new
theory that explains the syndrome; as ADHD is confirmed as a disorder particularly,
in respects to its basic nature. Most research on the ADHD is more or less
investigative and descriptive, with exception of two. First, Quay's (1988a, 1988b,
1996) used the neuropsychological model of anxiety developed by Gray's (1982) to
describe the source of the poor inhibition manifested in ADHD. This model relates
thoughtlessness to under-functioning of the brain's behavioural inhibition system.
Also, it explained that children with hyperactive disorder are highly subtle to the
signs of conditioned punishment, and less sensitive to passive avoidance models

12
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(Quay, 1988b). The second model failed in its attempt to set up a concept similar to
the one established in Quay-Gray theory. The model makes a comprehensive theory
construction that offers coalescing explanation on various mental shortfalls that are
related to children diagnosed with attention/hyperactive disorder.

3.5. The developmental approach

The desire for a theory that embraced the clinical and social aspects of
attention/hyperactive disorder has prompted the need for developmental approach to
the ADHD. Although a comprehensive neuropsychological model of ADHD has yet
to be proposed, other models of psychopathologies was previously recommended
(Gray, Feldon,Rawlins, Hemsley, & Smith, 1991). Developmental approach entails
the correlation between the etiological heterogeneity, high level of comorbidity, and
biological and psychosocial/family of ADHD (Cummings, Davies, & Campbell,
2000 ; Sonuga- Barke & Halperin, 2010 ). These interactions underscore the need to
posit a multiple developmental pathways to treatment of children diagnosed of
ADHD (Sonuga-Barke et al., 2005 ; Sonuga-Barke & Halperin, 2010 ), and were
mediated by a variety of within child and family contextual factors that associates
with either the diminution or exacerbation of the symptoms over time.

For example, dynamic developmental psychopathology approach offers an
explanation on how attention/hyperactive disorder evolved, and how the interactions
between multiple risk and protective factors impact on children development
(Rutter&Sroufe, 2000). The model proposed that, children in the course of their
development were influenced by biological risk factors, with a relatively lesser
impact from the ecological factors. The model also highlighted that, across children
and across time, there are variables that influence the development of
attention/hyperactive disorder. The theory predicts that though, precise symptom of
ADHD at a particular time in life varies, they are influenced by factors that have
positive or negative effects on the symptom development. Further, the theory
explained that, individual differences in dopamine functioning have significant
impact on motor functions and children learning. This produced behaviours, such as
attention problems, hyperactivity, and impulsiveness that associated with ADHD,
and predicted an increase in children’s behavioral variability. Overall, dynamic
developmental theory proffer better explanation on how person predispositions
interacted with the above mentioned conditions and relatively created behavioral,
emotional, and cognitive effects that balanced the behavioral patterns of children
with ADHD. Thus, a child’s characteristics coupled with the family situation
exerted collaborating influence on ADHD and offered unique opportunity for
analysing the disorder symptomatology.

3.6. Psychosocial adversity and its developmental course

Though, many studies have proposed significant evidence for the existence of
psychosocial problems in children with hyperactive disorder, such evidences
predicts the socio-cognitive and emotional development, rather than precise
predictors of the disorder. Therefore, it remains uncertain whether experience of
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violence in infancy is a risk factor for ADHD, as there was no theoretical basis for
observing this possible relationship. For example, exposure to violence in a
household may act through psychosocial adversity and lead to permanent brain
change that occurs as a result of prolonged exposure of the developing brain to
steroid hormones (Yehuda, 2000).

However, Rutter et al (1975) reported that the combination of environmental
factors (i.e., severe marital discord, low social class, paternal criminality, maternal
mental disorder), rather than existence of a single factor, promote psychopathology
in children. This argument was supported by a lot of scholars, such as Campbell
(2000); Faraone and Biederman (1998); Rutter and Sroufe (2000); and Taylor
(1999) where they established that genes- environment multiple interactions are
linked to attention/ hyperactive disorder in children. Similar findings by Biederman
et al (1995b,) corroborated earlier work by Rutter and his colleagues to establish
that negative family—environment significantly influenced children with ADHD. In
addition, the finding established that, exposure to parental psychopathology
(particularly maternal) is more pertinent to families of children with ADHD than the
control families (Biederman et al 1995b).

Interestingly, while some studies in the field of developmental approach
established that children are born with a genetic predisposition that relates to
hyperactive disorder (e.g., Faraone, Perlis, Doyle, Smoller, Goralnick, Holmgren,
2005), others maintained that heredities are rarely the sole reason for the
development of attention/ hyperactive disorder, as MZ concordance rates is not near
100% (Faraone & Biederman, 2000; Kuntsi & Stevenson, 2000). Besides, some
scholars maintained that 50% of children with hyperactive disorder do not display
the biological anomaly associated with congenital factors (Swanson, et al., 1998).
Therefore, in situation where biological predisposition is strongly established,
family characteristics was viewed as reflection of the indicator and consequence of
the disorder in children.

Furthermore, the categorization of relative contributions of shared versus non-
shared hereditary and ecological menaces within the families of children diagnosed
of ADHD is important for proper analysis of the disorder. For example, in a
situation where there is a problem in a family, which is due to the disorder, or
shared genetic susceptibilities, the family environments must be related to the child
characteristics. On the other hand, when family breakdown is linked to the child
empathy, the constancy of the disorder became aggravated. In this case, the family
environment is associated with attention/hyperactive disorder not as a main cause,
but as a factor that increased and influenced its development. However, children
with ADHD develops relatively little tendency to the disorder, as confusing and
uncaring family setting increase their behaviours (e.g., Carlson, Jacobvitz, & Sroufe,
1995). This means that, the degree of intellectual and physical stimulation that
children received in their immediate environment impacted on their brain
development and behavior (Halperin & Healey, 2011). Therefore, responsive and
sensitive parenting promotes child self-regulation skills and parental difficulties that
harmonize parents’ activities with child’s desires for development of disinhibited
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behaviour (e.g., Carlson, Jacobvitz, & Sroufe, 1995). So, when the family and child
characteristics work in tandem, child‘s temperament antecedents of inattentiveness
and impulsivity that create or exacerbate parents’ problems are moderated.

3.7. Genetic contributions to ADHD and developmental course

ADHD is not a genetic disorder in a clear sense, but can be categorised as a
genetic factor that was shaped by developmental pathways. (Thapar, O’Donovan, &
Owen, 2005). While past and present research continues to highlights the
Importance of genetic factors on ADHD (Faraone & Doyle 2001; Faraone & Tsuang
1995), attempts to recognize its source of using a candidate gene method to detect
common hereditary variant have been less successful (Neale et al., 2010). Thus,
genetic explanations of ADHD are determined by data, such as family and twin
studies that shows ADHD as a familial and highly hereditary. This heritability was
estimated to be in average of 76 % (Faraone et al., 2005). While it was established
that attention/hyperactive disorder is a family oriented symptom, the first-degree
families of affected persons displayed higher rates of the disorder (relative risk 4-5).
In addition, it was confirmed that the threats of the disorder are higher in families of
those with history of hyperactive disorder (Faraone et al., 2005). This finding
highlighted the significant agreement between early studies of children diagnosed
with hyperactivity syndrome (Morrison and Stewart 1971) and successive studies
that uses DSM-III and DSM-III-R definitions of ADHD (Biederman, Faraone,
Keenan, Knee, & Tsuang, 1990).

A meta-analysis study conducted by Faraone et al., (2005 ) revealed a small
but significant impacts for a number of assumed functional variants in genes
controlling brain neurochemistry particularly, in the dopamine system (e.g., D4 and
the dopamine transporter (DAT1) The common variants in genes of other
neuromodulator systems (i.e., serotonin and norepinephrine) was also related with
genes that control the general brain function and growth (e.g., Brophy, Hawi,
Kirley, Fitzgerald, & Gill, 2002, Oades et al., 2008 ).

Furthermore, the analysis of comorbid psychiatric disorders supported the
inherent heterogeneity of the ADHD in children. This established a significant
degree of ADHD among families of adults with ADHD (Biederman et al 1995a).
For example, the independent samples of children with DSM-I1I attention-deficit
disorder and DSM-I11-R ADHD are related to familial susceptibilities (Biederman et
al., 1990; 1991b; 1992), while attention/hyperactive disorder and bipolar conditions
was established as a separate familial subtype of ADHD in children (Faraone,
Biederman, & Monuteaux , 2001a). Attention/ hyperactive disorder were also found
to be familially free from anxiety disorders and learning disabilities (Faraone et al
1993). Based on this foregoing, we can conclude that stratification by behaviour and
bipolar disorders divides the life of children diagnosed of ADHD into more familial
related subgroups, and that major depressive disorder is a generic expression of
different subtypes of ADHD in children. Therefore, persistent attention/hyperactive
disorder are a useful phenotype for molecular genetic studies (Faraone et al 2001).
However, despite the inaccessible findings in literature, individual gene

15



Olusegun Emmanuel Afolabi

relationships account for modest variation in ADHD expression in children (Faraone
et al., 2005; Neale et al., 2010).

3.8. Twin and adoption studies

Due to the genetic nature of ADHD, twin’s studies are consistently used to
establish the heritability, or the level at which genetic characteristics influence
attention/hyperactive disorder (Hudziak, Rudiger, Neale, Heath, & Todd, 2000;
Kuntsi and Stevenson 2001; Martin, Scourfield, & McGuffin, 2002). The studies
also offered a reliable evidence to support that, hereditary factors add to the
aetiology of ADHD i.e.,, (60-91%) (Thapar et al, 2005b). Twin studies also
confirmed that inherited factors are the main source of continuousness of attention/
hyperactive disorder particularly, the relationship between the disorder and
disruptive behaviour (Thapar et al, 2006). The studies revealed that inherited factors
impacted on ADHD and its developmental progression. Research on twins and
adoption studies also established extra risk factors that do not have any significant
influence on the origin of ADHD, but contributed to its clinical developmental
outcomes. However, this notion was condemned because children genetic factor are
chosen with a priori notion of genetic involvement in the syndrome, while in
neuropsychiatric illnesses, the pathophysiology is typically unidentified.

3.9. Biological adversity

Research suggested that some biologic factors, such as lead contamination,
food additives/diet, cigarette and alcohol exposure, to mention a few, contributed to
the development of attention/hyperactive disorder in children. Though, Feingold
Diet for ADHD was promoted by the media and acknowledged by most parents as a
contributing factor, scientific enquiry showed that the idea is ineffectual, as
addictiveness to food cannot cause attention/hyperactive disorder (Conners 1980).
Research also argued that exposure to lead pollution causes restlessness,
hyperactivity, distractibility, and lower intellectual ability in children diagnosed
with hyperactive disorder. This idea was opposed by other studies, as it was
established that lead account for only few of the majority of ADHD issues in
children. This means that exposure to high lead environment does not necessary lead
to hyperactive disorder in children. Further, research identified complications during
pregnancy and delivery (i.e., maternal age, poor maternal health, and duration of
labour) to mention a few as influenced development of ADHD in children (Sprich-
Buckminster, Biederman, Milberger, Faraone, & Krifcher, 1993). They also
confirmed that maternal smoking is related to the pathophysiology of ADHD that
caused disruption to nicotinic receptors and changed dopaminergic activity.

3.10. Gene-environment interaction and ADHD

Though, studies on children with ADHD revealed a significant relationship
between heredity and attention/hyperactive disorder, there are quite a number of
environmental factors that connected with ADHD symptoms. Two of these factors
have been systematically analysed and reported as a contributing factors for
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development of ADHD. These are: exposure to maternal smoking in pregnancy
(Langley, Rice, & van den Bree, 2005) and low birth weight/prematurity (Bhutta,
Cleves. & Casey, 2002). However, not all the vulnerable children that are exposed
to environmental severity developed attention hyperactive disorder. The effects of
gene—environment interaction on ADHD occurs when genes responds to
environmental adversity. This is documented as important features of
attention/hyperactive disorder in children.

However, only few works have probed the influence of G6E on development
of children hyperactive disorder. For instance, a recent research on the issue
established strong link between a DAT1 haplotype (combination of risk alleles) and
attention/hyperactive disorder when mother is alcoholic during pregnancy (Brookes,
Mill, & Guindalini, 2006), while others studies reported the DAT1 risk allele earlier
found to be related with attention/hyperactive disorder as associated with
hyperactive—impulsive symptoms found in children exposed to maternal smoking
during pregnancy (Kahn, Khoury, & Nichols, 2003). Further, studies that focus on
childhood behavioural disorder symptoms reported that children who carried the
COMT gene risk variant are more vulnerable to the negative effects of lower birth
weight (Thapar et al, 2005a). While all these findings require replication, the
indication so far showed that, some genetic factors influenced children sensitivity to
ecological adversity and the developmental sequence of attention/hyperactive
disorder.

4. Discussion

This systematic review used developmental perspectives to address the clinical
and social factors associated with children diagnosed of ADHD. Specifically, it
demonstrates that gene- environment interactions are important factors in the
development of attention/ hyperactive disorder in children. By focusing on
developmental perspective, the paper provided considerable evidence to support the
influence of bio-psychosocial factors on behaviour of children diagnosed with
attention/hyperactive disorder. Therefore, the present study supported the growing
body of research that emphasised the use of developmental perspective as opposed
to clinical treatment of children with attention/hyperactive disorder. The study also
charted a developmental framework as bases for conceptualizing the effect of gene-
environment interaction on children with ADHD, and reviewed the consequences
and limitations of existing studies on the symptom by exemplifying the areas where
untimely deductions have been obtained and where further effort is desirable.

Also the study established that parent—child interactions and gene-environment
interaction impacted on the development of children with attention/hyperactive
disorder. This means that, the stressful demanding and intrusive nature of children
diagnosed with attention/hyperactive disorder evoked negative reactions from other
family members and disrupted family relationships (Langley et al, 2005). The
review of literature in this present study also revealed that children with
attention/hyperactive disorder influenced their parent’s behaviour and adjustment,
and that parent’s behaviour also impacted on development of children diagnosed
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with the disorder (Brookes et al, 2006). This further confirmed family characteristics
and histories as the cause of attention/hyperactive disorder in children, as parent
behaviour was linked to children conduct problems (Thapar et al, 2006).

Overall, there is a general concession of continuum association between
genetic and environmental factors in children diagnosed with ADHD, as family
factors were mentioned as the most influential variable that promote
attention/hyperactive disorder in children. Though, the number of unsupportive or
inconclusive studies actually limits these conclusions, this present review motivated
research and hastens full informed conclusions about the clinical and social factors
associated with children diagnosed of ADHD. Therefore, the dynamism of social
and biological variables in children diagnosed with attention/hyperactive disorder is
not only influenced by environmental factors, but also by common genetic
characteristics of the parent and the child (Biederman,Faraone, et al., 1995).

5. Conclusions and recommendations

Although attention deficit hyperactive disorder is a predominant
neurobehavioral illness in children, the symptom is characterised by factors such as
hereditary, ecological, and biologic aetiologies that begin from conception to
adulthood. Although its aetiology remains indeterminate, the developing evidence
on the symptom documented its strong neurobiological and hereditary foundations
and emphasised the phenotypic difficulty of disorder on children development.
Therefore, there is a need to understand how genomic susceptibilities, family
environment, parental characteristics, and children’s experiences interrelate and
modify its developmental pathway in children; as such efforts would prospectively
enlighten and proffers intervention strategy that support its diagnose. Based on
these assumptions, the following recommendations are suggested:

1. Effort should be directed toward understanding the mechanisms that underlie
the associations between parental maladjustment and development of ADHD in
children.

2. Future research should focus on developmental progression of
attention/hyperactive disorder in children and underlie observed associations of
family characteristics on the disorder.

3. Future research should focus on addressing the gaps and the great
inconsistencies in the area of families characteristic and childhood
attention/hyperactive disorder, because such inconsistencies remain unclear.

4. Future research should regularly embrace multiple informants and impartial
assessments on childhood attention/hyperactive disorder, so that more confidence
can be placed on the associations that are revealed.

5. Lastly, future research should be directed toward development of better
focus theoretical models that focus on family influences and childhood attention/
hyperactive disorder, as most of the existing theory on the topic were focused on
either the biological contributions of families or the contributions of family
environment.

18



A Developmental Perspective to Attention-Deficit Hyperactivity Disorder (ADHD) in Children

References

1.

2.

10.

11.

12.

13.
14.

15.

16.

17.

18.

American Psychiatric Association.(2000). Diagnostic and StatisticalManual of Mental
Disorders. 4th ed. Washington, DC: American Psychiatric Association.

American Psychiatric Association.(2013). Diagnostic and StatisticalManual of Mental
Disorders.5th ed. Washington, DC: American Psychiatric Association.

Arnsten, A.F, (2007). Catecholamine and second messenger influenceson prefrontal
cortical networks of “representational knowledge™:a rational bridge between genetics and
the symptoms of mental illness. Cerebral Cortex, 17, i6-i15.

Arnsten, A.F, & Pliszka, S.R. (2011). Catecholamine influences on prefrontalcortical
function: relevance to treatment of attentiondeficit/hyperactivity disorder and related
disorders. Pharmacology, Biochemistry and Behavior, 99, 211-216.

Atladottir H.O, Parner E.T, & Schendel D. (2007). Variation in incidence of
neurodevelopmental disorders with season of birth. Epidemiology, 18, 240-245.

Barkley, R. A. (2006). Attention deficit/hyperactivity disorder: A handbook for diagnosis
and treatment (3" ed.). New York: Guilford

Baumeister A.A, Hawkins M.F (2001). Incoherence of neuroimaging studies of attention
deficit/ hyperactivity disorder. Clinical Neuropharmacology, 24, 2-10.

Berger 1. (2011). Diagnosis of attention deficit hyperactivity disorder: much ado about
something. Israeli Medical Association Journal, 13, 571-574.

Berger, A., Posner, M. I. (2000). Pathologies of brain attentionalnetworks. Neuroscience
and Biobehavioral Reviews, 24, 3-5.

Biederman J, Faraone S.V, Keenan K, Knee D, &Tsuang M.T (1990): Familygenetic and
psychosocial risk factors in DSM-III attention deficit disorder. Journal of American
Academy of Child and Adolescent Psychiatry, 29, 526 —533.

Biederman J, Faraone SV, Keenan K, Tsuang MT (1991b): Evidence of familialassociation
between attention deficit disorder and major affective disorders. Archives of General
Psychiatry, 48, 633-642.

Biederman, J, Faraone, S.V, Keenan K, Benjamin, J, Krifcher, B. &Moore C. et al (1992).
Further evidence for family-genetic risk factors in attention deficit hyperactivity disorder.
Patterns of comorbidity in probands and relativesin psychiatrically and pediatrically
referred samples. Archives of General Psychiatry, 49, 728 —738.

Biederman, J., Milberger, S., Faraone, S. V., Kiely, K., Guite, J.,Mick, E., Ablon, S.,
Warburton, R., & Reed, E. (1995). Family environment risk factors for attention deficit
hyperactivity disorder: A test of Rutter’s indicators of adversity. Archives of General
Psychiatry, 52, 464-470.

Biederman, J., Faraone, S.V., Mick, E., Spencer,T.,Wilens,T., Kiely,K., Guite, J., Ablon, J.
S., Reed, E., & Warburton, R. (1995). High risk for attention deficit hyperactivity disorder
among children of parents with childhood onset of the disorder: A pilot study. Journal of
American Psychiatry, 152, 431-435.

Biederman J, Faraone S.V, Monuteaux M, Spencer T, Wilens T, Bober M, et al (2004).
Gender effects of attention deficit hyperactivity disorder inadults, revisited. Biological
Psychiatry, 55, 692—700.

Brookes, K.,Mill, J.,&Guindalini,C., et al (2006). Acommon haplotype of the dopamine
transporter geneassociated with attention-deficit/hyperactivity disorderand interacting
withmaternal use of alcohol duringpregnancy. Archives of General Psychiatry, 63, 74-81.
Brophy, K., Hawi, Z., Kirley, A., Fitzgerald, M., & Gill, M. (2002). Synaptosomal-
associated protein 25 (SNAP-25) and attention deficit hyperactivity disorder (ADHD):
Evidence of linkage and association in the Irish population. Molecular Psychiatry, 7 , 913—
917

19



Olusegun Emmanuel Afolabi

20

19.

20.

21.

22.

23.

24,

25.

26.

27.

28.

29.

30.

31.

32.

33.

34.

35.
36.

37.

Campbell, S. B. (2000). Attention-Deficit/Hyperactivity Disorder: A developmental view.
In: Handbook of Developmental Psychopathology. (pp. 383-401). A. J. Sameroff, M.
Lewis, & S. Miller (Eds.). New York: Kluwer Academic/Plenum.

Carlson, E. A., Jacobvitz, D., & Sroufe, L. A. (1995). A developmental investigation of
inattentiveness and hyperactivity. Child Development, 66, 37-54.

Childress, A.C, Berry, S.A (2012). Pharmacotherapy of attention-deficit hyperactivity
disorder in adolescents. Drugs, 72, 309-325.

Cortese, S (2012). The neurobiology and genetics of attention-deficit/hyperactivity
disorder (ADHD): what every clinician shouldknow. European Journal of Paediatric
Neurology, 16, 422-433.

Dopheide, J.A (2005). ASHP therapeutic position statement on theappropriate use of
medications in the treatment of attention deficit/hyperactivity disorder in paediatric
patients. American Journal of Health System Pharmacy, 62, 1502— 15009.

Coghill, D., Nigg, J., Rothenberger, A., Sonuga-Barke, E., & Tannock, R. (2005). Wither
causal models in the neuroscience of ADHD? Developmental Science, 8, 105-114.
Cummings, E. M., Davies, P., & Campbell, S. B. (2000). Developmental Psychopathology
and Family Process: Research, Theory, and Clinical Implications. New York: Guilford.
Faraone, S. V., Perlis, R. H., Doyle, A. E., Smoller, J. W., Goralnick, J. J., Holmgren, M.
A., et al. (2005). Molecular genetics of attention-defi cit/hyperactivity disorder. Biological
Psychiatry, 57 , 1313-1323.

Faraone, S, Biederman, J, Krifcher Lehman, B, Keenan, K, Norman, D, Seidman, L. et al.
(1993). Evidence for the independent familial transmission of attentiondeficit hyperactivity
disorder and learning disabilities: Results froma family genetic study. American Journal
of Psychiatry, 150, 891- 895.

Faraone, S. V, Tsuang, M. T. (1995). Methods in psychiatric genetics. In: Textbook in
Psychiatric Epidemiology, Tohen, M, Tsuang, M., Zahner, G. (Eds). (pp. 81-134). New
York: John Wiley& Sons.

Faraone, S. V. & Biederman, J. (1998). Neurobiology of attentiondeficit hyperactivity
disorder. Biological Psychiatry, 44, 951-958.

Faraone S.V, Biederman J, &MonuteauxM.C. (2001a). Attention deficit hyperactivity
disorder with bipolar disorder in girls: Further evidence for a familial subtype? Journal of
Affect Disorders, 64, 19 —26.

Faraone S.V, Doyle A.E (2001): The nature and heritability of attention-
deficit/hyperactivity disorder. Child and Adolescent Psychiatric Clinics of North America,
10, 299 -316, viii-ix.

Faraone, S.V., & Biederman, J. (2000). Nature, nuture, and attentiondeficit hyperactivity
disorder. Developmental Review, 20, 568-581.

Faraone S.V, Perlis R.H, Doyle A.E, Smoller J.W, Goralnick J, &Holmgren M.A, et al.
(2005). Molecular genetics of attention deficit hyperactivity disorder. Biological
Psychiatry, 57, 1313-1323.

Gray, J. A., Feldon, J., Rawlins, J. N. P., Hemsley, D. R., & Smith, A. D. (1991) The
neuropsychology of schizophrenia. Behavioral and Brain Sciences, 14, 1-84.

Gray, J. A. (1982). The neumpsychology of anxiety. New York: Oxford University Press.
Halperin, J. M., & Healey, D. M. (2011). The infl uences of environmental enrichment,
cognitive enhancement,and physical exercise on brain development: Can we alter the
developmental trajectory of ADHD? Neuroscience and Biobehavioral Reviews, 35 , 621
634.

Hauschild K.M, Mouridsen S.E, & Nielsen S. (2005). Season of birth inDanish children
with language disorder born in the 1958-1976 period. Neuropsychobiology; 51, 93-99.



A Developmental Perspective to Attention-Deficit Hyperactivity Disorder (ADHD) in Children

38.

39.

40.

41.

42.

43.

44,

45.

46.

47.

48.

49,

50.

51.

52.

53.

54,
55.

Hudziak J.J, Rudiger L.P, Neale M.C, Heath A.C, & Todd R.D (2000). A twin study of
inattentive,aggressive, and anxious/depressed behaviors. Journal of the American Academy
of Child and Adolescent Psychiatry, 39, 469 —476.

Kahn, R. S., Khoury, J. & Nichols,W.C., et al (2003). Role of dopamine transporter
genotype and maternal prenatal smoking in childhood hyperactive-impulsive,inattentive,
and oppositional behaviors. Journal of Pediatrics, 143, 104-110.

Kesner R.P, & Churchwell J.C (2011). An analysis of rat prefrontal cortexin mediating
executive function. Neurobiology of Learning and Memory, 96, 417-431.

Kuntsi, J.,& Stevenson, J. (2000). Hyperactivity in children:Afocuson genetic research and
psychological theories. Clinical Child and Family Psychology Review, 3, 1-24.

Langley, K., Rice, F., & van den Bree, M. B., et al (2005). Maternal smoking during
pregnancy as an environmental risk factor for attention deficit hyperactivity disorder
behaviour. A Review. Minerva Pediatrica, 57, 359-371.

Manshadi M, Lippmann S, O’Daniel R, & Blackman A (1983): Alcohol abuse and
attention deficit disorder. Journal of Clinical Psychiatry, 44, 379 —380

Martin N, Scourfield J, McGuffin P (2002).Observer effects and heritability ofchildhood
attention-deficit hyperactivity disorder symptoms. British Journal of Psychiatry, 80, 260 —
265.

Neale, B. M., Medland, S. E., Ripke, S., Asherson, P., Franke, B., Lesch, K. P., et al.
(2010).  Meta-analysis of genome-wide association studies of attention-defi cit/
hyperactivity disorder. Journal of the American Academy of Child and Adolescent
Psychiatry, 49 , 884-897.

Nigg J, Nikolas M, & Burt S. A(2010). Measured gene-by-environment interaction in
relation to attention-deficit/hyperactivity disorder. Journal of the American Academy of
Child and Adolescent Psychiatry, 49, 863—73.

Oades, R. D., Lasky-Su, J., Christiansen, H., Faraone, S.V., Sonuga-Barke, E. J.,
Banaschewski, T., et al. (2008). The influence of serotonin- and other genes onimpulsive
behavioral aggression and cognitive impulsivity in children with attention-
deficit/hyperactivity. A Developmental Perspective on ADHD disorder (ADHD): Findings
from a family-based association test (FBAT) analysis. Behavioral and Brain Functions, 4,
4-48.

Pastor P. N & Reuben C.A. (2008). Diagnosed attention deficit hyperactivity disorder and
learning disability: United States, 2004—2006. Vital Health Statistics, 10, 1-14.

Quay, H. C. (1988a). Attention deficit disorder and the behavioral inhibitionsystem: The
relevance of the neuropsychological theory of Jeffrey A. Gray. In: Attention deficit
disorder: Criteria, cognition, intervention (pp. 117-126). L. M. Bloomingdale & J.
Sergeant (Eds.). NewYork: Pergamon.

Quay, H. C. (1988b). The behavioral reward and inhibition systems inchildhood behavior
disorder. In: Attentiondeficit disorder W; New research in treatment, psychopharnmcology,
and attention (pp. 176-186). L. M. Bloomingdale (Ed.). NA: Pergamon.

Quay, H. C. (1996, January). Gray'sbehavioral inhibition in ADHD:An update. Paper
presented at the annual meeting of the InternationalSociety for Research in Child and
Adolescent Psychopathology, Los Angeles, CA.

Rader, R, McCauley L,& Callen, E.C. (2009). Current strategies in thediagnosis and
treatment of childhood attention-deficit/hyperactivity disorder. American Family
Physician, 79, 657-665.

Robbins, T. W. (2003). Dopamine and cognition. Currpin Neurol,16, (2), S1-S2.

Rutter, M, Cox, A, Tupling, C, Berger, M, &Yule, W. (1975). Attainment and adjustment
in two geographical areas. 1—The prevalence of psychiatric disorders. British Journal of
Psychiatry, 126, 493-509.

21



Afolabi Olusegun Emmanuel

22

56.

S7.

58.

59.

60.

61.

62.

63.

64.
65.
66.

67.

68.

69.

70.

71.

72.

73.

Rutter, M., &Sroufe, L. A. (2000). Developmental psychopathology: Concepts and
challenges. Development and Psychopathology, 12, 265-296.

Sergeant, J. (2000). The cognitive-energetic model: An empiricalapproach to attention-
deficit hyperactivity disorder. Neuroscienceand Biobehavioral Reviews, 24, 7-12.
Sherman D, McGue M, &lacono W (1997). Twin concordance for attention deficit
hyperactivity disorder: A comparison of teachers’ and mothers’reports. American Journal
of Psychiatry, 154, 532-535.

Sonuga-Barke, E. J., Auerbach, J., Campbell, S. B., Daley, D., & Thompson, M. (2005).
Preschool varieties of hyperactive and dysregulated behaviour: Multiple pathways between
risk and disorder. Developmental Science, 8 , 141-150.

Sonuga-Barke, E. J., Bitsakou, P., & Thompson, M. (2010). Beyond the dual pathway
model: Evidence for the dissociation of timing, inhibitory, and delayrelated impairments in
attention-defi cit/hyperactivity disorder. Journal of the American Academy of Child and
Adolescent Psychiatry, 49 , 345-355.

Sonuga-Barke, E. J., & Halperin, J. (2010). Developmental phenotypes and causal
pathways in attention deficit/hyperactivity disorder: Potential targets for early
intervention? Journal of Child Psychology and Psychiatry, 51, 368—398.
Sprich-Buckminster S, Biederman J, Milberger S, Faraone S, &Krifcher LehmanB (1993):
Are perinatal complications relevant to the manifestation ofADD? Issues of comorbidity
and familiality. Journal of American Academy of Child and Adolescent Psychiatry,32,
1032-1037

Swanson, J. M., Sunohara, G. A., Kennedy, J. L., Regino,R., Fineberg, E.,Wigal, T.,
Lerner, M.,Williams, L., LaHoste,G. J.,&Wigal, S. (1998). Association of the dopamine
receptorD4 (DRD4) gene with a refined phenotype of attention deficithyperactivity
disorder (ADHD): A family—based approach.Molecular Psychiatry, 3, 38-41.

Taylor, E. (1999). Developmental neuropsychopathology of attentiondeficit and
impulsiveness. Development and Psychopathology, 11, 607—628.

Thapar, A.,0’Donovan,M., &Owen,M. J. (2005b). The genetics of attention deficit
hyperactivity disorder. Human Molecular Genetics, 14, 275-282.

Thapar, A., Langley, K.,O’Donovan,M. (2006). Refining the attention deficit

hyperactivity disorderphenotype formolecular genetic studies. Molecular Psychiatry, 11,
714-720.

Thapar A, Langley K, &Asherson P, (2007). Gene—environment interplay in attention-
deficit hyperactivity disorder and the importance of a developmental perspective. British
Journal of Psychiatry 190, 1-3.

Tochigi M, Okazaki Y, & Kato N, (2004). What causes seasonality of birth in
schizophrenia? Neuroscience Res, 48, 1-11

Trent S & Davies W. (2012). The influence of sex-linked genetic mechanisms on attention
and impulsivity. Biological Psychology, 89, 1-13.

United States, 2003 and 2007 (2010). Increasing prevalence of parent-reported attention-
deficit/hyperactivity disorder among children, MMWR Morb Mortal Wekly Rep, 59, 1439—
43.

Yehuda, R. (2000). Biology of posttraumatic stress disorder. Journal of Clinical
Psychiatry, 61, 14-21.

Zimmer, L (2009). Positron emission tomography neuroimagingfor a better understanding
of the biology of ADHD. Neuropharmacology, 57, 601-607.



East European Journal of Psycholinguistics. Volume 3, Number 1, 2016

KOTHITUBHUM ACHEKT IEPEKJIAJAIIBKOI'O JIUCKYPCY

Tersina AHApPi€EHKO
tania_andrienko@ukr.net
KwuiBchkuii HarioHaapHUM yHIBepcuTeT iMeH1 Tapaca IlleBueHka

Received March, 27, 2016; Revised April, 19, 2016; Accepted April, 27, 2016

AHoTaniss. CTaTTIO NPHUCBSYCHO BHBUCHHIO TMEPEKIAay SK OCOOJIUBOTO THITY TUCKYPCY,
KU pPO3yMIEMO SIK TPOLIEC Ta PE3yIbTaT MPoQeciiiHOl KOTHITUBHO-KOMYHIKATHBHOI JiSUIBHOCTI
nepekianaya, y XoJi SKOI MOpPOJUKYEThCs 1 HaOyBae MOBHOTO O(OpPMIICHHS HOBa KOTHITHBHA
CYTHICTh — KOHIICNIT MUILOBOTO TEKCTYy. KOTHITUBHMI acMeKT MepeKIalalbKoro TUCKYpCYy Mae
lepapxiuyHy CTPYKTYpY, SKa CKJIQJIa€ThCs 3 JBOX PIBHIB KOTHITMBHOI OpraHi3aiii JHUCKYypCy:
KOTHITUBHO-PETYJISITUBHOTO 1 KOTHITHBHO-penpe3eHTaTuBHOro. CTparteris mepexiangy po3riis-
Ja€ThCS K KOTHITMBHUH PETYJSITUB, SKHH YIpaBise OpraHizaiiero 1 peaiisaiiero rmepe-
KJIaIalbkoro Auckypey. Crpareris cnpsMOBYE AMCKYPCOTBOPUY MAiSUTBHICTH Iepekianada, sKa
MOJISITa€ 'y TIEPECOTBOPEHHI KOHIENTY BUXIIHOTO TEKCTY Il MOTO IHTEerpaiii B iHIIY MOBHY
KynbTypy. ['moGanbpHiii cTpaTerii MiAMOPSIKOBaHI JIOKaJbHI, 5IKi, B CBOIO YEpry BH3HAYAIOThH
TaKTUKU 1 IPUHOMH Ta METOJIU TIEpEKIIay.

Knwuosi cnosa: nepexnaoayvkuii OUCKYPC, KOSHIMUBHO-KOMYHIKAMEHA  OIAIbHICMDY,
cmpamezisi nepekaady, maKkmuka nepekiady, KOCHIMUGHUL pe2yisimue.

Andriyenko, Tetiana. Cognitive Aspect of Translation Discourse.

Abstract. The article is devoted to the study of translation as a special type of discourse
which is understood as the process and the result of professional cognitive-communicative
translator’s activity in the course of which a new cognitive entity is generated and embedded
through language means — the concept of the target text. The cognitive aspect of translation
discourse has a hierarchical structure consisting of two levels of cognitive discourse organization:
cognitive-regulatory and cognitive-representative. Translation strategy is seen as a cognitive
regulative that controls the organization and implementation of the translation discourse. The
strategy directs the translator’s discourse creating activity which lies in the re-creation of the
concept of the original text to integrate it into another language culture. Global strategies govern
local strategies, which in turn determine the tactics and techniques and methods of translation.

Keywords: translation discourse, communicative cognitive activity, translation strategy,
translation tactics, cognitive regulative.

1. Beryn

Po3minpenHss mnpeamera JIOCHIIKEHHA JIHIBICTUYHUX HAyK, 3aJly4eHHS
KOTHITUBHUX, CUTYaTHMBHUX Ta COI[laJIbHUX YMWHHUKIB MPUBENO 10 (HOpMYyBaHHS
JUCKYPCUBHOTO TIAXOAY [0 BHBYCHHS MEpEKIaJ03HaBUMX MpodieM. Mertomo-
JIOTiYHE MIAIPYHTS IHOTO MIAXOAY CKIAAA€ThCsA TiJ BIUIMBOM KOMIAPATHBHHUX
JOCHIIKEHb JIUCKYPCHBHHAX YMHHUKIB 1 KaTeropii, yHlBepcaanoro i 1imeo-
etHiuHoro B auckypci (Kamkuu, 2005), momiaiHrBaabHUX JOCTIKCHD KOHIICIITIB Y
I[I/ICI(prI (IMpuxoasko, 2008). Lli cTyaii ohoOpMIIOIOTECS B OKpEMy raiy3b —
31CTaBHY KOHLENTOJIOTII0 — 1 HAKPECHIIOITh MEPCIEKTHUBU BHUBUYEHHS «CHOCOOIB
KOHIENTYaJIbHOI'O YCTPOIO PI3HUX JIHTBOKYJIBTYPHUX CHCTEM Ha TJII YHIBEPCATBHUX
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1 eTHocmenu(piYHUX KaTETOpii, ceMmio3uc KoHIenTocdepu, 17i0-, COIIOJICKTHI,
TeHJICPHI, BIKOBI Ta 1HIIIl CXEMH pealizallii MeBHUX KOHLENTYaJIbHUX KOHCTPYKTIB y
MoBi Ta MmosieHHI» (I[Ipuxomapko, 2008: 83). Po3ymiHHS MOBH 1 MOBJICHHS SIK
3HAKOBOI JIsUTBHOCTI JIFOJJMHU B COIaIbHIM B3a€MO/II, SIK 3HAPSA S BIUIUBY, 110 Ma€e
3HAKOBY (CEMIOTHYHY) MPUPOIY, & TAKOK OadeHHsI (PYHKIIIT MOBH SIK «PETYISATUBHOT
¢yukiii» (Pynskos, 2004: 85) nopymiye mHUTaHHS KOTHITMBHOI OpraHizamii i
KOMYHIKaTHBHOI peaiizaiii mepexiany, SKiid MocTae sIKk MHCICHHEBO-MOBICHHEBA
TUSITBHICTD, KA 3/1MCHIOETHCS HA TIEPETUHI JIBOX MOB, 13 3aJly4CHHSIM IIIOHAMMEHIIIE
JIBOX JIIHTBOKYJIBTYP 1 MOBHUX KapTHH CBITY.

3a po3yMiHHS AHCKYpPCY SIK €IHOCTI MOBHOTO, KOTHITUBHOTO W KOMYHI-
KaTHBHOTO AaCIIEKTIB MHCIICHHEBO-KOMYHIKATHBHOI JiSTBHOCTI, IO € CYKYITHICTIO
MpOIIeCy ¥ pe3yibTaTy, 1 BKIIOYAE SK MO3aTiHTBAILHUHN, TaK 1 BIIACHE JIHTBAIHHUM
acriekt (LlleBuenko, 1998:38), crac OYECBHIHOI AaKTYaIbHICTh IHCKYPCHBHOTO
MIIXOQy B NEPEKIaJ03HABUMX CTYIIAX. Y CYYaCHUX JOCIHIKEHHSAX MepeKiaj
JeAalll 4YacTillle pO3IJISAAETbCsl HE 130bOBAHO, a $K YacTUHA KYJbTYpHO-
JiteparypHoro mpormecy cBoro yacy (Llmirep, 2009), sk mporec i1 pe3yibrar
JISUTBHOCTI TBOPYOi ocobuctocTi — nepeknanada ([llesuenko, 2005). Ile BuzHavae
AKTYaJbHICTh aHANI3y MEpPeKIaay IK 0COOJMBOrO BUIY NTUCKYPCHUBHOI AISUTBHOCTI,
BU3HAYEHHS 0COOJIMBOCTEN MOTO OopraHizailii Ta KOMyHIKaTUBHOT peastizarlii.

2. Orasp jgiteparypu

CydacHe TepeOCMHCIEHHSI TOHATTS «ITHCKYPC) BiIOYJI0CA 3HAYHOIO M1p0}o
3aBASKA OMOPl HA NPHUHIMIIOBO SIKICHO BIIMIHHI BIJ nonepenHlx METO/I0JIOT1YH1
3acaau (Ppososa 2009: 43). [Tigxix A0 JUCKYPCY K KOTHITHBHO-KOMYHIKATHBHOTO
SABUIIIA 3yMOBJICHUI OpPraHIYHUM MO€JHAHHSM y HbOMY «aKTIB KOTHILIi 3 aKkTamu
KOMyHiKaui'l'» (Ky6p;H<OBa 1997: 188). KOHBepreHTHI/Iﬁ pO3IJIA]l KOTHITUBHUX 1
KOMYHIKAaTUBHUX AaCMEKTIB MOBJICHHEBOI isUTBHOCTI (HpI/IXO,[[bKO 2008: 11)
nependadyae BUBYCHHS nmepeKiany K €THOCTI KOTHITHUBHOI 1 KOMyHlKaTI/IBHOI
CKJIaZIoBOi. bByBIM oOpraHiyHO TIOB’SI3aHUMH, KOTHITHBHUH 1 KOMYHIKaTHBHHM
aCHeKT TMepeKIalallbkoro JAMCKYPCY MOXYTh BHBUYATHUCS OKpPEMO, 3 METOI0
SKHAMMOBHIIIIOTO OMHCY KOXXHOTO. JIOCTHIAHMKK IHCKYpCYy BBaXKAarOTh, IO Take
MO€HAHHS HE BUKIIIOUAE, a Nepeadayae JOMIHYBaHHS OJHOTO 3 HAMPSIMKIB aHAITI3Y:
JUIST TUCKYPCUBHHMX PO3BIJOK XapakTepHe (POKYCyBaHHsS yBaru Ha KOMILIEKCI
npoOsieM MOBa 1 MUCJICHHS / CBIJOMICTh / 3HaHHSA, K1 SBISIOTH COOOIO MPEIMET
KOTHITUBHOOPIEHTOBAHUX CTYA1H, a00 X Ha KOMILIEKC mpobjaeM MoBa sk 3aciod /
IHCTPYMEHT KOMYHIKAI[li B COLIIOKYJbTYPHOMY KOHTHHIYMi, KOTpi CTaHOBJIATH
npeaMeT KOMYHIKaTHBHO-TUCKypcuBHOro anamizy (bemosa, 2002: 17; dpososa,
2009: 43-44). Iatepec 10 BHBYEHHS MEXaHI3MIB IMOPOKCHHS NepekiIany, i,
30Kkpema, GopMyBaHHS TEpeKIafaIbKoi CTpaTerii, 3MyIIye Hac MepIIoYeproBo
30CEPEeIUTUCh Ha KOTHITUBHOMY AacCHeKTl MepeKIalalbKoro TUCKYpCy, SKUW B
HAIIOMY PO3yMiHHI TOCTa€ SK TEPBUHHUMN, TaKWid, 10 KEPyE KOMYHIKATHBHOIO
peanizalielo mnepekigagy. MeToro CTarTi € BHSBICHHS KOTHITHUBHOI CTPYKTYpHU
NepeKIIaIallbKOro JUCKYPCY, 11 PIBHIB Ta CKJIAJOBHUX, 1, 30KpeMa, MICIISI CTpATerii B
nepekmamanbki  gissibHOCcTI. Il Mera mepembadae BUKOHAHHS TaKUX 3aB/IaHb:
BUSIBJICHHSI XapakTepy B3a€MOli KOTHITUBHUX CTPYKTYp B TEPEKIafl; OIHC
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KOTHITHBHOI CTPYKTYpHU NEPEKIAJAbKOT0 AUCKYPCY; BU3HAUEHHS MICLS CTpaTerii B
KOTHITUBHIM Oprafizailii mepeKaaganbkoro IucKypcy. JlocaimKeHHs] TpOBOIUIOCS
13 3aJIy4eHHAM KOMIUIEKCHOT METOJIUKHU, SKa MOEJAHYE 3arallbHOHAYKOBI METOAH
OIHCY, MOJEIIIOBaHHS, nopiBH;IHH;I Ta CKCTpaHOJUIHﬁ 3 METO/JIaMU KOTHITHUBHOTO,
KOMIIOHEHTHOTO aHaJnsy 1 MePEKIa/I03HABYOr0 HOPIBHSHHS.

Y JIICKYPCHBHO- OPIEHTOBAaHMX JIOCII/DKEHHSIX TEPEKIaJ TOCTa€ SK B3a€MOIS
KyJabTyp 1 KapTuH cBiTy. [lormsin O. I'. PeB3iHoi Ha JucKype K roOanbHuil mporec
3YMOBITIOE OCOOJIMBY OINIHKY (PYHKIIIT MepeKIaay y CBITI: «..MaTepiajlbHy CyOCTaHIIIIO
TUCKYpCY (opMyroTh pi3HI MOBH. MOBHA KOHIENTyalli3allis, y SKid BTUTIOIOTHCS
HAITIOHATBPHUN MEHTATET 1 KapTWHA CBITYy, € OCHOBOIO IMOAUTY IHUCKYpCy 3a
HAlllOHAJIBHOIO O3HAKOIO... NEPEKIaj] MOXKE PO3IIIAJATUCS SIK TUCKYPCUBHUI IpOILEC,
3aBJSIKM SIKOMY YaCTKOBO YCYBAaOThCS MEKI HalllOHAJIbHUX JUCKYPCIB 1 BU3HAYAIOTHCS
NPIOPUTETH AUCKYpCy «BcecBiTHROro» (Pem3mna, 2005: 67). Lli inei cyromocHi 3
norysiaamMu - O.0. YepennuueHka 1100 B3aeMOAIl Ta 30JMOKEHHS MOBHHX 1
KOHIIENITyaJIbHUX KapTHH CBITY BHACIIJIOK Tilo0ami3amiiHuX mporieciB. Pazom 13 Tum,
Ha JyMKYy TIEPEKJIQJ03HABISL, I[i TMPOLECH HE MOXYTh IPHU3BECTH IO IOBHOTO
HIBETFOBaHHS  KyJbTypHUX po30ibkHOcTel (YUepemnmuenko, 2002: 12). Poxb
NepeKiIaalbkoro JUCKYpCy CiiJi BOayaTH HE B IOJOJIAHHI KYJBTYPHUX
PO301KHOCTEMN, a B 03HAHOMJIEHH] HOCIIB MOBU NEPEKIIany 3 IIHHOCTAMU KYJIbTYpH,
110 SKOI HAJEXHUTh TEKCT OPHUTiHaIy. [pyHTYIOYHCh HAa MOBHIiM Ta KOHIENTYaJbHil
KApTUHI CBITY OJIHOTO COILIyMY (COLIOKYJIbTYpH), OpHUTIHAJI HE MOXE OyTH
«JI3epKaJIbHO» BIITBOPEHUH 3aco0aMu 1HIIOT MOBU HacamIlepes, yepes p036i>KHOCTi
B KOHILENTYalbHUX KapTHHAX CBlTy Tox 3amy4eHHS TOJOKEHb KOTHITUBHOI 1
JTUCKYPCUBHOI JIIHTBICTUKHU JI0 JOCIIPKEHb MEPEKIaly 3yMOBIIOE 3MiHY TOTJISITY Ha
cam 1el (heHOMEH: MepeKIaj] MocTae K JUCKYPCUBHUM Ipoliec, CIPsIMOBaHUM Ha
BIITBOPEHHS COLIOKYJIBTYPHUX IIIHHOCTEW OJIHI€E]I MOBHOI CHIUIBHOTH Ha TPYHTI
1HII01 MOBHOI KYJTbTypH.

AHani3youd KOTHITUBHY NPUPOTY JIUCKYPCY, ToitH BaH I[eI/IK O0OTPYHTOBYE
rinore3y Mo Te, IO HAaWBAKJIMBIIIMM KOMIIOHEHTOM IIPOLECIB TMOPOJKEHHS Ta
CIOPUMHATTS TEKCTIB MNPHUPOJHMMH MOBAaMH € OCMHUCJICHHA 1 KOTHITHBHA
perpe3eHTallis COlIaIbHUX CHTYyalli, sKki cTosATh 3a Humu ([eiik, 1989: 162).
[IpoHUKHEHHS B MPOIECH CIPUMHATTSA W TMOPOJKEHHS TEKCTIB HEOOXITHE 1 IS
PO3YMIHHS CYTHOCTI IIepekiamy, SKHd o0’€aHye Il JABa BHUIA JiSTIBHOCTI.
BaxnuBoro s po3yMiHHS BHYTPIIIHIX MEXaHI3MIB MepeKIafalbKoi TissIbHOCTI
BBakaeMo Te3y T.BaH Jlelika mpo HasABHICTb NMEBHMX KOTHITUBHUX MOJENEH,
CCI)OpMOBaHI/IX Ha OCHOBI JOCBily, fIKI CKJIaJaioTh pedepeHuiiny 06a3zy s
iHTepIpeTarii JICKYPCY. Taki Momeni 3a0e3NMeuyyrOTh IIBUAKHHA Ta e(l)eKTI/IBHI/II/I
MOIIyK, OOpOoOKYy 1 TMpeJaCcTaBICHHS 1H(1)opMau11 PO COIllaJibHy CHUTYAIIilo,
BIUIMBAIOTh Ha OIiHHY kiacudikamito curyaniid (Ban Jleiik, 1989: 164 — 166).
[TopomkeHHSI TEKCTIB 1 JUCKYPCY PO3TIISIIAETHCS TaKOX SK MPOILEC, 10 KEPYETHCS
monensmu cutyarivn ([erik, 1989: 169 — 171). KoruiTuBHa Teopisi CTpaTerivyHOl
0o0poOku 1H(popMaIlli BiABOJUTH OCOOJIMBY pOJb CTPATETIYHOMY XapakTepy
NPOAYKYBAaHHS 1 COPUMHATTS TEKCTIB; BOHA PO3IIIAIAE MPOAYKYBAHHS 1 CIIPUIHSATTS
TEKCTIB SIK THYYKHI, OaratopiBHEBHI Mpoiiec 0OpoOKM AaHMX, 31MCHIOBAHUN B
OMEPATUBHOMY PEKUMI.
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ExcTpanomioroun  iIef0  KOHTPOJILOBAHOCTI  TEKCTO- (i JHMCKYpCO-)
MOPO/IKYBAJIbHOT  JTIABHOCTI  C(OPMOBAaHUMH Ha OCHOBI JOCBIAy 1HIUBIZA
KOTHITUBHUMU MOJIENIIMM Ha JIISUIBHICTH MepeKiiajgava, CiliJ Meplr 3a Bce
NPUITYCTUTA  MOJKJIMBICTh  ICHYBaHHS  pO3ODKHOCTEM  Takux Mojeled vy
NpeICTaBHUKIB Pi3HUX eTHociB. Sk cTtBepmkye A. M. [Ipuxoabpko, «Y cBoeMy
MparHeHHl maiopaTd KIOYHK J0 PO3YyMIHHS €TOCY IHIIMX HApOiB JOCTIIHUKH
9acTO BIJIITOBXYIOTHCS BiJl CBOET BJIACHOT MEHTAJIBHOCTiI, TOOTO OMHUCYIOTH HOTO
Kpi3b mpu3My cBiToOaueHHs cBoro Hapoxy» (IIpuxompko, 2008: 137). Bussneno
TaKOX, III0 AHTJIOMOBHI JIOCHITHHUKH Yy BHBYEHHI 0COONMBOCTEH (peitMoBoi
pernpe3eHTaIli JIIHCHOCTI Ha MaTepiajgl I1HIIMX MOB, HECBIJIOMO KEpYIOThCS
aHTJIOMOBHOIO KapTHHOIO CBITY sk ocHOBOIO aHaiizy (Rosman, Rubel, 2003: 270).
«CnpuiiMaroun 1HOKYJIBTYpPY Kpi3b MPU3MY CBO€i BJIACHOI, MM MHUMOBOJII Ja€MO Tif
CcyO’€KTHBHY IHTEPIPETALIiIO, OLIIHIOEMO Yy>K€ KP13b IPU3MY CBOT'O, J0OPE BIAOMOIO
 TMEepeXuTOro — BCHOTO TOTO, IO ICHYE B HAC K y MpPEACTaBHUKA MEBHOTO
eTHiuHOTO KoJekTuBY» (I[Ipuxompko, 2008: 141).

KomnapaTuBHi JTIHTBOKOTHITHBHI Ta eTHOrpadivyHi JOCIIHKEHHS MiATBEPIUIN
ICHyBaHHS  PO30DKHOCTEH  ETHOKYJBTYPHOI  pernpe3eHTanii  JIACHOCTI, sKi
MPOCTEKYIOTHCA Ha PI3HUX PIBHAX KOHUENTY: MHOHATIMHOrO siapa (KyJIbTYypHO-
nerepminoBani  npototunu) (McElhanon, 2005), acomiatmBHOrO anctpary
(po301KHOCTI MeTaOpPUYHHX Ta METOHIMIYHUX KapTyBaHb), LIHHICHO-OLIHHOT
ckimaaoBoi (pi3Ha ominka tux camux sBuin) ([Ipuxompko, 2008). Ili po30ixkHOCTI
HEOJMIHHO BUSIBJISIFOThCS B mepekiai. [Ipo KoHLenT HalloHaabHOI KyJIbTYPH CIILJ
TOBOPUTHU B TOMY BHIAJIKY, SIKIIO MPU MEPEKIIajii Ha 1HITY MOBY B TaKiii MOBI HEMae
JIOCTIBHOTO eKBiBaieHTa BimnosimHoro konmenty (Kapacuk, 1998: 89).
[IpuHIMIIOBO MOKJIMBUM MEPEKJIA]] € BHACHIIIOK ICHYBaHHS MEBHOI YHIBEPCAJIbHOI
0a3u 3HaHb, a TAKOXK CIIBICHYBAaHHS MOBHUX KapTHH CBITY BUXIJIHOI Ta IPUIIMaI04y0i
KyJbTYp y cBimomocTi mepeknamada (Auapienko, 2011: 53). /[BomMoBHa KapTHHA
CBITYy MepeKiajaya, SKa YMOXJIMBIIOE HOTo MOCEPEAHMIITBO MK KyJIbTYpaMH,
npeacTaBiieHa Ha puc. 1.1:

MKC1 MKC 2

MogHo-cnerudiune | YHiBepcaibHe MogHo-cnenudiune

Puc. 1.1. CnisicrysanHs MoHUX KAPMUH C8IMY 8 CBI0OMOCMI NepeK1aoaud
BaxxnuBoro mepeayMOBOIO YCHINIHOTO MIXKKYJIBTYPHOTO TOCEPEIHUIITBA € HE

BOJIOJIIHHS PIBHOIO Mipor0 00OMa MOBaMH, IO BHIAETHCS MaJIOMMOBIpHHM, a
PO3MEXyBaHHS CTPYKTYP peIpe3eHTaIli] 3HaHb.
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OTxe CYTTEBO BaXXJIMBOIO XapaKTePUCTHKOKO KOTHITUBHOTO  aCIEKTy
TEPEKIaalbKOro JUCKYPCY BBAXKAEMO B32€EMO/III0 B HbOMY KOTHITHUBHHX CTPYKTYP
BHUXITHOT 1 IIThOBOI MOBHOI KapTWHU CBITy. Came BHACHIZOK IIi€l B3aeMOil
BIIOYBAa€ThCSl B3a€Mo30araueHHs KyJIbTyp uepe3 Mepekiaj. [Hoal 3amo3udeHHs
KOHIIETITIB CYNMPOBO/KYETHCS PO3LIUPEHHSIM JIEKCMYHOTO CKJIaay 3a paxyHOK
3amo3u4eHHsI ClliB. BomHOYac, pO3BHTOK JIEKCHYHOTO CKJIAy MOBH CBITYHTH, IO
3aM03MY€HI KOHIIETITHU HE BTPAdarOTh 3B’A3KY 31 CBOEIO «PIAHOI0» KYJIBTYPOIO 1 B
MOBI TE€peKJIaly CHOPUMUMAIOThCS SK €K30TU3MH, Ha3BU KYJIbTYpHO-CHEIUDIUHUX
peasii TOIIO, MIO CBIAYUTH MPO HEMOXIIUBICTh «CTHPAHHSI» PO3ODLKHOCTEH MiXk
kyneTypamu (Uepemuauuenko, 2007:12).

KpiMm BilacHe KOTHITMBHUX CTPYKTYp, SKI B3aEMOJIIOTH B TEpEKIIal,
KOTHITUBHO-TUCKYPCUBHMM MMIJIX1JT 3yMOBJIIOE IHTEPEC /10 KOTHITUBHOI OpraHi3alii
MepPeKIaaabkoro ANCKYpCY SK Takoro. Po3yMmioum JUCKypC SK TIPOIIEC,
OpraHi3oBaHM Ha KOTHITUBHOMY pIBHI, PO3PI3HSIEMO JIBa PIiBHI KOTHITHBHOI
oprasizaiii JUCKYpCY: KOTHITMBHO-PETYJISITUBHUIA (KOTHITMBHI CTPYKTYpH, SKi
3a0€e3neuyroTh 3A1MCHEHHSI KOMYHIKAIlll: 3HaHHS MPO THUIH JUCKYpCYy 1 IpaBuja
MOBEJIIHKU, CTPATET1i, TAKTUKHU TOIIO) 1 KOTHITUBHO-PENPE3EHTATUBHUHN (KOTHITUBHI
CTPYKTYpH, SIKI y3arajbHIOIOTH JIOCBIJ KOHIIENTYyasi3alli CBITy 1 HEOOXITHI s
1HTepHpeTalii CUTyallii, IpeICTaBIeHUX B JUCKYpCi: KOHIENTH, (PpperiMu, ciieHapii,
SK IMOKa3aHo Ha puc. 1.2.

KOTHITUBHO-PEI'YJIATUBHUI PIBEHD
3HAHHS MPO TUIH IUCKYPCY 1 MpaBUJIa ixX opraizauii,

CTparterii, TAKTUKU

KOTHITUBHO-PEIIPESEHTATUBHUM PIBEHD

GHTeraTHBHO-KOMHﬂeKCHHﬁ MeFaKOHHeHT\
TEKCTY

/ KOHIIETITH, ®PEUMU, CIIEHAPII

- J

KorHiTuBHI CTpyKTYpH
MOBU OpUTIHATY

KorHiTuBHI CTpyKTypH

\ /MOBI/I nepexiIamsy

Puc. 1.2. Koenimuena cmpykmypa nepekiadaybkoco OUCKypCy
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Bummii 13 1ux piBHIB JOCTIKYBalld TEPEBAKHO B TeOpli KOMYyHIKAIli i
nparMaTuill, J¢ MATPYHTS BUBYCHHS KOTHITUBHUX pETYJSATUBIB JTUCKYpPCY
3aKIaeHO (DOPMYJTIOBAaHHSM TIPHHIIUIIIB MOBJICHHEBOI B3a€MOMIl — TMPUHIIUAITY
koomepartii I'. Il I'paiica 1 npunmuny BeiwtmBocti JDk. Jliva; II. Bpayh,
C. JleBincona. Ili mpuHmunu Oyi0 BH3HAYEHO Ha OCHOB1 JOCIIDKEHHS YCHOTO
J1aJIOTIYHOTO MOBJICHHS, JIe aHali3 0OMEXKYBaBCs MEPEBAXKHO PIBHEM pedeHHs abo
JaJoTIYHOi €IHOCTI. JIJsg mepeknaganbKoro aHaiidy, B ILIEHTpl yBaru SsIKOTO
nepeOyBae 3a3BUYal IUTICHUN TEKCT SIK peai3allisl €IUHOI CKJIagHOI MOBJICHHEBOT
IHTEHIIIT aBTOpa, HEOOXIJHWM TOIIyK MpaBui, SKI OPraHi3ylOTh MOBJICHHS Ha
BUIIIOMY piBHI — TEKCTy a0o muckypcy. OCHOBH Takoro aHamidy 3akKiIaJeHO B
JOCTDKEHHSX CTpaTerii 1 TaKTHK JUCKYpCy, A€ CTpaTerisi TPaKTYeThCS SIK
«KOMYHIKaTUBHO-COIliaJIbHA 3a CBOEIO TMPHUPOIOI0 €IHICTh YMHHHUKIB CBI1IOMOCTI,
MHUCJICHHSI, MOBW/MOBJICHHSI 1 BHM3HAUYa€ThCSl SIK KOMYHIKATUBHUM Hamip Moeys,
chopMOBaHMII Ha MiACTaBl BUKOPUCTAHHS CYCIUIBHOTO JIOCBIAY JUIsl BJIACHUX
IHAUBITyaJIbHUX TOTpeO 1 0axaHsp, 1 MosHa 00'ckmusayisa UbOTO HAMIPY, 110 HAJae€
HOMY 1HTEpaKTUBHOTO CTATyCy Y€pe3 OCMUCIEHHs 8epOanizo8ano20 HAmipy ycima
cy0'ekramm» (®Pponosa, 2009: 85) (kypcuB aBTopa). PossuBaroum imeto T. Ban
Jleitka mpo TpiOPUTETHY MO3UINIO TI100aTbHOI CTpaTerii, sKa 3/1HCHIOE KepyBaHHS
auckypcom  (Metik, 1989:274-277), crpaTerito po3rsfalTh SK PErysTop
KOMYHIKaTUBHOTO Tporiecy 3arajoM. OTxe MpONnoHYIOTh PO3PI3HITH BepOaIbHI i
HeBepOanbHi cTparerii (bemosa, 2004: 14; ®dponosa, Auapuenko, 2013), ockiabku
CTPATETIYHOIO € HE JIUIIIE MOBJICHHEBA JIISUTbHICTD, & 1 MIMpPIIIA COlllaJIbHA B3a€MOIIs,
sIKa BKITFOYA€E TTEPEKOHAHHS, TICUXOJOTIYHUH BILTUB TOIIIO.

[. €. ®ponoBa 0BOAUTH, IO AUCKYPCHUBHA CTpaTeris Ma€ MEHTaJbHUM
KOpeJsIT — KOHUENT, 1IM's $KOro € Ha3BOK cTparerii. Y  CTPyKTypi
KOHIICTITYaJTi30BAaHOTO KOMYHIKaTUBHO aKTYyaJIbHOTO 3HAHHS BUIUISMIOTHCS JCKIIa-
paTUBHUN (MPOTOTHI, CTEPEOTUIU-YSBIEHHS) Ta MPOLEAYPAIbHHN (CTEPEOTUIN
MOBEMIHKU) ckJagHuku. CaMme HasBHICTh OCTAHHBOTO — TMPOLEAYPATBHOTO —
CKJIQJHUKAa Yy KOHIICNTyali30BAaHOMY 3HaHHI 3a0e3nedye 37aTHICTh TMEBHUX
KOHIIETITIB BUCTYIIaTH MEHTAJIBHUMH KOpEJSTaMU JUCKYPCUBHUX CTpaTeriid, amke
CTEPEOTHUITN TOBEIIHKH, aKyMYJIIOIOUH TPOLIeypadbHe 3HAHHS, SBISIOTH COOOI0 TIO
CYTI TOTOBI «IHCTPYKIIiD» 1i#t a0 Momem noseninku (®pososa, Auapuenko, 2013).

VY mepexiaso3HaBCTBI TOHSTTS «CTpaTeris» BUKOPUCTOBYETHCS [JISL OIUCY
IporpaMu JIsILHOCTI MepeKiiagaya mija yac iHTeprpeTaiii iHpopMaiiii 1 CTBOpEHHS
TEKCTY Tepekiaay, sika Mae kKoraituBay npuponay (Krings, 1986; Loescher, 1991).
[TomibHO 10 KOMYHIKAaTMBHUX CTpaTerii, CTparerii nepekyiaay BH3HAYalOTh U
OpraHi3ylTh BII0Ip MOBHHMX 1 MOBJEHHEBHX 3aco0iB. [Ipore, Ha BiaMIHY BiA
KOMYHIKaTUBHOI CTpaTerii, CTpaTeris nepekiiaay IpyHTYeThCs Ha (paXOBUX 3HAHHSX.
Ha nymky B. H. KomicapoBa, cTpaTerisi — 11e «CBO€piiHE TTepeKIaiaiibKe MUCICHHS,
SKe JISKUTh B OCHOBI [IIM mepekiiagada» 1 GopMyeTbCsl BHACTIAOK CIEIiaIbHOTO
HaBuanHs (Komuccapos, 2004: 356); P. SlackensiifHeH OmmuCy€e CTPATETiio K «HU3KY
KOMIIETEHII, M1 abo MpoIeciB OoTpuMaHHs, 30epiranHs Ta / ab0 BHUKOPHUCTAHHS
inpopmarii» (Jaaskelainen, 1999: 71). Bubip ctpaterii Moke 3miHCHIOBATUCS
MepeKIagadeM K CBIIOMO, TaK 1 HECBIIOMO: «B OCHOBI TIEPEKIAIAIBKUX CTPATETIH
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JSKUTh HU3KA TMPHUHIIMIIOBUX HACTAaHOB, SKMMH CBIJIOMO YW HECBIJOMO KEPYETHCS
nepeknanayy (ApsxonoBa, 2004: 3-4); B aHIJIOMOBHOMY TNEpEKIIaJI03HABCTBI
c(hOopMyBaJIOCh YSBJICHHS TPO CYTHICTh CTpaTerii SK «HMOTCHIIIHO CBIJIOMOI»
(“translator's potentially conscious plans” (Krings, 1986), “a potentially conscious
procedure” (Loescher, 1991)). Ilig BrumBoM Ti€el uM iHIIOI cTpaTerii mepekiagay
3M1MCHIOE BUOIP KOHKPETHOTO CIOCOOY BIATBOPEHHS CMMCIIOBHX, CTUJIICTHYHHX,
nparMaTHYHUX O3HAaK KOHKPETHOI OJWHUIN: KaJdbKyBaHHS, KOMIICHCAIIIIO,
TIOSICHEHHSI TOIIIO.

3. IIpouenypa mociaigxeHHs

CHiBBIAHOIICHHS TOHATTS «CTpaTeris» 3 IIUPOKO BXKUBAHUMHU TEOPETHUKAMU
nepeKyIaay 1 MpakTUYHUMHU TEepeKiIajadyaMi TMOHATTAMU «IPUHLHUIIN MEpPeKIany»,
«METOAM 1 TpUHOMH TEepeKiaay» € TINO-TIMEePOHIMIYHUM: fK BiJ[3HAYA€
B.H. KomicapoB, «BupoOiieHHsI Tepekiiafanbkoi cTparerii nependadae 3HAHHS 1
3aCTOCYBaHHA IEpeKajadyeM 3arajlbHUX [PUHLMWIIB  3JIMCHEHHS MpoLecy
MepeKIaay, skl BKIIOYAITh TPU OCHOBHUX TPYIH: MEBHI BUXIJHI MOCTYJIATH, BUOIP
3arajbHOTO HAIpPSIMKY [ii ... 1 BUOIp XapakTepy 1 MOCIIOBHOCTI /il B mpoIieci
nepekiany» (Komuccapos, 2004:356-357). [Ipuniun nepekianay € Hai3araabHIiIIuM
TEOPETUYHUM IOCTYJATOM, SKHI ICHY€ y CBIJOMOCTI Mepekiazaya He3aJekKHO BiJ
KOHKPETHOIO 3I1MCHIOBAaHOTO iM mepeknany. lLle y3romxyerbcs 3 3araiabHO-
HAyKOBUM PO3YyMIHHSIM MPUHITUITY SK BUXITHOTO TEOPETUUHOTO MTOJIOKEHHSI.

3HaHHS TPUHIMIIB MEpPeKIaay € TOCTIMHUM KOMIIOHEHTOM KOMIIETEHIIIl
nmepeKiagaya 1 CTae OCHOBOIO BHOOpPY 3araJlbHOTO HAmpsMKY Jid, sKe
CIIBBITHOCUTHCS 13 3aTJIbHOIO (TJI00AIbHOT) CTPATETIEI0 IEPEKIIATY.

['moGanbHy CTparterio Mepekyiagy BHU3HAYAEMO SK 3arajbHy KOTHITUBHY
YCTaHOBKY Ha TPAHCIIOHYBaHHS TEKCTOBOTO KOHIIENTY OpHTiHATY Ha KOTHITHBHI
CTPYKTYPH MOBHOI KapTHUHHM CBITY ULUIb0BOI MOBH. DopmyBaHHS Tri100a1bHOI
CTpaTerii mepekiiaay TPYHTYETbCS Ha 3aCTOCYBaHHI MEpEKIajadeM 3arajlbHUX
MPUHITUIIB TIePEKIaay 0 KOHKPETHOTO IITICHOTO TeKCTy. | mpuHIMMIM, 1 cTpaTerii
MepeKyaay € 3HaHHAM, MO0 (OpPMy€e HaMNpPSIMOK MiSUTBHOCTI — KOTHITUBHUM
PETYJISTUBOM, SIKHI OpTaHi3ye 31MCHEHHS IEPEeKIaIalbKOo1 AisUIbHOCTI B LILJIOMY.

['moGanbHa crTpaTeriss mepekiaay SK KOTHITUBHHN PETYIATHH 1€papXidHO
MIAMOPSIKOBaHA TMPUHIMIIAM TIepeKiaaay 1 (QOpMyeThcs BHACTIIOK BHOOPY
nepeKsagadeM OCHOBHOTO (OCHOBHUX ) MPUHIIMITIB, SIK1 B JIaHIM CUTYaIlll BUIAIOTHCS
BIJIMOBIIHUMHA METI KOMYHIKarlii, KOTHITUBHUM MOTpebaM 1 iHTepecam IIJIbOBOI
aynuTopii, 1, Ha JIyMKYy TMepekiagada, BpPaxOBYIOTh OCHOBHI XapaKTEPUCTUKHU
BUXIJTHOTO TEKCTYy, YCBIJOMJICHI MEpeKyajayeM sIK JOMIHAHTH (II€BHI XapakTe-
PUCTUKU CMUCITY, (OpMH, 1€0CTHUII0) ab0 X MEBHI EMIIIPUYHO TepeadadyBaHi
XapaKTePUCTHKH MEePEKIIaIy.

JlokanbHl cTpaTerii mnepekiaay BH3HAYAIOThCS SAK CTpaTerii mepekiany
¢parMeHTiB TeKCTy (pIIIEHHS OKpEeMHUX [Mepekiafalbkux npooiem). VY
KOTHITUBHOMY IIJIaH1 B MEPEKIIAIaIbKili MIsITHOCTI JIOKAJIbHI CTpaTeTii BKIIOYAIOTh
aCNeKTH  «IUCKPETH3allii» TEKCTOBOTO KOHIIENTY OpWTiHATY, MPOYNUTAHHS
3arajJbHOTO 3MICTY TEKCTy depe3 Woro dparMeHTH, iaeHTHdIKAIl mpooieMu:
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BUSIBJICHHSI KOHKPETHOTO (PparMeHTa, SIKUi BUMara€e MpPUUHSATTS MEPEKIaaibKoro
pillIecHHA 3a ICHYBaHHS aJbTEPHATUBHOCTI, 1 BUOIp HampsAMKy / Tporpamu
BUPIIICHHA 1IeHTU(IKOBAaHOT MPOOIEMH B CBITII TNI00ATBHOI CTpaTerii mepeKamy.

[Toxi6HO 10 THOOATBHMX 1 JIOKAJIBHUX CTpaTerii KOMYHIKallii, cTpaTerii
nepekiialy He € BUOOPOM MOBHOI / MOBJCHHEBOI (pOpMH peatizarii MpUUHITOTO
PIIICHHS: BOHM 3QJIMIIAIOTHCS CYTHOCTSMHU KOTHITHBHOTO IUIaHY, IO BU3HAYAIOTh
KOHIIENTyaJIbHUI 00pa3 MallOyTHhOrO TNepeKsaay B MOro CIIBBIIHOIIEHHI 3
opuriHasioM. Bubip MoBHOI oauHUIII 200 MOBHOI (D)OPMU BHU3HAYAETHCS TAKTHUKOIO
nepekiany, sKy, posuBaioun morisg B. B. bamabina (bama6in, 2002),
MOTPAKTOBYEMO SIK BH3HAYCHHS 3aJIaHUX CTPATETIEI0 CMUCIOBUX (JICHOTATUBHUX,
CUTHI(IKaTUBHUX, KOHOTATHBHHX) 1 (hOpPMaTbHUX XapaKTEPUCTHUK ManlOyTHHOTO
dbparMeHTy IiTBOBOTO TEKCTy. Bubip MoBIeHHEBOI peanizamii abo0 MOBHOTO
€JIEMEHTY, SIKUW BIAMOBIJAE€ TAKUM MapameTpam, sBJisie cOO0I0 MpuiioM abo MeToj
(CYKYIHICTh IPUKOMIB) MIEPEKITALY.

4. O0roBopeHHs pe3yJbTaTiB

Crparerii # TakTUKH TEpeKIaay PI3HATHCA 3a XapakTepoMm O0O0'€KTIB, Ha SKi
BOHU CIIPSIMOBaH1, a00 3a PiBHSIMU KOTHITUBHHX MPOIIECIB, SIKI BOHU KOHTPOJIIOIOTh.
HeoOxinHicTh po3MEKyBaHHS CTpaTerii 1 TakTUK TNEepekiaay TMoB'sa3aHa 3 iX
CIPSIMOBAHICTIO Ha PIi3HI O0’€KTU: Yy TOM 4Yac SK JIOKaJdbHa CTpaTeris
CHIBBIAHOCUTBCS 13 3arajbHUM BIJTBOPEHHSIM KOHIIETITYaJIbHOTO CMHUCTY a0o
byHKIIi PparMeHTy TEKCTy, Ha KU HalllIeHa JISUIbHICTh MepeKiagayda, B TOW Jac
K TAKTUKA BU3HAYAE, SIKI caMe€ CMHUCIIOBI a00 popMasbH1 XapaKTEepUCTUKH MOBHHX
OJIMHUIIP OPHUTIHATY (IEHOTATUBHOTO, CUTHHU(UKATHBHOTO, KOHHOTATHBHOTO
3HAUEHHS, TMparMaTHYHUX abo (OPMATbHUX  XapaKTEPHUCTHK) MIAJIATal0Th
BIJITBOPEHHIO B MEPEKIIAII.

Hanpuknan, nparHyud BIITBOPUTH eQeKT mepeOyBaHHS B 1HIIIN KpaiHi,
nepekjgazgady MoOKe€ BUOpaTH CTpaTeriro BIATBOPEHHS 1HIIOMOBHHUX CIIIB 31
30epeKEeHHSIM 1X €K30THYHOCTI (JIOKaldbHa CTparteris ouykeHHs / dopenizaiii). s
CTpareris nepeadavae Takuil HaOlp TAKTUK: TTOBHE 30€peKEeHHs IHIIIOMOBHOT (hopMHU
(npuifoM Oe3mepeKIaHOrO 3armo3uueHHs) 0e3 BIATBOpEHHs 3MicTy abo 3 #oro
MOSICHEHHSIM B KOMEHTapi ab0 BHHOCII; BIITBOPEHHS 3BYKOBOi a00 TpadiyHOi
dopmu 3acobamu IUILOBOI MOBM  (BIJMOBIHO, NPUMOMH TPAHCKPUMIT 1
TpaHcHiTepallii), $fKi TaKOXX MOXYTh TMOEIHYBATHCS 3 KOMEHTapsiMu ado
MOSICHEHHSIMU, BITBOPEHHSI OYKBAJIBHOTO 3HAYEHHS («BHYTPIITHBOI (OpME», sSKa
MOTHUBY€E 00pa3) (mpuiioM KajabkyBaHHs). ToOTO, BU3HAUEHHS TaKTUYHUX 3aBJaHb
JI03BOJISIE TIEpEKIIajaueBl MEperTH 10 MiA00PY BIAMOBIAHUKIB Y MOBI NEpEKIaay, Kl
Masu O MeBHI 3MICTOBHI a00 (popMasbHI XapaKTepUCTUKH.

Hampuknan, taktuka nepenadi rpadiunoi Gopmu 6€3 excrurikaiii cMuchy, i,
BIJIMOBIAHO, TpUHOM O€3MepeKIaIHOr0 3alo3UUYeHHs, OOpaHul mMepekIagayemM
pomany E.I'eMiHrBes Ha ykKpaiHCbKYy MOBY $IK peajizailisi JIOKaJbHOI CTpaterii
dopenizariii, mgo3Boyisie 30epertu e(eKT BIACTOPOHEHHS, MepeOyBaHHS B UyXKid
KpaiHi, 1 XapaKTEpHY PHUCY 1I€OCTUIIO aBTOpa:
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'That for you, Cabrén,' and the blow hit Don Benito in the face...
(E. Hemingway. For Whom the Bell Tolls, p. 166)

. Ly 1
«Ocb mooi, cabron!»~ [[voco pa3y yoap ényuus 6 ooauuusi...

Crpaterito O4y)X€HHS PIIKO 3aCTOCOBYIOTh MPHU BIATBOPEHHI €MOIN, IO
MOXKHa TIOSCHUTH TIParHEHHSIM [EepeKiajavyiB MepefaTH caMmMe XapakTep Ta
IHTCHCHBHICTh TIOYYTTIB, @ HE HAIllOHAIBHY cHenudiky iX MNepeKuBaHHS YH
BUP@XEHHA. Y IIUTOBAHOMY MPUKIAIl ICIAHCHKUNA €MOLIWHUN BUTYK, YXKHUTHH B
aHTJIOMOBHOMY TEKCTI 0e€3 Mepekyaay Ta MOsICHeHb (i3 3arajJbHOTO0 KOHTEKCTY
3pO3YyMLIIO, IO 11€ — IHBEKTHUB), Y MEPEKiIaal BIATBOPEHO 3aBISKHA O€3MepeKIaTHOMY
3aMO3WYCHHIO, MPOTE 3 TIEPEKIIAIOM Ta KOMECHTapEM.

5. BUCHOBKH

OTxe, cydacHi nepekiaganbKi CTyaii TPaKTyIOTh MOHSTTS CTpaTerii B CUCTEMI
KOOPJIMHAT  «MOBa—CBIJJOMICTb—KOMYHIKAIlIs», 3 ypaxXyBaHHAM KYJbTYpHO-
COLIIAJIbHOI TMO3HAYEHOCTI YCIX TPbOX CKJIAJOBUX Ta 3 HAJaHHAM HPIOPUTETY
YUHHUKaM CBIJIOMOCTI W KoMmyHikalii. Crpareris mpeacTaBis€ KOTHITUBHUMN
PETyJIATUB JUCKYpCy, MPUUOMY IUCKYpC NEpeKyaay po3yMieEMO SIK MpoLec Ta
pe3ynbTar npodeciiiHoi MHUCIEHHEBO-KOMYHIKATHUBHOI AISUIBHOCTI MEpekiajgaya, y
X0/l SIKOi TOPOJIKYEThCS 1 HaOyBae MOBHOrO O(OpPMIICHHS HOBa KOTHITHBHA
CYTHICTh — KOHUENT IIbOBOTO TeKCTy. CTpareris COpsAMOBYE IHCKYPCOTBOPUY
JISUIBHICTD TepeKiaziaya sika MOJIAra€ y MEePecOTBOPEHHI KOHIIENTY BHUXI1JIHOTO
TEKCTY JJIs WOro IHTerpauii B IHIIY MOBHY KyJnbTypy. l'noOanbpHiii ctpaterii
MIMOPSIKOBaH1 JOKaJbHI, 5IKl, B CBOIO YEPry BHU3HAYAIOTh TAKTUKHU 1 MPUHOMH Ta
METOJIU TIepeKIIaay.

Po3yminHsa mepeknaay SK OCOOJIMBOIO THUITY JUCKYPCY MiJIBOJUTHL HAC [0
BU3HAYEHHS CTPATErii sIK KOTHITUBHOIO PETYJISITUBY, KU yNPAaBIII€ OPraHi3all€ro 1
peanizaii€lo 1mboro AUCKYPCY; PO3BUTOK JIHTBICTUYHOI TEOPIi JUCKYPCY CTBOPIOE
MIAIPYHTS IS TOAANBIINX JOCHIKEHbh — BHUBUEHHS BHYTPIIIHBOI CTPYKTYpPH
CTparerii sK KOHUENTY, BHU3HAUEHHsS 1i MiCUd cepel IHIIUX pPEryJsTUBIB
MEepeKIaaabKoro JUCKYpPCY, BHUSBJICHHS THUIIB CTpaTeriii, 3’sCyBaHHS iX
1ICTOPUYHOTO Ta HAI[IOHAJILHO-KYJIBTYPHOTO BapilOBaHHS.
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Abstract. The present study investigates psychological foundations of mind mapping as one
of the relevant tools in teaching and learning process. A Mind Map, the modern approach
implemented and developed by Tony Buzan is viewed as a visual diagram used to record and
organise information in a way which the brain finds captivating and easy to process. It is based on
the conception of radial tree, diagramming key words in a colorful, radiant, tree-like structure. The
study focuses on the theoretical analysis of brain’s as well as cerebral hemispheres’
functioning aiming to explain the claimed increased effectiveness of mind mapping over other
forms of learning, understanding, remembering and performing. Much attention is devoted to the
benefits and challenges of using mind maps. Thus, some sufficient mind mapping strategies for
English teachers which can be effectively used in the classroom have been presented. The research
confirms that mind mapping is a beneficial learning tool to help students brainstorm any topic and
think creatively. It is a powerful way for students to reach high levels of cognitive performance.

Keywords: mind mapping, psychological foundations, teaching English, benefits, visual
diagram, learning tool, students.

By4yanbka Caitsnana. IIcuxos10riyHi 0OCHOBM BHMKOPHCTAaHHS iHTEJIEKTYaJIbHHX Mall y
BUKJIAJAAHHI aHTIJIIHCHKOI MOBH.

AHoTanig. VY JOCHJDKEHHI IPOBEIEHO aHali3 ICUXOJOTIYHUX OCHOB CTBOPEHHS
IHTENeKTyallbHUX Man (MEHTAJIbHUX KapT) SIK OJHOTO 3 BXKJIMBHUX Ta PEJIEBAaHTHUX 1HCTPYMEHTIB
y HaByaJlbHOMY  mporeci. [HTenekTyaibHi Mamu, sK Cy4acHUM WiAXiJA Yy BUKJIAJaHHI,
po3pobnenuit Toni By3eHoM po3risimaeTbest K BidyaldbHa CXeMma, sIKa BUKOPHUCTOBYETHCS IS
3amucy Ta opraxizaiii iHdopmarrii, o Jerko miamaeTbest 00poOIl. [aes iHTeNneKTyaapHO1 Manu
3aCHOBaHa Ha KOHIIEMINT pajiaJbHOTO JEpPeBa, Y AKOMY MOr0 OKpeMi €IeMEHTH, KIIOYOBI CIOBa
MOETHYIOTHCS Y OapBUCTY, NEPEBOMOMIOHY CTPYKTYpy. Y IOCIHIKEHHI yBara 30cepekeHa Ha
TEOPETUYHOMY aHalli31 (PYHKI[I MO3KY 3arajoM Ta IMiBKYJIb T'OJOBHOTO MO3KY 30KpeMa, SIKHil
JI03BOJISIE TTOSICHUTH BUCOKY €(eKTUBHICTh BUKOPUCTAHHS 1HTEJNEKTYyaJbHUX Mall y MOPIBHSHHI 3
iHIIMMU (opMaMM HaBYaHHSA, PO3YMIHHs, 3alaM’sITOBYBaHHS Ta BUKOHAHHS pilleHb. Benuky
yBary HpUIUIEHO IepeBaraM Ta HeAOJIKaM BHUKOPHUCTaHHS MEHTaJIbHMX KapT. Binrak, y crarti
IIPEJCTaBIICH] AEdKl CTpaTerii BUKOPUCTAHHS KapT Ul BUMTEINIB, sIKI MOXYTb OYTH €(EeKTUBHO
BUKOPUCTaHl y BMKJIQJAHHI aHIJIIACBKOI MOBH. 3a pe3ylbTaTaMu IOCHIKEHHS J0BEIEHO, IO
IHTEJIEKTYaJIbHI Malyd € HEOOX1JIHMM IHCTPYMEHTOM HaBYaHHS, SIKUH JONOMOXE CTyAEHTaM
aKTUBI3yBaTU CBIM IHTEJEKTYyaJIbHUI pe3epB, 0OrOBOPIOIOYN OYy/b-SKY T€MY 1 MHUCIUTH TBOPYO.
Ie — moTyxHMI1 criocid Ui JOCATHEHHS! BUCOKOTO PIBHS KOTHITUBHUX (DYHKIIIH.

Knrouosi cnosa: inmenexmyanvri mManu, NCUX0102I4HI OCHOBU, BUKIAOAHHSA AHRTIIUCLKOT
Mo8U, nepesazu, 6i3yanbHi oiazpamu, 3acobu HAGUAHHSA, CIYOEeHMU.

1. Introduction

Learning process proves to be successful only if it involves multiple strategies
available for critical thinking, decision-making and creative studying. The greatest
challenge expected is to change the education situational factors in the direction of
teacher as coach and learner from the prevailing model of teacher as disseminator of
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information and boss in the classroom. Therefore teachers and educators need to be
engaged in training programs that can model the new educational approaches.

The next challenge lies in changing assessment practices that now rely
primarily on multiple-choice tests that measure mainly rote recall of information, to
performance-based projects that require students to demonstrate their understanding
of basic concepts, ability of using them in topic discussions as well as visualizing
and modifing their ideas. There exists plenty of room for acquisition of a variety of
tools and techniques to generate and organize thoughts in order to hold large
amounts of information and knowledge, such as mind mapping, concept mapping,
diagramming and an endless list of accessible applications used today.

Being involved in teaching English and English language related courses we
tend to intensify and improve the process of foreign language learning by seeking
for a diversity of techniques, tools and methods to be performed in the class. The
purpose of the present study is to investigate psychological foundations of mind
mapping as one of the relevant tools of learning and analyse the benefits and
challenges of using mind maps in teaching English.

2. Methods

Observational and opinion based research involved first and second - year
students of a number of specialties in Vinnytsia pedagogical university who are not
majoring in English. Engaging students from various departments and institutes
(Philology, Journalism, Primary Education and Psychology) we supposed that they
obviously possess different motivation towards learning English, which might
influence their ability of foreign language acquisition.

3. The study

Having made a profound investigation in the field we draw a conclusion that
the use of diagrams that visually "map" information using branching and radial
maps traces back centuries. The pictorial methods used by Porphyry of Tyros
(3™ century), Ramon Llull and others helped them record knowledge and model
systems as well as permit us today understand the principles of human cognition.
The modern approach which is more known as Buzan's specific approach is based
on the conception of radial tree, diagramming key words in a colorful, radiant, tree-
like structure.

Although Tony Buzan is considered to be the founder of Mind Mapping he
grounded his ideas making a deeper insight into the theories underlying the above
notion and analyses the earlier studies of the key mechanisms of brain functioning.
In the book “The Mind Map Book: How to use radiant thinking to maximize your
brains untapped potential” (1993) the authors focus on the scientific discoveries,
made by Dr. Roger Sperry whose “initial findings indicated that the two sides or
hemispheres of the cortex tend to divide the major intellectual functions between
them. The right hemisphere appeared to be dominant in the following intellectual
areas: rhythm, spatial awareness, gestalt (wholeness), imagination, daydreaming,
colour and dimension. The left hemisphere appeared dominant in a different but
equally powerful range of mental skills: words, logic, numbers, sequence, linearity,
analysis and lists” (Buzan & Buzan, 1993:32). Sperry claimed that the more
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activities were integrated, the more the brain's performance became co-operative,
with each intellectual skill enhancing the performance of other intellectual areas.

The immense abilities of human brain were investigated by Professor Petr
Kouzmich Anokhin in 1973 who concluded that “each of the ten billion neurons in
the human brain has a possibility of connection of one with twenty-eight noughts
after it. If a single neuron has this quality of potential, we can hardly imagine what
the whole brain can do” (1993:30) which actually proves that the potential of our
brain is unlimited. Still, the human brain looks for patterns and completion that may
be satisfied by Mind Mapping technology.

Buzan (1993:59) defines a Mind Map as a visual diagram used to record and
organise information in a way which the brain finds captivating and easy to process.
Thoughts, ideas or facts are laid out around a central theme so that you can clearly
‘see’ their flow across different levels. The fundamental idea of Buzan & Buzan’s
(2010:37) observations is that a mind map resembles the brain's neuronal structure
with infinite connections. The brain is a big "associative machinery” and mind
mapping "mimics thought processes" by naturally calling to mind associations to
recorded words and images on the map as you progress through the task. They
observe that the brain—unlike a sequential processing computer—uses multilateral
thinking, going in many directions at once in a holistic manner, using both sides of
the brain. This they label "radiant thinking."

According to Anokhin (1973), information in a Mind Map is structured in a
way that mirrors exactly how the brain functions — in a radiant rather than linear
manner. The brain likes to work on the basis of association and it will connect every
idea, memory or piece of information to tens, hundreds and even thousands of other
ideas and concepts. Therefore radiant thinking can be seen as a natural and efficient
way of using our brains. It should be taken into consideration that mind mapping
derives from huge information processing ability and learning capacity. In other
words brain's radiant thinking pattern may thus be seen as a gigantic branching
association machine - a super bio computer with lines of thought radiating from a
virtually infinite number of data nodes.

There is still relatively little known about memory processes and how
knowledge finally gets incorporated into our brain, but it seems evident from the
diverse sources of research that our brain works to organize knowledge in
hierarchical frameworks and using imagery, visualization as it helps to acquire
concrete concepts, such as object identification, spatial relationship, or motor skills
where words alone are inefficient. Thus, human ability to mental imagery which is
always understood to function as a form of mental representation, visual mental
Imagery, was thought to be caused by the presence of picture-like representations
(mental images) in his mind or brain.

Earlier studies prove a very large, even pivotal, role of mental imagery in both
memory (Yates, 1966; Paivio, 1986) and motivation. It is also commonly believed
to be centrally involved in visuo-spatial reasoning and inventive or creative thought,
providing background for all thought processes, and the semantic grounding for
language respectively. It is commonly admitted that mental imagery is a familiar
aspect of most people’s everyday experience.
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Obviously, because the mind map constructively uses the tools of Imagination,
Association and Location, as well as the tools of the left and right brain, we can
consider it as the ultimate thinking tool that incorporates all the significant and
potent ways of thinking into its own structure.

There is an increasing amount of recent research that suggests mind mapping
can improve learning and memory by 10 to 15% versus conventional note-taking
and studying techniques. Creating new methods of observing or recording events
learners open up new opportunities for their new knowledge creation.

Cunningham (2005) conducted a user study in which 80% of the students
thought "mind mapping helped them understand concepts and ideas in science".
Farrand, Hussain, and Hennessy (2002) also reported on positive effects of mind
mapping (spider grams) on memory recall in undergraduate students (a 10%
increase over baseline for a 600-word text only) as compared to preferred study
methods (a 6% increase over baseline). Abi-El-Mona and Abd-EI-Khalick (2008)
found that 8" grade students assigned to a Mind Mapping group showed substantial
gains in conceptual and practical understanding on a science achievement test than
those assigned to a note summarization group.

A brief review of studies suggests that mind mapping produces comparable or
superior results to traditional note-taking strategies. Much evidence can be found to
confirm a broad usage of mind maps in all spheres of human activity.

4. Results and discussion

Considering the great value of mind mapping in the process of human learning
and human knowledge creation, we tend to implement some technologies which we
suppose significantly enhance the learning capability of all learners. At the same
time one must realize that learning should be thinking and meaning centered. In
other words, students don’t simply record information but build up their knowledge
structurally. Gardner’s Theory of Multiple Intelligences, thus, may make an
essential ground for personality’s further development. Although there are obvious
differences between individual’s abilities which were manifested by Gardner
(1993:7-8) in his theory, still “there is not just one form of intelligence based on
verbal and reasoning abilities, but that there are seven different intelligences, each
having a unique neurological pattern and course of development”.

In this case Mind Mapping can be successfully used as it brings together left
brain (words, logic, numbers, linearity) and right brain skills (curves, colour,
rhythm, images, space) making brain’s performance more synergetic. This means
that each cortical skill enhances the performance of other areas so that the brain is
working at its optimum. Experimenting with Mind Mapping we encourage students
to enhance their competence in English as well as develop their creativity, critical
thinking and what is more, teach them how to structure their thoughts and sort out
information they work with.

In the previously conducted research Buchatska (2015:7) claimed that
prevailing difficulties and therefore the students’ negative experiences in foreign
languages communication are determined by a high degree of speech fluency,
difficulty in understanding spoken language and grasping the meaning of an
utterance. As the conducted correlation analysis showed, the failure to understand a
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foreign speaker adequately is mainly related to the lack of vocabulary and low skills
in expressing opinions. Thus, we focused on the formation of students’ speaking
skills using the technology of mind mapping on the basis of topics “English as a
Universal Language” (Appendix A), “Practical Pieces of Advice on How to Learn a
Foreign Language” (Appendix B) and “Choosing a Career” (Appendix C). The
purpose of teaching speaking through the above technology is to make students be
able to use language communicatively and meaningfully incorporating words,
Images, numbers, and color; generate ideas; outline and summarise large amounts of
information.

Once the topic is given, the students are supposed to work out the text, that is
to say, read it, write down all unknown words and outline the text. For example,
while studying the topic “Choosing a career” (Appendix C) we pointed out four
paragraphs which actually represented “The main steps” in choosing a career:

Step 1— Define your requirements for the career;

Step 2— Look for a job;

Step 3— Apply for the job,

Step 4— Go through the interview.

Further, the students are asked to expend on the following steps using key
words or expressions and at last to design a mind map introducing details and
relationships among these details. The learners are free to choose the technique of
their mind maps.

. o

letter of application Be

u - professional experience jnterviewed
- skills and - relevant skills
previous _curriculum vitae or CV
experience; )
fulltime/ - research experience,
v art-time: publications,
-strengths and weak P ™M orecentation,
points —worlgmg awards,honors
-city life or in the cond1.t1ons, Apply for the job
country -starting

-company or self-  advertisement

employed Look for a job
Define requirements
for the career

Fig. 1. A Mind Map to the topic “Choosing a Career”
supported by SmartArt graphs
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a od candidate
D Academic and educational background
teaching lence

b

Fig. 2. A Mind Map to the topic “Choosing a Career’
supported by Mind Meister

Figure 1 and Figure 2 above represent two different mind maps created by
second-year students which illustrate two approaches and peculiar abilities in
visualizing and organizing information.

While observing students mind mapping we have found that many of them
have difficulty identifying the important concepts and key notions in a text, lecture
or other form of presentation. Part of the problem, as concluded by Novak & Canas
(2008:24) stems from a pattern of learning that simply requires memorization of
information, and no evaluation of the information is required. Such students fail to
construct powerful maps by recording the ideas, where they fit in terms of context
and content and organize their notes by categories and relationships while mapping.

For these students, the subject matter of most disciplines, and especially
science, mathematics, and history, is a cacophony of information to memorize, and
they usually find this boring. Many feel they cannot master knowledge in the field.

Although the benefits of mind mapping have long been established, one of the
most important aspects of making ideas visible using both words and images, is that
our very process of thinking can become visible. Once our ideas exist outside our
brains we can explore them in greater depth. This capacity to work with ideas made
visible is an important aspect of visual intelligence.

While mapping their ideas the students realize that this process allows them to
see the whole picture, the parts and the whole and notice the relationship between
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them. Lacking the ability to understand some notions at first, they then move from
detail to detail to see the entire system. It became evident that starting point from
which the map is constructed can vary depending on the expected previous
understanding by the students, the difficulty and novelty of the topic, and the
teacher’s confidence in mastering the topic.

As mentioned before the process of mind mapping trains them in summarizing
information efficiently, pointing out the key elements or notions and organizing
thoughts, bouncing ideas off of each other, rather than thinking linearly.

Most of students manage to talk more confidently conveying basic meanings,
following the structure they perform in their mind maps. In addition, we have found
out that students’ involvement in mind mapping while learning English and their
language practice improvement significantly reduce anxiety they usually suffer
from. Thus, these positive changes in students influence and raise their motivation.

It was also discovered that students feel better and communicate more
effectively in situations when their speech is supported by visual map. Mind
mapping ideas help students select, structure, synthesize and integrate information,
improve their foreign language communication. It proved to be even more important
for the first-year students while studying the topic “English as a Universal
Language” (Appendix A), “Practical Pieces of Advice on How to Learn a Foreign
Language” (Appendix B).

English as a universal

Language \

/ Mass Media N
| Satellite TV (BBC.CBS. ABC, 1
I NBCand CBC - 300 million people) |
| Newspaper |

|

Status of language
Native (400 million/12countries)
Second (400 million/15 countries)

| Magazine Official or semigfficial (60 countries)
Radio

\Radio  _ _ __ _____ y)

Technology N

Transportation Computer programs I
International airports SOftWEIItl? I
Pilots and air traffic controllers Electronic and space technology I
Maritime traffic ]

Medicine Diplomacy Science

Fig. 3. A Mind Map to the topic “English as a Universal Language”
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k-.»c‘.-; Hour wother tongue well Hedr language sporen Study the rules and
\ ‘ tend to use themw
cticing Practical Pieces of Adviceon £ build wp Your

How to learna F oresgn La nguage vocabulary

Read inthe foreign Language \

And finally, rememberthat learning a language is a never-ending process

Fig. 4. A Mind Map to the topic “Practical Pieces of Advice on How to Learn a
Foreign Language”

As indicated earlier mind mapping is a powerful way for students to reach high
levels of cognitive performance, an ideal evaluation tool for educators measuring
the growth of and assessing student learning. As students create maps, they interpret
ideas using their own words and help identify incorrect ideas and concepts;
educators provide an accurate, objective way to evaluate areas in which students do
not yet grasp the notions fully.

The observation research confirmed that Mind Maps also provide teachers with
insight into their students’ thought process regarding a specific topic. By asking
students to create mind maps demonstrating their comprehension of main ideas,
teachers are able to understand what a student’s prior knowledge was and how well
the student understands the assignment or the material being taught. This is a very
effective way of evaluating students’ understanding.

In order to facilitate the learning atmosphere Mind Mapping can also be a class
effort, using a projector, where all students give their opinion and participate in the
construction of the map. In this case a teacher must be alert to evaluate the
individual participation of every student.

5. Conclusions

The above analysis of theoretical foundations of Mind Maps proves that it is
truly profound and powerful learning tool. Mind Mapping has been shown to help
learners learn, researchers create new knowledge, educators to better structure and
manage their learning process, and evaluators assess learning. As a beneficial tool, it

41



Svitlana Buchatska

can help students brainstorm any topic, facilitate the learning process and capitalize
on students’ natural creativity.

In addition, it is required to develop special mind mapping techniques and
implement them in educational environment to sufficiently benefit from usage of all
possible visual tools.
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Appendix A

ENGLISH AS A UNIVERSAL LANGUAGE

English is becoming the world's first truly universal language. It is the native language of
some 400 million people in twelve countries. That is a lot fewer than the 800 million people or so
who speak Mandarin Chinese. But another 400 million speak English as a second language. And
several hundred million more have some knowledge of English, which has official or semiofficial
status in some sixty countries. Although there may be as many people speaking the various
dialects of Chinese as there are English speakers, English is certainly more widespread
geographically, more genuinely universal than Chinese. And its usage is growing at an
extraordinary pace. Today there are about 1.5 billion English speakers in the world. By the year
2020, that figure is likely to exceed 2 billion.

Media and Transportation

English prevails in transportation and the media. The travel and communication language of
the international airwaves is English. Pilots and air traffic controllers speak English at all
international airports. Maritime traffic uses flag and light signals, but «if vessels needed to
communicate verbally, they would find a common language, which would probably be Englishy.

Five of the largest broadcasters — CBS, NBC, ABC, the BBC, and the CBC-reach a
potential audience of about 500 million people through English broadcast. It is also the language
of satellite TV.
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The Information Age

The language of the information age is English. Computers talk to each other in English.

More than 80 percent of all the information stored in the more than 100 million computers
around the world is in English.

Eighty-five percent of international telephone conversations are conducted in English as are
three-fourths of the world's mail and e-mail. Computer program instructions and the software
itself are often supplied only in English.

Science

German was once the language of science. Today more than 80 percent of all scientific
papers are published first in English. Over half the world's technical and scientific periodicals are
in English, which is also the language of medicine, electronics and space technology.

Diplomacy

English is replacing the dominant European languages of centuries past. English has
replaced French as the language of diplomacy being the official language of international aid
organizations: such UNICEF, UNESCO, NATO, and the UN.

Appendix B

PRACTICAL PIECES OF ADVICE ON HOW TO LEARN A FOREIGN LANGUAGE

1. If you know your mother tongue well, you can learn a foreign language.

2. If you want to speak a language, you must hear it spoken, and it is very good if you have a
teacher who speaks this language well and fluently. In case there is no teacher whom you can
imitate, a record or a tape recording might be of great help.

3. Every language has its own grammar rules. You must always remember that each
language is organized according to its own grammar. Study the rules and tend to use them. Do a lot
or grammar exercises. Some people believe that learning a foreign language is just a matter of
memorizing words. You certainly have to build up your vocabulary, but you will never speak or
read a language unless you know grammar rules and are able to use them.

4. Say words, phrases, sentences over and over again until they come automatically. You
have to practice just as a pianist has to play the piano for hours. You must keep practicing
constantly or you will get out of practice. The more you learn, the easier it is for you to learn still
more. Your knowledge of a language is like a rolling snowball.

5. You must read journals and newspapers in the foreign language you are learning. You
should even read children books or other easy-reading series books you have at your disposal. The
more you read, the sooner you will get the feel of the language.

6. Learn the language by ear. Listen to records. Listen to tapes. Turn on radio and listen.

7. Pronounce the sounds of the language you are learning, especially the sounds that are
different from the sounds of your mother tongue. Imitate as close as possible the intonations.

8. You must try to learn and memorize whole sentences and phrases - not just words! Do not
separate words that are put together.

9. Work systematically. You should learn systematically whether you are taking a class or
studying on your own. These who do not work hard enough cannot expect to get good results.

10. Do speak up. He who keeps thoughts to himself may well be blessed but you will do
better if you don't go by this principle when speaking a foreign language. Remember it is always
better to say something than not to speak at all.

11. Don't worry too much about mistakes. You will make them anyway — there is no getting
away from them. A brilliant idea will still be brilliant even if it is expressed against all rules of
grammar and pronunciation.

12. And finally, remember that learning a language is a never-ending process. When is the
best time to start learning a foreign language? You can learn it at any age but it is much easier when
you start young. - So the best time to start learning is NOW. Good luck!
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Appendix C

CHOOSING A CAREER

Choosing one’s career is an important step in everybody's life. Most children have only vague
ideas of what they want to be. Some children admire their parents and want to follow in their footsteps
or at least they take their parents' advice, others prefer to go their own way.

The best idea is to define clearly what your requirements for the career are. This involves
taking a realistic view of your strengths and weak points. You should also answer some
important questions. First: what sort of life do you want to live: in the country or in the town? Is
the size of your salary important to you? Second: what sort of work do you want to do? For
example, do you like working alone or dealing with people? Do you want to work for a
company or be self-employed? Does teaching appeal to you? Do you want to be an organizer of
other people's activities?

The next step is looking for a job. Most people find jobs through advertisements in
newspapers or on the Internet. They look through “Help Wanted” or “Employment Opportunities”
in the classified section of a newspaper or on the website. Job advertisements may include the
information on what skills and previous experience you need, whether it is a full-time or part-
time position, describe working conditions and indicate the starting salary. They may also
inform you what you should do if you are interested in applying for this job.

Having found a suitable position a person usually writes a letter of application, also known
as acover letter. Your application letter should let the employer know what position you are
applying for, why the employer should select you for an interview, and how you will follow-up.
When writing the letter you should include details of the position you are applying for, explain the
reasons for your interest in the specific organization, describe your professional experience and
most relevant skills, say why you think you are a suitable candidate. When applying for
academic, education, scientific or research positions a curriculum vitae or CV is written. A CV
includes a summary of your educational and academic backgrounds as well as teaching and
research experience, publications, presentations, awards, honors and other details.

Be prepared to work hard before you get a job. You may spend long hours and lots of energy
just looking for a job. But anyway, a good occupation is worth all the efforts. You must think
about your future, because if you don’t think about the future you don’t have one.
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Abstract. The major aim of the present study is to find connections between global-
mindedness and some important factors such as gender and level of proficiency. To this end, 182
language learners, 92 females and 90 males, participated in the study. These students were
selected and categorized based on one-stage cluster sampling from 16 branches of different
language centers, namely Safiran, Shoukoh, and Kish. The main phase of the study was conducted
through the use of Google Docs platform that provides the researchers with the well-organized
data. Language learners were asked to answer all the demographic information by considering
their anonymity during the process of data collection. The result of the study, through t-test,
showed that there was a significant difference between male and female language learners
regarding their level of global-mindedness. The result also showed that the level of proficiency of
the female language learners does not influence their level of global-mindedness.

Keywords: global-mindedness, gender, EFL, communication, level of proficiency.

:xkaBan Armani ®aranaki, Pynran Kanr. ['mo6anbHe MHCIEHHS CTYAEHTIB, sAKi
BHBYAIOTH aHIJIICbKY fIK iHO3eMHY: Po0JieMa reHaepy Ta piBHsl BOJOJIHHA.

AHoTanisi. MeTa nocnipKeHHs NOJSrae y 3HaX0/KeHH1 3B’ 513Ky MK INTOOAIbHIM MHUCIICHHSM 1
NEeIKUMHU BRKITUBUMH YAHHUKAMH, SIK-OT. CTaTh 1 piBeHb MAWCTEPHOCTI. Y JOCIHIKEHHI B3SJI0 y4acTh
182 ocobwu, 3 axkux 92 ocobu xiHoyoi ctati Ta 90 ocid vonosivoi crari. CryneHt Oynu BiaiOpaHi i
MIOJIUIEH] Ha TPYIH 3a MPUHIMIIOM OJHOCTYIIHYACTOroO Kilactepa 3 BUOIpKOwo 16-Tu ¢imianiB pi3HUX
MOBHHUX LeHTpiB, a came «Cadipan», «lloyko» 1 «Kim». T'omoBHuUIl eram nocmipkeHHS Oyi0
MIPOBEICHO 3a JOMOMOT0I0 BUKOpHUCTaHHS cepBicy Google Docs, 110 3abe3neuye ToCTiHUKIB J00pe
BIOPsIIKOBaHUMM  JaHMMU. CTyneHTam Oyjo 3alpolOHOBAHO HAJAaTH TIOBHY JeMorpadiuHy
iH}popMartiio mpo cede 31 30epekeHHsIM MPUHIMITY aHOHIMHOCTI MPOTSIrOM Tpoliecy 300py JaHHX.
Pesynpratn T-tecty (t-xputepiii CTbro/ieHTa) MOKa3add BEMUKY PI3HUIIIO TIIOOATLHOTO MHCIEHHS
MK oco0amMM YOJIOBIYOi Ta kiHOYOI craTi. Cepen CTYAEHTIB JKIHOYOI cTaTi BaroMoi Pi3HHUIN Mixk
rI00aTbHUM MUCIIEHHSIM 1 pIBHEM BOJIOAIHHS MOBOIO HE OYIIO BUSIBIICHO.

Knrouoei cnosa: 2nobanvre mucients, ceHoep, aH2ilcbKa MO8ad SIK IHO3eMHA, KOMYHIKAYis,
pieenb 80100IHHS MOBOIO.

1. Introduction

Communication itself can not be solidly discussed through one specific dimension
and there is no clear-cut boundary to circumscribe its widespread realm. Moreover, the
study of communication truly empowers multidisciplinary co-constructions and
interventions. The fact that cultural norms and conventions impose several attributes
upon the nature of the communication is undoubtedly of paramount significance
because such norms constantly shape orientations within communication in broader
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sense. Therefore, there is a necessity to prepare local students confronting with
evolving conditions in transnational communities. This preparation is not only assured
through communicative competence, but also it needs intercultural competence and,
especially, reinforcement of the commonalities among parties of interaction. These
commonalities engender desirable conditions which induce higher reciprocity between
contributors in communications. Besides, the betterment of the relationship between
people with different nationalities can be achieved, appropriately, through their heart.
In other words, people should carry their carry-on heart when they contact people with
different nationalities and reinforce commonalty regardless of all incongruities.

Smallman and Brown (2011) stated that the nature of the global
interconnectedness is the process that affects every individual’s perception of the
culture and identity. A quick glance at global problems, such as global warming, war
and range of natural disasters around the world, can indicate the extent to which such
interconnected process are operative motives in the evolution of the worldviews. This
evolution necessitates, chiefly, policy makers in broader sense to count on the
influential role of every individual in this vast planet. At least, they should believe in
the ‘Butterfly effect” which metaphorically claims on the slight effect of every
organism on global issues, and they should also align their palette of policy making
based upon such understandings. In general, these deep concerns for transnational
Issues cause permeability of sympathy over the border of the countries in which firm
patriotic beliefs took precedence over ‘cosmopolitan outlook’. However, this
cosmopolitism is not in concordance with what is meant by globalization in Giddens’
(1991) view because he asserted that globalization is the act of homogenizing the world
by gathering ideas together and bringing a unified system of thought, though newer
perspective over the globalization not only rejects this unification, but also it insists on
incongruities and diverse cultural backgrounds.

This study aims at determining the extent to which gender and level of proficiency
of language learners, who attended foreign language programs, influence their global-
mindedness. The result of the study can also shed light on the development of the
intercultural communicative competence models based on the students’ backgrounds.

2. Literature review

2.1. Intercultural competence

Although there is no consensus over any terminology for intercultural
competence, there are quite a few studies which adopted different terms to resolve the
opaque theme of intercultural competence (Deardorff, 2011). All in all, one of
outstanding examples of such a terminology is Sercu’s (2005) one. She defined
intercultural competence as the willingness to communicate appropriately with
foreigners, to develop self-awareness, to think outside the box, to play the role of
cultural mediator, to analyze others’ point of view in a broader sense, and to extrapolate
the new cultural contexts from previously learned skill. The assessment of intercultural
competence, however, evolved it into a dilemma (Fantini, 2009). The lack of
assessment may be because of what FitzGerald (2003) called as ‘fluidity of
intercultural competence’. Byram, Zarate & Neuner (1997) also mentioned that
assessment of intercultural competence is well-nigh impossible because of
multidisciplinary nature of intercultural competence and several considerations over the
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socio-cultural competence. This issue arose simply due to the necessity of assessment
of socio-cultural aspect of every language which broadens its scope from language to
language users. Hence, what problematizes the concept of intercultural competence is
the widespread misunderstanding regarding the assessment of such term due to its
fluidity in nature. But having said that, a new instrument needs to be constructed to
fully assess what it should assess regarding the profound cultural awareness and
understanding.

2.2. World-view

How people approach life depends on the values that they encounter and accept
through the process of socialization in which people shape and being shaped through
the appropriate mediation in the societies. However, this mediation can be
accompanied with the manipulation of the reality that leads into diversity of
interpretation of one single entity. In other words, some people think that they are
watching the world through one big window, while such assumption can be changed
totally into a hallucination and in higher cases localization of the concept of the reality.
In this sense, reality is reflected through one gigantic mirror in which people see their
religion, culture, tradition, and language of utmost significance. With such perspective,
it is unavoidably evident that people’s world-views would be limited to their ethnic
boundaries. What sets this shackled nations free of such ideologies was the World War
I1. People got united for one specific purpose regardless of their nationalities to defeat
Nazism. Thereafter, this event, idealistically, propelled people to come to think of a
united nation in which physical borders were determined through soil, while the real
border was passage way for the supranational interactions.

2.2.1. International vs. world-mindedness

To begin with the preliminary concepts regarding global perspectives, one should
peruse the course of the history to see some constructs that worked as touchstones to
assay nations’ emotionality toward global communities in 20" and 21% century.
Among such constructs, international-mindedness and World-mindedness played and
still play the pivotal role in perceiving nations’ attitudes and perspectives. Although
these terms have been used interchangeably, some believed that each one of them
should be defined distinctively and discussed along with their weak points in coverage
of what they measure.

World-mindedness is every individual’s worldview regarding national and
supranational problems of human-being regardless of any bias toward national affairs
in order to develop a sense of mankind in broader scopes out of national boundaries
(Sampson & Smith, 1957). They also made a clear distinction between world-
mindedness and international-minded through the following assertion:

International-mindedness refers to interest in or knowledge about inter- national
affairs ; factual and topical statements frequently serve as items in scales that measure
international-mindedness. The concept world mindedness, in contrast, designates
purely a value orientation, or frame of reference, apart from knowledge about, or
Interest in, international relations. We identify as highly world minded the individual
who favors a world-view of the problems of humanity, whose primary reference group
Is mankind, rather than Americans, English, Chinese, etc. Such a person may or may
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not have a heightened interest in and knowledge about international affairs (Sampson
& Smith 1957:99).

International-mindedness is defined as a curiosity about the people’s diverse
cultural backgrounds (Hill.2007). International mindedness lets people see themselves
as the part of the larger community and feel the sense of kinship and personal
responsibility for other members of global community (Muller, 2012). Duckworth,
Levy, and Levy (2005) stated that international-mindedness can be manifested,
implicitly, through individuals’ understandings of their own actions to change the
whole global community. Moreover, the new definition of international mindedness
encompasses several attributes, such as Ethical practice, Global literacy, Linguistic
fluency Global issues, Learning access, Service learning, and Student leadership.

2.2.2. Global-mindedness

Few years later, Hett (1993:4) defined global mindedness as “a worldview in
which one sees oneself as connected to the global community and feels a sense of
responsibility to its members. This commitment is reflected in the individual’s
attitudes, beliefs, and behaviors” (as cited in DeMello, 2011: 41). She also developed a
full-fledged scale for assessing global-mindedness. Hopefully, this work buttressed the
fundamental steps in designing a model for the assessment of global mindedness.

In prima facie, global mindedness resembles, to some extent, international-
mindedness and world-mindedness. World and Global mindedness both deal with
individual’s worldview which can be within the range of ethnocentric to globalcentric
inclinations. Olsen, Lodwick & Dunlap (1992) stated that the shift from ethnocentrism
to more globally-oriented worldview can be achieved through socialization and social
interactions. Duckworth, Walker-Levy, and Levy (2005) claimed that international-
mindedness and global-mindedness are synonym, while there are some slight
differences between such terms that are depicted in table 1:

Table 1
Comparison of Characteristics of GM and IM

Characteristics of global-mindedness

IB learner profile attributes

(Hett, 1993) (Hill, 2007)
Personal attributes Inquirer; balanced
Oppose prejudice Principled

Responsibility & care Caring
Activists Risk-taker

Additional language ability

Communicator

Seek to learn

Knowledgeable; reflective; thinker

Unity of humanity

Open-mindedness

Environmental concern

Not identified

Cultural pluralists

Not identified

Interconnectedness

Not identified

Futurist perspective

Not identified
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Following Hett’s study (1993), handful of research utilized the same scale for
the measurement of individuals’ global perspectives. However, in twenty-first
century, this number increased by the emergence of new trends in intercultural
studies. Gillian (1995) conducted a survey on the level of global mindedness of
university students who lived in USA. She concluded, in line with Hett’s study
(1993), that females enjoyed higher sense of global mindedness. Few years later, Zhai
& Scheer (2004) reemphasized the role of gender in the level of global mindedness.
In an attempt to synonymize international and global mindedness, Duckworth et al.
(2005) used Hett’s scale in order to measure pre-Service and in-service teachers’
international-mindedness. Unlike the previous studies, they didn’t find any significant
relation between the level of global-mindedness and gender. They also concluded that
age, ethnic background, length of residence in foreign countries, types and the
number of the languages that one knows didn’t have any significant relation to global-
mindedness. All in all, living in foreign countries for the long period of time and
gender were among the most influential factors for the level of global mindedness. In
the similar vein, Kehl and Morris (2007) investigated the effect of college students’
length of residence in foreign countries for the short and long period of time to fulfill
their academic education and claimed that those who resided more than eight weeks
and approximately one semester received higher level of global mindedness in GMS.

Research questions

1. Is there any difference between male and female language learners regarding
their level of global-mindedness?

2. Is there any relationship between female English language learners’ level of
proficiency and their level of global-mindedness?

Purpose of the study

The present study attempts to find the role of gender in the EFL language
learners’ global-mindedness. The reason behind the implementation of the study lies
in the role of the global-mindedness in intercultural communication and the necessity
of positive attitude towards the global partners. The second aim of the study is the
investigation of the relation between the level of the proficiency and Global-
mindedness.

3. Method

3.1. Participants

The current study included 182 participants who were studying English as a
foreign language at different language institutes ( Safiran, Shoukoh,and Kish
language centers). All participants were aged between 21-34 years. The proficiency
level of the participants ranged from intermediate to upper-intermediate. They all
completed the consent form in order to take part in the present study. The participants
were 92 female and 90 male language learners.

3.2. Instrumentation
The researchers in this research implemented the global-mindedness scale that is
devised by Hett (1993). Hett (1993:143) divided the scale (consisted of 30 items) into
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five dimensions, that is, Responsibility, Cultural Pluralism, Efficacy, Globalcentrism,
and Interconnectedness. The items were accompanied by the 5-point Likert scale
response ranging from strongly disagree to strongly agree. These multidimensional
aspects for the development of the global mindedness are depicted in Table 2:

Table 2

Global Mindedness Dimensions

Responsibility Having a personal responsibility to concern for
supranational problems or even collective responsibility
to improve the quality of others’ life.
Cultural Pluralism Respecting others’ cultures ~ with all diversities and
accepting their values despite their incongruity with the
local culture. This dimension runs on a parallel with
cultural literacy. According to Schmelkes (2009), respect
for the diverse cultural background of ethnic groups leads
into the enrichment and cultivation of human being.

Efficacy Holding this belief that every individual’s action will be
beneficial and quite remarkable for the global community
Globalcentrism Considering the world as one unified land where one

enjoys the benefit of what s/he does in a reflexive mirror.
Such belief rejects any ethnocentric judgments
Interconnectedness Having the sense of the connectedness to the people
around the world. Such understanding leads into sense of
global belonging and kinship among individuals with
diverse cultural background.

3.3. Procedure

Data collection in the current study took 3 months to be completed. The
researchers asked the respondents to carefully tick the response pattern that is too
close to their views. Also, they were asked to complete the whole scale in
20 minutes. Google Docs platform was used for the ease of the final evaluation and
the access to the respondents who live in different cities during the implementation
of the study. The proficiency level of the participants was assessed through FCE test
that identifies intermediate and upper-intermediate learners with B1 and B2
according to CEFR leveling.

3.4. Data analysis procedure

SPSS 20 was used to analyze the data both in descriptive and inferential sense.
Cronbach alpha reliability of the questionnaire was evaluated to work on the
appropriateness of the questionnaire in the new context (r=.72). Regarding the first
and the second research questions, Independent samples t-test was used. The first t-
test was the indicator of the relationship between gender and global-mindedness and
the second t-test was used to show the potential effect of the language learners’ level
of proficiency on their global-mindedness.
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4. Results

In the present study, the first research question is designed to indicate whether
male and female language learners have different levels of global-mindedness or
not. Table 2 and 3 show the Mean and Standard deviation of both groups in
descriptive sense and indicate whether there are statistically significant difference
between male and female language learners regarding their level of global-
mindedness.

Table 3
Descriptive Statistics: Gender and Global-mindedness
VAR00001 Statistic Bootstrap®
Bias | Std. Error 95% Confidence
Interval
Lower Upper
N 92
Mean 1047717 .0528 1.7506| 101.2265| 108.2391
Female |Std. Deviation | 17.39275| -.11630| 1.26210| 14.78223| 19.74046
o1, Error 1.81332
VAR00002 N %0
Mean 08.1333 -.0213 2.0060 94,1810 101.8934
Male Std. Deviation | 19.08479| -.16753| 1.78066| 15.50156| 22.55450
Std. Error 5 01171
Mean

As table 2 indicates, mean and stand deviation of the female participants’ GM
is 104.77 and SD=17.39 and that of male participants’ is 98.13 and SD=19.08. This
information shows that female participants had higher level of global mindedness.
However, it is not clear whether this difference is in the margin of significance or
not.

Table 4
Independent Sample T-Test for Gender and Global-mindedness
Independent Samples Test
Levene's Test t-test for Equality of Means
for Equality of
Variances
F Sig. t df Sig. Mean Std. Error
(2-tailed) | Difference | Difference
Equal variances | 05| g63]9454| 180 015|  6.63841|  2.70557
assumed
Equal variances 2.451|177.66 015|  6.63841|  2.70834
not assumed

As table 3 shows, there is significant difference between male and female
language learners regarding their level of global-mindedness (t (180) =2.45, P =.015).
The second research question, which dealt with the relationship between the level of
proficiency and global-mindedness, is addressed in Table 4 and 5:
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Table 5
Descriptive Statistics: Global mindedness and Level of Proficiency
VAR00001 Statistic Bootstrap?
Bias |Std. Error 95% Confidence
Interval
Lower Upper
N 43
Mean 107.4884 .1032 2.4198| 102.8098| 112.2363
Upper | Std. Deviation | 16.19578| -.27900| 1.76500| 12.47941| 19.44794
ﬁﬂtgéf”or 246983
VARO00002 N 19
Mean 102.3878 -.1030 2.5615 97.4551| 107.5456
Inter |Std. Deviation | 18.20922| -.28331| 1.65119| 14.58128| 21.09319
Std. Error 2 60132
Mean

Table 4 shows the mean of both intermediate (M=102.38) and upper-
intermediate students ( M=107.48). Based on this data, this is evident that the level
of global-mindedness was higher for upper-intermediate students. The next table
(Table 5) shows whether this difference is in the margin of significance or not.

Table 6
Independent Sample T-Test for Global mindedness and Level of Proficiency
Independent Samples Test

Levene's Test t-test for Equality of Means

for Equality of

Variances

F Sig. t df Sig. Mean Std. Error

(2-tailed) | Difference | Difference

Equal variances 14 5761 269|1411| 90 162|  5.10062|  3.61475
assumed
Equal variances 1.42289.990 158  510062|  3.58705
not assumed

As table 5 shows, there is no significant difference between intermediate and
upper-intermediate students regarding their level of global-mindedness ((t (90)
=141, P =.162).

5. Discussion

Global-mindedness works hand in hand with intercultural communication. The
degree to which one is successful in intercultural and international communication
depends on his/her awareness of the target culture features and, mostly, the attitude
s/he has regarding the target community. As Hett (1993) stated, globally-minded
students are more connected to the global community and, also, they express their
concern about the global problems rather than the local ones. Thus, this can be
implied that globally-minded students are less ethnocentric. Hill (2007) considered
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international-mindedness the curiosity that people have towards the target culture.
This curiosity may be related to the concept of cultural intelligence that has been
proposed by Earley and Ang(2003). Cultural intelligence may be regarded as the
predisposition people have towards the new cultural features of the target culture.
However, this concept does not satiate researchers to confront with the new
contextual features. Thus, global-mindedness is in vogue to compensate the
dynamic sense of culture.

Regarding the first research question, the result of the study shows that female
language learners enjoyed the higher level of global-mindedness (t (180) =2.45,
P =.015). This result shows that female language learners are more concerned with
the global community and its problems and features. In a general sense, Wardhaugh
(1992) discussed the role of gender in the pattern of communication. Also, Lakoff
(1973) emphasized the role of gender in the channels through which people use
language to serve the social and cultural purposes. There are few studies that deal
with the role of gender in the level of global-mindedness. In this regard, Gillian
(1995) in her study concluded that female learners have higher level of global-
mindedness. Per contra, Duckworth et al. (2005) did not find the significant
difference between male and female teachers regarding their level of global
mindedness. Although the present study supports Gillian’s study, this is necessary to
conduct more studies to discover the role of gender in different contexts.

The result of the study regarding the second research question shows that there
Is no significant difference between intermediate and upper-intermediate students
with regard to their level of global-mindedness (t (90) =1.41, P =.162). Johnson,
Lenartowicz, and Apud, S. (2006) stated, level of proficiency plays a significant role
in intercultural communication. In the study conducted by Kehl and Morris (2007),
longer exposure to the target culture influenced the level of global-mindedness. This
exposure to the foreign culture may be quite different from the one students receive
in their own country but this shows that through the appropriate exposure the higher
level of global-mindedness is achievable.

6. Conclusions and implications

This research was conduced to determine the role of gender and level of
proficiency in English language in the level of global mindedness. The relation
between gender and global-mindedness is a far cry from the relation between the
level of proficiency and global-mindedness because gender is in the identity of the
language learners but level of proficiency is related to the environmental forces.
Therefore, the present study brought both the role of identity and the environmental
factors into focus. Based on the results of the study, gender influenced the level of
global-mindedness but level of proficiency does not necessarily have the same
impact on the language learners. The result of the study may shed light on the
concept of the educationability of features of intercultural communication. In other
words, global-mindedness as one of the features of the intercultural communication
may not be achievable by simple instruction even over the long period of time.
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Abstract. The present article involves an empirical psycholinguistic study aimed at
examining syntactic complexity in English as a Foreign Language (EFL) by early balanced
Bosnian/Swedish bilingual EFL learners. 15 early balanced bilingual Bosnian/Swedish EFL
learners were recruited for the study and matched with their respective control groups of
intermediate EFL learners (15 speakers of Bosnian as their first language (L1) and 15 speakers of
Swedish as their L1). The experimental task involved an unprepared writing assignment in English
about the most significant invention of the 20th century. The corpus of the participants’ written
assignments was analysed in L2 Syntactic Complexity Analyzer and SPSS software programs
respectively. Data analysis involved measures of syntactical complexity. It has been found that the
participants’ written assignments are characterised by statistically significant number of T-units
scores in comparison with the Swedish L1 monolingual controls. These findings are further
presented and discussed in the article.

Keywords: early balanced bilinguals, EFL writing skills, psycholinguistics, syntactic
complexity, T-Unit.

AHoTaniss. Y crarTi WaeTbcs MOpO  eMIIIPUYHE TICUXOJIIHTBICTUYHE JIOCIIIKEHHS,
CIpsIMOBaHE Ha BUBYECHHS CHHTAKCHYHOI CKJIAHOCTI B aHIMIHCHKINA MoBI1 sik iHO3eMmHii (EFL).
15 30anancoBaHMX JBOMOBHUX OocHilcbko-mBeAcbkux YyuHiB EFL  Oyno BimiGpano ans
JOCHIJUKEHHS, Pa3oM 3 BIAMOBIIHUMHU KOHTPOJIBHMMH TpyNaMH MOHOJIHIBIB. EkcrnepuMeHT
nependadyaB HalHUCaHHS HEMIATOTOBJIEHOTO TBOPY AaHIJIIMCHKOIO MOBOIO NP0 Hal3Ha4ymIl
BuHaxonu 20-ro cronitrs. TBopu Oymo mpoananmizoBaHo B mporpami L2 Syntactic Complexity
Analyzer i SPSS BinnoBigHO. AHaJi3 JaHUX YKITIOYaB MOKa3HUKH CHHTAKCUYHOI CKIaTHOCTI. byo
BCTaHOBJIEHO, 110 TBOpH 30ajlaHCOBAaHMX JBOMOBHHX OOCHIHChKO-IBenCchKUX YuHiB EFL
XapaKkTepu3yBajla CTaTUCTUYHO 3Hadylla KUIbKICTh T-OJUHUIL y MOPIBHSAHHI 3 KOHTPOJbHUMU
rpynami. L{i BUCHOBKHM IIpe/icTaBiIeHi Ta 0OrOBOPEHi B CTATTI.

Kniowuosi cnoea: pauni 30anrancosani oininesu, EFL, nasuuxu nucoma, ncuxoninesicmuxa,
cunmarxcuyna ckraouicms, T-Unit.

1. Introduction

The present article involves an empirical psycholinguistic study which seeks to
elucidate syntactic complexity in English as a Foreign Language (EFL) identified in
an EFL written task produced by early balanced Bosnian/Swedish bilinguals.
Following Ortega (2003), syntactic complexity in this study is understood as
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variation and sophistication of forms that appear in written EFL language
production. Specifically, syntactic complexity in the present research is investigated
by means of identification of dependent and independent clauses in EFL writing.
Presumably, syntactic complexity in EFL writing is associated with a host of
variables, one of which is the level of bilingualism (Inoue 2016). Hence, this
research is based upon a contention that the level of syntactic complexity in EFL
writing produced by early balanced bilinguals would be quantitatively different
from a control group of monolingual EFL learners.

Syntactic complexity is regarded as an important construct in EFL/ESL
research involving written skills (Ahmadian & Tavakoli 2011; Alotaibi 2016;
Byrnes 2009; Gaies 1979; Grodner et al. 2002; Kobayashi & Rinnert 1992;
Macnamara & Conway 2014; Sotillo 2000). It is posited that syntactic complexity is
associated with the growth of syntactic repertoire in the learner’s development in the
target language (Ortega 2003). The growth of the syntactic repertoire is thought to
involve a variety of features (Gaies 1980), such as the leaner’s usage of multiclausal
sentences exhibiting subordination and/or coordination, an increase in the number of
clauses per T-unit, a varied and sophisticated usage of verb phrases, etc. (Hunt
1965; Ho-Peng 1983). Traditionally, the T-unit has been regarded as an index of
syntactic complexity (Daiute 1981; Hunt 1965; Wolff 2000; Youn 2014).

The T-unit, or minimal terminable unit of language, is intended to measure the
smallest word group that is considered a grammatical sentence, regardless of how it
was punctuated (Hunt 1965). The T-unit is defined as “a single main clause (or
independent clause) plus whatever other subordinate clauses or non-clauses are
attached to, or embedded within, that one main clause” (Hunt 1965:93). T-units are
low-level inference categories which are easily identifiable, thus providing an
objective means of assessing sentence-level complexity in written texts (Sotillo
2000).

Previous research indicates that the standard measures of syntactic complexity
involve number of words per T-unit, number of words per clause, clauses per T-unit,
error-free T-units, the number of S(entence)-nodes per T-unit, error-free clauses,
average lengths per syntactic unit, total number of subordinate clauses, total number
of embedded subordinate clauses, clauses in terms of occurrences, the proportion of
clauses per sentence, ratio of nodes per sentence, ratio of combined clauses per
sentence (Bardovi-Harlig & Bofman 1989; Ben-Zev 1977; Byrnes 2009; Cummins
2000; Inoue 2016; Kobayashi & Rinnert 1992; Navés et al. 2003; Sotillo 2000). It
should be noted that S-nodes do not take into account nontensed clauses and T-units
do not consider the existence of multiple embeddings in an S-node (Bachmann et al.
1988:145; Dekydtspotter & Renaud 2014; Wolfe-Quintero et al. 1998). Despite
these shortcomings, the measures of syntactic complexity are thought to be practical
means of normative comparison across samples, populations and contexts (Ortega
2003:493), including child language acquisition, language impairment, language and
aging, second language acquisition and EFL respectively (Yau & Belanger 1984). In
EFL studies involving writing, the above-mentioned measures of syntactic
complexity can be employed in conjunction with measures of syntactic variety, e.g.
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the total number of different grammatical verb forms, such as tense and modality
respectively (Ahmadian & Tavakoli 2011).

It is suggested that syntactic complexity in EFL writing appears to interact with
the use of cognitive strategies the learner employs (Kobayashi & Rinnert 1992).
Psycholinguistic research indicates that cognitive strategies in several domain-
specific areas are affected by bilingualism (Bialystok et al. 2003; Bialystok 1988;
Molnar 2011). Current literature is suggestive of a contention that bilinguals may
have an advantage over monolinguals in language acquisition and in language
production respectively (Bialystok et al. 2003; Navés et al. 2003). In particular,
research indicates that early balanced bilinguals enjoy positive outcomes in the
additional language acquisition facilitated by the bilinguals’ linguistic awareness,
i.e. the bilinguals’ linguistic knowledge (Bialystok 1988). Linguistic knowledge
corresponds to the memory-based knowledge about a language, its syntactical and
lexical composition. It is suggested that the bilingual’s linguistic awareness may
lead to certain advantages attributed to the previously learnt languages (Bialystok et
al. 2003). Presumably, these advantages involve the bilinguals’ awareness of formal
linguistic features of language in general, and syntactic features in particular, the
ability to reflect upon these features and their usage, the ability to intentionally
monitor, plan and self-assess the effectiveness of linguistic processing (Bialystok et
al. 2003; Norbert 2012).

An early balanced bilingual’s language learning is evocative of the observation
that those learners who experience early exposure to an additional language
ultimately surpass those learners who started their exposure as adults, in both
pronunciation and syntax (Navés et al. 2003). However, the positive effects of
bilingualism are inconclusive, since they have not been confirmed across various
groups of bilinguals, in particular additive and subtractive bilinguals (Cenoz 1998;
Cenoz & Valencia 1992). Whilst additive bilingualism implies no loss of an L1, i.e.
the L1 is robustly used in socio-communicative contexts, subtractive bilinguals
suffer from the loss of L1 skills due to the pressure to replace the socially non-
dominant L1, (Lambert 1974). Slavoff and Johnson (1995) demonstrate that
substractive bilinguals exhibit no differences concerning initial morphosyntactic
intuition. Given the inconclusiveness of empirical evidence, it can be assumed that
syntactic complexity in EFL tasks executed by bilinguals will be in contrast with the
EFL task execution by monolinguals. It remains to be investigated whether or not
early balanced bilinguals would exhibit advantages in syntactic complexity over
monolingual learners. To address this assumption, an empirical psycholinguistic
experiment was conducted with early balanced Bosnian/Swedish bilingual EFL
learners and contrasted with two groups of monolingual EFL learners. The
experiment and its findings are further described in this article.

2. Hypothesis

Based upon previous research (Weissberg 2000), it was assumed that syntactic
complexity would be robustly reflected in EFL writing tasks. Following previous
research findings (Bialystok et al. 2003; Grosjean 2008; Herdina & Jessner 2000), it
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was hypothesised that syntactic complexity in EFL writing tasks executed by early
balanced bilinguals would be in contrast with syntactic complexity identified in the
EFL writing tasks by their respective monolingual controls. Presumably, the
contrast would be evident from measures of syntactic complexity involving T-Units
and other associated variables. Arguably, the contrast in syntactic complexity would
be associated with a contrast in lexical data identified in EFL writing tasks.
Following the hypothesis, the main research questions were formulated as followed:
1) Would early balanced Bosnian/Swedish bilinguals exhibit superior T-Unit values
in their unprepared writing in the English language compared with their respective
control groups? ii) Would early balanced Bosnian/Swedish bilinguals exhibit a
contrast in their self-assessment of EFL skills in conjunction with the syntactic
complexity data compared with their respective control groups?

3. Participants

15 early balanced Bosnian/Swedish bilingual participants were recruited for the
study in Stockholm. The participants’ mean age was 16 y.o. at the time of the
experiment. The participants identified themselves as early balanced
Bosnian/Swedish bilinguals, being equally proficient in both Bosnianl and Swedish
respectively. The participants were secondary school students with the Swedish
language as their medium of instruction. The participants had two classes of English
per week. The participants were age-matched with the respective control groups.
The first control group consisted of 15 Swedish L1 speakers who were intermediate-
advanced EFL learners. Those controls resided in Stockholm, Sweden and were
secondary school students whose language of instruction was Swedish. Those
controls had two classes of English per week. The second control group involved
15 Bosnian L1 speakers who were intermediate-advanced EFL learners from
Mostar, Bosnia-Herzegovina and were secondary school students with Bosnian as
their language of instruction. Those controls were reported to have two classes of
English per week. All the participants and their respective controls reported English
to be their foreign language.

4. Procedure

The participants and their respective controls were accessed at their respective
EFL classes by research assistants, one in Stockholm (Sweden) and another in
Mostar (Bosnia-Herzegovina). First, the participants and their respective controls
were asked to fill a questionnaire pertaining to their socio-linguistic background
(e.g., age, gender, L1, L2, approximate amount of exposure to EFL, etc.) and rate
their EFL proficiency on the Likert’s scale. Second, the participants and their
respective control groups were instructed to write an unprepared essay in English
titled “The most significant invention of the 21st century is...”.

5. Data analysis
The participants’ and their respective controls’ written data were analysed in
software programs L2 Syntactical Complexity Analyzer (Xiaofei 2010) and in SPSS
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respectively. The automatic segmentation into T-units, clauses, etc. by L2
Syntactical Complexity Analyzer (Xiaofei 2010) was manually checked by two
linguists following the guidelines developed in Ortega et al. (2003).

6. Results and discussion
The application of the algorithm L2 Syntactical Complexity Analyzer (Xiaofei
2010) to the corpus of essays yielded the descriptive statistics summarised in Table
1 below:
Table 1
Descriptive Statistics Involving the Participants’ and the Control Groups’
Syntactic Performance in the Experimental Task

Measure S/B/IE B/E S/IE

Words M 143(STD 73) M 106 (STD 41) M 65 (STD 40)
Sentences M9 (STD 4,4) M 8 (STD 3) M 4 (STD 2)
VP M 20 (STD 10) M 16 (STD 6,6) M9 (STD 5)
Complex Nominal M 16 (STD 8) M 13 (STD 7) M 7 (STD 4)
Complex Nominal/T-Unit | M 2 (STD 0,8) M 1,3 (STD 0,5) M 1,7 (STD 0,6)
Coordinate Phrase/Clause | M 0,9 (STD 0) M 0,2 (STD 0,1) M 0,1 (STD 0,2)
Clauses M 16,7 (STD 9) M 13 (STD 5,3) M 7 (STD 4,5)
T-Units M 9,6 (STD 5) M 9,6 (STD 4) M 4,6 (STD 2,4)
Dependent clauses M7 (STD 4) M 3 (STD 2,3) M 3 (STD 2)
Complex T-Units M 4,6 (STD 3) M2 (STD 1,3) M2 (STD 1,7)
Coordinate phrases M 3 (STD 1,4) M2 (STD 1,4) M1 (STD 1,3)
MLS M 16,7 (STD 4) M 13,9 (STD 3,5) M 15 (STD 5)
ML T-Units M 15,7 (STD 4) M 11,5(STD 2,7) M 14 (STD 3,5)
ML Clause M 8,8 (1,6 STD) M 8 (STD 1,5) M9 (STD 2,8)
Clause per sentence M 1,8 (0,2 STD) M 1,6 (STD 0,4) M 2 (STD 0,4)
VP/T-Unit M 4 (STD 0,4) M 1,7 (STD 0,4) M2 (STD 0,5)
Clause/T-Unit M 1,8 (STD 0,2) M2 (STD 0,3) M1 (STD 0,5)
Dependent Clause/Clause | M 0,4 (STD 0,7) M 0,2 (STD 0,1) M 0,3 (STD 0,1)
Dependent Clause/T-Unit | M 0,8 (0,2 STD) M 0,3 (STD 0,2) M 0,6 (STD 0,4)
T-Unit/Sentence M1 (0,1STD) M 1,2 (STD 0,2) M1 (STD 0,2)

Explanation of the abbreviations in Table 1. S/B/E

early balanced

Bosnian/Swedish bilinguals who participanted in the study, participants; B/E =
Bosnian L1 monolingual control group in Bosnia; S/E = Swedish monolingual L1
control group in Sweden; VP = verb phrase; MLS = mean length of the sentence;
ML = mean length; VP/T-Unit = verb phrase per T-Unit

The subsequent analysis of those statistics in SPSS yielded measures of
statistical significance. Paired t-tests revealed statistical significance in contrasting i)
T-units of the participants’ with their respective Swedish L1 controls:
p =0.0024, t=3.34, df = 28, standard error of difference = 1.5. ii) MLT (Mean Length
of T-units) of the participants’ with their respective Bosnian L1 controls: p = 0.0051,
t = 3.0354, df = 28, standard error of difference = 1.340; iii) MLT (Mean Length
of T-units) of the participants’ with their respective Swedish L1 controls:
p = 0.0141, t=2.6192, df = 28, standard error of difference = 0.178; iv) Clause
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per T-Unit of the participants’ with their Swedish L1 controls: p = 0.0011,
t =3.6299, df =28, standard error of difference = 0.147.

The participants’ and the respective control groups’ self-assessment of their
EFL skills involving listening, speaking and writing were computed in SPSS and
presented in Table 2:

Table 2
Self-assessment of the participants’ and the control groups’ EFL sKills on the
Likert scale
Participants/Controls | EFL listening EFL speaking EFL writing
S/B/E M 32 (STD 2) M 30 (STD 3) M 30 (STD 2)
B/E M 27 (STD 4) M 26 (STD 4) M 14 (STD 2)
SIE M 28 (STD 5) M 27 (STD 6) M 10 (STD 3)

It has been assumed in the hypothesis that early balanced bilinguals would
have an advantage in acquisition of additional languages and that they would
produce texts of higher syntactic complexity. Specifically, syntactic complexity
would involve higher T-unit values compared with the analogous values of the
monolingual groups. Data analysis indicates that the participants outperformed the
control groups on the following measures: M T-Units, M Length of T-Units, and the
number of clauses per T-Unit. These findings can be taken to indicate that early
balanced bilingualism offers certain advantages in syntactic complexity. The results
of the present data analysis seem to support a contention that T-Unit is a robust
means of measuring overall syntactic complexity of writing samples, and as such, T-
Units are indicative of the language learners’ syntactic maturity (Shaw & Liu 1998).

Following previous research literature (Iwashita et al. 2008), it should be noted
that in the present data set, syntactic complexity is particularly evident from the
participants’ increased use of the number of clauses per T-unit, i.e. the T-unit
complexity ratio, the ratio of dependent clauses to the total number of clauses, the
number of verb phrases and the mean length of T-Units. However, these findings
should be taken with caution, since, for instance, Shaw & Liu (1998) indicate that
syntactic complexity is associated with the decrease of the total number of verb
phrases and the increase in nominalisation. Nevertheless, the present results seem to
support the contention that the average length of the T-unit correlates closely with
the maturity of a writer, i.e. the more proficient students write fewer and longer T-
units in their compositions than the less proficient students (Hunt 1970).

In the present corpus of EFL essays, the participants’ writing is characterised
by an increased number of verb phrases (M 20, STD 10) compared with both the
control groups, e.g. M 16 (STD 6,6) by the control group from Bosnia and M 9
(STD 5) by the control group comprised of Swedish L1 monolinguals. The
participants’ EFL writing exhibits the presence of nominalization, which is evident
from the mean number of complex nominals and the ratio of complex nominals per
T-Unit.
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Fig. 1. Nominalisation across the groups

Whilst the measures of complex nominals and the ratio of complex nominal per

T-Unit are not statistically significant, it is observed in Figure 1 above that the
participants exhibit a tendency to outperform the two control groups in terms of
nominalisation. In concert with the studies by Wolfe-Quintero et al. (1998) and
Iwashita et al. (2001), this measure is deemed to capture grammatical complexity.
It has been assumed in the hypothesis that early balanced bilinguals would exhibit a
contrast in their self-assessment of EFL skills in conjunction with the syntactic
complexity data compared with their respective control groups. The results of the
questionnaire involving the participants’ and the controls’ self-assessment of the
EFL skills appear to support the hypothesis.
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Fig. 2. The participants’ and the controls’ self-assessment of the EFL skills on the
Likert scale
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As evident from Figure 2 above, the participants self-assess their EFL writing
skills higher in comparison with both the control groups. These findings are
specifically noteworthy within the context of the T-units scores exhibited by the
participants (M 9,6; STD 5) and the control group of Bosnian L1 monolingual EFL
learners (M 9,6; STD 4). It is observed from the self-assessment data that the
participants and the control group of Bosnian L1 monolingual EFL learners tend to
evaluate their EFL writing skills higher in comparison with the control group
comprised of Swedish L1 monolinguals. Whilst the Swedish L1 monolingual
controls have produced less T-Units in their EFL writing task (M 4,6; STD 2,4),
their self-assessment of the EFL writing skills appears to be lower than both the
participants’ and Bosnian L1 monolinguals’ self-assessment. A possible
explanation of the difference in self-assessment can be provided by the examination
of multiple variables which are involved in the early bilinguals’ acquisition of their
additional language (Kapranov 2013; 2015). However, it is beyond the scope of the
present article to offer a plausible explanation of these variables and to shed light on
whether or not there is a correlation between a higher self-assessment of the EFL
writing skills and the actual higher number of T-Units in a piece of the EFL writing.

7. Conclusions

The participants in the present study have exhibited significantly higher results
in the EFL writing task compared with the control groups. Specifically, paired t-
tests have revealed statistical significance in contrasting i) T-units of the
participants’ with their respective Swedish L1 controls; ii) Mean Length of T-units
of the participants’ with their respective Bosnian L1 controls; iii) Mean Length of
T-units of the participants’ with their respective Swedish L1 controls; iv) Clause per
T-Unit of the participants’ with their Swedish L1 controls. These findings are
suggestive of the bilinguals’ advantage in the study of a foreign language, in
particular EFL. Additionally, it has been found that the early balanced participants
in this study appear to self-assess their EFL writing skills higher on the Likert scale
in comparison with the control groups. It is assumed that further empirical studies
will elucidate whether or not there is a correlation between a higher self-assessment
of the EFL writing skills and the actual higher number of T-Units in EFL written
tasks executed by the early balanced bilingual EFL learners.
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Abstract. Learning English as a second language is an area of study which demands
persistent research, probing and application of the findings. In India, English language is a part of
everyday life, and the exposure to English vocabulary comes through a multitude of sources which
include media, game applications and social networking among others. In many instances, even
complicated and less frequent words are made familiar by these sources. However, the learners of
ESL struggle for a good choice of words when they are in a situation to use the language. This has
led the researcher to question how the process of vocabulary acquisition happens and how the
acquired words are organised and stored. The current research is a psycholinguistic analysis of the
way words are organised and associated with each other in the mental lexicon of the learners. The
researcher attempts to study the role and impact of associations in vocabulary acquisition through
an experimental study. The participants of the study are 120 Indian ESL learners enrolled for an
undergraduate programme. They were tested with two methods of teaching vocabulary, namely
the word definition method and semantic cluster method. The outcome of the study is discussed in
the research paper.

Keywords: vocabulary acquisition; psycholinguistics; mental lexicon; associations;
semantic networks.

Kasitra, B., Kannan Ilagmacani. Pouab acouiamii B onaHyBaHHi JIEKCHUKH:
NCUXOJTIHIBICTHYHE JOCTIKeHHs1 IHAIMCBKHUX CTYIEHTIB, sIKi BHBYAIOTh AHIIHCBKY SIK
APYTY MOBY.

AHoTaniss. BuBueHHs aHINIMCBKOI MOBU SIK Jpyroi MoBH € c(eporo JOCHiIKEHHs, sKa
BHUMAarae HaroJIETJIMBOCTI, MEPEeBIPKM W MPHKIAJHE 3aCTOCYBaHHS OJEp)KaHUX pe3yibTaTiB. B
Ianii anrmificbka MOBa € YaCTUHOIO MOBCSKACHHOTO YKUTTS, TOMY YacTHHA aHTIIIHCHKOT JIEKCUKU
Mae 0e3nid JpKepell, siKi BKIIIOYaloTh y cebe 3acobu MacoBoi iHGopMarllii, irpoBi JOJaTKU Ta
colianbHi Mepexi. Y 0ararboX BHIAJKaxX HAaBiTh CKJIAJHI Ta MEHII IOUIMPEHI CJIOBa CTAalOTh
3arajlbHOBIIOMHMH 3aBISIKH BHINE3TaJlaHUM JpKepenaM. [IpoTe CTyaeHTH, SKi BHBYAIOTh
aHITHCBKY K APYry MOBY CTHKAlOTBhCS 3 MPOOJIEMOI0O BUOOPY MpPAaBUIBHOI JIEKCHUKU i Yac
KOHKpETHOI MOBJIEHHEBOI cuTyauii. Lle 3ymMoBuiIo MeTy mi€i ctarTi — 3°sCyBaTH, SKHUM YHHOM
BiIOYyBa€eThCs Mpolec BiAOOPY JIEKCUKH 1 K HAOYTI CI0Ba OPraHi30BYIOThCS Ta 3aCBOIOIOTHCS. Lle
JOCIIPKEHHSI TIPUCBAYEHE IMCHXOJIIHIBICTHMHOMY aHaji3y, a came: K CJIoBa OpraHizoBaHi i
MIOB’s13aH1 OJIHE 3 OJJHUM B MEHTAJIbHOMY JIEKCUKOHI CTYJEHTIB. ABTOPH pOOJIATh ClIpoOy BUBUUTH
poJib 1 BIUIMB acomiamiii Ha (OpMyBaHHS CIOBHHKOBOTO 3aracy IUISIXOM EKCIEPHUMEHTY.
VYdyacHukamu jpociipkeHHss Oynmu 120 iHAifChKMX CTYAEHTIB OakaiaBpary, sIKi BHBYAlOTh
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aHTTINCBKY K Opyry MoBY. CTYACHTIB TECTyBald 3a JOMOMOTOIO JIBOX METOJIB BUKIIAJIAHHS
JIEKCHKH, a caM€ METOJy BH3HAYCHHsS CJIOBa 1 METONY CEMaHTUYHOTO Kiactepa. PesympraTn
JOCITIJIKEHHS TIOJJaHO B LIl HAYKOBiH mparti.

Knrwowuosi cnoea: onamnysanus JaeKCuku, NCUXONIHEGICMUKA, MEHMAIbHUL JIeKCUKOH,
acoyiayii, ceManmuiti mMepexci.

1. Introduction

Vocabulary learning is an integral part of language learning. Singleton (1999),
in a book on Mental Lexicon, says,*...the major challenge of learning and using a
language — whether as L1 or L2- lies not in the area of broad syntactic principles but
in the nitty-gritty of the lexicon”.It still remains a challenge in language learning,
especially when it comes to second language vocabulary acquisition. The process
becomes even more layered and complicated in adult learners of a second language.
The experience of having already learnt a language is both a help and hindrance for
learning a second language as an adult. Added to thisis increased self-awareness,
fear of being mocked, and other psychological barriers.

In India, where the language has been given the status of second language,
teaching and learning of English is a process that is continuously researched upon
and improvised to meet the needs and changes of time. In the present day scenario,
the L2 learners of English in India come across and assimilate English vocabulary
from multitude of sources other than the classroom training. This makes vocabulary
acquisition a more complicated phenomenon. The learners are exposed to English
vocabulary in different forms through new technology, science, social media, mass
media, international sports, and so on.

The spread of English in India is so deep that the language has undergone the
‘process of nativisation’ (Saghal, 1991) and has assimilated characteristic features of
the land, culture and different religions. The extensive functions and deep rooting of
English has given rise to many varieties and genres of spoken and written English
for expressing different social, cultural and religious situations. In fact, British
English has become a minority in comparison with Indian English (Crystal, 1988).
On the contrary, in a language classroom, it can be observed that the students
struggle even to compose a letter or articulate their problems properly. In some
areas like day to day communication and expressing their feelings they seriously
lack good choice of words.But surprisingly, they are familiar with a handsome
number of words, inspite of their less frequent usage in day to day conversations.
They are familiar with words and concepts like ‘colosseum’, ‘barbarian’, ‘grenade’,
‘aerobatics’, ‘genie’, ‘regiment’, ‘pixel’ and a number of other words learnt through
mobile technology and games. They are able to understand the concepts and
contents in social networks.

This paradoxical language situation gives rise to a few questions,

» How is vocabulary acquired and stored?

» How can the acquired words be stored and recollected efficiently?
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The search for answers to these questions leads us to the study of the cognitive
processes behind the vocabulary acquisition. The theories of psycholinguistics
render a profound insight into the language learning process.

2. Literature review

The perspective of Psycholinguistics for vocabulary acquisition and the
psycholinguistic theories that explain the acquisition and storage process have
contributed a lot to the understanding of the vocabulary acquisition process.
According to Schmitt (2010), “Psycholinguistics is the study of the cognitive
process that supports the acquisition and use of language”. Psycholinguists explain
vocabulary in terms of Mental Lexicon, a metaphor that gives the closest possible
picture of the structure of human vocabulary. In the Mental Lexicon, according to
the psycholinguists and their findings, the words are stored in networks and not in
the form of lists like in a dictionary. These networks are made of associations
connecting the words by their phonological similarities, orthographic similarities
and different types of semantic connections. Aitchison(1987) visualises the network
of words as ‘giant multi-dimensional cobweb’. Carter (1992) reinforces the idea by
saying that ... words do not exist in isolation: their meanings are defined through
sense relations they have with other words.” These networks keep changing their
structure and size with a person’s changing vocabulary knowledge. The associations
the words make with each other characterise the storage and usage of the word. At
initial stages of exposure in a child, the association between words are mainly based
on their phonological similarities (Aitchison, 1987). As they grow, they associate
the words by their semantic affinities. However, in Second language learners, there
is a more common type of association found and classified as ‘encyclopaedic
associations’ (Fitzpatrick, 2006;Meara, 2009). They are the types of associations in
which the learner connects a word to one particular experience in which they
encounter the word. The word knowledge is limited to the particular context and the
richness of meaning remains unexplored. A native-like proficiency is achieved when
a word is associated and networked with more number of words with close semantic
affinities like synonymy. Researches have proved that with increasing proficiency
level, learners shift towards these types of associations. The learners move from
making phonological associations to semantic associations (Aitchison, 1987),
reaching a higher level of proficiency when they associate a word with stronger
semantic counterparts like synonyms and coordinates (Ervin, 1961; Aitchison, 1987,
Schmitt, 2000; Meara, 2009).

This understanding of the association of words in the lexical networks has
given rise to a wealth of research aimed at understanding the nature of the networks
and exploiting the knowledge for improving the vocabulary teaching methods. The
very common Word Association Test with its long history has been one useful
technique to get a closer insight into the Mental Lexicon and the lexical networks
(Schmitt, 2000).In the beginning stages, the associations were studied through Word
Association tests by psychologists to understand the general behavior (e.g., Galton,
1879; Jung, 1910, cited in Meara, 2009) and to study behavioral abnormalities (e.g.,
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Sommer, 1901; Kent and Rosanoff, 1910, cited in Meara, 2009). Gradually the
study of the associational behavior made its way into the study of L1 and L2
vocabulary acquisition process with the incessant research works of experts like
Lambert, Klaus Riegel and Ervin.

The implications of the research on associations and semantic networks have
been used for vocabulary teaching. Norbert Schmitt (2000) recommends
‘associating words with their coordinates’ and using ‘semantic maps’ as a memory
technique in vocabulary teaching. He says that semantic grouping is “an important
way to aiding recall and people seem to organise words into groups naturally
without prompting” (p. 37). Paul Nation (2013) suggests that knowing a sensible
number of associations for a word like synonyms, opposites or coordinates “helps
understand the full meaning of the word and helps recall the word form or its
meaning in its appropriate context” (p.136). He proposes that knowing a list of
‘associations’ as one of the aspects of ‘knowing’ a word (p. 79).

The review of the studies that has been done so far suggests that strong
semantic associations play a very important role in efficient learning, storage and
recall of vocabulary. To test this assumption formed, an experimental study was
conducted and the results were analysed.

3. Methods

3.1. Participants of the study

The participants of the study were 120 tertiary level learners enrolled in
Bachelor’s Degree programme in commerce. The learners were divided into two
sections by the institution, evenly distributing them in terms of proficiency level and
gender to maintain evenness in the quality of the classes. The participants were
believed to have the basic training in English since they had to mandatorily take up
English as a subject in their Higher Secondary Schooling (HSC) and score a
minimum of 40% to get admitted into the undergraduate degree programme. The
researcher has taken up the two evenly distributed groups of learners as two groups
of participants for the experimental study.

3.2. Tools for the study

The research material for the study was a list of 20 words chosen from a prose
piece titled “To Know When to say ‘It’s None of Your Business’” written by Mark
McCormack in the text “Textures in English” prescribed by the University of
Madras. Since it can be safely assumed that the material in the text prescribed is
relevant and suitable for learning, the prose piece in the text was chosen for study.
The content of the prose work is based on the professional setup of a corporate
office and the behaviour of the people working in the office.

For group 1 (henceforth called Word Definition (WD) Group), the words were
explained in the context of the prose piece. After the completion of the prose, the
words were extracted and explained again with their definitions. The participants
were asked to write down the list of words with their definitions.
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For group 2 (henceforth called Semantic Association (SA) Group), the selected
words were explained in the context of the lesson. After the completion of the prose,
the words were grouped based on their close semantic relationships and taught as
four clusters (Figure 1). The list of 20 words were grouped under four categories
namely, ‘positive attributes’, ‘negative attributes’, ‘roles in office’ and ‘pay’. The
similarities and differences between the words within the groups were also
explained.

Negativeattributes

snoop
sneak

pry

meddle
whine

Roles in office

Positive attributes

curiosity CEO
savvy ] executive
gumption profession subordinates
wisdom office colleagues
democrat associates
;)
compensation
fee
paycheque
money
earning
Pay

Fig. 1. The semantic groups

After three weeks, the learners of both the groups were asked to recollect as
many words as possible from the prose. They were not given prior intimation about
the task. The chosen words were identified, counted and compared for result
analysis.

4. The study

The words recollected by each participant were analysed and the words they
had recollected from the list were noted down and counted. A comparative table
(Table 1) was made with the number of words that was recollected (in percentage)
and the number of participants from each group. The results of the two groups were
compared. The data collected from the samples were then statistically tested using
ANOVA (Analysis of Variance) for the significance level of the difference between
the groups.
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Table 1
Numerical results of the two groups
Word Definition Group Semantic Cluster Group
Words (Number of participants) (Number of participants)
recollected Number Percentage Number Percentage
85% and above 0 0 2 3.3
70% and above 0 0 08 13.3
55% and above 4 6.7 17 28.3
45% and above 11 18.3 28 46.7
Source: Computed from primary data.
50 46,7
45
40
35
30 28,3
25 BwWD
20 18,3 HESC
15 13,3 § |
10 6,7 \ [
5 3,3 N \ [
0 ‘B ° BN\ | &\
85% and above 70% and above 55% and above 45% and above

Fig. 2. Graphical representation of the results

The results (Table 1 and Figure 2) clearly indicate that the associations
certainly have an impact over the learning process. There is a positive sign of better
retention and recollection when the words learnt with semantically associated
words. Even after the words were explained in context and with word definitions,
only about 18 % of the participants were able to recollect more than 45% of the
words. Whereas in the semantic grouping method, number of the participants who
could recollect 45% and above is more than double (46.7%).

However, to verify if the difference is significant, a simple statistical test
namely ANOVA test was applied to compare the total number of words recollected
by each group. A null hypothesis was framed for the statistical analysis.

Null Hypothesis (Ho):  There is no significant difference between the recollection

capacity of the Semantic Cluster Group and the Word
Definition Group
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Table 2
The ANOVA Test
Sum of Squares df Mean Square F Sig.
220.861 10 22.086 3.962 .001
551.722 49 11.260
772.583 59

Source: Computed from primary data.
* Significant at five percent level (p value < 0.05)

As can be seen from the result of the test (Table 2), the calculated F value is
(3.962) is higher than the table value of 5 % level of significance. This proves the
null hypothesis rejected and it is concluded that there is a significant difference
between the recollection capacity of the Semantic Cluster Group and the Word
Association Group.

Apart from the numerical difference, there are a few other phenomena that can
be observed from the study. The participants of the Semantic Cluster Group showed
a tendency towards recollecting the words in clusters to which they were exposed.
They exhausted one cluster moving on to the next one rather than recollecting in
random.

The cluster that was made of roles in office was the most recollected. the words
‘CEQO’, ‘executive’ and ‘subordinates’ were found to be the most recollected from
this cluster. The word ‘colleagues’ was recollected by a few while ‘associates’ was
hardly to be found recollected. Surprisingly, in spite of being less familiar and
frequent, the words clustered under ‘negative attributes’ were found to be
recollected without much effort. Most of the participants had effortlessly recalled
the word ‘snoop’ and in a significant number of cases, it was immediately followed
by ‘sneak’ and ‘pry’. The least recollected were the words clustered under the
category of ‘positive attributes’.

Another interesting behaviour was observed in the participants of the
‘Semantic Cluster Group’. While the words were exposed as clusters in the
classroom, the participants had a natural tendency to analyse the internal differences
between the words belonging to one cluster. For example, the word ‘associates’
intrigued them when it was placed along with words like ‘colleagues’ and
‘subordinates’. Since the word ‘associates’ was used commonly in a different
meaning (commonly as a verb), they wanted to find out how it came to be under this
cluster.

5. Results and Discussion

The analysis of the study has helped understand the vocabulary acquisition
process not merely through numbers, but through the kind of words that were easily
retained and recalled. In addition, the participants’ reaction and response to the
different techniques reveal the cognitive process of vocabulary learning. As can be
seen from the data collected and the numerical values extracted, the semantic
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clustering of words has a positive impact on the retention and recollection of words.
During recollection, the participants showed the tendency to exhaust words under
one cluster before moving on to the next cluster. This shows that the words with
semantic affinities were simultaneously activated. This simultaneous activation of
words which are semantically associated gives a learner a good choice of words to
choose from in a particular context, leading to the enrichment of the vocabulary.

The participants’ inclination to analyse the words in each cluster by the way of
compare and contrast was another positive sign of their involvement in the learning
process. They could learn more on the meanings of the words by learning the subtle
differences with the related words. They get motivated for self-learning. Also their
interest for vocabulary develops since clusters are mostly taught with a graphic aid
like mapping.

6. Conclusion

The study proves that the association of words indeed paly a very significant
role in vocabulary knowledge. The associations help create a meaningful, rich and
dense networks for the words learnt. But, the words that are retained should be
available for usage in different contexts. The scope of this study, however, is limited
to the testing the impact of associations in the vocabulary acquisition and
recollection process and not the testing of vocabulary knowledge. The findings of
the research can be taken further by probing deep into the different types of
associations, their influence on different word classes and their impact on the
vocabulary input methods.
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AnoTtauis. [IpoGiema nociiKeHHs MOIATae y BiICYTHOCTI 3HaHb PO KOHKPETHHH MepesiK
i SAKICTh MCHUXOJIHTBICTHYHUX IHCTPYMEHTIB iH(popMariitHo-ncuxosoriyaoro BBy (II1B) y
nianucax mig gortorpadismu (Ha npukiaai GammcTchkux raset Peiixckomicapiaty «Ykpainay). Y
CTaTTi aBTOp CTaBUTh Memy 1AeHTU(]IKyBaTH, omucaTH W Ki1acu]iKyBaTH TMCHXOJIIHTBICTUYHI
iHcTpymenTu II1B B mignucax min ¢pororpadisimu, siki Oyinu po3MileHi B ra3erax, M0 BUXOANUIIH B
nepiof i3 1 BepecHs 1941 no 10 nucronana 1944 poky Ha Teputopii Peiixckomicapiaty «Ykpaina»
(mami — PKY) i ¢inancyBamucs (anmmcTchbkuM pekuMoM. JlOCTIAHMK 3BEPTAETHCS 10 TaKUX
Memodig: CIOCTEPEKEHHA, Kiacu@ikallisi, y3arajibHEHHs, KOHTEHT-aHalli3, I1HTEHT-aHali3,
KUTBKICHO-SIKICHUH METOJl. YTPOIOBXK JOCHIDKCHHSI aBTOp Tijmae aHamizy 81 migmwc mmifg
85 dortorpadisimu, omyOiKOBaHUMH B Tra3eTax, 1[0 BUXOIWIM B mepionx i3 1 BepecHs 1941 mo
10 nucromama 1944 poky nHa Teputopii Peiixckomicapiaty «Ykpaina» ¥ ¢iHaHCyBanmcs
(bammcTChKUM PEXKUMOM. 3a pe3yibTaTaMu JOCHIDKEHHS Oyiu omucaHi W kiacudikoBaHi Ha
8rpyn (ta 23 miarpynu) TCHXOJIHTBICTUYHI I1HCTPYMEHTH iH(OPMAIiHO-TICHXOIOTIYHOTO
BIUIMBY B 3ragaHux razerax PKY. VYcranosnmeno, mo B razerax PKY HaitwactoTHimmmu €
MICUXOJIIHTBICTUYHI THCTPYMEHTH 1H(OPMAaIIIHO-TICUXOJIOTTYHOTO BIUIMBY, SIKI BIJIHOCSITHCS J10
rpyn «Himequunay (9 miarpyn) i «Iummi» (6 miarpym).

Knrwouoei cnoea: ncuxoninegicmuuni  incmpymenmu, Petixckomicapiam — «Ykpainay,
iHopmayitino-ncuxono2ivHul énaus, homoepaii 6 cazemax, nionucu nio pomoepagisimu.

Kholod, Oleksandr. Psycholinguistic Tools of Information and Psychological Influence
in Captions Written under the Photographs (Based on the Material of Reichskommissariat
Ukraine Newspapers Published in 1941-1944).

Abstract. Despite the importance of information and psychological influence (IPI) of
psycholinguistic tools used in captions written under the photographs, no attention has been paid
to this topic, especially to the Nazi newspapers of Reichskommissariat Ukraine which were
published in 1941-1944. The aim of this study is to identify, describe and classify
psycholinguistic tools of IPI used in captions written under the photographs in newspapers
published in the period from 1 September 1941 to 10 November 1944 on the territory of the
Reichskommissariat Ukraine (hereinafter RKU) and funded by the Nazi regime. The research is
based on the following methods: observation, classification, summarization, content analysis,
intent analysis, quantitative and qualitative methods. The present study analyzes 81 captions
placed under 85 photographs in the newspapers published in the period from 1 September, 1, 1941
to November, 10, 1944 on the territory of RKU and funded by the Nazi regime. 8 groups (23
subgroups) of psycholinguistic tools of IP1 have been described and classified. The analysis shows
that the most widely used psycholinguistic tools of IPI in RKU newspapers belong to the
following two groups: group Germany which is divided into 9 subgroups, and group Others which
is divided into 6 subgroups.

© Xono0 Onexcandp. (2016). East European Journal of Psycholinguistics, 3(1), 73-82. DOI: 10.5281/zenodo.60186
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1. Beryn

[IpoGnema MOCHKEHHSI TOJSTa€ y BIACYTHOCTI 3HaHb NPO KOHKPETHUM
nepesik 1 SAKICTh TCUXOJIHTBICTUYHUX 1HCTPYMEHTIB 1H(GOpPMAIiHO-TICUX0JIO-
rivaoro BrumBy (IT1B) y mignucax mig gororpadismu (Ha npukinani (GammcTChKUX
razet Peiixckomicapiaty «Ykpaina»).

Axmyanvricmio HaIOTO JOCIIHKEHHS € Te, M0 ChOTOAHI B YKpaiHi IIe He
3MIACHEHO  BUBYCHHS  TCUXONIHTBICTHYHMX  IHCTPYMEHTIB, IO  AKTHUBHO
BUKOPHCTOBYBAJIMCS B MJAMHACAX I CBITIMHAMHU B Tra3eTax, IO BUXOIWIA Ha
teputopii Peiixckomicapiaty «Ykpaina» y mepiox i3 1 Bepecusa 1941 poky no
10 muctomaga 1944 poky. Xoua Ham Bigomi mpati (['opesanos, 2010; I'opeBaios,
2014:192-195; XKXykorcekuit, Cyorensuuii, 1991; IBnes, FOnenkos, 1985; Kosap,
1977; Kosanb, 1988; JlirBintok, 2013; ManpueBchkuit, 1985; I[Iponenko, 2016;
Cradwuiiuyk, 1968; Turapenko, 2002; Xomnox, 2016; Ilamosan, 1985; YepHskos,
2003:135-159), B sKMX aBTOpPH aHaJi3yBaJd CHelUdiKy CTPYKTYpPH, *KaHPOBO-
TEMaTU4YHE HAMOBHEHHS Ta 300paXkalibHI 3aco0M Ta3eT, [0 BHUXOAWIA Ha
OKYTOBaHIi TepUTOPIi, aje MCUXOJIHIBICTUYHI IHCTPYMEHTH B 3rajlaHuX 3BiTax Mpo
JOCJTIIKEHHST HE 3yCTPIYA€ThCS, 1110 M pOOUTH HAIIIE JOCIIKEHHS aKTyaIbHUM.

Mema Oocnioxcennss — 17eHTU(IKYBaTH, ONHUCATH W KiIacU(IKyBaTH
MCUXOJIHrBIcTUYHI 1HCTpyMeHTH IIIB B mignucax min dotorpadiamu, sxi Oyiau
pO3MillieH] B Ta3eTax, mo BUXoauau B mepiof i3 1 BepecHs 1941 no 10 mucromama
1944 poxy Ha Tepuropii Peiixckomicapiaty «Ykpaima» (mami — PKVY) i
(d1HaHCcyBamuCs (HAIIUCTCHKUM PEXUMOM.

I'inore3a nocaigxennsi: bymo mnepegdadeHo, 10 aBTOPHM IMIAMKCIB  ITiJT
doTorpadismu, ki Oysu po3MileH] B ra3eTax, 0 BUXOAWIN B Tiepiof 13 1 BepecHs
1941 no 10 nmcrtomanma 1944 poxy Ha Teputopii Peiixckomicapiaty «YkpaiHay,
AKTUBHO BHUKOPHUCTOBYBAJIM PIi3HI TPyNH TCUXOJIHTBICTUYHHUX 1HCTPYMEHTIB
1H(MOPMAIIHHO-TICUXOJIOTIYHOTO BIUIHBY.

2. MeToamn D0CaiKeHHS

Mu 3BepHYIHCS 10 TAKUX TPy METO/IB!

1) METOIU eMITIPUYHOTO JOCITIPKCHHS:

— CIIOCTEpPEXKCHHsI, SIKE JOMOMOIINIO HaM I[JIECIIPSIMOBAHO W OpraHi3oBaHO
cupuitHaTH (Qororpadii B razerax, 10 BHUAABAIKMCS 3a KOWTH (PAIIUCTCHKOrO
pexumy B Peitxckomicapiati «Ykpaina» (mani — PKY);

— OIHUC, 3aBSIKU IKOMY MU 3a(hiKCyBasli OTpUMaH1 pe3ynbTaTy;

2) METOIM TEOPETUIHOT'O TOCIIIKECHHS:

— KUIbKICHO-SIKICHUM METOJI, 3aBJSKH SIKOMY MU 3MOIJIM TIEPEBECTU SKICTb
CBITJIMH 3 TXHIM TEMaTHYHUM HAIlOBHCHHSIM B KIJbKICHI IIOKA3HUKH;

— TINOTETUKO-ACAYKTUBHUN METOM, SIKWWA JI03BOJUB BHUCYHYTH TINOTE3y U
JIEAYKTUBHUM METOJIOM JIOBECTH 11 ICTUHHICTB;

3) 3araJibHOHayKOB1 METO/TH:
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— kiacu@ikaris gk METOJl TOTIOMOTJIa HaM PO3NOAUIUTU doTorpadii Ha Tpynu
3JIEKHO BIJI IXHIX O3HaK 1 (PIKCyBaTH 3aKOHOMIPHI 3B’SI3KU MIXK IpylamMu B CUCTEMI
MICUXOJIIHTBICTUYHUX 1HCTPYMEHTIB,;

— y3araJlbHEHHs Jaji0 HaM 3MOTYy BCTAaHOBHUTH 3arajibHi BIACTHBOCTI ¥ O3HAKU
MCUXOMIHIBICTUYHUX  IHCTPYMEHTIB  1H()OPMaLiiHHO-TICUXOJIOTIYHOTO  BIUIUBY
HaAmuciB mig ¢oTorpadisMu B razerax, M0 BUAABAIMCSA HA rpomli (aumcTChbKoro
pexxumy PeiixckomicapiaTy «Ykpainay;

4) crieniaabHI rady3eBi METOIH:

— KOHTEHT-aHalll3 MH 3aCTOCyBajM /I BH3HAUYEHHA 3MICTy 3TaJaHuX
dbortorpadiii Ta Moro Kopessii 31 3MICTOM HAJAMKCIB, IO iX CYIPOBOJKYBAJIH,
OJIMHUIICIO KOHTEHT-aHaJli3y MU 00paju «TemMy» 3MicTy doTorpadii.

3. IIpoueaypa aocaixKeHHs!

Meroanka HaIIoro JOCIHIKEHHS MoJisraia y 31MCHEHH] TaKuX Npoeayp:

1) momyK HayKOBHX JDKEpEN, y SKHX JETAIbHO OMHCAHO «IPaBOBI» 3acaan
cTtBOopeHHs PelixckoMicapiaty «Ykpaina» (PKY) Ha tepuTopii KonumHIxX pecnyOmik
CPCP (YPCP, BPCP, PCOCP);

2) BU3HAYCHHS KOHKPETHOTO IEPENIIKy THX Ta3eT, BUIAHHSI SKHX
¢dinancyBanocs (ammctcbkoro Himewunnoro B mepion Big 1.09.1941 poky no
10.11.1944 poxy ¥ CTBOPIOBAJIOCS >KYPHAIICTCBKUMHM CHJIAMHU YKpAiHLIB, SKI
JO0OPOBUIBHO CIYKUIU (AaIIMCTCHKOMY pexxuMy Ha Teputopii PKY;

3) momyk y rasetHomy Bimmini HarionanbHoi 6i0mioTekn YkpaiHu iMmeHi
B. . Bepnaacpekoro HasiBHUX B apXiBl ra3eT 3a3HAYEHOTO MEPIOY;

4) KomilOBaHHS THUX CBITIMH 1 MIAMKMCIB MiJ HAMH, 110 OYJIM PO3MIIICHI Ha
InanabTaxX aHaJi30BaHUX Ta3eT;

5) Ha 0a3l KOHTCHT-aHai3y (32 OJUHMIICIO «TEMa») BHOKPEMHTH KPHUTEpil
3MIMCHEHHS Kiacudikallii CBITJIUH Ha TPYIIH;

6) imeHTH(iKalisg ¥ ONMMC KOHKPETHHUX ICHXOJIHIBICTUYHUX IHCTPYMEHTIB,
BUKOPUCTAHUX aBTOPAaMH MIiJNKCIB Mij CBITJIMHAMU B ra3eTrax, 110 BUXOAWIM Ha
teputopii PKY B 3raganuii nepio.

4. O0roBopeHHs pe3yJbTaTIiB

Buxonytoun mepiry AOCHIAHWUIBKY MPOUEAYPY, MH 3IIHCHWIA TMOIIYK
HAyKOBHUX JDKEpeN, y SIKUX JETaJbHO OMHCAaHO «IPaBOBi» 3acaaud CTBOPCHHS
Peiixckomicapiaty «Yxkpaina» (PKY) na tepuropii komummHaix pecry6omnik CPCP
(YPCP, BPCP, 1 3a nmnmanamu — PC®CP). Hamu BcraHoOBieHO, IO 3a HaKa3oM
A.T'itnepa Peiixckomicapiat «Ykpaina» (PKY) Oyno mporomomeno 1 BepecHs
1941 poky (Bopomaes 1996; [IgipHa, Jlepuenko 2014; Mromnep 1965; Himernbko-
(bammcTCh KUl OKymamiHui pexxum Ha Ykpaini 1963; IlpectynHbie 1enm —
npectynnbie cpeactBa 1985; Tomana 1993: T1.1-2). o PKY dropep Brimrounn
Bomuns/Iloginna (uentp y ™. PiBue); Kutommp, KwuiB, Mukonais, [Hinpo-
neTpoBchk Ta yacThHa TaBpii/Kpumy (LeHtp y M. MeniTonoss).

Jlpyra nocnmigHUIIPKA TMpoleaypa mepemdadana BU3HAYEHHS KOHKPETHOTO
MEepeiKy THUX ra3er, BUIaHHS SKUX QiHaHCyBasocs Qammcrcbkoro HimedunHoro B
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nepiof Bix 1.09.1941 poky no 10.11.1944 poky it cTBOpIOBanOCs KypHAIICTCHKUMU
CHWJIaMUd YKpAiHI[IB, $KI JOOPOBUIBHO CHYXWIM (AIIUCTCHKOMY PpEXUMY Ha
teputopii PKY. Buxonyioun npyry mpoueaypy, MU BCTaHOBWIIH, IO Y 3raJlaHuil
nepioj BUAABAJIOCS 3a PI3HUMHM JaHUMHM pi3Ha KUIBKICTh raser. Hampukian, Hamu
BcTa”HoBieHo (Xomoa, 2016), mo y mepiox Big 1.09.1941 mo 17.07.1942 (mata
nouatky CramiHrpajchbkoi OWTBM) Ha TEPUTOPIl 3raJaHUX MIECTH OKPYTIB
BUJIaBaIMCSl Ha rpoil okymnaHTiB 34 razetu (10 razer BumaBamucs 1941 poky i
24 razetn — 1942 poky). 1941 poky BumaBanucs 10 takux razet: «I'omoc BomauHi»
(micto BumanHsa — JKuromup); «/I3BiH» (MicTo BumaHHs — bina Ilepksa); «/[3BiH»
(micto Bunmanusi — Kpusunii Pir); «/lHimpomerpoBchbka razera» (MiCTO BUIAHHS —
JIHINponeTpoBChK); «3BUIbHEHA YKpaiHa» (M. borycna JlHimpomeTpoBCHKOI
obmacTti); «HoBe ykpainceke cioBo» (M. KwuiB); «Ocrtanni BicTi» (M. KwuiB);
«YkpaiHcpka ayMka» (M. MukonaiB); «YkpaiHcbke XuTTsS» (M. bopucnoiib
KwuiBcrkoi 00acTi); «YKpaiHcbKke ¢iioBo» (M. XKutomup).

1942 poky BungaBanucs 24 Takux razetu: «BacuibKiBChKI BICT» (M. BacuibkiB
KwuiBcekoi obnacti); «Bigpomxenus» (M. Tapama KwuiBchkoi o6OmacTi); «Bicti»
(m. PiBue); «Bonunb. VYkpaincbkuii uwacomuc» (M. PiBae); «lomoc Bomuni»
(m. XKutomup); «l'omoc Capuenmmun» (M. Capuu  PiBHEHCBHKOT  00iacTi);
«/lninponeTpoBchbka Trazera» (M. JIHIIPOMETPOBCHK); «3BATEIBCHKE CIOBO»
(m. 3Bsrens, HuHI — M. HoBorpan-Bonuncekuit JKutomupchkoi o0racTi);
«IBankiBchKi BicTi» (M. IBankiB KuiBchkoi o0macTi); «KoBenbebki BicTi» (M. KoBenb
Bonuncekoi obnacti); «Kozarunebka razeray (M. Kosstun BonuHcbkoi o6rnacTi);
«Kocroninecbki BicTi» (M. Kocrtomine PiBHeHChKOi oOnacti); «Hamie cioBo»
(M. bepecta PiBHeHcbkoi oOnacti); «Hami Bicti» (M. JlioGomas BonuHcbkoi
obnacti); «HoBe ykpainceke cioBo» (M. KuiB); «llepesicmaBcbki — BICTI»
(m. IlepesicnaB  KuiBcbkoi  oOmacti); «llocmennue HoBoctw» (M. Kwui);
«PyxuHcbkuil  BicHUK» (M. Pyxun JXutomupcekoi o0mnacti); «YKpaiHeub»
(m. ITaBnorpan JIHinmponeTpoBCchkoi 001acTi); « Ykpaincbka ayMka» (M. MukosaiB);
«Yxkpainceke xuTTsS» (M. bopucnine KuiBchkoi o6macTi); «YKpaiHCBKUE T0JIOCH
(M. JIympk); «Ykpaincekuit xi00pod» (M. KuiB); «Ykpaincekuitl xm6opoo» (M. PiBue).

KinekicTs razer, mo Buxoawmn Ha Teputopii PKY B niepiox Bix 1.09.1941 poky
no 10.11.1944 poky 1 Mamu Ha3By YKpaiHChKOI ab0 pOCIHCHKOIO MOBaMH,
b. I. YepHskoB Bu3Hayae ynciioM 406 (TEKCTH ra3eT IpyKyBalucs K YKPailHCHKOIO,
POCIIChKOIO, TaK 1 HIMEIbKOIO MOBamu) Ta 37 MEpioJWYHUX BHUJIaHb 1HO3EMHUMH
MOBaMH (HIMEIIbKOIO, PYMYHCBHKOIO) 1 3 Ha3BaMU HIMEI[BKOIO MOBOIO 1 TEKCTOM
razer ykpaiHcbkoro MoBow (YUepnsikoB, 2003; UYepnskos, 2015), mociiaHUK
TutapeHnko, Ha ’KaJib, HE YTOUHIOE 3arajibHy KIJIBKICTh aHATI30BAHUX HUM Tra3erT, 1110
Buxoauin Ha Jloneyunni (Tutapenko, 2002), ane Ham a”ami3 oro aBropedepary
CBIIYUTH MPO TE, IO YKCIIO BUJAHb MOXE BU3HAUaTucs Ouibil sk 120. 3a nanumu
[. ManbueBcbkoro (ManbueBcbkuit, 1985:291-295) mig HIMENBKOIO OKYIIAIIED Ha
teputopii PKY BumaBanmocs 102 razeru. A. XKykoschkuit i O. CyOTenbHuit
MoJar0Th 1H(MOpMAIliI0O MpPO Te, IO Ha YKPAIHCBKUX 3€MJIIX BHJAHO Tij
¢ammcrcbkoro okynaiieo 0au3bko 115 razer 1 xxypnaniB. Hatomicts I. Ctadiituyk
(Craduituyk, 1968: 26) cTBepKkye, mo «Ha YKpaiHi Ha KOIITH OKYIAHTIB BUJAHO
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O6ings 150 razer W IHMX TMEPIOAWYHUX BHJAHb MEPEBAXKHOIO OLIBIIICTIO
yKpaiHchkoro MoBow» (KykoBcekuit, CyOtenpnuit, 1991: 123). Ha ngymky
M. KoBans, «ao cepenuan 1942 p. B PKY BunaBanocs 189 razer ykpaiHcbkoro Ta
6 HIMEI[bKOIO MOBaMH 3araJlbHuM tupaxkeM 957 tuc. mpum.» (Kopans, 1977: 203).
Xoya Mi3HIIIE aBTOP CTBEP/KYE, IO «A0 cepeaunu 1942 p. ma tepurtopii PKY
BumaBanucs 160 razer ykpaiHcbkoro 1 0 10 raser HIMEIBKOIO, PYMYHCBKOIO 1
YTOPCHKOI0 MOBAaMHU. IX 3aranpHuil TUpax nepeBumuB 1 miH. npum.» (Kopanb
1988: 57). Hocmiguwku 1. IBneB i A. KOnmenkoB (IBme, KOmenkos, 1985: 42)
HapaxyBaiu 260 razer, BUNYIIEHUX HA OKyNoBaH1i Teputopii PagsHcekoro Corosy.
ABTOpH BBaKaIOTh, 1110 TAKUX raszeT, 0yyo He meHe 300.

HeBenuka kinbKicTh raszer, mo Buxoawiun Ha Tepurtopii PKY, momanma B
apxiBHUX mkepenax PiBHeHcpkoi oOmacti (Die Presse im Reichskornmissariat
Ukraine), ajie He yTouHeHa KUIbKICTh TAKUX BUJIaHb aHAJ130BaHOTO MIEPIOAY.

OTxe, MABOAAYM MIACYMOK aHalli3y PI3HUX JAHUX, MPO SIKI 3rayloTh Pi3HI
JOCIIITHUKH, MOKEMO KOHCTAaTyBaTH, 1o Ha Teputopii PKY y nepiox Bix 1.09.1941
1o 10.11.1944 sunasanocs Big 34 raset no 300.

TpeTs qocnimHMIBKA Mpolieypa BUMaraja Biji Hac MOIIYK Y Ta3eTHOMY BT
HanionansHoi 616mioTekn Ykpainu imeHi B. I. BepHaachkoro HasBHUX B apxiBi
ra3er 3a3HaueHoro mnepiogy. OCKUIBKM MU JOCHIKYBajdu JUIIE TEpiojl BiJ
1.09.1941 no 17.07.1942, xoHCcTaTyeMO MpO TE, U0 HAMU BUSBIEHO JuIle 34 razetu
(a came: 10 razet BugaBanucs 1941 poky 1 24 razetu — 1942 poky).

3rilHO 3 YETBEPTOI0 JOCTIAHUIILKOIO MPOIEAYPOI0 MU 3pOOMIIA KOMii THUX
CBITJIMH 1 NIJOUCIB MiJ HUMH, SIKI OyJIM PO3MILIEHI Ha MINAJbTaX AaHAII30BaHUX
razer. Y XoJi JOCTiDKEHH MM mijaanu anamizy 81 mianuc mia 85 dororpadismu,
onyOJIIKOBAaHUMHM B Ta3eTax, 0 Buxoauiu B mepiox i3 1 Bepecus 1941 no
10 nuctomaga 1944 poxy Ha TeputTopii Peiixckomicapiaty «YkpaiHay U
(diHaHCcyBanucs (HaMCTCHKUM PEKUMOM.

Bukonyroun m’sATy IOCHIIHUIIBKY MpOLEAypy, Ha 0a3l KOHTEHT-aHami3y (3a
OJIMHUIICIO «TEMay ), MM BUOKPEMIUTH KpUTEPli 3A1liCHeHHS Kilacudikarlii CBITIMH Ha
rpynu. TakuMu KpUTEpIIMH CTald HaWMEHYBaHHS TIMOTETUYHUX TPYI, O SIKUX
MOkHa Oyno O BigHecTH MOAIOHI 3a TeMoro aHaiizoBaHi ¢ortorpadii. Cepen
KpuTepiiB-Ha3B Oynu Taki mnependauyBaHi Tpynu: «['pynmu mopeity, «llpais
VKpaiHIliB y HiMenbkux cemax», «llomoneni», «Iloptpetn», «lIpuponay,
«BiiicpkoBa TexHiKay, «I pynu moaeiy», «biity, «Himeaunnay, «Ceno», «IHIy.

[Tix yac BUKOHAHHS NMPAKTHYHOI YACTHHHM HAIIIOTO JOCIIKCHHS TIMOTCTHYHI
Kputepii OyliM HamMH TeperjsHyTi B OIK ixHbOI TpaHcopmauii i yHidikarii.
Kpurepii ananizy 3rajanux NIAOUCIB CHOUpanucs Ha JIudepeHlialiio camux
300pak€Hb 32 TEMAaTUKOIO ¥ JI03BOJIMJIA HAaM BUOKPEMHUTH TaKl BICIM TEeMaTHYHUX
rpyn 1 24 temaruuHi niarpynu: 1) noprperu (2 miarpynu: «Iloptpetsi poTo onHiei
ocobu» i «lloptperHi oro aBox 1 OuablIe ociO»); 2) mpupoda; 3) BilicbkoBa
TexHIKa Ta 30posi; 4) rpynu moned (2 miarpynu: «['pynu noned B MUPHHX
obOcraBuHax» 1 «['pynu BosKiB Ha ¢GpoHTI»; S5) 611 (3 miarpymnu: «biid Ha 3eMIIi»,
«biit Ha Boni», «biit y moBiTpi»); 6) Himeuunna (9 miarpymn: « Kutta B Himeuuunni»,
«ManboBanua Himewyunnay, «l[lam’stHuku Ta OymiBii», «Himewunna nbae mpo
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CBOIX paHeHuX BOsKIB», «lIpans Himeubkux moaei», «llpansg ocrtap6aiitepis
(ykpaincpkux mpauiBHUKIB 'y Himewyuuni)», «XKutts pobitHukiB y Paiixy»,
«ITogopox ykpainui 10 HiMmeuunnny, «BignounHok ocrapOaiitepiB (yKpaiHCHKUX
npaiiBHUKIB y HiMmeuuuni)»; 7) ceno (2 miarpynu: «IIpams Ha cemi», «Po3mosain
3emiIl B ceniy); 8) iumm (6 miarpyn: «HaropomkeHHs nepeMoxiiBy, «IlomoHeH1»,
«Micra 1 cena», «Hemepemoxkxna Himernpka Apmis», «BigzHaueHHsS CBAT 4u
POKOBUH Tpareiin, « O00pOHH1 CIOPYAM).

3riIHO 3 HMIOCTOIO MPOIEAYPOIO JAOCIIKEHHS MU 1AeHTH(]IKYBaIM ¥ omucaiu
KOHKPETHI TICUXOJIIHTBICTUYHI IHCTPYMEHTH (TOYHIIIE — TICHUXOJIHTBICTHYHI
mapkepu, abo I[1JIM, indopmanilino-ncuxonoriyHoro BmuBy, a6o II1B), mio
aKTUBHO OyNu BUKOPHUCTaHI aBTOpaMH IMiANUCIB MiJ CBITJIMHAMHU B Ta3eTax, IIO
Buxouin Ha Teputopii PKY B mepion i3 1.09.1941 no 10.11.1944.

Jlo 1MX NCUXOMIHTBICTUYHMX 1HCTpyMeHTIB-MapkepiB (I1IJIM) inpopmariitHo-
nicuxosoriynoro BBy (II1B) ciig BignecTu (nami, ik UTFOCTpaIiio, MOIa€EMO JIUIIE
JeK1JIbKa) TaKi:

— «eonoeui  keamupi  Dipepa  QiHAAHOCLKUL  Mapwial — 6apoH  QoH
Mannepeatimy;

— «Henepemooicna Himeyvka Apmis euzeonuna Yxpainy 3 Hegoni Hcuoo-
oonvuesusmy. Hawa e0sunicmos — nawia He8momHa npaysy,

— «Benuye3Hy 3ail0  HiMeybkoi MexamiyHoi ¢abpuku, Oe 0Oe3VNUHHO
BUPOONAIOMb HAUCUTbHIWI 8 c8imi napo msacu. 3000ymms 8i0 80po2a HOBUX
mepumopiti 30i1buly€ NPOOYKYII0 YUX GeJIeMHIB»,;

— «Himeyvka nanyepna apmunepis Ha CMAHOBUWLY,

— «bailpemi»; «8acHepiBCLKI MopIHcecmear,

— «0-p Jleily; «baxcanms 605Ky,

— «I' penaoupu CC okonyromucsa. I'anac 60w cnoguioe yinuii mepen. CmpinoHa
ceuuyms Kpizb nosimps. Himeyvki mauku — oanexo 00um 6i0 00HO020 — i0ymb
oanvuie enepeoy,

— «B bazamvox Himeybkux napkax GIONOYUHKY GIAUMOBAHO MIHIAMIOPHI
3aNI3HUYL, AKUMU OCOOAUBO 3AXONNIOIOMbCS 8I08I0Y8AULY;

— «V Bepnini 3a60058mb HOGI MUnu MpameauHux 6a20HI8Y;

— «Ykpaiucoxi pobimnuyi npaywowome 6 HimeuyuHni 8 0OHOMY 0epiHCAGHOMY
maemkosi 6ins bepnina npu konauni kapmonaiy;

— «/leporcasna onepa 6 bepainiy,

— «6yOouHoK /lanyiecbko2o MiCbKO20 meampyn»,

— «HAYIOHAN-COYIANUCMUYUHO20 YPAOY».

YcranosieHo, mo y 81 mianucy min 85 gororpadisimu 3aranbHa KiTbKICTh CITIB
carayna 1 846 (100%). I3 3aranpHOT KiTBKOCTI ciB MU BHOkpemmin 1091 croso,
gkl cknananu 59,1% TCUXOMHTBICTUYHUX 1HCTPYMEHTIB-MapKepiB iHGopMaItliitHo-
TICUXOJIOTIYHOTO BILJIUBY.

5. BucHoBkH
3a pe3ynbTaTamMu AOCHIIKEeHHs Oy cpOopMyJIbOBaHI TaKl BUCHOBKHU:
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1) mocraBneHa wMerta (imeHTH(iKyBaTH, oOmUCaTH ¥  KiIacHQikyBaTh
ncuxomHreicTuyHi iHcTpymeHntu IIIB y mianucax mig ¢ortorpadisMu, siki Oynu
pO3MiIlieH] B Ta3eTax, Mo BUXOAWIH B mepiox i3 1 Bepecus 1941 no 10 mmcromaga
1944 poxy nHa Teputopli Peiixckomicapiatry «YkpaiHa» ¥ (iHaHCYBaIHUCS
(halmCcTChKUM PeXXUMOM) Oyiia JOCITHYTa MOBHOIO MipOI0;

2)Oynu ommcaHi ¥ kinacudikoBaHi Ha 8 rpym (ta 23 miArpymn)
NICUXOJIIHTBICTUYHI  1HCTPYMEHTH  1H(QOpMAIIHHO-TICUXOJIOTIYHOTO  BIUIMBY B
3rajgaHux raserax PKY;

3) BcTaHOBIJIEHO, 110 B razerax PKY HaW4yaCTOTHIIIMMH € MCHXOJIIHIBICTHYHI
THCTPYMEHTH 1H(POPMAIIHHO-TICUXOJIOTIYHOTO BIUIUBY, SKI BIIHOCSTBHCS A0 TpyM
«Himeuunnay (9 miarpyn) 1 «lami» (6 miarpymn).

[lepcreKTHBOIO MONANBIIOTO JOCHIIKEHHSI BBAXKAa€EMO OMHC 1 Kiacuikariito
IHCTPYMEHTIB 1H(OPMAI[IHHO-TICUXOJIOTYHOTO BIUIMBY, $KI 3aCTOCOBYBAJIHMCS B
razerax CPCP, ski mianiiasHo Buxoauiau Ha tepuropii PKY y nepiox Bin 1 BepecHs
1941 poky mo 10 mucronana 1944 poky.

IMoasikn

BucnoBntoeMo CBOIO BISYHICTD 3a TEPIIIHHS ¥ JIOMOMOTY ITiJl Yac 3/11HCHEHHS
HAyKOBOTO MOIIYKY W HAaMHMCaHHS CTATTI CBOiM ApyxuHi ["anHi X050 — KaHAUAATY
(b1T0JIOTIYHUX HAYK, JAOLEHTY Kadeapu BUIABHUUOI CIIPABU Ta MEPEKEBHUX BHJIaHb
KuiBChKOT0 HaIlOHAJIBLHOTO YHIBEPCUTETY KYJIBTYPH 1 MUCTEUTB. MU MIMPO BASYHI
mpaliBHUKaM razetHoro Biaauny HarionaneHoi 610mioTekn  YKpaiHu 1MeHi
B. 1. Bepnancbkoro 3a n0aiiiuBe CTaBJIEHHS /10 apXiBYBaHHS ra3eTHHX BUIAHb 1 3a
TOTOBHICTh JIOTMIOMOITH TMOPaJo0 MiJ Yac aHali3y papuTeTHUX BHUIAHb. be3
JETaNbHOI 1 KOMITKOI apXiBHO1 podoT bopuca YepHskoBa — 10KTOpa (1I0JOTTUHUX
HayK, mnpodecopa KwuiBcbkoro HalloHaJILHOTO yHiBepcuTeTy 1iMeHl Tapaca
[IleBuenka HeMoOxiuBe Oyna0 O Hamie npochimkeHHs. Mwu BasuHi bopucosi
[BaHOBHYY, HA kajb, HUHI MOKIITHOMY, 3a TUTAHIUYHY O101i0TpadivuHy Mparto.
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Abstract. This article deals with the visualization of textual information, and provides a
description and an analysis of the principal means by which this process of visualization can be
achieved. Extensive attention has been given to images of various kinds which are being employed
nowadays in almost all types of discourse and on different language levels, and their specific
advantages and disadvantages have been noted. Other media devices including charts, graphs and
various types of diagrams have received some attention as well, although not to the same degree,
and their importance and their unique characteristics have been described. The distinctive features
of non-verbal means have been analyzed in the light of the developmental patterns which can be
observed in recent decades. A great deal of attention has been focused on the fact that traditional
paradigms are in the process of being reoriented in the 21st century. As a result of this evolution, it
is necessary to reconsider some paradigms which we may have assumed to be fixed permanently.
On a broader level, the concepts of multimodal and visual literacy have been characterized in
terms of the approaches which are proving to be appropriate for present-day linguistic study.

Keywords:  multimodal literacy, non-verbal means of communication, multimodality,
semiotic resources, paralinguistic devices.

Maxkapyk Jlapuca. 3aco0u MyJbTHMOAAJBHOI eKcnpecii Ta HeoOXigHI HABHYKH
rPaMOTHOCTI JJIsl AeKOAYBAaHHS 3HA4YEHHS TEKCTY Y IM(POBOMY CTOJITTI.

AHoTanmig. VY cTarTi po3risHYTO cHocoOW Bizyamizamlii TEKCTOBOi iH(opmariii.
OOrpyHTOBaHO OCOOJIMBOCTI 300pa)KeHb, CBITJIMH, TaONHIb, AlarpaM, rpadikiB. 3HaUHy yBary
3BEpHYTO Ha UIIOCTPATHBHI KOMIIOHEHTHM Ta JOLUIbHICT iX BUKOPUCTAHHS Yy PI3HUX THMax
nuckypcey. IIpoananizoBaHo iX mepeBaru Ta HeIOJIIKH, Oepydr 10 yBaru Cy4acHI JIHTBICTHYHI
napagurmu.  OxpecneHo  crnenudiky MapaliHTBAIbHUX  KOMIIOHEHTIB  KOMYHIKamii 3
ypaxyBaHHSM NPIOPUTETHUX TEHAEHLIN PO3BUTKY COLIIyMYy. 30CEepe/KeHO yBary Ha TOMY, 1110 B
XXI cr. BigOynacst mepeopieHTallisl TpaauIiHUX NapajurM sK pe3yJbTaT, BHUHUKIA
3aKOHOMIpHA TOTpeda y MepeoCMUCIICHH] YCTAICHUX MIAXOAIB JI0 aHai3y TeKCTIB. BuCBITIEHO
MOHSATTS. MYJIbTUMOJAJIbHA TPAMOTHICTh Ta BI3yaJlbHa I'PAMOTHICTb 3 OISy Ha KOHLEMIIO
PO3BHUTKY Cy4acHOTO coIliymy. I[IpocTekeHO B3a€MO3B’SI30K 1 B3a€EMO3AJICKHICTH KUTHKOX
CEeMIOTHYHUX PECypCiB y MeXax OJIHOTO TEeKCTy. BusBieHo ocoOiuBOCTi BepOalbHHUX Ta
HeBepOaTbHUX KOMIIOHEHTIB SIK CKJIAJHUKIB PI3HUX 3HAKOBHX CHUCTEM. 3BEpHYTO yBary Ha Te,
10 XapaKTEpPHOI O3HAKOK0 CYYacHOi AaHIJIOMOBHOI MHCEMHOI KOMYyHiKamii € cumbio3
HEOJIHOPITHUX CEMIOTMYHHMX pEecypciB, sKI HaleXaTb JI0 KUIBKOX 3HAKOBHUX CHCTEM.
OOrpyHTOBaHO OCOOJIMBOCTI HEBEpOAJbHUX OJIUHUIl, SKI, K 1 BepOanbHI, MOXYTh OyTH
KOHTEKCTYaJIbHO 3aJIe)KHUMH, YacTO BCTYIAIOTh y MapaJurMaTHuHI 3B’ SI3KU.

Knrwouoei cnosa: myremumooanvia 2pamomHicms, HesepOAIbHI 3aco0u KOMYHIKayii,
MYTbMUMOOANbHICIb, CEMIOMUYHI pecypcU, RapaiiHe8icmuyHi 3acoou.
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1. Introduction

The texts with which ordinary people most often deal nowadays are
multimodal, in the sense that they include both verbal and non-verbal devices, and
with the passing of time, texts of this type are becoming more and more common.
They demonstrate the creativity of the individuals who formulate texts of different
styles and genres, and they also illustrate the wide range of spheres and new patterns
that can be observed in in the world of modern communication.

From the point of view of linguistic analysis, it can be argued that it would be
inappropriate to place these patterns and devices in the category of non-linguistic
means. Some researchers have gone so far as to question the value of studying
communicative material or devices which are beyond the range of verbal
expression, but modern scholarly investigation has convincingly brought these
phenomena into the realm of effective vehicles for conveying concepts and
emotions. It is evident that the type of discourse within which these devices occur
will inevitably influence the way in which an audience is likely to evaluate the
effectiveness of the various kinds of units.

Individuals in the present era, like those of many generations before them, have
to process some information that is verbal in form, and at other times they receive
input which is of a non-verbal nature. Our particular focus is on the latter type
of communicative 'material’, represented in one or another type of graphic medium.
From the physical standpoint, this material possesses a wide variety of different
characteristics in the areas of form, appearance, size, structure, and function. From
the theoretical point of view, it is important to consider the fact that they belong to
diverse semiotic systems.

2. Methods
In the course of the research, descriptive, contextual, and distributional
methods have been used, as well the processes of analysis and synthesis.

3. The study

Among the scholars who deal with issues related to multimodality the
following names should be mentioned: S. Barnes (Barnes, 2011), A. Berger (Berger,
2008), J. Bateman (Bateman, 2014), B. Bergstrom (Bergstrom, 2008), G. Kress
(Kress, 2001; 2004; 2006; 2010), T. Leeuwen (Leeuwen, 2001; 2006), P. Lester
(Lester, 2006), and K. O’Halloran (2011). Still, there are many questions for which
we have no answers in this field of multimodality. The aim of this research is to
analyze the peculiarities of some of the non-verbal means which are employed in
modern communication and to devote attention to multimodal literacy, which needs
to be recognized as a vital skill for deriving meaning and information from the
material to which individuals in the modern world are exposed.

Among the non-verbal elements which are used in modern multimodal
discourse we identified five groups (some of which include subgroups):
segmentation and other graphic effects, font and color, non-pictorial and non-
photographic graphic textual elements, iconic language elements (images) and other
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non-verbal means. In the course of this present research project we have devoted
attention primarily to the categories of non-verbal means involving images, photos,
tables, maps, charts, graphs, and diagrams. Other areas of multimodality mentioned
above have been touched on at some length in previous studies, and will be the
centre of attention in another paper that will be presented in the relatively near
future.

An important point to consider is that although the text and the images that
accompany it are often considered as a single entity, the text and the illustrations
actually perform functions which are very distinct from one another. Texts generally
consist of a step-by-step, detailed presentation of the content which the author
wishes to convey to his readers, and the images (such as photos) are intended to
present some form of visual confirmation of the points that are discussed in the text.

4. Results and discussion

In the modern process of communication, images have not only become an
integral part of the text, performing the function of completing and intensifying
information, but in a sense can themselves become a part of the sentence or the
word, replacing its components and/or performing a number of different functions.
Images often replace individual syllables or letters, and increasingly, this is
extending to whole words, serving the functions of verbs or nouns.

We have already indicated that images are intended to facilitate the
transmission of information, but at the same time we must recognize the fact that
they sometimes actually complicate that process. They can have an effect on the
coherence and cohesiveness of a text, which are inextricably linked with its
effectiveness. When this aspect is taken into consideration, it becomes somewhat
significant to devise some way of calculating the proportions of verbal and
nonverbal information expressed in a text; however, to do this precisely in terms of
percentages would be quite difficult, although it might be feasible with reference to
one specific information unit. A casual observer might assume that the amount of
space on the page that is occupied by graphic images provides a simple indicator of
these proportions. However, it must be remembered that the physical size of the
Image or images is not the only important criterion: consideration must also be
given to the volume of information conveyed by the image, the relative importance
of that information within the text as a whole, and the degree to which the use of the
image successfully achieves a specific desired result. Sometimes a successful
combination of several well-chosen images belonging to different semiotic systems
can be very effective in facilitating comprehensibility and perceptibility.

It is useful to bear in mind that graphic objects used in texts are not only of an
informative nature: they are often used for other purposes, such as to entertain those
who see them, or to convince people to purchase some item that is for sale or some
type of service that is offered. Whatever the case may be, the process of perceiving
information involves both verbal and nonverbal aspects, and in in most cases begins
with a graphic component which is almost impossible to overlook when perusing
the text. This impels the reader to read the text from start to finish, and during this
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process the non-verbal elements often convey information which, for one reason or
another, may be unclear in the verbal part of the text. In other words, nonverbal
components often serve to illustrate the most important aspects of the text as a
whole, and to enhance the comprehensibility of any elements which could be
difficult to grasp.

It must be noted that these combinations of words along with images
functioning as words represent quite an original phenomenon, and one which
demands certain corresponding skills on the part of the recipient. This can create a
new problem: as many scholars have noted, the question arises whether people can
actually be taught to 'read' images, considering the fact that they must put forth a
certain amount of effort and possess certain types of background knowledge.
Reading images is beyond the scope of that which can be defined in terms of
specific rules, and reaches into the domain of contemplation and imagination, where
there are no clear and fixed rules.

The process of becoming familiar with the elements of written and oral
expression is one that begins in childhood, and over the course of a considerable
period of time individuals gradually master the skills of reading and writing
ordinary verbal signs. This raises a question to be considered: if learners come to
realize how significant this aspect is, will they then be motivated to master the
specific literacy skills needed for extracting the essential information as they read
messages that are partially or completely graphic in nature? The areas of study
implicated in this question are completely new and are still in the process of
evolving; many people don't even think about the specific process of deriving
information from images, or even more, of becoming skilful in accomplishing this.
As a matter of fact, this is undertaking is not as simple as it might seem to be at first
glance.

One of the problems that considerably complicates the issue outlined above is
the rapid and large-scale emergence and development of devices and technologies
which have given and/or are giving rise to different, previously unknown methods
of communication, and this process is irreversible. It is clear that realistically it
would be impossible to create a dictionary of images in which a single illustration
would be given a single unified value, or a restricted value; in fact, it would be futile
even to attempt such a thing. It is necessary to recognize that we are not dealing
with specific-sign systems, such as on road signs, in which one image has a single
value; in cases of that kind, the process of interpretation is much simpler. However,
changes may occur even in systems of this type, so they cannot be described as
totally stable or unchangeable.

To a great extent, single images are the ones can be expected to be contextually
dependent, and texts involving this feature are attracting an increasing amount of
interest on the part of linguists. However, as we are not solely dependent upon the
context, one single image can be deciphered in various ways using different words.
Everything depends on the recipient and his vision of the world.

In a somewhat different category, and arguably much easier to deal with, are
images which are an integral part of a word or sentence. In cases of this kind, the
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expressive possibilities are not unlimited, due to the simple fact that the rules which
govern the contextual distribution of elements in a sentence—letters, syllables or
words—remain in effect when one or more of those elements is replaced by a graphic
feature; this is the restrictive factor. It is also important to note that in cases of this
kind, it is possible to break alphabetical letters down into the various straight or
curved lines of which they are composed, and to replace these graphic elements with
pictorial and symbolic elements which, in combination, are recognizable both in
terms of the original letter and in terms of the concepts associated with the graphic
forms.

Photos have particular value in situations where it is impossible for individuals
to observe the real object, but it is naturally understood that the dimensional size of
the photos does not correspond to reality which they represent. Primarily, photo
Images can be used to emphasize the importance of the key issues in the text, and
may be utilized in place of a considerable body of verbal text that would otherwise
be required to illustrate the facts or the events that are being presented.

Apart from photos, there are several other equally important ways of presenting
textual information in a form that is more readily possible to visualize: among these
are maps, and various types of charts and graphs. The latter are most often used
when it is necessary to provide statistical information, and they are very suitable in
such cases. They present information in the economic, political and sociological
spheres, but their applicability is not limited to these fields: it is evident that there is
no sector of industry where they cannot be utilized, and they are always available as
an explicatory and illustrative instrument if such is required.

Tables constitute a means of presenting information in an orderly manner, and
making it easier to assimilate. Like all other structures used for this purpose, they
involve certain disadvantages, such as the smallness of the fonts which tend to be
used, and the fact that vast amounts of data are shown in a single column or row.
Their notable advantage is their effectiveness in enabling the user to make quick
comparisons of information relative to a single specific issue.

Diagrams are used to provide a visual representation of something that we can
imagine, but for which we have not found an appropriate vehicle of expression.
They are very effective in illustrating situations, institutions or processes where a
sequence of steps is involved, or where it is desirable to elucidate for an audience
how various elements or steps are interrelated.

Charts, whether they be pie charts or those constructed with bars or lines, give
a clear demonstration of statistical data, particularly when the object is to make the
aspect of relative proportions immediately perceptible. It might be argued that in
some cases they seem to add complexity to verbal information; hence it is advisable
that they be used primarily in those cases where alternative methods cannot
adequately present the data that is being transmitted.

Considering all the points that have been raised, it becomes evident that the
first and the most important issue is to determine how all these semiotic resources
(images, photos, tables, maps, charts, graphs, diagrams) are involved in the
functioning of the communication. If they are involved in the communication
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process they should influence the meaning and have a part in the creation of
meaning. These are only a few of the points to be considered in connection with the
issue of multimodal literacy.

It should be mentioned that the non-verbal devices already referred to can be
used in the mass media as well as in other spheres where written texts of any nature
exist. However, the mass media environment is the one which | believe to be the
most suitable for experimenting with the functioning of these elements. The
majority of the non-verbal elements are present on the Internet (in blogs, chats, in
Skype communication, in forums, in emails, and in other online sites) where
communication is becoming considerably simplified, due to the fact that in many
cases nothing needs to be typed: the very fact of clicking on some object can
become an expression of a negative or positive opinion. Special combinations of
keys can also be used to convey one's attitude towards something.

Some issues which have been touched on by C. Leborg (Leborg 2006),
G. Kress and T. Van Leeuwen (Kress and Leeuwen 2006), as well as by J. EIkins
(Elkins 2008), but on which | wish to focus more in-depth attention in the future,
include the formulation of grammar rules for multimodal texts, the perception and
recognition of multimodal texts and metaphors, and the overall issue of multimodal
literacy.

Kress states that “we can no longer treat literacy (or ‘language’) as the sole, the
main, let alone the major means for representation and communication. Other modes
are there as well, and in many environments where writing occurs these other modes
may be more prominent and more significant. As a consequence, a linguistic theory
cannot provide a full account of what literacy does or is; language alone cannot give
us access to the meaning of the multimodally constituted message; language and
literacy now have to be seen as partial bearers of meaning only” (Kress 2004: 35).

It can definitely be affirmed that in any case, the process of multimodal
communication demands that people acquire at least some basic skills in order to
keep up with their contemporaries, and not be left behind. It is rather ironic that
modern society, which has achieved such visible advances in many spheres of
human life, has gradually and unwittingly returned to a means of communication
which is closer to that which people employed at the dawn of history. It is clear that
modern graphic illustrations are dramatically different from the ancient ones, but the
essential content remains the same.

Donis A. Dondis (Dondis 1998) mentions that “language is a means of
expression and communication and therefore, is parallel system to visual
communication. We cannot slavishly copy the methods that are used to teach
reading and writing, but we can observe and acknowledge them” (Dondis 1998:
182). Taking into account the fact that there are various kinds of paralinguistic
signs, some language methods can be applied, such as for analysing the sentence "I
v it." The word order of this sentence doesn’t differ from that which is natural in the
language. Another question arises, in connection with morphological peculiarities,
regarding the means of deciding whether a particular pictogram may be deciphered
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as corresponding to the present, past or future tenses—a distinction which can be
readily recognized in verbal texts. This represents a real challenge.

5. Conclusions

Within the overall field of multimodality several aspects remain important
which have been the object of study with respect to traditional forms of textual
expression: orthography (the graphic representation of a letter, a word, a phrase or a
sentence); vocabulary; and grammar (syntactic combinability). The most
unpredictable situation involves pictures, in which meaning can be unclear and the
transfer from the non-verbal system to the verbal (interpretation) can be carried out
in an unlimited number of ways. Another question which arises in the process of the
analysis is the formulation of grammar rules: first of all, whether it is possible to
create a set of definite rules, and if so, whether one set of rules can apply to all of
the groups, and whether even subgroups may have criteria of their own.

Literacy in the media age presupposes having at least some basic skills for
decoding the meaning and peculiarities of non-verbal elements which are a part of
multimodal texts. Individuals living in contemporary society must be also aware of
the fact that every paralinguistic element, be it a dot, a line or a pictogram, conveys
some content and can be context-dependent.

The general thought that we need to take with us after reading through the
material presented above is that information can be presented in a large variety of
ways, and that images represent an increasingly important component of expressive
content. We noted that these images involve a variety of different genres and styles,
and can take the form of tables, diagrams, charts, photos, maps, and graphs, each of
which has certain inherent advantages and disadvantages. We observed the fact that
several of the above items can be interwoven within a single multimodal text. This
doesn’t automatically imply that the use of several modes at the same time makes
the process of communication more complicated, or that the text is easier to
comprehend as a result. Fundamental factors that are constantly at play involve the
specific selection of devices used; the communicative power of those devices
individually or in combination with one another; and the precise attributes of the
individuals who are the recipients of the information, including their background
knowledge and their personal world view. Every modus has functions and
distinctive features which define its affordance or inaffordance in any given case. It
has been a source of satisfaction and deep scientific interest to explore these
elements and processes, and it provides genuine motivation to pursue various related
but as yet unexplored avenues of research in the future.

There are several additional points which should be considered when dealing
with multimodal texts: whether texts should be studied separately if they can
function together; whether verbal or non-verbal elements are of greater importance;
which elements should be predominant; whether one semiotic resource can be
considered as being more important, such as a pictogram or a picture, by
comparison with a group of sentences which are only verbally represented; whether
there are any rules which influence the process of choosing them; and whether one
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non-verbal element can be more important than several non-verbal ones. The
guestion as to whether there are any special rules of syntactic combinability which
apply both to verbal and to non-verbal devices must be considered.
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AHoOTanis. Y CKIaJHUX CYCIUIBHUX YMOBAaX Jie/lajli OUTbIIe PO3IIMPIOETHCS KOJIO TPOOIeM, sKi
NoTpeOyIOTh MEeNaroriyHoro BupimieHHs. JlieBuil Meron — Ka3KoTepamis, BUKOPHCTOBYIOThH JUIS
0e310CepeIHFOTO BIUIMBY HA €MOIIHO-TIOTYTTERY c(hepy OCOOMCTOCTI IS 3MIHH MOJIEIICH ITOBEIIHKH,
aHali3y TPUXOBAHUX MOXIHMBOCTEH JiTeld. Y cCTarTi OOIPYHTOBAHO TEOPETUYHI 3acaau
BUKOPUCTAHHS Ka3KoTepamii B ICHXOJIOro-MeAaroriyHiid mpakTuili. 30kpeMa Oyjao BH3HAYCHO
KpuTepii Ta IMOKA3HUKM MOBJIEHHEBOTO PO3BUTKY JOIIKUIBHUKIB B IrPOBHX Ka3KOBHUX CHTYallisX:
1) oGi3HaHICTh i3 Ka3KaMu; yMiHHS PO3IOBIIATH 3HAWOMI Ka3KH; YMIHHS OLIIHIOBATH CBOKO PO3IOBIIb 1
PO3MOBIIL  TOBApHUINIA; 2) CAMOCTIHHICTH CKJIQJIaHHA JITBMH  CIOXKETIB  Ka3KOBUX  CHTYaIliif;
OPUTIHAIBHICTh BUTAIAHOTO KAa3KOBOTO CIOKETY; HAsBHICTH 3acO0IB TBOPUOTO CAMOBHPAXKECHHSI.
Oco06n1BHii aKLIEHT 3p00JIeHO Ha TBOPUOMY MOBJIEHHEBOMY CaMOBHpPaXKEHI JIiTel, yoMy Oe3rocepeHbo
CIIpUsi€ BUKOPHCTAHHS Ka3KOTeparii: BiIOYBA€ThCS 3aHYpEHHs JITel y CBIT Ka3KH, IO MOTIMOIIOE
MaKCHUMaJIbHy MOBJICHHEBY aKTHUBHICTb JiT€i Ha HaBYaJIbHO-BUXOBHOMY IPOCTOpl AUTSYOrO
HaBYAJILHOTO 3aKJIa/ly; HasIBHICTh MO3UTUBHUX €MOILIIMHUX CTUMYJIB Y CKJIaJJaHH1 TBOPUUX PO3IOBIJIEH;
CTBOPEHHS CHUTYalliif YCNiXy B MOBJECHHEBO-ITPOBIN MiSUTBHOCTI; CTMMYIJIIOBAaHHS MOBIJIEHHEBOTO
CaMOBHPaKEHHSI 1 TBOPUOI 1HIIIIATUBH JOMIKUTLHUKIB B Ka3KOBUX CUTYaIlisX. Pe3ynbraru npoBeneHoro
JOCIIKEHHS CBI/T4aTh, 1110 BUKOPUCTAHHS METO/Y Ka3KoTeparlii € JOLUTbHUM 1 BUITPaBIaHUM.

Knrouoei cnoea: xaska, kaskomepanis, Memoo, MO8IeHHEGUL PO3BUNMOK, OOUKITbHUK.

Matsyuk, Zoriana; Fenko, Maria. Fairy Tale Therapy in the Speech Development
System of Preschool-age Children.

Abstract. Difficult social conditions lead to an expanding range of problems that require
solutions at the pedagogical level. Fairy tale therapy is an effective method used to exert a direct
influence on the emotional and sensory spheres of the personality to change behaviour patterns
and provide an analysis of children’ innate abilities. In this article the theoretical principles of the
use of fairy tale therapy in psycho-pedagogical practice are substantiated. In particular the criteria
and the performance indicators of speech development of preschool-age children were determined
in situations where they engaged in fairy tale-related play: 1) the level of fairy tale-based learning;
the ability to recount familiar fairy tales; the ability to evaluate their own narration and that of a
friend; 2) children's self-sufficiency in making up plots involving fairytale-based situations; the
originality of the fictitious fairy tale plot; and the presence of tools for creative self-expression.
Particular emphasis is put on the children’s creative self-expression in speech, to which the use of
fairy tale therapy contributes directly: children are immersed in the fairy-tale world, which extends
the maximum speech activity of the children in the educational/developmental setting of their
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school; the presence of positive emotional stimuli in formulating creative narratives; the devising
of successful scenarios in activities involving a combination of speech and play-acting; providing
incentives for oral self-expression and creative initiative in preschool-age children in fairy tale-
related situations. The results of the research which was conducted demonstrate that the use of the
fairy tale-therapy method is appropriate and justified.

Keywords: fairy tale, fairy tale therapy, speech development, preschool-age children.

1. Beryn

[IpoGiema po3BUTKY mpodecioHadi3My MeaaroriB  0COOJMBO aKTyasibHa,
OCKUTBKU Y CKJIQJHUX CYCHUIBHHX YMOBaX BCE OLIbIIIE POIIUPIOETHCS KOJIO MPOOIeM,
SKI TIOTPEOYIOTh COIIIATLHO-TICArOTIYHOTO BUPIMICHHS: TyXOBHA JETpajallisi, BTpaTa
IIHHICHUX OpI€HTalli, aedopmaliisi BIJHOCUH Y CYCHUIbCTBI Ta POJMHI TOMIO. YCl
O3HaueHi mpobiaeMu OepyTh CBI MOYATOK Ie 3 (POpPMyBaHHS IIHHICHUX OpI€HTAIiA
JTed JOMIKUILHOTO BIKy. JlUTWHA 31aTHa 3acBOIOBATH  CYCHUIBHUM  JOCBIJ,
OCMUCITIOBATH CHUCTEMY TMIaHYIOYMX BIJHOCHH, MOPAIBHUX IIIHHOCTEH. 3aBIaHHS
Meiarora — 30pIEHTYBATH JIOLIKUIBHUKA B CYy4aCHOMY CKJIaJHOMY CBITI. YHIKaJIbHUM
METO/IOM PO3B’SI3aHHS TOCTABJIEHUX MNPOOJEM € METOJ Ka3KoTepamii, BUKOPUCTaHHS
AKOTO Jla€ 3MOTy O€3MOCepe/HhO BIUIMBATH Ha EMOIINHO-TIOUYTTEBY cdepy
0COOMCTOCTI, 3MIHIOBATH MOJIENI TOBEMIHKH, AaKTyalli3yBaTH IIPUXOBaHI PECYypCHi
MOYJIMBOCTI JTOUIK1TbHUKIB.

JlilarHOCTUYHI Ta TepameBTUYHI MOKJIMBOCTI Ka3Ku mepeOyBaloTh y TOII
JOCITIDKeHB TICUXOJIOTIB 1 MeAaroriB pizHUX HampsaMmiB. OJHaK Ha CHOTOJHI IIIE HE
JIOCTaTHBO JOCIIJKEHA Ka3KoTeparisi K HOBa MCUXOJOTO-TIeAaroriyna TeXHOJIOT1s
PO3BUTKY MOBJICHHSI IOLIKIIHHUKIB.

TeopeTHKO-METOIMYHUM TIAIPYHTAM JTOCIIKEHHS CTal (DyHIaMEHTaJIbH1 Tpari
3 mareoaugakTiku E. B. benkina, O. O. lponoBa, A. M. borym, H. B. I'aBpu,
O. C. Mosxke, C. M. Yemopran. Tpaauiiisi BUBUEHHS MPOOJIEMU PO3BUTKY CIIOBECHOT
TBOPYOCTI JIONIKUIBHAT MOB’si3aHa 3 PO3TJISAOM 11 SIK OAHOTO 3 BHUIIB 3B’S3HOTO
BHCJIOBJTIOBAaHHS B yMOBaX HAaBYAaHHS PiMHOI MOBHU. JIOCHITHUKH NOBOASTH, IO B
JUTEN 70 CTapIIOro MOMIKITFHOTO BIKY (POPMYETHCS CBIIOME XYT0KHBO-ECTETHUHE
CIpHUiiMaHHs JITEPaTypHUX TBOPIB, 110 TMOJISITA€ B PO3YMIHHI 3MICTY U 171€i TBOpY,
3aTHOCTI BWJAUIATH ¥ YCBIJOMIIIOBAaTH MOro MOBHI 3acoOM BHUpPa3HOCTI (Xoua
Ipoliec CKIaJaHHS BJIACHOI TBOPYOi PO3MOBIAIL ISl OLIBIINOCTI AITEH CKIIaTHUN).
[IposiBaMu C€aMOCBIJIOMOCTI € CaMOPETYJIsAIlis, CaMOII3HAHHS, CaMOMpe3eHTAIlis,
CaMOCTAHOBJICHHSI 1 CaMOBHpa)X€HHs. TBOpuUe CaMOBUPAKECHHSI BUSBIISETHCA B
pI3HUX BHAAX IISJIBHOCTI JTUTHHH, 30KpeMa 1 MoBieHHeBIH. Kaskoreparis cnpusie
CTAaHOBJICHHIO CAMOCBIZIOMOCTI JWTHUHHU, IO CIYrye MIATPYHTIM (OpMyBaHHS
TBOPYOT'O MOBJICHHEBOTO CAMOBHUPAKCHHSI.

Mera  pgocnmikeHHS:  OOIpyHTyBaTH cHeuudiky pO3BUTKY  TBOPUYOTO
MOBJICHHEBOTO CAMOBUPAKECHHS JITEH JOMIKIJILHOTO BiKYy 3aC00aMM Ka3KoTeparlii.

2. MeToam noCiKeHHA

Y mcuxonoro-mefarorivuHiii - HayIli Ta MPAKTUIIl  OCBITH  CIIOCTEPITaEMO
aKTyaTi3aIlilo yBard J0 TEOPETUYHOTO OCMHCIICHHS 1 MPAKTUYHOTO YIPOBAKECHHS
Ka3KoTepamii y Cy4acHHM OCBITHI TIPOCTIp JUTSYOrO HABYAILHOTO 3aKJany.
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BusHauenns 3micty Ta crenudikd BHUKOPHCTAaHHS METOMY Ka3KoTeparii moTpelye
JOKJIATHOTO aHAMI3y W OOIPYHTYBaHHS OCOOJMBOCTEH BHUKOPHCTAHHS B JIOMIKUIBHIN
JIHTBOIUAAKTHUI. PiBeHb 3allikaBiCHHS MITCH HaBYAHHSIM, 3BHYANHO K, 3aJICIKUTH
BiJl BHXOBATEls, BiJ HOro BMIHHS OpraHi3yBaTH HaBYaJbHO-BHXOBHHM IMPOIIEC.
KpeatuBHuii mneparor, po3poOisioud IiKaBl IrpH, JIUJAKTUYHUN Marepiall,
I00Uparouy Ka3KM Ta METOJAWYHI NMPUHOMH, CIIOHYKa€ BHXOBAHIIIB 10 TBOPYOI
AKTHUBHOCTI.

3. IIpouexypa aocixxeHHs: ii 00roBOpeHHsI pe3yJbTaTiB

B opranizamii coinbHOT AISTTBHOCTI <«JIOPOCIHUNA-TUTHHA» (1IHTEIEKTYyaabHOT,
IrpoBOi, TPYAOBOI) Ka3Ka € TIEI0 CXOIMWHKOIO, 13 SIKOI PO3MOYMHAETHCA B3a€MOIIS.
Tox, po3ymitoun 3HaUYEHHS Ka3KH Ui BCEOIYHOTO PO3BUTKY AUTHHH, CHEIIaTbHO
CTBOPEHI Ka3KM Ta pO3pOOJIeHI [0 HUX 3aBAAaHHS JAalOTh 3MOrY IeJaroram
OpraHi3zyBaTl IHTETPOBAHHUI OCBITHIM MHpoULEC, SKUM JONMOMAarae JITAM HE JIUIIE
Kpalle MI3HATH PIOHY MOBY, HPHUPOAY, 3aCBOITH MpaBWIa €TUYHOI MOBEIIHKH,
YCBIJOMUTH LIHHICHI OPIEHTUPH, & 1 HABYUTH iX MIPKYyBaTH, BUCIOBJIIOBATH BIACHY
JTYMKY, BIJICTOIOBATH 1HAUBITyaJIbHY TOUKY 30pY, IOPIBHIOBATH, 31CTABIISATH, POOOTH
BHCHOBKH TOILIO.

Ka3zka — HallymoOyieHIMNA 1 HAWMOMYyJSPHIIIMNA TBIp YCHOI HapOJHOT
TBOPYOCTI JJIsl IITEH, IKUH pO3KpUBAE «OE3MEKHUMN CBIT JIFOJICHKOI YSIBU, TOJIOHUTh
cepiia aitedt 1 gopocaux» (Nassrullaeva 1982). /lutuHa 3a TOMOMOTO0 Ka3KH Ii3HAE
CBIT, PO3KpHUBa€ MOHATTS Ao00pa 1 37a. Kazka B ocoOnuBiii MetadopuuHiii dopmi
BIUTMBA€E HA MICUXIKY AUTHHH, (POPMYE i1 NOBEMIHKY.

3aBmAKM Ka3lll JWTHHA HABYA€ThCA JKUTH 13 BJIACHUMH 1HCTUHKTUBHUMU
MParHeHHsIMUA Ta MI(OJIOTIYHUMU YSBIICHHSMH, OMAHOBYE X 3aBISKU PalllOHATBHOMY
MUCJICHHIO, IHTEPIPETYIOUM Ka3KOBl CHOKETH Ta 0O0pa3u, JO0JIa€ CBOI CTpaxu Ta
MIePESKUBAHHSL.

Y BemmkoMy TJIIyMauHOMY CJIOBHMKY CYYacHOI YKpPAiHCBKOI MOBH IOHSTTS
«Ka3Kka» BU3HAYAETHCS K «PO3MOBLAHMN HApOJHO-MOCTMYHUN ab0 MHUCEMHO-
JTEepaTypHUAd TBIp TMPO BUraJaHi TOAll, BUTaAaHUX OCI0, 1HOMII 3a Yy4YacTio
dantactnunnx cum» (Velykyi Tlumachnyi ..., 2004: 410). YuyeHi-honbKIOpHCTH,
etHorpadu Ta giteparyposHaBill (O. AdanaceeB, O. Bemmuko, €. MeneTHHCHKHIA,
B. Ilpomnm 1 1H.) MPUCBATHIN BUBYCHHIO Ka3KH YMMAJIO JIOCIIKEHb, OJTHAK Ha ChOTOJIHI
HE ICHY€ €JMHOTO TIyMAa4YeHHs L[bOT'O MOHSTTS.

Ha nymky E.IlomepaniieBoi, ka3ka — eMIUHHWI, MEPEBAXHO IPO30BUIA TBIP
YapiBHOTO, ABaHTIOPHOTO Ta MOOYTOBOIO XapakTepy, SKUWA pO3MOBITa€ Kaszkap 1
CIpuiMaEeTbesl ciiyxadamu sik Burajka (Pomerantseva, 1956). O3naueHy ocoOIMBICT
Ka3KM Bi3Ha4YaroTh Takox T. JlaBuaosa ta B. [IpoHiH, SKi CTBEPAXKYIOTh, IO «y Ka3lil
BIZIOYBAIOTHCS 3aBUaCHO (PaHTACTUYHI MO/II1, Ka3ka — BUTaJKa y YACTOMY BUTJISL, IO
kaskap i He npuxoBye» (Davydova, 2003:215).

OpmHuM 13 OUTBII TOYHUX, HA HAII TOTJISIA, € Bu3HaueHHS B. Anikina: «Ka3ku — 11e
KOJICKTUBHO CTBOPEHI, KOJIGKTMBHO 30€pekeHl HapoIOoM YCHI XyJOXHI eIiuHl
OTIOBIJIAHHS B TIPO31 3 TAKUM MOPATLHO-ETUYHNM, COIIATBHO-TIO0YTOBUM 3MICTOM, KU
32 CBOEK CYyTTIO MOTpeOye TOBHOTO a00 YaCTKOBOTO BHUKOPUCTAHHS 3aco0iB
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(paHTaCTHYHOTO 300paKEeHHS AIMCHOCTI i TOMY BIA€ThCA A0 (DAHTACTUUHOI BUTaJIKH,
pi3HI 1 TpaauIiitHi GOpMH AKOI, HE TTOBTOPIOIOYKCH OUTBII Hi B SIKOMY 1HILIOMY JKaHp1
(boNbKIIOpY, CKIaAAINUCs TPOTITOM BiKIB y TICHOMY 3B’SI3KY 3 HApOJHHUM XHUTTSIM, MaJi
HIePBICHUIA 3B’130K 13 Miosorieto» (Yakymenko, 1999:20).

VYpaxoByloun BIIaCHE CBITOCIPUMMAHHS, KOXXEH HapoJ TMPOTATOM CTOJITh
¢bopMyBaB CBOIO, BJIACTHBY JMILE HOMY, CHCTEMY BHXOBaHHS, KpUTEPISIMU
e(eKTUBHOCTI SKOi BBOKAEMO: 3arajbHy KYJIbTYPY, OCBIUEHICTb, TyXOBHICTH TOIO. B
OCHOBI YKpPaiHChKOi CHUCTEMH BHXOBaHHsS TepeOyBa€ JaBHS IelaroriyHa TpaauIlis
HAILIOTO HApOIy, V SKiM Ka3zka 3aBkau Oyja OCHOBHHM IHCTPYMEHTOM (DOpMyBaHHS
CBITOTJISITHUX YSIBJICHDb JIIOAWHWA. BOHA CTBOPIOE CHOPHUSATIMBI YMOBH ISl TBOPYOI
caMopeaizaiii 0COOMCTOCTI, € CBOEPITHUM BHUXOBHUM MPUHOMOM, 3aBISKU SKOMY
JUTHUHA MOXKE Y BIIACHIM ysBI MEPEXHUTH PI3HOMAHITHI CUTYallli, ¥ Kl TMOTPAIUISIOTH
repoi Ka3ok, 1 3pOOUTH CaMOCTIMHHM BUCHOBOK IIOJI0 JIOIUIBHOCTI TOI UM TOT MOBEIIHKH.

Kazku cinyryroTs nus giTedl ofHi€0 13 (opM Mi3HAHHS CBITY, aJKe 4Yepes
KUTTS TEepoiB, JAOLIKUIBHUK caM CTa€ Y4YaCHHUKOM TOAiH, CHiBUyBae 100py,
3acymKye 37m0. HapoaHa kaszka 3aXOIUTIOE MajloKa He JIMIIE CI0KETOM, MOETHYHOIO
dbopmoro, a i CBOIM 1ICHHUM 3MICTOM.

Ka3ka BBOAUTH JOWIKUIBHUKA Yy CBIT (haHTasii, mpoOyIxKye HOTro akTHUBHY
JUSUTBHICTD, CIIBTBOPYICTH, @ B KpalloOMy BHUIIAJKy — TBOPUICThb. JluTHHA uepe3
€MOIIi1 Ta MOYyYTTs, BUKJIMKAHI Ka3KOI0, CIIPUIIMae KOJIOPUT HAPOTHOCTI B mepeadi
Ka3KOBOTO 00pa3y, Kpacy piJiHOi MOBHU. PeamicThuHui migxia miTed 10 Ka3KOBOI
danTacTuku (POpMy€eThCsl B CEpeIHROMY JONIKIILHOMY Billl yepe3 Oe3mocepeHin
VIUTHB BUXOBAHHS Ta HABYAHHS.

3 oAy Ha MOPIBHSHO MOJIOAMH BIK Ka3KoTeparii sSK HayKOBOIO HampsiMy, Ha
CBOTO/IHI 11I€ HE ICHY€ 3araJbHOMPUIMHATOT0, YITKOTO Moro BuzHaueHHs. Hemae iioro i y
peecTpi OUIBIIOCTI CJIOBHUKIB. J[OpeYHMM BBa)kKa€MO PO3IJIsii OCHOBHUX AaCIIEKTIB
MOTPAKTYBaHHS JJOCITiPKYBAaHOTO TIOHSITTSL.

Ha nymky 1. BaukoBa, «ka3koTepamnis — 1€ TAKUIA HaNpsiM NPaKTUYHOI ICUXOJIOTTIT,
KWW, BUKOPUCTOBYIOUM MeTa(pOpHUUHI pecypcy KasKu, JO03BOJISIE JIOMISIM PO3BHUHYTH
CaMOCBIJIOMICTh Ta TIOOY/TyBaTH OCOOJIMBI PIBHI B3a€MOJIii OJTUH 3 OJJHUM, 1[0 CTBOPIOE
YMOBH IS CTaHOBJICHHS iX cy0’ektHocTi» (Vachkov, 2001:7), To6To aBTOp pOOUTH
aKIeHT Ha MeTaQOpUYHOCTI K JIOMIHAHTHIA  XapaKTepPUCTHIN  Ka3Ku. 3a
B. Anekceenkom Ta . JlommHIHOIO, Ka3KoTepamiss — TICUXOJIOTIYHUN  HampsMm
TEparieBTUYHOTO BIUIUBY Ha HECBiIOMY cdepy AWTHHA Ta JOPOCIOi JIFOJMHU
(Alekseienko, 2008). Takox, Ha 1yMKY A. OCHIIOBOI, «Ka3KOTEPAITis — 11 METOJ, KUt
BUKOPUCTOBYE (OpMY Ka3kd JJIs IHTErpaiii 0cOOMCTOCTI, PO3BUTKY TBOPYHMX
3M10HOCTEM, PO3IIMPEHHS CBIJOMOCTI Ta B3a€EMOJIi 3 OTOYYIOYMM CBITOM» (LIMT. 3a
Sokolov, 1997:7).

3aBmaHHs Ka3KOTepaleBTa, MCUXOJIOra Yd Mejarora Bb0agaeMo B TOMY, 100
ni0paTH 4M CTBOPUTH Ka3Ky BIAMOBIIHO 10 MOTpe® MUTUHM. SKIIO 11€ 3p00JIeHO
BJIaJIO, TO JTUTUHA «BOYIOBYE» 11 TOCHAHHS y CBiM XKUTTEBUM crieHapii. OcoOnIMBoO
KOPHUCHO, KOJIM JOIIKUIBHUK TPOCUTH MOBTOPUTH Ka3Ky HEOTHOPA30BO, aKe came
Tak BiOyBalOThCA TJIMOOKI 3MiHM y CBiTorsimi. Halikpamii pesyiapTaTd MOXHA
criocTepiraTd B poOOTi 3 MIThMH, SKi aKTUBHO CHIBIIEPEKUBAIOTh KA3KOBUM T'E€POSM
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(doMy 0OCOOJMBO CIPHUSAIOTH BIKOBI OCOOJIMBOCTI JOMIKUIBHAT). Y paHHROMY BIIIl
MUCJICHHS B JIT€H Opi€HTOBaHE Ha OOpa3He OCMHUCIICHHS 1H(pOpMaIlii i eMOILiiHO-
YyTTEBE CHOPUMHATTA CBITY, caM€ TOMY BaXKJIUBY 1H(OPMALII0 MaTIOK Kparie
3aCBOIOE uepes sICKpaBi o0pasu, sKi MpeICTaBICH] B Ka3Kax.

JloMiHaHTHa OCOOJIMBICTH POOOTH y CHCTEMI KazKoTepamii — 1€ 83aemolis 3
OUMUHOK HA YIHHICHOMY piGHi, CIIMPAIOUYUCh HAa MOPAJIbHI OPIEHTHUPH, TYyXOBHI
I[IHHOCTI, OCOOMCTICHUM TIOTEHIlia]l JUTHHH, MOXXHA PO3B’SA3aTH PI3HOIIAHOBI
MICUXOJIOT1YH1, TIeJJaror14H1, JIHIBICTUYHI, KYyJIBTYPOJIOTIUHI MPOOIEMHU.

Sk TepaneBTUYHA TEXHOJIOTTYHA OJUHUIIS, Ka3Ka BUKOHYE HUBKY (DYHKYIU:

— Oigenocmuyny (TpUTaAyr0oYn oOpa3W 3HAWOMHUX 13 JUTHUHCTBA Ka30K, Y
MaJIloKa BUHUKAE TIEBHA €MOIIIHA peaKIlis);

— mepanesmuuyHny  (MO-TIEpIIE, TICUXOJIOTIYHO TOTYE€ OCOOHUCTICTH 10O
Halpy>KeHUX  EMOLIWHUX CHUTYyallld; TMO-Ipyre, CHUMBOJIYHO  3HIBEJIHOBYE
¢b1310JI0T14HI ¥ €MOLIIHI CTPEeCH; MO-TPETe, MpUiiMae B CUMBOJIIUHIN (HOpMI CBOIO
(GI3UYHY aKTUBHICTH 1 3JAaTHICTh [MIATH y KPHU30BUX CUTYyaIlisX; MO-YETBEPTE,
B1JIMOBJISIETHCA BiJ] IHTEJNEKTYaIbHUX IHTEPIPETAIliil 1 TOBHICTIO MPUKUMAE BCIO raMy
EMOIIITHUX TTePEKUBAHD);

— 6uxoeHy (Ka3zKa J03BOJISIE B M’SKiM (hOpMi MOSICHIOBAaTH JUTHHI SIK BapTo
YUHHTH 1 K Hi);

— Kopekyitino-peabinimayiuny (pobdoTa 3 TOBEAIHKOBUMHU OCOOJIUMBOCTIMU
0COOHUCTOCTI, SIK 3aci0 3aMillleHHs HEePEKTUBHOTO CTHIIIO TMOBEIIHKM Ha OUIbII
MPOJTYKTUBHHU; OSCHEHHS TOTO, 10 BiI0YBAETHCS);

— MO8IeHHEB020 po3sumKy (OTHOYACHO 3 OPIEHTAII€I0 HA 3MICT CIIB JUTHHA
BUSIBJISIE HEAOUSKY LIKaBICTh JI0 3BYKOBOi ()OPMH CIIOBA, 3MIHIOE CIIOBA, TBOPHUTH
HOBI).

MOoBNIeHHEBUN  PO3BUTOK  JIONIKUIBHUKIB  BIAOYBAa€ThCS Yy  Mpolieci
BJIOCKOHAJICHHS Ta TMPAKTUYHOTO BUKOPUCTAHHS MOBHM Yy CIIJIKYBaHHI 3 iHIITMMH.
3aCBOEHHS MOBH CYMPOBO/IKYETHCS BEJIHMKOK aKTHUBHICTIO IUTHHHA. CaMe ToMy
BAXKIIUBO 3pOOUTH OCOOUCTICHO 3HAYYIIUM YBECh 3MICT pPOOOTH WIOJI0
JIHTBICTUYHOI HIATOTOBKH JUTHHU.

AKTyaJbHICTh CBOEYACHOTO MOBJIEHHEBOTO PO3BUTKY B JIOIIKUIBHOMY BiIll
BU3HAYCHO 3aBJAaHHSMU I10JI0 CTBOPEHHSI ONITUMAJIbHUX YMOB JIJIsl SKHAWTIOBHIIIIOTO
PO3KPUTTS TMOTEHLIMHUX MOMXJIUBOCTEH KOXKHOI JUTHHH, SKI BUSABISIIOTECS B
cienupiyHO AUTAYUX BUJAX JTISUIBHOCTI ¥ TOB’sA3aHI 13  KOMYHIKAIIIERO.
CraHoBNEHHS B JIIOJWHUA BCIX TICUXIYHHX (YHKIIA, TCUXIYHUX TIPOIIECIB,
0COOMCTOCTI B  LIJIOMY HEMOXJHUBE 0€3 MIDKOCOOMCTICHOTO  KOHTakKTy.
BonHouac MOBIIEHHEBUM PO3BUTOK Ta HOTO BJIOCKOHAJICHHS HEOOX1HO PO3TJIsSAaTH
AK BIJOOpaKE€HHS CTAHOBJIEHHS HAaBUYOK KOMYHIKAaTHBHO-MOBJIEHHEBOI B3a€MO/III.
KoMyHIKaTMBHO-MOBJIEHHEBI 310HOCTI MOXHa XapaKTepU3YBATH SIK 1HIUBIIyallbHI
MICUXOJIOTIYHI W MCUXO0(]i310J0T1UHI OCOOIMBOCTI, SIKI CHPUSIIOTH IIBUAKOMY Ta
AKICHOMY 3aCBO€HHIO YMiHb 1 HaBMYOK 3aCTOCOBYBATH 3acOOU CIIJIKYBaHHS B
KOHKPETHIA cuTyalli B3aeMOAIll 3 OJHOJITKAMU Yd jJopociauMu. OpHak s
PO3BUTKY MOBJICHHSI JTUTHHU HEJAOCTATHHO MPOMOHYBATH 1Ml JIMIIE Pi3HOMAHITHUMN
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MOBHHMI Matepian. HeoOXigHO cTaBUTH TIepel JUTHHOIO HOBI  3aBJIaHHS
CHUIKYBaHHS, III0 BUMarajiyu 6 HOBUX MOBHHUX 3aCO0iB.

Bukopucranus MeTomy KaskoTepamii mosermrye mpodeciiiHy KOMYHIKAIIito.
OxpeMi Ka3KOTepaneBTHUYHI TEXHIKUA (MPUTaJyBaHHS YIIOOJEHO! Ka3Kd, MaOBaHHS
Ka3KM 4 ii (parMeHTy, pO3MOBITaHHS Ka3KK) MOXKHA YCHIIIHO BUKOPHCTOBYBATH MiJl
Yac 3aHATh JIsl BCTAHOBIICHHS CHPUSTINBOI, JOOPO3UWIMBOI aTMOC(EpPH Ta CTBOPEHHS
cutyarii  ycrmixy. KomyHIKaTuBHI  yMIHHS Tielarora IpejaCTaBiIeHI  TaKUMU
MOKa3HUKAMH: YMIHHS BOJIOAITH KYJBTYPOIO Mpo(ecifHOro CHuUIKyBaHHS Yy MpoIiect
OpraHizaiifHoi ¥ OCBITHRO-BUXOBHOI ISJIBHOCTI 3 BHKOPHUCTAHHSAM Ka3KOTEpaIlii;
IHTEpIpeTyBaTH BepOabHy Ta HeBepOallbHy 1H(OpMAIlit0, OTPUMaHY Bijl JOMIKUIHHUKIB
1 IpeICTaBIeHy MPOYKTaMH 1X TBOPUOI ISUTBHOCTI (Ka30K, MATIOHKIB TOILIO).

Baromy posp mij yac peanizaliii aHaIi30BaHOTO METOJY BiFIrpa€e MOBIIEHHEBO-
IrpoBa Ka3KoBa CHTYyallis, sIka BHUHHMKA€ MIX [ITbMH Y MPOLECT TBOPYOTO
BIIOOpaKEHHA 3MICTYy 3HAWOMOI Ka3Kd, CYNpPOBOJ)KYBaHA JIaJIOTITYHUM abo
MOHOJIOTTYHUM MOBJICHHSIM, I'paMH, PO3IMOALIOM POJIEH, 3aCTOCYBAHHIM JUTHUHOIO
JIHTBICTUYHUX 1 EKCTPAJIIHIBICTUYHMX 3aco0iB, W0 CIYIylOTb 3aco00M
CaMOBUPaKCHHS.

3MICT MICUXOJIOTIYHOI Ta PO3BUBAIOYOi pOOOTH MOJISITAE B TOMY, 1100 3pO3YMITH
1 OCMUCIIUTH 3MICT Ka3KOBUX CHUTYyaIliii, 00pa3iB, ClookeTHHX JiiHii. Ko)kHa Ka3koBa
CUTYyaIlisi MICTUTh BEIMYE3HUN MPUXOBAHHUM 3MICT Yepe3 Ka3KoBI 00pas3u, JOCBIA
BUPIIICHHS NMPEJKaMU CKIAJHUX KUTTEBUX MpoOsieM. EQEeKTUBHICT, BUKOPUCTAHHS
IOTO METOAY JJIA PO3BUTKY MOBJIEHHS Ta TBOPYOrO MHCIEHHS, aHATITHKO-
CUHTETUYHUX 3110HOCTE Ai€eBE B pOOOTI 3 NIThbMHU JOMIKIILHOTO BIKY.

BBaxkaemo 3a nouuibHe Kiaacu(ikyBaTy MOBJIECHHEBI CUTYaIli:

— cumyayis incyery8aHHs (TIOCITYTOBYEMOCS TOTOBUMH TEKCTAMH);

— poavosa cumyayis (1THOCTpalliil Ha OCHOBI SIKMX BiJI0YBa€THCS POJILOBA IPa);

— HasuanvbHi cumyayii (peanbHi, ySIBHI1);

— ysaeHUll dianoe 2epois,;

— ClI08eCHULl MANIIOHOK;,

— MIHIMOHOJI02 2epoi6 Xy00HCHbO20 MeKcHy TOUIO.

VY Takux cuTyarisix IUTHHA 3a JOMOMOTOI0 CJIOBa, MOBJICHHS Ta IPU BUPAXKAE
cebe, BUCTIOBIIIOE OCOOMCTE CTAaBJICHHS 10 1HIIUX, JO JOBKULIA, TOOTO TYT irpoBa
MOBJICHHEBA CHUTYyaIlis BHUCTYyMae 3aco00M CaMOBHPaKCHHS AUTHHU. Binarak, s
PO3BUTKY MOBJIEHHSI MU 00pajiu IrpOBY JISJIbHICTh METOJIOM Ka3KoTepanii, sKa He
TIJIBKM MaKCHUMalbHO aKTHBI3y€ MOBJIEHHS JIT€, a W copusie HOro poO3BUTKY,
Nepexoy BiITBOPIOBAIBHOTO, PENPOAYKTHBHOTO BHCIIOBIIOBAHHS 33 3MICTOM
TEKCTY Ka3KHU y TBOPY1 BHUCIIOBIIIOBAHHS, 110 Nepea0avaroTh IHTEPIPETAII0 3MICTY
3HAlOMOi Ka3KH, CaMOCTIIiHE CTBOPEHHsS AWTHHOIO HOBUX BaplaHTIB Ka3KOBUX
CUTYaIliil 3 HACTYITHUM iX PO3IrPyBaHHSIM.

BignoBimHO A0 BHOKpPEMJIGHUX MOBJICHHEBUX CHUTyaIlii Ta ypaxOBYHYHU
KJIFOUOB1 TEOPETHYHI MO3MINT MI0JI0 BUKOPUCTAHHS Ka3KoTeparii, MPaBOMIPpHUM €
JOTPUMAHHS HACTYITHUX YMOB PO3BUTKY TBOPYOT'O MOBJIEHHEBOTO CaMOBUPAKCHHS
TITEH:
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1) 3aHypeHHS MaJIIOKIB Y CBIT Ka3KH;

2) MakcUMaJlbHa MOBJICHHEBA aKTHBHICTh JITed Yy pIi3HUX Ka3KoTepa-
MEBTUYHUX MOMEHTAX;

3) HasABHICTh MO3UTHBHUX €MOI[IMHUX CTUMYJIIB IiJI YaC CTBOPCHHS TBOPYMX
PO3IOBIICH;

4) CTBOpEHHS CUTYyAIlill YCIIIXy B MOBJICHHEBO-ITPOBIH MisTIbHOCTI JITCH;

5) cTUMYyJIIOBaHHS TBOPYOIO MOBJICHHEBOTO CAMOBHPaXKEHHS JITCH 3aco0amMu
Ka3KoTeparii.

Oco05MBOI aKTyaJIbHOCTI B Cy4aCHOMY OCBITHBOMY IIPOCTOpi HaOyBae came
mpo0jieMa TBOPYOTO MOBHOTO CAMOBHUPAKEHHS JOMIKITHHHKIB.

Ha mam mornsa ue AOCHTh CKIAJAHUNA TpOLEC, SIKUK mependadae KijgbKa
B3a€EMOIIOB ’s13aHUX eTamiB. Ha mepmomy ertami (opmMyBaHHS TBOPYOTO MOBIIE-
HHEBOT'O CAMOBHUPAKEHHS MITE B ITPOBUX KAa3KOBUX CHUTYyallisIX BBaXKaeEMO 3a
JOIIIbHE: O3HAMOMIIIOBATH JiTeH 13 TEKCTaMH Ka3o0K, 30arauyyBaTh aKTHUBHUUI
CIIOBHMK OOpa3HUMHU €JIE€MEHTaMH, JIHIBICTUYHUMHU Ta €KCTPAIIHIBICTUYHUMH
3aco0aMu BHUpPA3HOCTI. 3MICTOBHM acCMEKT pOOOTH MICTUTh YUTAHHS Ta PpPO3IO-
BIIaHHS Ka30K; Oecijja 3a 3MICTOM IPOYHMTAHOTO; BIATBOPEHHS I IrepoiB Ka3oK;
1HCIIEHYBaHHS YPUBKIB Ka30K; pO3IrpyBaHHs OKPEMUX €11130/11B Ka3KHU TOIIIO.

Hacrtynnuit etan nependavae cTUMYIIOBaHHS IITEH J0:

— BIATBOPEHHS 3MICTY Ka30K (PO3MOBiEH PO IepoiB Ka3oK);

— 1rop 3a 3MICTOM Ka30K;

— BHUKOPHUCTAHHS HM3KM TBOPYHX MPHUIOMIB (CIOBECHUN MAaIIOHOK — OIIHC
repoiB Ka3Ku; BUTAJaHUMN JI1aJIOT 13 TEPOsIMU Ka30K; HAIMCAHHS JIMCTa TTIO3UTUBHOMY
Ta HETaTUBHOMY MEPCOHAXY Ka3KU; Irpu-ApaMaTr3arlii).

3aznaunmo, 1o Piwapn [MapaHep omucye HHU3KY 1rop, SIKi BiH 3alpOTIOHYBaB
JUTSI TIOKPAIIEHHS TeXHIKHM CKJIaJIaHHsI PO3IOBIJIi 32 IOMIOMOTOI0 SIKUX MOYKHA 3HAYHO
YpI13HOMAHITHUTH TIPOLIEC CKJIaJIaHHA Ka3ku. Hampukman, mijg 4ac rpu 3 Miliedka
JICTAIOTh ITpaiiky abo SIKUWCh 1HIIUHN MPEeMET 1 CKIIaIaloTh PO3MOBIAL YU 1CTOPIIO
PO HUX, BIAMITOBXYIOUYHUCH BIJ] CJIOBA HA KapTIll 3 HAMAJIbOBAHUM MPEIMETOM.

Tperiii eranm Ka3KOTEparieBTUUHOI POOOTH 30pIEHTOBAHMIA HAa AaKTUBI3ALIIO
TBOPYOI'O0 CAMOBHUPAKEHHS B PI3HOMAHITHMX MOBJIEHHEBUX cUTyallisix. He3zamexHo
Bil o0OpaHOro MpHIOMYy, BBaXa€eMO, [0 OCHOBHUM 3aBIaHHIM Texarora
3QJIMIIAETBCS YMIHHS aJ€KBAaTHO CHPUUHATTA (aHTas3li Ta 4YapiBHOIO pILIEHHS,
MPEACTABICHOIO B Ka3lll 3 )KUTTSIM JUTUHU. MakcuManbHO €()EKTUBHO pealli3yBaTH
1€ 3aB/JIaHHS HaM JIONIOMarae caMe aBTOpChKa Ka3ka.

OcranHili eram mependavyae CcamMOCTIMHE CKIAJaHHS JITbMH TBOPYHUX
PO3MOBIJIEH 32 KA3KOBUMH CIO)KE€TaMU, TeaTpalli3oBaHi irpu, irpu-apamaru3aitii. [en
€Tan BBa)XA€MO KJIFOYOBHM B Ka3KoTeparii, OCKUIBKH B aBTOPCHKUX TEKCTax JITeH
YTUICHO 1X TIepeXUBaHHS, MPOOJIeMHU, 3aXOIUIEHHS, CTpaxu Tomo. Ha iHTyiTUBHOMY
PIBHI JITH «PO3KPUBAIOTH BJIACHY IYIIY» 3a JOMOMOror0 udapiBHuX ictopiid. 11[o0
CTBOPHUTH Ka3Ky HE IMPOCTY, a TepaneBTUYHY, HAacamrmepe] MOTPIOHO BH3HAYUTH
npoOjieMy YW CHUTyallilo, 3 SKOK HEOOXIJHO mompaioBaTu. TakoX HEO0OXiTHO
3’scyBaTH, SK caMmMe JUTHHA BHABIAE€ TMPOOJEMHY TOBEIIHKY Ta 3alucaTé
HalxapakTEpHIll NPUKIIAIH, 100 MOTIM iX BUKOPUCTATH.
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CrpaBxHsl Ka3Ka PO3MOYMHAETHCS 3 TapHOTO 3auuny (XKuau-6yau, /le-ne-oe y
AKIMCb yapcmsi xcus cobi yap ma yapuys, a 6 HuUX mpu cuuu, ax coxoau. Om
Oty 8dce mi CUHU 00 3pOCMY, — Maxi napyoku cmanu, wo Hi 3a0ymamu, Hi
3eadamu, xiba 6 xasyi ckazamu, L{e 6yn0 0asHo-npedasHo, KoIu Kypu Hecau mesm,
a eisyi nucanku auniwi nixc y Kocosi).

OOuparoun Ka3KOBOTO Teposi, CIiJ TOTPUMYBATHUCS TEBHUX BUMOT, a came
repoit Mae: OyTH OJTHAKOBOi CTaTl Ta BIKY 3 IUTHUHOIO, JJIS AKOi CTBOPIOIOThH Ka3KYy;
MaTH CXO0XY MOBEJIHKY; 1HITY HIXK y JUTHUHU, 100 HE BUKIUKATH CIPOTUB. IM s abo
NPI3BUCHKO T'eposi Ka3KW Mae OyTH BECENMM 1 KyMEIHHUM, aJ)Ke TYMOpP CTBOPIOE
MO3UTUBHY aTMOChEpY.

Hactynuuii Kpok — CKJIaJaHHA Ka3Kd, /€ HEOOXIJHO OIuCaTH, SK Tepou
BUABIIIE TIPOOJIEMHY TOBEIIHKY Y TPbOX pi3HUX cuTyalisx. OCKIIbKU A Ka30K
BJIACTMBI MOBTOpPU (3a3BMYail repoil Mae BIArajaTd TPHU 3arajkd, BUKOHATH TpPH
3aBAaHHS, MOJ0JIATA TPH MEPEMOHU TOIIO) — IO CIPHUATHME KPaIloMy 3aCBO€HI Ta
3amaM’siToByBaHi ka3ku. Ilemarory HeoOXiJHO TMOKa3aTH, K 13 KOXXHUM TOTaHUM
BUYMHKOM TE€pOM CTa€ MEHIN MIACIMBUM Ta HaOyBa€ HeraTWBHHX pHC. Ha Takomy
OpUKJIaAl TUTHHA Kpalle 3po3yMi€ JI0 4YOro MPHU3BOJUTH TMoraHa moBeaiHka. Jlaimi
JIOIIJIBHO YBECTH B CIOXKET IMEPCOHA)KAa HA KIITAIT MYAPOTO BUYHUTEINS, MOBAXKHOTO
cTapiisl 4 J00pOoro YapiBHHKA, KU MiJKa)Ke Teporo BUX1J 13 TPOOIEMHOI CUTYyaIlil
Ta TIJMTOBXHE HOTO J0 MO3UTUBHUX 3MIH. DiHAI Ka3Ku: Tepod YCBIJIOMHB
MOMIJIKM CUTYallii Ta BUIIPABUBCSA, & OTXKE, i 3MIHUB CBOIO MTOBEIHKY, 1110 TTPU3BEIIO
70 BIAYYTTS 3aJ0BOJICHHS, MPAKTUYHOTO PO3YMIHHS aJITOPUTMY CTBOPEHHS
TeparneBTUYHO1 Ka3ku. Hanpuknan, « Hetimogipui npucoouy:

Y piuyi Cmup scueé cobi Pax,
CMIWHULL NOBIIbHULL HEOOPAK.

I saxoce y nocoony OHumy,

8IH 3AIUULUE CBOTI0 XAMUHY.
Ilycmuecs 6 manopu,

11]06 3uaiimu xkpati padocmi ma 0oopomu.
Twe 6i0 bamwvka 6in uysas,

wo Kpatl yei OUHuULl — mam, oe cmas,
Oe 8epOU NOXUIUNUCD,

Ha cebe 8 800Y 3A0UBUTUCD...
Tam idci s0ocmans, mucius Pak,
i 20p00 nos3 enepeo, K MaHx.
Tax Oyaice 00820 8iH X00U8,

cobi 8ci KnewHi Hampyoua.

Boice neose-neose sin nosse,
oMy cmae 8ce 31e ma 37e...
Adic oco i cepye 00imnino —

1 6 epyosx Paxa 3animino...
Ilepeo domiskoro cmoimo

1, 2ipko naauyuu, MoguUmM®...

1 3po3ymie moodi naw Pak —
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Oye no Kony xo0ue max.
Jleow knewni ceoi e 31amae —
810 émomu Pax na nixcko enas.
He 6y0y 6invwe s xooumu,
a 6 xamyi cMupHeHvko cuoimu!
1 3 mozo uacy Paxk yooma,
y eocmi scoe 6in kyma Coma,
wob 6ce demanbHO po3Ka3amiu,
c801 npueoou onucamu.
Aodic panmom 6 08epi 2yx-2yx-2yx...
- [0y 5, bpame, He oenyx.
- Ta siokpueaii yxce ckopiute!
- A mu nogoowv cebe muxiuie,
00 51 cmomuecs O0yace-oyaice...
- Kona namomyeas, miii opyosce?
- A ye, mu, 3nacu 36i0xins?
- Posnosino oone, mans:
B0HO 3 MpAsU cnocmepizao,
8i0 cMiXy OYILOAUWIKY NYCKATO.
- He cwmiiicsa, kyme, epix mo6i, cmismucs, koau opye 8 OioL.
- He 6y0y opyarce! Bubauaii! Tu kpawe uaro nanusaii.

1 Opys3i écinucs 0o cmony,

we U 3a6enu 8eceny Mogy,

60 6i0u 8 KodICHO20 DYBaIOMb,

a 3 HUX Ul Opy3i 8UPY4aroms.

HaBenennii npukian ¢oJIBKIOPHOTO XKaHPY CIOHYKae JiTed 10 MOOYT0BU
BHUCJIOBJIIOBaHb, (OPMYy€ KOMYHIKATUBHI BMIHHA ¥ HaBUYKH, PO3LIMPIOE
CJIOBHMKOBHUH 3amac, CIOpHs€ PO3BUTKY TBOPYMX 3110HOCTEH nomkigbHUKa. Kazka
3/1aTHa ONTUMI3yBaTU MPOLIEC PO3BUTKY MOBJIEHHEBO-KOMYHIKATUBHUX 37110HOCTEN
JUTUHU, HAJAI0UM i TOYYTTEBOI CHPSMOBAHOCTI — Y€pe3 €MOLIiiTHY B3a€EMOJII0 3
oOpazaMM JOIIKUIbHUKMA 3aCBOIOIOTH TEBHI 3HAHHS i YSBJIEHHSA, BUPOOJSAIOTH
KOHKPETHI CY/>KEHHsI, POPMYIIIOIOTh OCOOUCTICHI OPIEHTUPH.

Ka3ku yHiKanbHI He JUIIE K JITePAaTypPHUI XKaHp, aje 1 K TBIp, IKUHA IIIKOM
3po3yminuil qutrHi. Ka3ku HarmoBHEHHI MTMOOKUM 3HAYECHHSM 1 3MICTOM, SIKMH I10-
PI3HOMY PO3KPHUBAETHCS JJISl PI3HUX JIFOJICH 1 HABITH MO-PI3HOMY JIJISl OJTHI€T JIFOIMHA
B PI3HI MOMEHTH ii XUTTA. JIUTHHA YCBIIOMITIOE TOW YW TOM 3MICT 3 OAHOI 1 TOT X
Ka3KW 3aJeKHO BiM ii 1HTEpeciB Ta moTped y JaHUN MOMEHT. SIKIIo HajaTw
MOKJIUBICTh, JUTHHA TMOBEPHETHCS JI0 BXKE MPOYUTAHOI Ka3KH, PO3MIUPUBIIHA HOTO
MTONepeaHIM 3MICTOM a00 K 3aMIHUBIIH HOTO HOBHUM.

3akiHYeHHs1 Ka30K O(OpPMISIOTH 32 JOMOMOIOI THIIOBUX BHCIOBIB, IO
CIYTYIOTh BHpa3HUKAMM II1aCTs, 3axXHIICHOCTI, Ojaromojiydqus Ta, BOJHOYAC,
aKIIEHTYIOTh yBary Ha MPUXOBaHOMY BHUTaJaHOMY 3MICTI: Om 6oHU dcugymu i Xai6
JACYIOMb, KOPOMUCTIOM CIHO 80351Mb, 00epeMKoM 800y Hocamb, Ha eepbi 036iHuuK,
Hawil ka3yi Kinuuk, I 1 mav 6ye, meo-6uHo nug, xou 6 pomi He 6y10, a no 6Opooi
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MeKI0 — MUM 80HA 8 MeHe Ui nobinina), IKAA A€ CTIMKE BITUYTTS MCHUXOJOTTUHOI
3aXUIICHOCTI, @ TaKoX cropuse (GiI0cOPCHKOMY, E€K3UCTEHIIHHOMY OCMHCIICHHI
A1CHOCTI. 3a4MH MICTUTH OPEOJI TAEMHHIII T4 MariyHOCTI.

4. BUCHOBKH

JluTvHa CTapuioro JOMIKIJILHOTO BIKY OBOJIO/AIBA€ Ha JOCTaTHBOMY pIBHI
3B’SI3HUM MOBJICHHSIM, 37aTHA BUSIBJISITH TBOPYICTh y MOOYJOBI BUCIIOBIIIOBaHb 1
PO3IOBIICH PI3HOTO THUITY B CIIJIKYBaHHI, 30KpeMa, 1 3a 3MICTOM Ka3KOBHX TEKCTIB.
TakuM YMHOM, HAYKOBO-TEOPETHYHMI aHall3 JaB MOXJIIMBICTh 3pOOMTH HACTYITHI
BHCHOBKH Ta y3araJbHEHHS, a came:

1) 3milicHUTH TeOpeTHYHE OOIPYHTYBAaHHS OCOOIHMBOCTEH BUKOPHCTAHHS METOIY
Ka3zkoTeparnii y MCUX0JI0ro-meAaroriyHiil MpakTUIll JOMIKIIbHOTO-HABYAIBHOTO 3aKIady
Ta 3’5ICyBaTH, 10 Ka3KOTEparis — 1€ METOJI, KU BUKOPUCTOBYE (DOpMY Ka3Ku Jist
IHTEerpaiii 0coOMCTOCTI, PO3BUTKY TBOPYO-MOBJIEHHEBHX 3/10HOCTEH, pPO3IIMPEHHS
CBIJIOMOCTI Ta B3a€MO/IIi 3 HABKOJIMIIIHIM CBITOM;

2) JNOBEACHO, MO0 BHKOPUCTAHHS AaHAII30BAaHOTO METOAY € JIOUUILHHM Ta
BUIIPAB/IaHUM,;

3) 3amporoHOBaHO KiIAcH(IKAIliF0 MOBHHUX CHUTYAIliid, SIKI CIIPUSIOTH TBOPYOMY
MOBJICHHEBOMY CaMOBHUPAKEHHIO JIITeH 1 00IPYHTOBAHO iX 0COOIMBOCTI;

4) PpO3KPHTO MOETAIHY peasi3allifo METOAY Ka3KoTeparlil B OCBITHBOMY MPOCTOPI
JUTSYOT0 HAaBYATIBHOTO 3aKJIay;

5) CTBOpPEHO AITOPUTM MOOYIOBH TEPAIICBTUYHOT Ka3KH.

[lepcnekTHBY MOAAJIBIIOTO AOCTIIKEHHS BOAYaeEMO y BHBYEHHI HACTYITHOCTI
Ta TMEPCHEKTUBHOCTI (POPMYBAaHHS MOBJIEHHEBOIO PO3BHUTKY JIT€H CTapuIoro
JOMIKLJIBHOTO 1 MOJIOAIIOTO MIKIJILHOTO BIKY B PI3HUX BUJIaX AISTILHOCTI.
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AHoTanisi. Mera 1bOro JOCHIKEHHS — MpPOAHAi3yBaTH MOXJIMBICTh BHUKOPHCTOBYBATH
nornsiin  P. B. JleHekepa Ha KOTHITMBHY CEMaHTHUKY SIK CEMAHTHKO-TEKCTOJIOTTYHY MOJIENb
MepEeKIaf03HaBUOro aHanizy. MatepiaaoM it po3riisiny oOpaHo TBip «CIOBO HEKOEro Kaiyrepa o
YbThU KHUD» 13 «[300pHHKa CBsitocnaBa» 1076 p. Ta fioro Tpu nepekiiaau: ABa MepeKiagn Cy4acHOK
YKpaiHChKOIO MOBOIO (TIoBHHH — B. fIpemenka, yactkosuii — €. Kapminoscekoi i JI. TapHOBeIpKO1) T2
OZIMH TIepeKyIa] aHrfiicpkol0 Moot (B. ®enepa). Teopis kornituBHOi cemantuku P. Jlenekepa
OPIEHTYETHCS 37COUIBIIOT0 HAa TpaMaTH4HI MpoOJIeMH W OMMC MOBH Yepe3 MapaMeTpu IPOCTOpYy.
[Tapamerpam omucy 0O6pa3HOCTH, SIKi MPOMIOHYE KOTHITUBHA CEMAHTUKA, OpaKye YiTKOCTH, SIKI MAlOTh
aHAJIITUYHI METOJM CTpyKTypasi3My. OJJHaK, BOHM BUKOHYIOTh I'OJIOBHY aHAJITUYHY (DYHKIIIO: BOHU
JIO3BOJISIIOTH  YCBIIOMUTH HasiBHI B MEpeKiajl MOPYLICHHS i BIIXWIEHHS BiJ MEpIIOTBOPY Ta
HAMaraTucst yCBiIOMUTH TXHIO IPHPOAY i MEXi.

Knrouoei cnoea: xoenimuena cemanmuka, Kpumuka nepekiaoy, nepekiado3Hasyull anais,
0bpaznicmy, 0asHs YKPAiHCbKa Timepamypd.

Shmiher, Taras. Views by Ronald Langacker on Cognitive Semantics as a Model for
Translation Quality Assessment (“The Discourse of a Certain Monk in Reading Scripture”
in Contemporary Ukrainian- and English-language Translations).

Abstract. The aim of this study is to analyse the applicability of R. Langacker’s views on
cognitive semantics as a semantic and textual model for translation quality assessment. The text
for this case study is an excerpt under the title “The Discourse of a Certain Monk in Reading
Scripture” from the collection “Izbornyk of Sviatoslav of 1076”, and its three translations: two
translations into modern Ukrainian language (the complete one by V. Yaremenko, and the partial
one by Ye. Karpilovska and L. Tarnovetska) and one translation into English (by W. Veder). The
theory of cognitive semantics by R. Langacker focuses mainly on grammar issues and the
description of the language via space parameters. Cognitive semantic dimensions for describing
imagery lack clarity which is enjoyed by analytical methods in structuralism. However, they
perform the main analytical function: they make it possible to show how and why violations and
deviations from the original occur in a translated text as well as what their essence and limits are.

Keywords: cognitive semantics, translation criticism, translation quality assessment,
imagery, Early Ukrainian literature.

1. Beryn

Teopis xorHiTuBHOi cemaHTMku P. B. Jlenekepa sk IlicHa cucTemMa He
HACTIIbKA aKTUBHO BUKOPUCTOBYETHCSA, SIK BHUKOPUCTOBYIOThCA  (peiiMoBa
cemanTuka Y. dinmopa, Teopiss cuioBoi B3aemoxaii JI. Taami 1 HaBITH OKpeMmi
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Views by Ronald Langacker on Cognitive Semantics as a Model for Translation Quality...

JOTUYHI TIOCTYyJIaTH 13 KOorHITUBHOI rpamatuku P. B. Jlenekepa. YTim JlenekepoBa
po3Bigka «Orisan JiHTBicTHUHOT ceManTukm» (Langacker, 1988) wictuthb
CKOH/ICHCOBaHHUI 1HCTPpYMEHTAapii CEMaHTUYHOTO aHaji3y, SIKHA MOXKHA IILUTICHO
3aCTOCOBYBATH JI0 MIEPEKIIA03HABUOTO aHAIII3Y TEKCTY.

KoruiTuBHa Teopis Opi€EHTYeEThCS Ha MOBOBXKHUTOK (@ usage-based theory)
(Langacker, 1987:46), a Tomy npu Oyab-SKOMY PO3IJIsAI HA MOBHI W TEKCTOBI
sBHIA JauBUMOCs uepe3 KkoHTekcT (Stockwell, 2002:2). Posrisg Tekcry sk
KOHIICTITyali30BaHa CXeMa CIPUUHSTTS MIHCHOCTH € OOOB’S3KOBOIO YMOBOIO IS
YCIIIITHOTO W OXOIHOTO aHalli3y SKOCTH Mepekiany. JIeHekepoBa po3BijKka MiCTUTh
nBa okpeMi mipo3aiu «IIpodins 1 6aza» Ta «OOpa3HICTHY, 1 TEBHOIO MIPOIO TaKHii
MOTJISIT MOXKHA TIEPEHECTH Ha OayeHHS MEepeKIal03HABYOrO aHali3y 3arajioM:
0auuTU TEKCT AK OOpaHUl IHTEpNpPETATUBHUN BapisIHT (MPOQUIIOBaHHS) 1
3aHYpIOBATHCS Yy CEMaHTUYHI TMPOILEIAYpU aHaNI3y OKPEMHUX JIeKCeM (pO3TiIsij
MOBHOT oOpaszHoctu). Tak mependadaeTbCsi TBOPEHHS B3a€EMO3B’S3KIB MK
MaTpUIEIO TEKCTY Ta 1l OKPEMUMHU KOMITOHEHTaMHU.

Mera 1bOro po3riisily — MpoaHaIi3yBaTH MOXIIUBICTh BHUKOPHUCTOBYBATH
noryisimu P. B. JleHekepa Ha KOTHITUBHY CEMAHTHKY SIK CEMAaHTUKO-TEKCTOJIOTTUHY
MOJIeNIb MEePEeKIaI03HaBUOr0 aHalli3y. 3 TAKOTO MOTJIAMY MOTPIOHO MOSICHUTH, Y
AKUX aclleKTax IIel aHaii3 Moke (a00 HaBMaKu — HE MOKE) BUKOHYBATH (PYHKIT
OI[IHKHY TIEPEKIIAJTHOTO TEKCTY.

2. MeToamn a0CaiKeHH

['oloBHMM METOJIOM MEPEeKIa03HABUOIO aHali3y € MOJeNIb KOTHITUBHOL
ceManTuku P. B. Jlenekepa, sika CKJIaqaeThes 13 psAly CEMaHTUYHUX MapaMeTpiB, 110
iX MOYKHa 3aCTOCYBATH IS OLIIHKH JIEKCHKOCEMAHTUYHUX OCOOJIMBOCTEH TEKCTY.

Marepisiiiom 115 po3riisiy o0paHo TBip «CJIOBO HEKOeTO Kajiyrepa o
ubTbU KHUTDY 13 «[300pHHKa CBsiTocnaBay 1076 p. Ta oro Tpu NepexiIau: 18a
MepeKIIaii Cy4acHOI YKpaiHChKO MOBOIO (1MoBHUM — B. SIpemenka, yacTkoBUiA —
€. Kapninoscekoi i JI. TapHOBEIbKOT) Ta OJWH MEPEKIIa]] aHTITMChKOI0 MOBOIO (B.
denepa).

3. IIpoueaypa a0cC/iIKeHHSA

3.1. 3aro/10BOK Ik MAKPOKOHTEKCT: 3araIKOBUI «KaJIyrep»

YcranoBieHHs BiTHOCHH Mixk npodisieM 1 6a3oro (y Teopii P. B. Jlenekepa) abo
MDK (iryporo i TioM (y TeIITadbT-TICUXOJIOTIi) HeCe MPOEKII0 Ha BCTAHOBJICHHSI
cemantuuHol gominaHTH Tekcty (Stockwell, 2002:14), T0o06TO Ha BH3HAYCHHS
JOMIHaHTHOI  iHTepmpeTarii. BomHowyac, TiaymMadeHHS TEKCTYy  TOTPIOHO
PO3MEXKOBYBATUCS HAa PI3HI IUTACTH, OCKUIBKM TOTPIOHO BpaxoBYyBaTH TOJIice-
MaHTHYHI 1 CHHOHIMIYHI 3B’SI3KH, [0 Y TaKUH CMOCIO pO3MIIIYy€ KOHIIETT Y CKJIAIHY
CUCTEMY PI3HOIUIAHOBOCTH (0araTo3Ha4yHICTh CJOBa 1 TOJIIKOHTEKCTYaJbHICTh
CMUCITY) 1 Mepexi (CHHOHIMIYHI 1 T€3aypyCHI PSIN).
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[lepexnagay 1 KpUTHK CHOYATKy OadaTh JOMIHAHTHY HAaCTaHOBY TEKCTY, sIKa
BHU3HAUYaTUME BUOIp €KBIBAJICHTIB Y HIJIOBOMY TEKCTi. TOMY MU MPHUITYCKa€EMO, 1110
MaKpOCTpaTeTiio0 MepeKIaay HIJIKOM MOKHA OMUCATH y KAaTEropisiX mpoQuItoBaHHS ,
KOJIW MU OJHAKOBI SBUIIA 0auuMO Ha pI3HOMY TJi, Ha pi3HUX Oazax (base), i
BIJIIOBIHO Ha3mBaeMo ix mo-pizHomy (Langacker, 1988:58-59 i oaxi), a oTxe,
KOHCTPYIOEMO BIJIMIHHY JiHcHICTh. OJIHAaK, OCKUIBKM Tiepe]] HaMH JBI Hapu
TepMiHiB, 1 caM P. JIeHekep ykuBae iX 3 MOMISAY KOHIENTYyali3allii JUIIe MOBHUX
OJIMHUIlh, @ HE TEKCTOBUX peasli3alliid, JOIIIbHO 3aKpIMUTH Napy TEPMiHIB «irypa
— tio» (figure-ground) a1 MOIYJISIIIT MAKPOKOHTEKCTY, BCHOT'O TEKCTY JIJIS UATAYA,;
HATOMICTh Tapa TePMiHIB «podiyib —0a3a» PO3KpPHUBAE Olepallii 13 CeMaHTUYHOIO
OJIMHUIICIO Ha PIBHI JIEKCEMU YH BUPA3Y.

«CnoBO» MOJKHA PO3IIHIOBATH SK MIHHICTH Y YOTUPHOX AacleKTax —
OCBITHBOMY, MOJITUYHOMY, ETUYHOMY Ta €cTeTUYyHOMY. KHIKHICTh HEce MPOCBITY
I OCBITY y cycniIbCTBO. Tak popMyBaBCs KOJEKC CYCIUIBHOI MOBEIIHKH, 1 10 peyl,
e BiIOyBajocs Yy LEPKOBHOMY KOHTEKCTi: BHUPOOWBCS NPUUHATHUN CHocio
BUIIPABOBYBAaTH JITEPaTypHY MisJIbHICTB 3TiIHO 13 MokTpuHamu 1iepkBu ([Tukkuo,
2003:136). IlepkBa Oyina MOHOIIOJIICTOM Ha TOIIMPCHHS 3HAHb 1 KHUT, aJie B camii
[IEPKOBHO-PENITIHIN chepi morisian Ha KHUTY PI3HWIKCA. 30KpeMa, IPaMOTHICTh Y
Bizanrtii Oyna HU3bKOIO, 1 TOMY cepejl BI3aHTIHCHKOTO IIEPKOBHOTO Ta PEJITiiHOrO
JIOJy CIOCTEPITaIoCss ~ MPOTUCTABIICHHS KHUXHOI Ta HEKHUXHOI MYJIPOCTH
(Kaxxman, 1973:44-45), OyBayno, m[0 MOHAaXH TEX CTABHIIUCS BOPOXKE JIO KHUT
(Kaxman, 1973:136). Tak nocraBasiia morpeda OOTpPYHTOBYBAaTH BaroMmicTh KHUT i
JUTSL CYCIIIIIBHOTO PO3BUTKY, 1 — HAWOJIbIIIE — AJI CIIACIHHS JIYIII.

«CnoBo» MNOTPIOHO cHpuUMaTH HE TUIBKM B €IHOCTI 13 BI3aHTIUCHKUM
KOHTEKCTOM, aje i crapoOonrapchkuM, Konu bonrapist mepexxuBana 30701y epy. Y
nepkaBoTBopuiii mpami nap Cumeon | Benukuii cnupaBcs Ha Takuid THI
LMBLII3a11, SKUW COPUSB TBOPEHHIO HOBOI JEpKaBU Yepe3 Taki IHCTUTYLIL K HOBa
CTOJIMUA, HalllOHaJbHA LEpPKBa, YHIKAIbHUN MUCTEUbKHM — TpadiuHuii 1
apXiTeKTypHUH — CTWJIb, IO MOIJIM ONUpATUCAd BI3AHTIMCHKIM LMBLTIZALIT
(boxwmos, 1983:66). O6uaa CBsTociaBoBi [300pHHMKHM BBaXKarOThCS YaCTHHOIO
came CHMeEOHOBOro KyJnbTypHOro KoHTekcty (Bbokmmos, 1983:63), a Tomy
HAJICXKUTh BBaXKaTH «CJIOBOY» HE TUIBKH MOXBAJOK KHIKHOCTI, a W IIMPOKOIO
MOJITUYHOIO MPOTPAMOIO.

Kuurono0cTtBo 0Oyin0 «eTtuuHoro miHHICTIO» KwuiBebkoi Pyci (CuBoKiHb,
1984:26). Xto crioBijyBaB Taki eTu4Hi npamia? «€ qaHi, 110 KOPUCTYBAIUCS ITUMH
KHIDKKAMW HE TIJIBKU JIFOAM BHUCOKOOCBIYEH1 (KHS31, IPHUIBOPHI, TyXOBHI 0COOW,
0COOJIMBO YEHII), a ¥ IMIMPOKI Koja CyCHUIBHOCTI. 3pO3yMiJIO, IO YUTa4YaMU HE
MOTJM OyTH CMepAM 1 4Yensb, XOJOMM YM 13roi — YWUTAlbKE CEepPEOBUILE
dopmyBasiocsi Bce k 13 mpuBiaciioBanux» (CuBokinb, 1984:26). Maroun Ha ori
OlIBII-MEHIT  1eaJibHOTO uMTada, aBTop «CioBa» Hamarascs (QopmyBaTu
YUTAIbKUI KaHOH, KM MicTUB kuTis Bacuiis Benukoro, IBana 3om0T0oycToro i
Kupuna ®inocoda. Jlo cioBa, eTHUHUN acCHEKT NEPETUHAETHCA 13 MPUIUCOM
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LIEPKOBHOTO TMpaBa: y XPUCTUSHCBHKIM Tpaauiii ICHyBajla Kapa 3a 3HUILCHHS
CsmeHHUX KHUT 3rigHO 3 68-um mpaBuwiom [I’sro-Illoctoro Bcemencbkoro
Tpynscskoro Cobopy B Koncrantunono:ni: «Kuauru Craporo 1 HoBoro 3aBiry, 1 Tak
caMO CBSTUX 1 BHU3HAHUX HAIIUX TMPOIMOBIJTHUKIB Ta BUUTENIB, HIKOMY HE
J03BOJIAETHCS MOIIKOKYBaTH. ..» (Kuura npasui, 2008:78-79).

IcHye nmymKa, 1110 KHUKHICTh MaJla 1 €CTETUYHUN BUMIP: OCKUIBKH HAcoJoja —
I1e TIKAaTeropist KpacH, TO JaBHhOKUIBCHKUIA KHIKHUK OTAaHYBaB Kpacy MYIPOCTH
yepe3 Hacosony (berukos, 1999:34). Ilpo me nuime caMm aBTOp: «KOJIb CJalbKa
cjoBeca TBO" TIade wMema YCTOMB MOMMB M 2BaKOHB OYCTDH
TBOMXD [1aue THICHWT# 3JjaTa m cpebpay. OToX, moxBaja — Ie i B3ipellb
HE TUIbKY ISl HACTIyBaHHS, a i €CTETUYHOTO 33/I0BOJICHHSI.

Kpi3s goTnpu acnektu «CJIoBO» MOXEMO TUBHUTHCS Ha OMOBiga4a TEKCTY —
Kasyrepa:

1) monax-dimocod, ne ¢igocod € yduTeneM i HOCIEM 3HAHb, LEPKOBHOI
JOKTPHHH, IO IIJIKOM YIHUCYEThCS Y Bi3aHTIHChKUN OCBITHIM KOoHTekcT (Kakmas,
1973:53);

2) MOHax-Iep>KaBOTBOPEIlb, aJPke XpUCTUSIHCTBO y Bizanrtii, boxrapii Ta Pyci
MOB’SI3yBAJIUCS 13 CTBOPEHHS LIEHTPATI30BAaHOTO JIEPKABHOTO 1 CYCHIIBHOTO
IHCTUTYTY; LEPKBa 1 JEpKaBa TyK€ TICHO CHIBICHYBajd, a TOMY TBOPEHHS HOBOI
JIep>KaBu He Oaumiocs 0e3 y4acTH 1IepKBHY;

3) MOHax-HACTaBHHK: 3allO3WuCHa 13 TPEIbKOI, JeKceMa OyKBaJbHO O3HAYa€e
«IIACTUBUN y CTApOMY BIIl», IO ii B cepeAHBOTPEIbKIM MOBI y>KHBAJIA JO MOHaxXa
oe3BimHOCHO 110 BiKy (Sophocles, 1914:623); omke, HaeThCsa PO CTApIsI-MyIpers,
AKUW MOKE BKJIIOYATH i pOAVHHI apXETUIIN;

4) MoHax-HOCIH Kpacu: Il¢ Haiiciaallla jJaHKa B IHTepHpeTaiii, aie xalog
BMIII[A€ CEMAaHTUYHHH KOMIIOHEHT «Kkpaca» (Sophocles, 1914:623), BigmoimgHO
rpelibka JIeKceMa yMINIa€ €THYHI M eCTeTUYHl KaTeropii, 1 Kpaca crpuiimanacs
CIOYaTKy TUIBKU $IK 30BHIIIHS O3HAaKa, a 3roJIOM SIK YHIBEpCaJibHA, BKJIOYAIOUYU
TyXOBHUM acleKT («OIarounHHUNY, «0IaropoIHui).

BpaxoByroun Takuii MaKpOKOHTEKCT-TJIO, TOTPIOHO TWIYKaTH BIAMOBIIHY
nekceMy-Qirypy, sika Ou npeacTanisiia NOTPIOHUN MHUPIIUA KOHTEKCT.

HarowmicTh BU3HAYUTH MOHATTS «KaJyrep» Y CUCTEeMI MPAaBOCIABHOI CIIUIBHOTH
HE TaKk IPOCTO. I[pyHTyouMCh Ha  TOAIL  «CBAIIEHHOCHYXKUTEN  —
IIEPKOBHOCITYKUTEI — YEPHEITBO», MPABOCIaBHA CHIJILHOTA BUTBOPHJIA CKIAIHY
lepapxiro, K1 AUIUTHCS 3a JIBOMA KaTEropisIMU: 3a CLIOCOOOM CIYKIHHSI — KANPIKOG
(KITipHK) 1 A0TKOG (MUPSIHUH), @ 32 CIIOCOOOM JKUTTS — HovoyOg (MOHAX) 1 KOGUIKOG
(ne-monax) (IlpaBocmaBHast osuHimkiaoneaus, 2007: 1. 16, C. 374-375).
Hamaratounch yBiOraTu 4YHCIEHHI TIOCaJM LIEPKOBHOTO CIY)XKIHHS, MOXHA

NPEICTaBUTH MPaBOCIABHY i€papXifo y Takii 0a30Biii cxemi (3a: HacTonbHas kHura,
1983: 1.4 325-326, 357-358):
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Tabnuys 1
IIpaBocaaBHa iepapxis
Bisne cBsAIeHCTBO
Iepapxisn (oapyxeHi ado B YopHe CBAMIEHCTBO (YEHIIi)
uesioari)
[MaTpispx
Il €nuckonar Mutpononur
(apxuepencTBo) ApXHeENUCKON
€nuckon
[TpoTonpecsite
. POTONPECBITED ApXUMaHIPUT
Il IIpecBiTepcTBO [TpoToiepeit rprem
1€EpENCTB Iepeii (mpecBiTep,
{Eipeusizg) et ({uig P Iepomonax
CBSAILIEHHUK )
[IpoToauskox ApXuausikoH
| JIusikoHaT poTOL pXHA
JInsaKoH leponusikon
CXuMHUK
IHok
MomnamecTso Monax
Psicodop

BaxnuBo mam’stat, 1O KOJHM TOCIYIIHUK (pscodop) NpuiiMae MOCTPHT,
TOOTO MPOXOAWTH YB HMHIIMKA 1€papXIYHUM CTaH, TO BIH OJpa3zy MEPEeXOJUTh i
OMIKy CTapIioro MoHaxa (cTapiisi), 0e3 SKOro MOCIYIIHHKAa HE PYKOIOKIATyTh
(Hactonbhas xuura, 1983: 1.4 ¢. 358). OTox, MiACyMyBaTH BiJHOCHHH «IPO]iTb—
0aza» MoxHa y Takii Tabiuii (Takox, ECYM, 2012:t. 6:308):

Tabnuys 2
Binnocunu «mpoginb—0a3za»

Ipodiab basa

UpBHBLLL Yopue CBSIILIEHCTBO 3 000B’I3KOBOIO
OE3ILTIOOHICTIO Ta PO3TAYKEHOIO 1€paApXIi€Er0
Bl HAWHWXKYOTO CTaHy (OUAKOH) 7O
HaWBUIIOTO (MaTpispX), @ TAKOXK MOHAIIECTBO

UpBHOPU3bIE 30BHIIIHI O3HAaKU YOPHOTO CBAIICHCTBA U
MOHAIIIECTBA
OcobmuBe ciyxinas boromi Ha BiAMIHY Bij
MBHUXD CBSIIICHUYOT0 ¥ MUPSIHCHKOTO
MoHax micist HOCTpUry
CTapblb HacraBuuk (cTapmmii MoHax) Juisi MOHaxa
«H»»HIPY¥Y»Y» (===2Kajioyrep) | MOHHO MICIA NOCTPUTY

Yeci 1l CHHOHIMH JaBHBOYKPAiHCBKOTO MEpioAy MarTh CBOi  IpsMi
BIJIIOBIIHUKM Y Cy4acHIN MOBI: uepHeyv, YOpHOpU3eyb, MOHAX, cmapeys. | HaBITh
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https://ru.wikipedia.org/wiki/%D0%98%D0%B3%D1%83%D0%BC%D0%B5%D0%BD
https://ru.wikipedia.org/wiki/%D0%98%D0%B5%D1%80%D0%BE%D0%BC%D0%BE%D0%BD%D0%B0%D1%85
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https://ru.wikipedia.org/wiki/%D0%94%D1%8C%D1%8F%D0%BA%D0%BE%D0%BD
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Kkanyeep (kanyeupv) yxkuBaBcs ngo kiHog XIX cr. (CnoBapp yKp. MOBH,
1908:T.2:211; Manopyc.-Him. ciioBap 1886:T. 1:331).

Momnarmie  KATTS ~ pUMO-KAaTOJMIIBKOI  I[EPKBHM  Oepe  moyaTkd 13
PAHHBOXPHUCTUSHCHKUX aCKETUYHUX TPAIUIIIH, IO 1 MpaBociaBHa 1iepkBa. OqHaK 13
9acoM pPHUMO-KaTOJUKHA BUTBOPWIM JIyXX€ BIAMIHHY CHCTEMY B3a€EMUH MiXK
MUpSTHAMH, MOHAXaMHU W IICPKBOIO 3aBISKH ICHYBaHHIO YepHEUYMX OpjeHiB. Lls
TEPMIHOCHCTEMa — CKJaJHa Ta BiAMIHHA — W yBidIUIa B aHrIidcbky Moy (New

Catholic Encyclopedia, 2002-2003:t. 1: 9, 1. 6: 1, 1. 9: 812, 1. 10: 467-469, 512;
CEOED, 1971:vol. 1:514; CEOED, 1987:153):

Tabnuys 3
Cucrema B3a€MHMH MiK MUPSTHAMH, MOHAXAMH i IIEPKBOIO
Ipodinb basa
Abbot VYhpaBiiHHS =~ aBTOHOMHOTO ~ MOHACTHPSl ~ OJJHOTO 13

HaliCTapilliiX  4YepHEUuX  OpJeHIB  (OCHEIUKTHHIIIB,
KaMeIyiB, BOJUIOMOpPO3isSHIB, IMCTEpisHINB). YeHrri-
BacwiissHn MHKOJNM BXKUBAIOTh TEPMIH «ICYMEH», TOJI SIK
JEesKI MHIN  CXIJIHI MOHACTHpl Ha3WBAalOTh  COBIO
YIPaBUTEIIS «aPXUMAHIPUTOM.

YxuBaerecss 13 mouarky IV cr. s O3HAYCHHS
€TUNETCHKUX CaMITHHUKIB SIK MPHUBIIHUKIB 1 YYHUTENIB
PEJNITIMHOTO >KUTTS JJI1 MOJIOJIMX MOHAXiB, K1 MPUUIILTA
KUTU BiJ 1xHIO omiky. IlouaTkoBa i€ JAyXOBHOTO
HACTAaBHMIITBA  JUIS HOBHX MOHAaXiB 3PEIITOI0
BUKpUCTAJTI3yBajiacs y OCHETMKTHHIIIB.

Novice director / KepyBaHHs BUXOBaHHSIM HOBIIIIB 3TiJHO i3 MPOTrpPaMoro

Novice master OpZCHI Ha JICTITUMHIN OCHOBI il KEPIBHUIITBOM HAMBHIIIO1
yIpaBu opaneHy (Ha ocHoBi KaHoHiyHOrO TIpaBa
Karonmekoi Lepksw).

Monk Penirifina rpomana, 1mo O€3UUIIOOHO >KMBE OKPEMO Bif

30BHIIIHBOTO CBITY MiJi OOITHULISIMU O1THOCTH ¥ TIOCITYXY.
[TpucBsiuye ceGe BUKOHAHHS PENITAHUX OOOB’S3KIB Ta
MOJIMTOBHOMY JKUTTIO.

Friar Kebpyunit OpJICH, SIKMIA ILTKOM 3aJICKUTh
BIJ] MUJIOCTHHI JTIFOIGH Ha 3acoOM ICHYBaHHS Ta HE Mae
HISIKOT BJIACHOCTI, TMPHUMMAaround OOITHHUIO O1THOCTI, 11100
NPUCBSITUTH BCIO EHEPril0 Ta 4Yac peNriiHid poOoTi.
Icaytote Bim Xl cr. (mominikaHii, dpaHIKMCKaHIT,
KapMeJIiTH, aBT'YCTHHIT).

Novice BurpoOyBansHmii mepio mepes CKIagaHHsIM OOITHUIL Ha
yepHeYe KUTTS.

Candidate Yac mepen HOBILIATOM (BHIPOOYBAIBHUN IIEPIOS IEPE
CKJIaJIaHHSIM OOITHUIIL HA YEPHEUE KUTTS).

Oblates baTbku  ypo4mMCTO BiAgarOTh JWTHHY MOHACTHPIO Ta

IIOCBSIYYIOTH 11 Y MOHAXH.
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(Mupceki Opatu). Jlormsa 3a MaTepisulbHUMH 3aco0aMu
MoHacTups. He y BCiX opeHax BBaKalucCsl CHPaBXKHIMHU
MOHaXaMH.

Confrater XpUCTHSHCbKA  CHJIKA MHPSH Ui [pOIIaryBaHHS
XPUCTUSHCBKMX ~ I[IHHOCTEH,  CXBaJieHa  IIEPKOBHOIO
epapxiero. [lommpena cepen pUMO-KaTONMKIB, aHTJIIKaH,
JIOTEpaH 1 MPABOCIABHUX 3aX1THOTO 00psTy.

lamaroum, sKWl BIAMOBIMHUK Kpaile BIAMOBIAATHME TaBHbOYKPATHCHKIN
JEKCeMl kaJjioyTep B aHIJINCBKIA MOBi, BapTO 3BEPHYTHUCS /10 PO3MEKYyBaHHS
MIKpO- 1 MAaKpOKOHTEKCTY. Y TIPOTUCTABJICHHI JIEKCEMH [0 MIKPOKOHTEKCTY
peUeHHs i MOBOKYJIbTYpH (mpodinb—0a3a) HaikpaiiuM BiamoBigHukoMm € abbot,
aJike OUTBII-MEHII KOPEIIOEThCS LIEPKOBHA 1€papxis i XapaKTEepUCTUKUA MOHALIOTO
OyrTs. HaTtomicTb, 13 HOMISILy HPOTUCTABICHHS JIEKCEMU 1O MaKPOKOHTEKCTY
BCHOTO XYIOKHBOTO TBOPY Ta HOTO poii y perentii BiAmoBimHUK MONK 3HauHO
OMmxK4Ye CTOITh JI0 JEp’KaBOTBOPYOTO MOBIAOMIJIEHHS TBOpPY. 3BICHO, II€
CIPAaBIKYETHCS, SKILO IHTEPIPETYBATU I[UIb TBOPY B KOHTEKCTI OyJyBaHHS HOBOI
JepKaBU.

3acTocyBaBIlM MHIIWK MapameTp AJis OMUCY OOpa3HOCTH — IIKAJIU H 00cAry
npenukamnii (scale and scope of predication) (Langacker 1988:70), moxHa
YHAaOUHWUTHU  IHTEpHpeTaliiiHy  BIJCTaHb  BiJ  KIIOYOBOI  JIEKCEMH IO
HalpO3rOPHYTIIINX KOHLENTYalbHUX CTPYKTYp. HaliHW»K4ya CTpyKTypa € 4aCTHHOIO
BUIIOI0 CTPYKTYpH, 1 TaK MO>XHa TPOCTEKUTH BXOKEHHS CETMEHTY MOHAIIIOTO
KUTTS 4epe3 LIEPKOBHY 1€papXil0 HaBITh 1O YSABJIEHHS MPO JepikKaBy, OCOOIMBO
BpPaxoOBYIOUM TOW (pakT, 110 y BI3aHTIMCHKIN TpaaMIlii Jep:kaBa HE MHCIUiacs 0e3
LIEPKBU:

JepxaBa
IlepxBa
JIlyXiBHUIITBO
YepHenp
Momnax
Kanyrep \

Ha BiamiHy BiJ] yKpaiHCbKOMOBHOI KOHIIEITyai3allii, HAUIIUPIITUM TTOJIEM YB
OpUTAHCHKIA aHTJIOMOBHIN KOHIIENTYyali3amii € MOHATTS monarchy (IMpIimM Bif
HBOT'O MOXe OyTH Xi0a mouie state):

Monarchy
Church
Clergy
XXX
Monk
Abbot |
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AHTIIOMOBHHMI MEpeKIagad — CBIJOMO YU MiACBIAOMO, — OOpaBILX 3araibHillIe
CJIOBO, TIPONHCYE NIUPIINH KOHTCKCT, KOJHM B OpPHTIHAII YK€ KOHKPEKTH30BaHE
SIBUIIIC MA€ BIMIHHI iHTEpIpeTaIliliHi HACTAaHOBH.

3.2. ITapameTpu 1151 oUCY 0OPA3HOCTI
PiBenb xapakrepHocti (level of specificity) nependauae cryminb yro4HEeHHs
i1 meramizanii onucyBanoi ogunuii (Langacker, 1987:64).

Tabnuys 4
Ipuxaan gerasizanii oMUCyBaHOI OAMHUIL B IepeKIadi
Opurinan Iepexaan Ilepexkian €. Kapmi- | [lepexnan
(U300pHUK B. SIpemenka | goBcbkoi il JI. Tap- | B. @enepa
1965:153) (3os10Te c10BO | HOBenbkoi (YKp. Jit. | (Edificatory prose
2002:371) XI-XVIII ct.:21) 1994:3)

Oy3Ha KOHEeBM |Yy3/1a KOHEeBi— | y3/1a KOHEBI € asabridleisa
IpaBUTEIb KepmMa i IIPaBUTEIb governor and a
~CTb U CTPUMAaHHS restraint for a horse
BB3IbPXH# H~

[Ipuitom MO€e MPOSICHUTH aKTyaJi3allil0 CMUCITY MOJICEMAHTUYHOI JEKCEMH, a
TaKOXK IMOBIPHICHI TapameTpu iHTeprperaiii. B oOpaHoMy ¢gparMeHTi CydacHOTO
yyTaya Bpaxkae Metadopa «y3aa — MpaBUTEIb.

CrnoBuuk [. Cpe3HeBChKOro MOJA€E AOCUTh PO3JIOTY MOJIICEMAHTUUYHY MEPEKY
710 JICKCEeMH TpaBMUTEJIE: a) HAPSIMHUK, 0) KEpMaHUY, B) BEPIIHUK, I') HACTABHUK,
r) Bonogap (Cpesnesckii, 1902: T. 2:1344-1345). Jlekcukorpad mgyxke 4iTKO
PO3MEKYyBaB MEPE)KY KOHTEKCTIB JaHOT JJEKCEMH, Ha BIIMIHY BiJl HHIIMX CJIOBHUKIB
(manp., CioBaps pyc. 513., XI-XVII BB. 1992:Bbim. 18:109).

Vknagatoun cxeMy YTOYHEHHS, JOLUJIbHO BHUKOPUCTATH HaIpaIfOBaHHS
[. Cpe3HeBChKOT0, y pe3ysbTaTi IKOTO OKPECTIOETHCS CEMAHTUIHHM JTAHITIOT

HaMpsIMHAK — K€PMaHWY — HACTaBHUK — BOJIOIAP.

Boaunouac, 3 morisimy METOHIMIT MOKEMO JIEKCEMY IpaBMTEeJIE PO3TIAIaTH
HE TUIBKM fK «0c0o0y 3a (axoBow 03HaKOw» abo «oco0y 3a O3HaKow Ii
XapaKTEPHUX Mii» (SIK MPO 11€ CBIMYUTH CYDIKC — (1) Tes y paHIIMX MaMm’ siTKax
(Le#ttmun, 1977:105)), ane # sk 3Hapsaas. Ha iHTepnpeTaiiiro CMHCITY «BKa31BHHK
MO€ BKa3yBaTH CYCIJHS JIGKCEMA BBH3ObPX#HM~ Ha MO3HAYCHHS SIBUINA, a HE
ocoou.

Sk 6aunmo, yKpaiHChbKI nepekiaaadl abo oOpanu JOriYHUH croci0 nepexnamgy
(B. fpemeHko), BUKOPHUCTOBYIOYM IMOHSATTA OJIHOTO CTaTrycy, ab0 Hamarajiucs
30epertu  (inonoriudny 3areMHeHicTh TekcTy (€. Kapmimocekoi # JI. Tap-
HOBEIIBKO1), OITyCKAI4YW HACTYITHY JICKCEMY BB3ObPX#HM~ W BIIKPUBAIOYM ILIAX
710 sICKpaBoi MeTadopyu «KHUTH — BOJIOZApi IIpaBEIHUKAMY, SIKOT MOXKe i He OyTH B
opuriHaji.

HeonHo3naunuii yKpaiHCBKUN TEKCT YB AHIVIIMCHKOMY TEKCTI BIATBOPEHO
TAaKOX HEOJHO3HAYHOIO JIEKCEMOIO QJOVEINOr 3 morisay pedepeHuii ocodu uu
sHapsaasa. 1likaBo, M0 CeMAHTHYHUN JIAHIIOI Maike TOBHICTIO 30iraernbcs i3
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JTABHBOYKPATHCHKOIO TIONICEMIEI0 32 €IWHAM BHHATKOM, IO HOro MOXHA
npoaosxuty Ha oauH wieH (CEOED, 1971:vol. 1:1182):

HaMpsIMHAK — KE€PMaHWUY — HACTaBHUK —> BOJIOJAap — OOKECTBO.

[likaBo, 10 CMHCH 6Oodcecmséo MOXKE TaKOXK TIO3HAYaTH OLIbII-MEHIII
nepcoHiikoBani peui, mo 3adikcoBaHo Bxke y XIV cr. Oxpemuit cmucn
MaIllMHHOTO peryyisTopa akTUBHO BxuBaeThcsa Bix XIX cr. BignmosigHo
CTBEPIKYEMO, IO CEMAHTUYHHMM MOTEHIIISUT aHTTIMCHKOI JIEKCEMHU (JOVernor myxe
BJIYYHO BifoOpakae yKpaiHChKUI OpUTiHAI.

®donoBi npunymenns i cnoxiBanusa (background assumptions and
expectations) BimoOpakaroTh pi3HI ICTHHHI TBEpKEHHS 3a TaKHUX CaMUX
00’€EKTUBHUX YMOB, X04a BOHH 3BICHO pi3HATHCS 3HaueHHsAM (Langacker, 1987:67).

Tabnuys 5
Ipukiaan nepexiiagy Ha OCHOBI (P)OHOBUX NPHUNYLIEHb I CIOAIBaHb

Opurinan [lepexian [Tepexnan €. Kapni- | [lepexnan
(U360pHUK B. fIpemenka | moBcwkoi # JI. Tap- B. ®enepa
1965:151) (3os0Te cnoBo | HOoBerbKoT (Vkp. mit. | (Edificatory prose

2002:370) XI-XVIII ct.:21) 1994:3)
MCIIBIT 0T 30arHyTh YCIM | XTO BCIM ceplem they that search
ceBhohum" ~To | cepuem Bio- | B3UCKYy€ HOTO out His
BbChME mocri Horo testimonies
CP (b) OLBMb

BpaxoByroun TpyaHOIII i3 TIIyMaueHHSIM IbOTO TEKCTy B opuriHaii ((izudne
MOIIKO/KCHHST TEKCTY, BIACYTHICTh MYyHKTYaIlil i BEJUKOI OYKBH), YBa)KaTHMEMO,
o oOpaHuil PparMeHT € MAPSIHUM pedeHHsM mnpsiMoi MoBH: «T1, wo 36azHyms
ycim cepyem ioomocmi Hoeo, 3HANTYTH Horo, JOTPUMYIOUHUCH 1HTeprpeTarii .
®panka (Ppanko, 2010:914).

KirouoBoro jnekcemMoro (pparMeHTy € II€CIOBO MCIIBITATHM, IO BHU3HAYAE 1
00’ekt (cevBhomhum"), 1 3Hapsaaas (ciblpubmb). CinoBHUK I. Cpe3HEBCHKOTO
nojae Tpu cMuciu. llepmmii — HaPO3IOTIMINMA, SISl TOSICHEHHS IKOTO BUKOPHUCTATH
JIBa POCIMCBKI CJOBa 1 JBa TPEIIbKI. Horo (hakKTUYHO MO’KHA PO3JUIMTH Ha JBa
migcmuciu — jgociipkyBatu i mepeBipatu (CpesneBckiit, 1893:1. 1:1140-1141).
HacrymHi 1Ba cmuciv — 3anutyBatu i po3cynutu (CpesneBckiit, 1893:1. 1:1141) —
HEBAXXJIUBI1 JJIsI TIIyMaueHHS (hparMeHTy.

VY cnoBHMKYy 3a penakiiero P. ABaHecoBa BHUIIJIEHO TPU TPYNH CMHCIIB:
a) mepeBipuTH, BUNPOOYBaTH; O) PpO3IJISHYTH, BHUKHYTH, B3SITH JIO YBaru;
B) misHatucs, BusButd (CroBaps apeBHepyc. s3., 1991:t. 4:85-86). [eski
JOCIITHUKYA BUIISIOTh YOTUPHU CMUCIH: a) Mi3HATH; 0) PO3CIiIyBaTH; B) 3alHUTATH,
r) nepesiputu (CroBaps pyc. 3. XI-XVII BB, 1979:Bbim. 6:304). YTiM Taxi
JeKcukorpaiyHi MOSCHEHHS TEX MIATPUMYIOTh ITYMKY, IO B IHTEPIPETOBAHOMY
dbparMeHTi MOKHa BUOKPEMUTH JIBa (DOHOBI TMIPHUIYIIIEHHS, TIOB’SI3aH1 13 MOHATTAMHU
«JTOCHIKYBATH» M «IIEPEBIPATIY.
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OTtox, mepekianadyl Majdd BIANOBICTM HAa MUTAHHS, IO MOXXHA pOOUTH 13
3HaHHAM / BUEHHSM / BOXXMM OJIKpOBEHHSM 3a JOMOMOTOI0 CEpIs SK LEHTPY
JTYXOBHOTO M 1HTENEKTYaJbHOTO JKUTTS B CEPEIHBOBIUHIN JTIOAMHI. 3 OHOTO OOKY,
ceplie JioromMarae JOCHIAUTH 3HaHHS W bora (Maemo TyT 1iib); 3 iHIIOTO OOKY,
BUKOHABEIlb JOOMBAETHCS CBOEI ITJI1 MIJISAXOM JIOTIYHUX PO3MHCIIB 1 CYMHIBIB, a
TOMY IepeBipsie cebe «cepiem» (MaeMo TYT mpoliec). HasBHICTh TUX MPHUITYIICHB
HE cylnepeyaTh OJIMH OJTHOMY.

VY cydacHiil yKpaiHCbKIA MOBI Ba)XKO 3HAWTW aHAJOTIYHUN amMOiBaJCHTHUMN
BiAnmoBigHUK. B. SIpemenko, oueBuaHO 3amo3uuuBIIM ifer0 B [. dpanka, yKuBae
JeKceMy 30acHymu, 110 € BUIPABIAHUM, BPaxOBYIOUM LIMPOKE BXXUBAHHS TeTep
dpaszeosoriuHoi cioBocnonyku soacuymu cepyem (CYM 1972:1. 3:425). €. Kapmi-
noBcbka i JI. TapHOBelbKa MEPEHECHN 13 HACTYITHOTO PEUYCHHS KIIIOUOBY JIEKCEMY
BL3UCKATK  (Bb3UIITIOTH) y JaHud KOHTEKCT ¥  3amporoHyBaIH
CTapOYKpAiHChKUI ~ BaplaHT  g3uckamu, 1O Tepeadadae  aHajoriyHi [0
JTaBHBOYKPATHCHKOI JICKCEMU CMHCIIHA «3HAWTH, BIIITyKaTH; 3100yTH, OCSITHYTH» i
«mizHatucs, goimatucsy (CYM XVI — | mon. XVII ct. 1997:Bun. 4:33-34; nop.
CCYM 1977:1.1:429). 3 eTUMOJIOTIYHOTO MOy I JIGKCeMa TOXOAHTH Bif
npacioB’ssHebkoro iskati «mykarn»y (ECYM 1985:1. 2:320). ¥V npomy X KoYl
BUOIp HaueOTO 3poOMB aHTIIOMOBHUU mepekianay B. denep, 3anponoHyBaBIIH
Jekcemy search, sika mpore , 3rigHO i3 OKCHOPACHKMM aHITIHCHKUM CIIOBHHKOM,
Ma€e CMHUCI «po3misgaatu (mucanus), mo6 BusButH BmicT» (CEOED 1971:vol.
2:2696).

B. ®enep o0paB «opieHTAIil0 Ha I1JIbY», MEPEHICIIA OPUTIHAIBHE 3HAPSIISL
BbChMBb C[b]PLBMB Y KiHEIb T'OJOBHOTO pEYEHHS U J0AaBIIHN JiekceMy Seek:
“...they will diligently seek Him with the whole heart” (Edificatory prose, 1994:3).
Opnak HacmpaBzl 1€ PilIEHHS MOTMBOBAHE TUM, 110 NEPEKIaaay ymi3HaB LUTATY 3
[lcanmma 119 (118):2 1 nmemo JeKCUYHO, aje HE CHUHTAKCUYHO MOAM(IKYBaB ii
BIIMOBITHO 10 BUMOT 1HTEpIIpeTallii, sIKi IaBHI KHUKHUK MIT YBECTH Y TEKCT.

Take pI3HOMaHITTA IHTEpPOpETAllli HE MOXJIMBE Yy MI3HIMX TEKCcTax, 1,
HampukiIan,  HasBHI komu Bxke y KwuiBcbkomy mcantupi 1397 p. (KuiBchkwmii
ncantup, 1397:1673B.) MOBHICTIO  YCyBarOTh HEMOPO3YMiHHS TaKOTO TUIAHY.
Harowmicte y tekcti «I[300pHuka» 1076 p. AOMYyCKAarOThCSA BIAMIHHI TIIyMadeHHS,
AKUX HE MOYKHA OIIHUTH OJHO3HA4HO. Y Il cuTyaiii (OHOBE NPUITYIIEHHS
BiJIirpa€e KapJAWHAIBHY pOJb B IHTEPHpETallii TEKCTy 1 BOJHOYAC HE BIUIMBAE HA
OLIIHKY NIEPEeKIIay.

BropunHa akTuBauisi (Secondary activation) yBoauTh mHepeMiHHI CMHUCIH
JICKCUYHOI OJMHMIN y CKJIaJHUX KOHUENTYyaJIbHUX CTPYKTYypaX, B aCOLISLIsAX, MPU
metacdopu3anii (Langacker, 1987:68-69).

Tabnuys 6
IIpukiaax nepexJiaay Ha OCHOBI BTOPMHHOI AaKTHBaLil
Opurinaju IMepexaan Ilepexaan €. Kap- | [lepexkian
(M360pHuK B. Sipemenka | misioBcbKoOI i JI. B. ®enepa
1965:154) (3os10Te ciioBo | TapHOBEUBLKON (Edificatory prose
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2002:371) (Ykp. ait. XI-XVIII | 1994:3)
CT.:22)
KpacoTa Kpaca BOiHa — | OKpaca BOTHOBI the splendor of a
BOVMHOY 30pos 30post soldier is his weapons
OPOYXI~

OcoOmuBICTIO MaBHIX TEKCTIB € IiXHS HaA3BUYaiiHO Oararta Tmosicemis.
[. Cpe3HeBCcbKUM  PEKOHCTPYIOBaB I1'SITh CMHCIIB JIGKCEMHU KpacoTa: a)
BJIACTUBICTh MPEKPACHOTO; 0) MPUEMHICTh, HACOJO/IA; B) MHUIITHOTA, BEIUYHICT; T)
o3100a; 1) 6i0miitHe 3HavyeHHs — 1wrTara i3 Kauru Mynpoctu 5:16 (CpesHeBckii,
1893:t. 1:1316; nop. CnoBaps apeHepyc. 513., 1991:1.4:286-288; CnoBaps pyc. 3.
XI-XVII BB., 1981:Bbmm. 8:23). Ilpumnyckaemo, MmO pO3MIMPECHHS IPOTOTHITY W
HaKJIaJaHHi CMHUCIIB BiOyBajocd caMe€ B HaOpsSAMKy, SKAHA OKPECIIHB
[. Cpe3neBcbkuil. BiIMoBIZHO TYT HE JAOBOJUTHCA CYMHIBATHUCS, YM B JAHOMY
dbparMeHTi Kpaca € €CTETUYHHUM TMOHATTSAM 1 HE BKIIOYAE ETUYHY OIlIHKY.
AHanoOriyHO HE BapTO CIPOIILYBATH 1HTEPIPETALII0 (PparMeHTy 0 B3a€EMO3aMIHHUX
dbopmyn «030pO€EHUH, OTKE KpacUBUN» a00 «KpacUBUM, O0Txke 030poeHU». OqHaK
HE BapTo 3a0yBaTH PO YPOUUCTICTh TEKCTY, 1 AKILO MPsIME MOBIIOMJIEHHS aBTOpPA €
«UUTaHHS KHUT 03/100UTh TeOe, Ik BOoiHA — 30pos», TO BPAaXOBYIOUU YPOUHUCTICTh
CTWIIIO 1 TOM (pakT, 1m0 30post OyBae pi3Ha (HE TIIIBKU JOPOTOLIHHA i SICKpaBa, ajie i
JUTSL pOOOTH, OTKE € 3HAPSAMSIM), BIralyeThCsl HAMIP KHH)KHHUKA 1JKPECIUTH OLIHKY
BaroMocTH. L{boMy CIipHsie CMUCT «ITUITHOTA, BETUYHICTHY.

B ykpaiHCbKMX Tmepekiafax CUTyallis BIAMIHHA: Kpaca MOXE 4YepryBaTH
«rpekpacHe» i «o3moda» (CYM, 1973: 1. 4:326), a okpaca — «nupukpaca» i
«roppomi» (CYM, 1974: T. 5:677). Ha sxanb, BTOpHMHHA aKTHBAIlid Hige HE
nependayae CMUCTY «IHIITHOTHY, IO AyXke 0 MmacyBaja KHS31BCBKOMY MOBYAHHIO.
Anrniiicekuit mepexiagad oOpap Jyiekcemy Splendor, cmuciam siKoi IPYHTYIOTHCS
BJIACHE Ha MHIIHOCTI: a) «ICKPABICTHY»; 0) «BEJIMUYHICTHY»; B) «BUAATHICTH, CIaBay;
r) «mumaa  o3100a» (CEOED, 1971:vol. 2:2972). Ha 1poMy mo3HauuiIacs
JBOPSIHCHKA 1CTOPist AHTIIIA.

BinnocHe Buaiisinas migcrpykryp (relative salience of substructures) y
MOBJICHHI JIETKO CTBEPJIUTH 1 BaKKO crpaBauTu BogHouac (Langacker, 1987:75 i
oani). Croau P. Jlenekep 3apaxoBye i mpodisItOBaHHS, 1 BIIHOCHHHU «TiJI0—OPIEHTUP
(trajector—landmark), i posknamansHicTh 3HauenHs (analyzability). ITpodintoBanHio
BiJIBEJICHO HAWOUIBITY pOJIb, a/pKe WOro HE TUIBKM BHUOKPEMJIEHO, aje Moro
3aCTOCOBAHO [UISl ONHUCY JACSIKUX HWHIIMX MapaMeTpiB, SKI OMNUCYIOTh CKJIaJHI
CTPYKTYpH KoHIenTyamizamii. [[pu BUBYEHH1 JIGKCUKHU 11€ MOXXHA BXXUTH JJIsI OMTUCY
CHHOHIMIYHMX 1 BHJIO-POJIOBUX MEpPEX. BIIHOCHHM «TLIO—OPIEHTUPY» JOIIIBHO
3aCTOCYBATH J0 XapaKTEPUCTUKHU JEKCUKO-TPAMAaTUYHUX TpaHc(opMalliid, 0COOIMBO
KOJIM MIEThCS MPO 3aMiHy MACHBHUX KOHCTPYKIIA y MOBax, ¢ HEMae MacCHBHOTO
ctany. Po3knaganbHICTh 3HAYEHHS € JyX€ HEOJHO3HAYHOI0 TEMOI B
KOTHITUBICTUYHUX JOCHIKeHHX. i1 cyMHIB CTaBUTHCS cama ijiesi 00’ €KTUBHOTO
PO3IIEIJICHHsS] 3HAY€HHS, OJIHAK TIJCBIIOMO YW CBIJIOMO CHpUMMaroud TEeBHUUN
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piBEHb KOMIIOHEHTHOCT1, MOBELIb BUKOPUCTOBYE PO3ILIEIUICHHS ISl KOHCTPYIOBaHHS
4 MaHIMyJTIOBaHHS cKiaaeHoi ctpykTypu (Langacker 1987:79).

CrnpobOyiiMO 3acTOCYBAaTH IapaMeTp PO3MICIUTIOBATLHOCTI 3HAYEHHS 10
aMO1BaJICHTHOTO BUPA3y «I1OUMTAHb~ KHIDKHO~!

Tabnuys 7

Ipukiaaa po3KJIaAaJIbHOCTI 3HAYEHHS B MepeKJIai
Opurinain [Tepexman [lepexnan €. Kapmi- | [lepexnan B. ®denepa
(M300pHUK B. SIpemenka noBcbkoi i JI. Tap- (Edificatory prose
1965:151, 153, | (3osoTe cmoBo | HOoBenbKo1 (Ykp. mit. | 1994:3)
154) 2002:371) XI-XVIII ct.:22,23)
MoYMTaHb~ | YUTATH KHIDKKH, | MOYMTaHHSA KHIokHe | tO read the Scripture,
KHIDKHO ~ YHTAHHS the reading of

KHIKOK Scripture

HasBHICTB IBOX JIEKCEM [1OUMTAHL~ 1 UbTEHY~ VB OTHOMY TEKCTI CBIITYUTH PO
noTpedy po3MEXyBaHHS 3HAY€Hb, a T€, 1110 MEepIIa JIEKCeMa BXXUBAEThCS TPUYl, TO il
BIIBOAMTHCS KitoyoBa poiib. . Cpe3HeBChbKkMM MOAae J1Ba CMHUCIM JJIsl  CJIOBa
nourTaHb~: a) yATaHus, 0) Typoorta (CpesneBckiit, 1902:1. 2:1326). Xoua i€cioBo
MOUMTATY Ma€ 1€ OJUH CMHCI — «BUBYATH, BUNTYBATHUCS», @ 3aMICTh «OIIKYBATHCS
(kopersT 10 «TypOoTh») — «tranyBati» (CpesneBckii, 1902:1. 2:1326-1327). ImeHHUK
UbTEeHM~ MAa€ TUIbKH JITEepaTypOo3HaBUl CMUCIU: a) MPOIEC YUTAHHS; O) YTHUBO; B)
JiteparypHo-peniriiamii skanp (CpesneBckilt, 1912:t. 3:1575).

OueBHaHO, ICHYE TMO3adiTepaTypHa TpaauIlii I[OIO CJIOBa, aJKe B
CTapOCJIOB’SIHCHKIM MOBI 1/1€s1 YMTAaHHS BUHUKIIA BiJ] JIIYOU 1 HAKJajIacs Ha CMUCIH
«IIaHYBaTHY», «BIIAHOBYBAaTH», «ciaBuTi» (CioBapk cTapocias. si3., 2006:1. 4:869-
870; nop. ECYM, 2003:1. 4: 546, 2012:1. 6:328-329). Came Tak MO>KHA TIOSICHUTH,
0 TEPEIUNTAIOThC Ol JIECTIB wumamu W wmumu, aJpke OCTAaHHE aKTUBHO
BxuBasiocs 1ie B kinii XIX ct. (Mamopyc.-uim. Ciosap, 1886:1. 2:1077; CioBaps
ykp. MoBH, 1909:1.4:473; nop. CYM, 1976: 1.7:472), a no HuHi 30epiraerncs
CTIMKMI BUpa3 uwumamu Mmoaumey W yumamu ncaimup, TOOTO MPOTOJIONUIYBaTH
YPOUHCTO.

[IpedikcanbHuii (popmMaHT 1O— HE HOyXKE€ HAJAETHCA N0 BUWICHOBAHOTO
TiIyMadeHHs. MoXHa MpUITyCKaTH, 110 CMUCIH MPUHMEHHHUKA 110, OPIEHTOBaHI Ha
3’SCyBaHHs OCHOBH, MOAIOHOCTH, MPUYUHU, METH, ClIOCO0Y (cmuciu a7, a8, 67, 068,
09, BS, B6 3i cmoBHuka 1. CpesneBcbkoro (Cpesnesckiid, 1893-1912:1.2:980, 982,
984)), BIUIMHY/IM HAa PO3BUTOK 1 3MIIIIyBaHHS CMUCIIIB, OJHAK y HAIIOMYy BUMAJKY
JIOBECTH 11€ Hapa3l He MOXKJIUBO.

3armONIIOIUNCh, Y MEpeldicTopil0o Ta  TpaHchopMallilo  3HAYEHHS,
PO3KJIAJANIbHICTh 3HAY€Hb TMOSICHIOE CEMAHTUKY 3ICTAaBIIOBAHUX CIIB 1 BKa3ye,
HACKUIbKM B&XKJIMBUM Yy TEKCTI OpHUTriHAIYy € MOoTpeda BKa3aTM Ha IaHOOJIUBE
CTaBJICHHA IO KHUT. 3 MOIJISIIY CyYacHOI YKPaiHChbKOI MOBHA KOHCTaTy€MO, 110 JIEKCEMU
YUMAaHHa i NOYUmanHs Xxoda i MaroTh OOM/IBa KOMIIOHEHTH Yy CBOIX 3HAYEHHSM, YTIM
HE BUKJIMKAIOTh YpouncTux acomiatiii (mop. BTCCYM, 2005:1096,1097, 1603).
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B anrmiiickkomy miecioBi read MokHa Ha OCHOBI TPHOX CMUCIIIB — «PO3yMITH
MUCHbMOY», «4duTaTH Brojoc» 1 «Hayatm» (CEOED, 1971:vol. 2:2427) -
3aMpONOHYBATH TPUWICHHY CTPYKTYPY «YHTAlO4YM Brojjoc HaByaTu». lle
KOpEIIoBaTUME 13 PHUHITUIIOM O101ITHOTO BUXOBAaHHS B CepeHbOBIUHMM EBpormi i
HaBITh JOJaBaTUME YPOUYMCTUX acollisdmnii. Ha KynbTypHOAcOIISITUBHOMY piBHI
3JIOTayeEMOCS, 1[0 TaKe HaBYaHHS TOJIOBHO BiI0OYBaJIOCS B IIEPKBI, PO IO CBITYUTH

yTOYHEHHIH 00’€KkT uMTaHHa — biomsg (Scripture). Xoua Ha TOMy XK
KYJIbTYPHOACOIISITUBHOMY PiBHI 1 3 MOTJISAY TEKCTY IMEPIIOTBOPY KHUTH — 3BICHO
peniriiHi — Tpeba poO3yMiTH Tak, IO BOHU BKIHOYalTh biOmito, ame He

OOMEXYIOTbCS HEI0. AJDKE TPOXHM 3T0JI0M aBTOP 3rajye >KuTis CBATHUX Bacuis,
IBana 3omotoycroro ta Kupuna dinocoda.

IMepcnexTuBa (perspective), mo BKIFOYAE TaKi YHHHUKH, K CKEPOBAHICTh, KYT
30py Ta cy0’eKTUBHICTh / 00’ €KTHBHICTh KoHIenTyaizamii (Langacker, 1987:84 ff),
HaWKpallle OnuCye MpocTOpoBi MOHATTS. OHAK, BAPTO CIIPOOYBATH IX MEPEHECTH Ha
ICTOPUYHO-KYJIBTYPHUH KOHTEKCT.

Tabnuys 8
Ipukaax nepexJiagay Ha OCHOBI 3aJy4eHHsI ePCIEKTUBH
Opurinan [Tepexman B. fpemenka ITepexnan B. ®enepa
(U360pHuK 1965: 156) | (3osote cnoo 2002:372) | (Edificatory prose 1994:3)
KOPMCTE MHOTOY | KOPHUCTi 6araro much spoil

ABtop BHKOpHcTOBYE (pasy i3 Ilcammy 119(118):162 (ranp., KuiBchkwuii
ncanrup, 1397:178), sixa B mepekiani o. I. XoMeHKa 3BYy4YHTh TaK — «XTO 3HAHIIOB
BEJIUKY 3700M4». Y JaBHbOMY 3HAUEHHI CIpaB/l MOKHA BHUIUIUTH TPU CMHUCIU —
«3Io0uwy, «3100yTOK», «repeBaray (CpesneBckiit, 1893:1.1:1286-1287), 3 sxux
HAJICKUTh MOSICHUTH JBa. SIk 3a3HavaroTh 0i0mikiHi komeHtatopu (Henry, 1972:vol.
1:(2)426), y Bipmn ncaaMmy HAETBCS TPO «3100U9», SKy 3a3BUYAll  OJIEPIKYEMO
BHACJTIJIOK TIEPEMOTH HaJl BOPOTOM, 1 TIJIBKHU 13 MIEPEMOTOK0 MOYKHA MOPIBHITH PAJIICTh
Bi7 boxxoro CrnoBa. Came TOMy CMHCIT TIEPIIIOTBOPY 3 010JIIMHOTO KyTa 30py MOBHICTIO
BiTBOpeHo B anrmiicekomy Tekeri (CEOED, 1971:vol. 2: 2975), ockinbku
nepeKiagay 1moB 3a TekcroM biomi kopoms JDkerimca. SKIo 3MiHUTH KyT 30py 13
noJisi 0010, SIKUM BCe-TaKM HE HA3BAHO MPSAMO Yy TICalMi, TO JPYTHM CMHCI TEX Mae
NpaBO Ha ICHYBaHHS 1 JyXe J00pe KOPEIOE 13 aHTTIIMCHKUM BiJIIIOBITHUKOM.

XKomen 13 OBOX CMHUCIIB HE BIAMOBIA€ 3HAYEHHIO CYYaCHOTO IMEHHHUKA
Kopucms: a) no0Opi Hachiaku; 0) matepisiibHa Buroga (CYM, 1973:t1. 4:290).
[lingaBuMcy 3BYKOBIA MOMIOHOCTI YKpAaiHCBKUM Mepekiagay, IMOBIPDHO, HE
nepeBipuB 3HAUYCHHs 1€l jekceMu yB XI cropiudi, aHi He 3Mir po3mudpyBaTH
010J11iHYy OCHOBY IIOTO TEKCTY. 3alpONOHYBAaBIIU KYT 30pYy CYy4aCHOI'O YKpaiHIIf,
BiH 3HIBEJIIOBAB 3MICT TNIMOOKOI XPUCTUSHCHKOI PaIOCTH.

4. O0OroBOpeHHs pe3yJbTaTiB

[lepexnan B. SIpemenka — nysxe JoriyHuil, no-cyuyacHomy npoctuid. [lepexinan
€. Kapminoscekoi # JI. TapHOBenbKoi HamaraBcsi MaKCUMAaJIbHO CKOPUCTATUCS 3
JaBHBOI MOBHOI MaTpuIll, y JEKCHYHOMY IUIaHI Il TEpeKiIaJadykd HEeMOBOH
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NparHyid YTBOPHIIM «IIEPKOBHOCIIOB’SIHCHKY CYYacHOI YKPaiHCHKOI pemaxiii».
3BICHO, ICTOpUYHA CEMAHTHUYHA CHAAIIMHA IMOBHICTIO HE MOTJIA BIAINTH y MHUHYIJIE,
aJie ii akTUBALliA y CY4YaCHOMY MIPOYUTAHHI HE MOXKe OyTH MIBHIKOIO i JETKOIO.

AnrnoMmoBHuii nepekianay B. denep HamaraBcs po3koayBaTH MPOTOTEKCT, a
TOMY HOT'0 TEKCTOB1 BIJIMIHHOCTI BUIIpaB/iaHi 3 MOy 010J1ITHOTO KOHTEKCTY, ajie
€ JICBISHTHUMH 3 TIOTJISAy MOJKJIMBHX IHTEpIIpeTalliii, sKi iCHyBaJld y KHiBCBHKIH
KHIKHIN ko1 X1 ctopivus.

5. BucHoBKkH

Teopis kornituBHOi ceMaHTuku P. JleHekepa opieHTyeTbcs 3A€OLIBIIOTO Ha
rpaMaThyHi MpoOJieMH W OMMC MOBH depe3 MapameTpu mpoctopy. Kpurepii
KOMMapaOeIbHOCTH MOB III€ MOTPIOHO 3HAWTH, SAKIIO IX MOXKHA OJHO3HAYHO
BCTAHOBHUTU. 3 HMHIIOTO OOKY, MOLIYK OajJlaHCy MIX KPUTEPISIMH OIUCY JIBOX MOB
cripusie TJIMOIIOMY TI3HAHHIO OO ’€KTMBHOI BIJIMIHHOCTHM  JIBOX MOB, a OTXE
YMOTHBOBY€ NPUPOJY BIIXUIICHHS Tepekyiany Bia opuriHany. CKiiaJHi KOTHITUBHI
MPOLIECH AaKTyali3ylOTh PI3HI CEMAHTHYHI CTPYKTYpPH, SIKIIO 3arjiu0JIFOBaTUCS B
ICTOpII0 JAMHAMIKH JIEKCMKO-CEMaHTHYHUX 3MiH. Ilepen aHamiTKOM mocTae nBa
CBITH, SIKI aOCOJIIOTHO HEMOEAHYBaHI, a OTXKe 3BicU (HOPMYITIOEMO i TOTIISI, IO
npu OO €KTHMBHIM HEMEPeKIAJHOCTI TOIIYKH EKBIBAJICHTHOCTH 1€ JyXKe
cy0’€KTUBHHMI 1 KOHBEHLIMHMN mporiec. HaBiTh HaWBIy4HIII BiAMOBIIHUKA HE
rapaHTyBaTUMYTh TJIMOMHHE IPOYUTAHHS aBTOPCHKOTO 33 yMy-TEKCTY.

[cHyBaHHS ABOX TepMIHHUX Map «(dirypa—Tiao» i «mpodiib—0aza» He NOIITIbHE
B paMKax OJIHOTO THUIIy aHaji3y, aje iX MOXHa PO3PI3HUTHU 3a piBHEM i 00’ €KTOM
aHaizy: SKIO0 WAETbCS MPO BECh MAKPOKOHTEKCT TBOPY W 3arajibHy aBTOPCHKY
HAaCTaHOBY, TO TYT € MICIE JUIsl BXKUBAHHS TEPMIiHIB «(PIrypa—Tiio»; HATOMICTh KOJU
JOCIIKYEMO PIBEHb JIEKCEMU ab0 MIKpooOpa3y, TO BapTO BXXUBAaTH TEPMIHU
«mpodinb—06azax.

[TapameTpam omucy 0Opa3HOCTH, SKI MPOIMOHYE KOTHITUBHA CEMaHTHKA,
Opakye 4YITKOCTH, SKI MalOTh aHAJIITAYHI METOJAU CTpyKTypanizmy. OmHak, BOHH
BUKOHYIOTh T'OJIOBHY aHAJTITUYHY (DYHKIIIIO: BOHU JO3BOJISIIOTH YCBIJOMUTH HasiBHI B
NepeKyaal MOPYyIIeHHs ¥ BIAXUIIEHHS BiJl MEPIIOTBOPY T4 HAMaraTUCS YCBIJOMHUTH
iXHIO IPUPOJTY ¥ MEXI.
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Abstract. This researched based case study has been conducted to investigate the fact that
whether first language acquisition process in case of vocabulary (acquiring word meanings)
follows some certain sequential stages despite specific learners and their particular contexts. That
is to say, to challenge the existing idea of having universal developmental patterns in case of
vocabulary acquisition which tries to bring all the unique learners under one single umbrella, this
study was conducted on an individual to observe whether and to what extent the child is following
or conforming up to any idealistic standard of acquiring vocabulary. Therefore the study had some
pre-determined questions set which was ask to the randomly selected child within an informal
context (her play time). Interestingly, the study results which were analyzed both qualitatively and
quantifiably with support of secondary literatures revealed that the child is not following any
particular patterns of development at a time. Rather is developing word meanings by following
some random sequences. That is to say, she has developed some features of word meanings which
she should have acquired in some later stages (after a particular age) according to the claim of
many researchers. On the other hand, she has not yet acquired features which she should have
acquired already. Therefore it can be concluded that a child’s first language vocabulary acquisition
process (especially acquisition of word meanings) cannot be made generalized under some certain
or principled patterns or rules. This is because every learning process is unique since every
individual learner is unique.

Keywords: vocabulary acquisition, sequential developmental stages, overgeneralizations,
metaphors, dustbin words, systematic learning.

Ciknep Hlagina3. Ilpouec 3acBO€HHS JeKCMKM B PpigHiii MoOBi: 4u ciaix ioro
KJIacu(iKyBaTH 3riJHO 3 eTamamMM 3arajJbHOr0 PpO3BHTKY (HAa NPHKJIAAl JWUTHHH 3
baunraanema)?

AHoranis. Lle nocmipkeHHs 3A1MCHEHO 171 3°sICyBaHHS TOrO, Y MPOLEC BUBYEHHS PIAHOI
MOBH Yy  KOHTEKCTI 3aCBOEHHS  JIEKCUKM  (OBOJIOAIHHS  JIGKCHUHUMH  3HAUYEHHSIMH)
IO PSIAKOBYETHCS TIEBHUM TTOCTIJOBHUM €TaraM, He 3BaKar04u Ha 0co0y, 0 HABYAEThCS, Ta 1i
0CcOoOIMBOCTI. ABTOp MiAJla€ CYMHIBY MaHIBHY JAYMKY IIOJI0 YHIBEPCAJbHUX 3aKOHOMIPHOCTEH
PO3BUTKY B KOHTEKCTI 3aCBOEHHS JIEKCHKM, 3TIIHO 3 SKOIO BCE MIAMNOPSIAKOBAHO
3arabHONPUUHATIH cxemi. JlocHmikeHHS MPOBENEHO Ha MPUKIALI KOHKPETHOTO I1HAWBIAA 3
METOI0 BU3HAUEHHS TOTO, 4YHM BIANOBIJA€E BIH YIOPOAOBXK CBOTO PO3BUTKY CXeMi
3arajJbHONPUUHATOTO CTaHAAPTy HAOYTTS JIEKCHKH, 1 B AKii mipi. Tomy Oyno oOpaHo 3a31aneriap
NEeBHI NUTaHHS, SKI 3aJaBajd B JIOBUIbHIM MOCHIJOBHOCTI OOpaHiil AWTHHI B Heo(iliifHOMY
KOHTEKCTI (Iif yac rpu). PesynbraTi gocmikeHHs, ki Oyau mpoaHaai3oBaHi SKICHO W KiIbKICHO
3 BHUKOPUCTaHHSIM JOMOMIDKHOI JITepaTypH, MOKa3aid, IO JUTHHA HE Cliaye Oyab-SKUM
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KOHKPETHUM 3aKOHOMIPHOCTSIM Y CBOEMY pO3BHTKY, a ONAHOBYE 3HAYCHHS CIIIB MUITXOM
JOBIIBHUX ~TIOCIIJJOBHOCTEH. ABTOp CTBEPIKYE, IO BIPOJOBXK CIIOCTEPESIKCHHS JTUTHHA
pO3BUHYNA OCOOJIMBOCTI MEBHUX 3HAYEHBb CIIB, SIKI 332 TBEP/PKCHHSAMH 0araThOX JOCIIIHUKIB,
MOBHMHHA Oylla OCBOITH Ha MI3HIIIMX €Tarnax CBOrO PO3BUTKY (IiCHs JTOCSITHEHHS MEBHOTO BIKY).
Takox, sk 3’sicyBajocsi, BOHa Ille¢ HE ONAHyBaja pHUC, SKi MOBHHHA Oyla Bxke HaOyTH. ABTOp
pOOUTH BHUCHOBOK, IO MPOLIEC OMAHYyBaHHS PigHOI MOBH (OCOOJMBO 3aCBOEHHS JIEKCHKH) HE
MOJKHA y3araJlbHIOBAaTH J0 PiBHS NEBHUX MOJIENIEH 1 IPaBUJI, TOMY IO KOXEH MPOIIEeC HAaBYAHHS €
YHIKQJIBHHM, SIK 1 KOXKEH 1HIUBI/I.

KarouoBi ciioBa: 3acBOEHHS JICKCUKH, OIAHYBAaHHS piJHOI MOBH, IIOCIIZOBHI e€TaIru
PO3BHUTKY, HaJIMipHi y3arajibHCHHsI, TOMUJIKOBI CY/DKEHHS, METaQOpH, CUCTEMAaTHYHE HAaBYAHHS.

1. Introduction

Language acquisition can be referred to as one of the complex phenomenon
that every human child has to go through during his/her childhood. In fact acquiring
a first language is all about gaining access to the basic elements of a language with
the help of natural exposure and one’s innate abilities. As a result, the ability of
children to pick up their mother tongue so quickly is the central concern of the first
major sub fields of psychology of language (Scovel, 2004:7). Therefore, vocabulary
acquisition can also be stated as one of the areas of this complex phenomenon.
Hence, many could consider vocabulary acquisition as a uniform procedure. This
may not be the case in all situations due to the combination of different
environmental, learning and individual factors. Nevertheless, researchers seemed to
point out some universal features in case of acquiring vocabulary (especially in case
of acquiring the word meanings) regardless the differences in the context and
individual learning factors. For example, there are authors who claim that learning
of word meanings occurs sequentially within four developmental stages during
childhood (Cruttenden, 1985:86). These stages are believed to include factors like
overgeneralizations, use of dustbin words, metaphors, chaining etc. On the contrary,
authors like Scovel (2004) said that many pieces of researches on the acquisition of
mother tongue by several child subjects have revealed glaring differences in the rate
of language learning researched over a period of several years (Scovel, 2004:22).

Now the question arises that how much strong these claims are? Are there any
universal stages followed by a child sequentially in acquiring word meanings? Or is
it a complicated non universal phenomenon that occurs out of a combination of
several factors (for example, environmental inputs, learning process and learner’s
differences)?

This paper is therefore based on a case study done on a Bangladeshi young
child that examines whether and to what extent the subject has followed the
developmental sequences/stages of learning word meanings in case of vocabulary
acquisition in her first language.

1.1. Research Statement

Developmental traits of learning word meanings of a Bangladeshi child in her
first language (Bangla).
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1.2. Research Purpose
To investigate whether and to what extent the child maintains any sequence of
developmental stages in acquisition of word meanings in her first language.

1.3. Research Central Questions

Q.1) Does development of word meanings proceeds through some particular
stages in a sequence? Or does it occur simultaneously?

Q.2) Is the developmental traits limited and applicable only to acquisition of
English or to all other languages?

Q.3) Is there any influential factors like learners’ level of motivation or interest
which might faster the acquisition process?

1.4. Research Scopes

This study aims to talk about the scopes of conducting researches on different
individuals within their particular contexts of learning their first languages. This is
also to encourage more surveys to evaluate the effectiveness of the concept of
existing universal developmental stages in case of acquiring vocabulary in first
language.

1.5. Research Limitations

One of the most prominent limitations of this paper is that it is based on one
single case study. Therefore the results to which the researcher has derived cannot
be easily generalized.

2. Literature Review

2.1. Defining Vocabulary Acquisition

According to You (2011), “Vocabulary acquisition is one of the important
features of estimating one’s language proficiency” (You, 2011:43). In other words,
vocabulary acquisition normally takes place during infancy and early childhood, at a
time in which the child is maturing physically and mentally, and is simultaneously
acquiring many other skills and much other knowledge of the world about him/her
(Matluck, 1979:697). In practical terms, the acquisition of word meaning is
considered to be a function of repeated exposure to particular word referent pairings
(Smith, 1978:951)

2.2. Typical Developmental Stages of Acquiring Word Meanings

Sandra (1980) said that on what basis do children form early word meanings is
difficult to understand since children begin to apply words to objects as soon they
have formed the concepts” (Sandra, 1980:1103). However, Cruttenden (1985) has
suggested that children typically go through four stages® in the development of word
meanings (Cruttenden, 1985:86):

(1) The very first meanings are learnt with regard to just one object or one
narrowly defined situation (cf. Item learning) (Cruttenden, 1985:86).

! The four stages mentioned by Alan Cruttenden (1985) on page 86 to 88 of the chapter
‘Lexis’ has been shortened for the ‘Literature review’ section of this paper.
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(2) Children next go through a somewhat longer period of overgeneralization
(from approximately 1; 0 to 2; 6). At first overgeneralization are of loose
experiential type; however later it becomes more perceptual. The main perceptual
features which form the basis for overgeneralization are movement, shape, sound,
taste and texture. The relationship between the various overgeneralized meanings
which a child uses for one word is sometimes not at all a simple one, because it may
sometimes be the case that all the meanings share one or more semantic features (as
when daddy’s always have big feet) but often this is not so. Again the sort of
relationship where a meaning is linked with at least one other meaning but where all
the meanings do not share a common feature is sometimes called ‘chaining’.
Another problem even more difficult to dealt with in child language concerns
metaphors. For example, a child who describes the shape made by his father’s knee
under the bedclothes as a mountain just overgeneralizing or, as seems more likely,
making a deliberate, playful metaphor? (Cruttenden, 1985:87)

(3) Gradually the usage of overgeneralized words becomes more limited and
approximate to adult usage. For example, at first, ‘goggy’ referred to all four legged
animals, but as the terms ‘cat’ and ‘horse’ are added to the vocabulary, ‘goggy’
becomes the dustbin word for all other animals except those which have acquired
their own label. (Cruttenden, 1985:88)

(4) At a much later age, (between five and seven) due to syntagmatic-
paradigmatic shift, children learn features which group more specific things
together. The child learns the feature ‘animate’ as referring to a class of these more
specific things (and he may for the first time use the word animal on occasions when
he needs to refer to all animals) (Cruttenden, 1985:88).

2.3. Acquisition of Vocabulary: Is It Always Sequential and Systematic?

“All children, no matter how rapidly or how pedestrian their rate of acquisition
proceed systematically” (Scovel, 2004:23). However, other researchers like Miller
(1978) said, we have no methods to follow the total process of lexis acquisition in
which the child is engaged (Miller, 1978:1004). Besides, You (2011) also said that
there are many internal variables of a learner that influences their vocabulary
acquisition process (You, 2011:45).

3. Methods

3.1. Subject’s details

Following is the personal profile of the subject who was selected for the case
study:

(Subject’s Name : Orin Ahmed Education : Kindergarten )
Student

Age : 3 years Parents’ L1 : Bangla

First Language : Bangla Daily Interaction : Bangla

Sex : Female Constant Exposure : Bangla

- J
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3.2. Why and how the subject was selected

The main objective of the researcher was to see whether and to what extent the
child followed the typical developmental stages in acquiring word meanings. In
other words, the objective of the paper was to examine whether the child can be put
into any of the typical developmental stages of acquiring word meanings or not.
Orin was chosen for the research since she has an intimated relation with the
researcher and therefore was expected to communicate and interact freely without
any hesitation. Moreover, in case of young children, informal relation becomes a
necessity for carrying out an authentic research otherwise the child might not talk
freely with the researcher. Besides, it is also important in case of collecting proper
data through familiar conversations. In fact, the best possible way of data collection
for this study was through talking with the child during her play time.

3.3. Setting (Environment) and Procedure of the Data Collection

A relaxed environment can led a child to talk much more than he/she does
usually. Besides it becomes easier to understand the child’s gestures, postures, way
of talking, emotions and understandings of concepts and perceptions through
informal conversations. Such an environment was created with some dolls and toys
that the child already had and which actually helped a lot in initiating the
conversation.

In fact the time of collecting data was fixed according to the subject’s
convenience (her play time so that she can contribute effectively to the research).

3.4. Instrument of the Data Collection

The main instrument of this case study was the questionnaires of the informal
conversation® which was audio recorded. The subject was provided with some pre-
determined questions which were set to measure her level of already learnt word
meanings. Following are some example questions that were asked in Bangla during
the informal conversation:

Example Questions: Informal Conversation

The following questions were inserted deliberately within the informal
conversation:

Q1.) How are you?

[This was asked to see whether there has been item learning of regularly used
words]

Q.2) Why ,,this one is also a Barbie...why do you say that it’s a doll? It’s the
same thing

[This was asked to clarify why the child was using a specific term Barbie for
one particular doll and the general term ‘doll’ for other dolls.]

Q.3) Why? They said the truth...You are a doll.

! The entire conversation might have been influenced by one external factor; that is the
child’s sleepiness. Although it was her play time, yet she was feeling quite sleepy.
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[This was said to see the child’s reaction and to determine whether she is
familiar yet with the use of metaphors or not].

4. Results and discussion

4.1. Conversational Analysis: Overall Observation

Following are the analysis of some of the features of the typical developmental
stages that a child of this age is expected to have acquired.

Perceptual ‘overgeneralization’ along with ‘generalization’

The first and most common trait which was found from the analysis of this
conversational data is the child’s tendency to overgeneralize words whose semantic
features is being shared by one or more meanings. For example, the following chunk
Is an example:

Researcher: “shobaike dibo chocolate?” [will give the chocolate to
everyone]?

Subject: “na dadura to chocolate khayna”, [no, grandmas don’t eat chocolate]

Researcher: “Tahole ki khay?” [than what do they eat] ?

Subject: “pan khay” [they eat betel leaf].

Here the child has this perceptual concept in her mind that all grandmothers
prefer betel leaf instead of chocolates since her own grandmother have this habit.
Therefore the child is trying to apply more than one semantic feature to the single
concept of ‘eating preference’. However, this behavior of the child’s perception can
also be justified by saying that it is based on loose experiential generalization.
Again, it is also possible that the child has come across other elderly ladies who
have similar preference regarding their choice of betel leaf over chocolates.

Apart from this, simple generalization can also be seen from the child’s
utterances. According to the second stage features, a child’s perceptual
generalization is usually based on features like movement, shape, sound, taste and
texture. In this case, it happen that the child was not concentrating on all the features
at a particular time rather making generalization based on only one particular feature
like ‘taste’ (which is usually more prioritized by young children). For example,
when the child was provided with a chocolate (which had a different shape other
than the ones she has already eaten) she could not recognized it. In fact, she denied
the fact that it was a ‘chocolate’. However, when she tasted it, she realized that it
was sweet and because it tasted ‘sweet’ she got the confirmation that it was a
chocolate. Therefore, after this confirmation, she added this new feature (chocolates
can also be square in shape, e.g. Kit Kat) into her existing knowledge of what she
knew as chocolates. So learning took place when she generalized the concept.

No understanding of metaphors

Another thing about her acquisition of word meanings is that she was still not
aware of the use of metaphors. According to Cruttenden (1985), a child might be
familiar with the use of metaphors by the age of 2; 0 (p. 87). However in this case,
the child could not understand the simple comparison of her looks with that of a bird
(being pretty) even at the age of 3;0 years which is being reflected from the
following chunk:
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Subject: “jano ora amake pakhi bole dake...amar nam to pakhi na” [you
know...they call me a bird, but my name is not bird]

Researcher: “tumito shotie akta pakhi” [you are a bird indeed]

Subject: “ami pakhi na, ami manush” (giving angry looks) [I am not a bird, 1
am a girl]

The idea of using metaphors might seem more complicated for a child since it
Is used to make symbolic comparisons between two different things. Like any other
child, this child also has the knowledge that a human being is someone different
from a bird and its features. She has two separate concepts for each of the entities,
and therefore it became hard to find any similarities and make a comparison among
them.

Use of dustbin words although familiar with specific function/usage

Another thing that is noticeable from the obtained data was the use of dustbin
words. For example, the child used the word ‘table’ to refer to all the seats/chairs of
her home except one particular type of chair; that is the ‘sofa’. It can be clearly
understood from the following chunk:

Subject: “table e to boshe, shajena” [table is for sitting, not for dressing up]
Researcher: “tai? tumi table e bosho?” [really? So you sit on table] ?

Subject: “ami oi table e boshi” [yep, I sit on that table] ...(pointing to her chair)
Researcher: “tahole oikhane kara boshe?” [than who sits there]? (pointing to
the sofa)

Subject: “oi sofay to mehman ra boshe” [guests sits over that sofa]

This is how she uses the exact term for this particular piece of furniture (sofa)
because she knew it beforehand. Similarly she knew the specific function of the
‘sofa’ of her home. She is also aware about how the use of sofa differs from the use
of any other chairs of her home even though she is not yet familiar with their names.

Differentiation among ‘animate’ and ‘inanimate’ and considering
‘complex entities’: a factor learned at a much later stage

Although the child has difficulties in understanding the use of metaphors, she
could clearly differentiate between ‘animate’ and ‘inanimate’ objects which is
something expected from a child of much later stage of development. Following two
sentences are its proof:

Researcher: “ami putul na?” [so...am I not a doll]?

Subject: “na, tumi to putul na, tumi manush” [no, you are not a doll, you are a
human]

Researcher: “Tom (cartoon character) o to manush, taina?” [therefore, Tom
(cartoon character) is also a human, right] ?

Subject: “na”. [no]

Researcher: “tahole o ke?” [than who is he]?
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Subject: (no reply).

This shows that the child considered cartoons as another entity which might be
something between humans and dolls since cartoon characters can talk, act and
move like humans however they do not exists in real life. Again it is not the ‘lifeless
doll” with which she can play; it is something existing only on television. Therefore
the child seemed confused about what exactly ‘Tom’ is.

Item learning and use of difficult words in appropriate contexts:

There were lots of item learning like saying the name “amr nam Orin” [my
name is Orin] etc. by the child which had been acquired by pure memorization. This
has been learnt by copying elements from adults’ utterances and by means of natural
interactions. This item learning is also the reason of the child’s usage of words
which represents difficult concepts. However the child could use them in
appropriate contexts. For example,

Researcher: “tahole oikhane kara boshe?” (pointing to the sofa) [than who do
sits over there] ?

Subject: “Oi sofay to mehman ra boshe, mehman to amader poribarer keo na”
[that sofa is just for the guests, guests are not my family]

Researcher: “bolo ki! Poribar mane? Bujhlam na...” [o! alright...but what do
you mean by family..i don’t understand]

Subject: “mane mehmanra to amader bashay thakena” [I mean the guests do
not stay at our home]

It is clearly understood that the child learnt the word ‘poribar’ (family) through
item learning strategy; although she was not aware of the complete meaning of the
word; poribar (family) refers to only the ones who are staying with her at home.

An unusual conceptual complexity

Something interesting and quite unusual is that the child had a distinctive
perception about one of her dolls and her doll house set. She did not go for any
specifications like she did in case of naming one of her dolls as ‘Barbie’; rather she
gave a general term ‘Ema’ to the doll and the entire doll house set. The following
chunk shows it clearly:

Researcher: “eita abar ke?” [now, who is this] ? (pointing to a doll of her doll

house set)

Subject: “na...eita Ema, ..or nam Ema” [no, this is Ema, her name is Ema]

Researcher: “r eigula ki or? Ei gula? Ei khat, chula?” [and all these stuffs?

Do they belong to her? This stove? This bed? ]

Subject: “eigula Ema” [these all are Ema]

Researcher: “Kun gula? ei gulao? Eigulato Emar khat r chula” [which one?

You mean all of these? But these things are supposed to belong to Ema]

Subject: “na....purata Ema” [no..all of them are Ema]
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This chunk shows that she has given one single name to the doll and her
belongings as “Ema”. This concept seemed even more interesting because she
knows the terms ‘chula’, [stove] and khat’ [bed] along with their accurate meanings.
Therefore there was no reason for her to give a general term to all of the things.
Besides, there were no functional connections between the different terms. This is
because the stove represents the act of ‘cooking’ and the bed represents ‘sleeping’.
Nevertheless, one reason might be that the child had the idea that this stove and the
bed was the personal possession of this doll and therefore they should be used only
by this doll. This made her give one general term to all the things belonging to
“Ema”.

Some understanding of abstract concept of ‘love’

The last thing found from this analysis is the child’s understanding of the
abstract concept: love. According to Cruttenden (1985), the use of abstractions is
learnt at a much later stage (Cruttenden, 1985:88). However in this case the child
had a clear understanding of the concept which is noticeable from this chunk:

Subject: “Ammu bhalobashe” [mom loves]
Researcher: “koto bhalobashe?”” [how much she loves you] ?

Subject: “eibhabe ador kore” [she loves me like this] (cuddling her doll)

This shows that she has a good perceptual sensitivity towards the concept of
love. She feels that her mother has emotions for her which is expressed through
cuddling. That’s why she did the same to express her love towards the doll.

It is important to mention that the study did not reveal any ‘creative’ use of
lexical terms by the child in expressing the understanding of her surrounding world.
For example, child of this age usually likes naming their dolls. They seem to give
names like ‘dolly’ or other pet names to their toys which they might have never
heard from their surroundings. They produce such by using their creativity and often
make up new words by adding something to the already existing words (like adding
‘ly’ to doll and making it dolly). Another thing that was missing is the use of
chaining which as stated by Cruttenden (1985) is something commonly seen in the
relationship between the various meanings of a word (Cruttenden, 1985:87).

4.2. Determining the Child’s Developmental Stage: Relating to Theories
The above findings shows that the child‘s understanding of learnt word
meanings did not belong to one particular stage or level of development. That is to
say the child’s acquisition of lexical items did not actually follow any particular
sequence rather has developed simultaneously in a random manner which cannot be
put into any systematic division. The following chart shows the vocabulary
acquisition process of the child:

1 M /;:”"'””Bﬂ Stage g Stage
F < ;/ 4 | - | ~

! I
Fig. 1. Developmental stages

126



Vocabulary Acquisition in First Language: Can This Be Categorized Under ...

The above chart shows that the child is somewhere mainly between the second
and third stage (on the basis of her use of the typical features); however she is also
moving to and fro among the other stages and also outside the four typical stages.
That is to say the child has acquired at least some of the elements
(overgeneralization, item learning, use of dustbin words) of every stage which is
been reflected in her use of vocabulary. Similarly there were elements (use of
abstract concept) which have been acquired way too early and which were expected
from a much older child. Again there were elements (like use of metaphors) which
were expected from her but have not been acquired yet. Moreover, there were
lexical items (dolls) which have been understood clearly with all the semantic
features, whereas there were words whose meanings are still not completely known
to the child “poribar” [family]. Again, there were objects which she could name
(table) but could not refer to its particular function. On the other hand, there were
also objects which has been understood in terms of it functions (cartoon character:
Tom) but she did not know the exact terms to express it. Actually different lexical
terms have different uses in different contexts which have not been fully understood
by the child.

Therefore the question arises that what were some of the reasons which
contributed to such an unsystematic acquisition of vocabulary?

4.3. What can be the Reasons behind Such a Complex Simultaneous
Learning?

Therefore the discussion starts at the point that she has followed no single
sequential and systematic way rather a simultaneous procedure of learning word
meanings which is a complex combination of various factors like cognitive,
psychological and individual learning factors.

According to Miller (1978), we have no theoretical frame-work in terms of
which to characterize a conceptual learning project of this magnitude and
complexity. The development of vocabulary is so intimately related to all aspects of
a child's intellectual, emotional, and behavioral development that the lack of such a
framework is less a criticism of developmental psycholinguistics than of psychology
generally (p. 1004). That is to say human child learns a word as a result of a
complex combination of different factors.

4.4. Can L1 Acquisition of Vocabulary be linked to Motivational Needs for
Survival?

In this particular case, the factor that seems to be most influential is the child’s
motivational level (need for survival) which is an individual learner’s factor. This is
because a child who has lest knowledge about her surroundings, needs to develop at
least some sort of cognitive abilities to perceive and function with the world around
her; for example she needs to call her mother for her food (milk), care etc. and meet
her basic necessities. Therefore to call or interact, she needs some words to convey
the message to her mother. That is to say, she does not need to utter the complete
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sentence ‘I want milk’, but she needs to utter at least the single word ‘milk’ to make
her mother understand her need. So acquiring words and its meanings at this critical
age becomes a ‘necessity’, because the child is very much vulnerable to her
surroundings. Therefore understanding their primary needs through regular
experiences and expressing them through words to accomplish activities like asking
for food, sleep etc., becomes very crucial for their survival.

5. Conclusions

“First language vocabulary acquisition still remains a mystery and researchers
are still debating on how much of it is innate, or nature, and how much is learned by
nurture” (Ritgerd, 2014:4). In other words, it means that human child learns not only
through one single factor like repetition but rather by a combination of different
psychological factors which has been proved by the above case study. Actually, it is
not only the frequency of input that a child receives from his/her surrounding but
also their innate capabilities and other psychological elements that they
unconsciously invests to learn a word and therefore its meaning. As a result, which
word is learnt first and which is learnt at a later stage depends completely upon the
unique abilities of the individual and their necessities to learn the meaning of the
word.

To sum up, it is very difficult to decide when and how which word is acquired
by the child and for what reasons. This is because acquiring or learning even a
single word itself is a complex procedure which includes a lot more than it seems to
be.
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Appendix
Informal Conversation Transcript

Setting: 16 Adabor, Mohammadpur, Dhaka Date: 30" November, 2014 Time: 4.30 PM
[Researcher went to subject’s house and the conversation was done during her play time]

Informal Conversation among the researcher and Orin Ahmed:

Researcher: babu kemon acho? Ai babu tomar nam jeno ki?[ hey baby, how are
you?..baby...what was your name] ?

Orin: amar nam Orin...[my name orin]

Researcher: kemon acho?[how are you doing]?

Orin: bhalo [fine]

Researcher: eita ki? What is this] ? (Pointing to a doll)

Orin: or nam Barbie..[her name is Barbie]

Researcher: hmmm..ei ki?[hm..than whats this]? (pointing to another doll)

Orin: putul [doll] (smiling)

Researcher: eitaoto Barbie [ok...this is a Barbie as well...]

Orin: na [no] ...(taking a pause)...eita Barbie r iota putul [this one is Barbie and that one is doll]
Researcher: tahole ogula ki? [than what are those]? (pointing to her other dolls)

Orin: putul [doll]

Researcher: Ora chocolate khay na tomar moton? [don’t they eat chocolates like you]?

Orin: (smiling)....ami khai...[] eat]

Researcher: koi? tomar to chocolate nai [where? You don’t seem to have your chocolates with
you]

Orin: ase to[l do have] ...(showing her candies)

Researcher: amar o ache..[l also have one]

Orin: dekhi?[show me] ?

Researcher: ei je [here it is] (showing a Kit Kat)

Orin: eita? [this one] ? (looking enthusiastically)..tumi dushtu koro...[you are lying]

Researcher: shoti [no | am not/ ...eitao chocolate...[this one is also a chocolate]

Orin: tahole khao na ken? [then why don’t you eat it] ?

Researcher: acha khai..tumi khaba? [ok I am eating...you want to take a bite] ?

Orin: (opening her mouth and eating the Kit Kat)....mishti[its sweet] ....eitato chocolate ! [yeh..its
chocolate ! ]

Researcher: chocolate moja?[ tasty]?

Orin: hay...[ yes]

Researcher: shobaike dibo chocolate?[shall | give to everyone]?

Orin: keo khayna to..[no body eats them]

Researcher: dadu khay na?[what about grandma]?

Orin: na..dadura to chocolate khayna... [no..grandmas do not eat chocolates]

Researcher: tahole ki khay?[than what do they eat]?

Orin: pan khay [betel leaf]

Researcher: ar kun dadu khay? [which grandma eats them]?

Orin: Mita er dadu...[Mita’s grandma]

Researcher: Mita ke? tomar friend? Koi thake o? [who'’s she? Your friend? Where is she living] ?
Orin: janina..[ I don’t know]

Researcher: or basha gecho?or bashay ke ke thake?[ you went to her home? Who else lives with
her]?
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Orin: or dadu ar or ammu..r or abbu..[her grandma, her mom and her father]

Researcher: or ammu ki tomar ammur moton?[is her mother similar to your mom]?

Orin: na...or ammu to boka dey khali...[no, her mother scolds her]

Researcher: Tomar ammu boka deyna?[don’t your mom scold you] ?

Orin: (smiling)..ammu bhalobashe..[mom loves]

Researcher: koto bhalo bhalobashe?[how much does she loves]?

Orin: eibhabe ador kore [she loves me like this] (cuddling her doll)

Researcher: “eita abar ke?” [now, who is this] ? (pointing to a doll of her doll house set)

Subject: “na...eita Ema, ..or nam Ema” [no, this is Ema, her name is Ema]

Researcher: “r eigula ki or? Ei gula? Ei khat, chula?” [and all these stuffs? Do they belong to
her? This stove? This bed? ]

Subject: “eigula Ema” [these all are Ema]

Researcher: “Kun gula? ei gulao? Eigulato Emar khat v chula” [which one? You mean all of
these? But these things are supposed to belong to Ema]

Subject: “na....purata Ema” [no..all of them are Ema]

Researcher: “ami putul na?” [so...am I not a doll]?

Subject: “na, tumi to putul na, tumi manush” [no, you are not a doll, you are a human]
Researcher: “Tom (cartoon character) o to manush, taina?” [therefore, Tom (cartoon character)
is also a human, right] ?

Subject: “na”. [no]

Researcher: “tahole o ke?” [than who is he]?

Subject: (no reply).

Researcher: acha..tomar putul gula shajena? Koi shaje? Dressing table e?[ok,what about your
dolls? Don’t they put on make up? Where do they dress up?on the dressing table]?

Orin: ki? table?[what? Table?]

Researcher: hm...table koi? [hm. . where is the table] ?

Subject: “table e to boshe, shajena’ [table is for sitting, not for dressing up]

Researcher: “tai? tumi table e bosho?” [really? So you sit on table] ?

Subject: “ami oi table e boshi” [yep, I sit on that table] ...(pointing to her chair)

Researcher: “tahole oikhane kara boshe?” [than who sits there]? (pointing to the sofa)

Subject: “oi sofay to mehman ra boshe” [guests sits over that sofa]

Researcher: “tahole oikhane kara boshe?” (pointing to the sofa) [than who do sits over there] ?
Subject: “Oi sofay to mehman ra boshe, mehman to amader poribarer keo na” [that sofa is just
for the guests, guests are not my family]

Researcher: “bolo ki! Poribar mane? Bujhlam na...” [o! alright...but what do you mean by
family..i don’t understand]

Subject: “mane mehmanra to amader bashay thakena” [I mean the guests do not stay at our
home]

Researcher: mehman ra tomader bashay thakena? [so guests don’t stay at your home] ?

Orin: ora chole jay..[they don’t stay]..thakbe keno? [why will they]?

Subject: “jano ora amake pakhi bole dake...amar nam to pakhi na” [you know...they call me a
bird, but my name is not bird]

Researcher: “tumito shotie akta pakhi” [you are a bird indeed]

Subject: “ami pakhi na, ami manush” (giving angry looks) [I am not a bird, [ am a girl]
Researcher: acha..tumi khelo tahole? Ami jai? [ok...s0 you play? I will come later]

Orin: hu [ok]
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AHoTaumiss. Y CTaTTl BHUBYAETHCA TICHXOJIHTBICTHYHA crienudika Ta COIIOKOTHITUBHA
IMHAMIKa CyO0’€KTHOTO TIIO3UI[IOHYBaHHS B AHIJIOMOBHIM KOMYHIKaTHBHIM CHTyaulii pU3HKY.
[ToBeninka cy0’ekTa IUCKYPCHBHOI MiSUIBHOCTI B CHTYyallll pU3MKY TNepeadayae MPUHHSITTS
pilieHp, y TOH dYac SK TpoLeC NPUHHATTS pillleHb y Lid poOOTi po3ymieTbcs sk Horo / ii
MO3UI[IOHYBaHHS o0 pusuKy. CyO0’ekTHOWO TO3MIli€l0 MaHidecTyeTbes BepOanbHe /
HeBepOaJbHE BUPAKEHHS MOBIEM CBOI'O CTaBJIEHHS JO pPHU3UKY SK O0’€KTa MOBJIEHHEBOL
B3a€MOJII, 110 BKJIIOYA€ HOro eMOIIHUI CTaH, OLIHKH, MEePCHEKTHBH, 3HAHHS, TOYKH 30pYy.
CraHcH KOHCTPYIOIOTHCSI B MOBJICHHI 32 JJOIOMOTOI0 MOBHO-CEMIOTHYHUX PECYPCIB PI3HUX PiBHIB:
JEKCUYHUX, TPaMaTUYHUX, IparMaTHYHUX. OCHOBHA yBara B LIbOMY JOCHIJDKEHHI MPUILISETHCS
a)eKTUBHOMY KOMITOHEHTY TIO3UI[IOHYBaHHS K KOMITJICKCY aKCIOJOTIYHHUX OI[IHOK Ta eMOIIIITHOTO
CTaBJIGHHA Cy0’€KTa JUCKYpCHUBHOI JAISUIBHOCTI O pPHU3UKY. 3arajbHOK  TEOPETHKO-
METOJIOJIOTIYHOKO OCHOBOIO CIYT'Y€ MisTTbHICHUH MAXIT IO aHAJ3Y JUCKYPCY, SIKHH YMOKITHBITIOE
1HTErpoBaHe BUBUEHHS AUCKYPCUBHOI IHTEPAKIIIi.

Knrwowuosi cnosa: nozuyia cyb’ekma Ouckypcuenoi OisiibHoCmi (Cmauc), Nno3uyioHy8aHHs,
aexmusre NOUYIOHYBAHHS, PUSUK, CUMYAYIA PUSUKY, KOMYHIKAMUBHA CUmMyayis, emoyis,
OYIHKA, aHai3 OUCKYPCY.

Ushchyna, Valentyna. Affective Stancetaking in the English Communicative Situation
of Risk.

Abstract. The article deals with the study of psycholinguistic and sociocognitive dynamics
of stancetaking in the communicative situation of risk. The concept of risk presupposes decision
making, while the process of decision making is seen here as a stancetaking on risk. A speaker’s
stance includes subjective expressions of the speaker’s attitude towards the object of conversation,
his mood, evaluations, perspective, knowledge, point of view and opinion. Stances are reflected at
different levels of language: lexis, grammar, style, and pragmatics. The main focus of the research
is on the affective component of stance as a manifold of axiological evaluation and emotional
attitude of the speaker to risks. The overall theoretical framework for the study synthesizes
dynamic approaches to discourse analysis, which form an interface of mind, discourse interaction
and society.

Keywords: stance, stancetaking, affective stancetaking, risk, risk situation, communicative
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1. Betyn

Y crarti mpoaHamizoBaHO nosuyionyeanmns (anri. stancetaking) cy6’exra
JUCKYPCUBHOI MiSUIBHOCTI B KOMYHIKATUBHIA CHUTyalli PU3UKY SIK KOMILJIEKCHA
JUCKYPCHUBHA 15, KOTPY 3A1HCHIOIOTH 317151 (popMyBaHHS 1 MyOiuHOT MaHidecTarrii
CBOTO CTaBJICHHS JIO0 TIpeAMETa MOBJCHHS, IHIIMX CYO’€KTIB Ta BJIACHUX
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BUCJIOBJIGHUX  TPOMO3MIIN 3  ypaxXyBaHHSIM  PEJIEBAHTHUX  KOTHITUBHHX,
MparMaTUYHUX 1 COIIATbHUX MapaMeTpiB CUTYaIlii.

2. MeToau D0C/IiKeHHs

Cy0’ekTHE TO3UIIOHYBaHHS — AaKTyaJlbHUH OO’€KT HAyKOBUX IIOIIYKIB
cygacHoi JjinrBictukud (Mopozosa, 2011; VYmmua, 2012; Du Bois, 2007,
Englebretson, 2007; Jaffe, 2009; Hyland, 2012; Ushchyna, 2014). Cknagawuii
IHTETPOBAaHUNA KOMIUIEKC TMO3MIIIOHYBAaJbHUX [  OXOIUIIOE MEpUENTUBHUM
(JIeoutneB, 1975; Vorobyova, 2015; Outley, 1978), emomiiiauii (M3apa, 2000,
[MaxoBckuii, 2010, Du Bois, 2012; Scherer, 2005; Slovic, 2010) i comiamsHui
(Englebretson, 2007, Jaffe, 2009, Langlotz, 2015) acnekTd HIHUCKYpPCHBHOI
TiSTTBHOCT] JIFOAWHM, 10 CIPsSMOBaHA Ha ii caMo- Ta B3aeMOIiIeHTU(IKAIIO 3
IHIIMMU YYaCHUKaMH KOMYHIKalii. Pe3ynpTaToM MO3MIIIOHYBAaHHSA CTa€ NO3UYLs
¢y ’ekma ouckypcushoi oisinenocmi (naini: mosumis CJIJ1, abo cranc — aHri. stance)
SK JUHAMIYHE CUTYyaTHBHO-3AJIC)KHE TUCKYPCHE YTBOPEHHS, Y SKOMY BHIUISIOTHCS
1HIMB1AYaIbHO-OCOOUCTICHUM Ta IHTEPAKIIMHO-MI>XKOCOOUCTICHUN paKypcu, 10
aKTyali3ylOTbCAd IUIIXOM BHUKOPHUCTAHHS BIJANOBIIHUX CTAaHCOBUPAXAIbHUX Ta
CTaHCOKOHCTPYIOBIBHHX MOBHO-CEMIOTHUYHUX PECYPCIB.

VY koMmIuiekci pecypciB, M0 3afisiHI Cy0 €KTamMHu TMO3UI[IOHYBAHHS, BaXKJIUBY
pOJIb BIJIIrPAtOTh MOBHI i MTO3aMOBHI 3aCO0H, 32 JJOMIOMOTOI0 SIKUX MaHI(eCTy€eThCs
iX emicTeMIYHO-OIlIHHE (emicTeMiYHa IO3MIIisl) Ta €MOIIHHO-OIliHHE (adeKTUBHA
MO3UIlIA) CTABJICHHA JI0 MPEJAMETa MOBJICHHS Ta 1HIIMX CyO’ €KTIB, aJKe MUCICHHS
(ratio) ta emorii (emotio) — crmiB3ajekHi 1 KOMITIEMEHTapHI BHIU COIIIOKOTHITHBHO1
TSJIBHOCT1, OJTHAKOBO BaXJuB1I 1 st oOpoOku iHdopmarii B3arami, 1 s
JTUCKYPCUBHOTO TIO3UITIOHYBaHHS 30KpeMa.

OcoOnuBa yBara Li€i HAyKOBOI pO3BIJIKM 30cepe/keHa Ha a(eKTUBHOMY
(emowii ¥ OIIHKM) AacHeKTl CTaHCy, IO KOHCTPYIOETbCS B AHIJIOMOBHIM
KOMYHIKaTUBHIA CHUTyallil pU3UKy. YCS JIOAChKA IISJBHICTh, y TOMY YHCIl H
MO3UIIOHYBaJIbHA, TpoHU3aHa emoyiamu. CyO’€KT TUCKYPCUBHOI [ISJIBHOCTI B
npoleci KOHCTPYIOBAHHS BJIACHOI 1JIGHTMYHOCTI HE JIMINE OTPUMYE 3HAHHS IIPO
HABKOJIMIITHIN CBIT 1 OOMIHIOETBCS IIMMU 3HAHHAMH 3 TTAPTHEPAMHU 110 KOMYHIKaIlii, a
Il TpaHCIIIOE BIACHE CTABJICHHS M OIIHKH (K 10 00’€KTa, TakK 1 A0 1HIIHUX CYO’€KTIB
MOBJICHHS), BUPQKAIOUH BUKIIMKAH1 Y HbOTO MOYYTTA i emotrii. Ha qymky Bimomoro
daxiBug y ramy3i emotiosorii B. [. IllaxoBcbkoro, «IucKypcHUBHA MpakTHUKa
JIOBOIHTH, IO JIIOAMHA Oajdeko He numme Homo sapiens, amxe i Homo sentiens,
OCKUTbKHM OaraThMa ii missMu kepyroTh emorrii» ([1laxosckwuii, 2010:7).

3. [Ipoueaypa aociaiaKeHHs

Emortisi sik ocHoBa adeKTUBHOI TO3MINi Cy0’€KTa B JIUCKYpCl € OJIHUM 3
HaileeKTUBHIIIMX 3acO0IB KOHCTPYIOBaHHS CHUTYaTHMBHHUX, a00 «KOHTEKCTHUX)
inentuanoctert (Crystal, 2010: 50). 3rimHo caymHOro 3ayBaxkenHs K. . YinmuHcbkoro,
«HI CIIOBA, H1 JYMKH, Hl HaBITh BUMHKHU HAIlll HE BUPAXKAIOTh TaK SICKPABO HAC CaMUX
1 Hallle COPUIHATTS CBiTy, K Hami mouyTTs» (YmuHcbkuit, 1953: 389). 3 omHoro
OOKy, eMmollisl 3a/lae TMEeBHUH KyT 30py CyO0’€KTa, MNPOBOKYE IO3UTHUBHE a0O0
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HEraTUBHE CTaBJICHHs, 1, BIATaK, aKTUBY€ HOro/ii aKClOJOTIYHY ISUIBHICTh SIK
€JIEeMEHT JUCKYPCUBHOTO TIO3UIIIOHYBaHHS. 3 1HIIOrTO OOKy, €MOIlisi MOTHBYE
OIIIHHUIM 3MICT BUCJIOBIICHb CY0’€KTa, B SKUX BHUSBISETHCA MOTO/i1 1ICHTUYHICTD.
Kpim Toro, BepbaibHO 1 HeBepOAIbHO BUPaKEHI €MOIlli BUKIHMKAIOTh pearyBaHHS
IHIIMX YYaCHUKIB 1HTEPAKIlli, 110, CBOEI0 YEProlo, BIUIMBAE HAa KOHCTPYIOBAHHS
Cy0’€KTOM 1ICHTUYIHOCTI.

VY pamkax mispHicHOro migxoay (Mapruniok, 2012; Mopo3sosa, 2008) mo
BuBueHHs no3umii  CJIJI, adexTuBHE TMO3UIIIOHYBAaHHS MOXHA Ha3BaTH
«IMHAMIYHAM  CHHIPOMOM», M0  CKIATA€ThCA 3  IUIOTO  KOMILIEKCY
ncuxo(i310JOTIYHUX Ppeakiiil JIOJUHN Ha 30BHIIIHI Ta BHYTPIIIHI CTUMYIU
(Schwarz-Friesel, 2007: 46). Tak 3Banuii «emoriitauii uka» (1bid), Ha Hamy
IYMKY, sIKpa3 1 IpeJICTaBIIsie mpoliec ahpeKTUBHOTO MO3UIIOHYBaHHS y AUCKYPCl, 110
B110yBa€THCSI TAKUM YUHOM:

—> 1) eMol1ii aKTUBYIOTHCS SIKMMOCH BHYTPILITHIM 200 30BHIIIHIM TOAPa3HUKOM;
—> 2) 11 NEepBMHHA PEIENTOPHA peakilis BeAe A0 COMATHYHUX 3MiH B OpraHi3mi;
—> 3) comMaTH4yHa peakIlis Ja€ IHIWBIAY 3MOTY YCBIJIOMHUTH EMOIII0 SK TIEBHUHN
MICUXIYHUH cTaH a00 MOYyTTs; —> 4) Iel NMCUXIYHHMIA CTaH acOIIIOEThCS (30IraeThes)
3 OIIHIOBaHHSAM (JI0Ope — MOraHo); —> 5) Juile MiCis I[bOr0 eMOIlis MOXe OyTH
BUpaKeHa BepOaibHO / HEBepOalbHO, a, OTXKEe —> 6) BOHA cTae a)eKTHBHOIO
no3uniero CAJ (mami — AIl), OCKIIBKM TpaHCIIOETHCS 1HIIMM I1HAUBIAAM 1
cripuiiMaeTbcsi HUMU. Hanpuknan:

(1,) “They flew into clouds, and she could see nothing. After a while the plane
began to shake. Passengers looked at one another and smiled nervously, and the
steward went around asking everyone to fasten their safety belts. Diana felt
anxious, with no land in sight. [...] Just as Mark was saying: “What the hell
happened to Muriel Fairfield?” there was a thud and a plane seemed to fall. Diana
felt as if her stomach had come up into her throat. In another compartment, a
passenger screamed. Diana said: “Mark, 1’m scared!” (Follet: 199).

VY mpuknani, B3ATOMY 3 TBOPY Kena ®domnera «Hiu Hag Bomoio», cyO’ekT
a(heKTUBHOTO TO3UIIIOHYBaHHS Ha iM s [[iaHa nepe6yBae B mTaKy HaJl ATJIIAHTHKOFO.
[Tompa3HUKOM I BUHUKHEHHS 11 €MOIIi CTajlo TPYCIHHS TIOBITPSHOTO CyJIHA 4Yepe3
typOynentHicTh (the plane began to shake; there was a thud and a plane seemed to
fall). TlepBuHHI perenTOpHI peakilii BUSBWIMCH Y BUIJISAAI HEpBOBOro cmixy (Smiled
nervously) i mouyrts TpuBoru (felt anxious). 3oBHinmHI cTUMyH (TYpOYJICHTHICTS)
CIIPOBOKYBAJIM COMAaTH4YHI 3MIHM B opraHi3mi cy0’ekta: /liaHa Bimuyna, HeHaye ii
HUTYyHOK TiakoTuBcs no ropna (Diana felt as if her stomach had come up into her
throat), mo mamo 3mory i yCBIZOMHTH CBili €MOI[IMHMI Ta ICUXIYHHN CTaH i
oiHUTH Horo B Mexkax KOHTUHYyMY «JOBPE-IIOI'AHO». I nume micns i€l
ouinku cy6’exktu BepbanbHo (Diana said: “Mark, 1’'m scared/”) abo HeBepOanIbHO
(a passenger screamed) BupaaroTh €MOIIii, 1110 MTOYyBaOTh.

Boanouac, BepOanbHa Ta HeBepOaJibHA peakilisi ClIBPO3MOBHUKIB HA BUPAXKEHY
Cy0O’€KTOM €MOIil0 CIpPUYUHSE€ BHUHUKHEHHS HOBOTO €MOLIMHOIO ULHUKIY.
Hanpuxitan:

(1p) “He turned to her. “It was only an air pocket, honey. It’s normal. ” “But it
felt as if we were going to crash!” “We won t. It happens all the time” [ibid].
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VY npoaoBkeHHI TOro camoro ¢parMeHTy CIIBPO3MOBHHUK 3acmlokoroe JliaHy,
sKa 3JKaIach, a, OT)KE, CTpax OyB JIOMIHYIOUOIO €MOIlI€I0, Ky BOHA MMOYyBajia Ha
Toi MOMeHT. Cyzsiuu 3 pemiik Mapka CTOCOBHO TOTO, IO “Iie HOpMaJiIbHO”, “MU HE
po3i0’eMoch”, “Take TpamsieThes moBesk4dac” (It’s normal. We won 't. It happens all
the time), Mu MOkeMO BM3HAUUTH €MICTEMIYHHUN CTATYC I[OTO MOBIIS SK BIICBHCHOT
1 TIOCBITYEHOI JIOJWHU, KOTPa 3 BJIACHOTO JOCBIAY (MpsMa €BiCHIIHHICTh) MOXKE
CIIOKIMTHO CTaBUTHCHh (MoAalbHICTh BrHeBHeHoCcTI — ‘“3HANO”) no curyamii
TypOyJE€HTHOCTI B TMOJBOTI 1 TEPEKOHYBATH Yy BIJCYTHOCTI HEOE3NMEKH CBOIO
ciBpo3MOBHHULIIO. CBO€IO Yeproro, MOBEAIHKA MapTHEpa MOXKe BIUIMHYTH Ha ii
€MOIIil, TUM CaMHUM 3all04YaTKyBaBIITN HOBUH ITUKJ a)eKTHBHOTO TO3UI[IOHYBaHHSI.

4. O0roBopeHHs pe3yJbTaTiB
[Ipouec adexkTUBHOrO NO3ULIOHYBaHHS OE3KIHEYHHII Ta HENEepepBHUM 1
3QJICKUTH BIJ IIJI0I HU3KM MOBHHX Ta MO3aMOBHHMX YHWHHHUKIB. 300pa3uMo HOro
CXEMaTUYHO Yy BUIJISAl KOJOMOAIOHOI aiarpamu, y SKId OJMH LMK NPUPOAHIM
YUHOM NEPEXOUTh Y 1HIIHM:
(2) ComaTtnuna

(1) Peakuis peakiiis
HA CTUMY.JI (cepueOuTTA, THCK
(peuenTuBHa KpOBi 1 T. iH.)
cTajis)
(6) Cranis y3romxenns (3) YcBinomiienns
(peaxiiist ClIiBpO3MOBHUKIB NCUXIYHOI0 CTAHYy
Ha BUPAXKEHY €MOIIiI0) (emoriii, MOYyTTH,
HacTpii)
5 CTaIllH. aheKTHBHOIO (4) Cranis
NMO3MLIOHYBAHHS OLIHIOBAHHSI
(BepOanbHE/HEBEpOAIBLHE (106pe €-> morano)
BUPAKECHHS)

Puc. 1. JJunamiunuii emoyitinuti yuxa, abo npoyec aphexmueHo2o no3uyioHy8aHHs
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PosnounHatouuce peakifiero Ha OyAb-sIKMH 30BHIMIHINA cTHUMyn (cTamis; —
pEleNTUBHA; y CUTYyallli pU3UKY 1€ MOK€ OyTH HEBIOBOJICHHA MOTOYHUM CTaHOM
CIpaB 1 HaMmaraHHS 3MIHUTH X IUIIXOM PHU3UKOBAHUX [iH), MUK a(QEeKTHBHOTO
MO3UIIOHYBaHHSl MEPEeXOIUTh JO JAPYroi cTajii, 0 MpeAcTaBlieHa y BUIJISIL
coMaTu4HOi peakiiii. ITicas yCBIIOMIIGHHS CBOIO IICHXIYHOTO CTaHy (CTajiss),
Cy0’€KT BUHOCHTH CBOI OI[IHKH IIbOI'O CTaHy B Jiara3oHi A00pe-rmoraHo (Cramisy),
110 BPEIITI J03BOJISIE HOMY 3alHATH CBOIO aDeKTHUBHY IO3HMIII0, BepOaIi3yBaBIIy ii
(cTamisis) 1 y3roJMBIIM 3 TMO3UINSAMH I1HIIUX YYaCHHUKIB JUCKYPCHUBHOI B3a€MOIii
(cTamisis). 3aBepIIyIOYNCh HA CTalils, MOKE aKTHBYBATHUCh HOBHW €MOI[IHHUN IHKII,
OCKITbKM Oy/b-sIKa B3a€EMOJiS €MOINM OJHI€T JIIOAWHW 3 EMOISIMU IHIIOT,
0€3yMOBHO, BUKJIMKA€E HOBI €MOIIii.

Tak, Bu3HaUMMO a(eKTHUBHY MNMO3UIIK0 sSK KoMroHeHT mo3uiii CJIJI, mo
B1I00paka€e MOYYTTA, €MOIlii, OI[IHKA 1 CTaBJIEHHA Cy0’€KTa CTOCOBHO IpeaMeTa
MOBJIEHHSI Ta IHIOUMX CYO’€KTIB 1 peai3yeTbCs IHTEPAKIIAHO 3a JIONOMOTOKO
PI3HOMaHITHUX MOBHO-CEMIOTUYHUX pecypciB. A(EKTHUBHA i emicTeMiuHa MO3UIli
pPO3AUIEHI HAMHU IITYYHO — JIMILIE ISl 3pYYHOCTI iX BMBUEHHA. HacnpaBai % BOHU
HEpPO3PHMBHO IIOB’SI3aHI 1 HE ICHYIOTh OJHA 0€3 OJHOI, OCKIJIbKH BHUSBISIOTHCS
KOMIIOHEHTAMH OI[IHIOBaHHS SIK OJHOTO 3 BEKTOPIB COIIOJUCKYPCUBHOTO aKTy
cy0’eKTHOTO TO3uliOHyBaHHA. [[eil BEKTOp BKJIIOYAE OLIHKY HE JUIIEe 0a)KaHOCTI 1
npuBaOIMBOCTI 00°ekTa (nii, MOAIl) MOBJEHHS, a 1 WOro JOCTOBIPHOCTI
(MOJlanpHICTB) Ta JpKepena oTpuMaHHs iHopmarlii (eBimeHiiiHIcTh). Ha ocHOBI
aeKTUBHUX 1 EMICTEMIYHUX OI[IHOK CYO’€KT mpuiiMae piiieHHs (a0o 3aiiMae eBHY
MO3MLIII0) B KOMYHIKaTUBHIN CUTYyallli pU3HKY.

KomyHikaTuBHA cuTyalisi y LI poOOTI TPAKTYEThCA SIK OOMEXEHUH y Jaci i
MPOCTOPI IIITICHUM, COIIaIbHO OCMUCIICHHH Tpolec 0e3mnocepeHb01 MOBJICHHEBOT
B32€MO/I1i KOMYHIKAHTIB B YMOBaX, SIKUMH BU3HAYA€ThCS 1X IMCKYpPCHUBHA MOBEIIHKA
1 cmocoOu peamizanli iX NparMakOMYHIKaTUBHMX IHTEHUIH. KomyHikamuenoro
cumyayicro pu3uKy BBAXKAEMO KOMIUIEKC CyO’€KTiB, 0OCTaBUH, MOJii, 00 €KTIB 1
CTOCYHKIB, a TaKOX pEaJIbHMX Ta TIMOTETHMYHUX MPOOJeM, SKI TOBHICTIO abo
YaCTKOBO JIOJIAIOTHCS y TIPOIIEC] CIIIBHOI AUCKYPCUBHOI AISUTBHOCTI O€3MOCEPETHBO
B yMOBaX HEOOXIJHOCTI TPHUUHATTS pIMIEHHS MO0 pu3uKy. KomyHIKaTuBHIN
CUTYyaIlll PU3UKY XapaKTepHa MOTEHIIIHA HeOe3neKa, HasBHICTh a00 BIJCYTHICTh
AKOT 3aJICKHUTH BiJ] BUOOPY CyO’€KTa 1€l CUTYaIlll, IKUI aKTyali3y€eTbCs Y B3a€EMO/IIi
3 IHIIUMHU Cy0’€KTaMH TUCKYPCUBHOI JISUTBHOCTI 1 peani3allis skoro (y TOMy 4uci
W JUCKypCHBHA) MOXXE MPUBECTU SK 0 TO3UTHBHUX, TaK 1 JO HETaTHUBHUX
HACJTIJIKIB.

[loBeniHka y4yacHUKIB OyJb-IKOi KOMYHIKAQTUBHOI CHUTYyallll 3aleXUTh
Hacammepea BiJ TOTO, IO IS HUX € BXJIMBAM Y MOMEHT iHTepakiii. [lo x
CTOCYEThCS KOMYHIKAQTUBHOI CHUTYyaIlil pH3UKY, TO Yy Hil BiOOpa)kaeTbCs OJBiYHA
HECTAOUIBHICTh  JIIOJICBKOTO  OyTTS 1 THUMYacoBHM OajlaHC MIX JBOMa
AHTAaroHICTHYHUMHM HadajaMH, a, BIATaK, Ui il CyO’€KTIB BaXJIMBO 3HAUTH
BIJICYTHIO TapPMOHIIO 1 BITHOBUTH piBHOBAry. /{isUTbHICT Cy0’ €KTIB B CUTYaLlll pU3UKY
CYIPOBOIKYETHCS OIMOJIIPHAMH OI[IHKaMU, 1[0 BIUIMBAIOTh HA PIIICHHS, SKI HUMHU
NpUMMAaIOTHCS. 3HAHHS MPO CUTYalll0 PU3MKY Jal0Th 3MOTY CYO’ €KTY OYIKYBaHO
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pearyBaTH Ha I[I0 CHUTYallil0, BIAMOBIAHO Y3TODKYIOYM CBOI Al W KOHCTPYIOIOUU
cBoi mo3uiii. O4eBHAHO, IO Taka CHUTyallis Mepeadadyae BIJACYTHICTh YITKO
3aMporpaMoOBaHOI PO3B’SI3KM 1 MMOBHOTO KOHTPOJIIO CyO’€KTa HaJ TMOMISIMHU, OJTHAK
JIOIYCKa€ MOXKJIMBICTh BUPIIICHHS CHUTyallli Ha MWoro KOpuCThb. Skpa3 1is
HEBU3HAYCHICTh 1 YCBIJJOMJICHHS 1HIMBIOM MOXKJIMBOCTI SK YCHiXY, TaK 1 IMMOpa3KH,
JIe’KaTh B OCHOB1 1OTO €MOITIMHUX peaKIlii 1 pillieHb.

EMorii sk eaeMeHT Cy0’€KTHOTO TIO3MIIIOHYBaHHS B CHUTYyalllli PH3UKY
BUHHMKAIOTh depe3 Opak iH(opmarlii, HeOOX1JHOT /I TOCATHEHHS 1HAMBIIOM HOTO
MeTu. OJIHaK JII0JUM MOXYTh 3aJI0BOJIBHSTH CBOi MOTpeOM 1 B yMOBax aediluTy
iHpopMmariii. Came HEBH3HAYEHICTh Ta WMOBIPHICHAa MPHUPOAA PU3UKY JIECKUTH B
OCHOBI JIBOTIOJIIOCHOCTI aKCIOJIOTIYHOI OLIHKH, Ha SIKIH IPYHTYIOThCS OIMOJaibHI
eMollii, XapakTepHi s CUTyalii pHU3UKYy: TMO3UTUBHI eMoIli (a3apT, pajicCTh,
3a/I0BOJICHHS) MPOTUCTABISIOTHCS HEraTUBHUM (TPHBO31, CTpaxy, MOOOIOBaHHSIM).
Hanpuxnan:

(2) “Happiness is a risk. If you're not a little scared, then you're not doing it
right” (Allen, PK 2011: 238).

[TapanokcaibHe TBEPIKEHHSI PO T€, 1110 ,,paliCTh — 1€ PUBUK ™, A ,,pU3UK — 1€
CTpax”, MOSICHIOETHCA HASBHICTIO B MOBHO-KYJBTYpPHIM KapTHHI CBITY CYyO’€KTIB
JUCKYPCUBHOI JISTIBHOCTI MEHTAJIBHUX MOJIEIEeH IPOTOTUITHOTO CLEHApPII0 CUTYallii
pU3MKY, 10 Tmepeadadyae 3HAHHSA IPO 6iHOJI}IpHiCTI> AK 1l 1HTepEHTHY
XapakTepucTuky. OTie, IHCKypCHBHA MOBE/AIHKA JIOJUHH, SKa PHU3UKYE, € [0
MIEBHOI M1p1/1 KOTHITUBHO 1 NparMaTHYHO I[GTeleHOBaHOIO — 11 cympoBOIKYIOTH
CyTepewInBl eMOIIil 3aJJOBOJICHHS Ta CTpaxy, a3apTy 1 XBuUItoBaHHs. Hanpuknan:

(3) The knowledge that he was going to steal from his hosts, and risk being
caught red-handed and shown up as a fraud, filled him with fear and excitement
(Follet, 1: 54).

3rigHo Teopii mo3uiionyBanus (Davies, 1990; Harre, 1998), komyHikaTuBHI
pouti 1 mo3uIlli cy0’€KTIB NUCKYPCUBHOI MISUTBHOCTI, 3 OAHOTO OOKYy, IMOB’s3aHi 3
0a3ucHUMH (MaKpo-)CLEHapisIMHU, TUCKYpCaMHU, IHTEPIPETATUBHUMU pernepTyapamH,
OUIKYBaHHSIMU I10JI0 TUTIOBOTO X0y MO, a 3 1HIIIOTO, 3 JIOKAJTLHUM CUTYaTUBHUM
(MIKpO-)KOHTEKCTOM, 3 MOTOYHMUM BHOOPOM HHUMHU BJIACHOI pPOJl Ta MO3ULIT B
iHTepakuii. Y npukiaai 3, B3sitomy 3 TBopy K. @osmnera “Hiu Ha Bogor0”, cy0’ekTa,
KOTPHM mpuiiMae pileHHs 00 PU3HKY, BOJHOYAC MTEPEMOBHIOIOTH €MOIIIT CTpaxy i
3aJI0BOJICHHS. 30MparOYUnCh 3IIMCHATH KpaJibkKy B gomi, ae roctioe (he was going
to steal from his hosts) i mepeOyBaroun B posti cy0’ekTa-3510/1is, KM 1]1¢ HAa PU3UK,
BIH YCBIJOMJIIOE, 1110 MOKe OyTH criiMaHuM ,,Ha rapsaomy’” (risk being caught red-
handed). Onmnak 1e He 3ymUHMIO HOro, a, HAaBMaKH, J0 €MOIll CTpaxy JI0Jajo
pazicTh a3apTy, 10 XapaKTEPHO sl Cy0’ €KTIB, CXUIBHUX J0 PU3MKY. Taky cyMmill
MOYYTTIB IPOBOKYE came MepeadyTTs, ouikyBaHHs MaiOyTHix mii (“The knowledge
that he was going to steal) — emorii, siki, BoueBH b, yKe BiTOMi Cy0’€KTY 1 sIKi SIKpa3
MOTHBYIOTb HOTO /10 pPU3HKOBaHUX Aiil.

5. BucHOBKH
OTxe, MU IPUXOAUMO JI0 PO3YMIHHS BaXKJIMBOCTI HE JIMIIIE €MOIIIMHOTO, aie i
OLIIHHOTO KOMIIOHEHTY a()eKTUBHOTO MO3MUI[IOHYBaHHS, SKUl HaOyBae 0COOIUBOTO
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3HaYeHHS y JUCKYpCHBHOMY CEpEIOBHUIIl CHUTyalii pHU3HKY, OCKUIBKH B il
EKCTpeMaJIbHUX YMOBaxX 1HOJ1 caMe €MOIliifHa OIliHKa BIUIMBA€ Ha pallioHaJbHE
pimenns cy6’ekra. Tak, Ha nymky JIx. Jlepuepa 1 1. KenabTHepa, siki BUBYAJIN POJIb
€MOIIIH CTpaxy Ta THIBY Yy MpOILIeCi OI[IHIOBAHHS PU3HKIB, CTPaX BUHUKAE Yy 3B S3KY 3
Opakom iHdopMmallii 1 emCcTeMIYHOI HEBU3HAUCHICTIO B CHUTYyallli pU3HKY, a, OTXKE,
IPOBOKY€E Cy0’€KTa Ha MOCUJICHHS KOHTPOJIIO Haj Ii€ro cuTyaliero. [ToBeaiHKOBOIO
peaxii€ro, COpsIMOBAHOIO HA Take MOCHUJICHHS, MOXKE CTaTU BiIMOBA BIiJl PU3UKY Y
3B 3Ky 3 MMOOOIOBaHHSAMH 100 HeBimomocTi HacmiakiB (Lerner & Keltner, 2001:
149). 3 inmoro 60Ky, Ti cami XapaKTepUCTUKU CUTYaIllll pu3uKy (ii HEBU3HAYEHICTD 1
WMOBIPHICTh PI3HMX ILUIIXIB PO3BHUTKY) JIe)KaTb B OCHOBI BUHUKHEHHS €MOIl 3
MO3UTUBHUM 3a0apBIICHHSM — a3apTy U paJoCTl BiJ MEPETIYTTS MOXKIUBOTO YCIIXY.
Anam CMIT, TOHKHI 3HATOK JIFOJICBKOT MPUPOAN, BU3HAYAB MOTHBAIIIO PU3HKYIOYOT
0COOMCTOCTI SIK “BJACTHBY OUIBIIOCTI JIFOJIEH 3yXBaly MEPEOIIHKY CBOIX 310HOCTEN
1 abcyp/iHy Bipy B CBOIO IIacauBy 3ipky” (1uT. 3a bepucraitn, 2000: 15).

ToMmy mO3MIIIOHYBaHHS Cy0’€KTa B CHUTyallli pU3UKY 3yMOBIIEHE ii
aKC10JIOTITYHUMU 1 MOJAIBbHUMH OLIIHKAMH, K1 MOXKYTh OyTH SIK TO3UTUBHUMHU, TaK 1
HeratuBHUMU. Cy0’eKT oOupae cepell pI3SHOMAHITHUX aJIbTEPHATHUB, HaMaraloynch
JOCSITTA HecTaOUIbHOI piBHOBaru. EMorliis 3amae meBHUM KyT 30py CyO’ €KTa,
IPOBOKYIOUM MO3UTHUBHY/HETaTUBHY MOJAIBHICTh. Y IbOMY CaMe€ I[OJIsIrae
HEPO3PHBHHUI 3B’SA30K MDK €HMICTEMIYHHUM Ta aQ)eKTUBHHM KOMIIOHEHTaMHM ITO3UIi
CJ/l: emoOIIiHMM CTAaHOM MOBIII AKTUBYETHhCS MOr0 aKCioJOT14HA ISIBHICTD,
MIPOBOKYIOYH OIIHHUM 3MICT HOT0 CY/KEHb i 4ac MO3UII0HyBaHHS.
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Abstract. It has been widely recognized that Chinese and Japanese languages are
exceptionally difficult to learn. One of the reasons is their logographic characters (i.e. hanzi in
Chinese, kanji in Japanese) that are extremely different from alphabet-based orthography (Tong &
Yip, 2015; Xu & Padilla, 2013). Accordingly, there have been research investigating how L2
learners of Chinese and Japanese deal with the difficulty by exploring learners’ strategy (Gamage,
2003; Shen, 2005). However, learning strategies for a certain aspect of characters (i.e. shape,
sound) have not been investigated as much as learning strategies in general (but see Shen, 2005).
In addition, there are limited longitudinal research exploring how learners change their strategies.
Therefore, the researchers investigate strategies that L2 learners of American university students
are using most frequently for Chinese and Japanese character learning. The study had 66 L2
learners taking either Chinese or Japanese course at an American university. They took a
questionnaire at the beginning and at the end of a semester. It was found that reading, context,
decomposition, rote-writing, and listening were the most frequently used strategies. Moreover, the
results indicated that strategies vary depending on which aspect of characters they learn.
Furthermore, learners did not change their learning strategies over three months to a notable
extent.

Keywords: Chinese as a foreign language, Japanese as a foreign language, hanzi, kaniji,
learning strategy.

Taiui SAmamira, I'ciao I'cyam TI'ynr. J[locuimkeHHsi crpareriii onmaHyBaHHS
aMepUKAHCHKUMHM CTY/JAeHTAMHU SITOHCHKOT0 Ta KUTACHLKOro ieporaigiunoro nucsma.

AHoOTaliAg. YBaxaroThb, L0 KHUTaliCbKa Ta SIMOHChKA MOBHM € BHMHSATKOBO CKJIQJHUMH B
ornanyBaHHI. OJIHIEI0 3 NPUYMH TaKoi CKIAJAHOCTI € JjororpadiuHi CUMBOIM (KUTaHChKE Ta
AMOHCHKE 1€poriiiyHe MUCbMO: XaHbI[3U Ta KaH/31), K1 LIJIKOBUTO BiAPI3HAIOTHCS Bija andasiTis,
mo 6a3yroTecs Ha opdorpadii. CborogHi BKe € TOCHIDKEHHS, M0 MPUCBAYEHI 3’ SCYBaHHIO
0co0IMBOCTEH BiIOOPY CTpaTeriii onaHyBaHHS MOBHU CTYAEHTaMHM, SIKI BUBYAIOTh KHUTAHCBKY 200
AMOHCBKY SIK Apyry MoBy. lIpoTe xapakTepucTuii BiZOOpY cTpaTerii HaBYaHHS KOHKPETHHX
CHUMBOJIIB OyJIO IPUIIEHO HEOCTAaTHBO yBard. KpiMm 11b0ro, iCHy€e JOCUTh Majlo JTOCIiIKEHb, SIKi
MIPUCBSYCHO CIIOCTEPESIKEHHIO BiIOOPY CTpaTeriii oraHyBaHHS MOBHU CTyAE€HTaMH. TOMy B IIbOMY
JOCHIJKEHHI CXapaKTepH30BaHO HaWyacTille BUKOPUCTOBYBaHI cCTparerii Ta BUBYEHO 3MiHM
B1I0OPY LIMX CTpaTerii mpoTAroM TPhOX MICALIB HaBYaHHSA. Y JIOCHIKEHHI B3SJI0 y4acTb 66
CTY/ICHTIB, SKi BUBUYAIOTh KUTAHChKy a00 SMOHCHKY SK JPYry MOBY B OJHOMY 3 YHIBEpCHUTETIB
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CIIA. Bonu npoinuii aHKeTHE OMUTYBAaHHs Ha MOYATKY 1 B KIHI cemecTpy. byno BcraHoBieHo,
10 YUTAHHS, KOHTEKCT, IEKOMIIO3UIiSl, MEXaHIUHE 3araM’ITOBYBAHHS Ta CIyXaHHS € HalOUIbII
MOIIMPEHUMH CTpaTerisiMu. Byo Takox BUSBJICHO, IO BUOIp CTpATerii 3aJIeXKUTh BiJl TOTO, SIKUI
aCIEeKT 3HaKiB BOHU BUBYAIOTh. CyTTEBHX 3MIH y BUOOPI ITUX CTpATETiH YIPOJOBK TPhOX MICAIIIB
He 3a(iKCOBaHO.

Knrwouosi cnoea: snoncoka sk Opyea Mo08a, KUMAUCbKA SK Opyed Mo6d, KUmaticbke

iepoenighiune nucbMo, ANOHCOLKE IEpo2iighiune NUCObMO, XAHLY3U, KAHOXICI, cmpameii usuenHs
MO8U.

1. Introduction

Recently, Chinese and Japanese languages are drawing American university
students’ attention because of the blooming economy in China and Japan. Modern
Language Association (MLA) Enrollment Database shows that the number of
people learning Chinese in the U.S. was 34,153 in 2002, and the number
approximately doubled in 2013. Regarding the number of learners of Japanese in the
U.S., it has also been on increase since 2002, and the number was reported to be
66,740 in 2013. However, as compared to the other languages, such as Spanish and
French, Chinese and Japanese are exceptionally difficult for American learners. In
fact, Foreign Service Institute (FSI) of the U.S. Department of State has categorized
Chinese and Japanese into Category |11, which is harder than the rest of categories.

The backgrounds mentioned above motivated many researchers to investigate
what is primarily responsible for such difficulty. According to previous studies,
many researchers stated that hanzi and kanji are the most difficult in learning
Chinese (e.g. Xu & Perfetti, 2010) and Japanese (e.g. Everson, 2011) respectively.
Hanzi consists of logographic characters that compose the Chinese writing system,
while kanji is one of the Japanese writing systems, which is partly shared with hanzi
because it was originally transported from China in the past. It has been widely
recognized that the difficulty of the two languages can be attributed to the huge
difference in nature between the logographic characters and alphabetic orthography
(e.g. Everson, 1998; Gamage, 2003; Liskin-Gasparro, 1982; Mori et al., 2007;
Packard, 1990; Shen, 2005; Ton & Yip, 2015; Xu & Padilla, 2013). In fact, Yuki’s
(2009) survey showed all the participants but one with no logographic background
reported that kanji was difficult.

Furthermore, quite a few studies have been implemented to explore how
learners perceive and learn hanzi or kanji (e.g. Haye, 1988; Ke, 1998; McGinnis,
1999; Rose, 2013; Shen, 2005; Tseng, 2000). For instance, McGinnis (1999) found
that rote-repetition was the most frequently used strategy among learners of
Chinese. In addition, Rose (2013) stated that mnemonics helps in memorizing kanji
and kanji components.

The present study uses a questionnaire to examine how learners of Chinese and
Japanese learn hanzi or kanji. Exploring this field will enable language instructors to
capture why learners have difficulties in learning those characters, how they are
trying to overcome them, and to suggest employing a better strategy.
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2. Literature review

Hanzi Learning

Among the previous studies, McGinnis (1999) collected the data from
29 Chinese learners’ reports about their strategies in an immersion program. The
results showed that there were mainly seven strategies used by the participants, and
rote-repetition was the most frequently used followed by the creation of their own
idiosyncratic stories about characters. While the author stated that beginners do not
consider the orthographic knowledge useful, Ke (1998) stated that knowledge of
radicals (i.e. components of a character), which is a part of orthographic knowledge,
was more useful than the creation of a story. Furthermore, Shen’s (2005) study,
where 95 non-native speakers of Chinese participated, revealed that students tended
to use cognitive strategies that (1) require orthographic knowledge as cues,
(2) create mental association among sound, shape, and meaning, (3) employ both
aural-oral cues and writing information about a new character when it is introduced,
(4) focus on the sound as cues to make connections to meaning and shape, and
(5) seek various avenues to explore how a new character functions. Moreover, she
found that the most commonly used strategy from beginning courses through
advanced courses was the orthographic knowledge-based cognitive strategies
followed by metacognitive strategies (e.g., preview of characters). A recent study
conducted by Xu and her colleagues (2014), where 48 beginning course students
and 40 intermediate learners participated, found that radical knowledge (i.e. parts of
a character) would be leading to better learning of characters for beginning learners.
Besides, the authors implied that the perception on characters varies depending on
learners’ proficiency.

Kanji Learning

As for research on kanji learning, Chikamatsu (1996) found that advanced
English learners of Japanese employed visual information when they retrieved how
a character reads (aka, kana words). In addition, Gamage (2003) stated that analyses
on the data from 116 learners in beginning courses revealed that repeated writing
was the most used strategy type, and alphabetic background learners relied on the
strategy more often than those with background of logographic characters.
According to Yuki (2009), learners with prior experiences of studying kanji were
found to use more various strategies (e.g., by kanji components, reading kanji in a
context), though rote-repetition was the one used by the most participants, which
was similar to the results from those with less prior experiences of studying kaniji.
To sum up, it has been reported that a variety of variables (e.g. first language,
proficiency, prior learning experience) are influencing leaners’ strategies.

Research questions

The present research investigated strategies that non-native speakers,
specifically American university students, of Chinese and Japanese use for hanzi or
kanji learning. Drawing on the past studies, the researcher formulated the following
research questions;
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RQ1: What are strategies that learners of Chinese and Japanese commonly use?
RQ2: How do strategies change over a semester (i.e. three months)?

The first research question will explore the general tendency of strategy use
among American university learners of Chinese and Japanese. Since hanzi and kanji
characters have multiple aspects to learn (e.g. shape, meaning, sound), it was
hypothesized that learners’ strategy would vary depending on which aspect they
focus on. Regarding the second research question, since past studies indicated that
proficiency influences learners’ strategies (e.g. Xu et al., 2014), it was hypothesized
that the present study would reveal similar tendency; that is, as learners get
proficiency over three months, they were expected to use different strategies. There
have been limited research that investigated strategies of the same learners at
different points of time (i.e. longitudinal), and thus the present study was expected
to fill this research gap.

3. Methods

3.1. Participants

Participants are those who were enrolled in either Chinese or Japanese course
at a southern university in the U.S. In order to minimize the effects of moderator
variables (e.g. exceptional proficiency), heritage learner and those with
orthographic-based language background (e.g. Chinese learner of Japanese) were
excluded from the study. Moreover, those who did not complete all the procedures
were excluded. As a result, 66 participants (i.e. Beginning Chinese, N=16;
Intermediate Chinese, N=8; Beginning Japanese, N=26; Intermediate Japanese,
N=19) were included in the final data pool.

3.2. Instrument

The researchers adapted one of Shen’s (2005) questionnaires. They redesigned
the questionnaire taking into account the results of a pilot study they had
administered before the present study. As a result, a questionnaire in the present
study asked learners to pick up less than three strategies predetermined by the
researchers (see Appendix). Afterwards, if they had any comments to add, they
wrote them down.

4. The study

4.1. Data collection procedures

The participants took the questionnaire in class and turned it in to their
instructors in class. They had time to ask a question if they found the questionnaire
unclear. The instructors reported that it took approximately 20 minutes for the
participants to finish the questionnaire at every administration. The participants took
the questionnaire at the beginning of the semester (i.e. February) and the end of the
semester (i.e. May) in 2016.

After the data collection, one of the researchers manually typed into a
spreadsheet while the other researcher was reading them. Then, they found a
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strategy that was used most frequently by using mode function of Microsoft Excel.
When there were more than one strategy that showed the most frequency, multiple
strategies were chosen.

5. Results and discussion

5.1. Most frequently used strategies in February

The researchers asked what they did when an instructor introduced a new
character at the first item. Beginners of Chinese reported that they used reading and
context strategies most frequently, while intermediate students indicated that they
employed reading and listening strategies. Those taking a beginners’ course of
Japanese used writing strategy, whereas intermediate students utilized reading
strategy.

The researchers explored strategies that learners were relying on in order to
increase their understanding of a character at the second item. The beginner students
of Chinese stated that they utilized context, writing, and rote-writing strategies. The
intermediate learners of Chinese reported that they used reading and context
strategies. Regarding learners of Japanese, the beginners employed reading strategy,
while the intermediate learners used rote-writing strategy.

Thirdly, the researcher tried to observe how learners were trying to analyze a
character. All the courses used decomposition strategy most frequently. However,
the beginners of Chinese used rote-writing strategy, and the intermediate students of
Japanese harnessed stroke order strategy on top of decomposition strategy.

Next, the researcher tried to seek for a strategy that learners employed to
memorize a character. The most frequently used strategy in all the courses was rote-
writing strategy. In other words, no other strategy was utilized as much as rote-
writing strategy.

The researchers investigated strategies that learners made use of in order to
learn the sound of a character. Learners in both Chinese courses indicated that they
used listening strategy most frequently. Meanwhile, the beginners and intermediate
students of Japanese reported that they used reading strategy. In addition, the
beginners relied on listening strategy as well.

The sixth item tried to reveal how students learned the shape of a character.
The beginners and intermediate learners of Chinese stated that they utilized stroke
order strategy. In addition, the beginners used rote-writing strategy in addition to
the stroke order strategy. When it comes to learners of Japanese, learners in both
courses reported that decomposition strategy was used most frequently, and only the
beginners relied on rote-writing strategy as well.

The last item investigated strategies used for learning meaning of a character.
Both Chinese courses indicated that they made use of context strategy. Learners of
the beginning course of Japanese used reading strategy, whereas the intermediate
students employed context and visualization strategy. Table 1 summarizes the
results from the questionnaire administered at the beginning of the semester;
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Most frequently used strategies in February

Table 1

Beginning Intermediate Beginning Intermediate
Chinese Chinese Japanese Japanese
When a Reading Reading Writing Reading
character is Context Listening
introduced
To increase Context Reading Reading Rote-writing
understanding Writing Context
Rote-writing
To analyze Rote-writing Decomposition Decomposition Decomposition
Decomposition Stroke order
To memorize Rote-writing Rote-writing Rote-writing Rote-writing
To learn a sound Listening Listening Listening Reading
Reading
To learn a shape Rote-writing Stroke order Rote-writing Decomposition
Stroke order Decomposition
To learn Context Context Reading Context
meaning Visualization

As can be seen from the table, it is obvious that strategy use varies depending
on to which aspect of a character learners pay attention. For instance, learners were
more likely to rely on rote-writing strategy than listening strategy when they tried to
memorize a character. Further discussion will be given later in this paper.

5.2. Most frequently used strategies in May

For the first item, both courses of Chinese reported that they were employing
reading strategy, and only the beginners indicated that they were using listening
strategy as well when an instructor introduced a new character. On the other hand,
those who were in the beginning Japanese were utilizing stroke order strategy most
frequently, while the intermediate learners stated that they were relying on reading
strategy.

Secondly, the researchers asked how they were trying to increase
understanding of a character. Only the beginners of Chinese revealed that they were
employing rote-writing strategy. In the rest of the courses, it was found that context
strategy was used most frequently.

Regarding the third item, the researchers explored how learners were trying to
analyze a character, the results were quite similar to ones seen at the beginning of
the semester. Those who were taking the beginning Chinese utilized decomposition
strategy, while the intermediate learners were relying on stroke order strategy. Both
courses of Japanese were making use of decomposition strategy, and only the
intermediate learners reported that they were employing stroke order as much as
decomposition strategy.

In the forth item, the researchers tried to investigate how learners memorized a
character, and the results were exactly the same as those that had been obtained at
the beginning of the semester; that is, all the courses, including those for learners of
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Chinese and Japanese, indicated that they were using rote-writing strategy most
frequently.

In order to learn the sound of a character, learners in all the courses reported
that they were employing listening strategy. However, only the beginners of
Japanese answered that they were utilizing reading strategy as well.

The sixth item revealed how learners were learning the shape of character. All
the courses but the intermediate learners of Chinese indicated that they were
utilizing rote-writing strategy. Those who were taking the intermediate course of
Chinese reported that they were harnessing visualization strategy.

For the last item, asking how learners were studying meaning of a character, all
the courses but the beginning course of Chinese stated that they were relying on
context strategy most frequently. Those who were in the beginning Chinese course
answered that they were using reading and decomposition strategy. The results
obtained at the end of the semester are summarized in Table 2;

Table 2
Most frequently used strategies in May
Beginning Intermediate Beginning Intermediate
Chinese Chinese Japanese Japanese
When a character Reading Reading Stroke order Reading
is introduced Listening
To increase Rote-writing Context Context Context
understanding
To analyze Decomposition Stroke order Decomposition Decomposition
Stroke order
To memorize Rote-writing Rote-writing Rote-writing Rote-writing
To learn a sound Listening Listening Listening Listening
Reading
To learn a shape Rote-writing Visualization Rote-writing Rote-writing
To learn meaning Reading Context Context Context
Decomposition

As have been found in the previous table, learners switched strategies
depending on which component they were learning.

6. Conclusions

Hanzi (i.e. Chinese characters) and kanji (i.e. Japanese characters) are quite
similar, and thus American learners of either language were expected to perceive
hanzi or kanji in almost the same way, which would result in similar learning
strategies. Based on the data, the researchers confirmed that this expectation was
true to a certain extent. First, the intermediate learners of Chinese and Japanese
relied on reading strategy when an instructor introduced a new character. This
indicates that learners familiarize themselves with the new character by focusing on
how it sounds. Accordingly, instructors might need to let learners work on a practice
where their phonological activation is accelerated. Meanwhile, beginning learners
used the variety of strategies when an instructor introduces a new character, and this
difference can be attributed to the different amount of learning experience. Next,
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learners of Chinese and Japanese used decomposition strategy to analyze a
character, and given that this tendency is common among beginning and
intermediate learners, this would not be dependent on the amount of learning
experience. This means that learners are able to recognize parts of a whole character
and further utilize the segmented block as native speakers do (Tong & Yip, 2015)
for analyses. Third, the learners of all levels found rote-writing strategy the most
useful to memorize a character. This supports the previous study that rote-writing is
the most frequently used strategy among learners of Chinese (McGinnis, 1999), and
this preference is applicable to learners of Japanese. Therefore, instructors are
strongly encouraged to suggest this strategy to learners. Forth, learners of almost all
the courses found listening strategy the most useful to learn sounds. This also
suggests that an instructor should get learners involved in a certain phonological
activity where learners are exposed to certain amount of phonological input all the
better for the fact that learners focused on phonological aspect of the character in
reading strategy when an instructor introduces a new character as well.
Furthermore, they relied on rote-writing strategy to learn shapes. It could be the case
that though learners can decompose a character for the purpose of analyzing the
character, they are not utilizing such a strategy to memorize a whole character.
Therefore, an instructor may explicitly introduce this strategy as the one of
strategies for memorization, not only for analyses.

Regarding the second research question, there was no major change in
strategies over the course of time. This indicates that proficiency development or
learning experience accumulated in three months was not enough to produce such
changes. Furthermore, it can be assumed that in the language courses which were
selected for the study, characters were taught in a certain way throughout the
semester, and thus learners continued to use the strategies which they had used at
the beginning of the semester. A more in-depth study exploring learners’ perception
would shed the light on this aspect.
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Appendix A

Please look at the examples below and select one or more strategies that you think are the
closest to your strategies for each question. The purpose of this survey is to help the instructor
to understand the way you learn characters. Thus, telling your true feelings about your learning
characters is important. Your responses will not affect your grade. Thank you for your
cooperation.

1.

2.

8.

9.

10.

Examples:

. Decomposition: I see the similarities or differences between new and old characters or...?

Reading: I read the characters aloud/in mind or I read the meaning of them or...?

Context: I relate the characters with a word or compound or phrase or sentence or
grammar or context or dialogue or story or...?

Listening: I listen to teachers or audio files or...?
Writing: [ write down the characters or sounds or meaning once or...?

Rote-writing: I write down the characters several times or...?

Stroke order: I pay attention to the writing order of characters or...?
Self-quiz: I use flashcards to...?
Visualization: [ associate the characters to a certain image or...?

N/A: 1 do not have any strategy.
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Example: How do you prepare for Kanji Quiz?
/ /

1. What do you do during the class when new writing characters are being introduced?
/ /

2. What do you do to increase your understanding of the characters after they have been first
introduced?
/ /

3. Do you analyze the new characters in order to learn them? If so, how do you analyze them?
/ /

4. How do you memorize the new characters?

/ /

5. What specific strategies have you used in learning the sounds of the new characters?

/ /

6. What specific strategies have you used in learning the shapes of the new characters?

/ /

7. What specific strategies have you used in learning the meanings of the new characters?
/ /
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Abstract. This article presents a consideration of the problem of discourse representation of
pedagogic dialogue in teacher-learner interactions. The functional parameters inherent in the
pedagogical process condition an understanding of pedagogic dialogue as a personality-centered
type of communication based on the principles of value oriented treatment, alterocentrism,
personal inclusion, metaposition of the teacher, personal authenticity and thereby distinguished
from the liberal and democratic paradigm. As a special challenge for this study there has been
elaborated a scheme of dialogic discourse specified in corresponding discourse patterns, markers
and speech acts. The focus is made on those discourse elements featuring the principles of
pedagogic dialogue. In the course of inclusive observation conducted on the basis of this scheme
there were determined three basic communication styles featuring different levels of
communicative disposition: dialogic, semi-dialogic and monologic. The statistics reveal
comparatively low percentage of young teachers possessing dialogic dispositions and strategies in
pedagogic communication which calls for certain alterations in the system of teacher training as
well as personality development of future educators.

Keywords: dialogic discourse, teacher-learner communication, value oriented treatement,
alterocentrism, discourse analysis.

3apiuna Ouena. [IuckypcuBHa penpe3eHTallisi NPUHUMIIB iaJOry y CHIJIKYBaHHI
BYMTEJISI M YYHIB.

AHoTanif. Y crarTi po3risHYTO NpoOsieMy AMCKYPCHUBHOI perpe3eHTalil MmeaaroriyHoro
miamory y B3aeMmoaii yuuteni W yuHiB.DYHKIIOHAIbHI MapaMeTpu MEAaroriyHoro mporecy
3YMOBJIIOIOTH PO3YMIHHS NE€AAaroriyHoro Jiajory SK OCOOMCTICHO-30pPIEHTOBAHOIO THUITY
CHUIKYBaHHS, 10 TPYHTYEThCS HA MPHUHIIMIAX I[IHHICHOTO CTaBIIEHHS, AOMIHAaHTH Ha [HIIOMY,
OCOOMCTICHOTO BKJIIOYEHHS, IMO3MII MO3a3HAXOKEHHS 1 OCOOMCTICHOI aBTEHTHYHOCTI, WO €
aIbTEPHATUBHUM Oa4yeHHSAM BIAHOCHO JiOepaibHO-IEMOKpPAaTUYHOI KOHLENIii mianory. Y
KOHTEKCTI JIaHOTO  JIOCHI/DKEHHSI OyJlo  po3po0JeHO CXeMy IaJIOTIYHOTO  JIHCKYpCY,
cnenugikoBaHy Yy BIAMOBIAHUX JUCKYPCHBHHUX TMaTEpPHAX, MapKepax 1 MOBJIICHHEBUX aKTax.
OcobnuBa yBara Oyna npuIiIeHa e€JIEMEHTaM JUCKYypCy, $KI Bi0OpakaroThb MNPUHIUIHN
Me/IaroriyHOro Jiajory. Y XoJi BKIIIOYEHOTO CIOCTEPEKEHHS, MPOBEACHOI0 y KOHTEKCTI LIbOTo
JOCTIKEHHS, OyJI0 BU3HAYEHO TPU OCHOBHI KOMYHIKATHMBHI CTWII, BUPaXEHI Yy PI3HUX PIBHIX
MIQJIOTIYHOI MUCIIO3MINI: AlajJoriyHMi, HamBIIAJOTIYHUNA 1 MoHojoriyuni. CTaTHCTHYHI IaHi
BUSIBJISIIOTh TIOPIBHSHO HU3BKUM BIJCOTOK MOJIOJUX YUWTENIB, SIKI BOJIOJIIOTH JiaJOTIYHOIO
JUCTIO3HINIO 1 BIAMOBITHUMHU CTPATETISIMHU TMEJAroriyHOrO CIUTKYBaHHS, 10 BUKJIMKAE MOTPEOy
MEBHUX 3MIH y CHUCTEMHU Mpo(deciiiHOl MIArOTOBKM YUUTENIB, @ TaKOX IXHBOI'O OCOOMCTICHOTO
PO3BUTKY.

Kntouosi cnosa: oianociunuii OucKypc, Cniiky8anHs yuumess i YuHi6, YIHHICHE CMAGIeHHS,
oominanma Ha [Hwomy, ouckypc-ananis.

1. Introduction

© Zarichna, Olena. (2016). East European Journal of Psycholinguistics, 3(1), 150-161. DOI: 10.5281/zenodo.60200
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In view of the uprising pursuit of dialogic policies in education as well as in all
spheres of social intercourse dialogic communication competence is regarded as one
of the pivotal teaching competences and thus an important aspect of teacher
students’ skill building.

A methodological analysis of the pedagogic conceptions of dialogue conducted
in the context of this study, exposed the existence of three basically divergent
approaches incorporated in the system of pedagogic views: the didactic theory of
dialogue, the democratic dialogic paradigm and the one originating from existential
philosophic trends.

The didactic approach represents a view defining dialogue as a heuristic
method of instruction ensuring activization of the learners' cognitive activity
through leading them to independent reasoning and individual inferences via an
elaborate set of questions and cues (Kaminskaya, 2004).

The democratic dialogic paradigm is based upon the categorical line “freedom
— right — equality — compromise” (Epicurus, J. Locke, J.-J. Rousseau). These are
also seen as the principles of dialogue. In the framework of pedagogy it is seen as a
system of specially designed open interactions serving certain educational purposes
and involving communicative equality, building partnerships, collaboration and free
informational and conceptual interchange (Biriukova, Labunskaya,).

Conversely, the existentialistic humanistic conception, to which this research is
attached, regards dialogue as a personality-centered form of communication,
converting the formal contextually based teacher-student interactions into spiritually
enriching intellectual and emotional co-existence mainly directed at meeting the
essentially human needs of acceptance and belonging, recognition and interpersonal
contact (Bakhtin, 1979; Volodko, 1999).The categorical framework has quite a
different quality features, i.c. “value oriented treatment — alterocentrism — personal
inclusion — metaposition of the teacher — personal authenticity” (Ball, 2001, Buber,
1995), in which value oriented treatment is viewed as recognizing the child as an
ultimate value rather than the object of instruction, alterocentrism as dominance of
the Other One (after M. Buber), personal inclusion as involvement in the child's life
and metaposition (M. Bakhtin) as a caring non-intrusive observant position
synthesizing cognitive abstraction and esthetic perception of the child as a unique
and significant being.

These seemingly contrasting accounts of the nature of dialogue in pedagogy
are as much a multiform approach as a point of confusion on what specific
functional resources, and namely those of pedagogic discourse, are or should be
brought into action in expressing the dialogic intentions and ensuring their
realization.
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While the typical dialogic discourse in the didactic type is the Socratic stepwise
evolvement of reasoning though back-and-forth form of question and answer,
challenge and response (Burbules, 2001), the democratic dialogic strategy of
building teacher-learner relationships is featured by quite different discursive
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patterns related not to the quest of truth but rather to mutual consideration of the
powers and responsibilities of the parties, their agreement and interaction in
pursuing the common cause.

The existentialistic approach, however, tends to emphasize the interpersonal,
largely human-to-human, parameters of pedagogic interaction and calls for a special
form of verbal representation accordingly. What particular discourse patterns,
markers and verbal acts are intentionally and functionally correlative to dialogic
dispositions? Through what discursive practices is value oriented treatment or
alterocentric position to be realized?

Statement of purpose

Based on a survey of prior research, a special challenge for this study was to
explore and clarify what discourse patterns and verbal acts comply with the
objectives of dialogic communication and ensure its introduction and functioning,
what special discourse techniques enhance and facilitate interpersonal dialogue. As
a necessary supplement to this elaboration, there logically ensued a level
distribution of discursive patterns in young teachers according to their dialogic
content.

3. The study

The basic tool for dialogic communication is undoubtedly the language, the
masterly use of which is indispensable in pursuing pedagogic aims of teacher-
learner dialogue. This necessitates a consideration of discourse parameters
responsible for verbal representation of dialogic disposition on teacher-learner
interaction.

Specifying the nature of pedagogic dialogue not as a sequence of
communicative acts within the classroom academic frame, but rather as a term of
culture, we define it as a three-dimensional phenomenon involving the intrapersonal
(subject positioning), the interpersonal (teacher-learner communicative mode) and
intragroup (i.e. group cohesiveness) parameters. These served as fundamental
criteria in determining the character of the discourse patterns representing the
dialogic communicative style as well as in defining the levels of their representation
in teachers' communicative behaviour.

The discourse analysis completed in the context of this study predisposed
identification of those teacher's utterances which the teacher intentionally introduces
into the sequence with the purpose of constructing dialogic relations with the
learners based upon the dialogic principles of value oriented treatment,
alterocentrism, personal inclusion, metaposition of the teacher, personal
authenticity.

Initially, the text analysis was conducted in several stages: the first stage
involved theoretical empirical study resulting in an elaborated scheme of dialogic
discourse acts on the bases of the functional model of pedagogic discourse compiled
by Sinclair, J.McH. and Coulthard (1975), R.M. customized by L. Ushakova
(2003:37). According to this model, pedagogic discourse is a system of frame (the
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micro theme border), focal (the message border), initiating, reactive, feedback
communicative acts gradually combined into cycles. The customized model of the
discourse analysis scheme is featured in Table 1.

Table 1

Discourse patterns featuring dialogic dispositions in teacher-learner

communication

Discourse marker

Representation

Aims and objectives

Communicative acts of initiation

Incentive starters

Phatic expressions, I-messages, we-
messages, non-formal
interrogatives, disjunctive question
forms.

Establishing contact, expressing
personal interest and collaborative
intentions.

Meta-statement
inner/threshold

"Comment of a comment"
utterances, statement of intent while
specifying upon topical issues:
“Now | want to ask the following
question:...", “Let us consider the
following..."

Marking the introductory line of the

discursive cycle, enhancing
individual meaning-making and
addressing  personal  experience.

Establishing alterocentric position.

Query for self-
representation

Questions  representing  various
levels of cognitive activity, from
reproduction to analysis (complying
with Bloom's taxonomy)

Stimulation cognitive and
communicative activity, forwarding
the  dialogic  principles  of
alterocentrism and juxtaposition.

Personalized
utterance

Analytical statement, association,
comparison, commentary,
retrospection, open text markers
("In my view...", "As far as [ am
concerned...")

Fortifying the subject-based
position, paralleling the didactic
dialogue with interpersonal
interaction.

Communicative acts of feedback

Reception of the Exclamation, re-questioning, | Ensuring communicative support,
learner's utterance paraphrasal, commentary, meta- | maintaining the dominant position
(active listening) conclusion. of the learner in the dialogue.
Evaluation Relationship statements: "1 do | Exercising the dialogic principle of
appreciate you effort..." value oriented treatment,
Euphemistic ~ statements  with | maintaining the positive character of
negative connotation "Next time | interaction.
you'd better...", " It would be really
worthwhile to..."

Evaluation as a

Referencing the learner's answer

Focusing on the position of the

challenge (possibly with a summary) with a | partner, correction of understanding.
further commenting question: "So,
you want to say that..."
Drawing Concluding statements, extended | Demonstration of unification, value
conclusions commentary, we-statements. oriented treatment of each of the

participants of interaction.
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The discourse strategies tooling the principles of pedagogic dialogue are
remarkably performative: employing the respective utterances is actually
implementing a dialogical principle. We have defined several practical ideas of how
to make pedagogical dialogue be run effectively.

a) Develop positive perceptive position.

Both V. Kan-Kalyk (1995) and C. Rogers stressed upon the unconditional
acceptance of the learner as well as on the learner-centred approach in which the
teacher is but a facilitator of the learner's progress. The evaluative function of the
teacher in pedagogic interaction though is inevitably related to assessment and
sometimes criticism which makes responding to the learners input in class as well as
their behavior and ways particularly challenging if the teacher is willing to
implement the dialogic principle of value oriented treatment in the teacher-learner
interaction. The reframing technique in discourse layout means avoiding
straightforwardly negative evaluative utterances by means of replacing them by
ultimately positive and optimistic ones cherishing the undisputable value of each
individual.

You're terribly lazy. — I wish you would work harder.

She is not very intelligent. — This subject is not quite her thing. She may be
better in others.

He is bossy. — He is likely to be a good leader in the future.

She is weird. — She is an original personality.

b) Referencing the learner.

Making a thorough account of the learner's utterances, using them as a
springboard in furthering the dialogue is a direct discourse representation of several
dialogic principles: alterocentrism, metaposition of the teacher and value oriented
treatment. Instead of promoting the pre-formed statements of ultimate truth and
knowledge, as it is the case in the directive paradigm, the dialogically disposed
teacher makes the learner's idea the starting point of the discussion, demonstrating
its acceptance and value, comments, adds examples or his own ideas to the one
originated by the learner, regulating the line of a discussion not by the prescribed
view but rather mutually, in cooperation with the learner.

The subject of discussion: Boomerang Generation (an ESL class).

"Boomerang kids" leave home to go to university but then return to the nest in
their twenties. With fewer jobs around, they find it's cheaper to live at home with
mum and dad. Do you think the terms of living together again are the same or
different?

Student: They can't be the same, because these kids are not the same as before.

Teacher: Yes, they have definitely changed after the time away from home.
Could you specify more on what you mean?

c) Adhering to the Compliment — Criticism — Compliment Format of
Evaluation.

Another technique applicable in the context of exercising the value oriented
treatment is "amortization” of criticism via contextualizing them in two
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complimentary statements before and after the criticism actually takes place. This
technique is indispensable in withholding the wvalue oriented treatment in
pedagogical discourse.

Example 3:

"You've made a great introduction with multiple interactive elements. In terms
of structure of the main body I'd rather recommend you to include more examples of
what you are stating. It will make your presentation more adapted to the listener.
This kind of layout will be great for those audiences that are expert in the field you
represent. But in total, you've done a good job and obviously invested a lot of time in
it. Thank you so much."

d) Building productive scenarios.

In order to maintain a positive interaction line as well as contribute to
supporting the learner's self esteem the dialogically disposed teacher will enhance
productive internality in a child minimizing the external locus of control and
guiding him out of the state of inner standstill. The point is to emphasize the lack of
effort, rather than lack of talent in case of failure, to motivate the learner to feel
hopeful and optimistic about his future achievements.

e.g. The result of the test does not mean you can't make it in Maths, but that
you should have prepared better.

Some other discourse techniques are:

- avoiding generalizations and conclusions as to the learner's behavior, rather
concentrating on particular acts of behavior:

"You are monopolizing in today's discussion” instead of "You always strive to
be the centre of attention";

- formulating the I-messages that contribute to the subject-subject
communication scheme escaping the routine judgmental sequence refocusing the
recipient's attention from their act to the consequences of it:

"l feel disappointed when you act like this" instead of "That's a nasty way to
behave."

- "Frankline's technique": agreement — positive comment — substantiation of
the comment — description of the conditions favourable for the idea to be applied —
your own suggestion.

St: I think we should arrange the desk in the class so that they would suit the
microsession format.

Tch: Yes, that would be great. Then we wouldn't sit with our backs to each
other. On the other hand, it would be good is all the lessons presupposed holding
microsessions. Maybe the hexagon arrangement will do better?

Concentrating on the interactive rather than instructional aspect of the
pedagogic discourse, we performed an analysis of young teachers' communicative
acts in terms of their reference to dialogic principles in teacher-learner interaction.
The control group included 57 young teachers doing pre-service training in
Vinnytsia secondary schools and those with no more than 2 years of teaching
experience. This contingent was purposefully selected with the view of defining
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how efficient the current system of university teacher training is in terms of
developing dialogic dispositions in future educators. The experts, teachers and
university methodologists, were invited for inclusive observation of pedagogic
students' communication styles at lessons of the humanitarian cycle making an
account of the three basic parameters:

- the subject position of the teacher (personalized reflection of the subject
matter under study);

- implementation of group cohesion strategies (We-statements,
encouragement techniques);

- interpersonal communication line (dialogic speech and active listening
techniques).

4. Results and discussion

As an important finding of the observation there were revealed three main
types of the teacher's communicative behavior within the standard instructional
discourse.

The teacher representing the dialogic pedagogic style is intrinsically motivated
for conscious dispositions for dialogic communication as existentially significant
intercourse. The verbal form is substantiated by corresponding non-verbal affective
parameters. There can be observed cognitive reflexive interpersonal space, intensive
emotional interchange and intercorrelation, group cohesion strategies, as well as
those regulating intra group psychological processes. The discourse is free and
interpretative, adaptable for transformations and redistribution of accents.

The verbal parameters specifying this interaction type can be viewed as
dialogical if the teacher:

- carries out fair distribution of communicative initiative;

- uses the learners’ perspectives and standpoints as a springboard for his or
her own inferences;
brings the verbal contribution of each of the learners to a logical completion;
provides full feedback, heeding and reducing the children's insecurities;
has a discretionary strategy of intercourse organization;
makes a deliberate account of individual mental filters in the organization of
subject oriented dialogue: associations, emotional memory, experience, inferences,
individual classifications, preferences and generalizations.

- Non-directive guidance through the subject terrain.

The semi-dialogic style is represented by high communicative activity and
initiative. Nevertheless, the subject-based cooperation is devoid of the interpersonal
dialogic line. The majority of the teacher's communicative acts are allocated with a
particular number of certain students. The dialogic strategy appears to be winding
down in the course of communication which leads to a distinct role and status
distribution between the teacher and the learners.

The discursive patterns are outwardly similar to those represented in the
dialogic type, having some deviations towards the directive style though:
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- the teacher employs incentive patterns, I-messages as well as other
installments testifying to the subject position;

- the repertoire remains to be open and interpretative rather than rigidly
Institutionalized and reproductive;

- being marked by communicative intensity as well as emotionally charged,
the teacher's sequence is interspersed by utterances coordinating the cognitive
positions of teacher and learner (agreement, disagreement, balancing and
clarification);

- the discourse line, however, is sporadically one-track, with distinctive
features of cognitive monopoly mainly guiding the learners towards predetermined
conclusions;

- the teacher's input significantly dominates over the learners' contributions
lacking feedback markers, the teacher tends to interrupt, ignore or dismiss the
learners' utterances, resorting to attention simulations.

The monologic style comprises the speech acts denoting an authoritative and
directive instruction line without the interpersonal background or communicative
initiative. The interpersonal distance is caused by the strict demarcation of role and
status frames stemming from an understanding of teacher-learner interaction as that
of exclusively subject-based academic work. The discourse is strictly abridged to a
set of classroom expressions carrying no intentions of subjectivizing the discussion
or activating the learners' own standpoints or productive rather that reproductive
speech. The remarkably distinctive features of this dimension of classroom
interaction are as follows:

- the range of the speech acts is reduced to informative, directive phrases,
declarations of the utterances' reception and their emotionally neutral assessment;

- the I-messages are of formal character lacking personalized content thus
never revealing the teacher's own perspectives on the subject matter;

- lack of discussion initiative, no markers of the interpretative discourse;

- minimal feedback, low responsiveness, both verbal and non-verbal, as to the
learners' utterances.

The focal speech acts to be identified were those representing dialogic
initiative and dialogic feedback. The data was gathered and summarized in
accordance with the method of interactive discourse analysis by N. Pavlova
(2005:0mmoka! Ucrounnk ccbiku He Hakiaen.). The difference was, however, in
the fact that while N. Pavlova focused on the subject-based pedagogic
communication, our analysis primarily concerned the interpersonal aspect related to
the formation and regulation of teacher-learner relationships.

The quantitative and qualitative analysis of the acquired data revealed the
following statistics in the level distribution of dialogic competences in young
teachers:

158



Discourse Representation of Dialogic Principles in Teacher-Learner Communication

%
50
45
40
35
30
25
20
15
10

T I

dialogic semi-dialogic monologic

Thus, 19% of teacher-students can be referred to as those exercising the
dialogic interaction style in their teaching practice, 46% are those representing the
semi-dialogic style and the remaining 37% mainly use directive monologic teaching
and interaction strategies.

The lack of dialogic communication competences in young teachers exposed in
the course of this study reveals the causes much deeper than lack of teacher-student
communication experience, these rather refer to the axiological, motivational,
cognitive and personality domains. Before all, it is the lack of intrinsic prosocial
motivation which prevents young teachers from value-oriented treatment of the
child as well as directing their effort at dialogic communication as a self-valuable
form of social life rather than a favourable background for classroom activities.
Furthermore, it is the non-productive cognitive position showing itself in overall
stereotypical perception of learners and teacher-learner relationships instead of
deliberate construction of productive scenarios of interpersonal communication. The
subject position naturally essential for a subject-subject dialogic intercourse appears
to be dominated by reproductive manner of presentation without any references to
the teacher's own perception and understanding of subject matter which also affects
the interpersonal ground which is ensured by the partners' open statement of their
views and standpoints. The personality aspect i.e. such qualities as openness,
authenticity, internal subject position, tolerance appear to be suppressed by the
functional role position involving the instructional aspect only. Sporadic dialogic
patterns are performed without any pedagogic connotation or any account of
pedagogic functions of interpersonal communication.

5. Conclusions

Sharing an understanding of pedagogic dialogue as an emotionally symmetric
(mutually open) mutually enriching interpersonal communication we made an
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attempt to find its representation in actual discourse patterns of teacher-learner
classroom interaction.

The inclusive observation of young teachers' communicative behavior in the
classroom context revealed low percentage of teachers representing the dialogic
interaction style in their professional practice. This testifies to lack of intrinsic
motivation to this communication style as well as that of conceptual understanding
of the nature of pedagogic communication as such. Consequently, the praxeological
parameters of dialogic style appear sporadically with individual teachers having
inborn personal qualities ensuring the subject position and dialogic disposition in
communication in general.

In our view, possible solutions lie in creation of a unified university
communication policy based upon the principles of dialogue, actualization of the
humanitarian  potential of pedagogy-related courses responsible  for
conceptualization of the subject matter later reflected in students' own standpoints
and interpretation, introduction of the subject matter of dialogic communication into
theoretical and practical training, implementation of alternative forms of pre-service
teacher training.
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NB kareropudeckud 3alpeuieHo MoAaBaTh HEOTPEAAKTUPOBAHHBIA BapUaHT
MAaIlIMHHOTO NIEPEBO/IA;

peaKIusl MOXKET TOMOYb aBTOPY MEPEBECTU PE3IOME HAa YKPAUHCKUM.

4) KiIrOYeBBIC CJIOBAa Ha KaXJIOM W3 Tpex s3bIkoB (5—7 cioB) (12 kerib,
KYpCHB).

TEKCT BxJroyaet Takue He0OOX0JUMBIE DJIEMEHTHI:

BBEJICHHE;, METOJbl HCCIEAOBAaHMS; MpOIeaypa HUCCIEI0BaHUS; OOCYXKICHHUE

PE3YNbTATOB; BHIBOJIBI.

CIIMCOK JIMTEPATYPbBI odopmisate Tonbko coriiacHo HopMm APA:
(http://www.apastyle.org/)

Ecmm wcrounmk omyOJIMKOBaH Ha YKPAaMHCKOM WM PYCCKOM SI3bIKE (WJTH
IPYroM KHUPUITUYECKOM SI3bIKE), B CIIUCKE JIMTEPATYPHI €r0 HEOOXOAUMO MO]1aBaTh
JIJATHHCKUMH Y KUPWLIHYECKUMH OyKBaMu, HaIlpuMep:

Knura:

[IlesenboB HO. Hapuc cydacHoi yKpaiHCBKOi JITEpaTypHOi MOBHM Ta 1HII
miareictryHi ctyAii / 0. IlleBensoB. — K.: Temmnopa, 2012,

Shevelov, Yu. (2012). Narys Suchasnoii Ukrains’koii Literaturnoii Movy ta Inshi
Lingvistychni Studii [An Outline of Modern Ukrainian Literary Language and Other
Linguistic Studies]. Kyiv: Tempora.

Crath.:
Cwmit II. TlcuxominreictuuHa Mojenb auckypcy. East European Journal of
Psycholinguistics, 2014, 1(2), 122-130.

Smith, P. (2014). Psykholingvistychna model dyskursu [Psycholinguistic model of
discourse]. East European Journal of Psycholinguistics, 1, 222-230.

HNurepHer-pecypc:

Smith, P. Psycholinguistic model of discourse. Retrieved from http: //XXX.XXX.XX

Paznen monorpadguu:

Smith, P. (2014). Psycholinguistic model of discourse. In: Challenges of
Psycholinguistics, (pp. 222-242). J. Brown, (ed.). Lutsk: Vezha.

Te3ucel KoHpepeHUU:

Smith, P. (2015). Psycholinguistic model of translation. In: J. Brown (Ed.)
Second International Conference Challenges of Psycholinguistics and Psychology of
Language and Speech COPAPOLS 2015. Book of abstracts (10-12). Lutsk,
Ukraine: Social Initiatives and Analytic Research Center.

Ha KOKXAYIO IMO3MIUI0O B CIIMCKC JIUTCPATYpPbl JOJIKHA OBITH CCBHUIKA B TEKCTE
CTaTbM; CCBHIIIKM B TCKCTC JCJIAIOTCA TaK: €CJIHM UMECTCS B BUAY MCTOUYHHUK B ILCJIOM

(Smith, 2014), B ciyuae nUTUpOBaHMS C yKa3aHWEM HoMepa cTpaHuisl (Smith,
2014:225).
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