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DEVELOPING EFL STUDENTS’ WRITING AWARENESS: THE QUEST
FOR EFFECTIVE APPROACH

Inna LIVYTSKA (Kropyvnytsky, Ukraine)

LA Tisuypxa. Ilowyx epexmusHux wiiaxie niOGUUEHHs PIGHA YCEIOOMIEHO20 RUCOMA Y CrydeHmis,
KL 6HEHAIOMY AHZTTICOKY AK IHO3EMHY MOGY..

Cmammsa € cnpobor meopemuuHo20 y3a2albHEHHA CYUACHUX MEMOOONOLIMHUX NiOX00ie 00 NIOGUIUEHHS
PI6HA YCEIOOMAEHO20 HAGUAHHS NUCEMHO20 MOGNEHHS CIYOeHmMIs, AKi 8UEHAIOMb QHSITICEKY MOSY K IHO3EMHY.
Yepes 63aeMON06 A3aHUT AHANIZ NOHAMb « JHCAHD NUCEMHO20 MOGIEHHA Y, «YCEIOOMAEHHA CIMPameeitl nucoMay
Ma « OUHAMIYHT MEHMATLHI MOOENI» NUCOMOSUX 3080GHb, Ya pO36IOKaA nepesipac 0si cinomesu: 1) cmyoenmu
He nos a3yiomb GIOCYMHICHb 3HAHb NPO JICAHPOGT OCOBIUSOCII NUCEMHO20 MOGIEHHS i3 3a2aNbHUM PIGHEM
6ONOOIHHA [HO3EMHOIO MOGOI0, HAMOMICHL HAOQIOML  OCOOMUEOT Y6azu (QOPMYSaHHIO NEKCUYHUX Ma
SPAMAMUYHUX HASUUOK K OCHOGHUX KOMNOHEHMIE MOGIEHHESOI KOMNemeryil; 2) npoyec nuceMa y CmyoOeHmis,
AKI GUEUAIOMb AHSTITICLKY MOEY AK IHO3EMHY, YCKIAOHIOEMbCS HAAEGHICIIO HEMUNOGUX Oa IXHbOT piOHOT MOsHU
PUMOpUUHUX (DOPM, WO, 6 C8OI Uepey, ZHUNCYE OOCHYNn 00 KOPOMKOMEPMIHO60I pobouol nam’'ami ma
HE2aMUEHO 6NUEAE HA AKICMbL NUCEMHO20 MEKCHMY IHO3EMHON MOSOH. K pesyibmam, NpONnOHyemuCa
epexmugnuii nioxio nioeUWeHHs Pi6HA HASUANLHOL YCGIOOMMEHOCHI NUCLMOSUX cmpamesciti cmyoenmamu
WAAXOM ePeKmuUsHO-OPIEHMOBAHO20 NIOX00Y.

Kiouosi cnosa: yceioomnenicmo, OUHAMIUHI MEHMATLHI MOOEN NUCLMA, AH2RITICLKA MOBA K IHO3EMHA,
cmpamezil NUCEMHO20 MOGNIEHHA, JICAHPOBO-OPIEHMOBAHT 3060AHHS, ePeKMUSHO-OPIEHMOEAHO20 NIOXIO.

H.AJT as. Hlouck 3¢hgh 20 HymU PA36UmusA 0CO3HAHHOU RUCOMEHHOU pedll y CHyO0eHmos,
U3YUAIOWUX AHZTUICKUIL KAK UHOCHPAHHBLIL A3bIK.

B cmamve npoananuzuposansvt cospemennvie MemooonouiecKue nooxoovt K CHOCOBAM HNOBLIUEHUIO
VPOGHS.  OCO3HAHHOCHMU  MUCLMENHOU peuu CMyOeHmos, KOMOopble U3YYaom QHIUHCKULl  A3bIK  KaK
unocmpanivili. OCHOGHBIMU ACTIEKMAMYU  AHANU3A  6LICHYNAION  HOHAMUSL  OCOZHAHHOCMU  CHyOeHmamu
NUCOMEHHBIX OCODEHHOCEN PASTUYHLIX DJICAHPOS QHZNUUCKOL NUCLMEHHOU peuu U UX 63AUMOCEA3L ¢
OUHAMUHECKUMU MEHMATbHUMY MOOENIMU, KOMOpbie HeoOXOOUMbl ONd GLIMONHEHUS 3A0aHUL PA3TUYHBIX
NUCLMEHHBIX JICAHPOB.

Knrouegvie cnoea: ocosnannocmv, OuHamudeckue MeEHMANLHLIE MOOeNY, GHSMUHUCKULl A3bIK  KaK
UHOCTIPAHHbIT, CIPAMESU NUCLMA, JHCAHPOGO-OPUEHMOBAKHVIE 3A0aHUS, ePPeKMUEHO-OPUSHMUPOSAHHDLT
1n00X00.

The study represents an attempt to suggest plausible methodological ways of raising writing awareness of
the students learning English as a foreign language. The two aspects addressed in this paper include students’
awareness of the strategies for written genres of English as a foreign language and their relation to dynamic
mental models of writing while approaching a task in EFL/L2 settings.

Keywords: awareness, dynamic mental models of writing, English as a foreign language, writing
strategies, genre-based tasks, efficacy-focused instruction.

Introduction

Students’ writing in a foreign language, especially the writing of essays, compositions,
dissertations and theses, is often viewed in the literature as “dynamic cyclical process™, an active
creation of new knowledge where the writer has to negotiate his or her identity, performing a set of
mental procedures and cognitive processes required for a particular genre. This view on writing
totally contradicts with earlier understanding of writing as a linear, straightforward process [2],
compared to relatively passive assembling of ideas, putting them into the necessary order and then,
finally, reading the text and making alterations where needed. Recognizing cognition and writing as
two closely related processes, we underline that it overlaps considerably with the models of writing
used by L1 and L2 learners of English and causes considerable influence on the type of written
product. Students’ awareness of writing strategies of a certain genre as such may contribute
positively to “knowledge transformation”, or, inhibit the process of “knowledge creation” turning it
into a mere “knowledge telling” [4].

The aim of this paper is to outline cognitive processes used by EFL/L2 learners of English
on their way to achieve a task and produce a written product, conceptualizing academic writing as a
set of dynamic mental models (DMM) and writing strategies. This includes a consideration of, for
example, academic writing as constructing of “knowledge transformation”, as well as shaping and
reshaping ideas.

In terms of effective instruction of writing in EFL/L2 academic settings students should be
aware of what genres of writing involve, what variety of internal cognitive processes should be used
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in order to produce a text and what extra-linguistic factors (writing-relevant knowledge) affect the
quality of written product.
1. Method

Investigating models of writing and cognitive behavior in previous issue [8:p.142], we
concluded our paper with the suggestion to minimize the so-called “gap between declarative
knowledge (i.e. theoretical) and procedural one (i.c. practical) [12], provoking the necessity of
raising students’ awareness for the writing process in terms of how they write, what strategies they
use or what they think they use (reflection on writing).

In present paper, we will suggest two hypotheses, originated from the mentioned above
distinction between “declarative” and “procedural” knowledge, and will try to /re/confirm them by
illustration of the analytic review of relevant research.

The hypothesis I of this paper: EFL/L2 students are generally not aware of the genre aspect
of the L2 writing; instead they tend to consider their level of the English language grammatical and
lexical competence (linguistic skill) as a prerequisite of their English writing ability.

The hypothesis II of this paper: The performance of the written tasks by L2/EFL students
demands higher order cognitive skills and rhetorical patterns, considerably different from their
native language (L1), that causes considerable constrains in accessing “short-term working
memory” information and leads to writing as a “knowledge telling” process.

These two hypotheses may provide a viable explanation why students in L2 settings struggle
with their English writing. They lack awareness of the compositional aspect of the English writing
and they do not view their English written text as a means of communication, on the one hand, and
little knowledge about cognitive processes prevents them from fully controlling their writing, on the
other.

Therefore, if to raise students' awareness about writing compositional strategies, emphasising
the communicative purpose of writing in English and to provide students with the self-observation
strategies to use while their own writing, the students could facilitate their English writing most
effectively.

Thus, the two aspects will be addressed further: students” awareness of the genre strategies
for written composition in English as a foreign language and their relation to cognitive models of
writing while approaching a task in L2/EFL settings.

2. Context

Following previous research on writing in L2 or S/EFL contexts (Flower,1990; Manchon &
Roca de Larios, 2011;Wolfersberger,2007) has traditionally represented two strands: product-
oriented, focused more on the result of the task, i.e. the quality of the fulfillment of the written task;
and process-oriented, viewing “‘writing as a discovery process” (Hayes’s notion), consisting of (1)
long-term components (those, which develop over time) and (2) components of each individual act
of writing. Thus, the arrangement of these elements constituted the interrelated mixture of physical,
affective and social elements with cognitive ones [1].

Product-based approach in language writing research stimulated a whole range of mixed-
result investigations concerning development of formal language when writing (Shaw&Lin, 1998),
measuring gains in linguistic accuracy (Storch&Tapper, 2009), improvement in overall language
proficiency  (Elder&QO’Loughlin, 2003), and development of written performance
(Green&Weir,2003) [11]. Distinctive argument of this bulk of research is that development of
writing skill is connected with increasing fluency of linguistic processes involved in text production
[10: p.54], differentiating expert (experienced) from inexpert (novice) writers in their access to
“short term working memory” (further on STWM) (ibid). If this statement is plausible, we will
have to search for the answer “How to ease the access of L2/EFL writers to their STWM resources
while writing?”.

The answer to this question will necessitate further research on interrelation between, roughly
speaking, “internal side” (which includes cognitive models of writing, task representation and
“schemata” brain storage, long-term and short-term working memory) and “outer side” of writing
(learning environment, writing instruction and assessment, teacher’s proficiency and conventions of
academic discourse).
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Adhering to writing as a process-oriented procedure will lead us to the “internal side”,
claiming that success of a writer depends on development of task schemas, meaning by them
“packages of information stored in long-term memory that specify how to carry out a particular
task” [6;p.24]. “Task schemas include information about task goals, the processes necessary for
accomplishing the task, sequencing the processes, and evaluating the success of the task™ [13: p.
28].

One more theoretical frame, supporting essential role of “writing-relevant knowledge” in
writing competence, was suggested by D. McCutchen in her article “From novice to expert:
Implications of language skills and writing-relevant knowledge for memory during the development
of writing skill” [10: p.52]. McCutchen estimates that, initially operations of the linguistic processes
and writing-relevant knowledge (e.g. genre-knowledge, etc) are constrained by the “short-term
working memory” (STWM), but with the increase of linguistic skill and writing-relevant
knowledge, constrains of STWM give way to long-term working memory resources.

It gives us grounds to hypothesise that, if to raise the students' awareness about writing
compositional strategies (writing-relevant knowledge), and to provide them with the self-
observation strategies to use while their own writing, the students could facilitate their English
writing most effectively. And the starting point in this awareness raising process is fask schemas,
which include information about task goals, the processes necessary for accomplishing the task, and
successful completion of the task.

3. Task representation in writing

The concepts of genre, task schemas and writing strategies play the most important role in
this paper. Correspondently, for language learners they introduce the notions of genre awareness,
linguistic knowledge, beliefs and goals of writing and writing competence in foreign language
settings.

Investigating writer’s task representations, we will touch upon such notions as beliefs about
writing task and implications for the composing (Flower,1990; Ruiz-Funes,2001;
Wolfersberger,2007). Following Flower’s definition, we will stick to the view on fask
representation as a problem-solving process that involves the interpretation of the rhetorical
problem set by the task, the goals pursued by the writer, and the strategies used for composing [11:
p.2].

By approaching the written task, a learner/reader triggers the mental process of critical
thinking defining the corresponding goals and efficient means for their successful completion,
which is schematically represented in Figure 1.

Figure 1.

This conceptualisation of the task representation reminds psychological view on mental
models [11: p.2] seen as individual cognitive representations used to achieve a goal: solve a
problem or provide argument, reasoning (Doyvle, Ford, Radzicki&Tress,2002). Being occupied with
a problem-solving situation (as a writing task, for instance) each individual has a certain system of
beliefs on how to approach it. Exposed to time and learning, this system undergoes changes and
adaptations, forming in such a way dynamic mental models corresponding to each concrete task.

These dynamic mental models can be considered similar to the so-called “working models™
[7] or dynamic network of beliefs exposed to time and to learning,.

Different attempts have been made to investigate task representation in writing, including
explorations in reading-to-write tasks, in various cognitive task interpretations etc. What unites all
these attempts is a consideration for “task representation” as a core element of mental models [6],
activating a network of goals for composing a certain genre of academic writing, provoking a
necessity of genre-awareness among student-writers.

4. Genre awareness

To define genre we will draw on systemic functional linguistics (SFL), which sees language
as a resource for making meaning in a particular context of use rather than as a set of fixed rules and
structures [5]. In SFL theory, developing language ability is associated with the expansion of
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registers, including the acquisition of genres representing different institutional, educational, and
professional settings.

Growing number of research in genre-based writing pedagogy (e.g. Belcher, 1994,2004;
Byrnes, Crane, Maxim, &Sprang,2006; Flowerdew,2002; Matsuda, 2003; Hyland&Warschauer,
2003; Paltridge, 1996,1997, 2001, 2002, 2004; Swales, 1990;) advocates promoting L2/EFL
writers” understanding of the relationship between the communicative purpose and the audience
(i.e. the reader) as the main characteristics of the genre-based approach.

Becoming two main variables of the writing process, the purpose and the audience as a duo
help writers correctly perform social actions (Pasquarelli,2006).

But, for novice writers, the process of building genre-awareness is complicated by the
following:

(1) many writers are not able to detect global problems (i.¢. content and organization) due to
poor reading skills;

(2) a capacity of working memory doesn’t allow them to focus at the same time on both local
(sentence-level) and global (content-level) errors;

(3) L2/EFL writers may not have developed correspondent schema for revision, due to
misinterpretation of the task [14:p.28 |.

In addition, writing experience of L2/EFL writers is often limited to grammar use and
vocabulary exercises (Sasaki & Hirose, 1996), with less attention being paid to pragmatic issues of
written genres and their communicative purposes. Such culture of schooling, as estimates Yasuda
[18], encourages L2/EFL writers consider writing tasks devoid of any peculiar context and social
function, and prevents them from effective building of adequate task schemas.

On the contrary, if to provide explicit instruction in the social functions of genres to
inexperienced EFL/L2 writers, they will view writing as a social action performed through
interactions of purpose, audience, and linguistic choice. The empirical study [18] conducted with
the aim to link genre to task has proven effectiveness of such an approach. During a fifteen-week
writing course, undergraduate students were engaged in carefully designed genre-based tasks, where
they learned different linguistic resources to be used for different genres. Systemic analysis of these
linguistic recourses, states Yasuda, may heighten students” awareness of the interrelation between
the goals of the genre and the linguistic resources to realize them, thus, “serve as a springboard for
novice FL writers to develop both writing competence and linguistic knowledge simultaneously”
[18:p.113].

Thus, the hypothesis II of this paper is gains its probability. The performance of the written
tasks by L2/EFL students demands higher order cognitive skills and rhetorical patterns,
considerably different from their native language (L1), that causes considerable constrains in
accessing “short-term working memory” information and leads to writing as a “knowledge telling”
process. “Knowledge telling” writing strategy should be viewed here not as a worse type of writing,
but as a simplified cognitive process of putting meaning into which compensates for insufficient
language resources (linguistic and writing-relevant knowledge). But it raises a further question of
linguistic knowledge development and its connection with writing strategies, which we will discuss
below.

5. Linguistic knowledge and academic literacy

The genre approach to teaching writing focuses on teaching particular kinds of texts, or
genres: academic (genres used in academic discourses and communities) and non-academic (genres
used in discourses of personal communication). The practical realization of this approach lies in
constructing a genre-based syllabus that will include a list of written genres, including relevant
discourse — and language-level features and contextual information in relation to them. And the
starting point of the syllabus is the genre, rather than the lower aspects of language that are also
focused on in the program [12:pp. 69-70].

We support the view that the realization of this genre-based approach in writing is based on
the notion of scaffolding [15] and gradual approximation [17]; that is, the view that modelling and
guided practice are the best variants of learning. Thus, model texts are particularly important in
genre-based classrooms as they provide an example of a certain genre, serve as a source of analysis
of a given genre, and pave a way for parallel texts creation.
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Alongside with the proven effectiveness of social-constructivism in the development of
writing competence, some researchers justly underline that it is not sufficient to expose learners to
academic practices or presenting them with “good” examples (Howes, 1999; Johns, 1997). Instead,
they hypothesise essential aspects in writing pedagogy, which are often overlooked in the research
of linguistic knowledge and academic literacy: they include students” comfort and confidence in
their knowledge and abilities, which can be obtained through efficacy-focused approach to
instruction, “that is one, that targets awareness, knowledge, skills, and related affect as a means of
socializing students into the norms, values, and expectations of academic discourse™ [16: p.29].
Viewed as “a two-way investment” of academic staff and students, acquiring academic literacy
becomes a responsibility of students and teachers, for clarifying expectations and making necessary
adjustments where needed [9]. But to become successful participants of the academic discourse, the
students should learn the linguistic norms that constitute the academic discourse in order to become
academically literate.

6. Conclusion: implications for teaching academic writing

In this study, we examined possible ways of raising EFL students” awareness in academic
writing. Providing analytic review of relevant research two about “declarative” and “procedural”
knowledge, we confirmed:

Issue 1: EFL/L2 students consider their level of the English language grammatical and
lexical competence (linguistic skill) as a prerequisite of their English writing ability, not taking into
account pragmatic characteristics of academic genres.

Pedagogical implications for this issue 1:

1)  provide explicit instruction in the social functions of genres to inexperienced EFL/L2 writers,
to view writing as a social action performed through interactions of purpose, audience, and
linguistic choice;

2) itroduce efficacy-focused approach to instruction, targeting awareness, knowledge, skills,
and related affect as a means of socializing students into the norms, values, and expectations
of academic discourse.

Issue 2: The performance of the written tasks by L2/EFL students demands higher order
cognitive skills and rhetorical patterns, considerably different from their native language (L1), that
causes considerable constrains in accessing “short-term working memory” information and leads to
writing as a “knowledge telling” process.

Pedagogical implications for this issue 2:

1) to raise students' awareness about writing compositional strategies, emphasising the
communicative purpose of writing in English and to provide students with the self-
observation strategies to use while their own writing, the students could facilitate their
English writing most effectively;

2) to incorporate genre-based approach in writing, scaffolding [15] and gradual
approximation [17]; to insure modelling and guided practice for inexperienced writers.
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BIIOMOCTIIIPO ABTOPA
Inna JliBunbka — KaHauaaT QUIONOTTIHIX HAYK, JOIEHT Kadeapu aHTTiHCHKoi MOBHU Ta METOJMKY ii BHUKIIAAHHS
TleHTpaTbHOYKPATHCHKOTO IEP’KaBHOTO TIe/IAr OT'1UYHOTO YHIBEPCUTETY iMeHi BomoumMipa BHHHUYCHKA.
Hayxoei inmepecu: TICUXOTIHTBICTHKA, KOTHITMBHA JIHTBICTHKA, METOJVKA HAaBYAHHS Ta OIHIOBAHHS 1HO3EMHOI
MOBH.

YK 81'253:74
MOBJIEHHEBA KY/IbTYPA — BAXKJ/IUBA CK/IAZOBA YCMILLUHOI
NPOMECIMHOI AIA/IbHOCTI CYYACHOTO ®AXIBLIA

TemsaHa JIILUTABA (KponusHuybkulii, YKpaiHa)

T.B. JTimmaba. MoeneHneeda Kyavmypd — 6axiciued CKIA006d YCHIWIHOL npoeciiinoi diantbHocmi
cyuacHozo gaxieys.

OOHIEW 3 BANCIUEUX CKRAOOSUX IMIONCY KOMNEMEHMHO20 Cheyianicma € Kynbmypa MOGIeHHS 3a2aN0M |
Kymemypa npogpeciiinoco mosnenns 30kpema. Co02o0Hi, 6 enoxy 3a2aneHoi inghopmamusayii cycnitbcmea,
VKpail easicnueo He minbKu Gymu 0obpe ODIZHAHUM Y 6Y3bKill cneyiamvHii cepi, a il yMimu NpasuibHO
Ggopmymosamu OyMKy, npedcmasnamu ii. Jacmo O6pax MOEReHHEEOT NPAKMUKY CHAE HA 306001 SUPIULEHHIO
PIBHOMAHIMHUX pOOOUUX NUMAHL. YMIHHA CIMEOPIOSAMI SPDAMOMHI axoei mexcmu, npoeooum Nepecosopi,
NePeKOHysamu CRispOIMOSHUKA € 3an0pyKor yeniunol npogecitinol disnenocmi. Came maxum nompebam i
6I0NOGIOAE 3MICI CIMAMmMI, MEMOI0 AKOI € POSRAHYIMU NUMAHHS PO3GUMKY KVIbMYPU MOGIEHHS 6 CHYOeHmi6
HEMOBHUX CReyianbHOCMEN NeOa2O2IHHUX SUMUX HASHANbHUX 30KNA0I6 IK CKIAO060L npodecitinol Kytbmypu
Qaxieyis y npoyeci ix nidcomosku. ¥ yboMy 36’43Ky POSKPUSAEMLCS KOO NUMAHb, Ki 6IOHOCAMbCA 00
KYMbmypu MOGNEHHS, 30KpeMa OOCTIONHCeRHs akademMiunoeo Moenenna. Haoaemves ananis nayxosux ooiceper,
NPUCEAUEHUX MEMOOUUHUM HOULYKAM eeKMUEHUX WNAXIE NIOGUUEHHS PIGHS KYTbMYPU MOGNEHH MAtlOymuix
Qaxisyie. [Iponouyiomucsa 3a60anHA 0N PO3GUMKY MOGNEHHESUX YMIiHL | HAsUUOK. [TIOKpecmoembes 2onosHA
POIb CYUACHO20 GUKNAOAYA — OONOMOSMI CIYOEHIO6] 060N00IMU KYTbMYPOI0 MOGNIEHHS, CKOPEKMYSamu 1020
KPOKU HA WAAXY NIZHAHHA HOPM MOBNIEHHEBO20 CNINKYE6AHHA.

Kniouosi cnosa: xymemypa MmosneHHs, MoeHa HopMa, Qaxieeyv, npogpeciiine CiNKyéanHs, Oinose
MOGNEHHSA, KOMYHIKAMUSHA NIO20MO6KA.

T.BJTuwmmaba. Kynemypa peuu — 6aMCHAA COCMAGNAIOWAA PCHEWHOI npodleccuoHdNbHO
0esAmMenbHOCHIL COBPEMEHH020 CHeUUATCMd.

OO0HOII U3 BAJICHBIX COCABNAIOUUX UMUONCA KOMIEMEHIMHO20 CNeYUanucma A6niemes KyIbmypa pedu
s000Ue U KyTbmypa npodeccuonansHol peun 6 uacmuocmu. Ceco0Hs, 6 9NoXy §ceobuyeii ungopmamuszayuu
obujecmea, KpamHe 6ajiCHO He MONbKO DulMb XOPOUIO OC6e0OMIEHHBIM 6 Y3KOU CHeyuanvHoll cgepe, HO u
yMemy NpasunLHO POPMYTUPOEAMb MbICAb, Npeocmasiams ee. Jdacmo HeOOCmamox peueeoll NpaKmuxu
Npensmcmeyem — pewienuio  pasmuuHeix  pabouux — eompocos.  Ymewue — cozoasamv  epamoOmHbie
npogeccuonanbHble MeKCmul, 6eCHi Nepeeogopul, ybesicoamv cobeceOHuKa A6NAEmMca 3aN020M YCNeuiHol
npogeccuonanvholl  OesmenvHocmy. FMmenHo makum nOMpeOHOCHAM U COOMEEMCMEYem Cooepiicanie
cmamvl, Yenblo KOMOpOU A6NAEMCA PACCMOMpEents 6ONPOCHL PA3GUMUS KYIbMYpLl pedu Y CHIYOEHmMOs
HEA3LIKOGBIX CHEYUATbHOCHEN Nedasosuyeckux 6y306 KAk COCMAaGnaoweli npogeccuoHanbHoll Kylbmypul
CHeyUanucmos 6 npoyecce ux NOO20MOGKU. B 5MOtl c6A3U pACKPbIGAEMCs Kpye 60MpOCOE, OMHOCAMUXCA K
Kynbmype pediu, 6 YACHHOCHU UCCIEO06AHUS aKadeMuuecko2o peyl. Jlaemcs aHanu3 HaydHbIX UCTNOYHUKOG,

530



