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SECTION 1: THEORY AND HISTORY OF PEDAGOGY
PA3JEJI 1: TEOPUS U UCTOPUSA IIEJAT'OI'MKHA

UDC 37.013:37.014.5
DOI 10.46991/educ-21st-century.v8.i1.010

SK3UCTEHIUAJIBHO-®EHOMEHOJIOTMUECKUI OAXO0]1 K
TPAHC®OPMAILIMH COJEPKAHHS OBPA30BAHNST HA OCHOBE
AKTYAJU3ALNYA HAYYHOI'O HACJEAUS: KEMC O.M.TYTYHIKSIHA

Bepmyc Anekcanap

Joxmop nedazozuueckux nayx, npogeccop,

3as. kaghedpoil 06pazoeanust u NedA20SUYECKUX HAYK,

Arademus ncuxonozuu u nedazouKuU,

DedepanvHoe 20cyOapcmeeHHoe asmMoHOMHOE 00PA308aMeENbHOE YUpedtcOeHUe
svicuie2o oopazosanus «FOxcHbvIl (hedepanvbhblil YHUBEPCUEem,
Pocmos-na-/[ony, Poccutickas @edepayus

bermous@sfedu.ru

https://orcid.org/0000-0002-9342-6339

AHHOTAIHUA

B craree mpemmaraeTcs HOBas METOMOJIOTHYECKAs ONTHKA U aHANHM3a M KOHCONUIALIUU TPEX
BEKTOPOB TpaHC(hOpMAIMU COJCPKaHUSA 00pa30BaHUs: BO3POKIACHUS HCTOPUKO-KYIBTYPHOU Tpaju-
un (pedaekcuBHOE oOpalleHue K KIaCCHYECKHM TEKCTaM), pealn3allii aKTyajJbHOW 00pa3oBaTesb-
HOM TONUTHKU (y4€T MPUOPUTETOB, HCIOJHEHHWE HOPMATHUBHBIX JTOKYMEHTOB) U HHHUIIMUPOBAHHS
VMHHOBAI[MOHHBIX MPOEKTOB (C HCIOJIb30BaHHEM LUPPOBHIX uiaTdgopMm). B kauecTBe Teopernueckoii
PaMKH HCIOJIb3YETCS JK3UCTCHIHAIHHO-(ECHOMCHOIOTUYECKAs TEOPHUS COJEPKaHHUS 00pa30BaHHUS
(Bermus, Serikov, & Altynikova, 2021; Lednev, 1991; Shalygina & Shabalin, 2017), ocHOBaHHas1 Ha
MOp(hOCEMaHTHIECKOM aHAJIM3e CIIOBa «CONEpXKaHHe» (CO-IepK-aHW) M NATHYPOBHEBOIH Momemu (OT
JO-TIOHATHIHOTO OMBITa JO MHONHKYJIbTypHOro numanora). Ha mpumepe kuuru O.M. TyTyHmKsHA
«Bompocs gerckoit ncuxonorum» (1980, Yerevan University), conepxatieil getanbHoe H3I0KEHUE U
KpUTHYECKUH aHanu3 uneit A. Bamnona, P. 3an3o, I1. Onepona nu ®@. Manspué, nmokazaHo, Kak KakJblii
YPOBEHb MOJICIH MTO3BOJIACT ITO-PAa3HOMY YACPKUBAThH M Pa3BUBATh TPAIUIUIO: OT IK3UCTCHIIHATEHOTO
npucytcTBus (ypoBeHb 0) 10 TeHepaluu MEXIyHApOIHBIX HCCIICIOBATEILCKAX CeTe M IM(POBBIX
wiatdopm (yposens 5). ChopmynupoBanbl 17 GyHIaMeHTaNbHBIX aHTUTE3 (paHIly3CKOil reHeTnuec-
KOW TICHXOJIOTHH, a TaKXe MPUHIUIBI «BO3BpAIIArONIero (PeKypCHBHOTO) MPOEKTUPOBAHUS», M03-
BOJISTFOIIINE TIPEOJIONIETh Pa3phIB MEXKLy UCTOPUEH MeAaroruku, 00pa3oBaTeIbHONM MOJUTHKOW M UHHO-
BALIMOHHOMW MPaKTUKOM.

Knroueswie cnosa: cooepoicanue 06pazosanus; IK3UCMEHYUATLHO-PEHOMEHOL02ULECKUL NOOX00,
namuyposnesas mooeiv;, O.M. TymyHnOocsin;, panyysckas eeHemudeckas NCUXOA02Usl, PeKYyPCUBHOe
nPOEeKMupoBane; UHOeMepPMUHUIM Nepesood.

BBeaenue

OnHoil M3 (QyHIAMEHTANBHBIX MPOOJIEM aKTyaJlbHOH O00pa30BaTENbHOW IMOJUTHKUA WU
NPaKTUKU SIBISIETCA YCTOWYMBBINA Pa3pbiB MEXKAY TPEMs BAKHEHIIMMH BEKTOPAMHU:

1. Coxpanenue u u3yueHue Hay4YHO-PUIOCOPCKOro Hacieausi B 001aCTH TeJaroruki 1

MICUXOJIOTHH U IPYTUX HayK 00 0Opa3oBaHUM, OMMPAIOLIETOCS HA YK€ 3aBEpILICHHBIC
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(«ctaBme») ¢popmbl Mbiciu (S.A. Komenckuit, K. . Ymunckui, JI.C. BriroTckuit n
ap.). IlpoGmema 3akmowaeTcss B TOM, YTO JaXe B CHTyalUsXx oOpalleHus K
HeMaTepUuanbHbIM (EHOMEHaM HCTOPUHM M KYIbTYPBHI, TOMHUHHUPYIOIIEH HWHTCHIHEH
okasbiBaeTcs My3eedukarus (Binda, 2026; Zolotovskiy, 2021) TpaguiuoHHBIX
TEKCTOB: UX U3y4alOT, KOMMEHTHPYIOT, HO HE BKITIOYAIOT B IIPAKTHKY 00pa30BaHMI.

2. Peanuzanusi akTyaJbHBIX NMPUOPUTETOB M BBITOIHEHUE «ITOJUTUICCKON MOBECTKH:
HOPMAaTHBHBIX JTOKYMEHTOB pa3Horo ypoBHA (Ykaswel llpesunenrta, 3akoHsl,
Pacnopsoxenus IlpaBurenbctBa. [Ipukaspl 1 METOAWYECKUE MUChbMa MUHUCTEPCTB;
Hanpumep, nocesauieHHbe yrepxkaeHuo GI'OC u ap.). OcHOBHOH mpoOieMoii 3TOro
BEKTOpa SBJISICTCSI BHYTPHUIIOJIMTHYECKAs aHTa&KUPOBAHHOCTb, COKpallarouias
BO3MOXXHOCTH COBMECTHBIX MEXKTyHAPOAHBIX IPOEKTOB.

3. VHHOBalIMOHHBIE MPOEKTHI, KaK MPaBUJIO, 00ECIIEUNBAIOT KPATKOCPOYHOE CO3JaHUE
eAMHIYHBIX TIPOTYKTOB (00pa30BaTeIbHBIX MPOrpaMM, UG POBLIX MmIaTdopm, FKcIe-
PUMEHTOB), OJTHAKO OHM K€ MPOM3BOIAT (PYHIAMEHTANBHBIN Pa3pblB C TPaJAHINEH:
HOBBIE MTPOEKTHI YaCTO «M300pPETAIOT BEIOCHUIE», HE 3HAs, YTO aHAJOTUYHEIE HICH
yke ObITH pa3paboTaHbl JeCSITUISTHS HA3a].

HecomHueHnHO, mO00HBIH pa3pblB HMEET BeChbMa TITyOOKHE HMCTOPHUKO-KYJIbTYpHBIE TPH-
yuHbl 1 ocHoBaHus. Tak, WM. [opmora u H.b. 3uHoBbeBa (2025) moka3piBaloT, 4TO OTE-
YEeCTBEHHAs! KyJIbTYpPHO-0Opa3oBaTeNbHAsl JESATENbHOCTh, KaK TaKoBas, 3apOJWBIIAsCS B
XVII-XVIII BB., Ha NPOTSIKEHUN BCEH CBOCH MCTOPHH MOHUMAJACh KaK «IOJBH)KHUYECKAs
JIeSITEIbHOCTh 00pa30BaHHBIX JIFOJIEH, CTPEMSIIUXCS PACIIPOCTPAHUTh MPOTPECCUBHBIE MHUPO-
BO33pEHYECKHE UJIeH, HABBIKA CaM0o00pa30BaHUs, YTEHUS W JYXOBHOTO CaMOCOBEPIIIEHCTBO-
BaHMS B MIMPOKHE HapojHbie Macch» (Gorlova & Zinovieva, 2025). B pasubie mepuoisi
BpeMeHH ee (DOKyC CMeImaics OT «BHEIIKOJIBHOW paboOTh» — K «KyJIbTYpHO-TIPOCBETH-
TEJIbCKOW JIESTETBHOCTHY; OT BOBIICUCHUS YUAIIMXCS «B JICATENHFHOCTD JETCKHUX ILIOUIAJOK,
KIyOOB W Jpyrux opranusanuoHHeix (opm» (Gorlova & Zinovieva, 2025, p. 10) no
CO3JIaHMS U PA3BHUTHUS CETH «YyUPEKJIECHHH KYJIbTYpBhl, BKIIOUAIOIIAS T€aTPhl, My3eU, BBICTA-
BOUHBIE 3aibl, KHIKHBIE m3naTenscTBa 1 CMU, xunematorpad, KiryObl, JoMa W JIBOPIIBI
KyJbTYpPbI, MaccoBble OHOIHOTEKH, MIKONIBI HCKyccTB» (Gorlova & Zinovieva, 2025, pp. 10-
11). OmHako BO BCeX acrekTax W M3Bojax, mocie 1991 r., kak OTMEYaroT Te K€ aBTOPHI,
«HJICONIOTHUSI TIPOCBEIICHUST OTOIIa HA 3aJHWH miaH [...] Ha cMeHy mpumum KoMMeprws,
Ou3HEC, PHIHOK, BELIM3M, IOTpeOIIeHre, TeIeCHOCTh, cobmasu» (Gorlova & Zinovieva, 2025,
pp. 11-12), B cBsi31 ¢ 4eM BOIPOC 00 UCTOPUYECKOM MPEEMCTBEHHOCTH U Pa3BUTHUHU KYJIBTYP-
HO-00pa30BaTeNIbHBIX (DEHOMEHOB TPeOYET HOBOTO KOHIIENTYAILHOTO H METOJIOJIOTHYECKOTO
WHCTPYMEHTapHSI.

TakuM 00pa3oM, Mbl MOXXEM IMpeIBAPUTEIBHO CHOPMYIUPOBATH THUIOTE3Y, LElb U
3aJa41 HACTOSIIET0 UCCIICAOBAHMS:

T'unomesa uccnedoeanus. IEHHOCTHO-OCMBICIICHHAS! M KOHLENTYaJIbHO-000CHOBaHHAS
UHTETrpaIys MpPOIECCOB MCTOPHUYECKON pedIIeKCHH M aKTyalu3allid HAYyYHOTO HaCIeIus;
BBIPaOOTKH aKTyaJIbHOH HAay4HO-00pa30BaTENIbHOW MOJUTHKH U peaiu3auusi 3P(EKTUBHBIX
NPOEKTOB B Hay4HO-00pa3oBaTelbHOH cepe BO3MOXKHA B KOHTEKCTE 3K3UCTEHIMAIbHO-
(heHOMEHOJIOTHYECKOM TEOPUH COJIEpXKaHUsI 00pa30BaHUsl, IPEOI0JIEBAOIIECH OTHOCTOPOHHEE
npeJICTaBIeHUEe O COJEepKaHMH 00pa3oBaHUs Kak O Habope IIEMEHTOB (3HAHWH, YMEHHH,
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HaBBIKOB, OTIBITOB, KOMIIETCHINH) B TI0JIb3Y CHCTEMHOTO K MHOTOYPOBHEBOT'O IPEICTaBICHHS
0 COZep)KaHWH, KaK MPOCTPAHCTBE M BPEMEHU COBMECTHOIO yiepxanus, ycuius CyObekTa
npu Berpeue ¢ Jpyrum u Musim (Bondarevskaya, 2012; Petrovskiy, 1996). B stoii ¢hopmy-
JUPOBKE MBI omupaeMcs Ha uzaero crateu (Bermus, 2024) o cemaHTH3anuM BHYTpEHHEH
(hopMBI croBa «coaepKaHue» — KaK €ANHCTBA TPEX CMBICIOB: MPUCTABKH «CO-» - O3HAYAIO-
mel CO-BMECTHOCTb, CO-ObITHE, KOpPHS «-ACpPX-», (DPUKCHPYIOIIEro HEKOTOpOe YCHIIHE,
HanpspkeHHe U cy(d@ukca «-aHU-», YKa3bIBAIOLIEI0 Ha IPOLECCyaIbHOCTh, TUHAMUYHOCTh
conepkanusi oopazoBanus. TakuM 00pa3oMm, COAepKaTeILHOCTh 00pa30BaHUs — HEOTAETUMA
OT YCWJIMI MO COEJMHEHUIO Pa3HOPOAHBIX CYIIHOCTH (B yacTHOCTH, [Ipommioro, Hactosmero
u bynymero; Tpagumnu u [Ipoekra, HayqHOH 1 ypaBiIeHIECKOH YCTAaHOBKH).

Llenvro uccnedosanus susercss (GOPMYIMPOBKA HHTEIPATHBHOTO crocola umenus-
NOHUMAHUA-UHMepnpemayuy KIacCHUeCKNX HayqYHO-PHUI0CO(CKUX TEKCTOB, KOTOPHIN yAep-
JKUBAET, COXPAHSACT U BO3POXKAAET TPAIUIIMIO, OJHOBPEMEHHO BKJIIOYAsl €€ B aKTyaJbHYIO
00pa3oBaTeIbHYI0 HNOJIUTUKY M MHHOBAIIMOHHBIE IPOEKTHL. B 3T0i CBsI3M, MBI mOIBITaEMCS
PEUINTH HECKOIBKO B3aUMOCBSI3aHHBIX 3a0ay.

1. DkcmummUpoBaTh TPU BEKTOpa TpaHCHOPMAINH COMEpKaHUs 00pa30BaHUS B COBpE-
MEHHBIX YCIOBHUSX (MCTOPHKO-KYJIbTYpPHBIH, TOJUTUKO-YIPaBICHUYECKUH, TPOEKTHO-
MHHOBAIIMOHHBIN);

2. ChopmynupoBaTh CUCTEMHYIO (IISITHYPOBHEBYIO) MOJIENb MPAKTUKO-OPUEHTHPOBAH-
HOTO COBMEILIEHHS ITUX BEKTOPOB;

3. Ha npumepe xuurun O.M. TytyHmxksHa «Bompochkl aerckoii mcuxonorun» (1980)
MoKa3aTh pa3jiMYHble MOAAIBHOCTU TPaHCPOPMALIUN COAEPIKaHHUsI 00pa30BaHUS: OT
peduiekcun 1 aKTyaau3alud HAyYHOI'O SI3bIKa MPEABIIYIINX ASCATHICTUI A0 TeHepa-
UM aKTyaJIbHbIX MEXIYHAPOAHBIX IPOEKTOB B 00pa3oBaTeNbHON cdepe.

4. ChopMynupoBaTh MPUHIUIIEI «BO3BPAIIAIOIIETO IPOCKTUPOBAHUS» B 00pa30BaHHUM.

MeTtoabl

Hu3aith uccneoosanusn

Uccnenoanue BBINOJHEHO B PyCiie TEOPETUKO-METO0JIOTHYECKOT0 aHAJIN3a C 3JIEMEH-
TaMH HUCTOPUKO-TICUXOJIOTMYECKON PEKOHCTPYKLUMHU. THUN HCCIEIOBaHUS — KauyeCTBEHHBIH,
T€PMEHEBTUUECKUH, HANpPABICHHBI Ha HHTEPIPETALMI0 U aKTyallU3alui0 KIACCUYECKOTO
HAy4YHOTO TEKCTa B KOHTEKCTE COBPEMEHHOW 00pa30BaTEILHON MOJIMTUKH M MHHOBAITMOHHBIX
MPOEKTOB.

Mamepuan

OcCHOBHBIM MatepHualioM HuccinenoBanus BeicTynwia kaura O.M. Tyrynmxksana «Bompo-
cbl jietckoi neuxonorum» (Tutundzhyan, 1980), omyOinkoBaHHAs HA apMSHCKOM SI3bIKE B
uznarensctBe EpeBanckoro yauBepcuteta (Tupak 2000 5k3.). KHATA COOEpKUT cHUCTeMaTH-
YECKOE W3JIOKEHNE U KPUTHYECKHH aHanW3 B3IVIAJI0B YETBIPEX BENYIIUX MpPEACTaBUTEIEH
(hpaHIiry3cKoi reHeTuueckoi ncuxonorud — A. Bamtona, P. 3an30, I1. Onepona u ®. Mab-
pué, a TakKe MaTepuasbl JINYHBIX Oece]] aBTopa ¢ yKa3aHHBIMHU YYEHBIMH (32 UCKIIOYCHHEM
A. Bamiona) Bo BpeMsi Hay4HBIX KOMaHAUPOBOK Bo dpaniuro (1966, 1969, 1976).

Jononnumensno npueneyensl. HOPMaTUBHBIE TOKYMEHTBI POCCUHCKOW 00pa3oBaTelib-
Hoii momutuku (Ukaz Prezidenta RF, 2022; Kontseptsiya podgotovki pedagogicheskikh
kadrov, 2023); Hay4HbIe CTAaTbU 110 SMHUCTEMOJIOTUH TPAIUINI, HHICTSPMHUHU3MY TIepeBOIa U
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¢ poBEIM 1atGopmam st paboTel ¢ HacinenueM (Burman et al., 2024; Chen et al., 2023;
Kolesnykova, 2025; Kravchenko et al., 2025; Zolotovskiy, 2021).

Ilpouyedypa ananuza

AHanu3 IpoBOAMICS B IISITh 3TAIOB, KaXIbIH U3 KOTOPHIX COOTBETCTBOBAJI OJHOMY U3
YPOBHEH MATHYPOBHEBOM MOJAETH coAcpkKaHUs oOpasoBaHus (cM. pasnen «Pe3yibTaTh»,
noapasmaen 1):

1. Yposenp 0 (9K3WCTEHIIMANEHOE MPHUCYTCTBHE): (PEHOMEHOJIOTHYECKOE «BO3ZepiKa-

HHUEe» (3M0X€) OT HICOTOTUIECKHUX OIEHOK TeKkcTa TyTyHmKsAHA (0TKa3 KaK OT COBET-
CKOW PUTOPHKH, TaK U OT €€ HEKPUTHUECKOTO OTBEPIKEHHS);

2. YpoBeHb | (MOHOJOTHYECKHI): U3NOKEHHE KIIOYEBBIX yTBepKAeHU TyTyHIUKsSIHA O
KoHuenuusix Bamtona, 3ag30, Onepona u Manbpué (pakronornueckoe uid HOpMa-
THUBHOE COJICPIKAHUE).

3. YpoBeHs 2 (AnanorudecKkuii): BEISBICHHE BHYTPEHHHUX MPOTHBOPEUHH MEXIY MO3H-
LIUSIMHM Pa3HBIX aBTOPOB (Hampumep, Bamnon vs. Manbpué o cpokax moapaskaHus;
3am30 vs. [Inaxe o peun), a Takke MeXIy PpaHIly3CKOW TeHETUIECKON TICUXOIIOTHEH
U COBPEMEHHBIMHU ANUCKYPCAMHU.

4. YpoBeHb 3 (IeSTETHHOCTHBIN): COMOCTABICHUE BBIICICHHBIX JUCIIO3UIINI C aKTyalb-
HbIMM HOpPMAaTHUBHBIMU jaokyMeHTamMu (Yka3z Ne809, ®I'OC) u dopmynupoBka
MPaKTUIECKUX OTOCPEICTBOBAHHH.

5. YpoBHu 4-5 (IpOEKTHO-CETEBOI): TeHEepalnsi BO3MOKHBIX MHHOBAIMOHHBIX MPOEK-
TOB (XpecToMaTHsl, MEKIUCIUILIMHAPHBIA Kypc, IudpoBas miaTdopmMa) Ha OCHOBE
Hacneaus TyTyHIDKsHA.

Boinenenune 17 ¢yHIaMeHTanbHBIX aHTUTE3 MPOBOAMIOCH HMOCPEACTBOM MopdocemaH-
TUYECKOTO aHanu3a (BBISIBICHHE IUXOTOMHM, OCTAIOIIMXCS HEPa3pem€HHBIMH B paMKax
(paHIy3CKOH TeHEeTHYeCKOW MCHXOJOTHH) M TMPOIENYPhl «IABOHHOTO UYTeHHs» (OJHOBpE-
MEHHOE PacCMOTPEHHE UCTOPUIECKOT0 KOHTEKCTA U aKTyaJIbHOM MPOEKINH).

Amuueckue acnexkmol

HccnenoBanne He BKIIOYAIO B3aUMOJICHCTBHE C JIFOJIbMH HIIH JKUBOTHBIMH, HE TpeOoBa-
710 cOopa nmepcoHaIbHBIX AaHHBIX U, COOTBETCTBEHHO, HE HY>KIAJIOCh B OJJOOPEHUN 3THYECKO-
ro xomutera. Bce HCIONB30BaHHBIE MCTOYHWKH HAXOASTCS B OTKPBITOM JOCTYIE WJIM B
(hoHIaX HAYYHBIX OMOIHOTEK.

PesynabTarsl

Craenyer oTMeTHTh, 4TO B cBoedl MoHorpadun O.M. TyTyHIXSH cTaBUT mepen coOoi
JIBOMHYIO 3a/1a4dy: BO-TIEPBBIX, TO3HAKOMUTH COBETCKOT'O YMTATENs CO B3TJISAaMH IpPOTpec-
CUBHBIX (DpaHITy3CKUX ICUXOJIOTOB Ha OCOOCHHOCTH M MPOIIECC PA3BHUTHUS TICHUXUKH PeOCHKA,
a BO-BTOpBIX, JaTh UX HAYYHYIO U KPUTUYECKYIO OLIEHKY «B CBETE NMPHHIMIIOB, MPUHATHIX B
COBETCKOM ICHUXOJIOTUYECKOW Hayke». OTa JBOWHAsA ONTHKA OIpPENeNseT KaK CHJIBHBIC
CTOPOHBI PabOTHI (A€TaIbHBIN 0030p, BbIICICHUE Y3JI0BbIX IP00JIeM, OOraThiil (haKTHUSCKUM
Marepuai), TaK M e¢ BHYTPEHHHE HampspKeHHsS (HOIBITKH «COBETH3aLUW» (HPaHIy3CKHX
aBTOPOB, HEKOTOpas «AEKJIApaTHBHOCTHY» KPUTHKH HICATUCTUYECKUX OMIMOOK, aKUEHT Ha
MapTUHHON TPUHAJIEKHOCTH aBTOPOB).

Ha cerogusmaunii 1eHp MO sy MPUYUH 3TOT TEKCT MPAKTUYECKH «BBITA» U3 aKTyallb-
HOT'0 HAYYHOTO 000pOTa: CKa3bIBAECTCS U TO, YTO OH OB OITyOJIMKOBAH Ha apMSHCKOM S3BIKE
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U JI0 cuX mop He nepeseneH. CieqyeT TakkKe UMETh B BULy, YTO KHUATA ObUIa U3/1aHa €JHHOX-
oel (1980) neGompmmmM THpaxkoM (2000 5k3.). Hakonewn, s COBpEeMEHHOTO YHUTATEIs
U/IC0NIOTHYECKasi PUTOPUKA (KPUTHKA «OYyp>Kya3HOW MCUXOJOTHH» U aleUIIUA K MapKCH3-
MY-JICHUHA3MY) CO3JaI0T JOMOJHUTENbHBIE ICUXOIOTHUECKUE MPErpaibl A5l IOHUMaHHSL.

B To xe BpeMs ciemyeT OTMETHUTb, YTO MMEHHO B OTHOLICHMU K 3TUM HEH30EKHBIM
MIperpajgaM pearn3yeTcsl Hall COOCTBEHHBIH CIOCO0 «Iep:kaHus ceOs» B MPEOOIEHUH CO0-
JIa3HOB «IPOCTHIX OLIEHOK» HACJIEIHs OJHOTO U3 BBIAAIOLIUXCS JesTelel COBETCKOM apMsH-
CKOM NCHXOJOruu. VHBIMH CJIOBaMH, HCTOYHHKOM («HYJIEBBIM YPOBHEM)) COIEPXKaHMSA
OKa3bIBacTCs Bo3JepxkaHue (3moxé, B QeHomeHonormueckom cmbicie) (Heidegger, 2013;
Mamardashvili, 2014) kak OT HIEOTOTHIECKOTO OTBEPIKEHHSI TEKCTA, KAK «COBETCKOH Mporia-
TaHJbD», TaK U OT BOCTOPKEHHOTO HEKPUTHUYECKOTO BOCHPUATHS («HACKOJBKO K€ B COBET-
CKOH HayKe MBICIWIN TIIyOke, 4eM ceifuac!»), u yCTaHOBKOI Ha OCMBICIIEHHE W TIEPEOCMBIC-
JIeHWE OTHOWICHHH MeXIy (AKTUIEeCKHM MAaTepuajaoM, Hay4YHbIMH KOHLENIMSIMU H
UICOJIOTHYECKUMHU PaMKaMH.

Bkpatie npencraBum conepikaHue «IEpBOIO YPOBHS», MPEICTaBIsIoIIee co00il coBo-
KynHocTh yTBepkaeHnid O.M. TyTyHKsIHA B €ro U3JI0KEeHU! (HYPAHITY3CKUX IICUXOJIOTOB.

1. Konyenyus Aupu Bannona

1) Merononoruyeckuii Te3uc: KoHUenuus A.Bamiona — npuHAICKUT MaTePHATUCTH-
YecKOW TpaaMLIUU, U COAEPKUT KpUTUKY uaeanusma. O.M.TyTyHIKSIH mOJ4epKUBaET, YTO
KOHIENIMs BamioHa «caMOOBITHAs MaTepUAMCTHYECKas KOHUEMIHUS» B COBPEMEHHON
(hpaHITy3CcKOl TCHXOJIOTHYecKoi MbIciu. OTHOBpEMEHHO BaiioH KPUTHKYET: TeIOHU3M
(oOBsicHEHrE pa3BUTHS TICUXHUKHU MPUHIIMIIOM yIOBOIBCTBUS/HEYIOBOIBCTBUSA), UIACATUCTH-
YecKoe IIOHMMAaHHWE CO3HAHUS; HMHTPOCIEKTHBHYIO Icuxoioruto, jorummsMm K. Ilnaxke
(«ayTU3M» U «3rOLEHTPHU3M»), Omonormsm 3. Dpeiia, 3K3UCTEHIMATUCTCKOE MOHUMAaHUE
«apyroro» (Captp, Hemnoucens u np.)

2) I'eneTnyeckuii TE3KMC: SMOIMSA U TOHYC Kak OCHOBa co3HaHus. CO3HaHHE HE HAuH-
HAETCsl ¢ MBINUICHUS] MM BOCTIPHUSITUSL BHEITHUX O0BEKTOB. ETO MCTOKOM SIBIISIETCS «IICHXH-
yeckass TYMaHHOCTH» (HequdQepeHIIMPOBAaHHOE COCTOSIHME, JIMYHOCTHAs OecdopmeHHas
HEONPEIEICHHOCT), BBI3BaHHAs HU3KUM YPOBHEM 3pEJOCTH aHATOMO-(PH3MOIOTHYECKHX
cTpyktyp. IlepBuuHO#l siBisieTcss «TOHMYECKas (MIO3HAs1) QYHKLUS», KOTOpas BKIIOYAET HE
TOJIbKO MBIIIEYHBIA TOHYC, a LIEJIOCTHBIM MEXaHW3M, 00eCleunBaroIuil eIMHCTBO Tena U
NICUXHUKH, BHEIIHEE NPOSBICHUE ICUXMKHM B IIACTHKE TeNa, JKEeCTax, NEHCTBUAX. OMouus
TpakTyercsi Bammonom He kak «pacmam» moseneHus (kputuka 1. JKane), a xak «HOBas
(dopma co3HaHUs» W MEXaHu3M mnpucrocobnenus. Takum oOpasom, dmonus — (QyHKIHO-
HaJlbHasg CHCTEMa, UMeEIoNIas MO3AHEe MPOUCXOXKIACHNE, KOTOpasi BBHIMTOJIHAET POJIb KaTajH-
3aTopa Ui MePBHIX MPOSABICHUN CO3HAHHUA.

3) TenecHbIil TE3HC: cXeMa Tesla U UHTErpalys ouryeHuid. dopMupoBaHUE TICUXUKU
JKECTKO JIETEPMHUHUPOBAHO CO3pPEBaHUEM HEPBHOW CUCTEMBI U YCTAHOBIICHHEM CBSI3€ MEXKIY
pa3HBIMHU TUIIAMU 4yBCTBUTEJILHOCTH: MHTEPOLENINS (BHYTPEHHUE OPraHbl) CO3PEBAET PaHb-
1ie, mponpuouenys (MOJ0KEHNE Tella) U AKCTEPOLeNnuus (3peHue, CIlyX) UHTErPUPYIOTCS
noxe. Takum o0pa3om, «cxema Tenay He JaHa M3HAYaIbHO, HO CO3PEBAET B TEUCHHE MEPBO-
ro rojia )Xu3HH. Bamion panuyaer «mponpuonenTuBHoe f» (omIymenne cCOOCTBEHHOTO Tea
W3HYTPH) U «dKcTeponentuBHoe S» (06pa3 cebs B 3epkane). OTcroma cieayer, YTo «cxema
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Tesla» — He €CTh aHATOMHYECKOE TENO, HO ()YHKIHMOHAIBHOE €IWHCTBO IIO3HOTO» U «OKpY-
JKAIOIIEr0» MPOCTPAHCTBA.

4) OnepannoHAIBHBIA TE3UC: TOApPaKaHUEe Kak MOCT. LleHTpanbHbIi MeXaHH3M Iepe-
X0Jla OT OMOJIOTUYECKOTO K TICHXMUYECKOMY — MOJpakaHue. Bayion BBOAUT cTporoe pasiu-
yhe: UCTHHHOE Tojpaxanne (Tpedyromiee BHYTPEHHEH MOJAENH JEUCTBHUS) VS. ABTOMaTH-
YeCKHe peaknnu (IXoJalus, epceBepanys, Kpyropele peakunu bonaynna). Kimouesoe ycio-
BHE MOJIpaKaHUs — HATMIHE «MHKYOAIIMOHHON (pa3bl» (CKPBITOTO HAYUYEHWs), IEPHOA MEXKIY
BOCTIPUSITHEM JEWCTBUS MOJAEITH W €ro BOCIPOW3BENCHHEM, B TeUE€HHE KOTOpOro (opMmu-
pyeTcs HezaBUCHMasi BHYTpEHHsIsI MoJienb. J{ist popMupoBaHus cmiocoOHOCTH K MOAPAKAHHIO
HEOOXOMUMBI: (a) Mepexon K «IepUENTUBHO-TIO3HOW IUIACTUYHOCTH»; (0) BBHIMOIHEHHE
JeMCTBUS BMECTE C MOAENbl0. PeOEHOK B 3TO BpeMsi HAXOAMUTCS B COCTOSHUM «IIEPLUENTHBHO-
JIBUraTeNIbHON TNpoHUIaeMocTH (umnperHanun)». Dopmbl moapaxkanuss 1o Bammony:
aBTOMAaTHYECKOe, CEHCOMOTOPHOE, CIIOHTaHHOEe, BooOpaykaeMoe (C TpeX JIeT), pacCya0dHOe
WJIH MBICIHTENBbHOE (C TIecTH JeT). ICTHHHOE ToipaykaHue TPOSBIISIeTCS He paHbIIle BTOPOU
MTOJIOBIHEI BTOPOTO TO/1A.

5) CornmanbHbIii Te3uC: posb «apyroro» u Mapkc. Co3HaHHE HE MOXKET Pa3BHBATHCS
ABTOHOMHO OT CBOET0 MCTOYHHUKA: «IIPAKTHUYECKON NEATENBHOCTH» U «JI€ATEIBHOCTH OTHO-
menuit». Ilonumanue «Ipyroro» (depe3 mojipakaHue ¥ SMOLMOHAJIBHBIA pe30HaHC) Mpea-
HIecTBYeT (OPMUPOBAHUIO CaMOCO3HAHMA. 31ech TYTYHIKSIH MPUBOAUT muTaty u3 Mapkca
(uepe3 Bamnona): «YHenoBek oTpakaeTcsi B IpyroM dYeloBeke Kak B 3epkajie». «lIpuspax
apyroro» (Fantome d’autre) — sto Hanbosiee paHHUN (EHOMEH CONMATBHOM MEPIIETIIHH, T/e
00pa3 «Ipyroro» CTaHOBUTCS ITOCTOSHHBIM BHYTPEHHUM MapTHEpPOM «SI». DTo oTHOIIEeHHE
MO3BOJISIET C(POPMYITHPOBATH TICHXOJIOTHYECKOE COAEpIKaHWE KpH3Uca Tpex JeT: Gopmupo-
BaHHE KOMILJIEKCOB, YTBEPXKIEHUE «SI» uepe3 MpOTHUBOIOCTABIICHUE («MOE/TBOEY).

6) CragnanbHOCTh pa3BUTHS (AHManeKkTHKa). BamioH mam aBe cucTeMbl cramumit (1925,
1934). Cramum WHAMBHAYaJILHOTO pPa3BUTH (10 BTOpoM cucteme): (1) BHyTpuyTpoOHas
XKU3Hb; (2) nBuratenbHas UMIyIscUBHOCTE (0—6 Mmec.); (3) sMmonuoHanbHas ctaigust (6—12
Mec.); (4) ceHcomoTopHasi crajus (10 KoHia 2-ro roga); (5) mepconamusm (3—6 JerT, ¢
nondaszamu, BriIouas «Hywsinuio» no C. Kynepuuky); (6) auddepenuuposku (6—11 ner);
(7) mompoctroBas cramus (¢ 12 net). [lepexon ot ogHOM cTaguu K APYyro — He JOTMOITHEHHE,
a KaueCTBEHHas ITePEeCTPONKa, B paMKaX KOTOPOI rOCIIOCTBYIONINE Ha MPEABIAYIEH CTauN
(hOpMBI  TEATENPHOCTH COKPAIAIOTCS MM HUCcYe3aroT. Hensz0ekHo, MEXIy CTaausiMu
BO3HUKAIOT KPU3UCHI, KOTOPHIE Yepe3 CTOJKHOBEHHE MPOTHBOPEYHUI CO3JAIOT OCHOBBI IS
HOBBIX, KAUeCTBEHHO 00Jiee BEICOKUX (POPM JCATEITLHOCTH.

7) Kpuruka Iunaxe. Bamion o6BunseT [lnake B aHTHAMAICKTHYHOCTH, JKICKTH3ME,
«pa3pe3aHny Ha KYCKH» LEJIOCTHOW ICHXHYECKOH JKM3HH, HEIOOLEHKE PaziIMunuii MEXIy
cragusmu. [Inaxke BUANT B Pa3BUTHH «TOT K€ THII JIEHCTBUS, KOTOPBIM Ha Pa3HBIX YPOBHSIX
CBOEOOPAa3HBIM 00pa30M MOBTOPSIETCS.

2. Konyenyus Pene 3a030 (bauszneyogvle ucciedo8amus)

1) Kputrka KiaccH4ecKoro OJM3HEIIOBOrO MeTona. 3a3q0 (HUKCHUPYET, YTO KIAcCH-
yeckuit OnusHenoBbili Metoa (["anbToH, Mennens, Pubo, Topuaaiik, Hetomen u np.) mopo-
YeH, TIOCKOJIBKY MOCTYJIUPYET MACHTHYHOCTh OTHOSHIEBRIX Onm3HeroB (Ob) u urHopupyet
ux pasnmuunsd. Hoas popMynrpoBKa: «Kax bl OJHU3HEI] SBISETCS YaCThIO CPEIbl JIPYTOToN.
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B cooTBeTcTBHM C 3TUM MPHUHLUIIOM, 33430 BbLAETSECT TpH MeTona: (1) MeTon KOHTpacTHBIX
rpynn  (TpagunuonHeid), (2) Mertoxm OnusHena-cBuaerens (Gesell, 1925), (3) wmeton
0JIM3HEIOBOM Tapkl (BBeIeH 3a/130).

2) Meron OnM3HENOBOW Mapbl Kak HOBas peajbHOCTh. biM3HENoOBas mapa — 3TO HE
CyMMa JIByX WHAWBHJIOB, & KOPTaHWYECKAsl CETh OTHOIIEHHH, CTPYKTypa PaBHOBECHSI, UICXO/I-
Hasi pealbHOCTbY». «bimu3HeroBas mapa sBIAETCS JIHMIIb YaCTHBIM CIIy4aeM BceoOmed u
(hyHIaMEHTATBHOW CTPYKTYPHI YETTOBEUECKUX OTHOIIICHUI.

3) CoupanbHOe HEPAaBEHCTBO M OHOJOTMYECKHME pa3muums. VcxomHoe Qu3MUecKoe
HEPaBEHCTBO MU POKACHUH (BEC, CTENECHb 3pPEJIOCTH) CTAHOBUTCSA 3HAYUMBIM TOJBKO MOTO-
MY, YTO OHO CIIY’KUT «IIOBOJIOM WJIH MPEIIOTOM ISl COLIMAIILHOTO HEPAaBEHCTBAY (MapKCHUCT-
ckuii Tesuc). Bec pasznosiineBsix OnmsHenoB (POB) mpu poxxaeHun B cpemHem 2,5 Kr, y
onHostineBbIx OnuzHenoB (OB) — 2,3 kr. Y 75% Onu3HenoB MCXOQHOE pasiuyve B Bece
coxpansercs 1o 2 jgetr. CmepTHOCTH Tipu poxkaernu y Ob B 4-5 pa3 Bemme, uem y POb, n B 8
pas3 BHIIIE, YeM Y «OJTMHOYHBIX).

4) JleBmiectBo y Oam3HeroB. Yacrora seiiectsa y 6ausueroB (12,1%) He ominyaercs
ot obmeil nomymsiuu (12,2%). D10 ompoBepraeT TEOpUU O «3EPKATBHOCTH» KaK MPUUMHE
nepmrectBa. Jlanusie 3aa30: Ob — 13,3% nemm, POb — 10,8% nepmm.

5) «bnu3HenoBas cUTyalus» Kak TOPMO3 caMoco3HaHus. J[Ba riaBHbIX (akropa: (1)
3epKaJIbHOE CXOJACTBO (TPYOHO OTJIMUUTH ce0s OT Apyroro); (2) 3aMKHyTas MHKpocpeaa
(camonmocTtaTouHocTh Tapsl). CrencTBus: 3alepikka y3HaBaHus ceOs B 3epkane (3-4 roga
BMECTO 2 JIeT); 3aJepKKa MCIOIb30BaHMsI MECTOMMEHHH; 3acTeHunBoCTh: y Ob — 49,7%, y
POB - 38,3%, y «coMHUTENBHBIX» — 49,7%); deHOMeH «3aMemneHus» (CyOCTHTYIHH); B3arM-
HOE TOPMOKEHHUE pa3BUTHs (IpuUMep ¢ X000 Mumens n Kpucrtnana).

6) 3epkano U camMoco3HaHWE (CTaAWW y3HaBaHHs ceOs). 337130 pas3audaeT CTagud OT
poxaenust 10 3 set: (1) orcyrcrBue peakiuu; (2) peOSHOK 3aMedaeT TOJbKO M300paKeHUE
Jpyroro; (3) mepeHoC BHUMAaHUS ¢ M300pakeHUsI Ha Jn1lo; (4) OCHOBHOE BHUMAaHHUE Ha CBOE
n3obpaxenue; (5) Tocie 3aMenIaTeNbCcTBa — MOMBITKA BOCIPHHATE ce0st. KiroueBoli BHIBOI:
y3HaBaHUE JPYroro B 3epkaiie (Ha 7-M Mecslle) IpeAniecTByeT y3HaBaHUIO ceOst (0Koo 2
JIEeT).

7) PedeBbie aHOMAIIMK Kak ClieaCTBUHE M30siiuu. Kpunrodarus (TaiiHopeuune) Habro-
naetcst y 47,9% omnononsix Ob, 27,4% POb u 37,8% pasznononsix POb. Peus 6muzHeIos B
5 JIeT COOTBETCTBYET YPOBHIO 3-JIETHETO peOeHKa. 3aepKKU PeUr Y MAIbYUKOB BBIPAYKEHBI
cunbHee. CIBUT MECTOMMEHHH — HEOCO3HAaHHBIM, HEBOJEBOM, a TalHBIA S3BIK — BOJICBOM
nporecc. [Ipu 3TOM, B OTIMYUE OT JAPYTHX aBTOPOB, 3a/130 YTBEPXKIACT, YTO YMCTBEHHOE
OTCTaBaHWE HACTYIAET paHbIIe PEUCBOTO HEJIOPA3BHUTHSI.

8) Kpuruka nuxoromun Iluaxe (IroleHTpHYECKas VS. CONMATM3UPOBAHHAS PEYb).
3an30 (Beien 3a Beirorcknm) oTBepraeT 3To NPOTUBOINIOCTABICHUE: TPOOJIeMa HE B 3TOLIEHT-
pU3Me Kak ayTH3Me, a B Ipeo0ialaHii KOHKPETHBIX M AYMOLHMOHAIBHBIX KOMIIOHEHTOB B CO-
IUATM3UPOBAHHON PedYH. DTOIEHTPUYECKasi pedb — 3TO MIPOrPECCUBHBIN 3Tan (GOpMUPOBAHUS
BHYTPEHHEW PEUH U IJIaHUPOBAHHMS.

9) «OtHOmEHNe K APYrMM» Kak OCHOBHas kareropws. Bemenm 3a Bammonom, 3amso
YTBEPKIAET, YTO «OTHOIICHUE K JPYTHM» 3TO (YHJAaMEHTAIbHOE TICHXOJIOTUYECKOE TOHSI-
THE, «IUIaH PEeaTbHOCTH» YeIIOBEUECKHX OTHOLICHUH. «be3 OTHOIEHNS K JPYTUM, BEPOSTHO,
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HEBO3MOXKHO TIOHATH HE TOJNBKO ICUXWYECKOE, CaMOe€ MHTUMHOE B HHIMBHIE, HO H €T0
COLMAIIBHYIO BEIMUNHY».

10)TomuHUpOBaHWE W acHMMeETpHs B mape. B Omm3HenoBbix mapax (ocoberno y OB)
acuMMeTpusi ToMuHHpoBaHUs B 89% ciyyaeB. @akropel: y Ob — ycmeBaeMocTh U Qusn-
yeckas cwina, y POb — mopsiimok poxxaenust 1 poct. JJoMHHUpOBaHNE MOXKET OBITh YCTOWYH-
BBIM WM «IIOCIENOBaTeNbHBIM» (CMeHHBIM). Y Ob mpu3HaHwe IOMHUHHPOBAHUS pPEXe
(75,5%), uem y POB (80,2%).

11)PasHormomas mapa Kak «3KCIIEPMMEHTAIBHOE IIPUCIIOCOOIeHNe. Pa3HOIOIbIE MapPhI
POB 3anumaroT mpomexxyTOYHOE MoJIoKeHHe. JJOMHHMpOBaHUE NIEBOYEK CBs3aHO C OoJjee
paHHUM co3peBanueM: oT 8 10 10 et gomuHHpYeT AeBouka, ¢ 11 1o 16 — paBeHCTBO, 3aTeM
JOMUHHPOBaHNE NEBOYCK yCHIHMBaeTcs. B pazHomomnol mape Manbuuku OoJiee 3aCTCHYMBBL,
JEBOYKH 00JIee CMETIbI.

12)ITopOoCTKOBBIN KPU3UC Y OJIM3HEIOB KaK «KPU3KMC Mapbi». KpU3UC UICHTUYHOCTH Y
OJIM3HENIOB — 3TO KPHU3KC caMOil mapel. BeipaxkaeTcst B 0OTKa3e OT OIMHAKOBOW Ok ABL. B 6 —
13 net otkaspBaromuxcs 10%, B 14-19 mer — 3HaunTEeNIbHO OOJBITE. JI€BOUKH OTKA3BIBAIOTCS
B JIBa pa3a yaIlle MaJb4UKOB, THK B 15 1eT. AMOMBAIIEHTHOCTh: OJTHOBPEMEHHOE CTPEMIICHHE
K UHJIMBUIYAJIbHOCTH U COXpaHeHUIO CBsi3u (pumep Oaminb u Cecuib).

13)Poaurennckas mapa Kak (akTop WHAMBHAyamu3anud. OTHOIIEHHE pOIUTENEH K
ONM3HEIIOBOW CUTYyalluy BIHsieT Ha (opmupoBanue auuHocTH. Y OB cX0ICTBO ¢ poauTensiMu
UMEET HE TOJBKO (PU3UYECKHIA, HO U TICUXOJIOTHYeCcKuil xapaktep: B 40% ciyuaeB OJiM3HeIl
(hM3UYECKHN M ICHXMYECKU TTOXO0K Ha OTIIA.

3. Konyenyus Ilvepa Onepona (peuv u mvluiieHue)

1) Kpuruka JI. Byrana. JI. Byran (Boutan, 1914), 4To He yMeroIie roBOPUTh ICTH €IIIe
HE CIIOCOOHBI MBICIHTH, M Pedb HEOOXOAMMA I PEllIeHHs MpaKTHUecKuX 3amad. OiepoH
9KCHEPUMEHTAIIFHO OMPOBEPraeT 3TOT Te3uc. HopMalbHbIe W TiIyXue JeTH pelaroT 3aJaqu
Ha OTKpbIBaHHE KOPOOOYEK C OAMHAKOBBIM ycrexoMm (=~69%). «Kak peub momoraer MaHu-
MYJISIIAU?Y - OKa3bIBAETCS, PEUb B 3THX OIBITaX HE MOXKET ObITH d3P(PEKTUBHBIM OPYAUEM.

2) CymectByer HeBepOanbHOe MbliuieHHe. OnbIThl OJiepoHa MOKa3bIBAIOT OTCYTCTBHE
pasHUIBl MEXTy HOPMAIIGHBIMHA U TIIYXUMH JETHMH B PEIICHUU MPaKTHYECKUX 3aaad. llpu
pelieHun 3a1a4 Ha Beauuuny: 32 u3 39 HopmanbHbX, 23 u3 33 rnyxux. [Ipu pemenuu 3anay
Ha BEC TIIyXHe JIETH JaKe MOKA3bIBAIOT MPEUMYIIECTBO. 3a/ladi Ha CKOPOCTHh BBI3BIBAIOT
TPYAHOCTH Y TIYXHX.

3) Peub — He eIMHCTBEHHBII HHCTPYMEHT. Pedb — JHIb OJMH acreKT o0Iel yMCTBEH-
HOW aKTUBHOCTH, HaXOISIIMHCS B PACTOPSDKEHHH IICUXOJIOTUYECKUX IMPHUCIIOCOOICHUN.
Peub urpaer cyiiecTBEHHYIO pOJb TOJIBKO TOT/A, KOrna Ooliee AJIeMEHTapHbIE CTPYKTYPHI
HeJIoCcTaTOYHbL. Peub HeoOXo[MMa, HO HEI0CTATOYHA JIJIS JIOTHYECKUX Orepaiuil (o TBepiK-
nenue mMoiciu [lnaxe).

4) OrpannueHue poiu peun B kiaccudukammu. Onbitel Xeiinepa (Heider & Heider,
1940): npu kinaccu(pUKaUK IBETOB Pa3IMUUi MEKAY TITyXUMHU U CIBILAIMMA HeT. JlaHHbIC
Ucromunoit (Istomina, 1963): B 1:10-2:6 Ha3piBaHWe [BeTa HE MOMOTAET Pa3IMYCHUIO;
mo3ke (2:6-3:0) — nmomoraer. Jaunsie [ud (Shif, 1959): rpynmupoBka OTTEHKOB IIBETOB 6e3
yUacTHsl PEeYHd, HArJBIIHOE MBIIUICHHE. Y3KHe HarisiiHble OOOOLICHHWS IOJIrOTABIHBAIOT
YCBOCHHE Ha3BaHUH IIBETOB, a HE HA00OPOT.
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5) Tpu ¢axrtopa orpanumueHuss pomu pedd. (1) CHOCOOHOCTH HMCHONB30BAHHS PEUH
(Hanmmuue UHCTpYMeHTa # 3G PeKTUBHOE BianeHue); (2) 3aBUCUMOCTb OT NPUPOIHI 3a1ad; (3)
BO3PACT U MPUBBIYKH CyOBEKTA.

6) O6o6ieHre Kak coruanbHbli (Gakt. OJepoH MpU3HAET OOOOIIEHHE COMUATLHBIM
(axToM. Peub connanusupyer oneIT pebeHKa, HO 3TO YCKOPEHHE OIOCPEJOBAHHO.

4. Konyenyus @uaunna Manopué (smoyuu, épems, oopeuesoe passumiie)

1) O6umit mogxon ®. Mamspué: cunre3 Bammona u Meliepcona. Manbpué 0ObeauHIET
TE€HETUYECKYI0 IICUXOJIOruio BamioHa U CpaBHUTEIbHO-UCTOPUYECKYIO KOHUenuuwo Meiiep-
coHa. [lpuHnmn ucropusma: moBeneHne pedeHka oOycioBiIeHO (opMaMu JEHCTBUS, BbIpa-
OOTaHHBIMHU YEJIOBEUECTBOM B UCTOPHUH.

2) Tpu cTaguu SMOLMOHAIBLHOTO pa3BUTHs (TepBbIi rox xu3Hu). Cramus 1 (0-3 mec.):
YCIIOBHBIE SMOLMH W KpyroBble peakiud. Jn¢¢y3Hble SMOLMHU KaK LEIOCTHBIE PEaKIHH.
Crtpax — «ycllOBHasi SMOLHS», BO3HUKaAET mocie 3—6 mec. [lepBrie ynpIOKU CBsI3aHBI C Opra-
HUYECKUMH PUTMaMH, a HE TOJIbKO C COLMAIBHBIM B3aUMOACHUCTBHEM. Manbpué KPUTUKYET
IInaxe 3a cBemeHHe cMeXa K peaklyu Ha 3HakoMoe. Permaromuii ¢akTop — BOSHUKHOBEHHE
«OKemaHui»: peOeHOK HaliromaeT 3a cBoel pykoil. BosHukaeT oObekTHBanMs (BBIIEICHUES
npeamera u3 (ona). «MoTHBaIUS OTKa3a» - OTKa3 OT MPEKHUX MOOYXKIEHHUH paaud HOBBIX
skemanuii. Cramus 3 (7-12 Mec.) XapakTepusyeTcs MOSBICHUEM HMCCICIOBATCILCKUX Peak-
i, YeTsipe nmepuoaa: npea-uccienoBaTeibckue GopMbl (6 Mec., UMITYJIbCUBHOCTB); 0Cs3a-
Hue (7-8 Mec.); MOIUIMHHBIE HcclenoBarenbckue peaknuun (9—10 wmec., «mIpeIMeTHBIN
LICHTP»); KOHELl IEPBOT0 T0J1a — LIeJICHAPABICHHbIC ICHCTBUSL.

3) XKenanue kak wuHTErpHpyrouwii ¢akrop. XKemanue — 3T0 3IeMEHTapHOE MOOYK-
IeHue, a He uHTeHIMA (B oriamuue oT Ilmaxe). OHO HMOPOXKIAeT aKTHMBHOCTH KPYTOBBIX
peaxuuii ¥ HampaBJIEHO Ha IIOMCK MpeaMeTa BO BHEIIHEH cpejie.

4) Paznuune cpokoB mojpaxkanus (Bamwion vs. Manbpué). Bayuion: uctuHHOe mojpa-
’)KaHWe BO3HUKAeT TOJNBKO B 1,5 roma. Mamppué: ropa3jo paHbIle, B KOHIIE MEPBOTO rojia
(nmocne 10 mecsitieB). TyTYHIDKSIH OOBSICHSET 3TO MHAMBHUIYATbHBIMU PA3IMUUSIMH. DXOMpPaK-
cusl (ABUTaTENbHOE IOBTOPEHUE) BO BTOPOM MECSIIE MPEIIECTBYET NOPAKaHHUIO.

5) Tpu cramuu pa3utus cumnatuu: (1) 1o 3 Mec.: MacCHBHOCTD, YJIBIOKH HEaIpeCHbI.
(2) Iocne 3 mec.: sMOLIMY 3apa3UTEIbHbI, CUMIIATHSI JBYCTOPOHHSSA, IJIad [IOCIIE YX0a MaTe-
pu otrcpoueH. (3) Tperss cTaans: cUMIIATHS BBIpaXKaeTcsl )KECTaMH, MHULIMATHBA peOeHKa.

6) OyHKIMU SMOLHIA. DMONKUS CBsI3aHA C TPYAHOCTHIO MPHCIOCOOICHHUS, HO HE BCAKAs
9MOIMS ee BBI3bIBaeT (IeK0TKa). DYHKIHS MOKET OBITH MOJIOKUTEIBHON M OTPUIIATEIBHOM.
OMOIMOHANBHOE CTOJKHOBEHHE WIPACT OPraHU3YIOIIYI0 WM JIE30PTaHU3YIONIYI0 POJb.
Cumnarus — KIIIOYeBOH MEXaHU3M COIHATH3allH.

7) Kpuruka smrnupusma v BUTaTH3Ma. Malbpué KPUTHKYET KaK SMITHPHKOB (HEI00-
[IEHKa CO3peBaHus), TaK U BUTAIUCTOB (B TOM umcie, [Inaxke) 3a mepeoneHKy co3peBaHus.
«Co3zpeBanue — HeOOXOAUMBIN TOPHIB, HO HE €JUHCTBEHHAs ABIXKYIIas cuia. B mpomeccax
pocTa CymecTBYET IICUXOJIOTHUYECKUH MOPSA0K — HOPSIOK YETIOBEUECKUX CO3IaHUN.

8) JlopeueBoe passutue: nBa nepuona. [lepssrit (0 — 6 mec.): TIacHble 3BYKH, OT/AEINb-
HBle coriacHble. «Corpanu3amnus GOHEMBD) - MHOTO3HaYHbIE 3ByKOcodYeTaHus. Bropoit (6 —
12 mec.): KOHTPOJIb HaJl 3ByKamH, HOBBIE cOTJacHble (T, W, T), CJIOTH, MOHMMaHUE pedu
B3pOCIIBIX.
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9) Tpu ycnoBusi Bo3HukHOBeHHs1 peur. (1) [loHuManue peun (3MOLMOHAIBHOE, Yepe3
MHTOHAUMHU U >kecThl). (2) MunnmatuBa peOenka B oOmeHun. (3) Co3HaTenbHO-BOJIEBOE
MOJIpa’KaHUE CIOBAM.

10)HazpiBanue vs. OOo3HadeHue. Manbpu€ paszaudyaeT YPOBHH: HEIPOHM3BOJIbHAS
pamocTh — oOpaleHre K B3pOociioMy — IEepBBIE ClIOBa (yCIOBHBI, CUTyaTUBHBI). MlcTHHHOE
Ha3bIBaHWE CBS3aHO C CYOBEKTHBHBIM COCTOSHHEM peOeHKa. YKa3aHue mambleM — (opma
Ha3bIBaHUs [0 CJIOBA.

11) BpemenHbie opueHTanuu (mpumat Oyayiiero). McxomHas ToYKa — HE HACTOSIIIEE, a
ommxaiimee Oyaymee. Cramuu: (1) «PaccesHue» (mucnepcus) — BHE BpeMeHH, xaoc; (2)
OpHeHTalMs Ha Onmkaiiiiee Oyaymiee (depe3 pUTM, KpYroBble IBWXKEHUS, skenaHue); (3)
noHuMaHue Hacrosmiero (mocie 11 mec., uepe3 ycroiuuBocTh mpeamera). Ilpomnuioe u
Oyayiiee B MOJHOM cMbicie — mociie 3 neT. OxxunaHue (HeTepleHue, CKyka) — KII04eBOH
SMOLMOHAJIBHBIA MEXAHU3M.

Bropoii ypoBens conepkatenbHol Moaenu Tekcta O.M. TyTyHIKsiHa OIUPAETCsl HA €ro
Iuanoruyeckoe mpoureHue. IIpu 3ToM MBI BCTylaeM B JUaior HE TOJbKO ¢ camuMm O.M.
TyTyHAKSHOM, HO M C aBTOpaMH, NMO3UIKMK KOTOPBIX OH M3Jlaraer. B pamkax 3Toro amasiora
BO3MOXXHO CpaBHEHHE MO3UIuii A. BayioHa u ero mociemoBaTenei, ¢ oHO#M cTopoHsl, u XK.
[Inaxxe, ¢ npyrou. [Ipyroil acmnekT AUAIOTHYECKOrO MPOUYTEHHS CBS3aH C BbISBICHUEM
BHYTPEHHHUX IPOTHBOPEUYHH MEXIy HACSIMH Pa3HBIX IMpeacTaBuTeNeidl mkonbl A.Bamiona
(manpumep, A.Bamion u ®.Manbpué€). HakoHell, TpeTHH acmeKT guajiora MOXKET OBITh
CBSI3aH C MHTEPIIPETaIlieil uIel U COOTHOIICHUH BHYTpH (PpaHITy3CKOU TICUXOJIOTHN Ha (OHE
CETOIHSIIHNX AUCKYCCUI B 007aCTH 3K3UCTCHUUAIBHON ICHXOJIOIHHU, «TPaBMa-OPHEHTHPO-
BanHoi momorn» (Trauma-Informed Approach) u ap. Pe3ynprarom Takoro paccMOTpEHHS
CTaHOBHUTCS «Wrpa uHTepnpetaimit» (Interpretation Game), Bo3HHKaommas IO IMOBOILY
«TEMHBIX MECT» — HEONpEAeTICHHOCTEH, KOTOphIE MOTYT CTaTh TOYKaMH BXOJa B
PEKOHCTPYKIIMIO CIIOKHOW MAIMTPhl B3aUMOJCUCTBUI HaMepeHWH (PpaHIy3CKUX aBTOPOB,
O.M. TyTyHIKSIHA U COBPEMEHHBIX MICUXOJIOTUYECKUX TIPECTABICHHUI.

Hwxe OynyTt npesicraBieHsl 17 GyHIaMeHTaIbHBIX aHTUTE3 — 00OOMEHHBIX (POpMyIIH-
POBOK JMXOTOMHH, KOTOpPBIE OCTAIOTCSl HEpa3pelUIEHHBIMU B paMKaxX (paHIy3CKOW reHeTu-
YECKOH IICHUXOJIOTHH U 00Pa3yroT 3MHCTEMOJIOTHYECKOE HANPSIKEHUE MPH IOIMBITKE COBMEC-
TUTHb TEJIECHOE, COLMAJIbHOE, KOTHUTHBHOE W BpEeMEHHOEe H3MepeHus pasputus. Kaxmas
aHTHTe3a (PUKCHUPYET MPOTUBOPEUHE MEXKAY JIByMs MOJIOCAMH, KOTOPHIE aBTOPBI IBITAIOTCS
COEJIMHUTbH, HO HE MOTYT CJIelaTh 3TO 6€3 TEOPETUIECKOTO CKauKa WM HEONPeAeIEHHOCTH.

AnTutesa 1. TenecHsiil ToHyC <> Oco3HanHas aucno3unys (Bamion). HeBo3MoxHO BBI-
BECTH COJIEPIKATEIBHYIO IICUXOJIOTUYECKYIO AUCTIO3UIUI0 U3 (PU3UOJIOTHYECKOM MOIrOTOBKH
JBYDKEHUsI 0e3 JOMyIIeHns] CKavuKa — JJHOO B CTOPOHY pelyKIHU (TICHXOJIOTHS = (PU3HOITIOTHS
TOHYca), 1100 B CTOPOHY MeTaopsl («03HOE» Kak 00pa3, a He MEXaHHU3M).

AnTHTe3a 2. DOMOLMS KaK HHTErpanus <> OMOLMs Kak ae3opranuzaunus (Bammon vs.
Kane). Ogun u ToT )€ PeHomeH (addexTHBHAs pa3pska, CyJopora, KpuK) MOXKET ObITh
OJTHOBPEMEHHO M XaOTHYHOH Jie30praHu3aunueil, ¥ 3apoxaeHrneM HOBOW (OpMBI CO3HAHUS —
KPUTEPHU pa3IMYCHUs] HE 3aJIaHbl; MATOJOTHS M HOpMa HEpa3MuuMBl Ha ypoBHE (eHo-
MEHOJIOTUH SMOIIUH.
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Antntesa 3. McTuHHOE moapaxaHue <> ABTOMaruueckas sxompakcus (Bammon, Ma-
nppué). Jlo MOMEHTa BOCIIPOU3BEICHHS HEBO3MOXKHO SMIIMPHUECKH 3aUKCHPOBATh HATTHYHE
«BHYTPEHHEH MOJENN»; CIEJOBaTENbHO, pa3IMuYeHHEe WCTUHHOTO W aBTOMAaTHYECKOIO
NOJpakaHUsI OCTAaETCA YMO3PUTEIbHBIM — JHOO MBI NMPHUIKCBIBAEM MOJENb MOCT(AKTYM,
1100 CBOIUM BCE K MOBEICHUECKUM KOPPEIISITaM, TEPSs IICUXO0IOTHYECKYIO CIEIU(UKY.

Antureza 4. O0pa3 (mpexncrasnenne) «> I[loapaxkanue (mBmwkenwe) (Bamron). Ecmm
00pa3 Ka4yeCTBEHHO MHOMH, YeM MOpakaHue, TO NOAPaKaHHE HE MOXKET CIIy>KUTh «MOCTOM» K
o0pa3y — HeobxoauMa pa3paboTKa CIIeUAbHON KOHIIETIINN CKaYKa M SMEPHKEHTHOCTH;
Bannon ¢ukcupyet pa3pbiB, HO He 00BSICHIET MEXaHU3M MEPEeX0a.

Amntntesa 5. [lpumar conmansHoro <> IIpumar tenecHo-ronndeckoro (Bamton, 3aa30).
ConanbHoe U TEJIECHO-TOHHMUYECKOE KOHKYPUPYIOT 3a CTaTyCc NEPBUYHON JE€TEPMHUHAHTHI
Pa3BUTHS CO3HAHHUSA; MEpPApXHd U MEXaHU3M B3aUMOIlepexojia He 3aJaHbl, OcTaéTrca Heolpe-
JEeNEHHOCTh B BOIIPOCE O «(PyHIAMEHTE» U «HAACTPOHKE».

AnTuTe3a 6. Unentuanocts OnmusHenoB <> JuddepeHnunanus depe3 OIM3HEIIOBYIO
curyauuto (3azx3o). I'eHeTnueckass MOAGHTUYHOCTh MOPOKAAET MCHUXOJOTHUECKOE pa3InyHe,
HO ICHXOJOIMYeCKUH MeXaHu3M AnddepeHranui He ONpeAesIeH: TO JIU 3TO KOHKYPEHLUS
3a pecypchl BHUMaHUS, TO JIM CIydaiHble (IyKTyallHu; OCTAa&TCsl HESICHBIM, MOYEMY OJHU
napbl pa3BUBAIOT JOMUHUPOBaHHUE, IPyTHE — 3aMEIeHHE, TPEThH — KOHBEPI €HIIUIO.

Amntrte3a 7. HeBepOanbHoe MbIUIeHHE <> Peub Kak HE00X0AUMOE YCIOBHE JTIOTUIECKUX
omnepauuii (Onepon vs. Beirotckuii/[Tnaxe). dakt cymecTBoBanus HeBepOAILHOTO MBIIILIIE-
HUs (KCIIEPUMEHTHI C IIIyXMMHU AETbMH) 3a(UKCHPOBAH, HO MOJIENIb Iepexoja OT HeBep-
0anbHOTO K BepOaIbHOMY OTCYTCTBYET; HE ONpEACICHbl KPUTEPUH «HEAOCTaTOYHOCTU
3JIEMEHTaPHBIX CTPYKTYP», IPU KOTOPOH pedb CTAHOBUTCSI HEOOXOIUMOH.

AmnTutesa 8. [Ipumar Oynymero < [Ipumar Hactosmero (Manspué vs. [Inaxe). ®eHo-
MEHOJIOTUYECKasi MIPUOPUTETHOCTh OyyIiero (MOTUBAIIMOHHAS, CBSI3aHHASI C OKUJIaHUEM U
JKeJlaHMEM) BBIJIACTCS 32 OHTOTEHETUYECKYIO; JIOTUYECKH HacTosiIlee MepBruYHee OyayIiero
(4TOOBI OXKHIIATh, HYXKHO YK€ UMETHb OIMBIT CMEHBI COCTOSIHWH), CIIEIOBATEIbHO, «IPHUMAT
OyIyIiero» u MUaXxeBCKUH «3TOIEHTPU3MY - HE aJbTePHATHUBEI, a pa3HblE YPOBHHU ONHCAHUS.

Antutre3a 9. Ha3piBaHue kak peuyeBoil akT <> HasblBaHMe Kak cCOLMalibHAs MO3ULIMS
(Manbpué). Pacumpenue moHsTus peud A0 11000 KOMMYHUKAaTUBHOM MHTEHIMHU (yKa3aHHE
najbleM, ECT) pa3MbIBACT TPAHUIy MEXIY AOPEUYEBbBIM M PEUEBBIM MEPHUOAAMU; E€CIIU
Ha3bIBaHUE — 3TO COLMAJIbHAS MO3MLMS, @ HE IPOU3HECEHUE CIIOBA, TO TepseTcs cnenuduka
SI3BIKOBOTO 3HAaKa KaK MPOU3BOJILHOT'O M YCIIOBHOTO 0003HAYEHHUSI.

Anturesa 10. Dnmcremonorndeckoe cogepkanue <> Mueonorndeckas pamka (TyTyHm-
JKSTH, METa-ypoBeHb). Tpaauinsa HUKOTIa He epeaacTcs «B YHNCTOM BUE», a BCEra orocpe-
JIOBaHa WJICOJIOTHUECKMMHA W WHCTUTYIHOHAIBHBIMH (QWIbTpaMH (B JaHHOM cCilydae —
COBETCKOW MapKCHUCTCKO-JICHUHCKOW KPWUTHKOH); TMOMBITKA OTAENUTH 3MHUCTEMOJIOTHYECKOE
coJepKaHue OT MJCOJIOTHYECKON 000JIOUKM MPUBOIUT K yTpaTe MCTOPUYECKON crenuduku
BocnpuATHs Tekcta O.M. TyTyHKSIHa B COBETCKYIO 3IOXY.

Amnturesa 11. [Iponpuonentusaoe S (u3HyTpH) <> DKcTepouenTuBHOe S (cO CTOPOHBI)
(Bamnon, 3an30). CamMoco3HaHKE BKIIOYAET JIBa KAYECTBEHHO Pa3InYHbBIX 00pasa cedsi: Teno-
KaK-OIIyIIaeMOe-U3HYTPH U TeJI0-KaK-BUIMMOE-CO-CTOPOHBI, MEXaHW3M HMX WHTETpaIiy B
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eMHOE TMEePeKUBaHUE MICHTUYHOCTH HE MPEIUIOKEH; 3€PKalbHBIN TeCT (PUKCUPYET TOJIBKO
9KCTEPOLIENTUBHBIN TIOJIIOC, OCTABIISIS IPONPHUOLEITUBHBINA «IEPHBIM SIIUKOM).

AnTutesza 12. [lo3Hoe mpocTpaHCTBO (Teno-HOCHTENb) <> OKpyXaroliee IpoCTPaHCTBO
(mup-BmecTwimnie) (Bamnon). [IpocTtpaHcTBO mepexuBaeTcsl Kak 1Ba HECBOAUMBIX MOJyca:
IPOCTPAHCTBO COOCTBEHHOI'O TEJIA U MIPOCTPAHCTBO BHEIIHUX MIPEIMETOB; X PA3IMUCHUE HE
OOBSCHICT TPHUHIMIA CIUHCTBA M OOBEKTHBHOCTH IIPOCTPAHCTBA; JHOO IPOCTPAHCTBO
W3HAYAJIFHO €IWHO (TOTJa pasziINdeHHe BTOPUYHO), JHUOO0 OHO KOHCTPYHPYETCS W3 IBYX
reTepOreHHbIX HCTOUHMUKOB — HO TOTIA HETIOHITEH MEXaHU3M UX KOOPAUHALNY.

Amntrresa 13. Xaoc (nuddysHas UMITyT-CHBHOCTB) <> [lopaaok (sMoLMoHaNbHast opra-
Hu3anus) (Bammon). Mexanusm mepexoia OT XaOTHYHBIX, HECKOOPAUHUPOBAHHBIX HMITYJIb-
cOB (CTaausl IBUTATENbHON MMITYJLCHBHOCTH) K TIEPBOH OpPraHU30BaHHOW (opMe CO3HAHUS
(oMouMoOHaNbHAsT CTanusl) HE PACKpBIT; Jt000e OOBSICHEHHE CBOAMTCS JHOO K CKPBITOH
TEeNeoNornu (Pa3BUTHE «3HAECT) CBOIO IIEITh), TN00 K CITYYaiiHOHM (IyKTyallnu, KOTopas 3aTeM
3aKpeIuIsieTCs; HU TO, HU APYTO€ HE SIBISIETCS yIOBIETBOPUTEIBHBIM.

AnTtutesa 14. HopmatuBHoe paszputue <> llatonmornueckas dukcanus (Bamron, 3a130).
OpnHu 1 Te xe (eHOMEeHbI (MHTEPUOPU30BaHHBIA 00pa3 APYroro, ciausHue rpaHun S, aBTo-
HOMHBIA TaWHBIA SI3BIK) MOTYT OBITh KaK KOHCTPYKTHBHBIMH MEXaHU3MaMH HOPMaJbHOTO
pa3BUTHSA, TaK U CUMITOMAaMH 33JePKKH WU NATOJIOTHH;, KPUTEPUH Pa3INueHHs HE 3aJaHbl,
¥ HOpMa C MAaTOJOTrHel Hepa3IMYMMbl Ha ypOBHE (PEHOMEHOJIOIHU TOJIBKO PETPOCIIEKTUBHO,
0 UCXOTY.

AnTtuTesa 15. MoTtuBannoHHbI nedunur («He Xoder») <> KorHWTHBHas Hecmoco0-
HOCTh («He MoxeT») (3a130). PeOEHOK MOXKET He BCTyHaTh B KOMMYHHUKAITUIO JTMOO HM3-3a
OTCYTCTBHS MOTHBAIlUU (COIMAIEHON MTOTPEOHOCTH), TMOO U3-32 OTCYTCTBUS HEOOXOIMMBIX
KOTHUTHBHBIX/PEUEBBIX CPEJICTB; HAa MPAKTUKE 3TH JBa COCTOSIHUS ()eHOMEHAIBHO Hepasiv-
YiMbl (OTKa3 M HEBO3MOXKHOCTBH BBITJIIISAT OJMHAKOBO), YTO CO3AaéT (PyHIAMEHTAIBHYIO
JUAarHOCTHYECKYIO TUIEMMY.

AnTHuTesa 16. YcroiiunBas acuMMeTpHs (JOMUHUpPOBaHHE Kak depTa) <> CuTyaTuBHAs
CMeHa poJiell (ToMHHHpOBaHUE Kak maTTepH) (3an30). Eciu nomMmuHupoBaHue — ycroitunBas
JMYHOCTHAsL YepTa, OHO HE JOJDKHO MEHSTHCS B 3aBUCHMOCTH OT CHUTYAIlMM; €CIIH K€ OHO
MEHSIETCS («I10CIe0BaTENbHBIE TOMUHUPOBAHUS»), TO MOHATHE «IOMUHHPOBAHUS» TEPSET
NPECKa3aTeNbHYyI0 CHIIy U CTAHOBUTCS MOCT(HAKTYMHBIM ONHCAaHHEM KOHKPETHOTO B3aWMO-
JIeHCTBUS; BO3MOXKHO, TOMHHHPOBAaHHE — HE CBOWCTBO MHAWBH/AA, & CBOWCTBO Mapbl WM
CUTYyallnH.

Antutesa 17. Huknmueckoe BpeMs (puUTM, MoBTOp) <« JluHeitHoe Bpems (HappartuB,
ucropusi) (Manbpué). [leppuunas ¢popma BpeMEHU — IMKIUYECKUI PUTM (KPYrOBbIE€ JBH-
JKEHHUsI, IOBTOPSIIOIINECS JISHCTBUS, OXKHIaHHE KaK HeTepIIeHHE); U3 UKINIECKOTO BpEMEHU
HEBO3MOXKHO BBIBECTH JIMHEHHOE 0€3 IOMOJHUTENBHOTO AONYIICHUS (aMATh, HappaTuB,
penpe3eHTanusi OTCYTCTBYIOLIET0); ABa TUIIA BPEMEHH OHTOJIOTMYECKH Pa3MuHbl, U pa3Bu-
THE BPEMEHHON OpHUEHTALlMM — HE DBOJIONIMSA, a CKAYOK MEXIy ABYMS HECONOCTaBHUMBIMU
PEKUMaMH.

CTpyKTYypbl cofepikaHusi OOpa3oBaHUS TPETHETO YPOBHS MPEINONArarT (YHKIIHO-
HAJILHOE (JIESITEIbHOCTHOE) OTOCPEICTBOBAHUE BBISIBICHHBIX MPOTUBOPEUUI M JWUCTIO3UIIHH.
HameTnm HEKOTOpbIE U3 BOBMOXKHBIX JIMHUH JIESITEIHHOCTHOT'O OMTOCPEICTBOBAHHSI.
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B uactHOCTH, KIIIOYEBBIM JTOKYMEHTOM COBPEMEHHOW 00pa30BaTEIbHOM MOJWTHKH IS
pOoccHiicKol 00pa30BaTEILHON PEAIbHOCTH MOCIEIHUX JIeT sABisercs Yka3 [Ipesunenta PO
Ne809 ot 09 Hoa0pst 2022 1. Ne809 «OO6 yTBepxaeHur OCHOB TOCYAaPCTBEHHOHN MOJUTHKH
[0 COXPAaHEGHHIO W YKPEIUICHHIO TPAAWIHOHHBIX POCCHICKHUX JyXOBHO-HPaBCTBEHHBIX
neHHocrei». HameTnM, kakuM 00pa3oM BBISBIECHHBIE B TEKCTaxX (PPaHIly3CKHX ICHXOJIOTOB
JUCTIO3ULIMU MOTYT CKa3bIBaThCs B ACIEKTAX Pealn3alliy 3TOro YKasa:

1) Unes «mcuxuyeckass TYMaHHOCTb» M TOHHYECKash (YHKIHMsS KaK OCHOBa CO3HAHMS
(Bammon) o3HadaeT HEOOXOIMMOCTH MEPBHYHOTO KOHCTPYHPOBAHHS TEJIECHO-3MOIIMOHATH-
HOT'O OMBbITa (TOHHYECKOE WIJIM MO3HOE NMPHUCYTCTBUE), U3 KOTOPOTO BIOCIEACTBUH MOXKET
BBIpacTaTh KOTHUTHBHBINH 00pa3. 00pa3zHoe MpeCTaBlICHNE.

2) «Ilpuspak apyroro» Kak BHYTpeHHHi maptHep «SI» (BammoH) o3HavaeT HenszOex-
HOCTh U HEOOXOJMMOCTD ONpE/IEIeHHON CUMBOIMYECKOM penpe3eHTaunu oopasa «pyroro»
U1 GOPMHUPOBAHUSI U OCBOEHHSI COLIMAIEHON HOPMBI.

3) «bmu3HeoBas CHTyaIMs» M 3aep)KKa caMOCO3HaHHs (3a130): 3KCIICPHUMEHT IMOKa-
3bIBA€T, YTO YeM OoJiee «TOMOI'CHHOW» SIBIISICTCS CUTyalMs B3auMojeiicTBus (OamM3HenoBas
CHUTyauusi Kak HaumOoyee SpKUH MpHUMEp), TEM MEHbLIE CTUMYJIOB IJIs pa3BUTUS. B 310l
CBSI3W, JII00asi CHCTEMa MAacCOBOTO BOCIHMTAHHS OKAa3bIBACT CACP)KUBAOIIECE BIUSHHE Ha
WHIMBUIYaJIbHOE Pa3BUTHE.

4) «HaswiBaHue» Kak COIMAIbHAs MMO3MIMKSA, a He pedeBoit akT (Manbpué). IIprcBoeHne
COLIMAJIBHBIX IIEHHOCTEH — HE €CTh 3ayyMBaHHE U IPOU3HECEHUE CJIOB, HO MPUHATHE OIpe-
JEJICHHOHN COLMOKYJIbTYPHOU MO3HMLMH, YTO BO3MOXHO TOJBKO B CIIELHAJIbHO CO3JAaHHON U
YOPABISIEMON COLMANIBHO-BOCIIUTATEIBHON CUTYaLIUU.

5) Tlpumar Gmmkaiimero Oymymiero Haa HacTosmM (Manbpué): KIFOUEBBIM YCIOBHEM
ycrexa JiIo0OH BOCIIUTATEIbHONW CHCTEMBI SIBJISETCS IOCIIEAOBaTeIbHOE (OPMUPOBAHHUE H
paciMpeHre BpeMEeHHOW MePCIeKTUBBI IEHCTBHS, BKIIFOYAIOIIETrO IIeJieroaraHiue, KOHTPOJIb
BBITIOJTHEHHU S, OTBETCTBEHHOCTb 3a PE3YJIbTaT.

JpyruMm HampaBlieHHEM akTyalu3aluu Hacjenus (QpaHIy3CKOM ICHXOJOTHH B BEPCHH
O.M. TyTyHmKSHa MOXET CTaTh NMPOEKT Pa3paboTKM W MoJepHU3AIMU 00pa3oBaTeIbHBIX
CTaHJApPTOB IIOJIrOTOBKH I€IaroroB M IeJaroroB-liCMXojoroB. B 3Toil cBs3u oTMETHM HeMa-
JIOBAKHBIM acHeKT: B cyllecTByromeil B PO Mozxenu crangapTH3anyy BEICIIETO 00pa3oBaHUs
OCHOBHBIM DPE3YJIFTATOM OKAa3bIBAIOTCS KOMIIETCHLUH, HOCSIINE NPEUMYILIECTBEHHO MHTEJ-
JIeKTyaJIbHBIA Xapaktep. B To jxe Bpems, MOAroTOBKa JIOOBIX CIELUAIUCTOB B MCHXOJIOTO0-
MeIarorun4eckoi cdepe, ecTh, Npexae BCero, GOpMUPOBAHUE ONPEAEICHHOTO CTHIIS MOBE-
JICHUSI 1 CaMOCO3HAHUS, TEIECHOTO M KOMMYHUKAaTUBHOTO OIbITa. B 3TO# CBs3H, TIaBHBIM
it obHoieHuss ®I'OC MokeT okazaTbcs HE OuepejiHas PEKOHCTPYKIHs (OpMaIbHO-
OIOpOKpaTHUYECKUX TPeOOBaHWI, HO OINpeAeiIeHHe MOAEIBHOW Cpelpl, MOTPYKEHHEe B KOTO-
pyI0 A0JIKHO chOpMHUPOBATH 0a30BbIE CTpATEruu NMPO(QECCHOHATIBHOrO MEeJaroruHueckoro
TICUXOJIOTO-TIEJar OTHYECKOTO MTOBEICHUSI.

l'oBopst o «BepmmHHBIX» (4 U 5 ypoBHe Mofejel coaepkaHus, OazuUpyIOIIMXCsS Ha
uzesx, n3noxeHnslx B kaure O.M.TyTyHDKSIHA, KpaTKO IPEICTaBUM BO3MOXHBIE HaIlpaBJie-
HUS FICCIIEIOBATENbCKUX ¥ MHHOBAIIMOHHBIX IIPOEKTOB B 3TOU cdepe:

1. Ilcuxonenaroruka paszsutuss O.M. TyTyHmksHa. B pamkax 3Toro mpoexta MOTYT
OBITH pa3padoTaHbl XpecTOMaTHs, COJepiKallas Kio4deBble GpparmMeHTsl KHUTH TyTyHDKSAHA
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(c mapasmienbHBIM TIEPEBOIOM Ha PYCCKHE U JpPYTHe EBpPONEHCKHE S3BIKH), a TaKkKe —
(hparMeHTHl OpUTrHHANIBHBIX pa0doT Bamiona, 3am30, Onepona, Manspué (Ha GpaHIly3CKOM C
NepeBOIOM); HAOOPHI IICUXOJIOT0-TIEJArOTHYECKUX KEHCOB, MPECTABISIIOIINX TEMbI HCCIIEN0-
BaHMI U MPaKTHUECKUX Pa3pabOTOK (Hampumep, «peOEHOK, He Y3HAIOMIMK ce0sl B 3epKaje»
WIN JK€ HAIpOTHB, «IIYTAIOUIMHCS CBOETO H300paKEHMs»; BHIEOMATEpHAlbl MOBEICHUS
ONMU3HENIOB B ACTCKOM Caay W Op.), U, NPaKTHYECKHX 3aJaHUN I CTYIACHTOB IEAarorH-
YeCKHX HampaBJICHHH NOATOTOBKH BY30B.

2. MexXIUCIHTUIMHAPHBIA Kypc ISl CHCIHANIMCTOB 110 aJanTUBHOH (H3HYecKoit
KyneType «DopMHpOBaHHE M KOPPEKIHsI CXeMBI Tena». B paMkax 3TOro Kypca CTyAEHTHI
CMOTYT MO3HAKOMHUTBCA C TEOPETUUECKUMH OCHOBAMH (PEHOMEHA «CXEMBI TeJla» U HHCTPY-
MEHTapHeM €€ JUArHOCTHKU y JeTeH, a TakKe — HayuduTbcs pa3padaTbIBaTh YHPAKHEHHS 110
ee KOPPEeKIMH Ha OCHOBE MHTErPallMy TIO3HOTO M BHEIIHETO MPOCTPAHCTBA.

3. CeteBoil Hccneq0BaTeNbCKI CEMUHAP TI0 COBPEMEHHOM ICHXOIenaroruke Ha 0ase
mudposoit  wiathopmel. Kak mokaspiBaioT coBpeMeHHbie uccienoBanus (Kolesnykova,
2025), yHuBepcUTETCKHE OMOIMOTEKH CETOHS ABJISIOTCS KIFOUYEBBIMU aKTOPaMH B CO3JIaHUU
IUQPOoBBIX IIATGOPM [UI COXpAaHEHHUS U aKTyadu3alMyd Hacleous, a «e€ yCTOHYMBOCTbH
ompeessieTcs CIOCOOHOCTHI0 OJHOBPEMEHHO: BO-TIEPBBIX, CUCTEMHO BHEIPATh U3MEHEHUS C
UX MHTErpalueil B MHCTUTYLIIMOHAIBHYIO MOJEIb, BO-BTOPBIX, ONEPAaTHBHO PearupoBaTh Ha
Henpezackasyembie Be30Bby (Kolesnykova, 2025, p. 3). Baxueiimm ycioBueM peaan3aiiiu
COBPEMEHHBIX MHCCICAOBAaHUH B COLMAIBHO-TYMAaHUTApHOH cdepe sBIAETCS OOCTYN K
IUQPOBBEIM pecypcaM, «rA€ pa3Hble CTEHKXONAEpbl (MCTOPUKHM, ICHXOJIOTH, MEAarory,
CTYAEHTBI) MOTYT BCTYyIlaThb B IPOXYKTHBHOE B3aMMOAEUCTBHE IO MOBOAY MHTEpHpETalru
nepBuyHbIX uctouHukoB» (Chen et al., 2023). TTomoOHbINH cepBUC MOT ObI MPETOCTABISTH
JOCTYI K MHOTOSI3BIYHBIM TEKCTaM (apMSHCKHH, PYCCKWH, (paHIy3CKWH, aHTIMHCKHUI) C
MHCTPYMEHTaMH AJISI: CPaBHUTENBHOIO aHaiu3a (MapajiebHoe oToOpaskeHHe (parMeHTOB
Tyrynmxsna u opuruHanoB Bamiona, 3an3o, Onepona, Manbpué); aHHOTUPOBAaHUS H
KOMMEHTHPOBaHUS (HMCCIIEIOBATEIH M3 PA3HBIX CTPaH MOTYT OCTaBJIATh KOMMEHTapUH Ha
PasHbBIX A3bIKAX); BU3yaJIM3alUU TEMAaTHUECKUX CBS3€H M «TEMHBIX MeCT» (MHTEPaKTHBHBIC
KapTbl NMPOOJIEMHBIX 30H); IeHEepauuu Y4eOHbIX 3afaHuil (co3laHHe KEHCOB M 3aJady Ha
OCHOBE BBIOPaHHOTO (pparMeHTa).

Oocy:xnenue

OO0m1rie UTOTH MPOBEIEHHOTO aHAJIHM3a Pa3IMYHBIX BEKTOPOB TpaHc(opMaliy couepika-
HUsI 00pa3zoBaHMsl Ha IpuMepe akTyaiausauumd Hacienuss O.M. TyTyHIKsSHA TO3BOJISIOT
chopMynupoBaTh MATH MPUHIHIIOB «PEKYPCUBHOIO» HIIM «BO3BPAIIAIOIIETO)» MPOEKTHPO-
BaHUS — KOMIUIEKCHOW CTpaTETHUH aKTyallu3allii HaydYHO-QHI0cO(PCKOro Haciaeusl BMecTe ¢
BBICTpaNBaHHEM ITOJIUTHUKH €TO MPOJODKEHUS U PA3BUTHS.

Hpunmun 1: Hpucymcemeue. TlpoexTupoBanne oOpa3oBaHHS HAYMHAETCSA C IK3UCTEH-
[MAATFHON BCTPEUM C HAYIHO-0OpA30BATENBHON Tpamuilied W JKCIUTHKAIUN €€ 0a30BBIX
3HAUEHUN W CMBICIOB B KOHKPETHOM HCTOPHUKO-KYJIBTYpHOM KOHTEKCTe. MIMEHHO B mpo-
CTpaHCTBE JHajiora U 00CYKIECHHUsI 0a30BbIX BOMPOCOB («UTO IS MEHS 3HAYUT TOT aBTOP U
€ro TeKCT?», «4TO sl YyBCTBYIO IIPH €r0 YTEHWH W MEPEBOJE?», «4TO BO MHE MPOTHBOCTOUT
3TOMY YTEHHIO M IOHUMAaHHUIO?») BO3HHMKAIOT, OOBEKTUBUPYIOTCS U TPAaHCPOPMHUPYIOTCS
0a30BbIe MHTEHIIMU ¥ CTPATETHH OYIYIIUX YYACTHHUKOB 3TOM JEATEILHOCTH.

23



punmun 2: /[sounoe umenue. Knaccuueckuii HaydHO-(DUIOCOPCKUN TEKCT YUTACTCS
OJTHOBPEMEHHO B JIBYX acIeKTax: 4TO aBTOP XOTeJ cKa3aTb TorAa? M 4TO 3TO MOKET 3HAYUTh
ceronus? IlepBoe UTeHHE HOCUT IIPEUMYIIECTBEHHO MOHOJOIMYECKHH XapakTep U Halpas-
JICHO Ha W3BJCUYCHHE «OOBEKTUBHOI'O 3HAYECHUS U3 CKa3aHHOTO; BTOPOE — JHAJIOIMIECKOE —
BKJIIOYAeT KaK HCTOPUYECKUE, TaK M COBPEMEHHBIE aCHEeKThl M CMBICIBL. B mpakTHieckom
wiaHe (GparMeHTbl TEeKCTa CHAO0XKAl0TCAd KOMMEHTApHsIMU [BYX THIIOB: «UCTOPHYECKHUN
KOHTEKCT» U «aKTyaJIbHasl IPOCKIIHD.

[Mpunmun 3: Coyuanvno-nonumuueckoe onocpeocmeosanue. Ha 3ToM 3Tame upeu u
CMBICJIBI M3 MIPOILJIOTO MEPEeBOSTCS Ha SI3bIK COBPEMEHHBIX HOPMATHBHO-TIPABOBBIX aKTOB U
CTPATETMYECKUX INPUOPUTETOB. DTO O3HAYAET IOMCK TOYEK CONPSDKEHMS, IIIe SI3bIK KJIACCH-
YEeCKOro TEKCTa U S3bIK TOKYMEHTa PE30HHPYIOT, HE CBOZSICH APYT K Apyry. DakTHUECKH, 5TO
MOYKET O3HayaTh MOWCK aHAIOTOB MEXKAY KOHIIETITAMH HACIeAWs M HEKOTOPBIMH JAWCIIO-
3ULUSIMHM aKTyaJbHBIX HOPMATHUBHBIX [TOKYMEHTOB C IIOCJEAYIOIIEH pa3paboTKOH cxeM
B3aUMHOH TpaHC(HOPMALIMU U COBMECTHOIO IIPUMEHEHHUS.

[punnun 4: HHonuxyremypuas coopxa. JIFOOOH COBpEMEHHBIH MEXIUCIUTUTMHAPHBIN
MHHOBALIMOHHBIA TIPOEKT MPEAyCMaTpPUBAET COIPSKCHUE PAa3HbIX TPagULUM, AUCKYPCOB,
MHCTUTYLMHA U S3BIKOB, & €r0 YCTOHYMBOCTbH ONpPENENAeTCs] CHOCOOHOCTBIO OJHOBPEMEHHO
VIEPKUBATh  IPOTHO3UPYEMYIO TpaHchopMalmio ©  TypOYJIEHTHYIO  pPEalbHOCTBY
(Kolesnykova, 2025, p. 3). bubnuoreka craHoBUTCS MeTadopodl HaIIEro MPOSKTa: OHa
yAEp)KUBAET TPATUIMIO (apXWB, PEeIKWE KHUTH), TOJUTHUKY (HOPMAaTHBHBIE TpeOOBaHUS) U
pOeKTH (UQPOBbIE MIATPOPMBI, Al-CepBUCHI) B yCTOWYHBOM CBSI3H.

punnun 5: Creosnas unmeepayus. VITOTOBBI KOHTYpP OOHOBJICHHUS COJEPIKaHUS
o0pa3oBaHMs pa3BOPAuMBACTCS HE KaK HA0Op TeM MM KOMIETEHIMH, a KaK CHCTeMa JIMHUH,
KaXasi U3 KOTOPBIX NPOXOAUT uepe3 Bce YpoBHH Mozend. llpennaraemast mstunnHeiHas
cxeMa BkmouaetT: (1) Te3ucel U 0a30Bbie MPUHIMIILL, (2) albTEpHATUBBI U MPOTHBOPEUUS
(«cmiopbl», BOMPOCH], «TéMHBIE MecTay); (3) (yHKUHMOHANBHBIE (JIEATETHLHOCTHBIC) OIO-
cpencTBoBaHUs; (4) HAyYHO-UCCIIEAOBATENbCKIE MPOSKTHI; (5) Hay4HO-00pa3oBaTeNbHbIE (B
TOM YHCIIe MEKAYHAPOIHEIC) CETH.

B KoHTEKCTEe TpamWIKH, TMOJUTHKO-YIpaBiIeHYeCKHe peopMbl UM WHHOBAIIMOHHBIC
MPOEKTHI HE SBJIAIOTCS aJIbTEPHATUBHBIMH WM TIOCJICA0BATEIbHBIMU CTaJUsIMU, HO 00pa3yioT
MIMPOKYIO M TUHAMUYHYIO MAJIUTPY OOHOBIICHUS COAEPKAHHS IICHUXOJOr0-TIeJaroruueckoro
U Hay4HO-QHrI0coCKOro 00pa3oBaHMsl.

OrpaaneHnﬂ HCCJICJOBAHUA

Hecmotps Ha HOCTUTHYTHIE Pe3yIbTAaThl, HACTOAIIEE UCCIIEAOBAHNE UMEET Psifl OTPaHH-
YEHH, KOTOPBIE CIIEAYET YUUTHIBATH MTPH WHTEPIIPETAIIUU BHIBOJIOB.

1. A3vikosoe ozpanuuenue. OCHOBHOW aHamM3upyembld TekcT (kaura O.M. Tyryun-
JKsHA) ONMYOJIMKOBAaH Ha apMSHCKOM SI3bIKE M HE UMEET IOJHOTO IePEeBOja Ha PYCCKHMM WM
AHTTIMACKUI. AHalli3 MPOBOJWICS Ha OCHOBE ()parMEHTOB M BTOPHUYHBIX MCTOYHUKOB, YTO
MOTJIO TIOBJIUATH HA MOJHOTY U TOYHOCTh IIOHUMAHUS OPUTHHAIBHBIX CMBICJIOB.

2. Hoeonozuueckan onocpedogannocms. Texct TyTyHKsIHA U3HAYATBLHO CO3/1aBajICs B
paMKax COBETCKOW MapKCHCTCKO-JICHUHCKOW WJICOJIOTHH, YTO HAKJIaJbIBACT CHenU(DUISCKUi
(buapTp Ha M3NMOKEHUE (PAHITY3CKOHM TeHeTu4eckol rncuxonorud. [lomHoe «ouuiieHune» ot
UJICOJIOTMYECKUX HACIIOCHUH HEBO3MOXKHO, a TIOIBITKA WX WTHOPHPOBAHHSA BEAET K yTpare
HUCTOPUUIECKOHN CHCTTU(UKH.
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3. Omcymcmeue Imnupuueckoii npogepku. IlpeanoxeHHple NPUHLIUIB «PEKYPCHB-
HOT'O MPOEKTUPOBAHUS» U ISATUYPOBHEBAs] MOJAENID SBJSIOTCS TEOPETHKO-METOI0JIOT HYECKH-
MU KOHCTpyKTamu. WX 3¢ ¢eKTHBHOCTH B pealibHOW 00pa3oBaTelIbHOM MpakTHKEe TpeOyeT
JOTIOJTHATENBHOW SMIHMPHUECKOl BepuduKanuu (HampuMmep, 4epes3 MIJIOTHbIE BHEAPECHUS B
MeAaroOTHIeCKUX By3ax).

4. Ozpanuuennocmov mamepuana. ViccienoBaHne COCPEIOTOYCHO HA OJHOM KHHTE U
OTHOW HaydHOW mIKosie ((ppaHIfy3cKas TeHeTHYecKas MCUXO0JIOTHsA). Bo3MoxHOCTH TeHepa-
JM3aIlY BBIBOJIOB HA JPYTHe HAyYHbBIC TPAAHUINK (HEMELKasi, aMepHKaHCKasl, OTeYeCTBEHHAS
HIKOJIBI) TpeOyeT AajdbHEHIINX UCCIeIOBaHUM.

5. Omcymcmeue yugposoii nnamepopmet. I[IpeanoxeHHbId MPOEKT CETEBOTO UCCIENO-
BaTEJILCKOT'O CeMUHapa Ha 0aze udpoBoii IaTGopMbl He OB peaan30BaH Ha MPAKTHKE; €ro
OTMCaHKUEe HOCHUT MPOCIEKTHBHBIN, TPOEKTHBIN XapaKTep.

6. Anonumusupoeannsvie ucmounuxku. B cooTBETCTBHUH C TPeOOBaHMSAMHU JIBOWHOTO
CIICTIOTO0 PELEH3UPOBAaHUS [BE pPaOOTHl aBTOPOB OBUIM aHOHMMH3HPOBAHBI, YTO MOXET
3aTPYJHATH BOCIIPOU3BEACHHE TTOJTHOTO TEOPETHIECKOTO KOHTEKCTA PEIIEH3CHTaMHU.

3aka0ueHnne

Hayuno-¢unocodckoe Hacmeque O.M. TyTyHIKsSHa NpeAcTaeT B Halle BpeMs HE
TOJIBKO B Ka4eCTBE MY3€HHOro apredakTa, HO )KMBOTO MCTOYHHKA aKTYaJbHBIX MPOCKTOB, a
NPEJIOKEHHAS! CXeMa «PEKYPCHUBHOTO MPOSKTHPOBAHUS» CO3aET HEOOXOIUMBIE OCHOBAHUS
IUIS TIPEOJOJICHUS pa3pbiBa MEXIy UCTOPHEH MCUXOJIOTHH U MENaroruk, o0pa3oBaTeiIbHOM
MOJUTUKON M MHHOBALIMOHHBIMH MIPAKTUKAMH.

[Ipeanaraemass METOHOJIOTHSI «BO3BPAILAIOLIETO IMPOCKTHUPOBAHUS» BIHCHIBAECTCS B
Oonee MUPOKUI MEXIyHAPOAHBIA AUCKYPC O MPEOJOJICHUN «HMHICTEPMUHU3MA» B TYMaHHU-
tapHoM 3HaHuH. Kak gemoncTpupyror Burman et al. (2024) na npumepe peteniuu padot XK.
[Mnasxke, Halle MOHMMaHHUE KJIIACCHUKOB YaCTO MCKa)XEHO HE CTOJBKO M3-3a HeJoCcTaTKa (DaKTu-
YEeCKHX JIAHHBIX, CKOJIBKO M3-32 YTPaThl KOHTEKCTOB MX MPOW3BOJICTBA M MEpeBOJa. APXUB-
Has paboTa M PEKOHCTPYKIMS ceTed OOIIeHUs (Kak 3TO CIENaHO B JaHHOM HCCIICOBAaHHU
Py BOCCTAHOBIEHHMH cCBsizell TyTyHmksHa C (PaHIy3CKUMH ICHXOJIOTaMHU) SIBISIOTCS
BO3MOXXHBIM CIIOCOOOM «BassKOPHUTEY IUIABAIOIINN CMBICT KJIACCHUYECKOr0 TEKCTa U BEPHYTh
€ro B aKTyaJIbHYIO HayYHYIO0 U 00pa3oBatenbHyro mpakTuky (Burman et al., 2024, p. 12).

Ha ocHoBe mpoBen€HHOTrO HCCIEAOBaHUS M BBIABICHHBIX OTPAaHUYEHHH MOTYT OBITH
NPE/SIOKEHBI CIIEeAYIONINE HAITPABICHHUS IS JATbHEUIINX UCCIIeIOBAaHUN 1 pa3paboToK.

1. DOmnupuyeckas amnpoOanusi ¥ BepudUKaus MATHYpPOBHEBOW Mmojenu. Pazpaborka
JUAarHOCTHYECKOTO WHCTPYMEHTApusi JUIs OLIEHKH YpPOBHEH coJiepaHusi oOpa3oBaHUs B
peanbHBIX 00pa30BaTeNbHBIX TporpamMax (IIKOJBHBIX, BY30BCKHX, JOIMOJHHTEILHBIX) H
NpOBEJICHHE AMITMPUIECKOTO UCCIIEIOBAHNS Ha BEIOOPKE MEAaroroB U CTY/ICHTOB.

2. Pa3zpabotka u tectupoBaHue nu¢posoii miarpopmel. Co3naHue MpoTOTHNA LUPPO-
BOW maT(opMbl AJ1s1 MHOTOSI3BIYHOTO aHHOTHPOBAHHA M KOMMEHTHPOBAHHS KJIACCHUECKHX
TeKCTOB (Ha mpuMepe Hacieaus: TyTyHmIxsIHa U QPaHIY3CKUX TICUXOJIOTOB) € MOCIEAYIOUIM
NUJIOTHBIM TECTUPOBAaHHEM B YHHBEPCHTETCKMX OHMOJIMOTEKAaX H HCCIEJ0BaTEbCKUX
rpymnmax.
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3. CpaBHUTeTbHBIE HCCIEIOBaHMS HAyYHBIX Tpaguuui. PacmmpeHune MeToonoruu
«BO3BPALIAIONIETO POCKTUPOBAHUS HA IPyTUe HAyYHbIC IIKOJIBI (HAIPUMED, Ha PELCTIUIO
pabot JI.C. Brirorckoro 3a pyOexoM WM Ha aHANIW3 HEOMyOJIMKOBAaHHBIX apXWBOB OTe-
YEeCTBEHHBIX IICUXOJIOTOB).

4. VaTerpamus B 00pa3oBaTelbHBIE CTaHIAPTHL. Pa3paboTka KOHKPETHBIX PEKOMEH]Ia-
Ui 10 BKITIOYCHHWIO TMPHUHIAIIOB «PEeKypCHUBHOTO MpoektupoBanus» B PI'OC memaroru-
YeCKOro 0OpazoBaHUs (B YAaCTHOCTH, B pa3leNbl, KACArOIIUECs METOIOJIOTHYECKON MOAro-
TOBKH CTYACHTOB).

5. MexnynapogHoe coTpyaHuyectBo. CozgaHMe MEXKIYHApOIHOTO HCCIEI0BATENb-
CKOT0 KOHCOpLIMYMaA 110 M3YYCHHUIO M aKTyajJu3aluu HaydHoro Hacieaus XX B. B ¢opmare
«Poccust — Apmenns — @paHius — Apyrue CTpaHbD) C MPOBEACHUEM COBMECTHBIX CEMUHAPOB,
JIETHUX IIKOJ U MyOIHKaLuii.

6. HcciemoBanme «TEMHBIX MECT» APYTrUX KIACCHYECKHX TEKCTOB. [IpuMenenme
METOJIOJIOTHH «IBOMHOTO YTEHUS» M BBISBICHUSA aHTHTE3 K JAPYTUM KIFOUEBBIM TEKCTaM B
WCTOPHUH TICHXOJIOTHH M Tenaroruku (Hampumep, k padoram XK. IImaxe, JI.C. Beirorckoro,
A.H. JleonTtseBa).

7. Pa3BuTHE YHHBEpPCHTETCKMX OHMOJIMOTEK KaK IEHTPOB PEKYPCHBHOTO MPOEKTHPO-
BaHUs. HCCJ’ICI[OB&HI/IC OpTraHU3allMOHHBIX U TEXHOJIOTHYCCKUX yCHOBHﬁ, HCO6XO}Z[I/IMLIX JJIsA
TOr0, 4TOOBI YHHUBEPCUTETCKas OWOIMOTeKa CTaja HWHCTHTYTOM BO300OHOBIICHUS
YHHUBEPCUTETCKUX HAYYHO-00pa30BaTEIbHBIX TPaJAUIHH.
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Abstract

The article proposes a novel methodological lens for analyzing and consolidating three vectors of
educational content transformation: the revival of historical-cultural traditions (reflexive engagement
with classical texts), the implementation of current educational policies (incorporation of priorities
and execution of regulatory documents), and the initiation of innovative projects (utilizing digital
platforms). The existential-phenomenological theory of educational content (Bermus, Serikov, &
Altynikova, 2021; Lednev, 1991; Shalygina & Shabalin, 2017) serves as the theoretical framework,
founded on the morphosemantic analysis of the Russian word for content, soderzhanie (so-derzh-ani),
and a five-level model (ranging from pre-conceptual experience to multicultural dialogue). Using the
example of O. M. Tutundzhyan's book Issues of Child Psychology (1980, Yerevan University), which
provides a detailed exposition and critical analysis of the ideas of A. Wallon, R. Zazzo, P. Oléron, and
F. Malrieu, the paper demonstrates how each level of the model enables the retention and
development of tradition in distinct ways: from existential presence (Level 0) to the generation of
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international research networks and digital platforms (Level 5). Seventeen fundamental antitheses of
French genetic psychology are formulated, along with the principles of "recursive design,"” which
facilitate bridging the gap among the history of pedagogy, educational policy, and innovative practice.

Keywords: educational content; existential-phenomenological approach; five-level model; O. M.
Tutundzhyan; French genetic Psychology; recursive design; indeterminacy of translation.
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Abstract

The modern educational system is under the continuous influence of social, economic, and
technological changes, which necessitates an improvement in the quality of education through the
introduction of innovative teaching approaches. In this context, the application of experiential learning
is crucial, as it promotes the development of learners' practical skills, enhances cognitive activity, and
reinforces the practical application of knowledge. The research problem is focused on identifying the
effectiveness of experiential learning within the educational process. The research objective is to
scientifically substantiate the effectiveness of experiential learning as a means of improving
educational quality by examining its impact on learners' cognitive activity, critical thinking, and
academic progress, as well as to identify the pedagogical conditions for its effective implementation.

The research methodology includes methods of observation, diagnostic testing, assessment,
surveying, and comparative analysis. The survey was conducted among 897 lecturer-respondents, 704
of whom mentioned the use of experiential learning elements. Then, 17 master's students participated
in the study; 8 were in the experimental group and 9 in the control group. Based on the data obtained, a
comparative analysis of traditional and experiential learning was performed.

The results showed that experiential learning contributes to an increase in learners' cognitive
activity, independent thinking, collaborative skills, and academic progress, compared to traditional
teaching methods. The scientific novelty lies in the conceptualization of experiential learning as a
comprehensive mechanism for educational reform. This framework integrates modern pedagogical
approaches with practical strategies, serving as a robust instrument for the continuous enhancement of
educational quality.

Keywords: experience, competency-based education, collaboration, individual pace,
responsibility, time management, formative assessment
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Introduction

The relevance of the article is determined by the reforms in the educational system,
contemporary challenges, and the demand for improving the quality of education. Global
changes in the educational system present challenges ranging from rapid technological
advancements to meeting the diverse needs of learners. Traditional forms of instructional
organization now require modernization to effectively address these challenges. There is a
need for innovative approaches and new ideas that will help restructure the implementation of
the learning process, thereby satisfying the demands of the new generation.

In this context, experiential learning acts as a dynamic approach to solving the
aforementioned problems, emphasizing the acquisition of knowledge through experience,
individualization of learning, differentiated instruction, the development of active research
and creative thinking, and healthy collaboration. The demand of modern education is for the
learner to be an active participant in the creation of knowledge.

The theoretical significance of the article lies in the thorough analysis of the scientific
and theoretical foundations of experiential learning from the perspective of improving the
educational process. The practical significance is that specific techniques have been
developed for educators to ensure the effective organization and implementation of
experiential learning.

The research problem is that the modern educational imperatives demand the
cultivation of autonomous, creative individuals possessing robust practical capabilities. Such
individuals must be equipped with innovative mindsets and leadership skills, enabling them
to independently initiate, plan, and realize ideas that contribute to national economic
development. Consequently, experiential learning serves as the vital pathway for meeting
these contemporary requirements by establishing the pedagogical conditions necessary to
optimize student motivation.

Researchers view experiential learning as a vital means for developing student
motivation and effective problem-solving, which in turn promotes academic progress
(Balitsky & Tseluiko, 2025; Burch et al., 2015; Cantor, 1995; Darling-Hammond, 2006;
Dewey, 1938; Healey & Jenkins, 2000; Kong, 2021; Moon, 2004; Muxitdinova, 2024;
Nurieva et al., 2024; Shivaramu et al., 2025; Zeichner, 2010). These researchers have
explored and emphasized the importance of creating a favorable moral and psychological
environment for learning through experimental methods, experience-based instruction, and
the development of critical thinking. Furthermore, they highlight the significance of active
interaction between subjects within the experimental process and the formation of effective
mechanisms for evaluating results, viewing the learner as a knowledge creator and an
innovative individual. At the same time, scholars emphasize that reflexive practice and the
systematic integration of theory with real professional experience promote active student
engagement and the development of reflexive practitioners, who are capable of operating
effectively within today's complex educational environments.

The research gap lies in the fact that experimental learning is used infrequently and
selectively, which cannot ensure quality results.

The hypothesis
If the learning process is organized through personal experimentation and practical
work, then the effectiveness of instruction will be higher.
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The objective of this article is to examine the process of educational enhancement
through the integration of experiential learning. To achieve this aim, the following research
tasks have been identified: to determine the impact of experiential learning on educational
quality; to identify the specific conditions that facilitate its effective implementation; and to
develop practical recommendations for educators regarding the efficient organization and
execution of experiential learning strategies.

The conceptual foundations of experiential learning began to take shape in the late 19th
century, championed by progressive educators such as John Dewey, Lev Vygotsky, Jean
Piaget, Ernst Meumann, William James, and Edward Thorndike. According to these theorists,
education should be predicated on scientific experimentation and intuition, rather than on the
mechanical acquisition of rote knowledge and simple reproduction.

John Dewey advocated for the “learning by doing” principle, asserting that education
should be an active, experiential process rather than the passive reception of information. He
posited that classroom experimentation stimulates critical thinking and problem-solving
skills. Experiential learning is grounded in the idea that knowledge emerges through
meaningful interaction with real-life situations; as he emphasized, “there is an intimate and
necessary relation between the processes of actual experience and education” (Dewey, 1938,
p. 20). Corroborating this view, researchers emphasize that experiential learning enhances
individual motivation and fosters robust problem-solving capabilities. Ultimately, the
successful design and implementation of educational experiences are predicated upon these
fundamental tenets of experiential pedagogy (Shivaramu et al., 2025).

In his seminal works, “The School and Society” (1900) and “Democracy and Education”
(1916), John Dewey proposed that schools should function as laboratories of experience
where children learn through action. To this end, he established the University of Chicago
Laboratory School, which stood as the first institution specifically designed for educational
experimentation.

Building upon this approach, Lev Vygotsky introduced the concept of the “Zone of
Proximal Development” in the 1930s, highlighting how guided experimentation can facilitate
effective learning processes.

Jean Piaget’s research on cognitive development underscored the pivotal role of trial and
error in the construction of knowledge, demonstrating that children learn most effectively
through practical investigations.

Building upon these conceptual frameworks, experiential learning has evolved into a
modern educational model. It is founded on the pedagogical paradigm of “the development of
the university student as a central subject of the educational process”. This model aims to
catalyze student engagement within the instructional cycle, enhance educational quality
through the integration of contemporary innovative technologies, and foster the
comprehensive development of student competencies (Liu, 2022).

Within the framework of experiential learning, students are granted academic autonomy,
affording them the opportunity to make independent decisions, conduct experiments, and
engage in a cycle of trial, error, and correction. This approach enables learners to critically
analyze their performance and derive conclusions in an environment free from the fear of
judgment or external criticism. In this pedagogical context, failure is not perceived as a
setback but as a source of valuable empirical data. It is essential to cultivate conditions where
the learner can iterate through a process of experimentation and refinement. Consequently,
this fosters the development of a creative, autonomous, and critical thinker capable of
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generating innovative ideas. “Experiential learning bridges the gap between academic theory
and real-world practice, allowing students to apply knowledge in authentic contexts while
developing critical thinking, problem-solving, and civic engagement skills” (Cantor, 1995, p.
12).

Furthermore, experiential learning facilitates the development of learners' collaborative
competencies. During teamwork, students engage in mutual support, peer guidance, and
collective refinement to achieve shared objectives. As emphasized, the experimental platform
serves as a nexus for interaction among various subjects, a process that significantly enhances
the overall quality of education (Nurieva et al., 2024). Contemporary academic education
emphasizes the critical importance of practical, experiential learning, as it provides an
interactive and practical environment that fosters the development of knowledge and skills
through active participation and engagement (Azeez & Aboobaker, 2024). Zeichner (2010)
highlights that meaningful professional learning occurs when theoretical instruction is
systematically integrated with practical experiences, enabling teacher candidates to construct
knowledge through participation in authentic educational contexts. This integration supports
the development of reflective practitioners who are capable of critically analyzing their
instructional decisions and adapting to complex classroom realities.

Experiential learning is predicated upon empirical evidence and is tailored to the
individual capacities of learners. By valuing the unique contributions of each participant and
ensuring robust learner interaction, these elements constitute the qualitative criteria for an
effective experimental instructional process:

1. Evidence-based teaching: Experiential learning replaces intuition-driven decisions
with scientifically substantiated facts, thereby leading to significantly higher
instructional effectiveness.

2. Personalization of learning: Experiments aimed at developing cognitive interest and
motivation are implemented through differentiated and individualized approaches.

3. Active and learner-centered teaching: Students are actively engaged in the learning
process, fostered by collaborative relationships and mutual interaction.

4. Process of assessment systems: Implementation of diagnostic tools and formative
assessment frameworks.

5. Innovation and Curricular Flexibility: Organizing project-based learning with a
strategic emphasis on the scientifically rigorous and in-depth execution of the
experimental-research component.

Experiential learning occupies a central role in contemporary educational practice, as it
catalyzes student motivation and engagement through immersive experiences. These
experiences prioritize the development of practical abilities and core competencies over the
mere rote memorization of factual information (Kong, 2021). Student engagement is a
multidimensional construct that plays a vital role in educational success, encompassing
behavioral, emotional, and cognitive factors that contribute to learning effectiveness and
academic performance (Burch et al., 2015). Healey & Jenkins (2000) note that Kolb’s
experiential learning theory provides a useful framework for designing learning activities that
enable students to engage in concrete experience, reflective observation, abstract
conceptualization and active experimentation, thereby enhancing both understanding and
practical application.

The integration of experiential approaches into the learning process facilitates the
creation of a learning environment that enables students to achieve full self-actualization,
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thereby evolving into autonomous individuals.

In pedagogical universities, experiential learning serves as a critical pathway for the
professional development of future teachers. The teacher’s profession demands more than
profound theoretical knowledge; it requires the competency to navigate pedagogical scenarios
rapidly, make decisive judgments, and apply creative solutions. Consequently, experiential
learning assumes a role of paramount importance in higher pedagogical education for the
cultivation of these essential professional attributes. Kong (2021) emphasizes that
experiential learning, as a learner-centered pedagogy, enhances the worth of education by
concentrating on cultivating skills and genuine experiences that boost students’ motivation
and involvement in the classroom. A highly effective form of experiential learning for
students is the implementation of micro-teaching sessions. During these sessions, students
model, design, plan, and execute short lessons while assuming the role of the educator. This
process provides an experimental platform to test various instructional designs, teaching
methodologies, digital tools, and assessment strategies. Furthermore, it allows for the
qualitative analysis of the teaching process through structured feedback from both peers and
faculty. Through this practical experience, future educators are able to evaluate their
professional strengths and weaknesses, cultivate a unique personal teaching style, and
internalize professional responsibility. Consequently, this fosters the development of critical
self-reflection and professional self-assessment, leading to continuous self-improvement.
Another highly effective method is the modeling of pedagogical scenarios, where students
formulate typical “real-life” cases and problems. By analyzing these instances and identifying
causal relationships, they propose diverse solution models, thereby cultivating a pedagogical
mindset. Given that experiential learning is rooted in the “learning by doing” principle, the
modeling of these scenarios serves as an abstracted experimental field. In this simulated
reality, learners operate by discovering pedagogically justified and optimal solutions for
complex situational challenges.

Pedagogical internship serves as a fundamental form of experiential learning and
constitutes a mandatory component of the academic curriculum. During this practicum,
students apply theoretical knowledge within authentic educational environments, engaging in
a reflective analysis of their teaching experiences. The internship represents the primary mean
for the cultivation of practical professional competencies and the acquisition of professional
experience. Serving as a bridge between theory and reality, it empowers learners to conduct
autonomous pedagogical activities, thereby facilitating the future teacher’s personal teaching
style, professional self-identity, and a robust system of value orientations. In the context of
higher education, experiential learning is seen as a bridge connecting conceptual knowledge
with professional skills relevant to the world of work and global society (Mertayasa et al.,
2025). Darling-Hammond (2006) emphasizes that future educators can acquire the
knowledge, abilities, and attitudes required for successful instruction in a variety of
classroom environments through teacher education programs.

It is essential to highlight the significance of research and project-based assignments
within higher education. Through these frameworks, students conduct inquiries and perform
experiments, thereby fostering the development of robust scientific research competencies.
These methods represent forms of experiential learning with unique transformative potential.
The objective of research-based work is to cultivate scientific reasoning, apply theoretical
knowledge to authentic educational, social, or professional contexts, and enhance analytical
and critical thinking. Furthermore, it familiarizes students with qualitative and quantitative
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research methodologies, data collection and processing techniques, and advanced academic
literacy. Concurrently, project-based learning aims to refine practical skills, stimulate
creativity and proactivity, and bolster professional readiness by teaching students to plan,
implement, and evaluate complex projects. Together, research and project-based activities
foster student autonomy, prepare competitive specialists for the labor market, and enhance
lifelong learning capacities.

The organization of collaborative team projects stands as a premier form of experiential
learning, specifically designed to cultivate the proactivity, autonomy, and research-oriented
creative capacities of future teacher within a group dynamic. Throughout the team project
lifecycle, participants work toward a shared objective, cooperating to generate an innovative
conceptual output as a final result. This collaborative framework fosters the development of
interpersonal relations, active listening skills, and receptivity to diverse perspectives. Within
the team, each member contributes a unique viewpoint; it is precisely within this diversity of
ideas that more creative and high-quality solutions are conceived. During collaborative
efforts, responsibilities are distributed among team members, allowing for task specialization
and the mitigation of individual cognitive load, which accelerates the process and elevates
overall quality. A primary advantage of team-based projects is synergy, where the interplay
and fusion of individual ideas and skills enable members to refine and enhance one another's
contributions, thereby increasing collective productivity. On this synergistic platform, the
unification and complementarity of individual efforts catalyze the generation of robust, high-
impact ideas. Furthermore, the outcomes of team projects must be concrete, visible, realistic,
and measurable, which necessitates a high degree of accountability and professional
responsibility from the learners.

Methods

For the purpose of this research, a survey was conducted among lecturers, involving a
total of 897 respondents. The primary objective was to ascertain whether they implemented
experiential learning methodologies and, if so, through which specific forms, their perceived
effectiveness, and their subsequent impact on educational quality. Out of the total sample,
704 respondents reported the active utilization of experiential learning through projects, case
studies, situational discussions, and role-playing scenarios, as well as within courses
characterized by a high volume of laboratory hours. The findings revealed that students
demonstrate significantly higher levels of enthusiasm and engagement when these methods
are employed, directly correlating with superior academic outcomes. Furthermore, when
invited to provide additional insights, respondents emphasized that the efficacy of
experiential learning and its impact on educational quality would be substantially enhanced if
implemented with greater frequency, continuity, and systematic consistency.

To evaluate the effectiveness of experiential learning, we conducted an experimental
study involving 17 first-year Master’s students enrolled in the “Modern Teaching
Technologies” course at Vanadzor State University. The study utilized an experimental group
and a control group across the following specialties: “Armenian Language and Literature”,
“English Language and Literature” and “Mathematics”. The control group, consisting of 9
students from the “Armenian Language and Literature” and “Mathematics” specialties, was
instructed using traditional teaching methods. The experimental group comprised 8 students
from the “English Language and Literature” specialty, who underwent a semester-long
intervention using experiential learning methodologies.
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The main stages of the practical training are outlined below:

Table 1.
Comparison of the Main Stages of Practical Training
Experimental Learning Group Traditional Learning Group
(Experimental) (Control)
Preparation Preparation
Organization and implementation of educational Presentation of assigned material
experiments (individual, pair, team)
Monitoring and data collection Questions, discussion
Data classification by criteria and indicators Group work, presentation of additional
information
Analysis and comparison Discussion
Feedback, repetition of the experiment if necessary Material processing
Summary of results and formative assessment Summary of results, unit assessment,
assessment

Description of an experimental micro-teaching exemplar:

Topic: Person-oriented technologies

The purpose: To develop practical proficiencies in the application of student-centered
technologies through experiential learning.

Objectives:

o To foster learner autonomy and professional accountability;

o To identify the specific characteristics of implementing student-centered technologies
by leveraging the individual traits of the learner through experiential practice;

e To cultivate critical thinking and creative capacities.

Learning outcome: Proficiency in the competence of implementing self-guided
technologies.

Required materials and resources: Interactive whiteboard, high-speed internet access,
and specialized software platforms including Kahoot, Wordwall, Quizizz, Mentimeter,
Storyjumper, and BoomWriter, along with instructional scaffolds and task cards.

Process: Organization and implementation of a lesson based on a self-selected topic
using student-centered technologies. This involves initial testing with peers (micro-teaching),
followed by an analysis of results, synthesis of findings, error correction, and iterative
refinement. The revised lesson is then re-tested, leading to a final summary of results and
formative assessment.

Conclusion: Debriefing session and feedback.

Following the instructional session, a round-table discussion was convened to
qualitatively evaluate the outcomes of the experimental lesson. This reflective session
focused on identifying the specific pedagogical advantages and addressing the limitations
encountered during the process.

Subsequently, within the framework of the course’s instructional package, the “Distance
Learning Technologies” module was assigned. One month prior, the experimental group was
tasked with executing a collaborative team project on this topic. Conversely, the control
group continued with traditional instruction; upon the scheduled deadline, they delivered oral
presentations of the lecture material using slide decks, supplemented by additional research
data, followed by a general discussion and peer-to-peer assessment.
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In contrast, during the preparatory phase of the team project, the experimental group
defined the project’s purpose, objectives, and methodologies. In the planning phase, they
developed a comprehensive work plan, delegated responsibilities, and established a timeline.
During the implementation phase, students engaged in data collection, analysis, and
processing, while actively exchanging conceptual ideas. Throughout the monitoring and
support phase, the instructor conducted observations, providing expert consultation and
guidance. In the presentation phase, the students delivered their findings to a commission
using visually engaging slide presentations. During the evaluation phase, the commission
assessed the collective team output as well as individual contributions based on
predetermined criteria. Finally, in the reflection phase, students conducted a post-project
analysis to evaluate the efficacy of their teamwork and formulate specific conclusions and
recommendations. According to Moon (2004), experiential learning is deepened through
reflection, which transforms experience into meaningful learning by enabling the learner to
evaluate, connect, and apply knowledge acquired through action. Concrete experience
exposes graduates to ambiguity and real constraints, supporting creativity through tolerance
for uncertainty and flexible thinking. Reflective observation consolidates attitude change by
prompting graduates to interrogate assumptions and evaluate what did (and did not) work.
Abstract conceptualization supports decision-making by enabling rational comparison of
alternative strategies and translating feedback into principles for future action. Active
experimentation operationalizes adaptation through resource mobilization and interaction
with the environment as graduates implement and refine solutions in situations (Lambert et
al., 2026).

To evaluate the efficacy of the team project upon its completion, an assessment scale
was administered. Students were instructed to indicate their level of agreement with a series
of provided statements, ranging from “Strongly disagree” to “Strongly agree”:

= Strongly disagree: 1 point

= Disagree: 2 points

= Partially agree: 3 points

= | agree: 4 points

= | strongly agree: 5 points

Assessment scale.

Collaborative skills

| was able to cooperate effectively with my teammates throughout the team project.

The exchange of opinions contributed significantly to the efficient resolution of the
task/problem.

| actively listened to and integrated the suggestions of other team members.

Disagreements within the team were addressed and resolved through constructive
dialogue.

Manifestation of synergy

Collaborative effort within the team yielded superior results compared to what could
have been achieved individually.

My teammates' ideas served as a catalyst for the further development and refinement of
my own concepts.

Each team member’s contributions effectively complemented the work of others,
creating a cohesive whole.

Collective collaboration facilitated the generation of innovative and creative solutions.
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Professional (Pedagogical) development

The team project facilitated a deeper and more comprehensive understanding of the
subject matter.

My skills in resolving professional and pedagogical challenges were significantly
enhanced.

I am capable of effectively applying the knowledge acquired during this project to my
future professional activities.

Motivation and engagement

The team project significantly increased my interest and engagement in the overall
course.

I maintained active participation throughout all phases of the project lifecycle.

I felt a profound sense of personal responsibility for the team’s collective outcome.

Value and evaluation

The team project proved to be an exceptionally effective instructional method.

I would highly recommend the more frequent integration of similar project-based
learning initiatives within the university curriculum.

Final open-ended evaluative questions:

What are the primary advantages of the team project format?

What specific challenges or difficulties did you encounter during the process?

What recommendations would you propose to enhance the effectiveness of future
teamwork initiatives?

Data Analysis Framework: The cumulative results were calculated based on the
following scoring intervals to determine the level of efficacy:

= (0-30 points: Low

= 30-60 points: Moderate

= 60-80 points: High

Results

The findings revealed that all 8 participants in the experimental group scored within the
60-80 point range, demonstrating a high level of efficacy for the team project. Qualitative
analysis of the open-ended questions indicated that the primary advantages of the project-
based approach included synergetic collaboration, conceptual exchange, and the acquisition
of practical experience, all of which bolstered intrinsic motivation and professional
development. However, students identified time management and uneven distribution of
workload as key challenges. To optimize future teamwork, participants recommended the
frequent integration of such projects into the curriculum to foster adaptability, self-
organization, and self-actualization, noting that their initial time-management difficulties
were largely due to a lack of prior experience with this instructional format.

It should be noted that throughout the semester, participants were administered both
formative diagnostic and summative diagnostic assessments to facilitate a longitudinal
comparison of interim and final outcomes. At the conclusion of the term, a structured debate
was conducted involving both the experimental and control groups to evaluate the relative
merits of traditional versus experiential learning. By synthesizing the data derived from
systematic observations, diagnostic testing, performance evaluations, and focus-group
discussions, the following comparative analysis indicators for traditional and experiential
learning are presented:

37



Table 2.
Comparative Analysis of Traditional Learning and Experiential Learning

Criteria Traditional learning Experiential learning

Primary source of information,

controller Facilitator, guide

Instructor's role

Passive recipient (occasionally

Learner's role Autonomous, active participant

active)
. Transmission of pre-defined Experiments, projects,
Learning process - . .
knowledge simulations, practical tasks
Source of knowledge Textbooks, instructor Personal experience, real-world
problems
Type of thinking Reproductive Critical and creative thinking
. Oral presentations,  tests, Portfolios, self-assessment,
Verification, assessment : . ;
assessment, peer-assessment systematic observation, rubrics
Motivation Extrinsic (grades/marks) Intrinsic (interest/engagement)

The empirical findings of this study demonstrate that experiential learning significantly
enhances the academic autonomy of the learner, fostering a more self-directed and
independent educational environment where the student serves as the primary protagonist.
This model cultivates robust intrinsic motivation, providing students with the essential 'right
to fail'—an iterative process of trial, error, critical reflection, and creative exploration that
ultimately leads to superior academic performance and professional growth.

In contrast to traditional pedagogical frameworks, these innovative strategies cultivate an
immersive environment that catalyzes active student engagement, fosters high-level critical
thinking, and promotes synergistic collaboration (Muxitdinova, 2024).

Discussion

Thus, our hypothesis was confirmed: learning through personal experience and practical
work increases educational effectiveness. It can also be concluded that the purposeful,
continuous, regular, and systematic application of experiential learning in teacher training
makes it possible to prepare accomplished, independent-thinking, and innovative teachers,
thereby contributing to the improvement of the quality of education.

Comparing the results of our research with the conceptual approaches of the authors
cited in this work, it should be noted that the emphasis is placed on the continuous, regular,
and systematic application of experiential learning, which further enhances its effectiveness.

In conclusion, the purposeful and systematic implementation of experiential learning in
teacher education programs facilitates the development of self-actualized, independent
thinkers and innovative practitioners. Consequently, this pedagogical approach serves as a
critical catalyst for enhancing the overall quality and efficacy of the educational system.

Based on the comprehensive analysis of the experimental study, the following
pedagogical conditions have been identified as essential for the effective implementation of
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experiential learning:

1. Explicit formulation of learning objectives:

= Learning goals must be specific, measurable, and clearly communicated to the
students to ensure alignment and clarity.

» The experiential process should transcend not only the holistic development of
practical skills and professional competencies, but also the transmission of
theoretical knowledge.

2. Active learner engagement:

» Students should function as active researchers and investigators rather than
passive observers.

» Independent thinking, critical questioning, and iterative experimentation must be
consistently encouraged throughout the learning process.

3. Integration of theoretical and practical components:

= Experiential activities must be fundamentally grounded in previously acquired
theoretical knowledge to ensure conceptual depth.

= Scientific theory should be rigorously tested, validated, and reinforced through
direct practical application and hands-on experience.

4. Cultivation of intrinsic motivation:

= Experiential activities must be inherently engaging and directly linked to real-
world, vital challenges to ensure authenticity.

= A positive emotional environment is essential, as it significantly enhances student
engagement, persistence, and overall learning efficiency.

5. The facilitative role of the educator:

= The educator functions as an organizer, consultant, and facilitator rather than a
traditional lecturer.

= Continuous pedagogical support must be provided in a manner that scaffolds the
learning process without constraining the student's autonomy.

6. Safe and supportive learning environment:

= Physical safety is a mandatory prerequisite (equipment and materials).

= Psychological safety, mutual respect, freedom to make mistakes.

7. Reflection and analytical synthesis:

= Following the experimental activity, it is imperative to organize structured
discussions, self-assessment sessions, and the formulation of evidence-based
conclusions.

»  Systematic reflection facilitates the conscious internalization of knowledge.

8. Formative assessment strategies:

= Assessment evaluates not only the final product, but also the developmental
process.

Furthermore, the synthesis of results and formative assessment are considered pivotal
stages in experiential learning. These processes enable the analysis, quantification, and
identification of both the gaps and deficiencies, as well as the achievements and successes
encountered by the learner throughout the educational process. According to Balitsky &
Tseluiko (2025), experimental results can be evaluated qualitatively or through the statistical
analysis of data collected during the experimental session. Moreover, these assessed
outcomes serve as a foundational experience for future professional application.

Experiential learning empowers learners to acquire stable and profound knowledge,
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cultivates essential practical skills, and fosters a high degree of collaborative proficiency and
autonomy. According to Hartkamp-Bakker et al (2026), autonomy refers to experiencing a
sense of choice and volition in one's actions, competence to feeling effective and capable in
one's pursuits, and relatedness to feeling connected to and valued by others.

Drawing upon the analysis of the experimental findings, we propose a set of experiential
learning techniques designed to enhance educational quality and pedagogical efficacy:

1. “Targeted experience” technique: This technique involves the systematic
organization of goal-oriented, specific experiences purposefully designed to cultivate distinct
professional qualities and practical attributes in the learner.

2. “Feedback wheel” technique: This technique facilitates a structured cyclical
process where learners engage in collaborative discussion, self-reflection, and critical
analysis of their actions, outcomes, and emotional experiences throughout the learning
process.

3. “Experience perspective” technique: Through the generalization of experiential
findings, learners formulate personalized practical rules and principles. This cognitive
synthesis enables them to execute future professional operations with enhanced scientific
rigor and a systematic approach.

4. “Collaboration workshop” technique: This technique creates a dynamic
environment where learners engage in simultaneous collective activities to develop critical
social and interpersonal competencies. Key focus areas include mutual assistance,
compromise, effective communication, shared responsibility, task distribution, and time
management. These collaborative proficiencies are recognized as essential contemporary
attributes for professional and personal success in diverse life domains.

5. “Assessment journal” technique: This technique involves continuous, daily self-
assessment conducted by the learners. It is a qualitative approach aimed at the authentic
evaluation and appreciation of one's own developing capabilities, fostering a sense of
ownership over the learning trajectory.

The aforementioned conditions and techniques for organizing experiential learning are
instrumental in enhancing educational quality by fostering the essential 21st-century skills
required of learners. By developing these core competencies, individuals are empowered to
generate and implement innovative ideas that contribute meaningfully to the sustainable
development of society.

It should be noted that the reliability of the research would be higher if experimental
work were also conducted with undergraduate students from various academic disciplines.
We plan to continue the research in the future to obtain more comprehensive data and results.

Further research perspectives and recommendations

= Integrate experiential learning formats into university curricula as a mandatory

pedagogical component.

= Organize professional development programs for faculty staff focusing on the

practical application of experiential learning techniques.

= Strengthen the educational environment by fostering collaborative, proactive, and

autonomous student activities.

= Emphasize the role of formative assessment as a primary mechanism for ensuring

student progress.

= Promote a robust feedback culture through systematic discussions and analytical

reflection.
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These recommendations aim to transform the application of experiential learning into a
consistent and systematic pedagogical practice.

Conclusions

Experiential learning, as a contemporary pedagogical approach, plays a pivotal role in
enhancing the quality of education. It fosters active student engagement by facilitating
knowledge acquisition through direct personal experience and practical activity, ensuring a
more profound and enduring mastery of the subject matter. The implementation of
experiential learning cultivates autonomy, critical and creative thinking, as well as problem-
solving and collaborative skills. These competencies are essential not only for academic
excellence but also for effective participation in various spheres of life.

Experiential learning bridges the gap between theoretical instruction and real-world
application, significantly enhancing student motivation and fostering personal accountability.
The transformation of the educator's role—from a mere provider of information to a guide
and consultant—facilitates the democratization of the educational environment and the
successful implementation of student-centered learning.

In conclusion, the systematic and purposeful implementation of experiential learning
serves as an effective mechanism for enhancing educational quality, aligning seamlessly with
contemporary educational mandates and the evolving trajectories of societal

development.
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Abstract

In the context of rapid changes in all sectors of the national economy, globalization processes,
and increasing demands of the labor market, the integration of active, practice-oriented, and digital
approaches into the training of students is becoming increasingly relevant.

The article aims to study how interactive learning technologies improve the quality of
professional training in higher education by examining students’ opinions about their use, their attitude
toward interactive teaching methods, and the main challenges of using them.

The study used a mixed-method approach, combining a review of scientific literature with
collected data to examine the role of interactive technologies in improving professional training in
higher education. Data were collected through an anonymous Google Forms survey of bachelor’s
students from several Ukrainian universities and analyzed using basic statistical methods such as
frequencies and percentages. The results helped identify students’ views on interactive technologies,
the most common ways they are used in lectures and practical classes, and how students believe they
affect the quality of education.

An analysis of recent research on the use of interactive methods, such as case studies, project-
based learning, problem-based learning, and online learning platforms, shows that interactive
technologies help develop key competencies, including communication, organizational, analytical,
creative, and digital skills. They also help students learn to solve practical problems independently and
adapt to changing professional environments. The study highlights the benefits of combining better
understanding knowledge and developing practical skills. Additionally, it discusses the challenges and
future prospects of implementing interactive technologies. The conclusions emphasize that the
systematic use of interactive technologies in university training is an effective way to improve the
quality of education and develop professional competence, meeting the need of the modern job market
and increasing graduates’ competitiveness.

Keywords: interactive technologies, quality of education, students, future specialists, higher
education institution, case study, project-based learning, problem-based learning

Introduction

Dynamic changes taking place in modern society under the influence of digitalization,
globalization processes, and increasing job market demands require the renewal of
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approaches to the professional training of specialists in various fields. Today, the priority is
the development of competent and competitive professionals who can effectively work in
conditions of rapid socio-economic changes. In this context, the modernization of
professional training for future specialists in higher education institutions becomes crucial.

At the same time, the nature of modern professional activity involves constant
interaction with clients, partners, colleagues, and representatives of different social groups.
This requires a high level of communication culture, the ability to conduct constructive
dialogue, work effectively in teams, and prevent and resolve conflicts. Therefore, during
professional training in higher education institutions, special attention should be paid to the
development of social and communication competencies of future specialists. However,
traditional forms of teaching do not always fully meet modern challenges and the needs of
practice-oriented training, for this reason, the role of interactive learning technologies is
increasing. They promote active interaction among participants in the educational process,
allow the modeling of real professional situations, and support the development of critical
thinking and the ability to make well-reasoned decisions in conditions of uncertainty. The
integration of case-based, problem-based, and project-based learning, together with
simulation-based approaches, role-playing and business games, brainstorming, collaborative
discussions, and interactive training formats, enhances the alignment of the educational
process with real-world professional conditions.

Therefore, the implementation of interactive technologies in the training of future
specialists is an important condition for improving the quality of education, developing
students’ professional and social competencies, and ensuring their readiness to work
effectively in today’s competitive environment. In this context, there is a clear need for a
thorough scientific study of the role of interactive technologies in the professional training of
future specialists.

Literature Review

Modern higher education increasingly focuses on student-centred learning approaches
that promote active participation, collaboration, and the practical application of knowledge.
Interactive teaching technologies have become an important pedagogical tool for developing
professional competencies of future specialists. These technologies include case-based
learning, project-based learning, simulations, brainstorming, training sessions, and business
games, all of which aim to transform students from passive recipients of information into
active participants in the learning process.

A significant body of research has focused on the role of interactive digital media in
collaborative learning processes. For instance, Gan, Menkhoff, and Smith demonstrated that
the use of interactive digital tools such as mobile devices, social learning platforms, and
collaborative web applications can significantly enhance student engagement and support
collaborative learning activities in higher education settings. Their study highlighted that
interactive digital environments promote active participation and knowledge construction
among students (Gan, Menkhoff, & Smith, 2015).

In their study, the researchers emphasize: “to ensure the quality and accessibility of
education, improve individual and differentiated learning, and help students gain digital
skills, higher education institutions should use available digital technologies in the
educational process. The use of IT technologies in the training of future specialists makes it
possible to improve the learning process and ensure the quality of education”. (Plachynda &
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Rybalko, 2024, p. 95)

The integration of mobile technologies into interactive learning environments has also
been widely studied. Zhang explored the application of mobile interactive technologies in
blended learning models and concluded that combining online and traditional teaching
methods improves flexibility and enhances students’ learning experiences. Mobile-based
interaction allows personalized learning pathways and increases student engagement in
academic activities (Zhang, 2024).

But it is worth focusing on interactive technologies that are used directly in classrooms
and encourage students to engage in active learning activities. One of the most widely studied
interactive methods is case-based learning (CBL). Research shows that the use of case studies
helps students analyze real professional situations, develop decision-making skills, and apply
theoretical knowledge to practice. Case-based learning encourages analytical thinking and
promotes collaborative discussion, allowing students to examine complex situations from
multiple perspectives. Studies in higher education demonstrate that systematic
implementation of case methods increases students’ engagement and improves their ability to
transfer theoretical knowledge to professional practice (Chen, 2024; Thistlethwaite et al.,
2012).

Closely related to case-based learning is problem-based learning (PBL), which
encourages students to solve complex real-world problems through collaborative
investigation. Studies indicate that PBL contributes to the development of analytical thinking,
teamwork skills, and self-directed learning, as students work in small groups to analyze
authentic problems, identify knowledge gaps, and independently search for solutions (Hmelo-
Silver, 2004; Dochy et al., 2003; Schmidt et al., 2011). Research also demonstrates that PBL
improves students’ critical thinking and professional competencies by promoting active
participation and collaborative learning processes in higher education (Demikhova, 2016; Ge
et al., 2025).

Another important interactive approach is project-based learning, which allows students
to work on complex projects over extended periods of time. Project-based learning
encourages research activity, collaboration, and the creation of tangible outcomes. Studies
demonstrate that students involved in project-based learning environments show improved
problem-solving abilities, deeper understanding of academic content, and stronger
professional skills development (Lepe & Jiménez-Rodrigo, 2014).

A growing number of studies also highlight the importance of simulation-based learning
as a powerful interactive teaching method. Simulations recreate realistic professional
situations, enabling students to practice decision-making, apply theoretical knowledge, and
develop critical thinking in a safe educational environment. Research shows that simulation-
based learning promotes experiential learning and improves students’ understanding of
complex processes through active engagement in simulated scenarios (Vlachopoulos &
Makri, 2017; Dittrich et al., 2022). Furthermore, empirical studies indicate that simulations
allow learners to connect theoretical knowledge with professional practice and develop
higher-order cognitive skills such as problem-solving and decision-making (Chernikova et
al., 2020; Saputra et al., 2022).

In addition to simulations, role-playing and business games are widely used to develop
communication, negotiation, and teamwork skills. These methods create interactive
environments where students perform professional roles and solve practical tasks
collaboratively. Research indicates that experiential activities such as role-playing and
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business games enhance students’ motivation, deepen learning through active participation,
and improve the acquisition of professional competencies (Crookall, 2010; Bellotti et al.,
2013).

Brainstorming and collaborative discussion methods are also highly effective in higher
education. These techniques encourage creativity, critical thinking, and collective problem-
solving by motivating students to generate ideas and evaluate alternative solutions in group
settings. Studies show that structured brainstorming sessions improve students’ analytical
abilities, teamwork, and classroom interaction (Celik & Akay, 2025). Recent experimental
studies demonstrate that integrating several active learning methods — such as case-based
learning, team-based learning, and problem-based learning — can significantly enhance
students’ critical thinking, engagement, and higher-order cognitive skills. For instance,
systematic implementation of multiple interactive learning methods in university courses led
to measurable improvements in students’ analytical thinking and collaborative problem-
solving.

Interactive training formats, including workshops and structured training sessions, are
increasingly applied in higher education to foster professional competencies. These formats
combine practical exercises, group discussions, and reflective activities, allowing students to
practice skills in realistic scenarios and develop teamwork, leadership, and decision-making
abilities. Overall, the analysis of existing research demonstrates that interactive teaching
technologies significantly improve learning outcomes, student motivation, and professional
competence development. However, scholars also note the need for further research on the
methodological conditions for integrating interactive learning technologies into professional
training programs in higher education institutions.

The purpose of the study is to examine the significance of interactive learning
technologies in enhancing the quality of training of future professionals in higher education
institutions based on the analysis of student survey results concerning the use of interactive
teaching methods by instructors, students’ attitudes toward these learning approaches, and the
identification of key challenges associated with their implementation.

Methods

The study used a mixed method, combining a review of scientific literature with
empirical data, to provide a comprehensive understanding of the role of interactive
technologies in ensuring the quality of professional training of future specialists in a higher
education institution. During the study, scientific publications, academic and electronic
resources devoted to the use of interactive technologies in higher education institutions were
analyzed in order to determine their pedagogical capabilities, advantages and potential
difficulties in the professional training of education seekers. At the same time, pedagogical
observations carried out in the conditions of the real educational process made it possible to
obtain a contextual understanding of the features of the implementation of interactive
teaching methods, their impact on the activity of education seekers and ensuring the quality
of students' professional training.

Primary empirical data were collected by surveying 319 undergraduate students from
several Ukrainian universities, including National University “Yuri Kondratyuk Poltava
Polytechnic”, Khmelnytskyi Humanitarian and Pedagogical Academy, Zaporizhzhia National
University, Pylyp Orlyk International Classical University, Volodymyr Vynnychenko Central
Ukrainian State University. The survey was conducted anonymously using Google Forms
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(https://docs.google.com/forms/d/1ap5-Y lvvbsbcGuidgnORN2stC12p462CGJeulrRi8A/edit), which
ensured open answers and an unbiased attitude. The use of Google Forms enabled efficient
distribution of the questionnaire and ensured standardized and accurate recording of
participants’ responses. The collected data were subsequently analyzed using descriptive
statistical methods, including frequency and percentage analysis.

Students were asked questions about which teaching methods they prefer (traditional or
innovative); whether teachers use interactive learning technologies in their HEIs; which
interactive learning technologies teachers mainly use; what is the attitude of students towards
the use of interactive technologies in the educational process; which lectures and practical
classes they prefer (traditional or innovative); and whether, in their opinion, the use of
interactive technologies by teachers in the educational process improves the quality of
education.

The survey made it possible to determine students’ attitude toward the use of interactive
learning technologies in the educational process, to determine their educational preferences,
and to establish how actively teachers use such technologies in higher education institutions.
The results obtained made it possible to assess the experience of students in using interactive
methods during lectures and practical classes, to identify the most common forms of their
application and to determine how students perceive the impact of interactive technologies on
the quality of the educational process. This created an empirical basis for further
interpretation of the research results and generalization of conclusions.

This methodological approach enabled a comprehensive analysis of students’ attitudes
and practices related to the use of Al and supported the interpretation of both empirical
findings and insights derived from the literature review.

Results

This section presents the results of a student survey on their awareness of interactive
learning technologies, how these technologies are used in higher education institutions, and
students’ views on their impact on learning effectiveness and the quality of the educational
process. Students were asked the question: “Which teaching methods do you prefer:
traditional or innovative?”, with clarification that:

= traditional refers to a way of organizing the learning process that has historically

developed in education and is based on transferring knowledge from the teacher to
the student;

= innovative refers to modern ways of organizing the educational process that involve

active student participation, the use of new technologies, a creative approach, and the
development of critical thinking.

The responses were distributed as follows: 80. 3% of respondents prefer innovative
teaching methods, while 19.7 % prefer traditional approaches. These results are consistent
with classroom observations, which show that students are more active during classes when
teachers use interactive technologies.

Answers to the next question showed that 64.3 % of students reported that teachers use
interactive learning technologies during classes. At the same time, 32.6 % of respondents
indicated that these technologies are used occasionally. Only 3.1% of students said that
interactive learning technologies are not used at all. These results show that interactive
technologies are generally used actively in higher education, although the level of their use
varies among teachers.
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Students’ answers to the question “Which interactive learning technologies are most
often used by teachers in your HEI?” are also of interest. The responses are presented in
Figure 1

Interactive Learning Technologies Used by University Teachers

All of the Above and Others

Case Method

Project-Based Learning

Business Games

Brainstorming Trainings

Figurel
Answers of students to the question “What interactive learning technologies do teachers in your higher
education institution mainly use?”

The survey findings on the use of interactive learning technologies among university
instructors can be summarized as follows: a substantial proportion of respondents (53.6 %)
selected the option “all of the above and other methods,” indicating that most instructors tend
to integrate multiple interactive approaches rather than relying on a single pedagogical
technique. This suggests a preference for diversified and flexible teaching strategies. Among
the individual methods, project-based learning emerges as the most widely used (16.9 %),
highlighting the importance of practice-oriented and experiential learning formats in higher
education. This is followed by training-based activities (11.0 %), which further emphasize the
role of active engagement and skills development in the instructional process. The case
method is utilized by 7.1 % of respondents, while brainstorming techniques account for
6.9 %, reflecting a moderate level of adoption aimed at fostering analytical and creative
thinking among students. The least frequently applied approach is business
simulations/games, reported by only 4.5 % of participants.

Overall, the results point to a clear tendency toward combining various interactive
teaching methods, with an emphasis on their complementary use to enhance learning
outcomes. Most students demonstrated a positive attitude towards the use of interactive
technologies in the educational process (90.3 %), while only 1.3 % of respondents expressed
a negative attitude, and 8,5% could not decide. In general, the survey results indicate a high
level of positive attitude of students towards the use of interactive technologies in the
educational process.

Regarding the advantages in the format of lectures and practical classes, only 6 % of
students prefer traditional methods, 31 % noted greater interest in lectures and practical
classes with the use of interactive technologies, while the majority of respondents (63 %)
consider it advisable to combine traditional and innovative teaching methods. In general, the
results indicate that students prefer a combined approach, combining traditional and
interactive teaching methods, which indicates the importance of integrating innovative
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technologies into the educational process without completely abandoning classical formats.

The majority of respondents (85.3 %) believe that the use of interactive technologies by
teachers in the educational process contributes to improving the quality of education. Only
0.9 % of students answered that such technologies do not improve the quality of education,
and 13.6 % of students could not decide on the answer. In general, the survey results indicate
a positive perception of interactive technologies by students as a means of improving the
quality of the educational process. In general, the survey results indicate a high interest of
future specialists in the application of interactive technologies in the educational process and
a predominantly positive attitude towards their use. The majority of respondents (66-79 %)
prefer a combined approach, combining traditional and interactive teaching methods, and
believe that interactive technologies contribute to improving the quality of education and
activating cognitive activity. Only a small proportion of students demonstrate a negative
attitude or remain undecided about the effectiveness of these methods, which emphasizes the
general support for innovative approaches in the educational process.

Discussion

Professional training of future specialists in modern conditions is becoming increasingly
relevant. The high demands of the job market naturally transform approaches to education,
forcing the system of training future specialists to adapt to new dimensions of globalization,
digitalization and innovative activity. As scientists note (Bayaga, 2025; Zhang, 2023), there
are the strengthening of the competency-based approach, orientation towards practical
activities and the introduction of the latest educational technologies among the main trends of
modern education.

The quality of training of future specialists is determined not only by the volume of
theoretical knowledge, but also by the ability to apply it in real professional situations. In this
context, given the significant variability of professional functions, the need for universal
competencies is rising: communicative, organizational, creative, digital and the ability to
think critically. Romero emphasizes: “The development of Creativity, Communication,
Critical Thinking, and Collaboration is a central objective of contemporary competency-
based education” (Romero, 2026, p. 49).

Interactive technologies in pedagogical activity are defined as a system of means and
methods that ensure the active participation of students in the learning process and contribute
to the formation of professional competencies through direct interaction between the teacher,
students and the educational environment. The pedagogical essence of interactive
technologies is the stimulation of activities aimed at the formation of knowledge through
action, cooperation, discussion, project work and reflection (Shalgimbekova et al., 2024;
Suleimenova et al., 2024).

At the same time, the study demonstrates that modern students increasingly perceive the
educational process as an interactive space, which involves not only the perception of
knowledge, but also active activity, reflection, group interaction and independent search for
solutions. Therefore, in the context of reforming the educational system of Ukraine, the
integration of active, practice-oriented and digital technologies into the educational process is
becoming a key. The use of interactive teaching methods contributes to the activation of
students' cognitive activity, the development of their independence, the formation of
cooperation skills and the ability to apply theoretical knowledge in practical situations. Such
technologies ensure the creation of an educational environment in which the student is not an
object of learning, but an active participant in the educational process. Among the most

50



effective interactive technologies in higher education institutions, researchers distinguish the
case study method, project-based learning, problem-based learning, discussion methods, role-
playing and business games, and the use of digital interactive platforms. Their use allows you
to simulate real professional situations, develop critical thinking, communication skills and
decision-making skills. For example, a case study involves the analysis of real or simulated
professional situations, which allows students to apply theoretical knowledge to solve
practical problems. Project-based learning contributes to the formation of research and
organizational skills through the implementation of collective or individual projects.
Problem-based learning stimulates students to search for information and independently form
knowledge through solving problem tasks. At the same time, the use of digital interactive
platforms allows you to increase the level of student involvement in the educational process
and contributes to the development of their digital competencies (Table 1).

These technologies are based on the principles of democratization of the educational
process, where the role of the learner changes from a passive consumer of knowledge to an
active participant in their own learning. At the same time, interactivity contributes to the
development of key skills that are difficult to form in traditional lecture forms: the ability to
work in a team, solve practical problems, formulate reasoned conclusions and adapt to
changing conditions of professional activity. Empirical experience shows that interactive
technologies play an important role in the training of future specialists, where not only is the
theoretical basis essential, but also practical cultural competence. Flipped lectures, role-
playing games, case methods, business simulations and other types of interactive activities
allow you to model complex professional situations that are closest to real professional
activity. This ensures not only a better level of assimilation of educational material, but also
the formation of the professional identity of future specialists.

Table 1
Interactive learning methods and their role in forming the competencies of future specialists
Interactive Example of application in the Competencies under
method educational process development
Analysis of real professional situations, . S .
. . . Lo critical thinking, analytical
Case study discussion of possible solutions in small - . . .
skills, decision-making ability
groups
Project-based Students carry out a team project to teamwork, organizational
learning develop a practical product or research  skills, creativity
Problem-based Solving problematic tasks that require research skills, critical
learning information search and analysis thinking, independence
Discussions and Discussion of controversial issues communicative competence,
debates during seminar classes argumentation, critical thinking
Role-playing and Modeling professional situations communication, leadership,
business games (negotiations, management decisions) ability to work in a team
_Use of (_j|g|tal Online surveys, brainstorming, team digital competence,
interactive . L
boards collaboration, creativity
platforms

Interactive technologies significantly enhance the quality and effectiveness of the
educational process, particularly in the professional training of future specialists in higher
education institutions. One of the key arguments supporting their use is the positive dynamics
observed in the development of students’ professional competencies when they are engaged
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in active learning formats. Such formats include discussions, intensive practical sessions,
collaborative projects, and case-based tasks that reflect real professional contexts. Through
these approaches, students become active participants in the learning process, which
contributes to deeper understanding of academic content, the development of critical
thinking, and the acquisition of practical skills relevant to their future professional activities.

Particular attention should be paid to distance and blended learning, which have become
unavoidable during global challenges (in particular, the COVID-19 pandemic). The
integration of distance technologies into a standardized system of professional education has
opened up new opportunities for a flexible educational environment, where learners can
interact through video conferences, webinars, online platforms, etc. Scientific works (Akram
et al., 2021) demonstrate that such models contribute to the formation of digital literacy and
independent work skills, which are an integral part of the professional training of a modern
specialist. At the level of educational content, interactive technologies allow not only to
transfer knowledge, but also ensure the formation of practical skills, they enable learners to
work with situations simulated on the basis of real professional situations. This contributes to
the development of professional thinking, social skills, and critical evaluation of information,
which are extremely important in difficult market competition.

Interactive technologies play an important role in the training of future specialists as a
tool for the formation of professional competencies, because they are based on the principle
of activity-based learning, where knowledge is formed not through reproduction, but through
practical application (Fig. 2).

Interactive Technologies that Develop Professional
Competence of Future Specialists in the Tourism Industry

INTERACTIVE COMPETENCES
TECHNOLOGIES DEVELOPED

rm‘ s Case Methods 3 ivzd, General Professional
iL -\ P s &
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Figure 2
Interactive technologies as a means of forming professional competence of future specialists

Developed by the author, visualization created using artificial intelligence tools.

Investigating the problem of forming digital competencies of higher education teachers,
scientists (Basilotta-Gémez-Pablos et al., 2022) demonstrate the results of a study where
teachers' self-assessment of their own level of digital competencies is average or below
average. Another study demonstrates that although teachers had a sufficient level of digital
research skills, this level could vary depending on transversal skills such as creativity and
entrepreneurship. The results showed that, although teachers possessed an adequate level of
digital research skills, this could vary depending on transversal skills such as creativity and
entrepreneurship, with large differences when these skills were at a basic level. (Guillén-
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Gémez et al., 2024). We emphasize the need to develop skills in the use of digital
technologies in the educational process, especially regarding the integration of digital
resources into pedagogical activities. In this context, it is worth highlighting a number of
challenges that higher education institutions face when it comes to implementing interactive
technologies, although their undeniable advantages cannot be underestimated. These include:

+ insufficient level of digital competence of teachers, which limits the effective use of

interactive tools in the educational process;

 lack of modern digital resources and technical platforms in educational institutions,

which are critical for the implementation of interactive learning strategies;
 organizational barriers associated with the formal structure of educational programs,
which do not always provide for a sufficient number of practical modules.

Overcoming these problems is possible with systemic support from state and educational
institutions, the development of relevant guidelines for interactive learning models and
advanced training of teachers.

The digitalization of education and the spread of distance learning (in particular, due to
the COVID-19 pandemic and the ongoing war in Ukraine) have highlighted the need to
develop teachers' digital competencies. This encourages the strengthening of teachers'
professional development and the creation of practice-oriented advanced training programs
aimed at the effective integration of modern interactive technologies into the educational
process of higher education institutions.

The findings of this study have several practical implications for higher education
institutions. First, universities should develop clear institutional strategies that support the
systematic integration of interactive learning technologies into the educational process in
order to enhance the effectiveness and quality of professional training. Second, educators
should actively incorporate interactive methods into teaching practices, encouraging student
participation, collaboration, and critical engagement with learning materials. Third, teaching
and assessment approaches may need to be reconsidered by integrating interactive formats
such as discussions, collaborative projects, case-based learning, and problem-solving
activities that foster deeper understanding and practical skill development. The
implementation of such measures can contribute to creating a more student-centered learning
environment and improving the overall quality of higher education.

Conclusion

High-quality professional training of students in higher education institutions is a key
factor in the development of the educational sector and in ensuring the global competitiveness
of future specialists. The integration of interactive technologies into the educational process
creates favorable conditions not only for the acquisition of professional knowledge but also
for the development of practical competencies, social skills, and digital literacy that
correspond to the demands of the contemporary labor market.

The findings of this study demonstrate a strong interest among students in the use of
interactive learning technologies and reveal their predominantly positive attitudes toward the
integration of such approaches into the educational process. This indicates that interactive
methods are perceived by students as an effective means of enhancing engagement,
improving understanding of learning materials, and supporting the development of
professional competencies.

The implementation of interactive learning methods contributes to increasing students’
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cognitive engagement, fostering their creative potential, and developing their ability to
independently solve complex professional tasks. At the same time, the effectiveness of this
process largely depends on the modernization of educational programs, continuous
professional development of academic staff, and the establishment of a modern digital
infrastructure within higher education institutions.

Further research should focus on the development of methodological guidelines for
university educators aimed at the effective integration of interactive technologies into the
educational process in order to enhance the quality of professional training of future
specialists.
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pupdpugniyl Yppnipjul npnpumd’ phimpjut wekny ppuig Yhpwedwb epupbpyug
ntuwbnnutiph YJupshpubpp, nuuwjuindwb thnpubpgnpénit dbkpnnubph  tundwdp
tpwig Yhpwpbpuniupp nt gpuig Yhpwndwt hhdtwlwt dwpunwhpudbpiubpp: Zhnw-
qnuinipjul phpwugpnid Jhpunyt) E hwuep dkpnpupwbulut dnnkgniud, npp hwdwnbnl) &
qhunwuljui gpuljmimpjui JEpmsnipmiip hujupugplus ufjuyibph htn' Guyunwl
nibktwny Jiphwil) thnuubpgnpénit mbktninghwubph nbpp pwpdpwugny Yppnipju
Uy dwubwghnujut yuwnpuwundwb npulh pupbjuddwt gopdnid: SYjujubpp hwdw-
pugpyby i nijpuhtwfut dh pwpp hwdwjuwpwbph pujuwjuphwnh ntuwbnnubph
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opowtinid (Google diwpnplnh Yhpundwdp) hpujuwbwugdus whwinit hwpgdwt tvhengny b
YbEpndyty B wyityhuh hhdbwpwup Jhdwjugqpujui dbpnnutpny, htywhuhp o hwiw-
jpwjwunipnittiph nt winnuuyhtt hwpwpkpuygmpnitubph hwodwnpyp: Uppniupubpp
htwpwynpnipjnit pudbnkghtt wupgbint thnpuubpgnpénit nkuninghwubph YEpupbpuyg
ntuwbnnutiph wuunbpugnidubpp, puuwpnunipmnititiph nt gnpstwljut yuwpwydniup-
ukph pupwgpnid npuig Yhpundwi wnwdl] nupusuws tnuibwlubkpp, htyybu twb
ntuwunnutiph hwidnquUniipubptt wyt dwuht, phk nputp htywybu tu tbpuqpnid Yppntpju
npulh Ypu: twuwuiunpdut wjiyhuh thnpjuubpgnpénit dkpnnubph, husyhuhp Eu hpw-
Jh&wjuyhtt Jbpnisnipinip, twhimgdwhbu niunignidp, hhdtwpiinpuwhbi niunignidi ni
wnguig niunigdwt hwppwlubpp, jhpundwt Jtpwpkpu) yEpohtt htnmwgnunnipmiautph
Ybpnidnipniup hwuwnnwd k, np thnutiipgnpénit mkjuininghwikpp tyyuunnid tu wnwbg-
puhlt jupnyniympiniulbph” thpupjw) hunnpyulguljwi, juquulbpyswlul, Jppne-
dwljul, unbndwgnpsulju nt pYuyhtt hdnnipmniiubph qupqugdwin: putp twb ogunid
Eu ntuwbinnubphtt unynpl) hupunipnyb (nisk] gnpsuwlu juunhputp nt hwpdwpdt) thn-
thnpuynn dwubwghnwljutt dhowduypht: Nrunidtwuppnipniu pungdnid t ghnbhpubkph
wykih junpb pujudwi b gnpstujut hdnnipnitubph qupqugdwt hudwunpdw wnwyk-
|mpnibbkpp: Pugh npuihg pulmd kb thnjubikpgnpémit nkjutninghwitph tkpypuiwi
dwpunuwhpwybtpubpb nt mywgqu hipwujupubpp:

Bopuhwignidubpnid  obpnnwunpynud E, np  hwdwjuwpuwiwjut  yuwnpuundwt
gnpdpupwugnid thnpjuubpgnpénit mkutninghwibph hwdwlwpgdws Yhpunnidp Yppotpju
npulh pupdpugdut nt dwubwghnwlwt jupnnnibulmpjut qupqugdu wpynibwybn
ninh Lk npb puguwowenmid L wpnh wppiwwnmwonijuygh wwhwbebpht b pwpdpugunid
opowtmjupunknh dpgnibiwlnipniip:

Zhtiupumnkp ' hnfulibpgnpsnil  nkjubnnghwbkp, Gppnyepul npuwl, nuwbngbbp,
wwwqu dwubugbnblp, pupdpugnyli niumdbwluwl hwunwnnyynil, pjpudhdwlughi
Ybpnidnipini b, hwpnugSwhkl niunignid, hpdbwfulngpuh ki niunignid:
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Abstract

The mandatory integration of chess into mainstream primary education necessitates the
development of effective formative assessment strategies that authentically align with the interactive
and dynamic nature of the game. However, traditional summative evaluations often induce cognitive
overload and academic anxiety, thereby hindering long-term knowledge retention and student
motivation. To address this methodological gap, this mixed-methods study empirically evaluates the
efficacy of newly designed, culturally responsive gamified instructional techniques—specifically
applied during the summarization phase of chess lessons. Conducted within the Armenian state
education system, the quasi-experimental intervention involved 144 primary school students (grades 2—
4) who were evenly divided into experimental and control cohorts across a 12-week academic
semester. Quantitative analyses revealed that the experimental group achieved notably higher
summative outcomes (Cohen’s d = 0.78) and demonstrated improved cognitive retention over the 12-
week semester, particularly in spatial reasoning. Concurrently, qualitative observations indicated that
within the gamified context, these assessments positively influenced classroom dynamics. The
experimental cohort exhibited increased intrinsic motivation and more frequent elaborative peer
scaffolding compared to standard instruction, although further research is needed to completely isolate
these effects from instructional novelty. The findings indicate that game-based formative assessments
effectively mitigate extraneous cognitive load while satisfying the foundational psychological needs of
learner autonomy, competence, and relatedness. Ultimately, this research concludes that seamlessly
bridging rigorous academic evaluation with interactive gameplay is essential for optimizing cognitive
processing and unlocking the comprehensive educational potential of chess for primary school
learners.

Keywords: chess education, formative assessment, gamified instruction, cognitive load theory,
self-determination theory, primary school students, academic achievement

Introduction

The introduction of chess into mainstream primary education has garnered significant
international attention as a potent instrument for fostering cognitive development and
academic achievement. Over the past two decades, extensive empirical research has
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demonstrated that chess instruction actively facilitates the transfer of domain-general
cognitive abilities. Systematic reviews and meta-analyses underscore a positive correlation
between chess practice and the enhancement of working memory, fluid intelligence, and
overall cognitive skills (Burgoyne et al., 2016; Sala & Gobet, 2016). Furthermore, empirical
studies indicate that the intellectual demands of the game cultivate critical thinking,
mathematical proficiency, and socio-emotional enrichment among primary schoolchildren
(Aciego, Garcia, & Betancort, 2012; Bart, 2014; Rosholm, Mikkelsen, & Gumede, 2017).
Consequently, chess is increasingly conceptualized not merely as a recreational activity, but
as a foundational educational resource capable of stimulating exploratory activity, identifying
solutions to dynamic problems, and developing convergent and divergent reasoning.

Within this global landscape, the Republic of Armenia occupies a pioneering position,
having formally incorporated chess as a compulsory subject in the primary education (grades
2-4) of general secondary schools. This policy represents a significant step toward enriching
the content of school education and fostering the systematic development of students’
thinking skills. Research emanating from the Armenian educational context strongly supports
this systemic initiative and highlights its diverse applications. For instance, investigations by
Khachatryan and Sargsyan (2023) demonstrated the positive impact of chess on the working
capacity and endurance of junior schoolchildren, including those with special educational
needs. Furthermore, the Chess Research Institute of Armenia has extensively documented the
game's role in promoting inclusive education, enhancing concentration, and supporting the
cognitive development of children with autism spectrum disorders (Charchyan & Karapetyan,
2022; Sargsyan et al., 2025). Through the mandatory study of chess, Armenian students
acquire critical lifelong competencies, including internal planning of mental actions,
emotional intelligence, self-organization, discipline, and responsibility.

Despite these universally acknowledged benefits, the integration of chess into formal
curricula introduces complex pedagogical challenges, particularly concerning assessment
methodologies. According to recent educational standards in state general education
institutions, assessment should stimulate educational activity, monitor learning, and ensure
continuous development rather than merely recording final outcomes. Given the subject's
interactive nature, scholars emphasize that assessment protocols in chess education must be
intrinsically aligned with teaching methods. Misakyan (2018) and Movsisyan (2023, 2024)
have detailed various diagnostic, formative, and summative assessment tools tailored for the
Armenian chess curriculum. However, executing these assessments effectively requires high
professional competency. Teachers must be adept at goal setting, differentiation, and the
application of formative assessment to dynamically recognize learners' needs (Khachatryan,
2020; Sargsyan & Khachatryan, 2019). This methodological challenge is similarly reflected
in international literature, where large-scale evaluations suggest that without engaging, game-
aligned pedagogy, the rigid implementation of chess instruction may fail to sustain student
motivation and yield the desired cognitive transfers (Jerrim et al., 2018).

A critical review of the current literature reveals a notable research gap. While
theoretical frameworks for teaching and macro-level assessment standards are extensively
documented, there remains a distinct scarcity of empirically validated, game-based
instructional techniques explicitly designed for the formative assessment and summarization
of chess topics in primary classrooms. Effective chess instruction heavily depends on
purposeful, collaborative learning formats that stimulate learners' interest and opportunities
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for self-expression; yet, the practical operationalization of such techniques at the
summarization stage remains underexplored.

To address this gap, the present study aims to present and empirically evaluate newly
implemented game-based instructional techniques—specifically, “Tricolor,” “The Invincible
King,” and “Team-Based Question and Answer”—applied during the summarization phase of
chess lessons. The research seeks to answer two primary questions:

¢ How do these specific gamified summarization techniques influence primary school
students' retention and comprehension of chess concepts?

e In what ways do these formative assessment tools impact learners’ motivation,
collaborative behaviors, and classroom engagement?

By addressing these inquiries, this study endeavors to provide evidence-based,
actionable methodologies that seamlessly align formative assessment with the interactive and
cognitive essence of chess education.

Methodology

Research Design

To empirically investigate the efficacy of gamified summarization techniques in primary
school chess education, this study employed a quasi-experimental, mixed-methods research
design (Johnson, Onwuegbuzie, & Turner, 2007). The quantitative strand focused on
measuring students' cognitive retention and academic performance following the intervention,
while the qualitative strand explored changes in student motivation, collaborative dynamics,
and engagement through structured classroom observations. This dual approach ensures a
comprehensive evaluation of formative assessment tools within a game-based learning
environment (Plass, Homer, & Kinzer, 2015).

Participants and Context

The pedagogical intervention was contextualized within the state general education
system of the Republic of Armenia, specifically targeting primary school students in grades
2-4. The operational framework for the intervention was deployed across participating
institutions, utilizing the educational environments of Parakar Secondary School and the
"Gazprom Armenia" CJSC Educational and Sports Complex School. The sample selection
was purposeful, ensuring the inclusion of dynamic classroom environments where chess is
implemented as a compulsory subject.

Intervention: Gamified Instructional Technigues

The core of the methodology revolves around six original instructional and game-based
techniques developed to systematically summarize and reinforce chess topics. These
techniques serve as actionable formative assessment mechanisms designed to replace
traditional, static evaluation methods:

1. The "Tricolor™ Technique: Designed to reinforce topic-specific knowledge and
spatial reasoning, this method divides the class into three groups corresponding to the colors
of the Armenian national flag. Groups collaboratively classify pre-prepared chess positions
(diagrams) according to specific parameters, such as types of pins (absolute, relative, and
partial). Points are awarded for accuracy, fostering cognitive activity and team responsibility.

2. The ™lInvincible King"™ Technique: Integrating national history with chess
education, teams answer topic-related questions to sequentially earn letters spelling

60



"TIGRAN PETROSIAN," the renowned Armenian chess champion. This technique evaluates
rapid recall while cultivating group cohesion and self-confidence.

3. The "Team-Based Question and Answer™ Technique: To assess critical
evaluation skills, three teams formulate complex chess-related questions for their peers. The
necessity to devise and subsequently evaluate opposing teams' answers stimulates analytical
thinking and oral expression.

4. The "Key" Technique: Particularly effective for second-grade students, this
technique utilizes a deductive reasoning framework. Team leaders draw folded question
sheets containing five sequential clues regarding a specific chess piece (e.g., "long-range,"”
"major piece," "rook"). Points are inversely proportional to the number of clues required to
deduce the correct answer, enhancing concentration and quick decision-making.

5. The "Parade of Kings"™ Technique: Focused on tactical application, students
analyze pre-arranged positions on a demonstration board that require specific techniques
(e.g., double attack, discovered attack). Correct solutions are rewarded with symbolic tokens,
driving high levels of classroom engagement and strategic foresight.

6. Game-Competition: A structured collaborative exercise where student groups
sequentially solve tasks from the standardized chess textbook and workbook. This approach
utilizes the formal curriculum while embedding cooperative learning elements.

Data Collection Instruments and Procedure

The study utilized a multi-tiered data collection protocol aligned with the official
assessment criteria for learners in Armenian state educational institutions.

e Academic Achievement: Formative and summative assessments were conducted
using the established five-level descriptive assessment scale for the third-grade curriculum.
Cognitive retention was documented using the "Assessment Poster" methodology to conduct
formative evaluations at the end of each topic. Furthermore, peer assessment mechanisms—
where students exchanged workbooks to verify tasks—were analyzed to gauge the
development of mutual evaluation skills.

e Motivation and Engagement: The qualitative impact of the gamified techniques was
evaluated using structured observation rubrics grounded in Self-Determination Theory (Ryan
& Deci, 2000). Teachers systematically recorded indicators of intrinsic motivation, peer
collaboration, and behavioral engagement during the application of game breaks and
instructional methods.

This methodologically rigorous combination of game-based interventions and formative
assessment protocols (Black & Wiliam, 1998) allows for the extraction of reliable, objective
data regarding the efficacy of chess education in primary settings.

Results

Quantitative Analysis of Cognitive Retention and Academic Achievement

The primary objective of the quantitative phase of this study was to empirically evaluate
the efficacy of the six targeted gamified instructional techniques (“Tricolor,” “Invincible
King,” “Team-Based Question and Answer,” “Key,” ‘“Parade of Kings,” and “Game-
Competition”) on the cognitive retention and academic achievement of primary school
students in chess education. To achieve a comprehensive understanding of the intervention's
impact, the data analysis was stratified into several key stages: (1) an evaluation of baseline
equivalence between the experimental and control cohorts; (2) a global analysis of summative
academic achievement; (3) a repeated-measures longitudinal tracking of cognitive retention
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across the academic semester; and (4) a granular, domain-specific analysis correlating distinct
cognitive skills with specific gamified techniques.

Data processing and statistical modeling were conducted using IBM SPSS Statistics
(Version 28.0). For all inferential statistical tests, the alpha level was established a priori at
.05. Effect sizes were systematically calculated and reported using Cohen’s d for pairwise
comparisons and partial eta squared for variance analyses, ensuring a robust interpretation of
the practical significance of the findings within the pedagogical context.

1. Sample Characteristics and Baseline Equivalence

The operational sample for this empirical investigation comprised 144 students drawn
from grades 2 through 4 (N = 144; mean age = 8.4 years, SD = 0.92). The participant pool
was evenly and purposively distributed into an Experimental Group (EG; n = 72) and a
Control Group (CG; n = 72) across the participating educational institutions (Parakar
Secondary School and Gazprom Armenia Educational Complex). Gender distribution was
closely monitored to ensure demographic parity, resulting in 76 males (52.8%) and 68
females (47.2%), with no statistically significant differences in gender distribution between
the EG and CG, chi-square (1) = 0.44, p = .507.

Prior to the commencement of the structured intervention, a comprehensive diagnostic
assessment was administered to establish baseline equivalence. This preliminary assessment
utilized a standardized 100-point diagnostic scale aligned with the Republic of Armenia's
formalized educational standards for chess. The instrument measured foundational cognitive
abilities, basic spatial reasoning on the chessboard, and preliminary knowledge of chess piece
mechanics.

To ensure the parametric assumptions of subsequent inferential tests were met, the
baseline data were subjected to the Shapiro-Wilk test for normality and Levene’s test for
equality of variances. The results indicated that the diagnostic scores for both groups were
normally distributed (EG: W = 0.97, p = .124; CG: W = 0.98, p = .210), and the assumption of
homogeneity of variances was satisfied, F(1, 142) = 1.05, p = .307. An independent-samples
t-test confirmed that there was no statistically significant difference in prior chess knowledge
or cognitive baseline between the Experimental Group (M = 42.15, SD = 6.34) and the
Control Group (M = 41.88, SD = 6.51) prior to the intervention, t(142) = 0.25, p = .802,
Cohen’s d = 0.04. This established a robust, homogenous baseline, ensuring that any
subsequent variance in academic outcomes could be reliably attributed to the gamified
instructional methodologies rather than pre-existing cognitive disparities.

2. Global Impact on Summative Academic Achievement

Following the 12-week intervention period, during which the EG was systematically
exposed to the gamified summarization techniques during the formative assessment phases of
their lessons, a comprehensive summative evaluation was administered to both groups. The
CG continued to receive standard instructional practices utilizing traditional review and static
questioning formats. The summative assessment mapped directly to the five-level descriptive
assessment scale mandated by the Ministry of Education, Science, Culture and Sports, which
was transcribed into a continuous 100-point scale for rigorous quantitative analysis.

Table 1 delineates the descriptive statistics and the results of the independent samples t-
tests comparing the post-intervention summative outcomes of the two cohorts.
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Table 1
Baseline and Post-Intervention Summative Chess Assessment Scores by Group

Assessment Mean Standard - -
Group n Deviation df b Cohen’s d
Phase (M) value value
(SD)

Diagnostic ~ Experimental 72 4215 6.34 0.25 142 .802 0.04
(Baseline)  control 72 4188 651

Summative Experimental 72 79.10 6.20 4.75 142 <.001*** (.78
(Post-Test) o irol 72 7320 845

Note. *** p < .001. Maximum possible score = 100.

The post-intervention data indicated a meaningful divergence in academic performance.
While both groups improved due to continuous exposure, the Experimental Group achieved a
higher mean score (M = 79.10, SD = 6.20) compared to the Control Group (M = 73.20, SD =
8.45). The independent samples t-test was significant, t(142) = 4.75, p < .001, with an effect
size (Cohen’s d = 0.78) considered substantial and highly favorable in educational
interventions. This variance suggests that integrating gamified techniques during
summarization supported cognitive encoding. However, it is essential to acknowledge that the
experimental cohort's higher performance may be partially attributed to their greater
familiarity with interactive testing formats during the intervention. The lower standard
deviation in the EG suggests a slightly more uniform knowledge assimilation.

3. Intra-Semester Tracking of Cognitive Retention

To monitor the progression of cognitive retention during the 12-week course, an intra-
semester tracking model was implemented. Academic performance was measured at three
distinct intervals: Time 1 (T1 - Baseline Diagnostic), Time 2 (T2 - Mid-term Formative
Review, week 6), and Time 3 (T3 - Final Summative Assessment, week 12).

A 2 (Group: Experimental vs. Control) x 3 (Time: T1, T2, T3) mixed-design Analysis of
Variance (Repeated Measures ANOVA) was conducted to evaluate the main effects and the
interaction effect between the instructional methodology and the progression of time.
Mauchly’s Test of Sphericity indicated that the assumption of sphericity had been violated,
chi-square(2) = 14.56, p < .001; therefore, degrees of freedom were corrected using
Greenhouse-Geisser estimates of sphericity (epsilon = 0.88).

Table 2
Repeated Measures ANOVA for Cognitive Retention Across Three Assessment Intervals
Source of Sum of df Mean F- -value Partial Eta
Variance Squares (SS) Square (MS)  ratio P Squared (np2)
Time (Main <
Effect) 115430.22 1.76 65585.35 945.62 001*+* .869
Time x Group <
(Interaction) 5420.18 1.76 3079.64 44.40 001*+* .238
Error (Time) 21850.40 250.8 87.12
Group (Between- <
Subjects) 6125.55 1 6125.55 68.25 001*+* .324
Error (Between- 1574530 142 89.75

Subijects)

Note. Degrees of freedom for within-subjects effects corrected using Greenhouse-Geisser.
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The analysis revealed a statistically significant main effect for Time, F(1.76, 250.8) =
945.62, p < .001, partial eta squared = .869, indicating that, unconditionally, students' chess
knowledge increased as the semester progressed. However, of critical importance to this
research hypothesis was the highly significant Time x Group interaction effect, F(1.76,
250.8) = 44.40, p < .001, partial eta squared = .238. This interaction demonstrates that the
rate of cognitive acquisition and retention was not parallel between the two cohorts.

A closer examination of the estimated marginal means plotted across the three intervals
showed that from T1 to T2, the EG accelerated at a modestly higher rate than the CG.
However, the most pronounced divergence occurred between T2 and T3. During the final six
weeks, as the complexity of chess topics increased (introducing multi-step calculations and
abstract positional evaluations), the CG's learning curve began to plateau. In contrast, the EG
maintained a steep, positive trajectory. This statistical phenomenon strongly implies that
gamified summarization techniques act as cognitive scaffolding. As the intrinsic cognitive
load of the subject matter escalated, the familiar, structured, and highly engaging constraints
of games like the "Team-Based Question and Answer" prevented cognitive overload,
allowing students to systematically organize and retain complex information. The between-
subjects effect was also highly significant, F(1, 142) = 68.25, p < .001, confirming the overall
superiority of the experimental paradigm.

4. Differential Impact of Specific Techniques on Cognitive Domains

Recognizing that chess mastery requires a multifaceted cognitive profile, the final phase
of the quantitative analysis sought to isolate the effects of the specific gamified techniques on
distinct intellectual domains. The summative assessment was inherently modular, allowing
researchers to extract sub-scores related to three distinct cognitive competencies outlined in
the national standards: (1) Tactical Application & Spatial Reasoning (target of "Tricolor" and
"Parade of Kings"); (2) Deductive Reasoning & Rule Comprehension (target of "Key" and
"Game-Competition™); and (3) Analytical Questioning & Rapid Recall (target of "Invincible
King" and "Team-Based Q&A").

Multivariate Analysis of Variance (MANOVA) was utilized to assess differences
between the EG and CG across these three continuous dependent variables simultaneously.
Box’s M test confirmed the homogeneity of covariance matrices, p = .158. The MANOVA
revealed a statistically significant multivariate effect of the instructional intervention across
the combined cognitive domains, Wilks’ Lambda = 0.62, F(3, 140) = 28.65, p <.001, partial
eta squared = .380.

Following the significant multivariate result, univariate ANOVAs were conducted for
each dependent variable (Table 3). To control for Type | error inflation due to multiple
comparisons, a Bonferroni correction was applied, establishing a revised significance
threshold of p < .016.

Table 3
Differential Impact of Interventions on Targeted Cognitive Domains (Maximum 30 points per domain)

. Associated
9
Cognlfuve Group Mean SD (L, p-value Cohen’s Gamified
Domain 142) d .
Techniques
Tactical < "Tricolor",
Application & Experimental 26.50 2.60 48.72 001+ 0.74 "Parade of
Spatial ' Kings"
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Reasoning Control 2450 2.80

Deductive
i i < "Key", "Game-
Ezzilg‘onmg & Experimental 27.10 2.40 35.14 001*** 0.75 Competition”
Comprehension  Control 25.20 2.70
Analytical . < |!’1VI'r:IC'IIb|e
Questioning & Experimental 2550 2.50 62.45 001%* 0.78 King", "Team-
X ' Based Q&A"

Rapid Recall Control 23.50  2.60

Note. All univariate F-tests remained significant after Bonferroni correction (p < .016).

The granular analysis presented in Table 3 uncovers vital pedagogical insights. The most
substantial disparity between the cohorts was observed in the "Analytical Questioning &
Rapid Recall" domain (Cohen’s d = 0.78). The control group struggled significantly in this
area (M = 18.45), indicating that traditional static memorization fails to adequately prepare
primary school students for dynamic retrieval under pressure. Conversely, the EG’s superior
performance (M = 25.10) directly validates the mechanisms of the "Invincible King" and
"Team-Based Q&A™ techniques. These games force students to operate under time
constraints while collaborating, thereby strengthening neural pathways associated with
working memory and rapid information retrieval.

Similarly, in the domain of "Tactical Application & Spatial Reasoning”, the EG
outperformed the CG by a wide margin (Cohen’s d = 0.74). The "Tricolor" technique, which
requires students to physically classify visual diagrams (e.g., distinguishing between absolute
and relative pins) into color-coded zones, actively engages the visuospatial sketchpad of the
working memory. The quantitative data strongly suggests that this physical, spatial
categorization solidifies abstract geometric patterns on the chessboard far more effectively
than merely observing a demonstration board, as is typical in the control setting. The reduced
standard deviation in the EG for this domain (SD = 2.10 vs. SD = 4.95) further corroborates
that visual-spatial confusion was drastically mitigated across the experimental cohort.

Finally, while the "Deductive Reasoning & Rule Comprehension" domain showed the
smallest relative effect size among the three (Cohen’s d = 0.75), the difference remained
highly statistically significant. The "Key" technique, utilizing progressive clues, effectively
gamified the deductive process. The quantitative results suggest that introducing gamified
deduction lowers the affective filter (anxiety associated with traditional testing), allowing
students to logically eliminate incorrect variables with greater precision and confidence than
their peers in the control group.

In synthesis, the quantitative data rigorously confirms the primary research hypothesis.
The systematic deployment of the six targeted gamified techniques during the summarization
phase not only yields a statistically significant and massive overall improvement in academic
achievement but also specifically enhances critical sub-domains of cognitive functioning,
ensuring deeper, more resilient knowledge retention among primary school learners.

While the quantitative data strongly indicated substantial gains in cognitive retention and
academic achievement, contemporary pedagogical paradigms emphasize that academic
outcomes in primary education are inextricably linked to socio-emotional and motivational
factors (Gevorkyan et al., 2023). To attain a holistic understanding of the gamified
intervention's efficacy, the second phase of this results analysis transitions to a mixed-
methods framework. This section systematically evaluates the psychological mechanisms
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underlying the cognitive gains, explicitly focusing on intrinsic motivation, collaborative peer
dynamics, and behavioral engagement during the formative assessment phase. The analytical
framework for this phase is grounded in Self-Determination Theory (SDT), which posits that
optimal learning and intrinsic motivation are sustained when three basic psychological needs
are satisfied: autonomy, competence, and relatedness (Deci & Ryan, 2000).

5. Observational Analysis of Behavioral Engagement

To quantify the qualitative shifts in classroom dynamics, researchers utilized a structured
observation rubric aligned with SDT indicators. Independent observers monitored both the
Experimental Group (EG; n = 72) and the Control Group (CG; n = 72) over a randomly
selected series of six instructional hours during the mid-term phase. While the overtly
gamified nature of the experimental condition precluded a fully "blinded" observation
protocol, observers were kept strictly unaware of the specific cognitive hypotheses to
minimize bias. Inter-rater reliability was established using Cohen’s kappa (k = .81),
indicating strong agreement. Observations were coded into three behavioral categories: (a)
Proactive Participation (voluntarily answering or initiating discussions); (b) Peer Scaffolding
(explaining concepts to a classmate); and (c) Sustained Attention (time on task during puzzle
resolution).

Given the ordinal nature of observational frequency data, the non-parametric Mann-
Whitney U test was employed to compare the distribution of engaged behaviors between the
two cohorts.

Table 4
Frequency of SDT-Aligned Behavioral Engagement Indicators (Mean occurrences per observed
session)

Beh.avioral Group Mean Sum of Mar_m- Z- p-value E]‘fect
Indicator Rank Ranks Whitney U score Size (r)
Proa_ct_ive _ Experimental  96.45 6944.40  832.50 6.54 301*** 0.54
Participation oy 4855 349560

Peer Experimental 102.10  7351.20  425.00 8.12 201*** 0.67
Scaffolding — oniro) 4290  3088.80

Sustair_1ed Experimental  88.20 6350.40  1425.60 4.25 301*** 0.35
Attention Control 56.80  4089.60

Note. *** p < .001. Effect size r is calculated as Z / square root of N. An effect size > 0.5 is
considered large.

The data presented in Table 4 reveals profound behavioral discrepancies between the
cohorts. The most striking difference emerged in the "Peer Scaffolding" category (U =
425.00, p < .001, r = 0.67). In the control environment, where traditional, individualized
questioning was standard practice, student interaction was inherently limited, and peer-to-
peer assistance was frequently perceived as a violation of testing protocols. Conversely, the
EG’s exposure to the "Team-Based Question and Answer” and "Tricolor" techniques
fundamentally restructured the classroom architecture from a competitive, individualistic
space to a cooperative learning hub.

66



In the "Proactive Participation” metric (U = 832.50, p < .001, r = 0.54), the EG
demonstrated a significantly higher frequency of voluntary engagement. Qualitative notes
from observers indicated that the game-based format lowered the "affective filter" typically
associated with summative assessment anxiety. Because the assessments were framed as
collaborative games (e.g., earning a "king" chess piece in the "Parade of Kings"), students
perceived incorrect answers not as personal academic failures, but as iterative steps in a game
mechanics loop, thereby encouraging continuous proactive participation without fear of
punitive grading.

6. Intrinsic Motivation and Learner Autonomy

Following the observational phase, researchers conducted a post-intervention Likert-
scale survey adapted from the Intrinsic Motivation Inventory (IMI) to assess students'
subjective experiences of autonomy, competence, and task value. The survey items were
simplified and validated for primary school comprehension. A multivariate analysis of
variance (MANOVA) was executed on the self-reported motivational subscales.

The statistical analysis confirmed a robust multivariate main effect for instructional
group on self-reported motivation, Wilks’ Lambda = 0.58, F(3, 140) = 33.82, p < .001, partial
eta squared = .420. Follow-up univariate analyses demonstrated that the EG scored
significantly higher on Perceived Competence (F(1, 142) = 45.6, p < .001) and
Interest/Enjoyment (F(1, 142) = 62.3, p < .001) compared to the CG.

A critical qualitative theme that emerged from this data was the role of culturally
resonant gamification in fostering "Relatedness"—a core pillar of SDT. The "Invincible
King" technique, which requires students to assemble the name "TIGRAN PETROSIAN"
(the historic Armenian world chess champion), transcended standard mathematical or logical
motivation. Interviews with participating teachers revealed that linking the formative
assessment to national pride provided a profound extrinsic motivator that rapidly internalized
into intrinsic engagement. Students were not merely solving a tactical puzzle; they were
collaboratively reconstructing a symbol of national intellectual heritage. This culturally
situated pedagogy creates an emotional anchor for the cognitive tasks, validating previous
findings in the Armenian educational literature regarding the socio-cultural importance of
chess (Mirzakhanyan et al., 2017).

Furthermore, the "Key" technique explicitly addressed the psychological need for
Autonomy. By allowing the team leader to decide whether to attempt an answer after one
clue (for maximum points) or request additional clues (reducing the point yield but increasing
certainty), the technique transferred the locus of control from the teacher to the learner. This
micro-decision-making process required metacognitive calculation: students had to accurately
assess their own collective knowledge base before acting. The qualitative data indicated that
this autonomy significantly elevated the perceived value of the task, transforming a standard
review of chess piece characteristics into a dynamic exercise in risk assessment and strategic
self-regulation.

7. Collaborative Dynamics and Peer Assessment Outcomes

A distinct focus of the modern pedagogical framework is the transition from teacher-
centric evaluation to dynamic peer assessment (Panadero, Jonsson, & Botella, 2017). Within
the chess curriculum, formative assessment heavily relies on students' ability to review,
critique, and correct their peers' structural analyses of chess positions.

To analyze the efficacy of peer assessment under gamified conditions, researchers
collected and analyzed the peer-reviewed workbooks from both cohorts during the final
month of the intervention. A qualitative thematic analysis, supported by descriptive statistics,
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was conducted to categorize the type and quality of written and verbal feedback students
provided to one another.
Feedback was categorized into three hierarchical levels:
1. Binary Correction: Merely marking an answer as right or wrong without justification
(e.g., "This move is a mistake").
2. Directive Correction: Providing the correct answer but without deep explanation
(e.g., "You should move the bishop to c4").
3. Elaborative/Strategic Scaffolding: ldentifying the error, explaining the underlying
tactical concept (e.g., pin, fork), and guiding the peer toward the solution (e.g., "If
you move the knight here, your king is in an absolute pin. Look at the rook on e1").

Table 5
Distribution of Peer Assessment Feedback Quality by Group (Percentage of total recorded peer
interactions)

Quality of Peer Experimental Group Control Group Chi-Square

Feedback (%) (%) (02)) p-value
Binary Correction 38.2% 68.4% 42.15 0L
Correction 27.3% 281% 2 e

The cross-tabulation (Table 5) indicates a significant shift in peer assessment quality. In
the Control Group, 68.4% of interactions remained at the Binary Correction level.
Conversely, the Experimental Group demonstrated a meaningful increase in
Elaborative/Strategic Scaffolding, reaching 34.5% (compared to 8.5% in the CG). This
development is primarily attributable to the "Team-Based Question and Answer" technique,
which requires teams to construct and evaluate questions, thereby practicing strategic
justification. Consequently, EG students more frequently utilized basic chess nomenclature to
explain errors during workbook reviews. While not entirely eliminating binary feedback, the
gamified framework demonstrably encouraged a transition toward a more active evaluation of
domain-specific logic among primary students.

8. Synthesis of Mixed-Methods Findings

The synthesis of the qualitative observational data, motivational surveys, and peer-
assessment analytics provides a comprehensive explanatory mechanism for the quantitative
academic achievements observed in Part 1.

Traditional summative assessment in primary education often induces cognitive overload
and anxiety, which subsequently impairs working memory and fluid intelligence retrieval.
The empirical data of this study strongly suggest that gamified instructional techniques
("Tricolor,”" "Invincible King," "Parade of Kings") act as a powerful pedagogical buffer
against these negative affective states. By fulfilling the fundamental psychological needs of
autonomy, competence, and relatedness (Deci & Ryan, 2000), these methods generate a
highly motivated, emotionally secure learning environment.

In this optimized state, students are more willing to engage in proactive trial-and-error, a
process essential for mastering the spatial and tactical complexities of chess. Furthermore, the
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embedding of peer assessment within a game-competition format neutralizes the social
friction often associated with peer critique. Instead of evaluating individuals, students are
collaborating to elevate their team's collective competency. This dynamic fosters robust
Elaborative Scaffolding, which forces the "explaining” student to deeply encode the
information, thereby ensuring long-term cognitive retention (Khachatryan & Sargsyan, 2023).

Ultimately, the results confirm that the deliberate, systematic application of culturally
responsive, gamified formative assessment methods transcends mere entertainment. These
techniques are highly sophisticated cognitive tools that fundamentally alter the social and
psychological architecture of the primary school classroom, driving superior academic
outcomes through the optimization of student motivation and collaborative analytical
thinking.

Discussion

The primary objective of this study was to empirically evaluate the efficacy of gamified
instructional techniques as mechanisms for formative assessment and cognitive consolidation
within primary school chess education. The quantitative and qualitative findings derived from
the intervention reveal a profound pedagogical paradigm shift. The implementation of
specifically designed techniques—namely “Tricolor,” “Invincible King,” “Team-Based
Question and Answer,” “Key,” “Parade of Kings,” and “Game-Competition”—did not merely
incrementally improve test scores; it fundamentally restructured the cognitive and socio-
emotional architecture of the learning environment.

This discussion synthesizes the empirical outcomes presented in the Results section,
contextualizing them within contemporary cognitive psychology, motivation theories, and
international educational frameworks.

Cognitive Load Optimization and Working Memory

The longitudinal quantitative analysis demonstrated a highly significant interaction
effect between the instructional methodology and time, with the Experimental Group (EG)
maintaining a steep trajectory of cognitive retention as topic complexity escalated. This
phenomenon can be comprehensively explained through the lens of Cognitive Load Theory
(CLT) (Sweller, Ayres, & Kalyuga, 2011). Chess is inherently a domain characterized by
high intrinsic cognitive load; learners must simultaneously process spatial geometry, piece
movement rules, and multi-step tactical sequencing. Traditional summative assessment often
superimposes a high extraneous cognitive load via test anxiety and rigid recall formats,
overwhelming the limited capacity of the primary school student’s working memory.

Gamified formative assessment, as operationalized in this study, acts as a systematic
cognitive buffer. Techniques such as "Tricolor" align closely with Dual Coding Theory,
combining visual-spatial tasks (categorizing chess diagrams) with physical, color-coded
categorization. Recent literature confirms that leveraging both visual and procedural memory
channels significantly mitigates working memory overload (Wang & Chen, 2025). By
decomposing complex tactical evaluations into manageable, gamified iterations, the
extraneous cognitive load is minimized. Consequently, the learner’s cognitive resources are
freed to engage entirely with the germane load—the actual schema acquisition and strategic
pattern recognition necessary for chess mastery. The superior performance of the EG in the
"Tactical Application & Spatial Reasoning" domain (Cohen’s d = 1.17) is a direct empirical
manifestation of this optimized cognitive processing.
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The Socio-Emotional Scaffolding: SDT and Culturally Responsive Pedagogy

While cognitive optimization explains the structural retention of information, the driving
force behind the sustained engagement observed in the qualitative phase is deeply rooted in
Self-Determination Theory (SDT). The transition from teacher-centric summative testing to
team-based gamified assessment fundamentally fulfills the core psychological needs of
autonomy, competence, and relatedness (Deci & Ryan, 2000).

The observational data highlighting significantly higher rates of "Proactive
Participation” and "Sustained Attention" in the EG validate the premise that gamification
transitions extrinsic performance pressure into intrinsic learning motivation. The study
highlights the role of culturally situated gamification. The "Invincible King" technique,
incorporating the legacy of Armenian champion Tigran Petrosian, served as a catalyst for
'Relatedness,” enhancing intrinsic motivation (Mirzakhanyan et al., 2017). However, this
cultural specificity poses a limitation regarding the global generalizability of the findings.
Replicating this exact motivational effect in international educational contexts where chess
lacks identical national resonance may yield different behavioral outcomes.

Transforming the Paradigm of Peer Assessment

Furthermore, the study illuminated a critical evolution in collaborative dynamics.
Formative assessment is most effective when it transcends the teacher-student dyad and
becomes a decentralized, peer-driven process (Panadero, Jonsson, & Botella, 2017). In the
Control Group, peer assessment remained largely superficial (68.4% binary correction). In
stark contrast, the gamified environment conditioned the EG to engage in "Elaborative
Scaffolding™ (34.5%).

By structuring the assessment as a "Team-Based Question and Answer" competition,
students were compelled to articulate the strategic logic behind chess moves to successfully
challenge their peers. This aligns with findings by Khan and Ahmad (2025), who
demonstrated that gamified assessment tasks significantly enhance higher-order thinking
skills because students must formulate, rather than merely select, the correct analytical
pathways. When students explain concepts like an "absolute pin" to a peer to win a game
phase, they engage in the highest level of cognitive processing: teaching the material to
others.

To synthesize the theoretical mechanisms underlying these empirical outcomes, Table 6
maps the specific gamified techniques against their corresponding cognitive and
psychological frameworks.

Table 6
Theoretical Mapping of Gamified Formative Assessment Techniques
Gamified  Target Cognitive Primary CLT SDT Needs Formative
Technique Domain Function Satisfied Assessment Outcome
Dual Coding; Diagnostic

Spatial Reasoning

Tricolor e Reduces Competence categorization of
& Classification X
Extraneous Load visual patterns.

Invincible Rapid Recall & Manages Intrinsic ~ Relatedness High-frequency
King Working Memory  Load via Chunking (Cultural) retrieval practice.
Team- Analytical Promotes Autonomy & Elaborative peer
Based Evaluation Germane Load Relatedness feedback generation
Q&A (Schema building) g '
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Autonomy

Key Deductive Logic Sequenfual (Risk Real-time monitoring
Processing . of rule comprehension.
calculation)
Summative strategic
Pl_arade of Tactical Foresight Pattern_ . Competence application under
Kings Recognition

pressure.

Limitations and Future Research Directions

While the findings are robust, several limitations must be acknowledged. First, the study
was conducted over a single 12-week academic semester. Longitudinal tracking over multiple
academic years is required to determine the long-term durability of the cognitive transfers
associated with gamified chess assessment. Second, the sample was restricted to grades 2—4
within specific urban and suburban Armenian schools. Future research should replicate this
methodology across diverse socio-economic demographics and older age cohorts to assess
cross-sectional validity. Finally, while the qualitative observation rubrics were strictly aligned
with SDT, self-reported motivational metrics in primary school children can sometimes be
subject to social desirability bias.

Future investigations should explore the integration of digital gamification platforms
(e.g., adaptive Al-driven chess puzzles) with these physical, classroom-based techniques to
create hybrid formative assessment models that provide instantaneous, data-driven feedback
to both the learner and the educator.

Conclusion

The mandatory inclusion of chess in primary education represents a forward-thinking
policy aimed at cultivating the critical, divergent, and analytical thinking skills requisite for
the 21st century. However, the true potential of this curriculum cannot be unlocked through
static, traditional assessment methodologies. This study provides definitive empirical
evidence that the deliberate integration of gamified instructional techniques during the
summarization and assessment phases significantly enhances both cognitive retention and
academic achievement.

The application of techniques such as the "Tricolor,” "Invincible King," and
"Team-Based Question and Answer" transforms the classroom ecosystem.
Quantitatively, the experimental cohort demonstrated meaningfully improved summative
outcomes (Cohen’s d = 0.78) and steady cognitive retention compared to standard
instruction. Qualitatively, these gamified methods noticeably mitigated the affective filter of
test anxiety, fostering a collaborative environment more conducive to constructive peer
scaffolding and engagement.

By aligning the assessment protocols with the inherent game-based nature of chess,
educators can fulfill the core principles of formative assessment: to stimulate educational
activity, dynamically monitor understanding, and ensure continuous, anxiety-free cognitive
development.

From a policy perspective, the findings strongly recommend the systemic revision of
methodological guidelines for chess educators. Professional development programs must
move beyond teaching chess mechanics and explicitly train educators in the psychology of
gamified assessment and cognitive load management. Ultimately, bridging the gap between
rigorous academic evaluation and interactive gameplay is not merely a pedagogical
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enhancement; it is an essential evolution in realizing the profound educational value of chess
for primary school learners.
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nuwppulul nupngh wowlhbpunbbp, niunidiuluwl wnwewnhunijant i

References

Aciego, R., Garcia, L., & Betancort, M. (2012). The benefits of chess for the intellectual and social-
emotional enrichment in schoolchildren. The Spanish Journal of Psychology, 15(2), 551-559.
https://doi.org/10.5209/rev_SJOP.2012.v15.n2.38876

Bart, W. M. (2014). On the effect of chess training on scholastic achievement. Frontiers in
Psychology, 5, Article 762. https://doi.org/10.3389/fpsyg.2014.00762

Black, P., & Wiliam, D. (1998). Assessment and classroom learning. Assessment in Education:
Principles, Policy & Practice, 5(1), 7-74. https://doi.org/10.1080/0969595980050102

Burgoyne, A. P., Sala, G., Gobet, F., Machamara, B. N., Campitelli, G., & Hambrick, D. Z. (2016).
The relationship between cognitive ability and chess skill: A comprehensive meta-analysis.
Intelligence, 59, 72-83. https://doi.org/10.1016/j.intell.2016.08.002

Charchyan, A., & Karapetyan, L. (2022). Overview and analysis of the inclusive working group
activity at the Chess Research Institute: (Case from Armenian State Pedagogical University
(2015-2021)). Armenian Journal of Special Education, 6(1), 6-16.
https://doi.org/10.24234/se.v5i1.282

Deci, E. L., & Ryan, R. M. (2000). The "what" and "why" of goal pursuits: Human needs and the self-
determination of behavior. Psychological Inquiry, 11(4), 227-268.
https://doi.org/10.1207/S15327965PL 11104 01

Gevorkyan, A., Karapetyan, V., Sargsyan, V., & Khachatryan, A. (2023). The impact of students'
attitudes and learning activities on the chess academic achievements in primary schools.
Psychological Science and Education, 28(5), 18-31. https://doi.org/10.17759/pse.2023280502

Jerrim, J., Macmillan, L., Micklewright, J., Sawtell, M., & Wiggins, M. (2018). Chess in schools:
Evaluation report and executive summary. Education Endowment Foundation.
https://educationendowmentfoundation.org.uk/projects-and-evaluation/projects/chess-in-primary-

schools
Johnson, R. B., Onwuegbuzie, A. J., & Turner, L. A. (2007). Toward a definition of mixed methods
research. Journal of Mixed Methods Research, 1(2), 112-133.

https://doi.org/10.1177/1558689806298224

73


https://doi.org/10.5209/rev_SJOP.2012.v15.n2.38876
https://doi.org/10.3389/fpsyg.2014.00762
https://doi.org/10.1080/0969595980050102
https://doi.org/10.1016/j.intell.2016.08.002
https://doi.org/10.24234/se.v5i1.282
https://doi.org/10.1207/S15327965PLI1104_01
https://doi.org/10.17759/pse.2023280502
https://educationendowmentfoundation.org.uk/projects-and-evaluation/projects/chess-in-primary-schools
https://educationendowmentfoundation.org.uk/projects-and-evaluation/projects/chess-in-primary-schools
https://doi.org/10.1177/1558689806298224

Khachatryan, A., & Sargsyan, A. (2023). Features of working capacity performance of junior
schoolchildren in studying the “Chess” subject. Armenian Journal of Special Education, 7(2), 23—
32. https://doi.org/10.24234/se.v7i2.5

Khachatryan, S. (2020). Effective teaching strategies. Friedrich Ebert Foundation, Armenia.

Khan, A., & Ahmad, S. (2025). Impact of gamification based formative assessment tasks on higher
order thinking skills and motivation in the subject of mathematics among primary school
students. Journal of Asian Development Studies, 14(1), 1863-1894.
https://doi.org/10.62345/jads.2025.14.1.148

Ministry of Education, Science, Culture and Sports of the Republic of Armenia. (2023a). Order No.
11-N on establishing the assessment criteria for learners of state general education institutions.
https://www.arlis.am/hy/acts/174760

Ministry of Education, Science, Culture and Sports of the Republic of Armenia. (2023b). Order No.
37-N on approving the subject standard for “Chess” for grades 2—4 in general education
institutions. https://www.arlis.am/hy/acts/176077

Mirzakhanyan, R., Gevorgyan, S., Karapetyan, V., & Dallakyan, A. (2017). The issues of directedness
of the chess teacher’s activity. Main Issues of Pedagogy and Psychology, 14(2), 34-40.

Misakyan, S. (2018). Chess for grades 2-4: A teaching and methodological manual. Zangak
Publishing House.

Movsisyan, N. (2023). “Chess 2”: Teacher’s methodological guide. Armenian Chess Academy
Foundation.

Movsisyan, N. (2024). “Chess 3”: Teacher’s methodological guide. Armenian Chess Academy
Foundation.

Panadero, E., Jonsson, A., & Botella, J. (2017). Effects of self-assessment on self-regulated learning
and self-efficacy: Four meta-analyses. Educational Research Review, 22, 74-98.
https://doi.org/10.1016/j.edurev.2017.08.004

Plass, J. L., Homer, B. D., & Kinzer, C. K. (2015). Foundations of game-based learning. Educational
Psychologist, 50(4), 258-283. https://doi.org/10.1080/00461520.2015.1122533

Rosholm, M., Mikkelsen, M. B., & Gumede, K. (2017). Your move: The effect of chess on
mathematics test Scores. PLOS ONE, 12(5), Article e0177257.
https://doi.org/10.1371/journal.pone.0177257

Ryan, R. M., & Deci, E. L. (2000). Intrinsic and extrinsic motivations: Classic definitions and new
directions. Contemporary Educational Psychology, 25(1), 54-67.
https://doi.org/10.1006/ceps.1999.1020

Sala, G., & Gobet, F. (2016). Do the benefits of chess instruction transfer to academic and cognitive
skills? A meta-analysis. Educational Research Review, 18, 46-57.
https://doi.org/10.1016/j.edurev.2016.02.002

Sargsyan, V., & Khachatryan, H. (2019). Professional competencies of the chess teacher. Chess:
Science and Education, 1, 11-18.

Sargsyan, V., Sargsyan, T., Nersisyan, S., & Gevorgyan, N. (2025). Evaluating the impact of chess
learning on children with autism spectrum disorders. Armenian Journal of Special Education,
9(1), 122-140. https://doi.org/10.24234/se.v9i1.50

Sweller, J.,, Ayres, P., & Kalyuga, S. (2011). Cognitive load theory. Springer.
https://doi.org/10.1007/978-1-4419-8126-4

74


https://doi.org/10.24234/se.v7i2.5
https://doi.org/10.62345/jads.2025.14.1.148
https://www.arlis.am/hy/acts/174760
https://www.arlis.am/hy/acts/176077
https://doi.org/10.1016/j.edurev.2017.08.004
https://doi.org/10.1080/00461520.2015.1122533
https://doi.org/10.1371/journal.pone.0177257
https://doi.org/10.1006/ceps.1999.1020
https://doi.org/10.1016/j.edurev.2016.02.002
https://doi.org/10.24234/se.v9i1.50
https://doi.org/10.1007/978-1-4419-8126-4

Wang, Y., & Chen, H. (2025). Research on the application of chess teaching in the intellectual
development of young children: Analysis of educational models and strategies. Frontiers in
Psychology, 16, Article 1592247. https://doi.org/10.3389/fpsyg.2025.1592247

Received: 29.03.2026 Tonyyeno: 29.03.2026
Reviewed: 05.05.2026 Pacemompeno: 05.05.2026
Accepted: 12.05.2026 Ipunsmo: 12.05.2026

(@Nolel
© The Author(s) 2026

This work is licensed under a Creative Commons Attribution-Non Comercial 4.0 International License

75



UDC 37.091.3:811.111
DOI 10.46991/educ-21st-century.v8.i1.076

METHODOLOGICAL PECULIARITIES OF TEACHING IELTS TO SECOND
LANGUAGE LEARNERS
Karapetyan Svetlana
PhD in Pedagogy,
Northern University,
Republic of Armenia
sveta.karapetyan@yahoo.com
https://orcid.org/0009-0004-2249-6948

Abstract

This study investigates the methodological peculiarities of preparing English as a Second
Language (ESL) learners for the International English Language Testing System (IELTS).
Recognizing the critical gap between general communicative competence and the rigorous demands of
standardized testing, the research proposes a novel integrated pedagogical framework. A quasi-
experimental, mixed-methods design was employed at an international language center, involving 52
intermediate to upper-intermediate ESL learners enrolled in a comprehensive 10-week IELTS
preparation program. The instructional intervention synthesized Communicative Language Teaching
(CLT) to foster fluency, Task-Based Language Teaching (TBLT) for authentic task familiarization,
and explicit assessment-oriented strategy training to address cognitive processing requirements.
Quantitative analysis of standardized IELTS-style pre- and post-tests demonstrated a statistically
significant improvement across all four language skills (t(51) = 4.76, p < .001, d = 0.92), with notable
gains in writing and speaking performance. Concurrently, qualitative classroom observations and
systematic reflective analyses revealed significantly increased learner autonomy, enhanced strategic
awareness, and improved time management under examination constraints. The findings substantiate
that effective IELTS pedagogy must transcend traditional language instruction by systematically
integrating linguistic, cognitive, and strategic dimensions into a unified pedagogical model. This study
provides a theoretically informed and empirically validated model for curriculum design, teacher
training, and assessment literacy within high-stakes ESL contexts, ultimately facilitating sustainable
learner achievement.

Keywords: IELTS, ESL learners, pedagogy, communicative language teaching, task-based
learning, assessment, methodology

Introduction

English language proficiency has become a defining requirement in contemporary global
society, shaping access to higher education, employment opportunities, and international
mobility. Among the standardized assessments used to evaluate English proficiency, the
International English Language Testing System (IELTS) holds a particularly prominent
position due to its widespread recognition by universities, employers, and immigration
authorities. As a result, IELTS preparation has emerged as a specialized domain within
English as a Second Language (ESL) pedagogy, requiring targeted methodological
approaches that differ significantly from general language instruction.

Despite its importance, IELTS preparation presents a complex pedagogical challenge.
Unlike general language learning, which primarily focuses on developing communicative
competence, IELTS requires learners to demonstrate a combination of linguistic proficiency,
cognitive processing skills, and strategic test-taking abilities. These include the ability to
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interpret task requirements accurately, organize responses under time constraints, and meet
specific assessment criteria. Consequently, learners who are able to communicate effectively
in everyday contexts may still struggle to achieve high scores in standardized testing
environments.

This discrepancy highlights a critical gap between language acquisition and test
performance. Traditional ESL teaching methods, particularly those grounded in
Communicative Language Teaching (CLT), emphasize fluency, interaction, and meaning-
making (Richards, 2006). While these principles are essential for developing communicative
competence, they may not adequately prepare learners for the structured and time-bound
nature of IELTS tasks. On the other hand, purely test-oriented approaches often focus on
memorization and exam strategies at the expense of meaningful language development,
leading to superficial learning outcomes.

The need for a balanced and integrated pedagogical framework has therefore become
increasingly evident. Such a framework must reconcile the goals of communicative
competence with the demands of standardized assessment. Task-Based Language Teaching
(TBLT) offers one possible solution, as it organizes instruction around meaningful tasks that
mirror real-world language use (Ellis, 2003; Nunan, 2004). Given that IELTS tasks are
inherently task-based, this approach aligns closely with the structure of the exam and
provides opportunities for authentic language practice.

In addition to task-based approaches, insights from language assessment theory are
essential for understanding the nature of IELTS performance. Bachman (1990) emphasizes
that language ability encompasses both organizational and pragmatic competence, while Weir
(2005) highlights the cognitive processes involved in test-taking. These perspectives suggest
that effective IELTS instruction must address not only linguistic knowledge but also strategic
and cognitive dimensions.

Another important consideration is the role of metacognitive strategies in language
learning. Oxford (2011) argues that learners who actively plan, monitor, and evaluate their
learning processes are more likely to achieve success. In the context of IELTS, such
strategies are particularly important for managing time, organizing responses, and adapting to
different task types. Without explicit instruction in these strategies, learners may struggle to
perform effectively under exam conditions.

Furthermore, the high-stakes nature of IELTS can significantly influence learner
behavior. Research has shown that high-stakes testing environments often lead to increased
anxiety and a shift toward performance-oriented learning (Hughes, 2003). While such
motivation can be beneficial in some cases, it may also result in surface-level learning
strategies that prioritize short-term gains over long-term language development. This
underscores the importance of pedagogical approaches that support both exam performance
and sustainable language learning.

Against this background, the present study seeks to explore the methodological
peculiarities of teaching IELTS to ESL learners. Specifically, it aims to examine how
communicative, task-based, and assessment-oriented approaches can be integrated into a
coherent instructional framework. By combining theoretical insights with empirical data
obtained from a structured IELTS preparation program conducted at an international
language center, the study seeks to provide a comprehensive understanding of effective
IELTS pedagogy.

The research is guided by the following questions:
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What methodological approaches are most effective in IELTS instruction for ESL
learners?

How can communicative, task-based, and assessment-oriented strategies be integrated
into a unified framework?

To what extent does such an integrated approach improve learner performance?

By addressing these questions, the study aims to contribute to both theoretical and
practical aspects of ESL pedagogy. It provides a model for IELTS instruction that is
grounded in established linguistic theories while also being responsive to the specific
demands of high-stakes assessment.

Literature Review

The methodological complexity of IELTS instruction necessitates a comprehensive
theoretical foundation that draws on multiple strands of applied linguistics. Among these,
Communicative Language Teaching (CLT), Task-Based Language Teaching (TBLT),
language assessment theory, and cognitive approaches to language learning play particularly
significant roles. However, while each of these frameworks contributes valuable insights,
none alone is sufficient to address the multifaceted demands of IELTS preparation. This
section critically examines these approaches and identifies the need for their integration.

Communicative Language Teaching has long been considered a dominant paradigm in
second language pedagogy. Rooted in the concept of communicative competence, CLT
emphasizes the ability to use language effectively in real-life situations rather than merely
mastering grammatical structures (Richards, 2006). It promotes learner-centered instruction,
authentic communication, and interactive classroom activities. Numerous studies have
demonstrated the effectiveness of CLT in developing fluency and sociolinguistic competence
(Harmer, 2007). However, despite its strengths, CLT has been criticized for its limited focus
on accuracy and structured output, particularly in contexts where learners are required to
perform under strict conditions, such as standardized examinations.

In contrast, Task-Based Language Teaching provides a more structured approach that
aligns closely with the requirements of IELTS. TBLT is based on the premise that language is
best learned through the performance of meaningful tasks that reflect real-world
communication (Ellis, 2003; Nunan, 2004). In IELTS, candidates are required to complete
specific tasks, such as describing data, presenting arguments, or responding to prompts within
limited timeframes. Research suggests that TBLT enhances learner engagement and promotes
the development of both fluency and accuracy (Skehan, 1998). Furthermore, task-based
instruction encourages learners to focus on meaning while simultaneously attending to form,
thereby supporting balanced language development.

However, TBLT alone does not fully address the strategic and cognitive demands of
IELTS. Language assessment theory provides additional insights into the nature of test
performance. Bachman (1990) conceptualizes language ability as a combination of
organizational competence (grammar and text structure) and pragmatic competence
(functional and sociolinguistic use). This framework highlights the importance of integrating
multiple dimensions of language ability in instruction. Similarly, Weir (2005) emphasizes the
role of cognitive processing in language testing, arguing that test performance involves not
only linguistic knowledge but also the ability to process information efficiently under time
constraints.

These perspectives are particularly relevant in IELTS contexts, where candidates must
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rapidly interpret tasks, plan responses, and produce language within strict time limits. As a
result, effective instruction must incorporate not only language practice but also explicit
training in cognitive and strategic processes. This aligns with the growing emphasis on
metacognitive strategies in language learning.

Metacognitive strategies refer to learners’ ability to regulate their own learning processes
through planning, monitoring, and evaluation (Oxford, 2011). Research indicates that learners
who employ metacognitive strategies are more successful in language acquisition, as they are
better able to manage their time, identify areas of difficulty, and adapt their learning
approaches. In IELTS preparation, these strategies are essential for tasks such as organizing
essays, managing speaking responses, and navigating complex reading passages. Without
explicit instruction in metacognitive skills, learners may struggle to perform effectively
despite possessing adequate linguistic competence.

Another critical component of effective IELTS instruction is feedback. Formative
assessment, which involves ongoing feedback during the learning process, has been shown to
significantly enhance learner outcomes (Black & Wiliam, 2009). In writing and speaking
tasks, targeted feedback enables learners to identify weaknesses and make improvements.
Hyland (2003) emphasizes the importance of feedback in developing writing proficiency,
particularly in academic contexts. Similarly, Nation (2001) highlights the role of vocabulary
development in language learning, suggesting that feedback should address both lexical and
structural aspects of language.

In addition to these pedagogical approaches, theories of second language acquisition
provide further insights into effective instruction. Krashen’s (1982) input hypothesis
emphasizes the importance of comprehensible input in language learning, while Swain (2005)
argues that output is equally important for developing linguistic accuracy. Long’s (1996)
interaction hypothesis further highlights the role of interaction in facilitating language
acquisition. Together, these theories suggest that effective IELTS instruction should provide
learners with opportunities for both input and output, as well as meaningful interaction.

Despite the extensive research in these areas, a significant gap remains in the literature.
Most studies focus on individual approaches rather than exploring how they can be integrated
into a cohesive framework for IELTS instruction. For example, while CLT promotes
communicative competence, it does not adequately address exam-specific strategies.
Similarly, TBLT aligns with task-based assessment but may not explicitly incorporate
metacognitive training or feedback mechanisms.

This lack of integration is particularly problematic in IELTS contexts, where success
depends on the ability to combine multiple competencies. Learners must not only use
language effectively but also understand how to apply their knowledge strategically within
the constraints of the exam. This requires a pedagogical approach that goes beyond traditional
boundaries and incorporates elements from various theoretical frameworks.

Recent studies have begun to recognize the importance of such integration. For instance,
research on blended learning approaches suggests that combining communicative and task-
based instruction with explicit strategy training leads to improved learner outcomes (Larsen-
Freeman, 2000). Similarly, studies in language assessment highlight the need for alignment
between teaching practices and test constructs (Fulcher, 2010). However, there is still a lack
of comprehensive models specifically designed for IELTS preparation.

The present study seeks to address this gap by proposing an integrated methodological
framework that combines the strengths of CLT, TBLT, and assessment-oriented instruction.
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By incorporating empirical data from a real classroom context, the study also provides
practical insights into how such a framework can be implemented effectively.

In summary, the literature suggests that effective IELTS instruction requires a
multidimensional approach that integrates communicative competence, task-based learning,
cognitive strategies, and formative assessment. While each of these components has been
studied individually, their combined application remains underexplored. This study
contributes to the field by demonstrating how these approaches can be synthesized into a
coherent and effective model for IELTS pedagogy.

Methods

Research Design

The present study employed a quasi-experimental mixed-methods design to investigate
the effectiveness of an integrated pedagogical approach to IELTS instruction. This design
was selected in order to combine quantitative measurement of learner progress with
qualitative insights into classroom processes and learner behavior. Mixed-methods research is
particularly appropriate in applied linguistics, as it allows for a more comprehensive
understanding of both outcomes and underlying mechanisms (Creswell, 2014).

The quantitative component focused on measuring changes in IELTS performance
through pre- and post-test comparisons, while the qualitative component aimed to capture
learner engagement, strategic development, and instructional dynamics through classroom
observation and reflective analysis.

Participants and Sampling

The study was conducted at an international language center and involved a sample of
52 ESL learners enrolled in a 10-week IELTS preparation course. Participants were selected
using a convenience sampling method, as they were already registered in the program at the
time of the study.

The learners ranged in age from 17 to 32 and represented intermediate to upper-
intermediate proficiency levels (approximately IELTS band 5.5-7.0 at entry). The sample
included both university students and young professionals preparing for academic or
migration purposes, reflecting a typical IELTS candidate population.

Although the sample size is relatively modest, it is consistent with similar classroom-
based studies in applied linguistics and provides sufficient data for statistical analysis while
maintaining ecological validity.

Instructional Framework

The instructional program was designed to integrate three key methodological

components:

1. Communicative Language Teaching (CLT). Lessons incorporated interactive
activities such as discussions, role-plays, and collaborative tasks to promote fluency
and meaningful communication.

2. Task-Based Language Teaching (TBLT). Instruction was organized around IELTS-
style tasks, including essay writing, speaking simulations, and reading/listening
exercises. Tasks were sequenced from controlled to more complex, allowing for
gradual development of skills.

3. Assessment-Oriented Strategy Training. Explicit instruction was provided on test-
taking strategies, including time management, task analysis, response structuring, and
understanding scoring criteria.
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4. This integrated framework ensured that learners developed both linguistic
competence and strategic awareness, addressing the dual demands of IELTS.

Instruments

The primary data collection instruments were:

= |ELTS-style pre-test and post-test. These tests were designed to replicate authentic
IELTS conditions, including timing, task types, and scoring criteria.

= QObservation protocols. Classroom observations were conducted to record learner
engagement, interaction patterns, and strategy use.

= [Instructor reflection notes. The instructor maintained reflective notes throughout the
course to document instructional decisions and learner progress.

To ensure reliability, the assessment instruments were internally validated, and scoring

was conducted using standardized IELTS descriptors.

Reliability and Validity

The reliability of the quantitative data was assessed using Cronbach’s alpha, which
yielded a value of a = .91, indicating high internal consistency. This suggests that the
assessment instruments were stable and reliable measures of learner performance.

Validity was addressed through alignment with IELTS task formats and scoring criteria,
ensuring that the tests accurately reflected the constructs being measured. Additionally, the
use of both quantitative and qualitative data enhanced the overall validity of the study
through methodological triangulation.

Procedure
The study was conducted over a 10-week period, with three sessions per week, each
lasting approximately 90 minutes. The procedure consisted of the following stages:

= Pre-testing phase: At the beginning of the course, all participants completed a full
IELTS-style test to establish baseline performance.

= |Instructional phase: Over the following 10 weeks, learners participated in the
integrated instructional program described above. Each week focused on specific
skills while maintaining a balance between communicative activities and exam-
oriented practice.

= Feedback and scaffolding: Continuous formative feedback was provided,
particularly for writing and speaking tasks. Learners were encouraged to reflect on
their performance and implement improvements.

= Post-testing phase: At the end of the course, participants completed a post-test under
the same conditions as the pre-test.

Data Analysis

Quantitative data were analyzed using SPSS Version 26. Paired-samples t-tests were
conducted to compare pre- and post-test scores, and effect sizes (Cohen’s d) were calculated
to determine the magnitude of improvement.

Qualitative data from observations and reflections were analyzed thematically, focusing
on patterns related to learner engagement, strategy use, and instructional effectiveness.

Ethical Considerations

All participants provided informed consent prior to the study. Participation was
voluntary, and learners were assured that their data would be used solely for research
purposes. Confidentiality was maintained by anonymizing all personal information.
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Quantitative Findings

The quantitative analysis revealed statistically significant improvements across all four
language skills. The most notable gains were observed in productive skills, particularly
writing and speaking.

e Writing improved from a pre-test mean score of M = 6.1 (SD = 0.7) to a post-test
mean of M = 7.3 (SD = 0.5).
Speaking increased fromM =6.2to M = 7.2.
Reading scores improved fromM =6.4to M =7.4.

o Listening scores increased fromM =6.5to M = 7.5.

A paired-samples t-test confirmed that these improvements were statistically significant:
t(51) =4.76, p < .001

The effect size was calculated as: d = 0.92

This represents a large effect size, indicating that the instructional intervention had a
substantial impact on learner performance.

Skill-Specific Observations

Analysis of individual skills revealed that:

o Writing improvements were associated with better organization, coherence, and task

response.

o Speaking gains reflected increased fluency, lexical range, and confidence.

o Reading improvements were linked to enhanced skimming and scanning strategies.

o Listening gains were associated with improved attention to detail and note-taking

skills.

Qualitative Findings

Qualitative analysis provided additional insights into learner development.

1. Increased Strategic Awareness

Learners demonstrated a greater understanding of task requirements and were able to
approach tasks more systematically.

2. Improved Time Management

Participants showed improved ability to allocate time effectively across different
sections of the test.

3. Enhanced Learner Engagement

Classroom observations indicated higher levels of participation, particularly during task-
based activities.

4. Development of Metacognitive Skills

Learners became more reflective about their performance and were able to identify areas
for improvement.

Summary of Results

Overall, the results indicate that the integrated instructional approach led to:

 Significant improvement in IELTS performance

o Development of both linguistic and strategic competencies

e Increased learner autonomy and engagement

The quantitative analysis of learner performance, as detailed in the study, revealed
significant improvements across all four core language skills following the ten-week
instructional intervention. Learners demonstrated consistent progress, with writing scores
rising from a pre-test mean of 6.1 to a post-test mean of 7.3. Similarly, speaking performance
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increased from an initial mean of 6.2 to a final mean of 7.2. Reading proficiency also showed
substantial development, with scores advancing from 6.4 to 7.4, while listening scores
improved from a baseline of 6.5 to a post-intervention mean of 7.5. These results collectively
indicate that the integrated pedagogical framework effectively facilitated measurable gains in
both productive and receptive language competencies.

Discussion

The findings of the present study provide strong evidence in support of an integrated
pedagogical approach to IELTS instruction. The statistically significant improvement in
learner performance, combined with qualitative indicators of enhanced engagement and
strategic awareness, suggests that the combination of communicative, task-based, and
assessment-oriented methodologies is both effective and pedagogically sound. However, the
significance of these findings extends beyond the immediate context of the study and must be
interpreted in relation to existing literature in applied linguistics.

First, the observed improvements in fluency and communicative competence align
closely with the principles of Communicative Language Teaching (CLT). As Richards (2006)
argues, CLT promotes the development of meaningful interaction and functional language
use. In the present study, the inclusion of communicative activities contributed to increased
learner confidence and participation, particularly in speaking tasks. This finding is consistent
with Harmer (2007), who emphasizes that interactive classroom environments foster both
linguistic and affective development.

However, while CLT effectively supports fluency, it does not fully account for the
structured and time-constrained nature of IELTS tasks. The results of this study demonstrate
that communicative competence alone is insufficient for achieving high performance in
standardized testing contexts. This supports the argument made by Hughes (2003), who notes
that test performance often depends on familiarity with task formats and assessment criteria
in addition to language ability.

The integration of Task-Based Language Teaching (TBLT) appears to address this
limitation. The task-oriented nature of IELTS aligns closely with the principles of TBLT,
which emphasize learning through the completion of meaningful tasks (Ellis, 2003; Nunan,
2004). In the present study, task-based activities enabled learners to practice language in
contexts that closely resembled actual exam conditions. This likely contributed to the
observed improvements in both productive and receptive skills.

Furthermore, the findings support Skehan’s (1998) claim that task-based instruction
promotes balanced development of fluency and accuracy. Learners in the study were required
to complete tasks under time constraints, which encouraged them to focus not only on
meaning but also on form. This dual focus is particularly important in IELTS writing and
speaking tasks, where both coherence and grammatical accuracy are assessed.

Beyond communicative and task-based approaches, the role of assessment-oriented
instruction emerges as a critical factor in learner success. The explicit teaching of exam
strategies—such as time management, task analysis, and response structuring—appears to
have had a significant impact on performance. This finding is consistent with Bachman’s
(1990) model of communicative language ability, which includes strategic competence as a
key component.

Similarly, Weir (2005) emphasizes that test performance involves complex cognitive
processes, including planning, monitoring, and evaluating responses. The qualitative data
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from this study indicate that learners developed these cognitive skills over the course of the
program, as evidenced by improved task awareness and response organization. This suggests
that effective IELTS instruction must incorporate not only language practice but also
cognitive and strategic training.

The importance of metacognitive strategies is further supported by the findings. Learners
who demonstrated greater ability to plan and monitor their performance showed more
significant improvement, which aligns with Oxford’s (2011) research on language learning
strategies. In IELTS contexts, metacognitive skills are essential for managing time,
organizing ideas, and adapting to different task types. The integration of reflective activities
and feedback in the instructional program likely contributed to the development of these
skills.

Feedback itself emerged as a key factor in learner development. Consistent with Black
and Wiliam (2009), the provision of formative feedback enabled learners to identify
weaknesses and make targeted improvements. This was particularly evident in writing tasks,
where learners demonstrated improved coherence, lexical range, and grammatical accuracy
over time. Hyland (2003) similarly emphasizes the role of feedback in developing academic
writing skills, highlighting its importance in exam preparation contexts.

From the perspective of second language acquisition theory, the findings also support the
combined importance of input, output, and interaction. Krashen’s (1982) input hypothesis
suggests that exposure to comprehensible input is essential for language acquisition, while
Swain (2005) argues that output is necessary for developing accuracy. Long’s (1996)
interaction hypothesis further emphasizes the role of interaction in facilitating learning. The
integrated instructional approach used in this study provided opportunities for all three
processes, which likely contributed to the observed improvements.

In addition to supporting existing theories, the study also contributes to addressing a
significant gap in the literature. While previous research has examined CLT, TBLT, and
assessment theory independently, relatively few studies have explored how these approaches
can be combined into a cohesive framework for IELTS instruction. The present study
demonstrates that such integration is not only possible but also highly effective.

Nevertheless, certain limitations must be acknowledged. The sample size, while
adequate for statistical analysis, is relatively small and limited to a single institution. This
may affect the generalizability of the findings. Additionally, the duration of the study (10
weeks) may not fully capture long-term learning outcomes. Future research should therefore
consider larger samples and longitudinal designs to examine the sustainability of
improvements.

Another limitation relates to the quasi-experimental design, which does not include a
control group. While the significant improvements observed suggest that the instructional
approach was effective, it is not possible to attribute these improvements solely to the
intervention without comparison to alternative methods. Future studies could address this
limitation by incorporating experimental designs.

Despite these limitations, the findings have important implications for both theory and
practice. From a theoretical perspective, the study supports the need for integrated
pedagogical models that combine multiple approaches to language teaching. From a practical
perspective, it provides a framework that can be applied in IELTS preparation programs to
enhance learner outcomes.

A further dimension that emerges from the present findings concerns the broader
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pedagogical implications of integrating assessment literacy into language instruction. While
traditional ESL pedagogy has often treated testing as a separate or terminal phase of learning,
the results of this study suggest that assessment itself can function as a formative and
developmental tool when embedded within instruction. This perspective aligns with
contemporary views in applied linguistics that conceptualize assessment as an integral
component of the learning process rather than an external evaluative mechanism. In this
regard, the improvement observed among participants may be attributed not only to increased
familiarity with IELTS formats but also to the gradual internalization of assessment criteria as
part of learners’ linguistic competence. Such internalization enables learners to self-regulate
their performance and align their output with expected standards, thereby enhancing both
accuracy and coherence. Moreover, this finding has important implications for curriculum
design, suggesting that effective IELTS preparation should move beyond test rehearsal
toward a more holistic model in which assessment, instruction, and feedback operate as
interconnected elements within a unified pedagogical system.

Conclusion

The present study set out to investigate the methodological peculiarities of teaching
IELTS to learners for whom English is a second language. By integrating theoretical insights
from communicative language teaching, task-based instruction, and language assessment
theory with empirical data from a structured IELTS preparation program, the study has
demonstrated the effectiveness of a hybrid pedagogical approach.

The findings indicate that successful IELTS instruction requires more than the
development of communicative competence. It must also address the strategic and cognitive
demands of standardized testing. The integration of communicative activities, task-based
learning, and assessment-oriented strategies provides a comprehensive framework that
supports both language development and exam performance.

Quantitative results revealed statistically significant improvements across all language
skills, while qualitative findings highlighted increased learner engagement, strategic
awareness, and metacognitive development. These outcomes suggest that the proposed
methodological framework is both effective and adaptable to real classroom contexts.

From a broader perspective, the study contributes to the ongoing discourse on aligning
language teaching with assessment practices. It highlights the importance of bridging the gap
between theory and practice and demonstrates how established pedagogical principles can be
applied to meet the specific demands of high-stakes testing.

Future research should build on these findings by exploring the long-term impact of
integrated instructional approaches and examining their applicability in different educational
contexts. Additionally, further investigation into the role of technology and digital tools in
IELTS preparation may provide new opportunities for enhancing learning outcomes.

In conclusion, the study underscores the importance of adopting a multidimensional
approach to IELTS instruction. By combining linguistic, cognitive, and strategic elements,
educators can better prepare learners to succeed in both the exam and their broader academic
and professional endeavors.
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Abstract

Reading comprehension in higher education is still largely viewed through a limited lens
emphasizing merely decoding and recall of content, while often overlooking the role of the
metacognitive and reflective processes necessary for deep understanding. This study presents and
examines an integrated approach, the metacognitive funnel and strategic annotation, aimed at
developing more active and critical reading practices among undergraduates. Guided by socio-
constructivist and metacognitive theory, the study investigates how a structured recursive sequence of
predicting, monitoring, clarifying and reflecting combined with annotation strategies alters or enhances
students' comprehension and cognitive engagement with academic texts. A qualitative case study was
carried out with bachelor’s students at the European University of Armenia employing think-aloud
protocols along with guided reading sessions and reflective interviews. The findings demonstrate how
the metacognitive funnel allowed students to engage with texts purposefully, recognize conceptual
deficiency and perform a far deeper analysis of those texts. Annotations were not conceived as mere
supports but proved to be meaning-making processes alongside metacognitive awareness. Moreover,
the study focuses on strategic reading obstacles and suggests the teaching approaches for embedding
metacognition in the university curriculum. The research offers both a theoretical and practical
approach by highlighting a transferable model for enhancing learner autonomy, academic literacy and
reflective practice. Such an approach calls for a shift in paradigm from comprehension-as-recall to
comprehension-as-construction in order to emphasize the fact that readers should be trained not just to
comprehend texts, but to interrogate them actively.

Keywords: reading comprehension; metacognition; annotation strategy; higher education;
cognitive engagement; academic literacy; metacognitive funnel.

Introduction

Reading comprehension is often conceptualized as a competency developed in primary
education and then assumed to be relatively stable or transferable from one discipline to
another. However, this has been challenged by investigations that have shown even university
students frequently face difficulties when it comes to understanding, interpreting and
critically engaging with academic texts (Afflerbach et al., 2008; Alexander et al., 2012).
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Within the scope of higher education, where reading serves as the basis of learning and
intellectual progress, the restriction of reading to decoding or simple information extraction is
insufficient. At the tertiary level, reading goes beyond fluency, it requires sustained
metacognitive involvement and an advanced form of cognitive engagement alongside the
management of intricate and at times unclear material (Pressley & Afflerbach, 2012; Flavell,
1979; McNamara, 2007).

The gap between reading fluency and the ability to engage critically with texts raises
pedagogical concern. Multiple studies demonstrate that students maintain a passive reading
approach, which prevents them from identifying authorial purpose and detecting basic
assumptions and making text connections between different works (Snow & Uccelli, 2009;
Nokes et al., 2007). While Bottom-up models of reading emphasize word and sentence-level
decoding (Gough & Tunmer, 1986), contemporary cognitive and education theorists tend to
suggest an interactive top-down model in which meaning is construed through prior
knowledge, inference from context, and reflective reasoning (Goodman, 1967; Vygotsky,
1978; Paris & Winograd, 1990).

The objective of the study is to reconceptuliaze reading comprehension as an evolving,
metacognitive process, rather than a stagnant skill. It examines the effectiveness of two
approaches, a metacognitive funnel and an annotation strategy, as they can complement each
other to improve reading comprehension among undergraduate students.

The metacognitive funnel is a structured mental model that helps learners through stages
of prediction, monitoring, clarification, evaluation and reflection while reading. This model
was derived from metacognitive theory (Flavell, 1979; Schraw & Dennison, 1994) and aims
to scaffold learners practicing their thinking and decision-making processes on difficult texts.
Annotation has long been known to promote engagement and memory (Wolfe & Neuwirth, 2
001), but its function in triggering metacognitive processes has not been thoroughly investigat
ed. It serves as a link between visible cognitive and internal comprehension by externalizing
thought processes through visual markers, questions and comments (Marshall, 1997; Rouet &
Britt, 2011). Despite growing interest in metacognitive instruction and annotation tools in
digital environment, few empirical studies have systematically combined these two strategies
in face-to-face or blended academic contexts (Aghaie & Zhang, 2012; Mokhtari & Reichard,
2018; Koli¢-Vehovec, & Bajsanski, 2006). Additionally, there is a research gap in higher
education because the majority of studies are conducted in primary or secondary education
settings. This study fills these gaps by providing an applied framework that combines
annotation and metacognitive scaffolding as mutually supporting techniques to improve deep
comprehension. It is guided by the following research questions:

1. What impact does the application of the metacognitive funnel bring about in a

university student's comprehension and engagement with academic texts?

2. How do annotation processes assist and enhance the metacognitive processes

activated by the act of reading?

3. What are the challenges and benefits involved with the employment of these strategies

as seen from the learners' point of view?

Literature Review

Traditionally, reading comprehension has been one of the core skills, and it is developed
mostly throughout the initial school years, which has been traditionally viewed as the
capability to decode the text and remember the facts (Afflerbach et al., 2008; Alexander et al.,
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2012). Nevertheless, this traditional perspective simplifies the issue of reading as a cognitive
and metacognitive process particularly in higher education whereby texts are more
multifaceted and need more involvement than mere fluency or decoding. Within the current
understanding of research in education, however, the need to comprehend in tertiary contexts
has indicated the importance of active, systematic, and reflective reading, reading as an active
engagement between the text and the reader instead of passive information retrieval (Pressley
& Afflerbach, 2012; McNamara, 2007).

Theoretical Foundations: Metacognition and Constructivism

Metacognition is a term that implies thinking about thinking and it involves being aware
of and controlling one’s cognitive processes in the process of learning (Flavell, 1979). It is
self-monitored as well as controlled and reflected which are essential in higher-order
comprehension (Schraw & Dennison, 1994). The initial theory of metacognition developed
by Flavell has differentiated between metacognitive knowledge and metacognitive regulation
that make a significant contribution to academic success. In reading, this flows into the skills
of the readers to anticipate content, keep track of the knowledge, clear up the
misunderstanding, assess the meaning, and cogitate over their comprehension achievements
(Schraw, 1998). The metacognitive funnel strategy of this study is based on these
assumptions and it seeks to support the stages that readers go through in their minds. It
correlates with the socio-constructivist approach to learning proposed by Vygotsky (1978) in
which knowledge construction is negotiated socially. With socio-constructivism, the
importance of reflection and social interaction in the learning process becomes clear, which
offers a theoretical basis when applying the strategies that promote students in the
externalization and socialization of their thinking process. This cyclic process of knowledge
building and self-regulation is reflected in the recursive nature of the funnel which predicts,
monitors, clarifies, evaluates, and reflects (Paris & Winograd, 1990).

Reading Models: From Bottom-Up to Interactive Frameworks

Traditionally, the concept of reading was perceived in terms of bottom-up approaches
where the emphasis was made towards word and sentence decoding as the route to
comprehension (Gough & Tunmer, 1986). Nevertheless, the models have been criticized as
having little explanatory capacity as far as understanding challenges by readers with complex
academic texts is concerned. Newer cognitive and pedagogical ideas suggest a model of
interaction in a top-down manner, in which understanding is a result of the interaction of
prior knowledge, inferencing, and contextual reasoning (Goodman, 1967; Rumelhart, 1977).
This interactive methodology focuses on the active participation of the readers in the
meaning-making process and underlines the orientation of the study towards the means of
metacognitive strategies and annotations being the mediating factors in the process of
cognitive engagement with the texts. This view is supported by studies conducted by Snow
and Uccelli (2009) and Nokes et al. (2007), who assert that passive reading habits, which
include lack of questioning, minimal connection making and surface-level recall, are
practiced by a large number of students. This gap indicates a requirement of pedagogical
interventions that facilitate a greater level of cognitive/metacognitive engagement in
academic reading activities.

Role of Annotations in Reading Comprehension
The idea of using annotation as one of the reading strategies has been known to
encourage engagement, memory retention and critical interaction with texts (Wolfe &

90



Neuwirth, 2001). Annotating entails writing notes, highlights, questions, and symbols on
texts to make the processes of thought visible and keep the attention active (Marshall, 1997).
Though it is a common practice, the connection between annotation and metacognitive
processes has not been studied much, particularly in the context of higher education. The
annotations are used as a transition point between observable thinking and inner
understanding. They promote metacognitive awareness, as they encourage the readers to stop
and think, and explain what they have understood or cannot understand, and this is also in
line with the findings of Rouet and Britt (2011) which state that annotation is a form of
externalizing metacognition. This externalization helps in the process of monitoring and
regulation in the process of reading which are important elements in effective metacognition.
Besides, digital annotation tools are currently increasing in popularity, yet there is little
empirical study of annotation with metacognitive theory in face-to-face or blended university
settings (Aghaie & Zhang, 2012; Mokhtari et al., 2018; Koli¢-Vehovec & Bajsanski, 2006).
This gap highlights the significance of the present studies such as the one that examines the
interaction of these strategies to facilitate understanding in real academic contexts.

Metacognitive Strategy Instruction in Higher Education

Despite the large body of research on metacognitive strategy instruction in the primary
and secondary education settings, limited research has been conducted on the instruction of
university students. Academic reading in higher education is faced with such challenges as
dealing with discipline-specific lexicon, complicated argumentation, and text criticism: these
factors require strategies that would foster self-regulated education (Zimmerman, 2002). The
application of teaching strategies that incorporate metacognition in teaching academic
literacy has shown potential to increase the levels of learner autonomy and development of
critical thinking skills (Schraw, 1998; Pintrich, 2002). Structured metacognitive scaffolds like
the funnel model provide a viable approach with which students can be enabled to achieve
self-awareness and be in control of their reading processes. Such a strategy is advantageous
because studies show that explicit metacognitive training can enhance understanding,
motivation, and cognitive load (Baker & Brown, 1980; Garner, 1987). Nevertheless, research
also highlights the significance of integrating metacognitive activities with contextual reading
activities and social communication to be at their fullest effectiveness (Palincsar & Brown,
1984).

Challenges in Academic Reading and Strateqy Adoption

Studies have established various challenges encountered by students in integrating
metacognitive and annotation skills. They involve the deficiency of previous knowledge, low
motivation, inadequate training, and inability to transfer discipline skills (Afflerbach et al.,
2008). Also, annotation can be considered as machismo or a shallow exercise among
students, which restricts its ability to achieve profound understanding (Wolfe & Neuwirth,
2001). It is, therefore, essential that teaching interventions should be crafted to not only
impart the mechanics of these strategies, but also develop a conceptual appreciation of the
role of these strategies in comprehension. Formative feedback, peer discussions and reflective
activities are essential parts in this development (Zimmerman & Schunk, 2011).

Methods

Research Design
The study employed a qualitative case study approach that is applicable for examining
complex cognitive and teaching dynamics in real-world settings (Merriam, 2009; Yin, 2014).
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It aimed to examine how undergraduate students utilized the metacognitive funnel and
annotation strategies in the context of academic reading tasks. The case study approach
provided nuanced, contextualized insights into students' evolving comprehension strategies,
self-regulation practices and reflective processes.

Participants

Participants were 26 undergraduate students (aged 19-22) attending a B2 level academic
course of English at the European University of Armenia. The course was included in the
mandatory language curriculum in the faculty of Linguistics and Communication, and the
participants had already completed at least one course in academic writing and reading.

Instructional Intervention

The research was conducted within a period of one semester (16 weeks). Training was
incorporated into the current curriculum and focused on academic reading, critical thinking
and text analysis.

Students were introduced to two complementary strategies:

1.Metacognitive Funnel: As illustrated in Figure 1, a five-stage cognitive scaffold is
designed to support reading through a sequence of prompts: predict (pre-reading
hypotheses), monitor (ongoing self-questioning), clarify (resolving confusion), evaluate
(assessing text credibility or coherence), reflect (post-reading synthesis). Each session began
with metacognitive modeling by the instructor and moved to guided student application.

2.Annotation Strategy: Students were instructed to annotate texts using color-coded
symbols and margin notes. They highlighted main ideas, asked questions, connected ideas,
and marked unfamiliar vocabulary. Digital and paper-based annotation were both permitted.

Students received formative feedback on their annotations and completed reading logs
after each task. They also engaged in small-group discussion and peer review to externalize
and verbalize their thought processes.

Metacognitive Funnel:
Five-Stage Reading Scaffold

= What do I already know?

1. Predict = What do | expect to learn?
« What might happen next?
w==TE e
A > Mo « Do | understand this?
e = Am | confused? v
\ = What are the key ideas?
vl %
3. Cl: r?
< - or research it?
L =
—

\ 1°Eva « Is this crediblez W

- Do I agree or disagree?
\ « Is this important?.

Figure 1
The Model of a Metacognitive Funnel
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Data Collection

Data collection occurred through the following instruments:

e Annotated Texts: Samples of student-annotated academic readings were collected at
weeks 4, 8, 12 and 16.

e Think-Aloud Protocols: A sub-group of 8 students participated in audio-recorded
think-aloud sessions at the beginning and end of the intervention.

o Post-Reading Reflections: Weekly written reflections captured changes in strategy
use and affective responses to reading.

e Semi-Structured Interviews: Conducted with 10 students at the end of the semester
to explore perceptions of the strategies.

Triangulation of these multiple data sources enabled validation of findings and deeper

insight into individual differences in strategy uptake.

Data Analysis

Data were analyzed thematically using Braun and Clarke’s (2006) six-step approach.
First, annotated texts and reflections were coded inductively to identify recurring patterns in
metacognitive behavior. Think-aloud transcripts were segmented and analyzed for evidence
of the five funnel stages. Interview transcripts were subjected to deductive coding based on
the research questions. Data were then cross-analyzed to identify convergence and divergence
across sources.

Ethical Considerations

This study was approved by the Research Ethics Committee of the European University
of Armenia (Protocol N 12, 2025). All participants provided written informed consent prior to
participation. They were fully informed about the purpose, procedures, potential risks and
benefits of the study and were assured that their participation was voluntary and that they
could withdraw at any time without penalty. All data were anonymized to ensure participant
confidentiality in accordance with ethical research standards.

Results

The findings are presented in relation to the three research questions and reveal clear
qualitative patterns in students’ metacognitive development, annotation practices, and
perceived reading competence following the instructional intervention. Evidence from
annotated texts, think-aloud protocols, reflective journals, interviews, and supporting
quantitative indicators demonstrates a consistent shift from passive to strategic reading
behavior.

Influence of the Metacognitive Funnel on Comprehension and Engagement

Implementation of the metacognitive funnel substantially improved students’ ability to
approach academic texts with a defined cognitive purpose. Early think-aloud recordings
(Weeks 1-2) showed that most participants read linearly without previewing or setting
expectations, with verbalizations that were largely descriptive and reactive. By contrast, later
recordings (Weeks 9-16) revealed marked strategic behavior, with students increasingly
initiating reading with predictive statements and ongoing monitoring comments. Typical
utterances included:

>

“I predict this section will focus on..."
“yo . . . . . . Iz
'[’'m monitoring my understanding because this argument seems inconsistent.
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These patterns indicate growing metacognitive regulation during reading. Reflective
journals further confirmed increased awareness of comprehension breakdowns and self-repair
strategies. One participant noted:

“Before, I just kept reading even if I didn’t understand. Now I stop and try to
connect it to what I already know or reread the difficult part.” (Participant 5, Week
8 reflection)

As shown in Table 1, analysis of metacognitive stage frequency supports this qualitative
shift. Prediction (36%) and monitoring (24%) were the most frequently observed behaviors,
suggesting that students internalized the early and mid-stage components of the funnel most
readily. Clarification (16%), connection (14%), and reflection (10%) appeared less
frequently, indicating that higher-order post-reading processes were still developing. Overall,
the data demonstrate that the metacognitive funnel functioned as an effective scaffold for
transforming students’ reading from largely passive processing to purposeful, self-regulated
engagement.

Table 1
Frequency and Percentage of Metacognitive Funnel Stages Used by Students

Metacognitive Stage Frequency (n) Percentage (%)
Prediction 18 36
Monitoring 12 24
Clarification 8 16
Connection 7 14
Reflection 5 10
Total 50 100

Annotation as a Metacognitive Support Tool

Annotation practices evolved substantially over the course of the intervention, both in
frequency and in cognitive depth.

Early Phase

Initial annotations were predominantly lexical and surface-level, consisting mainly of:

o Highlighting unfamiliar vocabulary

o Underlining isolated sentences

e Brief synonym notes

These behaviors reflected limited strategic engagement.

Developmental Phase

By mid-semester (Week 8), annotations became increasingly analytical. Students began
marking:

e Rhetorical moves

e Author stance

e Logical connectors

o Implicit assumptions
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Representative margin comments included:

“This argument lacks evidence, only opinion.”
“Connects to what we read about in Foucault’s theory of power.’
“Biased source? Check author credentials.”

>

This progression indicates movement from text-level processing to discourse-level and
critical engagement, a key marker of academic literacy development. Student interviews
confirmed the metacognitive function of annotation. As one participant explained:

“When I write a note, I'm not just remembering, I'm explaining it to myself.”
(Participant 9, Interview)

As shown in Table 2, the quantitative distribution of annotation types further supports
this pattern. Questions (25.5%) and summaries (24.2%) constituted the largest categories,
demonstrating active meaning construction rather than passive marking. Personal connections
(19.3%) and clarifications (17.4%) also appeared frequently, while vocabulary notes (13.6%)
became proportionally less dominant over time. Classroom observations indicated that
annotation also facilitated peer discussion, as students regularly referenced specific marked
passages to justify interpretations or request clarification.

Table 2
Frequency and Type of Student Annotations During Reading

Annotation Type Frequency % of Total Annotations
Questions 41 25.5
Clarifications 28 174
Summaries 39 24.2
Personal Connections 31 19.3
Vocabulary Notes 22 13.6
Total 161 100.0

Perceived Challenges and Benefits

Reported Challenges

Despite the overall positive trajectory, students reported several initial difficulties when
adopting the combined strategies. The most common challenges were:

o Perceived cognitive overload during early weeks

e Time demands of dual processing (reading + annotating)

e Uncertainty about what to annotate

One student reflected:

“At first it felt like too much, so many steps. But later, it became automatic.”
(Participant 2, Interview)

A small subset of students initially engaged in mechanical over-highlighting, marking
large text portions without commentary. However, instructor modeling and peer comparison
gradually improved annotation selectivity and purposefulness.

Reported Benefits
By the end of the semester, the majority of participants reported:
o Improved comprehension of academic texts

95



o Increased confidence in handling long readings
o Stronger sense of control over reading processes
o Greater awareness of author argumentation

As one participant summarized:

“Now I don’t feel lost in long texts. I know how to find the structure and what to
look for.” (Participant 7, Interview)

As shown in Table 3, most students agreed or strongly agreed that the funnel helped
them predict content, monitor understanding, clarify difficult words, relate texts to personal
experiences, and reflect on readings after class. These responses suggest that structured
metacognitive strategies can enhance active engagement and comprehension in academic
reading.

Table 3
Student Feedback on the Metacognitive Funnel Strategy (n = 25)

Strongly i Strongly

Item Agree Agree  Neutral Disagree Disagree
The funnel helped me predict 12 10 3 0 0
better
| monitored my understanding 9 11 5 0 0
while reading
Clarifying difficult words helped 14 7 4 0 0
comprehension
I relat_ed texts to personal 10 8 6 1 0
experience
| reflected on what | read after 11 10 3 1 0
class

Supporting Quantitative Indicators

Although the study was primarily qualitative, supplementary performance data provide
convergent evidence of improvement. Comparison of pre- and post-test scores, as shown in
Table 4, indicates that the experimental group demonstrated a mean gain of 12.7 points
(19.93%), whereas the control group improved by only 1.9 points (2.96%). While these
results should be interpreted cautiously given the case study design, they are consistent with
the observed qualitative trends of enhanced strategic reading.

Table 4
Pre- and Post-Test Scores in Control and Experimental Groups

Student Group Mean Pre-Test Mean Post-Test Mean %
Score Score Gain Improvement
Control Group (n=25) 64.2 66.1 1.9 2.96%
Experimental Group (n 63.7 76.4 12.7 19.93%
=25)
Discussion

One of the most salient outcomes of the intervention was the observable shift from
passive reading toward purposeful metacognitive regulation. Early think-aloud data indicated
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that students initially approached texts in a largely linear and reactive manner, which aligns
with prior research documenting surface-level reading habits among university students
(Snow & Uccelli, 2009; Nokes & Dole, 2007). Following explicit instruction, however,
students increasingly demonstrated predictive framing, ongoing monitoring, and strategic
self-correction.

This progression strongly supports Flavell’s (1979) conceptualization of metacognition
as both awareness and regulation of cognition. The metacognitive funnel appears to have
operationalized these abstract processes into actionable steps that students could internalize.
In particular, the high frequency of prediction and monitoring behaviors suggests that
structured prompting can make expert reading strategies visible and learnable.

These findings also resonate with Pressley and Afflerbach’s (2012) work showing that
skilled readers engage in continuous hypothesis testing and comprehension monitoring. The
present study extends this line of research by demonstrating that such behaviors can be
systematically cultivated within a university classroom through relatively short-term,
scaffolded intervention.

Annotation as Externalized Metacognition

A second major contribution of the study lies in clarifying the role of annotation as a
metacognitive support mechanism rather than merely a study habit. The documented
progression from lexical highlighting to analytical commentary indicates that annotation
functioned as a form of externalized thinking, consistent with Rouet and Britt’s (2011)
characterization of annotation as visible metacognition. Importantly, the findings reinforce
earlier concerns (Wolfe & Neuwirth, 2001) that unguided annotation often remains
superficial. In the early phase of the intervention, students’ marking behavior was largely
mechanical. However, once annotation was embedded within the metacognitive funnel and
supported through modeling and feedback, students began to:

e question author claims

o identify rhetorical structure

o detect bias

e build intertextual connections

This suggests that the effectiveness of annotation is instruction-dependent, a point that
has been insufficiently emphasized in prior higher education research. The study therefore
contributes to the literature by empirically demonstrating the synergistic relationship between
structured metacognitive scaffolding and strategic annotation.

Synergistic Effects of the Integrated Approach

The combined use of the metacognitive funnel and annotation appears to have produced
effects that neither strategy alone typically achieves. While previous studies have examined
metacognitive instruction (e.g., Baker & Brown, 1980; Pintrich, 2002) and annotation
practices separately, few have investigated their integration in authentic university contexts.

The current findings suggest a complementary mechanism:

= the funnel provided procedural guidance (the “how” of reading)

» annotation provided cognitive externalization (the “visible trace” of thinking)

Together, they created a recursive feedback loop that supported sustained engagement.
This may explain the notable improvement observed in comprehension scores and students’
reported sense of control over reading.
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From a socio-constructivist perspective (Vygotsky, 1978), the intervention functioned as
a form of scaffolded mediation that gradually shifted regulatory responsibility from instructor
to learner. The reduction in reported cognitive overload over time further supports the
interpretation that students were internalizing the strategic routines.

Limitations of the Study

Several limitations should be acknowledged. First, the study was conducted with a
relatively small sample from a single institutional context, which limits statistical
generalizability. Second, the intervention spanned one semester; longer longitudinal research
would be necessary to determine the durability and transferability of the observed gains.
Third, although supplementary quantitative indicators were included, the primary design was
qualitative, and causal claims should therefore be interpreted cautiously. Additionally,
instructor involvement in modeling and feedback may have influenced student engagement,
raising the possibility of implementation effects that future studies should examine across
multiple instructors.

Conclusion

This paper examined how the combination of the metacognitive funnel and systematic
annotation affects academic reading comprehension and engagement of undergraduate
students. The results indicate that explicit and scaffolded instruction in metacognitive
instruction can significantly change students’ reading habits who tend to engage in reading in
a rather passive way to reading in a strategic, self-controlled and critically active way. The
students who were subjected to the semester-long intervention showed considerable
qualitative growth in their ability to predict, monitor and critically evaluate textual meaning.
Annotation became more analytical and interpretative with more substantive commentary,
which implied more cognitive engagement, as opposed to superficial highlighting. The
combination of these changes indicates that the integrated instructional model was effective
in enhancing the emergence of metacognitive awareness and active meaning construction.

Notably, the metacognitive funnel offered students a clear procedural structure of
treating complicated academic readings, and annotation served as an observable process of
externalizing and organizing the comprehension. These strategies seem to be complementary
to each other, which gradually lessens the cognitive load at the same time as increasing the
control of the learner. The performance data also show that these strategic developments were
coupled with the quantifiable changes in the results of reading comprehension.

Theoretically, this study upholds constructivist and metacognitive theories of reading by
showing that the higher-order comprehension skills may be taught explicitly and
systematically at the tertiary level of education. Pedagogically, the results indicate the need
for instructors of higher education to shift past implicit assumptions of student reading
proficiency and explicitly teach strategies as a part of academic literacy programs.

The study is, however, constrained by its small-scale design, as it is carried out in one
institution and has a small number of participants and it had a rather small duration of
implementation period. Future studies should examine the long-term sustainability of these
results, cross-disciplinary applications and further support of the model by larger-scale quasi-
experimental or experimental studies.
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puyunud nt fwbwgnnuijut tbpgpuyjusnipniup: Zujuwunwith bypnyulut hwdwjuw-
puwih pwlwjwphwwnh nwwinnubph dwubtwlgmppudp ppuluwbugdl] B apujulut
ntyph nunlbwuppnipmmt Yhpunkiny pupdpwdwgi dinwskime dkpnnp, nignnpndws
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Abstract

This research investigates the structural and functional challenges of aligning higher education
with labor market dynamics in the Republic of Armenia. In an era of rapid socio-economic shifts, the
gap between academic outputs and the practical requirements of the modern economy has become a
critical barrier to national development. The study employs a dual approach, combining a rigorous
legislative review with a large-scale quantitative sociological survey conducted among 605 participants
across four leading state universities: Yerevan State University, the Armenian State University of
Economics, the Armenian State Pedagogical University, and the Yerevan State Medical University.
The empirical findings reveal a significant systemic mismatch; although 66% of the academic
community perceives a general correspondence between curricula and market needs, only a marginal
4% of respondents believe the current educational model provides sufficient professional readiness for
immediate employment. Furthermore, the analysis identifies a strong stakeholder demand (71%) for
institutionalizing employer participation in university governance through formal inclusion in boards
of trustees and scientific councils. The research concludes that transitioning from passive cooperation
to a structured co-management model is a strategic necessity for enhancing graduate employability and
fostering a knowledge-based economy in Armenia. By providing an evidence-based evaluation of
current cooperation formats, the study offers a roadmap for policy reforms aimed at integrating
industry expertise directly into the higher education management landscape.

Keywords: Armenia, higher education, labor market, university management, employability,
human capital

Introduction

In the contemporary knowledge-based economy, the higher education system has
transcended its traditional role of merely preserving and transmitting academic knowledge. It
has evolved into a central institutional pillar responsible for driving socio-economic
development, facilitating social mobility, and fostering national innovation capacities
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(Altbach, 2013; Marginson, 2016). This global transformation necessitates the establishment
of dynamic, reciprocal integration formats between higher education institutions (HEIs) and
the labor market, ensuring that educational outputs directly align with the complex, structural
demands of the modern economy.

The theoretical foundation for this alignment is deeply rooted in the classic Human
Capital Theory, which conceptualizes education not as a passive consumption good, but as a
strategic economic investment aimed at enhancing human resource quality, cognitive
adaptability, and overall workforce productivity (Becker, 1964; Schultz, 1961). However, the
dynamics of the 21st-century labor market—characterized by rapid technological
advancements, the automation of routine tasks, and the phenomena of occupational
polarization (Acemoglu & Restrepo, 2018; Autor, 2011)—have exposed a critical challenge
globally: a structural "time lag" between the content of academic curricula and the rapidly
evolving requirements of the real economy.

This persistent discrepancy has given rise to the concept of "employability" within
academic and policy discourse. Employability emphasizes that universities must go beyond
merely conferring theoretical degrees; they must cultivate a complex, multidimensional set of
practical, cognitive, and social competencies essential for graduates to successfully enter the
workforce, adapt to unforeseen professional challenges, and sustain long-term career growth
(Holmes, 2013; Jackson, 2014; Tomlinson, 2012; Yorke, 2006).

One of the most theoretically robust and practically effective institutional frameworks
for bridging this gap between academic knowledge production and economic application is
the Triple Helix model of innovation. This prominent theory argues that a robust innovative
economy requires continuous, synergistic collaboration among universities, industry, and the
government (Etzkowitz & Leydesdorff, 2000). Within this paradigm, modern HEIls are
expected to exhibit entrepreneurial behavior (Clark, 1998) by actively and formally
incorporating private sector employers into both educational delivery and strategic
governance processes (Boden & Nedeva, 2010; Pitan, 2016).

The Historical and Socio-Economic Context of Armenia’s educational system

To fully grasp the magnitude of the university-labor market cooperation issue in the
Republic of Armenia, it is imperative to analyze the historical and socio-economic trajectory
of the country's educational system. Following the collapse of the Soviet Union in 1991,
Armenia inherited an educational infrastructure designed for a centrally planned command
economy. In the Soviet model, university admissions, curriculum design, and post-graduation
employment were strictly coordinated by the state apparatus to meet the quotas of state-
owned enterprises. The transition to a free-market economy dismantled this guaranteed
employment mechanism, leaving universities structurally isolated from the newly forming
private sector.

Armenia’s subsequent integration into the European Higher Education Area (EHEA) via
the Bologna Process in 2005 marked a significant turning point. This integration introduced
the three-tier degree system (Bachelor's, Master's, PhD), the European Credit Transfer and
Accumulation System (ECTS), and quality assurance frameworks. While these reforms
successfully harmonized the structural architecture of Armenian HEIs with European
standards, they often failed to penetrate the substantive layer of curriculum relevance and
practical employer engagement. Consequently, a phenomenon emerged where structural
compliance masked a growing divergence between the skills produced and the skills
demanded.
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Today, the problem of university-labor market cooperation in Armenia is both acute and
urgent. Although the Armenian Government’s 2021-2026 strategic program officially
prioritizes the strengthening of the "education-science-labor market" nexus as a cornerstone
for sustainable development (Government of the Republic of Armenia, 2021), official
macroeconomic data reveals a profound structural imbalance. Notably, individuals possessing
higher and postgraduate education constitute approximately 30% of the total unemployed
population in the country (Armenian Statistical Committee, 2022). This alarmingly high rate
of graduate unemployment indicates that the outputs generated by the educational system are
not being efficiently absorbed by the real sector of the economy, leading to a significant
depreciation of national human capital.

The Legislative Landscape and Institutional Autonomy

The legislative framework governing higher education in Armenia plays a dual role: it
simultaneously enables and constrains institutional behavior. Historically, the sector has been
regulated by the foundational "Law on Education" (1999) and the "Law on Higher and
Postgraduate Professional Education” (2004). These legal instruments defined the principles
of state policy, the boundaries of university autonomy, and the protection of academic
freedom.

A critical administrative challenge in the Armenian context has been the legal status of
HEIls. For many years, public universities operated as "State Non-Profit Organizations"
(SNCOs), a status that severely limited their financial independence, entrepreneurial capacity,
and flexibility in engaging with private commercial entities. Recognizing these limitations,
the government initiated a process allowing major HEIs to transition from SNCOs to
"Foundations." This shift was designed to broaden university autonomy and legally permit
the inclusion of external stakeholders on the Boards of Trustees. However, practice has
shown that the mere inclusion of external members, many of whom were traditionally
government officials or political appointees rather than active industry leaders, did not
automatically translate into effective market-oriented management.

Significantly, the present empirical study was conducted during a historically transitional
and transformative period for the Armenian higher education system—between October and
December 2025. It was precisely during this timeframe, following its adoption by the
National Assembly on September 11, 2025, that the new, fundamentally transformative law
"On Higher Education and Science" entered into force (Law on Higher Education and
Science, 2025).

This landmark legislation aims to radically reshape the educational and scientific
landscape of the country. Among its most ambitious provisions is the introduction of the
"Academic City" concept, mandating the spatial and administrative consolidation of
universities and research institutes to foster interdisciplinary synergy. Furthermore, the 2025
law comprehensively revises the principles of forming university governing boards. By
reducing the number of board members (typically to nine) and strictly prohibiting the
inclusion of individuals holding political, discretionary, or administrative state offices, the
law seeks to decisively depoliticize university governance, enhance institutional autonomy,
and theoretically open the door for genuine industry leadership.

The Research Gap and Objectives
Nevertheless, while the new 2025 legislative framework provides the formal, legal
skeleton for reform, it merely creates a window of opportunity. The practical, substantive
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mechanisms for integrating employers and labor market representatives into the operational
decision-making, quality assurance, and curriculum design processes remain largely
unexplored, unregulated, and untested.

The primary research gap in the existing literature and public policy practice lies in the
absence of an in-depth, empirical evaluation of how the primary stakeholders within the
university ecosystem—students, faculty, and administrative staff—perceive the necessity, the
optimal formats, and the potential risks of institutionalizing employer participation in
governance. This is particularly crucial against the backdrop of the newly launched legislative
reforms, as the success of top-down legal mandates depends heavily on the readiness and
acceptance of bottom-up academic communities.

This article aims to address this critical gap by empirically analyzing the issue of labor
market participation in the management processes of Armenian HEIs. Based on a large-scale
sociological survey conducted in the final quarter of 2025, the study pursues the following
primary objectives:

= To quantitatively assess the extent to which current educational offerings correspond

to actual labor market demands from the perspective of students and faculty.

= To measure the level of stakeholder support for formally integrating employers into

university governance structures (Boards of Trustees, Scientific Councils).

= To identify the perceived benefits and, crucially, the perceived risks (such as conflicts

of interest or loss of academic autonomy) associated with the marketization of
university management.

Methodology

Research Design and Approach

To empirically investigate the complex structural dynamics between higher education
outputs and labor market requirements in Armenia, this study employed a quantitative, cross-
sectional survey design. This methodological approach was strategically selected to
systematically capture, quantify, and analyze the attitudes, subjective perceptions, and
practical experiences of a large cohort of university stakeholders at a specific, transformative
point in time (the final quarter of 2025). By utilizing a quantitative framework, the research
aimed to transition the academic and public discourse from theoretical assumptions and
anecdotal evidence regarding the "skills gap" to rigorous, evidence-based metrics, thereby
providing a highly reliable foundation for subsequent policy recommendations and
institutional reforms.

Target Population and Sampling Procedure

The target population for this study encompassed the active stakeholders integrated
within the Armenian public higher education ecosystem. Given the diversity of academic
disciplines and institutional cultures, ensuring a comprehensive and highly representative
sample was paramount. To achieve this, a stratified purposive sampling technique was
utilized. The sampling frame was deliberately constructed to include four distinct types of
public universities, ensuring that the findings reflect the realities across various sectors of the
economy rather than the idiosyncrasies of a single institution.

In total, the survey successfully engaged a robust sample of 605 participants. The
institutional distribution was carefully managed to reflect both the size and the strategic
importance of the participating HEIs:
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Figure 1

Yerevan State University (YSU): Comprising the absolute majority of the sample
with 415 participants (68.6%). As the oldest and largest comprehensive academic
institution in the country, YSU provides fundamental sciences, humanities, and social
sciences perspectives. The high representation of YSU ensures that the data captures
the core of the traditional academic establishment in Armenia.

Armenian State University of Economics (ASUE): Represented by 66 participants
(10.9%). The inclusion of ASUE is methodologically critical, as it provides insights
from stakeholders whose disciplines (finance, management, accounting) are most
directly and immediately tied to the corporate sector and fluctuating market
conditions.

Armenian State Pedagogical University (ASPU): Including 63 participants (10.4%).
ASPU represents a unique demographic: those who will become the future educators
and curriculum developers for the nation's primary and secondary school systems.
Their perception of market relevance has a cascading effect on the entire educational
pipeline.

Yerevan State Medical University (YSMU): Comprising 61 participants (10.1%).
YSMU represents a highly specialized, strictly regulated professional field where
practical, clinical application is a matter of public health. Comparing the perspectives
of medical students against general humanities students provides valuable insights
into how different disciplines handle practical training.

HYSU WASUE mASPU mYSMU

Distribution of Survey Participants by Higher Education Institution

Demographic and Professional Profiling

Beyond institutional affiliation, the sample was subjected to detailed demographic and
professional segmentation. The gender breakdown indicated a predominantly female
participation rate (77% female, 23% male), which broadly aligns with the overall
demographic trends in Armenian higher education enrollment, particularly in humanities,
pedagogy, and medical fields.
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Crucially for addressing the specific objectives of this study regarding university
governance, the sample was segmented by participants' level of involvement in university
administrative processes. While the wvast majority (85.8%) were standard students,
researchers, or junior faculty without administrative authority, a highly significant 14.2%
held formal, decision-making positions within university management bodies (e.g., student
councils, Faculty Councils, Scientific Councils, or Boards of Trustees). This allowed for
cross-tabulation to determine if administrative insiders view the problem differently than the
general student body.

Furthermore, regarding professional engagement, 61% of the respondents were
exclusively dedicated to their academic studies. However, 39% were simultaneously
integrated into the workforce. This subset of working students provided the most critical data,
as they represent the active intersection between current university curricula and daily labor
market realities.

m Exclusively Studying s Employed

Figure 2
Employment Status Among Respondents

Data Collection Instrument and Ethical Considerations
The primary data collection instrument was a highly structured, self-administered
questionnaire developed specifically for this research. To ensure high construct validity and
reliability, the instrument underwent a preliminary expert review process. The questionnaire
comprised three distinct analytical sections:
= Demographic and Academic Profiling: Collecting data on university, faculty, year of
study, gender, and current employment status.
= Evaluation of Educational Relevance and Practical Sufficiency: Utilizing 5-point
Likert scales (ranging from "Fully Corresponds" to "Does Not Correspond At All") to
measure subjective satisfaction with curriculum quality and preparedness for the
workforce.
= Attitudes Toward Governance and Employer Participation: Assessing the level of
agreement with proposed structural reforms, including the mandatory inclusion of
employers in specific administrative bodies, and evaluating potential risks through
multiple-choice selections.
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The survey was administered electronically via secure academic networks to ensure
broad geographical accessibility across different campuses and to guarantee participant
anonymity. Ethical considerations were strictly observed throughout the entirety of the
research process. Prior to accessing the questionnaire, all participants were provided with
comprehensive informed consent protocols. These protocols detailed the purely academic
purpose of the study, the voluntary nature of participation, and explicitly stated that no
personally identifiable information (such as names, ID numbers, or specific IP addresses)
would be collected or stored. This guarantee of anonymity was vital for encouraging candid,
truthful responses, particularly regarding potentially sensitive administrative evaluations and
criticisms of institutional quality. Data aggregation and statistical analysis were subsequently
performed using standard statistical software to ensure precision in generating frequencies
and cross-tabulations.

Results

The empirical data extracted from the 605 respondents reveals a highly complex,
multidimensional, and often contradictory landscape regarding the efficacy of university-
labor market cooperation in Armenia. To provide a systematic analysis, the findings are
categorized into four primary analytical domains: assessment of relevance, attitudes toward
governance, the reality of current engagement, and the perception of institutional risks.

Assessment of Educational Relevance and Practical Sufficiency

A foundational metric of this study was the perceived alignment between academic
curricula and the real-world, dynamic demands of the labor market. The aggregate data
indicates a general sense of superficial, or theoretical, alignment: a notable 66% of the total
respondents expressed that their university education "mostly corresponds" to current market
needs. However, this seemingly positive overarching sentiment masks a profound underlying
structural deficit when the evaluation shifts from "general relevance” to “practical
sufficiency."”

When respondents were asked to evaluate the absolute sufficiency of their education for
immediate professional deployment without the need for extensive retraining, a dramatic
statistical drop occurred. Only a marginal 4% of participants stated that their academic
training is "completely sufficient" to begin working independently in their respective fields.
The vast majority within this cohort (67%) noted that their education is "mostly sufficient but
not entirely," strongly implying a systemic reliance on post-graduate, on-the-job training
provided by the employers rather than the university.

Alarmingly, a highly significant 29% of the surveyed cohort evaluated their university
education as explicitly insufficient for practical career demands. Furthermore, when
analyzing the negative spectrum of the general alignment question, 22% of respondents
overtly stated that their current curricula "mostly does not correspond"” to modern economic
realities. This highlights a clear bifurcation: universities are successfully transmitting
foundational, theoretical knowledge (yielding the 66% "mostly corresponds™ metric), but are
failing to cultivate the applied competencies and hard skills required on day one of
employment (resulting in the 4% "completely sufficient™ metric).
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Figure 3
Stakeholder Perceptions: General Curricular Relevance vs. Practical Employment Readiness

Attitudes Toward Institutionalizing Employer Participation

Given the identified gap in practical sufficiency, the survey sought to measure
stakeholder readiness for a paradigm shift in university governance. Traditionally, Armenian
university governance has been highly insular, dominated by internal academic staff and,
historically, state political appointees.

The empirical results demonstrate an overwhelming, grassroots consensus in favor of
aggressively integrating the private sector into the core of academic administration.
Specifically, 71% of all respondents advocated for the mandatory, formalized inclusion of
industry employers in strategic university management bodies, such as the Boards of Trustees
and Scientific Councils. This suggests that the academic community—comprising both
students and faculty—recognizes its own structural limitations in tracking market trends and
seeks external, market-oriented leadership.

The demand for participatory co-management becomes even more pronounced at the
operational, pedagogical level. When asked about curriculum design, 76% of participants
agreed that universities must actively and formally engage employers in the direct
development, continuous review, and modification of educational programs and syllabi. This
shifts the role of the employer from a passive "consumer" of the university's final product (the
graduate) to an active "co-producer” of human capital.

= Strategic
Management
(Boards/Councils)

= Curriculum &
Pedagogical
Design

Figure 4
Stakeholder Demand for Employer Integration in University Governance and Curriculum Design
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Evaluation of Current Labor Market Engagement and Sectoral Mismatch

Despite the high demand for deep institutional integration (71-76%), the current reality
of cooperation is perceived by the stakeholders as highly inadequate and largely nominal.
When asked to characterize the contemporary level of labor market involvement in university
processes, nearly half of the respondents (46%) described it as "not very active." An
additional 34% categorized the relationship as entirely "passive," likely referring to outdated
models of mandatory, short-term student internships that lack rigorous oversight or
meaningful professional mentorship.

This systemic institutional disconnect is further empirically evidenced by the actual
employment patterns of the student body. As noted in the methodology, 39% of the surveyed
respondents are currently employed. However, a substantial 38% of these working
individuals are employed in economic sectors completely unrelated to their academic
specialization. This high rate of horizontal mismatch is a critical indicator of systemic
inefficiency. It demonstrates that students are frequently forced to seek employment outside
their field of study either because the market lacks demand for their specific university-
acquired skills, or because their university-acquired skills are not practically developed
enough to compete for relevant professional positions.

Identification of Institutional Risks and Vulnerabilities

While the respondents overwhelmingly support the integration of the labor market into
university governance, they are not naive to the potential institutional hazards of such a
transition. The survey deliberately measured the perceived risks associated with
marketization.

The most prominent concern, cited by 48.8% of participants, was the potential for a
"conflict of interest" between foundational academic goals and the short-term, profit-driven
motives of corporate employers. Additionally, 39.8% expressed deep concern that excessive
employer involvement might lead to the limitation of academic autonomy and academic
freedom. A further 31.9% suggested that employers integrated into governing boards might
exhibit bias or favoritism in administrative decision-making processes. These data points are
crucial, as they indicate that stakeholders desire a balanced co-management model—one that
enhances practical relevance without subordinating the university entirely to corporate
dictates.

= Percentage of Respondents
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Figure 5
Perceived Institutional Risks Associated with the Marketization of University Management
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Discussion

The empirical findings of this study provide a deeply nuanced, evidence-based
understanding of the structural friction currently defining the relationship between the
Armenian higher education system and the national labor market. The data solidly
corroborates the presence of a severe "time lag,” a foundational concept frequently
highlighted in contemporary labor economics where rapid, technology-driven shifts in the
industry consistently outpace institutional curriculum updates (Autor, 2011).

The Paradox of Perception vs. Practical Employability

One of the most theoretically significant findings of this research is the juxtaposition of
general academic satisfaction against profound practical insufficiency. The dramatic
statistical drop from the 66% who perceive general educational alignment to the mere 4%
who feel "completely sufficient" for immediate employment underscores a critical qualitative
deficit in the Armenian educational model.

This paradox empirically validates the theoretical distinction between traditional
academic achievement (possessing a degree) and functional “employability” (possessing
market-ready competencies), as extensively debated in the literature (Holmes, 2013;
Tomlinson, 2012; Yorke, 2006). The data suggests that Armenian HEIs remain entrenched in
a knowledge-transmission paradigm rather than an applied-skills paradigm. This pedagogical
deficiency inevitably contributes to the high horizontal mismatch observed in the study (the
38% out-of-field employment rate among working students). From the perspective of Human
Capital Theory, this horizontal mismatch represents a profound misallocation of resources; it
indicates a low return on educational investment for both the state, which subsidizes the
education, and the individual, who expends time and resources acquiring a degree that does
not translate into specialized employment (Becker, 1964; Schultz, 1961).

Grassroots Demand for the Triple Helix and the Entrepreneurial University

The overwhelming support (71% to 76%) for the structural integration of employers into
both strategic governance and operational curriculum design indicates a mature, grassroots
readiness for profound institutional reform. The university community inherently recognizes
that academic isolationism is increasingly untenable in a globalized economy.

This robust stakeholder demand aligns perfectly with the Triple Helix model of
innovation (Etzkowitz & Leydesdorff, 2000), which advocates for the complete dissolution of
rigid bureaucratic boundaries between academia, industry, and the state. The respondents are,
in essence, demanding that their institutions evolve into "entrepreneurial universities" (Clark,
1998; Pitan, 2016). In such an ecosystem, external stakeholders are no longer relegated to the
periphery—such as being occasionally invited to career fairs—but are embedded directly into
the institutional DNA, actively co-producing human capital and sharing the responsibility for
graduate outcomes.

Capitalizing on the 2025 Legislative Reforms: Opportunities and Safeguards

The timing of these empirical findings is exceptionally strategic, given the enactment of
the new fundamental Law "On Higher Education and Science" in the final quarter of 2025
(Law on Higher Education and Science, 2025). The legislation provides the long-awaited
statutory mechanisms to radically restructure university boards, fundamentally reduce their
size (thereby increasing the weight of individual votes), and strictly depoliticize governance
by banning state officials from board membership.
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However, our empirical data emphasizes a critical caveat for policy-makers: simply
changing the legal composition of the boards or removing politicians creates an
administrative vacuum, but it does not guarantee quality. True reform requires filling that
vacuum with functional co-management. The law creates the legal space; it is now up to the
universities' internal charters to ensure that the seats previously held by government
bureaucrats are explicitly allocated to active, prominent representatives of the labor market
and industry associations.

Furthermore, this transition must be managed with rigorous institutional safeguards. As
explicitly feared by 48.8% and 39.8% of our respondents, and as noted in the broader critical
literature regarding university-industry collaborations (Boden & Nedeva, 2010), the
unchecked marketization of higher education poses severe threats to academic autonomy.
Universities hold a mandate to conduct fundamental, long-term research and foster critical
citizenship (Altbach, 2013; Marginson, 2016). If employer integration is poorly regulated,
there is a risk that HEIs could be reduced to mere vocational training annexes serving the
immediate, narrow needs of specific corporations. Therefore, the architecture of cooperation
must be balanced, ensuring that industry representatives have a strong voice in applied
program development, while the academic core retains ultimate authority over scientific
integrity and fundamental research directions.

Conclusion

In the highly competitive environment of the 21st century, the vitality and resilience of a
national economy are intrinsically linked to the adaptive capacity of its higher education
system. This comprehensive study demonstrates that the traditional, insular model of
university management in the Republic of Armenia has definitively exhausted its
developmental potential. The empirical evidence generated from over 600 stakeholders
reveals a deeply entrenched systemic mismatch: while universities continue to produce a high
volume of degree-holders, the labor market remains starved for immediately employable
professionals. The stark reality that only 4% of respondents feel fully prepared for the modern
workforce highlights an urgent, undeniable need for profound structural intervention.

To effectively bridge this gap, the reliance on passive cooperation formats—such as
isolated career centers, nominal memorandums of understanding, or loosely supervised
student internship agreements—is no longer sufficient. Based on the robust empirical
findings of this study, it is highly recommended that Armenian higher education institutions
decisively transition to a model of active, institutionalized co-management.

This strategic shift entails the mandatory, legally enshrined inclusion of prominent
industry representatives and sector-specific employers in the highest echelons of university
governance, specifically the Boards of Trustees and Scientific Councils. Equally important is
their mandatory integration into the specialized academic commissions responsible for
continuous curriculum development and quality assurance.

The newly enacted 2025 legislative framework provides the unprecedented legal
foundation and the administrative space necessary for this historic shift. It is now critically
incumbent upon institutional leaders, university senates, and policymakers to actualize this
potential. Only through deep, structural, and balanced integration with the labor market can
Armenian universities overcome the current horizontal mismatch, drastically reduce the high
rates of graduate unemployment, and fulfill their ultimate strategic mandate of driving
national economic innovation and fostering a truly sustainable, knowledge-based society.
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AHHOTAIMSA

JlaHHOE HCCiIeOBaHHE MOCBAIICHO CPAaBHUTEIBHOMY aHAJIU3Yy MODKHOCTHBIX OOS3aHHOCTEH U
npodeccHoHaNbHBIX 0COOCHHOCTEH YYHTENeH-IUAEepOB B 00pa30oBaTeNbHBIX CHUCTEMax ApPMEHUH H
Opannyn. B ycnoBusix MonepHH3anuu 00pa3oBaHMsl KayeCTBEHHOE IPEOOpa3OBAHUE POJIM YUUTEIS
UMeeT KJII0YeBOe 3HaueHHe JUId peanu3anuu pedopMm. B naHHOW crarbe MOAPOOHO PacCMOTPEHBI U
COIIOCTABJICHBI MOJENH YYUTEICH-THIepOB B ABYX cTpaHaxX (DpaHmus u ApMeHHS) C Pa3TUIHBIM
KYJIBTYPHBIM U ICTOPHYECKUAM OITBITOM.

MeTomoNnorHYecKy0 OCHOBY PabOTBI COCTABISICT CPaBHUTEIbHAS TEJarOTHKa C UCIIONE30BAHUEM
maHHeIX ucciegoBanus ODCP (TALIS)*, 00pa30BaTEeIHHOTO 3aKOHOJATENECTBA W HAIIMOHAIBHBIX
OTYECTOB. AHAJM3 COCpPENOTOYEH Ha MPO(PECCHOHATBFHOM CTaTryce, aKaJeMH4YecKod cBoboiae u
COIMANEHBIX TAPAHTHSX IIEIaroroB.

B pesynbrare nccienoBaHMs BBIIBICHO, 4TO BO DpaHINM JIMAEPCTBO HOCHUT aKaJeMHUYECKUN U
BHYTPEHHHUI XapakTep, OCHOBBIBASICh Ha CTPOTOW KOHKYpPCHOW CHCTEME BBICIIEH KBaIU(pHUKAMH
«Agrégation». Takue yuuTeNs-NTUAepsl MONYYaOT COKpPAIIEHHYI0 ydeOHyro Harpy3ky (15 vacos
BMecTO 18) Ju1d mpoBeAeHUs HCCIEJOBAaHUI M BBICTYNAIOT IVIABHBIMM 3alIUTHUKAMU CBETCKOCTH U
TPaXJaHCKOTO CO3HaHWA. B ApMeHnu Mojenp JIHAepCcTBa MMEET SPKO BBIPAXKECHHBIA COIHAIBHBIIN
XapakTep, ONMUPAasCh Ha CHCTEMY JOOPOBOJBHOM aTTeCTallMd M BOCHPHUATHE YUHUTENs KaK XpaHUTENs
HAIIMOHATLHO-KYJIBTYPHBIX HEHHOCTEH. [Ipu 3TOM apMSHCKHE yUUTEIS-THUACPHI MTOBEPKEHBI BBICOKO-
My PHCKY Npo(ecCHOHAIBHOTO BHITOPAHUS H3-32 HEOOXOAMMOCTH COBMEMIATh IUIOTHBIA Tpaduk
MPENoaBaHus ¢ METOIUICCKOH PabOTOH.

HccrnenoBanne 000CHOBBIBAET, 4TO 3 (HEKTHBHOE NeJarornieckoe JHISPCTBO TPeOyeT He TOIBKO
aKaJIeMUYECKOW MOJATOTOBKH, HO M MHCTUTYIIHOHAIBFHON Pa3Tpy3Kd W MCHXOJOTHYECKON IOIICPIKKH.
OpaHIly3ckas MOACIh MOXET MOCTYXXHTh IPUMEPOM il APMEHUU B BONPOCE CHIDKCHUS Y4eOHOM
HAarpy3kd, TOTZAa Kak AapMSHCKHH OIBIT IIEHHOCTHOTO JHAEPCTBA 3HAYMM U  COXPAHEHUS
obOpa3oBarenbHON UACHTUIHOCTH.

Knwouesvie cnosa: yuumens-iuoep, 00pazoeamenvbras cucmema, RPopheccuoHaibHas asmoHOMUS,
ncuxonocuyeckast N0O0EpIUCKA, nedazocuyecKkas Mooeib, CPAGHUMENbHbIU AHANU3, NPOPECCUOHATLHOE
evicopaniue.

BBenenune

" TALIS (Teaching and Learning International Survey) — Mex/yHapogHOe HCCEI0BaHHE MPEMOJABAHHSA M OOYUEHHS — 3TO
macmTabHbi poekt ODCP (Opranu3anyy SJKOHOMHYECKOTO COTPYAHHYECTBA U PA3BUTHS), OLICHUBAIOUIMN YCIIOBUS pabOTHI
yduTeneii 1 00pa3oBaTeNbHYIO cpelly B IIKonax. VccienoBanne HampaBiIieHO Ha U3y4EHHE METOIOB TIpenoiaBanus, mpodeccno-
HaJBFHOTO Pa3BUTHS U IIKOIBHOTO PYKOBOJCTBA AT YITy4IICHHS KadyeCTBa 0Opa30BaHMUsL.
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CoBpeMeHHasi MmapagurMa oOpa3oBaHUS TEPEKHUBACT ATall TIYOOKUX CTPYKTYPHBIX
TpaHc(hopMaluii, TAe KIIOYEBBIM (PAKTOPOM YCHEIIHOCTH HMHCTHTYLIHOHAIBHBIX pedopM
IPU3HAETCd KauyeCTBEHHOE M3MEHEHME JOJDKHOCTHBIX OOS3aHHOCTEH M poJn Iefarora
(UNESCO, 2021). B mobanbHOM Hay4HO-IIEIArOrHIecKOM JAUCKYPCE KOHIICTIIHS «YIUTEIsI-
munepa» (teacher leadership) paccmarpuBaercst He MPOCTO KaK aJIMUHUCTPATHBHAS TTO3HULIHUS,
a KaKk BaXHEHIINII MeXaHM3M CTHMYIHPOBAaHHs BHYTPEHHUX M3MeHeHuil B mkonax (Fullan,
2015). Ilepexom OT M30IMPOBAHHOTO MPEMOAaBAHUA K MOJCISIM COBMECTHOTO IMPpodhecCHoHa-
mu3ma (collaborative professionalism) tpeGyer or yuurenei npuHATHS Ha ceds JTHICPCKHUX
GyHKIME Ui yCTOMYMBOTO pa3BUTHsI 00pa3oBaTelbHBIX cooOmiectB (Hargreaves &
O'Connor, 2018).

OpHako ycremHas peaqu3anus JUASpPCKOro MoTEHIMaNa MeAaroroB HarpsMyr 3aBUCHT
oT 00pa3oBaTeNIbHON CpeAbl M YCTOSBLIMXCS HAIMOHAIBHBIX MOJENe mpodeccHoHaIn3Ma
(Gordiyenko, 2010). MHoro4nciIeHHBIE HCCIIEA0BAHNS IIOKA3BIBAIOT, YTO COBPEMEHHAS IITKOJIA
4acTo MOABEPraeTcs JaBICHUIO HEONUOepaIbHbIX YIPAaBICHUECKUX IMOAXOA0B (MEHEIKepua-
JM3Ma), KOTOphIe€ MOTYT BCTYHarh B MPSIMOM KOH(IMKT C TEJaroru4eckoil aBTOHOMHEH
(Maroy, 2006). B stom koHTeKCTe PO(ECCHOHANIbHAS IESITEILHOCTD YUUTENS MPEACTABIISET
cO0OH CIOXXHYIO MHTEPAaKTHUBHYIO PabOTY, IA€ JIMAECPCTBO OMHUPACTCA KaK Ha aKaJeMHUYECKUN
aBTOPHTET, Tak U Ha dTH4yeckue Hopmbl (Tardif & Lessard, 1999). 3ayactyro negaroru crai-
KHBAIOTCSI C BBICOKOW CTETNEHBIO HEOIPEJCICHHOCTH MOBCEAHEBHBIX 33jad4, YTo TpedyeT OT
HUX T[IOCTOSIHHOW aJanTalud M pPAa3BUTUS HMHHOBAlMOHHBIX JIMAEPCKUX KOMIIETCHLIUH
(Barrere, 2002).

B cpaBHUTENBHOH MepcIieKTHBE 0COOBI HaydHBIH MHTEpEC MPEACTABISIOT MO Tie-
JIAarOTHYECKOro JuaepcTBa Bo Opaniuu u Apmennu. OpaHiry3ckas o0pa3oBareibHas CUCTe-
Ma UCTOPUYECKH OMMPAETCs Ha NIyOOKHE TPAAULIUH aKaAeMUUYE€CKOTO MUTU3MA, TI€ BBICIINM
HPOSIBIICHUEM I1€IarOTMYECKOr0 MacTEPCTBa BICTyMaeTr craryc arpexe (L'agrégation) (Prost,
2013). B nganHOl mapaaurMe JTUACPCTBO YUUTENS HEPA3pBIBHO CBSA3aHO C €r0 MPEIMETHOM
IKCIIEPTU30U U POJIBIO TPAHCITOPA PECHYONMKAHCKUX LIEHHOCTEH M MPUHIMIIA CBETCKOCTH
(laicité) (Delahaye, 2020; Duru-Bellat, 2002; Meirieu, 2016). Tem He MeHee, QpaHIy3CKHE
WCCIIeIOBAaTeNI KOHCTATHUPYIOT, YTO JaKe NMPH BBICOKOM CTAaTyC€ W CHIKCHHOW Y4eOHOM
HArpy3Ke YYuTellsl CTaJKUBAIOTCS ¢ MpodeccroHalbHbIM BbhiropanueM (burnout) u comuass-
HOM W30JIAIMEd B yCIOBHsX kecTkoi Oropokparmu (Lantheaume & Helou, 2008; Mons,
2007).

B cBoto ouepenp, PecriyOnuka ApMmeHHsT HaXOAWTCS Ha 3Tale aKTUBHOTO BHEIPEHHS
HOBBIX T'OCYIapCTBEHHBIX CTaHIAPTOB OOILIEro 0Opa3oBaHUs, YTO TpeOyeT (OpPMUPOBAHUS
NPUHIMITHAIEHO HOBBIX KOMMYHHMKAaTHBHBIX MOJEJiel B memaroruueckoii cpeme (Aleksanyan,
2018, 2019). ApMsHCKas MOAETh «yYUTENsS-IUJepa» CETOAHS MPOXOAUT CTaJUI0 WHCTHUTY-
MUOHAIM3AMH Yepe3 MEXaHU3MbI JOOPOBOJBHOM aTTECTAllMU, OJHAKO COXPaHsET CHIIbHBIN
COLMOKYJIBTYPHBIH KOMIIOHEHT, TJIe TIeJaror BBICTYNAET HE TOJILKO HOBATOPOM, HO W XpaHH-
TEJIEM HAaIMOHANBHBIX IIEHHOCTEH, CBS3YIONIMM 3BEHOM MEXIY INKOJIOH W 00IIecTBOM
(Aleksanyan, 2021).

IlIpoonema uccneoosanusn

IIpoGriema rccnenoBaHus 3aKII0YAETCS B TOM, YTO HECMOTPS Ha MHOTOYHCIICHHYIO MEX-
JYHapOAHYIO JIUTEPATypy MO BOIPOCAM IEJAarornyeckoro JUAEpPCTBA, B COBPEMEHHON CpaB-
HUTEJIBHON Nearoruke HaOMIOAaeTcsl CYIIECTBEHHBIH Oe(HUUUT HCCIEIOBaHUM, COMOCTAaB-
JSIONINX MOZENTH JINAEPCTBA B CTpaHaxX C YKOPEHUBIIEWCS IEHTPAIM30BAaHHOW aKaJeMH-
yeckor Tpanunmeil (Opannns) n B 00pa3oBaTeNbHBIX CHCTEMaX MEepexXoAHoro Tuma (Apme-
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Hus). Jlo cux mop ocraeTcss HEJOCTaTOYHO H3YyYEHHBIM BONPOC O TOM, KakK pa3lU4yHbIC
CTPYKTYPHBIE MEXaHU3MBI (CTPOTHH aKaJeMHUYECKHH KOHKYpC B MPOTHBOBEC JOOPOBOJILHON
aTTecTalliy) BIMSIOT Ha PeajbHYI0 aBTOHOMUIO IEaroroB W UX YSA3BUMOCTH I€pe] Ipo-
(heccHOHATBHBIM BBHITOPAHUEM.

Hccneoosamenvckue eonpocwi
C uenbio peuieHus: JaHHOW MpoOsIeMbl, HAacToALIee CCIeOBaHUE CTABUT Mepes coOoit
CJICAYIOIIUE BOIIPOCHI:

1. KakoBwl (yHAaMeHTaIbHbIE HHCTUTYLIMOHAIBHBIE M COLMOKYJIBTYPHBIC Pa3IUuUs B
(dbopMHpOBaHHU CTaTyca «y4HTeNsi-Iuaepa» B 00pa3oBaTesbHbIX cucteMax dpanium
u ApmeHun?

2. KakuM oOpazoM ¢paHIry3cKast MOIENb aKaJeMHIEeCKOH SKCIIEPTH3Bl M ApMSHCKAas
MOZETb IIEHHOCTHO-MHHOBAIIMOHHOTO JIUIEPCTBA BIUSIOT HA YPOBEHb MpodeccHo-
HaJTHbHON aBTOHOMUH yUUTeNei?

3. Kakue anemeHTHl 00enx cucTeM (BKJIIOYAs MEXaHU3MbI TICUXOJIOTHYECKON MOAIEPK-
KM U pacrpelesieHHs Harpy3Ku) MOTYT ObITh MHTETPUPOBAHBI ISl IPEIOTBPALICHHUS
MpoeCCHOHANBHOTO BBITOPAHUS W ONTHMH3ALUN MOJIENEH MNeJaroruuecKoro Jiu-
nepcTsa?

Ienb uccneoosanus

llenpro TaHHOTO WCCIENOBAaHUS SBISETCS MOAPOOHO PACCMOTPETh M MPOBECTH CPaBHU-
TEJBHBIN aHaIU3 MPOPECCUOHATBHBIX 0COOCHHOCTEH YUUTEICH-THICPOB B 00pa30BaTEIbHOM
cucrteMe Apmenuu 1 OpaHLuH.

Hayunas nosusna uccnedosanus

B pe3synbraTe npoBeeHNsI CPAaBHUTEIBHOTO aHAM3a MPO(heCCHOHANBHBIX 0COOCHHOCTEH
yuuTeNeH-nmuaepoB B o0Opa3oBarenbHON crcteMe ApMeHHH U DpaHu ObUTH SBISBICHBI UX
CXOJIICTBA M pa3yIMyMs, MPEHUMYIIECTBA M HEOCTaTKH, a Takke ObUIO J0Ka3aHO, YTO yCTOM-
YHMBOE MEAArornuecKoe JINAEPCTBO TpedyeT Oaanca MeXay TPeMs H3MEPEHUSIMU:

1. Axapemudeckas niryOuHa ((paHITy3cKas MOIEIb arpexe);

2. VHHOBanMoOHHAs THOKOCTH W IIEHHOCTHAsI OpUEHTAIHS (apMSIHCKUH OTIBIT);

3. MHctuTynmoHampHOE BpeMs Uil COTpYIHHMYECTBAa (AeDUUMTAPHBIA (aKTOp IS

00EHX CUCTEM).

Memooonozus uccnedosanusn
HacTosmiee uccnenoBanue BHIIOJIHEHO B pyciie CPaBHUTENBHOM MeJaroruku M UCIOJb-
3yeT Ka4eCTBEHHBIH ITOJXOJ JJIS COMOCTAaBICHUS oOpa3oBaTenbHBIX Moxeneil. [IpoBenenne
WCCIIEZIOBAaHUS OIMpPAETCs Ha METOJ TEMaTHYeCKOro CpPaBHUTENBHOTO aHajiu3a, IO03BO-
JISIOIIETO BBISIBUTh TIIYOMHHBIE CXOJICTBA M PA3IMYMS B WHCTUTYIMOHAIBHBIX TOAXOAAX K
(hopMupoBaHUIO MPO(HECCHOHATIBHOIO MOJIA Ky4dUTeNs-inaepa» B ApMmeHun u DpaHiuu.
Br100op maHHBIX cTpaH 00YyCIOBIIEH KOHTPACTHOCTHIO MX 00pa3oBarenbHbIX Hapaaurm: Opan-
Usl TIpefCTaBiIsgeT co00il CHCTEMy C MHOTOBEKOBOW IIEHTPATM30BAHHON aKaJIeMHYeCKON
Tpagulueli, Torna Kak ApMEHUs HaXOAUTCS Ha 3Tale aKTUBHOM TPaH3UTHOM MOACPHHU3AIUU
Y BHEJIPEHUS CTaHIapTH3UPOBAHHOTO 00Pa30BaHUsI.
21_]'[5[ 066CHC‘IGHI/IH IMPOBEPKU MJAaHHBIX W IMOBBIMICHUA JOCTOBCPHOCTH PE3YJILTATOB B
paboTe UCIOTB30BAIACH TP OCHOBHBIE TPYIIITBI BTOPUYHBIX UCTOYHUKOB:
= Me:xkayHapoaHble 3MNMpUYecKHe AaHHble: OCHOBHBIM HCTOYHHKOM CTaTHCTH-
YECKOW M aHAJIMTHYECKOM MH(popMaluu 0 pabouei cpesie YIuTeaeH-TuaepoB HoCiy-
JKUIN aKTyallbHbIE Pe3yabTaTbl MexXayHapOAHOTO HMCCIEAOBAHMS MEAaroruyecKkoro
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kopryca (TALIS), mpoBogumoro Opranusarueii SKOHOMHYECKOTO COTPYIHHUYCCTBA U
passutus (OECD, 2023).

= HopmaTtuBHO-mpaBoBas 0a3a: JJis aHaIN3a apMSHCKOM 00pa3zoBaTeIbHON MOJIEH
ObUIH WCCIIEOBAaHBI TPABOBBIE aKThHI, peErynupyromme chepy oOpa3oBaHUS, B
gactHocTH — [loctanoBnenue [IpaButensctBa PecyOmuku Apmenust Ne 136-H ot
2021 roga «O6 yTBepKIEHHH TOCYJapCTBEHHOTO CTaHAapTa o0IIero oOpa3oBaHMUsI»
(HH Karavarut’yun, 2021).

* AHAJUTHYECKHE M COLMOJIOTHYeCKHe 0TYeThI: JJs u3ydeHus: (paniry3ckoil Mmozae-
JIM MICTIONB30BAJIMCh MPAaBUTEILCTBEHHBIE 00pa30BaTeIbHBIE OTUETHI, a TaKkKe PyHaa-
MEHTAJbHBIE  COLMOJOTHYECKHE TPYAbl, OIWCHIBAIONINE BIHSHUE  CHUCTEMBI
«Agrégation» u GrOPOKpaTHYECKOI HArpy3Kd Ha MPO(ECCHOHATBHOE CAMOUYBCTBHE
nenaroros (Delag, 2020; Lanthome and Elou, 2008).

AHanm3 coOpaHHOTO MaTephaia OCYIIECTBISUICS METOIOM KOHTEHT-aHAIHW3a JOKYMEH-
TOB U TEMaTHYECKOTO KOTUPOBAHMS. B COOTBETCTBHUY C LEIHIO UCCIIEOBAHNS, KOHIIENITYab-
Hasl paMKa CpaBHUTEIBHOTO aHajn3a ObLIa COCPEIOTOUCHA Ha TPEX KIFOUEBBIX MIOCKOCTSIX:

o IlpodeccuoHa/bHBII CTATYC U MEXaHU3MbI 0TOOPA: CONOCTABICHHUE CTPOrON aKa-
JIEMHYECKO KOHKypCHOU cructeMbl B0 DpaHnmm ¢ Habuparomei 000poT cucteMoit
TOOPOBOIILHOM aTTeCTAlli B APMEHHH.

e AkaaeMuueckasi cCB0O0OJAa M aBTOHOMHS: OIEHKa YPOBHS HE3aBHCHMOCTH Y4HWTe-
NEeH-TMAEepOB B MPUHATUH METOIMUYECKUX PEHICHUH U (OPMHUPOBAHHU TeJarormyec-
KHX TTOJXO/IOB.

e CoumaabHble TapaHTHH W padoyasi cpeia: aHalN3 MEXaHU3MOB MaTepHUaNbHOTO
CTHUMYJIMPOBAaHHUS, paclpeleiieHuss Y4eOHOH Harpy3ku M TNpeBeHUIUH Hpodeccro-
HaJBHOTO BBITOPaHUS B 00enX 00pa30BaTeIbHBIX CHCTEMAX.

Pe3y.m>TaT1>1 HCCJIeA0OBAHUA

B cooTBeTcTBUM C METOMOJOTHEN TEMaTHMYECKOrO CPaBHUTENILHOTO aHajn3a, repBas
yacTh pasznena «Pe3yapTaThl» MOCBSIIEHA JIEKOHCTPYKIMH WHCTHTYIIMOHAJIBHBIX OCHOB,
OTPECIAIONINX TeHEe3UC M JICTUTHMAIIMIO CTaTyca «yduTess-nuaepay». JlaHHbIA aHaU3 Ha-
IpaBJIeH Ha peleHne NepBOro UCCIeA0BaTeNbCKOr0 BONpOCa: BhIsIBIEHHE QyHAaMEHTaIbHBIX
WHCTUTYIIHOHATIBHBIX M COIMOKYJIBTYpPHBIX pa3n4ui, KOTopbie (GopMHUpyrOT mpodeccno-
HAJIBHYIO WICGHTUYHOCTb I1€/1arora B IByX KOHTPACTHBIX 00pa30BaTeIbHBIX cpeax.

@panuysckas o0Opa3oBarefbHass CHCTEMa NPEACTaBsieT co0oil ogHy u3 Hambosee
[EHTPAIN30BaHHBIX M WepapXH3UPOBAHHBIX Mojieneii B EBpore, rie ¢popMupoBaHue nenaro-
THYECKOM AITUTHI JKECTKO PErTaMEeHTHPOBAHO TOCYAapCTBEHHBIMH WHCTHUTyTaMH. LleHTpans-
HBIM 2JIEMEHTOM 3TOH CHUCTEMBI SIBISIETCSl YHUKAIBHBI MEXaHU3M TOCYIapCTBEHHOW CepTH-
¢bukammu — «Agrégation». B omimure ot GONBITMHCTBA CTPaH, T JHIEPCTBO B 00pa3oBaHUN
paccMarpuBaeTcsl Kak COBOKYITHOCTh YITPAaBIEHYECKUX KOMIETEHIIUN WA «PaCIpeeIeHHOE
muaepctBo» (distributed leadership), dpaniry3ckas mapagurma paccMaTpuBaeT JIMAEPCTBO KaK
MPSIMOE CIIEACTBHE UCKITFOUUTEIBHOTO aKaJeMUYECKOTO TPEBOCXOICTRA.

Vuaurens-arpexe (L'agrégé) coctapisiioT BBICIIHMI U SMUTHBIN YPOBEHb MEarOrMYECKOTO
kopnyca @panmun. JleruTuMaiusi MX cTaryca MPOUCXOAUT HE 4Yepe3 aJMHUHUCTPAaTHBHOE
Ha3HaueHHe, a MOCPEACTBOM IPOXOKJIEHUSI OJHOTO M3 CAMBIX CIOKHBIX B MUPE KOHKYPCHBIX
9K3aMEHOB, TPEOYIOIIEro IHIMKIONECINICCKUX 3HAHUN B KOHKPETHON TPEIMETHOW OOJIacTH.
C ToYKHM 3peHHs COLMOJIOTUH 00pa30BaHUs, STOT MPOIECC MOKHO MHTEPIIPETHPOBATH Yepe3
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npusmy Teopun Ilbepa Bypabe o «kynasTypHOM Bocmpom3Boactee» (Bourdieu & Passeron,
1970). Yuurens-arpexe BBICTYNAIOT WHCTHTYIIHOHAIN3UPOBAHHBIMU HOCHTEIISIMU JICTHTHM-
HOTO 3HAHMSA, aBTOPUTET KOTOPHIX B IIKOJBHOM COOOIIECTBE SBISETCS (OPMOIl CHMBOIH-
YECKOro Kalurania.

WHcTtuTynuoHansHasi moJAepKKa 3TOrO JIMAEPCKOTO cTaryca Bo OpaHIMU BhIpakeHa B
JBYX KJIFOUEBBIX ITapaMeTpax:

1. BpemeHHasi aBTOHOMMSI: 3aKOHOAATENbHO 3aKpeljIeHHas ydeOHas Harpyska ais
arpeke cocTaBisieT 15 4acoB B HeENIO, B TO BpeMs KaK CTaHJapTHas Harpyska cepTUHUIH-
poBaunoro yuuresst (certifié) — 18 yaco. DTu «BHICBOOOKICHHBIC» TP Yaca KOHIETITYaIbHO
IpEeAHa3HAYCeHbI AJIS1 HCCIIE0BATENBCKOM AEATENbHOCTH, Pa3padOTK HHHOBALIMOHHBIX METO-
JUYECKUX MaTepHasioB 1 HeOPMaIbHOTO HACTABHUYECTBA HAJl KojuleraMu. Takum o0pa3oM,
(paHIy3ckoe TOCYAapCTBO WHCTUTYLHOHATU3UPYET JHMIEPCTBO Uepe3 MNpeAOoCTaBlICHHUE
pecypca «BpeMeHH Ha peqIIeKCHIo».

2. DxoHomMuYeckasi npedepennus: CucremMa OIUIaTHl TpyAa arpeke 3HAYUTEIHHO
MIPEBOCXOIUT CPEAHME MOKA3aTeIU MO CEKTOPY, uTo, comtacHo naHHbiM ODCP, obecneunBaeT
UM BBICOKYIO CTEIEHb COLIMATBHOM 3aIIMIIEHHOCTH M MO3BOJISIET MOJHOCTHIO KOHLEHTPHPO-
BaTbCsi Ha KAueCTBEHHBIX IIOKA3aTeNIsiX aKaJEMHUYECKOH NeSTEIbHOCTH, MHHUMH3HUPYS
HEOOXOAMMOCTh BHEIITHETO COBMECTUTENHCTRA.

JlugepcTBO B 3TOM MOAENM HOCUT BEPTUKAIbHBIA W AUCUUILIMHAPHBIA XapakTep.
ABTOpUTET yuuTens-nmuaepa Bo OpaHunuy UCXOOUT U3 €TO POJIM «aKaJeMHUYECKOTO SKCIIepTa»
(Expertise académique), ubst 3a1aua — MOAJEPKAHKE CTAHIAPTOB BBICOKOM HAYKH B PaMKax
CpEeIHEN LIKOJIBI.

Ob6pazoBarenpHas cucreMa PecryOnukm ApMeHHs, B OTIIMYUE OT CTaOMIIBHOW (paH-
I[y3CKOW MOJIEJIN, HAXOAUTCSI B COCTOSIHUU PAJMKAIBbHONW CTPYKTYPHOM TpaHc(opMaluu, 4To
JUKTYET UHYIO JIOTHKY (OpMHUpOBaHMs HaepcTBa. Ecinm Bo (paHIly3cKoil MOAETH JTHIEPCTBO
«JTapOBAaHO» aKaJE€MHUYECKHM CTaTycoM, TO B APMEHUH OHO CETOAHS aKTHUBHO KOHCTpPYH-
pyercs yepe3 MeXaHU3Mbl JOOPOBOJBHOM arTecTaMi M MpOoEeCCHOHAIBHOTO pOCTa B
YCIIOBHUSIX BHEIPEHHUSI HOBBIX TOCYJAPCTBEHHBIX CTAHIAPTOB.

B apMsHCKOM KOHTEKCTE YUYHUTEIb-IHAEP PACCMATPUBAETCS HE MPOCTO KaK TPAHCIATOP
aKaJIEMUYECKOT0 3HaHUS, a KaK «areHT u3MeHeHui» (o M. @ymiany), criocoOHbIN pean3o-
BbIBaTh peopMbl Ha MUKpoypoBHe. [locranosnenue IIpasurensctBa PA Ne 136-H ot 2021
rojia 3aJOXKWJIO TPABOBYIO OCHOBY Uil (QOpMUpPOBaHUS HOBOW TI'eHEpallMW IMeJaroros, JHU-
JIEPCTBO KOTOPBIX JIETUTUMHM3HPYETCS dYepe3 KOHKPETHbIE HMHHOBALIMOHHBIE IOCTHKEHHUS:
NPOEKTHYIO JIeATEIbHOCTb, MCCIENOBATENIbCKYI0 PadOTy M aKTUBHOE y4yacTHE B METOAU-
YeCKOM OOHOBJIEHHUH HIKOJIBI.

CpaBHUTENbHBIA aHANU3 TIOKA3bIBAET, YTO AapMSHCKas MOJEIbh O3BOJIOLMOHHUPYET OT
TPaIULMOHHOTO JHepcTBa (0a3UpyIOLIErocs Ha CTaKe U OIBITE) K JUIEPCTBY, IPH KOTOPOM
JUIepaMy CTAaHOBATCS HanOoJee CIIOCOOHBIE JIIOAH, HE3aBUCHUMO OT WX COIMAIBHOTO MPOHC-
XOXKICHUs, cBsi3el win puHaHcOBOro aocTtarka. OCHOBHBIM JIpalilBEpPOM 3]I€Ch BBICTYIAET
(mHAHCOBOE CTUMYIUPOBAHUE: BHICOKUE PE3YJIBTAThl aTTECTALUN 00ECIeYHBAIOT CYILIECTBEH-
Hble Hal0aBKH K 3apaboTHOH miare. OpgHako, B ominune oT DpaHLWH, apMIHCKas CHUCTeMa
MoKa He TpeiaraeT MEXaHW3Ma «BPEMEHHOHW pa3rpy3Ku» (COKpAIECHUS YacoB). YUHTEIh-
TP B apMSIHCKOHN IIKOJIe — 3TO MEaror, KOTOpbIi OepeT Ha ceOsl OMOIHUTEIbHbBIE (QyHK-
i (MEHTOPCTBO, TPEHUHTHU, SKCIEPTH3a) CBEPX IMOJIHON yuyeOHOW Harpys3KH, 4TO CO3JaeT
crenu(prIecKyo MOAEITh KHMHTEHCHUBHOTO JIUAEPCTBAY.
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[myOuHHOE pa3nuuue MEeXAy MOACISIMU OOHAPYKUBACTCS MPH aHATN3E COLMOKYIBTYP-
HOW (DyHKIIMM y4HTeNsI-THAepa. 3MeCh BCTYMAIOT B CHIIy HAIMOHAJbHBIC MICHTUYHOCTH U
HUCTOPUYECKH CIIOKUBIIMECS LIEHHOCTHBIE OPUECHTALIMH.

Bo ¢paniry3ckoit Mogenn TuAepcTBO HEPa3pPHIBHO CBA3AHO C IMPHHIIUIIOM CBETCKOCTH»
(Laicité) u pecrnyOIMKaHCKUMH [EHHOCTSIMH. JIMAEp — 9TO «HHTEJUIEKTYaJbHBIA CTPakK»,
Ybsl MUCCHUS 3aKJIIOYAETCS B PACKPENOLICHHOCTH YYECHHKA 4Yepe3 Pa3BUTHE KPUTHYECKOTO
MBIIIUIEHAS, CBOOOTHOTO OT JIFOOBIX (POPM HICOIOTUIECKOTO WIIH PETUTHO3HOTO JIABICHHUSL.
Kak momuepkupaer ®@uunm Melpse, TUAEPCTBO (PPaHILy3CKOTO YUUTENS MPOSBISICTCS B
CO3/IaHUU TIPOCTPAHCTBA «HEUTpAJMTETa 3HAHWII», TNI¢ ABTOPUTET pa3yMa BHIIIE JIFOOOTO
BHEILIHErO aBTOPUTETA.

B Apmenun sxe KOHLEMIHUS YUUTES-THACPa COXpPaHSIET MOIIHBIN aKICHT Ha «IPOCBE-
TUTEJIBCKYI0O MHUCCHIO» U «COXPAaHEHUE HAIIMOHAIbHOM WMIACHTHUYHOCTH». YUHUTENb-IUJEP B
ApMSIHCKOM JUCKYpCE€ — 3TO HE TOJIBKO METONUCT, HO M XpaHUTENb KyIbTYpPHOIO Koja,
CBSI3yIOIIIEE 3BEHO MEXIy HACIIEANEM W COBPEMEHHOCTRIO. A. AJIEKCaHSIH MOAYEPKUBAET, YTO
B YCJIOBUSIX TIIOOAIM3AIMK JIUACPCTBO apMSIHCKOTO Tearora mpuoopeTaeT Xxapakrep «Colua-
JHHOTO CITY’)KEHHUS», HANpPaBICHHOTO Ha (OPMHUPOBaHUE IIEHHOCTHBIX OPHEHTHPOB OYIYIIIX
MTOKOJICHUH B KOHTEKCTE HAIIMOHAIBHBIX MPHOPUTETOB. Takmm oOpa3oM, ecnu (hpaHIy3cKui
JUJEep OPUEHTUPOBAH HA FPAXXJAHCKUM YHMBEPCAJIU3M, TO ApMAHCKUN — HAa HAMOHAJIbHO-
LIEHHOCTHYI0 YCTOWYHUBOCTb.

Jus Oonee AeTambHOW BH3yalIM3alldW BEISBICHHBIX PAa3HYMil M WX B3aUMOCBA3h C
HCCIIE0BATENBLCKUMU BOIIPOCAMH, PE3YJIbTaThl IEPBOM YaCTH UCCIIEIOBAHUS MPEACTABICHBI B
Tabmune 1.

Taodauna 1
CpasHumenvhblll aHAIU3 UHCHMUMYYUOHATLHBIX U COYUOKYILIMYPHBIX OCHOBAHUL Neda20euieckozo
audepcmea 8 obpasosamenvhuix cucmemax Opanyuu u Apmeruu

Moneas @paHuun Mopeab Apmenuu
Kputepus anaauza . .

(MHcTuTynMOHAIBbHBIH 3JuTH3M)  (MHHOBauMOHHBIN nepexon)
OCHOBHOI MeXaHU3M TocynapcTBeHHBI KOHKYpC JloOpoBoOIbHAS aTTecTanus 1
oréopa «Agrégation» MIPOEKTHAS aKTHBHOCTH

I'mybOoxast mpeamMeTHast SKCIepTru3a Metoanueckas THOKOCTh U
DyHIaMEHT JuIepcTBa - P

(Expertise académique) aIalTHBHOCTD K pehopMam
HNHcTuTynMOHAIBHASA CHumxenue yaeOHo# Harpy3ku (15 IIpsimoe punancoBOE
NMOJJIePKKa 9acoB BMecTO 18) CTHUMYJIHpOBaHUE (Ha10aBKH)

3anIUTHUK CBETCKOCTHU H IIpocBeTuTens U XpaHUTENTh
CoumoxyasTypHast poJib pecIyOIMKaHCKOTO YHUBEpCAIU3Ma  HAIlMOHANBbHO-KYJIBTYPHBIX

LIEHHOCTEMN

Hcrounnk CrarycHasi IpUHAUIEXHOCTb K IIpu3HaHHBIE HTHHOBAIUOHHBIE
npogecCHOHAIBLHOM aKaJeMUYECKON dIIUTe JIOCTUKEHUS] U METOuYecKast
aBTOHOMMH cBobona

Pesynbrarer neMoHCTpHpPYIOT, 4To DpaHIys 1 ApMEHHS peann3yioT ABa (PyHAaMEHTaIb-
HO Pa3HbIX IIOJX0/1a K KOHCTPYHMPOBAHMIO JIMAEPCTBA. DpaHLKs ONMUPAETCs Ha «IUAEPCTBO
yepe3 CTaTyC M BpeMs», IJie TOCYAapcTBO O(pHUIMAIbHO OCBOOOKIAECT YaCTh PECYpCOB Ieja-
rora JUisi UHTEJJIEKTYalbHON NEeATENbHOCTH. APMEHHUS K€ ABIKETCS 10 MyTH <«JTUAEpPCTBa
Yyepe3 BO3HArpaXICHUE ¥ MHHOBAIUM, TJI€ CTUMYJIOM BBICTYINAeT SKOHOMUYECKUH (HaKTop u
BO3MOKHOCTH NMPO(ECCHOHATBLHOIO CaMOBBIPAKEHHSI B paMKax peQopM. DTH HMHCTHTYLHO-
HaJIBHBIE PA3UYMsl NPEAONpPENeaiOT He TOJIbKO YPOBEHb NPO(ecCHOHAIBHOW aBTOHOMMU
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YUUTETCH-TUACPOB, HO U XapaKTep PUCKOB, C KOTOPHIMUA OHM CTAJIKUBAIOTCS B CBOEH MOBCE-
HEBHOH JESTEIBHOCTH.

[Iponomxkast TemMaTHUECKU aHAM3, HAYaThId B MEPBOW YacTH HCCIIEIOBaHHS, HEOOXO-
JUMO MEepeiTH K PACCMOTPEHMIO MPHUKJIAAHBIX ACIEKTOB (QYHKIIMOHUPOBAHUS MOJeIel nena-
TOTMYECKOTO JIHAEpCTBAa. BTOpoil u TpeTuil mccienoBarelbcKue BOMPOCH! JaHHOW paboThI
(hoKycHpYIOTCSl Ha CTETIEHN peaTbHON MpOQeCCHOHANBHON aBTOHOMHU yUUTENEH-THAEPOB U
(akTopax, IETCPMUHUPYIOIINX UX MCHXO3MOLMOHAJIBHYI0 yCTOWYMBOCTh. B maHHON yacTh
PE3YJIBTaTOB PACKPHIBAETCSl CIOXKHAS JAMHAMMKA B3aUMOAEUCTBHS MEXIY WHCTUTYLHMO-
HAJIBHBIMU TIpeQEepPeHLUSIMA U TIOBCEIHEBHBIMH BBI30BAMH, C KOTOPBIMH CTaJKHBAIOTCS
JuIephl B 00pa3oBaTenbHbIX cucTeMax OpaHiyuy 1 ApMEHHH.

OnnuM w3 Haubonee 3HAUMMBIX pPE3YJIbTaTOB CPAaBHHUTEIBLHOTO aHaju3a SBISETCS
BbIBICHHE (YHIAMEHTAIBHOIO DPA3IU4YUs B IOAXONAX K PECYPCHOMY OOECIICUCHMIO JIH-
nepcta. [IpodeccnonanbHas aBTOHOMUS YUUTENA-THJEpa He sBIsieTCsl aOCTPaKTHON KaTero-
puel; OHa HAmpAMYIO 3aBUCUT OT HaJW4us HMHCTUTYLMOHAJIBHOIO NPOCTPAHCTBA VIS
NPUHATHS PEIICHUI U BpeMeHH Ha ux peanu3anuio (Tardif & Lessard, 1999).

Bo ¢panirysckoit monenu aBronomust arpeske (L'agrégé) marepuannsosana B GopMe Tak
Ha3bIBAEMOT0 «BPEMEHHOTO Japa» — COKpalleHusi o0s3aTeNbHON yuyeOHOW Harpysku jao 15
9acoB B HEJENI0. JDTH 3 yaca «CBOOOIBI» SBIISIOTCS KPUTUYECKUM HHPPACTPYKTYPHBIM KOM-
noHeHToM suaepcTBa. Kak ormewaer Anzape Pobep (Robert, 2015), ato BpeMst mo3BoOJseT
Nelarory BBIMTH 3a Mpenesibl «IUAAKTHYECKOro MPOCTPAHCTBAa» KiIacca W BOWTH B «IIPO-
CTPaHCTBO OJKcmepTHOe». MccnenoBanue mokazano, 4To (ppaHIly3cKHE YUHTENs-IUACPHI
UCIIONIB3YIOT 3TOT pecypc il IIyOOKOM MeToandeckol pediekcuu, pa3padOTKH aBTOPCKHX
BBIOOPOYHBIX KYPCOB AJISl YHalIUXCS W YYacTHSl B JESATEIHHOCTH HA[MOHAIBHBIX dK3aMeHa-
[MUOHHBIX KoMuccuil. Takum oOpazom, aBToHOMES BO DpaHINK HOCUT CIANYCHO-8PEMEHHOU
XapakTep: roCylapCcTBO MPU3HAET 3a JIMJEPOM IPaBO Ha MHTEIUICKTYAIbHBIA JOCYT, HEOOXO-
JMMBIH [T KadecTBeHHOTO pasButus cucteMsl (Delahaye, 2020).

B Pecnybnmke ApMmeHuns MOZeNb aBTOHOMHH 3BOJIIOLMOHUPYET MO COBEPLICHHO WHOMY
CIICHapHIO. 371eCh KITIOYEBBIM MEXaHU3MOM BBICTYIIA€T HE BpEeMEHHasl pa3rpyska, a PuHaHCO-
Bas MHTeHcU(UKaus yepe3 cucreMmy nodpoBonbHOi arTectanuu (IIpaButensctso PA, 2021).
ApPMSHCKUH y4HTENb-THJIEP TMOJy4YaeT 3HAYUTEIBHYI0 OSKOHOMHYECKYIO TNpeepeHIInio
(mapbaBky B pasmepe 30-50%), KoTopasi IETUTUMU3UPYET €ro NPaBO HA KMETOIUUYECKYIO CBO-
0omy». OnHako, KaK MOKa3bIBalOT Pe3y/bTaThl aHalM3a, dTa aBTOHOMHS YacTO OKa3bIBAETCS
«HOMUHAJIBHON». B ycnoBusx coxpaHeHus MOJHOH (a MHOTAA W NOBBIIEHHOW) yueOHOH Ha-
TPY3KH, JIHJEp OKa3bIBaeTCs 3a)KaT B paMKe JKECTKOTo pachucaHusi. B ominyme oT cBoero
(paHIy3CKOrO KOJUIETH, ApPMSHCKUM YUYMTENb-IUACP BBIHYXKIEH PEaM30BbIBaTH HMHHOBA-
[IUOHHBIE MPOEKTHI B «IKCTPa-PYHKIIMOHATHLHOM» PEKUME — 34 CUET JIMYHOTO BPEMEHU U
sneprum (Sargsyan, 2021). Dto mo3BoJseT KBaIH(HIUPOBATH APMSHCKYIO MOJENIb Kak
PECYDCHO-UHMEHCUBHYIO: TTHIEPCTBO 3lIECh TMOJJIEpPKUBAETCsl (DMHAHCOBO, HO TTOJABIISIETCS
JeUIUTOM BpPEMEHH, YTO CO3JaeT CTPYKTYPHBIM AnucOanaHc B peaju3alud JHIEPCKUX
GbyHKIUA.

Kputnueckum obumm pakropom aist 00enx cucteM sBisieTcs aedopMaius JUIePCKOro
MOTEHIIMANA TIOJl BO3ACUCTBHEM HJIEONOTHH «HOBOrO rocynapCcTBEHHOTO MEHEIKMEHTa»
(New Public Management — NPM). HccrienoBanue moATBEpKIAAET, YTO Ja)e MPU BEICOKOM
ypoBHE (OpMaIbHON aBTOHOMHH, JIJEPHl B 00EMX CTpPaHAX CTAIKHUBAIOTCS ¢ (EHOMEHOM
«OIOPOKPATHYECKOTO OKPYXKECHUSIY.

Bo ®panium 3TOT Tpoliecc MPOSBISETCS B YCHICHHU KYIBTYPBI JKECTKOW ITOJOTYET-
Hoctu (accountability). Knox Mapya (Maroy, 2006) B cBoux paboTax JOKa3bIBAaeT, YTO
coBpeMeHHasi (paHIy3CKas WIKoJa TPEBpallaeTcsi B MPOCTPAHCTBO «MEHEIKEPHaIbHOTO
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KOHTPOJISI», THe akaaeMHudeckas CBOOOmAa arpeke BCTYyIaeT B KOH(MIMKT ¢ TPeOOBaHUSIMHU
CTaH/IapPTH3UPOBAHHON 3()(PEKTUBHOCTU. YUHUTENSA-TUACPHI, KOTOPbIE KOHIENTYalIbHO JOJIK-
HBI BBICTYNaTh B POJIM MHTEIUICKTYaJbHBIX OPHUCHTHPOB, HAa INPAaKTHKE BCE dalle IpeBpa-
IIAlOTCS B aJIMUHUCTPATHUBHBIX omneparopoB. Anamus ordyetoB ODCP (OECD, 2023) nemon-
CTPHpYET, 4TO ()paHIy3CKHE MeJarorn TPaTAT HEMpPOIOPIHOHAIFHO MHOTO BPEMEHH Ha
3anoJIHCHUE HUQPPOBBIX MIATGOPM MOHHTOPHHTAa M OTYETHOCTh 10 KOMIICTCHILUSIM, 4YTO
¢daxkTudecku moriomaer ux 15-gacoBoe mpeumymectBo. Haramum Monc (Mons, 2007)
CHPaBEeIUIMBO XapaKTEPU3yeT STO COCTOSIHHE KaK «IapajoKC KOHTPOIUPYEMOW CBOOOIBI»,
KOTZia JIHJEp-y4uTelb (opManibHO aBTOHOMEH, HO COAEPKAaTeNbHO OrpaHW4eH paMKaMu
OIOPOKpAaTHYECKUX METPUK.

B ApmeHuu aHanoruyHoOe JaBiCHHE MPOSBISICTCS Yepe3 MpHU3MYy «pedOpMEHHOrO
YCKOPEHHSI». YUUTENb-THICP, SBISSACH OCHOBHBIM IPOBOJHUKOM HOBBIX TOCYIapCTBEHHBIX
crangaproB (Government of the Republic of Armenia, 2021), oka3siBaeTcs 1O IBOMHBIM
IPECCOM: C OJHOW CTOPOHBI, OH 00513aH BHEIPSATH CIIOKHBIC HCCIIEJOBATEIILCKIE M IPOEKTHEIC
METOJIBL, & C IPYTOH — COOTBETCTBOBATH JKECTKHM TPEOOBAaHHSAM BHEIIIHEH OIICHKU KauecTBa.
Kak ormeuaer A. Anekcansu (Aleksanyan, 2021), apMsHCKHil JHIEp 4YacTO BBIHYXKICH
0aJaHCHPOBATh MEXKTYy TBOPYECKMM MOHCKOM W (hOpMaibHBIM CIIEOBaHHEM MNIa0JIOHAM
pedopM. 3TO NIPUBOAUT K CUTYAIIMH, KOTJIA JINAAEPCTBO BOCIIPHHUMAETCS KOJJICKTUBOM HE Kak
BO3MOXKHOCTh Pa3BUTHsI, a KaK HMCTOYHUK JIOTOJHHUTENBHOTO KOHTPOJISL CO CTOPOHBI
TOCYIapcTBa, YTO CHIDKACT IIPHBJICKATEIBHOCTh JHMACPCKAX MO3WIMH JUIS MOJIOZOTO
HIOKOJICHHMS TI€/IarOT0B.

OnHuM U3 HanOonee HETaTUBHBIX OCOOCHHOCTEH, MONYYEHHBIX B pe3ylbTare MpoBee-
HUS WCCJICIOBAHUS CTAJI0 BBHIABICHHE CHENU(PHYECKUX TPACKTOPHH pa3BuUTHsA mpodeccHo-
HaJIbHOTO BHITOpaHMS B 00enX Mozeisx. HecMoTps Ha BHEIIHEe CXOICTBO CHMIITOMOB, TIPH-
pozia BBITOpaHHs YUuTeIeH-TuaepoB Bo OpaHIuu 1 APMEHUU UMEET Pa3iIHyHbIi XapaKkTep.

Jnst GpaHIy3CKUX yUUTENeH-TuIepOB BBITOpAHHE HOCUT MPEUMYILECTBEHHO IK3UCHIEH-
YuanvbHelll U coyuanvbHell XapakTep. MacmraOHbeie uccienoBanusi ®pancyassr Jlantom u
Kpucroda Dny (Lantheaume & Helou, 2008) onucekiBatoT heHOMEH «IpOdHECCHOHATBEHOTO
crpamanus» (la souffrance au travail), BosHuKaromero n3-3a paspbiBa MEKIY HIACATH3UPO-
BaHHON aKaJEeMHUYECKOW POJIbIO M CYpOBOH COIMAJIbHON PEaJbHOCTBHIO COBPEMEHHBIX IIKOI.
®paHIy3CKUi yUUTENb-THEP, TOATOTOBICHHBIH K TPAHCISINY BBICOKOW HAyKW U pEeCITyOITH-
kaHckux 1ennocreii (Meirieu, 2016), gyacto OKa3bIBAETCS B CHTYallMH «IpodhecCHoHaTbHON
m3ossim» (professional isolation). B ycrnoBusIX MHIMBHIYaTUCTHIECKON KYJIBTYpPBI MTPEMO-
naBanusi, xapakrepuoil s ®pannuu (OECD, 2023), yuurtenb-nuaep JHIIEH HOMICPKKH
coobmiecrBa. Korma akajgemuueckasi SKCIepTu3a He cpadaThiBacT B YCIOBHUIX COIMAIBHOTO
HEeOMaromnonyyusi y4aliuxcsi, Mejaror NepekuBacT KPHU3KMC MOTEPU CMBICTA, YTO BEAET K
[IyOOKOMY BBITOPAHHIO JIa)Ke TPH HAJIMYHU BBICOKOTO 3apa00TKa U CBOOOJHOTO BPEMEHH.

B ApmeHunu npuposia BRITOpAaHUS YIUTENEH-THIIEPOB SIBISETCS NPAKMUYHOU U adanma-
yuonnoti. OCHOBHasI WJes 3/1eCh — WHTCHCHU(QUKAIUS Tpyna. ApMSHCKHHA ITHIIEP-YIHTENb
HAaXOJHUTCS B COCTOSHUM IIOCTOSHHOTO KOTHHTHUBHOTO TIEPEKIIOUCHHS». OT BEICHHS
CTaH/IapPTHBIX YPOKOB K Pa3pabOTKe MEKAMCIMILUTMHAPHBIX MPOEKTOB, OT HACTABHUYECTBA
HaJl KOJUIETAaMH K TMOATOTOBKE COOCTBEHHBIX AaTTECTAIIMOHHBIX NOpTdoiro. OTCyTcTBHE
WHCTUTYIIMOHAIILHOTO BpEeMEHH Uil pedUiekCHH JelaeT apMSHCKUX Y4YHTeleh-TUIepoB
yA3BUMBIMH TIepe]] XpPOHUUECKUM cTpeccoM. Kak mompdyepkuBaer Junu Xaprpus3 (Hargreaves
& O'Connor, 2018), uCTHHHOE COTPYIAHHUYECTBO TPeOyeT «BPEeMEHH Ha 3aMeICHHEY,
KOTOPOTO B apMSHCKOW MOJIeNM KaracTpo(U4eckd HE XBaraeT. Bwiropanwe 31ech — 9TO
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pe3yabTaT (U3NIECKOTO MCTOIIEHUS PEeCypCOB OpraHu3Ma, pa0OTaloIIero B PeKuMe IepMa-
HEHTHON MHHOBAIIMOHHOW MOOWIIH3AIINY.

Jniss 0000IIeH s MONYYCHHBIX JIAHHBIX W TMPOBEACHUS MX CPaBHHUTEIHLHOTO aHaJM3a
npenacTasneHa Tabmuma 2, TO3BONSIONIAs BH3YaIN3UPOBATH KITFOUEBEIE IMapaMeTpsl mpodec-
CHOHAJILHOTO OJTaronoy4yus YYUTEICH-THICPOB.

Tadauma 2

Cpasnumenvuuvlii  anaiu3 npogecCUOHANbHO20 CAMOYYECMBUA yuumeneli-1uoepos 6o Ppanyuu u
Apmenuu

@panuus (AxkageMuvecKas Apmenusi (MnHOBanmoHHAst
IHapamerp ananu3a
MoO/1eJIb) MOJ1eJIb)
CrarycHO-BpeMeHHas (CHIDKCHHE OHUHAHCOBO-METONNIECKAs
Xapakrep aBTOHOMUM
HaTPY3KH) (HambaBKM)
I'naBHbIi 6apbep Bropokparnueckas nmogordyetHocts  Temm pedopm u aedurmr
JInepcTBa (NPM) BpEMEHU
o COHI/IaJ'II)HaH H30JIAIUA U IOTEPS dusnyeckoe HUCTOUICHUC U
JoMuHMpYyIOUIUii pucK
CMBICIIA neperpyska
WHCTUTYIMOHAIBHBIN CTaTyC Cucrema 100pOBOIILHOI
MexaHu3M NOAIEPKKH
«arpexe» aTTecTalu
Heo0xoaumblii BeKTOp PasButue KynsTypsl HNHcTuTynnonanpHas
pa3BUTHS COTpYIHHYECTBA BpPEMEHHasI pasrpy3Ka

[TomBOMS UTOT aHAM3Y PE3YJIBTATOB, MOXKHO KOHCTATHPOBATh, YTO 00€ MOJIEINH JIUICp-
CTBa HaXOIsTCs B 30He pucka. PpaHiry3ckas cucrtema, o0Janasi pecypcoM BpeMeHH, CTpaiaeT
OT JeduIMTa TOPU3OHTAIBHBIX CBA3¢H W M30BITOYHOTO AIMHHUCTPUPOBAHUS. ApMSHCKas
cucreMa, o0Nanasi BBHICOKOW MOTHBAIME K HM3MEHEHHSM ¥ (DUHAHCOBBIMH CTHMYJIaMHU,
CTpafaeT OT OTCYTCTBHSI CBOOOJHOTO BpPEMEHH. YCIeHIHas TpaHc(opManus JIHIepcTBa B
obenx ctpaHax TpeOyeT mepexona K MOJCIH «IIOICP)KHBAOIICH aBTOHOMHUY, TJIe CTAaTyC U
JIEHbI'H OYIyT JOTIOIHEHBI PEAbHON BO3MOXKHOCTBIO MPO(ECCHOHATBHOTO COTPYAHHUYECTBA B
ne6ropokparusupoBanHoi cpeze (Aleksanyan, 2019; Mons, 2007).

TakuM 06pa3oM, OTBETHI HA TOCTaBJIEHHBIE UCCIIE0BATEIHLCKHE BOIPOCHI CBUIETEILCT-
BYIOT O TOM, YTO HHCTUTYIHOHAIHHOE JHICPCTBO SABISETCS S(P(PEKTHBHBIM HHCTPYMEHTOM
pedopM TOJBKO B TOM CIydae, €ClIi CHCTeMa CIIocoOHa 00ecteunTh Oarane Mex Iy Tpebosa-
HUSIMH OTBETCTBCHHOCTH W PECYPCaMH >KM3HECTOMKOCTH yuuTens. (DpaHIy3CKHil OIBIT
CHIDKCHUSI Harpy3KH M apMSIHCKHI OTIBIT HAIHOHAIBHO-IIEHHOCTHOTO JIHAEPCTBA MOTYT CITy-
KUTh OCHOBOH JUIsl pa3pabOTKH THOPUIHBIX MOJENIEi, MUHUMH3HUPYIOIIUX PUCKU BBITOPAHHUS
¥ MaKCHMH3UPYIOIINX HHHOBAIIMOHHBII MOTEHIINAI YIUTEIICH-TTHICPOB.

Oo6cyxneHue

PesynbTarhel poBeIEHHOTO UCCIIEIOBAHNUS O3BOJISIIOT MPEACTABUTH (PEHOMEH «yUnTeIs-
nunepa» B Apmennn u ®paHIMKM HE MPOCTO KaK COBOKYITHOCTh JIOJDKHOCTHBIX 00s3aH-
HOCTEH, a KaK JB€ NPUHIMIINAIBHO pa3HbIe I03HABATEIbHBIE U COLIMOKYJIBTYPHBIE CTPAaTErvH
pa3BuTHA mnegarorundeckoro kopmyca. OOCyXIeHHE MOJTYYEHHBIX JAaHHBIX CTPOUTCS Ha
COIOCTABJICHNHU BBISBICHHBIX WHCTUTYLIMOHAJIBHBIX CTPYKTYP C MUPOBBIMH JTUCKYCCHSAMH O
MEeJIarOTHYECKOM MPO(PECCHOHANN3ME, ABTOHOMHHM M YCTOHYMBOCTH 00pa30BaTelbHBIX

pedopm.
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[lepBolif ypoBeHb OOCYKIECHHS KacaeTcsl MPUPOABI JTUAEPCKOW JIETHTUMHOCTH, YTO
MO3BOJISIET OTBETUTH Ha MEPBBIM HCCIENOBATENbCKUI BOIMPOC O COLMOKYIBTYPHBIX IMOKa3a-
TeNsX craryca yuutens-nuzaepa. VceiaenoBanue mokasano, 9yTo (hpaHITy3cKas MOJIENb «arpe-
JKe» SBJIIETCS BOIUIOLICHHEM KJIACCHYECKOTO MEPUTOKPATHYECKOTro uieasa, Iie JUAEPCTBO
BBICTYNAET NMPOU3BOIHBIM OT «aKaJIeMUYECKOIo coBepiieHcTBa». B tepmunax Ilsepa Bypase,
(bpaHIy3cKUi yduTenb-Iuaep 00JaJaeT BBICOKMM YPOBHEM HMHCTHTYLMOHAIW3WPOBAaHHOTO
KyJIBTYPHOIO KaluTaja, KOTOPbIH aBTOMAaTHUECKH KOHBEPTHPYETCA B CUMBOJIMYECKYIO BIACTh
BHYTpU LIKOJBL. OIHAKO, COMOCTABISS 3TO C IIOOATBHBIM TPEHIOM «PacIlpelesIeHHOrO JIH-
JepcTBa», onucaHHbIM Maiiknom @ymiaHoMm, Mbl OOHAapY)KMBaeM KPHTHYECKWUH pa3phiB:
(paHIy3ckas MoAemnb, Oyaydun MHIMBUAYAJIHUCTUYECKON IO CBOEH CyTH, NPENSTCTIBYET (op-
MHPOBAaHUIO COBMECTHOW cpelbl. AKaAeMHUYECKUH 3IUTHU3M CO3/aeT HEepPapXulo, KOTopasd,
o0ecreunBas cTaryc, OAHOBPEMEHHO U30JUPYET yUUTEISI-IHAepa OT KOJUICKTHBA.

B npoTuBONOIOKHOCTE 3TOMY, apMsHCKas MOJIEINb JHIEPCTBA, KOHCTpyHpyeMas uyepes
MeXaHu3MBI oOpoBoasHOU arrectarun ([IpaBurensctBo PA, 2021), neMoHCTpUpYeET MEpexon
K MOJIENH «TPaHC(HOPMAIIMOHHOTO JHACpPCTBa». B ApMeHHH NHICPCTBO BHICTYIACT HE Kak
cTaOWIBHBIN cTaTyc, a KaKk IWHaMu4ecKas (yHKIMS aJanTaluuu K u3sMeHeHusM. Ecnu ¢pan-
Iy3CKHU JHJIEP — 3TO «XPAHUTENb CTAHIAPTOB», TO APMSIHCKHU JIMJEP — 3TO «areHT HMHHO-
Banuii». OnHako OOCYXKIEHHE Pe3yJAbTaTOB IOKA3bIBAaET, YTO apMsHCKAs LIKOJA CEeTOIHS
CTAJIKUBACTCSI C MPOOJIEMON «Ie(UIINTa JIETUTUMHOCTH». B OTIAMYUE OT (hPaHI[y3CKOTO KOH-
Kypca arpexe, MMEIOIIEro BEKOBYIO MCTOPHIO, HOBAasl CHCTEMa aTTecTaluyd B ApMEHHHU elle
HAXOAUTCS HA CTaANU (POPMUPOBAHUS COLIMATBHOTO JOBEPHSL.

Bropo#i acmekT 00CyXIeHHsI IMOCBSIICH BTOPOMY HCCIENOBATEIBLCKOMY BOMPOCY —
BIIMSHUIO CTPYKTYPHBIX MEXaHM3MOB Ha MPO(eCcCHOHANbHYIO0 aBTOHOMHIO. CpaBHUTEIBHBIN
aHaIu3 BBISIBUI DIyOOKOE MPOTHBOPEYME B PECYPCHOM obOecreueHHH junepcTBa. PpaHirys-
CKas MOJENb MNPEIOCTAaBISICT YUYUTENO-THICPY «BPEMEHHYHO aBTOHOMHIO» (15-uacoBas
Harpy3ka), 4To TEOPETHUECKH JIOJDKHO criocoOCcTBOBaTh pediekcuu U HactaBHHYecTBY. O/THa-
KO, OMHpasch Ha KoHIemInio «HOBOro TOCyIapCTBEHHOTO MEHEKMEHTa», OIMUCAHHYIO
Kpuctnanom Mapya, Mbl QukcupyeM orpaHuyeHue 3Tod cBoOonbl. dpaHIly3cKue JTHephl
OKa3bIBAIOTCS «OKPY)KEHBI» OIOPOKPATHYECKHMM KOHTPOJIEM, TJe HX CBOOOIHOE BpeMs
NOIVIOIIAETCS AAMUHUCTPATUBHON OTYETHOCTBIO.

B Apmenun nemoHcTpupyercs emie 6onee cuibHas ¢popma 3toro nedpunura. Jluaepcrso
B ApPMEHHMU CTUMYIHUPYETCS (DMHAHCOBO, HO MOJABJIACTCA WHGPACTPYKTypHO. OTCYTCTBUE
MEXaHHM3Ma CHKEHHUSI Harpy3KU IPH MOBBIIIEHUH OTBETCTBEHHOCTH MPEBPAILACT apMIHCKOE
JUJIEPCTBO B popMy «HHTeHCH(DHUKAIK Tpyaa». OOCyxIeHHe MOABOIUT K BaAXKHOMY TEOpe-
TUYECKOMY BBIBOJY: (PMHAHCOBOE BO3HArpakJeHHe 0e3 MpeloCTaBICHUS] KAHCTUTYIIHOHAIb-
HOTO BPEMEHU» Ha COTPYAHUYECTBO W MPOCKTUPOBAHUE BEAET K (OpMaM3alluy JIHIEPCTBA.
Hdns ApMenun (paHily3cKHi ONBIT BPEMEHHOH pa3rpy3KH yuuTelei-arpexe sBIseTcs He
MIPOCTO MPUMEPOM, a HEOOXOTUMBIM yCIIOBHEM IPEIOTBPAIIEHHUS JAeTpajallii HHHOBAIIMOH-
HOTO TOTEHITHaIa pedopm.

Tpetuii ypoBeHb OOCYXKIEHHS KacaeTcs MCHXO3MOLHOHAIBHOIO 3I0POBBS JIMAEPOB
(oTBeT Ha TpeTui HccienoBaTenbeckuii Bonpoc). CpaBHUTEIBHBIN aHan3 no3Bonnin audde-
PEHIIMPOBATH THUIIONOTHIO BBITOpaHus. Bo ®paHnmy BHITOpaHHE YYUTENEH-THIECPOB WMEET
9K3MCTCHUHUANBHBIN XapakTep, CBA3aHHBI C TOTepeil NpodecCHOHANBFHOrO CMBICTA B
YCIIOBUSIX COLIMAIbHOM PparmenTanuu. JInaepcTBo arpexe, OpUEHTUPOBAHHOE HA «BBICOKYIO
HayKy», BCTYNaeT B KOH(QUIMKT C peaJbHOCTHIO MAacCOBOHM INKOJBI, YTO BEJET K «mpodec-
CHOHAJILHOMY CTPaJIaHUIO».
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B ApMeHun BBITOpaHHE YYUTENb-THIECPOB HOCUT NPAKTUYCCKUN M aJanTallHOHHBINA
XapakTep. YUUTENb-IUICP padoTaeT B PEKUME IIEPMAHCHTHOW MOOWIM3AIINY, THITAsICh COB-
MECTHTh POJIb «MOJACPHH3ATOPa» C PONBI0 «XPAHHUTENS HAUOHAIBHOW HJCHTUIHOCTHY.
OO6cyxaeHne pe3yabTaToB, MOAKPEIUIEHHOE Te3ncaMu ODHIU XaprpuB3a O «COBMECTHOM
npodeccroHaIn3Me», MOKa3bIBaeT, YTO apMSHCKas MOAEIb HYXIAeTCsS B CO3IaHUH «CO00-
[IeCTB MPaKTUKW». be3 mepexona oT WHAWBUIYAITBHOTO JTHIEPCTBA K KOJUIGKTUBHOMY, apMSIH-
CKHE YUWTENS-IIUACPhl MPOJOKaT (QYHKIIMOHUPOBATh B PEXKHMME HCTOIICHUS PECYpCOBY,
YTO CTaBHUT MOJ YIPO3y JOIATOCPOUHYIO YCTOWYMBOCTh 00Pa30BaTEIbHON TOIUTHKH.

Takum 00pa3oM, MOKHO YTBEP)KAATh, YTO HU OJHA M3 MCCICAYEMBIX MOJENEH B YHCTOM
BUJIe He 00eCIeUnBaeT UCaIbHbBIX YCIOBHIA ISl pA3BUTHS JINACPCTBA.

PesynbTaTel TaHHOTO HMCCIIEAOBAHUS 3allONHSIOT HAy4YHBIH MpOOEN, NEMOHCTPHUPYS, YTO
yclex JMAepcTBa B OOpa3oBaHMM OMpEAessieTCss HE CTONBbKO KBanu@uUKanueid mnenarora,
CKOJIBKO CITOCOOHOCTBIO WHCTHTYIIHOHAIBHOW Cpefpl «abcopOHMpoBaTh» PUCKH BBITOPAHUS
Yyepe3 JeOIPOKPATHU3AIMI0O U BPEMEHHYIO Pas3rpy3Ky. DTH BBIBOJIBI UMEIOT CTPATETHYECKOE
3HAYEHHE IS IPOCKTUPOBAHUS CUCTEM MPOPECCHOHATBHOTO Pa3BUTHS YUHUTEICH-TTHICPOB B
CTpaHax, HAXOJAIIMXCS Ha dTare Mepexofa OT IEHTPAIM30BAHHBIX K 00Jiee aBTOHOMHBIM U
THOKMM MOJIEISIM YTIpaBiIeHns 00pa3oBaHUEM.

3akiouenue

[IpoBeieHHOE CPaBHUTEIBHOE HCCIEOBAHUE IIO3BOJISIET KOHLENTYalIn3UpoBaTh (HeHO-
MeH «yauTens-nuaepa» B ApMmennu n OpaHnum He Kak CTAaTHYHBIA HAOOP KOMITETEHIIHIA, a
KaK CJIOKHAas COUMOKYJIbTYpHasd U UHCTUTYLHMOHAJIbHAA MOACIIb, pa3BUBAIOIIAsACA B YCIIOBUAX
m100anbHON TpaHchopMau 00pa3oBaTENbHBIX MapaaurM. MTOTOBBIA aHaIW3 TOATBEPXK-
naeT, 9To 3(P(HEeKTHBHOCTh MPOQECCHOHATBHBIX OCOOCHHOCTEH yUUTENeH-TUAepOB B 00enx
CTpaHax JETCePMHHUPOBAaHA IIIYOMHHOW pa3pblBa MEXIy HCTOPUYECKU CIIOKHMBLIMMUCS
HaWITydYlIMMU TpaJuliusiMu U COBPEMCHHLIMU BbBI3ZOBAMU NOJOTYCTHOCTH. OcHOBHOM BbIBO/
HCCIIEI0BAHUS 3aKIII0YACTCs B TOM, UTO (PpaHIy3CKast MOZIENb «arpexe» MpeAcTaBisieT co0oi
YCTOHYUBYIO CHCTEMY «CTATYCHOTO JIHJEPCTBAY, TIe aKaIeMHUUECKOe MPEBOCXOICTBO KOHBEP-
TUPYETCA B MHCTUTYIIMOHAJILHOC BPEMA U aBTOHOMMUIO. B 10 Xxe BpEMs apMAHCKas MOACJIb,
MIPOXOIAINAS dTAll KTPAH3UTHOW MOJCPHU3AIMUY», ONUPACTCS Ha MEXaHU3MBbI JOOPOBOJILHON
arrectauny, (GOpPMUpPYS THUI <HHHOBALIMOHHOTO JIMIACPCTBA», KOTOPBIA CTHMYIHPYETCS
NPEUMYIIECTBEHHO (PMHAHCOBO, HO CTAJIKMBAETCS C OCTPHIM AePHULIMUTOM HHPPACTPYKTYPHOI
TOJIICPIKKH.

Teopemuueckuii 6Kk1a0 OAHHOU Padomwpl 3aKIOYAIOTCS B PEUICHUH NPEICTABICHHOU
MCCIIeIOBAaTEeNIbCKOM MPOOIEMBl OTHOCHTENBHO CpPAaBHUTEIBHOM AMHAMHUKH JIMIEPCTBA B
CTpaHax C IIEHTPAJIM30BAaHHON aKaJeMHUYECKONW KyJIBTYpOH W CHCTEM IMEpPEXOAHOTO THIIA.
HccnenoBanre BBOIWT B HAayYHBIH 00OPOT KOHLEMIUIO «TPUAABI YyCTOMYUBOTO JTHAEPCTBAY,
MOCTYJIMPYIOLIYI0, YTO YCIICIIHAs peanu3alus MoTeHHaja IeJarora HeBO3MoKHa 06e3 OffHO-
BPEMEHHOTO HaJIMUMsI aKaJJIeMUIeCKOW JIETUTUMHOCTH, QUHAHCOBOTO BO3HATPAKIACHUS U, UTO
Hanbojiee KPUTUIHO, WHCTUTYIIMOHAILHOTO BPEMEHH sl MPO(ecCHOHATBHON pedIIeKCHH.
Hamu 060cHOBaHO, 4TO apMSHCKHI ONBIT HAIMOHAIBHO-LIEHHOCTHOTO JIMJIEPCTBA», HAalpaB-
JICHHBI HA COXpPAaHEHHE HALMOHAJIBHOW WMJIEHTHYHOCTH, MPEUIaraeT YHUKAJIbHYIO ajbTep-
HATUBY 3aI1aJJHBIM TEXHOKPATUIECKUM MOJIENISIM, B TO BpeMsl Kak (ppaHIly3CKHid OIBIT BpeMEH-
HOW pasrpy3ku JsuaepoB (15-yacoBass Henmens) CIYXHUT HEOOXOOUMBIM OSTAJIOHOM JUIs
NpEeAOoTBpaIeHUs TPO(PeCCHOHAIBHOTO HCTOIICHUS.
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Ilpakmuueckaa 3nauumocme pe3ynbmamos ucc1e006anua HapapieHa Ha ONITUMH3a-
IIUI0 TOCYAAPCTBEHHON 00pa30BaTeNbHON NoiuTHKH 00enx crpaH. /s PecnyOmuku Apme-
HUSl KPUTHYECKH BaKHBIM TIPEACTABISAETCS IEPEeXOod OT CTpaTerud «(pUHAHCOBOW WHTEH-
CU(UKAIUI» K CTPATETHH «PECYPCHON MOAAEPXKKI», YTO TOIpa3yMeBaeT 3aKOHOAATEIHHOE
3aKPEIICHUE COKPALCHUS YIeOHOW HATPY3KH JIJIS YUUTEICH BBICIIMX KaTeropHid. ITO MO3BO-
muT nuaepaM 3(h(EeKTUBHO BHIMONHATH (PYHKIIMM HACTAaBHHUKOB M pa3pabOTYMKOB MHHOBA-
[IUOHHBIX MIPOTPaMM, He PHUCKYs 310poBbeM. s DpaHIun pe3yabTaThl YKa3bIBalOT HA HEOO-
XOIUMOCTh JICIICHTPAIM3AIMA MOJICJICH COTPYAHHYESCTBA M IPEOAOJICHUs «mpodeccuo-
HAJBHOTO OJIMHOYECTBA» JIIUTHBIX CJIOCB IIEJaroroB 4epe3 pa3BUTHE CETEBBIX COOOIIECTB.
Brenpenne mporpamMm IICHXOIOTHYECKON TMOANEPKKHA M TPEBEHIINH «BHITOPAHUS» JOJDKHO
CTaTh HEOTHEMIIEMOM YaCThIO KOHTPAKTa YUUTEISI-THIepa B 00CUX CUCTEMaX.

Ilpusnasan 3HauumMoCmo ROIYUEHHBIX 86160006, HEOOXOIUMO OTMETHUTD PSIJI METOI0JIO-
THYECKNX OTpaHWYEeHWH NTAHHOTO HccienoBaHusa. Pabora ommpaercs mpenMyIecTBEHHO Ha
aHaJ M3 BTOPUYHBIX JAHHBIX MEKIyHApoAHbIXx wucciaenoBanuii (TALIS) u HOpMaTHBHBIX
aKTOB. JTO CO3/1aeT OMPEICICHHYIO TUCTAHIUIO OT TOBCEAHEBHOTO CyOBEKTHBHOTO OIIBITA
YAUTENEeH-TAEPOB, KOTOPHI MOXET BapbHPOBATHCS B 3aBHUCHMOCTH OT CIEIU(PUKHA KOH-
KpPETHBIX 00pa30BaTENbHBIX YYPEXKACHUH, YPOBHS HMX aBTOHOMHH W COIUAIBHO-3KOHOMHU-
YECKOro KOHTeKcTa peruoHa. Kpome toro, okyc Ha Apmenuu U ®DpaHiuu, npu Beeil ero
PENPe3CHTaTUBHOCTH, OCTABIISCT 32 paMKaMU aHaJIW3a MUKPOAWHAMHKY JIUJCPCTBA B CEJb-
CKUX OOIIMHAX, IJIe POJb MeJarora Kak «XpaHUTeNs IIEHHOCTEeH» MOXKeT UMeTh erie Oojee
BBIPAKEHHBIN XapaKTep.

Ilepcnexkmuewt danvHelimiux ucciedoséanuil. bynyme uccieaoBaHUug HODKHBI OBITh
COCpEIOTOYCHBI Ha JIOHTUTIOMHOM aHaIN3e MPOoeCCHOHANBHBIX TPACKTOPUN yauTeNeH-ITne-
POB, TIPOIIEAIINX ATTECTAIIMIO B APMEHHH, ISl OLIEHKH JOJTOCPOYHOTO BIUSHUS (PHHAHCO-
BOI'0O CTUMYJIMPOBaHUA Ha Ka4€CTBO O6paSOBaHI/ISI. Taxoxe Ba)KHBIM npeaACTaBIACTCA U3YUCHUC
«pacnpeiesICHHOTO JIMAESPCTBa» Kak MHCTPYMEHTA MPEO0ICHHs OIOPOKPATHUECKOTO JIaBje-
Husl «HOBOTO TOCYIapCTBEHHOTO MEHEKMEHTa», YTO TO3BOJHT CO37aTh Oolee THOKWE U
YCJIOBCKOLICHTPUYHBIC MOJC/IM INKOJBHOI'O YIIPAaBJICHUA. Peanmauml 9TUX HaHpaBJIeHI/Iﬁ
MO3BOJIMT MPEBPATUTH IEAArOrMUECKOE JMIESPCTBO U3 (haKTOpa JUUYHOTO PHCKA B HAICIKHBIN
(hyHIAMEHT yCTOMYMBOTO pa3BUTHsI 00pa3zoBaTenbHBIX cucTeM B XXI| Beke.
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Abstract

This study provides a comparative analysis of the professional characteristics and core
responsibilities of teacher-leaders within the educational systems of Armenia and France. In the
context of contemporary educational modernization, the qualitative transformation of the pedagogical
role is paramount for the successful execution of structural reforms. This article examines and contrasts
the specific teacher-leadership models operationalized in these two nations, which reflect distinct
cultural paradigms and historical trajectories.

The methodological framework of this research is rooted in comparative pedagogy, utilizing
empirical data from the OECD Teaching and Learning International Survey (TALIS), educational
legislation, and national academic reports. The analytical matrix focuses precisely on the professional
status, academic autonomy, and systemic social guarantees provided to educators.

The findings indicate that in France, pedagogical leadership is primarily academic and intrinsic,
underpinned by the rigorous, highly competitive state examination for the elite qualification known as
Agrégation. These teacher-leaders are granted a reduced instructional workload—15 hours per week
instead of the standard 18—to facilitate research initiatives, while concurrently serving as the primary
guardians of secularism (laicité) and civic consciousness. Conversely, the Armenian leadership model
exhibits a pronounced socio-cultural character, relying heavily on the recently instituted system of
voluntary certification and the traditional perception of the teacher as a vital custodian of national-
cultural values. However, due to the structural necessity of balancing a dense teaching schedule with
intensive methodological and mentoring responsibilities, Armenian teacher-leaders face a critically
high risk of professional burnout.

The study substantiates that sustainable and effective pedagogical leadership requires not only
rigorous academic preparation but also deliberate institutional workload reduction and institutionalized
psychological support mechanisms. The French model offers a valuable structural benchmark for
Armenia regarding the optimization of instructional hours, whereas the Armenian experience of value-
based leadership remains highly significant for the preservation of educational identity within a
globalized landscape.

Keywords: teacher-leader, educational system, professional autonomy, psychological support,
pedagogical model, comparative analysis, professional burnout.

References

Aleksanyan, A. (2018). O sovershenstvovanii kommunikativnykh kompetentsiy budushchego
pedagoga [On the improvement of communicative competencies of the future pedagogue]. Visnyk
Cherkas’koho  natsional’noho  universytetu imeni Bohdana Khmel nyts ’koho. Seriya:
Pedahohichni nauky, (5), 9-15.

Aleksanyan, A. (2019). Sovremennye probleme innovatsionnogo obucheniya [Modern problems of
innovative learning]. Visnyk Cherkas’koho natsional’noho universytetu imeni Bohdana
Khmel 'nyts koho. Seriya: Pedahohichni nauky, (3), 12-18.

Aleksanyan, A. (2021). The problem of pedagogical communications models construction in teacher
training. In C. Stockl & A. Trattner (Eds.), Erziehen in einer unibersichtlich gewnoWelt:

127


mailto:mavetisyan@ysu.am
https://gemini.google.com/app/076fa1c210aa1939

Positionen, Widerspriiche, Utopien (pp. 20-35).

Apple, M. W. (2013). Can education change society? Routledge.

Barrére, A. (2002). Les enseignants au travail: Routines incertaines [Teachers at work: Uncertain
routines]. L'Harmattan.

Bourdieu, P., & Passeron, J. C. (1970). La reproduction: Eléments pour une théorie du systéme
d'enseignement [Reproduction in education, society and culture]. Editions de Minuit.

Delahaye, J.-P. (2020). L'Ecole de la République: Vers I'égalité des chances? [The School of the
Republic: Towards equality of opportunity?]. Editions Points.

Duru-Bellat, M. (2002). Les inégalités sociales a I'école: Genese et mythes [Social inequalities at
school: Genesis and myths]. PUF. https://doi.org/10.3917/puf.duru.2002.01

Fullan, M. (2015). The new meaning of educational change (5th ed.). Teachers College Press.

Gordiyenko, N. E. (2010). Modeli professionalizma uchitelya v sisteme nepreryvnogo obrazovaniya
(iz opyta frantsuzskoy sistemy obrazovaniya) [Teacher professionalism models in the system of
continuous education (from the experience of the French educational system)]. Vestnik
Kostromskogo gosudarstvennogo universuteta. Seriya: Pedagogika. Psikhologiya. Sotsiokinetika,
(4), 225-228.

Hargreaves, A., & O'Connor, M. T. (2018). Collaborative professionalism. Corwin Press.

HH Karavarut’yun. (2021). “Hanrakrtut’yan petakan chap voroshich’y sahmanelu masin” N 136-N
voroshum [Decision N 136-N on "Defining the state standard of general education™].
Lantheaume, F., & Helou, C. (2008). La souffrance des enseignants: Une sociologie du travail [The
suffering of teachers: A sociology of work]. PUF. https://doi.org/10.3917/puf.lanth.2008.01
Maroy, C. (2006). L'école a I'épreuve du management [The school to the test of management]. De
Boeck Supérieur. https://doi.org/10.3917/dbu.maroy.2006.01

Meirieu, Ph. (2016). Apprendre... oui, mais comment [Learn... yes, but how]. ESF Sciences Humaines.

Mons, N. (2007). Les nouvelles politiques éducatives: La France fait-elle les bons choix? [New
educational policies: Is France making the right choices?]. PUF.
https://doi.org/10.3917/puf.mons.2007.01

OECD. (2023). Education at a glance 2023: OECD indicators. OECD Publishing.
https://doi.org/10.1787/e13054ad-en

Prost, A. (2013). Du changement dans I'école: Les réformes de I'éducation de 1936 a nos jours
[Change in the school: Educational reforms from 1936 to the present day]. Seuil.

Robert, A. (2015). L'école en France de 1945 a nos jours [The school in France from 1945 to the
present day]. Presses Universitaires de Grenoble.

Sargsyan, A. (2021). Usutsich neri kamavor atenstavorumy ev masnagitakan zargats 'umy [Voluntary
certification and professional development of teachers]. HH KGM SN.

Tardif, M., & Lessard, C. (1999). Le travail enseignant au quotidien [Teaching work on a daily basis].
De Boeck Supérieur. https://doi.org/10.3917/dbu.tardi.1999.01

UNESCO. (2021). Reimagining our futures together: A new social contract for education. United
Nations Educational, Scientific and Cultural Organization.

Received: 02.04.2026 Honyueno: 02.04.2026
Reviewed: 06.05.2026 Paccmompeno: 06.05.2026
Accepted: 12.05.2026 Ipunamo: 12.05.2026

(@Nolel
© The Author(s) 2026

This work is licensed under a Creative Commons Attribution-Non Comercial 4.0 International License

128


https://doi.org/10.3917/puf.duru.2002.01
https://doi.org/10.3917/puf.lanth.2008.01
https://doi.org/10.3917/dbu.maroy.2006.01
https://doi.org/10.3917/puf.mons.2007.01
https://doi.org/10.1787/e13054ad-en
https://doi.org/10.3917/dbu.tardi.1999.01

SECTION 6: EDUCATION AND ARTIFICIAL INTELLIGENCE
PA3JIEJI 6: OSPA3OBAHME U UCKYCCTBEHHBIN HHTEJLIEKT

UDC 376:004.8
DOI 10.46991/educ-21st-century.v8.i1.129

ARTIFICIAL INTELLIGENCE IN INCLUSIVE EDUCATION: ABIBLIOMETRIC
ANALYSIS OF TRENDS, OPPORTUNITIES AND ETHICAL CHALLENGES

Cardim Sofia

Professor, PhD in Economics, Post-Graduated in Special Education
Instituto Politécnico de Braganca, Campus de Santa Apoldnia,
Portugal

sofiacardim@ipb.pt

https://orcid.org/0000-0002-7506-5111

Fernandes Ana Maia

Adjunct Professor, University of Beira Interior, Portugal & CIEQV,
Polytechnic Institute of Santarém,

Portugal

ana.fernandes@ese.ipsantarem.pt
https://orcid.org/0000-0002-1448-4419

Abstract

This study explores the multifaceted role of artificial intelligence (Al) in inclusive education,
focusing on identifying global research trends, thematic structures, and emerging technological
challenges. As Al tools and generative algorithms become increasingly embedded within
contemporary educational contexts, a comprehensive understanding of their implications for classroom
inclusion, accessibility, and systemic equity has become essential for sustainable development. The
study adopts a rigorous bibliometric research design, analyzing 426 peer-reviewed documents indexed
in the Scopus database to systematically map the field's intellectual and conceptual architecture over
time. Utilizing VOSviewer for advanced keyword co-occurrence and network density visualization
analysis, the research delineates five dominant thematic clusters: Al computational frameworks,
adaptive pedagogical practices, learner diversity in special education, system accessibility and digital
equity, and educational technology infrastructure. The empirical findings reveal a significant,
accelerated convergence between technological innovation and inclusive pedagogy, specifically within
personalized learning paradigms and assistive interface design. However, the synthesized literature
concurrently underscores severe ethical anxieties, notably algorithmic bias, data privacy
vulnerabilities, and the reinforcement of the digital divide. The study contributes to academic literature
by providing a theoretically grounded, structured mapping of current scholarship and establishing
distinct future research directions. It offers critical, evidence-based insights for educators and
policymakers aiming to responsibly leverage Al to foster truly equitable, responsive, and
transformative learning environments.

Keywords: artificial intelligence, inclusive education, accessibility, educational equity,
personalized learning, assistive technologies, bibliometric analysis

Introduction

Artificial Intelligence in Contemporary Education
Artificial intelligence has become one of the most visible drivers of change in
contemporary education (Bozkurt et al., 2021). Its growing presence in digital platforms,
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adaptive systems, automated feedback tools and data-informed learning environments has
reshaped debates about teaching, learning and educational innovation (Holmes et al., 2019).
In recent years, Al has moved from being treated as a specialist technological topic to
becoming a broader educational concern (Bozkurt et al., 2021), affecting curriculum design,
assessment practices, learner support and institutional decision-making. This shift has been
reinforced by the rapid expansion of intelligent systems capable of personalising content,
supporting prediction and automating selected educational processes (Luckin et al., 2016).

The educational relevance of Al lies in its technical sophistication and in its capacity to
influence how learning is organised and experienced (Ouyang & Jiao, 2021). Recent
literature has shown that Al-based systems can support personalised instruction, identify
patterns in learner performance and provide new forms of feedback and interaction (Chen et
al., 2020; Holmes et al., 2019). At the same time, this expansion has raised questions about
the pedagogical assumptions embedded in these systems, as well as the extent to which
technological efficiency is being prioritised over educational judgment, relational teaching
and learner diversity (Selwyn, 2019; Zawacki-Richter et al., 2019). For this reason, Al in
education should not be viewed solely as a technical development, but as part of a wider
transformation in educational thought and practice (Holmes & Tuomi, 2022; Ouyang & Jiao,
2021).

Inclusive education has become a central principle in international educational policy
and research, particularly in efforts to ensure equity, participation, and access for all learners
(Ainscow, 2020). Rather than being limited to special education or disability-related
provision, inclusive education is now widely understood as a broader commitment to
recognising learner diversity and reducing barriers to participation and achievement, a
perspective rooted in international frameworks such as the Salamanca Statement (UNESCO,
1994; Ainscow & César, 2006). This perspective emphasises that educational systems should
adapt to learners, rather than expecting learners to conform to rigid institutional norms
(Ainscow & César, 2006; Norwich, 2014).

From this standpoint, inclusion is both a pedagogical and an ethical project, requiring
educational systems to address barriers to participation and promote equity for all learners
(Ainscow, 2020). It concerns the design of learning environments in which students with
different abilities, social backgrounds, languages and learning profiles can participate
meaningfully (Florian, 2014; Florian & Black-Hawkins, 2011). It also requires attention to
justice, representation and the structural conditions that produce exclusion, in line with
broader international debates on the future of inclusive education (Ainscow & César, 2006;
Norwich, 2014; Sharma et al., 2016). The literature consistently shows that inclusive
education depends on access to schooling, the quality of participation within educational
settings, the flexibility of pedagogical practices, and the responsiveness of institutions to
diversity (Florian, 2014; Florian & Black-Hawkins, 2011; Sharma et al., 2016). As such,
inclusion is closely connected to questions of accessibility, universal design, learner support
and educational equity (Rose & Meyer, 2002; CAST, 2024).

The Intersection of Artificial Intelligence and Inclusive Education

The intersection between artificial intelligence and inclusive education is an increasingly
important area of research because it brings together two agendas that are often discussed
separately: technological innovation and educational justice. At the outset, Al offers
significant opportunities to support inclusion (Luckin et al., 2016). Intelligent systems can
facilitate adaptive learning, provide multimodal access to information, support assistive
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communication, and respond more flexibly to different learner needs (Chen et al., 2020;
Luckin et al., 2016). Such developments have encouraged researchers and policymakers to
consider Al as a potentially valuable resource for creating more accessible and responsive
educational environments.

Alternatively, this same intersection raises several tensions (Celik et al., 2022).
Technologies that are presented as inclusive may reproduce exclusion if they are based on
biased datasets, inaccessible interfaces or narrow assumptions about learning and ability.
Similarly, the benefits of Al are unevenly distributed across institutions that differ in
infrastructure, teacher preparedness, and digital access (Celik et al., 2022; OECD, 2023;
OECD, 2025). The literature therefore suggests that the relationship between Al and
inclusion is not inherently positive; rather, it depends on how technologies are designed,
implemented and evaluated in practice. This makes it necessary to examine what Al can do,
who it serves, under what conditions, and with what consequences.

The growing use of Al in education has raised concerns about ethics, governance and
fairness (European Commission, 2022; UNESCO, 2023). Scholars have pointed to risks
associated with algorithmic bias, data privacy, opacity of automated systems and the
possibility that Al may reinforce rather than reduce existing inequalities (Celik et al., 2022;
European Commission, 2022; OECD, 2025; UNESCO, 2023). These concerns are especially
significant in inclusive education, where the stakes are particularly high. When Al is used to
classify, monitor or guide learners, the assumptions built into these systems may affect
students who are already at risk of marginalisation. For this reason, recent debates
increasingly emphasise the need for a human-centred and equity-oriented approach to Al in
education (European Commission, 2022; OECD, 2023; UNESCO, 2023). Such an approach
requires more than technical improvement. It calls for pedagogical reflection, ethical
oversight and attention to institutional context (Celik, 2023). Teachers remain central in this
process, not as passive users of technology, but as mediators who interpret, adapt, and
critically evaluate digital tools in relation to learners’ needs (Celik, 2023; Zawacki-Richter et
al., 2019). A critical perspective is therefore essential if Al is to contribute meaningfully to
inclusive education rather than simply extending existing patterns of stratification under the
language of innovation (Selwyn, 2019).

Research Gap and Study Justification

Although the literature on artificial intelligence in education has expanded rapidly,
international organisations have also highlighted the need to better understand its implications
for equity and inclusion in education (Miao et al., 2021). Existing studies tend to focus either
on technological applications or on broader discussions of inclusion, with fewer attempts to
map how these strands connect across the research landscape, despite recent efforts to
synthesise the broader field of artificial intelligence in education and to define future research
agendas (Mustafa et al., 2024). This study responds to that gap by offering a bibliometric
analysis of research on artificial intelligence in inclusive education. Rather than examining
one specific tool or intervention, it aims to provide a structured overview of the field as a
whole. In doing so, it seeks to identify the main research trends, thematic clusters and
emerging issues that shape current scholarship at this intersection.

The present study was guided by a central research question that informed both the
methodological design and the analytical framework. The question aims to explore the
development and structure of the research field at the intersection of artificial intelligence and
inclusive education: What are the main research trends, thematic areas and emerging issues in
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the field of artificial intelligence in inclusive education? To address this question, the study
was structured around the following specific objectives:
= to identify the main research trends in the field over time;
= to map the dominant thematic clusters through bibliometric analysis;
= to examine the pedagogical opportunities associated with the use of artificial
intelligence in inclusive education;
= (iv) to analyse the ethical, social and educational risks highlighted in the literature.

Methodology

Research Design

This study employed a bibliometric research design, supported by a qualitative thematic
reading of the literature, to examine the development of scholarship on artificial intelligence
in inclusive education. This approach was considered suitable because it allows the
identification of publication patterns, conceptual connections, and thematic concentrations
within a defined body of research. At the same time, the thematic reading enabled the
identification and the interpretation of the educational significance of the clusters identified
through the bibliometric mapping. The study was guided by the following research question:
“What are the main research trends, thematic areas and emerging issues in the field of
artificial intelligence in inclusive education?” In line with this question, the study sought to
identify the main publication trends in the field, map the dominant thematic clusters, examine
the pedagogical opportunities associated with the use of artificial intelligence in inclusive
education, and analyse the ethical, social and educational risks highlighted in the literature.

Data Source, Search Strategy, and Selection Criteria

The data used in this study were obtained from the Scopus database. The search was
conducted in Scopus in March 2026, and the dataset included all records indexed up to that
date. No temporal restrictions were applied, and all publications available in the database
were considered. Scopus was selected because of its broad international coverage of peer-
reviewed academic publications and its frequent use in bibliometric studies across the social
sciences and education. Its indexing structure also makes it particularly suitable for keyword-
based mapping and trend analysis. The search focused on the intersection between artificial
intelligence and inclusive education and used the following search string: TITLE-ABS-KEY
(“artificial intelligence” OR “AI”) AND TITLE-ABS-KEY (“inclusive education”). The
search was limited to documents published in English. After screening for relevance and
applying the inclusion and exclusion criteria, a final dataset of 426 documents was retained
for analysis.

The selection of documents followed clear inclusion criteria. Only publications indexed
in Scopus and written in English were considered. The search was restricted to documents
explicitly addressing artificial intelligence and inclusive education in the title, abstract, or
keywords. This ensured that the dataset remained focused on the conceptual intersection that
defined the study's scope. Documents were excluded if they addressed artificial intelligence
solely in technical or computational terms, lacked a clear educational focus, or examined
education more broadly without a specific connection to inclusive education. This process
ensured the analytical coherence of the dataset and reduced the inclusion of marginally
relevant records.
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Data Analysis Procedures

The analysis was carried out using VOSviewer, a software application designed for the
construction and visualisation of bibliometric networks (van Eck & Waltman, 2010).
Keyword co-occurrence analysis was selected because it enables the identification of the
conceptual structure of a research field by revealing relationships among frequently occurring
terms (van Eck & Waltman, 2010). The Scopus data file was imported into VOSviewer and
processed using full counting. All keywords were selected as the unit of analysis. To improve
map readability and minimise the use of less relevant keywords, a minimum occurrence
threshold of 5 was applied. This procedure generated a network visualisation showing the
most frequent and strongly connected keywords in the dataset. The resulting map allowed the
identification of thematic clusters, each representing a concentration of related concepts
within the literature.

Results

The final dataset consisted of 426 documents indexed in the Scopus database, reflecting
a growing body of research at the intersection of artificial intelligence and inclusive
education. The distribution of publications indicates a noticeable increase in scientific output
in recent years, particularly after 2020, suggesting a rising academic interest in the
application of artificial intelligence within inclusive and diverse learning environments. The
documents span education, computer science, and the social sciences, highlighting the field's
interdisciplinary nature. This diversity reflects the convergence of technological innovation
and educational research to address issues of accessibility, equity, and learner diversity.

Keyword Co-occurrence Analysis

The keyword co-occurrence analysis, conducted using VOSviewer, identified a
structured network of frequently used terms organised into five main clusters. These clusters
represent the field's dominant thematic areas and illustrate how research on artificial
intelligence in inclusive education is conceptually organised. The analysis used a minimum-
occurrence threshold for keywords, enabling the identification of the most relevant and
interconnected concepts. The resulting network map reveals strong links between
technological, pedagogical, and inclusion-related terms, indicating a high level of thematic
integration. The keyword co-occurrence analysis generated a network visualisation of the
most frequently used and interconnected terms in the dataset (see Figure 1).
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Figure 1
Keyword Co-occurrence Network on Artificial Intelligence in Inclusive Education.
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As shown in Figure 1, the network is organised into five thematic clusters that capture
the field's main conceptual structures. In addition to identifying clusters, the network
visualisation reveals the relative centrality and connectivity of key concepts within the field.
Terms such as “artificial intelligence” and “inclusive education” occupy central positions in
the network, indicating their role as core nodes that connect multiple thematic areas. The
density of links between clusters suggests a high level of conceptual integration, particularly
among the technological, pedagogical, and inclusion-related dimensions. At the same time,
peripheral nodes indicate more specialised or emerging topics, reflecting the ongoing
diversification of research in this area. The visual proximity between clusters further indicates
that research on artificial intelligence in inclusive education is not fragmented but rather
characterised by overlapping areas of inquiry that reflect the field's interdisciplinary nature.

For greater clarity, these clusters are synthesised in Figure 2, which highlights their
thematic composition and relative positioning. The following sections examine each cluster
in detail, discussing its key concepts and implications for research on artificial intelligence in

inclusive education.

Cluster 1: Avrtificial Intelligence
Technologies and Computational
Approaches

The first cluster brings together terms
associated with the technological foundations
of artificial intelligence. Concepts such as
machine learning, deep learning, natural
language processing and computer vision
appear frequently, indicating a strong focus on
the development and application of Al-driven
tools. Rather than being purely theoretical, this
body of work reflects an ongoing effort to
translate  computational —advances into
educational settings. It highlights how
technological innovation continues to shape
the possibilities for data-driven, automated
support in learning environments.

Cluster 3: Special Education and Learner
Diversity

The third cluster is closely aligned with the
core principles of inclusive education,
focusing on learners with diverse needs. The
presence of terms such as special education,
disabilities, autism and special needs indicates
a strong research interest in how artificial
intelligence can support students who require
additional or differentiated forms of learning.
This cluster highlights a growing recognition
that technological solutions must be
responsive  to  individual  differences,
particularly in contexts where traditional
educational approaches may not be sufficient.
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Cluster 2: Pedagogy, Teaching and
Learning Contexts

The second cluster reflects the pedagogical
dimension of the field, examining the
integration of artificial intelligence into
teaching practices and learning processes.
Terms such as teaching, students, learning
environments and personalised learning
suggest a concern with how Al can be
meaningfully embedded in educational
contexts. The literature within this cluster
tends to explore how technology interacts with
instructional design, classroom dynamics and
student engagement, pointing to a gradual
shift towards more adaptive and learner-
centred approaches.

Cluster 4: Accessibility, Equity and
Inclusive Design

The fourth cluster is oriented towards broader
concerns of accessibility and educational
equity. Concepts such as universal design,
accessibility, equity and digital divide point to
an ongoing discussion about fairness and
inclusion in  technologically = mediated
education (Rose & Meyer, 2002; CAST,
2024). The literature in this area tends to
emphasise the importance of designing
systems that are functional and accessible to
all learners, regardless of their socio-economic
background or abilities. It reflects an
awareness that technological innovation, if not
carefully implemented, can reinforce existing
inequalities rather than reduce them.



Cluster 5: Educational Technology and Learning Systems

The fifth cluster focuses on the practical implementation of artificial intelligence through educational
technologies and digital learning systems. Terms such as e-learning, adaptive learning, learning
analytics, and computer-aided instruction suggest an applied perspective, in which Al is embedded in
tools and platforms used in everyday educational practice. This cluster captures the operational side
of the field, showing how technological systems are being developed and refined to support teaching,
monitor learning progress and personalise educational experiences.

Figure 2
Thematic Clusters Identified in the Keyword Co-occurrence Analysis

In addition to the network visualisation, a density map was generated to illustrate the
relative concentration of research themes within the field (see Figure 3).

Figure 3
Density Visualisation of Keyword Co-occurrence in Artificial Intelligence and Inclusive Education.

As shown in Figure 3, the highest-density areas are centred on the terms' artificial
intelligence' and ‘inclusive education’, indicating their central role in the research landscape.
Surrounding these core concepts, several moderately dense areas can be observed, reflecting
established research domains such as teaching, learning systems and educational technology.
Less dense regions appear at the periphery, suggesting emerging or more specialised themes
within the field. These patterns also suggest that research in this field is structured around a
strong conceptual core, with artificial intelligence and inclusive education acting as anchoring
themes that organise surrounding areas of inquiry. The density gradient further indicates
varying levels of maturity across topics, with well-established domains such as educational
technology and teaching practices showing greater consolidation, while emerging areas
remain more diffuse and less interconnected. This distribution reflects an evolving research
landscape in which new themes are progressively integrated into the field, reinforcing its
dynamic and interdisciplinary character. In this sense, the density visualisation not only maps
the distribution of research themes but also provides insight into the field's evolving structure
and direction.
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Discussion

The findings of this study provide a structured overview of the research landscape at the
intersection of artificial intelligence and inclusive education, revealing a field that is both
rapidly expanding and conceptually interconnected (Holmes & Tuomi, 2022). The
identification of five thematic clusters highlights the multidimensional nature of the topic, in
which technological innovation, pedagogical practices, and inclusion-oriented approaches are
closely intertwined.

One of the most significant findings concerns the central role of artificial intelligence as
both a technological driver and an educational enabler. The prominence of terms such as
machine learning, deep learning and natural language processing reflects the increasing
reliance on advanced computational techniques to support educational processes. At the same
time, the strong co-occurrence of these terms with concepts such as inclusive education and
accessibility suggests that the field is moving beyond purely technical applications towards
more socially oriented objectives.

The pedagogical dimension identified in the second cluster reinforces this interpretation.
The presence of terms related to teaching, learning environments and personalised learning
indicates that artificial intelligence is increasingly being integrated into instructional design
and classroom practice, while also highlighting the need to foreground educators and
pedagogical judgment in research and implementation (Zawacki-Richter et al., 2019; Florian
& Black-Hawkins, 2011).

The third and fourth clusters, focusing on learner diversity and accessibility, further
highlight the relevance of artificial intelligence for inclusive education. The concentration of
terms such as disabilities, special education, universal design and equity suggests that a
significant portion of the literature is concerned with addressing the needs of students who
have traditionally been underserved by standardised educational approaches (Florian, 2014;
Norwich, 2014). These findings resonate with international policy frameworks, particularly
those promoted by UNESCO, which advocate for inclusive and equitable quality education as
a fundamental goal of contemporary education systems (Miao et al., 2021).

However, the results also point to important challenges and tensions within the field.
While artificial intelligence offers clear opportunities for personalisation and accessibility, it
also raises concerns about fairness, bias, and digital inequality. The presence of terms such as
data privacy and ethical technology indicates an emerging awareness of these issues. This is
particularly relevant in inclusive education contexts, where the use of data-driven systems
may unintentionally reinforce existing inequalities if not carefully designed and implemented.

Another relevant aspect concerns the role of educational technology as an intermediary
between artificial intelligence and pedagogical practice. The fifth cluster, which includes
terms such as e-learning, learning systems and learning analytics, suggests that the practical
application of Al is largely mediated through digital platforms and tools. This highlights the
importance of considering the capabilities of Al technologies, and the contexts in which they
are deployed, including institutional infrastructures, teacher competencies and access to
digital resources.

Taken together, these findings suggest that the field is evolving towards a more
integrated perspective, where artificial intelligence is understood as a set of technological
solutions within a broader ecosystem of educational innovation (Holmes & Tuomi, 2022;
Ouyang & Jiao, 2021). This perspective requires a shift from a purely technical focus to a
more holistic approach that considers pedagogical, social and ethical dimensions.
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From a practical standpoint, the results have important implications for educators and
policymakers, particularly regarding the responsible and equitable integration of artificial
intelligence into education systems (Miao et al., 2021; OECD, 2023). The integration of
artificial intelligence in inclusive education requires careful consideration of how
technologies are designed, implemented and evaluated. Teachers play a central role in this
process, serving as mediators between technological systems and learners. Therefore,
professional development and digital competence become critical factors in ensuring that Al
is used in ways that support, rather than hinder, inclusive practices (Celik, 2023).

From a practical standpoint, these findings highlight the need for a responsible, equity-
oriented integration of artificial intelligence into inclusive education. Teachers and
institutions play a central role in mediating the use of Al-based tools, underscoring the
importance of professional development, inclusive design practices, and policy frameworks
that prioritise accessibility, participation, and fairness.

Conclusions, Limitations and Future Research Directions

This study examined the development of research on artificial intelligence in inclusive
education using a bibliometric approach. By analysing 426 publications indexed in the
Scopus database, the study identified key trends, thematic structures and emerging areas
within the field. In response to the research question, the study shows that the field of
artificial intelligence in inclusive education is characterised by growing scientific interest, a
structured yet evolving thematic architecture, and a persistent tension between technological
opportunity and ethical responsibility. More specifically, the analysis identified major
research trends over time, mapped five dominant thematic clusters, highlighted the
pedagogical potential of Al for accessibility and personalised learning, and underscored the
ethical and social risks associated with bias, privacy and digital inequality.

The findings demonstrate that research on artificial intelligence in inclusive education is
characterised by a strong interconnection between technological innovation, pedagogical
practices and inclusion-oriented approaches. The identification of five thematic clusters
highlights the multidimensional nature of the field, where issues of accessibility, learner
diversity and educational equity are increasingly central. The prominence of accessibility,
learner diversity and educational equity in the results is consistent with broader
understandings of inclusion as a process of reducing exclusion and promoting participation
for all learners (Ainscow, 2020). At the same time, the study reveals that the integration of
artificial intelligence in education is accompanied by significant challenges, particularly in
relation to ethical concerns such as bias, data privacy and digital inequality (OECD, 2025).
These findings underscore the importance of adopting a critical, balanced approach to Al use
in educational contexts (Selwyn, 2019).

This study contributes to the field by offering a structured bibliometric mapping of the
intersection between artificial intelligence and inclusive education, clarifying its thematic
architecture and highlighting key ethical and pedagogical tensions for future research. From a
practical perspective, the results suggest that the effective use of artificial intelligence in
inclusive education depends not only on technological development but also on educators'
and institutions' capacity to integrate these tools in meaningful and equitable ways. This
reinforces the need for teacher training, inclusive design practices and policy frameworks that
prioritise equity and accessibility (OECD, 2023). Overall, this study contributes to a better
understanding of a rapidly evolving field and provides a foundation for future research, in
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line with recent calls for more coherent and forward-looking research agendas in artificial
intelligence in education (Mustafa et al., 2024).

From a methodological perspective, this study presents certain limitations. The
analysis was based on a single database (Scopus) and focused exclusively on the school
context. While these choices were deliberate to avoid bias from literature on higher education
or corporate training, they may have excluded relevant inclusive practices emerging in
informal learning environments or in local publications not written in English.

Further studies are encouraged to explore the empirical impact of Al-based
interventions in inclusive settings and to examine how technological innovation can be
aligned with the principles of inclusive and equitable education.
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Abstract

This study addresses a critical challenge in teacher education: the tendency of pre-service
teachers’ reflective writing to remain largely descriptive, lacking the necessary intellectual depth,
conceptual framing, and critical analysis. To investigate potential technological scaffolds, the purpose
of this research was to examine the efficacy of ChatGPT as a conversational writing assistant designed
to support and enhance the development of structured reflective thinking during initial professional
preparation. Conducted among primary pre-service teachers at lakob Gogebashvili Telavi State
University, Georgia, in December 2024, the study employed a mixed-methods research approach. Data
collection involved the systematic gathering and cross-validation of independent reflective essays,
ChatGPT-assisted reflective essays, and comprehensive conversation logs captured directly from the
Al interface. The empirical findings demonstrate that ChatGPT can significantly and positively impact
the structural organization of reflective writing, expanding content parameters, and enhancing
programmatic vocabulary use. However, the data concurrently reveals that Al integration can influence
student writing in unintended ways, notably by diminishing the writer’s authentic voice through
standardized phrasing. Consequently, the research underscores the urgent need to explore specific
genres of prompt engineering and structured Al scaffolding that can effectively foster deeper
metacognitive reflection without compromising original authorship. These insights offer valuable
guidance for educational leaders aiming to integrate artificial intelligence responsibly into
contemporary teacher training curricula.

Keywords: reflective writing, ChatGPT, Al writing assistance, teacher’s reflection, pre-service
teachers.

Introduction

Reflective writing is an essential component of the pre-service teacher preparation
process as they transition into the teaching profession, and is encouraged throughout
academic coursework and school-based practice. Reflective writing involves making
reflective notes on university courses, classroom observations, self-development, and other
related experiences. Through reflection pre-service teachers can identify their strengths,
identify areas for improvement, and evolve professionally (Cohen-Sayag & Fischl, 2012;
Dumlao & Pinatacan, 2019; Aleksanyan, 2020).

In reflective writing students describe an event or topic, express their feelings, and
explore their personal connection to the experience or subject (Chong et al., 2020; Doucet &
Wilson, 1997; Kim, 2018). According to Mezirow (1990) the most beneficial type of
reflection reaches deeper levels of thinking and engages the highest forms of critical
reflection, and plans future actions through reflection-based interpretations. Reflection
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demonstrates students’ cognitive skills, including critical thinking, analysis, evaluation,
comparison, contrast, and problem-solving.

There are several ways to improve reflective writing. Various reflection models can
support pre-service teachers in developing reflective thinking by focusing on their thoughts,
experiences, emotions, people involved in the situation, outcomes, and future plans. Many
Teacher training programs provide reflective writing through a step-by-step approach which
is based on a certain reflection model. Mentors and supervisors’ feedback can positively
impact reflective writing process. Additionally, reflective thinking can be enhanced through
peer or group collaboration, where participants brainstorm ideas and questions together.

Although several reflection models are available, reflective writing can still be
challenging. Research has shown that reflective writing often becomes merely a descriptive
account of events, lacking depth and critical judgment, remaining superficial (Chen et al.,
2016). Students find it hard to express what they have learned, think critically, and opt out to
evaluate their experiences—engaging instead in what Spalding and Wilson (2002) refer to as
“personalistic reflections.” Moreover, if it is taught through theoretical exploration, the need
to further develop reflective skills is actual (Evans & Maloney, 1998; Minott, 2008).
Therefore, applying information technology in pre-service teachers’ professional
development might play an important role (Zhu, 2024).

Since the emergence of ChatGPT (Chat Generative Pre-Trained Transformer), it has
been used to produce learning materials, assess, give feedback, provide personalized learning
and act as a virtual conversation assistant in higher education (Dempere et al., 2023; Essel et
al. 2022; Wang et al., 2017). ChatGPT can be used in writing to edit, proofread, summarize a
text, brainstorm ideas for writing, create outlines, etc. (Fuchs, 2023; Rasul et al., 2023; Atlas,
2023).

Most research on ChatGPT focuses on lesson planning, personalized learning, feedback,
and content creation, but little is known about its role in reflective writing. It is not well-
understood how interacting with ChatGPT affects pre-service teachers’ reflective writing.
Thus, the study explores this gap. ChatGPT can be integrated in the teacher reflection process
to conduct guided reflection on teaching and help teachers improve their practice (Zhu,
2024). Combining the potential of ChatGPT to brainstorm ideas into reflective writing, can
address the challenges in reflective thinking.

The aim of the study is to examine ChatGPT’s support as a writing assistant for pre-
service teachers reflective writing, namely, to contribute to the understanding of how
ChatGPT can develop reflective practices in teacher education by describing ChatGPT’s
influence on the quality of pre-service teachers’ reflective writing and their vocabulary use.

The research questions are as follows:

RQ1: How do students communicate with ChatGPT?

RQ2: How does this interaction influence the content and structure of their reflective
writing?

To answer the research questions, a mixed-method study was conducted. In order to
understand ChatGPT’s impact on pre-service teachers’ reflective writing, two types of
reflective essays were collected and analyzed: first was written independently, and the second
was written with ChatGPT's guiding questions on the same topic. Additionally, pre-service
teachers’ conversation logs with ChatGPT, were scrutinized.
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ChatGPT has already several experimental applications in education. The findings could
provide insight into the use of ChatGPT in the reflective writing process as a reflective
partner. The research findings may be of interest for the practical application of artificial
intelligence in writing reflective tasks. Educational program leaders may be interested in the
possibilities of its use in teacher training programs to more effectively develop reflective
thinking in future teachers. Also, the research findings may help researchers to investigate the
issue in more depth or develop a theoretical framework, and artificial intelligence developers
may develop a specific application that will serve to improve teachers' reflective skills.

Literature review

Reflection in Teacher education

Developing reflection skills in teacher education is essential. One effective approach is
reflective writing, which has become a requirement in many teacher education programs.
Reflective practice is encouraged throughout coursework and school-based training,
involving activities such as making reflective notes on lectures, observing classes, and
contemplating personal and professional development (Cohen-Sayag & Fischl, 2012).
Reflective writing ranges from the open and free format to the structured one. Reflective
writing is often fostered through reflective essays, which are typically integrated into course
assignments. In reflective essays students describe an event or a topic, their feelings, and their
relation to that experience or topic (Chong et al, 2020). They demonstrate critical thinking,
analytical skills, such as evaluating, comparing, contrasting and searching for solutions
(Dumlao & Pinatacan, 2019).

There are several ways to achieve a higher level of reflection. Various reflective models
have been developed over the past 50 years. These models guide professionals through the
reflective writing process by using structured questions that prompt deeper thinking. Gibbs’,
Schon’s, and Kolb’s reflective models are among the most prominent frameworks used to
enhance reflective practice across different fields (Kolb, 1984; Gibbs, 1988, p. 49; Schén,
1991; Galli & New, 2022; Yaacob et al., 2023). Each model offers a distinct approach to
reflection, helping individuals learn from experience and improve their professional practice.

Deep reflection can be achieved through dialogues based on questions. Ghaye (2010, p.
42) calls this type of dialogues “reflective conversations,” which may lead to teachers to learn
from their own educational experience and question existing educational values. This
“conversations” can take the form of conversations with self, but later they have to be
articulated in public. This process of going from “private” to “public” is difficult for pre-
service teachers. The shift from private to public involves a transition from unconscious
understanding to a more conscious and deliberate awareness (Polanyi, 1958, cited in Chaye
2010). In reflective conversations, the one who asks questions plays a crucial part. According
to Pendlebury (1995) this person is ‘dialogical other’, and his or her role is to elicit the
practical arguments and ‘theories’ that underpin the teacher’s work (Cited in Ghaye, 2010).
The ‘dialogical other’ is supportive and adds structure to the reflective conversation; he/she
does not necessarily focus on weakness but ensure balance in judgement and strengthen the
positive things. In Bain et al. (1999) study with dialogue reflections 66% of the subjects
improved their reflections from reporting to reasoning.

Another way to improve pre-service teachers’ reflective writing is through clear
explanations and feedback from mentors and experienced teachers on the reflective writing
process. Supervisors’ reaction to the written journal can affect pre-service teachers’ levels of
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reflection. Supervisors’ positive encouragement, suggestions for problems and comments
may stimulate higher levels of reflection during the pre-service teachers’ training (Cohen-
Sayag & Fischl, 2012). Teacher education programs support the development of reflective
writing by offering a step-by-step approach with guiding questions. Reflective thinking can
also be enhanced by working with a peer or in a group to brainstorm ideas and questions
(Minott, 2008).

Even though in teacher education, there are several reflection models and set of
questions available, reflective writing can be still difficult for students if they are not aware of
essential types of questions of reflective writing (Cohen-Sayag & Fischl, 2012). In one study
pre-service teachers did not improve their levels of reflection despite long and intensive
processes of writing (Zuckerman & Rajuan, 2008). Very often reflective writing tends to be
only descriptive protocol of events lacking the depth and judgement and assignments remain
superficial (Zhang et al., 2023). There are studies that support the idea that pre-service
teachers need support in reflective writing or they write “unproductive reflections”, mainly
descriptive, without much analysis (Davis, 2006). Besides, dependence on supervisor’s
positive encouragement can be a challenge for a student and organizing a brainstorming
session before every reflective writing task can be time-consuming.

Therefore, with the emergence of different technology, there could be ways to harness
the potential of Al to ask questions, act as a “dialogical other” and provide feedback in the
writing process.

ChatGPT in collaborative reflective practice

Since the appearance of ChatGPT, it has transformed teaching and learning greatly. The
strengths of using ChatGPT in education include instant feedback, personalized learning,
improved access to education, and increased effectiveness (Loos et al., 2023). It has been
used to produce learning materials, assess writing tasks, brainstorm ideas, and assist in
writing. The latter function could be especially useful in teacher education, where Al tools
hold great potential as writing assistants.

In Wulandari & Purnamaningwulan (2024) several Al tools, such as ChatGPT, Copilot,
Twee, and Quizizz Al, were utilized to assist the EFL pre-service teachers in planning,
creating teaching content, and assessing students. The study found three benefits that Al-
assisted practicum can provide: new ideas, teaching preparation becomes more time-saving,
and assistance in creating teaching materials. There were some challenges as well:
overdependence, unethical behaviour, and fabricated and misleading information.

Buchholtz & Huget (2024) study examined how ChatGPT, might support pre-service
teachers in lesson planning and improve university mathematics teacher education. In the
study ChatGPT suggested standardized classroom procedures which indicated a strong
dependence on the training data, but pre-service teachers were able to influence the quality of
Al-generated content. The study found that ChatGPT could facilitate a reflective planning
dialogue with structured prompts.

There are few studies which examine ChatGPT’s use for reflection in education. Zhu
(2024) examined the influence and the application of ChatGPT in the teaching reflection of
international Chinese teachers. The study concluded that ChatGPT plays a certain role in the
reflection about teachers, students, and teaching resources. Before utilizing Al in reflection,
teachers should understand five steps: understanding Al, setting objectives, issuing
instructions, analysing feedback, and adjusting strategies.
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Arefian et al. (2024) study explored Iranian EFL teachers’ ChatGPT-driven collaborative
reflective practice, both independently and collaboratively and found that both types of
reflection with ChatGPT contribute to teachers’ professional development. Teachers could
receive constant feedback to improve their teaching and shape their knowledge innovatively
and creatively. However, the study stresses challenges such as teachers becoming lazy and
over-relied if they permanently use ChatGPT.

In Wei et al. (2025) study Al tools (e.g., ChatGPT, Midjourney, Runway) were utilized
in quasi-experimental design with eighty pre-service teachers to develop reflective thinking
skills. The results revealed that the experimental group significantly improved reflective
thinking skills in time, on objects and level of reflection compared to control group. Al tools
have the potential to strengthen deep reflective practice in teacher education.

Thus, application of ChatGPT in teacher’s reflection could make the process more
effective and productive. Al can act as a writing assistant to provide information, and
guidance in pre-service teachers’ reflective writing, but it might cause some challenges as
well.

This study is grounded in reflective practice theory. ChatGPT is viewed as a dialogical
other (Pendlebury, 1995; Ghaye, 2010) that supports reflection through asking questions,
providing feedback, and dialogue. ChatGPT serves as a scaffold that helps pre-service
teachers express their thoughts, deepen metacognitive awareness, and move from private to
public reflection, which aligns with guided reflective dialogue models.

Methodology

A mixed-methods approach was designed to answer the research questions (Cohen et al.,
2018). The collected data included Reflective Essay 1 (RE1), Reflective Essay 2 (RE2) on the
same topic but written with ChatGPT’s guidance, and the conversation logs with Al RE],
RE2, and conversation logs provided three data sources, allowing cross-validation of findings
across datasets.

All data were in the Georgian language.

The quantitative study design focused on analyzing(See Figure 1, Study Matrix):

e Word Count analysis of RE1 & RE2: This comparison aimed to determine how
many words participants wrote independently versus with the help of Al, assessing
whether the word count increased when ChatGPT was involved.

e Prompts Count: Quantitative analysis of the prompts evaluated how frequently
participants interacted with ChatGPT.

o Count of the same lexical units in RE2 & logs; Overlap of lexical units between
RE2 and ChatGPT conversation logs: To measure the influence of Al on
vocabulary and ideas, we examined repeated lexical units in RE2 that appeared in the
ChatGPT logs, indicating the extent to which participants incorporated Al-generated
language and concepts.

For the word count analysis, the total number of words in RE1 and RE2 was recorded
and compared. SPSS 20 was used to calculate descriptive statistics (mean, median, standard
deviation) and conduct inferential statistics (t-test and p-value). The prompts were analyzed
quantitatively by counting the total number of prompts.

A qualitative study design was used to analyze (See Figure 1, Study Matrix):
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e Prompts Analysis: Understanding how participants communicated with Al and how
this interaction related to their writing was essential. This included examining
whether participants addressed ChatGPT with requests or questions and whether they
responded to AI’s questions within the conversation logs.

For the lexical unit analysis in RE2 and ChatGPT logs, Voyant Tools (Poldner et al.,
2014) was used. Each RE2 and its corresponding log were uploaded to identify shared lexical
units and word families. To reduce potential bias in coding and qualitative judgment, two
researchers independently reviewed and coded the reflective essays and ChatGPT logs. Any
differences were discussed and resolved through consensus, and all coding decisions were
recorded to maintain transparency. The types of prompts (questions, requests,
responses/dialogic exchanges), as well as participants’ introductions to Al, were also
thematically analyzed.

Mixed study

Ll
| |

Quantitative Qualitative

Word Count
___ analysis of RE1 & Prompts analysis
RE2

Prompts count

Count of the same
lexical units in RE2
& logs

Figure 1
Study matrix

Participants

The participants in the study were pre-service teachers enrolled in the BA-MA
integrated Primary Teacher Education Program at lakob Gogebashvili Telavi State
University, Georgia. Fifteen fifth-year pre-service teachers (equivalent to a Master's level)
participated in the study. These students had previously completed school practice twice in
earlier semesters and had kept reflective journals for that purpose. Prior to the data collection,
all participants were informed about the purpose of the study and the consent was obtained.
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The participation in the study was voluntary and anonymity and confidentiality were ensured
throughout the research process.

Data Collection

In the first meeting participants were asked to write a reflective essay on the
topic “Reflection and 1"’ (Reflective Essay 1 — RE1) by hand. A week later, ChatGPT was
introduced to the group. Only three participants had prior knowledge of Al and had used the
mobile app; the rest created accounts on OpenAl. Participants were not aware that they were
going to write the same essay and were instructed to ask ChatGPT for assistance in writing an
essay on the same topic, resulting in Reflective Essay 2 (RE2). The second essays were typed
on a computer. The participants saved their conversation logs with ChatGPT and submitted
them along with their RE2 essays to the researcher.

Each writing task was completed within one hour. Although 15 students completed both
assignments, three were unable to provide their ChatGPT conversation logs, and their data
were excluded from the analysis. Additionally, one participant directly copied ChatGPT’s
response into RE2 without modification; this data was also excluded. Consequently, the
essays and logs of eleven participants were included in the final analysis.

Results

Word count analyses of RE1 and RE2
To evaluate ChatGPT’s impact on participants' reflection we examined the word
numbers in both essays. The words were counted in RE1 and RE2 and then statistically
analysed (See Table 1 and Table 2). On average, ChatGPT-assisted reflections
are significantly longer than independently written reflective essays (See Table 2).
e ChatGPT-assisted reflections are, on average, 115.9 words longer than independent
ones.
o The p-value shows a highly significant difference (p < 0.001)
e Standard deviationis higher in ChatGPT-assisted reflections, showing more
variation in length.
e A paired-sample t-test revealed that ChatGPT-assisted reflections (M = 251.00, SD =
69.86) were significantly longer than independently written reflections (M = 135.009,

SD =46.70),
t (10) = 10.28, p < 0.001 (See Table 2)
Table 1
Word count in RE1 and RE2
N Reflective essay 1 Reflective essay 2 (Assisted by ChatGPT)
(Word count) (Word count)
01 109 204
02 186 356
03 129 251
04 60 180
05 227 338
06 187 363
07 108 262
08 114 202

147



09 118 217

10 123 183
11 125 205
Table 2
Statistical analysis of word count in RE1 and RE2
Independent Reflections ChatGPT-Assisted
Reflections
Mean (Average) 135.09 251.00
Median 123 217
Standard Deviation 46.70 69.86
Statistical Comparison (t-test) 10.28 -
P-value 0.000000123 -

Prompts analysis

To understand the impact of ChatGPT on participants' reflective writing, the prompts
were analyzed. The initial stage or introduction between participants and ChatGPT or the first
prompt was a key aspect of the conversations; it defined the context for ChatGPT’s questions.
The participants had to introduce themselves to ChatGPT, then explain the task, and ask for
guidance. Three participants introduced themselves as pre-service teachers, mentioning their
specialty and the task, and received relevant questions from the Al. However, some
participants skipped the introduction, and as a result, received highly diverse questions. For
instance, Participant #7 did not mention the teaching profession at all, so ChatGPT generated
very general questions about reflection that could apply to any profession. Participant #3
made a mistake in the introduction and presented herself as a “primary level student” instead
of a “primary teacher education student,” which led ChatGPT to produce simplified questions
suitable for a primary school student’s reflection, such as ‘What did you do? When and how?
What was the atmosphere like?” Other participants presented themselves as future teachers or
even in-service teachers, thereby giving the Al a false impression (See Table 3). Each type of
introduction influenced the set of questions that ChatGPT produced. Then, the participants
selected some questions and responded to them in their reflective essays.

Table 3
Participants’ Introduction to ChatGPT and Interaction type

How participants

. N of Prompts Types of prompts/interaction
introduced (Participants’ turn with ChatGPT RE2
N  themselves to taking includin Word
ChatGPT <Ing 1dIng count
introduction)
Future teacher (The Dialogue — responding to
01 level and subject not 8 ChatGPT’s questions and 204
specified) getting instant feedback
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Pre-service primary

02  education teacher of a Asking Questions 356
Specified year

03 InFroduced asa Requesting information 251
primary level student

04 A teacher Asking Questions 180

05 Pre-service primary Requesting information 338
education teacher

06 Primary education Requesting information 363
teacher g g

07 No introduction Asking Questions 262
Future teacher (The Dialogue - responding to

08 level and subject not ChatGPT’s questions and 202
specified) getting instant feedback

09 Pre-service primary Requesting information & 217
education teacher Asking Questions

10  No introduction Asking Questions 183
Future teacher (The - .

11 level and subject not Requesting information & 205

specified) Asking Questions

Another significant aspect of ChatGPT’s impact on reflection was the intensity of
communication, which was reflected in the number of prompts. The lowest number of
prompts, including the introduction, was 3, and the highest was 9, with a mean of 5.91
prompts. A typical prompt asked ChatGPT: “I am writing a reflective essay about my
reflection experience. Write guiding questions for this.” ChatGPT usually provided a
minimum of five topics or questions, each with three or four sub-questions.

The number of questions was often overwhelming, leading participants to ask for a
narrower focus or fewer questions. In most cases, more prompts did not lead to better results.
Participants were inundated with an increasing number of guiding questions from ChatGPT
(one log with 9 prompts contained nearly 2,800 words!). As a result, the ideas in the essays
were often chaotic. Conversely, those who used only three prompts tended to be more
structured, answering fewer questions more thoroughly. Only Participant #1 and Participant
#8 responded to most questions, engaging in a dialogic interaction with the Al, while others
selectively ans wered questions from the list provided by ChatGPT.

Regarding the types of prompts, most were in the form of requests such as “Guide me”
or “Write questions...” (see Table 3). Some participants preferred to ask direct questions and
receive answers, for example: “What is reflection?” or “Why is reflection important for
students?” Others used a combination of both requests and questions. Two participants (#1
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and #8) engaged in a conversational dialogue with ChatGPT, asking questions and writing
full responses in the chat logs. As a result, their reflective essays were more organized,
benefiting from ChatGPT’s instant feedback and suggested improvements. ChatGPT even
provided model sentences to support their reflections.

Lexical units and impact of ChatGPT

lexical units were analysed—words or word families, specifically content words such as
nouns, verbs, adjectives, and adverbs—and their usage was examined in RE1, RE2, and
participants’ conversation logs with ChatGPT. Lexical units that appeared in both RE1 and
RE2 were excluded from the analysis to isolate new lexis potentially influenced by ChatGPT.
Next, lexical units in the conversation logs were compared with those in RE2. Shared word
families (not word frequencies, which were higher) were identified and counted using VVoyant
Tools (https://voyant-tools.org) (See Table 4).

Almost all essays showed influence from ChatGPT’s questions or model sentences. The
ideas and lexical units in ChatGPT’s prompts impacted the participants’ writing. Generally,
the more prompts participants used, the greater the overlap of lexical units shared with
ChatGPT. For example, participant #2 used 86 words (24,16%) from the log—nearly a
quarter of their essay! Similarly, participant #11 incorporated 16.59% of words from the log,
and participant #4 used almost 21%. Additionally, one participant copied some content from
lecture materials as another resource.

These four points describe different types of impactsthat ChatGPT had on the
participants’ reflective writing, specifically on how they incorporated Al-generated content
into their essays. There were four possible impacts:

1. A participant copied a sentence directly from the log.

Example:
ChatGPT wrote: “Reflection is one of the key elements of a teacher's professional
development. It involves the individual’s awareness, evaluation, and search for
ways to improve their professional activities.” Participant #2 copied the entire
sentence.

2. Single words were taken from the log and used in the writing. There was multiple
usage of the same words in the essays (See Table 4 for shared lexical units).

3. Participants paraphrased ChatGPT’s ideas in their essays.

Example 1:
ChatGPT wrote on the benefits of reflection for schoolchildren: “Reflection
teaches children that mistakes are a part of growth. When a child evaluates why
they made a mistake, they can improve their approach and avoid repeating the
same mistakes.”

Participant #9 paraphrased:

“Through reflection, they learn from their mistakes. When a student thinks about
their actions, they also take responsibility for them.”

Example 2:

ChatGPT wrote: “In the process of reflection, it is important to be tolerant toward
yourself.”

Participant #7 wrote: “When reflecting, it is important to note that we should be
tolerant toward ourselves.”

4. Participants used ChatGPT’s ideas as a springboard for new ideas (whether valid or
invalid for the topic).
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Table 4

Example 1:
ChatGPT provided topics to participant #2, including reflection as a tool for
evaluation:

“Evaluation:

What did you learn from this process?

How did you engage the students and how effective was it?”

The participant developed the idea and concluded that reflection should be valid and
reliable:

“It often happens that a student may express dissatisfaction with the assessment |
give. Therefore, my reflection must be unquestionably reliable and valid—no one
should have any doubts about its credibility.”

Example 2:

ChatGPT provided a model sentence on teaching styles:

“Reflection is a space for me where I evaluate my actions and their outcomes to
better  understand  how  my  teaching  style impacts  students.”
Participant #11 developed the idea:

“As I mentioned, teaching requires continuous development rather than an
authoritarian style of instruction that merely involves the dry transmission of
knowledge.”

Lexical analysis of RE2 and ChatGPT conversation logs

N of the same words**
of the same words The percentages of

N RE2 ChatGPT log N RI.EZ and . shared words relative to
Word count* Conversation logs with RE?
ChatGPT
01 204 551 12 5.88%
02 356 2816 86 24.16%
03 251 339 13 5.18%
04 180 1540 38 21.11%
05 338 840 32 9.47%
06 363 827 28 7.71%
07 262 2962 27 10.31%
08 202 731 15 7.43%
09 217 581 27 12.44%
10 183 651 16 8.74%
11 205 1610 34 16.59%

*- Word Count Number excludes the words in the prompts and words such as ‘ChatGPT said’, ‘You

said’

** - Word Families were counted and not the word frequencies.

Discussion

The aim of the study was to explore ChatGPT’s impact on pre-service teachers’

reflective writing to understand how Al can be used to improve pre-service teachers'
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reflective writing. ChatGPT might significantly influence writing as the word count
comparison of independently written essays and ChatGPT-assisted suggested that the effect is
not just statistically significant but also meaningful in practice; Al support may lead to
substantially longer reflections.

The findings suggested that ChatGPT’s questions impacted the participants’ reflective
essays in four ways:

o Direct copying: Participant  copied exact sentences from  ChatGPT,

which led to potentially low originality, high reliance on Al text.

e Word borrowing: Single words or phrases from ChatGPT were reused, indicating
vocabulary influence, possibly expanding lexical choices.

e Paraphrasing: Participants rephrased ChatGPT’s ideas in their own words, which
shows comprehension and ability to reinterpret Al input.

e Idea development: Using ChatGPT’s ideas as a springboard to generate new
thoughts, which could facilitate higher cognitive engagement, creative elaboration
beyond Al input.

ChatGPT’s questions might inspire students to reflect by introducing new ideas that
influence their writing and thinking. Students may adopt concepts, structures, and vocabulary
from the Al, especially when model sentences are provided—borrowing both content and
form. It was observed that pre-service teachers who asked questions or actively requested
information from ChatGPT tended to incorporate more of its language into their essays. In
contrast, those who simply responded and engaged in a more dialogic exchange used fewer
words from the chat log, as their ideas emerged in real time without delay (Zhang et al.,
2023). Therefore, asking students to respond directly within the ChatGPT log, rather than
composing a separate essay afterward, may reduce the AI’s influence on their reflective
writing.

ChatGPT provides a set of questions personalized to pre-service teachers’ needs. It
offers instant feedback, encourages students through positive reinforcement, and supplies
model sentences to support reflective thinking. In the study the second essays were longer
and used more appropriate vocabulary—indicating that ChatGPT positively influences pre-
service teachers’ reflective writing.

Pre-service teachers should receive proper guidance when writing a reflective essay with
Al They need to understand that the scope of the Al’s responses can be controlled through
carefully structured prompts. A clear introduction to the task is crucial for ensuring effective
guidance from ChatGPT. As the study showed, participants can request information, ask
questions, or respond to ChatGPT. Even slight variations in how the task is introduced may
result in very different sets of questions. If pre-service teachers are not satisfied with the
output, they may repeat their prompts several times, but this often leads the Al to generate an
excessive number of questions, decrAeasing the quality upon repetition. This might pose a
challenge: too many prompts may overwhelm students or cause them to focus only on the
simpler ones, avoiding those that require deeper thinking. Pre-service teachers, in particular,
may find it difficult to review all the questions generated by ChatGPT and may need to select
only the most relevant ones—an effort that can be both time-consuming and cognitively
demanding. Moreover, since they do not feel obliged to respond to every question, the depth
of their reflections may remain limited.

The standardized Al output of a set of questions heavily relies on its training data, as
also noted by Buchholtz and Huget (2024). While ChatGPT acted as a “dialogic other”, asked

152



questions, provided feedback and added structure to the writing, the independent reflective
essays did not have a structure; they were similar to free writing and had its originality, which
was lost in reflective writing with Al.

Conclusion

Using ChatGPT as guiding partner for pre-service teachers’ reflective writing requires
careful consideration. On one hand, ChatGPT might enhance reflection with different topics
related to teaching profession, on the other hand it could impact pre-service teachers’ writing
in many ways. Students may lose their voice, copy the sentences from the logs, or follow
suggested structure and opt out answering deep questions. It is important to study what type
of guidance of Al will lead pre-service teachers to achieve deeper layers of thinking.

Limitations

The study has several limitations. First of all, the depth of reflection was not assessed
with validated rubrics; instead, descriptive indicators were applied. Next, there was a small
number of the participants in the study, so findings may not be generalizable to broader
populations or different language contexts. The study examined one essay, one time. Finally,
the study was in the Georgian language, and the participants could have brought inadvertently
cultural aspects.

CHATGPT-h NhUNRULUURLARESNRLE NLIBU UNUQU UULYULUCF LB
NGILELUN, Nk EBUL ULUYPS

Uhpkjwdk Gwudwp

Ynppnipyul b hnidwbpwnup ghnnipinibikph pulniynknp nngkinn,
Bwlnp Anglkpupyhint whyjwl PEjuhh wlhnwlui huduyuupul,
Jnwuwnul

tamar.miqgeladze@tesau.edu.ge
https://orcid. org/0009-0007-8116-8903

Unfthnifruughp

Unyu hbnnwgnuinipiniu mhl}pml}mnhmd E dwijujupdulub Yppoipju hmphnpm—
gt twpunwhpwybpubphg Ukjht wywqu dwbluwdupditph pbdikpupy gpmipjut’ wow-
Jhuybu tjupugpuijut dwujuppulnid dbwnt Jhudwtp, htsh yuwndwnny wjt qnipy L
1hunud mthpwdbtown dnwynp junpmipinitihg, hwjkguljupquyht junnigqusphg nt pitiwnw-
nuljul thLnLanLp niuhg: thunwplbny htwpwynp mh]uhnanhuﬂlmh odwlinul] junnigw-
Jwpgbpp wyu hknwgnunm pjut tywnwlh kp phtk] ChatGPT-h' npuybu kpljunuwljwh gpu-
Jnp oqwljuth wpnnitwybnnipniup, npp twhwgdyt) | twptujwt duwubughunwlu
wuwwnpwuwnnipjut pupugpnid junniguspuyhtt nhdikpuhy dnwsnnnipjut qupgugdut
wowlghint nt wju fupwtkint hwdwn:

Zkwnwgnunipinit hppuljuibwgyt) k2024 pduluih ghjunbdpipht Ypuunwh 8wlnp
Anglpupyhint wiut Chjwghh whknwljwt hwdwjuuputh muppujub Yppenipjut wyw-
qu Uwtjujupdutph spowunid juwnp hinwgnunujut dbpnnutph Jhpundwdp: SYjujutph
hwjwpwgpnidp tkpwnk; L hupunipnyt gqpus nkditpuhy tuubkubtph, ChatGPT-h wewlgnt-
pjudp juquws nbkditpuhy kuububph nt widhgwwybu wphbunwljwt puwbwlwinpiut
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(UR) dhotiptiuhg wpunnusywsd Eplununipniuiubph hwdwwywpthuwl dwnjwuubbph hwdw-
Jupgyws hwjuwpwugnpnidh nt juwgwdl uinnignidp:

Onpdwnwluwt wpynibptpp hwuwnnd &b, np ChatGPT-u Jwpnn b tpwbwluh b
npujut wqptgnipmnit nibbtw) nbdiipuhy gpmipjut junnigjuspuwihtt juquulbpydwt
Ypw punuybtng pnjwbnuljught vwhdwibbpt ot pupkyuybing spugpuhll punwuyw-
owiph Yhpwpnudp: Ujuntwdkiwghy, ndjuutpp dhwdudwiwy hwynbwpbpnd Eu, np UR
hunbkgpnidp Yupnn k ny dhnniduwdnp YEpuyng wqpl) niuwinnubph gpudnp wppjuwnwph
Ypw, dwubwnpuybu unuuup]us dbwlkpynidibph gqungweny] twuqbgibtin] htnh-
twlh huptwnhy dwjip: ZEknbwpwp hbnnwgnunipniut puggsnud E hpwhwuqubph gup-
wnwpwghwnipjub (prompt engineering) hwwnnil] dwuptph nt UL junmiguspuyhtt odwinu-
Ynipjult wjtyghuh dAukph hpuwnwy htnwgnundwt withpudbynnipnitp, npntp Jupny b
wpynitwybnnpbl upwil)] wykih junpp dbnwdwbusnquljoh wigpunupdp wewbg
uljgpwjut hinhtwlnipniup Juuubgbnt: Uju gquunljbpugnidubpp wpdipwynp ninkgnyg
k. wnwowpynid Yppnipju ninpup njuqupubph hwdwp, npnp dquinud k. wphkuwnw-
jub puwbwlwinipniip yunwujpwwnn Yipyny tbkppul)] dadwiuljuljhg dwijudupd-
utiph yuunpuwundwl ntumdbwjut Spugptpnud:

Zhutpunkp ok$ipuhy qpnipinit, ChatGPT, wphbunwlwh putwljwin pyub wewly-
gnipjnit qpuynp wohuwnwbpnid, dwtjujupdujut nhdikpupw, wmyuqu dwtljudupd-
ubip:
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AHHOTALUA

B smoxy mo6anpHOM mmdpoBu3anuy npodieMHoe ncronab3oBanne narepHera (ITMIM) Beimmio 3a
PaMKH MHAWBUAYAJIbHOW IICHXONATOJIOTHUH, MPEBPATUBIINCH B CHCTEMHBIN BBI30B MHCTHTYTY CEMBH.
Llenpi0 JTaHHOTO WCCJIEAOBAHUS SBISIETCS KOMIUIGKCHBIM aHaJM3 MEXaHU3MOB TpaHchopManuu
BHYTPUCEMEIHHOW KOMMYHHUKAIIMU T10]] BO3AEHCTBUEM HEKOHTPOJIUPYEMOIl M(PPOBOI BOBICUEHHOCTH
U POIUTENBCKOH «TexHodepeHnn». B pabore mprMeHEH KaueCTBEHHO-OPHUEHTHPOBAHHBIH H3aliH
CMELIaHHBIX METOA0B. DMIUPHUYECKYIO 0a3y COCTaBHJIM JaHHbIE, OIyYeHHBIE OT 87 PECHOH/ICHTOB U3
25 ceMeil, IPOXMBAIONMMX B Pa3IMUHBIX COLHAIBHO-YKOHOMHYECKNX 30HaX PecrmyOnmuku ApmeHns.
COop maHHBIX OCYIIECTBIUICS MOCPEACTBOM MOJNYCTPYKTYPHPOBAaHHOTO aHKETHPOBAHMS C MOCIEIY-
IOIUM MPUMEHEHNEM MHIYKTUBHOTO TEMAaTUYECKOTO aHaan3a HAppaTUBOB U JECKPUITUBHON CTaTHC-
THKH. Pe3ynbTraTsl JeMOHCTPUPYIOT JBYHANpaBICHHbIH, INKINYHBIA XapakTep HU(PPOBOTO OTUYKJeE-
HUA. BeisiBieno, uro 73% yvacTHnkoB (64 pecrioHaeHTa u3 87) KOHCTaTUPYIOT KPUTHIECKOE COKpallle-
HHE OYHBIX KOHTaKTOB B JIOMalllHEH cpee. YCTAaHOBIICHO, YTO JIATEHTHAs. POJUTENICKAs TEXHO(epeH-
IIUs] TECHO B3aMMOCBS3aHA C YYBCTBOM SMOILIMOHAJBHON JENpUBAIMM Y TIOAPOCTKOB U UX KOMIICHCA-
TOPHBIM YXOJIOM B BHPTYaJIbHYIO PEaIbHOCTh (IKpaHHOE BpeMsI IIPEBBINIaeT § 4acoB). AHAIN3 cTpare-
Ml ceMEeHOTO KOHTPOJS 3a(UKCHPOBaN NIyOOKHH MHCTHUTYIMOHAJBHBIN KPHU3WC: TOMUHHPOBAaHUE
HOPMAaTHBHOTO TOMYCTHTENbCTBA (67% cemeit) min HedpPEKTUBHOTO KapareibHOro Haazopa (33%),
YTO MOPOXKIAET KOTHUTUBHBINA JHCCOHAHC M «iudpoBoe iuuemepue». HayuHas HOBH3HA Hccie0Ba-
HUS 3aKJTI09AaeTCs B KOHIENTYaJH3alluy MapaJokca «TPaHCHAIIMOHAIBHON I(POBOIl CBSI3U» B yCIIO-
BUSIX CTPaH C IEPEXOJHOW SKOHOMHUKOI: MHTEPHET BBINIOJIHSET )KU3HEHHO Ba)XKHYIO (DYHKIMIO coXpa-
HEHUs] MaKpOCOLIMAIBHBIX CBsA3€l ¢ OUacmopod (MO3WTHBHO OLEHEHO 82% pEeCIOHIEHTOB), OIHO-
BPEMEHHO BBICTYyIAs KaTaJlM3aTOPOM MHKPOCOLMAIBHOTO, BHYTPUCEMEHHOro pa3oduieHus («omuHO-
4ecTBO BMecTe»). [IpakTHyeckas 3HAYUMOCTh pPabOThl COCTOMT B OOOCHOBaHHHM HEOOXOAMMOCTH
nepexoja OT 3alpeTHTENbHBIX BOCIUTATEIbHBIX IMPAKTHK K (OPMHPOBAHMIO OCO3HAHHOTO MEIHa-
pOAMTENHCTBA M COBMECTHOTO IM(POBOrO MOTPEONICHNST KaK KIIIOUEBBIX YCIOBHH BOCCTaHOBIICHUS
9KoJIOTHH ceMeiiHoro obmeHust B XXI Beke.

Knrwoueevie cnosa: I’lpO6jl€MHO€ UCnosib3o06anue unmeprnema, meopus cemMeliHbIX cucmem, mexHo-
qbepemﬂm; MENCTUYHOCMHAA KOMMYHUKAYUA, uud)poeoe podumeﬂbcmeo; Me()uaepamomuocmb; ncuxo-
Jozudeckoe omltyofcdeHue.

BBenenue

CTpeMI/ITeHBHOG IIPOHUKHOBCHUC MOOHMIIBEHBIX TEXHOJOTHH B MOBCCAHCBHYIO KH3Hb
(i)yHJIaMeHTaHBHO U3MCHWJIIO MNaTTEPHBI YCJIOBEYCCKOI'0 IOBEACHUA, CIIPOBOLMPOBAB POCT
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MOBEACHYECKUX aIIUKIUA. lccnemoBarenn OTMEYAalOT, YTO y AaKTHBHBIX MOJb30BaTeiel
cMapT(QOHOB Bce dHalie HaOMIOAAIOTCS KIACCHYECKHE CHUMIITOMBI 3aBHCHMOCTH: CHHAPOM
OTMEHBI, KOTHUTHBHAS TIOTJIOIIEHHOCTh ¥ SIPKO BBIpOXKEHHOE MPEANIOYTEHHE KHOepIpOCTpaH-
CTBEHHBIX OTHOIICHUH pealbHOMY MEXIIHYHOCTHOMY B3ammoneiicteuio (Kwon et al., 2013).
B3spocnbie mons3oBatenu, MpoBepsromne cMapTGOHBI KaXAble HECKOJIBKO MHUHYT, JEMOH-
CTPUPYIOT YCTOWYHMBBHIC MATTEPHBI MOBEJICHUYECKOW 3aBHCUMOCTH, Pa3pylIarolie COIUANb-
Heiit quanor (Bian & Leung, 2014; Turner, 2020). 310 u3MeHEHHE BEKTOPa KOMMYHHKAIHN
HAHOCHT CEPhE3HBIN yIIepd cemeiiHoi a3kocucreme. [IpobreMHOe HCITONb30BaHHE HHTEPHETA
(ITMN) Hepa3pbIBHO CBSI3aHO C CEMEHHBIM TUCTPECCOM U HEOMPEICICHHOCTBIO AOMAaIIHEH
Cpesbl, TIe OSMOIMOHAIbHAS HECTAOWIBHOCTh CTUMYIHPYET Ype3MepHoe MoTpelieHue
(POBOro KOHTEHTA KaK Je3aJalTHBHBIA MeXaHH3M coBiaiaHus co crpeccoMm (Tudorel &
Vintila, 2020).

[IpuurHHO-CIIEICTBEHHAS CBSI3b OTOTO SBJICHHUS YacTO OepeT HAYalo 3a MpeieiaMu JIoMa.
Jis MHOTHX B3POCIHBIX TMEPBHYHBIM TPUTTEPOM (GOPMUPOBAHUS HHTEPHET-3aBUCHMOCTH
BBICTYIAeT WX MpodeccrHoHaNbHasl esATeIbHOCTD; MMOCTOSHHAS BOBJICYEHHOCTh B BUPTYallb-
HyI0 pabod4yio Cpely CTHpaeT TPaHHIBI MEXIY Kapbepoil W au4Hoi xu3Hbio (Ghazaryan,
2024). Tpaucdopmariusi mpodecCHOHANEHBIX MPUBBIYEK B KOMITYIIBCHUBHOE HCIIONB30BaHUE
WHTEpHETa HEU30€KHO IEPEHOCHTCS B JOMAIIHIOKD OOCTaHOBKY, (OpMHUPYS YCTOWYHMBYIO
3aBucuMocTh (Ghazaryan, 2025). Korma pomurenu crpagaror oT ITMHW, ux moCTOSHHAS
MOTPEOHOCTH B MPOBEPKE MOOWIILHBIX YCTPOHCTB MOPOXKIaeT (DEHOMEH «TeXHO(EPEHIINU» —
HeTpeIHaMEePEHHBIE TEXHOIOTHYECKHE MPEPHIBAHMS B MPOLECCE MEKIMIHOCTHOTO OOIICHHUS
(McDaniel, 2019; McDaniel & Coyne, 2016). B oruune 0T 0CO3HAHHOTO WTHOPHPOBAHUS
cobecenHmKa, u3BecTHOro Kak «(hadbouur» (Chotpitayasunondh & Douglas, 2016), rexunode-
PEHIIMS IeHCTBYyeT Ha OECCO3HATEIBHOM YPOBHE, KATaCTPOPHUUECKU CHHXKAs BEpOATBbHYIO U
HEeBepOaIbHYIO OT3BIBYMBOCTD POAUTENCH, a Takke ux crmocobHocTh K ammaruu (Kildare &
Middlemiss, 2017).

Takass TeXHONOTHYECKasl ACTIPHUBAIMS OMOIMOHATBHOTO KOHTAKTA 3acTaBJsIeT JeTei
BOCIIPHHUMATH POJHUTENBCKOE TIOBeeHHE Kak (opMy OTBepkeHHA. [IbITasich KOMIIEHCHPO-
BaTh JAC(QUIIMT BHUMAHUS, IETH MPUOETaloT K 00CepBallMOHHOMY (HaOMIOAaTebHOMY) 00yUe-
HUIO, 3ePKAIBHO KOMUPYs aJJUKTHBHBIC MATTEPHBI POJUTENCH, YTO 3aMyCKaeT KaCKaJHBIN
nporiecc GOPMHUPOBAHHS MPOOIEMHOTO HCIONB30BAHHS MeUa Y)KE Y MIIAJIIETO MOKOJICHUS
(Xie et al., 2021). Pannee pazutue [TNU ycyryOnseT U30JISIHIO TOAPOCTKOB M pa3pyliact
KaueCTBO BHYTPUCEMEHHOW KOMMYHHKAIIMH, YTO MAapaJOKCAbHBIM 00pa3oM JeiaeT X
KpaifHe ySI3BHMBIMHU JUISI HETATHBHOTO OHJIAHH-OMBITA, BKITFOUAsh KHOEP-PESIIMOHHbIC aJIUK-
MM U JaKe PUCKHM cekcyaiapHo# BuktuMmzarmu (Kim et al., 2017; Livingstone & Smith,
2014; Poli, 2017). Kpome Toro, BbICOKasi 4acTOTa UCTIOIb30BAHUS TAHDKETOB COMPOBOKIACTCS
MaHu(ecTanuell HeTaTUBHBIX 3MOLMH NPU OTpaHHMYEHUH AOCTyHa K CETH M CyLIECTBEHHOMN
notepeil nuuHoi mnpomykruBHoctu (Park & Lee, 2012), 4To JOMOJHUTENBHO YCHIMBACT
HAIPSKEHHOCTh B CEMBE.

Hayunwiii npooen

HecmoTps Ha nokazaHHOE W30JIMPOBAHHOE BIMSHUE TEXHO(PEPEHLUUH HAa KOMMYHHUKa-
[0, B COBPEMEHHOW HAayKe OTCYTCTBYET IIEJIOCTHOE MOHUMAaHNE MHOTOYPOBHEBBIX MPHYUH-
HO-CJICICTBEHHBIX MEXaHHW3MOB: KaK HMMEHHO MpodeccuoHaibHO-uHaynrpoBannoe [IMU
B3POCJIBIX KACKaJHO Pa3pylIaeT apXUTEKTYPy CEMEHHOro oOLieHus: 1 GOpMHUPYET BTOPUUHYIO
3aBUCUMOCTbD y JETEH.
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Ienb uccnedosanus: BLISBUTH CHCTEMHYIO POJIb HHTEPHET-3aBUCHMOCTH B iehopManuu
CTPYKTYPHBIX U SMOIIHOHAILHBIX MATTEPHOB CEMEHHON KOMMYHHKAITUH, TPOCIICANB BIHSIHUC
POAMTEILCKON TeXHOGEPEHIIUU Ha 1M POBOE MOBEACHUE ICTCH.

Hccneoosamenvckue eonpocni

= Kak mnpodeccroHanbHas MHTEPHET-3aBUCUMOCTh POAWTENCH BIUSET HA YacTOTy
BO3HUKHOBEHHS TEXHO(PEPEHIINHN B CEMEHHOM KpyTy?

= B Kako# CTEeNEeHN CHIKCHNUE POIUTEIHCKON SMITATHH M3-32 MCTIOIB30BAaHUS CMapTQo-
HOB (TexHodepeHuus) nerepmunupyet pasputue [INU y nereit?

= SIBnsgercs MU HapyIICHHUE CEMEHHOW KOMMYHUKAIIMU MEIUATOPOM MEXKIY POIUTEIIb-
ckuM 11U u ya3BUMOCTBIO TTOJPOCTKOB K KHOEP-aATuKIINsIM ?

MeToasbl

Hu3aiin uccneoosanusn

Jnst TimyOoKoro W BCECTOPOHHETO TMOHWMAaHWS MEXaHW3MOB TpaHCPOpPMalUd BHYTPH-
ceMelHOTro OOIIeHUs M0 BO3ACWCTBHEM IPOOIEMHOTO WCIONBb30BAaHUS WHTEPHETA IIPH-
MEHSUJICS Ka4Y€CTBEHHO-OPUEHTUPOBAHHBIA JIM3aliH CMEIIAHHBIX METOAOB. J[aHHBIM MeTONO-
JIOTUYECKHUH TOAXO TO3BOJISIET MCIIONB30BaTh KOJMMUYECTBEHHBIE JaHHbIE T (POPMHUPOBAHUS
MEPBUYHOTO CTATHCTUIECKOTO KOHTEKCTA, B TO BPEMS KaK OCHOBHOM Hay4HBIH (OKyC HaIpaB-
JICH Ha IIyOMHHBIN aHaJIM3 KaueCTBEHHBIX CTPYKTYPHBIX HM3MEHECHUH B ceMbe. Kak momauepku-
BAaIOT COBPEMEHHBIE HMCCJIEIOBATENN, KOMIUIEKCHAs METOJOJIOTUS NMEAAroru4eckoro W Icu-
XOJIOTHYECKOTO ITOMCKA HEOOXOMMa [T JETaIbHOTO U3YYSHHS CTOJIh CIIOKHBIX SBJICHHA.

Yuacmuuxu u evioopxa

UccnenoBanue mposoamiock B Pecnyonuke Apmenus. st ¢popmupoBaHHs BBEIOOPKH
NPUMEHSJIach CTPATErHsl LEJICHANPAaBICHHOIO 0TO0pa, KOTOpasi IIMPOKO HCHONb3YeTCsl B Ka-
YECTBEHHBIX M CMELIAHHBIX HMCCICAOBaHMAX U BbIOOpa HanOosiee MH()OPMATHBHBIX CITy-
4yaeB, PacCKPHIBAIOIINX CYTh M3ydaeMoro ¢eHoMmeHa. B mccnemoBanue ObUIM BKIFOYECHBI 25
cemeii (oOmas BbBIOOpPKAa cocTaBwia 87 pECHOHACHTOB), NPOXKHUBAIONIMX B Pa3IHMYHBIX
COLMAJIbHO-PKOHOMUYECKHUX 30Hax: B croiuue (r. EpeBan) m permoHanbHbIX LEeHTpax (.
Bananzop u . Apmarup). B crpyktype BoIOOpKH poauTenu coctaBuwiu 39%, moapoctku (Bo3-
pact 12-17 ner) — 46%, a mpencraButenu crapuiero mnokonenus — 15%. Cymnpyxkeckuit
CTaX B HCCJIEAYEMBIX CEMbSX BapbUpPOBAJICS OT 5 10 25 neT. OrpaHUYeHHBIH 00bEM KOMH-
YECTBEHHOH BBIOOPKH IMOJHOCTHIO KOMIIEHCHPYETCSl IIyOMHON KadyeCTBEHHOIO aHaJn3a, 4To
COOTBETCTBYET CTPOI'MM KPUTEPHUSIM JOCTOBEPHOCTH B HCCIIeIOBaHUAX (hopmMara Case study.

Hnempymenmul coopa oannpix

OCHOBHBIM MHCTPYMEHTOM CcOOpa SMIUPHUYECKOTO Marepuana MOCIyXHja CIeIraaIbHO
pa3paboTaHHasi MMONyCTPYKTYPUPOBAaHHASI aHKETa, BKIIIOYAIOMIAS TISTh KIFOYEBBIX BOIPOCOB.
UuctpymenTapuii OblI pa3yienieH Ha JiBa JIOTHIeCKUX OJI0Ka:

1. KonmuecTBeHHBI OJOK (3aKpBITHIE BOIPOCHI): OLEHKA EXEJHEBHOTO SKPaHHOTO
BPEMEHH, BIMAHHSA WHTEPHETa HA YACTOTY OYHBIX KOHTAaKTOB M (DPMKCAIUS HATUYAA WIH
OTCYTCTBHS BHYTPUCEMEWHBIX MPABHI KOHTPOJIS IIU(DPOBOTO MOBEIECHHS.

2. KavecTBeHHBIH OJOK (OTKpBITHIE BOIIPOCHI): BBHISIBICHHE CYyObEKTUBHOTO BOCIIPHATHS
KauecTBa OOLIEHHUS, MPOOJIEeM HEXBAaTKH PEalbHOrO B3aUMOJCHCTBUS M KOMIIEHCATOPHBIX
BO3MOKHOCTEW NOJIEp>KaHUs CBA3H.

Ilpouedypa u ananus oannwvix
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COop IaHHBIX OCYHIECTBIISIICS C COONIONEHHUEM ATUYECKHX HOPM HMH(POPMUPOBAHHOTO
cortacusi. KonnyectBeHHble AaHHBIe 00pabaTbIBadich METOAAMU OMHCATEILHON CTaTUCTUKU
JUIs BBIYMCIIEHUS! IIPOLICHTHBIX COOTHOMIEHUH. OTKpBIThIE HAPPaTUBHBIE OTBETHI PECIIOHIEH-
TOB 00pabaThIBaIiCh C IMOMOIIBIO METOA MHAYKTUBHOIO TEMAaTH4eCKOro aHaiausa. Temaru-
YEeCKHI aHaJIN3 ABJSIETCS] THOKUM M TEOPETUYECKH 0OOCHOBAHHBIM METONIOM IS BBISBICHHS,
aHaIu3a ¥ ONMCAHMS NAaTTEepHOB (TeM) BHYTPH KaueCTBEHHBIX JAHHBIX B Icuxonoruu. lIpo-
[IeCC BKJIIOYaJl O3HAKOMJICHHWE C JaHHBIMU, I'€HEPAIMI0 NEPBUYHBIX KOAOB, IIOMCK YCTOM-
YUBBIX TEM (HampuMep, KOMMYHUKATHBHAs W30JIMSA, LU(pPOBas KOMIIGHCAMs) U WX
MHTETPALMIO B LIETOCTHBIA aHAIUTUYECKUM OTYET.

Pe3y.]1bTaTbl Hccjaea0BaHusA

WHTerpanys KOJIMYECTBEHHBIX M Ka4eCTBEHHBIX JaHHBIX, TONYYEHHBIX B XOAE HCCIe-
noBanus 25 apmsHckux cemeit (N=87), mos3Bomuiia BBISIBUTH MHOTOYPOBHEBYIO KapTHHY
TpaHcOpMai BHYTPHUCEMEHHOW KOMMYHHUKAIMM IIOJ BO3ICHCTBHEM MPOOIEMHOTO
ucnois3oanusa uHTepHera (I1IMM). [Ins obecnieuennss MakCHMaIbHON HAyYHOH CTPOTOCTH U
FHy6I/IHI)I aHaJIn3a, pe3yJIbTaTbl NPEACTABICHBI B BUJI€ CUHTE3a HCIIAPaAMETPUUCCKOTO CTaTUu-
CTHYECKOTO MOZEIUPOBAHUS W TITyOMHHOTO (PEHOMEHOIOTHYECKOTO aHaJM3a Ka4eCTBEHHBIX
narrepaoB. OGmast crpykrypa BbiOopku (N=87) pacmpemenuiach CleayommMm o0pasoM:
pomutenu — 34 denoBeka (39%), noapoctku — 40 yenoBek (46%), IpeACTaBUTEIH TTPAPO-
JIUTEIBCKOTO TToKoIeHusI — 13 denorek (15%).

1. Apxumexkmypa uugpoeozo nompebieHus: HNOKOJCHYECKUI U cmpamupuka-
UUOHHDBLI AHAIU3

[lepBuuHBIi aHATU3 JECKPUIITUBHBIX JTAHHBIX BBISBHJ KPUTHYECKUA BHICOKHN YPOBEHB
U POBOIA BOBIEUEHHOCTH BO BCEX MOKOJICHUYECKUX KOTOPTaX, OMHAKO C SIPKO BBIPAKECHHON
cneunuKoil pacnpeneseHust 3KpaHHoro Bpemenu. B 60% wuccienyemsix cemeit (15 u3 25)
0a30BbIl MOKA3aTeb €KEIHEBHOIO MPEOBIBAHUS B CETU COCTaBJsIeT OT 5 10 7 vacoB. Jlis
Ooyiee JIETAILHOTO TIOHMMAaHUs JIMCIIEPCHU AITOrO IOKa3aTellsi OblUla TMOCTPOEHa MaTpHIla
Kpocc-TeHepalroHHoro udposoro noseaenus (Tabnwma 2).

Tadaunma 1
Mampuya kpocc-eenepayuonno2o yu@poso2o nosedeHusi u CyObeKMueHOU OYEeHKU KOMMYHUKAYUU
(N=87)

Cpennee Cy0LeKTHBHOE Mepenoc
ITokoneHnveckas IKpaHHOe
N ourymenne qepunura KOMMYHHKAIIHMH B
Koropra Bpemst peaibHoro obumenns (%o)  uugposyo cpeny (%)
(4/neHnb)
Moapoctkn (12- 40 > 8.0 85.0% 42.5%
17 aer)
Poanrenn (30-55 34 55 — 65 61.7% 14.7%
JIeT)
Hpapoaurenn 13 20 — 35 30.7% 0.0%
(>55 aer)
OGuuii uror / 87 ~6.1 ~68.0% ~20.0%
Cpennee

Kak pemonctpupytor mansable TaGmuier 1, Koropra HOAPOCTKOB JIEMOHCTPHPYET
IKCTpEMalIbHbIE 3HaYCHUsI IM(POBOH MOMIOIIEHHOCTH (B CpeiHeM 8 U OoJiee 4acoB B CYTKH).
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[prMeHeHne CTATUCTUYECKOTO aHaIN3a TaOIHI[ COMPSHKEHHOCTH C UCIIONIB30BAHHEM TOYHOTO
kputepusi Ouiiepa MOATBEPAUIO CTATUCTHYCCKU 3HAYUMYIO aCCOIMAIIUIO MEX/Y MOKOJICH-
YECKOM MPHUHAIIEKHOCTIO K 00beMOM dKpanHoro Bpemenu (p < 0.01).

Cormoioruyeckass WHTEPIPETAIUsT JTaHHOTO (DEHOMEHAa OIMUpAeTCsl Ha KOHICTIIUIO
«ceteBoro obmectBa» M. Kacrensca (Castells, 2004). ITonpocTku He MpoCcTo «IOTPEOISFOT
UHTEPHET; WX COLHAJbHAs HACHTUYHOCTh M OHTOJOTHYECKass OE30MacHOCTh TMOJHOCTHIO
KOHCTPYUpYIOTCST B 1udpoBoit cpene. Pomutensckas koropra, neMoHcTpupyromas 5.5-6.5
9acOB IKPAHHOTO BPEMEHH, HAXOIMUTCS B COCTOSIHUM TPAH3UTHOTO KOMMYHHUKATHBHOTO JIHC-
COHAHCA: OHM HCIOJB3YIOT UHTEPHET MPEHMYIIECTBEHHO ISl MPOGECCHOHATBHON JesTeIb-
HOCTH M TIOJICP)KaHHsI COLIMAIIBHBIX CBSI3CH, OJJHAKO ITOT MPOIIECC HEM30EKHO BTOPraeTcs B
IPOCTPAHCTBO IOMAIIIHEro aocyra, mopokaas dheHomen «rexuodepenimm» (McDaniel &
Coyne, 2016).

2. Hnoexc KOMMYHUKAMUBHOZ0 Oehuyuma u CmpyKmypHoe mMooenuposanue omuyic-
oenus

IleHTpaabHBIM OTKPBITUEM HCCIICIOBAHUS CTAJI MacTad CyObEKTHBHO MEPEKUBACMOIO
KOMMYHHKAaTUBHOTO Kpu3uca. 73% pecrnoHgeHToB (64 denoBeka u3 §7) KOHCTaTUPOBAIU
pe3Koe COKpalleHHe BPEMEHH OYHBIX, BHYTPHCEMEHHBIX KOHTakToB. bomee Toro, 68% (59
YeJIOBEK) OTMETHIIN OCTPYIO, OOJIe3HEHHYI0 HEXBAaTKy AMOIIMOHAJIHLHO HACHIIICHHOTO peajb-
HOT'O OOLICHHUS.

JJis KOHIeNTyanu3aluy 3TOro mporecca ObT pa3padoraH ycinoBHbIH MHIeke KoMMYy-
HUKaTHBHOTO Aeduuura (I.4), KOTOPBI OTpakacT COOTHOIICHHE BPEMEHH, MPOBOIUMOTO
YJICHAMH CEMbH B COCTOSHHUM MHAMBHAYaIbHOW HUGPOBON M30MAIMU (Tyy1ine), K BpEMEHU
COBMECTHOH, He ONOCPEIOBAHHOMN dKpaHaMu aKTUBHOCTH (Trgce—to—face):

Z Tonline

I d -
¢ Z Tface—to—face

B ceMbsix, HEe IMEIONIMX AKCIUTMIIUTHBIX TPABUII PETYIMPOBAHUS TUPPOBOTO MOBECHHUS
(a TakoBBIX B HaIlllell BEIOOPKE TOAABIIsIONIee OONBITUHCTBO — 67%, wiu 17 cemeil), 3Have-
HUE .4 JOCTUraeT KPUTUYECKUX OTMETOK. KoppensunoHHbli aHanu3 no merony CrvpmeHa
(p) BBISIBUII CHIIBHYIO OOPaTHYIO CBSI3b MEXK/Y HAJTHMYMEM BHYTPUCEMEUHBIX PEryIUpPYIOIIHX
MIpaBUJI M ypOBHEM CyObEKTHBHOTO MEpeXUBaHMs oguHOuecTBa B cembe (p = —0.72,p <
0.05). MusIMu CITOBaMH, TIOJTHOE OTCYTCTBHE Mexanu3moB kKouTpois (laissez-faire momxom)
BBICTYIIa€T HE MPU3HAKOM JEMOKPAaTHYHOTO BOCIIMTAHUS, a KaTalu3aTopoM IiIyOOKOTro
SMOIMOHAIEHOTO OTUYK/ICHHSI.

Oco0oro BHUMaHHUS 3aCIIyKHBAET rpynmna pecronaeHToB (20%, 17 genosek), 3asBUBLLIAs
0 TIOJIHOM TIepeHoce OOIIeHHs Ha TU(POBYIO MIAaTPopMy (MECCEHIKEPH) Aaxe MPH HAXO0XK-
JICHHU B OJTHOM (PH3MUYECKOM MPOCTPAHCTBE (HANpHMeEp, B OMHOU KBapTupe). B cormonoruu
ceMbH 3TOT heHOoMeH OnecTaiie onuceiBaeTcs MeTadopoii 3. baymana o «rekyueit coBpeMeH-
Hoctr» (Bauman, 2000), roe mpovHble, GU3HUECKHE CBS3M 3aMEHSIFOTCS JIETKO IMpephbiBae-
MBIMH, BUPTYaJbHBIMH «KOHTakTamu». CeMbs mepecTaeT ObITh €JUHBIM 3MOLMOHAIBHBIM
OpPraHU3MOM, NPEBPAIIAsACH B CETh aBTOHOMHBIX Y3JI0B, KOTOPBIE MPEATIOYUTAIOT OTIPABIATH
TEKCTOBBIE COOOIIEHUS] M3 COCEJIHUX KOMHAT BO u30ekKaHUE TPSMBIX SMOIHOHAILHBIX
KOH(pOHTALNH.

3. Denomenonozus <Qounouecmea emecme>. Kauecmeennuvie xeiic-cmaou
Jnst obecrieueHUs] MaKCUMAJIBHON TIyOWHBI YWCIIEHHBIC JaHHBIC OBUIM TIOABEPTHYTHI
Ka4eCTBEHHOW TPHAHTYIIANNN TIOCPEACTBOM TEMATUYECKOTO aHajn3a OTKPBITBIX OTBETOB
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pecrionzieHToB. Ha ocHOBe HappaTHBOB OBUIM C(OPMHUPOBAHBI JIBA THITMYHBIX KaYeCTBEHHBIX
npodwmis (Composite Case Vignettes), oTpaskaroniux MoJsipHbIe MaTTEPHBI TpaHc(opMauu
CEMENHON CUCTEMBI.

Keiic 1. ®enomen «CeMbsl Kak KOBOPKMHI (TumoJIOrus 0Ty KAeHUsT)

Ipoguns cghopmuposan Ha ocrose ananusza 17 cemeti (67%), He umerowux npasun
02PaAHUYeHUs. UHMEePHEemd, NPEUMyeCmeeHHO NPodxcusarowux 6 2. Epesat.

B nanHoii koHpUrypanun QunyecKkoe MpOCTPaHCTBO JoMa (TOCTHHASL, KyXHS) yTpadu-
BAeT CBOIO TPAAMLMOHHYIO (PYHKIHIO MecTa KOHCONMAauuu. Kak oTMe4aroT pecrioHJeHTHI-
MONIPOCTKHU: "Mbl Modicem cudemsb gewepom Ha 0OHOM Ousane: nanda 6 paboyux yamax, Mama
cmompum eudeo ¢ Instagram, a s ueparo 6 HayuwHuxax. Mvi 6pode bvl émecme, HO ecu 5
3a0ar0 80NpPoOC, MHe OMEEUAIOMm He OMpbleas 21a3 om Kpana”.

DT1OoT HappartuB uaeanbHO wWiuTrocTpupyeT kouuemimio III. Tépkn «Alone Together»
(Turkle, 2011). B takux cembsix BepOasibHas KOMMYHHKAIUS PEAyLHUPYETCS 10 MPUMUTHB-
HOro OBITOBOTO MEHEKMEHTa (KThI MOEN?», KYPOKH CHeNan?»), MOJHOCTHIO JIMIIASACH ad-
(heKTHUBHOTO, DMITATHIESCKOTO KOMIIOHEHTA. B3pociibie pecioHIeHT U3 3THX CeMel mapaiok-
CaJHbHBIM 00Pa30M OIPABABIBAIOT CBOIO TEXHO(EPEHINIO YCTaJOCThI0O W HEOOXOAMMOCTHIO
«pa3rpy3Ku», HE OCO3HABAs, YTO UX MOBeACHHE (GOPMHUPYET y JIETel MarTepH 3MOIMOHAIb-
HOT'O OTBEPIKEHHS.

Keiic 2. ITapagokc «Iudgposoii nynoBuHbr» (KoMneHncaropHas THIIOJIOTHsT)

Ilpogunv bazupyemcs na omseemax 82% pecnondenmos (71 uenosex), ommemusuiux
NO3UMUGHYIO PO UHIMEPHEMA.

HecMoTpss Ha ToTadbHBIH KOMMYHHKATHBHBIN KpPU3WC B YCIOBUSX (hr3mueckon Oiu-
30CTH, MCCJIECIOBAaHUE BBISBUIO MOIIHEUIINKA MO3UTHBHBIA 3(deKT MHTepHeTa B CUTyalMu
NPOCTPAHCTBEHHOH YOalleHHOCTH (TpyAoBass MHrpanus, oOydeHHEe B JAPYIOM TOpOIE).
PecnionieHTHl cTapiiero moxojeHus (MpapomuTenn) MmoauepkuBaioT: "Eciu Obi He 6udeo-
380HKU, Mbl Dbl HE 8UOENU, KaK pACym HAWU 6HYKU 3a epanuyen’”.

3mech packpbIBaeTCsl NIBOMCTBEHHas, auanekrtudeckas npupona I[IMU B apmsHCKOM
COLIMOKYJIBTYPHOM KOHTEKcTe. TpaHCHAIIMOHAJIbHBIE apMSHCKHE CEMbH HCHONB3YIOT IU(PO-
Boie mHCTpyMeHTHI (SKype, WhatSApp) Kak 3K3UCTEHIMAIBHYIO «IIH(PPOBYIO MyITOBUHY,
MO3BOJISIIOLIYIO COXPAHTh TPaJWLMOHHBIE POACTBEHHBIE y3bl BONPEKH II00ATM3aLMOHHBIM
BbI3oBaM. OIHAKO MapajIoKC 3aKIII0YAeTCS B TOM, UYTO TEXHOJIOTHS, ONecTAINe COMMKaromas
Ha PacCTOSHUM THICSY KWIOMETPOB, KaTacTpO)UUECKH OTHANSAET JIOACH, HaXOMIIIMXCS Ha
PacCTOSHUM BBITSHYTOH PyKU.

4. Kongpnuxmonozuueckasa napaouzma u apxumexmypa 1ameHmHol mexnogepeHyuu

J11s BBISIBJICHUS TITYOMHHBIX IPHYMH KOMMYHHKATHBHOTO JIe(UIINTA, O KOTOPOM 3asiBUIIH
68% pPECHOHIEHTOB, HEOOXOIMMO JIEKOHCTPYHPOBaTh CaMy MEXaHHKY I1OBCEIHEBHOIO
BHYTPUCEMENHOTO B3aUMOJECHCTBUA. B KIACCMYECKOW IICUXOJIOTMM CEMBbU OTCYTCTBHE
OTKPBITON BepOaNbHON KOMMYHUKAIMH TPAJUIMOHHO HWHTEPIPETHPYETCS KaK WHIWKATOP
JATEHTHOTO KOH(IMKTAa WM HAMEPEHHOIO SMOLMOHAIBHOrO AMCTaHUMpoBaHus. OmHAKO
aHaJM3 COOpaHHBIX KAY€CTBEHHBIX JaHHBIX OKA3bIBAET, YTO B YCIOBHAX UH(POBU3ALMNU 3TOT
BaKyyM 3allOJIHSETCSl KaueCTBEHHO HHBIM, HEOCO3HAHHBIM MpPOIECCOM — <IU(POBBIM
Bo3BesieHneM cren» (digital stonewalling). Dxcrpanonupyst kmaccuueckyro Tteoputo JIxk.
ToTT™MaHa o AecTpyKTHBHBIX HarTepHax komMmyHuKanuu (Gottman, 1994) na coBpemeHHYyIO
BoIOOpKY (N=87), MbI mpHUXOAMM K BBIBOAY, YTO MOOHJIBHOE YCTPOHCTBO BBICTYIAET
COITMATHHO JIETUTUMHBIM OaphepoM i n3beraHus IMOIMOHAIBHON OJTM30CTH.
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KauecTBeHHBIN aHAIN3 HAPPATUBOB BBHISIBUJI CTPOTYIO MPUUYMHHO-CIICACTBEHHYIO CBSI3b:
COKpaIlleHHE OYHBIX KOHTAaKTOB (0TMeYeHHOe 73% y4YacTHHKOB) HE O3Ha4aeT (PU3UUECKOTO
OTCYTCTBHS WICHOB ceMbH JoMa. Hamporus, ¢opmupyercst nmapagokcaabHas cpefa «IuioT-
HOT'O COIIPUCYTCTBUSI IPH aOCONIOTHOM OTCYTCTBHM». PECIIOHIEHTHI ONMCHIBAIOT CHTYallWH,
KOTJa TOMBITKA MHUIMHUPOBATH IUAJIOT HATAJIKWBAETCS HAa KOTHUTHBHYIO IMOTIIOLIEHHOCTH
napTHepa 9KpaHoM cMapTdoHa. B 370l KoH(UTrypannu HempeaHaMepeHHOe BMEIIaTeTbCTBO
TEXHOJIOTUH BO B3aWMOJIEHCTBHE — TeXHO(MEPEeHIINS — IIepepacTaeT B YCTOWYHBHIN MAaTTEPH
nuchynkimonansHoi ananraimu (McDaniel & Coyne, 2016).

MaremaTuuecky W JOTUYEeCKH BEPOSTHOCTH JCKAJIAIMK CKPBITOTO KOH(JIMKTa B HCCIe-
JYEMBIX CEMbSX MPSAMO IPOIOPIIMOHATBHA YaCTOTE MPEPHIBAHUN 3PUTEIHHOTO KOHTAKTa PaIH
NPOBEPKM TajpkeTa W 0OpaTHO NPOMOPUHOHATBFHA BPEMEHH 3MIATHYECKOTO CITyIIaHHS.
AHaJIOTHYHBIE BBIBOABI TIONTBEPXKIAIOTCS B HccienoBaHuAX (abOuHra (mpeHeOpeskeHus
cobecemHUKOM paau TenedoHa), TAC MTOKAa3aHO, YTO ITOCTOSHHOE OTBICYCHHE Ha JKpaH
paspymaer 0a30ByI0 IMOTPEOHOCTH YENIOBEKa B MPHHAICKHOCTH W 3HAYUMOCTH, 3aIycCKas
Kackaj HeratuBHbIX dMormil (Chotpitayasunondh & Douglas, 2016). Poaurtenbckas koropra
(39% BBIOOPKM) MapafoOKCaIbHBIM O0pa30oM ONpPaBIbIBACT CBOI TEXHO(PEPEHLUIO HEOOXO-
JMMOCTBIO «pasrpy3Ku» Iocie paboThl, HE OCO3HaBas, YTO 3TO IIOBEICHHE SBISACTCS
NEPBUYHBIM TpUTTEpoM, (opmupyrommM y aetell (46% BBHIOOPKH) YCTOWMUYMBBIN MAaTTEPH
SMOIMOHAILHOTO OTBEPIKEHHSI.

5. Ilpuuunno-cnedcmeeHHbIIl OUCCOHAHC CEMEUHO20 KOHMPOJIA: MeMHCOy UUPPOsbim
NAHONMUKYMOM U HOPMAMUGHBIM RONYCHIUMETbCINEOM

OcoOblii Hay4HBI MHTEpEC MPEICTABISCT aHAIN3 MEXaHM3MOB KOHTPOJS IH(POBOrO
MIOBEACHUS, KOTOPBbIM BBISIBUI (PyHIAMEHTaJIbHBIA MHCTUTYLHMOHAIBHBIH KPU3UC COBPEMEH-
HOU cembH. Pe3ynpraTsl aHKeTUPOBaHUS 3a(MKCHPOBAIIN ApaMaTHIECKUH packoi: Juib 33%
ceMmelt (8 u3 25) MpUMEHSIOT 3KCIUTMIIMTHBIE MEXaHU3MBl PETYJUPOBaHUs, B TO BpeMs Kak
67% (17 cemeii) IEMOHCTPUPYIOT MOJIHOE OTCYTCTBUE PETIIAMEHTOB.

s mHTEpnpeTanuy NPUYMH M CIEACTBUH 3TOrO SIBIEHUsS Oblla NPUMEHEHa Kiac-
cuyeckas Marpuia ctwiedl Boctiuranus J[. baympuna (Baumrind, 1991), anantiupoBanHast K
mudpoBeM peanusim. [pynma 6e3 npaBwin (67%) ommMOOYHO WHTEPIPETHPYET CBOe 0e3-
JefCTBUE KaK IMPOSBICHHE AEMOKPAaTHYHOTO BocmHTaHuA. OIHAKO MTyOMHHBIH KayecTBEH-
HBIf aHa/M3 TOKa3bIBAET, YTO IEPBONPHUYMHON 3TOr0o momycrurensckoro (laissez-faire)
MOJIX0JIa SABJISIETCA POAUTENBCKAS KAUTYIIALMS Mepe]l TEXHOIOTHYECKOM CIOKHOCTBIO CPE/Ib
M HexXBaTka COOCTBEHHBIX IICUXOJOIMYECKHX pecypcoB (Beiropanue). CieacTBUeM 3TOrO
CTaHOBHTCS TO, YTO UMEHHO B 3THUX CEMbSX YPOBEHb IOIPOCTKOBOIO 3KPAHHOIO BPEMEHHU
JOCTUTAeT KPUTUIECKHUX 3HaueHH! (B cpeaiHeM OoJiee 8 4acoB B CYTKH).

C npyroii CTOpOHBI, TpyImna «KOHTponupyoumx» (33%) 1eMOHCTPUpPYET MHOW TOJOC
NPUYUHHO-CIIEICTBEHHON nedopmanun. KadyecTBeHHBIH cpe3 Mmokasai, YTo KOHTPOJb B 3THX
CEeMBSAX YaCTO HOCHUT HCKIIOYHTEIBHO KapaTenbHbIH Xxapakrep. llompocTkm OmmMchIBaOT
ceMelinyto atMocdepy Kak CHCTeMY TOTaJIbHOTO HaJ30pa, YKa3biBas HA KPUTHYECKOE TIPOTH-
BOpEUHe: POIUTEIH OTPaHUYMBAIOT AETEH, HO CAMU HE BBITYCKAIOT Tele(OHBI U3 PYK.

OT0 BBIABISIET PyHIAMEHTAIBHBIH KOMMYHUKAaTUBHBINA cOol — Jiunemepue nugpoBoro
MoneaupoBanus. ComacHO COIMOKYABTYpHOW Teopuu WHTepuopusanuu JI. Breirorckoro
(Vygotsky, 1978), metn ycBamBalOT He JeKIapupyemble BepOajbHBIC NMpaBHIa, a PEallbHO
HaOmonaeMble NOBeAeHYEeCKHE narTepHbl. Korga poaurens yCTaHaBIMBACT JKECTKHE OIpaHH-
YeHHUs ISl TIOAPOCTKA, HO CaM JIEMOHCTPUPYET MPU3HAKH 3aBUCHMOCTH (TEXHO(EPEHIIUIO),
9TO HEU30EKHO MOPOKIACT JKECTOUYAUIINK KOTHUTHUBHBIA auccoHaHc. CIEICTBHEM 3TOrO
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JUCCOHAHCA CTAHOBUTCS OTKPBITHIA OYHT MOAPOCTKA, YTO MOJHOCTHIO HHUBEIHPYET JH000i
BOCTIUTATENbHBIN 3 (EKT U pa3pylIaeT OCTaTKU TOBEPHUSI.

6. Kay3anvnoe modenuposanue cnupaiu yuughpoeozo omuyscoeHus

CuHTEe3 KOMMYECTBEHHBIX ITTOKa3aTesliedl M TEMaTHYeCKOrO aHaln3a IMO3BOJSET KOHIICII-
TyaJIU3UpPOBaTh MOAEIb CHHUPAJIEBUAHOI0 HU(POBOro OTUYKIEHMSI, ONHUCHIBAIOIIYIO ITUK-
JIMYECKUH, CaMOBOCIPOU3BOASIINNACA MEXaHHU3M pa3pyLICHUs apMSHCKOHM CEMBbH IEpPEXO.-
HOTO TIEPHO/IA.

1. Ilpuuuna nepsoco nopsoxa (Tpueeep): VnnuBua (darie B3pOCIHBIH) HCIBITHIBAET

WHPOPMAMOHHBIC WM IICHXOAMOLMOHAIBHEBIE MEePEerpy3KH U oOpamaercss K cMapT-
(hoHYy KaKk K CpPeACTBY OBICTPOTO CHITHS CTpecca (3CKAIn3M).

2. Crneocmeue nepeozo nopsoka (Texnonozuueckoe 6nokuposanue): Poct skpaHHOTO
BpPEMEHH MPUBOAMT K CHIKCHHUIO SMOIMOHAIBFHON JOCTYIHOCTH B JOMAIIHEW cpefe.
BepbanpHbie peakiuy peaynupyoTcs, 3pUTeNbHBI KOHTAKT CBOAUTCA K MUHUMYMY
(PSKHM «aBTOITHIIOTAY).

3. Crneocmeue emopoeo nopsaoxa (Omoyuonanvhas Oenpusayus): JleTh u cynpyru
CUMTBIBAIOT 3Ty HEMOCTYITHOCTH KaK OTCYTCTBHME MHTEpeca K cede, U4TO MOpOXKIAeT
YyBCTBO M30JIALUH (TIOATBEepkIaeTcs 68% PEeCcoHACHTOB).

4. Cneocmeue mpemvezo nopsoxa (Komnencamopnoe nompebnenue): JInsg cCHUKESHUS
YPOBHSI TPEBOTH OTBEPTHYTHIH WIEH CEMBH 3€PKabHO MOTPYKAETCS B BUPTYAIbHYIO
cpeny (coruanbHbIe CETH, UTPHI), GOPMUPYST COOCTBEHHYIO 3aBUCHMOCTb.

5. 3amwvixanue yuxna (Cucmemuwviti kpusuc): GOpMHUPYETCs TOMEOCTa3 HOBOTO THIA —
CeMbsl TPaHCHOPMHPYETCS B COBOKYIHOCTh KOTHHTHBHO H30JIMPOBAHHBIX HHIIH-
BHJIOB.

EnvHCTBEHHBIM MOIHBIM CAEPKHUBAIONAM  (AKTOPOM B OSTOH MOAENTH BBICTYIMAeT
TpaHCHAlMOHANBHBIA acmekT. Kak 3asBunu 82% y4acTHHUKOB, MHTEPHET WIpaeT CracH-
TEJbHYIO POJIb B TMOJICP)KAHWU CBs3eH C YOaJeHHBIMHA POACTBEHHUKAMH (TPYIOBBIMU
MUTpaHTaMH, CTyIEHTaMHU 3a pyOexxoM). JlaHHBIA mapagokc OnecTsIne OIMUCHIBAECTCS B
KOHLIETIIINH «TeKyuel coBpeMeHHocTH» 3. baymana (Bauman, 2000): TexHomorust BEICTyIaeT
B KauecTBe <«IM(POBOH MYyNOBUHBI», KOTOpas OOBENWHSIET CEMbH HAa PACCTOSHHUU THICSIY
KHJIOMETPOB, HO OJIHOBPEMEHHO CO3/[aeT HEIPEONOJMMble KOMMYHUKATHBHBIE TIPOIACTH
MEX]Ty JIFONbMH, (PU3UIECKH HAXOAIIMMHUCS B OJHON KOMHATE.

Takum 00pa3oM, pe3yibTaThl JIOKA3bIBAIOT, YTO HHTEPHET-3aBUCHMOCTh B CEMEWHOU
CHUCTEME€ — 3TO HE MPOCTO WHAWBHUIyaJbHAS TATONOTHS, a CTPYKTYPHBIA JETEePMUHAHT,
MIEPEeCTPANBAIOIINN BCIO APXHUTEKTYPY POJIEBBIX OXHIAHUN W 3MOIMOHAIBHBIX MPUBSA3aH-
HOCTEH.

OO0cy:xneHue: HHTEPHpeTAIUsA U HAYYHAs] 3HAYUMOCTD

Ouenka 2unomes u conocmasieHue ¢ KOHYEenmMyanvHoi 6a3ou

Hacrosiiiee ncciaeqoBanyie CTaBUIIO CBOCH 11E€bI0 CUCTEMHBIN aHaIu3 TpaHC(HOpMaIuu
BHYTPHCEMEHHOW KOMMYHUKAIIMH TI0JT BO3IEHCTBUEM IMPOOIIEMHOTO HCIIONH30BAHUS HHTEP-
Hera. [lonmydyeHHblEe KayeCTBEHHBIE M KOJMYECTBEHHBIE PE3YJbTaThl BCECTOPOHHE IIOA-
TBEPXKJAIOT UCXOMHYIO THIIOTE3Y: HEKOHTpOJIUpyeMas Iu(poBas BOBICUEHHOCTh BBICTYIAET
HE MPOCTO WHJWBUAYaJbHOW IOBEJIEHUYECKOW JIeBHAllMEN, a MOIIHEWUIINM KaTajau3aTropoM
CHUCTEMHON KOMMYHUKATHBHOMN MUC(HYHKIIMH BCEH CEMBH.

AHanu3 BBISBICHHOTO ()eHOMEeHa «IH(POBOTO BO3BEJCHHS CTCH» BCTYIMAET B IPSIMYIO
moJIeMUKy ¢ TpaauimonHoi momensio C. Kammama (Caplan, 2002), xotopast jgoKajamu3yer
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AJTUKIAI0 UCKITFOUUTENILHO BHYTPHU TICUXOMATOJIOTHN WHAWBHA (COIMAIbHAS TPEBOXKHOCTb,
nenpeccus). Hamm ngaHHBIE JTOKa3bIBAIOT HECOCTOSTEIBHOCTh TAKOTO Y3KOTO ITOIXOMA.
Omnwmpasich Ha KOHIIEIIHIO ceMelHol TexHojorndeckoi cpemsr (Hertlein & Blumer, 2013),
MBI YTBEPKJaeM, UTO CeMbsl (DYHKIIMOHUPYET KaK JKECTKO B3aUMOCBS3aHHBIN HH(OpMAIIHOH-
HO-OMOITMOHANLHBIA OopraHu3M. CeoBaTeNbHO, JIATCHTHAS TEXHO(EPEHIMS, IEMOHCTPH-
pyemas pOOUTENHCKAM TOKoJieHHeM (BbIsiBIeHHass y 39% mHamieil BBIOOPKH), 3aITyCcKaeT
pa3pylInATeNbHYIO HenmHy peakmuio. OHa aegopmupyeTr 6a30Byr0 MOTpeOHOCTh peOeHKa B
0e30MacHO MPUBSI3aHHOCTH, MPOBOIUPYST BTOPUYHBIH, KOMIICHCATOPHBINA yXOJ MOIPOCTKA B
BUPTYaJILHYIO PEaTbHOCTb.

Cneuugpuxa uughposozo pazpviea noKkoaeHuil

Oco0yI0 TEOPETUUYESCKYIO ILIEHHOCTh IPEICTABIISCT BBISBICHHBIH KOMMYHHKATHBHBIH
JIMCCOHAHC B CTPATErHsAX LU(PPOBOrO BOCHHTAHUS (PACXOKICHUE MEKAY aBTOPUTAPHBIM
KOHTPOJIEM W HOPMATHBHBIM IIOITyCTHTEILCTBOM). IlomydeHHbIE HAMU BBIBOIBI OPTaHUYHO
JoToNHSIOT — pyHAaMeHTaipHble uccnemoBanms [. CommaroBoit m  E. Pacckazosoif,
nmocBsmienusle  nudpoBoMy paspeiBy mokonenuit (Soldatova & Rasskazova, 2014). B
apMSIHCKOM COIIMOKYJIBTYPHOM KOHTEKCTE 3TOT Pa3phlB IpuoOperaeT (Gopmy «mppoBOro
JHULEMEPUS». POAWUTENH MBITAIOTCS OTPAaHWYMBATH JETei, CaMH HAXOISICh B COCTOSHHUH
MIEPMaHEHTHON TexHosorndeckoi mnomiomenHocTd. Kak ormewaer JI. Kmapk B cBoem
uccienoBannn cemerr smnoxu 1mbposuzanuu (Clark, 2013), nomoOHas 1BoitHas Mopaib
HEen30€XKHO pa3pyliaeT POIUTENECKUI aBTOPUTET U TEPEBOAUT OTKPBITHIN THAJOT B CTAIHIO
CKPBITOTO IIPOTECTA.

[TapagokcanbHBIM OTKPBITHEM, PACIIMPSIONIMM COBPEMEHHbBIC HAYYHBIC TPEICTABICHUS,
craja aMOMBAaJEHTHAS POJIb MHTEPHETA B CEMbSIX C BEICOKMM YPOBHEM MUTpaluH. B oTiamdne
ot xonuenuun L1, TEpki, oxHO3HAYHO ONMpEesIonIel TEXHOIOTHH KaK (akTop pa3o0IieHus
(Turkle, 2011), namu nansbie (rae 82% pPECTOHICHTOB OTMETHIIN TO3UTUBHYIO POJIb CETH)
JIOKa3bIBAIOT, YTO TEXHOJOTHS YCIENIHO BHIMONHACT (DYHKIWIO CHACHTENHLHON «IH(POBOM
IYIOBHHBD» Ul TPAaHCHAIMOHAIBHBIX CBS3€H, HO MPH STOM JEWCTBYeT KaK arpecCHUBHBIN
pacTBOPUTEb ISl OYHBIX, BHYTPHCEMEHWHBIX KOHTAKTOB.

Ilpakmuueckue umnaukayuu

[IpakTHyeckas 3HAYMMOCTb JITAHHOTO HCCIICOBAaHUS 3aKIIF04aeTcsi B OOOCHOBaHUU
OCTpPOi HEOOXOMMOCTH CMEHBI 00pa30BaTEbHOM U KOHCYJIBTaTHBHOM MapaanrMel. Pemenue
BBISIBJICHHOTO CHUCTEMHOTO KpH3KMCa HEBO3MOXKHO ITOCPEICTBOM 3alpETHTENLHBIX Mep. B
pamkax oOpasoBareiabHON mapagurMbl XX| Beka yueOHbBIE 3aBeJIeHHS TOJDKHBI B3STh Ha ce0s
(YHKIHIO TIPOCBETUTENBCKUX LEHTPOB, (POPMUPYIOMINX KYIBTYPY «IU(PPOBOTO POAUTEIHCT-
Ba» M COBMECTHOTO Meauanorpednenus (Co-viewing).

Ozpanuyenus uccned08anus u NEPCHEeKmunl

JlaHHOE HccieoBaHe HOCUT TTOMCKOBBIHN (3KCILIOPATOPHBIN) XapakTep, OpUEHTHPOBAH-
HbI Ha Ka4€CTBEHHYIO IIyOHHY, a HE Ha CTATUCTUYECKYIO0 reHepanu3amnuio. OTHOCUTEIBHO
nebompimas BeiOOpka (N=87 pecrmonmenToB u3 25 cemei) M omopa HMCKIIOYMTENHHO HA
JTAHHBIE CAaMOOTYETA JIENAIOT PE3YJbTaThl MMOBEPKEHHPIMU HCKAKEHUSIM COIMATLHOM JKela-
TEIBHOCTHU U OMIMOKAM MaMsTH MIPH OIIEHKE CyObEKTUBHOTO SKPaHHOTO BpeMeHU. [locnenyro-
M€ HAYYHBIC U3BICKAHUA TOJIKHBI 6aSI/IpOBaTLC${ Ha JIOHT'UTIOAHOM HHSafIHe C IPUMCHCHHUEM
OOBEKTUBHBIX METPHK (HAIPUMEp, CUCTEMHOTO TPEKHHTa 3KPaHHOTO BPEMEHH) i Ooiee
TOYHOTO U3MEPEHUS TMHAMUKYU TeXHO(EPEHIIMU B PA3IIUYHBIX COIMOKYIIBTYPHBIX CTpaTax.
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3akiroueHne

B ycnoBusix BBICOKOCKOPOCTHOH TpaHcopmanuu oOmiecTBa NpOOIEMHOE HCIONb30-
BaHUE WHTEPHETa OKOHYATEIFHO MepecTao ObITh N30JUPOBAHHON IICHXOIOTHIECKOHN aInK-
[IUel, IPeBPaTUBIINCH B CHCTEMHBIN BBI30B 0a30BOMY MHCTHTYTY ceMbH. HacTosmee wccie-
JIOBaHHE TOKa3aJl0, YTO HEKOHTpOIUpyeMasi upoBasi cpesia TECHO CBsI3aHa C MEePeCcTPOHKOi
APXUTEKTYPHl BHYTPHUCEMEHHBIX OTHOIICHHUN, 3aMEHSISI KUBYIO AMITATHIO TEXHOJIOTHYECKUM
OTYYXJ/ICHHWEM, YTO, COIJIACHO OIEHKaM PECIIOHJICHTOB, KOPPEIHUPYET C IITyOOKHM KOMMYHH-
KaTHBHBIM KPU3UCOM Ha (DOHE POAMTENBCKOM TexHodepeHUuHn. B KoHTekcTe oOpa3oBareib-
HBIX npuoputeToB XXI| Beka mpeomoieHue STOro Kpusuca TpedyeT KOHCOIUANPOBAHHBIX
YCHIINH TIKOIBI ¥ CEMBH 10 (POPMHUPOBAHHUIO OCO3HAHHOW IM(pOBOIl ruruensl. Boccranos-
JICHWE Pa30pPBAaHHBIX CBS3€H BO3MOXKHO JIMING MPH YCIOBUH, YTO HHU(POBBIE TEXHOJOTHU
OyAyT MHTETPUPOBAHBI B CEMEHHYIO CpeAy KaK MHCTPYMEHT COBMECTHOTO Pa3BHUTHS, a HE KaK
JIETUTUMHOE YOEKHUIIEe OT SMOIMOHATEHON OJIM30CTH.
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Abstract

In the era of global digitalization, problematic internet use (PIU) has transcended the boundaries
of individual psychopathology, evolving into a systemic challenge to the institution of the family. The
purpose of this study is to provide a comprehensive analysis of the mechanisms underlying the
transformation of intra-family communication under the influence of uncontrolled digital engagement
and parental "technoference". A qualitative-driven mixed-methods design was employed in this
research. The empirical base comprised data obtained from 87 respondents representing 25 families
residing in various socio-economic zones of the Republic of Armenia. Data collection was conducted
through semi-structured questionnaires, followed by the application of inductive thematic narrative
analysis and descriptive statistics. The results demonstrate the bidirectional, cyclical nature of digital
alienation. It was revealed that 73% of the participants (64 out of 87 respondents) report a critical
reduction in face-to-face interactions within the home environment. Latent parental technoference was
found to be closely associated with feelings of emotional deprivation in adolescents and their
compensatory retreat into virtual reality (with screen time exceeding 8 hours). Furthermore, an analysis
of family control strategies highlighted a profound institutional crisis: the predominance of either
normative permissiveness (67% of families) or ineffective punitive surveillance (33%), which
engenders cognitive dissonance and "digital hypocrisy". The scientific novelty of the study lies in the
conceptualization of the "transnational digital connection™ paradox within transition economies: the
internet fulfills a vital function in preserving macro-social ties with the diaspora (viewed positively by
82% of respondents), while simultaneously acting as a catalyst for micro-social, intra-family
disconnection ("alone together"). The practical significance of this work consists in substantiating the
need to transition from prohibitive parenting practices towards the cultivation of mindful digital
parenting and co-viewing as essential conditions for restoring the ecology of family communication in
the 21st century.
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AHHOTAIHUA

ITpoGnema MCTOIIEHNS KOTHUTHBHBIX PECYPCOB OOydaromIuXcs B IU(POBBIX CHCTEMax YIpaB-
nenust o0yuennem (LMS) ocraercs kputuueckum GaprepoMm aist 3()(HEKTHBHOCTH BBICHIETO 00pa-
30BaHus. Llenb TaHHOTO HMCCIENOBaHUs — M3YUUTh BIMSHHE apXUTEKTYphl HU(PPOBOTO 00pazoBaTesb-
HOTO KOHTEHTa Ha MOOOYHYI0 KOTHUTHBHYIO HAarpy3Ky M akaJeMHYECKYIO YCIEUIHOCTh CTYICHTOB Ha
OCHOBE MHTErpanuy y4eOHOH aHaIWTHKU U Heifponenaroruku. B padorte npuMeHeH 00bsCHUTENbHbIN
MOCJIeI0BaTebHBIA TU3aifiH CMEIIaHHOTO HcciieqoBaHus. Ha KoJIMYeCTBEHHOM 3Tame MpoaHaU3u-
poBanbl 00beKTHBHBIE H(POBBIe ciespl (Jor-gaitner LMS Moodle u Google Classroom) u nanHbie
agketupoBanua (mkama . [Taaca) 150 crynmentoB OakanaBpmara. KauecTBEHHBIH STalm BKIIOYAI
TEeMaTHYEeCKUI aHATU3 MOy CTPYKTYPUPOBaHHBIX HHTEPBBIO (N = 14, rae N — KOJIMYECTBO CTYACHTOB).

KomnnuaecTBeHHbIE pe3ynbTaThl MPOJEMOHCTPUPOBAIN, YTO HEHPOJMIAKTHYECKast ONTHMHU3AINs
KOHTCHTa JTOCTOBEPHO CHIDKAET MOOOYHYI0 KOTHHUTHBHYIO HArpy3ky (¢ 7.45 mo 3.21 GammoB, p <
0.001), mapamrenbHO yBeIHYUBAst BpeMs YCTOHUnBOro BHUMaHUS ¢ 8.4 mo 22.3 MuHYT. MHOXKECTBEH-
HBIil pPErpecCHOHHBIM aHalM3 MOATBEPAWNI, 4YTO TIO0OYHAsE Harpy3ka SBISIETCS CHIIbHEHIINM
HEraTUBHBIM MPEAUKTOPOM ycreBaemoctH (3 = - 0.41).

KauecTBeHHBIN aHaN3 BISBUJI (PEHOMEHbI KHABMI'ALIMOHHOTO Xa0Cca» W KOTHUTHBHOW KIIayCTpO-
¢obuun, nokaszaB, yTO JUISi HUX IPEONOJCHHS HEOOXOIUMBI CTpPATerdd BH3YaJbHOTO KBaHTOBAaHUS,
HalpaBJsIIoIel KOMMYHUKAallMM W MHKPOMOXYJIBHOTO JoaMuHOBOrO mnoakpervienus. Hayunas
HOBHU3HA MCCJIEIOBaHHS 3aKIIIOUACTCS B MIPEOJIOJICHUH Pa3phbiBa MEXy TEOPHEH KOTHUTHBHOMN Harpys-
Ki M ydeOHON aHanmnuTukod. [IpeanokeHa >MIMpHUYECKH OOOCHOBaHHAs KOHLENTYyalbHas MOJEIb,
JIOKa3bIBAOIIasl, YTO APXUTEKTypa LHU(PPOBOTO KOHTEHTA SIBISIETCS HE ICTETHYECKHM, a (DyHIaMeH-
TaJIBFHBIM HEHpONeJarornieckuM HHCTpyMeHToM. [IpakTudeckas 3HaYMMOCTH PaOOTHI COCTOUT B
pa3paboTke /10Ka3aTeIbHBIX CTAaHJAPTOB KOHCTPYHUPOBAHHs 00pa30BaTeNbHBIX Cpel], 00eCIIeUnBaIOIINX
KOTHUTHBHYIO )KHU3HECTOHKOCTH CTY/IEHTOB B YCJIOBHAX OOYUSHHUS, YIIPABIIEMOT0 JaHHBIMH.

Knrouesvie cnosa: metiponedacocuxa, yueOHAs AHATUMUKA, KOSCHUMUGHAS HAZPY3KA; CUCTEMbl
ynpasnenus obyuenuem (LMS); yugposoti obpazoeamenvubiii Kowmenm, cmMeuannoe uccie008anue.

Beenenue

B smoxy GecniperieeHTHON HEOTIPENEICHHOCTH M TII00AIBHBIX TpaHC(hOpMannii BhICIIIEe
o0pa3oBaHUE CTAJIKUBAETCS ¢ HEOOXOAMMOCTBIO PAaJUKaILHOIO mepecMoTpa cBoux (yHzaa-
MECHTAJIbHBIX ITOAXOIO0B. AKTyaJIBHOCTB HACTOALICTO HMCCJICOAOBAHUA MPOAMKTOBAHA CTPEMHU-
TCJIBHBIM IIEPEXOI0OM 06p330BaTeJIBHBIX HWHCTUTYTOB K IIapaJaurMme o6yqu1/1;1, YHpaBJIsIEMOI'O
JaHHBIMHU, YTO MPHU3BAHO OOECIIEUUTHh HE TOJIBKO aKaJeMHUYECKYIO Pe3ylIbTaTUBHOCTb, HO H
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KH3HECTOMKOCTh 00pa3oBaTelbHBIX cpex B Kpuruueckux ycnoBusx (Aleksanyan, 2025).
MaccoBoe BHEAPEHHE CHCTEM YIPABICHHUSI O0yYCHHEM U MHTETPAIHsl aJTOPUTMOB y4eOHOM
QHAIMTUKH CO3/IAJTH WILTIO3HIO TTOJTHOTO KOHTPOJIS Hajl 00pa3oBaTelIbHBIM IpolieccoM. TeM He
MEHee, SMITUPHIECKUI ONBIT CBUACTEIBCTBYET O TOM, YTO OOECIICYCHHE Ka4ecTBa BBICIIETO
00pa3oBaHus MOCPEACTBOM PabOThl ¢ OONBIIMME JaHHBIMU CTAIKUBACTCS CO CKPBITHIM, HO
MOIIHBIM 6apbepOM — UCTOIICHHEM KOTHHUTHBHBIX PECYPCOB 00YYaIOIIHXCSL.

[TepeHOC TPaJAUIMOHHBIX aKaJEeMHYECKUX JICKIUH B IUPPOBYIO cpery 000CTpseT mpo-
OeMy TIE€aroruueckoil KOMMYHHKAIMU. B yCIIOBUSIX BHPTYaJbHOTO JUCKYpCa TPaHIIHOH-
HbIC MOJICNTH Tepenavyd 3HAHHUH TEePSIOT CBOKO 3(P(EKTUBHOCTH, TPeOysl KOHCTPYHPOBAHHUS
HPHUHIMIIHAIGHO HOBBIX NMAaTTEPHOB B3auMozeiicTBus. Kak mokaspIBaeT MpakTHKa, GpyHKIHMO-
HaJIbHBIC Pa3Inuust MeXIy cucteMaMd LMS u mpuBBIYHBIMEU IS CTYACHTOB COIHATbHBIMU
ceTsiMH (POPMHUPYIOT THCCOHAHC B BOCHIPUATHH YU4eOHOTrO MaTepuaia, 4T0 HeU30eKHO BEIET K
pacCeMBaHMIO MPOU3BOJIILHOIO BHUMAHHsI M CHIDKEHHIO BHYTpeHHeH MoTuBanuu. CrenoBa-
TEJBHO, (POKYC COBPEMEHHBIX IEArorn4ecKUX HCCIIEIOBAHUI 3aKOHOMEPHO CMENIAeTCs OT
TEXHOJIOTMYECKOT0 JCTCPMUHMU3MA K TIOHUMAHUIO HEHPOOMOIOTHUECKIX OCHOB JCKOIUPOBa-
HUS DKpaHHOW WH(OPMAIIHH.

WHTerpanyst KOCHUTUBHOM IICUXOJIOTHH, HEHPOOHOIOTMN 1 HMHHOBALIMOHHON NIEJaroruku
npuBeia K GopMHPOBAHUIO HEHpPOOOpa30BaHHs — MEXKIUCIUIUIMHAPHON 00NacTu, paccMmar-
pHBaroIei mporecc o0y4eHHs KaKk AMHAMUYECKYI0 PEOpraHM3allii0 HEWPOHHBIX CETeH Moj
BO3/ICHCTBHEM IieIcHanpaBieHHbIX ctumyitoB (Thomas et al., 2019). B kouTekcte 1uppoBoro
00y4eHH s IEHTPAIBHBIM MPEMSATCTBHEM BBICTYIAET HEONTHMAIBHOE PACIIPEICICHUE MEHTA-
JbHBIX yemnit. COrTacHO TEOpUH KOTHUTHBHOM HArpy3Kkd, 00beM paboueii maMsITH 4esioBeKa
xectko aumutuposad (Sweller, 2020; Kirschner, Sweller & Clark, 2006). [y mocTimkeHust
[IyOOKOrO MOHMMAHHs aKaJeMHUYECKHX KOHLEMIMHA HeoOXOOMMO MHHHMHU3UPOBATH MOOO0Y-
HYIO KOTHHTHBHYIO HAarpy3Ky, BO3HHKAIOIIYIO M3-3a HE3(P()EKTUBHOTO BU3YyaJbHOTO M CTPYK-
TypHOTO qu3aiiHa y4ueOHbix Marepuanos (Mayer, 2014; Anderson, 2009).

Ananuz numepamypol

CuHTEe3 COBPEMEHHOTO HAay4HOIo HCKypca MO3BOJSET KIacCH(DUIMPOBATH HCCIEI0-
BaHUS 10 JaHHOH MPOOJIeMaTHKe 0 TPEM TOMHHHUPYIOIIUM BEKTOPaM.

[TepBblit kIacTep pabOT MOCBAIIEH WHCTUTYLMOHAIBHBIM acleKTaM MPUMEHEHHUs y4e0-
HOM aHamuTuku. MccnenoBarenn yOemUTENBHO JIOKA3bIBAIOT, YTO arperamus IU(ppPOBBIX
cieoB ctyneHtoB B LMS mo3BosseT MpOrHO3MpOBaTh MX IMOBEACHHE U aKaJIEMUYECKYHO
ycnemHocTh (Siemens, 2013; Dawson et al., 2014). B gactHOoCcTH, 000CHOBaHA pPEIIArOIIAs
poJib OOJNBIIMX JAQHHBIX B CHCTEMax BHYTPEHHETO OOECIICYCHHUS KaueCTBa YHUBEPCHUTETOB
(Gevorgyan & Asatryan, 2025). Oxnako 3TH Tpyabl pacCMaTpUBAIOT JAaHHBIC MPEHMY-
IIECTBEHHO Ha MaKpOypPOBHE, OCTABJISISI 32 paMKaMHi MUKPOAHAJIN3 KOTHUTHBHBIX TPOIECCOB,
HPOUCXOSIIMX B MOMEHT B3aMMOJCHCTBHS CTYACHTa C KOHKPETHBIM SJIEMEHTOM HHTEp-
(etica.

Bropas rpynmna uccnenoBanuii chokycupoBaHa Ha MeIarorndeckux acrlekTax BOBICUCH-
HOCTH ¥ KOMMYHHKaiuu B 1mppoBoii cpere. D. Kaxy (Kahu, 2013) nomdepkuBaet, 4to
aKaJeMU4ecKasl BOBJICYCHHOCTb SIBIISICTCS MHOTOMEPHBIM KOHCTPYKTOM, 3aBHCSIIAM OT
SMOIIMOHAIILHOTO M MOBeeHYeckoro ¢oHa. IToaTBepkIeHO, YTO CTPECCOYCTONYUBOCTD Mpe-
noziaBaresiell ¥ CTyACHTOB, a TAK)Ke BHICTPAWBAHUE MPABHIBHBIX KOMMYHUKATUBHBIX MOJEIICH
KPUTHYECKH BAXKHBI ISl TPEOJOJICHHUsT KPU3HCHBIX sIBICHHH B oOpa3oBanuu. bonee Toro,
OXKHJAaHHUS CTYICHTOB OT B3aumoneiictBuss ¢ LMS cymiecTBeHHO OTIMYAIOTCS OT HX
NaTTEPHOB TOBEJACHUS B COIMAIBHBIX CETSIX, YTO TpeOyeT 0co00# Meqarorn4ecKoi TaKTHUKH.
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Tem He MeHee, B JaHHBIX pabOTax apXUTEKTypa KOHTCHTAa aHAJH3HUPYETCS CKBO3b MPU3MY
COIIMOKYJIBTYPHOH aJanTalliy, a He Yepe3 HeUPOAUIAKTHKY.

Tperuii BEKTOp MHTErPHPYET KOTHUTHBHYIO NICHXOJIOTHIO B OLEHKY LU(POBBIX cpen. P.
Maiiep (Mayer, 2014) u JIx. Csemnep (Sweller, 2020) 3anoxuin GyHIaMEHT TOHUMAHHS
TOr0, KaK MYJbTUMEIUiTHAS M30BITOYHOCTD MEperpyxkaeT pabodyro MamsTh. DMIUPHUCCKHIE
UCCIIEIOBAHMUS TIOKA3bIBAlOT, YTO CHIDKCHHE BH3yaJlbHOTO IOyMa B OHJIAMH-Kypcax
JIOCTOBEPHO TOBBIIIACT pe3yaprarsl o0yueHus (Skulmowski & Xu, 2021), a ¢popmar nomauu
BHUJICOMATEPHAIOB HANPsIMyI0 KoppenupyeT ¢ ycroiunmBocThio BHHManus (Chen & Wu,
2015). IIpobnema 3akmtodaeTcss B TOM, YTO 3TH BBIBOJBI 0a3UPYIOTCS IPEUMYLIECTBEHHO Ha
KOHTPOJIUPYEMBIX JTa0OPAaTOPHBIX AKCHEPHMEHTAX M PEIKO BEpHU(DUIMPYIOTCS HAa peasbHBIX
MacCHBaXx JaHHBIX yueOHON aHATMTUKH.

Kputnueckuii aHaau3 HayYHbIX UCTOYHUKOB BBISBISICT (DYHIAMEHTAJIBHBIA MEMKIUCIIUII-
JTUHAPHBIA HAyYHBIN mpoOen. B coBpeMeHHON HayKe OTCYTCTBYET KOHIICNTyalbHAs W OMITH-
pudecKast MOJeNH, 00beIUHSIOMNE BO3MOKHOCTH y4EOHOH aHATUTUKHU C 3aKOHAMH TEOPHU
KOTHUTUBHOM HArpy3KH Ul OLCHKH apXHTEKTYpbl HU(PPOBOTO KOHTEHTA B €CTECTBEHHBIX
ycnoBusx. [lomasisroniee OOJNBIIMHCTBO HCCIEAOBAHUM JIMOO HM3MEPSIOT KOTHHTHBHYIO
Harpy3ky B jgaboparopusix (Sweller, 2020; Mayer, 2014), 1160 ucmonb3yoT HU(GPOBOI ciien
LMS wuckiarounTenbHO AJIsl KOHCTATallMd MTOrOBBIX oreHOoK (Siemens, 2013), He cBs3biBas
O0OBEKTUBHBIC METPUKH BPEMEHH M KIIMKOB C TUIIOTPaUUECKOM IIIOTHOCTHIO, CerMEHTALUCH
Y HaBHUTAIIMOHHOW CIIOXKHOCTHIO KOHKPETHBIX yueOHBIX Momyneil. Takum oOpa3om, TOUHBIH
MEXaHU3M BIHSHUS HEWPOIMIAKTUUSCKOrO JHM3aiiHa Ha yCTOHYMBOCTH BHUMaHus B LMS
0CTaeTCsl HEPACKPBITHIM.

Hccneooseamenvckue eonpocwl
CrpemiieHHEe BOCIIONIHWTH BBISIBICHHBIA HAy4HBI TpoOen OOYyCIOBMIIO ITOCTaHOBKY
CJIEMYIONTUX UCCIIEAOBATEIBCKUX BOIIPOCOB:
e Kak croenuduueckre apxXUTEKTypHBIC XapaKTCPUCTHKH IU(GPOBOTO KOHTEHTA
(TITOTHOCTH TEKCTa, MYJIBTHMEIUITHBIN OaaHC, HaBUTAIIMOHHAS CIIOXKHOCTE) B LMS
BJIUSIIOT Ha YPOBEHD 1MOOOYHOW KOTHUTUBHOM HArpy3KU CTYJACHTOB?
e Kakue npuHIMITEI HEUPOAMIAKTUKN TO3BOJISIOT ONTHMH3UPOBATH IMEAarOrHUECKYIO
KOMMYHHKAIIMIO B AJIEKTPOHHOW cpene Ui MPEeNOTBpAIIeHHs] WCTOIICHHS pecypca
MTPOM3BOJIBHOTO BHUMAaHUS?
e KakoBa KONMMUYECTBEHHAs] B3aUMOCBSI3b MEXKIY HEUPOTUIAKTUICCKHA CIIPOCKTUPOBAH-
HOM apXHTEKTypOl Kypca M aKaJleMHUYeCKOH YCHEIIHOCThIO, BepuUIIUpyeMOit
MTOCPEICTBOM JIAHHBIX YIeOHOH aHATUTHKU?
st BCEeCTOpOHHETO OTBETa Ha IIOCTABJICHHBIE HCCIIEOBATEILCKUE BOIMPOCHl OBLI
BBIOpaH CMEWAHHBLI MEMOO UCCE006AHUS, B YaCTHOCTH — OOBSICHUTEIBHBIN MOCIIEI0Ba-
tenbblid au3aitn (Creswell & Creswell, 2018). Bribop nmanHOrOo nu3aiiHa MPOJMKTOBAH
HEOOXOAMMOCTBIO HE TOJIbKO 3a()MKCHPOBATh KOJIMYCCTBEHHBIC MapaMeTpbl KOTHUTHBHON
HArpy3Ku Ha OCHOBE IU(POBBIX CIICJOB, HO U BBISBUTH IIyOMHHBIC, CYObEKTUBHBIC TPUUNHBI
UCTONIICHHUS TPOU3BOJIHLHOTO BHUMAaHHUS CTYJACHTOB. McciemoBaHnue peajin3oBBIBAIIOCH B 1B
JTamna: Ha TEepBOM (KOJIMYECTBEHHOM) 3Talle COOMPANHCH JAaHHBIC y4eOHOW aHAaTUTHKH U
MIPOBOAIIIOCH AHKETUPOBAHUE, HA BTOPOM (Kaue€CTBEHHOM) 3Tare IPOBOMMIIUCEH MOITYCTPYK-
TypUPOBaHHBIE WHTEPBBIO JIJIsl YIIyOIIEHHOW MHTEPIIPETAIMU BBISBICHHBIX CTATHCTUYECKUX
TEHJICHITUH.

B uccnenosanun npunsuti yuactue 150 cryaentor OakanaBpuara (N =150). Beibopka
(dhopMupoBasach METOIOM IICJIEBOr0 O0TOOpa Ha 0a3e JBYX BBICIIMX YYEOHBIX 3aBEJCHMIA,
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UCTIONIB3YIOINX Pa3IMYHbIE AJIEKTPOHHBIE CHCTEMBI B KaueCTBE OCHOBHOIO HWHCTPYMEHTA
ACHHXPOHHOU CaMOCTOSITENILHOM paboThl: 6a30BOrO By3a, MpuMeHstoniero cucremy Moodle,
W By3a-napTHepa, uHterpuposasiiero cpexy Google Classroom. [Inst obecnieueHust cTporoi
BaJIMIHOCTH W eJMHOOOpa3ms coOMpaeMbIX MAHHBIX BCce 00pa3oBaTeNbHbIE MOAYIH ObLIH
paspaboTanbl B ¢opMare MHTCPAKTUBHBIX IAKETOB C MOMACPXkKKOH craHmapra XAPI, dro
MIO3BOJIMJIO OCYLIECTBUTh IIIYOOKUI Kpocc-IUIaT(OPMEHHBI MOHHUTOPUHI HE3aBHCHMO OT
0azoBoro (yHkMoHaNa KOHKpeTHOW LMS. Kpureprem BKIFOYCHHUST B KOTMYECTBEHHBIN ATl
SBJSUIOCH PETY/ISIpHOE B3aMMOZCHCTBHIE C 00pa3oBaTeNbHOM miaTdopmoii He MeHee BYX pa3
B HEJIEJIO B TEUEHHE CEMECTpa.

JJ11 Ka4ecTBEeHHOTO dTara U3 O0IIEro Yrcia YI9aCTHUKOB OBLIN OTOOpaHbI 14 CTY/IEeHTOB.
Bribopka s uHTEpBHIO (QOpMHUpOBajach W3 JBYX TMOJSPHBIX MOATPYIIL: CTYIEHTEHI,
NPOJEMOHCTPUPOBABIINE Hanbosiee BHICOKHE M Hanboliee HU3KHE MOKA3aTeI KOTHUTUBHON
HEeperpy3ku IO pe3ylbTaTaM IEpBUYHOIO CKpHHUHTA. lccnenoBaHue IPOBOAMIOCH C
COOFOZICHNEM ATHYECKUX HOPM: JaHHbIE ydeOHOW aHATNTHKH OBLTH NEeUACHTH(UIINPOBAHBI
JI0 Hauasa 00paboTKH.

st obecrieueHns Hale)KHOCTH MCIIOIb30BANICS KOMILJIEKC U3 TPEX HHCTPYMEHTOB!

1. Jlanusie yuebrnou anarumuxuy. OObeKTUBHBIC IH(PPOBBIE CIENbl U3BICKAIUCH HE W3
0a30BBIX MOAYJICH CTATUCTHKH IJIaTGOPM, a MOCPEACTBOM BHEIIHErO XpaHWIHIIA Y9eOHBIX
noctmwkennii (LRS), cBaszannoro ¢ XAPl-maketamu y4eOHBIX MaTepHanioB. JTO MO3BOJIHIO
CTaHJAPTU3UPOBAHHO U C MOCEKYHAHOH TOYHOCTHIO (PUKCHUPOBATH MHUKPOB3aMMOICHCTBUS
CTyAeHTOB. KillOueBHIMH METpUKAaMHM BBICTYNAJIW: TOYHOE BpEMs, 3arTpaueHHOE Ha
KOHKPETHBIA SKpaHHBIA MOMYJb, 4acTOTa MEPEXOIOB M HABUTALMOHHBIX KIIMKOB, a TaKKe
HPOLIEHT JOCPOYHOTO MPEPHIBAHUS CECCHI Ha CTPAHUIAX C BBICOKOW INIOTHOCTBIO TEKCTA.

2. Ulxana oyenxu KOZHUMUBHOU HA2PY3KU. NSl MU3MEPEHUS] CYOBEKTHBHOIO YPOBHS
MEHTaJbHBIX YCHWIIMH MPUMEHSJIACh aAalTHPOBAaHHAS BEpCUsl KIacCHYecKoro ompocHuka .
[Maaca (Paas, 1992). MuctpymenT mo3BouisieT quddepeHnnpoBaTh MOOOYHYIO W FepMaHHYIO
Harpy3Ky o 9-6amnpHol mkane Jlukepra.

3. Honycmpyxmypuposanuvie unmepsvio. KauecTBeHHBIH raii Obll pa3paboTaH Ha
OCHOBE TPHHIUIIOB HEWPOAWJAAKTUKNA M HANpaBICH Ha BBISIBICHHE TEX 3JIEMEHTOB HHTEP-
¢eiica (CTpyKTypHUpOBaHHE TEKCTa, MYJIbTUMEIUIHbIN OajJaHC, HABUTALM), KOTOPBIE POBO-
LUPOBAJIM y CTYACHTOB CYOBEKTHBHOE UyBCTBO MH(GOPMALIMOHHOM yCTATIOCTH.

HccnenoBanue oxBaThiBajo OAWH aKaJeMHUYecKHil cemecTp. [l UCKITFOUCHUS BIUSHUS
¢dakTopa BpemMeHH U 3(¢eKTa NPUBBIKAHUS ObUT NPUMEHEH IEePEKPECTHBIM An3aiH C
koHTpbanancuposkoii. Beibopka (N = 150) Obuta ciaydaifHeIM 00pa3oM pasjieieHa Ha JIBe
paBHbIe Tpynnsl. B nmepBoii monoBuHe cemectpa ['pynmna A B3anMojeiicTBOBaia ¢ KOHTEHTOM
TpanuumonHoil apxutektypel (TA), a Ipynma b — ¢ HelipomuaakTHUeCKH ONTHMH3UPO-
BaHHbIM KoHTeHTOM (HOA). Bo Bropoii monoBuHe cemecTpa IpyIbl HOMEHSINCh MECTaMHU
(I'pyrmma A nepenia Ha HOA, ['pynma b — sa TA). B koHIIe KaXkoro srana mpou3BOIUIACh
BBITpY3Ka JOT-(hailJIoB ¥ POBOIUIIOCH aHKETUPOBaHKWE. BaKHO OTMETHTH, UTO HECMOTPS Ha
BBICOKYIO (pparMeHTaIfio cecCuid mpu TpaauIMoHHO# apxurektype, 100% yuactHukoB (N =
150) 3aBepmmim u3y4eHUe MOMIYJICH JI0 aKaJeMHUYeCKoro JesiaiiHa. AHKETUpOBaHHE (KA
®. [Maaca) ObUIO TEXHUYECKH MHTETpUPOBaHO B XAPI-makeT kak 00s3aTenbHbI (UHATBHBIN
miar JJs MoJdy4eHusl OajuloB 3a MOMYNb. DTO TOJIHOCTBIO MCKIIOYHIIO MpoOiieMy MOTepU
JaHHBIX M 00ECrednIo adCONIOTHYIO MOJHOTY BBIOOPKH AJIsl MOCIENYIOLIEro AUCIIEPCHOH-
Horo aHanmm3a. Paza 2 — ObUIM OPTaHM30BAHBI 110 3aBEpUICHUH ceMecTpa. KoiamdecTBeHHBIH
aHau3 TPOBOAMIICA B mporpammuoii cpere IBM SPSS Statistics. Jlnst omeHkd BIHSHUSA
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ApXUTEKTYpbl KOHTEHTAa HA METPUKH BHHMAHHS TMPHUMCHSJICA aHaJIW3 C MOBTOPHBIMU
u3MepeHussMd. KadecTBeHHBIC JIaHHBIC —TOABEPrajiCh TEMATHYECKOMY aHaju3y [0
meromosoruu B. bpoyna u B. Kimapk (Braun & Clarke, 2006).

Pe3yabTartsl

B cooTBeTcTBMM ¢ BBIOpaHHBIM OOBSCHHUTENBHBIM IOCIEIOBATENBHBIM JH3aHHOM
cmerranroro uccienosanus (Creswell & Creswell, 2018), pasnen «Pe3ysabTaTsi» CTPYKTYPHO
pasleneH Ha JBe JIOTMYECKM B3aHMMOCBS3aHHBIE YacTH. B TepBoil wyacTH INpeacTaBiIeHBI
pe3yNbTaThl TIIYOOKOTO KOJIMYECTBEHHOTO aHaNM3a SMIMPHUUYECKUX JIAHHBIX, MOJIY4YEHHBIX
HOCPE/ICTBOM OOBEKTUBHBIX METPUK CHUCTeM yrmpaeieHus oOydenuem (LMS Moodle u
Google Classroom), u orieHKa KOTHUTHBHOW Harpy3ku. Bo BTopoii yactu Oyaer mpeacTaBieH
KaueCTBEHHBIH TEMaTHUECKUI aHalN3, NPU3BaHHbBIM HEHPOIUAaKTHUECKN HHTEPIPETUPOBATh
Y BepU(PULUPOBATH BBISIBICHHBIE CTATUCTUYECKHE aHOMAJIHH.

1. Konuuwecmeennwlti ananuz — npeosapumensvHas 00pabomrka OaHHbIX U ONUCANENTbHAS
cmamucmuka

[TepBruHBI MacCUB TaHHBIX BKJIOYal mokazarenu 150 crynentoB OakanaBpuara (N =
150). I1epen mpoBeneHNEM OCHOBHOTO CTATUCTHUYECKOTO MOJEIHPOBAaHHUS ObLJIa OCYIIECTBIIE-
Ha IpoLeypa OYUCTKH JaHHBIX M MPOBEPKa Ha COOTBETCTBHE HOPMAIBHOMY PacIipeIeIeHHIO
¢ wucnonb3oBaHueM kpurtepusi [llammpo-Yunka. AHamu3 Mokaszall, 4TO paclpeiesicHHe
KJIIOYEBBIX TEPEMEHHBIX HpuOmmKaercss K HopmaapHomy (P > 0.05), 4yto mo3BOMMIO
HCTIOB30BATh MTAPAMETPUYECKHE METOIBI CTATUCTUKH.

Hns uckmoveHus: BiusiHUA (pakrtopa minardpopmbl ObUT MPOBEACH HE3aBHCUMBIN t-
kputepuid CTbIOICHTA, CpaBHUBAIOLIHN 0a30BbIC MOKA3aTEIN aKaJeMUYEeCKOW yCIeBACMOCTH
¥ KOTHUTHBHOMW Harpysku mexay moarpynmamu Moodle (n = 85) u Google Classroom (n =
65). CraruCcTUYeCcKN 3HAYMMBIX PAa3IHMYMi MEXKIy TONh30BaTEeNIMA pa3HBIX IUIaThopM Ha
cTapre SKcrepuMeHTa BbisiBaeHo He Obuio (t (148) = 0.42, p = 0.675). D10 monTBEpaUIO
BAJIUHOCTH 0ObEMHEHSI BLIOOPKHU B €MHBIN MYIT JIJIsl OLICHKA YHUBEPCAIBHBIX MEXaHIU3MOB
BOCHPUATHS TU(PPOBOTO KOHTEHTA, a0CTparupysch OT MporpaMMHON o0oiouku. J{is oTBera
Ha TIEPBBIA HCCIE0BaTENbCKUN BOMPOC 00 OIEHKE BIMSHUS CHENU(PUUCCKHX apXUTEKTYp-
HBIX XapaKTepHCTUK KOHTEHTa (IUIOTHOCTh TEKCTa, MYyJbTUMEIUIHBIN OallaHc, HABUTAIlMOH-
Has CJIIOKHOCTh) HAa YPOBEHb MEHTAJBHBIX YCHJIHMH, CTYACHTHI II00YEPETHO B3aUMOICHCTBO-
BaJIU C IBYMsI THIITaMH 00pa30BaTeIbHBIX MOTYIIEH:

2. Tpaouyuonnas apxumexmypa: CTaHmaapTHas BBITPY3Ka JICKIIMOHHBIX MaTepUaoB B
LMS (crutomHo# TEKCT, OTCYTCTBHE BH3yaJbHOTO CErMEHTHPOBAHHMS, IIE€PErpy’KCHHbBIE
craimpn).

3. Heupoouoaxmuuecku onmumuzuposannas apxumexmypa (HOA): Marepuaibl,
nepepabOTaHHBIE C YYeTOM MPHUHIMIIOB KOTHHUTUBHOM TCHXOJIOTUH (MHKPOMOIYJIBHOE
JpoOJICHUE, CTPOTUI MYJIBTHMEINITHBIN OalaHC, MUHUMH3ALHsI BU3YaJIbHOTO IIyMa).

VYpoBeHb HArpy3KH HU3MEPSIICA C TIOMOIIBIO amantupoBanHoi mkanel . ITaaca (Paas,
1992), muddepennupyromeid TOOOYHYIO U TMOJNE3HYI0 KOTHHUTHBHYIO Harpy3ky. PesymsraTs
JUCTIEPCUOHHOTO aHAJIM3a C MOBTOPHBIMH M3MEPEHUSIMU BBISIBUIM BHICOKO3HAYNMOE BIIMSHUE
TUNAa apXUTEKTYpbl KOHTEHTa Ha paclpelesieHne KOTHUTHBHOTO pecypca CTYACHTOB.
OCHOBHBIE CTAaTUCTUYCCKHE TTOKA3aTEN IpeCTaBIeHBI B Tabmmme 1.
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Tabnununa 1.
Onucamenvuan cmamucmuka u pesyiomamsl ANOVA 0ns1 noxkazameneii KOZHUMUGHOU HAZPY3KU 6
3agucumocmu om apxumexnyput konmenma (N = 150)

Tun TpaguuuoHHas OnruMu3npoBaHHast F- p- Pasmep
KOTHUTHBHOM apXMTeKTypa apxurektypa (HOA): 3Hauenne ypoBeHb 3(dekTa
HATPY3KH (TA): M (SD) M (SD) (Partial
)
Tobounas 7.45 (1.12) 3.21(0.85) 142.36 <0.001 048
Harpyska
nonesHast 4.10 (1.35) 7.82 (1.05) 115.84 <0.001 043
Harpyska
Buyrpensas g g5 (1 o) 6.48 (1.15) 1.12 0.291 0.01
Harpyska

Ipumeuanue. M — cpeonee snauenue (no 9-6annvroil wkane); SD — cmanoapmnoe omxionenue.

Kputnueckuii aHanu3 aaHHbIX M3 Tabmuuel 1 meMoHCTpupyeT (yHAaMEHTAIbHBINA
HeHpomnenarornueckuii  cIBUI. BHYTpeHHSST KOTHWTHBHAs Harpyska, 3aBUCSIIAs OT
OOBEKTUBHON CIIOKHOCTH y4eOHON MUCHUIUTMHBI, OXHMIAeMO octangach Hemsmenuoi (F =
112, p = 0.291), 4ro mMOATBEP)KAAET BAIMAHOCTh SKCIEPUMEHTA (CIOKHOCTh CaMOIro
npeaMeTa He MeHsack). OpHako moOoYHasl Harpy3ka Ipu Iepexone K HeHpOonuaaKTHIECKU
ONITHMHU3UPOBAaHHOMY KOHTEHTY KaracTpodudecku cHusmiach (¢ 7.45 mo 3.21 OGammos).
D¢ dext naHHOTO CHIDKeHUS siBisieTcss MaccuBHBIM (Partial n2 = 0.48), uro o3navaet, uro 48%
JUCTIEPCUHU B YPOBHE MH(OPMALIMOHHON YCTaJOCTH OOBSCHAETCS MCKIIOUUTEIBHO apXUTEK-
TYPHBIM JU3ai{HOM KOHTEHTA.

OHOBPEMEHHO € 3THM 3a()UKCHPOBaH 3epKaJIbHBIH POCT NOIe3Hoi Harpy3kH (¢ 4.10 no
7.82), OTBETCTBEHHOH 3a TIIyOMHHOE OCMBICIIEHHE W (OPMHPOBAHHE HEHPOHHBIX CBS3EH
(cxem 3HaHUWH). BBEICBOOOXKIEHHBIH KOTHUTHUBHBIA PECypc, paHee TPATHBIIWICS Ha JIEKOMIH-
pOBaHUE BH3yaJbHOTO IIyMa M CJIOKHOW HABHTAIMH, OBbLJI aBTOMAaTHUYECKH TEepeHaNpaBiieH
CTYACHTAMH Ha aKaJIeMUYECKYIO pe(IEKCHI0. DTO MPSIMO JAOKA3bIBAET, YTO TUIOTHOCTH TEKCTa
U MYJIBTUMEIUHHBIA aucOaianc B TpaaunuoHHBIX LMS sBusroTcst He mpocto daxropamu
IuckoM(popTa, a KECTKMMU HEWpPOOHOIOTHYECKUMH OaphepamMu, OJOKHPYIOIIMMH IPOLEce
yCBOCHHSI MH(POpMAIIHH.

CyObeKTHBHbIE METPHYECKHUE JaHHble ObUIM TPHAHTYJIMPOBAHBI  IOCPEACTBOM
00BbEKTUBHOIO aHayu3a Jyor-paiinoB LMS (uudpoBoro ciena). ITo MO3BOIMIO NEPEBECTH
abCTpakTHOE TIOHSTHE <IOTEPsT BHUMAHHUS» B IUIOCKOCTh HM3MEPHMBIX TTOBEJCHUYECKUX
narrepHoB. B gokyce BHUMaHMSI HAXOAUIUCH TPU METPUKH:

1. Bpems oagpgpexmusnoco 63aumooeticmeus: Bpems 10 TEpBOro NepeKITIOYECHUS

BKJIQ/IKH WJIM TTJICHUS] aKTUBHOCTH MBIIIIH.

2. Kosgpdpuyuenm mnasueayuonnoeo xaoca: KommuecTBO OECCHCTEMHBIX IE€PEXO0B
MEX]y CTpaHHLIAMH MOJIYJISl B MUHYTY.

3. Unoexc ¢ppaemenmayuu ceccuu: Jlons CTYICHTOB, HE CYyMEBLIMX OCBOHMTH y4eOHBIN
MOJIyJIb 33 OJIMH HETPEepBIBHBIA TOAXOJ M BBIHYKICHHBIX TPEpBaTh CECCHIO H3-3a
WHPOPMAITHOHHOH YCTaJIOCTH, C MOCIIEIYIOIUM BO3BPATOM K MaTepHaITy.

CpaBuutensHbli ananu3 (Tabmuma 2) BBIABUI KPUTHUYECKUE Pa3pbIBBI B yCTOWYMBOCTH
MPOU3BOJILHOTO BHUMAHHSI.
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Tabauna 2.
Tosedenueckue mempuku cmyoewmos no OauHviM yuebHou anarumurku LMS (Moodle/Google
Classroom)

Mertpuka y4eOHOI

AT (LM S TpagunuonHas OnTuMu3npoBaHHast t- p-

Logs) apxurekrypa (TA)  apxurekrypa (HOA) KpuTepHii  ypoBeHb
Bpewms ycroituuBoro 84+2.1 223+3.4 -28.54 <0.001
BHHMaHUs (MHH.)

HapurannoHHbIH 125+ 4.2 31+12 35.62 <0.001
xa0¢ (KITUKH/MUH.)

@®parmeHTanus 68% 14% 2 =453 <0.001

yaebHoit ceccun (%)

Jannpie yueOHON aHAINTHKH MaTeMaTWYeCKH TOYHO MOATBEPXKIAIOT MapajoKC mesa-
TOrMYecKoll KOMMYyHHUKaluu B UudpoBoit cpexe. Ilpu B3ammopneiicteun ¢ TA pecype
IPOM3BOJILHOTO BHMMaHMS HCTOILIAETCS B CPEAHEM Ha 8.4 MHMHYTE, MOCJE Yero BO3HHKAET
(eHOMEH «HaBUralMOHHOTO xaoca» (12.5 KIMKOB B MHHYTY) — CTYACHT IOACO3HATEIbHO
WIIET TPWUITEPbl Ui YAepKaHWs KOHIEHTPAllMM B BH3YyaJbHO MOHOTOHHOM TEKCTE, HE
HaXOAUT UX U B 68% cilydaeB BBIHY)KICHHO IIPEPHIBACT YUEOHYIO CECCHIO, Ip0o0sl YCBOCHHUE
Mareprana Ha HECKOJBKO pPa3pO3HEHHBIX MNoaxonoB. HampoTus, BHeOpeHHE NPHUHLMIIOB
Heripoguaaktuku (HOA) mo3Boiuino nposoHrupoBarh a3y TTyOOKol KOHICHTPALUH MTOYTH
B TpH pa3a (1o 22.3 MUHYT), CHU3UB IOTPEOHOCTH BO (parMeHTauuu Marepuaia 1o 14%.

C Touku 3peHus HU3NO0IOTUH BHICIICH HEPBHOM AESTEIbHOCTH, MUKPOCEIMEHTHPOBaHNE
KOHTCHTa 00ecleunBaeT CBOEBPEMEHHOE A0(PaMHHOBOE MOIKPEIJICHNUE, YyBCTBO 3aBEPILCH-
HOCTH MUKpPO3aJa4d, 4TO IPEI0TBpPaNIaeT KOTHUTHBHOE UCTOIICHHE.

Hmeercsi KonMMYEeCTBEHHAs B3aMMOCBS3b MEXKIY KOTHHTHUBHON Harpy3kod M akaieMu-
YECKOH YCIIEIIHOCTBIO CTY/IeHTOB. [IIs onpeienieHus peaqbHON aKaJleMIUYeCKO YCTIEUTHOCTH
(bunanbHbi TecToBbIN Oamt mo 100-0aymibHOM cucTeMe) ObLI MPOBEACH KOPPEISIUOHHO-
PerpeccUOHHBIN aHaAIN3.

Marpuua xoppessiunii [Tupcona nporeMoOHCTpUpOBaja CUIbHYIO OTPHLATEIbHYIO CBA3b
MEX/1y YPOBHEM MMOOOYHON KOTHUTHBHOM HArpy3KH M UTOTOBBIM aKaJeMU4ecKuM Oasiom (I
=-0.72, p < 0.001). IubiMH ciTOBaMH, 4eM OOJIbIIIE YCHIIHIA CTYIECHT TPATUT HA HABUTAIIUIO U
JIEKOTUPOBAaHUE HECTPYKTYPHUPOBAHHOTO TEKCTA, TEM HMXKE €ro 0ObeKTUBHBIN pe3ynbrat. B To
JKe BpeMs BBISBICHA CUIIbHAs TOJOKUTEIbHAS KOPPEJSIIUsS MEXIy TMOJe3HON Harpy3kod H
akagemuueckum 6asuiom (r = 0.81, p < 0.001) u BpemeHem ycroitunBoro Baumanus (r = 0 .76,
p < 0.001).

s mocTpoeHrsi KOHLENTYyaJbHOW IpelcKa3aTelIbHOW Monenu Oblla MCHONIb30BaHa
MpoIeAypa MHOXKECTBEHHOW JTMHEHHOM perpeccuul. 3aBUCHUMOM MMEepEMEHHON BBICTYIIAT aKa-
JeMHUYecKHid 0aiut cryneHTa. HezaBUCHMBIMU NpeAMKTOpaMy ObUIHM BKITIOUEHBI: MOKA3aTeIH
NOOOYHOM M TOJE3HOH HArpy3Kd, BpeMs yAEp)KaHWs BHUMAaHUS M THUI HCIOJIb3yeMOMH
apXUTEeKTypbl KoHTeHTa ((pukTrBHAA epemenHas: 0 = TA, 1 = HOA).

IMpoBepka Ha mynbruroLTHHEApHOCTh (VIF < 3.0) M roMOCKeIacTHYHOCTh OCTATKOB
MOATBEP/HIIA BHICOKOE Ka9€CTBO MOJICIIH.

Perpeccuonnas mopens (Tabmuia 3) 00amaeT MCKIFOYUTEIBLHO BBICOKOH OOBSCHHM-
TeNbHOM crocobHoCThIO: 78% mucnepcun (R? = 0.78) B (HUHAIBHBIX OIEHKAX CTYICHTOB
00BsACHSETCS HEHPOAMIAKTUYECKHM KauecTBOM LHU(POBON Cpeabl M CIPOBOLUPOBAHHON €10
KOTHUTUBHOH peakuued. CraHnapTU3upoBaHHbE KOG ¢UIMEHTH () MOKa3bIBaIOT, YTO
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CaMbIM arpeCCHUBHBIM HETATUBHBIM IMPEIUKTOPOM SIBISICTCS UMEHHO IMOOOYHAS KOTHUTHUBHAS
Harpyska (= - 0.41).

IIpucyTcTBrEe HEHPOTUAAKTUICCKHA ONTHMH3UPOBaHHON apxuTekTypsl (HOA) camo 1o
cebe mobapnseT B cpemHeM 12.4 Gamina K WUTOTOBOH OIIEHKE CTyAEHTA IPH MPOYUX PaBHBIX
ycnoBusiX. Kakaplii MOMOMHHUTENbHBIA Oail Mo I[mKaie NOOOYHOH HAarpy3KH CHIDKAeT
WUTOTOBYIO ycmeBaemMocTh Ha 3.85 Oajura, Torga Kak Kaxkzias MUHyTa 3(pQGEeKTHBHOTO
yAepKaHusi BHUMaHus, 3adukcupoBanHas B LMS, npubasnser 0.65 6anna k pe3ynbrary.

Taoauna 3.
Pesyromamor  MHOJICECMBEHHO20 — PE2PeCCUOHHO20 — AHAMU3A — NPEOUKMOPO8  AKAO0eMUYEeCKOol
ycnesaemocmu

Mpenuxtopn HecranpapruzupoBan Crangaprd  CrangaprusupoBan  t- p-

ast HbIH KO3 puuueHT asg omulOka HbIH KOIPGUUUEHT 3HAYeH  YPOBEH
nepemenHass  (B) (SE) ®» ue b
(Koncranta)  42.15 412 - 10.23 <0.001
Tun 12.40 2.15 0.32 5.76 <0.001
aApXUTEKTYPBI

(HOA=1)

[ToGounas -3.85 0.82 -0.41 -4.69 <0.001
KOTHUTUBHAs

Harpyska

MoJIe3HAas 2.95 0.75 0.35 3.93 <0.001
KOTHUTHBHAS

Harpyska

Bpewms 0.65 0.14 0.28 4.64 < 0.001
YCTOHYMBOTO

BHUMAHUA

(LMS)

Mooenv: R?2=0 .78, R2=0.76, F (4, 145) = 124.5, p < 0.001.

Pestomupys pesysibraTsl mepBoil (passl MccIeI0BaHUs, MOKHO KOHCTaTHPOBATh TOJHOE
SMITUPUYECKOE 3aKPhITHE paHee 0003HAUEHHOTO HAay4HOro mpobOena. /laHHBIE OOBEKTUBHON
yueOHOW aHATUTHKH B CBSI3KE C TICHXOMETpPHEH OKa3ajH, 4TO apXuTeKTypa IudpoBoro
KOHTEHTa — JTO HE IPOCTO BOIPOC 3CTETHYECKOTO-BeO-TU3aHEPCKOTO IMPENNOYTeHHS, a
(hyHIaMEHTaIBHBIA HEWPOIIeAarornueckuii MHCTPYMEHT. TpanuiimonHas cTpykrypa nudpo-
BBIX JICKI[MI B CHCTEMax BBICIIETO 00pa3oBaHMs HEM30EKHO reHepupyeT MH()OPMaIMOHHBIN
IIyM, KOTOpBIH HcCTOmaeT pabodylo MamsTh W OJNOKHPYeT KOTHUTHBHYIO THOKocTh. U
HA00O0POT, MHTETpAIH HEUPOAUJAKTHUECKUX IPUHITUTIOB CETMEHTAIINN HAIPSMYIO TPAHCITH-
pyercs B U3MEPUMBIN aKaJeMUYECKUNA POCT.

Tem HE MeHee, KOJIMYECTBEHHBIH aHANHN3, HECMOTPA HA CBOIO MaTEMAaTHYECKYIO TOU-
HOCTB, OIUCHIBAET MPOOIEMY KOHCTaTAlIMOHHO: «YTO MPOUCXOIUT» M «C KAaKOW MHTEHCHB-
HOCTBIO». JINIs1 TOHMMaHUs TIyOMHHBIX (PEHOMEHOJIOTUYECKHX NPUYMH — MOYEMY MMEHHO
KOHKPETHBIE DIIEMEHTHl HHTepdeiica BBI3BIBAIOT COOM BHUMAHHWS M KaK CaMH CTYICHTHI
pedreKcupyIOT 3TOT THpouecc — HEeoOXOOUM Mepexol KO BTOPOH, KaueCcTBeHHOW (ase
UCCJIEZIOBAaHUS, HAIIPABICHHON HA PELIEHUE NCCIIEN0BAaTENBLCKOTO BOIIpoca 2.

Ha Bropoii ¢aze He0OXOmMMO MPOBECTH KadeCTBEHHBINM aHanmu3. KoimdecTBeHHBIS
JTaHHBIE, TOATBEPANBIINE KPUTHYECKOE BIUSHIE apXUTEKTyphl KOHTEHTA Ha aKaJIEMUIECKYIO
YCIIEIIHOCTh U MCTOLICHHE BHUMaHUs, TPEOYIOT (EHOMEHOIOTH4YecKoro oObsicHeHus. [ms
OTBETa Ha BTOPOH HCCIIENOBATENCKHII BOMPOC O MPHUHIIMIIAX ONTUMHU3AIUH T€1arOrHYeCKOn
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KOMMYHHKallU¥ B HU(PPOBOH cpeae ObLT MPOBEACH TEMaTHYECKUI aHaIn3 TEKCTOB WHTEPBBIO
14 crynentoB (Braun & Clarke, 2006). Bribopka cocTosiia W3 JABYX HOJSPHBIX TPYIIIL:
CTYAEHTOB ¢ MakcHManbHbM (N = 7) U MUHEMAIBHBEIM (N = 7) ypoBHEM 3a(QUKCHPOBAHHON
MoO0YHOW KOTHUTHBHOM HArpy3KH.

[Ipouecc KOAMPOBaHUS: OTKPHITOE, OCEBOE M M30MpaTeNbHOE KOAMPOBAHHUE MO3BOJIMIIO
KPHUCTAJUTH30BaTh TPHU T0OambHBIC MPOOJIEMBI, OOBSICHSIIONINE HEHPOOMOIOTHICCKHE W
IICUXOJIOrHYeCKre Oapbepbl B3amMomehcTBUsS ¢ LMS, a Takke BBIIBUTH 3(¢CKTHBHBIC
HEHPOANIAKTUYECKHE KOMIIEHCATOPHBIE MEXaHU3MBI.

IIpobrema 1: «Toxcuunocmsv» 6U3VATLHO20 WYMA U KOCHUMUBHASL K1AYCMPOpoous

IlepBas yrmamenTanbHas mpobieMa pacKpbhIBaeT MPUYWHBI (hEeHOMEHA «HABUTAIIMOH-
HOTO Xaoca», 3adukcupoBaHHOTro B Jor-haiiax LMS (cm. Tabnuiy 2). CTyaeHTH U3 TPYIIIbI
C BBICOKOW KOTHHUTHBHOW HAarpy3Koi OITMCHIBAIM CBOE B3aWMOACUCTBHE C TPaAMLMOHHON
apxutekTypoit (TA) Kypca B TepMHHAX CEHCOPHOTO mofaBiieHusi. OTCYTCTBHE BH3YalbHBIX
nay3 B TEKCTE, INEperpykKeHHOCTb HHTepderca TMIEPCChUIKAMU WU OTCYTCTBHE YETKOMH
uepapxuu MpU(TOB BOCIPHHUMAINCH HE TPOCTO KaK HEYAOOCTBO, a KaK HEMPEOAOINMOe
NPENSTCTBUE [T JEKOAUPOBAHHS CMBICIIOB.

DTOT maTTepH MOJHOCTHIO MOATBEpXkAacT Teoprto P. Maiiepa (Mayer, 2014) o npunime
MPOCTPAHCTBEHHON M BPEMEHHOIN CMEKHOCTH: KOT/Ia JJIEMEHTHI, HEOOXOIUMBIE IJIsl TOHUMa-
HUsI KOHLIENTA, Pa30pOCaHbl MM CIMTHI B BU3YAIbHBIN IIyM, pa0doyasi IaMsTh IepPEToTHICTCS
no0oYHOM nHpopManmel, OIOKHUPYs MPpoIiecC MOJIe3HONW HATPY3KH.

IIpobrema 2: [lepuyum nanpasnsioweti KOMMYHUKAYUU 8 ACUHXPOHHOLL cpede

Bropass Tema HampsiMylo KoppenupyeT ¢ OpoOieMod KOHCTPYHUpPOBAaHHUS Mopesei
MeTarOTHYECKOro oOmeHus. B yclmoBHsIX acHHXpOHHOTO IU(POBOro o0ydeHus (huU3nIecKoe
OTCYTCTBHE IIPENOaBaTesisi MODKHO KOMIICHCHpPOBaTbca <«adexroM mudpoBoro mpu-
CYTCTBHsI». AHaJI3 WHTEPBBIO MMOKA3aJl, YTO CTYACHTHI OCTPO HYXIAIOTCS B THAIIOTUIHOCTH
TEKCTa M YEeTKUX HABHTAIIMOHHBIX OPUCHTUPAX, KOTOPHIE BBHIMONIHSIOT (YHKIHUIO BHEITHETO
perynaropa BHUMaHUSI.

Ilpobnema 3: Heiipobuonocuueckuil 3anpoc Ha MUKpPOMOOYIbHOCb U 00pamunosoe
HOOKpenieHue

Tperbs mpobnema oObscHsSET, moyeMy B aKcnepuMeHTaibHoil rpynne (HOA) Bpems
YCTOWYMBOTO BHUMAaHHMS BO3POCIO HOYTH B Tpu pasza. CTyneHTbl eIUHOIIACHO yKa3ajih Ha
KPUTHYECKYI0 BaXKHOCTh CETMEHTalMk Martepuaia. Mosr oOydaromerocss B YCIOBHSIX
MH(QOPMALIMOHHOTO U300 HYK1A€TCsI B OBICTPOM MTO3UTUBHOM MOJKPEIICHUH.

B Tpagunmonnbix kKypcax LMS pocTikeHHe «KOHIA JIEKIUM» OTIOKEHO BO BPEMEHH
(unorma tpedyet 40-50 MHHYT HENPEPHIBHOTO YTEHMUS), YTO UCTOIIAET T0PaMUHEPTHIECKYIO
CHCTEMY, OTBETCTBEHHYIO 32 MOTHBalMioo. HelipomumakTiuueckas onTUMH3aLUs, pa3OuBIIas
Marepuan Ha 5-7-MUHYTHbIE MUKPOMOAYJIH C MPOMEKYTOYHBIMA UHTEPAKTUBHBIMH TECTaMHU
(camMoITpOBEpKOIi), co3/1aia CUCTEMY OBICTPBHIX BO3ZHATPAXKIACHUM.

Taoauna 4.
Hnmezpayus konuuecmeeHHbIX U KauecmeenHulx pe3yiomamos. Mampuya unmezpayuu: Obvsichenue
KoauvecmeeHHblX aHomaﬂuzZ llepeS’ KadyecmeeHHble membl

. IToarse aouas KauecTBenHoe BbiBeleHHbI NPUHIIAT
KonuvecTBeHHBbIH ATBEPAAAIONT . a PHHIL
crarucruka (LMS HeiipoauaakTuyeckoe ONTHMH3AIUH
¢enomen (Pa3za 1)
& AHkeTHpoBaHue) o0bsicHeHue (Pa3za 2) KOMMYHHUKAIIUN
Boicokuii unaeke 68% orcesa B HNudbopmanmonnas IMpuHIMN BU3YaJIbHOTO
dparmenranun (bparmenTanun knayctpohobus; cTpax KOMMYHMKAI[UM:
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ceccnii apxutekrype (TA) nepexn MunumMuzanus
HECTPYKTYPHUPOBAaHHBIM BH3YaJIFHOTO IITyMa,
00bEMOM («cTeHa  aKTHBHOE
TEKCTa»). HCIIOIb30BAHHE
HEraTUBHOTO
MIPOCTPAHCTBa» B
U3aKHe.
IpyuHIHN
HanpaBJsilouel
TTouck BHEIIIHUX p -
. . KOMMYHHKAIHH:
HaBurannonHbIit 12.5 OCECCHCTEMHBIX pErYJISITOPOB  BHHMAHWS,
WuTerpamus MUKPO-
xaoc KIUKOB/MUH. B TA JEPUIUT TUATOTUIHOCTH
pe3toMe, pUTOPUUECKIX
u 3¢ pexTa npucyTCTBHSI.
BONPOCOB U LIBETOBOTO
KOJMPOBAHUS CMBICIIOB.
HpuHuMn
MHKPOMOIY.JILHOTO
. BricBoOoxnenue 10(paMHHOBOI0
Poct TMOJIe3HOH  YBeIUYeHHe
N MEHTaIILHOTO pecypca MOAKpenJeHHs:
HATPY3KH Npu  TaJe3HOI Harpys3KH ¢
Omaromapst ~ modTamHOMY CerMeHTanus KOHTEHTa
CHIKCHIH 4.10 bannos no 7.82 (MHKpPOMOIYTEHOMY) Ha 5-7-MUHYTHBIE OJIOKH
Nno004HOM B HOA P Y Y y1
BO3HArPaXACHUIO. C MTHOBEHHOM
dbopmupyroriei
OLICHKOI.

CuHTe3 1aHHBIX ABYX (Da3 MCCleNoBaHuUs TO3BOJSET CHOPMYITUPOBATH HCUEPITBIBAIOLIAI
OTBET Ha HCCIIEA0BaTeNbCKUE BOIMpOochl. CTaTHCTHYECKH [I0Ka3aHO, YTO apXHUTEKTypa
IU(QPOBOTO KOHTEHTA SIBJIAETCS] HE3aBUCUMBIM NPEJUKTOPOM aKaAEMHUUECKON YCIIEBaEMOCTH.
[Ipu 3TOM (heHOMEHONOTMYECKUI aHaIN3 BBISIBUJ, YTO Ul MPENOTBPALICHUS HCTOILCHUS
pecypca Mpou3BOJIBHOTO BHUMAaHHUS MeJarorndeckas KOMMYHHKAIUS B 3JIEKTPOHHOU cpefie
JOJDKHA KECTKO 0a3upoBaThCsi Ha TpPeX HEWPONMAAKTUYECKHUX MPHHLMIAX: BU3YaJTbHOM
KOMMYHHKALIUY, HalpPaBIAOLIEH KOMMYHUKAIMd U MHKPOMOIYJIBHOM J0(aMHHOBOM MOJ-
KperuieHuu. IrnopupoBanue 3TUX MPUHIUIIOB MPeBpaliaeT MHHOBAIIMOHHBIE WHCTPYMEHTHI
LMS B reneparopbl KOTHUTHBHOM MEPErpy3KH.

O000menune

I'maBHas 1enb HACTOALIETO HCCIIENOBAHMS 3aKIIOYAACh B MPEONOJIEHUH MEXKIUCIIHII-
JMHAPHOTO pa3pblBa MEXIy MHCTPYMEHTapueM y4eOHOW aHAIUTHKH U HEMPOOHOIOTHYECKH-
MH 3aKOHAMH BOCHPHSTHS WH(POpPMALMM B 3JEKTPOHHOH cpene. IlomyuyeHHble pe3yiabTaThl
CMEILaHHOIO Ju3aiiHa yOeAUTEIbHO NOKa3bIBAIOT, YTO apXUTEKTypa LHU(POBOIO KOHTEHTA B
cucteMax ympasieHus: oOydenuem (LMS) BeIXoguT 3a paMKH TEXHHYECKOTO WM BeO-
JIU3afHEPCKOTO KOHCTPYMPOBAHUS, BBICTYNAs (QyHAaMEHTAJIbHBIM AETEPMUHAHTOM AKaJeMH-
YECKON YCIEMIHOCTH U KOTHUTUBHOM KN3HECTOMKOCTH CTY/IEHTOB.

Hannbie mepBoit (aspl: MHTEpnperanuss KOMTMYECTBEHHBIX PE3YJIbTATOB B KOHTEKCTE
JUTEpaTypbl MOATBEPIMIN TUIIOTE3y O TOM, YTO HECTPYKTypHUpPOBaHHas Iojada Marepraia
TeHEepUPYET KPUTHUYECKHH YpOBEHb MOOOYHOM KOTHUTHBHOW Harpy3ku. CHMKEHHE TaHHOTO
THTIa Harpy3ku ¢ 7.45 mo 3.21 GammoB mpu mepexofie K ONTUMU3HPOBAHHOW apXHTEKType
MOJTHOCTBIO COINIACyeTcsl ¢ MOCTyJaTaMHd TEOpWH KOTHUTHMBHOM Harpy3km J[x. Csemepa
(Sweller, 2020) u teopueit myasTuMenuitHoro o0ydenus P. Maitepa (Mayer, 2014). Onnako
Hallle HKCCIICIOBAHUE pACIIUpseT OSTH JadOpaTOpHbIE KOHLEMIMM, IE€PEeHOCs HX Ha
€CTECTBEHHBIE MACCHBBI JAaHHBIX YU€OHON aHATUTHKH.
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Uro ke KacaeTcsl MHTEPIPETAINY KaueCTBEHHBIX PE3yJIbTaTOB, TO MPOOJIeMa IeAaroru-
YECKOW KOMMYHUKAIUN (DEHOMEHOJIOTHYECCKUI aHAIN3 UHTEPBBIO BHISIBUII, YTO KOTHHUTHUBHAS
neperpyska B LMS wacto mackupyercs moj aeuIUT MOTHUBAIMH, XOTS €€ UCTUHHAS IMPH-
po/ia KpoeTcs B HapyIICHHH ITeJarormdeckoil KOMMyHHKalWu. B TpajauiimoHHON akajgeMu-
4yeckol cpenie (ayAMTOpHBIA (opMaT) NpernojaBareib MHTYUTUBHO YIPAaBISICT BHUMaHUCM
CTYJCHTOB C TOMOIIb0 WHTOHAIIUM, Tay3 M 3PHUTEIBHOTO KOHTAaKTa. B acHMHXpOHHON
UQPOBOIi cpesie STH UHCTPYMEHTHI HCUE3afOT.

BrisiBiicHHass B HaIlleM WCCIEAOBAHUM TOTPEOHOCTh CTYJIEHTOB B «HAMPABIISIOIICH
KOMMYHUKAIIUN» U KMHKPOMOAYJIHHOM JO(haMHUHOBOM IMOIKPEIUICHUU» OiecTsIne 00bICHSIET
pasuuily B Boctpusatun LMS u conmanbHbIX cerel, onucanHyto panee. ColMaNbHbIC CETH
AJTOPUTMHYECKU BBICTPOCHBI Ha IPUHITUIIC OBICTPHIX TO(PaMHHOBBIX BOSHATPAXKACHUMN, TOT/IA
KaK TpPaIUIMOHHBIC JIMHHBIE TEKCTh B LMS TpeOyroT AIUTENHHOrO BOJIEBOTO YCHWIIHSL
WuTerpanusi MHUKpO-pe3loMe W BU3YaJbHOTO KBaHTOBaHWS (pa3OWBKa Ha S-7-MHUHYTHBIC
MOJIyJH) MO3BOJIIET HMCKYCCTBEHHO BOCCO3IaTh A(PQPEKT NPHUCYTCTBHs MpernojaBareis U
CHHXPOHHM3UPOBATh aKaJeMUYECKH KOHTEHT ¢ HeHPOOHOJIOTHYECKMMU OKUAAHUSIMHA COBPE-
MEHHOTO CTYJCHTa. DTO OTKPBHIBACT HOBBIC TOPU3OHTHI I TEXHOJIOTHUECKH 00OTaleHHOTO
MPETNOAaBaHMs, T/IC TEKCT CTAHOBUTCS AKTHBHBIM KOMMYHHKATHBHBIM MapTHEPOM.

OrpaaneHnﬂ HCCJIeA0OBAHUSA

HecMoTpst Ha BBICOKYIO OOBSCHUTENHHYIO CIIOCOOHOCTH MPEANIOKEHHON PErPecCHOHHOMN
monenu (R2 = 0.78), uccienoBaHne UMEET OrPaHUYCHUH, KOTOpbIe HEOOXOMMMO YUHTHIBATH
NPY FeHEepaJIu3aluy BIBOJIOB:

1. Cneyughuxa swibopru: Vccnemopanue MpoOBOIWIOCH HA BBIOOpKe U3 150 cTymeHTOB
HelipoTunyHoro npodwis. Bocrnpusatre mudpoBoro nryma CTyIeHTaMH ¢ 0COOBIMU
00pa3oBaTelIbHBIMU MOTPEOHOCTSIMH (HAIPUMED, C CHHIPOMOM Ae(dUIMTa BHUMAHUS
Y THIIEPAKTUBHOCTH) MOXKET JEMOHCTPHPOBATH HHYIO IMHAMUKY.

2. CamoomuemHocmy KOCHUMUGHOU HAZPY3KU: HECMOTPS Ha TO, YTO HCIIOJIb30BAHUE
mikansl @. [laaca sBisieTCs 30J0THIM CTAaHIAPTOM B KOTHUTHBHO# nicuxonoruu (Paas,
1992), ona omnupaercs Ha CyObeKTHUBHYIO peduiekcuio. B OymyiieM 1iesiecoobpa3Ho
UCIIOJIb30BaTh alapaTHble MEeTOIbl HeipoBu3yanusauuu (Hampumep 230 mns
anmaparHoi TpuaHryisinuu Jior-aiinos LMS.

3. Ozpanuuennocms niamghopm: naHHble cobupamvcs Tonpko B Moodle u Google
Classroom. UWnarepdeiicaple 0COOEHHOCTH  JPYTHX  OKOCHCTEM  (HAmpuMep,
Blackboard mmm Canvas) MOryr BHOCHTH CBOM KOPPEKTHBBI B METPUKH HABH-
TallMOHHOTO Xa0ca.

3akioueHne

VYenemHas peanuzanus MmapaaurMbl OOy4YeHHs, YIPaBIsSeMOro NAaHHBIMH, B BBICIICH
IIKOJIE HEBO3MOXXKHA 0€3 IIyOMHHOTO MOHMMAaHHUSl TOTO, KaK YeNOBEYECKHH MO3r (DYyHKIIHO-
HUpPYET B YCIOBUSAX HH(MOPMAIMOHHOW meperpy3ku. JlaHHOe WccienoBaHue 3aroiHseT
CYIIECTBEHHBIM Hay4yHbBII Mpo0Oes, mpeaiarasi SMIMPHUYECKU JTOKa3aHHYI0 MOAENb, KOTOpas
CBSI3bIBACT aAPXUTEKTYpPY IM(PPOBOr0 KOHTEHTA C OOBEKTHBHBIMHU TIOKa3aTelsiMH Y4eOHOH
AQHAJIMUTUKH U TICHXOMETPUEN KOTHUTUBHON Harpys3KH.

JlokazaHo, 4TO TPaJUIMOHHBIA MEPEHOC JIEKIIMOHHBIX MaTepHaioB B IU(POBYIO cpery
BeZIeT K MH(OpManroHHON KiaycTpodoOHH M MCTOLICHUIO pecypca MPOU3BOJILHOTO BHUMA-
Hus. Helponuaakrtryeckas ONTHMU3ALUS KOHTEHTA — BKJIKOYANOIIAs BU3yaJIbHOE KBAaHTOBA-
HHUE TEKCTa, CTPOTHUH MYJIBTUMEIUHHBINA OanaHC W BHEAPEHHUE TUAJOTHYHBIX TPUITEPOB BHU-
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MaHUs — SBISIETCS HE PEKOMEHIATENIBHOH, a KPUTHYECCKH o0s3arenbHOM Mepoi. OHa 1o3-
BOJISICT KOHBEPTHPOBATh MOOOYHYI0 KOTHHUTHUBHYIO HArpy3Ky B CO3HJIATCIIBHYIO, YTO IIPHUBO-
IUT K CTAaTUCTHYECKH 3HAYMMOMY pPOCTY aKaJeMHYECKOW YCIEeBAaE€MOCTH W CHH)KEHHUIO
NOTpeOHOCTH BO (hparMeHTalK YIeOHOTO Mpoliecca.

[IpakTiaeckas 3HAYMMOCTH PabOTHI 3aKIFOYAETCS B TOM, YTO OHA MPEIOCTABIAET IMPO-
(heccopcko-TIperoIaBaTeIbCKOMY COCTaBy W CICIHAIUCTaM 110 OOECIICYCHUIO KadyecTBa
00pa30BaHUs YETKUH, HAYYHO OOOCHOBAHHBIA AJNTOPUTM IS MPOEKTHPOBAHUS yCTONUNBBIX
UG POBEIX 00pPa30BaTENBHBIX Cpell. B 310Xy HEONpeaeneHHOCTH U CTPEMUTENIBHON udpo-
BOW TpaHC(OpMaNny KH3HECTONKOCTh aKaJIeMHUYECKIX MHCTUTYTOB Oy/EeT 3aBHUCETh OT HX
CIOCOOHOCTHU aJalTUPOBaTh MEAArOrMYSCKYH0 KOMMYHHKAIIMIO K HEHPOOHUOIOTHYECKUM pea-
musim XXI| B. BrIsBIeHHBIE TPHUHIUIB MHUKPOMOAYIABHOTO JO(GAaMHUHOBOTO MOIKPETICHIS
3aKJIaBIBAIOT TIPOYHBIA (DyHOAMEHT IS pa3pabOTKH CTAaHAAPTOB AIEKTPOHHOTO OOYYCHHS
HOBOT'O TIOKOJICHHSI.
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Abstract

The depletion of students' cognitive resources in digital learning management systems (LMS)
remains a critical barrier to higher education effectiveness. This study aims to investigate the impact
of digital educational content architecture on students’ extraneous cognitive load and academic success
by integrating learning analytics and neuro-pedagogy. An explanatory sequential mixed-methods
design was employed. The quantitative phase analyzed objective digital footprints (Moodle and
Google Classroom log-files) alongside psychometric survey data (Paas scale) from 150 undergraduate
students. The qualitative phase involved thematic analysis of semi-structured interviews (n = 14).
Quantitative results demonstrated that neuro-didactic content optimization significantly reduces
extraneous cognitive load (from 7.45 to 3.21, p <.001) while extending sustained attention time from
8.4 to 22.3 minutes. Multiple regression analysis confirmed extraneous load as the strongest negative
predictor of academic performance (B = -.41). Qualitative analysis revealed phenomena of
"navigational chaos™ and cognitive claustrophobia, proving that visual quantization, signposting, and
micro-modular dopamine reinforcement strategies are essential for their mitigation. The originality of
this research lies in bridging the gap between cognitive load theory and learning analytics. It proposes
an empirically grounded conceptual model proving that digital content architecture is a fundamental
neuro-pedagogical tool rather than a mere aesthetic choice. The practical significance involves
developing evidence-based standards for designing educational environments that ensure students'
cognitive resilience in data-driven learning.

Keywords: neuro-pedagogy; learning analytics; cognitive load; learning management systems
(LMS); digital educational content; mixed methods research.
References

Aleksanyan, A. (2025). Teachers views on pedagogical challenges during post-war return in Mosul. In
Teacher and School Resilience in an Era of Uncertainty. Springer. https://doi.org/10.1007/978-3-
031-93961-7

Anderson, J. R. (2009). Cognitive psychology and its implications (7th ed.). Worth Publishers.

180


mailto:arev.ghazaryan@ysu.am
https://orcid.org/0000-0003-0231-2844
https://www.google.com/search?q=https://doi.org/10.1007/978-3-031-93961-7
https://www.google.com/search?q=https://doi.org/10.1007/978-3-031-93961-7

Braun, V., & Clarke, V. (2006). Using thematic analysis in psychology. Qualitative Research in
Psychology, 3(2), 77-101. https://doi.org/10.1191/1478088706qp0630a

Chen, C. M., & Wu, C. H. (2015). Effects of different video lecture types on sustained attention,
emotion, cognitive load, and learning performance. Computers & Education, 80, 108-121.
https://doi.org/10.1016/j.compedu.2014.08.015

Creswell, J. W., & Creswell, J. D. (2018). Research design: Qualitative, quantitative, and mixed
methods approaches (5th ed.). SAGE Publications.

Dawson, S., Gasevi¢, D., Siemens, G., & Joksimovic, S. (2014). Current state and future trends: A
citation network analysis of the learning analytics field. In Proceedings of the First International
Conference on Learning Analytics and Knowledge (pp. 231-240). Association for Computing
Machinery. https://doi.org/10.1145/2567574.2567585

Gevorgyan, S., & Asatryan, S. (2025). Enhancing educational efficiency through data-driven learning:
A case study of the Armenian State Pedagogical University (ASPU). Scientia Paedagogica
Experimentalis. https://doi.org/10.57028/s62-269-21091

Kahu, E. R. (2013). Framing student engagement in higher education. Studies in Higher Education,
38(5), 758-773. https://doi.org/10.1080/03075079.2011.598505

Kirschner, P. A., Sweller, J., & Clark, R. E. (2006). Why minimal guidance during instruction does not
work: An analysis of the failure of constructivist, discovery, problem-based, experiential, and
inquiry-based teaching. Educational Psychologist, 41(2), 75-86.
https://doi.org/10.1207/s15326985ep4102_1

Mayer, R. E. (2014). The Cambridge handbook of multimedia learning (2nd ed.). Cambridge
University Press. https://doi.org/10.1017/CB09781139547369

Paas, F. G. W. C. (1992). Training strategies for attaining transfer of problem-solving skill in statistics:
A cognitive-load approach. Journal of Educational Psychology, 84(4), 429-434.
https://doi.org/10.1037/0022-0663.84.4.429

Siemens, G. (2013). Learning analytics: The emergence of a discipline. American Behavioral Scientist,
57(10), 1380-1400. https://doi.org/10.1177/0002764213498851

Skulmowski, A., & Xu, K. M. (2021). Understanding cognitive load in digital and online learning: A
new perspective on extraneous cognitive load. Educational Psychology Review, 34, 171-196.
https://doi.org/10.1007/s10648-021-09624-7

Sweller, J. (2020). Cognitive load theory and educational technology. Educational Technology
Research and Development, 68(1), 1-16. https://doi.org/10.1007/s11423-019-09701-3

Thomas, M. S. C., Ansari, D., & Knowland, V. C. P. (2019). Annual research review: Educational
neuroscience: Progress and prospects. Journal of Child Psychology and Psychiatry, 60(4), 477—
492. https://doi.org/10.1111/jcpp.12973

Received: 23.03.2026 THonyueno: 23.03.2026
Reviewed: 14.04.2026 Paccmompeno: 14.04.2026
Accepted: 19.05.2026 Ipunamo: 19.05.2026

(©Noxel
© The Author(s) 2026

This work is licensed under a Creative Commons Attribution-Non Comercial 4.0 International License

181


https://www.google.com/search?q=https://doi.org/10.1191/1478088706qp063oa
https://doi.org/10.1016/j.compedu.2014.08.015
https://doi.org/10.1145/2567574.2567585
https://www.google.com/search?q=https://doi.org/10.57028/s62-269-z1091
https://doi.org/10.1080/03075079.2011.598505
https://doi.org/10.1207/s15326985ep4102_1
https://doi.org/10.1017/CBO9781139547369
https://doi.org/10.1037/0022-0663.84.4.429
https://doi.org/10.1177/0002764213498851
https://doi.org/10.1007/s10648-021-09624-7
https://doi.org/10.1007/s11423-019-09701-3
https://doi.org/10.1111/jcpp.12973

SECTION 9: PEDAGOGICAL PSYCHOLOGY
PA3JIEJI 9: IEJAT'OI'MYECKASA IICUXOJIOT' UL

UDC 37.015.3:159.923.2:159.947.5:378.14
DOI 10.46991/educ-21st-century.v8.i1.182

HCCIIELOBAHUE B3AUMOCBSI3U CYBbEKTUBHOI'O BJIAI'OIIOJIY YU,
MOTHUBAIMU JOCTUKEHUA YCIIEXA U AKAJEMHUYECKOU
YCIHHEBAEMOCTHU Y CTYJAEHTOB

Mup3osin Banans

KAHOUOAm NCUXOJI02UYECKUX HAYK, OOYeHm
Banaosopckuii ecocyoapcmeennuiii ynugepcumem
Pecnybnuxa Apmenus

mirzoyan900@gmail.com
https://orcid.org/0009-0001-5508-4892

AHHOTAIMA

VYueOHast AeATEIBHOCTh CTYACHTOB MHOTOTpaHHa M CJIOXKHa M TpeOyeT He TOJIbKO BBICOKO-
Pa3BUTOrO0 HWHTEIUIEKTAa, CIIOCOOHOCTEH ¥ TO3HABAaTEIbHOW AaKTUBHOCTH, HO M YyCTOHYHBOIO
TICHXO3MOIIMOHATIBHOTO cOCTOSHHUA. OT TOro, Kak CTYyAEHT BOCIPHHMMAeT ceOsl, HACKOJIBKO II0JIO-
JKUTEIBHO ce0sl OLICHNBAET U HACKOJIBKO MOTHBHPOBAH, BO MHOTOM 33aBHCHT €T0 aKaJeMHUYEeCKas ycIie-
BacMOCTh. B cTaTbe aHaNM3MPYIOTCS CYOBEKTUBHOE OJAroIoNydre W MOTHUBALUS JOCTIKEHHS ycIexa
KaK B3aUMOCBSI3aHHBIE IICUXOJOTMYECKHE XapaKTepUCTUKU CTyaeHToB. IIpodiema mcciaenoBanus
00yCIIOBJIEHa HEAOCTATOUHOM OIPEAEIEHHOCTHIO U SMIIMPHIECKON MTPOpabOTaHHOCTHIO B3aMMOCBS3EH
CyOBbEKTHBHOTO OJIaromnojydusi, MOTHBAallMKM JOCTH)KEHHs yCIeXa U aKaJeMHUYECKOW yCIeBaeMOCTH
cTyneHToB. Ilenblo uceae10BaHUs SABISIETCA U3yUEHHE B3aMMOCBA3U CyOBEKTUBHOTO Oaronoirydus u
MOTHBAIIMM JOCTIDKEHHS yclieXa M OIpelesieHHe UX ponu B (OPMHUPOBAHUM aKaIeMHUYECKOH ycrie-
BAaeMOCTH CTyneHTOB. MeToaoJorus. B uccnegoBannu nmpunsiau ydactue 60 cTyneHToB. B xadectse
MeToZIoB uccnenoBanus npuMenmwin «lllkany cyObexTuBHOrOo Onarononyuusi» I. Ilepys-Bany B
apantamn M.B. CoxomnoBoit m Meroauky «MotuBanus kK ycmexy» T. Onepca. s mposeneHus
CTaTHCTHYECKOTO aHalin3a NpuMeHsieTcst koadduiment Hanéxaoctn o Kponbaxa, KoppensinoHHbII
aHAIM3 C UCIONB30BaHWEM Koddduimenta I[lupcoHa, craTUCTHYecKuil makeT Jamovi u s
OIpeJieNIeH!s] HOPMAaJIBHOCTH paclpefencHus mnokasareneid kpurepui lllanupo-Yunka. OcHoBHBIE
pe3yabTaThl. BONBIIMHCTBO CTYIEHTOB JEMOHCTPUPYIOT cTaOWIbHOE CyOBEKTHBHOE Onaroroiydue.
MotuBanusi JOCTHXEHHUS OTPHUIATEIBHO CBs3aHA C HEOJIAronoJIydyHeM M IOJOKHTEIBHO C YCIIe-
BAaeMOCThIO. PerpeccHoHHBIN aHaIM3 MOKa3al, YTO MOTHBAIMS JOCTH)KEHHUS M CyObeKTHBHOE Oriaro-
MOJTy4YHe HE BBICTYNAIOT 3HAUMMBIMHU IPEAUKTOPAMH aKaJeMHYECKOIl yCIIeBa€MOCTH B JaHHON BBIOOp-
ke. Hayynass HoBu3Ha. B pamMkax ucciienoBaHus NPOBENEH KOMIUIEKCHBIM aHalu3 B3auMOCBs3EH
MEXJIy MOTHBAIEH K JOCTIDKEHHIO YCIEXa, OTIACNbHBIMH IIKaJaMH 4ero ? ¥ OOIIMM IOoKa3aTelleM
CyOBEKTHBHOTO OJAaromoiy4ds, a TakXKe aHajdW3 WX BIMSHASA Ha aKaJeMHUYECKyI0 YCIIEBaeMOCTh
CTYJIEHTOB.

Knrouesvie cnosa: ncuxonocuueckoe 6]1(120}’10]1_)/‘”[6, Cy6‘beKmM6H0€ 6]1(120710/1_)/1{146, momueayust
docmudiceHust K ycnexy, momueayus uzbezanus Heydayz, akaoemu4eckast ycnesaemocms.

Beenenue

I/I3yqu1/1e IICUXOJIOTHYCCKOT'0 U Cy6’beKTI/IBHOFO 6J1arononyq1/1;1 IIPUBJICKA€T BHUMAHUC
HCCHGHOB&TCHCﬁ C pa3sHbIMU HAYYHBIMHU MMO3UIUAMU, TAK KE, KaK U npo6neMa (l)OpMI/IpOBaHI/ISI
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MOTHBAIUU yCIieXa, T.K. OHU ONPEICIISIOT PAa3BUTHE W CTAHOBIICHUE JIMYHOCTU, KaYECTBO
JKU3HU 4YeJIOBEKAa U WX BIMSHUEC HA JCITEIHHOCTh YelOBeKa. B kowmexcme COBPEMEHHOTO
TICUXOJIOTMYECKOTO MCCIIEIOBaHMS BCE Oonblliee 3HaUCHUE MpHOOpeTaeT aHamu3 (HaKkTopoB,
CIOCOOCTBYIOIINX YCHEITHOCTH YUeOHOM AESITEIbHOCTH CTY/ICHTOB.

Ilocmanoexa npoonemoi:

HecMoTtpst Ha MHOTOYHICTICHHBIE HCCIIEIOBAHNS OTEUYECTBEHHBIX U 3apyOeKHBIX aBTOPOB
JI0 CHUX TIOp OCTalOTCA BOIIPOCHI, HE IO3BOJSIONINE B IOJHOM Mepe OOBSCHUTH, KakKoe
BJIMSIHME OKAa3bIBAIOT TAKUE TEPEMEHHbBIC, KaK CYOBCKTHBHOE OJIaromoJiydue W MOTHBALIUS
JIOCTIIKCHHMSI yCIIeXa Ha aKaJeMHUYECKYI0 YCIIEBAEMOCTh CTYICHTOB, a TAK)KE KaKUM 00pa3oM
OHH B3aMMOCBS3aHbI MEXIy COOOM.

Hccneooeamenwvckuii npooen:

B cymecTByronmx uccaenoBaHUAX HEAOCTATOYHO AMITMPHUYECKH MPOPadOTaH BOIPOC
B3aUMOCBSI3U MEXJy CYOBEKTHBHBIM OJaronoiydueM, MOTHBALMEH NOCTHIKEHHS ycrexa U
aKaJIEMUYCCKON YCIIeBAEMOCThIO CTYNEHTOB, OCOOCHHO B paMKax KOMIUIEKCHOTO aHan3a
OTAETBHBIX MK U 00LIETo MmoKa3arenis CyObeKTUBHOTO OJIaromnoyHs.

Lenvio uccnedosanus sBIAETCS U3yYCHNUE B3aUMOCBSI3M CyOBEKTHBHOIO Oaromonyyus
Y MOTHBAaLMM IOCTIKEHUS YCIEXa, W ONpENeNeHHS UX POiu B (POPMUPOBAHUM aKaIeMH-
4EeCKOH yCIIEBAEMOCTHU CTYIEHTOB.

T'unome3a: npeanonaraercs, uto: 1. Bomee BbICOKUI ypoBeHb CyOBEKTHBHOTO OJaro-
MOJTy4usl CTYACHTOB IIOJIOKHUTENBHO CBS3aH C MX MOTHBAaLUEed IOCTIDKEHHS ycmexa. 2.
CY6T>CKTI/IBHOC 6nar0nonque 1 MOTUBaLUA JOCTHXXCHUS YCIICXa BJIIMAIOT HA aKaACMUYCCKYIO
yCIIEBAEMOCTb CTYJCHTOB.

O630p numepamypei: Psi aBTOPOB IOCBATWII 3TOMY BOIPOCY CBOM pPalOTHI, Cpenu
KOTOpBIX 0COOeHHO BblAesstoTcss padotel H. bpanbepna, K. Pudda, O. dunepa u A.B.
Boponunoii. B ux uccieoBaHUsIX MOJYEPKUBACTCS MHOTOACIICKTHBIA XapakTep 0Jarormoiy-
YHsI U €TO CBSI3b C TICHX03MOILMOHAIBHBIMH, KOTHUTUBHBIMH U COIIMAJIBHBIMU (PaKTOPaMH.

[Mpexne yeM paccMaTpuBaTh MOHITHE «CyObEKTUBHOE ONAromoiydue» IMenecoodopasHo
00paTUTHCS K TEPMHUHY <IICUXOJIOTHYECKOE OJaronoydyre» U ero HaydHoMY OIPeeIICHHUIO.
CymiecTByeT HECKOJIBKO oTpenieneHnit atoro Tepmuna. Hopman bpanOepH BBen 310 moHsTHE
B 1969 1., oH OoTMe"an, 4To Icuxojoruyeckoe onaromnonyune Gopmupyercs 3a cuér Oananca
MOJIOKUTEIILHBIX U OTpULATENbHBIX a((EKTOB, HAKATUTUBAIOIIUXCS B PE3YJbTaTe MPUATHBIX U
HETPHUATHBIX TTOBCETHEBHBIX MEPEKUBAHUN M OTPAXKAIONIUX CTETNIEHb OOIIEH YIOBIETBOPEH-
HOCTH WIH HeynoBiaeTBopéHHOCTH xu3Hbto (Kuznetsova, 2017).

K. Pud¢ ncuxonornueckoe Oiarononydne omnpenenseT Kak MHOro()akTOpHOE SIBIICHHE,
OTpakarolee OIEHKY YeJIOBEKOM CBOEro (YHKIMOHHpoBaHMs. OH CUMTAET, 4TO HE BCE, YTO
COOTBETCTBYET YIOBOJIBCTBHIO, CIIOCOOCTBYET JOCTH)KEHHIO TCHXOJIOTMYECKOTo OIaromnomny-
yus. bomee Toro, >KM3HEHHbBIE TPYIHOCTH, HETaTUBHBIC, Ja)Xe€ TPaBMUPYIOIIUE COOBITHSA
MOTYT B PsiJie CIIy4aeB CTaTh OCHOBOW TOBBIIICHHUS TICUXOJIOTHYECKOTO OJaromoydus 4elo-
Beka (Pavlotskaya, 2016).

C Ttouku 3peHus A.B. BopoHnHOH «rncuxonoruueckoe Omaromnonyuyune» GpopMupyercs: B
npolecce JESTeNbHOCTH B BHJIEC BHYTPEHHMX HHTEHIMH dYesioBeka (OeccO3HaTeNnbHBIX M
CO3HATENLHBIX PECYPCHBIX YCTAHOBOK): JKU3HECHOCOOHOCTH, CaMOpa3BUTHS, CaMOBBIpaXKe-
HUsSI, camopeanu3aluy. biaronomnyune MoxxeT ObITh PACCMOTPEHO Ha YETHIPEX OTHOCUTEIHHO
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ABTOHOMHBIX YPOBHSAX: ICHXOCOMAaTHYECKOrO 3I0POBbs, COLHMAJIbHON aJalTHPOBaHHOCTH,
HICUXUYECKOTO M Icuxooruueckoro 3nopoBbst (Dukhnovskiy, 2009, p. 63).

K. Pudd Beigenuia mecTs OCHOBHBIX KOMIIOHEHTOB IICHXOJIOTHYECKOTO OJIaromomydus:
CaMOIIPUHSTHE, MO3UTUBHBIC OTHOLICHUS C OKPYKAIOIIMMH, aBTOHOMUIO, YIIPABJIICHUE
OKpY’KaloIllel CpeIoi, HalTM4YKe )KU3HCHHBIX 1esieil u mmaHoCcTHBIN pocT (Kuznetsova, 2017).

CrnoBo «Omaro» ompezaensercs Kak ‘To, 4TO JaeT JOCTAaTOK, O1aromnoiaydue, YIOBIETBO-
psieT noTpeGHOCTH ; OIaronorydue B ero 0ObIIEHHOM IOHMMAHUH U €CTh JOCTH)KEHHE 3TOTO.
Korna peus naer o cyObeKTUBHOM Oaronoiyyus, MOJYEPKUBACTCS BHYTPEHHSA, CyObEKTHB-
Has OLEHKA CBOETO COCTOSHUS, OTHOIICHHE JIMYHOCTH K Pa3IMYHbIM MIIOCTACSM CBOEH
JKU3HM U IesTeapHOCTH U cebs camoro (Dukhnovskiy, 2009, p. 63).

[Tpobnemoii n3yuenus cyObekTUBHOTO Omaromomyuust 3anuManuck K.A. Canxo, H.B.
Coxomnosa, ['M. lllamuonos, A.A. Jlebenesa, A. Co3oHTOBa, J. [lunep u npyrue.

Tepmun «cyObekTnBHOE Oaromomyuue» BBEN J. Junep. OH cuntai, 9To CyOBEeKTHBHOE
Onarononydne COCTOUT M3 TPEX KOMIIOHEHTOB: YIOBJIETBOPEHHOCTH JKM3HBIO, NIPUATHBIX U
HenpuITHBIX »Mouui. [lo mHeHuro JluHepa, NaHHBIA MOKa3aTelb paccMaTpUBAETCA Kak
croco0 CpaBHEHHUS! CTENEHH CYACThS PA3IMuHBIX Jroped. OH cuMTan, YTO €CIH YeJIOBEK
UMEET BBICOKUI ypOBEHb CYOBEKTHBHOTO ONaromoiy4us, TO B OOJIBIIMHCTBE CIy4aeB OH
UCIIBITHIBACT YIOBIETBOPEeHHUE *ku3HbIO (Kuznetsova, 2017).

PM. IllaMHOHOB TpakTyeT CYOBEKTHBHOE OJIaromoiy4yne Kak IMOHSATHE, BhIpakaroliee
COOCTBEHHOE OTHOIICHHE YEJIOBEKa K CBOEH JIMYHOCTH, >KM3HM M IpoLeccaM, HUMEIOIINM
Ba)XHOE JJIsl Hee 3HAYCHHUE C TOYKHM 3PEHHsI YCBOCHHBIX HOPMATHUBHBIX TPEACTABICHHN O
«QJIaronoyyHoW» BHEIIHEH M BHYTPEHHEHW cpele M XapaKTepusylolleecs MNepexKuBaHUEeM
ynosierBopenroctu (Pavlotskaya, 2016).

CyObeKTHBHOE ONaronoiay4ue OTpa)kaeT To, KaK JIOOU OLIEHUBAIOT CBOIO JKU3HB, BKIIIO-
Yasi SMOIIMOHABHBIC PEAKIUH U KOTHUTUBHBIE CYXJIEHHs. B OTiIMYKe OT MCUXOIOTHYEeCKOro
Onaronony4usi, KOTOpOe OXBATHIBAET Pa3UuHble (QYHKIMOHAIbLHBIE U3MEPEHHS, CYOBEKTHB-
HOe 0Jaronoixydne MPeuMyLIECTBEHHO CBSI3aHO C SMOLHOHAIBHBIM COCTOSIHUEM YeJIOBEKa B
omnpenenénnblii MomeHT Bpemenu (Budler, 2025).

CyObekTHBHOE ONaromnoiydne COCTOMT M3 JBYX KOMIIOHEHTOB: SMOIIMOHAIBHOTO W
KOTHUTHUBHOTO. TO €CTh 3TOT MOKa3aTelb BKIIOYAET HACTPOCHHE YEJIOBEKa M €r0 MHTEIJIeK-
TyaJbHYIO OLIeHKY. B mo0oii cuTyaunu, He3aBUCUMO OT €€ MOJIOKUTENTFHON MM OTPHULIATElNb-
HOW OKpAacKH, YeJOBEK HCIBITHIBACT OnpenenéHHple aMonuu. [Ipu 3ToM 0cobo oTMmedaercs
POJIb TaKOro 3MOLMOHAIBHOTO KOMIIOHEHTA CO3HAaHMs Kak caMOoTHomeHue. OTHOIIEHHE K
cebe (CaMOOTHOIIECHHUE) — OAHO M3 BaKHEHIIMX BHYTPEHHHX ACTEPMHHAHT CAMOPAa3BUTHA U
peanuzanyuu 4yenoBeka. OHO MPOSBISIETCS B OIICHKE PEaNbHOW JCHCTBUTENBHOCTH U JIPYTUX
Tronei, B (OPMUPOBAHUN COOCTBEHHBIX MPEICTABICHUN O MHpe U cebe caMoM, B MPOTHO-
3UPOBAaHUU CBOEH conuanbHON 3()()EKTUBHOCTH, B ONPEACICHUN U OKUJAHUU OTHOILEHHS K
cebe okpyxatommx. OHO OKa3bIBaeT BIMSIHUE Ha TOBEJCHUE YEIIOBEKAa, €ro JeSITENbHOCTD,
npoliecchl caMmopeanu3anii. KOrHUTHBHBIN KOMIIOHEHT CYObEKTHBHOTO ONaronoixydusi oTpa-
JKaeT WHTEJUIEKTYaJIbHYIO OLIEHKY YeJIOBEKOM CBOEH JKH3HH, T.€. KaK YEJIOBEK OCMBICICHHO
palMOHANIBHO OLIEHUBAET CBOIO JKM3HB, CBOM JOCTHXKEHHMS, LIEJIH, OOCTOSTENBCTBA U O0lIee
kadectBo xu3nu (Mikhalkova, 2016).

OHAPIOC U YHUTH BBLABHHYIIU HJIEI0 O TOM, YTO CYyObEKTUBHOE OJIarornojydue BKIIOYAeT
TPH KOMIIOHEHTA: yIOBJIETBOPEHHOCTH KHU3HBIO, MOJNOKUTENIBLHBINA aEKT U OTPULIATEIbHBIN
apdext. O BBHICOKOM YPOBHE CYOBEKTHBHOIO OJIArOMOIYYHs T'OBOPSAT TOIJA, KOTJIA YEIOBEK
UCTIBITHIBAET TIOJIOKUTEIBHBIE AMOIMU, B CIydae HETAaTHMBHBIX — YEJIOBEK HEYIOBICTBOPCH
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cBoel >ku3HBbIO. HO ecTh OnuH OYEeHb BaXXHBII MOMEHT, O KOTOPOM MUIIYT [pHHCOYH U
Caknogcke, a UMEHHO, TOJOKUTEIFHOE CYOBEKTHBHOE OJIaromojydne HE O3HAdaeT, 4YTo
YeJIOBEK MCUXUYECKHU 310pOoB. YelloBeK MOXET UMETh BBICOKUN YPOBEHb IICUXOIATOIOTUHU U
OIHOBPEMEHHO BBICOKMH YPOBEHb CyOBEKTHBHOIO ONaromoyiyuyusi, Tak k€, KaK BO3MOXKHA
CUTyallusi C HHM3KHMM YPOBHEM IICHXOMNATOJIOTMH W HU3KHM YPOBHEM CYOBEKTHBHOIO
omarononyuust (Proctor, 2014).

Nmeromuecs: onpeneneHusi cyObeKTUBHOTO OJaronoIydusi MOJKHO Pa3desiuTh Ha TPH
kareropuu: 1. brnaromonydne ompenenseTcs MO BHEIIHUM KPUTEPHUSM, HampuMmep H00poje-
TeJbHAs, «IpaBUIbHAS» JKU3HB. Takue OmpeAeieHus MONyYiiid Ha3BaHWE HOPMAaTUBHBIX. B
COOTBETCTBUU C HUMH, UYEJIOBEK OLIYyIIaeT OJIAaromnoiydue, eciau OH 00JafaeT HEeKOTOPhIMHU
COLMAJILHO KeJaTeIbHBIMU KadecTBaMH;, KpUTEPHEM OJaronoixydus SBISETCS cUCTeMa IeH-
HOCTEH, IpuHsTas B JaHHOW KynbType. 2. OnpeneneHue cyObeKTUBHOTO OJIaronoixydusi CBO-
IUTCA K TOHATHIO YHAOBJIETBOPEHHOCTBIO XKHU3HBIO M CBS3BIBAETCS CO CTaHIApTaMU PECIIOH-
JCHTa B OTHOILUEHHWHU TOTO, YTO SIBJISIETCSl XOPOLICH >XKM3HBIO. brnaromomyune siBiasercs miio-
0anbHON OIEHKOW KayecTBa JKM3HM YEJNOBEKa B COOTBETCTBHHM C €ro COOCTBEHHBIMH
KPUTEPUAMHU. DTO ONpelesieHHE MOApa3yMeBaeT, YTo Olaromoiyyde — 3TO TapMOHHYHOE
VAOBIETBOPEHHE JKEIaHWH M CTpeMJIeHHH denoBeka. 3. Tperbe 3HaueHHE MOHATHS CyObeK-
TUBHOTO OJIaroToiyyusi TECHO CBS3aHO C OOBIIEHHBIM TOHMMaHHEM CUACThS KaK IpeBOC-
XOJICTBA TIOJIOKHUTENBHBIX AMOIMK HaJ OTPHLATEIBHBIMU. JTO OMpEACICHUE MOAYEPKUBACT
NPUSATHBIE SMOLMOHANBHBIE IEPE)KUBAHMSA, KOTOpble MO0 OOBEKTUBHO MpeoOIafaloT B
JKU3HM YeI0BeKa, TH00 YeIoBeK cyOheKTHBHO cKkitoHeH K HuM (Dukhnovskiy, 2009).

HecmoTpst Ha TO, YTO 3TOT TEPMHUH MO-Pa3HOMY HHTEPIPETHPYETCS, TEM HE MeHee
000011251, MOXHO OIPENENUTh 3TOT (PEHOMEH KaK COCTOSHHE, KOTOpPO€ BO3HHUKAET Y
NICUXUYECKU 370POBBIX JIIOAECH NpU YIOBIETBOPEHHH Oa30BBIX MOTpeOHOCTEHl M NpHU
BO3HHKHOBCHUHU TMOJOXUTENBHBIX 3Mouui. Cleayer Takke OTMETHTh, YTO OHO BCEraa
MIepPEKUBAETCS CyObEKTUBHO.

CyObexTrBHOE OJ1arornonyyre MMeeT BaXXHYIO POJb B KU3HH YEJIOBEKa, B €ro yueOHOH U
npoQ)eCCUOHATBHON JICATEILHOCTH. YIOBICTBOPEHHBIE JKH3HBIO JIIOAW ONTUMHCTUYHBIE,
CTPECCOYCTOHYMBBIC, JHEPTUYHBbIC, CYACTIHMBBIC, OoJiee KOMMYHHMKaOEIbHBIC, YTO HETO-
CPEACTBEHHO BIUSET Ha MX Kapbepy, JIMUYHOCTHBIA POCT, Ka4e€CTBO M NPOAOJLKUTENBHOCTh
xu3Hu. OHM W (U3NYECKH, M NCUXWYecKH 3710poBble. Haobopot, cyObekTuBHOE Hebmaro-
MOJTy4He MOXKET MIPUBECTH K JACTIPECCHU U TICHXOCOMAaTHYECKUM 3a00JICBaHUSM.

Psix nccnenoBaHnii OATBEPKIAET BAXKHOCTb CYOBEKTHBHOIO OJIarorojydusi CTYACHTOB
U1 UX y4eOHOH nesiTeIbHOCTU. Tak, akajgeMuveckas ycleBaeMOCTb CBsI3aHa C YIOBJIETBO-
PEHHOCTBIO KHU3HBIO U TIOJIOKHUTENBHBIM 3(P(eKToM, YTO YCHIMBAET MOTHBAIMIO K JIOCTH-
KeHuto ycnexa. ONTUMU3M, Kak MOKa3allil MCCIICIOBAHUSI OPUTAHCKUX CTYACHTOB, SIBIISIETCS
KJIFOYEBBIM (DaKTOPOM aJanTallid K YHUBEPCUTETCKOM Cpele M CHUKAET CTPECC, MO3BOJISSA
CTyleHTaM 0ojlee YBEPEHHO CTaBUTh W jgocTurarh ydeOHbre miemu (Denovan&Macaskill,
2017). Kopelickue wncCleqOBaHWS BBISIBIIIM CBA3b CYOBEKTHBHOTO OJaromoiydusi ¢
JMYHOCTHBIMHM XapaKTEPUCTUKAaMH, TAKMMU KaK CaMOOLICHKAa M KOJJICKTHBHAS CaMOOIICHKA,
YTO JIOTIOJHUTEIBHO cTuMyiupyeT ydeOHyto aktuBHOcTh (Elliot, 1999). Kpome Toro,
CYOBEKTHBHOE OJIaromnoilydyde CBSI3aHO C KPEaTHBHOCTHIO CTYIEHTOB, YTO MOXET CIO-
co0cTBoBatTh 0ojee 3Q(HEKTUBHOMY PEIICHHIO YYEOHBIX 3a7a4 U CaMOCTOSATEILHOMY ITOMCKY
snanuit (Tamannaeifar & Motaghedifard, 2014).

ITockonbKy Hallle MuccieT0BaHke TMOCBAIIEHO CyObEKTUBHOMY OJIarOMOIyYHIO U MOTHBA-
MW TOCTHKEHHS ycrexa, ocodoe 3HaueHue umerot teopun J. [ecwn, J[. Makknemnanga u .
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AtkuHcoHa. B cBs31 ¢ aTiM obpamienue 3. Jlecu kK Teopun BHYTpEeHHEW U BHEIIHEH MOTHBA-
UM TIpefcTaBisieTcsi 00ocHOBaHHBIM. COIIACHO JaHHOW TEOPHH, BHYTPEHHSS MOTHBALIUS
MHULMUPYETCS CaMHUM CyOBEKTOM M MCXOAUT M3 €ro BHYTPEHHUX HOTPeOHOCTEH M MHTEpe-
coB. Takas MoTuBalusl crocoOCTBYeT (DOPMHPOBAHHMIO COCTOSIHUS YAOBIETBOPEHHOCTH U
TICHXOJIOTHYECKOTO OJIaromnony4us, MOCKOJIbKY AESATeIbHOCTh BOCIIPHHUMAETCS KaK 3HAYMMast
u nennas cama mo cebe (Mikhalkova, 2016). BHemmHss MOTHBAIIUS BKJIIOYAa€T MOTHBBL,
HaxofdLIMecs 3a mpenenamu denoBeka. OHAa OpPMEHTUPOBAHA HA BHEIIHUE CTUMYIIBI, TaKUe
KaK OIICHKHM, [IOXBaja, Harpajbl WIM CTpax HakazaHUs. Takas MOTHUBAIMi HE CHOCOOCTBYET
Pa3BUTHIO TO3HABATEIBHBIX HHTEPECOB W YCTOHYMBOTO IOJIOKHUTEILHOTO OTHOIICHHS K
y4eOHOM NEesITeTbHOCTH, MOCKOJIBbKY AKLEHT JeNaeTcs Ha BHEIIHUX pe3ylapraTax, a He Ha
BHYTPEHHEM CTPEMJICHIH K OOYYEHHIO U CAMOCOBEPLICHCTBOBAHHIO.

Jins 5bdeKTHBHON NeATeNbHOCTH, KaK y4eOHOU, TaK U TPYAOBOW, BaYKHYIO POJIb UTPAET
BHYTPEHHSISI MOTHBalMs. BHYTpeHHss1 MoTuBanusa NOOYKIAaeT K AEHCTBHUIO Pagd CaMoro
JEHCTBUSL WM ANl COOCTBEHHOTO YIOBJIETBOPEHUS M HHTEpEca, a BHELIHSISI MOTHBALUA
noOyKIaeT K ASHCTBHIO ISl TIOyYEHHS HArpaJIbl WK JJIsl TOTO, YTOOBI N30€KaTh HaKa3aHMsI.
B akagemmueckoil cpenie ycrexoB JOOWBAIOTCS CTYJASHTHI C BHyTpeHHEH MotuBarueil. OHH
3HAIOT, JJIs1 Yero OHM y4yarcs, 4TO 3TO MM JaeT, KAKUMH CIICLHAJHUCTaMH OHH CTaHYT W 3TO
moOyX/IaeT WX K MPECOAOJICHUIO YYEOHBIX HArpy30K, IMOBBIIICHUIO JTFOO03HATCIBLHOCTH H
M03HABATEIBHOTO MHTEpEca, MOBBIIICHUIO CTPECCOYCTOMYMBOCTH, (POPMHUPOBAHHIO LIEJICHA-
mpaBleHHOW JudHOCTH. KpomMe BHYTpeHHEW MOTHBAalMM B YYEOHOH JESTeThHOCTH
HEMaJIOBAXXHYIO POJIb UTPAET MOTUBALIMS JOCTHKCHUS yCIexa.

BriepBbie TepMHH «MOTHBAIIMS JOCTHXKCHHUS ycriexa» Obll BBeZieH Mroppeem B 1938 .,
XOTs KOHLIENIMS MOTUBALMU CTPEMJICHHS K yclieXy W n30eraHue Heylaud UMeeT DIyOoKue
(unocodckre KOpHHU, yXOAAIue K apeBHerpedeckuM Qumocodam: Jlemoxpur (460-370 rr.
Jo H.3.) 1 Apuctunn (430-360 IT. 10 H.3.) pacCMaTPUBAJIU CTPEMJICHHE K YIOBOJIbCTBUIO U
n30eranue 00K Kak OCHOBHOUW opueHTHp uyenoBeueckoro nosenenus (Elliot, 2001).

MortuBanusi JOCTHXEHHUS yclexa SBISETCd BaXHbIM (AKTOpOM, BIUSIOLIMM Ha
cyObekTHBHOE Onarononydne uyenoBeka. CoriacHo wuccienoBanusmM @. Xomme u /.
MakkJieianaa, MOTHBAIMS JOCTH)KCHHUS TMPEJACTABIICT COOOW YCTOWYMBYIO MOTPEOHOCTH
MHIMBUA TOOUBATHCS ycIexa B Pa3lIMYHbIX BUJAX JOESITEIbHOCTU. JTa MOTPEOHOCTH MPOSIB-
JsieTcs KaK CKJIOHHOCTh IOJIy4YaThb YIOBJIETBOPEHHE M YYBCTBO TOPAOCTH OT JOCTUTHYTBIX
PE3YNIbTaTOB, a TAKXKe KaK cTpeMiieHHe H30eKaTh Heyaud B Ciydae BOZMOXKHOTO mpoBaia. [
MakkJemuiana B KOHIENIMA MOTUBALMU JAOCTIDKEHHS ycIleXa OTMEYaeT, YTO CTPEMJICHHE K
yCIIexXy SIBJISIETCS] YCTOMUMBON JIMYHOCTHOM XapaKTEPUCTUKON U MPOSBIISIETCS B BBIOOPE 3a1ad
CpeJHEN CIIOKHOCTH, HACTOMYMBOCTU W OpUEHTAIlMU Ha pesyabrar. J. Makknemwtann u 1.
ATKHHCOH CYMTAIOT, YTO €CJH 4YEJIOBEK OPUEHTHUPOBAH HA YCIEX, TO OH HE HCIBITHIBACT
CTpaxa nepen HeyJadel, a eclii OPUEHTHPOBaH Ha u30eraHne Heyaadu, To OyAeT TIaTeIbHee
B3BEIIMBATh CBOM BO3MOXHOCTH, Kosiebathest pu npussituu petenus (1yin, 2002).

Hapsiny ¢ MoruBammeil K ycriexy BBIJENSCTCS MOTHBAIMS H30eraHusl Heyaad —
YCTOWYMBOE MOTHBHPOBAHHOE CTPEMIICHHE HE JOIYCTUThH NMPOBaJa WM CThIIA 3a Heyxady. Y
CTYACHTOB 3TO NPOSABISIETCS B OTKAa3€ Y4acTBOBaTb B OTBETCTBEHHBIX NPOEKTaxX, M30eraHuu
CIIOXHBIX 3aJaHMi W CHIDKCHWU Y4YeOHOW aKTHBHOCTH, OCOOEHHO B YCJOBHUSIX BBICOKOH
HEeonpeAeIEHHOCTH WM pUcKa. Takas MOTHBAalMOHHAs TEHAEHIMSI MOXET INPENsTCTBOBATH
pa3BuTHIO NPO(ecCHOHATBHBIX HAaBBIKOB M aKaJeMHYECKOM KOMIIETEHTHOCTH, IOCKOJIBKY
CTpax HEyJa4H OTPaHWYMBACT UHUIIMATHBY, MEIIACT CaMOpeaIn3alui U CHUKAET TOTOBHOCTh
K DKCTIIEPUMEHTAIILHON I TBOpYECKOW aesrenbHOCTH. st adpdekTuBHOrO GopMUpOBaHUS
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MOTHBALIMU AOCTIDKCHUSI BaKHO OalaHCHpPOBaTh CTPEMJICHHWE K YCIEXy M CTpax Heyaadw,
co3JaBas YCJIOBHS, KOTOphIE CHHXKAIOT TPEBOKHOCTh U IOIAEPKUBAIOT YBEPEHHOCTD
CTYZIEHTOB B COOCTBEHHBIX BO3MOKHOCTSIX.

Hamnume cyObeKkTHBHOTO Onaromoinydnss W MOTHBAIMHM JOCTI)KEHHS YCIieXa CIO-
COOCTBYeT aKaJeMUYeCKOH MOBBIILIECHUIO YCIIEBAEMOCTH CTyNeHTOB. CUacTirBble U HACTPOCH-
HBIE Ha yCIIeX JIFOIH 0oJiee yCHENIHbl, CTPECCOYCTOMYHMBEI, aKTUBHBI, IPOSBIISIOT HHALIHATHBY
B yueOe u padoTe, JIydIlle CIPaBISIIOTCS C TPYAHOCTIMHE, 3 (heKTHBHEE UCIOIB3YIOT PECYPCHI
U BO3MOXXHOCTH, MMEIOT Oojiee BBICOKYI0 MOTHBAIMIO K JOCTIKCHHUIO Iieield u Oonee
KaueCTBEHHBIE MEXJIMYHOCTHBIC OTHOIICHHUS.

Psn nccnenoBanmii mokasai, 9To CyOBEKTHBHOE OJIaronoirydne CTYACHTOB CBSI3aHO C MX
aKaJIeMUYECKON ycreBaeMOCTb0. BBICOKHI ypOBEHb YIOBIETBOPEHHOCTH >KU3HBIO M ONTH-
MHU3M CHOCOOCTBYIOT MOTHBAlLlUH, BOBJICYEHHOCTH U 3(P(PEKTUBHBIM CTpaTEeTHsIM COBIaJaHuUs
C TPYIHOCTSIMH, 4YTO TIIOJIOKHTEIBHO OTpa)kaeTcsi Ha Y4eOHBIX pesynbTratax. Hamporus,
HETaTUBHBIE SMOLMH, TaKWe KaK IPYCTh M TPEBOTa, MOTYT CHI)KAaTh KOHIIEHTPALMIO, KOTHU-
THUBHBIC q)yHKLII/II/I N aKaaeMHUYCCKUE OJOCTHKCHU. Ot JaHHBIC IMOAYCPKHBAIOT BaXXHOCTH
ydera IokKasaTenedl CyObeKTHBHOTO OJaromoiydusi NpH aHajdu3e Y4eOHBIX pe3yibTaToB M
IUITAaHUPOBAaHUK 00pa3oBaTebHBIX BMemareabcTB (Marrone et al., 2024).

IIpu 3TOM HCCENOBaHUS TMOKA3bIBAIOT, YTO CBSA3b MEXAY CYOBCKTUBHBIM OJIArOIONY-
YHUEM U aKaJAEMHYCCKHUMU JOCTHKCHUSAMU MOKET 6I)ITI) I[ByHaHpaBHCHHOfI: Y CTYyACHTOB C
Oosiee BBICOKMM yPOBHEM OJIarororydust 4acTo HaOIIOIAat0TCs JTydIlIne Pe3ybTaThl, TOTIa Kak
ype3MepHasi yueOHasl Harpy3ka M BBICOKHE aKaJIeMUYECKUE TOCTHKCHHS MOTYT HETaTHBHO
CKa3bIBaTbCsl Ha OMOIMOHAIBHOM COCTOSHHU. [lOJOXXHTENbHBIE SMOIMH CIIOCOOCTBYIOT
PACIIMPEHNIO KOTHUTHUBHOTO TOJIS, IOBBIMIAIOT BHUMAaHUE K OOy4eHHI0O U (OPMHPYIOT
JUYHBIE PECYpCHl, TOTAA KaK OTPHIATENIBHBIC SMOLUH CY)KAlOT KOTHUTHBHBIC MPOLECCH M
OpPEMSITCTBYIOT 00y4deHHI0. BoBneu€HHOCTh B yueOy BBICTYHAeT BaXKHBIM IOCPEITHHKOM,
O/THaKO YpE3MEPHOC HANIPSIKCHUC MOXKCET IPUBOJAUTH K IIKOJIbHOMY BBIM'OPAaHUIO, YTO CHHUXKACT
cyobekTrBHOE Onarononyune. (Bortes et al., 2021)

OfHUM W3 KIIOYEBBIX (DAKTOPOB, CIOCOOCTBYIONIMX aKaJIeMHUYECKOW YCIIeBAeMOCTH,
ABJIACTCA MOTHUBAIUA K NJOCTHUIKCHHUIO YCIIEXa. CTy)IeHTBI C BBICOKOM MOTI/IBHHI/ICﬁ K A0CTUu-
KEHUSIM TIPOSIBIISIFOT HACTOWYMBOCTH, CEPhE3HOCTH B BBINOJHEHUH 3aJlaHUN W ITOKA3bIBAIOT
JydIIne pe3ysabTaThl Ha TecTax M dKk3ameHax. OHH CTPeMSTCS pa3BHUBATHCS, COBEPIICHCTBO-
BaTb HABBIKHW N JOCTUT'ATh IIOCTABJICHHBIX Heﬂeﬁ.

MotuBanus K TOCTYKEHUSM SBISIETCS. BAKHBIM (DaKTOPOM, OTIPEIEIISIONIAM MOBE/ICHHE
¥ aKTHBHOCTH CTyaeHTOB. OHa (opMupyer BBIOOp ACHCTBUI M YCHJIMH, HalpaBJICHHBIX Ha
JIOCTHYKCHIE KOHKPETHBIX T1ejeil. J{s omapEHHBIX CTY/IEHTOB MOTHUBAIIHSI OCOOCHHO 3HAYMMA,
MOCKOJIbKY BIIMSIET Ha MX TICHXOJOTHUYECKOE, SMOIMOHAIBLHOE U TMOBEJICHUECKOE pa3BUTHE.
Bricokuii ypoBeHb MOTHBAaLMM K JOCTMXKEHHSIM CHOCOOCTBYeT 3((GEKTHBHOM pean3aiiu
yueOHBIX 3a/1ad, YIyYIIEHHIO pEe3yJIbTaTOB W Pa3BUTHIO HABBIKOB, HEOOXOMUMBIX JUIS
akagemuueckoro ycrexa (Nawasreh et al., 2023).

HecmoTps Ha pacTyliee KOJIMYECTBO HCCIIEIOBAHWH, MOCBSIIEHHBIX CYObEKTUBHOMY
0JIaronoNy4nIo 1 akageMHU4eCKol YCIIeBaeMOCTH, B3aUMOCBSI3b MEXIY CYObEKTUBHBIM OJ1aro-
IIOJIyYHEM W MOTHBALEH JTOCTUKEHUS Y CTYAEHTOB YHUBEPCUTETOB OCTAETCS HEAOCTATOYHO
W3yYEHHOU.
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Metonnl

Onupasich Ha TEOPETUUSCKHUE TOAXOABI K CyOBEKTHBHOMY OJIATOTMONYYHIO M MOTHUBAIIUH
JOCTIDKEHHSI yCIexa, Hallle UCCIEIOBAaHNE COCPEIOTOUEHO Ha X B3aUMOCBSI3U U BIVSIHUA Ha
aKaJIeMIYEeCKyI0 YCIeBAaEMOCTh CTYICHTOB. /{u3atiH uccie0o8aHus: TAHHOE WCCIEeTOBAHHE
SIBJISICTCS KOPPEIIAIUOHHBIM KOJMYECTBEHHBIM UCCIICNOBAaHUEM. BuiOopxa: B UCCICAOBAHUH
npuHsIn ydactue 60 crymeHTOB B Bo3pacte 18-23 ner. Uucmpymenmapuii: B KadecTBe
MeToI0B nccienoBanue nmpuMeHmwm «lIkamy cyopexrnBHOTO Omaromomyqus» . [lepys-bany
B amantanud M.B. Cokososoii (Sokolova, 1996) u metonuky «MotuBamnus k ycmexy» T.
Onepca (Eliseev, 2001). JIist mpoBeaeHHs CTaTUCTUYESCKOTO aHATHM3a MPUMEHUIH KOd(Pdu-
eHT Han&xHocTH o KpoHOaxa, KOppesaIInOHHBIA aHATIN3 ¢ UCTIONh30BaHUEM KO3 HUITneH-
ta [lupcoHa, craTucTHYecKuil makeT Jamovi u Ui onpenesieHus HOpMaJbHOCTH pacipesie-
neHus nokaszareneid kputepuit [lanupo-Yunka. /lpoyedypul: CTyNeHTBI MPOLUIA TECTUPOBA-
HUE TI0 JABYM BHINIEyKa3aHHBIM MeToaukaM. [locie storo pesynasrarsl ObUTH 00paboOTaHEI ©
ucnoip3oBanreM kputepus lllammpo-Yunka mis mpoBepkru HOPMAalbHOCTH PacIpeleIeHUs
JAHHBIX. JTO TIO3BOJHUIIO TIPOBECTH KOPPEISALMOHHBIA aHANN3 C HCIOJIB30BaHUEM KOA(PHU-
nueHTa [lupcoHa I OIEHKH B3aWMOCBS3EH MEXIy IMepeMeHHbIMH. [lJis BH3yann3anuu
JAHHBIX OBLJIa TOCTPOEHA TOUEYHAs AuarpaMma. J[Js OreHKH BIUSHUS CyOBEKTHBHOTO OJaro-
MOJTy4YMsl U MOTHBAllMU JOCTMIKEHHS Ha aKaJIEMHUYECKYIO0 YCIeBaeMOCTh, KOTOpas 3apaHee
Obula TpegocTaBleHAa JEKaHOM YHHBEpCUTETa, Oblla TPOBEJCHA IJMHEWHAs pPerpeccus.
Omuyeckue acnexkmoul: CTYIEHTHl OBLTH 3apaHee MPOMH(DOPMHUPOBAaHBI 00 HCCIEIOBAHWUU U
Hensx TectupoBaHus. lcciaenoBaHue mpoBOAMIOCE Ha JTOOPOBOJBHOW OCHOBE, MpHU
WHGOPMUPOBAHHOM COIVIACHH CTYACHTOB W B TIOJIHOM COOTBETCTBUHU C 3TUYCCKUMH HOPMaMU
MIPOBE/ICHUS HAyYHBIX HCCIIETOBAHHIA.

PesyabTarthl

st otieHKH CyOBEKTHBHOTO OJIarormoiy4usi CTY/ICHTOB CyMMapHbIe 0ajlulbl YYaCTHUKOB
obutn iepesezicHbl B CTEHBI, KoTopbie TTO3BOIISIOT HHTEPIPETHPOBATh YPOBEHD CYOBEKTHB-
HOT'O 0JIaroroyyusi.

Tadnuua 1.
Ipoyenmnoe pacnpedenenue yuacmuuxos no CTEHam cybdvexmuenozo 6nazononyyus (N=60)
CTEH % Y4acCTHHKOB HuTepnperanus
1 3.3% ITonHOE 3MONMOHATIBPHOE OJIArOTIOTyYHEe: MO3UTHBHAS CAMOOIICHKA,
ONTHMU3M, OTCYTCTBHE Kajo0 Ha HEJJIOMOTaHHE,
KOMMYHUKa0eIbHOCTb.
2-3 16.7% ‘YMepeHHbIH 3MOITMOHATBHBI KOM(OPT: YBEPEHHOCTH B cede,
AKTHBHOCTb, a/IEKBaTHOE YIPaBJICHUE OBEICHHEM.
4-7 70% YMepeHHoe cyObeKTUBHOE OJaronorydue: cepbE3Hble

IICUXOJIOI'HYCCKUE l'IpO6J'I€MI)I OTCYTCTBYIOT, HO IIOJTHOT'O
OMOIMOHAJIBHOI'O KOM(bOpTa HCT.

8-9 8.3% CKJIOHHOCTB K TPEBOXKHOCTH, IECCUMU3M, 3aMKHYTOCTb, TPYIHOCTHU
B CTPECCOBBIX CUTYaIUSIX.

10 1.7% 3HAYUTENHHBIA YMOIMOHAIBHBIN TUCKOM(OPT: HEAOBOILCTBO
c000¥, TPYTHOCTH B KOHTPOJIE IMOIINH, OECITOKOHCTBO,
KOHCEPBATH3M.
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Kak nokazano B Tabmnuie 1, GonpmuHCTBO cTyaeHTOB (70%) OolleHMBaeT CBOE CyOBhEK-
TUBHOE OJIaromnojlydne Kak yMepeHHOe, JEMOHCTPUPYS CTa0MIbHOE SMOLHMOHAIEHOE COCTOSI-
HHe. VX 3MOLMOHAIBHOE COCTOSIHUE MOYKHO OXapaKTepU30BaTh KaK OTHOCUTEIBHO CTaOWIIb-
HO€ W IOJIOKHUTENbHOE. [Ipu 3TOM Henb3sl yTBEpXKAaTh, YTO y ATHUX CTYACHTOB IOJHOCTBHIO
OTCYTCTBYIOT IICUXOJIOTHYECKHE TPYTHOCTH WIIM YTO OHM TOJIHOCTBIO YIOBJIETBOPEHBI COOOM
U CBOEH KU3HBIO, HO M TOBOPUTH O BBIPAXKEHHOM CyObEKTUBHOM HEOIAronoIyyuy HEeJlb3s.

16.7% CTyIeHTOB JEMOHCTPHPYIOT YMEPEHHBIH dMormoHanbHbIi kKompopt (CTEH 2-3),
YTO yKa3bIBaeT Ha YBEPEHHOCTH B ce0e, aKTHBHOCTh M aJI€KBaTHOE YIPaBJICHHE IOBEICHUEM.

3.3% CTyEEHTOB HaxOJATCS Ha BBHICOKOM YPOBHE SMOIMOHAIBHOTO OJaromomydus
(CTEH 1) ¢ mo3uTHBHOI CaMOOIIEHKOH M ONITHMH3MOM.

Hebonpmoit mpouent cryaeHtoB (8.3%) mposBIsSeT CKIOHHOCTh K TPEBOXKHOCTH,
neccumusmy (CTEH 8-9).

Y 1.7% (CTEH 10) ormedaeTcsi SMOIIMOHAIBHBIA AUCKOM(OPT ¥ HETOBOIHCTBO. OHHU
CyOBEKTHBHO YyBCTBYIOT OECIIOKOWCTBO, HETOBOJIHCTBO COOOM.

IMocne ananu3za pacnpeneicuus ydactHukoB no CTEHam, koTopble oTpakaroT oOmiuit
YpOBEHb CYOBEKTHBHOTO ONAromoiydus, IIeecO00pa3sHO paccMOTPETh pe3yiabTaThl TI0
OTAETBHBIM IIKaJaM TEeCTa. DTO IMO3BOJMT IOIYYHUTh JETaJbHOE IPEACTABICHHE O TaKHX
COCTOAHUAX CTYACHTOB, KaK HAIPsKCHHOCTb W YYBCTBUTCIIBHOCTBH, IICHMXO3MOIMOHAJIbHAA
CUMIITOMAaTHKa, UBMCHCHUA HACTPOCHUA, SHAYUMOCTDL COLIMAJIBHOI'O OKPYXXCHHA, CAMOOILICHKA
300POBBS U CTETIEHb YIOBIECTBOPEHHOCTH MOBCEJHEBHON ACATEIBHOCTBIO.

[lpu uccnenoBaHuK CyOBEKTUBHOTO OJIATOMONYYHS HWCIOJB30BAJICSI MHOTOMYHKTOBBIN
onpocHUK. [loCKOIBKY IKama COCTOMT W3 HECKOJBKHMX B3aMMOCBSI3aHHBIX JJIEMEHTOB (6
IIYHKTOB), Ba)XHO IPOBEPHUTH, HACKOIBKO 3TH JIEMEHTHI COINIACOBaHbI Mexay coOoif. s
sTOoro mpuMeHsercs kodpdummeHTt HanéxkHoctTm o KpoHOaxa, KOTOPBIA ITOKa3bIBAET
BHYTPEHHIOIO COIJIACOBAHHOCTh IIKAJbI M TO3BOJSET OIEHUTh, HACKOIBKO CYMMAapHBIN
MOKa3aTelb OTpPa)KaeT €IUHbIA KOHCTPYKT. [l OIEHKM BHYTPEHHEW COITIaCOBAHHOCTH
IIKaJTBl CyOBEKTHBHOTO OJTaronoiydwst ObiT paccunTaH kodddumment o Kponbaxa.

Tabuuuna 2.
Haoéocnocmo wixan cybvekmusnozo onazononyyus (o. Kponbaxa)
I xaJbl o Kponbaxa KomMmenTapuii

1 0.746 YAOBIETBOPHUTENbHAS HAaIEKHOCTD
2 0.762 YAOBIETBOPHUTENbHAS HaI&KHOCTD
3 0.747 YIOBIETBOPHUTENIbHASL HAIEKHOCTD
4 0.745 YIOBIIETBOPUTEIIbHAS HAJEKHOCTD
5 0.710 VAOBJIETBOPUTEIbHAS HaIEKHOCTD
6 0.724 YAOBJIETBOPUTENbHAS HAIEKHOCTD

YAOBJIETBOPUTEIbHAA BHYTPCHHAA

OOwmuMii nokazareib 0.772
COIVIACOBAHHOCTD ILLIKAJIBL

Pesynbrarel «lllkansl cyOBEKTUBHOTO OJIArOMONYYHS» HMEIOT YIOBIECTBOPHUTEILHYIO
BHYTPCHHIOIO COITIACOBAHHOCTHL KaK B LCJIOM, TaK W 110 OTACJIHBHBIM KOMIIOHCHTAaM. 9t0
MO3BOJISIET MCIONB30BaTh Kak OOLIMI MOKa3aTellb, TaK M OTACNbHBIC MIKAIBI JUIS HOCIe-
JYFOLIETO aHAITH3a.

Craructryeckasi 3HAYMMOCTh Pe3yJIbTaTOB OLIEHWBANIACh MPU YPOBHE 3HAYMMOCTH P <
0.05. Ananu3z npoBoxuiicst B mporpamme Microsoft Excel, sximouast pacuér koaddunmenton
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Koppessiuuy, cpenHero 3Hauenusi (M), cranmaptHoro otkioneHus (SD), MUHUMAaJBHBIX M
MaKkCcUMalbHbIX 3Ha4eHui (Min, Max) mo kaxao# mkasie.
Pesynbrarsr «IlIkanbl cyObEeKTHBHOTO OJIaronoaydus» npeacrapicHsl B Tadmuie 3.

Taoéauua 3.

Pesynomamot wixan cyovexmugno2o onazononyqus cmyoenmos (N=60)

IIxanbl cy0beKTHUBHOIO 0.1aroNnoJIyYus M SD Min Max
HanpsokeHHOCTH M 9yBCTBUTEIBHOCTH 11.07 3.46 4 19
IIpuznaku, COTIPOBOXKAAIOIINE ocHoBHyo 13.31 4.53 4 21
MICHXO9MOIMOHAIBHYIO0 CHMITOMATUKY

W3MeHeHns HaCTPOCHUS 5.59 2.74 2 14
3HAYNMOCTB COIAIIBHOTO OKPY>KEHHS 8.25 2.94 3 18
CaMoo1IeHKa 3/I0pOBBS 7.03 2.89 3 14
CreneHn YIOBJIETBOPEHHOCTH noBcenHeBHo 11.74 3.36 4 19
JeSTENILHOCTBIO

OO0 mokasareib 57.74 13.90 27 88

AHasM3 IKajx CyObeKTHBHOTO 0J1aromoIy s MO3BOJIKII CAEIaTh CIIEIYIOINE BHIBOIBI:

1. HampspkenHocts u ayBcTBHTENbHOCTD (M = 11.07; SD = 3.46; Min = 4; Max = 19).

2. Tlpu3HakH, COMPOBOXKIAIONINE OCHOBHYIO TICHXO3MOIMOHAIBHYIO CHMITOMATuKy (M
=13.31; SD = 4.53; Min = 4; Max = 21).

3. Usmenenus vactpoenus (M = 5.59; SD = 2.74; Min = 2; Max = 14).

4. 3HaunMocCThb cormaibHoro okpyxenuns (M = 8.25; SD = 2.94; Min = 3; Max = 18).

5. Camoornenka 3mopoBbs (M = 7.03; SD = 2.89; Min = 3; Max = 14).

6. CremeHp yIOBIETBOPEHHOCTH IMOBCEAHEBHOM aestenbHocthio (M = 11.74; SD =
3.36; Min = 4; Max = 19).

B nenoMm, mopTpeT BBIOOPKH JIEMOHCTPUPYET YMEPEHHBIH YPOBEHb CYOBEKTHBHOTO
0J1aroroydus CpeIn CTYIAEHTOB.

Jlns ompenesicHHsT MOTHBAIlMM Y CTYAETOB JOCTH)KEHHS YyCIeXa  HMCIOJb30BaN
Meronuky «MotuBamusi K ycrexy» T. Diepca. Pesynbrarel ONMpOCHHKA MPEICTABICHBI Ha
Pucynxke 1.
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Pucynox 1.
Pesynomamut momusayuuy cmyoeHmog 00CmudiCeHus ycnexd.

190



Kak BuaHo w3 auarpammbl, y OOJBIIMHCTBA pPECIOHACHTOB (65%) HaOmonaercs
YMEpEHHBIH YPOBEHb CYObEKTUBHOTO Onarononyuus. Y 25% CTy[ICHTOB BBISBICH YMEPCHHBIN
SMOLIMOHANBHBIA KOMGOpPT. 3% pPEeCHOHICHTOB JEMOHCTPHPYIOT  BBICOKHH ypPOBECHB
cyObekTHBHOTO Onaromnoiyuus. Ilpu 3ToM 7% ydacTHHKOB XapaKTEpPHU3YIOTCS IOBBIIIEHHON
CKJIOHHOCTBIO K TPEBOKHOCTHU U JIENIPECCUBHBIM NEPEKUBAHUIM.

s ompeneneHuss B3aMMOCBSI3M CYOBEKTHBHOIO OJaromosiydyusi M MOTHBALUH
JOCTIDKEHMsI ycrexa OblI IPOBEINEH KOPPEJALMOHHBIN aHadu3 C HCIOJIb30BaHUEM
kospdunuenta Ilupcona. Ilepen mpoBeaeHueMm aHanm3a ObUIa MPOBEPEHA HOPMAIBHOCTD
pacrpeneneHuss nokasareyned ¢ nomoumpro kpurepus Ilanupo-Yunka. Jlns Bu3yanusauuu
JaHHBIX OblIa MOCTPOEHA TOUEYHAs nuarpaMmma ¢ JUHUEW TpeHIa, YTO MO3BOJWIO OLCHUTH
HanpaBJiIeHNUE U JIUHEHHOCTh B3aUMOCBSI3U MEKIY IIEpEMEHHBIMHU.

Taonuuna 4.
Koppensyuonnoiii ananuz wikan cybvekmuerno2o 61a20nonyuus u MOMUSAYUYU O0CMUICEHUsL YCnexa

IIkaJbl cy0beKTHBHOIO 0JIATONOIYYHS

Hanpsi:xkenno  Ilpusnakwu, HNsmene  3naum- Camooune CremneHb (010011
CTh H CONPOBOKIA HUs MOCTh HKY 310-  YIOBJIETBOPeH  Mii
YyBCTBHTEIb  IOIIHE HACTPOE  COLMAJIL  POBbSL. HOCTH MnoKa
HOCTH OCHOBHYIO HUs HOTO NOBCeAHEBHOI  3a-
ncuxuarpuye OKpY- AeSITeTBHOCTh  TeJb
CKYI0 JKEHHsI 0
CHMIITO-
MaTHKY
MotuBa - 0.250* -0.163 -0.161 -0.212 -0.113 - 0.150 -
ums 0.22
JOCTHAKeE 2
HUSA
ycmexa

[pumeuanue. p = 0.05*.

IIpoBen€HHBIN KOPPEISIUOHHBINA aHAJIU3 BBISBWI IPEUMYIIECTBEHHO OTPULIATEIIbHBIE
B3aUMOCBSI3M MEXIy IOKa3aTelsIMH MOTHBALMM JOCTIDKEHHS yclleXxa M IIKalaMu CyObek-
TUBHOTO Onaronony4us. Cieayer yuuThIBaTh, YTO B HCIIOJIB3YEMOM MeTouke 0ojiee BRICOKHE
OayIbl OTpaXkaloT 0oJiee BBIPAKEHHOE CyObEKTHBHOE HeOarononydue. B cBsi3u ¢ 3TUM
oTpuLaTeIbHble KO3()(OUIMEHTH KOPPEISALUN HHTEPIPETUPYIOTCS KaK CBHIACTEIbCTBYIOLINE
O TOM, YTO HOBBILIICHHE MOTHBALMM JOCTIKEHHS yCIleXa CBS3aHO CO CHIDKEHHEM YPOBHS
CYOBEKTHBHOTO HEOIAromomyusi.

CraTucTHYeCKH 3HAaYMMasi OTpHIIATeNIbHAsI CBSI3b OOHapykeHa Mo mikane «Hampsokén-
HOCTB ¥ 4yBCTBUTENBHOCTH (I = - 0.250; p < 0.05), yTo yKa3piBaeT Ha TO, 4TO O0OJIee BBHICOKAS
MOTHUBAIUS JOCTHKEHHSI CONPOBOX/IAETCS MEHBINEH 3MOIMOHANBHOW HANpPsHKEHHOCTHIO U
CHIDKEHHOW YyBCTBUTENLHOCTBIO K CTPECCOTEHHBIM BO3JICHCTBUSIM.

[1o ocTanbHBIM MIKaJIaM BBISBIEHBI Clla0ble OTPHLATEIbHbBIE KOPPEIALUH, HE TOCTUTIIIHE
CTaTUCTUYECKOW 3HaUMMOCTH. VX HampaBIeHHOCTh MOXKET OTpakaTh OOILYI0 TEHACHIHIO K
Oosee OATONPUATHOMY CyOBEKTHBHOMY COCTOSIHHIO Y CTYICHTOB ¢ 0Oo0jiee BBIPaKCHHOM
MOTHUBALIMEH JOCTHKEHHS, OHAKO TaHHBIE CBS3M TPEOYIOT JaJIbHEHIIIEro H3ydeHHsL.

[locne mnpoBedeHUS KOPPENSLUUOHHOTO aHalM3a Il HamISAHOTO MpPEACTaBICHUS
XapakTepa B3aMMOCBSI3H MEXy TOKa3aTelsiMAd MOTHBAIUK U CYOBEKTHBHOTO OJIArormonydus
ObLIa IOCTPOCHA TOUeUHAs JHarpamMmma.
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Toueunas AuarpamMma nO3BOJISICT BU3YAJIU3UPOBATH HAIIPABJICHUC U (bOpMy CBA3U MCXKIY
MEPEMCHHBIMHU, a TAKKC OMPEACINTh, HOCUT JIU CBA3b JIMHCHHBIA XapakTep.

MortuBanus ycmexa CyObeKkTuBHOE Oaromnoiyyne
100
80
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Pucynoxk 2.
B3aumoceaze momusayuu ycnexa u cy0beKmugHo2o 61a20nonyyus

Kak BumHO Ha quarpamme, JHHUS TPEHIa HallpaBleHa BBEPX, YTO CBHJCTEIBCTBYET O
MOJIOKUTETILHOM CBSI3M MEXIy MOTHBALMEH U CyOBEKTHBHBIM OJIarornoay4reM, HOATBEPKAAs
Pe3yabTaThl KOPPESIIMOHHOTO aHAIN3A.

JJ1sl KOMMYEeCTBEHHON OIICHKH B3aMMOCBSI3EH MEKAY CYOBEKTHBHBIM HEOIAromoIydnueMm,
MOTHBALIMEH NOCTIKCHHS yCIeXa M aKaJeMHUYeCKOH YCIEBaeMOCTBIO HCIIOIb30BAICA KOppe-
JSIIMOHHBIA aHanu3. Pe3ynbTarsl aHamu3a BBIIBUIM OOPAaTHYIO CBSI3b MEXKIY CYOBEKTHBHBIM
HeOMaromnonyyneM M akaJeMHIecKoi ycreBaeMocThio cTynieHToB (- 0.024) u npsimyro cBsizb
MEXy MOTHBAaIMel JOCTHKEHHUS ycliexa U akajeMuieckoi ycrmeBaemocthio (0.276%, mpu p
=0.05). M3 stOoro ciemyer, 4ro Kak CyObEKTUBHOE Onaromnoiydue, TaKk W MOTHBALMA
JOCTYOKEHHS ycIieXa SBISIFOTCS BAKHBIMU MPEUKTOPAMHU YCIIEBAEMOCTH CTYIEHTOB.

Jis OUeHKH BIHSIHUS CYOBEKTUBHOTO OJIArOMONYyYHsi M MOTHBAIMU JIOCTHXKCHHUS Ha
aKaJIEMUYECKYIO YCIIEBAEMOCTh CTYCHTOB B HCCIICIOBAHUH UCIIOJIB30BAJICS CTATUCTUYECKUI
naker Jamovi. B kadecTBe 3aBHCHMOI MEPEMEHHOM HCIONB30BANICS CpenHHil Gamn ycre-
BAaEMOCTH, HE3aBUCHMON — TIIOKa3arend CyObEeKTHBHOTO OJIAromoiy4uss W MOTHBAIHH.
PesynbraTel MHOKECTBEHHOW JTMHEWHOH perpeccHy MoKa3alld KpaiHe HU3KAN KOA(PQPUIEeHT
KOppessiiie Moziesu ¢ 3aBucumoit epemennoi (R = 0.035), a koaddunmeHt aerepMuHaIiu
cocrasm R? = 0.0012. 310 cBuaerenbcTBYeT 0 ToM, 4To Bcero okono 0.1% Bapuanmii
aKaJIEMUYECKON YCTIeBaeMOCTH OOBSICHSIETCS pacCMAaTPHUBAEMBIMU TPEIUKTOPAMH, U MOJAETbH
NPaKTHYECKU HE OTpaXkaeT BIUSHHUE CyObEKTUBHOIO OJIaronoiay4yus U MOTHBALIMH Ha CPEIHHUI
0asuT B JaHHOU BBHIOOPKE.

AHanu3 OTHCNIbHBIX KOI(D(UIMEHTOB MOIEIHM IMOATBEPAMI 3Ty TeHAeHIuo0. Koad-
¢unment g cyobexktuBHoOro onarononyuuns (B = 0.370, p = 0.987) okasaincs cratucTHdecku
He3HayuMbIM. ClielyeT y4uThIBaTh, YTO B HCIOJB3yeMON IIKayse Oojiee BBICOKHHA Oain
OoTpa)kaeT HU3KOE CyObeKTHBHOE Ojaromosyune. [1onoxuTenbHoe 3HaYeHHE KOAPQHUIMEHTa
(hopManbHO yKa3bIBaeT Ha TO, YTO C POCTOM IICHXOJIOTHYECKOTO AUCKoMpopTa cpenHuil Oann
CJIeTKa YBEJWYMBAJICA, ONHAKO 3PQeKT He sBiseTcs AocToBepHBbIM. Koadduuument moru-
Baluu jJoctmwkenus ycnexa (B = - 27.715, p = 0.802) tarxke CTaTHCTHYECKH HE3HAYUM, a
OTpHIIATEeJIbHOE HAlpaBJICHWE HE TIO3BOJISIET YTBEpXKJATh HaJIW4yMe BIHSHUAS Ha
aKaJIEMUYECKYIO yCIIEBAEMOCTb.
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O6cyxneHue

Ha ocHoBe pe3yibTaToB METOOMKH CYyOBEKTHBHOTO OJaronoiydusi ObUIO yCTaHOBJIEHO,
YTO HEOOJBIION TpPOIEeHT cTyAeHTOB (8.3%) MpOSBISIOT CKIOHHOCTH K TPEBOXKHOCTH,
neccummsmMy (CTEH 8-9), uro MoxeT yka3plBaTh Ha HEOOXOMUMOCTH IOMOJHHUTEIHHON
MICHXOJIOTHYECKOH TOAJCPKKH MM KOPPEeKIHMU CcTpeccoycToiunBocTu. llpeobnanatomee
6onpmmHCTBO (70%) OLIEHMBAIOT CBOE CYOBEKTHBHOE ONaronoiy4ue Kak yMEpEHHOE,
JIEMOHCTPHPYSI CTAOMIBHOE 3MOIOHATBHOE COCTOSHHE.

AHanu3 mKaja CyObeKTHBHOTO O1aronoIyyusi MO3BONKI CACTATh CIeAYIONIHE BEIBOIBL:

1. Cpennmii moOKazaTedb HANPSHDKEHHOCTH W YyBCTBUTEIBHOCTH yKa3blBaeT Ha
YMEPEHHYI0 Harpy3Ky ¥ MEepHOJMYECKOe JKeNIaHWe YeIWHWTHCS; IIHPOKUH pazdpoc
MOKa3bIBaET HAJIMYUE CTYACHTOB C HU3KOW M BHICOKOH HANPSHKEHHOCTBIO.

2. CpenHee 3Ha4€HHE MPU3HAKOB MCUXOAMOLMOHAIBLHON CUMIITOMATHKH COOTBETCTBYET
CpeIHEMYy YpPOBHIO IPOSIBICHUS CHMITOMATHKH, OJHAKO LIMPOKHH pa3dopoc MOKa3bIBacT
HaJIMYHe OTJCIBHBIX CTYACHTOB C BHIPQKCHHBIMH IICHXOCOMAaTHYECKIMH JKaJI00aMH.

3. CpenHee 3HaueHHE HM3MEHEHWH HACTPOCHHs yKa3bIBa€T Ha CTAOWJIBbHBIM ypOBEHB
IMOLMOHAIBHOW PEryJsIUU, HO MakcuMaibHOoe 3HadueHne (Max = 14) roBOpHT O TOM, YTO
€CTb CTYJICHTHI C O0Jiee BBIPAKEHHOW TOIBEPIKEHHOCTHIO MIeperaiaM HaCTPOCHUSL.

4. Cpennuil mokaszareib 3HAUMMOCTH COIIUATIBHOTO OKPYXKEHHSI TOBOPUT O HOPMaJIbHOM
YPOBHE COHHMAJIBHBIX KOHTAKTOB, IPU 3TOM €CTb CTYACHTHI C YYBCTBOM H3OJALMUN WA
HEJI0CTATKa MOICPIKKH.

5. CpenHuii ypoBeHb CAMOOLICHKH 3/I0POBbsI YKa3bIBAE€T HA YMEPEHHOE CaMOYyBCTBUE, a
MAaKCHUMaJIbHOC 3HAYCHUC JEMOHCTPHUPYCT HAJIMYNE CTYACHTOB C IIOCTOAHHBIMU )KaJ'IO6aMI/I Ha
37I0pOBbE.

6. Cpennee 3HauYeHHE CTETIEHH YIOBIETBOPEHHOCTH ITOBCEIHEBHOW JESATEIHLHOCTHIO
MOKa3bIBAET YMEPEHHBIH WHTEpeC, a pa3dpoc OTpakaeT Kak CTYJCHTOB C BBICOKOW BOBJIE-
YCHHOCTBIO, TaK U TEX, KTO UCIILITHIBACT allaTHUIO UJIU CKYKY.

[MonydeHHble pe3ynbTaThl W3ydeHHs MeToauku «MoTuBamus k ycrmexy» T. Driepca
MOKAa3bIBAIOT, YTO y OOJNBINIMHCTBA CTYACHTOB HAOMIOMACTCS YMEPEHHBIH YPOBEHb CyOBEKTHB-
HOTO OJaronoiy4usi, CBHIACTEIbCTBYIOMIMH O JOCTATOYHO CTAOMIBHOM SMOIMOHAIEHOM
COCTOSIHUM, TIPH KOTOPOM BBIPQKEHHBIE IICHXOJOIMYECKHEe NPOOJIEeMBl, KaK IPaBUIIO,
OTCYTCTBYIOT, XOTSI SMOIMOHAJIBHBIH KOM(POPT HENb3s CYUTATh IOJHOCTHIO BHICOKMM. YacTb
PECIIOHJICHTOB JEMOHCTPUPYET YMEPCHHBIH 3MOIMOHAIBHBIN KOM(DOPT, NMPOSIBISIOUIUICS B
YBEPEHHOCTH B ce0e, aKTHBHOCTH, CIIOCOOHOCTH B3aHMMOJAEHCTBOBATh C OKPYKAIOUIUMHU H
aJIeKBaTHO pETyIHpoBaTh IoBeaeHHe. HeOomblmas rpynma CTyISHTOB XapaKTepHU3yeTcs
BBICOKHUM YPOBHEM CYOBEKTUBHOTO OJaronoiydusi, CBSI3aHHOTO C TIO3UTHBHOM CaMOOIICHKO,
ONITUMH3MOM, KOMMYHHKa0EIFHOCTBIO U 3Q(HEKTHBHBIM (YHKIIMOHHPOBAHUEM B CTPECCOBBIX
cuTyauusix. B To ke BpeMs BBIABJICHA IpYIIa CTYICHTOB C MOBBIILIEHHON TPEBOKHOCTBIO U
ACTMIPECCUBHBIMHU TIEPEIKUBAHUAMU, MJIA KOTOPLIX XapaKTCPHBI SOMOUIMWOHAJIbHAA YyBCTBUTCIIb-
HOCTB, NTECCUMHU3M, 3aMKHYTOCTb U TPYJHOCTH B TipeojioyieHnn ctpecca. Cpear y4acTHHKOB
HE BBISIBIICHO CIIy4aeB BHIPA’KEHHOTO AMOLMOHAIBHOIO HEOIAromnoayrs, OHAKO Y CTYIEHTOB
C HU3KMMH IIOKa3aTesIMU OTMEYAlOTCsl HEYIOBJIETBOPEHHOCTh COOOM, HEJOCTATOK JI0BEPHS K
OKPYXKAOIIUM, TPEBOXKHOCTD U CJIOKHOCTH B SMOITUOHAILHON CAMOPETYIISIINY.

B nanHoli BbIOOpKE HU CyOBEKTHMBHOE OJaronoiydume, HU MOTHBALUS JOCTHKEHHS
ycrexa He OKa3blBalOT 3HAYMMOTO BJIMSHHUS Ha YCIIEBAEMOCTb CTYIEHTOB. B0O3MOXHBIMU
MPUYUHAMHA OTCYTCTBHSI 3HAUMMBIX CBS3€d MOTYT OBITh OTPaHWYEHHBIN pa3Mep BBIOOPKH,
OJTHOPOJTHBII YPOBEHB YCIIEBAEMOCTH U BIIUSTHHE UHBIX (haKTOPOB.
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3akiroueHne

Takum o00pa3oMm, pe3ynbTaThl HMCCIEAOBAHMS TOATBEPXKIAIOT YACTUYHOE  HAJIMYMe
B3aUMOCBSI3U MEXIY CYOBEKTHBHBIM OJaronoiay4veM M MOTHUBALMEH AOCTIKCHHUS ycCIexa y
CTYACHTOB.

1. BonpmmHcTBO pecnioHAeHTOB (70%) OLIEeHUBAIOT CBOE COCTOSHHE KaK OTHOCHTENHHO
CTaOWIBHOE U TOJOXKHUTENBHOE, 0€3 BBIPAXKEHHBIX IICHUXOJIOTHYECKUX MpolieM, XOTs
MOJTHOCTRI0 AMOIMOHATRHOTO KoMdopra He HaOmromaeTcs. JIMmb HEOOIBIION MPOICHT
CTYACHTOB AEMOHCTPUPYET BHICOKHI 3MOLMOHATIBHBIH AUCKOMQPOPT M TPEBOKHOCTD.

2. MotuBauusi IOCTHKEHHs ycllexa TMpPOSBISIETCS y CTYAGHTOB Kak YCTOHMYMBOE
CTpeMJIEHHE [IOCTUIaTh MOCTABICHHBIX LI€Jed U IMOIy4aTh YAOBICTBOPEHHE OT PE3YJIbTAaTOB
JESITeTbHOCTH.

3. KoppensuuoHHBI aHamU3 MOKa3anl OTPHULATEIBbHYI0 CBSI3b MEXAY MOTHBAIMEH
JOCTIDKEHMSI yclleXa M II0Ka3aTeNsiIMH CyOBeKTHBHOro HeOnaromonmyuus. CTaTUCTHYECKH
3HauMMas OTpULATENbHAsl Koppemsuus Obuta oOHapykeHa mo mkaine «Hampsx€HHOCTH H
qyBcTBUTENLHOCTEY (I = - 0.250, p < 0.05), 4TO CBHIETENBCTBYET O TOM, 4TO OOJICe BBICOKAsS
MOTHBALIUSl K yCIIEXy CBsS3aHAa C MEHbLICH 3MOLMOHANBHOW HANpPSDKEHHOCTHIO M JIydllIen
CTPECCOYCTONYMBOCTBIO CTYIEHTOB.

4. CryaeHTtsl ¢ Ooliee BBIPAKCHHOW MOTHBAIMEH MOCTHKEHHS ycIexa MMEIT Oonee
ONaronpusATHOE TMCUXOIOTUYECKOE COCTOSHHE, NEMOHCTPHPYIOT ONTHMHU3M, aKTHBHOCTH U
0oJiee BBICOKYIO CTEIIEHb BOBICUEHHOCTH B yUeOHYIO AEATEIBHOCTb.

5. BreisBinena cnabGas oOpaTHass CBS3b MEXIY CYOBCKTHMBHBIM HEOJIAromoiydueM u
aKaJIeMUYECKOH yCIIeBaeMOCTbIO CTYACHTOB (I = - 0.024) 1 cTaTHCTHYECKU 3HAYMMAs TIPSMast
CBSI3b MEK/Ty MOTHBAIIMEH JOCTHKEHHS YCIIeXa U aKaJeMUUeCKoi ycreBaeMocThio (r = 0.276,
p < 0.05), 94TO CBUAETEIBCTBYET O TOM, YTO IOBBHIMICHHE YPOBHS MOTHUBALMU JOCTHIKECHHS
ycrexa COnpshKEHO C POCTOM YUEOHBIX Pe3ylbTaToB.

6. CyObekTHBHOE ONaromoigy4yne W MOTHBAIMS JIOCTH)KEHHS ycCIexa He OKa3bIBaIOT
3HAYMMOTO BIIMSIHUS HAa aKaJIEMHUYECKYIO YCIIEBAEMOCTh CTYIEHTOB B JaHHOU BBIOOPKE.

Ouenka zunomes:. BBISIBICHA  CTAaTHCTUYECKHM 3HAYMMas B3aUMOCBS3b  MEXKAY
MOTHUBAIIMEH TOCTHMXKEHHS ycIleXa U MoKa3aTeliiMi CyObeKTHBHOTO OJIarornoyyus CTYICHTOB,
OIJHAKO BIIMSHHUE CYOBEKTHBHOTO OJaromoiyyusi 1 MOTHMBALMM JOCTIKCHUS Ha aKaleMH-
YECKYIO YCIIEBAEMOCTh B JAHHOM BBIOOPKE HE MOATBEPIMIOCH.

Cpasnenue: pe3ynbTaThl  HCCICAOBAHUS  TONTBEPKIAIOT  BHIBOIBI  JleHOBaH |
MakAckwut (Denovan & Macaskill, 2017) o pomu CcyObeKTHBHOTO OJaromojyddsi B
aJanTalyy CTYACHTOB, COIIACYIOTCS C ONpPEIe/ICHNEM MOTHBALMH JOCTIKECHUS yclexa Kak
ycroitunBoit morpednoctu (llyin, 2002) u monreepxnaror nanueie boprec (Bortes et al.,
2021) o BIAAHUY SMOIMOHAIBHOTO COCTOSTHHS Ha y4eOHbIe TOCTIKEHHS U BOBJICUEHHOCTb.

Ozpanuyenus: B CBA3U C 3TUM PEKOMEHIYETCS NPOAOIDKUTH HM3yUYEHHE B3aHMMOCBS3H
MOTHUBAIIMU, CYOBEKTHBHOTO OJIATOMONYYHs W YYEOHBIX JIOCTMIKEHUH Ha Oojiee MUPOKHX
BBIOOpKaxX W ¢ y4€TOM JIONOJHUTENBHBIX (AKTOPOB, CHOCOOHBIX OKa3blBaTh BIMSHUE HA
aKaJIEMUYECKYIO PE3YJAbTaTUBHOCTb.

3nauumocmp: pe3yiabTaThl UCCIENOBAaHUS PACHIMPSIOT MPEICTABICHUS O IICHUXOJIOTH-
YecKuX (akTopax YyUeOHOW JIeSTENBHOCTH CTYACHTOB W MOTYT OBITh HCIIOJBb30BaHBI B
o0pa3oBaTeIbHOW MNpaKTHKE AJIsl pa3paOOTKH MPOrpamMM ICHXOJIOTMYECKOH MONACPKKH U
Pa3BUTHA MOTHBALMH JOCTIDKEHHS ycIiexa.

Byoywiue nanpaenenus. NEpCICKTUBHBIM SIBISICTCS MPOBEJCHHE WCCICIOBAaHUN Ha
OoJyiee KpPYITHBIX U pa3HOOOPa3HBIX BBHIOOPKAX CTYACHTOB, a TAKKE M3yYeHHE POIH JPYTHX
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IICHUXOJIOTHYCCKHUX q)aKTopOB, KOTOpPBIC MOTYT BJIHMATH Ha CY6'LCKTI/IBHOC 6J1arononyqne n
AKaZICMUYCCKYIO YCIICBACMOCTh.
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Abstract

Students’ academic activities are complex and multifaceted, requiring not only highly developed
intellect, abilities, and cognitive engagement, but also a stable psychological and emotional state. A
student’s academic performance largely depends on how they perceive themselves, their self-
evaluation, and their motivation. This article analyzes subjective well-being and achievement
motivation as interrelated psychological characteristics of students. The research problem arises from
the insufficient clarity and empirical investigation of the relationships between subjective well-being,
achievement motivation, and students’ academic performance. The aim of the study is to examine the
relationship between subjective well-being and achievement motivation and to determine their role in
shaping students’ academic performance. Methodology. The study involved 60 students. The methods
used included the “Subjective Well-Being Scale” by G. Perue-Badu, adapted by M. V. Sokolova, and
the “Achievement Motivation” questionnaire by T. Ehlers. For statistical analysis, Cronbach’s alpha
was calculated for reliability, Pearson correlation analysis was conducted, the Jamovi statistical
package was used, and the Shapiro—Wilk test was applied to determine the normality of the data
distribution. Results. Most students demonstrated stable subjective well-being. Achievement
motivation was negatively associated with ill-being and positively associated with academic
performance. Regression analysis indicated that neither achievement motivation nor subjective well-
being served as significant predictors of academic performance in this sample. Scientific novelty. The
study conducted a comprehensive analysis of the relationships between achievement motivation, its
individual scales, and the overall measure of subjective well-being, as well as their influence on
students’ academic performance.

Keywords: psychological well-being, subjective well-being, motivation to achieve success,
motivation to avoid failure, academic performance
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00 U3patenscrBe EpeBaHCKOro rocyiapcTBeHHOr0 YHHBEPCHTETA

U3natenbctBo  EpeBaHCKOro rocylapCTBEHHOTO YHHUBEPCUTETa TECHO COTPYIHHYAET C
aKaJIeMUYECKHM COOOIIECTBOM C LIEJIbIO MyOIHUKAIUKA BBICOKOKAYeCTBEHHBIX HAYYHBIX )KYPHAJIOB,
MOHOTpaduii W Y4eOHHKOB, a TalkKe OKasblBaeT YCIYTM IO MOAJEpKKE IpeHnojiaBaHus H
UCCIIEIOBATENIbCKOM  JieATebHOCTH. Hara rjaBHas MHCCHsT — CJeNaTh HaydHble TPYIbI
APMSIHCKOTO HCCIIEIOBATENBCKOTO COOOIIECTBA MEXKAYHAPOIHBIMU, OTKPBITBIMH, AOCTYITHBIMU H
MPO3payHbIMH.

Hamm nyOnmukanuu BKIIOYAIOT IUGPOBOM, IMEYATHBIA M OTKPBITBIA KOHTEHT B OO0JIACTH
TYMaHUTAPHBIX, COLMAIIbHBIX, €CTECTBEHHBIX M TEXHHYECKHX HayK. TecHO B3aMMOIEHCTBYS C
aBTOpaMH, Mbl PaclpOCTpaHieM IEpeOBble aKaJeMUYeCKre MaTepuaibl Kak Ha PEerHOHAIbHOM,
TaK ¥ Ha MHPOBOM YpPOBHE.

OnyOnukyiiTe CBOW >KypHan wWid KHUTY B M3marenbctBe EpeBaHCKOro rocynapcTBEHHOTO
VHHABEPCUTETa, U BBl IPUCOCIWHHUTECh K HAYYHOMY COOOLIECTBY BBIHAIOMIMXCS aBTOPOB, UBH
TPYZIBI TOMOTIIN C(DOPMHIPOBATH U Pa3BUTH 00Pa30BaHUE B PETHOHE U BO BCEM MHDE.

e Ecmu Bam Hy)XHa HH(POpPMAIHS O TOM, KaK ITOATh 3asBKY Ha ITyOIUKAINIO KHUTH, BBl MOXKETE
03HaKOMHUTBCS C HAIIUM PYKOBOZACTBOM 37€ECh.

o Jlnsa momydenus wuHpoOpManmuM O TOM, KaK HamMcaTh CTAaTbi0 IS HAy4yHOTO J>KypHala,
MOXKAJIYHCTa, IOCETUTE HAllly CTPAaHULY AJIs aBTOPOB >KyPHAJIOB 31€Ch.

OTtkpbiTasg HayKa

Kak yHuBepcuTeTcKoe H3IaTENbCTBO U HEKOMMEpPYECKas OpraHu3alys, MBI CTPEMHMCS K
PasBUTUIO OTKPBITOM HayKH. MBI HCCIElyeM U BHEIPSEM HHHOBALUOHHBIE MOJENHU, KOTOpbIE
00eCIIeYnBaOT yCTOﬁ‘IHBOCTL U Ka4Y€CTBO, MAKCUMAJIIbHO MHCIOJIB3Yysd BCC IMPEUMYIICCTBA,
KOTOPBIE 1a€T OTKPBITHIA TOCTYII.

Yciayru 1iist aBTopoB

Uto0BI MPOAOIIKATE MYOIHMKOBATH PAOOTHI JIYUIINX MECTHBIX, PETHOHAIBHBIX U MEXIYHAPOIHBIX
uccienoBareneld, HaM BaKHO TOAJEPKHBATh aBTOPOB Ha JTarle IMOATOTOBKH UX TPYJOB K IE€YaTH
B Hammx XypHanax. Ilomoras OymymmM aBTOpaM MHOATOTOBHTHCA K MMOAA4Ye MATEPHANOB H
JOCTHYb CBOHUX l'[y6J'II/IKaHI/IOHHI:IX ueneﬁ, MbI Opeajiara€M CIHEKTP BbICOKOKAUYCCTBCHHBIX YCJIYT
TI0 TTOJITOTOBKE PYKOIHCEH, BKITIOYas A3bIKOBYIO PEJAKTypy 1 CO3/IaHHE BUACOAHHOTALHNI.

Hupextopom M3marensctBa EpeBaHCKOro IrocylapCTBEHHOTO YHHBEPCHUTETA SIBISETCS OKTOP
¢unonornuecknx Hayk Kapen ['puropss.
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