S. ARAKELYAN

FORMULAIC SPEECH IN SECOND LANGUAGE ACQUISITION:
THE IMPORTANCE OF LANGUAGE CIHHUNKS IN L2 LEARNING

Unlike many other second language acquisilion research topics, formulaic speech or
formulaic language has attracted the attention of only a few researchers, and it has been
a concern of less importance in the acquisition and leaming of a second language. For
many researchers, there is not any relationship between Lhe learning of chunks (or pre-
fabricaled patiems) and language creativity. Among others, Krashen and Scarcella
(1978), two prominent researchers in the field of SLA, have simply argued that the learn-
ng of language chunks and language crealivity are completely independent. The learn-

g of chunk is then relegated to rote leaming and used in methods like Audiolingual,

where leaming is so mechanical that it does not allow the students 1o meaningfully gen-

rate new ideas, new thoughts, and even new patterns. On the other hand,

Wong-Fillmaore (1976) argued that the acquisition of formulaic speech plays a central

role in second language leaming. She claimed that the learned language chunks become
of the learners’ developing linguistic system,

oday, more and more researchers (Mitchell and Manin, 1997; Myles, Hooper, and
Mitchell, 1998) are studying this type of learning under a variety of labels: prefabricat-

ed routines and patterns, imitated utterances, forrmulas, and formulaic units. Formulaic
speech can be defined as a “multi-morphemic unit memonized and recalled as a whole,
rather than generated from individual items based on linguistic rule”.

Recurrent social context 15 the most visible correlation with most formulaic lan-
guage, so it is hardly surprising that il is also the most studied There are a greal many
habits, work practices, customs, rituals and delicate human relationships which become
predictable to members of a culture, and are accompanied by forms of language which
are well known to all the participating parties. There is no question that encullration
includes as a ceniral element an internalized discipline on what to say, when, where and
in what manner. The ethnography of formal human interaction implies perforce the study
of a grea deal of formulaic language. Whether formulaic strings play a major pan in
more relaxed exchanges is another matter. A few linguists (Pawley 1983, 1985, Chale
1980) have been strongly artracted to the idea that they do. Others have found the evi-
dence more equivocal. To the extent that Pawley's (1985) phrasa] formulas are a global
linguistic realiry, it would seem that like words, they too must be bundles of abstracted
indices. Is each formula defined by a single embedded meaning? Or is there 2 metaset of
embedded meanings that is less integrated than a word, but somehow more integrated
than a normal sentence siring? There is no black and white answer to this. Some differ-
ences from a word are immediately evident. There is not a single lexical address for 2
phrasal formula and this surely will mean processing differences from truly embedded
meanings The bundled indices of a phrasal formula will not be retrieved in a single step
by a unitry lexical code, but through a chaining process where use of a particular word
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stimulaies the recall of previously collocating word-indices, not necessarily in the orig-

inal order, nor necessarily complete, but still recognisably “native-like” in the panern of
association. In other words, the mnemonic retricval of a word has a guaranteed shape

(even if some internal weight of cenain contributing indices is overlooked or miscon-

strued). The mnemonic retrieval of a “phrasal formula” has no such guaranteed shape 10

be labelled, and as a surviving entity in mind 1s therefore likely to remain mostly beyond

conscious recognition. Because of their complex siructure, the correlation phrasal for-

mulas have with adjacent environments vary. A familiar but not yet ossified formula may
allow individual lexical stems in its makeup (o separalely refate 10 the context. Thus,
while “will you marry me?” may be a clichi, even culturally demanded, its elements
remain sensitive to contextual adjustment {are there girls who answer “no” to
“will” but “yes" to “would"?). The panticular context where that set of four words
applies is common, but not common enough (o have yielded a single Iexical label. The
meaning is not entirely encapsulated prior to processing, bul a powerful mnemonic res-
onance will make processing ouicomes more rapid end assured than for a phrase like
“than for a phrase . On the other hand, a frozen expression like “kick the bucket” has
most of the encapsulated qualilies of a single lexical item and can in fact be substituted
by one (die). This means that it can be used almost globally in situatuons where “die” 1s
appropniate, but rarely where “kick” or “buckei” would otherwise correlaie independ-
ently with an experience. Pawley has claimed thal to leamn another language is 1o leamn
to speak in a native-like manner, and that this means learning vast numbers of phrasal
formulas. Between the invariance of “kick the bucket™ and the contingent generation of
“than for a phrase ™ may lic a whole conlinuum of possible phrases with different pow-
ers of mnemonic resonance among their constituents The best that a noviate language
icarmer may hope for is to gradually become familiar by osmaosis with those phrase for-
mulations which correlale most closely with a paritcular cultural ambience. A linguist
might collect lists of phrase formulations whose meanings scem to be more encapsulat-
ed than others, but it will not necessarily be the case that they show common linguistic

properties or clear criteria of selection. These are empirical questions. None of the pre-
veding should imply that the style and idiom of any speech community does not have its
own cultural distinctiveness. it is obvious enough that formulas, familiar collecations

senlence stems, etc, are an outcome of language flourishing in particular micro and
macro environments.

‘Multi-word siructures’, or ‘formulaic sequences’. are ubiquitous in language use
and they make up a latge proportion of any discourse. Erman and Warren (2000) calcu-
lated that formulaic sequences of various types constituted 58.6% of the spoken English
discourse they analysed and 52.3% of the written discourse. Using different criteria and
procedures, Foster's raters judged ther 32.3% of the unplanned native speech they
analysed was made up of formulaic language (Foster, 2001). If formulaic sequences are
50 widespread in English discourse, it follows that proficient English speakers must have
knowledge and mastery of these sequences at some level. A number of scholars claim
Ihal this knowledge is extensive. For example, Pawley and Syder (1983, p. 213) suggest
that the number of sentence-length expressions familiar to the ordinary, mature English
speaker probably smounts, al least, 1o several hundreds of thousands. Language as a
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whole is organised according to two main structuring principles: an open choice princi-
pie and an idiom principle, with the latter involving the widespread use of formulaic
stretches of words. Furthermore, this store of formulaic sequences is dynamic and is con-
stanily changing to meet the needs of the speaker. Even if the above claims prave to be
somewhat overstated, it is clear that lexical patierning does exist in English, and there-
fore must have some consequences in terms of how English is acquired, processed and
used.

Regardless of Ihe register, an individual’s language to self or to others has constant
properties which do much lo define that individual. Not least amongst these properties
are the recognizable tums of phrase, the favourite expressions, in short the consider-
able formulaic content of any idiolect. The same is true for communtties, from subcul-
ture to national culture. It is all a matier of remembered identity. Although idiom does
imply a history of partial repetition, its very persistence also makes it a vehicle for

emanlic innovalion within recognized frameworks, so the linguist cannot treat it in an
entirely synchronic manner. In fact, formulaic sequences seem to exist in so many
forms that it 1s presently difficult to develop a comprehensive definition of the phe-
nomenon. This lack of a clear definition remains one of the foremost problems in the
area. Some commonly—used criteria come from the area of corpus linguistics, such as
institutionalisation, fixedness, and non-compositionality, which are the characteristics
of muiti-word items. Another often—cited criterion is frequency of occurrence, on the
sssumption lhat iF a sequence is frequent in a corpus, this indicates that it is conven-
tionalised by the speech community, at least to some extent. These criteria are useful,
but are not the only possible way to view formulaic sequences. Psycholinguists and
language acquisition specialists focus on criteria which detemmine whether sequences
are known by individual subjects, and whether these sequences are formulaic and
tored as whaoles in the subject’s mental lexicon. Thus, criteria are used such as
whether a sequence of words is produced more than once by a subject (indicating that
the sequence 1s known and not just a one—ofT imitation of a sequence heard by the sub-
ject) and whether it is produced with an intact intonation contour (suggesting the
sequence is stored as a whole).

The very existence of a large repertiore fommulas in a sociolect could be prima facie
evidence of some innate predisposition (o construct and preserve encapsulated units
more extensive than single lexical units. From this perspective, social conditions would
nol merely give rise to formulas which met panicular functional needs Rather the social
condition would suppress a constraint which had prevented phrasal formulss from
emerging in less stable environments. One example of a type of social environment
which has nutured a very large number of formulaic structures is found in the manage-
ment of conversation and discussion. Some researchers have fermed a class of regular
canversational strategies “gambits”, and classified them into an extensive range of sub-
lypes. According 1o Enic Keller (1981a : 97), gambits are a kind of discourse strategies
represented in the form of serm-fixed expressions. Most commonly and most overtly,
gamblis refer 1o semantic information. They serve (o signal that the stretch of utterance
to follow 1s to be 1aken in a panicular manner, for instance as an opinion, or as a piece
of unpleasant realism. Gambsits thus do not signal specific meaning, as propositions or
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idioms do, but a general frame within such meaning can be conveyed. Keller (1981: 94)
identifies the four main functions of gambils:

|. Acling as semantic introducers, gambits suggest the overall framework in which
the topic is supposed to be placed. Expressions like ' The way 1 look at it” or ‘[ have rea-
son to behieve’ serve to present a personal view, jusi as a piece of unpleasant realism
might be introduced by phrases as ‘Whether we like it or not,..." or * T be realistic,

2.The second function of gambits relaies 1o the social contexs of the conversation
The basic moves of tum—taking. i.e. tum claiming and yielding, as well as the wish to
end a conversation can be signalled by gambits.

3. Moreover, they may indicate a participant's siate of consciousness. As outlined
above, a person can show his/her willingness 16 receive information by using expres-
sions like " Yes, I'm listening’ or simply ' Yes?".-This attitude contrasts sharply with the
face—threatening comments ‘I'm noi really interested in that,” or even *Why don't you
just leave me alone'.

4. Finally, the conumunicative controi functions of gambits range from pause fillers,
i.e. hesitations such as ‘you know’ and 'you see,’ to special gambits checking the con-
tinuous flow of communication. Among many others, the phrases *Are you with me?
and ‘Is thal clear?’ are regularly used for this purpose.

Gambits can either tulfil only one of these funclions or combine various strategies. The
marked cxpression ‘I'd like w add something to that’, for instance, will thus determine the
semantic frame of subject—expansion and the social contexi of turn claiming at the same time

Duning data collection it became evident that it 1s impossible to have a complete list
of gambits. This is because these expressions often consist of verbal or nominal elements
that allow of morphological and syntactic manipulation. For example, the gambit I
think so” can easily be permuted to 1 thought so”, I would think so”, ** | might think
so"... . However, because formularized rituals do arise in standard situations, a common
approach to their study has been to categorize them by social context, participants. of
communicative function. Many of the scholars who have troubled to record such rou-
tines have been ethnographers with an eye to social function, rather than hnguists alert
10 synlactic and other regularities in the language used. The observations are often
insightful, but only suggestive in terms of language patterning.

The main purpose of this paper is to present some findings on whether or not the
learning of language chunks can favor creativily and enhance communication. It is
important to keep in mind that for some children, entry into struciured language involves
their “gaining productive conirol over ‘slots' in previously unanalyzed phrases.”
Children leamn and intemalize the language chunks thai they hear around them (trom par-
ents, friends, etc.) and use these chunks to uter things that they had never heard before.
A longitudinal study by Mitchell and Martin {1997) reveals that children from age 11 to
16 make great use of the language chunks in L2 leaming. They found that some pupils
used those chunks in strucrured situation while a number of them were quite able to
adapt what they lcarmed by replacing things and by puniing bits together to express their
own ideas in L2. My purpose here then 1s to conirtbute to the study on the role of for-
mulas by analyzing them in young adulis' L2 learming process and see their effects on
learning us well as language Icaching.
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Many researchers have recognized the imporiance of formulaic language at early
stages but they have disputed 1ts role in the leaming process itsell. On the other hand,
Wong-Fillmore (1976) reported that routines and pattems evalved into crealive. lan-
guage in the case of the children she studied. We know that children's leamning differs
trom adulis’ leaming in thal the farmer is mostly unconscious and the second is mosily
conscious. Therefare, 1 was cancerned with investigaling how conscious language leamn-
ers, who have the ability 1o analyze 1he language in terms of its structure and meaning,
use the language chunks they are provided with.

The praject was a four—week stdy conducted on 14 young students (all females)
learning English in the Department of Foreign Languages al Yerevan International
University Eurasia, Republic of Armenia. The class met four times a week, The 14 stu-
denis involved in the study were false beginners in that mosi of them had taken English
courses at school. They were from the same culture; their age ranged from 18 to 20.

My rtask consisted of providing students wilh {anguage chunks in English, on
Mondays, 1aking 5-10 minutes of the class period- They would then have to prepare,
during the week, a conversation or a dialogue Lhat they would perform on Fridays, using
those chunks. I decided nol to chose the pairs of students wha would perform in advance
5 that all of them would have 1o prepare, as no one knew in advance who was gomg to
perform and wha was not. I asked my students (o make a list of several formulas or for-
mulaic units. It is worth mentioning here, that they immediately staried with idioms and
proverbs, like “1'm still over the moon.”, “A friend in need is a friend in need.”, “Let's
hrow caunon to the wind ", “1 see light at the end of the tunnel.”, etc. Then 1 gave them
some kind of ofientation in order 10 prevent any confusion on what they should do with
the chunks. Not only did T provide the chunks, but also [ provided the dialogue sifua-
jons. Then they added a sel of utterances, like “Are you a student?”, **Are they friends?”,
Let’s go dancing.”, “Are you stilt in love with him?", eic. From that list, I selected 7
ulterances that I deemed useful to them. | would write them on the board and had stu-
dents write them in a special natebook that they used for thai particular purpose.

Just as on Mondays, 1 reserved ten minutes of the Friday class for the performance
of the conversations or dialogues that I asked the students to prepare. All pairs were
required to prepare those dialogues or conversations, but because af the time constraint,
anly 3 or 4 were chosen randomly on Fridays w perform their dialogues. The perform-
ers would stand in front of the whole class and perform the dialogue. The other pairs
would simply watch and have their tum the following Friday. All the dialogues were
tape—recorded 1o keep recard of how previously leamed chunks were used by the stu-
dents. No correction was made during the dialogues, nor was any special feedback given
from me except same encouragement.

The siudy was conducted in two rounds with two different sets of chunks. Each
round lasted a week with 2 or 3 pairs performing each week. The first set of chunks,
which was used in the first round of conversation, was already designed as a dialogue
with 7 utterances for each of the rwo speakers involved. In fact, with the 7 utterances
that | selected from the swudents' list, they made a dialogue themselves in which each
student would have to use 7 chunks. One would ask the questions while the other
would answer Studenis were supposed to pretend to be meeting for the first time.
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When

an ulterance was new | would nol conceniraie on it, | was mainly nieresied in

looking al how the students would use the ulterances that | gave them myself. Below
are ihe chunks for the first round.

Set

of utterances for Round 1:

Group I:

.Ql
Al

Q2:
A2:
Q3:
Al:
Q4:
Ad:
Qs:
AS:
Q6.
A6:
Q7
AT

: Are you a student?

“Yes, [ am.

Where are you studying?

| em studying at Eurasia University.
What languages do you study?

| study English, Persian, and Russian
Do you like your lectures?

Yes, of course.

What are you doing after classes?

| am going home.

Do you like your couniry?

Yes, of course.

What ather countries do you like?

I like France and America.

Group 2:

Ql
Al

Q2
A2.
Q3.
Al:
04.
Ad:
Qs:
AS:
Qé:

land.

Q7

A7

: Are you a student?

: Yes, | am a studeni.

Where are you studying?

1 am studying at Eurasia University.

Whai |anguages do you study?

We study English and Persian.

Do you like your lectures?

Yes, | like my lectures very much. Our lecrurers are very nice and kind to us.
What are you doing afier classes?

Oh, sometimes after classes we go for a walk or organise parties

Do you like your country? A6: Yes, of course. [ like it because it's my father-

What other countries do you like?
: Oh, I like France and ltaly

Some of the above uticrances are ones students usually use in their daily conversa-
tions. This is a piece of informal speech, which seemed mare authentic and in which sw-
dents could be better involved.

The second set of chunks, used in the second round was randomly given (o the stu-
dents who had 10 build a conversation or & dialogue around them. The reason for tha
change was to see the level of involvement of the students.

Set

of utterances for Round 2:

QI: What are you doing tonight?
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Al: | am going to dance with my boyfriend. Will you join us? .

Q2: Of course, I will. To tell the truth, 1've forgotten your boyfriend’s name. Will
you. please, remind me his name? .

A2: His name's Arthur < *_.

Q3: A beautiful name. Does he drink a lot? ¥

A3: No, he doesn’t T

Q4: It’s very nice of mm. Are you still in Jove with him?

Ad: Oh, yes [ love him very much.

The conversations that were done by the siudents in this second part had many new
utterances
It was the first time 1 had made such a study. It was really very interesting and, actu-
ally, not far from my expectations. One thing that surprised me most was that the pres-
ence of the record player didn’t distract their attention to act to the point. They were free
ind didn’t hesitate a1 all 10 be recorded. Some of the dialogues sounded just like some
kind of recitation. A number of students stuck to the chunks without adding or changing
inything Fillers like “uhm” weren't frequently used. It is explained by the fact that the
students had prepared the dialogues beforehand. In answer | (A1) most of the respon-
dents gave the following answer “Yes, ] am." or “Yes, I am a student.” In answer 2 {A2)
all ihe siudents preferred to give a full answer “I am studying at (in) Eurasia University,
evading to give a short one, like “at Eurasia University”. Noteworthy is the fact that
while answering question 3 (Q3) (What languages do you study?) a student understood
thai she did not need to re-state the subject and the verb agan. She simply deleted them
but kepi the compliment “English and Persian”. She thereby demonstraied her ability to
delete words that would sound repetilious and that are nol necessary for the expression
of an idea. The subject and the verb were simply implied in this answer. In the follow-
ing answers (A4, AS, A6, A7), I noticed mare word addition and chunk combinations.
To question 4 (Q4) a student just gave an affirmative answer “Yes, of course”. Another
student, while answering the same question, gave nol only a positive answer, bul also
provided additional information about her lecturers, that is “Yes, I like them very much.
And our lecturers are very pice and kind to us ™ In answer 5 {AS) two students inserted
phrases which were grammatically incarrect “Sometimes afier classes we go_to walk (go
for a walk) and "'[_go for dancing” (the question was asked in the present continuous, and
the answer was in the preseni simple), but they demonstrated how they could modily the
chunk by inserting new words and convey additional messages. In answer 6 (A6) most
of the respondents added ‘because’ “Yes, of course because it's my fatherland.” A stu-
dent provided extra information by adding one maore phrase “Yes, | like il very much
because it’s very nice, and there are many old places.” Noteworthy is the fact that while
answering question 7(Q7) I like France because il’s a very nice country, and | like their
fashion.” a student successfully used the conjunctions ‘and® and ‘because’ to connect the
phrases in the provided chunks to the new phrases that they were adding. The second
round also showed wonderful results. In this round the students were more creative. The
students created a new contexl in order to use the ready-made chunk 2 “What are you
daing tenight”., A respondent not only answered question 1 (Q1) “l am going to dance
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with my boyfriend”, but also provided her answer with an additional question addressed
ta her addressee “Will you join us?”. Another respondent provided question | (Q1) both
with additional and deep information, like "1 may have a date with my boyiriend. Lasi
weck he promised 10 take me 10 a disco for Latin Dances. As you know | am crazy about
wiid fragrances.” In answering question 4 (Q4) a student preferred not (o utter a fonmu-
fa “'Yes, 1 am”, but answered the guestion putting an emphasis on her deep leelings,
enlarging the chunk and adding an idiom “Yes, yes, every time we look at stars, and |
feel his presence next to me 1 realise how much 1 am still over the moon.” The student
here has combined 1wo unterances provided beforehand “What do you feel when you
look at stars” and “I am still over the moon.” wishing (e eolour her anguage.

Besides these interesting findings, | also noticed that some of the chunks were either
not used or used in Lhe exact form in which they were provided. This was the case with
“Are you a student?”, “Where are you studying?”, “I am still over the moon”, which had
all been used without any change. Acrually, these chunks hardly accept any modifica-
tion. The unerance “Yes, yes, every time we look at stars, and 1 feel his presence next lo
me, 1 realise how much 1 am still over the moon.” was the longest provided, and it was
an altemplive reproduction of how it was used. So, there are ail the reasons 10 assume
that the shorter a chunk, the most often it is likely 10 be used and modified by learmers.

Now whai do al} these results tell us in 1erms of communication and creativity?

The purpose of this research study was to see the impact of language chunks on L2
leaming. The question | was trying lo address was whether formulaic speech can be used
creatively and serve the purpose of communication and leaming. Based on the above
results, the first observation | can make is that language chunks have a very important role
in L2 leaming. It seems obvious that language chunks play an important role in commu-
nication. There is a great deal of formulaic expressions in natural language. This shows
how vital those expressions are for L2 leamers in order Lo be abie 1o meet basic commu-
nicative needs. In the study, students demonstrated that they could converse with the
chunks that [ provided them even when they were given randomly. | could see that stu-
dents tumed those chunks into their own, creating at times some contexls in which they
could fit. This study cenainly suppons the idea that chunks have a usetul communicative
function, refuling at the same time the belief thal il is only during the carly stages that they
are useful. Some of the chunks that did not deal with the actual lives of students were sim-
ply ignored. The hesitations that occurred sometimes were not just a matler of recitation:
instead, students tried to simulale the actual communicalive settings in which people do
nat always say things in one trait. Hesilalions were also the proof of students’ reflection
in order to put their ideas or words together and create the sentences. This, of course trig-
gers the process of L2 leaming in that the studenis successfully incorporate the chunks in
contextual conversations instead of just reciting them mechanically. They aliernate the
positions of the chunks according to the context that they create by themselves.

The results also show that language chunks are not always used exacily the way they
ure provided. This departs from the idea that formulaic speech only serves for rote learn-
ing On the contrary, there is cvidence ghal students did not repeat the chunks mechani-
cally but tried instead to make them meaningtul by not only providing contexts in which
they could fit, bui also, and especially, by either recombining or modifying them. Ii 1s
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important 1o menfion that the degree of recombination and modification varied accorq-
ng to the levels of studenis. Most of the students who made the most complex recombi-
nations and modifications were the most successtul in class. In addition, some students
seemed more enlhusiastic about the study; therefore, they had a better preparation and
performed better. using more complexiutterances. They suc in adapting the
chunks by either adding new ones or replacing some while adjusting them to their real
lives. The students who recombined the least were less proficient. They were Ihe ones
who mostly used the chunks without any change. A couple of them also did not seem
very enthusiastic about the study Their performances were often very fast and cold, con-
trary 10 the most enthusiastic students who had a very warm performance. which, con-
sequently, aroused more cheers from the class.
Overall, as can be seen in the results, chunks were often put logether in the same
response to anticipate questions that were likely 10 be asked. Being creative in language
oes not necessarily mean that one creates a completely new utterance, both in its form
and its meaning. Creativity also occurs when previously heard chunks are associated to
generale a new idea or a new thought. Knowing the meaning of each of those chunks,
students understood that they could either delete one word or phrase, or replace them by
other words or phrase in order to communicate their ideas. By providing some contexts.
dents mansfer their creative thought into their speech, influencing then the chunks
they were supposed Lo use. The findings of this research support the idea that students
sually unpack the chunks and use parts of them, sometimes by combining them with
other parts, and use them to produce new utterances. It seems obvious, based on the
tudy that not all learners will have the same degree of crealivity in recombining and
wditying chunks, but at least it shows that creativity is well engaged in the unpacking
of chunks. Students did not just give back the chunks as they had received them but Iried
instead, 1o use them meaningtully in a context. As a whole, the results trom this study
sugges! that formulaic speech does play an imponant role in language leaming. Contrary
to what Krashen and Scarcella (1978) have contended, the findings have indicated that
crealivity is not independent from the breaking down of chunks. Students do modify the
chunks they are pravided with so that they can fit in contexts; they do generate new ideas
and new thoughts through a process of deletion, addition or replacement instead of just
reciting the chunks. 1 will not deny the fact that some chunks will be reproduced in their
original forms. However, this does not make their use less creative or less communica-
tive in that students build some personal contexts around them, turning them into mean-
inghul utterances instead of just detached and meaningless utterances.
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w)iyhuh wpnwhwpnnipymGGbpny, npnigny Gpwip YYwpnnwbughG Lwwywilgyud hunup
Ywquby, w6 t° qpniyg hwd bpynumpmG. {bGg muwinnbbnG by GwiwdbnGhghG wpuw-
hwjinmpyniGGepn wmunnbip, npnlghg WkGp pGwnpbghGp 7-p L hwd Gwpwpbghlp w)hiw-
nwGpG wnwghl tinih hwdwp: Bul Gpipnpn iyl hwswp nuwGnribpG wqwa the gus-
Jugud wpnwhwjnmpmG pGnpbin L gwijwgwd qpnyg Ywid bphununipynil Ywqdtpnt
hwpgnui: Ughewuwbpp thnijbpny Yuqiwlbpybne Guwowls wyt kp, np wuwnpgblp, pb np
nwpmd nuwlnnibpl hG; wymhgnipimi Ygnigwpbipbhl, b nppwl $ho YihGhp Gpwtg hw-
nnppwygytint guaympymiGp: LkpmidmpyniGp gnejg nybg, np nuuwnnGtiphg $h pwiGhul tha
Juimynud wyn wpnwbwjnmpmG0tkphg” Ywiugwd Gnwég ghabihph dwhwpnuyhg: Wy Yy
wuwd” wwhuwu whwpympymb Epd gnigwptipnud wpnwhw pnmpymGibpp dlunhnfubio L
hnbGg wwppkpwyp Gaminidtnt hwpgnul: bul Mks dwul wybih wqun kp hwanpnwygynu
L wybph 2unn equwgnndmid Gnp wpnwhw jnmpmGGER" dqubny hwpuwiugl) funupp: 46-
mwpnphp t wyl ¢ p. np niuw@nnGbpp 4 i th ny dhw)G hnjuwphGby wpnkG unyn-
nwd funupwihl pwlGwdbp Gnpni, wjib plpwlwbwlwh hngeunipnibitph thG GGpwplnid
npwip: Ophlwy, sthG Yplonid GGpwYwE M uwnpngywip, w)) gmpumd LhG luGnhpp: Npny
nhwpbpnul by phpwhwGulpuG uhawGbp EhG pny| nwihv, pwyg qu skn wiqupaid Gpwig
lunupwjhG pwwdlbpp Gnp pwnbany thrfnuphGhne b (nugmghy nkqbyneg ek gt guiG-
YnipymG npubknpbi: Ykpp Gpdwop gnyg b inwihu, np enupw)h pwlwdlbipp $ho nbp mGkG
tpypnp Eqip whpwybudwl hwpgnid: Mwiwdlbpp inupl wpnwhwnbn w)G wewebw-
JhG ShongGbpG b, npnlp wwjiwbwynpnul bi hsGwywi hwnnppuggnidy. MGGy wnkn-
Swqnpdwlwl Shng jh G2wlwlnd dhw)b untigdty Gop wpnwhwynnipymGibn” hinkGg b
dlny, L’ hdwuwnny: Uinbndwgnps E Gwl w)b dhugp. npp Yuiwwygns b GwpehGn unynpwd
wnuwhw junipmGibpp G wRmwhwpnnpnGaER Ywd qunwghwnpibp unbndtim hwiwp:
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C Apaxensn

DopMyNkrag peTh BO BFTOPOM SILIKE: Baxnocnpequn."u@puyn
BO ETOPOM HILIKE

Llere navoii pafioT-NoKa3aTh, cNOCOGCTBYIOT H peyehkie PapMYILl pal1RHTHIO TROPYECKOH
MLICOH W NOJCTEr¥RAIOT NH OHH KoMMyliukauww. [lauuoe Hccnenomande GhUI0 Mpasegeka Wa
thaxynsTeTe WHOCTPaHHKIX 51aKOR Eperanckofo MEXTYHAPOAHOTO YHHBEPCHIETS Espaius. Beu
13nMcaHL oTset |4 CTyIeHTOR B BOIpscTe O 1R g0 20 Jer, KOTAphIE ARMMIOTCA HOCHTENEMU OQHOH
H TOd e Xy/bTypPhl — apvaHKW. MoeR 1104490l BRAANOCE OOGECTEYEHHE CTYHEHTUR LeibiM PAOM
TAKHX BHPAXCHHA, HCTIQNBIYS KOTOPLIE, OHM CMOPIH Ohl COINATh RIAHMOCER1ANNYHW peib, T.&
pairomop kiW auanor CamH CTYREHTR! NPCAINKWIN HCXATOPOE YHCNO BAIPAKEHHH, W1 KOTOPLIX
G anOpadel 7 w Geina agaHa patoTa A NCpROMO LUHXA2 MCCNENORAHHA. Tpu npoeenexsmu
RTOPORD LMKA3 CTYIIeHTaV (kU1a peocTanneHa ceobola BLIGopa s colganka Nwboro pannsopa
wiu pranora Hccnemonanue Gun0 NPOBCIEHE B NAMKAK JRYX UHKIOR ¢ LENEIO BLISBHTh RaVIHYUE
AKTHRHOCTH CTYREHTOR NPH HEOQHOPOIHBLX YCTHNBHAX M BRISCHMTE MACKQMNLKO BLICOKA CTENCHb HX
AENAHHE W FOTORHOCTH K KomMyMHKauWH. [poBencHHRIA aHanHnl NOKAIAN, 4To HEKOTODMIE K]
CTYDEHTOR MCIAMETYIOT MWL JANAHHLIE BRPDAKEHHA, KOTOPRE HAXOOATCH B LARHCHMOCTH or yponul
ux IHanu#. TaknM OGPaIOM, HX aKTHRHOCTE B fU1AHE HIMEHEHHA JANAHHBIX Qpal H NPEACTARICHHA

MR coGCTBE HHbIX Gb11a HA HHIKOM yporHe. Bankiuag 4acTh cryneHToR Gmna Ganes csobonHa B
npoxccce KoMMYHHKAUHH, OuH ynotpeQuand Gansuioe HWCRO HOBBX BLIPAXCHHNA, CTpCMECH
0GoraTHTh CROK peYb. FinTepeced ToT (aKT, YTO CTYACHTR! NLITARHCh HE TOALKO 1AMEHMTE YXKE
Hible HOPMYNLI Hi HOBbIC, HO TAKKE MbTANKCh HIMCHHTB HE FPAMMATHYECKYIO hopMmy. Tak,
HANPUMED, OHU HE NARKFOPRAH NOMNEXAlCe H CKATyemne, 2 lameHANH fonanxenwe. B Hekoraphix

yY94EX CTYNEHTBHI HOMYCKANH OUIHGKH, HO J10 HE ME£IAN0 HE XKCIAHHIO 1AMEHHThH uuemmyxocﬂ
GapMyTTY HOBLIMH CIOBAMH H NPEIOCTARHTL JONQNHHTENLHYK) HHGhOPMalHI.

BuitieckaizaHHOe NOKATWBIET, YTQ PEUCHLIC POPMYNR HMCIOT BAKHOE THAYEHHE NPH ORIANEHMH
BTGPbIM AILIKOM. GOpPWYNhl SRIAOTCH TEMU NEPEHYHLIMH METONAMH BRIPAXKCHHA PEYH, KOTOPhLIE H
NpefonpelefifioT OCHORHYI0 KOMMyHHEAIWIC. HMETE TROpYCCKYI0 MLICAE OIMANAET HE TQIBKO
CNoCOOHOCTE K COINAHWIO HOBMX RLIDAKEHWH KaK B MUldle ¢popMyn, Tax W B NNane cMAICNa.
Tropyeckas TAK Xe T4 MBICIL, KOTOPAR CBRILIBICT BBIYUCHHbIE B OpPOINIOM BRIpAXEHMA QNA
CO3MAHUA HORKIX BhIPAKEHHA W WICH.
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