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Zorin V. V. Methodical aspects of work of pianist-concertmaster in choreographic class
The article presents methodical recommendations that are suitable for use by pianists-concertmasters in the choreographic

classroom. Compared with the music of other performers, this type of professional activity requires additional skills and abil
ities. The leading role of the rhythmic beginning, which serves as the basis for creating a choreographic whole, is noted. It is
emphasized that the concertmaster must have a wide range of knowledge related to speci¿c terminology of dance practice,
historical information on functional purpose, peculiarities of execution, character of movement. Due to the increasing role of
computer equipment and its distribution in all spheres of human life, the skills of their practical application are required. It is
noted that the pianist should be able to use the software to play, edit and distribute audio recordings. Due to the use of the Inter
net, it is possible to search audio ¿les for the desired music, analyze their diৼerent versions and create their own arrangements.

Key words: concertmaster-pianist, choreography, dance, rhythm, software, methodical recommendations, professional
activity.
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PROFESSIONAL TRAINING OF FOREIGN LANGUAGE TEACHERS
IN GERMANY: CONCEPTUAL FRAMEWORK

The article deals with the problem of professional training of foreign language teachers in Germany through the prism of the
main conceptual framework. It is highlighted that the requirements for professional training and retraining of foreign language
teachers put forward the need to cultivate modern and competitive specialists who are able to update the content of the educa
tion process today. It is speci¿ed that professional training of foreign language teachers in Germany is based on the principles
of continuity, integrativity, cultural development and professional growth. It is concluded that German training programmes
for foreign language teachers are accorded with their needs for an integrated application of the knowledge obtained during
professional pedagogical training.
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The constant increase in data interchange, activity of mass media and modernization of social sciences, human-
ities and scienti¿c knowledge push the reformation and the reorganization of teacher education in higher education
institutions, including language education not only in Ukrainian universities, but also in theory and practice of other
countries all over the world. Consequently, the requirements for professional training and retraining of foreign
language teachers, the humanization of education, the shift in educational goals and the provision of the right to
pedagogical autonomy highlight the need to cultivate modern and competitive specialists who are able to update the
content and teaching and learning technologies incorporated into the education process. Indeed, a highly quali¿ed
foreign language teacher must be theoretically, practically, psychologically, methodically and scienti¿cally ready
for intellectual and creative professional activity and lifelong learning. The foreign language teacher of the new gen-
eration operates within the wide system “the individual – the society – the individual” and, as a result, the criteria for
professional activity, methods, forms and modes of teaching are changing and the need for constant practice in the
context of theoretical training is increasing. The modern society puts forward new values in professional training of
foreign language teachers, namely the graduate must be willing to cooperate with others in the process of promoting
culture, exchanging information, the modes of activity and share the experience of self-realization.

It must be noted that the existing standards for language education in Ukraine provide some freedom outlining
the compulsory content of education and those qualities and skills future foreign language teachers should possess.
However, they still do not allow the necessary Àexibility of the education process. The German system of teacher
education is very dynamic and has undergone some signi¿cant changes in the recent years. In Germany up to 2004,
they did not have standards and teacher training was provided in accordance with the decrees of the Ministers of
federal lands and original concepts designed by every German university. The Standing Conference of the Ministers
of Education and Cultural A൵airs of the Länder has adopted a single standard of psychopedagogical courses for
training di൵erent subject teachers that is valid for all German universities. It contributes to achieving the singularity
of the requirements for future foreign language teachers in the context of the education environment in general. In
this document, the competences are divided into four competency-based ¿elds, such as study, personality building,
assessment and readiness for lifelong learning. Within each competence one can identify theoretical and practical
knowledge, abilities and skills required for professional pedagogical activity. In addition to the theoretical compo-
nent of teacher training, the practical one is rather intensi¿ed.

Thus, this study aims to analyze the conceptual framework of professional training of future foreign language
teachers in Germany and, subsequently, outline some relevant recommendations for a qualitative update of that in
Ukraine based on the positive aspects of such experience.

It must be noted that professional training of language teachers abroad and in particular in Germany has been
disclosed by many Ukrainian scholars (N. Avsheniuk, V. Bazova, N. Bidyuk, Yu. Holovatska, O. Komochkova,



46

ɇɚɭɤɨɜɢɣ ɱɚɫɨɩɢɫ ɇɉɍ ɿɦɟɧɿ Ɇ. ɉ. Ⱦɪɚɝɨɦɚɧɨɜɚ

V. Korniienko, O. Martyniuk, O. Serhieieva et al.). Individual aspects in professional training of foreign language
teachers have been analyzed by some foreign scholars (R. Beer, S. Blömeke, M. Hutz, H. Piepho, E. Terhart et al.).
However, profound researches on the problem of conceptual framework for professional training of foreign lan-
guage teachers in Germany should be updated.

While researching, the following methods have been used: individualization and generalization, systematization,
deduction and induction, synthesis and analysis.

Already in 2002, M. Grenfell, professor at University of Southampton, pointed out to a great diversity in con-
texts, needs and approaches of teacher education across Europe and highlighted the need to reach a consensus in the
context of salient issues of organisation, content and structure of it. Within the framework of the current research,
we believe it necessary to present his views on European language teachers of tomorrow:

a) a Common European Framework of Reference for Language Teacher Training should be developed, to pro-
vide a common understanding of the di൵erent processes and components involved, guidelines for good practice, a
framework for assessing trainees, and a framework of recognised levels of professional expertise;

b) an accreditation system should be established to provide a basis for comparability, and to recognise Àexible
routes to the status of quali¿ed teacher at European level;

c) a major European resources service should be established, including a portal web-site, to provide access to
information and online materials for language teachers and teacher trainers;

d) the development of arrangements for dual quali¿cations should be further encouraged;
e) closer cooperation should be encouraged between training institutions and partner schools, and between edu-

cation departments and language departments;
f) all in-service training courses should be accredited at local or national level;
g) an Advisory Group on European Teacher Training should be established to work with national agencies to

co-ordinate key aspects of language teacher training;
h) European Quali¿ed Teacher Status should be introduced, qualifying its holders to teach in any member state,

and to use the title “European Teacher”;
i) teacher trainees should be required to achieve agreed levels of linguistic competence corresponding to their

specialist, semi-specialist or non-specialist teacher status;
j) language teachers should be trained in the skills and approaches necessary to make students aware of their role

as European citizens, and more training materials should be developed to support this training;
k) all teachers should be trained in using ICT approaches for interactive use with pupils in the classroom [5].
In Germany, modern integration processes in the development of theory and practice of foreign language teacher

training are based on the principles of continuity, integrativity, cultural development and professional growth of for-
eign language teachers. These processes are also characterized by development, continuing and recurrent advanced
training, which is aimed at modernizing teacher training programmes implying constant personal and professional
growth of the European foreign language teacher [1]. Therefore, one can assume that professional training of foreign
language teachers in Germany attempts to adhere to the requirements of today and seeks to meet the needs of both
teachers-to-be and society.

As rightly pointed out by A. Dehmel, the arguably most important reform of teacher education in Germany was
the introduction of the so-called “concept of learning areas” (Lernfeldkonzept) in 1996 [4]. Based on these learning
areas, teachers develop complex, cross-curricular teaching and learning arrangements, which mirror the challenges
of the world of work and confront the students with comprehensive tasks and activities. The construction of such
arrangements requires, amongst other things, close cooperation between teachers, as well as between the teaching
sta൵ and the training companies. Consequently, the introduction of the concept of learning areas has led to job
enrichment for teachers since their responsibilities have increased and their work tasks have become more complex
[4, p. 37].

As a result of the decentralized system of education management, the speci¿cs of professional training of future
teachers in German federal lands depends on the subject of teaching and the type of education (primary or second-
ary). Thus, teacher-training programmes di൵er in both the content and volume. Under the conditions of the Bologna
process, the ¿rst stage of theoretical training was reformed and the three-cycle degree system was introduced. How-
ever, several federal states did not support the innovations, so some German universities continue training teachers
according to the traditional model, that is “long” (one-tier) programmes (Mecklenburg-Vorpommern and Sachsen).
In Baden-Württemberg, Bayern and Saarland, the three-cycle degree system of training is provided only to voca-
tional education teachers. Sachsen-Anhalt and Thuringia o൵er both approaches [2; 9].

M. Hutz states that teacher training in Germany is divided into three stages: a higher education course, practical
pedagogical training in a school setting and in-service training for fully employed teachers (see Table 1) [6, p. 3].

As one can see from Table 1, Stage 1 (higher education course) consists of the main subjects (at least two),
educational studies at a university, practical training or student teaching semester. Stage 2 (preparatory service)
involves practical training in a school setting as well as the attendance of courses at a teacher seminar (from 18 to
24 months). In addition, it includes guided and autonomous teaching and is supervised by mentors in schools and
teacher seminars and concludes with Second State Examination. Stage 3 (in-service training) ensures teacher pro-
fessional development.
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Table 1
The overview of teacher training in Germany

Stage Institutions Duration Content Examination
Stage 1: Higher
education course

Universities: Universities of
education (Pädagogische Hoch-
schulen)

BA: 3 to 4 years +
MA: 1 to 2 years
(Formerly “First State
Examination”: 4 to 5
years)

At least two major
subjects and educational
studies; short-term
practical training or stu-
dent teaching semester
(Praxissemester)

MA or First State
Examination (¿nal
thesis, oral and writ-
ten exams)

Stage 2: Prepara-
tory service

Teacher seminars (Ausbildungs-
seminare) and assigned schools
(Ausbildungsschulen)

1,5 to 2 years Practical training;
a) school setting: obser-
vation of teaching and
guided teaching;
b) teacher seminar:
reÀection of teaching
and learning processes

Second State Exami-
nation

Stage 3: Continu-
ing education

Institutions of teacher training
at regional and local level and
individual schools

Single days Lectures, workshops
or seminars on various
aspects of teaching

Individual certi¿cates

Source: [6]

In Germany, foreign language teachers used to be considered as philologists and teachers of German as a foreign
language – Germanists, therefore practical training in school followed theoretical training. As a result, the connec-
tion between two kinds of training was not integrative, since teacher training was not focused on the principle of
integrity [10, p. 12]. Professional training of a philologist aims to transfer certain theoretical knowledge and simul-
taneously develop methodological thinking of future specialists in order to develop their ability to conduct scien-
ti¿c researches in the ¿eld of philology and related scienti¿c ¿elds. The aim of professional training of a foreign
language teacher is formulated rather di൵erently: scienti¿c training is not a priority and is merely supplemented by
relevant training for future professional activities. Thus, the di൵erence between the systems of professional train-
ing of philologists and foreign language teachers consists in the fact that professional training of foreign language
teachers is not limited to scienti¿c knowledge of a particular subject (group of subjects), but covers the aspect of
professionalization.

M. Huzt indicates that the prototypical route for teaching foreign languages in Germany is a ¿ve-year bachelor/
master programme and illustrates it on the example of training a teacher of English as a Foreign Language. Thus,
future teachers of English as a Foreign Language are likely to master the following ¿elds: 1) English language
skills; 2) area and cultural studies; 3) linguistics; 4) literature; 5) teaching English as a Foreign Language (TEFL).
It must be noted that future teachers must also gain practical experience in schools (primary or secondary school).
Such placements are supervised by university lecturers and are accompanied by special courses related to teaching
experience [6, p. 6].

So, professional training of foreign language teachers in Germany is based on the following principles:
1. The philological component in the content of professional training plays an important role. However, the con-

tent is mainly determined by didactic interest. Linguistic, literary and cross-cultural training is considered through
the prism of theory and practice of teaching a foreign language.

2. Pedagogy, didactics, learning theory, psychology, sociology and other sciences are also essential.
3. The relevant scienti¿c areas are also those that interpret the native language and the national social culture

in their relation to a foreign language and the corresponding socio-cultural context (for example, regional studies).
4. A crucial role is played by practical skills, namely the knowledge of a foreign language and the ability to

conduct learning activities acquired during school placement. Future teachers should as early as possible come into
contact with the practice of conducting classes (attend, evaluate and analyze them) in order to comprehend the rela-
tivity of theoretical aspects. This way from practice to theory is an element of methodical training [1].

Many German scholars (R. S. Baur, G. Henrici, F. Klippel, H. J. Krumm, G. Neuner, H. J. Vollmer, G. Zim-
mermann, W. Zydatiß) state that training programmes for foreign language teachers should be accorded with the
principle of integrativity in view of the needs of future teachers for an integrated application of the knowledge
obtained during professional pedagogical training. Extensive integrative capabilities are characteristic of individual
disciplines such as literature and regional geography (literary areas, literature and art, literary history, etc.); liter
ature and linguistics (stylistics of poetic texts, linguistic aspects of literary genres, etc.); linguistics and regional
geography (dialects, linguistic features of the study on word meanings, etc.); linguistics and learning theory (stages
in learning a foreign language, memory and foreign languages learning, etc.); language practice and textual aspect
(language of studies, special tests); preparation and implementation of school practice [3; 7; 8].

A. Dehmel also points out that there is considerable variation during the two main stages of education, although
the requirements for most language teachers are relatively similar across Germany. In some federal lands, the
academic education of primary school teachers might di൵er from that of secondary school teachers. In general,
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however, there is obviously a considerable discrepancy between the study of English as an academic subject and
teaching English at school [6, p. 6–7].

Conclusions. Therefore, professional training of future foreign language teachers in Germany is consistent with
the requirements of today and is aimed at training modern, competitive, intelligent and professionally motivated
specialists who are able to qualitatively update the content of language education in accordance with the integration
processes and the requirements for the pro¿le of the European teacher. The conceptual framework of professional
training of foreign language teachers in Germany is based on the principles of continuity, integrativity, cultural
development and professional growth is accorded with the needs of future teachers for an integrated application of
the knowledge obtained during professional pedagogical training.
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ȱɤɨɧɧɢɤɨɜɚ Ɇ. ȼ. ɉɪɨɮɟɫɿɣɧɚ ɩɿɞɝɨɬɨɜɤɚ ɜɱɢɬɟɥɿɜ ɿɧɨɡɟɦɧɢɯ ɦɨɜ ɭ ɇɿɦɟɱɱɢɧɿ: ɤɨɧɰɟɩɬɭɚɥɶɧɿ ɡɚɫɚɞɢ
ɋɬɚɬɬɸ ɩɪɢɫɜɹɱɟɧɨ ɩɪɨɛɥɟɦɿ ɩɪɨɮɟɫɿɣɧɨʀ ɩɿɞɝɨɬɨɜɤɢ ɜɱɢɬɟɥɹ ɿɧɨɡɟɦɧɨʀ ɦɨɜɢ ɜ ɇɿɦɟɱɱɢɧɿ ɜ ɤɨɧɬɟɤɫɬɿ ɤɨɧɰɟɩɬɭ

ɚɥɶɧɢɯ ɡɚɫɚɞ. Ɂ’ɹɫɨɜɚɧɨ, ɳɨ ɜɢɦɨɝɢ ɞɨ ɩɪɨɮɟɫɿɣɧɨʀ ɩɿɞɝɨɬɨɜɤɢ ɣ ɩɟɪɟɩɿɞɝɨɬɨɜɤɢ ɜɱɢɬɟɥɿɜ ɿɧɨɡɟɦɧɢɯ ɦɨɜ ɚɤɬɭɚɥɿɡɭɸɬɶ
ɩɨɬɪɟɛɭ ɜ ɩɿɞɝɨɬɨɜɰɿ ɫɭɱɚɫɧɢɯ ɿ ɤɨɧɤɭɪɟɧɬɨɡɞɚɬɧɢɯ ɮɚɯɿɜɰɿɜ, ɹɤɿ ɡɞɚɬɧɿ ɨɧɨɜɥɸɜɚɬɢ ɡɦɿɫɬ ɫɭɱɚɫɧɨɝɨ ɨɫɜɿɬɧɶɨɝɨ ɩɪɨ
ɰɟɫɭ. Ɂɚɡɧɚɱɟɧɨ, ɳɨ ɩɪɨɮɟɫɿɣɧɚ ɩɿɞɝɨɬɨɜɤɚ ɜɱɢɬɟɥɿɜ ɿɧɨɡɟɦɧɢɯ ɦɨɜ ɭ ɇɿɦɟɱɱɢɧɿ ɛɚɡɭɽɬɶɫɹ ɧɚ ɩɪɢɧɰɢɩɚɯ ɛɟɡɩɟɪɟɪɜɧɨɫɬɿ,



49

ȼɢɩɭɫɤ 65’2018                                                                                 ɋɟɪɿɹ 5. ɉɟɞɚɝɨɝɿɱɧɿ ɧɚɭɤɢ: ɪɟɚɥɿʀ ɬɚ ɩɟɪɫɩɟɤɬɢɜɢ

ɿɧɬɟɝɪɚɬɢɜɧɨɫɬɿ, ɤɭɥɶɬɭɪɧɨɝɨ ɪɨɡɜɢɬɤɭ ɬɚ ɩɪɨɮɟɫɿɣɧɨɝɨ ɡɪɨɫɬɚɧɧɹ. Ɂɪɨɛɥɟɧɨ ɜɢɫɧɨɜɨɤ ɩɪɨ ɬɟ, ɳɨ ɧɿɦɟɰɶɤɿ ɨɫɜɿɬɧɿ
ɩɪɨɝɪɚɦɢ ɩɿɞɝɨɬɨɜɤɢ ɜɱɢɬɟɥɿɜ ɿɧɨɡɟɦɧɢɯ ɦɨɜ ɜɿɞɩɨɜɿɞɚɸɬɶ ɩɨɬɪɟɛɚɦ ɫɶɨɝɨɞɟɧɧɹ ɳɨɞɨ ɤɨɦɩɥɟɤɫɧɨɝɨ ɡɚɫɬɨɫɭɜɚɧɧɹ
ɡɧɚɧɶ, ɡɞɨɛɭɬɢɯ ɩɿɞ ɱɚɫ ɩɪɨɮɟɫɿɣɧɨʀ ɩɟɞɚɝɨɝɿɱɧɨʀ ɩɿɞɝɨɬɨɜɤɢ.

Ʉɥɸɱɨɜɿ ɫɥɨɜɚ: ɦɨɜɧɚ ɨɫɜɿɬɚ, ɜɱɢɬɟɥɶ ɿɧɨɡɟɦɧɨʀ ɦɨɜɢ, ɮɿɥɨɥɨɝ, ɩɪɨɮɟɫɿɣɧɚ ɩɿɞɝɨɬɨɜɤɚ, ɤɨɧɰɟɩɰɿɹ, ɇɿɦɟɱɱɢɧɚ, ɍɤɪɚʀɧɚ.

ɂɤɨɧɧɢɤɨɜɚ Ɇ. ȼ. ɉɪɨɮɟɫɫɢɨɧɚɥɶɧɚɹ ɩɨɞɝɨɬɨɜɤɚ ɭɱɢɬɟɥɟɣ ɢɧɨɫɬɪɚɧɧɵɯ ɹɡɵɤɨɜ ɜ Ƚɟɪɦɚɧɢɢ: ɤɨɧɰɟɩɬɭɚɥɶɧɵɟ
ɨɫɧɨɜɵ

ɋɬɚɬɶɹ ɩɨɫɜɹɳɟɧɚ ɩɪɨɛɥɟɦɟ ɩɪɨɮɟɫɫɢɨɧɚɥɶɧɨɣ ɩɨɞɝɨɬɨɜɤɢ ɭɱɢɬɟɥɹ ɢɧɨɫɬɪɚɧɧɨɝɨ ɹɡɵɤɚ ɜ Ƚɟɪɦɚɧɢɢ ɜ ɤɨɧɬɟɤ
ɫɬɟ ɤɨɧɰɟɩɬɭɚɥɶɧɵɯ ɨɫɧɨɜ. ȼɵɹɫɧɟɧɨ, ɱɬɨ ɬɪɟɛɨɜɚɧɢɹ ɤ ɩɪɨɮɟɫɫɢɨɧɚɥɶɧɨɣ ɩɨɞɝɨɬɨɜɤɟ ɢ ɩɟɪɟɩɨɞɝɨɬɨɜɤɟ ɭɱɢɬɟɥɟɣ
ɢɧɨɫɬɪɚɧɧɵɯ ɹɡɵɤɨɜ ɚɤɬɭɚɥɢɡɢɪɭɸɬ ɩɨɬɪɟɛɧɨɫɬɶ ɜ ɩɨɞɝɨɬɨɜɤɟ ɫɨɜɪɟɦɟɧɧɵɯ ɢ ɤɨɧɤɭɪɟɧɬɨɫɩɨɫɨɛɧɵɯ ɫɩɟɰɢɚɥɢɫɬɨɜ,
ɫɩɨɫɨɛɧɵɯ ɨɛɧɨɜɥɹɬɶ ɫɨɞɟɪɠɚɧɢɟ ɫɨɜɪɟɦɟɧɧɨɝɨ ɨɛɪɚɡɨɜɚɬɟɥɶɧɨɝɨ ɩɪɨɰɟɫɫɚ. Ɉɬɦɟɱɟɧɨ, ɱɬɨ ɩɪɨɮɟɫɫɢɨɧɚɥɶɧɚɹ ɩɨɞ
ɝɨɬɨɜɤɚ ɭɱɢɬɟɥɟɣ ɢɧɨɫɬɪɚɧɧɵɯ ɹɡɵɤɨɜ ɜ Ƚɟɪɦɚɧɢɢ ɛɚɡɢɪɭɟɬɫɹ ɧɚ ɩɪɢɧɰɢɩɚɯ ɧɟɩɪɟɪɵɜɧɨɫɬɢ, ɢɧɬɟɝɪɚɬɢɜɧɨɫɬɢ, ɤɭɥɶ
ɬɭɪɧɨɝɨ ɪɚɡɜɢɬɢɹ ɢ ɩɪɨɮɟɫɫɢɨɧɚɥɶɧɨɝɨ ɪɨɫɬɚ. ɋɞɟɥɚɧ ɜɵɜɨɞ ɨ ɬɨɦ, ɱɬɨ ɧɟɦɟɰɤɢɟ ɨɛɪɚɡɨɜɚɬɟɥɶɧɵɟ ɩɪɨɝɪɚɦɦɵ ɩɨɞɝɨ
ɬɨɜɤɢ ɭɱɢɬɟɥɟɣ ɢɧɨɫɬɪɚɧɧɵɯ ɹɡɵɤɨɜ ɫɨɨɬɜɟɬɫɬɜɭɸɬ ɫɨɜɪɟɦɟɧɧɵɦ ɬɪɟɛɨɜɚɧɢɹɦ ɤ ɤɨɦɩɥɟɤɫɧɨɦɭ ɩɪɢɦɟɧɟɧɢɸ ɡɧɚɧɢɣ,
ɩɨɥɭɱɟɧɧɵɯ ɜɨ ɜɪɟɦɹ ɩɪɨɮɟɫɫɢɨɧɚɥɶɧɨɣ ɩɟɞɚɝɨɝɢɱɟɫɤɨɣ ɩɨɞɝɨɬɨɜɤɢ.

Ʉɥɸɱɟɜɵɟ ɫɥɨɜɚ: ɹɡɵɤɨɜɨɟ ɨɛɪɚɡɨɜɚɧɢɟ, ɭɱɢɬɟɥɶ ɢɧɨɫɬɪɚɧɧɨɝɨ ɹɡɵɤɚ, ɮɢɥɨɥɨɝ, ɩɪɨɮɟɫɫɢɨɧɚɥɶɧɚɹ ɩɨɞɝɨɬɨɜɤɚ,
ɤɨɧɰɟɩɰɢɹ, Ƚɟɪɦɚɧɢɹ, ɍɤɪɚɢɧɚ.
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Ʉɭɪɿɧɧɚ Ʌ. ȼ.

ɌȿɈɊȿɌɂɑɇɂɃ ȺɇȺɅȱɁ ɋɍɌɇɈɋɌȱ ɌȿɊɆȱɇȺ «ɋɈɐȱɈɄɍɅɖɌɍɊɇȺ ɄɈɆɉȿɌȿɇɌɇȱɋɌɖ»

ɍ ɫɬɚɬɬɿ ɧɚɞɚɧɨ ɪɟɡɭɥɶɬɚɬɢ ɬɟɨɪɟɬɢɱɧɨɝɨ ɚɧɚɥɿɡɭ ɫɭɬɧɨɫɬɿ ɬɟɪɦɿɧɚ «ɫɨɰɿɨɤɭɥɶɬɭɪɧɚ ɤɨɦɩɟɬɟɧɬɧɿɫɬɶ». Ɋɨɡ
ɝɥɹɧɭɬɨ ɞɟɮɿɧɿɰɿʀ ɨɫɧɨɜɨɩɨɥɨɠɧɢɯ ɞɥɹ ɞɨɫɥɿɞɠɟɧɧɹ ɩɨɧɹɬɶ «ɤɨɦɩɟɬɟɧɬɧɿɫɬɶ» ɿ «ɫɨɰɿɨɤɭɥɶɬɭɪɧɚ ɤɨɦɩɟɬɟɧɬɧɿɫɬɶ»
ɡ ɩɨɡɢɰɿɣ ɪɿɡɧɢɯ ɧɚɭɤɨɜɰɿɜ, ɧɚ ʀɯ ɨɫɧɨɜɿ ɫɮɨɪɦɭɥɶɨɜɚɧɨ ɚɜɬɨɪɫɶɤɿ ɜɢɡɧɚɱɟɧɧɹ ɰɢɯ ɬɟɪɦɿɧɨɥɨɝɿɱɧɢɯ ɨɞɢɧɢɰɶ. ɉɪɨɚɧɚɥɿ
ɡɨɜɚɧɨ ɨɡɧɚɤɢ, ɜɢɞɢ, ɯɚɪɚɤɬɟɪɢɫɬɢɤɢ ɬɚ ɫɬɪɭɤɬɭɪɧɿ ɤɨɦɩɨɧɟɧɬɢ ɫɨɰɿɨɤɭɥɶɬɭɪɧɨʀ ɤɨɦɩɟɬɟɧɬɧɨɫɬɿ, ɡɚɩɪɨɩɨɧɨɜɚɧɿ
ɜɿɬɱɢɡɧɹɧɢɦɢ ɬɚ ɡɚɪɭɛɿɠɧɢɦɢ ɜɱɟɧɢɦɢ; ɡɞɿɣɫɧɟɧɨ ɫɩɪɨɛɭ ʀɯ ɩɨɪɿɜɧɹɬɢ, ɜɢɞɿɥɢɬɢ ɫɩɿɥɶɧɟ ɬɚ ɜɿɞɦɿɧɧɟ, ɭɡɚɝɚɥɶɧɢɬɢ,
ɜɢɫɜɿɬɥɢɬɢ ɞɨɰɿɥɶɧɿɫɬɶ ʀɯ ɪɨɡɝɥɹɞɭ ɜ ɤɨɧɬɟɤɫɬɿ ɞɨɫɥɿɞɠɟɧɧɹ. Ɉɫɨɛɥɢɜɭ ɭɜɚɝɭ ɚɤɰɟɧɬɨɜɚɧɨ ɧɚ ɤɨɦɩɨɧɟɧɬɧɨɦɭ ɫɤɥɚɞɿ
ɞɨɫɥɿɞɠɭɜɚɧɨɝɨ ɜɢɞɭ ɤɨɦɩɟɬɟɧɬɧɨɫɬɿ, ɚ ɫɚɦɟ: ɪɨɡɝɥɹɧɭɬɨ ɪɿɡɧɿ ɩɿɞɯɨɞɢ ɞɨɫɥɿɞɧɢɤɿɜ ɞɨ ɰɶɨɝɨ ɩɢɬɚɧɧɹ, ɪɨɡɤɪɢɬɨ
ɫɭɬɧɿɫɬɶ ɡɚɩɪɨɩɨɧɨɜɚɧɢɯ ɧɢɦɢ ɤɨɦɩɨɧɟɧɬɿɜ, ɜɢɹɜɥɟɧɨ ɫɩɿɥɶɧɿ ɞɭɦɤɢ ɳɨɞɨ ɨɛɨɜ’ɹɡɤɨɜɢɯ ɫɤɥɚɞɧɢɤɿɜ ɫɨɰɿɨɤɭɥɶɬɭɪɧɨʀ
ɤɨɦɩɟɬɟɧɬɧɨɫɬɿ.

Ʉɥɸɱɨɜɿ ɫɥɨɜɚ: ɫɨɰɿɚɥɶɧɢɣ, ɤɭɥɶɬɭɪɧɢɣ, ɤɨɦɩɟɬɟɧɬɧɿɫɬɶ, ɫɨɰɿɨɤɭɥɶɬɭɪɧɚ ɤɨɦɩɟɬɟɧɬɧɿɫɬɶ, ɡɧɚɧɧɹ, ɜɦɿɧɧɹ, ɧɚɜɢ
ɱɤɢ, ɹɤɨɫɬɿ.

ɇɚ ɫɭɱɚɫɧɨɦɭ ɟɬɚɩɿ ɪɨɡɜɢɬɤɭ ɫɭɫɩɿɥɶɫɬɜɚ ɜɫɟ ɛɿɥɶɲɨʀ ɚɤɬɭɚɥɶɧɨɫɬɿ ɧɚɛɭɜɚɽ ɩɪɨɛɥɟɦɚ ɮɨɪɦɭɜɚɧɧɹ ɫɨɰɿɨ-
ɤɭɥɶɬɭɪɧɨʀ ɤɨɦɩɟɬɟɧɬɧɨɫɬɿ ɨɫɨɛɢɫɬɨɫɬɿ. Ʉɨɠɧɿɣ ɪɨɡɜɢɧɟɧɿɣ ɞɟɪɠɚɜɿ ɩɨɬɪɿɛɧɿ ɝɪɨɦɚɞɹɧɢ, ɹɤɿ ɛɭɞɭɬɶ ɤɨɦɩɟ-
ɬɟɧɬɧɢɦɢ ɭ ɪɿɡɧɢɯ ɫɮɟɪɚɯ ɠɢɬɬɹ, ɨɫɨɛɥɢɜɨ ɜ ɫɨɰɿɚɥɶɧɿɣ ɿ ɤɭɥɶɬɭɪɧɿɣ. ɐɟ ɜɢɦɚɝɚɽ ɜɿɞ ɧɢɯ ɜɨɥɨɞɿɧɧɹ ɧɢɡɤɨɸ
ɡɧɚɧɶ, ɭɦɿɧɶ, ɧɚɜɢɱɨɤ, ɨɫɨɛɢɫɬɿɫɧɢɯ ɯɚɪɚɤɬɟɪɢɫɬɢɤ, ɬɚɤɢɯ ɹɤ ɡɚɝɚɥɶɧɚ ɨɫɜɿɱɟɧɿɫɬɶ, ɭɦɿɧɧɹ ɡɧɚɯɨɞɢɬɢ ɫɩɿɥɶɧɭ
ɦɨɜɭ ɡ ɧɚɜɤɨɥɢɲɧɿɦɢ, ɡɞɚɬɧɿɫɬɶ ɞɨ ɤɨɧɫɬɪɭɤɬɢɜɧɨʀ ɜɡɚɽɦɨɞɿʀ ɬɚ ɫɩɿɜɩɪɚɰɿ ɡ ɧɢɦɢ, ɩɪɚɝɧɟɧɧɹ ɞɨ ɫɚɦɨɨɫɜɿɬɢ,
ɫɚɦɨɩɿɡɧɚɧɧɹ ɬɚ ɫɚɦɨɪɟɚɥɿɡɚɰɿʀ ɭ ɫɨɰɿɭɦɿ, ɤɪɟɚɬɢɜɧɢɣ ɩɿɞɯɿɞ ɞɨ ɜɢɤɨɧɚɧɧɹ ɛɭɞɶ-ɹɤɢɯ ɫɩɪɚɜ, ɡɞɚɬɧɿɫɬɶ ɞɨɬɪɢ-
ɦɭɜɚɬɢɫɶ ɡɚɝɚɥɶɧɨɩɪɢɣɧɹɬɢɯ ɧɨɪɦ, ɡɧɚɧɧɹ ɨɫɨɛɥɢɜɨɫɬɟɣ ɤɭɥɶɬɭɪɢ, ɬɪɚɞɢɰɿɣ, ɡɜɢɱɚʀɜ ɪɿɡɧɢɯ ɧɚɪɨɞɿɜ, ɬɨɥɟ-
ɪɚɧɬɧɟ ɬɚ ɜɿɞɤɪɢɬɟ ɫɬɚɜɥɟɧɧɹ ɞɨ ɩɪɟɞɫɬɚɜɧɢɤɿɜ ɿɧɲɢɯ ɧɚɰɿɨɧɚɥɶɧɨɫɬɟɣ ɬɨɳɨ.

ɉɪɨ ɚɤɬɭɚɥɶɧɿɫɬɶ ɩɪɨɛɥɟɦɢ ɮɨɪɦɭɜɚɧɧɹ ɫɨɰɿɨɤɭɥɶɬɭɪɧɨʀ ɤɨɦɩɟɬɟɧɬɧɨɫɬɿ ɨɫɨɛɢɫɬɨɫɬɿ ɫɜɿɞɱɚɬɶ ɧɨɪɦɚ-
ɬɢɜɧɨ-ɩɪɚɜɨɜɿ ɞɨɤɭɦɟɧɬɢ: Ɂɚɤɨɧ ɍɤɪɚʀɧɢ «ɉɪɨ ɨɫɜɿɬɭ» (2017 ɪ.) ɬɚ «ɇɚɰɿɨɧɚɥɶɧɚ ɫɬɪɚɬɟɝɿɹ ɪɨɡɜɢɬɤɭ ɨɫɜɿɬɢ
ɜ ɍɤɪɚʀɧɿ ɧɚ ɩɟɪɿɨɞ ɞɨ 2021 ɪ.» (2013 ɪ.).

ȼɿɞɩɨɜɿɞɧɨ ɞɨ Ɂɚɤɨɧɭ ɍɤɪɚʀɧɢ «ɉɪɨ ɨɫɜɿɬɭ» (2017 ɪ.), «ɦɟɬɨɸ ɨɫɜɿɬɢ ɽ ɜɫɟɛɿɱɧɢɣ ɪɨɡɜɢɬɨɤ ɥɸɞɢɧɢ ɹɤ
ɨɫɨɛɢɫɬɨɫɬɿ ɬɚ ɧɚɣɜɢɳɨʀ ɰɿɧɧɨɫɬɿ ɫɭɫɩɿɥɶɫɬɜɚ, ʀʀ ɬɚɥɚɧɬɿɜ, ɿɧɬɟɥɟɤɬɭɚɥɶɧɢɯ, ɬɜɨɪɱɢɯ ɿ ɮɿɡɢɱɧɢɯ ɡɞɿɛɧɨɫ-
ɬɟɣ, ɮɨɪɦɭɜɚɧɧɹ ɰɿɧɧɨɫɬɟɣ ɿ ɧɟɨɛɯɿɞɧɢɯ ɞɥɹ ɭɫɩɿɲɧɨʀ ɫɚɦɨɪɟɚɥɿɡɚɰɿʀ ɤɨɦɩɟɬɟɧɬɧɨɫɬɟɣ, ɜɢɯɨɜɚɧɧɹ ɜɿɞɩɨ-
ɜɿɞɚɥɶɧɢɯ ɝɪɨɦɚɞɹɧ, ɹɤɿ ɡɞɚɬɧɿ ɞɨ ɫɜɿɞɨɦɨɝɨ ɫɭɫɩɿɥɶɧɨɝɨ ɜɢɛɨɪɭ ɬɚ ɫɩɪɹɦɭɜɚɧɧɹ ɫɜɨɽʀ ɞɿɹɥɶɧɨɫɬɿ ɧɚ ɤɨɪɢɫɬɶ
ɿɧɲɢɦ ɥɸɞɹɦ ɿ ɫɭɫɩɿɥɶɫɬɜɭ, ɡɛɚɝɚɱɟɧɧɹ ɧɚ ɰɿɣ ɨɫɧɨɜɿ ɿɧɬɟɥɟɤɬɭɚɥɶɧɨɝɨ, ɟɤɨɧɨɦɿɱɧɨɝɨ, ɬɜɨɪɱɨɝɨ, ɤɭɥɶɬɭɪɧɨɝɨ
ɩɨɬɟɧɰɿɚɥɭ ɍɤɪɚʀɧɫɶɤɨɝɨ ɧɚɪɨɞɭ, ɩɿɞɜɢɳɟɧɧɹ ɨɫɜɿɬɧɶɨɝɨ ɪɿɜɧɹ ɝɪɨɦɚɞɹɧ ɡɚɞɥɹ ɡɚɛɟɡɩɟɱɟɧɧɹ ɫɬɚɥɨɝɨ ɪɨɡɜɢ-
ɬɤɭ ɍɤɪɚʀɧɢ ɬɚ ʀʀ ɽɜɪɨɩɟɣɫɶɤɨɝɨ ɜɢɛɨɪɭ» [11].

ɍ «ɇɚɰɿɨɧɚɥɶɧɿɣ ɫɬɪɚɬɟɝɿʀ ɪɨɡɜɢɬɤɭ ɨɫɜɿɬɢ ɜ ɍɤɪɚʀɧɿ ɧɚ ɩɟɪɿɨɞ ɞɨ 2021 ɪ.» (2013 ɪ.) ɡɚɡɧɚɱɟɧɨ, ɳɨ «ɫɢɫ-
ɬɟɦɚ ɨɫɜɿɬɢ ɩɨɜɢɧɧɚ ɡɚɛɟɡɩɟɱɭɜɚɬɢ ɮɨɪɦɭɜɚɧɧɹ ɨɫɨɛɢɫɬɨɫɬɿ, ɹɤɚ ɭɫɜɿɞɨɦɥɸɽ ɫɜɨɸ ɧɚɥɟɠɧɿɫɬɶ ɞɨ ɭɤɪɚʀɧ-
ɫɶɤɨɝɨ ɧɚɪɨɞɭ, ɽɜɪɨɩɟɣɫɶɤɨʀ ɰɢɜɿɥɿɡɚɰɿʀ, ɨɪɿɽɧɬɭɽɬɶɫɹ ɜ ɪɟɚɥɿɹɯ ɿ ɩɟɪɫɩɟɤɬɢɜɚɯ ɫɨɰɿɨɤɭɥɶɬɭɪɧɨʀ ɞɢɧɚɦɿɤɢ,
ɩɿɞɝɨɬɨɜɥɟɧɚ ɞɨ ɠɢɬɬɹ ɜ ɩɨɫɬɿɣɧɨ ɡɦɿɧɸɜɚɧɨɦɭ, ɤɨɧɤɭɪɟɧɬɧɨɦɭ, ɜɡɚɽɦɨɡɚɥɟɠɧɨɦɭ ɫɜɿɬɿ» [10].

Ⱦɨɫɥɿɞɠɟɧɧɸ ɩɪɨɛɥɟɦɢ ɮɨɪɦɭɜɚɧɧɹ ɫɨɰɿɨɤɭɥɶɬɭɪɧɨʀ ɤɨɦɩɟɬɟɧɬɧɨɫɬɿ ɨɫɨɛɢɫɬɨɫɬɿ ɩɪɢɫɜɹɬɢɥɢ ɫɜɨʀ ɧɚɭ-
ɤɨɜɿ ɩɪɚɰɿ Ɉ. Ȼɚɡɢɥɟɜɫɶɤɚ [1], Ʌ. ȼɨɥɶɧɨɜɚ [2], Ʉ. Ⱦɜɨɪɚɤ [3], Ɍ. ɀɭɤɨɜɚ [4], Ʌ. Ʉɧɸɯ [5], ɇ. Ɇɭɪɚɜɣɨɜɚ [8],
Ⱥ. ɉɨɥɽɧɨɜɚ [9], ȱ. ɉɪɨɰɸɤ [12], Ⱥ. ɋɚɮɨɧɨɜ [13], Ɍ. Ɏɨɦɟɧɤɨ [14; 15], M. Sa¿na [16] ɬɚ ɿɧɲɿ ɜɱɟɧɿ.


